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Beyond High Hopes: Educational Attainment Among Children of Immigrants
Introduction
Over the last few decades, higher education has become an increasingly critical
determinant of outcomes in adulthood. The gap in family income between adults with at
least four-year college degrees and those with lower levels of educational attainment has
widened dramatically (Haskins, Holzer, & Lerman, 2009). Youth are well aware of this
economic reality; as economic returns for higher education have increased, so have
students’ aspirations for college (Roderick, Nagaoka, & Coca, 2009). Increases in
aspirations are evident across racial ethnic groups, and low-income students have
demonstrated the strongest gains (Roderick et al.). Accordingly, college enrollment has
also increased substantially across racial/ethnic groups (Roderick et al.).
Gains in aspirations and enrollment, however, have not led to gains in attainment
to the same degree across racial/ethnic and income groups (Haskins et al., 2009; Roderick
et al., 2009). Low college completion rates among African American, Latino, and lowincome students have meant that high hopes do not always translate into high levels of
education (Haskins et al; Roderick et al.). In fact, this trend has led to an increase in the
attainment gap between White young adults and Black and Latino young adults (Aud et
al., 2010). Wide disparities in educational attainment can also be found within the large
and growing second-generation population, not only by race, but also by national origin
(Baum & Flores, 2011). Thus, the question of how differences in attitudes toward
education might be driving disparities in attainment seems less relevant than the question
of how some youth are able to turn their dreams into reality, while others’ goals are never
realized. Guided by a framework that emphasizes how immigrant groups vary in terms
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of the value and volume of institutional resources coethnic networks can provide, this
study’s aim is to explain variation in attainment outcomes by answering the latter
question.
Why is Educational Attainment Among Children of Immigrants Important?
Understanding the forces driving differences in attainment outcomes in early
adulthood is important not only because disparities in education levels are related to
disparities in income, but also because of the relationship between educational attainment
and a variety of other indicators of well-being, including adult and child health,
criminality, patterns of family formation and divorce, as well as U.S. competitiveness in
the global economy (Wolfe & Haveman, 2002). As the U.S. population becomes more
diverse, this task becomes increasingly complex. Unfortunately, the educational
attainment literature typically explores differences along pan-ethnic lines, obscuring
differences within such broadly defined groups as Hispanic and Asian (Kao &
Thompson, 2003).
Much of the diversity among young adults today is driven by the youthful and
growing immigrant population (Kao & Thompson, 2003). Today, nearly one in four
children in the United States (16.5 million) lives in immigrant families (Fortuny, 2010).
Their families come from a diverse set of countries and arrive for a variety of reasons,
among them, educational and occupational opportunities, family reunification, temporary
investments, and refuge from war. Immigrant families bring with them an equally diverse
set of educational backgrounds, skills, economic resources, customs, language abilities,
and religious practices. Over a quarter of children of immigrants to the U.S. live in
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California, and they now represent half of the population in the state under the age of 18
(Fortuny, 2010).
As the vast majority of children of immigrants in the U.S. are citizens (90% in
California), the well-being of this population is critical to the well-being of American
society as a whole (Urban Institute, 2010). Unfortunately, children of immigrants are
more likely than children of U.S.-born parents to live in low-income families with low
levels of education and limited English proficiency, though these rates vary substantially
by nationality (Fortuny, 2010). Given the importance of educational attainment and the
challenges many children of immigrants confront as they make their way through the
educational system, understanding the factors that shape their success is an urgent
endeavor for research.
Purpose
With this in mind, the purpose of this study is to explain differences in
educational attainment among children of Filipino, Mexican, and Vietnamese immigrants
in San Diego, California. The theoretical frameworks that typically inform studies of this
nature tend to attribute patterns of attainment to socialization experiences, whether as a
result of family structure, family socioeconomic status (SES), or the characteristics of
ethnic communities. As they are currently applied, theories such as the Wisconsin model
of status attainment (Sewell, Haller, & Portes, 1969), social capital (Coleman, 1988), and
segmented assimilation (Portes & Rumbaut, 2001; Portes & Zhou, 1993), tend to explain
educational attainment in terms of how norm reinforcement and significant other
influences shape attitudes associated with academic success, namely educational
aspirations and expectations.
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The status attainment model of educational attainment (Sewell et al., 1969), as
shown in Figure 1, sees family SES and children’s intellectual capacity as the
Significant
Other Influence
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Academic
Ability

Academic
Performance

Aspirations &
Expectations

Educational
Attainment

Figure 1. Status attainment. Illustrates status attainment model of educational attainment
(Sewell et al., 1969).
determinants of academic performance in school, which in turn provides a basis upon
which significant others (parents, peers, etc.) develop and cultivate attitudes toward
education in youth. Attitudes such as aspirations and expectations then drive the efforts
and decisions adolescents make regarding their education. The social capital model of
educational attainment [rooted in Coleman’s (1988) perspective], as shown in Figure 2,
contends that the socialization experiences children receive as a result of their parents’
SES and family structure reinforce norms that effect academic performance and
children’s views about the level of education they could and should receive.
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Figure 2. Coleman’s Social Capital Framework. Illustrates social capital model of
educational attainment (Coleman, 1988).
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A model of educational attainment based on the segmented assimilation
framework (Portes & Zhou, 1993; Portes & Rumbaut, 2001), as shown in Figure 3,
combines these two perspectives, but improves upon them by including factors that are
particularly relevant for children of immigrants. Portes and Rumbaut (2001) assert that
national origin groups vary in terms of the official policies that govern their entry and
reception, the way they are received by the larger society, and the presence and character
of pre-existing communities. These three reception contexts, jointly referred to as mode
of incorporation, influence each group’s settlement patterns and economic opportunities
that ultimately shape the character of the coethnic community in which youth are
socialized and the support system upon which parents rely. The segmented assimilation
framework also recognizes that gender plays a significant role in how children of
immigrants are socialized, as girls are expected to maintain closer ties to family and
community and to yield to greater levels of parental control. These experiences also
factor in to the development of attitudes, beliefs, and norms of behavior that determine
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Academic
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Socialization
Experiences
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Figure 3. Segmented assimilation. Illustrates segmented assimilation model of
educational attainment (Portes & Zhou, 1993; Portes & Rumbaut, 2001).
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how youth perform academically and the educational goals they set for themselves.
What these three models neglect to consider is that there are tangible resources
that social networks and significant others can provide in addition to the proper attitudes
and social norms that promote educational attainment. In an effort to provide a more
complete understanding of the forces driving disparities in educational attainment, this
study incorporates theoretical perspectives that recognize a broader range of resources as
necessary for college completion. Bourdieu’s (1986) theory of social and cultural capital
and Stanton-Salazar’s (1997, 2001) critical network-analytic view of social capital
emphasize that social institutions and relations are governed by socially constructed rules
that reproduce inequality. These rules dictate what forms of capital (such as
communication style) are most valued and delineate the boundaries of insidership (such
as race, gender, and class) that regulate who can access them (Stanton-Salazar, 2004). For
youth to reach their goals of higher education, they need access to the valued forms of
capital, which Stanton-Salazar terms “institutional resources” (2001, p. 20).
Institutional resources such as funds of knowledge, supportive actions of
institutionally recognized authority figures, connections to gatekeepers, resource-rich
social networks, and opportunities for gaining exposure to mainstream institutions, are
important forms of social capital that are critical for educational attainment. If
adolescents’ parents, extended family members, parents’ coworkers, neighbors, and
friends’ parents all have low levels of education and low status jobs, they are less likely
to be able to provide the valued funds of knowledge and social connections that might aid
youth in the process of preparing for, enrolling in, and completing college. Consequently,
youth who are members of networks where these types of resources are scarce are likely
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to have a more difficult time attaining a college degree, despite the effort they put forth in
the classroom and the level of education they might expect or desire to receive.
In the segmented assimilation framework, the benefits derived from resource-rich,
cohesively structured coethnic networks, are primarily understood as impacting
educational attainment through the economic opportunities they can offer to immigrant
parents and the reinforcement of achievement-oriented attitudes and behaviors they can
provide to their children (Portes & Rumbaut, 2001). Mode of incorporation, however,
also impacts the volume and quality of institutional resources a network might be able to
provide (Stanton-Salazar, 2001). Understanding mode of incorporation, then, provides a
basis for explaining the degree to which youth of particular national origins might benefit
from within-network ties or the degree to which their networks may be able to buffer
against discriminatory environments that limit their access to institutional resources
elsewhere. A visual example of how these factors could be incorporated into the
segmented assimilation model is provided in Figure 4.
Research guided by segmented assimilation and critical-network theory also
suggests that certain factors may reflect youth’s level of embeddedness in and their
reliance upon coethnic networks. Youth who retain their heritage language, for example,
may be better positioned to access the tangible resources their ethnic networks can
provide (Stanton-Salazar & Dornbusch, 1995; Zhou & Bankston, 1998). Therefore,
heritage language retention may be beneficial for educational attainment, particularly for
youth who are members of ethnic communities that have experienced more favorable
modes of incorporation.
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Figure 4. Segmented assimilation with a network analytic approach.
Similarly, gender may shape the degree to which youth are embedded in their
ethnic community networks. Girls in Asian and Latin American immigrant families are
often given less autonomy, held to higher standards of behavior, and expected to maintain
closer ties to familial and ethnic networks (Portes & Rumbaut, 2001). Boys, by
comparison, may not only have more freedom, but may also have to contend with peer
and school contexts where masculinity is defined by deviance, thereby constraining their
ability to simultaneously “perform” their gender identity and maintain ties with
supportive agents inside and outside their ethnic networks (Cammarota, 2004; Lei, 2003).
Certain ethnic networks may be able to offer greater “rewards” than others for girls’
embeddedness. Thus, girls are inclined to be more advantaged than boys in their access to
institutional resources if they are a part of an ethnic network that has a favorable mode of
incorporation and to be less advantaged if they are members of an ethnic community with
an unfavorable mode of incorporation.
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Finally, youth who perceive their environments to be highly discriminatory may
have less access to institutional resources outside their ethnic community, either because
they are actively excluded from such resources or because relationships with resourceful
agents are difficult to form in such an antagonistic setting (Stanton-Salazar, 2001). Ethnic
networks with unfavorable modes of incorporation may not be able to compensate for
these exclusionary experiences because they are less likely to contain the valued
institutional resources youth need and to be structured in ways that facilitate the transfer
of such resources (Stanton-Salazar, 2001). Thus, perceptions of discrimination may have
a stronger negative impact on youths’ attainment if they are members of an ethnic
network that has had an unfavorable mode of incorporation.
It was with this expanded view of the potential effects of mode of incorporation in
mind that the present study examined determinants of educational outcomes among
children of Filipino, Mexican, and Vietnamese immigrants. The dataset employed in this
endeavor is from the Children of Immigrants Longitudinal Study (CILS) (Portes &
Rumbaut, 2001). Designed to explore the adaptation process of the immigrant second
generation, the study followed children of immigrants from dozens of countries as they
progressed through high school and into early adulthood between 1992 and 2003. Using
these data, analyses aimed to determine whether mode of incorporation moderated the
effects of gender, heritage language retention, and perceptions of discrimination on
educational attainment, above and beyond the effects of achievement-oriented attitudes.

10
Literature Review
This chapter begins with a critical analysis of the theoretical perspectives that
commonly frame research on children of immigrants’ educational attainment, and is
followed by an exploration of Filipino, Mexican, and Vietnamese immigration in
historical context, an overview of existing research findings, and a statement of the
research problem and hypotheses.
Theoretical Considerations
Educational attainment and explanations for ethnic differences in outcomes have
received substantial attention in the literature (Kao & Thompson, 2003; Morgan, 2005);
thus, there are several theoretical perspectives that can inform this study. Although the
frameworks presented here each contribute unique ideas, there are also areas where they
overlap. The most commonly applied perspectives emphasize that educational attainment
is largely dependent upon the values, attitudes, and beliefs youth develop as a result of
structural, individual, peer, familial, and ethnic group characteristics. Critiques of these
perspectives argue that tangible supports that supply youth with the institutional
knowledge, sponsorship, and practical means of negotiating the process of attaining a
higher education are also necessary.
Status attainment. Also referred to as the Wisconsin model (Sewell, Haller, &
Portes, 1969), the status attainment perspective has informed much of the sociology of
education literature since the 1970s (Morgan, 2005). This theory explains patterns of
educational and occupational outcomes in terms of a causal model beginning with (a)
family background and aptitude, which lead to (b) academic performance, and then to
both (c) significant others’ and (d) youth’s appraisal of potential attainment, and both of
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those then lead to (e) educational and (f) occupational outcomes (Haller & Portes, 1973).
Significant others such as parents, peers, and teachers are presumed to have an influence
on youths’ attitudes toward educational attainment (aspirations or expectations) in
addition to the influence provided by earlier academic performance (Haller & Portes).
These significant others exert influence either by serving as models or in their expression
of expectations for youth (Sewell et al., 1969). The key mediating variables in this model
are youth’s aspirations and expectations for educational attainment, which are assumed to
translate into behaviors that produce educational outcomes.
Emphasis on expectations and aspirations. Both aspirations and expectations
have received attention in the status attainment literature, though the two concepts carry
slightly different meanings and not all researchers agree how to define them. In some
applications of the model, aspirations are seen as an achievement orientation that
motivates youth to strive for academic success (Kao & Tienda, 1998) and are thought to
reflect desires and values rather than concrete predictions of future outcomes (Bohon,
Johnson, & Gorman, 2006). Expectations then, indicate to a greater extent an assessment
of the likelihood of a certain level of attainment given the resources and barriers
perceived by youth. Another view contends that youth develop both aspirations and
expectations through an evaluation of the economic circumstances that determine their
ability to continue their education, and therefore less importance is placed on the
socializing influences of significant others (Alexander & Cook, 1979; Jencks, Crouse, &
Mueser 1983). This approach suggests that differences in outcomes are driven primarily
by socioeconomic status. Racial and ethnic differences in aspirations and expectations
cannot be explained fully by socioeconomic status, however, suggesting that these
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attitudes reflect more than pure economic calculation (Kao & Tienda, 1998).
The status attainment literature emphasizes the importance of social psychological
variables in accounting for variance in educational attainment as opposed to occupational
attainment (Boudon, 1974). Boudon explains that because occupational attainment is
structurally determined, attitudes hold little influence; one’s desire for a high status job is
less important than the number of high status jobs available within a given labor market.
Education, however, is presumably available for everyone who meets minimum aptitude
requirement (Boudon), making aspirations and expectations more salient predictors.
Boudon posited that these social psychological mediating variables are perhaps more
important as secondary effects of initial status than are the primary effects (aptitude). Of
course, this rationale for the importance of attitudes in the absence of structural
constraints emerged before the cost of tuition and fees began to rise significantly faster
than median incomes, and before financial aid was distributed increasingly in the form of
loans rather than grants (Hu & St. John, 2001). Recently, the Wisconsin model has been
criticized for its inability to predict how youth will react to these cost constraints
(Morgan, 2005).
Limitations. Even before these policy changes transformed the accessibility of
higher education, other scholars (Kerckhoff, 1976; Kerckhoff & Campbell, 1977b)
questioned the primacy of social psychological variables, noting that they do not fully
mediate the relationship between family of origin and educational attainment. The
model’s deficiencies, they claim, are rooted in its focus on socialization processes rather
than allocation processes. Kerckhoff (1976) in particular argues that especially for
minority students, experiences in institutions constrain the paths available to them such
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that motivational attitudes gained through socialization cannot be applied to a complete
array of opportunities. This oversight in the Wisconsin model may be a product of the
lack of diversity in the samples used to develop it. In the case of Sewell et al. (1969), for
example, their sample was drawn from White sons of farmers in Wisconsin.
Kerckhoff (1976) suggests that a more powerful and inclusive model of
educational attainment could be developed by including as predictors institutional
experiences that select youth into a particular set of opportunities. Kerckhoff posits that
these processes of allocation not only have effects on attitudes, but performance and
attainment as well. For example, paths are constrained by institutional agents (teachers,
counselors, etc.) who may assign students to particular groups based on their perceived
potential for attainment, guide them toward particular vocational or academic careers,
and evaluate their performance with a particular set of expectations in mind. Kerckhoff
also questions the practice of attributing racial/ethnic differences in outcomes to
discrimination without including variables that can demonstrate these effects.
Social capital. The social capital framework for educational attainment is based
on the work of James Coleman (1988) and Pierre Bourdieu (1986). Both theorists were
concerned with the way social ties impact educational and socioeconomic outcomes, but
each has a different view of how this process unfolds. Bourdieu’s approach emphasizes
how social ties reproduce class stratification through processes of inclusion and
exclusion. By contrast, Coleman’s model focuses on the benefits of norm reinforcement
and social control provided through ties to others. Though Coleman’s approach is the
most commonly applied version of social capital theory in research (Dika & Singh,
2002), it also has received much criticism (Lareau, 2001; Portes, 1998; Stanton-Salazar,
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2001). One more recent social capital theorist, Stanton-Salazar (2001) draws upon
Bourdieu’s perspective to criticize both Coleman’s (1988) approach to social capital and
the Wisconsin model of status attainment (Sewell et al. 1969) by emphasizing the
importance of institutional resources as a mechanism through which social ties impact
educational attainment.
Bourdieu. Bourdieu defined social capital as “the aggregate of the actual or
potential resources which are linked to possession of a durable network of more or less
institutionalized relationships” (1986, p. 248). Reflecting his emphasis on explaining
social reproduction within the dominant class, Bourdieu saw participation in groups as a
form of investment individuals make to secure access to resources (Dika & Singh, 2002).
The degree of social capital one possesses depends on both the size of the network to
which one is connected and the resources contained within that network.
Bourdieu distinguishes between the capital transferred through one’s family and
the capital gained through connections to extrafamilial networks. He sees the former not
as social capital, but as cultural capital (Portes, 1998). Lamont and Lareau (1988), noting
that cultural capital has often been interpreted and applied inconsistently, made an effort
to clarify the concept by defining it as “institutionalized, i.e., widely shared, high status
cultural signals (attitudes, preferences, formal knowledge, behaviors, goods and
credentials) used for social and cultural exclusion” (p. 156, emphasis in original).
Lareau (2001) also insists that Bourdieu did not view any type of cultural capital
as inherently valued. Therefore, as a currency, cultural capital can only be understood
within the context of the field of interaction in which it operates. Field in this case refers
to the rules of the game, or the arbitrary manner in which forms of capital are valued
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(Dika & Singh, 2002). In applying the concept to education, MacLeod (1987) explains
that youth come to possess knowledge, skills, and dispositions particular to their social
class, and because educational institutions (the field) reward cultural capital of middleand upper-class students and devalue that of lower- and working-class students, social
hierarchies are essentially converted into academic hierarchies.
Bourdieu also included the concept of habitus in his explanation of social
reproduction, which refers to the “system of lasting transposable dispositions which,
integrating past experiences, functions at every moment as a matrix of perceptions,
appreciations, and actions” (Bourdieu, 1977, pp. 83-83). MacLeod (1987) elaborates on
the concept of habitus by explaining that it is composed of attitudes and beliefs that
emerge through interactions with social structures. If, for example, a child’s social world
is one in which “the connection between effort and reward is taken for granted”
(MacLeod, p. 15), the child is likely to believe higher education is attainable, to aspire to
obtain a college degree, and to act in ways that facilitate attainment. Alternatively, a
youth who inhabits a social world where success is rare might exhibit the opposite
beliefs, aspirations, and actions, due to his exposure to the “system of internalized
structures, schemes of perception, conception, and action” (Bourdieu, p. 86) common to
his social group. Bourdieu’s conceptualization of habitus stands in contrast to the
Wisconsin model’s explanation for how aspirations are formed in that attitudes are born
not from the influence of individual significant others or personal economic calculations
but from the collective experiences of one’s social group.
Coleman. In an effort to address the deficiencies of intellectual streams that
emphasize the primacy of individual agency or social structure in explaining behavior,
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Coleman (1988) presented social capital as consisting of social structures that facilitate
action (of actors) within a structure, a resource that is intangible and exists in the
relationships among actors. Social capital occurs in three forms: (a) obligations,
expectations, and trustworthiness of structures; (b) information channels; and (c) norms
and sanctions. Coleman also specifies the types of structures that facilitate social capital
as closure of social networks and appropriable social organizations. Closure is created
through the connections between members of one’s social network. As applied to
educational attainment, the concept is often concerned with intergenerational closure, or
the relationships that exist between a child’s parents and the members of the child’s
social network (Dika & Singh, 2002). Appropriable social organizations might exist in
the form of a network constructed with the purpose of fulfilling a collective goal that is
then tapped for another purpose (Coleman).
Criticisms. Coleman’s approach has been criticized for a lack of conceptual
clarity in that it does not always distinguish between social networks and the resources
potentially acquired through them, as does Bourdieu’s (Portes, 1998). As Portes (1998)
notes, Coleman’s broad definition of social capital as simply an aspect of social structure
that facilitates action allows the concept to be applied inconsistently. Another source of
criticism has been Coleman’s focus on the benefits of social capital rather than on the
processes that grant or inhibit access to it (Dika & Singh, 2002). Whereas Bourdieu is
concerned with the structural constraints that limit access to institutionalized signals of
status, Coleman places the responsibility in the hands of families (Lareau, 2001). As a
result, educational research that follows Coleman’s version of social capital tends to
focus on norms and social control families can promote through intergenerational closure,
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family involvement in schools, and families with two biological parents (Dika & Singh,
2002).
Lin (2001a, 2001b) also criticizes Coleman’s emphasis on intergenerational
closure. Strong within-group ties may be beneficial for groups in which the level and
value of resources contained within those networks is high. For lower status groups,
however, strong ties to similar status group members may reinforce disadvantage rather
than provide access to the kinds of resources that will facilitate social mobility. Instead,
heterophilous (outside one’s own status group) relationships are more likely to provide
crucial connections to institutional, cultural, and material resources that can help youth
attain a higher education level. Therefore, the internal differentiation of immigrant groups
is important to consider as a factor that would affect youth’s ability to engage in
heterophilous interactions (Fernandez Kelly & Schauffler, 1996).
Institutional resources as social capital. Drawing upon both Bourdieu’s (1986)
and Lin’s (2001a, 2001b) perspectives, Stanton-Salazar’s (2001) critical network-analytic
view of social capital criticizes both Coleman’s model of social capital (1988) and the
Wisconsin model of status attainment (Sewell et al., 1969). In his view, these “normative
frameworks” neglect to recognize that youth’s connections to significant others and
integration into dense social networks accomplish more than instilling and reinforcing in
youth “specific goals, cultural values, norms, aspirations, and identities seen as
instrumental to academic achievement and educational attainment” (Stanton-Salzar,
2004, p. 24). These connections and networks also provide youth with institutional
resources. Examples of institutional resources and support include funds of knowledge,
advocacy, and bridging (Stanton-Salazar, 2001). Funds of knowledge might include an
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understanding of bureaucratic processes, familiarity with labor and educational markets,
ability to negotiate with gatekeepers, or fluency in “institutionally sanctioned discourses”
(Stanton-Salazar, 2001, p. 269). Advocacy involves the supportive actions of
institutionally recognized authority figures (school faculty and staff, community leaders,
employers, etc.) that promote or protect youths’ interests (Stanton-Salazar, 2001).
Examples of bridging include liaisons that connect youth to gatekeepers, resource-rich
social networks, or opportunities for gaining exposure to mainstream institutions such as
university campuses (Stanton-Salazar, 2001).
Another omission the normative frameworks make is their lack of recognition of
the ways in which forces of stratification (race, class, and patriarchy) diminish “the pool
of effective sources of social and institutional support” (Stanton-Salazar, 2001, p. 20).
These forces not only determine the networks into which youth are embedded, but also
limit the ability of the “pool of eligible agents” within that network “to act as authentic
and reliable sources of social and institutional support” (Stanton-Salazar, 2001, p. 21).
For example, the networks of low-status youth simply may not possess the types of
resources that are valued within mainstream institutions. Alternatively, forces of
stratification may generate mistrust between youth and agents, thereby limiting the
possibilities for transferral of institutional resources (Stanton-Salazar & Dornbusch,
1995). Thus, even if youth adopt the proper orientation toward schooling, their social
networks may not be able to provide key institutional resources that are necessary for
attainment.
Segmented assimilation. Although the segmented assimilation framework
incorporates many of the same themes that are central to the status attainment model and
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Coleman’s perspective of social capital, it introduces factors of particular relevance to the
adaptation of recent cohorts of children of immigrants (Portes & Zhou, 1993). The core
of the model emphasizes that parental human capital, family structure, and immigrant
community context interact to produce acculturative and psychosocial outcomes that
promote or inhibit education attainment. These factors are seen as essential in helping
youth confront the challenges of racial discrimination, a bifurcated labor market, and the
downward pull of oppositional culture. Segmented assimilation also introduces the
concept of mode of incorporation, which has both direct and indirect effects on
acculturation and psychosocial outcomes, through parental human capital, family
structure, and immigrant community context.
Adaptational context. Segmented assimilation theory is framed by an
understanding of the unique challenges immigrant youth confront. For example, as a
majority of immigrants are from Latin America and Asia, youths’ physical distinctiveness
(with few exceptions) from the dominant group makes them vulnerable to discrimination
and prejudice, presenting ongoing challenges to mobility (Portes & Rumbaut, 2001). In
addition to discrimination, youth also confront bifurcated labor markets. The scarcity of
rungs on the economic ladder between low-skilled labor and well-paid professional jobs
means that most youth must attain a postsecondary degree to raise their status to middle
class (Portes & Rumbaut). The authors also note that the combined effects of
discrimination and secondary sector work have led to a concentration of racial and ethnic
minorities, such as African Americans, Puerto Ricans, and Mexican Americans in inner
cities (Portes & Rumbaut). According to Portes and Rumbaut, the marginalization of
these urban groups has resulted in an emergence of ideologies that reject the institutions
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and norms of mainstream society, and social pathologies such as school attrition, gang
activity, and drug abuse (Portes & Rumbaut, 2006). As the vast majority of immigrants
live in metropolitan areas, the segment of society to which many immigrant youth are
immediately exposed is not one that would promote social mobility through integration
(Portes & Rumbaut, 2001).
Parental human capital and family structure. Families can help youth confront
the challenges encountered in this adaptational context through the human and social
capital they can provide. Human capital, such as higher incomes and occupational status
can gain youth access to tangible resources such as a private school education, a home in
the suburbs, or visits with family members in their country of origin (Portes & Rumbaut,
2001). These kinds of resources are seen as providing youth with the kinds of
socialization experiences that would promote the behaviors and attitudes necessary for
academic achievement and educational attainment. A two-biological-parent family
structure enhances parents’ ability to provide economically for their children but also
increases the amount of attention and guidance youth receive and expands the size of the
social network that can reinforce parentally imposed norms (Portes & Rumbaut). The
authors also note that the type of attention and guidance youth receive can vary by
gender. Daughters are often expected to conform to parental expectations more than sons
and are given less autonomy. Thus, the perils of the external environment may have less
of an impact on girls than boys (Portes & Rumbaut).
Immigrant community context. The segmented assimilation framework also sees
the immigrant community context as a potential resource for youth. Densely structured
social networks based on solidarity with a particular ethnic group can increase parents’
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access to economic opportunities, allowing their human capital to be utilized
productively, and can promote cultural norms that keep families intact. The social capital
that immigrant communities provide also plays an important role in socialization. When a
community shares the same values as parents, their authority is reinforced rather than
questioned through youth’s interactions outside the family context (Zhou & Bankston,
1996). The coethnic community provides an environment in which youth can internalize
expectations for behavior and cultural values surrounding education as a route to success.
Acculturation style. Families and immigrant community contexts also shape
youth’s patterns of acculturation, or the manner in which immigrants balance adoption of
the host culture with maintenance of their culture of origin. Family relationships and
integration into a well-connected immigrant community offers youth the opportunity to
retain cultural orientations that promote achievement-oriented attitudes and a positive
image of their ethnic identity, helping them move toward a style of acculturation termed
selective acculturation (Portes & Rumbaut, 2001). Youth who acculturate in this manner
adopt aspects of the host culture that promote social mobility while simultaneously
retaining their culture of origin. Youth who replace their culture of origin with the culture
of their host context without selectivity, especially at a greater pace than that of their
parents, are said to be subject to the consequences of dissonant acculturation, which
include rupture of family ties, abandonment of the ethnic community, and potentially the
adoption of oppositional ideologies that dampen motivation and drive (Portes &
Rumbaut). Thus, the segmented assimilation framework sees immigrant communities and
families as key forms of social capital that can reinforce norms of academic achievement
by preserving country of origin cultural identity and beliefs (Zhou & Bankston, 1996).

