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Chapter I 

INTRODUCTION M{D STATEMENT OF PROBLEM 

Introduction 

Entrance into public schools is usually a traumatic experience 

for most beginning students. For Mexican American pupils this trau

matic experience is intensified by their language and cultural differ

ence. The many difficulties that beset most Mexican American students 

throughout their educational career can be superficially evaluated, 1n 

view of the fact that these children are expected to function 1n a 

language and culture that are foreign to them and somehow, to accommo

date to the unrealistic expectations of Anglo teachers, classmates, 

and the curriculum (Montgomery , 1974) , 

Mexican American pupils enter school with the intellectual 

capacity necessary for academic success. The difficulties with the 

English language and the cultural differences that the Mexican American 

child faces in school, inhibit his success as Fisher (1974) has noted: 

. the underlying causes of low achievement on the 
part of the Mexican-American stem from the unhappy 
experiences Spanish-speaking children encounter in 
their early years in English-speaking schools. In 
too many cases spirits are broken, human dignity is 
lost, and human potential is wasted when Mexican
Americans are forced into a monolingual English
speaking school program (Fisher, 1974). 

For years, Spanish-speaking students have been forced to parti 

cipate in academic programs that are tailored to the needs of the mono
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2 
lingual English-speaking child, Administrators, teachers, and parents 

have continually espoused the philosophy that the sooner the children 

enter into the "mainstream" of American life~ the better their academic 

success will be . Although the "mainstream" curricular program have 

undergone slight modifications or changes, they have never been speci

fically modified to meet the needs of the Spanish-speaking child and, 

therefore, the academic failure for his minority has continued to rise 

rapidly (Ramirez, 1976). 

Horacia Ullibarri (1971) makes the following observation: 

. . . because of the lack of functionability in the 
language of the school, the Mexican-American must 
wait to start the process of concept development un
til he masters enough English to do so. The problem 
becomes aggravated when no remedial instruction is 
provided, and the typical teacher makes the same 
demands on him as he does on other students in the 
group who have not suffered the handicap of having 
to learn English before starting on the road to 
concept development. With all the negative factors 
operating, the Mexican-American, very early in his 
school career, becomes a psychological dropout and 
is only waiting for the opportune time to effect 
his desire. 

The personal experience of the researcher in a classroom wherein non

English-speakers and limited English-speakers study side by side with 

Anglos, as well as the results of this study serve to heighten the 

psychological significance of Ullibarri's observations, and provide an 

argument in favor of Bilingual Programs. 

Academic programs which are designed for English-speaking chil

dren become an obstacle that interferes or blocks the academic success 

of many Spanish-speaking children. This academic failure can be ex

plained in part by the lack of experience of many Hexican American 

students with the Anglo culture; by the lack of English skills necessary 

for academic survival; by the burden of an unrealistic curriculum which 
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dictates to the child that he must read and write before he has devel

oped adequately the skills of listening, understanding and speaking; 

and by the inhibition of a positive self-concept (Ramirez~ 1976). 

A bilingual program, in which English and Spanish are integrated 

as a medium of instruction, would be a solution to this educational 

program. Such a bilingual program would insure the learning of content 

matter, because it would be presented in the language familiar to the 

student. It also would facilitate the learning of the second language, 

so that when the child has mastered the language of the dominant society, 

his instruction could then continue 1n that language. Finally, such a 

bilingual program would be the vehicle by which the Mexican American 

children move toward the development of a harmonious and positive self

concept (Grubb, 1974). 

Educators of Spanish-speaking children must examine closely and 

evaluate the problems that the Mexican American pupil faces 1n the 

majority of school programs. Most teachers recognize that language 

development is just as important for the Spanish-speaking child as it 

1s for his English-speaking counterpart. However, they neglect to ex

amine the basic need, namely that for many Mexican American children, 

English is a foreign language and that, its acquisition should be con

sidered the equivalent of learning a second language . Research has 

shown that a person who first can reason, read, and write in his native 

language 1s able to acquire a second language with relative ease 

(Goodman and Stern 1971). A bilingual program is more than an alterna

tive, it is a necessity for the Spanish-speaking child as well as for 

the monolingual child (Ullibarr1, 1974) . 
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Statement of the Problem 

The purpose of this study was to determine if there was any 

significant difference in the achievement levels of Anglo and Mexican 

American students in reading and mathematics in grades Kingergarten 

through fifth. The following hypotheses were tested at the .05 level 

of confidence: 

1 Ho: There is no significant difference in the 
achievement levels in reading and mathematics between 
Mexican American and Anglo Kindergarten students. 

2 Ho: There is no significant difference in the 
achievement levels in reading and mathematics between 
Mexican American and Anglo first grade students. 

3 Ho: There is no significant difference in the 
achievement levels in reading and mathematics between 
Mexican American and Anglo second grade students. 

4 H0 : There is no significant difference in the 
achievement levels of reading and mathematics between 
Mexican American and Anglo third grade students . 

5 Ho: There is no significant difference in the 
achievement levels in reading and mathematics between 
Mexican American and Anglo fourth grade students. 

6 H0: There is no significant difference in the 
achievement levels in reading and mathematics between 
Mexican American and Anglo fifth grade students. 

Need for the Study 

For many years, the public school system in the United States 

have failed to meet the educational needs of Mexican American children . 

