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ABSTRACT 

The primary purpose of this study was to explore the ethnic identity of Mexican-

American children. The investigation looked at the ethnic identity in terms of 

development by assessing five components of ethnic identity (ethnic self-identification, 

ethnic constancy, ethnic knowledge, ethnic feelings and preferences, and use of ethnic 

role behaviors) in eight-year-old children. The present study also explored the role the 

broader social ecology in the development of ethnic identity by comparing the ethnic 

identity of children from two towns, Lubbock and El Paso, Texas. Individual familial 

predictors of ethnic identity (parental language acculturation, social acculturation, 

education and employment) were also assessed. In addition, the present study explored 

the implications of having a high or a low ethnic identity by looking at the relationship 

between ethnic identity and social competence in children fi^om the two towns. 

Results indicate that Mexican-American children have started forming an ethnic 

identity at the age of eight years. In comparison, children from Lubbock supersede the 

children from El Paso in most of the ethnic identity components. Tovm seemed to be the 

most important predictor of ethnic identity, followed by mother's education, mother's 

employment, mother's use of the Spanish language, and the number of Mexican objects 

displayed in the home. Finally, fmdings demonstrate that higher ethnic identity leads to 

better social skills and less behavior problems within the sample. 

Differences in ethnic identity between the children in the two towns may be 

attributed to the different majority/minority status Mexican-American children 
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1 
experience. For Lubbock children, ethnicity may be a more sahent and important 

element of identity than for El Paso children because of their minority status. 
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CHAPTER I 

INTRODUCTION 

Statement of the Problem 

For individuals from minorit\ groups, developing a sense of identity also includes 

developing a sense of who they are in terms of their ethnicity or race. Ethnic identity has 

become a fairly new topic of interest in the field of human development and family 

studies. The early research in this area (e.g.. Clark & Clark. 1947: Stevenson & Stewart. 

1958; Vaughan, 1963) was mainly focused on the ethnic identity development of 

Caucasian and Afiican-American populations. Since then, other studies have 

concentrated on the ethnic identity of Mexican-Americans (e.g., Derbyshire, 1968; Diaz-

Guerrero, 1987; Estrada, 1993: Hurtado, Rodriguez, Gurin, & Beals, 1993), but there is 

very little knowledge on the ethnic identity development of Mexican-American children 

(Bemal, Knight, Garza, Ocampo, & Cota, 1990; Casas & Pytluk, 1995). 

Ethnic identity is an important and complex part of the self-concept. Its 

development is influenced not only by the normative socialization processes that affect 

all individuals in general, but also by the intergroup phenomena resulting fi-om the 

minority status of the ethnic individual (Knight, Bemal, Garza, & Cota, 1993b). Despite 

the limited knowledge on the development of ethnic identity, researchers are beginning to 

agree that it is an important component for the identity development of minority 

individuals. 

It has been noted that the development of ethnic identity of Mexican-American 

children (as a minoritv' group) differs fi-om that of children of the dominant group 



(Vaughan, 1987). The historic, political, and social issues that Mexican-American 

individuals face make the ethnic identity development of this population very complex. 

Due to the rapid growth of the Mexican-American population in the United States 

(13,496 milhon in 1990), a close look at the biculturalism and ethnic identity 

development of these children is necessary (Chapa & Valencia, 1993). 

Mexican-Americans are part of the fastest growing population of our nation's 

large ethnic minority groups and make up for 60.4% of the total Hispanic population. 

Mexican-origin Hispanics are mainly concentrated in the Southwest and Midwest of the 

United States with Texas as the second state with the largest Hispanic concentration. The 

Mexican-American population has the highest unemployment rate (8.6% for males and 

9.8% for females) and the lowest median earnings (S 12,527 for males and $8,874 for 

females) of all Hispanics. The total family income of families with young children is 

$15,800 (Chapa & Valencia, 1993). Twenty-eight percent of all Mexican-American live 

below the poverty level, and an alarming 37.1 % of all Mexican-American children under 

the age of 18 also live below the poverty level. 

Most of the Mexican-American families have an average family size of 4 

children. In terms of migration, most of the Hispanic children ages 5-17 in the United 

States are second generation immigrants (47%). Twenty-one percent of the children are 

first generation and 32% are third generation. In 1988, 78.4% of Hispanic children ages 

5 to 17 had a non-English language background and 57.3% had limited English 

proficiency. In the United States, 55.9% of Mexican-Americans 25 years and over did 

not complete high school (Chapa & Valencia, 1993). 



The condition of Mexican-Americans indicates that this population is in need of 

attention. In terms of child development, ethnic identity development is an important 

issue for Mexican-American children because it may have implications for other 

developmental domains. Not much research has been conducted exploring their relation. 

Research on ethnic identity development has not generated much knowledge about 

implications of children's ethnic identity development on other domains of development. 

The few studies that have correlated ethnic identity to other domains of development 

have focused mainly on the relation between ethnic identity and academic achievement or 

mental health in adolescents. In examining children's behavior, implications of their 

ethnic identity development may be seen in their social competence. The only research 

study that generated knowledge on the relationship between ethnic identity and social 

competence in Mexican-Americans focused on adults and not on children (e.g., 

Derbyshire, 1968). Thus, no information exists on the implications of ethnic identity 

development of Mexican-American children. 

Purpose of the Study 

The primary purpose of this study is to explore the ethnic identity of Mexican-

American children. The exploration of ethnic identity will be conducted in four 

directions. First, this study looks at the ethnic identity in terms of development. 

Although the present study does not look at ethnic identity development at different ages, 

it focuses on the critical age of 8 years. Research suggests that children at the age of 8 

years, compared to younger children, are able to more appropriately self-identify 

ethnically and understand more about ethnic identity (Bemal et al., 1990). Thus, the 



present study explores the ethnic identity of 8-year-old Mexican-American children in 

each of the five ethnic identity components suggested by Bemal and colleagues (1990). 

Second, the present study examines ethnic identity in terms of geographic 

location. Because the broader social ecology plays an important role in the development 

of ethnic identity, the present study compares the ethnic identity of children from two 

towns, Lubbock and El Paso, Texas. The towns were selected because of their difference 

in proximity to Mexico, minority/majority status, and ethnic empowerment. 

Third, the present study looks at the predictors of ethnic identity. Investigating 

the possible predictors and influences on development is an important step in research. 

Thus, after taking into consideration the effects of the child's grade level and generation 

of migration on ethnic identity, the present study examines individual familial predictors 

of ethnic identity, which include parental language acculturation, social acculturation, 

education and employment as indices of acculturation. Parental influences on child 

ethnic identity will be measured by using a parent ethnic identity instmment. 

Finally, the present study explores the implications of having a high or a low 

ethnic identity on another domain of development, social competence. Child ethnic 

identity has often been correlated with academic performance and mental health but little 

importance has been placed on its implications to social competence. The only research 

study that has explored the implications of ethnic identity on social competence was 

conducted with adolescents (Gonzales, Knight, Morgan-Lopez, Saenz, & SiroUi, 2000). 

Findings from this study suggest that adolescents that with high self-identification have 

low social competence. It is important to see if the same correlation is found at an earlier 

age. Therefore, this study explores the relationship between ethnic identity and social 



competence of 8-year-old children. Social competence will be measured through mother 

reported child social skills and problem behaviors. 

This research study will be an important contribution to the understanding of the 

development of ethnic identity of Mexican-American children. It will generate more 

knowledge on the components of ethnic identity development and will investigate the 

implications of having a high or a low ethnic identity. This study will explore the role of 

the broader social ecology on the ethnic identity development of Mexican-American 

children. The study of ethnic identity development and social competence in Mexican-

American children will generate information not previously documented. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Ethnic Identity Development 

The process of developing an identity is complex and multidimensional. It is 

shaped not only by individual characteristics and family dynamics, but also by historical 

factors and social contexts. Erikson (1968) introduced the idea that the social, cultural, 

pohtical, and historical context is the ground in which individual identity is embedded. 

Erikson argues that the formation of an identity requires "a process 'located' in the core 

of the individual and yet also in the core of his communal culture " (p. 22). He described 

identity formation as a process of simultaneous reflection and observation which takes 

place on all levels of mental functioning. It is through this process that the individual 

judges himself or herself in the Ught of what he or she perceives to be the way in which 

others judge him or her in comparison to themselves and to a typology significant to 

them. In addition, Erikson argued that this process is "luckily, and necessarily, for the 

most part unconscious except where inner conditions and outer circumstances combine to 

aggravate a painful, or elated, 'identity-consciousness'" (p. 23). 

The terms race and ethnicity have previously been used interchangeably, but as 

investigations in this area continue, the two constmcts continue to be differentiated 

(Bemal & Knight, 1997). Individuals of the same race are descendants of a common 

ancestry who have an inherited physical appearance (i.e., genetic transmission is apparent 

through physical cues). On the other hand, individuals with the same ethnicity are people 

who have a set of characteristics (e.g., cultural values, beUefs, traditions, and behaviors) 
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in common and may be of pure or mixed race. These characteristics are transmitted not 

only through socialization processes, but also through heredity (i.e., ethnicity also 

becomes apparent through both physical cues and more subtle behavior cues). 

The early Uterature on children's racial/ethnic identity not only focused on the 

identities of African-American children, but also drew attention to different aspects of 

ethnic socialization (Bernal & Knight, 1997). These included racial awareness (e.g., 

Goodman, 1964; Moreland, 1966; Stevenson & Stewart, 1958), racial attitudes (e.g., 

Porter, 1971; Williams & Moreland, 1976), and racial or ethnic identification and 

preference (e.g., Brand, Ruiz, & Padilla, 1974; Clark & Clark, 1947). Ethnic identity was 

only seen as one of the social identities that form one's conception of self, or self-concept 

(Tajfel, 1978). 

More recent research studies have conceptuahzed ethnic identity as a separate, 

multidimensional developmental constmct. Bemal et al. (1990) defme ethnic identity as 

the "personal ownership of ethnic group membership, and its correlated knowledge, 

understanding, behaviors, and feelings that are direct implications of that membership" 

(p. 4). They describe ethnic identity as a psychological constmct—an abstract set of self-

ideas about one's own ethnic group membership. It includes knowledge about one's own 

ethnic group, the sense of self as a member, and knowledge about other ethnic groups to 

define one's own group. 

In accordance with Erikson's view of identity formation, Bemal and Knight 

(1997) state that the information children have about their ethnicity and ethnic group 

membership is acquired fi-om the social learning experiences that are provided by their 

families, communities, and the dominant society. Children leam increasingly more 

7 



complex information and are able to integrate past learning with present leaming as they 

grow older, acquire greater freedom, and have more opportunities for social contact. 

They are then able to make social comparisons through social cognitive processes and 

become aware of reflected evaluations relating to their ethnicity. 

Schneider (1993) explains that the family functions actively as part of a larger 

network of social systems. Bronfenbrenner (1986a, 1986b) adds that the acquisition of 

information depends on simultaneous contributions of many social systems. Some social 

systems are close to the child (e.g., family, school) whereas some are more remote (e.g., 

cultural mores, national autonomy). In addition, the context is seen as working in 

conjunction with characteristics of the person and with the developmental process. The 

interplay of these systems (e.g., family's relation with the school) affects the child's 

behavior just as the family's influence on the child is in tum heavily influenced by the 

impact of surrounding social and economic conditions on the parents (Bronfenbrenner, 

1979). 

Ethnic Identity as Part of a Developmental Sequence 

The formation of an ethnic identity is embedded within other self-developmental 

domains. According to Katz (1976), a child's perceptions and concepts about ethnicity 

and ethnic group membership follow the same developmental mles as perceptions and 

concepts about other social-role identities, such as gender and racial identity. The 

components of ethnic identity development parallel the development of both gender 

identity and racial identity although the timing occurs in sequential order starting with 

gender, then race, and finally ethnic identity development (Aboud, 1984; Bemal et al., 
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1990; Brenes, Eisenberg & Helmstadter, 1985; Clark, Hocevar, & Dembo, 1980; Levine 

& Ruiz, 1978; Ramsey, 1987; Semaj, 1980; Slaby & Frey, 1975). Thus, a better 

understanding of the developmental sequence of ethnic identity may come from 

examining the developmental sequence of gender identity development and/or racial 

identity development. 

In 1966, Kohlberg proposed that children's gender understanding proceeded in 

three sequential stages starting with awareness, identification, and constancy. At the first 

stage, between two and three years of age, the child becomes aware that there are two 

different sexes. During the next stage, between three and four years of age, the child 

begins to self-identify and labels himself or herself as male or female. The child is now 

able to use the appropriate gender label and eventually understands the meaning and 

content of this label. At this point, the child is said to have developed gender 

identification. The final stage, gender constancy, is acquired between five and seven 

years of age and involves an understanding that gender is a stable, permanent, and 

consistent aspect of identity. 

Children's understanding of race and ethnicity also follows the same 

developmental sequential stages as children's gender understanding, but at a later point in 

time (Aboud, 1984; Aboud & Mitchell, 1977; Bemal et al., 1990; Clark & Clark, 1947; 

Emmerich, Goldman, Kirsh, & Sharabany, 1977; Fox & Jordan, 1973; Marsh, 1970; 

Martin & Little, 1990; Rice, Ruiz, & Padilla, 1974; Semaj, 1980; Slaby & Frey, 1975; 

Thompson, 1975; Vaughn, 1987). Race awareness is acquired between four and five 

years of age, while racial self-identification and racial constancy are acquired between 

three and seven years of age and between eight and eleven years of age, respectively. 
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Ethnic awareness is acquired between five and ten years of age, while ethnic self-

identification and ethnic constancy are acquired between seven and ten years of age and 

between eight and ten years of age, respectively (Figure 2.1). 

AWARENESS 

Gender ̂ '̂ '̂  

Race '̂ ^ 

Ethnicity ̂ '̂  

i i i Tt 
SELF-IDENTIFICATION 

Gender ̂ '̂ '̂  

Race^'^ 

Ethnicity 7,9 

i i i 1̂  
CONSTANCY 

Gender 2,3,10 

Race 11,12 

Ethnicity 11, 13 

i i 1 ^ 
Age in Years 

12 

12 

1'2 

Figure 2.1 The Development of Social Awareness, Self-identification and 
Constancy for the Concepts of Gender, Race, and Ethnicity. 

(1) Thompson, 1975; (2) Slaby & Frey, 1975; (3) Martin & Litfle, 1990; (4) 
Clark & Clark, 1947; (5) Rice, Ruiz, & Padilla, 1974; (6) Aboud & Mitchell, 

1977; (7) Vaughn, 1987; (8) Marsh, 1970; (9) Fox & Jordan, 1973; (10) 
Emmerich, Goldman, Kirsh, & Sharabany, 1977; (11) Aboud, 1984; (12) Semaj, 

1980; (13) Bemal, Knight, Garza, Ocampo, & Cota, 1990. 

Children's ability to identify themselves according to gender before identifying 

according to ethnicity may be because physical and social markers for ethnicity are 
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generally much less clear than those for gender (Bemal et al., 1990). During the early 

years, children lack the understanding of ethnic labels and the ability to classify by ethnic 

group. 

In addition, Bemal and Knight (1997) suggest that gender differences may lead to 

differential emphases on children's ethnic identity components. The authors argue that in 

the Mexican-American culture, females are expected to maintain cultural traditions and 

values, not only because of their diminished freedom to interact with members of the 

dominant culture, but also because behaving according to culturally preconceived notions 

of appropriate feminine behavior is demanded. Also, in their role as homemakers and 

mothers, females are expected to provide cultural continuity across generations. Bemal 

and Knight (1997) suggest that for females ethnic identity may become fused with gender 

identity and the lesser strength in one identity is likely to affect the other identity as well. 

In contrast, males may be able to have a strong ethnic identity that mediates culturally 

based behaviors independently of gender identity. Empirical research fmdings have not 

verified this expected difference in males. It has been noted that women have a greater 

involvement in ethnicity than men (Phinney, 1990). It is assumed that this gender 

difference in the socialization of ethnic identity may be able to explain the differences in 

social behaviors observed between men and women of Hispanic background. Gender 

differences in ethnic identity development then might be expected. 

Since research findings suggest that by 8 years of age children have begun to 

acquire all three components of ethnic identity (i.e., awareness, self-identification and 

constancy), the present study looks at the ethnic identity of eight-year-old children. 

According to the research, it is assumed here that 8-year-old children have akeady 
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acquired a gender and a race self-identification. Furthermore, the present research study 

includes both males and females in order to see if any gender differences exist in the 

development of an ethnic identity. 

Ethnic Identity of Children from Minoritv Groups 

Katz (1987) argues that ethnicity varies in salience and we have little in-depth 

understanding of what accounts for this variation. Minority status itself may weight the 

importance of ethnicity significantly for a child, simply because he or she may be 

perceived by others as being different relative to a majority norm. Not only do minority 

children experience differing perspectives among significant others, but also they 

experience the prescribed stigma of being a minority. For instance, in a research study 

ethnicity was found to be more salient in minority children's self-concept than in the self-

concept of majority children (McGuire, McGuire, Child, & Fujioka, 1978). Katz 

questions: "Is a certain degree of heterogeneity necessary in a neighborhood or school for 

this to happen?" (p. 96). 

Ethnic sociahzation has different imphcations depending on the particular group 

to which children belong (e.g., Bemal & Knight, 1997; Phinney & Rotheram, 1987; 

Vaughan, 1987). Examining Erikson's definition of identity formation, only individuals 

from minority groups experience a dissonance created by the lack of harmony between 

the inner experience and the outer circumstance. When the inner experience and outer 

circumstance are in harmony with one another, the image reflected by others is similar to 

the image within. In the absence of dissonance (as for children of the dominant culture) 

this dimension of identity escapes conscious attention. Thus, for children of the minority 
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group, ethnicity is much more salient and much more important when forming an 

identity. 

Minority children's ethnic identity development is different from that of majority 

children. Vaughan (1987) argues that this difference is due to the lack of symmetry in 

the status and power relationships between the minority group and the dominant group. 

For example, in 1987, Vaughan found that White children exhibit definite ovm-group 

preference by the age of four. They often express negative comments toward other ethnic 

groups and never state a desire to be anything else but White. Minority group children, 

on the other hand, express less own-group preference at early ages and appear to be less 

prejudiced against Whites. Vaughan adds that it is difficult to make sense of these data 

without taking into account the effect of the child's social stmcture and states that these 

relationships may be altered in a given community or across time periods. 

Minority and majority differences are associated with and dependent on 

enculturation and acculturation processes (Bemal & Knight, 1997). Enculturation, 

according to Bemal and Knight (1997), refers to the socialization children receive 

regarding their ovm culture. It is believed to be a normative socialization within the 

child's particular culture. All cultures are beheved to experience enculturation leading to 

the development of hving skills, behavioral competencies, values, and cultural identity. 

Berry (1993) defines enculturation as the process of socialization by which "developing 

individuals acquire (either by generalized leaming in a particular cultural milieu, or as a 

result of specific instmction and training) the host of cultural and psychological qualities 

that are necessary to function as a member of one's group" (p. 272). Majority children, 

for example, undergo enculturation as they leam to be a member of the dominant group. 
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Berry's descriptive model differentiates three types of culture transmission: vertical 

(influences from parents), horizontal (influences from peers), and obUque (from other 

adults and institutions in society). 

Acculturation, according to Bemal and Knight (1997), refers to the process of 

changing culture as the child begins to adapt to the dominant society. Only minority 

children undergo this process as they must adapt to the dominant culture. Casas and 

Pytluk (1995) defme acculturation as "the product of culture leaming that occurs as a 

result of contact between the members of two or more culturally distinct groups" (p. 158). 

They argue that this open-ended process brings forth psychological and social changes. 

Also, they note that the intensity of and importance given to the contact between the 

various cultural groups must be taken into consideration. The actual numerical balance 

between individuals representing the new culture and those who represent the original 

culture (the larger majority culture) must also be considered. Marin (1992) adds that 

acculturation is a process of attitudinal and behavioral change that is undergone wilhngly 

or unwillingly by people who live in societies that are multicultural. People who come in 

contact with a new culture due to colonization, invasions, or other pohtical changes may 

also go through acculturation processes. 

During acculturation, children leam the mles of conduct, values, customs 

behaviors, and language of the dominant culture through peers, schools and the media 

(Bemal & Knight, 1997). Bemal and Knight explain that minority children also learn the 

attitudes held by members of the dominant group towards their own minority group. 

Because of this process of culture change, Mexican-American children, as other minority 

groups, must adapt to societal pressures to change. In tum, minority children experience 
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conflict and psychological distress that is usually heightened by prejudice and 

discrimination. The child's ethnic group's cultural environment and the dominant 

cultural group defme and influence the child's ethnic identity. Thus, minority children 

experience difficult, often painful, decisions as to which cultural values and practices to 

adopt and integrate into their self-identity (Padilla, 1980, 1986). 

In addition, Ogbu (1981) adds that two opposite tendencies can be observed when 

a collectivistic minority group interacts with a more individualistic majority group. 

According to Ogbu, a collectivistic group values mterdependence, cooperation, and 

shared effort while an individuahstic group values independence, competition, 

assertiveness and risk taking. On the one hand, it is argued that minority parents hang on 

tight to their values in order to maintain group identity. On the other hand, parents also 

make active attempts to transmit to their children the competencies required for the 

children to succeed within the dominant culture. In this case, the parents might 

dehberately alter their parenting styles in order to accommodate their perceptions of the 

competencies their children need to adapt to the more individualistic society. 

Because the ethnic identity development of minority children is thought to be so 

different from that of children from the dominant group, the present study investigates the 

ethnic identity of 8-year-old Mexican-American children as part of a minority group. 

Furthermore, in order to better understand the suggested lack of symmetry in the status 

and power relationships between the minority group and the dominant group, the same 

minority group is examined in two different environments. The two cities selected vary 

in terms of proximity to Mexico, minority/majority status (i.e., percentage in Mexican-

American population), and ethnic empowerment (i.e., percentage of Mexican-American 
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individuals in power). Through this investigation, Ogbu's (1981) suggested opposite 

tendencies toward enculturation and acculturation are taken into consideration based on 

the city in which the children live. 

Unique Status of Mexican-American Children 

The social worlds of Mexican-Americans are diverse and complex because of the 

geographic proximity of Mexico and the United States and the history of conquest and 

subjugation of Mexican territories. Mexicans in the United States suffered a loss of 

national identity, a common language, and culture. Thus, they acquired a castelike status 

because they were incorporated into an existing social system involuntarily and 

permanently (Hurtado et al., 1993). Mexican-Americans also have unique social and 

pohtical identities, intragroup conflict, and distinctions in self-definition because of 

differing language (level of English dominance), nativity, and parents' length of United 

States residence. 

The historical and pohtical issues of Mexican-Americans influence children's 

social perceptions and evaluations (Ogbu, 1988). The characteristics of current 

intergroup relations between majority and minority group members affect not only the 

student's academic orientations and expectations, but also their ethnic identity. In 

addition, many familial socioeconomic factors influence children's adaptation, including 

income, number of siblings, and marital status of the parents (Steinberg, Blinde, & Chan, 

1984). In time, children reahze that society has placed limits on educational 

opportunities and begin to experience a discrepancy between their goals and a sense that 

they can obtain those goals (Knight, Kagan, Nelson, & Gumbiner, 1978). Many 
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Mexican-American children start to beheve that school success does not necessarily lead 

to social mobility and that graduating from high school is not worth their time and effort. 

Consequently, these children begin to have feelings of bittemess, frustration, and 

resentment, which often lead to dropping out of school, poor self image and other socially 

maladaptive behaviors (Ogbu, 1991). In experiencing this discrepancy of attainment of 

goals, Mexican-American children integrate their feelings of inadequacy into their 

identification. 

Taking into account the factors affecting the academic orientations and 

expectations of Mexican-American children, it is not surprising that Mexican-American 

students lag far behind on a number of indicators of student academic success. Mexican-

American children have the lowest median number of school years completed (9.9) and 

the lowest proportion of high school graduates (40.8%)) in the United States 

(Congressional Research Service, 1986). Considering that Mexican-Ajnericans are part 

of the fastest growing population of our nation's large ethnic minority groups, 55.9% of 

Mexican-Americans 25 years and over did not complete high school (Chapa & Valencia, 

1993). In 1977, Laosa found that teachers were more likely to direct disapproving 

responses toward Mexican-American children with limited Enghsh proficiency than to 

Enghsh-dominant Mexican-American students. In 1988, 78.4% of Hispanic children 

ages 5 to 17 had a non-Enghsh language background and 57.3%o had a hmited Enghsh 

proficiency. 

However, some Mexican-American children, despite major psychological and 

environmental disadvantages, still thrive under the most adverse conditions and become 

successful. Children that are able to sustain high levels of achievement despite 
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uncontrollable and stressflil events (e.g., discrimination) are described as being 

academically invulnerable. Part of what distinguishes them from other children that are 

less successful are their enduring personal charaaeristics (personahty characteristics and 

attitudes), which may include their ethnic identity (Garmezy, 1981, 1983). 