22
Mode of incorporation. Mode of incorporation is a central concept within the
segmented assimilation framework that shapes not only the environment in which youth
of different national origins adapt, but the types of resources upon which they can rely as
they confront challenges and obstacles within that environment. An immigrant group’s
mode of incorporation is determined by the official, societal, and coethnic reception
context into which it integrates. Portes and Rumbaut (2001) identify three patterns in
mode of incorporation that range from positive to neutral to negative. To illustrate how
these patterns present themselves among the three national origin groups included in the
current study, modes of incorporation for Filipinos, Mexicans, and Vietnamese
immigrants are outlined in Table 1 below.
Table 1
Modes of Incorporation for Filipino, Mexican and Vietnamese Immigrants
Mode of incorporation
Post-1965
Government
policy

Societal
reception

Coethnic community

Filipino

Neutral

Neutral to
Prejudiced

Professional, dispersed

Mexican

Hostilea

Prejudiced

Working class, concentrated

Favorable

Prejudiced

Entrepreneurial/working class,
concentrated

Nationality

Vietnamese

Note. Information in Table 1 is from Table 3.1 in Portes and Rumbaut (2001).
a

Though it is hardly the case that all immigrants from Mexico are undocumented, they

are all part of a group that is nationally symbolic of illegal immigration and that had to
cross the most militarized border in the world to arrive in the United States.
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Government policies determine who enters the country, how they enter, and
consequently, their interactions with state institutions once in the country. Refugees enter
not only with the permission of the government, but also with its assistance (Portes &
Rumbaut, 2006). Those who enter through family reunification or occupational
preference visas are accepted into the country, but are responsible for their own
settlement and economic integration (Portes & Rumbaut, 2006). Those without legal
channels resort to clandestine entry and employment, and rather than being left alone to
fend for themselves, are vulnerable to persecution as potential illegal aliens (Portes &
Rumbaut, 2006). Immigrant groups that have not been exposed to the vulnerability and
stigma that comes with undocumented status are in a better position to organize
supportive networks based on ethnic solidarity (Portes & Rumbaut, 2001).
The impact of societal reception is twofold in that it has both economic and
psychological consequences. Linguistic, cultural, and phenotypical markers can be used
to assign membership to groups that are stereotyped as capable of only certain types of
labor, or as unemployable altogether. Prejudice of this sort can have significant
consequences for the first generation’s earnings, particularly when human capital is low
(Portes & Rumbaut, 2006). Ultimately, this disadvantage limits opportunities for
residence in suburban areas where neighborhoods are safer, schools have higher levels of
funding, and exposure to oppositional cultures is less likely (Portes & Rumbaut, 2006).
Even when human capital is high, members of racial/ethnic minority groups tend to
garner lower returns for education, which not only diminishes parents’ ability to find
well-paying jobs, but also sends a message to their children that education does not pay
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(Portes & Rumbaut, 2001).
Societal reception also plays a role in youth’s identity development. Nativist and
assimilationist sentiments can push youth to minimize the differences between
themselves and the dominant group by assimilating, or to reaffirm their solidarity with a
group that has been unfairly stigmatized by rejecting mainstream institutions and values
(Portes & Rumbaut, 2001). The latter result, which Portes and Rumbaut (2001) term
reactive ethnicity, converts a potentially powerful source of social capital into a
downward-leveling force by coupling academic achievement and high educational
aspirations with disloyalty to one’s ethnic group. Particularly vulnerable to adopting this
oppositional identity are youth who share ethnic backgrounds or physical characteristics
with groups that have acquired a permanent “castelike” status through exclusion and
subordination by the dominant group, such as Mexican Americans, Puerto Ricans, and
African Americans (Matute-Bianchi, 1986; Portes & Rumbaut, 2001).
Coethnic communities, the final component of mode of incorporation, can vary in
terms of density, status composition, and historical presence in a particular area. As seen
in the case of Filipino, Mexican, and Vietnamese immigrants in San Diego, the
conditions of entry set by the host government have a strong influence on the patterns of
settlement that define the features of a coethnic community. Coethnic communities are
often the first resource to which immigrants turn for assistance with initial settlement and
adaptation, employment opportunities, and business loans. As noted above, coethnic
communities also shape the opportunities immigrants have to maintain their culture of
origin. When networks are loosely connected and dispersed, these resources may be
difficult to access (Portes & Rumbaut, 2006). When coethnic communities are composed
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of primarily working-class laborers rather than professionals or entrepreneurs, the capital
to be gained through membership in these networks is unlikely to provide the first
generation with opportunities for higher status and higher paying occupations (Portes &
Rumbaut). Furthermore, when coethnic communities have a long historical presence,
particularly one that has been characterized by stigmatization, exclusion, and
exploitation, new members of the community stand a good chance of inheriting these
burdens (Lopez & Stanton-Salazar, 2001).
Strengths and limitations. The segmented assimilation framework offers tools for
understanding why some national origin groups have lower levels of human and social
capital and how these circumstances can enhance or constrain the transmission or
maintenance of cultural values and attitudes toward education. Unlike the status
attainment model and Coleman’s social capital perspective, its emphasis on mode of
incorporation recognizes that socialization processes and construction and employment of
social connections occur within a context of unequal distributions of power, privilege,
and economic resources (Stanton-Salazar, 2004). Segmented assimilation, however, also
maintains the assumptions these two normative frameworks make regarding the
mechanism through which these forces of stratification ultimately impact education
attainment, namely, the expectations and aspirations youth develop as a result of
socialization experiences and the reinforcement of norms and values they receive through
social connections.
Segmented assimilation also does not address the concerns Kerckhoff (1976)
raises regarding the exclusive emphasis on socialization processes and lack of recognition
that allocation processes, driven by discrimination, are also important for educational
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attainment. In the segmented assimilation model, discrimination operates through
parental human capital and oppositional subcultures to affect youth’s outlooks for the
future. It is not explicitly theorized how allocation processes might affect educational
attainment other than by reducing expectations and aspirations. Additionally, the benefits
of social capital are viewed in terms of their ability to ensure conformity to norms and
prescribed behaviors that promote achievement, and do not consider how social capital
might also benefit youth through the provision of key institutional resources. For
working-class minority students, as Stanton-Salazar (2004) argues, even students who
have adopted proachievement values, norms, and attitudes are unlikely to reach their
goals without such resources.
In sum, despite segmented assimilation’s recognition of the different modes of
incorporation immigrant groups experience, its focus on socialization outcomes as the
primary mechanism through which the effects of family background and social capital
impact academic outcomes paints a potentially incomplete picture of the processes
underlying educational attainment among immigrant children. To address these
shortcomings, this study operates under the assumption that mode of incorporation also
affects the value and volume of institutional resources within a coethnic network.
Understanding the circumstances under which immigrants from the Philippines, Mexico,
and Vietnam exited their home countries and were received in the United States, and in
particular, in San Diego, is crucial in developing and supporting a rationale for how mode
of incorporation might shape access to institutional resources, and subsequently,
educational attainment among the sample of youth in this study. With the intention of
cultivating this understanding, the following section provides an overview of immigration

