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The purpose of this study was to examine Latino/a student preferences for school 

counselor activities.  The primary focus of research was to determine what school counseling 

activities Latino/a students perceived as important and which school counseling activities 

Latino/a high school students perceived as satisfying.  The researcher pursued this purpose 

through administration of a survey instrument developed by the researcher.  The instrument 

consisted of 14 demographic items and 42 5-point Likert scale items based on the domains 

described in the ASCA’s national model and current literature on experiences of Latino/a 

adolescents.   

The sample was comprised of 210 Latino/a high school students from five high schools in 

three school districts in the suburbs of a large Southwestern U.S. metroplex.  The study 

population consisted of 94 female and 115 male participants ranging in age from 14 to 20 years 

old with the median age of 17.54 years.  Overall, students preferred school counseling activities 

focusing on college and career readiness.  According to the results of this study, students 

indicated that although they believed college and career activities to be important, they were not 

satisfied with how their school counselors provided those activities.  Multiple regression 

analyses were utilized to determine which demographic variables were significant predictors of 

respondents’ perceptions of importance.  Results indicated student perceptions of importance did 

not vary across grades, economic levels, genders, or cultural differences.  The results, 

limitations, and suggestions for school counseling programs were provided within the report. 
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LATINO STUDENTS’ SCHOOL COUNSELING NEEDS:  
AN EXPLORATORY NEEDS ASSESSMENT 

Introduction 

 The U.S. Department of Education predicted the Latino/a population will grow by 50 

million individuals by 2050 making the Latino/a population the fastest growing population in the 

United States (US Census Bureau, 2012).  Despite this rapid growth, over 54% of Latino/as ages 

16-19 indicated they either dropped out of high school or had not received their general 

education development (GED) for high school equivalency (Ruggles, Alexander, Genadek, 

Goeken, Schroeder, & Sobek, 2010).  Latino/a students’ high rates of drop out indicate that 

current school counseling activities do not align with the needs of Latino/a students.  There are a 

multitude of challenges that Latino/a students encounter within the U.S. school system.  These 

include language barriers (James, 1997; Koelsch, 2006), acculturation difficulties (Bacallao & 

Smokowski, 2009; Gil & Vega, 1996), poverty (NCES, 2011), and discrimination (Smokowski 

& Bacallao, 2007).  Each of these experiences provides a barrier to educational development for 

students of Latino/a descent. 

ASCA National Model and Cultural Responsiveness 

The American School Counseling Association (ASCA, 2005) created the National model 

for school counselors to utilize when working with students.  ASCA developed the National 

model (2005) to guide school counselors’ development of comprehensive guidance programs to 

meet the needs of all students.  The components of this program include guidance, individual 

planning, responsive services, and system support for the purposes of encouraging students’ 

development within academic, career, and personal/social domains (ASCA, 2005).  These three 

domains are specific to broad developmental areas that include standards and competencies in an 

effort to promote all students’ development (ASCA, 2005).  The goal of this model is to provide 
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services for all students and facilitate students’ academic, career, and personal/social 

development.  

 The academic domain includes any activities directed toward the academic development of 

students.  Indicators of academic development include students’ improvement of academic self-

concept, acquisition of skills for improved learning, and achievement of school success (ASCA, 

2005).  The career domain includes activities directed toward the students’ career development.  

Within this domain, students acquire skills and utilize knowledge of abilities and strengths to 

navigate and explore the world of work (ASCA, 2005).  Within the personal/social domain, 

school counselors focus on the personal growth of students.  Indicators of personal/social 

development include acquirement and application of self-knowledge, acquisition of interpersonal 

skills, and personal safety skills (ASCA, 2005). 

  In a separate position statement, ASCA (2009) provided additional information detailing 

the importance of school counselors meeting the needs of students from various cultural and 

ethnic backgrounds.  This position paper further demonstrated the importance of school 

counselors addressing the needs of increasingly diverse student bodies.  ASCA (2009) 

encouraged school counselors to address diversity with students, faculty, and administrators and 

to create culturally inclusive schools to reduce discrimination. 

 The experiences of Latino/a adolescents in secondary school are not linear in that one 

experience affects only one area of development.  Instead, each experience influences Latino/a 

students’ academic, career, and personal/social development in a circular manner.  Latino/a 

students’ personal/social development influences academic and career development, and 

academic development affects career and personal/social development.  Each domain and 

experience influences another; one is not independent of another.  Figure 1 is a graphic 
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representation of how various experiences influence and affect Latino/a student development 

within each of the domains. 

Academics 
Language 

Parent Involvement 
Discrimination 

Parent Adolescent Relationships 
Graduation   

  Career              Personal Social 
        Academic Achievement                       Acculturation   
 Low income careers        Self-Esteem/Self-Concept 
    College and Career readiness               Ethnic Identity 
       Graduation                Parent Child Relationships 
                                                      Anxiety and Depression  

               Discrimination 

Figure 1.  Graphic representation of Latino/a student experiences. 

Academic development of Latino/a students. The Latino/a population experiences the 

largest percentage of high school dropouts (Ruggles et al., 2010).  Drop out usually occurs after 

students continue to struggle or fail in course work needed to graduate (Bowman-Perrott, 

Herrera, & Murry, 2010).  Students fall behind in course work for a multitude of reasons 

including difficulties reading and writing English ( Koelsch, 2006),  poverty (U.S. Department of 

Education, 1997), discrimination (Smokowski & Bacallao, 2007), and lack of parental 

involvement (U.S. Department of Education, 1997).  

English language development.  English Language development continues to be a major 

hindrance to academic achievement for Latino/a students (Koelsch, 2006).  According to the 

U.S. Census Bureau (2012), over 76% of Latino/as over the age of five years indicated they 

speak Spanish at home.  Latino/a students comprise the largest group of English language 

learners in U.S. schools (Koelsch, 2006).  Latino/a students identified as English language 
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learners are overrepresented in special education classes and score significantly worse on 

national  assessments of reading (Koelsch, 2006).   

Economic status.  Economic status and lack of parental educational attainment influence 

academic students’ academic success as well (U.S. Department of Education, 1997).  Within a 

review of literature regarding the effects of poverty on children, Brooks-Gunn and Duncan 

(1997) found that children living in poverty experienced higher rates of developmental delays, 

learning disabilities, emotional and behavioral problems, grade retention, expulsion from school, 

and high school drop out.  In addition, the birth rate for unwed teen mothers was almost three 

times higher than the rate among non-poor families.  Over 27% of the 15.3 million Latino/a 

children living in the US live in poverty (NCES, 2010).  Living in poverty influences 

students’academic achievement and development, and provides a further barrier to high school 

completion (Brooks-Gunn & Duncan, 1997). 

Discrimination.  Parents and students alike often experience discrimination from 

students, teachers, and counselors that influences their participation in and academic 

performance (Bacallao & Smokowski, 2009).  Vela-Gude, Cavazos, Fielding, Cavazos, Campos, 

and Rodriguea (2009) interviewed Latino/a college students, who indicated that their school 

counselors did not provide them with accurate or adequate information regarding course work 

needed to graduate high school and attend colleges or universities.  In another qualitative study, 

Latino/a high school students stated their teachers held lower academic expectations for Latino/a 

students than White students (Bacallao & Smokowski, 2009).  The participants also stated that 

teachers told them that they were not smart enough to get out of remedial classes or go to 

college.  
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Lack of parental involvement in education.  The U.S. Department of Education (1997) 

found that parental involvement in students’ academics increases academic performance.  

Latino/a parents, however, often do not become involved in their students’ academics.  In Latin 

cultures, parental involvement in students’ academics is interpreted as rude and intrusive, 

extending that cultural norm in the U.S. (Simcox, Nuijens, & Lee, 2006).  Another reason for 

lack of parental involvement could simply be parents’ inability to speak English (Greenberg 

Garrison et al., 1999).  Bacallao and Smokowski (2009) found that Latino/a parents wanted their 

children to succeed in school, however, did not become involved because they did not 

understand the school system.  The student participants within this study reported not trying their 

hardest academically because their parents did not push them to do so.  These findings align with 

the U.S. Department of Education’s (1997) statement that lack of parental involvement limits 

students’ academic achievement.   

Career development of Latino/a students.  Although there is ample research regarding 

academic progress and experiences of Latino/a adolescents, few researchers have examined the 

career development and needs of Latino/as.  According to the National  Center for Educational 

Statistics (NCES, 2011), students with a high school education or below struggle to find full time 

employment and are less likely than peers with college degrees to be employed full time 

consistently over extended periods of time.  Within de Anda, Franke, and Baceerra’s (2009) 

study, Latino/a parents and students indicated high valuing of educational and career placement.  

Both parents and adolescents agreed that resources and access to higher education and thus 

greater career opportunities were the most important needs for Latino/a community.   

LeCroy and Krysik (2008) found that first and second generation Latino/a students were 

more likely to succeed both within academics and career than third generation students, and 
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postulated the differences in achievement resulted in levels of discrimination and thus 

helplessness related to time within the United States. Despite parental or students’ desire to 

succeed, limited academic support from parents and teachers and the high rates of high school 

drop out of Latino/a students create challenges in career development (Bacallao & Smokowski, 

2009). 

Personal/social development of Latino/a students. A large component of personal/social 

development in adolescents is development of identity (Erikson, 1968).  Latino/a adolescents 

must not only navigate identity development like other students, but because of their bicultural 

and bi-ethnic identity, most also develop an ethnic identity that enables students to identify 

themselves culturally and ethnically in a culture different from their own (Umana-Taylor et al., 

2009).  Latino/a students acculturate to U.S. culture, while often living with family members 

rooted in their home culture (James, 1997).  Acculturation is the result of integration of the two 

cultures. 

Latino/a students face discrimination as they acculturate into a new culture (James, 

1997).  Ethnic identity exploration, acculturation experiences, and perceived discrimination 

affects Latino/a students’ mental health (Umana-Taylor & Updegraff, 2007), involvement in 

risky behaviors (Bacallao & Smokowski, 2009; Unger, Ritt-Olson, Wagner, Soto, & Baezcibde-

Garbanti, 2009), academic performance (LeCroy & Krysic, 2008), parent-child relationships 

(Bacallao and Smokowski, 2009; Gil & Vega, 1996), and self-esteem (Torres & Ong, 2010). 

Students experience acculturation as they navigate between two cultures, which can result in 

deleterious effects for Latino/a students including anxiety and depression (Suarez-Morales & 

Lopez, 2009), decreased self-esteem (Smokowski & Bacallao, 2006) and decreased academic 

performance (LeCroy & Krysic, 2008).   
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In addition, English language development and acculturation can result in parent-

adolescent conflict (Gil & Vega, 1996; James, 1997), which in turn, influences Latino/a students’ 

academic performance (Kaplan, Turner, & Badger, 2007), involvement in risky behaviors 

(Smokowski, Rose, & Bacallao, 2009; Unger, Ritt-Olson, Wagner, Soto, & Baezconde-Gabanati, 

2009), and self-esteem (Smokowski & Bacallao, 2007). Often, Latino/a students are exposed to 

the English Language at much higher rates than their parents (James, 1997).  As children begin 

to translate for their parents, they become increasingly exposed to information that otherwise 

would have been reserved for adults.  Children must quickly shift from adult roles to child roles 

(James, 1997), which can lead to difficulties in personal/social development such as increased 

anxiety, depression, and sometimes defiance (Greenberg Garrison, Roay, & Azar, 1999).  

Cultural identity, acculturation, and discrimination influence Latino/a adolescents’ self-

esteem and self- concept (Tong & Ong, 2010).  In turn, these experiences influence Latino/a 

students’ mental health and academics (Bernal et al., 1993; Supple, Ghazarian, Frabutt, Plunkett, 

& Sands, 2006).  These experiences appear unique to Latino/a students and indicate specific 

needs of this group of students that can be addressed by school counselors adhering to the 

structures and guidelines within the ASCA National model (2005).   

Despite ASCA’s (2005; 2009) attempts to assist school counselors in reaching the needs 

of diverse students, Latino/a students continue to struggle within U.S. schools.  Low graduation 

rates (Fry, 2003; Venezia, Callan, Finney, Kirst, & Usdan, 2005), high rates of depression and 

anxiety (Suarez-Morales & Lopez, 2009; Torres & Ong, 2010), high incidences of risky behavior 

(Unger et al., 2009), and an over representation of Latino/as in poverty (Ruggles et al., 2010) 

indicate an imperative for school counselors to address the developmental needs of Latino/a 

students.  Despite the growing body of professional literature addressing the academic, career, 
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and personal/social development of Latino/a students, a thorough review of the literature 

indicated no studies that provided an in-depth investigation of Latino/a students’ perceptions of 

school counseling activities.  Previous research focused on conceptualizations of school 

counseling programs and activities addressing the needs of Latino/a students, but did not explore 

perceptions of Latino/a students directly to determine if these activities were helpful or desired 

by Latino/a students.   

Purpose 

The purpose of this study was to identify Latino/a high school students’ perceptions 

regarding the importance of school counseling activities addressing students’ academic, career, 

personal/social, and cultural needs and level of satisfaction with those activities.  Research 

questions were the following: (a) What is the level of agreement among Latino/a high school 

students on perceived importance of school counseling activities related to academic, career, 

personal/social, and cultural activities? (b) What is the level of agreement among Latino/a high 

school students on satisfaction with their school counselors’ activities related to academic, 

career, personal/social, and cultural needs? (c) What is the level of agreement between school 

counseling activities Latino/a students’ perceive as important and the perceived satisfaction with 

those activities? (d) What demographic factors (gender, grade, language spoken at home, 

eligibility for free or reduced lunch, and birth place) predict perceived level of importance of 

school counseling activities identified as highly important by Latino/a high school students?  In 

order to address these research questions, I used quantitative and qualitative methods to conduct 

a thorough needs assessment. 
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Methods 

Participants 

The population setting for this study included five high schools from three school 

districts in North Texas.  Three participating high schools were considered public high schools 

and enrolled students in Grades 9 through 12 without a referral or application process.  One high 

school reported 1,972 students with 73% (n = 1,380) of those students identifying as Latino/a 

and 67% of students (n = 1,324) qualifying for free or reduced lunch.  The second high school 

reported over 2,101 students with 61.1% (n = 1,281) identifying as Latino/a in Grades 9 through 

12 and 25% of students (n = 426) eligible for free or reduced lunch. The third high school 

reported an enrollment of 1,585 with 32% (n = 507) identifying as Latino/a enrolled in Grades 9 

through 12.  At this school, 44 % of students (n = 696) qualify for free or reduced lunch.  The 

fourth participating high school was designated as a non-traditional high school, for which 

students apply to attend and at which students focus on a specialization area.  This high school 

enrolled 1,695 students in Grades 9 through 12 with 70% (n = 1,186) of students identifying as 

Latino/a and 61% of students (n = 1,025) qualifying for free or reduced lunch.  The final 

participating high school was designated as an alternative school for Grades 1 through 12 

students to which students had been referred because of behavioral problems.  At the time of the 

survey, 85 students attended with 13% identifying as Latino/a and 79% qualifying for free or 

reduced lunch.  

 The final sample from the population included 210 Latino/a high school students 

attending one of five high schools within three school districts in North Texas.  One hundred 

fifteen participants reported they were male (54.8%), 94 identified as female (44.8%), and one 

person identified as other (0.5%).  Most participants indicated they were in the 12th grade (n = 
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159, 75.7%) with smaller percentages of participants from Grades 9 (n = 8, 3.8%), 10 (n = 17, 

8.1%), and 11 (n = 26, 12.4%).  Details describing the sample are presented in Table 1.  

Table 1  

Demographic Characteristics of Student Participants  

Variable n % M SD Range 

Gender      

Female 94 44.8    

Male 115 54.8    

Other 1 0.5    

Age in Years   17.54 1.30 14-20 

14 3 1.4    

15 13 6.2    

16 13 6.2    

17 41 19.5    

18 130 61.9    

19 9 4.3    

20 1 0.5    

Grade Level      

9 8 3.8    

10 17 8.1    

11 26 12.4    

12 159 75.7    

Plans to Attend College      

Yes 185 88.1    

No 6 2.9    

Unsure 19 9.0    

Qualification for Free or Reduced Lunch      

Yes 155 73.8    

No 44 21.0    

I Don’t Know 11 5.2    

(table continues) 
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Table 1 (continued). 

Variable n % M SD Range 

Expects to Graduate High School      

Yes 204 97.1    

No 1 0.5    

I Don’t Know 4 1.9    

Immigration Status      

Born in the US 146 69.5    

Younger than 5 29 13.8    

Between 5-10 25 11.9    

11 or older 9 4.3    

How Often Speak Spanish at School      

All the Time 7 3.3    

Most of the Time 24 11.4    

Some of the Time 114 54.3    

Never 40 19.0    

How Often Parents Speak Spanish      

All the Time 128 61.0    

Most of the Time 36 17.1    

Some of the Time 29 13.8    

Never 16 7.6    

Mother Born in the US      

Yes 44 21.0    

No 165 78.6    

I Don’t Know 1 0.5    

Father Born in the US      

Yes 37 17.6    

No 170 81.0    

I Don’t Know 3 1.4    
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Instrument 

The goal of this research study was to explore types of school counseling activities 

Latino/a high school students perceived as important related to their academic, career, 

personal/social development, and cultural experiences.  In addition, this research study explored 

Latino/a students’ perceived satisfaction with how their school counselors perform school 

counseling activities.   In the first section of the survey, participants were requested to provide 

demographic information including (a) gender, (b) age, (c) grade level, (d) intention to go to 

college, (e) age of arrival in US, (f) language spoken, and (g) eligibility for free or reduced lunch 

(h) with whom the respondents live, and (i) if respondents’ parents were born in the US.  Within 

the second section, participants were asked to rate possible school counseling activities relative 

to their importance and to what level of satisfaction they perceived school counselors performed 

those activities.  In the third section, participants were asked to respond to four open-ended 

questions regarding school counseling activities related to academic, career, and personal/social 

domains as well as school counseling activities related to culture. 

To develop items related to Latino/a students’ school counseling needs, a comprehensive 

examination of professional journal articles related to the topics of Latino/a students’ academic, 

career, and personal/social experiences within U.S. schools was conducted.  Literature indicated 

specific needs within Latino/a students’ academic, career, and personal/social development,  

which were utilized to develop survey questions specific to Latino/a high school student 

experiences.  The items were activities conceptualized according to the categories of the 

comprehensive developmental guidance program identified by ASCA (2005) including 

Academic, Career, and Personal/Social domains.  Additionally, based on review of literature, 

topics identified in Figure 1 appeared to be most relevant to Latino/a students’ school counseling 

needs.  I also utilized Ray, Fineran, and Kern’s (2009) Middle School Survey (MSS) items to 
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develop additional items regarding school counseling activities and school counselors’ roles in 

U.S. high schools.  Ray et al. developed the MSS to identify middle school teachers, 

administrators, parents, and school counselors’ perceptions of middle school students’ 

counseling needs.  For the purposes of this study, the survey was adapted to meet the 

developmental needs of high school students and to include specific experiences of Latino/a 

students.  Items were selected and categorized according to Academic (n = 9), Career (n = 11), 

and Personal/social (n = 23) needs to ensure that each domain was adequately represented.  Items 

specific to cultural needs of Latino/a as identified in the literature review were then added under 

each domain if not previously represented. 

 I distributed surveys for review to an expert panel of three faculty members in a graduate 

counseling program who were knowledgeable of multicultural literature and research design.  I 

then distributed the survey during a pilot administration to 10 Latino/a high school students at a 

local high school (Fink, 2003a).  The characteristics of the pilot group were similar to those 

identified as the research population.  Notes were taken and modifications were made to clarify 

confusing items (Fink, 2003a).  The survey was then ready for sample distribution.  

 Respondents were asked to rate school counseling activities in regard to perceived 

importance and satisfaction with school counselors’ performance using Likert-type scales 

(Leibach, 2008).  The survey items were not organized by domain, but rather included together at 

random.  Participants were asked to respond to items based on a 5-point Likert scale with 1= not 

important at all, 2= kind of important, 3= important, 4= very important, and 5= extremely 

important (Fink & Kosecoff, 1998).  Participants were also asked to respond to perceived 

satisfaction items based on a 5-point Likert scale with 1 = not happy at all, 2 = barely happy, 3 = 

sometimes happy, 4 = happy, and 5 = very happy (Leibach, 2008).  Participants selected their 
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responses by circling the number that best identified what they perceived as importance and 

satisfaction level for each item. 

Procedures 

 Three school districts within the southwest United States accepted the invitation to 

participate in data collection.  I contacted five schools within the participating districts resulting 

in five school administrators agreeing to allow their students to participate in the research study.  

Informed consent forms were distributed to interested students.  Participants under 18 years of 

age gained parental consent before being included within the study.  Latino/a students who 

signed informed consent (18 or over) or presented parental informed consent then filled out the 

survey.  Participants completed the survey at home, in class, or after school.     

The recruitment letter and parental consent form were translated and back translated into 

Spanish and English to ensure that students, regardless of parental language, could participate 

(Mallinckrodt & Wang, 2004).  The survey was presented to students in English and therefore 

the sample was limited to Latino/a high school students who read and wrote English.  Difficulty 

in attaining parent informed consent resulted in a high number of 18 year olds in the sample.  

Data Analysis  

For Research Question 1, I explored the level of agreement among Latino/a high school 

students on perceived importance of school counselors’ activities related to academic, career, 

personal/social, and cultural needs.  For the purposes of this question, descriptive statistical data 

included mean, frequency, and standard deviations of students’ responses.  

For the second research question regarding the level of agreement among Latino/a high 

school students on satisfaction with their school counselors’ activities relating to academic, 

career, personal/social, and cultural needs, I reported descriptive statistics to examine Latino/a 

students’ perceptions of frequency of school counseling activities.  For the purposes of this 
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question, descriptive statistical data included mean, frequency, and standard deviations of 

students’ responses. 

To address the third research question regarding the level of agreement between what 

school counseling activities Latino/a student’s perceive as important and the perceived 

satisfaction of those activities, I examined items reported by participants as most important.  

Items with a mean score between very important and extremely important were identified.  Using 

paired sample t-tests, those items of importance were then individually compared to the 

participants’ ratings of satisfaction with those counseling activities.  I interpreted t-tests 

according to statistical significance (α = .05) and Cohen’s (1988) eta squared effect size 

interpretations (small = .01; medium = .06; large = .14).  

For the final research question regarding demographic factors as predictors for perceived 

level of importance of school counseling activities identified as highly important by Latino/a 

high school students, I examined the ability of specific demographic variables to predict the 

perceived importance of the identified activities ranging from very important to extremely 

important.  Due to the exploratory nature of this study, variation in importance due to differences 

in demographic information provided valuable information to school counselors.  I hypothesized 

that differences based on gender, grade level, language spoken at home, time in the US, and 

eligibility for free or reduced lunch may impact a student’s desire for specific school counseling 

activities  

 Due to the exploratory nature of the study, I also included four items allowing 

respondents to discuss relevant school counseling activities not included within the survey items.  

These items were open ended and allowed the student to write in answers.  Fink (2003b) 

recommended the inclusion of open-ended questions within survey research as a method of 
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capturing the experiences of the participants in their own words.  The open ended questions 

included the following: (a) “What do you think is important for your school counselor to talk 

with you about school and school work?” (b) “What do you think is important for your counselor 

to talk with you about college and career?” (c) “What do you think is important for your 

counselor to talk with you about your relationships, and yourself?” (d) “What do you think is 

important for your school counselor to talk with you about your culture?”  The open-ended 

questions provided Latino/a students an opportunity to share additional preferences.   

Following procedures outlined by Fink (2003b) for content analysis of open-ended 

questions within surveys, I chose inductive analysis to search for dominant themes.  Ryan and 

Bernard (2000) identified content analysis as an effective means to explore cross-cultural issues 

such as exploring what Latino/a high school students identify as important school counseling 

activities.  The qualitative research team included the primary researcher, a doctoral Counseling 

student with experience in qualitative coding and a master’s Counseling student who was trained 

in qualitative coding procedures.  Once we identified dominant themes among answers for each 

question, we then coded the number of times themes were expressed in participant statements.  

Both researchers coded all statements with a reliability agreement of 89.25%.   

Results 

Research Question 1 

What is the level of agreement among Latino/a high school students on perceived 

importance of academic, career, personal/social, and cultural activities related to school 

counseling?   

 Table 2 presents participant responses to perception of importance of activities and 

satisfaction with activities, including frequencies, means and standard deviations.  Five items of 

the 42 total items were identified with mean ratings of very important (4) to extremely important 
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(5).  Results indicated students perceived activities related to career/college decisions and 

options of high importance.  The five highest rated importance items were: Help prepare for 

college or higher education (M = 4.431); Help plan for the future (M = 4.309); Talk with me 

about differences between universities, colleges, and community colleges (M = 4.001); Help me 

identify scholarships to help me pay for college or training (M = 4.183); and Help me identify 

what careers I might be good at (M = 4.053).  

Eighteen items were identified with low mean ratings ranging from “kind of important” 

(2) to “important” (3). A few examples of lower rated importance items were: Make school more 

culturally inclusive (M = 3.072); Talk with me about my relationships with teachers (M = 

2.981); Help me with balancing two cultures (M = 2.450); Talk with me about bullying (M = 

2.857); Talk with me about moving to and/or living in the US (M = 2.483), and Talk with me 

about making, keeping, and problems with friends (M = 2.716).  No items received mean ratings 

between not important at all (1) and kinda important (2). 

