
UC Riverside
UC Riverside Electronic Theses and Dissertations

Title
Parent Variables that Influence Resiliency and Achievement in Mexican American 
Adolescents

Permalink
https://escholarship.org/uc/item/4925762v

Author
Le, Loan B.

Publication Date
2011
 
Peer reviewed|Thesis/dissertation

eScholarship.org Powered by the California Digital Library
University of California

https://escholarship.org/uc/item/4925762v
https://escholarship.org
http://www.cdlib.org/


 

 

 

 

UNIVERSITY OF CALIFORNIA 

RIVERSIDE 

 

 

 

 

 

Parent Variables that Influence Resiliency and Achievement in Mexican 

Adolescents 

 

 

 

 

 

A Thesis submitted in partial satisfaction 

of the requirements for the degree of 

 

 

Master of Arts 

 

in 

 

Education 

  

by 

 

Loan B. Le 

 

December 2011 

 

 

Thesis Committee: 

Dr.Sara Castro Olivo, Chairperson 

Dr. Gregory Palardy 

Dr. Robert Ream 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Copyright by 

Loan B. Le 

                                                         2011 

 

 



 

 

The Thesis of Loan B. Le is approved: 

 

 ______________________________________________________________ 

            

           ______________________________________________________________ 

            

           ______________________________________________________________ 

                                                                                      Committee Chairperson 

 

 

University of California, Riverside 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



iv 
 

ABSTRACT OF THE THESIS 

 

Parent Variables that Influence Resiliency and Achievement in Mexican Adolescents 

 

by 

 

Loan B. Le 

 

Master of Arts, Graduate Program in Education 

University of California, Riverside, December 2011 

Dr. Sara Castro Olivo, Chairperson 

 

The purpose of this study was to identify parental variables that influence social-

emotional resiliency and academic success of Mexican American adolescents.  Data for 

135 parent-student dyads were collected.  Parents reported on their education level, 

acculturation and enculturation level, and income. Students self-reported on their social 

emotional resiliency. GPA was obtained for 81 students during the second year of the 

study. Two multiple regression equations were used to see if parent factors significantly 

predicted student outcomes.  Multiple regression analysis found significant predictions of 

parental enculturation and students' social-emotional resiliency and academic outcomes. 

Implications and limitations of the study are discussed. 
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Parent Variables that Influence Resiliency and Achievement in Mexican American 

Adolescents 

 

It is estimated that approximately 20% of our nation’s youth suffer from mental 

health problems, where about one in five young people are suffering from some type of 

mental, emotional, or behavioral problem (U.S. Department of Health and Human 

Services [DHHS], 2001; NAP, 2009).  Of this prevalence rate, less than one third of these 

children receive services and there is mounting evidence that the Latino population, as 

well as other ethnic minority groups, are at a heightened risk for child mental disorder 

(DHHS, 2001).  Further complicating this problem is the fact that the Latino population 

has restricted access and availability to mental health care and is often reluctant to seek 

such services (DHHS, 2001). Along with this increased risk for mental disorders, Latino 

students are far behind their Anglo and African American counterparts in terms of 

educational outcomes.  For instance, in 2005, the dropout rate for Latinos was 22%, 

compared to 6% for Anglos and 10% for African Americans (U.S. Department of 

Education, 2007). Not only do they have a higher dropout rate, Latinos dropout earlier 

than their non-Hispanic peers. Over 50 percent of Latino dropouts possess less than a 10
th

 

grade education, compared to 29 percent of Anglos and 24 percent of African American 

dropouts (League of United Latin American Citizens [LULAC], 2003a).  Additionally, 

while Latinos account for 56 percent of all U.S. Immigrants, they account for 90 percent 

of all immigrant dropouts (LULAC, 2003b).  Some rationales as to why students of 

Mexican immigrants have a hard time with high school completion include social 
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prejudice, lack of communication between students and schools, high mobility, lack of 

educational stability, living in conditions that make studying hard, and elevated levels of 

commitment to family matters (Martinez & Cranston-Gingas, 1996; Martinez, Cranston-

Gingras, & Velazquez, 2001). 

Moreover, within the last decade, the Hispanic population has increased by more 

than 15 million, which contributed to over half of the total U.S. population growth of 

27.3 million (U.S. Census Bureau, 2010).  This makes the Hispanic population the fastest 

growing ethnic group in the U.S.  It is also projected that by 2050, Latinos will 

encompass approximately one quarter of the U.S. population, with Mexican Americans 

comprising two-thirds of the Hispanic population (U.S. Census Bureau, 2007a).  

Additionally, by 2050, one-third of individuals under the age of 19 in the U.S. will be 

Hispanic, a vast majority of which will be Mexican Americans (U.S. Census Bureau, 

2007b).  Thus, given their growing expansion in U.S. and increased risk for mental 

disorders and education attainment, there is a need to address and prevent the various 

challenges facing Hispanic youths today. 

Providing mental health services and programs to the Latino population in an 

effective manner is perceived as a daunting task. Large numbers of Latinos are living in 

poverty, with no insurance coverage (U.S. Census Bureau, 2010).   As reported in the 

U.S. Census Bureau (2010), compared with White, non-Hispanic or Black children, 

Latino children were less likely to have health insurance. For example, in 2009, 93 

percent of White children and 89 Black children were covered during some time during 
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that year by health insurance, while 83 percent of Latino children were covered at some 

point in time during the year by health insurance (Federal Interagency Forum on Child 

and Family Statistics, 2011).  Moreover, Latinos are often unwilling to inquire about 

these services even after controlling for SES and insurance coverage (Garrison, Roy, & 

Azar, 1999).  Similarly to other immigrant groups, there is a particularly high level of 

stigma attached with mental health problems (Reyes, Putte, Falcón, & Levy, 2004).  

