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This study is concerned with the problem of determining whether there 

is a relationship between achievement and specific ethnic and profile 

characteristics of Anglo-American and Mexican-American junior and senior 

high school students who are enrolled in a large metropolitan public school 

district. The purposes include (a) delineation of demographic data on these 

students in terms of specific group membership, gender, age, and educational 

concerns; (b) identification of the attitudes and values of these students; 

(c) evaluation of the relationships between the demographic data and the 

degree to which ethnic membership and interpersonal concerns impact 

participation in the classroom. 

The study population sample is composed of 2,234 junior high school 

students and 1,653 senior high school students from the Houston Independent 

School District enrolled during the Fall Semester of the 1989-1990 academic 

year. The total sample for the study is composed of 400 randomly selected 

students from this population which is stratified into ethnicity, gender, and 

academic level. 



The first survey instrument used for this study, Attitude Toward 

Education and Teachers Scale, produced a 22.5% response rate for the 

Anglo-American respondents and a 48.5% response rate for the 

Mexican-American respondents. The second survey instrument used for this 

study, Mexican-American Interaction Scale, produced a 48.5% response rate 

for the Mexican-American respondents. Response frequencies and 

percentages were gathered to show degree of concern for each problem and 

the characteristics of the students. Mean scores to show the average degree of 

concern are also reported for each potential problem. Mann-Whitney U Test 

was used to show every possible association between concerns and 

demographic variables. 

The findings indicate that familial structure, value orientation, 

self-esteem, the degree to which English is spoken in the home, honor, and 

acculturation are important factors impacting academic and career orientation 

of Anglo-American and Mexican-American adolescents. 
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CHAPTER 1 

INTRODUCTION 

It has long been recognized that the level of educational attainment of 

Mexican-American adolescents is below that of other American ethnic groups. 

Sanchez (1932), Erickson (1981), and Garcia (1982) have proposed that a 

system of values different from that of Anglo-American culture has contributed 

to some of the difficulties Mexican-American adolescents experience in school. 

Observable performance among adolescent Mexican-American students 

indicates differences may place Chicano students at a disadvantage and, 

furthermore, may cause these students to come into conflict with the value 

system represented by the Anglo-dominant educational environment (Galarza, 

1981). 

Recent studies (Casas & Atkinson, 1981; Frazier & de Blassie, 1982) 

suggest an ideational concept which recognizes specific characteristics and 

values of Chicano culture that are likely to produce differences among 

Mexican-American adolescents in outlook and behaviors from that of their 

Anglo-American peers. Proponents of this culture-personality issue contend 

that traditional Chicano cultural characteristics hinder the adjustment and 

acculturation of adolescent Mexican-Americans into the educational system. 



They further note the need for parental approval and participation before 

Mexican-American adolescents excel in school even though they possess 

potential for academic success (Saracho, 1983; Schon, 1982; Valdiviesco, 1986; 

Vigil, 1982). 

Statement of the Problem 

The problem of this study is the relationship between the cultural values 

and achievement of Mexican-American and Anglo-American junior and senior 

high school students. 

Purposes of the Study 

The purpose of the study is to determine whether there is a relationship 

between achievement and specific ethnic and profile characteristics of the 

student as measured by the Attitude Toward Education and Teachers Scale 

and the Mexican-American Interaction Scale. 

Specifically, the purposes of this study are: 

1. To detect some of the sociocultural differences between 

Mexican-American and Anglo-American junior and senior high school students. 

2. To determine how these characteristics are related to the language 

background and socioeconomic status of Mexican-American junior and senior 

high school students. 



3. To ascertain how these sociocultural characteristics are related to 

various achievement measures for Mexican-American and Anglo-American 

junior and senior high school students. 

Research Hypotheses 

To accomplish the purposes of this study, the following hypotheses was 

tested: 

1. Mexican-American junior and senior high school students will 

communicate attitudes considered less favorable by the dominant culture than 

Anglo-American junior and senior high school students as measured by the 

Attitude Toward Education and Teachers Scale based on: (a) school 

affiliation, (b) achievement, (c) self-acceptance, (d) self-security, (e) social 

maturity, and (f) motivation. 

2. Mexican-American junior and senior high school students will score 

lower on intercultural association and higher on the rejection of 

Anglo-American junior and senior high school students as measured by the 

Attitude Toward Education and Teachers Scale based on: (a) familial 

affiliation, (b) cultural values of school personnel, and (c) Anglo-dominant 

curriculum. 

3. Mexican-American junior and senior high school students will score 

higher on the ability to influence a larger proportion of ethnic peers than will a 

comparable percentage of Anglo-American junior and senior high school 



students exert on their ethnic peers as measured by the Attitude Toward 

Education and Teachers Scale based on: (a) roles of dominance and 

submission in interpersonal relationships and (b) degree of authoritarian 

control by parents. 

4. Mexican-American junior and senior high school males will express a 

stronger affinity toward Hispanic culture than will Mexican-American junior 

and senior high school females as measured by the Mexican-American 

Interaction Scale based on: (a) familial achievement and (b) social confidence. 

5. Mexican-American junior and senior high school males will express 

more hostility toward female authority figures than will Anglo-American junior 

and senior high school males as measured by the Attitude Toward Education 

and Teachers Scale based on male ethnic affiliation. 

6. Mexican-American junior and senior high school students will score 

^ higher on resisting discipline than will Anglo-American junior and senior high 

^ school students as measured by the Attitude Toward Education and Teachers 

Scale based on: (a) egalitarianism and (b) self-esteem. 

7. Mexican-American junior and senior high school females will score 

higher on the need to acquire knowledge of Hispanic cultural and historical 

values than will Mexican-American junior and senior high school males as 

measured by the Mexican-American Interaction Scale based on: 

(a) self-esteem of Mexican-American females and (b) peer affiliation. 



Delimitations of the Study 

This study will be limited to data collected from Mexican-American and 

Anglo-American students enrolled in junior and senior high schools in the 

Houston Independent School District, Houston, Texas, during the 1989-1990 

school year. 

Basic Assumptions 

It is assumed that the urban life values and concerns of 

Mexican-American and Anglo-American junior and senior high school students 

can be identified from the responses of the participants to the survey 

instruments. Because the identification of the respondents to the survey is 

confidential, it is further assumed that the participants will be truthful in 

answering the scaling reports on the survey instruments. 

Definition of Terms 

The following terms will have restricted meaning and are thus defined 

for this study: 

Acculturation will be defined as the process by which a society 

undergoes profound cultural change as the result of prolonged contact with the 

culture of another society. 

American will be defined as any person born in the United States or 

who has acquired United States citizenship through naturalization. 



Anglo-American will be defined as an American born to a Caucasian 

mother and father without Iberian, Mexican, Cuban, Puerto Rican, or South 

American origin. 

Assimilation will be defined as the socio-cultural fusion wherein 

individuals and groups of differing ethnic heritage acquire the basic habits, 

attitudes, and modes of life of an embracing national culture. 

A traditional community will be defined as a Mexican-American 

community whose members carry out most of the activities necessary for daily 

living by emphasizing particular ethnic interests shared by that community. 

Biculturalism will be defined as the ability to behave on occasions 

according to selected patterns of a culture other than one's own. 

Bilingual will be defined as any individual proficient in two languages, 

one of which must be the mother tongue used predominantly at home. In this 

study, bilingual refers to the Spanish-English combination where Spanish is the 

mother tongue, and English is the acquired tongue. 

Bilingual education will be defined as a program utilizing one's native 

language for developing skills and concepts according to one's level, while also 

teaching English skills. 

Dominant language will be defined as the language that the student 

speaks at home. 

Home language will be defined as the language spoken in the home. 



Mexican-American will be used to designate an American of Mexican 

ancestry either by birth or naturalization. In this context, the terms 

Mexican-American and Chicano are used interchangeably. 

Monolingual will be defined as a person who speaks only one language 

(i.e., a monolingual Spanish speaker or a monolingual English speaker). 

Native language will be defined as the language that one acquires in 

early years which becomes one's natural instrument of thought and 

communication. 

N achievement will be defined as reflecting the views of junior and 

senior high school students on the motivation to excel in academics as 

measured by the Attitude Toward Education and Teachers Scale. 

N affiliation will be defined as reflecting the views of junior and senior 

high school students on intercultural association as measured by the Attitude 

Toward Education and Teachers Scale. 

N power will be defined as reflecting the views of junior and senior high 

school students on the specific needs of interpersonal relationships as 

measured by the Attitude Toward Education and Teachers Scale. 

N rejection will be defined as reflecting the views of junior and senior 

high school students on the specific feelings of isolation as measured by the 

Attitude Toward Education and Teachers Scale. 

Projective technique will be defined as situational picture stories which 

interact in settings related to education. 
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Socioeconomic status will be defined as the position an individual or 

family occupies in the prestige hierarchy of a society and is most often 

described in terms of the social prestige of a person's occupation or 

educational level. 

Spanish-speaking American is used to refer to the following cultural 

groups: Chicanos, Puerto Ricans, Cubans, Latins, and other Hispanics. 

Significance of the Study 

Of paramount importance is to focus on the perception of action 

concerns among Anglo-American and Mexican-American adolescents. Because 

self-acceptance is related to positive self-esteem, data concerning attitudes and 

preferences will assist in the investigation of the self-concepts of ethnic 

adolescents. A need for research in this direction is prompted by the lack of 

materials which give a current analysis of the topic. Because most prevalent 

research treats the subject in the manner in which it existed a quarter of a 

century ago, numerous recommendations exist for research into this area. 

Organization of the Study 

Chapter 2 presents a review of the literature which investigates the 

affective, cognitive, and behavioral orientations of Mexican-American and 

Anglo-American junior and senior high school students. Chapter 3 contains a 

description of the two educational institutions involved in the study, describes 

the population, introduces the two survey instruments, delineates the 



procedures of administering the survey instruments, and presents the methods 

used in collecting and analyzing the data. Chapter 4 presents the data analysis 

and the findings from the survey instruments. The results from each 

educational institution are presented in appropriate tables. Chapter 5 includes 

a summary of the study, discusses the findings, presents conclusions, and makes 

recommendations for further research. 
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CHAPTER 2 

REVIEW OF RELEVANT LITERATURE 

It is apparent after reviewing the research literature that there is a 

paucity of empirical studies on the relationship between achievement and the 

profile characteristics of Mexican-American adolescents. Prior to the United 

States Commission on Civil Rights (USCCR) 1971 study on the education of 

Mexican-American in the Southwest, no comprehensive educational report had 

been made which concentrated exclusively on the isolation of Hispanics in the 

public schools. Until the publication of this six part series, there had been few 

studies on the relationship between equal educational opportunities for 

Mexican-Americans and their self-esteem. It was not until after the 

publication in 1973 of the final report by the United States Commission on 

Civil Rights that increased public awareness prompted a number of studies on 

the relationship between self-concept and achievement of Mexican-American 

adolescents. 

In this chapter, three types of literature are presented. The first section 

introduces literature related to the demographic characteristics of 

Mexican-Americans. In the second section, pertinent sociocultural studies of 

achievement among Mexican-American adolescents are reviewed. The third 

11 
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section presents relevant educational and sociological studies on 

Mexican-American adolescents involving direct observation of student-teacher 

interaction in the classroom. 

Mexican-Americans in Junior and Senior High School 
Demographic Profile 

Until the United States Commission on Civil Rights launched its 

Mexican-American Education Study in 1969, no comprehensive effort had been 

made to focus exclusively on the issue of equal educational opportunities for 

Mexican-Americans. Studies conducted by Brace (1967), Coleman (1966), and 

Knowlton (1964) for the Office of Education on public welfare and the 

disadvantaged American had included Mexican-Americans as one of six racial 

and ethnic groups. Other than a brief staff working paper (U.S. Department 

of Health, Education, and Welfare, 1968), the Office of Education Survey did 

not pay much attention in its analysis of the unique conditions and problems 

faced by Chicanos. Dunbar (1987) noted that in 1969 70% of Hispanics felt 

the federal government was appropriating insufficient money to improve the 

educational opportunities of the poorer school districts in the Southwest. 

Numerous studies by individual researchers had been conducted on the 

education of Spanish-speaking children of the Southwest, but these had been 

limited both in substantive content and in the scope of the population (Beals 
» 

& Humphrey, 1957; Carter, 1970; Davis, 1990; Manuel, 1930; Manuel, 1965). 

With the approach of the 1970s, many Mexican-Americans were coming into 
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their own politically; however, they were being stymied by numerous barriers 

associated with demands by Anglo-Americans for reduced government 

spending on social welfare programs and education (de la Garza & Brischetto, 

1983; Mirande, 1985). 

It was not until the 1968-1969 school year that data were available on 

the enrollment of Chicano students in the schools and districts of the 

Southwest. In 1967 the Office of Civil Rights at the Department of Health, 

Education, and Welfare (HEW), under Title VI of the Civil Rights Act of 

1964, began collecting enrollment data on blacks, whites and others. A more 

detailed classification was made in 1968 to include Spanish-surnamed 

Americans, American Indians, and Orientals (U.S. Commission on Civil Rights, 

1972a). On the basis of enrollment figures by ethnic groups provided by the 

HEW Title VI Survey of districts and schools for analysis in the 

Mexican-American Education Study, three broad areas of inquiry guided the 

research: 

1. What current practices in Southwestern schools appear significantly 
to affect educational opportunities for Mexican-Americans? 

2. What current conditions in Southwestern schools appear significantly 
to affect educational opportunities for Mexican-Americans? 

3. What are the significant relationships between practices and 
conditions and the educational outcomes for Mexican-Americans? 
(Henderson & Merritt, 1969, p. 39) 

The USCCR's research was conducted in three phases. The first phase 

entailed the analysis of data collected in the fall of 1968 HEW Title VI 
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Elementary and Secondary School Survey for the five Southwestern states 

where most of the Mexican-American students of the United States were 

located. The second phase involved two mailed questionnaire surveys: one a 

sample of 538 school districts of at least 10% Mexican-American student 

enrollment and the other a sample of 1,166 schools within those districts. The 

third phase consisted of a field survey of a sample of 52 schools involving 

direct observation of student-teacher interaction in the classroom and 

interviews with principals, counselors, and teachers. The findings of the three 

phases of the Mexican-American Education Survey were published in six 

reports (U.S. Commission on Civil Rights, 1971a; 1971b; 1972a; 1972b; 1973a; 

1973b). 

The Southwestern Schools Study was designed as a follow-up to the 

USCCR's 1969 survey of districts. This 1972 study was designed to gather 

more extensive data on school districts and add a longitudinal dimension to the 

data already available through the 1967 HEW and the 1968 USCCR surveys of 

districts. Furthermore, since the USCCR survey of districts was limited to 

districts of 10% or more Mexican-American student enrollments, the 

Southwestern Schools Study was extended to include a subsample of districts 

with less than 10% of any minority group (de Burciaga, 1974). 

The broad research questions addressed in the Southwestern Schools 

Study were basically three: 
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1. What types of inequities in educational opportunity, if any, exist 
among schools and districts of different ethnic composition in the 
Southwest? 

2. What changes, if any, in inequities occurred on the district level 
during the three years since the USCCR survey (i.e., 1969 to 1972)? 

3. What are the attitudes and opinions of superintendents with respect 
to different approaches and programs for the Mexican-American 
student? (de Burciaga, 1974, p. 53) 

In order to answer these questions, data collected in the HEW Fall, 

1968, Title VI surveys of districts and schools and in the USCCR Spring, 1969, 

surveys of districts and schools were analyzed. The data analyzed in the 

Southwestern Schools Study were collected in five different mailed 

questionnaire surveys. 

According to the conceptual view, Chicano lifestyles are seen as 

"pathological" in that they handicap the student's learning process. The source 

of this handicap may be viewed as genetic or cultural. Vaca (1970a, 1970b), in 

his review of the social science literature on the Mexican-American, refers to 

these two pejorative models as biological determinism and cultural determinism. 

The biological model has been replaced by the social science and 

compensatory education literature. Chicano students' poor performance in 

school and I.Q. tests, instead of being attributed to innate biological inferiority 

of their group, is now seen as the result of cultural characteristics learned at 

home and among peers (Aptekar, 1983; Arciniega, 1981; Chandler, 1979; 

Gonzalez, & Roll, 1985; Hernandez, 1967a; 1967b; Hernandez, 1982; 
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McKenzie & Crider, 1980; Mirande, 1985; Rodriguez, 1984; Romero, 1966). 

Nowhere is the pathological view of Mexican-American culture more apparent 

than in the literature dealing with the Chicano family. Heller's study entitled 

Mexican-American Youth: Forgotten Youth at the Crossroads is typical of the 

literature depicting deficient socialization in the Chicano home environment 

(Heller, 1966). 

The United States Census of 1970 identified 9,072,602 persons as having 

Spanish surnames. Of that number, 4,532,435 legal residents were enumerated 

as Mexican-Americans. (The major subgroups of the Hispanic population in 

the United States as identified in the Census of 1970 are shown in Table 1.) 

The United States Census of 1970 also concluded that if illegal Mexican 

aliens were included in the data, the majority of residents of Mexican descent 

in the United States would be foreign-born. Data of even greater significance 

revealed by the census were that the majority of Mexican-Americans and 

illegal Mexican residents were not predominantly rural but rather that the 

majority lived in urban areas. Because of large numbers of undocumented 

aliens in 1970, it was difficult to determine the exact number of Hispanics in 

the United States. 

The Census of 1970 identified Mexican-Americans as the ethnic group 

with the highest poverty and unemployment rates among all ethnic groups 

listed in the report (Bressler, 1971). Suter (1971) reported that 28% of all 

Mexican-Americans lived below the poverty level in 1970. Between 1960 and 
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Table 1 

Ethnic Origins of Hispanic Population in the United States-1970 

Ethnic Origins % 

Mexican 49.95 

Central and South American 16.60 

Puerto Rican 15.75 

Iberian 8.15 

Cuban 6.05 

Dominican 1.00 

Other 2.50 

Note. From United States Bureau of the Census. 

1970 the completion rate in secondary school for Mexican-Americans rose 

from 46.3% to 55.2%. During the same time frame, high school dropouts 

among Mexican-Americans declined by 20% (Taronji, 1974). 

The demographic data of 1970 revealed some dismal statistics regarding 

years of school completed by Mexican-Americans. Approximately 310,000 

Mexican-Americans had between 1 and 3 years of high school and 307,000 had 
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completed high school. These figures refer to 6.8% and 6.7% respectively of 

the overall Mexican-American population in 1970 (Taronji, 1974). 

In 1980, according to the United States Census report, the population of 

persons having Spanish surnames increased from 9,072,602 in 1970 to 

14,603,683. Of that number, 8,670,632 legal residents were enumerated as 

Mexican-Americans (U.S. Department of Commerce, 1982, 1983, 1984). (The 

major subgroups of the Hispanic population in the United States as identified 

in the Census of 1980 are shown in Table 2.) 

Table 2 

Ethnic Origins of Hispanic Population in the United States-1980 

Ethnic Origin % 

Mexican 59.95 

Puerto Rican 13.55 

Central and South American 12.70 

Iberian 7.15 

Cuban 5.25 

Dominican .75 

Other .65 

Note. From United States Bureau of the Census. 
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The United States Bureau of the Census reported in 1990 that there 

were 22.4 million people of Hispanic origin in the United States, an increase of 

40% from the Census of 1980 (Haub, 1991). The data also revealed that 

Hispanics constituted 9% of the nation's population which had increased by 

23.1 million since the Census of 1980. By comparison, the Anglo population 

grew by 3.6%, well below the national average of 10.2% (U.S. Department of 

Commerce, 1990). (The major subgroups of the Hispanic population in the 

United States as delineated by the United States Bureau of the Census of 1990 

are shown in Table 3.) 

The magnitude of the increment in the Hispanic population becomes 

more meaningful when one realizes that Table 3 does not include 

undocumented aliens. The inexactness of demographic data further confounds 

the census experts because the largest number of legal and undocumented 

aliens are native-speakers of Spanish (Dillin, 1990; Pastora & McCready, 

1985). Data indicate that the majority of undocumented aliens come from 

Mexico (Froomkin, 1991). 

There is consensus among population statisticians that the Hispanic 

population is the fastest growing minority in the United States (Edmondson, 

1986; Feistritzer, 1985; Fernandez, Nagel, & Narvaez, 1987; Henry, 1990; 

Ingwerson, 1984; Salholz, Mehta, Monroe, & Winbush, 1990). The Census of 

1990 takes on greater relevance when the median age of the Hispanic 

population of 22.7 years is juxtaposed to the median age of 30 years for 
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Table 3 

Ethnic Origins of Hispanic Population in the United States-1990 

Ethnic Origin % 

Mexican 62.70 

Central and South American 12.45 

Puerto Rican 11.45 

Iberian 6.50 

Cuban 5.50 

Dominican .75 

Other .65 

Note. From United States Bureau of the Census. 

