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ABSTRACT 

The purpose of this descriptive study in Nogales, Arizona, was to 

replicate an investigation conducted by Avelina Trujillo (1982) in Tucson, 

Arizona. This investigation sought the perception3 of selected groups of 

Mexican-American leaders in Nogales concerning their recollected classroom 

relationships with their teachers. 

The investigation was based on a three-part theoretical framework 

drawn from the literature of psychology, anthropology, and education as estab

lished by Trujillo (1982). The theory included the following: (1) Perceptual 

Processes; (2) Cultural Processes; and (3) Interpersonal Processes. 

The interview schedule utilized in the Nogales study consisted of 29 

statements and associated Likert type scales. Provision was made for com

ments for each statement. Twenty Mexican-American community leaders in 

Nogales, Arizona, were identified and interviewed, utilizing the interview 

schedule. This schedule dealt with the perceived relationships which the par

ticipants had with their various teachers. 

Findings indicate: 

1. The participants agreed that their teachers were aware of them and 

their backgrounds. 

2. The participants agreed that their teachers accepted them and their 

backgrounds. 

xiii 
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3. The participants did not feel that their teachers neither encouraged 

bilingualism nor accepted the participants' native language. 

4. The participants noted that their teachers appeared to be sincerely 

concerned about the academic health and welfare needs of the 

students. 

5. The participants reported that their teachers aspired for them to 

acquire good educations. 

6. The participants reported that their teachers shared with them in 

their educational and personal problems. 

The findings from this investigation were compared and contrasted 

with the findings of the Trujillo (1982) study. The comparison of the data in 

the two studies was accomplished by computing the differentials (chi square) 

in perception of each of the 29 items of the interview schedule. Items that 

were considered to be most significantly different in the two studies were 

discussed. 



CHAPTER 1 

INTRODUCTION 

Only since the 1930s have American educators questioned the 

reasons why Mexican-Americans fail or succeed in school (Moore 1970). Sta

tistics from the 1960s indicated that Southwestern schools failed in educating 

the majority of Mexican-American children. This was clearly demonstrated 

by the massive number of dropouts, poor achievement scores, and low educa

tional attainment by Mexican-Americans throughout all border states (Moore 

1970; Galarza, Gallegos, and Samora 1969; Gomez 1967; U. S. Commission 

on Civil Rights 1975a; Tyler 1975). 

For some Mexican-Americans, the educational institutions have 

provided the necessary skills to enable them to participate and compete suc

cessfully in all aspects of American society (U. S. Commission on Civil Rights 

1975b). An investigation compiled by Trujillo (1982) in Tucson, Arizona, 

attempted to determine the perceptions of selected border-educated Mexican

Americans regarding their relationships with their former teachers. This 

sample of border-educated Mexican-Americans was constituted from among 

those individuals who had competed successfully in American society and had 

acquired positions of influence within the community of Tucson. 

A replication of Trujillo's study in Nogales, Arizona, where 

Mexican-Americans constitute 85 percent of the population (U. S. Department 

1 



2 

of Commerce 1980) seemed appropriate. This study identified successful, in

fluential Mexican-Americans educated and living within a border town and pro

vided quantitative as well as qualitative data concerning their recollected per

ceptions of former teachers. 

Statement of the Problem 

The purpose of this replica study will be to investigate the following 

question: Among a selected group of border-educated Mexican-Americans 

occupying positions of influence in Nogales, Arizona, and as a part of the 

dominant society of that area, what relationships with their teachers do they 

perceive as having been personally significant? 

Significance of the Problem 

There is a paucity of descriptive data available about Mexican

American students, including their history. Moore, in Mexican Americans 

(1970), and Knowlton, in Mexican Americans Tomorrow (1975), stated that the 

Mexican minority has been unrecorded in the economic and social events of 

American history, especially those in the border states. Tyler (1975) tried to 

offer an explanation for this when he wrote that Mexican-Americans were among 

the earliest settlers and also the latest immigrants and are therefore "a para

dox: native aliens" (Tyler 1975, p. 4), which has made it difficult for most 

Americans to either understand the past or present of Mexican-Americans. 

This study attempted to extend the limited research about selected influ

ential Mexican-Americans of a border community and the perceptions they had 
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regarding the teacher-student relationships which they recalled having e:l.."'Peri

enced in school. In the process, individuals who attained positions of promi

nence in the community were identified. 

Assumptions Underlying the Problem 

The investigation was based upon the following assumptions: 

1. That the participants in this investigation have a unique accumulation 

of cross-cultural experiences which make them lmowledgeable with 

respect to the problem of this investigation. 

2. That the interview schedule designed for this investigation will be 

adequate to elicit responses from the participants which will be pro

ductive in terms of the research question. 

3. That the Mexican-American community influentials in the investiga

tion will be able to recall certain of their relationships with their 

respective teachers and will have the necessary communication 

skills to answer the questions posed by the research instrument. 

4. That the responses elicited from the participants of this investiga

tion will be as nearly accurate and truthful as recall will permit. 

5. That the responses of the bicultural interviewees can be accurately 

reported in a scholarly fashion without undue distortion. 

6. That the theories of perceptual psychology and interpersonal rela

tionships will be appropriate in reporting and analyzing the teacher

student relational perceptions of the participants. 
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Limitations of the Investigation 

The following served as limitations to the investigation. They are 

similar to the limitations in the Trujillo (1982) study done in Tucson, Arizona. 

1. The investigation is descriptive in nature. 

2. The investigation is limited to Mexican-American community influ-

ential respondents who have received most of their education in 

southern Arizona. 

3. The investigation is limited to the respondents' recollected percep-

tions of their respective teacher-student relationships. 

4. The investigation is limited to the verbal responses of the partici-

pants to an interview schedule and does not involve behavioral 

observations. 

5. The description of the participants in this investigation is limited to 

selected demographic data in order to preserve their anonymity. 

Definition of Terms 

The following definitions are used in this study: 

Anglo refers to all white persons who are not Mexican-American or 
members of other Hispanic groups. 

Border-educated refers to a person who has received a part or all of his 
education in Southern Arizona. This included individuals who may 
have received a part of their education in Mexico. 

Culture refers to the beliefs, values, language, and norms of a group of 
people which affect individual members' perceptions and social 
behavior. 
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Cultural processes refers to certain concepts related to the term culture 
which will be used as central organizing themes in understanding the 
relationship between culture perceptions and the individual's need 
for adequacy. 

Dominant society refers .to the Anglo majority in the United States. 

Interpersonal processes refers to certain concepts which will help to 
examine crucial person-to-person relations, especially as they 
affect teacher-to-student relationships in the classroom. 

Interview schedule refers to the instrument which was developed and used 
with the respondents to gather the data for this investigation. The 
terms interview schedule and questionnaire are used interchangeably 
in this investigation. 

Mexican-American refers to a person who is a United States citizen born 
in Mexico or whose parents or ancestors immigrated to the United 
States from Mexico. The terms Mexican-American, Chicano, and 
Hispanic are used interchangeably in this study. 

Perception refers to an individual's awareness of external objects, condi
tions, or relationships, through his personal meanings. 

Perceptual processes refers to concepts of personal meaning used as the 
organizing themes for understanding the important aspects of per
ceptions as they relate to self-adequacy. 

Positions of influence refers to social positions which carry sufficient 
influence to have a Significant impact or effect upon the community. 

Personally significant refers to those experiences a person has which 
create a distinct psychological impact on the person, one that is 
clearly remembered. 

Student-teacher relationships refers to the interactions, both social and 
psychological, which a student experiences with his teachers. 

Summary 

In this chapter, the problem to be investigated was stated. The sig-

nificance of the problem was discussed, together with the assumptions 



underlying the problem and the limitations of the study. In the following 

chapter, the research procedures are outlined. 
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CHAPTER 2 

RESEA RCH PROCEDURES 

Descriptions of the commtUlity and selected participants are intro

duced in Chapter 2. Also included are the research procedures utilized. 

Names of selected participants, their teachers and schools have been changed 

so that there is complete anonymity, an essential aspect of this research. 

The CommtUlity 

This investigation was conducted in the commtUlity of Nogales, 

Arizona, located on the United States-Mexico border in Southern Arizona. 

Nogales is adjacent to the rapidly growing trade and tourist center of Nogales, 

Sonora, Mexico, having an estimated population of 150,000. Nogales's near

est U. S. neighbor of considerable size is Tucson, approximately 65 miles to 

the north. 

The 1980 Bureau of the Census figures indicated that Nogales, 

Arizona, had a population of 15,583 persons, out of which 13,337, or 85 per

cent, were of Spanish origin. The Nogales Public School population reflects 

these figures as more than 85 percent of the student body is composed of 

Mexican-American surnamed individuals. This ethnic balance is at marked 

variance to that of the total student population of Arizona schools. 

7 
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In a study by Lay James Gibson Associates (1980), conducted for 

the City of Nogales, of the 502 heads of household surveyed, it was determined 

that over 25 percent (125) had had nine yea!:s or less of schooling in either the 

United States or Mexico and that 38 percent (190) had eleven or fewer years of 

schooling. On the other hand, the study revealed that 62 percent (311) claim 

twelve or more years of school; they are high school graduates or the rough 

equivalent. Approximately one-fifth (95) had completed the 16 or more years 

that are usually required to earn a B. S. or B. A. degree. 

In addition, the study found that a large share of all heads of house

hold could either read and write or speak English; also, 75 percent (356) could 

speak Spanish, and 63 percent (316) and 61 percent (306), respectively, could 

read and write Spanish. Needless to say, most of these people have played a 

very important role in the development of the town of Nogales and are func

tioning successfully in the United States. 

Selection and Description of Participants 

The participants in this study were Mexican-American community 

leaders who were selected by a panel of experts from among the leadership 

population of Nogales. The members of this panel were asked to nominate a 

maximum of 30 individuals from the Mexican-American population in Nogales, 

Arizona, whom the panel members perceived to be influential in the commun

ity. The nominated individuals were rank ordered, and 20 persons were selec

ted as the sample for this study on the basis of frequency of choice and of 
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ranking by the panel of experts. The investigator contacted each individual by 

telephone to explain the purpose of the investigation and to determine whether 

that person was willing to participate in the study. Sixteen of the individuals 

contacted immediately agreed to participate, while four indicated that they 

would not be available due to scheduled vacations. As a result, the next four 

individuals on the ranking list were asked to partiCipate. 

Age may be an important factor in considering the participants. 

Three individuals chosen as participants were between the ages of 30 and 34, 

three were between 35 and 39, two between 40 to 44, three between 45 to 49, 

four between 50 to 54, three 55 to 60, and two over 60 years of age. Twelve 

of the participants were male, and eight were female. Sixteen of the sample 

were married, while four were single or widowed. Eighteen of the partici

pants attended all 12 years of schooling in Nogales, Arizona, or in nearby 

communities such as Tubac or Sasabe, Arizona. Two individuals received 

their elementary education in Mexico, while three other participants received 

part of their elementary education in Catholic schools in Nogales, Arizona. 

Eleven of the participants had attended a four-year college or other higher 

educational institutions, such as the FBI Academy or Mexican universities. 

The majority of the individuals were fOW1d to be monolingual Spanish upon 

entering the American public school system. Most of the participants were 

classified as professionals within their respective fields of work. The pro

fessions represented by the participants included law, business, government, 
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education, and social services. Several of the sample members were retired 

but still identified by the panel of experts as active in the decision-making 

processes of the community. 

Design of the Investigation 

The design of the investigation conducted by Trujillo (1982) was care

fully replicated. A search of the literature related to the problem of the in

vestigation was conducted and is treated in Chapter 3. Similar references 

were used in this study as those utilized by Trujillo, although some more 

recent literature and additional data was used when available. 

The search for appropriate data focused on perceptual, cultural, and 

interpersonal theories which were thought to be useful in detailing relation

ships which the Mexican-American participants had experienced during their 

formal schooling. 

A three-part theoretical framework, established by Trujillo (1982), 

was derived from the literature of psychology, anthropology, and education 

and was further developed and applied to provide appropriate organization and 

meaning to the investigation. This framework, grounded in the theory of per

ceptual psychology, is composed of the three parts: (1) Perceptual Processes; 

(2) Cultural Processes; and (3) Interpersonal Processes. 

Formulating the Instrument 

The interview schedule, drawing on the theoretical framework, was 

constructed by Trujillo (1982) to probe certain student-teacher relationships. 
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This schedule was designed to be used in face-to-face interviews, with the 

investigator recording participants' responses in both written and audio-taped 

form (see Appendix for interview schedule). 

Field Testing the Instrument 

Prior to the use of the instrument with the sample population, vari

ous interviews were held with individuals of the Mexican-American commun

ity. The trial results were used to determine whether slight modifications to 

the interview schedule were needed. The trial also provided the investigator 

experience in administering the schedule. 

Conducting the Interview 

This investigator, as a member of the Nogales community, !mew a 

majority of the participants personally and deliberately attempted to establish 

a professional yet relaxed environment for the interviews. The interviews 

were conducted mainly in English, but on many occasions examples were 

shared by both investigator and participants in Spanish, an important factor 

believed to assure more accurate reporting. 

Treating and Reporting the Data 

The data was organized and analyzed in the same manner as the orig

inal study (see Figure 1, p. 43 for a schematic representation ofthe theoretical 

framework). Each category of the Interpersonal Processes portion which was used 

to organize and analyze the data, is presented in a following chapter, begin

ning with a review of selected concepts associated with the category. Each 
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questionnaire statement is then developed as follows: (1) the questionnaire 

statement is presented together with a histogram displaying the quantitative 

data derived from the response to individual questions; (2) the quantitative 

data is discussed; (3) certain of the respondents I comments are presented and 

discussed; and (4) a summary of quantitative and qualitative data is given. 

Results of the study are synthesized in terms of conclusions and recommenda

tions in Chapter 9. 



CHAPTER 3 

REVIEW OF THE LITERATURE AND 

PRESENTATION OF A THEORY 

This chapter reviews selected literature pertinent to the investiga

tion. The first section presents perceptual processes which are considered 

essential elements in man's quest for self-adequacy. The second section 

introduces various ideas regarding cultural processes which appear to help in 

understanding the impact of culture and the educational system on Mexican

American children in schools. The third part presents a group of concepts 

related to interpersonal processes which appear to be useful in understanding 

teacher-student relationships. 

Introduction 

Humanistic psychologists are in agreement that man's basic motiva

tional tendency is toward self-actualization (Dembo 1977). Two of these 

psychologists, Combs and Snygg (1959, p. 45), defined self-actualization or 

adequacy as a "great driving, striving force in each of us by which we are 

continually seeking to make ourselves ever more adequate with life." In addi

tion, Combs, Richards, and Richards (1976, p. 57) stated, "Asleep or awake, 

each of us is engaged in an insatiable quest for personal adequacy." Fritz 

Heider (1958) added that the organism has definite potentialities and because it 

has them, it has the need to actualize or realize them. Maslow (1971, p. 35), 

13 
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in discussing personal adequacy, stated, "We have, each one of us an essen

tial inner nature which is intrinsic, given, natural, and usually very resistant 

to change." He also noted that this inner nature, the need for love, charac

terizes every human being and leads to psychological health or growth toward 

self-actualization. Carl Rogers placed great emphasis on motivational ten

dency toward self-actualization on the part of infants and the mode of experien

cing which characterizes the infant (Smith and Vetter 1982). 

Earl C. Kelley (1962, p. 9) wrote that adequacy of the self is built 

almost entirely in relationship to others. He added that the important matter 

is not so much what a person is, but what that person thinks he is. Adequate 

people, according to Combs et al. (1962, p. 50), "see themselves as persons 

who are liked, wanted, acceptable, able; as persons of dignity and integrity, 

of worth and importance. " 

Perceptual Processes 

Historically, psychology has been divided into two separate views 

regarding the study of man. Allport, in Becoming (1955), described these two 

traditional views. The first view, referred to as the external frame of refer

ence, Allport attributed to John Locke, who argued that the mind of a newborn 

child was a tabula rasa and that sensation, experiences, and association make 

their mark on the slate. In addition, Allport stated that Locke labeled humans 

as passive, reacting only when stimulated. 

The second frame of reference, called the internal frame of refer

ence, Allport attributed to Gottfried Leibnitz, who believed that the "intellect 
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is not a passive, blank slate but is self-propelled and perpetually active in 

manipulating what it senses and experiences according to its own inherent 

nature" (Allport 1955, p. 267). Furthermore, he contended that the person 

is not a collection of acts but is a source of acts and what happens to the indi-

vidual on the inside, not the outside, is what counts. 

The Leibnitz theory is very important to the development of a third 

frame of reference called perceptual psychology. This frame of reference 

evolved because many psychologists and social scientists felt that the two 

existing frames of reference were incomplete. The goal of perceptual 

psychology is to provide a frame of reference for the understanding of the 

whole person. It represents a part of a movement to explore not only what a 

human being was or is, but also what he could or might become (Combs, 

Richards, and Richards 1976). Perceptual psychology has been defined by 

Combs et ale (1962, p. 152) as one which: 

seeks to understand man in dynamic terms. It looks at human beings, 
not only through the eyes of an outsider but also in terms of how things 
look from the point of view of the behaver himseif. It is concerned 
with more than the forces exerted upon people from the outside. It 
seeks to understand the internal life of the individual; his wants, feel
ings, desires, attitudes, values, and the unique ways of seeing and 
understanding that cause him to behave as he does. 

According to Combs, Richards, and Richards, an attempt to understand 

persons exclusively in behavioral terms can only provide partial answers 

about what people are like and why they behave as they do. They suggest that 

persons not only behave, but feel, hate, think, believe, value, and love. 
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Furthermore, they believe that an adequate psychology must provide insights 

regarding these important human qualities for individuals to better understand 

human functioning and behavior. 

Perceptions and Self-Concept 

Kelley (1962, p. 9) argued that "the self consists in part, at least, 

of the accumulated experiential background, or backlog of the individual. It is 

what has been built, since his life began, through unique experiences and unique 

purpose on the individual's unique biological structure. " 

The U. S. Commission on Civil Rights (1975a, p. 30) defined self

concept as "an organization of images which each person has about himself in 

the world. These images develop over time from interaction with the family, 

which is the first context in which children see themselves." Self-appraisals 

from infancy onwards in interaction with "significant others" largely determine 

the character of the self, at least until one is well into adolescence and to a 

greater or lesser degree throughout life (Mullahy 1970; Combs, Richards, and 

Richards 1976). 

The U. S. Commission on Civil Rights (1975a, p. 59) concluded that 

children's self-concepts are formed by the image of self conveyed by others 

around them. In addition, children who feel unacceptable to a particular group 

of persons not only develop poor self-concepts because they feel threatened, 

but also form negative attitudes toward that group. 

A person can only see himself in terms of his experience and the 

treatment he receives from those responsible for his development (Combs, 
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Richards, and Richards 1976). He is likely~ therefore, to be strongly affected 

by the labels which are applied to events by "significant others" in his life. 

Purkey (1970) stated that it is becoming clear that many of the diffi

culties which people experience in most areas are closely connected with the 

ways they see themselves and the world in which they live. 

Mullahy (1970, pp. 153-154), in summation of Harry Stack Sullivan's 

work, wrote that it was necessary to emphasize the importance of school only 

because secondary-group relationships arise in part in the more formal educa

tion, although their initially most important source lies in the expansion of 

direct primary relationships. 

It is important to emphasize school as a second major factor of in

fluence over the child after the family (Biehler 1974; Combs, Richards, and 

Richards 1976; U. S. Commission on Civil Rights 1973). Biehler (1974, p. 400) 

added that at the secondary level, students are probably more inclined to iden

tify with teachers than with parents, perhaps because they are in conflict with 

their parents and also because younger teachers are closer to them in age. 

Perceptions and Behavior 

Perceptual psychology regards behavior as a symptom and concen

trates attention upon the perceptual field of meaning behind the observed 

behavior (Combs, Richards, and Richards 1976, p. 393). Researchers such 

as Combs, Richards, and Richards (1976, p. 394) note that people do not 

express themselves vehemently about other people unless these things have 

"important and often highly revealing meanings for them. " 
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Purkey (1970) added that people evaluate the world and its meaning 

in terms of how they see themselves and the significance or insignificance of 

things in relationship to themselves. Combs, Richards, and Richards (1976, 

pp. 20-22) wrote that people do not behave according to facts as others see 

them. Combs and his associates stated that behavior is governed by the 

person's unique perceptions of himself and the world in which he lives. In 

addition, they added that behavior is not a function of the external event, but 

of the person's perception of it. 

Combs et al., in Perceiving, Behaving, Becoming (1962), concluded 

that children tend to see themselves as they think others perceive them. They 

also concluded that children more readily accept what others think and say 

about them than what they think of themselves. Furthermore, the feedback 

that people provide each other as they relate in different situations can deter

mine who they are. 

Trujillo (1982, p. 20) stated that "the combination of an individual's 

unique perceptions formulate what the psycholgist refers to as the perceptual 

field, which is organized as a figure ground basis." Furthermore, she added 

that experiences are influenced not only by the figure, but also by all other 

people in the field of experience at that moment. Every behavior is a function 

of the perceptual field at the instant of behaving and any behavior can serve as 

information from which to make inferences about the nature of the field. 

Behavior, according to Combs, Richards, and Richards (1976, p. 39). 

is Significantly affected by the individual's perceptual field at the moment of 



action and thus, in order to produce changes in behavior, it is necessary to 

produce some change in the personal field of meaning. Combs et al. (1962, 
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p. 76) stated, IIIf we can understand how a person is perceiving right now, we 

may be able to help him change his behavior even if we do not know how he got 

this way. That is, if human behavior is a function of perception and if percep

tion exists in the present, then it should be possible to change behavior if we 

can change present perceptions. This opens vast new possibilities for 

education. II 

The Effect of Threat or Change in Behavior 

Combs, Richards, and Richards (1976) stated that concentration on 

a limited part of the field under threat often helps individuals to cope more 

effectively with emergency situations. In this regard, an awareness of the 

threat to a person's existence and the concentration to deal with problems pre

cisely and quickly are absolute necessities. 

Pendergrass (1971) added that whatever seems threatening to a 

person demands attention and produces a degree of tunnel vision in the percep

tual field. It is important to note that this narrowing of the phenomenal field or 

what is called tunnel vision can also be inefficient and harmful if it becomes 

too extreme. 

In addition to the narrowing of the phenomenal field, there is a funda

mental need to maintain and enhance the phenomenal self, and this also re

stricts perception. People have no choice, according to Combs, Richards, and 

Richards (1976) but to defend their self-concepts whenever they seem to be 
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severely threatened. This self-defense, they added, provides a degree of 

stability to the self and makes the maintenance of identity possible. Kelley, 

in Combs et al. (1962, p. 18), added that those who do not like what they see 

when they look at themselves are the fearful ones--not just afraid of present 

danger, but taking a fearful view of everything in general. Fear, according 

to Kelley, renders them helpless; this leads to alienation from others and 

hostility toward others. 

In order to behave effectively people need to change their concepts of 

self according to the demands of new experiences, times, and places. This 

process, according to Combs, Richards, and Richards (1976), is extremely 

difficult for threatened personalities. Dembo (1977, p. 308) wrote that learn

ing which involves a change in self-organization in the perception of oneself is 

threatening and tends to be resisted. He stated that these learnings are some

times painful and threatening because they have to do with contradictions within 

oneself. In addition, he concluded that these learnings which are threatening 

.to the self are more easily perceived and assimilated when external threats 

are at a minimum. He wrote, "The boy who is retarded in reading already 

feels threatened and inadequate because of this deficiency. When he is forced 

to attempt to read aloud in front of the group, when he is ridiculed for his 

efforts, when his grades are a vivid reflection of his failure, it is no surprise 

that he may go through several years of school with no perceptible increase in 

his reading ability" (Dembo 1977, p. 308). 
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Fear is used by Combs, Richards, and Richards (1976, p. 307) as 

"the word we use to describe our responses in situations in which the threaten-

ing object is clearly and sharply in figure." If the threatening perception 

cannot be clearly seen, then people speak of being anxious. "Anxiety is thus 

a state of being threatened in which the threatening object cannot, for one 

reason or another, be clearly and precisely differentiated" (Combs, Richards, 

and Richards 1976, p. 307). 

Anxiety, according to Dembo (1977) describes the emotional state 

associated with apprehension and fear. Whenever an individual's assessment 

of the situational demands leads him to believe that he may not be able to solve 

the task, he is prone to experience the various consequences of anxiety. In 

addition, Dembo concluded that the type and degree of anxiety differs widely 

among students. For some, anxiety is a generalized fear of the total school 

situation; and for others, it is a fear of a specific aspect of the school's envi-

ronment, such as teachers, peers, particular subject areas, or tests. Brown 

and Semple (1970) discovered that adolescents being tested on verbal and 

perceptual-motor tasks in unfamiliar settings paid more attention to the strange 

surroundings than to the problems they were to solve. 

Smith and Vetter (1982, p. 130) wrote that Harry Stack Sullivan dis-

tinguished clearly between anxiety and fear. They stated: 

Anxiety is seen as arising when there is an interpersonal threat to the 
self-esteem of the individual, while fear arises from an external threat 
to survival or biological integrity. The effects of anxiety are not 
entirely negative. In fact, to an even greater extent than in Freudian 
theory, anxiety is seen as essential to the normal development of the 
personality. 
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Mullahy (1970, p. 374) added that the anxieties, or fears of failures 

that children may suffer in their relations with peers and adults, apparently 

often take their toll on the human personality. 

Purkey (1970, p. 26) discussed stress and failure and stated that 

able children performed less effectively under the stress of the failure situa

tion. Further, as shown by self-referent statements, children in the experi

mental group tended to regard themselves less highly, believing that they were 

not as highly regarded by significant others in their lives and showing a decre

ment in intellectual productivity. Thus, the negative effect of failure was mani

fested in both the reported self-concept and the measured cognitive functions. 

Regarding anxiety, Barnes (1977, p. 283) wrote, "A s a people we 

are anxious to be successful. We learn as children in our homes to be anxious 

about 'do's' and 'don't's' which our parents expect of us." Studies concerning 

the worries of school children repeatedly revealed that a major area of 

anxiety for school children lies in the area of competitive success, whether in 

school or in work (May 1950). Glasser, in Schools Without Failure (1969), 

argued that in order for a person to succeed at life in general, he must first 

experience success in at least one important aspect of his life. For most 

people, that one important part should be school. But he added that the tradi

tional approach to education, which emphasizes comparative grading, allows 

only a minority of students to succeed. 

Kelley (1962, p. 16) noted that a child, by good experiences, can be

come less fearful and more open, and confidence can be built by the quality of 
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his experience with others. Confidence opens the doors so that the perceptive 

matter of growth can again be received. Kelley added that the individual must 

not see others as threats, but assets, and that this will not happen until others 

cease to act towards him in ways he perceives as threatening. 

Purkey (1970) concluded that all too often, schools are places in 

which students face failure, rejection, and daily reminders of their limita

tions. Often, schools are unable to adjust themselves to the individual differ

ences of students; therefore, many children face humiliation and anxiety. 

The policy of ability grouping in which children are graded by being 

placed in certain categories is another serious problem in American education, 

according to Purkey (1970). He stated that the school as well as the student is 

in a difficult position when the child becomes convinced that school is not the 

place for him, that it is a place of threat and anxiety where he cannot hope to 

succeed and where his identity is lost. 

Jersild, in Philosophies of Education (1961), was quoted as saying 

that teachers are deeply involved with the psychological welfare of their stu

dents, Teachers tamper with the emotional lives of their students when they 

ignore them, when they pronOlUlce failure on them, and when they fail to recog

nize the symptoms of anger, fear, and other forms of distress. 

Children discover who they are as a consequence of experience. In 

a study by the U. S. Commission on Civil Rights (1975a, p. 31), it was deter

mined that in school, the kinds of responses that children receive from peers 

and teachers and their own reactions to instructional material will positively 
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or negatively influence self-concept. Children's self-images are affected by 

the manner in which teachers relate to them and decide what is expected of 

them and by the success they experience with subjects. 

Glasser (1969, p. 131) noted that it is important that the teacher be 

non-judgmental and that children be allowed to make decisions on their own. 

This process s he wrote, will enable each child to learn that he is important 

to every other child and that what he says is heard by everyone. He added that 

children are not afraid to formulate ideas, enter into discussions, or attempt 

to solve their own problems when they experience the satisfaction of taking 

part in the making of decisions. 

As a rule, Bransford, Baca, and Love (1973) found that the Chicano 

child is hestitant to enter class discussions even when he knows the answer. 

He may not take part or contribute in class unless he is praised and encouraged 

to participate. Thus, the lack of encouragement and praise activates the cycle 

of frustration, lowered expectations, and poor performances that characterize 

so many Mexican-American students. 

In another study by the U. S. Commission on Civil Rights (1973), the 

problem of teacher interaction with Mexican-American students and Anglo stu

dents was discussed. This study revealed that there was an evident denial of 

educational opportunities for Mexican-American stUdents, as reflected in the 

classroom verbal interactions of these students with their teacher when com

pared to the verbal interaction of their non-Mexican-American counterparts. 
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Actual observations and interviews in 429 classrooms of schools in three geo

graphical areas of California, New Mexico, and Texas were included. 

Using the Flanders System of Interaction Analysis which focuses on 

types of teacher behavior, the U. S. Commission on Civil Rights (1973) study 

revealed that teachers praised or encouraged Anglo children more often than 

Mexican-American children. In addition, it revealed that teachers directed 

questions to Mexican-American children less frequently than they did to Anglo 

children. 

The Commission concluded that training programs be changed for 

those teachers who would be instructing Mexican-Americans. Furthermore, 

it recommended that educational programs relating to Mexican-American stu

dents be made more relevant (U. S. Commission on Civil Rights 1973). 

Zamora (1976), in "Staff Development for Bilingual-Bicultural 

Programs, " stated that the perceptions which people in a child's educational 

environment have of that child, as well as the child's own perceptions of him

self, maximally affect the level of success or failure experienced by the child 

in an educational program. She added that teachers' expectations for a typical 

minority-group child usually tend to become self-fulfilling prophesies. More

over, the teachers' attitudes and resultant behaviors may substantially alienate 

the child from the instructional program which is incompatible with the stu

dents' cultural and learning characteristics, thus further enhancing the nega

tive perceptions the child has of himself. The result, she declared, initiates a 

vicious cycle of failure leading to poor performance and to negative feelings. 
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Combs et al. (1962, p. 75) wrote that in order for individuals to 

change their behavior there must be a change in personal meanings. This 

process will only occur if there is an atmosphere of personalization in teacher-

student relationships which would create a less fearful environment, one more 

conducive to learning. 

Trujillo (1982, p. 25), in summation of the study by the U. S. Com-

mission on Civil Rights (1973),. concluded that: 

If a teacher tends to treat one group of students more favorably than 
another group, the children involved are quick to perceive this in
equality and are affected by it. When a teacher seldom praises or en
courages a Chicano student, the effects on his motivation and academic 
progress can be significant. His perceptions of a teacher who appears 
to him to praise and encourage others while withholding same from him 
could lead to certain conclusions. He might conclude, for example, 
that the teacher does not like him and that his education is not that im
portant to the teacher. 

