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CHAPTER I 

INTRODUCTION 

Statement of the Problem 

The problem of the study was to identify important 

response-patterns in the interactive process of person-

alities for superintendents, principals, teachers, and 

sixth-grade Mexican-American students. 

Purpose of the Study 

The primary purpose of the study was to make an 

exploratory analysis of self-concepts of superintendents, 

principals, teachers, and Mexican-American sixth graders 

for the purpose of providing base-line data for subsequent 

studies. A secondary purpose was to build a tentative 

framework from the analysis for studies focused on the 

development of self-concepts in public schools. 

Scope of the Study 

The decision to analyze the self-concepts of superin-

tendents, principals, teachers, and Mexican-American stu-

dents germinated in the studies of theology, Spanish language, 

history, educational psychology, educational sociology, and 

educational administration. Data utilized in this study 

\-jere drawn from a sample of superintendents, principals, 

teachers, and sixth-grade Mexican-American students in the 

Texas Education Agency's Region XVII (TEA Region XVII) 
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in an effort to isolate significant pattems, and once such 

response-patterns were identified, to draw inferences from 

them. 

The four major variables of the study were taken from 

56 distinct school districts. These variables consisted of 

scores taken from the Tennessee Self-Concept Scale (TSCS) 

for 56 superintendents, 58 sixth-grade principals, 100 

sixth-grade teachers, and 182 Mexican-American sixth graders. 

Schools furnishing participants for the study were located 

in the geographical area known as TEA Region XVII that 

served the Texas counties of Bailey, Borden, Cochran, Cottle, 

Crosby, Dawson, Dickens, Floyd, Gaines, Garza, Hale, Hockley, 

Kent, Lamb, Lubbock, Lynn, Motley, Terry, and Yoakum. 

Limítatíons of the Study 

Statistical generalizability was limited by nonrandom 

procedures. Sam-pling depended on the willingness of 396 

subjects to participate and a pre-established sampling 

design. Generalizations were considered to be most valid 

for the geographical area previously cited; as general-

izations extended from that area, the probability of their 

accuracy was considered to diminish proportionately. 

Inferences made in the study applied more to TEA Region 
» 

XVII than to any other geographical locale. 

This study was limited also by psychometric instrumen-

tation inasmuch as validity of self-reports for measuring 

self-concept had been questioned by some psychologists who 



had dealt with it. Reliability and validity of the TSCS 

will be discussed in more detail in Chapter III. 

Accuracy of collected data depended on the degree to 

which a person was willing to translate truthfully his 

subjective thoughts and feelings. Jourard (1958) theorized 

that investigators' knowledge of a subject's self-concept 

depended directly on the degree to which the subject was 

willing to disclose his real self, regardless of instru-

mentation used by investigators: "Nobody, without the 

cooperation of the individual himself, can discover what 

a person is thinking, feeling or wanting" (p. 218). In 

the present study each subject's cooperation was exigent to 

the accuracy of a report of his self-concept. 

Combs (1962) stated, "T^en we describe the adequate 

personality as feeling essentially positive about himself, 

it is his seif-concept we are talking about, not his self-

report" (p. 235). He described self-concept as being the 

way a person felt about himself. A self-report could merely 

be a self-description of an idealized self, or could 

indicate what a person was willing to admit, or could be a 

statement of some nonthreatening self-descriptions. A 

person who reported a very high positive self on the TSCS 

could have the least adequate personality since self-

inflation was a psychological defense mechanism. 

Respondents who reported high positive self-concepts 

have been characterized as vain, egotistical, narcissistic, 
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or arrogant. Inversely, low self-reports have been associat-

ed with feelings of inferiority, timidity, self-hatred, and 

submissiveness. Persons having low self-reports often were 

judged humble, having a modest view of their self-worth, or 

defeated, cowed, and passive. Individuals reportedly have 

endeavored to conceal low regard of themselves from others. 

Such efforts tend to produce high positive reports. 

Individuals might not be aware of their low or high self-

esteems and, consequently, report them inaccurately through 

ignorance (Coopersmith, 1967). 

The study was further limited by the inability of the 

TSCS to elicit complete disclosure from 396 respondents. 

The fluid nature of self-concept made it difficult to assess 

the characteristics of self-concept with precise mathemati-

cal accuracy. However, the TSCS was among the best avail-

able instruments for measuring self-concept. 

Although 171 bilingual students in the sample generally 

read English better than Spanish, the study did not deter-

mine reading levels or language dominance. Furthermore, 

assessments of I.Q. were not available for superintendents, 

principals, teachers, or Mexican-American sixth graders. 

Subjects were not examined regarding how long they 

were acquainted with each other or about liking or disliking 

each other. Neither were they asked to assess the values 

of other subjects in the sample, or to what degree they had 

participated in the selection of their subordinates. 



Basic Assumptíons of the Study 

The following assumptions were made: 

1. The TSCS did measure self-concepts. 

2. Human behavior was a product of a person's 

perceptual field. 

3. Mexican-Americans of TEA Region XVII constituted 

an ethnic subculture. 

4- Mexican-American sixth graders in TEA Region XVII 

generally read English better than Mexican-Spanish, 

Castilian, or Tex-Mex. 

5. Mexican-American sixth graders in TEA Region XVII 

generally understood spoken Spanish better than written 

Spanish. 

6. Mexican-American sixth graders in TEA Region XVII 

understood spoken Spanish and/or spoken English. 

7. A sufficient definition of self-concept was 

supplied by available psychological and sociological 

literature. 

8. The investigator had sufficient linguistic compe-

tence in oral Mexican-Spanish, Castilian, and Tex-Mex. 

Questions 

The primary question for investigation was whether 

important response-patterns on the TSCS were identifiable. 

In an effort to identify such patterns the following 

questions were posed as germane to the study: 



1. Were there important correlations among responses 
of superintendents, principals, teachers, and 
Mexican-American sixth graders to the TSCS? 

2. Were there important correlations among subjects' 
responses to the TSCS according to subjects' ages? 

3. Were there important correlations among subjects' 
responses to the TSCS according to subjects' 
school tenures? 

4. Were there important correlations among subjects' 
responses to the TSCS according to subjects' 
response variabilities? 

5. Were there important response differences on the 
TSCS among subjects? 

6. Did school size make any difference in response 
patterns on the TSCS? 

7. Did ethnicity make any difference in response 
patterns on the TSCS? 

8. Did church affiliation make any difference in 
response patterns on the TSCS? 

9. Did school tenure make any difference in response 
patterns on the TSCS? 

10. Did being spoken to in Spanish by teachers make 
any difference in response pattems of students 
on the TSCS? 

11. Did speaking Spanish by students make any difference 
in response pattems of students on the TSCS? 

12. Did studying Spanish by students make any differ-
ence in response patterns of students on the TSCS? 

Hypotheses 

The preceding twelve questions were formulated into 

twelve null hypotheses for testing: 

HQI NO statistically significant correlation will be 
found among P-scores of superintendents, princi-
pals, teachers, and Mexlcan-American sixtn 
graders~ 
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Mongoloid, Negroid, Australoid, or a mixture of two or 

more races. 

Average Daily Attendance (ADA): a daily average of 

the number of pupils in attendance in a school or group of 

schools. 

Catholic: a person who was either a member of or 

philosophically adhered to the teachings of the Roman 

Catholic Church or, for this study, a person who said he 

was Catholic. 

Church affíliatíon: respondents' indications that they 

were associated with an organized church. 

Legitimate authority: the authority legally bestowed 

upon superintendents, principals, and teachers by Texas 

legislation and school boards. 

Mexican: a citizen of Mexico who indicated such on the 

TSCS, 

Mexícan-American: a citizen of the United States who 

considered himself a Mexican-American and so indicated it 

on the TSCS. 

Negative self-concept: a response pattem on the TSCS 

that was lower than Fitts' (1965) norm. "People with lov? 

scores (negative self-concepts) are doubtful about their own 

worth; see themselves as undesirable; often feel anxious, 

depressed, and unhappy; and have little faith or confidence 

in themselves" (p. 2). In this study it was considered 

synonymous with an inadequate personality. 



Non-Catholic: respondents who considered themselves 

to be protestants or members of churches other than the 

Roman Catholic Church. 

P-score: a total of the sum of each numerical assess-

ment of the 100 items on the TSCS. According Lo Fitts 

(1965), "Persons with high scores (P-scores) tend to like 

themselves, feel that they are persons of value and worth, 

have confidence in themselves, and act accordingly" (p. 2). 

High P-scores were ŝ mon̂ nnous with an adequate personality 

in this study. 

Perceptual field: the conscious phenomenon of a 

stimulus situation that produced a behavior. Self-concept 

was considered a product of its perceptual field. 

Positive self: a person who ranked himself above Fitts' 

(1965) norm on the TSCS; also, this person had an adequate 

personality. 

Principal: the administrative officer of a school who 

was defined as the instructional leader. He was the top 

executive officer of a particular school. n this study he 

was responsible for the sixth-grade curriculum. 

Response pattern: a statistically significant manner 

of responding to the TSCS. 

Response variability (V-score): consistency or incon-

sistency in responding to similar concepts. In this study 

such variability will be referred to as a V-score. V-scores 

that fell in the third, plus or minus, standard deviation 
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indicated a low degree of honesty in self-disclosure. 

School size: ADA of pupils in a particular school as 

reported by the superintendent, principal, or teacher. 

School tenure: the length of time subjects had 

attended or worked in a particular school. 

Self-concept: a unique system of beliefs a subject 

entertained about himself during the instant he responded to 

the TSCS. Self-concept was considered a product of one's 

perceptual field. 

Sixth grader: a person who had reached the sixth grade 

in school even though his school tenure was eight years in 

school due to prekindergarten and kindergarten attendance. 

Superintendent: the highest ranking administrative 

officer of an independent school district. His immediate 

decision-making subordinate was the principal. The super-

intendent was the executive officer for the board of 

education of a school district. 

Teacher: a person immediately subordinate to the 

principal with responsibility for teaching sixth graders. 

Tennt'ssee Self-Concept Scale (TSCS) : an instrument 

consisting of 100 statements designed by William H. Fitts 

(1965) to permit a respondent to assess attitudes toward 

personal identity, feelings, behavior, body, morality, 

religion, values, family, and other persons (see Chapter III) 

Need for the Study 

Importance of studies such as this one was intensified 



11 

by Fitts' (1970a) proclamation that, "Interpersonal rela-

tionships are essential to man" (p. 10). Such studies 

enhanced man's ability to live with other men. Identifi-

cation and isolation of phenomena that affected the self-

concept were deemed crucial by Fitts, Adams, Radford, 

Richard, B. Thomas, M. Thomas, and Thompson (1971). They 

concluded that more research was needed to furnish feasible 

methods for identification of those phenomena that caused 

a self-concept to develop into a peculiar characteristic. 

In reference to phenomenological theorists such as 

Lechy, Rogers, Snygg, and Combs, Wylie (1974) concluded: 

"The above-mentioned theories are in many ways ambiguous, 

incomplete, and overlapping; and no one theory has received 

a large amount of systematic empirical exploration" (p. 4). 

Her comments supported the need for more studies that might 

inspect phenomenological theory relevant to development 

of self-concepts. 

John C. Molina, Acting Director of the U.S. Office of 

Bilingual Educatioa wrote in 1975: "There is a great need 

for research dealing with factors relating to educational 

achievement in the Mexican-American population. Positive 

identity is certainly one of these areas." 

The necessity for an additional study conceming 

phenomenological derivatives of the self-concepts of Mexican-

American students was expressed by Juarez (1975) , "Activity 

in litigation, in legislation, and in the augmentation and 
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dissemination of evaluative bilingual-bicultural research 

is needed to protect minority rights in education and to 

convince a historically lethargic public that minority 

children are a valuable human resource" (p. 189). The 

aforementioned authors supported the need for a study that 

focused on development of self-concept in public schools. 

Chapter Summary 

The problem, purpose, scope, limitations, assumptions, 

questions, hypotheses, definitions, and need for analysis 

of self-concepts of selected school personnel and Mexican-

American sixth graders in school systems of TEA Region XVII 

have been presented. With a discussion of the above-

mentioned topics a theoretical framework was established 

for the study in Chapter I. Chapter II will set forth 

generic characteristics of self-concept that were identi-

fied in psychological and sociological literature by 

recognized experts. Also, unique characteristics of the 

Mexican-American self-concept will be presented in the 

next chapter. 



CHAPTER II 

SURVEY OF RELATED LITERATURE 

Scope of the Survey 

In order to prepare analytical criteria, theories of 

outstanding specialists were consulted in an effort to 

clarify the notion of self-concept. This survey concen-

trated on self-concept because analyses in this study in-

volved comparing one abstraction of one person's self-

concept to another abstraction of another person's self-

concept. This survey presented designs of self-concept as 

criteria for analytical comparisons. Research related to 

development and uniqueness of the Mexican-American self-

concept also was reviewed. 

This chapter provided definitions of the self-concept 

as proposed by leading perceptual psychologists. Defini-

tions of negative and positive self-concept were drawn from 

leading philosophies of phenomenologists. Because this 

study analyzed self-concepts of Mexican-Americans, contem-

porary research pertaining to development of Mexican-

American self-concept also was inspected. 

Definitions of the Self-Concept 

The Scriptures defined the essence of a person as being 

what he believed. The writer of Proverbs implied this in, 

"'For as he thinketh in his heart, so is he" (Proverbs 23:7). 

13 
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Jourard (1958) offered a concurring description. He 

described self-concept as a system of beliefs by which an 

individual guided his own behaviors. Congruent behavior 

was considered pleasurable while incongruent behavior 

threatened one's self-concept. 