Ethnic Identity Development and Ethnic Role Behaviors 
of Mexican-American Children 

Many researchers ha\e generated concepts about the development of ethnic 

identity (Aboud, 1987; Sodowsky, Kwan, & Pannu, 1995; Vaughan, 1987) but only a few 

have produced well-established models for the ethnic identity development of Mexican-

American children that include diverse psychological disciplines (Bemal et al., 1990; 

Knight, Bemal, Garza, Cota, & Ocampo, 1993c). 

Bemal et al. (1990) define the process of ethnic identity development based on 

three theoretical perspectives: social leaming theory (Bandura, 1987), cognitive 

developmental theory (FlaveU, 1985), and self-system theory (Harter, 1983). Bemal et 

al. (1990), explained the development of ethnic identity in Mexican-American children 

stating that children's information about their ethnicity and ethnic group membership is 

acquired from social leaming experiences provided not only by their families, but also by 

their communities and the dominant society. As the child grows older, a greater freedom 

and wider opportunity for social contact is attained leaming increasingly complex 

information and developing an abihty to integrate past leaming with present leaming. 

Through social cognitive processes, the child is able to make social comparisons and 

becomes aware of reflected judgments relating to his or her ethnicity. It is noted that 
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some children may be exposed to stereotypic beliefs regarding who they are and where 

they may or may not fit into the dominant social strata, producing an increased stress that 

could affect their psychological well being. In addition, the child will use diverse self-

descriptions that involve different domains of the self (e.g., social competence) in order 

to acquire a sense of self These self-descriptors can be extended to children's ethnic 

self-identification. 

Bemal et al.'s model (1990) thus is a social-cognitive approach to ethnic identity 

development. The authors describe five distinct but interrelated components that 

constitute the ethnic identity development of Mexican-American children (Children's 

Ethnic Identity Development Model). They are ethnic self-identification, ethnic 

constancy, use of ethnic role behaviors, ethnic feelings and preferences, and ethnic 

knowledge. Research investigations conducted by Bernal et al. (1990) examined the 

interrelated ethnic identity components of the Children's Ethnic Identity Development 

Model with Mexican-American children. This research study consisted of three different 

samples. The first sample, 46 children ages V/z to 6, was recmited from a Head Start 

program in Denver, Colorado. The second sample comprised 45 children ages 6-10 years 

and was recmited from a Mexican-American community in Phoenix, Arizona. The third 

sample, 151 children ages 4-10, were recruited from a Head Start program and three 

elementary schools in Phoenix, Arizona. The children were interviewed separately using 

the Child Ethnic Identity Questionnaire developed by Bemal et al. (1990). The authors 

suggest that differential maturation exists within the five ethnic identity components. For 

example, children's ethnic self-identification may proceed children's understanding that 

ethnicity is permanent and unchanging (ethnic constancy). Ethnic feelings and 
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preferences may develop after the child has ethnic knowledge and is involved in ethnic 

role behaviors. 

Ethnic Self-Identification. 

Aboud (1987), defmed ethnic self-identification as "the sense of oneself as a 

member of an ethnic group, possessing attributes common to that group" (p. 32). 

Researchers are not clear on the age at which ethnic self-identification is acquired. 

According to Aboud (1987), ethnic self-identification is acquired some time after gender 

self-identification, which is acquired at the age of 2̂ 2 or 3, because the physical and 

social markers for ethnicity are generally much less clear than those for gender. Vaughn 

(1987), Fox and Jordan (1973) argue, however, that ethnic self-identification is acquired 

between seven and ten years of age. Research findings by Bemal et al. (1990, 1993) 

suggest that ethnic self-identification emerges between the ages of 6 and 8. 

Bemal et al., (1990) describe ethnic self-identification as the categorization and 

labeling of oneself as a member of one's ethnic group. According to Bemal et al.'s 

model, a child is self-identified if he or she is able to group people appropriately by 

ethnicity, if he or she has knowledge of appropriate cues distinguishing the group, and if 

he or she can choose an appropriate ethnic label. Ethnic self-identification is measured 

by Bernal et al. through four tasks: ethnic label task, ethnic grouping of others task, 

ethnic self-grouping task, and reason for self-grouping. In the first task, the child is 

required to identify himself or herself from among ten different ethnic labels: Japanese, 

Hispanic, Itahan, Spanish, Chicano, Anglo, Chinese, Black, Mexican, and German. If 

children choose multiple ethnic labels they are asked to identify which term is more like 
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them than the others. During the second task, children are required to sort 12 

photographs of unknown children (six Mexican and six Anglo) into a "Mexican" or a 

"Not Mexican" box. For the third task, children are required to place their own 

photograph in the appropriate box. Finally, children give their reasoning for placing their 

photograph in the box that they had chosen. Bemal et al. separate children's answers into 

five variables: Correct Ethnic Label, Number of Correct Ethnic Labels, Correct Ethnic 

Group of Others, Correct Self-Groupmg, and Reason for Self-Grouping. 

Bemal et al. (1990) examined the ethnic identity development of Mexican-

American children ages 4 to 10 years. Findings demonstrate that children ages 4 to 6 

years had very little knowledge of their ethnic identity. Very few children of this age 

were able to correctly choose an ethnic label (37.0%)) and correctly group themselves as 

"Mexican" (45.7%)). The children could not give a reason for having labeled themselves 

the way that they did (i.e., had an empty label). Their reasons for their labeling were 

simple and referred to global physical characteristics. However, Spanish-Speaking 

children were found to have a shght advantage over non-Spanish speakers in that they 

were more likely to correctly group their ethnic peers into the "Mexican" box. In 

addition, older children (ages 6 to 10 years) were able to more frequently use ethnic 

labels correctly. Children ages 6 to 8 years were able to chose a correct ethnic label 

(85.7%)) and group themselves correctly as "Mexican" (11.4%) although only a few 

children were able to give a reason for grouping themselves the way they did. 

Furthermore, children ages 8 to 10 years were able to make more correct choices in 

identifying and sorting children of their own ethnic group, and had more complex. 

abstract, trait-level reasons for sorting themselves into this group. These children chose a 
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correct ethnic label 95.8%) of the time and were able to group themselves correctly 91.7%) 

of the time. Also, the more Spanish the children used at home, the more correct ethnic 

labels they had, the more they correctly grouped themselves and their peers as Mexican. 

Over all, the older the children, the greater their understanding of their ethnic identity. In 

1993, Bemal, Knight, Ocampo, Garza, and Cota found that children ages 6 to 10 years 

were able to chose a correct ethnic label 93.3% of the time and group themselves 

correctly as "Mexican" 82.2% of the time. 

The present study investigates the ethnic self-identification of Mexican-American 

children through four different tasks (ethnic label task, ethnic grouping of others task, 

ethnic self-grouping task, and reason for self-grouping) as suggested by Bemal et al. 

(1990). 

Ethnic Constancy. 

As mentioned previously, ethnic constancy is the third social constancy 

developed, following gender and racial constancy. It is the understanding that ethnicity is 

unchanging and remains permanent across time, settings, and transformations (Bemal et 

al., 1990). According to Ocampo, Bemal and Knight (1993), constancy is defmed as 

"knowledge that properties within oneself or within another object are permanent and 

will not change, despite apparent changes in time, setting, and physical appearance" 

(p. 13). The child's understanding of ethnic constancy occurs at age 8 or later depending 

on the child's cognitive readiness to understand the concept of constancy (Aboud & 
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Skerry, 1983: Semaj, 1980). Until then, Aboud adds, a child's self-identification may 

continue to vary (1984). 

Bemal et al. (1990) assessed children's ethnic constancy with six questions (e.g., 

"When you become a grown-up person, will you be Mexican?"). The child was given a 

total ethnic constancy score for answering the questions correctly. Since ethnic 

constancy is believed to foUow the same developmental processes as gender constancy, 

the questions were modeled after the gender constancy scale designed by Slaby and Frey 

(1975). 

Bemal et al. 's (1990) research found that children ages 4 to 6 years did not have a 

significant ethnic constancy (37.0%)). The answers were no better that at chance levels 

and were not significantly correlated with age. On the other hand, children ages 6 to 8 

years were able to answer about 4 out of the 6 questions correctly (73.8%o) and children 8 

to 10 years of age were able to answer 89.7%) of the questions correctly. Their 

understanding of ethnic constancy significantly increased with age. Bemal et al. (1993) 

found that children ages 6 to 10 years were able to answer 81.7% of the ethnic constancy 

questions correctly. 

The present study will assess the ethnic constancy of Mexican-American children 

by asking six constancy questions as suggested by Bemal et al. (1990). 

Ethnic Knowledge. 

Ethnic knowledge refers to the information or knowledge that certain behaviors 

cultural values, styles, customs, traits, etc., are characteristic of one's ethnic group. In 

order for the child to identify as a member of the ethnic group, the child must also have 
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information about the characteristic behaviors, symbols, and customs of their own ethnic 

group (Bemal et al., 1990). Ethnic knowledge increases with age and is related to 

cognitive development. 

Ethnic Knowledge was measured by Bemal et al. through the use of two 

hypothetical towns labeled as "Mexican" and "Anglo." The children were told about 

different activities that occurred in each tovm and were asked 20 questions about the 

frequency of the activities occurring in both towns (e.g., "How many people in the 

Mexican town eat menudo?" "How many people in the Anglo town eat menudo?"). The 

children responded with the help of three circles: a small "none" circle (1 point) with no 

faces on it, a medium-sized "some" circle (2 points) half-filled with faces, and a large 

"all" circle (3 points) filled completely with faces. The questions were paired according 

to the activity and the scores were summed for a total indicating ethnic knowledge. 

The research by Bernal et al. (1990) found that children 4 to 6 years of age 

responded to the ethnic concepts at chance levels and indicated hmited knowledge of 

their ethnic role behaviors (10.9%)). Children ages 8 to 10 years demonstrated more 

ethnic knowledge (92%o) than children 6 to 8 years of age (45%)). Children's knowledge 

about ethnic role behaviors increased significantly with age. Bemal et al. (1993) found 

that children ages 6 to 10 years demonstrated considerable ethnic knowledge (70%o) and 

had a positive correlation with age. 

The present study assesses the ethnic knowledge of Mexican-American children 

by asking about people's activities in a hypothetical Mexican town and in an Anglo town 

as suggested by Bemal et al. (1990). 
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Ethnic Preferences and Feelings. 

The ethnic preferences and feelings are about being a member of one's ethnic 

group, of own-group members, behaviors, customs, language, and values (Bemal et al., 

1990). To identify as a member of the ethnic group, the child must have an 

understanding that he or she belongs to his or her specific ethnic group. This is displayed 

by labeling himself or herself and others correctly according to ethnicity and categorizing 

his or her own ethnic group. Once awareness of his or her engagement in those ethnic 

behaviors is acquired, certain feelings (preferences or nonpreferences) are developed. 

Bemal and Knight (1997) argue that children may have either positive or negative 

feelings about their ethnic group membership, using the language, and following the 

customs of their group. Some investigators refer to this as ethnic group loyalty. 

Although research suggests that children have ethnic preferences and feelings during the 

elementary school years, the exact age of onset of ethnic preferences and feelings is not 

known. 

In order to assess children's ethnic feelings and preference, Bemal et al. (1990) 

gave children ten separate items expressing a Mexican preference and an Anglo 

preference. The child was presented with a pair of same-sex child line drawings and two 

circles: a small "a httle" circle and a "a lot" circle. The child was asked to chose from 

either the Mexican preference or the Anglo preference within each item and then say if he 

or she liked that activity "a httle" or "a lot" ("For diner, this Mexican boy/girl likes to eat 

foods like hot dogs and hamburgers. For diner, this Mexican boy/girl likes to eat foods 

like tacos and burritos. Which boy/girl is most like you?"). The children's scores in each 
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question ranged from a 1 (choosing an Anglo preference "a lot") to a 4 (choosing the 

Mexican preference "a lot." 

Research by Bemal et al. (1990) found that children's correct answers at the ages 

from 4 to 6 years were no better than chance levels. Children did not demonstrate ethnic 

feelings or preferences. Children ages 6 to 8 years showed some ethnic preferences 

(68.5%)) while the children ages 8 to 10 years more often had ethnic feelings and 

preferences (15.5%). The older children knew that certain behaviors were 

characteristically Mexican and preferred Mexican traditions and behaviors. In 1993. 

Bemal et al. found that children ages 6 to 10 years had 72.5%) ethnic preferences. 

Authors concluded that ethnic feelings and preferences were positively correlated with 

age. 

The present study assesses the degree of preference of Mexican-American 

children for activities of the Mexican culture and the Anglo culture as suggested by 

Bemal etal. (1990). 

Use of Ethnic Role Behaviors. 

The use of ethnic role behaviors is based on the child's cultural values, styles, and 

customs. Although very young children may not understand what ethnic behaviors they 

are engaged in and what they are based on, they will acknowledge their use. Young 

children know httle about their ethnic group, but their use of ethnic role behaviors and 

customs with their famihes may be a precursor of ethnic knowledge (Bemal et al., 1990). 

As children get older, it is expected that they will become increasingly more aware of the 

ethnic basis of then behaviors and customs in which they engage. The use of ethnic role 
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behaviors is developed sometime during the elementary school years. Researchers have 

not determined an age of onset for the use of ethnic role behaviors. Bemal et al. (1990) 

assessed children's use of ethnic role behaviors through 14 questions relating to Mexican 

and Anglo behaviors (e.g.. Do you ever have a pinata at your birthday party?"). The 

children's ethnic role behavior score was a sum of the "yes " responses to the Mexican 

questions. 

Bemal et al. (1990, 1993) found that the more children used ethnic role behaviors, 

the greater their ethnic preferences, although it was not significantly correlated with age. 

.An interesting finding was that ethnic self-identification, constancy, ethnic knowledge 

and preferences increased with age but use of ethnic role behaviors did not. Children 

ages 4 to 6 years could not express ethnic role behaviors, children ages 6 to 8 years had 

68.0% ethnic role behaviors, and children 8 to 10 years had 78.57%o ethnic role behaviors, 

although results were not significant. Bemal et al. (1993) foimd that children 6 to 10 

years had 74.3% ethnic role behaviors, and again, differences in age were not significant. 

The authors suggest that perhaps this was foimd because, within the age range studied, 

children tend to engage in behaviors selected by their families, and the frequency of 

ethnic behaviors does not change. However, Knight, Garza, and Bemal (1994) found that 

age was positively related to ethnic self-identification, ethnic constancy, ethnic 

knowledge, and use of ethnic role behaviors. 

The present study assesses the types of activities or social behaviors of Mexican-

American children as suggested by Bemal et al. (1990). 

A major conclusion in the research investigations by Bemal et al. (1990, 1993) 

was that the older the children, the more apparent their ethnic identity. Thus, it can be 
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predicted that ethnic identity follows a progression from early childhood to age 10. The 

components of ethnic constancy, use of ethnic role behaviors, ethnic knowledge, and 

ethnic preferences were found to be correlated with two or more measures of ethnic self-

identification. In addition, results show that children who speak their native language at 

home are more likely to have a clearer sense of their ethnic identity. 

Because at the age of 8 years children are able to understand more about ethnic 

identity as a whole, the present study explores the ethnic identity of 8-year-old Mexican-

American children in each of the five ethnic identity components as suggested by Bernal 

et al. Children's language preference and Spanish language usage are also taken into 

consideration in order to see if Bernal et al.'s fmdings are rephcated in terms of having a 

shght advantage for speaking Spanish. 

Socialization Mechanisms of 
Ethnic Identity Development 

Bronfenbrenner (1979), strongly suggests that children, as well as their 

development, are influenced by simultaneous contributions of many social systems. The 

social systems surround the child in different levels beginning with the influences closest 

to the child and move outward into the broader social ecology. The interaction between 

the surrounding broader social ecology (e.g., social and economic conditions) has an 

impact on the child's family (specifically the parents), which in tum influences the 

child's behavior (Bronfenbrenner, 1979). 

In accordance with Bronfenbrenner, Knight et al. (1993b) present a social 

cognitive model which suggests that the social ecology is causally linked to the content 
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sociaUzed by the child's family In turn, this socialized content is then linked to the 

childs social and personal identities ( eg , ethnic identity) and the acceptance of ethnic 

values, which then guide the child's behavior. In addition, the authors suggest that the 

child's cognitive development limits his or her abihty to encode socialization mles, 

develop a complex, meaningful ethnic identity, and finally, to enact ethnic behaviors in 

novel situations. 

Knight et al. (1993b, 1993c) describe five socialization mechanisms that lead to 

the development of ethnic identity in Mexican-American children based on enculturation 

and acculturation processes. Knight et al. (1993b) argue that the use of certain cultural 

behaviors is based on a system of mediational relationships linked to ethnicity. The 

authors beheve that the transmission of these behavioral preferences entails socialization, 

termed as the "process through which prescriptions and prohibitions are transmitted to 

members of a cultural group, as well as the impact of events or processes that are ongoing 

as children become socialized and which have an influence on that socialization" (p. 

219). 

Knight et al. (1993b i describe the five clusters of variables involved in this 

transmission of mediational relationships (Social Cognitive Model). They are the child's 

cognitive development, the child's self-concept, immediate contextual features, 

socialization by familial and nonfamilial agents, and the broader social ecology. The 

five variables are distinct but interrelated mediational relationships that simultaneously 

influence and affect one another. For example, the broader social ecology of the family, 

according to Knight, Bemal, Cota, Garza, and Ocampo (1993a), determines the 

socialization processes and content that emerges from both the familial and the 
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nonfamilial sociahzation agents. This information then aflfects the development of the 

self-concept and ethnic identity of the child, and consequently determines their value-

based social behaviors. The child's ethnic identity mediates the effects of the familial 

and nonfamilial socialization agents and the ethnic behavior styles (i.e., cooperative and 

competitive social behaviors, the use of language, respect for authority, school 

achievement and learning styles, and coping and confhct resolution styles) (Figure 2.2). 
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Contextual 
Influences 

Social Ecology 
Influences 

Family 
Background, 
Family Stmcture, 
and the 
Sociocultural 
Environment 

Socialization 

Joint 
Socialization 
Effects of 
Familial and 
Nonfamilial 
agents 

Child's Self-
Concept 

Ethnic Identity 
Gender Identity 
Familial Identity 
School Identity 
Etc. 

Child's Cognitive 
Abilities 

Child's Value-
Based Social 

Behaviors 

Behaviors 
Linked to 
Ethnicity, 
Gender, the 
Family, School, 
Etc. 

Figure 2.2 Theoretical Socialization Model of the Development of Ethnic Identity 
and Behaviors Among Mexican-American Children. 

(Knight, Bemal, Garza, & Cota, 1993b). 

Cognitive Development. 

Learning during socialization is dependent upon the abilities to think abstractly 

and encode mles of conduct, among others (Knight et al., 1993b). The child's level of 

cognitive development moderates and determines the complexity of the influence of the 
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sociahzation agents on ethnic identity. It will also moderate and determine not only the 

influence of the child's ethnic identity on social behavior, but also the influence of 

socialization agents on the child's social behaviors. Knight et al. (1993b) argue that the 

child's cognitive abilities may place constraints on their understanding and knowledge, 

resulting in constraints on their ability to express concepts and information. 

In order to conceptuahze the ethnic labels and prescribed meanings, children must 

have the cognitive maturation necessary to identify ethnicaUy. Bemal et al. (1990) say 

that children at the preschool level give little meaning to ethnic labels and do not 

understand ethnic constancy. They have little preference for ethnic behaviors and engage 

in cultural customs and behaviors because then families do (not associating them with 

their ethnicity). They also give simple, concrete descriptions of physical attributes, 

appearance, and behaviors. At the early school level, once the child's cognitive abilities 

have increased, labels have meaning. Children now understand constancy and 

demonstrate feelings and preferences about their ethnic group. Bemal and Knight (1997) 

stress that at this age children engage in and know more about the ethnic relevance of 

their ethnic role behaviors (Table 2.1). The present study does not directly assess 

children's cognitive development, although grade level is used as a predictor of the 

children's cognitive level. 

Child's Self-Concept. 

Once the values transmitted to children by the sociahzation process have been 

internalized, they will impact the child's self-concept and will become a guide for 

behavior. The child's self-concept, which mediates the relation between the socialization 
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experiences and their behaviors, is a muhidimensional constmct. Self-concept is 

composed of mukiple identities organized hierarchically (e.g., ethnic identity, gender 

identhy, familial identity, school identity) that activate and guide behavior under certain 

Table 2.1 

Descriptive Shifts in the Components of Ethnic Identity with Age. (Bemal, Knight, 
Garza, Ocampo, & Cota, 1990). 

Ethnic Identity 
Components 
Ethnic self-identification 

Ethnic constancy 

Ethnic role behaviors 

Ethnic knowledge 

Ethnic feelings and 

Preschool Level 
Empty labels ("I'm Mexican 
because my mother said so ") 

Don't understand. 

Engage in and describe behaviors, 
may not know why behaviors are 
ethnic. 

Simple, global knowledge. 

Undeveloped; do as their families 
do. 

Earlv School Level 
Meaningfiil labels ("I'm 
Mexican because my 
parents come from 
Mexico ") 
Understand permanence of 
their ethnicitv. 
Enagae in more role 
behaviors, know more 
about their ethnic 
relevance. 
More complex and 
specific knowledge, 
including cultural 
traits. 
Have feelings and 
preferences. 

immediate contextual features. The ethnic identity of the child's self-concept is 

composed of four factors: ethnic self-identification, ethnic constancy, ethnic knowledge, 

and ethnic fee lings and preferences. These ethnic identity components fiirther guide the 

use of ethnic role behaviors of the child (Bemal et al., 1990). 

Rosenberg (1979) argues that ethnic minority children experience low self-

concept because of the social and ethnic derogation presented by society. He notes that 

in order for that to be tme, several things must happen. First, the ethnic minority children 
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have to be aware of how their group is evaluated. Second, they have to agree with the 

evaluation perceived. Then, they must also beheve that the evaluation apphes to them 

personally. Next, the children must have high regard for the persons makmg the 

evaluation. And finally, Whites have to be the reference group used as their comparison. 

Bemal and Knight (1997) argue that the large body of hterature investigating the self-

concept of ethnic minority children in comparison with White children has offered 

inconsistent fmdings. 

In order to assess the children's self-concept, the present study examines the five 

interrelated components of child ethnic identity (ethnic self-identification, ethnic 

constancy, ethnic knowledge, ethnic feelings and preferences, and use of ethnic role 

behaviors) using the Child's Ethnic Identity Questionnaire (CEIQ) created by Bemal et 

al. (1990). 

Immediate Contextual Features. 

Another socialization mechanism involved in the transmission of values that lead 

to the development of ethnic identity is the immediate contextual features of the child, 

including gender identity, familial identity, and school identity (Knight et al., 1993b). An 

identity is likely to be sahent and invoked in contexts in which one plays a particular role 

or identity depending on the relationship with another person. Knight et al. (1993b) say 

that the sahence of ethnic identity in a particular context will direct the likelihood that the 

ethnic values will be activated and will guide behavior in that situation. For instance, the 

ethnic identity of a child is likely to be activated when he or she is involved in an ethnic-

related organization or setting. Ethnic schemas within the ethnic identity are activated 
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through the use of retrieval cues involved in memory (such as language use). McGuire et 

al. (1978) found that ethnicity was more sahent m the self-concept of minority children 

than in the self-concept of majority children. 

The present study takes into consideration the children's immediate contextual 

features in terms of their gender and famihal identity (parent's ethnic identity). 

Socialization by Familial Agents. 

This interrelated variable leading to the development of ethnic identity focuses on 

the family's role in the socialization process of ethnic identity development in children. 

The familial socialization agents include parents, siblings, and the extended family 

(Knight et al., 1993b). According to the socialization model by Knight et al. (1993b), 

famihal socialization agents communicate ethnic content through teaching and 

childrearing practices. The family purposefiiUy creates opportunities for the child in 

which cultural norms may be incorporated. 

The social identity of the parents is an important mediator for determming which 

aspects of ethnicity to inculcate in the children during socialization. According to 

Hurtado et al., a social identity is an identity based on "biological, social and cultural 

influences and assimilation or rejection of circumstantial and environmental social 

factors" (p. 131). The parents' social identities greatly influence their emphasis on the 

ethnic socialization of minority children. According to Hurtado et al. (1993), parental 

social identity is an important variable for mediating individual cultural adaptation and 

cultural transmission. The children's ethnicity is constmcted and given meaning partly 

through the parents' translation of their own identities in ethnic socialization. Thus, the 
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parents must determine what aspects of ethnicity to maintain and inculcate in the 

children. 