Consequently, school-based mental health services are seen as an effective method to 

overcome these barriers.  School-based mental health delivery serves as a relatively 

stigma free and non-threatening environment to provide these much needed services to 

these youths and their families (Garrison, et al., 1999). This is particularly true for those 

children coming from underprivileged or impoverished backgrounds (Willis, 1996).  As 

such, schools offer an ideal atmosphere in providing preventative interventions for social 

emotional well-being, particularly for recent immigrant Latino students.  Since it is a 

school-based mental health service, more emphasis could be placed on prevention and 

early intervention, which could potentially lessen the incident of emotional and 

behavioral problems in the students.  Developing and implementing these interventions 

will not be an easy task.  Most of the evidence based interventions we are currently using 

in schools will need to undergo cultural adaptations in order to make them 

appropriate/relevant for the target populations (Bernal et al, 1995; Castro-Olivo, 2006; 

Castro-Olivo, 2010).  

Current literature suggests that for Latino students, focusing only on the youth 

may not be an appropriate approach.  As stated in Halgunseth, Ispa, & Rudy (2009), the 
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concept of familismo encompasses the desire to keep strong family ties, the belief that the 

family will be the main resource for support, the thinking of faithfulness to the family, 

and the dedication to the family over one’s needs and wishes.  They also mentioned that 

this family cohesion is higher in Latino families than European American families.  

Insofar as familiso is particularly important in the Latino culture (Miranda, Bilot, Peluso, 

Berman, VanMeek, 2006) and best practices suggest including parents as part of the 

preventive intervention (Martinez & Eddy, 2005), a natural extension for the school-

based SEL programs is to incorporate a family/parent component.  Doing so may also 

empower families and encourage family involvement in the schools.  Given that the 

majority of Latino families immigrated to the U.S. in order for their children to have a 

better education, the parents are usually open to school based services (Garrison et al., 

1999).  However, in order to create/adapt a culturally sensitive intervention for parents, 

one must first identify the various parental and social factors that impact the children of 

the targeted population socio-emotional adjustment and academic success.  Thus, the 

purpose of this paper is to examine the various variables of the Latino parents mentioned 

in the literature, such as educational level, acculturation and enculturation level and low 

income that can potentially impact students’ social emotional resiliency and academic 

outcomes. Specially, this paper will focus primarily on parents and adolescents of 

Mexican origin who recently immigrated to United States in answering the following 

questions: 

1) Do mothers’ education, fathers’ education, acculturation, enculturation and low 

income have a significant impact on the student’s reported social-emotional resiliency?  
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2) Do mothers’ education, fathers’ education, acculturation, and enculturation and low 

income have a significant impact on students’ achievement? 

Mothers’ and Fathers’ Education Level 

Adding to this problem is the low education attainment of many Mexican origin 

parents, most of whom are immigrants. Having a lower education level greatly reduces 

job opportunities, which makes them more likely to take lower paying wages and have 

fewer resources to support children’s academic success and social-emotional well-being 

(Dumka, Gonzales, Bonds, & Millsap, 2009).  Another important component to consider 

is the role of gender in raising children.  A study done by Halle, Kurtz-Costes, & 

Mahoney (1997), utilizing a sample consisting of low-income African American families, 

found that mothers with higher educational level had higher expectations for their 

children’s academic success.  Mothers’ expectations were related to their children’s 

achievements in math and reading.  Another study found that only mother’s level of 

education, and not the father’s educational attainment, was important at predicting low 

academic achievement in the students (Davis-Keane, 2005).  In addition, Toth and Xu 

(1999) found that Latino families tend to consider parenting to be chiefly within the 

mothers’ realm.  Hence, literature on the impact of Latino fathers’ education on their 

child’s social-emotional resiliency and academic success is limited. However, a study 

done by Dumka et. al (2009) found that fathers with higher educational attainment was 

linked with less problem behaviors in the classroom for their sons. They hypothesized 

that fathers’ with a higher education level were better at communicating the value of 
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education to their sons. Hence, literature on the role Latino fathers play in the lives of 

their children is limited and this study seeks to further expand research of this nature.  It 

is hypothesized  that both the mother’s and father’s education will be important at 

predicting students’ social-emotional resiliency and academic success, but the mothers’ 

educational attainment will be most impactful.  

Parents’ Cultural Orientation  

Another variable that has garnered a significant amount of attention in research 

relates to cultural orientation.  Phinney (1990) describes cultural orientation as ―the 

degree to which a person is oriented or connected to the members, beliefs, and values of a 

particular cultural group and to the members of other groups with which they have 

contact.‖  It is seen as encompassing two parts: acculturation and enculturation. 

Acculturation is the process in which immigrants adjust to the host majority culture, 

which results in changes in values, behaviors, lifestyles, and beliefs (Balls-Organista, 

Organista, & Kurasaki, 2003; Gee, Ryan, Laflamme, & Holt, 2006). Enculturation refers 

to preserving facets of one’s culture (Gonzales, Knight, Mogan-Lopez, Saenz, & Sirolli, 

2002). 

 Research on acculturation in Latino families has produced mixed results. 

Acculturation was associated with more family stress and less successful parenting 

customs (e.g. Smokowki, Rose, & Bacallao, 2008; Birman & Poff, 2011), but other 

studies such as Gomez (2011) and Lau et al. (2005) did not find a link between parents’ 

cultural orientation, namely acculturation and youth’s social emotional resilience or 
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psychological well-being, respectively.  So the impact of the parents’ cultural orientation 

on their children’s social emotional well-being is not well-understood. 