Cultural Processes 

Perceptions and Culture 

Psychologists have used the word "perception" to refer to the pro-

cesses by which people organize and experience information that is primarily 

of sensory origin. They tend to stress that perception involves active opera-

tion on information and that it is not received passively or directly from the 

external world. Anthropologists and others frequently use the word "percep-

tion" in a much broader sense, to refer to not only the organization of sensory 

data, but to other areas such as world view, outlook on life, and interpretation 

of events (Cole and Scribner 1974). 
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Trujillo (1982) noted the importance of culture on perceptions when 

she asserted that this process has been discussed by various psychologists, 

anthropologists, and other social scientists. Of these, Combs, Richards, and 

Richards (1976, p. 117) stated, "No one is ever free from the effect of culture 

upon perceiving. We are continuously sensitive to those around us and to the 

meanings of events for them. These meanings become a vital part of our own 

reality to the extent that our perceptions tend to become more and more like 

the perceptions of the important people in our world. " 

The principal agents of the society in early life are the parents, who 

exert a significant and lasting influence on the personality of the individual 

(Combs, Richards, and Richards 1976; Smith and Vetter 1982; Kelley 1962; 

Dreikurs 1950). Benedict (1961, p. 3) believed that "from the moment of his 

birth the customs into which he is born shape his experience and behavior. By 

the time he can talk, he is the little creature of his culture, and by the time he 

is grown and able to take part in its activities, its habits are his habits, its 

beliefs are his beliefs, and its impossibilities are his impossibilities." Smith 

and Vetter (1982), in summarizing Horney's book, Theory of Culture and 

Neurosis, stated that Horney believed that the influence of culture on the de

velopment and functioning of both the normal and deviant personality was of 

major importance. They stated, "The mores and customs of the society 

become the rules governing the behavior of each individual and the guiding 

principles around which the personality must be structured. As a result, the 

particular culture within which a given person develops will largely determine 
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the personality characteristics which dominate his or her behavior. (Smith and 

Vetter 1982, p. 118). This position is reinforced by Combs, Richards, and 

Richards (1976, p. 120), who stated, "A child surrounded by parents, teachers, 

and friends comes in time to adopt as his own many of their definitions of him. " 

In addition, a child may be living within a familial, communal, educational, reli

gious, racial, regional, or national subculture. Each one of these subcultures may 

influence that child I s perceptions and behavior because people who identify with 

such groups share many common meanings, customs, traditions, and values. 

Dreikurs (1950, p. 3) stated, "When we observe people we find that the nature, 

character, and actions of the individual are determined by the experiences he 

encounters in the community within which he grows up." Combs, Richards, 

and Richards (1976, p. 120) added, "Indian, Mexican, black, and Anglo child

ren, for example, differ in their perception of the age at which children should 

assume responsibility for doing household tasks or caring for their clothing 

and appearance." As a result of these subcultures, teachers often have differ

ent attitudes toward the future academic potential and success of students from 

different races and cultural groups. Dembo (1977, p. 130) stated that "teachers 

generally hold more negative attitudes about most minority-group students than 

they have about white middle-class students. " 

Moore (1970) found that teachers perceived Mexican-Americans as 

products of a "folk culture, " dominated by traditional values that make it diffi

cult for them to learn in American schools. She also found that the perceptions 
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vation and ambition. 
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Not all Anglo-American images of the Mexican-American are un

favorable, according to Simmons (1974). Some stereotyp~s are intended to be 

complimentary, such as the belief that all Mexicans are musical, always 

ready for a fiesta, and very romantic rather than realistic. In spite of the 

fact that each of these beliefs may be partially true, it should be noted that 

these perceptions tend to reinforce Anglo-American images of Mexicans as 

childlike and irresponsible, eligible only for subordinate status. 

Language 

Cole and Scribner (1974, p. 24), in commenting on Jerome Bruner's 

work, stated that Bruner believed intelligence is to a great extent the inter

nalization of tools prOVided by a given culture, including not only technological 

hardware, but symbolic systems as well. They added that western-type 

schools teach in manners that are separated from everyday, practical acti vi

ties and that the language used in the schools is one used out of context for spe

cial analytical purposes, thus demanding and fostering abstract modes of 

thought. 

In a study by the U. S. Commission on Civil Rights (1975b), it was 

determined that the dominance of the Anglo culture was most strongly apparent 

in schools controlled by the Anglo culture where all instruction was given in 

English. In most instances cited in this study, those Chicano pupils who used 

Spanish in school were reprimanded. It added that the Mexican-American 
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child often leaves school confused as to whether he should speak Spanish, the 

language he learned at home, or accept the teacher's admonishment to forget 

his heritage and identity. 

The above-cited study of the Civil Rights Commission revealed that 

schools have not recognized the culture or traditions of Mexican-Americans and 

have not adopted policies and programs which would enable them to participate 

fully in the benefits of the educational process. Instead, they charged, the 

schools use a variety of exclusions and practices which deny the Mexican

American student the use of his language, pride in his heritage, and support of 

his community. 

Research by Williams, Whitehead, and Miller (1972) indicated that 

if a teacher judges a child's language as inferior, the teacher also perceives 

the child as having other negative characteristics. They investigated the con

cept of vocal stereotyping by examining the relationship between teachers' ex

pectations of student academic performance and teachers' attitudes toward 

student speech. Using students from three ethnic groups, the investigators 

found that teachers expected students whose speech they judged to be non

standard to perform less well academically than students whose speech they 

judged to be standard. 

Moore (1970, p. 77) wrote that many educators believe that most 

Mexican-American children are essentially "alingual" or "bicultural illiter

ates, " not truly speaking either Spanish or English. On the other hand, 

Pollack and Menacker (1971) wrote that in most societies, the ability to speak 



more than one language is looked upon as an essential characteristic of an 

educated man and that people in the United States are once again perceiving 

this characteristic as eSEential. 
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Spanish, like any other language, is more than a means of communi

cation, according to Tyler (1975, p. 11). "It is the embodiment of a culture. 

And as such, it offers a measure of cohesion, a reason for cooperation, a 

sense of security, and even a point of pride." The importance of the Spanish 

language as a means of communication for Mexican-Americans was discussed 

by Moore (1970). She stated that the use of Spanish carries great symbolic 

meaning for its speakers. This symbol, she added, has gained significance 

because many schools suppressed the use of Spanish both inside and outside· 

the classroom. The use of Spanish in informal relationships within the class

room persists along with the use of English in informal situations. Thus, she 

concluded, educators have defined the language problems as the major source 

of Mexican-American troubles in school. 

In conclusion, many writers suggested that in building a language 

program for students, the schools should take into account the probable effects 

of negative expectations of teachers in the achievement of low socioeconomic 

groups and minority-group children and develop programs based upon positive 

assumptions (Moore 1970; Combs, Richards, and Richards 1976; Tyler 1975). 

The Mexican-American, Culture and School 

The Mexican-American student is found in a continuum of educational 

levels. The levels span from the highly literate, well-educated professionals 
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to the untrained, illiterate agricultural workers. It may be similar in the 

rest of society, but unlike the rest of society, the majority of Mexican

Americans are vocationally untrained and functionally illiterate (Ulibarri 1968; 

Moore 1970; GOmez 1967; Tyler 1975; Galarza, Gallegos, and Samora 1969). 

Galarza, Gallegos, and Samora, in Mexican-Americans in the 

Southwest (1969, p. 39) stated that "as an ethnic group the Mexican-Americans 

have a present handicap of from four to seven years vis a vis the rest of the 

population." In addition, they added that with the rapid general increase in 

high school and college training of other groups, the Mexican-American must 

advance with even more effort simply to maintain his present position. 

Concerning Mexican-Americans attending college, Moore (1970, 

p. 69) noted that an extremely small proportion of Mexican-Americans reached 

college. She reported that in 1960 only 5.6 percent of Mexican-Americans aged 

fourteen or over could report some college. This statistic compared unfavor

ably with 25 percent for Anglos attending college. Poor educational attainment 

by Mexican-Americans could be attributed to "economic, social, and health 

reasons," according to GOmez (1967, p. 57). Problems with employment, he 

added, could manifest themselves in school situations leading to poor adjust

ments in school, failure, low grades, retention, absenteeism, development of 

a negative self-image, and finally an increased drop-out rate. 

Galarza, Gallegos, and Samora (1969, p. 37) suggested that occupa

tional mobility, neighborhood status, and income all have in some way affected 

the chances of the Mexican-American child to match the national norms of 
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educational attainment. They added that also to be considered is the fact that 

the educators have failed to consider bilingualism a cultural asset, thus making 

it an additional problem and a handicap for young people whose home language 

is Spanish. 

Poverty, even more than ethnicity, seems to account for so many 

failures of Mexican-American children in the classroom, according to 

Casavantes (1970). Regarding the same topic, Pollack and Menacker (1971) 

stated that many authorities believe economic factors are responsible for the 

large incidence of Mexican-American children's withdrawal, apathy, and low 

achievement in school. Boys and girls who are forced to quit school to help 

the family financially, even if they have high aspirations, are forced to lower 

their aspirations as they become aware of the social circumstances. 

A study by Jencks, et al. (1979) revealed that economic benefits for 

students who complete secondary schools are twice as great for whites as they 

are for minority students, particularly blacks. Furthermore, it was found 

that a high school diploma provided few advantages to students from economi

cally disadvantaged backgrounds. They concluded, "Apparently, high school 

graduation pays off primarily for men from advantaged backgrounds. Men 

from disadvantaged backgrounds must attend college to reap large occupa

tional benefits from their education" (Jencks et al. 1979, p. 174). 

In summary, those students from minority and economically dis

advantaged groups who stay in school longer receive few economic rewards 

for their perseverance. These students therefore, realize that further 
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schooling may not help them reap the benefits that are common for advantaged 

groups which in itself can be detrimental to the education of minority students. 

A study by the U. S. Commission on Civil Rights (1968) found that 

school administrators perceive Mexican-American students as not aspiring to 

educational success due to their culture. The report stated, "The lack of 

aspiration in a Spanish surnamed student is probably not his failure to accept 

prevailing cultural goals, but his awareness that he cannot make it. Assuming 

he has the ability as do many Spanish-surnamed students who drop out of 

school, it is the educational system and the majority society which kills his 

aspirations, not an inner deficiency" (U. S. Commission on Civil Rights 1968, 

p. 28). 

A recent study conducted in Nogales, Arizona, and Tucson, Arizona, 

by Dr. Patricia MacCorquodale for the Southwest Institute for Research on 

Women examined the attitudes and behavior of students, parents, and teachers 

related to students' career choices and aspirations. The study involved 2,464 

high school and junior high school students at six schools located in Tucson and 

Nogales. Of this number, 1,589 were Mexican-American and 476 were 

Anglo-A merican. 

The study concluded, among other things, that differing cultural con

texts could not be used as an explanation to account for lower educational 

achievement of minorities. In addition, the investigation revealed that there 

was no ethnic difference in the amount of encouragement the parents gave their 

children. Mexican-American parents' roles were, they found, limited by 
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their ability to speak English, by not knowing what courses were available to 

their children in school, and finally, by not being aware of career choices 

available to students. It was fOtuld that Mexican-American parents depended 

heavily on the schools to provide this information to their children 

(MacCorquodale 1980b). 

Additional problems contributing to the dismal educational failure of 

Mexican-Americans could be attributed to other factors, as was shown in a 

study by Rosenthal and Jacobson (1968, p. 55), when they presented the possi

bility that if a Mexican-American child looked more Anglo to a teacher, aca

demic expectations for him might be like the expectations for middle-class 

children. This observation was in comparison to those children who looked 

more Mexican or lower-class. 

Other investigations by writers such as Simmons (1974) and Paz 

(1961) found that there is a predominant Anglo-American expectation for the 

Mexican-American to be assimilated into the larger society, but, they added, 

this assimilation is contingent upon the Mexican-American becoming just like 

the Anglo-American. This opinion, they stated, is only partially complimen

tary because the Mexican-Americans want to be full members of the larger 

society while not wishing to surrender their cultural heritage. 

Ulibarri (1968, pp. 11-12) observed that the Mexican-American is 

under heavy pressure from the rest of society to function like the majority in 

"word, thought, and deed, " but that this burden becomes unbearable when ap

plied by the teacher in the classroom. Ulibarri also stated that teachers will 
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consistently reward the Mexican-American child for behaving like a middle-

class Anglo and will punish him for behaving like a Mexican. The school, he 

concluded, in its narrow middle-class cultural setting, does more to make the 

Mexican-American ashamed of his cultural heritage than any other societal force. 

Forbes, in Mexican-Americans: A Handbook for Education (1967), 

asserted that historically teachers have looked upon culturally different child-

ren as being culturally deprived. He also stated that educators have ignored 

the experiences and histories of these people and have tried to fill students' 

needs as if they were in a vacuum. 

In emphasizing the crucial nature of culture in the life of every 

person, Arthur Pearl, in Garcia's article, "Chicano Education: A Case for 

Alternative Schooling" (1978, p. 209), stated: 

Every etlmic or racial minorit~' ~ in addition to having the right to first
class citizenship, must retain the right to maintain their cultural heri
tage, in total or in part. Every Chicano must have the right to be 
Chicano, every Black must have the right to be Black, etc. This right, 
among others, has been absent due to the melting pot philosophy that 
has pervaded school programs and has effectively denied that right. 
Without the benefit of culture, teachers are not whole people. When 
teachers are not whole, they become non-people. Teachers cannot 
achieve anything approaching integrity of self if they are no more than 
a loose collection of skills. This seemingly obvious observation escapes 
the advocate of preciSion teaching who wants teachers to react to every 
student in the exact same way. 

Interpersonal Processes 

Interpersonal relationships are essential to man. He can hardly sur-

vive without contact with others (Dreikurs 1950; Fitts 1970). During the period 

from conception through the primary grades, the child's self develops through 
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the interactions that he has experienced with the important people in his world 

(Combs, Richards, and Richards 1976; Mullahy 1970). 

The first experiences are provided by the family, which is seen as 

the "transmitter of constancies" by Combs, Richards, and Richards (1976). 

Later in life, the school and his teachers will be the major cultural force 

assuming the greatest responsibility for the development of the child (Frost 

1972; Jersild 1961; Combs, Richards, and Richards 1976). Psychologically 

speaking, the teacher is the most powerful person in the classroom. The 

teacher's power is such that even when he does nothing, he does something to 

the class (Dembo 1977; Boy and Pine 1971). 

In a study of students' levels of performance and their relationships 

to teachers' levels of interpersonal functioning, Aspy and Roebuck (1977) re

ported that most teachers were providing levels of interpersonal skills which 

tended to retard rather than facilitate learning by their students. Dembo (1977) 

declared that teachers can change or improve their interactions with students, 

but like any form of human behaVior, change does not always come about 

easily. 

Interpersonal competencies by teachers, according to Fitts (1970), 

require the ability to give to others, as well as receive from others. In fact, 

the ability to give something to others is the best way to get something from 

others. 

Certain concepts involved in interpersonal processes are useful in 

examining perceptions which influential Mexican-Americans have of their 
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teachers. These concepts are: "aware," "accept, " "care, " "aspire, " and 

"share." The relevance of each to interpersonal processes is discussed in the 

following paragraphs. 

Aware 

Effective teacher-studep.t relationships can be developed through a 

process of differentiation. Boy and Pine (1971) stated that a teacher can 

develop an awareness of a student's cultural and subcultural stereotypes and 

of his personal lifestyle, all of which will enable the teacher to sense the 

tmique potentialities in those students who differ from him in expression and 

perception. 

Tyler (1975) added that awareness of differentiation is important be

cause what one person needs will not be the same as another's needs. Barnes 

(1977) considered the process of awareness in relation to the classroom when 

he used the word "contact." "Contact," according to him, is the beginning of 

person-to-person relationships. He added that it was the teacher's responsi

bility to get in touch personally with the students. Biehler (1974) wrote that 

teachers should strive to be participant observers and should make an effort 

to empathize with children and try to understand how the children feel in a 

given situation. This process of person perception is considered an important 

step in huilding a close relationship with another person. 
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Accept 

Current literature regarding interpersonal relationships in the 

schools has noted the importance of the concept "accept" in the establishment 

of meaningful education for Mexican-American children. Avila (1972, p. 210) 

stated that "there is a lot that teachers can do in terms of the relationships 

they have with the Chicano child, if they learn to respect who he is and where 

he is coming from." Boy and Pine (1971) emphasized that true acceptance is 

unaffected by any peculiarity of the student and that it does not depend upon the 

student's acting or talking in a special way, his socioeconomic background, 

his religion, or his I. Q. 

Jersild (1961) suggested that education should help children and 

adults know themselves and develop a healthy attitude of self-acceptance. 

Biehler (1974) and Boy and Pine (1971) added that persons who understand and 

accept themselves are better able to accept and understand others. Combs, 

Richards, and Richards (1976) wrote that a student should be accepted for 

what he is and who he is without the teacher's judging or placing values on that 

student. 

The concept of acceptance must not be ignored in education. It does 

not mean that the teacher agrees that the student's perceptions are always cor

rect, but rather that the teacher gives students an opportunity to express them

selves without ridicule or threat (Combs, Richards, and Richards 1976; Fitts 

1970; Boy and Pine 1971). 
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Care 

Mullahy (1970) suggested that a child who is cared for, respected, 

and loved will tend to foresee similar treatment in the future. Fitts (1970) 

pointed out that a person will grow and develop and become more able to meet 

his own needs when he understands, accepts, believes in, and cares about 

another troubled person. He also believed that there must be some caring 

before there is acceptance and that these two elements are crucial to good 

human relations. 

he: 

Fitts (1970, p. 59) concluded that an individual shows caring when 

1. Is interested in others and willing to be involved with them; 
2. Shows consideration for other's rights and feelings because they 

matter to him rather than because he is afraid of them or merely 
being polite; 

3. Tries to understand them; 
4. wants them to be free; 
5. Enjoys being with them; 
6. Limits his demands upon them; 
7. Is open with them. 

Aspire 

Levels of aspiration are important to the understanding of achieve-

ment behavior and teacher-student relationships. Research indicates that re-

peated successes or failures can influence the student's setting his level of 

aspiration (Dembo 1977). Levels of aspiration, according to Combs, Richards, 

and Richards (1976), will depend upon the degree to which persons perceive 

goals as contributing to the ellhancement of the self. In addition, Combs, 
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Richards, and Richards (1976, pp. 172-173) stated that "the family provides an 

individual with his earliest contacts to society of which he is going to become a 

part." The child will acquire expectations from his family which later in life 

will be influential in the formation of that person's level of aspiration. 

Biehler (1974) reviewed the German philosopher E. Hoppe's work 

regarding levels of aspiration and concluded that a person tends to raise his 

goals after successes and to lower them after failure. This process protects 

an individual from continual failure or from too easy achievement, which do 

not provide a feeling of accomplishment. 

Teachers can be very important in the lives of children and in their 

setting realistic levels of aspiration. Teachers must plan experiences for 

children so that all students will gain the knowledge and skills they lack to 

experience success. 

Share 

Sharing includes the concepts of "aware, " "accept," "care, It and 

"aspire." Sharing requires a genuine concern for another person. According to 

Fitts (1970), interpersonal relationships require the ability to give to others, as 

well as to receive from others. In addition, sharing necessitates cooperation. 

Cooperation between the teacher and student in the classroom can promote 

student learning and can add to his feelings of adequacy. 

Barnes (1977, pp. 65-67), in Democratic Classrooms, observed 

that the word "share," used in classroom contexts, suggested to him people who 
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study together and who are involved in a learning experience. In the process 

of studying together, student and teacher can enjoy each other. Sharing in 

education, according to Barnes (1977), requires that the parties accept each 

other as learners. Sharing also implies a feeling of equality among the parti

cipants. Barnes (1977, p. 67) stated, "It is in sharing that the structure of 

warm, personal, and productive relationships seem to become visible to those 

of us who are involved. " 

Trujillo (1982, p. 44) concluded, "Teachers in the classroom are in 

a strategic position to encourage students to become fully functioning persons 

through caring and sharing relationships. " 

This chapter has reviewed theoretical concepts used throughout the 

study as organizing guidelines. The framework devised by Trujillo (1982) is 

referred t.o as an "Organizational and Analytic Framework of Interpersonal 

Relationships, " focusing on the development and maintenance of a person's 

self-adequacy. The framework is separated into three major sections: 

(1) Perceptual Processes; (2) Cultural Processes; and (3) Interpersonal 

Processes. The Interpersonal Processes portion of the framework served to 

organize, report, and analyze information as was done in the Trujillo study 

(1982). The Perceptual and Cultural Processes sections were used to help 

examine the data also. 

The theoretical framework developed by Trujillo as utilized in this 

chapter is illustrated in schematic form in Figure 1. 
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CHAPTER 4 

PRESENTATION OF THE DATA: AWARE 

Method of Data Presentation 

This chapter and the following four chapters will present data 

related directly to the Mexican-American participants' perception of relation

ships with their elementary and secondary school teachers. The data are pre

sented and analyzed precisely as they were in the Trujillo (1982) study. As 

with the Trujillo study, the five categories of the Interpersonal Processes re

viewed in Chapter 3 were used as the theoretical framework to be addressed in 

this research: (1) "aware"; (2) "accept"; (3) "care"; (4) "aspire"; and (5) "share. " 

The categories of the theoretical framework are not precisely dis

crete and should be viewed as somewhat overlapping elements in the flow of 

the relational process. In analyzing the data, moreover, concepts drawn from 

the Perceptual and Cultural Processes portion of the theoretical framework 

provide additional perspectives. 

Each category of the Interpersonal Processes portion of the frame

work is presented in a separate chapter. Each chapter begins with a review of 

selected concepts associated with each of the five categories. Each question

naire statement is then presented as follows: (1) the questionnaire statement 

together with a histogram displaying the quantitative data derived from the 
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responses to the questions; (2) the quantitative data is discussed; (3) certain of 

the respondents! comments presented and discussed; and (4) a summary of 

quantitative and qualitative data is given. 

Aware 

"Aware" is the beginning of person-to-person relationships. A 

teacher needs to develop an awareness of a student's cultural stereotypes and 

of his personal lifestyle which will give the teacher an idea of the unique poten

tialities in those students who may differ from him or her in expression and 

perception. This process of person perception is considered an important 

step in building a close relationship with another person. 

The first four questions asked of the participants concern the con

cept of "aware" as it applies to Mexican-American students and their teachers. 

Questionnaire Statement Number 1 

"I felt my teachers were aware of me as a person. " 

In Figure 2_, 50 percent (10) of the respondents strongly agreed with 

the statement concerning their teachers' awareness of them as persons. 

Forty-five percent (9) of the respondents agreed with the statement; thus, a 

total of 95 percent (19) of the respondents were in agreement. 

Only five percent (1) of the respondents disagreed, and no one was 

undecided or strongly disagreed. 
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"1 felt that my teachers were aware of me as a person. 11 
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Respondents' Comments and Discussion 

Alicia Garino stated: 

I was in school in Mexico until the fifth grade. While I was in 
Mexican schools, I had very good teachers who paid a lot of attention 
to me. I was involved in many activities such as plays and programs. 
When I came to the United States, I was placed in an Americanization 
class in which there were only Mexican students coming from Mexico 
or from Nogales, Arizona, who were there to learn English specifically. 
Not a word of Spal,ish was spoken there. 

When I first started, I had a hard time because I was asked to 
read out loud, and I pronounced the words the same as they were writ
ten in Spanish. Everyone laughed at me and I started to cry. I felt 
terrible. My teacher went over to me and comforted me, and she told 
me not to be embarrassed because all of us were there to learn English. 
She sat with me and helped me pronounce the words, and from then on, 
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I gained confidence. Within four months I was promoted to the fifth 
grade. The next year, in the sixth grade, I had another terrific teacher. 
After she gave instructions to the class she would take me aside and 
would pronounce the words by whispering them in my ear, and I had to 
repeat them back to her. We had a great time. Alll)f my teachers 
gave me a lot of attention. 

Alicia, who attended school in Mexico her first five years, was well 

prepared in reading, writing, mathematics, and Spanish. She perceived that 

the success she had in the United States was due to the self-confidence she had 

acquired in the elementary schools in Mexico. The immediate attention that 

she received from her first two teachers, while in the United States, also 

helped her to feel good about herself and the subject matter she was going to 

learn. 

Guillermo Vargas also strongly agreed that his teachers were 

"aware" of him as a person. He commented: 

I was very involved. I was average or perhaps little above aver
age academically. I was very socially involved with what went on in the 
school, and I got to know the teachers through my social involvement 
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and through academics. They always had a tendency to relate to me, to 
ask me questions, and to encourage me, and they always tried to advise 
me. I always felt that all of my teachers were my counselors. I could 
go to them, at least the majority, and they would help me. That was 
simply because I got involved and I made it happen. I didn't wait for 
somebody to come and ask me, "Can I help you?" or anything. I created 
the desire, and if I needed help, then the help was available. 

Guillermo Vargas, a successful student in school, was aware from 

the very beginning that teachers would relate to him if he were successful and 

if he participated in all of the school activities. He also perceived early in 

grade school that if he were going to receive special help and advice, he would 

have to go to the teachers and make personal contact himself. This process, 

he commented, enabled the teachers to see him as a student who cared to do 

well and wanted the teachers' attention and help. 

Marcos O'Brian had an unusual problem, though not uncommon in 

Nogales; he was of Mexican-Irish descent. From his father he had inherited 

pale skin, light hair, and an Irish surname. He related: 

In my case they [teachers] were aware of me due to the fact per
haps of my name and appearance. They thought perhaps that I was fully 
Anglo, that I spoke English, even though brokenly, and I assume they 
probably wondered, ''Why does this boy speak more Spanish than 
English?" My mother, believe it or not, spoke to us in Spanish all the 
time. She spoke very little English, but my father always spoke in 
English. 

My teachers, I felt, were aware of me because I was a phenome
non. They couldn't understand that I could get along with both factions 
[the English-speaking and Spanish-speaking people]. 

Marcos O'Brian's self-perception of being different from other stu-

dents in Nogales helped him feel that he was someone special, particularly in 

the eyes of the teacher. He discerned that teachers were interested in him, 
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his family, and his background. This special attention was, in his view, very 

positive and rewarding, since teachers asked him many personal questions, 

and this made him feel they cared about him. 

Alfredo Dominguez also perceived that there was an awareness of 

him as a person by his teachers. This, he felt, was so because of his physi

cal characteristics. He stated, "I felt I was larger than the rest of the class 

-bigger than the rest of the boys in my class-so I thought they were aware of 

me as a person. I was in the back of the room, and I would be what you called 

gregarious. If anything else, I was a big kid. " 

Alfredo did not recognize himself as a bad student, although he did 

comment that his size was what differentiated him from other students. He 

felt teachers were aware of his difference. 

Many participants responded that they knew the teachers were aware 

of them because they were not able to speak English. Irma ·cdga recalled one 

special teacher \vhen she was in kindergarten. She recalled, "One special 

teacher was a very strong person. She was very strict and yet with me she 

was just so extra nice. Most of the pupils were afraid of her because she was 

very strict and she used to paddle left and right, but she never, ever touched 

me. She, in fact, liked me. She was eventually dismissed because of the way 

she would punish the pupils. " 

Irma had established a personal relationship with her teacher, in 

spite of the fact that the teacher was feared by most of the other students who 



50 

dared to speak Spanish. Irma respected the discipline that this teacher expec

ted and did not violate the rule of speaking Spanish. 

On the contrary, Rafael G6mez indicated that during grade school, 

he did not feel that teachers were aware of him as a student. This awareness 

increased, as he observed it, after grade school. He commented, "In grade 

school everybody was just there. But when I was getting to high school they 

started becoming aware of me as a person because I was getting more involved 

in the curriculum and extra curricular activities. I was a good student. I was 

always at the top of the class, sitting in the front and paying attention. " 

Only one individual disagreed with the statement concerning the 

teachers' awareness of him. Art Romero did not perceive that his teachers 

during his school years had been aware of him or his problems as a student. 

He commented, ''1 disagree. They [the teachers] were not aware. I had some 

needs. One of them was language and they really did not care, from the 

second through twelfth grade. " 

Art perceived that teachers did not appear to be concerned about his 

problem of communication in English. Art, a well-behaved student, acquired 

the skills of communication in English but not, he felt, because teachers 

wanted him to. It was rather because Art's family had a strong interest in 

education and failure was not accepted. 

Art, in addition to feeling that teachers did not care, perceived that 

he was being rejected by the significant persons in his school years. This 

attitude persisted through his high school years, and he did not develop good 
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feelings toward some of his teachers Wltil he made contact with teacher-

coaches, whom he felt were very supportive of him and his needs. The 

coaches were teachers, according to Art, who made contact with him and re-

spected him for what he was. These coaches eventually were the primary mo-

tivators for Art's decision to go to college. 

Questionnaire Statement Number 2 

"I felt that my teachers were conscious of my background. " 

As noted in Figure 3, 25 percent (5) of the respondents strongly 

agreed with the statement that teachers were conscious of their backgrounds. 

Sixty percent (12) agreed with the statement, giving a total of 85 percent who 

agreed with the statement. Fifteen percent (3) of the respondents were unde-

cided, and no one disagreed or strongly disagreed with the statement. 

Respondents' Comments and Discussion 

On this question most individuals agreed that teachers were aware of 

their backgrounds because the Spanish-speaking person in Nogales has always 

been the majority. Most teachers who came to Nogales, the respondents noted, 

were aware of this fact almost immediately upon entering the classroom. 

Delia Palacios, who strongly agreed when asked if she felt her 

teachers were conscious of her background, commented: 

When r was six years old r didn't speak one word of English. r 
didn't want to be different from anybody else when r started first grade, 
so r took on English like I had known it all my life. 

r didn't want to be different in any way. I just got in there and I 
mixed in. There were a few mor8 Anglos at that time. I remember 
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Mr. Johnson, my teacher, who had some children in school, and I 
wanted to mingle with them. They were conscious of my background. 
Maybe in my particular case because of the fact that they were con
scious of my background and that I was an outstanding student caused 
them to try and help me. I do believe that my second grade teacher, 
Mrs. O'Malley, tried to help me a lot in English. I do not remember 
any teacher trying to hold me back because of my background. I may 
have seen that happen to others, but not to me. 
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It appears from her comment that Delia was aware that she was not 

like all the other students, especially since she started in a school in which 

she ':Vas a minority and did not know English. These facts obviously did not 

bother her as much as they could have because of her outgoing personality and 

her desire to be like all the other children. 

Delia did not feel her teachers discriminated against her because 

she was a minority or because she did not know English. She did perceive that 

her teachers were aware of her situation and that they helped her overcome her 

lack of knowledge in English. 

Alfredo Dominguez also strongly agreed with this statement but for 

different reasons. When asked if his teachers were conscious of his back-

ground, he explained, "I strongly agree again. As I mentioned, if you spoke 

Spanish to one teacher, who used to be in elementary, she made us eat chilte-

pines and made sure that we chewed them thoroughly. So I must say they were 

very conscious of our background, and it made me very conscious of my 

background." 

Alfredo perceived that he was being constantly reminded that he was 

different from his teachers and from other students who did not speak Spanish 
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in the classroom or on the playground. Teacher contact with Alfredo in many 

instances was totally negative because of the reinforcements which reminded 

him and other students that their home language and backgrounds were un-

acceptable in school. He also discerned that he was unique in ways that were 

not agreeable to his teachers. 

Other respondents suggested that teachers could not be anything but 

conscious of the backgrounds of Nogales students, especially since the Nogales 

population has mainly been comprised of Mexican-American people. Many of 

the respondents like Alfredo Dommguez commented that teachers did not let 

them forget that they were different from the teachers and that English was the 

only acceptable language. 

Paula Perez agreed with the statement that teachers were conscious 

of her background, but also added: 

I entered the American public schools at the age of twelve. I had 
been educated in Spanish, and I did not know a word of English. Unfor
tunately, my teachers in the American school system, here in Nogales, 
avoided the fact that I was well-versed in math, Spanish, and reading in 
Spanish. I was, therefore, started in the same grade with those child
ren who were at school for the first time and did not know math nor 
could read either Spanish or English. 

Paula felt depressed and embarrassed when she was placed in the 

first grade at twelve years of age. She felt that her own self-confidence and 

past success helped her to set goals for herself to learn English as fast as 

possible. She could not forget that teachers did not use the experiences that 

she had acquired successfully in Spanish in order to help her learn in English. 
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Abe Mallon also agreed that teachers were conscious of his back-

ground, but felt that his teachers in the public school did not care about his 

well-being. He had attended Catholic school and could tell there was a differ-

ent type of teaching that stressed teachers caring whether he did well in school. 