This observation has been documented by such investigators as Carter 

(1970), Lambert (1973), Ramirez (1976), and Ullibarri (1974), Ullibarri 

(1974), for example, substantiates the foregoing statement: 
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The Dallas Independent School District dropout rate 
for the Mexican-American is projected at 78 9 per
cent between the beginning of fifth grade and the 
end of high school . Of the 20 percent that do grad
uate, the underachievement is frightening. It is 
estimated that over half the Mexian Americans that 
finish the twelfth grade in the state of Texas have 
an equivalency achievement level of a ninth grade 
education. 

Teachers and administrators must strive to meet the challenge 

of educating the non English-speaking and the limited English-speaking 

children so that they will be prepared for the world of tomorrow. 

We should be determined that every student regardless 
of race, creed, or color be provided with the kind of 
education that will give him a marketable skill, an 
understanding of the political system 1 a sense of 
pride in his language and heritage, a sense of self
worth, and the ability to survive in a field of his 
own choosing (Stewart, : 1976). 



Chapter II 

REVIEW OF THE LITERATURE 

Nex t to Black Americans, the Mexican Americans represent the 

second largest minority in the United States. Dr . Pesqueriello, a 

former president of the American Association of Teachers of Spanish and 

Portuguese, now at the University of Illinois at Urbana, stated that, 

in 1972, the estimated Spanish-speaking population was six million, with 

two million of the total being school children in the elementary school 

(Trueba, _ 197,5) . 

Senator Walter F. Mondale (American, _l9fO), found that the median 

years of education of this minority in 1960 was 4.8 in contrast to 11 . 5 

for Anglos and 8.1 for Blacks. Grubb (1974) explains that in a study 

conducted in 1969, 16 percent of Mexican American pupils repeated the 

first grade. This same study showed that only 0.6 percent of Anglo 

students, and 8.9 percent of Black pupils repeated this same grade. 

Grade repetition for the fourth grade was as follows: 3.4 percent for 

Mexican Americans, 1.6 percent for Anglos, and 1.8 percent for Blacks. 

In 1971, the Commission on Civil Rights, after conducting several stud

ies, found that in the fourth grade , the percentage of Mexican American 

pupils reading below grade level was tremendously high . 51 percent of 

Mexican American youngsters were below grade level in contrast to 25 

percent of their Anglo counterparts. In the eighth grade, the gap 

widened to 64 percent for Mex ican American pupils while for Anglos it 

was only 28 percent. Despite the fact that by the 12th grade most of 

6 




7 
the poorest achievers had dropped out, the percentage for Mexican 

American students was just as high with 63 percent. On the other hand, 

the Anglo children's percentage remained somewhat stable at 34 percent. 

The Commission on Civil Rights also found that Mexican American children 

showed severe averageness for their grade level. The percentage of 

first grade Mexican American students with two or more years overage 

was 3.9, in contrast to only 0.8 for the Anglo children; in the fourth 

grade, the percentage for the Mexican American pupil jumped to a 6.9, 

while the Anglos percentage rose to only 1.0; in the eight grade, the 

percentage once again rose dramatically to 9.4 percent for Mexican 

American pupils and a stable 1.2 percent for Anglo students. The per

centages for twelfth grade were 5.4 percent for Mexican American stu

dents and 1.4 percent for Anglos. It is well to underscore that the 

drop for Mexican American students from 9.4 percent in eight grade to 

5.5 percent in the twelfth grade is attributable to the fact that the 

low achievers by then were no longer in school. 

Statistics show that in 1970, although achieving and improving, 

the Mexican American was still at the bottom of the academic scale, 

with a median of 8.1 years of education, a high school dropout rate 

of 75.3 percent. Only 24.7 percent graduated from high school, and a 

mere 0.5 percent graduated from college. 

In order to understand the psychological state of mind of the 

Mexican American child as he enters the school environment~ it is im

portant to examine his home environment. It would be unfair to think 

that all the characteristics attributed to the members of the Mexican 

American community are exhibited by all Mexican American youngsters. 

However, most of them do reflect certain attitudes and values charac
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teristic :of the culture and are important as they affect their class

room success . 

Madsen (1964)~ explains that the family is the most valued 

institution in the Mexican American society and that, as a consequence, 

every family member owes complete allegiance to the family unit. The 

father's role is that of a strong "authoritarian" figure with absolute 

control over family matters. The mother's role, on the other hand, is 

subordinate and restricted, and her obligations are to please the hus

band and provide for the well-being of her children . Madsen explains 

further that boys and girls of Mexican American families learn their 

social roles at an early age and, therefore ~ are encouraged to develop 

a sense of responsibility . At puberty, a boy assumes the "macho" role, 

or manliness. At that time he is allowed to mingle with male friends 

from whom, through informal discussions, he learns the terminology and 

techniques of sex. On the other hand, the girl is more restricted to 

the home to protect her purity and is rarely allowed to be along with 

boys. Older brothers and sisters are expected to contribute to the 

well-being of the family. Girls are in charge of caring for younger 

s fublings, of housekeeping chores, and the preparation of meals . The 

boy's role is to protect the sister's honor and to present a masculine 

stance in front of his peers . 