Jersild (1952) proposed that thoughts and feelings of 

a person's awareness constituted a composite of what a 

person was and of whom he was in his individual existence. 

The self was all that a person was; it was composed of ideas, 

attitudes, values, and comrriitments. The self was the total 

subjective < ivironment of a person. It was the center of 

experience, an inner world that was known to the individual. 

The self was described as both the subject "I" that observed 

and the object "me" that was observed. The self was a 

nucleus of personality that knew the total personality. 

The self, according to Coopersmith (1967), was the 

object an individual considered himself to be. Descartes' 

converging axiom, cogito, ergo sum, was consistent with 

Coopersmith's thinking that the mind knew itself more 

immediately than it knew anything else. The act of thinking 

in itself presupposed the existence of a self-concept. 

S)mionds (1951) depicted the self as having both a 

periphery and a core that comprised all meanings and 

evaluations a person had about himself as he related to the 

world. The core of Lhe self absorbed all persons, objects, 

and ideas with which it selectively identified. Symonds 
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stipulated the ego as the subject of the self and the 

perceiver that formed the concept of the self. A person 

intermittently thought of himself as both good or bad. 

Delineations of the phenomenal self by Combs and Snygg 

(1959) constituted a self in its perceptual field. A 

phenomenal self was a self as perceived by a person in his 

present environment. A self in its perceptual field was 

a product of that field that included the total universe 

at the moment of perceiving. Behavior of the self was 

determined by the total field. The behaver's acts were 

appropriate to the phenomenal self. Each phenomenal self 

was constructed of hundreds of discrete perceptions of the 

self in a myriad of situations. Percepts of each person were 

unique to him since he was the only one who could subjec-

tively evaluate his own phenomeaal self while simultaneously 

being that self. The phenomenal self transcended being a 

physical entity; it was more than the body alone. It was 

the total person in a perceptual field and then "the self is 

the individual's basic frame of reference, the central core, 

around which the remainder of the perceptual field is 

organized" (p. 146). 

Wylie (1974) conceptualized a self-structure as an 

organized configuration of perceptions of the self that 

existed in its awareness. 

Felker (1974) defined the self-concept as being: 
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. . . the sum total of the view which an individual has 
of himself. Self-concept is a unique set of perceptions, 
ideas, and attitudes which au individual has about him-
self. The view which an individual has of himself is 
the view that anyone else has about him. Remembering 
the aspect of uniqueness forces the teacher to attempt 
to see things as the child sees them (p. 2). 

The above definition enhanced the explicitness and practical 

value of previously cited definitions. 

Most definitions, descriptions, and constructs could be 

divided into two major categories: the self and the self-

concept as integral parts of a whole, the person. 

This duo formed an individualized whole. Self-concept com-

prised a personal system of perceptual abstractions that 

were orienting postulates, axioms, and conclusions for the 

self as it functioned in its phenomenal field. 

Nature of the Self 

The quintessence of a person was his own self or 

his essential inner nature. Maslow (1962) conceptualized 

the self as having a natural resistance to change. The 

aerodynamic balance of a good aircraft served as an excellent 

analogy. If the attitude of pitch were altered by a control 

manipulation and subsequently released, the craft tended to 

return to its former attitude. The self, if at first 

thwarted from being adequate or enhanced, tended to return 

to adequacy; that is, if the essential core of a person were 

rejected, unloved, and disrespected by others, the self tended 

to return to its normal healthy self if aversive agents 

were removed. The self was considered psychodynamically 
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balanced for survival in its environment. 

Another characteristic of the self was its selective 

focusing on needs in the perceptual field. Combs and Snygg 

(1959) proposed that even despite the fact that many 

experiences were never brought into explicit view in order 

to be compared and related to other experiences, the behavior 

of each self was a product of the total perceptual fieid 

in which even ambiguous awarenesses influenced behavior to 

the degree of their clarity to the discerner. They 

furthermore agreed that proximity of experience affected 

actions of the self. Behavioral effects were proportionally 

influenced by the nearness of the experience to the 

phenomenal solf. The nearer the experience, the greater 

the effects were likely to be. This inferred that teachers' 

self-concepts should have more influence on students than 

those of superintendents or principals. 

The self was characterized by Combs (1962) as being 

motivated to maintain and enhance itself continually. It 

tended to discern what it needed to perceive and saw what 

it needed. The adequate self was characterized as being 

free from threat that permitted its receptors to scan freely 

its perceptual field. An inadequate self rigidified in 

its search for security. As threats drew nearer, perceptual 

focusing narrowed into what Combs and Snygg (1959) termed 

"tunnel vision," a psychodynamic implosion. 
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Components of the Self 

Sawrey and Telford (1963) identified three components 

of the self: a physical self, a social self, and a self-

concept. In their thinking a self orginated as a physical 

self. An infant defined the self in terms of organic sen-

sations and its contacts with his immediate environment. 

Fitts, et al. , (1971) also believed the self was tripartite 

in nature; however, they conceptualized an identity self, a 

behavioral self, and a judging self. An identity self was 

the self that was the object; a behavioral self was the 

self-as-doer; and a judging self was the ego or the self 

that observed. 

When man observed himself he perceived his identity 

self. It was that which he inspected, reacted to, and as-

signed meaning. For one to have an identity self, he got 

outside of himself and analyzed himself as he had analyzed 

the remainder of his perceptual field. Fitts and his asso-

ciates (1971) assigned the most basic aspect of the self-

concept to an identity self. The behavioral self preceded 

the identity self. A person was what he did, but he did not 

do what he was not. -As a child developed he tagged labels 1 

,on his identity self. The labels were products of what he 

r' \ 
/had done, was doing, or would do. The system of labeling ^ 

[ _- ,' 
that an individual attached to his identity self tended to 

determine his behavior in his phenomenal field. If an 

individual did not perceive himself as an aviator, it was 

í \ 
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probable that he would never pilot an aircraft. The iden-

tity self and the behavioral self were mutually modified by 

reciprocal interactions. For a person to be something, he 

usually had to do something; however, in order to do some-

thing one usually had to be something. 

Psychophysiologic reactions created more dissonance 

through self-evaluation of a physical self than most other 

component selves. All organic functions contributed to the 

physical self-concept. Physical conditions of skin, muscu-

loskeletal systems, cardiovascular systems, and other biolo-

gical systcms helped constitute attitudes one may have had 

regarding his physical self. Fitts (1972) had cited many 

studies that established the importance of physical fitness 

in the development of an adequate and positive self-concept. 

Combs and Snygg (1959) supported Fitts' theories: 

Since the physical body is the most constant 
aspect of our experience, it is not surprising 
that it should play a very large part in defining 
the phenomenal self. For most people the smooth-
running body in good condition is likely to ^ive a 
feeling of enhancement of the self, as it makes its 
owner feel adequate, competent, and in control of 
situations. Poor physical condition, on the other 
hand, may result in the definition of the phenomenal 
self as in some fashion humiliated. This is a frequent 
symptom of people with physical handicaps (p. 77). 

A person's perceptions concerning his weight, skin color, 

strength, sex, and appearance most definitely have demon-

strated effects in our society. The fact that one was Negro-

American, Mexican-American, or Anglo-American may often 

determine the area of a city he lived in. The fact that one 
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had a penis very often determined his psychosociological 

role throughout life. 

Jourard (1964) isolated a public self from the maze of 

selves. This self was the one that one wanted to be or to 

become. Its proximity to the perfectly conceptualized self 

was relatively nearer the real self of the fully functioning 

person. Thwarted personalities harbored both a public self 

and an ideal self that were unnaturally separated from a 

real self. 

Separation of the real self and the ideal self related 

to the growth of a moral-ethical self. Fitts (1972) stated, 

"The individual's perceptions and evaluations of his moral, 

ethical, and religious attributes are significant to his 

state of mental health" (p. 116). This self often had a 

psychologically stabilizing effect for the self-actualized 

personality. The sociopath was convinced that he was 

morally inadequate. Phobics, depressives, and obsessive-

compulsives had an unrealistically inflated positive self-

concept of their moral-ethical selves. 

Negative Self-Concept 

In order to provide explicit criteria to analyze and 

compare positive self-concepts identified by the TSCS, the 

negative self-concept was examined. A negative self-concept 

was more of a psychological direction than a static structure 

Any one person at any one time could be either in an 
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attitude of negative self-enhancement or positive psycho-

logical edification. A person whose bearing was toward a 

negative self-concept exhibited certain identifiable 

personality traits. The term "inadequate" in this study 

described a person whose personality was composed primarily 

of negative self-concept traits. 

A lack of self-confidence arose as a salient negative 

personality trait. The person who believed he could not do, 

usually did not. Kelly (1962) considered the lack of 

"canness" to be a crucial characteristic of a negative self-

concept. This self-limiting process contributed to the 

maintenance of an inadequate concept of self. What a person 

thought he was determined what he actually did. Kelly 

continued by diagnosing the authoritarian culture of the 

home, the school, and the church as principal causes in the 

deveiopment of inadequate self-concepts. 

Crowne and Marlowe (1964) focused on the viinerable self-

concept of the approval-dependent person. The negative self 

turned inward attempting to hermetically seal itself off 

from incom.ing perceptions. These writers reported that 

approval addicts generally maintained their negative self-

concepts through defensive encapsulation. The negative 

self was further characterized by individuals who were highly 

persuasible, socially inadequate, inhibited, and depressive. 

Individuals possessing negative ?eIf-concepts emanated 

a lack of trust in them̂ êlves. Introversion and 
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apprehension toward self-expression were common ŝ nnptoms of 

persons with a negative self-concept. They preferred not 

to expose themselves, anger other people, or perform 

attention-getting deeds. They were additionally typified 

by being socially isolated, passive listeners, and non-

involved spectators. Self-consciousness and preoccupation 

with inner problems contributed to their social withdrawal. 

Being narcissistic, isolated, passive, introverted, and 

secretive, they limited their social intercourse and any 

possible self-actualization that might occur through 

supportive social relationships (Coopersmith, 1967). 

The negative self-concept was sketched by Fitts (1972a) 

as one that concentrated on individual differences of other 

people. This type usually focused on how he was so uniquely 

different from others. 

An inadequate, negative self was a deluded self. Its 

percepts and concepts were psychic distortions of reality. 

It harbored a system of autistic beliefs constructed around 

an organization of deductions tending to preserve astig-

matic views of reality. They conceptualized aberrations 

and perceptual hallucinations that tended to ignore reality. 

These fallacious and autistic beliefs about one's personality 

prevented self-actualization (Jourard, 1958). 

This sort of delusion may even be maintained in large 

groups of people even though veridical data to the contrary 

were available to the group. An example of one such group 
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of people so deceived was that one composed of smokers. 

Empirical information that continually bombarded their 

deluded selves exerted cognitive pressures in the direction 

of reality; therefore, the delusion must be actively 

defended or they would change their behavior to correspond 

with reality by abstaining from tobacco (Festinger, 1957). 

Jersild (1952) and Festinger (1957) unveiled noncompa-

rability or denial of assumed similarity as a psychological 

device used for self-delusion. This mechanism em.erged as a 

critical and dynamic concept in ethnic studies. Dissonance 

that arose when the self .is confronted with antithetical 

information could be reduced if the self assumed that the 

other person was not comparable to himself. A person under 

the influence of a noncomparability s^mdrome achieved 

dissonant reduction by attributing different characteristics, 

motives, or experiences to the other person; even outright 

derogation or rejection might be used. 

"Vague fear always causes the personality to close up 

and to become less accessible" (Kelly, 1962, p. 16). Men-

tioned in a previous section, psychic encapsulation was a 

result of fear, threats, and pain. If the self were denied 

ideas, it mainfested negative characteristics. Symonds 

(1951) reported similar postulates conceming the effects 

of threats and punishments. A restricted self intensively 

focused on threats while ignoring other elements of the 

perceptual field. Symonds concluded that parents should 
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avoid the use of threats and punishments if they wished to 

encourage ego development in their children. 

The inadequate negative self was characterized by 

social isolation, lack of self-confidence, approval-

dependency, introversion, a noncomparability syndrome, 

self-delusion, and excessive fear. 

Positive Self 

The experiential environment of the positive self was 

interpreted in the light of a system of beliefs and ideas 

characteri..ed by the expectation that the self would be 

favorably received by others and by self-confidence in 

itself. A positive self placed credence and trust in its 

own opinions. It was open to novel ideas not perceived as 

threatenini;,; rather, they were eagerly sought and enjoyed. 

The possessor of a positive self was more frequently a 

participant than a spectator - - a participant who freely 

and openly expressed his opinions in group discussions. 

The fact that he lacked self-consciousness and was seldom 

preoccupied with himself permitted him a wider capacity to 

cope with external issues. He also believed that his 

percepts and concepts were accurate, consistent appraisals 

of reality (Coopersmith, 1967). 

Combs and Snygg (1959) identified an insatiable nature 

of the positive self. The positive self was characterized 

by a self-actualizing personality aggressively scrambling 

to attain personal goals. An innate quality of a positive 
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self was a driving force constantly seeking more adequacy 

in order to deal with life more effectively. The adequate 

personality sallied forth ready for hand-to-hand combat with 

life. Recognizing that the world was in a constant state of 

flux and change, the positive self searched out innovation 

under the realization that a secure future lay in innovative 

inventions of today. This striving, searching, and seeking 

drive toward change constantly transported a positive self 

toward adequacy. 

Combs (1962) also considered a series of successes 

more of an essential feature of a positive self than failure 

A positive self had essentially known a successful past. 