 It has been demonstrated in research that parents’ cultural orientation impacts 

their children’s academic success (Fuligni & Fuligni, 2007).  Another study on parents’ 

acculturation and enculturation role in their children’s academic performance found that 

only mothers’ high enculturation level was correlated with their daughters’ higher grades 

(Dumka et al., 2009).  Dumka and colleagues suggested that in Mexican origin families, 

whose parents are higher in enculturation, the parents are likely to encourage child 

attributes valued in their country including hierarchical parent-child relations, respect, 

and politeness.  These parents may also be more inclined to establish a respectful and 

reserved distance from teachers, which discourages them from questioning the teachers’ 

authority or method of teaching.  Thus, students with highly enculturated parents are 

more likely to listen to teachers and be engaged in the classroom, which will lead to 

better academic success. However, another study done by Rueschenberg and Buriel 

(1989) found that families with higher acculturation level as measured by longer time in 

U.S. had a higher level of academic success. Consequently, the parents’ cultural 

orientation, their degree of enculturation and acculturation may greatly influence their 

children’s academic success, but to what extent is unclear. 

 This study seeks to further explore the association between parents’ enculturation 

and acculturation level on students’ social-emotional and academic success.  

Additionally, parents’ cultural orientation is useful to know in order to inform culturally 

responsive practices.  If parents’ level of enculturation is found to be correlated with 
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higher resiliency and academic success in students, it will be crucial to add components 

related to enculturation practices in the parent training program.  Additionally, it will also 

be important to encourage parents who are higher on enculturation to be more vocal and 

active in their child’s schooling.  In light of the current literature, it is predicted the 

enculturation level of the parents will have a positive impact on students’ social-

emotional resiliency and academic success, while parents who are high on acculturation, 

will have a negative impact on their children social-emotional resiliency and academic 

success.  

Low Income 

  A commonly mentioned factor in the literature that has been associated with low 

academic achievement and social-emotional well-being of adolescents is low income 

(Bernal, et al., 1995).  Research had demonstrated that Latinos, on average tend to have a 

lower income than other ethnic groups (Cauthen & Fass, 2008).  In fact, 26.6% of the 

Latino population is currently living in poverty (U.S. Census Bureau, 2010).  The poverty 

rate is even higher for those who have a foreign-born household leader (Cauthen & Fass, 

2008).  These findings are indicative of several troubling risk factors for children living 

in poverty including problems in school, higher rate of teenage pregnancy, and higher 

chance of low-wage employments (Federal Interagency Forum on Child and Family 

Statistics [FIFCFS], 2011).  Also noted in that report is that these children are more likely 

to have more difficulties in cognition, behavior, and socio-emotional well-being 

compared to their peers.  Parental focus of these children will typically not be based on 

their socio-emotional well-being.  Rather, these parents will be more concerned about 
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taking care of the basic needs of their child such as food and housing. Perhaps the parents 

have to work longer or more hours, take on more than one job, or have non-standard jobs 

that are physically demanding—all of these factors lead to parents having less time and 

ability to positively influence their children’s academic performance or time to take care 

of their socio-emotional well-being (Durmka et al., 2009).  Thus, it is hypothesized in this 

study that low income will negatively impact both students’ social-emotional resiliency 

and academics. 

Methods 

Participants 

Data from this study was taken from a larger intervention project (N=135). This 

data collection occurred over a span of two years, starting from 2008 and ending in 2010. 

Participating parents and students were recruited from seven different schools, five 

middle schools and two high schools in Southern California. Each of the seven schools 

was comprised mostly of Latino students of Mexican origin. All of the students came 

from ELD classrooms, ranging from Level I-III. ELD placement in each level was 

determined by the California English Language Development Test (CELDT).  The 

CELDT assesses the students’ proficiency of the English language by assessing their 

verbal and written skills in English. Students obtaining a low score on the CELDT are 

placed in the lower levels of ELD. Thus, students with the limited English language 

proficiency are put in ELD 1 and those with intermediate abilities are put in ELD II or III 

(CDE, 2006).   
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Of the 135 original parent-student dyads, complete data from both informants was 

obtained from 90 parent-student dyads.  The participating adolescents age ranged from 

11-18 (M=13.69, SD=1.82).  Academic data was only collected during the second year of 

the study and as a result, this further restricted the number of participants’ data that could 

be used to answer the second research question.  Though there were 81 students for the 

second cohort, only 56 parent-student dyads had complete data to analyze for research 

question 2. Given the amount of missing data (49 parent-student dyads had incomplete 

data from one or two of the participants; and only 31 parent-student  dyads had complete 

GPA information), Expectation Maximization (EM) algorithm was used to handle 

missing data. Missing data is a common occurrence in psycho-educational research and 

traditional methods for handling missing data have shown to be unsatisfactory due to 

having biased parameter estimates and imprecise standard errors and confidence intervals 

(e.g. Graham & Hofer, 2000).  Thus, Expectation Maximization (EM) algorithm has been 

suggested as a more suitable way to handle missing data (Graham & Hofer, 2000). This 

method is one of the most recommended and a basic way to impute missing data. For this 

reason, EM algorithm was employed to impute missing data in this study. This resulted in 

obtaining complete data for 135 parent-student dyads to analyze for social-emotional 

resiliency and 81 parent-student dyads for academic outcome.  

Measures 

Demographic Survey. Information regarding demographics included age, 

gender, country of origin, parent education, and years in U.S. were collected for both the 
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parent and student via self-report.  Two open ended questions, ―What is the highest level 

of education obtained by the mother?‖ and ―What is the highest level of education 

obtained by the father?‖ were asked to gauge parent’s education level. The parents 

generally chose from the following choices (1=elementary, 2= middle school, 3= High 

School, 4= Associate, 5=College). However, the differences between the groups were 

statistically not different, so the responses were re-coded separately for mothers and 

fathers to become dichotomous items to refer to whether they did or did not graduate 

from high school (1= Not a high school graduate , 0= high school graduate or higher).  