Since the jobs held by many Mexican American parents require 

little or no education, these jobs frequently give the child the mis

conception that academic advancement is not particularly important in 

terms of preparing for life . Consequently, the educational values of 

most children are present-oriented 1 rather than future-oriented. They 

are able to see and feel the concretness of the monetary reward that 
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working in low~paying jobs provide, However~ they see nothing concrete 

in the value of an academic career , This is ironic when one considers 

that the gigantic technological advances in this country are gradually 

eliminating the unskilled jobs that the Mexican American has held up 

to now (Brody, 1970) . For them the school is a place where they feel 

disliked, betrayed, and defeated becasue of the language barrier and 

because of the attitude of teachers, administrators, and their own 

Anglo counterparts. 

In 1972, the Commission on Civil Rights found that, although 

the native language of the Mexican American children has been the ve

hicle for their acquisition of considerable knowledge, they had never 

been fully appreciated or accepted by the Anglo majority because of 

their lack of English skills. Carter concluded that: 

• the three components of the school curriculum 
its content, method, and sequence - are drawn from 
the culture carried by a society. The content is 
drawn from the history, knowledge, skills, values, 
expectations, roles, laws, and so forth of parent 
generations . Teaching methods reflect how members 
of a given society commonly teach children, as well 
as how they teach their children to learn. Sequence 
is made up from analysis of the stages of development, 
which the children of a given society are exposed to, 
and the internalization of certain cultural systems 
(Carte~ 1970). 

Since the school curriculum is based on an analysis of the 

American middle class, and since the Mexican American family is gener

ally not oriented toward the American way of life because of the dif

ferences in language, diet, dress, social patterns, and values, the 

Spanish-speaking child is almost relegated to failure because he mis

judged as a slow learner, or retarded . In 1970, Carter further observed 

that "the academic success of Mexican American depend on the degree to 
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which his home has been oriented to the Anglo middle class culture ." 

The report o~ 1973 by the Commission on Civil Rights reflects 

this same philosophy : 

Chicano pupils do dif~ er ~rom Anglo pup i ls in language, 
culture , and e:conomic background . A large portion of 
Chicano pupils enter school speaking very little English 
or with serious diff i culties in using the language , In 
addition, the culture, values, and familial experiences 
of Chicano students often di ffer susbstantially from 
those of Anglo students and those which the school's 
program is based on , The differences between the back
ground characteristics of Chicano students and the 
language and culture of the schools are a major ob
stacle to the educational program of the school and 
the home are on of the main causes of lower classroom 
participation and achievement levels of Chicano pupils 
in school (Commission on Civil Rights, 1973) . 

Mexican American children have a difficult task 1n school be

cause of the constant pressure of expectations from home and school, 

and the pull from two cultures that differ from each other . The con

tinuous frustration of being unable to communicate with their Anglo 

classmates and teachers only serves to compound the problem even 

further. 

The discrimination that the Mexican American child has to con

tend with takes such forms of exclusion as rejection by negative body 

language, being i&~ored or passed over by teachers, and not being al

lowed to use his native language - all of which serve to make him feel 

inferior and unwanted. In 1973, the Commission on Civil Rights found 

that the schools in the Southwes t were failing to involve Mexican 

American children as active participants in the classroom to the same 

extent as Anglo children. The Commission stated that: 
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The classroom is the setting in which a child's school
ing takes place and the interaction between teachers 
and students is the heart of the educational pro
cess .. .• all elements of this interaction taken together 
create a climate of learning which directly affects 
educational opportunity . Consequently, discovered 
disparities in teacher behavior toward Mexican-American 
and to Anglos are likely to hinder seriously the edu
cational opportunities and academic achievement of 
Chicano pupils. These findings arise disturbing ques
tions concerning the ability of our schools to meet 
the educational needs of all students adequately 
(Commission on Civil Rights, 1973). 

The greatest barrier to scholastic achievement that the Spanish-

speaking child faces is that he is subjected to other pressures in 

school, whereby he is asked to deny himself, his family, his language, 

and his culture and replace them with the Anglo language and culture 

with its values and attitudes. The child is placed in strange and 

threatening situations with different language, objects, social rela

tionships, and cultural attitudes. In 1973, the Commission on Civil 

Rights found that: 

. . . without the benefit of adequate language pro
grams, many Mexican-Americans fall behind academically 
in the early school years and are never able to catch 
up. The omission of their culture, calues, and fa
miliar experiences from the design of the educational 
program causes many Mexican-American pupils to feel 
that the school is an alien environment with little 
relevance to them. These early school experiences 
of Chicanos thus set in motion the cycle of lowered 
interest, decreased participation, poor academic 
performance, and a lowered self-esteem which is so 
difficult to break in the latter school years. The 
schools bear major responsibility for this cycle of 
educational failure (Commission on Civil Rights, 
1973). 

For many Spanish-speaking youngsters, school is the first con

tact with a total English-speaking environment, The NEA Tuckson survey 

group commented that: 
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.. , he 1 (the Spanish~speaking child) finds himself, 
not only 1 with the pressing need to master an (~o 

him) alien tongue, but also at the same time, to 
make immediate use of it in order to function as a 
pupil (National Department of Education, 1966) . 

In addition, for ~any Mexican American youngsters 1 the use of the only 

means of communication (Spanish) that they know is suppressed by repri 

mands and punishments . In their 1972 report, the Commission on Civil 

Rights noted that to insure dominance of the English language in schools, 

the 	Southwestern states developed several prohibitions: 

1. 	 English is the standard language of the United 
States and, therefore, every citizen must learn 
it. 

2. 	 The pupil's best interests are served if he 
speaks English well because speaking English 
enhances the client's opportunity for academic 
and employment advancement, while Spanish is 
only a handicap. 

