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As w e enter the 1990s. nationally the Chicano people number nearly 13 nnilion
people approximately 63 per cent of the total Latino population of 21).1
million. Notwithstanding a great deal of within-group variability, the large and
rapidly growing Chicano population carries the dubious distinction of being the
most undereducated of our nation's numerically large ethnic minority popula-
tions. There are indicators that such schooling problems and conditions arc
worsening.

1.his book is intended to examine trom various perspectives the school
failure and success of Chicano students. The deep roots and broad branches of
Chicano school failure indicate that these poor schoohng conditions and out-
comes are profoundly mfluenced by institutional tOrces and structures that pro-
mote and maint.un mcqualitv. Of course. there is the alternative type of-perspective
that Chicanos arc the makers of then- own educational problems. According to
tins 'person-centered' explanation, the intellectual and motivational deficits of
Clucatio students are believed to be rooted in their inadequate faMihal
non. It IN unfortunate that the 'deficit' model a theory rooted in racism,
pseudoscience. and ignoranke held such high currency for so Malls decades.
To some extent the dominance of deficit thinking in educational thought and
practic, has persisted for so long because. as Neisser (1986) notes, there has been

.pparent lack of plausible alternanves' (p.
In recent years. however, there have been gusts of air blowing fresh, in-

vtgorating scholarship into the study of the schooling problems of (.hicano ,uid
other racial'ethnic minority students (e.g.. Neisser, 1986: Trueba 1987, 1989).
Although these new airways are far froIll beillt.7, jet streams, movement can
certainly be felt. The present volume joins these currents in an atkempt to push
along flirt-her a better tuiderstandmg of what constitutes, manitainsind helps
shape sch,o1 failure among Chicano students. In addition, the various lontrib-
uNIP, (If this htnik provnie in varying degrees their own visions of reseal( h and
polics needs that inav help to reahie Chicano school success

liv as vc ry nature, school failure among Chicano students is a implex
and inulndmiensional construct. l'hus, to understand the factors and processes
ot so h loss .11ademli ii Ines einem (And. is sscli achievenicht enhani villein) it is

necessary to stud the pi ollk Ins. research recommendations . and poll( v mctorm
unpin anon, through %anon, iiidos and pei spec (is Cs. As ?CM iii Iht.' present
volume, the c ontributors' reseal-, h spei tali/anon, mange wId(*. ultural



Preface

nthropology, bilingual education, educational history, special education, de-
velopmental psychology, educational testing. educational anthropology, and the
political economy of education. Given the broad 'nature of the schooling prob-
lems experienced by Chicano students, it is necessary to throw out a wide
scholarly net to capture the complexities of the issues and the resultant research
and policy implications. I believe that in the future, understandMg the plight and
improvement of s hooling for CIncanos will benefit greatly from having such
inteldisciplinarv teams.

Richard R. Valencia

Note

1 lie tclin ( imam0 reters to Mex,can-origui students born either in the United States
NIcmco Immo rders id 'Hispani('. See Valencia (chapter F. this volume) for

liniltet demogt aphid. information on the numerical breakdown of the Latino popula-
tion-
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Part

Current Realities of the Chicano Schooling
Experience

Part I consists of three chapters and describes a number of major issues and
harmful conditions that Chicano students, as a whole, routinely experience in
the process of schooling. In chapter 1, 'The Plight of Chicano Students: An
Overview of Schooling Conditions and Outcomes', Richard Valencia lays the
foundation for a number of issues that follow. Discussion begins by the author
providing a working definition of 'Chicano school failure'. The core of the
chapter is an overview of eleven different schooling conditions and outcomes that
describe the educational experience of many Chicano students. The chapter closes
by discussing the changing demography of our nation's dramatic racial/ethnic
shifts and transformations, how Chicanos fit into these current and future
changes, and why the time for informed action and reform should be now.

Rub6n Donato, Martha Menchaca, and Richard Valencia wrote chapter 2,
'Segregation, Desegregation and Integration of Chicano Students: Problems and
Prospects'. In their coverage, the authors explore the linkages between segrega-
tion and Chicano school failure from both historical and current frames of
reference. The ideological and structural bases of Chicano student segregation are
examined in some detail. In addition, Ponato et al. describe contemporary forms
of resegregation, particularly language segregation. The authors also discuss a
number of reform ideas that could potentially lead to integration. Chapter 3,
written by Russel Rumberger, presents a comprehensive treatment of 'Chicano
Dropouts- A Review of Research and Policy Issues'. Rumberger approaches the
problem of Chicano dropouts by examining four facets: extent of the problem
and incidence figures, correlates of dropping out, individual and social con-
sequences, and some solutiims to the Chicano dropout problem.

I



Chapter 1

The Plight of Chicano Students:
An Overview of Schooling
Conditions and Outcomes

Richard .

There is a crisis in many of our nation's schools in which racial/ethnic minority
students attend. We are not speaking of the charges of increasing mediocrity of
schooling quality as described by a rash of 'excellence reports in the 198fis

National (.ontimssion on Excellence in Education, l983). Rather we are alluding

to a considerably inure grave problem the massive school problems experi-
enced by a large proportion of minority students enrolled in public kindergarten
through twelfth grade (K-12) schools. With respect to Chicano students the

target group of this book -- they are prime examples of pupils affected by the
pernicious ideologies. mstitutional mechanisms, and outcomes of educational

In this introductory chapter. three aspects of the Chicano schooling experi-
ence will be addressed. First, there will be an attempt to unpack the notion of
'Chicano school failure'. Second. I will provide a descriptive level of Chicano
schooling problems by presenting an overview of numerous conditions and

outcomes. Third. I will focus on the 'changing demography.; that is, I will

describe the dramatic gross th in the Chicano popnlanon and then discuss current
and future implications of these demographic changes the Chicano
community and the schooling of as children.

Chicano School Failure

Although the notion of 'school failure' with respect to racial/ethnic mmority
students has been used and discussed by other scholars (e.g.. Boykin, 1983:
Erikson, 1987; ( insburg, 1986). the term itself is in need of further theoretical
development and refinement. Its heuristic value and potential in theory genera-
tion about the many schooling problems ewerienced by Clucano students appear
to be vast. FloNA might one conceptualize school fallur..., a construct, among
Chicano students:' I offer this broad, working definition: school failure among
Chicano ,tudents refeis to their persi%tently, pervaAvely, and diTroportionately,

t
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,hadenni adnevement. Next. we turn to A brief discussion of each of the itahcized
terms.

PerSIStence

School failure among Chicanos is not a new situation. On the contrary. it is an
old and stubborn condition. It refuses to relent. It continues even in the face of
opposition. Imagine having a toothache that never goes awavind you can get a
sense of the persistent nature of the poor academic performance of a substantial
portion of the Chicano student population. In short, Chicano school failure is
deeply rooted in history. When Chicanos did eventually gain wider access to
public schooling at the turn of the twentieth century (Cameron, 1976), major
schooling problems existed since the earliest period and such patterns continued
unabated (Carter and Segura, 79; Sanchez, 1966). For example, Drake (1927)
compared the relative aca( e performance of Mexican (i.e., 'Chicano')
and White seventh and eighth graders in 'Tucson, Arizona. Based on group-
administered achieeement tests, Chicano students performed considerably lower
than their White peers. Reynolds (1933), in a comprehensive report more than
fifty years ago (The Education of Spanish-Speaknig (_hildren in Five Southwestern
States), quoted an Arizona study AS thllows: 'In general, the type of Mexican child
taken into the Arizona school tends to be backward in rate of mental develop-
ment, lags a year or two behind other pupils, shows a heavy failure percentage,
and an early elimination from school' (p. 38). An example of such school failure
was the tindmg that for every '... Inn Mexican children in grade 1 there are 7 ni
grade 8, while for Inn non-Mexican children in grade 1 there are 52 in grade 8'
(p. 39). Another example of the persistent nature of Chicano school failure comes
front Chapa's (1988) analysis of census data. In 1940, Chicanos in California (ages
25-64) completed an average of 7.5 years of schoohng while Whites finished an
average of 10.5 years d gap of 3 years. Nearly forty years later (1979), the
mean for Chicanos was 11.0 years and 13.4 for Whites a gap of 2.4 years.

l'errbivenec.,

C.Incano school failure is not confined to one single location. Wherever Chicano
corn munines exist, school failure appears to be widespread among Chicano
student enrollments. There are at least two evidential ways of looking at the
pervasive character of this low academic achievement. First, one can analyze it
from a geographical vantage point. Whether one views the academic performance
data described in national (e.g., ( oleman et al., 1966), regional (c g., US Com-
mission on ( ivil Rights. 1972,1). state (e.g.. Brown and Haycock, 1985), or
numerous local reports, the results are alarmingly consistent: Chicano students.
on the whole, tend to exhibit low academic achievement. Second, one can study
such data using a cross-sectional approach (i.e., comparing various grade levels at
oic point in time; for example, see Brown and Haycock, 198i). Again, Chicano
academic performance - on the average is characterized by poor achievement.
In sum, the pandemic branches of Chicano school failure are clearly tied to their
persistent roots.

4



I In 1'110it ol Chuano Student<

Dispiopornonality

I he modifying term, 'disproportionately', is an important qualifier in that Chica-
no school failure. which contains as explicit meaning of IONA ac hies ement. ako
has a second denotation comparam e performance In the concoct of e alum-
ing the school achievement of Chicano students, their academic performance is
compared to White students. Here, the common procedure is to use the aggre-
gated performance (e.g., reading achievement as measured on a standardized test)
of White grade-level peers as a referent and then to compare the aggregated
pertbrmance of Chicano . students to this standard. When this is done, the
common result is one of asymmetry. That is. when the Chicano distribution of
achievement test scores, represented as interval data, is juxtaposed to the curve of
the White grouped scores, the Chicano distribution is typically skewed positive-
ly. Simply put, there is a disproportionately greater percentage of Chicano
students compared to their White peers reading below the middle of the
distribution. Conversely, compared to White students, there is a dispropor-
tionately lower percentage of Chicano students reading above the middle of the
distribution.

In addition to examining the notion of disproportionalitv of achievement
scores from a perspective of asymmetry, one can also look at disparity. For
example, when a comparison is made between the percentage of Chicano secondary
school dropouts to White dropouts (i.e., represented as dichotomous data
dropout/non-dropout), the common pattern shows disparity, where the Chicano
rate of dropouts in secondary schools is higher than one would predict when
compared to the percentage of Chicano students m the general secondary school
population.

Before we leave the term, disproportionalitv, a caveat is in order. Although the
difkrence between Chicano and White students in academic achievement is large,
there is indeed variability in Chicano academie development and performance (see
Laosa and Henderson, this volume, for a discussion of sonic predictors that help to
explain such variability). Some Chicano students do read at or above grade level.
Many Chicano students graduate from high school. In short, there are notice-
able within-group differences, and thus the issue of disproportionality is

not confined only to between-group (i.e.. White/Chic-ano) differences. It is

important to underscore, however, that given the ci.rrent schooling outcomes
experienced by Chicano students as measured by mo, t achievement indicators
and despite the fact that some of these students will net have academic problems
the available evidence indicates that the low academic achievement is the norm for a
substantial portion of the Chicano student population in the nation's public
elementary and secondary schools.

1.011' .4(adenln Ailliel'enlent

Here. there is a need to provide a _justification for the usage of low academic
.R hie\ ement'. First, we need to examine the term 'achievement'. Achievement
(academic) is a concept, an abstraction formed from the observation of
certain behavior of children . . associated with the "learning- of school tasks
reading, words, doing arithmetic problems . and so on' (Kerbnger, 1986.

5
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p 27) According to major reports and studies (e g California superintendents'
Coup( 11 on Hispanic Affairs, 1985, US Commission on ('ivil Rights, 1972a). two
ot the most significant academic achievement indicators. particularly in the
schooling of Chicano students, are (a) test performance in the content areas
(especially reading) and (h) secondary school holding power (i.e., the '... school
systems effectiveness in its ability to hold ics students until they have completed
the full course of study', US Commission on Civil Rights, 1)72a, p. 8).

I have deliberately chosen the term 'low academic achievement' rather than
the often used notion of 'underachievement'.4 It is tempting to want to use the
construct of underachievement as it connotes that the typical group performance
of low test scores and high dropout rates are not truly reflective of what Chicano
students are c'apable of achieving. Although there is likely a great deal of credence
to the belief that, by and far, the depressed academic achievement of Chicanos
does not mirror their potential, to try to interpret this discrepancy as 'under-
achievement' presents several conceptual problems.

First, the converse notion of underachies ...ment (that is, 'overachievement')
appears to be '... a logical impossibility' (. nastasi, P)84, p. 131) because the
term implies that a person is performing :Dove his,her capacity. Second, the
terms underachievementtoyerachievement ac meaningless if not looked at from
a measurement perspective. As a number e 'scholars have noted, the two terms
tell us little inure than the widely acknow ledged fact that intelligence and
achievement tests are t'ar from being perfectly correlated (cf. Anastasi, 1984;
.lensen. 1980). Third. the concept of underachievement is typically used in de-
scribing the special education category of learning disabilities (that is, a common-
ly accepted characteristic of learning disabilities is a marked discrepancy between
measured intelligence and school at hicycnient) The discrepancy index as such is
particularly troubling in trying to describe the test behavior of normal Chicanos

non-special education students) in that it is fairly common for them to
perform well within the normal range on intelligence tests but perform below the
norm on achievement tests (see Valencia and Rankin, 1988). Given all the con-
fusion and issues associated with the term underachievement. I have selected the
term 'low academic achievement' a more meaningful construct for inclu-
sion in niv definition of Chicano school failure.' Now that we have dissected the
notion of school failure and provided sonic semblance of its configuration, we
move next to a description of conditions mid outcomes that characterize current
schooling of Chicanos.

Schooling Conditions and Outcomes: An Overview

Based on iny knowledge of the Chicano schooling experience, there are at least
eleven schooling generalizations that characterize conditions and outcomes for a
sizable proportion of the Chicano public school population. The reader should
keep in mind that the following descriptive overview contains broad-based
general statements. That is. they are meant to capture what appears to be the
not m good number of hit ano students, not elTrV Chicano student

ij
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Chicano Students are typically isolated from their White peers and of course,
vice-versa (White students have little contact with their Chicano peers). There is,
however, an interesting new development to this condition of racial/ethnic isola-
tion. As Menchaca and Valencia (1990) note, 'The segregation of school-age
Latinos, of which two-thirds are Chicano, has increased to such an extent that
they now have the dubious distinction of being the most highly segregated group
of America's children (p. 222; also see Orum, 198(i). In 1968, 21 per cent of Latinos
attended 90 to 100 per cent minority schools. By 1984, nearly 1 in 3 (31 per cent)
of Latinos attended such ethnically segregated schools (Orheld, 1988). In short,
the segregation of Chicano students has mcreased over the last twenty years.
GiVell the sharp increase in the Chicano school-age population, Chicano/
Mexicano migration and settlement patterns, the foot dragging of desegregation
etThrts, and other factors, it is very likely that the segregation of Chic.mo
students will intensity in the years ahead.

The connection between school segregation and academic achievement of
Chicano students has been widely documented (e.g.. Espinosa and Ochoa, 1986;
liaro, 1977; Ortield, 1988; Valencia. 1984). As the Chicano enrollment increases,
achievement (as measured by standardized tests) decreases. These observed nega-
tive correlations are pervasive and strong in magnitude. For example, Valencia
(1984) found a near perfect negative correlation between Chicano (and Black)
school percentage and mean achievement scores in an analysis of eleven high
schools in the l'hoenix, Arizona Umon School District. As the minority percen-
tage of the high schools increased, test scores systematically decreased. Espinosa
and Ochoa (1986) found a strong negative correlation between California Assess-
ment Program test scores and Latino school concentration thr a state-wide
sample of third-graders.

It is clear that segregation has and continues to be a major institutional
process ni denying equal educational opportunities for CIncano students and thus
has helped shape their school failure. Although one cannot imply causality from
correlational data, it is safe to assume that segregation is implicated in creating
barriers for Chicano students. Or as Of-field (1988) notes, such '... data does
not, of course, show that the segregation causes the inequality, but it does show
that [hispanic students tend to be concentrated in schools where the tone and the
level of instruction are set by large proportions of poorly prepared students'
(p. 29)

In recent publications, the unfold* of the history of the Chic ano schooling
experience has had school segregation as a prominent focus of attention (Alvarez,
1988: Gonzalez. 1985; Menchaca and Valencia, 19%; San Miguel, 198(i, 1987). A
major «inclusion drawn by these scholars is that the segregation of ( lncano
studeiw. has operated throughout history AS A key administrative practice leading
to harmful schooling consequences (also see, Donato, Menchaca and Valencia.
this volume). For example. Menchaca and Valencia (199)) discuss the issue in this
!Linnet:

... although contemporary school ,egregation of Chicano students is
complexly related to social, economic. and population demographic
fu tors over tune, one should not ignore the Instorical blueprint of forced
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segregative practices of the early 1900s. Although the knot between past
and present school segregation cannot be snugly tied, there is ample
evidence from .California case studies that the segregative policies of the
early 1900s have had long-term effects. Despite the variability among the
communities of California, segregation of Chicano students today can
generally be said to have been strongly influenced by Anglo-Saxon
ideologies of the past. To the present day, the schools in the Chicano
barrios continue to experience the deleterious impact of the `separate but
equal' policies passed by previous generations. (p. 243)

Language/Cultural Exclusion

The fact that Chicano students' language and culture are excluded from the
school curriculum which by the way is a longstanding historical practice
was brought to national limelight in the early 1970s by a report in the Mexican
American Education Study (US Commission on Civil Rights, 1972b). It was
reported that less than 7 per cent of the schools in the Southwestern US offered
bilingual education. Furthermore, only 4 per cent and 7 per cent of the elementary
and secondary schools, respectively, in the Southwest offered Chicano history.

Periodic reports since then have confirmed the existence of language and
cultural exclusion. For example, Olsen (1988) reported there arc over 600,000
limited-English proficient (LEP) students in California (about three-fourths of these
are Latinos). Due in large part to the serious shortage of bilingual teachers (see
Valencia and Aburto, this volume), less than 25 per cent of these LEP students are
being served in bilingual classes staffed by qualified bilingual teachers. The other 75
per cent of LEP students are provided little, if any, instruction in their first language.
Given the schooling benefits of having bilingual education for Chicano students (see
Garcia, chapter 4, and Merino, chapter 5, this volume) as well as multicultural
education (e.g., see Gonzalez, 1974), the inclusion of language/cultural components
in instruction can certainly help turn the tide against school fiiilure.

Two likely contributing factors that have helped shape the language/cultural
exclusion issue are the limited multicultural education training and the apparent
disinterest in such training during the preservice development of prospective
teachers. With respect to the limited training concern, there is some evidence that
teachers are inadequately prepared to teach multicultural education. A case in point
is Olsen's (1988) finding that only 5 per cent of future teachers in California take any
course in multicultural education. Regarding the issue of disinterest. Mahan and
Boyle (1981) surveyed student teaching directors in twenty-five states. The authors
reported that two-thirds of the respondents believed 60 to 100 per cent of students in
teacher education training programs had no desire for preparatory experiences in
multicultural education.

.4(adertm Aincreinent

As we have previously discussed in our conceptualization of Chicano school
failure. Chicano students compared to White students achieve at consider-

8
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ably lower levels on various group-based and individually administered standard-
ized achievement tests (e.g., see Valencia and Rankin, 1988, see Valencia and
Aburto, this volume, for a discussion of Chicano students' considerably poorer
performance on minimum competency and school-based competency tests). The
disproportionately lower performance of Chicanos on achievement tests is one of
the most persistent and pervasive findings seen in the Chicano schooling litera-
ture. Clearly, the improvement of achievement test scores of Chicanos should be
an educational priority during the 1990s. We should be very cautious, however,
that the means to achieve such ends do not penalize Chicano students (see
Valencia and Aburto. this volume) nor do they infringe on a Chicano's right to a
democratic education (see Pearl, this volume).

On a related point there is evidence that test scores, in general, arc increasing
in the nation. We should be aware, though, of illusions that help to create a false
sense of security for the Chicano community, as well as for policymakers (see
Valencia and Aburto, Chapter 8 in this volume, note 22). As Gandara (1989)
recently admonished:

Nearly A quarter of America's children are on an educational path lead-
ing nowhere. While test scores appear to be on the rise all over the
country, a closer look at the figures reveals that the least successful
students are actually losing ground: The gap between their skills and
performance and those of their peers is growing wider. These arc the
children of the poor, who coincidentally are also ()nen ethnic minorities.
(p. 38)

Sdwal Holding Power /Reten(ion)

The fact that Chicano students, compared to their White peers, drop out of
secondary school at considerably higher rates is one of the truly major tragedies
of the Chicano schooling experience. Although it is difficult to obtain reliable
data on dropout incidence data, there are estimates. Recent data indicate that
about 1 in 2 Chicano students drop out of secondary schools (Rumberger, this
volume).

The costs to the individual Chicano who leaves school before graduation go
beyond the fact that there is now an abrupt severance to lus/her intellectual
growth. The stakes are very high for the Chicano dropout and for society. One
researcher has estimated that in the Los Angeles Unified School District a high
density Chicano district the loss in adjusted lifetime earnings for a male
dropout is S187,0810, in general; for a female dropout, the loss is about S122,000
(Catterall, 1985). Furthermore, in addition to the foregone income associated
with dropping out, there are foregone tax receipts as well as the social costs to
local governments of providing funding for welfare, health, and related services
(Rumberger, this volume). In short, the dropout problem for Chicanos is ex-
tremely costly along 'quality of life' and social lines. Suffice it to say that there is
widespread interest and activity in trying to cope with and solve the Chicano
dropout problem (see Rumberger, this volume, for an overview of policies and
programs).

9
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On a final note about the dropout issue is the term itself Orr (1987)
comments 61 her book, Keepiv Student.% in Siho(1l.

Although the implication of the term dropout is that the student has left
school willfully and without good reason, there is overwhehning evid-
ence that many so-called dropouts leav- because of the treatment they
receive at school or the failure of the school programs to meet their
learning needs. In effect these students are forced out. (p. xii)

School linancy,

Typically, the schools that Chicano students attend are underfinanced compared
to the schools White students attend. For example. one study of the Los Angeles
Unified School District demonstrated that large differences were evident in the
amount of' money spent in elementary schools along racial/ethnic lines. Fairchild
(1984) found that as the percentage of Chicano and other Latino students in-
creased among the various schools, per-pupil expenditures decreased. In contrast.
as the proportion of White students increased, school financing increased.

It has been known for sometime that sonie states in the Southwest spend
significantly less to educate Chicano students than their White tounterparts. A
eaSe in point is Texas. the state with the second largest enrollment of Chicano
students. The US Commission On Civil Rights (1972c) Alexican Amman Educa-
tion Study, Report Number 4 (Mexican American Education in Texas: A Function of
Wealth ) linked financial inequitie!, with schooling inequities in this manner:

The Texas school finance system results in discrimination against Mex-
ican American school children. Predominantly Mexican American dis-
tricts are less wealthy in terms of property values than Anglo districts
and the average income of Chicanos is below that of Anglos. These
circumstances existing. the State of Texas has devised an educational
finance system by which the amount spent on the schooling of students
is a function of district and personal wealth. The end result is that the
poor and those receiving inferior education continue to receive inferior
education. (p. 28)

Shortly prior to the publication of the US Comnnssion on Ciyil Rights
(19720 report on hi racial inequities in Texas, I)emetrio Rodriguei and six other
parents of the San Itomo Independent School District sued the district in 1968
diarging that the 1 evas school finance system violated the US ( onstitution
(Rodripie.: v. San Antonio Indepmdent Sthool Distrid, 1971) In one of the most
critical legal cases ni the history of i'exas, and after twenty-one years of strliggk,
the Texas Supreme Court in a 9--(1 decision declared on October 2, 1989 the
state's poblic school system of financing to he unconstitutional (Graves. 1989a).
Ihe court mandattd slate lcgislatois to prepare a new, I omprehensiye tundnig
pl.m by May 199n As We enter the l99fis, the nation's eyes will be on .1exas,
losely observmg us attempts to equahie the large funding thscrep,mcies among
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the state's many districts and its efforts to bring an end to a pattern of education
in 1 exas one kind for the poor, one kind for the rich.'

Teacher-Student Interaitions

There is longstanding evidence that Chicano students, as a whole, tend to be
treated less favorably than White students by teachers. For example, Parsons
(1965) found a great deal of racial/ethnic cleavage in a small farming community
in California. Regarding schooling, Parsons observed that social relationships and
interactions between students and students and teachers and students mirrored
the larger social structure of the conununit,. one of White dominance.
Teachers routinely demonstrated preference for Whites over Chicanos by select-
ing the former students for leadership roles. Chicanos were also negatively
stereotyped by teachers (e.g., perceived to be lazy, not bright).

In the most comprehensive study to date of teacher-student interactions
involving Chicano students, the US Commission on Civil Rights (1973) Mexican
American Education Study, Report N'umber 5 (Teachers and Students Differences in
"Feather Interaction u,ith .11exiian Amerkan and Anglo Suuknts) tOund a great deal of
differences in the quality and quantity of teacher-student interactions along lines
of students' racial/ethnic background. Based on systematic observation and evalu-
ation of behavior in over -WO classes in New Mexico. California, and Texas,
the Commission staff found among other results that Chicano students,
compared to Whites, received significantly less praise and encouragement from
teachers. Furthermore, teachers were found to spend less time in asking questions
of Chicanos, and they provided more noncriticizing talk to White pupils than to
Chicanos. These and other findings of teacher-student disparities in interaction
patterns led the US Civil Rights Cornmission to conclude:

The basic finding of this report is that the schools of the Southwest are
failing to involve Mexican American children as active participants in the
classroom to the same extent as Anglo children.... The classroom is the
setting in which a child's schooling takes place and the interaction
between teacher and students is the heart of the educational process
all elements of this interaction, taken together, create a climate of learn-
ing which directly affects educational opportunity. Consequently, the
discovered disparities in teacher behavior toward Mexican Americans
and Anglos are likely to hinder seriously the educational opportunities
and achievement of Chic.mo pupils. Ihese tnidings raise disturbing
questions concerning the ability of our schools to meet the educational
needs of all students adequately. (p. -13)

Although very little research of teacher-student interactions involving Chica-
no students has occurred %nice the tinw of the Mexican American Edmation Study, I
believe it is safe to assume that some teachers in our nation's schools «nitinue to
respond more positively to White students than thev do to Chicano students. As
such, it is vital that our vision of schoohng embraces philosophies and practices
consonant with a democratic educational process in which useful knowledge,
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parocipation, rights, and equal encouragement are present (see Pearl, this
blume).

Oirrioduni Differentiation

The sorting of students, based on perceived educability, into small groups or
classes fbr instructional purposes has been an educational practice for many
decades (Oakes, 1985). Chicano students are no exception to the practices of
*ability grouping' (elementary level) and 'tracking' (secondary level) (Oakes,
1985; US Commission on Civil Rights, 1974; Valencia and Aburto, this volume).
Through such curriculum differentiation, Chicano students compared to their
White peers are often exposed to greater amounts of 'low status knowledge'
(e.g.. non-challenging, rote-learning curriculum) and exposed to lesser amounts
of 'high status knowledge' that is, the knowledge that is deemed to be a
prerequisite for college admissions (Oakes).

For Chicano students, the link between not having the necessary high status
knowledge and not matriculating to college is tight. Orum (1986), for example,
has reported that 75 per cent of Chicano and other Latino high school seniors
have not completed a college preparatory program. Given the negative implica-
tions of curriculum differentiation tbr a sizable percentage of Chicano students, it
is not surprising that a number of school reform etThrts Chicano pupils
involve, in part, providing greater access of high status knowledge for them
(e.g Haycock and Navarro, 1988).

College Emollment

Chicano students. compared to their White peers, have: (a) lower rates of college
(b) lower rates of enrollment to college (e.g., in the California State

University and University of California systems), and (c) higher rates of attrition
once emolled in college (e.g.. Brown and Haycock, 1985; Orum. 1986).

Recent research has documented a rather unfortunate situation: not only is
there a very low college attendance rate of Chicanos, but it is declining. (Here we
are defining college ittendance rate as the percentage of Chicano and other Latino
high school graduates who go on to college.) The Chicano and other Latino
college attendance rate hit a peak of 36 per cent in 1976, dropped sharply to 30
per cent in 1980, and plummeted even further to 26 per cent in 1985 (Mingle,
1987). In short, from 1976 to 1985, the Latino college attendance rate dramatic-
ally declined 28 per cent. Orum (1986) adds this observation about the higher
edlica i1011 issue:

/2

The popular perceptio. that Hispanic participation 'n institutions of
higher education has greati; increased is a myth. Despite the appearance
of increased access to higher education through affirmative action pro-
grams, proportionately fewer 1 lispanics attended college in 1980 than in
1975. While the number of Hispanic students attending college between
1975 and 1980 remained steady, these students as a percentage of Hispan-
ic high school graduates dropped markedly. This fact, coupled with the
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soaring high school dropout rates, sends a clear message of the critical
and contim.ing Hispanic under-representation in postsecondary educa-
tion. (p. 37)

ln sum, the low and declining proportion of Chicanos entering college repre-
sents another crisis within the larger crisis of Chicano schooling problems. ln that
college is the point of entry for prospective professional careers and leadership
roles, it is imperative that institutions of higher education open their doors
widely, as well as implement proactive measures during the collegiate experience
to ensure Chicano school success.

St1CS.c

Although the conceptual status of stress is somewhat problematic because of
vague definitions and obscure mediating constructs (Wills and Langer. 1980). it
temams an important area of study. Regarding school stress and anxiety, the
available literature has documented higher amounts among students of lower
socioeconomic status and/or racial/ethnic mbiority backgrounds (e.g. Coney
and West. 197); Hawkes and Koff, Pno). With respect to Chicano students.
there is some evidence that they experience considerably high and harmful
amounts of stress at the elementary school level (Gerard and Miller. 1975:

1978) and college level (Mmio7. 1986).
Ill the area of Ta(fe relations, one particular 'environmental stressor' that has

become a scholarly concern is race prejudice of Whites towards racial/ethnic
minorities in the school setting. Theoreticalls such '... stress is Id elv to
adversely affect- I minorityl students' daily academic performance by reducing
their willingness to persist at academic tasks and interfering with the oignitive
processes involved in learning' ((;oughis. 1986. p. 147).

In that the linkages between nu e prejudice, resultant stress, and the generally
poor academic performance of Chicano students have not been empirically dem-
onstrated. one can only speculate at this time abe It the parts and die whole of this
socio-psychological process. 1:01" example, perhaps teacher prejudice against
Chicano students can be looked at as an environmental stressor. A case in point is
the study by Olsen (1988) who noted that inure than a third of her total sample
of 11 to I 8-year-old California immigrant students (a very si7able percentage of
whom were Mexican-origin) reported racial incidents of what they perceived to
be caused by teacher prejudice (e.g.. derogatory or stereotypic comments voiced
in front of the class; cultural clashes. being punished or embarrassed for using
their native language). In ally event, and despite the absence of empirical studies
documenting the existence between adverse stress and poor acInevement, it is still
import.en to move ahead in designing psychologically healthy learning envtron-
ments for Chicano students.

Li/Hid/kW

Hie system ot special education with respect to Chicano students 01101111C', 10

have problems. parni milady dealing w ith questionable or inappropriate assess-
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ment tools and practices, overrepresentation and underrepresentation of Clicanos
in certain placements, the poor delivery of intervention services, and so on.
(;iven these issues, and accompanied with the substantial increase iii the Chicano
school population, it will be important as we enu:r the I 990s to reform the special
education system. Rueda (this volume) offers .1 critique of the existing system
and presents a reconceptuali7ation of how special education can be improved to
address the acadennc development of those Chicano students who perform
markedly below the norms (also, Se': Valencia and Aburto, this volume, for an
overview of the abuses of educational testing and a discussion of how testing
inight be improved to promote Chicano school success).

(21n,ano .Feathin. For«.

1-mallY, there is the subject or perhaps.We should say the dwnidlmg numbers
of (;hic,mo teachers. Recent studies show that the percentage of Chicano

public school (K-I2) teachers is extremely low and steadily declining (Valencia
ind Aburto, in press, a; Valencia and Aburto, this volume).

A major obstacle to Chicano teacher production is :heir high failure rate on
teacher c ompetency tests. In terms of a Latino student/Latino teacher national
disparity analysis. CIncano and other Latino teachers are underrepresented by a
huge 75 per cent (Valen..la and Aburto. in press1). The growing shortage of
Chic. ano public school teachers Is a concern for all in that it works against die
need to have a multicultural teaching force at a time when our school system is
becoming more and more culturally diverse. Chicano teachers are needed to
serve as role models tOr Chicano students, to deliver bilingual educationind
to help promote racial/ethnic understanding and respect among all students. As
Valencia and Aburto note (thi, volume), tOr our country to dive into the twenty-
first century without Chicano and other minority teachers is unpardonable. As
such, we need to get on with the business of identitYnig and miplementing
str uegics that will increase the percentage of Chicano teacher, (see Valencia and

burto. ni press, H.
In sununary, the general profile I just painted of schooling conditions and

outcomes ficed by many Chicano students is quite disturbing. The prognosis for
a healthier and inure eqt. table schooling experience for Chic,mos attending
s(hool ni the l99os and beyond is not pronnsing unless refOrm begins now.

I } I At is. the transformation of CInc,mo school failure to Chicano school success
involves thc. issue of timeliness. ( 'liven the tremendous current and future growth
patterns m the Chicano population, now is the time tOr niformed action lest
the grave problems (Incano students currently face will mt rease as Concolthrant-
Is does their population We turn next to this aspect of the 'changing demo-
glaph sc !tooling implications for CInc,mos.

The Changing Demography

Vloie adc ago, the di an,atic g I ()Xs di tit the C hic.nitt poNdation cap-
(wed nneres, ot demographers, and soon after, the media. l'he 'redisc over-

of it Clut.mo people WA', exemplified by lengthy new, stone, on Chicanos
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pubhshed in several national i'mgazines. The articles ranged, for example, ti-oni
the general (Vincanos on the Move', Newsweek, January. 1979; 'Mexican Amer-
icans: A People on the Move', National Geoqraphic. June. 1980) to the specific ('A
Year With the (angs of East tos Angeles', Als., July, 1978). A controversial
movie (Boulevard .ViAgits) that glorified Chicano gangs was viewed by millions of
moviegoers nationally in 1979. In 1981, Zoo/ Suit a powerful movie about
oppression against Chicanos in the early l94ns was released. In short, new
attention was directed to the Chit ono people. Sonic people predicted that the 81 Is
would be the 'detade of the Hispanic'.

The 1980s: Rise of the Latino I;opulation

In 1980, the national Latino population was 14.5 million and del-Minted nil" 6.4
per cent of- the total US population of 228 milhon people (Miranda and Quiro7,
1989; Swibold, 1989). During the 198ns Latinos increased nationally by 5.6
nnlhon, and by decade's end they numbered 211.1 million people the highest
estimate ever. From 198n to late 1989, the total US population increaseti about
8.7 per cent (from 228 to 248 million). In contrast, the Latino population
increased a huge 38.6 per cent (14..S to 20.1 unllion) growing durmg the 1989s
at a rate ovet ,lour tune.% .1;tet than the rest of the US population.

With respect to where Latinos Are located in the US. California, Texas, New
York, and Florida (in descending order), continue to account for almost 75 per
cent of the total Latino population in late 1989 (Swibold. 1989). California is
home to 34 per cent of all Latinos (6.8 million, mostly Mexican origin). lexas is
number tss o with 21 per cent of the total Latino population (4.3 million, mostly
Mexican origin). New York t011ows with 2 million Latinos (1(1 per cent of total,
mostly Puerto Ric.m). and Florida contains 1.6 million (8 per cent, mostly
Cuban). About 1.7 million I annos (8 per cent of total, mostly Mexican origin)
live in Arizona. Colorado. and New Mexico. New Jersey is the home to 641(2n0n
Latmo residents (3 per cent, mostly Puerto Rican)ind finally. the remaining states
contain 14 per cent (it the total Latino population.

By all indications. the Chicano and other tanno population segments will
contmue to soar in size m the 1999s and well into the next century. For example.
let us take the case of growth patterns in I OS Angeles. CalifOrma and Houston.
I exas the two cities with the largest Chicano populations (Staff, 1989).8 In 1 05
Angeles, the Chicano and other Latino population was 816,000 people (27.5 pet
cent of the total 2.07 million) in 198n. By the year 209(1, Chicano and other
I atmos will constitute 38.2 per cent of the total L os Angeles population (1.21
million of 3.1() million people). A snmlar pattern ill Iw... seen tn Houston. In
1980 , tins (us was the home tor 281,90n Chicanos (and a very small percentage
ot othei I Annwo, comprismg 17.6 per cent oldie total population of 1.6 !talon
It is ptoiected that by the year 2009. Chicanos (520200n) will accoinn for 23.3 per
tnt ot the total population of I iouston (2.24 million).

Some population demographers has(' looked far into the future (US Bureau
ot tin Census, 19861. In about seventy years from now, raciallethnic shifts will
tit t in nationally that will become highly significant markers in the Instoi s ot the
United States. In the Veal- 2( )61 /, ii Is prolet led that the Latino population will
Munk. I" 4. 2 million people .ind will surpass the Btu k Impulation (projected to
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Table 1 1. Projections of Can brn,a s school-age population by racial/ethnic background

Year

Race/Ethnicity

White (%) Latino(%) Black(%) Asian (%) Other (%)

1971
1986
2000
2030

71

52
45
33

16
29
35
44

9
10

8
6

4
7

11
16

na
2

2

1

Source: Adapted from Population Reference Bureau (1985; years 1986, 2000, 2030) and
Watson (1988; year 1971)

Note: na: not available.

be 53.7 million) to become the nation's largest racial/ethnic minority group. The
Latino population in 2060 will account for 17.5 per cent of the total population of
309.7 million. (Currently. Latinos account fOr about 8.1 per cent of the total US
population.)

In sum, the demographic predictions of the late 1970s laid the foundation for
what is occurring now and will continue well into the future. That is, the terms
'minority' and 'majority' are undergoing radical transformations with respect to
numerical and social significance.

The Chicano/Latino Sehool-Ase Population: A Look to the Future

The unprecedented growth rate of the Chicano and other Latino school-age
segments is a clear reflection of the rise in the general Chicano/Latino population.
Here, we will discuss Califbrnia as a case in point and then describe some
patterns in the.national scene. Demographers predicted in 1978 that by 1990 the
combined ra:.-ial/ethnic minority K-12 population in California (i.e., Chicano and
other Latino, Black, American Indian, Native Alaskan, Asian. and Pilipino) will
be the new 'majority' and White students will be the new 'minority' (Foote,
Espinosa, and Garcia, 1978) Well, that projection was slightly in error the
racial/ethnic shift occurred two years earlier than predicted. The combination of
declining White birthrates, booming school enrollments of minority students,
and unprecedented immigration from Latin America and Asia brought the racial/
ethnic transition sooner than forecast (Watson, 1988).

In short, the school enrollment shifts in the numerical status of 'majority'
and 'minority groups are no longer mere future projections. They are a current
reality and will become .more pronounced as racial/ethnic minority populations

particularly Latinos and Asians continue to increase in large numbers. On
the other handis the years go by, Whites will gradually comprise propor donate-
ly less and less of the school-age population. To illustrate this, we continue our
discussion with the racial/ethnic shifts in California, as an example. The follow-
ing points (numbers 1, 3, and 4) can be gleaned from Table 1.1.

I Approximately twenty years ago, 7 in every 10 ( :alifornia K-12 students
were White, and about 3 in 10 were racial/ethnic minority background
(Watson. 1)88).
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Table 1 2 National public school enrollment changes by race/ethnicity, autumn 1968-autumn
1986

Year

Race/Ethnicity

White

of total
millions
of total

Latino Black

of total
millions
ot total

cyo

of total
millions
of total

1968 80.0 34.70 4.6 2.00 14.5 6.28
1986 70 4 28.96 9.9 4 06 16.1 6.62

Change -9 6 -5 74 +5.3 +2.06 +1.6 +0.34

Source Adapted from Orheld (1988)

At the start of the 1988-89 school year. White students dipped under 50
per cent of the total K-12 public school enrollment the first time since
the beginning of public education in California about 140 years ago. The
most obvious implication to be made from this significant transformation
is that at the present time no single raciai;ethnic group constitutes a
numerically majority population (Watson).

3 In about tbrty years from now in the year 2030 we will likely see in
California's public elementary and secondary schools a virtual reversal of
what the school-age population resembled in 1971. That is, White
students will comprise 1 in 3 students, and combined students of racial/
ethnic 'minority' background will account for nearly 7 in 10 students
(Population Reference Bureau, 1985).
In 2030, Chicano and other Latino students in the public schools of
California will form the single largest group. comprising about 44 per cent
of the total K-12 enrollment (Population Reference Bureau).

The tremendous school-age racial/ethnic shifts we presently are experien-
cing, and will continue to experience in California, are similar to changes occur-
ring nationally. Ortield (1988), in a report titled 'The Growth and Concentration
ot Hispanic Enrollment and the Future of American Education', has underscored
the enormous growth in the proportion of Chicano and other 1 atino public
school students in the United States (as well as a decline in the percentage of
White students).

As Table 1.2 shows, in 1968-69, the Latino public school enrollment
accounted for 4.6 per cent (2.0 million) of the national total. By the 1986-87
school year, Latinos made up 9.9 per cent (4.1 million) of the total that is, the
Latmo share of the total public school enrollment doubled in less than two
decades. White stude-its during this same period decreased 5.7 millionmd the
Black enrollment rose a modest .3 million students. Orfield (1988) translates
these changes as such:

Lighted] veai s 11%8-691 ago there were more than three times as many
Blacks as Hispanics in the scho-d population. now the Hispanic enroll-
ment is approaching two-thirds of the Black numbers. There was one
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Table 1 3 Prorections of racial/ethnic youth populations 1982-2020

Race Ethnicity

Wh,te Lat:no Black ()trier

,) 91:i.OrS a..:, rn,i1,0^5 $. m,11!OrlS °/;, rn.11'OnS
Year of '.ota of rota: of tom: of total of total of total of -,tal of totai

1982 73 0 45 9 9 3 5 9 14 / 9 3 2 9 1 8
2020 54 5 40 0 25 3 18 6 16 5 11 9 4 2 3 0

Cnange 18 5 -5 9 +16 0 +12 7 +1 8 +2 6 +1 3 -1 2

Sowce loapteo oa'las aq.:) Meal' 11988,
\c.te o,,th re'e,s to age y ea,s

I hspanic student for every soventeen White students eighteen years ago:
in 19)56-87 there was one tOr every seven Whites.

In short, during this eighteen-year period, Chicano and other school-age
students increased m raw. numbers 103 per cent. Whites actually dropped by 17
per cent. and Black students were up by only 5 per cent.

While the Chicano and other 1.atino public school enrollment is growing
nationallyictually only a small number of states are the ones that are accounting
tor the growth Ortield ( Mi) notes that eight states (which have about 41i per
cent of the nation's total population) enrolled .1 total of 3.57 million Lamm
students m 1986. l'hese eight states represent 88 per cent of the total Latino
public school enrollment. 1v far, CalitOrma (with 1.38 nnlhon I atmo students)
and rexas k with I .119 titilhion Latmo students) enroll the vast majorits Le.,
nearly 7 in everV 1(1 Latin() studellts. overwhelmingly of Mexican origin) of the
total 3.57 million Chicano and other l.atino students in the eight identified states.
In short. California .md l'exas which have long educated most Chicano
students accounted tOr (and will continue to account tor) the great ma)ority of
,.nrollment increases of ( ano students in the country.

In another recent national demographic report. Palls. Natriello, and MeDill
,I9881 examined long-term protections from 1982 to the Year 2(12i) Using the
newborn to age 17 years population as the target group. it is expected that the
total L.'', population ot newborn\ to I7-year-olds will nicrease by 17 per cent
MT!' the tlurty-eight year period. rhat is. c-imates are dm the number of
children in this age group will rise from ti3 nullion in 1982 to 73 million III 211211.

Merck studymg the general growth rate, however, is not very revealnn.,.
When Mil' disaggregates the overall growth ot these HI million children from
1982 to 2(121) along racial ethnn lines, clear patterns can be discerned.

Pallas et al. (1988) observed that the overall Increase mdicates two different
fon es. First, is seen it) '1 able 1.3, the number ot White youngsters is actually
e. pected to decline 13 pet «lit, or ti million over this period. Second. the
number of Clncano and other I atmo children, on the other hand. will more than
ttiple mcreasing from t} nuilhion HI 19X2 (.1 time w Inch thes comprised ') pct.
,ent ot the national Youth population) to 19 million 111 2112n iwhen they will make
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up 25 pet cent of the countrN's youth population) In short, the anticipated
increase in the Latino youth population of nearly 13 million more than offsets the
projected decline of 6 million in the White youth population. In fact, the remark-
able increase in the Chicano and Latino youth population will account ... for
most of the overall /youth/ population growth [italics added, expected between 1982
and 2().20' (Pallas et al., p. 22).

In summary, in the decades ahead our nation will witness a profound
transformation of the youth population. As Pallas et al. (1988) comment, almost
3 in 4 children in 1982 were White. In 2020, only about 1 in 2 will be White. In,
1982, only 1 in 10 children were Chicano and other Latino. By 2020, about 1 in 4
are expected to be Chicano and other Latino. Regarding long-term projections, it
is predicted that in the year 2050 the Latino school-age population (5 years to
17 years of age) will number 9.02 million and will surpass Black youth (8.86
million) to become the nation's largest racial/ethnic nnnority school-age group
(US Bureau of the Census, 1986). The following excerpt from Orfield (1988)
captures the wider implication of 1.atino school-age growth patterns:

Should these trends continue very long they will limdamentally change
the social structure of American education. 1- hspanics will become the
nation's largest nnnority group and the proportion of Whites will fall
substantially. All signs show that these changes are contnnfing. ',pp. 6-

The 19,c4(': .1)ecade of the I lopanic?'

Accompanymg the national attention that Clucanos and other LatMos received in
the late 1971ls and early 1980s was the often stated claim that the 1981k would be
the 'decade of the Hisp.unc'. There were expectations within and outside the
larger I Juno conmumity that Chicatios and other Latmos would benefit from
their growing presence. Gams were anticipated long edifi,monal, economic.
polaikal. and general 'quality of life' a spects.

Contrary to the es, pected gains during the 'decade ot the Hispanic'. the l980s
left m In \ Latinos particularly CIncanos .md Puerto Ricans worse off. In a
let:cut report b the National Council of la 1673, The Decade of the licpanic: A
.obcriv 1:(onowit Retro,pe(tive (Miranda and Quito?, 1989), s, Yen trends were
identified that characterwed Lathios e ionomic situation duinig the 1980s. I his
retrospek nye identified the f011owmg:

1 I .1 till Os benefited least from the economic recovery in that their incomes
stagnated .md high rates of p overty contmued. For example, in 1979.
21 8 per cent of I Amos wire poor; in 1988, the rate w as 26.8 per cent.

2 I atinos had higher rmes of children living m poverty in 1988 (37.9 per
cent) compared to 1979 (28.11 per cent).

3 There was no economic improvement for I atma-nhuntamed households.
I I .1I1110 married-couple lannlies experienced deepened hardships (e.g..

Tales iii rcaseil twin 13 1 pet ictil m 1)7') to l( I pc, (cm III
lqtis).
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5 There was a widening income disparity. For example, Latinos in 1988
were 14 per cent more likely to make under S10,000 a year than they
were in 1979.

6 Although in sonic areas there were slight educational gains. Latinos
overall continued to kel the full impact of the educational crisis. For
example, in 1978, 12 5 per cent of Latino families with householders who
completed tbur years of high school lived in poverty. In 1988, the figure
climbed to 16 per cent. In short, Latinos continue to experience unequal
benefits from education.

7 Although Latinas (year-round, full-time workers) showed a slight in-
crease in annual earnings from 1979 (S13,795) to 1988 (S14,845), male
Latino workers dropped m Cal nings from S20.626 to S17,851 from 1979
to 1988, respectively.

In stun. Miranda and Quiroz (1989) conclude that, 'By any standard, His-
pamcs lost ground economically during the 198os' (p. 27). Among several
immediate policy interventions, 'improvnig educational opportunities' was
targeted by the National Council of L1 R17-1

The 1990s: . for bOrmed .4.(tion

l'he plight of Chicano students (as previously described in the overview of
current schooling conditions and outcomes). the soon-to-be apd remarkable
transformation of the racial/ethnic makeup of American youth and the gradual
erosion of economic and educational gains of Chicanos all point to the immediate
need for school reform. When the schoolbell rings throughout the barrios in the
19911s, hopefully it will call us all to action. There is little doubt that resources
both human and monetary ss ill be needed on an unprecedented scale to mount
a serious offensive on the schooling problems faced by Chicano students. The
path we travel in the 1990s to the door of the next century could be the most
important trek in the educational experience of-(;hicano students. But, let us nor
be naive. L.inking theory, research and policy is no easy matter. As Odic Id
(1988) admonishes, Latmo students '... are increasing very rapidly in the United
States% so rapidly that both research and policy are running far behind the
demographic changes' (p. 32). As such, it is the intent of die remaining chapters
in this book to help push along the research, policy. and demographic connec-
tions by discussing sonic agendas for the 19911s and beyond. Now is the time for
nifOrmed action. a time to begin a very serious connnitment to transforming
'Incano school failure to Chicano school suet ess.

Regarding research, the various chapters will be attempting, in part, to draw
from what we know .md what we do not know in order to asl: how the research
ommumtv of the 19911, can move ahead its efforts .md Clncano school-

ing issues. Given the large finite universe of possible research concerns, which
ones are inure important to address:' Why is it significant to address these
unanswered researt h questions? In which ways can answers to these questions
provide insight. theoictit al mini practit al sides of the C. Int alto schoolnig
esperiences? I hat is, resultant from such proposed research what might be sonic
theoretical implit ations .nid practical applications; Can we frame research pro-
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posals iii sir( h wa(s that furore tescarc hers k in teasibl takklk. thcm: In short
what mig,lit some research agendas for the ItNils look like?

With respect to proposed policy agendas. the challenge before scholars is to
assess the extent to w Inch research has influenced and should influence educa-
tional policy .md practice Regarding Chicano students. there arc numerous
questions about policy one can ask. For example, what are the central policy
considerations? How are these policy issues currently framed? Are there alternative
ways to frame them? Is current policy based on solid research and scientific evi-
dence. .utd how can such an evaluation prove useful in formulating research-
driven policy agendas for the 1990s? What are the prevailing paradigms used to
Cx.IIIIIlle the issues? Is there a need for paradigm shifts? What drives specific
interventions (if any) that seek to address the problem? What is the current level
of attention focused on the problem? What specific resources are committed or
need to be coninntted to the problem? With an eve to the 199os, what might
be sonic proposed policy agendas regarding the schooling problems faced by
Chtcano students?

In addition to thi. multitude ot research and policy quesuons'statements
regarding Chicano schooling Issues that can be formulazed. there I\ the subject of
doing what is good nole for the sake of what will be good for the frame.
!lases-Bautista, Sdnnk. and' (liapa (1988) in a recent study ot California's
changing demography (771c Burden 0/ .suppoit: )ount! 1..cnino in an Avitst .`ionctyl,
point out that aging Wlntes will increasingly become dependent On Voting I milli(
workt (", '1-11(' aging of the 'Baby Room Anglosl ni California will result in a
more than tripling ot the 65-.md-over population around 2(13II. 1 he young.
vastly undereducated I atmo population w ill likewise triple in 517L'. Fhereforc. the
'burden of support' for the elderly (e g., health care: Income support) will fall
primarily on the shold leis of the I atmo st others. (laves-Bautista argue that
if the currentis ss o:! ,r.LHage generation in CalitOrnia invests in improving
schooling tOr tills will assist in providing .1 stronger economic
foundation tot us ow. it .ec orris in the tntu,e. On a broader, national scope,

branda and QuIro, t198`)i draw sinulat con, lusions

ln the 19(41s. I cdtiong inequaht \ between I hspanics and the test
ot. let v w ill (10( lie a moi al preferente. but an economic imperati
hspanus w ill constitute about one-third of overall labor ion c grow th

hetw col now .ind the end oh the tenturv and a growmg proportion ot
i.l\fiasels suppoi ling 'social Se -tints. !Medicare and other truisier \ -
ment needed to support an aging societt An unnamed and
imderemplosed I ihtti force will not only retard direct economic output.
but increase demand for public assistant t and dtm nosh the tax base
necessary f ot the support oh essential government services. linprot mg
the / ilslctttic commumt V's i.. 0110111,1 standmg And the human c apit al
characteristic s of nidis idual I lispanics learlv services the econoniR
intel est ot thy nan(m. I kpanit ate a 'good bet for ttntnc public
polies Illk e-(111cIlls. p. 2r-t)

iii 11:_,.111 it 011i dIst Ilss1011 thws fat on the 1,10o lit ( iii ARO sindllits, it ss OHM

Icc niOSt !Mini!, to tonclude b piesenting a few lines fOi In I henry I rueba's rc«11(
and 1111e 1)00k, kat,M.y: N1/(1/1 I .01,1', l'ailhantly: att. ili/01111r, /0/ the 2I,t
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Century. In his concludinp chapter, 1 rueba (198)) offers these sober-minded but
encouraging words:

Tlie end of the twentieth century is rapidly approaching. The children
who will crowd our schools are already among us. Minority children are
rapidly becoming, or already have become, the majority in A nunther of
cities and areas of this country.... Moral, humanitarianind economic
arguments can be made to motivate us to support minority education in
our schools. The future of this country will be in good hands if we
extend our support to minority children today. (pp. 185-6)

Notes

Here I am conceptualumg educational inequality as a tOrin of oppression. Chesler
(197(i) in an essAv on theories of racism which by the w ay, can be generalued to the
study of other tOrms of oppression argues that there are three forms of evidence
from w hich theorists can draw to contend the existence of oppression. These evidential
bases are (a) personal attitudes or cultural values as seen in symbol systems and
ideology, (1.0 institutional processes AS seen in mechanisms that lead to differential
advantages and privileges; effects or outcomes AS seen in difterentials among
groups.

2 I I ere, I ted low i he I _ogit of Kerlinger (19I.I61 who describes the distmcnons between a
cimcept and a konstruct. 'A ,othept expresses abstraction formed by generalizations
from paruculars' tp 26), and although a constract is concepti construct has an
addcd meaning ... of having been deliberately and consciously mvented or adopted
for spei hi! stientitic purpose' tp. 27). Furthermore. as Nei-huger notes. constructs can
be of the ,onstitutive and opehilsona I type. A constitutive del-ninon detines a construct by
using other constructs. and are particularly valuable in theory construction. An opera-
tional definition des1ribes. with some precision. how a particular construct will bc
observed and measured. In the present analysis. our use of Chkano school failure is
largely along constitutive Imes, yet it can lie refined in an operational sense

3 I l t.'ropout rate' on r. A hich is the Lverse o school holding power, is stinpi v estnnated
bs subtracting the school holding power (a percentage) from bin per cent.

4 Underadnevement refers to .1 discrepancy bets\ cell measured aptitude Intelligence)
ned achievement (see for example. Kuboryn and lionch, 1 '(87). When one's obtained
aputude score is higher than one's obtained achievement score. a student is typically
labeled as an 'underachlever. Conversely. an 'overachiever' is a student whose aptitude
soire is losser than hts'her obLuned achievement 5,ore.

5 I he problems attadied to the term underachiesement (Is well AS overachievement) are
so grave that they have led Cionbach, a highly noted tests and measurement expert, to
conclude: 'The terminology ot (leer- and underachievement should be abandoned'
1 P184. p. 25s).

6 In 1989 there were LOW school distrk ts in I cx as. Sonic districts spent as much as
SI9,60() per student, and others spent as little as S2,()00 (Graves, I98911) Poor school
districts t(letimd as those \Null property taN wealth below the state average) abound in
Texas. I hat is. 205 t81 per cent) ot Fexas. 234 countries contain poor school districts

A dispropoitionatels higher number of poor st hool districts. however,
ale atcd in South I esas, the region where C:hii arms ate mostly oncentrated

7 Of the total 20 I million I gums in the US in l989, the largest segment by far is die
Mexican-m-4;m population 112.6 million, (2.7 per tent of the total) In descending



T PhOtt of (:1man() .Student,

order the other Latmo populations aR atral and South American (2 5 inithor, 12 4
per (cnt) Puerto Rie in (2 million 11 4 per tent), Cuban (1 07 million, 5 1 per (ent),
and Spanish or igher Latino (1.63 million. 8.1 per cent) (Miranda and Quiroz, 1989;
Vickers, 198)).

With respect to within-group growth rates, data comparison between 1982 to 1989
shows that Central and South Americans had the sharpest increase (67 per cent). The
'other flispanic' increased by 31 per cent, thllowed by: Mexican origin (3(1 per cent).
Puerto Rican (14 per cent), and Cuban (12 per cent) (Vickers, 1989).

8 This report (based on an arti.de in Ebony magazine, see Staff, 1989) is also interesting m
that It provides projections for cities that will have large percentages of Latino and
Black populations. liy the year 2000, it is predicted that Black and Latinos combined
will constitute a clear majority in about one-third of the country's fifty largest cities. In
the ten most populated cities in the nation including the thur largest (in descending
order. New York. Los Angeles. Chicago. and Houston) Blacks and Latmos will be
the majority in six of these top ten cities. For example. in 1 os Angeles, in the year
2000, they will number about 53 per cent. In Chicago, 50 per cent. In New York.
almost 50 per cent.

9 I he eight states with their respective enrollnients (in millions) in descending order are:
California (1.38), Texas (1.09), New York (.39), Illinois (.16), Arizona ( 16). Florida
t.15), New lersey (.13), .md Nev. Mexico ( 13) (Ortield. 1988).
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Chapter 2

Segregation, Desegregation, and
Integration of Chicano Students:
Problems and Prospects

RuliM Donato\lartha Menchaca and Richard R. Valencia

Segregation has been, and continues to be, a schooling reality for a substantial
proportion of the Chicano elementary and secondary school-age population. In
that segregation practices and conditions are not conducive fbr optimal learning.

it is not surprising that school segregation is inextricably linked to Chicano
school failure. As noted by Valencia (chapter 1. this volume), the segregation of
Chicano students constitutes a major obstacle in their schooling experience

that is, segregation can be considered a key institutional process in denying
Chicanos equal educational opportunities.

In this chapter, we will examine the connections between segregation and
Chicano school t'ailure from both historical and contemporary vantage points.
We begin by providing a descriptive overview of the current prevalence of
Chicano segregation. as well as an empirical look at the adverse relation between
si hool segregation and diminished academic achievement. Second. we provide an
overview of the roots of Chicano school segregation. Our contention is that in
order to understand the ( urrent problems and remedies associated with segregation,
one needs to examine its ideological and structural foundations In particular, we
examine the relation between racism and the implementation, maintenance. and
persistence of school segregation. ln this historical section we also discuss. in
brief, the efforts Chicano parents exerted to desegregate barrio schools in their
pursuit for a better schooling for Clncano youth. Third. we describe the contem-
porary manifestations of segregation with a special emphasis on language
segregation as .1 form of resegregation. 1 he chapter Closes with discussion of

reform. ( ;ranted that school integration (and not merely desegregation) is a

desirable goal. how might true integration (e.g., interethnic contact, equal status)

be achieved by the Clnc.mo community I low can we move towards mtegnition
and Clncano s 11001 suet ess? In our discussion we ss eave-in research and poll( y

dimensions.



lititto hoc and Slit,e

fhe Segregation of Chicanos: Prevalence and Adverse Effects

h, valor, c Nip iyarion

Hie isolation of C'hicano stUdellts In 'Mexican sehools or in high-density ethnic
imnotity schools is a longstanding 1.act of the Chicano schooling experience.
listorian tiilbert ( ;onialei (PP)t I) notes that Mexican children were denied

ithnission to 'American' schools as early as 1,892.1 Ihis case ni point involved the
st htnd district III Corpus Chrlstl. Texas, where a separate school was built just
tOr the MeXIC.M students. Withni Veal', the S(.11('0l elir011ed I It) students, and by
thc late teils the same school had an enrollment of 1121! Mexican children

ionzale/i "I he segreg.inon MexLan students would continue to e,.calate in
I ex.'s and elsewhere, and (lOniale7 comments. by 192usegregation was in full
tf life as fi5 per cent of_school districts in the Southwest practiced the segregation
i)1 Mexican students in the form of either haying 'Me-nean schools or 'Mexicali
rooms' C. Mem( an students were delibetatele isolated in ethimalls mixed

With the Int rease in the Nlexican-origin population and the barrioization of
aim communities. st.hool segregation from the Peds to the 19711s became an

,ondition tot numerous Amami students throughout the Southwest.
Iii P)-I. the I mdmark US Commission on ()vil Rights American Lduca-1.fl, Aincrim, ill Ow
\.bool% or di, made puhlit what ('hicano parents had known tiu- many

then t hildren were relatively Isolated from 'White hiltht.n Based on ..I

IltIcsIglled lilt1 c\tei!sitc data-"."ithering pro( edute. the Commission reported
th 1 wail \ I ill 2 Chlt',1110 stlidclits n: the Southwest III 19118 attended elementary

n.h \k \ which \ I omprised the predominant ethmc group
Ill pet ent hiL anti entolhnentl It was also found that I In 5

sttidcm., in Itnis attended slittitis in' V, liii h diev were the near total
moilment l I lii 11111 put cent,

In the Ilk. ehind se'greI".if n. inally del Inlet] nationalk for Black stu-
d.. ') ci rt,t and tithe' 1 .11111,1 student \ ;particularly Puerto Ricans),
seIegation u4:reased TM. steads Ilse III st hool segregation has been to st4 h a
,IcI2.rce I 11.11 I anno students tss o-doids cit w hom are (hicanos) now have the
unfortunate tharacterist4 cit ln ing the ;Host segregated of America's student'
,'toups /turn. l')8(c Iii 1)811. 18. I pet cunt of. I Aunt students nationally 55 ere
c1110111,d HI s, hinds tsith nimolity cmollnit TIN ot 511

I
r «.nt or gieater. and more

than 2z, pet ill of I annos au( tided st hoids ni 55 lilt h nunority density was tgi to
lot, pet , ciii Orunii.

Mote it.s.ent data ( held. 1088 tnifirms the intensit4,1110H it Chicano ,md
odic! I .111110 5111,1(111 CQ..111( ,ihic i) 1 hoks's I Mint, 1ttiltht st hind
,iiii nationall% by region from PRiti to 1081 Repotted are data tOt fa) percentage

ol 1 enrolled ill pi eLlmtlin 'nth White schools, and (I)) pert entage of I atmo
audents m nem total tae . ')(1 to Inn per «lilt nunoritv schools

I he data 1.1cselltt'd mu I reveal distinct patterns. on a region-
-icinon basis, the pert entage cif I anno students attending predominantly
hut st book (let lined nom P)1.% to P)81. tinverselv, the In it entages of I.atmo

students enrolled in near total minority schools int teased in each of the tour LIS
RI:Ions I. !sunz die national data in I AM(' I t.Hdy representative indicator of
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atino segregation, \VC can see that the percentage of Latinos enrolled in White
schools over the sixteen-year period dropped by 36 per cent. whereas the
percentage of atino students attending 90-16(1 per cent minority students

Jumped 35 per cent. hi sum. taking .111 the available information together. therc is
clear and ample evidence that as .1 %%hole, Chicano and other I. atinos students, ate
1'4.'0)1'1111W, MOre and more kohted from their White peers and vke versa.

.1,11'crse I., et Qation

Hislcutc.iils, the contest tOr learnmg m Clncano segiegated schools has been
extremely poor. There is no doubt that the separate schooling Chicano students
est), rienced was ulterior. Goivalei t19q0) describes these early conditions as
such:

Inadequate resourc es. poor equipment Ind unfit buildmg construction
made Mexican schools vastly inferior to Anglo schools. In addition,
school districts paid teachers at Mexic in schools less than teachers at
Anglo schools, and inan% umes a promotion for a teacher at a Mexican

hool meant moving to the Anglo school. Quite often. however.

tea( hers in Mes wan schools were either begnmers or had been 'hamshed'
as ills ompetent. (p. 22)

l'here are a number ot ieteienccs that document the considerably poor
conditions endured by Chhall0 students in segregated schools For example,
menchdca and \,.'alem hi 099m (ontrast the Mexican and Anglo schools built m
the nod-192(ts ni `,anta Paula C ditOrma 1 he Mexican school (Ironed nearly
1.1v0n students m a schoolhouse with eight classrooms (grades kindergarten
through eighth) and e ontamed two bathrooms and Orle administrative office. On
the Whey hand. the Anglo school enrolled less than 700 students and contained

twenty-one lassroonis, caletertai training shop. and several admnnstrative
°Hues In short, the Mexic an school compared to the Anglo school had

Hindi higher student per classroom ratio and interior facilities. Fifteen miles away
front `santa Paula. in the coastal city of ( )xnard. Chicano students tared no better
m se hools N1( .urdy 11975, in a 1 AuQch 'Film., article reported
how 'evil al past se hoot 'Alpei micndent:, desc tilled the deplot.dde s hooling c On-

ditions 'Mean(' i hildi en experiem ed itt the 1935s.



Oman() School Failure and Suaesc

One m hool was described as 'literally no more than a chicken coop. It
had a dirt floor, single thickness walls, very run down, some stench
from the toilet facility. Another school had a floor made from 'just black
asphalt of the type you would see placed on street pavement', 3 former
superintendent said. 'In the classroom, there was a single light bulb, not
a large one ... It Illa v 11,0;e been a 10(i-watt bulb, screwed into an outlet
in the center of the ceiling', he said.

Suffice it to say that the madequate educational conditions experienced by
Chicano students in the past were detrimental to promoting an optimal learning
environment. Although the current facilities in Chicano segregated schools may
not be as deplorable aS in the past. the legacy of interiority continues. A major
contributing factor to the maintenance of inferior conditions as manifested in
resources in Chicano segregated schools is school fmaneing'inequity (sec Valencia,
chapter I, this. volume). As the tUnding discrepancy between rich and poor
schools narrows, however, there is sonic optimism that learning opportunities
will improve in Chicano segregated schools (e.g., Pinkerton, 1989).

Notwithstanding the extreme importance of attaining equity in school
tniancing for Chicano schools, there rentatns the stubborn relation between
school segregation of C:hicanos and lowered academic achievement. For example.
Jaeger 0 987; cited ni Orfield, 1988) examined the relation between test Scores and
percent Black and Latino high school students in metropolitan Los Angeles
(1984-85 school year). The observed correlations were very strong: (-.9o),
mathematics ( -.88). and writing (-.85). That isis minority enrollment increased,
achievement decreased. Jaeger reported that the correlations between school
enrollment percentage of White students and achievement test ScofeS were like-
wise Of very high magnitudes. but of the opposite direction (i.e.is White
enrollment in the high schools increased, test scores also increased). Finally.
Jaeger disaggregated the data and found that when only the percentage of Latino
students in the high schools was correlated with achievement, the relations were
not as strong for the Black!Latino aggregate, but still quite substantial (range
from -.53 to -.58).

Espinosa and Ochoa (198() have also provided supporting evidence for the
connection between ('hicano segregation and diminished achievement in Califor-
nia a state in which Chicano school segregation has also increased in the last
twenty Yeats. Using a large state-wide sample (4,268 public elementary schools
and 791 public high schools), Espinosa and Ochoa correlated California Assess-
ment Program (CAP) Scores (average of math and readmg achievement) with
pert ent of Latino students in grades three, six and twelve. The relation between
.itino concentration and CAP achievement was strongly defined (e.g., at grade

twelve the observed r was - 49).
In another Investigation. Valencia (1)84) also found a substantial relation

between minority concentration m schools and academie achievement The set-
ting for the study was the Phoenix Union High School District (PUNSD) No
21() Valencia as part of his work as an expert witness in a school closure trial
in die PUI150 -- calculated the correlation between the percentage of Black'
1 atmo enrollment with mean stanines of the ( 'omprehensive 'rests (lf. Bash:
tor grades nine thi (nigh twel% e in the Distil( t's eleven high Su hook. I able -2 2

"3:
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lable 2 2 Rank order comparison oetween percentage of minority student body enrollment
and academic achievement

Minority student
enrollment

°-0

Minority
rank

Achievement
rank (lowest)

Union 94 2 1 1

South 87 7 2 2

Flayth:n 75 0 3 3

Nor th 64 4 4 4

Fast 56 7 5 5

\hest 25 7 6 1

Maryvdie 19 5 7 8

Browne 18 0 8 6

Aiha'iNbra 13 2 9 9

Ceitral 9 4 10 11

Comeloack 7 8 11 10

Srl,irce Yaienco 0984.,
gsed on 1979 roc,111 eurrprenens,vc Tehts fix;,c Shills for grades

9 12 p - 96 ,s.on,f,carit 01,

lists the ranking of the eleven schools by minority student enrollment at compamed
by each school's respective rank (low est to highest) on achievement.