For a child to be introduced to failure early in life so 

that he will learn through the school of hard knocks 

logically taught him about failure. 

Fitts' (1971) constitution of a positive self was com-

posed of the capacity to accept all experiences in one's 

phenomenal field. This occurred because the self felt se-

cure enough to permit it. A critical feature of a positive 

self was openness to experience. If behavior were a result 

of the perceptual field, then the more undistorted data 

were admitted for mental processing, the more effective 

would be the behavior produced. Fitts also concurred with 

Combs that the greater the frequency of success, the more 

positive was the seif. A higher frequency of effective 

behavior in the past tended to increment the probability 
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for effective behavior in the future. 

Change 

A self-concept changed as feedback was obtained from 

other people. This change was in a negative or positive 

direction depending on the degree of accepted threats. An 

established self-concept resisted change. If significant 

other persons consistently provided feedback noncongruous 

with the established set of beliefs one possessed, he either 

changed his self-concept or resisted the incoming data. A 

self-concept could change by changing geographic location 

or social group identification. Sawrey and Telford (1963) 

reported, "In order to maintain the stability of one's 

self-concept, selectivity of contacts extends to ideas as 

well as to people. People protect their own beliefs and 

attitudes by avoiding exposure to contrary points of views" 

(p. 319). They concurred that forced exposure more often 

than not produced even stronger resistance to counter ideas. 

The most change-resistant self-concepts were those of 

elderly people. They resisted change and incongruencies 

with their self-concepts more vehemently than did young 

children. Change in self-concept occurred more frequently 

in accord with consistent approval in interpersonal rela-

tionships (Sawrey and Telford, 1963). If reciprocal 

functions existed their strongest influencial forces were 

focused on the young. If change were to occur it would most 
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likely take place with children. 

Combs and Snygg (1959) wrote of perceptual permanence. 

Their definition did not mean that perceptions of the per-

ceptual field were unchangeable; rather, the effect of any 

one perception was prone to remain permanent. Reorganiza-

tion of percepts and additions of percepts continuously 

modified a perceptual field. They assumed, "Awareness is 

an irreversible process" (p. 98). Once differentiation had 

occurred in a perceptual field, its effects would probably 

remain forever. Differentiation was defined as an increased 

awareness and focus on specific detail in a perceptual 

field; consequently, as awarenesses changed so did one's 

behavior if one accepted behavior as a product of a percep-

tual field. 

Because students were younger than teachers, who were 

younger than principals, who were younger than superintend-

ents, it was inferred in the present study that students 

changed their self-concepts to mesh with their teachers' 

ideas. Consequently, there appeared a linear progression 

from the old to the young. The superintendent, due to age, 

was the most inflexible and the student the most malleable. 

Success 

A positive self fed on success. Coopersmith (1967) 

fixed success as the second contributing factor for a 

positive self-concept: 
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A second factor contributing to our self-esteem 
is our history of successes and the status and position 
we hold in the world. Our successes generally bring us 
recognition and are thereby related to our status in the 
community. They form the basis in reality for self-
esteem and are measured by the material manifestations 
of success and by indications of social approval. 
These indices of success and approval will not neces-
sarily be interpreted equally favorably by all persons 
(p. 37). 

A series of successes stood about as being essential in the 

structure of a positive self-concept. 

Purkey (1970) reported that students experiencing a 

series of repeated successes were more likely to develop 

positive attitudes about their abilities in school. He also 

considered evaluations of a significant other in a person's 

life to have aii important effect on the person evaluated; 

therefore, he said "Teachers, in their capacity of significant 

others, need to view students in essentially positive ways 

and hold favorable expectations" (p. 47). Evidence seemed 

to lead to the conclusion that the younger a child was, the 

more effective would be the teacher's influence on the child. 

Success collected more significance as difficulty of 

achievement perceived by a person struggling toward a parti-

cular goal increased. Stressing of an individual bent on 

goal achievement allayed fear of failure. Struggle itself 

contributed to a fuifillment of hioman capacities that cre-

ated pleasure. Success achieved its highest value at the 

moment of critical stress, at the point of no return, where 

one had to succeed or fail (Maslow, 1962). 

One may infer with reasonable assurance that success 
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stands at the core of a positive self-concept. A person 

considered himself more worthy and capable as the frequency 

of his self-interpreted and self-perceived successes incre-

mented. A positive self was receptive to interpersonal 

communications, sought constructive change, and grew 

through a series of successes, that is, it grew psycho-

logicaliy more adequate. 

The Social Self 

The first sections of this chapter dealt with the nature 

of man's inner self. Here will be discussed how the social 

self develops through linguistic interactions, environment, 

reflected appraisals, cooperative reciprocity, societal 

ideology, social control, dissonance, consonance, social 

change, group identification, and social feedback. 

Lindesmith and Strauss (1968) maintained that the self 

developed through linguistic interaction. Such development 

was determined through a process of interindividual 

communication. The self's social environment constituted an 

indispensable agent for the creation of a self; that is, 

society caused the self or society created the self. They 

postulated, "The very idea of an isolated self as an 

atomistic unit is an error. Symbolic behavior . . . is 

shared behavior. 'Self' therefore implies 'others' and is 

inseparable from them" (p. 320). The responses of other 

individuals contributed to the organized structure known 

as the self. 
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The inextricableness of human personality from its 

environment was summarized in Goldhammer's (1969) premise: 

"Let us begin with the premise that a human personality tends 

to take on the psychological characteristics of its 

environment. This is no more than to say that if I am forced 

to exist in an environment filled with insanity, in time 

my own behavior will begin to incorporate the insanities 

that have surrounded me" (p. 2). 

Sawrey and Telford (1963) and Secord and Backman (1964) 

indicated that the self-concept was primarily a product of 

reflected appraisals made by significant people of an 

individual's social milieu. Individuals were disposed to 

seek mutual reinforcement for each other's self-conceptions. 

They established reciprocal relationships that affirmed their 

self-conceptions. A person interacted predominantly with 

persons who required less change in his self-concept. A 

person augmented his esteem through selective evaluation of 

other people. People generally devalued individuals who 

failed to bolster their own self-concept. A person percep-

tually selected those communiques from others that supported 

and enhanced his self-concept. Inversely, he ignored or 

forgot those data that threatened his self-concept. A 

person constantly developed techniques for evoking congruent 

responses from others. An individual endeavored to secure 

maximura consistency between other persons' behavior and his 

self-conceDt. Cognitive dissonance was one means utilized 
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to acquire congruency and consistency. The extent that an 

individual interacted with another tended to reduce the 

error of predictability of interactional behavior. 

Schellenberg (1970) propounded that through the reflec-

tive nature of learning a self-concept, a child leamed 

habits of cooperative reciprocity. To the degree that he 

learned his societal role, a child learned psychosocial 

techniques needed to bargain for his self-concept. Psycho-

social bargaining assumed the identity of reciprocal 

reinforcement. 

Societal ideology tended to form an organized Gestalt. 

The djmamics of Pragnanz functioned in ideological forma-

tions. Just as consistency was a principal characteristic 

of the individual self-concept, so was it central to a group 

self-concept. A means of reducing social dissonance and 

ambiguity was the creation of stereotypic norms that grew 

out of interdependency of the group. During the time that 

individual self-concepts were formulated, societal norms 

dictated their character (Schellenberg, 1970). 

The concept of control implied power. Backman and 

Secord (1968) categorized power into five types: (1) Reward 

power was the capacity to give a reward. (2) Coercive power 

implied the ability to punish. (3) Expert power comprised 

the power of knowledge. (4) Referent power was gained 

through identification. (5) Legitimate power was obtained 

through shared consensus of the group. 
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In the four-variable design for this study, a superin-

tendent possessed legitimate social power that gave him 

authority, responsibility, and control. The degree of his 

control over the school district was determined by his 

development of reward, coercive, expert, and referent powers. 

Legitimate power reduced quantitatively as one descended the 

organizational chart. A principal had less legitimate power 

than a superintendent. A teacher had less than a principal, 

and a Mexican-American student probably scored negatively. 

This conceptualization supported the directionality concept 

that adults' self-concepts influenced children's. 

Schellenberg (1970) proposed that social control devel-

oped mechanisms for securing an optimal attitude toward 

obedience. Attitudes grew from social situations and the 

active interplay of personalities. Social control contained, 

explicitly and implicitly, two elements: promises and 

threats. People were controlled by promises of reward or 

the threat of punishment. Promises were utilized first to 

secure dependence that could be used for control. The per-

son in control possessed power to control through property, 

wealth. position of formal authority, special skills, 

experience, beauty, charisma, prestige, a smile, or any 

viable resource that could exert social influence. The 

controller who dictated the terms of association was the one 

who had the least to lose by the association. 

Festinger (1957) proposed that psychologically 
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uncomfortable stimuli motivated individuals toward reduction 

of dissonance and toward achievement of consonance. If 

cognitive dissonance were present, a person was motivated 

to reduce it. Conversely, if cognitive consonance were 

present, a person was motivated to increase it. Lewin 

(1938) , Festinger (1957) , Combs and Saygg (1959), Secord and 

Backman (1964), Coopersmith (1967), Backman and Secord 

(1968), Schellenberg (1970), and Klapp (1972) either alluded 

to or openly and directly discussed the dynamics of social 

consonance. In a vibrant society there was an incessant 

activity that involved a continual attraction-repulsion 

reaction. 

Festinger (1957) advocated that to the extent that an 

individual's interactions with others did not equally share 

agreement of opinions, such interactions were a source of 

cognitive dissonance. Since self-concepts were systems of 

beliefs and opinions, it was deduced that persons with 

low self-concepts were a dissonant force for persons with 

higher self-concepts. The degree of attraction or repulsion 

was a geometric function dependent on the measurable 

difference in the two concepts. This inferred that dis-

sonance of self-concepts was a measurable quantity on self-

reports. 

Festinger (1957) hypothesized that persons possessed 

a proclivity to obtain social support for their opinions. 

Social support or social consonance had an insatiable thirst 
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for agreement. Social consonance comprised a significant 

motivating element for social control. 

The concept that the accumulated self-concepts of 

school officials would influence the self-concepts of 

Mexican-American sixth-grade students was strongly supported 

by Secord's and Backman's (1964) theories concerning the 

tendency of similarities in self-ratings. They assumed 

that when peopie approved of themselves, they would assign 

desirable traits to their friends and they would avoid 

undesirable people. Therefore, this study assumed that if 

a superintendent did approved of a principal, he would 

retain him. A principal would tend to rid his school of 

those teachers he found undesirable and teachers would not 

prefer Mexican-American students if those students were 

undesirable. 

Schellenberg (1970) contended that drastic social 

change rarely occurred but, "When it does occur, it is not 

entered voluntarily, for we avoid situations that would 

totally disrupt those patterns to which we are accustomed" 

(p. 79). It could be inferred that if one were accustomed 

to having a low self-concept reinforced and conditioned, 

then he would endeavor to remain in a community that pro-

vided such reinforcement. He should be inclined to elicit 

those stimuli that affirmed the low esteem he had of him-

self. Once reinforced the tendency to respond with a low 

self-concept would be strengthened. If one were to attain 
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satisfaction from having a low self-concept by associating 

with other low self-concepts, then he would be attracted to 

them. 

Group identification transcended the social process of 

social consonance in that identification was internalized 

and accepted as an extension of the self. Group identifi-

cation was the climatic product of social consonance. 

Tolman (1964) defined group identification as a process 

through which an individual copied the social pattems of 

other individuals. A certain amount of perceived simîlar-

ities was an essential element for group identification. 

Dress, sex, preconceived ideals, and personal philosophies 

were offered as possible variables for perceived similarity. 

Klapp (1972) supported concepts of propinquity and 

similarity as important in the function of group identifi-

cation. He added that a feedback system was critical to the 

strength of group identification. Feedback reinforced 

group memory that tended to maintain the organization of 

the group. 

This section discussed the development of the social 

self through linguistic interactions, environment, reflected 

appraisals, cooperative reciprocity, societal ideology, 

social control, dissonance, consonance, social change, group 

identification, and social feedback. The literature implied 

the development of composite co nmunity personalities among 

which there should be an identifiable difference in composite 
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self-concepts. This section inferred that each school dis-

trict was a distinct personality; the next section will 

silhouette the uniqueness of a Mexican-American self as a 

basis for subsequent analyses. 

The Mexican-American Self 

In this section contemporary research conceming the 

psychosocial status of the Mexican-American's self-concept 

will be presented. First, studies that have established 

that Mexican-Americans reported lower self-concepts than 

Anglo-Americans will be reviewed. Secondly, some possible 

cultural causatives for the lower status of Mexican-American 

self-concepts will be presented. 

Mexican-American Lower Self-Esteem 

A preponderance of recent research asserted that 

Mexican-Americans generally measured lower on conceptions 

of their self-worth. Hishiki (1969) conducted a comparative 

study between 70 Anglo-American sixth-grade girls from 

Clark County, Georgia,and 65 Mexican-American sixth-grade 

girls from east Los Angeles. Significant differences were 

reported on a self-concept scale, Thorndike Intelligence 

Test, and the Stanford Achievement Test. Mexican-American 

girls reported lower than Anglo-American girls. 

Hepner (1970) studied differences and similarities of 

three groups of elementary school boys of simiiar ages. 

She investigated values of Mexican-American and Anglo-
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American boys for whom significant differences were observed 

in self-perception between underachieving and better 

achieving Mexican-American boys. Mexican- and Anglo-

American boys aspired to similar occupational levels. 

Ross (1970) isolated factors that influenced indivi-

duals from disadvantaged backgrounds to become successful. 