3. 	 Proper English enables Mexican-Americans to com
pete with Anglos. 

4. 	 Teachers and pupils do not speak Spanish~ there
fore, it is impolite to speak in a language not 
understood by all (Commission on Civil Rights, 
1972). 

The Commission noted further that all the schools surveyed ad

mitted having a "NO SPANISH RULE" to discourage the use of that langu

age. They also found that the methods for enforcing the "NO SPANISH 

RULE" ranged from simple discouragment of Spanish to actual disciplining 

of the offenders. If the child is forced to give up the only means of 

communication, how many avenues for academic success does he have at 

his disposal? 

Since these Spanish~speaking children do not have the communi

cation skills in English, many times they fail to respond promptly . 

When they do, they are ridiculed because of their accent or slowness . 
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In addition~ children then are subjected to culturally biased tests 

which, because they are in English~ tend to put them in lower achieve

ment groups (Heller, 1976). 

In January 1968, the Bilingual Education Act (ESEA Title VII) 

became law , The act stated in part: 

In recognition of the special educational needs of 
the large number of children of limited English
speaking ability in the United States~ Congress 
hereby declares to be the policy of the United States 
to provide financial assistance to local educational 
agencies to develop and carry new and innovative 
elementary and secondary school programs designed 

to meet these special educational needs (Pena, 1975) , 


Because of Title IV of 1964, Title VII of 1968, and other acts, 


there are many programs in existence whose primary objective is to help 

alleviate the educational plight of the Spanish-speaking minority. 

"Headstart" is designed to introduce minority students to the concepts 

they should know prior to entering school; "English as a Second Langu

age" programs provide intensive and structural exposure to English and 

have as their objective the acculturation of the clientele; and 

"Bilingual/Bicultural" programs introduce the basic concepts in the 

student's native language with a gradual transition from instruction 

in the native language to the language of the school (Carter, . 1970). 

In 1974, the Commission on Civil Rights reported that since 

1969, Title VII has funded demonstration Bilingual Education programs 

throughout the country for non English-speaking students but have failed 

to reach enough children. The Commission noted that in 1969, 51 Spanish/ 

English programs, which reached 19,000 children, were funded in school 

districts throughout the Southwest by the office of Education under 

Title VII . By 1972- 73 the programs funded had reached 123 and were 
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servicing only 70,000 children, Although the number of children al

most tripled, the Commission reported that the 70,000 pupils in the 

program appeared very insignificant in comparison to the estimated 1.6 

million Mexican American students enrolled in Southwestern schools. 

The rest of the pupils are thrust into classrooms where through osmosis 

they are expected to absorb the most basic concepts (Grubb, -1974). 

Recent attempts to include bilingual programs as a part of the 

school curriculum have resulted in much controversy. The controversy 

stems from the lack of understanding on the part of many teachers and 

administrators of the philosophy and goals of Bilingual Education. 

To their lack of understanding of what bilingual education is, must be 

added that most educators are neither prepared nor qualified to imple

ment such programs and, that the community in which the school are 

located are rarely aware of the existence of these programs. 

Trueba (1974), explains that bilingual education involves sys

tematic instruction in two languages: the dominant language of the 

larger social group 1 and the native language of the culturally different 

group, with emphasis on the maintenance and development of the native 

language and culture of the child. Innumerable studies by inv.estigators 

such as Carter (1970), Lambert (1973), Ramirez (1976), Valencia (1971) 

and others, have been conducted that indicate with certainty that in

struction in the native language increases the learning potential of 

students. 

A study conducted in Rowland Heights, California in 1971, showed 

that the use of bilingual instruction produced positive results. The 

pre- and post-scores of kindergarten youngsters showed marked improve

ment in vocabulary and reading. Approximately 81 percent of the children 
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could not read at the beginning of the year . By the end of the year, 

71 percent had acquired varying degrees of reading skills , and 72 per

cent of the children could express themselves verbally without a sign 

of embarrassment , 

Valencia, (1974) conducted a study 1n Albuquerque ~ New Mexico, 

utilizing first and second grade students. A cultural sensitivity in

strument was administered to measure the perceptions and attitudes of 

Anglos, Mex ican American and Indian children. The experimental group 

experienced attitude changes in bilingual settings, Students in the 

experimental group also showed an increase in language structure 

ability. Better test results were seen when the native language was 

utilized as a medium of instruction. 

In their study, conducted with K-2 children in the Compton 

School in California) Goodman and Stern (1971) maintained that the use 

of the native language increased the ability and success of the Spanish

speaking child. They also maintained that the use of Spanish as a 

medium of instruction increased the success of the acquisition of the 

second language. Goodman (1971) stated that bilingual education fosters 

language preservation as a natural resource and gives a broader insight 

to children when they were instructed in both languages. He also con

cluded that 1n a bilingual situation all children have a chance to be

come functional bilinguals and learn to participate and understand one 

another's cultural values. 