Americans in general (Schmid, 1990). That means more Hispanics are in the 

child bearing years, and they are increasing at a higher rate than the rest of 

the nation. In 1990, Hispanics averaged 94 births per 1,000 women ages 18 to 

44, compared to 67 per 1,000 for the nation as a whole (U.S. Department of 

Commerce, 1990). This birth rate places more Hispanic-Americans in the 

nation's schools, raising the issue of bilingual education in many school 

districts. 
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Geographic variations of minority students in the public schools will be 

more pronounced in the future as southern, western, and urban school districts 

endeavor to assimilate Hispanic and Asian immigrant children. In 1970, . 

minorities accounted for 21% of total enrollment in the nation's public schools; 

in 1982, they constituted 27%. The Census of 1990 reported that this figure 

had increased to 36% (Thompson, 1990; Usdansky, 1991). 

Demographers are projecting that minorities will comprise an even 

larger percentage of school enrollment within the next 2 decades because 

Hispanics and other minorities are expected to sustain higher birth rates than 

Anglos. By 2020 a majority of children in New Mexico, Arizona, California, 

Texas, New York, Florida, and Louisiana will be minorities (Trojanowicz & 

Carter, 1990). Of this group, a majority will be Hispanic and, of course, in the 

Southwest that majority will be Mexican-American. 

The United States Census of 1990 reported that 50.9% of 

Mexican-Americans completed secondary school, compared to 70% of 

non-Hispanics. This statistic assumes a significant foreboding when compared 

to the graduation rate of 55.2% for Mexican-Americans in 1970. The dropout 

rate for migrant children, the majority of whom are Mexican-American, is 

estimated as high as 86% by some demographers (Hunt, 1987; Ingwerson, 

1984; Murray, 1991; Smith, 1985). 

The economic data of the Census of 1990 showed that 

Mexican-Americans had made negligible progress over the previous 2 decades 
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in reducing their poverty index. In 1970 the poverty rate of 

Mexican-Americans was 28%; in 1990 it had increased to 28.1%. While their 

poverty level had marginally increased, Mexican-Americans were supplanted at 

the bottom of the poverty barometer by Afro-Americans (U.S. Department of 

Commerce, 1990). (The major income and poverty subgroups of the 

population in the United States as identified in the Census of 1990 are shown 

in Table 4.) 

Table 4 

Income/Poverty Rates of the Population in the United States—1990 

Ethnic Origin 
Median Household 

Income 
Poverty Rates 

% 

Anglo $33,920 10.10 

Asian $32,190 14.50 

Cuban $25,900 16.90 

Central and South 
American $23,568 25.40 

Mexican $22,439 28.10 

Black $19,330 31.30 

Note. From United States Bureau of the Census 
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Table 4 does not show that 40% of Hispanic households are substandard. 

Nor does it demonstrate that the typical agricultural worker in the United 

States is a Mexican-American who has completed 5 years of education and has 

a life expectancy 20 years less than Anglo-Americans (Smith, 1985; Vobejda, 

1992). 

Santoli (1988) and Trejo (1980) contend that the dismal data of the 

Census of 1990 should be a strong economic incentive to Mexican-American 

youth to complete their secondary education. Vobejda (1992) echoes the 

sentiments of Mexican-Americans of the late 1960s who advocated greater 

educational opportunities for la Raza. She strongly argues that without a 

postsecondary education the future of Mexican-American young people will be 

one of long hours in the work place an done in which insufficient recompense 

will stagnate upward mobility. 

Since 1950 there has been an increasing number of empirical studies 

related to self-concept, and since 1960 many of these have concentrated upon 

the relationship of ethnic group membership to self-esteem. Nelson (Nelson, 

Knight, Kagan, & Gumbiner, 1980) considered the seemingly endless array of 

hypotheses, instruments, and experimental designs related to the assessment of 

self-concept. 

Most studies of self-concept have used single instruments in which the 

students themselves have responded. However, some studies have attempted 

to obtain independent views of self-concept using teacher or parental ratings. 
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Brookover (Brookover, Patterson, & Thomas, 1964), Galarza (1981), and 

Maestras (1981) found a significant relationship between students' 

self-concepts and the perceived evaluation of their teacher. Results of studies 

relating students' self-concepts to actual teacher evaluations were not as 

consistent. Coopersmith (1968) reported substantial agreement between the 

results of his Self-Esteem Inventory and his Behavior Rating Form. His data 

were incomplete, however, and it appears that there was substantial 

disagreement as well. 

Burke (1968), Butts (1963), Cardenas-Ramirez (1982), and Palomares 

(1970) found significant differences between self and observer evaluations 

using various instruments to measure the self-concept of disadvantaged 

students. Tienda (1980) found self-concept was related to ethnic group 

membership. Aptekar (1981) and Carter (1970) found teacher evaluations of 

self-concepts significantly correlated with the students' view of self. 

The relationship between self-concept and ethnic group membership has 

also received increasing attention with somewhat mixed conclusions. Baker 

and de Kanter (1983) cite an array of studies in this area. Saracho (1983) and 

Garcia (1983) found the self-concepts of Mexican-American students to be 

significantly lower than those of Anglo-American students, while Carrison 

(1983) and de Blassie (1976) found no significant differences along these lines. 

Kuvlesky, Wright, and Juarez (1971) and Curiel (Curiel, Stenning, & 

Cooper-Stenning, 1980) found that self-concept of Afro-American students did 



25 

not differ significantly from that of Anglo-American students, and that the 

self-concept of Mexican-American students was lower than that of 

Anglo-Americans and Afro-Americans. 

Recent studies by Alva (1985), Cardenas (1984), and Dodson (1983) 

relate environmental characteristics of the home, parental education and 

occupation levels, self-concept of ability, gender, and language usage to 

achievement in English and mathematics. The self-concept factor is an 

important predictor of academic success. Parental stress upon school 

achievement is the only other consistent factor. 

Sociocultural Studies of Achievement Among 
Mexican-American Students 

The following review of studies presents a consistent picture of the 

sociocultural studies of achievement among Mexican-American adolescents. 

Some of the researchers included in this review have used the term 

Mexican-American or Spanish-American. It should be noted that the 

Mexican-American populace constitute the majority of the Spanish-speaking 

population of the Southwest. Some of these people are descendants of 

Mexican citizens who were living in the region when the United States 

acquired the territory from Mexico in 1848, while others are either immigrants 

or descendants of immigrants (Bogue, 1959; Bolton, 1917). 

The Mexican-American population is often considered to be distinct 

from the Spanish-speaking population of the Southwest. Spanish-Americans 
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are descendants of colonists who came to the territory now known as northern 

New Mexico and southern Colorado from Spain during the sixteenth through 

eighteenth centuries (McWilliams, 1948). The subtle distinctions between 

these two groups are irrelevant to this study, as both groups are considered to 

share the same Spanish-speaking culture. 

Romero (1966) found that the sample of secondary level 

Spanish-American students he studied demonstrated a high degree of 

acculturation, complied with the dictates of the Anglo-American value system, 

and experienced little cultural conflict while in school. 

However, Mexican-American high school graduates and dropouts differ 

from each other in several important respects. A study by Takesian (1967) of 

102 Mexican-American high school graduates and dropouts indicated that the 

dropouts felt their ethnicity made it more difficult to get an education. The 

dropouts came from families of lower socioeconomic status than did the 

graduates, and they felt less able to speak English adequately. The dropouts 

also had more reading difficulties than did the graduates. The dropouts did 

not like high school and indicated that they did not feel liked by their teachers. 

Takesian concluded, on the basis of interviews with the students, the main 

reason that the dropouts failed was not because they were Mexican-American 

but because there was not enough effort on their part to meet the 
» 

requirements for graduation. He also concluded that the superior English 
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speaking and reading abilities of the graduates were important factors in 

determining their successful school experience. 

The attitudes of Mexican-American students could well be related to 

their failure to meet the school's requirements. A study by Demos (1962) 

found that even when Mexican-American and Anglo-American students were 

matched on the basis of socioeconomic level, intelligence, age, gender, and 

grade level, there were still significant differences between the groups on six 

school-related attitudes, including the students' views on the desirability of 

dropping out of school and the desirability of good grades. Demos found that 

random samples of Mexican-American and Anglo-American students (not 

matched by any variable) differed on the attitudes mentioned above plus the 

students' views on the necessity of a high school education. 

It has long been assumed by the dominant culture in the United States to 

be desirable that the English language and Anglo-American cultural values be 

maintained. In the Southwest, Hispanic groups which do not acculturate at a 

rate of acceptance by Anglo-Americans are viewed with suspicion. Brown 

(Brown, Tabor, Chua-Eoan, & Beasley, 1980) in his study of the melting-pot 

model found that disadvantaged Mexican-American young people were not 

being integrated into the democratic model in order that the dominant political 

groups could perpetuate the existing socio-economic order. Chiswick (1982) 

concluded that the democratic ideal of equal opportunity was a myth that was 

perpetrated on Mexican-American adolescents. Since Chicanos are held to the 
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same universal criteria set by the establishment, their failure to perform at this 

level is proof to Anglo-Americans of the defects in hispanic culture. 

Several non-intellectual variables also appear to be related to the 

achievement of Mexican-American students, according to Gill and Spilka 

(1962). These researchers matched a group of underachieving and a group of 

achieving Mexican-American students on the basis of gender, age, intelligence, 

and number of courses taken. Using the California Psychological Inventory 

and two other scales, they found that the underachievers manifested more 

hostility and less maturity, intellectual efficiency, and conformity to rules than 

did the achievers. 

According to Manuel (1968), part of the reduced academic achievement 

of Spanish-speaking students may be attributed to the students having 

internalized a negative self-image. However, Casas and Atkinson (1981) and 

Jaramillo (Jaramillo, Zapata, & McPherson, 1982) contend that 

Mexican-American students as a group do not have a negative self-concept. 

Jaramillo, using a semantic differential with 213 Mexican-American and 98 

Anglo-American high school students, found no statistically significant 

differences between the groups on three scales measuring how good, strong, 

and intelligent they viewed themselves. 

Similarly, Najmi (1962), using instruments he developed, found no 

statistically significant differences between the self-concepts of 104 

Hispanic-American and an equal number of Anglo-American junior high 
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school students. He found that the females in both groups showed a more 

negative attitude toward themselves than did the males. Najmi also found that 

the self-concepts of the Spanish-speaking males were more closely related to 

academic problems than they were to social relationships in school. The 

relationship between the Spanish-American males' self-concepts and their 

school problems was also stronger than was the relationship between 

Anglo-American males' self-concepts and their school problems. 

Schwartz (1967) identified several differences in the attitudes of ninth 

and twelfth grade Mexican-American and Anglo-American students in a large 

urban school district. He also reported that some of the attitudes of these 

students were related to their achievement. Employing scales developed from 

the questionnaire responses of 3,000 Mexican-American and Anglo-American 

students, Schwartz found the Mexican-American students to be more oriented 

toward the family, to have more concern over adult as opposed to peer 

disapproval, to have less of a future-time orientation, and to approve of the 

use of force to resolve conflicts. He found the Mexican-American and 

Anglo-American twelfth grade students to be more similar in their attitudes 

than the ninth grade students. High achievement on the part of the 

Mexican-American students, Schwartz found, was associated with a future-time 

orientation, faith in human nature, acceptance of the formal goals of the 

school, and belief in the peaceful resolution of conflicts. 
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Maestras (1983) also indicates that sociocultural traits are linked to the 

achievement of Mexican-American students. In his study, nine factors were 

extracted from the responses of 360 Mexican-American and 203 

Anglo-American junior and senior high school students and were used to 

predict the students' first semester grades in English and mathematics. Taking 

the Mexican-American and Anglo-American students together as one group, 

23% of the variation in their English grades and 14% of the variation in their 

mathematics grades could be accounted for by the regression equations. 

The factors that contributed significantly to the two regression equations 

were different. The variables that contributed to the prediction of the 

students' English grades were self-concept of ability, gender, parental 

education, language usage in the home, parental stress on academic 

achievement, parental stress on completing high school, and parental emphasis 

on attending college. On the other hand, the variables that contributed to the 

prediction of mathematics grades were self-concept of ability, parental stress 

on academic achievement, students' desire to achieve in school, and parental 

stress on attending college. 

A study by Henderson and Merritt (1969) throws some additional light 

on the relationship of acculturation to educational achievement. Two groups 

of Chicano mothers of 6-year-old children attending schools in Tucson, 

Arizona, were given an interview which attempted to get at nine environmental 

process variables: achievement, language models, academic guidance, 
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activeness of family, intellectuality in the home, work habits in the family, 

identification with role models, range of social interaction, and perception of 

practical values of education. Two groups of mothers were interviewed. One 

group was composed of mothers of high potential children, identified as such 

by their scores on the Goodenough Harris Drawing Test and the Van Alstyne 

Picture Vocabulary Test. The other group was composed of mothers of 

children who had scored low on these same tests (i.e., low potential group). 

The results showed the means on all environmental process variables were 

higher for the high potential group, thus indicating that children in the high 

potential group were exposed to a wider variety of stimulating experiences. 

The most interesting finding of the study, however, was that high potential 

children scored higher than low potential children on a test of Spanish 

vocabulary. Henderson and Merritt (1969) concluded, "that the data seemed 

to refute the common assumption that children from families that are the most 

'Mexican' in their behavior and outlook will have difficulty in school" (p. 1105). 

They go on to say, "it appears that high potential families may participate more 

fully than families of low potential children in both Anglo-American and 

Mexican-American [families]" (p. 106). 

De los Santos (de los Santos, Montemayor, & Solis, 1983), in his study, 

attempted to deal with educational and personality variables. The study 

consisted of two parts. The initial effort involved the administration of an 

attitude toward education inventory to senior high school Mexican-American 
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and Anglo-American students of the lower socioeconomic class in Texas and 

California. The second part consisted of administering a projective technique, 

a story telling procedure, to three Chicano and three Anglo subgroups from 

the original sample. The three groups within each ethnic group were selected 

according to their score on the attitude scale as follows: 

1. Those who had expressed positive attitudes toward education. 

2. Those who had expressed negative attitudes. 

3. Those whose scores were close to the mean. 

The results of the first part of the study showed that Mexican-Americans 

expressed views toward education which were significantly less than those of 

Anglo-Americans. Items which differentiated significantly between the two 

'ethnic groups appeared to reflect differences between the value orientations 

of the groups. Data obtained with the projective technique in the second 

phase of the study revealed that Mexican-Americans had scored higher than 

Anglo-Americans on exercising influence or control over others and retaining 

traditional values, but that Chicanos had scored lower on acquiring academic 

skills. Again, the differences in motivational style were explained in terms of 

differences between the value systems of the two ethnic groups. Furthermore, 

stories obtained with the projective technique seemed to indicate that 

Mexican-American students experienced more conflicts with both their parents 

and teachers because the students served as the carriers of values, introducing 

each to the value system of the other. Since neither parents nor teachers 
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understood the culture of the other, conflict with negative consequences for the 

Mexican-American student was the end result. De los Santos states: 

To improve the chancfes for academic success of the Mexican-American 
child changes must be made in both the educational system and in some 
of the attitudes, perceptions and behaviors of the child . . . by altering 
the structuring of the educational system and by helping school personnel 
to become aware of the unique needs, perceptions and attitudes of 
Chicano students, most of the characteristics engendered by the 
Mexican-American culture in children can become an asset rather than a 
liability in the classroom, (de los Santos et al., 1983, p. 102) 

From a theoretical perspective, there are several theses that tend to 

produce contradictory inferences in terms of expected differences in the 

educational status orientations held by Mexican-American and Anglo-American 

adolescents. The first and more general of these involves the pattern variables 

as they apply to cultural value orientations (Zeff, 1982). Specifically, the 

concern of educators is with the two dichotomous values choices of 

universalism vs. particularism and ascription vs. achievement. Nelson (Nelson 

et al., 1980) states that the universalistic-achievement combination and the 

particularistic-ascriptive combination occur in the abstract value system of 

cultures and present one mode of meaningful differentiation of two major 

types of social structure. 

There is a lack of recent empirical studies on educational status 

orientations of Mexican-American students and, also, of comparative studies 

between Mexican-Americar> and Anglo-American students (McCarthy, 1986). 

In the 1980s, with a few exceptions, sparse factual data on status orientations 
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for either Mexican-American adolescents or studies of a comparative nature 

between Mexican-American and Anglo-American adolescents were compiled. 

A major exception to this dearth is Make Something Happen, a two-volume 

report on Hispanic adolescents by the Hispanic Policy Development Project of 

Washington, D.C. in 1984 (Hispanic Policy Development Project, 1984). 

Ramirez and Soriano (1981) studied 50 Mexican-American high school 

students from Texas and 80 from California. They investigated expectation 

levels of occupational and educational aspirations as related to acculturation. 

Pickney and Ramirez (1985) surveyed the career-planning attitudes of 494 

Mexican-American and Anglo-American college freshmen. Their study dealt 

briefly with the educational and occupational aspirations after graduating from 

college. Results suggest that Mexican-American postsecondaiy students are 

generally less realistic than Anglo-American students and had culture-specific 

beliefs about career-planning. 

In another study of Mexican-American status orientations, Mendelberg 

(1986) concluded that relationships of dominance and dependence in the 

outside society foster inhibitions to the process of identification and 

disturbances in the mechanisms of defense in the Mexican-American 

adolescent. While Afro-American, Anglo-American, and Native-American 

adolescents have been studied to a greater degree in this regard, Mendelberg 

suggests that Mexican-American and Native-American adolescents have largely 

been neglected. 
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Sociological Studies of Mexican-American Adolescents 
Involving Direct Observation of Student/Teacher 

Interaction in Schools 

The philosophy of the American educational system is based on the 

assumption that education is not the sole responsibility of parents, but that, at 

a certain point, society, or rather its agencies, must step in and take over the 

task of formally educating its members. Consequently, public education in the 

United States has become an important socialization instrument of society, a 

society which has developed a dominant culture as a result of years of sharing 

common experiences. While there are local variations of this cultural pattern, 

basic commitments commonly are to particular patterns of behavior in the 

dominant culture. 

Teachers and administrators have been reluctant to take a look at 

themselves, or to investigate the milieu of the school as a contributing factor to 

the lack of achievement of Mexican-American students (Erickson, 1981). 

Traditionally, educators held to the natural inequality of Mexican-Americans 

and to their cultural inferiority. The major target of change, if not the only 

one, in most educational programs, has been the Mexican-American student, 

whom educators have desperately sought to make over into their own image. 

Many children of Spanish cultural background enter school without 

functional knowledge of the English language and the dominant culture 

(Cummins, 1983). Cultural differences and the resulting handicaps pose a 

greater learning task for Mexican-American students than for English-speaking 
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students in terms of both language and culture. Many Mexican-American 

students enter school without the kinds of experiences which develop readiness 

for an education or which are stressed in the school environment. The schools, 

on the other hand, do not generally make the first exposure to American 

values and educational skills the exciting experience it should be (Crandall, 

1982; Long, 1980; Montgomery & Orozco, 1984, 1985). 

In response to critics of the traditional view of educating 

Mexican-Americans, a reformist model has come to the fore which offers 

moderate solutions aimed at correcting the culture-bound problems 

encountered by Mexican-American children. This model acknowledges the low 

educational attainment of Mexican-Americans; however, its solutions place 

emphasis on changing Mexican-American students rather than the educational 

environment. Advocates of this model, although well intentioned, insist that 

Mexican-American young people be inculcated with the skills and values 

necessary to compete with their Anglo-American peers (Davis, 1990; Martinez 

& Mendoza, 1984). 

The perception of Fishman (1984) and Cummins (1983) to the reformist 

model is that educational skills of Mexican-American students are achieved at 

the expense of losing their identity and conforming to the values of the 

dominant culture. Their studies set out to see if one can relate successes and 

failures of students in diverse ethnic groups to such discrepancies in values, 
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self-concepts, and role-identification between them and the school in which 

they are expected to function. 

Martinez and Mendoza (1984) take exception with the reformist model 

contending that it gives short shrift to bilingual and bicultural education. In 

fact, they contend that federally funded language and multicultural programs 

facilitate Anglo-American teachers to become marginal bilingual teachers and 

enhance the cultural enrichment of Anglo-American students. 