Table 2 

Means, Standard Deviations, and Frequencies for Importance and Satisfaction Ratings 

 
M SD 

Not 
Important/ 
Not happy 

Kind of 
Important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
     n % n % n % n % n % 
1a. Importance of school 
counselors talk with 
teachers about treating 
students equally 3.732 1.141 7 3.3 25 11.7 54 25.2 54 25.2 69 32.2 
1b.Satisfaction with 
school counselors 
talking with teachers 
about treating students 
equally 

3.389 1.132 16 7.52 12.1 18.5 61 28.5 71 33.2 34 15.9 

*2a. Importance- Help 
prepare for college or 
higher ed 4.431 0.867 1 0.5 9 4.2 20 9.3 48 22.4 131 61.2 
2b. Satisfaction-Help 
prepare for college or 
higher ed 

3.638 1.121 12 5.6 22 10.3 45 21 82 38.3 49 22.9 

3a. Importance- students 
being mean because of 
culture or language 2.928 1.326 38 17.8 41 19.2 62 29 32 15 35 16.4 
 
          (table continues) 
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Table 2 (continued). 

 
M SD 

Not 
Important/ 
Not happy 

Kind of 
Important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
   n % n % n % n % n % 
3b. Satisfaction-students 
being mean because of 
culture or language 

3.179 1.183 21 9.8 38 17.8 59 27.6 61 28.5 28 13.1 

4a. Importance-Talk 
with parents about what 
teachers expect 2.995 1.209 26 12.1 49 22.9 56 26.2 52 24.3 24 11.2 
4b. Satisfaction-Talk 
with parents about what 
teachers expect 

3.408 1.121 16 7.5 23 10.7 61 28.5 73 34.1 33 15.4 

*5a.  Importance-help 
plan for the future 4.309 0.970 4 1.9 8 3.7 26 12.1 51 23.8 118 55.1 
5b. Satisfaction-help 
plan for the future 3.641 1.213 15 7 24 11.2 42 19.6 68 31.8 60 28 
6a. Importance- 
balancing two cultures 2.450 1.189 53 24.8 62 29 51 23.8 28 13.1 13 6.1 
6b. Satisfaction-
balancing two cultures 2.990 1.237 31 14.5 39 48.2 54 25.2 55 25.7 22 10.3 
**7a. Importance-
making, keeping, and 
problems with friends 2.716 1.248 44 20.6 49 22.9 55 25.7 42 19.6 18 8.4 
7b. Satisfaction-making, 
keeping, and problems 
with friends 

3.371 3.813 24 11.2 37 17.3 58 27.1 61 28.5 24 11.2 

8a. Importance- talk 
about how to do better 
in school 3.861 1.081 9 4.2 14 6.5 42 19.6 76 35.5 68 31.8 
8b. Satisfaction- how to 
do better in school 3.569 1.179 13 6.1 28 13.1 47 22 69 32.2 52 24.3 
9a. Importance- help 
pick career path 3.938 1.059 7 3.3 11 5.1 49 22.9 64 29.9 79 36.9 
9b. Satisfaction-help 
pick career path 3.418 1.256 22 10.3 25 11.7 52 24.3 62 29 47 22 
10a. Importance- talk 
with parents about 
freedoms 

 
2.740 1.421 59 27.6 34 15.9 49 22.9 34 15.9 32 15 

10b. Satisfaction- talk 
with parents about 
freedoms 

3.102 1.251 31 14.5 31 14.5 57 26.6 60 28 27 12.6 

11a. Importance- Talk 
with teachers about 
having same school 
expectations 3.185 1.259 28 13.1 29 13.6 60 28 55 25.7 34 15.9 
11b. Satisfaction- Talk 
with teachers about 
having same school 
expectations 

3.197 1.233 25 11.7 34 15.9 56 26.2 61 28.5 32 15 

12a. Importance- Talk 
with me about what I 
like 2.957 1.346 41 19.2 36 16.8 57 26.6 41 19.2 34 15.9 
12b. Satisfaction-Talk 
with me about what I 
like 

3.236 1.265 28 13.1 28 13.1 54 25.2 63 29.4 35 16.4 

**13a. Importance- Talk 
with me about sexual 
experimentation 2.495 1.373 68 31.8 46 21.5 41 19.2 29 13.6 24 11.2 
13b. Satisfaction- Talk 
with me about sexual 
experimentation 

3.068 1.360 39 18.2 31 14.5 50 23.4 51 23.8 36 16.8 

(table continues) 
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Table 2 (continued). 

 
M SD 

Not 
Important/ 
Not happy 

Kind of 
Important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
   n % n % n % n % n % 
**14a. Importance- 
Make school more 
culturally inclusive 

3.072 1.293 31 14.5 41 19.2 50 23.4 54 25.2 32 15 

14b. Satisfaction- Make 
school more culturally 
inclusive 

2.976 1.296 36 16.8 42 19.6 51 23.8 53 24.8 28 13.1 

**15a. Importance- Talk 
with me about fighting 2.749 1.349 49 22.9 43 20.1 56 26.2 29 13.6 30 14 
15b. Satisfaction-Talk 
with me about fighting 3.069 1.303 31 14.5 41 19.2 45 21 55 25.7 31 14.5 
**16a. Importance- Talk 
with me about my 
relationships with 
teacher 

2.981 1.275 35 16.4 38 1738 60 28 48 22.4 28 13.1 

16b. Satisfaction- Talk 
with me about my 
relationships with 
teacher 

3.189 1.172 22 10.3 30 14 70 32.7 55 25.7 29 13.6 

17a. Importance-Help 
me identify what jobs I 
can do after school and 
what I need to do to get 
these jobs 

3.811 1.180 14 6.5 15 7 37 17.3 70 32.7 70 32.7 

17b. Satisfaction-Help 
me identify what jobs I 
can do after school and 
what I need to do get 
those jobs 

3.147 1.301 31 14.5 32 15 51 23.8 56 26.2 34 15.9 

18a. Importance-Speak 
Spanish with me and/or 
my parents 

2.922 1.429 47 22 37 17.3 46 21.5 37 17.3 39 18.2 

18b. Satisfaction-Speak 
Spanish with me and/or 
my parents 

3.117 1.247 29 13.6 34 15.9 53 24.8 62 29 27 12.6 

*19a. Importance-
differences between 
universities, colleges, 
and community colleges 

4.001 1.120 11 5.1 10 4.7 31 14.5 67 31.3 86 40.2 

19b. Satisfaction-
differences between 
universities, colleges, 
and community colleges 

3.463 1.203 19 8.9 20 9.3 58 27.1 63 29.4 45 21 

**20a. Importance- 
understand effect of 
moving to the US 

2.539 1.47 76 35.5 31 14.5 37 17.3 31 14.5 29 13.6 

20b. Satisfaction-
understand effect of 
moving to US 

3.000 1.331 41 19.2 26 12.1 58 27.1 48 22.4 30 14 

21a. Importance- help 
develop language skills 
for a job 

3.389 1.290 24 11.2 26 12.1 46 21.5 61 28.5 46 21.5 

21b. Satisfaction-Help 
develop language skills 
for a job 

3.187 1.280 29 13.6 28 13.1 57 26.6 54 25.2 35 16.4 

22a. Importance-talk 
about abuse/use of 
alcohol and drugs 

3.112 1.429 40 183
7 30 14 50 23.4 37 17.3 48 22.4 

22b. Satisfaction- talk 
about abuse/use of 
alcohol and drugs 

3.345 1.266 29 13.6 16 7.5 50 23.4 72 33.6 36 16.8 

(table continues) 
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Table 2 (continued). 

 
M SD 

Not 
Important/ 
not happy 

Kind of 
important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
     n % n % n % n % n % 
23a. Importance-grades 
and how to make good 
grades 

3.874 1.121 11 5.1 12 5.6 42 19.6 69 32.2 73 34.1 

23b. Satisfaction-grades 
and how to make good 
grades 

3.605 1.078 10 4.7 19 8.9 58 27.1 73 43.1 45 21 

24a. Importance-how 
much school is required 
for different jobs 

3.783 1.126 11 5.1 13 6.1 53 24.8 63 29.4 67 31.3 

24b. Satisfaction-how 
much school is required 
for different jobs 

3.280 1.238 24 11.2 27 12.6 61 28.5 57 26.6 38 17.8 

**25a. Importance- talk 
about 
girlfriend/boyfriend 
relationships 

2.456 1.416 73 34.1 47 22 31 14.5 29 13.6 26 12.1 

25b.  Satisfaction-talk 
about relationships 3.121 1.303 35 16.4 27 12.6 55 25.7 58 27.1 32 15 
**26a. Importance- talk 
about my experience 
moving to and/or living 
in the US 

2.483 1.378 70 32.7 42 19.6 39 18.2 32 15 22 10.3 

26b. Satisfaction- Talk 
about my experience 
moving to and/or living 
in the US 

2.995 1.272 35 16.4 33 15.4 59 27.6 50 23.4 26 12.1 

**27a. Importance- talk 
with me about 
pregnancy and raising 
children 

2.825 1.471 57 26.6 33 15.4 44 20.6 33 15.4 39 18.2 

27b. Satisfaction- talk 
with me about 
pregnancy and raising 
children 

3.033 1.323 38 17.8 34 15.9 47 22 59 27.6 29 13.6 

28a. Importance-talk 
with me if I skip school, 
don't want to go to 
school or want to drop 
out 

3.298 1.430 38 17.8 18 8.4 54 25.2 40 18.7 58 27.1 

28b. Satisfaction- talk 
with me if I skip school, 
don't want to go to 
school, or want to drop 
out 

3.087 1.301 26 16.8 26 12.1 61 28.5 52 24.3 32 15 

29a. Importance- talk 
with me about bullying 2.857 1.373 46 21.5 43 20.1 49 22.9 39 18.2 33 15.4 
29b. Satisfaction- Talk 
with me about bullying 3.211 1.242 27 12.6 32 15 50 23.4 70 32.7 30 14 
30a. Importance- talk 
with me about 
relationships with my 
parents 

3.115 1.285 30 14 38 17.8 52 24.3 56 26.2 33 15.4 

30b. Satisfaction- talk 
with me about 
relationships with my 
parents 

3.176 1.261 28 13.1 32 15 60 28 55 25.7 35 16.4 

31a. Importance- talk 
with me about identity 
development-figuring 
out who I am 

3.164 1.387 38 17.8 26 12.1 53 24.8 46 21.5 45 21 

(table continues) 
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Table 2 (continued). 

 
M SD 

Not 
Important/ 
not happy 

Kind of 
important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
     n % n % n % n % n % 
31b. Satisfaction-talk 
with me about identity 
development-figuring 
out who I am 

3.081 1.276 32 15 36 16.8 52 24.3 60 28 29 13.6 

32a. Importance- Talk 
with me about mental 
health 

3.243 1.310 28 13.1 30 14 61 28.5 45 21 46 21.5 

32b. Satisfaction- talk 
with me about mental 
health 

3.212 2.462 37 17.3 32 15 50 23.4 56 26.2 32 15 

*33a. Importance-help 
me identify scholarships 
to help me pay for 
college or training 

4.183 1.127 9 4.2 12 5.6 26 12.1 46 21.5 115 53.7 

33b. Satisfaction- help 
me identify scholarships 
to help me pay for 
college or training 

3.434 1.280 20 9.3 31 14.5 45 21 58 27.1 51 23.8 

34a. Importance- talk 
with me about coping 
skills and ways to 
handle situations I don't 
like 

3.432 1.231 19 8.9 26 12.1 55 25.7 59 27.6 47 22 

34b. Satisfaction- talk 
with me about coping 
skills and ways to 
handle situations I don't 
like 

3.111 1.243 26 12.1 41 19.2 54 25.2 56 26.2 30 14 

35a. Importance- talk 
with me about how to do 
better in school 

3.876 1.115 9 4.2 14 6.5 48 22.4 61 28.5 77 36 

35b. Satisfaction- talk 
with me about how to do 
better in school 

3.471 1.146 15 7 22 10.3 64 29.9 64 29.9 43 20.1 

*36a. Importance- help 
me identify what careers 
I might be good at 

4.053 1.015 6 2.8 10 4.7 36 16.8 72 33.6 85 39.7 

36b. Satisfaction- help 
me identify what careers 
I might be good at 

3.295 1.298 23 10.7 39 18.2 43 20.1 58 27.1 44 20.6 

**37a. Importance- ask 
and discuss with me 
what country my family 
is from and what that 
means to me 

2.437 1.363 71 33.2 46 21.5 39 18.2 28 13.1 22 10.3 

37b. Satisfaction-ask 
and discuss with me 
what country my family 
is from and what that 
means to me 

3.029 1.343 40 18.7 32 15 44 20.6 60 28 29 13.6 

**38a. Importance- Talk 
with me about getting a 
sexually transmitted 
disease 

2.833 1.416 56 26.2 28 13.1 53 24.8 39 18.2 33 15.4 

38b. Satisfaction-Talk 
with me about getting a 
sexually transmitted 
disease 

3.044 1.334 40 18.7 27 12.6 56 26.2 52 24.3 32 15 

             
          (table continues) 
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Table 2 (continued). 

 
M SD 

Not 
Important/ 
not happy 

Kind of 
important/ 

Barely happy 

Important/ 
Sometimes 

happy 

Very Important/ 
Happy 

Extremely 
Important/ 

Very Happy 
     n % n % n % n % n % 
39a. Importance- work 
with me on learning 
problems 

3.305 1.276 25 11.7 29 13.6 57 26.6 55 25.7 44 20.6 

39b. Satisfaction- work 
with me on learning 
problems 

3.248 1.227 22 10.3 37 17.3 47 22 68 31.8 32 15 

**40a. Importance-talk 
with me about 
religious/spiritual 
growth 

2.293 1.357 85 39.7 41 19.2 38 17.8 24 11.2 20 9.3 

40b. Satisfaction-talk 
with me about 
religious/spiritual 
growth 

2.995 1.384 46 21.5 26 12.1 46 21.5 55 25.7 31 14.5 

41a.  Importance-talk 
with me and my parents 
about what classes to 
take to get ready for 
college 

3.884 1.257 15 7 17 7.9 35 16.4 50 23.4 90 42.1 

41b. Satisfaction- talk 
with me and my parents 
about what classes to 
take to get ready for 
college 

3.362 1.234 20 9.3 30 14 55 25.7 59 26.6 43 20.1 

42a. Importance-talk 
with me about my 
culture and beliefs 

2.576 1.393 63 29.4 44 20.6 42 19.6 29 13.6 27 12.6 

42b. Satisfaction, talk 
with me about my 
culture and beliefs 

3.107 1.317 36 16.8 26 12.1 58 27.1 52 24.3 34 15.9 

Note.  *= Most important.  **= Least important. 

Research Question 2 

What is the level of agreement among Latino/a high school students on perceived 

satisfaction of academic, career, personal/social, cultural activities related to school counseling?   

Table 3 reports the frequencies, means, and standard deviations related to satisfaction 

with school counseling activities.  No items were identified with a mean rating between happy 

(4) to very happy (5).  The three lowest satisfaction items were identified with a mean rating of 

barely happy (2) to sometimes happy (3).  The three items were culturally related and included: 

Talk with students about balancing two cultures (M = 2.990), Make the school more culturally 

inclusive (M = 2.976), and Talk with students about experiences moving to/living in the US (M = 

2.995).  No items resulted in a mean rating of not happy (1) to barely happy (2).  
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Research Question 3 

 What is the level of agreement between what school counseling activities Latino/a 

students’ perceive as important and the perceived satisfaction of those activities? 

I selected the top five items rated as most important by the students for further 

exploration.  The items were selected because they fell into the artificially created categories of 

very important to extremely important.  Five paired-samples t-tests were conducted to evaluate 

the differences in students’ perceptions of importance and level of satisfaction for each of the 

five survey items deemed most important by students.  There were statistically significant 

differences between importance and satisfaction scores for each of the five items (see Table 3).  

Table 3 

Differences in Importance and Satisfaction Scores 

Activity Importance Satisfaction df t p η2 
M SD M SD 

Discuss differences between universities, 
colleges, and community colleges 

4.05 1.12 3.47 1.21 203 5.54 .005* .26 

Help me identify what careers I might be 
good at 

4.06 1.01 3.30 1.30 205 6.74 <.005* .18 

Help me identify scholarships to help me 
pay for college or training 

4.19 1.13 3.43 1.28 203 6.97 <.005* .18 

Help me plan for the future 4.31 .97 3.65 1.22 205 6.59 <.005* .19 

Help me prepare for college or higher 
education 

4.43 .87 3.64 1.12 208 9.06 <.005* .28 

Note. *indicates statistically significant. 

For the item, Discuss differences between universities, colleges, and community colleges, 

t-test results indicated a statistically significant difference, t (203) = 5.54, p = .005, η2 = .26.  Eta-

squared indicated a large effect size.  For the item, Help me identify what careers I might be 

good at, t-test results indicated a statistically significant difference, t (205) = 6.74, p < .005, η2 = 

.18.  Eta-squared indicated a large effect size.  For item, Help me identify scholarships to help 

me pay for college or training, t (203) = 6.97, p < .005, η2 = .19.  Eta-squared indicated a large 
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effect size.  For item, Help me plan for the future, t (205) = 6.59, p < .005, η2 = .19.  Eta-squared 

indicated a large effect size.  For item, Help me prepare for college or higher education, t (208) = 

9.06, p < .005, η2 = .28.  Eta-squared indicated a large effect size. 

Research Question 4 

What demographic factors (gender, grade, language spoken at home, eligibility for free or 

reduced lunch, and birth place) predict perceived level of importance of school counseling 

activities identified as highly important by Latino/a high school students? 

Regression analysis was used to determine if there was prediction ability between 

respondents’ ratings of the importance of school counseling activities based on selected 

respondent characteristics.  In exploring sample characteristics, I chose to exclude age, plans to 

attend college, and plans to graduate from further analysis due to lack of diversity in sample.  

Remaining characteristics of grade level (Grade 12 or Grades 9-11), gender (male or female), 

language spoken at home (Spanish spoken most/all or some/none), eligibility for free or reduced 

price lunch (eligible or not), and birth status (born in US or not) were collapsed into dichotomous 

variables and utilized as predictor variables.  Although some categories of predictor variables 

were uneven, the number in each cell was well over 10, reasonable for analysis (Warner, 2008).  

Importance item mean ratings were used as the dependent variables.  I used Tabachnick and 

Fidell’s (2007) standards for ratio of N (number of cases) to k (number of predictors) to address 

power (N > 50 + 8k).  Thus, for the following multiple regressions, the ratio was considered to be 

substantial as 90 [50 + 8 (5)] was the suggested number of cases and the number of cases for 

each regression ranged from 205 to 209.  

 In checking for assumptions, I discovered that the five importance ratings were not 

normally distributed, and therefore data transformations were performed to improve normality.  

According to Tabachnick and Fidell (2007), when a data set is substantially negatively skewed, 
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researchers should transform variables using logarithms.  Therefore, each of the dependent 

variables was transformed using the logarithm equation in SPSS. Transformation improved 

distribution toward normality but did not result in normal distribution.  However, larger sample 

sizes address violations of assumptions (Tabachnick & Fidell, 2007; Warner, 2008) 

Multiple regression: Help me prepare for college or higher education.  Importance of help 

preparing for college or higher education was not simultaneously regressed on the five predictors 

of grade level, gender, language spoken at home, eligibility for free or reduced price lunch, or 

birth status.  The results were not statistically significant, F (5, 201) = 1.63, p = .153, with a 

small effect size of R2 = .039.  The adjusted R2 was .015.  As a group, the demographic 

characteristics were not predictors of perception of importance for this activity.  Table 4 presents 

the regression summary table.   

Table 4 

Regression Summary Table for Help Prepare for College or Higher Education 

Source SS df MS F p R2 Adj. R2 

Regression .096 5 .019 1.63 .153 .039 .015 

Residual 2.37 201 .012     

Note. n = 209. 

Multiple regression: Help plan for the future.  Importance of Help Plan for the Future was 

not simultaneously regressed on the five predictors of grade level, gender, language spoken at 

home, eligibility for free or reduced price lunch, or birth status.  The results were not statistically 

significant, F (5, 199) = 1.44, p = .211, with a small effect size of R2 = .035.  The adjusted R2 

was .011.  As a group, the demographic characteristics were not predictors of perception of 

importance for this activity.  Table 5 presents the regression summary table.    
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Table 5 

Regression Summary Table for Help Plan for the Future 

Source SS df MS F p R2 Adj. R2 

Regression .126 5 .025 1.44 .211 .035 .011 

Residual 3.47 199 .017     

Note. n = 207. 

Multiple regression: Explain differences between universities, colleges, and community 

colleges.  Importance of Explain differences between universities, colleges, and community 

colleges was not simultaneously regressed on the five predictors of grade level, gender, language 

spoken at home, eligibility for free or reduced price lunch, or birth status.  The results were not 

statistically significant, F (5, 197) = .666, p = .649, with a small effect size of R2 = .017. When 

adjusted for sampling error, the adjusted R2 became negative, R2 = -.008.  As a group, the 

demographic characteristics were not predictors of perception of importance for this activity.  

Table 6 presents the regression summary table.   

Table 6 

Regression Summary Table for Explain Differences Between Universities, Colleges, and 
Community Colleges 

Source SS df MS F p R2 Adj. R2 

Regression .100 5 .020 .666 .649 .017 -.008 

Residual 5.895 197 .030     

Note. n = 205. 

Multiple regression: Help me identify scholarships.  Importance of Help me identify 

scholarships was not simultaneously regressed on the five predictors of grade level, gender, 

language spoken at home, eligibility for free or reduced price lunch, or birth status.  The results 

were not statistically significant, F (5, 200) = .966, p = .440, with a small effect size of R2 = .024.  
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When adjusted for sampling error, the adjusted R2 became negative, .-001.  As a group, the 

demographic characteristics were not predictors of perception of importance for this activity.  

Table 7 presents the regression summary table.    

Table 7 

Regression Summary Table for Help Me Identify Scholarships 

Source SS df MS F p R2 Adj. R2 

Regression .136 5 .027 .966 .440 .024 -.001 

Residual 5.637 200 .028     

Note. n = 208. 

Multiple regression: Help me identify what careers I might be good at.  Importance of 

Help me identify what careers I might be good at was not simultaneously regressed on the five 

predictors of grade level, gender, language spoken at home, eligibility for free or reduced price 

lunch, or birth status.  The results were not statistically significant, F (5, 201) = .873, p = .500, 

with a small effect size of R2 = .021. When adjusted for sampling error, the adjusted R2 became 

negative, R2 was -.003.  As a group, the demographic characteristics were not predictors of 

perception of importance for this activity.  Because the demographic characteristics were not 

statistically significant predictors and demonstrated low effect size for students’ perceived 

importance on all five of the highest rated importance items, the model is perceived as poor, 

hence, beta weights and structure coefficients were not calculated.  Table 8 presents the 

regression summary table.    

Table 8 

Regression Summary Table for Help Me Identify What Careers I Might be Good at 

Source SS df MS F p R2 Adj. R2 

Regression .093 5 .019 .873 .500 .021 -.003 
Residual 4.267 201 .021     
Note. n = 209. 
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Qualitative Results 

 In conducting content analysis, the qualitative research team reviewed responses for 

themes and identified common themes for each of the three domains: academic, career, and 

personal/social and the added cultural domain.  Two hundred participants (95.2 %) provided 

answers for at least one of the open-ended questions.  Not all of the 200 respondents provided 

answers for each of the qualitative questions.  

Academic qualitative analysis. For the Academic question, “What do you think is 

important for school counselors to talk with you about school and schoolwork?” 198 participants 

responded.  After reviewing responses, we identified the following themes within the academic 

domain: college, schoolwork, relationship between personal life and school, future, and negative 

experiences.  The majority of students responded that they thought it was important for school 

counselors to speak with them about their schoolwork (n = 151, 54.7%), college activities (n = 

46, 16.7) and activities related to the connection between personal and the future (n = 42, 

15.2%).  Discussions examining the connection between personal and school life were less 

important with only 25 (9.1%) of respondents identifying that specific theme, and five students 

(1.8%) reported having a negative experience with their counselors.  Seven students wrote an 

answer that was either unclear or stated that the student did not know what activities were 

important, accounting for 2.5% of the answers.  

Career qualitative analysis.  For the career question, “What do you think is important for 

your school counselor to talk with you about college and career?” 194 statements were reviewed.  

The following themes were identified: Money, preparation, choices, and negative experiences.  

Most students identified discussion of choices (n = 115, 40%) and preparation (n = 114, 40.5%) 

as the most important activities for school counselors to conduct.  One student indicated it was 

important for school counselors to discuss options other than college, such as the military.  
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Approximately 17% of respondents indicated they felt it was important for school counselors to 

discuss money (n = 47, 16.5%). One student wrote that discussions on how to pay for college 

when a student is undocumented was important.  Five (1.7%) answers were unclear or stated that 

nothing was important, and three students (1%) stated they had negative experiences with their 

school counselors regarding career discussions. 

Personal/social qualitative analysis. For the personal/social item, “What do you think is 

important for your school counselor to talk with you about your relationships and yourself?” 184 

answers were reviewed.  The following themes emerged: Identity, interaction of personal life and 

school, relationships, and inappropriateness of discussing personal lives.  Most students indicated 

that discussions addressing students’ personal identities and character (n = 81, 36.2%) as the 

most important activities.  Students indicated that they believed activities discussing how 

personal life influences school (n = 36, 16.1%) were important, and some stated that activities 

related to personal relationships (n = 56, 25%) were important.  One student stated it was 

important that school counselors discuss how relationships in high school can influence students’ 

futures.  Approximately 19 % of respondents (n = 42) stated they did not believe school 

counselors should engage in activities relating to personal lives and experiences of students.  

Nine students (4.1%) provided unclear answers. 

