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ABSTRACT 
 

Long recognized as problematic, the academic preparation of Mexican Americans 

compares unfavorably to that of mainstream students and to other minority communities 

in the United States. Facing challenges ranging from high poverty rates, lower parental 

education, dilapidated neighborhoods and communities, to a clash of culture, 

marginalized education, and ineffective strategies, Mexican American students have 

endured educational deficits that have become increasingly more difficult to overcome. 

Informed by existing research into the unique characteristics of the Mexican American 

culture which encompasses issues of language, gender, economic status, health, religious 

and secular beliefs and values, this thesis will only posit possible recommendations for 

meeting the academic needs of Mexican Americans, but will also examine social and 

economic issues and factors pertinent to the academic advancement of Mexican 

American students at the secondary level.   
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CHAPTER I 

A GENERAL INTRODUCTION AND OVERVIEW OF THE TOPIC 

 
People do not inquire concerning a Stranger, What is he? But, What can he do? If 
he has any useful Art, he is welcome; and if he exercise it, and behaves well, he 
will be respected by all that know him. 
 

Benjamin Franklin,   
 

Since the early settlement of the United States, many groups of people have 

participated in the development of the so-called American diversity. From the English 

and French settling along the Atlantic coast, the Germans, Dutch, and Swedes in the 

Midwest, to the Spaniards along the Gulf of Mexico, and the Russians along the Pacific, 

many customs, cultures, traditions, and languages have contributed to the multiplicity of 

America’s identity (Brown, 1992).  

Looking at themselves in hope of creating a distinctiveness and enrichment of the 

American self-image, these industrious, law-abiding, skillful newcomers did not come to 

the United States to assimilate, but rather came to the United States to live a life of 

freedom (Friedman, 2008). Freedom to live as they wanted, raise a family as they wanted, 

and to design their own definitions of success as they wanted (Friedman, 2008). Even 

though these typical Americans have shared a common identity grounded in freedom, life 

for many others has become just the opposite…a life of paradoxity.  

With state economics worsening and personal ideologies broadening, individuals 

have approached the United States for better opportunities for themselves and their 

families. But with the modern rapid flow of 23 and a half million immigrants including: 
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Asian Americans, European Americans, Central Americans, and Latin Americans, the 

vast flow of immigrants into the United States has created the perception that the 

opportunity of upward mobility is a dream rather than a goal (Bryant, 2008). Although 

many may achieve success, for others, the “Land of Opportunity” is far from reach. But 

how does all this become important to the field of education, and more precisely, to the 

values that meet the academic needs of Mexican American students at the secondary 

level?  

Like most Americans while accepting as true, that family, hard work, and spiritual 

reconciliation are imperative within the American community, most Mexican Americans 

also accept that education is the most important human value in a person’s life (Gonzalez, 

V., 2001). But as ethnic minorities enter the United States, the change in racial and ethnic 

compositions within the halls of American public institutions have brought many 

challenges to the learning environment.  

Internal and external determinants such as cultural identity, exceptionalities, 

language, gender, economic status, health, beliefs, values, and perceptions of education 

have all too often become important contributors to one’s academic development 

(Gonzalez, 2001). Research states that by taking awareness of socioeconomic, 

sociocultural, and other issues within the educational ambiance while providing the 

resources needed, school districts, administrators, faculty members, and parents can raise 

an opportunity to facilitate and increase the academic ability among their schools, 

students, and children (Garcia & Bayer, 2005).  
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Statement of the Problem 

 The purpose of this study is to examine the socioeconomic, sociocultural, and 

other issues that influence the academic development of Mexican American students 

while providing possible resolutions for meeting the academic needs of Mexican 

American students at the secondary level.  

Identifying the Mexican American Community 

 With the vast flow of backward and forward migration from Mexico to the United 

States, Mexican Americans presently account for 66% of the Latino population as a 

whole (Sanchez, 1997; Llagas & Snyder, 2003). Representing as the largest ethnic racial 

population in the United States, research has shown that the Hispanic population will 

soon account for more than 21% of the United States’ population in 2010 and comprise 

as half of all students in American public educational enterprises by 2025 (Lester, 2006). 

Nevertheless, to understand and appreciate the uniqueness of this source of diversity, one 

must seek to learn about the cultural dynamism of this group of people.   

The Identification of the Hispanic Population 

Historically, the Hispanic population has been depicted as a populace who 

embraces roughly twenty-four national origin groups each originating from a “distinct 

land of origin” but united by a common language and heritage (Spradlin & Parsons, 

2008; Thernstrom & Thernstrom, 2003). While this group of individuals do represent a 

common culture, researchers have given tremendous thought to seeking what proper 

identifications are necessary in distinguishing the various subgroups within this Hispanic 

community.  
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Since the early 1960s, the United States government has categorized the typical 

“Hispanic” as a large homogenous group that included people of Spanish or Latin 

American background (DeGenova, 1997; Sanchez, 1997). However, with the terms 

Hispanic and Latino being exercised interchangeably, Spradlin and Parsons (2008) have 

delineated the term Hispanic to designate Hispanic individuals who are of “Spanish 

origin but are ethnically mixed of White, Black, indigenous Indian, and/or Latin 

American.” These Hispanic individuals include, but are not limited to: Mexicans, 

Mexican Americans, Chicanos, Puerto Ricans, and Cubans. In contrast, any member 

within the Hispanic community who possesses any parentage from Latin America or 

dissents the aforementioned term is then designated to the preferred, and “politically 

correct” term—Latino (Spradlin & Parsons, 2008). However, with such terms used 

interchangeably to describe certain origins of Spanish descent, throughout this thesis, the 

terms “Hispanic” and “Latino” will refer to a group of people who embody the Spanish-

speaking culture while the term “Mexican American” will refer to the group of people 

who embrace the values, beliefs, behaviors, and patterns of Mexican ancestry.  

The Parallel Experiences of Latino Migration 

Traditionally, as Suárez (1997) expresses, as cited in DeGenova (1997), “the 

experiences of migration have meant giving up family, friends, lifestyles, and a way of 

being to learning to live with longing and displacement away from one’s paradise home.” 

With the massive influx of Latino immigrants into the United States, states such as 

Arizona, California, Colorado, Florida, Illinois, New Jersey, New Mexico, New York, 

and Texas have all continued to provide 90% of the racial and cultural makeup of this 
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ethnic community (Spradlin & Parsons, 2008). But despite the fact that certain Latino 

immigrants have resided in the United States for as long as one can remember, for others, 

the journey to the mainland has become of latter-day.  

Puerto Rican Migration 

The story of Puerto Rican migration to the United States began as early as the late 

nineteenth century. With the passing of the Jones Act of 1917 (this granted all Puerto 

Ricans dual-citizenship and allowed many to move freely between the United States and 

Puerto Rico in search of employment opportunities), the incipience of World War II, and 

the consequential need for United States’ labor, Puerto Ricans pressed westward in quest 

of economic prosperity (DeGenova, 1997; Carrasquillo, 1997). But the greatest thrust of 

Puerto Rican migration to the United States proliferated when an unbalanced colonial and 

societal economy forced many personal ideologies of family and community to be put 

aside for the possibility of upward mobility (DeGenova, 1997; Carrasquillo, 1997; 

Rodriguez, E., n.d.).     

In the midst of economic and cultural hardship, unsatisfactory labor, and a 

country becoming an “unincorporated territory” of the United States, Puerto Ricans were 

compelled to reposition themselves between the United States’ mainland and their so-

called paradise island (DeGenova, 1997; Carrasquillo, 1997; Rodriguez, E., n.d.).  

However, from the varied migrational experiences among Puerto Ricans to the 

extent in which individual Puerto Ricans have adapted to the American way of living, 

Puerto Ricans have accounted for more than 9% of the total Latino population in the 

United States (Ramirez & de la Cruz, 2003). But the migrational adjustment to the United 
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States has also meant living a “life of necessity rather than a life of choice” (DeGenova, 

1997; Carrasquillo, 1997). With a poverty rate of 60%, Puerto Ricans continue to remain 

the poorest subgroup of the Hispanic population in the United States (United States 

Census Bureau, 2009). Although “trading a lush tropical island for a unique merging of 

American culture,” these diverse individuals have been considered to be part of the 

greatest transmigrational current in American history (DeGenova, 1997; Carasquillo, 

1997).   

Cuban Migration 

Resembling the transmigration experiences of those around her, Cuban political 

sovereignty became the pinnacle of the many westward movements from Cuba to the 

United States. With Fidel Castro’s rise to power in 1961 and the establishment of a 

Marxist-Leninist ideological administration, many Cuban immigrants were compelled to 

depart from their beloved country. By air or by sea, as many as 150,000 refugees took to 

the shores of the United States (DeGenova, 1997; Suárez, 1997). Dominated by 

professionalism, personal wealth, and an élite social status, this first wave of Cuban 

settlers, effortlessly adjusted to the political, educational, and societal ways of American 

society (Jasinski, 2000). But unlike its predecessor, forced restrictions imposed by the 

Cuban government made the second wave transmigration experience to the United States 

very difficult (DeGenova, 1997; Suárez, 1997).  

Estimating at 75,000, this second wave of Cuban middle-class professionals and 

skilled workers in search of political and religious freedom were forbidden by the Cuban 

government to transport any personal belongings to their newly arrived destination 
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(DeGenova, 1997; Suárez, 1997; Jasinski, 2000). But in spite of the inauspicious 

circumstances surrounding their entry, these Cuban settlers nonetheless, were welcomed 

and supported acquiescently by the United States government (DeGenova, 1997; Suárez, 

1997; Jasinski, 2000).  

The third wave of Cuban immigrants on the other hand, although living in a 

socialistic government for much of their lives, were determined in sustaining their 

personal, political, and economic freedom that became so caliber to their existence of 

daily living (DeGenova, 1997; Suárez, 1997; Jasinski, 2000, Spradlin & Parsons, 2008). 

Forced into exile, these “social undesirables” as they were often characterized, were less 

educated, possessed a lower socioeconomic status, and were often marginalized based on 

sexual orientation and/or criminal activity (DeGenova, 1997; Suárez, 1997; Jasinski, 

2000, Spradlin & Parsons, 2008). But despite their many challenges brought forth by 

upheaval and violence, this unique group continues to press forward while adapting to the 

American standard of living.  

Although Cuban migration has resulted in considerable consternation, the 

endeavor in surmounting a history of oppression and political exploitation has become 

indispensable. Never settling for less, Cuban Americans to date, account for more than 

4% of the total Latino population in the United States while being regarded as one of the 

few prosperous and successful Hispanic racial groups in the United States (Ramirez & de 

la Cruz, 2003; DeGenova, 1997; Suárez, 1997; Spradlin & Parsons, 2008).  
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Mexican Migration 

From original settlers of the United States to migrant individuals traveling from 

afar, Mexicans have journeyed continuously to and from Mexico and the United States in 

pursuit of economic prosperity. Irrespective of being one of the fastest-growing Hispanic 

communities in the United States, the migrational story of Mexican immigrants has often 

been characterized by the erratic pandemoniums of Mexican life: politics, economics, 

culture, and society. Much like the Puerto Ricans with state economics, revolutions, 

unemployment, and poverty worsening in their home country, American life seemed less 

oppressive than life in Mexico.  

Dissatisfied with the malcontents of the Mexican Revolution and attracted by the 

seeming prosperity and peace in the United States, the United States in the early 1900s, 

especially after 1910, began to witness a massive influx of newly arrived immigrants 

from her southern neighbor (Gonzales, 1999). Settling in the region closest to the United 

States and Mexican border, many Mexicans found work in the agriculture, mining, and 

service industries such as construction sites, public works systems, service and food 

establishments, lumbering camps, railroad constructions, and farming/ranching industries 

(Gonzales, 1999; Thernstrom & Thernstrom, 2003).   

By well into the 1940s, this trend of Mexican migration to the United States 

continued. With the outbreak of World War II and the 1941 bombing of Pearl Harbor, 

this “colossal conflict,” as described by Manuel G. Gonzales (1999), represented once 

again as an opportunity for Mexicans to penetrate and contribute to the life of Western 

American society. Immediately, a mere 500,000 mexicanos enlisted in the United States 
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Armed Forces envisioning improvement in their socioeconomic status. While a select few 

tendered their service to the American call of duty, others contributed their effort to the 

war by participating in organized labor (Meyer, Sherman, & Deeds, 2003; Gonzales, 

1999).  

In dire need of labor to meet the depleted demand of its workforce (i.e. in 

America), the Braceros, as the program came to be known, allotted more than 300,000 

Mexicans in twenty-five states to serve as agricultural and manual laborers (Meyer, 

Sherman, & Deeds, 2003; DeGenova, 1997). Receiving free transportation to and from 

their living quarters along with 46 cents per hour, Mexican workers settled into the level 

of economic opportunity that was available to them (Meyer, Sherman, & Deeds, 2003; 

Thernstrom & Thernstrom, 2003).   

Although researchers have reported between 300,000 and 400,000 Mexicans to 

have entered the United States during 1990s, Mexican immigration continues to change 

the demographics of the United States (Gonzales, 1999; Ramirez & de la Cruz, 2003). 

Accounting for more than 67% of the entire Latino population, this racially ethnic group 

has become the largest Hispanic community in the United States (Gonzales, 1999; 

Ramirez & de la Cruz, 2003; Massey & Sana, 2003; Spradlin & Parsons, 2008; 

DeGenova, 1997; Pew Hispanic Center, 2009).   

Status and Trends in the Education of Mexican Americans 

Looking ahead to the 21st century, many understand, like Mexican Americans, 

that America’s ladder of success is gained only by the measure to which education is 

obtained. While education facilitates the flow of knowledge and skills needed to climb 
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the ladder of success, Mexican Americans continuously resemble the largest racial and 

ethnic group suffering from the lowest educational attainment in the United States (Yosso 

& Solórzano, 2006).  

 Despite the fact that almost half a million American students drop out of school, 

and approximately one-third of all high school students who enter the ninth grade fail to 

complete the basic requirements needed for high school graduation, an even greater 

number of non-high school completion rates exist among Mexican American minorities 

in the United States (Ream & Rumberger, 2008). In 2007, the United States Department 

of Education reported that Mexican Americans, standing at 22%, had the highest dropout 

rate compared to all ethnic minorities in the United States, including American Indians, 

(14%), African Americans, (10%), South Americans, (9%), Anglo Americans, (6%), and 

Pacific Islanders, (3%) (KewalRamani, Gilbertson, Fox, & Provasnik, 2007). In fact, 

Mexican Americans, with a mere 26%, continue to lead Puerto Ricans, Dominican 

Republicans, Cubans, and other Latino populations with the highest percentage of non-

completion rates at the secondary level (KewalRamani, Gilbertson, Fox, & Provasnik, 

2007). Moreover, according to the National Center for Education Statistics (2003), 

Mexican Americans are also more likely than any other racial or ethnic group to 

withdraw from a secondary institution before completing the 10th grade.  

Although the Hispanic population continues to retain a lower percentage of high 

school completion rates, 64% of Mexican Americans, compared to Anglo and African 

Americans, complete the basic requirements for high school graduation (Llagas & 

Snyder, 2003). Regardless, as the Mexican American population attempts to increase the 
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overall high school education received, staggering enough, Mexican Americans continue 

to be far from being the medium participators in education. But why has this become 

such an importance?  

In 2000, the United States Census Bureau reported that for every 100 Mexican 

Americans who began elementary school, only 46 continued on to graduate (Ojeda & 

Flores, 2008). With the educational gap widening among the minority community such as 

this, the United States’ economic and social capital will result in serious regressions. 

Unemployment and advancement in America’s workforce will become limited, health 

care readily unavailable, delinquency acts and substance abuse will increase, and a tighter 

dependency on social services will emerge (Ream & Rumberger, 2008; Wayman, 2002). 

And most importantly, America’s future will devolve into a society filled with 

individuals whose educational attainment is below that of the rest of the nation and 

perhaps, to that of the rest of the world. Therefore, with two-thirds of the United States’ 

Latino population being represented by Mexican descent, the issue of underachievement 

among Mexican American students has led many individuals, researchers, and educators 

alike to examine the educational barriers facing this population.  

Although this thesis does not focus its premise surrounding early high school 

departure, it does however, concentrate on the nature of the influences that envelop the 

dilemmas among Mexican American education. Encircled by cultural identity, 

exceptionalities, language, gender, economic status, health, beliefs, values, and 

perceptions of education, this thesis will examine the socioeconomic, sociocultural, and 

other issues that influence the academic development of Mexican American students 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

12 
 

while providing possible resolutions for meeting the academic needs of Mexican 

American students at the secondary level.  
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CHAPTER II 

THE ROLE OF SOCIOECONOMIC STATUS ON MEXICAN 

AMERICAN EDUCATION 

 

A General Overview of Poverty in the United States 

As poverty has become the leading factor underlying the many problems most 

children face in today’s economic endeavor, it continues to pose as a serious challenge to 

the potential and quality of learning that many students need in order to become 

successful in education. With a significant number of American families living in poor 

and extreme environments, the enduring challenge against the war on poverty has 

become more difficult to win than imagined.  

In 1992, 20% of American children under the age of 18 were living below the 

United States’ poverty threshold in comparison to 9% in Canada, 9% in Australia, 7% in 

the United Kingdom, 5% in France, 4% in Holland, 3% in Germany, and 2% in Sweden 

(Gonzalez, V., 2001; Smeeding, 1992). Altogether, in 2009 20% of American children 

continued to live below the national poverty threshold (United States Census Bureau, 

2009; Gonzalez, V., 2001; Pew Hispanic Center, 2009). With results such as these, it can 

be stated that for every ten Americans residing in the United States: one exceedingly 

continues to live in abject poverty (Fellow, 2007). (i.e. For more information regarding 

poverty in the United States, see Table 4. People and Families in Poverty by Selected 

Characteristics: 2008 and 2009).  
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Although the condition of poverty among American children has remained 

eminently high, the condition of poverty among the ethnic minority population in the 

United States has remained even higher. According to KewalRamani, Gilbertson, Fox, 

and Provasnik (2007), the condition of poverty in 2006 among African Americans (30%), 

Native Americans (27%), and Alaskan natives (27%), ranged higher than for Whites 

(10%) and Asians (10%). Moreover, at present, 30% of Mexican American children 

under the age of 18 are currently said to be below the United States poverty threshold 

(For more information regarding poverty in the United States, see Table 26. Poverty 

Status of the Population by Sex, Age, and Hispanic Origin Type: 2007) (U.S. Census 

Bureau, 2009; Statistical Abstract of the United States, 2006; Burney & Beilke, 2008; 

Brown, Santiago, Toscano, Montoya, Laurel, & Gonzales, 1999; Van Hook, Brown, & 

Kwenda, 2004).  With a percentage rate such as this, it can clearly be stated that Mexican 

American children are currently exemplified as one of the poorest subgroups compared to 

other ethnic racial minority groups in the United States (Brown, Santiago, Toscano, 

Montoya, Laurel, & Gonzales, 1999; Van Hook, Brown, & Kwenda, 2004; Statistical 

Abstract of the United States, 2006; Burney & Beilke, 2008; U.S. Census Bureau, 2009). 

But why have the consequences of growing up and living in communities of extreme 

paucity become an unsolvable problem? Furthermore, what constitutes an individual to 

live in such an impecuniousness circumstance?  

The American Heritage College Dictionary (1993) defines poverty as the “state of 

one who lacks a usual or socially acceptable amount of money or material possessions” 

(Costello, 1993). Fellow (2007) on the other hand, extends the term as, “a measure of a 
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family’s resources against an assessment of its basic needs.” But how does this become 

significant to the educational achievement of Mexican Americans?  

Poverty is said to exist when individuals lack the necessary means to satisfy their 

basic needs. With many individuals living in impoverished communities caused by 

unified factors such as high parental unemployment status, disruptions in family 

structure, and low parental education, many children, especially Mexican Americans, are 

often times forced into a situation of hardship (Payne, 1996). Because poverty has 

become a fact of life, for many children, they will take to the unawares of the unsatisfied 

essentials of daily life: “not having enough to eat, living in substandard housing, 

deteriorating neighborhoods, lacking adequate supervision, going without adequate health 

care, and having limited opportunities for involvement in enriching activities”—such as 

education (Bresette & Hormuth, 1995).   

But in view of Hispanics being twice more likely than any other ethnic group to 

remain in poverty, Mexican Americans are more reluctant to suffer from the lowest 

educational attainment in the United States (Lockwood, 1996). Needless to say, the most 

common problem in this area stems not only from poverty itself, but rather from the 

external factors of one’s socioeconomic status.  

Unlike poverty, socioeconomic status is the “combination of economic and social 

factors that describes an individual or family according to wealth, power, and social 

status (Papalia, Olds, & Feldman, 2001).  In like manner, the United States Social 

Security Office of Policy and Research and Analysis (n.d.) distinguishes socioeconomic 

status as “referring generally to one’s relative standing in regard to income, level of 
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education, employment, health, and access to resources.” Because researchers and 

educators alike have found positive relations between an individual’s socioeconomic 

status and one’s development of knowledge in predicting certain educational outcomes, 

this chapter will make available the socioeconomic issues (i.e. parental employment, 

parental income levels, household headships, parental education, community and 

neighborhood quality, and health) that influences the educational attainment of Mexican 

American students at the secondary level (Padilla, Y., 1996).  

Socioeconomic Status and Mexican Americans 

Perhaps the ultimate determinant against Mexican American education is the 

acknowledgement of monetary encumbrance. Having the least per year median income, 

Mexican Americans are twice more likely to live below the poverty line than any other 

racial group in the United States. According to Valdivieso (1990), the national median 

family income in 1988 totaled $32,000: just two-thirds more than a typical Mexican 

American family earning roughly $21,000. With a national average such as this, 25% of 

Mexican American individuals, staggering enough, had remained below the United 

States’ poverty threshold (Valdivieso, 1990). Gonzales (1999) also reported in 1991 that 

more than a quarter of Mexican Americans (28%), as compared to all other families 

living in the United States, were still living against the United States’ poverty threshold. 

However, with many Mexican Americans continuing to rise to middle class status, the 

reality of poverty continues to be all too apparent.  

Nearly two decades later, in 2005 the average median income level for Mexican 

Americans continued to remain inferior ($31,000) compared to Blacks ($35,000), Whites 
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($49,000), and Asians ($50,000) (Santiago, 2008). While the above-mentioned salaries 

did not reflect poverty standings, 29% of Mexican Americans were still considered to live 

in a life of insolvency (KewalRamani, Gilbertson, Fox, & Provasnik, 2007). But how 

does a family’s level of income compare with the academic achievement of Mexican 

Americans?  

For one, “when a family’s stability is threatened by poverty students will suffer 

academically” (Lambie, 2005). Since the level of one’s income begins to influence a 

child’s academic preparation and performance by the age of five, the impact of poverty 

can often challenge the mental and behavioral development of the individual therefore, 

making it more difficult for the quality of learning and the potential for learning to take 

place (Rothstein, 2004; Duncan, Brooks-Gunn, & Klebanov, 1994). Seeing that poverty 

unconstructively influences a child’s academic school performance, children living in 

impoverished environments are more likely to possess lower educational aspirations, 

lower achievement scores, lower IQ’s, and lower grades while having higher school 

grade-aged retention rates than children living in well-to-do milieus (Gonzalez, V., 2001; 

Jasinski, 2000; Duncan, Brooks-Gunn, & Kato, 1994).  

All the more, for the reason that many families are being forced into the situation 

of hardship, many individuals like most Mexican Americans drop out of school in order 

to help, work, and support their families (Jasinski, 2000). Since dropping out of school 

becomes more beneficial than a continuing education, families such as these, become less 

capable in providing the basic essentials for their children and more notably, much less 

for their child’s educational future (Hill & Sandford, 1995; Jasinski, 2000). Although 
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researchers such as Clifford Adelman (2006) have reported that certain students from 

low-income families have had the best academic preparation allowing them to earn 

degrees at the collegiate level and found greater academic achievement associated with 

higher socioeconomic status, the limitation of poverty continues to impede the 

educational attainment of Mexican Americans at the secondary level.  

Mexican Americans in the Workforce 

Attracted by political, religious, economic, and other variety of reasons, Mexican 

Americans have often found significant attraction to the abundance of economic 

opportunities in the United States. Although economic considerations have concomitantly 

pushed Mexican Americans into America’s workforce, many continue to find themselves 

servicing their needs in areas where a higher level of education becomes superfluous 

(Crowley, Lichter, & Qian, 2006; Gonzales, 1999).  

 Since the 19th century, Mexican Americans have often steered into economic 

sectors for which they were qualified for—an infamous low-skill, low-wage labor market 

(Thernstrom & Thernstrom, 2003). While committed to work, Mexican Americans have 

saturated the limited number of employment opportunities despite the depressing hourly 

wages, perilous working conditions, and under-provided living quarters provided to them 

(Gonzales, 1999; DeGenova, 1997). But with a labor force dependent on cheap labor, 

Mexican Americans have continued to dominate the agriculture, manual, and service 

industries of the United States (Crowley, Lichter, & Qian, 2006; Gonzales, 1999; 

DeGenova, 1997).  
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According to the United States Census Bureau (2009), the employment rate of 

Mexican Americans in 2008 who contributed their service in natural, construction, and 

maintenance venues, rested at 19%. Simultaneously, while 24% of Mexican Americans 

fulfilled occupations in service establishments and 19% fulfilled occupations in 

production, transportation, and material moving organizations, 15% occupied positions in 

management and professional occupancies (For more information regarding Civilian 

Occupation in the United States, see Table 18. Occupation of the Civilian Employed 

Population 16 Years and Over by Sex and Hispanic Origin Type: 2008) (United States 

Census Bureau, 2009).  

