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Parent-Child Differences in Educational 
Expectations and the Academic Achievement of 

Immigrant and Native Students 

Lingxin Hao 
Johns Hopkins University 

Melissa Bonstead-Bruns 
University of Iowa 

This article argues that both parents' and children's educational expectations 
are spurred by between-family social capital and within-family social capital 
and that agreement between parents and children on educational expectations 
facilitates children's achievement. The analyses of eighth graders from four 
immigrant groups (Chinese, Filipino, Korean, and Mexican) and three native 
groups (Mexican, black, and white) indicate that high levels of parent-child 
interactions increase parents' and children's expectations and that higher 
shared family expectations enhance achievement and greater differences sup- 
press achievement. Immigrant status increases expectations, for Chinese and 
Korean families more than for Mexican families, and Chinese background is 
beneficial for children's achievement, but Mexican background is harmful. 
However, all else being equal, the higher rate of retention of parental language 
promotes academic achievement, which gives immigrant Mexican children an 
advantage over their Asian counterparts. 

T he immigrant population of the 
United States has been growing 
since the enactment of the 

Immigration Act of 1965. In 1990 
immigrants and their children made 
up 18.5 percent of the total popula- 
tion and immigrant children consti- 
tuted 10.9 percent of the U.S. popu- 
lation (Passel and Edmonston 1992). 
The number of children from 
Hispanic and Asian backgrounds has 
increased more rapidly than those of 
other origins. 

Recent studies have shown that 
economic and educational progress 
among immigrant groups is uneven 
and unequal (Schoeni, McCarthy, and 
Vernez 1996; Vernez and Abrahamse 
1996). Whereas Asian immigrants 
progress well, the vast majority of 

Hispanic immigrants (21 percent in 
1990), particularly Mexicans, fare 
poorly. On the economic side, from 
1970 to 1990, the relative earnings of 
Asian immigrants rose from 88 per- 
cent of those of native-born workers to 
1 10 percent in 1990, while the relative 
earnings of Mexicans fell from 66 per- 
cent to 56 percent. In particular, 
among the unskilled, the earnings of 
immigrants (mainly Mexicans) fell 
sharply, from 94 percent to 63 per- 
cent of their native counterparts' 
earnings (Schoeni et al. 1996). 

On the educational side, the gap in 
attainment between Mexicans and 
other immigrants is substantial. For 
example, in 1990, only 74 percent of 
Mexican immigrants versus about 95 
percent of natives and other immi- 
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grants aged 15-17 were in school 
(Vernez and Abrahamse 1996). 
Immigrant Mexican children also had 
lower reading and math scores and 
earned lower grades than did native 
white and immigrant Asian children 
(Kao and Tienda 1995). Research has 
shown that educational achievement 
predicts continuation in school and 
future educational attainment (Dugan 
1976), which, in turn, predicts future 
economic success (Sewell and Hauser 
1975). Thus, it is timely and crucial to 
uncover factors that contribute to the 
gaps in children's educational 
achievement and to design policies to 
improve achievement for all children, 
immigrant and native. 

Despite the vast differences in 
academic achievement among immi- 
grant children, there remains a pop- 
ular belief that immigrant parents 
have higher educational expectations 
for their children than do native par- 
ents and that these expectations 
translate into children's greater edu- 
cational achievement. This article 
examines the differences in achieve- 
ment among immigrant and native 
children and the role of expectations 
in explaining the differences. We con- 
sider both parents' and children's 
expectations and the agreement 
between them. According to the 
social capital framework, parents can 
foster positive relationships with 
their children that reinforce school 
learning at home and provide oppor- 
tunities, encouragement, and emo- 
tional support for children's ongoing 
education. When such a relationship 
is present, parents' and children's 
expectations are more likely to 
increase and agree with each other, 
enhancing the children's academic 
achievement. 

The primary questions in our 
study were these: (1) Do parent-child 
relationships affect the educational 
expectations of both parents and 
children? (2) How do immigrant sta- 

tus and ethnicity determine parents' 
and children's educational expecta- 
tions? (3) How do agreement and dif- 
ferences in educational expectations 
between parents and children affect 
children's academic achievement? (4) 
All else being equal, do immigrant 
status and ethnicity have an inde- 
pendent, direct effect on children's 
achievement? Answering these ques- 
tions requires a simultaneous con- 
sideration of parent-child interac- 
tions, parents' and children's expec- 
tations, and children's academic 
achievement. We used a multi-equa- 
tion method to achieve this goal. 

In our study, we used data on 
children who were eighth graders in 
1988 from the National Education 
Longitudinal Survey (NELS:88). Since 
there are substantial differences 
among immigrant children of the 
same race, we examined immigrant 
children by their ethnicity, rather 
than by their race. Our analysis 
included three Asian immigrant 
groups (Chinese, Filipino, and 
Korean) and one Hispanic immigrant 
group (Mexican), in comparison with 
native Mexican, black, and white 
children. The results of the study 
increased our understanding of the 
process by which the family influ- 
ences children's achievement and 
helped explain the differences in aca- 
demic achievement between immi- 
grant Asian and immigrant Mexican 
children. They can inform policy 
makers on how to design better poli- 
cies that are aimed at reducing edu- 
cational and economic inequality and 
contribute to the current debate over 
immigration policies. 

THEORETICAL 
CONSIDERATIONS 

Our theoretical approach was to 
bring together theories from the edu- 
cational and immigration literature 
under the umbrella of social capital, 
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using the subset of within-family 
social capital, which addresses par- 
ent-child relationships, and the sub- 
set of between-family social capital, 
which addresses family-community 
relationships. In this literature review, 
we start with theories of education 
related to within-family social capital. 

Within-Family Social Capital 

Much of the early sociological 
work on expectations and aspirations 
was rooted in the status-attainment 
literature (Blau and Duncan 1967) 
and focused on the effects of social 
class on expectations (Alexander and 
Eckland 1975; Portes and Wilson 
1976; Reeder and Conger 1984). In 
this body of literature, the relation- 
ship between parents' and children's 
expectations has received consider- 
able attention. The concordance of 
parents' and children's educational 
goals is conceptualized to be the 
result of the family socialization 
process in which values are trans- 
mitted across generations (Kerckhoff 
1989; Smith 1982). One important 
determinant of the agreement 
between parents' and children's edu- 
cational expectations is parental 
influence, which includes (1) provid- 
ing economic resources to achieve 
higher goals (Duncan, Featherman, 
and Duncan 1972), (2) serving as 
role models of achievement 
(Rumberger 1983), (3) encouraging 
specific goals for the child (Cohen 
1987; Sewell and Hauser 1975), and 
(4) recognizing and praising behav- 
iors that lead to high achievement 
(Astone and McLanahan 1991; 
Schaefer 1972). 

According to Coleman (1988), 
social capital is a unique type of re- 
source that is generated from social 
relationships, and the parent-child 
relationship represents an important 
within-family relationship. We argue 
that children's achievement is facili- 

tated by within-family social capital 
involving parent-child interactions in 
learning activities and emphasize the 
active roles of both parents and chil- 
dren. Parents exert influence by pro- 
viding opportunities, encouragement, 
and support for children's learning 
and by involving themselves in learn- 
ing activities, and children actively 
participate in these learning activi- 
ties (Epstein 1987). 

Thus, parent-child interactions in 
learning activities are a form of with- 
in-family social capital that strength- 
en the parent-child bond, increase 
parents' and children's expectations, 
and facilitate children's school per- 
formance and academic achieve- 
ment. The likelihood of parents' and 
children's agreement on educational 
expectations is also greater, primarily 
as a result of both the strengthening 
of the parent-child bond (which 
implies a higher level of communica- 
tion and understanding between par- 
ents and children) and the increase 
in educational expectations by both 
parents and children. 

