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CHAPTER I 

THE PROBLEM 

Introduc t ion 

During the twentieth century, the dream of 

nineteenth century educational leaders that the school 

would become one of the central institutions in American 

society was fulfilled (Gumbert & Spring, 1974). In the 

1960's both President Kennedy's New Frontier and 

President Johnson's Great Society regarded the schools as 

an important social instrument. However, in becoming a 

key social institution, the schools increased their 

responsibilities and inherited their share of the burden 

of the larger crises in American society. Christopher 

Jencks (1972) points out that when poverty and inequality 

were rediscovered in the early 1960's, the schools were 

turned to for solutions. 

Beginning with the decade of the sixties, however, 

American public schools have been subjected to critical 

analysis without precedent in history. Critics have been 

concerned with curriculum reform, a more humanistic 

education, the democratization of the classroom and the 

school process, the utilization of the school as an 

instrument of change, and an interest in the education of 

the poor and the minorities (Selakovich, 1975). 

In 1964, the U. S. Commissioner of Education author

ized a survey investigating the lack of availability of 
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equal educational opportunities for individuals by reason 

of race, color, religion, or national origin. Standard

ized achievement tests were administered and demographic 

and personal data were collected from some 645,000 

students in grades one, three, six, nine, and twelve in 

approximately four thousand schools in all fifty states 

and the District of Columbia. Results of the study were 

published in "Equality of Educational Opportunity" 

(Coleman, Campbell, Hobson, McPartland, Mood, Weinfeid, 

& York, 1966) . 

"Equality of Educational Opportunity," often 

referred to as the Coleman Report, indicated that on all 

tests administered students from minority groups scored 

substantially below Anglo American students. Further

more, the differences between the achievement of majority 

and minority students widened as they went through 

school. For example, Mexican Americans were nearly two 

and one half years behind Anglo Americans in the sixth 

grade and three and a third years behind in the twelfth 

grade . 

The Coleman Report investigated not only student 

performance, but also the quality of schools, family 

background, and pupil attitudinal factors. The authors 

concluded that differences in school quality were not 

closely related to differences in school achievement and 

that schools had little influence on a child's achieve-
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ment independent of the non-school factors of his back

ground and social context. However, with regard to 

school factors, an attitudinal factor was identified that 

had a stronger relationship than all of the other school 

factors together. The authors concluded that: 

jT For children of disadvantaged groups, 
/ achievement, or lack of achievement, 
V^ appears to be closely related to what 
\^ they believe about their environment; 

J.r^ whether they believe their environment 
/ will respond to reasonable efforts, or 

/ whether they believe it is random and \ 

I immovable. (Coleman et al., 1966, p.22) / 

This important attitudinal factor in school achieve

ment of minorities is similar to a concept from social 

learning theory called 1ocus of control. 

Theor e t ic a _1 Background of the Study 

According to Rotter (1954), who formulated and 

defined the concept of locus of control, an individual's 

*— 

history of reinforcement can determine two psychological 
•A-gaitt««>A.j.^ ,•.,...„.„-.._. .. . .:.j.~,>v—•i..-.^'^''^'''''" 

orientations in life, internal control or external 
1,^, ,.«!»V—,iiV:i«»r,V,-W«T«,W^-..>' ••' f-»T'™"'»->'»ir-,^.. _ ..^:^.««V—->•'-»•»-—r*."- M - : ^ » — 

control. Internal-control people, or internals, believe 

that reinforcements are contingent upon their own 
^jy\!^f^'^ *l,il̂  •ifMtt^- V*J-^-Scy JcVWr**''^''*^" ' 

..-,T'j'C»->-.-«--^.'T.»-«l''J«P«"'^«''*'- • • » » — « , ^ l t « ^-,-v--* !>'•• •• V » J W « » » » 4 *^ M" 

actions. External-control people, or externals, perceive 

reinforcements as not entirely contingent upon their own 

actions but rather as the result of luck, chance, fate, 

or the control of powerful others. 

The development of the Rotter Internal-External 



(l-E) Control Scale in 1966 to measure locus of control 

orientation stimulated research with adults that indi

cated significant relationships between locus of control 

and such behaviors as mastery, control, resistance to 

social influence, and efforts to induce social change 

(Phares, 1976). 

/-- When scales to measure locus of control were devel

oped for children, the main focus was mastery behavior 

, related to academic achievement. Research in this area 

y deals with achievement behaviors, achievement needs or 

motivation, and expectancy to attain achievement-related \ 

'goals. Research dealing with academic behaviors usually/ 

indicates there is a positive correlation between 

internal locus of control and academic achievement as 

measured by grades and achievement test scores (Buck & 

Austrin, 1970; Caulfield, 1976; Cellura, 1963; Clifford 

& Cleary, 1972 

Johns ton, 19 7 6 

Pre s sman, 197 7 

DuCette, Wolk, and Friedman, 1972; 

McGhee & Crandall, 1968; Messer, 1971; 

Shaw & Uh1, 1971; Solomon, Houlihan, 

Busse, & Parelius, 1971). 

Although internality has generally been found to be 

positively related to achievement, this relationship has 

not consistently been found, particularly across the 

variables of racial/ethnic membership and socioeconomic 

status (SES). Research appears to indicate that inter

nality may be cultural in some instances. In a cross-



cultural study of Hong Kong Chinese, American-born 

Chinese, and Anglo Americans, Hseih, Shybut, and Lotsof 

(1969) concluded that internality seemed related to the 

individual-centered American personality. MacDonald 

(1971) suggested that internality correlated with the 

Protestant Ethic. After reviewing research investigating 

the relationships among locus of control, ethnicity, 

socioeconomic level, and sex, Sue (1978) concluded that 

ethnic-group members, lower-class people, and women tend j 

to be externa 1, 

Sex differences in locus of control have been found 

related to activity preference (Schneider, 1972), adjust

ment criteria (Platt, Pomeranz, Eisenraan, & DeLisser, 

1970; Warehime & Foulds, 1971), interpersonal trust 

(Hockreich, 1968), and smoking habits (James, Woodruff 

& Werner, 1965). However, most studies show no signifi

cant differences between men and women in I-E scores 

(Phares, 1976). 

Weak to moderate birth-order effects on locus of 

control are also reported. For example. Chance (1965) 

and Crandall, Katkovsky, and Crandall (1965) found 

tendencies for male and female first-born children to be 

more internal than their later-born siblings. 

Statement of the Problem 

The purpose of this study was to investigate locus 



of control orientation in Mexican American junior high 

school students. The relationship between the independent 

variable locus of control and the dependent variables of 

achievement, acculturation, socioeconomic status, sex, and 

birth-order was determined as well as the significance of 

the differences between internals and externals on the 

dependent variables. 

This study attempted to add empirical knowledge in 

this area by focusing on Mexican American students using 

some of the most frequently studied variables in locus of 

control research. Additionally, a measure of accultura

tion was included because Mexican Americans are often 

considered to be the least assimilated ethnic group in 

the United States (Steglich, 1967). Knowledge about 

these relationships can assist those responsible for 

planning appropriate strategies to improve the academic 

performance and social adjustment of Mexican American 

students . 

Importance of the Problem 

As has been indicated, research generally indicates 

that locus of control predicts or correlates with 

N academic success. Coleman et al. (1966) reported that "̂̂  

} . 

"i the major factors correlated with academic success were 

/ internal locus of control, family background, and social 

composition of the student body. 

,^. 



Mexican American students are the second largest 

minority in schools in the United States and the largest 

minority in the Southwestern United States, yet there is 

a paucity of information about locus of control in 

Mexican American students. 

Definition of Ter ms 

For the purpose of this study, the following 

definitions apply: 

Locus of control is a psychological orientation 

involving beliefs about whether or not reinforcements are 

contingent upon one's actions. The locus of control 

construct distributes individuals on a continuum accord

ing to the degree to which they accept personal respon

sibility for what happens to them in contrast with 

attribution of responsibility for events in their lives 

to forces outside their control (Battle & Rotter, 1963). 

In terna1 locus of control is the belief or percep

tion that events are contingent upon one's own behavior 

or one's own relatively permanent characteristics such 

as personal skill, ability or other internal factors 

(Rotter, 1966). A person who holds this perception is 

said to have an internal locus of control because he 

believes the reinforcements he receives occur primarily 

because of his own purposeful behaviors. These persons 

are referred to as internals. For research purposes, 
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subjects in this study were dichotomized on the locus 

of control continuum, Internals were the twentv-five 

percent of the subjects whose scores were most internal 

on locus of control instrument. 

External locus of control results from the percep

tion by a person following some action of his own that 

reinforcement or lack thereof occurred primarily because 

of forces beyond his control. In our culture these 

forces are typically perceived as luck, chance, fate, 

the control of powerful others, or as unpredictable 

because of the great complexity of the forces surrounding 

the individual (Rotter, 1966). People with this percep

tion are referred to as externals. In this study, 

externals were identified as the twenty-five percent of 

the subjects with the most external scores on a locus of 

control instrument. 

Accultura t ion, as defined by the Social Science 

Research Council, "comprehends those phenomena which 

result when groups of individuals having different 

cultures come into continuous first hand contact, with 

subsequent changes in the original culture patterns of 

either or both groups" (Herskovits, 1958), Under this 

definition acculturation does not refer to the means 

whereby an individual learns the patterns of his own 

society. Acculturation is operationally defined in this 

study by assessing the extent to which the individual 



speaks English relative to Spanish in the school, home, 

and neighborhood. 

Academic Achievement refers to yearly averages in 

reading and mathematics and raw scores on the reading and 

mathematics and the total battery of the California 

Achievement Test. 

Mexican Americans refers to persons of Mexican 

descent who are native born or naturalized American 

citizens . 

Hypo theses 

To carry out the purposes of this study, the follow

ing research questions were formulated about the Mexican 

American eighth grade subjects in this study: 

1. Internals will achieve grades that are signifi

cantly higher than externals. 

2. Internals will score significantly higher on 

achievement tests than externals. 