The parents' length of United States residence, level of English dominance, and 

stmctural integration also heighten intergroup comparisons and increase importance of 

social identity in negotiating cultural adaptation (Hurtado et al., 1993). Hurtado et al. 

note that distinct social environments foster differences in the social identities of 

Mexican-Americans. These differences in self-constmction cause distinct pattems of 

attitudes toward the ethnic socialization of Mexican-American children. Again, the 

greater the contact the families have with their ethnic roots, the more the parents will 

teach their children about their ethnic background. The more recently the parents' 

families immigrated to the dominant culture, the more ethnically identified the parents 

will be, and the more the parents will teach their children about their ethnic pride and 

their ethnic cultural background (Knight et al., 1993b). 

A study done by Knight et al. (1993 c) examined the socialization content 

provided by the family which influences the ethnic identity of children and their 

ethnically based behaviors. They explored the role of the ethnic family background and 

teaching variables on the social cognitive development of ethnic identity in Mexican-

American children. Family background was assessed by the parents' acculturation in 

terms of levels of "Mexicanism" and "Americanism." Teaching variables included 

teaching about the Mexican culture, teaching about ethnic pride and discrimination, and 

number of Mexican objects in the home. Children's ethnic identity variables included 

number of correct ethnic labels, correct ethnic grouping of others, use of ethnic role 

•!fy-' 

behaviors, ethnic knowledge, and ethnic preferences. 
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Knight et al. (1993 c) found that mothers who were more comfortable with the 

Mexican culture had children who were more ethnically identified. Results from this 

study demonstrated that mothers who scored high in Mexicanism, low in Americanism, 

and mothers whose husbands' families had been in the United States for fewer 

generations taught their children more about the Mexican culture, ethnic pride and 

discrimination. They also had more objects in the home that represented then culture. 

Consequently, the children of mothers who taught more about the Mexican culture and 

those in homes with more Mexican objects had a greater number of correct ethnic self-

labels and correctly sorted more pictures of Mexican-American and non Mexican-

American children. They also used more ethnic behaviors and had more ethnic 

preferences (Knight et al., 1993c). Finally, mothers who taught more about ethnic pride 

and discrimination had children who more often sorted others correctly and tended to use 

more ethnic behaviors (Knight et al., 1993c). 

Four major relationships were found from this research study: (1) family 

background variables were related to teaching variables, (2) family background variables 

were related to child ethnic variables, (3) teaching variables were related to children's 

ethnic variables (although evidence of this relationship was mixed), and (4) the relation 

between the family background variables and the children's ethnic identity variables 

became non-significant when teaching variables were controlled for. The authors 

strongly suggest that socialization content serves an important function in mediating the 

effects of family background on ethnic identity. 

An investigation by Knight et at. (1993a) assessed three relationships: (1) the 

relationship of children's ethnic identity to parents' ethnic background (i.e., generation 
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status of the parents, acculturation of the parents, and then socioeconomic status); (2) the 

relationship between parents' acculturation to the U.S. and their generation status, and the 

ethnically based behavior of their children; and (3) the relationship between the 

children's ethnic identity and their ethnically based behaviors. Results demonstrate that 

mothers preferred to self-identify as "Mexican-American" and "Hispanic" and that 

mothers who felt more comfortable with the Mexican culture had children who tended to 

choose more correct ethnic labels, know about their culture, engage in ethnic role 

behaviors, and prefer ethnic foods, friends, and social activities. The more education the 

father had, the less their children used ethnic role behaviors, had less ethnic knowledge, 

and had fewer ethnic preferences. In addition, children who used Spanish in the home 

had a greater number of correct ethnic labels, more frequently used ethnic behaviors, had 

more ethnic knowledge and more frequent ethnic preferences. 

Mexican-Americans have unique social and pohtical identities because of their 

history of conquest and subjugation of Mexican territories. Hurtado et al. (1993) 

differentiate four distinct generations of migration. The people who were in the United 

States between the years 1848 to 1900 are part of the first generation, called the Creation 

generation. People who migrated between the years 1900 and 1942 belong to the 

Migrant generation. The Mexican-American generation (migrating generations between 

1942 and 1966) were the thnd generation. The last generation, the Chicano generation, 

are those people who presently have continued to migrate since 1966. The first two 

generations, labeled as Mexicanos, were treated as outsiders by the dominant majority. 

In the second two generations, labeled as Chicanos, a great intragroup variation in self-

definition is found. 

37 



Hurtado et al. (1993) found that Mexican-American parents who self-identify as 

Mexicanos are foreign-bom Spanish speakers. They have an explicit sense of loyalty to 

the Mexican culture and are treated as outsiders by the dominant majority. Their 

involvement with the Mexican culture is continually renewed and expressed in 

socializing children because they have more recent experiences in Mexico through visits 

to relatives still residing there. Group tensions between Mexicanos and new immigrants 

tend to develop. 

In contrast, Mexican-American parents who self-identify as Chicanos are native-

bom Enghsh-speakers. Because of their military participation in World War II, they have 

a sense of loyalty to the United States, feelings of patriotism, and identification as 

"American." This group is the most economically stable, affluent, and educated 

generation. They also have a political sense of self, and political, family and class 

expressions of ethnicity are important for ethnic socialization of children. They have 

more economic prosperity and a higher standard of hving relative to their ancestors. 

Mexican-Americans in this group have constmcted a new sense of self since a simple 

transference or replacement of one identity with the next is impossible. Therefore, they 

have a wide range of identifications. Chicanos who speak Enghsh are historically rooted 

to the United States and are likely to have less appreciation for cultural activities that are 

mediated by Spanish language. They are also less likely to emphasize these activities in 

the socialization of their children. According to Hurtado et al. (1993), Mexican-

Americans with a middle-class Chicano identity tend to want to "exit" and renounce the 

public markers of group membership. 
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Mexicanos and Chicanos, according to Hurtado et al. (1993), differ not only in 

their social experiences, but they also process the same experiences differently as a 

consequence of their stmctural positions within the group. Their modeling of cultural 

loyalty and their translation of their own identity into socialization are also different. 

Mexicanos have limited interactions with members of the dominant group because of 

their Spanish dominance and their low stmctural integration. Their cultural modeling is a 

natural part of the self and it is not until a group characteristic is derogated that the need 

for positive group distinctiveness becomes mobilized. On the other hand, Chicanos are 

more exposed to dominant group members, and therefore to derogatory views held by the 

dominant group of characteristics of Mexican-Americans. They are more involved in 

conscious cultural modeling and direct ethnic socialization than Mexicanos, making 

social identity central in negotiating positive distinctiveness. 

Hurtado et al. (1993) noted that Chicanos tend to have weaker preferences than 

Mexicanos for media in Spanish and Mexican entertainment, and advocate bilinguahsm 

less frequently. They also found that Chicanos feel that hving near relatives is less 

important, which is reflected by residing in less concentrated Mexican neighborhoods. 

And finally, Chicanos feel that pohtical, family and class expressions of ethnicity are 

important for ethnic socialization. Nevertheless, both Mexicanos and Chicanos stress 

that children should retain their Mexican culture (Hurtado et al., 1993). 

Again, since minority parents from differing backgrounds sociahze then children 

differently in order to achieve different goals, particular pattems of relationships between 

famihal background and parental teaching variables are expected (Knight et al., 1993b). 

First, the more the famihes stay m touch with their ethnic roots, the more the parents will 
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teach their children about their ethnic background. Second, the lower the generation of 

migration into the United States, the more ethnicaUy identified the parents will be, and 

the more the parents will teach their children about their ethnic pride and their ethnic 

cultural background (Knight et al., 1993b). Bemal and Knight (1997) argue that the 

mother's ethnic knowledge and preferences influence her teaching about the ethnic 

culture which then influences the child's ethnic identity and the child's cooperative, 

competitive, and individuahstic resources. 

Although the family's role in this socialization process is essential, it cannot be 

separated and observed independently from that of nonfamilial socialization agents. 

Nonfamihal socialization agents include members and institutions of the broader society 

such as peers, teachers, neighbors, media, and other persons with whom the children have 

regular contact. Nonfamilial agents may be both ethnic minority and dominant group 

members who transmit culture-based information and views about ethnicity and ethnic 

group membership. Knight et al. (1993b) note that nonfamilial socialization agents may 

facilitate or constrain children's access to societal resources, including the quahty and 

length of education and opportunities to develop fnst language proficiency. The familial 

and nonfamilial socialization agents act jointly in order to mediate the relationship 

between the children's family background characteristics and ethnic identity. The 

content information from this joint socialization mfluences the nature and content of 

children's ethnic identity (Knight et al., 1993b). 

Familial and nonfamilial socialization agents may or may not be consistent in the 

content transmitted and practices used with the child (Knight et al., 1993b). Three 

pattems of familial/nonfamilial influences are possible. The most characteristic pattem is 
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when the child experiences information from famihal and nonfamihal socialization 

agents that is different and conflicting. While familial socialization agents pressure the 

child to adopt ethnic values and customs, nonfamihal socialization agents may pressure 

the child to conform to those of the dominant culture, often creating conflict between the 

child's home and school settings. As the information on the appropriateness of cultural 

norms and values begins to vary among the familial and nonfamilial sociahzation agents, 

the ethnic identity, values, and behaviors of the child become less predictable (Knight et 

al., 1993b). 

Knight et al. (1993b) state that a second pattem is when the child experiences 

information from a family that has recently migrated to the dominant culture. Within this 

pattem, the family maintains close ties with the native background and lives in a 

community where the population is representative of their ethnicity and strongly 

encourages the family's own traditions and values. The child in this family and 

community will develop a value system and ethnic identity that is central to his or her 

self-concept. The child will see ethnic role models that encourage his or her own 

traditions and values that wiU become significant for his or her self-concept. 

In contrast, in the third pattern, a child from a family that has been in the 

dominant culture for several generations and has not maintained ties with its native 

background will develop an ethnic identity that is peripheral to his or her self-concept 

(the third pattem). The community that this child experiences will not have the 

substantial representative ethnic role models that encourage their ovm traditions and 

values. Thus, the child may know his or her ethnicity, but may have httle knowledge 
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about ethnic behaviors, httle preference for ethnic activities and behaviors, and may not 

incorporate ethnic-based values (Knight et al., 1993b). 

Because the child's family, most importantiy the parents, have a strong impact on 

the child's ethnic identification, the present study takes into account the importance of the 

different factors in the hves of Mexican-American children and their parents. This 

research study includes information from the children's parents including generation of 

migration into the United States, ethnic identification (according to the mother), 

education, employment, number of Mexican objects in the home, language acculturation 

(use of Enghsh and Spanish language), and social acculturation (importance of ethnicity 

in social relationships). 

Broader Social Ecology. 

Knight et al. (1993b) state that the interplay of environmental forces affects the 

socialization process of parents and nonfamilial agents, including the content and 

practices communicated to their children. The social ecology of the family includes three 

sets of variables that ftmction together. The first set of variables include the family's 

background, including the generation of migration to the dommant culture, and the 

parent's acculturation, ethnic identity, language and cultural knowledge. The second set 

of variables include the family's stmcture, includmg the pattem of status relationships 

within the family, familial interdependence and family size. And fmally, the third set of 

variables include the sociocultural environment, including the urbanization of the 

community, socioeconomic status of the family and community, child's minority status, 

characteristics of the dominant group, and the effects of these characteristics on the 
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social, economic, and political status of the minority group. Cultural adaptation into the 

dominant culture and cultural transmission of content and practices must be negotiated 

depending on the length of stay m the United States, Enghsh dominance and stmctural 

integration of the family (Knight et al., 1993b). 

Knight et al. (1993b) state that the social ecology variables of the child influence 

the content transmitted to the child by the parents. In turn, the content influences the 

nature of the child's ethnic identity and affects subsequent behavior. The effects of the 

socialization patterns depend not only on the nature of interactions between the minority 

and dominant groups, but also on the social identity of the parents. The child's 

experiences with the dominant culture may range from very positive to very negative 

depending on personal and dominant group characteristics (Knight et al., 1993a). The 

personal characteristics include the child's ethnic family orientation, socioeconomic 

status, ethnic appearance, and ethnic composition of the neighborhood. The dominant 

group characteristics include the members' attitudes, behaviors and related attributes, and 

agencies and institutions. 

The present study takes into consideration the family's background in terms of the 

generation of migration to the dominant culture, and the parent's acculturation, ethnic 

identity and language. The parents' cultural knowledge or family stmcture is not 

assessed. Although the sociocultural environment is not directly assessed, the 

urbanization of the community, socioeconomic status of the family and community, 

child's minority status, characteristics of the dominant group, and the effects of these 

characteristics on the social, economic, and pohtical status of the minority group are 

considered by comparing minority children from two different cities. 
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Implications of Ethnic Identity for Child Development 

Given that ethnic identity is a significant aspect of one's self-concept, especially 

for minority individuals, it is important to assess its relation to other domains of 

development. That is, does having a sense of ethnic identity help children to be better 

adjusted or is there no relation between ethnic identity and social competence? Since 

research on ethnic identity development has generated httle knowledge about 

implications of having a high or a low ethnic identity (e.g., Buriel, Calzada, & Vasquez, 

1982; Phmney & Rotheram, 1987; Szapocznik & Kurtines, 1980), it is important to see 

the effects of ethnic identity on other domains of development. In examining children's 

development, implications of their ethnic identity development may be seen through their 

social competence. Thus, in exploring the development of ethnic identity in Mexican-

American children, as well as the child, family, and societal contributions of ethnic 

identity, this research study will extend the hterature to explore the relationship between 

ethnic identity and social competence. 

The conceptualization of social competence, a multi-dimensional constmct, lacks 

consensus. The term has varied from "adaptive social fiinctioning" to "interpersonal 

competence," to "environmental effectiveness," and simply to "competence." There is 

also no universally accepted defmition for social competence. Social competence is 

defined by Sarason (1981) as a "possession of and ability to use appropriate social skills" 

(p. 100). 

The following definition of social competence (Schneider, 1993) will be used in 

this study: "the ability to implement developmentally-appropriate social behaviours that 

enhance one's mterpersonal relationships without causmg harm to anyone" (p. 19). 
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According to Schneider (1993), social competence is not synonymous for what is good in 

all situations and competence is not limited to abstract mental maps of how behaviors 

might be performed. Competence requires that the individual actually be able to display 

the behavior. Also, the behaviors performed must be sociaUy competent at the 

developmental stage of the child. They must pertain directly with individuals relating to 

one another (such as conversational skills with acquaintances, skills of persuasion, 

negotiation and compromise, planning and evaluating one's relationships, and 

appropriate self-disclosure to intimate friends) at various levels (initiation, maintenance 

and repair of a relationship). In addition, this definition excludes certain social behaviors 

that enhance interpersonal relationships at the expense of others. Social skills, according 

to Schneider (1993), are specific, discrete abilities which together comprise social 

competence. Social skills must logicaUy include knowledge of what to do in a social 

situation and determine when the particular behaviors should be implemented. 

Childhood social competency is an important predictor for adjustment in both 

childhood and adulthood. Research has consistently yielded results on the relationship 

between social competence in childhood and subsequent social, academic, and 

psychological fiinctioning. Although there have been no studies correlating ethnic 

identity development with social competence in Mexican-American children, research 

studies with adolescents have demonstrated that there is a positive relationship between 

perception and attitude toward the self and school achievement and social fiinctioning 

(e.g.. Knight et al., 1978). Also, according to Derbyshire (1968), retention of an ethnic 

identity by the Mexican-American adolescent promoted a stable identity, less deviant 

behavior, and less parent-child relationship ambivalence. Consequently, retention of an 
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ethnic identity contributed to in-group identification and enabled the adolescent to be 

more adaptive to integration into the larger culture. However, Knight, Virdin, and Roosa 

(1994) examined the socialization and family correlates of mental health outcomes 

among Hispanic and Anglo American children and found that ethnic differences in 

sociahzation and family variables do not seem to lead to ethnic differences in mental 

health. 

The present study explores the relationship between social competence and ethnic 

identity of 8-year-old Mexican-American children. Child competence is measured 

through mother reported child social skills and problem behaviors. The Social Skills 

Rating System assesses the children's social skills in terms of cooperation, assertion, 

responsibility, and self-control. The Child Behavior Checklist for Children ages 4-18, 

assesses problem behaviors such as withdrawal, somatic problems, anxious/depressed, 

social problems, thought problems, attention problems, delinquent behavior, aggressive 

behavior, intemalization, extemahzation and other problems. 

Rationale and Hypotheses 

The unique aspect of the ethnic identity development process for minority group 

members is formulated and defined by their ovm cultural environment, the dominant 

cultural group v^th which it is in contact, and the nature of ethnic group/dominant group 

interaction (Berry, 1984). The demographic and social characteristics of the community 

in which a minority individual hves determmes the differential impact of this process. 

For Mexican-Americans, the more Mexican oriented the environment is, the greater the 

likelihood that the acculturation process into the dominant culture will have a weaker 
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impact on their ethnic identity. This is especially tme if there is a continued use of the 

Spanish language. The opposite is expected for Mexican-Americans who hve in a 

predominantly non-Mexican White environment (Casas & Pytluk, 1995). 

Since there are different effects regarding the ethnic heterogeneity of a 

neighborhood, minority children from a more culturaUy diverse population might develop 

a different ethnic identity from children of the same minority group living in a more 

homogeneous environment. Knight et al. (1993 a) found that recent immigrants who hve 

in a culturally isolated neighborhood v^th other Mexican immigrants teach their children 

more about the Mexican culture and have children who identify more with their ethnicity 

than immigrants who do not live in a culturally isolated neighborhood. These children 

know about Mexican culture, self-identify as belonging to the Mexican culture, and feel 

positive about belonging to that ethnic group. Also, the children engage in behaviors that 

are sanctioned by the culture (e.g., are more cooperative with peers, have high respect for 

authority, and speak Spanish). In addition, Bemal and ICnight (1997) state that children 

who speak their native language at home are likely to have a clearer sense of their 

identity. 

In explormg the role of the broader social ecology on the ethnic identity 

development of minority children, a comparison of the ethnic identity development of 

children hving in two cities that have different ethnic heterogeneity needs to be made. In 

addition, it is important to explore the implications of having a low or a high ethnic 

identity by comparing the children's social competence in the two different cities. The 

purpose of this study is twofold. First, to mvestigate the role of the broader social 

ecology on the ethnic identity development of Mexican-American children. And second, 
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it is to see if the ethnic identity development of the children have any implications on 

their social competence. The five components from the Ethnic Identity Questionnaire 

developed by Bernal et al. (1990) will be investigated in the present study. These include 

ethnic self-identification, ethnic constancy, ethnic knowledge, ethnic feelings and 

preferences, and the use of ethnic role behaviors. 

The children selected for this study are eight-year-old Mexican-American 

children. Bernal et al. (1990) found that eight years of age is the age when children are 

able to understand ethnic constancy, ethnic group behaviors, ethnic knowledge and ethnic 

preferences. At this age, children use more ethnic labels correctly, make more correct 

choices in identifying and sorting children of their own ethnic group, and have more 

complex, abstract, trait-level reasons for sorting themselves into this group than younger 

children. Furthermore, the present study of Mexican-American children as a minority 

group will extend the literature on ethnic identity and wiU generate information on how 

this rapidly growing minority group may benefit from the findings. 

The two cities with different ethnic heterogeneity were selected according to their 

proximity to Mexico, minority/majority status (i.e., percentage in Mexican-American 

population), and ethnic empowerment (i.e., percentage of Mexican-American individuals 

in power). The first city, Lubbock, Texas, is approximately 330 miles north of Mexico 

and has a population 50,462 Mexican-Americans (25.6%o of the population). Thus, 

Mexican-American children from Lubbock experience a mmority status. The 

comparison city. El Paso, Texas, is a border town with immediate proximity to Ciudad 

Juarez, Mexico (population 1,827,803) and its ethnic diversity is composed of 511,410 

Mexican-Americans (72.5% of the population). In El Paso, Mexican-American children 
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experience a majority status (City of El Paso, Department of Planning and Research & 

City of Lubbock Planning Department) (Figure 2.3). 

Lubbock Demographics by Ethnidty 
Afiican-

Odia- American 
H^3anic 30/̂  90/̂  

26% 

An^o 
62% 

El Paso Demographics by Ethnicity 

African-
^ , American ^ ^ 
Other Anglo 
1% X i ^ 23% 

Hispanic 
73% 

Figure 2.3 Demographic Information for Lubbock and El Paso by Ethnicity as of 
January 1, 1999. 

(City of Lubbock Planning Department and 
City of El Paso Planning Research and Development) 

The ethnic empowerment of the two cities is measured in this study by two 

factors: English and Spanish language proficiency (percentage of the people that speak 

Spanish and percentage of the people that does not speak English "very well') and 
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percentage of Mexican-American people in the city's political infrastmcture (i.e., city 

council, congress representatives, state legislators, and county officials such as county 

commissioners, justice of the peace, county judges, constables, and clerks). This 

measurement was inspired by a gender empowerment measure used in a research study 

looking at women in Europe (United Nations Statistical Report, 1998). 

In El Paso, Spanish is spoken more often and Hispanic individuals are represented 

politically more often than in Lubbock. Thus, Mexican-Americans in El Paso experience 

greater ethnic empowerment than Mexican-Americans m Lubbock (Table 2.2). In 

addition to distance from Mexico and minority status. El Paso children hve in a context 

where their culture is part of the dominant group. 

Table 2.2 
Ethnic Empowerment (EE) Variables for Lubbock and El Paso as of 1999 

Lubbock (%) El Paso (%>) 
EE Variables 

19.10 
7.10 
16.67 
0.00 
0.00 
16.13 

64.10 
29.30 
62.50 
50.00 
42.86 
62.16 

People who Speak Spanish 
People who do not speak English very well 
Hispanic people in City Council 
Hispanic people that are Congress Representatives 
Hispanic people that are State Legislators 
Hispanic people that are County Officials 

In examining the components of the ethnic identity development of Mexican-

American children and the implications of having a high or a low ethnic identity, a 

comparison of the social competence of the children in these two cities is needed. By 

looking at the children in then respective envnonments, it will be apparent if the cities' 

difference in proximity to Mexico, minority/majority status, and ethnic empowerment 
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play an important role in the children's psychological well being. The foUowing 

questions are addressed in this study: 

1: What components of ethnic identity do 8-year-old Mexican-American children have? 

2: a - Does the ethnic identity development of these children differ by city? 

b - If so, are the different pattems of intercorrelations between the ethnic identity 

components different or similar in both towns? 

3: If a difference in ethnic identity exists, what accounts for this difference? 

4: What is the relationship between ethnic identity and social competence of Mexican-

American children in two cities? 
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CHAPTER m 

METHOD 

Sample 

To investigate the role of the broader social ecology on the ethnic identity 

development of Mexican-American children, 50 Mexican-American children were 

assessed on ethnic identity. Only 8-year-old children having two parents from Mexican 

descent were invited to participate in the study. The total number of children recmited 

from Lubbock, Texas was 35 (20 boys and 15 gnls) and 28 (12 boys and 16 girls) were 

recmited from El Paso, Texas. From this number, 13 children (10 from Lubbock and 3 

from El Paso) were not included in the study either because they had only one parent of 

Mexican descent or the parent did not retum the package of questionnaires. The final 

sample included 25 children from Lubbock (15 boys and 10 girls), and 25 children from 

El Paso (11 boys and 14 ghls). In Lubbock, 8 children (33%)) were second generation 

migrants, 6 children (25%) were third generation migrants, and 10 children (41%) were 

fourth or more generation migrants. In El Paso, 19 children (82%)) were second 

generation migrants, 2 children (8%) were third generation migrants, and 2 children (8%>) 

were fourth or more generation migrants. Information on generation of migration for one 

child from Lubbock and two children from El Paso is missing. 

The parents of the children in the study were compared in terms of education and 

employment. In Lubbock, out of a total of 25 mothers, 8 had some high school 

education, 6 had graduated from high school, 9 had some college education and 2 had a 

college degree or more. From a total of 23 fathers, 11 had some high school education, 
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10 had graduated from high school 1 had some college education and 1 had a coUege 

degree or more. In El Paso, from a total of 24 mothers, 9 had some high school 

education, 3 had graduated from high school, 9 had some college education and 3 had a 

coUege degree or more. From a total of 24 fathers, 10 some high school education, 5 had 

graduated from high school, 7 had some coUege education and 2 had a college degree or 

more. In Lubbock, 21 of the 25 mothers and 17 of the 22 fathers were employed (84%o 

and 11% respectively). In El Paso, 12 of the 24 mothers and 23 of the 24 fathers were 

employed (50% and 96%) respectively). See Table 3.1 for the Characteristics of the 

Parent Ethnic Identity Variables for Lubbock and El Paso. 