But in defiance of the fact that Latinos, at 69%, hold the highest labor force 

participation rate in the United States, the most compelling determinant against the 

educational achievement among Mexican American students materializes from the level 

of parental employment status within the home (Santiago, 2008; Gonzalez, V., 2001). 

Therefore, it deems necessary to explore the fundamental relationship between the status 

of parental employment and its influences against the educational attainment of Mexican 

Americans.   

Mexican Americans and Parental Employment 

Contrary to popular belief of the American public, most parents of impoverished 

children, “are not engaging in what some call welfare as a way of life” (Fellmeth, 2005). 

According to KewalRamani, Gilbertson, Fox, and Provasnik (2007), the total labor force 

participation rate for persons ages 16 and over in 2005 rested at 68% for Hispanics, 66% 

for Asian/Pacific Islanders, 65% for Whites, and 63% for Blacks (For more information 
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regarding the employment status of Hispanics in the United States, see Table 4. 

Employment Status of the Hispanic or Latino Population by Age and Sex: 2009) 

(Household Data Annual Averages, 2009). However, of all the individuals participating 

in today’s labor force, 7.5 million American citizens (5%) are still considered “a profile 

of the working poor” (United States Department of Labor, 2009; United States Bureau of 

Labor Statistics, 2009).  

 But this large percentage of low-income working families, although working at 

least 27 weeks per year, are comprised of individuals who “struggle to find and keep 

work, pay their bills, and provide an assessment to their daily basic needs (Stanczyk, 

2009). With the Nation’s poor continuing to remain among children and adults living at 

or below the United States’ poverty threshold, it can be stated that Mexican Americans in 

juxtaposition with African Americans, continue to lead the working poor-rate among all 

other racial groups in the United States (United States Department of Labor, 2009; United 

States Bureau of Labor Statistics, 2009).  

According to the United States Census Bureau (2009), in 2007 with 94% of 

Mexican Americans representing the entire Latino labor force in the United States, 85% 

occupied full-time employment status, 16% occupied part-time employment status, and 

6% maintained a status of unemployed (For more information regarding the employment 

status of the Hispanic population in the United States, see Table 4. Employment Status of 

the Hispanic or Latino Population by Age and Sex: 2009; and Table 20. Full-Time and 

Part-Time Status of the Civilian Employed Population 16 Years and Over by Sex and 

Hispanic Origin Type: 2007; and Table 16. Labor Force and Employment Status of the 
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Civilian Population 16 Years and Over by Sex and Hispanic Origin Type: 2007) 

(KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Household Data Annual Averages, 

2009; United States Census Bureau, 2009; Santiago, 2008). In this same year, data also 

revealed that while 15% of low-income Mexican American families had at least one full-

time working parent, 44% exhibited one parent who worked part-time (For more 

information regarding Number of Hispanic working families in the United States, see 

POV06: Families by number of Working Family Members and Family Structure: 2007) 

(United States Census Bureau, 2008).  

All the same, in 2008 the employment standings among low-income Mexican 

American families continued to remain invariable. As data revealed 92% of Mexican 

Americans being employed, 83% continued to maintain full-time employment status, 

whereas 17% continued a part-time status, and 8% continued to remain jobless (For more 

information regarding the employment status of the Hispanic population in the United 

States, see Table16. Labor Force and Employment Status of the Civilian Population 16 

Years and Over by Sex and Hispanic Origin Type: 2008, and Table 20. Full-Time and 

Part-Time Status of the Civilian Employed Population 16 Years and Over by Sex and 

Hispanic Origin Type: 2008) (U.S. Census Bureau, 2009). Furthermore, while 15% of 

low-income Mexican American families continued to demonstrate full-time status, 53% 

continued an employment status of part-time (For more information regarding the 

Number of Hispanic working families in the United States, see POV06: Families by 

Number of Working Family Members and Family Structure: 2008) (United States Census 

Bureau, 2009).  
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Yet, the focus on overcoming the limitations of poverty has become one of the 

most striking variables underlying educational researchers in the present day. Of the 

many issues educators encounter when working with socially disadvantaged families 

results in understanding how the “realities of a poor environment affects the normal 

workings of family life,” especially when it inhibits the workings of Mexican American 

education (Lambie, 2005). But how is this so?  

Paul Jargowsky (n.d.), as cited in Fellow (2007), states “the poor who not only 

have to cope with their own poverty, must also cope that of those around them.” 

Therefore, when poverty hits a family structure, the negative behavior between parents, 

children, and siblings intensifies and in consequence, causing marital disruptions, 

distress, low self-esteem, depression, and withdrawal from friends and loved ones 

(Gonzalez, V., 2001; Lambie, 2005). Moreover, as the marital status becomes destroyed, 

the single parent—the only breadwinner having multiple demands, often becomes 

overworked, stressed, and/or depressed inasmuch as becoming powerless in providing the 

guidance and resources needed for child development (Gonzalez, V., 2001).  

But with 27% of Mexican American children living in a household headed by a 

single mother and 10% of Mexican American children living in a household headed by 

single father, the need to attain academic achievement becomes highly impossible for 

Mexican American students to achieve (KewalRamani, Gilbertson, Fox, & Provasnik, 

2007; Lichter & Landale, 1995; Crowley, Lichter & Qian, 2006). What is more, 

according to Hill and Sandford (1995), is that the longer a male child remains in poverty, 

his adulthood earnings diminishes 50%, and his likelihood to remain in poverty becomes 
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unavoidable. Likewise, the child’s characteristics such as interests, attitudes, perceptions, 

values, and belief systems become weakened, subsequently attracting a higher risk for 

academic failure (Gonzalez, V., 2001; Lambie, 2005).   

Additionally, the stress of financial instability can also create a “communicational 

gap that complicates the task of mutual understanding” (Lambie, 2005). With a lack of 

leadership, poorly defined boundaries, and an unstable family structure, it becomes all 

too apparent that most Mexican American students will result to street violence, 

homelessness, and illegal drugs, as well as becoming at risk for academic distress 

(Lambie, 2005; Gonzalez, V., 2001).  

Still, when attempting to explain the “educational trends and differentials” among 

Mexican Americans, the level of income, employment opportunities, and the status of 

parental employment, do not adequately capture all the differences affecting the 

educational development among Mexican American students (Burney & Beilke, 2008; 

Lambie, 2005; Crowley, Lichter, & Qian, 2006; Lichter & Landale, 1995). Therefore, 

Ojeda and Flores (2008), like other contemporary researchers, have demonstrated that 

perhaps the substandard portrait of Mexican American education is attributable to the 

adverse condition of parental education. 

Mexican Americans and Parental Education 

While Hispanics do recognize the importance of education and have made far 

more educational progress than what is usually assumed, Mexican Americans 

undoubtedly continue to lag far behind the national norm in its educational development 

(Thernstrom & Thernstrom, 2003). While the Mexican American community (38%) is 
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reported as having the lowest educational attainment among all other ethnic groups in the 

United States, the many problems affecting the school performance and high achievement 

among Mexican Americans can also be attributed to a father and/or mother’s standing in 

education (U.S. Department of Education: Institute of Education Sciences, 2010; United 

States Census Bureau, 2009). (For more information regarding the educational attainment 

of the Hispanic population in the United States, see Table 6. Educational Attainment of 

the Population 25 Years and Over by Sex and Hispanic Origin Type: 2008). 

For example, in 2005 according to KewalRamani, Gilbertson, Fox, and Provasnik 

(2007), the total percentages of American children whose father and mother were college 

graduates stood at 19% while the total percentage of Hispanic fathers and mothers who 

held at least an undergraduate degree stood at 8%. Furthermore, while 30% of American 

parents completed less than a grade school education, 42% of Hispanic parents detained 

the highest lowest level of secondary non-completion rate than any other ethnic group in 

the United States (KewalRamani, Gilbertson, Fox, & Provasnik, 2007). Not to mention, 

the total percentage of minimal completion standards for high school graduation in 2005 

also ranged higher for American parents (30%) than for Hispanic parents (29%) who also 

occupied the same level of educational attainment. But how does all this fit within the 

realm of Mexican American education?  

Children who are raised in families with greater socioeconomic resources such as 

high parental education, the level of competence in learning and involvement in school-

related activities become exceedingly heightened (Burney & Beilke, 2008; Zsembik & 

Llanes, 1996). With 88% of Mexican Americans representing the total United States’ 
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Latino population under the age of 18, alongside a 26% dropout rate, the longstanding 

assumption of a parent’s level of education could possibly affect the academic 

performances among Mexican American students at the secondary level (KewalRamani, 

Gilbertson, Fox, & Provasnik, 2007; Ojeda & Flores, 2008; Jasinski, 2000; Zsembik & 

Llanes, 1996).  

Because parents with higher levels of educational attainment associate education 

as a level of expectancy, for parents with lower levels of education, the assistance and 

unfamiliarity in the academic underpinnings and affairs of their child’s educational 

experience (i.e. homework, projects, extracurricular activities, organizations, and 

educational ambitions) can become somewhat laborious (Zsembik & Llanes, 1996; 

Jasinski, 2000). Moreover, poor levels in parental education can also limit a child’s 

exposure to certain enrichment opportunities that add to a student’s academic 

performance.  

For instance, according to Burney and Beilke (2008) and Jasinski (2000), children 

who become prematurely exposed to the skills gained from interactive reading and 

conversation, technology, and educational resources not only become better equipped and 

inclined for academic instruction, but also increase yearly average progress in reading 

and mathematics (KewalRamani, Gilbertson, Fox, & Provasnik, 2007). But with limited 

economic resources and little to no skills in education, many parents like Mexican 

Americans, not only increase the possibility for probable adult and childhood poverty, but 

also increase the probability of neglecting secondary and post-secondary achievement 

(Van Hook, Brown, & Kwenda, 2004; Ojeda & Flores, 2008; Valencia, A., 1994).  
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Mexican Americans and Community and Neighborhoods 

Although educational aspirations among Mexican American families remain 

eminently high, for many, “the consequences of growing up and living in environments 

of extreme poverty,” can often lead to a greater risk for academic failure (Fellow, 2007). 

With “46% of the Nation’s 50 largest cities containing at least one neighborhood that 

meets the United States’ 40% poverty threshold,” it is not surprising that 7-14% of 

Mexican American children in 2002 lived in communities of extreme poverty (South, 

Crowder, & Chavez, 2005; Fellow, 2007; Thernstrom & Thernstrom, 2003; Berliner, 

2009; Jargowsky, 2006).  

According to South, Crowder, and Chavez (2005), Fellow (2007), Thernstrom and 

Thernstrom (2003), and Berliner (2009), these typical Mexican American children who 

lived in impoverished communities typically resided in inner-city neighborhoods where 

housing was dilapidated, dysfunctional, and characteristically, overcrowded. More or 

less, living costs were expensive, and infrastructural facilities within the home lacked the 

basic requirements for adequate living—plumbing, electricity, sewage, and garbage 

disposal constructions (Bresette & Hormuth, 1995; Ramirez & de la Cruz, 2003). But 

with disparaging effectualities such as these, how is it that the academic achievement 

among Mexican American students becomes influenced by the ecological environment of 

an impoverished community or neighborhood?  

Numerous studies have indicated that individuals who reside within impoverished 

inner-city neighborhoods or communities become strongly affected by the constraints and 

disorganizations of one’s community or neighborhood (i.e. crime-ridden neighborhoods, 
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inadequate community services, daily expressions of intolerance and discrimination, and 

low quality, segregated schools) (Eamon, 2005; Crowley, Lichter, & Qian, 2006; Lambie, 

2005; Fellow, 2007; South, Crowder, & Chavez, 2005; Seda & Bixler-Marquez, 1994; 

Berliner, 2009; Eamon, 2005). Therefore, it is not surprising that many Mexican 

American students will exhibit unconstructive social and psychological behaviors such as 

low self-esteem, poor peer relations, depression, attempted suicide, drug/substance abuse, 

physical/sexual abuse, and behavioral misconduct both inside and outside the school 

environment (South, Crowder, & Chavez, 2005; Seda & Bixler-Marquez, 1994; Berliner, 

2009; Eamon, 2005). 

More so, Ellen and Turner (1997) have also indicated that individuals who live in 

extremely poor urban neighborhoods become strongly affected by the unavailability and 

inequality of the services delivered at the neighborhood level (i.e. public schools, 

childcare centers, pre-schools). Because most Mexican American children who live in 

impoverished communities attend highly segregated schools where faculty and staff 

members are ill-equipped, resources are unsatisfactory, and classroom instruction is 

inconsequential in encompassing the needs, the development, and the interest of the 

school-aged student, most Mexican American students will not only depreciate in school 

performance, classroom stability, and academic motivation, but will also retain a higher 

school-grade retention and years of non-completed education rate than any other ethnic 

group in the United States (Eamon, 2005; Fellow, 2007).  

But living in an isolated, high-poverty community can also lead Mexican 

American students to “underestimate the return on education” (Ellen & Turner, 1997). 
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Through social networks, peer influences, and exposure to crime and violence, students 

begin to perceive and internalize the power structure within a community.  

According to Ellen and Turner (1997), students will learn what behaviors are 

“normal” and/or “acceptable” from the individuals whom they encounter within the 

community or neighborhood. Because parents will often time communicate and teach the 

importance of work, education, and civility to their children, such principles resting on 

educational planning and time management will all too often become disregarded within 

the home environment (Wilson, 1991; Ellen & Turner, 1997). When ineffectual parents, 

through their actions or words become disconcerted with both the labor market and the 

educational system, children and teenagers will construct adversative ideologies on 

certain self-individual performances (i.e. academics, communal activities, and sentiment 

attributes) that in turn can heighten the underestimation on the return of education 

(Wilson, 1991; Ellen & Turner, 1997).  

Still and all, the most compelling educational determinant amid the community 

and neighborhood is perhaps the potential impact of peer pressure. With teenagers being 

highly influenced by their peers more than any other individuals, most studies of peer 

influences have focused “on how the values and behaviors of young individuals” shape, 

impact, and influence the lives and daily experiences of others (Ellen & Turner, 1997). 

Researchers have found that when a child’s relationship within the immediate family 

diminishes, the interaction of peer relationships often expands (Ellen & Turner, 1997). 

For better or worse, as teenagers become highly influenced by their peers, adolescent 

teens will either reach for new levels of academic achievement or become entrapped to 
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mischievous activities. Nevertheless, for many who become uninterested in school early 

on, engagement in criminal activity, teen-sexual activity, and anti-social behaviors will 

often insulate for the academic achievement, school performance, and educational 

placement that contributes to an individual’s academic mobility (Winkleby & Cubbin, 

2003; Gonzalez, V., 2001).   

Although neighborhoods and communities provide the “medical facilities in 

which we are born, the schools in which we are taught, the housing in which we live, the 

social milieu in which we set up our households, the factories and businesses where we 

find work, and the cemeteries where we become buried,” the influences of communities 

and neighborhoods do matter (Winkleby & Cubbin, 2003). With various community and 

neighborhood influences surrounding the every day lives of Hispanic Americans, the 

Mexican American population continuously seeks in climbing America’s mountain of 

gold (i.e. a better life). 

Mexican Americans and Personal Wellbeing 

Despite the perils of adolescence, the teenage years are, for the most part, a very 

healthy time of life. Most young individuals emerge with inquisitive minds, mature, 

physical, healthy bodies, and a keenness for life (Papalia, Olds, & Feldman, 2001). 

Although immature in some ways, many adolescent teens do however, become capable of 

deciphering moral judgments, theoretical reasoning, and realistically planning for 

imminent goals, desires, and opportunities for the future (Papalia, Olds, & Feldman, 

2001). But with adolescents in daily company with the most dependent members of 

society, many however, do become “particularly vulnerable to the negative health 
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consequences of a disorganized physical and social environment” (Angel & Worobey, 

1991). With such inadequacies developing as a powerful impediment in a person’s 

educational advancement, it becomes consequently necessary to reflect upon the 

detrimental effects of personal wellbeing (i.e. medical insurance, prenatal influences, 

teenage pregnancy, premature births, and maternal obesity) on Mexican American 

education.   

The Inadequacy of Medical Insurance on Mexican American Education 

According to DeNavas-Witt, Proctor, and Smith (2007), in 2006 16% of the total 

number of American families and 11% of American children under the age of 18 lacked 

direct access to medical, dental, and vision coverage for themselves and for their families 

(Berliner, 2009; DeNavas-Witt, Proctor, & Smith, 2007). In this same year, DeNavas-

Witt, Proctor, and Smith (2007) also reported that at 35% and 22% (Mexican American 

children), Mexican Americans were at a higher uninsured rate than any other ethnic 

minority group in the United States (Native Americans, 32%, Pacific Islanders, 21%, 

Blacks, 20%, Asians, 15%, and Whites, 15%; Black children, 14%, Asian children, 11%, 

and White children, 7%) (Berliner, 2009; DeNavas-Witt, Proctor, & Smith, 2007; United 

States Census Bureau, 2009). (For more information regarding health insurance status 

among the Hispanic population in the United States, see Table 42. Health Insurance 

Status by Sex, Age, and Hispanic Origin Type: 2008).    

In midst of Mexican Americans having been found to making less use of health 

care than any other ethnic minority group in the United States, the “lack of access to 

insurance, unhealthy diets, and chronic medical conditions, that often times go 
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undiagnosed or untreated,” school districts, administrators, and teachers will almost 

always have far more challenges in meeting the academic needs of their Mexican 

American population (Lopez, 2003; Berliner, 2009). But how?  

When a child or a family member has unmet needs for medical care, the social 

relations and academic productivity of the school environment becomes less central to the 

school-aged student (Berliner, 2009; Lopez, 2003). With challenges of personal and 

family illness, dental, vision, and medical impairments, and untreated medical injuries 

increasing, the uninsured student will most likely encompass negative health care patterns 

such as inadequate medical care, chronic medical conditions, substance abuse, food 

insecurity, misbehavior, nonattendance, and an absentminded individual designated for 

academic failure (Estrada, Treviño, & Ray, 1990; Lopez, 2003). Secondly, when personal 

and family illness increases—along with the lack of access to insurance—the family 

relationship between the parent and child, child and parent, and child and sibling, will not 

only generate into physical, sociological, and psychological problems, but will extend 

and increase greater challenges in improving the academic achievement among the poor 

and minority student in American public education (Estrada, Treviño, & Ray, 1990). 

However, given the context that the reminder of the forgoing need of health care 

in the United States can produce various barriers to the educational attainment among 

Mexican American students, other factors such as school-age pregnancy, prenatal 

conditions, and inadequate prenatal care can be imperative to the education on Mexican 

American students at the secondary level.   
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Prenatal Influences on Mexican American Education  

The transition to adulthood, as described by Manlove (1998), “is a process that 

usually includes an individual achieving educational goals, entering the labor force, 

forming personal relationships, and establishing parenthood.” Yet, the last life-course 

perspective has provided several critical approaches among educational researchers, 

school administrators, and teachers alike. With the ebb and flow of America’s teen 

birthrate and political, educational, and economical pressures surrounding the issues of 

teenage motherhood, conflicting concerns on non-marital and school age pregnancy 

among adolescents have become a place of concentrated activity (Manlove, 1998).  

Having held the highest live birth rate per 1,000 females since the late 1990s, 

Hispanic females continue to remain steadfast in teenage pregnancy. According to 

KewalRamani, Gilbertson, Fox, and Provasnik (2007), in 2004 the live birth rate per 

1,000 Hispanic females, 15-19 years of age, stood at a rate of 83 as compared to 41 for all 

other ethnic racial groups in the United States. Part of the reason that Hispanic teenage 

females have had the highest birth rate in the United States is often a direct result of 

prospective economic and social opportunity. As economic and social advancements 

become limited (i.e. family and individual socioeconomic status and family disruptions), 

perceivable perceptions of early motherhood among adolescent teens often become 

recognized as a monetary advancement as to an early status of womanhood (Brewster, 

1994; Manlove, 1998).  

Still, numerous studies have shown that teenage mothers, who usually reside in 

situations of hardships, typically do not have the maturity, resources, or the patience to 
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nurture a child. For that reason, early childbearing among adolescent teens can often 

characteristically predict problems of isolation, low self-esteem, discontent, anxiety, 

stress, and aggression (Bresette & Hormuth, 1995; KewalRamani, Gilbertson, Fox, & 

Provasnik, 2007; Gonzalez, V., 2001). What is more however, is that teen mothers who 

began childbearing at an early stage in life are often less inspired and disengaged in 

school-related activities and will then therefore, become less invested or engaged to an 

education (Manlove, 1998). Yet, in spite of the preceding considerations on adolescent 

pregnancy and education, continued health and education research have also reported that 

health issues, such as inadequate prenatal care, can also diminish later school 

performance among Mexican American students. With poverty and early childbearing 

typically becoming accurate predictors of high rates of poor school performance, 

inadequate prenatal care can recurrently increase certain key factors that may possibly 

affect a child’s academic development (Angel & Worobey, 1991; Bresette & Hormuth, 

1995; Gonzalez, V., 2001).  

According to Garrett, Ng’andu, and Ferron (1994), mothers who receive prenatal 

care, adequate nutrition, and avoid external risks during pregnancy not only extend the 

overall health development of their children but will tremendously “impact their child’s 

biomedical, cognitive, emotional, and social development” (Gonzalez, V., 2001). 

Moreover, women who embark on parenthood much later in life, bear children whom 

have greater intellectual abilities, higher academic performances, and stronger language 

developmental skills than children whose mothers prolonged childbirth much earlier in 

life (Eamon, 2005). However, with Mexican Americans encompassing stronger ties to 
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poverty, poorer health, and inadequate access to health and medical care, it does not seem 

anomalous that 25% of Mexican American women in 2001, received little to no prenatal 

care during pregnancy (Frisbe, Echevarria, & Hummer, 2001; Angel & Worobey, 1991). 

But how can these pessimistic results of inadequate prenatal care negatively affect later 

school performance among Mexican American students? 

When Mexican American women receive little to no prenatal care during 

pregnancy, the evidences of stress and anxiety alongside delivering a child prematurely 

will increase significantly (Berliner, 2009).  

According to March of Dimes (2010) and Berliner (2009), the normal birth 

weight in the United States in 2006 was just above 5 lb. 8 oz. However, although 

Hispanic women, the least acculturated to American society, seem to bear children who 

are healthier and weigh more than their Anglo and Mexican American counterparts, 12% 

of Mexican American children in 2006 were born anywhere between 3 lb. 5 oz. and 5 lb. 

8 oz.—hence the low averaging birth weight (March of Dimes, 2010; Berliner, 2009; 

Stanford University, 1991). That is, the mother’s ability to secure prenatal care and 

adequate nutrition during pregnancy, key factors affecting her child’s development 

diminishes. But when children are born prematurely and/or are born into a low 

socioeconomic status, the risk for developmental problems in school instruction becomes 

exceedingly heightened (Berliner, 2009; Stanford University, 1991; Gonzalez, V., 2001).   

And as a direct result, preterm children, like many Mexican American students 

are, will exhibit future and long-term cognitive (i.e. memory), behavioral, and health 

complications thereby, increasing the risk for academic failure (Berliner, 2009). 
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Moreover, because complications such as these do not become present until the child 

reaches grade school, potential schools will experience students with greater 

hyperactivity disorders (Attention Deficit Hyperactivity Disorder), poorer impulse 

control, and frequent displays of inappropriate behaviors such as social, emotional, and 

physical disturbances (Bresette & Hormuth, 1995; Berliner, 2009). But while most public 

schools do offer assistance to help children with special needs such as these, 

unfortunately, “at the end of the day,” schools that become heavily segregated by race 

and class are less likely to invest in them and their parents therefore, diminishing their 

chances of academic success considerably (Berliner, 2009).   

On the other hand, while drawing upon the assumptions of inadequate prenatal 

care on education that may potently detach young individuals from demonstrating higher 

levels of educational attainment, chronic medical conditions such as maternal obesity, 

viral infections, and physical and mental predicaments can also create serious setbacks in 

a child’s language, cognitive, and social-emotional development (Bresette & Hormuth, 

1995).  

Although a leading cause for developing diabetes, miscarriages, stillbirths, and 

neonatal deaths, maternal obesity has many times over been associated to demoting the 

learning process among many Mexican American children (Papalia, Olds, & Feldman, 

2001; Berliner, 2009). With 36% of Mexican American women in 2000 containing 

characteristics of over-gestational weight, serious births defects, preterm births, and 

growth retardation have become more prevalent in the personal, familial, and societal 

aspects of everyday living (Berliner, 2009; Committee on the impact of Pregnancy 
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Weight on maternal and Child Health, 2007). These implications of over-gestational 

weight on child health outcomes and educational attainment nevertheless, still continue to 

be an all-around concern in both the medical and educational arena (Committee on the 

Impact of Pregnancy Weight on Maternal and Child Health, 2007).  

Of the many barriers to achieving academic success among Mexican American 

students, viral infections and mental instability during expectancy have also seemed to 

have had the largest impact not only in terms of maternal and fetal morbidity and 

mortality, but on the possibility of diminishing post-school performance (Berliner, 2009). 