Hie statistical analysis (Spearman rank-order correlation) computed by
Valencia revealed that the association between Illack:Lanno percentage of the
various high schools with their respective test scores was very strong ( p = .96)
once again underscoring the libuquitous connection between school segregation
and low academic pertOrmance.

On a final note. there us evidence did( the relation between st hool seffega-
non ,nid si hooling problems is not conthied to test score outcomes. For example.
Ortield (I 988) found that the correlation between graduation rate with the per-
centage of 13IaLk I ituito students in metrophtan Chicago high schools was a
stagif,ering 83. Furthermore i correlation of -.47 was observed between per-
( ent minority Ingh school students and percent of students taking the college
entrance examinations. Ortield also reported that the Black,latino percentage of
schools was very neptiyely associated = -.92) with average college admissions
test scores. When the analyses were dtsaggregated by ethnicity, the correlations
tOr I 111110 high school students were .40 (percent Latino with graduation rate)
and -.43 (percent 1 atino with college entrance scores). A clear and direct implica-
tion stenmung from the findings of Ortield and others is that the school segrega-
tion ot (.1nc.inos is linked to their very !united matriculation to higher education.
)rum 198m, tOr example, has Identified poor high school preparation as a key

obstacle ni college access for (.:hicano and other Latino students. She reported
that the I atnio eligibility pool tor entrance to college is substantially reduced, as
75 per cent of I atmo lugh school graduates ha e not completed a college prepara-
tory cur riculum. Also, approximately 33 per teiti of Latino high school graduates
have vet y low grades i'l or 'I as el ages) m one 01 more yital ,n,tdenni subie, ts

hit L ()in lusion. there is a great deal ot histotu al and contemporars evideme
that the school segreganon incano students ni our nation's public elementary

BEST COPY AM ABLE
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and secondary schools is connected to school failure, hence inequality. Various
sources inform us that segregated Chicano schools tend to be schools charac-
terized by low funding, high dropout rates, low achievement test scoresi dis-
proportionately high percentage of low-income students, and few college
preparatory courses. There is no doubt that the isolation of Chicano students in
eh ools that suffer from inequities in facilities, resourcesmd curricula offerings

is far from desirable. The desegregation of Chicano schools and the subsequent
integration of Chicano and other 'minority' and 'majority students in equitable
learning contexts is a commendable goal. Later, we share our thoughts and ideas
how such integration may be realized. But first, it is necessary to understand the
historical roots of segregation. Our proposition is that in order to move towards
the goal of desegregation and integration of Chicano students, one must have a
sense of the events and forces that helped shape the educational isolation ot'
Chicanos.

Racism and Chicano School Segregation in the Southwest:
An Historical Perspective

Racism and (he Simmral Foundation of Scffqation

There is ample evidence that the ideological foundations of school segregation
date back to the nineteenth century racial belief that White groups should not
socially interact with biolowcally inferior colored races (Konvitz 1946; Menchaca
1987; Menchaca and Valencia, 199n). Our* the nineteenth century. White
supremacy ideologies helped to promote the belief that racial minority groups
were inherently interior and helped to provide die rationale to segregate the
'«,lored races' (Comas, l Jackson, 1)86). Racism \Vas mstitutionalized within
die acadennc, religious, and governmental spheres and it culminated in die
passage of dr jute segregation (Menchaca arid Valencia). Within the academic
sphyre, historians were .it the forefront in proselytizing a White superiority
ideology and argued in favor ot eugenics to ensure that the White races would
remain pure (Feagin. 1989; c;ossett. 1951. 1977). Historians also favored the
social segregation of die colored races as being the most practical .thod of
preventing racial interming1Mg. 'File religious sphere was also incluo, d in the
racist ideologies of the era. ni Which sonic churches practiced segregation. The
belief that the Anglo-Saxons were 'God's Chosen People' provided the rationale
to support the view that (;od did not intend the races to mix Iwcause he had 'not
created all the races equal'. Within the Protestant Church, White supremacist
pastors interpreted the doctrine as God's plan to rid the world of the 'colored'
rat es and thus make room for the superior White races. hor example, the
genm ide of the Amen( an Indian was figuratively interpreted to he the result of
C;od's predestined will to improve the racial makeup of the world iossett. 193,
197-; Newt. on& . 1985) In Mans ttmgregations, racism was manifested in the
total exclusion ot racial minority groups. 'Colored people' were expected to
attend ...el Yu es in then Os% n t 11(11(11es. nd ill More toher.ini on!!,regal ions rat 1.11
minorities were allowed to attend church but were eve:red to apart from the
White congregation iCadena, 1987; ( da/ r and Moynihan. 1963; Men( ha( a,
1987, 1989; N1nt ha( a and Valencia, 19o)(0
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White supremacist views also surfaced m the government.:1 sphere and
culminated in the legislation of segregationist laws. The passage of 'separate but

equal legislation in the nineteenth century reflected the government's endorse-
ment of the widespread racial ideologies of the period (Feagin, 1989; Hendrick,
1977; Wolknberg, 1978). At the federal level the passage of Messy v. Ferguson in
18% was a blatant example of the government's approval of the rationale that the
colored races should not mix with Whites. Though Messy v. Ferguson was passed
with the specific intention of segregating Blacks, the case was used to justify all
forms of-social segregation. At the local level, city governments used the legisla-
tion to segregate other racial minority groups by arguing that the spirit of the law
applied to all 'coloreds' (Hyman and Wiecek, 1982; Konvitz, 1946). Moreover,

Plessy Ferguson represented a symbolic action on part of the federal legislators
to enact an undisputable law that gave the states the right to practice segregation.

By the early 1900s, most states practiced some form of social segregation
and had institutionalized school segregation as the main vehicle to maintain a
segregated society (Feagm, 1989). The rationale being that if the children of the
White and 'colored' races Were socialized not to intermingla. the groups would
not marryind thus the purity of each race would be retained (Konvitz. 1946).
Racial minorities questioned the extension of segregationist legislation to the
educational domain and therefore took their plight to the Federal Supreme Court.
In several Federal Supreme Court cases, however, the courts asserted the states'
rights to segregate the 'colored races' and ruled against anti-segregationist prac-
tices. For example. in 1927 the Federal Supreme Court ruled in GitirQ LIMI . Rice

that the separation of the colored races in the schools was within the discretion of
the State and not m conflict with the fourteenth amendment (Konyitz, 1946).

Oyer a decade later, the rule of separate but equal facilities in educational
institutions was reasserted 111 the US Federal Supreme Court of 1938 in (;aines
Canada. Although the federal courts did not legislate a mandate that 'all colored
children must be segregated', they supported the states' rights to institute school
segregation if desired by the legislators.

Paradoxicallydthough Chicanos were not specifu ally mentioned in the
'separate but equal legislation' thert: is ample evidence that they were often

treated as 'colored' and were eonsequently segregated in most social spheres.
hstorically. the ranonale used to socially segregate Mexicans was based on the

r.ui,d perspective that Mexicans were 'Indian'. of at best 'Iialf-breed savages' who
were not stntcd to interact with Whites (Menchaca and Valencia. 199(); Paredes,
1978; Surace, 1982). Although the ratification of the Treaty of Guadalupe Hidal-
go had guaranteed Mexicans the political privileges einoyed by Whites, state
legislators in the latter half of the nineteenth century and early 1000s attemped

to violate the agreement (Menchaca, 10)n). Legislatots sought to limit tfie

Nlexuans' political and soctal rights based on the rationale that Mexicans were
Indians. They argued that because Indians by law were prohibited front voting.
residmir, to Whine neighborhoods. and ttending schools with White children,
these laws also applied n ) Mexicans (11eirer and A mquist, 1971). For example. itt

'alitorma the state constitution prohibited 'Indian-looking Mexicans' from vot-
ine and old\ e\kmh,d that plIvilkT.e to 'White-looking Mem an' males (C.1111(4711,1

.titan Ctrution j 1S49, attitle I I, section 1; Mein haca, Poo. Padilla, 1)79). In
the area or flann ill/ation the federal government also attempted to deny Mexican
minuet-ants then ilght to apply tor wienship on the basis that they were Indtan

3 3
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(Hull, 1985; Kansas, 1941; Konvitz, 1946; People v. De La Guerra, 1870; Rodnquez-
v. Texas Circuit Court, (1893. 81F:337-355).

Racial discrimination against the 'Indianism of Mexicans was also mani-
fested in the form of residential segregation. This exclusionary practice eventual-
ly provided the underlying structure for the school segregation of Mexican
students, and thus it is important to examine the structural relation between
residential and school segregation. By 1870, the residential segregation of the
Mexican was firmly entrenched in the multiethnic structure of the Southwest and
such housing patterns were viewed by Anglo-Americans to be the natural division
between the inferior 'half-breed Mexican' and the `superior' White race (Acuna,
1988; Camarillo. 1984a). Using nineteenth-century archival records, historian
Alberto Camarillo attributes the early stages of Mexican residential segregation to
Anglo-American racial prejudice. Camarillo states, 'The old Mexican pueblos
were viewed by most Americans as "foreign'', "backward'', and undesirable
locations in which to live' (p. 224). For example, in California the residential
segregation of the Mexican began as early as 1850 and the process was completed
by 1870. In San Francisco, San Jose, Santa Barbara, Los Angeles, San Diego.
Santa Cruzind Monterey. Anglo-American settlers restructured the old pueblos
bv constructing new subdivisions in the towns and prohibited Mexicans from
moving into Anglo neighborhoods. Throughout California the residential seg-
regation of the Mexican was entOrced lw the use of racial harassment and
violenceind in many cities by the use of housing covenant restrictions prohibit-
ing Mexicans from residing in the White zones (Hendrick, 1977).

Social historian David Montejano (1987) also reports that a similar process of
residential segreg.ation became widespread and provided the tOundation for
school segregation in Texas..Throughout the state. Mexicans were segregated in
separate sections of the cities and in many Anglo-American farm communities
local de mic laws were used to prevent Mexicans from establishing residence.
Residential segregation was planned by the ranchers and town developers and
maintamed through local laws and real estate policies. For example, in Weslaco,

\ as. Mexicans were only allowed to buy property in d,-,,,:lated areas near the
Missouri Vat ific Railroad tracks, and municipal ordin.i p.,wired that Mexican
it ighborhoods .ind businesses only be established ri as.

By the early 19HOs die intensification of M ic.co L-,1,ential segregation
bei aim inure complex in i exas, California, and rarts of the Southwest
Contributing factors were the industrial and turban development of- the South-
west. It is very clear, however, that the growth of such residential segregation
accompanied school segregation and was strongly liaked to Anglo-American
taual preindio. Later, we will discuss the need for policy makers to explore
strategies that might lead to residenttal integration a major solution to elimin-
ate s( hool segregation.

Tht" (cl't h it IWO .S11./1001 St:1: ek!il

111c Hod 0 \kali 1111111Ittlatitill tit the UllitCCI States III the lCiis delineates
hos% rm. tstii t ontintted to be the ideologu al force that pushed forward the growth
ot .111 forms of segregation, m particular residential and school segregation

amarillo, 1984a, 1984b, Montciano, 1987) "1 hat is. when the sue of the
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Mexican population increased in the Southwest, the Anglo Americans responded
by demanding residential and school segregation (Wollenberg, 1978). It also
became common to segregate Mexicans in most public facilities including swim-
nnng pools, theaters, restaurants, and schools. In California, for example, when
the Mexican-origin population tripled in the 1920s. from 121.000 to 368,000, the
local school boards responded by instituting widespread school segregation

(Wolledberg). In 1928, sixty-four schools in southern California responded

to a government survey and reported that they had 90 to 100 per cent Mexican
enrollments. Three years later, the state of California conducted a second survey
and reported that 9 out of 10 school districts practiced school segregation in some

form or another (Leis, 1931; cited in Gonzalez, 1985). Hendrick (1977) also

reported in 1931, 85 per cent of California schools surveyed by the state
government reported segregating Mexican students either in separate classrooms
or in separate schools.

The school segregation of Mexican students was also widespread in Texas
and coincided with a period of dramatic growth in the immigrant population
(Montejano. 1987). As in California, segregated schools were a direct outgrowth
of residential segregation, increasing Mexican immigrationmd in particular
racial discrimination. In the early 1900s. segregated schools were established by
large-scale growers AS a means of preventing the Mexican students from attend-
ing White schools. One of the tirst Mexican schools was established at the turn of
the century in Central Texas (Seguin). and afterwards the process of separate
Mexican schools became a common practice throughout the state (Rangel and
Alcala. 1972). Moreover, in the late 1920s school segregation became more
intense and it coincided with the growth of the Mexican immigrant population
(Montejano). In the areas where the newcomers were concentrated, such as the
lower Rio Grande Valley, the school segregation of Mexican students radically
increased. Reconstructing the educational histories of local communities in the
lower Rio Grande Valley. Montejano concluded that Mexican immigration and
residential and school segregation were inextricably part of the same process:

'Elie towns of Edinburg. Harlingen. and San Benito segregated their
Mexican school children through the flnirth and fifth grades. And along
the dense string of newcomer towns of High 83 the 'longest mile'
of McAllen. Mercedes, Mission, Pharr-San Juan; and Weslaco Mex-

ican school segregation was an unbroken policy. On the Gulf Coast
plains, Raymondville. Kingsville, Robstown. Kenedy. and Taft were
among the new towns where segregation was practiced. And in the
Winter Garden area. Mexicans were segregated through the fifth grade
in Crystal City. Carrizo Springs, Palm, Valley Wells. Asherton, and
Frio Town. (p. 1(18)

By 10.M. 00 per cent of the schools in Texas were racially segregated (Rangel and

Alcala, 1072).
.hhe rationales used to segregate N1exican students ranged front racial to

soLial deli( it instill( anons Overall, these beliefs were ideological smokescreens

used to pre% ent Chicano students from attending White schools. For example, m

CalitOrnia lmirmnu the 1921,s and 1030s, government officials attempted to classitY
Mesa an students as Indians in order to segregate them on the basis that they
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55 cre 'colored'. On January 23, 1927. the Attorney General of California stated
that Mexicans tould be treated as Indians, thereby placing them. under the
mandate of de lure segregation (I lendrick, 1977). In 1930, the Califonia Attorney
6eneral once again issued an opinion on the racial background of the Mexican
students. According to Attorney General Webb, Mexicans were Indians and
therefore should not be treated as White. Webb stated, 'It is well known that the
greater portion of the population of Mexico are Indians and were Isicl such
Indians migrate to the Unued States, they are subject to the laws applicable
generally to other Indians' (cited in Weinberg, 1977, p. 166). Webb's opinion was
used by school boards to classift Mexicans as Indians and therefore attempted
to segregate them on the basis that they were non-White. Finally, in 1935, the
California legislature passed a law to segregate officially Mexican students on the
basis that they were Indian. Without explicitly mentioning Mexicans. the 1935
school code prescribed that schools segregate Mexicans who descended from
Indians. The California school code of 1935 stated:

1 he governing board or the Si hoot district shall have power to establish
separate schools for Indian children, excepting children of Indians who
are the wards ot the US government and children of all other Indians
who are the descendents or the original American Indians of the US, and
tor children of Chinese. lap.mese. or Mongohan parentage. (Cited in
lendrick, 197-, p.

Although me school code did not mention Mexicans by name. it WAS explicit that
the ,tate's intention was to segreg,Ite dark-skinned Mexican students. Thus,
:Mexican children became the principal target of the discriminatory' school code

Ithout being idenutiedind American Indians, though named directly. were
released from legall V mandated segregation.

a nguagc NA as a second rationale used to segregate Mexican students.
,N1legedly, Mextcan students were not permitted to attend classes with their
Anglo Amencan peers because thes needed special instruction in English (Con-

19%; Menchaca mid Valencia, 1990: San Miguel, 1986, 1987). The pedago-
rationale was that the lnnited- or non-English-speaking Mexit.m children

%%mild nnpede the acadeimc progress of the Anglo children. [he racial overtones
ot these prn Cla's were blat.mtls seen when Mexican Americ.m students, who did
not speak Sp wish, were also fOrced to attend the Mexican schools tAlvare/.
1986: Men, ha( a, 19871. I he need to acculturate Mexican students in special
Americanuation i lasses was a third major excllm: 11,ed to illstify segregation.
Mesh an students were harm-ter-lied as dirty. dull. unchristian. and lackhig

ethluctte 1 hen:foie the edmational belief was that Mexicans needed
spe, tal (lasses where the ss culd lc urn to emulate their AnHo American counter-
parts ,arcia, P/79; Gon/alei, 199m.

11( results or IQ tests were ulso nsed, in part. to segregate Mexican students
and ptos hied the alleged st iennth rationale. 1 ewis I el111.111. Professor of Fdn-
anon at Stantoid University. presented mans findings from racial studies ofnth jun v stin! lest Iii hi suppoinni.: the Slew that Blacks. Indtans. .ind Mes-

h an Aliment ails 55(1C lultl net tualls interior to Wilms (Mum, 1978i In the i ne ot
Mesh an Anictican,.. Wilham Sheldon of I he Umvcrsits of texas at Austin also
used IQ tests situ h is the Cole-Vint ent and St.nitord Unmet tests to measure the
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mental ability of Mexican Americans in Texas (Wollenberg, 1974). Sheldon
concluded that Mexican students. .1s measured by IQ tests, only had '85 per cent
of the intelligence' of White students. Moreover. Thomas Garth of the Univer-
sity of Denver administered the National Intelligence Test to over 1,000 Mexican-
Origin students in 'texas, New Mexicomd Colorado and discovered that the
median IQ of those tested was 78.1 (the lowest of any- study to that date).
According to Garth, there was a connection betw:en the Mexican children's
heritage and their ver low IQ, thus suggesting a racial interpretation (Wollen-
berg, 1974).

Using the research of the social scientists. school boards manipulated the IQ
data to support their racist beliefs. Because it was common for Mexican students
to score considerably lower than their White peers, school boards members used
test results in part to separate the Mexican and Anglo students. It was rationalized
that Anglo students must be instructed in separate schools in order to prevent
them from getting behind. Mexican stu, cults, on tL other hand, were identified
to be slow learners needing special U. ruction in separate schools. Gonzalez
(1974, 199(t) also posits that IQ testing was an ideological foundation used
to track minority students in the schools and to provide them with inferior
education.

The Mexican community in the Southwest did not idly stand by while its
children were being segregated in inferior facilities. The struggle for desegrega-
tion was initiated in 't exas and California ii) the early 1930s. In Del Rio, Texas.
Mexican parents successfully proved that the Independent School District had
illegally segregated Mexican students on the basis of race (Rangel and Alcala,
1972). The cotirt ruled in the case of l)el Rio Independent School District v.

Salvatierra (1930) that Mexicans were White and had been arbitrarily segregated
because they were Mexican. The judgment. however. was overturned by the
appellate court on the basis that the school board had the right to segregate
Mexican students because of their 'language problenis'.

In California. the Mexican parents of Lemon Grove were able to successfully
overturn school segregation on March 13. 1931. Alvarez- v. Lemon Glove School
Diorict represented one of the first successful desegregation cases of Mexican
students ni die United States. .Flic court ruled in favor of the Mexican commun-
ity on the basis that separate facilities for Mexican students were not conducive
towards their Amencamiation and retarded the English language competency of
the Spanish-speaking children.

In 1945, the era of dc.mic segreg,:non tinalk came to an end for the Mexican
commtnuty of the Southwest. The highly touted Mendez. Ire.,onin,ter (P)47)
.IS(' ended de /we segregation in (:aliforma .md provided the legal foundation to

end the school segregation of MeNIC,111 students throughout (hi Southwest. In
Atetradc.:-. judge Ma .ormic k concluded that the school boat d had segregated
Mexicans on die basis of their 'I atnnzed' appear.mce and had gerrymmidered die
school district m order to ensure that Mexican students attend the Mexic.m
schools Judge Mc( .ortnick cl)11( hided that this was an illegal .1( non because there
NA as no constitutional or congressional mmidate that authorized school boards
to segregate Nlexuan students I )n the contrai v, he stated that the foutteenth
amendment and the tat ification ol the I reaty of Guadalupe Hidalgo had guaran-
teed Mexicans equal rights in the L hnted States. Although the Mende: case helped
to end de. rim. segregation, the school segregation of Mexic,m students remained
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widespread (Hendrick. P)77), and increased over the generations. Moreover, as
Gonzalez (199(1) notes when speaking of the Mendez- case, 'Eventually, de jure
segregation in schools ended throughout the Southwest, but not before an educa-
tional policy reinforcing socioeconomic inequality severely victimized genera-
tions of Mexican children' (p. 29).

Following the Mendez- case, the Dele.,ido v. Bastrop Independent Sthool District
(1948) in Texas was another example of the Chicanos' struggle for desegregation.
The court ruled that placing Mexican students in separate schools was discrimin-
atory and illegal. Paradoxically, although the court passed this ruling it also
allowed school boards to segregate Mexican students within a school on the basis
of their limited-English competency. Thus, this initated a new form of school
segregation within desegregated school settings based on a language rationale
(San Miguel. 19871.

In conclusion, the history of Chicano school segregation is a troubled one
filled with numerous events of forced isolation. History informs us that racism
was a driving force in the rehitions between school segregation and Chicano
school failure. But. Chicano communities did not idly stand by. Salvatierra,
Alvarez, Mendez, Delgadoind others are testimony to the the Chicano's struggle
for desegregated schools and equal educational opportunity. Notwithstanding
these legal accomplishments, one can argue that to some degree these were
empty victories: that is, although Chicanos won the battle against de jure
segregation. their isolation in segregated schools continued. We now turn to an
analysis of a modern form of school segregation in desegregated schools
reseg reg anon.

Contemporary Issues in Chicano School Segregation:
Resegregation

Thus far, we have examined the historical inequalities that structured Chicano
segregated elementary and secondary public schools. With the end of de lure
segregation of 'Mexican schools', the process of school desegregation in the
Southwest began slowly. Furthermore. desegregation over the few decades
touched only a small number of Chicano students and contained a number of
pat-alls. In this section. we will examine these problems by analyzing the pheno-
menon of resegregation: that is, the process of Chicanos being segregated
within desegregated settings. We discuss five aspects of current school desegre-
gation and resegregation. First, we w ill brietly look at Chicano segregation as a
silent problem; second, language sc.gregation as an old problem but new issue,
brought forth; third, the relationship between bilingual education and desegrega-
tion; fourth, the bilingual teacher shortage and its impact on resegregation: and
fifth. adeinic resegregation .nid its implication for the schooling of Chicanos.

Chhano Sthool ,tiei:tivtion- .1 Silent Problem

lit 1951 the Supreme Court decision HI HIOW/I v. Board ot ls.dniation qated that
NiI'lic s, hoOk (mild not pla«. students in separate ta& diti,s based on race,
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religion, or national origin. Racially segregated schools were 'inherently unequal'
and practices fostering them were unconstitutional (Brown, 1954). The impact of
Brown was so dramatic in the United States that many social scientists concurred
that the case helped launch the modern civil rights movement. School desegrega-
tion, thus, became one of the leading and most controversial issues in American
educational history (Welch and Light, 1987). During the 1960s and 1970s school
desegregation received an enormous amount of public attention. Stories depicting
communities in conflict over the school desegregation process became a common
observance for anyone who kept up with the issue. Social scientists and political
commentators wrote extensively about school desegregation. In the initial stages
of the process, studies focused on the desegregation of schools in the deep South,
but then as the movement gathered mon entum, the focus shifted to eastern,
mid-western, and western regions of the nation (CraM, 1968; Edwards and Wirt,
1967; Kirp, 1982; Rist, 1979). Given the scholarly and public attention that school
desegregation received, most Americans immediately identified the school deseg-
regation process exclusively as a Black/White issue. As Ortield, Monfort, and
George (1987) have noted. 'School segregation has been widely understood as a
problem for blacks. There is little public discussion of the fact, however, that
black students are now less likely to attend schools with less than half whites than
arc Hispanics' (p. 24).

Although Chicanos were Actively involved in several court cases tbr desegre-
gated schooling throughout :he Southwest during the pre-Brown era, they quick-
ly became an invisible minority group and did not receive much attention in the
desegregation process after the 1950s. The two most important cases in the
post-Mown era concerning the desegregation of Chicano children were Cisneros v.
Corpu, Christi Independent School Distrist m texas (197))) and Keyes v. Sthool
District Nimther One in Denver, Colorado (1975). Brought on by Mexican Amer-
icans in the Corpus Christi area. the Cisneros case was extremely significant in
their struggle for desegregated schools. This case demonstrated how Mexican
Americans thought it was necessary to be identified as a separate class of an
identifiable minority group in order to benefit from Brown. Because the court
ruled that Mexican Americans were an identifiable ethnic mmority group, they
were 1:01.111d to be unconstitutionally segregated in Texas public schools. As Sall
Miguel noted, Mexican Americans wanted to discard '... the "other white- legal
strategy used ... during the 1940s and 195os to eliminate segregation and
substitute the equal protection argument used in black desegregation cases' (San
Miguel. 1987, p. 178).

liii' 1..:(Te Case in Colorado was sinnlar to the Ci.,nero ease in the sense that
it compelled the court to recogmie . how to treat Mexican American children
in the desegregation process' (San Miguel. 1987. p. 18))). Originally brought on
ls Blaclo, the outt WaN forced to make the decu-ion whether to recogniie
Chicano students as 'White' and to integrate them sl tili Blacks or view them as
an identifiable nnnority group .md mix them with WIn e children. Once ag.un.
Chieano students were m tar t recogni/ed AS .111 identifiable mmority group and
thus entitled to special services in desegregated settings M Colorado. Yet, despite
the unpin tans e itch. and I.( yi. the edill At!, Mal VA)Litissii ist

students tontinued m both segregated and desegtegated Anieur an publis
schools.
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Latkquage Segrqation: Old Problem New Issues

Language segregation is not a new issue. American public schools have attempted
to segregate Chicano children based on language for over six decades. The
defendants in the Del Rio v. Salvatierra (1931), Alvarez, v. Lemon Grove (1931),
and the Delgado v. Bastrop (1948) cases all ventured, to some degree, to use the
argument that the Chicano students' inability to speak English justified the use of
separate classes. Two decades after the Brown decision, however, the Supreme
Court case in the landmark Lan v. Nichols (1974) litigation brought forth new
issues of equity that dramatically changed the course of schooling for Chicano
students. The decision held that public schools had to provide an education that
was comprehensible to limited-English-proficient (LEP) students. Because the
English language was the only vehicle of instruction, LEP chihiren were being
denied access to a meaningful educational experience. The Supreme Court recog-
nized that in order for LEP students to participate in the schooling process, they
first had to understand the English language. This dilemma was an educational
contradiction and thus made 'a mockery of public education (Lau, 1974).
Because LEP children, in general, could not benefit from an education that
was conducted entirely in English, many Chicano LEP students were not able
effectively to participate in the American educational system.

After Brown (1954), providing schooling in desegregated institutions was the
law of the land. But, it was not until after the Cisneros (1970) and Keyes (1973)
decisions that the 'ethnicity' of Chicano students was clarified. That is, they were
no longer considered to be 'White' or 'other-White' in the desegregation process.
They were now considered to be an 'identifiable minority group' and had to be
integrated with White children. Twenty years after l3rown, following the Lau
(1974) decision, these same public schools found themselves in a position where
they had to provide Chicano LEP children an education that considered their
special language needs. These benchmark decisiOns placed Chicano LEP children
in st hool settings where educators were mandated to address an additional host
of background needs. Given the legal forces behind Bwu.ti and Lau, a new form
of school segregation began to emerge in American public schools that is.
language segregation within desegregated schools, a new form of resegregation.

Amidst heated national discussions over school desegregation, sonic educa-
tors began to voice concerns about the education of Chicano LEP students
(Feagni, 1989: US ( :ominission on Civil Rights. 1972). The growth rate of LEP
students, low academie achievement, and high dropout rates coupled with
increasing segregation and their low socioeconomic backgrounds encouraged
Congress to pass a number of educational programs in the late 1960s. As
was argued for Black children, poverty was perceived as a major culprit of
Chicano st hool failure. rhe int leasing number of Chicano children who (-mild
not communicate in English, however, caused educators and legislators to ques-
tion that perception I he passage of 1 ult. VII of the Elementary and Secondary

ducation Act (ESEA) iii 1905. the Bilingual Edmation Act of 1908. and ESEA
ide I remedial programs resulted in federal resource\ that were sought by

point( ally and sotially ( (111M loth 11111101 Ity groups (Solomonc, 198(1 MAHN; pro-
w anis were des eloped with Wei al funds in order to impros c st hooling for
Chicano students, hut the passage ot these programs purporting to sInti the
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Chicano LEP student into the educational mainstream did not hae inmh of an
linpact.

Although Lau did not prescribe specific remedies or pedagogical strategies
for the limited-English proficient, this ruling paved the way for more equitable
opportunities for Chicano LEI' children in public schools. In California, for
example. many educators became actively involved in, and supportive of, en-
hancing educational opportunities for Chicano LEP children. The California State
Department of Education passed a bill (A13-1329) requiring bilingual education in
its public schools two years after the Lau decision (California State Department
of Education, AB-1329, 1976; AB-507, 1982). This passage motivated an interest
in equity for LEI' students and provoked many influential policy makers
throughout the nation to respond to the educational needs of the limited-English
proficient. Schools not only had to provide a 'comprehensible education' for
Chicano LEP children. but it was also intended that they receive their education
in etlmically and linguistically mixed classroom settings. Unfortunately, as we
shall see next. this was not to be the case in many instances

Edwation and Ltn.Quisti,: Seffeation

In the mid-1970s, researchers and policy inakers began io examine the legal
ramifications of policies stemming from the joint application of the Supreme
Court's ruling in the Lau and Brown decisions. Almost immediately, some
researchers pointed to a potential 'conflict between bilingual education (although
not mandated by Lau) and school desegregation (Cardenas, 1975; Carter and
Segura. 1979). By the late I970s, tiiction between bilingual education and deseg-
regation began to attract more attention. Although educators were beginning to
recognize that bilingual education and desegregation were both essential elements
in the schooling process promoting educational equality for Chicano students,
the issue was Inlich More complicated than most had initially realized. For
example, Zerkel (1977) argued that bilingual education and desegregation had
different. if not opposite, meanings. Desegregation typically meant '... scatter-
mg Black students to provide instruction in "racially balanced- settings. Bilingual
education, on the other hand, has usually meant the clusternig of Spanish-
speakmg students so they could receive instruction th ough their native language'
(p. 181). Even it bilingual education and desegregation were not complotely
conflicting remedies, Zerkel argued, they w cre not fully compatible'
(p. 181i He further asserted that bilingual education .md desegregation were at
( onlint because the two ni,mdates competed ss ith each other in school systems
with limited resources.

Lducators as well as th, layperson were copious about the desegregation
process Mixing ethnic minim ity students, in order to reach fat LW ethnic balance

hools, was mu difficult to conceptualize. Integrating Chicano I EP students
with their I nghsh-speaking (ounterparts how ever. \vas MOIL' cimplex.
many polic makers responsible for sc hool desegregation, it ppc ared th,u the

issue olds c omplicated the piocC`0, cat itmcm dic landinaik Lau
Asc. Cardenas t1.17St bee..in to wine about st hod thioughout the

`soutliw est that w ere kyninini.., to pit the educational needs of Chicano I I.11
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children (bilingual education of native language instruction programs) against the
desegregation process. He found many Chicano LEP children to be in `... either
segregated bilingual education or integration without bilingual education
(p. 20). It was not long before many educators throughout the nation took
advantage of the 'either:or ,atuation'. Many recalcitrant school systems cii-cum-
vented the implementation of bilingual education programs by scattering LEI'
children throughout their districts; others used bilingual education as an oppor-
minty to segregate Chicano LEP children, thus separating them from White
children (Cardsmas, 19Th; Carter, 197(I).

By the early I9(0s, desegregation and bilingual education increasingly
ie eived more attention. Although some desegregation experts were impartial
about bilingual education in general, astute researchers pointed out that successful
plans should '... include in the desegregation plan provisions that preserve
cmsting bilingual programs' (Stephan and Feagin, 1980, p. 323). By 1983, biling-
ual education and desegregation became a serious enough problem that the
California St.:te Department of Education (1983) sponsored the Desegregation
and Bilingual Education Conference to address the issue. Speakers attended from
the US Department of Education, the Office for Civil Rights. and die California
State I )epartment of Education; scholars, legal experts, and policy makers from
various school districts throughout the state also attended. I )uring the conference,
partictpants seriously discussed ISslles and concerns over the friction between
bilingual education and desegregation. Researchers, policy makers, and practi-
tioners comurred that '... integration and bilingual education. [were in effect,
looking at two different but valid definitions of equality' (California State 1)epart-
!wilt of Educ anon, 1983, p. 7). Most presenters w ere optimistic that '... mtegrated
education and bilingual education iwerel partners in the sot ial enterprise' (p.
Most everyone concluded that schools could provide quality education to the
limited-English proficient in integrated classrocim settings. Bilhigual education
and desegregation were thus perceived as two harmonious forces working
together for the I EP student m CalitOt

Some 'Alm ators were optimistic that bilingual education and desegregation
ould ork without being a risk. Most were t ogmlant that bilingual educanon

should not be used as an excuse to linguisticalk segregate I EP children. At the
same time. the desegregation process was not intended to dismantle bilingual
programs In reality, mo,.t school systems overlooked (or neglected) the needs of
the Immed-English proficient in the desegregation process (Arias and Bray.
1)83). For example, many desegregation plans threatened bilingual education
programs bec.ause they broke up raciallyfethincalls segregated schools and
assigned students throughout school districts without considering their language
needs In districts where bilingual programs were already operative, there was a
onecrn that desegregation planners would dismantle them Cin tins issue Roos

(1978) argued:

It All children in need of bilingual education programs \ALT(' dispersed
ithtun consideration of that Ilanvmagel !wt.& it is imlikuly m mini

ommuninc, that there would be suflic ient numbers of c hildren iii m
sc lion] or area to Justify separate classes tot comprehensive
bicultural instruction (p 13'0
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ognizant that bilingual education Lou Id not be used as a method to justify
language segregation, it was also argued that it was absolutely necessary to
ensure that adequate numbers a LEP students be grouped together so these
programs could be established (Roos, 1978).

In the late 1970s. Lau Centers were established throughout the nation with
the mission to technically assist school systems, providing more equitable oppor-
tunities for LEP children (Roos, 1978). One of the objectives of Lau centers was
to convince policy makers to think about the importance of language integration
in bilingual classrooms. The controversial Boston case was one example in the
early 1980s where bilingual education and desegregation were simultaneonsly
analyzed (Roos). Legal experts argued that Boston's desegregation plan had: (a)
ordered a specific number of LEI' students to specific schools in order to attain
linguistic integration in classrooms and (b) made certain that the proper delivery
of curriculum and instruction in certain classrooms was provided. Roos stated:

-I he court resolved the problem by initially concluding that three con-
secutive bilingual claSses were the minimum necessary for an effective
program of bilingual instruction. which would mean an enrollment.of
sixty I. ESA Ilnnited-English speaking ability students twenty
students for each grade level. Fhen the court determined how large the
nnnority population in each sc hool should be. (p. 13()

l'he Boston school system in its reconciliatory negotiations with the courts
demonstrated how .1 large inner-city school system was able to assign LEP
students to certain schools in order to ensure that bilingual programs Were
implemented in integrated classroom settings. Although not always carried out in
practice, the court's motive w as not only to assign students to schools according
to race,ethnicity but that their language backgrounds were considered as well. In
Boston as well as other school systems across the nation, it appeared that sonic,
educators and legal experts ultimately wanted to prevent resegregation that
is. language segregation within desegregated schools. 011 paper many schools
appeared to be racially balanced, but beneath the facade of nianv 'desegregated
sc hook' there was an increasing trend that many I.E1' children would be linguis-
ticall segregated.

er the last few Years, some social scientists have unfairly blamed the
segregation nf ( hu ano LEI' children on bilnigual education. Adversaries of
bilnigual educ ation argue that '... for the sake of bilingual education, sonic
tInrty-tive years aftet Blown v. Board of lidutation, we have resegregated the
classroom along ethnic and linguistic Imes' (Bikales. 198)). Evidence shows that
Clue.mo LEP children are clearly e.periencing an increasing segregation trend in
public schools. We contend, however, that this cannot be attributed to bilingual
education. A study conducted by Baratz (1985) found that in spite of the nicreas-
mg numbets of segregated schools. '... per cent of eighth-grade and 82 per
c cut of eleventh-grade language minority students received neither bilingual or
English-as-asecond language instruction' (cited in Valdivieso. 1981, p. 191). fo
argue that bilingual (lint Awn is the ulprit for language segregation is mac curate
he( ansi cs id( Tice suggests that .1 subst.unial proportion ot students who are
eligible .11 e lint (and have not been) enrolled uu bilingual classroom settings. I-or
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example. ()ken C 1)88) tound that 75 per cent ot I El' students in Calif Orilla public
schoc ils received little, if allV. instructional support in their native language. fo
blame bilingual education as the L'alnte tOr language segregation only distorts
more complicared issue -1-hat is. how does one go about meeting the challenge of
linguistically integrating classrooms in desegregated school setting?

In conclusion. most Chicano LEP students are segregated whether tnev are
placed in bilingual or non-bilingual classes. But the hnguistic segregation of
Chicano LEP students in desegregated schools is becoming a new form of
resegregation. One c.m ,irgue that segregation based on language is just as
harnitul as segregation based on race or ethnicity. Unless language segregation in
desegregated schools is taken more seriously. such resegregation is likely to
intensify in the 19'ims mid beyond. The Current and projected numbers of lan-
guage nimorit, students has brought tOrth an enormous anloUnt of attention to
Chicano, other L atmo, and Asian students m our nanon's public schools. For
example. California's overall public school I El' enrollment more than doubled
from n 8 per cent in 197(i to 14.1 per cent in 1988-89 (California State Depart-
ment ot Education. t. 131 DS. 1976-1989). In 1 exas, I LP enrolltnents grew
tenfold. from 1.9 per cent in PH-C2 to 9.ti iii l')i I exas Edneatwo Agen, v.
198.2-1988). .1 hese percentages. II11\% ever, are but state averages ,uid they do not
retie( t all alX111-ale picture ot the impact LEP children have at the local level. For
example. in the 1988-89 academic ear the Los Angeles Unitkd School District
11.41 a 31 II per l en t I 1.1' enrollment. San Franctsco Unified School I )1sIrle1 aS at
28.7 per cent: San I )icgo Unified School District. 1(c .3 per cent: Denver Public
Schools. 1(0) per cent: Holl'stOrl Independent School District. 15.5 per cent,
'11bucluerclue Unified School District, 42.h per cent: and the Chicago Public
School. 8.9 per cent (.1.AUSI SFUSI): SI )USD, 1)1'S: 1 USD: AUS1): and CPS
Hist net Sui yes s, 1988 89).

['he percentage of- LEP students at the national level are projected 10 mcrease
at dramatic rates oc.ci the next three decades. Pallas. Natrtello. and Mel tI988)
estimated th.0 there w ere slightly under 2 million I EP children m the United
States iii 1q82. .1 he number of I 1..1' children is expected to triple, readinig
million by the Scar 202m Villas ci ii under,core that 1110re than two-thirds of
the 1 populanon t.. lot tied m three states. Calitorma. .1exas. anti New York.
With respect to the Chicano student population, California and rexas combined
ontam majoritx of the nation's I EP students (these two states have 7(1 per cent

of the total national Chic ,mo student populatton. see Valencia. haptcr I. this

In gl yell the 141-Owing number ot (..Incano 1 LP students it is perplextng
cch s little 11,1, beet, w ruten the issues of Iniguistn ,egregation in desegre-
,.!ated schools loi example. .1 Natioti ,it Risk' (National Commission on Excel-

e ni [chit .111011. 11)X3/ 0111V Ft lek mentioned language mmorines. and then
olds in teinis or demographic trends. completels ignoring their unecjnic °cal and
protracted educational problems National teports and reforms to, usnig on the
improvt mem of education for the ( hi ano I 1.1' student have not ree121% ed 11111d1
itO 11(101/ I hen! are, however, some educator, who are voicing their concerns
about the ,encial Iuicgtii..ic isolation of t. Inc ano 1 I sludenh. In addition, these
educann s arc. raising serious questions about an exac t. riming!, factor the small
number ot Ii dtoi lv named bihngual tem hers to prc cynic an appropriate education
to (Itt, trio I I I',41.1 de 11 s desegregated sc hook. We now min to this issin.
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LI and 111) Lirto (in press), .1, 55 en as Orum lt)8(,). report that bilingual
education has the largest percentage of teacher shortage of any field in education.
Elie !muted and dwindlmg upply of certified bilnigual teac hers is so severe that
the situation has placed increased pressure on many school systems. Because
some desegregated school s..stems are required to meet both Brown and LW
mandates, pohey makers school prMcipals. .md teachers arc pedagogically torn
betw een meetmg the iheds of Chicano LIT children in segrega'ted bilingual
classroom settings or ethnically nnxmg these students without providing the
n.oise languge Instruction in mainstream classrooms. As such, bilingual educa-
tion and desegreg mon have reached a numencal 'catch 22' in some large inner-
eit% public school systems For example, Donato and Garcia (in press) reported
I EP enrollment increases in Cahforma desegregated school systenl, have
been so dramanc that Many I anno and Asian children are either (a) Imgmstically
se,2segated in bilingual classrooms w here many of them are receiving the
appropriate c tirriCithini and instruction. 'or (bi they are enrolled in mainstream

but the mstruenon is often m«miprehensible to the student.
\ en the shortage ot tined bilingual teachers many I atmo I F.P students

are lustered together m classrooms w here the priority is to serve as mans ot
theft as possible in their native language. 1 here is no doubt that these students
experience yerv httle contact with their English-sPeaking peels. lint Ifi those
dese:iregated schools w bet e hnguisttc -ethmc lassroom mtegratton is a in-unity.
.1 large minibet t I ttltto I IT sfficients assigned to mainstream classes do not

elVts an education that is c omptehenstble to them thus vicilatimi, the whole
essence ot die 1.,m dec ision

he actual need bihnc.trai tel hers is difficult to deternune Evidence
,nt4t2.e,r, that the number of bilin,ual teachers needed throug.hout die nation
depends largek on spec nit , mew used to identify I H' students I hal is. the
Ctiteria used to nit:linty I i student, varies by stale land by school s\ stems

ithin eat 11 state. Regandlks, ot the nu thod used, the net.cl tOr incite bilingual
teat het, Is grow llit steadd I he number of bihngual teachers needed at the
lLirlimal level has 0,rosc n holt) 1.2(1.0/1) m Pr(' to a pi olec non ot ITh.itutt m the
\eat 21inu I his prolec non includes teat-het., 01 all languages. although p.nnsli.-
speaker. l.omprise the Ingliest percentage 172 per «lin I he severity ot the
pt,1,Icm becomes t (carer w hen these needs are broken down by state. California.
lot example. proKc ted that Its pnblu schools would need another I2,uou biltti-

teachets m and Alst ITO oti mote by the sear 2nuti. Early protections.
howes M. sw,inticant15 undere,ffinated the need .ICc ordIng to a recent surves
«inducted its thy state. I he ( alitorilla State I ),:pat tiliclut cit I tint Alton I l'187- 8S1
Intsv btinignal teat her,. ssill be needed in Prim and 29,otto by
tIn tit I lit 'a.itc had seset elv undetcstimated us meds by appromniately

Ennti (vac hers tot l'Pm and 12.(41(1 tor the veai 2nuti In 1 cNas. thy ,,upply klt
hcr. is amil irk cilsmal and the demand is enormous. I Ile Pnin,

ittle,sed I Inoduratc grost 111 tappioximatelv ').tium) in the numbei of InItngual
'cachets. littv.esci. dinnft: thc thitiugh the calls l`Pnis, that glow th tan
int icast L2,t,HM tin htlsi will Hid Ne iontilensatt till dr,
ni, reasine, numb: id I I P students (Macias. I989).

1/4\,111111 111.111 qtibbot it si hil101 55 sirms ale unkilInn!, 1,1
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adhere to bilingual education implementationicompliance. Some school systems
do not report the precise number of LEI' students. By underreporting the number
of L. El' students, the number of teachers needed is dramatically underestimated. The
increasing number of LEP students and the small pool of qualified bilingual
teachers cannot satisfy most school district needs. As a result, many districts have
moved in the direction of developing their own alternative certification plans in
order to meet their bilingual teacher shortages. Large school districts in Texas
such as Dallas, Houston, and many school systeMs in the Rio Grande area are
now training and certifying their own bilingual teachers. District alternative
certification plans will be somewhat helpful in meeting the demand for bilingual
teachers, but the final results arc nt yet available. In theory, if more bilingual
teachers were available. integration would be more manageable (Olsen, 1988).

Resolution of the conflicts brought on by the Brown and Lau decisions has
not received much attention in recent educational history. Although the issue has
been raised bv a small number of scholars over the past decade and a half, few
answers are forthconnng. Furthermore, the influence of a rapidly growing limn-
ber of Chicano LEP students in our public schools has been ignored to a large
extent. Indeed, the new form of resegregation (language segregation in desegre-
gated schools) will inevitably gam more attention as LEP students continue to
increase. The growing number of Chicano LEI' students and continuing shortage
of bilingual teachers will Mtensify the pressure on policy makers as concerned
parents, interest groups. and teachers press for immediate solutions. Depending
on the philosophical positions of school systems. policy makers may choose
bilmgual education over integration or integration over bilingual education. In
our judgment. Oncano LEI' students should not be pawns in this contentious
discourse. It is imperative that they receive their native language mstruction iii
linguistically 'ethnically mtegrated classrooms.

School systems functioning under voluntary or court-ordered desegregation,
however, have had more experience with this issue posed by Brown and I.an. The
growmg numbers and the lack of coordination wahm mdividual school systems
make It almost impossible to hitegrate the hunted-English proficient. It is com-
mon throughout the nation that the physical mixing of students from different
r.icially and ethnically diverse backgrounds contnmes to be the primal-% goal.
We have no quarrel with this objective, but in the final .malysis the language
needs of most (.1n(ano I LI' students otien take a back seat in the desegregation
process

If the number of certified bilingual teachers does not increase, Chicano LEP
students in desegregated settnigs will either be segregated in bilingual classes or
they will be ethnically Iniguisncally mixed without the proper native language
instruction. What ma% Ultilllaidy happen given the grow mg number of
r hR .mo I El' students and the Innited supply of bilmgual teachers is that
policy makers will have a more dii ult tune meeting the goals of both Lau anti
Brown. thus making it more Will( nit to accommodate the curricular .md pedago-
mt al needs of Chie.mo I Ll' children 111 the truest sense of mtegrated educational
(Nperiences. Granted. ptovidnig an integrated bilingual educational environment
tor Chi, anti I It ,,tmients w ill be estremels i liallenmng lOt edut atop, m the
19')os ,md beyond. Yet. ss C are optimistic that approptiate retorm can be
achieved.
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Another fOrni of resegregation in desegregated schools is referred to as 'academic'
or 'intellectual resegregation. Flns type of resegreganon '... generally takes
place when schools that have been racially desegregated go to a system of
academic tracking or ability grouping' (Hughes. Gordon, and Hillman. 1980,
p 14) It is widely acknowledged that ethnic minority Students, as a whole,
achieve at lower lexels than their White peers. Thus, under circumstances when
minority and White students attend the desegregated setting. there is likely to be
a stratified and hierarchical structure in the dehvery of instruction. On the general
issue of tracking. Brophy and ( ood (P)74) note:

I he effects of student achievement differences on teachers are magnified
when the school uses a tracking system ... students in the high tracks
drc hkely to he from lngh SES homes, which usually means preferential
treatment in the teachei assignments and resources allocations made by
school administrators ... the tracking systems msures that the highest
achieving children are likel . to get the best education that the school
system has to offer. w lule the low achievers are likely to get the worst
Over time this factor alone is liable to increase the differences between
the two groups of clnldren. (p. 85)

I he contention of Brophy and (;ood (P174) and related empirical literature
(e.g.. (Likes, 19)5: Rist. 197(1; US ( ommission on Civil Rights. P)74) raise
critical issues about the practices of homogeneous groups and resultant curri-
culum differentiation m shaping the denial of equal educational opportunity for
mniorav students. Fhere is a fairly strong consensus HI the a:ailable scientific
literature that abilit grouping at the elementary level and tracking at the second-
ary level have adverse psychological and cognitive effects on students placed in
low-acluevin groups. For example. Oakes in her study of tracking. reports
that students m low tracks typically were denied access to 'high status' know-
ledge the know ledge that is a prerequisite tOr coflege admissions and
academic success.

Aside from the broad issue of ability grouping, and tracking. is there
evidence that Chic-alio students experience academic resegregation in desegre-
gated schools? Direct evidence is difficult to come by. There is some research.
host ever, that provides nidirect confirmation that academic resegregation occurs.
For example. Valencia (P)841 exammed potential curricultnn differentiation 111 a

Phoenix high school that was likely to undergo considerable ethnic mixing in
light of a school closure court case. The anticipated enrollment of Central High
School a 90 per cent WInte, high-achieving, high SES backgrotmd school
was to increase ni sue by 57 per cent in the 1982-83 school year (a jump from
2,1144 to 3,2mu students) This dramatic 1.000 plus increase in enrollment would
be predominantly Cluc.mo and Black students from two high schools that were
being proposed for closure (Phoenix Union, 94 per cent mummy; East, 56 per
( cm minority)

In the Phoenix ase, unnorn pLuntiffs from the sc hools targeted foi lostire
sued in order to keep their schools open. Valen,ia (P)54) ni expert witness for
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the plaintiffs predicted that academic resegregation would occur at Central
High School, the host school. This hypothesis was given sonie credence based on
Valencia's analysis of 1982-83 resegregation statistics in which preregistration
course-by-course enrollments were listed by ethnicity. In court, Valencia testified
that because of the very sharp differences in academic performance between the
high-achieving Central High White students and the incoming, low-achieving
Chicano and Black students, there would be serious academic resegregation at
Central High. lo provide some support for this claim of resegregation along
lines of achievement, Valencia did a comprehensive nalysis of the preregistration
data and prepared exhibits for the court. I lis discussion of the resegregation
findings as presented in trial testimony are:

In a series of exhibits, tabular (1ata were presented for Anglo vs. minor-
ity enrolhnent across grade (9-12), subject area (English. mathematics.
science, and social studies). designation (Alpha, Gamma, and Beta), and
curriculum type (remedial, basic, less advanced, advanced/college pre-
paratoryind special). The major reult of tins analysis revealed that
minority students Were overrepresented in remedial courses, showed
parity in enrollment in basic courses and were underrepresented m
advanced/college preparator courses. For example, in mathematics
courses, 228 students were preregistered for remedial courses. 01 these,
61 (26.o per cent) were Anglo and 167 (73 4 per c(nt) w ere minorities.
[his meant that minorities were o errepresented by 73 1 per cent.
compared to their overall student body presence of 42.4 per cent. For the
939 students enrolled in basic. mathematics comses. 421 (4).f5 per cent)
Were Anglo. and 518 (55.2 per cent) were nnnority, mdicatnig minor-
ity overrepresentation of 30.2 per cent. Finally, regarding the 1,047
students enrolled in advancedicollege Feparatory courses, 748 (71 4 per
cent) were Anglo. while 299 (28.(i per cent) were minority. .1 minority
underrepresentation of 67.5 per cent. This sninlar pattern sc a, also
observed for courses in English. science, and social studies. Fherefore, iii
contrast to the defendants claim that trackmg or kiln\ grouping lw
ethnicity would not be practiced di Central. it appeared that in ti I a

tOrni of ethnic resegregation by ability was extremely likely to 00.11r
Clearly. this 'dual' educational system at Central raised scrum., !,,t1c- tlf
equal educational opportunity, (pp.

Although the Phoenix situation was not desegregation t.ise, had
all the ingredients or one (e.g., the typical one-wa transfer of minorities to a
White host st hool, nuxmg of low-achievnig minorities w ith high-achieving
WInte students). rims, one can draw mtererc es from this case to understand
more fully the potentialities of acadenne segregation witInu a desegregated set-
tmg. As Valent ia (198.1) concluded, there was sufficient predictive evidence that

ential I in.;11 School would undergo considerable urricular stratification he-
m een White and ( hicano'Black students. Such a separation as in other
instant cs atkilllt I I!..1) uuuld 111...t Is result in ilie taisnig of
barriers to equal eau( anonal ()ppm minty tor IDII1OI It y students. I he hottOM hill%
as V alentla HIRICIs( oI 4. is . that resegregation on intellectual grounds is lust as
invidious as segreganon nn racial grounds' (p. 94). The lesson w e learn from
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academic resegreganon is thy', desegregation planners and educators must work
with commitment and vigor to avoid homogeneous grouping. Integration, in its
truest sense, has as a cornerstone the goal of equity, in which all students in a
desegregated school should have equal access to knowledge.

Towards Integration

Although there have been scattered attempts in recent decades to desegregate our
nation's schools, very little has improved in the reduction of racial/ethnic isola-
tion. As Ortield et al. (1987) comment, much of the standoff in desegregation
struggles is related to opposition at the national level:

Three of the four Administrations since 1968 were openly hostile to
urban desegregation orders and the Carter Administration took few in-
'natives in the field. There have been no important policy initiatives sup-
porting desegregation from any branch of government since 1971. (p. 1)

As seen in the case of Black student segregation. Chicano and other Latnios have
also suffered from the Lick of national leadership regarding school desegregation.
Orfield et al. (1987) analyzed segregation/desegregation statistics for Latino stu-
dents in the Southwest. The target locations were fifteen metropolitan areas (e.g..
1.os Angeles, Phoenix, 1)enver) with enrollments over 5n,finu students and which
contained more than II) per cent Latino students. It was found (with sonic:
exceptions) that 'there was little evidence of any desegregation plans in the West
powertUl enough to substantially increase I hispanic integration' (p. 39).4 That is,
Ortield e aL, contend that none of the metropolitan areas (e.g , Los Angeles)
experiencmg increased Chicano school segregation had in effect desegregation
plaiis True, the intensification of Chicano segregation In the Southwest is par-
tially due III a groundswell ot immigration patterns and the very high Latino
birthrate. Yet, little evidence was foundrof voluntary desegregation or manda-
tory, court-ordered desegregation plans.' In short, the segregation of Chicano
students is easy to summarize 4... it is clear that there is a very strong tendency
in American society today for an increasing isolation of Hispanic children and
there have been no policies that have been able to reverse that tendency' (p. 28).

In this, closing section of the present chapter, we attempt to till this gap by
discussmg a number of researchtpolicy suggestions that perhaps can serve as
starting points to help reverse the intensification of Chicano school segregation
and to help promote integration. We offer discussions on the following ideas: (a)
«immunity case studies of historical segregation, (b) residential integration. (c)
busing. (d) two-way bilingual education (e) multicultural education in teacher
education programs. (f) proactise technical assistame in desegregation planning.
and (g) con«.ptualuation of se hool mtegration.

:oinninnity (it llttori, jolt

t, dui st.11Id dle orll!,111`, And persistent e ot sc lino] seT.RT,,,tion cd I, hit mu,

audents, an Itistitri il oninlimity lase study approach c an provide the methodo-
logical base to esplore this phenomenon (Alvare/. 1)88; MclIc11.1C.I ,Ind Valeln
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1990). In particular, case studies may be useful in providing the background for
the litigation of school segregation cases. In light of the very limited amount of
current Chicano and other Latino-initiated desegregation litigation (see Orfield
et al., 1987), it is likely that such lawsuits may he forthcoming in the 1990s and
beyond as Chicano segregation further increases. A bonanza in these cases would
be testimony, tOr example. on the roots of de jure segregation at the particular
school district level.

An approach to community case studies of historical segregation includes: a
collection of oral histories. analysis of residential patterns, analysis of the dates
and construction of schoolsind a review of available school records. Oral
histories can provide data indicating if people attended segregated schools. Study-
ing residential patterns will su,i-est whether the barrioization of the Mexican
community was voluntary or involuntary, or both. Collection of school records
will provide a documented history of the school hoard's intentional or uMnten-
tional plans in overall school district development, and can also be used to verify
or discredit the oral histories. And, most important of all, an analysis of the dates
and location of the construction of schools can possibly provide data to discern if
the 'Mexican' schools were constructed tOr the specific purpose of segregatnig
Chicano students.

In sum. many research queries with resultant policy implications might arise
from coimnumtv case studies. For example, could the 'Mexican schools have
been loc..ted in zones where both Mexican and Anglo students may have
attended, rather than constructing the Mexican schools in the interior of the
barrios or the Anglo school in the Anglo residential zones? And, did the con-
struction of new schools follow a historical pattern indicating that the size of
the student population did not necessitate the construction of new 'Mexican'
or 'White' schools? Was the Chicano community included in the decision-making
process in the construction and location of schools-' The answers to these and
related questions may potentially advance our understanding of the history
of segregation ni CInc.mo communities. particularly in litigation involving
desegregaticin.

blitffill1(111

As we have discussed earlier, a contributing source of ( :hicano segregated schools
has historic ally been attributed to residential segregation or ethnically isolated
residential zones (Camarillo, l984,1; Montejano, 1987: Menchaca and Valencia,
1)90). We agree with Gottlieb (1983) that '... school and housnig segregation
are so deeply intertwined that much greater attention needs to be given to the
niterrelationships . (p. 10()). As (;ottlieb argues, ideally tlie best solution tOr
hi inging an end to school segregation is to termmate housmg segregation. Of
wurse, this will not be an easy goal to obtain.

( )ne approach to attack this problem is for policy makers to lobby assertive-
ly tOr residential integration. Although it will be difficult to integrate existing
neighborhoods. it ( an lie achieved tin ougli long-term urban and suburb.m plan-
ning Foi example, in order to attra( t inmority families, affordable housing (i.e.,
single-family homes) will need to be «instructed near or in White middle-class
net gh borhocid

ti()
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Furthermory. in White .Righborhoods that are ethnic all isolated, but are
located adjacent to Chicano neighborhoods, the construction ot new schools in
the border zones might lead to ethnic mixing in the local schools. That is, when a
school is constructed in the border zone of two ethnically isolated neighbor-
hoods. an ythnically mixed school community would be formed. Although the
neighborhoods would not be integrated, the students of the ethnically isolated
neighborhoods would attend the same school and this may lead to the formation
of interethnic friendships. Possibly these friendships may encourage the students
to cross the residential boundaries and this may lead to ethnic mixing on a social
basis. Although this does not lead to residential integration, it at least contributes
to the formation of interethnic community bonds.

In conclusion, we strongly support efforts to achieve residential integration.
Given the sharp increase in the Chicano school-age population and the growing
desire for many of these families to buy homes, segregated municipalities have
grand opportunities to realize residential integration. As Gottlieb (1983) notes,
for those cities who remain silent on this issue, they reinforce their reputations as
being closed communities.

Bus*

Since the landmark Sit'ann Charlotte-.11ecklenburg (1970 case, in which busing
Was upheld as an acceptable means for desegregating schools, the use of busing
tnr such purposes has created enormous controversy (Coles, 1)74: Mihs, 1973,
1979: Pettigrew, 1975). Criticisms, typically from White parents, have ranged
from charges that busing is dangerous to complaints that bus rides are much too
long. Pettigrew contends that such opposition to busing reached such virulent
levels in the 1970s that a national mania occurred.

There are an array of facts that make school busing for desegregation
purposes ,1 perplex* target (Pettigrew, 1975). First, busing as a perfunctory and
major means Of transporting students to schools was legally authorized through-
out the nation m 1919. Millions of students travelling billions of miles have
traditionally been bused to their respective schools each year. In contrast, busing
for purposes of desegregation constitutes a miniscule percentage of students.
Thus, the Issue is not busing, per e. Rather, using buses for integration purposes
has not been an 'acceptable reason. In short. widespread busing for regular
transpoltation of students to si_hool is tine, but busing to achieve desegregation is
typically deemed unacceptable. As a White mother from Richmond, Virginia

ndidly revealed, 'It's not the distance.... It's the riggers' (Pettigrew, 1975.
p. 232). A second myth of school busing tnr desegregation purposes is that
busing is dangerous with respect to potential accidents. Contrary to this belief.
busing by fir is one of the safest modes of transportation. School buses
compared to regular buses. automobilesmd even walknig to school -- are
clearly safer (Pettigrew).

In sum, we suggest that as our society enters the 19905, the desegregation of
limo ano students could be realized through the use of bushig. We do acknow-

ledge that an% mention of busing for desegregation purposes is likely to be wei
with tierce opposition fri 'ui sonic White parentsmd to .t lesser degree. sonic
.hicano parents. Yet, sui 11 opposition needs to he I hallenged with logic and
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goodwill There is no doulr that busing is the most ettn lent means ot a( hies mg
desegregation If busmg is to he promoted for the reduc non of Chicano and
White student Isolation, we contend that such plans mcorporate certain prnua-
ples. For example. Chicano students should not be forced to carry the exclusive
burden of bushig (i.e., on('-way busing to White host schools). White students
need to share ni the adiustment problems associated with desegregation. includ-
ing transportation. Second, the tune and distances White and Chicano students
travel to their host schools should not.be excessive.

akmg all matters together, it is not surprising that resistance to busing tOr
desegregation ends is tilled with subtleties of racist overtones. After all, as we
have discussed earlier, connections between racism and the history of Chicano
segregation are well documented. As in the past, the present racial motives to
keep Clncano and White students from attending school together arc unaccept-
able. If opposition to busing contlnues (as it clearly I's). our nation is very likely
to see l'ettigrew's (1)75) torebodmg prediction materialize: '... . l titture historian
is likely to conclude that -busnig- became in our time the polite. culturally
sanctioned way to oppose die racial desegregation of the public schools ip 231.

I he grow mg inunber of language minority students and the limited supply of
certified bilingual education teadiets will inevitably exacerbate language set4rega-
lion in Our nation's public sdiools. Ovando and t.olher (P)85) maintain. how -
eser. that 'two-was bilingual education' Ma% Ict: tile ()Illy ss ay to reduce the
language segregation in desegregated sdiools. b11111g11.11 education is a
indel mn which students of two different !align ige backgrounds c., Spamh-
and Iliglish-spcakersi are brought together in a bilnigual class setting to order for
both groups to become truly 'bilingual'. FOI example. the goal of a two-was
bilingual education requires that Lnglish-speakers learn :spins]) and Spanish-
speakers learn Loglish. But more impot taut. two-was bilingual education
(an Ice seen as an effective method of teaching a second language to 1..nglish-
dominant students in the United States as well as pros tchng an integrated c lass
tot language-mmority students' (Ovando and Collier. 1985, pp 41)-1).

ss 0-'0. ay bilingual education appears to be tk: Only model that places and
sensuire, 1.:nglish-speakers in a second Lniguage learnmg environment, it iko
stresses Iniguistic mtegration in the classroom I here Is no question that un-
pL mentmg tss ci-ss as bilingual education programs w ill be difficult because of' the

En 1)1101141131 education ni general l'he most challenging tacet
ot is o 55.1y bilingual programs will be to «clis Ince laighsh-speaking parents
about the value of their children learning a second la»guage Related to theIll s icR1 mc achmic ac lnescnient in two-was bilnigual frogiams, Crawford
,Pixq) ask,. 't ould language-maiontv nd language-minority duldren, leatimig
sidc IS \I& is avd.titig caili other, become fluent bilinguals while making good
rrogre..s in 1511cr subtects-:. 1(5) Crawford contends that if public schools
follow the crucria tor ettec nye tvs o-ss as bilnigual edll anon Icicor,ulus. 01.111 ii ail

k umpli d N.1 c plopose that once laiglish-speaking pal ems iccoginic the
hte-long saki,: of bilm12.nalism fm then children. thew will be more of a need In
tI ant additional Ildnigual ten het s in the profession. 1 hus, both l'Incano 1 1.I' and
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itiajont language students w ben( tit. ln the nnal analsts, languagt Integration
as proposed In the o-way bilingual model should become inure manageable.

Alulthithuml Elluation ill TeIhher 1:f/Ination

During the late 1960, and early Prus, ethinc minorities became extremely vocal
in public school pohtics. Minority groups contended that public schools v1/4 ere

ethnocentric, monoculturalind undemocratic. They demanded multicultural
education at all levels in the schooling, process That is. they wanted educators to
become more aware and sensitive to the cultural. linguistic. and learning style
dIftrences of Himont \ students (Pat. P)'M). A major step in the development of
multicultural education in the United States Was die 1972 publication by the
American Association of Colleges foi I eacher Lineation (AA( FE) ennded:
( hie Model AffierriaQ Co!rinzant that colleges and universities had a major respon-
sib.htv in teadier training programs. AAC.11: 09721 stated that education for
cultiiral phut alism included four parts:

(1) the teaching or value' "In'h support cultural diversity and
mdividual uniqueness: (2) the encouragement of the Ltualitative expan-
sion of emsting ethnic cultures and their incorporation into (he main-
\twain of Anieric.m sot io-econonnc and political life: 3) the support

e\plorations .111 alternative and emerging life styles: and 01 the (n-
colnagement of inultieulturalism, mulnlingualism, and multidtalectism
(Pai. 199n, p

..11inough .1'. I 1 ic,ctinmended that multicultural education be a niajol
patt in teaclh.r p;( . lams. il09H; noted that Mali\ recalcitrant colleges
and universities telt th mulneultural educanon component)), \vcre unneces .
sarY iii their progiams let.ause thetr institunons either dud not have mummy
students or \vete ated in ethnically homogeneous areas' (p. P)l ) I >es,pite the
rapid] \ changing 'color' of (1111 schOuis 0.111c0,is ,111ki uni \ ersincs cominuc to
dv.!egard the need tor muloculniral experiences in teacher training proo,rams
Valenc ii tiLl Aburto (in press) reccntk noted dim only a vet v small mu:11)cl ot
prospec nve teachers take a multicuhural ethic anon lass. Moroo er. rnost ltncspct t-
ive teachers are unqualified to teat li iii ethinialk iffised whin settinw, Valencia
and All:irto note that 'Pethaps the united presetme ti.oning Ill multicultm ii
cducanon reCeived bs prc -spy) tis e teachers explains, ill pal t. tea, her premdit
against minorit y groups' ip 161 Educators commuc to view multicultin al educa-
tion as a 'wpm ate «Iffirollent ill the teacher ttaming pnit es., .1111, untortmiatel \ , ims-
c onstrue the need toi prospec five teac hers to Jt im a inziltliultwal undeistandon2,

Ooknig at both the c hanging ethin«lemographs iii mit publn hools and
teat her educanon namine programs from a these:nil:anon «inte.t. 55 e iec ton-
inend thai (ollei,...es and iinVersities enipliasi/c a true multicultural education
currn.ultun that is mcorpoi died thiotw,hont its prog,..nns prospe, tis

II) r (14 4-4i (4' 1n ldicpirctl Ii th) r)al V.111,1 I ILI( Is. ,I.,1111111114 (11.1( 51 1c1)(11

dc,C12,14-TAill'll 54. di cii t M. liii 110 It a, lit I net d ti ,) t1 c))1,1

cultural senior,. urthcimolc, the\ 'shin" lt oycll .") oPPl" nino s it) loticI
understand then own c 'don al identu \ sic that the\ can leain how (heti I
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influences their perceptions of other ethnic groups More important, they should
also be able to recognize and accept that they. have prejudices that might afkct
them m the desegregated classroom. By recognizing their own biases, preservice
teachers can perhaps develop strategies to help them work more c4fectively in
multicultural classroom settings in order to better understand Chicano students in
desegregated classrooms and schools.

Proactive Technical .-1.,sitan,e in 1)esetrty,ation Manning

Our intent here is to offer In very general terms a brief policy discussion of
the need for desegregation planners to provide technical assistance to school
districts that are faced with the challenge of desegregating high-density Chicano
and White schools. By 'proactive assistance, we mean guidance and advice from
desegregation experts that are actively sonqht by school officials either resultant
of a voluntary desegregation plan. or a mandatory. court-ordered desegregation
plan.

We are well aware of the literature indicating that voluntary desegregation
plans sometimes do not work and. in generalire only partially successful in the
reduction of racial/ethnic isolation (e.g.. Hawley and Smylie, 1988; Orfield,
1978, 1988; Rossell and Hawley. 1983). Perhaps in such plans, the quality and
quantity of voluntary planning could have been improved by a closer relationship
of all agents involved. Of course, this improvement is based on the premise that
all participants which ideally would be minority and White parents. school
officials, expert planners, and other community members work in good faith
and toward a common, shared and equitable vision.

How proactive technical assistance in desegregation of predominantly Chicano
and White schools would occur is open tnr discussion. .1-he federal government
has allocated fun,ls for Desegregation Assistance Centers (DACs) throughout the
US in order to provide free assistance to school systems for the last kw years.
These centers have been very instrumental in providing technical assistance to
many school systems in the desegregation process. Like many government agen-
cies, however, they are underfunded and understaffed. For example, California
currently has over lOt) school systems under voluntary desegregation .and about
six large inner-city school systems under court-ordered desegregation. DACs are
not capable of servicing all those school systems attempting to desegrerate their
schools. Should the federal government fund more DACs? More money
becomes available to fund more I )ACs, (given the fact that a 1)A(' can only offer
its services upon school district request) should they continue to operate the same
wav or should they become more assertive In shaping desegregation policy at the
local level? These and other suggestions about desegregation assistance need to be
addressed by school officials and policy makers so the desegregation of Chicano
schools can be done more quickly and effectively.