27
policies and trends in the 20th century as well as a description of each group’s context of
exit and reception.
Filipino, Mexican, and Vietnamese Immigrants’ Mode of Incorporation
Immigration in Historical Context. Currently, the United States contains a
larger number of foreign-born individuals than any country in the world. Estimated to
have reached 42.8 million in mid-2010, this number was larger than has ever been
recorded (United Nations Population Division, 2009). As a percentage of the total
population, however, current levels (13.5%) do not stand out as particularly remarkable
when compared to those of most other industrialized countries with large populations.
For example, the populations of the United Kingdom, France, and Germany were
estimated to be 10.4%, 10.7%, and 13.1% foreign-born, respectively, in mid 2010
(United Nations Population Division, 2009). Current levels are also lower than the
historical peaks in share of foreign-born population in the U.S. that occurred between
1860 and 1910, topping out at the end of that period with 14.7% (Clark, Glick, & Bures,
2009). The relatively similar estimates of the proportion of foreign-born that bookended
the last 100 years might suggest that little changed during that period. In fact, much has
changed, both in terms of demographic composition of the immigrant population and the
policies that govern their entry.
With the onset of the Great Depression, the number of immigrants and the share
of the population they represented declined rapidly. This trend continued until 1970 when
flows began to increase as a result of changes to U.S. immigration policy. The 1965
Immigration Act abolished the racist policies that had excluded Asian immigrants for
decades, and established a 20,000-visa per year quota that was applied uniformly across
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countries in Asia, Africa, Europe, the Pacific, and the Middle East (Massey, Durand, &
Malone, 2002; Min, 2007). Countries within the Americas were not subject to the percountry limits, but were restricted by a 120,000-visa hemispheric cap (Massey et al.,
2002). The Eastern Hemisphere was also limited to 170,000 visas per year (Min, 2007).
Spouses, parents, and unmarried sons or daughters of U.S. citizens were exempt from the
quota system entirely, effectively allowing each country to surpass the 20,000-visa limit
(Massey et al., 2002). Nonexempt immigrants were granted entry based on preference
categories that prioritized family reunification, occupational skills that filled a need
within the U.S. labor market, and humanitarian considerations (Min, 2007).
By the mid-20th century, Asians and Latin Americans had already been migrating
to the United States (or had become citizens or nationals through colonization) for over
100 years. At that time, however, they accounted for a small proportion of the total
foreign-born population, a majority of which was of European origin (Denmark,
Eisenberg, Heitner, & Holder, 2003). Once the Immigration Act of 1965 went into effect,
this pattern began to reverse. These changes had a dramatic effect on the demographic
composition of children of immigrants. For example, in 1960, 71% of children in
immigrant families were of European or Canadian origin; by 2000, this proportion had
dropped to just 14% (Hernandez, Denton & Macartney, 2007).
The rise in immigration and shift in its source arose from a combination of
circumstances in the U.S. and abroad. The end of the 1960s represented a period where
the U.S. economy began to bifurcate, concentrating the labor market at the bottom and
the top of the “hourglass.” Traditionally, bottom-of-the-hourglass jobs had been filled by
women, teenagers, and rural-to-urban migrants. As more women began to pursue careers
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rather than supplement family incomes with low wage work, family size decreased,
education more commonly extended into early adulthood, and rural populations
dwindled, the demand for workers for bottom-of-the-hourglass positions increasingly
exceeded the supply (Massey et al., 2002). The jobs at the top of the hourglass require
extensive investment in education and training, an undertaking that has remained possible
for only a small elite segment of the population. These constraints on the pool of
qualified U.S.-born applicants have led to a shortage of workers in certain professions,
such as health care and software engineering (Portes & Rumbaut, 2006).
Workers are motivated to migrate not only because of the kinds of jobs and level
of wages they might find in the U.S., but also because they are attracted by technological
resources, a stable financial system, and credit and insurance markets that may be lacking
in their own countries (Portes & Rumbaut, 2006; Massey et al., 2002). Economic
development and rising standards of living in European countries and Japan made it less
likely that their educated elite would be attracted by these resources and services because
they were already available in their home countries. European and Japanese economic
development also meant that these countries no longer contained an abundance of lowskilled laborers who were willing to migrate, particularly when their only legal means of
entry would be through family reunification.
Mexico, however, could fill the jobs at the bottom of the hourglass with an ample
supply of workers who were not only willing to migrate, but who, as Braceros (temporary
workers sanctioned by the U.S. government), had become familiar with U.S. employment
practices and workplace routines, learned English, and adopted expectations for living
standards that depended upon access to U.S. wages (Massey et al., 2002). The Bracero
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program ended the same year the Immigration Act put hemispheric caps on visas, forcing
Mexicans to compete for visas with Latin American and Canadian immigrants, and most
frequently, Cuban refugees (Massey et al., 2002). The demand for Mexican workers was
still strong in the U.S., as White workers were not eager to fill jobs that had
predominantly been occupied by Mexicans for 20 years (Massey et al., 2002). The post1965 period was also marked by high population growth and a sequence of economic
downturns in Mexico. A weakening economy in the U.S. also meant that policymakers
were under more pressure to limit immigration, which they did by applying the 20,000visa cap to countries in the Western hemisphere (Massey et al., 2002). By the early
1980s, the number of visas granted per year shrank to under 15% of the annual allotment
that had been available at the peak of the Bracero era (Massey et al., 2002). Not
surprisingly, the result of this combination of circumstances was an explosion of
undocumented migration.
Asian countries surely could have also provided laborers at the bottom of the
hourglass; such migrations, however, were hindered by geography, the 1965 Immigration
Act’s definitions of preferred occupations, and some Asian countries’ emigration
policies. China, for example, did not allow its citizens to emigrate until 1975, preventing
migration of skilled and unskilled workers alike until restrictions were loosened (Min,
2007). Other countries allowed for emigration, but potential migrants without highly
desirable occupations or immediate relatives who were U.S. citizens had no legal means,
and very little chance of illegal means, to enter (Min, 2007). One exception was in the
Philippines, where less educated men could gain entrance by joining the U.S. Navy.
Reunification was less of a possibility for immigrants from Asian countries than for
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Mexicans because they had a comparatively small presence in the United States, with the
three largest Asian groups – Chinese, Japanese, and Filipinos – each representing only
about 1% of the foreign-born population in 1960, whereas Mexicans represented 6%
(Gibson & Lennon, 1999). Although some Asians with low education levels and few
occupational skills did enter through reunification in the post-1965 period, the portion of
Asian immigrants that was educated and skilled was much greater than the portion of
Mexican immigrants with such qualifications (Feliciano, 2006).
The level of selectivity of Asian immigration did change over time, however. A
reduction in occupational visas in the 1970s meant that more migrants turned to family
reunification as a means to enter the U.S. These flows were less selective overall, but
migrants tended to have levels of education and occupational statuses that were
comparable to those of their sponsoring relatives, meaning that those who were already
admitted through occupational preference were likely to sponsor family members who
also had high levels of education and skills. Selectivity also changed as refugees began to
flee Southeast Asia in 1975. The small first wave of arrivals (1975-1979) tended to be
Vietnamese who were highly educated, professionals, or military personnel who had
worked closely with U.S. forces (Ngo & Lee, 2007). The second wave (1980-1992) was
much more heterogeneous, as it was composed of family members of first wave refugees,
“boat people” from Vietnam, Cambodians who had survived the killing fields, lowland
Lao, and highland Hmong (Rumbaut, 2007). Except for the family members of earlier
migrants, second-wave refugees tended to originate from rural areas and to have low
levels of education, particularly the Hmong and Cambodians (Rumbaut, 2007). A steady
flow of arrivals continued into the early 1990s, as people fled deteriorating conditions
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and continued unrest, and refugees who had waited for years in camps in Thailand were
gradually admitted (Ngo & Lee, 2007; Rumbaut, 2007).
Contexts of Exit and Reception.
Filipino immigrants. Filipinos’ first documented settlement on the North
American continent dates back to approximately 1763 when sailors who had fled a
Spanish ship docked in Mexico found their way to Louisiana (Espina, 1988). Filipino
immigration did not begin in earnest, however, until the U.S. colonization of the
Philippines in 1898. After defeating Spanish colonizers, the U.S. fought off Philippine
efforts for independence for three years, leading to the deaths of about a million Filipinos
(Espiritu, 2003). The territory was desirable not only for its strategic military position,
but for its strategic access to markets in Asia (Espiritu, 2003). The Philippines also
provided a source of valuable commodities such as sugar cane and pineapple, as well as
laborers who worked in agriculture in Hawaii and along the West Coast, and in canneries
in Alaska (Bankston, 2007).
The cultural landscape of the Philippines is reflective of its geography. As it is
composed of about 7,000 islands that cover over 1,000 miles, there are a variety of
cultural groups that speak distinct languages (Bankston, 2007). Religious traditions also
vary, as the southern regions adopted Islam through contact with Indonesian traders, and
inhabitants of the remaining areas were converted to Catholicism under Spanish rule
(Bankston, 2007). When United States colonizers arrived, however, administrators
established American-style political and educational institutions that worked to
homogenize and assimilate Philippine society (Espiritu, 2003). In the newly introduced
public education system, English was the official language of instruction and curricula
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were modeled after those used in U.S. schools (Espiritu, 2003). A University of the
Philippines was also established in the style of U.S. Universities (Bankston, 2007). This
pervasive accommodation to U.S. institutions, language, and culture taught Filipinos to
see the American system as superior to their own (Espiritu, 2003).
Though the U.S. excluded immigrants from Asian countries for much of the early
20th century, the Philippines’ status as a U.S. territory gave its residents the ability to
travel to the continental United States as U.S. nationals. A 1790 statute limiting
naturalization to only “free white persons,” however, prevented them from becoming
citizens (Bankston, 2007). The 30,000 plus Filipinos who arrived between 1910 and 1930
were limited to the least desirable jobs and residential areas and battled laws that
prohibited marriage between Asian and White Americans (Bankston; Espiritu, 2003).
Once the high unemployment of the Great Depression hit, anti-Filipino sentiment surged,
resulting in several violent riots in Washington and California, as well as the passage of
the Tydings-McDuffie act in 1934 (Bankston; Espiritu). This legislation began the
process of granting the Philippines its independence, effectively making Filipinos in the
U.S. aliens and cutting off immigration to a trickle (Bankston). As a part of the transfer of
control, however, the U.S. negotiated to keep two large naval bases in the Philippines.
These naval bases continued to serve as recruitment centers, making Filipinos the only
foreign nationals who could join the U.S. military (Espiritu).
The navy was an attractive career for many Filipinos, as they could earn wages
that placed them among the top quarter of earners in their country, and could gain access
to U.S. citizenship (Espiritu, 2003). Just as they had been in civilian jobs, Filipinos were
primarily assigned to the lowest rank (steward), regardless of their level of education or
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skill set, a practice that continued until 1973 (Espiritu, 2003). Even so, thousands more
Filipinos applied to the navy than were given positions, and by 1970 there were more
Filipinos in the U.S. Navy than there were in the Philippine Navy (Espiritu, 2003). The
presence of a large population of young and mostly single American men on the bases
also led to the migration of Filipina women through marriage to servicemen (Bankston,
2007).
As the West Coast’s primary naval training facility and formerly largest naval
base are located in San Diego, a majority of recruits were trained there and many were
also stationed there (Espiritu, 2003). The Filipino population became more concentrated
in San Diego over time, as the portion of all Filipinos in the U.S. who were living in San
Diego County grew from less than 3% in 1960 to nearly 7% in 1980 (Espiritu, 2003). In
2000 the county was home to 121,000 Filipinos (Bankston), 2007). The growing Filipino
community in San Diego continued to be tied to the navy, as more than half the births to
Filipinos in San Diego between 1978 and 1985 were delivered at the naval hospital
(Espiritu, 2003). The San Diegan Filipino community’s common experience of training
and service as stewards created a sense of camaraderie that often overshadowed class and
ethnic differences (Espiritu). Furthermore, racial segregation concentrated the Filipino
population in the South Bay, an area that came to be tied to Filipino ethnicity (Espiritu).
Though navy families represented a significant portion of the stream of Filipino
immigrants, the 1965 Immigration Act also opened the doors to professionals under the
occupational preference category. Since that time, out of all source countries, the
Philippines have sent the largest number of professionals to the U.S. (Espiritu, 2003). As
of the year 2000, nearly 30% of Filipinos in the U.S. worked in professional occupations,
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and 9% were concentrated in the nursing field (Bankston, 2007). In 2000, Filipinos also
had a higher college completion rate (43%) than the U.S. population as a whole (just
under 24%). English-language abilities are also high, as three quarters of the native born
speak only English and over three quarters of foreign-born Filipinos speak English well
or very well (Bankston). These linguistic patterns are undoubtedly an artifact of
American colonization and have facilitated Filipino immigrants’ integration into the paid
labor force and low rates of self-employment (Banskston; Sakamoto & Xie, 2007).
Filipinos are the only Asian subgroup in which women tend to have higher levels
of education than men, particularly among the foreign born (Bankston, 2007). This
pattern stems from the high proportion of occupational preference visas granted to
women in the nursing field. The predominance of nursing as a profession among Filipina
immigrants is not accidental. Philippine educational institutions, which were already
adapted to fit the American model, responded to the U.S. demand for workers by vastly
expanding the number of nursing programs (Espiritu, 2003). The Education Exchange act
of 1948, which allowed foreign nurses to study and gain experience in the United States
for two years, also facilitated the migration of Filipina nurses (Bankston).
The substantial addition of highly educated and skilled immigrants to the San
Diego community after 1965 diversified the class composition and the residential patterns
of the Filipino population (Espiritu, 2003). Professionals and nonprofessionals alike,
however, endured prejudice and discrimination. Median incomes among U.S.-born
college-educated Filipinos are lower than among the college-educated population as a
whole, and incomes among foreign-born college-educated Filipinos are even lower
(Bankston, 2007). Filipino veterans were denied the military benefits other service men
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and women could access, such as pensions, home loan guarantees, and medical services,
until 2003 when President Bush signed a bill granting them equity (Bankston, 2007).
In her study of the Filipino community in San Diego, Espiritu (2003) found that
despite foreign-born Filipinos’ strong command of English, familiarity with U.S.
institutions, and high rates of citizenship, they often felt as if they were seen as perpetual
foreigners. U.S.-born Filipinos also reported experiencing the same kind of treatment.
Coupled with a lack of leadership opportunities in the larger community, these kinds of
reminders of their “foreignness” inspired Filipinos to establish organizations and clubs
where their ethnic traditions could be celebrated. Espiritu found that in the 1990s there
were between 150 and 175 such groups in the San Diego area alone. Though
organizations are often tied to particular Philippine hometowns or ethnic groups,
membership is not exclusive, and members are expected to participate in other
organizations’ events (Espiritu). Espiritu also found, however, that not all Filipino youth
in San Diego felt a sense of belonging in these organizations, as low-income adolescents
often felt more affinity with other low-income minorities. Similarly, middle-class youth
who lived in mostly White neighborhoods and attend mostly White schools did not
necessarily feel comfortable participating in all-Filipino events, and children of mixed
heritage or lesbian, gay, or bisexual youth were at times actively discouraged from
participating (Espiritu).
Mexican immigrants. As with Filipinos, the first Mexicans immigrated to the
United States not because they crossed the border, but because the border crossed them.
Through the Treaty of Guadalupe Hidalgo in 1848, nearly 100,000 Mexicans living in
New Mexico, Arizona, Utah, and southern Colorado became U.S. citizens (Baca Zinn &
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Pok, 2002). At the same time, many lost ownership of their land due to taxes, laws
requiring proof of ownership, and Anglo American squatters (Griswold de Castillo,
2007a). As a result, Mexican Americans were forced to give up their pastoral lifestyles
and become incorporated into the low wage labor force that was fueling western
expansion and industrialization (Baca Zinn, 1994). Most were also not allowed to vote,
because they were not seen as “White” (Rodriguez, 2007). In the late 1880s through the
early 1900s these first Mexican Americans were joined by workers from Mexico whom
U.S. business had recruited to labor in the railroads and agriculture. Though the economy
was developing rapidly as dams were built to provide irrigation and railroads were
constructed to transport goods across the country, Mexican Americans’ position at the
bottom of the social and economic ladders limited the extent to which they benefitted
from this growth (Baca Zinn, 1994).
The vast majority of Mexican Americans today trace their lineage back to
immigrants who settled in the U.S. well after the Mexican War and the Treaty of
Guadalupe Hidalgo (Massey et al., 2002). Researchers have argued, however, that it was
this initial acquisition of Mexican territory and subsequent recruitment of workers that
established the social networks, physical infrastructure, and economic structures that set
20th century Mexican immigration into motion (Massey et al., 2002). Workers had been
recruited in large numbers in the 1920s, but World War II and the Bracero program
created an even larger influx of Mexican laborers. The Bracero program was a bilateral
agreement between the U.S. and Mexico designed to supply labor to U.S. agriculturalists.
Agricultural employers used the program to “regulate and expand their control over
cheap labor” (Alicea, 1994, p. 39). There were several advantages of the Bracero
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program for employers. Workers were obligated to stay on the farm, so they could not
migrate to the cities to find industrial jobs as so many Whites had done (Falcón &
Gilbarg, 1994). Furthermore, Braceros could not organize labor unions to protest against
their low wages and deteriorating housing conditions (Falcón & Gilbarg, 1994). These
poor working conditions were partly what was allowing the Bracero program to continue,
as Anglo workers refused to accept such low wages, thereby creating the “labor shortage”
necessary to hire Mexican workers. Ironically, both civil rights activists, who saw the
program as exploitative and discriminatory, and nativist groups, who saw immigrants as
taking jobs from Americans and driving down wages, opposed the Bracero program
(Massey et al., 2002; Ortiz, 2007).
With demand for labor still high, but options for legal entry severely limited by
the ending of the Bracero program and the quotas introduced by the 1965 Immigration
Act, undocumented immigration surged. Furthermore, the social networks and
infrastructures that had facilitated the recruitment and migration of Braceros continued to
function in this new era of undocumented immigration (Massey et al., 2002). Two trends
emerged in the first two decades after undocumented immigration became the norm that
distinguish Mexican immigration from the other groups entering during this period. First,
average levels of education of non-Mexican immigrants increased, whereas the average
level among Mexican immigrants remained low. Thus, Mexicans came to represent a
larger and larger portion of the low-skilled workforce. For example, Mexican-born men
in 1940, 1980, and 2000, represented .05%, 4.1% and 26.2% of all male high school
dropouts respectively (Borjas & Katz, 2007). Second, Mexican migration was highly
circular. The difficulties of crossing illegally limited Mexican migrants to mostly younger
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men on the cusp of family formation who were the most motivated and able to work
(Massey et al., 2002). These men had little incentive to stay because they had left their
families and friends behind, and knew that if they needed to they could come back, as
border enforcement was only effective enough to apprehend a third of those attempting to
make an illegal crossing (Massey et al., 2002).
Though the ratio of those who settled in the U.S. to those who returned to Mexico
remained low, the growing number of migrants yielded larger and larger communities of
settled Mexican immigrants and their children (Massey et al., 2002). This increased
visibility occurred alongside a deep recession in the early 1980s that gave rise to feelings
of insecurity and uncertainty, generating public outcry over the dysfunctional
immigration system (Massey et al.). These heightened concerns led to the Immigration
Reform and Control Act of 1986 (IRCA), which aimed to both stem undocumented
immigration through increased border enforcement and employer sanctions, and to
legalize undocumented immigrants already in the United States. In the years following
IRCA, undocumented immigration was dramatically reduced, because millions of
migrants, who would have otherwise continued on their circular patterns of migration,
instead began the process of applying for legal status (Massey et al.).
After the window of opportunity for legalization expired, however, undocumented
immigration rose again. Policies put into place in the 1990s further reinforced the
continuation of undocumented migration, but also resulted in increased rates of
settlement. For example, the 1994 North American Free Trade Agreement (NAFTA), and
the greater economic integration between the U.S. and Mexico that came with it, led to an
expansion of networks of exchange in business and tourism as well as improvements in
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communication and transportation linkages (Massey et al., 2002). The passage of the
Illegal Immigration Reform and Responsibility Act of 1996 imposed even greater
restrictions on legal immigration through family reunification, and efforts at tightening
border security in San Diego (Operation Gatekeeper) and El Paso (Operation Blockade)
made crossing even more costly and dangerous (Massey & Espinosa, 1997). The
combination of continued demand for labor, particularly during the period of strong
economic growth of the 1990s, fortified connections between the U.S. and Mexico
brought about by NAFTA, further limits to legal means of entry, and reduced ability to
move back and forth across the border, resulted in less circular migration and more
permanent settlement (Massey et al., 2002).
By 2007, the Mexican-origin population had grown to 29.2 million, with 40%
(11.6 million) of the population being foreign born (Grieco, 2010). As of the 1996
Census, when most participants of this study were turning 18, 18 million people
identified themselves as Hispanics or Latinos of Mexican origin, and 37% (6.7 million)
of them were foreign born (Glick & Van Hook, 1998). Unauthorized migrants continued
to represent a large portion of the foreign-born population, as 40% of the Mexican-born
population was estimated to be undocumented in 1996 (Glick & Van Hook). Educational
attainment among the Mexican-origin population is low, particularly among immigrants.
In the mid-1990s, 37% of the U.S. born and 70% of the foreign-born population over 24
years of age had less than a high school diploma, and only 11% and 4% of these same
groups held a bachelor’s degree (Jensen, 2001).
One significant distinction between Mexican immigrants and other immigrants in
San Diego is that the Mexican immigrants live in a city that borders their country of
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origin. This geographic reality often had political and social implications for Mexicans in
San Diego that other immigrant groups have been spared from experiencing. A review of
the history of Mexican Immigrants in San Diego is useful in illuminating the significance
of place for this community.
Historically, San Diego was not a substantially populated city (over 50,000
residents) until the early 1900s (Griswold del Castillo, 2007a). Although at one time it
had been inhabited by thousands of Kumeyaay Indians, the arrival of the Spanish in 1769
resulted in a significant reduction in the population (Griswold del Castillo). By the time
the city was incorporated into the United States in 1850, the population was a meager 700
people (Griswold del Castillo). In the years that followed, San Diego was quickly
populated by English-speaking Americans, and by 1910, Mexicans represented only 3%
of the population (Griswold del Castillo).
The Mexican Revolution however, soon brought an influx of Mexicans fleeing the
violence and economic catastrophe it had caused. Americans were wary of the turmoil at
their southern border and stereotyped the new arrivals as bandits and violent
revolutionaries (Griswold del Castillo, 2007b). The Mexicans and Mexican Americans
who had already been living in San Diego were considered to be of the same ilk and were
put under surveillance (Griswold del Castillo). This pattern of distrust and disdain of the
Mexican and Mexican American population continued when American entrepreneurs
seeking to profit from prohibition began opening casinos, bars, and brothels in Tijuana
(Griswold del Castillo). Americans who had visited Tijuana began to associate Mexicans
and Mexican Americans in San Diego with the depravity they observed there (Griswold
del Castillo).
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Prejudice against the Mexican-origin population in the early 20th century also
manifested in terms of employment conditions and educational opportunities.
Agricultural workers were not paid the wages they were promised and worked in harsh
conditions, often without access to sanitation services or compensation for workplace
injuries (Griswold del Castillo, 2007b). Mexican-origin workers were also routinely
excluded from membership in unions such as the American Federation of Labor
(Griswold del Castillo). Schools were segregated, with special “Americanization” schools
set up for the Mexican-origin children. Under the pretense of needing a separate school to
teach Mexican-origin children English and American culture, such schools provided
inferior instruction that focused on training children to be servants and laborers (Griswold
del Castillo). These injustices prompted the first efforts at organizing around 1930, as
unions, parent organizations, neighborhood groups, and mutual-aid societies began to
emerge (Griswold del Castillo). Such organizing led to farmworker strikes and a lawsuit
against one of the local school boards (Griswold del Castillo).
Mexican-origin San Diegans also endured the repatriation campaigns during the
Great Depression and Operation Wetback. Between 1929 and 1937 federal authorities
deported approximately 485,000 Mexicans and thousands more joined them voluntarily
(Massey et al., 2002). Approximately 60% of deportees were U.S.-born children who had
no choice but to leave with their families (Rodriguez, 2007). Operation Wetback
responded to McCarthy era paranoia over illegal immigration in the early 1950s by
militarizing the border and apprehending and deporting over 1 million Mexicans, many
of whom would return legally as Braceros (Massey et al, 2002). Mexican Americans in
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San Diego were also affected during this period, as Immigration and Naturalization
Service officials harassed, threatened, and detained them (Ortiz, 2007).
When San Diego became a center for the United States’ military-industrial efforts
of World War II, conflicts emerged between the servicemen stationed there and Mexican
American youth. A combination of cultural alienation, discrimination, and weakened
family bonds resulting from rapid urbanization created a gang subculture among some
Mexican American youth (Rodriguez, 2007). Members of this subculture had adopted an
identity that rejected both their parents’ traditional ways and the dominant culture by
dressing in conspicuous zoot-suit attire and speaking a mixture of Spanish and English
with a distinct accent and vernacular (Jacobo & Griswold del Castillo, 2007). The youth
were not only seen as hoodlums, but their blatant rejection of mainstream Anglo culture
was also viewed as unpatriotic, despite the disproportionate representation of Mexican
Americans in the military (Jacobo & Griswold del Castillo). Resentment culminated in
the Zoot-Suit Riots in Los Angeles, where servicemen, many of whom were stationed in
San Diego, went through the streets attacking Mexican American youth, regardless of
their association with zoot suiters (Jacobo & Griswold del Castillo; Rodriguez). The
violence lasted a week in Los Angeles but also spread to other cities, San Diego included
(Jacobo & Griswold del Castillo; Rodriguez). Military officials did not respond to the
problem until the Mexican government, concerned over Mexican nationals who had been
victimized in the violence, petitioned President Roosevelt to act (Rodriguez).
About one generation later, the Mexican American population had grown in size