Viral infections such as Cytomegalovirus or CMV, Enterovirus, and Lymphocytic 

Choriomeningities Virus or LCV, are among some of the major causes of 

neurodevelopmental delays, auditory and visual impairments, mental retardation, and 

learning/attention disorders (i.e. autism spectrum and attention deficit disorder) among 

students in lower socioeconomic status (Marino, Laartz, Smith, Gompf, Allabourn, 

Marinez, & Logan, 2010; Berliner, 2009). Even though viral infections during pregnancy 

are low, the overall viral infection rate among non-white and lower-income populations 

continues to remain at an all time high (Berliner, 2009).  

On the other hand, while research findings show that some parents can provide a 

stable and well-structured environment, a mother and father’s prenatal mental and 

physical health may often time result in affecting an infant or child’s later cognitive and 

behavior performance (Berliner, 2009).   

A mother’s anxiety and/or depression (i.e. schizophrenia) during parturition may 

often time result in “having a child with higher rates of sleep disturbances, temperaments, 
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and demonstrations of inappropriate school behavior,” whereas a father’s inability to 

maintain mental regularity during expectancy will often result in having an abusive or 

neglectful parent-child relationship (Berliner, 2009; Gonzalez, V., 2001). Regardless, 

“given the evidence on how prenatal conditions do affect a student’s prospective 

cognitive and behavior functioning, it is clear that the achievement gap cannot be simply 

attributed to the performance of teachers and administrators in schools that serve the 

poor” (Berliner, 2009). Therefore, the need to briefly discuss other accompanying health 

determinants such as substance abuse, food insecurity, and ineffective family relations 

deems additionally appropriate for understanding how personal wellbeing can influence 

Mexican American education.  

Mexican Americans and Other Health Issues on Mexican American 

Education 

Among the many problems that mark a disproportionate number of Latino 

children into negative educational outcomes, substance abuse becomes one of the leading 

factors that threatens the validity of Mexican American education. In 2007, the Office of 

National Drug Control Policy (2007) reported that among all eighth graders, Hispanics, 

with a 10% illicit drug use rate (i.e. 8% marijuana, 5% inhalants, 2% cocaine, and 1% 

methamphetamines), had the highest rate of substance abuse in comparison to their White 

and African American counterparts. Furthermore, the Office of National Drug Control 

Policy (2007) and Miranda (2005) reported that while 16% of Hispanic students at the 

senior level reported the use of marijuana, 18% reported having the use alcohol related 

services, and 21% reported the use of prescription drugs. These additional problems 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

38 
 

associated with substance abuse however, will often cause Mexican Americans to 

experience educational barriers such as truancy, behavioral misconduct, visual and 

hearing impairments, and cognitive malfunctions that restrict them from attaining high 

levels of educational attainment (KewalRamani, Gilbertson, Fox, & Provasnik, 2007; 

Berliner, 2009; Angel & Worobey, 1991). But because good health is not just a matter of 

luck, the physical, cognitive, and emotional linkage between personal wellbeing and an 

individual’s education is much often reserved in nutrition.  

Food Insecurity on Mexican American Education  

Although the ultimate goal of the United States, by providing families with food 

stamps, was to reduce hunger among children, 14% (13 million) of American households 

in 2009 were in dire need of providing all members with enough food to sustain hunger, 

healthy, and nutritional diets (Casey, Simpson, Gossett, Bogle, Champagne, Connell, 

Harsha, McCabe-Sellers, Robbins, Stuff, & Weber, 2006; Berliner, 2009; United States 

Census Bureau, 2009). Even more so, in 2007 23% of Mexican American households 

were also unable to provide the basic food essentials for each family member residing 

within the Mexican American home community (Casey, Simpson, Gossett, Bogle, 

Champagne, Connell, Harsha, McCabe-Sellers, Robbins, Stuff, & Weber, 2006; Berliner, 

2009; United States Census Bureau, 2009).   

With American and Mexican American households representing low food 

security, school-aged children often become associated to an increased stay in 

hospitalization, poorer health, poorer cognitive and physical developments, and 

developmental delays that become imperative to the academic achievement among 
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students at all levels of secondary instruction (Berliner, 2009). What is more, is that as 

children become inadequately nourished, not only will their social and academic learning 

become affected, but the “nation’s investment in public education” as a whole becomes 

endangered (i.e. nonattendance, student misbehavior, school finance) (Berliner, 2009). 

Still in all, servicing the needs of the poor continues to be a major issue challenging the 

academic needs of Mexican American students at the secondary level.  

Family Relations and Stress on Mexican American Education 

As a final point on personal wellbeing on Mexican American education, familial 

violence has also become a necessary concern on the full impact of academic success. 

Although its full extent is unknown, the maltreatment of a spouse or an intimate partner 

for the most part, is often directed in gaining or maintaining power or control within the 

marital/spousal relationship (Papalia, Olds, & Feldman, 2001; Lipsky & Caetano, 2007).  

According to Berliner (2009), domestic violence more directed at females than in 

males; both in the United States and around the world, has generally taken place in 

private, lower class households. In 2002, 1.9 million (5%) of American households and 

7% of Mexican American families experienced, to a degree, components of verbal, 

physical, and/or mental familial violence (Lipsky & Caetano, 2007). 

Because domestic violence invalidates a parent’s nutriment on the development of 

their children, battered parents normally become depressed, preoccupied and may appear 

emotionally withdrawn or irritable while becoming less available for child rearing 

practices (Berliner, 2009). Abusive parents on the other hand, often become less 

affectionate, less available, and less coherent within the spousal/parent-child relationship 
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(Berliner, 2009). Therefore increasing isolation, aggression, and anxiety among both 

parties (Gonzalez, V., 2001). But while the effects of domestic violence encompasses the 

marital relationship, it should not be surprising to find that domestic violence impairs the 

social, emotional, and academic development of Mexican American children (Berliner, 

2009).  

Children exposed to domestic violence, according to Valencia R. (1993), Romero 

(2001), and Berliner (2009), while more likely to display social and emotional problems, 

will also show higher rates of aggression, communal and disciplinary school behavior, 

depression, anxiety, and a diminished academic performance in most if not all subject 

areas. Further, there is ample evidence that children exposed to domestic violence have 

also shown an increase in rates of allergies, asthma, gastrointestinal problems, headaches, 

flu, bed-wetting, nightmares, rejection, and other psychological systems that coincides 

with family violence (Berliner, 2009). But whatever the case may be, the vast majority of 

known victims have been abused and, are more likely to be abused again.   

Conclusion on the Role of Socioeconomic Status on Mexican American 

Education 

As poverty has become the leading factor underlying the many problems most 

children face in today’s economic endeavor, American families living in poor and 

extreme environments continue to wage an unavailing battle. As the impoverishment rate 

among Mexican Americans continues to exceed all others, the educational attainment in 

the Hispanic community remains even lower. With the lack of leadership, poorly defined 

boundaries, and an unstable family structure, Mexican American students continue to 
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face unique barriers in the participation of social, economic, and educational opportunity. 

Although poverty has become a fact of life, like others, Mexican Americans continue to 

struggle to attain and improve the skills needed for academic advancement. But perhaps 

the ultimate ingredient to an overall success in Mexican American education is a positive 

reinforcement modeled in support. As described by Colwell, Smith, Zhang, and Hill 

(2000) “a child learns, practices, and reinforces behaviors that are visual and existing 

within their surroundings.”   
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CHAPTER III 

THE ROLE OF SOCIOCULTURAL STATUS ON MEXICAN 

AMERICAN EDUCATION 

 

“When one looks through a family photo album, does one ponder about the 

individuals who are frozen there at a succession of time? Does one imagine what life was 

like in the past, or if such individuals’ lives turned out as they hoped (Papalia, Olds, & 

Feldman, 2001)?” As humans, we are cultural beings who are mesmerized by the 

continuation of so-called culture. As with every generation that existed and will continue 

to exist, humans will pass on to the next cohort the values that they themselves accept as 

true. But what structures a culture? How do we recognize and think about the culture in 

which we live in, and how does this culture fashion the person we are as an individual? 

Cole (1996) states, “It has been long recognized that culture is very difficult for humans 

to think about. Like fish in water, we fail to “see” culture because it is the medium within 

which we exist. Encounters with other cultures make it easier to grasp our own as an 

object of thought.”  

As inhabitants of nature, the concept of culture is something that exists more than 

in part from human history and experience; it is a product of civilization and human 

creativity (Bravo, 2005). It is a “set of learned behaviors transmitted from one generation 

to the next” that includes the perplexity of human adaptation—language, food, ideas, 

customs, codes of behavior, social roles, institutions, works of art, music, religion, rituals, 
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ceremonies, edification, and skills (Bravo, 2005; Pai, Adler, & Shadiow, 2006). But what 

constitutes culture among Mexican Americans? 

A General Overview of Mexican American Culture 

The story of Mexican American origin begins in a “region once considered 

uninhabitable and forbidding” and in a time when the United States did not exist 

(Ahlborn, Martinez, Mason, & Romo, n.d.). Distinct from that of European civilizations, 

Mexican society is undoubtedly, a product of a well-disciplined nation (Ahlborn, 

Martinez, Mason, & Romo, n.d.). Developing architecture, astronomy, mathematics, arts, 

medicine, and religion, this complex society established a social and cultural organization 

that would emphasize the past, present, and future cultural roots of Mexican American 

identity (Ahlborn, Martinez, Mason, & Romo, n.d.; Bravo, 2005). Still, the most 

significant attraction extracted by these travelers, farmers, ranchers, miners, and laborers 

rested solely by their strong cultural traits and their common historical heritage to seek 

developments, opportunities, trade advantages, and territorial expansions (Ahlborn, 

Martinez, Mason, & Romo, n.d.; Bravo, 2005). But by far and great, like any human 

culture that has existed, perpetuating the Hispanic ethnic heritage has become 

indispensable amid the continuous plight of “struggle, dignity, and survival” (Bravo, 

2005). As Abalos (1986) has described… 

To be a self, and to have an identity rooted in the selfhood beyond the socialized 
self in the best of situations, is never a given, but a problem and a struggle to be 
resolved. A Latino identity is presently being forged out of the elements of our 
past with our present conditions serving as the catalyst. To choose to be a self and 
a Latino is a twofold political act; both are acts of resistance against a system 
based on the antiself and against a dominant society and a culture that wants us all 
to be “white” or devoid of our color and consciousness. Finally, we have to grow 
our own racial and ethnic identity, in our own Latinohood (pp. 42).  
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Wherever they may live; “from the bustling barrios of Los Angles, to the remote 

villages of New Mexico or in the wealthy suburbs of Dallas,” Mexican Americans have 

experienced a constant struggle for equity and social justice (Ahlborn, Martinez, Mason, 

& Romo, n.d.; Bravo, 2005). Like Native Americans, Mexican Americans have become 

the most underrepresented, undereducated, and marginalized minority society in the 

United States (Bravo, 2005). Although the degree of oppression has varied among the 

Hispanic community, Mexican Americans continue to internalize the structures, 

functions, and systems that aid in cultural maintenance. But what transpires of education 

when one’s cultural characteristics circumvents one’s level of educational attainment and 

more importantly, the educational advancement among Mexican American students?  

With the Hispanic community passing down values, knowledge, beliefs, and 

customs in order to preserve traditional culture, the extent to which cultural 

characteristics participate in the materialization of Mexican American identity has 

become a topic of growing interest within the educational arena. With culture implicating 

to explain ethnic differences among groups of people, culture has also implicated to 

influence education. As a result, this chapter will explore and identify the sociocultural 

contestations that encumber the education of the Mexican American community.   

Mexican Americans and the Clash of Cultures 

Machismo, Maria, and Mañana, has all too often constituted the Mexican 

American identity (Stoddard, 1973). But this “ethnic category” with its “diverse social 

classes, varied historical backgrounds, primitive beliefs, and heterogeneous blends of 

genetic and cultural legacies” has delineated into a “folk culture” of inferiority (Stoddard, 
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1973).  Stereotyped as a “transplanted culture,” this minority community is presumably 

assumed to never develop into a civilized society (Stoddard, 1973). As a race of 

conquered people and foreigners, Mexican Americans have many times altered and 

conformed to the methodological, the historical, and the social image of their 

surroundings. But what has come of Mexican American education in regards through 

such historical experiences and, has this struggle improved the educational conditions of 

Mexican Americans? 

The educational story of Mexican Americans begins with the roots of Mexican 

history. Buried in the distant past, Mexican Americans have become products of cultural, 

political, and religious frontiers. Subjugated by native cultures, conquest, foreign 

intervention, and imperialism, the coming into being of the Mexican American people, 

virtually and abruptly, erupted overnight (Stoddard, 1973). Fashioned by the long and 

well-documented history of imperialism, Mexican Americans were Americanized, 

liberalized, and amalgamated into a society of an “unpromised future” (Duncan-Andrade, 

2005; Stoddard, 1973).  

 Devoid of the term before 1848 and the discontent in Texas, Mexican Americans 

often found themselves alienated in their own backyard (Gonzales, 1999). At ten cents an 

acre, a seven-year exemption from Mexican taxes, and much permissible consent to 

colonize, northern Americans tremendously penetrated to their southern neighbor 

(Meyer, Sherman, & Deeds, 2003). By 1835, with more than 30,000 American citizens 

residing in Texas, Anglo-settlers had become the citizenry of majority. But not before 

long, the mutual benevolence between Anglo-settlers and los mexicanos would cease to 
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exist. Separated by linguistic, religious, political differences, and the renewed pressures 

of Anglo-American immigration and its piercing interest in the rich agricultural lands of 

Texas, the animosity between the United States and Mexico litigated into an upheaval 

rivalry (Gonzales, 1999; Meyer, Sherman, & Deeds, 2003). 

With such antagonisms rapidly elevating, the occasion for Texas Independence 

arose (Meyer, Sherman, & Deeds, 2003). The increased political, religious, and cultural 

grievances felt by Anglo-settlers in Texas, rapidly enlisted many in the movement for 

self-sufficiency (Gonzales, 1999). Years later with much sought battles, bloodshed, and 

determination, the battle for the Lone Star Republic was achieved. But the “unpromised 

future” was about to begin. 

The loss of Texas as described by Gonzales (1999), “was a bitter pill for the proud 

Mexicans.” But what followed, only “added insult to injury” (Gonzales, 1999). As 

Mexico lost Texas and Texas gained independence, growing sentiments culminated even 

stronger. With the annexation of Texas in 1845, the idea of U.S. territorial expansion 

manifested. However, attempting every effort at reconciliation, “the cup of forbearance 

had already been exhausted” (Meyer, Sherman, & Deeds, 2003). On February 2, 1848, 

the border-dispute between the United States and Mexico ended with the signing of the 

Treaty of Guadalupe-Hidalgo (Saens & Thomas, 1991). Mexico, renouncing half of its 

territorial lands to the United States, forcibly recognizing the loss of Texas, and losing 

less than one percent of its population, once again had become subjugated by their 

northern enemy (Duncan-Andrade, 2005; Gonzales, 1999; Meyer, Sherman, & Deeds, 
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2003). But how does this historical counternarrative examine the educational 

advancement of Mexican Americans?  

Although Mexican Americans continue to struggle in improving the educational 

conditions among their communities, families, and children, these stigmatizing images do 

however, set certain imperious drawbacks in the educational advancement among the 

Mexican American community. Although for many Mexican Americans the historical 

framework between the United States and Mexico is an aspect of impenetrability, the 

economical, political, social, and cultural position that preceded and followed Mexico’s 

defeat is often “a passing criticism of the dominant Anglo interpretation” of the American 

Southwest (Stoddard, 1973).  

Although it has been said that every generation rewrites its history, the telling of 

Mexican history, historically and at present, whether “explicitly or implicitly,” often 

becomes a subject of inferiority. All too often, the story of American history is the “story 

of Mexicans as a conquered people with a historical contribution that is “hardly worth 

mentioning and does not extend much beyond than the sale of half of Mexico to the 

United States” (Duncan-Andrade, 2005).  It is here that the veracity and legitimacy of 

Mexican history often becomes neglected, marginalized, and distorted, whereas, 

erroneous “Anglo” injustices, inequities, and abject policies and actions imperceptibly 

become eliminated from history (Stoddard, 1973; Duncan-Andrade, 2005). In a 1964 

essay entitled, Black reconstruction: An essay toward a history of the part which black 

folk played in the attempt to reconstruct democracy in America, 1860-1880, W.E.B. 
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DuBois (1964) gives reference on how school curriculum, which all to often, reduces the 

genuineness of history… 

One is astonished in the study of history at the recurrence of the idea that evil 
must be forgotten, distorted, skimmed over. We must not remember that Daniel 
Webster got drunk but only remember that he was a splendid constitutional 
lawyer. We must forget that George Washington was a slave owner…and simply 
remember the things we regard as creditable and inspiring. The difficulty, of 
course, with this philosophy is that history loses its value and an incentive and 
example; it paints perfect men and noble nations, but it does not tell the truth. 
  
With historical delineations such as these, and as schools, communities, and 

personal ideologies step toward dominant standpoints, Mexican Americans come to 

understand that “acceptable knowledge” (i.e. Mexicans are lazy and vicious by nature, 

Mexicans are criminals, Mexicans were responsible for the Mexican American war) has 

meant that they must “change or fail” and even more, internalize such beliefs until they 

become self-fulfilling prophecies (Duncan-Andrade, 2005). With this in mind, more often 

than not, the faith, pride, and honor that Mexican Americans once had in self-

individuality, cultural identity, and historical heritage, slowly begins to deteriorate 

(Stoddard, 1973). As Aponte (1976, 1994), as cited in Lambie (2005), stated…  

The poorest in America, either through slavery (African Americans), conquest 
(Native Americans), or colonization (Puerto Ricans), have lost much of their 
original cultures. These cultures once told them who they were and gave them 
values that helped structure their families and communities. With these cultures, 
there also came purpose, whether in mythology or religion. They had reasons for 
living and loving that were independent of economic achievement. America’s 
pragmatism and consumerism have since filled the space created by the loss of the 
original traditions and rituals of these cultures. The result has been tragic for 
minorities. 
 
These contemplations of inferiority, oppression, and humiliation surrounding 

Mexican Americans, both inside and outside the classroom, many times over, devaluates 
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their attitude, motivation, and not to mention, grade school accomplishment (Gonzalez, 

V., 2001). As Mexican American students capture disparities that exist within the realm 

of their surrounding, the necessity of edification no longer remains the centerfold of 

importance (Hess, 2000). With such behavior, (i.e. underrating Mexican American 

culture, contributions, and historical attributes) the self-reflection of a culturally 

disadvantaged society becomes more than a topic of interest—for many it becomes a 

reality (Stoddard, 1973).  

Mexican Americans versus the Culturally Limited Monglots  

One of the many missions of American public education is to maintain the culture 

that was brought forth to this great nation by our forefathers during the 17th century. 

Although there is widespread debate about what academic content public education 

should teach, the majority of the American community agrees that schools should teach 

societal values such as honesty, patriotism, fairness, and civility. It is the aim of public 

education to provide students with the knowledge and skills that improve our society, our 

quality of life, and to educate them on the adaptation to such a lifestyle.  

However, in recent findings, the subject matter of societal values in American 

classrooms, as well as society, has become more of a concern than an operation. So, why 

the theatric? The intensity is in the complexity in preserving the culture of the United 

States. Many Americans in today’s society are becoming more aware of the fast alteration 

in our daily customs and traditions that preserving our way of life is becoming more of a 

war than a “melting pot.” So, how does all this engage into the task of Mexican American 
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education? So much, that many Americans have joined together to eliminate the 

development and the performance of biculturalism in our society.  

During the late 17th century, the United States Bureau of Indian Affairs attempted 

to deculturalize the Natives into “civilized Americans.” With coercive assimilation, 

boarding schools, and English-only initiatives, the United States believed Native 

Americans would homogenize the values, culture, and language of Anglo society by 

“Killing the Indian in order to save the [white] man” (Crawford, 1996).  

  By 1803, Thomas Jefferson fearing of Napoleon Bonaparte’s ambition to 

establish a French empire, doubles the size of the United States by purchasing the 

Louisiana Territory (Brody, Henretta, Johnson, & Ware, 2000). Furthermore, before, 

during, and after the American Civil War, African inhabitants were also undermined 

because of their culture, language, and way of life. Many planters often stated, “The 

safety of the Plantations depends upon having Negroes from all parts of Guiney, who do 

not understand each other’s languages and customs so that they cannot agree to rebel” 

(Brody, Henretta, Johnson, & Ware, 2000). However, after the Civil War, many free 

slaves still faced a resentful country filled with ill willed perceptions of discrimination 

that was forth brought with the reflection of segregation (Brown, 1992). But with the 

United States expanding, the course of upholding “American values” strengthened.   

By the 1850s, language restrictionist such as the Know-Nothing Party advocated 

laws that suppressed Chinese, German, and Irish immigrants from acquiring employment, 

property, and the right to vote (Brody, Henretta, Johnson, & Ware, 2000; Ricento, 1995). 
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Moreover, with the two Great Wars overshadowing not only the Western Hemisphere but 

also the world in its entirety, the world was to become “cold and cruel.”  

With the power of cultures continuing to jostle among each other in the defining 

of American lifestyle, present time Mexican Americans also, find themselves assimilating 

their culture into a more dominant group. But why is this such an importance? Many 

believe that in order for an individual to obtain success within society, the workplace, and 

the school environment, individuals must adjust their culture in the direction of 

Mainstream America (Sheets, 2005). But how does this culture fashion the person we are 

as an individual?   

While many factors such as exceptionalities, gender, sexual orientation, economic 

status, beliefs, and values personalizes a culture which differentiates a person; 

language—the verbal and written method of communication—for many, reflects the 

innermost being of the self and of the group’s identity (Sheets, 2005; Zsembik & Llanes, 

1996). While language inextricably symbolizes, links, and embraces the collective values, 

traditions, and beliefs within one’s community, language for traditional Latinos is an 

exemplification of cultural values, an indicator of their group’s distinctiveness, and their 

sense of belonging within their community (Spradlin & Parsons, 2008; Kim & Chao, 

2009; Fishman, 1977; Isajiw, 1990; Padilla, 1999; Suarez-Orozco, 2001; Fishman, 1996).  

It is through their sense of sanctity that the illustration of divine intervention—the 

representation of God, creation, and His Holiness that dwells within the intercession of 

spirituality—that represents the “spirit of the people” rather than the “mind of the people” 

(Fishman, 1996; Fishman, 1994). It is through their sense of kinship, the relationship 
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between language and culture, that the sense of belonging, the sense of community, and 

the sense of acceptance or what sociologists refer as gemeinschaft-family be-fitting, that 

their family unit never becomes undividable (Fishman, 1996; Bravo, 2005). Finally yet 

importantly, it is through their sense of moral imperativeness, the moral commitment so 

to speak, that the responsibility of formulating, refining, and handing on the native 

language to future generations becomes extremely important if the order of language 

maintenance should continue (Fishman, 1996; Fishman, 1994). But how does this culture 

characteristic partake in the role of Mexican American education? 

In the sphere of American society, both private and public, the sense of belonging 

has and always will be an issue in which all individuals encounter in one way or another. 

Nieto (2007) states that in the United States, groups are measured based on the 

characteristics of the “upper-middle, English speaking, male European American” 

(Sheets, 2005). It is this conservative standard however, both in the past and present, that 

has promoted much insecurity to flourish into the minority societal way of life. Although 

a child brings certain abilities, characteristics, and expectations to the halls of academia, 

it is the home language that is considered to be the essential variable in determining a 

child’s educational success (Hess, 2000). But with Spanish being the predominant 

vernacular spoken among the Hispanic community, such a variable becomes somewhat 

salient to the academic achievement among the Mexican American student. 

In 2005, according to KewalRamani, Gilbertson, Fox, and Provasnik (2007), 

while 70% of Hispanic elementary and secondary students spoke a language other than 

English within their household residency, 19% spoke English with difficulty. While 
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acquiring the ability to function well in English has become a challenge that most 

Mexican Americans must meet, the difficulties in language, culture, and the unfamiliarity 

with American public education has many times brought Mexican American students to 

become unproductive academically (Thernstrom & Thernstrom, 2003; Bohon, 

Macpherson, & Atiles, 2005; Ojeda & Flores, 2008).   

Because of their inability to exercise English, most Mexican American students 

are more likely to have modest advancements in math, language arts, science, social 

studies, and other academic contents within American classrooms (Zsembik & Llanes, 

1996). Much literature has also indicated that immigrant status, the lack of assimilation, 

and the racial/ethnolinguistic stigmas surrounding the daily activities of Mexican 

American students, tend to increase higher rates of school withdrawal, grade retention, 

and academic grouping (i.e. which is often due to misconceptions of learning disorders) 

(Zsembik & Llanes, 1996; Spradlin & Parsons, 2008; Velez, 1989; Rumberger & Larson, 

1998; Steinberg, Blinde, & Chan, 1984; Hess, 2000; Jasinski, 2000; Cortese, 1992; 

LeCroy & Krysik, 2008). Yet, while the ability to function well in English has become a 

challenge that most Mexican Americans must meet, American public education has 

continually withheld dedicated commitment for establishing bilingual educational 

programs that can formulate, refine, and extend the opportunities for academic success 

among the Mexican American community (Spradlin & Parsons, 2008). But why?  