(:011«iititalissation of Inte.tration

A (minion eption is that st hool desegregation I's ...ytiOnvillon,, with
',Choc)] nimcgr,ition FreqUently. one will see (particularly in the media and political
circles) the two terms used interchangeably. On the (ontrarv. althoutdi deseg-
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regation and integration are idated, dies has e sers different meanings Deseg-
regation is best looked at as mechanical process ins olsmg the physical mixing
of students of difThrent racial/ethnic backgrounds in a particular school setting
that was formerly segregated. A more fornial definition of desegregation is 'the
reassignment of students and staff by race or ethnic identity so that the racial
identifiabihty of the individual school and classes within the school is removed'
(Hughes et al., 1)80, p. 1(8). Such desegregation is the law of the land.

The concept of integration is related to the notion of desegregation m the
sense that in order for the former to occur, one must first have the physical
mixing of students of racially 'ethnically diverse backgrounds. While desegre-
gation involves a mandatory, court-ordered (or in some cases voluntary) mechan-
ical process of a predetermined numerical mix of racially/ethnically diverse
students, integration is a social process involving mutual acceptance. Thus, integra-
tion cannot be mandated. That is, people cannot be legally forced to care for and
accept one another on an equal basis. As such, the notion of integration involves
'affirmative efforts that facilitate the elimination of racial and ethnic indifkrence
.ind at the saine time provide multiethnic atmosphere and mechanisms to encour-
age mutual respect. understandMg. and acceptance' (Hughes et al., 1)80. p. 169).

Suffice to say that in light of the above conceptualization of school integra-
tion, the goal of achieving intiTration of Chicano and White (amid perhaps other
minority) students in desegregated schools is no easy task. On the broader
research level, there is evidence that desegregation can and does work, but there
are fess indications of mtegi ation (Hughes et al., 1980). It has become widely
acknowledged that in order for integration to occur, there has to be a concerted
effort lw state and federal agencies. school officials, teachers, and the local
community. As seen in other contexts of Miproving race/ethnic relations,
oncerned leaders and participants need to strive for attainable objectives and

workable processes.
I here is sonic evidence, however, that schools have been lax in working

towards integration. Sagar and Schofield (1984; cited in Bennet. 1990) in a

research study of how host schools respond to desegregation, identified four
possible response patterns: (a) business-as-usual, (b) assimilation, (c) pluralistic
coexistence. and (d) integrated pluralism. The business-as-usual response as

the term, implies contains no proactive efforts by school officials That is, the
same cin licultnn. sante standards. same teaching methods, and so on, that pre-
vailed in the segregated setting continue under desegregation. The assinnlationist
response, as noted by Sagar and Schofield. is basically designed to make racial,'
ethnic minority students more like White students. Under these circumstances,
minority students who fail to assimilate hecome academic casualties the
dropout, the suspended student. and so forth. The third type of response
pluralistic coexistence is based on separation in which 'students are allowed to
maintain different styles and values, but within a school environment of separate
turfs for different racial groups' (Bennett. l9)(), p. 23). In short, the pluralistic
coexistence response (as are dle assnmlationist responses)
results in resegregation.

The fourth and tinal response mtegrated pluralism is far different from
the first three Its maior mark tlf distinction is Mat '... intes;rated pluralism
,utivelv wek,, a old resegiegation ot students (Bennett, B)):), p. 24). ! he host
school attempts to achieve this by striving to attam the tiillowing:
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[It is pluralistic in the sense that it recognizes the diverse racial and
ethnic groups in our society and does not denigrate them just because
they deviate from the white middle class patterns of behavior. Integrated
pluralism affirms the equal value of the school's various ethnic groups,
encouraging their participation, not on majority-defined terms, but in an
evolving system which reflects the contribution of all groups. However.
integrated pluralism goes beyond mere support fOr the side-by-side
coexistence of ditieient group valucs and styles. It is integrationist in the
sense that it affirms the educational value inherent in exposing all
students to a diversity of perspectives and behavioral repertoires and
the social value of structuring the school so that students from pre-
viously isolated and even hostile groups can come to know each other
under conditions conducive to the development of positive intergroup
relations Integrated pluralism takes an activist stance in trying to
foster interaction between different groups of students rather than
accepting resegregation as either desirable or inevitable. (Sagar and
Schofield, 1984, pp. 231-2)

In sum, how the host school responds to die process of desegregation is
critical in determining whether or not all students receive a culturally pluralistic
and equitable schooling experience. We urge host schools that are undergoing
desegregation to become aware and avoid those institutional responses that are
unacceptable mid to strive for that goal which is acceptable integrated plural-
ism. By knowing the difference between desegregation and integration (and
using that knowledge), school officials and desegregation planners working
closely with the community can help provide the setting for improved racial/
ethnic relations as well as optimal acadennc development for Chicanos and other
students.

But is this mere rhetoric, or can integration actually be realized% As Bennett
(199( I) underscores, there are at least three necessary conditions that underlie the
practice of c ultural integrated) pluralism in the school. First, there are
positive teacher expectations. Teachers in integrated sehoolnig must have high
and reasonable expectations for Chicano student success (also, see Valencia and
Aborto. this volume). Second, in integrated schooling it is critical that there
be a learning environment that supports and encourages positive interracial/
mu:redline contact. lknnett notes that contact theorists are quite specific as to the
nature of positive interaction (e.g.. Chicanos and Whites share equal status;
( lst trios and Whites be given opportUllitles for intergroup cooperation). Third,
it is Yu 11 that Chicano and other students attending an integrated school be
provided the opportunas to be exposed to a multicultural curriculum. What
should such a (-writ ulum contain and how might it be implemented? The vision
of multic ultural curriculum we find especially attractive is the onc described by
Bennett She speaks Of foil,' COTT democratic' values that underlie multicultural
perspec '... I accey cance and appreclation of c ultural diversity. (2) respect
tot human dignity and universal human rights. (3) responsibility to the world
community. and 0) reverence tor ffie earth' (p 281). From these core values.
licmicu notes that teachers ( .111 cle clop a numbet of multicultm al curro ulum
goals (c g., to c iimbat rac ism: to build skills along lines of social action).
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Conclusion

ln closing, we wish to leave the reader with several summary points that capture
the core of this chapter. First, as 1»story informs us. it is abundantly clear that
isu ism is a driving force behind school segregation and Chicano school failure.
Therefore, if we are to desegregate and integrate Chicano students, it is critical
that we confront overt and institutional racism in the larger society, in particular
within the educational system. Desegregation and integration of our schools
must be viewed as important stages in the long struggle to combat and dismantle
racism in the nation. Although adults are often resistant to accepting and building
a culturally diverse and equitable society, children and youth arc considerably
more open. If Chicano students and other students from ethnically diverse
backgrounds are mixed in classrooms and involved in multicultural education,
then interethnic communication can be enhanced and integrated pluralism is

likely to be attained. 'Illus. school desegregation as a first step can be
viewed as a tremendous potential leading to integration and to the promotion of
and respect I'm cultural diversity.

Second. there is the issue of resegreganon especially among Chicano LEI)
students. Notwithstanding the significant advances made by Chicano parents in

their desegregative legal battles, the reality is that Chicano students continue

to a large degree to remain segregated within desegregated settings. This is a
mounting concern that certanily requires the attention of school officials, re-
searchers, and policy makers in the years ahead. We cannot forget die changing
demography and the increasing number of LEI' students M our public schools.

hicano LE:1' students must receive the native language instruction in luiguisti-
cally integrated' settings. Anything less than this is unacceptable.

Third and our tin.d summary point is conceined with the issue of pace.
It has been oser four decades since Alcudes- and over three decades since Brawn.

.1 here has been a lor of deliberation. but very little speed in eliminating school
segregation in our nation. As noted earlier. Chicano segregation is intensifying.
Given the projection that over the next thirty years, the Chicano/Latino Youth
population will account for neatly all of the increase in the country's youth sector
isee Valencia. chapter 1, this volume!, it is sad to predict that the next generation
of Chicano students ss ill experience school segregation far more severely than the
current generation. -flus issue alone should stir educators. politicians. and parents
of die 199o, to quicken the pace of desegregating and integrating our schools.

..\..ou is the tui:c for tone erted acton.
In this chapter, we have covered a number of issues and aspects concerning

the segiegation, desegregation. resegregation, and integration of Chiesmo stu-
dents. Suffice it to ,,ay th.1( the numerous concerns and suggestions discussed can

if seriously considered -- provide researchers and policvmakers of the 1990s
ss.th full agendas rhea. is no doubt in ollr minds that the ethnic isolation of
Chicano pupils constitutes one of the major educational issues of the tunes.

the issues covered III this chapter will spark a renewed interest among
com crned mdis icluals and agencies to push forwatd in pin-stinn.; Chicano school
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Notes

1 ln our discussion of historical segregation in this chapter we typically refer to Mexican-
origin students as 'Mexican'. as that was the term generally used in the earlier periods.

2 Orum (I'm). however, does provide this qualifier about Iflack and Latino segregation
differences:

While the segregation, of Black students declined between 1%8 and 198n iii
every region of the country except the Northeast. the segregatiOn of Hispanic
students increased nationwide. While Black students were more likely than
Hispanic. students to attend schools with minority enrollments of 90-100 per
cent. Black enrollnicilts III the natioll's most segregated schools fell by 31.1
per cent between 1%8 and 1985 , while Htspaiiic attendance in those smile
schools rose during the same period by 5.7 per cem. (p. 19)

3 Mc( urdy's (1975) refi..rences are testimony given by former Oxnard Superintendents
who tesntied in a de:segregation trial in Oxnard m the mid-I97ns.

4 An ext eption, for example, is Denver, Colorado, which is under a «nnprehensive
desegregation order resultant from a 1973 Supreme Court decision (Ortield et al..
l')f<7

5 One exception. however, is the San Jose. ( 'alifornia. major urban Case won 11,.. Chicano
plaintiffs (Arias, 19M7)
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Chapter 3

Chicano Dropouts: A Review of
Research and Policy Issues

Russell W. Rurnbewer

One visible form of school faihue is dropping out of high school. Dropping out
of school has always been costly, both for the individual and for the larger
society. By one recent estiniate the economic costs alone amount to more than
S20(.1,(HI1 fbr individuals over a lifetime and more than S200 billion for a one-year
cohort of dropouts Katterall. 1987). But interest in school dropouts among
policymakers, educational practitioners. and researchers is even greater today
than in any recent period. At least two additional factors can account for this
recent interest. One is that demographic changes in the US population are
mcreasing the number of persons who have higher risk of dropping out of
school These changes include the growth of minority populations, the poor. and
youngsters living in single-parent households Wallas, Natriello and Mc Dill,
1989). Ihe other factor is that .1 variety of recent policy reports suggest that the
educational demands of work in the US will increase in the mture, which could
further erode employment opportunities for dropouts US Departments ot'
Labor. Lducation. and ( :ommerce. 1988). Together these trends suggest that the
number of dropouts in the US tould be increasing at the very time that economic
opportunities are decreasing, which could Muller exacerbate the already poor
economic and sOl 1.11 cireumst amiecs CA-

Much of recent attention to the dropout problem has focused on the flis-
panic population. (The reason is that die proportion of dropouts in the Hispanic
population is ,ignificantly higher than any other major ethme group. For in-
stance. in 1)86 more than 25 per tent of all I hspanic youth aged 18 and 19 years
old were dropouts, compared to 15 per cent of Blacks and 12 per cent of Whites
(Table 3. I ). Another i eason lOr this attention is that the Hispanic populanon is
expected to grow faster than any other m,uor ethnic group Between 1985 and
2020 the number of WInte youth aged 18-24 is expected to deame by 2; per
cot, s% bile the number ot I hipamiie outh siIl imica,e by 65 per cent (Rumber-

ger. 190(t, I able 14.21. Hms, based on corrent dropout rates, the total number of
young dropouts muld it walk incream: over the next thirry-nye years.

these mmcml lie 11( loq on ,Thrlo\ no., lining the most vocal
proponents ot ethii.monal ictorm ;e.g.. Committee tor Ii ononlic I )evelopment.
I987) rho growth of the 1 Ippanie population and it., potential nnpact on the
Mime labor toil e 1 particularly pressmg on regions and communities m the

tc1
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rabre 3 1 Number and proportion a` dropouts in population by age gender race ethnicity

7986

14-15 16.-17
Age Groups (years)

18-19 20-21 22-24 25-e 1014l

Number on trousands/ 176 455 872 1,089 1.726 37,049 41.367

0/1-1,te

Males 66 215 370 470 741 14.292 16.113

Females 63 179 323 403 667 16,058 17.950

Black
Males 17 26 74 95 139 2.610 3,089

Females 2 1 26 83 94 134 3,131 3,601

Hispanic orig,n
Males 12 47 95 151 254 2.234 2,531

Females 13 53 69 114 182 2,418 2,668

Mexican or 9n
Males 3 31 73 125 220 1.4 /6 1.923

Females 12 49 57 92 120 1 457 1,787

,:,., c.f Pooula::on 2 4 6 1 12 '3 14 8 14 3 25 4 23 5

While
Ma;es 2 2 6 9 12 8 15 9 15 0 24 9

2 2 6 0 11 0 12 9 13 0 25 7

Black
Males 3 0 4 7 14 9 18 1 17 3 38 5

Pecnales 3 8 4 / 15 2 16 7 15 6 37 0

'4.5o5r c o,.y..)
Ma,es 3 7 14 4 26 8 34 9 38 2 50 8

Females 3 7 14 7 24 1 30 9 35 1 52 2

Mex.can orig.!,
Ma,es 1 5 14 3 31 7 44 6 46 6 55 1

Fema'es 5 0 20 3 35 3 37 5 36 2 57 2

.`)urces OS Bureau of the Censusi198Bal Table 37 (1958c1 Table 1. (1988d1 Table

Note H,sban,c ohyin and Mexican orig:n may be of any race For persons 16 to 24 years Old.
dropouts aro defined as persons wth less than 12 years of school and not current y
i.nrolleq ri school 70, persons 25 1. ears old and dropout,: Ire def,ned as persons

loss than 72

United States st here I liNpanies airead% represent a siiahle proportn m of the
popul mon. Even tOr the US as .1 WhOle. the Hispanic: population, which current-
ly represents less th in ltt per cent of the US labor force, will comprise more than
23 per L'eM ot the net labor tOrce mcrease expect-v.1 betw cen 1086 .ind the Year
2n11n (F ullerton, 1987, Table 3.1).

While concern for various ethnic groups in the 1.5 is clearly warranted and
gratitYing. it is also becoming increasnigly clear that substantial differences c.m

exist within major ethnic groups. Such is the case with Hispanics. h hispanic

generally refers to persons ot Mexican, Puerto Rican, Cuban. Central or South
Amen., an, or other Spanish culture or origin, regardless of race (Brow n. Rosen.
I fill and I p lift% tt Miff l()1111.11 Mid

aidic ators, the differences among I hispanic sub-iJoups ne ca tually greater th,m

difterem cs between I hispanic and non-1 hispanic populations. Fol instance. in rim,

different cs m dropout rates between 'nban and Mesn an, origin populations

iLl
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crc greater than differences in dropout rates betw een 1-hspanic and non-
Hispanic populations (US Bureau of the Census, 1988a, Table 1). Thcrefore,
attention to sub-group differences is as warranted as attention to major ethnic
group differences.

Mexican Americans or Chicanos represent two-thirds of the Hispanic
population in the United States, by far the largest of the Hispanic sub-groups
(US Bureau of the Census, I988a, Table also, sec Valencia, chapter 1, this
volume). Chicanos represent an even larger proportion of the Hispanic popula-
tion in Texas and California (Orum, 1986, p. 7). Moreover, they generally have
the lowest socioeconomic status and the lowest level of educational attainment of
all the Hispanic sub-groups (US Bureau of the Census, 1988a). Thus the edu-
cational and economic circumstances of Chicanos warrant particular attention
by researchers and policy makers. Of course, Chicanos themselves are a diverse
group who differ in such ways as language use, immigration status, and their
own ethnic identities (Matute-Biauchi, 1986).

The purpose of this chapter is to examine the currinit state of knowledge and
research about the Chicano dropout problem. Four facets of the problem will be
examined, based on a framework used to examine the overall dropout problem
(Rumberger, 1987). The first facet addresses the extent of the dropout problem
and trends in the incidence of dropping out. The second facet discusses the
factors that predict or are possible causes of the dropout problem. The third facet
examines the individual and social consequences to dropping out. The last facet
discusses solutions to the Chicano dropout problem.

Ft)r each facet of the problem. I will first discuss the current state of research
aod knowledge about the facet in general and then I will discuss what is known
about this facet of the problem with respect to the Chicano population. In the
latter case, an attempt will be made to highlight where the nature of the Chicano
dropout problem and proposed solutions are similar or dissimilar to that of other
ethnic groups. particularly other Hispanic sub-groups and the non-Hispanic.
White population. Understanding the extent and nature of these differences may
be the kev to effective social interventions. Such comparisons are not always
possible. however, because existing research and data have not always identified
and examined ethnic group or sub-group differences. Ethnic differences are
further compounded lw gender and socioeconomic differences (Grant and
Sleeter, I986).

The Incidence of the Problem

)ne reason the dropoin problem ii,is received considerable attention is because
die 111( ',knee of droppmg out among particular social groups and in some
educational settings is considered to be too high and possibly getting worse.
But exactly how bad is the dropout problem?

1 klintrui: and .11( .1,1o,ch I bovocil,

I he answer depends on how one detmes a dropout. Because there is no universal
definition of dropout. it is chtticult to know from existing data exai, tly how
extensive the dropout problem is in the US.

'4/.1
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In gener.d, a dropout is .1 person w ho is not currently enrolled in school and

does not have a high school diploma or equiY alent certificate A close cxamma-

tion of this definition reveals a fundamental problem with the entire notion of

dropping,out. I )ropout status, as well as enrollment status and graduation status

froM which it is determined. are bivariate conditions that reveal little about the

varying rare of learning and knowledge that students acquire in school. tY.,ic use

the status of school enrollment and graduation as indications of learning and

knowledge when, in fact, the former may reveal very little about the latter.

Students who are enrolled in school may not be attending classes and hence

learning anything, while students who graduate from school may have acquired

very little useful knowledge. For example, a recent study found that more than a

quarter of Chicago's recent high school graduates could read only at or below the

eighth grade level (Designs for Change, 1985, Table 1).
In other words, we use dropping out as a visible and convenient measure of

academic failure and graduation as a visible and convenient measure of academic

success when neither reveal much about how much or how little knowledge a

student has acquired. Thus, in some respects, too much attention is being placed

on dropping out and graduating, when we should he more concerned with

student engagement, learningind knowledge.
Despite the inherent limitations what dropout status means, there will

always be continued need and interest in measuring dropouts. Unfortunately,

available data on dropouts are potentially inaccurate and incomparable because

they are collected by different agencies, using different definitions, and different

sources of data. The major source of data at the national level is provided by the

US Census Bureau, which annually collects national information on the school

enrollment and dropout status of the population from household interviews.

Census data may understate the extent of dropping out because school enroll-

ment information is often supplied by parents who may not know or accurately

report the enrollment status of their children. However, the data are the most

comprehensive available and have been collected for many years, which allows

analyses of trends.
The Census computes the proportion of dropouts in the population in two

different ways. For persons under the age of 35 years, dropouts are persons who

are not enrolled 1/1 school at the time of the Census survey and not high school

graduates; for persons 35 years of age and over, dropouts are persons who have

completed less than twelve Years of school or do not have a 'Ugh school certi-

ficate. What do these data show?

71u. lixteni ol the Dropout Problem

In 1986 there were more than 41 million dropouts in the United States (see Table

3.1). The proportton of dropouts in the population varies by age, with the higher

rates among the adult population and lower rates among the younger age groups

Among adults 25 years and over. 25 per cent were dropouts in 198(). compared to

12 per cent among 18- to 19-year-olds. In general, dropout rates are similar for

males and females.
At virtually every age group. dropout Lacs ,Ire higher for Chicanos

roughly twu e that of Whites and higher th.m ny other etlune or racial group
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c \cc pt A Merl( ll Indians Among adults, tot ()sample. dropout rates for Uncanomales and females weft' 56 per cent and 37 per cent compared to fates of 50 percent and 52 per cent for all Hispanics, respectively, and 25 per cent fbr bothWhite males .md females. Chicanos also have the highest dropout rates amongall the I hspanic sub-groups identified in the Census. In 1988, for example, thedropout rate for Mexican-origin Hispanic adults was 55 per cent, compared to 9pet cent for Puerto Ricans, 4n per cent for Cubans and 37 per cent for Centraland South Americans (US Bureau of the Census. 1988a. Table 1).
One other notable etImic difference ni dropout rates concerns when studentsleave school. Hispanic males are almost twice as hkely to quit school beforecompleting one year ofluglt school as Hispamc females or Whites. Almost 50 percent of all 14-to-24-vear-old Hispanic males who left school between October1984 and October 1985 did so before completing one year of high school (nineyears of schooling). compared to 28 per cent for Hispanic females and Whitemales tUS Bureau of the Census, 19881), Table 7).

Trend., in Dropout Raley

hstork ally, dropout rates have unproved dramatically in the US. In 194n, only25 per cent of the adult population had completed four years of high school; by1986, 75 per cent of the adult population had completed high school (US Bureauof the Census, 1988c, vl able 19). En recent years. however. improvements haveslowed. In the twelve-vear period between 1974 and 1986, dropout rates among18- ,md i9-vear-olds declined from 17 per cent to 12 per cent. while among 25-to-29-year-olds, dropout rates declined front 16 per cent Att 14 per cent (Table 3.2).rhe greater nnprovement in the Younger cohort is ...Ira-finable to the greaterpropornon of 18- and 19-vear-olds still enrolled in school, which increased frontlu per cent to 13 per cent in this period (US Bureau of the Census, 1975, 1988d).()nlv recent nends in Hispanic and Clficano dropout rates can be examinedbecause the Census did not identity Hispanics mail 1974 and Mexican-origin1-Itspank s until 1979. Among Hispanics 25 to 29 years of age, the proportion ofmale dropouts has reinamed unchanged at around 40 per cent between 1974 and198(. while the proportion of female dropouts declined in this period front 5t) per«lit to 37 per cent. Similar trends occurred tor Chicanos from 1980 and 1986,with rates miproving for females, but not males. Dropout rates for White femalesalso improved ni this period, vs bile dropout rates for White males did not. Incontrast, dropout rates among Blacks in tins age group Unproved for males andfemales
Among 18- and 19-vear-olds. there are more consistent patterns among racialand Mum groups. w tth both male and female rates improving in this period. Inthis age group. I hspames in general and C.Incano males in particular have madedramatic improvements in their dropout rates. The dropout rate among ( hicanotn.des, tOr (Ample declined trom 511 per cent to 32 per ent between 1981) .md1986 ( I abk 3 2). At least sonic of this improvement is attributable to on nierease iiiproportion (0 I hlt 3110 MA,s still enrolled iii st hool, w hit Ii Illt 1u,IScd trtfill

I Ipet cent in 19811 to 17 per elll m 1986 (US Bureau of the Census, 1985, I able 26.1988d. 'fable 1)
'emus data reveal i!encral improvements in dropout rates national-

!di
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Tx.) le 3 2 Drwout rjtes by lge group sex race -3nd ethn c'ts
of 1,1e woulat,on)

1974 1980 1996

197.1 1980 1986

Total 18-19-yea' CYas 16 6 15 7 12 ".1

).\./Nte

Males 1/ 4 16 1 12 8
Females 13 9 13 8 11 0

Back
Males 26 9 22 7 14 6
Females 20 2 19 8 15 2

H.soan,c ()rig')
Males 35 1 43 1 79.1
Females 25 1 34 6 94 1

Mex:Can or.gn
Males 50 3 31 7
Femaes 39 3 35 3

Total 25-29 year olds 16 1 13 9 13 9
V\ih.te

Males 13 8 12 7 14 2
Females 15 9 12 7 12 4

BlacK
Males 23 9 22 1 16 7
F emales 28 5 22 9 19 4

H spa^.c g"
Males 41 9 40 1 40 3
Females 50 1 41 7 36 7

Mex.ca" 0,.g.r
M1.1ales 46 4 46 7
FeT"ales 46 1 42 6

Sources US Detkrtmer,t of 1''e Census 11975/ Tavie 7. 1985) Tabte 1. (1988d1 Table 1
Nc:e H;spanic origin dna Metican ()noir; may be of any race Dropouts arP defined as persons

of a go..e 00110,7 von d't' rot I.,),not- a n October of the yea, ,r) CI:lest/on df1,1
cot ,pce,yed a h,qh 5070o, Pc.'c'ra an fet!.`,cdie

Iv. especially for I lispanic- nid Mexlcan-origin populations. Yet. dropout rate, for
Hispanics and Clucanos still remain more than twice as high .1s the rates for
Whites.

The Causes of the Problem

Much of the research on the dropout issue has fm. used 011 identifying the causes
of the pi oblein. flits foL us is part of the larger and more general effort to build
models and identify the factors associated with student achievement. 'The major
difference is that in dropout research the educational outcome of Interest is drop-
out status, v. heicas in student at Inevement research educational achievement is
most frequently measured bv grades or test scores.

Attempts to fully understand the causes of dropping out are hampered by
the same set of faL tors that confronts the study of student achievement more
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generally. First, there are a large variety of factors that predict or influence
dropout behavior, ranging from family background to school characteristics.
Second. these factors tend to be highly interrelated making it difficult to assess
the influence of any one factor. Third, because dropping out is often viewed as a
longer-term, cumulative process of disengagement, it requires a longitudinal
perspective to more fully understand how this process takes place and the factors
that affect it. Finally, as is the case with any human behavior, dropping out
itself is a complex phenomenon. Not all dropouts are the same, just as not all
high school graduates are the same. As they themselves report, dropouts leave
school for different reasons (Rumberger, 1983, Table II).

The research literature on the causes of high school dropouts is based on a
number of social science disciplines including anthropology, psychology, and
sociology and employs a number of research techniques, ranging from
ethnography to large-scale statistical studies. Each research tradition has strengths
and weaknesses in improving our understanding of the dropout problem.

Ethnographic studies provide rich descriptions of the circumstances and
experiences of students' academic and social lives. But such studies typically
focus on only a few, select number of students, which restrict their ability to
generalize to the larger, national population of students and dropouts. Large-scale
statistical studies typically employ large, national surveys of students, such as the
High School and Beyond survey of 58,006 high school sophomores and seniors
throughout the US in 198n (Peng, Fetters and Kolstad, 1981). Studies based on
laige. nationally representative surveys can provide results that can be generalized
to the national population of dropouts, but they are restricted by the populations
and 5 ariables that are surveyed.

For instance, the High School and Beyond (HSB) survey, which has been used
by a number of recent studies on high school dropouts. was first conducted on a
sample of high school sophomores and seniors in the Spring of 1981). Follow-up
surveys in 1982, 1984, and 1986 have been used by a number of studies to
examine the correlates of dropout behavior among the sophomore cohort. But
the sophomore cohort may not be representative of all high school dropouts
because many leave school before the end of the tenth grade. This is especially
true for Hispanic dropoutsis noted above. Thus, national surveys are not
immune to the problem of generalizability.

Another problem shared by most research on dropouts is that studies can
only show associations or correlations between dropout behavior and a host of
other factors, such as family background or school experiences. Strictly speaking.
they can never prove cause and effect. Yet more sophisticated studies are able to
more strongly suggest causal relationships by statisticilly controlling for a variety
of spurious or intervening variables. Nonetheless. strict causality should not be
inferred from even inure sophistii ated studies. In the discussion below, the (mil
influence is used to di.note ,vsociation, but not causality.

While all research has Imiitations. the cumulatise findings from all existing
studies are able to provide a more complete picture of the many factors that
mfluen«. dropout behavior. hese influences can be grouped into four major
categories: fannly background, schools. conniumityind personal characteristics.
In reviewing the research literature in these four areas, I will address the follow-
ing questions:
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rable 3 3 Selected demographic characteristics of children under 18 years and nigh school
dropout rates by race and ethnicity

Total White Black Hispanic

Demographic characteristics
% living below poverty

!evel, 1987 20.0 15 0 45 1 39 3
% with parents who have

completed high school, 1987 79 1 80 8 69 4 45 1
% living with both

parents, 1987 75 0 80 9 43 1 68 2

High school dropout rates'
Total 14 4 13 0 17 2 19 1

Composite family SES M/F M/F M/F
Lowest quartile 22 3 23 8/23 7 19 9/16 7 23 3/22 8
Highest quartile 7 3 8 5/3 9 18 0/8 1 10 0/11 5

Sources L.). Bureau of the Census 119881 Money Income and Poverty Status in the (kited
States 1987. Current Population Reports No P-60. No 161 (Washington, DC. US
Government Printing Office), Table 16, US Bureau of the Census 119881. Marital
Status and Living Arrangements March 1987. Current Population Reports No P.20.
No 423 (Washington, DC. US Government Printino Office), Table 9. Bar ro and
Kolstad 119871 Table 4 1

Proporbon of 1980 high school sophomores who dropped out or school

I Which factors appear to influence dropout behavior?
2 Do these factors influence dropout behavior directly or indirectly. by

influencing other antecedents of dropout behavior such as grades and
proinotion?

3 1)o these factors influence dropout behavior sinnlarly for Chteano.-; as for
other ethnic groups. particularly non-Hispanic Whites'

.4 To what extent do differences in these factors explain observed difThr-
ernes in dropout rates between Clucanos and other students?

Family Ba

As is the case with other measures of student achievement, family background
exerts a powerful influence on dropout behavior. The most widely studied aspect
of family background is socioeconomic status (SES), which is tyPically a compo-
site measure of a series.of family demographic variables such as finiilv income and
parental education. For example, descripave data from the sophomore cohort of
the national Si 11001 and Beyond study., show that dropout rates are almost
three times higher for students front low SES familie, than from high SES
families (T.ible 3.3). These data also show that the g,ileral relationship between
funilv SES and dropout behavior appears to be true for both Whites and
1 hspamcs. but not for Blacks.

Much of the influence of family background on dropout behavior is indirect.
That is, family background has been shown to be a powerful predictor of other
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measures ofstudent pertbrmance such as student grades, test scores, and retention
which, in turn, are strongly associated with dropping out. For example, high

school sophomores in 1980 were twice as likely to drop out if they had been held
back a grade, whereas students in the lowest quarter of ability were three to five
times as likely to drop out as students in the highest quarter of ability (Barro and
Kolstad. 1987, Table 6.1). These factors influence dropout behavior for Hispanics
and Chicanos as well as Blaeks and Whites, males as well as females, although the
relative importance of these three factors appears to vary somewhat between
gender, racial, and ethnic groups (Ekstrom, Goertz, Pollack and Rock, 1986;
Fernandez, Paulsen and Hirano-Nakanishi, 1989; Rumberger. 1983; Velez, 1989).

Yet even controlling for these other measures of student achievement, most
multivariate statistical studies still find a direct effect of family SES on dropout
behavior, although in most studies the relationship only holds for Whites but not
Hispanics and Chicanos (Ekstrom et al., 1986; Fernandez et al., 1989; Rumberger,
1983). This suggests that for Hispanics and Chicanos, SES influences drop-
out behavior indirectly, through its influence on other Measure', of student
achievement.

Other aspects of nmily background also appear to influence dropout be-
havior, but like SES, they tend to have mostly a direct influence on the dropout
behavior for Whites hut not tbr Chicanos and Hispanics. One factor is family
composition. In general, research suggests that students front single-parent
households are more likely to drop out of school than students front families
where both parents are present even controlling for other, intervening factors
(Bachman, Green and Wirtanen, 1971; Ekstrom et al., 1986; Fernandez et al..
1989; Rumberger, 1983; Velez, 1989). But of the tbur studies that examined
Hispanics or Chicanos separately from Whites, two tbund no effects tbr His-
panics or Chicanos (Fernandez et al., 1989; Rumberger, 1983), while the other
two did (Ekstrom et ai., 1986; Velez, 1989).

Family size also appears to influence dropout rates: students from larger
families tend to have higher dropout rates than students from smaller families
(Ilachin in et al.. 1971; Fernandez et al., 1989; Rumberger, 1983). But again the
direct influence of family size on dropout rates, after controlling for other factors,
only holds for Whites in one study and for Hispanic females in another (Fernan-
dez et al , 1989; Rumherger, 1983).

'Iwo other aspects of family background are of particular interest in under-
standing Hispanic and Chicaim dropout behavior: immigration status and
language proficiency. Most evidence suggests that both immnuation status and
language use influence dropout behavior only indirectly, through their effects on
other measures of student achievement, such as grades and retention (Steinberg,
Illinde and Chan. 1984). But at least two research studies tbund that more recent
minngrants are more likely to drop out of school than other students, even
controlling for other intervening variables (Rumberger, 1983; Velez, 1989).

Immigration status and language use are both associated with SES. More
recent Mexican immigi ants generally have low.:1- SFS than second-and-third
generation Mexican Americans, and are nmre likely to be proficient iii Spani,th
rather than huglish Buriel and (it doza, 1)88). Family socioeconomic status has
already been shown to influence dropout behavior, largely through its effects on
student academic achievement. Research also reveals that lack of English pro-
ticiency is strongh, ,INSM mated with grade retention and academit performance

-
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among both Spanish-speaking students and other non-English-speaking students
(Steinberg et al., 1981).

Altogether, to what extent do differences in family background between
Chicanos and other ethnic groups help explain observed differences in dropout
rates among groups? First, Census data reveal widespread racial and ethnic
differences in several aspects of family background. In 1987, for example, about
40 per cent of Black and Hispanic children were living in families with incomes
below the poverty level, compared to 15 per cent for White children (see Table
3.3). And only 45 per cent of Hispanic parents had completed high school,
compared to 69 per cent for Blacks and 81 per cent fOr Whites.

A couple of recent empirical studies of two different national survey data sets
found that at least three-quarters of the differences in observed dropout razes
between Whites and Hispanics and Whites and Mexican Americans can be attri-
butable to differences in family background (Fernandez et al., 1989; Rumberger,
1983). These findings suggest that much if not all of the high dropout rates for
Hispanics and Chicanos could be eliminated by raising their SES status to that of
Whites.

While large-scale statistical studies arc able to demonstrate the importance of
faintly background in influencing dropout behavior, generally they are unable to
reveal exactly how this influence operates. This is because most large surveys
usually ascertain structural characteristics of faimhes snch as income, parental
education, size, and composition but little about family prowsses or mechan-
isms. Increasingly, research is now attempting to discover the various mechan-
isms through which families influence student achievement and dropout behavior
(Coleman, P/88). This is where small-scale, ethnographic studies are particularly
valuable because they can reveal the complex array of lannly mechanisms and
their interrelationships (e.g.. Frueba. Spindler and Spindler. 199(9.

Existing research suggests that there arc at least several difleant ways in
which families influence the educational achievement of their clnldren. Each of
these influences could help explain why Ilispanic and CInc,mo students are more
likely to drop out than non-Ilispanic, White students.

One nnportant influence is parental academie involrement. Regardless of ethnic
b.nkground, parents of high school graduates compared to parents of drop-
outs are more likely to be actively involveu in their ...hildren's education
through such activities as monitoring homework and attending school and
teacher conferences (Delgado-Ganan. 1988, 1,No: Rumberger, Ghatak, Poulos,
Ritter and Dornbusch, 19%) There are at least several possible explanations
whv some parents are 111MT involved than other parents. In s(nne cases, poor
parents simply lack the time and resources to fully participate. in some cases.
parents, especially re( ent IIIIMIgtants. feel they lack die skill and knowledge to
more fully participate and end up deferring responsibility to st hool officials
(Delgado-Gairan, I988, l99o: Lareau. 1987). Yet schools are also to blame: a
recent MItvey follnd that inner-t ity parents are inure involved with their chil-
dre.i's schools when the su hook have strong programs to encourage parcinal
mvolvement (Dauber and Epstein. 1989).

Another vs that families e student achievement Owing)) proper

aiathwit. emilio,wment Reseal-, Ii ha`, ,110W11 that e\trinsii rewards and pinush-
mem, reduce internal Motivation. ltinch leads individuals to explain their Own
behavior is the product of outside forces epper and ( ;reene, I978) In contrast,
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parents who offer encouragement, praise, and other positive responses leave their
children ultimately responsible for their own behavior, which helps develop
internal motivation and improves academic performance Pornbusch, Elworth
and Ritter, 1989). This process may also operate on dropout behavior since
dropouts in all ethnic groups tend to demonstrate lower levels of internal control
and lower educational aspirations than other students (e.g.. Ekstrom et al., 1986;
Rumberger, 1983; Rumberger et al., 199(J). Yet there is no evidence that differ-
ences in the type or amount of academic support can explain higher Chicano
dropout rates independent of SES.

A final way that familit:s influence stude, achievement is by providing
proper support. Social support, in part, is shaped by parenting scyles, which
reflect parent-child interactions and decision-making which, in turn, can lead to
differences in the amount of autonomy and psychosocial maturity in children. A
parenting style that is too permissive can lead to excessive autonomy, more
influence fi-om peers, improper social attitudes and behaviors which, in turn, can
hurt academic performance and increase the likelihood of dropping out (Dorn-
busch, Ritter, Leiderman, Roberts and Fraleigh, 1987; Rumberger et al., 1990;
Steinberg. Elman and Mounts, BM). In contrast, students from families that
stress joint decision-making are socially more mature, less influenced by their
peers, have better social attitudes and behaviors and do better in school

Sonie evidence suggests that Hispanic and Mexican American families are
less likely than non-Hispanic White families to foster the type of independence
that tends to improve academic performance. Dornbusch et al. (1987) found that
Hispanic students were less likely than White students to conie from families
with the authoritative parenting styles that are associated with higher grades in
school. Anderson and Evans (1976) found that Mexican American students were
given less independence training and were granted less autonomy in decision-
making in their families compared to Anglo-American students, which reduced
their confidence to succeed in school and their school achievement. In both
studies, however, Hispanic and Mexican American families had lower SES than
Anglo families, suggesting that differences in social support are related to SES,
not to ethnic or cultural daerences in families.

Clearly more research is needed to better understand how SES, ethnicity,
and other family characteristics shape these various family mechanisms as well as
how these family mechanisms shape student achievement. But to more fully
understand how families influence student achievement and dropout behavior,
one must also examine the interaction between families and schools in order to
understand why certain types (if attitudes and behaviors fostered and sup-
ported in the family may or may not be useful in helping students succeed in
school This issue is also relevant to die dim ussion of sdiools.

S, IWO!,

1)espite the powet ful influeme of family background, schools still make a diffi:r-
ClICC. ent study of the sistv-three publii high schools toimd that
the .1( tual dropout rates were Fin per lent higher to 5) per cent lower than the rate
expected given the compo.ition of the students in the schools (Toles, Schub. and
Ru e, 198(c. 1 able 1). 1 hus tile types of schools that students attend can help to
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compensatt. for other disadY antages that students brmg into school or simply
compound them.

Of course the kinds of schools that students attend is influenced by their
place of residence and social class. Many Hispanics and other minorities attend
inner-city schools that generally are considered poor and have dropout rates as
high as 50 per cent (Carnegie Foundation for the Advancement of Teaching,
1988; Hess and Lauber, 1986). In 1984, 27 per cent of all Hispanic students were
enrolled in the twenty largest school districts in the United States where minor-
ities represented 7(1 per cent of student enrollment (US Department of Education,
1987, *Fable 1:27). Hispanics are now even more likely than Blacks to attend
minority concentration schools (see Donato, Menchaca and Valencia, this
volume). Moreover, achievement levels in large and segregated schools, in gener-
al, are much lower than in other school settings and appear to be attributable, at
least in part, to poorer school climate and more staff and student discipline
problems (Brvk and Thum, 1989; Espinosa and Ochoa, 1986; Pittman and

Haughwout, 1987)
Exactly /tow schools influence dropout behavior is less clear. Ethnographic

studies show that dropouts report poor schooling conditions and experiences;
schools either tiiil to engage some students or they actively try to push the
difficult and problematic students out (Fine, 1986; Olsen and Edwards, 1982).
Engagement can he on two levels: academic and social. Several studies suggest
that students who arc less socially engaged in school have fewer friends and
are less engaged in formal social activities are more likely to drop out
(Tidwell, 1988; Valverde, 1987; Velez, 1989). Research also shows that students
who arc less academically engaged cut class, arc absentind have discipline
problems in school arc also more likely to drop out (Ekstrom et al.. 1986;
Velez, 1989). These relations hold for Hispanics as well as Whites.

As suggested earlier, to better understand how both schools and families
influence achievement anti dropout behavior, one must focus on the interaction
between families and schools. This may he particularly importantfor understanding
the achievement of C:hicano children. For instance, research suggests that in the
US lower social class children in general and Hispanic children in particular of-ten
face learning environments in school th.it Coster poor aeaderni ,. performance and

may be dy sfunctional to the type of learning style and rew, structure found
in the home (Laosa, 1)77: Ortiz, 1988: Troeba, 1989). In contrast, in Japan there
appears to be a complementary and reinforcing relationsInp between thc learning
environments and reward structures found in Japanese families and schools
(Holloway. 19881.

A third influence on dropout behavior is the community. or the envuomnent
outside of the school and the family. Hus environment includes other social
institutions. such as (hurdles ot coannunny otgainzations, the labor market, and
peers Research ,,n!.;gt",ts that the community ( an esert a powerful influence on
student at illeN CtIlcIlt and dropout behavior. And there is .11 least some evident c to
show that Hispanics may be Illore influenced to drop out by conditions In the
community. notably work opportunities and peers.

c:
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With respect to labor niarket influences. males in general and flispanic males
in particular are more likely to report that they left school for economic reasons,
includnig the desire or the need to work (Rumberger, 1983, Table II). In addi-
tion. there may be less econonli': incentives for Hispanic males to finish high
school than other male students becausv the relative rewards for finishing school

earnings and employment rates are lower for Hispanics than for either
Blacks or Whites (see below).

Another community influence on dropout behavior is peers. Recent research
reveals that peers exert a powerful influence on children, especially teenagers
ilanni. 1989). Although the influence of peers on dropout behavior has not been
the subject of much study. ethnographic studies report that dropouts of all ethnic
backgrotmds are more likely to associate with other .outh who drop out or
have low educational aspirations (Delgado-Gaitan, 1986; Fine, 1986; Olsen and
Edwards, 1982; Valverde, 1987). Survey studies also confirm that higher educa-
tional aspirations of peers are associated with lower dropout rates, even controll-
ing for a host of other factors (Ekstrom et al.. 1986; Hanson and Ginsburg. 1988;
Rumberger. 1983). Hispanic females especially may be more influenced by the
educational aspirations of their friends than other students (Rumberger, 1983,
Table IV). Finally, dropouts may be more susceptible to the influence of peers
than other students because they are more likely to have difficulties at home or at
school tnelgado-( ;aitan. 1986; Steinberg and Silverberg. 1986).

Pr.t. ma! raaerr t tic s

Hie final set of influences on dropout behavior includes a varkty of personal
characteristics. attitudes. and behaviors. A host of such factors low educational
aspirations. discipline problems. drug use, teenage pregnancy are associated
with increased rates of dropping out of school (Ekstrom et al.. 1986; Mensch and
Kandel. 1988; Rumberger. 1983). Yet, in general, these characteristics do not
explain higher dropout rates for Hispanics and Chicanos.

For example, higher educational aspirations are associated ith lower drop-
out rates for all ethnic groups, including Chicanos Muriel and Cardoza, 1988;
Delgado-( .ntan. 1988; Rumberger, 1983). Yet, in general. I lispanics and ( 'hica-
nos as well as their parents share the Saint: high level of educational aspirations as
non-Hispamc Whites (Delgado-Gaitan, 1988; Rumberger, 1983). Even Chicanos
who differ in immigration status show virtuall: no differences in educational
aspirations (Buriel and Cardo7a, 1988). Similarly. although teenage pregnancy is
associated with droppmg out for all cemales, differences in the incidence of
teenage pregnanc do not appear to explain the higher rate of droppuig our
among ( hicano females (Rumberger. 198$).

lo summarize, researc h suggests that a complex myriad of factors leads to
chopping out of sc Imo!. In general, these factors operate snmlarlv on all ethnic
groups I hos it is the totidertic of these fit tors that explains the higher dropout
rates of I fispanie .ind Chu alio students. Hie most visible and powerffil snigic
factor is SI's Hispanics and Chu,nuts are more Rd to «one how low M.'s
nothe,, families \Oleic liddren ccc more lilsch, to di op out ol school regard-

less of etho c its he mechanisms by which families mfluenee dropout behavioi
are not well understood, but they mclude both direct effects on students' am-
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tudes. behaviors. .nid performance in school as Well as mdirect effects on the
types of schools that students attend.

Consequences of the Problem

nropping out of high school has severe economic and social consequences for
both the mdividual and society at large. The economic consequences . re well
knciwn. dropouts. in general, have More difficulty getting a job and receive lower
wages from the jobs they do get. Rut there are also a host of other social
consequences to dropping out, ranging from increased crime and drug use to
poorer health that have not been well documented but, nonetheless, can be
considered costly (Rumberger, 1987). An important question in the current
di,cussion is whether the economic and social consequences of dropping out of
school are the s.uni for Hispanics and Chicanos as for other ethnic groups.

0i101111; (..iltbC,111C111(

Ihe most often discussed consequence of dropping out of school is economic.
Dropouts, in general. have higher rates of unemployment .md lower earnings
di.m high school graduates. For example. as show n ni I able 3.4, youths who
chopped otu of high school during the 19ti4-85 school year had unemployment
rates bout 50 per cent higher than high sdiool graduates who were not enrolled
In college (30 per cent versus 25 per cent). In 1986. male high school dropout,
had a median .ninual ink ome that was 12 per cent lower than male Ingh school
gr iduates. wInle female dropouts had a median annual income that was 3m pet
cent lower than female high school graduates (see Fable 3.4).

I lit:se differences persist over the enure workmg lifetime and thus k an be
si/eable. the expected differei.ce ni lifetnne earnings between a male high
school graduate and a male high school dropout amounted to S212.00, while the
ditfcrence for tem.de,. amounted to S 42.(IN) tRumberger. 1990. Table 14.h).

In general. therefore, there ppears to be a powerful economic incentive for
slInknis to finish high school liut is this economic incentive sninlar tor His-
panics and Chicanos as for Whites and other groups:' Recent data suggest that
the answ er may be no.

As shown in Fable 1.4. unemployment rates m October I9X5 fot WInte
ouths who dropped out ot high school during the 1981 -81 school year W as

allilost I V. R !ugh s high school giaduates from the ear betOre who were
not enrolled ni college. liut tor I lispanics, dropouts had an unemployment rate
onl shghtl \ higher than high si hool graduates And Black dropouts had tm-
employment rates than were a( malty lower than Black high school graduates! Of
olitsi these estlillates are based on rather small samples and art: therefore sublet t

to error. hut they do suggest that the employment benefits to completing lugh
sk hoot ma% not be as gteat e, onimonk, believed Ditierem es m canting,. toi
hspann dropouts and graduates were more smnlar ii, kittfetem es tor Blacks and

Whites, ahhoilyli in.& I hspamt s still re( eived lowei ononm payoff to c otil-
plenng hirh sk hool than Whites

J
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Table 3 4 Unemployment and income of high school graduates and dropouts by
race/ethnicity and sex, 1985 and 1986

Total Wnite Black H:spanic

Unemployment rate 1%1. October 1985
(1984-85 high school dropouts
and graduates)

Dropouts 35 6 35 2 43 5 45 2
Graduates not enrolled In college 24 6 18 1 55 1 40 8

Ratio Dropouts/Graduates 1 45 1 94 79 1 11

Median Income 1$1. 1986
(Persons 25 years and olderl

Males

Dropouts 11-3 years of higt, school) 13.401 14.000 11.318 12,253
Graduates 19.772 20.468 14.465 16,102

Ratio Dr000,,ts/Graduales 68 68 78 76

Females

Dropouts (1-3 years of high school)
Graduates

5,831
8.366

5,938
8,388

5,190
8,244

5.855
8,453

Ratio Dropcuts/Graduates 70 71 63 69

Sources Sharon R Cohany. 'What happened to the high school class of 19852 Monthly
Labor Review. 109 (October 1986) Table 1, US Bureau of the Census, (1988) Money
Income of Households. Families, and Persons in the United States 1986. Current
Population Reports. Series P-60, No. 159, Washington, DC, US Government Printing
Office, June, Table 35, US Bureau of the Census (1988a). Table 17

Note Hispanic origin may he of any race

Other data further support the notion that Hispanics receive a lower econo-
mic benefit to graduating from high school than Whites. In 198b, White high
school dropouts were more than twice as likely as graduates to have no work
experience during the year 11.8 per cent versus 4.8 per cent but for
Hispanics there was little difference -- 9.6 per cent versus 8.9 per cent (Markey,
1988, p. 41). Another study found that differences in wages between White high
school graduates and dropouts were much higher than difkrences between His-
panic high school graduates and dropouts (Stern and Paik, 1989). Yu another
study found that Hispanic high school graduates only earned 5 per cent More
than Hispanic dropouts of similar ability levels, while the relative advantages for
Whites and Blacks were 8 per cent and 30 per cent, respectively (Berlin and Sum.
1988, Table C-3). Finally, historical data suggest that the economic incentives to
1 lispanics to graduate from high school appear to have diminished over time
(Rumberger. 1987, fable 4).

So, IA ( 'on,equenc

The social cmiselluen( es to dropping out ot high school nu lude the economic
consequences discussed bove, mice stn iety as a whole suffers front foregone



earnings and taxes ft om Aduals ss ith inadequate schooling. But the social
consequences of dropping out are even greater. In the only comprehensive study
that has ever been done on the social consequences of dropouts, Levin (1972)
identified seven social consequences of dropping out of high school (p.

,

forgone national income;
2 forgone tax revenues for the support of government services;
3 increased demand for social services;
4 increased crime;
5 reduced political participation;
6 reduced intergenerational mobility;
7 poorer levels of health.

For each of these areas he examined the research literature on the relation
between education and that particular social outcome. He then estimated the
s:ocial costs associated with the tirst four outcomes. For a cohort of male drop-
outs 25-34 years of age in 1969, fOregone income over a lifetime was estimated at
S237 billion and foregone government tax receipts were estimated at S71 billion

evin. 1972. p. IX). In addition, welfare expenditures attributable to dropouts
were estimated at S3 billion per year and criminal expenditures were estimated at
another S3 billion dollars (ibid.).

Recent research continues to support the conclusions that dropping out leads
to a variety of adverse social consequences. For example. high school dropouts
ss ere twice as likely to live below the poverty level in 1986 than as high school
graduates (Rumberger. 1990. Table 14.6). Young female dropouts are 50 per cent
more likely to give birth to .1 child out of wedlock than young female graduates
with similar backgrounds (Berlin and Sum, 1988, p. 41). Dropouts are more.
likely to engage in criminal behavior and get arrested thaa graduates (Berlin and
Sum, 1988; Thornberry. Moore and Christenson, 1985). And dropouts are more
likely to use both legal drugs (cigarettes and alcohol) and illegal drugs (marijuana
and cocanie) than lugh school graduates (Mensch and Kandel, 1988). Although
the incidence of these activities is rarely disaggregated by ethnicity in these
studies, then is no reason to expect them to he any different for Hispanics and
Chicanos than 'or other ethnic groups (for one study, see Bruno and Doscher,
1979). One recent study of Los Angeles, which has a high concentration of
Hispanic students, estimated that the foregone income associated with one cohort
of dropouts in 1986 was S3.2 billion and the social costs to local government of
funding criminal services, wellareind health attributable to dropouts were S488
million (( atterall, 1987, Table 4).

In summary, there arc suable economic and social consequences to dropping
out of school for all ethnic groups. Yet there is at least some evidence to suggest
that Hispanics and Chicanos may have less to gain economically from finishing
high school than other students. If students respond to incentives or disincentives
in the laboi market. as Sonic people suggest (Bishop, 1989), then as such evidence
becomes evident to students it becomes harder for parents. teai hers, and other
persons to convince non-college-bound thspanic and Chicano students to remain
in school.
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Solutions to thy Problem

The problem of high school dropouts is more than an academic concern. There is
widespread interest and activity both inside and outside of the education com-
munity in trying to solve the problem. Policy makers at the federal and state
levels have enacted a variety of policies and programs to help solve the dropout
problem (e.g.. Council of Chief State School Officers. 1987). Foundations have
funded programs to address the problem. And education and community organ-
izations have developed and implemented a wide variety of dropout pre-
vention and recover); programs (Orr. 1987: flumberger, 1990). But are these
efforts likely to solve the dropout problem in generalind the dropout problem
among Hispanics and Chicanos in particular?

The answer u 1 epends on how one views the dropout problem. If one views the
dropout problem as largely a problem of educational Etilure that affects a relatively
small proportion of students. then programmatic .olutions might be able to effectively
solve the problem. In this case, one could be quite saiiguine about 'solving the
dropout problem. If. however, one views the dropout problem as a larger. endemic
social problem that affects the majority of students in sonic schools and districts,
then solving the problem may require more systemic solutions. And because such
changes are more sweeping and difficult to achieve, it is harder to be as sanguine
about the prospects for success. A case can be made tOr each perspective.

Pros;,anumiti, Solutions

Most of the effort to solve the dropout probii:m can e classified as programmatic
solutions. Currently there are hundreds of local programs around the country that
are designed to keep potential dropouts in -chool and help emsnng drop,mts to get
additional schoolmg or trannng. Unfortunately, there is little comprehensive
information available at a nation 1 Ia. 1 .eve. a.lout how couch is being spent on dropout
programs. how many students are being served. and w hether tlu se plograms Are
sUCCessfill.

Hit. only recent effect to try to document dropout criorr, nationally was
conducted by the Gener.d Accounting Office (GAO) in the dutumn of 1986.
Alter reviewing literature and contacting a large number of national start., and
local agencies, the GAO compiled a list of more than 1.00' dropout pro,trams
(US (AO 1987, Appendix I). But a niad survey ot- those programs ,.telded useful
mformation on a total of only 479 programs. lwent) -six of dies( progi,uns
primarily Se( ved Hispanu S, so it is possible to compare the,c progr.int, with the
total sample of programs.

!';111-vey Information included descriptions of the maior te.ittuc. tIr (he drop-
out programs. Generally. dropout programs provtde a wide array of services

able 3 51. This array of services reflects the tact that programs MT often
designed to serve nuiltiple objectives nd to inci t the various needs of their
clients. Ihese needs and oblec lives fill into scvc fa) categories.

natilitic: One (if the fuumdammi iii d needs diat ry,i plograin, sims
is to provide basic skills trammg m sIR h Areas is language and mathematti s.
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Table 3 5 Services provided in ail dropout programs and programs primarily serving
HrspanIcs

All Dropout Programs Hispanic Programs'

- % of
Programs

% /
Served

% of
Programs

%
Served

Personal counseling 94 74 100 46

Basic education 91 84 92 87

Career counseling 76 67 85 46

Parental involvement
encouraged .74 62 89 65

Assistance in obtaining
social services 70 48 69 75

Job search assistance 69 41 77 43

Job skills training 62 45 65 43

Part-time employment
placement 56 31 69 42

Pregnancy/p&ental
counseling 54 31 50 60

GED Preparation 46 28 39 10

Day care 23 18 23 32

English as a second
language 14 16 50 11

Number of programs 479 26

Source (IS General Accounting Office 11987) Table 2 4
' Piog,ams serv.tig at least 50 :.)e: cent 1-1,vanic youth

where many dropouts are highly deficient. For example, a recent survey of
Young Americans (21-23 years of age) found that only one quarter of all drop-
outs with 9-12 years of schooling could read at the level of an average eleventh
grader and only one-half could read at the level of an average 0o.;11th grader
(Kirsch and Jungehlut. 1986. Table (i). The GA,0 survey found that 91 per cent
of all dropout progr,mis provided basic education and that 84 per cent of pro-
gram participants received basic education services (see Fable 3.5). Similar pro-
portions were reported in programs that prnnarily serviced Hispanics. A Inuit
larger proportion of Hispanic programs. however. offered services in English as
a wcond language (5(1 per tent versus 14 per (ent for all programs). although
only a small pert- :wage of program participants were served by such programs.

In addition...bout one-lull-of all dropout programs surveyed provide prepa-
ration to t ike the General Educational Development (GED) Test. administered
1IN the GED Testing Service of the American Council on Vducation (198(i).

cii provides alternative means for students to obtain a high school equnvil.-
s ierttti.itc Irtni their state But onb, about one-quarter of all program

participants are involved in (;1..1) preparation and only III per cent of particip.uns
iii F 114)am( programs are involved (see able 1.5)

/Oh-0/1011M ,C/ThC, Anodici need that dropout programs are designed to serve is
tor job-ot witted sci Si es, w hi It mu lude siui animal naming, pie-emplovnient
shills training it: g.. interview tet Iiiiiquct. cud ob-placement services. About
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two-thirds of tile dropout programs surveyed by the GAO provided such ser-
vices, with aoout half of all participants using them. Similar proportions were
reported in Hispanic dropout programs.

Support services A third and often critical component of dropout programs is
support services. Investigations of the dropout problem have found that dropouts
frequently leave school because of a variety of school problems, including
pregnancy, drugs. family problems, or other personal problems (Olsen and
Edwards, 1982; Rumberger, 1987). In order for many of them to successfully
complete their schooling, these social problems need to be addressed. Thus most
dropout programs in general and those primarily serving Hispanics provide an
array of social services, ranging from Career and personal counseling to day care
(see Table 3.5).

Dropout programs not only serve students who are at risk of dropping out,
but also students who have already left school. While there are no national data
on exactly how many students are being served by either type of program, it is
known that a sizeable number of dropouts eventually receive a high school
diploma or equivalent certificate. A national survey of persons 21-25 years of age
in 1985 found that almost 50 per cent of persons with less than twelve years of
school had studied to take the GED exam, with about 40 per cent of those
persons receiving one (Kirsch and Jungeblut, 1986, Figure 3). Thus, these data
suggest about 20 per cent of all young dropouts eventually receive .1 high school
diploma by passing ,he GED exam. Another study based on the High School and
Beyond sull'vey of high school sophomores in 1980 who later dropped out of
school found that 45 per cent had received a high school diploma within six
years. with one-third of those actually graduating from liii school and two-
thirds receiving an equivalent certificate by passing the GED exam (Kolstad and
Kaufinaii, 1989, Table 1). Among Hispanic dropouts, only one-third eventually
finished school, with almost 80 per cent of those passing the GED exam.

ln order for programIllatie solutions to the dropout problem to be success-
ful. it is important to know which programs are the most effective and the most
cost-eff.'ctive. Unfortunately, such information is rarely available. The GAO
survey of dropout programs generated only twenty rigorous evaluations of the
479 programs that responded to the survey (US GAO, 1987, p. 19). It appears
that many inure resources are being used to fund programs than to find out
whether the programs are actually effective. This appears to be true with other
education programs as well (Slavin, 19W)). Such a view is short-sighted. how-
ever. because scarce public resources would be better used to fund and implement
only the most successful programs.

Although mfOrmation on program utfecnvciiess is generally lacking, there is
sonic: mformation on the factors contributing to successful programs (where
stn.( es is identified by program providers) The maiority of respondents to the
( 'AO survey of dropout prevention and recovery programs identified five factors
that had the greatest impact on program effectiveness (US GM). 1987, rable

I ( Aring and oninnued small;
2 a non thicatemne environment fol learning,

.1 low student-tcacher
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4 individualized instruction;
5 program tlexibihty.

Other studies of effective dropout programs have identified essentially the same
set of factors (Merchant, 1987; Olsen and Edwards, 1982; Stern, 1986; Wehlage,
Ratter. Smith, Lesko and Fernandez. 1989). Of course, simply following this list
of factors does not guarantee an effective program. Moreover, sonic programs
may be better at serving different sorts of dropouts than others -- such as those
serving Hispanics which also supports the idea of more rigorous 'program
evaluations.

A couple of other difficulties remain to overcome in programmatic efforts to
solve the dropout problem. One is that more attention Deeds to be focused on early
prevention, since many at-risk students are already two or more grade levels
behind before they even reach high school (Levin, 1988). Another is that more
attention be focused on dropout recovery, since only a small fraction of the more
than 40 million adult dropouts are enrolled in regular schools, GED programs, or
other education and training programs (Rumbergcr, 1990).

Sy5te,mic Solutions

A different approach to solving the dropout problem i necessary if one views thc
dropout problem as affecting a sizable number of students, as in sonic communi-
ties, or if one views dropping out as a social as well as an educational problem.
I3oth of these aspects apply to many Chicanos and other minorities.

First, most Hispanics and other minorities attend minority-concentration
schools. In California. 71) per cent of all minority students in 1984 were enrolled
in minority-concentration schools (Haycock and Navarro, 1988. p. 9). As re-
ported above, 27 per cent of all Hispanic students nationally in 1984 were
enrolled in the twenty largest school districts in the United States where minor-
ities represented 70 per cent of student enrollment (US Department of Education,
1987. 'fable 1:27). In large, urban school systems, in particular. where dropout
rates approach 4(1 or 51) per cent. dropping out is the norm rather than the
exception (Carnegie Foundation for the Advancement of TeaChing, 1988; Hess
and I allbcr, 198() . And at least tbr students in these districts, the solution to the
problem may require fundamental, systemic changes in the entire school system
rather than simply the type of programmatic solutions described above.

Although such changes .ire diffiL ult to achieve, sonic fundamental, systemic
clunges are currently being undertaken in the United States. Sonic specific

programs are being des eloped that completely restructure elementary schools
with predonnibmtly poor, minority students that promise to bring such students
up to the achievement levels of other students, which would reduce the likeli-
hood of dropping out in high school (( omer, 1988; Levin, 1988; Slavin and
Madden. 1989). New structural arrangements and forms of decision-making are
being tried within some districts and schools to foster improved education
(Walberg, Bakalis, Bast and Baer, 1989). And the most radical idea being im-
plemented in a large number of- states ts to pet mit parents to choose the s hools

that their children attend (Nathan, 1987)dthough ,.uch a siheme could increase
the segregation of students across schools.

s
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A second reason to argue that only systemic solutions can solve the dropout
problem rests on a recognition that dropping out is more of a social than an
educational problem. It is a social problem in that many dropouts have a variety
of other problems in their lives, such as family problems, problems with drugs
and crime, or problems with teenage pregnancy. It also is a social problem in that
the earlier discussion suggests that there are three major sources of influence on
dropping out and other behaviors of young people families, schools, and
communities. If one views these sources as additive that is, that each plays a
significant role in influencing the attitudes, behavior, and academic performance
of young people then each must play a role in addressing the dropout
problem.

Recogintion of the important role of families, schoolsmd communities in
influencing the behavior of young people is the basis of several types of reform
efforts to help potential and actual dropouts. Many educators have long-argued
that parents must be centrally involved in improving the educational performance
of their children. Thus many dropout programs are built around parental in-
volvement (Orr, 1987; Wehlage, et al., 1989). Other efforts to reduce the dropout
problem involve strengthening the role of community, particularly community
organrrations and the business community. In fact, sonic observers argue that
community involvement is crucial to the successfill education of youth because
famtlies and schools cannot And should not shoulder the burden alone (Heath and
Mcl aughlin, 1987). In sonic dropout programs, for example, such as the Boston
Compact, the business community plays an import.mt role in programs designed
to improve the relevance and payoff to completing high school (Schwart7 and
largroves, 1986-87).

Although systemic solutions are perhaps the only remedy likely to impiove
the dropout problem for nuny students, including Chicano students, they are
also more difficult to achieve. Moreover, if one believes that systematic efforts
must involve changes in circumstances and influences of families and community,
then the task of achieving nicannigful change and improvement in the dropout
problem becomes even greater.

Ultimately. whether one believes such efforts will bu succes4ul and spread
throughout the educational system depends on one's belief m the educational
system as a catalyst for social change. On the one hand, there is a longstanding
faith m this country that education can serve to promote social change and
improve the .:ocial standing of poor, disadvantaged groups. On the other hand,
there are critics of the status quo who point out that schools have historically
tended to reinforce and perpetuate social class and ethnic differences rather than
eliminate them (Bowles and Gmtis. 1976; Carnov and Levin, 1985; see Pearl. in
this volunic 1:01" fuller treatment of the debate over various school reform
efforts)

kariimid, for lid [MU

No matter win( h category or educational solutions OM' believes is necessary to
solve the Chicano dropout problem, there is a strong economic rationale for
liii reased social investment ni dropout programs and all programs for the educa-
tionally disadvantaged (I (win, 1989a, 1989b). In general, the argument can be

S4
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made on the basis that the benefits of incriasing spending on dropout programs
will far exceLd the costs of funding such programs

Unfortunatel), few wmprehensive studies have ever been conducted that
have examined both the costs Ind benefits of social investment in dropout
programs Les in (1972) estimated that if expenditures on at-risk students w ere
increased by 50 per cent to insure graduation from high school, then the benefits
from higher earnings would exceed the costs by a ratio of 6:1. Or based simply
on the increased taxes generated from those earnings, taxpayers would receive
almost S2 for every dollar invested in dropout prevention. A more recent replica-
tion done in Texas that attempted to account for the additional social benefits of
reduced crime, welfare, and training costs associated with dropouts estimated
that the benefits of dropout prevention would exceed the costs by a ratio of 9:1
(Ramirez and Del Refugio Robledo. 1987).

In general, it appears that the benefits of social investment in dropout
prevention and recovery programs would easily outweigh the costs, even if
the benefits were restricted to increased tax receipts from the higher earnings
associated with high school completion (Rumberger, 1990). And although Chica-
no high school graduates have, on average, lower earnings than non-Hispanic.
White graduates, the social benefits of reducing the dropout rate for Chicanos
would still outweigh the costs.

Conclusions

Dropping out of high school is one visible form of educational failure. While
graduating from high school alone will not guarantee social and economic suc-
cess, failure to graduate from high school will most likely deny it. Because so
many Chicanos drop out of high school. the economic and social wenre of the
entire Chicano population is unlikely to improve until their educational welfare
improves.

Many aspects of this problem warrant attention. First, we need to collect
more extensive and accurate data on the educational and social experiences of all
students in order to better measure the extent of the dropout problem and its
causes. Research clearly has a continued role to play in tr ying to understand and
decipher the nature of this complex educational issue.

Second, we need to better documem the full range of individual and social
consequences associated with dropping out. In particular. we need better esti-
mates of the social costs of dropping out since the few estimates that have been
done suggest significant returns to social investments in education (Levin, 1972).

Third, and most important, we need to get on with development, evalua-
tion, and nnplementation of programs and retOrms to improve the educational
outcomes of not just Chicanos, but all minority and disadvantaged groups. At a
programmatic levet, many promising effOrts are already under way (Slavin and
Madden, 1989). The more difficult and necessary task is to promote fundamental
and systemic changes in the current educational system in the United States.

Yet educational reform may not be enough because Chicano school failure is
not simply an educational problem. 'Thirty per cent of all (:hicano families and 40
per cent of all Chicano children live in poverty in this country. Many live in
segregated, poor neighborhoods. Without a significant improvement ill the

xi
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economic w ellare of Chicano lanulies and the communities in s Inch many of
e, the Chic ano dropout problem is unlikely to Improve di amatic ally
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Part II

Language and Classroom Perspectives on
Chicano Achievement

Part II contains two chapters. In chapter 4, 'Bilingualism, Second Language
Acquisition, and the Education of Chicano Language Minority Students', Eugene
Garcia provides insights to the theoretical and empirical knowledge bases regard-
ing bilinguahsm and second language acquisition in Chicano youngsters. As well,
Garcia links such knowledge with educational practice and policy pertinent to
Chicano students. Chapter 5, 'Promoting School Success for Chicanos: The
View From Inside the Classroom', is written by Barbara Merino. Using a
framework of micro-level analysis (i.e., inside the classroom), she presents a
thorough examination of the schooling received by Chicano students who are
second language learners. A main goal is to outline successful and unsuccessful
instructional approaches. Merino's chapter covers programmatic alternatives for
instruction, research on how classrooms function vis-a-vis bilingual/second
language instruction, and the ties between classroom processes in schools and

their conimunines.
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Chapter 4

Bilingualism, Second Language
Acquisition, and the Education of
Chicano Language Minority Students

Eugene E. Garcia

Our understanding of language contmues to expand in its utilization of diverse
theories of linguistics. cognition, and socialization (August and Garcia, 1988).
What was once considered the study of habits and structure (Chomsky, 1959;
Skinner, 1957), has become today an interlocking study of linguistic, psychol-
ogicalind social domains, each independently significant, but converging in
a single attempt to reconstruct the nature of language. It is this multifaceted
phenomenon which confronts an educator when addressing the educational
appropriation of knowledge in classrooms. For the educator of Chicano language
minority students as a constituency, the issue of language becomes particularly
iinportant.