Griffith (1983) found the interaction between teacher and student in the 

reformist model still favored Anglo-Americans. Specifically, Anglo-American 

students are praised or encouraged by teachers 36% more often than 

Mexican-American students, teachers use the contributions of 

Anglo-Americans 40% more, instructors respond positively to 

Anglo-Americans about 40% more often and teachers direct questions to 

Anglo-Americans 21% more frequently. 

Hispanic-Americans have lived in the United States before the founding 

of Jamestown in 1607. Yet, Grebler, Moore, and Guzman (1979) claim that 

the Spanish-Americans are among the least Americanized of all ethnic groups 

in the United States. Bogue (1959) found that of all ethnic groups in the 

United States, the Spanish-Americans constitute "the only ethnic group for 

which a comparison of the characteristics of the first and second generations 

fail to show a substantial inter-generational rise in socioeconomic status" 

(p. 371). For Spanish-Americans, the school is perhaps the most important 
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acculturing force and the most available source of socialization into the 

dominant society. However, to find success in the American public school, the 

Hispanic-American student needs the skills of assimilation and support in the 

concept of acculturation. 

Data compiled by the United States Department of Justice (1989) reveal 

that resegregation in Hispanic majority schools is accelerating. Ernest Boyer 

and William J. Bennett, opposites on the political spectrum, concur that quality 

education can only be maintained in an integrated educational environment. 

Hansen (1987) presented findings that suggest that "separate but unequal" is 

working its ways back into the nation's schools in the Southwest. 

Jaffe, Cullen, and Boswell (1980) and Wilson (1980) show that, in 

general, teachers are not aware of the sociocultural differences of ethnic 

groups as they affect the education of minority group members. From a large 

sample of teachers interviewed, Griffith (1983) concludes that teachers are 

aware of obvious phenomena regarding cultural differences; however, when 

underlying cultural considerations are examined, teachers show little or no 

sensitivity. For example, the teachers interviewed in Griffith's study are very 

much aware of the differences in the general home environment of 

Afro-American, Anglo-American, and Spanish-American children. Yet, when 

teachers are asked to delineate the significance of the classroom experiences of 

the students from these three groups, they fail to show any cognizance of 
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differences among the three ethnic groups. In other words, teachers feel they 

are providing students with adequate cultural and language background. 

Teachers are very much aware of differences in proficiency in the use of 

oral English among Anglo-Americans, Spanish-Americans, and Afro-Americans 

(Ferris & Politzer, 1981). When teachers are asked about abilities of students 

to use textbooks written for a given grade, they show no distinction among 

ethnic groups. This means that teachers, in general, believe that an eighth 

grade student should be able to read an eighth grade textbook regardless of 

the student's social, cultural, or language background. 

Parsons (1965) studied the interaction of Mexican-American high school 

students with Anglo-American administrators and teachers in Guadalupe, a 

small town of 1,800 located 150 miles south of San Francisco, California. 

Mexican-Americans constituted 55% of the population of this community. 

Parsons reaffirmed that the family is the dominant factor in the life of 

the Mexican-American student. Paramount are the obligations between 

parents and children and between siblings. Mexican-American children are 

strictly supervised until they are young adolescents. Many of these familial 

facts of life are unknown to Anglo-American teachers. As Parsons (1965) 

reported, 

What some teachers have pointed out to the researcher as "cliques" 
turned out to be groups of brothers and sisters and cousins who play and 
eat together because this is what is expected of them by each other and 
by their parents, (p. 162) 



40 

The high school in Guadalupe reflects the demography of the community. 

While Mexican-Americans make up 57% of the enrollment, most 

administrators and teachers are Anglo-Americans who are convinced that 

Mexican-American children are less intelligent than Anglo-American children. 

(The mean distribution of I.Q. scores of Mexican-American and 

Anglo-American students in a middle school in Guadalupe, California, is 

shown in Table 5.) 

Table 5 

Mean Distribution of IQ Scores of Mexican-American and Anglo-American 

Students in a Guadalupe Institution 

Grade Anglo-American Mexican-American 

6 111 99 

7 104 97 

8 97 95 

Note. From Ethnic Cleavage in a California School District. 

Parsons (1965) found that ability grouping was practiced to such an 
» 

extreme degree by the Guadalupe School District that the high-ability classes 

were comprised almost entirely of Anglo-American students. A teacher 
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explained to Parsons that such classes were kept as "small as possible because 

we feel that the brighter pupils deserve a chance to get as much as they can 

out of school without being held back by the kids who are dull or just lazy or 

don't care" (p. 187). 

Parsons sat in on numerous classes and compiled an extensive journal of 

teacher practices that illustrated the everyday reality of ethnic division. It was 

common for teachers to use Anglo-American students as classroom aides; 

however, no Mexican-American student was ever appointed. Frequently and 

systematically, teachers ignored the hands of Mexican-American students in 

favor of calling on Anglo-American students. 

Parsons's perception of prejudice is substantiated by Kelso (1970) whose 

study shows that often, while Mexican-American students are giving correct 

responses, teachers interrupt them to listen to an Anglo-American student. 

Kelso found that teachers relate very casually with Anglo-American students, 

inquiring about family issues and their life; while with Mexican-American 

students teachers are strict. Teachers go out of their way to praise and 

encourage Anglo-American students while just as regularly they criticize 

Mexican-American students. Frequently, teachers explained to Kelso that 

preferential treatment for Anglo students is necessary because they are going 

to be the future leaders of society, and they might as well get used to it. 

Current demographic data, however, strongly indicate that by 2050 minority 

populations will constitute the majority in the United States (Trojanowicz & 
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Carter, 1990; U.S. Department of Commerce, 1990). Thus, today's minorities 

will become the future leaders of every component of American society. 

Cuellar (Cuellar, Harris, & Jasso, 1980) administered an acculturation 

scale which revealed that Anglo-American adolescents expressed stronger 

self-preferences than did their Mexican-American peers. Cuellar observed that 

Anglo-Americans look toward other Anglos for prestige while 

Mexican-American students look to both groups. Mexican-Americans, 

however, are more interested in Anglo prestige than Anglo comradeship. 

A survey which expanded the studies of Parsons and Kelso was 

completed in 1975 under the auspices of the USCCR (1975). Five observers 

visited 429 classrooms in 52 schools located in California, Texas, and New 

Mexico. Focus of the study was the differences, if any, between teacher 

interaction with Mexican-American and Anglo-American students. The 

principal finding of the study was that Mexican-American students receive less 

overall attention from teachers as measured by the extent to which teachers 

informally address their students. 

Wattenberg and Zinsmeister (1990) report that 90% of 

Mexican-Americans born in the United States are fluent in English, and more 

than 50% of that group only speak English. Their findings indicate that 

Mexican-Americans in their early 20s who are either native-born or have been 

in the United States for more than 10 years have reading scores comparable to 

the national average. Such data refute the arguments advanced by advocates 
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of a nationwide English only policy. Bovee (1991) and Olivas (1981) contend 

that the strength of the United States is not founded upon linguistic and 

cultural separation but rather is commingled in national values such as 

self-reliance, a disciplined work ethic, success in education, freedom of speech 

and thought, and an appreciation of individual liberty. 

Sociological studies of Mexican-American adolescents, in general, 

indicate that given equal ability levels, Mexican-American students and 

Anglo-American students do not report differential self-concepts in academic 

success, nor in the self-related dimensions of esteem, ideal, congruence, or 

accuracy (Ramirez, Casteneda, & Herold, 1974; Rodriguez, 1984). 
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CHAPTER 3 

METHODOLOGY 

This chapter focuses on the description of the population, survey 

instruments used, data gathering procedures, and the statistical techniques 

employed to treat the data. 

The Population 

This study was limited to data collected from Mexican-American and 

Anglo-American students enrolled in junior and senior high schools in the 

Houston Independent School District, Houston, Texas, during the 1989-1990 

school year. Specifically, the population of this study was comprised of 200 

students enrolled in Deady Junior High School and 200 students enrolled in 

Sharpstown Senior High School for the fall semester, 1989. 

Deady Junior High School, located at 2500 Broadway, has an enrollment 

of 2,234 students of which 33%, or 738 students, are Mexican-Americans, 63%, 

or 1,407 students, are Anglo-Americans, and 4%, or 89 students are classified 

as other ethnic groups. Sharpstown Senior High School is located at 7504 

Bissonnet. The enrollment of Sharpstown Senior High School mirrors the 

demographics of Houston. Approximately 50%, or 827 students, are 

Anglo-Americans, 25%, or 413 students, are Mexican-Americans, 17%, or 281 

55 



56 

students, are Afro-Americans, and 8%, or 132 students, are Asian-Americans. 

Both schools are in the metropolis or what could be considered inner-city 

areas. 

The ethnic delineation of subjects in this study is equally distributed 

among Mexican-American and Anglo-American students. Within each ethnic 

group, an equal ratio based on gender is maintained. None of the 

Anglo-American subjects in the study is of an identifiable ethnic group. All 

subjects are evenly distributed among lower and middle-class socioeconomic 

strata as determined by residential patterns in the community. 

Selection of the Sample 

Using a convenient Random Sampling Technique to select a stratified 

sample, 200 Mexican-American and 200 Anglo-American subjects 

representative of the experimentally accessible population were selected. For 

the purposes of this study, 100 Mexican-American students and 100 

Anglo-American students were selected from Deady Junior High School, and 

100 Mexican-American students and 100 Anglo-American students were 

selected from Sharpstown Senior High School. 

This sample size was used to ensure a sufficient cross-section of 

students. The sample was stratified in relation to three strata: academic 

classification, gender, and ethnicity. This approach was selected so that the 
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different subgroups were surveyed proportionately according to random 

assignment of the convenient sample. 

Instruments 

The two survey instruments used in this study to determine whether 

there is a relationship between achievement and specific ethnic and profile 

characteristics of Mexican-American and Anglo-American junior and senior 

high school students are the Attitude Toward Education and Teachers Scale 

and the Mexican-American Interaction Scale. 

Attitude Toward Education and Teachers Scale 

The instrument selected for use in measuring self-concepts and attitudes 

of Mexican-American and Anglo-American junior and senior high school 

students is the Attitude Toward Education and Teachers Scale, the precursor 

of which was the Dropout Scale. The Dropout Scale was developed in 1962 by 

Demos (1962) for use at grades K through 3. In 1967, Ramirez, Taylor, and 

Petersen (1971) revised the Primary Level of the Dropout Scale to focus on 

adolescent subjects. The Summative Scaling Technique of the Attitude 

Toward Education and Teachers Scale is designed for use with 

Mexican-American and Anglo-American adolescents. There are four scores: 

achievement, affiliation, rejection, and power. 



58 

This instrument was validated by using the following procedures: 

1. A committee of seven judges, each having professional knowledge, 

skill, and experience in teaching or counseling Mexican-American and 

Anglo-American junior and senior high school students, evaluated the 

reliability of the questionnaire according to the following criteria: the 

organization and arrangement of the material form, the clarity of the 

instructions, the clarity of instrument statements, and the length of the 

instrument. At least 85% of the judges approved of each statement included 

in the instrument. 

2. The questionnaire was tested on 600 junior and senior high school 

students enrolled in the Sacramento Unified School District, Sacramento, 

California. 

Numerous authors (Anderson & Johnson 1971; Ramirez, 1972; Zirkel, 

1972) have researched the self-concepts and attitudes of Mexican-American 

and Anglo-American adolescents by using the rating techniques of the Attitude 

Toward Education and Teachers Scale. Stenner and Katzenmeyer (1975) 

conducted a study to: (a) examine the structural integrity of the Attitude 

Toward Educational and Teachers Scale in assessing the self-concepts of 

bilingual Mexican-American children and (b) examine the relationship between 

English and Spanish language proficiency and self-concept development. 
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Mexican-American Interaction Scale 

The instrument selected for use in measuring the identification of 

Mexican-American junior and senior high school students with their ethnic 

population is the Mexican-American Interaction Scale which was developed by 

the United States Commission on Civil Rights (1973a). This Forced-Choice 

Scaling Technique is designed for use with adolescent Mexican-American 

subjects. There are three scores: Spanish-language orientation, 

Mexican-American cultural orientation, and religious-social distance. 

This instrument was validated by using the following procedures: 

1. A committee of five Mexican-American judges, each having 

professional knowledge, skill, and experience in teaching or counseling 

Mexican-American junior and senior high school students, evaluated the 

reliability of the questionnaire according to the following criteria: the 

organization and arrangement of the material form, the clarity of the 

instructions, the clarity of the instrument statements, the relevance of each 

statement, and the length of the instrument. On the average, 80% of the 

judges approved of each statement in the instrument. 

2. Thirty-two Mexican-American junior and senior high school students 

enrolled in the Waco Independent School District, Waco, Texas, were selected 

for pretesting by the judges who developed the interview schedule. Each judge 

was asked to evaluate the respondents' identification with the 

Mexican-American population. 
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3. The probability samples on which the norms are based were 

constructed according to criteria obtained from the Office of Civil Rights 1972 

data on ethnic and socioeconomic characteristics of school children in the 

United States. The norm group for senior high level consisted of 4,900 

students. The norm group for junior high level consisted of 4,800 students. 

Several authors (Calhoun, 1975; Manaster & King, 1973; Mattila, 1973) 

have researched the identification of Mexican-American adolescents with their 

ethnic population by using the rating technique of the Mexican-American 

Interaction Scale. Wylie (1974) examined the structural integrity of the 

Mexican-American Interaction Scale by measuring the way adolescents 

perceive themselves and their relationships to peers, vis-a-vis Family 

Affiliation, Religious Affiliation, Language Affiliation, and Cultural Affiliation. 

Data Collection Procedures 

Permission was obtained from Dr. Joan Raymond, Superintendent of the 

Houston Independent School District, to mail the questionnaire "Attitude 

Toward Education and Teachers Scale" to 100 Mexican-American students and 

100 Anglo-American students enrolled for the fall semester, 1989, in Deady 

Junior High School. Permission was also obtained to mail the same 

questionnaire to 100 Mexican-American students and 100 Anglo-American 

students enrolled for the fall semester, 1989, in Sharpstown Senior High 

School. The Mexican-American students were mailed the questionnaire 
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Mexican-American Interaction Scale. Names and addresses were obtained 

from the administration of each school. 

Included in the packet that participants received was a cover letter in 

English for Anglo-American students and a cover letter in both English and 

Spanish for Mexican-American students, the questionnaires, and a return 

envelope. Confidentiality was assured all respondents. 

Procedures for Analysis of Data 

For each of the 60 statements on the Attitude Toward Education and 

Teachers Scale, the data are dichotomized into Mexican-American and 

Anglo-American student categories. The following is reported: (a) the 

frequency and percentage of responses; (b) an item analysis and frequency 

distribution table; (c) the rank ordering of statements according to their mean 

score. 

For each of the 28 topics on the Mexican-American Interaction Scale, 

the data are dichotomized into female Mexican-American and male 

Mexican-American student categories. The following is reported: (a) the 

frequency and percentage of responses; (b) an item analysis and frequency 

distribution table; (c) the rank ordering of statements according to their mean 

score. 
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Testing of Hypotheses 

To directly test for differences between Anglo-American and 

Mexican-American subjects on the Attitude Toward Education and Teachers 

Scale, a two-X-two MANOVA was performed on the four subscales of 

achievement, affiliation, rejection, and power. In order to account for the 

effect of acculturation on the Mexican-American subjects on the 

Mexican-American Interaction Scale, another two-X-two between-subjects 

MANOVA was performed on the three subscales of Spanish language 

orientation, Mexican-American cultural orientation, and religious-social 

distance. 

Reporting of Data 

After all 28 associations of the hypotheses were tested and the 

computations were made, the results are reported as follows for every possible 

association: 

1. To determine whether two uncorrelated means differ significantly 

from each other, a U statistic is computed by the Mann-Whitney U Test with a 

minimum .02 level of significance; 

2. A mean for grouped data of nj and n2 is determined; 

3. A sampling distribution is obtained; 

4. A value of z is generated; 
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5. The correlations have been checked for significance using the table 

given in Wert (1966). 
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CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

The analysis and interpretation of the data derived from the Attitude 

Toward Education and Teachers Scale and the Mexican-American Interaction 

Scale are presented in this chapter. Responses to the Instruments have been 

analyzed to test the research hypotheses. The Mann-Whitney U Test is used 

to test the research hypotheses. 

Description of the Sample 

During the fall semester, 1989, the questionnaire Attitude Toward 

Education and Teachers Scale was mailed to 100 randomly selected 

Mexican-American students and 100 randomly selected Anglo-American 

students enrolled in Deady Junior High School. The same questionnaire was 

mailed to 100 randomly selected Mexican-American students and 100 

randomly selected Anglo-American students enrolled in Sharpstown Senior 

High School. Simultaneously, the Mexican-American students enrolled in 

Deady Junior High School and Sharpstown Senior High School were mailed 

the questionnaire Mexican-American Interaction Scale. Both schools are 

located in the Houston Independent School District, Houston, Texas. 
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The random selection process was based on a list of students enrolled in 

Deady Junior High School and Sharpstown Senior High School by the Office 

of the Superintendent of the Houston Independent School District. Data 

collection was terminated after 3 months with 142 responses, or a 36% return, 

from the population. 

As depicted in Table 6, the subjects who comprised the sample for this 

study were stratified into academic classification, ethnicity, and gender. 

Mexican-American junior and senior high school students constituted 68% of 

the sample; 32% of the sample were Anglo-American junior and senior high 

school students. Junior high school students comprised 47% of the sample, 

and 53% of the sample were composed of senior high school students. Of the 

142 respondents, 46% were female and 54% were male. 

Statistical Analysis of Data 

The statistical presentations for this study were constructed from 

computer-generated statistical analyses. The presentation of the data is 

divided according to demographic results, identified attitudes of junior and 

senior high school students as measured by the Attitude Toward Education 

and Teachers Scale from greatest to least mean degree, identified attitudes 

and concerns of Mexican-American junior and senior high school students as 

measured by the Mexican-American Interaction Scale from greatest to least 

mean degree of concern, the critical value relationships between each attitude 
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Table 6 

Demographics of Subjects 

Academic Classification % 

Junior high school students 
6th grade to 8th grade 47 

Senior high school students 
9th grade to 12th grade 53 

Ethnicity % 

Anglo-American students 32 

Mexican-American students 68 

Gender % 

Female 46 

Male 54 

and the demographic variables and the research hypotheses will be subjected 

to the determination of the Mann-Whitney U Test. 

For each of the 60 statements on the Attitude Toward Education and 

Teachers Scale, the data are dichotomized into Mexican-American and 
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Anglo-American student categories. The following is reported: (a) the 

frequency and percentage of responses; (b) an item analysis and frequency 

distribution table; (c) the rank ordering of statements according to their mean 

score. 

For each of the 28 topics on the Mexican-American Interaction Scale, 

the data are dichotomized into female Mexican-American and male 

Mexican-American student categories. The following is reported: (a) the 

frequency and percentage of responses; (b) an item analysis and frequency 

distribution table; (c) the rank ordering of topics according to their mean 

score. 

Attitudes of Anglo-American Junior and Senior High 
School Students Toward Education and Teachers 

The listing of attitudes of Anglo-American junior and senior high school 

students toward education and teacher is reported in Table 7. The responses 

are listed according to their rank ordering, frequency, and the mean degree of 

importance for each of the 60 attitudes measured. A 5-point Likert-type 

response scale, ranking from 1 (strongly agree with the statement) to 5 

(strongly disagree with the statement), was used to measure the attitudes of the 

respondents. 

Of the 200 Anglo-American junior and senior high school students who 

were mailed the questionnaire Attitude Toward Education and Teachers Scale, 

45 students returned the completed questionnaire in the return envelope 



69 

Table 7 

Attitudes of Anglo-American Junior and Senior High School Students Toward 

Education and Teachers Scale 

Ranking Attitudes of Students Frequency Percentage Mean 

8. 