This nomenclature was chosen because people without a high school diploma often have 

fewer job opportunities and are more likely to live in poverty than people with a high 

school diploma (Koball, Chau & Douglas-Hall, 2006; Russell Rumberger, 2011). To 

obtain an indicator of low income, students were categorized into: (1) receiving free or 

reduced lunch and (0) = not receiving free or reduced lunch. Based on the categorization, 

86% were classified as having low income.   

Acculturation Rating Scale for Mexican Americans, Second Edition 

(ARSMA-II): Parent report.  This measure was given to students to take home to be 

filled out by a parent. Developed by Cuellars, Arnold, & Maldonado (1995), it contains 

48 questions that can be given in either English or Spanish. It is measured on a five-point 

Likert scale and is made up of two subscales: the Mexican Orientation Scale (MOS), 

which is composed of 13 questions and the Anglo Orientation Scale (AOS), which is 

composed of 17 questions. As noted by the Cuellars et al. (1995), the MOS is created to 

be an indicator of how close an individual feels toward the Mexican culture, whereas the 



12 
 

AOS is created to gauge how close an individual feels toward the Anglo-American 

culture. For instance, a MOS question ask, ―I write in Spanish‖ or ―I like to identify 

myself as Mexican American‖. An example of an AOS question is ―I speak English‖ or 

―My friends, while I was growing up, were of Anglo origin‖.  Acculturation score was 

the sum of all the responses from the AOS, while enculturation score was the sum of all 

the responses from the MOS. A high value indicates a higher level of acculturation or 

enculturation (depending on the scale), while a lower score indicate a lower level of 

acculturation or enculturation (depending on the scale as well).  

The internal reliability for both the AOS and MOS had been demonstrated to be 

good as demonstrated by Cuellar et al. (1995) study. The alpha coefficient was found to 

be .86 and .88 respectively. The test-retest reliability (tested 1 week apart) was found to 

be r = .94 for AOS and r = .96 for MOS.  Cuellar and colleagues also found that the 

ARSMA-II demonstrated a significant correlation between acculturation and generational 

status, r = .61, p<.001, which signifies that is has good concurrent validity in measuring 

the global construct of acculturation and enculturation. For this study, the Cronbach alpha 

for the parent report ranged from .81 - .84 and .90 - .91 for the AOS and MOS 

respectively. 

Behavioral and Emotional Rating Scale-Second Edition (BERS-2): Student 

Self- report. Behavioral and Emotional Rating Scale-Second Edition (BERS-2): This 

measure was used to examine the participating students’ social-emotional resiliency. 

Developed by Epstein (1998), the BERS-2 is a standardized and norm-referenced scale 
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created to assess the behavioral and emotional skills of children.  It consists of 57 Likert 

scale items, which are used to create an overall composite score for resiliency from the 

following subscales scores: Interpersonal Strength (IS), Family Involvement (FI), 

Intrapersonal Strength (IaS), School Functioning (SF) and Affective Strength (AS).  The 

Cronbach Alpha reported in the manual was above .95.  Inter-rater reliability varied from 

.54-.97.  The BERS correlation with other strength-based scales ranged from .61-.77 

(Epstein, 1998). To assess for only the social-emotional resiliency skills that typical SEL 

interventions target, the FI and SF were taken out, reducing this to 34 Likert scale items.  

The Cronbach’s alpha for the current sample ranged from .88 to .89.  

Grade Point Average (GPA).  Students’ GPAs are the average of every grade 

gathered from the students’ school records.  The range of GPA is from 0.0 to 4.0, with 

4.0 denoting a perfect score. Since this is a combined study sample, no data were 

collected in 2008-2009 for GPA. The students’ end of the year accumulative GPA for 

2009-2010 was used in this study.  

Procedures 

The procedures of this study were approved by the University of California, 

Riverside’s Human Subject Institutional Review Board, under the protocol # HS 08157. 

Parent consent and student assent were obtained for all participating students. The parent 

self-reported measure and demographic survey were sent home with the child to have a 

parent fill it out. Both the measure and the survey were available in Spanish and English. 

Students who returned the survey were entered in a raffle for a gift certificate at a local 
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store.  The student measures were done in school during regular school hours in a 

standardized manner. In a large group setting, a trained research assistant verbally read 

the directions and surveys to the students in the participant’s language of choice (English 

or Spanish).     

Results 

Data Analysis 

 Data analysis was completed using PASW Statistics 18 software. Two multiple 

linear regressions were generated to answer the research questions posited by this study. 

Mothers’ education, fathers’ education, acculturation, enculturation, and low income 

served as predictors for the dependent variables of social emotional resiliency and 

academic outcome. Mothers’ education, fathers’ education, and low income are dummy 

variables, while acculturation and enculturation are continuous variables. The means and 

standard deviations for acculturation on social-emotional resiliency and GPA are M= 

33.85, SD= 9.61 and M= 35.51, SD= 10.44 correspondingly. The means and standard 

deviations for enculturation on social-emotional resiliency and GPA are M=65.96, 

SD=13.85 and M=63.69, SD=13.85 respectively. Mother’s education and fathers’ 

education represent not having a high school diploma. Low income is denoted as 

receiving free or reduced lunch.  Social emotional resiliency was measured by the BERS-

2. Academic outcome was measured by GPA.  The means and standard deviation of 

social emotional resiliency and academic outcome are M=77.39, SD=11.12 and M=2.63, 