Within the last few years, research in language acquisition has shifted from
the study of one language (Brown. 1973; Gonzalez, 1970) to the comparative
study of children from diverse linguistic societies (Bowerman, 1975; Braine,
1976) and to the study of children acquiring more than one language (Garcia,
1983; Hakuta, 1986; Hakuta and (;arcia. 1989; Krashen, 1984; McLaughlin,
1984). The following discussi,...a introduces the theoretical and empirical know-
ledge bases related to an understanding of bilingualism and second language

quisition in Chicano children. In doing so, bilingual and second language
acquisition will be addressed as they relate to linguistic, cognitive and social
research and theory which has developed over the last two decades. Such con-
tributions have reshaped in a dramatic way our view of bilingualism. For at the
turn of the century. bilingualism in children was considered a linguistic, cogni-
tive, and academic liability (Hakuta, 198(i). Today's understanding of bilingual-
ism indicates that bilingualism is not a linguistic liability and may even serve as a
cognitive advantage.

The schooling initiatives targeted at Chicano students have at times been
synonymous with the schooling endeavor aimed at immigrant students. As
Gonzalez (199(1) has documented. Chicano children are usually perceived as the
'foreigners', 'intruders'. and 'immigrants' who speak a difkrent language and
hold values significantly different from the American mainstream. This perspec-
tive has led policy makers (including the US Supreme ( .ourt) to highlight
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the most salient characteristic of the student, the language difference, in their
attempts to address the historical academic low achievement of this population.
This chapter will include an expanded discussion of this issue which brings
together research, theory, educational practice and educational policy of signi-
ficance to Chicano students.

Bilingual Acquisition

Relative to native monolingual acquisition research, little systematic investigation
has been available regarding children who are acquiring more than one language,
simultaneously, during the early part of their lives. Recent work in this area
however, has centered separately on the linguistic (Garcia and Gonzalez, 1984),
cognitive (Cummins, 1979), and social/communicative aspects (Duran, 1981) of
the bilingual. That is, research with young bilingual populations has concentrated
independently on three areas: (a) the developmental nature of phonology, mor-
phology and syntax; (h) Piagetian and related cognitive attributes of bilingual
students; and (c) the social/discourse characteristics of bilingual development.
This section reviews research in these areas with an attempt at highlighting
similar and disparate theoretical conceptualizations and empirical findings gener-
ated by these rese, rch endeavors. These conceptualizations are important in
addressing the con: plexities so necessary in understanding Chicano language
minority children.

Bilinoalism Defined.

It remains difficult to define any term to the satisfaction of the theoretician,
researcher and educator. The term bilingualism here suggests the acquisition of
two languages during the first 5 to 7 years of life. This definition includes the
following conditions:

Children are able to compmhend and produce aspects (lexicon, morphology,
and syntax) of each language.

2 Children frinction 'naturally' in the two lavuages as they are used in the
form of social interaction. This condition requires a substantive bilingual
environment in the child's first 3 to 7 years of life. In many cases this
exposure comes from within a nuclear and extended family network but
this need not be the case (visitors and extended visits to foreign countries
are examples of alternative environments).

3 The simultaneous character of development must be apparent in both lan-
guages. This is contrasted with the case in which a native speaker of one
language, who after mastering that one language, begins on a course of
seccmd language acquisition.

It is the preceding combined condituins which define the present bilingual
population of interest. It is clear from this definition that an attempt is made to
includc both the child's linguistic abilities in conjunction with the ,.ocial environ-
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ment during an important psychological 'segment' of life (August and Garcia,
1988).

Linguistic Development

It does seem clear that a child can learn more than one linguistic form for
communicative purposes in many societies throughout the world. Sorenson
(1967) describes the acquisition of three to four languages by young children who
live in the Northwest Amazon region of South America. In this Brazilian-
Colombian border region. the Tukano tribal language serves as the lingua.franca,
but there continue to exist some twenty-five clearly distinguishable linguistic
groups. European colleagues Skutnab-Kangas (1979) and Bactens Beardsmore
(1982) have provided expanded discussions regarding the international prolifera-
tion of multilingualism. In the United States, Skrabanek (1970), Waggoner (1984)
and Hakuta (1986) report that school-age Chicano children in the United States
continue to be bilingual with no indication that this phenomenon will be dis-
rupted. By the year 2000 the number of limited-English-speaking Chicano
school-age children in the US is estimated to double.

One of the first systematic linguistic investigations of bilingualism in young
children was reported br Leopold (1939, 1947, 1949a, 1949b). This author set out
to study the simultaneous acquisition of English and German in his own daugh-
ter. These initial descriptive reports indicate that as the subject was exposed to
both languages during nilancy, she seemed to weld both languages into one
system during initial language production periods. For instance, early language
forms were characterized by free mixing. Language production during later
penods seem to indicate that the use of English and (;erman grammatical forms
developed independently.

With respect to bilingual development in Chicano children, Padilla and
Liebman (1975) report a longitudinal linguistic analysis of Spanish-English ac-
quisition in two 3-year-old children. These researchers followed the model of
Brown (19-3) iii recordMg Iniguistic interactions of children over a tive-month
period. By an analysis oC several dependent linguistic variables (phonological,
morphological. and syntactic characteristics) over this time period. they observed
gains in both languages, although several English forms were in evidence while
similar Spanish Imms were not. They also report the differentiation of linguistic
systems at phonological, lexical and syntactic levels. Padilla and Liebman (1975)
conclude:

the appropriate use of both languages in n axed utterances was evident:
that is. correct word order w.IS preserved. For esample, there were no
oi.currences of 'raining esta or 'a es baby', nor was there evidence for
such utterances as 'esta raining' and 'es a baby.' There was also an
absence of the redundance of inmecessary words which might tend to

ontip.e me ming

,ark la (1983) reports developmental data related to the ai quisinon ot Span-
ish and English tOr Chicano preschoolers (3-4 years old) and the acquisition of

ic
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English for a group of matched English-only speakers. The results of that study
can he summarized as follows: (a) acquisition of both Spanish and English was
evident at complex morphological levels for Spanish/English 4-year-old children;
(b) for the bilingual children studied. English was more advanced based on the
quantity and quality of obtained morphological instances of language produc-
tions; and (c) there was no quantitative or qualitative difference between Spanish/
English bilingual children and matched English-only controls on English lan-
guage morphological productions.

Huerta (1977) conducted a longitudinal analysis of a Spanish/English
Chicano 2-year-old child. She reports a similar pattern of continuous Spanish/
English development, although identifiable stages appeared in which one lan-
guage forged ahead of the other. Moreover, she repoits the significant occurrence
of mixed language utterance which made use of both Spanish and English
vocabulary as well as Spanish and English morphology. In all such cases, these
,nixed linguistic utterances were well formed and communicative.

Garcia. Maez and Gonzalez (1979) in a study of Chicano bilingual children
4, 5 and 6 years of age, found regional differences in the relative occurrence of
switched language utterances. That is. bilingual Spanish/English children from
Texas, Arizona, Colorado and New Mexico, showed higher (15-20 per cent)
incidences of language switched utterances than children from California or
Illinois, especially at pre-kindergarten levels. These findings suggest that sonic
children may very well develop an 'interlanguage' in addition to the acquisition
of two independent language systems later in development.

The above 'developmental' linguistic findings can be summarized as follows
for Chicano bilingual:

I The acquisition of two languages can be parallel, but, need not be. That
is. the qualitative character of one language may lag behind, surge ahead.
or develop equally with the other language (Huerta, 1977; Padilla and
Liebman, 1975).

2 The acquisition of two languages may very well result in an interlan-
guage, incorporating the attributes (lexicon, morphology and syntax) of
both languages. But, this need not be the case. Languages may develop
independently (Huerta, 1977; Garcia, Maez and Gonzalez 1979).

3 The acquisition of two languages need not hamper, structurally, the
acquisition of either language (Garcia, 1983; Hakuta, 1986).

(:(wnition and Hihnualisin

A separate but significant research approach to the understanding of bilingualism
and its effects has tncused on the cognitive (intellectual) character of the bilingual.
Based on correlational studies indicating a negative relationship between child-
hood bilingualism and performance on standardized tests of intelligence, a causal
statement linking bilingualism to 'depressed' intelligence was tempting and this
negative conclusion characterized niudi early woi k Mart Y, 1953). I hie to the
myriad of methodological problems ot studies investigating this type ot rela-
tionship. any conclusions concerning bilingualism and intellectual timctionmg (as

9n
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measured by standardized individual or group intelligence tests) are extremely
tentative in nature (Darcy. 1963; Diaz, 1983).

With the general shift away from utilizing standardized measures of intelli-
gence with school-age populations of non-English backgrounds, the cognitive
character of bilingual children has received attention. Leopold (1939) in one of the
first investigations of bilingual acquisition reported a general cognitive plasticity
for his young bilingual daughter. He suggested that linguistic flexibility (in the
form of bilingualism) was related to number of non-linguistic, cognitive tasks
such as categorization verbal signal discrimination, and creativity. Peal and
Lambert (1962) in a summarization of their work with French/English bilingual
and English monolinguals suggested that the intellectual experience of acquiring
two languages contributed to advantageous mental flexibility, superior concept
formation, and a generally diversified set of mental abilities.

Feldman and Shen (1971). lanco-Worall (1972), Carringer (1974), and Cum-
nnns and Gulatsan (1975) provide relevant evidence regarding such flexibility.
Feldman and Shen (1971) report differential responding between Chicano
Spanish/English bilingual and English monolinguals across three separate tasks
reflecting Piagetian-like problem solving and metalinguistic awareness. Results
indicated significantly increased cognitive flexibility for Chicano bilinguals.
lanco-Wcsr.ral (1972) compared matched bilingual (Afrikaans/English) and mono-
lingual (either Afrikaans or English) on metalinguistic tasks requiring separation
of word sounds and word meanings. Comparison of scores on these tasks
indicated that bilinguals concentrated more on attaching meaning to words rather
than sounds. 13en-Zeev's (1977) work with Hebrew-English bilingual children is
also related to the metalinguistic abilities of these children. Subjects in these
studies showed superimity in symbol substitution and verbal transformational
tasks. Ben-Zeev summarizes: 'Two strategies characterized by thinking patterns
of the bilingual in relation to verbal material: readiness to impute structure and

readiness to reorganize (p. 1(117).

Recent research specifically with Chicano bilinguals (Kessler and Quinn
198(, 1987) supplies additional empirical support for the emerging understanding
that bilingual children outperform monolingual children on specifit measures of
cogntive and metalingMstic awareness. Kessler and Quinn (1987) had bilingual
ani monolingual children engage in a variety of symbolic categorization tasks
which required their attention to abstract verbal features of concrete objects.
Spanish/English. Chicano bilinguals from low socioeconomic status (SES) back-
grounds outperf'ormed low SES English monolinguals and high SES English
monolinguals on these tasks. Such findings are particularly significant given the
criticism by McNab (1979) that many bilingual 'cognitive advantage' studies
utilized only high SES subjects of non-US minority backgrounds. It is important
to note that findings of metalinguistic advantages have been reported for low SES
Puerto Rican students as well (Galambos and Hakuta, 1988).

Theoretical attempts linking bilingualism to cognitive attributes have
( merged. ln an attempt to identify more specifically the relationship between
«ignition and bilingualism, C'unimins (1979, 1981. 1984) has proposed an inter-
active theoretical propositnin: children who do not achieve balanced protici en es

in two languages (but who are immersed in a bilingual environinent) may be
cognitively 'different' and possibly 'disadvantaged'.

1 ti

97



Inano ,hool I alline and s)uttes,

Aiis detailed conclusions concerning the relationship between the bilingual
haracu r of c hildren and thcir cognitive functioning must continue to remain

tentative (Diaz, 1983). However, it is the case that:

1 Bilingual children have been found to score lower than monolingual
children on standardized measures of cognitive development, intelligence
and school achievement.

2 Bilingual children have been found to score higher than 'matched' mono-
linguals on specific Piagenan, metalinguistic, concept-formation and
c reative cognitive tasks.
'Balanced' bilingual children have outperformed monolMguals and
'unbalanced' bilinguals on specific cognitive and metalinguistic tasks.

C011111111Plittlf Aspects of Bilin,qualism

previously noted, language is .1 critical social repertoire. The linguistic com-
ponent or any social interaction most often determines the general quality of that
interac non (Bates, 1976; Canale, 1983; Cole, Dore, Hall and Dowley, 1978;
lailiday, 1975, Fivines, 1974; Ramirez, 1985; Shantz, 1977). In doing so, it

carries special importance tOr the bilingual child where social tasks include lan-
guage choice. Moreover, like other children who acquire the ability to dif-
fur enuall y employ linguistic codes determined by social attributes of the speaking
context (Ervin-It-1pp and Mitchell-Kernan, 1977: Phillips, 1972), bilingual chil-
dren lace the task of multiple code differentiation. Implicit in this discussion is
the genc:ral notion that languages must not only be mastered in a structural sense
and operate in conjunction with cognitive processes, they must be utilized as a
soeial instrunwnt. For Chicano children this means being communicatively com-
petent in Spanish and English cultural contexts.

Flu: study of language acquisition in context is known as prapnatics (Bates,
197m. This approach demands that we think of the context of communication as
111', oh \ mg information about the speaker, the listener, the speaker's goal in using
a particular utterance, the information assumed to be true in a particular speech
context. .nd the rules governing discourse. For example, in considering the
ontroversial rules for discourse, three aspects of language may be considered

important: (a) how the child establishes a topic; (b) maintains 3 topic; or (c)
changes the topic across 'turns' in a conversation. Adult speakers are generally
adept at introducing .1 new topic into a conversation, by using such conventional
routines as let me tell you about X' or 'You'll never guess what happened
today' or '1 want to talk to von about Y'. Adults can also maintain this topic across
many tunis in conversation, even when the other person participating is not
particularly cooperative. Interest in these social contexts has generated studies in
Chicano bilingual mother-child, teaeher-child, and child-child interaction. Garcia
(1983) reports an investigation of mother-child interaction including the descrip-
tion of SpainslitEnghsh use by children and adults (the children's mothers) in
thrce different contexts: (a) p-,sc hool instruction periods. (b) preschool freeplay
pet iodsuid (c) the home. 1 hesc descriptions pointed out very consistently that
hildren, in particular, were 'choosing' to initiate an interaction in either Spanish

or English as a function of the language in which the mother was using to initiate
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that interaction A closer qualitative examination of the same mothers and chil-
dren interacting is reported by Garcia and Carrasco (1981) This analysis sug-
gested that almost 90 per cent of mother-child interactions were initiatcd by the
mother, most oflen in Spanish. That is, mothers most often did not allow
children to initiate. For those small number of instances in which children did
initiate, the topic determined language choice. That is, 'what' the child sOoke
about was highly correlated with the language in which he/she chose to speak.

The richest data on the bilingual children dealing with topic initiation conies
from child-child interactions. Ginishi (1981) investigated the use of Spanish and
English among first-graders and concluded that the general language initiation
rule for these students was: 'Speak to the listener in his/her best language'. Her
analysis suggests that children when speaking with other children, first made a
choice regarding language of initiation based on their previous language use
history with their fdlow students. Zentella (1981) agrees that bilingual students
do make these decisions. She found, however, another discourse rule operating:
'You can speak to me in either English or Spanish'. Although Genishi's (1981)
and Zentella's (1981) discourse rules differ, each observation suggests that biling-
ual students will make use of their social and language use history to construct
guidelines related to discourse initiation. These studies suggest that particular
sociolinguistic environments lead bilingual students to be aware of language
choice issues related to discourse initiation.

A comprehensive understanding of early childhood bilingualism must,
therefore, take into consideration inure than the linguistic nature of the bilingual
or the child's cognitive attributes. It must consider the child's surrounding
environment. Recent data tentatively suggests that social context will determine:

1 The specific social language rules for each language.
2 The roles- assigned to each language.

Summary

The linguistic, cognitive and social domains of the bilingual experience have been
demonstrated as individually important in understanding the essence of the
bilingual child. But, the interaction of these would seem to more clearly describe
the ongoing developmental quality of bilingualism. This interactive conclusion

suggests the following:

The linguistic, cognitive and social characters of the bilingual child are
developing simultaneously.

2 Linguistic, cognitive and social development are interrelated. That is,
cognitive processing factors ma :. act to influence linguistic and social
development. Linguistic development the ability to operate within the
structural aspects of language(s) may act to influence social and poten-
tial cognitive functioning. In turn, the development of social competence
influences directly the 4cquisition of linguistic and cognitive repertoires.

This interactive conceptualization is meant to reflect the interrelationship
between linguistic, cognitive and social aspects of bilingual development often
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missing in educational programming for this population Changes m each of
these domains may be attributed to changes in other domains, and in turn, may
further alter the qualitative character of the bilingual It is recent linguistic,
cognitive and social discourse data related to bilingualism that has transformed
the study of bilingualism from a purely linguistic framework into one that
requires an integrative conceptualization. This integrated research which con-
siders as important the linguistic, cognitive and social aspects of bilingualism
promises a greater understanding of this phenomenon than previous non-
integrated investigations.

Second Language Acquisition

McLaughlin (1985) traces the reported scholarly interest in second language
acquisition to the third millennium BC when Sumerian scholars received the task
of translating their Arkadian conquerers' language into their own. Egyptian
historical records indicate that by 1500 BC multilingual dictionaries were avail-
able. According to McLaughlin (1985), Egyptians and Jews received educational
experiences in Greek, and Jewish scholars developed the comparative study of
Semitic and non-Semitic languages, the scholarly foundation for modern com-
parative linguistics.

McLaughlin (1985) and Richards and Rodgers (1986) provide incisive up-
dated reviews of the development of theoretical and instructional contributions
related to second language acquisition. These authors agree that several themes
characterize the historical treatment of this phenomenon with respect to minority
students and Chicano students in particular. These themes include:

1 An interest in the relationship between first language and second lan-
guage acquisition and input.

2 An understanding that the individual and social circumstances within
which a second language is acquired can determine the course of second
language acquisition.

3 A concern for psychological/cognitive processes utilized wing second
language acquisition.

The following discussion will explore these themes in recent research and
theoretical contexts.

First and Second Lanquae Aoluisition

Learners' errors have been considered significant in proving an understanding
regarding the strategies and processes the learner is employing during second
language acquisition (Corder, 1967). Dulay and Burt (1974) studied the errors in
the natural speech of one hundred and seventy-nine 5 to 8-year-olds (including a
sample of ( liic.ino hildren in California) learning English as a second language.
They classihed errors as either related to first language ('interference' errors) or
related to normal language development ('developmental' errois). Their analysis
indicated that 'interference accounted for only 4.7 per cent of the errors while
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87 1 per cent of the errors were similar to those made by children learning
English as a first language They postulated that a universal 'creative construction
process' accounts for second language acquisition. The process was creative
because nobody had modeled the type of sentences that children produce when
acquiring a second language. Furthermore, they suggested that innate mechan-
isms caused children to use certain strategies to organize linguistic input. Du lay
and Burt did not claim that they could define the specific nature of the innate
mechanisms. They did claim, however, that these mechanisms have certain
definable characteristks that cause children to use a limited set of hypotheses to
deal with the knowledge they are acquiring. The strategies parallel those iden-
tified for first language acquisition.

Krashen (1981) has developed a conceptualization of second language
acquisition which considers as fundamental this innate creative construction pro-
cess. His 'natural order' hypothesis indicates that the acquisition of grammatical
structures by the second language learner proceeds in a predictable 'natural'
order, independent of first language experiences and/or proficiency. Such acquisi-
tion occurs unconsciously without the learner's concern for recognizing or utiliz-
ing structural rules. This 'monitor' hypothesis suggests that conscious learning of
a second language can occur when the learner has achieved a. significant know-
ledge of structural rules and has the time to apply those rules in a second
language learning situation. Krashen. therefore, extends Dulay and .Burt's crea-
tive construction and natural order conceptualizations by introducing the notion
of the 'monitor' hypothesis, learning a second language by first understanding
the grammatical structure and having the time to apply that grammatical know-
ledge. He concludes, however, that conscious learning of a second language is
not as efficient or functional as the natural acquisition of a second language.

Other research has documented a distinct interrelationship between first and
second language acquisition. Ervin-Tripp (1974) conducted a study of thirty-one
English-speaking children between the ages of 4 and 9 who were living in
Geneva and were attending French schools. She found that the errors these
children made in French. their second language, were a result of their application
of the same strategies that they had used in acquiring a first language. Such
strategies as over-generalization, production simplification, and loss of sentence
medial items, all predicted the kinds of errors that appeared. In over-general-
ization the American children acquiring French applied a subject-verb-object
strategy to all sentences in French, and thus systematically misunderstood French
passives. In production simplification they resisted using two forms if they felt
that two forms had the same meaning. Also, medial pronouns were less often
imitated than initial, or final pronouns. She believed that interference errors
occurred only when the second language learner was forced to generate sentences
about semantically difficult material or concepts unfiimiliar in the new culture.

Moreover, the strategies children use in acquiring a second language may
ihange as they become more proficient in the second language. At the beginning
of second language (L2) acquisition, imitation plays an important role in language
learning. As children acquire more of the target language they begin to use first
language (L I) acquisition strategies to analyze this input.

Flak uta (1974) demonstrated that the child, through rote memorization,
acquires segments of speech called 'prefabricated patterns'. Examples of these
prefabricated patterns are various allomorphs of the copula, the segment 'do you'
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as emplo,ed in q,let:ons, and the segment 'how to' as embedded in how
questions These patterns are very use ful in communication The child uses these
patterns without understanding their structure hut rather with knowledge of
which particular situations call for what patterns in order to communicate in the
target language.

Wong-Fillmore (1976) spent a year observing five Spanish-speaking Chicano
children acquiring English naturally, and she noticed the same phenomena. The
first thing the children did was to figure out what was being said by observing
the relationship between certain expressions and the situational context. They
inferred the meaning of certaM words they began to use as 'formulaic expres-
sions'. (These expressions were acquired and used as analyzed wholes.) The
'formulaic expressions' became the raw material used by the children to figure
out the structure of the language. Wong-Fillmore gave two examples of
how children use first language acquisition strategies to begin to analyze these

xpressions:

The first involves noticing how parts of expressions used by others vary
in accordance with changes in the speech situation in which they occur.
The second involves noticing which parts of the formulaic expressions
are like other utterances in the speech of others (p. 15).

As the children figured out which formulas in their speech could be varied, they
were able to 'free' the constituents they contaMed and use them in productive
speech.

In addition. at the beginning of L2 acquisition, children seem to depend
much more on first language transfer strategies. As learners acquire more of the
second language they depend less oii these strategies and more on such strategies
characteristic of first language acquisition as over-generalization (Hakuta, 1986).

As McLaughlin (1985) has summarized, children acquiring a second lan-
guage may depend initially on transfer from the first language and on imitation
and rote memorization of the second language. In more practical terms, the less
interaction a second language learner has with native speakers, the more likely
transfer from the first language to the second language will be observed. As the
second language is acquired many of the strategies that children use to acquire the
second language seem to he the same as those used in first language acquisition.

The Importance of 1.2 Input

It is apparent that target-language input provides children with the raw material
necessary for language acquisition. In addition, the frequency and salience of
forms in the input data influence the presence of these forms in the output. Hatch
(1974) found that the frequency of morphemes in the input data appears to
influence the sequential acquisition of these morphemes. For example, the order
of acquisition of question words appears to parallel their frequency in what
children heard. She also noted an interaction between frequency of forms and
semantic importance. A form appearing frequent1), though of low semantic
importance, will be acquired later. Larsen-Freeman (1976) found that in-class
teacher talk of ESL teachers showed a similar rank order for frequency of
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morphemes as found in the leai ner output Hakuta (1975) discovered that the
aumhary most often omitted by learners in utterances involving the catenative
'gonna' was 'are'. He found such a construction less perceptually' salient to the
learner because of its absence. The auxiliary because of its absence in the input
resulted in its omission in the learner's output.

These observations make researchers (Hakuta, 1975; Hatch, 1974; Larsen-
Freeman, 1976) question whether the invariant order of morpheme acquisition
(Dulay and Burt, 1974) is a reaction to the input to which the learner was
exposed. The correspondence between input and output suggests that interaction
between speakers might be important in structuring language output. Even
Krashen (1981), a proponent of the natural order of grammatical acquisition,
suggests in his 'input' hypothesis that second language learning is enhanced under
conditions in which the learner is provided with input that contains 'the next
level of linguistic competence'. Krashen (1981) identifies this enhancement
strategy as 'providing comprehensible input'. Paradoxically, however, he
cautions against any conscious strategy to provide 'comprehensible input' and
instead suggests natural interaction which focuses on meaning. Therefore, even
though second language learning may be enriched by providing 'comprehensible
input'. any attempt to do so without the 'natural' concern for conveying meanMg
could be linguistically disruptive.

Conversely, Keenan (1976) hypothesizes that the interactions from which
syntactic structures develop are determined by the rules of discourse. As indi-
cated earlier in this chapter. certain rules are generally followed in order to carry
00 a conversation. One must get the attention of the conversational partner. The
speaker then nominates a topic and develops it. Partners take turns. Topic clari-
fication, shifting, avoidance, and interruption characterize interactions. Finally
the topic is terminated.

Adult-child and child-child conversations are very difficult. Each genre of
conversation follows the rules of discourse hut the rules are applied differently.
As a consequence. the child acquiring another language learns different things
from each type of conversation. In adult-child conversations the rules of dis-
course put both the child and the adult under certain constraints (( arcia, 1986;
Hatch. 1978; McLaughlin. 1985). These constraints strucwre the interaction, and
consequently also the output. The child must first get th: adult's attention. Once
this is accomplished by gestures and verbalizations tilt: child must nominate a
topic. The adult is also constrained by the rules of discoarse in that the response
must be relevant. For the response to be relevant, the information about the topic
must be shared by both child and adult. The adult's response usually clarifies the
topic that has been nominated by labeling it or asking for more information
about it. What, where, whose, what color, how many, what A doiv, tan x verb,
retinv are the kinds of questions the adults can use in response to the child's
topic nomination and be relevant. The child's response in turn imist also be
relevan-t. As a result there is a great deal of what, where; whose, who is verbing,
etc. Hatch (1978) hypothesized that this accounted for the order of acquisition of
these forms in previous studies. If the child is unable to say something relevant he
or she can just repeat what the adult has said, but with the appropriate intona-
tion. I le or she will answer a question with rising intonation and a statement
with falling intonation.

In summary, (urrent research suggests that natural communication situations

loi
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must be provided for second language acquisition to occur Regardless of the
differences in emphasis of the theories discussed above, recent theoretical pro-
positions regarding second language acquisition propose that through natural
conversations the learner receives the necessary input and structures which pro-
mote second language acquisition. This finding suggests that in schooling situa-
tions highly segregated Chicano classrooms may significantly limit L2 acquisition
while L 1L2 integrated classrooms will promote L2 acquisition,

Social Factors Related to Second Language Acquisition

There arc sociocultural variables that contribute to a child's motivation to com-
municate in the target language. The attitude that the learner has towards mem-
bers of the cultural group whose language he or she is learning influences
language acquisition. Gardner and Lambert (1972) found that the positive attitude
of English-speaking Canadians towards Fren, n-speaking Canadians led to high
integrative motivation to learn French. 011( r and colleagues (011er, Baca and
Vigil, 1978; 011er, Hudson and Liu, 1977) im.vcstigated the relationship between
Chinese, Japanese, and Chicano students' achievement in English with their
attitude towards the foreign language grout . Positive attitudes toward the target
language group corresponded to higher language proficiency.

Schumann (1976) found that Chicano children are more motivated to learn a

second language if they do not perceive this learning process as alienation from
their own culture. If a child belongs to a family whose integration pattern is
preservation of the native language and culture rather than assimilation or accul-
turation, the child may be less motivated to acquire the second language. There
may be less impetus for a cultural group to assimilate or acculturate if that group
has its own community in the 'foreign country', or if the duratior of residence in
the foreign country is short.

Not only is the individual's attitude toward the target culture important, but
the perceived positive or negative relationship between two cultures influences
second language acquisition. Schumann (1976) hypothesized that the greater the
social distance between the two cultures, the greater the difficulty the second
language learner will have in learning the target language, and conversely, the
smaller the social distance, the better will be the language learning situation.
Social distance is determined in part by the relative status of two cultures. Two
cultures that arc politically, culturally, and technically equal in status have less
social distance than two cultures whose relationship is characterized by domi-
nance or subordination. In addition, there is less social distance if the cultures of
the two groups are congruent.

A child motivated to learn a second language still needs certain social skills
to facilitate his or her ability to establish and maintain contact with speakers of
the target language. Wong-Fillmore (1976) and Wong-Fillmore and Valadez
(1986) suggest that individual differences in the social skills of the child influence
the rate of second language acquisition. Second language learners who seem most
successfUl employ specific social strategies:

1 Join a group and act as if you understand what's going on even if you
don't. The learners must initiate interactions and pretend to know what is
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going on. As a result they will be included in the conversations and
activities.

2 Give the impression with a few well chosen words that you can speak the
language. Children must be willing to use whatever language they have
and as a result, other children will keep trying to communicate with
them.

3 Count on your friends for help. The acquisition of language depends on
the participation of both the learner and someone who already speaks the
language the friend. The children's friends helped in several ways.
They showed faith in the learner's ability to learn the language, and by
including the learner in their activities they made a real effort to under-
stand what the learner was saying. They also provided the learner with
natural linguistic input that he or she could understand.

Seliger (1977) has also demonstrated that high-input generators are the most
successful L2 learners. High-input generators are learners who place themselves
in situations in which they are exposed to the target language and are willing to
use it for Communication. TherefOre they receive the necessary input as well as
the opportunity for practice.

In summary, children acquire a second language naturally. Although the
underlying cognitive processes used by children in acquiring a second language
may be similar in all children, sociai factors in social skills and the social climate
do seem to influence directly and significantly second language acquisition. For
Chicano language minority students, a schooling context which promotes 1. 1 and
provides the opportunity for I 2 interaction is most likely to achieve successful L2
acquisition.

Sununary

From the above review of second language acquisition theory and research.
'Fecond language' acquisition:

1 has been characterized as related and not related to acquisition of L 1
linguistic structures;

2 has been related to specific rules of discourse;
3 nmy be influenced by the motivation to learn a second language; and,
4 has been related to social factors.

Hammerly (1985) has also suggested that it is useful to indicate what second
language acquisition is not:

an intellectual exercise in involving the understanding and memorization
of gram niar;

2 translation;
3 memorization if sentences;
4 mechanical conditioning; and/or,
5 applying abstract rules.
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Our understanding of second language acquisition requires cognizance of
similar interrelationship identified in this chapter when discussing the nature of
bilingualism. Each phenomenon has been 'diagnosed' as dependent on L1-L2
crosslinguistic effects in combination with the social aspects of language use and
the psychological/cognitive processes which serve and guide learning. Certain
theoretical emphases and contradictions discussed in this chapter continue to
remind us that our understanding of second language acquisition remains in-
complete. This is not co suggest that little is known. The above discussion has
presented a large body of research and various sophisticated conceptualizations
(theories) to guide our understanding of this phenomenon.

From Bilingual Education to Language Minority Education

The debate regarding the education of Chicano students in the United States has
centered on the instructional use of the two languages of the bilingual student.
With regard to the schooling process, the broader issue has been the effective
instruction of a growing population of ethnic minority students who do not
speak English and therefore are considered candidates for special educational
programming that takes into consideration this language difference. Discussion
of this issue has included cross-disciplinary dialogues involving psychology,
linguistics, sociology, politics, and education (for a more thorough discussion of
these issues see August and Garcia, 1988; Baker and de Kanter, 1983; Cummins,
1979; (;arcia, 1983; Hakuta and Gould. 1987; Rossell and Ross, 1986: Troike,
1981; and Willig. 1985). The central theme of these discussions has to do with the
specific instructional role of the native language. At one extreme of this discus-
sion, the utilization of the native language is recommended for a significant part
of the non-English-speaking student's elementary school years, from 4-6 years,
with a.concern for native language communicative and academic 'mastery' prior
to immersion into the English curriculum (Wong-Fillmore and Valadez, 1986).
At the other extreme, immersion into an English curriculum is recommended
early as early as preschool with minimal use of the native language and a
concern for English language 'leveling' by instructional staff to facilitate under-
standing on behalf of the limited-English-speaking student (Rossel and Ross.
1)86).

Each of these disparate approaches argues that the result of its implementa-
tion brings psychological, linguistic, social, political and educational benefits. The
'native language' approach suggests that competencies in the native language,
particularly as they relate to academic learning, provide important psychological
and linguistic foundations for second language learning and academic learning in
general that is, 'you really only learn to read once'. Native language instruc-
tion builds on social and cultural experiences and serves to politically empower
students in communities that have been historically excluded from meaningful
participation in majority educational institutions. The 'immersion' approach sug-
gests that the sooner a child receives instruction in English the more likely that
student will actpiire English proficient y 'inure dine on task, better profi-
ciency'. English proficiency will in turn mitigate against educational failure,
social separation and segregation. and, ultimate economic disparity.

As this discussion has unfolded, it is clear that the education of students who
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come to our schools speaking a language other than English has received con-
siderable research, policy and practice attention in the last two decades. The
Departments of Education, Health and Human Services as well as private foun-
dations have supported specific demographic studies and instructional research
related to this population of students, preschool through college. The United
States Congress has authorized legislation targeted directly at these students on
five separate occasions (1968, 1974, 1978, 1984, and 1987) while numerous states
have enacted legislation and developed explicit program guidelines. Moreover.
Federal District Courts and the US Court have concluded ar'Judication proceed-
ings that directly influence the educational treatment of language minority
students. This significant attention has allowed answers to some questions of
importance that were unanswerable less than a decade ago. The following
discussion will highlight these questions in light of emerging information
regarding Chicano language minority students.

Ulu) Are These Students?

As one searches for a comprehensive definition of the `language minority' stu-
dent, a continuum of definitional attempts unfold. At one end of the continuum
are general definitions such as 'students who conic from homes in which a
language other than English is spoken'. At the other end of that continuum are
highly operationalized definitions, `students scored above the first quartile on a
standardized test of English language proficiency'. Regardless of the definition
adopted. it is apparent that these students come in a variety of linguistic shapes
and forms. The language minority population in the United States continues to
he linguistically heterogeneous with over 100 distinct language groups identified.
For example, some Chicanos are monolingual Spanish speakers while others arc
to sonic degree bilingual. Other non-English-speaking minority groups in the
Unites States arc similarly heterogeneous. Not inconsequential is the related
cultui al attributes of this population of students, making this population not only
linguistically distinct but also culturally distinct.

Describing the 'typical' Chicano language minority studentis you may
have already surmised, is highly probh inane. However, put simply, we might
agree that the student is one: (a) who is characterized by substantive participation
in a non-English-speaking Chicano social environment, (b) who has acquired the
normal communicative abilities of that social environment, and, (c) who is
exposed to a substantive English-speaking environment, more than likely for the
first time, during the formal schooling process. Estimates of the number of
language minority students have been compiled by the federal government on
several ot casions (Development Associates, 1984; O'Malley, 1981). These esti-
mates ditier because of the definition adopted for identifying these students, the
particular measure utilized to obtain the estimate, and the statistical treatment
utilized to generalize beyond the actual sample obtained. For example, O'Malley
(1981) defined the language minority student population by utilizing a specific
(moll score on an English language proficiency test administered to a stratified
sample of students. Devdopment Associates (1984) estimated the population by
utilizing reports from a stratified sample of local school districts. Therefore,
estimates of language minority students have ranged between 1,300,000

107



Chicano School Failure and Success

(Development Associates, 1984) to 3.600,000 (O'Malley, 1981) with the follow-
ing attributes:

The total number of language minority children, ages 5-14, in 1976
approximated 2.52 million, with a projected increase fo 3.40 million in
the year 2000 (Waggoner, 1984). In. 1983, this population was more
conservatively estimated to be 1.29 million (Development Associates,
1984). Recall that this divergence in estimates reflects the procedures used
to obtain language minority 'counts' and estimates.
The majority of these children reside throughout the United States, but
with distinct geographical clustering. For example, about 62 per cent
of language minority children are Chicano students found in Arizona,
Colorado, California, New Mexico. and Texas (Development Associates,
1984; O'Malley. 1981; Waggoner, 1984).

3 01 the estimated number of language minority children in 1978, 72 per
cent were of Spanish language background, 22 per cent other European
languages, 5 per cent Asians, and 1 per cent American Indian. However,
such distributions will change due to differential growth rates, and by the
year 2000, the proportion of Spanish language background children is
projected to be about 77 per cent of the total (O'Malley, 1981). Estimates
by Development Associates (1984) for students in grades K-6 indicate
that 76 per cent are Spanish language background; 8 per cent Southeast
Asian (Vietnanu..se. Cambodian, Hmong. etc.); 5 per cent other Euro-
pean; 5 per cent East Asian (Chinese, Korean. etc.); and. 5 per cent other
(Arabic. Navaho, etc.).

4 For the national school districts sampled in the nineteen most highly
impacted states utilized by Development Associates (1984). 17 per cent of
the total K-6 student population was estimated as language minority in
these states.

Regardless of differing estimates1 significant number of students from
language backgrounds other than English are served by US schools. Moreover,
this population is expected to increase steadily in the future. The challenge these
students present to US educational institutions will continue to increase con-
comitantly.

II 'hat Types of Educational Programs Serve These Students?

For a school distil( staff with language minority students there are manv pos-
sible progi am options: 'transitional bilingual education', 'maintenance bilingual
education English-as-a-second-language', 'im mersion'. 'sheltered English',
'submersion', etc. (Government Accounting Office, 1987). Ultimately, staff will
reject program labels and instead answer the following questions (August and
Garcia, 1988):

1 08

1 What arc die Ilan% e language (1_.1) and second language (I_.2) characteris-
tics of the students, families and communio, (ies) we serve?
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What model of instruction is desired?
(a) How do we choose to utilize LI and L2 as mediums of instruction?
(b) How do we choose to handle the instruction of Ll and L2?

3 What is the nature of staff and resources necessary to implement the
desired instruction?

These program initiatives can be differentiated by the way they. utilize the
native language and English during instruction. A recent report by Development
Associates (1984) surveyed 333 school districts in the nineteen states that served
over 80 per cent of language minority students in the United States. For grades
K-5, they report the following salient features regarding the use of language(s)
during the instruction of language minority students:

Ninety-three per cent of the schools reported that the use of English
predominated in their programs; conversely, 7 per cent indicated that the
use of the native language predominated.
Sixty per cent of the sampled schools reported that both the native
language and English were utilized during instruction.

3 Thirty per cent of the sampled schools reported minimal or no use of the
native language during instruction.

Two-thirds of these schools have chosen to utilize sonic form of bilingual
curriculum to serve this population of students. One-third of these schools
minimize or altogether ignore native language use in their instruction of language
minority students. Recall that sonic two-thirds to three-fourths of language
minority students in this country are of Spanish-speaking backgrounds. Pro-
grams which serve these students have been characterized primarily as 'Bilingual
Transitional Education'. These programs call for the transition of these students
from early-grade. Spanish-emphasis instruction to later-grade. English-emphasis
instruction, and, eventually to English-only instruction.

Recent research in transition-type schools suggests that language minority
students can be served effectively. These effective schools are organized to de-
clop educational structures and processes that take into consideration both the

broader aspects of effective schools reported for English-speaking students (Pur-
key and Smith. 1983) as well as specific attributes relevant to language minority
students (Carter and Chattield, 1986; Garcia, 1988; Tikunoll. 1983). Of particular
importance has been the positive effect of intensive instructical in the native
language that focuses on literacy development (Wong-Fillnmr: and Valadez,
1986). Hakuta and Gould (1987) and Hudelson (1987) maMtain that skills and
concepts learned in the native language provide a 'scaffold for cquisition of nev
knowledge in the second language.

For the one-third of the students receiving little or no instruction in the
native language. two alternative types of instructional approaches likely pre-
dominate: ESL and immersion. Each of these program types depends on the
primary utilization of English during instruction but does not ignore die fact that
the students served are limited ni English profit iency. I lowever, these programs
do not require instructional personnel v ho speak the native language of die
student. Moteo cr. these programs are suited to classrooms in which there is no
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substantial number of students from one non-Enghsh-speaking group, but in-
stead may have a heterogeneous non-English background student population
(Ovando and Collier, 1985).

Both ESL and immersion programs have been particularly influenced by
recent theoretical developments regarding the instruction of a second language
(Chamot and O'Malley, 1986; Krashen, 1984). These developments have sug-
gested that effective second language learning is best accomplished under condi-
tions that simulate natural communicative interactions and minimize the formal
instruction of linguistic structures, e.g., memorization drills, learning gramma-
tical rules, etc. Although ESL programs continue to involve 'pull-out' sessions in
which students are removed from the regular classroom to spend time on con-
centrated language learning activities with specially trained educational staff, the
recent theoretical and practice consensus is that such language learning experi-
ences should be communicative and centered around academic content areas
(Chamot and O'Malley, 1986).

School district staff have been creative in developing a wide range of lan-
guage minority student programs. They have answered the above questions
differentially for: (a) different language groups (Spanish, Vietnamese, Chinese,
etc.), (b) different grade levels within a school, (c) different sub-groups of
language minority students within a classroom, and even different levels of
language proficiency. The result has been a broad and at times perplexing variety
of program models.

11'hat Federal and State Policies Have Been Generated%

The immediately preceding discussion has attempted to lay a tbundation for
understanding who the Chicano language minority student is and bow that
student has been served. This discussion turns now to educational policy:
first, federal legislative and legal initiativesmd second, state initiatives.

Federal Lcqislative

The United States Congress set a minimum standard for the education of lan-
guage minority students in public educational institutions in its passage of Title
VI of the Civil Rights Act of 1964 prohibiting discrimination by educational
institutions on '.he basis of race, color, sex or national origin anti by subsequent
Equal Educati.mal Opportunity Act of 1974 (EEOA). The EEOA was an effort
by t:ongress to specifically define what constitutes a denial of constitutionally
guaranteed equal educational opportunity. The EEOA provides in part:

No state shall deny equal educational opportunities to an individual on
account of his or her race, color, sex, or national origin. by ... the
failure by an educational ..s.:ncy to take appropriate action to overcome
language barriers that impede equal participation by students in its
instrm tional programs. 2 0 USC ss 1703(0.
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This statute does not mandate specific education treatment, but it does require
public educational agencies to sustain programs to meet the language needs of
their student t.

The Congress of the United States on five occasions (1968, 1974, 1978, 1984,
and 1987) has passed specific legislation related to the education of language
minority students. The Bilingual Education Act (BEA) of 1968 was intended as a
demonstration program designed to meet the educational needs of low-income
limited-English-speaking children. Grants were awarded to local educational
agencies. institutions of higher education, or regional research facilities to: (a)

develop and operate bilingual education programs, native history and culture
programs, early childhood education programs, adult education programs, and
programs to train bilingual aides; (b) make efforts to attract and retain as
teachers, individuals from non-English-speaking backgrounds; (c) establish co-
operation between the home and the school.

Four major reauthorizations of the BEA have occurred since 1968 in 1974,
1978, 1984 and 1987. As a consequence of the 1974 Amendments (Public
Law 93-380), a bilingual education program was defined for the first time as
'instruction given in. and study of English and to the extent necessary to allow a
child to progress effectively through the education system, the native language'
(Schneider, 1976, p. 146). The goal of bilingual education continued to be a
transition to English rather than maintenance of the native language. Children no
longer had to be low-income to participate. New programs were funded, includ
Mg a graduate fellowship program for study in the field of training teachers for
bilingual educational programs, and a program for the development, assessment.
and dissemination of classroom materials.

In the Bilingual Education Amendments of 1978 (Public Law 95-561),
program eligibility was expanded to include students with hnutec!-English
academic proficiency as well as students with limited-English-speaking ability.
Parents were given a greater role in pi-6gram planning and operation. Teachers
were required to be proficient in both English and in the native language of the
children in the program. Grant recipients were required to demonstrate how they
would continue the program when federal funds were withdrawn.

The Bilingual Education Act of 1984 created new program options including
special alternative instructional programs that did not require use ol the child's
native language. These program alternatives were expanded in 1987. State and
local agency program staff were required to collect data, to identify the population
served and describe program effectiveness. Over one billion federal dollars have
been appropriated through Title VII legislation for educational activities (pro-
gram development, program implementation, professional training, and research)
for language minority students. In addition, other congressional appropriations
(e.g., Vocational Education. ( :hapter I, etc.) explicidy target language minority
students.

redepal Leai

rhe 1974 United States :supreme Court decision in Lau v. Ni(hob (44 US 563) is
the landmark statement of the rights of language minority students indicating
that limited-English-proficient students must be provided with language supp6rt:
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Tjher;: is no equality of treatment merely by providing students with
the same facilities; textbooks, teachers, and curriculum: for students
who do not understand English are effectively foreclosed from any
meaningful discourse.

Basic English skills are at the very core of what these public schools
teach. Imposition of a requirement that, before a child can effectively
participate in the education program he must already have acquired
those basic skills is to Make a mockery of public education. We know
that those who do not understand English are certain to find their
classroom experiences wholly incomprehensible and in no way
meaningfril (Lan v. Nichols, 44 US 563, p. 17).

The fifth Circuit Castaneda V. Pkkard (1981) court set three requirements that
constitute an appropriate program for language minority students:

1 The theory must be based on a sound educational theory.
2 The program must be 'reasonably calculated to implement effectively'

the chosen theory.
The program must produce results in a reasonable time.

The courts have also required appropriate action to overcome language
barriers. 'Measures which will actually overcome the problem', are called for by
the S n. Texas (506 F. Supp. at 43), or 'results indicating that the language
barriers confronting students are actually being overcome' arc mandated by the
Cactaneda court (628 F. 2nd at 1010). Therefore, local school districts and state
education agencies have a burden to assess the effectiveness of special language
programs on an ongoing basis. Other court decisions have delineated staff proles-
sitmal training attributes and the particular role of standardi7ed tests.

State lifinatwes

Through state legislation, twelve states named mandate special educational ser-
vices for language minority students, twelve states permit these services, and one
state prohibits them. Twenty-six states have no legislation that directly addresses
language minority students.

State program policy for language minority students can be charactenied as
foliose s:

112

I Implementing instructional programs that allow or require instruction in
a language other than English (17 states).

2 Establishing spec tal qualifications for the certification of professional in-
structional stall (15 states).

3 Providini.; school districts supplementary funds in support of educational
programs (15 states).

4 Mandating a cultural component (15 states).
5 Requiring parental consent for enrollment of students (II states).
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Eight states (Arizona, California, Colorado, Illinois, Indiana, Massachusetts,
Rhode Island, and Texas) impose all of the above requirements concurrently.
Such a pattern suggests continued attention by states to issues related to language
minority students (see Angust and Garcia, 1988, for details).

General Policy and Practice Implications for Education

The previous discussions of bilingual acquisition and second language acquisition
have attempted to highlight important data and theory that serve to provide an
understanding of these phenomena. These same data and theory, however, have
influenced the educational treatment of Chicano language minority students. As
indicated previously, the knowledge based on this area continues to expand, but
is in no way to be considered complete or overly comprehensive. In addition, it
would be an error to conclude that the data and theory emerged have been a
primary factor in determining the educational treatment of language minority
students. It does seem appropriate, however, to identify in the present discussion
possible program and policy implications derived from research and theory as
highlighted by our own discussion and that of Hakuta and Snow (1986), August
and Garcia (1988) and Hakuta and Garcia (1989).

1 One major goal of Chicano language minority education should be the
development of the full repertoire of linguistic skills in English, in prepa-
ration for participation in mainstream classes.

2 Time spent learning the native language is not time lost in developing
English. Children can become fluent in a second language without losing
the first language, and can maintain the first language without retarding
the development of the second language.

3 There is no cognitive cost to the development of bilingualism in children;
very possibly bilingualism enhances children's thinking skills.

4 Language minority education programs for Chicanos should have the
flexibility of adjusting to individual and cultural differences among chil-
dren. Furthermore, educators should develop the expectation that it is
not abnormal for some students to need instruction in two languages tbr
relatively long periods of time.

5 Educators should expect that young children will take several years to
learn second language to a level like that of a native speaker. At the
same time, they should not have lower expectations of older learners,
who can typically learn languages quite quickly.

6 Particularly for children who on other grounds are at risk for reading
fiiltmi e, reading should be taught in the native language. Reading skills

quircd in the native language will transfer readily and quickly to
Lnglish, and will result in higher ultimate reading achievement in
English.

7 A major problem for minority-group children is that young English-
speak ing children share the negative stereotypes of their parents and the
society at large. Any action that upgrades the status of the minority child
and his language c ontributes to the child's opportunities for friendship
with n,dive English-speaking children.
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In summary, theoretical (and to some extent, research) support can be
identified fbr educational interventions that choose to utilize language in a variety
of distinct ways within an educational program for language minority students. It
seems necessary to conclude that the present state of research and theory with
respect to the language and the education of Chicano language minority students
does allow for some specific conclusions. Of course, it is recommended that
educational professionals in their quest to intervene for betterment of Chicano
students, carefully scrutinize relevant theory and research and utilize that analysis
to design, implerneit and evaluate interventions of significance to their particular
educational circumstances. It is fair to request from such designers and im-
plementers to provide a clear theoretical and research foundation, one which can
in turn receive tlie necessary careful scrutiny.
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Chapter 5

Promoting School Success for
Chicanos: The View from Inside the
Bilingual Classroom

Barbara J. Merino

The Hispanic population varies along several dimensions that can have clear
implications tbr its rate of success in school. Although the majority of the
Hispanic population is Mexican in origin, many come from Puerto Rico, Cuba,
and Central or South America (US Bureau of the Census, 1982). For each group,
there has been a somewhat different tradition of immigration. For many Mex-
icans and Puerto Ricans, immigration is viewed as temporary. For others (e.g.,
Cubans), immigration is seen as a necessary, permanent step. Hispanics also
differ by level of education in the home country. Many Mexican immigrants
come from rural backgrounds, with low levels of education in Mexico; Cubans
and to a lesser degree Central Americans have typically had higher levels of
education. Many Hispanics in the US have lived there for generations. Although
some Hispanics speak English fluently when they arrive in school, the unifying
characteristic for most is the Spanish language. Eleven million of the close to 15
million Hispanics counted by the 1980 census reported speaking Spanish at home
(Lopez, 1982). Most (93 per cent) of Hispanic adults report that Spanish was their
primary language when they grew up (US Bureau of the Census, 1982) and only
14 per cent of all Hispanics in the United States report having an English
language background (Brown, Rosen, Hill and Olivas, 1980).

The purpose of this chapter is to describe the nature of education for
Hispanics of Mexican origin (i.e , Chicanos), as seen from inside the classroom
and to outline successful and unsuccessful approaches as well as to propose a
research agenda for the future. Almost all of this existing research focuses on
the Chicano as a second language learner. First, I will briefly discuss program-
matic alternatives for instruction. Second. I will focus on research about how
classrooms function with respect to bilingual and second language instruction.
Finally. I will explore the relation of the classroom process to schools and their
communities and conclude with the implications of classroom process research
for other researchers and policy makers.
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Programmatic Alternatives for Instruction:
Bilingual Education and Structured Immersion

In North America, two principal program models have been used in designing
instruction for children learning a second language: structured immersion and
bilingual education. For many researchers, both of these models constitute varia-
tions on bilingual education, broadly defined as

schooling provided fully or partly in the second language with the object
of making students proficient in the second language while, at the same
time, maintaining and developing their proficiency in the first language
and fully guaranteeing their educational development. (Stern, 1975, p. 1)

In the United States, however, bilingual education has been legally defined as

the use of two languages, one of which is English, as mediums of
instruction for the same pupil population in a well organized program
which encompasses part or all of the curriculum and includes the study
of the history and culture associated with the mother tongue. (Bratt-
Paulston, 1980, p. 8)

In operational terms, structured immersion as implemented in Canada to service
the needs of English speakers learning French, conforms most to the first defini-
tion. Instruction often begins in the second language, with a gradual introduction
of the first around the second or third grade (Lambert and Tucker, 1972). Many
variations, however, of the model operate in the Canadian context and some
programs, sometimes labelled partial immersion, use both languages as mediums
of instruction (Swain, 1984).

In the United States, a wide variety of program models also operate. The
most common approach, however, is to provide some instruction in both lan-
guages from the beginning, with a much quicker transition to instruction wholly
in the second language in the later years of schooling. While these definitions
very broadly outline the framework in which these programs operate, they do
little to concretely operationalize how languages are actually used inside the
classroom. In fact, there is wide consensus among practitioners and researchers of
bilingual education in the United States that in practice these programs are best
defined administratively in fiscal terms. That is, they are seen as programs that
receive a certain type of funding, because many seldom, if ever, use the primary
language of the children they serve (Wong-Fillmore, Ammon, McLaughlin and
Ammon, 1983). Moreover, even within bilingual programs that actually use two
languages the distribution patterns may vary a great deal (Legarreta, 1977).
Recentlyin imerest has developed in adopting the structured immersion Cana-
dian model in implementing instruction for language minority students in the
United States (Genesee, 1985; Pena-Hughes and Solis, 1982). In the implementa-
tion of this model, however. US policy makers have not generally envisioned a
systematic efThrt to continue development of first language skills as in the
Canadian model, with a resurgence of instruction in the first language (LI) after
the second or third year of schooling. -Rather, the US model of structured
immersion is perceived as early instruction in the second language (L2), English,
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with some allowance for instruction in the primary language in the beginning but
no instruction after the first few years (Baker and de Kanter, 1981). For this
reason, and for others most notably the dramatically different social context in
which the US and Canadian models operate many educators in the United
States have questioned the viability of this model for the education of language
minority students in the United Sates (Hernandez-Chavez, 1984).

Classroom Process Studies

Applied research on bilingual education has shown mixed effects for its effective-
ness, although a recent meta-analysis of the most robust evaluation studies
showed small but positive effects for bilingual education (Willig, 1985). More-
over, so-called primary research (i.e., research that tests the underlying assump-
tions about bilingual education, such as transfer of learning) clearly supports the
viability of bilingual education (Hakuta and Snow, 1986). Structured immersion
as an educational alternative has not been studied systematically in the United
States, although a five-year study comparing structured immersion and early,
late-exit bilingual programs is currently in its final phase (Ramirez, Wolfson,
Tallmadge and Merino, 1984). To date, very few studies on bilingual education
actually include observational data of program implementation in the classroom.
In fact, of the evaluation studies reviewed by Willig, only one (Legarreta, 1979)
collected classroom observation data on instruction.

In searching for effective program models for teaching language minority
children, recent research has turned away from simple comparisons of students'
achievement under different treatments. This shift has come from a rediscovery
of a truism in educational research that before program effects can be analyzed,
thc program treatment must be defined operationally and observed systematically
to insure that it is in place (Baker and de Kanter, 1981; Willig, 1985; Wong-
Fillmore and Valadez, 1986). Four principal approaches have been used in obser-
vational studies of language use in bilingual classrooms. Borrowing from the
research paradigms of the teacher effectiveness literature (Dunkin and Biddle,
1974), researchers have focused on: 1) a description of the process in which the
two languages are used with bilingual children (Schulz. 1975); 2) the relationship
of process to context, for example. distribution of language use in different
program models (Legarreta, 1977); 3) the relationship of process to process, for
example, how the use of certain behaviors by teachers (e.g., feedback) affect the
responses of students (Chaudron, 1977; Nystrom, 1983); 4) the relationship of
process to product, in -xhich effective teaching behaviors are identified in rela-
tionship to language use and their effect in promoting student achievement
(Legarreta, 1979: Politzer, 198n; Ramirez and Stromquist, 1979).

A variety of approaches for data collection have been used in these studies.
One approach, borrowing from the tradition of teacher effectiveness studies,
(Dunkin and Biddle, 19741. relies on quantifying classroom behavior through the
tallying of relevant behaHor,. A large number of classroom observation instru-
ments ILIVO been developed to record classroom process in second language
lassrooms. Long (1W3) and Chaudron (1988) provide useful syntheses of these

instruments ,uid their assumptions. l'able 5.1 illustrates sonic of the principal
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Table 5 I Classification of instniments to study classroom interaction in Chicanos

Authors
Type of recording Recording

procedure technique Focus and sample item

egarreta. 1977 Sign Real time Pedagogical. affective, 'teacher
warms'

US Commission Sign Rea: time Pedagogical, affective, cognitive,
on Civil Rights, 1973 'teacher uses student ideas'

Laosa. 1979 Sign Real time Affective; student focus
types of feedback; 'teacher
disapproves'

Politzer. 1980 Category Video Pedagogical, 'questioning-guided
response'

Hernandez, 1983 Category Video Discourse; 'opening moves'
Schinke Llano. 1983 Sign Audio Pedagogical; 'instructional,

managerial, disciplinary'
Ramirez, Yuen. Category Audio Pedagogical, 'procedural

Ramey and Merino, explanation'
1986

Ramirez and Merino, Sign Real time Pedagogical, 'referential
1986 questions'

Wong-Fillmore, Ammon, Rating Audio Pedagogical, affective, 'teacher
McLaughlin and asks questions that require
Ammon. 1983 extended response'

Hoover. Calfee, Sign Real time Pedagogical, content;
Mace-Matluck, 1984a 'instructional focus-letter sound

unit'

approaches used in this type of classroom research. Basically, these instruments
differ in terms of their unit of analyses: (1) an arbitrary time unit (three seconds
and so on)ilso known as a sign system, (2) or an analytical unit (an exchange, a
move), also labelled a category system. A sign system records a behavior if it
occurs within a specified fime period. Thus for example, Legarreta (1977) re-
corded classroom behavior every three seconds, noting the language being used,
who was talking, who was being addressed, and the pedagogical function of
the utterance. commandhig and so on. In a category system, every behayior is
classified. Thus, Politzer (1980) and his associates Ramirez and Stromquist (1979)
and Merino. Politzer and Ramirez (1979) classified every behavior as it occurred
according to a system that generated categories based on teacher effectiveness
research and L2 acquisition theory. Using videotapes of structured lessons,
teacher and student behaviors were classified into one of sixteen categories. The
principal advantage of a category system is that it is more likely to record every
behavior that occurs. It tends, however, to overemphasize those behaviors that
are very frequent and of short duration. The principal advantage of a sign system
is that it should be more representative of the different types of behaviors that
occur. A sign system, however, assumes that the amount of time a behavior is in
place is important and is thus more likely to miss a very rare type of behavior
that may have a lot of influence simply because it is appropriate. For example, the
author onc c observed a limited-English-proficient 9-year-old child say, 'Oh,
now I get it', after hearing a teacher's explanation of the plural system in English.
This kind of event is rare and some observation systems might tally it very
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simplisticall y as a student initiation or student comment, when in fact it reveals that
for this child that teacher's grammatical explanation was very relevant.

An intrinsic weakness of these systems is that the behaviors observed tend
to be 'low inference', that is behaviors that are readily identified and thus more
likely to yield high interrater reliabilities. Another disadvantage is that the
systems tend to be formulated on the basis of theoretical constructs het ' by the
researcher. These may or may not be relevant and tend to ignore the participants'
perceptions of events. An approach that addresses these concerns is the use of
ethnography where an individual classroom is studied in detail and over long
periods of time by a participant/observer (Trueba and Wright, 1981; van Lier,
1988). This approach has generated fundamental reanalyses of classroom dis-
course, particularly among minority populations. For example, Phillips (1972)
studying Warm Springs Indians has shown that the native AMerican students
had different rates of participation in classroom discourse because they were
operating under a different set of rules than were the Anglo teachers. Self
nomination in a large group, when the teacher was leading the discussion, was
simply inappropriate behavior, which violated community mores for partici-
pation in large group discussion. An inherent disadvantage of ethnographic
research, however, is one of selection. The process by which the ethnographer
selects what is reported is not always well articulated and may lead to a bias for
the researcher's preconceived assumptions about what is going on.

Process Studies

Studies that focus on describing classroom dynamics have been termed 'process'
studies. Much of the early work on observation of bilingual classrooms used a
case study approach in which language use was simply described in one class-
room or program. For example, Mackey (1972) described language use patterns in
the John F. Kennedy School in Berlin. In this prestigious, private school the ratio of
native German and English speakers was closely monitored, and bilingual teachers
were allowed to switch back and forth from English and German as they saw it
necessary to facilitate instruction. This approach labelled 'concurrent translation'
was found to bc highly effective in promoting balanced bilingualism and high levels
of achievement. This approach served as the model of preference in bilingual
programs in the United States. It soon became apparent, however, that this
approach was not so successful in the context of public schools, with children from
families with few resources. Moreover, in United States public schools it has not
been possible to ensure a minimal proficiency in the teachers, and the numbers of
children from each language group vary greatly from year to year. Schulz (1975),
studying a bilingual classroom in Boston through an ethnographic approach, found
that teachers tended to favor she use of English, using Spanish principally to control
behavior. Students and teachers perceived that it was better not to use Spanish, and
most complex academic instruction was conducted in English. Furthermore, some
studies have shown that III fact, when using a concurrent approach, students
sometimes tune out the teacher when their primary language is not being used
(Wong-Fillmore et al., 1983). This type of research is partiodarly effective m
identifying further lines of inquir y for later more controlled studies, where specified
systems of language use might be manipulated.

12.3
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Table 5.2 Language of instruct.Jn. process/context studies

Study Grade N (teachers) Context Results

Legarreta, 1977 K 5 teachers Bilingual L1 use ranged from 16-47%,
(4 concurrent 1 alternate day teacher
1 alternate achieved 50%
day)

Schulz, 1975 K 1 70% English; 30% Spanish
Ramirez, Yuen, K-3rd 13 K Bi EE Imm Imm = 93-100% English

Ramey and Merino, 11 Gr 1 Bi EE Imm LE K = 66% L1
1986 7 K LE Bi EE K = 36% L1

11 Gr 3 LE Bi
Ramirez and Merino, I st/2nd 37 Immersion Imm = 98% English

in press Early EE Bi = 680/c English in Gr 1

75% English in Gr 2
LE Bi = 22% English in Gr. 1

41% English in Gr 2
Strong, 1986 3rd and 10 Bilingual v. Bi = 47% English; 6% Spanish

5th 10 submersion Sub = 53% English
Nystrom, Jr and Bilingual Ll and L2 used equally in

Stringfield and Sr 3 both program settings
Miron, 1984 High 5 ESL

Fisher, et al., 1981; Elern 58 Elem Exemplary 60% English
Tikunoff and Vasquez- bilingual 20% L1
Feria, 1982 teachers 5% Mixed

Note. EE = Early Exit; LE - Late Exit, Bi = Bilingual; K = Kindergarten, Imm = Immersion
L I = Spanish; L2 = Engl.sh

Process/Context Studies

Studies that attempt to describe classroom process in relation to a particular
context, program models, curriculum area, and so on have been labelled
'processicontext' studies. The language of instruction that is the distribution
of language use in relationship to the program model was first studied
systematically by Legarreta (1977), who observed five bilingual kindergarten
classrooms in California in the early 1970s with a real time observation instru-
ment. She found that teachers using a concurrent translation model often favored
English with many of them speaking English 80 per cent of the time. When the
languages, however, were separated by day, with instruction provided in one
language one day and in the other the next (the so-called alternate day model
used by one teacher), the language use distribution was more nearly equal. It
should he noted that one teacher using the concurrent translation approach was
also able to effect a near equal distribution of languages. Table 5.2 gives an
overview of other studies which have investigated the patterns of language use in
bilingual classrooms.

Sapiens (1982), Strong (1983), and Nystrom, Stringfield, and Miron (1984)
represent documented examples of many practitioners' perceptions that the label
of the program does not guarantee the language of instruction. Sapiens (1982)
reported that although the high school civics teacher he observed used Spanish 45
per cent and English 55 per cent of the time, most instructional exchanges were
in English. The two studies conducted as part of the longitudinal national study
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to investigate immersion and early or late exit bilingual programs (Ramirez,
Yuen, Demay and Merino, 1986; Ramirez and Merino, in press) used sites in
which well articulated bilingual programs were under operation. Strong (1983),
on the other hand, studied a very small sample (N = 10) of both Spanish and
Chinese bilingual classrooms and does not report results separately by language
group. The supply of proficient bilingual Chinese teachers is even more limited
than for Spanish and this may have resulted in reduced expectations for how the
primary language can be used in the classroom. Moreover, he studied third and
fifth grade classrooms, w hich tend to reduce the amount of LI being used.
Finally, his method for data collection involved using three separate clocks, one
for each language and one for silence, while reviewing audio or videotapes.
Ramirez a al. (1986), however, also used audio, and they report 51 per cent use
of Spanish and 48 per cent of English for teachers at the third grade, in late-exit
bilingual programs and 52 per cent use of English and 47 per cent of Spanish for
students. Thus, while grade can clearly have an effect as shown by Ramirez et al.
(1986), it may be that the bilingual classrooms studied by Strong were simply less
committed to the use of LI. Nonetheless, it is clear that in the future, policy
ina'.ers and researchers cannot assume that the primary language of the studenls
is used unless this use is verified through classroom observation. It is worth
noting that in the national, longitudinal study of immersion and bilingual class-
rooms conducted under J.D. Ramirez' direction, it was the researchers who
insisted on including classroom observations as part of the design (see Table 5.2).

Regarding language of instruction and pedagogical function, it is of greater
interest, of course, to investigate not simply how much thc primary language is
used but how it is used. In several studies, the analysis of language use in different
program models has focused on the issue of specific functions. In most studies
the functions have been generated on the basis of second language acquisition or
teacher effectiveness research. Thus, Politzer (1980) focused on six kinds of
teacher functions: modeling, questioning, commanding, explaining, correcting,
and reinforcing. Reflecting the influence of Asher (1969), commanding and mod-
eling were coded with a variety of possible modalities: verbal, visuals, objects, or
physical response. Ramirez et al. (1986) used the same basic functions, although
they collapsed correcting and reinforcing to one category, labelling it 'feedback'.
Each one of these categories was then further sub-divided. Explanations, for
example, could focus on procedure, on concepts, on labels, or on rules. As can be
seen in Table 5.3, explaining, questioning, and commanding are the predominant
functions for teacher talk in several studies. Ramirez and Stromquist (1979)
report less incidence of explaining and a greater incidence of modeling. Ramirez
and Stromquist (1979) asked teachers to teach four lessons related to certain
granunatical concepts (e.g., the use of comparative adjectives). Thus, these

ssolls were possibly skewed to be more like traditional language lessons, with
greater use of modeling.

Program comparisons by function are possible in some of these studies.
Ramirez et a'. (1986) report no significant difference in function across programs
when teacher uv.erances are pooled across languages, although commanding
tinded to be mere prevalent a mong late-exit bdingual programs at kindergarten
I hese results echo findings from other comparisons of teacher behaviors across

programs in non-minority settings, where immersion programs have been com-
pared to monolingual classrooms in Canada (I-lamavan and Tucker, 1980). That
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Table 5 3 Teacher as focus functions of teacher talk

Study Grade Context N (teachers) Results

Legarreta, 1979 K Bilingual 5 Structuring and questioning
predominate

Ramirez. Yuen, K-3rd Bilingual + 72 Explanations are predominant in
Barney and Immersion al programs. Questioning and
Merino, 1986 classes commanding fluctuate in

second place.
Rami,ez and Merino, lst-2nd Bilingual 37 Immersion Questioning predominates in

in press Immersion 39 EE Immersion, EE and LE with
27 LE commanding second; behaviors

are comparable in bifingual
programs.

Ramirez and lst-3rd Bilingual 18 Modeling, explaining, and
Stromquist, 1979 questioning predominate but

vary in prominence by teacher.

Note EE = Early Exit, LE = Late Exit

Is, teachers in both program models tended to manipulate questioning, reinforce-
ment, and error correction in similar ways. These studies further suggest that
teacher classroom discourse, at least when analyzed broadly, tends to be similar
across program models in North American settings. Ramirez et al. (1986) coded
for four different kinds of explanations: procedures, concepts, labels, and rules.
The most common type of explanation was procedural (ranging between 57 per
cent to 65 per cent), followed by concept explanations, which constituted almost
a third of all explanations. Explanations of grammatical rules were very rare and
explanations tbr labels reached their highest level at first grade in both immersion
and early exit bilingual programs.

In one of the few studies of Chicanos in a high school bilingual program,
Milk (1980) observed teacher behavior in civic classes and found that elicitations
and mtbrmatives in a near even split accounted for almost half of the
teachers' discourse with student replies as the next most frequent behavior (19 per
cent). Thus the patterns of classroom talk with older Hispanic students appear to
display a similar trend to young students. Teacher talk dominates classroom
discourse at all levels. (See Table 5.4 for an overview.)

Proiess,Proie,, Studies

tqudies that have sought to establish how particular classroom behaviors affect
(dier classroom behaviors have been labelled 'process/process' studies. In this
tradition, researchers have investigated the nature of teachers' and students'
language use patterns in the classroom and how they may affect ea :II other. Cases
in point are Gales (1(>77) and Chaudron (1(>79) who found that teachers adjust
the complextts of their speech to IN stuticnts m the basis of the students' pro-

I Jolley and King (1971) reported that nicreasing the amount of wait
time when asking second language students a question, increased the number of
orreo recponces. I able 5.3 provides an overview of this research in relationship
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to Chicanos. First we will discuss research that explores classroom process in
relationship to the proficiency or ethnicity of the learner. Then, we will focus on
research that relates teacher behaviors to student output.