It is important to get good 
grades in school 41 

Everyone should finish the 
eighth grade 41 

It is good to take part in 
class discussions 40 

All rules at school must be 
strictly obeyed 40 

It is necessary to have a 
high school education 40 

I would prefer to stay in 
school and graduate even 
if I were offered a good 
job tomorrow 40 

It is important to finish 
the tenth grade 40 

Students should pay attention 
to the teacher and not miss 
class 38 

91.1 

91.1 

88.8 

88.8 

88.8 

88.8 

88.8 

84.4 

5.00 

5.00 

4.87 

4.87 

4.87 

4.87 

4.87 

4.63 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

9. It is worthwhile to work hard 
and become interested in 
every school course 38 

10. Teachers care about their 
students 38 

11. Even though students speak 
another language at home, they 
should not speak it at school 38 

12. I would enjoy being a class 
officer 37 

84.4 

84.4 

84.4 

82.2 

4.63 

4.63 

4.63 

4.51 

13. When I have trouble with school 
work, I talk it over with the 
teachers 37 82.2 4.51 

14. A student who is a nuisance in 
school should be sent to the 
principal's office 37 

15. My parents help me with my 
school work 33 

16. Teachers want parents to 
visit the school often 33 

17. Students should start 
preparing for college as 
early as possible 33 

18. The best way to learn something 
is to talk it over with the 
teacher 33 

82.2 

73.3 

73.3 

73.3 

4.51 

4.02 

4.02 

4.02 

73.3 4.02 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

19. It is worthwhile to have good 
attendance in all classes 31 68.8 3.78 

20. Students should not question 
the word of a teacher 31 68.8 3.78 

21. School subjects are veiy 
interesting 27 

22. Teachers do not understand 
the problems of students 27 

23. A teacher's word should be 
the law in the classroom 27 

60.0 

60.0 

60.0 

3.29 

3.29 

3.29 

24. Counselors help students a 
lot with their school work 27 60.0 3.29 

25. It is worthwhile for students 
to take part in school 
activities 27 60.0 3.29 

26. Teachers do not listen to 
excuses of students for being 
late 27 60.0 3.29 

27. It is just as important to 
have a good time in school as 
it is to study and learn 27 

28. What I learn in school will 
help me even if I do not go 
to college 27 

60.0 

60.0 

3.29 

3.29 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

29. All students should try to 
become school leaders 27 

30. It is good for parents to put 
pressure on their children to 
get as much education as 
possible 27 

31. It is good to earn good grades 
in school 27 

32. It is worth the time, money, and 
effort to get a college 
education 27 

33. It is easier for students to 
obey a male teacher than a 
female teacher 25 

34. A student should always be 
willing to do extra work 25 

35. Students should not drop out 
of school just because their 
clothes are not as good as 
those of their classmates 25 

36. The principal and vice-principle 
usually help the students 25 

37. Teachers are too hard when 
they punish students 25 

60.0 

60.0 

60.0 

60.0 

55.5 

55.5 

55.5 

55.5 

3.29 

3.29 

3.29 

3.29 

3.04 

3.04 

3.04 

3.04 

55.5 3.04 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

38. It is not good to fight on 
the school campus, but people 
should be prepared to defend 
their honor anywhere 25 

39. Teachers give most of their 
help and attention to good 
students 25 

40. It is easier for students to 
obey an older teacher than a 
young teacher 25 

41. I like teachers who lecture 
better than those who require 
students to make oral reports 22 

42. Teachers are not fair when 
they give grades 22 

43. It is hard to take orders 
from a woman 20 

44. Teachers usually pick on 
certain students 18 

45. School should be more 
realistic and prepare students 
for a job 18 

46. It is more important for a 
man to get a good education; 
a woman can always raise a 
family and do housework 16 

55.5 

55.5 

55.5 

48.8 

48.8 

44.4 

40.0 

40.0 

3.04 

3.04 

3.04 

2.68 

2.68 

2.43 

2.19 

2.19 

35.5 1.95 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

47. I believe it is all right to 
have a friend copy my homework 14 

48. I like to have a good time even 
if there is school work to be 
done 14 

31.1 

31.1 

1.70 

1.70 

49. It is good to mingle only with 
people of your own kind 14 

50. Students are veiy unfriendly 
to me in school 11 

31.1 

24.4 

1.70 

1.34 

51. If one is having trouble at 
school, it might be best to 
drop out and get a job 

52. It is more important to do 
well in sports than in the 
classroom 

11 

11 

24.4 

24.4 

1.34 

1.34 

53. My classmates pick on me 
because I am different 10 22.2 1.21 

54. If anyone insults me because 
I am different, I fight 

55. I prefer teachers to tell me what 
to do and see that I do it 

8 17.7 

15.5 

0.97 

0.85 

56. One must live for today, who 
knows what tomorrow may bring 11.1 0.60 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

57. Sometimes talking is not enough, 
and I have to use my fists to 
convince someone 5 11.1 0.60 

58. It is worthwhile to drop out 
of school and get a job 4 8.8 0.48 

59. It is a good thing to be in 
a gang while in school 3 6.6 0.36 

60. It is important for students 
to get a job as soon as it 
is available 3 6.6 0.36 

Note. TV = 45 

provided for the collection of data. The disparity between the number of 

Anglo-American respondents and the frequency response to each attitude is 

that a small number of students did not answer every attitude. 

Two of the listed attitudes of Anglo-American students are at the 5.0 

mean degree and five attitudes are slightly under the 5.0 mean degree. Eleven 

attitudes are listed between the 4.0 mean degree and the 4.63 mean degree on 

the scale. Twenty-two attitudes on the scale are listed between the 3.0 mean 

degree and the 4.0 mean degree while five attitudes fall between the 2.0 mean 

degree and the 3.0 mean degree. Fifteen attitudes on the scale are listed 
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under the 2.0 mean degree. The data on these 60 attitudes measured by the 

Attitude Toward Education and Teachers Scale range from a high mean 

degree of 5.0 to a low mean degree of 0.36. 

An examination of the data in Table 7 indicates that the primary issues 

of concern of Anglo-American junior and senior high school students are 

getting good grades in school (Af = 5.00) and finishing the eighth grade 

(Af = 5.00). In close second place is taking part in class discussions, strictly 

obeying school rules, having a high school education, staying in school until 

graduation, and finishing the tenth grade (M = 4.87). 

Anglo-American junior and senior high school students also show a 

positive inclination to teachers. An examination of the data in Table 7 

indicates Anglo-American students feel that teachers care about their students, 

that the interaction of teachers with students in the classroom is important, 

and that students should have good school attendance (Af = 4.63). 

Respondents also feel that students who speak another language at home 

should not speak it at school (Af = 4.63). 

An examination of the data in Table 7 shows that Anglo-American 

students seem to be concerned with status, decorum in the classroom and 

school work (M = 4.51). Anglo-American adolescents also indicate they have 

teachers who encourage school visits of parents, receive assistance in school 

work from parents and perceive school as preparing them for a postsecondary 

education (M = 4.02). 
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Overall, respondents do not appear to be concerned with personal 

relationships such as a feeling of being picked on by other students (M — 1.21) 

or other students being unfriendly to them (M — 1.22). living for today 

(M — 0.60), fighting to resolve differences (M = 0.60), and gang membership 

(AT = 0.33) all ranked very low on the scale. 

Attitudes of Mexican-American Junior and Senior High 
School Students Toward Education and Teachers 

The listing of attitudes of Mexican-American junior and senior high 

school students toward education and teachers is reported in Table 8. The 

responses are listed according to their rank ordering, frequency, and the mean 

degree of importance for each of the 60 attitudes measured. A 5-point 

Likert-type response scale, ranging from 1 (strongly agree with the statement) 

to 5 (strongly disagree with the statement), was used to measure the attitudes 

of the respondents. 

Of the 200 Mexican-American junior and senior high school students 

who were mailed the questionnaire Attitude Toward Education and Teachers 

Scale, 97 students returned the completed questionnaire in the return envelope 

provided for the collection of data. The disparity between the number of 

Mexican-American respondents and the frequency response to each attitude is 

that a small number of students did not answer each attitude. 

One of the listed attitudes of Mexican-American junior and senior high 

school students is at the 5.0 mean degree and four attitudes are slightly under 
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Table 8 

Attitudes of Mexican-American Junior and Senior High School Students 

Toward Education and Teachers Scale 

Ranking Attitudes of Students Frequency Percentage Mean 

8. 

Teachers do not understand 
the problems of students 91 

Teachers give most of their 
help and attention to good 
students 90 

It is good to mingle only with 
people of your own kind 90 

Teachers usually pick on 
certain students 90 

It is just as important to 
have a good time in school 
as it is to study and learn 90 

Teachers are not fair when 
they give grades 87 

It is more important for a 
man to get a good education; 
a woman can always raise a 
family and do housework 87 

My classmates pick on me 
because I am different 87 

93.8 

92.7 

92.7 

92.7 

92.7 

89.9 

89.9 

5.00 

4.95 

4.95 

4.95 

4.95 

4.78 

4.78 

89.9 4.78 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

9. I like to have a good time 
even if there is school 
work to be done 84 

10. I like teachers who lecture 
better than those who require 
students to make oral reports 84 

11. It is easier for students to 
obey a male teacher than a 
female teacher 82 

12. What I learn in school will 
help me even if I do not go 
to college 79 

13. It is hard to take orders 
from a woman 79 

14. School should be more realistic 
and prepare students for a job 79 

15. It is important to finish 
the tenth grade 79 

16. Sometimes talking is not 
enough, and I have to use 
my fists to convince someone 79 

17. One must live for today, who 
knows what tomorrow may bring 76 

18. I believe it is all right to 
let a friend copy my homework 76 

86.6 

86.6 

86.6 

84.5 

81.4 

81.4 

81.4 

81.4 

78.3 

4.61 

4.61 

4.61 

4.51 

4.34 

4.34 

4.34 

4.34 

4.18 

78.3 4.18 

(table continues) 



80 

Ranking Attitudes of Students Frequency Percentage Mean 

19. Students are very unfriendly 
to me in school 70 

20. It is necessary to have a 
high school education 70 

21. Everyone should finish the 
eighth grade 70 

22. It is worthwhile to drop out 
of school and get a job 65 

23. If anyone insults me because 
I am different, I fight 63 

24. If one is having trouble 
at school, it might be best 
to drop out and get a job 63 

25. It is important to get good 
grades in school 59 

26. It is easier for students to 
obey an older teacher than a 
young teacher 56 

27. Teachers want parents to 
visit the school often 56 

28. It is not good to fight on 
the school campus, but people 
should be ready to defend 
their honor anywhere 56 

72.1 

71.1 

72.1 

67.0 

64.9 

64.9 

60.8 

57.7 

57.7 

3.85 

3.85 

3.85 

3.57 

3.46 

3.46 

3.24 

3.08 

3.08 

57.7 3.08 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

29. A student should always be 
willing to do extra work 56 

30. Students should not drop out 
of school because their 
clothes are not as good as 
those of their classmates 53 

31. It is good to take part in 
class discussions 49 

32. All rules must be strictly 
obeyed 49 

33. Students should not question 
the word of a teacher 49 

34. It is important to get a job 
as soon as it is available 49 

35. It is a good thing to be in 
a gang while in school 49 

36. Students should pay 
attention to the teacher 
and not miss class 48 

37. All students should try 
to become school leaders 48 

38. I prefer teachers who tell 
me what to do and see that 
I do it 48 

57.7 3.08 

54.6 

50.5 

50.5 

50.5 

50.5 

50.5 

49.5 

49.5 

2.91 

2.69 

2.69 

2.69 

2.69 

2.69 

2.64 

2.64 

49.5 2.64 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

39. It is worthwhile to have good 
attendance in all classes 48 49.5 2.64 

40. A student who is a nuisance in 
school should be sent to the 
principal's office 46 

41. It is worthwhile to work hard 
and become interested in every 
school course 46 

47.4 

47.4 

2.53 

2.53 

42. Teachers care about their 
students 45 46.4 2.47 

43. The best way to learn something 
is to talk it over with the 
teacher 45 46.4 2.47 

44. My parents help me with my 
school work 42 

45. I would prefer to stay in 
school and graduate even 
if I were offered a good 
job tomorrow 42 

46. I would enjoy being a class 
officer 42 

47. It is worth the time, money, 
and effort to get a college 
education 37 

43.3 

43.3 

43.3 

2.31 

2.31 

2.31 

38.1 2.03 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

48. Students should start preparing 
for college as early as 
possible 37 

49. The principal and vice-principal 
usually help the students 32 

50. It is worthwhile for students 
to take part in school 
activities 32 

51. It is good for parents to put 
pressure on their children 
to get as much education 
as possible 29 

52. School subjects are very 
interesting 29 

53. Counselors help students a 
lot with their school problems 29 

54. Even though students speak 
another language at home, 
they should not speak it 
at school 29 

55. It is more important to do well 
in sports than in the classroom 21 

56. Teachers are too hard when 
they punish students 21 

57. Teachers to not listen to 
excuses of students 17 

38.1 

33.0 

33.0 

29.9 

29.9 

29.9 

29.9 

21.6 

21.6 

2.03 

1.76 

1.76 

1.59 

1.59 

1.59 

1.59 

1.15 

1.15 

17.5 0.93 

(table continues) 



84 

Ranking Attitudes of Students Frequency Percentage Mean 

58. It is important to earn good 
grades in school 17 17.5 0.93 

59. When I have trouble with 
school work, I talk it 
over with the teachers 14 14.4 0.77 

60. A teacher's word should be 
law in the classroom 14 14.4 0.77 

Note. N = 91 

the 5.0 mean degree. Thirteen attitudes are listed between the 4.0 mean 

degree and the 4.78 mean degree on the scale. Eleven attitudes on the scale 

are listed between the 3.0 mean degree and the 4.0 mean degree; 19 attitudes 

fall between the 2.0 mean degree and the 3.0 mean degree. Twelve attitudes 

on the scale are listed under the 2.0 mean degree. The data on these 60 

attitudes measured by the Attitude Toward Education and Teachers Scale 

range from a high mean degree of 5.00 to a low mean degree of 0.77. 

Mexican-American junior and senior high school students show a 

negative disposition toward teachers and express attitudes of rejection of the 

Anglo-dominant school system. An examination of the data in Table 8 

suggests that Mexican-American adolescents are convinced that teachers do 
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not understand their problems (M = 5.00). The respondents also feel that 

teachers give most of their attention to good students and that teachers usually 

pick on certain students, both ranking (M = 4.95). The respondents indicate 

that teachers are not fair when they give grades (M = 4.78). Approximately 

45% of the respondents perceive that teachers do not want their parents often 

to visit their school (M - 3.08). 

Overall, the Mexican-American respondents do not have a high opinion 

of their educational environment. An examination of the data in Table 8 

indicates that the respondents feel the Anglo-dominant educational system is 

discriminatory if not repressive. Evaluating positive assistance of school 

counselors (M = 1.59), endorsing the objective administration of punishment 

by instructors (M = 1.15) and supporting classroom teachers for not accepting 

valid excuses of students for being late to class (M = 0.93) reveal the low 

esteem in which educators are held. 

Mexican-American junior and senior high school students appear to be 

inclined toward present-time orientation. An examination of the data in Table 

8 shows that the respondents approve of having a good time in school 

(M = 4.95), of living for today (Af — 4.18), of dropping out of school in order 

to get a job (M — 3.57), and of leaving school in order to get a job if one is 

having personal problems at school (AT = 3.46). 

Mexican-American adolescents seem to identify with their cultural and 

social system. An examination of the data in Table 8 reveals that the 
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respondents feel it is good to mingle only with people of one's ethnicity 

(M = 4.95), that classmates are belligerent toward them on account of their 

ethnicity (M = 4.78) and that it is more important for a man to get a good 

education in comparison to a woman (M = 4.78). 

The respondents appear to be troubled with personal relationships. An 

examination of the data in Table 8 shows that the respondents approve of 

fighting to resolve personal insults (M = 4.34), feel isolated because their 

peers are unfriendly (M = 3.85), and feel that one should always be ready to 

defend one's honor (M = 3.46). 

Responses of Mexican-American Junior and Senior High School 
Students to the Mexican-American Interaction Scale 

The Mexican-American Interaction Scale was used to determine the life 

values and concerns of Mexican-American junior and senior high school 

students. The results of the survey are dichotomized into female and male 

subjects. Of the 100 Mexican-American female junior and senior high school 

students who were mailed the Mexican-American Interaction Scale, 41%, or 40 

students, returned the completed questionnaire in the return envelope 

provided for the collection of data. Of the 100 Mexican-American male junior 

and senior high school students who were mailed the Mexican-American 

Interaction Scale, 59%, or 57 students, returned the completed questionnaire 
* 

in the return envelope provided for the collection of data. 
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The rank order of concerns, frequency, and the mean degree of concern 

of female subjects are shown in Table 9 while the rank order of concerns, 

frequency, and the mean degree of concern of male subjects are shown in 

Table 10. Concerns 1 to 12 in both Table 9 and Table 10 are a 5-item, 

forced-choice response scale. Concerns 13 to 28 are open-ended questions and 

are presented and analyzed separately. 

The disparity between the number of Mexican-American female junior 

and senior high school respondents and the frequency response to each value 

and concern in Table 9 is that a small number of respondents did not answer 

each value and concern. Mexican-American female adolescents express 

strongaffinity toward Mexican-American culture as measured by the 

Mexican-American Interaction Scale. An examination of the data in Table 9 

suggests that on the issue of personal interaction, 97.5% of the respondents say 

they are visited in their homes by Mexican-American teachers, employers, 

co-workers, or priests at least once a month. Approximately 88% of the 

respondents acknowledge that they visit monthly in the homes of 

Mexican-American instructors, employers, co-workers, or clerics. The 

percentage of respondents who visit in the homes of the Mexican-American 

community at least once a month is 87.5%. 

An examination of the data in Table 9 implies that economic interaction 

in the Hispanic community by Mexican-American female junior and senior high 



88 

Table 9 

Values and Concerns of Mexican-American Female Junior and Senior High 

School Students 

Ranking Attitudes of Students Frequency Percentage Mean 

5. 

6. 

I visit with Mexican-American 
teachers, employers, co-workers 
or priests in my home at least 
once a month 39 

I visit in the homes of 
Mexican-American teachers, 
employers, co-workers, or 
priests and ministers at 
least once a month 35 

I visit in the homes of 
Mexican-American 
neighborhoods at least 
once a month 35 

I always make a point of 
shopping at Mexican-American 
small businesses 33 

I would like to visit 
Mexico because that is 
where my ancestors came 
from 33 

It is veiy important to 
be acquainted with Mexican 
history 33 

97.5 

87.5 

87.5 

82.5 

82.5 

5.00 

4.49 

4.49 

4.23 

4.23 

82.5 4.23 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

7. It is very important to be 
acquainted with Mexican 
culture 33 82.5 4.23 

8. I believe in teaching 
Mexican-American children 
to speak Spanish 33 82.5 4.23 

9. It is very important to be 
acquainted with the history 
of Mexican-American people 33 82.5 4.23 

10. I speak Spanish when visiting 
with friends most of the 
time 29 72.5 3.72 

11. I use Spanish at social 
gatherings most of the 
time 29 72.5 3.72 

12. I use Spanish in public 
most of the time 26 65.0 3.33 

Note. N - 40 

school students is strong. Almost 83% of the respondents indicate a 

preference of shopping at Mexican-American small businesses. 

Overall, the respondents show a positive identification with Mexican 

culture and a rejection of Anglo-American culture. An examination of the 

data in Table 9 suggests that 82.5% of the respondents would like to visit their 
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Table 10 

Values and Concerns of Mexican-American Male Junior and Senior High 

School Students 

Ranking Attitudes of Students Frequency Percentage Mean 

I believe in teaching 
Mexican-American children 
to speak Spanish 56 

I speak Spanish when 
visiting with friends most 
of the time 53 

I use Spanish at social 
gatherings most of the time 53 

I visit with Mexican-American 
teachers, employers, 
co-workers, or priests in 
my home at least once a 
month 53 

I visit in the homes of 
Mexican-American teachers, 
employers, co-workers, or 
priests and ministers at 
least once a month 53 

I visit in the homes of 
Mexican-American 
neighborhoods at least 
once a month 49 

98.2 

92.9 

92.9 

92.9 

92.9 

5.00 

4.73 

4.73 

4.73 

4.73 

85.9 4.38 

(table continues) 
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Ranking Attitudes of Students Frequency Percentage Mean 

7. It is veiy important to 
be acquainted with 
Mexican history 49 85.9 4.38 

8. It is very important to 
be acquainted with 
Mexican culture 49 85.9 4.38 

9. It is very important to 
be acquainted with the 
history of Mexican-American 
people 49 85.9 4.38 

10. I would like to visit Mexico 
because that is where my 
ancestors came from 49 85.9 4.38 

11. I use Spanish in public 
most of the time 42 73.7 3.75 

12. I always make a point of 
shopping at Mexican-American 
small businesses 42 73.7 3.75 

Note. N = 57 

ancestral homeland, Mexico. Table 9 also reveals that 82.5% of the 

respondents feel that it is important to be acquainted with the history and 

culture of Mexico as well as those of the Mexican-American. 
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There is a strong affinity for the usage of the Spanish language by the 

respondents. An examination of the data in Table 9 suggests that the 

respondents converse in Spanish more often than they do in English. Of the 

three values and concerns of conversing in Spanish in the homes of friends, at 

social gatherings, and in public places, the approval rate by the respondents 

ranges from a high of 72.5% to a low of 65%. The data also show that 82.5% 

of the respondents believe in teaching Mexican-American children to speak 

Spanish. 