SD=1.36 respectively.    
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Prior to running the equations, the following assumptions were checked: linearity, 

normality of errors, and homogeneity of error variance.  We also checked for the 

presence of outliers by using the DFbetas. For the first research question, “Do mothers’ 

education, fathers’ education, acculturation, enculturation, and low income have a 

significant influence on the students’ reported social-emotional resiliency?,” any 

observations with a standardized DFbeta greater than 135/3   was considered to be 

influential. For the second research question: “Do mothers’ education, fathers’ 

education, acculturation, enculturation and low income have a significant influence on 

the students’ academic outcome?,” any observations with a standardized DFbeta greater 

than 81/3   was considered to be influential. For the first research question, nine 

outliers were taken out, leaving the total number of parent-student dyads to be 126. For 

the second research question, eight outliers were identified and removed from dataset, 

making the total to be 73. After taking out the outliers, the assumptions of linearity, 

normality of errors, and homogeneity of error variance were met. Multicollinearity 

between the variables was also checked. Since Variance Inflation Factor (VIF) is seen as 

better method to check for multicollinearity between the variables (Pedhazur, 1997), the 

method was employed instead of looking at bivariate correlations. Using this general 

criterion, any VIF over 2.5 and tolerance under .40 is seen as problematic. None of the 

predictors are problematic for both multiple regression equations. 

Social Emotional Resiliency   

The regression equation performed to answer the first research question:  Do 

mothers’ education, fathers’ education, acculturation, enculturation, and low income 
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have a significant influence on the students’ reported social-emotional resiliency?,” was 

found to be significant.  Parent variables explained a significant portion of variance in the 

students’ self-reported BERS-2, adjusted R
2
 = .09, F (5, 120) = 3.42, p= 0.01. Cohen’s f

 2
 

was used to determine the effect size of this multiple regression equation and it was 

found to have a small effect (f 
2
=.10).  Enculturation is statistically significant, t (120) 

=1.98, p= .05, as well as low income, t (120) =-3.60, p<. 001.  Enculturation had a 

positive influence, indicating that the higher parents’ rated on enculturation, the higher 

the students reported on social-emotional resiliency as reported by the BERS-2.  Low 

income, on the converse, had a negative influence on social emotional resiliency, with 

parents who reported receiving free or reduced lunch for the students, had students who 

reported lower on BERS-2.  The other predictors of mothers’ education t (120) =.47, p> 

.05, fathers’ education t (120) =.50, p> .05, and acculturation, t (120) =-.54, p> .05 are 

not found to be statistically significant on students’ reported level of social-emotional 

resiliency.  Table 1 reports the standardized and unstandardized coefficients and 

confidence intervals for the coefficients for Social-Emotional Resiliency.   

Table 1 

 

Summary of the Coefficients for Social-Emotional Resiliency  

 

 Unstandardized 

Coefficients 

 Standardized  

Coefficients 

 

Predictor B Std 

Error 

Beta  95% CI for B 

Mothers’ 

Education 

 

0.90 1.94  .04  [-2.94, 4.743] 

Fathers’ 

Education 

1.07 2.13  .05  [-3.14,  5.29] 
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Acculturation 

 

-.055 0.10  -.05  [-0.26, 0.15] 

Enculturation 

 

0.14 0.07  .17  [0.00,  0.28] 

Low Income 

 

-9.95 2.76  -.32  [-15.41, -4.48] 

Note. Mothers’ Education=Mothers with no High School Diploma; Fathers’ 

Education=Fathers with no High School Diploma; Low Income=Parents who reported 

receiving free or reduced lunch for their child 

 

Academic Outcome 

The regression equation performed to answer the second research question:  Do 

mothers’ education, fathers’ education, acculturation, enculturation, and low income 

have a significant influence on the students’ academic outcome?,” was found to be 

significant.  Parent variables explained a significant portion of variance in the students’ 

GPA, adjusted R
2
 = .22, F (5, 68) = 5.06, p= .001.  Cohen’s f

 2
 was used to determine the 

effect size of this multiple regression and results indicated that it has a medium effect (f 

2
=.28).  Enculturation is the only predictor that is statistically significant, t (68) =4.12, p< 

.001.  Enculturation had a positive influence on academic outcome, indicating that the 

higher parents’ rated on enculturation, the higher the students’ GPA. The other 

predictors, mothers’ education, t (68) =.66, p> .05, fathers’ education t (68) =-1.11, 

p>.05, acculturation, t (68) =-1.73, p> .05, low income, t (68) =1.85, p> .05, were found 

to be not statistically significant on students’ GPA.. Table 2 summarizes the standardized 

and unstandardized coefficients and confidence intervals for the coefficients for 

Academic Outcome.   
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Table 2 

 

Summary of the Coefficients for Academic Outcome 

  

 Unstandardized 

Coefficients 

 Standardized 

Coefficients 

 

Parent 

Variable 

B Std 

Error 

Beta  95% CI for B 

Mothers’ 

Education 

 

.19 .29  .07  [-.39, .77] 

Fathers’ 

Education 

 

-3.55 .32  -.12  [-.99,  .28] 

Acculturation 

 

-.024 .01  -.18  [-.05, 0.00] 

Enculturation 

 

.04 .01  .44  [.02,  0.06] 

Low Income 

 

.81 .44  .20  [-.07, 1.69] 

Note. Mothers’ Education=Mothers with no High School Diploma; Fathers’ 

Education=Fathers with no High School Diploma; Low Income=Parents who reported 

receiving free or reduced lunch for their child 

 

Discussion 

The main purpose of this study was to look at the various factors of Mexican 

origin parents that could influence students’ social emotional resiliency and academic 

outcome. Specifically, we looked at the following parent variables: mothers’ education, 

fathers’ education, acculturation, enculturation, and low income.  For research question 1, 

it was found that the parent factor of enculturation was important and positively 

influenced students’ reported social-emotional resiliency. For research question 2, it was 

found that both enculturation and low income were significant predictors of student’s 

GPA.  The results of this study support our hypothesis that parents’ enculturation level 
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will have a positive relationship on students’ social emotional resiliency and academic 

outcome.  This is in line with the Dumka et. al (2009) study, where they found mothers’ 

higher enculturation level was correlated with higher grades for their daughters. This 

informs us when designing a parent component for Latino families, it is important to 

encourage parents to keep their ethnic practices and traditions and to instill them to their 

children; since it serves as a protective factor for student outcomes (Hillstorm, 2009).   