Cultural qualitative analysis. For the cultural open-ended question, “What do you think is 

important for your school counselor to talk with you about your culture?” 194 statements were 

analyzed.  After reviewing students’ responses to the cultural qualitative question, the following 

themes presented themselves: Pride/knowledge/identity, Impact of culture on 

school/college/career, or Not important/not for school counselors.   Most students indicated they 

thought it was important that their school counselor help them develop pride or knowledge with 
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their culture (n = 68, 32.1%).  One student indicated that it was important that school counselors 

help students navigate between the two cultures.  Students also indicated that they thought it was 

important for school counselors to recognize or discuss the impact culture has on their lives (n = 

52, 24.5%).  One student indicated that it was important for school counselors to encourage 

students to continue in life, and not believe that culture was a barrier to success.  Other students 

did not feel that school counselors should discuss culture with students (n = 55, 26%), stating 

that culture is something that should be left to parents and family.  Many students wrote unclear 

answers (n = 37, 17.5%), or simply stated that they did not know what they felt was important 

for school counselors to discuss.  Table 9 presents the themes, numbers of statements per theme, 

frequencies for themes, and examples of qualitative responses. 

Table 9 

Summary of Qualitative Responses 

Theme 
n for 

Statements 
% Total 

Statements Example(exemplary statements) 

Academic Responses 

School Work 151 54.7% “What is your GPA and what scholarships can you get?” 
“How important it is to do well in order to open up more 

opportunities in the future for yourself” 

College 46 16.7% “What steps you take to get into college” 

Future 42 15.2% “encourage me to plan” 
“what you can do to succeed” 

Connection Between 
Personal and School 
Life 

25 9.1% “It is important for counselors to helps us on eliminating 
the attention you give others and let that affect your 
involvement in class” 

“ways to manage our school/social life”  
“I think it’s important they should know how the students 

feel toward certain things.  NOT just make every grade 
do the same thing” 

(table continues)  
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Table 9 (continued). 

Theme n for Statements 
% of Total 
Statements Example(exemplary statements) 

Academic  Responses (continued) 
 

Negative 
Experiences 

5 1.8% “Doesn’t matter” 
“I have never met my counselor” 

Career Responses 

Choices 115 40.5% “What college would suit you better for your career” 
“Some of us don’t even know what career we want in life 

or where to go to college” 
“I think it is important for my counselors to talk to me 

about the different opportunities I have” 
“Options besides college- like the military” 

 

Preparation 114 40.1% “What your GPA has to be to go to college” 
“Help us understand how college will be like” 

Money 47 16.5% “Scholarship information” 
“How to pay for college” 
“How to get financial aid” 

Unclear 
Answer 

5 1.7 “I don’t know” 
“Nothing” 

Negative 
Experiences 

3 1.0 “Not important for my counselor to talk with me about 
this” 

“I have never met my counselor” 
Personal/Social Responses 

Identity 81 36.2 “ How to stay respectful to everyone and above all respect 
yourself” 

“To learn how to control feelings and not end up doing 
something to regret” 

Relationships 56 25.0 “ Violence in a relationship-physical, emotional, mental” 
“I think she should tell me what are the signs of a bad 

relationship and how to know when it’s a good one.  To help 
you choose your friends and to identify who are your real 
friends” 

Not for School 42 18.7 “I feel like that’s a parents or guardian job unless the student 
goes to the counselor themselves, or parent/guardian doesn’t 
help” 

“I don’t think it’s important this is personal things” 

How Personal 
Life Impacts 
School 

36 16.1 “Problems can always get in your way of school and if you 
have somebody trustworthy to tell your problems to that’s 
always good” 

“Problems at home, many times problems at home can reflect 
how we students do in school” 

“For the counselor to know if there is anything in your personal 
life that could be affecting your grades or your work in 
school” 

(table continues) 
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Table 9 (continued). 

Theme n for Statements 
% of Total 
Statements Example(exemplary statements) 

Cultural Responses 
Pride/knowledge/identity 68 32.1 “Why we should be proud of where we came from and 

how to deal with diverse cultures.  How to stand up 
for our culture and be respectful about every culture” 

“To not forget where you came from but to learn new 
cultures to be more open to other people” 

Not important/not for 
School Counselors 

55 26 “Not really” 
“I mean if you know about your culture why should 

someone else from a different race tell you about 
your own culture” 

Impact of Culture on 
School, College, Career 

52 24.5 “How not to let the judgment of others towards you 
affect you in any way stopping you from doing what 
you want to do” 

“I think they should comprehend that in the Hispanic 
culture it is sometimes different because most of the 
Hispanic parents did not attend college and they 
expect their children to and sometimes students have 
to manage a job as well to help the family at home” 

“How are my culture rules, how do my parents react to 
certain things, what is different from my culture” 

“How you can get scholarships for being Mexican” 
 

Discussion 

 The purpose of this research study was to explore Latino/a high school students’ 

perceptions of importance and satisfaction with school counseling activities.  Within this study, 

school counseling activities included activities relating to the three developmental domains 

identified within the ASCA national model (2005) as well as a cultural domain identified within 

professional literature.  When reviewing the results, it is evident that the participants perceived 

activities relating to college and career readiness as highly important.  Although college and 

career activities were perceived most important, students indicated that activities relating to 

culture and personal relationships were the least important. 

College and Career 

As stated previously, the Latino/a high school participants perceived college and career 

planning activities as most important.  The five most important activities included: Help me 
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prepare for college or higher education; Help plan for the future; Talk to me about the 

differences between universities, colleges, and community colleges; Help me identify 

scholarships to help me pay for college or training; Help me identify what careers I might be 

good at.  

According to the results of this study, students indicated that although they believe 

college and career activities to be important, they were not satisfied with how their school 

counselors provided those activities.  There were significant statistical differences between the 

perceived levels of importance for these five items and the perceived levels of satisfaction. 

Participants perceived that school counselors are not doing enough to assist students in (a) 

preparing for college or higher education; (b) planning for the future;( c) understanding the 

differences between universities, colleges, and community colleges; (d) identifying scholarships 

or ways to pay for college; and (e) identifying careers to match students’ abilities. 

Students’ perceptions of importance on the five most important items did not vary 

according to demographic variables.  The results indicated that students’ grade level, gender, 

economic status, age of move to the US, and language spoken did not predict students’ 

perception of importance for these five items.  Student perception of importance did not vary 

across grade, economic level, gender, or cultural differences.  However, because of the difficulty 

in meeting the assumptions of normality, conclusions from these analyses are limited.   

The results from this study are similar to the results from de Anda, Franke, and Becerra’s 

(2009) qualitative study with Latino/a adolescent and parent dyads.  The authors found that 

Latino/a high school students and their parents both identified education and career planning as 

the greatest need for Latino/a students within their community.  The authors interviewed parents 

and adolescents separately and both groups identified college and career planning to be of higher 
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need than discussions on relationships, sex education, violence prevention, and socioeconomic 

stressors.  

Vela-Gude, Cavazos, Fielding, Cavazos, Campos, and Rodriguea’s (2009) also found that 

Latino/a students were unsatisfied with school counseling activities relating to college and career 

planning.  Latino/a students reported that school counselors did not provide adequate information 

regarding course work, course credits, and high school graduation requirements (Vela-Gude et 

al., 2009).  Students also indicated that school counselors did not provide enough information 

regarding college options and admissions processes.  According to the students within the Vela-

Gude et al. study, school counselors did not provide this information because they held lower 

expectations for Latino/a students.  The respondents stated that their school counselors did not 

encourage them to enroll in advanced placement courses or rigorous coursework that could assist 

in college acceptance, nor did they encourage Latino/a students to apply to universities (Vela-

Gude et al., 2009).  Within the professional literature regarding school counseling, few 

researchers examined the career needs of Latino/a students; however, the results of the current 

study indicate students perceive college and career planning as extremely important. 

Culture, Language, and Immigration 

When reviewing the results from this study, it is evident that students perceived activities 

relating to culture, language, and immigration as only somewhat important.  The five least 

important activities included: Make the school more culturally inclusive; Talk with me about 

balancing two cultures; Talk with me about my experience moving to and/or living in the U.S; 

Understand the effect of moving to the US; and Ask and discuss with me what country my 

family is from.  The respondents indicated that they perceive that it is less important for school 

counselors to discuss culture.  
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Although participants in this study perceived cultural activities as less important, 

previous research primarily focused on school counseling activities directed towards the 

personal/social and cultural needs of Latino/a students.  Several researchers explored the effects 

of acculturation and acculturative stress on anxiety, concentration, and worry (Suarez-Morales & 

Lopez, 2009), personal and family tensions resulting from acculturation (Gil & Vega, 1996; 

James, 1997), family conflict (Bacallao & Smokowski, 2009; Wagner et al., 2008), and risky 

behaviors (Unger et al., 2009).  The results of the current study do not support the previous 

research regarding the importance of school counseling activities directed towards culture.  

According to this sample, Latino/a high school students preferred that school counselors focus on 

college and career readiness, and avoid discussions and activities related to cultural differences.  

However, within the qualitative portion of the study, students stated it was important for school 

counselors to discuss culture in relation to how it can positively influence college and career 

decisions.  Therefore, students indicated discussions of culture should be limited to culture’s 

influence on college and career. 

Relationships and Sex 

Similarly to culture, students perceived discussions and activities on sexuality as of 

relatively lower importance.  Within the survey, students rated discussions related to sexuality, 

sexually transmitted diseases, and pregnancy and raising children between “kind of important” 

and “important.”  Within the qualitative portion of this study, many students indicated that 

relationships and personal issues should be kept private and not discussed with school 

counselors.  These results are concerning as the Latino/a population has the highest rates of teen 

pregnancy and parenthood in the US (Kost, Henshaw, & Carlin, 2006).   

In 2006, 12.6% of Latina adolescents aged 15 to 19 years conceived a child; almost 

double the pregnancy rate of White adolescents within the same age bracket (Kost et al., 2010).  
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According to the Center for Disease Control and Prevention (2002), Latino/a teens have only 

slightly higher rates of sexual activity (36%) than White teens (31%), however, are more likely 

to become pregnant, suggesting a difference in contraceptive use.   

Gilliam (2007) conducted a qualitative study on the use of contraceptives in teenage 

Latina parents.  The participants indicated they did not want to speak with school counselors 

about contraceptives and would prefer to speak with parents.  However, participants indicated 

they were hesitant to speak to parents, and therefore did not speak with anyone about the use of 

contraceptives (Gilliam, 2007).  These results present school counselors with the unique 

challenge of providing activities successfully that appear needed but not desired by Latino/a 

adolescents.  

Limitations 

 Due to the nature of this research study, several limitations were considered.  Because the 

sample utilized a readily available group of individuals who attend schools with high Latino/a 

populations and volunteered to participate in English, participants may not represent the 

perceptions of all Latino/a high school students (Fink, 2003a).  An additional limitation included 

low response rate (Fink, 2003a).  Over 600 surveys were distributed, and 210 students returned 

completed surveys, indicating a 35.5% response rate for students contacted.  Upon examining the 

total number of Latino/a students within participating high schools, the response rate was much 

lower, at 4.8%. 

The majority of students (n = 159, 75%) of students were seniors.  Because many seniors 

are over the age of 18 years, they could provide their own consent and complete the survey 

immediately.  Younger students experienced difficulty remembering to attain their parents’ 

signatures and returning the completed materials.  Therefore, the results might not be 

generalizable to all Latino/a high school students.  In addition, the majority of respondents 
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indicated that they intended to attend college (n = 185, 88.1%), limiting the ability to generalize 

results to students who do not expect to attend college.  A large proportion of respondents were 

born in the US (n = 146, 69.5%), thus limiting the generalizability to first generation immigrants.   

Previous researchers have not quantitatively explored the school counseling preferences 

and satisfaction levels of Latino/a high school students.  A possible explanation for this lack of 

quantitative research is the difficulty of obtaining a representative sample within high schools.  

To gain the sample utilized in this study, I gained consent from district superintendents, school 

principals, school counselors, and teachers.  After the school administrators and faculty agreed to 

participate, I then recruited students.  As stated previously, because of the age of consent, many 

students could not complete the survey on site, and many failed to return the completed survey 

with parental consent.  Parents might not have agreed to let students participate in this research 

because of their legal status.  Other students might have forgotten about the survey, or lost the 

survey.   

The survey developed for this study served the purpose of exploring perceptions of 

Latino/a adolescents.  Due to lack of information on this population, exploration of data, as 

opposed to assessment of defined constructs was the focus.  Hence, the psychometric properties 

of the survey were not confirmed regarding validity and reliability.  Any conclusions from the 

resulting data should be interpreted with caution. 

Implications for School Counselors 

The results of this study provide several implications for high school counselors.  It 

should be noted that for many items, students’ satisfaction appeared to be equal or even greater 

than their perception of importance for that activity.  In addition, results related to importance 

and satisfaction may be related to students’ lack of knowledge regarding school counselors’ 
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roles.  Within the open-ended questions, several students indicated they did not know who their 

school counselor was, or had not spoken with their school counselor.   

According to the results from this exploratory study, students prefer that school 

counselors emphasize the career and academic domains above the personal/social domain.  

Latino/a students appear to desire more activities related to college and career readiness, and 

fewer activities related to culture and sexuality.  Despite this apparent desire for activities related 

to college and career exploration, few Latino/a students continue in their academic pursuits long 

enough to obtain adequate education for multiple career options (Ruggles et al., 2010).  

The ACT (2009) conducted a study with over 100,000 high school students involved in a 

longitudinal assessment of ACT’s College Readiness System to better understand career 

development of adolescents, with specific attention to ethnic minority experiences.  The 

researchers found that eighth grade academic achievement was strongly related to 11th and 12th 

grade college and career readiness as indicated by ACT scores.  ACT’s (2009) research indicated 

the importance of students’ early explorations of career options, beginning in middle school.  

According to ACT’s (2009) research middle and high school counselors should collaborate to 

find effective means to discuss and prepare students for college and career beginning in middle 

school.  Students within this study clearly indicated that activities related to college and career 

were highly important.  To further determine if activities related to college and career are 

effective in reducing high rates of college drop out, school counselors should assess the 

effectiveness of college and career programs and activities to determine if Latino/a drop out rates 

decrease.  

Despite the high ratings of importance for college and career activities, respondents 

indicated that they were not satisfied with how their school counselors performed these activities.  
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The statistically significant differences between importance and satisfaction levels for the five 

most important activities indicated that school counselors may wish to increase and improve 

current college and career readiness activities.  

Another implication for school counselors is to focus less on students’ cultural 

differences.  This study did not uphold previous researchers’ emphases on Latino/a students’ 

personal/social and cultural experiences within the schools.  Within the qualitative portion of this 

study, several students indicated that school counselors should focus on school, or limit their 

personal interactions with students regarding relationships, personal issues, and culture to 

interactions that are initiated by students.  According to this study, school counselors should be 

open to discussing culture and cultural differences, but allow students to initiate the 

conversations, or limit discussions to how culture can influence college and career.   

Alarmingly, the respondents within this study ranked activities related to sexual activity, 

experimentation, pregnancy, and sexually transmitted diseases as less important activities.  

Latina adolescent pregnancy rates continue to soar in the US.  Although students indicated that 

they do not want to discuss sexuality with school counselors, Gilliam (2007) found that Latino/a 

students do not want to discuss sexuality with parents either.  This lack of communication 

regarding sexuality and contraceptives might influence the high rates of pregnancy for Latino/a 

adolescents.  One possible response is for school counselors to survey students as to how to 

discuss sexuality in ways that students feel comfortable and increase knowledge about 

contraceptives and the consequences of unsafe sex.  Further research may explore methods for 

sex education that might be favorably received by Latino/a adolescents, and if those activities 

result in decreased birthrates among Latina adolescents. 
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This study represents one of the largest studies conducted on school counseling and the 

perceptions of Latino/a adolescents in high school.  Exploring the students’ perceptions of their 

preferences and satisfaction regarding school counseling has been overlooked in the historical 

literature.  The results from this study will allow school counselors’ to develop activities and 

school counseling programs to better meet the needs of Latino/a high school students.  By doing 

so, school counselors will uphold the standards set forth by the ASCA National model (2005) to 

meet the academic, career, and personal/social needs of all students, regardless of cultural or 

ethnic differences.   

References 

American School Counselor Association. (2005). The ASCA national model: A framework for 

school counseling programs, (2nd ed.).  Alexandria, VA: Author. 

American School Counseling Association (2009).  The professional school counselor and 

cultural diversity.  Retrieved from: 

http://www.schoolcounselor.org/content.asp?pl=325&sl=127&contentid=178. 

Bacallao, M.L., & Smokowski, P.R. (2009).  Entre dos mundos/Between two worlds: Bicultural 

development in context.  Journal ofPprimary Prevention, 30, 421-451. DOI: 

10.1007/s10935-009-0176-x 

Bowman-Perrott, L. J., Herrera, S., & Murry, K. (2010). Reading difficulties and grade retention: 

What’s the connection for English language learners? Reading & Writing Quarterly, 

26(1), 91-107. DOI: 10.1080/10573560903397064 

Brooks-Gunn, J., & Duncan, G.J.  (1997). The effects of poverty on children.  The Future of 

Children, 7(2), 56-71. 

Centers for Disease Control (2002).  Youth risk behavior and surveillance.  Morbidity & 

Mortality Weekly Report, 51 (SS-04), 1-64. 



41 

Cohen, J.W. (1988).  Statistical power analysis for the behavioral sciences (2nd ed).  Hillsdale, 

NJ: Lawrence Erlbaum Associates. 

Erikson, E.H. (1968). Identity: Youth and crisis. New York: Norton. 

de Anda, D., Franke, T.M., & Becerra, R.M. (2009).  Latino parents’ and adolescents’ 

perceptions of needs and issues of adolescents in their community.  Child and 

Adolescent Social Work Journal, 26, 415-430.  DOI: 10.1007/s10560-009-0176-y. 

Fink, A. (2003a).  How to sample in surveys (2nd ed.).  Thousand Oaks, CA: Sage. 

Fink, A. (2003b). How to manage, analyze, and interpret survey data (2nd ed.). Thousand Oaks, 

CA: Sage. 

Fink, A., & Kosecoff, J.B. (1998).  How to conduct surveys: A step by step guide.  Thousand 

Oaks, CA: Sage. 

Fry, R. (2003).  High school dropout rates for Latino/a youth.  Washington, D.C.: Pew Hispanic 

Center. 

Gil, A.G., Vega, W.A. (1996).  Two different worlds: Acculturation stress and adaptation among 

Cuban and Nicaraguan families in Miami.  Journal of Social and Personal 

Relationships, 13 (3), 435-456.  DOI: 10.1177/0265407596133008 

Gilliam, M.L. (2007).  The role of parents and partners in the pregnancy behaviors of young 

Latinas.  Hispanic Journal of Behavioral Sciences, 29(50), 50-66.  DOI: 

10.1177/0739986306295036 

Greenberg Garrison, E., Roay, I.S., & Azar, V. (1999).  Responding to the mental health needs of 

Latino/a children and families through school-based services.  Clinical Psychology 

Review, 19(2), 199-219. DOI: 10.1016/S0272-7358(98)00070-1 



42 

James, D.C.S. (1997).  Coping with a new society: The unique psychosocial problems of 

immigrant youth.  Journal of School Health, 67(3), 98-102. 

Koelsch, N. (2006). Improving literacy outcomes for English language learners in high school. 

Washington, DC: National  High School Center.  

Kost K, Henshaw S and Carlin L (2010). U.S. Teenage Pregnancies, Births and Abortions: 

National  and State Trends and Trends by Race and Ethnicity.  Retrieved from 

http://www.guttmacher.org/pubs/USTPtrends.pdf 

LeCroy, C., & Krysik, J. (2008). Predictors of academic achievement and school attachment 

among Hispanic adolescents. Children & Schools, 30(4), 197-209. Retrieved from 

EBSCOhost. 

Leibach, T. (2008).  Elementary school counselors’ attitudes about interventions related to 

counseling children retained in grade.  (Doctoral Dissertation).   Available from 

WorldCat Dissertations. (UMI #  664553911). 

Mallinckrodt, B., & Wang, C-C. (2004). Quantitative methods for verifying semantic 

equivalence of translated research instruments: A Chinese version of the experiences in 

close relationships scale.  Journal of Counseling Psychology, 51 (3), 328-379. 

National  Center for Educational Statistics (2011).  Student effort and educational process.  

Washington, DC: Author.  Retrieved from 

http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2011033 

Ray, D.C., Fineran, K., and Kern, C. (2009).  Middle school survey.  Unpublished Manuscript: 

University of North Texas. 



43 

Ryan, G.W., and Bernard, H.R. (2000).  Data management and analysis methods.  In N.K. 

Denzin and Y.S. Lincoln (Eds.).  Handbook of qualitative research (2nd ed.).  Thousand 

Oaks, CA: Sage. 

Ruggles, S.J., Alexander, T., Genadek, K., Goeken, R., Schroeder, M.B., and Sobek, M. (2010).  

Integrated public use microdata series: Version 5.0 [Machine-readable database].  

Minneapolis, MN: University of Minnesota.  Retrieved from 

http://U.S.a.ipums.org/U.S.a. 

Simcox, A. G., Nuijens, K. L., & Lee, C. C. (2006). School counselors and school psychologists: 

Collaborative partners in promoting culturally competent schools.  Professional School 

Counseling, 9(4), 272-277. Retrieved from EBSCOhost. 

Smokowski, P. R., & Bacallao, M. L. (2007). Acculturation, internalizing mental health 

symptoms, and self-esteem: Cultural experiences of Latino/a adolescents in North 

Carolina.  Child Psychiatry & Human Development, 37(3), 273-292. 

doi:10.1007/s10578-006-0035-4. 

Suarez-Morales, L., and Lopez, B. (2009).  The impact of acculturative stress and daily hassles 

on pre-adolescent psychological adjustment: Examining anxiety symptoms.  Journal of 

Primary Prevention, 30, pp. 335-349.  

Tabachnick, B.G., & Fidell, L.S. (2001).  Using multivariate statistics, 5th ed.  Boston, MA: Allyn 

and Bacon. 

Torres, L., & Ong, A.D. (2010).  A daily diary investigation of Latino ethnic identity, 

discrimination, and depression.  Cultural Diversity and Ethnic Minority Psychology, 

16(4), 561-568.  DOI: 10.1037/a0020652 



44 

Umana-Taylor, A.J., Gonzales-Backen, M.A., & Guimond, A.B. (2009).  Latino adolescents’ 

ethnic identity: Is there a developmental progression and does growth in ethnic identity 

predict growth in self-esteem?  Child Development, 80(2), 391-405.  DOI: 

10.2222/j2467-8624.2009.01267.x 

Umana-Taylor, A.J., and Updegraff, K.A. (2007).  Latino adolescents’ mental health: Exploring 

the interrelations among discrimination, ethnic identity, cultural orientation, self-esteem, 

and depressive symptoms.  Journal of Adolescence, 30(4), 549-567. 

Unger, J.B., Ritt-Olson, A., Wagner, K.D., Soto, D.W., and Baezconde-Garbanti, L. (2009).  

Parent-child acculturation patterns and substance use among Hispanic adolescents: A 

longitudinal analysis.  Journal of Primary Prevention, 30 (3-4), 293-313. 

U.S. Cesnus Bureau (2012).  Hispanic Americans by the numbers.   Retrieved from 

<http://www.infoplease.com/spot/hhmcensus1.html>. 

U.S. Department of Education, National  Center for Education Statistics. (1997) The social 

context of education: Findings from the condition of education.  Retrieved from 

http://nces.ed.gov/pubs97/97981.pdf. 

Vela-Gude, L., Cavazos Jr., J., Johnson, M. S., Fielding, C., Cavazos, A. G., Campos, L., & 

Rodriguez, I. (2009). My Counselors Were Never There: Perceptions from Latino/a 

college students. Professional School Counseling, 12(4), 272-279. Retrieved from 

EBSCOhost. 

Venezia, A., Callan, P. M., Finney, J. E., Kirst, M. W., & Usdan, M. D. (2005). Betraying the 

college dream: How disconnected K-12 and postsecondary education systems undermine 

student aspirations. CA: Stanford Institute for Higher Education. 



45 

Warner, R. (2008). Applied statistics: From bivariate to multivariate techniques.  Thousand 

Oaks, CA: Sage. 

  



46 

 

 

 

 

 

 

 

 

 

APPENDIX A 

EXTENDED LITERATURE REVIEW 

 

 

 

 

 

 

 

 

 

 

 

 



47 

The Latino/a population in the US continues to grow at a rapid pace (U.S. Census 

Bureau, 2010).  Despite this rapid growth, Latino/a high school students continue to 

underperform compared to their peers academically (Fry, 2003; Venezia, Callan, Finney, Kirst, 

& Usdan, 2005), struggle with career (Ruggles et al. 2010), and personal/social development 

(Suarez-Morales & Lopez, 2009; Torres & Ong, 2010; Unger , Ritt-Olson, Wagner, Soto, & 

Baezconde-Garbanti, 2009). The American School Counseling Association (ASCA), is the 

national  organization supporting school counselors and school counseling programs in the US.  

Leaders within ASCA created a national model (2005) to provide structure for school counselors 

and school counseling programs to better meet students’ academic, career, and personal/social 

needs within U.S. schools.  This model identified four delivery systems through which school 

counselors could focus on three student developmental domains. 

The national model (ASCA, 2005) provided structure for school counselors and detailed 

the developmental areas which school counselors are encouraged focus when working with 

students.  Using the national model (2005) as a guide, school counselors focus on students’ 

development through providing various services for students, teachers, and parents.  Although 

ASCA (2005) implied the national model would meet the developmental needs of all students, 

there is no mention of cultural differences or cultural development within the domains or 

delivery system.  This omission indicated that the four delivery systems would meet the needs of 

all students and the developmental needs of students were similar regardless of cultural or ethnic 

differences. 