3. Internals will be significantly more accultur-

ated than externals. 

4. Internals' socioeconomic status will be 

significantly higher than that of externals. 

5. Significantly more males than females will be 

internals. 

6. Significantly more internals than externals will 

be first-born children. 
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To investigate the relationship between the variables 

used in this study, the following null hypothesis was 

tested: 

HQ 1. There will be no statistically significant 

correlation between locus of control and 

academic achievement, acculturation, socio

economic status, sex, and birth-order for 

internals or externals. 

Limitat ions 

The scope of the study was limited to 210 Mexican 

American eighth grade students in Edinburg, Texas, during 

the 1978-79 school year. In the strictest sense, find

ings cannot be generalized to the entire Mexican American 

eighth grade population and causal relationships cannot 

be attributed to variables on the basis of correlation 

alone. However, there is no reason to believe that the 

population is atypical or that the strength and direction 

of the relationships between variables is unimportant. 

Limitations of the instruments will be discussed in 

Chapter III. 

0rganization of the Study 

For purposes of presentation the report of this 

study was organized in the following manner: 



11 

Chapter I, The Problem 

Chapter II, Review of the Related Literatur 

Chapter III, Methods and Procedures 

Chapter IV. Analysis of Data 

Chapter V, Summary, Conclusions, and 
R e c o mm endations 



CHAPTER II 

REVIEW OF THE RELATED LITERATURE 

The review of the literature for the purpose of this 

research covered broad areas of locus of control research 

with a variety of populations. The literature cited was 

narrowed to studies of locus of control including 

Mexicans and/or Mexican Americans in the following 

specific areas: (1) cross-cultural studies, (2) research 

related to academic achievement, socioeconomic status 

(SES), and sex, and (3) research related to acculturation. 

No research in the area of locus of control and birth-

order in Mexican American populations was discovered; 

therefore, the review was broadened in this area to cover 

existing research with Anglo American subjects. 

Cross-Cultura1 Studies 

Results of research studies comparing Mexicans and/ 

or Mexican Americans to Anglo Americans are contradictory 

Frequently, Mexicans and Mexican Americans are character

ized as fatalistic and, therefore, hypothesized to be 

externally oriented. Holtzman, Diaz-Guerrero, and Swartz 

(1975) conducted an extensive investigation of eight-

hundred children in Mexico City and Austin, Texas, over 

a six-year period. Samples were matched for age, sex, 

and SES. One of the hypotheses tested was that Mexicans 

12 
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tend to have a more fatalistic outlook on life than 

Americans do. Hereford's Parental Attitude Scale was 

administered to the mothers of the subjects. Highly 

significant (p<.001) differences were reported on the 

factor of Internal Determinism. The Austin mothers were 

significantly more optimistic. However, for the Mexican 

mothers, significant (<C.01) social class differences were 

found indicating that the lower-class Mexican mother was 

much more pessimistic and fatalistic in her outlook on 

life. The authors concluded that the Mexican is somewhat 

more pessim.istic about life, more passive-obedient in 

style of coping with the environment, and more external 

than the Anglo American. 

In developing a new group measure of locus of con

trol that would be appropriate for students of different 

SES and ethnic status, Gruen, Korte, and Baum (1974) 

tested eleven hundred Black, Mexican American, and Anglo 

American students in the second, fourth, and sixth grades 

of upper-lower to lower-middle SES with the Gruen, Korte, 

Stephens Internal-External Scale. Anglo Americans were 

found to be significantly (p<.01) more internal than 

Mexican American and Black subjects. Mexican Americans 

and Blacks, however, did not differ significantly. Among 

males, Mexican American subjects were significantly 

(p<.05) more external than Black or Anglo subjects. The 

latter groups did not differ significantly. 
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Other studies comparing Mexican American and Anglo 

American students have also concluded that Mexican 

Americans are more external or fatalistic. Evans and 

Anderson (1973) examined self-concept of ability, 

achievement motivation, values and aspirations among 

eighty-seven Mexican American and thirty-nine Anglo 

American junior high school students in Las Cruces, New 

Mexico. Analysis of data from the questionnaire used in 

the study indicated that Mexican American students were 

more fatalistic about the future. Garza (1977) tested 

seventy-six Mexican American ninth graders in the Lower 

Rio Grande Valley of Texas using Rotter's (1966) I-E 

scale and compared their results with results reported in 

the literature for Blacks, lower SES Anglo Americans, and 

Catholic Americans. Garza concluded that the Mexican 

Americans in his sample were significantly more external. 

These findings are consistent with an earlier review 

of research by Lefcourt (1966) which concluded that 

groups whose social position is one of minimal power 

either by class or by race tended to score more external

ly. Moreover, according to Lefcourt, within racial 

groups class interacted so that the "double handicap" of 

low SES and race tended to produce the most external 

pers ons. 

However, other researchers report findings that 

contradict the aforementioned research. Some studies 
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report that Mexicans or Mexican Americans are not more 

external than Anglo Americans. Cole and Cole (1976) under

took an investigation to determine the extent to which the 

stereotype of Mexicans and Mexican Americans as fatalistic 

was supported by their locus of control scores. Locus of 

control scores on the Rotter (1966) I-E Scale were compared 

between five college student groups in four nations: the 

United States of America, Mexico, Germany, and Ireland. 

All of the students were male, and four of the five groups 

were students in business administration since curriculum 

and job expectations were judged to be quite consistent 

in this area across the four nations. The fifth group 

were male students in a liberal arts curriculum in the 

United States. 

Tests for the significance of differences between 

mean scores indicated that Mexicans were clearly the most 

internally directed of the five groups tested (p<. 001), 

Mexicans were also significantly more internal on all 

five of the subcategories of the scale: luck, politics, 

respect, leadership, and academics. 

Cole and Cole (1976) also reported locus of control 

data collected by Reitz and Groff (1973). Reitz and 

Groff compared the locus of control scores on the Rotter 

(1966) I-E Scale of Mexican American factory workers to 

the scores of factory workers of three other national 

groups. Although Mexicans were not consistently more 
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internal than the other three national groups, they were 

the most internal on the luck subcategory and most ex

ternal on none of the subcategories. An additional 

comparison by Reitz and Groff found that Mexican studen ts 

were more internal than Mexican factory workers. 

Garza and Ames (1974) tested 204 college students at 

Texas A & I University using Rotter's (1966) I-E Scale. 

Then, forty-seven Anglo and forty-seven Mexican American 

students were matched on SES and sex. Differences on the 

full scale and the five subcategories were examined. 

Mexican Americans scored significantly (p<.01) less ex

ternal than Anglos on the full I-E Scale. Significant 

differences were also found on two of the five subcate

gories. Mexican Americans scored significantly less 

external on the luck category (p<.01) and on the respect 

category (p<. 02). 

Other researchers have found no significant differ

ences in locus of control between ethnic or national 

groups. Castro (1975) compared locus of control in five 

groups of Mexicans and Mexican Americans using a multi

dimensional attitude-behavior scale. The Mexican group 

was composed of Mexican National college students and the 

Mexican American group included high school and college 

students and professional men and women. He hypothesized 

that there would be significant differences between 

Mexican Americans educated as a minority in the United 
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States and Mexican Nationals, However, Castro found no 

significant differences in locus of control. 

In a study of Mexican American and Anglo American 

twelfth grade students in the Los Angeles area, Rodriguez 

(1976) found no significant differences in locus of 

control profiles. Both Mexican American and Anglo 

students planning to enter college were internally 

oriented. Only Mexican American males not planning to 

enter college showed any tendency to be more externally 

oriented , 

Other researchers have proposed that externality or 

fatalism is not a predominant Mexican American cultural 

value and have posited instead that externality is a 

function of socioeconomic background. In the study by 

Holtzman, Diaz-Guerrero, and Swartz (1975), mentioned 

earlier, lower-class Mexican mothers were found to be 

significantly (<.01) more external than upper-class 

Mexican mothers. In an investigation of group variations 

in cognitive style and locus of control in nine and ten 

year old Anglo Americans, Mexican Americans, and Blacks, 

Wagner (1973) concluded that middle-class students were 

more internal than lower-class students regardless of 

sex, ethnic origin, or school attendance. According to 

the results, low SES was the best predictor of external

ity 

Bender and Ruiz (1974) compared seventy-four Mexican 
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American and ninety-two Anglo American eleventh grade 

students from lower and middle socioeconomic classes on 

locus of control, achievement reality orientation and 

temporal orientation as potential correlates of current 

scholastic performance and future educational and voca

tional goals using Coen's Personal Opinion Survey. 

Results indicated that social class rather than ethnic 

group mem.bership determined current academic achievement, 

educational aspirations, and belief in one's ability to 

control his environment. Regardless of ethnicity, low 

SES students were less internal, reported lower grades, 

and expected to complete fewer years of education than 

middle SES students. 

Summary 

Cross-cultural research on locus of control is 

inconsistent. Evans and Anderson (1973), Garza (1977), 

Gruen, Korte, and Baum (1974), and Holtzman, Diaz-

Guerrero, and Swartz (1975) reported that Mexicans or 

Mexican Americans were more external than Anglo Americans 

Cole and Cole (1976), Garza and Ames (1974), and Reitz 

and Groff (1973) found that Mexicans or Mexican Americans 

were more internal than Anglo Americans. Bender and Ruiz 

(1974) and Wagner (1973) concluded that Mexican Americans 

and Anglo Americans did not differ significantly in locus 

of control. 

Several factors furnish potential explanations for 
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such contradictory findings. Locus of control was 

measured by a variety of instruments. All but one of the 

researchers using Rotter's (1966) I-E Scale reported that 

Mexicans or Mexican Americans were more internal than 

Anglo Americans. Garza (1977) used Rotter's I-E Scale, 

but he compared the results of his Mexican American sample 

with results reported in the literature rather than with 

an Anglo sample controlled to match his sample. All of 

the other studies reviewed used attitude tests with sub-

scale scores for locus of control which would provide 

less sensitive measures of locus of control. Moreover, 

in some of the studies, instruments which were developed 

in English were translated into Spanish which presents a 

potentially confounding factor. Differences could be the 

result of semantic variation, linguistic differences of 

expression, or cultural differences in response set 

(Holtzman, Diaz-Guerrero, & Swartz, 1975). 