The disparity between the number of Mexican-American male junior 

and senior high school respondents and the frequency response to each value 

and concern in Table 10 is that a small number of respondents did not answer 

each value and concern. Mexican-American male adolescents express strong 

attraction toward Mexican-American culture as measured by the 

Mexican-American Interaction Scale. An examination of the data in Table 10 

suggests that 98% of the respondents believe in teaching Mexican-American 

children to speak Spanish. An examination of the data in Table 10 also 

suggests that the respondents have a propensity for the usage of the Spanish 

language. Of the two values and concerns of conversing in Spanish in the 

homes of Mexican-American friends and at social gatherings, the approval rate 

by the respondents is 92.9%. The approval rate by the respondents of 

conversing in Spanish in public places is 73.7%-the lowest approval rate of the 
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three personal values and concerns of Spanish conversation but one which, 

nevertheless, is endorsed by three-fourths of the respondents. 

The respondents express an inclination toward personal interaction. An 

examination of the data in Table 10 suggests that 92.9% of the respondents say 

they are visited in their homes by Mexican-American instructors, employers, 

co-workers, or clerics at least once a month. The data also suggest that the 

same percentage of respondents visit monthly in the homes of 

Mexican-American instructors, employers, co-workers, or clerics. The 

percentage of respondents who visit the homes within the Mexican-American 

community at least once a month is 85%. 

Overall, the respondents show a positive identification with Mexican 

culture and a rejection of Anglo-American culture. An examination of the 

data in Table 10 shows that 85.9% of the respondents would like to visit their 

ancestral origin, Mexico. An examination of the data in Table 10 also shows 

that 85.9% of the respondents feel that it is important to be acquainted with 

the history and culture of Mexico as well as those of the Mexican-American. 

An examination of the data in Table 10 suggests that economic 

interaction in the Hispanic community by Mexican-American male junior and 

senior high school students is fairly strong. Approximately 74% of the 

respondents indicate a preference of shopping at small businesses owned by 
» 

Mexican-Americans. 
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Results of the Open-Ended Questions 

The open-ended questions, items 13 to 28 on the Mexican-American 

Interaction Scale, asked Mexican-American junior and senior high school 

students to list and describe their affiliations to Mexican and 

Mexican-American cultural values and concerns. Table 11 displays these 

open-ended questions, the frequency response, and the percentages of the 

respondents. The results of the open-ended questions are dichotomized into 

female and male subjects. The disparity between the number of 

Mexican-American female and male respondents and the frequency response 

to each value and concern is that a small number of respondents did not 

answer each of the open-ended questions. 

An examination of the answers of the respondents to open-ended 

questions 13 to 28 is presented: 

Item 13: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females and 59%, or 56 students, were 

Mexican-American males. Of the female respondents, 60% have books in 

their homes specifically concerning Mexican culture and history, 80% have 

books relating to Mexican-American culture, and 54% have books on Spanish 

culture or history. 
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Table 11 

Open-Ended Questions of Mexican-American Female and Male Junior and 

Senior High School Students 

Frequency Percentage 

Values and Concerns Female Male Female Male 

13. Do you have any books in 
your home concerning 39 56 41 59 

a. Mexican culture or history 23 36 60 65 
b. Mexican-American culture 

or history 31 45 80 80 
c. Spanish culture of history 21 34 55 60 

14. Do you ever read Spanish-
language literature? 39 56 41 59 

a. Yes 27 48 70 85 
b. No 12 8 30 15 

15. Do you subscribe to or 
purchase any Spanish-
language literature? 39 56 41 59 

a. Yes 23 36 60 65 
b. No 16 20 40 35 

c. Newspapers 16 29 70 80 
d. Literary magazines 9 14 40 40 
e. News magazines 13 22 55 60 
f. Sports magazines 1 22 2 60 
g. Other 2 7 10 20 

(table continues) 
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Frequency Percentage 

Values and Concerns Female Male Female Male 

16. Do you ever listen to 
Spanish-language radio 
broadcasts originating 
in the United States? 39 54 42 58 

a. Yes 35 49 90 90 
b. No 4 5 10 10 

c. Several times a week 16 22 45 45 
d. At least once a week 14 20 40 40 
e. At least once a month 4 5 10 10 
f. Less than once a month 1 2 5 5 

Do you ever listen to 
Spanish-language radio 
broadcasts originating in 
Mexico? 38 56 40 60 

a. Yes 8 14 20 25 
b. No 30 42 80 75 

c. Several times a week 0 0 0 0 
d. At least once a week 8 14 100 100 
e. At least once a month 0 0 0 0 
f. Less than once a month 0 0 0 0 

Do you ever watch Spanish-
language television 
broadcasts originating in 
the United States? 39 56 41 59 

a. Yes 33 50 85 90 
b. No 6 6 15 10 

(table continues) 
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Frequency Percentage 

Values and Concerns Female Male Female Male 

c. Several times a week 23 40 70 80 
d. At least once a week 7 8 20 15 
e. At least once a month 3 2 10 3 
f. Less than once a month 0 1 0 2 

19. Do you ever watch Spanish-
language television 
broadcasts originating 
in Mexico? 39 55 41 59 

a. Yes 9 14 23 25 
b. No 30 41 77 75 

c. Several times a week 0 0 0 0 
d. At least once a week 0 0 0 0 
e. At least once a month 9 14 100 100 
f. Less than once a month 0 0 0 0 

20. Do you believe in teaching 
Mexican-American children to 
speak Spanish? 39 56 41 59 

a. Yes 31 53 80 95 
b. No 8 3 20 5 

21. Do you attend social 
functions which are solely 
Mexican-American? 39 56 41 59 

a. Yes 37 53 95 95 
b. No 2 3 5 5 

(table continues) 
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Frequency Percentage 

Values and Concerns Female Male Female Male 

c. Weddings 33 11 90 20 
d. Baptismal ceremony 33 8 90 15 
e. Showers-infant 22 0 60 0 
f. Showers—wedding 30 0 80 0 
g. Cinco de Mayo 9 36 25 68 
h. El Dfa de la 

Independencia de Mexico 13 49 35 92 

22. Are you familiar with 
compadrazgo? 38 52 42 58 

a. Yes 36 51 95 98 
b. No 2 1 5 2 

23. Are you active in any 
organization which is 
Mexican-American in outlook? 38 58 40 60 

a. Yes 10 12 25 20 
b. No 28 46 75 80 

24. Do you currently hold 
membership in a church? 39 57 41 59 

a. Yes 38 47 98 82 
b. No 1 10 2 18 

25. If you do not hold 
membership in a church, 
indicate if you now attend 
religious services 

(table continues) 
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Frequency Percentage 

Values and Concerns Female Male Female Male 

a. Now attend 0 0 0 0 
b. Non-attend 1 10 100 100 

26. Do you attend religious 
services conducted in 
Spanish? 38 47 45 55 

a. Yes 29 33 75 70 
b. No 9 14 25 30 

27. Identify your sex 40 57 41 59 

a. Female 40 0 100 0 
b. Male 0 57 0 100 

28. List the specific 
occupation of two close 
friends and their 
ethnicity 39 56 41 59 

a. Afro-American 1 5 3 9 
b. Anglo-American 8 1 20 2 
c. Mexican-American 30 50 77 89 
d. Other 0 0 0 0 

Of the male respondents, 64% have books in their homes specifically 

concerning Mexican-American culture and 61% have books relating to Spanish 

culture or history. 
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Item 14: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females while 59%, or 56 students, were 

Mexican-American males. Of the female respondents, 69% read 

Spanish-language literature. Of the male respondents, 86% read 

Spanish-language literature. 

Item 15: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females; 59%, or 56 students were 

Mexican-American males. Of the female respondents, 59% subscribe to or 

purchase Spanish-language literature. The kinds and percentages of 

Spanish-language literature which the female respondents subscribe to or 

purchase are delineated: 70% prefer Spanish-language newspapers, 57% favor 

Spanish-language news magazines, 39% like Spanish-language literary 

magazines, 9% select other Spanish-language publications, and 4% choose 

sports magazines. 

Of the male respondents, 64% subscribe to or purchase 

Spanish-language literature. The kinds and percentages of Spanish-language 

literature which the male respondents subscribe to or purchase are delineated: 

81% prefer Spanish-language newspapers, 61% select Spanish-language news 

magazines and sports magazines, 39% choose Spanish-language literary 

magazines, and 19% favor other Spanish-language publications. 
* 

Of the male and female respondents, not any admit to the inability to 

read Spanish nor to the avoidance of Spanish-language literature. 
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Item 16: Of the 93 respondents to this value and concern, 42%, or 39 

students, were Mexican-American females while 58%, or 54 students, were 

Mexican-American males. The patterns of response of both male and female 

respondents to listening to Spanish-language radio broadcasts originating in the 

United States were identical. Approximately 52% listen several times a week, 

45% listen at least once a week, 12% listen at least once a month, and 4% 

listen to the broadcasts less than once a month. 

Item 17: A significantly smaller percentage of the respondents listen to 

Spanish-language radio broadcasts originating in Mexico. Of the 94 

respondents to this value and concern, 40%, or 38 students, were 

Mexican-American females and 60%, or 56 students, were Mexican-American 

males. Of the female respondents, 21% listen to Spanish-language radio 

broadcasts originating in Mexico at least once a week. Of the male 

respondents, 25% listen at least once a week to Spanish-language radio 

broadcasts originating in Mexico. All other categories of listening to 

Spanish-language radio broadcasts originating in Mexico were ignored by both 

the male and female respondents. 

Item 18: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females while 59%, or 56 students, were 

Mexican-American males. Of the female respondents who watch 

Spanish-language television broadcasts originating in the United States, 70% 

watch several times a week, 21% watch at least once a week, and 9% watch at 
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least once a month. Of the male respondents who watch Spanish-language 

television broadcasts originating in the United States, 80% watch several times 

a week, 16% watch at least once a week, 4% watch at least once a month, and 

2% watch less than once a month. 

Item 19: Of the 94 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females; 59%, or 55 students, were 

Mexican-American males. The patterns of response of both female and male 

respondents to watching Spanish-language television broadcasts originating in 

Mexico were almost identical. Approximately 23% of the female respondents 

and 27% of the male respondents watch Mexican television programs at least 

once a month. Both male and female respondents ignore all other categories 

of watching Spanish-language television broadcasts originating in Mexico. 

Item 20: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females while 59%, or 56 students, were 

Mexican-American males. Of the female respondents, 79% believe in teaching 

Mexican-American children to speak Spanish. Of the male respondents, 95% 

endorse teaching Mexican-American children to speak Spanish. These 

percentages of approval are almost identical to those of the rank order of 

concerns and values displayed in Table 9 and Table 10 for female and male 

respondents respectively. 

Item 21: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females while 59%, or 56 students, were 
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Mexican-American males. Of the female respondents, 95% attend social 

functions which are specifically Mexican-American in outlook. The percentage 

of female respondents who attend weddings and baptisms is 89%. Wedding 

and infant showers are attended by 81% and 60% of the female respondents 

respectively. September 16, Mexican Independence Day, is celebrated by 35% 

of the female respondents, and 24% of the female respondents celebrate Cinco 

de Mayo. 

Among the male respondents, 93% rank the Mexican Independence Day 

as the major Mexican-American social function they celebrate. Of secondary 

importance is Cinco de Mayo which is considered as a significant 

Mexican-American social function by 68% of the male respondents. Wedding 

and baptismal ceremonies are attended by 21% and 15% of the male 

respondents respectively. The male respondents do not attend infant and 

wedding showers. 

Item 22: Of the 90 respondents to this value and concern, 42%, or 38 

students, were Mexican-American females; 58%, or 52 students, were 

Mexican-American males. While not all respondents attend church regularly, 

many still practice compadrazgo, or godparenthood. For each child, parents 

select a set of godparents who assume certain responsibilities for the child. 

The real emphasis, however, is on the relationship between the actual and 

ritual parents. The godparents are addressed in kinship terms as compadre 

and comadre (co-father and co-mother). 
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Of the female respondents, 95% are familiar with compadrazgo. Of the 

male respondents, 98% are familiar with this form of kinship tie. 

Item 23: Of the 96 respondents to this value and concern, 40%, or 38 

students, were Mexican-American females while 60%, or 58 students, were 

Mexican-American males. Of the female respondents, 26% take an active part 

in an organization which is specifically Mexican-American in outlook. Of the 

male respondents, 26% actively participate in an organization which is 

Mexican-American in attitude. Both male and female respondents mention 

religious associations as the Mexican-American social organization in which 

they are active. 

Item 24: Of the 96 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females; 59%, or 57 students, were 

Mexican-American males. Of the female respondents, 97% hold current 

membership in a church. The breakdown of membership in either a Catholic 

church or in a Protestant denomination is 85% and 15% respectively. Of the 

male respondents, 82% hold current membership in a church. The breakdown 

of membership in either a Catholic church or in a Protestant denomination is 

90% and 10% respectively. 

Item 25: Of the 11 respondents to this value and concern, 10%, or 1 

student, was a Mexican-American female and 90%, or 10 students, were 

Mexican-American males. Of the 3% of the female respondents who do not 

hold current church memberships, none attends religious services. Of the 18% 
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of the male respondents who do not hold current church memberships, none 

attends religious services. 

Item 26: Of the 85 respondents to this value and concern, 45%, or 38 

students, were Mexican-American females while 55%, or 47 students, were 

Mexican-American males. Of the female respondents, 76% attend religious 

services conducted in Spanish. Of the male respondents, 70% attend religious 

services conducted in Spanish. 

Item 27: Regarding the identification of the gender of the respondents, 

the results of the open-ended questions have been dichotomized into female 

and male subjects. 

Item 28: Of the 95 respondents to this value and concern, 41%, or 39 

students, were Mexican-American females while 59%, or 56 students, were 

Mexican-American males. Both the female and male respondents to this item 

listed the specific occupations of two close friends as students. Of the female 

respondents, 76% list two Mexican-Americans as close friends, 21% identify 

two Anglo-Americans as close friends, and 3% list two Afro-Americans as 

close friends. 

Of the male respondents, 89% list two Mexican-Americans as close 

friends, 9% identify two Afro-Americans as close friends, and 2% list two 

Anglo-Americans as close friends. 



106 

Data on Hypotheses 

This section presents the Mann-Whitney U Test which has been 

calculated and tested at the level of significance at the .02 level to accept or 

reject the hypotheses. 

Hypothesis One-A 

The first hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on school affiliation. Computing a U statistic 

of 7, a mean for grouped data of n1 and n2 of 40.5, a sampling distribution of 

11.32, a value of z = 3.00 was obtained. The correlation is significant at the 

.02 level. Therefore, the hypothesis is not retained. The data are presented in 

Table 12. 

Hypothesis One-B 

The second hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on achievement. Computing a U statistic of 

13, a mean for grouped data of ^ and n2 of 24.5, a sampling distribution of 

7.83, a value of z = 1.53. The correlation is significant at the .02 level. The 

data are presented in Table 13. 



Table 12 

School Affiliation 
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Components of Correlations Ang-Am Mex-Am ni n2 

1. It is good to take part in class 
discussions 88.8 50.5 17.5-A 7.5-B 

2. All rules at school must be 
strictly obeyed 88.8 50.5 17.5-A 7.5-B 

3. Students should pay attention to 
the teacher 84.4 49.5 15.0-A 5.5-B 

4. I would enjoy being a class officer 82.2 43.3 14.0-A 4.0-B 

5. School subjects are very 
interesting 60.0 29.9 11.5-A 2.0-B 

6. Teacher's word should be the 
law in the classroom 60.0 14.4 11.5-A 1.0-B 

7. It is worthwhile for students 
to take part in school activities 60.0 33.0 11.5-A 3.0-B 

8. All students should try to become 
school leaders 60.0 49.5 11.5-A 5.5-B 

9. It is easier for students to obey 
a male teacher than a female 
teacher 55.5 84.5 9.0-A 16.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 



Table 13 

Achievement 
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Components of Correlations Ang-Am Mex-Am nt n2 

1. It is important to get good grades 
in school 

2. Everyone should finish the eighth 
grade 

3. It is necessary to have a high school 
education 

4. It is important to finish the 
tenth grade 

5. It is worth the time, money, and 
effort to get a college education 

6. It is good to earn good grades in 
school 

7. It is more important to do well 
in sports than in the classroom 

91.1 60.8 13.5-A 7.0-B 

91.1 72.1 13.5-A 8.5-B 

88.8 72.1 11.5-A 8.5-B 

88.8 81.4 11.5-A 10.0-B 

60.0 38.1 5.5-A 4.0-B 

60.0 17.5 5.5-A 1.0-B 

24.4 21.6 3.0-A 2.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

Hypothesis One-C 

The third hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on self-acceptance. Computing a U statistic of 
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27, a mean for grouped data of n1 and n2 of 18, a sampling distribution of 6.25, 

a value of z = 3.28 was obtained. The correlation is significant at the .02 level. 

Therefore, the hypothesis is not retained. The data are presented in Table 14. 

Table 14 

Self-Acceptance 

Components of Correlations Ang-Am Mex-Am nx n2 

1. Even though students speak 
another language at home, they 
should not speak it at school 

2. The best way to learn something 
is to talk it over with the 
teacher 

3. It is good to mingle only with 
people of your own kind 

4. Students are very unfriendly to 
me in school 

5. My classmates pick on me because 
I am different 

6. It is a good thing to be in a gang 
while in school 

84.4 29.9 10.0-A 4.0-B 

73.3 46.4 9.0-A 6.0-B 

31.1 92.7 5.0-A 12.0-B 

24.4 72.1 3.0-A 8.0-B 

22.2 89.9 2.0-A 11.0-B 

6.6 50.5 1.0-A 7.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Hypothesis One-D 

The fourth hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on self-security. Computing a U statistic of 32, 

a mean for grouped data of n} and n2 of 32, a sampling distribution of 9.52, a 

value of 2 = .005 was obtained. The correlation is not 

significant at the .02 level. Therefore, the hypothesis is retained. The data are 

presented in Table 15. 

Hypothesis One-E 

The fifth hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on social maturity. Computing a U statistic of 

22, a mean for grouped data of n, and n2 of 24.5, a sampling distribution of 

7.83, a value of z — 0.38 was obtained. The correlation is not significant at the 

.02 level. Therefore, the hypothesis is retained. The data are presented in 

Table 16. 

Hypothesis One-F 

The sixth hypothesis tested was that the Mexican-American subjects 

would exhibit a more negative attitude toward education than the 

Anglo-American subjects based on motivation. Computing a U statistic of 6, a 

mean for grouped data of % and n2 of 8, a sampling distribution of 3.46, a 
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Self-Security 
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Components of Correlations Ang-Am Mex-Am n1 n2 

1. When I have trouble with school 
work, I talk it over with the 
teachers 

2. Teachers do not understand the 
problems of students 

3. Counselors help students a lot 
with their school work 

4. Teachers do not listen to excuses 
of students for being late 

5. The principal and vice-principal 
usually help the students 

6. It is not good to fight on the 
school campus, but people should 
be prepared to defend their honor 
anywhere 54.5 

7. If anyone insults me because I 
am different, I fight 

8. Sometimes talking is not enough, 
and I have to use my fists to 
convince someone 

82.2 14.41 15.0-a 2.0-B 

60.0 93.8 11.0-A 16.0-B 

60.0 29.9 11.0-A 5.0-B 

60.0 17.5 11.0-A 3.0-B 

55.5 33.0 7.5-A 6.0-B 

55.5 57.7 7.5-A 9.0-B 

17.7 64.9 4.0-A 13.0-B 

11.1 81.4 1.0-A 14.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Table 16 

Social Maturity 

Components of Correlations Ang-Am Mex-Am n i n2 

1. I would prefer to stay in school 
and graduate even if I were 
offered a good job tomorrow 88.8 43.3 14.0-A 4.0-B 

2. A student who is a nuisance in 
school should be sent to the 
principal's office 82.2 47.4 13.0-A 5.0-B 

3. Students should start preparing 
for college as early as possible 73.3 38.1 9.0-A 2.0-B 

4. What I learn in school will help 
me even if I do not go to college 60.0 81.4 00

 t 11.5-B 

5. Students should not drop out of 
school just because their clothes 
are not as good as those of their 
classmates 55.5 54.6 7.0-A 6.0-B 

6. School should be more realistic 
and prepare students for a job 40.0 81.4 3.0-A 11.5-B 

7. One must live for today, who 
knows what tomorrow may bring 11.1 78.3 1.0-A 10.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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value of z = 0.72 was obtained. The correlation is not significant at the .02 

level. Therefore, the hypothesis is retained. The data are presented in Table 

17. 