A study conducted by Johnson~ (1973) in Houston, Texas, showed 

that children in bilingual settings seemed to enjoy the learning activ

ities when Spanish was used as a medium of instruction. Their self

concept also showed an improvement when the native culture was presented 
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1n the language they understood . Student attitude toward such programs 

was very positive , 

Lesley (1971), similarly contends that the mother tongue is the 

best initial medium of instruction to be combined with the learning of 

the second language. Her sample taken from the East Los Angeles Mexican 

population showed positive attitudes and success in bilingual settings. 



Chapter III 

PROCEDURES, ASSUMPTIONS, LIMITATIONS, AND DEFINITIONS 

Procedures 

The selection of the subjects or sample was taken from Karl F. 

Clemens Elementary School, which is located in Wasco~ California, a 

rural farming community located 27 miles northwest of Bakersfield. 

The population of the community is approximately 8,500, and is supported 

primarily by agriculture. The Wasco labor camp is almost totally made 

up of Spanish-surnamed families. Some light industrial activities are 

also found in the city. 

The school attendance area consists of approximately 313 fam-

ilies, and serves about 495 students in grades kindergarten through 

five. The ethnicity of the student population is 50.7% Spanish-surnamed, 

6.9% Black, 0.6% Oriental, and 41.8% Other. Of this student population, 

close to 20% are dominant in a language other than English and, there

fore, English becomes a language barrier for them. In addition to this 

language obstacle, approximately 20% of the population are AFDC cases, 

and 40% of the students receive lunches free, or at a reduced price. 

According to the 1970 census, the median income is less than 

$6,000.00 for this district, which stands at the 76 percentile in 

poverty, the 24 percentile in scholastic ability, and the 84 percentile 

in mobility. In addition to the mobility, the district experiences a 

65% transiency rate. 

17 
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Cultural~ historical, and recreational activities are conducted 

on a limited scale for students . As a consequence, parents transport 

their children to sources outside the community for additional acti 

vities. 

Fourteen Mexican American students and fourteen Anglo pupils 

were chosen at random (using a table of random numbers) from each of 

the six grade levels , To avoid other problems~ the criteria for the 

selection of the pupils were as follows: 

1. 	 They had been in regular attendance at the school. 

2. They had taken both the pre- and the post CAT tests. 

It is well to underscore that because of the high rate of mobility, 

there were many students who were not included in the study . Some 

students who had taken the pre-test were not in school at the end of 

the year~ and therefore~ did not take the post-test. Other pupils 

took the post-test at the end of the year but did not take the pre

test. 

After the random sampling was completed, the child's cummula

tive record was screened to obtain the following data: 

1. 	 In the kindergarten level, the child's total achievement 

scores for reading and mathematics as tested by TOBE 

(Test of Basic Experiences). 

2. 	 In grades first through fifth~ the child's total achieve

ment scores for reading and mathematics as tested by CAT 

(California Achievement Tests) . 

Assumptions Underlying the Problem 


This study assumed that: 


1. 	 The socioeconomic background of the Anglo and Mexican 
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American pupils, used for purposes of the study, were 

similar 

2. 	 The standarized tests (TOBE and CAT) that were administered 

to compare the achievement levels of the pupils were valid 

instruments for purposes of compari son. 

3. 	 The pupils selected to compose the sample for comparison 

were representative of the school's population. 

Lj.mitations of the Study 

This study has some limitations because of the following reasons: 

1. 	 Even though it was possible that there would be students 

with only Spanish-speaking ability, the CAT standarized 

tests used for the comparison were in English . 

2. 	 There was no instrument administered which tested the 

language dominance of the Mexican American pupils . 

3. 	 Because of the high rate of mobility which the school ex

periences, many students were not included in the study . 

Definition of Terms 

For purposes of this study and in the interest of clarity the 

following terminology is defined: 

Bilingual Education: 	 Bilingual Education is the education which 

pertains to the intergration of two lan

guages and cultures in an educational 

program , where both languages are utilized 

as a medium of instruction , 

Native Language 	 The language a person learns from parents 

and within the nuclear family, 



20 
Dominant Language 

Mexican American 

Chicano 

Native Speaker 

The language of a person in which he/she 


has greater facility .of expression and 


understanding , 


A person of Mexican ancestry born e ither 


in Mexico or in this country , 


This term is used to refer to Americans 


of Mexican descent. 


A person who , from birth 7 has acquired a 


language characteristic of a larger group, 


and who speaks it fluently , 




Chapter IV 

FINDINGS OF THE STUDY 

All hypotheses were tested at the P < .05 level of significance. 

A t-test was the statistical method used to compare the significant 

difference of the means . At each grade level, the achievement l eve l 

of Mexican American students in reading and mathematics was compared 

with that of Anglo pupils. The results of the tests in the various 

hypotheses were as follows: 

1 H0 : 	 There 1s no significant difference in the achievement 

level 1n reading and mathematics between Mexican American 

and Anglo kindergarten pupils. 

To determine the significance of hypothesis number one, a t 

test was calculated between the mean scores of the two groups. An ex 

amination of Table 1 reveals that there is a significant difference in 

achievement between the two groups. The results of the examination 

were the following: 

In reading, the t-value for the pre-test was t=3 , 17, P ~ . 05. 

The t-value for the post-test was t=4.54, P ~ . 05. In mathe

matics, significance was similarly shown with a t-value of 

t=3.52, P < . 05 in the pre- test, and a t-value of t=3.86, 

p ~ . 05 . 