He concluded that successful and unsuccessful Mexican-

Americans differed significantly on self-esteem. He also 

observed that there were distinct attitudinal differences 

between successful and unsuccessful groups conceming 

street life, goals, and aspirations. 

Gustafson and Owens (1971) obtained data from 552 third 

and sixth-grade students to whom was administered Cooper-

smith's Self-Esteem Inventory (SEI). Findings supported the 

theme of this section. No significant differences were 

noted on self-esteem scales for third-graders between non-

Mexican-Americans and Mexican-Americans; however, signifi-

cant differences were observed for similar groups at the 

sixth-grade level on reading, mathematics, intelligence, and 

the self-esteem scale. There were significant differences 

between self-concepts of Mexican-American and Anglo-American 

students; furthermore, there was a tendency for self-esteem 

to diminish as Mexican-Americans remained in school. 

Secord and Backman (1964) postulated that cultural role 

strain was experienced to the degree that belief systems in 

a culture were inconsistent with each other. Persons who 
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found themselves exposed to contradictory cultural expecta-

tions were apt to experience cultural role strain; for 

example: Should one salute the U.S. flag or the Mexican 

flag, or should one celebrate eĵ  cinco de mayo or the Fourth 

of July, or should one speak Spanish or English, or should 

one vote as a member of the Democratic, Republican, or la 

raza unida party? 

Palomares (1970) conducted a review of literature in 

order to explore the status of Mexican-American students' 

self-concepts and their cultural marginality. She concluded 

that significant individuals in students' lives were an 

important element in the development of a positive self-

concept. Mexican-American students experienced a perpetual 

cultural conflict that resulted from one culture at school 

and a quite different one at home. Educators maintained 

stereotypic views of Mexican-American students due to over-

generalization of ethnic literature. This stereotypic 

concept of rhe Mexican-American having a lower self-concept 

caused a self-fulfilling prophecy to fimction at school. 

She concluded, that due to inconclusive research on the 

Mexican-American student's self-concept, the broadly accepted 

idea that Mexican-American students had a negative self-

concept was a stereotypic view. Furthermore, it was forcing 

Mexican-American students to either accept or reject the 

dominant culture. She recommended that research be con-

ducted concerning why Anglo-Americans insisted on cultural 
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homogeneity. 

Rogers (1971) discovered that positive self-concept and 

achievement scores increased with acculturation. Ninety 

Mexican-American eighth-graders in San Antonio, Texas, were 

measured on variables of personality, academic achievement, 

and motivation, 

Penalosa (1972) , discussing accuituration of Mexican-

Americans of southern Califomia, observed: 

Existentially there is no Mexican-American commu-
nity as such, nor is there such a 'thing' as Mexican-
American culture. The group is fragmentized socially, 
culturally, ideologically, and organizationally. It is 
characterized by extremely important social-class, 
regional, and rural-urban differences (p. 321). 

Why have Mexican-Americans retained their culture? 

The primary reason would seem to be the neamess 
of the country of emigration and the failure of the 
public school system to teach an adequate command of 
the English language and the other skills necessary for 
successful entry into the occupational world (p. 323). 

Mexican-Americans were in a transitional'state of changing 

from Mexican culture to that of the United States. 

Kagan and Carlson (1975) administered a scale that 

measured behavioral assertiveness of 154 boys and girls 

ranging in age from five to 12 years. Urban middle class 

Anglo-American children were found to be significantly 

more assertive than semirural poor Anglo- and Mexican-

American children. Both Anglo-groups were significantly 

more assertive than the poor Mexican-American group. 

Results paralleled previous studies on competitiveness. 
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In summary of the subsection, the ancient syndrome of 

serving two masters was evoked. Dual culturalism seemed to 

be a significant factor in producing lower self-concepts in 

Mexican-American students. Could a person be perfectly 

acculturated in two cultures simultaneously? This section 

inferred that characteristics of dual acculturation 

diminished self-concept; the next will discuss the effects 

of citizenship. 

Self-Concept and Citizenship 

Self-concept related to citizenship will be the focus 

of this brief subdivision. There were Mexicans who were 

natives and citizens of Mexico. There was an ethnic group 

in the United States known as Mexican-Americans, Spanish-

Americans, or Chicanos. Whether Mexican national or 

Chicano, the adjective "American" was used with linguistic 

legitimacy. 

Dworkin (1965) found that native-bom Mexican-Americans 

had more negative self-images than did foreign-born Mexican-

Americans. This finding indicated a distinctiveness in 

cultural references and a progressive tendency toward self-

hatred for minority cultures. 

Gecas (1973) inspected self-concepts of migrant Mexican-

Americans and settled Mexican-Americans. A significant 

difference in their self-evaluations was observed. More 

mobile Mexican-Americans responded with more positive and 
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more favorable self-concepts than did settled Mexican-

Americans. It took more self-confidence to be willing to 

translocate. 

Cooper (1974) measured self-concepts of adolescents 

in Germany, Mexico, Taiwan, and the United States with an 

Osgood Semantic Differential. The American sample was 

composed of Anglo-Americans, Mexican-Americans, and Indian-

Americans. The Taiwanese sample consisted of Chinese. Ger-

mans scored lowest on perceptions of self and Mexicans 

scored highest. This pattem was replicated on perceptions 

of school and perceptions of the social milieu. Anglo-

Americans were lowest and Mexicans scored highest on mean 

values of the self-concept scale. 

In summation, this brief presentation indicated that 

dominant national cultural members had higher conceptions 

of their self-worth than did minority cultural groups. 

Citizenship played a significant role in the d^mamics of 

self-concept formation. The difference in mobility and 

imniobility of groups suggested that mobile groups were 

more willing to take risks. 

Socioeconomic Status 

Socioeconomic status accounted for more of the develop-

ment of self-concepts than did ethnicity. Self-concept 

development related to socioeconomic variables will be 

considered in this subdivision. 

Carter and his associates (1969) administered an 
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Osgood's Semantic Differential Scale to 81 teachers. The 

scale revealed that they perceived themselves fair, alert, 

active, good, and especially clean. They also perceived 

Mexican-American and Black-Americans in the same light 

that they saw themselves. This tendency was interpreted as 

evidence that middle class teachers projected middle class 

values onto their perceptions of students which suggested 

that teachers wanted their students to become middle class. 

Linton (1972) conducted a study to determine if Anglo-

and Mexican-American sixth-grade students differed on 

measures of self-concepts and academic achievement. He 

sampled sixteen elementary schools in a soutiiem New Mexico 

city. The sample consisted of 160 Mexican-American students 

and 172 Anglo-American students. Both groups were strati-

fied into three socioeconomic levels. A three-way analysis 

of variance indicated no significant differences between 

ethnic groups on sex; however, significance was produced 

between socioeconomic levels. High socioeconomic levels 

were related to a high positive self-concept and low socio-

economic levels were associated with a low self-concept. 

Hall (1972) designed a study to ascertain relationships 

that existed between socioeconomic levels, ethnicity, and 

academic achievement. His sample was composed of 468 com-

munity college enrollees; 207 were classified middle class 

Anglo-Americans; 150 were classified lower class Anglo-

Americans; and 101 were classified lower class Mexican-
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Americans. The study disclosed that middle class subjects 

enjoyed more academic success than did lower class subjects. 

Findings indicated that socioeconomic status was a more 

significant determinant of self-concept related to academic 

success than ethnicity. 

Penalosa (1972) inferred that Mexican-American, middle 

class individuals were more like Anglo-American, middle class 

individuals than they were like lower socioeconomic indivi-

duals from their own ethnic group. He contended that a 

preponderance of unemployment among unskilled Mexican-

Americans enhanced stereotypic views that Mexican-Americans 

were of a lower socioeconomic social order. 

Guynn (1974) attempted to determine whether any 

significant differences of educational achievement existed 

between groups and subgroups of all ninth- and eleventh-

grade students enrolled in the Hot Springs School of Truth 

or Consequences, New Mexico. Spanish surnamed students were 

classified as Mexican-Am.ericans and the remainder were 

Anglo-Americans. Significant differences were found on 

ethnicity for achievement. He concluded that self-concept 

was a socioeconomic factor that deserved further research. 

This subdivision revealed that socioeconomic status 

contributed more to variance in individual self-concepts 

than did ethnicity per se. 

Segregation-Integration 

Segregation within the classroom, school, community, 
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or nation emerges as a causative factor in producing low 

self-esteem. A concentration on unique personality 

characteristics functioned as a scapegoating mechanism in 

psychosocial development of self-concepts. Uniqueness was 

employed as an excuse for failing to accept personal 

responsibility. It was easy for a person or group to say 

to themselves, "I can't do that because I'm different." 

Jensen (1970) compared samples of Negro-American and 

Mexican-American children from kindergarten through the 

eighth grade from áe_ facto segregated schools with Anglo-

American children in the same California school district. 

He reported that there were no appreciable differences in 

the achievement of minority and majority Dupils, provided 

certain background and ability factors were statistically 

controlled. It was concluded that dê  facto segregated 

schools did not cheat minority students if all causative 

factors (e.g., socioeconomic status) were statistically 

manipulated to show no significance. 

Felice (1973) evaluated the significance of family 

background, school socioeconomic climate, and school ethnic 

climate for Mexican-American self-concept and educational 

achievement. The sample was stratified by school, grade, 

and ethnicity. It consisted of 860 male and female ninth-

through-twelfth-grade students from the Waco Independent 

Schooi District of Texas. In 1970-71 achievement scores, 

I.Q., seif-concept, achievement values, parental authority 
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structure, and demographic data were collected. It was 

interpreted that. "The coefficient of -.497 indicates that 

Mexican-American achievement is greater, with all other 

factors controlled, in desegregated school climates. For 

Anglos, this relationship is reversed; i.e., Anglo achieve-

ment is somewhat higher in segregated school facilities" 

(p. 723). Authoritarian family structures increased the 

probability to drop out. Ethnically, segregated schools 

thwarted academic achievement for Mexican-Americans, while 

enhancing dropout behavior. Integrated schools benefitted 

minority students while segregated schools benefitted 

majority students. 

Summarily, congruent with James S. Coleman's and his 

associates* report on Equality of Educational Opportunity 

(Washington, D. C.: U. S. Government Printing Office, 1966), 

this subdivision lends support to the concept that segrega-

tion tends to reduce academic achievement and, consequently, 

students' evaluations of self-esteem; the following sub-

division will present the significance of language in self-

concept development. 

Language and Self-Concept 

Here will be presented those studies that dealt with 

the bilingual function of English and Spanish on the devel-

opment of Mexican-Americans' self-concepts. The Bilingual 

Education Act stated that bilingual education was designed 

to develop competence in English: 
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. . (Bilingual education). . . . , for children of 
iimited English-speaking ability, instruction designed 
to enable them, while using their native language, to 
achieve competence in the English language (Public 
Law 93-380, sec. 702, 5, B). 

The U. S. Governm.ent enshrined in law the purpose of bilingual 

education, nam.ely, to augment proficiency in English. 

Ainsworth (1969) determined that Spanish had served 

as a successful social isolation device. The use of Spanish 

plus religion, physical and cultural visibility, and the 

proximity of Mexico provided successful means to remain 

culturally isolated from the dominant culture. 

Church (1971) selected 72 Mexican-American students 

to investigate the possibility that bilingualism was a 

significant factor affecting their aspirations and attitudes 

toward education. Data indicated a strong relationship 

between bilingualism and the degree of a student's accul-

turation. The most important difference between monolingual 

and bilingual Mexican-Americans was their home background. 

She recommended that Spanish be an elective course in the 

curricuium. 

Lambert and Tucker (1972) pointed out that one's lan-

guage was often identified with one's national allegiance. 

Bilingualism obscured one's patriotic loyalties. The dom-

inant group lacked confidence in the minorities' loyalties 

to the cotintry. The authors also reported that whether 

leaming in the home language or only in the second language 

would be more beneficial was still an inconclusive issue 
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among linguists. They reported the declaration of the 

Association of Catholic Principals at Montreai. These 

principals recommended that the right of English-speaking 

parents to have their children educated in English be en-

shrined in law because bilingualism would produce chronic 

linguistic confusion. The authors cited a series of studies 

that indicated that bilingualism had not produced retarda-

tion of intelligence; however, they noted that children 

who had studied French identified more closely with the 

French people. They also clarified that monolinguistic 

education was a covert form of linguistic colonialism that 

contributed to a loss of cultural roots. 

Blancett (1972) evaluated the migrant education program 

of the Richgrove School District in California. It was 

discovered that migrant Mexican-American chiidren learned 

English more quickly through techniques of teaching English 

as a second language than did other migrant students. Oppor-

tunities were given for improvement of self-concepts, but no 

evidence was offered to determine that improvement had 

occurred. 

Flores (1974) assumed that Spanish was the primary 

ŝ mibol of loyalty for the Mexican-American. Her study 

tended to verify the assumption that loyalty to Spanish was 

equated with loyalty to cultural ethnicity. Mexican-

Americans believed that if one denied his knowledge of 

Spanish, he was betraying his culture. Mexican-Americans 



48 

who employed English for social interaction were judged as 

"trying to be Anglos," that is, they had betrayed their 

ethnic culture by not speaking Spanish. 

Cambell (1973) observed that for many psychological, 

sociological, and political reasonsit was reasonable to 

give Mexican-American children the opportunity to learn 

Spanish, but: 

For the Mexican-American child to compete 
favorably with his Anglo peers, it seems to me that it 
is obligatory that he gain a proficiency in English 
equivalent to that of his Anglo peers. However 
attractive it might appear, it would be folly to 
think that Mexican-American children in this country 
will ever have the opportunity to choose the language 
of instruction, either Spanish or English, for his 
higher education. Realistically, we must assume 
that his eventual academic and professional success 
is closely correlated to his ability to function in 
English much the same way as a native speaker of 
English does (p. 31). 