Using the ASCA national model (2005), school counselors should theoretically meet the 

needs of Latino/a students, however as stated previously, Latino/a students continue to struggle 

in U.S. schools.  Currently, tenants of the national model do not appear to translate to successful 
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experiences within academic, career, and personal/social development of Latino/a high school 

students. Further research addressing Latino/a students school counseling needs may provide 

valuable information to school counselors and better position school counselors to meet the 

needs of Latino/a students. 

American School Counseling Association 

The American School Counseling Association is a national  organization supporting 

school counselors and providing structure to school counseling programs.  Although membership 

to ASCA and adherence to the ASCA national model (2005) are not required for school 

counselors, over 28,000 school counseling professionals are current members of the 

organization.  The ASCA national model (2005) is supported in the standards of the Council for 

Accreditation of Counseling and Related Educational Programs (CACREP; 2011), the 

organization responsible for the accreditation of school counselor education programs.   

Although ASCA (2005) did not provide specific school counseling activities school 

counselors could engage in, they provided general activities for school counselors to meet the 

needs of students within four delivery systems.  These four systems include guidance, individual 

planning, responsive services, and system support.  Guidance activities include large group 

meetings wherein school counselors, administrators, or teachers discuss information relating to 

academic, career, and personal/social needs with students.  Individual planning consists of 

meeting with individual students or groups of students regarding academic planning and success 

and career development (ASCA, 2005).  Responsive services include group and individual 

activities aimed at meeting the personal/social needs of students, and system support includes 

meeting the needs of students through engaging teachers, administrators, and parents (ASCA, 
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2005).  The ASCA (2005) National model did not provide specific activities or ways to engage 

students and promote student development within each of the domains.   

ASCA (2005) identified three student developmental domains for school counselors to 

address and monitor: 1) academic, 2) career, and 3) personal/social.  The ASCA national model 

(2005) provided an outline for school counselors to develop school counseling programs to meet 

the developmental needs of all students’ academic, career, and personal/social needs within the 

school system.  These three domains are specific to broad developmental areas that include 

standards and competencies in an effort to promote all students’ development (ASCA, 2005).  

The creators of the ASCA national model (2005) promoted a school environment that 

encourages students of all backgrounds, ethnicities, and economic status.    

Academic Domain 

ASCA (2005) provided school counselors with benchmarks of student success within the 

academic domain, stating that all students can benefit from interventions designed to assist 

student academic development.  The academic indicators included within the national model 

(2005) provide school counselors with direct evidence of student academic success.   

Within the Academic domain, competencies included improvement of academic self-

concept, acquisition of skills for improved learning, and achievement of school success (ASCA, 

2005).  Other competencies included completion of school with the academic preparation needed 

to choose from a wide range of substantial post-secondary options including job opportunities, 

two-year colleges, and universities.  Theoretically, school counselors addressing the standards 

through the four delivery systems as outlined by ASCA (2005) should improve student learning 

as students progress through grade levels and create plans to achieve both academic and career 

goals at every academic level: elementary, middle, and high school.   
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Indicators of academic development included students’ ability to articulate confidence 

and competence as learners, display interest in learning, take pride in academic work and 

achievement, effectively manage time and tasks, take responsibility for actions, and become a 

self-directed and independent learner (ASCA, 2005).  Other indicators comprised students’ 

abilities to set challenging academic goals, recognize and utilize attitudes and interests when 

setting goals, and balance school, extracurricular, leisure, and family life effectively (ASCA, 

2005).  According to ASCA (2005), students need to understand how academics relate to 

employment opportunities, life at home, and within the community and be able to relate school 

experiences to life experiences. 

ASCA (2005) recognized that some students might need more assistance in meeting 

developmental standards and could benefit from additional interventions specifically designed to 

meet those needs and “close gaps between specific groups of students and their peers” (p. 90).  

However, the ASCA national model (2005) did not provide specific methods for school 

counselors to utilize to close academic gaps between students (ASCA, 2005).   

Career Domain 

The ASCA national model (2005) provided school counselors with specific career goals 

for students to meet during tenure in the schools.  The career standards include: 1) acquisition of 

skills and utilization of knowledge of abilities and strengths when navigating and exploring the 

world of work and making career decisions; 2) development of strategies to create and achieve 

future career goals successfully; and 3) understanding of the relationship between personal 

qualities, strengths and weakness and education, training, and employment. 

ASCA provided several benchmarks or indicators that students should meet within each 

overarching competency (2005).  ASCA promoted that students develop skills to find, evaluate, 
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and interpret career information, learn about different traditional and non-traditional occupations, 

and work interactively and cooperatively in teams.  After graduating, students can utilize job 

readiness skills to seek out and apply for employment, understand the changing workplace and 

the rights and responsibilities of employees and employers.  Students also develop a positive 

attitude towards learning and work, understand the importance of dependability, punctuality, 

responsibility, effort, and integrity at places of employment, and utilize effective time and task 

management skills. 

Within the competency area of strategies to achieve future success, ASCA (2005) defined 

several skills in which students need to be proficient.  These include students’ abilities to utilize 

decision-making skills in course selection, career planning, and possible career transitions.  

Students benefit by identifying personal skills and interests when exploring career choices and 

understanding the career-planning process.  Students are expected to demonstrate an awareness 

of what education and training is necessary for different careers and to achieve personal career 

goals, modify educational plans to fit those career goals, utilize the employment skills gained 

within other competencies during work experiences, and maintain a career-planning portfolio.  

According to the ASCA national model (2005), upon graduation, students understand the 

strong relationship between academic achievement and career success.  Students can identify 

what personal preferences and interests influence career choice and success and gain 

understanding that training and education are lifelong endeavors within the world of work.  In 

addition, ASCA (2005) stated students will also be able to apply skills to achieve personal career 

goals, and  demonstrate how personal interests, abilities, and achievement influence attainment 

of personal, social, educational, and career goals.   
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Personal/Social Domain 

The National Competencies also set forth standards and indicators for students’ personal 

and social development (ASCA, 2005).  According to the ASCA national model (2005), school 

counselors set measurable goals for students’ personal/social development each school year.  The 

personal/social domain competencies include acquisition and application of self-knowledge, 

acquisition of interpersonal skills, and personal safety skills.   

Within the standard of self-knowledge, ASCA suggested students maintain positive 

attitudes towards self, be able to identify personal values and beliefs, as well as identify and 

express feelings, personal strengths, and assets.  In addition, ASCA suggested school counselors 

assist student understanding of appropriate and inappropriate behaviors, how to set and 

implement goals, and recognize and implement personal boundaries.  Students also demonstrate 

self-control and cooperative behavior.  According to the standards, school counselors support 

students in the development of a respect and appreciation for individual and cultural differences.  

In addition, students develop an understanding of peer pressure, and when peer pressure is 

influencing decisions, and identify both short- and long- term personal goals.  Students also 

identify and seek help from resources within the school and community, demonstrate effective 

problem and decision-making skills, and make healthy choices.  School counselors are 

encouraged to inform students about the dangers of substance use and abuse, how to cope with 

peer pressure, manage stress and conflict, and develop coping skills to handle stressful life 

events.  Although ASCA (2005) identified competencies for students to demonstrate 

personal/social development, the competencies do not include needs related specifically to 

cultural and linguistic differences.   
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ASCA (2005) developed the academic, career, and personal/social standards after 

reviewing relevant research on school counseling activities.  ASCA (2005) has not conducted 

quantitative research on these domains since the development of the national model in 2005.  

Therefore, the validity of these standards is questionable.  ASCA (2009) indicated that school 

counselors using the national model (ASCA, 2005) meet the developmental needs of all students.  

However, Latino/a students continue to underperform White and Black peers in U.S. high 

schools (Kaplan, Turner, & Badger, 2007; Venezia et al., 2005).  In addition, ASCA (2005) did 

not develop a method to ensure that school counselors abide by the standards of the national 

model, and therefore whether school counselors address the needs of all students’ academic, 

career, and personal/social development through the four delivery systems. 

Latino/a Experiences in the US 

The Latino/a population in the US continues to grow rapidly and it is expected to 

continue to grow within the next 40 years (Ruggles et al, 2010).  According to data from the U.S. 

Census Bureau (2012), the Latino/a population increased by 15.2 million individuals from 2000-

2010.  Latino/as ages 16-19 years grew by over 100,000 individuals from 1990-2000 and 

continues to increase due to high birth and immigration rates (Fry, 2003).  Despite this rapid 

growth, Latino/a students continue to struggle with academic (Venezia, et al., 2005), career 

(Ruggles et al., 2010), and personal/social development (Bacallao & Smokowski, 2009).  School 

counselors have the opportunity to address these struggles within the school system.   

According to analysis of the 2008 census data completed by the Hispanic Pew 

Foundation, 54.2% of individuals ages 16 to 19 who self-identified as Latino/a indicated that 

they dropped out of school and had not obtained their GED as compared to 4.8% of White 
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respondents (Ruggles et al., 2010).  For every 100 Latino/a students, only 46 students graduate 

from high school, and only 10 receive a bachelor’s degree (Ruggles et al., 2010).  

Not only are dropout rates higher for Latino/as, many dropout of school before 

completing the ninth grade.  More than 85% of Latino/a foreign-born U.S. residents over the age 

of 25 years completed less than ninth grade education (Ruggles et al., 2010).  Latino/a students 

enrolled in high school perform worse academically than students from other cultural 

backgrounds (Venezia et al., 2010).  Latino/a students repeatedly score lower on standardized 

tests than White and African American peers (Venezia et al., 2005), and are consistently over 

represented in special education classes (Koelsch, 2006).  While the Latino/a population 

continues to expand in the United States, Latino/a students continue to struggle academically.  

Lack of education severely limits employment opportunities for Latino/as living in the 

United States.  According the 2009 U.S. Census Bureau, Latino/as in the United States are 

overrepresented in service industries and employment requiring low levels of education (Ruggles 

et al., 2010).  Over 65% of Latino/as over the age of 16 years indicated employment in positions 

not requiring a high school or college education.  These jobs included food preparation and 

serving, cleaning and maintenance, construction, home repairs, transportation, and moving 

services (Ruggles et al., 2010).  Less than five percent of Latino/as ages 16 years and older 

reported employment in industries requiring a bachelors or graduate degree.  Of individuals who 

stated they were employed full time, over 20% indicated they were living in poverty.  More than 

two million Latino/a respondents reported incomes of less than $20,000 per year (Ruggles et al., 

2010).  The median income of Latino/a responders was between $24,000 and $32,000 annually 

for full time positions.  These statistics do not include individuals who were not employed full 

time, or who were unemployed within the year of survey administration.  These statistics also do 
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not provide information regarding how many dependents were included in the household, all of 

which could severely affect the level of poverty experienced by Latino/a responders (Ruggles et 

al., 2010).   

According to the National Assessment of Educational Progress (NAEP; 2011), 76% of 

Latino/a fourth graders and 72% of Latino/a eighth graders are eligible for free or reduced lunch, 

as compared to 29% and 24% of White non-Latino/a students.  School districts provide free and 

reduced lunches for students whose families struggle financially, and a large percentage of 

Latino/a students qualify for this program nationally (NAEP, 2011).  The U.S. Department of 

Education (1997) found that students whose parents made less annual income were more likely 

to experience school failure than students with higher annual incomes.   

Within a review of literature regarding the effects of poverty on children, Brooks-Gunn 

and Duncan (1997) found that children living in poverty experienced higher rates of 

developmental delays, learning disabilities, emotional and behavioral problems, grade retention, 

expulsion from school, and high school drop out.  In addition, the birth rate for unwed teen 

mothers was almost three times higher than the rate among non-poor families.  Over 27% of the 

15.3 million Latino/a children living in the US live in poverty (NCES, 2011).    The large 

percentage of students’ living in poverty influences their academic achievement and 

development, and provides a further barrier to high school completion (Brooks-Gunn & Duncan, 

1997).  Poverty, as well as parental education level, influences current students’ educational 

performance and achievement (U.S. Department of Education, 1997). 

Latino/a students are overrepresented in special education (Koelsch, 2006), perform 

lower in academics (Koelsch, 2006), drop out of high school at higher rates (Ruggles et al., 

2010), and consequently work in low paying jobs with few opportunities for advancement 
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(Ruggles et al., 2010).  The lack of educational attainment and employment in careers with little 

room for advancement place Latino/a families at risk for poverty, which further limits Latino/a 

students’ educational attainment (NAEP, 2011; U.S. Department of Education, 1997). The 

statistics regarding education of Latino/a students indicate a need for school counselors to 

address the academic, career, and personal/social experiences of Latino/a students to increase 

high school graduation rates, college attendance, employment possibilities, and personal/social 

development. 

Difficulties Experienced by Latino/a Adolescents 

Latino/a students face challenges such as language barriers (James, 1997; Koelsch, 2006), 

acculturation difficulties (Bacallao & Smokowski, 2009; Gil & Vega, 1996), poverty (NAEP, 

2011), and discrimination (Smokowski & Bacallao, 2007).  Each of these experiences provides a 

barrier to educational experiences of students of Latino/a descent.  These experiences influence 

parent-child relationships, academics, mental health, career, and academic needs of Latino/a 

students.  

These experiences are not linear in that one experience affects only one area of 

development.  Instead, each experience influences Latino/a students’ academic, career, and 

personal/social development in a circular manner.  As students experience differences in 

language and culture at school, parent-adolescent relationships are affected.  Parent-adolescent 

relationships influence student mental health and engagement in risky behaviors that then affect 

academic, career, and personal/social development.  Latino/a students’ personal/social 

development influences academic and career development, and academic development affects 

career and personal/social development.  Each domain and experience influences another; One is 
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not independent of another.  Figure A.1 is a graphic representation of how various experiences 

influence and affect Latino/a student development within each of the domains.   

Academics 
Language 

Parent Involvement 
Discrimination 

Parent Adolescent Relationships 
Graduation   

  Career              Personal Social 
        Academic Achievement                       Acculturation   
 Low income careers        Self-Esteem/Self-Concept 
    College and Career readiness               Ethnic Identity 
       Graduation              Parent Child Relationships 
                                                      Anxiety and Depression  

               Discrimination 
                      

Figure A.1.  Graphic Representation of Latino/a Student Experiences 

Academic Needs of Latino/a Students 

Latino/a students continue to drop out of high school at higher rates than Asian, Black, 

and White peers (Fry, 2003; Ruggles et al., 2010).  Barriers to education and academic success 

for Latino/a students include lack of English proficiency (Bowman-Perott, Herrera, & Murry, 

2010; Koelsch, 2006; Zehler, 2003), lack of parental involvement (Smokowski & Bacallao, 

2007), and perceived discrimination (Vela-Gude, Cavazos, Fielding, Cavazos, Campos, & 

Rodriguea, 2009).  School counselors adhering to the ASCA (2005) National model are called 

upon to address the academic challenges of Latino/a students.   

Latino/a students often struggle in school and at home due to lack of English language 

acquisition (James, 1997).  According to the U.S. Department of Education, 40% of students in 

K-12 schools will be designated as ELL by 2010 (Wirt, Choy, Provasnik, Rooney, Sen, & Tobin, 

2003).  The National Council of Teachers of English (2008) defined English language learners 
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(ELL) as students whose native language is not English, who have difficulty speaking and 

comprehending English, and who benefit from English language programs.   

Currently, Latino/a students are the largest cultural group designated by schools as ELLs 

(Koelsch, 2006), with students of Latino/a descent representing over 70% of ELL (Zehler, 

Fleishman, Hopstock, Pendzick, & Stephenson, 2003).  Lack of English Language proficiency 

severely limits Latino/a students’ academic success (U.S. Department of Education, 1997), and 

creates tension between Latino/a students and their parents (Greenberg-Garrison, Roay, & Azar, 

1999; James, 1997).   

Bowman-Perrott et al.’s (2010) review of ELL literature indicated that ELL students are 

more likely to underperform academically, drop out of school, and repeat grades due to failure 

compared to their English-speaking peers.  Many Latino/a ELLs struggle with comprehending 

material in both classes and standardized tests because they have not mastered the English 

Language (Bowman-Perrott et al., 2010).  Latino/a ELLs perform at lower levels on national 

standardized assessments of reading and mathematics than Black and White students (Bowman-

Perrott et al., 2010; Fry, 2009).  In 2003, ELL students scored 41 points lower than non-ELL 

peers on national  standardized tests (Koelsch, 2006).  Students often fall behind their peers, 

become frustrated, and drop out due to course and test failures and grade retention (Bowman-

Perott et al., 2010). 

Language development and parental conflict.  English language acquisition creates 

several burdens on Latino/as in the US.  Children struggle to quickly learn the language, and may 

become discouraged when unable to perform academically due to their difficulties with language 

development (Bowman-Perott et al., 2010). These burdens increase the likelihood of academic, 

career, and personal social difficulties for Latino/a students and school counselors may need to 
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address those needs within the schools to increase academic, career, and personal/success of 

Latino/a students. 

Fluency in English, though necessary for academic success, often burdens Latino/a 

families and can create tension between Latino/a adolescents and parents.  Latino/a families 

often do not speak English well, and rarely speak English at home (Ruggles et al., 2010).  As 

students gain a greater command of the English language due to immersion within the schools, 

they often become the interpreters and cultural brokers for their parents who lack the intensive 

exposure to English that schools provide (James, 1997).  Although parents are exposed to 

English living and working in the US, often this exposure does not require parents to learn the 

language to the degree that attending U.S. schools does for students.  Parents therefore can 

become dependent on their children to translate information (James, 1997).  This dependency of 

parents on their children to navigate the U.S. cultural and social systems creates a shift in 

authority, and often has psychological impact on both parents and children (James, 1997).   

As children begin to translate for their parents, they become increasingly exposed to 

information that otherwise would have been reserved for adults.  Children must quickly shift 

from child roles to adult roles (James, 1997), which can lead to increased anxiety, depression, 

and sometimes defiance (Greenberg Garrison et al., 1999).  In addition, parents may begin to 

resent the role reversal, and feel helpless and inadequate due to their increased dependence on 

their children for survival (Greenberg Garrison et al, 1999; James, 1997).   

Parental influences on academic achievement.  The United States Department of 

Education found that parental involvement in children’s education significantly increases student 

academic achievement (Lecroy & Krysik, 2008; U.S. Department of Education, 1997).  

Although many Latino/a parents indicated they want their students to succeed academically 
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(Bacallao & Smokowski, 2009), many parents refrain from involvement due to fear (Bacallao & 

Smokowski, 2009), language (James, 1997), and cultural differences (Simcox, Nuijens, & Lee, 

2006).    

Involvement in schools is often hindered by fear due legal status of parents and families.  

Many families feared intruding in school business as it meant that the school would then know 

who they were, discover their legal status, and send them back to their home country (Greenberg 

Garrison et al., 1999).  Many parents reported feeling intimidated and confused by the school 

system.  Greenberg Garrison et al. (1999) reported the lack of English language proficiency 

further separated Latino/a families from involvement with their children’s schooling (Greenberg 

Garrison et al., 1999).  Lack of parental involvement indicates another barrier to Latino/a 

students’ academic success. 

In Bacallao and Smokowski’s (2009) qualitative study of 10 Mexican immigrant families, 

parents indicated a strong desire for their adolescent children to succeed in school.  Parent 

participants also reported they did not become involved with their children’s education because 

they did not understand the U.S. school system.  Student participants reported that Latino/a 

parents do not help students set academic goals like U.S. parents because they do not understand 

the U.S. school system.  These participants further indicated that Latino/a students did not care to 

study because parents were not there to push them, or tell them what to do academically 

(Bacallao & Smokowski, 2009).  Parent participants agreed, stating that Latino/a parents do not 

understand the school system, and got lost in the rules and intricacies of the system.  Parent 

participants also indicated that lack of English language comprehension further complicated the 

system, and caused parents to rely on their children for information regarding school.  Bacallao 

and Smokowski (2009) concluded Latino/a parents want to become involved in their children’s 
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lives, but that lack of involvement stems from lack of understanding and awareness of U.S. 

school system and influences student academic performance and future academic and career 

options.   

Kaplan, Turner, and Badger (2007) interviewed 62 Latina adolescents regarding their 

academic experiences and attitudes toward school as well as adolescents’ relationships with 

mothers and peers, abilities to cope with stress, self-esteem and depression, and levels of 

acculturation.  The authors measured mother-daughter mutuality and peer mutuality through 

qualitative structured interviews.  Results indicated that higher levels of mutuality within the 

mother-daughter relationship, more so than peer relationships, were related to positive feelings 

towards school (Kaplan et al., 2007).  Family cohesion and ethnicity correlated with participants’ 

positive views of school.  The researchers recommended that schools with high Latino/a 

populations involve parents in academic activities to increase coping strategies, and academic 

achievement (Kaplan et al., 2007).   

The researchers’ results indicated a strong interaction between family relationships and 

academic performance.  Both Kaplan et al.’s (2007) study, as well as the U.S. Department of 

Education (1997) found that parental involvement influences students’ academic performance.  

Therefore, the lack of Latino/a parental involvement might contribute to the high dropout rates 

for this population.   

Carranza, You, Chhuon, and Hudley (2009) found similar results to Kaplan et al. (2007).  

The authors utilized a sample of 298 Mexican high school students across three school districts 

in greater Los Angeles.  The authors found that Mexican students worked harder and performed 

better academically when they perceived their parents expected them to study, take their 

education seriously, and succeed academically.   
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LeCroy and Krysik (2008) found similar results linking school attachment and academic 

achievement to adolescent-parent relationships.  The researchers interviewed 170 seventh and 

eighth grade Latino/a students using a self-report questionnaire including measures of 

socioeconomic status, current relationships with peers and parents, grade point averages (GPA), 

English language acquisition, and acculturation.  The authors found that peer group 

characteristics, school attachment, and parental supports were significant positive predictors of 

participants’ GPAs.  According to LeCroy and Krysik (2008) the better the relationships students 

had with parents, the more likely they were to be involved in school activities, succeed 

academically, and avoid risky behaviors.  These researchers further demonstrated the high need 

for parental involvement in schools to support Latino/a students academically, and the 

importance of adolescent parent relationships in Latino/a students’ lives.  

Roosa et al. (2011) found that positive relationships with teachers and parents predicted 

decreased association with deviant peers with Latino/a students during the transition from 

elementary school and middle school.  The authors utilized data from a longitudinal study of 

culture and context with Mexican American families involving 750 middle school students and 

parent participants.  The authors found that higher family income and attachment to teachers 

were associated with a reduction of interactions with deviant peers (Roosa et al., 2011).  Lower 

level of attachment and high impulsivity were highly related to associations with deviant peers 

(Roosa et al., 2011).  Both Roosa et al. (2010) and LeCroy and Krysik (2008) found that positive 

relationships with family and parents decreased students associations with deviant peers and 

resulted in higher level of school attachment.  These results mirror Baccallao and Smokowski’s 

(2009) results regarding parental relationships and academic performance. 
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Perceived discrimination and Latino/a students’ academic performance.  Latino/a 

students encounter discrimination as they navigate the U.S. culture and learn English and U.S. 

customs and culture within the schools (Smokowski & Bacallao, 2007).  Latino/a students are 

thrust into U.S. culture within the school system, and learn to balance their own culture of origin, 

and the U.S. culture in schools (James, 1997).  Often, as students navigate between the two 

cultures and languages, they encounter discrimination.  This discrimination not only influences 

risky behaviors (Umana-Taylor, Gonzales-Backen, & Guimond, 2009) and self-esteem 

(Smokowski & Bacallao, 2007), but also academic performances (Bacallao, & Smokowski, 

2009; Vela-Gude, Cavazos, Fielding, Cavazos, Campos & Rodriguea, 2009).   

Vela-Gude, Cavazos, Fielding, Cavazos, Campos, and Rodriguea (2009) conducted a 

qualitative study with eight Latino/a undergraduate students regarding their perceptions of school 

counselors’ involvement in educational attainment.  The majority of students indicated that 

school counselors did not provide adequate information regarding courses needed to graduate 

and provided students with inappropriate information regarding ability to retake classes due to 

course failures.  Students reported losing credit, receiving minimal supervision, and lack of 

information regarding higher education.  Some students reported receiving differential treatment 

from their counselors, whom they believed spent their time with wealthy students from well-

known families.  In addition, students reported counselors held lower expectations for Latino/a 

students.  According to these students, school counselors did not expect or understand why 

Latino/a students would want to enroll in advanced placement courses, nor did they encourage 

application to universities.  Students indicated that their school counselors limited their academic 

abilities, and did not provide for them in the ways they did for other students (Vela-Gude et al., 

2009).   
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Bacallao and Smokowski’s (2009) qualitative study provided insights into Latino/a 

students’ experiences of discrimination within the school system.  Several adolescents indicated 

that teachers held low expectations for Latino/as’ academic performance.  Participants described 

anger and frustration at teachers whom they believed held lower expectations.  Participants 

perceived teachers believed Latino/a students were incapable of performing and succeeding 

academically (Bacallao & Smokowski 2009).  Participants indicated teachers held lower 

expectations for Latino/a students, and encouraged Latino/a students to stay in English as a 

Second Language (ESL) classes because they were not smart enough to enroll in regular classes 

without the teacher support provided in ESL classes.  According to these studies, teachers and 

school counselors failed to encourage Latino/a students and provided inaccurate information 

regarding Latino/a students’ education and academic requirements for both graduation and 

college thus limiting academic success of Latino/a students.   

The previous studies indicate the unique experiences of Latino/a students that affect their 

academic development.  ASCA (2005) indicated that school counselors encourage and assist 

student’s academic development; however, Latino/a students continue to struggle within 

academic development.  The large discrepancy between what ASCA provided as indicators for 

all students, and the actual academic achievement and performance of Latino/a students indicates 

further research is necessary to determine what Latino/a students perceive as academic needs 

from school counselors.   