The populations used and the problem definition also 

varied. Populations varied demographically in age, sex, 

education, profession, socioeconomic level, and ruralism/ 

urbanism. Only Cole and Cole (1975), Reitz and Groff 

(1973), and Garza and Ames (1974) limited their problem 

to cross-cultural differences in locus of control. These 

three studies agreed that Mexicans and Mexican Americans 

were more internal than Anglo Americans. All except one 
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of the other studies used locus of control as one of 

several personality variables in investigating cross-

cultural differences in personality or as a predictor of 

level of aspiration or achievement. The remaining study 

(Gruen, Korte, & Baum, 1974) was an attempt to develop a 

locus of control instrument that was not culturally 

biased . 

Academic Achievement and SES 

The Coleman Report (Coleman et al., 1966) pointed 

out the importance of the belief of personal control over 

academic rewards and achievement. According to the 

report, minority pupils, except for Orientals, had far 

less conviction than did Anglos that they could affect 

their own environments. However, when minority pupils 

believed they could affect their environment, their 

achievement was higher than that of Anglo Americans who 

lacked that conviction. 

Wagner (1973) investigated the relationship between 

cognitive style, locus of control, and school achievement 

in seventy-six Anglo American, Mexican American and Black 

nine and ten year olds. Locus of control was measured by 

the Bailer Cromwell Children's Locus of Control Scale and 

Battle and Rotter's Children's Picture Test of Internal/ 

External Locus of Control. Achievement was measured by 

school performance. Results indicated that a distinct 
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cognitive style or locus of control could not be attrib

uted to ethnic origin or sex. Middle SES nine and ten 

year olds were significantly more internal, SES was the 

best predictor of locus of control, Field independence, 

a highly analytic style of perception indicated by the 

ability to maintain attention to particular parts no 

matter how confusing are the surroundings, was the best 

predictor of academic success, regardless of sex or 

ethnic or igin. 

Friend (1972) studied 180 middle and lower SES Anglo, 

Mexican American, and Black high school students in 

Houston, Texas, to determine if a relationship existed, 

independent of IQ, between locus of control and academic 

achievement. Locus of control was measured by the Rotter 

(1966) I-E Scale, and academic achievement was measured 

by the Stanford Achievement Test. Friend found that the 

partial correlation coefficient between academic achieve

ment and locus of control, with the effects of IQ re

moved, was not significantly different from zero when 

groups were formed on the bases of SES and ethnicity. 

When groups were formed on the bases of SES and sex, 

internal locus of control was significantly (p<.01) 

related to academic achievement for lower SES males. 

When groups were formed on the bases of ethnicity and 

sex, internality had a significant (pCOl) positive 

correlation with academic achievement for Mexican 
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American males 

In a study of 176 eleventh grade Mexican American 

and Anglo students of lower and middle SES, Bender and 

Ruiz (1974) investigated correlations between locus of 

control, adequate achievement reality orientation, 

temporal orientation, and current scholastic performance 

and future educational and vocational goals. Bender and 

Ruiz found that regardless of ethnicity or social class, 

internal control and adequate achievement reality had a 

significant (p<^.01) positive correlation with academic 

success as measured by grades. Nevertheless, analyses 

of variance on the effects of the interaction of race and 

SES with the variables indicated a significant (p<.05) 

interaction effect between SES and internality and SES 

and achievement for lower-class Mexican Americans. 

According to the authors, results of this study suggested 

that among Mexican Americans class membership is far more 

significant than ethnicity in determining level of 

achievement and aspiration. 

In an investigation of the relationship between 

values and achievement in Mexican American and Anglo 

American high school students (Schwartz, 1971), one of 

the value orientation variables studied was Future Orien

tation, operationally defined as personal mastery over 

the environment, or internal locus of control. Subjects 

were 1,782 ninth and twelfth grade students of middle and 
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lower SES. Achievement was measured by reading compre

hension scores on standardized achievement tests. In 

every comparison between ethnic groups, Schwartz found 

that more Anglo than Mexican American students were 

internal. Within the Mexican American group, twelfth 

grade m.iddle SES Mexican Americans' value orientations 

including internality were most similar to middle SES 

Anglos. There was a significant (p<C,02) correlation 

between Future Orientation and achievement for all sub-

populations except middle SES Mexican American girls. 

Results indicated that internality is a function of 

ethnicity and SES within ethnic groups. 

Rogers (1971) used a sample of ninety Mexican 

American eighth graders in San Antonio, Texas, to study 

the relationship between level of acculturation, achieve

ment, and four personality traits -- locus of control, 

independence training, self-concept of ability, and 

achievement motivation. Prediction equations using the 

four personality measures and sex to predict achievement 

as measured by English and mathematics grades and achieve

ment test scores resulted in multiple Rs that were signif 

icant (p<.001). The single most powerful predictor of 

academic achievement for the total sample, as well as for 

boys and girls separately, was self-concept of ability. 

Separate analyses by sex using both single and multiple 

correlations revealed that locus of control was the 
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second most important predictor for males and achieve

ment motivation was the third. Locus of control did not 

predict female achievement, Relationships found in this 

study between locus of control, achievement, and accultur

ation will be presented in the acculturation section. 

Summary 

Researchers investigating the relationships among 

locus of control, academic achievement, and SES report 

somewhat conflicting results. Wagner (1973) concluded 

that SES is the best predictor of locus of control; 

w hereas, Schwartz (1971) found that ethnicitv was the 

best predictor of locus of control. Locus of control was 

reported to correlate with academic success (Bender & 

Ruiz, 1974; Coleman et al., 1966; Schwartz, 1971) and not 

to correlate with academic success (Friend, 1972). Locus 

of control was also found to be the second best predictor 

of academic success for Mexican American males following 

self-concept (Rogers, 1971). 

Although a summary of findings appears contradictory, 

there were very few studies in the literature which in

vestigated the variables of locus of control, achievement, 

and SES in Mexican American populations. Furthermore, 

each researcher defined the problem differently depending 

on whether the focus was locus of control and achievement 

or cognitive, personality, or value differences which 
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might affect achievement. Nevertheless, all but one of 

the studies (Wagner, 1973) found that locus of control 

correlated with academic success for the total sample or 

for particular SES or sex subgroups within the sample. 

Most of the studies also found a significant relationship 

or a significant interaction effect between SES and in

ternality (Bender & Ruiz, 1974; Friend, 1972; Schwartz, 

1971; Wagner, 1973). 

Sex 

Phares (1976), in reviewing locus of control research, 

reported that there was no simple way to summarize sex 

differences on the I-E Scale. Although most studies did 

not find significant differences, a few did. Researchers 

using the Intellectual Achievement Responsibility (lAR) 

Questionnaire, which provides scores based on I-E beliefs 

for both success and failure, frequently report differ

ences in subscale scores for boys and girls, particularly 

on failure items. Phares speculated that these sex 

differences are mediated by differential cultural roles 

commonly assigned to boys and girls. 

Some sex differences for Mexican Americans are re

ported in the literature, Gruen, Korte, and Baum (1974) 

found Mexican American males more external than Mexican 

American females and Anglo and Black males and females. 

Friend (1971) indicated that with 10 controlled when 
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groups were formed by sex and ethnicity there was a 

significant positive correlation between internal locus 

of control and academic achievement only for Mexican 

American males. In a study with Mexican American and 

Anglo subjects, Schwartz (1971) found a significant 

positive correlation between locus of control and 

achievement for all subpopulations except Mexican American 

girls. In a study of eighth grade Mexican American 

students, Rogers (1971) concluded that locus of control 

did not predict achievement for girls. 

Other studies including Mexican American populations 

report no sex differences (Bender & Ruiz, 1974; Coleman 

et al., 1966; Garza, 1978; Garza & Ames, 1974; Wagner, 

1973) . 

Accultur a t i on 

In the study by Rogers (1971) mentioned earlier, it 

was hypothesized that acculturation and achievement would 

have a positive correlation and that SES and acculturation, 

although correlated, would contribute separate variance 

to the four personality measures and to achievement. 

Acculturation was measured by the Family Language Usage 

Scale (Anderson & Evans, 1969), and SES was measured by 

father's educational and occupational level and mother 

educational level. Results strongly supported the 

assumption that acculturation is positively related to 

t , 
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achievement. Correlations between the total California 

Comprehensive Test of Basic Skills and the Reading, 

Arithmetic, and Study Skills subtests were all sub

stantial (p<,001). Correlations between English and 

mathematics grades were also significant (p<.05). 

Results also indicated partial support of the 

hypothesis that SES and acculturation, although correlated, 

would contribute separate variance to the four personality 

measures and achievement. Both acculturation and SES 

contributed significant variance to achievement test 

scores and one personality variable, independence train

ing. However, only SES contributed a significant (p<.01) 

variance to English grades, locus of control, and self-

concept of ability. 

Cordova (1968) investigated the relationships between 

acculturation, achievement, teacher expectations and 

alienation in 480 sixth grade Mexican American urban 

middle SES, urban lower SES, and rural students. Accord

ing to Rotter (1966), the psychological concept of locus 

of control appears equivalent to the sociological con

cept of alienation in the sense of powerlessness. 

Cordova concluded that educational alienation was signifi

cantly related to level of acculturation, level of achieve

ment, and SES. Socioeconomic status, however, was not 

significantly related to acculturation or achievement 

level, and acculturation was not significantly related to 
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achievement. 

Birth-Order 

Although the effects are not large, birth-order data 

are reasonably consistent in their correlation with locus 

of control in accordance with Alfred Adler's observations 

about the effects of birth-order on human behavior 

(Phares, 1976). In other words, first-born children tend 

to be more internal than later-born children. 