Our hypothesis that parental low income will have a negative effect on both 

students’ achievement and reported social emotional resiliency is only partially 

supported. Parental low income was found to be significant related to social-emotional 

resiliency, but not on academics. This finding is not in line with current literature, where 

there are reports that low income has a negative impact on students’ academic 

achievement (see FIFCFS, 2011).  These results could be due to how low income was 

defined in this current study (receiving free or reduced lunch). Instead, future studies 

should ask parents about their annual income, as well as number of members in the 

household to better define this variable. Although interventions in school cannot 

drastically change this variable, it is important to keep this in mind while designing 

intervention programs for parents. It is probable that these parents are working longer and 

odd hours (Dumka et al., 2009). To help parents in this respect and encourage 

participation in such programs, we should provide these families with additional 

resources such as information to local food banks and programs that help with rent and 

bills within the community. Additionally, as suggested by Marschall (2006), it is 
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important to provide for basic needs  such as transportation, onsite child care, and be 

flexible when scheduling these programs.  

Our hypothesis for the other parent variables of acculturation, mothers’ education, 

and fathers’ education are not supported.  Not obtaining statistically significant findings 

for acculturation is similar to others studies such as Gomez (2011) and Lau et al. (2005). 

Further studies are needed to examine the role that acculturation plays on students’ 

resiliency and academic outcomes.   

Future studies should consider measuring other aspects of acculturation, such as 

acculturative stress and acculturation gap and their impact on students’ outcome.  

Acculturative stress is defined as the apprehension that an individual feels as a result of 

living in an environment with two different cultures (Saldana, 1994).  Acculturative stress 

has been identified as a stronger and more reliable predictor of mental health outcomes, 

which could relate to how individuals interact with their family members (Cabassa, 

2003). Related to acculturation is acculturation gap. In immigrant families, parents and 

children have differing level and pace of adaptation to both their native culture and to the 

majority U.S. culture, which causes an acculturation gap. Children in these families have 

been seen to acculturate more rapidly than their parents (Szapocznik & Truss, 1978). As 

such, these children tend to take up English as their primary language, embrace new 

values and lifestyle inclinations and develop cross-racial relationships more readily (Lau, 

McCabe, Yeh, Garland, Wood, & Hough,  2005).  For example, immigrant parents of 

Latino origin may support cultural beliefs that adolescents and youths must place family 
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needs before their own and that adolescents must delay dating as well as forging 

friendships with the members of opposite sex (Birman & Poff, 2011).  Another conflict 

arises from acculturation gap is parenting styling. While some immigrant parents have 

strict and controlling style, which is seen as affectionate and conscientious in their native 

country, but in the host country, it can be portrayed as being negative and authoritarian 

(Birman & Poff, 2011).  Findings in research have been mixed in terms of the importance 

of acculturation gap between parents and children on student’s outcome.  Consequently, 

future research is needed to explore this concept and its influence on resiliency and 

achievement.   

  Our hypothesis for the other parent variables, namely mothers’ education and 

fathers’ education are not supported.  Results were inconclusive in respect to determining 

whether they played a significant role in students’ social-emotional resiliency. This could 

be due to a number of factors, including how these variables were defined.  They were 

dichotomized into two categories: (1) Not having a high school diploma and (2) having a 

high school diploma or higher. It was re-grouped this way in this study due to lack of 

range in the sample population and for parsimony. Future research should expand this 

categorization to denote the various levels of parents’ education, from elementary to 

college to improve the range. Furthermore, current research on parent variables focus 

more on different aspects of parenting style and expectations, rather than on role of 

parents’ educational attainment on students’ outcomes (Davis-Keane 2005; Dumka et al., 

2009; Hillstrom, 2009).  Expanding this line of research is important because it will 

inform how to create a culturally responsive intervention for parents. It is essential to 
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know what type of parent style Latino parents are using and which one is most or least 

successful at enhancing students’ social emotional resiliency and academic attainment.   

Future research should also consider gender roles. As noted in Dumka et al., 

(2009), gender plays a huge factor in Latino families. As mentioned in this study, raising 

the children is typically considered to be the mother’s role and thus, fathers are less likely 

to be involved. Also, Dumka and colleagues found fathers may play a bigger role in their 

sons’ achievement than their daughters. Thus, subsequent studies should consider 

separating the role of mothers’ and fathers’ cultural orientation on their sons’ and 

daughters’ achievement and social-emotional resiliency. In doing so, it will tell 

researchers and practitioners the degree in which cultural orientation of each parent play 

in students’ outcomes. Thus, when designing a culturally responsive intervention, this 

study will inform researchers as to which parent would be more important to target and 

encourage participation in the program.   

Limitations  

 Findings from this research study should be viewed with caution. Questionnaires 

were sent home with the students, so a parent can fill them out. Even though the 

questionnaires were written in Spanish, some parents reported to not be familiar with 

rating scales and were not able to understand/ accurately fill out the questionnaires.  