Career Needs of Latino/a Students 

Although there are significant amounts of research regarding Latino/a adolescents’ 

academic needs, and ample research on personal/social needs and experiences, few researchers 

examined the career needs of Latino/a students.  According to The National  Center for 
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Educational Statistics (NCES; 2011), students with high school education or below struggle to 

find full time employment and are less likely than peers with college degrees to be employed full 

time consistently over extended periods of time.  The National Research Council (1993) stated 

“probably nothing derails adolescents’ future more certainly than disconnecting from school, 

losing interest in learning, and ultimately dropping out of school” (p. 417).  Individuals with high 

school degrees are more likely to be out of work frequently, and earn less than individuals with a 

college education (NCES, 2011).  Students who did not graduate from high school earned on 

average $21,000 annually, those with a high school diploma earn roughly $30,000 annually, 

while those who graduated college earned an annual median salary of $45,000 (NCES, 2011).  

The lack of educational attainment of Latino/a students significantly influences career and 

earning opportunities for Latino/a students. 

 The ACT (2009) conducted a study with over 100,000 high school students involved in a 

longitudinal assessment of ACT’s College Readiness System to better understand career 

development of adolescents, with specific attention to ethnic minority experiences.  The 

researchers found that eighth grade academic achievement was more strongly related to 11th and 

12th grade college and career readiness as indicated by ACT scores than any other factor, 

including family background and support, high school course work, and grade point average.  

The researchers found that these results were repeated with ethnic minority students, displaying 

an even stronger relationship between eighth grade achievement and college and career readiness 

in late high school.  The researchers provided data encouraging school counselors, teachers, and 

administrators to address college and career options and availability in middle schools, as eighth 

grade has the highest predictor variable of future college and career readiness. 
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ACT’s (2009) research indicated the importance of students’ early explorations of career 

options.  Despite this apparent need for early career exploration, few Latino/a students continue 

in their academic pursuits long enough to obtain adequate education for multiple career options 

(Ruggles et al., 2010).  Experiences of discrimination and difficulties of acculturation may 

influence Latino/a students’ academic and occupational success (Bacallao & Smokowski, 2009; 

LeCroy & Krysie, 2008; Smokowski & Bacallao, 2007; Vela-Gude et al., 2009).  

De Anda, Franke, and Becerra (2009) surveyed 892 adolescent-parent dyads using the 

Community Needs Assessment Survey regarding high school students and parents’ perceptions 

of specific needs of adolescents from the community.  The researchers conducted a factor 

analysis and identified six factors including sexuality, relationships, abuse and victimization, 

socioeconomic stressors, adolescent behavior problems, and education and career planning.   

After running the factor analysis, Anda et al. (2009) found that factor six, education and 

career planning, was viewed as of the greatest importance of adolescent-parent dyads regardless 

of immigration and citizenship status or parental educational attainment.  The researchers 

indicated that respondents held high expectations for academic and career success of students, 

and implied that parental education attainment could be attributed to lack of opportunities and 

resources rather than personal or cultural beliefs (Anda et al., 2009).  Both parents and 

adolescents agreed that resources and access to higher education and thus greater career 

opportunities was the most important need for Latino/a community.   

LeCroy and Krysik (2008) provided surveys and questionnaires to 174 Latino/a 7th and 

8th graders to explore barriers to Latino/a students’ academic and career success.  The 

researchers found that first and second generation Mexican immigrants were more likely to 

succeed both in academics and career than third generation students.  The authors hypothesized 
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the differences in educational and occupational attainment were due to families’ hopes for the 

future and experiences of discrimination.  The authors postulated that first and second generation 

Mexican immigrants are more likely to succeed academically and occupationally because their 

families moved to the United States to improve family academic, occupational, and therefore 

economic opportunities.  However, due to experiences of discrimination, and high levels of 

discouragement, later generation Latino/a students are less motivated and demonstrate lower 

levels of academic and subsequently career options (LeCroy & Krysic, 2008). 

Understanding that education influences career and earning potential, Latino/a students’ 

low graduation rates severely hinder employment opportunities.  Latino/a students encounter 

challenges in career development due to high rates of high school dropout (Bacallao & 

Smokowski, 2009).  In accordance with ASCA’s (2005) national model, school counselors 

address students’ career development by offering various activities and services.  School 

counselors using the ASCA (2005) model must work to develop strategies to meet the career 

development needs of Latino/a students in high schools, as the standards for student career 

readiness differ greatly from the employment statistics for Latino/as in the United States.  The 

difference between ASCA (2005) standards and the employment and drop out statistics for 

Latino/a high school students indicate the career standards, like the academic standards, might 

not accurately reflect or address the career needs of Latino/a students within U.S. schools.   

Personal/Social Needs and Experiences of Latino/a Youth 

A large component of personal/social development in adolescents is development of 

identity.  At times, identity development can be a painful and difficult process, as adolescents 

begin to decide who they are and who they want to be (Erikson, 1968).  Latino/a adolescents 

must not only navigate identity development like other students, but because of their bicultural 
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and bi-ethnic identity, most also develop an ethnic identity that enables students to identify 

themselves culturally and ethnically in a culture different from their own.   

Latino/a students also face discrimination as they acculturate into a new culture (James, 

1997).  Ethnic identity exploration, acculturation experiences, and perceived discrimination 

affect Latino/a students’ mental health (Umana-Taylor and Updegraff, 2007), rate of 

involvement in risky behaviors (Bacallao & Smokowski, 2009; Unger et al., 2009), academics 

(LeCroy & Krysik, 2008), parent-child relationships (Gil & Vega, 1996), and self-esteem (Torres 

& Ong, 2010). 

Ethnic identity and mental health.  Umana-Taylor, Gonzales-Backen, and Guimond 

(2009) examined ethnic identity development among Latino/a adolescents, theorizing that ethnic 

identity development is a central task of adolescent development and is linked to self-esteem in 

Latino/a adolescents.  The authors surveyed 273 Latino/a Grade 9 and 10 students regarding 

ethnic identity, self-esteem, depression, perceived discrimination, and cultural orientation over 

four years.  Their assumptions were based on Erikson’s (1968) theory that identity development 

is the central developmental task of adolescents (Umana-Taylor et al., 2009).  Umana-Taylor et 

al. (2009) concluded that as Latino/a students begin to develop ethnic identities, self-esteem 

increases (Umana-Taylor et al, 2009).  Umana-Taylor et al. (2009) also found that discrimination 

negatively correlated with self-esteem, and lower levels of self-esteem correlated with more 

depressive symptoms in Latino/a students.  Students experiencing discrimination reported lower 

self-concepts and self-esteem than students who did not experience discrimination at school.  For 

students experiencing discrimination, those students who had developed an ethnic identity 

reported higher self-concept and self-esteem than students who had not fully developed an ethnic 
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identity (Umana-Taylor et al., 2009).  Students’ development of an ethnic identity negated many 

negative effects of discrimination.  

Torres and Ong (2010) further examined the relationship between Latino/a experiences of 

discrimination and incidences of depression in a qualitative analysis of 91 Latino/as’ daily 

diaries.  Participants completed a shortened depression scale, a scale rating daily experiences of 

discrimination, and an acculturation scale at the start of the study.  The authors then asked 

participants to write in journals about their daily experiences.  Results indicated that individuals 

who were confident in their ethnic identities were less likely to experience depression, even after 

a discriminatory event.  Individuals who struggled with their ethnic identities reported increased 

discriminatory events and reported higher levels of depression after those events.  Therefore, 

confidence in one’s cultural identity can alleviate depressive symptoms in Latino/as and protect 

individuals from discriminatory events (Torres & Ong, 2010).  

Bernal, Bernal, Martinez, Olmedo, and Santisteban (1993) also found that mental health 

positively correlates with pride in one’s ethnic identity.  Adolescents reporting high cultural 

pride also reported higher self-esteem and less depressive and anxious symptoms than 

individuals with low cultural pride.  Latino/a adolescents’ increased pride enabled them to 

choose which U.S. customs to incorporate into their Latin culture (Bernal et al., 1993).  

Therefore, the more pride in ethnic identity Latino/a students experienced the higher the self-

esteem as reported by adolescents.   

Umana-Taylor and Updegraff (2007) conducted a longitudinal study with over 250 

Latino/a adolescents in five midwestern high schools to determine the interrelatedness between 

perceived discrimination, depressive symptoms, ethnic identity, and self-esteem.  The authors 

found that students who examined and/or decided upon an ethnic identity reported higher levels 
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of self-esteem which partially mediated the negative effects of perceived discrimination and 

depressive symptoms.  As students reported more discrimination, they also reported lower self-

esteem and higher levels of depression (Umana-Taylor, & Updegraff, 2007). 

Greenberg Garrison et al. (1999) identified a strong link between immigrant youths’ 

mental health and their mothers’ mental health.  The enormous stress experienced by parents, 

and mothers especially, prior to arrival, during transition, and when living in the US corresponds 

with a high risk of anxiety and depression that likely is shared by their children (Greenberg 

Garrison et al., 1999).  Immigration status (legal or illegal immigrant) create severe symptoms of 

anxiety, distrust, paranoia, and other destructive behaviors used to cope with high levels of 

anxiety such as drinking, domestic violence, and drug use (Greenberg Garrison et al., 1999).  

Mothers’ high rates of anxiety and increased negative coping behaviors result in higher levels of 

anxiety and decreased mental health of children.  

Cultural identity, acculturation, and discrimination all influence Latino/a adolescents’ 

self-esteem and self- concept (Tong & Ong, 2010).  In turn, these experiences influence Latino/a 

students’ mental health, and also academics (Bernal et al., 1993; Supple, Ghazarian, Frabutt, 

Plunkett, & Sands, 2006).  These experiences appear unique to Latino/a students and indicate 

specific needs of this group of students that can be addressed by school counselors adhering to 

the structures and guidelines within the ASCA national model (2005). 

Acculturation and Latino/a student wellbeing.  James (1997) defined acculturation as the 

integration of two cultures, usually after an individual from one cultural group is exposed to 

another culture.  Alba and Nee (2003) defined assimilation as “the decline of an ethnic 

distinction and its corollary cultural and social differences” (p. 10).  Children and adolescents 

often face extreme pressure to assimilate to U.S. culture and this can create sense of loss and 
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confusion (James, 1997).  According to Smokowski, Chapman, and Bacallao (2007), 

assimilation was viewed by many professionals as the end result of acculturation, however, 

assimilation, or the abandonment of home culture values for values of the dominant culture, 

researchers’ opinions shifted and assimilation is now viewed as problematic for mental health 

and wellbeing. 

Aprahamian, Kaplan, Windham, Sutter, and Visser (2011) stated acculturation occurred 

as individuals from minority cultures change both individually and collectively in response to 

contact with dominant culture.  Acculturative stress occurs when individuals attempt to resolve 

differences between their cultures of origin and their host cultures (Suarez-Morales &Lopez, 

2009).  Acculturation can include such stressors as discrimination, leaving loved ones behind, 

learning a new language, and experiences in arriving in the host country (Suarez-Morales & 

Lopez, 2009).  Acculturation influences a myriad of Latino/a experiences including academic 

performance (LeCroy & Krysik, 2008), family relationships (Bacallao & Smokowski, 2009; Gil 

& Vega, 1996; Wagner, Ritt-Olson, Soto, Rodriguez, Baezconde-Garbanati, & Unger, 2008), 

risky behaviors (Unger et al., 2009), mental health (Smokowski & Bacallao, 2007; Suarez-

Morales & Lopez, 2009), and self-esteem (Smokowski & Bacallao, 2006).   

Acculturation and mental health.  Suarez-Morales and Lopez (2009) found a correlation 

between experiences of acculturative stress and psychological adjustment in Latino/a pre-

adolescents.  The researchers provided 138 pre-adolescent children with assessments measuring 

acculturative stress and child anxiety to determine how and if acculturative stress influenced 

levels of anxiety in pre-adolescent Latino/a students.  Suarez-Morales and Lopez (2009) 

conceptualized acculturative stress to define stressors related to immigration and perceived 

discrimination, finding that higher levels of acculturative stress correlated with experiences of 
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decreased concentration, physiological anxiety symptoms, and worry (Suarez-Morales & Lopez, 

2009).  Therefore, the more children experienced discrimination and high levels of immigration-

related stress, the more anxiety increased.  The increased anxiety lessened students’ ablity to 

concentrate in school, which negatively affected students’ academic performances (Suarez-

Morales & Lopez, 2009). 

Acculturation to U.S. culture can also create personal and familial tensions, as children 

must navigate between their home and host cultures (Gil & Vega, 1996).  As with English 

language acquisition, Latino/a students are immersed in U.S. culture due to the significant time 

spent in U.S. schools, and therefore they acculturate more rapidly than their parents (James, 

1997).  Gil and Vega (1996) provided questionnaires to over 800 Latino/a sixth and seventh 

grade students and their parents in Florida regarding family, acculturation, and stress.  

Participants indicated increased family stress due to children’s language acquisition and 

acculturation.  In addition, participants reported deterioration in family cohesion as their children 

became increasingly acculturated to U.S. culture (Gil & Vega, 1996).  Researchers found that 

increased experiences of acculturative stress for both adolescents and parents negatively affected 

the parent-child relationship and increased cultural conflicts within families (Gil & Vega, 1996). 

In Wagner et al.’s (2008) qualitative study of Latino/a parents and children, children 

indicated that their personal acculturation resulted in increased familial conflicts.  Students 

reported increased distance from parents, and feelings that parents did not understand or 

recognize students’ high need for acculturation (Wagner et al., 2008).  Parents described their 

students’ acculturation as interfering with family cohesiveness.  

In a qualitative study of 10 Mexican immigrant families with adolescent children, 

Bacallao and Smokowski (2009) found that parents often became increasingly strict with their 
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adolescent children upon arrival in the US.  Parents indicated this shift in parenting style was due 

to several factors including decreased parental presence at home due to increased work hours, 

lack of extra-familial support and presence due to the move from Mexico, and increasing 

identification of adolescents with American customs, behaviors, and attitudes (Bacallao & 

Smokowski, 2009).  Parents indicated that American teenagers represented negative behaviors 

such as drug use, promiscuity, and parental disrespect.  As their children became more 

acculturated with U.S. culture, parents believed their children needed increased direction and 

rules to prevent the adoption of negative behaviors displayed by U.S. teenagers.  Some 

adolescents indicated that they respected their parents’ decisions, others became inwardly 

resentful, and others outwardly rebelled (Bacallao & Smokowski, 2009).  

The differing levels of acculturation can have deleterious effects on parent-child 

relationships (Smokowski & Bacallao, 2007; Wagner et al., 2008).  In a study with over 300 

adolescent Latino/a participants, Smokowski & Bacallao (2007) found that parent-child 

relationships strained because of acculturation was the dominant risk factor for adolescent 

internalizing problems.  Acculturative stress influences parent-child relationships, adolescent 

academic performance (LeCroy & Krysik, 2008), risky behaviors (Smokowski, David-Ferdon, & 

Stroupe, 2009), and mental health (Smokowski & Bacallao, 2007; Suares-Morales & Lopez, 

2009).  

Unger et al., (2009) gathered information regarding acculturation levels, parental cultural 

expectations, and alcohol, drug, and cigarette use from over 1,600 self-identified Latino/a ninth 

grade students.  Students who disagreed with their parents’ desires to adherence to Latino/a 

cultural norms and values engaged in risky behaviors more often than students who agreed with 

their parents’ cultural norms and values.  The more students rebelled against their parents’ 



74 

desires to remain identified with Latino/a culture, and the more students identified with the U.S. 

culture, the more likely those students were to use alcohol, drugs, and cigarettes.  Results 

remained the same at the one-year follow-up.  Students who agreed with their parents’ desires to 

identify as Latino/a had lower rates of alcohol, drug, and cigarette use at the original survey date, 

and the one-year follow up.  The differences in acculturation levels between parents and 

children, as well as children’s level of desire to acculturate to U.S. culture, influenced parental 

conflict and increased instances of risky behaviors in Latino/a adolescents. 

Smokowski, Rose and Bacallao (2009) conducted a longitudinal study of Latino/a 

students and parents regarding aggression, time living in the US, cultural involvement, and 

parent-adolescent conflict.  Smokowski et al. (2009) found that parents who reported parent-

child conflict due to acculturation were more likely to have children who displayed increased 

aggressive behavior.  Levels of aggression varied based upon acculturation stress and birthplace 

of students, and declined as a result of increased time living in the US (Smokowski et al., 2009).  

Smokowski et al. (2009) hypothesized this decrease of aggressive behaviors over time related to 

increased coping strategies and abilities, positive experiences of biculturalism, and opportunities 

for students to navigate successfully through different cultures.  Although time in the U.S. and 

place of birth influenced levels of aggression in Latino/a students, Smokowski et al. (2009) 

found that parent-adolescent conflict was the most significant risk factor for adolescent 

aggression.  Despite students’ acculturation and time in the US, conflicts arising between parents 

and adolescents regarding acculturation increased adolescent violent behaviors.  This study 

further supported previous research on the importance of the parent-adolescent relationship in the 

lives of Latino/a students, and the negative impact acculturation can have on that relationship. 
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Smokowski and Bacallao’s (2007) study of acculturative stress and internalizing 

behaviors found that perceived discrimination correlated with Latino/a adolescents’ internalizing 

problems and self-esteem.  Latino/a students responding with high internalizing problems and 

low self-esteem also reported high levels of perceived discrimination.  The researchers found an 

inverse relationship between discrimination and Latino/a students’ self-esteem.  The decreased 

self-esteem resulting from discrimination placed Latino/a students at higher risk for risky 

behaviors such as drinking, drug use, and high school dropout (Smokowski & Baccallao, 2007).  

Gil, Vega, and Dimas (1994) found that Latino/a adolescent males’ risk taking behavior derived 

from increased perceptions of discrimination and internalization of minority status.  The more 

students’ experienced or perceived discrimination, the more they engaged in risky behaviors that 

affected their academic and career possibilities.  According to Gil et al.’s (1994) study, perceived 

discrimination influenced the academic, career, and personal/social experiences of Latino/a 

students.  Students’ experiences of acculturation and discrimination result in Latino/a adolescents 

decreased self-esteem (Smokowski & Baccallao, 2007), difficulties in parent-child relationships 

(Gil & Vega, 1996; Smokowski et al., 2009; Wagner et al., 2008), and increased anxiety (Suarez-

Morales & Lopez, 2009) and risk-taking behaviors (Smokowski & Baccallao, 2007; Unger et al., 

2009). 

The ASCA national model (2005) indicated school counselors must address and assist in 

students’ development within the personal/social domain and provided ways for school 

counselors to address the personal/social needs of all students.  However, Latino/a students 

continue to struggle with personal and social issues.  The disparity between the programs and 

standards set forth by ASCA (2005) and the current personal/social difficulties experienced by 

Latino/a students indicates a need for further research.  Although ASCA (2005) developed the 
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national model and standards from school counseling literature, ASCA (2005) did not investigate 

what Latino/a high school students indicated as important and necessary school counseling 

activities.  Therefore, further research is needed to identify what Latino/a high school students 

perceive as important school counseling activities and how well these students perceive their 

school counselors conduct these activities.  By doing so, school counselors can better address 

Latino/a students’ needs and initiate activities that Latino/a students’ deem important and 

helpful.   

 Latino/a Performance and the ASCA Domains 

 The literature indicates Latino/a students experience difficulties in academic (Fry, 2003; 

Venezia et al., 2005), career (Ruggles et al., 2010), and personal/social development (Bacallao & 

Smokowski, 2009; Smokowski & Bacallao, 2007) within U.S. schools.  Latino/a students’ 

continue to underperform peers academically (Fry, 2010), and thus limit career development 

(National  Research Council, 1993).  Latino/a students often must learn a new language, a new 

culture, navigate new family dynamics, and encounter discrimination when attending U.S. 

schools.  These unique experiences influence Latino/a students’ academic, career, and 

personal/social development.    

The ASCA national model (2005) indicated that school counselors address students’ 

academic, career, and personal/social needs within the schools.  While the ASCA national model 

(2005) provided a detailed framework from which school counselors can create and implement 

school counseling programs, and urged school counselors to utilize these programs to meet the 

needs of all students, Latino/a students continue to underperform their peers.  Latino/a students 

continue to perform worse academically than peers (Koelsch, 2006; Venezia et al., 2005).  

Latino/a high school students drop out at higher rates thus affecting career choices (Ruggles et 
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al., 2010; U.S. Department of Education, 1997), and encounter personal and social stressors that 

hinder both academic and career development (Bacallao & Smokowski, 2009; James, 1997; 

Smokowski & Bacallao, 2009; Torres & Ong, 2010; Umana-Taylor et al., 2009).  The ASCA 

national model (2005) recognized that an achievement gap exists based on socioeconomic status, 

geographic location, and ethnicity, and suggested that school counselors consider what barriers 

exist within the school and create school counseling programs and activities aimed at closing the 

gap. 

Although this is an important goal, few researchers have examined the school counseling 

needs of Latino/a students.  Surveying Latino/a high school students directly about their school 

counseling needs might enable school counselors to better address those needs within the high 

school, with the ultimate goal of closing the achievement gap within U.S. schools.  

Summary of the Literature 

 The Latino/a population continues to grow rapidly, thus changing the demographics of 

students in U.S. public schools (Ruggles et al., 2010).  Latino/a students, despite their rapid 

growth in numbers, continue to struggle academically (Venezia et al., 2005).  Many Latino/a 

students struggle academically due to lack of English Language comprehension (Koelsch, 2006).  

Latino/a students drop out of high school at higher rates than White, Asian, and African 

American students (Ruggles et al., 2010).  Latino/a students’ career development is often stunted 

due to difficulty in academics and high dropout rates (NCES, 2011).    

 The ASCA national model (2005) aimed to meet the needs of all students, and further 

provided school counselors with strategies for meeting the needs of diverse students (2009).  

Despite these efforts, Latino/a students continue to struggle academically, occupationally, and 

personal/socially.  School counselors using the national model (2005) are encouraged to address 



78 

the needs specific to Latino/a students.  Surveying Latino/a students directly regarding their 

perceived needs of their school counselors, perhaps school counselors can better meet the needs 

in the overall comprehensive guidance program. 

Statement of the Problem 

Within this study, I attempted to identify Latino/a students’ perceptions of importance 

and levels of satisfaction with school counseling activities addressing academic, career, 

personal/social, and cultural needs.  ASCA (2005; 2009) emphasized the importance of school 

counselors meeting the needs of all students, regardless of cultural differences, however, the 

increasingly high drop out rates of Latino/a high school students indicates that school counselors 

are not effectively meeting the needs of this population.   

Despite the growing body of literature regarding the academic, career, and 

personal/social experiences of Latino/a students within U.S. schools, no researchers have 

addressed what Latino/a students identify as their own academic, career, and personal/social 

needs.  Therefore, to better address the needs of this population, I asked Latino/a high school 

students directly about what school counseling activities they perceive to be important, and how 

satisfied they are with how their school counselors engage in those activities. 

Purpose 

The purpose of this study was to identify Latino/a high school students’ perceptions 

regarding the importance of school counseling activities addressing students’ academic, career, 

personal/social, and cultural needs and level of satisfaction of those activities.  Research 

questions were the following four: (a) What is the level of agreement among Latino/a high 

school students on perceived importance of school counseling activities related to academic, 

career, personal/social, and cultural activities? (b) What is the level of agreement among Latino/a 
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high school students on satisfaction with their school counselors’ activities related to academic, 

career, personal/social, and cultural needs?  (c) What is the level of agreement between what 

school counseling activities Latino/a students’ perceive as important and the perceived 

satisfaction with those activities? (d) What demographic factors (gender, grade, language spoken 

at home, eligibility for free or reduced lunch, and birth place) predict perceived level of 

importance of school counseling activities identified as highly important by Latino/a high school 

students?  In order to address these research questions, I used quantitative and qualitative 

methods to conduct a thorough needs assessment. 
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The purpose of this study was to identify Latino/a high school students’ perceptions  

regarding the importance of school counseling activities addressing students’ academic, career, 

personal/social, and cultural needs and level of satisfaction with those activities.   

Research Questions 

 The following four research questions were identified to clarify the central components of 

this study: 

1. What is the level of agreement among Latino/a high school students on perceived 

importance of school counselors’ activities related to academic, career, personal/social, 

and cultural needs? 

2. What is the level of agreement among Latino/a high school students on satisfaction 

with their school counselors’ activities relating to academic, career, personal/social, and 

cultural needs?  

3. What is the level of agreement between what school counseling activities Latino/a 

student’s perceive as important and the perceived satisfaction of those activities? 

4. What demographic factors (gender, grade, language spoken at home, eligibility for free 

or reduced lunch, and birth place) predict perceived level of importance of school 

counseling activities identified as highly important by Latino/a high school students? 

Relevant Variables 

 This study was based on Latino/a high school students’ perceptions of the importance of 

academic, career, personal/social, and cultural school counseling activities and satisfaction levels 

with how their school counselors engage in those activities.  Three types of school counseling 

activities were investigated within this study: academic, career, and personal/social in alignment 

with the ASCA National model (2005).  The researcher included additional activities relating to 
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culture to better assess the needs of Latino/a students as cultural dimensions were not included 

within school counseling activities.   

Academic activities included school counseling activities that assist high school students 

in gaining knowledge, skills, and attitudes to support academic development as identified by the 

ASCA National model (2005).  Career activities encompassed items related to students’ 

development of career knowledge, skills, and attitudes as identified by the ASCA National 

model (2005).  Personal/social activities included school counseling activities that address the 

interpersonal skills, identity development, self-esteem, and skills, attitudes, and knowledge that 

contribute to understanding and respect of self and others as identified by the ASCA National 

model (2005).  Cultural activities included items related to current research regarding Latino/a 

student experiences within U.S. schools such as language development, discrimination, 

acculturation, and parental conflict as described in the literature review. 