The amount of social capital gen- 
erated from the parent-child relation- 
ship among immigrants depends on 
their process of acculturation (lan- 
guage and cultural learning). Gen- 
erational consonance occurs when 
both parents and children accultur- 
ate in the same direction at the same 
speed, whereas generational disso- 
nance occurs when the second gener- 
ation's acculturation is neither guid- 
ed nor accompanied by changes in 
the first generation (Portes and 
Rumbaut 1996). Immigrant groups 
(such as Asians and Cubans) who 
both actively learn English and the 
U.S. culture and maintain their own 
ethnic culture in the family and in 
the larger ethnic community are more 
likely to have consonant accultura- 
tion. Other immigrant groups (like 
Mexicans) are more likely to have dis- 
sonant acculturation because the 
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parents do not actively learn English 
and U.S. cultural norms, while the 
children learn from their native-born 
peers "not to learn." Portes and 
Rumbaut contended that to assimi- 
late into the American middle class, 
to resist discrimination, and to tra- 
verse the path of occupational mobili- 
ty, immigrant children need strong 
family and community support, 
which consonant acculturation 
makes possible. 

Between-Family Social Capital 

Between-family social capital is 
generated from the relationships 
between the family and other social 
institutions. Ethnic differences in 
cultural norms and values are con- 
sidered a form of between-family 
social capital (Coleman 1988). This 
argument is consistent with the cul- 
tural thesis in the literature on immi- 
gration, which states that immigrant 
Asian cultures place a premium on 
education, ambition, and persistence 
that explains the high achievement of 
immigrant Asian children. The high 
value placed on education is sus- 
tained by unique elements of Asian 
cultures, such as collectivity, filial 
piety, and self-discipline (Hsu 1971). 
For example, several studies (Chen 
and Stevenson 1995; Schneider and 
Lee 1990; Yao 1985) have found that 
immigrant East Asian parents have 
high educational expectations for 
their children, which their children 
are likely to adopt. 

Another form of between-family 
social capital is trustworthiness and 
solidarity (Coleman 1988, Portes and 
Sensenbrenner 1993), a concept that 
is consistent with the situational the- 
ories in the immigration literature 
that seek ethnic-solidarity explana- 
tions for the divergent achievement 
among immigrants. Ethnic solidarity 
is a basis of trust that enables immi- 
grant communities, such as the 

Chinese, Japanese (Light 1972), and 
Cubans (Portes 1981), to distribute 
economic and educational resources 
efficiently and to sponsor children's 
education (Bonacich 1973; 
Hirschman and Wong 1986). 

Ethnic solidarity is important in 
the social context in which immi- 
grants are at the entrance to the host 
society (Zhou and Bankston 1994). 
Immigrants who lack individual 
resources tend to find themselves in 
undesirable neighborhoods that 
expose their children to an underpriv- 
ileged segment of American society. 
Consequently, many immigrant 
youths are assimilated into the cul- 
ture of the disadvantaged. However, 
evidence from a Vietnamese commu- 
nity in New Orleans (Zhou and 
Bankston 1994) suggests that pre- 
serving traditional ethnic values 
enables immigrants to integrate 
socially and to maintain solidarity in 
an ethnic community surrounded by 
undesirable neighborhoods. The com- 
bination of social integration and a 
successful ethnic economy can rein- 
force the support and direction for 
immigrant youths' school achieve- 
ment and prevent undesirable assimi- 
lation in disadvantaged communities. 

In contrast to the Vietnamese 
community in New Orleans, Matute- 
Bianchi's (1986) case study of a high 
school in California confirmed the 
importance of social integration and 
a strong ethnic economy by demon- 
strating what happens in its 
absence. Immigrant Mexicans usual- 
ly live in an ethnic community where 
adults hold low-skilled or seasonal 
jobs. Thus, immigrant Mexican chil- 
dren have little contact with close, 
intimate role models from their fami- 
lies, extended families, or the com- 
munity and have little knowledge of 
how a person achieves success and 
how schoolwork is connected to 
future success. In addition, immi- 
grant Mexicans, unlike the entrepre- 



Academic Achievement of Immigrant and Native Students 179 

neur-rich immigrant Asian and 
Cuban groups, generate few entre- 
preneurs (Light, Roach, and Kan 
1996). As a result, immigrant 
Mexican communities are not backed 
up by a strong ethnic economy and 
thus lack the means to support and 
direct their youths' school achieve- 
ment and upward mobility. In such a 
context, children learn "not to learn" 
in the school and community under 
the strong influence of co-ethnic 
peers who alienate hardworking stu- 
dents and deny the value of educa- 
tion (Matute-Bianchi 1986; Suarez- 
Orozco 1987). 

The degree to which children are 
exposed to between-family social 
capital, which is derived from the 
context of reception by the host labor 
market, can vary dramatically among 
groups. Furthermore, the modes by 
which immigrants become incorpo- 
rated into the host society can have 
profound effects on their lives (Portes 
and Rumbaut 1996). For example, 
Asian immigrants travel across the 
ocean with the long-term, intergener- 
ational goal of building a better life in 
the United States. Those with the 
types of human capital valued in 
U.S. society find themselves accepted 
in the professional sector of the pri- 
mary economy, whereas those with 
relatively lower or devalued human 
capital seek a niche in the self- 
employed or small-business sector. 
Both groups expect their children to 
achieve as highly or higher than the 
natives. 

In contrast, many Mexican immi- 
grants crossed the land border rather 
casually with the short-term goal of 
"making it in America" for as long as 
the demand for low-wage laborers in 
U.S. agriculture and industries 
would allow. With the strong inten- 
tion of returning to Mexico, the par- 
ents have less clear, less specific 
expectations of what their children 
should achieve in the host society. 

Thus, although both more successful 
and less successful immigrants may 
initially find themselves in the sec- 
ondary labor market, differences in 
between-family social capital, repre- 
sented by incorporation into 
American society and shared goals, 
may affect the achievement of immi- 
grant children. 

In summary, we used the concept 
of social capital to integrate theories 
from the educational and immigra- 
tion literature. Within-family social 
capital overlaps with the parental 
influence thesis in the educational 
literature, and between-family social 
capital captures the ethnic differ- 
ences in cultural values, solidarity, 
contexts of reception, and modes of 
incorporation. Five major hypotheses 
were derived from these considera- 
tions: 

1. Greater expectations by par- 
ents will lead to greater expectations 
by children, and vice versa. However, 
on the assumption that the trans- 
mission of expectations between par- 
ents and children is largely through 
parent-child interactions, this recip- 
rocal positive relationship can be 
weakened or eliminated when par- 
ent-child interactions in learning 
activities are taken into account. 

2. Greater levels of parent-child 
interactions in learning activities 
translate into higher expectations by 
both parents and children, as well as 
an increased likelihood that the par- 
ents' and children's expectations will 
agree. This hypotheses assumes that 
frequent and high-quality parent- 
child interactions strengthen parent- 
child bonds, normative expectations, 
and a sense of obligation. 

3. The effect of immigrant status 
on expectations is greater for 
Chinese, Filipino, and Korean immi- 
grants and weaker for Mexican immi- 
grants. This hypothesis assumes that 
the ethnic cultural values placed on 
education, ethnic solidarity, and a 
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favorite context of reception reinforce 
parents' and children's expectations 
and obligations to one another. 

4. The greater the shared family 
expectations, the more the child will 
achieve, and the greater the dis- 
agreement between a parent's and 
child's expectations, the less the 
child will achieve. We decomposed 
parents' and children's expectations 
in a common component and two 
unique components (parents and 
children). We termed the common 
component "shared family expecta- 
tions" and the difference between the 
unique parent component and the 
unique child component, "the degree 
of disagreement between parents' 
and children's expectations" (see 
Appendix A for a detailed explana- 
tion). 

5. Net of the effects of shared fam- 
ily expectations and the disagree- 
ment between parents' and children's 
expectations, immigrant status and 
ethnicity will continue to exert effects 
on children's achievement-benefi- 
cial for immigrant Asians and harm- 
ful for immigrant Mexicans. This 
hypothesis assumes that social capi- 
tal that is derived from ethnic cul- 
ture, solidarity, contexts of reception, 
and modes of incorporation can 
directly facilitate children's achieve- 
ment. 