and had made substantial socioeconomic gains, as about a quarter of the second
generation in California held business or professional jobs (Rodriguez, 2007). Gains
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made in income and education, however, still lagged far behind the Anglo population
(Rodriguez). As national attention was given to those who had not benefitted from the
post-WWII boom, and movements condemning racism and asserting ethnic pride
surfaced among the African American community, the Mexican American community
mobilized (Rodriguez). Unlike organizational efforts in the past that sought integration
into mainstream American, members of the new Chicano Movement emphasized a
separate identity that rejected the culture that had alienated them (Rodriguez).
Sparked by César Chávez’s organization of farmworkers in California’s central
valley, the Chicano Movement in San Diego was composed of students and activists who
organized to promote Mexican American studies programs in universities and colleges,
establish cultural centers, claim public places such as Chicano Park in Barrio Logan, and
protest against continued repatriation efforts that violated human and civil rights (Ortiz,
2007). Organizations also took on the vigilante groups that patrolled the border, such as
the Klu Klux Klan and Citizen’s Patrol (Ortiz). In the 1980s activists successfully
brought suit against the City of San Diego for its unfair districting practices and electoral
process that fractured and diluted the impact of the Mexican American vote (Ortiz).
In the 1990s, as CILS youth entered adolescence and transitioned to adulthood,
nativist and assimilationist movements emerged in response to the growing proportion of
California’s population represented by non-White immigrants (Portes & Rumbaut, 2006).
In 1994 a proposition appeared on the California ballot that would have barred illegal
immigrants from receiving state health care, education, and welfare benefits, and would
have required police officers, teachers, and health care workers to report anyone they
suspected was undocumented. Though it was passed by voters and had the support of
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Governor Wilson, it was ruled unconstitutional in 1998 and never became law (Ortiz,
2007; Rodriguez, 2007). Another California initiative, Proposition 227, called for the end
of bilingual education and was passed in 1998 (Portes & Rumbaut, 2006). The rhetoric
surrounding these campaigns embodied a message of intolerance and antagonism not
only toward Mexican immigrants but toward the Mexican culture as well (Rodriguez,
2007). San Diego organizations such as Unión del Barrio, the Chicano Federation, and
the student-run newspaper Voz Fronteriza at the University of California San Diego,
organized in opposition to these initiatives and the attitudes that accompanied them.
Vietnamese immigrants. The Vietnamese immigration experience differs
significantly from that of most other immigrant groups in the United States. Compared to
Mexicans and Filipinos, their history in the United States is substantially shorter, as the
first Vietnamese immigrants did not arrive until 1952, and the Vietnamese population had
reached only about 3,000 as late as 1969 (Rumbaut, 2007). Their arrival was also rapid,
as the majority of Vietnamese immigrants living in the U.S. in 2000 arrived between
1975 and 1989 (Rumbaut, 2007). Unlike most other legal immigrants, the context of exit
from their homeland was one marked by little control or preparation and involved
confronting traumatic situations such as evading authorities, leaving family members
behind without certainty of their well-being, or crossing the South China Sea in
overcrowded watercraft designed for river travel (Zhou & Bankston, 1998).
The circumstances leading to the flight of hundreds of thousands of Vietnamese
was precipitated by over 100 years of occupation by outsiders. When French colonizers
arrived in the late 1800s, Vietnam was an ascending nation that had served as center of
sea trade for hundreds of years (Kerbo, 2006). The French invested in their colony by
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establishing an extensive colonial administration and the infrastructure necessary to
support it (Corfield, 2008; Kerbo, 2006). They developed an export economy centered on
rubber production that consolidated land into the hands of French plantation owners,
stripping farmers of their livelihoods, exposing them to horrible working conditions, and
prompting urbanization (Corfield, 2008). The French colonists also expanded European
cultural influence through the use of the Roman alphabet and education, though only a
small portion of children (15% in 1939) attended school (Corfield, 2008). After losing
control of their colony briefly to the Japanese during World War II, the French clung to
their rule for another 8 years as factions within Vietnam asserted national independence
and battled for dominance (Tucker, 1999). As aid began to flow from China to Ho Chi
Minh’s forces in the north in 1950, the U.S. began to see the spread of communism as a
real possibility, and in 1954 U.S. involvement began in earnest (Tucker, 1999).
By 1975, several decades of conflict had left the Vietnamese economy shattered,
the environment severely damaged, 4 million dead, and a third of the population
displaced (Rumbaut, 2007). As Saigon fell to North Vietnamese forces and American
troops withdrew, approximately 125,000 Vietnamese were evacuated and brought to the
U.S. (Zhou & Bankston, 1998). This relatively elite group mostly consisted of
businessmen, high-ranking government officials, aides to the U.S. military, and their
families (Rumbaut, 2007). After North Vietnamese forces took over the country, many
South Vietnamese were put into reeducation camps, forced to move to rural areas to work
in agricultural collectives, or threatened for their affiliations (Zhou & Bankston, 1998).
Armed conflict continued as the newly independent Vietnamese fought over territory
with China and Cambodia (Zhou & Bankston, 1998). These conditions prompted
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thousands of refugees to flee by foot and boat to Malaysia, Thailand, and Indonesia
(Rumbaut, 2007). As camps in neighboring countries overflowed, Western nations began
to coordinate the transfer of this second wave of refugees to other countries (Rumbaut,
2007). This group of refugees tended to be less educated and to have held jobs of lower
occupational status; a significant portion of the second wave, however, also consisted of
ethnic Chinese, who had dominated the business sector in South Vietnam (Rumbaut,
2007; Zhou & Bankston, 1998).
The first wave of refugees was processed at four government reception centers,
including Camp Pendleton in San Diego (Rumbaut, 2007). This “village-like” setting
provided the first context in which social networks emerged, as a sense of comradeship
and identity as Vietnamese in America developed among camp residents (Zhou &
Bankston, 1998). In fact, the first Vietnamese-language publication in the U.S., Dat
Lanh, began at Camp Pendleton (Zhou & Bankston). These social networks were then
disrupted when refugees were dispersed throughout the country (Do, 1999). The goal of
relocation was to facilitate rapid assimilation by preventing the creation of enclaves and
to avoid straining local governments and economies (Rumbaut, 2007). The locations in
which refugees were settled were largely determined by the sponsoring Voluntary
Agencies (Desbarats, 1985). These religious or secular charitable organizations, termed
VOLAGS, coordinated the acquisition of housing, and provided English-language
tutoring, job training and employment, and other legal assistance (Zhou & Bankston).
Though the Vietnamese population was dispersed to all 50 states and most settled
in areas with a very low concentration of other refugees, communities quickly came
together through secondary migration (Desbarats, 1985; Do, 1999). A disproportionate
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number of refugees was resettled near the reception centers, creating communities that
served as a critical mass that attracted secondary migrants (Desbarats, 1985). By 1980,
45% of Indochinese refugees had moved to a different state than the one in which they
were originally settled, the most popular destination being California (Rumbaut, 2007).
Forty-two percent of the Vietnamese population had settled there by 2000, over half of
them in the metropolitan areas between Los Angeles and San Diego (Rumbaut, 2007).
Southern California’s mild climate, availability of low-skill jobs, and the disproportionate
number of initial arrivals who had settled near Camp Pendleton, all served to attract
secondary migrants (Desbarats, 1985; Do, 1999). A 1981 survey of the Indochinese
population in San Diego found that 29.5% had initially settled in another city or state
(Strand, 1989).
Second wave refugees tended to settle where the population had concentrated, and
because two thirds of arrivals already had relatives in the United States by the early
1980s, they also tended to have more input as to where they were relocated (Rumbaut,
2007). Though these later arrivals were less educated and had held lower status jobs in
Vietnam than first wave refugees, they benefitted from the ethnic economies and
institutions the more affluent and educated arrivals had established in communities where
refugees had begun to concentrate (Kim, 2002).
Policies put into place in the 1980s further facilitated the arrival of refugees and
immigrants from Vietnam. In 1980 the U.S. passed the Refugee Act, which removed
refugees as a preference category under the 1965 Immigration Act, allowing for refugee
admissions to be granted independently from the quota system. That same year, the U.S.
implemented the Orderly Departure program, which was designed to stem the tide of
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refugees leaving by boat by allowing direct immigration from Vietnam (Do, 1999). In
1988, the Amerasian Homecoming Act created legal migration channels specifically
targeted toward children of Vietnamese mothers and U.S. servicemen. By 1993 17,000
Amerasian children and 65,000 of their family members had migrated to the U.S. (Zhou
& Bankston, 1998). The Humanitarian Operation Program of 1989 allowed current and
former political prisoners to come to the United States. Over 70,000 Vietnamese arrived
under this program (Zhou & Bankston).
The U.S. government also created policies and administrative mechanisms for
assisting with the resettlement of Vietnamese refugees. In 1980 the Office of Refugee
Resettlement was established within the Department of Health and Human Services,
thereby creating an institutional structure within which aid to refugees could be managed
(Zhou & Bankston, 1998). This office administered the Refugee Cash Assistance
program, which was intended to provide refugees with 6 to 18 months of aid as they
transitioned to economic independence (Zhou & Bankston). Almost all Vietnamese
refugees received government aid, either in the form of Aid to Families with Dependent
Children, Social Security Income, or Refugee Cash Assistance (Zhou, 2001), though
first-wave refugees were less likely to do so (Wright, 1981).
Despite beginning their lives in the U.S. with high rates of public assistance
dependence and low rates of employment, the Vietnamese refugee population made
considerable gains by 1990. Unemployment, poverty, and public assistance utilization
had dropped significantly. Even so, the Vietnamese population remained disadvantaged
compared to the rest of the American population. Average occupational status in 1990,
for instance, remained lower than the national average among Vietnamese in California.
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In 1990 the Vietnamese rate of public assistance utilization was still three times higher
than the national average, and poverty rates were twice as high as the national rate (Zhou
& Bankston, 1998). Education levels among the Vietnamese population trailed the
general U.S. population in 1990, with 17.4% of the Vietnamese population age 25 or over
having at least a college degree, 61.2% a high school education or more, and 11.4% less
than a fifth-grade education (Rumbaut, 2007). Within the U.S. population generally these
figures were 20.3%, 75.2%, and 2.7% respectively (Rumbaut, 2007).
The Vietnamese-origin population in the U.S. in 1990 was very diverse, however,
in terms of level of education and length of residence, meaning that there was significant
within-group variation in terms of economic outcomes. Recent arrivals and those with
low levels of education, for example, were more likely to be utilizing public assistance in
1990 (Zhou & Bankston, 1998). Examining gains by cohort also reveals the heterogeneity
of outcomes among Vietnamese Americans. The cohort arriving in 1975-1977, for
example, had attained a higher rate of labor force participation than the general U.S.
population by 1983 (Hung & Haines, 1997). Though many of these early arrivals had
tended to accept low-status jobs (Do, 1999), by 1990, the average occupational status of
the 1975-1980 cohort had risen to the level of native-born workers in general (Vigdor,
2009). Men among the less advantaged later arrivals (1986-1990) began with an average
occupational status that was much lower than that of earlier arrivals. This group also
made significant gains after 10 years, but their average level of status was still below that
of native-born workers (Vigdor, 2009).
As refugees, the Vietnamese population stands out from the rest of the Asianorigin population in terms of naturalization rates and English fluency. The Vietnamese
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have high rates of naturalization, as the 1990 census revealed that 41% of immigrants
who had arrived between 1975 and 1985 had become citizens, whereas only 29% of
Chinese immigrants from the same period had obtained citizenship (Zhou & Bankston,
1998). Although naturalization is typically interpreted as a sign of loyalty to one’s host
country, citizenship for Vietnamese refugees was one of the only ways to be sure they
could safely travel home and back (Zhou & Bankston). High rates of naturalization are
even more significant considering the low rates of English fluency among the Vietnamese
and the requirements of the citizenship exam. Even in 2000, several years after the period
in which most Vietnamese immigrants had arrived, a minority (38%) of Vietnamese over
the age of 5 spoke English only or very well, as compared to 66% of non-Indochinese
Asians. English fluency among those who arrived at age 35 or older is even less common,
as only 30% of the Vietnamese in this group spoke English well or very well as compared
to 57% of non-Indochinese Asians (Rumbaut, 2007).
A lack of English skills, however, was not the only factor influencing the process
of integration for Vietnamese refugees. The second wave began arriving at a time when
the U.S. economy was in a deep recession and 125,000 Cuban refugees had also arrived
in Florida (Rumbaut, 2007). Given the large influx of low-skilled workers, lack of jobs,
and generous assistance offered to refugees, U.S.-born minorities and Americans of lower
socioeconomic status sometimes saw Southeast Asian refugees as competitors who had
been given preferential treatment by the government (Wright, 1981; Zhou, 2001). At
times this prejudice resulted in violence (Zhou, 2001). Being dependent on government
assistance also brought shame and embarrassment to Vietnamese families, as they were
aware of their low status and the stigma of receiving welfare (Zhou & Bankston, 1998).
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The Refugee Cash Assistance program’s emphasis on a fast transition from assistance to
employment also encouraged heads of households to take any job they could find, and for
first-wave refugees especially, this meant a decline in occupational status relative to their
status in Vietnam (Do, 1999).
By 2000 there were 1.3 million people of Vietnamese origin in the United States.
Among them, 200,000 were ethnic Chinese, and nearly 300,000 were native born
(Rumbaut, 2007). Over 33,000 were living in San Diego County. Vietnamese are the
second largest Asian-origin group in San Diego, behind Filipinos (Zhou & Xiong, 2005).
San Diego County contains the fifth largest population of Vietnamese Americans in the
U.S., behind Orange, Santa Clara, and Los Angeles counties in California, and Harris
County in Texas (U.S. Census, 2000). The concentration of Vietnamese in San Diego is
largely because one of the four reception centers was located at Camp Pendleton. In
1990, 13% of San Diegan Vietnamese were college graduates, a slightly smaller portion
than that of Vietnamese population in the United States generally (Zhou, 2001). This
difference may be because the higher-educated Vietnamese tend to be concentrated in
Silicon Valley and Santa Ana (Espiritu & Tran, 2002). In San Diego in 1990, 81% of
Vietnamese residents resided in the central city (Zhou, 2001). Among the census tracts
where Vietnamese were concentrated, a majority had higher poverty rates than the
national rate and about half had poverty rates over 25% (Zhou, 2001).
Though many of the refugees who began their lives at Camp Pendleton settled
nearby, local officials were not initially open to the idea of a large portion of refugees
settling in San Diego. A local organization, Union of Pan Asian Communities, had
offered to serve as a VOLAG, but their involvement was discouraged because authorities
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were concerned this would lead to a concentration of refugees in San Diego, adding to the
burden created by Mexican immigrants (Vo, 2004). The Union of Pan Asian
Communities objected to this position, likening the concern to the hysteria that led to the
internment of the Japanese during World War II (Vo, 2004). The San Diego Human
Relations Commission also contacted local officials in an attempt to reduce the racial
tension created by the way the potential settlement of refugees was being portrayed (Vo,
2004). Thus, even though there was, in essence, no Vietnamese community in San Diego
prior to refugees’ arrival at Camp Pendleton, local Asian and community organizations
present were willing to assume a protective role (Vo, 2004).
The Vietnamese, however, soon formed their own organizations. An ethnography
of Asians in San Diego estimated that by 1996 there were nearly 50 Vietnamese
organizations in the community (Vo, 1996). The number of organizations was speculated
to be so high because of linguistic, cultural, religious, and political differences within the
Vietnamese population (Vo). The study also noted that pan-ethnic organizations, such as
the Asian Business Association, had become more common, as socially mobile Asians
outgrew the ethnic-based organizations that were best suited for supporting Asians in
more “traditional” occupations (Vo). This pan-ethnic mobilization also occurred in part
because of a realization that discrimination based on race affects Asians as a whole, and
that it could therefore best be confronted as a whole (Vo).
Despite the efforts of these supportive organizations, Vietnamese in San Diego
were still subjected to racism. For example, a 1998 study of 114 young adults attending
San Diego area community colleges and UCSD found that about two thirds of the sample
had experienced racial discrimination (Espiritu & Tran, 2002). They were frequently
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reminded that they were not a part of the dominant culture, as “Americans” made fun of
their names, assumed they could not speak English, or teased them for speaking
Vietnamese among coethnic friends (Espiritu & Tran). Men reported unwarranted
confrontations by the police, who accused them of being in a gang, having weapons, or
driving a stolen car (Espiritu & Tran). Women reported feeling left out of the popular
crowd because they did not look White (Espiritu & Tran). Another student relayed an
experience in which an older White man told her “our boys died in your jungle” (Espiritu
& Tran, p. 379).
Summary. The preceding narratives of Filipino, Mexican, and Vietnamese
immigration to the United States reveal sharp contrasts in the circumstances under which
parents of the youth in this study might have exited their home countries and been
received in their host country. Mexican immigrants have the longest and largest presence
in San Diego. Over the decades the Mexican-origin population has experienced persistent
marginalization, low rates of documentation, low levels of human capital, and circular
patterns of migration. These conditions generated a community that has fewer resources
at its disposal, is constantly losing and gaining members, and for whom visibility is a
risk.
Vietnamese immigrants, by contrast, have the shortest and smallest presence in
San Diego. Though their context of exit was marked by the chaos of war, the
characteristics of the two large waves of arrivals meant that the least advantaged later
refugees were able to count on the networks established by more advantaged earlier
arrivals. The combination of a socioeconomically differentiated ethnic community,
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government assistance, and access to legal status have guarded against inner-city
residence, low levels of human capital, and many of the effects of poverty.
Although the Filipino immigrant community in San Diego began in a fashion
similar to that of the Mexican immigrant community, the history of U.S. colonization in
the Philippines and changes in immigration policy led to a shift in the composition of the
Filipino migrant population toward highly educated professionals. At the same time,
however, these newer arrivals did not share the same kinds of network-building
experiences that earlier Filipino Americans did as navy stewards. Consequently, segment
of the Filipino community with the highest human capital also tends to be the least
connected. The impacts that these three groups’ experiences with exit and reception
contexts might have on youth’s educational attainment are explored in the following
section.
Educational Attainment Research
A substantial body of research has explored how structural characteristics,
individual traits, peers, family support, and group attributes impact children of
immigrants’ expectations and aspirations, academic achievement, and school
performance, though few studies have examined how these factors affect access to
institutional resources (Stanton-Salazar, 2001) or ultimately lead to postsecondary
outcomes (Glick & White, 2004). With some exceptions, analyses of education-related
outcomes have tended to make comparisons across (Kao & Tienda, 1998; Qian & Blair,
1999) or within (Bohon et al., 2006; Goyette & Xie, 1999) pan-ethnic groups rather than
to compare specific national origin groups (Portes & MacLeod, 1999). Researchers have
also given more attention to Mexican and Vietnamese than to Filipino children of
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immigrants (Wolf, 1997).
Structural characteristics. Studies that employ socioeconomic status, family
structure, and school context have shown that these factors can account for much of the
racial and ethnic differences in youth outcomes. Variation by ethnicity and nativity often
remain, however, suggesting that mode of incorporation or cultural differences may have
effects above and beyond those that determine whether youth live in intact families, the
resources those families can provide, or the schools children attend (Portes & MacLeod,
1999). Furthermore, several studies have found that socioeconomic status does not affect
children of immigrants’ academic outcomes to the same extent that it does among White
adolescents (Fuligni, 1997; Bohon et al., 2006). One study, for instance, found that
family structure, a dual-earner household, and father’s education level had no effect on
school adaptation among children living in a Vietnamese enclave in New Orleans (Zhou
& Bankston, 1998).
Portes and MacLeod’s (1999) examination of the National Education
Longitudinal Study of 1988 (NELS:88) data found that controlling for generation, time of
residency, and parental human capital produced much of the variation in grades and test
scores among Chinese, Korean, Filipino, and Mexican students. Positive ethnic effects
(relative to Whites) on grades and test scores remained for Chinese and Korean
adolescents, however, and a negative effect on test scores remained for Mexican
adolescents. The addition of parent involvement, two-parent family, and intergenerational
closure had significant but small effects on test scores, and did not reduce the national
origin effects. Controlling for school context revealed that attending a privileged school
(high status, low minority, and/or private) improved academic achievement regardless of
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family background, whereas disadvantaged school context lowered academic
achievement. Even with these factors accounted for, ethnic differences remained, leading
Portes and MacLeod to conclude that these effects were a result of group attributes,
namely the hostile official and societal reception Mexicans confront.
Another study using the NELS:88 data (Qian & Blair, 1999) found that parental
human capital had minimal effects on educational aspirations among Asian and Hispanic
students. When controlling for individual characteristics (gender, standard test score,
marital status, religion, and whether English is their native language), family structure,
parental involvement, study resources at home, school context, and income had no effect.
Parental education levels only had positive effects on aspirations at the highest levels
(low education levels had no negative effect).
School context was explored in a different manner in Alexander and Eckland’s
(1975) study. The authors separate school context variables into two categories: ability
context and status context. They found that attending schools where the student body is
highly capable actually depressed achievement outcomes such as grades and class rank,
which are based on relative measures. By contrast, a high status student body improved
educational outcomes, in theory because high status classmates provide opportunities for
associating with youth with high aspirations and plans to attend college.
Discrimination is another feature of an adolescent’s environment that can impact
educational outcomes. Perceived discrimination is associated with poorer psychological,
health, and educational outcomes, as well as violent behavior and substance use (Brown
& Bigler, 2005). Although discrimination is a common experience for many youth today,
most research has focused on the effects of discrimination among African Americans
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(Fisher, Wallace, & Fenton, 2000). Gaining an understanding of the unique experiences
of discrimination among children of immigrants is important because they may involve
additional markers of difference other than race/ethnicity, such as acculturation, nativity,
and language ability, and may occur between different minority groups rather than only
between Whites and minorities (Rosenbloom & Way, 2004).
Studies that examine how different ethnic groups experience discrimination
typically find that Asian students are more likely than African Americans or Hispanics to
experience discrimination from their peers and less likely to report discrimination from
adults (Fisher et al., 2000; Huynh & Fuligni, 2010). One study found that within the
category of educational discrimination, Hispanic students were most likely to report
being discouraged from taking an advanced class, and both Hispanic and African
American students were more likely than East Asian students to report being wrongly
disciplined (Fisher et al., 2000). Rosenbloom and Way’s (2004) qualitative study of an
ethnically diverse urban high school found similar patterns in the ways children of
different ethnicities tended to experience discrimination. They observed a cyclical
process whereby teachers would give preferential treatment to Asian students due to their
“model minority” status, and Latino and African American students would then perceive
these actions as discrimination, and in retaliation, tease the Asian students.
Individual traits. Gender also impacts educational attainment, but the ways in
which it affects outcomes have changed over time. Several studies of youth who were in
school prior to the 1980s have documented the negative effect of female gender on
education attainment (Alexander & Eckland, 1974; Sewell, Hauser, & Wolf, 1980), but
after the 1970s, these patterns began to change. Recent statistics indicate that a majority
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of degrees are conferred to women. Data from the National Center on Education Statistics
(2010) reveal that among Black, White, Asian, and Hispanic recipients of four-year
degrees, 65.7%, 56.2%, 54.6%, and 61.1%, respectively, were women. Reynolds and
Burge (2008) suggest that changing opportunities for college preparatory curricula in
secondary education, expanding opportunities for women in the labor market, and
perceptions of parental encouragement for higher education has led girls’ expectations to
surpass those of boys. A similar pattern was observed among Hispanic youth, although
girls’ expectations converged with rather than surpassed boys’ expectations (Reynolds &
Burge, 2008).
Studies also have shown that gender and ethnic community embeddedness can
interact to produce educational outcomes. Zhou and Bankston (1998) found that
Vietnamese families required better behavior from daughters than sons, and applied
greater social control over their lives. Girls’ actions were monitored more closely and
subject to greater scrutiny than were boys’. Part of the expectations parents held for their
daughters’ behavior included academic excellence, despite the limited access women
traditionally had to education in Vietnam. This change in view came from the realization
that unlike in Vietnam, where maintaining a relatively acceptable standard of living did
not require women to engage in paid labor, Vietnamese women in the U.S. would be
considered more valuable and would bring their families greater status if they were
educated and qualified for well-paying jobs. This combination of expectations and social
control has led Vietnamese women to meet or exceed the level of educational attainment
typical of their male counterparts (Zhou & Bankston, 1998).
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Other studies have found that Mexican-origin girls perform better academically
than do their male counterparts (Gibson, 1998; Rumberger & Larson, 1998). Rumberger
and Larson found that positive effects of female gender were even stronger among thirdgeneration youth, suggesting that perhaps girls are more protected from the negative
effects of assimilation on achievement. As in the Vietnamese example, differences in
gender socialization may be related to girls’ advantage in school. Valenzuela (1999)
found that girls in Mexican immigrant families were more likely than boys to serve
family roles that required a high level of responsibility such as translating for their
parents and tutoring younger siblings or helping their parents negotiate difficult
transitions through mediation and advocacy.
Gender has also been shown to shape the way youth respond to the social
structures they encounter. For example, Cammarota (2004) and López (2003) found that
school personnel tended to perceive second-generation male Latino and West Indian
youth as problematic and threatening, which prompted youth to rebel by skipping class.
This “criminalization” of male students led to antagonistic relationships with teachers and
administrators and hindered youths’ ability to form trusting relationships with role
models. Other research has suggested that the ways of expressing gender among
immigrant boys and girls are likely to lead to different sets of behaviors, which in turn
affect their perceived investment and performance in school (Gibson, 1991; Lei, 2003).
For instance, Lei (2003) found that male Southeast Asians at a diverse high school
strategically “performed” their gender by adopting markers of masculinity typically