 Moderator variables assessed within this study included (a) students’ gender (b) grade 

level (c) language spoken at home, (d) eligibility for free or reduced lunch, and (e) immigration 

status.  Sex was defined by respondents’ self-report as male, female, or other.  Language was 

defined by respondents’ self-reports as speaking Spanish all of the time, most of the time, some 

of the time, or never.  Eligibility for free or reduced lunch was defined by respondents’ self-

reports as either receiving or not receiving free or reduced lunch, or unsure.  Immigration status 

was defined by respondents’ self-reports as being born in the US, moving to the US when 

younger than 1 year old, younger than 5 years old, between 5 and 10 years old, and 11 years old 

and older. 

 The dependent variables for this study included the ratings of participating Latino/a high 

school students’ school counseling activity ratings of (a) importance and (b) satisfaction of 
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school counselor use of activities with students.  Importance ratings were self-reported on a scale 

of 1 (not important at all) to 5 (extremely important).  Satisfaction ratings were self-reported on 

a scale of 1 (not happy) to 5 (very happy). 

Definition of Terms 

Academic school counseling activities. Activities identified by the American School 

Counselor Association (ASCA, 2005) relating to academic achievement performed by school 

counselors.  For the purposes of this study, Academic School Counseling Activities were 

operationally defined by the survey items related to academic activities. 

 Career school counseling activities. School counselor activities related to student 

acquisition of skills and knowledge of self to navigate and explore the world of work (ASCA, 

2005).  For the purposes of this study, Career School Counseling Activities were operationally 

defined as survey items related to career activities. 

Personal/social school counseling activities.  Activities identified by the American 

School Counselor Association (ASCA, 2005) relating to personal/social development performed 

by school counselors.  For the purpose of this study, Personal/social School Counseling 

Activities were operationally defined as survey items related to personal/social activities 

 Cultural school counseling activities. School counseling activities addressing cultural 

needs of Latino/a students including acculturation, bicultural identity, language differences, 

family conflict, and discrimination as described by the literature.  For the purposes of this study, 

cultural school counseling activities were operationally defined by the survey items related to 

cultural experiences of Latino/a high school students and were utilized throughout the survey 

under the three ASCA identified domains of Academic, Career, and Personal/Social. 
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 High school student. Students who are enrolled in the ninth through twelfth grades in 

U.S. high schools. 

Participants 

Three school districts in North Texas accepted the invitation to participate in data 

collection.  I contacted five schools within the participating districts resulting in five school 

administrators agreeing to allow their students to participate in the research study.  Three high 

schools included in the study were considered public high schools and enrolled students in 

Grades 9 through 12 without a referral or application process.   

One high school reported 1,972 students with 73% (n = 1,380) of those students 

identifying as Latino/a; 67% of students (n = 1,324) qualified for free or reduced lunch.  The 

second high school reported over 2,101 students with 61.1% (n = 1,281) identifying as Latino/a 

in Grades 9 through 12.  At this high school, 20% of students (n = 426) were eligible for free 

lunch and 106 (5%) are eligible for reduced lunch.   

The third high school had a current enrollment of 1,585 with 32% (n = 507) identifying 

as Latino/a enrolled in Grades 9 through 12; 44 % of students (n = 696) qualified for free or 

reduced lunch.  One high school was designated as a non-traditional high school, for which 

students apply to attend and at which focus on one of six specialization areas.  This high school 

enrolled 1,695 students in Grades 9 through 12 with 70% (n = 1,186) students identified as 

Latino/a; 61% of students (n = 1,025) students qualify for free or reduced lunch.   

The final participating high school was designated as an alternative school, for students 

who were suspended due to behavioral or attitudinal issues.  At the time of the survey, 85 

students in Grades 1 through 12 attended with 13% identifying as Latino/a.  In Grades 9 through 
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12 (n = 11), 79% (n = 67) of students qualified for free or reduced lunch.  Based on survey 

procedures regarding purposeful sampling, I sought to survey as many students as possible.  

Because the target sample included Latino/a high school students, and participants were 

recruited from high schools with high populations of Latino/a students, this project required a 

purposeful sample.  Although all Latino/a students enrolled in target high schools were invited to 

participate, only those that gained parental consent and consent to complete the survey were 

included in data analysis.    

The final sample from the population included 210 Latino/a high school students 

attending one of five high schools within three school districts in North Texas.  One hundred and 

fifteen participants reported they were male (54.8%), 94 identified as female (44.8%), and one 

person identified as other (.5%).  Most participants indicated they were in the 12th grade (n = 

159, 75.7%) with smaller percentages of participants in Grades 9 (n = 8, 3.8%), 10 (n = 17, 

8.1%), and 11 (n = 26, 12.4%).  Details describing the sample are presented in Table B.1.  

A large percentage of participants indicated they expected to graduate high school (n = 

204, 97.1%), with few participants indicating they were unsure about graduation (n = 4, 1.9%) 

and one respondent indicating he/she did not expect to graduate high school (n = 1, .5%; see 

Table 12).  Similarly, many participants reported they expected to go to college (n = 185, 

88.1%), with a smaller percentage indicating that they did not know about attending college (n = 

19, 9.0%), or did not want to attend college (n = 6, 2.9%; see Table 12).  One hundred fifty-five 

respondents (73.8%) of respondents indicated they received free or reduced lunch, with 44 

indicating they did not (21%), and 11 stating they were unsure (5.2%). 
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Table B.1  

Demographic Characteristics of Student Participants 

Variable n % M SD Range 

Gender      

Female 94 44.8    

Male 115 54.8    

Other 1 0.5    

Expects to Graduate High School      

Yes 204 97.1    

No 1 0.5    

I Don’t Know 4 1.9    

Immigration Status      

Born in the US 146 69.5    

Younger than 5 29 13.8    

Between 5-10 25 11.9    

11 or older 9 4.3    

How Often Speak Spanish at School      

All the Time 7 3.3    

Most of the Time 24 11.4    

Some of the Time 114 54.3    

Never 40 19.0    

How Often Parents Speak Spanish      

All the Time 128 61.0    

Most of the Time 36 17.1    

Some of the Time 29 13.8    

Never 16 7.6    

Mother Born in the US      

Yes 44 21.0    

No 165 78.6    

I Don’t Know 1 0.5    

Father Born in the US      

Yes 37 17.6    

No 170 81.0    

I Don’t Know 3 1.4    
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 Participants were also asked about when they arrived in the US, if their parents were born 

in the US, how often they spoke Spanish at school, and how often their parents spoke Spanish.  

The largest number of students stated they were born in the US (n = 146, 69.5%), 29 indicated 

they came to the US when they were younger than five years old (13.8%), 25 responded they 

were between the ages of 5-10 years (11.9%), and 9 came to the US when they were older than 

nine years old (4.3%; see Table B.1).   

Most participants indicated that their mother was not born in the US (n = 165, 78.6%), 44 

(21%) stated their mother was born in the US, and one (.5%) indicated he/she was unsure of 

where his/her mother was born.  One hundred and seventy (81%) participants reported their 

father was not born in the U.S., while 37 (17.6%) stated the father was born in the US and three 

(1.4%) reported being unsure of their father’s birthplace.  Many students indicated that their 

parents speak English all the time (n = 128, 61%); 36 (17.1%) reported their parents speak 

Spanish most of the time; 29 (13.8%) reported some of the time; and 16 (7.6%) reported their 

parents never speak Spanish.  Respondents reported their Spanish usage at school as follows: all 

the time (n = 7, 3.3%), most of the time (n = 24, 11.4%), some of the time (n = 114, 54.3%), and 

never (n = 40, 19%; see Table 12).    

Instrumentation 

 The goal of this research study was to explore types of school counseling activities 

Latino/a high school students perceived as important related to their academic, career, 

personal/social development, and cultural experiences.  In addition, this research study explored 

Latino/a students’ perceived satisfaction with how their school counselors perform school 

counseling activities related to academic, career, personal/social, and cultural development. 

 In the first section of the survey, participants were requested to provide demographic 
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information including (a) gender, (b) age, (c) grade level, (d) intention to go to college, (e) age of 

arrival in US, (f) language spoken, and (g) eligibility for free or reduced lunch (h) with whom the 

respondents live, and (i) if respondents’ parents were born in the US.  These questions were used 

in statistical analyses for possible group differences.  

Due to the exploratory nature of this study, demographic questions beyond those included 

in analysis were asked.  Additional descriptive items included questions regarding age, languages 

spoken at home, parental education level, and if immigrated, country of origin, length of time 

living in the US, and country their families lived in prior to living in the US.  The demographic 

questionnaire provided valuable information of differences and similarities in importance of 

different school counseling activities and perceived frequency of school counseling activities on 

demographic information. 

Within the second section, participants were asked to rate school counseling activities 

relative to their importance and to what level of satisfaction they perceived school counselors 

performed those activities.  In the third section, participants were asked to respond to four open-

ended questions regarding school counseling activities related to academic, career, and 

personal/social domains as well as school counseling activities related to culture. 

To develop items related to Latino/a students’ school counseling needs, a comprehensive 

examination of professional journal articles related to the topics of Latino/a students’ academic, 

career, and personal/social experiences within U.S. schools was conducted.  Literature indicated 

specific needs within Latino/a students’ academic, career, and personal/social development,  

which were utilized to develop survey questions specific to Latino/a high school student 

experiences.  Based on review of literature, topics identified in Figure A.1 appeared to be most 

relevant to Latino/a students’ school counseling needs.  Therefore, survey items related to each 
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of the three domains identified by ASCA were developed from Figure A.1.  I utilized Ray, 

Fineran, and Kern’s (2009) Middle School Survey (MSS) items to develop additional items 

regarding school counseling activities and school counselors’ roles in U.S. high schools.  Ray et 

al. (2009) developed the MSS to identify middle school teachers, administrators, parents, and 

school counselors’ perceptions of middle school students’ counseling needs.  For the purposes of 

this study, the survey was adapted to meet the developmental needs of high school students and 

to include specific experiences of Latino/a students.  Items were selected and categorized 

according to Academic (n = 9), Career (n = 11), and Personal/social (n = 23) needs to ensure that 

each domain was adequately represented.  Items specific to cultural needs of Latino/a as 

identified in the literature review were then added under each domain if not previously 

represented. 

   Respondents were asked to rate school counseling activities in regard to perceived 

importance and satisfaction with school counselors’ performance using Likert-type scales 

(Leibach, 2008).  The survey items were not organized by domain, but rather included together at 

random.  Participants were asked to respond to items based on a 5-point Likert scale with 1= not 

important at all, 2= kind of important, 3= important, 4= very important, and 5= extremely 

important (Fink & Kosecoff, 1998).  Participants were also asked to respond to perceived 

satisfaction items based on a 5-point Likert scale with 1= not happy at all, 2= barely happy, 3= 

sometimes happy, 4= happy, and 5= very happy (Leibach, 2008).  Participants selected their 

responses by circling the number that best identified what they perceived as importance and 

satisfaction level for each item. 

  The survey questions in Table B.2 were included to address the academic school 

counseling activities as perceived by Latino/a high school students.  These survey questions were 
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adapted from Ray et al. (2009) Middle School Survey and specified to meet identified needs of 

Latino/a students. 

Table B.2 

Survey Items Exploring What Academic Activities Participants Believed Were Important for 
Their School Counselors to Do and State of Happiness with How School Counselors Perform 
These Activities 

1. Talk with teachers about treating students equally in class 

2. Talk with my parents about what teachers expect from me in school 

3. Talk with me about how to do better in school 

4. Talk with my teachers about having the same school expectations for all students even if there 
are differences in culture or language 

5. Talk with me about my relationships with teachers 

6. Talk with me about how to do better in school  

7. Work with me on learning problems  

8. Talk with me about grades and how to make good grades 

9. Talk with me if I skip school, don’t want to go, or want to drop out of school 

Note. Items in italics represent items specific to Latino/as’ identified needs. 

 Survey items related to career school counseling activities are included in Table B.3.  

Items related to career reflect the literature regarding career and were adapted from Ray et al. 

(2009) Middle School Survey and specified to meet identified needs of Latino/a students. 
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Table B.3 

Survey Items Exploring What Career Related Activities Participants Believed Were Important 
for Their School Counselors to Do and State of Happiness with How School Counselors Perform 
These Activities 

1. Help me prepare for college or higher education 

2. Help me with planning for the future (College/career) 

3. Help me pick a career path 

4. Talk with me about what I like 

5. Help me identify what careers I might be good at 

6. Help me identify what jobs I can do after school and what I need to do to get those jobs 

7. Talk with me and my parents about what classes and steps to take to get ready for college and 
careers 

8. Talk with me about how much school is required for different jobs 

9. Talk with me about the differences between Universities, Colleges, and Community Colleges 

10. Help me develop language skills to prepare for a job 

11. Help me identify scholarships to help me pay for college or training 

Note. Items in italics represent items specific to Latino/as’ identified needs. 

 Items relating to the personal/social school counseling activities are included in Table 13.  

The items were modified from Ray et al.’s (2009) Middle School Survey and identified within 

the literature review.  Items related specifically to Latino/a students as identified by the literature 

review are highlighted within the text. 
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Table B.4  

Survey Items Exploring What Personal/Social Counseling Needs Participants Believed Were 
Important for Their School Counselors to Do and State of Happiness with How School 
Counselors Perform These Activities 

1. Talk with me about students being mean to me because of language or cultural 
differences  

2. Talk with me about balancing two cultures 
3. Talk with my parents about my freedoms- like letting me go out with friends or dress the 

way I want to 
4. Make the school more culturally inclusive- put up different country flags, foods, and 

recognize and decorate for different holidays 
5. Speak Spanish 
6. Ask and discuss with me what country my family is from and what that means to me 
7. Talk with me about my culture and beliefs (way your family does things-eats, celebrates, 

holidays) 
8. Talk with me about my experience moving to and/or living in the United States 
9. Understand the effect moving to the U.S. had on me and my family 
10. Talk with me about use/abuse of alcohol and drugs 

11. Talk with me about fighting 

12. Talk with me about friends- making friends, keeping friends, problems with friends 

13. Talk with me about sexual experimentation/activity   
14. Talk with me about getting a sexually transmitted disease  
15. Talk with me about pregnancy and raising children  

16.  Talk with me about girlfriend/boyfriend relationships 

17. Talk with me about religious/spiritual growth 

18. Talk with me about relationships with my parents  
19. Talk with me about bullying  
20. Talk with me about identity development-figuring out who I am 

21. Talk with me about mental health-feeling anxious, sad, worried, scared 

22. Talk with me about coping skills and ways to handle situations I don’t like 

23. Talk with me about what I like 
Note. Items in italics represent items specific to Latino/as’ identified needs. 
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 Due to the exploratory nature of the study, I also included four items allowing 

respondents to discuss relevant school counseling activities not included within the survey items.  

These items were open ended and allowed the student to write in answers.  Fink (2003b) 

recommended the inclusion of open-ended questions within survey research as a method of 

capturing the experiences of the participants in their own words.  The open ended questions 

included the following: (a) “What do you think is important for your school counselor to talk 

with you about school and school work?” (b) “What do you think is important for your counselor 

to talk with you about college and career?” (c) “What do you think is important for your 

counselor to talk with you about your relationships, and yourself?” (d) “What do you think is 

important for your school counselor to talk with you about your culture?”  The open-ended 

questions provided Latino/a students an opportunity to share additional preferences.   

Research Procedures 

Each school district agreed to participate in the research study, however, stated that the 

administrators of the schools would distribute surveys in a manner that fit each individual school.  

The primary researcher distributed the survey (Appendix D) and included parental consent 

(Appendix D) and student informed consent (Appendix D) forms were and subsequent materials 

to school counselors at participating schools.  

The recruitment letter provided information for parents regarding the purpose of the study 

and contact information.  If parents agreed to have their children participate, they were asked to 

read and sign the parental consent form.  The parental consent form detailed the purposes of the 

study, possible risks, potential for the study, and procedures for the study.  The student informed 

assent form informed students of the purposes of the study and requirements for participation.  
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Students who returned complete surveys with signed parental and student informed assent were 

included within the study.   

 The recruitment letter and parental consent form were translated and back translated into 

Spanish and English to ensure that students, regardless of parental language, could participate 

(Mallinckrodt & Wang, 2004).  An individual fluent in Spanish first translated the recruitment 

letter and parental consent form to Spanish.  Another individual fluent in Spanish then translated 

the Spanish version to English.  The primary researcher compared the back translated and 

original versions of the text and verified that the Spanish version was accurate (Mallinckrodt & 

Wang, 2004).  The survey was presented to students in English and therefore the sample was 

limited to Latino/a high school students who read and write English. 

 At each participating high school, administrators provided guidelines and suggestions as 

to how to recruit student participation.  At one high school, the primary researcher spoke directly 

to a group of Latino/a students detailing the specifics of the study.  The lead counselor gathered 

all self-identified Latino/a students into the conference room, at which point the primary 

researcher explained the study and requested participation.  One week later, the students who 

returned the parental consent completed the questionnaire and surveys.  The primary researcher 

was present to answer any questions the students had regarding the survey.  Six students 

completed surveys. 

 At the second participating high school, the school counselor allowed the researcher to 

speak with a Content Mastery (CM) teacher at the school who works primarily with Latino 

students.  The CM teacher indicated a desire to participate in the study.  The primary researcher 

provided this teacher with 50 Parental Consent forms and followed up one week later to provide 

the survey materials.  At the one-week follow up, this teacher indicated that no students returned 
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signed consent forms.  At this time, the primary researcher provided this teacher with an 

additional 75 surveys and Informed Consent forms for distribution to students within the Content 

Mastery classes.  The primary researcher followed up with this teacher by email and in person 

each week for a five-week period.  The CM teacher received no completed surveys during this 

time.  The CM teacher expressed the difficulty in students’ returning the materials, and suggested 

I speak with the ELL teacher.  The ELL teacher expressed interest in participating with this 

study, and I attended two classes with juniors and seniors to discuss the project.  After speaking 

with both classes, 40 students received surveys, and at the follow up five days later, the ELL 

teacher stated only one student returned the survey.   

In addition to speaking with the CM and ELL teachers, the primary researcher spoke with 

the director of Community in Schools (CIS) at this high school.  The director indicated interest in 

the study, and the primary researcher provided 150 additional surveys and research materials for 

distribution.  The following week, the primary researcher spoke with both the director of CIS 

indicated no students returned consent forms or completed the survey.  The primary researcher 

visited the school the following week to discuss the progress of the study.  The director of CIS 

indicated she received two surveys.  She indicated she would attempt to call parents again to 

improve response rate.  At the end of the five weeks of data collection, 12 students returned 

signed consent forms and completed surveys. 

At the third participating high school, the school counselors distributed the research 

materials to students attending a workshop on Latino/a scholarships.  The school counselors 

expressed frustration at the low-response rates at the one week follow up, and asked the primary 

researcher to visit the school to increase Latino/a student participation.  The primary researcher, 

with the school counselors, decided the primary researcher would be present within the school 
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cafeteria and speak with Latino/a students about the research project during lunch hours.  The 

primary researcher distributed 57 surveys to Latino/a students who expressed an interest in 

participating in this study during lunch periods.  To increase rate of return, the school 

administrators recorded a voice message in English and Spanish detailing the nature of the study 

and encouraging parental consent to students who expressed a desire to participate.  Parents were 

asked to read over the study and provide consent, and have their students return the completed 

surveys to the counselors’ office in two school days. 

In addition, the school counselors sent passes to students 18 years or and older; who came 

to the conference room and filled out the survey after the primary researcher explained the nature 

of the study.  The primary researcher was present while the students completed the surveys to 

answer any questions.  Forty-three senior students completed the survey at this time, and an 

additional 16 students returned completed surveys to the counselors’ office the following day. 

At the fourth participating school, the lead counselor provided Latino/a students in 

identified classrooms the research materials.  The primary researcher followed up each week for 

a period of five weeks after the study began.  The lead counselor indicated that she did not need 

assistance in collecting research materials from the students.  Twenty students completed and 

returned the survey at the end of the fifth week of data collection. 

At the fifth participating high school, the lead counselor allowed the primary researcher 

access to high school seniors through the college readiness program.  The primary researcher, 

along with school counselors, attended seven senior English classes to discuss the research 

project.  Students 18 years old and older filled out the survey during this class period and 

returned it to the primary researcher.  Students under 18 years old consented to allow the primary 

researcher to call to remind them to return the surveys with parental consent.  The primary 
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researcher also recruited participants during lunch periods and through snowball techniques, with 

students familiar with the primary investigator provided surveys to their friends to complete.  In 

addition, the primary researcher sent passes to Latino/a students from all grades to discuss the 

research project.  Students provided consent for the primary researcher to remind them to return 

the surveys with parental consent.  At the conclusion of data collection, 113 students from this 

high school returned completed surveys. 

Data Analysis 

Because research questions were related to the grouped items of academic, career, and 

personal/social activities, I explored the internal consistency of each category to ensure that 

items were similar in each grouping.  Resulting Cronbach α coefficients were for academic α = 

.872, for career α = 0.910, and for personal/social α = .955.  Data analysis for the main research 

questions included descriptive report and inferential analysis.  

For Research Question 1, I explored the level of agreement among Latino/a high school 

students on perceived importance of school counselors’ activities related to academic, career, 

personal/social, and cultural needs.  For the purposes of this question, descriptive statistical data 

included mean, frequency, and standard deviations of students’ responses.  

For the second research question regarding the level of agreement among Latino/a high 

school students on satisfaction with their school counselors’ activities relating to academic, 

career, personal/social, and cultural needs, I reported descriptive statistics to examine Latino/a 

students’ perceptions of frequency of school counseling activities.  For the purposes of this 

question, descriptive statistical data included mean, frequency, and standard deviations of 

students’ responses. 
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To address the third question regarding the level of agreement between what school 

counseling activities Latino/a students’ perceive as important and the perceived satisfaction of 

those activities, I examined items reported by participants as most important.  Items with a mean 

score between very important and extremely important were identified.  Using paired sample t-

tests, those items of importance were then individually compared to the participants’ ratings of 

satisfaction with counseling activities regarding those items.  T-tests were interpreted according 

to statistical significance (α = .05) and Cohen’s (1988) eta squared effect size interpretations 

(small = .01; medium = .06; large = .14).  Although total scores were not examined for scale 

validation, I chose to compare importance and satisfaction total scores for exploratory purposes 

regarding general level of satisfaction compared to general perception of importance of 

activities.  I ran a paired samples t-test between total importance scores and total satisfaction 

scores to determine the level of agreement. 

For the final research question regarding demographic factors as predictors for perceived 

level of importance of school counseling activities identified as highly important by Latino/a 

high school students, I examined if specific demographic variables predicted the perceived 

importance of the identified activities ranging from very important to extremely important.  Due 

to the exploratory nature of this study, variation in importance due to differences in demographic 

information provided valuable information to school counselors.  Differences based on gender, 

grade level, language spoken at home, time in the US, and eligibility for free or reduced lunch 

may impact a student’s desire for specific school counseling activities. 

 Due to the exploratory nature of the study, I also included four items allowing 

respondents to discuss relevant school counseling activities not included within the survey items.  

These items were open ended and allowed the student to write in answers.  Fink (2003b) 
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recommended the inclusion of open-ended questions within survey research as a method of 

capturing the experiences of the participants in their own words.  The open-ended questions 

included the following: (a) “What do you think is important for your school counselor to talk 

with you about school and school work?” (b) “What do you think is important for your counselor 

to talk with you about college and career?” (c) “What do you think is important for your 

counselor to talk with you about your relationships, and yourself?” (d) “What do you think is 

important for your school counselor to talk with you about your culture?” The open-ended 

questions provided Latino/a students an opportunity to share additional preferences.   

Following procedures outlined by Fink (2003b) for content analysis of open-ended 

questions within surveys, I chose inductive analysis to search for dominant themes.  Ryan and 

Bernard (2000) identified content analysis as an effective means to explore cross-cultural issues 

such as exploring what Latino/a high school students identify as important school counseling 

activities.  The qualitative research team included the primary researcher, a doctoral Counseling 

student with experience in qualitative coding and a master’s Counseling student who was trained 

in qualitative coding procedures.  Once we identified dominant themes among answers for each 

question, we then coded the number of times themes were expressed in participant statements.  

Both researchers coded all statements with a reliability agreement of 89.25%.   
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Two methods of data analysis were utilized for the purposes of this study.  The research 

questions were answered through statistical descriptive report and univariate analyses.  Content 

analysis procedures were utilized to explore areas that might not be addressed by quantitative 

survey items.  The results were reported at the completion of data analysis.  The primary 

researcher used SPSS version 19.0 for data analysis to address each research question. 

Prior to conducting statistical analysis for research questions, I wanted to ensure 

similarity among the sample.  I ran two preliminary one-way between-groups analysis of 

variance to explore differences in the total importance and satisfaction scores of students across 

districts to determine if there were statistically significant differences between students’ 

responses based on school district.  Participants were placed into three groups according to 

school district.   

 There was no statistically significant difference in Total Importance Scores for the three 

school districts: F (2, 151) = .091, p = .913), η2 = .001.  The effect size was interpreted as small. 

Post-hoc comparisons using the Tukey HSD test indicated that the mean score for Group 1 (M = 

3.218, SD = .696) was not significantly different from Group 2 (M = 3.099, SD = .618).  Group 

3 (M = 3.198, SD = .945) did not differ significantly from Group 1 or 2. 

 There was no statistically significance difference in Total Satisfaction Scores for the three 

districts: F (2, 146) = .152, p =.859, η2 = .002.  The effect size was interpreted as small.  Post-hoc 

comparisons using the Tukey HSD test indicated that the mean score for Group 1(M = 3.225, SD 

= .853) was not significantly different from Group 2 (M = 3.161, SD = 1.295).  Group 2 (M = 

3.294, SD = .964) did not differ significantly from Group 1 or 2.  Table C.1 presents the means 

and standard deviations for each district for both importance and satisfaction and Table C.2 

presents results of the One-Way Analysis of Variance.  According to comparison results, 
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participants’ ratings of importance and satisfaction items did not differ according to school 

district. 