For one, although a misconception, many believe that learned languages other 

than English inhibits the student’s performance within the educational system 

(declination of test scores, reduction to cognitive skills, etc.) (Lee, 2006). Secondly, 
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because groups are measured based on the characteristics of the “upper-middle, English-

speaking male European American,” as previously noted, most individuals demonstrate 

what Stoddard (1973) has described as, “a pathological fear” for tongues that they 

themselves cannot understand or choose to learn. Therefore, Culturally Limited Monglots 

will choose to eradicate any language that seems to be inferior to that of their own. Take 

for example the former United States Commissioner of Education’s, Harold Howe II, 

remarks towards deculturalizing American public education…       

Our society equates Anglo American origin and Anglo American ways with 
virtue, with goodness, even with political purity. Other cultures are not only 
different; they are inferior. They must be wiped out, not only for the good of the 
country, but for the good of the child. Not only must he learn to speak English; he 
must stop speaking anything else. (Stoddard, 1973). 
 
With the same observations, states such as California, Arizona,  

Colorado, and Florida have followed to incorporate “English-Only” initiatives to preserve 

the cultural maintenance of America—Americanization (Lee, 2006). But what happens 

when one’s heritage language becomes the “degree of racial injustice and the degree of 

stigma experienced” (Spradlin & Parsons, 2008)?  

 When one’s heritage language, like that of Mexican Americans—Spanish, 

becomes devalued, the proficiency in one’s native language will in time negatively 

become correlated with one’s proficiency in the second language (Sheets, 2005). For 

example, when one’s heritage language becomes devalued, stigmatized, or faced with 

social disgrace, one is likely to view their “ethnicity” as a barrier to their 

educational/linguistic attainment or goal (Luzzo & McWhirter, 2001; Ojeda & Flores, 
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2008). Therefore, many, like Mexican American students, will befall into a “forced 

choice dilemma.”  

This forced choice dilemma will often require the individual—like the Mexican 

American student—to choose either “between the individualistic focus of high 

achievement—acting white,” or the “collective ethos of their racial community—the 

inferior way of life” (Burney & Beilke, 2008). As a direct result, Mexican American 

students will often drop out of school to avoid further humiliation (Jasinski, 2000). But 

whatever the case may be, as Thernstrom and Thernstrom (2003) have stated, “relying 

upon Spanish and using English only when it is absolutely necessary” is and must 

continually be “a cultural and an individualistic choice.”  

Mexican Americans—A Multi-Cultural Legacy 

From the 19th century to present day, Mexican Americans have been the largest 

most single Latino immigrant group to journey to the United States. Accounting for more 

than 67% of the entire Latino population, this racially ethnic group has contributed to 

what historians instantly call, “the greatest migration of people in the history of 

humanity” (Gonzales, 1999; Ramirez & de la Cruz, 2003; Massey & Sana, 2003; 

Spradlin & Parsons, 2008; DeGenova, 1997). Although having made their journey to the 

United States long before the 1600s, these native Mexican-sojourners, supported by their 

culture dynamism and presence in the United States, have continually been distinguished 

as an ethnically assorted population (Thernstrom & Thernstrom, 2003; DeGenova, 

1997).   
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But for theses unskilled, uneducated, and native citizens of Mexico, the identity of 

the Mexican American—journeying to the United States “to achieve greater freedom, 

selecting whatever occupation he chooses, formulating his own future goals, and having a 

greater control over his own destiny if he so chooses,” has become more than a mere 

symbol or event (Stoddard, 1973). It has become a product of human adaptation; a 

dynamic image emerging from the variations of a culture and of the complexity of a 

historical evolution of a group of people (Stoddard, 1973). But what comes of this, 

academically and, more importantly, among the Mexican American student, when the 

cultural ways of life in which one operates becomes an invariable fight for survival 

(Stoddard, 1973)?  In the attempt to understand how the academic underachievement 

among Mexican Americans is persistent and disproportionate as a direct result of the 

continuous process of human development becoming inhibited and relatively unsolicited, 

one too must explore the relationship of race and culture between the United States and 

the people of the Mexican American community.  

Often characterized by the power of conquest, prestige, and the dominant marker 

of status (phenotype), race relations of Western world history have often sought to alter 

the methodological, the historical, and the social image of its conquerors (Murguia & 

Telles, 1996). While the first wave of contemporary colonists—England, France, 

Holland, Portugal, and Spain, during the 15th century, expanded, occupied, and populated 

the New World, Africa, and Asia only to bring dominant and subordinate conformities 

into the  Age of Discovery, the 19th and 20th century brought decolonization to Mexico 

and the United States (Murguia & Telles, 1996).   Condemned biologically, culturally, or 
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socially inferior, many individuals in Mexico and the United States were repeatedly 

constructed to the visages of discrimination, racism, and prejudicial attitudes of the 

established prevailing society (Abalos, 1986; Murguia & Telles, 1996). But from the 

many historical and contemporary images of the Mexican American community, the 

idealistic view of Mexican Americans, as a “transplanted rural Mexican folk culture 

inextricably attached to superstitious and primitive beliefs,” has customarily affixed the 

Mexican American community to a primordial society (Stoddard, 1973).  But this 

stereotypical Mexican American imagery of a race of conquered people and foreigners, 

who is presumably assumed to never develop into a civilized society, has become more 

than a notion of social structure; it has become a fundamental mission of forced 

acclimatization (Murguia & Telles, 1996). But how does this all relate to the field of 

Mexican American education?    

So much that research has shown that there are considerable educational 

drawbacks when life changes occur among a population (i.e. migration, nativity, and 

acculturation) (Murguia & Telles, 1996; Garcia & Bayer, 2005; Massey & Sana, 2003; 

Schmid, 2001; Rumberger & Larson, 1998; Velez, 1989; Battle & Pastrana, 2007; 

Carranza, You, Chhuon, & Hudley, 2009; Ojeda & Flores, 2008; Jasinski, 2000; Zsembik 

& Llanes, 1996). When a group migrates, resides, and acculturates into a dominant 

society, the culture, the language, and the identity of the individual and/or community can 

indistinctly become recalibrated (Garcia & Bayer, 2005). Moreover, a group’s reception 

within a cultural group can often transport stress, burdens, and concerns over certain 

feelings of acceptance and senses of belonging (Schmid, 2001; Garcia & Bayer, 2005).    
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 However, for most Mexican Americans who reside in the United States, the 

opportunity to “support a family, buy a modest home, and enjoy a quality of life that 

many may otherwise think impossible” has increasingly culminated in present-day 

America (Crowley, Lichter, & Qian, 2006). But with the complications of the significant 

differences in the life changes of the operating culture—mainstream America, the 

continuous process of adjustment among the Mexican American community has become 

extremely uneven.     

Although constituting 60% of all legal immigration and 80% of all illegal 

immigration in the United States, the rationalization of the “American practice” among 

Mexican Americans has become harder to accomplish than to acquire (Massey & Sana, 

2003). But why?  

 For one, the pattern of U.S. migration has become a crucible role in the politics of 

the Mexican American’s adjustment to American culture. Like African Americans, a 

quantity of Mexican Americans, through forced immigration and domination, arrived in 

the United States as involuntary minorities whereas most Mexican Americans, post-1965, 

arrived as voluntary minorities (i.e. European-Americans, and Asian-Americans) 

(Schmid, 2001; Leung, 1994; Rumberger & Larson, 1998). Yet, because of their 

“different reception and treatment in the United States, these groups have had different 

trajectories” with respect to integration in American society (Abalos, 1986). Many times, 

against their will, these groups of individuals were “being shaped and defined, not by 

what they were inside, but by their class, power, prestige, and possessions” (Abalos, 

1986).  In order for one to survive one had to learn a jugar el papel que el otro require de 
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vosotros—the role that was required and assigned to them (Abalos, 1986). But why some 

Mexican Americans have succeeded more than others has tremendously depended on the 

level and the influence of acculturation (Smith, 2003). 

According to Jasinski (2000), the idea of acculturation is to allow immigrants to 

fully integrate into the social, economic, and educational institutions of the dominant 

society. However, for most Mexican Americans the idea of sacrificing the many aspects 

of their heritage in order to belong—their phenotype, their ancestry, their language, their 

culture, and at times, even themselves—has all too often become a priori criterion of 

national, or cultural disloyalty among the Mexican American community (Stoddard, 

1973; Abalos, 1986). Even more so, the idea of adjusting one’s culture has become 

somewhat meticulously complex to the identity of the self. According to Abalos (1986), 

acculturation… 

…is a profound kind of poverty because it forfeits our [Latinos] uniqueness both 
personal and cultural. We can never be authentically American and Latino but are 
forced to be either an excluded minority or an assimilated individualist. As 
Latinos we choose liberation, which means to be both Latino, who we are, and 
American, the promise of fulfilling the principles upon which this nation is 
founded. Perhaps our greatest contribution will be to witness to the right of each 
person to be a self in a community of equals that is committed to each other’s 
advancement because they love others as themselves.   
 
Although the migration experience among the Hispanic population is very distinct 

from that of European immigrants, most Mexican Americans who are separated from the 

“American stream of life,” do yearn to gain and survive in the so-called “in-ness” of 

American society (Olivares, n.d.; Stoddard, 1973; Abalos, 1986). But for some, 

attempting this multifaceted venture can often become detrimental to the daily facets of 

Mexican American living…especially in the field of education.  
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With the Hispanic population containing a large number of immigrants in the 

United States, research has projected that the total school-age Mexican American 

immigrant population by 2010, will increase by more than 22% thus, becoming half of all 

immigrant school-age children in American public education (Schmid, 2001). With one 

in every five individuals in the United States having parents as immigrants or being 

immigrants themselves, the influence of culture adjustment among the Mexican 

American community truly becomes an essential factor in the level of educational 

achievement among Mexican American students. But why?  

According to Rumberger and Larson (1998), individuals who perceive learning 

the attitudes and the behaviors of the dominant society will gain higher educational 

attainment than those who separate their attitudes and behaviors from the mainstream 

culture (Schmid, 2001). By placing a higher value on education, having respect for 

teachers, and keenness to learn English, minorities not only pave the way for upward 

mobility, but acquire a higher level of educational attainment at the secondary level 

(Rumberger & Larson, 1998; Schmid, 2001; Garcia & Bayer, 2005; Angel & Worobey, 

1991). However, because Mexican Americans have lived most of their lives outside the 

United States, the level of adjustment among the Mexican American community has 

become harder to accomplish than to acquire.  

With continuous mobility, a diminutive length of nativity in the United States, and 

contemptible English speaking skills, Mexican Americans, like many minorities, tend to 

have poorer levels of educational attainment (Garcia & Bayer, 2005; Rumberger & 
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Larson, 1998; Angel & Worobey, 1991; Velez, 1989). But why do Mexican Americans 

fail?  

Like involuntary minorities, Mexican Americans are more indisposed to detach 

their attitudes and behaviors to the governing majority in society (i.e. Anglo-Americans) 

(Schmid, 2001; Rumberger & Larson, 1998). For some Mexican Americans, learning 

English is viewed as a negative impact that threatens their culture, language, and the 

identity of the Mexican American community (Rumberger & Larson, 1998). As Marcelo 

M., and Carola E. Suarez-Orozco (1995) state, as cited in Rumberger & Larson (1998),…   

To see language as a mere instrumental tool for communicating is to miss its deep 
affective roots. To give up Spanish to acquire English represents a symbolic act of 
ethnic renunciation; it is giving up the mother tongue for the instrumental tongue 
of the dominant group. It is in such contexts, when learning the language of a 
dominant group is symbolically equated with giving up one’s own ethnic identity, 
that language acquisition becomes a problem.  
 
For others, having to navigate real-life concerns (financial, legal, and social 

worries) for family members who are limited in English proficiency can distract many 

from their ability to develop academically (Battle & Pastrana, 2007).  This process of 

cultural accommodation can become so stressful and burdensome to the point, that it 

affects the educational attainment among Mexican American children both emotionally 

and physically.  

Other evidence suggests that residential mobility and the length of nativity can 

also create poor aspirations for educational success among Mexican American students. 

With Mexican American families recurrently repositioning themselves within the United 

States in times of economic hardship, the capability for Mexican American children to 

acclimatize to new surroundings such as the schoolhouse (i.e. teacher, classmates, 
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regulations, and procedures), the risk of lowering achievement and dropping out of 

school heightens significantly (Carranza, You, Chhuon, & Hudley, 2009; Ream, 2003; 

Velez, 1989). However, according to Ojeda and Flores (2008), the longer the Mexican 

American family resides in the United States, the greater the educational outcome is 

produced. Mexican Americans who elongate their stay in the United States not only 

familiarize themselves with the American way of life, but also enhance themselves for 

educational prosperity (Ojeda & Flores, 2008).  

But for many Mexican American students, the effects of racial and social 

inequality in the United States (i.e. phenotype, social status) have often led many to hold 

a lower frame of reference on education. Feelings of inadequacy, inferiority, typecasting, 

and racism have all too often lowered the educational, emotional, and cultural 

expectations of the Mexican American student (Zsembik & Llanes, 1996; Murguia & 

Telles, 1996). These feelings of insecurity will not only give the opportunity for Mexican 

Americans to become less conformed to the  norms, values, and procedures within the 

educational system, but will give them the contingency to perform lower, academically 

(Murguia & Telles, 1996; Schmid, 2001). Whatever the case may be, the importance here 

is that there are significant educational drawbacks when life changes occur among a 

population…especially among those of the Mexican American community. But, by 

placing stronger values on education, Mexican Americans may be able to result in 

educational success.  

On a final note, with ethnic and cultural differences in the United States, America 

has developed into a story with richness, hope, success, and happiness that all were, and 
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are able to partake. Nevertheless, such a story continues to be filled with pain—pain that 

causes the fear of change, or maybe, just maybe, the thought of adjustment. As 

Americans continue to battle the war of deculturalization in America, hence, “ideal is that 

we can all become Americans; the reality is that it is easier for some than for others to be 

accepted as “Americans” (Ricento, 1995).   

Mexican Americans and Family Structure 
 
 To think about Mexican Americans is to think about the politics that surrounds 

them—their values, their beliefs, their way of life, and their family’s organization. 

Although a very self-selected group of individuals, Mexican Americans are characterized 

by a uniqueness that builds, forms, and maintains the cultural foundations of their distinct 

population. But perhaps the most identifying characteristic embedded by most Mexican 

Americans lays within the most important unit of stability: the family unit structure. 

Through their language, victuals, customs, religion, ceremonies, and societal attributes, 

the ideology of familism among Mexican Americans has become the vital role in 

nurturing and preserving the identity of the Mexican American way of life (Abalos, 

1986). Entrenched by the so-called –ism’s of family structure, familism, culturalism, 

personalism, spiritualism, and fatalism, Mexican Americans gleam to what is within 

them in order to live; to live a life of virtue, hope, and eccentricity of the self (Abalos, 

1986). But, the concept of family refers to more than just traditional values and beliefs; to 

Mexican Americans la familia, is the mainstay to all patterns of Mexican American 

living.   
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Mexican Americans and Household Composition 

 The concept of a Mexican American family unit refers to more than just the 

nuclear family. A typical Mexican American family, while consisting of a husband, wife, 

and child(ren), also embraces the extended family entity known as La gran familia—

parents, grandparents, brothers and sisters, cousins, and other blood relatives (DeGenova, 

1997). The family unit structure in a typical Mexican American household is likely to 

range from an average of four to six or more individuals as compared to a typical 

American household consisting of four or fewer family individuals (Cortese, 1992; 

DeGenova, 1997). Although single male and female providers head 9% and 17% of 

Mexican American households respectively, a two-parent household characteristically 

heads the family unit structure among the Mexican American community (56%) (i.e. 69% 

of non-Hispanic residencies are headed by a two-parent household) (Ream & Rumberger, 

2008; Lichter & Landale, 1995; United States Census Bureau, 2009). (For more 

information regarding household composition among the Hispanic population in the 

United States, see Table 12. Households by Type and Hispanic Origin Type of 

Householder: 2008). But because Mexican Americans do represent the largest domestic 

and foreign born inhabitants at 66%, Mexican American households have also 

contributed to the immeasurable development of an infantile generation in the United 

States (Llagas & Snyder, 2003).  

 Standing at a rate of 83 live birth rates per 1,000 births, according to Therrien and 

Ramirez (2001), as cited in Miranda (2005), 39% of Mexican American households have 

a larger percentage of individuals who are younger than 18 years of age, as compared to 
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24% of their Anglo American counterparts in the United States (KewalRamani, 

Gilbertson, Fox, & Provasnik, 2007; DeGenova, 1997; Cortese, 1992). Why is this 

important? 

 With this 47% increase in growth rate, it is estimated that second generational 

Mexican Americans, by 2020, will soon outnumber first generational Mexican Americans 

in the United States (Miranda, 2005). And with Mexican Americans being far more 

reluctant to suffer from the lowest educational attainment in the United States, not only 

does it become a leading factor in today’s economic endeavor, but brings many 

challenges to the potential and the quality of learning in the educational attainment of 

Mexican American students (Lockwood, 1996; Burney & Beilke, 2008). However, it is 

the absence of a parent that becomes the salient aspect in the academic success among 

Mexican American students at the secondary level.   

According to Velez (1989), while children from intact families are twice as likely 

to continue their schooling than those from kaput residencies, a single parent household 

with inadequate parental supervision, enhancements to family demands, poorly defined 

boundaries, and an unstable family unit structure, truly becomes a detrimental factor to 

the academic achievement among Mexican American students (LeCroy & Krysik, 2008; 

Burney & Beilke, 2008; Velez, 1989; Lambie, 2005; Gonzalez, F.E., 2001). But with 

38% of Hispanic children living in a household where the family headship is often left to 

a single parent, most Mexican American children will experience the risks for academic 

distress—depression, lowered self-esteem, withdrawal from family and friends, 

disengagement, behavior problems, drugs, violence, and early parenthood 
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(KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Lichter & Landale, 1995; Crowley, 

Lichter, & Qian, 2006; Lambie, 2005; Hess, 2000; Gonzalez, V., 2001). Therefore, when 

single parent households (especially single-headed female households) lack the support 

and assistance that is required to develop and maintain the skills needed for high 

achievement, most Mexican American students will most likely become at risk for 

academic failure (LeCroy & Krysik, 2008; Burney & Beilke, 2008; Velez, 1989; Lambie, 

2005; Gonzalez, F.E., 2001). 

 Furthermore, while many have theorized that the lack of leadership among 

single-headed households is often seen as “essentially dysfunctional” both socially and 

academically, the propensity of a single parenthood tends to most heavily affect children 

of the male gender (Garcia & Bayer, 2005).  

According to Garcia and Bayer (2005), through the absence of a father, most 

Mexican American males will come to lack the economic resources, leadership, 

guidance, structure, and discipline that a father can often provide. Therefore, it can be 

stated that the social and academic problems most Mexican American male children will 

face, is a direct result of the absence of a father within the Mexican American household 

(Garcia & Bayer, 2005). But despite the literature and the perpetuation of stereotypes and 

variations among the Mexican American population, the recent arrival to the United 

States can also place many Mexican Americans to surmount the difficulties of language, 

socialization, and the economical avenues of the American way of life (Velez, 1989; 

Cortese, 1992).  
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With 46% of all Hispanics living in centralized cities and nearly over half living 

in two states (California, and Texas), the status of immigration becomes an imperative 

factor in the academic achievement among Mexican American students (Spradlin & 

Parsons, 2008; Miranda, 2005; Velez, 1989).  

Living in households where Spanish is usually or sometimes the native idiom, the 

communicational gap between the native tongue and English can often deflate the 

academic success among Mexican American children (Hess, 2000; Cortese, 1992; Velez, 

1989). With difficulties in language, Mexican Americans will not only face the 

unfamiliarity with the American public education, but also the various barriers in their 

overall attainment in education (Ojeda & Flores, 2008). But the concept of family among 

Mexican Americans is more than just household composition. It is the institution of 

family that connects and isolates them from the larger society. It is the ideology of the –

ism’s (familism, culturalism, etc.) that reinforces and centralizes the most important 

establishment in life…la familia. But how can this familia become a hindrance to the 

academic achievement among Mexican American students?   

 Mexican Americans and the Identification of Mexican American Family 

Values 

 Although varying from generation to generation, it is the family unit that has 

become the most important institution among the Mexican American community 

(Abalos, 1986). Through its relationships, parenting, and affections, the Mexican 

American family provides the basis that fabricates, burnishes, and espouses the 

expectations, norms, and behaviors that shape, prepare, and assist the obligations among 
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its constituents (DeGenova, 1997). But as Mexican American families materialize on sus 

barrios mexicanos with their values, beliefs, and customs, the assumption that such 

characteristics have become prevalent predictors for academic performance, appear to 

have levitated in recent years (Burney & Beilke, 2008; Colwell, Smith, Zhang, & Hill, 

2000; Garcia & Bayer, 2005; Hess, 2000; Ramirez III, Taylor, & Peterson, 1971; Lambie, 

2005; Buriel & Rivera, 1980; LeCroy & Krysik, 2008,).   

 While Mexican American families are often “credited with enjoying large 

extended families and close kinship ties” among one another, most Mexican American 

families hold true to be self-evident that loyalty, support, honor, and duty are the 

cornerstones of every day living (DeGenova, 1997; Spradlin & Parsons, 2008). While 

middle-class Americans prefer independence to interdependence, Japanese Americans 

centeredness over unconformity, and Native Americans solidarity over dissonance, 

Mexican Americans submit to qualities of “interdependence over independence, 

compromise over confrontation, and cooperation over competition” for the betterment of 

the family (Spradlin & Parsons, 2008; Zsembik & Llanes, 1996; Battle & Pastrana, 2007; 

Polo & Lopez, 2009; Lambie, 2005; Buriel & Rivera, 1980). This familism, which 

extends beyond the nuclear family, has become the overall life strategy of the Mexican 

American culture (Lambie, 2005).   

 Although Mexican American women are given their place of respect within the 

residency, most Mexican American households are patriarchal (Spradlin & Parsons, 

2008; Ramirez, M., III, 1967). While Mexican American mothers are required to be 

passive, mediators, and tenders of the emotional and physical needs of both her children 
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and her husband (i.e. as well as those of the extended family), Mexican American fathers 

are positioned to provide, discipline, defend, and determine, the every day needs of the 

family circle (Lambie, 2005; Buriel & Rivera, 1980; DeGenova, 1997; Spradlin & 

Parsons, 2008; Buriel, 2001). As for the Mexican American children, they are taught to 

endorse strong attitudes of respect, obedience, and support (i.e. parentesco or 

personalism) towards members within and outside the family unit circle (Polo & Lopez, 

2009; DeGenova, 1997).  

Another cultural characteristic that helps support and assist among the everyday 

living among the Mexican American community is the obligation to religious practices. 

Although most Mexican American adolescents tend to assume to their parent’s 

commitment to religion, spiritualism for Mexican Americans has become more than just 

material satisfaction; it has become a linkage between humanity and the divine 

relationship with God (Spradlin & Parsons, 2008). It is this linkage between humanity 

and the divine relationship with God that strengthens their faith, builds their character, 

and alleviates the everyday concerns of the Hispanic way of life (Lambie, 2005; Ramirez, 

M., III, 1967; Colwell, Smith, Zhang, & Hill, 2000). According to Abalos (1986), 

spiritualism for Hispanics is… 

The perspective that allows us [Latinos] to recognize in the symbols of dogmatic 
faith frozen moments of transformation…our relationships to symbols is a 
persistent test of how alive we are at each moment to the transformation of that 
unity which is ourselves, our yearning and our source…As before, not all of us 
have the power to create symbols that inspire millions, but as never before, each 
of us will need to find out for himself and herself which symbols most inspire 
them along the way of transformation.  
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Although most Mexican Americans are richly colored by the doctrine of 

Christianity, many similarly place much faith in the process of cultural fatalism. Fatalism, 

the belief that things that happen are beyond an individual’s control, is believed among 

the Mexican American community to be supported by the metaphysical presence of God 

Himself (Spradlin & Parsons, 2008; Buriel & Rivera, 1980; Lambie, 2005). Elements 

such as suffering, illness, destiny, and fortune, are generalized by most Mexican 

Americans as “the will of God” rather that the spirit of chance (Colwell, Smith, Zhang, & 

Hill, 2000; Spradlin & Parsons, 2008). But as the family characteristics play a vital role 

in the development of family nurturing, consideration must also be given to the family’s 

influence on education.  

Though members within Mexican American families rely on one another as a 

source for support and assistance, la familia mexicana can also be a purveyor of stress 

and conflict (DeGenova, 1997; Garcia & Bayer, 2005; Hess, 2000). Because family is 

observed as more important than the individual, the commitment to family has sculpted 

many Mexican Americans students into lower educational attainments than any other 

ethnic minority student in the United States (Burney & Beilke, 2008; DeGenova, 1997; 

Battle & Pastrana, 2007; Zsembik & Llanes, 1996; Cortese, 1992). Because Mexican 

American families do rely on the family unit circle to resolve conflicts that gyrate around 

relationships, expectancies, physical and emotional needs, and practices and beliefs, most 

Mexican American students become restrained from developing a sensitivity for personal 

control and self-reliance (Polo & Lopez, 2009; DeGenova, 1997; Buriel & Rivera, 1980). 