associated with deviance, such as an urban hip-hop style of dress and manner of speaking
and gesturing. These behaviors created perceptions among school personnel and their
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peers that male Southeast Asians were indeed masculine, but also gave them an image as
“deviant academic beings” (Lei, p. 177).
English abilities have also been shown to affect educational outcomes, though
when controlling for family background and migration history, the effects are typically of
minor significance (Kao & Tienda, 1995; Warren, 1996). Studies investigating how
limited English proficiency might affect academic outcomes suggest that there are a
variety of paths through which the effects can occur. Stanton-Salazar and Dornbusch
(1995), for example, suggest that students with limited English proficiency are less able
to access institutional support within schools, and Schmid (2001) points out that such
students are often inappropriately placed in special education classes where their
achievement suffers even further (Schmid, 2001). Limited English proficiency also
interacts with school context in that many schools are ill prepared to provide adequate
English language instruction or bilingual education. For example, during the 1991-1992
school year, 60% of students attending high poverty schools received language
instruction from paraprofessionals, most of whom had no education past high school
(Crawford, 1997).
Although English is thought to be an important asset for immigrant youth, there is
some evidence that maintenance of culture of origin competency, including language
abilities, is also important for academic achievement. Stanton-Salazar and Dornbusch
(1995) found that bilingual working-class Latino students had higher expectations and
better grades than their monolingual English counterparts. Another study found that the
use of English in the home and longer residency in the U.S. (an index for higher levels of
assimilation) had a negative impact on academic achievement of Filipino youth. Another
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study found that the relationship between bilingualism and academic achievement was
only significant when parents had not achieved English fluency (Mouw & Xie, 1999).
Zhou and Bankston’s (1998) study of children of Vietnamese refugees in a New
Orleans neighborhood illustrates the complexity of the ways in which culture of origin
maintenance can impact youth outcomes. Their study revealed that a greater degree of
involvement in the coethnic community and stronger adherence to traditional values was
positively related to youths’ self-reported grades and college plans. Vietnamese literacy
was also strongly positively related to grades. The authors theorized that ethnic solidarity
was an asset for Vietnamese children growing up in a deteriorating working-class suburb,
and that maintenance of ethnic identity through family and community networks allowed
youth to acculturate selectively (i.e., without adopting oppositional identities). This way,
youth were able to develop the competencies necessary for operating within the host
culture while retaining the work ethic and strong value of education of their native
culture.
Connections to the ethnic community also provided youth with tangible forms of
support that benefitted them academically, such as afternoon schools that offered
enrichment classes and Vietnamese and English language instruction (Zhou & Bankston,
1998). Led by prominent and knowledgeable community members, these community
organizations helped youth acquire the resources they needed to confront disadvantage.
Thus, ethnic group membership and involvement not only served to instill cultural values,
but also to facilitate the transmission of institutional resources.
Nativity is also an individual factor that has been associated with academic
outcomes. Wojtkiewicz and Donato (1995) utilized the National Longitudinal Survey of
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Youth to analyze high school completion rates. Their results demonstrated an advantage
for second-generation status among Mexican youth in particular. U.S.-born Mexican
youth of foreign-born parents were more likely to complete high school than their firstgeneration counterparts, and were equally as likely to complete high school as U.S.-born
Whites. Second-generation Mexican-origin youth also had higher aspirations than firstgeneration youth, though their academic performance was similar. Findings from a study
using NELS:88 data (White & Glick, 2004) contradict some of these results, showing that
immigrant children had higher expectations than native-born children of immigrant
parents. Qian and Blair (1999) also found some evidence of nativity effects, but only
among Asians. Specifically, their results showed that coming from a home where English
is not the native language (a marker of being from an immigrant family) had a positive
effect on aspirations among Asians, but not Hispanics. Nativity may have a larger set of
implications if youth are undocumented. Motivation and academic ability may be of little
consequence if students cannot access financial aid or are barred from admission to
universities due to their undocumented status (Abrego, 2006).
Peer groups. Some research has suggested that immigrant youth may be
particularly inclined to turn to their peers for academic support and information because
their parents may have little familiarity with the U.S. educational system (Fuligni, 1997).
Steinberg, Dornbusch, and Brown (1992) argue that segregation within schools has meant
that minority students have a limited array of choices for their peer group, and therefore
must often rely on whatever support is available within their coethnic peer networks.
Within their large multiethnic sample of high school students, Steinberg et al. (1992)
found that Asian American students reported the least parent involvement in school, yet
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they were the most likely to belong to an achievement-oriented peer group that provided
them support with academics. In focus groups of Vietnamese youth in California,
Terashini (2004) found that the Vietnamese students reported having a network of friends
or relatives to whom they turned for advice during their process of applying for college.
The diversity in socioeconomic status within some Asian immigrant peer groups
(including the Vietnamese) could account for the greater potential for Asian immigrant
youth to benefit from peer interaction (Fernandez Kelly & Schauffler, 1996).
Though it is possible to argue that interaction with coethnic peers serves to
reinforce cultural norms of achievement, Stanton-Salazar’s (2001) study of a college
preparatory program for working-class minority students found that socialization was
only part of the process through which peer relationships contributed to academic
success. Peers also played a critical role in connecting participating youth to institutional
support such as funds of knowledge, peer tutoring, resources outside the classroom, and
practical advice regarding personal problems that affected school performance (StantonSalazar, 2004). Such networks assisted youth in navigating institutional and social
structures that typically excluded youth from the resources necessary for success.
Family support. Much of the literature that has empirically examined the effects
of parent involvement on children from immigrant families has found that it does not
explain ethnic differences in achievement or attainment. For example, Steinberg,
Dornbusch, and Brown (1992) found that within their large multiethnic sample of high
school students, Asian American students reported the least parent involvement, yet
performed the best in school (Steinberg et al., 1992). Using NELS:88 data, Hao and
Bonstead-Burns (1998) produced similar findings. Their results demonstrated that in both
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Mexican and Chinese families, the level of parent-child interaction in learning activities
was lower than that of Whites, yet ethnicity had a positive impact on achievement for
immigrant Chinese students and a negative impact on achievement for immigrant
Mexican students. The authors concluded that differences in ethnic effects were
therefore due to differences in between-family social capital (ethnic culture, ethnic
solidarity, contexts of reception, modes of incorporation) rather than within-family social
capital.
Glick and White (2004) explored the 1994 follow up of the NELS:88 data with
the intention of determining whether the positive effect of parents’ immigrant status on
postsecondary enrollment is mediated by parent involvement and parent expectations.
Their results showed that parent expectations were significant predictors above and
beyond the effects of parent involvement (communication with the school and enrollment
in classes outside school), but were less powerful than nativity, thus they did not “explain
away” the difference between generations. When examining patterns by race/ethnicity,
they found that the positive effect of parents’ immigrant status among Asians was
reduced to nonsignificance when youth expectations were included. The lack of a withingroup effect could suggest that the effects of parents’ immigrant status in the full sample
were actually driven by the high attainments of the predominantly first-generation Asian
sample (i.e., nativity and ethnicity were confounded). For Mexican-origin youth,
generation effects remained but only for the second generation. The persistent effects of
generation (and possibly ethnicity) suggest that socioeconomic background, familial
resources, and individual resources (academic performance and expectations) do not fully
explain differences in postsecondary enrollment.
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In her analysis of the NELS:88 data, Gonzalez (2005) found that intergenerational
closure had less of a positive effect on attainment among immigrant families than it did
for native-born families. She postulates that such ties are not as beneficial to immigrant
families because their networks may not possess as much capital. Gonzalez’s study also
found that when controlling for parents’ educational attainment, English ability, and
neighborhood context, parents of Puerto Rican-origin children reported more
involvement with school than the parents of White children, but parents of Chinese-origin
youth see themselves as no more or less involved than do White parents. Thus, ethnic
differences in parents’ perception of involvement did not account for the advantage of
Chinese ethnicity and disadvantage of Puerto Rican ethnicity (as compared to White
ethnicity) with respect to postsecondary outcomes.
There is some evidence that parent involvement is important, however, when it is
considered in terms of a school-level variable. Perna and Titus (2005) analyzed NELS:88
data, operating under the assumption that examining parental involvement solely as an
individual-level variable ignores the variability in the volume of capital parents and youth
can access through contacts with school networks (Perna & Titus). The authors’ results
demonstrated that for a majority of the measures of involvement, the level of capital
available at the school was a stronger predictor of enrollment in a four-year college than
the individual levels of involvement. For example, the average frequency with which
parents contacted a school regarding academics had a stronger effect on four-year college
enrollment than did the frequency with which a particular student’s parents engaged in
these interactions. Similarly, the school-level measures of parents who expected their
child to earn less than a college degree and average frequency of contact with the school
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regarding behavior were stronger negative predictors of postsecondary enrollment than
were the individual-level measures of these factors.
Much like the research on parental involvement, findings related to the effects of
parent expectations are also mixed. In an analysis of the determinants of college
enrollment, Keller and Tillman (2008) found that parental expectations did not have a
direct effect on postsecondary outcomes, but rather, operated indirectly through
achievement in high school. Another study emphasized the importance of congruence of
parents’ and adolescents’ expectations for achievement outcomes (Hao & BronsteadBurns, 1998). In particular, the authors noted that the lack of congruence of expectations
between Mexican immigrant parents and their children was an indication of the effects of
dissonant acculturation on achievement (Hao & Bronstead-Burns).
Goyette and Xie (1999) explored generational variation in youth’s educational
expectations among Asian subgroups and found that differences were due in part to the
high expectations of parents of immigrant children. Generational differences in parental
expectations and aspirations are often attributed to the optimism immigrant parents bring
with them and the leveling of aspirations that could occur as a result of exposure to a host
context in which opportunities are blocked (Kao & Tienda, 1995). There is some
evidence against this conclusion, however, as Goldenberg, Reese, and Garnier’s (2001)
longitudinal study of a small sample of Latino families demonstrated that parental
aspirations remained high and stable over the elementary school years, and that parents
saw education as instrumentally valuable regardless of time spent in the U.S. or the level
of discrimination they experienced.
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Group attributes. Group attributes operate either through a group’s culture or
through their common experiences with social and economic structures created by
contexts of exit and reception (mode of incorporation). Culture is seen as a source of the
attitudes, values, and beliefs that drive achievement-oriented behavior and educational
attainment. Research that seeks to explain the educational outcomes of Vietnamese youth
has frequently attributed their success to a culture that promotes a strong work ethic,
obedience to parents, the importance of education, and achievement (Kim, 2002; Ngo &
Lee, 2007; see Caplan, Choy, & Whitmore, 1991; Zhou & Bankston, 1998, for
examples). The effect of ethnic community involvement on Vietnamese youth’s
achievement has often been interpreted as evidence of the virtues of Vietnamese culture
(Caplan et al.).
Other studies have focused on the effects of variation in levels of within-group
capital created by the circumstances of emigration and immigration, such as the degree to
which the immigrant stock of a particular national origin is representative of the
population from which it came. Feliciano (2005) found that group educational selectivity
predicted attainment of some college above and beyond group socioeconomic status, and
removed the benefits of Asian ethnicity among 1.5-generation immigrants, and reduced
the benefits of Asian ethnicity and the deficits of Latino ethnicity among the second
generation. In a model predicting college expectations among the CILS sample, Feliciano
also found that educational selectivity eliminated the effects of group socioeconomic
status and reduced the effect of Latino ethnicity to marginal significance. Her findings
challenge cultural-based explanations for ethnic differences in attainment because they
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demonstrate that educational selectivity alters the degree to which immigrant groups are
actually representative of the cultures from which they originate.
Ogbu and his associates (Gibson & Ogbu, 1991; Ogbu, 1978) link the cultural and
structural aspects of the group attributes explanation by theorizing that disadvantaged
groups’ cultural response to blocked opportunities serves to reinforce barriers to social
mobility. Ogbu sees ethnic minorities as fitting into two categories: voluntary and
involuntary minorities. Voluntary minorities are composed of Hispanics and Asian
Americans, who immigrated intentionally to improve economic opportunities for
themselves and their children. Involuntary minorities are those who came into their
minority status through the actions of the dominant group, such as slavery or
colonization. The latter category is typically applied to African Americans, but has been
used to describe the experiences of Puerto Ricans and Mexicans as well (Nelson &
Tienda, 1995).
According to Ogbu’s findings (1978), these disparate experiences generate
distinct adaptations to minority status. Voluntary minorities arrive with the motivation to
take advantage of the occupational and educational opportunities in the United States that
surpass those in their own countries, and thus see their situation as relatively advantaged.
Rather than compare their circumstances to those they might have encountered in another
country, involuntary minorities compare themselves to the dominant group. Witness to
their parents’ blocked mobility, youth have less trust in the payoff of hard work and
education and develop resentment toward the dominant group. This oppositional culture
then lowers aspirations by creating peer sanctions against academic success (Matute &
Bianchi, 1986). Some have argued that although Asian immigrants also experience
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discrimination, there is no substantial pre-existing population of coethnics with a history
of marginalization into which they become absorbed. Consequently, instead of rejecting
mainstream attitudes and behaviors, Asian immigrants respond to discrimination by
overcompensating and working even harder (Sue & Okazaki, 1990).
Ogbu’s approach has generated scrutiny for its dichotomization of the minority
population into two groups, leaving no place for refugees, who did not migrate
voluntarily, but also did not become a part of the U.S. by serving as a “castelike” labor
force (Kao & Tienda, 1998). Furthermore, empirical analysis of the ethnic group
differences in perceptions of the potential rewards of education, attitudes toward school,
approval of peer success, and educational aspirations has not supported Ogbu’s (1978)
qualitative findings. Studies have found that groups classified as involuntary minorities
do not consistently report more negative views about education than Whites or voluntary
minorities, but that they exhibit differences in school-related behaviors that explain
differences in achievement (Ainsworth-Darnell & Downey, 1999; Steinberg et al., 1992).
Ainsworth-Darnell and Downey attribute these patterns of behavior among African
Americans to high rates of unemployment as well as single-parent households and their
effects on the home environment in which children are raised.
Findings from another study of ethnic differences in aspirations were less
conclusive. In examining the NELS data, Kao and Tienda (1998) found that Hispanic and
Black youth did not have lower aspirations than Whites and that aspirations remained
more stable throughout high school among Black youth than among other groups. They
also found that Black and Hispanic youth were the most likely to drop out, which they
saw as offering support to Ogbu’s supposition that minority status is associated with a
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negative view of education. In line with Sue and Okazaki’s (1990) claim that Asian youth
overcompensate for discrimination by working harder and aiming higher, Asian students
had the highest initial aspirations and were most likely to retain those high aspirations
over time (Kao & Tienda).
Kao and Tienda (1998) also conducted focus groups to better understand the
processes through which aspirations were formed within ethnic groups. They found that
Black students confirmed that performing well in school was sometimes seen as “acting
White” and that students were sometimes teased for doing well, but youth also
maintained that these pressures did not influence their efforts in school. Furthermore,
Black youth reported that within their peer groups, students who were held back were
teased and students who were falling behind were encouraged to improve. Hispanic youth
never mentioned an oppositional culture, but their lack of understanding of higher
education institutions and white-collar occupations limited their ability to discuss
postsecondary plans concretely. They also frequently pointed to the expense of college as
a barrier. Asian students had much clearer goals and demonstrated familiarity with the
steps they would need to take and requirements they would have to fulfill to qualify for
high status jobs. Despite Asian students’ greater emphasis on academic achievement,
youth did not link this motivation to an effort to overcompensate for future
discrimination.
Stanton-Salazar (2001) found that minority group membership limited access to
institutional resources that promote educational attainment. In his mixed-method study of
Latino youth in California, he found that the relations with school personnel were
organized in ways that prevented youth from accessing the institutional resources that
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trusting student-staff relationships provide. Simultaneously aware of their disadvantaged
position and the myths of self-reliance and meritocracy, youth were ambivalent about
seeking help because of the psychological costs these actions represented. Some youth
also saw the support process itself as reflecting exclusionary practices and therefore
avoided interacting with staff.
A 1997 report (Berkner, Chavez, & Carroll) of the postsecondary enrollment of
the NELS:88 1992 high school graduates points to the importance of accessing
institutional resources that can provide information and advocacy related to the college
admissions process. The report found that although lack of preparation for college
prevented many Latino students from accessing higher education, those who were
qualified based on their academic performance and coursework were less likely than
students from other racial/ethnic groups to take college entrance exams and submit
applications for admission to 4-year colleges (Berkner et al.). Although college-qualified
Latinos were also the least likely to be enrolled in a 4-year institution, these differences in
rates of enrollment were not present among those who had taken exams and submitted
applications. These results suggest that whatever factors allow youth to achieve good
grades and follow a college preparatory curriculum do not necessarily lead them to
complete the necessary steps for college enrollment.
Statement of the Problem
The preceding review of existing research and theoretical approaches to
explaining differences in educational attainment provide some insights as to how the
current study might improve understanding of this topic. The most typically employed
theoretical models tend to assume that youths’ adoption of appropriate values, norms, and
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beliefs is the fundamental mechanism through which structural, familial, individual, peer,
and group characteristics affect educational attainment. Several studies, however, have
also found that proschool attitudes and conditions that are assumed to promote them
(parent expectations, intact families, intergenerational closure) do not explain away
ethnic differences in attainment (Glick & White, 2004; Gonzalez, 2005; Hao & BonsteadBurns, 1998; Portes & MacLeod, 1999; Steinberg et al., 1992). Critiques of the current
theoretical perspectives suggest that these weaknesses could be addressed by accounting
for the ways in which processes of social exclusion affect educational attainment through
access to institutional resources and support (Kerckhoff, 1976; Stanton-Salazar, 2001).
Stanton-Salazar (2001, 2004) identifies ethnic networks as critical sources of
institutional support and suggests that institutionalized systems of social exclusion impact
network structure and the value and volume of institutional resources they can make
available to youth. The segmented assimilation concept of mode of incorporation
provides a useful rationale for explaining how processes of social exclusion have played
out within different national origin groups. Mode of incorporation affects ethnic
communities by influencing patterns of settlement, internal status differentiation, and
external ties to resource-rich social networks and institutions. Thus, ethnic networks with
highly negative modes of incorporation are limited in their abilities to provide youth with
institutional support and resources, whereas ethnic networks with neutral or positive
modes of incorporation would be better able to supply youth with the funds of
knowledge, advocacy, and bridging they need to be successful in mainstream institutions
such as colleges and universities.
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The research literature also suggests that there are several ways in which youth
might vary in terms of their level of embeddedness in an ethnic network and the degree to
which they might rely on that network for institutional support. For example, youth who
retain their native language may be better positioned to access the tangible resources their
ethnic networks can provide (Stanton-Salazar & Dornbusch, 1995; Zhou & Bankston,
1998). Therefore foreign language ability is more likely to benefit youth who are
members of ethnic communities that have experienced a positive mode of incorporation.
Similarly, gender may shape the degree to which youth are embedded in their
ethnic community networks. Girls in Asian and Latin American immigrant families are
often given less autonomy, expected to behave better and maintain closer ties to familial
and ethnic networks than are boys, thereby providing them greater exposure to the pool
of ethnic network resources and connections with agents who can provide them (Portes &
Rumbaut, 2001; Zhou & Bankston, 1998). Furthermore, boys may be more inclined to
adopt behaviors and identities that make it more difficult for them to form ties with
resourceful agents within their networks (Cammarota, 2004; Lei, 2003; López, 2003).
Embeddedness in ethnic networks is more likely to be beneficial in communities that
have experienced a positive mode of incorporation. Thus, girls may be more advantaged
if they are a part of ethnic networks that have a positive mode of incorporation and less
advantaged if they are members of an ethnic community that experienced a negative
mode of incorporation.
Additionally, youth who perceive their environments to be highly discriminatory
may have less access to institutional resources outside their ethnic community, either
because they are actively excluded from them or because relationships with resourceful
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agents are difficult to form in such an antagonistic environment (Stanton-Salazar, 2001).
Ethnic networks with negative modes of incorporation may not be able to compensate for
these exclusionary experiences because they are less likely to contain the valued
institutional resources youth need and to be structured in ways that facilitate the transfer
of such resources (Stanton-Salazar, 2001). Thus, perceptions of discrimination may affect
youths’ attainment more strongly if they are members of an ethnic network that has a
negative rather than a positive mode of incorporation.
Conceivably, the interactive effects of mode of incorporation and gender, foreign
language ability, and perceptions of discrimination, may also impact educational
attainment through youth’s values, attitudes, and beliefs. Indeed, youth’s orientation
toward schooling is the mechanism that the most commonly applied theoretical
perspectives would suggest is at work (Stanton-Salazar, 2004). If the interactive effects,
however, are found to occur independently of measures of youth’s orientation toward
schooling, such as weekly hours spent on homework, educational expectations, and
educational aspirations (and other relevant controls), it is possible to argue that the
interactive effects are more likely to result from the level of institutional support
available within ethnic networks than from internalization of the proper values, norms,
and beliefs.
The earlier review of the contexts of reception each national origin group in this
study has experienced offers insight as to how mode of incorporation might have affected
the volume and value of institutional resources that can be access through each ethnic
network. Filipinos as a group tend to have high levels of human capital due to the policies
that govern their entry into the U.S. Residence in suburban neighborhoods and parents’
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professional relationships generated by this human capital may allow for greater external
connections to resource-rich social networks. Filipinos’ societal reception has somewhat
resembled that of non-White immigrants in general in that they have been subject to
prejudice and discrimination. As immigrants from a former U.S. colony, however,
Filipinos tend to have strong English abilities and familiarity with U.S.-style institutions,
which spare them from some of the anti-immigrant sentiments directed at less
acculturated groups (Espiritu, 1997; Wolf, 1997). Despite the high level of human capital
of many members of the Filipino community, their dispersed patterns of settlement have
led to more loosely structured ethnic networks that are less able to facilitate the transfer
of institutional resources (Portes & MacLeod, 1999).
Mexican immigrants experience a hostile official and societal reception, as their
high rates of undocumented status make the entire group the target of immigration
authorities and anti-immigrant sentiment (Portes & MacLeod, 1999). Though
communities tend to be concentrated in urban areas, the constant inflow and outflow of
new arrivals, temporary workers, and cyclical migrants, the risks of failing to maintain a
low profile, and predominantly low levels of human capital weaken the ability of
Mexican ethnic networks to provide their members with institutional support.
As refuges of war, the Vietnamese experienced a favorable official reception,
which included much needed settlement assistance and the ability not only to work
legally, but also to obtain citizenship. Their rapid en masse arrival created cohesive
ethnic networks that first were established by the more advantaged earlier arrivals and
then served to attract less advantaged later arrivals. Low levels of English and lack of
familiarity with U.S. culture and institutions made their societal reception less
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welcoming, but solidary entrepreneurial communities often compensated for restricted
access to mainstream economic opportunities that often accompany prejudice and
discrimination (Portes & MacLeod, 1996). Thus, the structure of the Vietnamese
community and its greater internal differentiation are likely to facilitate youth’s access to
valued institutional resources.
Given the distinct qualities of the mode of incorporation of each of these groups,
the ethnic group with the combination of structure and resources most likely to promote
educational attainment through access to institutional resources would be Vietnamese.
The ethnic group least able to provide support would be Mexicans, and Filipinos would
fall somewhere in between. Consequently, the group most likely to benefit from heritage
language ability and female gender would be Vietnamese youth, whereas the group most
likely to be negatively impacted by perceptions of discrimination would be Mexican
youth. With these expectations in mind, the testable hypotheses displayed in Table 2
below were developed.
Although the main effects of gender, foreign language ability, and perceptions of
discrimination are of limited interest to this study, the literature suggests that gender and
foreign language ability will have overall positive effects, whereas perceptions of
discrimination will have negative overall effects on educational attainment. The
significance and strength of the effects may vary substantially by national origin,
however, which may reduce main effects to nonsignificance.
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Table 2
Hypothesized Effects of Gender, Heritage Language Ability, and Perceptions of
Discrimination on the Odds of Substantial Progress Toward a Four-Year Degree
Direction