He commented: 

I am sure they were conscious of it. Number one, I could not 
state what I wanted to state. A lot of times I felt embarrassed about 
speaking Spanish, and I would get some of my friends to translate for 
me. The teacher would come back and say, ''Why is it with a name 
like Mallon, that you don't know any English?" Of course, I would 
have to explain. I was very shy and timid, having come from a 
Catholic school to the public school. It was different. I don't know 
why-just a psychological thing. I felt like I was going into the mili·
tary. I could not get the personal attention that I was getting in the 
Catholic school. 

When asked if he got more personal attention in the Catholic school, 

Abe answered: 

If you were not dOing well in a certain subject, they would pull 
you aside. They didn't only ask you, but they told you that you got a 
D or a 4 on a certain subject. They would pull you aside and tell you 
that "you have to work harder on this because you are not catching 
what we are saying." It was up to you to decide. They would work 
with you at nighttime or whenever. They made you an individual. 
I did not get this kind of attention at Ross School, except possibly 
from Mrs. Johnson. She invited me to her house to spend an hour 
with her. She was a very good teacher. 

Abe recollected some very positive relationships with his teachers 

in the Catholic school. He felt they were conscious of his background and were 

willing to work with him to help him improve. Teachers in the public school, 

on the other hand, questioned his background and reasons for his inability to 

speak English. Abe perceived these experiences as threatening to his timid 

personality; therefore, he had problems with embarrassment and adjustment. 
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Guillermo Vargas also agreed with the statement that teachers were 

conscious of his background, but only because he felt they had no choice. He 

stated, "It's hard to answer the question because the minority, in essence, was 

the majority, so they were forced to be aware of your background. They were 

in a system where the Mexican-American was dominant so they were forced, I 

felt, to be aware of our ethnic background, our economic backgrounds, and our 

academic skills." 

Guillermo did not have the problems some other students had in 

school regarding English, but he did feel that the teachers were conscious of 

student backgrounds and student problems. He also perceived that, in his re-

lationships with his teachers, he could get the help that he needed. 

Art Romero, on the other hand, also agreed that teachers were con-

scious of his background, but that not all of these teachers tried to help him 

with his problems. He stated, "Some of them were conscious of my back-

ground. Some of them were aware of my situation and some of them tried to 

help, but not all of them. They did not care. " 

Jose Leon could not agree or disagree with the statement. He 

explained: 

Part of the problem is that when you are young, you are not 
aware of the actions of people. Some teachers may have been aware 
of my background, but I did not notice that they used this in our rela
tionship. I can say that some were very much aware, and, as a 
result, I did not get the treatment that I would have liked to have 
gotten. But to others it made no difference what my background was. 
I think they treated me pretty much as an individual based upon what
ever merit I had as my own person. 
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I I 
Jose Leon's reaction to this question seems to indicate that when he 

felt teachers were aware of his special problems they did not try sufficiently to 

help. For the others who were ignorant of his needs, Jose could not decide 

whether or not they had been of special help to him. 

Luisa Bracamonte had a different response to the statement. She 

reported that she did not feel different from other students, nor did she feel 

that teachers saw her or any other student as different. She stated, "They 

never discriminated because I was of Mexican descent. I felt I was treated 

very equally. What counted there was your ability to perform and to fulfill 

your obligations as a student." Luisa would not agree or disagree with the 

statement regarding her background. She responded, "I don't think background 

had anything to do with it. I think I was just a student. I don't think back-

ground entered into it. " 

Sylvia Garcia also agreed with Luisa and commented, "I felt I had 

no background. I was there. I was treated like everybody else. I was not 

aware that I had a specific background. " 

Sylvia and Luisa both felt that they had established warm, personal 

relationships with their teachers and that they were successful because they 

knew the only thing that really counted was how well they as students did in 

their classes. 

Alberto Ram{rez agreed with the statement when recollecting 

memories from his elementary school years in Mexico. He disagreed sharply 
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with the statement when he spoke about his relationships with his teachers in 

high school in the United states. He stated: 

The teachers in Mexico were very conscious of our backgrOlll1d. 
I did not experience that feeling in the United States. The relationship 
with my teachers in the United States was more superficial. The teachers 
did not even care about your background. They were not that much in
terested. They were interested in the value of their teaching and that 
you learned what they taught. The background did not enter very much, 
especially in education. 

Alberto's perception of his contact with teachers in the United 

States tends to indicate that Alberto did not receive substantial help from his 

teachers in regard to establishing warm and personal relationships. Teachers, 

he perceived, were interested more in the subject matter than they were in 

him as a human being. There was no two-way interaction which could have 

helped Alberto feel more secure in an environment in which he saw himself a 

stranger. 

Questionnaire Statement Number 3 

"I felt that my teachers were aware of me as a unique person with many 
social and cultural attributes. " 

As cited in Figure 4, 20 percent (4) of the respondents strongly 

agreed with the statement that their teachers were aware of them as unique 

persons with many cultural and social attributes. Ten percent (2) agreed, 

20 percent (4) were undecided, and 50 percent (10) of the respondents disagreed 

with the statement. 
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Respondents' Comments and Discussion 

Ten respondents disagreed with the statement regarding teachers' 

awareness of them as having cultural and social attributes. The majority did 

not feel that the teachers ever made any use of these attributes even if the 

teachers perceived that they existed. The respondents saw themselves as a 

majority, and, therefore, did not consider that they had anything less to offer 

than any other student did. 

Enrique Sanchez was one of the respondents who stated that he did 

not feel any different from the other students and did not feel that the teachers 

were aware of his cultural background. He recalled, "OUr ancestors are an 

Aztec family; I do not believe this was the reason teachers paid attention to 

me. I think it was just because I was a student with a bilingual background and 

the peer groups that I was involved with. The majority, 65 to 75 percent of all 

students throughout elementary and high school, were Mexican-American. " 

Enrique was aware that his family had a rich historical background. 

Nevertheless, the teachers seemed not to have acknowledged that this aspect 

of Enrique's past was of importance. 

Alberto Ram(rez also recalled that he perceived there were no sig

nificant differences between himself and others in school. He stated, "At one 

time they [teachers] did not allow us to speak Spanish in school. That was one 

of the big differences I found. I think, in an effort to discourage us from dis

traction on the school ground and in an effort to make us learn English faster, 

they restricted us from speaking Spanish. When I was young I wondered why. " 
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Alberto still cannot understand the real reason the educational 

system prohibited the use of Spanish. He perceived that perhaps this measure 

was the only way teachers could effectively enable non-English speakers to 

learn English. 

Abe Mallon also disagreed that teachers were aware that he was a 

unique person with many social and cultural attributes. Instead, he perceived 

that the teachers frowned on the students' backgrounds, especially if the stu-

dents could not communicate in English. He related, "I think that back in those 

days, the main concern was that you learned the English language. I think they 

looked down on you if you could not communicate. At least that is the impres-

sion I always lived with. Certainly, it was a struggle to learn English. " 

Abe also recalled that students who had difficulty learning English 

were placed into different grades. He stated that he now understands the 

reason the teachers placed students at different levels. When he was young he 

felt that the teachers looked down on those who could not communicate. Later, 

he perceived that they had done so in order that students could learn English 

faster. 

Rafael Gomez at first was undecided as to how to respond to the 

statement. He could not perceive that any of his teachers were aware of his 

having any cultural and social attributes, with the exception of one honors 

English teacher. He stated: 

I don't know if teachers really had that [cultural or social attri
butes] in mind. I might illustrate that with one class I took in high 
school. It was the only class in which a teacher appeared to be aware 



of the different cultural and social attributes we had because we studied 
culture and music. I feel that in grade school and even in high school 
the teachers were there just to teach their subject matter and get out. 

Rafael reported being left out in most classes because the teacher 

did not make use of his social and cultural attributes. He perceived that 

teachers during his school years were more interested in teaching their sub-

ject matter than making use of the students' background. 

Paula Perez and Rene Trujillo both disagreed v.ith the statement. 

Paula disagreed on the basis that, "Teachers did not make use of what I had 
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learned during the years I was educated in Spanish." Rene, on the other hand, 

not only disagreed but stated, "They looked at my abilities as deficiencies. " 

Both of these respondents perceived themselves as having rich cul-

tural backgrounds. Paula, a student who had studied in Mexico until the fifth 

grade, knew Mexican history and culture very well. The practice that hurt 

her the most was that her American teachers disregarded these experiences. 

Delia Palacios also felt that her culture was unique but that her 

teachers made no use of this uniqueness. Even her Spanish teacher, who 

could have provided Delia and others with more difficult and challenging work 

in their native language, apparently did not. She stated: 

Yes, it was unique. But I wonder how it was used or how it 
bettered our own culture. I was in a radio club with Mr. Jones. We 
used to go to the Rancho Grande and the presentation was all in 
English, never in Spanish. Our Spanish teacher was Anglo; she taught 
terrible Spanish. Our teachers would not say, "Because you are bi
lingual, do this extra, " or "we will put you in the front of the class. " 
I disagree that they made any use of it. 
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Four individuals were undecided regarding their response to the 

statement. One of these, Luisa Bracamonte, did not feel that cultural and 

social awareness of her teachers had anything to do with her education and 

student-teacher relationships. She stated: "I feel that it was my actions as a 

student that made me a unique person. It was cooperation and good grades. I 

don't think that it was so much cultural and social, but me as a person. They 

liked me; I didn't give them any trouble. " 

Petra Vasquez also did not know how to respond to the statement al

though she perceived that her teachers did not care. According to Petra, "All 

they considered was that I did not lrnow English and they [teachers] had to teach 

it to me. " 

Jes~s Fierro and Sylvia Garc{a agreed that teachers treated all stu

dents alike. They felt that since "90 percent of the students were bilingual, " 

there was no uniqueness in their background and there was no advantage to be 

bilingual or have a background in Mexican culture. 

Guillermo Vargas was not sure how teachers could make a distinc

tion between Mexican culture and Anglo culture for students, especially since 

the majority of the students were of Mexican-American descent. He stated, 

"No, because there's nothing that a teacher could really distinguish. They 

could not say, 'Here's the Anglo and here's the Mexican-American.' I can't 

even distinguish it in my mind because we were all, at least 99 percent, 

Mexican-Americans. " 
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Marcos O'Brian agreed that he felt a person from a different etlmic 

background has a lot to offer. He stated that Mexican-Americans have a rich 

culture that can add to what is presently available in the United States. In 

addition, he commented that what "we bring with us to school is as important 

as the things that we ~re to learn from a new country. " 

The only thing unique that his teachers were aware about him, 

Marcos acknowledged, was that he had gone to school in Mexico before he 

came to school in the United States. He also commented that he was fluent in 

English and Spanish when he started school in Nogales and that this in itself 

was a unique part of his background. 

Alicia Garino was very proud of her Mexican culture and background. 

She recalled that, even though most of the people in Nogales were Mexican or 

Mexican-American and that it was difficult to talk about culture, her teachers 

were aware of her background and would listen to her talk about the social 

experiences that she had had in Mexico. Alicia was one of the few respondents 

who felt not only that she had a rich cultural background which was different 

from her teachers, but that she felt that her teachers were willing to listen to 

what she shared about her experiences in Mexico. 

Questionnaire Statement Number 4 

"I felt that my teachers were sensitive to my needs as a bicultural 
person." 

As cited in Figure 5, 10 percent (2) strongly agreed that their 

teachers were sensitive to their needs as bicultural persons. Thirty percent 
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(6) agreed with the statement, 10 percent (2) were undecided, and 50 percent 

(10) disagreed with the statement. 

Respondents' Comments and Discussion 

Half of the respondents disagreed with the statement that teachers 

were sensitive to their needs as bicultural persons. Most of these persons 

felt that this type of awareness was not in vogue at the time they were in 

school; therefore, no importance was placed on it by their teachers. 

One respondent, Rene Trujillo, stated: 

I don't think that type of awareness was in existence. Teachers 
felt I was a Mexican kid from Nogales, but I don't think in those years 
the teachers were aware of any needs of the bicultural person. On the 
other hand, there might have been some exception that I cannot recall. 

When I went to school, people in the educational system were not 
socially conscious. One test would apply to all the students in the class. 
Naturally, each individual has different abilities because each is a pro
duct of a different home culture. I felt the teachers, for example, were 
rough on reading and arithmetic. One had to do his homework, and 
there was discipline. Students were more respectful of home discipline 
and school discipline. 

According to Rene's perception of his teachers' methodologies, all 

students were taught alike. The teachers emphasized the basics (mathematics, 

reading, writing), and there was no teacher awareness or social need to teach 

toward bilingualism or biculturalism. 

Luisa Bracamonte added that there had been no emphasis on bicul-

turalism when she was in school. She also commented on those people she 

felt were discriminated against: 
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A t the time I went to school, the only children that !thought might 
have been discriminated against were the ones that were very dirty. 
They were not clean. They answered back. They were troublemakers. 
There might have been a little discrimination perhaps, but as far as 
the group of friends that I had, we were never discriminated against. 
Perhaps the teachers were sensitive because we were bicultural. It 
was as if that did not exist in high school in the early 1940s. Maybe it 
was because we were at war that there was no emphasis placed on it. 
The only children that might have been considered bicultural. or dis
criminated against were the troublemakers. I don't think that we were 
considered bicultural then. 

Luisa added another perspective to the 1940s war era during which 

she attended school. She did not perceive that there was any need for bicul-

turalism or a sensitivity regarding that area by teachers. Everyone, she 

stated, was united in a war effort and the only ones whom she felt were dis-

criminated against or looked down on were those who were either trouble-

makers or unclean. 

/ 

Rafael Gomez also agreed with Luisa that when they were in school 

"this cultural thing was not really in. All of the students, " Rafael stated, 

"were just one big group. " 

Jose Leon also disagreed with the statement that teachers were 

sensitive to his needs as a bicultural person. He felt that the teachers taught 

him the same as they taught any other person in the classroom regardless of 

what his personal needs might have been. He also commented that he felt his 

teachers were correct in not allowing him to speak Spanish because he did not 

feel he would have learned English otherwise. 

Petra Vasquez stated, "Teachers and people in those days did not 

consider this. My parents told me I must learn English when I was in school 
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and that I should not speak Spanish at school. On the other hand, when we 

were at home my father spoke to us in Spanish, and we learned our Mexican 

history and traditions. My father was a very proud man, and he instilled this 

in his children. " 

Various respondents commented that instruction in Mexican culture, 

Mexican history, or the Spanish language was something that not only teachers 

did not believe in teaching, but that parents did not want their children taught 

in school. Their parents took on the responsibility to teach these areas at 

home. 

Francisco Acuna commented that when he first started school, he 

had a difficult time. Nevertheless, when bilingual-bicultural education began, 

he did not agree with its approach. He commented: 

Because I did not have it and I did not need it, it just made me 
work that much harder; and I felt it made me a better person because 
I had to work harder to listen, to make sure that I understood instruc
tions. It made it difficult for me to understand that at the beginning, 
but it made me work harder, and, therefore, I think I was rewarded 
through the years because I worked harder than the average American. 
The instruction was 100 percent in English. The first three years I 
had a hard time. After that I began to grasp and understand certain 
things. I never considered myself as handicapped. It just never 
crossed my mind. I do not think there was much consciousness on the 
part of the teachers. If they knew, I did not understand it. The class 
continued. No special time was given to me to make sure that I under
stood. What I did not understand was my problem. 

Francisco did not perceive any necessity for his teachers to be sen-

sitive to his needs even though he experienced difficulties when he started 

school. He attributed his success to hard work and not to any sensitivity of 

the teachers towards his needs as a bicultural person. 
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Delia Palacios disagreed with the statement that teachers were sen-

sitive to her needs as a bicultural person and also agreed with Francisco that 

her success was because she was a good student. She stated, ''1 cannot say 

that at any time during my high school anybody went out of his or her way for 

Mexican-Americans. " 

Alfredo Dom(nguez disagreed with the statement and commented: 

If they had been aware and sensitive, they would not have insis
ted that we speak English on the playground, in the classroom, and in 
the restrooms. In other words, we would not have been pWlished for 
speaking Spanish. I think this was through grade school. After I got 
into junior high and high school, one was not punished for those activi
ties, but there were those who were placed in A, B, or C tracking
those who knew how to speak English, those who knew some, and those 
who were weak. That is how you were tracked, and our grades were 
not high or low, but it was based on language. 

Alfredo perceived that his teachers in the elementary school were 

not sensitive to his needs, since they had forced him to speak English rather 

than his native tongue. In addition, when he moved into junior high and high 

school, he saw that students were being tracked, not because they were less 

intelligent, but because they had language problems. 

Sylvia Garc{a was one of those students with language problems, but 

she agreed that the teachers were sensitive to her needs as a bicultural person. 

She stated that she had been placed in kindergarten rather than first grade be-

cause of her English. However, she believed that the teachers were sensitive 

to her needs because they were trying to teach her the English language. 

Enrique Sa'nchez also agreed with the statement. He commented 

that Spanish had been the primary language of his family and that he perceived 
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"a special need from the teacher, which was the need to understand the English 

language." He explained that the difficulties he experienced in school were due 

to the bilingual problem and that normally he would think of a concept in Spanish 

and translate it into English and then back to Spanish again. 

Enrique felt that the teachers "discouraged any conversation in the 

Spanish language so that students learned English at a faster pace." In addi

tion, he stated, "Because of this problem, I think there was a lot of emphasis 

by the teacher on students acquiring the English language. " 

Enrique, furthermore, did not perceive the teacher as trying to give 

students additional problems. He regarded the language problem as just a 

problem that the teachers tried to correct. The teachers did not help students 

in translating thoughts or ideas which left students with little to say because 

they could not communicate them in English. 

Marcos O'Brian received a cultural shock when he started school in 

the United States. He stated, "Teachers were sensitive to the fact that I spoke 

English with an accent-a heavy Mexican accent. " 

Marcos stated that he felt uncomfortable because of the accent. The 

teachers, he claimed, did not make him feel this way; he did not know why he 

felt that way. He simply did. He stated, "I had that feeling which I outgrew as 

time went by. Initially, I had been to school with one hundred percent Mexican 

kids in Mexico. When I came here, I was not uncomfortable, but I was aware 

of the fact that there was a difference from where I had been before. " 
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Marcos spoke English and Spanish when he started school. In spite 

of this ability, he experienced a feeling of discomfort in the school system. 

Evidently, he had difficulty making the transition from one culture to the other. 

Guillermo Vargas responded differently, stating: 

I have to point out that everybody was of Mexican descent. There 
was one group like myself that wasn't Mexican-American, but was 
American, and the teachers related to me in that fashion. I wasn't a 
Mexican-American until I was a freshman at Arizona State. That is 
the first time I ever really felt that I was Mexican-American. Until 
then I was always American. I felt that the people from Nogales, 
Mexico, were Mexicans-not me. 

Guillermo sums up the thought of many respondents that he did not 

consider himself Mexican or Mexican-American, but perceived himself as 

being American and could not understand that other students had problems with 

language or that teachers would have to teach differently because of the stu-

dents' language and cultural problems. Guillermo did not feel a lack of accep-

tance by his teachers, and it appears that Guillermo's teachers had established 

good rapport with him. 

Summary of Scaled Responses 

In questionnaire statement number 1, half of the respondents 

strongly agreed that their teachers were aware of them as persons. Almost 

all of them agreed with the statement except one, whose opinion was undecided. 

Regarding statement number 2, which asked the respondents whether their 

teachers were conscious of their backgrounds, 85 percent agreed with the 

statement, while 15 percent were undec!ded. With reference to question 



number 3, 50 percent disagreed that the teachers were aware of them as 

unique persons with many cultural and social attributes. Thirty percent 

agreed, and 20 percent were undecided. Concerning questionnaire statement 

number 4 in the "aware" category, half of the respondents disagreed with the 

statement that teachers were sensitive to their needs as bicultural persons, 

and almost half of the other respondents agreed with the statement. 

Discussion 
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In the "aware" category, the respondents agreed that teachers were 

aware of them as persons. All of the respondents felt that their teachers, who 

were for the most part non-Mexican-Americans, were aware of the students' 

lack of command of English in communication. 

The respondents stated that their teachers established rules, were 

very strict in regards to discipline, and vigorously enforced the rule against 

speaking Spanish. They felt that their teachers, even if they were aware of 

the rich cultural and historical backgrounds of the Mexican-American students, 

did not make adequate use of this background. 

Some students who were well-versed in reading, writing, and 

mathematics in Spanish felt that their teachers made no use of this knowledge. 

Most respondents felt that their teachers could have established more personal 

contact to ascertain what the students knew and then build upon that base of 

knowledge. 
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Various respondents stated that they were American, not Mexican or 

Mexican-American, and thus saw only the need to better themselves in English. 

Other respondents added that, regardless of their backgrounds, the only thing 

that mattered to teachers was what they accomplished as students. 



CHAPTER 5 

PRESENTATION OF THE DATA: ACCEPT 

Accept 

The concept "accept" is very important in establishing positive 

interpersonal relationships with students. Acceptance is based on awareness 

of students as persons and awareness of their background. Knowledge of who 

a student is and where he is coming from assists teachers to demonstrate 

respect for the person for what he is and not what they expect him to be. 

In the classroom, educators should help children to know themselves 

and help them develop healthy attitudes of self-acceptance. Social

psychological literature indicates that students who understand and accept 

themselves are better able to accept and understand others. In addition, 

teachers should accept students for what they are and who they are without 

judging them or placing values on them. Teachers do not necessarily have to 

agree with a student's action or his perceptions, but rather they need to give 

students chances to express themselves without ridicule or threat. Students 

who are not threatened will feel comfortable and will enjoy learning. 

Questionnaire statements number 5 through 13 which follow are con

cerned with the concept of "accept" in its various levels as they relate to 

Mexican-American students and their teachers. 
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Questionnaire Statement Number 5 

''1 felt that most of my teachers accepted me as a person. " 

As cited in Figure 6, 45 percent (9) strongly agreed with the state

ment. Fifty percent (10) agreed, and 5 percent (1) strongly disagreed with the 

statement. 

Respondents' Comments and Discussion 

Delia strongly agreed with the statement regarding her teachers' 

acceptance of her as a person. She commented, "I think it was probably be

cause of my own attitude that I was going to be accepted no matter what. Some 

of the individuals that were not accepted may have been a little bit darker than 

myself and may have been a little poorer than myself. " 

Delia perceived that she was accepted by her teachers because she 

made it happen. Her positive attitude was perhaps responsible not only for her 

acceptance, but also for her success in school. It is interesting to note that 

she was aware that other students were not accepted, but she could not be sure 

of the reasons why this occurred. She observed that it could hardly have been 

because they were poor since her family was poor. She also speculated that it 

could not have been because they were dark since she considered herself dark. 

The non-acceptance of students, according to Delia, could very possibly have 

been because they did not feel that they could be accepted. 

Petra, another respondent who strongly agreed with the statement 

that teachers accepted her as a person, stated, "The teachers were always 

asking me to do things, and I did. I knew they liked me because of this. " 



20 

18 

16 

1·1 

12 

10 

8 

6 

4 

2 

0 

50% 
45% ----- -- -- -- -- -= ---= -------- -- -- -- -- -- -= --- 5% -= = = 
SA A U D SD 

Figure 6. Composite Response to Questionnaire 
Statement Number 5 (Accept). 

"I felt that most of my teachers accepted me as a person. " 
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Petra undoubtedly established close contact with her teachers, and 

they reciprocated. She knew that she had been accepted by her teachers be

cause they were constantly asking her to undertake special assignments. She 

added that to many this could have been interpreted as "teacher's pet, " but to 

Petra this meant that the teachers were pleased with her and the manner in 

which she carried out special assignments. She had established close per

sonal relationships with her teachers, and she was proud of them. 

Petra continued to express her feelings about her American teachers 

regarding her past experiences and education in Mexico. She also agreed with 

the "aware" statement, commenting, "My teachers, even though they ignored 

my past, accepted me and tried to help me learn. " 

Paula did not hold resentment for her teachers because they had ig

nored her previous Spanish education. She stated, however, that she could 

have done more had teachers used these past experiences in helping her learn. 

Nevertheless, she was a willing participant, and she accepted what her 

teachers had to teach her. She also accepted them for what they were. 

Rafael reported that teachers accepted him as a person and accepted 

the group of children as one culture, "a unique culture, as one would say, !!!@. 

capirotada." Rafael considered himself and the group a very unique one. His 

statement regarding his teachers' acceptance of that group indicates that he 

perceived himself and his classmates as a mixture of all kinds of individuals. 

In spite of this mixture, he perceived that his teacher accepted them and rela

ted to them, as if they were like the teacher. 
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Questionnaire Statement Number 6 

"I felt that my teachers accepted my Mexican-American background. " 

As shown in Figure 7, 25 percent (5) of the individuals strongly 

agreed and 60 percent (12) of the respondents agreed, making a total of 85 per

cent of the respondents who agreed that their teachers accepted their Mexican

American background. Ten percent (2) of the respondents disagreed, and 5 per

cent (1) of the respondents strongly disagreed. 

Respondents' Comments and Discussion 

The majority of the rt:spondents' 3tatements reflected the agreement 

that teachers who come to teach in Nogales were aware that the area and stu

dents were quite unique because, unlike other cities, the Mexican-American 

was the majority. Most respondents stated that whether they liked it or not, 

teachers had to accept students' Mexican-American backgrounds, but may not 

have used it or made reference to it. 

Alfredo, one of the respondents who believed teachers accepted his 

Mexican-American background, stated, "They may not have had a choice be

cause we were the majority then, as we are now." He added, "It was their 

job to accept it. They mainly tried to make the adjustment. They had to 

accept, whether they had a choice or not. " 

Art also agreed that the teachers accepted his Mexican-American 

background because "living in Nogales where the majority is Mexican

American, they had to accept us. They had to accept our background. 11 
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"I felt that my teachers accepted my Mexican-American 
background." 
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When asked if teachers truly accepted his background or if they just 

ignored it, Art responded that it was a combination of both. He stated, "They 

never used it, but I think they were aware. They did accept my Mexican ways, 

but never made any use of them." He added that some teachers had made fun 

of the students' backgrounds, especially at the elementary level. He went on 

to say, ''We could not speak any Spanish on the playground or inside the class

room. And not knowing English, that meant we could not communicate. We 

were not able to say anything. " 

Art and other students like him were placed in a very difficult 

situation. On the one hand, they were in classes with their friends, in a 

familiar environment. On the other hand, the authority figure was a person 

who suppressed his communication. At one point in his school life, some 

teachers had made fun of this predicament, and Art indicated that he had been 

hurt. 

Paula also agreed with the statement that teachers accepted her 

Mexican-American background. She also noted that as a student, if she could 

not say something in English, she would not say it at all. She commented, 

"They knew I could not speak English, and they forced people to learn. Anyone 

speaking Spanish would be paddled. I didn't want to be paddled, and therefore 

said nothing because I could not say it in English. " 

Paula perceived that it was important that she learn English. She 

also felt that what she had to say was not as important as how she said it. 
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Many respondents were faced with the same problem of being in a language 

predicament-knowing what to say, but not how to say it. 

Petra experienced two types of attitudes toward her background. 

She encountered the first one in Nogales as she began school. The other she 

experienced when she went east to school. She stated that teachers in Nogales 

accepted her background because they had no choice. They knew what she was 

like, and the teachers wanted her to be like them. In the East, she experienced 

a different perspective because she was no longer a part of the majority, but 

rather one individual who was different. She reported: 

My father sent me to school in the East. The teachers there had 
me give reports to the class about what life was like here on the border, 
the food we ate, the things we did. When they saw the clothes I was 
wearing, the students were all surprised that I dressed like they did. 
My father used to send me postcards with pictures of the border and the 
people here. Everyone really liked to see them and was interested in 
them. This made me feel good. 

Petra's experiences in school away from Nogales gave her a feeling 

of uniqueness. The other students and teachers made her feel wanted, and she 

perceived that students and teachers established with her a warm, caring, and 

loving relationship. 

Rene' also agreed with the statement and commented, "I agreed with 

that because Nogales is rather unique as compared to a small town in the 

middle of Texas or in the middle of Iowa, or close to a mining town in Northern 

Arizona. When a teacher was hired and came to Nogales, that teacher had an 

awareness of the environment she had to work in which had an effect on the 

kids. " 
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I 
Rene clearly understood that his teachers were experienced and 

that they were aware of the problems Mexican-American children faced in 

Nogales. He commented that teachers, as well as students, !mew that good 

discipline was essential in an environment that was conducive to learning. 

Abe strongly agreed with the statement that teachers accepted his 

Mexican-American background. He had mentioned earlier in the interview 

that he always felt good when teachers would ask him about his name or his 

background. In regards to this questionnaire statement, he stated, "They 

would question the Mallon name and also question why I could not communicate 

in English. I guess that led to a little more friendship in the long run with the 

teacher because I had something some of the other kids did not have. There 

were not many kids with a name like Mallon. They were interested in me and 

my background, and I thought that was good. " 

Abe still perceived that his contact with teachers was done in the 

interest of forming personal interaction. Abe was proud of his heritage and 

his statements reflected that attitude. 

Alicia also agreed with the statement but remembered one teacher 

who, she recalled, did not accept her or any other Mexican-American. She 

stated: 

At the high school level, one of the teachers didn't care too 
much for Mexican-Americans, and whenever I needed to be excused 
from the classroom she would always refuse. One day I got up and 
I went out without even asking for her permission. I went to the 
principal's office, and I explained the situation. I believe he talked 
to her, and afterwards, I was excused whenever it was necessary. 
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Alicia perceived that she and other Mexican-American students were 

not treated alike in this specific teacher's .classroom. She stated that the 

majority of the students "in that particular class were Americans or Anglos, 

and I was one of about five who were Mexicans. " 

She acknowledged that this teacher allowed all of the Anglo students 

to go to the bathroom and that the teacher was more lenient with the Anglo boys 

than she was with the Mexican-American boys. She added that the teacher 

paid little attention to the Mexican-Americans in class. 

Alicia perceived that her teacher did not care for Mexican

Americans. The teacher eVidently did not try to establish communication with 

these Mexican-American students. Furthermore, Alicia did not perceive that 

this teacher had provided a fair, just learning environment. Fortunately, 

Alicia was aware that this attitude was wrong and she could communicate with 

her principal concerning it. 

One other respondent agreed with the statement ?nd reported that 

she never felt teachers had not accepted her background. Delia noted that in 

Nogales teachers had a choice to accept the Mexican-American's background, 

and she perceived that they always did. She remembered a lot of prejudice 

but none of it from teachers. 

Jos£! did not feel that his teachers were cognizant of any differences 

between students of Mexican-American or Anglo backgrounds. He reported that 

teachers who came to Nogales did not teach with the idea that they were teach

ing Mexican-Americans. He thought that the teachers taught him in the same 
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way they would have taught any other individual regardless of what needs they 

may have had at that time. He commented, "I don't think the teachers did it 

purposely. They just didn't understand what was necessary. They did not 

understand the problems people like myself had at that time. I didn't know 

English in the first grade, and that was my problem. Furthermore, I don't 

think they went out of their way to solve that problem. It was something that I 

had to solve by myself. " 

I Jose stated that teachers taught the same way they would have taught 

at high school with predominantly Anglo students. In addition, he observed 

that whether he made it through these teachers' classes was his problem and 

not the teachers' problem. 

Guillermo strongly disagreed with the statement because he did not 

classify himself as a Mexican-American. He considered himself an American, 

and he felt that the teachers treated and taught him as an American. 