Chance (1965) found a weak tendency for first-born 

males and females to be more internal than their later-

born siblings. Crandall, Katkovsky, and Crandall (1965) 

reported the same tendency for children in grades six 

through twelve, but not for children in grades three 

through five. They stated: 

Probably even more pertinent to the lAR, 
since it deals with intellectual-academic 
situations, is the fact that the eldest 
child must often use school success as his 
best pathway to parental approval. 
(Crandall, Katkovsky, & Crandall, 1965, 
p.106) . 

Eisenman and Platt (1968), however, reported that first

born males were more external and suggested that sex 

might be equally or more important than birth-order. 

Marks (1972) concluded that birth-order provided a 

significant source of variance in a study of sex and 

birth-order correlates of beliefs about personal power. 

He found only female children external and only male 
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children internal. Marks commented that this probably 

resulted from overprotectiveness by the parents of only 

female children. MacDonald (1971) also reported birth-

order effects. His study indicated that later-born 

children from two-child families were more external than 

only children, first-borns from two-child families, and 

later-borns from larger families. 

Summary 

The review of the literature for the purposes of 

this research included locus of control studies relating 

to Mexicans and/or Mexican Americans in the following 

areas : (1) cross-cultural studies, (2) research related 

to academic achievement, SES, and sex, and (3) research 

related to acculturation. Locus of control research re

porting birth-order effects was also reviewed. 

Cross-cultural research findings were inconsistent, 

indicating the following: 

1. Mexicans and Mexican Americans are more external 

than Anglo Americans (Evans & Anderson, 1973; 

Garza, 1971; Gruen, Korte, & Baum, 1974; 

Holtzman, Diaz-Guerrero, & Swartz, 1975). 

2. Mexicans and Mexican Americans are more internal 

than Anglo Americans (Cole & Cole, 1976; Garza 

& Ames, 1974) . 

3. Mexican Americans and Anglo Americans do not 
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differ significantly in locus of control (Bender 

& Ruiz, 1974; Rodriguez, 1976; Wagner, 1973). 

These inconsistencies can be attributed to differ

ences in problem definitions and the variety of popula

tions sampled and instruments used. Agreement that 

Mexicans and Mexican Americans were more internal than 

Anglo Americans was noted in studies that used Rotter's 

(1966) I-E Scale and that limited the problem to cross-

cultural differences in locus of control. 

With regard to relationships among locus of control, 

academic achievement, and SES, the following contradictory 

research results were reported: 

1. SES is the best predictor of locus of control 

(Wagner, 1973). 

2. Ethnicity is the best predictor of locus of 

control (Schwartz, 1971). 

3. Locus of control correlates with academic 

success (Bender & Ruiz, 1974; Coleman et al, 

1966; Schwartz, 1971). 

4. Locus of control does not correlate with 

academic success (Friend, 1972). 

5. Locus of control is the second best predictor 

of academic success for males, following self-

concept (Rogers, 1971). 

6. Locus of control correlates with academic 
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success for particular SES or sex subgroups 

(Friend, 1972), 

However, there were few studies in the literature 

which dealt with locus of control, achievement, and SES 

in Mexican American populations and those which did 

defined the problem differently. Generally, internal 

locus of control was found to correlate with academic 

success for the total sample or particular subgroups 

within the sample. Frequently, significant relationships 

were found between SES and internality. 

Approximately half of the studies mentioned which 

reported correlations among sex, and locus of control, 

ethnicity, and academic achievement found sex differences 

(Friend, 1972; Gruen, Korte & Baum, 1974; Rodriguez, 1976; 

Rogers, 1971; Schwartz, 1971). Some reported Mexican 

American males and lower SES Mexican American males as 

more external (Gruen, Korte, and Baum, 1974). One in

dicated a positive correlation between locus of control 

and achievement for all subgroups except Mexican American 

girls (Schwartz, 1971). The rest found no sex differences 

(Bender & Ruiz, 1974; Coleman et al., 1966; Garza, 1978; 

Garza & Ames, 1974; Wagner, 1973). 

Birth-order effects, however, were reported to be 

fairly consistent in their correlations with locus of 

control with some sex differences indicated. 
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Conelus ion 

Numerous studies have been presented and discussed 

in depth in the areas pertinent to this study. The 

scarcity of research with Mexican American populations 

and the contradictory results of existent research 

suggest that this study can contribute needed empirical 

knowledge of value in this area, 



CHAPTER III 

METHODS AND PROCEDURES 

The purpose of this chapter is to describe and 

present the subjects, the variables and instruments, the 

procedures for collecting data, and the methods for trea 

ment of the data. 

Subj ec ts 

The Edinburg Consolidated Independent School 

District, administratively centered in the city of 

Edinburg, is located in South Texas in Hidalgo County and 

is approximately eighteen miles from the Mexican border. 

The district has a total population of 32,000 within its 

945 square miles . 

Current public school enrollment is 10,345. There 

are nine elementary schools (K-5), two junior high 

schools (6-8), and one high school (9-12) located in the 

city. There are three schools in rural communities: one 

is a K-8 school and the other two are K-5 schools. The 

school population is 87.4% Mexican American, 12.5% Anglo 

American, .0016% Black, and .00031% Asian. Thirty-one 

percent of the students qualify as migrants; 66% of the 

students are classified as educationally disadvantaged; 

and 79% of the students enrolled are eligible to receive 

school lunches through the National School Lunch Program. 

33 
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To identify subjects for this study, all of the 

eighth grade students who attend junior high schools 

within the city limits were administered locus of control 

and acculturation instruments and answered additional 

questions which furnished information about sex, ethnicity, 

SES, birth-order, and family size. Tests of students for 

whom all data could not be obtained and tests of students 

who are not Mexican Americans were not used. Then, the 

most internal and most external subjects were identified 

•by using test scores on the locus of control instrument 

in the highest and lowest 25 percent. This resulted in a 

sample size of 210. 

V a r i a b 1 es and Instruments 

În tel lectual Ach lev ement Responsibility (IAR) Questionnaire 

Locus of control was measured by the lAR (Crandall, 

Katkovsky, & Crandall, 1965) which measures beliefs in 

I-E control exclusively in intellectual-academic tasks. 

The lAR also limits external environmental forces to 

parents, teachers, and peers rather than luck, fate, or 

impersonal forces. The lAR consists of thirty-four 

forced choice items, each one of which poses one internal 

and one external alternative as the reason for the 

occurrence of the event in the stem. Consequently., the 

lAR yields two separate subscores for each subject, one 

for belief in internal responsibility for success (l+) 
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and one for belief in internal responsibility for failure 

(I-). The two I scores were summed to provide a general 

index of internal beliefs across intellectual and academic 

reinforcements of both a positive and a negative nature. 

Normative data were established by Crandall, 

Katkovsky, and Crandall (1965) with 923 Anglo American 

subjects in grades three through twelve. Test-retest 

reliability of the lAR was reported as significant at the 

.001 level with no sex differences. Correlations between 

the two subscale scores were variable, but generally low. 

Split-half reliability for both the 1+ and I- subscales 

was .60. 

Analyses of grade and sex differences indicated no 

significant changes in total I in grades three through 

twelve for either sex or for boys and girls combined. 

However, t-test comparisons by sex indicated that at any 

given grade level above the sixth and for grades six 

through twelve combined, girls give significantly more 

internal responses of both kinds than boys do, except for 

1+ in grades eight and ten. 

Correlations were also tested between the lAR and 

intelligence, social class, ordinal position, family size, 

social desirability, and achievement tests. lAR scores 

related only moderately to IQ scores and SES, In the 

upper grades first-born children and children from small 

families were found to be significantly more internal than 



36 

later-born children and children from large families on 

total I scores. Correlations between the Children's 

Social Desirability (CSD) Questionnaire (Crandall, 

Katkovsky, & Crandall, 1965) indicated tendencies to 

choose socially desirable answers did not account for 

much of the variance in lAR scores. Total I scores 

correlated positively and significantly with almost all 

achievement tests and report-card grades in grades three 

through five. However, in grades six, eight, ten, and 

twelve, California Achievement Test scores were only 

occassionally related significantly to lAR scores. 

Correlations between the lAR and standardized achievement 

tests were highly significant for young girls and older 

boys. The lAR consistently correlated significantly with 

report-card grades. 

Comparisons of the lAR to other tests frequently 

used to measure locus of control in school children in

dicated that the best locus of control predictor of school 

achievement was the lAR (Reimanis, 1973). According to 

Reimanis, when one compares the content of the various 

scales it is quite evident that the lAR is best suited to 

assess locus of control with respect to school activities. 

To this, the present researcher would add that the lAR is 

frequently used by other researchers in the field, 

requires no special training to administer as do some of 

the other children's tests which are projective in nature. 
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is fairly short, and can be administered to groups and 

read aloud by the examiner. 

A copy of the lAR can be found in Appendix A. 

E thn i c ity and Sex 

Ethnicity and sex data required for the purposes of 

this study were collected on the heading of the lAR, 

Achievement 

The analysis of achievement was based on final grades 

in reading and mathematics and achievement test scores. 

Final numerical grades assigned in reading and mathematics 

for the seventh grade school year and achievement test 

scores on the California Achievement Test (CAT) adminis

tered in March 1978 were used. Raw scores on subtests in 

reading and mathematics as well as the total battery raw 

score were used. 

Language Usage Index (LUl) 

Acculturation was measured by the LUl, a questionnaire 

developed by Gray (1975) based on the construct validity 

of census data on bilingualism (Fishman & Terry, 1971). 

The use of a language measure as an index of acculturation 

is supported by both sociology and linguistics. According 

to Fishman (1971), "who speaks what language to whom and 

when" within a cultural group is a possible indication of 
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(1) degree of acculturation, (2) frequency and extent of 

intergroup contacts, and (3) other similar dimensions of 

sociocultura 1 integration between neighboring populations. 

The LUl consists of a series of twenty questions 

related to linguistic competency in understanding, speak

ing, reading, and writing Spanish and English and language 

usage. The usage scale considers the degree to which 

Spanish is used relative to English in the home, school, 

and neighborhood, Scaled scores range from twenty for 

completely Spanish dominant students to sixty for com

pletely English dominant students. 