This tenet inferred that if Mexican-American students 

would be viable competitors in an English-speaking culture, 

they had to acquire proficient linguistic skills in English. 

In summary, language served as a symbol of national and 

cultural loyalty. Bilingual education was established by 

the federal government to teach English to Mexican-Americans 

who desired competency in English. Spanish usage had 

isolationistic tendencies while fluency in English deter-

mined one's degree of acculturation. Effectiveness of one's 

competition in a materialistic culture of English-speakers 

depended on his degree of fluency in English. If one were 

an effective competitor, he had more successful experiences 
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in English that tended to enhance self-concept. The Mexican-

American syndrome was stereotyped by a low self-concept that 

was the result of several cultural conditions. Family, 

ethnicity, citizenship, socioeconomics, and language were 

all relevant constituents in the development of Mexican-

American self-concept. 

Chapter Summary 

Chapter II presented definitions of self-concept as 

described by leading perceptual psychologists. Negative 

and positive self-concepts were defined. Unique charac-

teristics of Mexican-American self-concept were presented. 

Chapter III will present methodology for the study. 



CHAPTER III 

METHODOLOGY 

Details concerning the research design, the sample, 

the variables, the instrument, and the treatment of data 

are discussed in this chapter. 

Research Design 

The study was designed to make an analysis of the 

self-concepts of superintendents, principals, teachers, and 

Mexican-American sixth-graders. The analysis depended on 

a cross-sectional sample of self-reports on the TSCS, an 

extensive review of perceptual psychology, and statistical 

analyses of empirical data. 

Data Collection 

Superintendents' packets containing two letters of 

transmittal (see appendix), a TSCS designed for computer 

scoring, and a return envelope were mailed to sixty-three 

superintendents of TEA Region XVII. Lubbock Independent 

School District was excluded from the mailing. After an 

interval of five to seven days, each superintendent was 

telephoned in order to secure approval to proceed with the 

research as outlined in the former communiques. 

Principals' packets that contained a letter of in-

structions and three TSCS's were mailed, provided proper 

clearance had been secured from the superintendents. After 

50 
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an interval of five to seven days, principals were telephoned 

in order to secure their permission to continue with the 

research, to schedule a convenient date to administer the 

TSCS to their students, and to answer any questions they had 

pertaining to research procedures. 

Visitations of each independent school district xvere 

scheduled and the investigator traveled to fifty-six indi-

vidual districts. The principal of each district was con-

tacted on each visit. Principals provided a room for 

administering the TSCS to two or four Mexican-American 

sixth-graders. 

Once the investigator and students were located, the 

purposes of the research were explained to subjects in 

English and Spanish. Subjects were assured that results 

would not be used to assign them grades or be filed in 

permanent records. Anonymity was assured by not collecting 

names. Instructions for completing the TSCS were given 

in English and Spanish. Subjects were encouraged to stop 

the investigator and ask questions about words they did not 

understand. In fact, subjects were interrogated regarding 

connotations of words such as: "attractive," "moral," 

"relationship," and "sociable." Every effort was expended 

to assure that students understood the meaning of the items. 

Each item on the lOO-item scale was read first in English 

then in Spanish. If necessary, the investigator explained 

meanings and connotations of words to subjects in English 
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or Spanish, whichever proved more effective. 

Upon departure, the investigator retumed to the prin-

cipal's office in order to secure the TSCS response sheets 

completed by principals and teachers. Superintendents 

returned their response sheets by mail. Before departing 

the district, each TSCS response sheet was re-checked for 

accuracy of demographic and psychometric data. 

Record Management 

Each optical scanning form was inspected for correct-

ness. Demographic data that supplied information for inde-

pendent and dependent variables of the study were coded onto 

each form, One school district had a superintendent who 

also served as principal; therefore, his form was recorded 

twice. Another school district had four elementary schools 

participating; therefore, their superintendent's self-

report was entered once for each school that made a total of 

400 records. 

Optical scanning forms were organized into 60 subfiles. 

Each subfile represented an individual school with TSCS 

records for one superintendent, one principal, one or two 

teachers, and two to four students. Subfiles were alpha-

betically organized, scanned, and recorded on IBM tape. 

Selection Schemata 

Three schemata were employed for selecting the sample 

(Table 1). The general concept involved (1) acquiring 
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Table I 
Selection Schemata 

General Concept: 

Superintendent (S) Principal (P) Teacher (T) Alumnus (A) 

One Teacher ISD: Two Teacher ISD: 

-̂ ->T->-> 
->->- A (male) 

A (female) 

Four Alumni ISD 

S->-v^-^->P->->-
->--v T-

•T^-> 

-A (male) 

Â (female) 

Â (male) 

Â (female) 

Â (male) 

Â (female) 

TSCS scores from superintendents who had been selected and 

employed by local school boards, (2) acquiring TSCS scores 

from principals who had been selected and employed by the 

above mentioned superintendents, (3) acquiring TSCS scores 

from sixth-grade teachers who had been selected by the above 

mentioned principals, and (4) acquiring TSCS scores from 

Mexican-American sixth graders who had been selected as 

being the best Mexican-American students of the above 

mentioned teachers. Each teacher selected the best male 

student and the best femaie student. Sampling involved 

three sample designs: (1) a design for school districts 

that had only one sixth-grade teacher, (2) a second design 
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for school districts that had two sixth-grade teachers that 

selected only two Mexican-American sixth-graders, (3) a 

third design for school districts that had two sixth-grade 

teachers that selected two Mexican-American sixth-graders 

each that constituted a total of four students. 

Sample 

The sample consisted of 396 subjects made up of 56 

area superintendents, 58 principals, 100 teachers, and 182 

sixth-grade students. The only criterion for student-

selection was that they were judged the best students 

according to the perceptions of their teachers. Selection 

of superintendents, principals, and teachers was contigent 

on their willingness to participate in the research project. 

The sample was drawn from a twenty county population 

with 63 independent school districts reporting a combined 

ADA of 51,652 students (Table 2). The ADA of Lubbock 

Independent School District was excluded from the population. 

Fifty-six school districts in 19 counties participated in 

the research. A total of 46,541 students was represented 

by the participating districts. The average size of the 

districts was 831 in ADA. Sixty-eight percent of the dis-

tricts reported less than 1,662 for ADA, while the largest 

district reported 5,960 students in ADA. Of the total 

possible number of school districts, nine chose not to 

participate; these comprised 14.3 percent of the TEA Region 

XVII districts, Non-participants niombered 5,111 students 
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Table 2 
population of the Sample* 

Participant Independent School Districts: 

Number 56 

ADA: 
Total 46,541 
Mean 831 
Std Dev 964.5 
Range: 

Minimum 49 

Maximum 5,960 

Counties 19 

Non-participant Independent School Districts: 
Number 

ADA: 
Total 
Mean 
Std Dev 
Range: 

Minimum 
Maximum 

Counties 

5.111 
567.8 
544.2 

33 
1,708 

'̂  Data collected from 1975 - 76 Texas School Directory, 
Austin: Texas Education Agency, 1975. 

in ADA with a school district mean size of 567.8 ADA. Sixty-

eight percent of the non-participating districts had less 

than 1,112 students in ADA. The largest non-participating 

district reported 1,708 ADA and the smallest reported 33 

students in ADA. 
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Variables 

The study was based on the analysis of four indepen-

dent variables and ten dependent variables, 

Independent Variables 

The four independent variables were 56 superintendents, 

58 principals, 100 teachers, and 182 Mexican-American sixth-

graders (Table 3). 

Superintendents were 100 percent Anglo-American males. 

They were 56 in number and they ranged in ages from 33 years 

to 63 years with a mean age of 46.1 years. On the demo-

graphical variable of religion, one reported being Catholic, 

53 reported being protestant, and two reported being neither 

Catholic nor protestant. Superintendents on the average had 

served 12 years in their separate school districts. Their 

terms of service ranged from a minimum of one year to a 

maximum of 37 years. The mean size of their school districts 

was 845.1 students in ADA. 

Principals were 100 percent Anglo-Americans, 55 males, 

and three females. They ranged in ages from 25 years to 

65 years and their mean age was 44 years. Fifty-four 

reported being protestant, two reported being Catholic, and 

two reported being neither Catholic nor protestant. Prin-

cipals on the average had served 10.5 years of school 

tenure. Their school tenures extended from a minimum of 

one year to a maximum of 31 years. The mean size of their 

schools was 298.4 ADA. Sizes ranged from a minimum of 70 
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DEPENDENT 

Number 
Female 
Male 
Anglo 
Mexican-American 
Mexican 
Age 
Mean 
Mode 
Standard 
Minimum 
Maximum 

Deviation 

Church Affiliation 
Catholic 
Non-Catholic 

School tenure 
Mean 
Mode 
Standard 
Minimum 
Maximum 

ADA 
Mean 
Mode 
Standard 
Minimum 
Maximum 

Deviation 

Deviation 

Table 3 
Variables 

INDEPENDENT 

SUPT PRIN 

56.0 58.0 
0.0 3.0 
56.0 55.0 
56.0 58.0 
0.0 0.0 
0.0 0.0 

46.1 44.0 
36.0 42.0 
7.4 9.9 
33.0 25.0 
63.0 65.0 

1.0 2.0 
55.0 56.0 

12.0 10.5 
17.0 1.0 
9.8 9.3 
1.0 1.0 
37.0 31.0 

845.1 298.4 
200.0 350.0 
998.9 226.4 
39.0 70.0 

6000.0 1350.0 

TEAC 

100.0 
84.0 
16.0 
99.0 
1.0 
0-0 

37.5 
24.0 
11.8 
23.0 
68.0 

2.0 
98.0 

6.5 
1.0 
6.6 
1.0 
30.0 

301.2 
350.0 
182.5 
39.0 

1103.0 

STUD 

182.0 
91.0 
91.0 
11.0 
168.0 
3.0 

11.8 
12.0 
0.7 
11.0 
16.0 

132.0 
49.0 

7.0 
6.0 
1.9 
1.0 
9.0 

314.7 
350.0 
182.5 
39,0 

1103.0 

students to a maximum of 1,350 students. 

Teachers' genders were 84 females and 16 males. 

Ethnically, 99 were Anglo-Americans and one was Mexican-

American. They ranged in ages from 23 years to 68 years. 

Their mean age was 37 years. Two reported being Catholic, 

98 reported being non-Catholic, Teachers on the average had 
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served 6.5 years of school tenure. Their terms of service 

ranged from a minimum of one year to a maximum of 30 years. 

The mean size of their schools was 301.2 ADA. School sizes 

ranged from a minimum of 39 students to a maximum of 1,103 

students. 

Mexican-American sixth-graders' genders were 91 males 

and 91 females. Ethnically, 11 were Anglo-American, 168 

were Mexican-American, and three were Mexican nationals. 

Their average age was 11.8 years. They ranged in age from 

11 years to 16 years. One hundred thirty-two reported 

being Catholic and 49 reported being non-Catholic. Their 

school tenures within their respective schools ranged from 

a minimum of one year to a maximum of nine years. They 

reported serving an average school tenure of seven years 

in the school they then attended. The mean size of their 

schools was 301.2 ADA. Sizes ranged from a minimum of 

39 students to a maximum of 1,103 students. 

Dependent Variables 

ADA was determined for each independent variable in 

order to test the hypothesis that it was a derivative of 

self-concept. 

Age for each subject was collected because it was 

suspected of being a contributing factor in the deveiopment 

of self-concept. 

Church affiliation for each subject was obtained since 

the literature inferred that it might have some effect on 
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self-concept (Thompson, 1974). 

Ethnícity for each subject was determined by having 

the subjects select their own ethnicity from the following 

categories: Anglo-American, Black-American, Mexican-

American, Mexican, and Indian-American. Contemporary 

emphasis upon the importance of this variable made it 

imperative that it be inspected, 

Response variability on each TSCS was analyzed as a 

dependent variable since it served as a method of determin-

ing respondents' honesty in self-disclosure. 

Self-concept for each independent variable was deter-

mined through interpretation of P-scores on the TSCS. 

Self-concept was the central theme of analysis for the study. 

School tenure was suspected to have made a significant 

contribution to subjects' self-concepts since it determined 

the length of time subjects had spent in their peculiar 

perceptual fields. 

Spanish-speaking Mexican-American sixth-graders were 

considered a dependent variable because subjects' percep-

tions of themselves speaking Spanish could have been a 

contributing factor in the development of individuals' 

self-concepts. 

Spanísh-speaking teachers were considered as a depend-

ent variable for inspection because such phenomena in the 

experiences of Mexican-American sixth-graders may have been 

a significant factor to their development of self-concepts. 
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nstrument 

The form of the TSCS designed by Fitts (1965) was the 

computer scored edition published by Counselor Recordings 

and Tests, On the face of the form were printed six 

demographic questions: age, school tenure, ADA, sex, 

ethnicity, and church affiliation. 

The second page of the optical scanning form contained 

a twenty-character space for encoding names. The space was 

utilized for encoding responses identifying school, scho-

lastic position (superintendent, principal, teacher, or 

student), ethnicity, church affiliation, Spanish-speaking 

teachers, Spanish-speaking students, and Spanish-studying 

students. A nine-character area was used to encode res-

pondent's age, school tenure, and ADA. Two characters 

were allocated for male-female indications, The remaining 

100 characters permitted five responses for each of 100 

itemsonpages three and four of the optical scanning form, 

For each item, the respondent was allowed to select a com-

pletely false response, a mostly false response, a partly 

false response, and a completely true response for such 

questions as "I have a healthy body" (p. 4, Fitts, 1970). 