All four values were calculated with 13 degrees of freedom , 
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TABLE I 

t-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo Kindergarten Students , ** 

READING 
-

Variable No, of Means S.D, Std , Diff. of t-value 
Cases Error Means 

Pre 
Scores 

Mex. 
Amer. 

14 12 , 29 5.44 1.55 +5.14 3 .17~~ 

Anglo 14 17.43 4.38 1.16 

Post 
Scores 

Mex. 
Amer. 

14 17.64 6.33 1. 69 +6. 72 4. 54"~ 

Anglo 14 24.36 2.03 .54 

MATHEMATICS 

Variable No. of 
Cases 

Means S.D'. - Std. 
Error 

Diff. 
Means 

of t-value 

Pre 
Scores 

Mex. 
Amer, 

Anglo 

14 

14 

13,29 

19.57 

5.48 

5.04 

1.47 

1.34 

+6,28 3.52* 

Post 
Scores 

Mex. 
Amer. 

Anglo 

14 

14 

17.50 

22.79 

5.43 

3.14 

1,45 

.84 

+5.29 3.86* 

* A t-value 2.16 is required for significance. 

** Scores from 1975-76 school year, 
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2 H0 : 	 There ~s no s~gnificant difference in the achievement 

level in reading and mathematics between Mexican Americans 

and Anglo first grade pupils. 

Table 2 shows the results which relate to hypothesis number 2. 

A t-test was calculated between the mean scores of the two groups which 

showed the following results: 

The reading pre-test showed no significance with a t-value of 

t=l.59, P ~ .05. The post-test in reading similarly showed no 

significance with at-value of ,69~ P> ,05. 

In Mathematics, the pre-test calculation resulted signficant 

with at-value of 2.97, P ~ .05. The post-test calculations, 

on the other hand, showed no signficance with a t-value of 

t=l. 58, p ~ . 05. 

Again, 	all four values were calculated with 13 degrees of freedom. 

TABLE 2 

£-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo First Grade Students.** 

READING 

Variable 	 No. of Means S.D. Std. Diff. of t-value 
Cases Error Means 

Pre Mex. 14 35 , 57 11.18 2.99 +6.00 1. 59~~ 
Scores Amer. 

Anglo 14 41.35 16.99 4.54 

Post Mex 14 71.57 13.68 3.67 -3.64 .69 
Scores Amer . 

Anglo 14 75,21 15.01 4.01 

. 
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TABLE 2 continued 


MATHEMATICS 
 -
-

Variable 	 No. of Means S,D. Std. Diff . of t-value 
Cases Error Means 

Pre Mex. 14 19.50 9.57 2.56 +10.43 2.97* 
Scores Amer. 

Anglo 14 29.93 13.48 3.60 

Post Mex. 14 53.93 12.18 3.26 +6.86 1.58 
Scores Amer. 

Anglo 14 60.79 13.28 3.55 

* A t-value of 2.16 is required for significance. 

*'~ Scores from 1975-76 school year. 

3 H0 : 	 There is no significant difference in the achievement 

level in reading and mathematics between Mexican American 

and Anglo Second Grade Students. 

Table 3 provided the comparison which tested this hypothesis 

and clearly shows that there was significant difference between the 

two groups: 

The calculations for the reading pre-test resulted in a t-value 

of t=3.32, P < .05. The reading post-test also showed signi

ficance with a calculated t-value of t=4.28, P ~ .05. 

Achievement levels in mathematics were also significantly dif

ferent with a pre-test calculated t-value of t=4.50, P < .05. 

Calculations for the post-test resulted in at-value of t=2.37, 

p <: • 05. 
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All four values calculated with 13 degrees of freedom, as before. 

Pre 
Scores 

Post 
Scores 

Pre 
Scores 

Post 
Scores 

TABLE 3 

·t-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo Second Grade Students . ** 

READING 

Variable 	 No. of Means S.D. Std. Diff. of t-value 
Cases Error Means 

Mex. 14 55.97 17.30 4 . 63 +17.67 3.32* 
Amer. 

Anglo 14 73.64 15.02 4.02 

' 

Mex. 14 75.07 13.28 3.55 +9.57 4.28* 
Amer. 

Anglo 14 84.64 22.95 6.14 
I 

MATHEMATICS 

Mex. 14 37.85 19.51 5.22 +21. 20 4 . 50* 
Amer. 

Anglo 14 59.05 17.33 4.63 

Mex. 14 63.21 12.08 3.23 +9.97 2.37* 
Amer. 

Anglo 14 73.00 13.79 3.69 

* A t-value of 2.16 is required for significance. 

** Scores from 1975-76 school year. 
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4 H0 : 	 There is no significant difference in the achievement 

levels in reading and mathematics between Mexican American 

and Anglo Third Grade Students . 

A study of Table 4 clearly shows that this hypothesis was re

jected by the calculations of the t-tests: 

Calculations of the pre-test in reading resulted in a t-value of 

t=4.76, P < .OS. The post-test in reading similarly showed 

significant difference with a t-value of t=4.02, P < .OS. 

The statistical computation 1n mathematics revealed that was 

also significance in this subject with a pre-test t-value of 

t=2.Sl, P ~.OS, and a post-test t~value of t=3.4S, P s .OS. 

All four statistical values were calculated with 13 degrees of freedom. 