Schinke-Llano (1983) found that some teachers in elementary classrooms in
Illinois treat fluent English-speaking Anglo students and Hispanic limited-
English-proficient students differently, for example, addressing fewer academically
oriented utterances to the limited-English speakers. This differential pattern of
teacher interaction has also been documented in a large scale study of teacher
interaction with Chicano and Anglo students (US Commission on Civil Rights,
1973). Chicano students were addressed and praised less and their ideas were
incorporated into the discourse of the classroom less frequently. No data were
provided, however, on the language proficiency of the Chicano students. Laosa
(1979), however, investigated both ethnicity and proficiency and their effects on
teacher behaviors. He studied fourteen kindergarten and second-grade classrooms
and observed targeted sets of pupils who were matched on social educational
status but differed in ethnicity and proficiency. He found that these teachers were
not affected by the ethnicity of the students but did tend to direct greater
numbers of disapprovals to Chicano limited-English-proficient students.

Ramirez and Merino (in press) investigated the functions of teacher speech in
relationship to the language proficiency of the student groups in 103 first-grade
and second-grade classrooms in structured immersion, early- and late-exit bilin-
gual programs. Using a real time category system based on their earlier audio
sign system, they coded teacher utterances directed to limited-English-proficient
(LEP) students, fluent-English-proficient or English only students (FEPs/E0s) and
mixed groups. They then tabulated the percentage of behaviors that could be
classified in any of the following categories: explaining, questioning, comman-
ding, modeling, feedback, monitoring and other. Explaining and commanding
were the only two behaviors directed to LEPs that differed in their distribution
by program by a margin of at least 10 percentage points. In the first-grade
late-exit programs, teachers tended to command more, and explain less than in
the immersion and early-exit bilingual programs. This tendency to favor com-
manding also appeared more frequently in the behaviors directed to the FEP/E0
first-grade students in both early-exit and late-exit bilingual programs as well as
in first-grade students in mixed groups in the late-exit bilingual program. Im-
mersion students in mixed groups were also more likely to receive explanations
than students in the bilingual programs. Differences by program did not appear
at the second grade. Within programs, difThrences in explanations were also
noted. In all instances except in late, exit bilingual first-grade classrooms, explain-
ing was a more frequent behavior when teachers addressed mixed groups than
when they addressed LEPs or FEPs/E0s by themselves. Because the coding relied
on pragmatic protocol (that is, classification of a behavior was based on its
function and not simply surface structure), these diffrrences should not be due to
stylistic differences in English or Spanish nor in the teachers themselves.

The greater use of commands has been noted in teachers with large numbers
of working-class students (Wilcox, 1978). The large use of commands, however,
is also typu al of certain second language teaching methods such as the Total
Physical Response (Asher, 1969). The reasons teachers used a higher amount of
commands in the bilingual late-exit program may be conscious, based on peda-
gogical intent or unconscious. lii future research the processes by which teachers
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organize their behavior in the classroom should be investigated, using the techni-
ques of Shulman (1987) or ethnographers such as Trueba (1987) and van Lier
(1988).

It is clear that when addressing students of a mixed level of proficiency,
teachers provide greater numbers of explanations. Chaudron (1982) has investi-
gated the nature of these rxplanations in a second language context. He found
that teachers paraphrase as well as provide defmitions and examples to make their
explanations more meaningful to second language speakers. Explanations may be
especially necessary in immersion programs in which little Spanish is used.

These differences in patterns of behavior by program and by proficiency and
ethnicity of the student need to be further investigated.through more qualitative
approaches that use ethnographic techniques and discourse analyses. Carrasco
(1981) in an ethnographic study, has shown that even a well intentioned, bilin-
gual Chicana teacher had misdiagnosed and subsequently ignored a Spanish-
speaking child in her classroom. What factors contribute to the failure to select
certain students? How can teachers be trained to recognize inequities in the
distribution of student turns? Project EQUALS (Los Angeles Unified School
District, 1978) attempts to address some of these concerns by training teachers on
peer observation that focuses on allocation of turns. Teachers also need training
in providing a greater variety of formats for student response, addressing not
only the linguistic but also the cultural needs of the students.

In a second language context, researchers have dedicated considerable effort
to identifying how teachers in the classroom, and native speakers outside of it,
informally modify speech and interaction patterns when speaking to second
language speakers (see Chaudron, 1982, 1988 for reviews). Factors such as sim-
plicity and frequency have been investigated using a variety of approaches. Much
of this work, however, is still exploratory in nature. That is, most of this type
of research has been conducted mainly with adults in foreign language settings
where teachers are usually the only source of input and almost all studies are
cross-sectional, conducted at one point in time, rather than longitudinal.
Moreover, the aim of most of these studies has been to describe classroom
discourse in relationship to the context or the proficiency of the learner and not
so much to explore its consequences for students from different cultural

backgrounds.
Sonic studies have focused on the relationship of classroom variables in

second language & lassrooms as they affect student behaviors that are conceived as
precursors of eventual student achievement. Some of the behaviors that have
been investigated include: student engagement or on-task behavior (Nerenz and
Knop, 1982; Tikunoff and Vazquez-Faria, 1982). student perceptions of effective-
ness (Moskowitz, 1976; Omaggio, 1982), or student output as it is affected by
teacher behaviors, group structure, task characteristics or combinations of these
(Cathcart, 1986b; Ramirez and Merino, in press). The fimdamental importance of
these types of studies is that they strive to understand the process of teaching as it
proceeds rather than focusing on die product at the end of the process.

How teachers use the students' time, lmw successful they are at maintaining
students engaged with the academic curriculum, and the method of instruction
Are the three cornerstones that differentiate effective from ineffective teachers,
according to Medley's (1979) review of 289 empirical studies on teacher effective-

ness on mainstream classrooms in the United States. Research in second language
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classrooms v., ith student engagement as a focus is rare. Nerenz and Knop (1982),
in an exploratory study, discuss the data collection techniques for this type of
research, offering a few examples from a foreign language context. Tikunoff and
Vazquez-Faria (1982) using the construct of student engagement, studied fifty-
eight 'superior bilingual teachers at the elementary level in the United States.
These teachers were considered effective because: 1) they were nominated by
teachers, administrators, parents and students as superior teachers, and 2) they
were able to produce high rates of student engagement in their classrooms. The
instructional features shared by these classrooms were then identified to generate
a template of effective instruction in bilingual classrooms. As outlined by Garcia
(1986), the organizational features of effective instruction include: 1) students
being instructed as a single group or in small groups for nearly equal portions of
the school day; 2) the most common substructure activity consisting of two-
thirds of the students working directly with the teacher in a recitation activity; 3)
student work on academic tasks was independent 90 per cent of the time (and did
not require cooperative work). Successful teachers were described as successful
communicators. They could specify task outcomes clearly as well as the neces-
sary steps to complete them. They communicated high expectations for learning
and a belief in their own ability to teach. They were clear when giving directions
and presenting new information. They promoted student involvement by pacing
instruction, monitoring students' progress and expecting success.

The above features are not viewed as unique to bilingual settings. Features
that were unique to the bilingual setting included (Garcia, 1986): use of two
languages (English for 6(1 per cent of instruction and the native language by itself
or in combination with English 4(1 per cent of the time.); the use of 'integrative
activities' that develop second language skills as a by-product of instruction in a

contextualized task and instructional practices that took advantage of students'
cultural background. Home and community culture were incorporated through
1) using cultural referents to communicate instructions, 2) observing discourse
patterns of the native culture, and 3) respecting the values and norms of the
n,.tive culture. This study used ethnographic techniques in combination with
craditional approaches of classroom observation, thus complementing the
strengths of the two methodologies. It also shows, however, some of the weak-
nesses of the two traditions. Researchers are more likely to observe v tt they are
attuned to. Cooperative work and non-teacher-fronted tasks were rare in these
teuhers' classrooms. Yet, recent research on the role of learner talk (Swain, 1985)
and the positive influence of carefully designed group work (Cathcart, 1986b;
(:ohen, 1986) suggests that less direct control by the teacher may be particularly
effective in promoting second language acquisition. It may he that these teachers
are effi:ctive because they maintain student engagement and that in the instruc-
tional techniques available to teachers at the time of this study, the most preva-
lent approach to do so, was through tight teacher control. It would be a mistake,
however, to assume that tight teacher control is essential to more effective
W.1( hmg. We min now to a discussion of research which has investigated the role
.md promotion of learner talk and autonomy.

I he notion that learners will learn to speak by speaking much learners
of reading and writing improve those skills by using them has remerged in the
second language acquismon literature as proposed by Swain's (1983) theory of
'comprehensible output'. She propoces that when 'there has been a communica-
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tive breakdown' and learners arc pushed to deliver 'a message that is not only
conveyed, but that is conveyed precisely, coherently and appropriately ... [they

are pushedl beyond semantic processing to syntactic processing' (p. 19), and as a
consequence to greater levels of proficiency. Learners are most likely to experi-
ence this kind of pressure in interacting with native-speaking peers. As docu-
mentation for this hypothesis, she offers the failure of immersion programs in
Canada to produce learners who can compete with native speakers in speaking
proficiency. Students in Canadian immersion programs interact in a community
of speakers that accepts messages that are clear but not necessarily formally

correct.
What kinds of situational and teacher variables lead to high student verbal

output? Researchers have investigated this question from a variety of perspec-
tives. Cathcart (1986a, 1986b) sought to identify situations, speakers, and tasks
that lead to greater amount of student talk. Through the observation of small
numbers of targeted Spanish-speaking kindergarten children '(four in one study;
eight in the other) over the span of a school year, she found that there was a
greater number of student turns when talking to peers than when talking to
adults (even in informal situations). Learners were more likely to be pushed to
their limits of syntactic complexity by sonic tasks, for example, when complain-
ing at recess. Requests for action tended to vary in length and complexity
depending on the interlocutor and whether that task was in progress or under
negotiation (Cathcart, 1986b).

In a more teacher and classroom centered approach. Ramirez and Merino (in
press), sought to identify variables that lead to high student output in bilingual
and immersion classrooms. Using multiple regression techniques they found that
teacher explanations and presentations as well as teacher monitoring and seat-
work, resulted in lower student verbalization, while teacher referential questions,
drill, and academic content such as science and art resulted in higher student
output. Referential questions have been defined in opposition to display ques-
tions. Display questions are those in which the student is asked to display
previously learned information (e.g., 'What is two times two?'). Referential ques-
tions ask for new information (e.g., 'How are you feeling today?'). Referential
questions constituted about a third of all questions when pooled across English
and Spanish and tended to be most frequent in English (41 per cent) in the
early-exit bilingual program at the first grade. Long and Sato (1983) reported that
referential questions Were rare in the classroom discourse of six ESL lessons for
adults but in the majority (76 per cent) in intbrmal native to non-native speaker
conversations. This type of question is, by its very nature, communicative and
designed to elicit genuine information. It is not surprising then, that it should be
so successful in generating student verbalization.

It should be noted that student verbal output appears to be a behavior that is
highly influenced by cultural background and home discourse patterns. Philips

(1)72) found that among Warm Springs Indian children and adults in Oregon,

self nomination particularly in a large group is considered inappropriate.
Sato (1982) analyzed the number of self-selected turns in two adult ESL classes.
lic timnd that Asian studems (although in the ma)ority) initiated classroom

discourse less often than Latin Aineric.m, European and Middle Eastern stu-
dents. Differences in interaction patterns may also exist within Asian cultures.
Duff (1986) compared pairs of Chiiwse and Japanese students on a convergent
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task (problem solving) and a divergent task (a role-played debate). Students were
matched for sex, age, proficiency in English, class standing and length of resi-
dence in the United States. Chinese subjects dominated 66 per cent of the total
number of words and took over a significantly greater number of Japanese turns.
Although no cross-culturai research on turn taking is available on Chicanos,
there is an extensive literature on Chicano and Anglo dyads and cooperative-
competitive behaviors. Kagan (1986), in a synthesis of this research, documents a
preference for cooperative task structures among Chicano and Mexican children.
This preference was evident in all the Chicano students that he studied hut more
pronounced among rural. Mexican children. Research that explores patterns of
interaction, turn taking in different types of tasks, and the type of language
produced in these contexts needs to be conducted among Hispanics, from a
variety of backgrounds.

Finally, there is one very provocative ethnographic study on classroom peer
interaction, where Chicano learners were the focus, that offers insights about
how students perceive the world of the classroom. Delado-Gaitan (1987) studied
Chicano students at home and at school in a San Francisco Bay area community.
She found that the teachers' and students' perception of classroom process some-
times differed substantially. Thus, for example, while the teacher perceived as
'cheating' those students who offered assistance to other students while working
in a workbook, in the students' view this constituted a logical extension of
the cooperative behaviors that were expected at home. It is clear that with all
children, hut particularly when children of different cultures interact, it is essen-
tial to understand students' and vachers' perceptions of classroom dynamics and
their relationship to home patterns of socialization. It is unfortunate that there are
such few ethnographic studies of Chicanos interacting in the classroom process,
for this methodology can do much to enrich our understanding of why students
and teachers interact the way they do.

Process/Product Studies

Studies that seek to identify how particular classroo, t s affect the learn-
ing outcomes of students have been termed 'process proL.( t' . -tidies. The central
question in these studies is: What classroom pro, ;daily lead to higher
student achievement? Usually the outcome or product has been student achieve-
ment, defined as performance on standardized tests (Mace-Matluck. Hoover and
Calfee. 1984), oral tests of production and comprehension (RanUrez and Strom-
+list. 1979), or less frequently, accuracy in morpheme production (Hamayan and
Tucker, 198(1). More recently, the focus has been on comprehensibility as
measured by comprehension tests (Speidel. Tharp and Kobayashi, 1985) and
self--rating scales of understanding (Long, 1985). ln discussing these studies, it is
particularly important to consider the context and data collection procedures used
because these factors affect their generalizability. Two basic approaches have been
used. In one the focus is the learner; in the other the focus is the teacher
niterat wig with the learner. 1 he latter approat h has had a longer tradition and
will be discussed first. ( I able :3.5 provides an (INTrylew of studies conducted with
( int nus.)

eachers interacting with learners has been one area of research focus. In a
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Chicano School Failure and Success

study conducted under Politzer's direction, Ramirez and Stromquist (1979)
videotaped eighteen bilingual elementary classroom teachers teaching four ESL
lessons to limited-English-speaking Chicano students between first and third
grade. They sought to relate student gains to specific teacher behaviors. Included
among the behaviors that were strongly related to student gains in production
were: 1) requiring students to manipulate concrete objects following a teacher
command, 2) questioning students regarding information previously presented
by the teacher, 3) explaining the meaning of new words, 4) correcting students'
grammatical errors directly by providing the correct structure, and 5) varying the
type of teacher behaviors. Modeling and correction of pronunciation errors were
negatively related CO student gains. Multiple regression analyses showed that
explaining labels as well as overt correction of pupil errors significantly affected
performance in oral English production. These behaviors, as well as the pace of
the lessons as measured by the frequency of the utterances, significantly affected
comprehension. This study represents the first time that specific teacher be-
haviors were linked with student achievement in a bilingual setting in the United
States. It has been influential in supplying a methodological approach for subse-
quent studies. Because, however, it involved teaching pre-specified lessons on
particular grammatical points and not teaching in more naturalistic situations,
thus there are some limits to its generalizability to other contexts. Moreover, this
type of design only indicates that certain behaviors co-occur with achievement,
not that they cause it.

A more naturalistic study was conducted by Wong-Fillmore et al. (1983),
who looked at classroom processes in thirteen third- and four fourth-grade
classrooms in which a mixed group of Hispanic and Chinese limited-English
proficient students were enrolled. Half of the classrooms were defined as bilin-
gual. Classroom process was audio taped and ratings were made on a variety of
instructional features as well as teacher-student interactions. Although the use of
a rating system for coding classroom behaviors is difficult in a research context
because of issues of interrater reliability (Long, 1983), the use of audio tapes
somewhat mitigated these effects. In this study, growth in English language
development was affected by individual differences in the learner. Students who
started the treatment with no proficiency in English experienced the most growth
with teachers who promoted high levels of teacher and peer interaction. Class-
room processes differentially affected students from the two ethnic groups.
Hispanic students experienced the most growth in oral English production in
classrooms that provided many opportunities to interact with English-speaking
peers while Chinese background students fared best in classrooms in which
teachers directed instruction. Other classroom features important in promoting
growth included adjusting the complexity of language, encouraging student
participation, and highlighting English language structure while using it. It is
important to recall that the range of L I use in the bilingual classrooms studied

was very low, from to 22 per cent. Thus, this study more properly relates to
effective second language teaching techniques. It is an important investigation,
however. because it begins to explore the effectiveness of instruction among
different kinds of students. "This study, moreover, is also correlational. Future
research should niampulate teacher or peer centered teaching with other I lispanic
and Chinese background students to determine the exact nature of this effect.
Furthermore, if it is the case that Chinese background students participate in a
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more competitive manner in peer instruction (Duff, 1986), such a grouping
structure may require additional training in cooperative learning to be successful
with Chinese students.

The learner as focus is another tradition of research investigating classroom
process and learner outcomes. Such research has focused on the manipulation of
peer instruction ( Johnson, 1983), on individual interaction patterns in the learner
(Chesterfield, Chesterfield, Hayes-Latimer and Cha :ez, 1983; Strong, 1983) or
on the interactions of targeted students in specific areas of the curriculum (e.g.,
reading and language arts), and eventual gains in proficiency (Hoover, Calfee and
Mace-Matluck, ;984a, 1984b; Ramirez and Stromquist, 1978). In this type of
study, target children arc the focus of observation.

Several studies have investigated whether student production by itself leads
to greater proficiency in the learner. Johnson (1983), compared the proficiency of
a group of 5 to 9-year-old LEP children receiving peer instruction to that of
another comparable group receiving instruction by _he teacher over a five-week
period, adjusting posttest gains on the basis of pretest performance. There were
no significant differences between the groups in oral production (as measured by
the Language Assessment Scales [LAS], DeAvila and Duncan, 1977), but the peer
instructed students performed better on one measure of comprehension. Chaud-
ron (1988) suggests that the short period of treatment and the wide range in ages
could have limited positive effects. An additional factor might have been the use
of the LAS which is designed to be a quick screening measure for program
placement and is thus less likely to be sensitive to finer increments in proficiency.

Chesterfield et al. (1983) followed eleven Spanish-speaking preschool chil-
dren enrolled in two different bilingual programs in Milwaukee and Corpus
Christi over one year using ethnographic techniques. Thev concluded that in-
teractions with peers were more consistently related to increases in proficiency in
classrooms where English-speaking children predominated, while interactions
with teachers led to greater gains in proficiency in classrooms where Spanish-
speaking students predominated. Gains in proficiency were judged on the basis of
increases in the average number of morphemes per utterance in spontaneous
speech (MLU), which is a rough measure of grammatical complexity. This study
is suggestive of how the psycholinguistic environment in the classroom may
result in a differential pattern of effects. This study must be interpreted, however,
with a great deal of caution, because a great number of other variables could be
confounding the results. The children in Milwaukee had virtually no proficiency
in English when the period of observation began, while five of the six children at
Corpus Christi began the year with some prOficiency in English. The children in
Milwaukee made greater gains but one child in Corpus Christi who also started
with no proficiency also made greater gains than any of them. There were three
classrooms in Corpus Christi and two in Milwaukee. The Texas classrooms
encouraged separation of Spanish and English, while the Milwaukee classrooms
favored concurrent use of both languages. In both settings, particularly at the
beginning of the year, teachers were the principal source of input to students.

Teachers' language use patterns changed to greater use of Spanish over three
observations 1 011(111( ted throughout the year fin four of the children in Mil-
waukee and five of the children in Texas. In some cases these fluctuations were
dramatic, going from 61 per cent to 23 per cent for Jost: in Corpus Christi and
from 56 per cent to 12 per cent for Javier, for example. In another case, Ramona,
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they went from 40 per cent to 90 per cent and then down to 27 per cent. In
addition to the classroom variables, it is important, however, to consider the
effect of the two communities on language use patterns in general. Texas com-
munities that are close to the border with Mexico display very different roles for
Spanish than would .an urban center in the Midwest, such as Milwaukee.

In another longitudinal study of young children's interaction patterns,
Strong (1983) focused on social variables (responsiveness, gtegariousness and
talkativeness) and their relationship to gains in grammatical structure, vocabul-
ary, and pronunciation. Strong found that responsiveness, as measured by the
number of responses to other children, correlated with gains in control of struc-
ture, vocabulary and pronunciation, while gregariousness (the amount of talk to
different children) and talkativeness (total talk) had a significant relationship with
at least one measure of proficiency. In this study, it was not interactions with
English speakers that affected proficiency but rather a general pattern of respon-
siveness that often was directed to other Spanish, speaking children.

Ramirez and Stromquist (1978, 1979) found that the six highest achieving
ESL teachers in their study (when compared to the four lowest achieving teachers
in the production test), had significantly more total student replies, repetitions
and comprehensions, as well as greater repetitions with objects and greater
comprehending behaviors with visuals. This study adjusted for pretest differences
in the students, thus establishing a more direct link between classroom process
variables and student gains. In the high achieving classrooms, the learner profile
that emerges is one in which the student is actively engaged through a variety of
approaches, replies, repetitions, and physical responses that indicate comprehen-
sion. Moreover, these responses often are combined with realia, in the form of
objects or visuals.

These studies suggest that increasing students' opportunities to use language
will result in greater language proficiency. A critical limitation in this research,
however, has been the failure to investigate whether participation in tasks in
which students must negotiate with the language improve proficiency. This
question has largely been explored in process studies only.

Another approach to the study of learner interaction patterns and their
effects on learning outcomes has been to focus on targeted children as they
develop a skill over time. Such a design was used by Mace-Matluck and her
associates (1984) in a cross-sequential study of bilingual and monolingual Spanish-
and monolingual English-speaking children learning to read in Texas and north-
ern Mexico. A total of 378 children constituted the sample, entering the study at
various points in four different cohorts, beginning at either kindergarten or the
first grade and followed from two to five years. A total of forty-nine classrooms
from three Texas border sites one each from central and eastern Texas and one
from northern Mexico constituted the initial sample. Althoughis students were
reassigned to other classrooms, their classes were added to the sample. Students
were selected to represent a variety of cognitive styles, along the dimensions of
field dependence/independence and reflectivity/impuisivity, as well as varying
degrees of proficiency in the two languages for the bilingual sample. Extensive
data on the development of oral language and reading skills were collected as well
as periodic classroom observations (five a year), The Reading and Mathematics
ObserVation System (RAMOS: Calfee and Calfee, P)78) was used to collect
classroom process data. This instrument uses a real time sampling format. The

1 ,;
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observer at the beginning of the observation records the status of classroom
activities and their participants under each RAMOS category, and from that
point until the end of the observation, changes in status are noted as these occur.
Classroom organizational elements (i.e., who is delivering instruction as well as
the content of instruction and responses of the students), arc the principal cate-
gories of the system.

Data are reported for the bilingual sample in terms of mean percentages for
all sites together, separating English and Spanish instruction by year (Hoover et
al., 1984a). This approach makes interpretation somewhat difficult, because data
from several grade levels, sites, and programs are collapsed, although data from
the later years represent higher grade levels. In the first three years, when the
largest numbers of students were observ-d, the number of bilingual students
actually receiving instruction in Spanish ranged from 62 to 73 (22 per cent to 32
per cent) in contrast to the number receiving English instruction which ranged
from 140 to 244. This represents Texas educational policy current at that time,
where Spanish reading instruction was most likely to occur in the border sites
even within bilingual programs and where in some programs bilingual stu-
dents were exited from Spanish reading after one year. In English, reading
instruction emphasized letter sound unit correspondence from 49 per cent to 57
per cent of the time for the first three years; teaching focused on word-unit
meaning occurred much less frequently (9 per cent to 7 per cent) and sentence
text meaning increased aftr the first year (from 9 per cent to 28 per cent).
Standard deviations for each category, however, were quite large indicating that
there was a great deal of variability in classroom practice. This allocation
or time by activity reflects a natural progression as students shift from decoding
to comprehension skills. Most of the time students were found to be listening
and responding in groups rather than working individuallyilthough there was a
gradual shift towards individual work from year to year. Patterns were very
similar in Spanish, although there was greater emphasis on word unit meaning
instruction. Individual categories from the observation system were collapsed
into seven factors that were used in subsequent analyses. These factors accounted
fin- 57 per cent of the variance as follows: emphasis on reading instruction, or
engaged text time (10.3 per cent of the variance); direct group instruction (8.5 per
cent); quality of formal language, emphasis on analytic strategies (7.4 per cent);
amount of decoding instruction (6.3 per cent). There were two additional factors
(which the authors admit are oversimplifications): productivity and secondary
materials and the final one which they labelled as the number of students. Finally,
when these factor scores were integrated with the reading achievement and
language scores, English entry skill and English entry literacy skill were the most
highly associated with exit skills. Literacy skills were related to instruction that
makes strong fOrmal language demands on students, employs primary materials,
and fosters student engagement with text. Growth in vocabulary and compre-
hension was advanced by increased amounts of dmi devoted to those skills.
Decoding skills, however, showed the opposite relation. The authors speculate
that it may be due to the low quality of such instruction in the data set, in that
decoding instrut tion tended to be non-explicit. Instruction in Spanish reading
had low negative correlations with reading growth, but this relation seems to
have been confininded with initial oral skills in English and is reduced when these
are factored in. Students with higher levels of oral English skill were typically not
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placed in Spanish reading. Moreover, by the fourth year it appears that students
who have had Spanish reading throughout this period had higher reading growth
in English than those who had limited exposure. Finally, group size appeared to
have had no relation to growth. and direct instruction was negatively related to
gains in literacy. The authors speculate that the negative relationship of direct
instruction may have been due to providing such instruction in large groups. In
Spanish, partial correlations between instructional factors and reading growth
were lower, although quality of decoding instruction and formal language de-
mands in instruction were positively related to growth. It should be noted that
partial correlations between instructional variables and growth were typically low
(in the .20 to .4(1 range).

This study represents a unique attempt to connect systematically the impact
of instruction on growth in literacy skills in bilingual students through a longitu-
dinal approach. Observation was frequent and data were collected over a five-
year period in a variety of sites. Observation focused on curriculum specific
behaviors that were relevant to the teaching of reading. Unfortunately, no formal
interrater reliability studies were conducted on the observation procedures,
although training continued every year of data collection. Other serious problems
that were out of the control of the researchers, were: a) the failure to provide
instruction in Spanish reading at several sites, h) a sampling bias that provided
Spanish reading instruction largely to those with the lowest English skills, and c)
an exiting of the more successful Spanish readers very quickly to an English only
program. Moreover, as the number of classes increased when students were
reassigned to new teachers after the first year, the influence of the instructional
variables were probably reduced. This may have contributed to the relatively low
relation of instructional variables on learner growth. Furthermore, the failure to
use instructional categories that focused on adjustments made for teaching second
language speakers to read in English and to more carefully focus on specific
behaviors (such as questioning and feedback techniques) probably reduced the
ability to discriminate between poor and effective instruction.

Group structure. classroom process. and curriculum present one other type
of investigation. Naturalistic studies of classroom process as it proceeds under the
teacher's direction and local school pressures, comprise the vast majority of
classroom research with Hispanic children. While this approach captures what
teachers and students do in classrooms, it limits findings to practices currently in
vogue and often reflects local resistance to mandated changes of instructional
practice. Thus, given the negative climate towards bilingual education in the
United States in the early 1980s, it does not seem so surprising that in the two
recent large-scale studies of bilingual classrooms (Wong-Fillmore et al., 1983;
Mace-Matluck et al., 1984), the use of the first language as a medium of instruc-
tion was so rare. Similarly, in spite of the fairly conclusive research evidence that
teachers should involve second language speakers In peer-thcused, jointly negoti-
ated, problem solving tasks with direct manipulation of materials (Long and
Porter, 1985), teachers continue to adhere to participant structures where they are
in control of classroom process and dominate teacher talk when there is talk
(Ramirez an(1 Mermo, in press). Alternatively, much insti fiction in elemental y
classrooms with limited-English proficient children is condiu ted iii silence,
through individualized group structures (Strong, 1983).

Recently two instructional reform efforts have been launched to trigger the
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use of peer-focused, active probiem solving in bilingual classrooms. In the first of
these efforts, Find* OutiDescrubrimiento (De Avila and Duncan, 1980) wItch is a
science/math curriculum for second to fifth graders, students work in activity
centers using a cooperative approach. The organization of group work in the
implementation of the curriculum has been a primary focus. Cohen. DeAvila.
and Intili (1981) and their associates have sought to train teachers and their
students to rethink their traditional roles, with students taking greater respon-
sibility for their own ;earning and that of their peers. Individual students are
responsible for their own worksheets and are assigned tasks. They must also

make sure that any one in the group who needs help gets it. Specific roles
(facilitator, checker, and reporter) arc assigned to students to facilitate the active
engagement of all the students. Materials for the centers are presented bilingually
and children with different levels of proficiency in English and Spanish and
different types of skills are grouped together in heterogcnous groups.

Students Mstructe d through Finding Out/Descubrimiento in a cooperative
group structure made sigihficant gains in oral proficiency in English and these
gains were most pronounced in children who started out with low proficiency in
both languages (DeAvila, 1981). Neves (1983) observed a subset of these children
with varying degrees of proficiency and found that the more the monolingual
Spanish-speaking children spoke about the task the greater their gains were in
English. Much of this talk was conducted in Spanish, but frequently there was
interaction with bilingual and Enghsh dominant clhldren. Wins were also appa-
rent in standardized tests of math and reading when compared to national norms
(Cohen ct al.. 1981). Cohen (1986) notes that teachers who had difficulty dele-
gating authority and who had supervised and controlled student work too closely
did not have gains as large as those who consistently required students to rely on
each other. Navarrete (1985) made videotapes of student interaction in one
second-grade classroom implementing the curriculum and found that students
who engaged in a complete cycle of joint problem solving made the greatest
gains. In such a cycle, students sought help, got it and returned to their tasks.

In .mother curriculum reform effort, Coughran. Merino and Hoskins
(1986) developed BICOMP, a bilingual science based, interdisciplinary computer
assisted curriculum designed to implement a communicative approach. By the
authors' definition, this approach required that all lessons involve the manipula-
fion of materials in a problem solving task with peers. Teachers began the lesson
with a contextualized demonstration, explanation, and dialogue that used visuals
and realia to illustrate concepts and to engage the students in inquiry about their
hypotheses. Ikmonstrations and experiments were designed to he so intrinsically
interesting that they would stimulate student talk or comprehensible output
(Swain, 1985). Students then began an active period of experimentation or
manipulation in a small group. Kagan's (1986) research on cooperative groups
and Long's (1)83) on negotiation served as the inspiration for organizing group
structure. Both convergent and divergent activities were used in the group
activities. I or example, at times activities involved setting up an experiment to
see where the hottest temperatures in the school were; at other times students
designed paper airplanes to investigate how paper moves through air. Students
studied science lessons tor one week in combination w ith computer lessons

related to the science concepts. I muted-English-proticient students worked in
pairs with fluent English speakers at the computer. On the second week, students
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recycled the lesson concepts in art, math and language arts lessons, using thc
same themes and concepts for the science lessons. Thus, if the students had been
investigating causes of hot and cold temperatures and how to measure tempera-
ture, they subsequently studied how artists use hot and cold colors in art.
The development ot' the lessons was a collaborative effort between teachers and
university-based researclKrs. Lessons were developed from prototypes by
teachers from the participating schools and classroom teachers provided revisions
for the lessons before and after they had implemented them in the classroom.

A variety of approaches have been used to determine the effectiveness of the
curriculum. The first ycar of curriculum development was used to collect base-
line data for a control; in subsequent years, posttest gains adjusted for pretest
diffences, language classification and attendance, were compared to the adjusted
gains made by students who had received instruction through the curriculum in
two subsequent years. Students made significant gains in reading, math and
science achievement when instructed through BICOMP. Teachers and students
were observed as they participated in the curriculum and as they interacted with
each other at the computer. The positive effects were particularly pronounced
in classrooms of teachers who were 'high' implementers. The teachers were
observed through a real time observation instrument (Merino, Legarreta and
Coughran, 1984). High implementers made greater use of referential questions,
that is questions with a real communicative intent; had higher amounts of student
involvement and were skilled at presenting concepts with a variety of visuals and
mampulatives.

The research on classroom process and student gains among Chicanos is still
very much in its infancy. Observational techniques are seldom replicated, making
it more difficult to develop a consensus of what is indeed effective. High school
settings and the Chicano who is not limited in English proficiency have been
studied to a very hmited degree (US Commission on Civil Rights, 1973).
Ethnographic research techniques have seldom been applied to investigate class-
room process. Several generalizations, however, can be made about the links
between classroom process and Chicano students' achievement. It is clear that the
selection of a site and community in which research will be conducted is a critU aT
variable. There are many bilingual classrooms for Chicanos that use the label but
are otherwise not very different from regular classrooms (Strong, 1983). Border
communities function very differently from inland communities in their expecta-
turns for language use outside the classroom. Individual schools vary a great deal
in the extent to which they create an atmosphere of positive expectations for
achievement in the students and community involvement in schooling (Carter
,md ('hatfield, P)86). It is possible, however, to discover effective bilingual
classrooms, which are, in fact, delivering bilingual instruction.

What are these classrooms like? They appear to promote a high degree of
student involvement (Ramirez and StromqMst, 1979; Strong, 1983;) as well as on
task behavior (Tikunoff and Vazquez-baria, 1982) which nonetheless does not
requtre direct teacher control but is accomplished through grouping strategies
and intrinsically interesting materials (Cohen, 1986; Merino and Coughran, in
press). Classroom discourse is ( ontextualimi (Rannrez and Stroniquist, 1979;

ong-1 illmore ci il., 198() and cultural referents MT frequent and give positive
value to students' cultural background (Garcia, 1986; Tikimoff and Vasquer-
I-aria, 1982).
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How unique are these findings to the Chicano community? In many cases,
effective teaching techniques for limited-English-proficient students have been
replicated with students of different cultural and linguistic backgrounds. Referen-
tial questions as well as on task behavior appear to bc positively related to student
gains with a variety of populations. In some cases, however, other ethnic groups
do not seem to be affected in the same way Hispanics are. Wong-Fillrnore and
her associates (1983), for example, found that Chinese students functioned best in
teacher- rather than peer-focused activities. Tang (1974) found that Chinese
parents who wanted Chinese to be used as a medium of instruction in the schools
had children who performed better in bilingual programs than those who did not.
Spanish-speaking parents generally prefer bilingual instruction, yet not all of
them do. Attitudinal factors in the c:ommunity also need to be explored in
identifying effective instruction.

Research and Policy Agendas for thc Future

The principal lesson to be learned is that classroom process research while
messy and expensive is worthwhile and can offer substantive lessons about
ways of facilitating student growth. Three other secondary lessons for the re-
searcher should be emphasized. First, almost all of the research conducted to
date on classroom process and Chicanos is correlational. Certain behaviors appear
to co-occur with growth or student talk but researchers need to manipulate target
behaviors and see if these in turn yield greater student gains. Secondly, classroom
process research in the traditional mold by necessity tends to focus on easily
observable behaviors of low inference. Future research needs to rely on both
traditional and ethnographic techniques applied concurrently to provide a more
complete picture of classroom process. Thirdly, researchers need to focus on
exploring individual differences in ability and attitude and their interaction with a
variety (if classroom processes. At what level of proficiency ind in what kinds of
tasks. foi example, does negotiating with peers result in growth of proficiency?

The principal lesson for researchers is also for policy makers. Classroom
process research should be an essential component of any future evaluation of any
program tbr Chicano students. Recently (1988) California issued a request for
proposal (RI I') for vet another evaluation of bilingual education services in the
state. 'Hie initial version of the RFP did not require classroom observation.
Treatments need to be verified in the classroom as they are implemented. Policy
makers also need to focus on tracing effects of particular classroom processes
over the long term and not simply for one year or less. Merino and Lyons (1988),
in a recent longitudinal study of bilingual students schooled in a model bilingual
program in Calexico, followed students through the sixth grade. They found that
the mean percentile ranks for these students ranged lioni the fortieth in English
reading to the sixtieth in Spanish math. All but 20 per cent of the sample showed
growth in percentile rank during the period of observation. Lower oral skills in
English. lower reading skills in Spanish and birthplace in Mexico were important
predictors in decreasing the chances of grow th. Students displayed several diffet-
cot patterns of growth, sonic growing steadily every year, sonic pausing alter a
period of growth, some dropping and then increasing in growth, some simply
dropping steadily every year, and yet others grew and then dropped in percentile
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rank. For particular children, at particular points in their lives, different kinds of
factors may be affecting growth. Future research needs to explore in greater
detail these patterns of growth and the factors that contribute to them over time.

Perhaps one best way of illustrating a research agenda for the future, is to
build some scenarios for studies that would seek to identify effective ways of
organizing classrooms for (2,hicano linnted-English-proficient students. What
might be sonic of the essential elements of such studies? In outlining the first
study:, a manipulative one, we will cast it in modest terms as 'teacher research' in
which the teacher is the researcher. This type of research could begin with one
teacher by herself or in collaboration with a researcher or with another teacher,
followed by many replications with other teachers. The first task would be to
identify a theoretically-based range of treatments that are systematically manipu-
lated. These should not be based on the language of instruction alone. Thus, for
example, extending the hypotheses of Long (1981) and SwaM (1985), what is the
effect of providing opportunities for negotiating interaction v. simply producing
language? What type of tasks lead to negotiation more easily? Extending the
research of Delgado Gaitan (1987), what patterns of negotiating are seen at home
and could be' adapted easily to a school context? As an exploratory study,
teacher/researcher teams could collaborate in peer observation through both
traditional observation techniques as well as the ethnographer's methodology of
the participant observer. In the cont,:xt of the fluidity of the schools, the best way
to operafionalize a treatment is not simply to give guidelines for lesson develop-
ment, but to actually develop curriculum that concretely illustrates the theoretical
intent of the treatment. A time series design, within the same year or from one
year to the next could compare the amount and complexity of the language
produced by students as they are engaged in tasks designed to provide opportuni-
ties for negotiation (e.g., debates in pairs about a controversial issue), compared
to tasks in which simple production of language is the focus (e.g.. exploration
and description in pairs about feelings, scary dreams). As ways of gauging
effectiveness, process variables could he the focus: How much language is used?
How complex is the language? How evenly are conversational turns distributed
across languages and participants? How do these vary depending on the ethnicity
and proficiency of the students? In addition, through ethnographic interview
techniques. students perceptions of appropriate' ways of interacting. styles of
discourse. and attitudes toward the tasks could be explored.

Another more expensive study (using the paradigms of Moskowitz, 1976,
and Tikunoff and Vasquez-Faria, 1982). could explore the dimensions of superior
teachers in comparable situations and in contrast to typical teachers. There are
several existing large data bases of bilingual students across the United States.
These could be the starting point for selecting teachers who have been unusually
successful in developing student growth. How do superior teachers organize
instruction? How do they use their expert knowledge to plan in advance and
react in the classroom in order to implement effective instruction? Shulman
(1987) and Berliner (19871 have begun to explore expert knowledge in monolin-
gual teaehers. Then- approach in combination with ethnographic interviews of the
students .md teachers would be: useltil m identilvmg the types of behaviors that
subsequently might be tested through systematic manipulation ni teacher training
programs It is essential, however, that we recognize that teachers and students
mterae t m a wide range of communities and schools. 'Iliese vary along many
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dimensions, sonic more critica: than others. Thus, for example, the way Spanish
and English are used in the community and in the school must be considered an
integral component of how individual teachers can manipulate language use M
the classroom. Addressing these and other important research questions in the
very near future will help push a research-driven policy agenda ahead. Notwith-
standing the nascent stage of our knowledge base, the promotion of school
success for Chicanos inside bilingual classrooms can be demonstrated. Re-
searchers, practitioners, and policy makers need to work together to make such
successes occur on a mich larger scale.
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Part III

Cultural and Familial Perspectives on
Chicano Achievement

Two chapters comprise Part III. Chapter 6, 'From Failure to Success: The Roles
of Culture and Cultural Conflict in the Academic Achievement of Chicano
Students', is written by Henry Trueba. He presents an overview of current
theories in educational anthropology that attempt to explain the low academic
at.hievement of Chicano students. As well, Trueba discusses interdisciplinirv
approaches that lead to successful educational interventions for Chicanos. In
chapter 7, 'Cognitive Socialization and Competence: The Academic Develop-
ment of Chicanos', Luisa Laosa and Ronald Henderson examine both theory and
research that bear on socialization processes and the development of competence
in Chicano children and youth. Such aspects as family interaction, single parent-
mg, home environmental processes, intervention experiments, and parental
btliels are discussed.
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Chapter 6

From Failure to Success: The Roles of
Culture and Cultural Conflict in the
Academic Achievement of Chicano
Students

Henry T. Trueba

The emphasis on minority school failure has been pervasive in the educational
research literature. The theoretical approaches employed in order to make sense
of apparent low achievement of some linguistic minority students attempt to
persuade readers that there is something fundamentally wrong with minority
cultures, and that there is nothing one can do to change it.

This chapter discusses current theories in educational anthropology attempt-
ing to explain (.:hicano low academic achievement and its change achievement as
a result of successffil educational interventions. I present first a theoretical discus-
sion of our current tInnknig on mmority aclnevement and culture, and then offer
an interdisciplinary approach to the study of literacy development for Chicano
students. Second. I describe the Southern San Diego Bay area literacy project.
As other previous studies,(Spindler and Spindler. I987a. 19871); Trueba, I98)a,
frueba and Delgadc)-( aitan, 1988), this project had important implicatums for
applied research because of its empowering effect on minority students.

Achievement Theories in Anthropology

Fhe continuous arrival of ncw Hispanic immigrants over the last fOur detades,
resulting from war-torn Central America and poverty in Mexico and l.atin
America, contributes to create an impression of permanence and stagnation in the
state of poverty and isolation of Hispanic groups. There does not seem to be an
adequate way of measuring upward mobility of Hispanic individuals, though
some serious attempts have been made (McCarthy and Burciaga Valdes. l985,
198() (;overnment reports on the so(ioeconomic conditions and school achieve-
ment of I hsp.tint s tendon e negative attitudes about I lispanic populations.

According to the US Department of Commerce:
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The Hispanic civiliat noninstitutional population incrcased by 4.3 million
(or 30 per cent) from 1980 to 1987.
The educational attainment of Hispanics has improved since 1982, but
lags behind that of non-Hispanics.
Hispanic men and women continue to earn less than non-Hispanics.
Hispanic families continue to have less total money income than non-
Hispanic families.
The poverty rate of Spanish-origin families in 1986 was almost three
times as high as that of non-Hispanic families.
The poverty rate for Hispanic families has not changed significantly
between 1981 and 1986, but because of population growth, the number of
Hispanic familieS below the poverty level in 1986 was 24 per cent higher
than that in 1981 (US Department of Commerce, 1987, p. 1).

Cuhure and School Failure

Educational researchers have not been able to present adequate justification for
the differential achievement levels of minorities. Some have presented controver-
sial theories pinpointing genetic (Dunn, 1987: Jensen. 1981) or cultOral ecological
arguments (Ogbu, 1978, 1987a, 1987b) to explain low achievement. Attempts
have been made to analyze these explanations (Trueba, 1987a, 1988b, 1988c) and
consider their application to teacher education (Trueba. 1989a).

Culture plays a similar role in both successful learning and the 'social
accomplishment of academic failure and minority alienation is very similar
(Florio-Ruane, 1988). Culture provides the motivation to achieve either success
or failure. That is particularly true of the ultimate failure of dropping out and
rejecting educational institutions and their knowledge, norms and values. How
is this possible? Why is there such a conflict of cultural values? The explanation
must be found within the larger sociocultural, historical and political contexts of
the minority participation in mainstream social institutions. The indiscriminate
use and application of minority group taxonomies (designations of caste-like,
autonomous. and immigrant types) by cultural ecologists for entire ethnic or
minority groups may have objectionable theoretical and practical consequences
( frueba, 1988h). These taxonomies are based on theories of differential school
achievement which do not allow for either individual or collective change in
status. and therefore they tend to stereotype entire ethnic groups. Furthermore,
these theories do not explain the conversion of failure into success among 'caste-
like' minorities described aS follows:

C aqelike or involuntary minoritto are people who were oripnally Inom?ht
into Lofted Stato sotiety involuntarily through slavery, conquest, or
colonization. 1 hereafter. these minorities were relegated to menial
p...mom. and denied true assimilation into nnunstream society. Amer-
ican Indians, Hat k Americans. and Native I lawaiiam are examples. In
the ase of Mexii an Altlerli .111s, those who later immigrated from Mex-
ico were assigned the status ot the original conquered group in the
southwestern United States. with whom they came to share a sense of
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peoplehood or collective identity. (Ogbu, 19876, p. 321, emphasis in
original)

For example, the task of empirically documenting that all or most Mexican
Americans were colonized or entered this country involuntarily, or that they
have been denied true assimilation into mainstream America is enormous. There
is abundant evidence of fairly rapid assimilation of many, while many more
continue to arrive of their own free will seeking economic and educational
opportunities. Thus, while we can seek in the home culture an explanation for
the response of a minority to the academic demands placed by school and society,
we must search for explanations that do not stereotype minorities or preempt our

. search. An interdisciplinary approach as seen in this book may be one
solution.

Failure to learn may be better understood as related to communication skills
which develop in the context of culturally congruent and meaningful social
exchanges. It is not an individual failure; it is a failure of the sociocultural system
that denies a child the opportunity for meaningful social intercourse, and thus for
cognitive development. As such, academic failure is fully understandable only
in its macro-historical, social, economic and political contexts (see Pearl, this
volume). Failure in learning is not caused by a single social institution, such as
the school or the family (Cole and Griffin, 1983).

Both academic success and academic failure arc socially constructed pheno-
mena. Failure to learn is a conseqUence of a given sociocultural system:

Work* within pre-existing social norms and role relationships,
teachers and students collaborate to create the linguistic and social con-
ditions under which students fail to learn ... Misunderstandings of one
another at that time can lead to assessment of students as less than able
or interest, .1 learners. (Florio-Ruane, 1988, p. 1)

The acquisition cif academic knowledge IS not necessarily any more difficult than
the acquisition of the concrete knowledge required for effective everyday social
interaction. Thus, sonic researchers believe that resistance to learning should be
viewed as students rejection of cultural values and academic demands placed on
them by school personnel. For example, Erickson (1984) discussed resistance to
academic achievement on the part of alienated students in cultural transition.

Recent studies on English literacy acquisition have analyzed the use of
culturally and linguistically congruent instructional approaches that smooth the
transition from the home to the school learning environment (e.g., Au and
Jordan, 1981; Tharp and G.dlimore. 1989, in the Kamehameha Schools of Flawaii
,uid Southern Cahtornia; Delgado-Gaitan, 1987a, 1987b, with Mexican children
in Northern and Central California; and Trueba. 1989a. with Hispanic and
Indo-CInnesel. In contrast, other studies have shown the consequences of the use
of approaches which are culturally incongruent of meaningless (e.g., Richards,
1987unong the Mayan children of Guatemala; Hornberger, 1988, among the
Q11,2(1111,1 hildren of Peru; Macias, 1987. among the Papago; and Devh1c, 1987,
aiming the Navajo) What is squint( ant about these studies is diat they show the
intimate relationship between language and c ulture in the adjustment ot minority
students in die sc hools.
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George and Louise Spin, Iler (1982), who have consistently viewed education
as a phenomenon of cultural transmission implying the inculcation of speci-
fic values have recently called our attention to educators' need for rcflective
cultural analysis in order to take into account unconscious biases and cultural
ethnocentrism.

In the tradition of the Spmdlers' cross-cultural comparisons (1982, 1987a),
Fujita and Sano (1988) have compared and contrasted American and Japanese day-
care centers, using the Spindlers' reflective cross-cultural interview technique.
They elicited and analyzed videotapes of Japanese and American teachers; then
they asked one group of teachers to interpret the behaviors of the other group.
This study has permitted us to reflect on the ethnocentrism and projection of
cultural values reflected in day-care activities; that is, socialization for 'independ-
ence' or for 'nurturing tolerance and cooperation' characterizing', respectively:
American and Japanese teachers. Another approach in looking at academic
socialization for achievement has been the one taken by Borish (1988) who uses
the Spindlers' model of 'compression and decompression' cycles. He focuses on
the socialization of high school kibbutz young adults getting ready to enter the
armed forces who endure intense labor experiences 'in the winter of their
discontent'.

DeVos (1973, 1982, 1983; DeVos and Wagatsuma, 1966), for example, has
tiscd projective techniques in combination with ethimgraphic methods to pene-
trat. complex layers of personality structure and motivational p.rocesses. Suarez-
Orozco (1987, in press), using cultural ecological approaches and projective
techniques shows that the success of Central American refugee children is based
on a motivation to achieve. This motivation is an expression of their profound
commitment to assist and make proud their parents or family members left
behind in war-torn Central America. These research methods have been applied
at the broader macro-sociological, political and historical levelsts well as at the
micro-structural levels of niteraction (Ogbu, 1978, 1987a, 1987b; Suarez-Orozco,
1987, in press).

Culture and ( putive 1)evelopoient

Soviet psvelmlogists led by Vvgotsky (1962, 1978), and Neo-Vygotskians (see
references ni Wertsch, 1985; and ni Tharp and Gallnnore, 1989) have provided us
with forceful arguments for linking the development of higher mental functions
to social activities. Vygotsk; viewed language as crucial for the development of
thinking skillsind language control as a measure of mental development. His
emphasis on thc learner's role in deterniming his/her arca of most possible
cognitive development (or '7011C of proximal development') is related to the role
that culture plays ni coinnumication during learning activities. Wertsch's position
(1987) is that culture is mstromental in the selection and use of specitn com-
municative strategies in adult-child interaction, as well as in the organization of
cognitive tasks.

Wertsch (1987) indicates that 'people privilege the use of one mediational
!Malls over others' atid that 'we need to combine the analysis ot collectively
organized mediational means with the analysis of mterpsychological functioning'.
Consequently, if 'choice or mediational means is a major determinant of how
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thinking and speaking can proceed, then processes Whereby groups make deci-
sion', wither ,mplicitly or explicitly) about these means should become a foals of
our research' (Wertsch, 1987, pp. 2(J-1). In brief, according to Wertsch, culture
either determines or at least it facilitates a conscious, collective choice of com-
municative strategies. Thus, if We want to study memory, thinking, attention, or
other facets of human consciousness 'we must begin by recognizing the socio-
historical and cultural embeddedness of the subjects as well as investigators
nix olved' (1987, pp. 21-2).

Within this theoretical framework, symbolic systems are presumed to medi-
ate between the mind and outside reality, and the development of the higher
psychological functions is a necessary condition for school achievement. That
reality, however, is determined by cultural knowledge transferred from one
generation to another and by universal psychological principles which go beyond
the individual. Furthermore, both linguistic and social skills are viewed as de-
;eloping within the microsociological units in which children grow, such as the

school and the peer groups.

Culture and literacy

/ne can argue that effective English literacy instruction requires the transmission
of cultural values and skills as much as dr.: academic knowledge associated with
mainstream American culture .(Spindler and Spindler. 1982, 1987b). The work by
Gumpert and Hymes (1964), Gumperz (1982, 1986), and Cook-Gumperz (1986),
has forced us tO reconceptuali7e the interrelationships between communication,
literacy, and culture that tbrin a single symbolic system used in adapting to new
cultui al contexts and changing with the cumulative experiences in people's lives.
As such, literacy is seen as a 'socially constructed phenomenon' (Cook-Gumperz,
1986, p. I) consisting of culture-specitic symbols developed for communicative
purposes. As such, literacy depends on the economic and political institutions
determining power hierarchies and access to resources; technological, industrial
and military complexes not only depend on overall levels of literacy in a given
society, but they also determine the quality of instruction ill schools and the
nature of curriculum.

According to Goodenough, culture 'is made up of the concepts. beliefs, and

pnne iples of action and organi7ation' that a r;searcher finds enacted in the daily
experiences of the memb....rs of that society (197(i, p. 5). However, as Frake
points out, the problem is not 'to state what someone did but to specify the
conditions under which it is culturally appropriate to anticipate that he, or
persons occupying his role, will render all equivalent performance' (1964,
p. 112).

It follows, therefore. that a good understanding of a culture requires a good
theory predictive of behavior in a particular social setting. In other words,
cultural knowledge and . ultural values are at the basis of reasoning. inferencing
and interpreting meanings. There is an important distinction between cultural
knowledge and cultural values ii) the acquisition of literacy skills. The task is to
make sense of text .is a message whose content takes meamng within the 'con-
cepts. beliefs and principles of action alluded to by Goodenough (1976). To
ate omplish this task we must have knowledge of the codes of behavior (the
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cognitive dimensions of culuare), but also we must share in the cultural values
(the normative dimensions of culture) which invite us to engage in communica-
tion through text.

In order to see the culture-specific cognitive and normative dimensions
operating in the literacy activities of Chicano and other minority students it is
necessary to observe such literacy activities systematically and not exclusively in
the constrained school settings, but also at home (Deigado-Gaitan, 1989). The
following discussion of a research project will help to illustrate the difficulties in
creating culturally congruent literacy activities in the school setting, and the
advantages of an interdisciplinary research approach.

The South San Diego Writing Project

This project consisted of ethnographic data ()fleeted over a period of four years
(1980-84) in the San Diego South Bay area along the US-Mexican border
(Trueba, 1984, I987b; Trueba, Moll, Diaz and Diaz, 1984). The intent was to
explore more effective ways of teaching Chicano youth how to write in English.
The two high schools selected for the study had a 45 per cent Chicano population
and the lowest academic scores in the school district.

High school (:hicano students were not only socially isolated in the com-
munity and minimally exposed to English-speaking peers, but they were also
economically isolated in barrios where violence and other gang activities fre-
quently occurred. As we gathered the twelve volunteer teachers who wanted to
work in our project, we found out that most of them lived away from the
community in which they taught. All were eager to become effective writing
instructors and teachers, but most of them felt that students were so unprepared
and ignorant that the teacher alone was doomed to fail. Only three of the twelve
teachers knew Spanish well.

rhe objectives of this applied research project, discussed with parents and
teachers during an orientation, were to 1) improve the student's quantity and
quality of English compositions, 2) encourage student participation and coopera-
tion in writing activities, and 3) analyze in detail student response to English
writing instruction. The specific demographic, socioeconomic and political char-
acteristics of the barrio, as well as the home language and culture of the students,
were generally unknown and viewed as irrelevant by teachers. Given the history
of low academic performance of Chicano youth in the local schools, teachers felt
that students could not succeed in learning how to write in English. Researchers
arranged for parents and teachers to meet and become acquainted with each
other's culture.

Teachers were asked to organize their classrooms into small groups that
eventually became cohesive work teams with full control of their own writing
activities. They would explore possible topics, research them, develop data-
gathering instruments such as surveys and interview protocols, conduct actual
interviews with peers and adults, discuss findings and finally write cooperatively
extended and et unplex essays. The Chicano students discovered that writing was
no longer a fill Je school exercise designed by teachers for their own purposes,
but a meaningful activiiy and a means for exchanging important ideas with
specific audiences and for expressing their own feelings.
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Students finally realized that their individual and collective voices can make a
difference in public opinion and in the quality of life at school. Thus. Chicano
high school students not only significantly sharpened their communicative skills
but realized that these skills are a powerful instrument in voicing individual and
collective concerns. Teachers would often express their surprise: 'I am impressed.
Look!' they said as they shared their students' compositions. A teacher wrote in
her diary: 'This (the unexpected high performance of students] was a very
successful lesson for me in many ways. It furthers my belief that if what is taught
is important in the mind of the learner, much more will truly be learned' (Trueba
et al., 1984, p. 131).

:Analytical Reflections

The analysis of the project was limited to a theoretical discussion of Vygotsky's
cognitive development in the context of writing curriculum, without attempting
to account for the psychosocial factors that generated the strong motivation
leading to high achievement and literacy levels. The importance of the peer
group as a working unit providing moral support during the learning process,
especially for young Chicanos undergoing rapid changes at home, would have
required more systematic study of the Mexican families' cultural knowledge and
values, as well as the processes of integration of school knowledge and values.

Writing gradually became easier and more rewarding to students. Teachers
and researchers learned more about students' home life and their aspirations
through the English compositions. Then, we celebrated our success and enthu-
siastically assumed the role of 'experts' on writing focusing on technical matters.
As one teacher noticed: 'The more controversial and relevant they make the
topic, the more willing the students are to unite and write well. The more
complicated the assignment is, the better the responses' (Trueba, 19876, p. 246).
In our analysis we forgot an important psychological principle advanced by
anthropologists; that in order to understand motivation behind expressed values,
'one must deal with the universal emotions of love, fear, and hate' and that
'culture, from one psychological viewpoint, is a mode of expressing, in all their
complexity, these primary emotions, which are aroused by inner biological urges
or occur as reactions to specific outer stimuli' (DeVos, 1973, p. 63).

It has taken several years to realize that it is precisely in young Chicanos'
need to express their feelings of love, hate and fear that their motivation to write
began to develop. More importantly, this need was most appropriately met
within the peer group, because cooperation and team work is culturally the
preferred mode of academic activity for Mexican-origin youth. Writing groups
offered Chicano students a unique opportunity to express both their collective
feelings and to reintbrce a cultural value acquired in the home. Furthermore,
there was a positive side-effect: high academic performance in an English writing
class impacted positively their overall performance in school, thus stimulating
student motivati to produce better English compositions.

In the end, writing became a vehicle for restoring the credibility Chicanos
ked among other studentsmd, further, a mean., for gaining political repre-

sentation in the school. Violence or other gang activities, low-riding and other
conspicuous activities of 'cholos' or 'vatos locos' which had been the common
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expressions of Chicano yoth power, were effectively replaced by writing as a
legitimate expression of power. This was not done by brute force power, but of
intellectual power to function within the existing social institutions. Here is the
essence of empowerment in a democratic society.

Mexican and Mexican American families often find themselves isolated from
mainstream society, yet they must face drastic changes in a new world whose
language and culture is not understandable to them. Children growing up in
these families are subject to high levels of anxiety related to their status as 'illegal
aliens' in extreme poverty and their inability to communicate in English with
mainstream society. The dramatic change from failure to success in acquiring
English literacy cannot be explained in terms of 'caste-like' concepts and cultural
ecological theory that would have predicted permanent failure of these students
(Ogbu, 1978, 1987a, 1987b).

The explanation for the unexpected academic success of vatos locos' rests on
their newly discovered meaning of English literacy activities if used for purposes
of genuine communication and political representation within the social institu-
tions in which they live, particularly within the school. It was indeed a discovery
for the researchers .and teachers as well. Writing can become a powerful instru-
ment in the hands of students precisely because it gives them a voice in an
academic world in which they have little control of their lives. The recognition,
status and personal satisfaction embedded in the ability to communicate well
through writing were a joint accomplishment of students, teachers and research-
ers all working together within the political arena of school achievement. This
is how the internal rewards for English literacy acquisition function. The jour-
ney from failure to success should help us understand the social construction of
failure. The next section examines an aspect of the social construction of the
dropout, the ultimate academic failure.

Action Roearch and Empowerment

The conversion of failure into success is empiricaily demonstrable, whether we
can explain it theoretically or not. Unfortunately, it is a rare fact. However, it is
important to revise not only the theories of failure and success, but their very
components, especially the concepts created by academicians and imposed on
students. The concept of 'dropout' is particularly inadequate because it misrepre-
sents the social reality of students' school experience.

The literature does not distinguish the diverse types of dropouts. nor their
views of school and reasons for abandoning school within the context of their
home culture. Ethnographic fieldwork among dropouts, however, seems to
indicate that minority students distinguish clearly different types of dropouts. A
study conducted in the San Joaquin Valley (Trueba. 1988a) suggests that Chicano
students make conscious and deliberate decisions to withdraw permmently from
school for reasons beyond their control (e.g., relocation of family, economic
need, personal safety, etc.). 1 hese students are referred to as `discontinuers' in
contrast to those pressured to leave school against their will who are called
'pushedouts'. In general, both discommuers and pushedouts tend to leave school
permanently and are presumed by educators to be deprived of the economic
opportunities given to individuals with higher educational levels. We do not have
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good studies of the actual outcomes. Wc know that sonic of the discontinuers
are doing well economically and plan to return to school later on. There is a
profound difference between pushedouts and discontinuers with regard to their
degree of alienation and their views of school. The cycles of alienation, marginal-
iryind illiteracy for some minority students are clearly related to their experi-
ence and interpretation of cultural conflict within the school. which are also
guided by parental perceptions of schools (Wilson, 1989).

Culture is closely related to the acquisition of knowledge and motivation to
achieve, both at the social level (as it affects the family, school and society), as
well as at the personal level (as it affects the structure of participation in learning
events within specific contexts). The role of culture in students' perception of
school activities as enhancing cultural goals and values acquired in the home is
instrumental in converting failure into success. But students' cultural perceptions
of school as oppressive and destructive of the home culture can have devastating
effects (Wilson. 1)89). Therefore. culture must be recognized by researchers as a
keN factor in the study of Chic.mo achievement.

Implication., for Literacy am! Dropout Research

What should be thc Cocus of dropout research% Where and how should we
explore the role of culture in literacy and dropout phenomena% What is the
expected impact of such researc h% Researchers are often overwhelmed with these
questions and opt for a detached and Sal(' position: they become 'pure researchers'
and reject applied research as unscientific. Others explore intervention-oriented
research convinced that science can also grow from the study of interventions.
The work of many anthropologists and psychologists suggests that nitervention
,uid explanatory research are complementary and that the dichotoin between
basic and applied research was the result of a political and historical accident more
than the logical distribution of research activities (Trueba, 1)88a).

Applied and basic research must be conducted in both formal and informal
learning settings where students manipulate symbolic systems within their
sociocultural environment. The munediate as well as the broader contexts of
academic activities in specific learning settings must be studied. They are essential
in understanding the organization of behavior and the type of student participa-
tion ni learning activities. The analysis of hteracy activities, for example, and tbe
patterns of student parncipation should lead us to a more comprehensive view
of the 'cultural embeddedness' of Chicano dropout and alienation problems.
Teacher's knowledge of the home language and culture of Chicanos can be
highly instrumental in understandmg any communication gaps between the par-
ents or students and school personnel. The school cultural environment and the
organization of classroom work should reflect sensitivity to the ethnic (ultures of
minority students and this way maxinnze their participation in learning activities.
Chicano and other minority children can generate their own text materials based
on their home experiences as a bridge to engaging in the school culture (Trueba.
198)b). The .inalysis or-learning activities m the home is most important because
there inquir strategies. logical niter-cm-mg and cultural congruence occ ut
naturally (see studies by Delgado-Gaitan, 1987a. 1987b, 1989). This analysis
can provide insights into possible linkages between self-empowerment etThrts on
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the part of Chicano students and their parents and the role of school personnel in
such empowerment through literacy activities.

Concluding Thoughts

Several years ago, Erickson (1982) called our attention to the need for inter-
disciplinary approaches to the study of learning:

Individual cognitive functioning has been largely the purview of cogni-
tive psychologists who have often attempted to study thinking apart
from the naturally occurring social and cultural circumstances. The
anthropology of education often has studied anything hut deliberately
taught cognitive learning. Clearly, some rapprochement is needed,
from the direction of the (more cognitively sophisticated) psychology
of learning to the (more contextually sophisticated) anthropology of
learning. (p. 173)

Empowerment research has developed in the last five years through the
integration of cultural anthropology and the Vygotskian school of psychology.
Interdisciplinary research on dropouts can become a powerful tool in the imple-
mentation of educational reform provided it reflects genuine concern for the
culture of minorities. Researchers' understanding of the role of culture in con-
verting minority failure into success is constituted by the following ingredients:

1 Compassion for Chicano and other linguistic minority children who are
not responsible for their academic predicament and their struggles in
adjusting to a new cultural and linguistic environment.

2 Commitment to the principles of educational equity, particularly to that
of respect for the home language and culture of linguistic minority
children.

3 Theoretical flexibility and persistence in the pursuit of the elusive role of
culture in both the acquisition of knowledge and values both in school
and away fi-om school.

We find ourselves at an educational crossroad of research approaches on
Chicano achievement. Anthropology and psychology can offer important con-
tributions to educational reform, but only if researchers can internalize pedago-
gical principles capitalizing on children's culture and language. The approaches
are an example of action research whose ultimate purpose is to enhance our
understanding of democratic empowerment processes through learning, as a
means to understand American democracy and to share in the American dream.
Isn't this precisely what thousands of immigrants seek as they face the dangers
and tribulations in crossing our borders?

too
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Chapter 7

Cognitive Socialization and
Competence: The Academic
Development of Chicanos

Luis M. Laosa and Ronald W. Henderson

It is now well known that Chicanos, as a group, attain considerably lower levels
of academic achievement than the national average (Orum, 1986; Valencia, chap-
ter 1, this volume). This is a serious and persistent problem facing educators at all
levels of the US educational system. More than an educational problem, how-
ever, this state of affairs has become a pressing social issue of growing significance
and urgent public concern, given that this ethnic group represents a rapidly
expanding proportion of the US population (US Bureau of the Census, 1988).
Nevertheless, there is little agreement about the causes of the problem. Our goal
in this chapter is to provide a context that we hope contributes toward a con-
structive understanding of these causes. To this end, we relate the question of
causes to theory and research bearing on socialization processes and the develop-
ment of competence in children and youth.

Socialization

Although there is some variation in how scholars of difkrent disciplines and
theoretical orientations conceptualize it, current definitions of socialization can be
summed up as the process whereby the individual acquires the values, beliefs,
ways of thinking, behavior patterns, and other personal, yet social, attributes that
will characterize the person in the next phase of his or her development. Most
concisely put, the study of socialization focuses on the development of the person
as a participant in society (for a review of the evolution of the concept see
Clausen, 1968).

Socialization may be viewed from the perspective of the individual or from
that of a collectivity he it the larger society or a constituent group. Some
writers put the stress on the individual's learning or development; others empha-
size the sot ial pparatus that influences such learning and that defines for the
individual the range of what is acceptable. In either case, socialization implies that
the individual is induced in sonic measure to conform to the ways of the society
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or of a particular group. Socialization and social control therefore go hand in
hand; they are complementary processes. Social control rests largdy on the
transmission of norms through socialization. Moreover, as Clausen further re-
minds us, the effectiveness of social control depends 'on the recruitment and
socialization of (witting or unwitting) control agents' (1968, p. 6). As an under-
lying basis for social control, socialization leads the new member to adhere to the
norms of the society or of the group and to become committed to its future
(Clausen, 1968).

The process of socializing the growing child takes place through many
avenues, including schools, television, and peers; but the family generally is, at
least for young children, the primary arena for socialization. In recent years, there
has been a growing awareness that socialization is not always a unidirectional
process; there is evidence that children influence their parents or teachers as well
as vice versa (for reviews of research see Brophy and Good, 1974; Dusek and
Joseph, 1983; Henderson, 1980; Laosa, 1977a; Maccoby and Martin, 1983; Peter-
son and Rollins, 1987; Sigel, Dreyer and McGillicuddy-DeLisi. 1984). But, as
Maccoby and Martin (1983) caution us, this idea should not lead us to lose sight
of the enormous differential in power that exists between an adult and a child,
and the potential for asymmetry thus involved.

Although the point is seldom clearly made, socialization is by no means
always a purposive endeavor. It comprises, of course, situations in which a
socialization agent consciously seeks to modify or mold the individual toward
more or less clearly envisioned outcomes. But the concept also includes the kinds
of incidental learning, or experiencing, that occur, often unwittingly, when one
lives among others. Some dimensions of the socialization process are indeed quite
subtle, and only with difficulty can they be brought into awareness. This charac-
teristic does not make them insignificant or inconsequential. On the contrary, it is
just because they are frequently subtle and outside of our immediate awareness
that the study of socialization process and outcomes becomes a particularly
challenging endeavor.

Social and behavioral scientists are not alone in their sensitivity to the
implications of the individual's experience fbi his or her development and public
behavior as a member of the society. Parents, educators, and other socialization
agents generally have in mind sonic: conception of what the child is 'supposed to
become' and of the role that any child-rearing or educational practice may play in
achieving or hindering the desired outcome (Inkdes, 19686; Laosa, 1983). This
sensitiviy is also evident in the growing public concern over the impact on the
future of the society of persistent poor academic achievement by an ever expand-
ing Chicano population. That is, there is an urgent concern with the ability of the
present generation of young children in the United States an increasing
proportion of whom are Chicanos and similarly situated minorities to main-
tain, upon becoming adults, the nation's technological and economic competi-
tiveness and to support adequately the aging mainstream population. This is a
well-founded concern, and it is reflected perhaps nowhere better than in the
recent spate of reports by national and regional commissions on the status of
youth and education in the thinted States (Board of Inquiry, 1)85; National
Commission on Excellent e in Education, 1983; Regional Policy Committee on
Minorities in Higher Education. 1987; Youth and America's Future, 1988).
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Competence

Whereas socialization refers to the process whereby attributes are acquired, the
concept of competence stresses the end product, namely, the person as he or she is
after having been socialized. Socialization and competence are thus intimately
linked concepts (Inkeks, 1968a; Laosa, 1979/1989, 1983). Generally, the goal of
socialization is to produce competent people. But, specifically, what is compe-
tence? Lay conceptions of competence are generally broad and evaluative. Thus,
the American Heritage Dictionary defines a competent person as one who is '1.
Properly or well qualified; capable.... 2. Adequate for the purpose; sufficient'
(1982, p. 301). On the other hand, theoretical definitions of competence vary
considerably, as differing conceptions of the term have been advanced in both the
13:ychological and sociological literatures.