Strength
Mexican
Minimal to
none
Minimal to
none

Filipino

Vietnamese

Weak

Strongest

Weak

Strongest

Weak

Minimal to
none

H1

Female gender

+

H2

Heritage
language ability

+

H3

Perceptions of
discrimination

!

H4

The above patterns of effects will be observed despite controls for educational
aspirations and expectations (and other relevant covariates), and will contribute to
the explanatory power of the model.

Strongest
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Method
Dataset
The data used in this study were collected as a part of the Children of Immigrants
Longitudinal Study, which was designed to examine the adaptation process among the
immigrant second generation from adolescence through early adulthood. The data were
collected in three waves. The first was collected in 1992, when participants were in
eighth or ninth grade. The second wave was collected from the original ninth graders in
1995 and continued into 1996 as the original eighth graders entered what would be their
senior year of high school (Portes & Rumbaut, 2001). The third and final wave was
collected between 2001 and 2003, when participants were on average 24 years old (Portes
& Rumbaut, 2005). The sample was drawn from the metropolitan areas of Miami/Ft.
Lauderdale, Florida, and San Diego, California. The Florida sample primarily contained
youth of Cuban, Haitian, West Indian, and Central American origins, whereas the San
Diego sample contained youth of primarily Mexican, Filipino, Vietnamese, other
Indochinese, and other East Asian national origins. This study will rely solely on data
from the San Diego sample (N = 2,420) because its scope is limited to explaining how the
modes of incorporation particular to the Mexican, Filipino, and Vietnamese youth might
impact their educational attainment.
The first wave (T1) included questions designed to establish a baseline from
which youth adaptation would progress. Information on youth’s demographic
characteristics, language use and abilities, school characteristics, psychological wellbeing, family acculturation, academic achievement, and school characteristics were
collected. Information collected in the second wave (T2) was intended to enable
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researchers to track changes in the key outcomes measured at T1, as well as to gather
additional data on indicators of family well-being, and to determine the proportion of
youth who had dropped out before graduation. The second wave also focused on youth’s
outlooks for the future. Data collected at the third wave (T3) was intended to allow for
the adaptation process to be tracked into early adulthood by focusing on educational and
socioeconomic outcomes, family formation, and language use and preference.
Data were also collected at T2 from a portion of the participants’ parents. This
process was labor intensive because questionnaires had to be translated into eight
languages and administered face-to-face. Due to these limitations, a probability sample of
half of participating youths at T2 was randomly drawn. Probabilities were set differently
for each national origin group so that smaller nationalities would be sufficiently
represented. The parent survey yielded a sample size of N = 1,319 among San Diego
youth, which was approximately 55% of the original sample size for that site.
The Children of Immigrants Longitudinal Study represents a unique source of
data in that it is the only study of its size that specifically targets adolescent children of
immigrants. Other national datasets such as NELS:88 (N = 24,599) include children of
immigrants in their sample and even oversample for some ethnic groups, but sample sizes
of smaller immigrant groups make comparisons by national origin statistically
challenging. For example, Goyette and Xie (1999) use NELS:88 data to examine
differences in educational expectations within the Asian sample. Their sample, which
was composed of first through third generation Asians with complete data on the
dependent variable at the first two waves, included 194 Filipinos and 163 Southeast
Asians (Cambodian, Laotian, Hmong, and Vietnamese youth), in addition to other

81
national origins of similar or smaller sample sizes. The San Diego CILS sample, by
contrast, includes 587 Filipino and 194 Vietnamese participants, all of whom are children
of immigrants who participated in all three waves of the study.
Sample Design
To qualify for the study, youth must have been born in the United States to at
least one foreign-born parent, or must have been born abroad to at least one foreign-born
parent and arrived in the United States before their 12th birthday. All public and private
schools in the San Diego metropolitan area with eighth or ninth grades were considered
as recruitment sites (Ying & Han, 2008) with the intention of including both schools
where a significant portion of the student body were children of immigrants, as well as
schools where these children were the minority (Portes & Rumbaut, 2001). All students
within the appropriate grades were screened for eligibility and subsequently sent home
with consent forms. Eighty percent of students from a total of 17 schools returned
completed forms (Rumbaut, personal communication, November 29, 2010). A lack of
knowledge of the distribution of nationalities prevented the sample from being drawn
with exact probabilities of inclusion (Portes & Rumbaut, 2005). Instead, smaller national
origin groups were oversampled by reserving 25% of the sample for children in those
groups, leaving 75% for the three largest immigrant groups in the area (Mexican,
Filipino, and Vietnamese).
Procedures
Questionnaires were administered at T1 and T2 in paper and pencil format in
school whenever possible (Portes & Rumbaut, 2001). At T2 some youth were no longer
active students or had moved to other areas (Portes & Rumbaut, 2001). These participants
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were either visited at home and asked to complete the survey or sent a copy of the
questionnaire with instructions and a stamped return envelope, and a few youth who had
moved outside the United States were interviewed over the phone (Portes & Rumbaut,
2001).
At T3 participants were located using personal information they had shared in
earlier waves, such as the address of their last known residence, a social security number,
or a date of birth. Internet searches yielded residential addresses or telephone numbers for
75% of the original San Diego sample (Portes & Rumbaut, 2005). Participants were
contacted by mail, over the phone, and in person, inviting them to participate in the final
wave in return for monetary and symbolic compensation (Portes & Rumbaut, 2005). The
third wave questionnaire was significantly shortened to facilitate a higher response rate.
Sample Construction for the Present Study
Table 3 below describes how the sample was constructed. First, the sample was
limited to only San Diego participants because this is the location in which the nationalorigin groups of interest were concentrated. Next, the sample was narrowed to include
only children of Filipino, Mexican, and Vietnamese national origins. Eligibility criteria
required that youth had at least one foreign-born parent, which means that there were
some youth in the sample with one U.S.-born parent. Studies have found that outcomes
among children from combined status families are more similar to those of children of
native-born parents than immigrant parents (Gonzalez, 2005). For example, Gonzalez’s
study found that whereas children from immigrant families were more likely to enroll in
postsecondary education than children from native-born families, combined status
families did not demonstrate this advantage. Combined families were also more similar to
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native-born families in terms of the effects of the parents’ educational background on
children’s enrollment in postsecondary education (Gonzalez). For this reason, children
with one U.S.-born parent were excluded. Participants with missing values on the
dependent variable (which is the only variable collected at T3) were also excluded (von
Hippel, 2007). An explanation for how attrition affects the generalizability of the study is
provided in the section below. Cases with missing values at T1 and T2 were retained
through the use of multiple imputation. Details regarding this procedure and how the
missing at random assumption was met are provided in the missing values section.
Attrition
At T2, 85.2% of the T1 participants were interviewed, and at T3, 62.9% of the
original participants and 70% of those who participated at T2 were interviewed. Other
studies that have performed attrition analyses of the full San Diego dataset have found
that T2 participants were representative of T1 participants, but that attrition at T3 was not
random (Portes & Rumbaut, 2005). As the dependent variable for this study was
collected at T3, it is important to explore how the T3 participants might differ from those
Table 3
Sample Construction
n (%) excludeda

n retainedb

!

5,262

2,842 (56%)

2,420

Identified as Mexican, Filipino, or Vietnamese

523 (22%)

1,897

Both parents foreign born

292 (15%)

1,605

No missing data on dependent variable

649 (40%)

956

Data Filters
Total in original sample
Site is San Diego
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who did not participate at T3. As shown in Table 4, there are many statistically
significant differences between those who did and did not participate at T3.
Because the large sample size inflates the significance of many of the differences
it is important to gauge their substantive significance by examining effect size. Following
Cohen’s (1988) effect size conventions (see table notes), it is revealed that most
differences are substantively small or very small. Substantively small effects related to
nonparticipation at T3 include living in an household without both parents, attending an
inner-city school, attending a school with higher poverty rates, having lower
socioeconomic status, scoring lower on reading and math, having a lower GPA, having
greater foreign language abilities, being Mexican or Vietnamese, being born in the United
States, and expecting to at least finish college. The only effect that falls into the mediumlevel substantive category is higher English ability, which is associated with being a
participant at T3. Even though many of the effect sizes are small, it would be inaccurate
to say that T3 participants are representative of the T1 participants; therefore it is
important to recognize this as a limitation.
Measurement
Dependent variable. The ideal outcome of interest is whether participants
ultimately earned a 4-year degree. At an average age of 24 at T3, however, most
participants were young enough to still be working toward this level of attainment. As
shown in Table 5, a significant portion of the sample (32%) was still enrolled in
postsecondary education yet had not earned a 4-year degree. Therefore, rather than use a
4-year degree as the cut-off, educational attainment was measured in terms of whether
participants had made substantial progress toward a 4-year degree. This was

48.2%
51.8

Inner-city school

School poverty

49.4%

2.90

3.7

51.7%

78.0%

2.86

672.7

703.3

18.7%

48.8%

32.5%

2.38

45.8

30.7%

-.11

2.2

79.6%

T3 Participants
n = 1,010

30.24***

7.16***

10.21***

5.64*

19.47***

-7.72***

-7.68***

-6.31***

17.09***

75.74***

28.06***

-2.35*

5.40***

49.3***

-8.95***

1.74

61.87***

t or !2

.14

.06

.11

-.10

.22

-.13

.27

.18

.20

Cramer’s V

Note. Cramer’s V: small ! .10, medium ! .30, large ! .50; Cohen’s d : small ! .20, medium ! .50, large ! .8

* p < .05. *** p < .001.

35.3%

3.27

Heritage language speaking ability

U.S. born

3.4

45.5%

Female

English ability

68.0%

2.51

Expects to finish college

GPA 1993

655.0

Stanford reading score

27.6%

Vietnamese
685.9

26.7%

Filipino

Stanford math score

45.7%

Mexican

2.28

-.45

SES index score

Perceptions of discrimination

2.3

61.5%

Number of siblings

Lives with mother & father

T3 Non-Participants
n = 595

Differences by Attrition at T3 on T1 Scores (N = 1,605)

Table 4

.37

-.51

-.39

-.41

-.34

-.12

.45

.09

Cohen’s d
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Table 5
Highest Level of Education and Current Enrollment Status by National Origin
n ( %)
Filipino
n = 465

Mexican
n = 298

Vietnamese
n = 177

Total
N = 940

< high school

6 (1%)

28 (9%)

8 (5%)

42

High school only

36 (8%)

77 (26%)

10 (6%)

123 (4%)

Some postsecondary, no degree,
not enrolled

83 (18%)

66 (22%)

21 (12%)

170 (13%)

Enrolled in community college,
no degree

58 (12%)

49 (16%)

11 (6%)

118 (12%)

2-year degree, not enrolled in 4year school

30 (6%)

20 (7%)

3 (2%)

53 (6%)

< 2-year degree or 3 years college,
enrolled in 4-year school

17 (4%)

2 (1%)

6 (3%)

25 (3%)

2-year degree or 3 years college,
enrolled in 4-year school

93 (20%)

31 (10%)

41 (23%)

165 (17%)

! 4-year degree or higher

142 (31%)

25 (8%)

77 (44%)

244 (26%)

accomplished by using a combination of the highest level of education and current
enrollment status reported at T3. Item responses for the two relevant variables are listed
in Table 6 below. Participants were considered to have made substantial progress (and
were coded as 1) if they had met one of three criteria:
Earned a 4-year or graduate/professional degree
Earned a 2-year degree and were enrolled in a 4-year school
Completed 3 or more years of college and were enrolled in a 4-year school
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Some of the possible combinations of highest level of education and current
enrollment status included missing values or other for one or more of the components.
(Recall that 595 of T1 participants are missing on both outcomes because they did not
participate at T3.) For those with 4-year or higher degrees, current enrollment status was
irrelevant, so they were coded as 1 on substantial progress toward a 4-year degree even
if their enrollment status was missing or other. For those with less than a 2-year degree
and less than 3 years of college, current enrollment status was also irrelevant, so they
were coded as 0 on substantial progress toward a 4-year degree. Some of those who
reported having a 2-year degree or 3 or more years of college, but who marked other on
enrollment status also provided descriptions of their other institution. Often, this
Table 6
Variables Used In Construction of Educational Attainment
Highest degree/grade completed

Enrollment status

Some high school (grades 9-12, no diploma)

Not enrolled

Graduated from high school

GED program

1 or 2 Years of post high school vocational training/college

Vocational training

Graduated 2-Year-College/Vocational School (Associate’s
Degree)

2-year college

3 or more years of college (no degree yet)

4-year college/univ.

Graduated from 4/5-yr-college (e.g., Bachelor’s)

Graduate program

Some graduate school (No degree yet)

Professional

Master’s degree

Other

Professional/doctoral degree (JD, MD, DDS, PhD)
Other
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institution could be easily identified as a 4-year school (e.g., technical school or CNA
training), and observations were coded accordingly. For those with 2-year degrees or 3 or
more years of college who did not provide a description of their other institution, whose
other institution could not be identified as a 4-year school or not, or who were missing on
current enrollment status, progress toward a 4-year degree was coded as missing due to
insufficient information. Participants who completed a survey at T3, but for whom
highest level of attainment was missing or other were also coded as missing due to
insufficient information.
Two participants provided responses to highest level of education and current
enrollment status that did not make sense when combined. One was enrolled in graduate
school but had a 2-year rather than 4-year degree. One was enrolled in a professional
school (MD, DVM, DDS, OD, etc.), but had a 2-year rather than 4-year degree. These
participants were coded as missing due to incongruent information. A breakdown of the
outcome variable by national origin is provided in Table 7.
This method of measuring educational attainment was chosen over several other
methods. Some studies measure educational attainment based on whether the participants
were enrolled in postsecondary education in early adulthood (usually one or two years
after they were scheduled to complete high school, a data point not available in CILS).
There are many different kinds of postsecondary institutions, however, and the
credentials they offer do not lead to equal socioeconomic outcomes. For example, a
recent Pew report shows graduates of four-year degrees enjoy an advantage in earnings
over graduates of two-year degrees, and that this advantage has increased over the last 40
years (Haskins et al., 2009). Other studies may try to predict categorical outcomes, such
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Table 7
Educational Attainment by National Origin
Filipino
(N = 652)

Mexican
(N = 600)

Substantial progress

Vietnamese
(N = 353)

Total
(N = 1,605)

n (%)

Yes

235 (36%)

56 (9%)

118 (33%)

547 (25%)

No

235 (36%)

251 (42%)

61 (17%)

409 (34%)

159 (24%)

272 (45%)

164 (46%)

595 (37%)

Insufficient
information

23 (4%)

20 (3%)

9 (3%)

52 (3%)

Incongruent
information

0 (0%)

1 (<1%)

1 (<1%)

2 (<1%)

Missing due to:
Attrition

as high school graduation, completion of a 2-year degree, or completion of a 4-year
degree. Although this method may account for the differences between different kinds of
credentials, it ignores current enrollment status, a piece of information that may be
critical for young adults who may still be working toward their ultimate attainment level.
Furthermore, if only a small portion of the sample falls into some of the categories,
statistical power will be reduced for those outcomes. Measuring educational attainment
by the total number of years of education produces many of these same problems.
Independent variables. The main variables of interest in this study are the
interactions between mode of incorporation and, gender, foreign language ability, and
perceptions of discrimination. The main effects variables and the interaction terms
generated from them are described below. The measures that will be used to control for
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achievement-oriented attitudes (educational expectations and aspirations) are also
outlined below. Other covariates identified in the theoretical and research literature as
important to include in models predicting educational attainment that are available in the
CILS dataset include SES, school context, family structure, English language ability,
nativity, standardized test scores, perceptions of parents’ educational expectations, and
relationships with achievement-oriented peers. A description of these covariates is also
provided. At the end of the section, Table 8 provides a summary of the included measures
as well as their relevant summary statistics.
Main effects variables and interaction terms.
Mode of incorporation. National origin served as a proxy for mode of
incorporation. Mode of incorporation is operationalized as the characteristics of a
community created by the group’s official and societal reception context, as well as the
historical presence of a national origin group. These characteristics are seen as reflecting
the structure of and level of resources available within ethnic community networks. As
demonstrated in the review of literature, Mexican, Vietnamese, and Filipino immigrants
have distinct modes of incorporation. National origin was determined using a variable
provided within the CILS dataset. This variable was scored based on youth’s report of
their birth country and their parents’ birth country. When their parents’ birth countries
differed, the mother’s birth country was used. As there are three national origin groups
included in this study, dummy variables (is Vietnamese, is Filipino, is Mexican) were
created to examine the effects of each group’s mode of incorporation. Only two dummy
variables were used in any one model, with the third serving as a reference group. The
nature of the analysis, however, required that the reference group be rotated so that
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sufficient information could be produced as each hypothesis was tested. This is explained
in greater detail in the data analysis section.
Perceptions of discrimination. Youth’s perceptions of discrimination and antiimmigrant sentiment in society were measured using an index created from three items
from Portes and Bach’s (1985) Perceptions of Society and Discrimination Index. The
items asked youth to indicate how much they agreed with a statement using a four-point
Likert scale: disagree a lot (1), disagree a little (2), agree a little (3), and agree a lot (4).
The statements included: “There is racial discrimination in economic opportunities in the
U.S.,” “There is much conflict between different racial and ethnic groups in the U.S.,”
and “Americans generally feel superior to foreigners.” These items were selected
because they were the most conceptually linked to perceptions of prejudice and exclusion
based on ethnicity or nativity. Other questions were framed in a positive way or tapped
cultural preferences rather than perceptions of racism and nativism in society.
A sum of the responses to the items at T2 was created as an indicator of how
much discrimination and anti-immigrant sentiment the youth perceives within society.
Higher responses correspond to a greater perception of discrimination. If any of the
items were missing the sum was not calculated and the observation was scored as
missing. Only four cases were scored as missing for this reason.
This variable was treated as an index rather than a scale because the questions are
gauging different aspects of stratification processes. Someone who perceives that there is
a lot of conflict between racial groups would not necessarily perceive that racial and
ethnic discrimination affects economic opportunities, or that Americans see themselves
as superior to foreigners. Similarly, someone who perceives Americans as seeing
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themselves as superior to foreigners might not perceive conflicted race relations or racial
discrimination as prevalent in society. Someone who perceives all three processes of
stratification as present in society, however, may have more awareness of or may have
had more exposure to discriminatory contexts. As this variable is an index rather than a
scale, measures of internal consistency are inappropriate (Moore, McGroder, Hair, &
Gunnoe, 1999).
Perceptions of racist and nativist sentiments in society do not necessarily reflect
actual or personal instances of discrimination. Perceptions of group discrimination may
be more appropriate indicators of exposure to discriminatory environments, however, as
both children and adults tend to minimize personal experiences of discrimination, but
more willingly report perceptions of group discrimination (Brown & Bigler, 2005).
Researchers have suggested that this discrepancy may be rooted in the psychological
costs associated with recognizing that one has little control over life outcomes (Brown &
Bigler).
Gender. Gender was measured at T1 using youths’ self-report. Female gender is
coded as 1 and male as 0.
Heritage language ability. Retention of heritage language abilities was measured
using youth’s responses to a question regarding their ability to speak their heritage
language. Possible responses included very little, not well, well, and very well and ranged
form 1 to 4. Although data for this variable are available at both T1 and T2, the responses
at T1 were used to account for youth who had lost heritage language abilities at an earlier
age, and therefore would have been less connected to their ethnic community throughout
high school. Speaking ability, rather than the full heritage language ability scale, was
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used because the other dimensions of language ability, particularly literacy, are less
critical for ethnic community involvement.
Interaction Terms. Youth who retain heritage language abilities may access and
subsequently benefit from the institutional resources available within their ethnic
community network to a greater degree than those who do not. Therefore, heritage
language ability interacted with national origin served as a measure of the degree to
which mode of incorporation moderates the relation between ethnic network
embeddedness and educational attainment.
Female youth may be more connected to ethnic networks, and therefore be more
likely to benefit from the institutional resources available within their ethnic community
network than boys are. With this in mind, gender interacted with national origin served as
a measure of the degree to which mode of incorporation moderates the relation between
ethnic network embeddedness and educational attainment.
Youth who perceive high levels of discrimination may have little outside access to
institutional resources, making them more reliant upon ethnic networks for institutional
support. Perceptions of society and discrimination interacted with national origin
provided a measure of the degree to which a negative mode of incorporation might
exacerbate the effects of perceptions of discrimination on educational attainment.
The six interaction terms were constructed by taking the product of the dummy
variables for national origin and each focal independent variable (female gender,
perceptions of society and discrimination, and heritage language ability). Heritage
language ability and perceptions of society and discrimination were centered before
multiplying them with national origin.
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Achievement-oriented attitudes. Educational aspirations and expectations were
measured using individual items from T2 that asked youth to report the highest level of
education they would like to achieve (aspirations) and the level of education they
realistically think they will get (expectations). Possible responses included less than high
school, finish high school, finish some college, finish college, or finish a graduate degree.
Responses were highly skewed on both items; therefore, the variables were dichotomized
so that responses of finish college or finish a graduate degree were coded as 1 and
responses of finish some college or less were coded as 0.
Covariates.
Structural characteristics. Socioeconomic status at T1 was measured using an
index of parents’ occupational prestige and educational attainment combined with home
ownership. This variable was provided in the CILS dataset and measured occupational
status using the Treiman scale (Treiman, 1976). The mean is centered at zero and higher
values are equated with higher socioeconomic status.
School context was measured by the geographic location and portion of students
receiving free or reduced lunch at the school youth attended at T1. Schools that reported
as being located in an inner-city area were coded as 1, and those that reported being
located in suburban areas were coded as 0. The portion of students receiving free or
reduced lunch was measured using the percentage schools reported.
Family structure was measured using youths’ reports at T1 regarding with whom
they were living and the number of siblings they had. Youth were asked whether they
were living with both their mother and father, a single parent, a parent and stepparent (or
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stepparent figure), or other adult guardians. Youth living with both their mother and
father were coded as 1; youth in other family types were coded as 0.
Individual Characteristics. Nativity was measured using youth’s report of their
birth country at T1. Youth born in the United States were coded as 1.
Academic achievement was measured youth’s scores on the Stanford math (math)
and reading (reading) achievement test reported by the schools at T1. School
performance was measured using the grade point average reported by schools at T2
(GPA).
English ability was measured along four different dimensions: speaking,
understanding, reading, and writing. Youth were asked how well they performed each of
these functions and could respond, not at all, not well, well, or very well, with higher
scores indicating higher ability. Scores on each dimension were then averaged to create a
single measure of English ability, which ranged from 1 to 4. The internal consistency of
this scale demonstrated a high level of reliability (! = .93). Scores were from T2, which,
for immigrant students, reflected their English abilities after a substantial amount of time
in the U.S. (as opposed at T1 when some had been in the U.S. for only a few years).
Peer traits. Relationships with attainment-oriented peers was measured using the
approximate portion of youth’s friends whom the youth reported had plans to go to
college at T2. Youth were asked, “How many of your friends have plans to attend a 4year college or university?” The response options included none, some, and many or
most.
Family support. Perceptions of parents’ expectations for educational attainment
were measured using youth’s response to the question, “What is the highest level of
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education that your parents want you to get?” This question was only included in the T2
survey. Possible responses included less than high school, finish high school, finish some
college, finish college, or finish a graduate degree. Responses were highly skewed, with
79% of youth reporting that their parents expected them to complete college or more, and
39% reporting that their parents expected them to complete a graduate degree. The
variable was dichotomized to account for the lack of normality in the distribution, with
perceived expectations of a college degree or less coded as 0 and perceived expectations
of a graduate degree or more coded as 1.
Missing Values
To maximize the information used in the analysis and minimize the bias in the
estimates it produces, multiple imputation was employed for all independent variables
with missing values. Imputing missing data for the dependent variable does not add
substantial information to the analysis; cases with missing values on the dependent
variable, however, can still provide information (scores on independent variables) that
would be helpful in predicting missing values among cases that have complete data on
the dependent variable (von Hippel, 2007). Therefore, cases with missing values on the
dependent variable were included in the imputation stage and then excluded before the
analysis stage. Table 10 below provides a summary of the independent variables used in
the analysis model and the percent of values that were missing.
The imputation model included the dependent variable, interaction terms, the
dummy variables for Mexican and Filipino national origin, and, with two exceptions, all
analysis variables listed in Table 8. The analysis variables not included in the imputation
model were the perceptions of discrimination index and English language ability scale,
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Table 8
Sample Description (N = 956)