Table C.1 

Means and Standard Deviations for Three Districts on Importance and Satisfaction Responses 

 District1 District 2 District 3 

Variable M                     SD M                  SD M                   SD 

Total Importance Scores 3.218 .696 3.099 .618 3.198 .945 

Total Satisfaction Scores 3.225 .853 3.161 1.295 3.294 .964 

 

Table C.2                                                                                             

One-Way Analyses of Variance for Differences in Scores for Importance and Satisfaction by 
District 

Variable and Source df SS MS F p η2 

Importance       

Between Groups 2 .130 .065 .091 .913 .001 

Within Groups 151 107.837 .714    

Satisfaction       

Between Groups 2 .276 .138 .152 .859 .002 

Within Groups 146 132.822 .910    

  

Quantitative Data Analysis 

Research Question 1 

What is the level of agreement among Latino/a high school students on perceived 

importance of academic, career, personal/social, and cultural activities related to school 

counseling.   
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 Table C.3 presents participant responses to perception of importance of activities and 

satisfaction with activities, including frequencies, means and standard deviations. Results 

indicated students perceived activities related to career/college decisions and options as of high 

importance.  Five items of the 42 total items were identified with mean ratings of very important 

(4) to extremely important (5).  The five highest rated most importance items were: Help prepare 

for college or higher education (M = 4.431); Help plan for the future (M = 4.309); Talk with me 

about differences between universities, colleges, and community colleges (M = 4.001); Help me 

identify scholarships to help me pay for college or training (M = 4.183); Help me identify what 

careers I might be good at (M = 4.053).  

Eighteen items were identified with low mean ratings ranging from kinda important (2) to 

important (3). A few examples of lower rated items were: Make school more culturally inclusive 

(M = 3.072); Talk with me about my relationships with teachers (M = 2.981); Help me with 

balancing two cultures (M = 2.450); Talk with me about bullying (M = 2.857); Talk with me 

about moving to and/or living in the US (M = 2.483), and Talk with me about making, keeping, 

and problems with friends (M = 2.716).  No items received mean ratings between not important 

at all (1) and kinda important (2). 

Table C.3 

Means, Standard Deviations, and Frequencies for Importance and Satisfaction Ratings 

 

M SD 
Not 

Important/ 
Not Happy 

Kind Of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 

1a. Importance of school 
counselors talk with 
teachers about treating 
students equally 

3.732 1.141 7 3.3 25 11.7 54 25.2 54 25.2 69 32.2 

 

         (table continues) 
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Table C.3 (continued). 
 

           

 

M SD 
Not 

Important/ 
Not Happy 

Kind Of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

 
    n % n % n % n % n % 

1b.Satisfaction with 
school counselors 
talking with teachers 
about treating students 
equally 

3.389 1.132 16 7.526 12.1 18.5 61 28.5 71 33.2 34 15.9 

*2a. Importance- Help 
prepare for college or 
higher ed 

4.431 0.867 1 0.5 9 4.2 20 9.3 48 22.4 131 61.2 

2b. Satisfaction-Help 
prepare for college or 
higher ed 

3.638 1.121 12 5.6 22 10.3 45 21 82 38.3 49 22.9 

3a. Importance- students 
being mean because of 
culture or language 

2.928 1.326 38 17.8 41 19.2 62 29 32 15 35 16.4 

3b. Satisfaction-students 
being mean because of 
culture or language 

3.179 1.183 21 9.8 38 17.8 59 27.6 61 28.5 28 13.1 

4a. Importance-Talk 
with parents about what 
teachers expect 

2.995 1.209 26 12.1 49 22.9 56 26.2 52 24.3 24 11.2 

4b. Satisfaction-Talk 
with parents about what 
teachers expect 

3.408 1.121 16 7.5 23 10.7 61 28.5 73 34.1 33 15.4 

*5a. Importance-help 
plan for the future 

4.309 0.970 4 1.9 8 3.7 26 12.1 51 23.8 118 55.1 

5b. Satisfaction-help 
plan for the future 

3.641 1.213 15 7 24 11.2 42 19.6 68 31.8 60 28 

6a. Importance- 
balancing two cultures 2.450 1.189 53 24.8 62 29 51 23.8 28 13.1 13 6.1 

6b. Satisfaction-
balancing two cultures 

2.990 1.237 31 14.5 39 48.2 54 25.2 55 25.7 22 10.3 

**7a. Importance-
making, keeping, and 
problems with friends 2.716 1.248 44 20.6 49 22.9 55 25.7 42 19.6 18 8.4 
7b. Satisfaction-making, 
keeping, and problems 
with friends 

3.371 3.813 24 11.2 37 17.3 58 27.1 61 28.5 24 11.2 

8a. Importance- talk 
about how to do better 
in school 

3.861 1.081 9 4.2 14 6.5 42 19.6 76 35.5 68 31.8 

8b. Satisfaction- how to 
do better in school 

3.569 1.179 13 6.1 28 13.1 47 22 69 32.2 52 24.3 

9a. Importance- help 
pick career path 

3.938 1.059 7 3.3 11 5.1 49 22.9 64 29.9 79 36.9 

9b. Satisfaction-help 
pick career path 

3.418 1.256 22 10.3 25 11.7 52 24.3 62 29 47 22 

10a. Importance- talk 
with parents about 
freedoms 

 

2.740 1.421 59 27.6 34 15.9 49 22.9 34 15.9 32 15 

10b. Satisfaction- talk 
with parents about 
freedoms 

3.102 1.251 31 14.5 31 14.5 57 26.6 60 28 27 12.6 

(table continues) 
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Table C.3 (continued). 

 

M SD 
Not 

Important/ 
Not Happy 

Kind Of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 

11a. Importance- Talk with 
teachers about having same 
school expectations 

3.185 1.259 28 13.1 29 13.6 60 28 55 25.7 34 15.9 

11b. Satisfaction- Talk with 
teachers about having same 
school expectations 

3.197 1.233 25 11.7 34 15.9 56 26.2 61 28.5 32 15 

12a. Importance- Talk with 
me about what I like 

2.957 1.346 41 19.2 36 16.8 57 26.6 41 19.2 34 15.9 

12b. Satisfaction-Talk with 
me about what I like 

3.236 1.265 28 13.1 28 13.1 54 25.2 63 29.4 35 16.4 

**13a. Importance- Talk with 
me about sexual 
experimentation 

2.495 1.373 68 31.8 46 21.5 41 19.2 29 13.6 24 11.2 

13b. Satisfaction- Talk with 
me about sexual 
experimentation 

3.068 1.360 39 18.2 31 14.5 50 23.4 51 23.8 36 16.8 

**14a. Importance- Make 
school more culturally 
inclusive 

3.072 1.293 31 14.5 41 19.2 50 23.4 54 25.2 32 15 

14b. Satisfaction- Make 
school more culturally 
inclusive 

2.976 1.296 36 16.8 42 19.6 51 23.8 53 24.8 28 13.1 

**15a. Importance- Talk with 
me about fighting 

2.749 1.349 49 22.9 43 20.1 56 26.2 29 13.6 30 14 

15b. Satisfaction-Talk with 
me about fighting 

3.069 1.303 31 14.5 41 19.2 45 21 55 25.7 31 14.5 

**16a. Importance- Talk with 
me about my relationships 
with teacher 

2.981 1.275 35 16.4 38 1738 60 28 48 22.4 28 13.1 

16b. Satisfaction- Talk with 
me about my relationships 
with teacher 

3.189 1.172 22 10.3 30 14 70 32.7 55 25.7 29 13.6 

17a. Importance-Help me 
identify what jobs I can do 
after school and what I need 
to do to get these jobs 

3.811 1.180 14 6.5 15 7 37 17.3 70 32.7 70 32.7 

17b. Satisfaction-Help me 
identify what jobs I can do 
after school and what I need 
to do get those jobs 

3.147 1.301 31 14.5 32 15 51 23.8 56 26.2 34 15.9 

18a. Importance-Speak 
Spanish with me and/or my 
parents 

2.922 1.429 47 22 37 17.3 46 21.5 37 17.3 39 18.2 

18b. Satisfaction-Speak 
Spanish with me and/or my 
parents 

3.117 1.247 29 13.6 34 15.9 53 24.8 62 29 27 12.6 

*19a. Importance-differences 
between universities, colleges, 
and community colleges 

4.001 1.120 11 5.1 10 4.7 31 14.5 67 31.3 86 40.2 

(table continues) 
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(table continues) 

Table C.3 (continued). 
 

           

 

M SD 
Not 

Important/ 
Not Happy 

Kind Of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 

19b. Satisfaction-differences 
between universities, colleges, 
and community colleges 

3.463 1.203 19 8.9 20 9.3 58 27.1 63 29.4 45 21 

**20a. Importance- understand 
effect of moving to the US 

2.539 1.47 76 35.5 31 14.5 37 17.3 31 14.5 29 13.6 

20b. Satisfaction-understand 
effect of moving to US 

3.000 1.331 41 19.2 26 12.1 58 27.1 48 22.4 30 14 

21a. Importance- help develop 
language skills for a job 

3.389 1.290 24 11.2 26 12.1 46 21.5 61 28.5 46 21.5 

21b. Satisfaction-Help develop 
language skills for a job 

3.187 1.280 29 13.6 28 13.1 57 26.6 54 25.2 35 16.4 

22a. Importance-talk about 
abuse/use of alcohol and drugs 

3.112 1.429 40 1837 30 14 50 23.4 37 17.3 48 22.4 

22b. Satisfaction- talk about 
abuse/use of alcohol and drugs 

3.345 1.266 29 13.6 16 7.5 50 23.4 72 33.6 36 16.8 

23a. Importance-grades and 
how to make good grades 

3.874 1.121 11 5.1 12 5.6 42 19.6 69 32.2 73 34.1 

23b. Satisfaction-grades and 
how to make good grades 

3.605 1.078 10 4.7 19 8.9 58 27.1 73 43.1 45 21 

24a. Importance-how much 
school is required for different 
jobs 

3.783 1.126 11 5.1 13 6.1 53 24.8 63 29.4 67 31.3 

24b. Satisfaction-how much 
school is required for different 
jobs 

3.280 1.238 24 11.2 27 12.6 61 28.5 57 26.6 38 17.8 

**25a. Importance- talk about 
girlfriend/boyfriend 
relationships 

2.456 1.416 73 34.1 47 22 31 14.5 29 13.6 26 12.1 

25b.  Satisfaction-talk about 
girlfriend/boyfriend 
relationships 

3.121 1.303 35 16.4 27 12.6 55 25.7 58 27.1 32 15 

**26a. Importance- talk about 
my experience moving to 
and/or living in the US 

2.483 1.378 70 32.7 42 19.6 39 18.2 32 15 22 10.3 

26b. Satisfaction- Talk about 
my experience moving to 
and/or living in the US 

2.995 1.272 35 16.4 33 15.4 59 27.6 50 23.4 26 12.1 

**27a. Importance- talk with 
me about pregnancy and raising 
children 

2.825 1.471 57 26.6 33 15.4 44 20.6 33 15.4 39 18.2 
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Table C.3 (continued). 

 

M SD 
Not 

Important/ 
Not Happy 

Kind Of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 

27b. Satisfaction- talk with me 
about pregnancy and raising 
children 

3.033
8 1.3234 38 17.8 34 15.9 47 22 59 27.6 29 13.6 

28a. Importance-talk with me if 
I skip school, don't want to go 
to school or want to drop out 

3.298 1.430 38 17.8 18 8.4 54 25.2 40 18.7 58 27.1 

28b. Satisfaction- talk with me 
if I skip school, don't want to 
go to school, or want to drop 
out 

3.087 1.301 26 16.8 26 12.1 61 28.5 52 24.3 32 15 

29a. Importance- talk with me 
about bullying 

2.857 1.373 46 21.5 43 20.1 49 22.9 39 18.2 33 15.4 

29b. Satisfaction- Talk with me 
about bullying 

3.211 1.242 27 12.6 32 15 50 23.4 70 32.7 30 14 

30a. Importance- talk with me 
about relationships with my 
parents 

3.115 1.285 30 14 38 17.8 52 24.3 56 26.2 33 15.4 

30b. Satisfaction- talk with me 
about relationships with my 
parents 

3.176 1.261 28 13.1 32 15 60 28 55 25.7 35 16.4 

31a. Importance- talk with me 
about identity development-
figuring out who I am 

3.164 1.387 38 17.8 26 12.1 53 24.8 46 21.5 45 21 

31b. Satisfaction-talk with me 
about identity development-
figuring out who I am 

3.081 1.276 32 15 36 16.8 52 24.3 60 28 29 13.6 

32a. Importance- Talk with me 
about mental health 

3.243 1.310 28 13.1 30 14 61 28.5 45 21 46 21.5 

32b. Satisfaction- talk with me 
about mental health 

3.212 2.462 37 17.3 32 15 50 23.4 56 26.2 32 15 

*33a. Importance-help me 
identify scholarships to help me 
pay for college or training 

4.183 1.127 9 4.2 12 5.6 26 12.1 46 21.5 115 53.7 

33b. Satisfaction- help me 
identify scholarships to help me 
pay for college or training 

3.434 1.280 20 9.3 31 14.5 45 21 58 27.1 51 23.8 

34a. Importance- talk with me 
about coping skills and ways to 
handle situations I don't like 

3.432 1.231 19 8.9 26 12.1 55 25.7 59 27.6 47 22 

34b. Satisfaction- talk with me 
about coping skills and ways to 
handle situations I don't like 

3.111 1.243 26 12.1 41 19.2 54 25.2 56 26.2 30 14 

(table continues) 
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Table C.3 (continued). 

 

M SD 
Not 

Important/ 
Not happy 

Kind of 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 
35a. Importance- talk 
with me about how to do 
better in school 

3.876 1.115 9 4.2 14 6.5 48 22.4 61 28.5 77 36 

35b. Satisfaction- talk 
with me about how to do 
better in school 

3.471 1.146 15 7 22 10.3 64 29.9 64 29.9 43 20.1 

*36a. Importance- help 
me identify what careers 
I might be good at 

4.053 1.015 6 2.8 10 4.7 36 16.8 72 33.6 85 39.7 

36b. Satisfaction- help 
me identify what careers 
I might be good at 

3.295 1.298 23 10.7 39 18.2 43 20.1 58 27.1 44 20.6 

**37a. Importance- ask 
and discuss with me 
what country my family 
is from and what that 
means to me 

2.437 1.363 71 33.2 46 21.5 39 18.2 28 13.1 22 10.3 

37b. Satisfaction-ask 
and discuss with me 
what country my family 
is from and what that 
means to me 

3.029 1.343 40 18.7 32 15 44 20.6 60 28 29 13.6 

**38a. Importance- Talk 
with me about getting a 
sexually transmitted 
disease 

2.833 1.416 56 26.2 28 13.1 53 24.8 39 18.2 33 15.4 

38b. Satisfaction-Talk 
with me about getting a 
sexually transmitted 
disease 

3.044 1.334 40 18.7 27 12.6 56 26.2 52 24.3 32 15 

39a. Importance- work 
with me on learning 
problems 

3.305 1.276 25 11.7 29 13.6 57 26.6 55 25.7 44 20.6 

39b. Satisfaction- work 
with me on learning 
problems 

3.248 1.227 22 10.3 37 17.3 47 22 68 31.8 32 15 

**40a. Importance-talk 
with me about 
religious/spiritual 
growth 

2.293 1.357 85 39.7 41 19.2 38 17.8 24 11.2 20 9.3 

40b. Satisfaction-talk 
with me about 
religious/spiritual 
growth 

2.995 1.384 46 21.5 26 12.1 46 21.5 55 25.7 31 14.5 

41a. Importance-talk 
with me and my parents 
about what classes to 
take to get ready for 
college 

3.884 1.257 15 7 17 7.9 35 16.4 50 23.4 90 42.1 

41b. Satisfaction- talk 
with me and my parents 
about what classes to 
take to get ready for 
college 

3.362 1.234 20 9.3 30 14 55 25.7 59 26.6 43 20.1 

(table continues) 



109 

Table C.3 (continued). 

 

M SD 
Not 

Important/ 
Not happy 

Kinda 
Important/ 

Barely 
Happy 

Important/ 
Sometimes 

Happy 

Very 
Important/ 

Happy 

Extremely 
Important/ 

Very Happy 

     n % n % n % n % n % 

42a. Importance-talk 
with me about my 
culture and beliefs 

2.576 1.393 63 29.4 44 20.6 42 19.6 29 13.6 27 12.6 

42b. Satisfaction, talk 
with me about my 
culture and beliefs 

3.107 1.317 36 16.8 26 12.1 58 27.1 52 24.3 34 15.9 

Note.  * = Most important. ** = Least important. 

Research Question 2 

What is the level of agreement among Latino/a high school students on perceived 

satisfaction of academic, career, personal/social, cultural activities related to school counseling.   

Table 18 reports the frequencies, means, and standard deviations related to satisfaction 

with school counseling activities.  No items were identified with a mean rating between happy 

(4) to very happy (5).  The three lowest satisfaction items were identified with a mean rating of 

barely happy (2) to sometimes happy (3).  The three items were all culturally related and 

included: (a) talk with students about balancing two cultures (M = 2.990), (b) make the school 

more culturally inclusive (M = 2.976), and (c) talk with students about experiences moving 

to/living in the US (M = 2.995).  No items resulted in a mean rating of not happy (1) to barely 

happy (2).  

Research Question 3 

What is the level of agreement between what school counseling activities Latino/a 

students’ perceive as important and the perceived satisfaction of those activities? 

Although the survey was not intended as an assessment with a validated total score, I 

wanted to explore the general level of satisfaction with current provision of school counseling 

activities as compared to the general perceptions of the importance of those activities.  A paired 
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samples t-test was performed to determine the differences between students’ total perceived 

importance and satisfaction scores.  There was no statistically significant difference between 

total importance (M = 134.27, SD = 34.55) and total satisfaction (M = 135.43, SD = 38.62), t 

(132) = -.308, p =.759, η2 = .004.  The mean difference between total scores was -1.165 with a 

95% confidence interval ranging from -8.65 and 6.32.  The eta-squared statistic indicated a 

negligible effect size.  Lack of statistically significant difference between total importance score 

and total satisfaction score indicates that generally school counseling activities were being 

provided at a similar level to what participants perceived as important.  

I selected the top five items rated as most important by the students for further 

exploration.  The items were selected because they fell into the artificially created categories of 

“very important” to “extremely important”.  Five paired-samples t-tests were conducted to 

evaluate the differences in students’ perceptions of importance and level of satisfaction for each 

of the five survey items deemed most important by students.  There were statistically significant 

differences between importance and satisfaction scores for each of the five items (see Table C.4).  

Table C.4 

Differences in Importance and Satisfaction Scores 

 Importance Satisfaction   

Activity M SD M SD df T P η2 

Discuss differences between 
universities, colleges, and 
community colleges 

4.05 1.12 3.47 1.21 203 5.54 *.005 .26 

Help me identify what careers I 
might be good at 

4.06 1.01 3.30 1.30 205 6.74 *<.005 .18 

Help me identify scholarships to 
help me pay for college or training 

4.19 1.13 3.43 1.28 203 6.97 *<.005 .18 

Help me plan for the future 4.31 .97 3.65 1.22 205 6.59 *<.005 .19 

Help me prepare for college or 
higher education 

4.43 .87 3.64 1.12 208 9.06 *<.005 .28 
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Note: * indicates statistically significant activity. 

For the item, Discuss differences between universities, colleges, and community colleges, 

t-test results indicated a statistically significant difference between importance scores (M = 4.05, 

SD = 1.12) and satisfaction scores (M = 3.47, SD = 1.21), t (203) = 5.54, p = .005 (two-tailed), η2 

= .26.  Eta-squared indicated a large effect size.  The mean difference between scores was .549 

with a 95% confidence interval ranging from .353 to .744.  

For item, Help me identify what careers I might be good at, t-test results indicated a 

statistically significant difference between importance ratings (M = 4.06, SD = 1.01 and 

satisfaction ratings (M = 3.30, SD = 1.30), t (205) = 6.74, p <.005 (two-tailed), η2= .18.  Eta-

squared indicated a large effect size.  The mean difference between scores was .762 with a 95% 

confidence interval ranging from .539 to .984.   

For item, Help me identify scholarships to help me pay for college or training, t-test 

results indicated a statistically significant difference between importance ratings (M = 4.19, SD = 

1.13) and satisfaction ratings (M = 3.43, SD = 1.28), t (203) = 6.97, p < .005 (two-tailed), η2= 

.18.  Eta-squared indicated a large effect size.  The mean difference between scores was 1.55 

with a 95% confidence interval ranging from .541 to .968.  

For Item, Help me plan for the future, t-test results indicated a statistically significant 

difference between importance ratings (M = 4.31, SD = .97) and satisfaction ratings (M = 3.65, 

SD = 1.22), t (205) = 6.59, p < .005 (two-tailed) η2 = .19.  Eta-squared indicated a large effect 

size.  The mean difference between scores was 1.44 with a 95% confidence interval ranging from 

.463 to .858.  

For Item, Help me prepare for college or higher education, t-test results indicated a 

statistically significant difference between importance (M = 4.43, SD = .87) and satisfaction 

ratings (M = 3.64, SD = 1.12), t (208) = 9.06, p = <.005, η2 = .28.  Eta-squared indicated a large 
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effect size.  The mean difference between scores was 1.27 with a 95% confidence interval 

ranging from .621 to .967.   

Research Question 4 

What demographic factors (gender, grade, language spoken at home, eligibility for free or 

reduced lunch, and birth place) predict perceived level of importance of school counseling 

activities identified as highly important by Latino/a high school students? 

Regression analysis was used to determine if there was prediction ability between 

respondents’ ratings of the importance of school counseling activities based on selected 

respondent characteristics..  In exploring sample characteristics, I chose to exclude age, plans to 

attend college, and plans to graduate from further analysis due to lack of diversity in sample.  

Remaining characteristics of grade level (Grade 12 or Grades 9-11), gender (male or female), 

language spoken at home (Spanish spoken most/all or some/none), eligibility for free or reduced 

price lunch (eligible or not), and Birth status (born in US or not) were collapsed into 

dichotomous variables and utilized as predictor variables. Although some categories of predictor 

variables were uneven, the number in each cell was well over 10, reasonable for analysis 

(Warner, 2008).  Importance item mean ratings were used as the dependent variables.  I used 

Tabachnick and Fidell’s (2007) standards for ratio of N (number of cases) to k (number of 

predictors) to address power (N > 50 + 8k).  Thus, for the following multiple regressions, the 

ratio was considered to be substantial as 90 [50 + 8 (5)] was the suggested number of cases while 

the actual number of cases for each regression ranged from 205 to 209.  

 In checking for assumptions, I discovered that the five importance ratings were not 

normally distributed, and therefore data transformations were performed to improve normality.  

According to Tabachnick and Fidell (2007), when a data set is substantially negatively skewed, 
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researchers should transform variables using logarithms.  Therefore, each of the dependent 

variables was transformed using the logarithm equation in SPSS.  Transformation improved 

distribution toward normality but did not result in a normal distribution.  However, larger sample 

sizes address violations of assumptions (Tabachnick & Fidell, 2007; Warner, 2008).  

Mahalanobis distances and casewise diagnostics revealed three outliers within the sample; 

however, this was expected within a large sample, and no action was taken to delete these three 

participants (Newton & Rudestam, 1999).   

Multiple regression: Help me prepare for college or higher education.  In checking for 

assumptions, I discovered that importance ratings were not normally distributed for the item, 

Help me prepare for college or higher education, and therefore data transformations were 

performed to improve normality.  The residual scatterplots of the transformed variables were 

examined to address the assumptions of normality, linearity, and homoscedasticity and are 

presented in Figures C.1 and C.2. 

 
Figure C.1.  P-P plot of regression standardized residual. 
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Figure C.2.  Scatterplot of standardized residual and standardized predicted scores on items. 

Importance of help preparing for college or higher education was not simultaneously regressed 

on the five predictors of grade level, gender, language spoken at home, eligibility for free or 

reduced price lunch, or birth status. The results were not statistically significant, F (5, 201) = 

1.63, p = .153, with a small effect of R2 = .039.  The adjusted R2 was .015.  As a group, the 

demographic characteristics were not predictors of perception of importance for this activity.  

Because the demographic characteristics were not statistically significant predictors for students’ 

perceived importance, and the low effect size, beta weights and structure coefficients were not 

calculated.  Table C.5 presents the regression summary table. 

Table C.5 

Regression Summary Table for Help Prepare for College or Higher Education 

Source SS df MS F p R2 Adj. R2 

Regression .096 5 .019 1.63 .153 .039 .015 

Residual 2.37 201 .012     
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Note. n = 209. 

Multiple regression: Help plan for the future.  In checking for assumptions, I discovered 

that importance ratings were not normally distributed for item, Help plan for the future, and 

therefore data transformations were performed to improve normality.  The residual scatterplots 

of the transformed variables were examined to address the assumptions of normality, linearity, 

and homoscedasticity and are presented in Figures C.3 and C.4.         

 
Figure C.3.  P-P plot of regression standardized residual. 
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Figure C.4.  Scatterplot of standardized residual and standardized predicted scores. 

 Importance of Help Plan for the Future was not simultaneously regressed on the five 

predictors of grade level, gender, language spoken at home, eligibility for free or reduced price 

lunch, or birth status.  The results were not statistically significant, F (5, 199) = 1.44, p = .211, 

with a small effect of R2 = .035.  The adjusted R2 was .011.  As a group, the demographic 

characteristics were not predictors of perception of importance for this activity.  Because the 

demographic characteristics were not statistically significant predictors for students’ perceived 

importance, and the low effect size, beta weights and structure coefficients were not calculated.  