A copy of the LUl may be found in Appendix B. 

Socio economic Status (SES) 

Hoi 1ingshead's Four Factor Index of Social Status 

(FFISS) (Hollingshead, 1978) was used to determine the 

SES of students. The four factors considered are educa

tion, occupation, sex, and marital status of the parent(s) 

Scaled scores are assigned to the factors of educa

tion and occupation, and a weight of three for education 

and five for occupation is used. Educational status and 

occupational status of males and females are scaled and 

weighted the same way. Marital status and sex enter as a 

factor since educational and occupational scores for a 

husband and wife are added and divided by two. Computed 

scores range from eight to sixty-six. These scores were 
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of one to five as identified by Hollingshead, The informa

tion required to compute SES was collected on a question

naire developed by this researcher, (See Appendix C.) 

Bir th-Orde r and Family Si z e 

A questionnaire was used to collect the information 

needed concerning birth-order and family size. (See 

Appendix C. ) 

P rocedures for Collecting the Data 

The lAR, the LUl, and a questionnaire were adminis

tered to all eighth grade students by their social studies 

teachers during the second week of the 1978-79 school 

year. The instruments were read aloud. Students were 

assured that there were no right or wrong answers and 

that responses would not be given to their teachers. 

Tests taken by students other than Mexican Americans were 

not used in this study. 

Seventh grade reading and mathematics grades and 

California Achievement Test composite and subtest scores 

were obtained from cumulative records. 

Ireatment of the Data 

Data for each of the 210 subjects were key punched 

for computer processing. All analyses of the data were 
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carried out at the Pan American University Computer Center 

in Edinburg, Texas. 

The operational null hypotheses tested by the 

statistical analyses of the data are presented below. 

H 1. There is no significant difference between 
o ® 

the means of internals and externals on final 

report-card grades in reading and mathematics. 

H 2. There is no significant difference between 
o '^ 

the means of internals and externals on CAT 

battery total or reading and mathematics sub

test raw scores. 

H 3. There is no significant difference between 
o ^ 

the mean acculturation of internals and ex

ternals as measured by the LUl. 
H 4. There is no significant difference between 
o 

the mean SES of internals and externals as 

H 5 
o 

H 6 
o 

measured by Ho 11ingshead's FFISS. 

There is no significant difference between 

the expected and observed frequencies of 

internal and external males and females. 

There is no significant difference between 

the expected and observed frequencies of 

internal and external first-born and later-

born subj ec t s. 

H 7. There is no statistically significant 
o 

correlation between locus of control and 
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academic achievement, acculturation, SES, sex, 

and birth-order for internals or externals. 

Hypotheses one through four were tested with t^-tests 

Chi-square was used for hypotheses five and six, and 

Pearson product-moment and biserial correlational tech

niques were used for hypothesis seven. Results are re

ported in Chapter IV. 



CHAPTER IV 

ANALYSIS OF DATA 

The purpose of this chapter is to present the results 

obtained from analysis of the data. This chapter is 

divided into five main topics: (1) Description of the 

Sample, (2) Comparison of Internals and Externals, (3) 

Correlates of Locus of Control for Internals and Externals, 

(4) Significant Correlations between Independent Variables, 

and (5) Discussion and Summary of the Findings. 

Description of the Sample 

There were 420 eighth grade Mexican American subjects 

who completed the lAR, LUl and Questionnaire and for whom 

all of the requisite data related to achievement were 

avail able. 

Locus o f Con trol 

lAR results for the 420 students were analyzed to 

divide the group into a sample of the upper and lower 

fourths or the most internal and the most external sub

jects. The means, standard deviations, and ranges on 

Total I, I+, and I- of the lAR for the eighth grade norm 

group of Crandall, Katkovsky, and Crandall (1965), the 

420 subjects, and the internal and external samples are 

presented in Table 1 on the following page. 
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The mean on the lAR for the total group of eighth 

grade subjects in this study was 24.77 as compared to 

26.11 for the norm group which would indicate that 

Crandall et al.'s norm group was more internal. When 

split into groups of most internal and most external 

subjects, 28.66 was the mean for the sample of internals 

and 20.56 was the mean for the sample of externals. 

Table 1 

Means, Standard Deviations, and Ranges of lAR Scores 

Subjects 
Norm 
Gr oup 

Total 
Sample Internals Ext e rna1s 

Total I: 

Mean 

SD 

Range 

1+ : 

Mean 

SD 

Range 

I- : 

Mean 

SD 

Rang e 

N 

26.11 

3. 77 

13-34 

13. 19 

2 . 20 

7-17 

12. 92 

2.31 

5-17 

161 

24. 77 

3. 19 

15-33 

28. 66 

1.21 

27-33 

20. 56 

1. 76 

15-23 

13. 26 

2. 00 

7-18 

15.08 

1. 20 

13-18 

11.40 

1. 85 

7-16 

11. 51 

2. 16 

5-17 

420 

13.56 

1.21 

11-17 

105 

9. 20 

1 . 72 

5-15 

105 



Academic Achjevement 

Academic achievement was measured by final report-

card grades in reading and mathematics for the prior 

school year and raw scores on the reading and mathematics 

subtests and battery total of the CAT. 

For the sample of 210 internals and externals, the 

mean final report-card grade was 79,15 in reading and 

79.61 in mathematics. The mean final report-card grade 

in reading was 79.63 for internals and 78,67 for externals. 

The mean final report-card grade in mathematics was 79.99 

for internals and 79,23 for externals. Internals' mean 

grades in reading and mathematics were slightly higher 

than the grades of externals. 

The mean raw scores for the 210 internals and ex

ternals on the CAT were 37.58 in reading, 39.82 in mathe-

m atics and 163.37 for the battery total. A raw score in 

reading of 37,58 is equivalent to the 30th percentile 

rank on national norms and a 6.3 grade equivalent. A raw 

score of 39.82 in mathematics is equivalent to the 31st 

percentile rank on national norms and a 6.6 grade equiva

lent, A battery total of 163,37 is equivalent to the 

36th national percentile rank and a 6.9 grade equivalent. 

Raw scores for internals were slightly higher than 

those for externals on all achievement test measures. 

The mean raw score for internals in reading was 37.95 

compared to 37.33 for externals. Internals' mean raw 
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score in mathematics was 39.87, and externals' mean raw 

score was 39.78, On the CAT battery total the mean for 

internals was 163.95 and 162.79 for externals. Means for 

the total sample and for internals and externals on 

measures of academic achievement are reported in Table 2. 

Table 2 

Mean Final Report-Card Grades and Raw Scores on CAT 

Subj ec ts 

Grades : 

Reading 

Ma thema tics 

79, 15 

79.61 

79 ,63 

79.99 

Total Internals Externals 
(N=210) (N=105) (N=105) 

78 .67 

79 .23 

CAT 

Reading 

Mathema tics 

Battery Total 

37, 64 

39.82 

163.37 

37 ,95 

39.87 

163.95 

37 ,33 

39,78 

162 .79 

Acculturat ion 

Acculturation was measured by the LUl, Scores range 

from twenty for completely Spanish dominant students to 

sixty for completely English dominant students. Low scores 

represent low acculturation; whereas, high scores repre

sent high acculturation. A score of forty would, theoret-
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ically, represent a bi1ingual/bicultural subject. 

The mean on the LUl for the 210 internals and ex

ternals was 44.60 with a mean score of 44.86 for internals 

and a mean score of 44.37 for externals. The range for 

internals was from 31 to 58, and the range for externals 

was from 31 to 60. 

SES 

SES was m e a s u r e d by H o i l i n g s h e a d ' s F F I S S . The 2 . 0 0 

m ean social strata position for the total sample was low. 

According to Hoi1ingshead's social strata, a social strata 

of one represents unskilled laborers and menial service 

workers, and a social strata of two represents machine 

operators and semiskilled workers. The mean social strata 

position of internals was 2.06, and the mean social strata 

position of externals was 1.95. However, the maximum 

range of one to five social strata positions was repre

sented in both the internal and external samples. 

Sex 

In the total sample of 210, there were 94 males and 

106 females. In the internal sample there were 43 males 

and 62 females. In the external sample there were 51 

ma les and 54 females 
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Birth-Order 

In the total sample of 210, there were 41 first-born 

children and 169 later-born children, There were 23 first

born internals and 82 later-born internals, In the ex

ternal sample there were 18 first-born children and 87 

later-born children. 

Comparison of Internals and Externals 

Hypothesis One 

There is no significant difference between the means 
of internals and externals on final report-card grades in 
reading and mathematics. 

Hypothesis Two 

There is no significant difference between the means 
of internals and externals on the CAT battery total, read
ing, or mathematics subtest raw scores. 

To test these hypotheses _t-tests were computed to 

determine whether there were any significant differences 

between the two groups on these five variables. Results 

are presented in Table 3. 

In comparing the means of the five variables used to 

indicate academic achievement, the academic achievement 

of internals was not significantly different from the 

academic achievement of externals. Therefore, the null 

hypotheses were accepted. 
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t_-Tests of Significance of Mean Differen 

on Achievement Measures between 

ce s 

Internals and Externals 

Ach ievement 

Var iable 

In terna1s 
(N=105) 

Mean SD 

Externals 
(N=105) 

Mean SD 

Grade in Reading 79.63 9.92 78.67 10.03 

Grade in Mathematics 79.99 9.44 79.23 9.90 

CAT Reading 

CAT Mathematics 

CAT Total 

37.95 13.74 37.22 13.15 

39.87 11.88 39.78 12.24 

163 . 95 92.00 162 .79 92.12 

.698-

.569 

.393 

.054 

.091 

* All of the £ ratios failed to reach the .05 level of 
s ign i fi cance. 

Hypo the sis Three 

There is no significant difference between the mean 
acculturation of internals and externals as measured by 
the LUl. 