The third and fourth pages of the TSCS contained 100 

statements about one's self-concept. These items contained 

eighteen statements about the physical self, eighteen state-

ments about the moral self, eighteen statements about the 

personal self, eighteen statements about the family self. 
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eighteen statements about the physical self, and eighteen 

statements about the social self. The remaining ten 

statements composed a self-criticism score. Nine items of 

each set of eighteen statements that embodied one of the 

five self-concept components were phrased in a negative 

sense and the other nine were phrased positively. 

The scale yielded eleven scores that were considered 

by this study: 

1, The total positive score (P-score) represented the 

numerical degree to which a person tended to 1ike or dislike 

himself. High P-scores inferred that one felt he was worthy, 

that one had self-confidence, and that he tended to act 

accordingly. This score represented a person's overall 

level of self-esteem. Respondents who had reported low 

positive scores tended to visualize themselves as undesir-

able, frequently experienced anxiety, depression, and 

unhappiness, and were short on self-confidence. 

2. The identity self score covered one-third of the 

total positive score. This score represented what a person 

was as he saw himself. It was a self-description of his 

basic identity. 

3 The self-satisfaction score embodied another one-

third of the items used to arrive at the total positive 

score. It represented the degree that a person accepted 

himself. 

4. The behavioral selfscore covered the last thirty 
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items of the total 90-item P-score. It represented the 

respondent's perception of the way he acted. 

5. The physical self score was derived from 18 items 

of the P-score. It composed 20 percent of the total self-

concept. It measured a person's perceptions of his phy-

sical appearance. 

6. The moral self score measured how a person assessed 

his morality or moral-ethical worth. It measured an indi-

vidual's perceptions of his relationship to God, his 

religious satisfaction, and his feelings of being a good or 

a bad person. 

7. The personal self score constituted a representa-

tion of a person's perceptions of his personal worth to 

others. It represented his feelings of adequacy in relation 

to other people. 

8. The family self score consisted of those items that 

represented the respondent's perceptual evaluation of his 

family, 

9. The social self score contained those items that 

represented a person's perception of his relationship with 

other individuals. It reflected his judgments of his worth 

in social interaction. 

10. The self-criticism score represented the degree 

to which a person admitted that 10 mildly derogatory state-

ments were true for him. High scores usually indicated a 

healthy openness for self-criticism. Extremely low scores 
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generally indicated that the respondent was presenting an 

inflated picture of himself. 

11. The variability score (V-score) provided a measure 

of inconsistency in response-pattems. Extremely high scores 

indicated a lack of integration in a person's perceived self. 

A degree of self-inflation was also rendered on this score, 

Reliability 

The test-retest reliability coefficients for a total 

P-score on the TSCS and 10 subsumed elements indicated 

a strong cohesive relationship since coefficients were 

generally well above ,67. The test-retest coefficient of 

60 college students on the P-scores was ,92, Coefficients 

for the 10 subscores reported for the same group were as 

follows: identity self ,87, self-satisfaction .88, behav-

ioral self .88, physical self .87, moral self , 8(i personal 

self .85, family self .89, social self .90, self-criticism 

.75, and V-score .67. The mean value of the 10 coefficients 

of the subscore was a robust .84 (Fitts, 1965). 

Table 5 displays an array of intercorrelational 

coefficients for the P-score and its 10 subcomponents. 

Each of the eight subcomponents from the Identity Self 

Score through the Social Self Score yielded coefficients 

stronger than .41. Their average cohesiveness resulted in 

a coefficient of .69. Worthy of note was the negative 

relation of V-scores to all subcomponents except for the 
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P 

I 

S 

B 

PHY 

MOR 

PER 

FAM 

SOC 

SC 

Table 5 
Score Intercorrelations(Fitts, 1965) 

102 Psychiatric Patients 

B PHY MOR PER FAM SOC 

95'̂  .93* .96* .75* .82* .90* .88* ,88* 

80 91 71* .78* .84* .84* .86* 

.82 .70* .77* .83* .84* .80* 

.72* .79* .90* .80* .85* 

41 67 .48 ,65 

66 ,75 

.75 

66 

73 

70 

SC 

.10 

.06 

.10 

.12 

.04 

,06 

.18 

,18 

.00 

- . 2 1 

- . 0 8 

- . 3 3 

- . 12 

- .12 

- .17 

- .29 

- . 2 4 

- .05 

.15 

•k = Spuriously high due to 
overlapping items 

P = P-Score 

I = Identity Self Score 

S = Self^Satisfaction Score 

B = Behavioral Self Score 

MOR = Moral Self Score 

PER = Personal Self Score 

FAM = Family Self Score 

SOC = Social Self Score 

SC = Self-Criticism Score 

V = V-Score 

Self-Criticism Score (r = .15) with which it was positively 

correlated. The coefficient of .15 for V and SC indicated 

relatedness of these two variables 
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Validity 

Fitts (1965) cited several studies that provided a 

positive assessment of the validity of the TSCS for 

measuring self-concepts. Those psychometric scales that 

assessed positive personality characteristics generally 

correlated positively with the components of the TSCS. 

Those psychometric measures that depicted negative 

personality characteristics (e.g. authoritarianism) 

correlated negatively with the TSCS. 

Data Treatment 

Each TSCS was processed, inspected, optically scanned, 

and recorded on IBM tape. Computations were processed at 

the Texas Tech University Computer Center. Computations of 

t̂ -tests and Pearson correlations utilized the Statistical 

Package for the Social Sciences (SPSS) from the statistical 

library of the Texas Tech University Computer Center. Null 

hypotheses were tested by analyzing the data with the above 

mentioned statistical procedures. 

Chapter Summary 

Chapter III described the research design, the sample, 

the variables, the instrument, and the treatment of data, 

Chapter IV will test the twelve null hypotheses, analyze 

the results, and present the findings. 



CHAPTER IV 

ANALYSIS OF THE DATA 

Purpose 

The purpose of this chapter was to present analyses 

of superintendents', principals', teachers', and Mexican-

American sixth graders' scores on the TSCS. These data were 

collected and analyzed to determine the validity of twelve 

null hypotheses stated in Chapter I. A general analysis of 

each hypothesis will be presented. Following each analysis, 

results related to the hypotheses will be discussed. Fi-

nally, hypotheses will be rejected or accepted. 

General Analyses 

Twelve null hypotheses were proposed and tested in 

order to determine the nature of the interactive process 

of the subjects under inspection. A matrix of correlation 

coefficients was computed in order to test the validity 

of the first four hypotheses. T̂ -tests were utilized to test 

the remaining eight hypotheses. The matrix yielded 2 56 co-

efficients generated from the ages, P-scores, school ten-

ures, and V-scores of the 396 subjects. 

Hypothesis 1 

No statistically significant correlation will be found 

amonq P-scores of superintendents, principals, teachers, 

and Mexican-American sixth graders. 

66 
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Six coefficients related to the hypothesis were 

generated in order to test the hypothesis. None of the six 

coefficients was statistically significant (P > .05). 

All six coefficients (Table 5) exhibited relatively low 

degrees of interrelatedness. 

Table 5 
Subjects' P-Scores 
P > .05; N = 58 

Principals Teachers Students 

Superintendents -.02 -.13 .14 

Principals .02 -.20 

Teachers -.17 

The Pearsonian correlation procedure did not produce 

statistically significant coefficients; therefore, the null 

h^rpothesis was not rejected. No statistically significant 

correlation existed among reported self-concept scores on 

the TSCS for superintendents, principals, teachers, and 

Mexican-American sixth graders. 

Hypotheãis 2 

No statistically significant correlation will be found 

in subjects' responses selected according to subiects' ages 

Six coefficients were computed to test this hypothesis 

Subjects' ages were compared to subjects' P-scores, school 

tenures, and V-scores. Six statistically significant 

coefficients were generated from the calculations (Table 6) 
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Table 6 
Subjects' Ages 
P < .05; N = 58 

Superintendent Principal Teacher Student 

Superintendents .31 

Principals 

Teachers 

V-Scores 

Principals 

Students 

41 -.17 

.65 

-.33 

-.33 

Obviously, superintendents', principals', and teachers' 

ages correlated significantly with their school tenures, 

The longer they worked the older they became; however, 

students' ages did not significantly correlate with their 

school tenures, The three coefficients of .31, .41, and 

.65 indicated that as superintendents progressed from teacher 

to principal and finally to superintendent, ages had less to 

do with school tenure. These coefficients also indicated 

that teachers migrated less often from job to job than 

superintendents did. 

The comparison of principals' school tenures to teach-

ers' ages was interesting (r = -.17). This negative rela-

tionship indicated that as teachers grew older principals 

reported shorter tenures. The relationship implied that old 

teachers were associated with less tenured principals. 
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At least 17 percent of the variation in principals' school 

tenures was statistically accounted for in teachers' ages. 

A comparison of principals' V-scores to teachers ages 

produced a low negative coefficient of -.33, Logically 

this comparison appeared spurious. It appeared that prin-

cipals' truthfulness about themselves was a function of 

teachers' ages. Older teachers seemed to work for prin-

cipals who were able to disclose themselves more honestiy. 

Students' ages generated a negative coefficient 

(r = -.30) when compared to their V-scores. This low cor-

relation indicated that younger students tended to dis-

close themselves less consistently than did older students. 

These six coefficients ranging from low to moder-

ately high did not statistically support null hypothesis 

number two; consequently, it was rejected. There were 

significant correlations among subject-responses on the 

variable of age. 

Hypothesis 3 

No statistically significant correlation will be found 

in subjects' responses selected according to subjects' 

school tenures. 

Six correlative computations generated six statistical-

ly significant coefficients (Table 7) when sub-jects' school 

tenures were compared to their P-scores, ages, and V-scores. 

Three of these coefficients were, of course, carried over 

from the analysis of hypothesis number two. They were 
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computed from subjects' ages and school tenures (see discus-

sion under hypothesis number two) . 

Table 7 
Subjects' School Tenures 

P < .05; N = 58 

Superintendent Principal Teacher Student 

Ages 

Superintendent .31* 

Principal .42* 

Teachers -.17* .65* 

P-Scores 

Student •25 

V-Scores 

Superintendent -.26 

*Produced for hypothesis number two 

From students' P-scores and school tenures a low 

coefficient (r = ,25) was derived. This relationship indi-

cated that positive self-concepts of Mexican-American sixth 

graders were related partly to the length of time they 

remained in one particular school. Their P-scores were in 

part a function of their school tenures. The longer they 

stayed in the same school, the more likely they would report 

an adequate personality. 

The fact that superintendents' V-scores correlated 

negatively (r = -.26) with their principals' school tenures 
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generated a very interesting inference. Such an association 

inferred that as superintendents tended to conceal their 

real selves from their principals, their principals tended 

to leave the school district sooner. Principals seemed to 

need to see the real person in their superintendents; if 

not, the speculation was that they lost confidence and left. 

Hypothesis number three was rejected. 

Hypothesis 4 

No statistically significant correlation will be found 

in subjects' responses selected according to subjects' 

response variabilities. 

Five low to moderate coefficients (Table 8) were 

generated when subjects' V-scores were compared to their 

P-scores and ages. Principals tended to report more ade-

quate personalities as their superintendents revealed them-

selves more truthfully on the TSCS; the data also inferred 

that superintendents who were open and disclosed themselves 

more honestly employed principals who tended to have more 

adequate personalities. Superintendents who honestly 

disclosed their feelings about themselves tended to have 

principals who had positive self-concepts. 

The negative coefficients of -.57 and -.40 supported 

Fitts' (1965) theory that P-scores should be negatively 

correlated with V-scores, The inverse of this premise was 

that honest self-disclosure should correlate positively 

with the report of an adequate personality. If subjects 
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Ages 

Teacher 
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Table 8 
Subjects' V-Scores 
P < .05; N = 58 

Superintendent Principal Teacher Student 

-.27 -.57 

-.40 

-.33* 

- . 30* 

* Discussed under hypothesis two 

did not consistently make accurate assessments of their self-

concepts, then they were more apt to reveal less adequate 

personalities. 

Hypothesis number four was not supported by the five 

coefficients of Table 8; therefore, it was rejected. There 

were statistically significant correlations in subjects' 

responses selected according to subjects' V-scores. 

Further study was made of the variables of P-scores, ages, 

and school tenures because statistically significant data were 

available, Those cases involving superintendents with the 

10 highest P-scores were pulled and compared to P-scores of 

their principals and teachers. These 10 P-scores correlated 

negatively (r = -.69) with teachers' P-scores (P < .02). 

Superintendents who had reported the highest self-concepts 
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had teachers who had reported lower self-concepts. 

The mean P-score for these 10 superintendents was 

408.6. Fitts (1965) established a norm of 345.5 with a 

standard deviation of 30.7. The average P-score of 408.6 

was three standard deviations above the norm. Some of 

these 10 superintendents, if their scales were honest 

reports , seemed to have employed self-inflation as a 

mechanism to escape their real selves. It was inferred 

that such superintendents needed to employ less psycho-

logically secure teachers than themselves in order to 

maintain an elevated self-image. 

Fitts (1965) interpreted scores above 405, in the 

99th percentile, to be deviant. Such scores, according to 

Fitts, were usually reported by paranoid schizophrenics. 