Table C.6 presents the regression summary table.    

Table C.6 

Regression Summary Table for Help Plan for the Future 

Source SS df MS F p R2 Adj. R2 
Regression .126 5 .025 1.44 .211 .035 .011 
Residual 3.473 199 .017     
Note. n = 207. 
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Multiple regression: Explain differences between universities, colleges, and community 

colleges.  In checking for assumptions, I discovered that importance ratings were not normally 

distributed for the item, Explain differences between universities, colleges, and community 

colleges, and therefore data transformations were performed to improve normality.  The residual 

scatterplots of the transformed variables were examined to address the assumptions of normality, 

linearity, and homoscedasticity and are presented in Figures C.5 and C.6. 

 
Figure C.5.  Normal P-P plot of regression standardized residual. 
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Figure C.6.  Scatterplot of standardized residual and standardized predicted scores on items. 

Importance of Explain differences between universities, colleges, and community 

colleges was not simultaneously regressed on the five predictors of grade level, gender, language 

spoken at home, eligibility for free or reduced price lunch, or birth status.  The results were not 

statistically significant, F (5, 197) = .666, p = .649, with a small effect of R2 = .017. When 

adjusted for sampling error, the adjusted R2 became negative, R2 was -.008.  As a group, the 

demographic characteristics were not predictors of perception of importance for this activity.  

Because the demographic characteristics were not statistically significant predictors for students’ 

perceived importance, and the low effect size, beta weights and structure coefficients were not 

calculated.  Table C.7 presents the regression summary table.   

Table C.7 

Regression Summary Table for Variable of Explain Differences Between Universities, Colleges, 

and Community Colleges 

Source SS df MS F p R2 Adj. R2 
Regression .100 5 .020 .666 .649 .017 -.008 
Residual 5.895 197 .030     

Note. n = 205. 
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Multiple regression: Help me identify scholarships.  In checking for assumptions, I 

discovered that importance ratings were not normally distributed for the item, Help me identify 

scholarships and therefore data transformations were performed to improve normality.  The 

residual scatterplots of the transformed variables were examined to address the assumptions of 

normality, linearity, and homoscedasticity and are presented in Figures C.7 and C.8. 

 
Figure C.7.  Normal P-P plot of regression standardized residual. 
 

 
Figure C.8.  Scatterplot of standardized residual and standardized predicted scores on items. 
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The importance of Help me identify scholarships was not simultaneously regressed on the 

five predictors of grade level, gender, language spoken at home, eligibility for free or reduced 

price lunch, or birth status.  The results were not statistically significant, F (5, 200) = .966, p = 

.440, with a small effect of R2 = .024.  When adjusted for sampling error, the adjusted R2 became 

negative, R2 was -.001.  As a group, the demographic characteristics were not predictors of 

perception of importance for this activity.  Because the demographic characteristics were not 

statistically significant predictors for students’ perceived importance, and the low effect size, 

beta weights and structure coefficients were not calculated.  Table C.8 presents the regression 

summary table.    

Table C.8 

Regression Summary Table for Help Me Identify Scholarships 

Source SS df MS F p R2 Adj. R2 

Regression .136 5 .027 .966 .440 .024 -.001 

Residual 5.637 200 .028     

Note. n = 205. 

Multiple regression: Help me identify what careers I might be good at.  In checking for 

assumptions, I discovered that importance ratings were not normally distributed for item, Help 

me identify what careers I might be good at, and therefore data transformations were performed 

to improve normality.  The residual scatterplots of the transformed variables were examined to 

address the assumptions of normality, linearity, and homoscedasticity and are presented in 

Figures C.9 and C.10. 
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Figure C.9.  Normal P-P plot of regression standardized residual. 

 

 
Figure C.10.  Scatterplot of standardized residual and standardized predicted scores on items. 
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Importance of Help me identify what careers I might be good at was not simultaneously 

regressed on the five predictors of grade level, gender, language spoken at home, eligibility for 

free or reduced price lunch, or birth status.  The results were not statistically significant,  

F (5, 201) = .873, p = .500, with a small effect of R2 = .021.  When adjusted for sampling error, 

the adjusted R2 became negative, R2 = -.003.  As a group, the demographic characteristics were 

not predictors of perception of importance for this activity.  Because the demographic 

characteristics were not statistically significant predictors for students’ perceived importance and 

the low effect size, beta weights and structure coefficients were not calculated.  Table C.9 

presents the regression summary table.   

Table C.9 

Regression Summary Table for Help Me Identify What Careers I Might Be Good at 

Source SS df MS F p R2 Adj. R2 

Regression .093 5 .019 .873 .500 .021 -.003 

Residual 4.267 201 .021     

Note. n = 209. 

Qualitative Data Analysis 

 Due to the exploratory nature of the study, the researcher also included four items 

allowing respondents to discuss relevant school counseling activities not included within the 

survey items.  These items were open ended and allowed the student to write in answers.  Fink 

(2003) recommended the inclusion of open-ended questions within survey research as a method 

of capturing the experiences of the participants in their own words.  The open ended questions 

included the following: (a) “What do you think is important for your school counselor to talk 

with you about school and school work?” (b) “What do you think is important for your counselor 

to talk with you about college and career?” (c) “What do you think is important for your 
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counselor to talk with you about your relationships, and yourself?” (d) “What do you think is 

important for your school counselor to talk with you about your culture?”  The open-ended 

questions provided Latino/a students an opportunity to share additional preferences.   

Following procedures outlined by Fink (2003) for content analysis of open-ended 

questions within surveys, I chose inductive analysis to search for dominant themes.  Ryan and 

Bernard (2000) identified content analysis as an effective means to explore cross-cultural issues 

such as exploring what Latino/a high school students identify as important school counseling 

activities.  The qualitative research team included the primary researcher, a doctoral counseling 

student with experience in qualitative coding and a master’s counseling student who was trained 

in qualitative coding procedures.  In conducting content analysis, the qualitative research team 

reviewed responses for themes and identified common themes for each of the domains of 

academic, career, and personal/social and the added cultural domain.  Two hundred participants 

(95.2 %) provided answers for at least one of the open-ended questions.  Not all of the 200 

respondents provided answers for each of the qualitative questions.  Both researchers coded all 

statements with a reliability agreement of 89.25%.   

Academic Qualitative Analysis 

For the academic question, “What do you think is important for school counselors to talk 

with you about school and school work?” 198 participants responded.  After reviewing 

responses, we identified the following themes within the academic domain: college, schoolwork, 

relationship between personal life and school, future, and negative experiences.  The majority of 

students responded that they thought it was important for school counselors to speak with them 

about their school work (n = 151, 54.7%), students indicated college activities (n = 46, 16.7) and 

activities related to the connection between personal and the future (n = 42, 15.2%).  Discussions 
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examining the connection between personal and school life were less important with only 25 

(9.1%) of respondents identifying that specific theme, and five students (1.8%) reported having a 

negative experience with their counselors.  Seven students’ wrote an answer that was either 

unclear or stated that the student did not know.  This accounted for 2.5% of the answers.  

Students’ themes and responses are summarized in Table C.10. 

Table C.10 

Themes for Academic Domain 

Theme 
n for 

Statements 
% of Total 
Statements 

Example 
(exemplary statements) 

School Work 151 54.7 “How important it is to do well in order to open up 
more opportunities in the future for yourself” 

“I think it’s important for the counselor to tell you and 
put you back on track when you’re grades start to 
fall” 

College 46 
 

16.7 
 

“The different types of colleges” 

Future 42 15.2 “encourage me to plan” 
“what you can do to succeed” 

Connection 
Between 
Personal and 
School Life 

25 9.1 “It is important for counselors to helps us on 
eliminating the attention you give others and let that 
affect your involvement in class” 

“ways to manage our school/social life”  
“I think it’s important they should know how the 

students feel toward certain things.  NOT just make 
every grade do the same thing” 

 
Negative 
Experiences 

5 1.8 “Doesn’t matter” 
“I have never met my counselor” 

Note. n = 198. 

Career Qualitative Analysis 

For the career question, “what do you think is important for your school counselor to talk 

with you about college and career?” 194 statements were reviewed.  We identified the following 

themes upon review: Money, preparation, choices, negative experiences and no answer or 

unclear answers.  Most students identified discussion of choices (n = 115, 40.5%) and 
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preparation (n = 114, 40.1%) as the most important activities for school counselors to conduct.  

16.5% of respondents indicated they felt it was important for school counselors to discuss money 

(n = 47, 16.5%).  Five (1.7%) answers were unclear or stated that nothing was important and 1% 

(n = 3) stated they had negative experiences with their school counselors regarding career 

discussions.  Students’ themes and responses are presented in Table C.11. 

Table C.11 

Themes of Career Qualitative Responses 

Theme 
n for 

Statements 
% of Total 
Statements Example (exemplary statements) 

Choices 115 40.5 “What college would suit you better for your career” 
“Some of us don’t even know what career we want 

in life or where to go to college” 
“I think it is important for my counselors to talk to 

me about the different opportunities I have” 
“Options besides college- like the military” 

Preparation 114 40.1 “What your GPA has to be to go to college” 
“Help us understand how college will be like” 

Money 47 16.5 “Scholarship information” 
“How to pay for college” 
“How to get financial aid” 

Unclear Answer 5 1.7 “I don’t know” 
“Nothing” 

Negative 
Experiences 

3 1.0 “Not important for my counselor to talk with me 
about this” 

“I have never met my counselor” 

Note. n = 194. 

Personal/Social Qualitative Analysis 

For the personal/social item, “What do you think is important for your school counselor 

to talk with you about your relationships and yourself?” 184 answers were reviewed.  The 

following themes emerged: Identity, interaction of personal life and school, relationships, and 

inappropriateness of discussing personal lives.  Most students indicated that discussions 
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addressing students’ personal identities and character as important (n = 36, 16.1%), many 

indicated they thought discussing relationships was important (n = 56, 25%).  One student 

responded that school counselors could help students understand that some relationships can 

negatively affect the future.  Several students stated they did not believe that students should 

discuss personal matters with school counselors (n = 42, 18.7%).  One student stated that school 

counselors should not discuss personal issues, while another simply said “that’s personal.”  Nine 

students (4.1%) provided unclear answers.  The results from this question are summarized in 

Table C.12. 

Table C.12 

Themes of Personal/Social Qualitative Responses  

Theme n 
% of Total 
Statements Examples (Exemplary Statements) 

Identity 81 36.2 “ How to stay respectful to everyone and above all respect yourself” 
“To learn how to control feelings and not end up doing something to 
regret” 

Relationships 56 25.0 “Violence in a relationship-physical, emotional, mental” 
“I think she should tell me what are the signs of a bad relationship and 
how to know when it’s a good one.  To help you choose your friends and 
to identify who are your real friends” 

Not for School 42 18.7 “I feel like that’s a parents or guardian job unless the student goes to the 
counselor themselves, or parent/guardian doesn’t help” 
“I don’t think it’s important this is personal things” 

How Personal 
Life Impacts 
School 

36 16.1 “Problems can always get in your way of school and if you have 
somebody trustworthy to tell your problems to that’s always good” 
“Problems at home, many times problems at home can reflect how we 
students do in school” 
“For the counselor to know if there is anything in your personal life that 
could be affecting your grades or your work in school” 

Note. n = 184. 

Cultural Qualitative Analysis 

For the cultural open-ended question, “What do you think is important for your school 

counselor to talk with you about your culture?” 194 statements were analyzed.  After reviewing 
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students’ responses to the cultural qualitative question, the following themes presented 

themselves: Pride/knowledge/identity, Impact of culture on school/college/career, or Not 

important/not for school counselors.  Most students indicated they thought it was important that 

their school counselor help them develop pride or knowledge with their culture (n = 68, 32.1%).  

One student indicated that it was important that school counselors help students navigate 

between the two cultures.  Students also indicated that they thought it was important for school 

counselors to recognize or discuss the impact culture has on their lives (n = 52, 24.5%).  One 

student indicated that it was important for school counselors to encourage students to continue in 

life, and not believe that culture was a barrier to success.  Other students did not feel that school 

counselors should discuss culture with students (n = 55, 26%), stating that culture is something 

that should be left to parents and family.  Many students wrote unclear answers (n = 37, 17.5%).  

The results for this question are described in Table C.13. 

Table C.13 

Themes of Cultural Qualitative Responses  

Theme n 
% of Total 
Statements Example(Exemplary Statements) 

Pride/Knowledge/Identity 68 32.1 “Why we should be proud of where we came from and how 
to deal with diverse cultures.  How to stand up for our 
culture and be respectful about every culture” 

“To not forget where you came from but to learn new 
cultures to be more open to other people” 

Not Important/Not for 
School Counselors 

55 26.0 “Not really” 
“I mean if you know about your culture why should 

someone else from a different race tell you about your 
own culture” 

Impact of Culture on School, 
College, Career 

52 24.5 “How not to let the judgment of others towards you affect 
you in any way stopping you from doing what you want 
to do” 

“I think they should comprehend that in the Hispanic culture 
it is sometimes different because most of the Hispanic 
parents did not attend college and they expect their 
children to and sometimes students have to manage a job 
as well to help the family at home” 

 
Note. n = 194. 
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Letter to Parents 

Dear Parent / Guardian 

My name is Maggie Morganfield; I am a Doctoral Candidate in the counseling program at the 

University of North Texas (UNT).  I am currently working on a project about Latino/a students’ 

preferences for school counseling activities. I hope to better understand Latino/a students’ 

preferences for the type of school counseling activities.  Hopefully, results from this study will 

help school counselors better meet the needs of Latino/a students. 

Your child has been asked to participate in this study because he/she is enrolled in a high school 

in your community and is listed in school records as Latino/a. Participation will involve 

completing a questionnaire that will take about 15 to 20 minutes of your child’s time. 

Though I hope you allow your child to take this opportunity to share his/her beliefs about school 

counseling, you are not required to allow your child to participate. If you choose for your child 

not to participate in this study, you can disregard this letter. 

If you are willing to have your child help with the study, please read and sign the informed 

consent form for details regarding the purpose, benefits, possible risks, and confidentiality 

practices involved in this study. 

If you have any questions regarding this study you may call Dee Ray, Ph.D, Department of 

Counseling and Higher Education, (940) 565-2066 or Maggie Morganfield.  Thank you so very 

much for your help. 

Sincerely, 

Maggie Morganfield, M.S., LPC-Intern 

Doctoral Candidate  
Counseling and Higher Education   
University of North Texas 
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Letter to Parents: Spanish Translation 

Queridos padres/guardianes: 

Mi nombre es Maggie Morganfield. Soy candidata del programa de doctorado en consejería de la 

Universidad del Norte de Texas (UNT). Actualmente trabajo en un proyecto sobre el tipo de 

actividades de consejería en la escuela que son preferidas por los estudiantes latinos. Con este 

proyecto, espero obtener un mejor entendimiento de las preferencias de los estudiantes. Espero 

que los resultados de este estudio ayuden a los consejeros de las escuelas a satisfacer 

adecuadamente las necesidades de los estudiantes latinos.  

Su hijo(a) ha sido invitado(a) a participar en este estudio porque él o ella se encuentra 

registrado(a) en una escuela secundaria de su comunidad y en sus archivos está listado en la 

categoría de latinos. La participación en el estudio requiere que él o ella completen un 

cuestionario cuya duración es de 15 a 20 minutos.  

A pesar de que espero que usted permita a su hijo(a) tener la oportunidad de compartir sus 

opiniones acerca de la consejería escolar, la participación no es obligatoria. Si usted escoge que 

su hijo(a) no participe en este estudio, usted puede ignorar esta carta.  

Si usted está dispuesto de que su hijo participe en este estudio por favor, lea y firme la carta de 

consentimiento que contempla el propósito, los beneficios, los riesgos posibles y las prácticas de 

confidencialidad pertinentes a este estudio.  

Si usted tiene alguna pregunta con respecto a este  estudio, usted puede llamar a la Dra. Dee Ray 

(940) 565-2066  o Maggie Morganfield. Gracias por su ayuda.  

Sinceramente,  

 
Maggie Morgarnfield, M.S., LPC-Intern 
 
Candidata de Doctorado 
Programa de consejería 
Universidad del Norte de Texas 
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Informed Consent Form 

Before agreeing to your child’s participation in this research study, it is important that you read 

and understand the following explanation of the purpose, benefits, and risks of the study and how 

it will be conducted. 

Title of Study: Latino/a High School Students’ School Counseling Needs: An Exploratory Needs 

Assessment 

Investigator: Maggie Morganfield, University of North Texas (UNT) Department of Counseling 

and Higher Education.  Supervising Investigator: Dr. Dee Ray, UNT Department of Counseling 

and Higher Education. 

Purpose of the Study: You are being asked to allow your child to participate in a research study 

surveying self-identified Latino/a students’ school counselor preferences. The goal of this study 

is to better understand what Latino/a students want and need from their school counselors to 

succeed in school.    

Study Procedures:  Your child will be asked to complete a survey regarding school counseling.  

The entire project should take approximately fifteen to twenty minutes.  There will be one survey 

for students to complete.  The survey includes questions regarding demographic information as 

well as statements regarding importance of school counselor activities relating to academics, 

career, and personal/social development and cultural experiences.  

Foreseeable Risks: No foreseeable risks are involved in this study. 

Benefits to the Subjects or Others: This study is not expected to be of any direct benefit to your 

child, but we hope to learn more about Latino/a students’ preferences for school counselor 

activities, and better enable school counselors to meet the needs of Latino/a high school students.   

Compensation for Participants: None 

Procedures for Maintaining Confidentiality of Research Records: Your child’s personal 

identifying information will be strictly guarded. Signed informed consent forms and coded 

survey results will be maintained in separate locations and in locked cabinets.  School district 

administrators will not know if your child participated in this study.  Any personal data gathered 

will be destroyed three years following the conclusion of this study. The confidentiality of your 

child’s individual information will be maintained in any publications or presentations regarding 

this study. 
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Questions about the Study: If you have any questions regarding this study you may call Maggie 

Morganfield or Dee Ray. 

Review for the Protection of Participants: This research study has been reviewed and approved 

by the UNT Institutional Review Board (IRB). The UNT IRB can be contacted at (940) 565-

3940 with any questions regarding the rights of research subjects. 

Research Participants’ Rights: Your signature below indicates that you have read or have had 
read to you all of the above and that you confirm all of the following:  

• Maggie Morganfield has explained the study to you and answered all of 
your questions.  You have been told the possible benefits and the potential 
risks and/or discomforts of the study.  

• You understand that you do not have to allow your child to take part in 
this study, and your refusal to allow your child to participate or your 
decision to withdraw him/her from the study will involve no penalty or 
loss of rights or benefits.  The study personnel may choose to stop your 
child’s participation at any time.  

• You understand why the study is being conducted and how it will be 
performed.   

• You understand your rights as the parent/guardian of a research participant 
and you voluntarily consent to your child’s participation in this study.   

• You have been told you will receive a copy of this form. 

 

________________________________                                                             
Printed Name of Parent or Guardian                                      

________________________________                                            ____________   
Signature of Parent or Guardian                                     Date 
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Informed Consent Form: Spanish Translation 

Carta de consentimiento  

Antes de acceder a participar en este estudio de investigación es importante que usted lea y 

entienda el propósito, los beneficios, los posibles riesgos y el procedimiento del estudio. 

Titulo del estudio: Necesidades de consejería escolar de los estudiantes Latinos de la escuela 

secundaria: Un examen exploratorio de las necesidades. 

Investigador principal: Maggie Morganfield de la Universidad del Norte de Texas (UNT) del 

departamento de consejería y educación. Supervising Investigador: Dr. Dee Ray. 

Propósito del estudio: Su hijo(a) ha sido invitado(a) en un estudio de investigación que examina 

las preferencias de actividades de consejería escolar en los estudiantes latinos.  El objetivo de 

este estudio es tener una mejor comprensión de lo que los estudiantes latinos necesitan de sus 

consejeros para poder alcanzar el éxito escolar.  

Procedimiento del estudio: Su hijo(a) será invitado(a) a completar un cuestionario demográfico  

y una encuesta. El proyecto en su totalidad debe tomar de quince a veinte minutos 

aproximadamente. Solo habrá una encuesta por estudiante. La encuesta incluye preguntas 

respecto a la información demográfica del participante, así como también temas relacionados a la 

importancia de actividades de los consejeros escolares en las áreas académicas, estudios 

superiores, áreas de desarrollo personal y social y experiencias culturales.  

Riesgos: No hay ningún tipo de riesgo en la participación de este estudio.  

Beneficios para los participantes u otros: Este estudio no se espera que sea de benefico directo a 

su hijo(a).  Esperamos que los resultados de este estudio identifiquen las preferencias de los 

estudiantes con respecto a las actividades de consejería en las escuelas y que esto beneficie a los 

consejeros para asistir adecuadamente las necesidades de los estudiantes. 

La compensación para Participantes: Ninguno  

Procedimiento para mantener la confidencialidad los archivos de investigación: La información 

personal de su hijo(a) será estrictamente protegida. Las cartas de consentimiento y los resultados 

de las encuestas codificadas serán mantenidos en un lugar diferente y bajo llave. Los directores 

del distrito escolar no tendrán conocimiento si su hijo(a) participo en el estudio. La 

confidencialidad de la información personal de su hijo(a) será protegida de cualquier publicación 

o presentación del estudio. Cualquier información personal obtenida será destruida después de 

tres años de los resultados del estudio. Las regulaciones del Federal Institutional Review Board 
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(IRB) requiere que la información del estudio se mantenga por tres años después del que este 

haya sido completado.  

Preguntas sobre el estudio: Si usted tiene alguna pregunta con respecto a este estudio, usted 

puede comunicarse con Dee Ray o Maggie Morganfield. 

Revision para la protección de los participantes: Este estudio de investigación ha sido revisado y 

aprobado por el Institutional Review Board de la Universidad del Norte de Texas. (IRB). El IRB 

de UNT puede ser contactado al (940) 565-3940 perteniente a cualquier pregunta sobre los 

derechos de los participantes del estudio.  

Investiga a Participantes' los Derechos:  

Su firma debajo de indica que ha leído o ha tenido lee a ustedes del arriba y que confirma todo lo 

Siguiente:  

• Maggie Morganfield) le ha explicado el estudio a usted y contestado todas sus preguntas. Ha 
sido dicho los beneficios posibles y los riesgos de potencial y/o molestias del estudio.  
• Comprende que usted no tiene que permitir a su niño para participar en este estudio, y su 
negativa para permitir a su niño para participar o su decisión de retirar a él/ella del estudio no 
implicará pena o pérdida de derechos o beneficios. El personal del estudio puede escoger parar la 
participación de su niño en tiempo.  
• Comprende por qué el estudio es realizado y cómo será realizado.  
• Comprende sus derechos como el padre/guardián de un participante de investigación y de usted 
consiente voluntariamente a la participación de su niño en este estudio. 
 • Usted le ha sido dicho recibirá una copia de esta forma.  
 
  ________________________________       ________________________________     
            Imprimió Nombre de Padre o de Guardián                       Firma de Padre o de Guardián 
 
 ________________________________   
  Fec 
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Child Assent Form 

You are being asked to be part of a research project being done by the University of 

North Texas Department of Counseling and Higher Education. 

This study involves completing a brief questionnaire about yourself and your family, and 

a survey about your school counseling preferences.  The purpose of this study is to learn about 

what school counseling activities Latino/a students think are important, and how often Latino/a 

students think their school counselors do those activities. 

You will be asked to answer questions about your family and yourself, and to answer 

questions about your views and preferences of school counseling activities that will take about 

fifteen to twenty minutes.  The survey includes 46 questions about what school counseling 

activities you think are important, and how often you think your school counselors do these 

activities.  In addition, there is a space for you to write in what you think is important that is not 

included on the survey. 

 If you decide to be part of this study, please remember you can stop participating any 
time you want to.  

If you would like to be part of this study, please sign your name below.   

__________________________                                                                                              
Printed Name of Child 

__________________________                                _______________                                                   
Signature of Child      Date  

__________________________                                _______________                                             
Signature of Student Investigator                     Date  
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Demographic Questionnaire 

Please circle your answers to the following questions: 

1. What is your gender? 

Male   Female   Other 

2. How old are you? 

13   14   17   18 

15   16   19   20 

3. What grade are you in? 

9th   10th   

11th   12th 

4. Do you want to go to college? 

Yes   No   Unsure 

5. When did you move to the United States? 

I was born in the U.S.   Between 5-10 years old 

When I was younger than 5  When I was 11 or older    

6. I speak Spanish at home 

All the time    Some of the time 

Most of the time   Never  

7. I speak Spanish at school 

All the time    Some of the time 

Most of the time   Never  

8. My parents/guardians speak Spanish 

All of the time   Some of the Time 
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Most of the time   Never    

 

9. I receive free or reduced lunch at school  

Yes     No    I don’t know 

10. Who do you live with? 

Mom    Dad 

Mom and Dad   Relatives not mom or dad 

Other (please list) 

11. Was your mom born in the U.S.? 

Yes    No    I don’t know 

12. Was your dad born in the U.S.? 

Yes    No    I don’t know 

13. What country did your family live in before you moved to the U.S.? 

 

14.  Do you expect to graduate from High school? 

Yes    No   I don’t know 
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Open Ended Questions 

Please write your answers to the questions in the space provided below.  If you need extra paper, 

please use the back of this survey or attach an extra piece of paper to this packet. 

 

1. What do you think is important for your school counselor to talk with you about school 

and school work? 

 

 

 

2. What do you think is important for your counselor to talk with you about college and 

career? 

 

 

 

3. What do you think is important for your counselor to talk with you about your 

relationships, and yourself? 

 

 

 

4. What do you think is important for your school counselor to talk with you about your 

culture? 
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