Table 3.1 

Characteristics of the Parent Ethnic Identity Variables for Lubbock (L) and El Paso (EP) 

Characteristics 
Language spoken: M (SD) 
(l=Spanish, 2=both, 3=Enghsh) 

Education fN and %>) 
some high school 
high school graduate 
some college 
college graduate or more 

Employment (N and %o) ** 
yes 
no 

Number of Mexican objects in the 
home: M (SD) 

Language Acculturation: M (SD) ** 
(l=only Spansih, 3=both equally, 
5=only Englsih) 

Social Acculturation: M (SD) * 
(l=all Mexican, 3=both, 5=all Anglo) 

Mother 
(L) (EP) 

1.71 
(0.46) 

8 (32%) 
6 (24%) 
9 (36%) 
2 (8%) 

21 (84%) 
4(16%) 

8.60 
(5.00) 

3.58 
(0.77) 

2.48 
(0.68) 

1.58 
(0.50) 

11 (48%) 
10 (44%) 
1 (4%) 
1 (4%) 

17(77%) 
5 (23%) 

10.08 
(4.68) 

2.85 
(1.03) 

2.00 
(0.63) 

Father 
(L) (EP) 

1.64 
(0.49) 

9 (37%) 
3 (13%) 
9 (37%) 
3 (13%) 

12 (50%) 
12 (50%o) 

8.60 
(5.00) 

N/A 

N/A 

1.79 
(0.41) 

10 (42%) 
5 (21%) 
7 (29%) 
2 (8%) 

23 (96%) 
1 (4%) 

10.08 
(4.68) 

N/A 

N/A 

p<0.05;**p<0.01 between mothers m Lubbock and El Paso 
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Measures 

Child Ethnic Identity 

Children's Ethnic Identity Questionnane—Modified (Bemal et al., 1990) assesses 

the five components of the child's ethnic identity development (Appendix A). This 

questionnaire is presented to the child in mterview format and each of the five 

components includes a pretest not related to ethnicity m order to assess the child's 

understanding. See Table 3.2 for the Means and Standard Deviations for the Child Ethnic 

Identity Variables for Children in Lubbock and El Paso. 

Table 3.2 

Means (Standard Deviations) for the Child Ethnic Identity (CEI) Variables for Children 
in Lubbock and El Paso 

Lubbock El Paso Total 
CEI Variables 

Generation *** 

Grade Level * 

Language Spoken by Child *** 

Use of Spanish Language * 

3.28 2.49 2.89 
(0.80) (0.59) (0.80) 
2.76 3.04 2.90 
(0.60) (0.35) (0.51) 
2.44 2.32 2.38 
(0.51) (0.48) (0.49) 
0.95 1.29 1.12 
(0.55) (0.52) (0.56) 

Ethnic Self-Identification*** 

Ethnic Constancy*** 

Ethnic Knowledge 

Ethnic Feelings and Preferences 

Use of Ethnic Role Behaviors 

* * * 

94.17 78.00 86.08 
(12.55) (19.91) (18.38) 
4.60 3.00 3.80 
(1.58) (1.29) (1.64) 
59.93 55.90 57.92 
(15.25) (12.49) (13.94) 
31.08 26.04 28.56 
(4.30) (5.57) (5.54) 
6.92 7.44 7 18 
(144) (2.14) ri.83^ 

p < 0.05, ** p < 0.01, *** p < 0.001 
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The first component. Ethnic Self-identification, is designed to assess how the 

child views himself or herself in terms of ethnicity. This component is separated into 

four different tasks. On the Ethnic Label task, the child is required to identify himself or 

herself from a set of 10 ethnic terms (Japanese, Hispanic, Itahan, Spanish, Chicano, 

Anglo, Chinese, Black, Mexican, and German). Each term is read separately and the 

child is asked, "Are you a ?" The child is given a score of 1 if he or she chooses one 

or more, or a 0 if child does not chose any, of the following ethnic labels (correctly 

responds to ethnic label): Hispanic, Spanish, Chicano(a), and Mexican. In addition, if the 

child picks more than one label, then he or she is asked which term is more hke him or 

her than the others and the response is marked as Label Preferred. The child's preferred 

label is used throughout the rest of the interview although subsequent material includes 

only a "Mexican" label and a "Hispanic" label. In the Ethnic Grouping of Others task, 

the child is asked to sort 12 individual photographs of unknown children (six Mexican-

American and six Anglo-American children around eight years of age) into a "Mexican" 

(or "Hispanic) box and an "other" box. The number of Mexican and non-Mexican 

children sorted correctly is given a point for each correct response. The photographs 

were taken at a Lubbock shopping mall with parental permission. A Polaroid photograph 

of the child, taken before interview, is used for the Ethnic Self-Grouping task. For this 

task, the child is asked to put his or her picture in the box where it belongs choosing from 

the same "Mexican" (or "Hispanic") box and the "other" box. Child receives either a 1 

for placing his or her picture in the "Mexican" (or "Hispanic") box or a 0 for placmg his 

ore her picture in the "other" box. In the Reason for Self-Grouping task, the child is 

asked "In what way are you hke the children in this box?" Answers are written verbatim. 
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The second component. Ethnic Constancy, assesses the child's awareness that 

ethnicity remains constant over time, settmgs, and transformations. The child is asked six 

questions (e.g., 'When you become a grown-up person will you be Mexican?"). The 

child receives a score of 1 for each question answered correctly and a score of 0 for each 

incorrect answer. 

The third component. Use of Ethnic Role Behaviors, assesses the types of 

activities or social behaviors the child is involved with. Fourteen questions relating to 

Mexican and Anglo behaviors are asked (e.g., "Do you ever have pinatas at your birthday 

party?"). Seven of the questions pertain to Mexican role behaviors and seven to Anglo 

role behaviors. The child receives a score of 1 for saying "yes" to the Mexican role 

behaviors or "no" to the Anglo role behaviors. The child receives a score of 0 for saying 

"yes" to the Anglo role behavior or "no" to the Mexican role behavior. The scores for the 

Anglo role behaviors were reversed in order to obtain a maximum score possible of 14 

points for Mexican role behaviors. 

The fourth component, Ethnic ICnowledge, assesses the child's knowledge 

regarding activities that people participate in as part of the Mexican culture or the Anglo 

culture. Two identical pictures of a tovm are used as a "Mexican town" and "Anglo 

town." The child is asked 20 paned questions about people's activities (Mexican and 

Anglo) in each town and how frequently certain events happen (e.g., "How many of the 

people in the Mexican tovm eat menudo?," "How many of the people in the Anglo town 

eat menudo?"). The child indicates his or her response by pointing to one of three 

circles: a small "none" circle with no faces m it, a medium-sized "some" circle half-filled 

with faces, and a large "all" circle completely filled with faces. From a total of 20 
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questions, half are Mexican activities and the other half are Anglo activities. The child 

receives a score of 0 for saying "none," a 1 for saying "some," and a 2 for saying "all" if 

referring to the Mexican activities in the Mexican tovm or to the .Anglo activities in the 

Anglo town. In addition, the child receives a score of 0 for saymg "all," a 1 for saying 

"some," and a 2 for saying "none" if referring to the Mexican activities m the Anglo town 

or to the Anglo activities in the Mexican town. The score for each paired question is 

summed for a fmal "difference" score. From the 10 difference scores, three were 

dropped for lack of clarity. 

The fifth component. Ethnic Preferences and Feelings, assesses the child's degree 

of preference for activities of the Mexican culture and the Anglo culture. A set often 

questions is presented to the child. Each set contains a pair of line drawings of two same-

sex children and two verbal descriptions expressing Mexican and Anglo preferences. 

The child is directed toward the first line drawing and is told about a certain preference 

(e.g., "This Mexican boy/girl invites mostly Mexican friends to his/her buthday party"). 

Then, the child is directed toward the second line drawing and is told a differing 

preference (e.g., "This Mexican boy/girl invites mostly Anglo fi-iends to his/her birthday 

party"). The child is then asked, "Which boy/girl is most like you?" The child indicates 

his or her response by pointing to one of the two line drawings and then tells the degree 

by pointing to one of two cncles: a large "a lot" like you cncle or a small "a httle" like 

you circle. The child receives a score of 1 for choosing the Anglo preference "a lot," a 2 

for choosing the Anglo preference "a httle," a 3 for choosing the Mexican preference "a 

little," and a 4 for choosing the Mexican preference "a lot." 
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Child Social Competence 

The Social Skills Rating System—Parent (Cuestionario Sobre El Comportamiento 

Social Del Nino/Spanish version) (Gresham & Elliott, 1990), was completed by one of 

the children's parents to assess social competence. The SSRS—P is a standardized rating 

scale containing 38 items designed to assess the perceived frequency and importance of a 

broad range of social behaviors for children between ages 3 and 18 years. The SSRS—P 

is self-explanatory, enabling parents to fill it out independently. Items are rated on a 3-

point scale: The parent scores each item 0 if child never does behavior; 1 if child 

sometimes does behavior; and 2 if child very often does behavior. Domains mclude 

Cooperation, Assertion, Responsibility, and Self- Control. See Table 3.3 for the Means 

and Standard Deviations for the Variables in the Social Skills Rating System for Children 

in Lubbock and El Paso. 

Table 3.3 

Means (Standard Deviations) for the Variables in the Social SkiUs Rating System 
(SSRS) for Children in Lubbock and El Paso 

Lubbock El Paso 
SSRS Variables 

13.08 
(4.02) 
17.23 
(2.49) 
14.58 
(3.81) 
12.86 
(3.92) 
54.49 
(11.97) 

12.21 
(3.80) 
16.17 
(3.33) 
13.36 
(4.03) 
11.91 
(4.21) 
50.57 
(12.11) 

Cooperation 

Assertion 

Responsibility 

Self-Control 

Total 

p<0.05, **p<0.01 
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The Social Skills Rating System was standardized with 1,027 parents. Vahdity for 

the SSRS—P was found for intercorrelations, content, constmct, concurrent, and factor 

analysis. There was no predictive validity. Rehability for the sample was a = .9341. 

(Appendices B & C). 

Child Competence and Behavior Problems 

The Child Behavior Checklist For Ages 4-18 (Cuestionario Sobre el 

Comportamiento de Ninos(as) de 4-18 Anos/Spanish version) (CBCL; Achenbach, 

1991), was completed by one of the child's parents to assess the child's competencies and 

behavioral-emotional problems. The CBCL/4-18 obtains parents' reports of children's 

competencies and behavioral/emotional problems (e.g., clings to adults or too dependent). 

The CBCL/4-18 has 118 items that describe specific behavioral and emotional problems, 

plus two open-ended items for reporting additional problems. The profile for scoring 

provides raw scores, T scores, and percentiles for three competence scales (Activities, 

Social, and School), Total Competence, eight cross-informant syndromes (Aggressive 

Behavior, Anxious/Depressed, Attention Problems, Delinquent Behavior, Social 

Problems, Somatic Complaints, Thought Problems, and Withdrawn), and Intemalizing, 

Extemahzing, and Total Problems. See Table 3.4 for the Means and Standard Deviations 

for the Variables in the Child Behavior Checklist for Children in Lubbock and El Paso. 

Scales for the Child Behavior Checkhst were normed on parents' ratings of 4,455 

clinically referred children and on 2,368 nonreferred children ages 4 to 18. The 

normative sample was representative of the 48 contiguous states for SES, ethnicity, 

region, and urban-suburban-rural residence. The CBCL is self-explanatory, enabling 
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Table 3 4 

Means (Standard Deviations) for the \^ariables in the Child Behavior Checkhst 
(CBCL) for Children m Lubbock and El Paso 

CBCL Variables 

Withdravm 

Somatic Problems 

Anxious/Depressed 

Social Problems 

Thought Problems 

Attention Problems 

Delinquent Behavior 

Aggressive Behavior 

Other Problems 

Intemalization 

Extemahzation 

Total 

Lubbock 

1.21 
(1.68) 
1.38 

(2.10) 
2.78 
(2.92) 
2.36 
(2.50) 
0.62 
(0.88) 
3.41 
(3.48) 

1.18 
(1.07) 
6.35 
(4.21) 
4.41 
(2.84) 
5.41 
(5.18) 
7.52 
(4.61) 
23.35 
(15.24) 

El Paso 

1.44 
(1.76) 
1.56 

(2.25) 
4,20 
(4.43) 
2.50 
(2.54) 
0.52 
(0.82) 
3.57 
(2.57) 

1.72 
(1.51) 
7.55 
(5.14) 
4.92 
(4.12) 
7.12 
(7.08) 
9.27 
(6.36) 
27.65 
(18.65) 

*P<0.05, **p<0.01 

parents to fill it out independently. Items are rated on a 3-point scale along the dimension 

of Frequency. Parents rate their child for how tme each item is now or within the past 6 

months scoring each item 0 if not true for the child, as far as you know, 1 \f somewhat or 

sometimes true\ and 2 \ivery true or often true. The CBCL has been widely used in 
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chnical research and services, as reported in over 200 pubhcations (Brown & Achenbach, 

1994). Rehability for the sample was a = .9191 (Appendices D & E). 

Parent Ethnic Identity 

The Parent Ethnic Identity Questionnane—Modified (Bemal et al., 1990) 

(Informacion de Padres/Spanish version) was used to assess the parent's ethnic identity 

and level of acculturation. This instmment includes a family tree which indicates the 

place of birth for three generations of the child's family, the year of migration into the 

U.S. if they did, and the language(s) they speak. The parent receives a score of 1 for 

choosing Spanish, a 2 for choosing both Enghsh and Spanish, and a 3 for choosing 

Enghsh. Only three original sections from Bernal's questionnaire were utihzed: "Self-

identification," "Education," and "Kind of objects in the home." All other information 

was either omitted or shghtly modified in order to reduce parental time. The 

questionnaire asks the parent to self-identify from 11 ethnic labels (e.g., "Mexican," 

"Hispanic," "Latin") and requests the parents' education and occupation. A hst of 

objects that families of Mexican descent sometimes have in their homes is provided so 

the parent may indicate if the family has any in the home (e.g., "Zarape," "Comal," 

"Molcajete"). The parent received a score of 1 for answering "yes" and a score of 0 for 

answering "no." 

In addition, 13 questions on language acculturation (extent of Enghsh and Spanish 

language usage) and 5 questions social acculturation (ethnic preferences for social 

relationships) are asked m order to assess the degree to which the parent felt comfortable 

in the Mexican culture and the Anglo culture. For the language questions (e.g., "What 
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languages(s) do you speak to your friends?"), parents received a score of 1 if used only 

Spanish, a 2 if used more Spanish than English, a 3 if used both Spanish and English 

equally, a 4 if used more English than Spanish, and a 5 if used only English. For the 

social questions, (e.g., the persons you visit are:), parents received a score of 1 if 

preferred all people of Mexican descent, a 2 if preferred more people of Mexican descent 

than Anglo, a 3 if preferred about half and half a 4 if preferred more Anglo than people 

of Mexican descent, and a 5 if preferred all Anglo. (Appendices F & G). See Table 3.5 

for the Means and Standard Deviations for the Parent Ethnic Identity Variables for 

Lubbock and El Paso. 

Table 3.5 

Means and Standard Deviations for the Parent Ethnic Identity (PEI) Variables for 
Lubbock and El Paso 

Lubbock El Paso 
PEI Variables 

Mother's Language 

Father's Language 

Number of Mexican objects in the home 

Language Acculturation ** 

Social Acculturation * 

1.71 
(0.46) 
1.64 

(0.49) 
8.60 
(5.00) 
3.58 
(0.77) 
2.48 
(0.68) 

1.58 
(0.50) 
1.79 

(0.41) 
10.08 
(4.68) 
2.85 
(1.03) 
2.00 
(0.63) 

*P<0.05, **p<0.01 

Three interesting differences in the mothers from Lubbock and El Paso were 

noted. The difference in employment [F(l, 48) = 7.108, p = .010], language 

acculturation [F(l, 48) = 8.040, p = .007], and social acculturation [F(l, 48) = 6.724, p = 

.013] between the mothers in the two towns were statistically significant. In Lubbock, 
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21 mothers out of a total of 25 were employed while in El Paso 12 mothers out of a total 

of 24 were employed. The mothers m Lubbock spoke more Enghsh than Spanish 

whereas in El Paso, mothers spoke a combination of Spanish and English. And mothers 

in Lubbock like to spend more time and prefer being with people that are Anglo while the 

mothers in El Paso hke to spend more time and prefer being with people that are 

Mexican. 

Procedure 

In order to have comparable samples from El Paso and Lubbock, similar 

recmitment locations were chosen. Most of the recmiting occurred at the Y-Care 

afterschool and summer programs of the Young Women's Christian Association (23 in 

Lubbock and 13 in El Paso). From the Boys and Girls Club of America (after school 

program), five children were recmited from Lubbock and eight from El Paso. These two 

sites were selected not only because they offer similar summer and afterschool programs, 

but also due to the small variabihty m the children's socioeconomic status. Additionally, 

hi Lubbock, four children were referred from a Cathohc church in a Mexican-American 

neighborhood and three children were referred by members of the same community. In 

El Paso, five children were referred from a community center in a Mexican-American 

neighborhood and two children were referred from the same community. 

Four interesting differences from the children in Lubbock and El Paso were noted. 

The difference in children's generation of migration [F(l, 45) = 14.922, p = .000], grade 

level [F(l, 48) = 4.083, p = .049], use of Spanish language [F(l, 48) = 5.028, p = .030], 

and language spoken [F(l, 48) = 17.554, p = .000] were statistically significant. In 

63 



Lubbock, children had a higher generation of migration than the children from El Paso. 

In Lubbock, children were in a lower grade level (mainly 2*"̂  grade) than the children 

from El Paso (mamly 3̂ "̂  grade). In Lubbock, children spoke more Enghsh than Spanish 

whereas in El Paso, children spoke a combination of Spanish and Enghsh. Children from 

Lubbock spoke more Enghsh overall than the children from El Paso. Refer back to Table 

3.2 for means and standard deviations of the Child Ethnic Identity Variables for children 

in Lubbock and El Paso. 

A graduate student, sometimes accompanied by an undergraduate student, visited 

the children at the recmitment location and invited all the 8-year-old children to 

participate in the "Happy to be me" project on culture. The researcher explained to the 

children the procedure of the interview and told them that their parents' consent was 

requned. During pick-up, the student invited the parents of the qualifying children to 

participate in the study. The parents were informed that the study was being conducted 

as part of a master's thesis and that its purpose was to learn more about what children 

think about culture. They were given a flyer with information on the project reminding 

them that the child needed to be 8 years of age and both parents needed to be of Mexican 

descent in order to quahfy. The parents were told that their child would be interviewed 

the following day after school (during daycare hours) for about 25 minutes in a quiet 

space provided by their caretakers and would receive a certificate and stickers for 

participating. They were also told that they would need to fill out some questionnaires 

about themselves and on their children's social skills. They were informed that these 

questionnaires could be taken home but needed to be retumed the foUowing day with the 
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child or during pick-up time. The researcher was fluent in both Enghsh and Spanish and 

aU of the measures and information sheets were avaUable in both Enghsh and Spanish. 

If the parent and chUd agreed to participate, the parent was asked to fUl out a 

simple demographic sheet and the Parental Consent Form. Then, the three measures 

were explained to the parent (Social SkUls Rating System—^Parent, ChUd Behavior 

Checkhst for ages 4-18, and Parent Ethnic Identity Questionnaire—Modified) who was 

asked to take them home and fill them out at his or her own convenience. A folder was 

provided so that the parent could give it to the child the next day. A carbon copy of the 

Parental Consent Form was given to parent for record keeping. 

The foUowing day, each chUd with consent to participate was removed from the 

group individually at different times and taken to a quiet space. Each child interviewed 

was assured that the interview was not an exam or a test from which they would be 

evaluated but rather that it was a httle project to see what they thought about culture. The 

researcher encouraged the chUd to think about every question carefully and to ask any 

questions at any time. A Polaroid picture of the child was taken before the interview and 

was placed out of sight untU needed during the Ethnic Self-Grouping task of the 

interview. 

After the interview, the child was thanked and was given stickers and a certificate 

of participation. The chUd was also asked if the parent had given him or her the parental 

folder to retum. If the chUd did not have the folder at that time, the researcher would 

wait for the parent during pick-up time or would follow up with the parent to arrange to 

pick up the measures at a later time. 
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CHAPTER IV 

RESULTS 

Preliminary Analyses 

A series of Pearson correlations were conducted within each measure in order to 

guide analysis. The CEIQ components were not highly correlated with each other, except 

that ethnic feelings and preferences was correlated with ethnic constancy, ethnic 

knowledge, and use of ethnic role behaviors. Because of the low number of significant 

correlations, Univariate Analyses of Variance (ANOVA) were then conducted when 

exploring differences between the two cities. See Table 4.1 for the Pearson Correlations 

Between the Child Ethnic Identity Variables. In addition, no gender differences were 

found. 

Table 4.1 

Pearson Correlations Between the Child Ethnic Identity (CEI) Variables 

CEI Variables 1 

1. Ethnic Self-Identification 1.000 

2. Ethnic Constancy 1.000 

3. Ethnic Knowledge 

4. Ethnic Feehngs and Preferences .335' 

1.000 

.305' 1.000 .290* 

5. Use of Ethnic Role Behaviors 1.000 

*p<0.05, **p<0.01 
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Components of Ethnic Identity Development 
in 8-year-old Mexican-American ChUdren 

In order to examine where 8-year-old Mexican-American children stand in terms 

of their ethnic identity, a series of descriptive statistics were calculated for the 

components of child ethnic identity: ethnic self-identification, ethnic constancy, ethnic 

knowledge, ethnic feelmg and preferences, and use of ethnic role behaviors. Refer back 

to Table 3.2 for the Means and Standard Deviations for the Child Ethnic Identity 

Variables for ChUdren in Lubbock and El Paso. 

Ethnic Self- Identification. 

Most of the children (94%)) were able to correctly identify themselves ethnicaUy, 

that is, they were able to choose and identify themselves with one or more correct ethnic 

labels: Mexican, Hispanic, Spanish and Chicano(a). The ethnic self-identification 

variable is a composite average of six percentage scores: choosing correct ethnic label, 

correctly sorting six photographs of Mexican chUdren, correctly sorting six photographs 

of Anglo children, number Mexican and Anglo photographs sorted, identifying box with 

photographs of Mexican children, and placing ovm photograph in the Mexican box. 

Children's percentage scores ranged from a minimum score of 36.10%) to a maximum 

score of 100% with a mean score of 86.08%) and a standard deviation of 18.38%). 

Ethnic Constancy. 

Results demonstrate that Mexican-American children were able to fairly 

understand ethnic constancy, that is, imderstand that ethnicity is permanent and does not 
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change. Children were able to correctly answer over half (63%)) of the six ethnic 

constancy questions. The minimum score possible was a 0 (zero questions answered 

correctiy) and the maximum score possible was a 6 (all six questions answered correctly). 

The children's scores ranged from 0 to 6 with a mean score of 3.80 and a standard 

deviation of 1.64. Pearson correlations show that ethnic constancy was positively 

correlated with the child's generation (.339, p < 0.05), ethnic feelings and preferences 

(.335, p < 0.05), and negatively correlated with the use of Spanish language (-.309, p < 

0.05). Thus, the more ethnic constancy the child had, the earlier the child's family had 

migrated into the United States, the more ethnic feelings and preferences the child had, 

and the less Spanish the child spoke. 

Ethnic Knowledge. 

Results show that Mexican-American chUdren have some ethnic knowledge, that 

is, they know the difference in activities in Mexican and Anglo cultures. In answering 26 

questions about ethnic activities in an Anglo town and a Mexican tovm, children correctly 

answered the questions about half (58%) of the time. This component of ethnic identity 

is a composite score of two ethnic knowledge sections (20 questions in the first section 

and 6 questions in the second section). In the first knowledge section, the children 

choose a frequency of Mexican and Anglo activities occurring in a hypothetical Mexican 

town and Anglo tovm. Ten Mexican questions were paired with ten Anglo questions and 

three pairs of questions were dropped for lack of comparability. The minimum score 

possible was a -14 (total score for seven paired questions answered incorrectly) and the 

maximum score possible was a 14 (total score for seven paired questions answered 
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correctiy). The children's scores ranged from -1 to 11 with a mean of 4.06 and a 

standard deviation of 3.94. In the second knowledge section, children heard six separate 

stories and decided in what tovm (Mexican or Anglo) it occurred. The minimum score 

possible was a 0 (total of six questions answered incorrectly) and the maximum score 

possible was a 12 (total of six questions answered correctly). The children's scores 

ranged from a 2 to a 10 v^th a mean of 6.16 and a standard deviation of 2.49. The total 

ethnic knowledge score was obtained by converting each child's score to a percentage 

and then averaging the percentages of each child for section one and section two. The 

children's total ethnic knowledge scores ranged from a minimum score of 32% to a 

maximum score of 85%) with a mean score of 58% and a standard deviation of 14%. In 

addition, Pearson correlations demonstrate that the more ethnic knowledge the children 

had, the more ethnic feelings and preferences they had (.305, p < 0.05). 