To test these hypotheses, we con- 
ducted analyses that controlled for 
other factors documented in the edu- 
cational and immigration literature. 
Parents' education, income, occupa- 
tion, family structure, religious back- 
ground, and age are often-cited 
parental characteristics that con- 
tribute to parents' and children's 
expectations and children's achieve- 
ment. Children's characteristics, 
such as sex, birth order, and number 
of siblings, are the usual controls. 
Length of U.S. residence and lan- 
guage skills have been documented 
as important determinants of chil- 

dren's educational expectations and 
achievement. In addition, we recog- 
nized the importance of school char- 
acteristics, particularly the type of 
school, the geographic location of the 
school, and the demographic and 
socioeconomic composition of the 
student body, in producing students' 
achievement outcomes. 

METHOD 

Data 

Our data were taken from the 
base year (1988) of NELS:88. In 
1988, the survey selected a cohort of 
25,000 eighth graders attending 
1,050 public and private schools 
across the nation. It used a two- 
stage stratified, clustered sample 
design, with a sufficient number of 
students from specific racial-ethnic 
groups. Asians and Hispanics were 
selected at a higher-than-normal 
rate. In addition, NELS:88 contains 
information about the students' and 
parents' countries of origin and times 
of arrival to the United States that we 
used to identify immigrant students 
and their immigrant-generation sta- 
tus, (first- or second-generation 
immigrants). 

NELS:88 integrates surveys of 
students, parents, teachers, and 
schools. Our analyses are based on 
data from the student, parent, and 
school surveys. The student survey 
provides information on students' 
educational expectations, education- 
al achievement, and characteristics 
and parents' involvement in chil- 
dren's learning. The parent survey 
provides information on parents' 
education, occupation, income, edu- 
cational expectations, and involve- 
ment in children's learning. The 
school survey provides information 
on the demographic and socioeco- 
nomic makeup and geographic loca- 
tions of the schools, which we used 
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as a proxy for contextual conditions 
within which children undergo the 
educational process. 

Sample 

The sample for our analysis con- 
sisted of four immigrant and three 
native groups who were eighth 
graders in 1988. We chose immigrant 
groups of different ethnic back- 
grounds because we are interested in 
the differences within a broader 
racial or language-defined group. 
Immigrant status was assigned to a 
student if at least one parent was 
born outside the United States. First- 
generation immigrant status refers to 
those who were born outside the 
United States, and second-generation 
immigrant status refers to those who 
were born in this country. We elimi- 
nated students who were in the 
Unites States temporarily and those 
whose parents were born in the 
United States but who were, them- 
selves, born in foreign countries. 
Because the sample had few Asian 
American students who were of the 
third or higher generations ("native"), 
we were unable to compare immi- 
grant Asian students with their 
native counterparts, but we were 
able to do so with Mexicans. The 
resulting sample included 1,373 
immigrant students (234 Chinese, 
219 Filipinos, 147 Koreans, and 773 
Mexicans) and 16,539 native stu- 
dents (777 Mexicans, 2,376 blacks, 
and 13,386 whites). 1 

Variables 

Appendix B presents the descrip- 
tive statistics of variables used in the 
analysis. We used three indicators of 
students' academic achievement- 
scores on standardized tests in math 
and reading and grade point average 
(GPA) based on self-reports for 
grades in the four subject areas 

(English, mathematics, science, and 
social studies). We focused on scores 
on math and reading tests because 
they reflect achievement in basic 
knowledge in a standardized way and 
because our findings could be com- 
pared with those of numerous previ- 
ous studies. We included GPA 
because it reflects students' study 
efforts relative to classmates and 
their knowledge of what the teachers 
taught in class. 

Endogenous variables. The 
endogenous variables in our analysis 
are parents' educational expectations 
for their children and children's edu- 
cational expectations for themselves. 
NELS:88 asked each respondent to 
the parent questionnaire about his or 
her educational expectation for the 
eighth grader in question. Although 
the respondents of the parent ques- 
tionnaire could be nonparents, such 
as guardians and grandparents, we 
used only parental expectations, elim- 
inating students whose parents did 
not answer the parent questionnaire. 
Both parents' and children's expecta- 
tions were coded as the years of 
schooling expected to be completed. 

While the question for parents 
distinguished between master's and 
doctoral degrees, the question for 
children did not, so we top coded 
parental expectations by 18 years of 
education. We bottom coded both 
expectation variables by 11 years, 
since the lowest expectation for both 
parents and students referred to 
below high school graduation when 
the student was in the eighth grade. 
We maintained the same scale for 
coding parents' and children's expec- 
tations at the expense of reducing 
the existing variation in parents' 
expectations and thus potentially 
underestimating differences in par- 
ents' and children's expectations. 

Exogenous variables. The exoge- 
nous variables were grouped into five 
blocks. These blocks are (1) immi- 
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grant status and ethnicity, (2) par- 
ent-child interactions in learning 
activities, (3) parents' characteristics, 
(4) students' characteristics, and (5) 
school characteristics. 

To construct measures of parent- 
child interactions in learning activi- 
ties, we performed an exploratory 
factor analysis, identified three fac- 
tors, and constructed three compos- 
ites by summing the standardized 
scores of items for each factor. The 
first factor, parents' involvement in 
children's school learning at home, 
includes six items: parents dis- 
cussing school programs, activities, 
and materials learned; mother and 
father discussing high school plans 
with the child; and parents checking 
on homework. The second factor, 
parents taking children to extracur- 
ricular classes and activities, 
includes 11 items: attending art, 
music, dance, language, religion, his- 
tory, computer, and other classes; 
participating in youth organizations 
(such as Scouts, sports, and 4-H 
clubs) and other organizations; and 
parents knowing the parents of the 
child's friends. The third factor 
includes parents' involvement with 
the child in other learning activities, 
such as borrowing books from the 
public library; visiting art, science, 
and history museums; and attending 
concerts and other performances. 

Of the variables that describe par- 
ents' characteristics, intact family 
structure is defined as both parents 
present, neither of whom is a step- 
parent; occupation is the highest 
occupation between the two parents 
(the current occupation for native 
parents and the highest occupation 
between the previous occupation in 
the home country and the current 
occupation in the United States for 
immigrant parents). Since family 
income, family structure, and par- 
ents' occupation had missing cases 
greater than 3 percent of the sample, 

we used a dummy variable for each 
variable to indicate missing values 
and recoded the missing value of the 
original variable as 0 (Donner 1982). 

Among the variables for students' 
characteristics, the length of U.S. 
residence is the number of years 
since arrival for first-generation stu- 
dents and age for second-generation 
or native students; English skills are 
captured by a dummy variable to 
identify students whose mother 
tongue is English and a 16-point 
scale describing English proficiency 
in reading, listening, understanding, 
and writing for students whose 
mother tongue is not English; profi- 
ciency in the parents' foreign lan- 
guage is a 20-point scale based on 
reading, listening, understanding, 
and writing skills. We characterized 
schools by their types (religious pri- 
vate, nonsectarian private, and pub- 
lic); location in the South; proportion 
of minority students; and average 
socioeconomic status (SES), mea- 
sured by the proportion of students 
enrolled in the free-lunch program. 

We used a two-stage least-squares 
(TSLS) method to estimate the effects 
of social capital and parents' and 
children's characteristics on parents' 
and children's expectations, which 
are reciprocally related. In the par- 
ents' expectation equation, the 
endogenous variable (students' 
expectations) is identified by stu- 
dents' language skills (the instru- 
mental variables). In the students' 
expectation equation, the endoge- 
nous variable (parents' expectations) 
is identified by parents' religious 
background and age. We tested the 
legitimacy of these instruments in 
our analysis (discussed in the 
Results section). 