A t-test to determine whether there was any signifi

cant difference between internals and externals on the 

variable of acculturation yielded the results presented 

in Table 4. The comparison of internals and externals on 

acculturation revealed no significant difference; there

fore, the null hypothesis was accepted. 
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t_-Test of Significance of Mean Differen ce s m 

Acculturation between Internals and Externals 
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Inte rnals 
(N=105) 

Mean SD 

Externals 
(N=105) 

Mean SD 

44.86 5.67 44.34 5. 78 .658* 

* Not significant at ,05 level. 

Hypothesis Four 

There is no significant difference between the mean 
SES of internals and externals as measured by 
Hoilingshead's Four Factor Index of Social Position. 

SES was measured by Ho 11ingshead's FFISS 

(Hollingshead, 1978). Both the SES raw score and social 

strata score were used for _t-tests. Results are presented 

in Table 5 below. 

Table 5 

t-Test of Significance of Mean Differences 

in SES between Internals and Externals 

SES 

Raw Score 

Social Strata 

Internals 
(N=105) 

Mean SD 

Externals 
(N=105) 

Mean SD 

2 4 , 7 2 1 3 . 0 1 2 4 , 3 0 1 1 . 7 1 

2 . 0 6 1 . 10 1 , 9 0 1 . 0 3 

* N o t s i g n i f i c a n t a t , 0 5 l e v e l . 

t 

,246^-

1 . 1 0 3 * 
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Since the ;t-test results indicated there were no 

significant differences in the mean SES of internals and 

externals, the null hypothesis was accepted. 

Hypothesis Five 

There is no significant difference between the ex
pected and observed frequencies of internal and external 
males and females. 

Chi-square analysis for the effects of sex yielded 

no significant differences between the expected and ob

served frequencies of internal and external males and 

females, The chi-square value of 1.23 was not significant 

at the .05 level; therefore, the null hypothesis was 

accepted. Results are presented in Table 6. 

Table 6 

Chi-Square for Sex and 

Internality/Externality 

Sex 
In terna1s 
(N=105) 

Ext ernals 
(N=105) X 

Ma les 

Females 

43 

62 

51 

54 1 .23* 

* Not significant at the .05 level, 
df : 1 

Hypo thesis Six 

There is no significant difference between the ex
pected and observed frequencies of internal and external 
first-born and later-born subjects. 
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A chi-square analysis for birth-order effects 

revealed that there were no significant differences between 

the expected and observed frequencies of internal and ex

ternal first-born and later-born subjects. Table 7 

presents the results. 

Table 7 

Chi-Square for Birth-Order and 

Internality/Externality 

Birth-Order Interna 1s 
(N=105) 

Externa 1s 
( N = 1 0 5 ) 

X' 

Firs t-Born 

Later-Born 

23 

82 

18 

87 63* 

* Not significant at .05 level 
df : 1 

Correlat es of Locus of Control for 

Internals and Externals 

Hypothesis S even 

There is no statistically significant correlation 
between locus of control and the academic achievement, 
acculturation, SES, sex, and birth-order for internals 
or externals. 

Pearson £ correlation coefficients between locus of 

control and academic achievement, acculturation and SES as 

well as biserial r correlation coefficients for sex and 
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birth-order are reported in the same tables for ea s e o 

presentation since all are product-moment correlation co 

efficients and interpreted in the same manner (Downie & 

Heath, 1965). Correlations for internals are presented 

in Table 8. 

Table 8 

Correlations between Locus of Control and thi 

Dependent Variables for Internals (N=105) 

Dependent Variables 

Locus of Control 

Total I 1+ I-

Academic Achievement 

Read ing Grade 

Mathematics Grade 

CAT Reading 

CAT Mathematics 

CAT Total 

Acculturat ion 

SES 

Sex 

Birth-Order 

-. 028 

-. 031 

-.062 

. 072 

-.014 

-. 229' 

-.046 

.057 

.051 

-. 030 

-.005 

.035 

-.092 

.031 

-. 152 

-. 005 

. 174 

. 168 

-. 044 

- . 022 

-. 026 

-.011 

.018 

- .072 

-.040 

. 145 

. 116 

*Significant at the .05 level. 
Levels of significance: .195 to .253, .05 

.254 or above, .01. 

The only significant correlation between locus of 
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control and any of the dependent variables for internals 

was a negative correlation between the total locus of 

control score and acculturation. Since both measures 

were scored in a positive direction, that is the higher 

the score the more internal or the more acculturated the 

subject; the significant negative correlation indicates 

that the most internal subjects were the least accultur

ated. 

Correlation coefficients between locus of control 

and the dependent variables for externals are reported 

in Table 9 on the following page. 

The significant positive correlations between 1+ 

which represents accepting personal credit for academic 

successes indicates that the external subjects who took 

most personal credit for their acadmic achievement were 

significantly more successful academically as measured by 

final report-card grades in reading and mathematics and 

achievement test scores in reading and mathematics. 

The null hypothesis of no significant relationship 

between the independent variable and the dependent variables 

was partially accepted. There was a significant (<. 05) 

negative correlation between acculturation and Total I for 

internals, and there were significant positive correlations 

between 1+ and grades in reading and mathematics and CAT 

raw scores on reading and mathematics for externals. 



Table 9 

Correlations between Locus of Control and th 

Dependent Variables for Externals (N=105) 

Dependent Variables 

Academic Achievement 

Reading Grade 

Mathematics Grade 

CAT Reading 

CAT Mathematics 

CAT Total 

Ac cu1tura t ion 

SES 

Sex 

Birth-Order 

Locus of Control 

Total I 1+ I-

112 

175 

076 

039 

179 

150 

100 

126 

003 

2 5 0* 

2 89** 

241* 

2 3 3 * 

030 

074 

074 

004 

052 

-. 108 

-.090 

-. 126 

-. 161 

-. 190 

- . 250 

-. 165 

. 124 

.053 

* Significant at the .05 level. 
**Significant at the .01 level. 
Levels of Significance: .195 to .253, .05 

.2 54 or above, .01. 

A Pearson product-moment r_ for the total sample of 

210 subjects revealed no significant correlations between 

the continuous dependent variables and locus of control 

scores. Results are presented in Table 10. 
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Table 10 

Correlations between Locus of Control and the 

Dependent Variables for the Total Sample (N=210) 

Dependent Variables 

Academic Achievement 

Re ad ing Grade 

Mathematics Grade 

CAT Reading 

CAT Mathematics 

CAT Total 

Accu1turat ion 

SES 

Total I 1 + 

Levels of Significance 195 to .253, .05 
2 54 or above , .01 

I-

.062 

. 070 

. 037 

. 010 

- .028 

-.020 

-. 043 

. 126 

. 136 

. 096 

. H I 

. 013 

.026 

.095 

-.002 

. 002 

-. 009 

. 010 

-.049 

-.061 

. 022 

Significant Correlations Among Dependent Va^ja.b^e_s 

Inspection of the correlation matrix between the in

dependent variable locus of control and the dependent 

variables revealed greater numbers of significant correla

tions among the dependent variables than between the in

dependent and dependent variables. In particular, there 

were many significant positive correlations between SES 

measures, acculturation, and achievement. 
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Significant Pearson product-moment correlation co

efficients between SES and achievement for internals ar> 

presented in Table 11. 

Table 11 

Significant* Correlations between SES and 

Achievement for Internals (N=105) 

Var iable s 

Reading Grade 

Mathematics Grade 

CAT Reading 

CAT Mathematics 

SES Raw Score 

.344 

. 218 

.414 

.455 

SES Rank 

.359 

NS 

.393 

.452 

* Levels of Significance . 195 to . 253, .05 
.254 to .320, .01 
.321 or above, , 001 , 

Results indicated highly significant (<,001) positive 

correlations for internals between SES raw score and SES 

rank and final report-card grades in reading and CAT read

ing and mathematics raw scores. The correlation between 

SES raw score and final report-card grade in mathematics 

was also significant (<.05) for internals. 

Similar results were evident for externals and are 

reported in Table 12. 
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Table 12 

Significant* Correlations between SES and 

Achievement for Externals (N=105) 

Variables SES Raw Score SES Rank 

Reading Grade 

Mathematics Grade 

CAT Reading 

CAT Mathematics 

348 

220 

515 

408 

. 349 

.256 

. 522 

.436 

*Levels of Significance: . 195 to . 253 , .05 
.254 to . 320 , .01 
.321 or above, .001 

Correlations between SES raw score and SES rank and 

final report-card grade in reading, CAT reading raw score, 

and CAT mathematics raw score were highly significant 

«.001) for externals. The correlation between SES raw 

score and SES rank and final report-card grade in mathe

matics was also significant «.05) for externals. 

The only dependent variable other than the SES and 

achievement variables for which the correlation matrix 

revealed significant correlations was acculturation. 

Significant correlations between acculturation and other 

dependent variables for internals and externals are 

presented in Table 13. 
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Variables Significantly* 

Correlated with Acculturation 

58 

Var iables 
Accultura tion 

Internals Externals 
(N=105) (N=105) 

Reading Grade 

CAT Reading 

CAT Mathematics 

SES Raw Score 

SES Rank 

, 262 

.274 

, 237 

. 394 

,493 

,299 

.305 

NS 

. 504 

.607 

* Levels of Significance: ,195 to .25? , .05 
, 254 to .320, ,01 
,321 or above, ,001. 

Correlation coefficients indicated significant posi

tive correlations for both internals and externals between 

acculturation and two academic achievement variables, final 

report-card grade in reading (<,01) and CAT reading raw 

score (<.01). For internals, the correlation between 

acculturation and CAT mathematics raw score was signifi

cant (<,05), but for externals the correlation was not 

significant. For both internals and externals, there was 

a highly significant positive correlation «,001) between 

acculturation and SES raw score and SES rank. 

A Pearson product-moment r indicated that for the 

total sample of 210 internals and externals socioeconomic 
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status and acculturation were significantly correlated 

with achievement, SES raw score and SES rank correlated 

with final report-card grade in reading, CAT reading raw 

score, and CAT mathematics raw score at the ,001 level of 

significance. SES raw score and SES rank correlated with 

final report-card grade in mathematics at the .05 level. 