Filipino
n = 470

% or M (SD)
Mexican
n = 307

Vietnamese
n = 179

Range

Main effects variables
Female

50%

56%

51%

0-1

2.30 (.96)

3.54 (.65)

3.12 (.79)

1-4

9.46 (1.54)

9.74 (1.75)

9.62 (1.64)

3-12

Expects college or more

91%

65%

91%

0-1

Aspires to college or
more

96%

94%

95%

0-1

English ability

3.88 (.29)

3.61 (.51)

3.51 (.56)

1-4

U.S. born

55%

59%

17%

0-1

Stanford math score

719 (44)

671 (40)

722 (46)

593-830

Stanford reading score

687 (38)

651 (37)

675 (46)

527-830

GPA

2.97 (.81)

2.38 (.87)

3.28 (.83)

0.1-5

2.53 (.55)

2.09 (.66)

2.50 (.55)

1-3

70%

50%

70%

0-1

85%

71%

80%

0-1

Number of siblings

1.83 (1.11)

2.87 (1.72)

2.83 (1.93)

0-8

SES index

.38 (.46)

-.73 (.52)

-.28 (.76)

Inner-city school

4%

61%

47%

0-1

School poverty

36%

59%

50%

21.4-92.3

Heritage language
speaking ability
Perceptions of
discrimination
Achievement-oriented
attitudes

Covariates

Attainment-oriented peer
friendships
Perceives parents expect
grad school
Lives with mother and
father

-1.65-1.85
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for which the individual items were included instead (Acock, in press). As noted in Table
4, the analysis variables (with the exception of number of siblings) were all predictive of
attrition at T3, which provides support that the missing at random assumption was met.
Furthermore, just under half the independent variables have less than 1% missing values,
supplying the imputation model with a substantial amount of information to use in
predicting missing data. In addition, many of the analysis variables were collected at
both T2 and T1; therefore, corresponding variables from an alternative time point were
included as auxiliary variables whenever possible (see Table 9). Age at T1, weekday
hours of homework at T1 and T2, and dropout and inactive status at T2 were also
included as auxiliary variables. The inclusion of auxiliary variables improves the
imputation model’s ability to predict scores, providing further support that the missing at
random assumption was met.
The missing values were imputed by chained equations using the STATA 11 userwritten command, ice. The ice command produced 40 imputed datasets. The ice
command allowed for categorical and dichotomous variables to be treated as such when
they are imputed rather than as continuous variables. During the analysis stage, estimates
were generated using each of the datasets and were then averaged. The standard errors
were also pooled across the 40 imputed datasets and were adjusted for uncertainty
resulting from variability across the imputed samples (Acock, in press).
Data Analysis
Given that the dependent variable, progress toward a 4-year degree, is a binary
outcome, logistic regression was used to predict how the explanatory variables are related
to the probability of achieving substantial progress toward a 4-year degree. The logistic

99
Table 9
Summary of Missing Values Among Independent Variables
Independent Variables

a

% Missing
N = 1,605a

N = 956b

Measured at
Alternative
Time Point

Female gender

0

0

No

National origin

0

0

No

SES index

0

0

No

School poverty

0

0

No

Inner-city school

0

0

No

U.S. born

0

0

No

GPA

0.1

0

Yes

Number of siblings

0.4

0.5

No

Lives with mother and father

0.5

0.5

No

Heritage language speaking ability

5.9

7.5

Yes

Stanford reading score

11.2

5.9

No

Stanford math score

14.8

8.3

No

English ability

14.8

4.0

Yes

Aspires to college or more

14.9

4.1

Yes

Expects college or more

15.0

4.2

Yes

Attainment-oriented peer friendships

15.5

4.4

No

Perceptions of discrimination

15.5

4.4

Yes

Perceives parents expect grad school

15.8

4.7

No

Cases used in imputation model (includes cases with missing values on dependent

variable)
b

Cases used in analysis model (excludes cases with missing values on dependent

variable)
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model is fitted using Maximum Likelihood Estimation, which, through an iterative
process, estimates the parameter values that are most likely to produce the data that have
been observed. The sampling design led to students being clustered within 17 schools;
school-level variables (portion of students receiving free/reduced lunch and inner-city or
suburban location) are included as covariates in the model. Typically, analyzing data with
this sampling design would require a multilevel model (Rabe-Hekseth & Skrondal,
2007), however the within-school variance was greater than the between-school variance
among all individual-level variables. Furthermore, a likelihood ratio test revealed that the
intraclass correlation was .001 and not significantly different from zero (p > .10).
Additionally, multilevel modeling typically requires a minimum of 30 or more clusters
(Raudenbush, 2007), whereas there were only 17 clusters (schools) in this sample.
Therefore, a multilevel model was not used.
To establish the main effects on the odds of achieving substantial progress toward
a four-year degree, analyses began with a logistic regression model that included the
covariates, achievement-oriented attitudes, and main effects variables. Next, the first
three hypotheses were tested by adding the interaction terms to the model and exploring
how national origin moderated the effects of gender, heritage language ability, and
perceptions of discrimination on the odds of achieving substantial progress toward a fouryear degree. Confirming or rejecting the hypotheses required knowing the strength and
significance of each focal independent variable’s effect on the odds of achieving
substantial progress toward a four-year degree within each national origin group, as well
as whether those effects were significantly different from each other among the national
origin groups.
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An interaction model that uses one national origin as a reference group produces
only some of the necessary statistics mentioned above. These include:
1. Main effects terms, which provide an odds-ratio that demonstrates the
strength and significance of the effects of gender, heritage language
ability, and perceptions of discrimination on the odds of educational
attainment within the reference group (but not the other two groups)
(Jaccard, 2001).
2. Interaction terms, which provide an odds-ratio that tests whether the
effects of gender, heritage language ability, and perceptions of
discrimination for the reference group are significantly different from the
effects found within the other two national origin groups (Jaccard, 2001).
For example, when Vietnamese youth are used as the reference group, the nonproduct
terms for gender, heritage language speaking ability, and perceptions of discrimination
represent the effects of those variables on the odds of educational attainment among
Vietnamese youth (Jaccard, 2001). The interaction terms within such a model then test
whether the effects of the focal independent variables differ between Filipino and
Vietnamese youth and if they differ between Mexican and Vietnamese youth. This model
does not provide statistics on the effect of the focal independent variables on the odds of
educational attainment among Filipino or Mexican youth, nor does it provide statistics
examining whether these effects differ between Filipino and Mexican youth. Therefore,
in order to produce enough information to test the first three hypotheses, it was necessary
to run the interaction model three times, rotating through the national origin dummy
variables so that each group served as a reference in turn (Jaccard, 2001).
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Odds-ratios were reported along with the standard error and two-tailed p-value
from the Wald test of significance provided in the STATA 11 output. Additionally, the
interaction model was compared to the constrained model (Model 1) in terms of change
in model fit so that the fourth hypothesis could be confirmed or rejected. This test was
performed using the STATA user-written command milrtest (Medeiros, 2008), which
calculates an F statistic according Meng and Rubin’s (1992) version of the likelihood
ratio test for multiply imputed data.
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Results
Interpretation of interaction effects in logistic regression requires some
explanation before results are presented. For example, in a model where Vietnamese
national origin is the reference group, the product of Mexican national origin and female
should be interpreted as below:
female odds
male odds
Mexican ! female

if Mexican

=
female odds if Vietnamese
male odds

! if Mexican ! female = 1, the effect of gender on Mexican youth is not
significantly different from the effect of gender on Vietnamese youth
In other words, the Mexican ! female interaction term is the predicted odds of
educational attainment among female youth as compared to male youth when the dummy
variable for Mexican = 1, divided by the predicted odds of educational attainment for
female youth as compared to male youth for within the national origin reference group
(Vietnamese). This odds-ratio indicates whether the effects of gender on the odds of
educational attainment differ significantly between Mexican and Vietnamese youth by
testing whether the ratio of the predicted ratios for each group is significantly different
from 1 (for the ratio to be equal to one, the denominator and numerator must be equal to
each other). In a model such as this, the nonproduct term for female gender reflects the
odds of female as compared to male youth achieving substantial progress toward a fouryear degree within the national origin reference group (Vietnamese).
The complex nature of interpreting interaction effects in logistic regression also
creates challenges for presenting results. The interaction model must be run once for each
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reference group in order to generate all the necessary statistics. Thus, Table 10, which
presents results of the logistic regression analyses, includes a main effects model (Model
1) and three versions of the interaction model (Models 2a, 2b, and 2c) in which each
national origin group is used as the reference group in turn. Also provided in Table 10 are
the results of a likelihood ratio test, which was employed to determine whether the
inclusion of the interaction terms (in Model 2a) represented an improvement over the
main effects model (Model 1). This test produces an F statistic for change in model fit,
which is provided at the bottom of the Table 10.
With the noted exception of the interaction terms in Table 10, odds-ratios reported
in Table 10 should be interpreted as having a positive effect on the odds of making
substantial progress toward a four-year degree for values above 1, a negative effect for
values below 1, and no effect for values at 1. To maximize interpretability, odds-ratios
associated with both a one-unit (OR) and a one-standard-deviation (ORStd) change were
reported for continuous variables where a one-unit change was not particularly
meaningful. The mean standard deviation was calculated across the 40 imputed datasets
and then entered into the following equation to produce the standardized odds ratios: e(B !
SD of X)

.

Main Effects
Though the main effects are of less relevance to the hypotheses, it is useful to
point out that in the first model presented in Table 10, GPA has the most powerful effect
on the odds of attaining progress toward a four-year degree (ORStd = 3.63, p < .001).
Expecting to finish college (OR = 2.38, p < .05), being born in the United States (OR =

.24
.27

.91
.86

1.41†

2.38*
1.47

1.28*

1.49*

.003

.003

.20

.60

1.31

1.20

.93

.33

4.19*** 3.63***

1.01

Reading score

GPA
Attainment-oriented
peer friendships
Perceives parents
expect grad school
Achievement-oriented
attitudes
Expects college or
more
Aspires to college or
more

1.00

.85

1.68**

Math score

English ability

U.S. born

.05

.01

.91

1.72*

.14

.23

.21

1.03*

School poverty
Lives with mother
and father
Number of siblings

1.18

SE

.95

.25*

1.25

Inner-city school

Covariates
SES index

OR

Model 1
ORStd

1.35*

1.18

.93
.003

.003

.21

.33

1.51

2.50*

1.35

1.48*

1.28*

.88

.96

.27

.24

4.25*** 3.67*** .64

1.01*

1.00

.85

1.66**

.06

.90†

.01

.17

.23

.21

1.61*

1.18

.94

1.02*

.30*

1.25

Model 2a
(Vietnamese = Reference)
OR
ORStd
SE

1.35*

1.18

.93

1.61*

1.18

1.50

2.48*

1.35

1.48*

1.28*

4.21*** 3.65***

1.01*

1.00

.85

1.67*

.91

.93

1.02*

.30*

1.25

.88

.95

.27

.24

.64

.003

.003

.21

.33

.06

.21

.01

.17

.23

Model 2b
(Mexican = Reference)
OR
ORStd
SE

Predicted Odds of Achieving Substantial Progress Toward a Four-year Degree (N = 946)

Table 10

1.51

2.50*

1.35

1.48*

4.24***

1.01*

1.00

.84

1.67*

.90†

.94

1.02*

.30*

1.24

1.28*

3.66***

1.35*

1.18

1.61*

1.18

.88

.96

.27

.24

.64

.003

.003

.21

.33

.06

.21

.01

.17

.22

Model 2c
(Filipino = Reference)
OR
ORStd
SE
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.29***

Mexican

.94
.93

Heritage language ability

Perceived discrimination

Vietnamese ! female
Filipino ! heritage language
ability
Mexican ! heritage language
ability
Vietnamese ! heritage language
ability
Filipino ! perceived
discrimination
Mexican ! perceived
discrimination
Vietnamese ! perceived
discrimination
F for change in model test statistic
†
p < .10. *p < .05. **p < .01. ***p < .001.

Mexican ! female

Interaction effects
Filipino ! female

.91

Female

Vietnamese

.28***

.88

.94

Model 1
OR
ORStd

Main effects
Filipino

Table 10 Continued

.16

.11

.17

.09

.08

SE

.18

.13
.12

.50†

.79
.69*

.12

.18

.28

.40

.17

2.79*

1.29

1.49

1.00

.38

.18

.59†

.21**

.36*

1.17

1.49

2.34*

.82

.46*

Model 2a
(Vietnamese = Reference)
OR
ORStd
SE

†

1.40

1.12

1.73

1.06

4.70**

1.70

.82*

.82

.50

1.29

.60

.72*

.82

.25

.14

.64

.31

2.61

.73

.08

.22

.18

.59

.25

Model 2b
(Mexican = Reference)
OR
ORStd
SE

1.25

.87

1.59

.83

2.74*

.58

.92

.89

.85
.88

.20

.11

.47

.25

1.34

.25

.07

.12

.85

.86

†

2.13

.72

1.73

.89

Model 2c
(Filipino = Reference)
OR
ORStd
SE
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1.68, p < .01), and having friends with plans to attend a four-year college (ORStd = 1.28, p
< .05) also increased the odds of attaining substantial progress toward a four-year degree.
Unexpectedly, a standard deviation increase in the portion of students at a participant’s
school who qualified for subsidized lunch was associated with a 72% increase in the odds
of achieving substantial progress toward a four-year degree (ORStd = 1.72, p < .05).
Being of Filipino (OR = .28, p < .001) or Mexican (OR = .29, p < .001) as compared to
Vietnamese origin (reference group) had strong negative effects on the odds of achieving
substantial progress toward a four-year degree, as did attending an inner-city rather than a
suburban school (OR = .25, p < .05). Notably, the main effects in the first model (gender,
heritage language ability, and perceptions of discrimination) have statistically
insignificant effects on the odds of educational attainment.
Moderating Effects of Mode of Incorporation
Hypothesis 1: The relation between gender and educational attainment. The
first hypothesis predicted that:
The positive interactive effects of female gender and mode of incorporation on
progress toward a 4-year degree will be strongest for Vietnamese youth, weaker
for Filipino youth, and minimal to none for Mexican youth.
The nonproduct term for female in Model 2a of Table 10 indicates that for Vietnamese
youth, the odds of achieving substantial progress toward a four-year degree were 2.34
times greater for girls than boys (p < .05). Also in Model 2a of Table 10, the interaction
term for Filipino ! female indicates that the odds that a girl as compared to a boy will
achieve substantial progress toward a four-year degree is .36 (p < .05) times as large
among Filipino as compared to Vietnamese youth. In other words, the odds ratio for
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gender among Filipino youth is 36% that of the odds ratio for gender among Vietnamese
youth. The nonproduct term for gender in Model 2c of Table 10 shows that the odds of a
girl achieving substantial progress toward a four-year degree are .85 times those for a boy
among Filipino youth, however this effect was not significant (p > .10). In other words,
although the effect of gender on the odds of educational attainment differs significantly
between Filipino and Vietnamese youth, gender did not have a statistically significant
effect on the odds of educational attainment among Filipino youth as it did among
Vietnamese.
The interaction term for Mexican ! female in Model 2a of Table 10 indicates that
the odds that a girl as compared to a boy will achieve substantial progress toward a fouryear degree is .21 (p < .01) times as large among Mexican as compared to Vietnamese
youth. In other words, the odds ratio for gender among Mexican youth is 21% that of the
odds ratio for gender among Vietnamese youth. The nonproduct term for gender in
Model 2b of Table 10 shows that among Mexican youth, the odds of a girl achieving
substantial progress toward a four-year degree are half those for a boy, although this
effect was marginal (p < .10). Furthermore, the Mexican ! female interaction term in
Model 2c shows that the effect of gender on the odds of educational attainment among
Mexican youth was not significantly different from that found among Filipino youth (OR
= .58, p > 10).
Partial support for Hypothesis 1 was found in that female gender had the greatest
positive effect on Vietnamese youth. Furthermore, the effect of female gender on the
odds of Filipino youth’s educational attainment was significantly different from (less
positive than) the effect of female gender found within the Vietnamese group, and did not
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have a statistically significant effect on the odds of Filipino youth making substantial
progress toward a four-year degree. This finding supports the hypothesized expectation
that the positive effect of gender on the odds of educational attainment would be weaker
among Filipino youth than among Vietnamese youth, but goes against the expectation
that the direction of that effect would be positive.
Findings supported the hypothesis that the effects of gender on the odds of
educational attainment would be less positive among Mexican youth than among
Vietnamese youth. Although the effects did not differ significantly between Mexican and
Filipino youth, the effect of female gender on the odds of attainment approached
significance for Mexican youth whereas among Filipino youth this effect was not
significant. Furthermore, the finding that the effects of gender had a marginally
significant negative effect on the odds of Mexican youth’s educational attainment
contradicted the expectation that the effects would be weakly positive to nonsignificant.
Still, results suggest that the effects of gender may differ by national origin, a pattern not
captured in the first model where female gender has no significant effect on the odds of
achieving a substantial progress toward a four-year degree.
Hypothesis 2: The relation between heritage language ability and educational
attainment. The second hypothesis predicted that:
The positive interactive effects of heritage language ability and mode of
incorporation on progress toward a 4-year degree will be strongest for
Vietnamese youth, weaker for Filipino youth, and minimal to none for Mexican
youth.
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The nonproduct term for heritage language ability presented in Model 2a of Table 10
indicates that for Vietnamese youth, heritage language ability was not associated with a
statistically significant change in the odds of achieving substantial progress toward a
four-year degree. Also in Model 2a of Table 10, the interaction term for Filipino !
heritage language ability indicates that the effect of heritage language ability on the odds
of substantial progress toward a four-year degree is .59 (p < .10) times as large among
Filipino as compared to Vietnamese youth. In other words, the odds ratio for heritage
language ability among Filipino youth is 59% that of the odds ratio for heritage language
ability among Vietnamese youth. As shown in Model 2c of Table 10, however, a standard
deviation increase in heritage language ability was not associated with a significant
change in the odds of achieving substantial progress toward a four-year degree among
Filipino youth.
The interaction term for Mexican ! heritage language ability in Model 2a of Table
10 indicates that the effect of heritage language ability on the odds of substantial progress
toward a four-year degree is .50 (p < .10) times as large among Mexican as compared to
Vietnamese origin youth. In other words, heritage language ability has half the effect on
the odds of educational attainment among Mexican youth as it does among Vietnamese
youth. As shown by the nonproduct term for heritage language in Model 2b of Table 10,
a standard deviation increase in heritage language ability was not associated with a
significant change in the odds of achieving substantial progress toward a four-year degree
among Mexican youth.
Findings did not support the second hypothesis because effects of higher heritage
language ability on education attainment were not significant among any of the national