TABLE 4 

t-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo Third Grade Students.** 

READING 

Variable 	 No. of Means S.D. Std. Diff. of t-value 
Cases Error Means 

Pre Mex. 14 34,64 13.10 3,SO -24.22 4.76* 
Scores Amer. 

Anglo 14 S8.86 18.87 s.os 
I 

Post Mex. 14 42.93 17.19 4 , 06 -23,S7 4. 021~ 
Scores Amer. 

Anglo 14 66.so I 18.84 4.SO 
I 
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TABLE 4 continued 


MATHEMATICS 


Variable 	 No. of Means S .D. Std . Diff. of t-value 
Cases Error Means 

Pre Mex. 14 53.57 18.41 4.92 -19.22 2.51* 
Scores Amer. 

Anglo 14 72.79 22.53 6.02 

Post Mex. 14 75.71 17.23 4.61 ·-19.36 3.45* 
Scores Amer. 

Anglo 14 95.07 17.10 4.57 

* A t-value of 2.16 is required for significance. 

** Scores from 1975-76 school year . 

5 Ho: 	 There is no significant difference in the achievement 

levels in reading and mathematics between Mexican American 

and Anglo Fourth Grade Students. 

It lS well to stress the fact that for this particular case, 

the random table was not utilized for the Anglo group because there 

were only a total of fourteen subjects who participated both the pre-

and post-tests. With this in mind, Table 5 shows the comparison bf 

both groups. A t-value was calculated to test for significance. The 

t-value showed significance in the pre- and post scores for reading 

with a pre-test t-value of t=3.15, and a post t-value of t=3.58. In 

both calculations, the level for statistical significance was set at 

.05. The calculations for mathematics showed significance in the pre

test with a t-value of t=3.11, and non-significance in the post-test 

with a t-value of t=l.99. Again, the .05 level was set for statistical 
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significance~ and all four values were calculated with 13 degrees of 

freedom. 

TABLE 5 

t-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo Fourth Grade Students.* 

READING 

Variable 	 No. of Means S.D. Std. Diff. of t-value 
Cases Error Means 

Pre Mex. 14 18.50 6.02 1.61 -12.29 3 .15"' 
Scores Amer. 

Anglo 14 30.70 12.56 3.36 

Post Mex. 14 27.50 6.15 1. 64 -14.79 3.58* 
Scores Amer. 

Anglo 14 42.29 15.45 4.13 

MATHEMATICS 

I 
Variable 	 No. of Means S.D. Std. Diff. of t-value 

Cases Error Means 

Pre Mex. 14 30.64 9.93 2.66 -12.86 3.11,~ 

Scores Amer. 

Anglo 14 43.50 15.60 4.17 

Post Mex. 14 44.42 12.06 3.22 -11.79 1. 99 
Scores Amer. 

Anglo 14 56.21 17.45 4.67 

* A t-value of 2.16 is required for significance. 

** Scores 	from 1975-76 school year. 
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6 H0 : 	 There is no significant difference in the achievement 

levels in reading and mathematics between Mexican Americans 

and Anglo Fifth Grade Students, 

Table 6 shows that the hypothesis was rejected by the statisti 

cal calculations. A t-test was calculated for significance of the dif

ference between the two groups. The reading and mathematic calculations, 

both showed significant difference. The t-value for the pre- and post-

reading scores was t=3.56 and t=4.32 respectively. The t-values for 

the pre- and post-scores in mathematics also confirmed the rejection of 

the hypothesis by showing significance. The pre-scores has a t-value 

of t=3.87, and a post-value of t=4.05. All four values were set at the 

.05 level of significance and were calculated with 13 degrees of free-

dam. 

TABLE 6 

t ·-values for Reading and Mathematics Achievement Scores of 
Mexican American and Anglo Fifth Grade Students.** 

READING 

I I 

Variable No. of Means S.D. Std. Diff. of t-value 
Cases Error Means 

Pre Mex. 14 17.57 10.49 2.80 -21.07 3.56* 
Scores Amer. 

Anglo 14 38.64 18.66 4.99 

Post Mex. 14 29.79 10.86 2.90 -19.35 4.32* 
Scores Amer, 

Anglo 14 49.14 18.97 5.07 
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TABLE 6 continued 


MATHEMATICS 


Variable 	 No . of Means S.D . Std. Diff. t-value 
Cases error Means 

Pre Mex. 14 35.14 16 . 45 4 . 40 -27.00 3 . 87* 
Scores Amer . 

Anglo 14 62.14 16.94 4 . 53 

Post Mex. 14 45.21 18.23 4.87 -28 . 29 4.05* 
Scores Amer. 

Anglo 14 73.50 14.81 3.96 

* A t-value of 2.16 is required for significance. 

** Scores from 1975-76 school year. 

An analysis of the statistical results obtained by the appli 

cation of the t-test to the CAT scores in both reading and mathematics 

showed the following results which confirm the significant difference 

between the two groups: 

l , 	 In reading 7 the hypotheses for kindergarten, second, third, 

fourth, and fifth grade were all rejected. The hypothesis 

for first grade was tenable. 

2. 	 In mathematics, the hypotheses for kindergarten, second, 

third, fourth (except in post-test) and fifth grade were 

also rejected. The hypothesis for first grade was rejected 

in the pre-test, and tenable in the post-test. 

An examination of the difference in the mean scores of both 

groups similarly confirms the significant difference between the two 

groups. Anglo kindergarten students for example, were 6.72 points 
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higher in the post- test in reading and 5 .29 points higher in mathematis . 