Acculturation correlated with final report-card grade in 

reading and CAT reading raw score at the .01 level. Ac

culturation correlated with CAT mathematics raw score at 

the .05 level of significance. 

Discussion and Summary of the Findings 

Discussion 

Academic Achievement and Locus of Control 

Both null hypotheses one and two were accepted 

indicating that this study revealed that the academic 

achievement of internals and externals as measured by 

final report-card grades in reading and mathematics and 

raw scores on the CAT battery total, reading, and mathe

matics was not significantly different. 

Since locus of control has been found to have a 

significant positive relationship with academic success 

for Mexican American students in some other studies 

(Coleman et al., 1966; Bender & Ruiz, 1974; Schwartz, 

1971) and academic achievement was measured by one or more 

of the variables used in the present studies in the afore-
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mentioned studies, a stepwise multiple regression analysis 

was carried out to see if a particular achievement variable 

would predict locus of control. Multiple regression co

efficients were not significant for any of the achievement 

variables in this study. Therefore, it can be concluded 

that for this sample of Mexican American students, academic 

achievement was not affected by locus of control. 

Acculturation and Locus of Control 

Null hypothesis three of no significant difference in 

mean acculturation between internals and externals was also 

accepted. In the only other study considering the relation

ship between acculturation and locus of control discovered 

in the review of the literature, Rogers (1971) hypothesized 

that the highest acculturation group of Mexican American 

eighth graders in her sample would score highest on measures 

of internal control, Rogers also found no significant 

differences, though differences in locus of control for 

high acculturation boys approached significance (.08). 

SE S and Locus of Control 

Some researchers have hypothesized that externality 

is not a Mexican American cultural value, but is instead 

a function of socioeconomic background (Bender & Ruiz, 

1974; Wagner, 1973). Results of this study indicated no 

significant difference in the mean SES of internals and 
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externals 

Sex, Birth-Order, and Locus of Control 

Although some sex differences in locus of control are 

reported in the literature, in this study there were no 

significant differences in the mean internality or ex

ternality of males or females. Therefore, results of this 

study agree with other studies including Mexican American 

populations which report no significant sex differences in 

locus of control (Bender & Ruiz, 1974; Coleman et al., 

1966; Garza, 1978; Garza & Ames, 1974; Wagner, 1973). 

The tendency reported for first-born children to be 

more internal in Anglo populations (Chance, 1965; Crandall, 

Katkovsky, & Crandall, 1966; Eisenman & Platt, 1968; 

MacDonald, 1971; Marks, 1972; Phares, 1976) was not evi

dent in this study. There was no significant difference 

between expected and observed frequencies of internal and 

external first-born and later-born Mexican American sub

jects. 

Correlations between Dependent 
Va^riables and Locus of Control 

Interna 1s 

There was a significant negative correlation (p<.05) 
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between locus of control and acculturation for internals. 

The Mexican American internals in this sample were more 

internal (28.66) than the mean for the Anglo lAR norm 

group (26.11). The internal sample in this study had lAR 

scores ranging from 27-33. Their acculturation scores 

ranged from 31 to 58 with a mean of 44.86. Results indi

cated that the most internal Mexican Americans were the 

least acculturated. Culture was, however, measured by 

language usage, not by cultural values. It can be con

cluded, then, that the most internal Mexican Americans 

also spoke Spanish more often. This finding tends to 

support cross-cultural studies which indicate Mexicans and 

Mexican Americans are more internal (Cole & Cole, 1976; 

Garza & Ames, 1974). 

Externals 

This study found significant positive correlations 

between 1+ scores which represent a belief in personal 

responsibility for academic success and final report-card 

grades in reading (p<'.05) and mathematics (p^C-01 ) and CAT 

raw scores in reading and mathematics (p<f.05). No studies 

were found in the literature reporting positive correla

tions between any locus of control tests or subtests and 

academic achievement for externals. 

Corre1 ations among Dependent Variables 

For both internals and externals highly significant 
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positive correlations (p<.001) were found between SES and 

final report-card grades in reading and CAT reading and 

mathematics scores. The correlation between SES and final 

report-card grades in mathematics was also significant 

(<.05). Bender and Ruiz (1974) also found that social clas 

was more important than ethnicity or locus of control in 

determining one's current academic achievement. Rogers 

(1971) reported significant correlations between SES and 

English grades (p<.01). 

Acculturation correlated significantly with reading 

grades (p<.01), CAT reading scores (p<.01), and SES 

(p<.001) for both internals and externals. The correla

tion between acculturation and CAT mathematics was only 

significant for internals. Rogers (1971) also found 

significant positive correlations between acculturation 

and achievement test scores (p<.001) and grades in English 

and mathematics (p<.05). 

Summary 

Null hypotheses one through four were accepted. There 

were no significant differences between the means of in

ternals and externals on final report-card grades in read

ing and mathematics; CAT battery total, reading and mathe

matics subtest raw scores; acculturation; or SES. Null 

hypotheses five and six were also accepted indicating that 

the differences between the expected and the observed 
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frequencies of internal and external males and females 

and first-born and later-born subjects was not significant 

Null hypothesis seven of no statistically significant 

correlation between locus of control and academic achieve

ment, acculturation, SES, sex, and birth-order was par

tially accepted. There was a significant negative corre

lation between locus of control and acculturation for in

ternals. For externals, 1+ scores on the lAR correlated 

significantly with all achievement variables except CAT 

battery total raw score. 

There were significant correlations among all of the 

dependent variables except sex and birth-order. For in

ternals and externals and the total sample, achievement 

and SES were significantly correlated, and acculturation 

was significantly correlated with SES and achievement. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of this chapter was to summarize the study 

and to draw conclusions and to make recommendations based 

on the findings of this study. This chapter is divided 

into two parts: (1) Summary of the Study and (2) Conclu

sions and Recommendations. 

Summary of the Study 

The purpose of this study was to investigate locus 

of control orientation in Mexican American junior high 

school students. The problem of the study was to deter

mine what relationships existed between locus of control 

and achievement, acculturation, SES, sex, and birth-order 

Since the population for the study was Mexican 

American, the review of the literature reported for the 

purposes of the study was limited to locus of control 

research that included Mexican and/or Mexican American 

samples except in the area of locus of control and birth-

order where no research was found using Mexican American 

samples. Research investigating locus of control and 

achievement, acculturation, SES, sex, and birth-order is 

scant and can be considered inconclusive because of meth

odological inconsistencies. However, the literature does 

seem to suggest that internal locus of control has a 

65 
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positive correlation with achievement and that accultura

tion, SES, sex, and birth-order are variables that can 

affect locus of control. 

The sample used in this study consisted of 420 

Mexican American eighth grade students. For the purposes 

of analysis, the sample was divided into two groups of 

105 each, representing the most internal and the most 

external subjects. The data collected for the sample 

consisted of (1) a locus of control measure, (2) an ac

culturation measure, (3) a SES index, and (4) final report-

card grades in reading and mathematics and achievement test 

scores. Demographic variables of sex, and birth-order as 

well as the data required to compute an index of SES were 

obtained from a questionnaire designed for this study. 

Analyses of data included tests of significance of dif

ferences, descriptive statistics, and correlational 

techniques. 

No significant differences were found between the 

two groups in achievement, acculturation, SES, sex, or 

birth-order. The only significant correlation between 

locus of control and the dependent variables was a sig

nificant negative correlation between locus of control 

and acculturation for internals. The 1+ factor of the 

lAR, which represents taking credit for successes, corre

lated significantly with all achievement variables except 

the CAT battery total for externals. There were 
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significant correlations among the dependent variables 

with SES correlating significantly with academic achieve

ment and acculturation correlating significantly with 

academic achievement and SES for both internals and ex

ternals. The correlations between mathematics and the 

amount of English spoken were not as significant as those 

between reading and the amount of English spoken. 

Conclusions and Recommendations 

Statistical analyses performed on the data collected 

warrant the following conclusions concerning the Mexican 

Am erican eighth grade subjects in this study. 

1. Academic achievement was not influenced by 

internality/externality. 

2. For external subjects, taking credit for academic 

success es (l+) correlated significantly with 

academic success. 

3. Acculturation did not have an effect on locus of 

control orientation. 

4. Mexican American students who spoke more Spanish 

relative to English were significantly more 

interna 1. 

5. SES did not predict locus of control. 

6. Neither sex nor birth-order significantly af

fected locus of control. 
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7. Significant achievement correlates included SES 

and acculturation, as measured by language usage. 

8. The amount of English spoken relative to Spanish 

correlated significantly with academic achieve

ment and SES . 

A rationale for the unsupported hypotheses in the 

study offered by the researcher is that predictors of 

locus of control are multivariate, not univariate, and 

the results suggest the presence of other variables not 

taken into account. Apparently the specified dimensions 

of demographic variables hypothesized to correlate with 

locus of control were not valid cross-culturally or were 

too weak to differentiate between those who scored high 

or low on the locus of control continuum. 

The findings of this study provide implications for 

further research with Mexican American populations. Since 

achievement variables had almost no effect on locus of 

control, the relationship between locus of control and 

cognitive and personality variables should be investigated 

Based on the literature, cognitive variables such as field 

dependence/independence (Wagner, 1973) and low expectancy 

for success (Gurin & Gurin, 1970) might be found to in

fluence locus of control. Potential personality variables 

include self-concept (Friend, 1971), conformity (Lefcourt, 

1966), dogmatism (MacDonald, 1971), risk taking (Schwartz, 

1971), and coping style (Holtzman, Diaz-Guerrero & Swartz, 
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1975). 

Although acculturation correlated significantly with 

achievement, acculturation did not affect locus of control. 