Questionnaire Statement Number 7 

"I felt that my teachers accepted my Spanish-English bilungualism. " 

As presented in Figure 8, 15 percent (3) of the respondents strongly 

agreed, while 45 percent (9) agreed with the statement that teachers accepted 

the student's Spanish-English bilingualism. Thirty-five percent (7) of the 

respondents disagreed, and 5 percent (1) strongly disagreed with the statement. 
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"I felt that my teachers accepted my Spanish-English 
bilingualism. " 
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Respondents' Comments and Discussion 

Irma strongly agreed that her teachers accepted her Spanish-English 

bilingualism. She added that none of her teachers had ever demonstrated to 

her that they had not accepted her bilingualism. She did remember one 

teacher who had the reputation of rejecting the students' bilingualism, but she 

stated that she had never taken a course from this particular teacher for that 

reason. 

Another respondent, Delia, also strongly agreed and reported, "I 

immediately got into English. It did not make any difference to them. I never 

had the problem of being spanked. I know it existed. In recess they used to 

watch us very carefully. Nevertheless, I believe that if I go to Japan I am 

going to learn their language so that I can be accepted. It was because of my 

attitude that they accepted me. " 

Delia perceived that in order to learn English she had to speak 

English. She did not defy her teachers and felt that in order to learn she had 

to have a positive attitude towards the language and those teachers who taught 

it. In her case, it can be assumed that the teachers approached the problem 

by stating the importance of learning English and not making her ashamed of 

her own native language. 

Sylvia also strongly agreed with the statement, but added that 

teachers did not make any use of the knowledge of both languages. She stated 

that if students could not communicate in English, then they would not be able 

to communicate at all. 
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Many of the respondents who agreed with the statement reported 

that teachers accepted their bilingualism, but never made use of it in the 

classroom. Few, if any, of the teachers spoke Spanish, and, according to 

the respondents, many of the teachers felt threatened by the ability of the stu

dents to speak a language other than English. Nevertheless, the respondents 

perceived that the teachers accepted bilingualism, especially if the students 

were not caught speaking Spanish in school. 

Alberto agreed with the statement but added that he felt some 

teachers were jealous of students who could speak two languages. He com

mented, "Anybody who speaks now in not only English but in any other langu

age would not be accepted by all teachers. " 

Alicia reported that, whenever she needed an explanation, her 

teachers allowed her to ask other students who were more fluent in English for 

help. She stated that her teachers allowed her to use her Spanish because they 

knew that she was learning English and that she was a good student. 

JesU's commented that presently "it is not bad to speak Spanish. " 

He remarked that when he was in school, however, students were not allowed 

to speak Spanish. He added that this prohibition of Spanish did not bother him 

but that it did hold back a lot of other students, especially in the lower grades 

because they were unable to communicate. 

Abe also indicated that teachers accepted his bilingualism because 

he had no other way of communicating. His teachers, he perceived, knew he 

was trying and there was nothing they could do about it. When asked if it had 
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bothered him that he could not communicate, Abe remarked, "I think maybe 

at one point or another this was so. There were different times I would rather 

not say anything than go ahead and make a mistake and possibly have the class 

laugh at me or have the teacher look down on me. Many times I would remain 

quiet. " 

Abe was very fortunate, in spite of the fact that he knew little 

English, because his teachers had established a good relationship with him. 

The times when he was left out or "shut out" because of his language did not 

damage the positive feeling he had for his teachers and for the English 

language. 

Marcos also agreed with the statement and commented that he had 

no problems with communication when he was in school because his father 

spoke English with him at home. Therefore, he did not feel hampered by his 

bilingualis m. 

Being able to speak Spanish may not have been considered an asset 

by many teachers. On the other hand, the respondents commented that it was 

an advantage to be able to speak Spanish, especially if the teachers were not 

able to understand what they were saying. Enrique commented that being bi

lingual was an advantage to him because when he could disrupt the class by 

speaking in Spanish, the Anglo, non-Spanish-speaking teacher could not under

stand what was being said. The ability to speak a language that the teacher 

did not understand was something the students could feel good about. This 
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would not help non-English-speaking students communicate. 
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other respondents such as Francisco, Paula, and Art also agreed 

that teachers accepted their bilingualism as long as they did not speak Spanish 

in the classroom. Francisco commented, "We were orally reprimanded for 

using Spanish. t! Paula stated, !lIf I spoke Spanish, I would be paddled." Art 

indicated that he "did not care what they [teachers] thought. " 

Apparently, the respondents knew the consequences for speaking 

Spanish in school. Some of them at one point or another evidently had decided 

that they would suffer the consequences of speaking Spanish because they did 

not care what the teachers felt. Some of the respondents perceived it as of 

more importance to speak their language than what the teachers thought of 

them. 

Alfredo agreed that his teacher accepted his bilingualism out of the 

classroom but not in the classroom. He felt this partial acceptance was 

''because the one thing they kept telling us was that we had to learn English if 

we were to succeed and we should avoid speaking Spanish as much as possible. " 

Alfredo's comment revealed that his teachers had helped him under

stand why he should not speak Spanish in the classroom. He understood the 

teachers' reasons and therefore did not perceive that the intention of the 

teachers was to do away with his home language. 

Ren~ also disagreed with the statement, since he had been discour

aged from communicating in Spanish. When asked if this had hurt him, he 
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commented, "No, I don't think it hurt because at home, most of my mother's 

conversation was half-Spanish and half-English. The fact that I was restricted 

from speaking Spanish I could have resented, but I never felt any negative feel-

ings since English was spoken in my home, too. My father spoke Spanish to us 

as a matter of habit. We rattled off half-Spanish, half-English, actually 

ending up speaking English. " 

I 
Rene did not perceive that his teachers' intentions were bad. He 

felt that when he was in school the main concern of the educational system was 

to get students to learn English. 

Guillermo went to school twenty years after Ren~. Both graduated 

from Nogales High School, but Rene stated he had experienced the same 

teachers' attitudes against speaking Spanish in school. He commented that 

until 1966, students were not allowed to speak Spanish in school. He stated 

that he did not feel badly because his teachers had made the point that he was 

not in school to learn Spanish, but to learn English. 

Guillermo perceived himself as fortunate that the teachers wanted 

him to learn English and receive a better education. Petra also disagreed 

and stated, "No one could speak Spanish in school nor did they dare. We were 

warned about this. Those that did never learned English very well. Some of 

my friends to this day, even though they graduated from high school, do not 

speak any English. I really don't understand why-if this was because they 

were forced to speak English or because they just didn't feel good about it. " 
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Petra perceived that, for some students, the process of being pro

hibited from speaking Spanish hurt them to the extent that they did not acquire 

a fondness for English or the desire to speak a language other than Spanish. 

Jos£! reported that he disagreed with the statement, since he had entered first 

grade with the ability to read Spanish and could compute to a certain extent in 

Spanish. The teachers, he remarked, could not communicate with him, and 

he could not communicate with the teachers. Thus, all of his education was 

not utilized. With respect to the acceptance of his bilingualism by his teachers 

he stated, "I think they put up with it. They didn't necessarily accept it. I 

think they wished it weren't there because it would have been much easier for 

them to deal with the situation. I felt that it wasn't a matter of what my needs 

were; it was more what they had available to teach. They had those tools and 

they wished they had more tools, I suppose, but they didn't. They weren't 

adequately equipped. " 

Jos~ did not perceive any difference between himself and other stu

dents when he started school. He felt confident because he knew how to read 

and how to compute. Nevertheless, by the time he reached the seventh grade, 

he realized that students were being separated into groups he classified as 

the "7-1's, the 7-2's, and the 7-3's. The gueritos, or Anglos, were the 

smartest, and the people in the last number were the dumbest, " he stated. 

Tracking was not unusual in many school attended by Mexican

Americans. Jos~, in this case, did not feel that the educational system 

approved of bilingualism. In addition, he perceived that the system of 
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education was used to separate and segregate rather than help students to 

learn. This process, he felt, was necessitated because the teachers did not 

know how to cope with the situation and could not teach any other way. 

Luisa also disagreed with the statement and remarked that during 

the time she went to school people were not bilingual in school. She stated that 

the only time a person spoke Spanish was in Spanish class. 

Luisa remarked that she did not feel badly because she could not 

speak Spanish. She stated, "I realized that it was an American school and 

they wanted us to learn to speak English properly." In addition, "Every once 

in a while a troublemaker might call the teacher names and they always paid 

for it dearly. We were not aware that we were different because we were 

Mexican. My group of friends and myself never felt that way. " 

Luisa was in complete agreement with the exclusion of Spanish in 

school. She perceived that the only way a student was going to learn English 

was to avoid speaking Spanish. 

Luisa felt that there was no specific purpose for the dual develop-

ment of English and Spanish but did not feel that the teachers wanted to do 

away with Spanish entirely. They just wanted English to be learned correctly. 

Questionnaire Statement Number 8 

"I felt that my teachers, however subtly, looked down on my because 
of my different language and speech patterns. " 

As noted in Figure 9, 50 percent (10) of the respondents disagreed, 

and 35 percent (7) of the respondents strongly disagreed with the statement 
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Figure 9. Composite Response to Questionnaire 
Statement Number 8 (Accept). 

"I felt that my teachers, however subtly, looked down on me 
because of my different language and speech patterns. " 

93 



that teachers looked down on them because of their different language and 

speech patterns. Only 15 percent (8) of the respondents agreed with the 

statement. 

Respondents' Comments and Discussion 
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Three respondents agreed that they felt their teachers looked down 

on them because of their speech patterns. Alberto, Art, and Jose' remarked 

that the teachers did not make fun of them or laugh at them when they were in 

school. Nevertheless, they stated that some teachers looked down on students 

because of their inability to speak English. Jose remarked that he was not 

aware at the time that his teachers looked down on him because of his langu

age. He perceived that some teachers may have done so, but only in order to 

teach him. He did feel, at times, that teachers saw students who could not 

speak English as being less intelligent than students who could speak English. 

Marfa remarked that she disagreed with the statement because she 

lmew that the students were there to learn, and she was not aware that teachers 

ever looked down on her because of her language. 

Paula also disagreed that teachers looked down on her because of 

her speech and language patterns. She agreed with Marfa that the purpose of 

school was for her to learn English. She Wlderstood that she had to leanl 

English, and she had to sOWld like everyone who knew English. Francisco 

also disagreed and commented, "I had an accent, but it was never profoWldly 

demonstrated by the instructor or teacher that I was different." Francisco 
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perceived that his accent did not sound any different than that of his school 

friends and perhaps in many cases it was better. He also perceived that the 

teacher did not make him feel different, even though he had an accent. 

/ 
Marcos, Alicia, and Rene also disagreed with the statement that 

teachers looked down on them because of their language and speech patterns. 

Rene could not recall any feelings of that type. He remarked that there may 

have been isolated cases because there were so many students who did not 

know English coming to Nogales, Arizona, schools from Mexico. Both Alicia 

and Marcos stated they knew they had accents but never experienced any 

feelings of isolation by the teachers. They perceived that their actions were 

acceptable to their teachers. 

Alfredo commented, III can only mention a couple of my teachers 

feeling that way, not just about me, but about the whole class because they 

thought we were talking about them." He strongly disagreed with the state-

ment, since he did not feel that the teachers looked down on his language and 

speech patterns. He perceived that the teachers may have felt left out of some 

student communication in Spanish and therefore felt not accepted by the 

students. 

Enrique also strongly disagreed with the statement that any of his 

teachers looked down on him. He believed that if it did happen, it was because 

he had instigated the problem. He stated, III do not feel anybody looked down 

on me or made me feel less because I was Mexican-American." He felt that 

teachers accepted him and his language patterns. Enrique perceived that any 
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problem in his relationship with his teacher was probably his own fault. He 

felt accepted by his teachers and remarked that his teachers were not to blame 

for his problems. 

Guillermo remarked that one of his speech teachers had noted his 

accent, but she had done so only to help him improve his English. Her 

approach, as Guillermo perceived it, was done in a caring manner, and he 

saw that the teacher's interest was based solely on improvement of his accent. 

He stated, "I took a speech class, I remembar, with Ms. Arrow. Ms. Arrow 

brought to my attention that she felt I had a slight accent while I was talking, 

but she never gave me the impression that my accent was bad; as a matter of 

fact, she encouraged me in public speaking. She is the one who broke my fear 

of audience, but she never looked down on me; she always encouraged me. " 

Guillermo remembered that he had established warm and caring 

relationships with his teachers. He knew he could go to his teachers if he had 

a problem and that they would help in the best way they could. His speech 

teacher emphasized his accent, but only to help Guillermo sound like other 

English-speaking students. He perceived that they cared that his English 

improve and not at the cost of losing his Spanish. 

Abe did not feel teachers looked down on him because of his speech 

and language patterns. He did feel that his teachers were disturbed because 

he did not speak English particularly well. "Many times, " he recalled, "I 

would hesitate to communicate because I felt self-conscious of my speech. I 

would not participate in some of the school-related activities, such as plays, 
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because of that feeling. I felt bad and I would talk to my parents about my 

problems. My father always told me never to be embarrassed and never to 

allow people to look down on me. He also told me to keep trying. " 

Abe did not perceive that his teachers were looking down on him. 

He had felt important and accepted by his teachers, but for one reason or 

another, he felt ashamed of his accent. His teachers had obviously conveyed 

the idea that they were disturbed about his accent and his inability to improve 

it. 

Alicia also strongly disagreed because she did not feel she had a 

problem in speaking either English or Spanish. She stated: 

A truly bilingual person, when speaking Spanish, thinks in Spanish. 
When that person is speaking English, he thinks in English. I think 
I am a truly bilingual person because I follow that process. I cannot 
remember not being able to do so except when I started school at the 
age of seven. At that time, I did not want to speak English, and, 
therefore, I did not start school at the normal age. The school system 
would not accept me until I was seven years old because of this problem. 

Alicia evidently improved her attitude towards the acquisition of a 

second language since she started school. She perceived that she could speak 

English and Spanish as a truly bilingual person would speak. She felt proud 

that she had acquired the proper way of speaking English and that she had done 

so because of her willingness to learn and not because the teachers looked 

down on her. 
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Questionnaire Statement Number 9 

"I felt that my teachers considered my customs and beliefs odd. " 

As presented in Figure 10, 65 percent (13) of the respondents dis

agreed, and 30 percent (6) strongly disagreed with the statement that they felt 

their teachers considered their customs and beliefs odd. Only 5 percent (1) of 

the respondents agreed with the statement. 

Respondents' Comments and Discussion 

Alberto was the only respondent who agreed with the statement that 

his teachers considered his customs and beliefs odd. He stated, "I do not 

think they considered them odd, but rather sort of strange. I believe this was 

so because many of the teachers were not used to the sound of us or were not 

aware of our Mexican customs. " 

Alberto was educated in Mexico and feltuncomfortable when he came 

to school in the United States. He could not speak English, but he had already 

mastered the Spanish language and could understand the concepts being taught 

in his high school classes, even though they were taught in English. Alberto 

did not feel accepted by his teachers. Teachers did not respond to his needs 

immediately, perhaps because they did not care or because they did not Imow 

how to help him. A warm and understanding teacher could have understood 

that Alberto was having a difficult time adjusting to his new environment and 

would have been able to help his attitude improve. 
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Marcos and Alicia could not remember anything that would indicate 

that their teachers considered the students I beliefs odd. Petra stated, "The 

teachers never said anything about whether they [customs] were good or bad. 

In fact, I remembered that the school children were dismissed on Cinco de 

Mayo. " 

Irma also recalled that during her elementary years in school, 

schools would let out on Cinco de Mayo and 16 de Septiembre just as they 

would on American holidays. She felt that these days were Significant to stu

dents of Mexican descent and that the school board and teachers must have 

considered these holidays important for the students to be let out of school. 

Rafael recalled that when he was in school, during the Cinco de 

Mayo and 16 de Septiembre holidays, his teachers "would take a little time off 

from the regular studies to talk about these Mexican holidays." He also re

called that by the time he was aware of what these holidays meant, he was no 

longer allowed to participate in such events. 

Jose disagreed with the statement that he felt teachers considered 

his beliefs and customs odd. He stated that this was so only because his 

teachers never communicated any positive or negative feeling or interest in 

his beliefs. Jose commented, "There never was any effort made to find out 

what my beliefs and customs were. We studied history about Washington, but 

nothing was ever mentioned about Mexican history. " 

Paula P~rez also perceived that her teachers were neither positive 

nor negative towards her customs and beliefs. She stated, "Teachers just 
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took my customs for granted. I was not aware that they saw any differences 

or at least they did not show it. " 

Paula, along with other respondents, felt that teachers treated her 

as if she had no past. Most teachers did not utilize her background to estab

lish a form of interaction. 

Luisa strongly disagreed because she felt that her beliefs and 

customs "were not different" from those of the teachers'. "My customs and 

beliefs were not odd, " she stated. "They were the same. I didn't feel differ

ent because I was of Mexican descent. " 

Luisa, it seems, never had much difficulty in communicating with 

her teachers. Her response indicated that she was positively motivated 

towards learning. She also would not allow others to make her feel badly 

towards herself and towards her teachers with whom she had established a 

caring relationship. 

Alfredo also strongly disagreed with the statement. He stated, 

"They may have, but I do not think they did. When those teachers came here 

to teach, I think they came here expecting that kind of behavior. " 

Alfredo felt that teachers knew what behavior, customs, and beliefs 

to expect when they came to Nogales. He did not mention that some of these 

teachers may not have agreed with this type of behavior. Nor did he mention 

that, individually, some of these teachers may have resented the customs of 

the Mexican-American student and that this attitude could have been demon

strated during class time. 



102 

Enrique also disagreed strongly with the statement and remarked 

that he had never been made aware by the teachers that they felt his beliefs 

were odd. He also commented that the proximity of Mexico to Nogales, 

Arizona, also could have discouraged teachers from feeling that the customs 

were odd. Ren~ also disagreed with the statement. He stated that this was 

evident in the social activities of the students, for example, "the Nogales High 

School band, which attended the World's Fair in San Francisco attired in the 

traditional Mexican costumes and dress. " 

Rene' perceived that, if the teachers had felt that the costumes and 

dress of Mexican-American students were odd, they would not have allowed 

the band to represent Nogales High School in Mexican attire. This was reason 

enough for Rene to feel proud of his background and also feel that his teachers 

accepted that background. 

Delia Palacios also disagreed and recalled that one of her teachers 

"tried to learn my customs, to learn Spanish." Delia recalled that this 

teacher, who taught Spanish, did not attempt to make her feel ashamed or 

embarrassed of her background. Delia perceived that the teacher wanted to 

learn all about students of Mexican descent and their customs. Learning was 

easier in this type of relationship for Delia. Both the teacher and student 

apparently understood the concept of "accept" and understanding self in order 

to understand others. 



Questionnaire Statement Number 10 

"Teachers often embarrassed me for what they saw as my Mexican 
ways. " 

As shown in Figure 11, 10 percent (2) of the respondents agreed 
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with the statement that teachers often embarrassed them for what they saw as 

their Mexican ways. Sixty-five percent (13) of the respondents disagreed, and 

25 percent (5) of the respondents strongly disagreed, making a total of 90 per-

cent of the respondents who disagreed with the statement. 

Respondents' Comments and Discussion 

Alberto agreed with the statement that teachers often embarrassed 

him for what they saw as his Mexican ways. He agreed with this statement 

not because the teachers embarrassed him but rather because "they made jokes 

about it." He commented, "I took the jokes very well where some of the 

people would have been offended." 

Alberto perceived that the teachers established contact with him in 

a negative manner. They were aware that he spoke very little English. They 

approached him with jokes about his background, but Alberto felt good about 

his background, and the teachers' comments did not bother him as much as 

they could have. Alberto still resented the manner in which these teachers 

communicated with him. 

Rafael also agreed with the statement, especially as applied to his 

elementary school years. Rafael commented that when he was in the elemen-

tary grades at Cotton School, he could not speak English. He felt that he had a 
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problem with language because he would speak English at school and Spanish 

at home and that this created problems at school because he could not shift 

from one lai1.guage to another without difficulty. 

This aspect of his education he perceived as embarrassing and did 

not feel that his teachers helped him improve. Later, in high school, he did 

not feel this embarrassment because, as he reported, "I fell right in" with the 

English speakers. 

Art disagreed with the statement that teachers embarrassed him for 

his Mexican ways. At times, he commented, he felt embarrassed, but that 

was only when his teachers would tell him not to speak Spanish in school. This 

was not said in an embarrassing way, but rather, "If you speak Spanish, I will 

do this or that to you. " 

Art did not feel embarrassed by the teachers' comments about his 

speaking Spanish. It was obvious that he did feel embarrassed in front of his 

peers that the teachers had to tell him not to speak Spanish. This act of pro-

hibition made it appear to him that there was a lack of acceptance by his 

teachers concerning his background. 

Alfredo disagreed with the statement but also recalled a time when 

his principal had made a negative comment regarding classes Alfredo should 

enroll in because he was Mexican. He stated: 

I was trying to enroll in typing class for my sophomore year, 
and they and the principal mentioned the fact that people like me, indi
cating to me Mexican-American, would be better off taking a class to 
become a blacksmith and not necessarily a welder. Another instance 
was when I was in geometry. The teacher called me aside and told 



me that he understood that because I was Mexican-American I could 
not know how to read. Instead of him helping me to learn to read, he 
embarrassed me. 

106 

Alfredo vividly recalled still another incident that he said happened 

to him when he was a senior in high school. He stated, "I was a senior in high 

school, and one of my teachers came to me and told me how lucky I was to go 

to college because I would probably come back and take their jobs for less 

money. " 

Alfredo did not perceive that any other teachers had made such per-

sonally destructive comments regarding his ability or potential. He felt that 

the principal's and teacher's damaging remarks did nothing more than give him 

impetus to go on to college and succeed. He felt that if he could prove his 

teachers wrong, he would succeed. Alfredo commented that these remarks by 

his teachers turned out to be very positive influences in his life. 

Paula also disagreed with the statement that teachers embarrassed 

her for her Mexican ways. She acknowledged that "teachers seemed to accept 

everything. They celebrated with us during our fiestas and in high school the 

teachers had the Mexican holidays off." Paula had not perceived during her 

school years that her teachers tried to embarrass her. She felt accepted by 

her teachers in every aspect of her education. 

Petra Vasquez disagreed and commented, "My father always ex-

plained to us that we should learn whatever the teacher wanted us to learn. I 

never felt that my background was something that entered what I needed to 

learn, and so I never felt embarrassed about what I was out of school. " 



107 

Petra undoubtedly had a strong cultural background. Her parents 

were very proud of this background, but they felt that if the teachers did not 

want it to interfere with Petra's education, Petra should do as the teacher 

wanted to avoid conflict. Parents of Mexican descent have for many years 

given teachers a great deal of respect for educating children and also respect 

teachers for what they say. 

Questionnaire Statement Number 11 

"Teachers often treated me as if I were somehow inferior. " 

As represented in Figure 12, 5 percent (1) of the respondents 

strongly agreed, and 5 percent (1) of the respondents agreed with the statement 

that teachers often treated them as if they were inferior. Seventy percent (14) 

disagreed, and 20 percent (4) of the respondents strongly disagreed with the 

statement. 

Respondents' Comments and Discussion 

Irma, Luisa, Francisco, Guillermo, Marcos, Delia, and JesJs dis

agreed with the statement and stated, "Never." They made no additional com

ments. Rene' also disagreed that the teachers treated him as if he were 

inferior. He stated that he never "had any awareness" of that type of treat

ment. Paula disagreed and commented, "I was a good student, and I never felt 

inferior. I never allowed anyone to make me feel inferior whether they were 

students or teachers. " 
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Paula had a strong self-confidence. She was proud to be a good stu

dent. Her positive view of self allowed only the positive comments to motivate 

her. She perceived that even if the teachers tried to differentiate between 

groups of youngsters, she would always be accepted because she would have it 

no other way. 

Abe, who disagreed with the statement, commented, "I personally 

felt that they did make me feel inferior, but I cannot substantiate this comment 

with any vivid examples. I never heard anyone teacher say, 'Look how funny 

he speaks or talks. ! " 

Teachers did not make Abe feel inferior because, he related, on 

special occasions his teachers would always invite him to participate. He was 

always willing because he was asked by his teachers. Abe perceived that, even 

though he was a willing participant and teachers encouraged him to come for

ward, he felt awkward and lacking in self-confidence. It seemed obvious that 

his teachers tried to establish contact with Abe and helped him to overcome his 

lack of self-confidence by pushing him forward. 

Jos~ recalled times when the teachers made him feel inferior, al

though the majority of the teachers did not make him feel inferior. He stated 

that he "remembered times when they did" make him feel inferior, but that 

this did not often happen. He recalled one incident in high school "when I 

wanted to make arrangements to go to college, and I was a fairly good student 

in high school. I was about number seven in my class. I went to my counselor 

and asked him what I had to do to get a scholarship to go to college. I needed 
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financial aid. My counselor told me not to bother--that I would be better off in 

a trade school. I will always remember that. " 

Jos~ has fairly good memories of his years in high school. Appar

ently he experienced teacher acceptance in most cases. Jos~ chose to seat 

himself at the back of the room and usually felt that most of his teachers did 

not care whether he was there. Most damaging to Jose's self-esteem was his 

counselor's evaluation regarding his future aspirations after high school. 

Some respondents who had dealt with this same counselor excused his behavior, 

stating they felt he was using reverse psychology. He told the students they 

would amount to nothing so they could feel challenged and rise to the occasion. 

Jos~ did not perceive his comments as encouraging. 

Petra did not accept being classified as a second-class citizen. She 

commented that she "always sat up front. If I didn't agree with the teacher, I 

told him so. My parents taught us to be proud of what we were, and I taught 

my children the same way. " 

In the interview, Petra recalled that many times her teachers were 

embarrassed because she would not agree with certain of their statements. 

She noted that this was especially true in her history classes where the 

teachers would read from the textbook regarding American-Mexican history, 

and she would bring in other facts that she had been taught in Mexican history 

books. The teacher began to encourage this type of discussion to create inter

est in the class. 
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Alberto agreed with the statement that teachers often treated him as 

if he were inferior. He stated that he felt if he misbehaved, he would be con

sidered less intelligent. He did not understand the teacher practice of placing 

him at the back of the room simply because he did not speak English well. He 

stated that he would attempt to sit at the front, but the teachers would move 

him to the back seats. 

Alberto understood that he could not receive the necessary teacher 

attention at the rear of the room. He felt that since he did not lmow the langu

age, he should have been sitting at the front where the teachers could hear 

what he was saying and also could pay more attention to what the teacher said. 

He reported that this practice of placing him in the back seats was done in an 

effort to exclude him. 

Art Romero also agreed with the statement. He commented that he 

felt he was "treated differently." He was aware of this because of "the way the 

teacher talked to us or about us out in the playground. They did not talk to us 

in that manner in the classroom. I was able to function adequately or compete 

with other kids at our level. I could more or less understand so that I was able 

to compete. " 

Because of their comments, Art perceived that his teachers did not 

accept him outside of the classroom. Some of these comments were made 

directly to Art, and others were overheard. As a result, he did not feel that 

teachers really cared for him or accepted him as a Mexican-American. 



Questionnaire Statement Number 12 

"I felt that my teachers wanted me to learn acceptable American 
behavior. " 

As shown in Figure 13, 20 percent (4) of the respondents strongly 
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agreed, 55 percent (11) of the respondents agreed, making a total of 75 percent 

who agreed that they felt that teachers wanted them to learn acceptable Ameri-

can behavior. Twenty-five percent (5) of the respondents disagreed with the 

statement. 

Respondents I Comments and Discussion 

Delia Palacios strongly agreed with the statement that she felt her 

teachers wanted her to learn acceptable American behavior. She did not com-

ment. Irma also strongly agreed with the statement but could not say her 

teachers encouraged her to become Americanized. She felt that the only pur-

pose was to encourage her to learn the English languageo 

Luisa Bracamonte strongly agreed but commented, "My behavior 

was American, even though I came from a Mexican home. I guess I started 

school with an open mind, and I didn It want to be different. And I was not. 

The teachers did not make me feel any different from the students with the blue 

eyes." 

Luisa persisted in her belief that she was no different than any other 

student in school. She was accepted by her friends and by her teachers. 

Alberto also strongly agreed and commented, "In making me learn acceptable 

American behavior, they tried to make me forget Mexican. I felt I was being 
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tested. I would not find the proper American behavior. Teachers attempted 

to make me forget my Mexican behavior, so there was a period of time when I 

felt I was neither Mexican or A merican. I was in limbo. " 

In the process of helping Alberto become Americanized, Alberto's 

teachers did not realize they were attempting to eliminate all that Alberto had 

grown up with. Teachers, he perceived, did not care what he was or how he 

got that way. It was difficult for him to accept American behavior because 

teachers did not accept his behavior, which was different. 

Alicia responded that her teachers wanted her not only to learn 

American behavior, but also the English language. She replied that one was 

not possible without the other. Jose declared, "The teachers gauged a stu-

dent's comportment according to the teachers' American standards. At the 

time I went to school, we had two or three Mexican-American teachers. I 

I 
remember Tony Gomez and John Thompson. Those were the only two teachers 

that were Mexican-American. " 

According to Jos~'s perceptions, he did not feel that there was a 

sufficient number of Mexican-American teachers with whom he could relate. 

His Mexican-American background was judged by different standards than 

those he grew up with at home, and he did not feel secure because of this. 

Alfredo also agreed with the statement that he felt teachers wanted 

him to learn acceptable American behavior. He stated that his teachers en-

couraged him to learn English and also the habits of the American people. He 

remarked that he did not feel badly because these habits and customs were 
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different than those he had learned at home. He added, "Some people tell you 

that if you want to succeed, you have to work hard. You accept that because 

you feel that they are trying to help you. Other teachers might say the same 

thing, but we take it as a derogatory remark. " 

Alfredo perceived that some teachers wanted to help him to learn, 

while others evidently went through the motions without any special concern. 

Alfredo seemed able to differentiate between the truly caring teachers from 

those who superificially cared. He was aware that not everyone was seriously 

concerned with his improvement. He evidently perceived that he knew when 

teachers only helped because it was their job. 

I 

Petra Vasquez recalled, "My parents wanted me to learn both ways 

and then choose the best for myself. I was sent to school in the east because 

my father wanted me to learn the true American way, and I did. " 

Petra's experience in Nogales schools and in the east were very 

positive. Her father perceived that in order for Petra to learn the correct 

way, she would have to study away from Nogales where the Mexican-American 

was the majority. Petra remarked that her attending school in the east had 

been an excellent experience for her. 

Guillermo, also agreeing, stated that in the elementary grades 

he had been "brought up to an American pattern of life." He stated that later, 

in high school, his behavior was no different than that of the teachers'. He 

also remarked that he could not remember any Mexican-American teacher in 

the elementary or high school because there were very few, if any. 
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Petra disagreed that she felt the teachers wanted her to learn 

acceptable American behavior. She commented, "The only thing that they 

were emphatic about was speaking English." She did not perceive that there 

was any teacher emphasis on trying to change her Mexican habits or customs. 

J es~s also disagreed with the statement but for a different reason. 

Jestls first questioned what acceptable American behavior was. He did not per

ceive that there was any difference between American behavior and his behavior. 

He stated that his behavior was American and that everyone in Nogales behaved 

in the same manner. Evidently he failed to perceive that his teachers behaved 

in a different manner than he or his significant others did. Thus, JesUs did not 

see conflict with his own beliefs. 

Paula disagreed with the statement and commented, "When I entered 

school in Nogales, Arizona, I accepted their ways because their ways were 

similar to the way I was raised. I was raised in the European fashion, and our 

ways were alike." Paula proudly stated that her parents had taught her what 

she needed to know so that she would not be in conflict with persons practicing 

American behavior. Paula disagreed with the statement because there was no 

apparent conflict and her relationship with her teachers thus continued in an 

acceptable manner. 
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Questionnaire Statement Number 13 

"I felt that my teachers encouraged me to use Spanish whenever I needed 
to. " 

In Figure 14 it can be seen that 15 percent (3) of the respondents 

agreed that their teachers encouraged them to use Spanish whenever they 

needed to. Ten percent (2) of the respondents were undecided regarding the 

statement. Thirty percent (6) of the respondents disagreed, and 45 percent 

(9) strongly disagreed, making a total of 75 percent of the respondents in 

disagreement. 