111
origin groups. The marginally significant difference between the effects of heritage
language ability on the odds of educational attainment among Vietnamese as compared to
and Filipino and Mexican youth, however, suggest that perhaps these effects differ by
national origin.
Hypothesis 3: The relation between perceptions of discrimination and
educational attainment. The third hypothesis predicted that:
The negative interactive effects of perceptions of discrimination and mode of
incorporation on progress toward a 4-year degree will be strongest for Mexican
youth, weaker for Filipino youth, and minimal to none for Vietnamese youth.
Results presented in Model 2b of Table 10 indicate that for Mexican youth, each standard
deviation increase in perceptions of discrimination decreased the odds of achieving
substantial progress toward a four-year degree by a factor of .72 (p < .05). The Filipino !
perceptions of discrimination interaction term in Model 2b indicates that for Filipino
youth, negative effects of perceptions of discrimination on the odds of achieving
substantial progress toward a four-year degree were not significantly different from those
found among Mexican youth. The nonproduct term for perceptions of discrimination in
Model 2c, however, reveals that the significance of the effects differed in that perceptions
of discrimination did not significantly impact the odds of educational attainment among
Filipino youth, whereas this effect was significant among Mexican youth. The interaction
term for Mexican ! perceptions of discrimination in Model 2a of Table 10 shows that the
effect of perceptions of discrimination on the odds of substantial progress toward a fouryear degree is .69 (p < .05) times as large among Mexican as compared to Vietnamese
origin youth. The nonproduct term for perceptions of discrimination in Model 2a of Table
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10, however, reveals the effect of perceived discrimination on educational attainment
among Vietnamese youth was not statistically significant.
Results partially supported Hypothesis 3 in that perceptions of discrimination had
the greatest negative effect among Mexican youth, weaker nonsignificant negative effects
among Filipino youth, and nonsignificant effects among Vietnamese youth. Results
suggest that the effects of perceived discrimination differ by national origin (and in
particular between Mexican origin and Vietnamese origin youth), once again, a pattern
not captured in the first model where perceived discrimination has no significant effect
on the odds of achieving a substantial progress toward a four-year degree.
Explanatory Contribution of the Interaction Effects
The fourth hypothesis predicted that:
The above patterns of effects will be observed despite controls for educational
aspirations and expectations (and other relevant covariates), and will contribute
to the explanatory power of the model.
As shown by the test statistic for a significant change in the model fit (F), the addition of
the interaction effects in Model 2a represented a significant improvement (F = 2.79, p <
.05) over the constrained model (Model 1). These results suggest that the effects of
female gender and perceptions of discrimination vary by mode of incorporation and that
models that include these interactive effects are better able to explain the odds of
achieving substantial progress toward a four-year degree.
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Discussion
Gender, heritage language ability, and perceptions of discrimination were
explored as factors that influence the odds of achieving substantial progress toward a
four-year degree in different ways for youth of different national origins. To place these
results into context, it is important to recognize that the outcome tested in this study is the
odds of belonging to a unique segment of society: college graduates and soon-to-be
college graduates. In 2005, 28.6% of all adults in the U.S. between the ages of 25 – 29
had completed a bachelor’s degree or more (Aud et al., 2010). Within this study’s sample
of young adults, 50% of Filipino-origin youth, 18% of Mexican-origin youth, and 65% of
Vietnamese-origin youth had achieved or made substantial progress toward achieving a
four-year degree by approximately age 24.
In examining the impact of the covariates in Model 1 on the odds of educational
attainment, most variables demonstrated effects in the expected direction. Being born in
the United States, having a higher GPA, having higher educational expectations, and
having more friends with plans for college were all associated with an increase in the
odds of substantial progress toward a four-year degree. By contrast, attending an innercity school or being of Mexican or Filipino as opposed to Vietnamese national origin
were associated with a decrease in the odds of education substantial progress toward a
four-year degree.
Unexpectedly, however, results indicated that the higher the percentage of
students at youth’s schools eligible for subsidized lunch, the greater the odds of
substantial progress toward a four-year degree. This pattern contradicts previous research
findings (Alexander & Eckland, 1975; Portes & MacLeod, 1999), but may be consistent
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with patterns observed in a multilevel analysis of a portion of CILS sample conducted by
Portes and MacLeod (1996). Their study found that the national origin groups with a
more positive mode of incorporation (Cubans, Vietnamese) tended to be more resilient
when confronted with low-status school contexts than were national origin groups with a
more hostile mode of incorporation (Mexicans, Haitians).
In the current sample, Vietnamese youth tended to be the most likely to achieve
substantial progress toward a four-year degree and also attended schools with high rates
of subsidized lunch eligibility (50% on average). Among Filipinos, the national origin
group representing the largest portion of successful youth, the average portion of students
eligible for subsidized lunch differed by only 1% between those who did and did not
achieve substantial progress toward a four-year degree. These patterns suggest that the
resilience of the Vietnamese and Filipino groups, despite exposure to low-status school
contexts, may be contributing to the positive effect of school poverty on the odds of
substantial progress toward a four-year degree.
Gender
Results showed that among Vietnamese youth, female gender tended to more than
double the odds of substantial progress toward a four-year degree by age 24. This finding
provides some support to the argument that Vietnamese girls’ closer ties to familial and
coethnic networks provide them with the institutional resources necessary for college
attainment. This finding is also consistent with Zhou and Bankston’s (1998) study, which
illustrated how the internal socioeconomic differentiation and cohesiveness of coethnic
networks enabled Vietnamese youth to access valued resources that promote educational
attainment. Their study also found that girls in particular were expected to remain under
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the supervision and counsel of kin and other trusted community members. Results are
also compatible with the argument that boys’ expressions of masculinity may limit their
ability to form ties with resource rich networks (Lei, 2003). Furthermore, given that
expectations, aspirations, and indicators of school achievement such as GPA and
standardized test scores were controlled for in the analysis and yet female gender still
demonstrated at least marginally significant effects, it can be argued that greater
embeddedness in coethnic networks provides girls with more than norm reinforcement
and an orientation toward achievement emphasized in the status attainment and social
capital perspectives.
Also important to recognize is that the greater social control girls experience does
not always impact them in positive ways. Kibria (1993), for instance, found that parents’
tighter control over their daughters sometimes meant that girls were prevented from
attending more prestigious or academically rigorous schools because these institutions
were too far away from the family residence or perceived by parents to be too permissive
in their disciplinary practices. Other studies suggest that the tighter social control of girls
may have negative psychological consequences. For example, Duongtran, Lee, and Khoi
(1996) found that Southeast Asian girls perceived greater stress from 8 of 10 of the life
events measured in their study, including personal pressure to get good grades, fear of
failure to meet parent expectations, and strict discipline in their social life by their
parents. Thus, although findings in the current study suggest that female gender is
advantageous for educational attainment among Vietnamese youth, encouraging parents
to apply the same degree of control over boys as they do for girls, or even suggesting that
they continue to treat girls in the same way, is not necessarily appropriate. Alternatively,
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schools and families should recognize that both Vietnamese boys and girls can benefit
from access to institutional resources, but that gendered expectations for behavior may
leave girls better positioned to acquire them while still expressing their gender.
Results showed that the positive effect of female gender on the odds of achieving
substantial progress toward a four-year degree among Filipino youth was significantly
different from (and smaller than) the effect found among Vietnamese youth. The effect of
gender on the odds of educational attainment among Filipinos, however, was not
statistically significant. This finding is consistent with the argument that the although
families of Filipino youth might expect girls to be more embedded in familial and
coethnic networks than boys, the mode of incorporation Filipinos have experienced in
San Diego has meant that these networks are more loosely structured than those found
among the Vietnamese, and therefore play a less critical role in providing the institutional
resources necessary for educational attainment. More simply, Filipina girls may have less
to gain from being embedded in their coethnic networks than do Vietnamese girls.
The effect of female gender on the odds of educational attainment among
Mexican youth was not weak and positive as Hypothesis 1 predicted, but rather, had a
marginally significant negative impact. Female gender reduced the odds of substantial
progress toward a four-year degree by 50% among Mexican youth. This finding is
particularly surprising considering that, like girls in the other two groups, Mexican girls
had higher GPAs and higher educational aspirations and expectations than boys did (see
Table A1 of the appendix). In other words, despite having higher average academic
performance, expectations, and aspirations than Mexican-origin boys, Mexican-origin
girls are less likely than boys to make substantial progress toward a four-year degree.
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These findings suggest that gender socialization also impacts educational attainment
through mechanisms other than norm reinforcement and promoting an orientation toward
achievement.
The greater freedom Mexican boys are allowed may serve as an advantage in that
they are less burdened by obligations to family. This line of reasoning reflects
Valenzuela’s (1999) finding that girls in Mexican immigrant families were given higher
levels of responsibility for family tasks than were boys. Furthermore, limited access to
institutional resources within coethnic communities may allow girls less opportunity to
express their conformity to gender expectations through being “a good student,” and
instead promote the demonstration of such conformity through childbearing and the
adoption of gendered familial roles. Data from the current sample support this conclusion
in that Mexican origin women were much more likely to have had children by T3 than
were Vietnamese women (45% as compared to 4%).
These findings indicate special efforts need to be made to ensure that daughters
of Mexican immigrants, their families, and the networks in which they are embedded
possess the institutional resources necessary for educational attainment. The
Advancement Via Individual Development (AVID) program highlighted in StantonSalazar’s (2001) research involving Mexican origin high school students in Southern
California is one example of an intervention that can serve this purpose. The AVID
program not only helped youth prepare academically and supplied them with the tools
and knowledge to successfully navigate educational institutions, but it also created a
supportive network to which students could turn to help problem solve issues in their
personal lives that might derail their progress toward achieving a higher education

118
(Stanton-Salazar, 2001). For girls feeling the burden of family obligations, these
supportive interactions may be a critical component of the program’s success.
Heritage Language Ability
Previous research has demonstrated that youth who retained their heritage
language were better able to access support from coethnic networks (Stanton-Salazar &
Dornbusch, 1995; Zhou & Bankston, 1998). Given the ways mode of incorporation has
shaped the structure of and resources available within Filipino, Mexican, and Vietnamese
coethnic networks, it was expected that heritage language retention would most strongly
benefit educational attainment among Vietnamese youth, would be less beneficial for
Filipino youth, and would be least beneficial for Mexican youth. Results demonstrated
that although the effect of heritage language speaking ability was marginally less positive
among Filipino and Mexican origin youth as compared to Vietnamese youth, the heritage
language speaking ability did not have a statistically significant effect on the odds of
educational attainment within any of the national origin groups.
Although heritage language speaking ability appears to have a marginally
different effect on youth of different national origins, it is possible that within-group
effects on the odds of educational attainment were not significant because heritage
language ability is measuring something other than network embeddedness. Specifically,
it may also reflect the level of acculturation the members of youth’s networks. Networks
with lower levels of acculturation may experience greater exclusion from institutional
resources, and therefore have less valued resources to offer youth who are embedded
within them (Stanton-Salazar & Dornbusch, 1995). Ultimately, this deficit of resources
may counteract the beneficial effects of greater youth embeddedness. Future studies will
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need to utilize measures that are more effective at teasing apart the effects of these two
countervailing factors.
Alternatively, self-reported heritage language speaking ability may not be
sufficiently tapping network embeddedness. Additional measures that reflect language
use and engagement in coethnic community activities may be more accurate indicators of
embeddedness than language ability alone. For example, Zhou and Bankston’s (1998)
and Stanton-Salazar and Dornbusch’s (1995) studies both included indicators of heritage
language use and community involvement in addition to heritage language ability as
predictors of social capital and academic outcomes, and both studies found significant
relationships. Future studies that aim to use network embeddedness as a predictor of
educational attainment should take into consideration that language ability alone may not
serve as a sufficient indicator of this factor.
Perceptions of Discrimination
Results revealed that perceptions of discrimination had a negative impact on the
odds of achieving substantial progress toward a four-year degree among Mexican origin
youth, as each standard deviation increased in perceptions of discrimination decreased
their chances of educational attainment by 28%. Although factor did not have a
significant effect on the odds of substantial progress toward a four-year degree among
Filipino or Vietnamese youth, the effects were found to be significantly different among
Mexican as compared to Vietnamese youth. Findings supported the hypothesis that
Mexican youth would experience the greatest negative effects, and that these effects
would persist despite the inclusion of controls for expectations and aspirations. There was
no statistically significant effect on Filipino youth, which contradicted the expectation
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that perceptions of discrimination would have a moderate negative impact on the odds of
educational attainment among this group.
The rationale behind the hypothesized effects of perceptions of discrimination on
the odds of educational attainment was that greater perceived discrimination reflects a
greater level of exclusion from institutional resources outside family and coethnic
networks, thereby making the support provided by families and coethnic communities
more critical. For youth belonging to national origin groups with a mode of incorporation
that has facilitated strong network ties and internal differentiation in socioeconomic
status, such as Vietnamese-origin youth, coethnic communities have the potential to serve
as a buffer against perceptions of discrimination through the provision of institutional
resources. For youth whose national origin group’s mode of incorporation is
characterized by less connected networks (as in the case of Filipino immigrants), or
networks where valued resources are in short supply (as in the case of Mexican
immigrants), their coethnic communities would be less capable of compensating for
exclusionary environments by providing youth with crucial institutional resources.
This rationale is supported by results showing that perceptions of discrimination
had a significantly negative effect on the odds of achieving substantial progress toward a
four-year degree among Mexican youth, but had no direct effect among Vietnamese
youth. It was expected that because mode of incorporation for Filipinos has been
characterized by a resource-rich but less connected coethnic community, perceptions of
discrimination would have a negative effect on the odds of educational attainment,
though not as strong of an effect as among Mexican youth. The effect was not significant,
however, suggesting that the odds of educational attainment among Filipino youth were
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not influenced by perceptions of society as discriminatory beyond the indirect effects
these views may have had on other variables in the analysis (i.e., aspirations,
expectations, or GPA). It may be that the high average SES of Filipino coethnic
communities is able to buffer against the negative effects of perceptions of discrimination
despite the dispersed nature of these networks.
The argument that the mechanism through which perceptions of discrimination in
society impact Mexican-origin youth’s, but not Vietnamese-origin youth’s, odds of
educational attainment is supported by existing research and theory. For example,
Stanton-Salazar (2001) found that the alienating and exclusionary character of Latino
youth’s environments limited access to institutional resources by contaminating their
relationships with institutional agents. Although youth of Asian descent also perceive
society as discriminatory, youth and families are thought to respond to these experiences
by strategically focusing on education as a means to mobility (Sue & Okazaki, 1990).
Conceivably, these strategic efforts are facilitated by social ties that provide access to
institutional resources, which are more likely to be present with in certain Asian origin
communities than others. For example, Terashini (2004) found that Vietnamese origin
students, to a greater degree than Hmong origin students, relied on network of friends or
relatives who provided information and advice during their process of applying for
college. Similarly, in focus groups conducted by Kao and Tienda (1998), Asian students
exhibited a clearer understanding of the postsecondary educational system and the
primary sector labor market than African American or Hispanic students, both of which
reflect possession of institutional resources necessary for high levels of educational
attainment.
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Although perceiving society as highly discriminatory is likely harmful in many
ways to children of a variety of national origins, the present study’s findings reveal that
children of Mexican immigrants are particularly vulnerable to environments where
nativity and race form the basis of social and economic exclusion. Considering that
Latino youth are also more likely than Asian American youth to report institutional
discrimination, ameliorating the negative effects of exclusionary environments is of
distinct importance for this group (Fisher et al., 2000). Furthermore, children of
immigrants from other countries with negative modes of incorporation and little
socioeconomic differentiation may experience similar effects on their chances for
achieving a college degree. In light of these trends, future research and interventions
could be improved by taking into account the degree to which youth may rely on schools
for the institutional resources they need to succeed in postsecondary education.
Summary
The findings of this study tended to support the argument that mode of
incorporation has created qualitatively distinct community networks that vary in their
ability to provide youth with institutional resources in that the national origin group with
both valued resources and a cohesive structure tended to provide the greatest rewards for
embeddedness, and the group with the scarcest supply of valued resources was most
harmed by perceptions of discrimination in society. With the exception of embeddedness
as indicated by heritage language ability, these effects were observed despite the
inclusion of indicators of achievement-oriented attitudes that receive so much attention in
the status attainment and social capital literature. These results suggest that theoretical
frameworks aiming to understand educational attainment outcomes among children of
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immigrants need to recognize both the salience of institutional resources and the ways in
which mode of incorporation might shape the volume and value of institutional resources
youth can access through their coethnic networks.
The effects of gender were perhaps the most striking findings in the study. The
odds of Vietnamese origin girls achieving substantial progress toward a four-year degree
by their mid-20s were twice those of Vietnamese origin boys. By contrast, the odds of
achieving the same goal among Mexican origin girls were half those of Mexican origin
boys. These effects were observed even though girls across the entire sample had higher
GPAs and higher educational aspirations and expectations than boys, and despite controls
for these variables in the regression model. These findings suggest that gender
socialization’s effects do not operate exclusively through youths’ attitudes about
education, and that these experiences may have a very different impact on educational
attainment outcomes depending on the mode of incorporation a youth’s national origin
group has experienced.
Findings related to gender revealed just as much about the disadvantages among
Vietnamese-origin boys, as they did about disadvantages among Mexican-origin girls.
Among Vietnamese youth, results supported the idea that gender socialization and race
may interact to pigeonhole boys into identities that limit their options for establishing
social ties that could promote educational attainment. Lopez (2003), for example, found
that among Caribbean youth in New York City schools, males were disciplined more
severely and were more likely to be placed in lower academic tracts than were girls. It is
difficult to imagine that Mexican-origin boys would not find themselves in similar
situations, yet findings suggest that Mexican-origin girls confront an even stronger set of
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forces that limit access to institutional resources, or at the very least, limit their ability to
activate the resources they have. This finding is particularly significant because it
demonstrates an exception to the larger trend of women’s educational attainment
surpassing that of men’s in more recent cohorts (Buchmann & DiPrete, 2006).
Notably, gender, heritage language ability, and perceptions of discrimination in
society did not have a direct effect on the odds of educational attainment among Filipino
youth. Moreover, Filipino youth were the only group for which national origin effects
persisted in the presence of interaction terms, indicating that the regression model was
not able to explain away the effect of Filipino national origin on the odds of educational
attainment. These findings suggest that perhaps ethnic network embeddedness and
reliance are not strong indicators of access to institutional resources among Filipino
youth, and that a different set of factors might play a more important role in educational
attainment outcomes within this group. It may be that the high levels of acculturation,
high average socioeconomic status, and suburban residential patterns common among
Filipinos have made ties to coethnic networks a less salient indicator of access to
institutional resources than they are among less advantaged, less acculturated, and more
concentrated immigrant communities. Given that Filipinos are largely understudied in
spite of their sizable population (Wolf, 1997), understanding how determinants of
educational attainment may operate differently among Filipino youth than among youth
of other ethnic backgrounds should be made a priority for research.
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Conclusion
The most significant findings this study produced were the differences in effects
of female gender on the odds of substantial progress toward a four-year degree among
youth of Filipino, Mexican, and Vietnamese origins, and the negative effect of
perceptions of discrimination in society on the odds of educational attainment among
Mexican origin youth. Furthermore, effects varied despite the inclusion of aspirations and
expectations, measures of achievement (GPA, test scores), the influence of significant
others, and various structural and individual characteristics in the model. These results
suggest that there may be mechanisms driving differences in attainment outcomes other
than those typically emphasized in studies rooted in the status attainment and social
capital perspectives. Future research and interventions geared toward educational
attainment of children of immigrants could benefit from recognizing the role access to
institutional resources can play in postsecondary outcomes.
Limitations
This study has several limitations. For instance, imputation of missing values was
able to alleviate only some of the sample bias. Attrition at T3 was not random, meaning
that the 946 cases used in the analysis were not representative of the 1,605 cases in the
initial sample. Youth who were disproportionately represented in the analysis included:
Filipinos; participants with higher test scores, GPAs, English abilities, heritage language
abilities, and educational expectations; and those who attended lower poverty suburban
schools, were born in the U.S., and were raised in a two-parent family. The narrow
geographic area from which the sample was drawn also hinders generalizability.
Although most immigrants live in urban areas that have been receiving newcomers for
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decades, a greater portion are settling in new destinations, and particularly rural areas
(Fortuny, 2010). Immigrant families in these less traditional settlement areas may have
ethnic networks that look very different from those they might have encountered in a
border city such as San Diego.
Another limitation is that individual youths’ level of access to institutional
resources such as tutoring and preparation for entrance exams, enrollment in a college
preparatory curriculum, knowledge of financial aid options and scholarship opportunities,
an understanding of the potential fields of study, and so on, were not directly measured.
Therefore, the effects of gender and perceptions of discrimination in society on the odds
of educational attainment could be interpreted as due to some unidentified mechanism or
insufficient controls for youths’ achievement-oriented attitudes. The results of this study
are useful, however, because they provide motivation and justification for future studies
to systematically collect and analyze data on youths’ access to institutional support.
The analysis is also limited because the dependent variable does not distinguish
between youth who have achieved a 4-year degree and those who have made substantial
progress toward achieving these credentials. A more precise model of attainment of a 4year degree could be obtained if a fourth wave of data were collected at a later time when
a majority of CILS participants were no longer enrolled in postsecondary education.
Factors relevant to persistence in higher education that were not included in the dataset,
such as college GPA, changes in major, relationships with faculty, receipt of grants or
financial aid, and so on, also should be considered.
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Contributions
Despite its limitations, this study contributes to the literature in several ways.
First, it employed a sample that allows for analysis by national origin rather than panethnic groups. Substantial variation within such groups is obscured when studies make
comparisons based on broad ethnic categories (Bohon et al, 2006; Goyette & Xie, 1999).
Second, the data allow for factors predicting postsecondary education attainment in early
adulthood to be explored rather than more commonly explored secondary school
outcomes such as academic performance and grade promotion (Glick & White, 2004).
Third, the theoretical framework allows for a broader range of possible mechanisms
through which determinants of educational attainment operate. Specifically, it does not
assume that socialization processes are chiefly responsible for attainment outcomes.
Further, it recognizes the diverse circumstances of contemporary immigrant groups by
allowing for the possibility that different groups may be affected by different factors in
different ways. Developing such an understanding of how a variety of factors affect
different groups is not only useful for research, but may better inform interventions.
The relevance of research and interventions aimed at explaining and improving
educational attainment outcomes among children of immigrants has only increased since
the decade when youth from this study were coming of age. Since 1990, the portion of
children in California who are children of immigrants has climbed from 38% to 50%
(Fortuny, 2010). Nationwide, the portion of children who have immigrant parents rose
from 13% in 1990 to 23.4% in 2009 (Passel, 2011). These children’s families continue
originate primarily from Asian and Latin American countries, though refugee flows from
Indochina have ceased (Passel). The significance of studies such as this is not only driven
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by population trends, but by economic and social trends as well. Education level not only
impacts employment opportunities, but it also divides the population in terms of who is
incarcerated, starts a family at an early age, forms a dual-earner household, or is most
affected by economic recessions (Bureau of Labor Statistics, 2011; Cherlin, 2010). Thus,
educational attainment of the growing and often vulnerable population of children of
immigrants has profound implications for both the viability of our economy and the
character of our society.
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Table A1. Select Gender Differences by National Origin (N = 946)
M
Filipino
n = 470

Mexican
n = 307

Vietnamese
n = 179

Boys
n = 234

Girls
n = 236

Boys
n = 134

Girls
n = 173

Boys
n = 88

Girls
n = 91

Educational
aspirations

4.6

4.8

4.1

4.4

4.5

4.9

Educational
expectations

4.2

4.5

3.6

3.9

4.3

4.6

GPA

2.7

3.3

2.1

2.6

3.0

3.5

Note. Means differ between boys and girls at the p < .01 level or greater for all variables
within all groups. Educational aspirations and expectations were measured on a scale of 1
to 5 rather than dichotomized as they were in the logistic regression analysis.