With these characteristics in place, most Mexican American students will attain to stress, 
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conflicts, and feelings of insecurity (DeGenova, 1997; Spradlin & Parsons, 2008). 

Moreover, with the cultural models of familism, family obligation, and the theory of 

sacrifice, Mexican American students also find themselves subscribing to the enormous 

stress that comes along with the patterns of parentesco (DeGenova, 1997; Ramirez, M., 

III, Taylor, & Petersen, 1971).  

With the concept that kinship extends beyond the nuclear, and at times, the 

extended family, for most Mexican Americans, the demands to meet, care, and maintain 

certain household necessities becomes virtually impossible to fulfill (DeGenova, 1997). 

By sacrificing everything for the betterment of the family, the physical, emotional, and 

mental states among Mexican Americans often becomes overwhelmed, which then can 

perpetuate into a direct result of poor school performance (Ramirez III, Taylor, & 

Petersen, 1971).  

Ultimately, with the fear of being accused of discarding cultural identity or 

becoming envied by members within their own society, many Mexican American 

students will also produce certain “outlooks and behaviors” that can place them at a 

disadvantage for academic success (Ramirez, M., III, Taylor, & Petersen, 1971).  

Because most Mexican American students subscribe to the values and beliefs that 

are dissimilar to those of the “upper-middle, English speaking, male European 

American,” the motivation to excel in the academic setting becomes significantly 

ineffectual (Burney & Beilke, 2008; Ramirez, M., III, Taylor, & Petersen, 1971). With 

such characteristics, the feelings of inadequacy, lowered expectations (i.e. for education 

as well as for the self), and poor results in academic performance, truly become a 
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downfall in Mexican American education (Colwell, Smith, Zhang, & Hill, 2000; LeCroy 

& Krysik, 2008; KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Lichter & Landale, 

1995; Crowley, Lichter, & Qian, 2006; Lambie, 2005; Hess, 2000; Gonzalez, V., 2001). 

Nevertheless, the cultivation of Mexican American men and women can too, become a 

disadvantage to the educational attainment among Mexican American students.  

Mexican Americans and the Cultivation of Mexican American Men & 

Women 

Entering into the country each with their own unique migrational experiences, 

generational Mexican Americans have truly become a very self-selected group of 

individuals. Through their building of character, refinement of unconstructive behavior, 

and the strengthening of positive interactions among one another, this population has 

prioritized the high importance in shaping the attitudes and values among its members 

within its own community. However, this imperative role of reinforcing certain cultural 

foundations, values, and beliefs within the family unit circle has brought most Mexican 

Americans to question their identity. Whether male or female, child or adult, single or 

married, most Mexican Americans have assembled around certain cultural and contextual 

influences that have situated them into what most Mexican Americans view as an 

“appropriate” and suitable role (Dumka, Gonzales, N., Bonds, & Millsap, 2008; Peñalosa, 

1968). But can certain child-rearing practices go against the identity of Mexican 

Americans, and more importantly, against the educational attainment among Mexican 

American students?    
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  In most societies, individuals have received certain advantages and disadvantages 

by the virtue of one’s gender (Garcia & Bayer, 2005). As men are driven to gain the best 

education and occupation, women are often accorded to the styles of home refinement 

(Garcia & Bayer, 2005). As many societies have driven to such notions regulating certain 

social functions among individuals, as such, Mexican Americans have also powered 

singular behavioral patterns between male and female gender identity (DeGenova, 1997; 

Dumka, Gonzales, N., Bonds, & Millsap, 2008; Peñalosa, 1968).  

While Mexican American households are generally child-centered, the roles of 

Mexican American children are based on the attitudes, meanings, and expectations that 

shape, gloss, and preserve gender identity among the Mexican American community 

(Garcia & Bayer, 2005). While Mexican American boys are granted far more liberty than 

girls, boys are expected to be sturdy, aggressive, and courageous individuals while 

demonstrating affections of courtesy, charity, and respect for both, their mothers and all 

individuals within the general public (Spradlin & Parsons, 2008; DeGenova, 1997; 

Lambie, 2005). Through such displays of masculine formality, young male adolescents 

are taught to be rational, independent, and vibrant leaders for the exterior setting 

(DeGenova, 1997; Lambie, 2005). Although displaying virile behaviors, the socialized 

code of behaviors on Mexican American girls, on the other hand, is viewed somewhat 

conventional.   

Gender role expectations among Mexican American girls are generally centered 

on the familial needs of the Mexican American household (Garcia & Bayer, 2005). While 

“performing certain social functions that focus on familial needs,” Mexican American 
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girls are constantly reminded of their place in society (Lambie, 2005; DeGenova, 1997). 

By demonstrating passiveness, humbleness, and wholesome feminine characteristics, 

Mexican American girls are similarly instructed to be docile, defenseless, helpless, and in 

need of protection (Lambie, 2005; DeGenova, 1997). Nevertheless, as Mexican American 

children mature, so too does the gender role identification process.  

Because male children are often “overindulged and accorded with greater status” 

than female children within the Mexican American community, it is undoubted that 

young Mexican American male children are strictly given more freedom than young 

Mexican American female adolescents in a Mexican American community (DeGenova, 

1997). Seldom questioned about decisions, activities, actions, and relationships, Mexican 

American male adolescents are given greater degrees of independence, autonomy, and 

freedom (DeGenova, 1997). Although given greater authorization to date and pursue 

intimate relationships, Mexican American males, as well as Mexican American females, 

are strictly forbidden to ensue into interethnic and homosexual relationships, for it is seen 

as unacceptable, immoral, and an ultimate violation of the family’s code of conduct 

(DeGenova, 1997). Because most Mexican American male children and adults are 

“continually socialized according to a form of masculine ideology,” so too does the 

position to display sexual prowess, security, and strength establishes a sense of  

masculine maturity (Fragoso & Kashubeck, 2000).  

On the other hand, given lesser status than those of the Mexican American male 

figure, Mexican American females are greatly restricted from obtaining full sovereignty 

exterior to the living quarters. Regardless of age, Mexican American females are to 
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remain closer to home and expected to be subservient to both their brothers and their 

fathers (DeGenova, 1997). Relationships, activities, and decisions are often closely 

restricted and monitored, while a strong relationship with her mother is highly 

encouraged (DeGenova, 1997). While strongly protected by their brothers, Mexican 

American females must remain faithful, honorable, and must, at all times, refrain from 

disparaging any personal problems that may have emerged (Spradlin & Parsons, 2008; 

DeGenova, 1997). By doing so, Mexican American girls execute social functions that not 

only focuses on familial needs, but prepares them for matrimonial living (Garcia & 

Bayer, 2005; Spradlin & Parsons, 2008). 

Although family has become the most important institution among members of 

the Hispanic community, the politics of the Mexican American family, according to 

Abalos (1986), “is seen as a great danger by many Latinos.” While parenting styles are 

thought to influence the autonomy and maturity in children, the workings of family life, 

especially among the familial life of Mexican Americans, is seemed to bring random and 

unpredictable hindrances to one’s academic achievement.  

As many societies, cultures, and communities, place traditional gender roles on 

male individuals, the unrealistic expectations often becomes somewhat burdensome. 

While expected to be “strong, dominant, and the provider for the family,” most Mexican 

American men have become predisposed to ruinous physical and mental health 

consequences. As Mexican American men become incapable of balancing the demands 

between home and work, rates of anxiety, stress, aggression, and low self-esteem begin to 

heighten exceedingly (Fragoso & Kashubeck, 2000; Carranza, You, Chhuon, & Hudley, 
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2009). Even more significant, is that as Mexican American males become strongly 

associated with machismo, most Mexican American males become related to delinquent 

activities such as criminal, alcohol, drug related activities, depression, neuroticism, 

psychoticism, and antisocial behaviors which then causes a decrease to the skills needed 

for academic achievement (Lambie, 2005; Fragoso & Kashubeck, 2000).  

In contrast, as Mexican American women have become submissive, docile, 

helpless, and restricted, such expectations has brought many to encounter 

underrepresentation, discrimination, low self-esteem, conflict, and at times, early 

parenthood (Berliner, 2009; Ortiz, 1995). Although the role of gender has become 

particularly important to the values and beliefs of the Mexican American family, 

Mexican American females have come to slowly dispute their long-established position 

in society (Eamon, 2005; Garcia & Bayer, 2005; DeGenova, 1997).  

  Nevertheless, “an authoritative parenting style, on the other hand, is considered 

to be most conductive” when influencing educational attainment (LeCroy & Krysik, 

2008; Garcia & Bayer, 2005). Although certain parenting styles are regarded as 

detrimental, through a strong familial bond, most Mexican Americans not only create 

greater possibilities for support, kinship, and trust, but cultivate better social attitudes, 

behaviors, and values for education (Spradlin & Parsons, 2008; LeCroy & Krysik, 2008; 

Garcia & Bayer, 2005; Varela, Vernberg, Sanchez-Sosa, Riveros, Mitchell, & 

Mashunkashey, 2004; Hess, 2000). As Abalos (1986) has stated… 

We have heard and read much about the collapse between male and female, 
parent and child, and husband and wife. This crisis is seen as a great danger by 
many Latinos. Yet it is not the family and authority relations per se that are 
breaking but a particular kind of family and authority. Latinos must hold onto the 
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family but grow a new kind of family with male/female relationships, authority 
patterns, and a cariño, affection, that prepares each of use for selfhood. In this 
way the family will not help to socialize us into the dominant structures but 
prepare each of us to be participants in shaping our barrios. 

 
Conclusion on the Role of Sociocultural Status on Mexican American 

Education 

As inhabitants of nature, we continuously think about the culture in which we live 

in and how that culture fashions the person we are as an individual. What we fail to see 

however, is the “medium within which we exist”—the traditions, values, religion, family, 

community, and language, that interconnects our ever so existence. Although separated 

from the American stream of life, the desires to gain, survive, and endure in the in-ness of 

America’s way of life, has and always will be the dream of the Mexican people. As 

Mexican Americans continue to pass down their values, knowledge, beliefs, and customs, 

the development of a story filled with richness, hope, success, and happiness will 

continue to be a constant struggle. But through the process of family befitting , Mexican 

Americans will not only fabricate, burnish, and espouse the expectations, norms, and 

behaviors that shape, prepare, and assist the obligations among it constituents, but will 

strengthen positive interactions among themselves, their communities, and more 

importantly, their education (Spradlin & Parsons, 2008; LeCroy & Krysik, 2008; Garcia 

& Bayer, 2005; Hess, 2000). By doing so, Mexican Americans “shall serve as a guide to 

give a new perspective by which to live-- to live a life of virtue, hope, and an eccentricity 

to the self (Abalos, 1986). 
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CHAPTER IV 

GENERAL OVERVIEW OF OTHER ISSUES AND FACTORS ON 

MEXICAN AMERICAN EDUCATION 

 

In the sphere of American society, both private and public, the role of American 

education has, and always will be the fundamental framework that helps shape, mold, and 

strengthen our values, traditions, way of thinking, and to a certain extent—our American 

identity. With its many facets of innovations, reforms, and advances, American 

schoolhouses have produced a nation, a culture, and a people prepared and equipped with 

the skills and techniques needed to attain productive and successful lives. However, as a 

response to the eras of time, America’s centerpiece has unmistakably become 

unconstructive.  

Although the fundamental principle that all human beings should be equated with 

an enhanced and equitable edification, in the realm of present day Mexican American 

education, the academic productivity of Mexican American students is a lack thereof. 

This is not entirely due to the lack of experience or pedagogical training, but due to the 

shift of the many facets that promenade within the halls of academia. Therefore, most 

Mexican Americans students have found themselves perplexed and disheartened towards 

the unproductive and low quality standard tasks within American classrooms. But as the 

concept of knowing and expanding knowledge continues to steer the American school 

organization, it remains necessary to look deeper into the supplementary issues and 
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factors that inhibit the educational status on Mexican American students at the secondary 

level.  

Mexican Americans and “Learning at the Margins” 

A Persian proverb states, “He who knows not, and knows that he knows not, is a 

child; so teach him.” Every educator around the world has one thing in common—

children: children who yearn for attention, appreciation, success, a sense of belonging, 

and to be loved. It is a teacher who opens the minds of children and allows them to reach 

beyond their dreams and shape the character that they one day will become. But how 

does a child cultivate into the character that they almost immediately grow to be?  

 American schoolhouses, “like the streets upon which we walk, to the stores from 

which we purchase goods, and the houses in which we grow up and raise our families,” 

have become an imperative feature within our American society (Eisner, 2003). Through 

it objectives, goals, and content, American schooling teaches the intellectual, 

communicational, moral, value, and physical skills that are needed to become successful 

civic, vocational, and private practitioners. But this mode of organization (i.e. educational 

system), through its reward system, its aims, and its culture, has failed to a certain extent, 

to improve our society and our quality of life. But how?  

 The organization of American schooling, although in some ways characterized as 

a caste system, has been inextricably tied to certain immutable characteristics (Madhere, 

1997). These continued practices of segregation, unequal opportunities, and differential 

expectations, for both conventional and minority students, has all too often become the 

mechanism that drives anticipated failure throughout American classrooms (Barajas & 
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Ronnkvist, 2007; Medina & Luna, 2004; Bae, Halloway, Li, & Bempechat, 2008; 

Duncan-Andrade, 2005; Persell, 2000; Valencia, R., 1993; Hess, 2000; Ojeda & Flores, 

2008; Madhere, 1997; San Miguel, 2005).  

As “visible or invisible” as it may seem, most American schoolhouses often 

reflect the social and cultural reproductions of the dominant society by serving the needs, 

interest, and values of mainstream America (Medina & Luna, 2004). But when this 

school culture services such needs, interest, and values, this “one size fits all orientation” 

does not easily accommodate to the myriad of differences of talents, interests, beliefs, and 

values posed by most ethnic minority students within these halls of academia (Berliner, 

2009; Medina & Luna, 2004). Therefore, the unconnectedness felt by most members of 

the minority society, will often place them to adopt certain behaviors of insecurity, 

alienation, and “substantive differences in student achievement” (Duncan-Andrade, 2005; 

Medina & Luna, 2004; Persell, 2000; Madhere, 1997). In being deprived of their cultural 

lenses and often being insinuated to that “they must change or fail,” to most Mexican 

Americans, the anticipation of student failure becomes more than a visualization—it 

becomes a reality (Duncan-Andrade, 2005; Madhere, 1997).   

Moreover, because “the way teachers perceive their students, make instructional 

decisions, and decipher future judgments about their student’s achievement in the 

classroom,” the effects of a teacher’s expectancy has most likely become the centered 

explanation for academic failure among all students in American public education (Bae, 

Halloway, Li, & Bempechat, 2008; Madhere, 1997).  
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According to Blote (1995), as cited in Bae, Halloway, Li, and Bempechat (2008), 

when students are held to a higher teacher expectancy, students in return will have higher 

academic self-concepts than those who are held otherwise. But when students are kept in 

“a kind of intellectual solitary confinement” of overcrowded classrooms, and their 

personal perspectives, projects, and dreams become dismissed, the negative effect of a 

teacher’s expectancy will most likely impact the process of a student’s learning 

(Madhere, 1997).     

For instance, when a student’s academic and behavior expectancy is regarded as 

indifferent, not only will the perceptions of differential treatments, expectations, and 

instructional practices be reflected and interpreted as impractical and unwarranted by 

those within the classroom, but will accord the student-learner to become disengaged, 

apathetic, alienated, unmotivated, and oppressed (Duncan-Andrade, 2005; Valencia, R., 

1993; Hess, 2000; Ojeda & Flores, 2008). And as Mexican Americans, like all student-

learners, becomes disconnected, uninterested, isolated, and apathetic by the negative 

impact of the teacher’s expectancy, he or she will become a higher risk for academic 

failure (Valencia, R., 1993; Hess, 2000; Duncan-Andrade, 2005).   

Simultaneously, for the reason that most educators view Mexican Americans as a 

“culture community that is deficient in comparison to other Anglo civilizations,” most 

educators will come to believe that the Mexican American student will “certainly never 

reach the intellectual plateaus necessary for upward mobility” (Olson, 1977; Valencia & 

Solórzano, 1997, as cited in Duncan-Andrade, 2005).  
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Therefore, many Mexican American students not only become impaired by the 

higher practices of ability grouping, but become internalized to the lesser amounts of 

higher status knowledge based instruction than their student-peer counterparts (Valencia, 

R., 1993; Hess, 2000; Duncan-Andrade, 2005). In doing so, the Mexican American 

student will result to a higher academic failure rate than any other ethnic minority student 

in the United States (Valencia, R., 1993; Hess, 2000; Duncan-Andrade, 2005). 

Thereupon, it becomes imperative for all educators, administrators, faculty, and staff 

members alike, to formulate, maximize, and strengthen the student-teacher relationship.  

Without it, as Madrid (1988), as cited in Medina and Luna (2004), has stated…  

If one is the other, one will inevitably be perceived undimensionally; will be seen 
stereotypically; will be define and delimited by mental sets that may not bear 
much relation to existing realities. There is a darker side to otherness as well. The 
other disturbs, disquiets, discomforts. It provokes distrust and suspicion. The 
other makes people feel anxious, nervous, apprehensive, even fearful. The other 
frightens, scares….For some of us, being the other is only annoying; for others it 
is debilitating; for others it is still damning.  

 
Mexican Americans and the Nature of Curriculum 

In the United States, by the time an individual reaches the point of graduation, it 

is expected that the student has become well rounded in the fundamentals of a liberal arts 

education. Through the communication of standards, subject matter, and methods of 

instruction, students are given the rudiments that will support him or her to function 

successfully within a culturally pluralistic and democratic society. But “what is taught, 

how it is taught, what is learned, and how it is learned” often becomes a filled-based 

knowledge condition that is too often, controlled (Madaus & Tanner, 1989). But with 

such standards holding true to the cohort of education, the basis that drives the personal 
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educational experience has repeatedly left many students, like Mexican Americans, to 

experience a treacherous and unjustly road in the attainment of the goals and objectives 

of educational success. But why?   

For one, this treacherous and unjustly educational road is a direct derivative from 

the educational practices of the European American society (i.e. the academic 

philosophies, practical knowledge, and standards of mainstream America) (Rosado, 

1994). Although having met most of the needs of the student population through its 

imposed curriculum, standardized materials, and structured instruction, this Eurocentric 

American educational model has many times over, overlooked the needs, the interest, and 

the values of the ethnic and linguistic minority student in the United States (Medina & 

Luna, 2004; Ream, 2003; Wayman, 2002; Duncan-Andrade, 2005; Alemán, 2007; 

Rosado, 1994).  

Secondly, when schools encompass high characteristics of low socioeconomic 

students, minorities, and an unqualified faculty and staff, they become less likely to offer 

any, if none at all, rigorous curriculum and high ability courses that can prepare and 

challenge students for academic success (Burney & Beilke, 2008; Valencia, R., 1993; 

Persell, 2000; Kao & Thompson, 2003; Eamon, 2005). And when most ethnic and 

linguistic minority students, like Mexican Americans are, are not given the opportunity to 

prepare, produce, and strengthen their measures of motivation, educational aspirations, 

and self-educational concepts, the realization for higher academic achievement more than 

likely, becomes deteriorated (Burney & Beilke, 2008; Valencia, R., 1993; Persell, 2000; 

Kao & Thompson, 2003; Eamon, 2005).   
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Moreover, for many of these ethnic and linguistic minority students, the usual 

criteria for labeling them as “at-risk,” “low achievers,” “culturally disadvantage,” and 

“linguistically impaired,” regularly becomes the equality standard for providing them 

with an “enhanced education” (Fairbrother, 2008; Duncan-Andrade; 2005; Garcia & 

Bayer, 2005; Cortese, 1992; LeCroy & Krysik, 2008). But being based on the patterns of 

boredom, personal insecurity, shyness, personal and financial distress, high absenteeism, 

poor school performance, and other attributes suitably identified by school personnel, the 

avenue for educational opportunity for these misrepresented and/or misidentified students 

often becomes more than just a mere opportunity; it becomes a greater predictor for 

educational underachievement (Garcia & Bayer, 2005; Fairbrother, 2008).    

Therefore, when many of these ethnic and linguistic minority students, such as 

Mexican Americans, are offered little incentives to refine, strengthen, and capitalize on 

their education, many then, become inclined to poor school performance, poor student 

attitudes, misguided behaviors, isolation, and lower levels of completed course work 

effort  (Garcia & Bayer, 2005; Kao & Thompson, 2003; Eamon, 2005; Hess, 2000; 

Zsembik & Llanes, 1996). Furthermore, by not allowing them to become intellectually or 

academically challenged, the measure in which the American school system determines 

educational success, will then, therefore, do them no justice (Fairbrother, 2008). But, the 

end result at this juncture, nonetheless, is that the misrepresented and the misidentified, 

(i.e. Mexican Americans six times far more than the general student population), not only 

become easily disillusioned with the educational system, but become “shortchanged and 

rendered unfit” for future responsibilities and successes in life (Garcia & Bayer, 2005; 
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Gonzalez, S., 1972; Medina & Luna, 2004; Holtzman, 1985; Burney & Beilke, 2008; 

KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Fairbrother, 2008; Valencia, R., 

1993). And even more so, “those receiving an inferior education will continue to receive 

an inferior education” (Burney & Beilke, 2008; KewalRamani, Gilbertson, Fox, & 

Provasnik, 2007; Fairbrother, 2008; Valencia, R., 1993).  

Finally, yet importantly, in discussing the nature of curriculum, it is virtually 

impossible to ignore the need for effective bilingual programs within the halls of 

American academia (Hess, 2000; Urrieta, 2004). Over the past few years there has been 

numerous deliberations surrounding the negative approach of both the political and the 

educational views towards bilingualism. Many believe that learned languages other than 

English inhibit the student’s performance within the educational system because it 

contributes to the declination of test scores, augmentation of dropout rates, and the 

reduction to both cognitive and emotional skills that students need in order to become 

successful in all phases of classroom achievement. While anti-bilingual supporters find 

petty objectionable standards towards bilingual education, the overall rating has been 

nothing more but a misconception. While the defense argues that bilingual education has 

“done little, if anything, to better the lot of the Hispanic student,” it can be stated that 

most prosecutors are far from understanding the profoundness of bilingual education 

(Ayala, 1999). Regardless of the fact that bilingual education was initiated to teach 

English to speakers of languages other than English, most bilingual programs in the 

United States have served its purpose to a bare minimum (Baker, 2006; Hess, 2000).  
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At the hand of bilingual education, students receive two important variables—

knowledge and literacy (Crawford, 1999). From vocabulary and grammatical 

development to content-based instruction, English Language Learners not only acquire 

English language acquisition, but also develop input that strengthens their understanding 

of the content-based material (Crawford, 2004). But when English Language Learners, as 

most Mexican American students are, are transitioned to early or too abruptly into 

English-Only instruction, the end results are no better than the results beforehand (Hess, 

2000). In the midst of this disfranchisement, many ethnic minorities, like Mexican 

American students, not only gain a marginalized edification but are often endorsed to 

cultural mismatches, conflicts, peer pressure, feelings of apathy, alienation, 

disengagement, rejection, and negative attitudes and behaviors (Zsembik & Llanes, 1996; 

Hess, 2000; Ream, 2003; Rosado, 1994; Valencia, R., 1993). Not only can this in turn 

lead to restricting the opportunity for academic success among minority students, but 

more importantly, can often “jeopardized the opportunity” for the school community to 

form a significant partnership amid the ethnic minority population (Zsembik & Llanes, 

1996; Hess, 2000; Ream, 2003; Rosado, 1994; Valencia, R., 1993).   

While all this may be theory in general, we, as educationalists, through our 

imposed curriculum, standard materials, structured instruction, and staff involvement, 

must always remember to place our students first and not last. While the teaching-

learning process is the most important lesson that, we, as a society, must pass on to the 

next generation and those that follow, the nature of curriculum on why? it is taught is not 

as important as to the how? students should retain and comprehend what is being learned. 
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By taking into consideration the diverse traits that students bring into the schoolhouse, 

and when we, as educationalists, see them as an important participant within the school 

organization, it is then and only then, that their achievements of success can become 

enhanced. By doing so, we allow our students to rise and become more successful than 

we ever were. Is this not the reason why we went into the educational arena in the first 

place? To help develop generations that are better prepared and skilled for America’s 

future. I sure do hope so! 

Mexican Americans and the Influences of the “so called” Paragons 

Human nature is not a machine to be built after a model, and set to do exactly the 
work prescribed for it, but a tree, which requires to grow and develop itself on all 
sides, according to the tendency of inward forces which make it a living thing 
(Mill, 1869).  

 
As true with any other institution, schools are more than just buildings made of 

brick and mortar. Although “active, living compilations of individuals interacting around 

a common purpose,” they are settings with “unique interactions and relationships 

reflective of the many societal forces that support healthy, stimulating, and growth-

oriented interactions” (Spradlin & Parsons, 2008; Pai, Adler, & Shadiow, 2006). But 

these academic institutions in which many students gain instruction, build and refine 

relationships, interactions, and interdependencies, have all too often become a haven of 

unequal distributions of social opportunity (Spradlin & Parsons, 2008).  