Respondents I Comments and Discussion 

Jesus Fierro disagreed that his teachers encouraged him to use 

Spanish whenever he needed. He stated: 

We were never allowed to speak Spanish in school. In fact, we 
were reprimanded for speaking Spanish while we were in school. In 
grade school I would say 80-90 percent of the students spoke 80 percent 
Spanish and very little English. 

In high school we had all learned English, so we all spoke English 
and very little Spanish. When I was in school I understood that we were 
there to learn English. We didn't have the bilingual programs that exist 
today, but I was not offended that I could not speak English. The thought 
then was that the best way to learn to speak English was not to speak 
other than English. 

Jesus perceived that the best method to learn English was not to 

speak Spanish. The fact that he did not speak Spanish at school did not bother 

him, since he felt it was more important to learn English correctly. 

Luisa, Jose, and Delia strongly disagreed with the statement but 

made no comment. Art disagreed with the statement and commented that he 
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had never been encouraged to use Spanish, even in high school. He added that 

if he could not explain in English he would be very quiet and "would sit in the 

back TOW and say nothing. " 

Art reflected the comments of many individuals who cannot communi

cate and thus attempt to be as inconspicuous as possible. These individuals 

apparently sat in the back of the room as far away from the teacher as possible 

because they feared that the teacher would ask them to answer a question. They 

also feared that they would not be able to say anything because of their limited 

English. Francisco was another individual who was never encouraged to use 

Spanish. If he "could not express an idea in English, that was it. " 

Petra strongly disagreed with the statement that teachers encour

aged her to use Spanish whenever she needed to. She stated, 'We were in 

school to learn English, not Spanish. Spanish was to be taught at home. 

There is no place for Spanish nor bilingual education in American schools. It 

only hurts children. " 

Petra has been an opponent of bilingual education in the Nogales 

Public School system. She did not believe that the advantages of speaking 

Spanish to express one's ideas outweighed the negative aspects of becoming 

overly dependent on Spanish. Petra's parents stressed that the family had the 

primary responsibility for inculcating the children with cultural and individual 

pride. Schools, they felt, were to teach a person how to read, write, and 

speak English so that the students could become productive members in 

American society. 



120 

Alberto disagreed with the statement. He commented that he could 

not communicate when he started school in the United States. He stated, "I 

was reading in English and there were several words that I had problems with. 

The teacher did not know sufficient Spanish to explain the words to me, and 

she refused to tell me the Significance of the words and just left me there. " 

Alberto perceived that, even if the teacher had lmown sufficient 

Spanish to explain the words to him, she made no effort to try to help him out. 

The teacher could have asked another student to explain the words to Alberto, 

but she refused. Alberto was left with no recourse but to remain with the 

problem. Alfredo disagreed that his teachers encouraged him to use Spanish 

in either elementary or high school. He remarked, liThe only teacher that 

encouraged me to use Spanish was in Spanish class." Rene acknowledged that 

there might have been isolated instances where the teachers may have encour

aged the use of Spanish, but he could not recall anyone specifically. He re

marked that teachers would emphasize English as the only vehicle for 

communication. 

Rene stated that he had not been affected by the practice of not 

speaking Spanish, because he had been influenced by his mother and her sisters, 

all of whom were teachers. He stated, liMy mother was influential in my 

learning English since she spoke English to us. My mother was born in 

Arizona and came from a different environment. When she married my father, 

she was going to the university. Two of her sisters retired as school teachers 

and because of this, they had some influence in our home life. " 
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Rene acknowledged that he had very positive feelings toward ac-

quiring English in school because his parents, especially his mother, encour-

aged the use of English. Rene's aunts also played a very significant role in 

Rene's life because he was proud that they were teachers. He could establish 

understanding relationships with his teachers in school because he was aware 

that teachers were like his aunts. 

Abe disagreed and stated he did not think so. He revealed that his 

teachers "kept on pushing so that I could become more oriented to the English 

language." He added that the sooner he did this, the sooner he would not have 

to depend on the Spanish language. Abe perceived that his teachers' main con-

cern was for him to learn English so he could forego Spanish. It was evidently 

more important for him to know English in America than it was to know 

Spanish. 

Rafael disagreed with the statement and stated: 

Not in grade school. Perhaps in high school. Even when I was 
teaching, I would encourage my students to speak Spanish whenever they 
needed to. Otherwise, how could they explain themselves? I even 
taught in Spanish sometimes. I had too Sometimes there was a kid in 
the back of the room, and I could see myself in grade school doing the 
same thing. I would sit in the back of the room because I didn't want 
to speak --because I couldn't speak in English. 

One of my students told me in Spanish, "Yo no te voy a pregtmtar. 
No quiero que me digan que soy pendejo." I responded, "Eres mas pen
dejo si no me preguntas." He answered, "Pero no me puedo explicar 
en ingles." To which I answered, 1!Expl(cate en espallol. " 

Rafael related that he had gotten into the process of learning English 

quickly in grade school, but, he remarked, this process was difficult because 
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it did not seem like his teachers wanted him to be able to communicate ideas. 

This was especially true in college where he perceived that everyone was out to 

get him. 

Rafael commented that when he taught, he could understand that 

there were individuals who would hesitate to participate because they could not 

speak English. He felt that students who could not understand English should 

be given the opportunity to explain themselves in whatever language was neces

sary to communicate. 

Sylvia Garda declared that she never really needed to explain any

thing in Spanish and therefore answered she was undecided on the statement. 

Irma Vega also was undecided regarding the statement. She stated that she 

could not remember when she was unable to communicate in English and had 

no difficulty in expressing herself. Mar(a and Alicia both agreed that their 

teachers encouraged them to use Spanish whenever necessary. Enrique agreed 

with the statement and recalled one of his teachers who would try to help him 

when he had difficulties in English. He stated that Mrs. Brown would say, 

"Look at the word. If you cannot think of it in English, then think of it in 

Spanish." He recalled that if he had a problem with a word that he could not 

understand, his teachers would encourage him to think about it in Spanish. 

Evidently Enrique's teachers were concerned with the difficulty that 

Enrique had in learning English and attempted to use Spanish as a bridge to 

help him. Enrique perceived that his teachers' encouragement of the use of 
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Spanish to learn English was an excellent method that could be used to trans

fer meanings from one language to another. 

Summary of Scaled Responses 

In the "accept" category there was a 95 percent agreement with 

statement number 5 as to whether the participants felt accepted as persons by 

their teachers. In questiOImaire statement number 6, which was concerned as 

to whether the respondents felt that their teachers accepted their Mexican

American background, 85 percent of the respondents agreed. Questionnaire 

statement number 7 tried to determine whether the respondents felt that their 

teachers had accepted their Spanish-English bilingualism. Sixty percent of the 

respondents agreed, and 40 percent disagreed with the statement. 

In questionnaire statement number 8, the respondents were asked 

whether they felt that their teachers had looked down on them because of their 

different language and speech patterns. Almost all (85 percent) of the respon

dents disagreed with the statement. In questionnaire statement number 9, 

which sought the respondents' perceptions as to whether they felt that their 

teachers had considered their customs and beliefs odd, the respondents almost 

unanimously disagreed with the statement. Questionnaire statement number 10 

sought the respondents' perceptions concerning whether they felt that their 

teachers had embarrassed them for what the teachers saw as the students' 

Mexican ways. The respondents were almost in total agreement with the 

statement. 
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Questionnaire statement number 11 sought the respondents' percep

tions regarding whether they had felt that their teachers had treated them as if 

they were inferior. Again, the respondents, in the majority, disagreed with 

the statement. Three-fourths of the respondents agreed with questionnaire 

statement number 12, which tried to determine the respondents' perceptions 

as to whether they felt that their teachers wanted them to learn acceptable 

American behavior. In questionnaire statement number 13, three-fourths of 

the respondents disagreed with the statement that their teachers encouraged 

them to use Spanish whenever they needed to. 

Discussion 

In the "accept" category most of the respondents agreed that their 

teachers accepted them as persons. A large number of respondents felt 

accepted because they felt they made it happen. They agreed that if the 

teachers would not come to them, they could go to the teacher. Other respon

dents remarked that teachers had no choice in accepting students. They felt it 

was the teachers' job to accept students as they did. Teachers, they contended, 

could not ignore the students because there were not many of them who were 

alike. 

In regards to acceptance of the students' Mexican backgrounds, the 

respondents' statement indicated that teachers who came to Nogales were aware 

that the area and the students were unique. They were unique because the 

Mexican-American was in the majority in Nogales. Most respondents stated 



that teachers had to accept the students' Mexican-American background be

cause they had no other choice. 

125 

With respect to bilingualism, the respondents disagreed that the 

teachers encouraged bilingualism. Students perceived that the teachers placed 

a very low priority on the ability to speak Spanish. Some respondents even 

perceived that the teachers believed that the students who could not communi

cate in English were less intelligent than those who could speak English. Other 

respondents remarked that knowledge of Spanish may have seemed like a threat 

to teachers because they did not understand what was being said. One respon

dent claimed that teachers were jealous of people who were bilingual. 

The respondents generally disagreed that teachers looked down on 

them or embarrassed them because of their language. Students did not per

ceive any embarrassment caused directly by the teacher. Some responded 

that they may have felt embarrassed since they felt that way due to a lack of 

confidence in their communication skills. Most of the respondents acknowl

edged that they were aware of their different, heavy accent but did not feel 

badly about it. The majority of the respondents had a high degrEE of self

esteem and remarked that they had good, accepting relationships with their 

teachers. 

In regards to customs, the respondents generally agreed that there 

was an overall acceptance of these customs by the teachers. Some reported 

that teachers made an effort to find out what these Mexican customs were. 

Others just ignored the students' customs and continued with the lessons. A 



few of the respondents could not see that there had been any difference in 

their customs and behavior to that of the teachers'. 
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Overall, the respondents agreed that the primary purpose of school 

in the United States was to learn English and the customs of the American 

people. The majority of the respondents reported that their teachers taught 

what they could with the best methods they had available. 



CHAPTER 6 

PRESENTATION OF THE DATA: CARE 

Care 

"Care" is the relational concept that follows "awareness" and 

"acceptance." A person who cares for himself and for others can develop a 

further sense of caring by empathizing with other people with whom he has 

personal contact. 

Caring relationships are noted by the sensitivity of a person toward 

the needs and concerns of others. In education, a relationship of caring can 

come about when teachers are genuinely concerned about the welfare of their 

students. 

Questionnaire statements numbers 14 through 18 which follow dis

cuss the concept of "care" as it relates to Mexican-American students and 

their teachers. 

Questionnaire Statement Number 14 

"I felt that my teachers were genuinely concerned about my well-being. " 

Figure 15 denotes that 10 percent (2) of the respondents disagreed 

with the statement which examines their perceptions as to whether they felt 

their teachers were genuinely concerned for the students' well-being. Twenty

five percent (5) of the respondents strongly agreed, and 65 percent (13) of 
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Figure 15. Composite Response to Questionnaire 
Statement Number 14 (Care). 

"I felt that my teachers were genuinely concerned about 
my well-being. " 
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the respondents agreed, making a total of 90 percent of the respondents who 

agreed with the statement. 

Respondents' Comments and Discussion 

I 

Jose disagreed with the statement that his teachers were genuinely 

concerned about his well-being. He commented that there were a few excep-

tions, depending on the quality of the teacher. Art, who also disagreed, com-

mented, "Some of them were concerned. A lot of them were not. Just like the 

way you were treated. I felt that not all the teachers were concerned about my 

well-being. " 

Art did not perceive a general overall concern by the majority of his 

teachers. He remarked that he had always been a good student, attended all of 

his classes, and always did what was asked of him by his teacher. But, he re-

marked, he could not be sure that they were concerned about his well-being. 

Alicia strongly agreed with the statement but did not comment. 

Irma also strongly agreed that her teachers were genuinely concerned about 

her well-being. She stated: 

Definitely, yes. They used to check us for head lice because it 
was very common at that time. I don't think it is anymore, but at that 
time when school started the teachers would check us and also when we 
went home. I would go home and tell my mother that the teachers had 
looked through my hair to see if I had head lice, and she would respond, 
"Well, that's good." She, of course, appreciated the teacher's concern. 

Irma considered the teacher's concern for checking her and other 

students for head lice as an indication that her teachers were really concerned 

about her. Her mother also could have been very embarrassed and allgry by 
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the implication that her child had brought lice to school from home. Evidently, 

it was not considered demeaning. The parent considered the act one of protec-

tion for the child's health. 

Alfredo strongly agreed with the statement and commented, "A lot of 

people went out of their way to help me. In my senior year in high school the 

teachers encouraged me to go to college and helped me pick the right school. " 

Alfredo had fond memories of the teachers who helped him during high school. 

He perceived that his teachers wanted him to be successful. He also perceived 

that they were concerned that he select the proper school to continue his 

education. 

Sylvia strongly agreed and commented, "They were really concerned 

about me. Mrs. Krone in the junior high, especially, helped me and showed 

her concern for my well-being. " 

Enrique strongly agreed. He commented: 

I think that the Truant Officer was the only person that was con
cerned about one attending school. I missed a lot of school during my 
elementary grades because of my asthma. For example, one of the 
semesters I completely missed the whole semester, and because of 
their interest, I was able to take a lot of classes at home where I was 
able to get promoted from one grade to the other grade. 

Enrique had been ill quite often during his school years. During that 

time, he worried that he would not be able to be promoted from one grade to 

another because of his attendance. Enrique was promoted to the next grade, 

and he credits this accomplishment to his teachers who helped him make up 

work at home. He perceived that their concern and willingness to go out of 



their way for him was responsible for his success. Marcos agreed that he 

felt his teachers were genuinely concerned about his well-being. He had no 

comment. 
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Delia also agreed with the statement and stated, "Mr. Jackson and 

Mr. Ball in high school were genuinely concerned that I go on to college. They 

wanted to get scholarships for me and do everything they could to help me. I 

remember other teachers, Mr. Brown, Mr. Tinker. They counseled me into 

taking the right subjects, commercial courses and others that would be helpful 

to me. " 

Delia perceived that her teachers had her best interests in mind be

cause they were always attempting to direct her towards what they felt she 

needed. Rafael agreed with the statement but added that he wished his 

teachers had not forced him to speak English. He did not perceive that this 

had been done in his best interest. He felt that he would have eventually 

learned English, but it would have taken him a little longer time. 

Jesus also agreed that his teachers were genuinely concerned with 

his well-being. He felt that when he went to school there was more of a 

relaxed atmosphere, even though times were hard. He commented that classes 

averaged 15-20 students. This, he felt, was the reason that there was more 

personal attention for him and for other students. 



132 

Questionnaire Statement Number 15 

''1 felt that my teachers cared whether I did well in school." 

As represented in Figure 16, 40 percent (8) of the respondents 

strongly agreed, while 45 percent (9) of the respondents agreed with the state-

ment that they felt their teachers cared whether they did well in school. Five 

percent (1) of the respondents was undecided, and 10 percent (2) of the respon-

dents disagreed with the statement. 

Respondents' Comments and Discussion 

, 
Jesus agreed with the statement that he felt teachers cared. He 

recalled that his parents' involvement in school was partially responsible for 

the teachers' caring that he did well. He compared the time during which he 

went to school with today and revealed that there has been a lot of parental in-

volvement in both eras. "Parental involvement," he stated, "is terrific" and 

encourages teachers to have a caring attitude toward their students. Parental 

communication with teachers seemed beneficial, since teachers altered their 

behavior toward the students. 

Luisa also agreed with the statement. She commented, "I felt they 

were proud of my scholastic achievement, and they told me so. I think a child 

who is doing well in school and at home creates confidence and a desire to 

continue to do well. " 

Luisa perceived that her teachers cared because they told her how 

proud they we:.::,:) of her accomplishments. She observed that teachers who 
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Figure 16. Composite Response to Questionnaire 
Statement Number 15 (Care). 

"I felt that my teachers cared whether I did well in school. " 
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encouraged her to do well gave her confidence and strengthened her desire to 

continue to please herself and her teachers. 

Francisco, Petra, and Enrique also strongly agreed that their 

teachers cared whether they did well in school. The three respondents re

marked that their teachers made sure that they did their homework. The 

teachers also checked daily to make sure homework was done. This led the 

respondents to believe that the teachers cared that they did well in school. 

Sylvia strongly agreed with the statement because she observed that 

teachers "always used to call home when there was something wrong." Sylvia 

perceived, like Jeslis, that teachers communicating with parents was evidently 

a positive aspect of caring. 

Sylvia felt a deep sense of care and contact with her teachers. She 

believed that this was especially true in junior high, which "is the most diffi

cult time in a student's life because you are going through a lot of changes

physical and emotional changes." According to SylVia, junior high is where 

caring teachers really made a difference. Sylvia perceived that her gym 

teachers had helped her during the time when she needed help the most. At 

that time, her teachers provided care and understanding, and that helped her 

cope with the changes that were going on in her life. 

Rafael commented that he believed teachers really cared, otherwise 

they would not have taken the time to tell students to do what they really did 

not want to do. He remarked that teachers struggled with students, including 
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himself, who could not speak English, but that they continued to stress English 

when the task could have been accomplished more easily in Spanish. 

Rafael felt that this persistent effort on the teachers' part to have 

students speak English was evidence of true care. Delia agreed with the state-

ment and averred that teachers cared whether she did well in school. She 

agreed because she felt they cared and because the teachers constantly encour-

aged her in her work. Alicia also agreed with the statement and commented 

that her aunt, with whom she lived, had been able to contact the teachers to 

obtain homework or whatever was necessary. 

Rene agreed and stated: 

They did keep you after school. They would give you homework. 
They would call your parents if you were dragging your feet or if your 
grades were not up to par. I agreed because some of my teachers in 
that era were 50 to 60 years old. They had taught for many years. 
They reflected their era. The teachers cared; for example, maybe 
the grading was different--whatever--but if you were not doing your 
homework and grades were quite low and they knew you were capable 
or that you were playing, they would bring you in on Saturday. 

Rene evidently had good relationships with his teachers. He 

especially had good experiences with older, caring teachers who, he felt, 

were "a product of the time." He noted that, since these teachers were older, 

they were able to concentrate more on humanistic approaches to teaching 

rather than worrying about what they were going to teach. 

Irma agreed with the statement and revealed that some teachers 

cared and others did not. But the majority, she felt, cared whether she did 

well in school. She commented that whenever she needed help, she could ask 

for it, and knew that she would receive it. 
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Alberto compared his teachers in the United States with those he had 

experienced during his elementary years in Mexico. He acknowledged that 

some teachers in the United States cared and were concerned for his well

being. But, he remarked, in Mexico, teachers cared because "when a student 

was successful, the teacher also shared in that success. " 

Alberto perceived that there were closer ties between students and 

teachers in Mexico. As a result of the closer ties, there was more communi

cation between teacher and student, which led to teachers and students caring 

about each other. Alberto did not perceive any particular sensitivity toward 

his problems by his teachers in the United States. 

Alfredo agreed with the statement and commented, "If getting told to 

behave and do better in class was considered encouragement, then, yes, all of 

my teachers told me that at one time or another. But I never behaved as well 

as they expected. " 

Alfredo, it seems, did not truly believe that the type of reprimands 

given by his teachers were particularly indicative of caring teachers. Com

munication between Alfredo and his teachers was perceived by him as being 

much less influential in terms of his behavior than it might have been. 

Art commented that he thought his teachers cared because they did 

praise some of his classroom work. He added that he had difficulty in speak

ing English, but had done better as time went on. Jose disagreed with the 

statement concerning whether teachers cared that he did well in school. 
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Abe Mallon, who had attended Catholic school for several years, 

commented that he could only recall one teacher in the public schools who 

would ask him to go to her house if he needed tutoring in English or in any 

other need. "In the Catholic schools, " he commented, "it was different. They 

taught you on a one-to-one basis. They knew that you were flunking and where 

your weak areas were. They would identify you and tell you that you should 

remain after school because we had something to talk about. " 

Abe had good experiences with his teachers in Catholic schools. His 

comments seem to indicate that he appreciated the close contact that he was 

able to have with his teachers. Teachers, he perceived, were aware of his 

difficulties and made an effort to help him correct them. 

Paula declared that she was undecided concerning the statement as 

to whether her teachers cared if she did well in school. She commented that 

when she entered school she had her goals set. She wanted to learn English, 

and she had decided that nothing was going to stop her. She also added that 

she did not mind all of the barriers put before her. She accepted them as part 

of the educational game. 

Paula did not allow negative experiences in her life to distract her 

from her primary goal of learning English. The question as to whether 

teachers cared that she do well in school, Paula could not answer, since she 

did not sense any specific closeness with her teachers. 



Questionnaire Statement Number 16 

"I felt that my relationship with my teachers helped me feel good about 
myself. " 
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As indicated in Figure 17, 35 percent (7) of the respondents strongly 

agreed, and 50 percent (10) of the respondents agreed, making a total of 85 per-

cent who agreed that they felt their relationship with their teachers helped them 

feel good about themselves. Five percent (1) of the respondents were undecided, 

and 10 percent (2) of the respondents disagreed with the statement. 

Respondents' Comments and Discussion 

I 
Rene agreed with the statement that he felt his relationship with his 

teachers made him feel good about himself. He recalled that when he was in 

school the students participated in all types of programs, and they were in-

volved. Students, he remembered, stayed after school to help clean desks and 

the teacher's room. He stated, "It was not a form of punishment, it was a 

form of interest. There was a good working relationship with all the teachers. 

They played with us, especially during recess. " 

Rene reported feeling very close to his teachers. He knew that they 

cared for him because they had helped him during the time he had been ill. 

Later he observed that the teachers liked to be with him because they partici-

pated with him in after-school activities. Rene perceived that staying after 

school to help his teachers was another way in which he could continue the 

close relationship he had with his teachers. 
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Figure 17. Composite Response to Questionnaire 
Statement Number 16 (Care). 

"I felt that my relationship with my teachers helped me 
feel good about myself. " 
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I 
Jesus also agreed with the statement and made a comment similar 

to Rene's comment. He stated, "I was always involved." The involvement 

with his teachers, he felt, made him a better student, and, as a result, im-

proved his relationship with his teachers. 

Petra agreed with the statement and remarked, "I was always in 

school because the things I did made me feel good." Evidentl:% Petra's success 

in the classroom and her positive outlook towards all aspects of her education 

encouraged her to attend school and continue her good relationship with her 

teachers. 

Francisco responded that he felt good about himself. He commented, 

"I had a wonderful relationship with teachers; I always did. When I had it 

coming, they let me have it, too. I never noticed any different discipline 

treatment between me and another American. 

Francisco's comment revealed that he considered himself an equal 

with other students in his school regardless of their backgrounds. He perceived 

that his teachers treated him with respect. 

Luisa commented, "I strongly agreed because even when I went a 

little out of line, as a lot of teenagers do, or when I didn't do things to the best 

of my ability, I had a guilty conscience because I knew that my teachers would 

be disappointed in me. What my teachers thought of me was very important to 

me. Also important to me was being the teacher's pet. " 

Luisa had good relationships with her teachers. Whenever she 

succeeded in her work she knew that her teacher would also feel good. She 
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felt her education was a joint venture with her teachers and that the closeness 

made her feel good. 

Alfredo agreed that contact with some of his teachers made him feel 

good. This was especially true with his coaches. He commented, "Teachers 

who were in sports wanted me to do well for myself and to represent Nogales 

High School. II Alfredo did not have the same feeling about his relationship with 

his classroom teachers. He felt that the relationships that existed with them 

was superficial. He did not feel that they wanted a close relationship, nor did 

they have his best interest in mind. On the other hand, he perceived that his 

coaches had his best interests at heart, and this pleased him. 

Marcos agreed that his relationships with his teachers made him 

feel good about himself. He stated: 

They made me feel good, I'd have to say that. I cannot say any
thing that is not favorable about my teachers. This was always true, 
first grade through high school. I seemed to develop a liking for my 
teachers, and they evidently returned my affections or my feelings. 
I was never a travieso or whatever you call a person in trouble. I 
felt that they were always cooperative and tried to help me. 

Marcos perceived that his teachers liked him because he had devel-

oped a feeling of affection for them. Marcos felt that in order for teachers to 

like him he would have to be understanding of them and not create any problem 

in the classroom. The end result was that it brought student and teacher 

closer together. 

Delia also agreed with the statement and commented that she had 

always wanted to be the teacher's pet. She added that her relationships with 



her teachers had always been positive and that this had helped her feel 

good about herself. 

Rene agreed and stated: 

We had a Mr. Walls. We used to get along well with him. We 
used to trade hot hands. If you misbehaved in class, he called you up 
to the front, then every student would slap youon the bottom. If he 
made a mistake, we would slap his bottom. He was a disciplinarian, 
but he had a way with the boys. Also, in those years, the age of the 
students was much older than it is now. It was not uncommon to find 
a senior that was 21 years old. And it was not uncommon to find a 
freshman 17 or 18 years old. But there were some teachers that I 
remember that had some influence in our lives. Naturally, you like 
hamburgers, maybe I don't like spinach; there were some students 
who did not like certain teachers for whatever reasons. I have no 
complaints. I would like to think that I have fine memories of my 
teachers. I agree. 
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Rene perceived that his teacher had established relationships with 

the students which made everyone feel equally treated and equally liked by the 

teachers. Discipline by the teacher was accepted because Ren~ understood 

that anyone could make a mistake, and everyone, including the teacher, would 

receive the same punishment. 

Paula also agreed and revealed that all of her teachers were very 

helpful. She felt that each teacher cared whether she learned or not and that 

there wasn't a day when her teachers did not approach her and help her to do 

whatever she needed to accomplish. 

Abe agreed that he felt his relationship with his teachers made him 

feel good about himself. This was especially evident outside the classroom 

where teachers would approach him and ask him to participate in basketball or 

baseball. He commented that teachers took the time to get a student involved. 
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Abe could not relate to teachers in the classroom as he did out on 

the field. He could only remember one teacher who would offer him help. She, 

as he recalled her, would do this for all her students. He stated, "She was 

good. She always came out even if I didn It go ahead and do it. Sometimes I 

was sitting in the middle of the room or in the back, and she would pick me to 

answer a question. She would pick everyone out because she wanted everyone 

to participate. " 

Abe felt good that this teacher chose him to answer questions. Other 

teachers, he recalled, did not care whether every student had a chance to say 

something, but Mrs. Riddle did. Not being left out in class participation gave 

Marcos a feeling that he was wanted and that the teachers wanted him to do 

well. He felt good about this. 

Guillermo remarked that some of his relationships with his teachers 

made him feel good about himself. With his administration this was not the 

case. One of his teachers, Guillermo recalled, put him down in a most thought-

less manner. He recalled: 

I still remember what she said, and when I get my Master's I'm 
going to show her. She told me when I was her student that the only 
thing I was going to do was get out of school and go down the street and 
sell flowers on a cart. 

She is the only one who ever put me do\Vl1 and embarrassed me. 
She was using that selling cart on the street as being a non-meaningful 
job-- just like telling you that you are going to be nothing but a garbage 
collector. 

Guillermo's negative experience with this particular teacher created 

in him a bitter feeling. He had had good relationships with his teachers in the 



past and he had a very positive attitude toward his teachers. Guillermo re

membered this experience with a degree of bitterness. 
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Alberto responded that he felt his relationship with his teachers 

made him feel good about himself, but only because he did not know any better. 

As he grew up, he analyzed his relationships with his teachers and determined 

that some had been good while others had not. 

Art disagreed with the statement, observing, "I really did not have 

any relationships with teachers. My relationships were with my friends and with 

my family. The only friends that really made me feel good in high school were 

my coaches. In the elementary school, I do not remember feeling good about 

any relationships with any teachers. " 

Art felt that he had no satisfying relationships with his teachers due 

to a lack of communication. He could not speak their language and they could 

not speakhis. They were, therefore, apart. Teachers, he felt, did not care 

whether they communicated with him or not. 

Jose also disagreed with the statement. He did not feel that teachers 

ever encouraged him. He recalled that he would go to class and get his report 

card, but there was never any rapport between himself and his teachers. He 

felt that he was just a student who did his work and was left alone, and, in a 

reciprocal manner, he left the teachers alone. Thus, there was never any 

close contact between himself and his teachers. 



QuestiOIlllaire Statement Number 17 

"I felt that my teachers thought it was important that I retain my bi
cultural identity. " 

As reported in Figure 18, 55 percent (11) of the respondents dis-

agreed with the statement regarding the students I perceptions as to whether 
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they felt that their teachers thought it was important that they retain their bi-

cultural identity. Thirty percent (6) of the respondents were undecided, 5 per-

cent (1) of the respondents agreed, and 10 percent (2) of the respondents 

strongly agreed with the statement. 

Respondents I Comments and Discussion 

Francisco agreed with the statement that he felt his teachers thought 

it was important that he retain his cultural identity. He commented, "They 

never said that outright, but I felt they did because of their actions and 

attitudes. " 

Francisco did not hear teachers mention that they wanted Mexican-

American students to have a bicultural identity. Nevertheless, he perceived 

such to be the case because of their actions. Perhaps the material studied or 

the teacher comments regarding the advantages of being bicultural suggested 

to him that biculturalism was a positive value. Enrique and Alicia also agreed 

with the statement. 

Marcos was uncertain about whether he felt his teachers thought it 

was important that he retain his bicultural identity. He did not comment. 



20 

18 

16 

14 

12 

10 

8 

6 

4 

2 

o 

55% -------------30% ----- -- -- -- -- -- --- -- -- -10% - -- -- -- -- 5% - --- - -- - --- - - -- - - --- - ....... .-- - - -
SA A U D SD 

Figure 18. Composite Response to Questionnaire 
Statement Number 17 (Care). 

"I felt that my teachers thought it was important that I 
retain my bicultural identity. " 
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Irma responded that she was undecided concerning the statement. 

She did not feel that teachers had made an effort to encourage biculturalism. 

She observed: 

If I were black and you would ask me that, I would say yes, be
cause I did have a teacher that conversed with a black student in class 
regarding her background. There were three black pupils in class, 
and the teachers asked one of them if she would like to go back to 
Africa. The student responded that she did want to go back. I felt 
the teacher was kind of leading her so she would say yes, she would 
like to go back. 

Irma had no experiences which she remembered where her teachers 

discussed the subject of biculturalism. She was undecided on the comment 

made to the black student. She did not know why the teacher had made the 

comment. 

Petra was undecided regarding the statement as to whether she felt 

that her teachers thought it was important that she retain her bicultural iden-

tity. She stated, "They didn't say one way or the other. Some teachers dis-

cussed the subject of Mexican history later in high school, but I don't think the 

main interest was for me to remain bicultural. " 

Guillermo responded that he did not think that the statement per-

tained to him. Guillermo, in previous questions, had stated that he did not 

consider himself Mexican. He considered himself American. In this question, 

Guillermo did not feel that biculturalism was a relevant issue to his 

circumstances. 

Luisa disagreed with the statement and stated that her teachers had 

never emphasized bicultural identity. She gave no further comment. Rene 
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also disagreed with the statement and commented, "I don't think there was any 

effort put forward in that area. I think we participated in the events of the 

local environment like the Cinco de Mayo Fiesta. The teachers lived in the 

community. They also took part in the fiestas. They understood what we were 

like, but they did not emphasize biculturalism. " 

, 
Jesus disagreed that his teachers perceived it important that he 

retain his bicultural identity. He stated: 

They did not, at the time I was in school. Then, all of the 
teachers were 90 percent Anglo, and they came to Nogales from other 
areas. They were not from here. Today it is different. We have a 
lot of teachers from here who are Mexican-American. Today's stu
dents retain their bicultural identity because teachers emphasize this. 
It was not this way when I went to school. 