These factors probably contributed to the lower than expected return rate, which 

exacerbated the amount of missing data.  Future research should avoid sending rating 

scales home. Conducting interviews with parents might be more appropriate for this 
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population for various reasons. Garrison et al. (1999) mentioned that many immigrants 

tend to be distrustful of any forms and some might not understand what the questions are 

asking of them. Thus, by having someone who is culturally competent and bilingual may 

assuage some of their suspicion, as well as be helpful in explaining the purpose of those 

surveys.   Hopefully, by removing these obstacles, this will encourage more participation 

and better attrition rates. Fortunately, EM algorithm was used to compensate for the 

missing data, which made the data analysis in this study more workable. Consequently, 

results are not purely based on the sample population and should be interpreted with 

caution.   

Conclusion 

Latino youths, especially Mexican Americans are the fastest growing segment of 

the United States population (U.S. Census, 2010). They are also experiencing numerous 

risk factors that lead to lower educational attainment and possibility more mental health 

problems (Garrison et. al, 1999). To help combat these problems, preventative social-

emotional resiliency programs are being designed to be implemented in school—a place 

deemed to be relatively neutral and effective at reaching Latinos.  However, existing 

research indicates that a youth only approach for Latino students may not be adequate 

and suggests including a family/parent component (Miranda et al, 2006; Martinez & 

Eddy, 2005).  As such, a parent component should be considered not only because best 

practices encourage interventions to involve parents, but also because Latinos concept of 

familiso (Halgunseth et al., 2006). However, before designing the parent component, it will 
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be beneficial to be able to identity factors or social factors of the parents that influences 

their child’s social-emotional resiliency and academic attainment. This was the main goal 

of this study.  

The results of this study suggest that parents’ enculturation level was important 

for both social-emotional and academic outcomes. Another additional variable to 

consider is parents’ low income, which was found to have a negative impact on students’ 

GPA. Thus, these variables are worth considering when designing a culturally responsive 

parent component. As with most research, this study had some limitations and future 

studies should keep these limitations (i.e. sample size and procedures to compensate for 

missing data). Future research should focus on defining the predictors more precisely and 

including some more variables that were not considered in the current study (i.e. 

parenting style, acculturative stress, acculturative gap, gender roles).  It will also mean 

coming up with creative methods to encourage Latino parents’ participation in these 

school programs. Although this pilot study is a humbling starting point and it is 

acknowledged that much more work needs to be done, it highlights that parent 

enculturation level and low income are important factors to consider when designing 

culturally responsive interventions.   
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Appendix A 

Behavioral and Emotional Rating Scale, 2
nd

 edition 

(BERS-2 Youth Rating Scale) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



33 
 

BERS-2 Youth Rating Scale  
Directions: Below is a list of items that describe you in a positive way. Some of the items will 
describe you very well. Other items will not describe you at all. Read each item and mark the 
number that corresponds to the rating that best describes you now or in the past 3 months. You 
must answer all 57 items. If you do not know the meaning of some of the words, ask the person 
who is giving you this form.  
 
3: If the statement is very much like you 
2: If the statement is like you 
1: If the statement is not much like you 
0: If the statement is not at all like you 
 
Statement  

1. My family makes me feel wanted 
 

3 2 1 0 

2. I trust at least one person very much 
 

3 2 1 0 

3. It’s okay when people hug me 
 

3 2 1 0 

4. I join in community activities 
 

3 2 1 0 

5. I believe in myself 
 

3 2 1 0 

6. I let someone know when my feelings are hurt 
 

3 2 1 0 

7. I get along well with my family 
 

3 2 1 0 

8. I have a sense of humor 
 

3 2 1 0 

9. I ask for help when I need it 
 

3 2 1 0 

10. I can express my anger in the right way 
 

3 2 1 0 

11. My parents and I talk about how I act at home 
 

3 2 1 0 

12. If I hurt or upset others, I tell them I am sorry 
 

3 2 1 0 

13. I care about how others feel  
 

3 2 1 0 

14. I complete tasks when asked 
 

3 2 1 0 

15. I get along well with my parents 
 

3 2 1 0 

16. When my feelings are hurt, I stay calm 3 2 1 0 
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17. I think about what could happen before I decide to do 
something 
 

3 2 1 0 

18. I accept criticism 
 

3 2 1 0 

19. I go to religious activities  
 

3 2 1 0 

20. I keep myself clean 
 

3 2 1 0 

21. I ask my friends for help 
 

3 2 1 0 

22. I have a hobby I enjoy 
 

3 2 1 0 

23. When I have a problem, I talk with others about it 
 

3 2 1 0 

24. I do my schoolwork on time 
 

3 2 1 0 

25. I feel close to others 
 

3 2 1 0 

26. I know when I am happy and when I am sad 
 

3 2 1 0 

27. I know what I do well 
 

3 2 1 0 

28. I accept responsibility for my actions 
 

3 2 1 0 

29. I get along with my brothers and sisters 
 

3 2 1 0 

30. When I lose a game, I accept it 
 

3 2 1 0 

31. I complete my homework 
 

3 2 1 0 

32. I am liked by others my age 
 

3 2 1 0 

33. I am a good listener 
 

3 2 1 0 

34. I let people know when I like them 
 

3 2 1 0 

35. When I make a mistake, I admit it 
 

3 2 1 0 

36. I do things with my family 
 

3 2 1 0 

37. I can deal with being told “no” 
 

3 2 1 0 
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38. I smile a lot 
 

3 2 1 0 

39. I pay attention in class 
 

3 2 1 0 

40. I am good at math 
 

3 2 1 0 

41. I am good at reading 
42. I enjoy many of the things I do 

 