Ethnic Feelings and Preferences. 

Results demonstrate that Mexican-American children had ethnic feelings and 

preferences most of the time, that is, they felt comfortable with their ethnicity and had 

Mexican preferences. Out often different Mexican and Anglo preferences, the children 

chose the Mexican preferences over the Anglo preferences most of the time (71.4%)). 

The minimum Mexican ethnic score possible was a 10 (summed score often questions, 1 

point each for choosing a non-Mexican preference). A maximum Mexican ethnic score 

possible was a 40 (summed score often questions, 4 points each for choosing a Mexican 

preference). The chUdren's scores ranged from a 17 to a 40 with a mean of 28.56 and a 

standard deviation of 5.54. Pearson correlations demonstrate that the more ethnic 
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feelings and preferences the children had, the more the ethnic constancy (.335, p < 0.05). 

ethnic knowledge (.305, p < 0.05), and use of ethnic role behaviors (.290, p < 0.05) the 

children had. 

Use of Ethnic Role Behaviors. 

According to the results, Mexican-American children engage in ethnic role 

behaviors a little more than in Anglo behaviors, that is, they were involved in more 

behaviors related to Mexican traditions and customs than in Anglo behaviors. From a 

combination of 7 Mexican and 7 Anglo related behaviors, children chose the Mexican 

behaviors over the Anglo behaviors more than half of the time (60%). The minimum 

score possible was a 0 (zero ethnic role behaviors) and the maximum score possible was 

a 14 (total number of ethnic role behaviors, seven of which were reversed). The 

children's scores ranged from a 4 to a 12 with a mean score of 7.18 and a standard 

deviation of 1.83. Pearson correlations demonstrate that the more ethnic role behaviors 

the children were involved with, the less the generation of migration (-.419, p < 0.01), the 

less English (-.420, p < 0.01) and more Spanish (.437, p < 0.01) they spoke, and the more 

ethnic feehngs and preferences the children had (.290, p < 0.05). 

Differences of Ethnic Identity Components in 8-year-old 
Mexican-American Children in Two Towns 

In order to examine if there were differences between the children's ethnic 

identity in Lubbock and El Paso, a Univariate Analyses of Variance (ANOVA) was 

conducted for the ethnic identity components: ethnic self-identification, ethnic constancy. 
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ethnic knowledge, ethnic feelings and preferences, and use of ethnic role behaviors. See 

Table 4.2 for the Pearson Correlations Between the Child Ethnic Identity Variables for 

Children in Lubbock and El Paso. 

Ethnic Self-Identification. 

The difference in ethnic self-identification between the children from Lubbock 

and El Paso was statisticaUy significant, F(l, 48) = 11.80, p = .001. The chUdren from 

Lubbock were able to self-identify ethnicaUy better than the children from El Paso. AU 

of the children from Lubbock were able to choose one or more of the correct ethnic labels 

(Mexican, Hispanic, Spanish, or Chicano[a]), whereas only 88%) of the children from El 

Paso were able to do so. In Lubbock, the mean score was 94.17% with a standard 

deviation of 12.55%). In El Paso, the mean score was 78.00%) with a standard deviation 

of 19.91%). In addition, Pearson correlations demonstrate that for chUdren from Lubbock 

only, the more ethnic self-identification, the more ethnic constancy the child had (.531, p 

< 0.01). For the children from El Paso only, ethnic self-identification was correlated with 

the language spoken by the child (-.417, p < 0.05), meaning that the more Spanish (less 

Enghsh) the chUd spoke, the more ethnic self-identification the chUd had. 

Ethnic Constancy. 

The difference in ethnic constancy between the children in the two towns was 

statistically significant, F(l, 48) = 15.36, p = .001. ChUdren from Lubbock (76.67%) 

scored higher in ethnic constancy than children from El Paso (50.00%)). In Lubbock, the 
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mean score was 4.60 with a standard deviation of 1.58. In El Paso, the mean score was 

3.00 with a standard deviation of 1.29. Pearson correlations demonstrate that for 

Lubbock chUdren only, ethnic constancy was positively correlated with ethnic self-

identification (.531, p < 0.01) and negatively correlated with the use of Spanish language 

(-.396, p < 0.01). Thus, the more ethnic constancy the child had, the more ethnic self-

identification and less Spanish the child spoke. For El Paso children only, ethnic 

constancy was positively correlated with ethnic feelings and preferences (.562, p < 0.01). 

Ethnic Knowledge. 

Children from Lubbock (60%)) had slightly more ethnic knowledge than the 

children from El Paso (56%) although differences were not statistically significant F(l, 

48) = 1.042, p =.312. In Lubbock, the mean score was 60%) with a standard deviation of 

15%. In El Paso, the mean score was 56% with a standard deviation of 12%. In addition, 

Pearson correlations show that for children from El Paso only, ethnic knowledge was 

positively correlated with grade level (.521, p < 0.01) and ethnic feelings and preferences 

(.575, p < 0.01). Thus, the more ethnic knowledge the child had, the higher the grade 

level he or she was in and the more ethnic feelings and preferences he or she had. 

Ethnic Feelings and Preferences. 

The difference in ethnic feelings and preferences between the children in the two 

tovms was significant F(l, 48) = 12.82, p = .001. The children from Lubbock (11.1%) 

feh more comfortable with then ethnicity and had more Mexican preferences than the 

children from El Paso (65.1%). In Lubbock, the mean score was 31.08 with a standard 
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deviation of 4.30. In El Paso, the mean score was 26.04 with a standard deviation of 

5.57. Pearson correlations show that, for chUdren from Lubbock only, the more ethnic 

feelmgs and preferences the children had, the less English (-.514, p < 0.01) and more 

Spanish (.589, p < 0.01) they spoke. For chUdren from El Paso only, the more ethnic 

feelmgs and preferences the children had, the more ethnic constancy they had (.562, p < 

0.01), the more ethnic knowledge they had (.575, p < 0.01), and the more ethnic role 

behaviors they were involved with (.463, p < 0.05). 

Use of Ethnic Role Behaviors. 

Although chUdren from El Paso (53%) were involved in more ethnic role 

behaviors than the children from Lubbock (49%)), the difference in use of ethnic role 

behaviors between the two towns was not significant^(l, 48) = 1.01, p = .319. Lubbock 

had a mean score of 6.92 and a standard deviation of 1.44 and El Paso had a mean score 

of 7.44 and a standard deviation of 2.14. Pearson correlations demonstrate that for 

children from Lubbock only, use of ethnic role behaviors is negatively correlated with 

generation of migration (-.491, p < 0.05). For chUdren from El Paso only, use of ethnic 

role behaviors was positively correlated with ethnic feelmgs and preferences (.463, p < 

0.05). For chUdren in both Lubbock and El Paso, the more ethnic role behaviors they 

were involved with, the less Enghsh (-.406, p < 0.05 in Lubbock and -.430, p < 0.05 in El 

Paso) and more Spanish (.456 p < 0.05 m Lubbock and .407 p < 0.05 in El Paso) they 

spoke. 
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Predictors of Ethnic Identity Development 
in 8-vear-old Mexican-American Children 

In order to examine predictors of ethnic identity development a series of 

Hierarchical Multiple Regressions were conducted. Each regression predicted one of the 

ethnic identity components: ethnic constancy, ethnic knowledge, ethnic feelings and 

preferences, and use of ethnic role behaviors. The first block consisted of child 

characteristics of gender and grade level. The second block included matemal ethnic 

identity characteristics: language acculturation, social acculturation, education and 

employment as indices of acculturation. The third block consisted of the total number of 

Mexican objects displayed in the home. The fourth block contained the generation level 

of the child, and the final block was the tovm (Lubbock = 1; El Paso = 2). 

Ethnic Self-Identification. 

The final equation was not statisticaUy significant [F(9,45) = 1.675, p = . 13]. 

Ethnic self-identification accounted for 30% of the variance. Only town resulted in a 

significant change in R ,̂ F(l,36) = 8.37, p < .05, accounting for 16%o increase in 

variance. The Beta at entry indicated that children from Lubbock scored higher in ethnic 

self-identification than chUdren from El Paso (B = -.55, p < .05). 

Ethnic Constancy. 

The fmal equation was marginally significant [F(9,45) = 1.929, p = .08] and 

accounted for 33% of the variance. Only town resulted m a significant change in R ,̂ 

F(l,36) = 4.82, p < .05, accountmg for 9% increase in variance. The Beta at entry 
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supported the group comparison analysis indicating that children from Lubbock scored 

higher in ethnic constancy than children from El Paso (B = - 41, p < .05). 

Ethnic Knowledge. 

The final equation was marginally significant [F(9,45) = 1.797, p = . 10] and 

accounted for 31% of the variance. Only mother's education resulted in a significant 

change in R ,̂ F(4,39) = 2.93, p < .05, accounting for 23%) increase in variance. The Beta 

at entry supported the group comparison analysis indicating that children whose mothers 

have more education score higher in ethnic knowledge than children whose mothers have 

less education (B = .51, p < .05). 

Ethnic Feelings and Preferences. 

The final equation was statistically significant [F(9,45) = 2.862, p = .01] and 

accounted for 42%o of the variance. Only town resulted in a significant change in R , 

F(l,36) = 14.50, p < .01, accounting for 24%o increase in variance. The Beta at entry 

supported the group comparison analysis indicating that chUdren from Lubbock scored 

higher in ethnic feelings and preferences than children from El Paso (B = -.66, p < .01). 

Use of Ethnic Role Behaviors. 

The final equation was marginally significant [F(9,45) = 2.075, p = .06] and 

accounted for 34% of the variance. Two predictors resulted in a significant change in R :̂ 

matemal ethnic identity characteristics (mother employment and language acculturation) 

and total number of Mexican objects displayed in the home. For the first predictor, 
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matemal ethnic identity characteristics, the significant change in R̂  was F(4,39) = 2.55, p 

= .054, accounting for 20%) increase in variance. The Beta at entry indicated that children 

whose mothers were employed score lower in ethnic role behaviors than children whose 

mothers were not employed (B = -.28, p = .075) and that chUdren whose mothers feel 

more comfortable with the Enghsh language than the Spanish language score lower in 

use of ethnic role behaviors than children whose mothers feel more comfortable with the 

Spanish language (B = -.31, p = .053). For the second predictor, total number of Mexican 

objects displayed in the home, the significant change in R̂  was F(l,38) = 3.54, p =.068, 

accounting for 7%) increase in variance. The Beta at entry indicated that children whose 

mothers were employed score lower in use of ethnic role behaviors than children whose 

mothers were not employed (B = -.33, p < .05); chUdren whose mothers feel more 

comfortable with the English language than the Spanish language score lower in use of 

ethnic role behaviors than children whose mothers feel more comfortable with the 

Spanish language (B = -.43, p < .05); and that children that have many Mexican objects 

displayed in the home score lower in use of ethnic role behaviors than children that do 

not have many Mexican objects displayed in the home (B = -.31, p = .068). 

Relationship Between Ethnic Identity and Social Competence 
of 8-year-old Mexican-American Children in Two Tovms 

In order to examine the relationship between ethnic identity and the social 

competence of Mexican-American children from Lubbock and El Paso, a set of two-

tailed Pearson correlations were conducted between the ethnic identity variables (ethnic 

self-identification, ethnic constancy, ethnic knowledge, ethnic feehngs and preferences, 
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and use of ethnic role behaviors) and the variables for the Social Skills Rating System 

(cooperation, assertion, responsibility, and self-control) and the Child Behavior Checklist 

(withdravm, somatic problems, anxious/depressed, social problems, thought problems, 

attention problems, delinquent behavior, aggressive behavior, other problems, 

internalization, extemahzation) for children in each of the tovm separately. See Table 4.3 

for the Pearson Correlations Between Child Ethnic Identity Variables and the Variables 

in the Social Skills Rating System and Table 4.4 for the Pearson Correlations Between 

Child Ethnic Identity Variables and the Variables in the Child Behavior Checklist for 

Lubbock and El Paso. 

Ethnic Self-Identification. 

Children from Lubbock who self-identified correctiy were less withdrawn (-.555, 

p < .01), had fewer social problems (-.670, p < .01), fewer attention problems (-.478, p < 

.05), less delinquent behavior (-.448, p < .05), fewer of other problems (e.g., cmel to 

animals, bites naUs) (-.399, p < .05), less extemahzing (-.444, p < .05), and fewer social 

problems overall (total CBCL score) (-.536, p < .01). No significant resuhs were found 

between ethnic self-identification and social competence for chUdren from El Paso. 

Ethnic Constancy. 

Children from El Paso who scored high on ethnic constancy scored lower on 

anxiety/depression (-.481, p < .05), social problems (-.515, p < .01) and intemalization (-

438, p < .05). No significant results were found between ethnic constancy and social 

competence for the children from Lubbock. 
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Ethnic Knowledge. 

In Lubbock, children who had higher levels of ethnic knowledge were more 

assertive (.539, p < .01). ChUdren from El Paso who scored high on knowledge had 

fewer attention problems (-.404, p < .05). 

Ethnic Feelings and Preferences. 

Children from Lubbock who had more positive feelings about being Mexican-

American and who preferred more Mexican activities were less withdrawn (-.413, p < 

.05). No significant results were found between the ethnic feelings and preferences and 

social competence for the children from El Paso. 

Use of Ethnic Role Behaviors. 

Children from Lubbock who used more ethnic role behaviors were more 

cooperative (.570, p < .01), more assertive (.504, p < .05), more socially competent 

overaU (total SSRS score) (.520, p < .01), less withdrawn (-.405, p < .05), less 

anxious/depressed (-.411, p < .05), had fewer thought problems (-.401, p < .05), less 

internalization (-.452, p < .05), and had fewer social problems overaU (total CBCL score) 

(-.461, p < .05). No significant results were found between the use of ethnic role 

behaviors and social competence for the chUdren from El Paso. 
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CHAPTER V 

DISCUSSION 

The primary purpose of this study was to explore the ethnic identity of Mexican-

American children. The exploration of ethnic identity progressed in the foUowing four 

directions. 

Components of Ethnic Identity Development 
of 8-year-old Mexican-American Children 

The present study examined ethnic identity in terms of development. Although 

the present study did not look at ethnic identity development at different ages, it focused 

on the critical age of 8 years. Research suggests that chUdren at the age of 8 years, 

compared to younger children, are able to more appropriately self-identify ethnically and 

understand more about ethnic identity as a whole. Thus, the present study explored the 

ethnic identity of 8-year-old Mexican-American children in each of the five ethnic 

identity components suggested by Bernal et al. (1990). 

Eight-year-old children did very well in identifying themselves with one or more 

correct ethnic labels. The children identified themselves ethnically as well as 8- to 10-

year-old children from other research studies (Bemal et al., 1990, 1993) suggesting that 

children at the age of eight years have already acquired ethnic self-identification. As for 

ethnic constancy, the children were able to fairly understand that ethnicity is permanent 

and does not change in time. The children from the present study scored shghtly lower 

than the children in past research studies, ages 8 to 10, (Bemal et al., 1990, 1993) 

83 



suggesting that at the age of eight years, ethnic constancy may stUl be a more difficult 

concept to grasp. 

Also, the children in the present study had more ethnic constancy when their 

famihes had migrated into the United States during the earher generations of migration. 

Because famihes that moved into the United States during the earher migrating 

generations may have more experience in living as a minority than recently immigrated 

famihes, children from these families might be more exposed to the idea that their 

ethnicity will continue to be as is. In addition, findings demonstrate that the more the 

child understood that ethnicity was permanent and unchanging, the more ethnic feelings 

and preferences the child had and the less Spanish the child spoke. The fact that children 

with ethnic constancy have more ethnic feelings and preferences is a new finding. Past 

research studies did not find this correlation to be significant. Perhaps the children from 

the present study live in areas where those ethnic feelings and preferences are more 

readily accepted and practiced. Thus, children that understand that their ethnicity will not 

change may be more willing to accept and prefer the ethnic activities that go along with 

their ethnicity. Again, because children that understand ethnic constancy are more likely 

to be from earlier migrating generations, the child (and family) might have slowly lost the 

native Spanish language through time. 

In terms of ethnic knowledge, children in the present study knew the difference in 

activities carried out between the Mexican culture and the Anglo culture a little over half 

of the tune. The chUdren's ethnic knowledge was slightly lower than the ethnic 

knowledge of 8- and 10-year-old children from past studies (Bemal et al., 1990, 1993). 

Thus, ethnic knowledge may not be a very strong ethnic identity component at the age of 
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eight years but rather may continue to be acquired as the chUd grows older and has more 

cognitive abUities to understand differences of activities in diverse cultures. 

Furthermore, the present study found that the more ethnic knowledge the children had, 

the more ethnic feelings and preferences they had. This correlation was not found to be 

significant in the research studies conducted by Bemal et al. (1990, 1993). 

The children from the present study not only feh comfortable with their ethnicity 

and preferred Mexican traditions and activities, but also chose the Mexican preferences 

over the Anglo preferences most of the time. The statistics of this finding match almost 

perfectly with those from 6- to 10-year-old chUdren of other studies (Bemal et al., 1993). 

Thus, eight years of age may be an age in which children have already learned to enjoy 

the Mexican traditions and activities and prefer them to non-Mexican traditions and 

activities. Furthermore, the chUdren that had more ethnic preferences and feelings also 

had more use of ethnic role behaviors; a fmding that was rephcated from previous 

research studies (Bemal et al., 1990, 1993). Thus, chUdren's ethnic feelings and 

preferences seem to be tied closely with their use of ethnic role behaviors. 

Eight-year-old children in the present study engaged in slightly less behaviors 

related to Mexican traditions and customs than children (ages 8 to 10) from previous 

research studies (Bemal et al., 1990, 1993). Although the present study did not look at 

children at different age periods, Bemal et al. (1990, 1993) found that the involvement in 

ethnic role behaviors was not significantly related to age. The authors propose that 

perhaps children tend to engage in behaviors selected by then families and that the 

frequency of ethnic behaviors does not change. However, the lower index of use of 

ethnic role behaviors in 8-year-old children from the present study from that of 8- to 10-
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year-old children seems to indicate that the involvement in ethnic role behaviors 

mcreased as the child grew older. Furthermore, in 1994, Knight, Garza, and Bemal 

found age to be positively related to use of ethnic role behaviors. Thus, fiirther research 

in this component is needed in order clarify the emergence of ethnic role behaviors. 

In addition to having more ethnic feelmgs and preferences along with use of 

ethnic role behaviors, the present study found that the more ethnic role behaviors the 

children were involved with, the less the generation of migration and the less Enghsh 

(more Spanish) the children spoke. Bemal et al. (1990, 1993) found that chUdren who 

speak their native language at home are more likely to have a clearer sense of their ethnic 

identity. Indeed, if the children that are involved in more ethnic role behaviors come 

from more recent immigrating generations, it may be lUcely that they will speak less 

Enghsh (more Spanish) than children whose families have been in the United States for a 

longer period of time. 

Differences of Ethnic Identity Components of 8-year-old 
Mexican-American Children in Two Tovms 

The present study examined ethnic identity in terms of geographic location. 

Because the broader social ecology plays an important role in the development of ethnic 

identity, the present study compared the ethnic identity of children from two towns, 

Lubbock and El Paso, Texas. The tovms were selected because of their difference in 

proximity to Mexico, minority/majority status, and ethnic empowerment. The present 

study is the first to document the comparison of child ethnic identity development in two 

tovms that differ so greatly in proximity to Mexico, minority/majority status, and ethnic 
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empowerment. Thus, in looking at ethnic identity in terms of geographic location, the 

present study makes an important contribution to the understanding of ethnic identity 

development. 

The children from Lubbock had an easier time in self-identification than the 

children from El Paso. Perhaps in Lubbock, where Mexican-American children 

experience a minority status, children are able to distinguish and compare more easily 

ethnic differences between their culture and that of the Anglo majority. By contrast, 

children from El Paso experience a majority status and may not have as many 

opportunities to distinguish and compare ethnic differences between Mexican-Americans 

and Anglos. Thus, children from Lubbock may be more exposed to ethnic differences 

and might be forced to identify themselves ethnically more often than children from El 

Paso. 

Interestingly, only for the children from Lubbock, the more ethnic self-

identification, the more ethnic constancy the child had. If a child experiences a minority 

status and is forced to identify ethnically, it may be likely that the child will better 

understand that their ethnicity is permanent and unchanging than if the child is not 

exposed to ethnic differences. The fact that for the children from El Paso ethnic self-

identification was not correlated with ethnic constancy supports this idea. Rather, for El 

Paso chUdren, ethnic self-identification was correlated to language. The more Spanish 

(less Enghsh) the child spoke, the more ethnic self-identification the child had, 

rephcating previous findings that the more Spanish the children used at home, the more 

correct ethnic labels they had (Bemal et al., 1990, 1993). Since El Paso is much closer to 
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Mexico than Lubbock, children from El Paso may incorporate the Spanish language into 

their ethnic identity. 

In terms of ethnic constancy, chUdren from Lubbock scored significantly higher 

than children from El Paso. For Lubbock children, the more ethnic constancy the child 

had the more ethnic self-identification and less Spanish the child spoke. These findings 

support the idea that chUdren that are exposed to more ethnic differences are better able 

to self-identify ethnicaUy, but in tum may lose some of the Spanish language. Since the 

children from Lubbock are not as exposed to the Spanish language as children from El 

Paso might be, Lubbock chUdren may not incorporate the Spanish language into their 

ethnic identity and may loose the Spanish language much easier. 

In addition, for El Paso children only, ethnic constancy was positively correlated 

with ethnic feelings and preferences. Perhaps in El Paso ethnic feelings and preferences 

are more readily accepted and practiced than in Lubbock. Thus, El Paso children that 

understand that their ethnicity is permanent and unchanging may be more willing to 

accept and prefer ethnic activities than children from Lubbock. 

An interesting fmdmg in terms of ethnic knowledge is that although Lubbock 

children had slightly more ethnic knowledge than El Paso children, the difference in 

knowledge was not significant. If children from two towns that differ in proximity to 

Mexico, minority/majority status, and ethnic empowerment have comparable amounts of 

ethnic knowledge, then it may be suggested that ethnic knowledge is acquired through 

explicit means only and not from mere observation and experience. Parents in both 

towns may be teaching their children the same concepts about ethnicity regardless of the 

proximity to Mexico, minority/majority status, and ethnic empowerment they experience. 
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In addition, for children from El Paso only, the more ethnic knowledge the child had, the 

higher the grade level he or she was in and the more ethnic feelings and preferences he or 

she had. 

The difference in ethnic feelings and preferences between the two towns was 

significant. The children from Lubbock feh more comfortable with their ethnicity and 

had more Mexican preferences than the children from El Paso. This may be related to the 

idea that in Lubbock, Mexican-American chUdren are exposed to more ethnic diversity 

and are better able to self-identity and distinguish Mexican activities from Anglo 

activities than chUdren from El Paso. If the child is better able to group himself or herself 

as part of the correct minority group, then it may be likely that he or she wUl also prefer 

those ethnic activities. 

Interestingly, for children from Lubbock only, the more ethnic feelings and 

preferences the chUdren had, the less English and more Spanish they spoke. In Lubbock, 

the children that speak Spanish may be the children that accept the ethnic activities of the 

Mexican-American culture and thus have more ethnic feelings and preferences for ethnic 

activities. Moreover, El Paso chUdren were the only children for whom the more ethnic 

feelings and preferences they had, the more they were involved in ethnic role behaviors. 

Although children from Lubbock have significantly more ethnic feelings and preferences 

than children from El Paso, chUdren from El Paso may be the only children that engage 

in ethnic role behaviors on their ovm rather than because their families select the ethnic 

activities. 

Children from El Paso were involved in slightly more ethnic role behaviors than 

the children from Lubbock, although this difference was not significant. This may 
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indicate that Mexican-American children are involved in ethnic role behaviors simply 

because of their culture and not due to their proximity to Mexico, minority/majority 

status, and ethnic empowerment that they experience. For children in both Lubbock and 

El Paso, the more ethnic role behaviors they engaged in, the less English and more 

Spanish they spoke. However, for children from Lubbock only, use of ethnic role 

behaviors was negatively correlated with generation of migration, suggesting that 

recently immigrated families in Lubbock engage in more ethnic role behaviors than 

families that have been in the United States for a longer period of time. In contrast, in El 

Paso, use of ethnic role behaviors was not related to generation of migration, perhaps 

because families from El Paso that have been in the United States for a longer period of 

time may also engage in more ethnic role behaviors due to the close proximity to Mexico. 