Table 17 

Motivation 

Components of Correlations Ang-Am Mex-Am ni n2 

1. It is as important to have 
a good time in school as it 
is to study and learn 60.0 92.7 5.5-A 8.0-B 

2. It is good for parents to put 
pressure on their children to 
get as much education as 
possible 60.0 29.9 5.5-A 2.0-B 

3. A student should always be 
willing to do extra work 55.5 57.7 3.0-A 4.0-B 

4. I like to have a good time 
even if there is school work 
to be done 31.1 86.6 1.0-A 7.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Hypothesis Two-A 

The first component tested of this hypothesis was that the 

Mexican-American subjects would score lower on intercultural association 

based on familial affiliation. Computing a U statistic of 0, a mean for grouped 

data of n1 and n2 of 4.5, a sampling distribution of 2.29, a value of z = 2.19 

was obtained. The correlation is significant at the .02 level. Therefore, the 

hypothesis is retained. The data are presented in Table 18. 

Table 18 

Inter-Cultural Association Based on Familial Affiliation 

Components of Correlations Ang-Am Mex-Am n2 

1. My parents help me with my 
school work. 73.3 43.3 5.5-A 2.0-B 

2. Teachers want parents to 
visit the school often 

3. It is good for parents to 
put pressure on their 
children to get as much 
education as possible 

73.3 57.3 5.5-A 3.0-B 

60.0 29.9 4.0-A 1.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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The second component tested of this hypothesis was that the 

Mexican-American subjects would score higher on the rejection of the values 

of the Anglo-American subjects based on familial affiliation. Computing a 

U statistic of 0, a mean for grouped data of ^ and n2 of 98, a sampling 

distribution of 21.76, a value of z — 4.53 was obtained. The 

correlation is significant at the .02 level. Therefore, the hypothesis is not 

retained. The data are presented in Table 19. 

Hypothesis Two-B 

The first component tested of this hypothesis was that the 

Mexican-American subjects would score lower on intercultural association 

based on cultural values of school personnel. Computing a U statistic of 18, a 

mean for grouped data of nj and n2 of 32, a sampling distribution of 9.52, a 

value of z = 1.52 was obtained. The correlation is significant at the .02 level. 

Therefore, the hypothesis is not retained. The data are presented in Table 20. 

The second component tested of this hypothesis was that the 

Mexican-American subjects would score higher on the rejection of the values 

of the Anglo-American subjects based on the cultural values of school 

personnel. Computing a U statistic of 10, a mean for grouped data of % and 

n2 of 40.5, a sampling distribution of 11.32, a value of z = 2.74 was obtained. 

The correlation is significant at the .02 level. Therefore, the hypothesis is not 

retained. The data are presented in Table 21. 
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Table 19 

Rejection of Anglo-American Values Based on Familial Affiliation 

Components of Correlations Ang-Am Mex-Am nx n2 

1. It is important to get good 
grades in school 

2. Everyone should finish the 
eighth grade 

3. It is good to take part in 
class discussions 

4. All rules at school must be 
strictly obeyed 

5. It is necessary to have a high 
school education 

6. I would prefer to stay in school 
and graduate even if I were 
offered a good job tomorrow 

7. It is important to finish 
the tenth grade 

8. Students should pay attention 
to their teacher and not miss 
class 

9. It is worthwhile to work hard 
and become interested in every 
school course 

91.1 60.8 27.5-A 11.0-B 

91.1 72.1 27.5-A 12.5-B 

88.8 50.5 24.0-A 9.5-B 

88.8 50.5 24.0-A 9.5-B 

88.8 72.1 24.0-A 12.5-B 

88.8 43.3 24.0-A 3.5-B 

88.8 81.4 24.0-A 14.0-B 

84.4 49.5 19.5-A 8.0-B 

84.4 47.4 19.5-A 6.5-B 

(table continues) 
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Components of Correlations Ang-Am Mex-Am n2 

10. Teachers care about their 
students 84.4 46.4 19.5-A 5.0-B 

11. Even though students speak 
another language at home, 
they should not speak it at 
school 84.4 29.9 19.5-A 2.0-B 

12. I would enjoy being a class 
officer 82.2 43.3 16.0-A 3.5-B 

13. When I have trouble with school 
work, I talk it over with the 
teachers 82.2 14.4 16.0-A 1.0-B 

14. A student who is a nuisance in 
school should be sent to the 
principal's office 82.2 47.4 16.0-A 6.5-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

Hypothesis Two-C 

The first component tested of this hypothesis was that the 

Mexican-American subjects would score lower on intercultural association than 

the Anglo-American subjects based on Anglo-dominant curriculum. 

Computing a U statistic of 4, a mean for grouped data of nt and n2 of 8, a 

sampling distribution of 12, a value of z - 0.38 was obtained. The correlation 
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Table 20 

Inter-Cultural Association Based on Cultural Values of School Personnel 

Components of Correlations Ang-Am Mex-Am na n2 

1. Teachers care about their 
students 

2. Even though students speak 
another language at home, they 
should not speak it at school 

3. Teachers want parents to visit 
the school often 

4. Teachers do not understand 
the problems of students 

5. A teacher's word should be 
the law in the classroom 

6. Teachers do not listen to 
excuses of students for being 
late 

7. The principal and vice-principal 
usually help the students 

8. Teachers give most of their help 
and attention to good students 

84.4 46.4 13.5-A 5.0-B 

84.4 29.9 13.5-A 3.0-B 

73.3 57.7 12.0-A 8.0-B 

60.0 93.8 10.0-A 16.0-B 

60.0 14.4 10.0-A 1.0-B 

60.0 17.5 10.0-A 2.0-B 

55.5 33.0 6.5-A 4.0-B 

55.5 42.7 6.5-A 15.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

is not significant at the .02 level. Therefore, the hypothesis is retained. The 

data are presented in Table 22. 
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Table 21 

Rejection of Anglo-American Values Based on Cultural Values of School 

Personnel 

Components of Correlations Ang-Am Mex-Am % n2 

1. It is important to get good 
grades in school 91.1 60.8 17.5-A 8.0-B 

2. Everyone should finish the 
eighth grade 91.1 72.1 17.5-A 9.5-B 

3. It is necessary to have a 
high school education 88.8 72.1 15.5-A 9.5-B 

4. It is important to finish 
the tenth grade 88.8 81.4 15.5-A 13.0-B 

5. Teachers care about their 
students 84.4 46.4 14.0-A 4.0-B 

6. Teachers want parents to visit 
the school often 73.3 57.7 11.5-A 5.0-B 

7. Students should start preparing 
for college as early as 
possible 73.3 38.1 11.5-A 2.5-B 

8. It is good to earn good grades 
in school 60.0 17.51 6.5-A 1.0-B 

9. It is worth the time, money, and 
effort to get a college education 60.0 38.1 6.5-A 2.5-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Table 22 

Inter-Cultural Association Based on Anglo-Dominant Curriculum 

Components of Correlations Ang-Am Mex-Am nj n2 

1. Even though students speak another 
language at home, they should not 
speak it at school 84.4 29.9 7.0-A 1.5-B 

2. Counselors help students a lot 
with their school work 60.0 29.9 6.0-A 1.5-B 

3. The principal and vice-principal 
usually help the students 55.5 33.0 5.0-A 3.0-B 

4. School should be more realistic 
and prepare students for a job 40.0 81.4 4.0-A 8.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

The second component of this hypothesis was that the 

Mexican-American subjects would score higher on the rejection of the values 

of the Anglo-American subjects based on Anglo-dominant curriculum. 

Computing a U statistic of 0, a mean for grouped data of nt and n2 of 8, a 

sampling distribution of 12, a value of z - 0.71 was obtained. The correlation 

is not significant at the .02 level. Therefore, the hypothesis is retained. The 

data are presented in Table 23. 
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Table 23 

Rejection of Anglo-American Values Based on Anglo-Dominant Curriculum 

Components of Correlations Ang-Am Mex-Am nt n2 

1. It is good to take part in class 
discussions 

2. Even though students speak 
another language at home, they 
should not speak it at school 

3. The best way to learn something 
is to talk it over with the 
teacher 

4. It is worthwhile for students 
to take part in school 
activities 

88.8 50.5 8.0-A 4.0-B 

84.4 29.9 7.0-A 1.0-B 

73.3 46.4 6.0-A 3.0-B 

60.0 33.0 5.0-A 2.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

Hypothesis Three-A 

The first hypothesis tested was that the Mexican-American subjects would 

score higher on the ability to influence a larger proportion of ethnic 

peers than the Anglo-American subjects based on roles of dominance and 

submission in interpersonal relationships. Computing a U statistic of 36, a 

mean for grouped data of nx and n2 of 32, a sampling distribution of 9.52, a 

value of z = 0.37 was obtained. The correlation is not significant at the .02 
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level. Therefore, the hypothesis is retained. The data are presented in Table 

24. 

Table 24 

Dominance and Submission 

Components of Correlations Ang-Am Mex-Am n i n2 

1. All rules at school must be 
strictly obeyed 88.8 50.5 15.0-A 6.5-B 

2. Students should not question the 
word of a teacher 68.8 50.5 12.0-A 6.5-B 

3. A teacher's word should be the 
law in the classroom 60.0 14.4 11.0-A 1.0-B 

4. It is easier for students to obey 
a male teacher than a female 
teacher 55.5 84.5 8.5-A 14.0-B 

5. It is easier for students to obey 
an older teacher than a young 
teacher 55.5 57.7 8.5-A 10.0-B 

6. It is hard to take orders from 
a woman 44.4 81.4 4.0-A 13.0-B 

7. It is more important for a man 
to get a good education; a woman 
can always raise a family and do 
housework 35.5 89.0 3.0-A 16.0-B 

8. I prefer a teacher to tell me what 
to do and see that I do it 15.5 49.5 2.0-A 5.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Hypothesis Three-B 

The second hypothesis tested was that the Mexican-American subjects 

would score higher on the ability to influence a larger proportion of ethnic 

peers than the Anglo-American subjects based on degree of authoritarian 

control by parents. Computing a U statistic of 4, a mean for grouped data of 

n1 and n2 of 8, a sampling distribution of 12, a value of z - 0.38 was obtained. 

The correlation is not significant at the .02 level. Therefore, the hypothesis is 

retained. The data are presented in Table 25. 

Table 25 

Authoritarian Control 

Components of Correlations Ang-Am Mex-Am n2 n, 

1. It is important to get good 
grades in school 

2. It is necessary to have a high 
school education 

3. It is good for parents to put 
pressure on their children to 
get as much education as possible 

4. It is good to earn good grades 
in school 

91.1 60.8 8.0-A 5.0-B 

88.8 72.1 7.0-A 6.0-B 

60.0 29.9 3.5-A 2.0-B 

60.0 17.5 3.5-A 1.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Hypothesis Four-A 

The first hypothesis tested was that the Mexican-American male subjects 

would express a stronger affinity toward Mexican-American culture than the 

Mexican-American female subjects based on familial achievement. Computing 

a U statistic of 24.5, a mean for grouped data of ^ and n2 of 24.5, a sampling 

distribution of 7.83, a value of z = 0.06 was obtained. The correlation is not 

significant at the .02 level. Therefore, the hypothesis is retained. The data are 

presented in Table 26. 

Hypothesis Four-B 

The second hypothesis tested was that the Mexican-American male subjects 

would express a stronger affinity toward Mexican-American culture than the 

Mexican-American female subjects based on social confidence. Computing a 

U statistic of 49, a mean for grouped data nj and n2 of 50, a sampling 

distribution of 13.23, a value of z = 0.11 was obtained. The correlation is not 

significant at the .02 level. Therefore, the hypothesis is retained. The data are 

presented in Table 27. 

Hypothesis Five 

The hypothesis tested was that the Mexican-American male subjects would 

express more hostility toward female authority figures than the 

Anglo-American male subjects based on male ethnic affiliation. Computing a 

U statistic of 9, a mean for grouped data of nx and n2 of 4.5, a sampling 
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Familial Achievement 
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Components of Correlations 
Mex-Am Mex-Am 

Male Female n, n, 

1. Do you have any books in your 
home concerning Mexican-American 
culture or histoiy? 

2. Do you subscribe to or purchase 
any Spanish-language literature? 

3. Do you ever listen to Spanish-language 
radio broadcasts originating in the 
United States? 

4. Do you ever listen to Spanish-language 
radio broadcasts originating in 
Mexico? 

5. Do you ever watch Spanish-language 
television broadcasts originating 
in the United States? 

6. Do you ever watch Spanish-language 
television broadcasts originating 
in Mexico? 

7. Are you active in any organization 
which is Mexican-American in 
outlook? 

80 

64 

91 

25 

89 

26 

21 

80 9.5-A 9.5-B 

59 8.0-A 7.0-B 

90 14.0-A 13.0-B 

21 4.0-A 1.5-B 

85 12.0-A 11.0-B 

23 5.5-A 3.0-B 

26 1.5-A 5.5-B 

Note. Mex-Am = Mexican-American. 
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Social Confidence 
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Components of Correlations 
Mex-Am Mex-Am 

Male Female n, n, 

1. I visit with Mexican-American 
teachers, employers, co-workers, 
or clerics in my home 

2. I visit in the homes of 
Mexican-American teachers, 
employers, co-workers, or 
clerics at least once a month 

3. I visit in the homes of 
Mexican-American neighborhoods 
at least once a month 

4. I always make a point of shopping 
at Mexican-American small 
businesses 

5. I speak Spanish when visiting 
with friends most of the time 

6. I use Spanish in public most 
of the time 

7. Do you attend social functions 
which are solely Mexican-American? 

8. Are you familiar with compadrazgo? 

92.9 97.5 12.5-A 19.0-B 

92.9 87.5 12.5-A 9.5-B 

85.9 87.5 8.0-A 9.5-B 

73.7 82.5 5.0-A 7.0-B 

92.9 72.5 12.5-A 4.0-B 

92.9 65.0 12.5-A 3.0-B 

95.0 95.0 16.0-A 16.0-B 

98.0 95.0 20.0-A 16.0-B 

(table continues) 
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Mex-Am Mex-Am 
Components of Correlations Male Female nx n2 

9. Are you active in any organization 
which is Mexican-American in 
outlook? 21.0 26.0 1.0-A 2.0-B 

10. Do you currently hold membership 
in a church? 82.0 97.0 6.0-A18.0-B 

Note. Mex-Am = Mexican-American. 

distribution of 2.29, a value of z = 1.75 was obtained. The correlation is 

significant at the .02 level. Therefore, the hypothesis is not retained. The data 

are presented in Table 28. 

Hypothesis Six-A 

The first hypothesis tested was that the Mexican-American subjects 

would score higher on resisting discipline than the Anglo-American subjects 

based on egalitarianism. Computing a U statistic of 29, a mean for grouped 

data of nx and n2 of 32, a sampling distribution of 9.52, a value of z — 0.37 was 

obtained. The correlation is not significant at the .02 level. Therefore, the 

hypothesis is retained. The data are presented in Table 29. 
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Male Ethnic Affiliation 
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Components of Correlations 
Ang-Am Mex-Am 

Male Male n, 

1. It is easier for students to 
obey a male teacher than a 
female teacher 

2. It is hard to take orders from 
a woman 

3. It is more important for a man 
to get a good education; a woman 
can always raise a family and do 
housework 

55.5 84.5 3.0-A 5.0-B 

44.4 81.4 2.0-A 4.0-B 

35.5 89.9 1.0-A 6.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 

Hypothesis Six-B 

The second hypothesis tested was that the Mexican-American subjects 

would score higher on resisting discipline than the Anglo-American subjects 

based on self-esteem. Computing a U statistic of 47, a mean for grouped data 

of HJ and n2 of 24.5, a sampling distribution of 7.83, a value of z — 2.81 was 

obtained. The correlation is significant at the .02 level. Therefore, the 

hypothesis is not retained. The data are presented in Table 30. 
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Egalitarianism 
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Components of Correlations Ang-Am Mex-Am nj n2 

1. All rules at school must be 
strictly obeyed 

2. Even though students speak 
another language at home, they 
should not speak it at school 

3. A student who is a nuisance in 
school should be sent to the 
principal's office 

4. A teacher's word should be the 
law in the classroom 

5. Teachers are too hard when they 
punish students 

6. Teachers are not fair when they 
give grades 

7. Teachers usually pick on certain 
students 

8. Sometimes talking is not enough, 
and I have to use my fists to 
convince someone 

88.8 50.5 14.0-A 8.0-B 

84.4 29.9 13.0-A 4.0-B 

82.2 47.4 12.0-A 6.0-B 

60.0 14.4 10.0-A 2.0-B 

55.5 21.6 9.0-A 3.0-B 

48.8 89.9 7.0-A 15.0-B 

40.0 92.7 5.0-A 16.0-B 

11.1 81.4 1.0-A11.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Table 30 

Self-Esteem of Anglo-American and Mexican-American Adolescents 

Components of Correlations Ang-Am Mex-Am nx n2 

1. Students should not drop out 
of school just because their 
clothes are not as good as 
those of their classmates 55.5 54.6 7.5-A 6.0-B 

2. It is not good to fight on the 
school campus, but people should 
be prepared to defend their 
honor anywhere 

3. I believe it is all right to have 
a friend copy my homework 

4. Sometimes talking is not enough, 
and I have to use my fists to 
convince someone 

55.5 57.7 7.5-A 9.0-B 

31.1 78.3 5.0-A 12.5-B 

11.1 81.4 2.5-A 14.0-B 

5. It is worthwhile to drop out of 
school and get a job 

6. One must live for today, who 
knows what tomorrow may bring 

7. If one is having trouble at 
school, it might be best to 
drop out and get a job 

8.8 67.0 1.0-A 11.0-B 

11.1 78.3 2.5-A 12.5-B 

24.4 64.9 4.0-A 10.0-B 

Note. Ang-Am = Anglo-American; Mex-Am = Mexican-American. 
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Hypothesis Seven-A 

The first hypothesis tested was that the Mexican-American female subjects 

would score higher on the need to acquire knowledge of Mexican-American 

cultural and historical values than will the Mexican-American male subjects 

based on self-esteem of Mexican-American females. Computing a U statistic 

of 0, a mean for grouped data of n} and n2 of 12.5, a sampling distribution of 

4.79, a value of z = 2.72 was obtained. The correlation is significant at the .02 

level. Therefore, the hypothesis is not retained. The data are presented in 

Table 31. 

Hypothesis Seven-B 

The second hypothesis tested was that the Mexican-American female 

subjects would score higher on the need to acquire knowledge of 

Mexican-American cultural and historical values than will the 

Mexican-American male subjects based on peer affiliation. Computing a U 

statistic of 71, a mean for grouped data of n} and n2 of 40.5, a sampling 

distribution of 10.71, a value of z = 2.80 was obtained. The correlation is 

significant at the .02 level. Therefore, the hypothesis is not retained. The data 

are presented in Table 32. 

Summary 

Familial support appears to be one of the more important factors impacting 

achievement orientation and educational attainment. Among 
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Table 31 

Self-Esteem of Mexican-American Male and Mexican-American Female 

Adolescents 

Components of Correlations 
Mex-Am Mex-Am 

Male Female n} n2 

1. I would like to visit Mexico 
because that is where my 
ancestors came from 

2. It is very important to be 
acquainted with Mexican 
history 

3. It is very important to be 
acquainted with Mexican 
culture 

4. I believe in teaching 
Mexican-American children 
to speak Spanish 

5. It is very important to be 
acquainted with the histoiy 
of Mexican-American people 

85.9 82.5 7.5-A 3.0-B 

85.9 82.5 7.5-A 3.0-B 

85.9 82.5 7.5-A 3.0-B 

92.0 82.5 10.0-A 3.0-B 

85.9 82.5 7.5-A 3.0-B 

Note. Mex-Am = Mexican-American. 

Mexican-American and Anglo-American junior and senior high school students, 

achievement motivation is the result of two types of familial socialization 

habits: (a) when parents impose personal aspirations on their children and 
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Table 32 

Peer Affiliation 

Components of Correlations 
Mex-Am Mex-Am 

Male Female ni n2 

1. Are you active in any organization 
which is Mexican-American in outlook? 21.0 26.0 4.5-A 7.0-B 

2. Are you familiar with a compadrazgo? 98.0 95.0 16.0-A 15.0-B 

3. Do you attend social functions which 
are solely Mexican-American? 

a. Weddings 21.0 89.0 4.5-A 12.5-B 
b. Baptismal ceremony 15.0 89.0 3.0-A 12.5-B 
c. Showers-infant 0.0 60.0 1.5-A 9.0-B 
d. Showers—wedding 0.0 81.0 1.5-A 11.0-B 
e. Cinco de Mayo 68.0 24.0 10.0-A 6.0-B 
f. EI Dia de la Independencia 

de Mexico 93.0 35.0 14.0-A 8.0-B 

Note. Mex-Am = Mexican-American. 

demand high achievement in vocational or academic training and (b) when 

parents encourage their children to make their own decisions and to accept 

responsibility for success or failure in vocational or academic training. 