In the sense that White (1959, 1979) has used the term, for example, com-
petence refers to the exercise of behaviors that lead to a feeling of efficacy and
thus to a source of gratification that is universally and spontaneously sought
by all humans. Thus, for White, competence is primarily a biological concept.
Humans, hc argued, have an urge to act effectively on the environment, and a
primary factor in developing competence is how self-gratifying or intrinsically
rewarding one's behavioral initiatives arc to the individual. On the other hand, in
Inkeles' (1968a, b) conception, which is rooted in the structural tradition of
role-status theory, the emphasis is upon acquired information, skills, motives,
and styles of thinking and of expressing affect. For Inkeles, then, competence is
largely a matter of acquired capacities for role performance. In his view, compe-
tent performance is measured against the role requirements of the various statuses
or positions in the social structure that a person may occupy. From yet another
perspective, which stems from the symbolic-interactionist and neo-Freudian
traditions, the focus is on the interactional process in role relationships; in this
formulation, role relationships arc conceived primarily in interpersonal rather
than social-structural terms (e.g., Foote and Cottrell, 1955; see also Smith, 1968).

Vygotsky's writings, which have attracted considerable attention among
developmental psychologists in recent years, provide still another conception of
competence. An attractive feature of the Vygotskyan perspective is the attempt it
represents to avoid the intellectual isolation across disciplines that frequently
separates studies of indisidual psychology from research on the social and cult-
ural environment in which individuals live (Wertsch, 1985). For Vygotsky. the
individual's development is an integral part of the sociocultural setting in which
the pe! son tionctions. Indeed, a central tenet of his formulation is that mental
proces: es have their origin in social processes. Mediation is a key concept in
understanding this relation. Specifically, Vygotsky defined development in terms
of the emergence or transformation of forms of mediation, and his notion of
social interaction and its relation to mental processes involves mediational
mechanisms. He argued that mental processes can be understood only if we
understand the 'tools and signs' that mediate them. Tools and signs in this
formulation refer to habits and forms of cultural behavior, cultural methods of
reasoningind the cultural meanings of particular stimuli. In short, for Vvgotsky
the psychological characteristics of persons are joint, interactive function of the
biological features ond potentialities of the human species, on the one hand, and,
on the other, of' the forms of psychological functioning and possible sources of
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development existing in a given culture or subculture at a particular point in its
history. It thus follows that the repertoire of psychological processes and out-
comes available as possibilities tor individual development can vary across cul-
tures or subcultures, and that alterations in social or cultural conditions can bring
about decisive changes in forms of behavior and modes of thought (Vygotsky,
1929, 1978; the sante line of theorizing is found in the work of Luria, 1928, 1976).

In sonic respects, Vygotsky's views are similar to the longstanding tradition
in psychological anthropology that argues that different environmental demands
lead to fhe development of different patterns of ability (see, e.g., Laboratory of
Comparative Human Cognition, 1983). These conceptions are compatible with
Laosa's (1979/1989) developmental, socioculturally relativistic paradigm. From the
perspective of Laosa's paradigm, social competence involves functional adapta-
tions to specific environments. Each environment may have its own specific
demand characteristics for functional adaptation, and a person's success in two
different environments may depend on the degree of overlap in the demand
characteristics of the environments. This paradigm is particularly appealing be-
cause it provides a useful way of approaching the problems that arise in defining
competence in complex, changing, and culturally diverse societies such as the

United States in winch individuals, at virtually every phase of their life span,
find themselves in environments with very different demand characteristics.

Filially. in considering our topic, we must continually remind ourselves of
the conceptual distinction between proficiency and petfiwmance, This distinction
acknowledges the difficulty of making inferences about capability without regard
tbr the cultural context and analogous factors that can play as large a role as
capability in determining the level ot response in any given situation (Anderson
and Messick, 1974; Laosa, 1979/1989). A performance in a particular
classroom setting. tbr example. may not always be a sign of his or her potential
competence in an environment better suited to that child.

The Environmental Ecology

Participation in society means participation in a complex social order; yet the

dominant conceptions in the study of human development and education have

tended to separate not only the individual from the family for independent
examination but also the family from the society. Exceptions to these concep-
tions include the theoretical formulations of such ecologically oriented psycho-
logists as Bronlenbrenner (1979), Laosa (1979/1989), and Sameroff (1983).

Within developmental psychology, the most visible and systematic emphasis

on the need to formulate ecological models for the understanding of human
behavior has been the work of Bronfenbrenner (1977, 1979, 1988). Bronfenbren-

tier emphasizes 'the progressive accommodation, throughout the life span, be-
tween the growing human organism and the changing environments in which it
lives and grows' (1977, p. 513). This emphasis is found also in Laosa's (1979/
1989) developmental. socioculturally relativistic paradigm and in Sameroff's
(1983) genet al systems approach.

Bronfenbrenner's (1979, 1988) conception has much in common with our
uleasmd it ontrthutes A useful framework and vocabulary. I le conceives of
the environment as a set of four nested structures, each inside the next. At the
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innermost level (the microsystem) is the immediate setting an environment with
particular features, activities, and roles containing the developing person. This
can be the home, the classroom, the testing room, and so on. The next level, or
rnesosystem, comprises the relations among e's major settings at a particular
point in one's development. In the present view, such interconnections can be as
decisive for development as events taking place within a given setting. A child's
ability to learn to read in school, for instance, may depend as much on the
existence and nature of linkages or continuity of experiences between the school
and the home as on a particular teaching technique (Laosa, 1977c, 1982b).

The third level of the ecological environment evokes the hypothesis that the
person's development is profoundly affected by events occurring in settings
in which the person is not even present. This is the exosystem, in which the
mesosystem is embedded (Bronfenbrenner, 1979, 1988). It includes, for example,
the parents' experiences in the world of work as factors indirectly influencing the
child's immediate context.

Finally, pertaining to all three former levels, there is the overarching macrosyst-
em, which refers to the 'blueprint' that every society, culture, or subculture has
for the organization of every type of setting. This blueprint can be changed, with
the result that the structure of the settings in a society can become markedly
altered and produce corresponding changes in human behavior and development
(Bronferibrenner, 1979). For example, an economic crisis occurring in a society
can have an impact on the child's immediate settings and thence a longstanding
influence on children's subsequent development. Similarly, a change in a society's
policies affecting the relations between the home and the school may produce
effects detectable in the child years later.

The primary focus of the remainder of this chapter is on the first level in
13ronfenbrenner's classification, namely, the microsystein; more specifically, the
focus is on the innermost aspect of the microsystem level the family. Space
considerations preclude an exhaustive review of the research literature on Chica-
no children's socialization in the family. We have selected for review, therefore,
studies that illustrate principal strands in this literature. When necessary for
placing these works in context, we also refer to research on other ethnic groups.

Family Interaction

The innermost level in the environmental ecology of the child is, as we just saw,
the household family. Beginning at this level of the ecological system, one of the
basic units of analysis is the dyad, or two-person system (Bronfenbrenner, 1979).

In keeping with the traditional focus of collecting research information on
individuals, behavioral and social scientists typically gather data on only one
person at a time. Partly because of the difficulties and expense involved in
conducting reliable observations of people in interaction, research on Chicanos
has seldom included observations of actual family interactions using systematic
samples of adequate size. Among the few exceptions is Laosa's work on maternal
teaching strategies. A principal aim of these studies was to contribute empirical
data that might help explainit least partly, ethnic group differences in academic
perfOrmance.

As Laosa (1981a) makes clear, the choice of maternal behavior in these
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studies does not reflect a belLf that the mother's behavior is the only important
source of influence in the development of the young child or that only biological
mothers, or women, are or should be responsible for the care of children. Many
relationships can and do play influential roles in the course of a child's life.
Certainly the father, although ignored in much of the available research, plays a
substantial role in the lives of many children. The same can be said of sibling
relationships. Nevertheless, in most cultural settings one finds that, of all the
relationships during the child's early years, the ordinary everyday interactions
between mother and child constitute a paramount or at least a very important

aspect of the social environment of childhood. A fundamental assumption is
that the mother, in her everyday interactions with her child, continually func-
tions (wittingly or unWittingly) as a teacher. Thus, much of the implicit curricu-
lum and instructional method to which the child is exposed in the home,
especially during the early years, is mediated by maternal teaching strategies. A
primary focus of the study of mother-child relationships is on identifying diverse
patterns of mother-child interaction, how these different styles of mother-child
relationship develop, and how they are related to particular child behaviors
outside of the maternal relationship (Laosa, 1981a).

Research on non-Chicano populations has shown that depending on the
family's social class, mothers use different strategies to teach their young children
(for a review of research see Laosa, 1981a). Traditionally in such studies, specific
socioeconomic status variables (e.g., mother's and father's occupational status
and education) have been either employed interchangeably or aggregately sub-
sumed under a general index of social class or a global measure of socioeconomic
status. But Deutsch (1973) and Laosa (1978, 1981a, 19826) argue that it may be
more appropriate and useful to view social class or socioeconomic status not as a
unitary dimension but as a conglomerate of different variables, such as occupa-
tion. education, and income, that must be examined separately. One of the issues
addressed by Laosa (1978), therefore, centered on the relationship between par-
ticular socioeconomic status variables, on the ow hand, and maternal teaching
behaviors, on the other. Thus, one aim of Laosa's (1978) study was to 'unpack-
age' different components of what is commonly labeled either social class or
socioeconomic status, an exosystem factor, and then to examine the influence of
these particular components of the exosystem upon the microsystem dimensions
of mother-child interaction.

In one study, Laosa (1978) conducted direct observations of Chicano
mothers in their homes while they taught cognitive-perceptual tasks to their own
5-year-old children. The sample consisted of forty-three Chicano families resid-
ing in Los Angeles; the sample was selected to be as representative as possible of
Chicano families in the United States with regai.d to the distributions of
socioeconomic and parental schooling Using the Maternal Teaching
Observation Technique (Laosa, 1980b), trained observers recorded the frequency
of occurrence of nine categories of maternal behavior. Reliability and short-term
stability analyses indicated that these measurements represented adequately re-
liable and moderately stable attributes of maternal behavior (Laosa, 1980b).

Laosa's (1978) analyses revealed significant correlations of substantial magni-
tude between the mothers' teaching behaviors and their own level of schooling
(i.e., years of" formal schooling). In contrast, there was very little relationship
between these maternal teaching behaviors and either the mothers' or the fathers'
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occupational statuses. Thcse results indicate that the schooling level attained by a
Chicana is a strong predictor of the strategies that she, once she becomes a
mother, will use in teaching her own children.

Specifically, the correlations obtained by Laosa (1978) between the mothers'
schooling lever and their own teaching strategies were as follows. The mothers'
schooling level was positively related to their frequent use of inquiry, which refers
to the use of questions as a teaching modality. The mothers' schooling level was
also positively related to their frequent use of praise, namely, verbal expressions
of approval of the child's activity or product. In contrast, the mothers' schooling
level was inversely related to their use of modeling as a teaching strategy;
modeling here refers to the mother's doing parts of the task for the child's
observation and imitation. Thus, the frequency of use of each of these three
distinct maternal teaching strategies varied widely as a function of maternal
schooling level. In shoct, the Chicana mothers with fewer years of education
taught more frequently through a modeling or demonstration approach. That is,
they tended to demonstrate the solutions so that the child could learn through
observation. In contrast, the more highly schooled Chicana mothers tat43ht more
often through a style characterized by the frequent use of questions and verbal
praise.

In discussing the results of this study by Laosa (1978), LeVine (1980) has
called attention to the striking sinnlarity betwecni the approach to teaching
employed by the more highly educated Chicana mothers and the academic style
of school classrooms. The more educated Chicana mothers taught through a
more conversational style (i.e., inquiry) rather than m..,toric demonstration (i.e.,
modeling), and they especially included verbal reinforcement (i.e., praise). One
might say the more highly schooled Chicana mothers 'imitated' the academic
style of the school classrooms in which they had spent so much of their lives
(Laosa, 19821,).

Although these findings are correlational, they suggest that, at least among
Chicanas. schooling has a marked impact on certain behavioral dispositions that
determine the manner in which they, once they become mothers, interact with
their children. These findings raise provocative questions about the role that
schooling plays in influencing the evolution of culture, and, specifically, in
influencing the evolution of cultural patterns of family interaction. (By evolution
is meant change through adaptation and not progression toward some superior
stage.)

Sonic of these que,tions were posed in a subsequent study, in which Laosa
(1980a) compared the teaching strategies of Chicana mothers to those of non-
Hispanic White mothers. The results showed significant differences in the maternal
teaching strategies of these two groups. In general, compared to the Chicana
mothers, the teaching strategies of the non-Hispanic White mothers ee ,:re more
similar to the cademic teaching style that one expects to find in school class-
rooms. These ethnic group differences in mothers teaching strategies virtually
disappeared, however, when the analyses controlled statistically fOr the mothers'
years of education.

Taken together. die results of these studies led I aosa (1982b) to propose .1
hypothetical model to explain the high frequency of scholastic failure among
Chicanos and other populations in which parents. on the average, have com-
pleted relatively few years of schooling. The general hypothetical model can be
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summarized as follows: the children of the more highly schooled parents learn to
master in their homes the form and dynamics of teaching and learning processes
that 'take after' those of. the school classroom. " :cause of this relative similarity,
the interactional processes that these children learn to master at home will have
adaptive value in the classroom. Insofar as the children of the more highly
schooled parents learn to master classroom-like interactional processes in their
homes, therefore, they will have a decided academic advantage over the children
of the less-schooled parents since the latter, by contrast, learn to master in their
homes the form and dynamics of teaching and learning processes that have
comparatively little adaptive -value in the classroom (Laosa, 1982b). To the extent
that the relational systems of family and school differ from one another, the child
and the classroom teachers will I:it. unable to draw on a shared process of teaching
and learning. As a result of this discontinuity between the family and the school,
the child and the teachers will spend a great portion of their time simply
attempting to make sense out of one another's behavior. Hence, school failure for
many Chicanos probably occurs, at least partly, because they and their teachers
are unable to make sense of each other's relational systems. The Laosa (1982b)
model further posits and his data suggest that the extent to which the
family and the school will share in common a relational system for teaching
and learning depends. at least in part, on the length of the parents' schooling
experience.

hunt?), Constellation

Another liature of a child's microsystem is the.fainily's constellation, that is, such
characteristics as the child's family size and sibling structure. Family constellation
is relevant to the topic of this chapter for two related reasons. First, demographic
statistics show that Chicanos, as a group, differ from non-Hispanic Whites in
family constellation (Bean and Tienda, 1987). Second, some researchers have
suggested that family constellation influences children's cognitive development
(e.g., Zajonc, 1976, 1986). Thus, the question arises: Does family constellation
explain the difference in academic performance .between Chicano and non-
Hispanic White students?

Chicanos, on the average, produce a relatively large number of offspring.
Demographic studies demonstrate clearly and consistently that the fertility level
of Mexican Americans exceeds those of all other major ethnic or racial groups in
the United States, including other Hispanic groups (Bean and Tienda, 1987).
Moreover, the krtilitv difference between Mexican Americans and non-Hispanic
Whites is reduced, but not eliminated, when such factors as age, education,
income, labor force participation. and generational status are held constant (Bean
and Tienda, 1987). Compared to other ethnic groups. therefore, Chicanos have
more siblings and, consequently, are less likely to be the firstborn or the only
child. Now, juxtapose these demographic differences to the large body of theory
and data suggesting that sibling structure and family si7e influence children's
cognitive development, including academic achievement (tor reviews see

Cicirelli, 1978; Henderson, 1981: Marjoribanks, 1979, Zijonc, 1983, 1986). In-
deed, numerous studies, including a tew on Chic.mo families, have examined the
relationship between family constellation and children's development. Several
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family constellation varial:les have been studied, particularly sibship size (the total
number of siblings in a family), birth order (the relative rank of a child in terms
of the age hierarchy among siblings), and the presence or absence of a father in
the household. This literature, to which we now turn, provides a context for
examining the question of whether and how family constellation, among Chica-
nos, might influence the foundations of intellectual performance that arc likely to
predict academic achievement.

Si ',ship size Many studies have shown an inverse correlation between sibship
size and indices of children's cognitive development (e.g., Belmont and Marotta,
1973; Blake, 1989; Breland, 1974; Kellaghan and Macnarnara, 1972). Unfortu-
nately, much of the research on the effects of family size on cognitive develop-
ment has been subject to confounding. A frequent confounding variable is
socioeconomic status (SES), because there is generally a correlation between SES
and sibship size; that is, lower SES families generally tend to have more children
than the more affluent and better educated families (Westoff, 1986). Because
usually there is also a co -relation between SES and cognitive test performance
(Deutsch, 1973; Hess, 1970), it is difficult to isolate the statistical effects of SES
and family size, respectively, on cognitive scores. Kellaghan and Macnamara
(1972) addressed this problem by studying Catholic families in Ireland, where
large families tend to be valued at all SES levels. Significantly, even ih this
cultural setting, where it was possible to limit the confounding of sibship size and
SES, there was the typical correlation between sibship size and cognitive test
performance.

A notable exception to the typical inverse correlation between sibship size
and cognitive performance was reported by Rankin, Gaite, and Heiry (1979).
These researchers tested the hypothesis that the frequently observed correlation
betwcen sibship size and cognitive test performance can be explained on the basis
of cultural expectations and values. Their sample consisted of elementary-grade
children in American Samoa. a cultural setting where large families are the norm.
An instrument especially designed for this cultural population was used to measure
cognitive ability. Rankin and his associates did observe an association be-
tween sibship size and cognitive performance among Samoan children, but this
relationship was curvilinear. Children from families closest to the sibship size that
is the norm within Samoan culture attained the highest cognitive performance. In
a culture where large sibships are the norm, children in families near the average
size showed superior cognitive performance than those from either small or very
large families. This finding suggests that cultural values mediate the association
between family size and cognitive performance. This conclusion raises the ques-
tion of whether the large body of published research on family constellation is
generalizable to Chicanos, since Chicano culture is largely different from that of
the samples in most of this research. Only a few studies of Chicanos have given
explicit attention to the relation of family size to cognitive perfonnance, This
research is discussed below.

Sonic of the early research suggested that the inverse association between
siliship size and cognitive performance observed in non-Hispanic White samples
way indeed generalize to Mexican American families. Henderson and Merritt
(1968), for example. compared the family characteristics of Mexican American
children who scored particularly high on two tests of cognitive ability with the
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families of children of the same ethnicity who scored particularly low: Both
groups of children attended the first grade in schools in, Tucson, Arizona. Hen-
derson and Merritt (1968) found that the low-scoring group had significandy
larger sibship sizes than did the higher-scoring group.

The above finding must be interpreted cautiously, however, because house-
hold family size among Chicanos is heavily confounded with socioeconomic
status and home language. Indeed, Henderson and Merritt's (1968) analyses
revealed that their two groups of Mexican American children differed not only in
the number of siblings, but also in maternal schooling level and socioeconomic
status. Valencia, Henderson and Rankin (1981) ittempted to untangle such
confounding of variables in a study of Mexican American preschoolers and found
that when statistical controls were applied to cope with the probleth of covaria-
don among predictor variables, the hypothesis of an association between sibship
size and the children's cognitive development was not supported. This finding is
congruent with results obtained by Laosa (1984a) in a study comparing Chicano
and non-Hispanic White toddlers. Let us examine these two studies in some
detail.

Given that the Mexican American population is one in which children
typically score below the norms on measures of intellectual perform2nce
(although there is substantial variation within the population Duran, 1)83;
Ramist and Arbeiter, 1986; Sawyer, 1987), and because in this population rel-
atively large families are the norm (US Bureau.of the Census, 1988) and seem to
be valued (Bradshaw and Bean, 1972), Valencia and his colleagues (1981) set out
to ascertain how much of the variance in Mexican American children's cognitive
performance they could explain (statistically) by family constellation, compared
with other family characteristics. Their sample consisted of 190 Mexican Amer-
ican preschool enrollees in various cities and towns in southern CalitOrnia; only
very poor families with both parents present were included. Data were gathered
on the following variables: the child's agc, sex, sibship size, and ordinal position
in the sibship, the parents' schooling attainment level and country of schooling,
the language (English or Spanish) spoken in the home and used in the test
administration, and the Holliagshead indices of socioeconomic status and social
class. In order to cope with the colinearity that is common to such data, the
variables were reduced to three factors by means of a factor analysis. The first
factor had the highest loadings for the language and parental schooling variables;
the second, for the socioeconomic and secial class indices; and the third factor
was defined by the child's sibship size and ordinal position.

Factor scores were used as independent variables in multiple regression
analyses in order to identify the most powerful one-, two- and three-variable
models for the (concurrent) prediction of the Mexican American children's scores
on the General Cognitive Index of the McCarthy Scales of Children's Abilities.
The best single pr :dictor (it accounted for 6.8 per cent of the variance in
cognitive scores) was the factor defined by parental education and language. The
SFS factor a(counted for an additional 3.6 per cent of the variance when added to
the first factor to tOrni the most powerfill two-variable model Finally, in the
best tin ce-variable model, the sibling constellation factor explained only an
additional 2.8 per cent of the variance in cognitive scores.

This research by Valencia ut al. (MI) suggests that, I'm- Mexican Americans,
the number of children in the household and birth order account for a very small
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proportion of the variance in young children's cognitive development. The
results further suggest that parental schooling level and other socioeconomic
characteristics together account for much more of this variance. These findings
are harmonious with those obtained by Laosa (1984a).

Laosa (1984a) studied the family characteristics and various abilities of young
children in two different ethnic groups Chicano and non-Hispanic White. The
purpose of this study was to test several hypotheses about the possible causes and
origins of the frequently observed difference in academic achievement between
these two populations. One of the hypotheses centered on whether ethnic group
differences in family size and sibling structure explain the corresponding group
difference in children's cognitive performance. juxtaposing (a) the demographic
evidence indicating that Chicanos on the average produce a relatively large
number of offspring and also arc likely to reside in households with more adults
than do members of the other ethnic group (Bean and Tienda, 1987; US Bureau
of the Census, 1988) to (b) the large body of literature mentioned above
suggesting that family size and sibling structure influence cognitive development,
Laosa (1984a) set out to assess the relative contribution of several variables,
including family constellation, to variance in young children's cognitive perform-
ance. Laosa's focus in this study was on very young children (2.5 years old),
because an additional purpose of the research was to determine how early in the
life course any such effects on cognitive performance commence to show palpably
their impact.

Laosa's (1984a) sample consisted of 171 Chicano and non-Hispanic White
families with a toddler. The samples were selected to be representative of their
respective ethnic populations with regard to the distributions of socioeconomic
status and parental schooling level; in order to control for the potentially con-
founding effects of single parenting, the sample only included households with
both parents. Both ethnic samples were drawn from the same geographic area
a large urban center in south-central Texas. The variables measured in the study
were: household income, each parent's schooling attainment level, father's
occupation, child's birth order, whether the child was an only child, the number
of children residing in the household, and the number of adults residing in the
household in addition to the parents. Language variablcs so were measured
the percentage of household verbalizations in English (v. Spanish or a dialect that
mixes/switches between the two languages) for each of the following dyads and
directionalities: mother to child, child to mother, father to child, child to fathen
and the percentage of English verbalizations during testing, also by directionality,
namely, examiner to child and child to examiner. The child's pertbrmance in
each of five ability areas was measured, respectively, b.. the Verbal, Perceptual-
Performance (nonverbal reasoning), Quantitative, Memory, and Motor scales of
the McCarthy Scales of Children's Abilities. Ethnicity and sex of child were the
major independent variables.

T he zero-order (i.e.. uncontrolled) intercorrelations among the variables
were similar for the two ethnic groups. Interestingly, for neither ethnic group
was there a significant zero-order correlation between any of the child perform-
ance variables, on the one hand, and, on the other, .the number of children in the
household, the child's birth order, or whether the child WAS an only child. These
tindings strongly suggest that any effects of these sibling structure variables on
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children's development do no occur, or at least do not become visible, before the
third year of life.

A comparison between the above finding by Laosa (1984a) and the data
reported by Valencia et al. (1981) permits pinpointing the specific age at which
the frequently observed zero-order correlation between sibling structure and
cognitive performance can first be observed. The average age of the Valencia et al.'s
(1981) sample was 4.5 years, and they report zero-order correlations of -.24 and
-.21, respectively, for the number of children in the home and the child's birth
order with the child's cognitive score in spite of the restricted SES range of
their sample. In contrast, the age of Laosa's (1984a) samples was 2.5 years, and he
obtained a mean zero-order correlation of only .08 between the fo'ir cognitive
scales in his analyses and these two sibling structure variables for the Chicano
sample. These results are all the more impressive when one considers that the
SES range in Laosa's (1984a) sample was not restricted, whereas the range of the
Valencia et al. sample was highly curtailed. Taken together, these differences
between Laosa's (1984a) and the Valencia et aL (1981) data suggest that the
frequently observed (zero-order) correlation between sibling structure and cogni-
tive performance emerges initially during the third and fourth years of the child's
life.

By means of a principal-components analysis of the fourteen variables for
the combined ethnic sample, Laosa (1984a) uncovered three clearly defined fac-
tors. (Orthogonal and oblique solutions were obtained, revealing no difference
between rotation methods.) Factor 1 was defined by the language variables;
Factor 2, by the family constellation variables; and Factor 3 was defined by the
socioeconomic and parental schooling measures.'

Laosa's (1984a) analyses of the children's test scores revealed significant
ethnic group differences in the children's verbal, quantitative, and memory per-
formance (no differences in nonverbal reasoning or motor performance). Laosa
then performed a series of analyses of covariance in order to ascertain whether
these ethnic group differences in children's performance could be explained
(statistically) by the three athrementioned factors, either individually or in Com-
bination. The results showed that the family constellation factor explained very
little, if any, of the ethnic group differences in the children's performance on the
ability scales. In contrast, the SES and home language factors accounted for
significant portions of the between-group variance in this performance; indeed,
the ethnic group difference- in children's performance became nonsignificant
when the SES and home language factors were simultaneously controlled.

Laosa (1984a) also found that there were no significant within-group correla-
tions of sLores on any of the live ability scales with the number of household
children, the child's birth order, or whether the child was an only child; this kVA!,
true in both ethnic groups. It should be noted, however, that Laosa (1984a)
obtained significant (positive) correlations between the number of adults (in
addition to the parents) residing in the Chicano households and the children's
scort..s on two ability scales Quatititative and Motor. As Laosa (1984a) notes,
the latter finding bears on die oPthicnl e theory pi (posed by /atone and Markus
(1975), a theory dis( missed in the next section.

In sum, both Laosa (1984a) and Valencia et al. (1)81) found thatit least
durtng early childhood, neither the number of children in the home nor the
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child's birth order has iduch of an impact on Chicano children's cognitive
development. The results of both studies are also congruent in clearly pointing to
the family's socioeconomic level and home language as being significantly related
to Chicano children's performance on cognitive tests; this relationship was even
prior to the third birthday and thus long before school entry.

Confluence model The confluence model gained much attention when it first
appeared in the research literature in the mid 1970s. This theoretical model was
proposed by Zajonc and Markus (1975) in an attempt to explain mearch data
showing an association between family constellation and children's cognitive
performance. The model, acclaimed for its parsimony, proposes that the intellec-
tual environment of a family has a direct influence on the intellectual develop-
ment of the children born into it. As defined by the model, the intellectual
environment consists of the average intellectual ability of all family members.
(The intelligence construct employed in this theoretical model is more akin to thc
concept of mental age than to IQ.) Adults are cognitively more advanced than
children, and therefore they contribute more intellectual stimulation to the family
environment by virtue of their greater experiences and accumulated learning
opportunities; conversely, the arrival of an infant can worsen the intellectual
environment by lowering the average intellectual ability of its members. Thus,
according to the confluence model, a child's intellectual environment is 'diluted'
by the presence of younger siblings. The model, however, also proposes that
children with younger siblings are able to engage in teaching them and thereby
perhaps to improve their own intellectual ability. Research on family interaction
does suggest that older siblings can serve as effective intellectual resources for
their younger siblings (Laosa, 1982a; Norman-Jackson, 1982; Stewart, 1983); it
also suggests that teaching itself can benefit teachers as much as learners (Bargh
and Schul, 1980; Cohen, Kulik and Kulik, 1982).

In part, the extraordinary interest generated by the confluence model was
stimulated by Zajonc's (1976) suggestion that the observed declines in national
Scholastic Aptitude Test (SAT) scores merely reflected a population bulge of
children from large families who were heavily represented in the pool of test
takers. Zajone (1976, 1986) predicted that the average scores would begin tn rise
as children from a generation of smaller families approached college age and
entered the pool. Although the predicted rise in SAT scores did indeed occur
(1.a1onc, 1986), the confluence model is the subject of considerable siientific
controversy.

Tests of the model on other types of data have been attempted with gre,,ter
(e.g.. Berbaum and Moreland, 1985) and lesser success (Melican and Feldt, 1980;
Page and Grandon, 1979; Velandia, Grandon and Page, 19781Ind the model has
been criticized on several grounds. Critics of the model raise questions about the
appropriateness of the populations studied, the levels of data aggregation, the
details of the calculattons, and the logical basis of the model (Henderson, 1981,
Scott-Jones, 1)84: Steelman, 1985), while proponents of the model refute critic-
isms and qu,:stion die suitabilits of the statistical analyses techniques and the
omission of certain variables (Zajonc, 1983).

Most studies of the confludice modd are based on samples of non-minomv
populations in the United States and Western Europe Given the restricted
cultural variability represented in such studies, it is important to establish
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whether the empirical findings apply to other cultural groups. The question of
whether the model is generalizable to other populations was addressed in a study
of a large sample of college applicants in Colombia, South America (Velandia et
al., 1978). Neither the predicted associations between birth order and intelligence
nor the relation of intelligence to family size were upheld. In a follow-up study
with a large national sample in the United States, Page anti Grandon (1979) found
that the apparent effects of family size were best explained by ethnic group and
social class variables. These results are consistent with those obtained by Laosa
(1984a) and Valencia et al. (1981) for Mexican American young children. The
little research that exists on Mexican American samples shows no significant
effects of sibship size or birth order on intellectual development once proper
controls for other background variables are taken into account (Laosa, 1984a;
Valencia et al., 1981) more precisely, if any such effects occur, they are not
evident in early childhood.

Sittgle Parenting

The aforementioned studies of Chicano families by Laosa (1984a) and Valencia et
al. (1981) focused on two-parent families that is, on households in which the
child resided with both mother and father. By designing their sampling plans in
this manner, these investigators successfully avoided confounding their results
with possible effects due to differences between one- and two-parent families.
Although a large majority of Chicano children reside with two parents, some of
them live in solo-parent households; in 1988, 18.5 per cent of the Mexican-origin
families in the United States were headed by a woman with no husband present
(US Bureau of the Census, 1988; see also Laosa, 1988a)."

The issue is important because the research literature suggests that compared
with children in two-parent households, those in single-parent homes are more
likely to develop academic and conduct problems in school (for a research review
see Hetherington. Camara and Featherman, 1983). Because almost all of this
research is based on non-Hispanic White or Black samples, the question arises as
to whether these findings generalize to Chicanos. Do Chicano children in solo-
parent families develop differently from those in two-parent households? Is the
scholastic performance of Chicano children affected by whether they live with
one or two parents? Are there features of Chicano culture that serve to buffer or
moderate the effects of solo parenting observed in children from other cultural
groups?

These questions were addressed by LeCorgne and Laosa (1976) in a study
designed to test the null hypothesis of no effects due to solo mothering on
Mexican American children's cognitive and psychosocial development. The sam-
ple c onsisted of 248 fourth-grade students in a predominantly Mexican Amer-
ican, urban area in south-central Texas. About half of the children were selected
for the sample because they did not have a father or male father surrogate (other
than an older sibling) living at home, whereas the other half were randomly
selected from among those living in two-parent households. Only Mexican
American families at or below the poverty levcl were included. The data were
analyied using a 2 x 2 (father pr('sence/absence by child's sex) analysis of co-
variance (c hdd's chronological age eovaried). LeCorgne and Laosa's analyses
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uncovered important diff,rences between Mexican American children of the
two family types.

Among the dependent variables examined by LeCorgne and Laosa were
classroom teachers' ratings of the students' psychosocial adjustment. The teachers
were instructed that school achievement was not to be a consideration in making
the personal adjustment ratings, but that the child's 'self-concept and relationship
to others (p. 470) should be the major consideration. The analyses revealed that
both the main effect of flimily type and the interaction with child's sex were
significant for this variable. Specifically, the teachers' ratings showed more signs
of school maladjustment in boys of solo mothers than in boys of two-parent
homes or in girls of either family type. This finding suggests a differential effect
of father absence on boys and girls.

LeCorgne and Laosa's (1976) finding of a significant family-type-by-child's-
sex interaction for teachers' ratings of Mexican American children's school
adjustment is consonant with data on other populations suggesting that boys are
more suscept.ble to certain forms of stress than girls (e.g.. Rutter, 1979).
Although little is known about the reasons for this sex difference, recent reviews
of the research literature do indeed point to the conclusion that boys may respond
more negativdy than girls to some forms of psychosocial stress, including the
stresses from divorce (Hetherington et al., 1983: Zaslow, 1987; Zaslow and
Hayes, 1986). LeCorgne and Laosa's (1976) findings add confirmatory evidence
tbr this general hypothesis and extend it by showing that the sex difference in
vulnerability to certain forms of psychosocial stress, a vulnerability that has been
observed in research on other ethnic populations, is generalizable to Mexican
Americans. Specifically, LeCorgne and Laosa's data show that solo mothering
appears to have no deleterious effect on Mexican American girls' psychosocial
adjustment to school (at least during middle childhood), whereas something as
vet undetermined about the experiences associated with solo mothering seems to
affect negatively the school adjustment of Mexican American boys.

A plausible explanation for this sex difference, offered by Hetherington et al.
(1983), is that separation from the father may represent a more important loss for
a male than for a female, both as a figure of identification and as a disciplinarian.
Research indeed suggests that girls in father-custody families exhibit some of the
same difticultic in social behavior as do boys in mother-headed. one-parent
families (Camara and Resnick, 1988; Santrock and Warshak, 1979; Santrock,
Warshak a-.1 Elliott, 1982). This finding suggests that separation from the same-
sex parent may be particularly difficult tbr children. Given the present, most
common custodial arrangements (Maccoby, Depner and Mnookin, 1988), there-
fore, boys may be at higher risk for deleterious outcomes from family disruption
and divorce than are girls.

LeCorgne and Laosa's (1976) study also included three measures of the
children's cognitive-perceptual development the Raven Coloured Progressive
Matrices. the Goodenough-Harris Drawing Test. and the Bender-Gestalt Test.
There were no significant differences between family types (and no interactions
with sex) kir either Raven or Bender-Gestalt developmental scores. There was,
howeveri significant difference in Goodenough-Harris scores, suggesting a
higher level of conceptual development for the group of two-parent children. In
interpreting this result, LeCorgne and Laosa point out that, although the sample
included only poor families, this difference in cognitive performance could he the
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outcome of very small differences in socioeconomic level between the two family
types. National statistics show lower average incomes for solo-mother than for
two-parent households (Laosa, 1988a); and the lower a family's economic status,
the more important small dollar differences may become. Indeed, Harris and
Roberts (1972) found a noticeable increase in mean Goodenough-Harris scores
between children from families with incomes of less than S3,000 and those of
S3,(0() to S4,999.

The latter observation brings forward yet another effect of diversity in
family structure, namely, family income. Laosa (1988a) recently examined the
economic implications of single parenting. His analyses, as mentioned above,
clearly show that solo mothers and the children living with them are, on the
average. economically disadvantaged compared with those in two-parent farni-
lies; this is true irrespective of ethnicity or race. This situation is partly the result
of sex inequalities in income, as the average woman earns lower wages per hour
than does the average man (Fuchs, 1986). Even when all of the variance predicted
by family structure can be explained by the socioeconomic level of the family,
however, we should not ignore the causal links in the process (Hetherington
et at., 1983). Divorce, separation, or death of a spouse may create low socio-
economic conditions in the home, and such conditions in turn can influence the
child's academic attainment.

Environmental Processes in the Home

Whereas some studies of socialization, such as those discussed in the preceding
section, focus on the influence of 'molar-lever sociodemographic variables on
children's development such as household income, parental education and
occupation, family size and structure other studies attempt to examine the
effects of 'micro-lever processes. Such micro-level processes are often hypothe-
sized to act as intervening or mediating variables that may explain the associatiOn
between the molar-level factors and the child's development. A good example of
micro-level processes are the data on teaching strategies that Laosa (1978, 1980a,
1982b) obtained through direct observations of the interactions between Chicana
mothers and their own children, discussed elsewhere in this chapter. In this
section the focus is on research in which interviews rather than direct observa-
tions are used to obtain data on micro-level processes in the home.

Among the early research (.n environmental process variables is the work
stimulated by Benjamin Bloom, who recognized the need for knowledge about
the learning processes that occur in the home and other features of the home
environment that facilitate intellectual development. Two of Bloom's doctoral
students I )avé (1963) and Wolf (1964) -- hypothesized several home effects on
intellectual performance on the basis of an extensive literature review, and they

'devised a focused interview approach to measure them. Davt: and Wolf found
that the home enviroimiental process variables that they measured through inter-
views with (non-Hispanic) parents of elementary-grade children were remarkably
good concurrent predictors of both academic achievement (multiple R = .80) and
IQ (multiple R .70). These associations have been replicated in different
ountries (Marjoribanks, 1979) and with difkrent cultural groups, including

Mexican Americans (I lenderson, 1966: Henderson and Merritt, 1968).
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The principal environmental process variables in these studies are repre-
sented by those employed in Dave's (1963) research; among them are 'achieve-
ment press', 'language models', 'academic guidance', 'activeness of family', and
'intellectuality in the home'. The measurement procedures are intended to iden-
tify specific parental behaviors rather than statements of attitudes or intentions.
For example, parents' goals and aspirations for their children are subsumed under
the 'achievement press' variable. Interview items and probes relevant to this
variable are designed to identify and quantify such parental behaviors as the
reinforcement practices for the child's academic performance and the achievement
standards on which these practices are based. Additional indices of this variable
are derived from interview questions tapping into parents' concrete knowledge of
the developmental and educational progress of their children and into the specific
plans and preparations they have made to accomplish the educational goals they
claim to hold for their children. The influence of role models, too, is taken into
account in composing the 'achievement press' variable; this is done by incorpor-
ating information on the educational and occupational attainments of family
members and friends. Further exemplifying Dave's and Wolf's measurement
procedures, the 'language model' variable is based on ratings of the parent's own
language during the interview, including such language characteristics as richness
and variety of vocabulary, fluency of expression, and the organization of thought
as expressed through speech. This variable also comprises information on the
parent's awareness of specific features of the child's use of language and on the
nature of the parent's direct efforts to influence the child's language development.

Building on the work of Day(' and Wolf. Henderson and Merritt (1968)
demonstrated that the aforementioned kinds of environmental process variables
can distinguish the fainilies of Mexican American children who perform well on
cognitive measures from those who do poorly. Henderson (1972) later showed
that. for the same children, these environmental process variables predicted
academic achievement over a three-year period. Specifically, Henderson and
Merritt (l968) studied eighty Mexican American Spanish-spe- .ing first-grade
children in "f ueson. Arizona. Two groups comprised the sample: half of the
children were selected because of their very high scores on the Goodenough-
Harris Drawing Test a measure of general conceptual development and the
Van Alstvne Picture Vocabulary Test; the other half were chosen becaus; of their
very low scores. From individual interviews with the mothers, the researchers
obtained ratings on thirty-three characteristics of the home that defined nine
en ironmental process variables generally similar to those that Davi: and Wolf
had identified earlier. The analyses revealed significantly higher means on the
environmental process variables for the group scoring higher on the cognitive
tests. Thus, the processes taking place in the homes of the Mexican American
children who scored high on these cognitive tests apparently differed in specific
ways from the homes of those who scored low. It should be pointed out, too,
that the ,malyses also revealed that the mothers of the high-scnring children had,
on the average. more formal education and a higher socioeconomic status than
did the mothers of the low-scoring children.

In a follow-up study. Henderson (P)72) admmistered the California Reading
lest to thirt-tive children of the original Mexican American sample when they
were in the third grade and correlated these third-grade reading achievement
scores with the home environmental process measures obtained two years earlier.
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Henderson (1972) reports a predictive hivariate correlation of .55 between the
reading achievement scores and the combined score for the various home en-
vironmental process variables. This finding is congruent with that obtained
by Wolf (cited in Henderson, 1981), who followed his aforementioned (non-
Hispanic) sample over a four-year period and found that the multiple correlation
between IQ at this time and the environmental process variables measured earlier
was only slightly lower than the original, concurrent coefficient. These findings
do not establish cause, but they do demonstrate reasonably long-term predictive
stability for the measures of environmental processes in the home.

The approach that Dave (1963) and Wolf (1964) developed for the measure-
ment of environmental processes in the home thus proved to be an exceptionally
good predictor of intellectual performance, but the method is time consuming
and requires the services of skilled interviewers. For this reason, Henderson,
Bergan and Hurt (1972) set out to develop an interview schedule, adapted from
Dave's (1963) and Wolf's 11964) method, that could be more easily administered
and coded. The resulting instrument the Henderson Environmental Learning
Process Scale (HELPS) is a structured questionnaire using a Likert-type re-
sponse format. It is designed to provide measures of educationally relevant
processes in the home that can he subject to change through intervention pro-
grams in the school and in the home. The items composing this instrument focus
primarily on specific experiences provided for the child in the heme and on
patterns of interaction among family members, but they also tap parental atti-
tudes and such factors as the parent's aspirations and expectations for the child.
Although the information yielded by the HELPS is less detailed than that
provided by focused interview procedures, it has the advantage of requiring
less than twenty minutes to administerind little trainims is required for its
administration.

In order r() assess the predictive validity and other psychometric properties
of the measures obtained lw the HELPS. Henderson et al. (1972) administered the
St.mford Early Achievement Test and the Boehm Test of Basic Concepts to sixty
low-income Mexican American and sixty-six middle-SES non-Hispanic White
first-grade children in Tucsm. and the HELPS to their mothers. The analyses
in this study were performed on the combined ethnic sample. A principal-
components analysis of the twentv-fiye HELPS items yielded five factors. The
IELI'S items loading on the tirst factor reflected opportunities taken by parents

to expand their own and their child's social and intellectual interests and experi-
ences. Specific items tapped such parental behaviors as having discussions with
the child about programs viewed on television, seeking answers to the child's
questions by consulting a book (in the child's presence), encouraging the child to
read, and extending interpersonal contacts via participation in clubs or organiza-
tions and visits with friends in neighborhoods other than one's own. The second
factor was characterized by the label. 'Valuing Language and School Related
Behavior'. Specitii parental behaviors identified by items loading on this factor
included such Iitteractmoiisase xplaining the sequence of steps for pertbrming
pal to ol ir tasks, ptaising the c hold tbr approved behavior at schoolnid talking
with the thild at mealtunes. I he third factor, labeled 'Intellectual Guidani e', was
defined by such items as helping the child with homework, pointing out features
of intellectual interest during outings. Alni reading to the child during the pre-
school years. The items loading on Factor 4 appeared to involve attempts to
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prepare the child to function well in school without attempting to duplicate
directly the functions of a school teacher. Included here were opportunities to
obtain school-related information through such community resources as libraries
and museums, providing an intellectual atmosphere by modeling the use of
printed materials, communicating verbally with the child, and being aware of
specific features of the child's language development. The final factor, labeled
'Attention', reflected a variety of ways in which parents attend to behaviors that
seem likely to stimulate intellectual development. Mothers who scored high on
the items loading on this factor were likely to provide attention by showing
interest in the child's learning and by calling attention to the child's use of
language.

In order to ascertain whether the home environmental process variables as
measured by the HELPS correlate with academic performance, Henderson et al.
(1972) performed stepwise regressions (for the combined ethnic sample), using
HELPS factor scores as predictors (concurrent) and the test scores as criteria.
The results showed that together the HELPS factors accounted for the majority
of the variance in cognitive test scores (e.g., a ni iltiple 12 of .72 for the Boehm).
The Henderson et al. (1972) HELPS is, then, a practical questionnaire that can be
administered to large samples and scored with relative ease and that identifies
variables reflecting environmental processes in the home that correlate highly
with neasures of children's academic achievement and conceptual development.
Tne measure has demonstrated good qualities of reliability and predictive validity
when adapted for use with varied populations in different comniunity settings
(e.g.. Kitonyi, 198(1; Prior, 1974; Valencia, Henderson and Rankin, 1985).

The HELI'S was used in a study by Valencia and associates (1985) to assess
the relative contributions of socioeconomic status, parental schooling level, home
language, sibship si7e, and home environmental processes to the cognitive
performance of Mexican American preschool enrollees from low-income,
two-parent households. Multiple regression analyses revealed that the home
environmental processes, as measured by the HELPS total score, accounted for
alore unique variance in performance on the General Cognitive Index of the
McCarthy Scales of Children's Abilities than did any of these other variables.
The next largest portion of unique variance in cognitive scores was cxplained
(statistically) by a composite variable comprising parental schooling level and use
of English over Spanish in the home. Finally, parental occupational status and
sibslup sl7e did not add significantly to the prediction (concurrent) of cognitive
scores. These findings provide support for Laosa's theoretical model (Laosa,
198211. Marjoribanks, 1984), according to which parental schooling level exerts
an indirect influence on children's developmental trajectories by affecting how
parents interact with their children.

Another mfluential approach to the measurement of home environments was
developed by Bettye Caldwell and her associates. Caldwell's Home Observation
for Measurement of the Environment (HOME) InventorY ilds been used in
numerous studies of the relation of home environments to the development of
ompeten«.. and it has proven to be a good predictor of (non-1 Ip,panic) chil-

dren's intellei tual pertOr mance (e.g., Bradley et al.. 1989; Bradley, Caldwell and
Rock. 19;s$: 11,irdo, Bradley and Caldwell, 1977). This instrument is designed to
assess the stimulation and support avadabl to a child in the home environment.
hitOrmation needed to score the hiv:niory is obtained through observation and
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interview done in the home with the child and the child's primary caregiver
(Caldwell and Bradley, 1984) As is the case with variables based on the measure-
ment approach developed by Davé (1%3) and Wolf (1964), the HOME Inventory
has been found to be a more effective predictor of mental test performance than
have global indices of SES (e.g., Bradley et al., 1989). The HOME Inventory is
not, however, an equally effective measure for all ethnic groups.

In one study (Elardo et al., 1977). the predictions of intellectual performance
at age 3 years from HOME scores obtained a year earlier held up for samples of
both Black and non-Hispanic White families. Although intellectual performance
scores wer: significantly associated with HOME scores in both ethnic groups,
the relation was not as strong for Black as for non-Hispanic White families. The
investigators speculated that the attenuated association between HOME and
intellectual performance scores for Black families might have been the result of a
range restriction in the intellectual performance scores for the Black sample or of
a lower validity of HOME scores for Blacks than for non-Hispanic Whites. More
recently, Bradley et al. (1989) examined the relationship between HOME scores
and measures of children's intellectual development in Black, Mexican Ameri(an,
and non-Hispanic White samples: the samples were matched on HOME scores.
Importantly, the results of this major study showed that, whereas the HOME
scores significantly predicted intellectual performance for the non-Hispanic White
and Black samples, the corresponding coefficients for the Mexican American
sample were nonsignificant and near zero. These findings add support to Laosa's
argument that there is a need to assess the measurement properties of data
separately by ethnic group (Laosa, I977b, 1982c). The tindings also contribute to
the gross ing evidence justifying Laotia's exhortations to practitioners and policy-
makers cautioning them against generalizing research results across different
ethnic populations in the absence of supporting empirical evidence (Laosa, 1981b,
1988b, 199).

In sum, studies of relations between home environmental processes and
intellectual development show that measures of specific characteristics of home
environments account tbr a statistically and educationally significant portion of
the variance in children's intellectual performance. and that they provide stable
predictions over time. With children of varied ages, and spanning a number of
cultural groups and socioeconomic statuses, it has been shown that experiences
and expectations in the family setting are associated with children's intellectual
development. Measures of home environments can provide information of a
specific nature about the actual experiences that differentiate between intellectual-
ly higher and lower performing children. At the same timei small but growing
number of studies underscore the need for caution in assuming in the absence
of appropriate evi,lence that research findings obtained for a particular cultural
population generanie to diffi.Tent ethnic groups.

The studies discussed thus far in this chapter offer correlational inthrmation
and are therefore suggestive of but not definitive about causation. A ft.'w
studies have been conducted to identify causal connections between home
environment variables and intellectual performance, either by testing causal hy-
potheses using special statistical procedures (e.g.. Bradley, ( 'aldwell and Elardo.
1979: Laosa, I982a) or by experimentally manipulating parenting behaviors. An
example of the latter is a study by Henderson and Garcia (1973). discussed
below.
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Intervention Experiments

For obvious reasons, it is impossible to assign children randomly to different
kinds of home environments at birth and observe the results. It is possible,
however, to manipulate selected aspects of parental behavior on the basis of
causal hypotheses derived from correlational findings. It then becomes possible to
determine if the manipulated home practices influence the children's development
in the predicted direction. This approach differs from large-scale parent training
programs of the type that were popular in the 1970s (for reviews sec Goodson
and Hess, 1975; Haskins and Adams, 1983; Zig ler and Weiss, 1985), because
those intervention programs commonly manipulate several aspects of parental
practice simultaneously, in ways that make it impossible to compare systemat-
ically the particular outcomes of specific practices. In contrast to such interven-
tions with global objectives, a few studies have manipulated and assessed the
effects of a narrow range of specific variables suggested by the research on family
environments.

In one such study, Henderson and Garcia (1973) tested the hypothesis that
parents can be trained to adopt the kinds of behavior that may facilitate their
children's academic performance. Mexican American mothers of first-grade chil-
dren in a low-income neighborhood in Tucson, Arizona were selected to partici-
pate in the experiment. Half of the mothers in a sample of sixty families were
randomly assigned to the experimental group; the remainder served as controls
and received no treatment. The mothers in the experimental group were trained
by the experimenter to model, cue, and reinforce their children's inquiry skills
inquiry skills being defined as asking causal questions. These mothers received
instruction in small groups, which consisted of participating in discussions of the
rationale for the experiment, viewing demonstrations in which project staff
modeled parent and child behavior, learning to code question-asking behavior,
and engaging in role playing activities to learn techniques designed to promote
their children's production of causal questions. Each mother participated in a
total of five weekly sessions. Following each training session, the mother spent at
least two brief (ten minute) periods with her child in the home, attempting to
apply the procedures that she had learned during the training.

Before and after this intervention, data on the children's question-asking
were collected for the experimental and control groups under three conditions, as
follows. In the baseline condition, the experimenter showed the child a set of
pictures and prompted him or her to ask questions about them. This was
followed by an instructional condition, in which the experimenter used modeling
procedures in an attempt to foster the child's tendency to ask causal questions..
Immediately following this instructional session, the experimenter again mea-
sured the child's tendency to ask causal questions, using the same pictorial stimuli
employed in the baseline condition. In the final data-collection condition, gener-
alization was tested as rhe experimenter prompted the children to apply their
question-asking skills to another, unfamiliar, set of pictorial stimuli. Hender son
and Garcia's (1973) results showed that compared to the control group, the
hildrun whose mothers participated in the intervention displayed significantly

superior performance on every one of these measures at posttest.
he difkrences iii performance between the children in the two groups
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resembled the differences one would expect to find between two groups differing

in aptitudes for question-asking skills. That is, in the posttest data, not only did
the performance of the children in the experimental group exceed that of the
controls on the baseline condition, but also the performance improvement in
response to the instruction condition was greater for the experimental children
than for the controls. Moreover, this advantage was maintained during the
generalization condition. These results, obtained with Mexican American fami-
lies, have been replicated, with a slightly modified design, in a study with Papago
families (Henderson and Swanson, 1974).

The relevance of the above findings by Henderson and Garcia (1973) is
magnified when considered in light of Laosa's (1982b) theoretical model which

he supports with empirical data regarding the usc of questions as a teaching
strategy by Chicano mothers with their own children. To illustrate the implica-
tions of their findings for education, Henderson and Garcia offer the following
analogy. Thc experimental and control children, drawn randomly from a single
pe.pulation, appear in the posttests to represent two different populations: high
achievers and low achievers on the specific tasks of the study This difference,
however, is not attributable to a corresponding difference in the aptitudes of the
children. Rather, it is attributable to the fact that the experimental group of
children received a particular kind of instruction and support at home, whereas
the controls did not. This situation may be parallel to the natural circumstances in
which children's school performance is facilitated by the types of interaction that
take place in their homes.

Field experiments have demonstrated also that environmental processes
modeled on those investigated in correlational studies of home environments can
influence specific components of academic motivation. Swanson and Henderson
(1976), for example, conducted such a study in response to a request from
Papago parents. These parents were interested in learning to influence their
children to become more interested in. and successful at, reading. Swanson and
Henderson. therefore, designed a field experiment to test the hypothesis that
children would choose activities of the sort that were reinforced through the
overt approval or attention of a significant person in the home environment.
Specifically, these investigators hypothesized that students whose mothers were
trained in procedures to influence' children's preferences for reading activities
would (a) show an increase in their selection of reading materials over attractive
alternatives, and (h) display generalization of this preference to the classroom.
The participants in the experiment were families with a second-grader on the
Papago Indian Reservation in Arizona. During a series of training sessions, the
mothers in the experimental group were taught a series of behavior sequences for
interacting with their children. After each session, they practiced at home, in-
teracting in 3 warm, supportive way with their own children in situations
t'ocused on children's books, as follows. At designated intervals, the mother laid
out reading materials, together with other toys and games that were attractive
to children. She pros ided differential reinfbreement by expressing her approval
and yngagnig m affectionate' interactions whenever her child approached and
examined the reading materials: the mother merely continued her household
routines when the child chose other materials

Two different tests of the effects of die intervention were conducted. A

;
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pre-post situation sI measure involved bringing each child to a room where
materials were attractRelv displayed In three distinct interest areas, one contain-
ing hooks, one w ah punksInd one with various kinds of blocks. Observation-
al records were kept of the amount of time the child spent engaged with each
type of activity. Swanson and Henderson's (1976) analyses of these observations
showed that the children in the experimental group displayed significant pre-to-
post increases in the amount of time spent interacting with thereading materials,
whereas the control group children did not. The second test was conducted in the
regular classroom, to determine if treatment effi.Tts generalized beyond the
situational tasks. Teachers set up a free choice situation in which 7hildren could
select from a range of normal classroom activities. Observational data demon-
strated that the experimental group children seiected reading matezials more often
than did the control children, whose parents had not participated in the training
or home intervention. We anticipate that findings such as these generalize to
Chicanos, since the experimental procedures were based on data and theory on
the nature of intellectually stimulating home environments, which available data
suggest are applicable to Chicano families (e.g.. Henderson et al., 1972; Hender-
son and Merritt, 1968; Valencia et al., 1985); moreover, the experimental man-
ipulation was an extension and elaboration of a design that proved efkctive with
Mexican American children (i.e.. Henderson and Garcia. 1973; Swanson and
Henderson, 197(m). The results of the experiments reviewed in this section of the
chapter show that parents can be trained effectively to teach specific intellectual
skills to their children and to influence their motivation toward academic
activities.

As we conclude this section, recall that in a previous section of the chapter
we reviewed correlational research showing substantial and stable relatonships
between experiences provided naturalistically to children in the home environ-
ment and the children's intellectual performan,,.. Field experiments such as those
conducted by Henderson and his colle.i "onderson and Garcia. 1973; Hen-
derson and Swanson, 1974; Swans" ;nderson, 1976), on the other hand,
are intended to examine the mechams,ns hypothesized to mediate the relations
identified in correlational studies. In this manner, field expeiiments can help
illuminate the ways in which particular skills and motives acquired in the home
environment interact with the demand characteristics of instructional settings.

Further insights into the nature cif relations between the family environment
and scholastic achievement can be gleaned from research on parental beliefs and
expectations. to which we now turn.

Parental BelieR, Alathematics Achievement, and Se.s Differenro

Some investigators are fhcusing their research on parental belief systems (e.g.,
Sigel, 1985). Among the questions being asked is whether parents' beliefs about
their childreu's ability influence intellectual performance. Evidence is accumu-
lating that parent' ideas about their children's ability mai: be a potent force in
determining the children's ideas of themselves as academic performers (Alexander
and Entwisle, ItY88: Parsons, Adler and Kaczala, 1982; Phillips, 1987), and that
children's ideas of themselves may, in turn, affect their achievement level
(Stevenson and Newman, 1986). 'fins influence 111.1y be especially salient ni

!Ho
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mathematics, a domain in which parental belief systems are likely to influence
children's self-concepts of ability and expectancies of success, their future
achievement in this subject. and their course enrollment plans (Eccles, 1983).

Public concern about the school achievement of Chicanos has tended to
focus largely on literacy and literacy-related skills, perhaps because of a general
behef that the academic obstacles facing this ethnic group stem only from linguis-
tic factors. Because the symbols and operations associated with mathematics are
assumed to be common across languages, mathematics learning may receive less
attention than other subjects. Whatever the cause for this neglect, the fact is that
Chicano students are as much 'at risk' for low achievement or f';lure in
mathematics as they are in other subjects (Duran, 1983; Educational Testing
Service, 1989; Laosa, 1983; Sawyer, 1987).

Competence in mathematics is especially important for achievement in scien-
tific and engineering fields and, increasingly so, for adequate functioning in other
professions as well. Nevertheless, Mexican American pupils perform below
norm in mathematics, as a group. and are less likely than the average student to
enroll in mathematics courses (as they are in academic courses generally) that
prepare them for college study toward these careers (Ramist and Arbeiter, 1986).
The High School and Beyond study of high school sophomores and seniors is
a valuable source of information on this point, because it included a sample of
4.016 Mexican Americans who were oversampled randomly from the general
population of high school students. Analyses of these data by Nielsen and
Fernandez (1981) revealed that Mexican Americans performed lower than
non-Hispanic Whites in every achievement area that was assessed, including
mathematics. Non-Hispanic Whites showed about a one standard deviation
advantage mer Mexican Americans in tested mathematics, reading. and vocabu-
lary. Other relevant, and inure recent, data come from college-bound seniors who
take the Scholastic Aptitude Test (SAT) for college admissions, which is intended

to measure developed ability in the use of language and in simpk. mathematics
reasoning as might be expected of students in undergraduate college coursework.
Analyses of SAT scores in 1989 reveal a sixty-five-point advantage for non-
Hispanic Whites over Mexican Americans on the verbal section, and d sixty-one-

point advantage in mathematics (Educational Testing Service, 1989) these are

differences of about two thirds of a standard deviation (Ramist and Arbeiter,
1986). The American College Testing Program (ACT) college-admissions test
shows the same pattern of ethnic-group differences for first-year college students

non-Hispanic Whites outpertbrin Mexican Americans by about one standard
deviation on every ACT subtest (i.e., English, mathematics, natural sciences, and
social studies; Sawyer. 1987). These various data sets likely underestimate the
true achievement differences, bez:ause they exclude school dropouts who are
usually among the lowest achievers (Steinberg, Blinde and ( han, 1984) and

the dropout rate is higher for Mexican Americans than for non-Hispanic Whites
(Orum. 1986; Rumberget. this volume).

Not only do Mexican American students as a group score lower than the
norm on achievement tests of quantitative skills, but they also take fewer courses
in mathematics than the average pupi! this is true even considering only seniors
who seem to be plannnig to enter (ollegc (MacCortplodale, 1988: Rannst and
A rbeiter, 198(1). The relatively low participation of Mexican American students
in advanced high school electives in mathematics is troublesome, because it
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constitutes a pattern of choice that closes otT options to participate in science-
related occupations and in many of the social science or business college courses
that require quantitative backgrounds as well.

Direct evidence on the nature of the processes that contribute to the
observed poor achievement in mathematics and low participation in elective
mathematics courses among Mexican Americans is scant, but one wonders
whether studies of factors that contribute to sex differences in intellectual per-
forrnance in other populations might yield some insights into the kinds of
processes responsible for the ethnic group differences as well. The study of sex
differences has a long history in psychology, and gender is a widely used variable
in psychological research. Because most research with children involves both
boys and girls, and investigators typically carry out at least perfunctory tests for
sex differences, the body of research on sex differences is large (Jacklin, 1989).
The earlter research comparing male and female performance averages on intel-
lectual tasks showed sex differences in verbal, mathematical, and other abiliies.
but trend data point to a gradual narrowing or closing of these gaps during the
last two decades (for a recent review of research see Wilder and Powell, 1989).
The historical advantage of females in the verbal domain appears to have been
virtually eliminated, and the superiority of males in certain mathematical areas
seems less substantial now than in the past. A notable exception to this converg-
ing trend is in the upper ranges of tested mathematics performance, where the
ratio of boys outscoring girls has remained fairly constant over the years (Fein-
gold. 1988; see also Educational Testing Service. 198)). This sex difference
emerges around the time of adolescence (cf. Laosa and Brophy, 1970, 1972:
Wilder and Powell. 1989), as exemplified by. the higher average scores of males
than of females on the mathematics sections of college-admissions tests. Among
high school seniors in 1989 (combined ethnic groups), the mean SAT mathe-
matics score of males was forty-six points higher than that of females a
difference of more than one-third of a standard deviation which contrasts with
a sex difference of only thirteen points on the test's verbal section (Educational
Testing Service, 198)). Course-taknig patterns also differ by sex. Males rake a
greater number of advanced mathematics courses on the average than females,
even in high school (Barton. 1989). Significantly, this pattern of sex differences in
standardized test scores and in course-taking, which we see among non-Hispanic
Whites, is also present among Mexican Americansdthough Mexican Amer-
icans. whether male or female. score lower and take fewer math courses 011 the
average than non-Hispamc Whites of either sex (MacCocquodale. 1988: Ramist
.md Arbeiter, 198(1; Sawyer. 1987).

Several hypotheses have been advanced in attempts to explain the observed
sex differences in mathematic s performance and course participation (for reviews
sec Let les and I lortinan. 1984; Wilder and Powell, 1989). Among these hypo-
theses is a plausible explanation that Imuses on the c umulative effects of early
socialization patterns and that implicates parents and teachers as expectancy
socializers. A growing body of research is accumulating on the role of attitudes
.m1 expectations ni creating or promoting Sex differences in mathematical attain-
ment. although these studies are Lirgdy CM non-1 lispanic sainples. 1 he existem.e
ot sus Melt:me m expectancy for `,11(.(T-,', in mathematics and ni self-concept of
mathematical abfilty from middle childhood on is now well documented (Dos-
sev, Mulhs. 1 nidquist nd Chambers, 1988, Eccles, 1983; 1..ntwisle and Raker,
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1983, Stevenson and Newman, 1986), but the developmental origins 0 this
difference remain unclear Eccles (formerl) Parsons) and her colleagues argue that
parents (Parsons, Adler and Kaczala, 1982) and teachers (Parsons, Kaczala and
Meece, 1982) may be perpetuating. if not creating, (hese sex differences. These
investigators designed a study to test the hypothesis that parents contribute to the

sex differences in achievement expectancy and self-concept of mathematical ah-
ity through their beliefs about their children's abilities, the difficulty of math
itself, and the importance of taking math courses (Parsons. Adler and Kaczala,

1982). The data provided confirmatory evidence for the hypothesis. The results
showed that both mothers and fathers held sex-differentiated perceptions of their
children's mathematics aptitude despite the similarity of the actual performance
of boys and girls (non-Hispanic fifth to eleventh graders from middle- to upper-
class homes). Parents of daughters believed their child had to work harder to do
well in math than did parents of sons, whereas parents of sons thought advanced
math was more important for their child than did parents of daughters. More-
over, parents' perceptions of and expectations for their children were related to
the children's self- and task-perceptions. Similar results have been reported for
younger children (Alexander and Entwisle, 1988; Entwisle and Baker, 1983).
These findings point to the potential importance of parents' roles as expectancy
socializers. Research further suggests that children's self-concepts of mathemati-
cal ability may, in turn, influence their actual performance (Stevenson and New-
man, 1986). Other studies suggest a similar, though less substantial, influence by
teachers (Eccles, 1983; Parsons, Kaczala and Meece, 1982). In sum, a number of
studies suggest an influence on children's attitudes toward mathematics and hence
on their mathematical attainment by parents' and teachers' gender-stereotyped
beliefs and expectations. Such influences appear to be at the root of sex differ-
ences in mathematics attainment. These findings are based on non-Hispanic
samples. and one may hypothesize similar processes for Mexican Americans;
however, this remains an empirical question. It is for future research to ascertain
whether or not the processes that account for sex differences in non-Hispanic
Whites also explain the sex differences among Mexican Americans.

A different generahzability question is whether or not the processes that
account for sex differences also explain the ethnic group differences. Berryman's
(1983) study suggests a negative answer. She studied the causes of representation
of women and of certain ethnic groups including Chicanos among holders
of BA. MA, and PhD degrees in the quantitatively based disciplines. Berryman's
analyses suggest 'fundamentally different causes of women's and minorities'
underrepresentation anwng recipients of quantitative degrees. For women, the
causes 'seem to be the familiar motivational factors that shift gir!.; interests away
from the sex atypical careers and the high school mathematical sequence associ-
ated With quantitative postsecondary training'. For Chicanos, on the other hand.
'the major factors seem to be family socioeconomic status, especially parental

education, with its: (1) ... effects on educational aspirations and high school
mathematical and science achievements, and (2) ... effixts on career infOrmation
and career preferences' (1983, pp. 105-6). Berryman's findings seem consistent
with MacCorquodale's (1()88) hypotheses regarding parental influences on Mex-
ican American children's mathematics achieven rent and general educational
attainnient. Also germane to the issue of generalizability are the tindings of a
number of studies suggesting that teachers respond more to a student's racial and
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ethnic characteristics and socioeconomic status than to gendei and that teachers
alter their expectations of student achievement accordingly (for a review of
research see Dusek and Joseph, 1983).

In an attempt to uncover the determinants of school success among Chica-
nas, Gindara (1982) interviewed seventeen Chicanas and twenty-eight Chicanos
who had attained the PhD. MD, or JD degree. Gándara reasoned that much of
the research on Chicanos has focused on low academic achievement, thus yield-
ing numerous hypotheses about educational failure but contributing few insights
into the processes associated with success; therefore, knowledge of the kinds of
family experience that contribute to success would he especially important.

The high-achieving Chicanas studied by Gindara reported that their mothers
played an especially important role in fostering their motivation to achieve
academically. Contrary to Gándara's predictions, the majority of the women in
the stile)" reported that their mothers had influenced their educational aspirations
ahd attaalment at least as much as had their fathers; this was true also of the men.
Further, most of these high-achieving Chicanas and Chicanos described their
parents as nonauthoritarian in discipline styles and as placing emphasis on inde-
pendent behavior. Indeed, one of the surprising results was how similarly parents
had treated the males and females in the sample. This finding, too, is contrary to
the widely held stereotype of male authoritarianism and female submission in
families of Mexican descent. Even though most of them had received strong
support from their families, particularly their mothers, about 25 per cent of the
women reported they did not know what educational aspirations their parents
held for them; in contrast, the men generally felt that parental aspirations had
been conveyed clearly to them. It is also worth noting that whereas Chicanos
tended to credit their owp inner strength and abilities for their educational
successes. Chicanas most ofien attributed their accomplishments to the support
of their families. Finally, it is also significant that at the age when most Chicanas
have married and begun to take on new familial roles, all the high-achieving
Chicanas studied by CIandara remained unmarried and childless; there were no
marriage or parenthood responsibilities that might have impeded their education-
al attainment.

Consistent with G.indara's findings, a survey by Chacón, Cohen, and Strov-
er (1986) revealed a high degree of parental support for attending college among
both male and female Mexican American college students. These researchers
administered mail questionnaires to 508 women and 160 men of Mexican descent
enrolled in five,. California colleges. Over 60 per cent of each sex sample rated
their parents as very supportive of their attending college, and only a small
fraction reported any kind of parental opposition. Also consistent with Gjndara's
data, both the men and the'women in the Chac6n et a/. study reported at least as
much support for college attendance from their mothers as from their fathers.
Although the degree of parental support was thus good for both sexes, slightly
more college men than women rated their parents as very supportive.