Predictors of Ethnic Identity Development 
of 8-year-old Mexican-American Children 

The present study examined several levels of possible predictors of child ethnic 

identity for each of the five ethnic identity components: ethnic self-identification, ethnic 

constancy, ethnic knowledge, ethnic feelings and preferences, and use of ethnic role 

behaviors. Thus, after taking mto consideration child characteristics (gender and grade 

level), parental characteristics were considered, including language acculturation, social 

acculturation, education and employment as indices of acculturation. Because what the 

child sees in the home is important to his or her ethnic identity, the total number of 

Mexican objects displayed in the home was included as a possible predictor of ethnic 
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identity. The generation of migration and town of residence were the final predictors 

considered. 

Town was found to predict ethnic constancy, and ethnic feelings and preferences. 

Children from Lubbock had a better understanding of ethnic constancy, distinguish 

Mexican activities from Anglo activities, and had more ethnic feelings and preferences 

than children from El Paso. Perhaps the minority/majority differences between the tovms 

affects the child's understanding that ethnicity is permanent and unchanging and 

influences the child's ethnic feelings and behaviors. For chUdren from Lubbock, the 

minority status they experience may make ethnicity more salient forcing chUdren to self-

identify earlier than the children from El Paso. The rest of the ethnic identity components 

may also develop earher for chUdren from minority groups than for children from 

majority groups. 

The predictor for ethnic knowledge was the mother's education, although this 

finding was marginally significant. The ANOVA demonstrated that mother's education 

was significant between Lubbock and El Paso, suggesting that once other variables were 

added, they accounted for enough of the variance to reduce statistical significance. 

Children whose mothers had more education seem to have more ethnic knowledge than 

children whose mothers had less education. This finding supports and emphasizes the 

importance and effects of matemal education on children's development. It is possible 

that the more education the mother has, the more ethnic knowledge she may have herself 

and/or the more she is aware of the importance of ethnic identity. Her knowledge and/or 

awareness may then prompt her to consciously teach her chUdren about ethnicity. 

91 



Children of mothers with more education may also be able to pick up from her the 

importance of ethnic identity from more subtle mother behaviors. 

For the use of ethnic role behaviors, two predictors were demonstrated to be 

marginally significant: matemal ethnic identity characteristics (mother employment and 

language acculturation) and total number of Mexican objects displayed in the home. 

Children whose mothers were employed were involved in less ethnic role behaviors than 

children whose mothers were not employed. Perhaps this is because mothers that are 

employed are less traditional than mothers that are not employed. Mothers that are less 

traditional may also have children that are less traditional and do not engage in ethnic 

role behaviors. Thus, mother employment may be an important parent ethnic identity 

component that predicts child use of ethnic role behaviors. Although mother's 

employment and language acculturation were marginally significant in the regression, 

they were found to be significantly different by town in the ANOVA's. 

In addition, children whose mothers felt more comfortable with the English 

language than the Spanish language were involved in less ethnic role behaviors than 

children whose mothers felt more comfortable with the Spanish language. This finding 

supports the findings by Knight et al. (1993a) that mothers who feel more comfortable 

with the Mexican culture have children who are engaged in more ethnic role behaviors. 

Perhaps the mothers that are more comfortable with the Enghsh language than the 

Spanish language are less again traditional and have children that are also less traditional 

and are involved in less ethnic role behaviors. Thus, mother's language acculturation 

may be another important predictor of child use of ethnic role behaviors. Finally, 

children that had many Mexican objects displayed in the home were involved in less 
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ethnic role behaviors than children that did not have many Mexican objects displayed in 

the home. These findings contradict the findings by Knight et al. (1993c) that indicate 

that mothers who scored high in Mexicanism had more objects in the home and tended to 

have children who used more ethnic role behaviors. 

Relationship Between Ethnic Identity and Social Competence 
of 8-year-old Mexican-American Children in Two Towns 

Finally, the present study explored the implications of having a high or a low 

ethnic identity on another domain of development. Child ethnic identity is often 

correlated with academic performance and mental health but little importance has been 

placed on its implications to social competence. Therefore, this study explored the 

relationship between ethnic identity and social competence (social skills and problem 

behaviors). The present study is the first to document the relationship between ethnic 

identity and social competence. Moreover, it is the first study to compare the relationship 

between ethnic identity and social competence in two towns that differ greatly in 

proximity to Mexico, minority/majority status, and ethnic empowerment. 

In terms of ethnic self-identification, children from Lubbock who self-identified 

correctly had fewer social problems overall. No significant results were found between 

ethnic self-identification and social competence for the children from El Paso. Perhaps 

ethnic self-identification may be an important factor in social competence for the children 

from Lubbock only. In accordance with the findings in the present study, the children 

from Lubbock had an easier time in self-identification than the children from El Paso. 
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Thus, Lubbock chUdren's ability to self-identity seems to be very beneficial for their 

social competence. 

Children from El Paso with high ethnic constancy had fewer social problems. No 

significant results were found between ethnic constancy and social competence for the 

children from Lubbock. El Paso children that understand ethnic constancy may be more 

willmg to accept and prefer ethnic activities than children from Lubbock. In tum, this 

acceptance of culture may help them to have fewer social problems overall. 

In Lubbock, chUdren who had more ethnic knowledge were more assertive while 

the children from El Paso who had more knowledge had fewer attention problems. 

Although children in both towns have the same amount of ethnic knowledge, ethnic 

knowledge may serve them a different function depending on the dynamics of town in 

where they live. Children from Lubbock who had more positive feelings about being 

Mexican-American and who preferred more Mexican activities than Anglo activities 

were less withdrawn. Also, chUdren from Lubbock who engaged in ethnic role behaviors 

were more socially competent overall. No significant results were found between the 

ethnic feelings and preferences, and use of ethnic role behaviors and social competence 

for the children from El Paso. 

The present study suggests that being a member of a minority group has positive 

outcomes in terms of social competence. Lubbock children, who experience a minority 

status, seem to benefit more from high ethnic identification than children from El Paso, 

who experience a majority status. Perhaps children from Lubbock experience an identity 

crisis in terms of ethnicity because they are part of the minority group, in which ethnicity 

is a salient part of their self-concept. In resolving this identity crisis, accepting their 
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minority status and the roles and behaviors that go along with the culture may help 

children understand who they are and where they come from. This acceptance and 

understanding of themselves may further help children understand other cultures and may 

increase their social competence. 

Other Findings 

During the child ethnic identity interviews the researcher noticed two important 

interesting findings regarding the names of the children. First, most of the children's 

names were not common Mexican names but rather Anglo names. And second, some 

children with Mexican names preferred to be called something similar to their name but 

that sounded Anglo (e.g., Jose to Joey). Although the literature does not focus on the 

name of the chUd as a component of ethnic self-identification, the children's attitudes and 

self-conception of their names seemed to have an effect on how they felt about 

themselves while they answered the interview. Thus, a set of two-tailed Pearson 

correlations was conducted in order to see if the children's names had an effect on their 

ethnic identity. 

The first correlation looked at the child's formal name (i.e., name given by the 

mother). The child received a score of 1 if the name was Mexican sounding (e.g., 

Esmeralda), a 2 if the name could be either Mexican or Anglo sounding (e.g., Oscar), and 

a 3 if the child's name was Anglo (e.g., Shawn). The second correlation looked at the 

child's preferred name (i.e., name child wanted to be caUed). The chUd received a score 

of 1 if the name was pronounced Mexican (e.g., Veronica), and a 2 if the child's name 

was pronounced Anglo (e.g., Raymond rather than Ram6n). 
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The formal name and the preferred name of the child were compared with one 

another and with the child ethnic identity variables (CEIQ), the parent ethnic identity 

variables (PEIQ), the social skill variables (SSRS) and the problem behavior variables 

(CBCL). Descriptive resuhs demonstrate that for Lubbock, 28%) of the children's names 

were Mexican sounding, 28%) could be either Mexican or Anglo sounding, and 44%o were 

Anglo sounding names. In El Paso, 24%) were Mexican sounding, 32% could be either 

Mexican or Anglo sounding, and 44%o were Anglo sounding names. A Univariate 

Analysis of Variance (ANOVA) demonstrated no significant difference in names in the 

two towns (.866). Pearson correlations show that the formal name of the child was not 

significantly correlated with many variables at all. On the other hand, the child's 

preferred name was correlated with the child's grade, generation, language, mother's 

language, number of Mexican objects in the home, mother's language and social 

acculturation. In addition, the more Anglo sounding the child's name was, the less social 

skills the child had. See Table 5.1 for the Pearson Correlation Between the Name of the 

Child, the Ethnic Identity Variables and the Variables in the Social Skills Rating System. 

Conclusions 

The present study examined the ethnic identity of eight-year-old Mexican-

American children and found that at that age, children have already started forming an 

ethnic identity. The ethnic self-identification component seemed to be easiest component 

to acquire at the age of 8 years whUe the ethnic feelings and preferences and the use of 

ethnic role behaviors components seemed to be displayed only about half of the time. 
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The ethnic constancy component and the ethnic knowledge component seemed to be the 

most difficuh components to obtain. 

When comparing the ethnic identity of eight-year-old Mexican-American children 

in Lubbock and El Paso, it was noted that children from Lubbock seem to supersede the 

children from El Paso in most of the ethnic identity components. The fact that chUdren 

from Lubbock had a better sense of ethnic identity than the chUdren from El Paso may be 

attributed to the differences in the towns. El Paso children may be able to more easily 

engage in ethnic role behaviors and not consider ethnicity a salient issue because of the 

close proximity to Mexico and the majority status children experience. Perhaps in 

Lubbock children are able to more easUy distinguish and compare ethnic differences 

between the Mexican culture and the Anglo culture. By being part of a minority group, 

Lubbock children may find ethnicity to be a more sahent part of their identity. Thus, for 

children in Lubbock, ethnicity may become a more important element of identity than for 

children from El Paso. 

In exploring the predictors of child ethnic identity, town seemed to be the most 

important predictor of ethnic identity, followed by mother's education, mother's 

employment, mother's use of the Spanish language, and the number of Mexican objects 

displayed in the home. Children whose mothers had more education seem to have more 

ethnic knowledge than children whose mothers had less education. Children from 

Lubbock had more ethnic feelings and preferences than children from El Paso. Children 

whose mothers were employed, feh more comfortable with the English language than the 

Spanish language, and had many Mexican objects displayed in the home were involved in 

less ethnic role behaviors than children whose mothers were not employed, feh more 

98 



comfortable with the Spanish language than the English language and did not have many 

Mexican objects displayed in the home. 

Findings demonstrate that higher ethnic identity leads to better social skills and 

less behavior problems within the sample. In addition, ethnic identity seemed to be more 

important for the chUdren in Lubbock than for the children in El Paso. Differences in 

social competence may again be attributed to the difference in the town's proximity to 

Mexico, minority/majority status, and ethnic empowerment. 

Implications of the Study 

The findings of the present study have many implications for parents, teachers, 

school counselors, social and educational agencies, and community service organizations 

that attend to Mexican-American children. First, since parents are the children's primary 

socialization agents, in leaming that matemal education, matemal employment, matemal 

language acculturation, and number of objects in the home are predictors of ethnic 

identity, parents can prepare themselves in order to help their children have a high ethnic 

identity. Also, understanding that a higher ethnic identity leads to better social skills and 

less behavior problems might prove helpful in teaching their chUdren about ethnicity and 

culture. 

Teachers and school counselors may also benefit from leaming the development 

and sequence of ethnic identity in order to develop interventions and educational 

strategies that are less challenging and more supportive for Mexican-American children. 

By learning that chUdren's social skUls and problem behaviors are associated with ethnic 
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identity teachers and counselors may be able to design a xariety of educational programs 

that will enrich the child's ethnic identity, and in tum their social competence. 

The fact that ethnic identity is impacted by the different influences of the town in 

which the child hves wiU help social and educational agencies that attend to Mexican-

American children to predict and prevent weak social skills or behavioral problems 

associated with children's ethnic identity. Again, by understandmg that mother's 

education, employment and language acculturation are three main predictors of ethnic 

identity, social agencies may be able to develop programs which will facilitate ethnic 

identity and thus, child's social competence. 

Service-oriented professionals working with Mexican-American children may 

benefit from the ethnic empowerment measure that assesses the minority/majority status 

and the ethnic empowerment of the town. Knowing what effects these factors have on 

ethnic identity and social competence, professionals may be able to better assist minority 

children to acquire high ethnic identities. 

Limitations and Strengths of the Study 

The present study has several important hmitations. First, although the children 

in the study were minority children, findings may only be generalized to Mexican-

American children and not to chUdren from other minority groups. Because the hves of 

Hispanics are so varied, the components of ethnic identity development may vary even 

within the same minority group. Furthermore, because chUdren's ethnic identity seems to 

be developmental and thus changes with time, findings from the present research study 

may only be generalized to children around eight years of age. 
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Because the children were recmited from the same after school programs that 

existed in both El Paso and Lubbock, the parents' socioeconomic status was assumed to 

be similar and was not accurately assessed. Differences in socioeconomic status from 

parents in Lubbock and El Paso may have effects on ethnic identity that were not 

assessed in this study. Moreover, although chUdren that participated in the study came 

from the same recmitment sources, the fact that the programs were in different towns 

leaves room for other unaccounted differences. 

Another important limitation is that the study relied heavily upon ratings of 

mothers. Fathers' education and employment (PEIQ) were based on mother reports just 

as were the children's social competence measures (SSRS and CBCL). In addition, 

although the social competence measures proved to have high reliability, they were not 

created specifically for Mexican-American children. 

The small sample size of this research study is also an important limitation. Child 

interviews were not only time consuming but also required great effort. With attrition 

problems associated with incomplete or never retumed packets, only a total of 50 

children were able to be included in the analysis. This small number not only reduces 

statistical power but also reduces generalizability to wider populations. 

The present study also had several strengths. First, and perhaps the most 

important contributions, were the new findings on ethnic identity development. The 

present study is the first to document the comparison of ethnic identity of Mexican-

American children from Lubbock and El Paso, Texas. In addition, the present study is 

also the first to provide information on the relationship between ethnic identity and social 

competence in Mexican-American children from Lubbock and El Paso. 
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Another important contribution is the measure of ethnic empowerment. Although 

a gender empowerment measure exists, there is no evidence of an ethnic empowerment 

measure being used to determine the factors that influence the ethnic identity components 

of children from different tovms. This tool is useful in determming the effects of the 

broader social ecology on ethnic identity development and is measured by two factors: 

Enghsh and Spanish language proficiency (percentage of the people that speak Spanish 

and percentage of the people that does not speak English "very well') and percentage of 

Mexican-American people in the city's political infrastmcture (i.e., city council, congress 

representatives, state legislators, and county officials such as county commissioners, 

justice of the peace, county judges, constables, and clerks). The ethnic empowerment 

measure was adapted from the gender empowerment measure. 

Another strength of the present study was the one-on-one interviews with the 

children. Interviewing children one by one after school proved to be very effective in 

collecting the data. Having the researcher devote all her time to only one chUd helped the 

child to concentrate on the questions. The child was able to ask questions and received 

clarifications if needed. 

Perhaps because the researcher was a Mexican-American female, parents seemed 

more willing to let their children participate in the study. The fact that she was bilingual 

also helped eliminate any communication problems or discrepancies between the child 

and the researcher or the parent and the researcher. Children that were primarily Spanish 

speakers were not excluded and were able to participate in the study without any 

communication problems. 
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Finally, since the same researcher interviewed the 50 children in the study, there 

was no need for interrater reliability. 

Recommendations for Future Research 

On the basis of this study, several possibUities for future research can be 

suggested. First, it is evident that further work is needed in the replication of this kind of 

study in different geographic locations. Because tovm proved to be an important 

predictor of ethnic identity, it is likely that there is wide variability in the ethnic identity 

of the same population in terms of geographic location. A number of studies have 

suggested significant difference between Mexican-Americans living in diverse 

geographical locations, thus comparative studies should be conducted in order to 

establish generality. 

Also, future research should make an attempt to test more predictors of ethnic 

identity, such as children's friendships. Because the child's family is perhaps the most 

influential source of knowledge for the child, parent variables have been incorporated and 

examined as predictors of ethnic identity. However, the findings show marginally 

significant statistics that help explain the mfluences of parental variables on ethnic 

identity but also demonstrate parental variables to be less than perfect predictors of ethnic 

identity. Future research should also take into consideration that a larger sample size 

would perhaps yield more significant results. 

Future research should also attempt to gather information regarding the child's 

social competence through more sources. Mother reported measures of social 

competence gather information regarding the child's social skills and problem behaviors 
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within the family environment. In order to evaluate children's social competence, as a 

whole, different assessments of social competence from sources outside of the family are 

necessary in determining the child's total social skUls and problem behaviors. This may 

include the use of teacher reports, or if the child is old enough, self-reports. 

Because the ethnic identity of children is developmental, it is important for future 

research to also make an accurate assessment of the child's cognitive abilities. In doing 

so, a direct statement can be made as to the relationship of cognition and children's ethnic 

identity. 

Finally, future research should increase the sample size of the study, include and 

compare other minority group children, and explore the correlations between ethnic 

identity and other domains of development. 
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APPENDIX A 

CHILDREN'S ETHNIC IDENTITY QUESTIONNAIRE 

(MODIFIED) 
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CODE# 

CHILD'S INFORMATION 

To Be Filled Out Bv Experimenter ( 

Child's Name: 

J Today's date: 

M F Date of Birth: 

Parent's Name: 

Address: 

Mother Father ChUd's generation 

City: Phone #: ( ) 

Child's grade (Fall '99) Language(s): Enghsh Spanish Label preferred 

Child Ethnic Identity 

Hi , my name is First, I want to take a picture of you. 
Now, I'm going to ask you some questions. There are no right or wrong answers and 
you won't get a grade for your answers to these questions. I want you to think about 
each question very carefully. If you don't understand and need me to repeat a 
question, let me know. Think about each question carefully and answer as best as you 
can. 
* " Don't know" responses: If the child responds "don't know" after you have tried twice 
to get a response within an available category, write "DK" beside the item and continue. 

I Ethnic Self-identification 
A. Ethnic Label 
> Instmction pretest: I'm going to say some words. Tell me after I say each word 

whether the word is about you. Are you a ? (Repeat Are you a 7 
before each word below). 

l.Boy 
2. Mother 
3. ChUd 

Y 
Y 
Y 

N 
N 
N 

4. Father 
5. Giri 

Y 
Y 

N 
N 

> Ethnic label test: Now I'm going to say some more words and after I say each 
word I want you to tell me whether the word is about you. Are you a ? 
(Repeat ̂ r^jow a ? before each word below). 

1. Japanese 
2. Hispanic 
3. Itahan 
4. Spanish 
5. Chicano 

Y N 
Y N 
Y N 
Y N 
Y N 

6. Anglo 
7. Chinese 
8. Black 
9. Mexican 
10. German 

Y N 
Y N 
Y N 
Y N 
Y N 
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* Which one of these words that is about you (words child used) is more like you 
than the others?" Write on top label preferred. Select appropriate label throughout 
the rest of the questionnaire. 

B. Ethnic Grouping 

> Instmction pretest: Experimenter mixes up the pictures of 5 animals and 5 
assorted objects. Here are pictures of some animals and things. I want you to 
put all the animals right here in this box and the ones that are not animals over 
there in the other box. Sort first two pictures for chUd. When child is done ask 
How do you know these are animals? How are the animals the same, how 
come they go together? How are the animals different from the other objects? 

^ Ethnic grouping test: Here are some pictures of some children that you don't 
know. You have never seen these children. Some of the children are Mexican 
and some of the children are not Mexican. Put the Mexican box directly in front 
of the child, the other further away. Now I want you to put all the Mexican 
children in this box and all the other children in the other box. 

*Experimenter gestures the boxes with his/her hands and then hands the pictures to 
the child. Experimenter records the child's responses by circling the letter or number 
corresponding to the sorting of the Mexican group. 

Mexican: A B C D E F 
Anglo: 1 2 3 4 5 6 

• Number of Mexican children correct: 
• Number of non Mexican chUdren correct: 
• Number of pictures not sorted by child: 

1. What is it about the children in this box that makes them Mexican'} 

*Probing: only probe twice for vague or general responses. If child responds with a 
general response ("they look Mexican"), experimenter says: Tell me more about 
(general response). Repeat the probe a second time if child continues to respond 
with a general response. Do not probe more than twice. 

2. Is there anything else you can think of that makes you think these children are 

Mexican? 
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*If the child sorts the pictures in any way other than into correct ethnic groups, the 
experimenter will sort the pictures for the child. I'm putting the Mexican children 
here in this box and the children who are not Mexican in this other box. Which is 
the box that has the Mexican children? 

Mexican box non Mexican box 
C. Ethnic self-grouping 
> Experimenter shows picture of the child to him/her. Here is a picture of you. 

Experimenter lets child look at it and react but does not comment. Now, which 
box does your picture go in? Put your picture in the box 

Child grouped self as: Mexican non-Mexican Did not group self 

D. Reason for self-grouping 
> In what way are you like the children in this box? 

*If child answers "don't know" or gives a vague answer, ask Can you think of any 

way you are like the children in this box? 

II Ethnic Constancy 

> Do you watch "Home Improvement"? Y N 
> Is the family on "Home Improvement" Mexican? Y N 
• That's right (or "«<?" if child is incorrect), the Taylor family is not Mexican. 

> Do you watch "Boy Meets World"? Y N 
> Is the family on "Boy Meets World" Mexican? Y N 
• That's right (or "«o" if child is incorrect), the Matthews family is not Mexican. 

*Replace the first hne of the statement above with one or more of the following 
names untU chUd understands what we mean by the term "Anglo." 

• Wishbone • Clueless 
• Zoboomafoo • Arnold Swartzaneger 
• Mary Kate and Ashley • Sabrina (The Teenage Witch) 

*You may also find out whom the child may know by asking 
> "What TV shows do you watch ? " 

Are they Mexican? Y N 

Are they Mexican? Y N 
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f^ Experimenter gets out photographs of children and separate Anglo and Mexican 
children Remember when you grouped these children? Gesture to the 
photographs. The Mexican chUdren were put in one box and the other children 
were put in the other box. Gesture to the Anglo children These children are 
called Anglo children. The Taylor and Matthews families are also Anglo 
people. Include other names if necessary. Can you think of anyone else on TV 
who is Anglo? ^___ 

> I'm going to ask you some questions. You are to think about the question then 
answer yes or no. If the child gives a "don't know" answer, repeat the question 
and say ''give me a yes or a no'' If child continues to say "don't know," write 
DK beside item. 

1. When you become a grovm up person, will you be Mexican? Y N 

2. If you moved to another country hke Canada or England next week, 

would you be Anglo? Y N 

3. Tomorrow if everyone you know began to call you Jones, 

would you be Mexican? Y N 

4. If you went to live with an Anglo family tomorrow, 

would you be Mexican? Y N 

5. When you are 15 years old, wiU you be Anglo? Y N 

6. If you changed your hair color to blond tomorrow, 

would you be Anglo? Y N 

III Use of Ethnic Role Behaviors 
> I'm going to ask you some questions about the things that you do. Some children 

so these things and some children don't do them. Tell me yes if you do these things 
and no if you don't 

1. Do you ever have pinatas at your birthday party? 

2. Do you ever speak Spanish at home with your family? 

3. Do you ever go to Canada to visit relatives? 

4. Do you ever eat tortUlas? 

5. Do you ever go do something special on the 4* of July? 

6. Do you ever eat hotdogs? 

7. Do you ever go to baseball games? 
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Y 

Y 

Y 

Y 

Y 

Y 

N 

N 

N 

N 

N 

N 
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Y 

Y 

Y 

Y 

Y 

Y 

Y 

N 

N 

N 

N 

N 

N 

N 

8. Do you ever go to the park or do something special for 

Cinco de Mayo? 

9. Do you ever go to Mexico to visit relatives? 

10. Do you ever go on picnics with your family? 

11. Do you ever eat enchiladas? 

12. Do you ever play hide-and-seek? 

13. Do you ever eat fried chicken? 

14. Do you ever watch Spanish television? 

IV Knowledge of Ethnic Role Behaviors 

Here are two towns. Show picture drawings. Lets pretend people are in the 
town even though you do not see them. Mexican people live in the Mexican town 
and Anglo people live in the Anglo town. This is the Mexican town. This is the 
Anglo town. Point to each tovm. Now you point to the Anglo town. Now point to 
the Mexican town. I'm going to ask you some questions about the things people do 
who live in each town. 

Place the circle board in front of the child. Point to each circle as the circles are 
described. Pretend the faces in the circle are people. This is an ALL circle, all the 
people are in the ALL circle See how all the circle is filled with people? This is a 
SOME circle, some of the people are in the SOME circle See how the circle is only 
half full? Only some people are in there. This is the NONE circle, no one is in the 
NONE circle. No people are in this circle 

> Instmction pretest: Remember, I'm going to ask you some questions about the 
things people do in each town. Now, if some people in the town do these things, 
I want you to point to the SOME circle. Point to the SOME circle. If no one in 
the town does these things, point to the NONE circle Point to the NONE circle. 
If all the people in the town do these things, point to the ALL circle. Point to 
the ALL circle. 