The TSLS method deals with the 
fact that parents' and children's 
expectations are determined within 
our framework (the endogeneity 
problem). For students' achievement, 
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we used the hierarchical linear model 
(HLM) (Bryk and Raudenbush 1992), 
which deals with student- level and 
school-level factors in a multilevel 
manner. We used the predicted 
shared family expectations and the 
predicted parent-child differences in 
expectations, rather than their actual 
values, in HLM.2 Using predicted val- 
ues of the two expectation variables 
properly handles the endogeneity of 
these two variables in the achieve- 
ment equations. 

RESULTS 

Table 1 shows the weighted distri- 
bution of parents' and students' 
expectations, broken down by immi- 
grant status and ethnicity. We indicat- 
ed a significant difference in the mean 
from another group by attaching a 
superscript indicating that group. The 
pronounced differences between 
immigrants of Asian backgrounds and 
Mexican immigrants in our findings 
call for attention to ethnic background 
in addition to immigrant status. 
Furthermore, our findings show that 
Mexican immigrants, both parents 
and children, do not have significantly 
higher expectations than do their 
native counterparts. Table 1 also 
indicates the mode and percentage of 
each group falling into the mode. 
Immigrant Chinese and Korean par- 
ents and children have higher levels of 
expectations, as well as a greater per- 
centage of agreement. In contrast, 
both the expectations and agreement 
of immigrant Mexican parents and 
children are low, and there is no sig- 
nificant difference between the expec- 
tations and agreement of immigrant 
and native Mexicans. Thus, the con- 
ventional notion that immigrants' 
educational expectations exceed those 
of their native counterparts does not 
apply to Mexicans. 

Table 2 presents the weighted dis- 
tribution of students' achievement by 
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immigrant and ethnic status and the 
significance of between-group differ- 
ences. It shows that students of 
Asian origins have the highest scores 
in math and reading and the highest 
GPAs, whereas students of Mexican 
origins, both immigrant and native, 
and black students have the lowest. 
The advantage of immigrant Chinese 
and Korean students in reading may 
be surprising, given that a substan- 
tial proportion of them are first gen- 
eration. It implies that Chinese and 
Korean backgrounds may confound 
some achievement-promoting factors. 

Table 3 reports the weighted dis- 

tribution of the three measures of 
parent-child interactions. It indicates 
that Chinese immigrants have a low 
frequency of parent-child interac- 
tions, particularly parents' involve- 
ment in school learning at home. A 
traditional belief among Chinese is 
that parents should be minimally 
involved in children's learning, partic- 
ularly school learning, which is the 
duty of children who are supposed to 
do it well on their own (Sue and 
Okazaki 1990). Immigrant Koreans 
have frequent parent-child interac- 
tions in learning, close to or greater 
than native whites. Filipinos have a 

Table 2. Weighted Students' Academic Achievement 

Immigrant Status and Ethnicity Math Reading GPA 

Immigrant Chinese 59.5fmMBW 54. 1mMBW 3.4mMBW 

Immigrant Filipino 52.8ckmMB 51.8kmMB 3.2mMBW 

Immigrant Korean 60.3fmMBW 56.3fmMBW 3.4mMBW 

Immigrant Mexican 45.7cfkBW 45.OcfkMW 2.8cfkBW 

Native Mexican 46. lcfkBW 47.2cfkmBW 2.7cfkW 

Native black 43.9cfkmMW 44.7cfkMW 2.7cfkW 

Native white 52.0ckmMB 520ckmMB 3ocfkmMB 

Source: U.S. Department of Education. 
Note: A superscript indicates that the difference between the number and the number for the 

group denoted by the superscript is significant at the .05 level. c = immigrant Chinese, f = immi- 
grant Filipino, k = immigrant Korean, m = immigrant Mexican, M = native Mexican, B = native 
black, and W = native white. 

Table 3. Weighted Measures of Parent-Child Interactions 

Immigrant Status and Parents'Involvement Extracurricular Parents' Involvement in 
Ethnicity in School Learning Activities Other Learning 

Immigrant Chinese -. l9kMBW -07kmw. OfW 

Immigrant Filipino -.09 05kmMW 17cmMB 

Immigrant Korean .03cm . 7cfmMB 07mMB 

Immigrant Mexican -. 1gkMBW 33cfkMBW 3 1 cfkMBW 

Native Mexican -.02cm 17fkmW 13fkmW 

Native black -.05cmw 13kmW 20fkmW 

Native white 03cmB 06cfmMB .14cmMB 

Source: U.S. Department of Education (1994). 
Note: A superscript indicates that the difference between the number and the number for the 

group denoted by the superscript is significant at the .05 level. c = immigrant Chinese, f = immi- 
grant Filipino, k = immigrant Korean, m = immigrant Mexican, M = native Mexican, B = native 
black, and W = native white. 
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lower frequency of parental involve- 
ment in school learning at home and 
extracurricular activities but a higher 
frequency of parental involvement in 
other learning activities. Immigrant 
Mexicans rank the lowest on all three 
measures of parent-child interac- 
tions, while native Mexicans and 
blacks rank the second lowest. 

Table 4 reports the TSLS esti- 
mates for parents' and children's 
educational expectations, which are 
allowed to affect each other recipro- 
cally. Model 1 excludes parent-child 
interactions, and Model 2 includes 
them. Examining the reciprocal rela- 
tionship between parents' and chil- 
dren's expectations in Model 1, con- 
trolling for immigrant status and eth- 
nicity and parents' and children's 
characteristics, we found that the 
reciprocal relationship is positive, 
significant, and substantial. 
However, when parent-child interac- 
tions in learning activities are includ- 
ed in Model 2, this reciprocal rela- 
tionship becomes weaker and 
insignificant. Our TSLS estimator 
treats parents' and children's expec- 
tations as endogenous, which frees 
expectations from being correlated 
with the error term and produces 
unbiased estimates. In contrast, an 
ordinary least-squares (OLS) estima- 
tor treats parents' and children's 
expectations as exogenous, which 
means that expectations are correlat- 
ed with the error term and produce 
biased estimates of parents' and chil- 
dren's expectations (both are positive 
and significant from an OLS estima- 
tion of Model 2; results not reported 
here but available on request). This 
finding supports our first hypothesis, 
that parent-child interactions explain 
away the reciprocal relationship 
between parents' and children's 
expectations and that the transmis- 
sion of expectations between parents 
and children is largely through par- 
ent-child interactions in learning. 

The effects of parent-child interac- 
tions differ for parents' and chil- 
dren's expectations (see Model 2). 
Parents' involvement in school learn- 
ing at home has a strong, significant, 
positive effect on children's expecta- 
tions, while extracurricular activities 
and parents' involvement in other 
learning activities have a strong, sig- 
nificant, positive effect on parents' 
expectations. The fact that the effects 
differ by the content of parent-child 
interactions is not surprising, since 
students may have a narrower view 
of learning and place a greater 
emphasis on school learning, where- 
as parents may have a broader view 
of learning and think that learning 
beyond schoolwork is more impor- 
tant. Our estimates for the parent- 
child interaction effect are consistent 
with our second hypothesis, that 
greater parent-child interaction leads 
to higher parents' and children's 
expectations and thus increases the 
likelihood of their agreement. 

The results for the set of dummy 
variables indicating immigrant status 
and ethnicity reveal that compared to 
native whites, both immigrant and 
minority status lead to higher 
parental expectations. The effect is 
greater for immigrant Chinese and 
Koreans than for immigrant 
Mexicans. The effect of immigrant 
status and ethnicity on children's 
expectations is significant for immi- 
grant Chinese, Koreans, and 
Mexicans only, but it is weaker than 
the effect on parents' expectations. 
This finding largely supports our 
third hypothesis, that immigrant sta- 
tus has a greater positive effect for 
Chinese and Koreans than for 
Mexicans. However, the effect is not 
significantly greater for Filipinos 
than for Mexicans. 