3 2 1 0 

43. I respect the rights of others 
 

3 2 1 0 

44. I share things with others 
 

3 2 1 0 

45. I follow the rules at home 
 

3 2 1 0 

46. When I do something wrong, I say I am sorry 
 

3 2 1 0 

47. I study for tests 
 

3 2 1 0 

48. When good things happen to me I tell others 
 

3 2 1 0 

49. I am nice to others 
 

3 2 1 0 

50. I use appropriate language 
 

3 2 1 0 

51. I attend school daily 
 

3 2 1 0 

52. I listen during class and write things down to help me 
remember later 
 

3 2 1 0 

53. I can name at least one thing that I want to do in my 
life 
 

3 2 1 0 

54. My future looks good 
 

3 2 1 0 

55. I have a plan for my future career 
 

3 2 1 0 

56. I have a skill that will help me succeed in a good job 
 

3 2 1 0 

57. I know what I want to do for a career 
 

3 2 1 0 
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Appendix B 

Acculturation Rating Scale for Mexican Americans, 2
nd

 edition 

(ARSMA-II) 
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Please circle the number that best describes you: 

 

 Not 
at 
all 
1 

Very 
little 

or 
not 
very 

often 
2 

Moderately 
3 

Much 
or 

very 
often 

4 

Extreme
ly often 

or 
almost 
always 

5 

1. I speak Spanish       

2. I speak English      

3. I enjoy speaking Spanish      

4. I associate with Anglos      

5. I associate with Mexicans 
and/or Mexican 
Americans  

     

6. I enjoy listening to 
Spanish language music 

     

7. I enjoy listening to English 
language music 

     

8. I enjoy Spanish language 
TV 

     

9. I enjoy English language 
TV  

     

10. I enjoy Spanish language 
movies 

     

11. I enjoy English language 
movies 

     

12. I enjoy reading (e.g. 
books) in Spanish 

     

13. I enjoy reading (e.g. 
books) in English 

     

14. I write (e.g. letters) in 
Spanish 

     

15. I write (e.g. letters) in 
English 

     

16. My thinking is done in the 
English language 

     

17. My thinking is done in the 
Spanish Language 

     

18. My contact with Mexico 
has been 

     

19. My contact with the USA 
has been 
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20. My father identifies or 
identified himself as: 
”Mexicano” 

     

21. My mother identifies or 
identified herself as: 
“Mexicana” 

     

22. My friends, while I was 
growing up, were of 
Mexican origin 

     

23. My friends, while I was 
growing up were of Anglo 
origin 

     

24. My family cooks Mexican 
foods 

     

25. My friends now are of 
Anglo origin 

     

26. My friends now are of 
Mexican origin 

     

27. I like to identify myself as 
a Anglo American 

     

28. I like to identify myself as 
Mexican American 

     

29. I like to identify myself as 
a Mexican 

     

30. I like to identify myself as 
an American   

     

31. I have difficulty accepting 
some ideas held by Anglos 

     

32. I have difficulty accepting 
certain attitudes held by 
Anglos 

     

33. I have difficulty accepting 
some behaviors exhibited 
by Anglos 

     

34. I have difficulty accepting 
some values held by some 
Anglos 

     

35. I have difficulty accepting 
certain practices and 
customs commonly found 
in some Anglos 

     

36. I have, or think I would 
have, difficulty accepting 
Anglos as close personal 
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friends 

37. I have difficulty accepting 
ideas held by some 
Mexicans 

     

38. I have difficulty accepting 
certain attitudes held by 
some Mexicans 

     

39. I have difficulty accepting 
some behaviors exhibited 
by Mexicans 

     

40. I have difficulty accepting 
some values held by some 
Mexicans 

     

41. I have difficulty accepting 
certain practices and 
customs commonly found 
in some Mexicans 

     

42. I have, or think I would 
have, difficulty accepting 
Mexicans as close 
personal friends 

     

43. I have difficulty accepting 
ideas held by some 
Mexican Americans 

     

44. I have difficulty accepting 
certain attitude held by 
Mexican Americans 

     

45. I have difficulty accepting 
some behaviors exhibited 
by some Mexican 
Americans 

     

46. I have difficulty accepting 
some values held by some 
Mexican Americans 

     

47. I have difficulty accepting 
certain practices and 
customs commonly found 
in some Mexican 
Americans 

     

48. I have, or think would 
have, difficulty accepting 
Mexican Americans as 
close personal friends 
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Appendix C 

Demographic Survey 
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Instrucciones: Por favor lea cada una de las siguientes frases/preguntas y contéstelas de la 
mejor manera posible. Esta información nos ayudará a evaluar cuanto se beneficiaron los 
jóvenes al haber participado en este programa. Toda información es estrictamente 
confidencial. 

 

Edad del joven que está participando en este programa: ______________ 

Número total de hijos/as que usted tiene: __________________________ 

Número total de hijos/as que viven con usted: _____________________ 

¿Cuál es su país de origen?____________________________________ 

Número de familiares que viven en su casa (incluya hijos, usted y su esposo/a y cualquier otro 
familiar___________ 

¿Recibe su hijo/a almuerzo gratis en la escuela?  ___ Si   ____No 

¿Cuál es el nivel de educación de la madre del joven que está participando en el 
proyecto?_______________ 

 ¿Cuál es el nivel de educación del padre del joven que está participando en el 
proyecto?_______________ 

¿Hace cuantos años se mudó la familia a este país? _______________________________ 

¿Se vinieron todos juntos? _______________ Si no, explique quien vino 
primero____________________________ 

¿El total de ingresos de su familia es de más de $ 30,000 al año? _____ Si   ____No 
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