Therefore, this researcher recommends that a study similar 

to this study should be made using a more sensitive or 

inclusive measure of acculturation. The relationship 

between hostility or alienation from dominant American 

cultural values as well as aspects of culture or cultural 

values held to differ for Mexican Americans should be 

investigated. Some of these cultural differences include 

differences in time orientation (Schwartz, 1971), family 

ideology with regard to democratic-autocratic orientation 

(Garza, 1977), child rearing styles (Rogers, 1971), and 

attitudes toward education, family, politics, economics, 

recreation, religion, and health (Cordova, 1968). 

Since educators cannot change the socioecononic 

status of a student's family, the educational implications 

of this study are limited to those related to significant 

correlates of academic achievement over which the schools 

have potential influence. For externals, the 1+ factor 

of the lAR correlated significantly with all achievement 

variables except CAT battery total. From this it can be 

inferred that for those students who believe that their 

success in intellectual-academic tasks is controlled by 

their teachers, peers, or parents, belief in their own 

responsibility for academic successes affects their 
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academic achievement. Acculturation as indicated by the 

amount of English spoken relative to Spanish had a highly 

significant relationship with final report-card grades in 

reading and CAT reading subtest raw scores for the total 

sample. The relationship between speaking English and 

mathematics was less significant. CAT mathematics sub

test raw scores correlated significantly with the amount 

of English spoken, but final report-card grades in mathe

matics did not. Thus, the results of this study suggest 

that the primary educational implication is that school 

programs or practices which increase a Mexican American 

student's use of English in the school, home, and neigh

borhood could have a positive effect on his educational 

achievemen t. 
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APPENDIX A 

lAR SCALE 

Name Teacher 

Sex Period 

Check the appropriate blank: Anglo American 

Mexican American 

Black 

Other (Please specify) 

If a teacher passes you to the next grade 
would it probably be 

1 + 
a. because she liked you, or 
b. because of the work you did? 

When you do well on a test at school, is it 
more likely to be 

1 + a. because you studied for it, or 
b. because the test was especially easy? 

When you have trouble understanding something at 
school, is it usually 

a. because the teacher didn't explain 
it clearly, or 

b. because you didn't listen carefully? I-

When you read a story and can't remember much 
of it, is it usually 

a. because the story wasn't well 
written, or 

b. because you weren't interested in the 
s tory? 

I-
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5. Suppose your parents say you are doing well in 
school. Is this likely to happen 

6. 

8. 

10 

11 

1 + a. because your school work is good, or 
b. because they are in a good mood? 

Suppose you did better than usual in a subject 
at school. Would it probably happen 

1 + a. because you tried harder, or 
b. because someone helped you? 

7. When you lose at a game of cards or checkers, 
does it usually happen 

a. because the other player is good at 
the game, or 

I- b. because you don't play well? 

Suppose a person doesn't think you are very 
bright or clever 

I- a . 

b. 

can you make him change his mind if 
you try to, or 
are there some people who will think 
you're not very bright no matter 
what you do? 

If you solve a puzzle quickly, is it 

a. because it wasn't a very hard puzzle. 

1 + 
or 

b. because you worked on it carefully? 

If a boy or girl tells you that you are dumb, is 
it more likely that they say that 

I-

a. because they are mad at you, or 
b, because what you did really wasn't 

very bright? 

Suppose you study to become a teacher, scientist, 
or doctor and you fail. Do you think this would 
happen 

I- because you didn't work hard enough 

or 
b. because you needed some help, and 

other people didn't give it to you? 
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12. When you learn something quickly in school, is 
it usually 

13. 

1 + a . 
b. 

because you paid close attention, or 
because the teacher explained it 
clearly? 

If a teacher says to you, "Your work is fine," 
is it 

1 + 

a. something teachers usually say to 
encourage pupils, or 

a. because you did a good job? 

14. When you find it hard to work arithmetic or math 
problems at school, is it 

I- a . 

b. 

because you didn't study well enough 
before you tried them, or 
because the teacher gave problems 
that were to hard? 

15. When you forget something you heard in class, 
is it 

I- b. 

because the teacher didn't e:: plain 
it very we 11, or 
because you didn't try very hard to 
remember ? 

16. Suppose you weren't sure about the answer to a 
question your teacher asked you, but your answer 
turned out to be right. Is it likely to happen 

1 + b. 

because she wasn't as particular as 
usua1, or 
because you gave the best answer you 
could think of ? 

17 

18 

When you read a story and remember most of it, 
is it usually 

1 + a. because you were interested in the 
s tory, or 

b. because the story was well written? 

If your parents tell you you're acting silly and 
not thinking clearly, is it more likely to be 
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20 

I~ a. because of something you did, or 
b. because they happen to be feeling 

cranky? 

19. When you don't do well on a test at school is it 

a. because the test was especially hard 

I-
or 

b, because you didn't study for it? 

When you win at a game of cards or checkers, does 
it happen 

1 + a. because you play real well, or 
b. because the other person doesn't 

play we 11? 

21. If people think you're bright or clever, is it 

22 

23 

24. 

25. 

1 + 
a. because they happen to like you, or 
b. because you usually act that way? 

If a teacher didn't pass you to the next grade, 
would it probably be 

I-
a. because she "had it in for you," or 
b. because your school work wasn't good 

enough ? 

Suppose you don't do as well as usual in a 
subject at school. Would this probably happen 

I- a. because you weren't as careful as 
usual, or 

b. because somebody bothered you and 
kept you from working? 

If a boy or girl tells you that you are bright 
is it usually 

1 + a. because you thought up a good idea 
or 

b. because they like you? 

Suppose you became a famous teacher, scientist 
or doctor. Do you think this would happen 

1 + 

a. because other people helped you 
when you needed it, or 

b. because you worked very hard? 
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26 

27 

Suppose your parents say you aren't doing well in 
your school work. Is this likely to happen more 

I- a. because your work isn't very good, or 
b. because they are feeling cranky? 

Suppose you are showing a friend how to play a 
game and he has trouble with it. Would that 
happen 

28 

29. 

30. 

31. 

32 

a. because he wasn't able to understand 
how to play, or 

b. because you couldn't explain it well? 

When you find it easy to work arithmetic or math 
problems at school, is it usually 

1 + 

a. because the teacher gave you especial 
ly easy problems, or 

b. because you studied your book well 
before you tried them? 

When you remember something you heard in class, 
is it usua1ly 

1 + a, because you tried hard to remember, or 
b. because the teacher explained it well? 

If you can't work a puzzle, is it more likely to 
happen 

I- a , 

b. 

because you are not especially good 
at working puzzles, or 
because the instructions weren't 
written clearly enough? 

If your parents tell you that you are bright or 
clever, is it more likely 

1 + 
a, because they are feeling good, or 
b. because of something you did? 

Suppose you are explaining how to play a game to 
a friend and he learns quickly. Would that 
happen more often 

1 + a. because you explained it well, or 
b. because he was able to understand it? 
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33, Suppose you're not sure about the answer to a 
question your teacher asks you and the answer 
you give turns out to be wrong. Is it likely 
to happen 

a, because she was more particular than 
usual , or 

I- b, because you answered too quickly? 

34, If a teacher says to you, "Try to do better," 
would it be 

I-

a, 

b. 

because this is something she might 
say to get pupils to try harder, or 
because your work wasn't as good as 
usual? 



APPENDIX B 

LUl SCALE 

Name 

INSTRUCTIONS 

School 

Please circle the number under the response 
that best answers the question for you. 
There are no correct or incorrect answers. 

For examp1e: YES 
A 

LITTLE NO 

I like ice cream 

Spanish 

1. Can you understand a con
versation in Spanish? 

2. Can you speak (talk to 
someone) in Spanish? 

3. Can you write in Spanish? 

4. Can you read a book in 
Spanish? 

1 

1 

2 

2 

3 

3 

II. English 

5. Can you understand a con
versation in English? 

6. Can you speak (talk to 
someone) in English? 

7. Can you write in English? 

8. Can you read a book in 
English? 

NO 

1 

1 

1 

1 

LITTLE YES 

3 

3 
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INSTRUCTIONS: Please circle (1) for SPANISH 

(2) for both SPANISH AND 
ENGLISH 

(3) for ENGLISH 

For examp1e; 

Which language(s) 
do you use to tell 
a j oke? 

SPANISH 
BOTH ENGLISH 
& SPANISH ENGLISH 

(2) 3 

What was the first 
language you under
stood? 

10. What was the first 
language you spoke? 

11. What was the first 
language in which 
you read a book? 

12. In which language did 
you wri te first? 

13. What language(s) do 
you use at home? 

14. What language(s) do 
you use with your 
grandparents or 
rela t ive s ? 

15. What language(s) do 
you use at home with 
your brothers and 
sisters? 

16. What language(s) do 
your parents use when 
they talk to each 
other? 



17. What is the 1 
language(s) of 
ins true t ion in 
your classroom? 

18. What language(s) do 1 
you use at school 
with your friends? 

19. What language(s) do 1 
you use outside of 
school with your 
frlends ? 

20. What language(s) does 1 
your priest or minister 
use in church? 
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APPENDIX C 

QUESTIONNAIRE 

NAME SCHOOL 

Please place an "X" in the blank which makes the statement 
true for you, 

I live with (a) only my mother 

(b) only my father 

(c) both paren ts 

(d) other (please specify) 

In my family, I was (a) the first born 

(b) the second born 

(c) the last born 

(d) other 

In my family, there is/are (a) one child 

(b) two ch i1dren 

(c) three children 

(d) other 

The amount of education completed by my parent(s) is 

FATHER 

Less than 7th grade 

7th grade 

8th grade 

9th grade 

MOTHER 

Less than 7th grade 

7th grade 

8th grade 

9th grade 
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FATHER MOTHER 

lOth grade 

11th grade 

h igh s choo1 

1 year of college or 
special training 

college 

graduate professional 
training 

lOth grade " 

11th grade 

high school 

1 year of college or 
special training 

college 

graduate professional 
training 

Please state in detail the kind of work your father does. 
Describe wha t he does to earn a living. 

If your mother works or is the only parent you live with 
please describe in detail what she does or how she earns 
a 1iving. 