Like most students yearning for a sense of community, recognition, and 

acceptance, Mexican American students find themselves luring themselves towards 

dyadic environments, settings, and opportunities where a sense of comfortableness and a 

sense of belonging are available. But these sense of belongings among colleagues, peers, 
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and other members of the school environment, optimistically or unconstructively, can 

nevertheless, influence the academic behaviors of the Mexican American learner (Burney 

& Beilke, 2008).  

Although the school’s environment highly elevates a student’s academic 

achievement, for the most part, most academic institutions will exclude to address the 

cultural, social, and behavioral needs of the Mexican American community (Eamon, 

2005; Ream, 2003). For example, as the presence of Mexican American educators within 

the halls of academia would offer the beginnings of significant contributions to the 

development of aspiration, support, and educational effort among those of the Mexican 

American community, this image has become considerably imperceptible (Duncan-

Andrade, 2005). 

  Equally as absent, most Mexican American students are relatively left to the 

repugnant appearances of the “Chicano serving food in the school cafeteria, cleaning the 

garbage cans, and sweeping the floors at the end of each school-day” only to bring the 

self-perception of “withered hopes and stillborn dreams” (Maeroff, 1988, as cited in 

Duncan-Andrade, 2005; Duncan-Andrade, 2005). With this cultural mismatch in values, 

behaviors, and communication styles between both communities, it becomes evident to 

see that most Mexican American students, through school alienation, disengagement, 

rejection, and feelings of unworthiness, will posit themselves to the suspicion of 

academic detachment (Ream, 2003; Hein, 2003; Wayman, 2002; Eamon, 2005). But as 

much as the relationships, norms, and values of young American students are shaped and 

influenced by the school environment, the role of peer orientation, student engagement, 
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and student bonding among the student population, can also restrain the legitimacy of 

one’s academic achievement.  

According to Doll (1996), as with any relationship, “To have, to be, and to keep a 

friend is more than a wishful expectation—it is a basic need.” It is the role of friendship, 

that children and adults acquire and develop the basic fundamentals that formulate, 

strengthen, and refine the prospects for social interactions (Sheets, 2005). But it is 

through this companionship, that students, like all individuals, offer more than just the 

fundamentals for social opportunity; it is the resource, the support, and the promotion of 

the individual’s cognitive and emotional development (Sheets, 2005). Not only will 

friendship provide each individual with the coping assistance and identity development 

that is needed, but will also serve as a resource for the academic tasks at hand (Sheets, 

2005). But considerable evidence such as Ellen and Turner (1997), Burney and Beilke 

(2008), Ream and Rumberger (2008), LeCroy and Krysik (2008), Hess (2000), and 

Carranza, You, Chhuon, and Hudley (2009) have also suggested, that intimate 

connections between individuals have too, resulted in poor school performance among 

the Mexican American student population.   

On the account that teenagers are more predisposed to become influenced by their 

peers than their younger counterparts, adolescence, according to Ream and Rumberger 

(2008), has become the most strenuous developmental period among the student learner 

at the secondary level. Because adolescence is a period of an increased peer orientation, a 

gradual autonomy from family control, and a disengagement from school related 

activities, external circumstances such as low levels of aspiration, support, and 
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educational efforts are more likely to occur among the school-aged, student-learner than 

any other period in age-growth development (Ream & Rumberger, 2008; Ellen & Turner, 

1997). But why?  

For one, negative peer pressures often leads many individuals into dangerous and 

criminal behaviors, feelings of isolation, downheartedness, and dispirited attitudes that in 

turn, detaches and disengages the student learner from the school’s environment (Ellen & 

Turner, 1997; LeCroy & Krysik, 2008; Ream & Rumberger, 2008). But because Mexican 

Americans, like African Americans, are more likely to become exposed to the 

“oppositional” peer culture that discourages the attitudes and the behaviors that promote 

academic achievement, many are likely to academically, behaviorally, and culturally 

struggle to gain acceptance within and around the school environment (Ream & 

Rumberger, 2008; Burney & Beilke, 2008). Therefore, most Mexican American students 

become more associated in unorganized endeavors, emotional repression, poor social 

skills, rejections, low self-esteem, and low educational aspirations than those who 

otherwise value education (Ream & Rumberger, 2008; Carranza, You, Chhuon, & 

Hudley, 2009; Ellen & Turner, 1997; LeCroy & Krysik, 2008; Umaño-Taylor, Diversi, & 

Fine, 2002; Hess, 2000). Yet, while many researchers have admitted that the oppositional 

peer culture discourages the attitudes and behaviors that promote academic achievement, 

a large body of research has also indicated that achievement related beliefs, values, and 

goals are among the most important determinants that students can have in order to 

become successful in all phases of educational attainment (Burney & Beilke, 2008).  
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According to Burney and Beilke (2008), personal beliefs related to the learner’s 

educational ability, are the innermost core to one’s educational achievement. Although 

positive, social interactions between students, peers, administrators, and educators do 

contribute to higher ability performances within the halls of academia, it is through 

greater engagement in the academic endeavors outside the school setting that many 

secondary students become successful in the world of education (Hess, 2000; Burney & 

Beilke, 2008; Ream & Rumberger, 2008).  

Research has found that Mexican American students who are enrolled in athletics, 

fine arts, and any other extracurricular activities, have not only shown to develop higher 

levels of academic achievement, but have had healthier relationships, positive self-

esteem, and a greater involvement in the school community (Ream & Rumberger, 2008; 

LeCroy & Krysik, 2008; Carranza, You, Chhuon, & Hudley, 2009). Moreover, Mexican 

American students who engage in extracurricular activities, become as expected, 

indubitably responsible for their actions, their intellectual ability, and their academic 

future (Hess, 2000).   

 But as individuals of this human nature, each one of us observes to experience a 

sense of community. We lure ourselves towards dyadic environments, settings, and 

opportunities where a sense of belonging and comfortableness is available. It is through 

the sense of belonging among colleagues, peers, and members within our community that 

brings rich, cultural, linguistic, and recreational experiences to come alive. But as 

educators, we must least forget that just as friends have “the potential to improve one’s 

quality of life and enhance the quality of the broader community,” it is a “friend that 
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changes the social experiences of a child” (Ream & Rumberger, 2008; Doll, 1996). So, as 

we sit in our classrooms, stand in our hallways, and fill the spaces within our schools, we, 

as educators, must remember to reach out our hand to those who are alienated, separated, 

and apart, so that they too, can sense of sense of belonging. And when we do, think of 

how much change we can bring to a child’s life. Might you be that friend?  

Mexican Americans and Student Behaviors 

With two-thirds of the United States’ population being represented by Mexican 

descent, the issue of underachievement among Mexican Americans has led many 

individuals, researchers, and educators alike to examine the educational barriers facing 

this population. Surrounded by cultural identity, exceptionalities, language, gender, 

economic status, health, beliefs, values, and perceptions of education, many have 

investigated the socioeconomic and sociocultural determinants that have influenced the 

academic advancement of Mexican American students. But what about the manner in 

which one conducts him or herself in the interior and the exterior of the school 

environment? Could it be possible, that the range of student activity, in any way constrain 

the productivity on student achievement, and more importantly, to that of the Mexican 

American education? In saying so, it becomes all-to-important for one not to consider the 

imperativeness of the student’s behavioral posture in education.  

In the way that oppositional defiant, conduct disorders, aggression, hyperactivity, 

crime, psychosomatic problems, anxiety, and depression have become many of the hard 

challenges that most schools within American public education bear upon, so too has the 

student’s activities before, during, and after school (Berliner, 2009; Kao & Thompson, 
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2003). What adolescents do with their time prior to, for the duration of, and subsequent to 

the school day, according to KewalRamani, Gilbertson, Fox, and Provasnik (2007), has 

all too often become the prominent factor for an individual’s lack of academic 

accomplishment.  

One example of the many special interests that students participate in exterior to 

the school setting, and has become an assertive concern among administrators and 

educators alike, is school absenteeism. According to KewalRamani, Gilbertson, Fox, and 

Provasnik (2007), in 2005, the total percentage distribution of three or more absences 

among all 8th-graders in a single month, stood at a rate of 21% in relation to the total 28 

percentage rate among all 12th-graders (Llagas & Snyder, 2003). However, the total 

percentage rate of Hispanic 8th-graders and Hispanic 12th-graders who were reported as 

having three or more days of school nonattendance in a single month, stood even higher 

at a rate of 34% and 28%, as compared to their student counterparts altogether 

(KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Llagas & Snyder, 2003). As 

schoolchildren frequently become inclined to school absenteeism, the opportunities for 

social and academic involvement will gradually begin to deteriorate. And when a 

student’s effort to achieve academically becomes distant and impersonal, the levels of 

low aspiration, low motivation, and poor school performance will result in academic 

disintegration (Llagas & Snyder, 2003; Garcia & Bayer, 2005; Demos, 1962). 

But then again, it is during the years of adolescence that most young teenagers 

experience the many individual and social environmental changes surrounding their 

everyday being. From school transitioning, puberty, peer pressure, decreased dependence, 
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attitudinal differences, and an increased disheartening home environment, young 

teenagers become less involved academically, and more involved socially (Eamon, 2005; 

Demos, 1962; Hess, 2000). But when students become heavily and actively involved in 

the interior and exterior of their schools, neighborhoods, and communities, the 

stimulating influences that surrounds them, many times over, will bring them to the point 

of being alienated, unmotivated, suspended, and even expulsed from the school 

community (i.e. the total number of Hispanic 12th-graders that have been suspended and 

expelled in 2003, stood at 10% and 1% as compared to 11% and 2% of the total student 

population, respectively) (KewalRamani, Gilbertson, Fox, & Provasnik, 2007; Llagas & 

Snyder, 2003; Kao & Thompson, 2003; Ream & Rumberger, 2008). Therefore, many are 

left at a disadvantage for academic accomplishment (Llagas & Snyder, 2003; Kao & 

Thompson, 2003; Ream & Rumberger, 2008). 

But in spite of all the influential student behaviors among the Mexican American 

student population in present day America, it is best believed that altercation is one of the 

greatest detrimental factors to the academic success among most young Mexican 

American adolescents. Perhaps being alienated from the school environment, by 

administrators, faculty, and staff, or through one’s district goals, policies, and regulations, 

most Mexican American adolescent students often become engaged to the behaviors of 

“confrontational practices” (Kim, 1985, as cited in Velez, 1989). Captivating in behavior 

that opposes or violates specific rules of the school, and engaging in behavior that is more 

appropriate for an adult, or a lack thereof, will often cause most young Mexican 
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American students to engage in an academic performance that is second-rate to none 

(Velez, 1989).  

Therefore, individuals such as these, often enthrall into acts of bullying, 

delinquency, substance abuse, violence, gangs, preteen parenthood, and unstable social 

relationships that often causes the probability of high school attrition rate to decrease 

(Peskin, Tortolero, & Markham, 2006; Wayman, 2002; Velez, 1989). According to 

KewalRamani, Gilbertson, Fox, and Provasnik (2007), in a six-month period, 38% of 

Hispanic students in 2005, 12-18 years of age, reported a greater percentage rate of street 

gangs at their school than did their total student population counterpart of 24%. 

Moreover, Peskin, Tortolero, and Markham (2006) reported that 6-13% of all individuals 

in the United States have moderately or frequently been involved in acts of bullying 

and/or victimization, while a large number of Hispanic students were more likely to 

report both bullying (7%) and being bullied (10%) by other students within their student-

peer population.  

But with the range of student activity varying among all student populations in 

America, the imperativeness of a student’s behavioral posture, interior and exterior to the 

school environment, must continue to remain at the epicenter of the educational arena. 

Because a student’s internal and external behavior will often overlap with the mastery 

and performance goals of both the individual and of the school’s organization, school 

districts, schools, and classrooms must attempt to continue to contest against this 

oppositional defiant that has very much driven many our students far from the process of 

edification. But how, then, can the school’s organization re-engage the insolent individual 
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to readopt their conceptions about their role in the teaching-learning process? Perhaps, 

the point can be reached when administrators, faculty, and staff members, altogether, 

view, engage, and respond to improve the confidence and the self-image of the American 

student (Ames, 1992). It is then and only then, that a true learning process shall ever 

begin.   

Conclusion on the General Overview of Other Issues and Factors on Mexican 

American Education 

 With its many facets of innovations, reforms, and advances, American 

schoolhouses have produced a nation, a culture, and a people prepared and equipped with 

the skills and techniques needed to attain productive and successful lives. Through its 

role, American education has helped shape, mold, and strengthen our values, traditions, 

way of thinking, and to a certain extent—our American identity. But through its 

objectives, aims, goals, and culture, this mode of organization has failed to a certain 

extent, to improve the society and quality of life of the Mexican American community.   

 From its continued practices of segregation, unequal opportunities, and 

differential expectations, to its inequitable curriculum, dyadic environments, and diverse 

student populations, American schoolhouses have offered little incentives for Mexican 

American students to refine, strengthen, and capitalize on their education. By overlooking 

the needs, interest, and values of Mexican American students, American schoolhouses 

have forced many Mexican American students to befall to misguided behaviors, attitudes, 

and low levels of academic performance. But like most students yearning for a sense of 

community, recognition, and acceptance, Mexican American students have continued to 
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find themselves luring towards an environment, setting, and an opportunity that will help 

support him or her to function successfully within a culturally pluralistic and democratic 

society. With this being said,  

It is sometimes easier for schools to target social behaviors or teach social rules 
than to commit to efforts to foster friendships. This is unfortunate, given a wealth 
of evidence that suggests the availability of even one friend changes the social 
experience of a child (Doll, 1996).  
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CHAPTER V 

GENERAL CONCLUSION ON THE ISSUES IN MEXICAN 

AMERICAN EDUCATION: ADDRESSING THE ACADEMIC NEEDS OF 

MEXICAN AMERICAN STUDENTS AT THE SECONDARY LEVEL 

 

General Conclusion 

Latinos have three fundamentally different ways by which to build the 
present and our future. Each of us must choose; we cannot be neutral. 
Furthermore, it is important to understand the underlying significance of 
how we decide to shape our lives. Two of our available paradigms, 
emanation and incoherence, no longer give us the capacity to confront 
problems. They are mortally flawed because they forbid the emergence of 
the new community: the self, our neighbor, and the transpersonal sacred. 
The only viable choice for Latinos, as well as others, is the transforming 
paradigm—of choice (Abalos, 1986).  
 

In light of the growing number of ethnic minority adolescents, it has long been 

recognized that the level of educational attainment of Mexican American students is 

below to that of other ethnic minority communities in the United States. Bounded by 

cultural identity, exceptionalities, language, gender, economic status, health, beliefs, 

values, and perceptions of education, Mexican Americans have endured an educational 

challenge that has become more difficult to win than imagined. From towering 

impoverishment rates, lower parental education, dilapidated neighborhoods and 

communities, to a clash of culture, marginalized education, and impersonal behaviors, 

Mexican American students have become far from being the medium participators in 

education.  



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

99 
 

But in spite of all the influential determinants among Mexican American students, 

by far and great, like any human culture that has existed, Mexican Americans have 

become indispensable amid their continuous plight of “struggle, dignity, and survival” 

(Bravo, 2005; Olivares, n.d.; Stoddard, 1973; Abalos, 1986).  

 Having made their journey to the United States long before the 1600s, these 

native Mexican-sojourners, supported by their culture dynamism and presence in the 

United States, have continually been distinguished as an ethnically assorted population.  

Although separated from the American stream of life, the desire to gain, survive, 

and endure in the in-ness of America’s way of life, has and always will be the dream of 

the Mexican people. As Mexican Americans continue to pass down their values, 

knowledge, beliefs, and customs, the development of a story filled with richness, hope, 

success, and happiness will continue to be a constant struggle…but a struggle well worth 

fighting for.    

Possible Solutions 

 While implications of demographic and socioeconomic characteristics among 

Mexican Americans are enormous, it is imperative to produce resources that will improve 

the participation of Mexican Americans within the realm of academia. To improve the 

academic success of Mexican Americans students at the secondary level, a range of 

needed services and innovative practices are suggested as follows:  

• Educational Training 

• An increase in parental involvement  

• An increase to cultural awareness  
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• Cooperative programs for the control of prenatal care, births, and other 

health care maintenance, absenteeism, drop-out rates, and loss in learning  

• Mexican Americans appointees to state and school boards and planning 

commissions 

• Intervention 

• Other Features  

Educational Training 

 With the academic achievement among Mexican American students in decline, 

programs designed to improve the educational success of the Hispanic community must 

begin early on (Eamon, 2005). Early childhood programs such as preschool, head starts, 

literacy programs, and bilingual education programs will not only allow Mexican 

American students to learn to improve their abilities to read, write, and speak, but will 

allow them to participate among the mainstream culture (i.e. the school, the local 

community) (Berliner, 2009; Eamon, 2005; Persell, 2000). Because Latinos are less 

likely that their Anglo and African American counterparts to attend early childhood 

programs, Hispanics, school districts, and the community must also develop, enhance, 

and strengthen partnerships to increase the participation rate of the Mexican American 

population (Eamon, 2005; Berliner, 2009; Persell, 2000). And when so, not only will 

early academic interventions provide “positive differences in a child’s academic 

achievement,” but will also provide an opportunity for an enhanced education to take 

place (Berliner, 2009).          
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Parental Involvement 

 Primary caregivers must also be included in order to develop an educational 

support system among the Hispanic population (Burney & Beilke, 2008). As part of this 

proposed restructuring effort, parents must strive to provide a “cognitively stimulating 

environment (i.e. books, technology, educational resources)” both inside and outside the 

home environment (Eamon, 2005; Rosado, 1994). By actively engaging in the child’s 

academic and supplementary activities, parents not only increase the academic 

achievement of their student-learner, but can also decrease the student’s misbehavior, 

inside and outside the home/school environment (Eamon, 2005; Burney & Beilke, 2008).  

 In addition, school districts must actively organize and engage parental programs 

to advance the academic success of their student population (Rosado, 1994). Although 

parents do play an important role in the structuring of their child, unfortunately, many 

ethnic minority parents, such as Mexican Americans, do not have the ideal educational 

background to support, maintain, and strengthen the learning process of their child 

(Rosado, 1994). With school affiliated programs such as adult education training (i.e. 

teaching adults basic literacy skills in reading, writing, and arithmetic), school districts 

can empower not only the level of parental education, but similarly the academic 

involvement of the American student (Hess, 2000). We must remember that “a parent 

who can follow up, assist with requirements, and coach a student” is the greatest 

instrument in the educational success of a child (Burney & Beilke, 2008).    

 Finally yet importantly, schools districts, schools, administrators, and educators 

must also join efforts to employ partnerships with parents. Schools who work alongside 
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parents by listening and meeting the needs of their students, parents, and community can 

create a communicational tool that enhances the goals, hopes, and needs of the 

educational system (Hess, 2000; Valdivieso, 1990; Ream, 2003; Cortese, 1992). By doing 

so, not only will the level of parental education increase and the home/school connection 

improve, but also the academic level among the student population will strengthen 

(Valdivieso, 1990; Ream, 2003; Cortese, 1992).     

Cultural Awareness 

In order to expand the efforts to increase the number of high-achieving Mexican 

American students at the secondary level, schools should be aware of the culture 

characteristics of the student population coexisting within their halls of academia. When 

administrators, teachers, and staff members become sensitive and prepared for the 

different learning styles of their student population, the school environment as a whole 

will improve (Eamon, 2005). Because many Latino students at the secondary level are 

not experiencing similar educational opportunities as compared to their student-peer 

counterparts, it deems necessary for school districts, schools, administrators, and 

educators alike to enthrall in staff developmental workshops that communicate the 

values, beliefs, and customs of the Hispanic community as a whole (Fairbrother, 2008). 

By gaining an understanding of “who these children are” educators become more 

prepared to work in “diverse classrooms without continuing to perpetrate the injustices of 

low expectations and unchallenging work” (Fairbrother, 2008).  

 Moreover, by employing multicultural education, personalizing the curriculum to 

fit the needs of their student population, holding high academic expectations, and not 
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placing misrepresented or misidentified students in lower-level course subjects, the 

school environment will build a community that will not only bring self-confidence and 

pride among their student population, but will increase the academic success among their 

minority student population (Wayman, 2002; Eamon, 2005; Fairbrother, 2008).      

Cooperative Programs 

If academic underachievement is to decline among the Mexican American 

population, cooperative programs must continue to intercede between both the school 

environment and the Hispanic academic learner. Schools that increase cooperative 

programs (i.e. parent liaisons, communities in schools, after school programs, work 

programs, tutoring programs, mentoring programs, health programs) that attempt to 

reduce substance abuse, food insecurity, teenage parenthood, absenteeism, academic 

failure, and health related issues, will not only improve the social development of the 

student learner, but will increase the academic achievement among the student population 

as a whole (Berliner, 2009; Manlove, 1998; LeCroy & Krysik, 2008; Fairbrother, 2008).     

Educational Appointments 

 Educational appointments within the educational system must also be redefined if 

any academic achievement is to be gained by the Mexican American student population. 

Schools must see an increase in the appointments of qualified personal to school boards, 

planning commissions, and administrative and faculty positions to be held by Mexican 

Americans, bilingual educators, continuous learners, and disciplinarians whose beliefs 

can strongly influence not only educational arena, but the community of Mexican 

American students as a whole (Ramos & Sanchez, 1995; Lockwood, 1996). Schools that 
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utilize highly qualified personnel to improve the educational successes of their student 

population will not only help facilitate the teaching-learning process, but will raise the 

academic achievement among their student population (Persell, 2000).  

 Intervention  

 Another great predictor for academic success among Mexican American students 

at the secondary level, according to Burney and Beilke (2008), is early intervention. 

Emphasizing great importance and high expectations early on can often provide the extra 

needed support to develop, strengthen, and refine the educational attainment among the 

Mexican American population. As teachers, schools, and support staffs develop close 

connections and encouragement, while supporting the “habits of success” of their 

Mexican American students, Mexican American children become more confident and 

competent student learners within the teaching-learning environment (Burney & Beilke, 

2008; Ream, 2003).  

Furthermore, schools should also take into consideration the importance of 

mentors. Key individuals who monitor and guide a student’s social and educational 

activities can often aid in the development of educational success among Mexican 

American students (Burney & Beilke, 2008). According to Cross and Burney (2005), as 

cited in Burney and Beilke (2008), students who have mentors are more likely to 

consume high performing, high ability academic performances than those who do 

otherwise. Support services such as these, will not only encourage, follow up, and 

support the student’s social activities but will also provide the services for academic 

achievement (Burney & Beilke, 2008; Hess, 2000). With a little encouragement, 
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guidance, and positive experiences from school administrators, faculty, and staff, 

Mexican Americans students will begin to examine an improvement in their academic 

success (Valdivieso, 1990; Wayman, 2002; Eamon, 2005; Fairbrother, 2008).   

Other Features  

Finally yet importantly, additional features that can improve the educational 

success of Mexican American students at the secondary level are including but not 

limited to—smaller classes sizes, a lower student-teacher ratio, hiring and retaining 

qualified personnel, and the utilization of federal and state funding effectively (Seda & 

Bixler-Marquez, 1994; Persell, 2000). By efficiently employing these features, school 

districts and classrooms can improve, increase, and expand the educational performances 

among the Mexican American community. But then and only then, can we truly improve 

the educational success among the Mexican American student population.  

Future Study and Implications 

Entering into the country each with its own unique migrational experiences, 

generational Mexican Americans have become a very self-selected group of individuals. 

Unlike first generation Mexican Americans who were born in Mexico and later 

immigrated to the United States, second generation Mexican Americans were born in the 

United States but have at least one foreign born parent (i.e. Mexico) (Buriel & Cardoza, 

1988; Buriel, 1993). However, unlike its predecessors, third and subsequent generational 

Mexican Americans are distinguishable from the latter two for they have no direct 

parental existent links to the homeland of Mexico (Buriel & Cardoza, 1988; Buriel, 

1993). But why is this imperative to the perspective of Mexican American education?  
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While it predicted that socioeconomic, sociocultural, and other determinants 

influence the academic development of Mexican American students at the secondary 

level, future research from this study can draw from the probability of  why third and 

subsequent Mexican American generations do far worse academically than their first and 

second generational Mexican American counterparts.  

Granting that subsequent generational Mexican American students do exceed 

their first generational Mexican American counterparts by graduating four in ten of its 

members (24%), supplementary educational studies such as Keefe and Padilla (1987), 

Kao and Tienda (1995), Ogbu (1978), as cited in Zsembik and Llanes, (1996), have 

shown that subsequent Mexican American generation’s educational attainment have not 

strikingly increased (Zsembik & Llanes, 1996; Cruz, 2009; Everett, Rogers, Krueger, & 

Hummer, 2007; Perlmann, 2001).  

Although third generational Mexican Americans have an approximant high school 

completion rate of 36%, as compared to first generational Mexican immigrants at 22%, 

third generational Mexican Americans are three times more likely (24%) than their 

Anglo-American counterpart (8%) to not complete secondary instruction (Chávez-Reyes, 

in press; Grogger & Trejo, 2002). Furthermore, at 10%, third generational Mexican 

American students have a lower college completion rate than their Anglo American and 

African American counterparts at 27% and 15%, respectively (Chávez-Reyes, in press). 