Apparently some superintendents secured faculties that 

were less competitive in order to enhance their possibil-

ities of remaining intellectual leaders of their school 

districts. These 10 faculties reported longer school 

tenures (X = 7.5 years) than the average school tenure 

(X = 6.5 years) for the 100 teachers of the sample. This 

inferred that long tenured superintendents (X 23.3 

years) with the 10 highest P-scores maintained psycholog-

ically insecure teachers for longer periods. 

The most cohesive linear association (r = -.72) was 

plotted between the 10 youngest superintendents and their 

principals P = .01) who had higher P-scores (X = 365.3) 
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than the average P-score for all 58 principals (X = 362.6) 

and they scored higher than principals of the 10 least 

adequate superintendents (X = 364.7). The coefficient 

indicated that superintendents who had reported more ade-

quate personalities employed principals who had reported 

less adequate personalities than they did. These superin-

tendents' average age was 35.6 years while their principals 

reported a mean of 41.4 years. Furthermore, similar dif-

ferences in lengths of their school tenures were observed. 

The 10 youngest superintendents had served an average 

school tenure of 12.8 years while their principals had 

served only 5.6 years of school tenure. These data indi-

cated that older, less school-tenured principals felt 

threatened by younger, longer school-tenured superintend-

ents, or that the 10 youngest superintendents preferred 

to enploy older principals who were less adequate in order 

to protect their self-images. 

Four interesting speculations were generated from this 

coefficient (r = -.72): (1) The youngest superintendents 

had had more successful experiences (they had become super-

intendents) than their older principals. (2) The 10 

youngest superintendents needed older principals who had 

less adequate self-concepts in order to bolster their own 

egos. (3) Their principals were older and had had fewer 

successful experiences because they were still principals. 

(4) A strong self-concept served as a useful tool to control 
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people. 

Hypothesis 5 

No statistically significant difference will be found 

in means of subjects' P-scores. 

Six t̂ -tests were utilized to test this hypothesis 

(Table 9). 

Table 9 
T-Tests of P-Scores 

Probability from Two-Tailed Tests 

Variables N X SD T-Value DF P 

Superintendent 

Principal 

Superintendents 

Teacher 

Principal 

Teacher 

Superintendent 

Student 

Principal 

Student 

Teacher 

Student 

56 

58 

56 

100 

58 

100 

56 

182 

58 

182 

100 

182 

367.9 

262.5 

367.9 

363,7 

362.5 

363.7 

367.9 

330.2 

362.5 

330.2 

363-7 

330.2 

25.4 

33.9 

25.4 

29.5 

33.9 

29.5 

25.4 

32.3 

33.9 

32.3 

29.5 

32.3 

.9 

.9 

-.23 

-.82 

-6.57 

-8.61 

105-6 

157 

156 

240 

239 

281 

.33 

.36 

.82 

.00 

.00 

.00 

The six t-tests revealed statistically significant differ-

ences among subjects; however, no differences were found 
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among superintendents, principals, and teachers. The dif-

ferences found were between students and adults. 

Hypothesis number five was rejected. Superintendents, 

principals, and teachers were essentially similar in their 

response pattems on the TSCS. Students responded signi-

ficantly different. 

Hypothesis 6 

No statistically significant difference will be found 

in subjects' P-scores selected according to school-sizes. 

Subjects' P-scores were divided into eight groups - -

two groups for superintendents, two groups for principals, 

two groups for teachers, and two groups for students. 

Subjects who were from schools with ADA's larger than 370 

formed four groups and subjects who were from schools with 

ADA's less than 370 formed four groups (Table 10). 

There were 33 school districts with ADA's larger than 

370 and 23 school districts with ADA's less than 370. 

There were 13 schools with ADA's larger than 370 and 45 

schools with ADA's less than 370. Twenty-five teachers 

worked in schools with ADA's larger than 370 and 75 

teachers worked in schools smaller than 370 ADA. Forty-

nine students attended schools with ADA's larger than 

370, but 133 students attended schools smaller than 370. 

When subjects' P-scores were compared by grouping them 

into school districts and schools larger and smaller than 
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Table 10 
T-Tests for P-Scores 

Probability from Two-Tailed Tests 

Variables N X SD T-Value DF 

Superintendent 

ADA > 370 

ADA < 370 

33 

23 

370.5 24.1 

366.2 28.5 
.6 54 .54 

Principal 

ADA > 370 

ADA < 370 

13 

45 

365.5 36.7 

361.7 33.4 
.35 56 .73 

Teacher 

ADA > 370 

ADA < 370 

25 

75 

361.1 24.9 

364.6 30.9 
-.51 98 .61 

Student 

ADA > 370 

ADA < 370 

49 

133 

328.5 28.1 

331.2 33.6 
-.49 179 .62 

370, no statistically significant differences were found. 

Superintendents from school districts larger than 370 ADA 

did not report more adequate self-concepts than superintend-

ents from smaller school districts. Principals who had 

schools larger than 370 ADA did not report larger P-scores 

than did principals from smaller schools. Teachers who 

taught in schools larger than 370 ADA did not report more 
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adequate self-concepts than teachers from smaller schools. 

Mexican-American sixth graders from schools larger than 

370 ADA did not report more adequate self-concepts than 

Mexican-American sixth graders from smaller schools. 

The evidence did not reject hypothesis number six. 

School sizes did not seem to effect superintendents', 

principals', teachers', or Mexican-American sixth graders' 

self-concepts. 

Hypothesis 7 

No statistically significant difference will be found 

in subjects' P-scores selected according to ethnicity. 

Twelve t̂ -tests were computed in order to test this 

hypothesis (Table 11). Superintendents', principals', 

and teachers' P-scores were compared to P-scores of Mexican, 

Mexican-American, and Anglo-American students. Mexican 

students' P-scores were compared to Mexican-American and 

Anglo-American students' P-scores. Mexican-American 

students' P-scores were compared to Anglo-American 

students' P-scores. 

No statistically significant difference existed between 

Mexican students' P-scores and P-scores of superintendents, 

principals, and teachers. Statistical significance was 

calculated between the three adult groups and Mexican-

American and Anglo-American students. These students' 

P-scores were significantly lower than adult P-scores. 
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Table 11 
T-Tests for Ethnicity 

Probability from Two-Tailed Tests 

Variables N X SD T-Value DF P 

Superintendent 56 368.7 25.8 
-.14 57 .89 

Mexican Student 3 366.7 21.2 

Superintendent 56 368.7 25.8 
-8.36 222 .00 

M. A. Student 168 328.9 32.2 

Superintendent 56 368.7 25,8 
-2.99 65 .00 

Anglo-A.Student 11 343,6 23.0 

Principal 58 362,5 33.9 
-.21 59 .84 

Mexican Student 3 366.7 21.2 

Principal 58 362.5 33.9 
1.77 67 .08 

Anglo-A.Student 11 343.6 23.0 
Principal 58 362.5 33.9 

^ 6.74 224 .00 
M. A. Student 168 328.9 32,3 

T;;;h;; '^"'^'""'^'"""^""[oi .86 
Mexican Student 3 366.7 21,2 

Teãchêr"" 100 363.7 29,5 
8.79 266 .00 

M, A, Student 168 328,9 32.3 
Teãcher 100 363.7 29.5 
^^^ 2.18 109 .03 
Anglo-A.Student 11 343.6 23-0 
Mexican Student 3 366,7 21,2 

-1.55 12 ,15 
Anglo-A. Student 11 343,6 23.0 
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Anglo-A. Student 

Mexican-American 

Mexican Student 

M. A. Student 

Table 11 continued 

11 

168 

3 

168 

343.6 

328.9 

366.7 

328.9 

23.0 

32.3 

21.2 

32.3 

-.155 

-2.01 

12 

169 

.15 

.04 

Mexican students' P-scores were not significantly different 

than Anglo-American students' P-scores; however, Mexican 

students' P-scores were significantly different than 

Mexican-American students' P-scores (P = .04). 

It appeared that Mexican students received different 

data from significant adults in their perceptual fields 

which tended to enhance their self-concepts. These find-

ings supported those of Dworkin (1965) and Cooper (1974), 

who discovered that native Mexicans tended to report more 

positive self-concepts than did Mexican- and Anglo-

Americans. 

P-scores of Anglo-American and Mexican students were 

not significantly different, This also held for Anglo-

American and Mexican-American students. These findings 

were not supported by the literature (see pp. 38-41). 

This might have been due to the fact that teachers selected 

those Mexican-American students whom they considered to be 

their best students. From these comparisons an interesting 

speculation was deduced that Anglo-American teachers who 

valued phenomena of the Anglo-American culture chose those 

\ 
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Mexican-American students who possessed more Anglo-American 

characteristics. 

One statistically significant difference was found on 

subjects' P-scores when students were selected according to 

ethnicity. Hypothesis number seven could not be accepted, 

Hypothesis 8 

No statistically significant difference will be found 

in subjects' P-scores selected according to church 

affiliations. 

P-scores for adults who were selected according to 

their church affiliations were compared (Table 12), 

P-scores, V-scores, and scores for the identity selves of 

students were selected according to church affiliations 

and compared with ^-tests. Two adults and one student 

preferred not to report their church affiliations. 

No statistically significant difference was found 

between Catholic and non-Catholic adults in their reported 

self-concepts, Neither was a statistically significant 

difference found between Catholic and non-Catholic students 

on P-scores. 

Upon examination of internal comparisons in the scales, 

significant differences were found on identity self and 

V-scores, Non-Catholics related better to the "I am" 

statements than did Catholics. Also Catholics tended to 

disclose their self-concepts more consistently than did 
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Variables 

Table 12 
T-Tests 

Church Affiliation 

N X SD T-Value DF 

Adults 

Catholics 

Non-Catholics 

4 

208 

368.8 

365.1 

14.9 

29.7 
,24 210 .81 

Students 

Catholics 

Non-Catholics 

Catholics 

Non-Catholics 

132 

49 

328,5 

335,0 

Identity se 

132 

49 

121,5 

126,3 

32.5 

30,6 

If 

12.5 

12.7 

-1.22 

-2.3 

179 

179 

.23 

.02 

V-scores 

Catholics 

Non-Catholics 

132 

49 

48,8 

53.9 

10,5 

12.1 
-2.81 179 .005 

non-Catholics. 

Hypothesis number eight was not rejected. No statis 

tically significant differences were found among P-scores 

Essentially in terms of self-concept, Catholics and non-

Catholics responded similarly on the TSCS. 
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Hypothesis 9 

No statistically significant difference will be found 

in subjects' P-scores selected according to subjects' 

school tenures. 

Four t_-tests were computed in order to test this 

hypothesis (Table 13). 

Table 13 
T-Tests 

P-Scores on School Tenures 

Variables N X SD T-Value DF P 

Superintendent 

S. Tenure > 

S. Tenure < 

12 

12 

26 

29 

373.1 

366.2 

29.7 

20.9 
1.0 53 .32 

Principal 

S. Tenure ̂  

S. Tenure < 

10 

10 

24 

34 

362.4 

362.6 

23.3 

40.1 
-.04 54.3 .97 

Teacher 

S. Tenure > 

S. Tenure < 

7 

7 

30 

69 

362.9 

363.9 

31.5 

29.0 
-.15 97 .88 

Student 

S. Tenure > 

S. Tenure < 

6 

6 

91 

91 

322.3 

316.3 

33.7 

34.0 
1.55 180 .12 
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The average school tenure for superintendents, principals, 

teachers, and Mexican-American sixth graders was calculated; 

eight groups were created by selecting those cases above 

the mean to comprise one group and those cases below the 

mean to comprise the other group for each variable. 

Superintendents had a mean school tenure of 13,1 years 

(SD = 10.4); principals had a mean school tenure of 10.6 

years (SD = 9.3); teachers had a mean school tenure of 6.5 

years (SD = 6.6); and students had a mean school tenure of 

5.6 years (SD = 2.2). 

No statistically significant differences were found in 

subjects' P-scores selected on subjects' school tenures. 

Hypothesis number nine was not rejected. School tenures 

seemed to have little to do with self-concept development. 

Hypothesis 10 

No statistically significant difference will be found 

between P-scores of students to whom teachers spoke 

Spanish and those to whom teachers did not speak Spanish. 

Students were asked to respond to the question whether 

they could remember if any of their teachers had ever spoken 

to them in Spanish. Those who responded "yes" (N = 34) 

were placed in one group and those who responded "no" 

(N = 148) into another group (Table 14). A t-test was 

computed to test for significant difference in the means 

of these two groups. No statistically significant 
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Students 

Table l̂  
T-Test 

Spoken to 

1-

in Spanish 

Variables 

Yes 

No 

N 

34 

148 

X 

330.8 

330.4 

SD 

30.9 

32.5 

T-Value 

.06 

DF 

180 

P 

.95 

difference was found. Hypothesis number 10 was not rejected 

Teachers speaking Spanish to Mexican-American students did 

not seem to help or harm students' self-concepts. 

Hypothesis 11 

No statistically significant difference will be found 

between P-scores of students who spoke Spanish and those 

who did not speak Spanish. 

Table 15 
T-Test 

Spanish Speaking Students 

Variables 

Yes 

No 

N 

165 

17 

X 

330.8 

327.6 

SD 

31.7 

35.9 

T-Value 

.39 

DF 

180 

P 

.69 

Students were grouped by those who responded that they 

spoke Spanish (N = 165) and by those who responded that they 

did not speak Spanish (N = 17). Eleven students of the 

sample were Anglo-American and responded they did not speak 
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Spanish. Six Mexican-American students responded that they 

did not speak Spanish (Table 15). 