Concerning the effects of parents' 
characteristics on parents' expecta- 
tions, we confirm many of the previ- 
ously documented findings, for 
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Table 4. Determinants of Parents' and Students' Educational Expectations (TSLS estimates) 

Parents' Expectations Students' Expectations 

Variable (1) (2) (1) (2) 

Endogenous Variable 
Students' expectations .39* .12 

(2.3) (.50) 
Parents' expectations - - .31* .23 

(2.1) (1.3) 
Parent-Child Interactions 

Parents' involvement in school learning - .31 - .61** 
(1.8) (8.1) 

Extracurricular activities - .46** - .16 
(6.3) (1.7) 

Parents' involvement in other learning - .26** - .09 
(6.1) (1.6) 

Immigrant Status and Ethnicity 
Immigrant Chinese .96** 1.43** .54* .85** 

(4.5) (4.4) (2.4) (2.8) 
Immigrant Filipino .50** .70** -.09 .11 

(3.8) (4.7) (.62) (.63) 
Immigrant Korean .64** .95** .55* .72** 

(3.1) (3.4) (3.1) (3.3) 
Immigrant Mexican .53** .73** .28* .42* 

(4.8) (5.0) (2.2) (2.5) 
Native Mexican .25** .28** -.12 -.09 

(3.0) (3.4) (1.5) (1.1) 
Native black .36** .52** .31** .33** 

(3.8) (4.2) (3.4) (3.0) 
Native white (reference) - - - - 

Parents' Characteristics 
Intact parental family .07 -.01 .05 -.04 

(1.9) (.23) (1.4) (1.3) 
Missing parental family structure -.05 -.05 -.10 -.08 

(.52) (.54) (1.2) (1.0) 
Highest parental education (in years) .17** .18** .14** .13** 

(4.3) (4.1) (3.6) (3.4) 
Total familyincome (in $1,000) 3.87** 4.28** 3.71** 3.43** 

(3.8) (3.7) (3.7) (3.6) 
Missing family income .05 .11 .22** .21** 

(.61) (1.2) (3.1) (2.8) 
Parents' occupation 

Professional, managerial .62** .65** .48** 39** 
(4.3) (4.4) (3.2) (2.8) 

Clerical, service .35** .38** .31** .26** 
(3.5) (3.7) (3.1) (2.7) 

Out of workforce, missing .08 .14 .07 .07 
(.84) (1.4) (.65) (.71) 

Labor (reference) 
Jewish .17* .11 

(2.1) (1.3) 
Parents born before 1950 .17** .16** 

(5.6) (5.1) 
Students' Characteristics 

Male -.02 -.01 -.24** 17** 
(.40) (.12) (7.8) (6.9) 

Oldest child .16** .15** .17** .12** 
(3.1) (3.2) (4.6) (3.8) 

Number of children -.04** -.04** -.02 -.01 
(3.3) (3.4) (1.4) (.91) 

(Continued) 
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Table 4-Continued 

Parents' Expectations Students' Expectations 

Variable (1) (2) (1) (2) 

Length of U.S. residence -.02 -.04* -.04* -.05* 
(1.3) (2.3) (2.2) (2.5) 

English as mother tongue - 1.89** 1.47** 
(5.7) (4.5) 

English proficiency - . 12** . 10** 
(6.0) (4.9) 

Parental (foreign) language proficiency - .00 -.01 
(.06) (.71) 

Constant 6.22** 10.5** 6.94** 8.88** 
(3.0) (3.4) (4.4) (4.0) 

Source: U.S. Department of Education (1994). 
Note: Absolute values of t-ratios in parentheses. 
*p< .05, **p<.01. 

example, the significant positive 
effects of parental education, income, 
and occupation. We used parents' 
Jewish background and age as 
instruments to identify the endoge- 
nous parental expectations in the 
students' expectation equation. 
Earlier tests revealed that neither 
variable has a significant direct effect 
on students' expectations. The effects 
of parents' characteristics on stu- 
dents' expectations are similar to the 
effects on parents' expectations, but 
weaker. 

Students' characteristics also 
shape parents' and children's expec- 
tations. Our results are consistent 
with previous research in that we 
found a positive effect of the oldest 
child and a negative effect of length 
of U.S. residence. However, all else 
being equal, boys have significantly 
lower expectations than do girls. This 
surprising finding may be due to the 
inclusion of parent-child interactions 
in which parents may invest more in 
boys than in girls and/or to the ris- 
ing status of girls and women in both 
academic achievement and socioeco- 
nomic attainment. 

Students' language skills also play 
a role in determining students' 

expectations. Students whose mother 
tongue is English have higher expec- 
tations. Furthermore, the greater the 
English proficiency of a student 
whose mother tongue is not English, 
the higher his or her expectations. 
Proficiency in parents' language does 
not play a role in determining stu- 
dents' expectations. Students' lan- 
guage skills were used as instru- 
ments to identify the endogenous 
students' expectations in the parents' 
expectation equation. We also tested 
and found that students' language 
skills do not directly affect parents' 
expectations. 

With regard to the estimates for 
students' achievement, Table 5 pre- 
sents the HLM estimates for the 
three measures of achievement- 
math, reading, and GPA. These esti- 
mates used predicted parents' expec- 
tations (representing shared family 
expectations) and predicted parent- 
child differences in expectations (rep- 
resenting the disagreement by sub- 
tracting predicted children's expecta- 
tions from predicted parents' expec- 
tations).3 Our fourth hypothesis 
states that the effect of shared family 
expectations is positive and the effect 
of parent-child difference is negative. 
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Table 5. Shared Family Expectations, Parent-Child Differences in Expectations, and Students' 
Achievement (HLM estimates) 

Variable Math Reading GPA 

Student Level 
Endogenous variable 

Shared family expectations (predicted) 3.92** 3.74** .33** 
(47) (44) (51) 

Parent-child difference in expectations -3.43** -3.24** -.30** 
(predicted) (23) (21) (26) 

Immigrant status and ethnicity 
Immigrant Chinese 2.15** -1.08 .12* 

(2.9) (1.4) (2.1) 
Immigrant Filipino -.57 -.30 .11 

(.76) (.39) (1.9) 
Immigrant Korean .79 -.88 -.01 

(.98) (1.1) (.20) 
Immigrant Mexican -3.29** -2.32** -. 16** 

(6.5) (4.4) (4.1) 
Native Mexican -2.18** -.98* -. 10** 

(5.1) (2.2) (3.1) 
Native black -5.93** -5.83** -. 18** 

(21) (20) (8.3) 
Native white (reference) - - 

Parents' characteristics 
Intact parental family .24 -.04 .11** 

(1.6) (.24) (9.0) 
Missing parental family structure .11 -.07 .11** 

(.27) (.16) (3.4) 
Jewish .34 -.40 -.01 

(.62) (.70) (.31) 
Parent born before 1950 .38* .68** .01 

(2.4) (4.2) (.43) 

Students' characteristics 
Male 1.41** - 1.15** -.07** 

(10) (8.2) (6.4) 
Oldest child .16 .93** .02 

(1.1) (6.1) (1.9) 
Number of children .32** .10 .02** 

(5.8) (1.8) (4.8) 
Length of U.S. residence (in years) -.03 .30** -.01 

(.36) (3.1) (.87) 
English as mother tongue .77 7.92** .26* 

(.47) (4.6) (2.0) 
English proficiency -.06 .42** .01 

(.62) (3.9) (.91) 
Proficiency in parental (foreign) language .12** .06 .01** 

(3.0) (1.4) (3.9) 
Average school mean 51.17** 51.09** 2.95** 

(380) (453) (336) 

School Level 
Effect on school means 

Religious private school .88* 2.69** .19** 
(2.2) (7.8) (7.3) 

Nonsectarian private school 7.8 * 6.05** .21** 
(13) (12) (5.3) 

Public school (reference) - - 
School in South - 1.58** 79** .02 

(5.6) (3.3) (1.0) 
(Continued) 
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Table 5-Continued 

Variable Math Reading GPA 

Proportion minority in school -4.27** -4.42** -. 14** 
(7.7) (9.4) (3.9) 

Proportion free school lunch program -8.07** -6.15** -.18** 

(11) (9.8) (3.7) 
% variance explained by school-level variables 52.2 58.9 22.7 

Effect on slope of shared family expectations 
Religious private school -.42 -.42 -.08** 

(1.7) (1.7) (4.2) 
Nonsectarian private school -2.47** -2. 10** -. 12** 

(6.6) (5.5) (4.1) 
Public school (reference) - - 

School in South -.26 -.34* -.03* 
(1.7) (2.1) (2.6) 

Proportion minority in school -.76* -1.31** -.04 
(2.3) (3.9) (1.7) 

Proportion free school lunch program -.90* -.08 .00 
(2.1) (.18) (.15) 

% variance explained by school-level variables 30.5 18.3 25.7 

Source: U.S. Department of Education (1994). 
Note: Absolute values of t-ratios in parentheses. 
*p< .05, **p< .01. 