Achievement motivation among adolescents appears to develop in families in 

which an emphasis is placed on the development of the individual. In contrast, 
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low achievement motivation among adolescents seems to develop in families in 

which the children are more dependent on their parents. 

Self-esteem is a personality factor that evolves out of one's sociocultural 

environment. Self-esteem of ability is seen in this study to have a significant 

impact on the achievement of both Mexican-American and Anglo-American 

junior and senior high school students. An examination of the data in Table 

33 and Table 34 shows that the path coefficients are .43 and .55 respectively 

Table 33 

Effect of Variables on Achievement: Anglo-American Junior and Senior High 

School Students 

Variable 
Total 
Effect 

Direct 
Effect 

Indirect 
Effect 

Through 
Other 

Variables 

Joint or 
Spurious 
Effects 

Self-esteem .62 .55 — .07 

Value orientation .22 .14 -.08 .16 

Achievement training -.11 -.07 -.09 .05 

Independence training .30 .07 .25 -.02 

Gender -.19 -.15 .01 -.05 
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Table 34 

Effect of Variables on Achievement: Mexican-American Junior and Senior 

High School Students 

Variable 
Total 
Effect 

Direct 
Effect 

Indirect 
Effect 

Through 
Other 

Variables 

Joint or 
Spurious 
Effects 

Self-esteem .42 .43 - - -.01 

Value orientation .24 .04 -.13 .07 

Achievement training .11 -.21 .06 .04 

Independence training .31 .30 -.03 -.04 

Language usage .21 .11 .09 .01 

Gender .06 -.00 .14 -.08 

for Mexican-American and Anglo-American junior and senior high school 

students. These data indicate that the self-esteem of Mexican-American 

adolescents regarding their ability to do well in school is significantly below 

that of their Anglo-American peers. Moreover, Table 7 and Table 8 reveal 

that the self-esteem scores of Anglo-American and Mexican-American students 

are significantly different. 
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Value orientation also affects student achievement. In the case of 

Anglo-American junior and senior high school students this effect is largely 

direct. An examination of the data in Table 33 show that the path coefficient 

is .14. Among Mexican-American junior and senior high school students the 

effect of value orientation is to raise self-esteem of ability with an attendant 

effect on achievement. An examination of the data in Table 34 show the 

indirect effect in this case is .13. 

The degree to which English is spoken in the home also affects 

achievement both directly and indirectly. Since achievement tests are 

administered in English and require a high degree of fluency on the part of 

students, it is not surprising that achievement scores for Mexican-American 

students increase with the amount of English spoken in the home. The 

students' self-esteem of ability appears to be augmented by increased use of 

English in the home. This is quite understandable since increased exposure to 

and usage of English prepare Mexican-American students to compete 

favorably with Anglo-American students. 

The Chicano respondents to the Mexican-American Interaction Scale 

expressed a strong affinity toward their Hispanic heritage and rejection of the 

values and concerns of the Anglo-American culture. For Mexican-American 

junior and senior high school students, strong familial ties, Spanish-language 

usage, Hispanic cultural values and concerns, and communication with other 
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Mexican-Americans are cited as evidence of the rejection of the 

Anglo-American culture. 

The Mexican-American respondents to the Attitude Toward Education 

and Teachers Scale indicated that honor is a sensitive issue which can be 

readily disturbed. Chicanos are attached to honor and to their Hispanic 

heritage. Each Mexican-American male adolescent is supposed to defend his 

cultural integrity. If a Mexican-American male adolescent submits to slurs and 

denigration, he is perceived as a weakling. Thus, even the most acculturated 

group of Mexican-American male students is more inclined to defend its honor 

than are Anglo-American male adolescents. 

The problem of the acculturation of the Mexican-American adolescent 

basically arises because of the dysfunction between the social system in which 

the individual is forced to operate and the value system to which the individual 

is emotionally attached. The Anglo-American culture wants the individual to 

be oriented toward achievement and success, while the traditional 

Mexican-American cultural orientation is toward ascription. This conflict 

presents many problems to Mexican-American adolescents who perceive 

acculturation as submission to Anglo culture. 



CHAPTER 5 

SUMMARY, DISCUSSION, CONCLUSIONS, AND 

RECOMMENDATIONS FOR FUTURE 

RESEARCH 

Summaiy 

The focus of this study is on the problem of determining and analyzing 

the socio-cultural traits and concerns of Mexican-American adolescents who 

are enrolled in metropolitan junior and senior high schools. The purposes of 

study were to determine: (a) if differences existed in the self-concept between 

Anglo-American and Mexican-American junior and senior high school students 

and (b) the extent to which these differences were influenced by ethnic group 

membership, age, gender, language usage, school problems, and supportive 

behavior of family and peer groups. The rationale for this study is that there 

exists a considerable amount of confusion with regard to the extent to which 

socio-cultural factors influence the relationship between the cultural values and 

achievements of Mexican-American adolescents. 

Population of the Study 

The total population for the study consisted of 2,234 junior high school 

students and 1,653 senior high school students. These students were enrolled 
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in Deady Junior High School and Sharpstown Senior High School in the 

Houston Independent School District during the Fall Semester of the 

1989-1990 academic year. The total sample for the study is composed of 400 

randomly selected students from this population which is stratified into 

ethnicity, gender, and academic level. A 48.5% return rate for the 

Mexican-American respondents on the questionnaire Attitude Toward 

Education and Teachers Scale and Mexican-American Interaction Scale was 

determined to be an appropriate sample size. A 22.5% return rate for the 

Anglo-American respondents on the single questionnaire Attitude Toward 

Education and Teachers Scale was determined to be an appropriate sample 

size. 

Statistical Procedures 

The analysis of the responses of the questionnaires Attitude Toward 

Education and Teachers Scale and Mexican-American Interaction Scale was 

computer-generated using the Statistical Package for the Social Sciences-X User's 

Guide (1984). Descriptive statistics were collected to display demographic 

data, mean, standard deviation, and frequencies and percentages of the 

responses for the attitudes and values and concerns of Mexican-American and 

Anglo-American junior and senior high school students. Crosstabulations 

showing gender, frequency, and percentage for each variable on the 

forced-choice component of the Mexican-American Interaction Scale were 
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generated for analysis. The answers of the respondents to the open-ended 

questions, items 13-28 on the Mexican-American Interaction Scale, were scored 

by hand. The narrative to each item was dichotomized into female and male 

responses. 

Summary of Data Findings 

As a result of the data analyses, the following overall summary of data 

findings is presented: 

Anglo-American junior and senior high school students comprise 32% of 

the population sample, and Mexican-American junior and senior high school 

students constitute the remaining percentage of the population sample. Junior 

high school students make up 47% of the sample, and senior high school 

students comprise 53% of the sample. The population sample is further 

delineated into elements of gender of which female adolescents form 45% of 

the sample, and male adolescents make up 54% of the sample. 

Approximately one-fourth (22.5%) of the Anglo-American population 

sample completed the questionnaire Attitude Toward Education and Teachers 

Scale. The response rate of the Mexican-American population sample which 

completed the questionnaire Attitude Toward Education and Teachers Scale 

and the Mexican-American Interaction Scale was almost one-half (48.5%). 

As a result of the data analyses of the questionnaire Attitude Toward 

Education and Teachers Scale, the following summary of data findings derived 
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from the Anglo-American junior and senior high school respondents is 

presented: 

Getting good grades in school and finishing the eighth grade are the 

primary concerns of the Anglo-American respondents. These attitudes were 

expressed by 91.9% of the respondents. Obeying school rules, having a high 

school education, staying in school until graduation, and finishing the 10th 

grade are the second highest reported concerns of the Anglo-American 

respondents. These attitudes were expressed by 88.8% of the respondents. 

The Anglo-American respondents feel that teachers care about students, 

that the interaction of teachers with students in the classroom is important and 

that students should have good school attendance. These attitudes were 

reported by 84.4% of the respondents. By the same percentage, the 

respondents feel that students who speak another language at home should not 

speak it at school. 

As to personal relationships, the Anglo-American respondents, as a 

whole, express positive attitudes. Approximately 76% of the respondents 

reported that they do not feel students are unfriendly to them. The 

Anglo-American respondents are not concerned with feelings of being picked 

on by other students. This attitude was expressed by 77.8% of the 

respondents. Living for today and fighting to resolve differences are of minor 

importance to the Anglo-American respondents. Only 11.1% of the 

respondents felt that these attitudes were important. Gang membership is 
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deemed of lowest significance to the Anglo-American respondents. Only 

6.60% of the respondents considered such affiliation to be important. 

As a result of the data analyses of the questionnaire Attitude Toward 

Education and Teachers Scale, the following summary of data findings derived 

from the Mexican-American junior and senior high school respondents is 

presented: 

The primary concern of the Mexican-American respondents is that 

teachers do not understand their problems. This attitude was expressed by 

93.8% of the respondents. Of secondary concern of the Mexican-American 

respondents is that teachers give most of their attention to good students and 

that teachers usually pick on certain students. These attitudes were reported 

by 92.7% of the respondents. The Mexican-American respondents feel that 

teachers are not fair when they give grades. This attitude was expressed by 

89.9% of the respondents. 

As to personal relationships, the Mexican-American respondents 

indicated that their concerns are different from their Anglo peers. The 

Mexican-American respondents feel that having a good time in school is as 

important as it is to study and learn. This attitude was a major concern to 

92.7% of the respondents. Mingling only with one's ethnic kind is considered 

important to 92.7% of the Mexican-American respondents. To the 

Mexican-American respondents, living for today is not the minor concern that 

it is for the Anglo-American respondents. Approximately 78% of the 
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Mexican-American respondents endorsed present-time orientation and its 

attendant components. Dropping out of school in order to get a job is a major 

concern of the Mexican-American respondents. Almost two-thirds (67%) of 

the respondents reported that this attitude was important. The 

Mexican-American respondents feel that having trouble in school is sufficient 

cause to drop out and get a job. This attitude was expressed by 64.9% of the 

respondents. 

As a result of the data analyses of values and concerns 1 through 12 of 

the questionnaire Mexican-American Interaction Scale, the following summary 

of data findings derived from the Mexican-American female junior and senior 

high school respondents is presented: 

The Mexican-American female respondents say they are visited in their 

homes by Mexican-American teachers, employers, co-workers, or clerics at 

least once a month. This value and concern was expressed by 97.5% of the 

respondents. Visiting at least once a month in the homes of 

Mexican-American neighborhoods and in the homes of Mexican-American 

teachers, employers, co-workers, or clerics is a major concern of the 

Mexican-American female respondents. This value and concern was expressed 

by 87.5% of the respondents. Shopping at Mexican-American small businesses 

is preferred by 82.5% of the Mexican-American female respondents. 

Visiting Mexico is considered to be important by 82.5% of the 

Mexican-American female respondents, being acquainted with Chicano studies 
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and the history and culture of Mexico is deemed important to 82.5% of the 

Mexican-American female respondents. Conversing in Spanish in the home of 

Mexican-American friends, at social gatherings, and in public places is 

endorsed by the majority of the Mexican-American female respondents. The 

approval rate of the respondents ranges from a high of 72.5% to a low of 65%. 

As a result of the data analyses of values and concerns 1 through 12 of 

the questionnaire Mexican-American Interaction Scale, the following summary 

of data findings derived from the Mexican-American male junior and senior 

high school respondents is presented: 

Teaching Mexican-American children to speak Spanish is the primary 

concern of the Mexican-American male respondents. This value and concern 

was expressed by 98.2% of the respondents. Conversing in Spanish in the 

homes of Mexican-American friends and at social gatherings ties with the 

second highest reported value of the Mexican-American male respondents. 

This value and concern was expressed by 92.9% of the respondents. Visiting 

at least once a month in the homes of Mexican-American teachers, employers, 

co-workers, or clerics ties with the second highest reported value of the 

Mexican-American male respondents. 

Visiting Mexico is considered to be important by 85.9% of the 

Mexican-American male respondents. Being acquainted with Chicano studies 

and the history and culture of Mexico is thought to be important to 85.9% of 

the Mexican-American male respondents. Almost three-fourths (73.7%) of the 
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Mexican-American male respondents indicated a preference to shop at small 

businesses owned by Mexican-Americans. 

As a result of the data analyses of the open-ended concerns 13 through 

28 of the questionnaire Mexican-American Interaction Scale, the following 

summary of data findings derived from the Mexican-American female and 

male junior and senior high school respondents is presented: 

Having Spanish-language literature in the home is acknowledged by 

69% of the Mexican-American female respondents and by 86% of the 

Mexican-American male respondents. Subscribing to or purchasing 

Spanish-language literature is affirmed by 59% of the Mexican-American 

female respondents and by 64% of the Mexican-American male respondents. 

Listening to Spanish-language radio broadcasts originating in the United 

States is acknowledged by 90% of both the Mexican-American female and 

male respondents. Listening to Spanish-language radio broadcasts originating 

in Mexico is admitted to by 21% of the Mexican-American female respondents 

and by 25% of the Mexican-American male respondents. 

Watching Spanish-language television broadcasts originating in the 

United States is affirmed by 85% of the Mexican-American female 

respondents and by 89% of the Mexican-American male respondents. 

Watching Spanish-language television broadcasts originating in Mexico is 

acknowledged by 23% of the Mexican-American female respondents and by 

26% of the Mexican-American male respondents. 
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Attending social functions which are solely Mexican-American is 

endorsed by 95% of both the Mexican-American female and male 

respondents. Being familiar with a compadrazgo is acknowledged by 95% of 

the Mexican-American female respondents and by 98% of the 

Mexican-American male respondents. Being active in an organization which is 

Mexican-American in outlook is acknowledged by 26% of the 

Mexican-American female respondents and by 21% of the Mexican-American 

male respondents. 

Holding membership in a church is considered to be important by 97% 

of the Mexican-American female respondents and by 82% of the 

Mexican-American male respondents. Attending religious services conducted 

in Spanish is acknowledged by 76% of the Mexican-American female 

respondents and by 70% of the Mexican-American male respondents. 

Discussion 

The discussion is delineated into four general classes or categories. 

These classes are demographic data, educational concerns, gender conflict, and 

comparison with related research. 

Demographic Data 

Although Mexican-Americans are projected to comprise 15% of the 

population of the United States by the year 2000 (U.S. Department of 

Commerce, 1989), they are not sharing proportionately in the educational and 
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economic relief and security offered by the United States. Nationally, the 

Mexican-American population grew by over 40% from 1980 to 1990, a rate five 

times as fast as that of the population as a whole of the United States. 

In 1987, Mexican-Americans represented 23% of the school-age 

population in the nation's 20 largest public school districts (Coro, 1988). 

During the 1980s, Hispanic-Americans and Asian-Americans were the only 

ethnic groups which increased their numbers in the public schools. The 

number of Anglo-American and Afro-American students in the public schools 

has declined as has the national student population. 

The United States Bureau of the Census reported in 1990 that 50.9% of 

Mexican-Americans had completed 4 years or more of high school. The 

completion rate for Anglo-Americans was 77.3%. In the same year, the 

Bureau of the Census reported that only 8.6% of Mexican-Americans had 

completed 4 or more years of postsecondary education. This compares 

unfavorably with the 20.6% of Anglo-Americans who had completed 4 or more 

years of postsecondary education (U.S. Department of Commerce, 1990). 

In 1990, Anglo-Americans had a median family income of $33,920 while 

the median family income for Mexican-Americans was $22,439 (U.S. 

Department of Commerce, 1990). The reason for this incongruity is that large 

numbers of Mexican-Americans work at menial or semiskilled jobs. Overall, 

78.7% of Mexican-Americans work in the lowest-level jobs (Fitzpatrick, 1988). 
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In other words, 28.1% of the Mexican-Americans live below the poverty level 

(U.S. Department of Commerce, 1990). 

Integration into American society and culture has traditionally been by 

means of education. The Bureau of the Census reported in 1990 that 

approximately 49% of Mexican-Americans drop out of school. The economic 

consequences of dropping out are staggering. The United States economy has 

seen an increase in white collar jobs while an insufficient number of qualified 

workers enter the labor force. Because of inadequate academic training, 

thousands of Mexican-American youths cannot take a job which would 

accelerate their movement into the mainstream of American life. 

Educational Concerns 

Recent data reveal that schools are failing to involve Mexican-American 

students as active participants in the classroom to the same extent as 

Anglo-American students (Arciniega, 1981; Bovee, 1991; Cardenas, 1984; 

Cardenas-Ramirez, 1982; Dodson, 1983). On the concern of interaction 

between teacher and student, there are gross disparities in favor of 

Anglo-American students. Combining all types of approving or accepting 

teacher behaviors, teachers respond more positively to Anglo-American 

students than to Mexican-American students (Erickson, 1981). 

Rodriquez (1984) reported that teachers direct questions to 

Anglo-American students more often than they do to Mexican-American 
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students. Garcia (1983) and Vigil (1982) found that Mexican-American 

students receive significantly less overall attention from teachers measured by 

the extent to which teachers address their students in non-critical ways. In 

light of these findings, it is not surprising that Mexican-American students 

participate less in class than do Anglo-American students. Waggoner (1984) 

found that Mexican-American students speak less frequently both in response 

to teachers' questions and on their own initiative. 

The classroom is the setting in which students' formal education takes 

place, and the interaction between teacher and students is the foundation of 

this educational process. Medrano (1986), Valdiviesco (1986), and McKenzie 

and Crider (1980) have explained how all elements of this interaction, taken 

together, create a climate of learning which directly affects educational 

opportunity. These findings raise questions concerning the ability of American 

schools to adequately meet the educational needs of Mexican-American 

students. 

Recent studies by Mendelberg (1986), Saracho (1983) and Pickney and 

Ramirez (1985) found that Mexican-American students have resisted the 

cultural domination of education by Anglo-Americans by not allowing 

themselves to become oversocialized or acculturated. They contend that 

Mexican-American students' self-validation is different from that of 

Anglo-American students; therefore, Mexican-American students need a 

different learning environment. Aptekar (1981) found that Mexican-American 
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students cannot learn in the same constricted, conforming manner as 

Anglo-American students. He contends that educational policy makers must 

modify the traditional educational system in order to accommodate the needs 

and values of Mexican-American students. 

Gender Conflict 

Afro-American and Anglo-American male adolescents have been 

studied to a greater degree than have Mexican-American male adolescents; 

however, Mexican-American female adolescent populations have been largely 

ignored by the social scientists. There is a paucity of empirical studies on 

educational status orientations of Mexican-American female adolescents or of 

comparative studies between Mexican-American and Anglo-American female 

adolescents. 

Manuel (1965), Santoli (1988), and Vobejda (1992) conducted studies 

regarding occupational and educational aspirations of Mexican-American and 

Anglo-American adolescents. The focus of their research was on the reality of 

obtaining a postsecondary education. They found that substantially large 

numbers of Mexican-American male adolescents expressed an interest in 

obtaining a postsecondary education but, in reality, that a small proportion of 

Mexican-American males secured a 4-year college level of education. 

Casas and Ponterotto (1984) surveyed 46 Mexican-American families 

attending public postsecondary institutions in California to develop a profile of 
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a typical Chicano student. They found that large numbers of Chicanos aspired 

to a postsecondary education, but that Mexican-American females did not 

matriculate in higher education in proportions equivalent to Anglo-American 

females. 

Frazier and de Blassie (1982) conducted a study of 49 

Mexican-American male and female adolescents and 80 Anglo-American male 

and female adolescents. They reported that Mexican-American adolescents,, 

regardless of gender, do not report differential self-concepts in academic 

success. They found it to be significant that large numbers of adolescents from 

both ethnic memberships anticipated a 4-year postsecondary degree. The 

negative side of their study was that Mexican-American male and female 

adolescents experience considerable goal deflection. Though the deflection of 

postsecondary aspirations is much greater for Mexican-American male or 

female adolescents than for Anglo-American male and female adolescents, 

deflection for Mexican-American males is higher than for Mexican-American 

females. 