1. This is the Mexican tovm. Pretend there are people in the town. Can you show 
me how many people in the Mexican town have wmgs and can fly? 

2. This is the Anglo town, pretend there are people there. Now, can you show me 
how many children m the Anglo town are boys? 

3. Can you show me how many people in the Mexican town eat food? 
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^ Knowledge test (Tart AV Now I'm going to ask you some questions about things 
people do in each town. Point to the circle that gives your answer. Point to each 
town indicated by the question. (ALL=3, S0ME=2, and N0NE=1) 

A S N 

1 How many of the people in the Mexican town eat menudo? 3 2 

2. How many of the chUdren in the Anglo tovm have a pinata 

at their birthdays? 3 2 

3. How many of the people in the Anglo tovm speak Spanish at 

home or at school? 3 2 

4. How many of the people in the Anglo tovm speak French? 3 2 

5. How many of the people in the Mexican town have mariachis at 

weddings? 3 2 

6. How many of the people in the Anglo town celebrate the 4^ of July? 3 2 

7. How many of the people in the Mexican town speak French? 3 2 

8. How many of the people in the Anglo tovm celebrate 

Cinco de Mayo? 3 2 

9. How many of the children in the Mexican tovm have a pinata 

at their birthdays? 3 2 

10. How many of the people in the Mexican town celebrate 

Cinco de Mayo? 3 2 

11. How many of the people in the Anglo tovm eat hotdogs? 3 2 

12. How many of the people in the Anglo tovm go to Canada to 

visit relatives? 3 2 

13. How many of the teenage gnls m the Mexican town have 

quinceaneras? 3 2 

14. How many of the people in the Mexican tovm eat meatloaf? 3 2 

15. How many of the teenage gnls in the Anglo tovm have 

quinceaneras? 3 2 

16. How many of the people in the Mexican tovm celebrate the 

4* of July? 3 2 

118 



A S N 

17. How many of the people in the Anglo tovm have mariachis 

at weddings? 3 2 1 

18. How many of the people in the Anglo town eat menudo^ 3 2 1 

19. How many of the people in the Mexican tovm speak Spanish 

at home? 3 2 1 

20. How many of the people in the Mexican tovm go to Canada to 

visit relatives? 3 2 1 

^ Knowledge test (Tart BV Now I'm going to ask you some other questions. Point 
to the town that gives your answer. If child says "both," urge the chUd to decide 
whether Mexican or Anglo. If child persists in saying "both," write both beside 
item. 

21. A Cathohc church will be buih in one of the towns. In front of the church there will 
be a statue of the Virgin Mary and Jesus. The church will be buih in the tovm 
where people pray and go to mass a lot. In which tovm will the church be built? 

Mexican town Anglo town 

22. In one of the tovms families work together and help each other whenever they have 

problems. The families that help each other the most live in which town? 

Mexican town Anglo tovm 

23. In one of the tovms the children are always planning for their future and are doing 

things to get ready for when they grow up. In which tovm do these children live? 

Mexican tovm Anglo town 

24. The people in one of the towns want to buUd the taUest and the best buUding. They 

work everyday and every night to build a building better than any other tovm does. 

In which tovm do these people live? 

Mexican tovm Anglo town 
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25. A group of elderly people went to visit one of the two towns. They went to the 

town where the people were the most respectful to them. Which town did they go 

to? 

Mexican town Anglo town 

26. In one of the towns parents teU their children to solve their own problems and to 

learn to do things on their ovm. In which town do these chUdren hve? 

Mexican town Anglo town 

V Ethnic Preferences Scale 

/ have something here that's kind of like a picture game and it's called 
WHICH BOY/GIRL IS THE MOST LIKE YOU? I'm going to tell you about what 
each of the hoys/girls in the picture is doing and I want you to tell me which 
boy/girl is most like you. 

> Instmction pretest: In this picture, point to the picture on the left, this boy/girl 
goes swimming every afternoon after school This boy/girl, point to the picture 
on right, goes to play softballwith his/her friends every afternoon after school 
Which boy/girl is most like you? After the child makes a choice, ask Is this child 
in the picture like you a little bit, point to the SMALL circle, or a lot, point to the 
BIG circle. 

> Preference test: Now, think of the two children in these pictures as Mexican 
children. Read each item and say Point to the boy/girl who is the most like you. 
Is this boy/girl a little like you? Point to the SMALL circle. Or a lot like you? 
Point to the BIG cncle. If the chUd does not indicate a circle but merely states 
that the child is a httle or a lot like him/her, chcle the appropriate sentences 

1. For breakfast, this Mexican boy/gnl For breakfast, this Mexican boy/girl likes to 
lUies to eat sausage and eggs. eat chorizo and eggs. 

a httle a lot ahttie a lot 
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2. For dinner, this Mexican boy/girl 
likes to eat food hke hot dogs 
and hamburgers, 

a little a lot 

For dinner, this Mexican boy/girl likes to eat 
foods hke tacos and burritos. 

ahttie a lot 

3. This Mexican boy/girl likes to 
have a pinata at his/her birthday 
party. 

a little a lot 

This Mexican boy/girl likes to play pin the tail 
on the donkey at his/her birthday party. 

a little a lot 

4. This Mexican boy/girl does not 
like to dance at school on Cinco 
de Mayo. 

a little a lot 

This Mexican boy/girl likes to dance at school 
on Cinco de Mayo. 

ahttie a lot 

5. This Mexican boy/girl likes to 
play with mostly Mexican 
friends. 

a httle a lot 

This Mexican boy/girl likes to play with 
mostly Anglo friends. 

a little a lot 

6. This Mexican boy/girl likes to 
bring Mexican food to school for 
lunch, 

a little a lot 

This Mexican boy/girl does not hke to bring 
Mexican food to school for lunch. 

a little a lot 

7 This Mexican boy/girl wants to 
speak only English at school, 

a little a lot 

This Mexican boy/girl wants to speak both 
Spanish and English at school, 

a little a lot 

8. This Mexican boy/girl likes it 
when grovm-ups speak to 
him/her in Spanish, 

a httle a lot 

This Mexican boy/girl does not like it when 
grovm-ups speak to him/her in Spanish. 

a little a lot 

9. This Mexican boy/girl invites 
mostly Anglo fi-iends to his/her 
birthday party. 

a little a lot 

10. This Mexican boy/girl hkes 
his/her parents to pick him/her up 
in front of school. 

a httle a lot 

This Mexican boy/girl invites mostly Mexican 
friends to his/her birthday party. 

ahttie a lot 

This Mexican boy/girl doesn't like for his/her 
parents to pick him/her up in front of school. 

ahttie a lot 
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11 This Mexican boy/girl wants to 
speak both Spanish and English at 
school. 

a httle a lot 

This Mexican boy/girl wants to speak only 
Enghsh at school. 

a little a lot 

VI Child Language Questions 

1. Do you speak Enghsh? 

2. Do you speak Spanish? 

3. Do you understand Spanish? 

4. Do you read Spanish? 

5. Do you speak Spanish to your mom? 

6. Do you speak Spanish to your dad? 

7. Do you speak Spanish to your grandmother? 

8. Do you speak Spanish to your grandfather? 

9. Does your dad speak Spanish to you? 

10. Does your mom speak Spanish to you? 

11. Does your grandmother speak Spanish to you? 

12. Does your grandfather speak Spanish to you? 

13. Do you speak Spanish to your friends? 

Not at all 

Not at all 

Not at all 

Not at all 

Not at aU 

Not at all 

Not at all 

Not at all 

Not at all 

Not at all 

Not at all 

Not at all 

Not at all 

a little 

a little 

a little 

a little 

a little 

a little 

a little 

a little 

a little 

a little 

a littie 

a littie 

a little 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

a lot 

V Exploratory Probing 
Do you know what Anglo and Mexican mean? If child does not understand either 

meaning, make notes regarding any question child asks and you answer. 

Additional Comments: 
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CODE# 

SOCIAL SKILLS RATING SYSTEM 

SSRS (English version) 

Read each item from 1 to 38 and think anout your child's present behavior. 
Decide how often your hcUd does this behavior at home. If your child never does this 
behavior, circle the 0. If your chUd sometimes does this behavior, circle the 1. If your 
child very often does this behavior, cricle the 2. 

;How often? 
never sometimes very often 

1 

1 

EXAMPLE: 

Shows a sense of humor. 

Answers the phone approprately. 

*This parent thought that the child very often showed a sense of humor. This parent also 
thought that the chUd never answered the phone appropriately. There are no right or 
wrong answers. You may take as much time as you like. Please do not skip any items. 
* j ^ ^ U k ^ ^ U ^ U «1» * ^ « ^ * ^ ^ U « ^ ^ U mlM ^ U ^ U ^ U ^ ^ ^ U ^ U ^ U 4 ^ 4 ^ ^ U * ^ «tr ^ U ^U ^ U *3^ « ^ ^U tJ^ air »1^ ^ U ^ U ^ U 4 > ^ ^ *1^ ^ U ^U ^ ^ ^ U ^ U ^U ^ ^ ^U ^U ^U ^ k 'ie ^ U ^ t ^ ^ ^ k ^ k ^ ^ ^ ^ ^ t ^ ^ 4 f ^li* 3 ^ ^If ^U *if ) l f ^If j l f s lf ^ ^ ^ ^ ^ * ^ ^ ^ ^ * ^ * ^ i ^ ^ ^ ^ ^ * ^ ^ ^ ^ ^ i ^ ^ ^ ^ ^ i*^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ ^ J^ i^ ^ ^ * p ^ ^ S^ ^ t ^ ^ ^ ^ ^ ^ ^ t ^ ^ ^ ^ ^ ^ ^ ^ ^f» rf* rf* rft ^f» ^» ^ b ^m ^f» ^f^ ^f. ^* ^» *f» *|W ^ ^ ^f* ^f* ¥^ ¥^ *|V ^ * < |* *|fc *I* *!» 

f How often? 
sometimes very often 

2 1. Uses free time at home in an acceptable way. 

2. Keeps room clean and neat without being reminded. 

3. Speaks in an appropriate tone of voice at home. 

4. Joins group activities without being told to. 

5. Introduces hherself or himself to new people without 
being told. 

6. Responds appropriately when hit or pushed by 
other chUdren. 

7. Asks sales clerks for information or assistance. 

8. Attends to speakers at meetings such as in church or 
youth groups. 

9. Pohtely refiises unreasonable requests from others. 

10. Invites others to your home. 

11. Congratulates family members on accomplishments. 

12. Makes friends easily. 

never 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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13 Shows interest in a veriety of thmgs. 

14. Avoids situations that are likely to resuh in trouble. 

15. Puts away toys or other household property. 

16. Volunteers to help family members with tasks. 

17. Receives criticism weU. 

18. Answers the phone appropriately. 

19. Helps you with household tasks without being told. 

20. Appropriately questions houselhold mles that 
may be unfair. 

21. Attempts household tasks before askmg for your help. 

22. Controls temper when arguing with other chUdren. 

23. Is liked by others. 

24. Starts conversations rather than waiting for other to 
talk first. 

25. Ends disagreements with you calmly. 

26. Controls temper in conflict situations with you. 

27. Gives comphments to friends or other chUdren 
in the family. 

28. Completes household tasks within a reasonable time. 

29. Asks permission before using another family member's 
property. 

30. Is self-confident in social situations such as parties or 
group outings. 

31. Requests permission before leaving the house. 

32. Responds appropriately to teasing from fiiends or 
relatives of his or her ovm age. 

33. Uses tune appropriately whUe waitmg for your help 
with homework or some other task. 

34. Accepts fiiends' ideas for playmg. 

never 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

;How often? 
sometimes very often 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

0 

0 

0 

0 

0 

0 

2 

2 

2 

2 
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35. Easily changes from one activity to another. 

36. Cooperates with family members without being 
asked to do so. 

37. Acknowledges compliments or praise from friends. 

38. Reports accidents to appropriate persons. 

never 

0 

0 

0 

0 

; How often? 
sometimes 

1 

1 

1 

1 

1 

very often 

2 

2 

2 

2 
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^y 

CODE # 

CUESTIONARIO SOBRE EL COMPORTAMIENTO 
SOCL\L DEL NINO 

SSRS (Spanish version) 

Lea las preguntas del 1 al 38 y piense sobre el comportamiento actual de su 
hijo(a). Decida que tan seguido tiene su hijo(a) cada comportamiento. Si su hijo(a) 
nunca se comporta de esa manera, cncule el 0. Si su hijo(a) a veces se comporta de esa 
manera, cncule el numerol. Si su hijo(a) casi siempre se comporta de esa manera, 
cncule el niimero 2. 

EJEMPLO: ;Oue tan seguido? 

nunca a veces 

1 

1 

casi siempre 

(i) ^—y 
2 

Tiene sentido de humor. 

Contesta el telefono apropiadamente. 

*Esta persona siente que su hijo casi siempre tiene sentido de humor. Tambien siente 
que su hijo nunca contesta bien el telefono. No hay respuestas correctas o incorrectas. 
Puede tomarse todo el tiempo que sea necesario. Por favor no se salte ninguna pregunta. 

;,Oue tan seguido? 

1. Usa su tiempo libre en casa de maneras apropriadas. 

2. Mantiene su cuarto limpio y ordenado sin tener que 
recordarle. 

nunca 
0 

3. En casa, habla con tono de voz apropiado. 

4. Participa en actividades de gmpo sin tener que dechle. 

5. Se introduce a si mismo(a) con gente nueva sin tener 
que decirle. 

6. Cuando otros ninos(as) le golpean/empujan, 
responde adecuadamente. 

7. Cuando va a las ventas, sabe pedir ayuda o informacion 
a los vendedores. 

8. Atiende a reunionescomode la iglesiaogmpos juveniles. 0 

9. Se rehusa apropiadamente a pedidos de otros que no son 
rasonables. 0 

10. Invita a otros a casa. 0 

a veces casi siempre 
1 2 

2 

2 

2 

0 

0 

0 2 

2 

2 

2 
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;.Oue tan seguido? 

11 Felicita los exitos de miembros de la familia. 

12. Hace amigos(as) facilmente. 

13. Demuestra interes en una variedad de cosas. 

14. Evita situaciones que puedan resultar problematicas. 

15. Guarda jugetes u otras cosas de la casa. 

16. Ofrece ayuda en labores de miembros de la familia. 

17. Recibe bien la critica. 

18. Contesta el telefono apropriadamente. 

19. Le ayuda a usted en quehaceres domesticos sin tener 
que pedirle. 

20. Pregunta sobre reglas de casa que no son justas. 

21. Intenta quehaceres domesticos antes de pedn ayuda. 

22. Controla su temperamento al discutir con otros niiios. 

23. Es querido(a) por otros. 

24. Empieza conversaciones en vez de esperar a que otros 
hablen primero. 

25. Termina discusiones con usted calmado(a). 

26. Controla su temperamento en situaciones de conflicto 
con usted. 

27 Da elogios a amigos u otros ninos de la familia. 

28. Termina quehaceres domesticos en tiempo rasonable. 

29. Pide permiso antes de usar propiedad de otro miembro 
de la familia. 

30. Es seguro(a) de si en situaciones sociales como fiestas 
o excursiones de gmpo. 

31. Pide permiso antes de salir de casa. 

32. Responde apropiadamente a burlas de amigos o 
familiares de su misma edad. 

33. Usa el tiempo apropiadamente mientras espera su 
ayuda con la tarea u otra labor. 

nunca a veces 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

casi siempre 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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^ 

34. Acepta ideas de amigos para jugar. 

35. Gambia facilmente de una actividad a otra. 

36. Coopera con miembros de la familia sin tener que 
pedirle. 

37. Reconoce complementos o elogios de amigos. 

38. Reporta accidentes a las personas apropiadas. 

;.Oue tan seguido? 
nunca a veces casi sit 

0 1 

0 1 

0 1 

0 1 

0 1 

;mpre 

2 

2 

2 

2 

2 
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CODE# 

CHILD BEHAVIOR CHECKLIST FOR AGES 4-18 

CBCL (English version) 

Below is a list of items that describe children and youth. For each item that 
describes your child now or within the past 6 months, please circle the 2 if the item is 
very true or often true of your chUd. Circle the 1 if the item is somewhat or 
sometimes true of your chUd. If the item is not true of your child, circle the 0. Please 
answer aU itmes as well as you can, even if some do not apply to your chUd. 

EXAMPLE: not true somewhat very true or 
(as far as your know) or sometimes true often true 

Doesn 't eat well 0 1 

Whining. fo j 1 

* This parent thought that it is very true of often true that the child doesn't eat well. 
This parent also thought that it is not true that the child whines. There are no right or 
v^ong answers. You may take as much time as you like. Please do not skip any items. 
* ^^ ^^ ^^ ^^ ^̂  ^^ ^^ ^^ ^^ ^e ^^ ^^ ^̂  ^^ ^^ ^e ^̂  ^̂  ^^ ^e ^e ^̂  ^e ^̂  ^e ^̂  ^̂  ^^ ^̂  ^e ^e ^^ ^e ^̂  ^̂  ^̂  ^^ ^^ û ^* ^^ ^e ^e ^̂  ^e ^̂  ^̂  ^̂  ^^ ^^ 4e ^^ ^̂  ^t ^e ^e ^̂  ^̂  ^t ^t ^t ^^ ^t ^^ ^^ ^^ 1̂̂  ^̂  ^̂  1̂̂  ^̂  ^ ^ ^K ^K ^K ^K ^^ ^» ^W ^^ ^ ^ * ^ ^^ ^^ ^^ ^^ ^^ « t ^^ ^^ ^^ ^^ ^^ ^^ ^K ^^ ^^ ^^ ^^ ^P ^W ^^ ^^ ^^ ^^ ^^ ^m ^^ ^^ ^^ ^^ ^^ ^K ^^ ^^ ^^ ^^ ^p J ^ ^^ ^^ ^ * ^p ^^ ^^ ^ ^ ^^ ^^ ^^ ^p ^p ^ * ^p ^p ^p ^p ^p ^p ^p ^p ^p ^p 

not true somewhat very true or 
(as far as your know) or sometimes true often true 

1. Acts too young for his or her age. 0 1 2 

2. Allergy (describe): 0 1 2 

3. Argues a lot. 0 1 2 

4. Asthma. 0 1 2 

5. Behaves like opposite sex. 0 1 2 

6. Bowel movements outside toUet. 0 1 2 

7. Braggmg, boasting. 0 1 2 

8. Can't concentrate, can't pay attention for long. 0 1 2 

9. Can't get his or her mind off certain thoughts; 
obsessions (describe): 0 1 2 

10. Can't sit stUl, restless, or hyperactive. 0 1 2 

11. Chngs to aduhs or too dependent. 

12. Complains of loneliness. 

13. Confused or seems to be in a fog. 0 1 2 

14. Cries a lot. 
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^ 

not true 
(as far as your know) 

15. Cmel to animals. 

16. Cmelty, bullying, or meanness to others. 

17 Day-dreams or gets lost m his or her thoughts. 

18. Deliberately harms self or attempts suicide. 

19. Demans a lot of attention. 

20. Destroys his or her ovm things. 

21. Destroys things belonging to his or her family or 
others. 

22. Disobedient at home. 

23. Disobedient at school. 

24. Doesn t eat weU. 

25. Doesn't get along with other kids. 

26. Doesn't seem to feel guilty after misbehaving. 

27. Easily jealous. 

28. Eats or drinks things that are not food - don't 
include sweets (describe): 

somewhat 
or sometimes true 

ver> true or 
often true 

29 Fears certain animals, situations, or places, other than 
school (describe): 

30. Fears going to school. 

31. Fears he or she might think or do something bad. 

32. Feels he or she has to be perfect. 

33. Feels or complains that no one loves him or her. 

34. Feels others are out to get him or her. 

35. Feels worthless or inferior. 

36. Gets hurt a lot, accident-prone. 

37. Gets in many fights. 

38. Gets teased a lot. 

39. Hangs aroimd with others who get in trouble. 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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not true 
(as far as your know) 

40. Hears sounds or voices that aren't there (describe): 

41. Impulsive or acts without thinking. 

42. Would rather be alone than with others. 

43. Lying or cheating. 

44. Bites fingernails. 

45. Nervous, highstmng, or tense. 

46. Nervous movements or twitching (describe): 

47. Nightmares. 

48. Not liked by other kids. 

49. Constipated, doesn't move bowels. 

50. Too fearful or anxious. 

51. Feels dizzy. 

52. Feels too guilty. 

53. Overeating. 

54. Overtired. 

55. Overweight. 

56. Physical problems without known medical cause: 

a. Aches or pains. 

(not stomach or headaches) 

b. Headaches. 

c. Nausea, feels sick. 
d. Problems with eyes (not if corrected by glasses) 

(describe): . 

somewhat 
or sometimes true 

e. Rashes or other skin problems, 

f Stomachaches or cramps, 

g. Vomiting, thowing up. 

h. Other (describe): 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

very true or 
often true 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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not true 
(as far as your know) 

57. Physically attacks people 

58. Picks nose, skin, or other parts of body 
(describa): _ ^ 

somewhat 
or sometimes true 

1 

59. Plays with ovm sex parts in public. 

60. Plays with ovm sex parts too much. 

61. Poor school work. 

62. Poorly coordinated or clumsy. 

63. Prefers bemg with older kids. 

64. Prefers being with younger kids. 

65. Refuses to talk. 

66. Repeates certain acts over and over; compulsions 
(describe): 

67 Runs away from home. 

68. Screams a lot. 

69. Secretive, keeps things to self 

70. Sees things that aren't there 
(describe): 

71 Self-conscious or easily embarrassed. 

72. Sets fires. 

73. Sexual problems (describe): 

74. Showmg off or clovming. 

75. Shy or timid. 

76. Sleeps less than most kids. 

77. Sleeps more than most kids during day and/or night 
(describe): 

78. Smears or plays with bowel movements. 

79. Speech problem (describe): 

80. Stares blankly. 

81. Steals at home. 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

ver\ true or 
often true 

o 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

135 



^ 

not true 
(as far as your know) 

82. Steals outside the home. 

83. Stores up things he or she doesn't need (describe): 

84. Strange behavior (describe): 

85. Strange ideas (describe): 

86. Stubbom, suUen, or irritable. 

87. Sudden changes in mood or feelings. 

88. Sulks a lot. 

89. Suspicious. 

90. Swearing or obscene language. 

91. Talks about killmg self 

92. Talks or waUcs in sleep (describe): _ 

93. Talks too much. 

94. Teases a lot. 

95. Temper tantmms or hot temper. 

96. Thinks about sex too much. 

97. Threatens people. 

98. Thumb-suckmg. 

99. Too concemed with neatness or cleanliness. 

100. Trouble sleeping (describe): 

101. Tmancy, skips school. 

102. Underactive, slow movmg, or lacks energy 

103. Unhappy, sad, or depressed. 

104. Unusually loud. 

105. Uses alcohol or dmgs fro nonmedical purposes 
(describe): 

106. Vandalism. 
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somewha 
or sometimes 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

ver> true or 
rue often true 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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107. 

108. 

109. 

110. 

111. 

112. 

113. 

not true 
(as far as your know) 

Wets self during the day. 

Wets the bed. 

Whining. 

Wishes to be of opposite sex. 

Withdrawn, doesn't get involved with others. 

Worries. 

Please write in any other problems your child has 
that were not listed above: 

or 

0 

0 

0 

0 

0 

0 

0 

0 

0 

somewhat 
sometimes true 

1 

1 

1 

1 

1 

1 

1 

1 

1 

very true or 
often true 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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CODE# 

CUESTIONARIO SOBRE EL COMPORTAMIENTO 
DE NINOS(AS) DE 4-18 ANOS 

CBCL (Spanish version) 

Aqui hay una lista de frases que describen a los(las) ninos(as) y jovenes. Para 
cada frase que describa como es su hijo(a) ahora o durante los ultimos seis meses haga 
un circulo en el numero 2 si la frase describe a su hijo(a) muy a menudo. Haga un 
circulo en el numero 1 si la frase describe a su hijo(a) en cierta manera o algunas veces. 
Haga un circulo en el 0 si la descripci6n con respecto a su hijo(a) no es cierta. Por favor 
conteste todas las frases de la mejor manera posible, inclusive si alguna de eUas parecen 
no describir a su hijo(a). 