In the third grade once again~ the Anglo group has a higher mean post-

score than the Mexican American group with 23 , 57 points in (post) read

ing and 19.36 points higher in (post) mathematics . In the fifth grade, 

the same occurred· the Anglo group scored 19 , 35 points higher in the 

mean score for reading and 28,29 points higher in the mean score for 

mathematics. 

While only six groups have been examined all six tables will 

show that the mean score for the Anglo group was much higher than the 

mean score for the Mexican American group. The results of this study , 

along with the investigations of Carter (1970)~ Lambert (1973), Goodman 

(1971), Ullibarr1 (1974), Valencia (1971) and others, provide a strong 

case for Bilingual Education. 



Chapter V 

CONCLUSIONS AND RECOMMENDATIONS 

With the exception of first grade, which had a tenable hypothe

sis, all others in grades kindergarten, second, third~. fourth (except 

in the post-test for mathematics), and first grade were rejected by the 

statistical calculations which showed significance in the achievement 

levels of both groups. Although the number of subjects which composed 

the samples was somewhat small, it is apparent that in the school 

studied, in the majority of the cases, there were significant differences 

in the achievement levels of the groups in reading and mathematics. A 

t-test was calculated to test each individual hypothesis, and the mean 

of the achievement scores was also compared for further analysis. 

It is well to underscore that although there was a significant 

difference in the achievement levels between the two groups in kinder

garten, Mexican American pupils in the first grade seemed to be on equal 

terms with their Anglo counterparts: the statistical calculations showed 

non-significance. As the years passed, an academic gap developed be

tween the two groups which widened with every succeeding year. This is 

expected when one evaluates the community's cultural and linguistic 

barriers. The community has a 50.7% Spanish-surnamed population with 

20% of this group dominant in a language other than English. 

It is also interesting to note that the calculations for the 

mathematic scores showed just as much significance as the calculations 
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for the reading scores. This is contrary to the contention that Spanish-

speaking children have no difficulty in mathematics because of the simi

larity of the number system , 

It is well to point out that,as stated earlier, the tests which 

were administered were not understood by many of the Spanish-speaking 

children. This fact may not have been a factor in the achievement 

levels. An examination of all six tables confirms that the Spanish-

speaking children are, in fact, scoring lower in both academic areas, 

and that drastic changes need to be made to alleviate the situation. 

Schools need to understand the cultural and linguistic differences and 

adjust to them; they also need to recognize that teacher's lack of 

understanding can retard academic learning. 

The investigator, therefore, is of the opinion that the school 

studied should modify its curricular program. One way that this could 

be accomplished would be by the adoption of a bilingual program. The 

reasons for such adoption, as a means of alleviating this situation, 

would be the following: 

First, available literature on research of these types of pro

grams strongly suggest that the integration of English and the language 

that is understood by the learner into the curriculum seem to add 

clarity to his academic world. Numbers of studies by well known in

vestigators as Carter (1970), Lambert (1973), Ramirez (1976), Valencia 

(1971) and others have also confirmed that the acquisition of the nee

essary skills in the primary language raise the achievement level of 

the learner to a level comparable to his English-speaking counterparts. 

Second, studies have confirmed that when the child's language 

is utilized as a medium of instruction, the child develops a positive 
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feeling toward himself ~ his family 1 his language ~ and his background. 

He thus acquires a feeling that he, too, is an important part of the 

academic field and that his contributions are equally as valuable as 

the contributions of others. In short, he develops a positive self-

concept of himself. 

Third, a bilingual program would be a vehicle by which the 

school can include and involve non-English-speaking families in the 

school's program. It goes without saying that the school undoubtedly 

understands the value of parental resources in the modification of 

behavior. However, with the language barrier, non-English-speaking 

parents can contribute very little toward the academic growth of their 

children. The use of the primary language, which a bilingual setting 

provides, can be the means by which parents feel much better about 

participating in school activities. Parent-teacher conferences, parent 

education, volunteer work in their child's classroom, providing assis

tance with homework, communications with school and personnel, are of 

inestimable value in this most important regard. 

Fourth, a bilingual program would not only benefit the child, 

but would also benefit his family, the school, the community, and the 

overall society in general. An individual who has mastered the academic 

skills necessary for survival in this competitive society is a positive 

step towards alleviating a number of other problems. It would seem 

that whether the skills are learned in the dominant language or English 

is of no consequence so long as the skills are acquired and utilized 

for societal, community, and individual benefit. 

Finally, a bilingual program would be a humanistic attempt to 

meet the special needs of the non-English-speaking child. If a child 
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is truly the recipient of an educational program, that program must be 

tailored to fit his needs. The introduction of knowledge in a language 

which the learner understands can only produce better academic results. 

Since Bilingual Education is a relatively new concept, in the 

United States, it is well to understand that along with the adoption 

of such a program, there would also be a need for additional research 

investigations to include, but not limited to, the following: 

1. 	 Research in the achievement levels of bilingual and non-

bilingual classrooms to determine their effectiveness. 

2. 	 The effect of long-range bilingual programs in the subject 

areas of mathematics, social studies, and science. 

3. 	 The effect of bilingualism on national education, politics, 

and economy (for purposes of establishing national accep

tance of bilingual education). 
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