, 
Jesus perceived that teachers who understood Mexican-Americans' 

background and who were Mexican-American themselves helped students 

retain their bicultural identity. 

Rafael at first commented that he did not lmow if he had a bicultural 

identity, especially in grade school. Later, he commented, "I'll disagree with 

that. I still remember that they forced us to speak English. They knew we 

were bicultural. We thought we were of one culture, Mexican-American. The 

teachers Americanized us. They brought in the biculture. " 

Rafael did not feel that he had been unique when he started school. 

Everyone was alike, and he and his classmates behaved in the same manner. 

Teachers, he believed, brought in a new way of thinking. Anglo teachers were 

different and thus students could compare themselves to the teachers. As they 
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acquired new customs and behaviors taught by these Anglo teachers, they 

gradually became bicultural. 

Paula commented that teachers made no effort to encourage or dis-

courage anything in her past background. Nothing was discouraged, she noted, 

other than Spanish. She disagreed with the statement and made no further 

comments. 

Alfredo also disagreed that his teachers felt it was important that he 

retain his bicultural identity. He stated that he was not even encouraged in the 

use of Spanish. He remarked: 

Not even when I was taking Spanish to meet a state requirement 
to go to college. I was encouraged to take it as a requirement, but not. 
because I would develop my home language. 

Teachers did not individually encourage me to be proud of my 
Mexican history, but I have to say that even then we were allowed to 
participate in the 16 de Septiembre and Cinco de Mayo fiestas. Even 
though they did not say we had to, everybody participated. The teachers 
did not come out and say, "Hey, let's be proud of ourselves." They en
couraged us to participate in those activities without saying it. Today, 
even though we think we encourage bicultural identities, we prohibit 
students from participating in their historical fiestas. 

Alfredo undoubtedly perceived that teachers in his school days were 

unaware of the movement of the importance of bicultural identities. Neverthe-

less, he added, these teachers encouraged them and made them feel that 

Mexican customs were acceptable and a part of the lives of the students. 

Art also disagreed with the questionnaire statement. He stated: 

No, they did not. On the other hand, they thought that I had to 
change. They would say, "Don't speak Spanish in the classroom; do 
not speak Spanish in the school." To me that meant that I had to 
change. I had to become an American. My family and our beliefs 
were very strong. This strength reinforced everything I did. I never 



felt inferior. I never felt bad about myself. My family pushed educa
tion. We were encouraged to get ahead. With all of that encourage
ment from the family, I never felt ashamed of what I was. 

Art had a strong family background, as did other students. His 
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family encouraged the continuance of his customs and cultural identity. Even 

though he was never encouraged, nor did his teachers seem to care about him 

in school, his family made sure that Art continued in activities that reflected 

the Mexican culture. 

Questionnaire Statement Number 18 

"I felt that my teachers cared that I develop positive attitudes about 
myself. " 

As shown in Figure 19, 20 percent (4) of the respondents strongly 

agreed, and 65 percent (13) of the respondents agreed that they felt their 

teachers cared that they develop positive attitudes about themselves. Five 

percent (1) of the respondents was undecided, and 10 percent (2) disagreed 

with the statement. 

Respondents I Comments and Discussion 

Paula was undecided on the questionnaire statement. She stated, 

I am undecided on that. I had my own goals. My sister, who 
was one year older than I, was already in high school in Mexico 
when I entered the American school system. I was placed in the 
first grade because of my language. This could have hurt me as it 
has other children, but I knew what I wanted and could only think 
positively about the experience. 

Paula was very goal-oriented when she entered school in the United 

States. She knew that her experiences at the beginning could not be interpreted 
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Figure 19. Composite Response to Questionnaire 
Statement Number 18 (Care). 

"I felt that my teachers cared that I develop positive 
attitudes about myself. " 
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as a sign of failure because she was intent on succeeding. Paula did not feel 

uncomfortable because she was placed in the first grade. This was accepted 

by her as her opportunity to learn English more rapidly. 

Jose responded that he did not think the teachers cared how he felt 

or how he thought as long as he did his work. That was all they cared about, as 

he saw it, and thus he disagreed with the statement. Alfredo strongly agreed 

that he felt his teachers cared that he develop positive attitudes about himself. 

He reported that he received encouragement from the teachers so that he would 

develop positive attitudes about himself. 

Art responded that he agreed with the questionnaire statement, but 

he felt that only his coaches really cared about him. He stated, "The only 

reason I went to college was because some of the coaches encouraged me to 

go." 

Art remarked that the things he did on the athletic field made him 

feel good about himself in the classroom. He stated that his teachers and 

friends saw him in a different light. They respected him for what he did on 

the field, and this helped in the classroom. 

Art reported experiencing caring relationships with his coaches. 

They saw him as an outstanding athlete and relayed these thoughts to Art. In 

the process, he developed a positive attitude about himself and began to con

sider himself as able to compete, not only on the athletic field, but also in the 

classroom. Petra agreed wi.th the statement. She commented that some of 
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her teachers made made comments to her regarding how one feels good about 

oneself as a result of mastering the subject matter. Other than this, Petra 

could not remember anything specific. 

/ 

Rene also agreed with the statement that he felt his teachers cared 

that he develop positive attitudes about himself. He stated: 

I would say that some of the teachers expressed interest. One of 
the teachers, Mr. Bott, used to talk to us about trying to get ahead. He 
tried to motivate the students to apply themselves to their studies. He 
would say, "You want to grow up to be a bum?" He would lay it out to 
you. He was one of the teachers that would encourage students to get 
motivated, pay attention, and study. 

Rene had a good feeling about Mr. Bott. He felt that Mr. Bott's en-

couragement helped him to get ahead. Rene perceived that Mr. Bott really 

cared because he expressed concern that some of the students were not doing 

as well as they should. He also perceived that this teacher tried to establish 

communication with the students and helped to develop positive attitudes toward 

school and life. 

Summary of Scaled Responses 

Questionnaire statement number 14 began the "care" category. The 

respondents, by an overwhelming majority, agreed that they felt their teachers 

were concerned about their well-being. In questionnaire statement number 15, 

the respondents again agreed, in the majority, that they felt their teachers had 

cared whether they did well in school. In questionnaire statement number 16, 

the respondents also agreed and strongly agreed that their relationships with 

their teachers had helped them feel good about themselves. 
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In questionnaire statement number 17, half the respondents dis

agreed, and one-third of the respondents were undecided with the statement 

that they felt their teachers had thought it important that they retain their bi

cultural identity. Questionnaire statement number 18 yielded different results 

as the majority of the respondents felt their teachers had cared that they de

veloped positive attitudes about themselves. 

Discussion 

The statements in this chapter dealt with the "care" category. Most 

of the respondents were in agreement that the teachers were genuinely con

cerned with their students' well-being. They were also in agreement that 

teachers cared whether the students did well in school. 

The responses to the above statements indicated that teachers estab

lished communication, not only with the students, but also with the parents. 

The respondents revealed that teachers did not hesitate to inform parents if 

students needed help or were wasting time. In addition, the respondents felt 

that their teachers enfot'ced their regular school work with homework that was 

expected to be turned in. The respondents viewed this as teachers really 

caring that students learn their subject matter. Additionally, the respondents 

felt that their teachers knew their subject matter and were experienced in ways 

of helping students. 

Some of the respondents disagreed with the statements as it involved 

teachers in the public schools but agreed to the statement if applied to the 
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Catholic schools or schools in Mexico. In these latter instances, they felt the 

teachers cared more that students succeed because they shared in that success. 

other respondents stated that they were successful because they had established 

positive relationships with the teachers and wanted to please these teachers. 

Several other respondents commented that they had developed a liking for their 

teachers and that the teachers had reciprocated. 

One of the respondents who disagreed perceived that the teachers 

isolated and abandoned students. The teacher would allow students to exist 

rather than make them participate and feel like part of the group. There was 

no high level of communication that could develop into a deeper caring 

relationship. 

With respect to teachers thinking it was important that students 

retain their bicultural identity, the majority of respondents either disagreed or 

were undecided. Most felt that their teachers never commented either posi

tively or negatively regarding biculturalism. Most of the respondents com

mented that biculturalism was not even a way of thinking when they were in 

school. Many respondents acknowledged that teachers may not have encour

aged biculturalism verbally but did so in their actions of participating and 

encouraging participation in local fiestas and customs. 

The majority of the respondents felt teachers accepted their way of 

life in Nogales, and this contributed in making the students feel good about 

themselves. A few of the respondents did not feel that this statement pertained 



to them. They felt themselves to be American, and, consequently, no 

different from the rest. 
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Overall, the respondents felt that their relationships with their 

teachers made them feel good about themselves. In addition, students were 

encouraged by some teachers and the positive feeling resulting therefore was 

carried with the students into other areas of endeavor and other classes. 



CHAPTER 7 

PRESENTATION OF THE DATA: ASPIRE 

Aspire 

"Aspire" is the relational concept that follows "awareness, " "accep-

tance, " and "care." Levels of aspiration are important to the understanding of 

achievement behavior and teacher-student relationships. Students who per-

ceive themselves as experiencing success in the classroom and their interper-

sonal relationships tend to experience rise in their levels of aspiration. 

Teachers can be very important in the lives of children and in help-

ing set realistic levels of aspiration. Teachers, it is argued, are "significant 

others" in the lives of students. Teachers who hold high expectations for stu-

dents and help students achieve those expectations tend to help raise the levels 

of student aspiration also. 

Questionnaire statements numbers 19 through 24 are concerned with 

the concept of "aspire" as it applies to Mexican-American students and their 

teachers. 

Questionnaire Statement Number 19 

"I felt that my teachers wanted me to have the best education that I 
could acquire. " 

As illustrated in Figure 20, 40 percent (8) of the respondents 

strongly agreed and 40 percent (8) agreed with the statement that students felt 

157 



20 

18 

16 

14 

12 

10 

8 

6 

4 

2 

o 

40% 40% - -- -- -- -- -- -- --- -- -- -- - 20% - -- -- - -- - -- - -- - -- - -- - -- - -- -- -- - -- - -- - -- -- -...... - -- -- -
SA A U D SD 

Figure 20. Composite Response to Questionnaire 
Statement Number 19 (Aspire). 

"I felt that my teachers wanted me to have the best education 
that I could acquire. " 
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teachers wanted them to have the best education that they could acquire. 

Twenty percent (4) of the respondents disagreed with the questionnaire 

statement. 

Respondents r Comments and Discussion 
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Petra strongly agreed that her teachers wanted her to have the best 

education she could acquire. She further commented, "All of the teachers 

pushed me to do better, and because of that encouragement I did do better. " 

Alfredo also agreed with the statement and said, "Hopefully the teachers repri

manded me because they wanted me to get a good education and not because I 

was misbehaving." Alfredo hoped his teachers had really cared about his ob

taining a better education. Alfredo had problems with his teachers when he 

was in school. He perceived that, because of these problems, his teachers 

seemed not to care if he acquired the best education possible. Paula also 

agreed with the statement, but she had no other comment to make. 

Rene agreed with the statement. He felt that his teachers wanted 

him to have the best education that he could acquire. Rene commented that 

some of his teachers, especially his coaches, had encouraged him to study and 

obtain good grades because college would be more likely to offer him a scholar

ship if he received good grades. Rene related that his athletic ability and suc

cessful studies rewarded him with offers to attend college and compete 

athletically. 

Abe also agreed that his teachers wanted him to have the best educa

tion possible. He stated, "Teachers talked about students going to school and 
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graduating. Teachers encouraged going to school, even in the junior high. In 

addition, when I graduated from high school teachers encouraged me to take 

college courses and continue my education." Abe had good feelings for his 

teachers in junior high and high school. His perceptions revealed that teachers 

encouraged him because they were interested in his personal success. 

Francisco, in agreeing with the questionnaire statement, commented, 

"During my high school years persons involved in my education encouraged me, 

including the administrators. The principal and the superintendent were very 

much involved and aware of our academic needs, and I found that very impor

tant to me. " 

Francisco revealed he was fortunate enough to have established 

close relationships with his teachers and administrators. He commented that 

their personal concern made him aware that they wanted him to receive the 

best education he could acquire. 

Luisa also agreed with the statement and stated, til was valedictorian 

of my class and was strongly encouraged to go to college. Teachers encour

aged me throughout my education. My family did not encourage me to go to 

college because they were anxious for me to go to work and help the family. " 

Luisa had set high goals for herself when she was in school. She was 

able to attain these goals because she perceived that her teachers wanted her to 

be successful. Luisa knew teachers cared that she go to college. She also felt 

that she could have been successful in college if she had attended. The finan

cial situation at home set priorities after her high school graduation. 



Enrique agreed with the statement and commented: 

I think teachers, when I went to school, stressed the importance 
of education. They impressed upon us that it would be difficult to 
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obtain any type of position if one had not received a high school diploma. 
Teachers stressed the idea that each student would be responsible for 
his own education. They told us they could not do it for us. Teachers 
encouraged us to be active and participate in all activities. Many 
teachers were more than willing to help a student out after school, too. 
They wanted the students to succeed. 

Enrique had difficulties in school due to illness. He was retained in 

the seventh grade because of illness and felt that teachers were responsible for 

helping him overcome further serious problems in his education. Enrique re-

members that his teachers encouraged students to be responsible for their edu-

cation. Teachers, he perceived, cared for students and tried to broaden stu-

dents' education by encouraging participation in all types of activities. 

Alberto had difficulty in high school. He did not establish warm, 

understanding relationships with his teachers. He could not communicate his 

needs, and he felt that teachers did not care whether he received a quality edu-

cation. He stated, "They told me that they wanted me to have the best educa-

tion I could acquire, but I do not think they were really trying to give me the 

best education. " 

Alberto did not believe the teachers when they told him they were 

interested in him acquiring a good education. He was placed at the back of the 

room and perceived himself as being ignored. Teachers' actions, he felt, spoke 

louder than their words. 

Art also disagreed that his teachers cared enough about him to en-

courage him to get the best education he could acquire. He acknowledged that 
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some of his teachers had told him that he needed to find a profession where he 

could work with his hands and forget about education. Art's statement revealed 

that a few teachers' negative remarks almost destroyed his self-esteem. Art 

did not perceive that his teachers wanted him to go on to college. They con

veyed the idea that he was incapable of further education. In this respect, 

communication with his teachers was very negative. Art commented that he 

had believed them at the time because he did not know any better. Art further 

revealed that he did not change his self-perception until his coaches began to 

encourage him and told him he was capable of going to college. 

Guillermo disagreed that he felt his teachers wanted him to have the 

best education that he could acquire. He felt that "teachers who were from 

places other than Nogales did not challenge me and the other students." He 

perceived that "teachers taught at a very minimal level compared to the level 

they would have taught if they were in an Anglo community and school. " 

Guillermo perceived that his teachers did not really care about 

Mexican-American students. He felt that teachers did not set high standards 

and high expectations for students and therefore did not provide the education 

they might have provided in an Anglo community. 

Jose also disagreed with the statement, but he did not know whether 

it was his fault or that of the teacher for not having acquired the best education 

he could. Jose did not feel his teachers demonstrated sufficient interest in his 

education. If they had shown interest, Jose revealed, it would have been con

tagious and he also would have demonstrated that he cared about receiving a 
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good education. Jose commented thut he felt the teachers should have sat 

with him and discussed his school problems with him. He felt if teachers had 

cared, they would have discovered what he really thought about education. 

Questionnaire Statement Number 20 

"I felt my teachers desired to help me develop adequate skills. " 

As indicated by Figure 21, 30 percent (6) of the respondents strongly 

agreed, and 65 percent (13) of the respondents agreed, making a total of 95 per-

cent of the respondents who agreed that they felt their teachers desired to help 

them develop adequate skills. Five percent (1) of the respondents disagreed 

that they felt their teachers desired to help them develop adequate skills. 

Respondents' Comments and Discussion 

Guillermo responded bitterly that he disagreed with the question-

naire statement. He revealed that teachers had the idea that graduates from 

Nogales were not going to continue their education after high school. Teachers, 

as a result, lowered their expectations so that high school diplomas did not 

mean as much if a student were going to college. Guillermo stated: 

I can tell you how many students from my graduating class went on 
to college. There were only ten of us at ASU-just ten. I felt that 
teachers gave us an adequate education if we were going to be compared 
to other members of the community and their level of education. If you 
are going to compare us to students who were going to college from other 
communities, then I do not agree that they helped us develop adequate 
skills. They did a terrible job, and I didn't realize how much I was 
cheated until I got to the university. 

Guillermo did not realize how important an adequate high school 

education was until he went to college. He perceived that teachers did not have 
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Figure 21. Composite Response to Questionnaire 
Statement Number 20 (Aspire). 

"1 felt that my teachers desired to help me develop adequate 
skills. " 
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high expectations for students from Nogales High School. He also felt they 

were perhaps readied sufficiently to enter the job market in Nogales, but not 

sufficiently prepared to enable them to succeed in college. 

Alicia, Enrique, and Sylvia strongly agreed that they felt their 

teachers desired to help them develop adequate skills. They made no further 

comments. 

Francisco also strongly agreed with the statement. He stated, "My 

teachers always tried to make me learn the subject matter. They stressed 

that we had to learn in order to become better persons in the years to come, 

but we took it for granted. It was always on my mind that this was what they 

were trying to instill in us. " 

Francisco felt his teachers had communicated to students that learn

ing was essential, both during school years and thereafter. He perceived that 

his teachers desired to help him develop skills in school that would be benefi

cial to him following graduation. He sensed a caring on the part of his teachers. 

He did not, however, feel that most students believed that the teachers' com

ments were of any importance. 

Alfredo concurred with Francisco's statement. He commented that 

the teachers presented the instructional materials well. He also felt that 

teachers gave him opportunities to learn the material, but that he had not 

given himself the opportunity to learn what the teachers presented. 

Delia felt that her teachers desired to help her develop adequate 

skills. Delia viewed herself as a very bright and successful student in high 
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school. She commented that, because of the times in the war era, and be

cause her family could not afford to send her to college, her decision was to 

go into a business career. She stated that her teachers "all guided me into 

commercial classes because that was the thing that would get me into the work

ing world." Delia perceived that her teachers helped her to make the best 

choice and go into a business career. 

Jeslis agreed that his teachers desired to help him develop adequate 

skills. He stated, "They did as much as they were able to." He went on to 

explain that "none of them [teachers] during the years 1941 to 1947 were ade

quate teachers. Teachers were not capable of teaching well, and because of 

that, only one out of ten students from our area that went to college made it in 

college. The reasons they failed was because we did not have adequate 

teachers to teach us. " 

JesJs's perception was that teachers were not prepared to help stu

dents develop adequate skills even if they desired to do so. JesJs changed his 

statement to indicate that he was not prepared when he went to college. 

Abe also agreed with the statement. He recalled his shop teacher, 

Mr. Sunderman, and others who encouraged him because he had good grades. 

He recalled that teachers would tell him, "Abe, I think you could make a fine 

carpenter. You could make a good mechanic." Abe perceived that his teachers 

aspired for him to be successful in a skills trade. Abe was proud that his 

teachers felt good about him and that the teachers had communicated their feel

ings about his future. 
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Maria, Paula, and Alberto also agreed with the statement. The 

three concurred that their teachers wanted them to learn English and that they 

were good at helping students learn. 

Rafael also agreed with the statement. He added that he already had 

adequate skills in Spanish when he started school, but the teachers had not 

made use of these skills in English. Teachers later helped him develop or 

transfer the skills into English and therefore Rafael perceived that the teachers 

really wanted him to learn adequate skills in English, not just in Spanish. 

Questionnaire Statement Number 21 

"I felt that my teachers encouraged me to make choices for myself. " 

As shown in Figure 22, 15 percent (3) of the respondents strongly 

agreed, and 60 percent (12) agreed, making a total of 75 percent of the respon

dents who agreed that they felt their teachers encouraged them to make choices 

for themselves. Five percent (1) of the respondents was undecided, and 20 per

cent (4) of the respondents disagreed with the statement. 

Respondents' Comments and Discussion 

Francisco agreed with the statement that his teachers encouraged 

him to make choices. He acknowledged, "I got heavily involved because of the 

teachers' interest in my future. That is why I got involved in high school in 

different programs. I felt that my four years in high school were the best 

years of my life. When I graduated, I wanted to keep on going. " 
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Statement Number 21 (Aspire). 

"I felt that my teachers encouraged me to make choices for myself. " 
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Francisco sensed a considerable amount of teacher attention arid 

interest focused on him during his high school years. The teacher enthusiasm 

was such that Francisco was encouraged to continue his education after high 

school. Teachers' encouragement seemed to be at least partially responsible 

for Francisco's aspiration in school. 

Guillermo strongly agTeed with the statement and added that his 

teachers' encouragement added positively to his own sense of independence. 

He commented that his English teachers were especially encouraging in belping 

him to make choices for himself. He stated, "They always encouraged me to 

be responsible for the choices I made. I think making choices for oneself can 

occur only when one is responsible for those choices. " 

Guillermo perceived that his teachers wanted him to make choices 

for himself. Teachers also wanted him to be responsible for the decisions 

once they were made. Guillermo agreed that the process was necessary if he 

were to learn what was necessary to succeed. 

Petra also agreed with the statement and stated, If At some point in 

time in my high school education, teachers began to allow us to express our

selves. If Apparently, Petra didnot remember when teachers began to allow her 

and other students to make choices for themselves. She perceived that making 

choices depended heavily on being able to express her ideas and feelings. 

Alfredo also agreed but commented that teachers encouraged him 

only to a certain extent. He mentioned that during his early years in high 

school, he had wanted to make choices about particular classes and was told 
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not to bother. Later in high school, he commented that teachers realized he 

was going to college regardless of their opinion, and they at that time encour

aged him to select the right courses to help him succeed in school. 

Alfredo indicated earlier that his teachers constantly reprimanded 

him for his behavior. He perceived that because of this his teachers did not 

feel that he could make decisions and be responsible for the outcome of the 

decisions. Alfredo felt that this teacher perception was positively changed 

when they discovered he was going to college on a scholarship. At this point, 

teachers began to encourage him and helped him make choices he felt neces

sary to do better in education. 

Marcos had difficulty answering the question. He commented that 

he felt teachers wanted to give him the opportunity to make decisions. Never

theless, he added, teachers at times forced him to do what they wanted and 

forced him to learn in their way. He felt that he should have had a choice 

about what he learned. 

Delia agreed with the statement but qualified it by saying the 

teachers had given her no choice when it came to speaking Spanish in school. 

She revealed that she had taken all of her required classes in her first three 

years of school and that in her senior year she had a good time. Delia per

ceived that it had been her choice to take all her required classes early. St,e 

felt that her teachers had not discouraged her from making that decision. 

Alicia agreed that she felt her teachers encouraged her to make 

choices for herself. She stated, "I had one special teacher at the high school 
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level and I was in her general business class. She was concerned about me 

and told me that since I was paying tuition that I probably would not be able to 

afford college. She counseled me into taking commercial classes that would be 

of help to me. " 

Alicia felt she had close relationships with her teachers. She felt a 

great deal of satisfaction and accomplishment in what she did in school but 

was aware that she could not afford to go on to higher education. She perceived 

that her general business teacher cared for her and wanted her to take classes 

in high school that would enable her to be successful. 

Jesus agreed that he felt his teachers encouraged him to make 

choices for himself. He made no further comments. Rene also agreed with 

the statement. He stated: 

Teachers would meet with the students, and based on their per
sonal viewpoint, they would recommend that one either took college or 
commercial courses. Teachers would evaluate or consider a student's 
family background, income, and the possibility to go on to college and 
would make recommendations from these assessments. 

If some kid had exceptional talent, even if the father were poor, 
teachers would try to develop that talent and encourage that kid. In 
those years, there was no hang-up on discrimination. But the financial 
situation was a major factor and scholarships were limited; therefore, 
different families could not send their children to school. 

Rene perceived that teachers meant no harm in making recommenda-

tions to students to either take college or business preparation classes. Rene 

felt confident that teachers helped students make the right decisions. 



173 

Luisa felt that her teachers encouraged her to make choices for her-

self, but, she revealed, there was really no emphasis placed on this by the 

teachers. She stated: 

We did have classes where they tried to discover a student's par
ticular aptitude. They tried to have us make choices in our sociology 
class. There never was as much emphasis as there is now that stu
dents have counselors to discuss their future with. 

Yes, I think teachers encouraged us to make choices, but I don't 
remember them talking to me about thinking about my future. 

Luisa was not aware whether her teachers were trying to help her 

make choices for herself. She felt that they did not counsel as much as they 

presently do. She felt close to her teachers and perceived that their words of 

encouragement were meaningful to her. 

Abe at first disagreed with the statement and commented, ''1 don't 

think they gave us a choice. It was, 'This is what you have to ::10 and this is 

the way you have to do it. '" Abe later agreed when he recalled that one of the 

home economics teachers, Mrs. Blythe, had encouraged him and other students 

to enroll in her home economics class. He commented that at first he and the 

others refused, but that she had convinced them to enroll and they had enjoyed 

it very much. 

Abe was also not aware as to whether teachers had encouraged 

decision-·making by their students. He felt that teachers made choices, and 

the students had to do as they were told. Abe's home economics teacher en-

couraged him to make a choice, and he was later pleased because he had been 

given that opportunity. 
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Rafael disagreed with the statement as it applied to the elementary 

school. In high school, he recalled, he was able to make more choices for 

himself. He stated: 

In high school, the choices that teachers allowed me to make 
were, for example, making my own schedule and choosing my own 
career. They did not tell me I could not go on to college or that I 
had to choose one career over another. They encouraged me to make 
my own choices as far as extra-curricular activities were concerned. 
They didn't force me to participate if I didn't want to. 

There were two teachers in high school with whom I vividly re
member discussing my future. They both encouraged me to get into 
math and come back to Nogales to teach and help kids that were like 
me. These two teachers encouraged me to get into education. 

Rafael received encouragement from two of his teachers at the high 

school level. The decision that he made because of these teachers influenced 

his life conSiderably. Rafael sensed that his teachers cared that he make the 

right choice and encouraged him to go to school and go into a career where he 

could help others. 

Enrique disagreed that he felt his teachers encouraged him to make 

choices for himself. He stated, "You are kind of undecided as to what you are 

going to do when you get up to that age. You just think about school, friends, 

home, whatever extra-curricular activities you might have after that. You do 

not think of what you are going to do unless you set a goal and say you are going 

to do this; but no, I was not encouraged to make choices. " 

Art also disagreed with the statement. He said, "I disagree. I do 

not think they encouraged me to make any choices. The choices I made, I 

made myself." A rt did not perceive that his teachers had been of any help in 
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assisting him to make choices regarding his future. Apparently, his teachers 

did not communicate this effort to Art if there was one. 

Paula disagreed with the statement and said, "This was not the style 

of teaching at that time. The teachers' words were the only words, and the 

students did not question them." Paula, it seemed, did not experience the op-

portunity to either express herself in class or make choices. She felt that her 

teachers were autocratic and that the teachers' instructions were what counted 

in the classroom. 

I 
Jose disagreed with the statement. He did not feel that his teachers 

encouraged him nor did they allow him to make choices for himself. He stated, 

"I think most of my choices were made by my parents and my brothers. Idon't 

think teachers took much part in making these types of choices. In class, the 

teacher was set as to what we were going to study. We never had discussions 

on what other areas were available for future studies. We didn't have courses 

that allowed us those opportunities. " 

Jos~ stated that he used to sit at the back of the room during 

classes and was never bothered by the teacher. He felt that teachers did not 

aspire or care for him. They did not give him a chance to experience decision-

making as it applied to himself in the classroom. Jose added that his brothers 

and parents had been instrumental in his going to college. They were, he indi-

cated, responsible for helping him make a choice. The teachers apparently did 

not care what Jose' did in class, as long as he did not disturb the daily routine. 

If he were quiet, they went on with the lesson and avoided personal contact. 
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Questionnaire Statement Number 22 

"I felt that my teachers wanted me to become an independent person. " 

As shown in Figure 23, 10 percent (2) of the respondents strongly 

agreed, and 60 percent (12) of the respondents agreed with the statement, 

making a total of 70 percent of the respondents who agreed that they felt their 

teachers wanted them to become independent persons. Ten percent (2) of the 

respondents were undecided, and 20 percent (4) disagreed with the statement. 

Respondents I Comments and Discussion 

Alfredo agreed with the statement that his teachers wanted him to 

become an independent person, but added, "I think things were a little bit dif

ferent when I was in school. I think back then I was encouraged to think for 

myself, but I was not encouraged to make choices or to take the responsibility 

for the choices. " 

Alfredo perceived that teachers wanted him to learn how to express 

himself. Yet he felt that teachers would constantly reprimand him for the 

expression of these thoughts. Alfredo wanted the opportunity to make choices 

and experience responsibility but was not allowed to do so. 

Delia and Petra agreed with the statement. They had no comments. 

Alicia also agreed with the statement. She commented, "At the beginning I 

used to ask them for their opinion or for help. I needed advice. Later, they 

would not help me make decisions. They would allow me to decide on my own 

just to see how well I could do. " 
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Alicia felt encouraged that her teachers allowed her to make 

choices on her own. She perceived that teachers cared enough for her and 

trusted her to make decisions. Alicia felt that this had been a good learning 

experience. 

Abe agreed with the statement and mentioned various teachers that 

had encouraged him to make choices when he was in school. He stated that 

these teachers were "strong focal points" in his life because they were teachers 

that he could confer with. Abe perceived that teachers that allowed him to 

make choices for himself did not find him threatening and therefore helped him 

attain personal goals. 

Luisa agreed with the statement. She stated, "There was not much 

emphasis put on this. I do feel that sometimes I was treated a little special. 

Teachers wanted me to go to college and they wanted me to do one thing or 

another. We had few teachers, a lot of students, and no counselors. " 

Luisa felt that teachers tried to treat her specially. She perceived 

that her teachers aspired for her to go to college and encouraged Luisa to make 

decisions regarding her future. Luisa apparently had very close contact and 

communication with her teachers. She felt proud that, even though there were 

no counselors to help her in school, her teachers accepted that role and pushed 

her on to success. 

Enrique agreed that his teachers wanted him to become an indepen

dent person. He stated: 



There was an opportunity given to students to express their con
cerns and ideas, still keeping on course of what was being discussed. 
In school we were not asked for our input. It was either class partici
pation or not. In regards to being independent, I feel my parents en
couraged independence more than the school. They declared that we 
would have to be dependent on ourselves when we went to school, when 
we were away from home. They encouraged us to solve our own prob
lems and not to come home to them with problems we could solve 
ourselves. 
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Enrique accepted the responsibility for making choices because his 

parents had encouraged that when he went to school. His parents persuaded 

their children to deal with problems in school because they would have to experi-

ence this process after they left home. Enrique was not concerned that his 

teachers did not follow through with this type of encouragement, but he per-

ceived its lack in school. 

/ 

Jesus was undecided on the statement. He revealed that at times he 

felt teachers wanted him to become an independent person. Most of the time, 

however, he felt his teachers did not approach problems in students' lives as 

seems more common in later years. He stated, "There was more discipline in 

those days, and you didn't dare try anything that was not accepted by the 

teachers. It was not the teachers' fault. That's the way things were. That's 

the way they taught. Teachers told you the way it should be done more so than 

they do now. Today, I feel, teachers bring more out of the student. " 

Jesus acknowledged that the methodology of teaching was not intended 

to make students independent persons. He felt that discipline was stressed 

more than it is in modern teaching. This was not because students behaved 

worse, but rather because that was the way teachers taught. He felt they 
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presented the material in the classroom and expected no deviation from the 

; 

course content. Jesus admits that the new methodology encourages students to 

participate and actually feel that they have a say ill what will be done and what 

will be taught. 