No statistically significant difference was computed 

for the group; consequently, hypothesis number 11 was not 

rejected. To speak or not to speak Spanish did not tend to 

make any difference in response pattems in the TSCS of 

students. 

Hypothesís 12 

No statistically significant difference will be found 

between P-scores of students who had studied Spanish and 

those who had not studied Spanish. 

Students were grouped according to those who responded 

that they had studied Spanish (N = 19) and according to 

those who said they had not studied Spanish (N = 163) . 

Table 16 displays the statistics associated with the t-test 

Studenti 

Table 16 
T-Test 

s Studied Spani sh 

Variables 

Yes 

No 

N 

19 

163 

X 

332.9 

330.2 

SD 

35.4 

31,8 

T-Value 

:34 

DF 

180 

P 

.73 

for these two means. No statistically significant differ-

ence was computed; therefore, hypothesis number 12 was not 

rejected. Studying Spanish did not appear to effect the 
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development of self-concepts in Mexican-American sixth 

graders. 

Chapter Summary 

Chapter IV presented analyses of superintendents', 

principals', teachers', and Mexican-American sixth graders' 

responses on the TSCS. Twelve null hypotheses were tested. 

Seven were accepted and five were rejected. Conclusions 

and recommendations drawn from the study will be presented 

in Chapter V. 



CHAPTER V 

CONCLUSIONS AND RECOMMENDATIONS 

Purpose 

Chapter V will present conclusions based on the 

acceptance or rejection of the 12 major hypotheses of 

this study. From these conclusions recoitimendations will 

be drawn in order to provide a tentative framework for 

subsequent studies. 

Conclusions 

^^^The primary purpose of this study was to perform an 

exploratory analysis of self-concepts of superintendents, 

principals, teachers, and Mexican-American sixth graders. 

Data from the analysis were to be used to build a tenta-

tive framework that focused on development of self-concept 

in public schools. 

>The first maior conclusion derived from the data was 

that positive self-concepts of superintendents, principals, 

teachers, anr! Mexican-American students were not correla-

tive. Subjects' response patterns on the TSCS were not 

identified by mathematical correlation. 

The second conclusion maintained that subjects' ages 

used as criteria for selection of P-scores revealed impor-

tant response patterns. Tenure and age functioned as in-

terdependent variables with self-concept. Superintendents 
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were more job-migratory than principals who were more so 

than teachers. This pattern indicated that professional 

advancement and success hinged on an individual's willing-

ness and/or ability to migrate. 

The negative relationship of teachers' ages with 

principals' tenures implied that older teachers tended to 

work in schools that employed principals for shorter 

periods of time. Conversely, it could be implied that older 

teachers worked for principals who were more frequently 

promoted to the superintendency. 

Another aspect of the second conclusion inferred that 

teachers' ages varied positively with the degree of honest 

self-disclosure of principals. Older teachers tended to 

work for principals who more accurately disclosed them-

selves. These principals knew themselves better; 

consequently. they more frequently selected older teachers. 

The third conclusion proposed that self-concept and 

school tenure were in some respect reciprocal functions. 

The longer Mexican-American students remained in the same 

school, the more positively they reported their self-

concepts to be. Frequent migrations tended to diminish 

positive self-concept development in Mexican-American 

sixth graders. 

It was also discovered that superintendents who 

understood them.selves well kept principals on the job 

longer. The more consistently superintendents reported 
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themselves, the longer were their principals' tenures. 

The fourth conclusion was that important correlative 

response patterns existed on the variable of variability in 

self-disclosure. This conclusion supported elements of the 

third conclusion that superintendents' accuracy in inter-

preting and disclosing themselves influenced principals, 

that is, principals reported more positive self-concepts if 

superintendents revealed themselves accurately. These 

functions indicated that if a superior accurately described 

himself, that is, knew himself well, and was willing to 

disclose himself, the subordinate tended to possess a 

more secure personality and remained at his position longer. 

An additional element to this conclusion was that a 

secure and adequate personality was a positive correlate 

with the propensity for accurate self-disclosure, Response 

patterns for both principals and teachers illustrated the 

concept that accurate self-disclosure and a secure 

personality were reciprocal functions. 

A subsumed element of this conclusion indicated that 

superiors whose self-reports demonstrated tendencies toward 

self-inflation collected around themselves subordinates 

whose reports were characterized by tendencies of self-

deflation. This particular function implied that inflated 

self-concept was used as a tool to control people, 

The fifth conclusion was that adults maintained higher 

self-concepts than sixth-grade children. 
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V The sixth conclusion proposed that varying school sizes 

had no effect on the development of self-concept, Larger 

schools did not seem to enhance or diminish self-concept in 

Mexican-American students. Conversely, smaller schools did 

not seem to enhance or diminish self-concepts of Mexican-

American students. 

The seventh conclusion concurred with Coopers' (1971) 

ideas that native Mexicans reported higher on self-concepts 

than Mexican-Americans. Self-concept reports of Mexican 

children were more like adults' self-concepts than self-

concepts of Mexican-American children. There were differ-

ences ethnically only if Mexican nationals were considered 

as an ethnic group .\w/V[exican-American and Anglo-American 

children did not report significant differences in self-

concepts when grouped by ethnicity. 

The eighth conclusion stated that church affiliation 

was not an effective determinant of self-concept. There 

were, however, differences in self-identity and self-

disclosure.A Non-Catholics possessed raore positive self-

identities and Catholics disclosed themselves more accurately. 

The ninth conclusion entertained the idea that neither 

long nor short school tenures made a difference in self-

concept development. However, conclusion three maintained 

that the ionger a Mexican-American stayed in school the more 

positive his self-concept would be, at least 25 percent of 

the time. These two conclusions cancelled each other 
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out to some degree. 

The tenth conclusion indicated that teachers speaking 

, Spanish to their Mexican-American sixth graders made no 

significant changes in the development of Mexican-American 

sixth graders' self-concepts. 

The eleventh conclusion appeared as a corollary of 

conclusion number 10. Mexican-American sixth graders who 

spoke Spanish did not have any better self-concepts than 

those Mexican-American sixth graders who did not speak 

Spanish. 

y The twelfth conclusion, a corollary of conclusions 

I /10 and 11, proposed that studying Spanish effected no 

l/ . . . 
significant changes in the personalities of Mexican-

American sixth graders. 

Recommendations 

Since significant response pattems on the TSCS for 

superintendents, principals, teachers, and Mexican-American 

sixth graders were identified, recommendations were based 

on these identifications. Eight recommendations were 

generated from the previously stated conclusions of this 

s tudy: 

1. Principals who want to become superintendents 
should prepare to move to different school districts. 
They should become acquainted with the personal values of 
their older and more experienced teachers who have spent 
more time in the school district. They should also 
endeavor to maintain consistency in their professional 
images. 



93 

2. Migrant students who are older than their peers 
and who want to improve their academic achievement should 
objectively evaluate the importance of their age in relation 
to the length of time they have attended one particular 
school. The manner in which this relationship becomes a 
determinant of an individual's personal worth should be 
clearly understood by migrant children. They should not 
permit age to become a deterrent to leaming or to the 
development of self-concept. 

School officials who possess the responsibility of 
placing migrant students in various grade levels should be 
made aware of the psychological effects of age and school 
tenure on migrant children who generally desire to remain 
with peer-groups of the same age and of the same school. 

3. Superintendents and principals who want to keep 
their subordinates at their present stations for longer 
periods should strive to reveal personal opinions, beliefs, 
and philosophies consistently and accurately to their 
subordinates and to themselves. Controversial subjects 
should be avoided when possible. Superintendents and 
principals can encourage the resignation of a subordinate 
by discussing controversial issues and by changing opinions 
on issues discussed with this subordinate. 

School officials can develop more secure personalities 
through consistent self-disclosure. Educational leaders 
should endeavor to construct a well integrated system of 
beliefs about themselves and about controversial issues. 

4. Superintendents and principals who want subordi-
nates with secure personalities should try to reveal their 
personal opinions, beliefs, and philosophies consistently 
and accurately to themselves and to their subordinates. 
Departments of educational administration at state univer-
sities should encourage research that inspects the influ-
ence of accuracy and consistency in self-disclosure of 
educational leaders on their subordinates. Research 
should also be designed to inspect the effectiveness of 
self-inflation of educational leaders' personalities as 
a useful tool for administrative leadership. 

5. More comparative personality studies are needed 
to assess the differences between Mexican and U.S. children. 
Research should analyze the diffcrcnces in the school climates 
and family environments of Mexican and Mexican-American 
students. 

6. Research should delve into the reasons Catholics 
tend to disclose themselves more accurately than non-
Catholics do. It seems that practice in self-disclosure 
developed accuracy and consistency in self-revelations 
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which enhanced personality. If this is the case students 
should be given opportunities to express opinions about 
themselves both at home and at school. Practice of self-
disclosure should enhance students' self-concepts which 
should improve academic achievement. 

7. Research is needed to identify the effects of 
Spanish and English on Mexican-American personalities. 
If speaking and studying Spanish does not enhance the 
development of positive self-concepts of bilingual children, 
then educators should seek more productive altematives. 
Nevertheless, more data are needed regarding the effects 
of bilingualism (i.e., the effects of both English and 
Spanish) on the development of personality in Mexican-
American students. Such research should analyze the 
effects of both languages in relation to the frequency 
they are used at home and elsewhere. 

8. The study should be replicated for further testing 
of hypotheses with more data. A replication of the study 
in the Rio Grande Valley of South Texas would be especially 
interesting since the dominant culture of that area is 
Mexican-American. 
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APPENDIX 

Supporting Letter 

Burel Block's Beta Project has been assessed as having 

significant potential for contributing important data to 

educational administration. The College of Education at 

Texas Tech University is financially supporting his research 

proposal; consequently, I can unreservedly recommend that 

your participation would be a worthy investment of time and 

energy. 

My endorsement is further promoted by the prospect that 

the findings should contribute to educational administrators 

who are concerned with developing better educational pro-

grams in their school districts. Since the degree of vi-

Eibility and reliability is contingent upon your cooperation 

as a professional educator, I am encouraged to solicit your 

participation. 

Sincerely, 

Berlie J. Fallon 
Associate Dean for Graduate Studies 
Texas Tech University 
College of Education 

Superintendent's Letter 

I am a Texas Tech doctoral student of educational ad-

ministration. William Purkey's theories relating to self-

esteem compose the seedbed for my dissertation. Superin-

tendonts, principals, and teachers should be significant 
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people in the perceptual fields of students; if so, signi-

ficant patterns in their self-report inventories should 

be detectable. 

The system of beliefs which superintendents, princip-

pals, and teachers have about themselves should influence 

students' self-concepts. Through analytical procedures 

involving path analysis and linear equations, I hope to 

detect systematic patterns from which significant infer-

ences can be drawn. Since the beta coefficient of regres-

sion analysis will be employed in each formula, I have 

named my study the "Beta Project." 

You are asked to complete the enclosed Tennessee Self-

Concept Scale (TSCS) which takes an average of 13 minutes. 

I shall phone you in a couple of days for permission to 

proceed with the study. If granted, similar packets will 

be mailed to your sixth-grade principals who will be asked 

to select two sixth-grade teachers (one, if they have only 

one) who will in turn select their best male and best female 

Mexican-American students. If there are no Mexican-American 

students in the school, they should select Anglos. 

This brings me to the secondary question which concems 

the bilingual program, Does bilingual education signifi-

cantly improve the self-concepts of Mexican-American stu-

dents? To research this problem, I want to personally come 

to your school district to administer the TSCS to the stu-

dents selected by your sixth-grade teachers. I hope this 
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will assure more consistency in the collection of data. 

To assure anonymity dates will be used on the TSCS form 

instead of person- or place-names in order to identify each 

case. For your cooperation and time, I shall mail each par-

ticipating superintendent and principal a concise summary 

of the findings, 

Sincerely, 

Burel Block 
Texas Tech University 
College of Education 

Principal's Letter 

I am a Texas Tech doctoral student of educational ad-

ministration. William Purkey's theories relating to self-

esteem compose the seedbed for my dissertation. Superin-

tendents, principals, and teachers should be significant 

people in the perceptual fields of students; if so, signi-

ficant pattems in their self-report inventories should be 

detectable. 

The system of beliefs which superintendents, princi-

pals, and teachers have about themselves should influence 

students' self-concepts. Through analytical procedures 

involving path analysis and linear equations, I hope to 

detect systematic patterns from which significant inferences 

can be drawn. Since the beta coefficient of regression 

analysis will be employed in each formula, I have named my 

study the "Beta Project." 
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Your superintendent has granted me permission to in-

vite you to participate in the research. Please complete 

the enclosed Tennessee Self-Concept Scale (TSCS) marked 

"Principal." It takes 13 minutes on the average, Subse-

quently, select two sixth-grade teachers (one, if you have 

only one) and ask them to complete the TSCS. Finally, ask 

each to select their best male and best female Mexican-

American students. If there are no Mexican-Americans in 

their classes, they should select Anglos. 

This brings me to the secondary question which concems 

the bilingual program. Does bilingual education signifi-

cantly improve the self-concepts of Mexican-American stu-

dents? To research this problem. I want to personally come 

to your school to administer the TSCS to the students se-

lected by your sixth-grade teachers. I hope this will 

assure more consistency in the collection of data. I shall 

contact you by telephone to arrange a convenient date to 

visit in your school. 

To assure anonymity dates will be used on the TSCS 

forms instead of person- or place-names in order to iden-

tify each case of Region XVII. For your cooperation and 

time, I shall mail each participating superintendent and 

principal a concise summary of the findings. 

Sincerely, 

Burel Block 
Texas Tech University 
College of Education 