Of the various components of socioeconomic status, the level of formal
education attained by parents was identified earlier in this chapter as a significant
factor associated with their children's intellectual development. The parents'
educational spirations and expectations for their children, too, have been found
to be associated with the parents own educational level (1-10tia, I982b). These
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three N. ambles may be especially influential in regard to children's development
in quantitative-related areas (c g , Berr)man, 1983, Marjorthanks, 1979) For
example, Berryman (1983) points to parental education level as a major influence

on Chicano students' curricular choices. Berryman's analyses showed that Chica-
nos were indeed generally underrepresented in college mathematics, science, and
engineering courses, but those Chicanos with a college-educated parent were
almost as well represented in these courses as non-Hispanic Whites in contrast
to the pattern for Chicanos who were the first in their families to attend college.

In sum, research on the socialization processes influencing Chicanos'
achievement in mathematics or.their participation in this subject is scant. It does
seem clear, however, that the level of formal education attained by parents
constitutes an important influence on their attitudes toward and expectations for
their children's participation and performance in mathematics. At the same time,
the literature on sex differences in other ethnic populations indicates that
women's relatively low participation and achievement in mathematics is related
to the expectations and perceptions that their parents held about the women's
early mathematical ability, with parents of girls generally expressing lower ex-
pectations and making lower ability estimates than those of boys. Beyond the
importance of this knowledge in its own right, it has been suggested that an
awareness of the research on the processes that affect the participation and
achievement of women im mathematics and quantitative-related fields might
contribute to our understani ing of the kinds of influences involved in opening or
closing avenues of opportunity for Chicano students. Although they do have an
intuitive appeal, we strongly caution against making such generalizations, given
the research evidence (e.g., Berryman, 1983) suggesting that the variables and
mechanisms accounting for sex differences are fundamentally different from
those determining ethnic group inequalities.

Concluding Comments

The focus of this chapter is primarily on the innermost level in Bronfenbrenner's
(1979, 1988) four-level conception of the human environmental ecology, namely,

the inicrosystem and, more specifically, the child's socialization in the family.
We reviewed and discussed selected research studies attempting to illuminate
various factors within the family setting that may influence Chicano children's
academic development. In addition to the family, the microsystem contains
settings that, too, can be important socializers and determinants of academic
development including the school itself, the peer group, and the media.
Similarly, the other levels of the environmental ecology the mesosystem, the
exosystemind the macrosystem exert their own important, although in-
direct, influences on the child. These other socialization settings and ecological
levels must be examined along with the family in any attempt at a comprehensive
analysis of Chicano children's acadeiMc development if such a task were
possible. The point is that the family is important, but the other settings and
levels of the human ecology should not be ignored.

Indeed, the results of the research reviewed and discussed in this chapter
implicate all four levels of Bronfenbrenner's ecological system. As an illustration,
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consider Laosa's research on maternal teaching strategies. It will be recalled that
Laosa (1978, 1980a, 1982b) conducted direct observations of Chicana mothers in
their homes while they taught their own children. Among Laosa's findings was a
substantial relationship between the kinds of teaching strategy employed by the
mothers and the number of years of formal schooling that they themselves had
attained. Although correlational, these data suggest that a mother's choice of
strategies for teaching her children in the home is determined by the mother's
own schooling level. Laosa's data revealed that the higher a mother's schooling
level, the more her teaching strategies resemble those that one generally expects
to find in school classrooms, thereby likely facilitating her child's adaptation to
school. This finding thus implicates all four levels of Bronfenbrenner's ecological
framework in the academic development of Chicanos, as follows. The mother's
years of schooling correspond to an exosystem variable; that is to say, the events
that in the past the mother had herself experienced as a student in school are now
indirectly affecting her child's immediate environment, or microsystetn. Further,
the findings bearing on home-school similarities in teaching strategies suggest a
rnesosystem relation between home and school.

Finally, any policy implications that one might draw from these findings
point to macrosystem considerations. On the level of Bronfenbrenner's macrosys-
tem belong a society's policies. Many aspects of the present-day social and
educational inequalities affecting Chicanos can be understood only in light of the
caste-like structures that have evolved out of the earliest contacts and inter-
relationships between this population and other US ethnic groups (Carter
and Segura, 1979; Laosa, 1984b). As Bronfenbrenner (1979, 1988) reminds us, the
macrosystetn can be altered through policy change, with the result that there will
be change bearing on the society's exosystern, mesosystem, and microsystem
structures.

The study of Chicano children's socialization is still in its infancy so much
so that no attempt is made here to list the myriad research questions that need to
be addressed in tiatrre research. Many of these questions are raised, however,
throughout the chapter implicitly or explicitly. As shown here, the research
literature has moved some distance both empirically and theoretically
toward specifying the variables and mechanisms in the socialization process that
seem to mediate, at least partly, Chicano children's intellectual development and
academic attainment; but much remains to be done. We require more studies that
illuminate how the socialization process interacts with other levels of the environ-
mental ecology to create and maintain patterns of ethnic group differences in
academic learning, scholastic motivation, and movement through the si :tooling
process. It is hoped that this chapter will point researchers in interesting direc-
tions toward work that further specifies these mechanisms and that traces their
precise effects on Chicano children's academic development.

A large proportion of the academic achievement effects of ethnic group
membership appears to he transmitted by mechanisms that in principle are
susceptible to control by educators .uld policy makers. By broadening and
deepening our understanding of the nature and action of these mechanisms,
research programs such as those reviewed in this chapter can increase our capac-
ity 'to make wise, effective policy in pursuit ot an equitable distribution of life
chances' (Bidwell and Friedkin, 1988, p. 468).
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Notes

1 In this chapter, we interchangeably use the terms Chicano and Mexican American to refer

to persons of Mexican origin or descent in the United States. In the Spanish language,

Chicana corresponds to a female referent, and Chirano, the male; Chicano is also the
appropriate term for the gender aggregate. In describing and discussing particular
studies, we generally use the terms chosen by their authors in reference to their

respective samples.
2 The difference in factorial structure between Laosa's (1984a) and the Valencia et al.

(1981) data is likely the result of the difference in the sampling designs of the two

studies.
3 Only a very small proportion of families are headed by a man with no wife present: as

counted in the 1980 US census, only 3.1 per cent of the Mexican-origin families with

own children under 18 years of age were headed by a man with no wife present (Laosa,

1988a)
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Part I V

Educational Testing and Special Education
Issues Vis-a-Vis Chicano Students

Part IV contains two chapters. Chapter 8, 'The Uses and Abuses of Educational
Testing: Chicanos as a Case in Point' is written by Richard Valencia and Sofia
Aburto. After describing the functions of testing, the authors cover issues of test
abuse in the two broad areas of intelligence and competency testing (i.e., mini-
mum competency and teacher competency). The focus is on concerns about the
psychometric integrity of tests as well as the problem of using tests as the
primary or sole data source in educational decision-making. Valencia and Aburto
offer numerous suggestions about improving testing that could help promote
Chicano school success. Robert Rueda wrote chapter 9, 'An Analysis of Special
Education as a Response to the Diminished Academic Achievement of Chicano
Students'. Rueda begins his coverage by raising a number of questions dealing
with the relationship between special education and Chicano students (e.g.,
questions about historical relationships, the referral process, emerging issues, and
so on). In his critical analysis of how special education has served Chicanos.
Rueda structures the discussion so as to examine ways in which a tighter, more
responsive connection can be developed between theory, research, policy, and
practice in the area.
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Chapter 8

The Uses and Abuses of Educational
Testing: Chicanos as a Case in Point

Richard R. Valencia and Sofia Aburto

One of the most persistent problems in educational rest arch in the United States
has been how to explain the continuing low perforim nce on standardized tests
by certain racial/ethnic minority-group students, such as Chicanos. Second, the
potential uses and abuses of educational tests with Ch.:anos and other minorities
have generated tremendous controversy over the years. These two major testing
issues correlates and consequences of testing performance vis-a-vis Chicano
students conform one of the most profound and controversial debates in the
annals of education, a debate that has spilled beyond the confines of the academic
community. The media, public, courts, and legislative bodies have all entered the
fray in one form or another. In short, these testing issues are historically rooted,
controversial and by their pervasiveness important within and outside the
institution of education,

Although the correlates associated with standardized test performance of
Chicano students are important to examine in reaching some understanding of
Chicano school failure and success, they will only be lightly touched upon in this
chapter (see Laosa and Henderson, this volume, for a discussion of socialization
and competence aspects of cognitive performance). Our goal here is to identify
and discuss a number of abusive practices stemming from standardized testing
that we believe help shape school failure among Chicano students. We will not,
however, dwell entirely on the negative. Given the spirit and charge of the
present book, our focus will also be on the identification of proactive ideas about
educational testing, particularly in the form of research and policy strategies that
are likely to enhance school success among Chicano students.

The discussion begins with a brief overview of the functions of testing. This
follows with the chapter's core an analysis of test abuse with respect to
Chicano students. To do this, we employ a 'test typology' format. That is, our
focus on abusive practices is placed in the context of the two following types of
tests: 'intelligence' and 'competency' based."' The section on intelligence testing
covers a brief history, the early period of nondiscriminatory assessment, test bias
research and Chicano students, the responsibility of test publishers and school
psychologists in helping to promote nondiscriminatory assessment, and the need
to link nondiscriminatory assessment with nondiscriminatory schooling. The
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section on competency testing examines the various types of competency tests
(e.g., minimum competency tests; teacher competency examinations), and dis-
cusses their impact on Chicanos. Following this is a discussion of the notion of
'educability'. The chapter closes with a presentation of eight research and policy
ideas about improving educational testing in order to help promote Chicano
school success.

Functions of Testing

Before any analysis of test abuse is undertaken, a logical question to ask is, what
functions do educational tests serve? There are a number of frameworks that have
been advanced to address this concern (e.g., Cronbach, 1984; Resnick, 1979;
Salvia and Ysseldyke, 1988; Thorndike and Hagen, 1977).3 The analysis we find
particularly useful for the issues discussed here is the framework adVanced by
Resnick, who presents a lucid discussion on current test use in the schools.4
Resnick identifies three broad test functions: 1) the management of instruction, 2)
public accountability, and 3) the legitimization of the schooling process.

Management of Instruction

This is the rubric for several purposes of testing the sorting, monitoring, and
grading functions. In the sorting function, tests are given before the instructional
process begins. Here, educational tests serve as mechanisms to assist in the
assignment of students to special education and, as Resnick (1979) notes, for
'tracking' in the educational mainstream. With respect to the monitoring func-
tion, tests are administered during the course of the instructional process and
provide information that can be uscd to make curriculum adjustments so as to
improve student achievement. The third purpose of testing within the manage-
ment of instruction area is the grading function. Here, tests are given at the end
of the instructional process and serve as sources of evaluating a student's
academic performance.

In the case of the Chicano, as well as other minority students (e.g.. Black),
the sorting function has created the most controversy. For example, the issue of
overrepresentation of racial/ethnic minority children in classes for the educable
mentally retarded (EMR).was particularly explosive during the 1970s (Henderson
and Valencia, 1985; see also Rueda. this volume). With respect to Chicano
students, the EMR misclassification of many children from this ethnic population
during the 1970s was likely the outgrowth of a long taprot. There is historical
evidence from the 1920s that IQ tests were routinely used as sorting instruments
to place large numbers of Chicano pupils in classes for the 'mentally defective'
(Gonzalez, I974a). More on the abuses of intelligence testing will be presented in
the section, 'Intelligence Testing and Chicano Students: A Brief History'.

Public Aleountahility

The general notion of accountability in education is that public schools should bc
held accountable to the public (the logic being that the public financially supports
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the schools) Milliken (1970) describes this idea as a collective sense that
people are increasingly demanding to know how their children are learning, what
they are learning, and why they are being taught whatever they are being taught'
(p. 17). Norm-referenced achievement ind aptitude tests are typically used to
meet the public's demands for accountability. In a later section, we will discuss
the abuses of competency-based testing vis-à-vis Chicanos. (Competency testing,
broadly conceptualized, refers to the testing of examinees for the acquisition of
basic skills. Often such tests are used as gatekeepers for determining grade-to-
grade promotion, graduation, entry to pre-professional training programs, and
so on.)

Legitimisnition of the School* Process

This is the third broad function of ,:ducational testing that Resnick (1979) dis-
cusses in her framework. In that the legitimization function of testing is linked to
our broader analysis of test abuse, an expanded discussion of this function is
necessary at this time. We will take intelligence testing as a case in point.

Each of our nation's 16,000 public school districts maintains and supperts a
program of standardized testing. The testing movement in the United States,
beginning in the second decade of the twentieth century, is deeply rooted in our
desire for efficiency, our ideas of equality, and our need to have national stand-
ards (Resnick. 1981). The notions and values of 'rational management', 'scientific
management', and 'efficiency reform' as applied to public education at the turn of
the century stem from the larger influence of the business ideology and the
application of modern business methods during the Progressive period from 1890
to 1920 (Callahan, 1962). These values of rationality and efficiency were initially
reactions to corruption and inefficiency in government, but because of huge
problems in public schools (e.g., high rates of dropouts, overcrowding), '...
schools became a central target for the efficiency reformers in the decade before
World War I' (Resnick. 1981, p. 625). The scientific management ethos and the
use of intelligence testing in the schools took on massive proportions as seen in
the creation of numerous bureaus of research and measurement from 1912 to
1922 in urban school systems (Resnick. 1981).

In a lucid account of how the intelligence testing movement transformed
administrative policies in public schbols, Tyack (1974) notes that one survey in
1926 reported thirty-seven out of forty cities with populations of 100,000 or
more were using intelligence tests tlir ability grouping in some or all elementary
and secondary schools. By 1932, three-fourths of 150 large cities made curricular
assignments of pupils by using the results of intelligence tests. Historical case
examinations of selected cities (e.g., Gonzalez's (1974a). study of the testing
program of Los Angeles City School District and its effect on Chicano students
from 192(1 to 1930) illustrate the inner workings and powerful influences of early
intelligence testing and research departments on the educational bureaucracies of
urban school systems. As Resnick (1981) concludes on this topic:

The present use of testing to support decisions about ability and curricu-
lum grouping affirms traditions of practice that have been in existence
for more than (,0 years .. The American use of tests reflects our
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culture's interest in qualified and 'objective judgments, part of the
rational management ethos' (p 62()

In light of this marriage of scientific management and the intelligence testing
movement, it becomes clearer why Resnick (1979) believes that intelligence
testing has served a 'legitimization of the schooling process' function. The point
is that in addition to having a practical function in schooling, intelligence tcsts
also play symbolic roles through their aura of science and objectivity. The
implications here are important. If intelligence tests arc judo d objective (in
content and use of results), then our highly differentiated ant: tracked public
school system is .>anctioned. Bowles and Gintis (1976), writ.ng from a neo-
Marxist perspective, have taken the legitimization function of intelligence testing
a bit further. In brief, these scholars offer the following argument: (a) evidence
shows that test scores (IQ) are poor predictors of individual economic success;
(h) the meritocratic mechanism test scores are assumed to he objective; (c)
because economic success, however, cannot be accounted for by cognitive scores
of students, then the technocractic-meritocratic ideology is largely symbolic and
is used to legitimize .:conotnic inequality.

In summary, the notion that intelligence and other forms of educational
testing perform a legitimization function is a powerful idea. Its utility as an
analytical tool in understanding the abusive practices of education testing with
respect to Chicanos will be discussed in the next section.

Abuses of Educational Testing

As Linn, Madaus and Pedulla (1982) underscore, 'When properly used, a test can
be a valuable educational tool' (p. 1). The extent tests contribute to improving
schooling for students depends on their psychometric integrity (i.e., reliability
and validity) as well as their proper interpretation and use. As do Linn et al.. we
also support test use along certain lines, but we are as strongly opposed to test
misuse and the resultant abusive consequences. Our primary criticisms of test
misuse center on two concerns. First is the issue of administering tests that lack
good, intrinsic quality that is, the administration of unreliable tests and tests
that have not been validated for specific uses (a subject we later discuss in some
detail). Second, there is concern that tests are often used as the sole or major
determinant in educational decision-making. A number of scholars and profes-
sional organizations have denounced this exclusive, or almost exclusive, reliance
of a single test source in decision-nuiking as an improper use of educational
testing (e.g., International Reading Association, 1979; Linn et al., 1982).

In this section, we will focus on test abuse with respect to Chicanos in the
two broad areas of intelligence testing and competency testing. The latter will
cover issues pertinent to minimum competency tests used as standards for high
school graduation and teacher competency tests. Throughout the discussion, we
will weave in the above concerns about the psychometric integrity of tests and
the reliance on tests ds the sole or primary data source in the making of educa-
tional decisions. Following this section there will be a discussion of the notion of
'educability', a concept we argue that is quite central in the analysis of educational
testing and Chicano students.
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IntelNen,e lestiv and Chicano Students .4 Bric:/ How? y
In the twentieth century, the construct of intelligence has been given more
research attention by psychologists than any other dimension of individual differ-
ences (Peterson, 1982). Aside from the sheer volume of this research, more
significant have been the long-lasting debates on the 'origins' of intelligence
(especially racial/ethnic group differences) and the uses and abuses of intelligence
testing results.

It is not the intent here to add further analysis, in any great detail, to the
questions and research dealing with the correlates and possible influences on
Chicano intellectual performance. Our discussion will he largely confined to an
overview of the consequences of test abuse (for a much broader and sustained
analysis of Chicano intellectual performance with respect to research, theory, and
schooling implications, see Valencia, 1990). This is an attempt to shed some
light on questions, such as, in general, what have been the psychological and
social consequences of intelligence testing for Chicano students? Assuming that
some of this impact has been negative, how has it contributed in part to Chicano
school failure? To address these concerns, it is first necessary to look back in
time, and then to place our eyes on the contemporary scene.

In that group-administered intelligence tests have been widely banned across
the nation for nearly two decades, it is necessary to examine history to under-
stand the foundations of oppressive test use. There is abundant evidence from
scholarly work that the results of intelligence tests particularly during the
1920s and 1930s were used in racially discriminatory ways vis-a-vi.N Chicano
and other racial/ethnic minority students (e.g., Blunt, 1978; Gonzalez, 1974a,
l974b; Henderson and Valencia, 1985; Hendrick, 1977; Kamin, 1974; Valencia,
1990). During the heyday of testing in the 1920s and 1930s. practically all large
cities in the United States had massive educational bureaucracies routinely
administering group-based intelligence tests.

For example, Gonzalez (1974a, 1974h) found that the institutionalization of
IQ testing, tracking, curriculum development, and counseling programs were
used in ways Itat effeetively stratified students along socioeconomic and racial/
ethnic lines.' Given their typically and consistently low performance on intelli-
gence tests: Chicano students were often funnelled into slower tracks that
frequently led to a low-gradc 'vocational education' curriculum.' Furthermore.
Gonzalez notes that Chicano children who scored below an IQ of 70 on standard-

intelligence tests were referred to 'development centers' for the 'mentally
rctarded'." In short, it appears that Chicano students in the Los Angeles public
schools in the 1920s and 1930s tutinely faced one of two equally unattractive
educational paths non-acadennc vocational education that emphasized low-
level skills or dead-end special education. Offering a macrolevel analysis of the
linkages between intelligence testing and consequences for Chicanos, Gonzalez
(1974h) ties op matters this way:

On the basis of I( tests adunnistered by guidance counselors, inordniate
numbers of Mexican-American children were placed in coursework
which prepared them for a variety of manual operations ... This move-
ment was a reaction of the privileged classes to the rising numbers of the
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working classes. Schools were redefined in the era of monopoly capital-
ism to be instruments through which social order could be preserved
and industrialization expanded. Thus American schools were not and
still are not agents of change, but rather bolster the social stratifications
and values of our society. In such an educational system, Mexican-
Americans were not provided with opportunitis to improve their lot
but instead were subjected to a socialization process that reinforced the
status quo and was opposed to social change. (p. 301)

In sum, historical research provides some evidence about the abusive prac-
tices of intelligence testing with respect to Chicano students. It would be incor-
rect to argue that the invidious misclassifications and channeling of Chicanos into
unchallenging, low-status curricula depended exclusively on IQ tests. Yet, such
tests did have a role along with othcr elements (e.g., preconceived notions
about Chicano children's educability; forced school segregation of Chicanos by
the White community) in helping shape inferior schooling for Chicanos.
Whether intelligence testing in later years has negatively affected the 'quality of
life' for Chicanos to the great degree some have claimed (e.g., Aguirre, 1979a,
19796), is certainly a claim open for debate (a point we will return to later when
we discuss 'educability').

Before moving on to a discussion of contemporary intelligence testing issues
with respect to Chicano students, we need to provide a brief description for the
period sandwiched between the heyday of IQ testing during the 1920s and 1930s
and the group IQ testing ban of the 1970s. The period from the 1940s to the early
1960s represents a time in which intelligence testing did not receive much atten-
tion in either scholarly or popular writings (Haney, 1981). Part of this inatten-
tion, we think, is likely related to the notion that group-based intelligence testing
after the 1930s became widely implemented in the nation's schools and took on a
life of its own a life relatively free of controversy.'"

To some degree, the entrenchment and solidification of group-administered
intelligence testing in the middle of the twentieth century had its curricular roots
in the nascent period of testing. Pass (1980) notes that the purpose and direction
of the intelligence testing movement during the early decades of the century were
driven by a rapidly changing complex society and educational system in serious
need of a socially ... powerful organi7ing principle' (p. 432). Urbanization,
industrialization, and massive immigration combined to force the schools to
address a critical issue of democratic schooling, which was, as Pass argues: '...
how to educate the mass without losing sight of the individual' (,p. 446). Stated in
another manner, how could the United States educate a presumably intellectually
diverse student population while sorting, selecting, and rewarding individual
talent in a democratically and scientifically defensible manner? The answer, ac-
cording to Pass, was the idea of IQ and intelligence testing, which coincidentally,
were becoming available at a time when an organizing mechanism for selection
was so much desired.

As time progressed, intelligence testing became widely used, serving as a
sorting mechanism in the educational mainstream as well as the tributary of
special education (see Rueda, this volume, for an analysis and critique of special
education with respect to Chicano students). In the absence of hard data, it is not
possible to claim unequivocally that group-based IQ tests during the 1940s. 50s,
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and 1960s were used as unambiguous instruments to stratify students along lines of
differentiated curricula. There is no denial that such testing played a role in ability
grouping at the elementary level and in tracking at the secondary level. What
is not known is how the day-to-day process of curriculum differentiation was
influenced by IQ testing, particularly the degree to which teachers and counselors
relied on test results to make placement and instructional decisions. What we
can say, however, is that intelligence testing along with other institutionalized
mechanisms, such as school segregation helped to limit the learning oppor-
tunities for Chicano students and thus contributed in shaping Chicano school
failure.

Around 1960, public attention to testing peaked once again (Haney, 1981).
Spurred by the launching of Sputnik in 1957 and the subsequent beginning of the
'space race', the identification of 'academically talented' youth became a national
obsession. Large-scale testing proliferated, and soon after articles critical of in-
telligence and other testing (e.g., National Merit Scholarship) appeared in the
popular literature.

In the late 1960s, one of the hottest debates of modern time related to IQ
testing dealt with the issue of racial differences. Although the 'nature' v, 'nurture'
debate over intelligence has occupied the annals of science for over a century
(Blum, 1978), it was rekindled with new force by Jensen's (1969) controversial
monograph on Black-White differences in intellectual ability. In a lengthy
treatise, Jensen hypothesized that the lower intellectual performance of Black
Americans was largely due to genetic influences. With a seeming momentum of
its own, the nature v. nurture controversy keeps rolling along, as indicated by
numerous works in the 1970s and even more recently (e.g., Dunn, 1987; Eysenck
and Kamin, 1981; Flynn, 1980; Mercer, 1988). For example, Dunn recently wrote
that Hispanic-Anglo differences in intellectual performance are largely due to
genetic differences in intelligence. (For a critique of Dunn's position, see the
entire issue of the Hispanic Journal of Behavioral Sciences, 1988, 10, 3.)

Nondiscriminatory Assessment and Chicano Students: The Early Years
In 1964, the Society of Social Issues (Division 9 of the American Psychological
Association) presented one of the first attempts in modern times to clarify
discriminatory assessment issues (Deutsch, Fishman, Kogan, North and White-
man, 1964). The authors called for greater sensitivity, responsibility, and
goodwill on the part of thosc who test minority children. Concern about dis-
criminatory assessment continued to sonic degree, but it was not until the early
1970s that the issues of cul:ural bias in intelligence tests and misclassification of
minority children arrived on the national scene. Professional associations, litiga-
tion, and legislation were three major influences that helped define the issues and
helped fashion more appropriate psychoeducational assessment and services for
handicapped and racial/ethnic minority children (Henderson and Valencia, 1985;
Oakland and Laosa, 1977; Reschly, 1980).

The first lawsuit regarding the verrepresentation of minority children in
special education (i.e., EMR classes) irc.olved Chicano children. In Diana v.
Board of Education (1970), nine Chicano children, ages 8 to 13 years and attending
schools tn Monterey County, California, were plaintiffs (see Henderson an(I
Valencia, 1985, for details). The pupils all from Spanish-speaking homes
claimed they were inappropriately assigned to EMR classes on the basis of IQ
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scores. Based on widely used IQ tests, the children's IQs ranged from 30 to 72
with a mean score of 64; all tests were administered in English. Upon retest in
Spanish, seven of the nine cl:ildren perforhied higher than the cutoff point for
EMR placement; the other two children's retest scores were only a few points
below the cutoff The plaintiffs contended their placements were inappropriate
because the tests administered (a) were standardized on White, native-born chil-
dren, (b) contained cultural bias, and (c) placed heavy emphasis on English verbal
skills (Weintraub and Abeson, 1972; cited in Henderson and Valencia, 1985).
Diana was settled by consent decree and the final order contained a number of
nondiscriminatory provisions some that later would he part of federal law.

Following the Diana case, several other significant and similar cases involv-
ing Chicano. Black, and American Indian children were filed in California and
Arizona. Each case had a 'piggy-back' effect in which new elements of logic and
strategy were added eventually helping to shape guidelines for psychoeduca-
tional assessment and services for Chicano and other racial/ethnic minority chil-
dren. As Henderson and Valencia (1985) underscore, these lawsuits brought forth
by minority plaintiffs proved to he extremely instrumental in molding the future
of nondiscriminatory assessment. Out of this judicial ciossfire evolved the even-
tual banning of group-based and sonie individually administered intelligence
tests. The implementation of significant legislature reform (e.g., Public Law
94-142, the Education for All Handicapped Children Act of 1975 [Federal Regis-
ter. 19771) was also influenced by these lawsuits. In that test bias was a central
issue in the preceding minority cases. it is not surprising that of the nine major
mandates seen in PL 94-142, three are especially germane to minority children.
That is, nonbiased assessment is required (meaning that evaluation and testing
materials must not be racially or culturally discriminatory), tests and other
evaluation measures must be validated for specific use, and if possible,
psychoeducational assessment must be in the child's native language (Henderson
and Valencia, 1985). In sum, the quality of the test instrument and how it is
administered were key concerns in legislative reform. We now turn to a closer
examination of the topics of test bias research and nondiscriminatory assessment
during the post PL 94-142 years.

Test Bias Research and Chicanos
With the banning of group-administered intelligence tests and their pernicious
sorting consequences, the focus of actual and potential test abuse with respect to
Chicanos shifted to individually administered intelligence tests that were used in
part tbr possible special education placement (e.g.. EMR; learning disabilities;
gifted and talented). The major question researchers asked was: Are the widely
used individually administered, standardized intelligence tests biased against
Chicano and other racial/ethnic minority children? For example, does the Wech-
sler Intelligence Test for Children Revised (WISC-R; Wechsler. 1974) have
differential predictive validity of academic achievement for White and Chicano
students? Does the Kaufman Assessment Battery for Children (Kaufman and
Kaufman, 1983) have ditlermfial construct validity for Whites and Chicanos?

Although research on text bias existed prior to the implementation of PI.
94-142 (sec Jensen. MO for review of pertinent studies), It was not until the
late 1970s and into the 1980s ;hat bias research became a noticeable area of
concern. Before discussing sonic of this research that is germane to Chicano
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students, it is important to clarify a few terms and to provide a backdrop Jensen
(1980) notes the importance of making distinctions between the concepts of
'cultural loading', 'culture biased', and 'test unfairness'. Cultural loading, accord-
ing to Jensen, basically refers to test items that consist of artifacts peculiar
to a particular period, locality, or culture ...' (p. 133) or are items that make use
of school knowledge or skills (e.g., reading). Given this definition, all tests are
culturally loaded to a certain degree. Cultural bias, which is bias involving
racial/ethnic group membership, is concerned with psychometric bias." As Jen-
sen comments, this notion of bias is strictly statistical that is it refers to the
systematic errors (e.g., in the predictive validity) of test scores of individuals that
are linked to group membership. As such, the assessment of cultural bias is
purely objective, statistical, empirical, and quantifiable. On the other hand, the
term test unfairness (and its reciprocal, test fairness) are subjective value judg-
ments involving the use of test results (e.g., selection procedures).'

Since the advent of intelligence testing of minority children over seventy-
five years ago, the issue of test bias and unfairness has been raised and addressed
in a number of ways. During the 1970s, the test bias question concerning
minority children was one of the most heated issues discussed in the educational
assessment literature. Some scholars during that period contended without
equivocation that conventional intelligence tests were biased against minorities
(e.g., Alley and Foster, 1978; Williams, 1971). Debates on the definition of test
bias and fairness became commonplace (e.g., Cleary, 1968; Green, 1975; Thorn-
dike, 1971). Although the concept of test bias was still being debated in the
1980s, the current focus of mental testing research is primarily psychometric
nivestigations of possible test bias in intelligence tests and other tests of mental
ability. A number of scholars in the 1980s camc to the conclusion that currently
used intelligence tests generally are not biased against minority children. A good
example of this view is the work of Jensen (1980), who states with strong
conviction in his preface to Bias in Mental Testing:

Many widehlused standardized tests of mental ability consistently show
sizable differences in the average scores obtained by various native-born
racial and social subpopulations in the United States. Anyone who
would claim that all such tests are therefore culturally biased will hence-
forth have this book to contend with.

My exhaustive review of tile empirical research bearing on this issue
leads me to the conclusion that thc currently most widely used standar-
dized tests of mental ability IQ, scholastic aptitude, and achievement
tests are, by and large, not biased against any of the native-born
English-speaking minority groups on which the amount of research
evidence is sufficient for any objective determination of bias, if the tests
were in fact biased. For most nonverbal standardized tests, this gener-
alization is not limited to English-speaking minorities. (p. ix)

In addition to Jensen, other researchers (e.g.. Dean, 1980; Miele, 1979;
Reynolds, 1982, 1983; Peschly, 1979; Sandoval, 1979) have provided evidence
that certain intelligence tests (e.g., WIS('-12) are not biased against minority
children. This recent activity of test bias research and debate has generally been
healthy for the testing movement, because issues of delineation, detection, and
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minimization of bias in testing have been opened to wider, and even conflicting,
perspectives (e.g., Berk, 1982; Bigelow, 1982; Gould, 1980; Jensen, 1980; Lam-
bert, 1981; Reynolds, 1982; Reynolds and Brown, 1984; Reschlv, 1979; Vakncia
and Rankin, 1985). Let us now move to a brief overview of test bias research
pertinent to Chicano students, but first, this point of clarification.

Test bias research 'across racial/ethnic groups is different from single popula-
tion validity investigations. Although validity coefficients are useful in the assess-
ment of test bias, they are limited in scope. As Jensen (1980) notes, the concepts
of validity and bias are separate questions. Whereas validity can apply to a single
population (e.g., Valencia, 1984, 1985a, 1985b), the study of bias always involves
a comparison of two or more populations typically called 'major' and 'minor'
groups. With respect to racial/ethnic minority students and test bias research, a
study would require a major (e.g., White) and a minor (e.g., Chicano) group
(see, for example, Valencia and Rankin, 1986, 1988). There can be, of course,
variations of the major-minor group design in investigating cultural bias in tests.
For example, in Valencia and Rankin (1985), t'ile major and minor groups were
English-speaking Chicano and Spanish-speaking Chicano children, respectively.
In summary, the comparison of two or more racial/ethnic groups is the preferred
strategy in investigating cultural bias in mental and other tests. Yet, although
single population validity studies cannot examine cultural bias directly, they are
still valuable in providing insights if validity coefficients arc of sufficient magni-
tudes to conclude that an instrument has clinical utility for a particular minority
group (e.g., see Valencia, 1988)."

In that the WISC-R is the most frequently individually administered intelli-
gence test for school-age children, it is not surprising that this measure has also
been one of the most heavily researched for racial/ethnic (i.e., 'cultural') test bias
(Reynolds, 1983). Regarding WISC-R test bias investigations in which Chicano
children have been compared to White children, there has been considerable
research." Because these studies have been reviewed elsewhere (e.g., Reynolds,
1982. 1983, and to some degree Jensen, 1980), we will only touch on the
highpoints.

Test bias research on the WISC-R using Chicano and White samples has
been conducted in the areas of construct validity, predictive validity, content
validity, and reliability. With respect to construct validity, the basic approach
compares the similarity of the factor structure of the WISC-R across Chicanos
and Whites. If one finds that the test has factorial similarity for both groups, than
it can be concluded, to sonie degree, that the WISC-R is not biased in construct
validity. Investigations by Dean (1980), Gutkin and Reynolds (1980), Oakland
and Feigenbaum (1979), and Reschly (1978) have supported the consistent suni-
larity of WISC-R factor analyses across Chicanos and Whites. In short, based on
these specific investigations (and of course, the populations sampled), one can
conclude that the WISC-R measures the same constructs with approximately
equal accurai y for Chicanos and Whites (Reynolds, 1982).

Chicano and White comparisons for potential bias in predictive validity have
also been undertaken. In such studies. it is typical to test for homogeneity of
regression across Chicanos and Whites (nonbiased prediction). It' statistical
differences in the tv o groups' slopes, or intercepts, or standard error of estimates
are found, then this would suggest bias in prediction if a common regression line
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(Chicano and White combined) is used. Studies by Reschly and Reschly (1979),
Reschly and Sabers (1979) and Reynolds and Gutkin (1980) have shown that the
WISC-R does not have differential predictive validity (i.e., is not a biased
predictor) across Chicanos and Whites.

en the subject of potential bias in content (item) validity on the WISC-R,
Sandoval (1979) found the items x groups interaction to account for a very small
percentage of the variance in WISC-R performance across Chicano and White
children. Based on this investigation, it can be concluded that for the populations
studied, WISC-R items wff:re relatively not more difficult for Chicanos than for
Whites. Finally, with respect to reliability estimates of the WISC-R across Chica-
nos and Whites, there is some evidence that the internal reliability of the WISC-R
demonstrates an acceptably high degree of consistency for both groups (Oakland
and Feigenbaum, 1979; Sandoval, 1979).

The preceding brief overview of WISC-R test bias studies indicates that this
popular and widely used individually-administered intelligence test is, by -and
large, not psychometrically biased against English-speaking, native-born, Chicano
children.' Does this mean, however, that other individually-administered intelli-
gence tests are likewise nonbias when used with the Chicano school-age popula-
tion? Although there is scattered evidence to indicate that some such instruments
are free of bias with respect to Chicanos (see, for example, reviews by Jensen,
1980), the best answer to the above question is: given the paucity of test bias
studies (i.e., investigations involving instruments other than the WISC-R), it is
not possible to draw conclusions one way or the other. That is, in light of the
very small number of non-WISC-R bias studies involving Chicanos and Whites,
one simply does not know whether the instrument in question is bias or nonbias.
Certainly, this pushes the point fui ther along that research on test bias with
White and Chicano populations is sorely needed.

The necessity for vigorously undertaking test bias research regarding Chica-
no children has been recently underscored in a series of studies that provide
evidence on the complex nature of test bias findings and interpretation (Valencia
and Rankin, 1986, 1988, 1990). The subjects in the Valencia and Rankin inves-
tigations were White and Chicano fifth- and sixth-grade boys and girls, and the
instrument under examination for potential bias was the Kaufman Assessment
Battery for Children (K-ABC). The K-ABC contains an intelligence scale (Men-
tal Processing Scale) and a separate Achievement Scale. Four investigations of
possible test bias (against the minor group Chicanos) were undertaken by
Valencia and Rankin. Using a variety of test bias statistical analyses to study
potential bias in the K-ABC along lines of three types of validity (construct;
content, i.e., item; predictive) as well as reliability, some mixed results were
found. Bias was not found in construct validity and reliability (Valencia and
Rankin, 1986), but bias was identified in content validity (Valencia and Rankin,
1990) and predictive validity (Valencia and Rankin, 1988)." In the predictive
validity study, Valencia and Rankin (1988) offer this conclusion regarding the
complicated K-ABC bias findings:

... the K-A BC appears to be Hawed or biased when used with Mexican
American students, because the test does not have the same predictive
efficiency with the majority and minority students. Finally it is worth
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noting, as does Jense- (1980). that a test could have the same degree of
construct validity in both the majority and minority groups (i.e., as seen
with the K-ABC in Valencia and Rankin, 1986), even when the pre-
dictor variable has comparable reliabilities in both groups (i.e.. as seen
in Valencia and Rankin, 1986 ...), and yet be a biased predictor of
achievement. (p. 263)

It is important to keep in mind that the above 'mixed bag' of test bias
research on Chicanos is only a small sliver of the potential research that could be
undertaken. It is important to keep in mind that evidence presented in the
Valencia and Rankin studies is for one instrument (K-ABC), one age group
(11-year-olds), one location in one state (central California city), and so forth. It
is not difficult to imagine that given the number of intelligence tests available and
the variation in possible test bias research focuscs and designs, there are indeed a
large number of research investigations that are in the realm of possibility.

Unfortunately, at a time when more research is needed on test bias with
Chicanos and other racial/ethnic minorities, there appears to be a gradual decline
in interest and thus investigatory activity by researchers. Peaking in the late
1970s and early 1980s, test bias research (especially on individually-administered
intelligence measures used in the assessment of school-age children) began to
decrease in the mid 1980s and even into the 1990s. This nosedive in research activity
and publication could be related, in part, to the work of some scholars Yilho may
have helped close the door to test bias research by prematurely drawing broad
conclusions that most mental measures are relatively free of cultural bias (e.g.,
see Jensen, 1980). A second contributing factor to the decline in test bias research
is likely related to the very nature of test bias. As Reschly (1979) comments, test
bias is an issue tilled with emotion and for a long time at that. To some
degree, the cOntemporary period from the late 1970s to the present can be viewed
as a moody reflection of the public and scholarly waxing and waning toward the
test bias controversy seen over the decades. Third, perhaps the decrease in test
bias research is connected to a more general climate of apathy toward minority
children in the US. For example. in speaking to the need for further theoretical
understanding with respect to the widespread issue of poor schooling perform-
ance of minority children, Boykin (1986) observes: 'The question is particularly
crucial today, at a time of declining political interest in minority affairs. Minority
children no longer enjoy national attention. but their educational problems
persist' (p. 57).

Whatever the probable reasons might be for the diminished attention to test
bias research, it is certainly not because the measurement community lacks the
technology. From the advent of mental testing up to the 1960s, there was
considerable confusion in test bias research and literature. According to Jensen
(1980). much of this disorder was due to inconsistencies in terminology and a
lack of clarity in conceptualizing and differentiating bias (a statistical notion)
and unfairness (an abuse of test results). In the last ten or so years, however, a
mnnber of publications have appeared discussing statistical and methodological
approaches for measuring test bias. This body of research in both theoretical
treatises and actual empirical investigations has greatly enhanced the state-of-
the-art of test bias conceptualization. methodological detectionind interpreta-
tion (see. for example. Berk, 1982). In short, given what current measurement
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technology can offer, it seemr to us that there is no excuse for Chicano and other
minority children to be tested on mental measures that have not been scrutinized
for potential cultural bias. And, of course, it would be unpardonable to adminis-
ter tests to children in which cultural bias has been identified (e.g., see Valencia
and Rankin, 1988).

The Responsibility of Test Publishers
There is no doubt that the `stuff' of the measurement community that being
psychometric theory, knowledge, and application is continually needed to
push along the realization of nondiscriminatory testing and assessment. But,
what about the role of test publishers those who develop and market tests.
Should they also have a responsibility to ensure that their products are free of
cultural bias and to help prevent the abusive practice (albeit frequency unknown)
of examiners who administer tests with poor or unknown psychometric
integrity? To even get a sense of this issue, we need to go beyond the topic
of individually-administered intelligence tests and into the broad field of test
publishing.

Mitchell's (1984) paper on 'Testing and the Oscar Buros lament: From
knowledge to implementation to use' provides an incisive look into the many
problems of published tests. As Mitchell notes, Buros (the founder of The Mental
Measurements Yearbook, thc world's richest source on the quality of published
tests) years back had some harsh words on tests. In the Eighth Mental Measurements
Yearbook (MMY; Buros, 1978), Buros charged, that by and far, the publishers of
tests continue to sell tests that do not meet the minimal standards of the MMY
and test reviewers. According to Bums, 'At least half of the tests currently on the
market should never have been published' (see. Mitchell, 1984, p. 113).

Mitchell (1984) cites a small descriptive study conducted by the Buros
Institute of Mental Measurements staff that affirms Buros' lament about pub-
lished tests. The test reviews in The Eiohth Mental Measurements Yearbook were
examined in order to see how well test publishers attended to providing critical
test data (i.e., evidence of reliability, validity, and norms). The results of this
investigation were discouraging to Mitchell. Key findings were:

As a whole, about 41 per cent of the tests listed in the MMY '... were
lacking reliability and/or validity data in some important respect. Tests in
the areas of reading, vocations, and speech and hearing were the worst
offenders' (pp. 114-15).
Regarding norms, 'All told, 28 per cent of Os tests listed ... were
inadequately normed in some important respect' (p. 115).

A few other specific points that Mitchell (1984) cites about test publishing
further support Buros' disappointment with the quality of tests. To wit,

3 There has been a proliferation of tests. Based on an ana'ysis of Tests in
Print II (Buros, 1974), there are 4% test publishers listed. Although less
than 2 per cent of the publishers publish 26 per cent of all tests, Mitchell
notes that the majority of publishers (58 per cent) have just a single test
listed, about 75 per cent have three or less tests, and 85 per cent have five
or fewer. Mitchell concludes:

2 9 31.
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... there is much of the cottage industry to the test publishing
business, and there are many test publishers distributing their
own tests or very small test publishers with single or extremely
limited test offerings or book or instructional materials who
have acquired a few tests and publish them in a manner almost
incidental to their major interest and thrust. (p. 113)19

The impact of such an uneven industry is quite revealing. First, according to
Mitchell, there is the fact that more and more tests are being published, but of
poorer and poorer quality. Second, the developmental and marketing costs

and of course, the huge profits of sales from poor and marginal tests all
indicate that the measurement community is losing ground in trying to maintain
some semblance of test quality. Third, as more poor tests appear on the market,
it becomes more difficult for test users and the public to become discriminating
consumers.

4 Claims about validity evidence arc often overstated. Mitchell (1984) notes
that it is not uncommon for test publishers to shunt aside modest to
weak validity evidence and to create illusions than a great deal more
benefits from tests can he offered. As such, it is irresponsible for test
publishers to promote test utility in the absence of strong validity
evidence.

With the broader issue of 'Buros' lament' in mind, it becomes exceedingly
clear that test publishers indeed have a major responsibility and challenge in
developing nonbiased tests (intelligence and otherwise) when such instruments
are to be used in the assessment of Chicano and other culturally and/or linguisti-
cally diverse populations. Reynolds (1982) fittingly describes this mandate as
such:

Test developers are ... going to have to become more sensitive to the
issues of cultural bias to the point of demonstrating on publication
whether their tests have differential content, construct, or predictive
validity across race or sex prior (italics added] to publication ... With the
exception of some recent achievement tests, this has not been common
practice (italics added], yet it is at this stage where tests can be altered
through a variety of item-analysis procedures to eliminate any apparent
racial or sexual bias. (p. 208)

Summarizing matters thus far, we have provided some historical and con-
temporary insights to the uses and abuses of intelligence testing with respect to
Chicano students. Historically, there is some rather convincing evidence that
group-based intelligence testing was used, in part with other educational prac-
tices, to help shape limited educational opportunities for Chicanos, both in the
educational mainstream and special education. With the demise of group-
administered intelligence tests, the contemporary spotlight is now on individually-
admmistered intelligence instruments with respect to potential test bias and the
abusive practice of using psychometrically poor tests. As we have discussed,
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despite a substantial technology the measurement community has failed in recent
years to muster enough continued interest and energy to pursue the needed
research into the question of test bias. By no means is the issue of test bias with
respect to Chicanos and other racial/ethnic minority groups a closed issue. The
resolution of the test bias question lies in the 1990s, and perhaps beyond.

The researcher, however, does not stand alone in his or her responsibility to
bring further light to the question of potential test bias. We have seen that the test
publishing community also needs to share in providing bias-free psychoeduca-
tional instruments. The Buros lament becomes even graver when one includes
the issue of potential test bias. Certainly, for test publishers not to meet minimal
standards of adequate reliability, validity, and norming in their educational tests
is unjustifiable. For such publishers to also market their poor or marginal quality
tests without having undertaken investigations to ensure nonbias across racial/
ethnic groups is unconscionable. Indeed, in view of the major abuses at the test
publishing level, 'a call to action' for the improvement of test development is in
order (see Mitchell, 1984, for several recommendations).

The Responsibility of School Psychologists
In addition to the research/measurement and test publishing communities, there
is also a third, significant sector that has responsibility in insuring nonbiased
testing and assessment the practitioners (school psychologists). With respect to
intelligence testing, an important traditional task of the school psychologist has
been to test children who may be suspected of functioning subnormally in
intellectual behavior. Nowadays. this role of the school psychologist prosents
some serious problems. Henderson and Valencia (1985) capture the issues this
N.vay:

School psychologists were able to go about that task confident that thc
instruments they kised were reliable and valid for their use. The intdli-
gence test, sometimes thought of by educators as a sort of appendage to
the school psychologist, was widely regarded as the single most im-
pressive achievement of psychological science. Today, school psychol-
ogists are less confident of their assessment tools, ensnarled in an ethical

and professional dilemma. (p. 340)

The ethical and professional fix in which school psychologists find them-
selves is this: on one hand, school psychologists are required by law (e.g., PL
94-142) to search actively for and identify children who may need special educa-
tional services or programs. On the other hand, the same legislative mandate
requires nondiscriminatory assessment. As these dual (but obviously connected)
responsibilities have intensified, school psychologists fmd themselves more and

more troubled (Henderson and Valencia. 1985). Traditional assessment tools.
Especially the individually-administered intelligence test, are increasingly being
called into question for use with children whose racial/ethnic or social class back-
grounds fall outside the modal configuration (i.e.. English-speaking, middle-class
White mainstream).

As such, school psychologists .11T placed in a difficult position. They need to
rutinize their test arsenals by asking two vital questions. First, do the tests meet
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the minimal standards for acceptable levels of reliability and validity, as well as
for appropriate norming? Second, and an extension of the first concern, is there
evidence that the tests in question are free of cultural bias along lines ofreliability
and the various types of validity? If thc answers to these questions are `no', and if
a particular test is administered nevertheless, in our opinion this would constitute
an abusive practice of testing.

Inappropriate and deleterious testing practices are not only confined to
administering tests that lack good psychometric quality (in general, and with
respect to nonbias). First, abuses can also occur by school psychologists when
administering intelligence tests, or other various types of educational tests, to
students who are not proficient enough in English to handle the verbal demands
(see Valencia, 1990, for a discussion of how inattention to this issue has created
and continues to create, assessment problems for Chicano students; as well, he
presents an overview of how methodologically confounded intelligence testing
research with Chicanos. was shaped because of the language issue). Second, there
is the problem of not attending to multiple data sources of assessment. Salvia and
Ysseldyke (1988) underscore that ... testing and assessment are not synonym-
ous (p. 5). Unfortunately, the belief that testing and assessment are identical has
led sonic school psychologists astray and has caused inappropriate diagnosis and
intervention for some students, especially minorities. There is. however, sonic
optimism as the field of school psychology has gradually become more sensitive
to the need for expanded ways and models to be used in identifying and provid-
ing services for children with learning difficulties (e.g., see Oakland and Gold-
water, 1979, for a discussion of assessment and intervention models for mildly
retarded children; see Henderson and Valencia, 1985, for a general discussion on
expanded assessment and intervention strategies for minority children).

A third area of potential abuse in the testing of Chicanos and other mMority
students has to do with the failure of school psychologists to go beyond bias-free
testing. There is no doubt that in the work of school psychology, nonhiased
testing is crucial. Butis Henderson and Valencia (1985) contend. 'nonbiased
testing is useless unless it results in nondiscriminatory education' (p. 342). It is
important for the school psychologist (in a consultative model) to work with
teacher and parent in connecting testing and assessment to instructional services
and programming.

Along these lines. Henderson and Valencia (1985) argue that despite the
limitations of current tests and practices. oondiscriminatory psychological assess-
ment and services are attainable if schor.I psychologists adhere to certain prin-
ciples. Sonic examples are:
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1 Be knowledgeable about the cultural backgrounds of children and the
demand characteristics of the home and school environments.

2 Function as problem solvers. That is, he open to multiple sources of
assessment data. Be sensitive to possible cultural influences on the per-
formance in question. Use the gathered data at hand as the basis for
testing hypotheses in the context of interyen

3 Employ a 'consultation' model rather than the traditional 'refer-test-
report' model. For example, under the former model, the school psychol-
ogist looks for the underlying causes of learning and remediation in the
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classroom, rather than in superficial analysis and intervention through
potentially meaningless contingency management.

4 In the absence of well-trained psychologists (especially the absence of
minority school psychologists), assessment and service delivery could
profit from having a cultural informant or ombudsperson.

Beyond Nonhased Assessment
In closing this section on intelligence testing, we wish to expand the preceding
discussion on the relation between nondiscriminatory testing (and assessment) and
nondiscriminatory schooling. We do this by placing the discussion in the context of

a major focus of our discussion thus far, that is, test bias. Conceptualizing test bias as
a psychometric notion has proven to be a valuable contribution to the measurement
and interpretation of bias. This contribution is largely so because the psychometric
approach defuses, to sonic degree, the emotional debate often associated with the
question of bias. Furthermore, this approach can and does lead to empirically
defined and testable definitions of bias (in the case of Chicano students, see for
example, Valencia and Rankin, 1985, 1986, 1988, 1990). In recent years, however,
reservations have been voiced about the strict statistical approach to understanding
bias. The major criticism of statistical, or psychometric, test bias is that it is rather
exclusive in its conceptualization. One sub-criticism of this exclusivity area is that
there is a muddling of the terms bias and unfairness a topic we discuss next.

As discussed previously, a number of scholars (e.g.. Jensen, 1980) make a
sharp distinction between 'bias' and 'unfairness'. While bias and nonbias are
empirical and statistical matters, unfairness and fairness are moral and legal issues
dealing with how test scores are used in a selection situation. According to
Shepard (1982), the distinction between bias and unfairness, however, is prob-
lematic. First, the intended difference between the two terms is not unequivocally
conveyed in everyday communication. Shepard notes: 'To be biased is to be
unfair, unjust, prejudiced. Calling your test "biased" conveys nearly the same

message as a placard calling an employer "unfair (p. 10).
Second, the distinction between the notions of bias and unfairness presents

some awk wardness in the psychometric sense. Shepard (1982) notes that

although authors generally conceptualize bias as a form of invalidity, bias ... is
now being taken as an inherent feature of a test, while its opposite, validity, has
always been considered to be a property of test use, not of the test itself' (p. 10).
An example of this disorder is that the difference in the two terms is confused by
the bias-in-selection literature (see Peterson and Novick, 1976; cited in Shepard,
1982), which definitely pertains to test use but suggests different models of
predictive validity as bias indicators. In this context, bias is thought of as a
specific type of invalidity that is outside of the test instrument rather than being an
inherent feature of the test itself. Notwithstanding the confusion between hias
and unfairness. Shepard argues that it is worthy to maintain the distinction
intended by some authors, because the difference between bias in tests and unfair

test use is critical to an understanding of bias detection. Shepard (1982) does,
however, raise this helpful suggestion:

It is possible to be faithful to the rule that validity must always pertain
to the particular inferences made from a test, yet still admit different
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degrees of externality through which bias may be more or less closely
associated with the use of a test, rather than its internal characteristics.
There is a validity continuum, anchored at one end by unbiased tests
that measure what they were designed to measure and do so equally well
for all groups. Further along the continuum are tests that provide equal
predictive validity in particular contexts. At the farthest end of the
continuum are tests for which validity is established by resolving issues
of justice and values, as well as scientific arguments over what statistical
model of fairness to apply and what the criterion will be. (p. 11)

Given the obviously different points of view, what definition or concep-
tualization of test bias should be adopted? Henderson and Valencia (1985) ask: 'Is
it best defined as the poor match between test content and cultural experiences of
minority and poor children, the influence of situational factors on performance,
or technical validity?' (p. 350). Regarding the latter (i.e., statistical conceptualiza-
tion), there is some value in it becauSe, as Shepard (1982) notes, it helps us to
study and understand how to detect bias. Furthermore, as we have discussed
earlier, such an approach has greatly assisted in providing sonic evidence that the
more well-developed tests (e.g., WISCR) are relatively nonbias. The existing
corpus of statistical research on test bias is significant in advancing our know-
ledge base and certainly needs to be encouraged. Yet, as we have underscored,
the test bias question with respect to Chicano students a»d other minority groups
is far from being resolved.

Notwithstanding the value and contributions of the statistical paradigm in
identifying and measuring cultural bias on individually-administered tests (as well
as other psvchoeducational instruments), we think it is misleading to adhere to such
an exclusive conception. Bersoff (1984), Henderson and Valencia (1985), Messiek
(1989), Reschly (1979), Shepard (1982) and others have come to the heart of the
matter with the observation that tests do have social consequentei. Since the seminal
period of testing, tests have been used to open doors tOr Some, and close doors
tOr others. Abusive school testing practices vis-ii-vis Chicanos, other minorities,
and the poor often constitute institutional racism in which self-perpetrating,
unquestioned testing practices within school systems diminish learning opportu-
nities tOr children (Henderson and Valencia, 1985).

In sum, the subject of test bias is complex and controversial. In ollr opinion,
as well as others, it is scientifically and ethically inappropriate not to tie testing/
assessment with schooling and its consequences. The statistical notion of bias is
useful. but alone it has little meaning. On this, Bersoff (1984) voices: '...
reliance on psychometric models for test bias without consideration of the social
and ethical consequences of test use ignores the concerns of significant segments
of society (p. 105). Oris Reschly (1979) points out: '... to defend tests on the
basis of evidence of common regression systems or to attempt to separate the
issues of technical adcquacy from those of social consequences is insufficient'
(p. 235). In the final analysis, the administration of intelligence and other educa-
tional tests to Chicano students should be considered in the context of the broad
institntional processes that help shape sillool problems for them. The wider
implications ot testing/assessment and the schooling context for (licanos need
to be considered in any effOrt to envision nondiscriminatory school services.

220

228



The Uses and Abuses of Educational Testing

Reschly (1979) grasps the fundamental nature of this matter in his assertion
that

The ultimate criteria that should guide our evaluations of test bias are the
implications and outcomes of test use for individuals. Succinctly stated,
test use is fair if the results are more effective interventions leading to
improved competencies and expanded opportunities for individupls.
Test use is unfair if opportunities are diminished or if individuals arc
exposed to ineffective interventions as a result -of tests. (p. 235)

Competency Testing

As we previously discussed, the issue of 'accountability' in education is a wide-
spread concern in our society. The current 'competency testing' movement is
part of the broader public demands for accountability in the nation's schools. In a
nutshell, the notion of competency testing carries with it a gatekeeping function
in which examinees arc tested to see who will be promoted, graduated, admitted,
or certified. In this section we begin with a description of the types of compet-
ency testing. Following this is a discussion of minimum competency testing
and teacher competency testing and their negative impact on Chicanos.

Types qf Competency Testing

in our conceptualization of the nature of competency testing, we see three broad
forms. First, there is 'minimum competency testing' (MCT). As Jaeger (1987)
notes, MCT began in a big way in the early 1970s. Oregon's State Board of

. Education mandated the school systems in 1972 to develop and implement
a statewide program to measure student 'competence' (also see Herron, 1980).
Soon after, MCT spread nationwide. Baratz (1980) comments that by 1977,
eighteen states jumped into the MCT movement. By 1987, forty states had
climbed the bandwagon ( Jaeger, 1987). It appears that a primary use of MCT is
to award or deny students a high school diploma. After nearly a decade of MCT,
in 1980 about 50 per cent of the states used the passage of a test of minimum
competence as a prerequisite for the earning of a diploma (Lerner, 1981; cited in
Bersoff, 1984). As we enter the 1990s, many states use MCT in such a way.
Based on what little data are available, Chicanos and other racial/ethnic minority
student groups have higher failure rates than their White peers on these measures,
and thus are denied high school diplomas at higher proportions. Later, we will
return to the controversial MCT and the resultant abusive practices.

A second major type of competency testing is what we call 'school-based
competency testing'. This form of testing typically involves a required statewide
system of student evaluation of minimum skills in basic schooling areas (e.g.,
reading). These mandates are top-down in which state legislatures commonly
require school districts throughout the state to administer broad-based achieve-
ment tests (e.g., mathematics, reading, writing) to elenwntary and secondary
students (usually at selected grade levels). It is typical for such testing programs
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to be part of an omnibus school 'reform' package passed by the legislature.
Examples of school-based competency testing are the California Assessment
Program (CAP) and the Texas Educational Assessment of Minimum Skills test
(TEAMS). Typically, a state educational agency provides, after testing, all school
districts with aggregated test results (e.g., the unit of analysis is the individual
school).2" In some states, the actual testing, analysis, and reporting of results has
spawned bureaucracies. For example, a recent report of TEAMS results in
Austin, Texas, contained great detail of test score comparisons for a section of
the local district (Christner and Moede, 1988-89). TEAMS scores were com-
pared between schools, grade levels, and racial/ethnic groups.'"

In sum, it appears that the results of school-based competency testing are
filling an accountability function of a sort. By far, compared to the other types of
competency testing, school-based testing results arc made the most public. It is
quite commbn for local newspapers to report, in some detail, the outcomes of
local testing. Depending on thc scores of these 'public report cards', local super-
intendents or in some cases the highest ranking state public educational official

may flaunt the test results, contending that 'real progress' is being made and
tests score 'are up' from the previous year (Phillips, 1989; Watscn and Kramer,
1989). Sometimes, school officials will even discuss problems, underscoring
the percentage of students (and often naming the schools) who have 'failed' the
competency testing (Graves and Breaux, 1989). We do not find fault with the
public's right to know the results of school-based competency testing. We do,
however, find disturbing, misleading, and abusive the manlier in which test
reporting is done in some instances. For example, in some cases school officials in
hi- or multiracial communities will report test results in such a way that minority
parents are misled to believe that their children are achieving at satisfactory
levels:22

The third form of competency testing can be placed under the rubric of
'teacher competency testing'. As another child of the parental accountability
movement, the teacher competency testing movement began in 1978 and has
now swept the country (Valencia and Aburto, in press, a). The term 'teacher
tests' is an umbrella for three forms of paper-and-pencil teacher competency
tests. An 'admissions' test is a basic skills test required as an entry criterion to a
teacher education program. A 'certification' test is also a basic skills test and/or a
prokssional knowledge test and/or a subject matter test required as a condition
tor earning an initial teaching credential granted by the state. A 'recertification'
test is a basic skills test required of incumbent teachers. Based on the most recent
data there are twenty-tbur states that require some type of teacher competency
test for admission to a teacher education program; thirty-six states require such
testing only upon graduation as part of state certification, and eighteen states
mandate both entrance (admissions) and exit testing (certification) (Eissenburg
and Rudner, 1988). There are three states that require teacher competency testing
for teachers currently practicing (recertification) (Shepard and Kreitzer, 1987).

Approximately a decade ago, concern was raised at public, political, and
school levels about the preparedness and effectiveness of beginning teachers.
Because of the continuing criticisms of America's teachers and schools (e.g.4
Nation at Rhk by the National Commission on Excellence in Education), the
public is demanding some assurance lioni its state agencies that teachers who
become licensed are actually competent hence the introduction of competency
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tests. The central idea behind such testing is that before people be allowed to
teach, they must demonstrate 'basic skills' (e.g., mathematical ability, reading,
writing) that are believed to be necessary to carry on day-to-day instructional
activities. Although the motive underlying teacher competency testing is clear

c., the need to upgrade teacher quality), the nature of teacher testing is fraught
with conceptual, measurement, and social problems. In the case ot' prospective
Chicano teachers, they (and other racial/ethnic minority groups, particularly
Blacks) have been forced to carry a very disproportionate burden of teacher
reform etIorts. That is, Chicanos and other minority examinees, compared to
their White peers, have failed teacher tests at very high rates to such a degree
that the minority teacher shortage is at a crisis situation (Valencia and Aburto, in
press, a). As will be elaborated later, the sharp decline of Chicano and other
minority teacher comes at a time in which the minority school-age population is
growing at dramatic rates.

In short, competency testing with respect to Chicanos is tilled with con-
troversy. Specifically, these issues include: (a) conceptual confusion about the
distinction between 'competence' and 'incompetence' (e.g., Jensen, 1980); (b)
arbitrariness and scientific indefensibility of standard setting (i.e., arriving at cut

score to determine who passes, who fails; (see Valencia and Aburto, in press, b);
(c) 'high-stakes' nature of competency testing in that one's future rides on a single
score (e.g.. Madaus, 1986); (d) dire social and educational consequences for
Chicano examinees and Chicano school children (e.g.. Valencia and Aburto, in
pressi). Given the paucity of research in the area of school-based competency
testing and because of space limitations, the above issUes will only be examined
in the areas of M(:T' and teacher competency testing.

.11ininnan Com/n.1(1,0, Te.sniii:.

As part of major educati)nal reform efforts aimed at improving the quality of our
schools, many lay boards of education and state legislatures have responded over
the last sixteen years by implementing MCT programs in their states. MCT is
primarily based on a belief that testing of essential skills and competencies (e.g.,
math, readingind writing) will help raise academic standards, increase educa-
tional achievementind restore public confidence in education. The passagc of a
minimum competency test for high school graduation and/or grade-to-grade
promotion is currently required in at least tbrty states (Haney and Madaus, 1978;
Paulson and Ball, 1984). A 1985 !Education Week survey indica tec. twenty states
require high school students to show mastery on a state-mandated exit test as a
prerequisite to receipt of a regular high school diploma (Airasian, 1988). In this
section, we will discuss: (a) criticisms of MCT, (b) adverse impact on Chicano
and other minority students, and (c) the direct of MCI: on the operation and
structure of schooling.

Cr-M(1.mo of A/CT
Boasting sti ong public and political suppoit. MCT proponents contend that
students will benefit by mastering the bash skills, raising-their sell-confidence, and
enhancing their career opportunities. While the MCT movement addresses a variety

of social and political purposes, its most widely recognized goal is the unprovement
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of students' basic skills Idtally, the test's main function is to identify deficiencies
that may be treated through remediation. A critical feature in some programs is the
use of test results as a screen for high school graduation (Serow, 1984). In general,
students are required to pass a rest demonstrating 'minimum competency' in basic
academic skills and their practical application to 'real-life' demands before receiving
their diplomas ( Jensen, 1930). Supporters argue that racial/ethnic minority students
will particularly benefit from MCT because it will reveal inequities in their
education so they may be rectified (Paulson and Bali, 1984; Serow, 1984). In that
most students are believed capable of attaining the requisite level of competency
before graduation day, the diploma sanction is not considered by some as an act of
discrimination against Chicanos, other minority students, or the poor (Serow,
1984).

Yet while competency tests appear simple, straightforward, and are widely
used, their overall quality and intentions have been criticized from the start.
Numerous writers view the almost exclusive reliance on MCT for awarding a
high school diploma, for determining grade-to-grade promotion, or for assigning
students automatically to remedial classes as classic examples of improper uses of
tests. If in fact the tests were established in recognition of problems in the
educational system, then to withhold diplomas, for example, simply punishes
the victim (Linn et al., 1982). Opponents also contend competency tests and
standards serve more as short-sighted symbolic and political gestures than
instrumental reforms (e.g., Airasian, 1988; Ellwein, Glass and Smith, 1988) and
simply represent another area of potential discrimination against minorities and
the poor, creating an additional obstacle to the attainment of social and economic
equality in American life (Serow, 1984). Other critics sum up MCT as simply an
effort to legislate educational success without concern for methods or modes
of achievimient ( Jaeger and Tittle, 1980). Finally, there are some scholars who
believe that because 'competence' is such a relative concept, it makes no
psychometric smse to dichotomize students as being either 'competent' or 'in-
competent' ( Jensen, 1980).

Unfortunately, a brief survey of recent literature in the area shows that many
of the early criticisms and fears raised over competency testing remain unresolved
and few expectations or promises have been fulfilled. We now move to one
major criticism of MCT negative impact on Chicanos and other minorities.

Advene Inipact on Chicano and Other Minority Students
f the many criticisms leveled against MCT, several relate to questions concerning

its impact on minorities. From the start, opponents argued that MCT programs
posed substantial risks for students from racial/ethnic minority backgrounds, who,
through no fault of their own, experience school failure. Rather than forcing those
students who fail competency tests to take their education more seriously, sonic
critics believed the diploma sanction would instead lower students' motivation for
attending schools, thus causing increased academic and disciplinary problems and
higher dropout rates (Serow, 1984). Unless tied to an effective remediation program
monitored by sensitive administrators, MCT could also be used to justify a new sort
of segregation by placing failing students with the worst teachers or in less effective
urriculum tracks (Paulson and Ball, 1984). Above all, competency testing further

reinforces a stigma of failure for low-achieving students, and in the long run
perpetuates racial and economic inequality (Serow, 1984). Though few studies have
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examined the consequences ot MCT it appears many negative premonitions have

come to pass.
Failure rates on minimum competency test .. for minorities, particularly

Blacks, Chicanos, and other Latinos, arc much higb :r than they are for White
students. For example, early MCT trial run information from Florida showed
that of 115,901 students taking the state's MCT in 1977, 36 per cent failed. Of
those who failed, 78 per cent were Black, even though Blacks constituted only
about 20 per cent of those taking the exam (Paulson and Ball, 1984). In 1978 it
was reported that some 77 per cent of Blacks, 39 per cent of Latinos, and 24 per

cent of Whites 'failed' the arithmetic test; furthermore, 26 per cent of Blacks, 7 per
cent of Latinos, and 3 per cent of Whites `failed' the reading test and writing
portions (Jensen, 1980). Those students failing received a certificate of comple-
tion rather than a standard diploma. This is a significant impact when one consid-

ers that a certificate of completion is not considered a diploma for purposes of
employment in the state of Florida or for purposes of admission to one of
Florida's nine state universities. It was estimated that the denial of a diploma to
Black students who failed the competency test resulted in a 20 per cent decline in
Black enrollment in the state's universities and colleges (Paulson and Ball, 1984).
Competency test performance data from the states of California, Florida, North
Carolina and Virginia, also confirm the expectation that minority students
experience greater difficulty in passing such tests than Whites (Serow, 1984).
Supplementary data from the state of North Carolina revealed that students from
lower-socioeconomic status (SES) backgrounds were about one-third less likely

to pass the exam on their first attempt than students from higher SES

backgrounds (Serow). As is well known, racial/ethnic minorities are usually
concentrated in the lower SES categories.

Other studies have shown that even for students who stay in school, many
filll to meet course and proficiency test requirements established at the district
level. In 1981-82, minority high school seniors in California were three times less
likely to complete the course requirements for graduation than were other stu-
dents. Among those students that completed the district's course requirements
for graduation, racial/ethnic group differences existed in passing the proficiency
examinations required for graduation. As of December 1981, 17 per cent of the
White students in this category did not pass one or more of the proficiency tests
required for high school graduation, compared with 36 per cent of Black seniors

and 25 per cent of Chicano and other Latino senior students (Brown and
Haycock, 1985),

The effect of the MCT movement may be especially adverse for students
who have previously suffered school failure because it places higher academic
demands on those already at risk of dropping out (Archer ans.; Dresden, 1987). It

is difficult to distinguish between students who would have dropped out regard-
less of MCT requirements and those who became dropouts specifically because
of their failure to pass competency tests. Data from Archer and Dresden's study,
however, suggest that a significant number of Texas students already at a late
junior or senior level will not receive high school diplomas as a result of failing
the minimum competency test. This situation creates a new kind of dropout
students with a poor academic background who have the willingness to stay in
school and graduate, but who will be denied a high school diploma because they

do not meet the minimum standards.
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Statistics from a 1985 administration of the Texas Educational Assessment of
Minimum Skills (TEAMS) test taken their junior year indicates 12 per cent
(22,485) of the examinees failed the mathematics section and 9 per ccnt (16,921)
failed the English language arts section (Archer and Dresden, 1987). The de-
mographic data suggest that failure to master the tests and attain diplomas will be
disproportionately high for sonic groups. Those most effected by the exit level
requirement will be students with limited-English proficiency being served in
bilingual programs (48 per cent failing in language arts on their first try) and
'disadvantaged' students in Chapter I programs (39 per cent failing in mathe-
matics). Blacks failed the mathematics portion at a rate of 28 per cent, and the
failure rates for Chicano and White students were 18 per cent and 6 per cent,
respectively. Language arts failure rates were 19 per cent for Blacks, 16 per cent
for Hispanics, and 4 per cent for Whites. Additional students at risk of not
receiving a diploma were almost 12,00(1 students who did not sit for this ex-
amination or any subsequent make-up administrations. Failure to master either
subtest results in failure to receive a diploma. Unfortunately, this group of
students will only join others from economically disadvantaged and racial/ethnic
minority backgrounds who already traditionally have disproportionately high
rates of truancy, dropping out, and school discipline problems (McDill,
Natriello, and Pallas, 1985).