Our HLM estimation focused on 
the effects of school-level variables on 
the school means of students' 
achievement and the school slopes of 
shared family expectations and par- 
ent-child disagreement. We tested and 
found that the school-level variables 
explain a substantial proportion of 
variance in the school-mean achieve- 
ment and the slope of shared family 
expectations, but they explain little of 
the slope of parent-child differences 
in expectations.4 Our final HLM 
model thus includes the school-level 
effects on school means and the slope 
of the shared family expectations. 

We first discuss the student-level 
variables. The effect of shared family 
expectations on the grand mean 
achievement is positive in sign, large 
in magnitude, and high in signifi- 
cance for all three achievement out- 
comes.5 As expected, shared family 
expectations greatly enhance stu- 
dents' achievement. At the same 
time, the effect of parent-child differ- 
ence is negative in sign, large in 
magnitude, and high in significance 
for all three outcomes. These find- 

ings are consistent with our fourth 
hypothesis.6 

Immigrant status and ethnicity 
have a different effect on the three 
student-achievement outcomes, net 
of their indirect effect through the 
two expectations variables. In math, 
the scores of immigrant Chinese stu- 
dents were 2.15 points higher than- 
those of native white students, and 
the scores of immigrant Korean and 
Filipino students were similar to 
those of native white students. The 
math scores of immigrant and native 
Mexican students were 2-3 points 
lower than those of native whites. 

All the nonwhite students had 
lower reading scores than did the 
white students (although this differ- 
ence is insignificant for Asian immi- 
grant students), and immigrant 
Mexican and native black students 
had the lowest scores. Although the 
bivariate analysis shows an advan- 
tage for immigrant Asian students in 
reading, this multivariate analysis 
reveals that immigrant Asian back- 
grounds are not advantageous, all 
else being equal. It is not surprising 
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to find minority disadvantages in 
reading, since English is not the 
native language of most of the minori- 
ty groups examined here. In addition, 
the tests may reflect the white main- 
stream culture with which minority 
students may not be familiar. 

The GPA of the immigrant 
Chinese students again was higher, 
whereas the GPAs of the immigrant 
Korean and Filipino students did not 
differ from that of the native white 
students. Immigrant and native 
Mexican and black students had 
lower GPAs than did their white 
counterparts. In sum, compared with 
the native white students, the immi- 
grant Chinese students did better in 
math and GPA and were similar in 
reading. The immigrant Filipino and 
Korean students were similar to the 
native white students on the three 
measures of achievement. In con- 
trast, the immigrant Mexican stu- 
dents did worse on all three mea- 
sures of achievement. These results 
partially support our fifth hypothesis, 
that immigrant status and ethnicity 
have direct effects on achievement, 
net of the expectation variables, but 
this effect is significant for immigrant 
Chinese and Mexican students only. 

Most parental characteristics, 
such as education, income, and occu- 
pation, have positive effects on par- 
ents' and children's expectations and 
thus have indirect, positive effects on 
students' achievement. We tested and 
found that parental education, 
income, and occupation do not 
directly affect students' achievement 
when parents' and children's expecta- 
tions are included in the model. For 
the direct effect of parents' character- 
istics, intact family structure is posi- 
tively associated with GPA. An intact 
family may mean closer, more coher- 
ent, supervision at home, which leads 
to greater effort and better behavior 
at school. The children of older par- 
ents did better in math and reading, 

so perhaps older parents consider 
standardized tests more important 
than do younger parents. 

Similarly, most students' charac- 
teristics are significantly associated 
with parents' and children's expecta- 
tions and thus have indirect effects 
on students' achievement. At the 
same time, many students' charac- 
teristics have direct effects on 
achievement. For example, in this 
sample, the boys did better in math 
and worse in reading and GPA than 
did the girls. The gender gap may 
represent the different learning 
opportunities of, attitudes toward, 
and interest in math and English of 
boys and girls (Oakes 1990). Boys 
may exhibit more behavioral prob- 
lems in school, thereby lowering their 
GPA. Also, since we found that the 
girls had higher educational expecta- 
tions than did the boys, girls may be 
more concerned with attaining high- 
er grades, so they can go to college. 

Furthermore, being the oldest 
child improves reading, since older 
children may have greater access to 
family resources and act as models 
for their younger siblings. Having 
more siblings improves math scores 
and GPA significantly and improves 
reading scores at a marginally signif- 
icant level. We interpret this effect to 
be a result of peer stimulation and a 
cooperative learning environment at 
home. 

In addition, two findings that are 
consistent with those of studies of 
language assimilation are that stu- 
dents who have lived longer in the 
United States and those who have 
good English skills, either because 
English is their mother tongue or 
because they have greater proficiency 
in English if it is their second lan- 
guage, have higher reading scores. 
Also, proficiency in parents' foreign 
language has a significant, although 
relatively weak, effect on math scores 
and GPA-findings that support 
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recent studies on bilingualism 
(Portes and Hao in press; Portes and 
Zhou 1993). 

We found that parent-child inter- 
actions in learning increase parents' 
and children's expectations and thus 
indirectly, through expectations, 
improve students' achievement. We 
tested whether parent-child interac- 
tions directly affect achievement and 
found that two measures (extracur- 
ricular activities and parents' 
involvement in other learning activi- 
ties) have little direct effect, while the 
third, parents' involvement in school 
learning at home, exhibits a sign of 
statistical artifact.7 

We now turn to the effects of the 
school-level variables. Concerning 
school means of students' achieve- 
ment, the type of school matters 
because private schools, particularly 
nonsectarian private schools, pro- 
duce students with higher math and 
reading scores and higher GPAs than 
do public schools. Regional location 
matters in that schools in the South 
tend to have students with lower 
math and reading scores. Larger pro- 
portions of minorities and recipients 
of free-lunch programs predict lower 
math and reading scores and lower 
GPAs-findings that are consistent 
with previous research. Overall, the 
school-level variables explain a sub- 
stantial portion of the variation in 
the school means of students' 
achievement: over half for math and 
reading scores and about a quarter 
for GPA. 

School-level variables also shape 
the slope of shared family expecta- 
tions. As was mentioned earlier, the 
average slope of shared family expec- 
tations is positive for the three mea- 
sures of achievement. A negative 
effect of a school-level variable on the 
slope of shared family expectations 
indicates that the slope becomes flat- 
ter,8 while a positive effect means 
that the slope is steeper. The effect of 

private schools, particularly nonsec- 
tarian private schools, is negative, 
indicating that the positive effect of 
shared family expectations becomes 
weaker for children in private 
schools than those in public schools. 
This finding is analogous to the find- 
ing regarding the weaker effect of 
SES in private schools in the educa- 
tional literature. The underlying 
mechanisms causing this difference 
by school type may include a smaller 
variation in shared family expecta- 
tions among private school students 
and a greater positive impact of the 
school than of the child's family in 
the context of private schools. 

We also found that a greater pro- 
portion of minority students in the 
student body weakens the positive 
effect of shared family expectations. 
Here, the mechanism may be differ- 
ent: It is the negative effect of schools 
with more minority students that over- 
whelms the positive effect of shared 
family expectations. Overall, the 
school-level variables explain about 
20-30 percent of the variation in the 
slope of shared family expectations. 