In juxtaposition, according to the Pew Hispanic Center (2009), educational aspirations 

among first generational Mexican Americans (i.e. 36%) appear to be higher than their 

second (10%) and third (19%) generational Mexican American counterparts.  
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What is more, is that while third generational Mexican Americans have greater 

parental involvement and family monitoring than their first generational Mexican 

American counterpart, third generational Mexican Americans are reported to have 

subordinate levels of academic achievement than their first and second generational 

Mexican American counterparts (Rodriguez, J.L., 2002).  

As it has been thought, that socioeconomic, sociocultural and other determinants 

have greatly contributed to the educational advancement among Mexican American 

students at the secondary level, it appears that other factors may also inhibit the 

educational attainment of third and subsequent generational Mexican American students. 

Therefore, it deems indispensable for administrators, educators, and researchers alike, to 

further investigate the role of generational status (i.e. generational differences, 

educational aspirations, perceptions of the family involvement, academic resilience, 

impact of acculturation, and family monitoring) on third and subsequent generational 

Mexican Americans at the secondary level (Rodriguez, J.L., 2002). 

The Future of Mexican American Education 

 With the 21st century on the horizon, many understand, like Mexican Americans, 

that America’s ladder of success is only gained by the measure to which education is 

obtained. Although continuously the least educated among most foreign born inhabitants, 

Mexican immigrants continually attempt to augment their position in education. Even 

though Mexican American students have increased the overall high school education 

received, staggering enough, the population is far from being the medium participators in 

education.   
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 Nevertheless, with its increase statistics of individuals obtaining secondary and 

collegiate edification, the upward mobility for the Mexican American community is 

becoming more of a goal than a dream. With continuous persistence, dedication, and 

determination, Mexican Americans will soon be part of an educational class rather than 

the existing rainbow underclass (Waldinger & Reichl, 2006).   

Final Thought on the Issues in Mexican American Education: Addressing the 

Academic Needs of Mexican American Students at the Secondary Level 

As inhabitants of nature, we continuously think about the culture in which we live 

in and how that culture fashions the person we are as an individual. What we fail to see 

however, is the “medium within which we exist:” the medium that surrounds our ever so 

existence—traditions, values, religion, family, community, and language. Without 

culture, one’s identity, one’s history, and one’s way of life will no longer have value.  

For 300 years, having to be reminded constantly of how much they have lost, 

Mexican Americans somehow have steadily maintained the culture, language, and 

religion of their community (Abalos, 1986). Although separated from the American 

stream of life, the desires to gain, to survive, and to endure the in-ness of America’s way 

of life, has and always will be the dream of the Mexican people. But as I close this 

chapter in Mexican American education, a remarkable question comes to play: “Who 

benefits from our lack of participation in regard to the educational problems that most 

Mexican Americans encounter?” I guess the answer to such a question is—no one.  

Although it is our duty, as inhabitant of culture, to safeguard not only our culture, 

the representations, and expressions of whom we are, it must also be our responsibility to 
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create links with our fellow man: not for the better our country, our state, or our local 

community, but for the betterment of our human kind. As Abalos (1986) states,… 

The victory of any group will remain a success only if it also helps all human 
beings to link themselves or to change such linkages in order to overcome the 
common and persisting incoherence of the human species in the modern age. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

110 
 

BIBLIOGRAPHY 
 
Abalos, D.T. (1986). Latinos in the United States. Notre Dame, IN: University of Norte  

Dame Press.  
 
Adelman, C. (2006). The toolbox revisited: Paths to degree completion from high school  

through college. Washington, DC: U.S. Department of Education. 
 
Ahlborn, R.E., Martinez, E., Mason, W.M., & Romo, R. (n.d.). Mexican Americans.  

Retrieved from http://www.americansall.com/PDFs/02-americans-all/8.9.pdf 
 
Alemán, E. Jr. (2007). Situating Texas school finance policy in a CRT framework: How  

“substantially equal” yields racial inequity. Educational Administration 
Quarterly, 43(5), 525-558. 

 
Ames, C. (1992). Classrooms: Goals, Structures, and Student Motivation. Journal of  

Educational Psychology, 84(3), 261-271.   
 
Angel, R.J., & Worobey, J.L. (1991). Intragroup differences in the health of Hispanic  

children. Social Science Quarterly, 72(2), 361-378.  
 
Aponte, H.J. ( 1976). Underorganization in the poor family. In P. Guerin (Ed.), Family  

Therapy: Theory and Practice (pp.432-448). New York: Gardner Press. 
 
Aponte, H.J. (1994). Bread and spirit: Therapy with the new poor. New York, NY:  

Gardner Press.  
 
Ayala, H. (1999, November 2). Students Get Place in Jobless line: Achievement rate low,  

dropout rate high for Hispanics. The Arizona Republic, pp. B9.  
 
Bae, S., Holloway, S. D., Li, J., & Bempechat, J. (2008). Mexican-American students’  

perceptions of teachers’ expectations: Do perceptions differ depending on student 
achievement levels? Urban Review, 40, 210-225. doi: 10.1007/s11256-007-0070-
x  

 
Baker, C. (4th Ed.). (2006). Foundations of bilingual education and bilingualism. Buffalo,  

NY: Multilingual Matters LTD.  
 
Barajas, H.L., & Ronnkvist, A. (2007). Racialized Space: Framing Latino and Latina  

Experience in Public Schools. Teachers College Record, 109(6), 1517-1538.  
 
Battle, J., & Pastrana, A. Jr. (2007). The relative importance of race and socioeconomic  

status among Hispanic and White students. Hispanic Journal of Behavioral  
Sciences 29(1), 35-49. 

http://www.americansall.com/PDFs/02-americans-all/8.9.pdf


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

111 
 

Berliner, D.C. (2009). Poverty and potential: Out-of-School factors and school success.  
Boulder and Tempe: Education and the Public Interest Center & Education Policy 
Research Unit. Retrieved March 10, 2010, from 
http://epicpolicy.org/publication/poverty-and-potential 

 
Bohon, S.A., Macpherson, H., & Atiles, J.H. (2005). Educational barriers for new  

Latinos in Georgia. Journal of Latinos and Education, 4, 43-58.  
 
Blote, A.W. (1995). Students’ self-concept in relation to perceived differential teacher  

treatment. Learning and Instruction, 5(3), 221-236.  
 
Bravo, A. (2005). Mexican-Americans: A culture of struggle, dignity, and survival.  

Culture, Society, & Praxis, 3(2), 157-162.  
 
Bresette, P., & Hormuth, P. (1995). Hispanic children in Texas: A special report of the  

Texas kids count project. (Report 022101). Retrieved from The University of 
Texas, The Center for Public Policy Priorities and the University of Texas at 
Austin School of Social Work. Baltimore, MD.  

 
Brewster, K. (1994). Race differences in sexual activity among adolescent women: The  

role of neighborhood characteristics. American Sociological Review, 59, 408-424.  
 
Brody, D., Henretta, J.A., Johnson, M.S., & Ware.S. (2000). America’s history: Volume  

I: To 1877, (pp. 92, 236, 247). Boston, MA: Bedford/St. Martin’s.  
 
Brown, B. (1992). The history of bilingual education in America. (Research Report No.  

ED350874). Retrieved from ERIC database.  
 
Brown, S.E., Santiago, D.A., Toscano, R., Montoya, D., Laurel, J.S., & Gonzales, D.  

(1999). Latinos in education. White House Initiative on Educational Excellence 
for Hispanic Americans. Retrieved October 15, 2010, from 
http://www.ed.gov/offices/OIIA/Hispanic/rr/.  

 
Bryant, J. (2008). Immigration in the United States. Yale-New Haven Teachers Institute.  

Retrieved January 16, 2008, from 
http://www.yale.edu/ynhti/curriculum/units/1999/3/99.03.01.x.html 

 
Buriel, R. (1993, 2001). Childrearing orientations in Mexican American families: The  

influence of generation and sociocultural factors. Journal of Marriage and the 
Family, 55(4), 987-1000.  

 
 
 
 

http://epicpolicy.org/publication/poverty-and-potential
http://www.ed.gov/offices/OIIA/Hispanic/rr/
http://www.yale.edu/ynhti/curriculum/units/1999/3/99.03.01.x.html


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

112 
 

Buriel, R. (2001). Childrearing orientations in Mexican American families: The influence  
of generation and sociocultural factors. Journal of Marriage and the Family 
55(4), 987-1000.  

 
Buriel, R., & Cardoza, D. (1988). Sociocultural correlates of achievement among three  

generations of Mexican American high school seniors. American Educational  
Research Journal, 25(2), 177-192.   

 
Buriel, R., & Rivera, L. (1980). The relationship of locus of control to family income and  

familism among Anglo- and Mexican-American high school students. The 
Journal of Social Psychology, 111(1), 27-34.  

 
Burney, V.H., & Beilke, J.R. (2008). The constraints of poverty on high achievement.  

Journal for the Education of the Gifted, 31(3), 295-321. 
 
Carranza, F.D., You, S., Chhuon, V., & Hudley, C. (2009). Mexican American  

adolescents’ academic achievement and aspirations: The role of perceived 
parental educational involvement, acculturation, and self-esteem. Adolescence, 
44(174), 313-333.  

 
Carrasquillo, H. (1997). Puerto Rican families in America. In Mary Kay DeGenova (Ed.),  

In families in cultural context (pp. 155-172). London: Mayfield Publishing 
Company. 

 
Casey, P.H., Simpson, P.M., Gossett, J.M., Bogle, M.L., Champagne, C.M., Connell, C.,  

Harsha, D., McCabe-Sellers, B., Robbins, J.M., Stuff, J.E., & Weber, J. (2006). 
The association of child and household food insecurity with childhood overweight 
status. Pediatrics, The Official Journal of the American Academy of Pediatrics, 
118(5), 1406-1413.  

 
Chávez-Reyes, C. (n.d.) Identifying and improving later-generation Mexican-American  

students’ academic trajectory toward higher education: A conceptual model. 
Manuscript submitted for publication. College of Education & Integrative Studies, 
California State Polytechnic University Pomona, Pomona, CA.   

 
Cole, M. (1996). Cultural psychology: A once and future discipline. Cambridge, MA:  

Belknap Press of Harvard University Press. 
 
Colwell, B., Smith, D., Zhang, J. J., & Hill, M. (2000). Cambio en las escuelas: Mexican- 

American parent attitudes toward school health education. Journal of Community 
Health, 25(5), 427-437. 

 
 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

113 
 

Committee on the Impact of Pregnancy Weight on Maternal and Child Health. (2007).  
Influence of pregnancy weight on maternal child health. Washington, DC: The 
National Academies Press.  

 
Cortese, A.J. (1992). Family, culture, and society: Educational policy implications for  

Mexican Americans. Phylon, 49(1/2), 71-83.  
 
Costello, R.B. (3rd Ed.). (1993). The American heritage college dictionary. Boston, MA:  

Houghton Mifflin Company. 
 
Crawford, J. (1996). Seven hypotheses on language loss: Causes and cures. (Research  

Report No. ED395731). Retrieved from ERIC database.  
 
Crawford, J. (1999). (4th Ed.). Bilingual education: History, politics, theory, and practice.  

Los Angeles, CA: Bilingual Education Services.  
 
Crawford, J. (2004). Educating English Language Learners: Language diversity in the  

classroom. Los Angeles, CA: Bilingual Educational Services, Inc.  
 
Cross, T.L., & Burney, V.H. (2005). Social dominance, moral polices, and gifted  

education. Roeper Review, 28(1), 21-29. 
 
Crowley, M., Lichter, D.T., & Qian, Z. (2006). Beyond gateway cities: Economic  

restructuring and poverty among Mexican Immigrant families and children. 
Family Relations, 55(3), 345-360.  

 
DeGenova, M.K. (1997). Families in cultural context. London: Mayfield Publishing  

Company. 
 
DeNavas-Watt, C., Proctor, B.D., & Smith, J. (2007). Income, poverty, and health  

insurance coverage in the United States: 2006 (Report Number P60-233). 
Washington, DC: U S Census Bureau.  

 
Demos, G.D. (1962). Attitudes of Mexican-American and Anglo-American groups  

toward education. The Journal of Social Psychology, 57(2), 249-256.  
 
Doll. (1996). Social interactions: Improving interpersonal relationships. In Rosa  

Hernandez Sheets (Eds.). In diversity pedagogy: Examining the role of culture in 
the teaching-learning process (pp. 67-82). New York, NY: Pearson Education 
Inc. and A and B 

 
DuBois, W.E.B. (1964). Black reconstruction: An essay toward a history of the part  

which Black folk played in the attempt to reconstruct democracy in America, 
1860-1880. New York: Harcourt, Brace & Company.     



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

114 
 

Dumka, L.E., Gonzales, N.A., Bonds, D.D., & Millsap, R.E. (2008). Academic success of  
Mexican origin adolescent boys and girls: The role of mothers’ and fathers’ 
parenting and cultural orientation. Sex Roles, 60,(7/8), 588-599. 

 
Duncan-Andrade, J.M.R., (2005). An examination of the sociopolitical history of  

Chicanos and its relationship to school performance. Urban Education, 40, 576-
605. doi: 10.1177/0042085905281391 

 
Duncan, G.J., Brooks-Gunn, J., & Kato, P.K. (1994). Economic deprivation and early  

childhood development. Child Development, 65, 296-318. 
 
Duncan, G.J., Brooks-Gunn, J., & Klebanov, P.K. (1994). Economic deprivation and  

early childhood development. Child Development, 65(2), 296-318. 
 
Eamon, M.K. (2005). Social-Demographic, school, neighborhood, and parenting  

influences on the academic achievement of Latino young adolescents. Journal of 
Youth and Adolescence, 34(2), 163-174.  

 
Eisner, E.W. (2003). Questionable assumptions about schooling. Phi Delta Kappan,  

84(9), 648-657.  
 
Ellen, I.G., & Turner, M.A. (1997). Does neighborhood matter? Assessing recent  

evidence. Housing Policy Debate, 8(4), 833-866.   
 
Estrada, A.L., Treviño, F.M., & Ray, L.A. (1990). Health care utilization barriers among  

Mexican Americans: Evidence from HHANES 1982-84. American Journal of 
Public Health, 80, 27-31.   

 
Everett, B.G., Rogers, R.G., Krueger, P.M., & Hummer, R.A. (2007). Trends in  

educational attainment by sex, race/ethnicity, and nativity in the United States, 
1989-2005.  Manuscript in preparation. Institute of Behavioral Science, 
University of Colorado at Boulder, Boulder, CO.  

 
Fairbrother, A. (2008). “They might need a little extra hand, you know”: Latino students  

in at-risk programs. Urban Education, 43, 587-611. doi: 
10.1177/0042085907311816   

 
Fellmeth, R. (2005). Child poverty in the United States: The need for a constitutional  

amendment and a cultural sea change. Human Rights: Journal of the Section of 
Individual Rights & Responsibilities, 32(1), 2-19.  

 
Fellow, A.B. (2007). Economic opportunity and poverty in America. FDCH  

Congressional Testimony, Retrieved from MasterFILE Premier database.  
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

115 
 

Fishman, J.A. (1977). Language and ethnicity. In H. Giles (Ed.). Language, ethnicity, and  
intergroup relations, (pp. 15-57). New York: Academic Press.  

 
Fishman, J.A. (1994). What Do You Lose When You Lose Your Language? Retrieved 
 February 17, 2008, from United States Department of Education, National 
 Clearinghouse for English Language Acquisition and Language Instruction 
 Educational Programs Website: 
  http://www.ncela.gwu.edu/pubs/stabilize/iii-families/lose.htm 
 
Fishman, J.A. (1996). What do you lose when you lose your language? (Research Report  

No. ED395732).   
 
Fragoso, J.M., & Kashubeck, S. (2000). Machismo, gender role conflict, and mental  

heath in Mexican American men. Psychology of men & Masculinity, 1(2), 87-97. 
 
Friedman, M.J. (2008). American Identity: Ideas, not ethnicity. Washington, DC: U.S.  

Department of State’s Bureau of International Information Programs. Retrieved 
from http://www.america.gov/st/peopleplace-
english/2008/February/20080307154033ebyessedo0.5349237.html    

 
Frisbie, W.P., Echevarria, S., & Hummer, R.A. (2001). Prenatal care utilization among  

non-Hispanic Whites, African Americans, and Mexican Americans. Maternal & 
Child Health Journal, 5(1), 21-33. 

 
García, L.M., & Bayer, A.E. (2005). Variations between Latino groups in US post- 

secondary educational attainment. Research in Higher Education, 46(5), 511-533.  
 
Garrett, P., Ng’andu, N., & Ferron, J. (1994). Poverty experiences of young children and  

their quality of their home environment. Child Development, 65, 331-345.  
 
Gonzales, M.G. (1999). Mexicanos: A history of Mexicans in the United States.  

Bloomington, IN: Indiana University Press.  
 
González, F.E. (2001). Haciendo que hacer—cultivating a Mestiza worldview and  

academic achievement: branding cultural knowledge into educational research, 
policy, practice. Qualitative Studies in Education, 14(5), 641-656.   

 
Gonzalez, S. (1972). Implications of the Serrano and Rodriguez Cases on the Education  

of Mexican Americans. Retrieved from ERIC database.  
    
González, V. (2001). The role of socioeconomic and sociocultural factors in language  

minority children’s development: An ecological research view. Bilingual 
Research Journal, 25(1/2), 1-30.   

 

http://www.ncela.gwu.edu/pubs/stabilize/iii-families/lose.htm
http://www.america.gov/st/peopleplace-english/2008/February/20080307154033ebyessedo0.5349237.html
http://www.america.gov/st/peopleplace-english/2008/February/20080307154033ebyessedo0.5349237.html


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

116 
 

Grogger, J., & Trejo, S.J. (2002). Falling behind or moving up? The intergenerational  
progress of Mexican-Americans. San Francisco, CA: Public Policy Institute of 
California. Retrieved from 
http://www.ppic.org/content/pubs/report/R_502JGR.pdf 

 
Hein, N.P. (2003). Mexican American parent participation and administrative leadership.  

Journal of Latinos and Education, 2(2), 109-115. 
 
Hess, R.S. (2000). Dropping out among Mexican American youth: Reviewing the  

literature through an ecological perspective. Journal of Education for Students 
Placed at Risk, 5(3), 267-289.   

 
Hill, M.S., & Sandford, J.R. (1995). Effects of childhood poverty on productivity later  

in life: Implications for public policy. Children & Youth Services Review, 17(1/2), 
91-126.  

 
Holtzman, W.H. Jr. (1985). The influence of sociocultural factors on the achievement and  

placement of limited English proficient Hispanic students. (Research Report No. 
ED261485). Retrieved from ERIC database.   

 
Household Data Annual Averages. (2009). Employment status of the Hispanic or Latino  

population by age and sex. Washington, D.C.: Retrieved from the United States 
Department of Labor, Bureau of Labor Statistics, and Current Population Survey. 
Retrieved from http://www.bls.gov/cps/cpsaat4.pdf  

 
Isajiw, W.W. (1990). Ethnic-identity retention. In R. Breton, W.W.Isajiw, W.E. Kalbach  

& J.G.Reitz (Eds.), Ethnic identity and equality. Toronto: University of Toronto 
Press.     

 
Jargowsky, P.A. (2006). Immigrants and neighborhoods of concentrated poverty:  

Assimilation or stagnation? (Report No. 06-44). (Working Paper). University of 
Texas at Dallas. Dallas, TX.  

 
Jasinksi, J.L. (2000). Beyond high school: An examination of Hispanic educational  

attainment. Social Science Quarterly, 81(1), 276-290. 
 
Kao, G., & Tienda, M. (1995). Optimism and achievement: The educational performance  

of immigrant youth. Social Science Quarterly, 76(1), 1-19. 
 
Kao, G., & Thompson, J.S. (2003). Racial and ethnic stratification in educational  

achievement and attainment. Race, Ethnicity, and Education, 29, 417-442. doi: 
10.1146/annurev.soc.20.010202.100019 

 
 

http://www.ppic.org/content/pubs/report/R_502JGR.pdf
http://www.bls.gov/cps/cpsaat4.pdf


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

117 
 

Keefe, S.E., & Padilla, A.M. (1987). Chicano ethnicity. Albuquerque, NM, University of  
New Mexico Press.   

 
KewalRamani, A., Gilbertson, L., Fox, M.A., & Provasnik, S. (2007). Status and trends  

in the education of Racial and Ethnic Minorities (NCES 2007-039). National 
Center for Education Statistics, Institute of Education Sciences, U.S. Department 
of Education, Washington, D.C. 

 
Kim, S.K. (1985). Oppositional practices among high school boys: Their expression,  

determinants, and consequences. (Unpublished doctoral dissertation). University 
of Wisconsin-Madison. Madison, WI.  

 
Kim, S.Y., & Chao, R.K. (2009). Heritage language fluency, ethnic identity, and school  

effort of immigrant Chinese and Mexican adolescents. Cultural Diversity and 
Ethnic Minority Psychology, 15(1), 27-37. 

 
Lambie, R. (2005). At-Risk students and environmental factors. Focus on Exceptional  

Children, 38(4), 1-16.  
 
Latino Policy & Issues Brief. (2006, March). Leaks in the Chicana and Chicano  

educational pipeline. (Issue Brief No. 13). Los Angeles, CA: Yosso, T. J., & 
Solórzano, D. G.   

 
Lee, Steven K. (2006). The Latino students’ attitudes, perceptions, and views on bilingual  

education. Bilingual Research Journal, 30(1), 107-120. 
 
LeCroy, C.W., & Krysik, J. (2008). Predictors of academic achievement and school  

attachment among Hispanic adolescents. Children & Schools, 30(4), 197-209.  
 
Lester, J. (2006). Who will we serve in the future? The new student in transition. New  

Directions for Student Services, 114, 47-61. doi: 10.1002/ss.206  
 
Leung, B.P. (1994). Culture as a contextual variable in the study of differential Minority  

student achievement. The Journal of Educational Issues of Language Minority 
Students, 13, 95-105. Retrieved from ERIC database.  

 
Lichter, D.T., & Landale, N.S. (1995). Parental work, family structure, and poverty  

among Latino children. Journal of Marriage and the Family, 57,(2), 346-354. 
  
Lipsky, S., & Caetano, R. (2007). Impact of intimate partner violence on unmet need for  

mental health care: Results from the NSDUH. Psychiatric Services, 58(6), 822-
829.  

 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

118 
 

 
Llagas, C., & Snyder, T.D. (2003). Status and trends in the education of Hispanics  

(NCES 2003-008). National Center for Education Statistics, Institute of Education 
Sciences, U.S. Department of Education, Washington, D.C.   

 
Lockwood, A.T. (1996). Caring, community, and personalization: Strategies to combat  

the Hispanic dropout problem. Retrieved March 10, 2008, from the United States 
Department of Education, National Clearinghouse for English Language 
Acquisition and Language Instruction Educational Programs Website: 
http://www.ncela.gwu.edu/pubs/hdp/advances/s96no1.htm 

 
López, R. (2003). Mexican-American health issues for the 21st century. Californian  

Journal of Health Promotion, 1(2), 1-2.  
 
Luzzo, D.A., & McWhirter, E.H. (2001). Sex and ethnic differences in the perception of  

educational and career-related barriers and levels of coping efficacy. Journal of 
Counseling & Development, 79, 61-67.  

 
Madaus, G.F., & Tanner, L.N. (1989). The influence of testing on the curriculum.  

Critical Issues in Curriculum: Eighty-Seventh Yearbook of the National Society 
for the Study of Education, Part I, 4(1), 83-119.  

 
Madhere, S. (1997). Convergence and divergence in the process of academic  

development for Black, White, and Hispanic high school students. Journal of 
Education for Students Placed At Risk, 2(2), 137-160.  

 
Madrid, A. (1988). Missing people and others: Joining together to expand the circle.  

Change, 20(3), 54-59. 
 
Maeroff, G. (1988). Withered hopes, stillborn dreams: The dismal panorama of urban  

schools. Phi Delta Kappan, 69(9), 632-638.  
 
March of Dimes. (2010). United States Preterm birth overview. Quick Facts.  

Retrieved from  
http://www.marchofdimes.com/peristats/tlanding.aspx?reg=99&lev=0&top=3&sl
ev=1&dv=qf  

 
Manlove, J. (1998). The influence of high school dropout and school disengagement on  

the risk of school-age pregnancy. Journal of Research on Adolescence, 8(2), 187-
220.  

 
 
 
 

http://www.ncela.gwu.edu/pubs/hdp/advances/s96no1.htm
http://www.marchofdimes.com/peristats/tlanding.aspx?reg=99&lev=0&top=3&slev=1&dv=qf
http://www.marchofdimes.com/peristats/tlanding.aspx?reg=99&lev=0&top=3&slev=1&dv=qf


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

119 
 

Marino, T., Laartz, B., Smith, S.E., Gompf, S.G., Allaboun, K., Marinez, J.E., & Logan,  
J.L. (2010). Viral infections and pregnancy. Retrieved from Medscape and 
emedicine. Retrieved from http://emedicine.medscape.com/article/235213-
overview   

 
Massey, D.S., & Sana, M. (2003). Patterns of U.S. migration from Mexico, the  

Caribbean, and Central America. Migraciones Internacionales, 2(2), 5-39. 
 
Medina, C. & Luna, G. (2004). Learning at the margins. Rural Special Education  

Quarterly, 23(4), 10-16.  
 