Sylvia disagreed with the statement. She stated teachers had differ-

ent ways of saying, "This is the way it is, and that's it." She felt her 

psychology teacher gave her choices in class. She cited, for example, the 

selection of class officers where students were appointed to an office rather 

than being elected. 

Sylvia mentioned only one class where she was encouraged to give 

her own opinion. She felt that choicing was not an alternative way of teaching 

when she was in high school. 

Francisco also disagreed with the statement. He commented: 

In those years the family ties were strong. The family atmos
phere prevailed and teachers were aware of this fact. Student indepen
dence was not encouraged by the faculty until many years later. The 
idea of independence tended to break away from strong familial ties 
and therefore teachers kept a strong discipline rather than allow stu
dents independence. 

I had my own mind, but I also knew that making my own decisions 
was one thing and that the outcome of my decisions was extremely im
portant to my parents. I always wondered how my parents would react 
to a decision I made. I always had that in my mind. This helped me 
make correct choices. 

Francisco, it appears, had strong familial ties and could not make 

choices that would adversely affect his parents. Teachers were aware of the 

strong ties in the family and encouraged the students to make decisions based 

on how it would affect their families. Teachers, he felt, discouraged 
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independence among their students, since they perceived this was expected of 

them by the homes of the community. 

Questionnaire Statement Number 23 

"I felt that my teachers wanted to set a positive direction for me. " 

As presented in Figure 24, 10 percent (2) of the respondents strongly 

agreed, and 65 percent (13) of the respondents agreed that they felt their 

teachers wanted to set a positive direction for them. Ten percent (2) of the 

respondents were undecided, and 15 percent (3) of the respondents disagreed. 

Respondents' Comments and Discussion 

Rafael strongly agreed with the statement that he felt his teachers 

wanted to set a positive direction for him. He felt that they had taken the time 

to encourage him to speak English. He perceived that he could go further if he 

learned English as rapidly as possible. He also felt that his teachers actually 

cared that he learn English so he could be successful. 

Petra's comment was similar to that of Rafael's. She commented 

that teachers wanted her "to learn English the American way." Petra per

ceived that learning English was the first step towards setting a positive direc

tion for her future in the United States. Enrique also agreed with the statement 

and said, "If I wanted to be a science major, the opportunity was there. The 

teachers would try to help you. You could go to them and say you wanted to 

learn a little more, and they would help you." Enrique felt that he could com

municate his aspirations to his teachers. He also felt that, if he needed help in 
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reaching those aspirations ,his teachers would be willing to assist him. Luisa 

agreed with the statement but did not feel that students were offered individual-

ized guidance. She perceived that they were all encouraged to do and think 

about certain areas of future concern. 

Irma also agreed with the statement. She felt that students who were 

going to college received more help from the teachers, evidently because the 

teachers believed that these students needed more attention. She felt her 

teachers had identified her as not being able to go on to college because of her 

financial situation and because she was not taking college preparation classes. 

Irma did not have aspirations to attend college because she had deter-

mined that her family's finances would not allow her to do so. She was fully 

aware that teachers identified this problem and gave her less attention. Irma 

did not feel that her teachers' expectations were as great for her as they could 

have been. 

Maria commented that teachers did verbally encourage her to go to 

college. She insisted that her teachers tried their best to help her learn and to 

help her see what she wanted in the future. Teachers, she perceived, did not 

care whether a person was going to college or not. They cared that a person 

learn the subject being taught, but had no specific end in mind. 

Rene" was undecided on the statement. He stated; 

There wasn't that much emphasis on stating verbally where they 
wanted us to go with the knowledge we were acquiring. They would en
courage students. Some teachers would take a considerable amount of 
interest in some students, and other students they treated routinely. 
They did their job, but overall, I do not think setting a positive 



direction for me was emphasized. There may have been isolated cases 
where teachers expressed their interest, but I cannot recall any. 
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Rene recalled, as did Marfa, that teachers did not verbalize their 

concerns as to what they aspired for their students. Rene felt some students 

were encouraged by their teachers, whereas others were treated without care. 

Teachers, he perceived, did their jobs, but did not set directions for students. 

Paula disagreed with the statement. She perceived that "their 

lessons were the most important thing." She did not feel that they set aside 

time to talk about anyone's special direction. She perceived that teachers had 

a primary purpose in class. That purpose was to make sure students learned 

what was being presented. 

Art also disagreed that teachers wanted to set a positive direction 

for him. He stated, "If they did, I never saw it. I disagree with that. The 

only thing that I remember is that they did try to teach their subject. I do not 

remember the teachers helping to set any positive direction for me. " 

Art commented that he had received little, if any, encouragement 

from his teachers during school. His perceptions of his relationships with his 

teachers indicated that the teachers were not really concerned with Art's prob-

lems of language and self-confidence. Teachers, Art felt, were there to pre-

sent subject matter, but not help in guiding him through his education. 

Jose responded in the same manner. He disagreed with the state-

ment and commented that he was not sure teachers had any direction in mind 

for him. He felt that each teacher was doing his own thing in high school and 



that the school probably did not have a "general picture of what was happen

ing to students. " 

Questionnaire Statement Number 24 
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"I felt that my teachers wanted me to make decisions for my education. " 

As indicated in Figure 25, 10 percent (2) of the respondents strongly 

agreed, while 65 percent (13) of the respondents agreed with the statement that 

they felt their teachers wanted them to make decisions for their education. 

Five percent (1) was undecided, and 20 percent (4) strongly disagreed with the 

statement. 

Respondents' Comments and Discussion 

Petra strongly agreed with the statement that she felt her teachers 

wanted her to make her own decisions about her education. She felt that her 

teachers in Nogales had encouraged her to get an education because her futUre 

depended on it. She recalled that when she attended school away from Nogales, 

the teachers also encouraged her and demonstrated that they were interested in 

her learning. 

Sylvia agreed with the statement. She commented that several 

teachers in high school had initiated "get togethers" where they talked about 

different careers, jobs, and schools students could attend after graduation. 

Sylvia seemed pleased that her teachers had discussed areas that would affect 

her after graduation. Alfredo also agreed with the statement and revealed that 

teachers did not force him to make decisions. Instead, he stated, "They kind 
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of let me find my way, and when I had decided to do what I wanted to do, they 

would make sure that I made the right choices." Alfredo felt strongly that 

some of his teachers did not push him to make decisions, but that they were 

there when he needed them. 

Delia agreed that her teachers wanted her to make decisions for her 

educationo Delia stated she felt "they helped me in realizing important goals. 

They demonstrated how important college was and were instrumental in help-

illg me get scholarships to attend college." Delia perceived that her teachers 

aspired for her to continue her education. This seemed apparent at graduation 

when it was announced that she had received a number of scholarships. Delia 

felt that she had been encouraged and well-prepared. 

I 
Jesus also agreed with the statement. He perceived that his teachers 

had encouraged those students who could afford to go to college to do so. Stu-

dents who could not afford college, it was understood, had to go to work or go 

to a trade school. Jesus added that he really could not afford college, but his 

teachers "induced" him to go on to higher education. Luisa also agreed with 

the statement, mentioning that all her teachers had suggested to her that she 

should go to college. Guillermo agreed with the statement, but did not 

comment. 

Francisco agreed with the statement and recalled; 

In my junior year, teachers asked me, "Do you want to go to 
college?" They would say, "If you want to do this or that you have 
to take certain courses in your junior and senior years in order to 
go to the university." I would see them as very interested in my 
future. They were concerned that the classes we were taking were 



not simple, getting-by classes. They wanted us to take stronger forms 
of instruction in order to prepare us properly for the university. 

Francisco felt that his teachers adequately prepared him to go to 
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college. He perceived that they were concerned about his success after gradu-

ation from high school because they advised him to take courses that would 

help him and ones that were required for university admittance. He also per-

ceived that they were concerned, since they had encouraged him to take 

courses that would benefit him. 

Alicia also agreed with the statement. She commented that she had 

wanted to continue her education and become a nurse or a teacher. She re-

vealed that she had been unable to attend college due to finances. Neverthe-

less, she added, teachers had encouraged her to take business courses so that 

she could later enter the business world. 

Marcos agreed with the statement and commented that his teachers 

did not encourage or discourage him from going into any specific courses. He 

felt that teachers let individual students decide whether to enroll in coUege-

bound courses or general courses. He stated that it had been his decision to 

enroll in non-college-bound courses so that he would be prepared to go to work 

when he graduated from high school. Abe agreed with the statement and re-

called one of his counselors who used reverse psychology to get students to 

think and make decisions regarding their education. Abe perceived that the 

counselor was picking on him when he was in high school, but later realized 

that the counselor wanted him and others to continue their education. Abe 
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did not feel that most of his teachers placed any emphasis on making decisions 

regarding education beyond high school. 

Paula disagreed with the statement and stated that, "No choices were 

given." She added that what she wanted she had to pursue by herself. Jose did 

not perceive his teachers cared one way or another regarding his future educa

tional goals. Art also disagreed, indicating that no one helped him make deci

sions regarding the classes he would take. He felt that he had followed "a 

course that was not college-bound" because he did not know what else to do. 

He could not recall any teacher who had encouraged him to go to college, other 

than his coaches. The coaches did so, he believed, because of his athletic 

ability and not because of his intellectual ability. 

Alberto also disagreed with the statement and observed that his 

teachers did not seem concerned about it. He recalled that his teachers tried 

to encourage him, but only because it was part of their job. He stated, "They 

asked me if I wanted to be President of the United States. But I knew I could 

not because I was not born in the United States. They were not sincere because 

they would then suggest that I could be a good mechanic or be in charge of the 

janitors. They would say, 'You could be a senator if not the President.' I did 

not feel that their questions regarding my future were sincere. " 

Alberto perceived that his teachers wanted to stir his interest in 

regards to what he planned for himself after school. He felt that they were not 

asking him to make decisions that were within his reach, thus he perceived 



that his teachers did not really care about him personally. Teachers only 

asked him, he felt, because it was their job to do so. 

Summary of Scaled Responses 

Questionnaire statement number 19 began the "aspire" category. 
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The respondents, by a large majority, agreed that they felt their teachers 

wanted them to have the best education they could acquire. In questionnaire 

statement number 20, the respondents were asked whether they felt that their 

teachers had desired to help them develop adequate skills. The respondents, 

by a clear majority, agreed with the statement. In questionnaire statement 

number 21, the respondents, by a majority, agreed with the statement 

which asked whether they felt their teachers had encouraged them to make 

choices for themselves. 

Questionnaire statement number 22 also had a majority of the 

respondents agreeing that they felt their teachers had wanted them to become 

independent persons. With respect to questionnaire statement number 23, the 

majority of the respondents agreed with the statement that their teachers had 

wanted to set a positive direction for them. In questionnaire statement number 

24, the last statement of the "aspire" category, the majority of the respondents 

also agreed that they felt their teachers had wanted them to make decisions 

about their own education. 
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Discussion 

The statements in this chapter dealt with the "aspire" category. 

The majority of the respondents were in agreement that they perceived their 

teachers as wanting their students to have the best education they could ac

quire. The participants generally felt a deep sense of caring on the part of the 

teachers and perceived that they encouraged them to continue their education. 

The respondents felt that their teachers encouraged them to be responsible for 

their education and held high expectations for the students. Most teachers, 

the respondents felt, constantly stressed the importance of education and the 

need for a high school diploma to get a good job after graduation. 

With respect to the statement as to whether the respondents felt 

their teachers desired to help them develop "adequate skills, " the majority 

agreed that the teachers did desire this. Most of the respondents referred to 

the knowledge of English as being the primary skill which their teachers empha

sized. The respondents felt that the teachers gave them ample opportunities 

to learn, but sometimes the students did not take advantage of these opportuni

ties. Several of the respondents disagreed with the statement and felt that they 

needed to communicate their needs to the teachers but could not do so because 

the teachers showed no interest in them. Other respondents, who disagreed 

with the statement, did not feel that their teachers had high expectations for 

them and did not adequately prepare them for college. They felt ill-prepared 

when they attended the university. 
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The respondents were generally in agreement regarding the ques

tions of independence, making choices and decisions for self. Most felt that 

their teachers were enthusiastic and encouraged the respondents to continue 

their education. They perceived that teachers wanted them to make choices 

and also be responsible for those choices. Some stated that they were forced 

to set goals, but that they were pleased with the overall outcome. A few of the 

respondents felt that their teachers evaluated the financial, academic, and 

parental status and on that basis would recommend to the students what they 

should do after graduation. Teachers who allowed students choices seemed 

not to feel threatened by their students. Students who were allowed to make 

decisions felt trusted and felt they grew in the process. Those who disagreed 

with the statements commented that teachers did not encourage them one way 

or another to engage in meaningful choicing and decision-making. The 

teachers, they reported, emphasized subject matter mastery and tended not to 

be concerned with students' personal growth in choice making. 



CHAPTER 8 

PRESENTATION OF THE DATA: SHARE 

Share 

"Share, " as the fifth and final relational concept, is based on the 

preceding four concepts of "aware," "accept," "care, " and "aspire." Share 

involves a genuine concern for another person's well-being and suggests in an 

educational setting that student and teacher are involved in a close, growing, 

and working relationship. 

The concept "share" in the classroom initiates the cooperative action 

between teacher-student relationships in which each person involved both re

ceives and learns. Teachers and students, who study and learn from each 

other, enjoy each other. 

Questionnaire statements numbers 25 through 29 discussed in this 

chapter deal with the concept of "share" in its various phases or levels as they 

pertain to Mexican-American students and their teachers. 

Questionnaire Statement Number 25 

"I felt that my teachers joined in helping me to realize important goals. " 

As illustrated in Figure 26, 10 percent (2) of the respondents strongly 

agreed, and 65 percent (13) of the respondents agreed, making a total of 75 per

cent who agreed with the statement. Five percent (1) of the respondents were 
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Figure 26. Composite Response to Questionnaire 
Statement Number 25 (Share). 

"I felt that my teachers joined in helping me to realize 
important goals. " 
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undecided, and 20 percent (4) of the respondents disagreed that they felt their 

teachers joined in helping them to realize important goals. 

Respondents' Comments and Discussion 

Francisco and Irma strongly agreed they felt their teachers joined in 

helping them to realize important goals, although they did not comment. Petra 

agreed with the statement and commented, "They were there when I needed 

them." Alberto also agreed that his teachers joined in helping him realize im

portant goals but noted that teachers assisted only after he had "more 

education. " 

Enrique agreed with the statement and said, "They participated in 

many ways. The advice they offered was very encouraging." He remarked 

that they had advised him to obtain a broad education because life was con

stantly changing and career fields were very open. Apparently, Enrique lis

tened to his teachers' advice. He was aware that his goals in life would change 

according to his needs, and he knew that he should be prepared to change. 

Abe also agreed with the statement. He explained, "I think that when 

I had a specific goal I could always approach my teachers for help. They would 

take the time and talk to me and try to help me." Abe felt that when he had 

decisions to make or goals to set, his teachers were willing to share in his 

problems. He felt encouraged because of his teachers' openness and willing

ness to help. 

Alfredo agreed that his teachers were involved in helping him realize 

important goals. He commented, "I agree, but it was late in high school when 



they joined in helping me." Alfredo had remarked earlier that teachers did 

not take him seriously in his early years in high school. 
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Luisa also agreed and stated, ''When I graduated from high school, 

I applied for a job working as a secretary for an attorney. The attorney called 

the school, and my business teachers recommended me as the best student. As 

a result, I got the job. I did not set going to college as a goal. My goal was to 

get a job, and my teachers helped me to realize it." Luisa felt an immediate 

response from her teachers when she graduated from high school and applied 

for a job. She set her goals and realized that her teachers were very 

supportive. 

Rene agreed with the statement and said, "Most of the teachers 

joined in helping me realize important goals. They counseled me, and if some 

of the teachers thought I was not doing my work, they would pull me aside, talk 

to me, and perhaps even send letters to my parents. Most teachers encouraged 

students to help them set some type of personal goals and then helped them 

realize the goals. " 

Rene perceived that his teachers were willing participants in rela

tionships which helped the students. Rene felt that his teachers would help stu

dents set personal goals and then would make sure students met these goals 

academically. 

Guillermo agreed with the statement. He stated emphatically that 

his teachers did not help him establish goals. He had set his own goals, but 

he agreed that teachers helped him attain the goals he had set. Rafael also 
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agreed that his teachers in high school joined with him in realizing important 

goals. He did not feel that his had occurred at the elementary level where he 

revealed that teachers might have set goals for students, but students were not 

aware of the purpose of the goals. 

Paula was one of the respondents who disagreed that her teachers 

joined in helping her realize important goals. She stated, "I had my own goals, 

and if they were the same as the teachers' then we did all right. If they were 

different from the teachers' goals, then there were problems. The lessons 

took number one priority." Paula did not feel that her teachers allowed her a 

choice in establishing goals. She felt that, if student and teacher interest were 

alike, there were no problems with the teachers' helping and sharing with stu-

dents' goals. 

I 

Jose also disagreed that he felt his teachers joined in helping him to 

realize important goals. He commented that he "had no goals, " and Jose did 

not experience any communication between himself and his teachers on this 

topic. Art disagreed with the statement and stated, "I would say the coaches 

would encourage me to help me realize important goals, such as going to col-

lege, playing ball, and using my athletic abilities in order to advance in the 

field. I could not see myself graduating from college and the majority of the 

teachers just saw me doing nothing more than playing ball out on the field. " 

Art felt that his coaches encouraged him to set college as one of his goals. He 

could not imagine himself as a college student, but encouragement from his 

teacher-coaches helped him formulate and realize this goal. 



Questionnaire statement Number 26 

"I felt that my teachers shared in my efforts for self-expression about 
things I considered important. " 

As shown in Figure 27, 15 percent (3) of the respondents were in 

strong agreement with the statement, and 50 percent (10) of the respondents 
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agreed with the statement. Fifteen percent (3) of the respondents were undeci-

ded, and 20 percent (4) disagreed with the statement. 

Respondents' Comments and Discussion 

Irma strongly agreed that she felt her teachers shared in her efforts 

for self-expression about things she considered important. She recalled, "I 

remember my biology teacher. He used to encourage me more than he did the 

other students. He could tell I enjoyed biology because when we wrote in class 

he would read my paper to the class. He would make good comments about it 

to the class, and that pleased me. " 

Irma perceived that her teacher acknowledged her fondness for 

biology by making comments that encouraged her. She felt pleased that the 

teacher was aware of her interest in the subject he taught. Paula also strongly 

agreed and commented that when she needed teachers, they were there to help 

her and answer her questions. Abe agreed with the statement. He reported 

that if teachers thought a student were sincere when trying to express himself, 

they would help the student. Delia recalled that the important thing in her 

life at the time she was in school was graduating from high school. She felt 

that her teachers had shared in this effort. Rafael also agreed with the 
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Figure 27. Composite Response to Questionnaire 
Statement Number 26 (Share). 

"I felt that my teachers shared in my efforts for self-expression 
about things I considered important. " 
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statement and revealed that because of his teachers sharing in his efforts for 

self-expression, he was able to be a successful student. He aclmowledged that 

teachers encouraged him to do and say things that he would not have done with-

out their encouragement. 

Art agreed with the statement and recalled: 

At that time, what I considered important was athletics. I would 
say yes, if we are talking about coaches. If we are talking about 
teachers in general, I have to say no. The teachers who I felt helped 
me in their classes and encouraged me were also coaches. I felt I 
could communicate with my coaches, but I never felt I could communi
cate with teachers. Teacher-coaches accepted my Spanish and broken 
English when I communicated with them. 

Art apparently did not perceive that he was accepted by his teachers, and he 

attributed this to his lack of communication skills in English. He reported that 

his teacher-coaches accepted him even though he had language problems, and 

these coaches encouraged him to work on his strong points. Athletics was an 

important area in Art's life. His teacher-coaches shared in his success be-

cause they seemed to accept Art as he was. 

Enrique was undecided on the statement. He could not recall any 

experiences in the classroom in which the teachers had shared in his efforts 

for self-expression about things he considered important. Like Enrique, 

Sylvia was also undecided. She commented that teachers at times gave her the 

opportunity to express herself. She added that sometimes she took advantage 

of the opportunity and other times she did not. Jesus was also undecided on 

the statement. 
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Alfredo disagreed with the statement that he felt his teachers shared 

.. 
in his efforts for self-expression about the things he considered important. He 

commented that he was allowed the freedom to express himself, but he had 

never been encouraged to do it. He could not understand why teachers had not 

encouraged him to express himself. He wondered if it was because he would 

try to get everyone's attention or because he would not allow others to express 

themselves. 

Alberto also disagreed and stated, "I think most of them ignored 

whatever feelings I had, but there were a few who would teach us, and we felt 

they cared about us. There were some teachers who were very sincere and 

helped us to express ourselves. " 

Alfredo perceived that most teachers in high school were not sincere. 

He felt that teachers who were insincere did not care to share his feelings or 

efforts for self-expression. Most of the teachers, he recalled, could not 

relate to the Mexican culture; therefore, they could not relate to his feelings. 

Questionnaire Statement Number 27 

"I felt that my teachers joined in exploring ideas that were of special 
interest to me. " 

As shown in Figure 28, 5 percent (1) of the respondents strongly 

agreed, and 45 percent (9) agreed with the statement. Fifteen percent (3) were 

undecided, and 35 percent (7) of the respondents disagreed with the statement. 



20 

18 

16 

14 

12 

10 

8 

6 

4 

2 

o 

45% ---- 35% == - = = -- -= ---- = == - 15% == = - -- - -
5% - -- == == == -- - -- - == -- - -..... - - -- - -
SA A U D SD 
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"I felt that my teachers joined in exploring ideas that were 
of special interest to me. " 
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Respondents' Comments and Discussion 

Irma strongly agreed with the statement and commented that her 

bookkeeping teacher had joined her in exploring ideas of special interest to her. 

She revealed that Mr. Elliott was very nice and had taken extra time to show 

her how things should be done. She reported that the teacher would take this 

extra time because he could tell she was interested in his class. 

Enrique agreed with the statement and commented, "I have to agree 

because they did share in my ideas. They participated in discussing my ideas 

and it was a good feeling to have them do so." Enrique's teachers had further 

encouraged his participation in class by allowing him to express himself and by 

using Enrique's ideas to interest others. Enrique apparently was very satisfied 

with this approach. 

Alfredo agreed with the statement. He commented, "T1-"'~ coaches 

did join in exploring ideas that were of special interest to me. The principals 

helped and so did the counselors in preparing me for what would happen after 

high school." Francisco, Petra, Alicia, and Abe also agreed with the 

statement. 

Delia also agreed, but commented, "I was not aware that I had any 

special interests at the time. I did not want to be different from the other stu

dents. My interest was theirs." Delia had good relationships with her teachers, 

but did not consider having special ideas of her own when she was in school. 

Rafael agreed and commentec: 
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I agree, especially in high school. My social studies teacher, 
Mr. Hanna, gave me my first experience in front of a class. His class 
centered on debates, and I think the class helped me considerably, as 
far as exploring ideas that were of special interest to me. I had not 
had the opportunity to state my beliefs before this time. Usua,lly in 
other classes, we were just there, and we would follow the lectures and 
do the homework. 

Rafael recalled that Mr. Hanna had encouraged him and others to 

express themselves. He reported that his teacher was instrumental in getting 

him to feel at ease while expressing ideas of special interest which differed 

from other students. 

Sylvia was undecided regarding the statement and commented, "You 

just stuck to your lesson and that was it. If you wanted to graduate, you went 

to class and did your homework. That was all there was. I had several 

teachers with whom I could discuss special problems." Sylvia apparently did 

not feel that she could deviate from the daily lessons the teachers had pre-

pared. She reported that her teachers were not open enough to permit her to 

express her concerns for ideas or special interests. 

Rene agreed with the statement and said, "I will have to agree be-

cause teachers had different programs within their classes in which students 

could participate. For example, my biology teacher would encourage each stu-

dent to plant a garden at home. Other teachers encouraged rock collections. 

In my home, I planted a garden of my own and grew things I wanted to grow. " 

Rene recalled that teachers encouraged students to pursue different 

projects of interest outside of class. He reported that this was one of the many 

ways teachers encouraged student learning. 
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Paula disagreed with the statement and recalled, "I made my own 

study of Mexican education, and I compared it to American education. I pre-

sented it to my teacher, but she ignored it. She really did not care." Paula 

apparently was very discouraged, since her efforts had been ignored. She had 

taken considerable time to pursue this project, but was not encouraged by her 

teacher. JOs~, Art, and Alberto disagreed with the statement. They could not 

recall that any of their teachers had joined them in exploring ideas of special 

interest ,to them. 

Questionnaire Statement Number 28 

"I felt that my teachers assisted me to retain my cultural identity in 
a predominantly Anglo society. " 

As represented in Figure 29, 30 percent (6) of the respondents 

agreed with the statement. Fifteen percent (3) of the respondents were undeci-

ded. Forty percent (8) of the respondents disagreed, and 15 percent (3) of the 

respondents strongly disagreed that they felt their teachers assisted them to 

retain their cultural identity. 

Respondents' Comments and Discussion 

Enrique agreed with the statement and commented: 

I would have to agree, but net because we lived in an Anglo 
society. Nogales is not and was not considered an Anglo sOciety. 
It was considered a bilingual society. I felt that it was essential 
that I retain my native culture and my bilingual ability. Of major 
importance is the fact that there were communities where we would 
not be able to discuss or exchange ideas in Spanish and therefore 
teachers stressed the importance of being able to function in an 
Anglo society. 
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Figure 29. Composite Response to Questionnaire 
Statement Number 28 (Share). 

"I felt that my teachers assisted me to retain my cultural 
identity in a predominantly Anglo society. " 
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Enrique sensed teacher awareness of the students' cultural identity 

when he was in high school. His teachers, he reported, encouraged the stu-

dents' unique ability of being able to express themselves in both languages. 

Enrique apparently felt that the teachers were involved with students to aid 

them to be effective citizens in a bilingual society as well as in an Anglo 

society. 

Luisa agreed with the statement that she felt that her teachers 

assisted her to retain her cultural identity in a predominantly Anglo SOciety. 

She commented, "I really don't know whether it was the teachers that made me 

feel that I wanted to have a cultural identity in an Anglo society or whether it 

was something within me that wanted it." Luisa was aware that she wanted to 

retain her cultural identity, but she expressed doubt regarding who was 

responsible for the feeling. 

Alfredo also agreed with the statement, but qualified his response. 

He stated: 

I think the teachers had a lot to do in helping me retain my iden
tity in an Anglo society. Several of my teachers had implied that after 
college I would return to Nogales to take their jobs for less money. I 
felt I would show them that what they had said was not necessarily true. 
Maybe this is what kept me going through school. I did it because I had 
pride in myself. 

Alfredo perceived that his teachers had helped him retain his cul-

tural identity. He reported that because of the damaging remarks made by his 

teachers, he would return to Nogales after college and become a teacher. 

Alfredo, proud of his accomplishment, acknowledged that teachers had provided 

the motivation for his success. 
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Paula was undecided regarding the statement that she felt her 

teachers assisted her in retaining her cultural identity. She commented that 

she did not feel there was any emphasis placed on cultural identity, either 

negatively or positively. Petra was also undecided and revealed that her 

family and not the teachers were instrumental in her retention of a cultural 

identity. She stated that her family was proud of its background, and because 

of that she could function successfully in both worlds. 

Rene disagreed with the statement and said, "There was no aware-

ness of cultural identity. There was no difference. It was not an issue then. 

Civil rights and social problems were not discussed in the open. There was , 

no concern on either the teachers' part or the minorities.'" Rene did not per-

ceive any awareness of social issues regarding separateness of cultures when 

he was in school. He acknowledged that his teachers were excellent and car-

ried out their tasks as necessary. When he was in school, he reported, social 

awareness was not an issue, whereas learning was. 

,. 
Sylvia agreed with Rene that "teachers did not pay attention to the 

issue of cultural identity." Francisco, in disagreeing, also concurred with 

,. 
Sylvia and Rene. He stated, "They never discouraged it, but I do not think 

they went out of their way to encourage me to keep my cultural background. " 

Rafael also disagreed with the statement that he felt his teachers 

assisted him in retaining his cultural identity in Anglo society. He felt that 

when he was in the elementary schools he was encouraged to forget his culture 

and his Spanish. In high school, he stated, he did not accept teachers who 
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told him he was in the United States and that he should act like an American. 

He commented that he went to high school during the 1970s era when the impor-

tance of bilingualism and biculturalism was stressed. He reported that this 

aspect added to his awareness and acceptance of his cultural identity. 

Delia strongly disagreed with the statement. She stated: 

I am now more aware of all those issues. The only place I re
ceived encouragement to retain my cultural identity was at home. My 
mother was very proud of our Mexican heritage, and she insisted that 
we learn Mexican history. I was aware of it at home, but I left it at 
home when I went to school. I did this because I became what they 
wanted me to become at school. At home I would enjoy my culture, my 
background, all that my mother drummed into us at all times. In school 
we did not have a choice. 

Delia apparently was eager to please her teachers so she could be 

successful in school. She entered school with the attitude that she was going 

to learn all that she could from her teachers. Delia revealed that her person-

ality was incomplete at school because she could not enjoy the things important 

to her in her life. Such things as Spanish, Mexican history, and cultural pride 

she was able to enjoy at home along with what she learned at school because 

her parents accepted her schooling and encouraged the continuance of her cul-

tural background. 

JOs£! also strongly agreed and commented that his teachers had never 

actually said that students should act like Americans because they lived in the 

United States. Instead, he stated, "You got rewarded when you acted more 

like an Anglo. The closer your culture was to the American culture, the 

better treatment you got from the teacher. It came down to the fact that if you 
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wanted their attention, concern, and rewards, you would have to act like an 

/ . 
Anglo." Jose's statement revealed that he was aware there was a dIfference 

in teachers' attitudes when students performed like Anglo students. 

Questionnaire Statement Number 29 

"I felt my teachers shared in efforts to solve my problems in a way 
that would be of most benefit to me. " 

Figure 30 shows that 10 percent (2) of the respondents strongly 

agreed with the statement, and 70 percent (14) agreed, making a total of 

80 percent of the respondents who felt their teachers shared in efforts to solve 

their problems in a way that would be of most benefit to them. Ten percent 

(2) were undecided, while another 10 percent (2) disagreed. No one strongly 

disagreed. 

Respondents' Comments and Discussion 

Of the respondents who agreed with the statement, several felt that 

if they had a problem, they could get positive, helpful responses from their 

teachers. Abe stated, "If you came up with a problem they would share it with 

you." Abe first went to his friends to discuss a problem and then went to the 

coaches. He stated, "I guess the closest relationship with the teachers in the 

high school [I had] was probably with the coaches, in whom I had the most con-

fidence." The informal environment of the locker rooms helped him to open up 

to them. Abe said, "I think all the teachers were good if we had the confidence 

in them to approach them with any kind of problem. They would give you the 

time, and they would guide you. " 
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Figure 30. Composite Response to Questionnaire 
Statement Number 29 (Share). 

"I felt that my teachers shared in efforts to solve my problems 
in a way that would be of most benefit to me. " 
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Rafael stated he had no problems he needed to share with a teacher. 

Guillermo was confident enough to ask a teacher's help, but he was careful to 

go to a teacher he believed would respond positively. When asked if he ever 

received a negative response when he sought out a teacher's help, he answered, 

"No, because I knew who to go to. " 

Ren~ felt that the stl!dents of his generation who were in school 40 

years ago were not as aware of their own needs, deSires, and goals as today's 

students appear to be. Because of student "respect" for teachers at this time, 

they did not share their problems with their teachers. Communication between 

student and teachers tended to be confined to scholastics. Jestis concurred 

with this viewpoint when he stated, "Yes, the kids were not as open as they are 

now. I believe the teachers would have liked us to be more open, but it was 

not the way in those times. " 

While 80 percent of the respondents believed that the teachers were 

willing to share in their efforts to solve personal problems, most of them 

implied that it was up to the students to have the confidence to approach a 

teacher. The respondents suggested that they would only approach a teacher 

from whom they might expect a positive response. 