EJEMPLO: 

No come bien 

Se queja mucho 

no es cierto en cierta manera, muy cierto o 
(que sepa usted) algunas veces a menudo 

*Esta persona siente que es muy cierto que su hijo no come bien. Tambien siente que no 
es cierto que su hijo se queja mucho. No hay respuestas correctas o incorrectas. Puede 
tomarse todo el tiempo que sea necesario. Por favor no se salte ninguna pregunta. 
5JC 3jw y^ 3|t 5|w 5|C J|v 5|C 5|* 3|* * | * 5|C #|% JJ» 5|C 3|t 7|^ J|% ^% 3|C J|^ ^% *|» J | * ?|C JjC *|> JJ^ #|% * p ^ * ^ * ^> * | * ^p ^p ^> ^ » ^p Jp ^p ^p * p •'p ^ * ^p ^p ^p ^ p ^p ^ p ^p ^p ^p ^p ^p ^^ * ^ ^ p * p ^ p ^ p ^p ^ p ^ p ^p ^ p ^ p ^ p ^ t ^ p ^ * 

no es cierto en cierta manera, 
(que sepa usted) algunas veces 

1. Actua como si fuera mucho menor que su edad. 0 

2. Padece de alergias (describa): 0 

3. Discute mucho. 0 

4. Padece de asma. 0 

5. Se comporta como si fiiera del sexo opuesto. 0 

6. Hace sus necesidades fliera del inodoro. 0 

7. Es presumido(a), engreido(a). 0 

8. No puede concentrarse o prestar atencion por. 
mucho tiempo. 0 

9. No puede quitarse de la mente ciertos pensamientos; 
esta obsesionado(a) (describa): 0 

10. No puede quedarse quieto(a); es inquieto(a) o 
hiperactive(a). 0 
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muy cierto o 
a menudo 

2 

2 

2 

2 

2 

2 

2 
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no es cierto 
(que sepa usted) 

11. Es demasiado dependiente o apegado(a) 
a algunos aduhos. 

12. Se queja de que se siente solo(a). 

13 Esta coiifundido(a) o parece como si estuviera 
en las nubes. 

14. Llora mucho. 

15. Es cmel con los animales. 

16. Es agresivo(a), cmel o malo(a) con los demas. 

17. Sueiia despierto(a); se pierde en sus propios 
pensamientos. 

18. Se hace dano a si mismo deliberadamente o ha 
intentado suicidarse. 

19 Exige mucha atencion. 

20. Destmye sus propias cosas. 

21. Destmye las cosas de sus familiares o de otras 
personas. 

22. Desobedece en casa. 

23. Desobedece en la escuela. 

24. No come bien. 

25. No se Ueva bien con otros ninos(as). 

26. No parece sentirse culpable despues de portarse mal. 

27. Se pone celoso(a) facilmente. 

28. Come o bebe lo que no es alimento - no incluya dulces 
(describa): 

29. Tiene miedo a ciertas situaciones, animales o lugares 
- no incluya a la escuela (describa): 

30. Le da mieda ir a la escuela. 

en cierta manera. 
algunas veces 

muy cierto o 
a menudo 

31. Tiene miedo de que pueda pensar o hacer algo malo. 

32. Cree que tiene que ser perfecto(a). 

33. Cree que o se queja de que nadie lo/la quiere. 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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^ 

no es cierto 
(que sepa usted) 

34. Cree que los demas lo/la quieren perjudicar. 

35. Se siente inferior o cree que no vale nada. 

36. Se lastima accidentalment con mucha frecuencia, 
propenso a accidentes. 

37. Pelea mucho. 

38. Los demas se burlan de el/ella a menudo. 

39. Se junta con ninos(as) que se meten en problemas. 

40. Oye sonidos o voces que no existen (describa): 

41. Impulsivo; actiia sin pensar. 

42. Prefiere mas estar solo que con otras personas. 

43. Dice mentiras o engana. 

44. Se muerde las unas. 

45. Nervioso(a), tenso(a). 

46. Movimientos involuntarios o tics (describa): 

47. Pesadillas. 

48. No les cae bien a otros ninos(as). 

49. Padece de estrenimiento. 

50. Demasiado ansioso(a) o miedoso(a). 

51. Se siente mareado(a). 

52. Se siente culpable por cualquier cosa. 

53. Come demasiado. 

54. Se cansa demasiado. 

55. Pesa demasiado. 

56. Problemas fisicos sin causa medica: 

a. Dolores o molestias. 
(sin que scan del estomago o dolores de cabeza) 

b. Dolores de cabeza. 

en cierta manera, 
algunas veces 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

muy cierto o 
a menudo 

0 

0 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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no es cierto en cierta manera, 
(que sepa usted) algunas veces 

muy cierto o 
a menudo 

c. Nauseas, se siente mal. 

d. Problemas con ojos - no si usa lenes (describa): 

0 

e. SalpuUido o irritacion en la piel. 

f Dolores de estbmago o retortijones. 

g. Vomitos. 

h. Otros (describa): 

57. Ataca a la gente fisicamente. 

58. Mete el dedo en la nariz, se arana la piel u otras partes 
del cuerpo (describa): 

59. Juega con sus partes sexuales en publico. 

60. Juega demasiado con sus partes sexuales. 

61. Tabajo deficiente en la escuela. 

62. Mala coordinacion o torpeza. 

63. Prefiere estar con ninos(as) mayores que el/ella. 

64. Prefiere estar con ninos(as) menores que el/ella. 

65. Se rehusa a hablar. 

66. Repite ciertas acciones una y otra vez, compulsiones 
(describa): 

67. Se fuga de la casa. 

68. Grita mucho. 

69. Muy reseryado(a); se caUa todo. 

70. Ve cosas que no existen (describa): 

71. Cohibido(a) o se avergiienza con facihdad. 

72. Prende fiiegos. 

73. Problemas sexuales (describa): 

74. Le gusta Uamar la atencion o hacerse el/la gracioso(a). 0 

75. Muy tmiido(a). 

76. Duerme menos que la mayoria de los/las ninos(as). 
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V 

no es cierto en cierta manera, 
(que sepa usted) algunas veces 

77. Duerme mas que la mayoria de los/las nihos(as) durante 
el dia y/o la noche (describa): 

78. Se unta o juega con excremento. 

79. Problemas para hablar (describa): 

80. Se queda fijo mirando el vacio. 

81. Roba en casa. 

82. Roba fuera de casa. 

83. Almacena cosas que no necesita (describa): 

84. Comportamiento raro (describa): 

85. Ideas raras (describa): 

86. Obstinado(a), malhumorado(a), irritable. 

87. Subitos cambios de humor o sentimientos. 

88. Pone mala cara. 

89. Desconfiado(a), receloso(a). 

90. Dice groserias, usa lenguaje obsceno. 

91. Habla de querer matarse. 

92. Habla o camina cuando esta dormido(a) (describa): 

93. Habla demasiado. 

94. Se burla mucho de los demas. 

95. Le dan rabietas o tiene mal genio. 

96. Piensa demasiado sobre temas sexuales. 

97. Amenaza a otros. 

98. Se chupa el dedo. 

99. Demasiado preocupado(a) por la limpieza o el orden. 

100. No duerme bien (describa): 

101. Falta a la escuela sin motivo. 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

muy cierto o 
a menudo 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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no es cierto en cierta manera, 
(que sepa usted) 

102. Poco activo(a). lento(a). o le faha energia. 

103 Infeliz, triste, o depriniido(a). 

104. Mas midoso(a) de lo comun. 

105. Toma alcohol o usa drogas - sin motivo medico 
(describa): 

106. Comete actos de vandalismo, como romper, 
ventanas u otras cosas. 

107. Se orina en la ropa durante el dia. 

108. Se orina en la cama. 

109. Se queja mucho. 

110. Desea ser del sexo opuesto. 

111. Se aisla, no se relaciona con los demas. 

112. Se preocupa mucho. 

algunas veces 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

113. Por favor anote cualquier otro problema que su nino(a) 
tenga y que no esta incluido en esta lista: 

0 

0 

0 

muy cierto o 
a menudo 

1 

1 

2 

2 

2 

2 

9 

7 
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APPENDIX F 

PARENT ETHNIC IDENTITY QUESTIONNAIRE 

(MODIFIED) 
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CODE# 

PARENT INFORMATION 

To Be FiUed Out Bv Mother and/or Father 

Mother's Name: 

Father's Name: 

Child's Name: 

Address: 

Ages of other children: 

City: 

Today's date: _ 

Date of Birth: _ 

Date of Birth: _ 

Date of Buth: _ 

Phone #: ( ) 

Family Tree 

This family tree has seven boxes to fill in on information about the child, mother, 

father, matemal grandparents, and paternal grandparents. Please fill in the place of birth 

for all seven boxes (if known). If that person was not bom in the United States and 

migrated afterward, please fill in the year of migration. If the person was bom in the 

United States, leave it blank. Also, please fill in the language(s) that person speaks. 

GRANDFATHER (Name 
Place of Birth: 

) 

If not in US, year of migration: 
Language(s) spoken: 

^ 

GRANDMOTHER (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

MOTHER (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

GRANDFATHER (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

GRANDMOTHER (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

FATHER (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

CHILD (Name 
Place of Birth: 
If not in US, year of migration: 
Language(s) spoken: 

146 

•*>v 



y 

Self-Identification 

Below is a hst of labels some people use to identify themselves. Please check the 

one label that you most often feel comfortable with and use to identify yourself 

MOTHER 

Hispanic American 

Mexican-American 

Latin American 

Spanish American 

Anglo American 

other 

Mexican 

Mexicana 

Hispanic 

_ Spanish 

Chicana 

Latina 

Hispanic American 

Mexican-American 

Latin American 

Spanish American 

Anglo American 

other 

FATHER 

Mexican 

Mexicano 

Hispanic 

Spanish 

Chicano 

Latino 

Education: 

What is the highest grade completed by you and your partner? 

MOTHER 

elementary school 

middle school 

some high school 

high school graduate 

technical school 

some coUege (A. A. degree) 

college graduate 

some graduate school 

graduate school 

FATHER 

elementary school 

middle school 

some high school 

high school graduate 

technical school 

some coUege (A. A. degree) 

college graduate 

some graduate school 

graduate school 
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Occupation: 

Is Mother employed now? Circle one: Yes No 

If yes, what is the occupation? 

Is Father employed now? Circle one: Yes No 

If yes, what is his/her occupation? 

Ouestions about objects in home: 

I am also interested in knowing if you have some of objects that families of 

Mexican background sometimes have in their home. Please circle either YES (if you 

have them) or NO (if you do not have them) on the following objects. Circle one: 

1. Cathohc religious statues or candles 

2. Aztec calendar 

3. Mexican records/tapes/CD's 

4. Zarape 

5. Cmcifix or rosary 

6. Mexican pottery (like masetas or jarros) 

7. Mexican flag 

8. Pictures of famous Mexicans or Mexican Americans 

9. Mexican Calendar 

10. Comal 

11. Molcajete 

12. Pictures or statues of Mexicans or Mexican Indians 

13. Ristras of chile or garhc 

14. Spanish magazines or newspapers 

15. Sombrero 

16. Tortilla press 

17. Spanish books 

18. Mexican paintings or posters 

19. Mexican clothing (like guayavera or huaraches) 

20. Mexican jewelry (like religious medaUions or crosses) 
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Language Ouestions 

I am interested in knowing more about your involvement with both the English 

and Spanish languages and cultures. Using the scale given, please circle the number at 

the left of each question. 

l=only Spanish 

2=more Spanish than English 

3=both Spanish and English equaUy 

4=more English than Spanish 

5=only English 

Circle one: 

1 2 3 4 5 1. In general, what language(s) do you speak? 

1 2 3 4 5 2. What language(s) did you use as a child? 

1 2 3 4 5 3. What language(s) do you speak to your friends? 

1 2 3 4 5 4. What language(s) do you speak to your child? 

1 2 3 4 5 5. What language(s) does your child speak to you? 

1 2 3 4 5 6. In what language(s) do you read? 

1 2 3 4 5 7. In what language(s) do you write? 

1 2 3 4 5 8. In what language(s) do you think? 

1 2 3 4 5 9. In what language(s) do you speak when you are angry? 

1 2 3 4 5 10. In what lang;uage(s) are the television programs you usually watch? 

1 2 3 4 5 11. In what language(s) are the movies you usually watch? 

1 2 3 4 5 12. In what language(s) are the radio programs you usually listen to? 
1 2 3 4 5 13. In what language(s) are the songs (music) you usuaUy listen to? 
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Social Ouestions: 

I am interested in knowing more about your involvement with other people of 

Mexican descent and Caucasians. Using the scale given, please circle the number at the 

left of each statement. 

1= all people of Mexican descent 

2= more people of Mexican descent than Anglo 

3= about half and half 

4= more Anglo than people of Mexican descent 

5= all Anglo 

Circle one: 

1 2 3 4 5 1. Your close friends are: 

1 2 3 4 5 2. You prefer going to social gatherings/parties at which people are: 

1 2 3 4 5 3. The persons you visit are: 

1 2 3 4 5 4. The persons who visit you are: 

1 2 3 4 5 5. If you could choose your chUd's friends, you would want them to be: 
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APPENDIX G 

PARENT ETHNIC IDENTITY QUESTIONNAIRE 

(SPANISH VERSION) 
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CODE# 
INFORMACION DE PADRES 

Para ser Uenado nor madre v/o cadre 

Nombre de la Madre: 

Nombre del Padre: 

Nombre del nino(a): 

Domicilio: Ciudad: 

Edad de otros hijos(as): 

Fecha de hoy: _ 

Fecha de Nacimiento: _ 

Fecha de Nacimiento: _ 

Fecha de Nacimiento: 

Telefono: ( ) 

Arbol de Familia 

r 

Este arbol genealogico tiene siete cuadros en los cuales se pregunta informacion 

sobre el niho/la niiia, su madre, su padre, sus abuelos matemos y sus abuelos patemos. 

Por favor Uene el lugar de nacimiento de cada persona en los siete cuadros (si es 

conocido). Si la persona no nacio en los Estados Unidos y emigro despues, favor de 

llenar el ano de emigracion. Si la persona nacio en los Estados Unidos, deje ese renglon 

vacio. Favor de Uenar tambien el idioma/los idiomas que habla esa persona. 

ABUELO (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 

J ABUELO (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: I Id] 

ABUELA (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 

I i ABUELA (Nombre 

MADRE (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 

1
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 

PADRE (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 

NINO(A) (Nombre 
Lugar de Nacimiento: 
Si no en los EEUU, ano de emigracion: 
Idioma(s) hablados: 
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Identificacion de si mi.smn 

Aqui se encuentran varios nombres con los cuales personas se identifican. Favor 

de llenar el nombre con el cual usted se identifica y se siente mas comodo(a). 

MADRE 

Hispanic American 

Mexican-American 

Latin American 

Spanish American 

Anglo American 

otro 

Mexican 

Mexicana 

Hispanic 

Spanish 

Chicana 

Latina 

PADRE 

Hispanic American Mexican 

Mexican-American Mexicano 

Latin American Hispanic 

Spanish American Spanish 

Chicano 

otro Latino 

Anglo American 

Educacion: 

^Hasta que grado o ano de educacion Uegaron usted y su pareja?: 

MADRE 

escuela primaria 

secundaria 

algunos alios de preparatoria 

graduada de preparatoria 

escuela tecnica 

algunos alios de universidad 

graduada de universidad 

algo mas de universidad 

maestria o doctorado 

PADRE 

escuela primaria 

secundaria 

algunos afios de preparatoria 

graduado de preparatoria 

escuela tecnica 

algunos aiios de universidad 

graduado de universidad 

algo mas de universidad 

maestia o doctorado 
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y 

Ocupacion: 

,i,Esta la madre empleada ahora? 

^cual es su ocupacion? 

^Esta el padre empleado ahora? 

^cual es su ocupacion? 

Indique con un circulo: Si No 

Indique con un circulo: Si No 

Preguntas sobre objetos en el hogar: 

Estoy interesada en saber si tienen algunos de los objetos que familias de origen 

Mexicano a veces tienen en sus hogares. Indique con un circulo si tiene o no cada uno de 

los siguientes objetos. 

1. Estatuas o candelas rehgiosas o Catohcas 

2. Calendario Azteca 

3. Discos o grabaciones Mexicanos 

4. Zarape 

5. Cmcifijo o rosario 

6. Ceramica Mexicana (como masetas or jarros) 

7. Bandera Mexicana 

8. Cuadros de Mexicanos o Mexico-Americanos famosos 

9. Calendario Mexicano 

10. Comal 

11. Molcajete 

12. Cuadros o estatuas de Mexicanos o Indios Mexicanos 

13. Ristras de chile o ajo 

14. Peri6dicos o revistas en Espafiol 

15. Sombrero 

16. Aparato para hacer tortUlas 

17. Libros en Espanol 

18. Cuadros o carteles Mexicanos 

19. Ropa Mexicana (como guayavera o huaraches) 

20. Joy as Mexicanas (como medallas y cmces religiosas) 

Circuie uno: 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

Si 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 

No 
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Preguntas sobre el idioma-

Estoy interesada en saber mas sobre su uso del ingles y del espanol. Usando la 

siguiente escala, indique con un circulo a la izquierda de cada pregunta segun use cada 

idioma. 

1= espanol solamente 

2= mas espanol que ingles 

3= espanol e ingles igual 

4= mas ingles que espanol 

5= ingles solamente 

Circuie uno: 

1 2 3 4 5 1. En general, ^que idioma(s) habla? 

1 2 3 4 5 2. ^Que idioma(s) uso de nino(a)? 

1 2 3 4 5 3. ^Enqueidioma(s)hablaconsus amigos(as)? 

1 2 3 4 5 4.^ En que idioma(s) habla con su hijo(a)? 

1 2 3 4 5 5.^ En que idioma(s) habla su hijo(a) con usted? 

1 2 3 4 5 6.^ En que idioma(s) lee? 

1 2 3 4 5 7.<^En que idioma(s) escribe? 

1 2 3 4 5 8. <i, En que idioma(s) piensa? 

1 2 3 4 5 9.1 Que idioma(s) usa cuando esta enojado(a)? 

1 2 3 4 5 10. ^Enqueidioma(s)sonlosprogramas detelevisidnqueusted ve? 

1 2 3 4 5 11. ^ En que idioma(s) son las peliculas que usted ve? 

1 2 3 4 5 12. ^ En que idioma(s) son los programas de radio que usted escucha? 

1 2 3 4 5 13.<?,En que idioma(s) son las canciones (musica) que escucha? 
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Preguntas Sociales 

Tambien estoy interesada en saber mas sobre su participacion con otras personas 

de origen Mexicano y Anglos. Usando la siguiente escala, indique con un circulo a la 

izquierda de cada pregunta segun su respuesta. 

1= todos de origen Mexicano 

2= mas de origen Mexicano que Anglos 

3= mitad y mitad 

4= mas Anglos que de origen Mexicano 

5= todos Anglos 

Circuie uno: 

1 2 3 4 5 1. Sus amigos(as) mas cercanos son: 

1 2 3 4 5 2. Usted prefiere ir a reuniones/fiestas sociales en las cuales 
la gente es: 

1 2 3 4 5 3. Las personas que usted visita son: 

1 2 3 4 5 4. Las personas que lo/la visitan a usted son: 

1 2 3 4 5 5. Si pudiera usted elegir a los amigos de su hijo(a), le gustaria que 
flieran: 
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157 



CODE # 
PARENTAL CONSENT FORM 

1 hereby give my consent for my participation in the project entitied: Ethnic Identity Development 
of Mexican-American Children I understand that the persons responsible for this project are 
Yvonne Caldera, Ph. D. and Laura C. Villa, B.S. 

They (or their research assistants) have explained to me that the purpose of this study is to leam 
more about chUdren's knowledge of their ethnic identity. They have described the procedure of 
the project and answered any questions. 

They (or their research assistants) have also explained to me that a female researcher will 
interview my child at the daycare center. The interviews may be in English or Spanish. Also, 
they have explained the procedure of the checklist 1 am committed to fill out as a participant. 
This checkhst may also be in English or Spanish and is to be filled out at home. Each participant 
will be given an identification number in order to maintain confidentiality. 

The total duration of our participation will be approximately 25 minutes for me to fill out the 
checklist and 25 minutes for my child to be interviewed during daycare hours. 

My child will receive stickers and I will receive a certificate of participation after I have 
completed and retumed the checklist and when my child has been interviewed. 

1 may withdraw from the study without penalty at any time. M\' withdrawal will have no effect 
on my relationship with Texas Tech University or my child's daycare center. 

Only Dr. Yvonne Caldera, Laura C. Villa and their research assistants will have access to the 
records and data collected for this study. All information associated with this study will remain 
strictly confidential. 

Dr. Yvonne Caldera (742-3000) and Laura C. Villa (798-0911) will answer any questions I may 
have about this study. I may also contact the Texas Tech University Institutional Review Board 
for the Protection of Human Subjects by calling 742-3884. 

We do not expect any injuries to result from this project. If this research project causes any 
physical injury to participants in this project, treatment is not necessarily available at Texas Tech 
University nor is there necessarily any insurance carried by the University or its personnel 
applicable to cover any such injury. Financial compensation for any such injury must be 
provided through the participant's own insurance program. Further information about these 
matters may be obtained from Dr. Robert M. Sweazy, Vice Provost for Research, 742-3884, 
Room 203 Holden Hall, Texas Tech University, Lubbock, Texas 79409-1035. 

My signature indicates that my child and I will participate in this study. 

Child's Name: Date: 

Signature of Parent/Guardian; Date: 

Signature of Project Coordinator 
or authorized representative: Date: 
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CODE # 
FORMA DE CONSENTIMIENTO PATERNAL 

Por la presente, doy mi consentimiento para participar en el proyecto Uamado Ethnic ldentit\ 
Development of Mexican-American ChUdren (DesarroUo de Identidad Etnica en niiios Mexico-
Americanos V Entiendo que las personas responsables de este provecto son Yvonne Caldera. 
Ph.D. y Laura C.ViUa, B.S. 

Ellas (o sus asistentes) me han explicado que el prop6sito de este estudio es aprender sobre los 
conocimientos que tienen los ninos sobre su identidad etnica. EUas tambien me han descrito el 
procedimiento del proyecto y contestado mis preguntas. 

Ellas (o sus asistentes) me han e?q)licado que ima asistente entre\istara a mi hijo(a) en su 
guarderia. Las entrevistas podran ser en ingles o en espanol. Ellas tambien me han exphcado el 
procedimiento de la hsta que me he comprometido a llenar como participants Esta lista (para 
llenar en casa) tambien podra ser en ingles o en espanol. A cada participante se le dara im numero 
de identificacion para mantener confidencia. 

La duraci6n total de mi participacion sera de aproximadamente 25 minutos para completar la lista 
en casa y 25 minutos para que mi hijo/hija sea entrevistado(a). 

Mi hijo(a) recibira calcamonias y yo recibire un certificado de participacion despues que haya 
completado y devuelto la hsta y despues que mi hijo(a) haya sido entre\istado(a). 

Me podre retirar del estudio sin penalidad alguna en cualquier memento. El retirarme no afectara 
mi relacion con Texas Tech Universit\ ni con la guarderia de mi hijo(a). 

Solamente Yvonne Caldera, Laura C. ViUa y sus asistentes tendran acceso a los archives e 
informaci6n que se coleccione durante el estudio. Toda informaci6n asociada con este estudio 
permanecera estrictamente confidencial. 

Yvonne Caldera (742-3000) y Laura C. ViUa (798-0911) podran contestar cualquier pregunta que 
yo tenga sobre este estudio. Tambien podre ponerme en contacto con el Consejo de Re\isi6n 
Institucional de Texas Tech University' para la proteccion de sujetos humanos al Uamar al 742-
3884. 

No anticipamos ningiin tipo de daiios en este proyecto. Si este proyecto causa algun daiio fisico a 
los participantes, el tratamiento no es necessariamente disponible en Texas Tech University 
Tampoco habran seguros por parte de la Universidad o del personal para cubrir cualquier dano. 
La compensacion financiera para cualquier dano debera ser proporcionada por parte del programa 
de seguros del participante. Informacion adicional respecto a este asunto podra ser obtenida con 
Robert M. Sweazy, Vice Provost for Research, 742-3884. Room 203 Holden Hall, Texas Tech 
Universit\, Lubbock, Texas 79409-1035. 

Mi firma indica que mi hijo(a) y yo participaremos en este proyecto. 

Nombre del Nino(a): Fecha: 

Firma del Padre/Guardian: Fecha: 

Firma de la Coordinadora del Proyecto 
o representante autorizada: Fecha: 
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PERMISSION TO COPY 

In presenting this thesis in partial fulfiUment of the requirements for a 

master's degree at Texas Tech University or Texas Tech University Health Sciences 

Center, 1 agree that the Library and my major department shall make it freely 

available for research purposes. Permission to copy this thesis for scholarly 

purposes may be granted by the Director of the Library or my major professor. 

It is understood that any copying or publication of this thesis for financial gain 

shall not be allowed without my further written permission and that any user 

may be liable for copyright infringement. 

Agree (Permission is granted.) 

Students^ gnature t Jh^Ek-bM^A 

Disagree (Permission is not granted.) 

Student's Signature Date 