Meyer, M.C., Sherman, W.L., & Deeds, S.M. (7th Ed.). (2003). From revolution to  

evolution, 1940-46. Author, In the course of Mexican history (pp. 603-613). New 
York, NY: Oxford University Press.  

 
Meyer, M.C., Sherman, W.L., & Deeds, S.M. (7th Ed.). (2003). The course of Mexican  

history. New York, NY: Oxford University Press.  
 
Meyer, M.C., Sherman, W.L., & Deeds, S.M. (7th Ed.). (2003). The loss of Texas and the  

war with the United States. Author, In the course of Mexican history (pp. 319-
337). New York, NY: Oxford University Press.  

 
Meyer, M.C., Sherman, W.L., & Deeds, S.M. (7th Ed.). (2003). The tensions of  

development and democratization, 1976-88. Author, In the course of Mexican 
history (pp. 651-666). New York, NY: Oxford University Press.  

 
Mill, J.S. (4th Ed.). (1869). On liberty. London: Longman, Roberts & Green. 
 
Miranda, C. (2005). Brief overview of Latino demographics in the Twenty-First century:  

Implications for alcohol-related services. Alcoholism Treatment Quarterly, 
23(2/3), 9-27.  

 
Murguia, E., & Telles, E.E. (1996). Phenotype and schooling among Mexican  

Americans. Sociology of Education, 69(4), 276-289. 
 
Nieto, S. (1995, 2007, 2008). Linguistic diversity in U.S. schools, A brief overview and  

history. In Rosa Hernandez Sheets (Eds.). In diversity pedagogy: Examining the 
role of culture in the teaching-learning process, (pp. 210). New York, NY: 
Pearson Education Inc. and A and B.  

 
Office of National Drug Control Policy. (2007). Hispanic Teens & Drugs. A Special  

Report. (Research Report No. ED498465). Retrieved from ERIC database.  
 
 

http://emedicine.medscape.com/article/235213-overview
http://emedicine.medscape.com/article/235213-overview


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

120 
 

Ogbu, J.U. (1978). Minority education and caste: The American system in cross-cultural  
perspective. New York, NY: Academic Press. 

 
Ojeda, L., & Flores, L.Y. (2008). The influence of gender, generation level, parents’  

education level, and perceived barriers on the educational aspirations of Mexican 
American high school students. The Career Development Quarterly, 57(1), 84-95.  

 
Olivares, R. (n.d.). Duality of cultures: Mexican American cultural identity in the United  

States. Unpublished manuscript, University of California, Irvine. Retrieved from 
http://www.socsci.uci.edu/clstudies/webdocs/spotlight/olivaresbestpaper2007-
0108.pdf 

 
Olson, D. (1977). From utterance to text: The bias of language in speech and writing.  

Harvard Educational Review, 47(3), 257-281.  
 
Ortiz, F., & ERIC Clearinghouse on Rural Education and Small Schools, C. (1995).  

Mexican American Women: Schooling, Work, and Family. ERIC Digest. 
Retrieved from ERIC database.   

 
Padilla, Y. (1996). The influence of family background on the educational attainment of  

Latinos. New England Journal of Public Policy, 11(2), 25-48.  
 
Padilla, A. (1999). Psychology. In J.A. Fishman (Ed.). Handbook of language and ethnic  

identity, (pp. 109-121). New York: Oxford University Press.  
 
Pai, Y., Adler, S.A., & Shadiow, L.K. (4th Ed.). (2006). Culture, education, and  

schooling. In cultural foundations of education (pp. 19-52). Columbus, OH: 
Upper Saddle River.    

 
Pai, Y., Adler, S.A., & Shadiow, L.K. (4th Ed.). (2006). Introduction. In cultural  

foundations of education (pp. 3-18). Columbus, OH: Upper Saddle River. 
 
Papalia, D.E., Olds, S.W., & Feldman, R.D. (8th Ed.). (2001). Physical and cognitive  

development in early childhood. Author, In human development, (pp. 236-277). 
Boston, MA: McGraw Hill.   

 
Papalia, D.E., Olds, S.W., & Feldman, R.D. (8th Ed.). (2001). Forming a new life. Author,  

in human development, (pp. 62-105). Boston, MA: McGraw Hill.   
 
Papalia, D.E., Olds, S.W., & Feldman, R.D. (8th Ed.). (2001). Human development.  

Boston, MA: McGraw Hill. 
 
 
 

http://www.socsci.uci.edu/clstudies/webdocs/spotlight/olivaresbestpaper2007-0108.pdf
http://www.socsci.uci.edu/clstudies/webdocs/spotlight/olivaresbestpaper2007-0108.pdf


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

121 
 

Papalia, D.E., Olds, S.W., & Feldman, R.D. (8th Ed.). (2001). Physical and cognitive  
development in adolescence. Author, In human development, (pp. 406-443). 
Boston, MA: McGraw Hill. 

 
Payne, R.K. (3rd Ed.). (1996). A framework for understanding poverty. Highlands, TX:  

aha! Process, Inc.  
 
Peñalosa, F. (1968). Mexican family roles. Journal of Marriage and the Family, 30(4),  

680-689.   
 
Perlmann, J. (2001). Young Mexican Americans, Blacks, and Whites in recent years:  

Schooling and teen motherhood as indicators of strengths and risks. Manuscript 
in preparation. The Jerome Levy Institute of Bard College, Levy Economics 
Institute of Bard College Blithewood, Annadale-on-Hudson, NY.  

 
Persell, C.H. (2000). Dilemmas of achievement. Society, 37(5), 13-18.  
 
Peskin, M.F., Tortolero, S.R., & Markham, C.M. (2006). Bullying and victimization  

among Black and Hispanic adolescents. Adolescence, 41(163), 467-485.  
 
Pew Hispanic Center. (2009).Between two worlds: How young Latinos come of age in  

America (Report No. ID. 117). Retrieved from 
http://pewhispanic.org/reports/report.php?ReportID=117  

 
Polo, A.J., & López, S.R. (2009). Culture, context, and the internalizing distress of  

Mexican American youth. Journal of Clinical Child & Adolescent Psychology, 
38(2), 273-285. 

 
Ramirez III, M. (1967). Identification with Mexican family values and authoritarianism  

in Mexican-Americans. The Journal of Social Psychology, 73, 3-11.  
 
Ramirez, M.III., Taylor, C. Jr., & Petersen, B. (1971). Mexican-American cultural  

membership and adjustment to school. Developmental Psychology, 4(2), 141-148. 
 
Ramirez, R.R., & de la Cruz, P.G. (2003). The Hispanic population in the United States:  

2002 (Report Number P20-545). Washington, DC: U S Census Bureau. 
  

Ramos, L., & Sánchez, A.R. (1995). Mexican-American high school students:  
Educational aspirations. Journal of Multicultural Counseling & Development, 
23(4), 212-221.  

 
Ream, R.K. (2003). Counterfeit social capital and Mexican-American underachievement.  

Educational Evaluation and Policy Analysis, 25(3), 237-262.  
 

http://pewhispanic.org/reports/report.php?ReportID=117


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

122 
 

Ream, R.K., & Rumberger, R.W. (2008). Student engagement, peer social capital, and  
school dropout among Mexican American and Non-Latino White students. 
Sociology of Education, 81(2), 109-139.    

 
Ricento, T. (1995). A brief history of language restrictionism in the United States.  

(Research Report No. ED426599). Retrieved from ERIC database.  
 
Rodriguez, E. (n.d.). Puerto Ricans: Immigrants and migrants. Retrieved from  

http://www.americansall.com/PDFs/02-americans-all/9.9.pdf   
 
Rodríguez, J.L. (2002). Family environment and achievement among three generations of  

Mexican American high school students. Applied Developmental Science, 6(2), 
88-94.  

 
Romero, A. (2001). Mental health and Mexican American adolescents. The Arizona  

Report, 5(1), 1-2).  
 
Rosado, L.A. (1994). Promoting partnerships with Minority parents: A revolution in  

today’s restructuring efforts. The Journal of Educational Issues of Language 
Minority Students, 14, 241-254. Retrieved from ERIC database.  

 
Rothstein, R. (2004). Class and schools: Using social, economic, and educational reform  

to close the Black-White achievement gap. Washington, D.C.: Economic Policy 
Institute.  

 
Rumberger, R.W., & Larson, K.A. (1998). Toward explaining differences in educational  

achievement among Mexican American Language-Minority Students. Sociology 
of Education, 71(1), 68-92.  

 
Saens, R., & Thomas, J.K. (1991). Minority poverty in nonmetropolitan Texas. Rural  

Sociology, 56(2), 204-223.  
 
Sanchez, Y.M. (1997). Families of Mexican origin. In Mary Kay DeGenova (Ed.), In  

families in cultural context (pp. 61-83). London: Mayfield Publishing Company.   
 
Santiago, D. (2008). Factbook: The condition of Latinos in education 2008. (Research  

Report No. ED506054). Retrieved from ERIC database.   
 
San Miguel, G. Jr. (2005). The impact of Brown on Mexican American desegregation  

litigation, 1950s to 1980s. Journal of Latinos and Education 4(4), 221-236.   
 
Schmid, C.L. (2001). Educational achievement, language-minority students, and the new  

second generation. Sociology of Education, Extra Issue 74(4), 71-87.   
 

http://www.americansall.com/PDFs/02-americans-all/9.9.pdf


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

123 
 

Seda, M., & Bixler-Marquez., D.J. (1994). The ecology of a Chicano student at risk. The  
Journal of Educational Issues of Language Minority Students, 13, 195-208. 
Retrieved from ERIC database.   

 
Sheets, R.H. (2005). Diversity pedagogy: Examining the role of culture in the teaching- 

learning process. New York, NY: Pearson Education Inc. and A and B. 
 
Smeeding, T.M. (1992). Why the U.S. antipoverty system doesn’t work very well.  

Challenge, 35, (1), 30-35.  
 
Smith, J.P. (2003). Assimilation across the Latino generations. American Economic  

Review, 93(2), 315-319.  
 
South, S.J., Crowder, K., & Chavez, E. (2005). Exiting and entering high-poverty  

neighborhoods: Latinos, Blacks, and Anglos compared. Social Forces, 84(2), 873-
900. 

 
Spradlin, L.K., & Parsons, R.D. (2008). Learning from Latino/a stories. In diversity  

matters: Understanding diversity in schools (pp. 112-128). Belmont, CA: 
Thomson & Wadsworth.   

 
Stanczyk, A. (2009). Low-income working families: Updated facts and figures.  

Washington, DC: The Urban Institute, Office of Public Affairs. Retrieved from 
http://www.urban.org/UploadedPDF/411900_LIWF_fact_sheet.pdf  

 
Stanford University. (1991). Health researchers explore trends in Latino communities.  

Retrieved from Stanford University, Stanford University News Service website: 
http://news.stanford.edu/pr/91/911029Arc1101.html 

 
Statistical Abstract of the U.S. (2006). Children below poverty level by race and Hispanic  

origin: 1980-2003. Retrieved November 24, 2009, from 
http://www.census.gov/compendia/statab/tables/06s0694.xls    

 
Steinberg, L., Blinde, P.L., & Chan, K.S., (1984). Dropping out among language minority  

youth. Review of Educational Research, 54(1), 113-132.   
 
Stoddard, E.R. (1973). Mexican American identity-A multi-cultural legacy. (Research  

Report No. ED084061). Retrieved from ERIC database. 
 
Suárez, Z.E. (1997). Cuban American families. In Mary Kay DeGenova (Ed.), In families  

in cultural context (pp. 155-172). London: Mayfield Publishing Company.   
 
Suarez-Orozco, M.M. (2001). Globalization, immigration, and education: The research  

agenda. Harvard Educational Review, 71, 345-365.  

http://www.urban.org/UploadedPDF/411900_LIWF_fact_sheet.pdf
http://news.stanford.edu/pr/91/911029Arc1101.html
http://www.census.gov/compendia/statab/tables/06s0694.xls


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

124 
 

 
Suarez-Orozco, M.M., & Suarez-Orozco, C.E. (1995). The cultural patterning of  

achievement motivation: A comparison of Mexican, Mexican immigrant, 
Mexican American, and Non-Latino White American students. In Ruben G. 
Rumbaut and Wayne A. Cornelius (Eds.) In California’s immigrant children: 
theory, research, and implications for educational policy, (pp. 161-190). San 
Diego, CA: Center for U.S.-Mexican Studies, University of California.  

 
Summer Academy for Public Policy Analysis and Research and Urban Institute. (2009,  

March). Educational attainment of first and second generation immigrant youth 
(Issue Brief No. 5). Washington, DC: Cruz, V.  
 

Therrien, M., & Ramirez, R.R. (2001). The Hispanic population in the United States:  
2000 (Report No. P20-535). Washington, D.C.: U. S. Census Bureau.  

 
Thernstrom, A., & Therstrom, S. (2003). No excuses: Closing the racial gap in learning.  

New York, NY: Simon & Schuster Paperbacks. 
 
Umaña-Taylor, A.J., Diversi, M., & Fine, M.A. (2002). Ethnic identity and self-esteem of  

Latino adolescents: Distinctions among the Latino populations. Journal of 
Adolescent Research, 17(3), 303-327.  

 
U.S. Census Bureau. (2009). Table 6. Educational attainment of the population 25 years  

and over by sex and Hispanic origin type: 2008. Washington, D.C.: Retrieved 
from the Current Population Survey (CPS), 2008, the Annual Social and 
Economic Supplement, 2008. Retrieved from 
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html   

 
U.S. Census Bureau. (1999). Poverty among working families—table 2. Washington,  

D.C.: Retrieved from the Current Population Survey (CPS), 1999, the Housing 
and Household Economic Statistics Division. Retrieved from 
http://www.census.gov/hhes/www/povmeas/exppov/p23-203/tbl2.html    

 
U.S. Census Bureau. (2008). POV06: Families by number of working family members  

and family structure: 2007. Below 100% of poverty—Hispanic origin. 
Washington, D.C.: Retrieved from the Current Population Survey (CPS), 2008, 
the Annual Social and Economic Supplement, and the Bureau of Labor Statistics. 
Retrieved from 
http://www.census.gov/hhes/www/macro/032008/pov/new06_100_09.htm   

 
 
 
 
 

http://www.census.gov/population/www/socdemo/hispanic/cps2008.html
http://www.census.gov/hhes/www/povmeas/exppov/p23-203/tbl2.html
http://www.census.gov/hhes/www/macro/032008/pov/new06_100_09.htm


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

125 
 

U.S. Census Bureau. (2009). POV06: Families by number of working family members  
and family structure: 2008. Below 100% of poverty—Hispanic origin. 
Washington, D.C.: Retrieved from the Current Population Survey (CPS), 2009, 
the Annual Social and Economic Supplement, and the Bureau of Labor Statistics. 
Retrieved from 
http://www.census.gov/hhes/www/cpstables/032009/pov/new06_100_01.htm   

 
U.S. Census Bureau. (2009). Table 20. Full-time and part-time status of the civilian  

employed population 16 years and over by sex and Hispanic origin type: 2007. 
Washington, D.C.: Retrieved from the Current Population Survey, and the Annual 
Social and Economic Supplement, 2007. Retrieved from 
http://www.census.gov/population/socdemo/hispanic/cps2007/2007_tab20.xls   

 
U.S. Census Bureau. (2009). Table 20. Full-time and part-time status of the civilian  

employed population 16 years and over by sex and Hispanic origin type: 2008. 
Washington, D.C.: Retrieved from the Current Population Survey and the Annual 
Social and Economic Supplement, 2008. Retrieved from 
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab20.xls  

 
U.S. Census Bureau. (2009). Table 42. Health insurance status by sex, age, and Hispanic  

origin type: 2008. Washington, D.C.,: Retrieved from the Current Population 
Survey, 2009, and the Annual Social and Economic Supplement, 2008. Retrieved 
from http://www.census.gov/population/www/socdemo/hispanic/cps2008.html   

 
U.S. Census Bureau. (2009). Table 12. Households by type and Hispanic origin type of  

householder: 2008. Washington, D.C.,: Retrieved from the Current Population 
Survey, 2009, and the Annual Social and Economic Supplement, 2008. Retrieved 
from http://www.census.gov/population/www/socdemo/hispanic/cps2008.html  

 
 U.S. Census Bureau. (2009). Table 16. Labor force and employment status of the civilian  

population 16 years and over by sex and Hispanic origin type: 2007. Washington, 
D.C.: Retrieved from the Current Population Survey, and the Annual Social and 
Economic Supplement, 2007. Retrieved from  
http://www.census.gov/population/socdemo/hispanic/cps2007/2007_tab16.xls 

  
U.S. Census Bureau. (2009). Table 16. Labor force and employment status of the civilian  

population 16 years and over by sex and Hispanic origin type: 2008. Washington, 
D.C.: Retrieved from the Current Population Survey and the Annual Social and 
Economic Supplement, 2008. Retrieved from 
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab16.xls 

 
 
 
 

http://www.census.gov/hhes/www/cpstables/032009/pov/new06_100_01.htm
http://www.census.gov/population/socdemo/hispanic/cps2007/2007_tab20.xls
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab20.xls
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html
http://www.census.gov/population/socdemo/hispanic/cps2007/2007_tab16.xls
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab16.xls


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

126 
 

U.S. Census Bureau. (2009). Table 18. Occupation of the civilian employed population  
16 years and over by sex and Hispanic origin type: 2008. Washington, D.C.,: 
Retrieved from the Current Population Survey, 2009, and the Annual Social and 
Economic Supplement, 2008. Retrieved from 
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html   

 
U.S. Census Bureau. (2009). Table 4. People and families in poverty by selected  

characteristics: 2008-2009. Washington, D.C.: Retrieved from the Current 
Population Survey (CPS), (2009), the Annual Social and Economic Supplement 
(2010). Retrieved from 
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html  

 
U.S. Census Bureau. (2009). Table 26. Poverty status of the population by sex, age, and  

Hispanic origin type: 2007. Washington, D.C.: Retrieved from the Current 
Population Survey (CPS), (2009), the Annual Social and Economic Supplement 
(2008), and the Bureau of Labor Statistics. Retrieved from 
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab26.xls 

 
U.S. Department of Education, Institute of Education Sciences. (2010). Status and trends  

in education of Racial and Ethnic Minorities (NCES Publication No. 2010-015). 
Retrieved from http://nces.ed.gov/pubs2010/2010015/indicator7_27.asp   

 
U.S. Department of Education, National Center for Education Statistics. (2003). The  

condition of education 2003 (NCES 2003-067), indicator 37. Washington, DC: 
U.S. Government Printing Office.  

 
U.S. Department of Labor, U.S. Bureau of Labor Statistics. (2009). A profile of the  

working poor: 2007 (Report No. 1012).Retrieved from 
www.bls.gov/cps/cpswp2007.pdf  

 
U.S. Social Security Office of Policy Research and Analysis, (n.d.). Socioeconomic  

characteristics. Retrieved October 15, 2009, from 
http://www.ssa.gov/policy/research_sub100.html  

 
Urrieta, L. Jr. (2004). Chicana/o activism and education: An introduction to the special  

issue. The High School Journal, 87(4), 1-9.  
 
Valdivieso, R. (1990). Demographic trends of the Mexican-American population:  

Implications for schools. Retrieved from ERIC database.  
 
Valencia, A.A. (1994). The degree that parents and significant others influence Anglo  

American and Mexican students to pursue and complete university studies. The 
Journal of Educational Issues of Language Minority Students, 14, 301-318. 
Retrieved from ERIC database.  

http://www.census.gov/population/www/socdemo/hispanic/cps2008.html
http://www.census.gov/population/www/socdemo/hispanic/cps2008.html
http://www.census.gov/population/socdemo/hispanic/cps2008/2008_tab26.xls
http://nces.ed.gov/pubs2010/2010015/indicator7_27.asp
http://www.bls.gov/cps/cpswp2007.pdf
http://www.ssa.gov/policy/research_sub100.html


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

127 
 

 
Valencia, R.R. (1993). The Plight of Chicano Students: An Overview of Schooling  

Conditions and Outcomes. Chapter 1. Retrieved from ERIC database. 
 
Valencia, R., & Solòrzano, D. (1997). Contemporary deficit thinking. In R. Valencia  

(Ed.). The evolution of deficit thinking: Educational thought and practice, (pp. 
160-210). London: Falmer.  

 
Van Hook, J., Brown, S.L., & Kwenda, M.N. (2004). A decomposition of trends in  

poverty among children of immigrants. Demography, 41(4), 649-670.  
 
Varela, E.R, & Vernberg, E.M., Sanchez-Sosa, J.J., Riveros, A., Mitchell, M., &  

Mashunkashey, J. (2004). Parenting style of Mexican, Mexican American, and 
Caucasian-Non-Hispanic families: Social context and cultural influences. Journal 
of Family Pathology, 18(4), 651-657.  

 
Velez, W. (1989). High school attrition among Hispanic and Non-Hispanic White youth.  

Sociology of Education, 62(2), 119-133.  
 
Waldinger, R., & Reichl, R. (2006). Second-generation Mexicans: Getting ahead or  

falling behind? Washington, DC.: Retrieved from Migration Policy Institute, 
Migration Information Source. Retrieved from 
http://www.migrationinformation.org/Feature/display.cfm?id=382 

 
Wayman, J.C. (2002). Student perceptions of teacher ethnic bias: Implications for  

teacher preparation and staff development. Retrieved from ERIC database. 
 
Wayman, J.C. (2002). The utility of educational resilience for studying degree attainment  

in school dropouts. The Journal of Educational Research, 95(3), 167-178.  
 
Wilson, W.J. (1991). Studying inner-city dislocations: The challenge for public agenda  

research: 1990 Presidential address. American Sociological Review, 56, 1-14.   
 
Winkleby, M.A., Cubbin, C. (2003). Influence of individual and neighbourhood  

socioeconomic status on mortality among black, Mexican-American, and white 
women and men in the United States. Journal of Epidemiology Community 
Health, 57,(6), 444-452. 

 
Zsembik, B.A., & Llanes, D. (1996). Generational differences in educational attainment  

among Mexican Americans. Social Science Quarterly, 77(2), 363-374. 
 

 
 
 

http://www.migrationinformation.org/Feature/display.cfm?id=382


Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

128 
 

                                                APPENDIX A
 
                        PEOPLE AND FAMILIES IN POVERTY BY
                SELECTED CHARACTERISTICS: 2008 AND 2009 

 

 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

129 
 

                                                APPENDIX B
 
                POVERTY STATUS OF THE POPULATION BY SEX,
                         AGE, AND HISPANIC ORIGIN TYPE: 2007 

 
 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

130 
 

                                APPENDIX C
 
           OCCUPATION OF THE CIVILIAN EMPLOYED POPULATION
                   16 YEARS AND OVER BY SEX AND HISPANIC ORIGIN
                                                  TYPE: 2008 

 

 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

131 
 

                                                APPENDIX D
 
        EMPLOYMENT STATUS OF THE HISPANIC OR LATINO
                       POPULATION BY AGE AND SEX: 2009 

 

 
 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

132 
 

                                                APPENDIX E
 
             FULL-TIME AND PART-TIME STATUS OF THE CIVILIAN
                  EMPLOYED POPULATION 16 YEARS AND OVER BY 
                         SEX AND HISPANIC ORIGIN TYPE: 2007 

 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

133 
 

 
 
                                                APPENDIX F
 
   LABOR FORCE AND EMPLOYMENT STATUS OF THE CIVILIAN
      POPULATION 16 YEARS AND OVER BY SEX AND HISPANIC
                                            ORIGIN TYPE: 2007 

 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

134 
 

                                                APPENDIX G 
 
FAMILIES BY NUMBER OF WORKING FAMILY MEMBERS AND 
                FAMILY STRUCTURE: 2007. BELOW 100% OF 
                            POVERTY -- HISPANIC ORIGIN 

 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

135 
 

                                           APPENDIX H
 
 LABOR FORCE AND EMPLOYMENT STATUS OF THE CIVILIAN
    POPULATION 16 YEARS AND OVER BY SEX AND HISPANIC
                                         ORIGIN TYPE: 2008 

 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

136 
 

 
 

                                               APPENDIX I 
 
        FULL-TIME AND PART-TIME STATUS OF THE CIVILIAN
          EMPLOYED POPULATION 16 YEARS AND OVER BY SEX
                          AND HISPANIC ORIGIN TYPE: 2008 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

137 
 

                                              APPENDIX J 
 
    FAMILIES BY NUMBER OF WORKING FAMILY MEMBERS
                               AND FAMILY STRUCTURE: 2008 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

138 
 

 
 
     

                                                APPENDIX K
 
   EDUCATIONAL ATTAINMENT OF THE POPULATION 25 YEARS
           AND OVER BY SEX AND HISPANIC ORIGIN TYPE: 2008 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

139 
 

                                                APPENDIX L
 
   HEALTH INSURANCE STATUS BY SEX, AGE AND HISPANIC
                                        ORIGIN TYPE: 2008 

 



Texas Tech University, Ricky Lee Abraham-Alvarez, December 2010 
 

140 
 

                                               APPENDIX M
 
           HOUSEHOLD BY TYPE AND HISPANIC ORIGIN TYPE
                                     OF HOUSEHOLDER: 2008 

 


	Statement of the Problem
	Identifying the Mexican American Community
	The Parallel Experiences of Latino Migration
	Puerto Rican Migration
	Cuban Migration
	Status and Trends in the Education of Mexican Americans