Of the two undecided respondents, Paula said she had no problems 

that the teachers could have helped her with, while Sylvia indicated that she 

could go to teachers for help but had never done so. Alberto disagreed, ob

serving that "it was more an obligation" for the teachers to share problems 
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I 
with the students. Jose evidently never developed a close enough relationship 

with any of his teachers to feel that he could share a problem with one of them. 

He said, "I kept to myself. " 

Summary of Scaled Responses 

In the "share" category, the majority of the respondents agreed with 

statement number 25 that their teachers had joined in helping them to realize 

important goals. Almost three-fourths of the respondents agreed with state-

ment number 26 that their teachers had shared in their efforts for self-

expression about things they considered i.mportant. Questionnaire statement 

number 27 regarding the respondents I perceptions as to whether their teachers 

had joined in exploring ideas that were of special interest to them concluded 

that half the respondents were undecided or disagreed. 

Questionnaire statement number 28 dealt with the respondents I per-

ceptions as to whether they felt the teachers assisted them to retain their cul-

tural identity in a predominantly Anglo society. The results indicated that the 

majority disagreed or were undecided regarding the statement. The final 

statement, number 29, concerned itself with the statement as to whether the 

respondents felt their teachers had shared in their efforts to solve their prob-

lems in a way that could be of most benefit to them. By a large majority, the 

respondents agreed with the statement. 
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Discussion 

With respect to the "share" category, the respondents were in 

agreement with the statements within the category. The commented revealed 

that the respondents' teachers were usually perceived to be responsive to the 

students' needs. However, the respondents noted that they would first have to 

approach the teacher for help. Teachers would then take the time and share in 

the students' personal problems or special interests. The respondents further 

indicated that teachers counseled, encouraged, and at times used force so that 

the students would meet their academic goals. Some respondents reported 

that, if students did not set their own goals, the teachers established goals and 

helped the students attain them. 

The respondents who disagreed felt that if they had no goals, the 

teacher ignored them. These respondents also felt that if their goals were 

similar to the teachers' goals there were no problems, but conflicts arose 

when students had goals that were different from those of the teachers. Some 

of the respondents felt that they had not received active support from their 

classroom teachers; however, teacher-coaches encouraged, praised, and 

accepted their student athletes as they were. Respondents who disagreed re

ported that teachers other than coaches did not accept their students' language 

or Mexicanbackgrounds and therefore seemed unable to relate to the respon

dents concerning what was important to them. 

Regarding teachers assisting smdents to retain their cultural iden

tity, the respondents disagreed by a slight majority. They indicated they did 
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not feel that the teachers had made an effort to assist them in retaining their 

cultural identity during the time they were in schooL Furthermore, the re

spondents reported that the family was primarily responslOle for teaching 

them how to function in A merican society. 

In addition, the respondents did not receive the impression that 

their teachers accepted Mexican-American students' backgrounds. The respon

dents also indicated that they were rewarded when they acted more nearly like 

Anglo students and received better treatment when their culture appeared to be 

more nearly approximate to that of the Anglo culture. 



CHAPTER 9 

COMPARISON AND CONTRAST BETWEEN ORIGINAL 
AND REPLICATE STUDIES 

In this chapter, a comparison will be made between the investigation 

conducted in Nogales, Arizona, and the investigation conducted in Tucson, 

Arizona, by Trujillo (1982). The comparison of the data in the two studies was 

accomplished by computing the differentials (chi squared) in perception of each 

of the 29 items of the questionnaire (cf. Table 1, p. 225). No attempt is made 

to consider each of the 29 items. Rather, under each of the five categories, 

"aware, " "accept, " "care, " "aspire, " and "share, " those items are consid-

ered which seem to be most significantly different in the two studies. Specu-

lation regarding underlying reasons for the various item differentials are 

based on: (1) the theoretical framework; (2) the knowledge of the investigator, 

as a participant in the Mexican-American culture of the two communities; and 

(3) knowledge gleaned from a panel of experts on cultural and interpersonal 

processes on the Mexican-American border. 

Aware 

Questionnaire statement number 1, regarding teacher awareness of 

each student, indicated in the Bl study that 95 percent of the respondents 

IBejarano replication study. 
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agreed that their teachers were aware of them, while in the T2 study, 50 per

cent agreed. The differential between B responses and T responses was 

significant (cf. Table 1, p. 225). 

Questionnaire statement number 2 showed that 85 percent of the re

spondents in the B study agreed that their teachers were conscious of their 

background, whereas 60 percent of the respondents of the T study agreed with 

the statement. The differences were Significant. 

Speculations by the panel and the investigator concerning the Signifi

cantly higher agreement of the B study respondents to items number 1 and 2 of 

the "aware" category include: 

1. The l'espondents in the B study seemed to perceive that their 

teachers were aware of them and their Mexican-American back

grounds. Their teachers may not have sensed any choice but to 

accept them, since the majority of the students were Mexican

Americans in a Mexican-American community. This contrasts with 

the T study in which the Mexican-American students may have been 

in the majority in the schools, although living in an Anglo majority 

community. 

2. The teachers in the B study seemed to be more aware of the respon

dents and their backgrounds than were the teachers of the respon

dents of the T study. This may have been since the teachers in the 

2Trujillo (1982) original study. 
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B study were constantly exposed to the Mexican-American culture 

and language, both in the school and in the community. 

Accept 

Questionnaire statement number 5, regarding whether the respon

dents felt their teachers accepted them as persons, indicated in the B study 

that 95 percent of the respondents agreed with the statement, whereas in the 

T study, 65 percent agreed. The differential between B responses and T re

sponses was significant (cf. Table 1, p. 225). 

Questionnaire statement number 6, regarding whether the respon

dents felt that their teachers accepted their Mexican-American backgrounds, 

revealed that 85 percent of the respondents in the B study agreed with the 

statement, while 45 percent of the respondents agreed in the T study. Signifi

cant differences in the B and T responses were noted in the statistical data. 

Questionnaire statement number 8, which asked if the respondents 

felt that their teachers looked down on them because of their different language 

and speech patterns, indicated that 15 percent of the B study respondents 

agreed. The differential between B responses and T responses was significant 

(cf. Table 1, p. 225). 

Questionnaire statement number 9, regarding whether the respon

dents felt their teachers considered their- beliefs and customs odd, showed that 

5 percent of the respondents in the B study agreed with the statement, whereas 

55 percent of the respondents in the T study agreed with the statement. 



Significant differences in the B and T studies were revealed in the data (cf. 

Table 1, p. 225). 
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Questionnaire statement number 11, which asked if the respondents 

felt their teachers treated them as inferior, indicated that 10 percent of the re

spondents in the B study agreed, while 35 percent of the respondents in the T 

study agreed. Data indicated significant differences in the responses of the B 

and T studies. 

Speculations by the investigator and the panel of experts regarding 

the differential in responses of the B and T studies in items number 5, 6, 8, 

9, and 11 of the "accept" category include: 

1. The respondents in the B study perceived that their teachers accep

ted them. This may have been a result of their failing to sense a 

choice in the matter, since the majority of the students were 

Mexican-Americans in a Mexican-American community. 

2. The extended family, which plays a major role in Mexican-American 

families, tended to be relatively stable in the Nogales study. This 

may not have been as certain among the Mexican-American families 

of Tucson where the acculturation process could be diminishing the 

significance of the extended family. 

3. The respondents in the B study seemed to perceive more acceptance 

by their teachers than did the participants in the T study, since the 

teachers in Nogales were constantly exposed to the Mexican

American culture in the school and in the community. 
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4. The respondents in the B study tended to perceive more acceptance 

of their native language, despite the fact that it was excluded as a 

medium of communication in the schools, since Spanish was spoken 

by the majority of the people in Nogales. In the T study, English 

was the dominant language of the community and the schools. 

5. The respondents in the B study may have had patterns of behavior 

more nearly approximating those of their near neighbor and country 

of origin for most of them, Mexico. Their teachers may have been 

more accepting of this behavior as a result of the teachers' familiar

ity with it. 

Care 

Questionnaire statement number 14, regarding whether the respon

dents felt their teachers were "genuinely concerned" about their well-being, 

indicated that 90 percent of the respondents in the B study agreed with the 

statement. In the T study, 60 percent of the respondents agreed. The differ

ential between B and T responses was significant at the. 05 level (cf. Table 1, 

p. 225). 

Questionnaire statement number 15 asked if the respondents felt 

their teachers cared whether they did well in school. Data revealed that 

85 percent of the respondents in the B study agreed, while 65 percent of the 

respondents in the T study agreed. Significant differences appeared between 

the responses of the B and T studies. 
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The investigator and the panel speculated that the differential in the 

responses of the B and T studies in items number 14 and 150fthe "care" cate

gory may have been due to: 

1. Teachers in the B study, as a result of living in a small community, 

may have established more caring relationships with their students 

than the teachers in the T study, where little or no contacts with 

their students beyond the school might have occurred. 

2. Teacher involvement in a small community, as in the B study, may 

have permitted constant teacher follow-through with students. Con

tact and communication with students and parents seemed to continue 

after school into community activities. 

3. Teachers in the B study tended to be rewarded for their efforts by 

students and parents by warm, accepting behavior that encouraged 

teachers to establish caring relationships with their students. 

Aspire 

Questionnaire statement number 19, regarding whether the respon

dents felt their teachers wanted them to have the best education they could ac

quire, showed that 80 percent of the respondents in the B study agreed with the 

statement. while 45 percp.nt of the T study respondents agreed. Significant 

differences were indicated by the data (cf. Table 1, p. 225). 

Questionnaire statement number 21 asked if the respondents felt 

their teachers encouraged them to make choices for themselves. Seventy-five 
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percent of the respondents in the B study agreed, and 30 percent of the respon

dents in the T study agreed with the statement. The differential between B and 

T responses was significant at the. 05 level. 

Questionnaire statement number 22, regarding whether the respon

dents felt their teachers wanted them to become independent persons, revealed 

that 70 percent of the B study respondents agreed with the statement. In the T 

study, 40 percent of the respondents agreed. The correlations for the state

ment were significantly different. 

Questionnaire statement number 24 data indicated that 75 percent of 

the participants in the B study agreed that their teachers wanted them to make 

decisions for their education. Thirty-five percent of the participants in the T 

study agreed with the statement. Statistical data indicated significant differen

ces in the B and T responses. 

Speculations by the panel and the investigator regarding the differen

tial in the responses of the Band T studies in items number 19, 21, 22, and 24 

of the "aspire" category include: 

1. Teachers in the B study, as a result of their constant contact with 

students and parents, tended to be more aware of the aspirations of 

their students than were the teachers in the T study. 

2. Teachers in the B study seemed to have high expectations for their 

students, especially for those who succeeded in ,school. 

3. Teachers in the B study tended, on a differential basis, to encourage 

students to seek further training beyond the community, since there 
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appeared to be little opportunity for upward economic mobility in 

Nogales. Teachers in the T study, on the other hand, appeared not 

to have experienced this motivational factor. 

Share 

Questionnaire statement number 25, regarding whether the respon

dents felt their teachers joined in helping them realize important goals, re

vealed that 75 percent of the respondents in the B study and 35 percent of the 

respondents in the T study agreed with the statement. Significant differences 

were indicated by the data at the. 05 level. 

Questionnaire statement number 26 asked whether the respondents 

felt their teachers shared in the respondents I efforts for self-expression. 

Sixty-five percent of the respondents in the B study agreed with the statement, 

while 40 percent of the respondents in the T study agreed. The differential 

between B and T responses was Significant (cf. Table 1, p. 225 ). 

Questionnaire statement number 29, regarding whether the respon

dents felt their teachers joined in exploring ideas that were of special interest 

to the respondents, revealed that 80 percent of the B study respondents and 

40 percent of the T study respondents agreed with the statement. Significant 

differences in the B and T responses were indicated in the data. 

Speculations by the panel and the investigator concerning the signifi

cantly higher agreement of the B study respondents to items number 25, 26, 

and 29 of the "share" category include: 
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1. Teachers in the B study seemed to consider themselves a part of 

the social fabric of the Mexican-American community and thus 

tended to be more accepting of the self-expressions of their students 

than were their T study counterparts. 

2. Teacher-student relationships appeared to be more warm, personal, 

and satisfying for the respondents in the B study than they appeared 

to be in the T study. 
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Table 1. Comparison of Quantitative Data-Bejarano Study and Trujillo Study. 

Questionnaire Percentage Scores 
Category Statement Agreea Undecided DisagreeO Chi Squarec 

B/T B /T B /T 

Aware 1 95/50 0/25 5/25 56.50 
2 85/60 15/15 0/25 35.42 
3 30/35 20/10 50/55 1.17 
4 40/40 10/ 0 50/60 1. 67 

Accept 5 95/65 0/ 5 5/30 34.68 
6 85/45 0/ 0 15/55 64.65 
7 60/40 0/15 40/45 10.56 
8 15/50 0/ 0 85/50 49.00 
9 5/55 0/ 5 95/40 121. 08 

10 10/20 0/10 90/70 10/71 
11 10/35 0/ 0 90/65 27.47 
12 75/80 0/ 5 25/15 6.98 
13 15/ 5 10/ 5 75/90 22.50 

Care 14 90/60 0/ 5 10/35 32.86 
15 85/55 5/15 10 / 30 29.70 
16 85/65 5/ 0 10/35 24.01 
17 15/20 30/ 0 55/80 9.06 
18 85/60 5/10 10/30 23.75 

Aspire 19 80/45 0/ 5 20/50 45.22 
20 95/75 0/ 0 5/25 21. 33 
21 75/30 5/ 0 20/70 103.21 
22 70/40 10/10 20/50 40.50 
23 75/60 10/ 5 15/35 15.18 
24 75/35 5/ 5 20/60 72.38 

Share 25 75/35 5/ 0 20/65 76.87 
26 65/40 15/ 0 20/60 42.29 
27 50/30 15/ 5 35/65 27.18 
28 30/25 15/ 5 55/70 4.21 
29 80/40 10/ 5 10/55 76.82 

a SA and A from Likert scales are combined under Agree. 

bSD and D from Likert scales are combined under Disagree. 

c Chi square is significant at 3.84. 



CHAPTER 10 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

An overview of the entire study is presented in this chapter. The 

conclusions of the study are analyzed and discussed, comparisons are drawn 

between this and the Trujillo (1982) study, and recommendations for future 

research are made. The chapter is divided into three sections. The first 

section introduces the investigation and summarizes the findings. The second 

section presents the conclusions. The final section presents the recommenda

tions for future study. 

Introduction and Summary 

This study attempted to determine the perceptions influential border

educated Mexican-Americans held regarding their relationships with teachers. 

- -Areview of selected literature was conducted in search of background com

ment concerning the concepts identified by Trujillo's (1982) study. In the 

Trujillo investigation, the concepts were organized into a theoretical frame

work which served as a guide for both her study and the present one. The 

theoretical framework was divided into three major sections: (1) Interpersonal 

Processes, (2) Cultural Processes, and (3) Perceptual Processes. As in the 

Trujillo (1982) study, the Interpersonal Processes section was divided into five 
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categories to describe selected teacher relationships with students. These 

were: (1) "aware," (2) "accept," (3) "care," (4) "aspire," and (5) "share." 
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The sample forthis study consisted of twenty individuals from the 

Mexican-American population of Nogales, Arb ona, who played influential, 

leading roles in the City of Nogales. The individuals were interviewed in depth, 

utilizing the interview schedule constructed and utilized by Trujillo (1982) in 

Tucson, Arizona. The 29 interview statements were presented to each parti

cipant in a Likert scale format under the various categories of the theoretical 

framework. The responses to the statements were marked on the scales. The 

comments were tape-recorded and later transcribed and analyzed using the 

theoretical framework. 

Positive interpersonal relationships wr-Te, for the purposes of the 

Trujillo and this study, comprised of five special elements which are: 

(1) teacher awareness of students; (2) teacher acceptance of the students; 

(3) teacher care for the students; (4) teacher aspirations for the students; and 

(5) a sharing of teacher and student aspirations. 

The first category of the interpersonal Processes, "aware," was util

ized to determine reflections of the respondents in this study concerning their 

perceived re lations hips with their teachers. "Aware" referred to the process of 

differentiation used by the teachers to enable them to sense unique potentialities 

in students who differed from the teachers in expression and perception. 

Differentiation is an important process in interpersonal relationships, 

since the teacher needs to be aware that when students have differing ethnic 
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backgrounds, unusual needs exist. Teachers who are able to discriminate and 

account for these unique differences begin the first step in building a close re

lationship with their students. Relationships range from one where there is 

no reciprocity between persons, to interaction at a superficial level, and to in

teraction where both individuals participate at a meaningful level. 

The data of the investigation collected in the "aware" category revealed 

that the respondents perceived teacher awareness of them as persons. The 

respondents' comments, however, tended to imply that teacher awareness was 

at a somewhat superficial level. The teachers seemed to have developed an 

awareness of the students' cultural stereotypes and of their personal lifestyles, 

but the teachers were perceived by the respondents to have failed to utilize the 

unique potentialities in those students who came to school with a marked educa

tional background. Since some of the respondents fc H j-heir abilities in another 

culture were treated as deficiencies, the teachers' level of interpersonal skills 

tended to impair rather than facilitate learning by their students. 

It is relatively certain that the teachers could not help but be aware of 

the problems faced by the Mexican-American student in Nogales, since a large 

majority of the students were Mexican-American and tended to face the same 

educational problems. Teachers were perceived to be aware, but were seen 

as not being particularly sensitive to the real needs of the students. In the in

terpersonal relationships with their students, teachers were perceived to have 

encouraged and helped their students acquire the necessary skills to function 
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in American society. They did not, it appeared to the respondents, encourage 

a positive view of self in regards to the students' backgrounds. 

"Accept is the second category in Interpersonal Processes and is con

sidered an important step in the establishment of meaningful teacher-student 

relationships. Students, when being accepted by their teachers, should be 

respected for what they are and where they come from without the teacher 

placing value judgments on them. True acceptance by teachers under these 

conditions would not be affected by any differences between the teachers' and 

the students' backgrounds. Students who are accepted by "s ignificant others" 

in their lives, such as teachers, tend to gain self-confidence and perceive 

their experiences in education as worthwhile and valuable. 

The quantitative data in "accept" revealed that most ofthe respondents 

concurred with one another. The results were not ambiguous. They reported 

that their teachers accepted them as persons very probably because the re

spondents themselves desired to be accepted. Most respondents reported that 

they were determined to learn and try to accept the teachers' ways. The re

spondents felt accepted; however, they did not agree that their teachers en

couraged bilingualism. They did not, moreover, perceive an acceptance of 

their native language, but aclrnowledged that this was the teachers' method of 

helping them acquire the necessary linguistic skiJ1.s to function in American 

society. The respondents, nevertheless, emphasized that teacher-p1:udent re

lationships were distinguished by true acceptance, since students were not 

purposely embarrassed by the teachers. 
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"Care" is the third category ofthe Interpersonal Processes. Students 

who are cared for, loved, and respected in the classroom tend to reciprocate 

and will anticipate this type relationship in the future. In has been determined 

that students who are respected will tend to grow, develop, and become more 

able to meet their own needs. Students who perceive that teachers care for 

them will be more willing to become involved and enjoy a learning environment. 

The data compiled in the "care" category revealed that teachers 

appeared to be sincerely concerned about the academic needs as well as the 

health and welfare of their students. The respondents perceived that their 

teachers encouraged them and strengthened their desires to succeed in school. 

Teacher persistence in prohibiting the use of Spanish in school was perceived 

by the respondents as their teachers' concern for the students to do better in 

school. 

Teacher-student relationships in the "care" category were viewed as 

strong and reciprocal. Teachers communicated with students and were seen 

to be involved in improving the students' sylf-confidence. Some respondents 

noted that they felt exceptionally close to their teacher-coaches who accepted 

students as they were and encouraged them to improve. 

The "aspire" category was based on the categories of "aware," "accept," 

and "care." Teachers, it is postulated, should be aware that stUdents who suc

ceed in the classroom and in their interpersonal relationships will tend to have 

higher aspirations. Teachers can be an important factor in the lives of stu

dents in helping them set realistic levels of aspiration. Teachers who hold 
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high expectations for students and help students fulfill those expectations tend 

to help raise the levels of student aspirations. 

The "aspire" data showed by a large majority that teachers in the 

Nogales study were observed to have aspired for their students to acquire a 

good education, to make decisions regarding their personal education, to set a 

positive direction for themselves, and to become independent persons. 

Teachers were reported to have discussed education after high 

school and encouraged the students to acquire as much education as possible. 

The teachers were observed as caring that the students succeeded and provided 

opportlU1ities for them to learn the subject matter. Teacher-student relation

ships, where students received special attention from their teachers, were 

seen as rewarding. The respondents felt that they listened to their teachers' 

advice if there was a sensed sincerity on the part of the teacher. Teacher en

couragement and students' interest in pleasing their teachers were felt to be 

mutually reinforcing behaviors. 

"Share" is the fifth and final category of the Interpersonal Processes 

and is preceded by "aware," "accept," "care," and "aspire." Interpersonal re

lationships, in which the concept "share" is observed, are posited as ones involving 

a genuine concern for others. In the classroom, sharing relationships are 

noted by a high level of cooperation between students and teachers, and tend to 

facilitate and promote learning. Students and teachers who learn together tend 

to enjoy each other, and in the process, form relationships that are warm, 

personal, and productive. 
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The data in the Hshare" category revealed that, by a clear majority, 

the respondents perceived that their teachers shared in students' emotional 

and personal problems. In addition, teachers were seen as cooperating with 

students in attempting to find solutions to students' educational problems. 

Some respondents commented that students would usually have to solicit help 

from their teachers, but that their teachers were willing participants once 

aware of the students' special interests or problems. Most respondents felt 

they were encouraged, counseled, and even punished to help them meet the 

academic goals set by teachers, students, or both. 

Conclusions 

The following conclusions are based on the respondents' perceptions 

reported in the scaled responses and on the comments elicited during the in

terview. The conclusions utilize terms drawn from the Interpersonal 

Processes Theory which concern teachers and their relationships to Mexican

American students. The summary statements of the scaled responses are 

underlined. 

1. The respondents agreed by a large majority that their teachers were 

aware of them and of their Mexican-American background. Com

ments, however, revealed that this awareness was not necessarily 

utilized by teachers to help students learn. The respondents' comments 

revealed that their teachers had very little choice but to be aware of 
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the students' background as a result of the composition of the school 

population and the proximity of Nogales to the Mexico border. The 

scaled responses were supported by the respondents' comments. 

2. The respondents by a large majority agreed that their teachers 

accepted them and their Mexican-American background. Respon

dents' comments indicated an overall acceptance by their teachers, 

but they indicated that they would have appreciated an even greater 

degree of acceptance by their teachers. 

3. The respondents disagreed that their teachers embarrassed them, 

made them feel inferior, or looked down on them because of their 

Mexican-American background. Although most respondents spoke 

English with a heavy Spanish accent, they stated that their teachers 

sincerely encouraged improvement in this area. 

4. The participants disagreed that their teachers encouraged bilingual

ism or biculturalism. It is noteworthy that respondents felt little, if 

any, resentment towards teachers and their methods of excluding 

Spanish from school. The comments support the scaled responses. 

5. The respondents agreed that their teachers wanted students to learn 

American behavior. In many cases the respondents felt their behav

ior was American and could observe no differences between their be

havior and that of their teachers. 
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6. The respondents agreed that their teachers cared about their health, 

welfare, and academic success. Teachers were perceived to main

tain strict discipline, assign homework, and make parental contact 

if the student were failing. 

7. The respondents agreed that relationships with their teachers helped 

respondents to be successful in school. The respondents revealed a 

desire to please their teachers and to gain positive teacher 

responses. 

8. The respondents agreed that their teachers held high expectations 

for them and encouraged them to acquire further education. Com

ments did not fully support the scaled responses, since the partici

pants who attended college felt inadequately prepared to do college 

work. The respondents did not feel teachers challenged them. 

9. The respondents agreed that their teachers wanted them to learn 

adequate skills, especially linguistic skills in English. The exclu

sion of Spanish from the classroom was seen as a positive factor, 

encouraging students to learn English, since Spanish was taught and 

used in the home. 

10. The respondents agreed that their teachers helped them to set and 

realize important goals. In some cases, respondents who had no 

goals reported being ignored; otherwise, the respondents were en

couraged, and at other times forced, if necessary, to carry out 

assignments. 
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11. The respondents agreed that their teachers encouraged them to 

express themselves. Comments indicated that the freedom for self

expression was not in vogue during the time respondents were in 

school. The comments in this statement did not fully support the 

scaled responses. 

12. The respondents agreed that their teachers helped them to solve 

their problems or to pursue their special interests. Respondents' 

comments, however, revealed that in most instances, they had to 

initiate contact with their teachers before they were helped. 

Recommendations 

1. Teachers should receive training to be aware of individual, cultural, 

and minority differences in order to help them to be sensitive to 

individual students' needs. 

2. Increased teacher emphasis on communication with students could 

encourage all students, particularly those with minority characteris

tics, to participate in classroom and extra-curricular activities. 

3. Teachers should initiate consultation with students regarding special 

interests and share these with students to whatever extent possible. 

4. Teachers should be encouraged to communicate educational goals so 

that students and parents are aware of the purpose of education. 

5. Teachers can be encouraged to continue involving students and 

parents in making significant decisions regarding the student's 

future. 



6. Teachers should encourage students to learn different behaviors 

and customs without excluding behaviors students bring to school 

from home. 
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7. Teachers should be encouraged to accept students in class who 

cannot communicate in English and be willing to give extra time, if 

necessary, to improve students' communication skills. 

8. Universities and schools should examine or re-examine inservice 

programs to include exposure to minority students and their values. 

9. Further research could be conducted using Mexican-American 

samples in different settings and in other areas of the Southwest to 

determine and understand students' needs in relationship to their 

particular region. 

10. Further research could be done using Mexican-American samples 

who have dropped out of school in contrast to those samples studied 

in this investigation. 
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INTERVIEW SCHEDULE: 

Influential Border-Educated Mexican-Americans 

and Their Perceptions Regarding 

Teacher-Student Relationships 

Your voluntary participation is requested in answering the questions 
posed to you by the investigator, as outlined in the following. The purposes 
and objectives of this study are to seek your perceptions of teacher-student 
relationships of personal significance to you. 

If you decide to participate, you will be given a copy of the inter
view schedule containing the questions which you will be asked by the investi
gator. Please answer as many of the questions as you are able to answer with 
confidence. You do not have to answer all the questions. Your responses to 
the questions should take approximately 45 minutes. 

Raul Bejarano 

I have read the above "Subject's Consent." The nature, demands, 
risks, and benefits of the project have been explained to me. I understand 
that I may ask questions and that I am free to withdraw from the project at 

, any time without incurring ill will. I also understand that this consent form 
will be filed in an area designated by the Human Subjt:cts Committee with 
access restricted to the principal investigator or authorized representatives 
of the particul?r department. A copy of this consent form is available to me 
upon request. 

Signature of Interviewee 



BACKGROUND INFORMATION 

1. Age: 20-24 30-34 

25-29 35-39 

2. Male Female 

3. Marital Status: Married 

4. Years Formal School: 1-8 

13-14 

5. Schools attended: 

6. Colleges and Universities 
attended: 

7. Occupation(s): 
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40-44 50-54 

45-49 55-60 

Over 60 

Single 

9-10 11-12 

15-16 17-20 

Beyond 20 

Grades 
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We would like to ask you to think back on your grade school and high school 
experiences and recall some of the more vivid relationships which you experi
enced with your teachers. 

In recollecting these relationships with teachers, we have constructed a series 
of statements concerning possible student-teacher relationships. With each 
statement, a response scale is provided. This permits you to respond in one 
of the following ways: strongly agree, agree, undecided, disagree, or strongly 
disagree. 

Please place an "X" at any point on the scale that most closely corresponds 
to your perceptions or feelings about the statement. 

1. I felt that my teachers were aware of me as a person. 

/ / / / / 
Strongly 

Agree 
Agree UndeCided Disagree Strongly 

Disagree 

Comments: 

2. I felt that my teachers were conscious of my background. 

/ / / / 
SA A U D 

Comments: 

3. I felt that my teachers were aware of me as a unique person with many 
cultural and social attributes. 

/ / / / 
SA A U D 

Comments: 

/ 
SD 

/ 
SD 
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4. I felt that my teachers were sensitive to my needs as a bicultural person. 

/ / / / / 
SA A u D SD 

Comments: 

5. I felt that most of my teachers accepted me as a person. 

/ / / / / 
SA A u D SD 

Comments: 

6. I felt that my teachers accepted my Mexican-American background. 

/ / / / / 
SA A u D SD 

Comments: 

7. I felt that my teachers accepted my Spanish-English bilingualism. 

/ / / / / 
SA A u D SD 

Comments: 



8. I felt that my teachers, however subtly, looked down on me because of 
my different language and s"?,ech patterns. 

/ / / / 
SA A u D 

Comments: 

9. I felt that my teachers considered my customs and beliefs odd. 

/ / / / 
SA A u D 

Comments: 
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/ 
SD 

/ 
SD 

10. Teachers often embarrassed me for what they saw as my "Mexican" ways. 

/ / / / / 
SA A u D SD 

Comments: 

11. Teachers often treated me as if I were somehow inferior. 

/ / / / / 
SA A u D SD 

Comments: 
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12. I felt that my teachers wanted me to learn acceptable American behavior. 

/ / / / / 
SA A u D SD 

Comments: 

13. I felt that my teachers encouraged me to use Spanish whenever I needed 
to. 

/ / / / / 
sA----------A~----------~U----------~D------------~S~D 

Comments: 

14. I felt that my teachers were genuinely concerned about my well-being. 

/ / / / / 
SA A u D SD 

Comments: 

15. I felt that my teachers cared whether I did well in school. 

/ / / / / 
SA A u D SD 

Comments: 



16. I felt that my relationship with my teachers helped me feel good about 
myself. 

/ / / / 
SA A u D 

Comments: 
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/ 
SD 

17. I felt that my teachers thought it was important that I retain my bicultural 
identity. 

/ / / / / 
SA A u D SD 

Comments: 

18. I felt that my teachers cared that I develop positive attitudes about myself. 

/ / / / / 
SA A u D SD 

Comments: 

19. I felt that my teachers wanted me to have the best education that I could 
acquire. 

/ / / / / 
SA A u D SD 

Comments: 
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20. I felt that my teachers desired to help me develop adequate skills. 

/ / / / / 
SA A u D SD 

Comments: 

21. I felt that my teachers encouraged me to make choices for myself. 

/ / / / / 
SA A u D SD 

Comments: 

22. I felt that my teachers wanted me to become an independent person. 

/ / / / / 
SA A u D SD 

Comments: 

23. I felt that my teachers wanted to set a positive direction for me. 

/ / / / / 
SA A u D SD 

Comments: 



24. I felt that my teachers wanted me to make decisions for my education. 

/ / / / 
SA A u D 

Comments: 

25. I felt that my teachers jOinted in helping me to realize important goals. 

/ / / / 
SA A u D 

Comments: 

26. I felt that my teachers shared in my efforts for self-expression about 
things I considered important. 

/ / / / 
SA A u D 

Comments: 

27. I felt that my teachers joined in exploring ideas that were of special 
interest to me. 

/ / / / 
SA A u D 

Comments: 
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/ 
SD 

/ 
SD 

/ 
SD 

/ 
SD 



28. I felt that my teachers assisted me to retain my cultural identity in a 
predominantly Anglo society. 

/ / / / 
SA A u D 

Comments: 

29. I felt that my teachers shared in efforts to solve my problems in a way 
that would be of most benefit to me. 

/ / / / 
SA A u D 

Comments: 

247 

/ 
SD 

/ 
SD 
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