CONCLUSION 

Our motivation for conducting the 
study was a concern over the sub- 
stantial gap in educational attain- 
ment between immigrant Asian and 
Mexican students. We approached 
this issue from the standpoint of par- 
ent-child relationships, ethnic differ- 
ences, and educational expectations. 
Using the concept of social capital to 
integrate theories from the educa- 
tional and immigration literature, we 
hypothesized that ethnic culture, 
ethnic solidarity, contexts of recep- 
tion, modes of incorporation, and 
parent-child interactions in learning 
activities are forms of between- and 
within-family social capital that stim- 
ulate parents' and children's educa- 
tional expectations and their agree- 
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ment and facilitate children's higher 
academic achievement. 

Family Social Capital 

Several of our findings are impor- 
tant for furthering the understanding 
of the process by which the family 
influences children's achievement. 
First, within-family social capital, 
generated from parent-child interac- 
tions in learning activities, is an 
important mechanism through which 
parents' educational expectations are 
transmitted and children's educa- 
tional expectations are reinforced. 
Our analysis shows that the recipro- 
cal relationship between parents' and 
children's expectations, documented 
in the educational literature, disap- 
pears when parent-child interactions 
in learning activities are taken into 
account. Since both parents' and 
children's expectations determine 
children's achievement, the process 
through which parental expectations 
are transmitted and parent-child 
agreement is reinforced is an area in 
which public policies and interven- 
tions can be used to enhance educa- 
tional equality. 

Second, our analysis of the with- 
in-family process deals with the 
causes and consequences of both the 
agreement of and differences in par- 
ents' and children's expectations. We 
found that higher levels of parent- 
child interactions in learning activi- 
ties increase parents' and children's 
expectations, thereby increasing 
agreement and reducing differences. 
We also confirmed the positive effect 
of shared family expectations and the 
negative effect of differences in par- 
ents' and children's expectations on 
students' achievement. These find- 
ings highlight the importance of par- 
ent-child concordance in expecta- 
tions, consonant acculturation, and 
school-family coordination in 
enhancing students' achievement. 

Third, the family also influences 
students' achievement through 
between-family social capital gener- 
ated from the relationships between 
the family and the neighborhood, the 
community, the labor market, and 
the local economy. Among immi- 
grants, close and supportive net- 
works in the ethnic community, a 
strong ethnic economy, acceptance 
by the primary labor market, entre- 
preneurship in the local economy, 
and norms and values sustained by 
the ethnic group are important 
sources for forming and maintaining 
parents' and children's high educa- 
tional expectations and for facilitat- 
ing students' high achievement. 

Our study used immigrant status 
and ethnicity as a proxy for this mul- 
tifaceted between-family social capi- 
tal. We found a positive indirect 
effect of between-family social capital 
on achievement through expecta- 
tions. After controlling for parent- 
child interactions and parents' and 
children's characteristics, we discov- 
ered that immigrant Chinese and 
Korean parents and children have 
higher educational expectations than 
do immigrant Mexican parents and 
children. Thus, ethnic background 
has a greater indirect effect for immi- 
grant Chinese and Korean students 
than for immigrant Mexican stu- 
dents. In addition, ethnic back- 
ground has a direct positive effect on 
achievement for immigrant Chinese 
students but a direct negative effect 
for immigrant Mexican students. 
Given the relatively lower levels of 
parent-child interactions among 
immigrant Chinese and Mexicans, we 
suggest that it is between-family 
social capital, rather than within- 
family social capital, that both direct- 
ly and indirectly affects achievement 
among immigrant Chinese and 
Mexican students. 

With this improved understanding 
of the family's role in influencing stu- 
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dents' achievement, we are able to 
provide better explanations for the 
differences in academic achievement 
between immigrant Asian and immi- 
grant Mexican children. Our results 
confirm the importance of parental 
education, income, and occupation. 
However, the differences in achieve- 
ment remain after parental SES is 
controlled. Thus, as our analysis 
shows, within-family and between- 
family social capital are key to 
explaining the differences in achieve- 
ment. Specifically, lower levels of par- 
ent-child interactions lead to lower 
expectations among immigrant 
Mexican parents and children than 
among their immigrant Asian coun- 
terparts. Although immigrant status 
increases Mexican parents' expecta- 
tions, this advantage does not pay off, 
since the expectations of immigrant 
Mexican parents and children tend to 
disagree more than do those of immi- 
grant Asian parents and children. 
Hence, for immigrant Mexicans, 
shared family expectations are low 
and parent-child differences in expec- 
tations are high, both of which con- 
tribute to the lower achievement of 
immigrant Mexican students. 

In addition, issues in the immi- 
grant Mexican community, such as 
the lower value placed on education, 
a weaker ethnic economy and ethnic 
solidarity, and more limited accep- 
tance by the local economy than in 
immigrant Asian communities, mean 
a lower level of between-family social 
capital, which further decreases aca- 
demic achievement among immigrant 
Mexican students. Moreover, given 
their relatively lower SES, immigrant 
Mexican children are more likely to 
attend public schools that have 
many minority and low-SES stu- 
dents. These schools tend not only to 
be of lower quality and produce stu- 
dents whose achievement is low but 
to reduce the positive effect of shared 
family expectations on achievement. 

However, we note that immigrant 
Mexican students have an advantage 
that immigrant Asian students 
lack-knowledge of their parents' 
language. We found that proficiency 
in the parental language significantly 
improves math scores and GPA. An 
immigrant student who was profi- 
cient in his or her parents' language 
would improve his or her math 
scores by 2.4 points and GPA by .2 
points, all else being equal. This is 
evidence that knowledge of an addi- 
tional language is a valuable asset. 
Immigrant Mexican students exhibit 
high rates of parental language 
retention, whereas immigrant Asian 
students rapidly lose their parental 
language (Portes and Hao in press), 
which gives immigrant Mexican stu- 
dents an advantage in educational 
achievement over immigrant Asian 
students. 

Increasing Parent-Child 
Interaction 

Our findings provide policy mak- 
ers with clear evidence to support 
specific programs that will increase 
the educational achievement of all 
children, immigrant or native. First, 
we documented the contributions of 
parents' and children's high educa- 
tional expectations and a high level 
of agreement between parents and 
children regarding these expecta- 
tions to students' educational 
achievement. Second, we found that 
parent-child interactions in learning 
raise both parents' and children's 
expectations and increase the agree- 
ment in expectations between them. 
Through their effect on expectations, 
parent-child interactions in learning 
can raise students' achievement. 
Therefore, they give professionals 
the opportunity to provide public 
and private interventions that 
attempt to enhance students' 
achievement. 
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Programs to increase parent-child 
interactions in learning can be con- 
structed and supported at all levels- 
from the local level (such as the 
school, community group, and muse- 
um) through the national level. These 
programs should encourage a mix of 
learning interactions (from being 
involved with schoolwork to both for- 
mal and informal extracurricular 
activities), given our finding that dif- 
ferent types of interactions differen- 
tially affect parents' and children's 
expectations. These programs may 
be especially important for the low- 
achieving immigrant ethnic groups. 
The high-achieving immigrant ethnic 
groups can offset the lack of parent- 
child learning interactions through 
strong between-family social capital 
that raises expectations and agree- 
ment. However, since the low-achiev- 
ing immigrant ethnic groups may 
lack strong between-family social 
capital, stimulating within-family 
social capital offers an alternative 
route to raising their children's edu- 
cational achievement. 

NOTES 

1. Some previous studies were 
concerned with the relatively small 
Asian ethnic groups and the relatively 
large groups of native white students. 
One practice in the past was to select 
a subgroup from the white sample. 
We decided to keep the full sample of 
whites in our analysis for two rea- 
sons. First, large samples increased 
the testing power, particularly when 
we pooled all groups in our analysis. 
Second, the unbalanced group sizes 
did not create harmful results in our 
multivariate analysis. Nonetheless, we 
are cautious in interpreting the effects 
of the Asian ethnic groups; that is, a 
less restrictive significance level 
should be applied to such variables. 