Jaramillo, Zapata, and McPherson (1982) found that Mexican-American 

late adolescent females reported more concern about personal adjustment, 

health, and interpersonal relationships than do their male ethnic peers. De los 

Santos, Montemayor, & Solis (1983) presented available but incompatible 

national, state, and institutional data regarding patterns and trends of 

Mexican-American male and female students in community colleges and 
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universities. Their study emphasized the need of access, retention, attrition, 

achievement, and completion. 

Comparison With Related Research 

De Blassie and Healy (1970), Teske and Nelson (1973), and Anderson 

and Safar (1967) conducted studies using survey instruments similar to the two 

used in this study. The study conducted by de Blassie and Healy consisted of 

two junior high schools in New Mexico with a total student population of 2,304. 

Within the 700 ninth-grade students from which the subjects were drawn, the 

ethnic breakdown of students was as follows: Anglo-American, 70%, 

Hispanic-American, 24%, and Afro-American, 6%. The number of ethnic 

memberships of importance to this study are 425 Anglo-American students and 

142 Mexican-American students. 

De Blassie and Healy (1970) contend that subjects from different ethnic 

groups and subjects of different gender do not differ significantly with regard 

to their overall level of self-esteem. The study of de Blassie and Healy also 

indicates that Mexican-American adolescents exhibit a greater amount of 

defensive distortion in their self-descriptions than do Anglo-American 

adolescents. However, de Blassie and Healy concluded that 

Mexican-American adolescents are more satisfied with the way in which they 

perceive themselves than are Anglo-American adolescents. 
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Teske and Nelson (1973) studied Mexican-American young male adults 

with regard to attitudinal identification and external relationships within the 

Chicano population. The target population consisted of all Spanish surnamed 

males employed in the Texas cities of Austin, McAllen, and Lubbock. 

Anderson and Safar (1967) investigated the attitudes of Mexican-American 

and Anglo-American junior and senior high school students in the Southwest 

toward education. 

All three studies asked respondents to report the degree of their 

concerns using a Likert-type response scale. These studies reported that 

scores on the indices of self-concept were affected by the variable of ethnicity. 

Total self-concept score was not significantly different for either of the two 

ethnic memberships. Male subjects had higher self-concepts than female 

subjects with regard to physical appearance, health, and sexuality. 

Conclusion 

Based on the findings of this study, the following conclusions appear 

warranted: 

1. Ethnic group membership makes a significant difference with regard 

to the overall level of self-esteem of Anglo-American and Mexican-American 

junior and senior high school students. Many Mexican-Americans still cling to 

the concept that education is geared for the privileged classes. Education must 

first socialize the school and gradually the community. School must be the 
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agency which is used to develop democratic traditions, the preeminent one of 

which is universal education. 

2. Anglo-American students are futuristically oriented while 

Mexican-American students are present-time oriented. A compromise should 

be implemented whereby the educational process is viewed not as an exclusive 

preparation for the future but as an actual participation in living. 

3. Anglo-American students are highly oriented toward change while 

Mexican-American students are not oriented toward change. Therefore, the 

curriculum should be modified to assist Mexican-Americans to acquire greater 

facility in the use of English in a regular classroom situation. The curriculum 

should be adapted to the needs of Mexican-Americans so that the work they 

perform stimulates and gives them a feeling of accomplishment. 

4. Anglo-American adolescents tend to have diffused values. They set 

educational and vocational goals with a view to the approbation of society. 

Mexican-American students tend to have constricted values. They establish 

academic and occupational goals which seek the approval of the family. The 

resources and services of the school must be made to appear worthwhile to 

Mexican-American parents. This will enhance their understanding and 

acceptance of education and the democratic values of an Anglo-dominant 

society. 
» 

5. Mexican-American students show a greater degree of verbal and 

physical defensive characteristics than do Anglo-American students. Schools 
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should create a friendly and positive environment whereby understanding and 

helpful relations are established between the faculty and Mexican-American 

students. 

6. Anglo-American students are self-assured inasmuch as they are 

members of the dominant culture. Mexican-American students, on the other 

hand, exhibit some difficulty in adjusting to Anglo culture. Education should 

teach the basic three R-s and the use of English, but Mexican-American 

students should be allowed time to plan, discuss, experiment, and think even if 

these processes take place in Spanish. 

7. Mexican-American students give less value to the independence of 

the individual. Anglo-American students praise the independence of the 

individual and exhibit a dislike and distrust of the dependent state. By 

creating a respect for the contributions of Mexican-American culture to the 

pluralistic dynamics of the United States and by encouraging initiative and 

leadership of Mexican-American students in the school environment, education 

will provide Mexican-Americans with a feeling of success in their community. 

Recommendations for Future Research 

Specific recommendations for further research are as follows: 

1. Research should be undertaken to examine other variables that were 

not accounted for in this study, such as, family income, political orientation, 

parental involvement in education, and ethnic group expectations. 
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2. Research should be directed toward the additional development of 

objective and adequate instruments for assessing attitude toward education 

among Mexican-American and Anglo-American junior and senior high school 

students. 

3. Research of attitude toward education should be directed toward a 

more intensive analysis of microscopic instead of macroscopic attitude 

components. 

4. Research should be undertaken to investigate the milieu of the 

school as a contributing factor to the lack of achievement among 

Mexican-American students. 

5. Research should be undertaken to find methods of incorporating 

Mexican-American cultural values into the curriculum of junior and senior high 

schools. 

6. Research should be conducted to find out whether 

Mexican-Americans' relinquishment of traditional values diminishes the stress 

of acculturation and increases educational achievement. 

7. Research should be conducted to establish whether or not there is a 

relationship between acculturation, achievement, and alienation among 

Mexican-American postsecondary students. 

8. Research should be conducted to establish the impact of 

acculturation of the Mexican-American student on his or her self-esteem and 

achievement motivation. 
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Dear Parent/Guardian: 

I will be conducting a research project in the Department of 
Higher Education Administration of the University of North 
Texas. The objective of this research project is to better 
understand the educational experience of adolescents in 
school. 

I am asking you to look over the enclosed questionnaire(s) 
and, if you choose to do so, to allow your child to complete 
the questionnaire (s) . Dô  not write your name nor the name 
of your child on the questionnaire(s). I do not need to 
know who you are. After your child has completed the 
questionnaire(s), use the attached stamped, self-addressed 
envelope to mail the questionnaire(s). Responses of students 
will be reported as group results only. I emphasize that 
this is a research project. I guarantee that your choice to 
allow your child to participate and the responses of your 
child will not be identified. 

Your decision whether or not to allow your child to 
participate will in no way affect your child's standing in 
his or her class/school. At the conclusion of the study, a 
summary of group results will be made available to all 
interested parents and teachers. Thank you in advance for 
your cooperation and support. 

Sincerely, 

Dale Rorex 

This project has been reviewed by the University of North 
Texas Committee for the Protection of Human Subjects 
[Telephone: (817) 565-3940]. 
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PARENT/GUARDIAN PERMISSION 

Please indicate whether or not you wish to have your 
child participate in completing the questionnaire(s) 
by checking the appropriate statement below and 
returning this letter to your child's teacher as soon 
as possible. 

I d_o grant permission for my child, 
, to complete the questionnaire(s) 

I do not grant permission for my child, 
, to complete the questionnaire(s) 

Parent's/Guardian's Signature 
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Estimados padres de farailia o encargados: 

Dentro de pocos dias estare conduciendo un proyecto de 
investigacion en el Departamento Administrative de Educacion 
Superior de la University of North Texas. El objetivo de 
este proyecto es tener una mejor comprension de la 
experiencia por la que adolescentes pasan durante el proceso 
de aprendizaje. 

Les pido que por favor exarainen los cestionarios adjuntos y 
le perraita a su hijo(a) completar/resonder las preguntas. 
Cuando responda los cuestionarios £o escriba su nombre o el 
de su hijo(a). No es necesario obtener datos personales 
para los resultados de este proyecto. Despues de que su 
hijo(a) complete los cuestionarios, por favor use el sobre 
adjunto y envielo por correo a la direccion en el mismo. El 
reporte de los resultados se dara a conocer como parte de un 
grupo y no individualmente. Este proyecto de investigacion 
no perjudicara a su hijo(a) de ninguna manera el en evento 
de que decida particular. Su hijo(a) no sera identificada 
por medio de sus respuestas. 

Su decision como padre de familia en permitirle a su hijo(a) 
participar en este proyecto no tendra ningun efecto en su 
trabajo escolar. Cuando el proyecto finalice, los resultados 
estaran disponibles para todos los interesados ya sea padres 
de familia o profesores. Les rindo mis mas sinceros 
agradecimientos por su cooperacion en el proyecto. 

Sinceramente, 

P. Dale Rorex 

Este proyecto ha sido revisado por la University of North 
Texas y el Committee for the Protection of Human Subjects 
[Telephone: (817) 565-3940]. 
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PADRE DE FAMILIA 0 ENCARGADO - PERMISO 

Por favor, indique en la linea correspondiente si 
desea que su hijo(a) participe en este proyecto y 
envie este formato de regreso al profesor de su 
hijo(a) tan pronto como sea posible. 

Mi hi jo (a), , tiene 
mi permiso para completar el cuestionario y 
participar en el proyecto. 

Mi hijo(a), , n_o tiene 
mi permiso para completar el cuestionario y 
participar en el proyecto. 

Firma del Padre de Familia o Encargado 
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ATTITUDE TOWARD EDUCATION 

AND 

TEACHERS SCALE 

[This is a confidential questionnaire; your name is not to 
be included.] 

Directions to Participants: Listed below are a number of 
statements. For each statement listed, we would like to 
know whether you personally agree or disagree with the 
statement. 

After each statement, there are five (5) numbers ranging 
from one (1) to five (5). The higher the number, the more 
you tend to disagree with the statement. The lower the 
number, the more you tend to agree with the statement. 

The numbers 1-5 can be described as follows: 

1 = 1 strongly agree with the statement. 

2 = 1 generally agree with the statement. 

3 = 1 neither agree nor disagree .... with the statement. 

4 = 1 generally disagree with the statement. 

5 = 1 strongly disagree with the statement. 

For each statement, please circle the number that best 
describes your feelings about that statement. 

After you have completed the questionnaire, please use the 
attached stamped, self-addressed envelope to mail the 
questionnaire. 
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STATEMENTS 

1. I like teachers who 
lecture better than 
those who require 
students to make oral 
reports. 

2. I like to have a good 

time even if there is 

school work to be done. 

3. It is necessary to have 

a high school education. 

4. My classmates pick on 
me because I am 
different. 

5. Everyone should finish 

the eighth grade. 

6. If one is having trouble 
at school, it might be 
best to drop out and get 
a job. 

7. A student who is a 
nuisance in school should 
be sent to the principal's 
office. 

Strongly 

Agree 

1 

Strongly 
Disagree 

1 0 , 

Teachers care about their 
students. 

It is a good thing to be 
in a gang while in school 

Students should not drop 
out of school just 
because their clothes are 
not as good as those of 
their classmates. 

3 

3 

5 

5 

11. It is good to take part 
in class discussions. 

12. My parents help me with 
my school work. 

3 

3 

4 

4 

5 

5 
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13. I would prefer to stay in 1 2 3 4 5 
school and graduate even 
if I were offered a good 

job tomorrow. 

14. All rules at school must 1 2 3 4 5 
be strictly obeyed. 

15. Teachers want parents to 1 2 3 4 5 

visit the school often. 

16. It is more important for 1 2 3 4 5 

a man to get a good 

education; a woman can 

always raise a family and 

do housework. 

17. It is important to get 1 2 3 4 5 
good grades in school. 

18. Students are very 1 2 3 4 5 
unfriendly to me in 
school. 

19. Teachers do not 1 2 3 4 5 
understand the problems 
of students. 

20. Even though students 1 2 3 4 5 
speak another language 
at home, they should not 
speak it at school. 

21. It is easier for students 1 2 3 4 5 
to obey a male teacher 
than a female teacher. 

22. It is important to finish 1 2 3 4 5 

the tenth grade. 

23. I would enjoy being a 1 2 3 4 5 

class officer. 

24. It is worth the time, 1 2 3 4 5 
money and effort to get 
a college education. 

25. Students should not 1 2 3 4 5 
question the word of a 
teacher. 
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26. Sometimes talking is not 
enough, and I have to 
use my fists to convince 
someone. 

27. Students should start 
preparing for college 
as early as possible. 

28. It is good to mingle only 
with people of your own 
kind. 

29. Teachers are not fair 
when they give grades. 

30. What I learn in school 
will help me even if I 
do not go to college. 

31. It is not good to fight 
on the school campus, 
but people should be 
ready to defend their 
honor anywhere. 

32. I believe it is all right 
to let a friend copy my 
homework. 

33. Teachers give most of 
their help and attention 
to good students. 

34. It is worthwhile to drop 
out of school and get a 
job. 

35. The best way to learn 
something is to talk it 
over with the teacher. 

36. One must live for today, 
who knows what tomorrow 
may bring. 

37. The principal and 
vice-principal usually 
help the students. 

38. A student should always 
be willing to do extra work. 
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39. It is easier for students 1 2 3 4 5 
to obey an older teacher 
than a young teacher. 

40. If anyone insults me 1 2 3 A 5 
because I am different, 
I fight. 

41. School should be more 1 2 3 4 5 
realistic and prepare 
students for a job. 

42. I prefer teachers who 1 2 3 4 5 
tell me what to do and 
see that I do it. 

43. It is hard to take orders 1 2 3 4 5 
from a woman. 

44. It is worthwhile to have 1 2 3 4 5 
good attendance in all 
classes. 

45. Students should pay 1 2 3 4 5 
attention to the teacher 
and not miss class. 

46. It is worthwhile for 1 2 3 4 5 
students to take part in 
school activities. 

47. It is good for parents 1 2 3 4 5 
to put pressure on their 
children to get as much 
education as possible. 

48. Teachers usually pick on 1 2 3 4 5 
certain students. 

49. School subjects are very 1 2 3 4 5 
interesting. 

50. Counselors help students 1 2 3 4 5 
a lot with their school 
problems. 

51. All students should try 1 2 3 4 5 
to become school leaders. 

52. Teachers do not listen to 1 2 3 4 5 
excuses of students for 
being late. 
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53. When I have trouble with 

school work, I talk it 

over with the teachers. 

54. It is just as important 
to have a good time in 
school as it is to study 
and learn. 

55. Teachers are too hard 

when they punish students. 

56. It is worthwhile to work 
hard and become interested 
in every school course. 

57. A teacher's word should 
be law in the classroom. 

58. It is more important to 
do well in sports than 
in the classroom. 

59. It is important for 
students to get a job as 
soon as it is available. 

60. It is important to earn 
good grades in school. 

THANK YOU FOR COMPLETING THIS QUESTIONNAIRE 
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MEXICAN-AMERICAN 

INTERACTION 

SCALE 

[This is a confidential questionnaire; your name is not to 
be included.j 

After you have completed the questionnaire, please use the 
attached stamped, self-addressed envelope to mail the 
questionnaire. 

Directions to Participants: Listed below are a number of 
multiple-choice questions and statements. For each topic 
listed, would you please record your answer in the space 
provided to the left of each option. 

1. About how often do you entertain (visit with) 
Mexican-American teachers, employers, co-workers or 
priests and ministers in your home? 

at least once a month 
several times a year 
once or twice a year 
less than once a year 
never 

About how often do you visit in the homes of 
Mexican-American teachers, employers, co-workers or 
priests and ministers? 

at least once a month 
several times a year 
once or twice a year 
less than once a year 
never 
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About how often do you visit in the homes of 
Mexican-American who live in predominately 
Mexican-American neighborhoods? 

at least once a month 
several times a year 
once or twice a year 
less than once a year 

never 

Indicate the one choice which best describes your 
position about Mexican-American businesses: 

I always make a point of shopping at 
Mexican-American owned businesses. 
Generally, if I have a choice, I will shop at a 
Mexican-American owned business. 
It does not really matter to me if the business is 
owned by Mexican-Americans or Anglo-Americans. 

Generally, I do not shop at a Mexican-American 
owned business. 

I never shop at a Mexican-American owned business. 

5. Check the one response which best describes your 
feelings about visiting Mexico: 

I have no desire to visit Mexico. 

I would like to visit Mexico because it has some 
nice tourist attractions. 
I would not mind visiting Mexico, but it does not 
matter to me one way or the other. 
I would like to visit Mexico because that is where 
my ancestors came from. 

Every Mexican-American should want to visit Mexico 
as the place of his heritage. 

6. How important do you feel that it is for you to be 
acquainted with Mexican history? 

very important 
important 
u ncertain 
not important 
definitely not important 
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How i m p o r t a n t do you feel it is for you to be a c q u a i n t e d 

with M e x i c a n c u l t u r e ? 

very important 

i m p o r t a n t 

u n c e r t a i n 

not important 

d e f i n i t e l y not i m p o r t a n t 

8. How i m p o r t a n t do you feel that it is for you to be 

a c q u a i n t e d with the history of M e x i c a n - A m e r i c a n people? 

_very important 

i m p o r t a n t 

u n c e r t a i n 

not important 

d e f i n i t e l y not i m p o r t a n t 

9. How i m p o r t a n t do you feel that it is for you to be 

a c q u a i n t e d with the c u l t u r e of M e x i c a n - A m e r i c a n people? 

very important 

i m p o r t a n t 

u n c e r t a i n 

not important 

d e f i n i t e l y not i m p o r t a n t 

10. I n d i c a t e the degree to which you use S p a n i s h when 

v i s i t i n g with f r i e n d s : 

alway s 

most of the time 

o c c a s i o n a l l y 

seldom 

never 

11. I n d i c a t e the degree to w h i c h you use S p a n i s h at social 
g a t h e r i n g s : 

alwa y s 

most of the time 

o c c a s i o n a l l y 

seldom 

never 

12. I n d i c a t e the degree to w h i c h you u s e S p a n i s h in p u b l i c : 

I 
a l w a y s 

most of the time 

o c c a s i o n a l l y 

seldom 

never 
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13. Do you have any books (in either Spanish or English) in 
your home specifically concerning: 

Mexican culture or history 

Mexican-American culture or history 
Spanish culture or history 

14. Do you ever read any Spanish-language literature? 

_yes 
no 

15. Do you subscribe to or purchase any Spanish-language 
literature? 

yes 
no 

If the answer is yes, place a check by those items you 
read: 

newspapers 

literary magazines 
news magazines 

sports magazines 
other 

If the answer is no, why don't you read any 
Spanish-language literature? 

16. Do you ever listen to Spanish-language radio broadcasts 
originating in the United States? 

yes 

no 

If the answer is yes, how often do you listen to these 
programs? 

several times a week 
at least once a week 
at least once a month 
less than once a month 

17. Do you ever listen to Spanish-language radio broadcasts 
originating in Mexico? 

yes 
no 
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If the answer is yes, how often do you listen to these 

programs? 

several times a week 
at least once a week 
at least once a month 
less than once a month 

18. Do you ever watch Spanish-language television broadcasts 

originating in the United States? 

yes 

no 

If the answer is yes, how often do you watch these 

programs ? 

several times a week 
at least once a week 
at least once a month 
less than once a month 

19. Do you ever watch Spanish-language television broadcasts 
originating in Mexico? 

yes 
no 

If the answer is yes, how often do you watch these 
programs? 

several times a week 
at least once a week 
at least once a month 
less than once a month 

20. Do you believe in teaching Mexican-American children to 

speak Spanish? 

yes 
no 

21. Do you ever attend social functions which are 
specifically Mexican-American? 

yes 
no 

If the answer is yes, list those Mexican-American 
functions which you attend: 
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22. Are you familiar with a compadrazgo? 

yes 
no 

23. Are you active in any organization which is 
specifically Mexican-American in outlook? 

yes 
no 

If the answer is yes, would you mind listing their 
names? 

24. Do you currently hold membership in a church? 

yes 
no 

If the answer is yes, which denomination? 

25. If you do not hold membership in a church, indicate if 
you now attend religious services: 

now attend 
non-attend 

If the answer is now attend, which denomination? 

If the answer is now attend, is the church body: 

predominately Anglo-American 
predominately Mexican-American 
about the same proportion of Anglo-Americans and 
Mexican-Americans 
about the same proportion of Mexican-Americans and 
Afro-Americans 
about the same proportion of Anglo-Americans, 
Mexican-Americans and Afro-Americans 

26. Do you ever attend religious services conducted in 
Spanish? 

yes 
no 
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27. Identify your sex: 

_f emale 
male 

28. List the specific occupation of two close friends. 
Are these people Anglo-American, Mexican-American, 
Afro-Araerican or other (please specify)? 

occupation identity 

occupation identity 

THANK YOU FOR COMPLETING THIS QUESTIONNAIRE 
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