2. HLM has not yet incorporated 
the TSLS estimator. 

3. This method is equivalent to 
using another pair of variables: pre- 
dicted student's expectations (repre- 
senting shared family expectations) 
and predicted child-parent differ- 
ences in expectations (representing 
disagreement), obtained by subtract- 
ing predicted parents' expectations 
from predicted student's expecta- 
tions. 

4. We also tested the effects of 
school-level variables on the slopes of 
other student-level variables, such as 
length of U.S. residence and lan- 
guage skills, and found that the 
school-level variables explain little 
variation of these slopes. 

5. The standard errors of the pre- 
dicted value of shared family expec- 
tations could have been smaller if we 
used the actual value. We did not 
bother to correct them because of the 
very high levels of significance for 
these variables; that is, correction of 
the standard error would not affect 
our conclusions. The same situation 
applies to the estimates of parent- 
child difference in expectations. 

6. We tested the relationship 
between expectations and outcomes 
using cross-sectional data, and the 
model does not include the potential 
feedback effect of past outcomes on 
the adjustment of parents' and chil- 
dren's expectations. Thus, the 
causality remains tentative. Future 
research may want to investigate 
how current expectations adjust to 
previous changes in achievement and 
how the adjusted parents' and child 
expectations and their concordance 
affect current and future outcomes 
using longitudinal data and dynamic 
models. 

7. When parents' involvement in 
school learning at home is included 
together with expectation variables 
in the model, the coefficient for par- 
ents' involvement is negative, large 
in magnitude, and highly significant. 
At the same time, the coefficient for 
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shared family expectations increases 
markedly in magnitude. This statis- 
tical artifact may be a result of the 
partial collinearity between parents' 
involvement in school learning at 
home and shared family expecta- 
tions, since the correlation of these 
estimates is substantially large 
(around .7). We also note that par- 
ent-child interactions are not them- 
selves exogenous and that the rela- 
tionship between parent-child inter- 
actions and expectations may be 
reciprocal. However, an investigation 
of these more complicated relation- 
ships is beyond the scope of this 
article. 

8. If the absolute value of a nega- 
tive effect of a school-level variable on 
the slope of a student-level variable is 
greater than the absolute value of a 
positive average slope, the latter will 
change signs and becomes negative. 

APPENDIX A 

Technical Notes 

We approached the issue of par- 
ents' and students' educational 
expectations and their differences 
using a decomposition. Let yiJ be 
expectations for the ith family and j = 
1, 2, representing parent and stu- 
dent, respectively. The decomposition 
of the observed variates into 
between-family and within-family 
components is 

(1) yij=yi+(yij-yi) 
which is a frequently-used decompo- 
sition in studies on sibling resem- 
blance, husband-wife interaction, 
change over time, and so forth 
(Hauser 1988). To fit our analysis 
better, we changed the notations. Let 
fi denote the between-family compo- 
nent, which we termed "shared fami- 
ly expectations," and dpi and dsi 
denote the within-family component 
for the parent and student, respec- 

tively. Also let Pi be the parent's 
expectations and Si be the student's 
expectations in the ith family. Then 
parent-child differences in expecta- 
tions can be expressed as 

(2) Pi-Si = (f +dpi)-(f +dsi) = dpi-dsi. 
We are interested in the effects of 

shared family expectations and par- 
ent-child differences in expectations 
on students' achievement. The fore- 
going decomposition helped us 
achieve this goal, as is shown next. 

Let Ai be an achievement measure 
for the ith student. It is a function of 
the parent's and child's expectations 
and other factors, such as immigrant 
status and ethnicity, parents' and 
students' characteristics, and school 
characteristics. For simplicity, we 
dropped the other factors, the con- 
stant, and the error term: 

(3) Ai = y1Pi+ y2Si, 
which can be expressed using a dif- 
ferent parameterization for the 
expectation variables: 

(3') Ai = IlPi+i2(Pi-Si) 
The parameters in Equation 3 are lin- 
ear to the parameters in Equation 3': 
rl = ,i1+i'2 and 72 = 

-i2 or i1 = yl+y2 

and i2 =-X2 

Using the decomposition terms, 
Equations 3 and 3' can be expressed 
as 

(4) Ai = yj (fj+dp)+y2(fj+dsj) 
and 

(4') Ai= X1 (fi+dPi)+X2(dpi-dsj) 
Thus, k, is the parameter for shared 
family expectations, constraining an 
equality of parameters between 
shared family expectations and the 
increment in expectations of the par- 
ent (or the student-the equation not 
shown here for simplicity), which is a 
reasonable constraint. And X2 is the 
parameter for parent-child difference 
in expectations. 
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The psychometric literature (see, 
for example, Cronbach and Furby 
1970) has long been concerned with 
the measurement of difference scores 
of two variables. Several aspects dis- 
tinguish our model, as well as our 
measurement of difference, from past 
work. First, Equation 3' is mathemat- 
ically equivalent to Equation 3, which 
has been used in the literature. 
Therefore, if both parents' and chil- 
dren's expectations affect children's 
achievement, then Equation 3' with 
the expression of "difference" (Pi-Si) 
must be accepted. One fallacy in past 
research that attempted to model dif- 
ference was the failure to control for 
the level of shared family expecta- 
tions. A model with only the differ- 
ence but no shared level forces either 
parents' or children's expectations to 
have a countertheoretical effect, 
thereby misspecifying the model. 

Second, since the parameters in 
Equation 3' are linear to the parame- 
ters in Equation 3, we could obtain 
the estimates for the shared-level dif- 
ference by estimating Equation 3. In 
this way, we were free from undesir- 
able psychometric properties of dif- 
ference scores. 

Third, we used a TSLS method (an 
instrumental variable approach) to 
predict parents' and children's expec- 
tations. We used the predicted values 
of parents' and children's expecta- 
tions in estimating Equation 3 (which 
is the same as using predicted par- 
ents' expectations and the difference 
between predicted parents' and chil- 
dren's expectations in estimating 
Equation 3'). The instrumental vari- 
able approach offers a superior esti- 
mator for the parent-child difference 
than the one suggested by Cronbach 
and Furby (1970). This estimator 
separates the predicted values from 
both the random error and the corre- 
lation between the two error terms of 
the equations for parents' and chil- 
dren's expectations. 

APPENDIX B 

Descriptive Statistics of Variables 

Variable Mean SD 

Dependent Variables 
Math 51.20 10.3 
Reading 51.06 10.1 
GPA 2.93 .7 

Endogenous Variables 
Parents' educational 
expectations 15.21 2.1 

Students' educational 
expectations 15.55 2.0 

Exogenous Variables 
Immigrant status and ethnicity 
Immigrant Chinese .01 .11 
Immigrant Filipino .01 .11 
Immigrant Korean .01 .09 
Immigrant Mexican .04 .20 
Native Mexican .04 .20 
Native black .13 .34 
Native white .76 

Parent-child interaction 
Parents' involvement in 

school learning at home .01 .6 
Extracurricular activities .02 .5 
Parents' involvement in 

other learning activities .09 .7 
Parents' Characteristics 
Intact parental family .63 .5 
Missing parental family structure .03 .2 
Highest parental 
education (in years) 14.04 2.6 

Total family income (in $1,000) 40.04 37.6 
Missing family income .04 .2 
Parental occupation 
Professional, managerial .45 .5 
Clerical, service .42 .5 
Labor (reference) .07 
Out of workforce, missing .06 .2 

Jewish .02 .1 
Parents born before 1950 .60 .5 

Students' Characteristics 
Male .50 5 
Oldest child .39 .5 
Number of children 2.47 1.3 
Length of U.S. residence 

(in years) 12.86 1.0 
English as mother tongue .85 .4 
English profficiency 2.19 5.4 
Parental (foreign) language 

proficiency 1.76 4.6 
School characteristics 
Religious private school .13 .3 
Nonsectarian private school .06 .2 
Public school (reference) .81 
School in south .37 .5 
Proportion minority in school .25 .3 
Proportion free school lunch 

program .22 .2 
N 17,912 

Source: U.S. Department of Education (1994). 
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