Very few states provide information on final diploma denial figures, ewe-
s-Lilly with respect to the racial/ethnic or socioeconomic backgrounds of the
pupils. The Texas data suggest, however, that MCT diploma sanctions are
imposed disproportionately on Chicano and Black students (Archer and Dresden,
1987). Projections from Calitbrilia based on 1981 test results similarly show that
Chicano and Black students are overrepresented among potential diploma denials
(Brown and Haycock, 1985). Available data probably underestimate minority
students' share of diploma denials because they fail to account for retest perform-
ances (Serow, 1984). North Carolina figures based On final results show Blacks
made up about 25 per cent of the 1980 graduates but received more than 75 per
cent of all diploma sanctions. In all, 4.4 per cent of all Black graduates were
denied a diploma because of MCT failure, compared to 1.8 per cent of other
minorities, and .5 per cent of White graduates (Serow, 1984).

Elk! on the Operation and Structure of Schooling
At the onset, the hurried implementation of MCT could only allow for specula-
tion about its effixtiveness. Yet, fifteen years later, expediency is no longer a
viable excuse for not knowing the effect of MCT on the operation and structure
of our schools. Even a cursory search through the literature, however, shows
that attention is still primarily fcused on questions of competency definition,
test development, standard setting, and program operations. Ellwein et al. (1988)
note that over N) per cent of the MCT research published between 1977 and 1987
is primarily rhetorical. Only 10 per cent of the entire literature could be classified
as systematic, empirical research. Two perspectives examining the benefits of
MCT reform are presented here. One discusses the effects of MCT on multiple

hool sites across the nation front an empirical perspectiveind the other is a
teacher's persona! lament on the status of MCT in one school. Both Indicate that
the amount of attention given to minority issues or the remedial efforts aimed at
offsetting the poor showing of all students who fail competency tests appears to
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be minimal. We seem to have accepted these high-stakes examinations on what

Airasian (1988) calls 'symbolic validation' without demanding that they justify
their existence on any sort of empirical ground.

Aware of the need for ari empirical view of MCT and standard-setting,
Ellwein et al. (1988) studied five sites across the country. These researchers were
guided by three major questions: For whom and for what purposes arc test
standards set? How and by whom are standards established? What consequences
follow from the setting of standards? Results from the Ellwein et al., investi-
gation led to the formulation 01 five propositions that address the nature of
competency testing reforms. Of special interest are the propositions noting
(a) lopsided organizational activity, (b) nominal attention to minority issues
witnessed at all five sites, and (c) the assertion that competency tests and standards

function more as symbolic and political gestures than instrumental reforms.
Ellwein et al. (1988) note that organizational efforts are most visible, intense,

and detailed during early phases of competency testing reforms with similar
efforts conspicuously absent in later stages. Intense efforts are concentrated in the
development and administration of the instruments, but the amount of time
invested contrasts sharply with the attention given to gauging and evaluating the
effects of what the tests produced. In general, sites routinely figured only initial
pass rates, with only a few collecting and reporting .ultimate pass rates. Planned

evaluations in general did not go beyond the tangible, technical outcomes of such

rates.
The study also found that agency attention to minority issues is most

prominent in efforts to build unbiased tests and most inconspicuous in efforts
to assess adverse impact. In spite of differential pass rates at each site, issues of
impact beyond the test themselves were left unexamined. Efforts for the most

part centered on judgmental and technical reviews of items with no measure of
the tests' impact. Only one site kept track of failure rates, number of repeat
attempts, and the number and type of test-related decisions concerning retention

or graduation. Given that some sites have large racial/ethnic minority student

populations, failure to report such obviously important data is cause for concern

(Ellwein et al., 1988).
Of special importance is the conclusion by Ellwein et al. (1988) that

competency tests and standards function as symbolic and political gestures, not

as instrumental reforms (p. 8). Two of five observed themes underpinning this

conclusion are the loose coupling of test performance and subsequent decisions
and the striking contrast between early and late phases of competency testing
reforms. While information on the numbers of students who fail and do not
graduate may exist within local institutions, such figures arc not calculated or
available at the state level and thu; a,e not a matter of routine or public informa-
tion. In addition, the attention given to test development, standard-setting, and
general implementation contrasts sharply with the lack of attention to questions
of impact, utility, and the value of competency tests and standards. In short,
there seems little to say about the instrumental value of MCT and standards
because it simply has not been examined in any of these sites. A lack of attention
to these larger issues only further conceals any instrumental benefits or dangers
these reforms may bring (Ellwem et al., 1988).

A second reality clwck on what M( : has accomplished at the st hool level is
ofkred by Forney (1989), an English teacher in a California high school requiring
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the passage of a competemy test for graduation. Forney reports that students are
given a choice of seven topics (two days before the exam) in order to organize
their materials and to practice writing the essay. Even though they are not
allowed to bring anything with them the day of the test, the examination ends up
being a memorized essay that an English teacher has already approved or that
another student has written. While the exercise models the five-paragraph essay
taught in preparation sessions, the students fail to write an essay showing any
sort of individualized style or creativity. Problems also arise when students view
passing the test not as evidence of possessing minimum competency, but as proof
that their need for formal education no longer exists. Forney notes that little
evidence exists showing the tests do anything towards guaranteeing that illiterate
students are not continuing to pass through the system. Furthermore, no effec-
tive measures, are being formulated to replace MCT, the only acceptable action
possibly justifying its continued use. The only observable change noted is the
placing of more and more emphasis on preparing the students for the test. Forney
concludes by acknowledging the charge that high school diplomas continue to
have practically no value because schools arc unable to demonstrate that the
holders of these diplomas even have minimum skills.

Serow (1984) further cautions that even when students initially fail a com-
petercy examination and are subsequently able to obtain a passing grade, the data
do not by themselves constitute evidence of the remedial effectiveness of MCT
progtams. While many states point to reduced failure rates in subsequent testing
attempts as evidence of remedial effectiveness, what appears to be an indication
of improvement in pupils' basic skills could simply be an artifact of repeated
testing. Rather than reflecting true academic increases, score gains may reflect
familiarity with test items (i.e., a practice effect) or the tendency of extreme
scores (in this case extreme low scores) to move toward the mean in repeated
testing (i.e., regression to the mean effect).

That MCT failure rates are much higher for certain racial/ethnic minority
groups than they are for White students is not surprising. The adverse impact is
likely a result of prior and current discrimination, tracking, poor quality educa-
tion, and other social and economic factors, over many of which neither the
school nor pupil has control (Linn et al., 1982). What is especially disheartening,
however, is that a majority of MCT programs have chosen to emphasize the
punitive aspects of testing through diploma denials, rather than maximizing their
potential as diagnostic and remedial tools. The use of mandatory diploma sanc-
tions by states having relatively large minority and low-income populations
(e.g.. (;alifornia, Ne w York, North Carolina, Virginia, Florida) simply confirms
and perpetuates existing inequities by providing minority students with yet
another educational failure (Serow, 1984).

It is not difficult to see stigmatizing tendencies within MCT that is, the
setting of minimum standards without also assuming the social responsibility for
helping those who fall below them is a concern. As noted by Cohen and Haney
(1980) Florida's MCT scheme, for example, gave little if any attention to the
issue of remediation before the startling finding in 1977 that 40 to 50 per cent of
the students failed portions of the test. MCT 11.is .11so gained momentum at a
time when educational funds are scarce and in light of scant evidence that it is
successfill in achieving any positive aims. Not only are the MCT instruments of

228

236



The Uses and Abuses of Educational Testing

doubtful quality, but at the moment they merely serve to identify and not
remedy the failures they define (Cohen and Haney, 1980).

Given that Chicano and other minority students are the ones most affected
by MCT programs, it is the responsibility of the research and policy communi-
ties to continue to raise and seek resolutions to a number of issues concerning the
use of these tests. While they initially were adopted with high levels of uncertain-
ty, we now know that MCT has delivered little reform improvements in ex-
change for the severe blow it has dealt students, particularly those of racial/ethnic
minority background. As noted by Airasian (1987), Ellwein et al. (1988) and
stressed throughout this chapter, the crucial issues of testing are not only techni-
cal but also involve the allocation of privileges and opportunities. If MCT instru-
ments are to continue in use, evidence must be shown of their effectiveness in
raising standards and providing equitable learning opportunities for all children.

In conclusion, MCT is a topic of serious debate. As a major arm of the
accountability movement, MCT continues to grow but not without con-
troversy. As we have discussed, there are far more weaknesses with MCT than
there are strengths. Taking all criticisms together, it is quite clear that MCT
constitutes an abuse of tests with respect to a substantial number of Chicano
students. On the broad issue of MCT abuse, we agree with the issues Jensen
(1980) raises:

Although the results of MCT undoubtedly highlight a serious educa-
tional problem. I cannot see MCT as in any way contributing to the
solution of the problem. It appears to me to be an unnecessary stigmatiz-
ing practice, with absolutely no redeeming benefits to individual pupils
or to society. I say this not because I do not believe that individual
differences in scholastic attainments cannot be reliably measured, but
because I seen no utility whatsoever in drawing an arbitrary, imaginary
line between 'minimal competence' and 'incompetence'. 'Competence' is
an entirely relative concept. What is competence for one purpose may he
incompetence for another. There can be no single all-purpose demarca-
tion between 'competence' and 'incompetence'. The notion is psychometri-
cally nonsensical [italics added].... So who would possibly benefit from
the extremely costly and occupationally and socially stigmatizin-
minimal competency testing of all graduating high school pupils? MC
is surely one of the most futile proposals to come along in public
education in a decade.... The role of standardized tests ... is to
monitor pupil achievement periodically so as to assure its fullest de-
velopment, to whatever level that might be for a given individual. It is
an abuse tests [italics added] to use them to assign general labels of
'competent' or 'incompetent' (pp. 724-5).

rvic-r- is not the only form of competency testing that adversely efThcts
Chicanos. There is also teacher competency testing, a subject we turn to next.

'readier Competem y 'regirt Within the larger crisis faced by the majority of
Chicano students, there is brewing a smaller, but critical situation the low and
falling proportion of Chicano teachers. To best understand this grave problem,

237
229



Chicano School Failure and Success

it is helpful to place this 'crisis within a crisis' situation in a broader perspective
of the minority schooling experience. In 1980, the total racial/ethnic minority
elementary and secondary public school enrollment nationally was 27 per cent
(Orfie Id, 1988). By the year 2000, thc combined minority kindergarten through
twelfth grade (K-12) enrollment is predicted to be 33 per cent of the total.
national public school population (Smith, 1987) a growth of 22 per cent in two
decades. During the same time period, the total racial/ethnic minority teaching
force in grades K-12 is projected to decline by 60 per cent from 12.5 per cent in
1980 to less than 5 per cent in the year 2000 (Smith, 1987). In this section we
discuss two issues pertinent to teacher competency testing and Chicanos: the
Chicano teacher shortage, arid technical aspects of teacher tests.

Teacher Testing and the Chicano Teacher Shortage
Orum (1986) has identified three significant factors that contribute to the small and
declining percentage of the Chicano and other Latino K-12 teaching force. These
influences are: (a) Latinos' low and declining college-going rate, (b) their declining
preference for choosing and pursuing careers in teaching, and (c) the very high failure
rate of Latinos on state-required, standardized teacher competency tests. In one of
the most sustained analyses to date of the factors related to competency testing and
Latino access to the teaching profession, we have identified the teacher compet-
ency test as the major obstacle in Latino teacher production (Valencia and
Aburto, in press, a, b). The evidence is unequivocal: the Chicano failure rate on
teacher competency tests is considerably higher compared to their White peers.
For example, in 1986-87 the failure rate on the California Basic Educational
Skills Test (CBEST) was 41 per cent for Chicanos (compared to only 19 per cent
for White examinees (Smith, 1987). In Texas, in the period from March 1984 to
June 1987, the majority (53 per cent) of Chicano students who desired to enroll in
teacher education programs failed the admissions test (Pre-Professional Skills
Test; PPST). The White failure rate was quite lower at 19 per cent (Smith. 1987).
Based on some very recent data, the high failure rate of Chicanos on teacher tests
continues unabated. In Texas, for example, nearly 3,000 teacher education pro-
gram candidates took the Texas Academic Skills Program test (TASP, a recent
replacement for the PPST) in September, 1989. The failure rates for Chicanos
.111d Whites were 39 per cent and 14 per cent, respectively (Garcia, 1989).

An immediate consequence of the high fail rates of Chicano examinees on
teacher tests can be seen in the growing Chicami student/Chicano teacher dispar-
ity. For example, in the mammoth Los Angeles City Unified School District, a
few years ago Latino students comprised one of every two K-12 students, yet only
one in ten teachers were Latinos (Crawford, 1987). On a state-widc analysis of
( 'alifornia, Latinos fared no better. In the 1987-88 school year, Latino K-12 students
were 30 per cent of the total public school enrollment in the state, but only 7 per
cent of the K-12 teachers were Latino (Watson, 1988) a Latmo student/Latino
teacher disparity of 77 per cent (that is, Latino teachers were underrepresented by
77 per cent). This disparity figure, by the way, is very close to the national
disparity percentage (75 per cent) for Latino teachers (Valencia and Aburto, in
press1).

I he predominant view is that the growing shortage of Chicano and other
minority teachers contribute negatively to the education of all students in a
pluralistic society (e.g., Bass de Martinez, 1988; Nava, 1985). An additional
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concern is the absence of teacher role models for minority youngsters, and all
what that entails for 0:ample, passing on cultural heritage, instilling minority
pride, promotion of racial understanding among all students, and so on (see
Valencia and Aburto. in press. a, for an extended rationale for the value of having
Latino teachers).

An especially serious consequence of the Chicano teacher shortage is the
severe and worsening shortage of bilingual/multicultural teachers and the result-
ant impact in meeting the needs of Chicano students who are limited- or non-
English-speaking. For instance, in California (the state with the largest Chicano
student population) it is predicted that in the year 2000, there will be about
18,000 bilingual teachers. Yet, the actual demand to meet the needs of the
thousands and thousands of linguistic minority students will be about 30,000
bilingual teachers a projected shortfall of about 12,0(X) teachers (Olsen, 1988).
The bilingual teacher shortage is also acute in Texas, the state with the second
largest Chicatm student enrollment. In 1985, Nava had this to say about the
severe bilingual teacher shortage in Texas with respect to meeting the needs of
over 600,0(R) language minority students (99 per cent of them Latino, predomi-
nantly Chicano): 'An additional 20.000 bilingually certified/endorsed teachers are
needed to provide adequate equal education opportunities for these linguistically
and culturally different children' (p. 34). Summing matters up. Valencia and
Aburto (in pressi) observe,

... the high failure rate of Latinos on teacher tests will continue to be a
major contributing factor in blocking access to teaching careers in bilin-
gual education unless this obstacle to access is vigorously dealt with. In
any event, the negative effects of teacher testing on the Latino commun-
ity are here and now. (p. 21)

Tc,hnical Aspects of Teacher Tests
What is particularly distressing about the low and fillling proportion of Chicanos
and other minorities in the teaching profession is that the main harrier teacher
competency tests are very questionable in how they are (- ,-cted and in
what they purportedly predict. Valencia and Aburto's (in malysis of
these issues center on two concerns: (a) the reliability an i ,...)iday If existing
paper-and-pencil teacher competency tests, and (b) the d !sing aspects
of teacher testing standard setting, that is how a predet,..inined cut score of a
particular test is developed and used to decide who passes and fails.

Regarding reliability and validity of these tests, the existing psychometric
evidence is weak and irrelevant. Also, research on the question of potential
racial/ethnic bias on teacher tests is sorely needed. Based on their evaluation of
the available literature and pertinent reviews, Valencia and Aburto (in press. b)
come to this conclusion:

... while psychometric evidence exists on current certification examina-
tions, none of it is strong. In the case of reliability, while internal
consistency estimates an high, cut Wore reliability has not been thor-
oughly exanum:d ( nterion-related validity is extremely weak and, as
has been pointed out by Haertel (1988), much of the content validity
evidence is irrelevant to the uses ..iade of licensure tests. Although
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current item bias studies and sensitivity review panels contribute to
removing bias from existing examinations, no test bias research (defined
as differential criterion validity for different groups) exists. (p. 21)

With respect to the CUE score in standard setting on teacher tests, it has
become the linchpin of the decision-making process along technical, political, and
equality lines. Valencia and Aburto (in press, b) note that the cut score has two
sides one strong, one weak. One side represents omnipotence in deciding who
passes and who fails a particular teacher competency test. The other side, howev-
er, is brittle and open to charges that the cut score standard cannot be defended
on how it is technically decided. In that standard-setting methods use a great deal
of human judgment in trying to capture and measure the notion of 'competence'
during setting, there is a resultant variability in accuracy. In reference to judges
being asked to speculate on the competence of unknown test-takers and to give
some probability statements of item accuracy, Haertel (1988) states, 'There is
simply no evidence that people can perform this kind of task with accuracy' (p.
60). As such, there are major problems in the methods and steps used to develop
the linchpin of teacher testing. From a measurement apd technical perspective,
Haertel offers this critique of the cut score determination:

I see absolutely no basis for asserting that the judgments of individual
panelists about individual items are unbiased estimates of performance
for the imagined target population of minimally competent teachers. I

consider attempts to derive a meaningful cutting score by aggregating
panelists' judgments to he at best a meaningless misapplication.of statis-
tical theory. (p. 61)=3

To summarize matters, teacher competency testing as a measurement tool
of the accountability movement contains some serious problems. The available
reliability and validity evidence for teacher tests is weak and not particularly
relevant. Regarding the development and use of cut scores, there is a growing
controversy in the measurement community about their technical defensibility.
Finally, there is the arbitrariness of how cut scores are set by school officials (we
did not cover this issue here; see Valencia and Aburto, in press, b). As Haney and
Madaus (1978) contend, the point at where the cut score on basic skills-type tests
is eventually set often comes about as a compromise between apparently accept-
able expectations of pass and failure rates that arc politically tolerable.

With the above problems in mind, it is not difficult to conclude that the sole
or near sole use of teacher competency tests to determine admissions to teacher
education programs or to grant state license is a practice difficult to justify. Given
all the concerns raised coupled with the high-stakes nature of teacher testing

we argue that such testing constitutes an abusive practice. There is little doubt
in the high-stakes game of teacher competency testing that a substantial number
of prospective Chicano teachers are clear and big losers. Within a five-year period
alone, Smith's (1987) study of nineteen states documented the alarming teacher
test failure of 10,142 Latinos.'

I low will prospective Chicano and other Latino teachers fare in the 1990s
and beyond? Zapata (1988) offers this assessment of the ever-growing Latino
student/Latino teacher gap, 'Projections for the future are generally bleak' (p. 20).
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Such pessimism, of course, is embedded in the presumption that the status quo of
teacher testing will go undisturbed as we approach the twenty-first century a

belief, we contend, that has to be challenged. We agree with Smith (1988) who
voices, 'For the nation to plunge headlong into the 21st century with a public
school system devoid of minority teachers is unacceptable' (p. 168). At this
chapter's end we offer some research and policy ideas how educational testing
and assessment might be strengthened to help promote far greater access for
prospective Chicano teachers.

On Educability and Chicano Students

Up to this point in our analysis, we have concentrated on two major abusive
practices of educational testing with respect to Chicano students the adminis-
tration of tests that lack good technical qualities (particularly administering instru-
ments that have not been examined for potential cultural bias), and the use of
high-stakes testing (i.e., relying on a single test or score) in educational decision-
making. To conclude our discussion on this note would not only be premature
but misleading. It is easy to 'blame the tests', and certainly there has been a great
deal of test-bashing over the last two decades. The issue is not that all educational
testing is invalid and leads to discriminatory outcomes. The real issue is to
identify those tests that are psychometrically poor, biased, and used in unfair
ways. In short, the issue is documentation, not imputation. Madaus (1986) puts
matters in a way that make most sense to us: '... the decision is inherently linked
to the tool. The question that we need to consider is what line of evidence needs
to be gathered to counter critics who blame poor results on the use of an invalid
test' (p. 12).

Indeed, what kind of evidence needs to be gathered? Should the evidence be
only in the form of statistical, quantifiable (particularly psychometrically-driven)
data? Certainly, scientifically grounded evidence derived from reliability, valid-
ity, and bias investigations arc essential. We also argue, however, for the ex-
amination of extrascientific evidence, that is, understanding people's perceptions
of an individual's and group's presumed abihty to learn and the connection of
educational testing to these perceptions.

Historically, and to some degree presently, tests have been widely used by
schools in helping to decide whom and how much to educate. But the
linkage between the measurement of scholastic aptitude of school children and
their presumed capacity for scholastic learning is very shaky in its theoretical
underpinnings. According to the dominant view, school learning ability is in-
fluenced primarily by the child's intellectual ability. What have risen from this
perspective are institutionalized difkrent school curricular policies and practices
allegedly based on the belief that students can be hierarchically arranged as
'advanced', 'average', or 'slow learners. The belief in this 'normal' distribution
of educability or scholastic learning ability is one of the most entrenched
assumptions in education today. Such an assumption potentially carries grave
implications for Chicano students. Sonic scholars would have us believe that
educability is largely dependent on individual intellectual ability and that social.
political, and economic conditions within the schools and society are largely
unrelated to '... why sonic of our children are so much more educable than
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others' (Hawkins, 1984, p. 375). So, we contend, an additional fruitful way to
discuss the abuses of educational testing regarding Chicano students lay in the
concept of 'educabihty'.

Educability is not a new notion. The belief that the quality and quantity of
schooling should be dictated by a person's perceived and/or measured abilities
and other background characteristics can be seen in the writings of Plato (ca. 348
BC) over 2,000 years ago. PlAo's educational philosophy miphasized the training
of an elite, that is the offspring of the guardians or statefmen who directed the
policy of the commonm ealth were those who had opportunities to be formally
educated. On the other hand, the 'common people', that is the business and
working classes who were at the bottom of the Athenian caste system, would be
directed to practical and vocational jobs (Ulich, 1950).

There is also longstanding evidence that the concept of educability cut
deeply into racial questions. For example, Lyons' (1975) To Wash An Aethiop
White: British Ideas About Black African Educability, 15.30-1Q60, gives an evolution-
ary account of the belief that Black Africans were intellectually inferior to White
Europeans, and the influence that idea had upon British attitudes and policies
toward the education of Africans during the colonization of Africa. He is able to
show strong connections between British attitudes about the alledged African
intellectual inferiority and the implementation of school policies directed toward
simpler. less demanding education for Black Africans. These practices were based
on the belief that the presumed 'deficient mental capacity of Black Africans
placed severe limitations on how much they could benefit from education. Lyons
underscores the point that ideas about human mental ability and educability
superseded the testing movement by centuries:

.. attitudes about human mental ability long antedate the concept of
'IQ' ... Britons began to formulate opinions about capacity for learning
or educability at least as far back as the seventeenth century. In many
respects the psychological testing movement of the twentieth century
represents less a startlingly new departure and more a continuation of a
type of investigation which had been going on for at least three centuries.
(pp. xixii)

In more recent history. it is interesting to note that Alfred Billet (the
co-developer of the first intelligence tests) used the term 'educability' in his 1910
book, Modern Idea., About Children, whose first chapter was entitled 'The Educa-
bility of' Intelligence'. Buret, one of the early remedial educators, was a firm
believer that intelligence could be 'trained'. His classes for the mentally retarded
in Paris in 1909 consisted of a curriculum that emphasized the training of
memory, attention, judgment, .111d other factors of intelligence he believed im-
portant (Kirk. 1973).

Ironically. Binet, the father of mental testing and a strong believer in the
modifiability of intelligence, held a minority opinion with respect to educability.
The dominant position held by early psychologists at the turn of the century was:
unelligein c is fixed at the ponit of t onception; nitelligent c (as measured by I() is
«mstant user time; nitelligen«. is unalterable by the environment (Kirk, 1973).
How tlns notion of educability influenced views on the relations among in-
telligence, school learning, and vocational guidance was exemplified by Lewis
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Terman, a dominant figure daring the advent of the testing movement in the
United States.

... the grade of school work which a child is able to do depends chiefly
upon the level of mental development he has attained ... The limits of a
child's educability ,an bc fairly accurately predicted in the first school year
[italics added]. By repeated tests these limits can be determined accurate-
ly enough for all practical purposes by the end of the child's fifth or sixth
school year.

Vocational guidance is not, and may never be, an exact science.
Nevertheless, intelligence tests will he of value even if they tell us nothing more
than that reasonable success in a given vocation is or is not compatible with the
general mental ability which a particular individual possesses . . . [italics
added] (Terman, 1920, p. 2 l)2'

Anastasi (1984) offers some sharp insights to common misconceptions about
how measured aptitude and achievement were believed to be related during the
1920s. A case in point Anastasi refers to is a popular and widely used textbook of
the times Frank N. Freeman's Mental Tests (1926). Anastasi comments on two
unwarranted assumptions discussed in Freeman's book. First, intelligence tests
gave a measure of innate capacity (i.e., not dependent on training). Second, all
school achievement depended on the same, singular intellectual capacity.

Beliefs in fixed intelligence and the minimal impact of the environment on
modifying intelligence were entrenched in the intelligence testing movement up
to about World War II. Beginning in the 1940s and up to the present, however,
mounting theory and evidence have challenged beliefs about the immutability
of intelligence (Hunt, 1972). For example, the works of Hunt (1961) and Piagct
(1952) represent prominent research with respect to new conceptions of intelli-
gence and the malleability of intellectual development.

In summary, thoughts on the relation between intelligence and school learn-
ing like the debate about the relative contributions of nature and nurture
to intelligence have hit peaks and valleys for decades. Dabney (1980) has
explained the historical essence of the educability issue in this way:

The hist orical emphasis upon capacity for learning has been to perceive
school learning as primarily dependent upon the presumed ability of the
student, rather than upon the quality of the learning environment.
However, there appears to be a growing recognition that school failure
and student achievement are socially determined. Even so ... such
recognition has not prevented new interpretations of these failures which
blame the victims and often co-exist with arguments about innate or
class deficiencies. (p. 13)

In the case of Chicanos, a,. we moved year by year into the nascent period of
the intelligence testing movement of the twentieth century, stronger and stronger
connections are seen between American attitudes about alleged Chicano intellec-
tual inferiority and the implementation of school policies directed toward sim-
pler, less challenging education (cf. ('son/aler, I 974a). Those policies were based,
in part, on the pseudo-scientific, even racist beliefs, that the presumed deficient
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mental capacity of Chicanos and other racial/ethnic minority groups placed
severe limitations on how much they could benefit from schooling.

More recently, the issue of educability of Chicano students has recently
received national exposure in the inspiring 1988 motion picture, Stand and De-
liver, in which the character of East Los Angeles teacher Jaime Escalante was
brought to life by the widely acclaimed performance of actor Edward James
Olmos. In the beginning of their tough, intellectual odyssey, Escalante speaking
slowly and unflinchingly warns his Chicano students: 'You already have two
strikes against you. There arc some people in this world who will assume that
you know less than you do, because of your name and your complexion'. Later
in the movie, Escalante's foreboding words materialize. Because his Advanced
Placement Calculus students score extremely high on the calculus test, have very
similar errors, and finish the test with plenty of time to spare, the Educational
Testing Service suspects these irregularities to be evidence that Escalante's
students cheated. In a very dramatic scene, Escalante confronts the two
psychometricians from the ETS who are in charge of the investigation. Escalante
demands to see the evidence of cheating, but the investigators refuse to accommo-
date him. Furiously, Escalante lashes out at the two mcn: 'These scores would
have never been questioned if my kids did not have Spanish surnames and come
from barrio schools! You know that!'

Let us now conclude by placing the notion of educability in its proper place
regarding educational testing and the schooling of Chicano students. Granted, it
is very difficult to pin down precisely an intangible idea as educability and its
relationship to the education of Chicanos. We do speculate, however, that in
light of our discussion thus far, the concept of educability as a value-la'den,
extrascientific notion has helped to mold historical and current thought on the
nature of schooling for Chicanos. A major feature of this analysis is that the
abusive practices of educational testing have been partially instrumental in creat-
ing school inequality. We contend that the ideological configuration of edu-
cability also needs to be taken into consideration why barriers to educational
opportunities for Chicanos exist. The perspective that educational tests have
served as oppressive, sorting tools in the schools has some value in theory
building. This thesis, however, as currently structured is essentially mechanistic,
deterministic, and simplistic in scope. It gives too much credit to tests as sole
forgers of inequality while failing to understand that a great deal of oppression
also lies in a fundamentally unequal society that views the educability of
working-class and Chicano students as limited.

Improving Educational Testing for Chicanos

Now, let us shift gears and travel into a brighter territon, In this concluding
section of the chapter, we offer a number of research and policy oriented ideas
how educational testing particularly test use might be unproved to help
promote Chicano school success. These suggestions cover eight topics: test bias
research, test translation, performance y. capability, multiple data sources,
criterion-referenced testing, short-term solutions, science and ethics, and
ed u Ca bil it y .
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Test Bias Research

As we have seen, there are some individuals in the measurement community who
contend that the question of cultural bias in educational testing particularly
intelligence tests is a closed issue. On the contrary, we disagree. The subject
of cultural bias with respect to Chicano students remains an open issue whose
resolution lies in the years ahead.

We -advocate continued research into the subject of cultural bias of various
educational tests, hopefully with more sophisticated paradigms and designs that
cover the complex relations among the testing situation, such as the actual item,
the instructions, the examiner, and aspects of the examinee including at least
attitudes toward the task, motivation, and the finer grained mental processes
(e.g., attention, memory; information processing; cf. Scheuneman, 1984).

"Test Translation

The number of non-English-speaking (NEP) and limited-English-speaking (LEP)
Chicano students will continue to increase as we enter the 1990s, and their
dramatic growth is predicted to continue as we move into the twenty-first
century' The psychoeducational assessment of these students presents a difficult
problem and challenge for the field of school psychology (Figueroa, Sandoval
and Merino. 1984). An especially troubling area is the lack of standardized
intelligence and achievement tests that can be administered to NEP and LEP
students.

A recent approach to this shortage issue has been the development of
translated versions of extensively used. individually administered cognitive tests
(see Valencia and Rankin, 1985. for a brief discussion). Although we applaud the
development of such tests (including a variety of psychoeducational assessment
tests), 'It is critical that these tests meet the minimal psychometric properties of
reliability and validity and are free of bias. Thus, intensive comparative research
on these translated tests and their English equivalents is strongly encouraged'
(Valencia and Rankin, p. 206).

Perliirmailic v. Capability

The educational community will have taken a big step forward if those who are
in the business of undertaking the individualized psychoeducational assessment of
Chicano students would understand and acknowledge the critical distinction
between performance and iapability. What students do in a testing situation (their
okerved petforinance) is not always congruent what they could do (their capability).
Factors helping to create this discrepancy during testing are referred to as
situational influences. Interindividual differem es, for example, in examinees'
test-taking skills, motivational level, responses to time pressures of speeded tests,
and so on. can and do account for variability in test performance among students

lenderson and Valencia. 1985). For Chicano and other students from culturally/
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linguistically diverse backgrounds, their familiarity with the language and cul-
tural content of the test (i.e., the degree of cultural loading) is a particularly
important factor to consider during testing. In sum, school psychologists and
others who routinely administer tests should be vigilant of the potential situation-
al influences that may' lower the test performance of Chicano students.

Multiple Data Sources

'In all ... educational decisions, test scores provide just one type of information
and should always be supplemented by past records of achievement and other
types of assessment data. No major educational decision should ever be based on test

scores alone (Gronlund, 1985, p. 48(1).
We daresay by now ilw above version of an admonishment we have been

reiterating throughout should be quite familiar to the reader. We cannot repeat it
enough. It should be kept in mind that testing is only one component of three
types of information that can be collected during the process of psychoeducation-
al assessment. The other two sources of diagnostic information are 'observations'
and 'judgments' (Salvia and Ysseldyke, 1988). Each of the three types can be
collected by a diagnostician or another person, whom Salvia and Ysseldyke refer
to as 'direct information' and 'indirect information' sources, respectively.

Suffice it to say that conceptualizing psychoeducational assessment as a
tripartite structure and process can greatly enhance the gathering of data,
diagnosing interindividual strengths and weaknesses based on these multiple
sources, and making decisions on how to improve schooling for students. The
use of multiple, informed data sources (e.g., tests; parental and teacher infor-
mants; classroom observations; medical records) have the potential to provide a
rich database and also to improve the credibility of the various sources (Valencia,
1982). We strongly encourage that multi-measurement efforts be utilized in the
psvchoeducational assessment of Chicano students.

Criterion-Refrren«q 'resting

Although the notion of an absolute versus a relative standard of testing can
he traced to about 1913, research investigations and practical applications of
criterion-referenced testing did not truly begin until the early 1960s (Berk, 1984).
In the simplest sense, such tests '... are designed expressly for interpreting an
individual's performance in terms of what he or she can and cannot do irrespec-
tive of the performance of othei students (Berk, 1984, p. 1). Or, a more
precise definition: 'A criterion-referencM test is one that is deliberately con-
structed to yield measurements that are directly interpretable in terms of specified
performance standards' (Glaser and Nitko. 1971, p. 653; cited in Nitko, 1984).

The use of tests to identify learning problems and to utilize such results to
modify histruction of individual students Is a very i ommendable educational
practice. Furtherniore, it is a form of testing that the sL hools should use more of
(particularly teacher-made tests). The payoffs for school learning appear to be
quite substantial. We share Nitko's (1984) call tUr research in criterion-referenced
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testing, as It seems important for the advancement of both instructional theory
and practice. With respect to Chicano students, given their typically low
academic performance, well-developed criterion-referenced tests that provide
useful diagnostic feedback could be a bonanza in improvMg these students'
academic progress.'

Short-Term Solutions

Until the time conies when broad-based, workable, nondiscriminatory testing
and assessment vis-ii-vis Chicano students materialize, it is necessary to identify
and implement short-term solutions to the abuses of educational testing. As a
case in point, let us take teacher competency testing.

In a recent analysis, we discuss numerous practical strategies of test reform
and other means to improve access for Chicano and other Latino students who
aspire to become teachers (Valencia and Aburto, in press, b). Examples include
the modifing (i.e... lowering) of cut scores of existing paper-pencil teacher tests,
implementing multiple data sources of assessment (including performance-based
assessment)ind using numerous ways to identify, recruit, test diagnostically,
and offer remeehation for perspective Latino teachers. Taken together, some of
these suggestions require monetary commitments, others mean institutional-wide
commitment, while others require convincing policymakers that such ideas will
work.

St WHO' anti Ethic

We have argued repeatedly that tests do not exist in a vacuum. They have social
consequences. As such, there needs to he a striving for a unified view of test
validity that integrates both the science and the ethiic of assessment. In a recent
treatise, Messick (1)89) presented a very thoughtfial paper on the importance and
nedessitv for the integration of science and ethics. In brieL Messick contends that
test validity and values are one imperative, not two. Thus, test validation impli-
ales both science and ethics. This unified conceptualization of validity, according

to Messick, integrates both the scientific and ethical underpinnings of how tests
arc interpreted and used. The following, we believe, gets to the fundamental
nature of this inherent tie between meaning and values in test validation:

... it is simply not the case that values are being added to validity in the
unified view . Rather, values are intrinsic to the tneaning and outcomes
of the testing ... This makes explicit what has been latent all along,
namely, that validity judgments ,Ine value judgments. (Messick, 1989,

It is casv that in thc ase ut Clneanos and other groups who have at
times been victinnzed by abusive testing practices such a unified view of test
aliditv, if universally accepted, would certainly help to promote nondiscrimina-
tot V assessIllellt.
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Educability

Our list of ideas for improving educational testing for Chicanos ends with a
reference to a previously discussed notion educability. The main point posited
here is difticult to attain, but relatively simple to grasp. Those in the educational
system (e.g., teachers, school psychologists, administrators, elected officials) who
have direct and indirect contact with Chicano students must come to grips with
any preconceived, negative notions they hold of the educability of Chicanos. It
would be wonderful if all educators (especially kindergarten through twelfth-
grade teachers) would embrace the proposition that every Chicano student has an
byinite capacity to learn. If this fundamental premise becomes widely accepted in
the schools, then it would not be so easy to explain away low test performance as
simply due to a perceived learning problem inside the Chicano student or to an
alledgedly impoverished home environment.

Conclusions

We leave the reader with two final observations. First, as we make the transition
into a new decade and move slowly into the twenty-first century, it is likely that
educational testing will increase in frequency and in its variants. In particular, the
accountability movement with its emphasis on measuring 'competence' will
continue to he driven by an 'If it moves, test it!' mentality. If 'the more testing the
better philosophy of the 1970s and l980s remains unchallenged in the 1990s, then
such an ideology is likely to become more deeply entrenched. On the optimistic
side, a serious challenge to the status quo in educational testing can be mounted.
This reform effort will likely include a number of features we have discussed
throughout this analysis -- tbr example, the development of test instrnments that
are nonbiased, the use of multiple data sources of assessmentind a unified
conceptualization of test validity. In that testing of abilities has always been
Intended as an impartial way to perform a political function that of determining
who gets what' (Cronbach. 1984, p. 5), we urge those who are interested in
Chicano students to become vigilant and active in bringing about the neeckd
shifts in educational testing reform in the very near future.

Our second and last observation flows from the first one. Reform in educa-
tional testing with respect to Chicanos needs to be placed in the broader subject
of school reform. To a very large extent, the typically low performance of
Chicano students on norm-referenced achievement tests, on MCT, on school-
based competency tests, and so on, is just one manifestation of the poor school-
ing they receive. We argue that given the massive schooling problems Chicanos
face (e.g.. school segregation; curriculum differentiation; disparities in school
financing), their low test performance is not surprising.

To understand this linkage between low test performance and schooling
inequalities, it is helpful to mention 'opportunity to learn', a construct which is
re( eiving some attention in the measurement community (Tittle, 1982). Basical-
ly, the notion of opportunity to learn deals with the tit or lack of tit
between the content of a test (I.e., those samples of behavior that are measured),
and the formal curriculum (i.e., that which is taught and learned in school). The
implication for the testing of Chicano students is clear: if Chicanos are not given
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the opportunity to learn the test material on which they later will be tested, then
it is not surprising that their test scores will be low. As such, there are increasing
instances in which claims as the following are being voiced: 'Testing children on
what they have not been taught and then stigmatizing their "failure to learn" is a
fundamental form of discrimination' (Hanson, Schutz, and Bailey, 1980, p. 21).

In the final analysis, it is refreshing to sec a renewed interest in educational
issues regarding Chicano students. Let us hope that as we begin the short trek to
the next century there will be more light than heat. The abusive testing practices
that we have described and discussed here can be remedied with better scientific
work and ethical judgments. As reform in educational testing takes shape and
evolves, it is vital to link it inextricably with broad-based school reform, lest
such testing reform efforts become mere palliatives. The many issues we have
outlined deMand to be answered and present the research, educational, measure-
ment, and policymaking communities with significant challenges in the years
ahead.

Notes

The focus is on standardized (norm-referenced) tests. At the chapter's end, there will
be a brief discussion of criterion-referenced tests.

2 Standardized. group-administered 'achievement' tests form a third major category of
educational tests. Such tests are '... designed to measure the amount of knowledge
and/or skill a person has acquired usually as a result of classroom instruction ...'
(Lyman. 1986, p. 158). 13v far, achievement tests are the most widely administered
tests in the nation's schools. It is typical for school districts to administer such tests on
a routine basis (usually during the spring). The purposes of standardized, group-
administered tests include the following: to determine a pupil's developmental level so
instruction can he adapted to individual needs, to diagnose a pupil's strengths and
weaknesses, and to provide meaniagful data that can be reported to parents (Wiersma
and Jurs, 1985).

Achievement tests, as described above, have been at the center of controversy
VIS-j- Pis Chicano and other minority students for some time. A frequent charge is that
the results from such tests are used, in part, to sort students into ability groups for
instructional purposes (e.g., see Oakes, 1985) In that Chicano students typically score
lower on achievement tests, it is claimed that these students often end up in the
low-ability' groups or tracks and thus receive inferior schooling. Although there are
data to support the contention that Chicano students are disproportionately overrepre-
sented in low-ability groups and underrepresented in high-ability groups throughout
schools in the southwestern United States (e.g., US Commission on Civil Rights.
1974), It is difficult to ascertani the direct link between test pertbrmance and grouping
practices. That is. there are' few hard data showing that teachers actually use the scores
from standardized, group-administered achievement tests as a major mechanism in
deciding who IS placed in which instructional groups. In short, there is no argument
that ability grouping at the elenientary school level and tracking at the secondary level
exist. The issue is, how are achievement test scores used (I1 indeed they are used) to
help shape the teacher's decision-making when it conies to grouping? In the absence of
empirical findings, we have elec ted not to focus on the potential abuses of achieve-
ment tests
.n some s these tom nom, or purposes are dist ussed in the «mtext itt 'assessment'.3 1

th it is the process of collet ting test information as well as other tbrms of data (see, for
example, idIvia and Ysseldyke, 1988).
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4 Resnick's (1979) framework centers on IQ testing. Yet, we think the functions
discussed by Resnick can be generalized, in part. to other types of test., (i.e., achieve-
ment and competency).

5 In that group-administered intelligence tests have been for the most part banned
throughout the nation, their 'practical fUnction in schooling' is confined to psycho-
educational assessment in special education. Yet, one can argue (as does Resnick) that
intelligence tests historically have playedind contemporarily play, symbolic roles.
The present authors contend that most if not all of educational testing also has
symbolic roles, as well .1ti practical purposes as earlier described.

6 There is. however, a re( ent publication that challenges this thesis. In a provocative
article, Rafferty (1988) contends that educational historians have greatly exaggerated
the role intelligence testing played in ability srouping placements of Chicano and
other minority students in the 1920s and 1930s in Los Angeles. Rafferty's case study
does shed some light on the role of IQ testing particularly how classroom teachers
may or may have not used test results for grouping purposes. We think, however,
that her thesis and final analysis are misleading. Rafferty criticizes other educational
historians for stating that IQ tests were used exclusively for educational placement.
Our reading of the same material (e.g.. Gonzalez, 1974a) leads us to believe that such
historians did speak to other discriminatory factors than just IQ testing.

7 In the early years of intelligence testing, Chicano students as a whole typically
pertbrmed about 10-20 IQ points lower than their Anglo peers (Valencia, 1990).
It is important to add that there is evidence indicating a marriage between the local
industry (In this case, Los Angeles) and the school. Gonzalez (1974b) states '... the
vocational courses were incorporated into thc curriculum on the basis of labor needs
of business and industry.... Counselors were the link between the requirements of
industry and the school' (p. 299; also see Gonzalez, 1974a). These self-serving connec-
tions between business and education are good examples, we believe, of the negative
social conseqtwnces that intelligence testing indirectly helped promote for Chicanos.

9 Gonzalez (1974b) reports that by 1929, there were 2.500 children enrolled in eleven
development centers in Los Angeles schools. Ten of the centers were in 'laboring class
communities% and of the total enrollment. Chicano children were '... highly repre-
sented in five of them, constituting the entire population of one, one-third in two, and
one-fourth in two others (p. 298). The development centers were geared to training
unskilled and semi-skilled workers for industry (e.g., menial occupations in res-
taurants, laundries, and agriculture). Gonzalez offers an interesting insight to the
development center business connection by quoting a school administrator who
viewed the centers as bonanzas to local industry:

... several employers have told us that a dull girl makes a very much better
operanir on a mangle than a normal girl. The job is purely routine and is
irksome to persons of average intelligence, while the sub-normal seems to
get actual satisfaction out of such a task. Fitting the person to the job reduces
the 'turn over' in an mdustry and is, of course, desirable from an economic
point of view . (p. 298)

In For valuable insights to the waxing .ind waning of intelligence and other forms ot'
testing over the decades, see Cronbach (1975) and 11aney (1981).

I 1 Cultural bias is Just one form of 'bias', .1 general term. Psychometric bias can also
occur along other group memberships e.g., social class, sex, and age.

12 Fhe dichotomized framework of test bias and test unfairness is not without critics For
example. Hilliard (1984) states "1 he important demonstration that is needed is not an
empirical demonstration of test has. but of test utility. None of the discussion over
the presence or absenc e of bias should be allowed to obscure that central matter'
(p. 166).
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Valencia (1988) resiewed pschometric research with respect to the McCarthy Scales
of Children's Abilities (McCarthy, 1972) and Latino children (predominantly Chica-
no). The investigations reviewed were primarily single population studies. In such
reviews, statements are drawn whether or not the observed validity and/or reliability
coeffictents in the individual studies are of acceptable magnitudes to conclude that
the instrument has sound psychometric properties. For example, Valencia (1988)
concluded:

In the case of Puerto Rican children, the psychometric knowledge base is
simply too sparse to allow any recommendation about the McCarthy's use
as an asse.;sment tool ... For Mexican American children, our knowledge of
the McCarthy's psychometric properties is considerable. Recent research has
produced a good variety of studies and a solid base of knowledge from
which to build. For English-speaking Mexican American children. particu-
larly preschoolers, the McCarthy generally appears to be psychometrically
sound. Based on the available evidence, it appears justified to recommend
the McCarthy as an instrument in the psychoeducational assessment of these
children. It is admonished that performance on the Verbal Scale, however.
be interpreted with extreme caution for reasons cited earlier. (p. 10)))

14 In a number of these cross-racial/ethnic studies, other minorities (e.g . Black and
American Indian children) have also been subjects of WISC-R research (e.g.. Oakland
and Feigenbaum. 1979: Reschly and Sabers, 1979). For a review of test bias research
involving Chicanos and Whites who were administered intelligence measures other
than WISC-R, see Jensen (198))) and Valencia (199))).

15 In such studies, the criterion variable is typically a standardized measure of academic
achievement.

16 We underscore the terms 'English-speaking' and 'native-born' as this is the context in
which most conclusions about nonbiased tests are inade. For example, Jensen (198)))
when bringing Bias in Mental Testing to an end, places this caveat about the existence
ot bias-free mental tests:

Fhese conclusions are confined to native-born subpopulations within the
United States, not because of any evidence on nnnligrant groups or on
populatunis outside the United States that is at odds with the present
conclusion, but only because of the lack of relevant studies that would
warrant broader conclusion. (p. 715)

17 ht the content (item) validny study (Valencia and Rankin, 199))), only very negligible
amounts of bias against Chicanos were found on the Mental Processing Scale. On the
other hand, pervasive item bias was observed on the Achievement Scale.

18 Incidentally. with respect to K-A B( : bias research involving Chicanos, no investiga-
tions other than those by Valencia and Rankin could be located.

19 llowever, it is important to comment. as does Mitchell (1984) that the test publishing
business is an odd mixture of positive and negative features. On one hand. there are
the m.nor. large test companies. some wh6 Ii employ Inghly capable measureinent
specialists. Conversel, there are the nume is publishers in die 'cottage industry of
test publishing where quality control is typically lacking.
.n sonic states (1' g., Fexas) variants of" the school-based competency testing C.111 Als0211

serve as MCI' used lot diploma award or denial (see Graves, 1989).
it is AiSO tO111111O11 tOr Ottlt 1.11S to report test results that omparc) t

aoo, districts. For example. in 1989 a new, article in the San .1/enury Neu.,
)Wats011, I 98Q) compared CAP scores of twenty-two school districts m t6ur counties
in the peninsula location of the Bay area (( Jilin-ma). Another example iii Fexas a
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1989 report by the Texas Education Agency compared TEAMS test scores for the
eight largest urban school districts in the state (Effective Schools Data Resource Unit,
1989).
For example, in the CAPs in California,

Schools throughout the state are ranked by two methods: one compares
them to each other on a scale of one to 99. The other organizes schools into
groups based on students' background information including socioeconomic
level, percent of students with limited English-language ability, student
mobility and percent of students from families receiving Aid to Families
with Dependent Children. (Watson and Kramer, 1989, p. 2B)

It is well known that some of the variables (e.g., socioeconomic level) in the second
method above (sometimes called the 'band' comparison) are often proxies for racial/
ethnic backgrounds of students. In short, in light of these variables coupled with
the high degree of racial/ethnic segregation in California's schools it is typical in the
band comparison that a working-class Chicano district (or school) be compared to
another 'similar' district (or school). Likewise, more affluent White districts are
compared to other 'similar' districts. In the case of Chicano working-class districts,
such CAP percentile rank comparisons between similar districts tend to show relative-
ly good rankings because comparisons are made only between them and not relative
to higher socioeconomic. White districts. If Chicano working:class districts were to be
compared with more affluent White districts, then the real status (Le., low-achieving
levels) of the former would be revealed.

We have no quarrel with CAP fulfilling its public accountability function. We do,
though, find the band comparison indefensible. In our opinion. CAP comparisons as
slleh may actually be harmful to Chicano and other working-class students enrolled in
predomniantly minority schools. That is, by using this method of comparison, school
districts may be creating false impressions of satisfactory progress for these students
and their parents. Compared to students in White. middle-class and more affluent
districts, working-class minority students are in reality performing academically
at very low levels. Perhaps this illusory sense of satisfactory academic achievement
helps to shape perceptions among students, parents, and educators that schooling is
tine and the status quo need not be challenged. Although speculative on our part, it is
likely that school-based competency testing programs that use the band comparison
may become nothing more than substitutes for the educational barriers erected by past
abuses in group-administered intelligence tests. (Finally, for a measurement critique of
the band eomparison, see ( .ronbach. 1984.)
In addition to this Imutation of techMeal indefensibility, there are two additional
criticisms of standard setting: the nonexistent evidence for the establishment of a
decision rule with respect to classification errors, and the arbitrariness or political
nature of cut score determmation. In that space does not permit an overview of
these two 111111tations, see Valencia and Ahurto (in press, b) for a discussion.

24 hose candidates failing were individuals attemptnig to enter teacher education pro-
grams or trying to okain a teaching credelitial. Smith's starves. documented nearly
38.000 members of inintirity groups filling teac her tests. In addition to the over
lil.pon Latinos se ho failed during the tive-vear period, there were: 21.515 Blacks,
1,626 Asian Americans, 716 American Indians, and 3,718 members of other minority
groups. Sinah admonishes that the data arc likely underestimaticins that sonie states
do not disaggregate test results by racial/ethnic group and because some states were
not able to provide data for all test adiminstrattons

2; 1 rut.tn's thoughts about the predic nye nature ot Indic ated a rather tight tit
between measured intelligence of a child ,md the subsequent, Attained occtipational
status during adulthood Note die specificity of the following:
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Preliminary investigatiotis indicate that an IQ below 70 rarely permits any-
thing better than unskilled labor; that the range from 70 to 80 is preeminent-
ly that of semi-skilled labor, from 80 to 100 that of the skilled or ordinary
clerical worker, from 100 to 110 or 115 that of the semi-professional pur-
suits; and that above all these are the grades of intelligence which permits one
to enter the professions or the larger fields of business. Intelligence tests can
tell us whether a child's native ability corresponds approximately to the
median for: (1) the professional classes; (2) those in the semi-professional
classes; (3) ordinary skilled workers; (4) the semi-skilled laborers; or (5)
unskilled laborers: and this information is of great value in planning a child's
education [italics added1. (Terman. 1920, p. 31)

26 Pallas et al. (1988) discuss long-term projections for the growth of children who speak
a primary language other than English. In 1982, there were just under 2 million of
such children. The number of NEP/LEP children is projected to triple (to about 6
million) by 2020.

27 We also highly encourage further research and classroom utilization of the principles of
mastery learning theory. In brief, this instructional strategy uses tests in a monitoring
fashion to guide closely a student's learning. All pupils are expected to have high
mastery of material in all course objectives. In regular classroom instruction, time
allotted for learning is generally held constant and classroom achievement is expected
to have a wide variance. In mastery learning instruction, however, time fur learning
become, variable and achievement is expected to have a restricted range (i.e., little

ariance, high performance) (see Gronlund. 1985).
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Chapter 9

An Analysis of Special Education as a
Response to the Diminished Academic
Achievement of Chicano Students

Robert Riieda

In the face of overwhehning evidence of diminished academic achievement by
Chicano and other imnority students in the United Stares (Valencia, chapter 1,
this volume)m increasing number of research and intervention efforts have
begun to focus on the prevention of school failure. In much of this work, the
primary unit of analysis consists of the individual student or his/her family. For
example. in the literature examining the question ot high school dropouts, a great
deal of attention has been given to the personal attributes of students that are
correlates of dropping mit. Such as low SES status, membership in single parent
families or families in which one or both parents dropped out (Ekstrom. Goertz,
Pollack and Rock, 1986; Rumberger. 1983); low self-esteem (Sewell, Pahno and
Nlamn. I981); a sense of helplessness (1-1111. 1979) an external locus of control
(Ekstrom ei al., 1980, and poor attendant c and disciplinary problems (Peng.
3)fi3) Indeed, it is very likely that individual and fannlv-related factor\ are
crucial aspects of ihnum,hed achievement for Chicano students. As an example,
there is some evidence that Chicano students who remain in school receive a

qualitatively richer sotial, emotional. and familial support from their parents to
help them deal w ith st hool rules and conflicts (flelgado-Gaitan, 19881.

In contrast to approaches that exainnic the question of school failure from a

preventative perspective and at the level of individual student attributes, the
present thapter will focus on school failure after it is officially recognized and
labeled by the educational system. In addition, the educational system itself., as
opposed to the students. will be the major concern. More specifically, this
chaptcr w ill explore the role of the special education system, as an institution. in
dealing ss ith low academic achieveinent utChicano students once they are judged
to be beyond the scope ot normal educational mterventions by the regular
lassroom teacher. Embedded within this topit are major poll( y ieseart h

issues that have signitit ant ililllt illitils n lAted to ttempts to studs and alleviate
lut anti sthool failure.

1 he inalor questions lo he addiesscd 111 this thapter are as ftillows: What is
the historical relationship between ( hit ,ino students and the spet lal cdtwation
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system? How do Chicano Lrudents enter the special education system, and what
happens to them once tIwy do? What are the emerging issues and changes which
have occurred in special education, and what potential and actual impact do these
have with respect to the low achievement of Chicano students? Specifically, what
does past and current research suggest about the effectiveness of the special
education system (referral, assessment, and intervention)? How has this body of
research influenced policy and practice? Given this body of research, what is the
appropriate role of special education in addressing lowered academic achieve-
ment? What are the policy implications of a closer correspondence between
research, policy, and practice? Should the special education system (and the
theoretical paradigms upon which it is structured) be improved or eliminated?
Using these questions as a basis, this chapter will explore the function of the
spe.:ial education system in dealing with diminished academic achievement with
partcular attention to Chicano students. Included in this review and analysis will
be a discussion of suggestions for laying the foundation for closer correspondence
bet.keen research, theory, policy, and practice in the 1990s and beyond in
adi'aessing this long-standing problem.

Before beginning consideration of the above issues, a brief introduction and
sketch of certain pertinent features of the special education system with relevance
to the present discussion will be provided.

A Brief Look at Special Education: Past and Present

There are many misconceptions among the public, and even among many educa-
tors. with respect to the nature and clientele of the special education system. For
example, many equate 'handicap' with debilitating physical anomalies such as
blindness, deaffiess, or the need for wheelchairs or other prosthetic devices. In
addition, many tend to think of 'handicap' as denoting severe and profound
impairments that require intensive services on a permanent, lifelong basis, with
diminished access to normal life activities. Although special education began with
a concern fbr students such as those described above, there have been radical
changes as special education has passed through its relatively short period of
development.

Although educational services for students with learning problems have
existed for sonie time, it is only relatively recently that these have become
mandatory and not discretionary on the part of public sdiools. In California. for
example, students with health problen,s, contagious diseases, physical handicaps,
mental illness, or mental retardation were excluded from public school education
as a matter of policy in the 1874 revision of the school code, and this remained
c,sentially unmodified for the next fifty years (Mercer and Rueda, unpublished
manuscript). When special education was finally funded by the state, in the 1920s

and the 1930s, only medically-based biological disabilities were included. The
earliest special education set-N. ,ces, then, were primarily directed at students with
sensory and physical handicaps. It was not until much later, with the advent and
popularization of intelligence testing. growth of the fidd of school psychology,
and more permissive legislation, that special education services WIT(' provIth'd to
students without recognizable biologically-based learning problems.

The most pronounced development of special education was triggered by
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the 1975 implementation of Public Law 94-142, the Education for All Handi-
capped Children Act (Federal Register, 1977). This law, which represents the
current legislative basis for special education at the federal level, was the equiva-
lent of a civil rights law for handicapped students, with the most important
provision being the guarantee of a free, appropriate public education for all
handicapped students. In essence, this law formalized the right to educational
services without regard to the degree of impairment. There were, however, other
far-reaching provisions, including the right to due process, the right to nondis-
criminatory assessment, the right to an individual education program, and an
emphasis on providing services within the least restrictive environment that have
played a particularly important role with respect to language minority students.

One of the inajor changes in special education as a result of this legislation
has been in tbe types and numbers of students served by the system. Currently,
there are nearly 4.4 million children with handicaps receiving services, represent-
ing slightly less than 11 per cent of the school-age population nationwide (US
Department of Education, 1987). Yet, contrary to what many believe, mildly
handicapped students make up the largest part of the special education popula-
tion. These are students who fall in the categories of learning disabilities, mental
retardation, serious emotional disturbance, and sometimes language impaired
(MacMillan. Keogh and Jones, 1986). In a recent tabulation of national prevalence
figures. Forness and Kavale (1989) document that the four categories just men-
tioned account for over 90 per cent of all children served in special education,
while all other types of handicaps (e.g., hearing impaired) account for less than
1(1 per cent. Moreover, these authors indicate that the category of learning
disabled now accounts for 4.7 per cent of the total school enrollment, having
experienced a 135 per cent gain in the period from 1976 to 1986. In some areas
such as California, the growth is even more pronounced: in this same ten-year
period, the numbers of learning disabled students grew by 185 per cent, and
represent 5.1 per cent of the school population (Forness and Kavale, 1989). What
this means in practical terms is that the majority of students served by the special
education system are primarily characterized by low academic achievement and
do not fit the traditional stereotype of the more impaired student. This impor-
tant change has resulted in a great deal of discussion about the development
and current role of special education, and will be discussed later particularly
in relation to Chicano students. As the later section exploring the relationship
between Chicano students and the special education system points out, this
change has profound implications for conceptualizing and dealing with the issue
of diminished achievement.

In addition to the fact that most special education students are mildly
handicapped, another important change is reflected in the ways that services are
provided. Special education has traditionally been structured around a categorical
framework. That is, in order to be served, a given student must be diagnosed
as qualifying uni!er the eligibility criteria for a specific category such as mental
retardation, learning disabilities, serious emotional disturbances, blindness, deaf-
ness, etc. Once qualified for services, students are then provided educational
services in a variety of settings. More severely impaired students, for example,
are often instructei' in special education schools, which serve this group of
students exclusively. Less impaired students are usually served in self-contained
classrooms, which comprise special education students hut within: a
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regular school. Finally, most mildly handicapped students are mainstreamed
while receiving services on a pull-out basis. That is, they spend a variable portion
of the day in the regular classroom, with the remainder of the time spent in a
special education setting.

Although Mercer (1973) and others have documented the rather restrictive
classroom settings into which many special education students were placed in the

past. it is much more usual for most special education students to be main-
streamed for some part of the day. As an example, Forness and Kavale (1989)
present data indicating that for learning disabled and speech impaired students, 77
per cent and 91 per cent respcictively are in mainstream (regular classroom)
settings. In addition. 34 per cent of mentally retarded students and 46 per cent of
seriously emotionally disturbed students spend -at least a portion of the school day
in regular classrooms. It should be recalled that these four categories cepresent by

far the largest portion of the special education population.
In sum, the numbers of students being served by the special education

system is increasing. By far the largest part of this group comprise mildly
handicapped students. For most of these students, there is no readily apparent
biological, neurological, or other physical basis that can be directly related to
unpaired learning. Rather, the are characterized primarily by low academic
achievement and the prospect of continued failure without special educational
assistance. As will be seen, these rather significant developments with respect to
the special education system are important in understanding both past and pre-
sent interactions of Chicano students with this system.

Chicano Students and the Special Education System:
A Brief Historical Perspective

The focus on Chicano and other minority students in special education is a

relatively recent phenomenon. A significant fbrce in bringing about increased

concern with both disabilities in general as well as on minority students within
Npecial education was the Civil Rights Movement during the period of the
196us. Even as early as 1968, for example. Dunn criticized the practice of placing
mildly mentally retarded students in self-contained classrooms. It was not,
however, until presentation of empirical data by Mercer (1973) documenting
ethnic and racial o.'errepresentation in certain special education categories such as
mental retardation that widespread attention was directed to these issues. For
example, Mercer found three times more Mexican American students in .self-
contained classes t'or mildly mentally retarded students than would he expected
based on their numbers in the general population of the community studied.

In addition to documenting ethnic imbalances in pla,-ement distributions,
Mercer went a step further and argued that prevailing assessment practices were
largely responsible for the oven epresentation that existed. Thenis now, the
initial entry point for special education placement is based on teacher referral due
to lowered acaden,- achievement, or other factors that nnght interfere with
learning such as b avioral problem% or speech and language difficulties. How-
ever, placement is not I-initialized until individual psychological assessment is
completed. most often by a school psychologist in conjunction with other ancil-
lary personnel. Mercer's data (and subsequent research by other investigators)
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suggested that students were often inappropriately tested in English in spite of
hunted-English proficiency, administered poorly translated or spontaneously
translated tests, compared to inappropriate norm groups, etc. In short, the initial
entry gate into special education placement was (and continues to be) through the
use of standardized tests in individual psychological- assessment.

As a result of Mercer's investigation, intensified scrutiny was given to
existing testing and placement practices for Chicano and other minority students.
One consequence of this work namely a series of court suits and other legal
initiatives challenging public school policies, in particular those related to assess-
ment and placement has been perhaps the most visible and publicized aspect of
Chicano students' participation within special education.

Two of the most far-reaching cases dealing specifically with the evaluation
and placement of Chicano and other minority students were Diana v. California
State Board of Education (1970) and Larry P. v. Riles (1979). The prime issue in the
Diana case was the appropriateness of assessment conducted in a student's native
language, while the content of intelligence tests with respect to cultural bias was a
major issue in the Larry P. case. Although a more extensive discussion of these
cases is beyond the scope of this chapter, examination of these and a myriad of
other significant court suits on behalf of Chicano (as well as American Indian,
Asian and Black) students suggests that both prevailing assessment procedures as
well as the assessment instruments themselves (specifically the intelligence test)
have been justifiably singled out as largely responsible for unrepresentative spe-
cial education placement patterns, particularly in classes for the mildly mentally
retarded. (More extensive discussion of these and related cases, as well as analysis
of their impact on educational practice is found in Cummins, 1984; and Valencia
and Aburto, this volume.)

One of the more widely disputed issues has been overrepresentation of
minority students in EMR (educable mentally retarded) classes. An early impetus
for this concern was publication of data by Mercer (1973) which demonstrated
that while Chicano students made up 9.5 per cent of the population in the small
Califbrnia community which she studied, they comprised 32 per cent of those
labeled and 'placed in classes for the mentally retarckd. Significantly, because
there was little of the due process and procedural protections that currently exist,
oftentimes parents and community members were unaware that a given student
had been tested, labeled, and placed. Moreover, 62 per cent of those labeled
mentally retarded exhibited no 'symptoms' of deficiency except the low IQ
score.

Although Mercer's (1973) study focused a great deal of attention on this
problem, later studies suggested that in spite of increased awareness of possible
abuses, problems continued to exist. For example, Finn (1982) conducted a study
using the 1978 OCR (Office of Civil Rights) data, and examined various indices
of disproportion. In addition, data were examined across and within geographical
location, by size of school district, size of the Hispanic population, and availabil-
ity, of bilingual educational options. The results of this analysis suggested that
minority students were overrepresented in classes for the mentally retarded
(PAR and TMR), as well as in classes for the emotionally disturbed. Important-
ly. there were effects due to district 5i7c and size of minority enrollment.
Moreover, the highest EMR disproportions for Hispanic students occurred
where there were small or nonexistent bilingual programs.
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Forness and Kavale (I'M) point out that nationally, the EMR category has
experienced a 29 per cent loss from 1976-77 to 1985-86, and accounts currently
for only approximately 1.7 per cent of the school population. However, recent
data suggest that overrepresentation in this category continues to be a problem
for Chicano and other Hispanic students, although there is wide variation among
individual states and school districts (Finn, 1982; Heller, Holtzman and Messick,
1982; Twomey, Gallegos, Andersen, Williamson and Williamson, 1980).

Interestingly, while overrepresentation of minority students in EMR place-
ments may have decreased, there is some evidence that the numbers of minority
learning disabled students is increasing (Ortiz and Yates, 1983; Tucker, 1980).
For example, Ortiz and Yates (1983, 1984) have reported data from Texas
suggesting that Chicano students are dramatically overrepresented in programs
for the learning disabled. The 2 per cent estimated incidence figure turned out in
actuality to be 6.3 per cent exceeding the expected incidence by 215 per cent..In
California, Rueda, Cardoza, Mercer and Carpenter (1984) reported data from
several school districts of a sample of approximately 1,300 Hispanic students
referred for special education placement over the 1984 school year. It was found
that the most frequent diagnostic classifications were learning disabilities (63 per

cent of the sample) and language impairments (20 per cent of the sample).
Although the purpose of the study was not to examine overrepresentation per se,

it did reveal marked changes in placement patterns in the direction of dramatic
increases in learning disabilities and a concomitant decrease in EMR placements.

Although the question of overrepresentation of Chicano students has been
among the most widely publicized issues, the participation of minority students
in special education has raised a host of other controversies as well. One of the
major areas of contention is focused on the conceptualization, measurement, and
interpretation of IQ and differences in IQ as a function of SES, race, ethnicity, or
language background. It is clear that the notion of IQ is central in the concep-
tualization and definition of the categories that have been the most problematic
with respect to overrepresentation of Chicano students, specifically learning
disabilities and mental retardation. Moreover, this is almost exclusively opera-

,
tionalized in the form of an individual IQ test.

In spite of the relatively major role played by IQ in special education
practice, a great deal of criticism has been leveled at the viability of IQ as a
measurement concept (Mercer, 1988). For example, there exists a great deal of
controversy regarding the appropriate interpretation and use of IQ tests with
various ethnic and linguistic minority groups. Some have argued that the predic-
tability of IQ scores with respect to school achievement may be a function of bias
both in the predictor (IQ score) and the criterion (most often standardized
academic achievement tests or even school itself). In addition, Mercer and Lewis
(1979) and others have argued that some of the major assumptions of IQ tests,
for instance that students from different groups have had equal exposure to the
knowledge and experiences reflected in the test, are invalid, and further, the real
issues are sociopolitical rather than psychological.

Perhaps the debate over the IQ issue would not be so spirited were it not for

the fact that there are important social and educational consequences that result
from the use of IQ and other standardized assessment measures (see Valencia and

Aburto, this volume). For Chicano students, the most obvious con«rn from a
historical perspective has been the stigmatizing or restrictive nature of sonic:
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special education placements (Heller, Holtzman and Messick, 1982), leading
many researchers and practitioners to address the problem of differentiating
language and culture from handicap (Polyzoi. Holtzman and Ortiz, 1987)
through the use of more comprehensive, culturally sensitive procedures.

Understandably, these problems have generated a wide variety of proposed
solutions, from closer monitoring of schools in complying with current law, to
banning, adapting, or modifying assessment instruments, to the adaptation of
more culturally and linguistically sensitive practices. As one illustration, for
example, Ortiz and Maldonado-Colon (1986) and Ortiz and Garcia (1988) have
described a comprehensive prereferral process aimed at reducing inappropriate
referrals of Hispanic and other minority students. These authors distinguish
between three types of learning problems. These include problems that occur
when students are in classroom environments that do not accommodate their
individual differences or learning styles, problems due to mild to moderate
achievement difficulties which are not the result of handicapping conditions, and
problems duc to major disorders which interfere with the teaching-learning
process. These authors argue that only the last group of students fall into the
appropriate realm of special education education, while students in the first two
groups more likely represent the results of faulty or inappropriate instructional
histories. The model presented by these authors is reflected in a sequential set of
questions that must be addressed before a referral to special education can be
appropriate, and can be seen as a representative example of attempts to reduce
inappropriate refi:rrals and separate linguistic and cultural factors from handicap-
ping conditions.

More recently, others have begun to focus on instructional variables such as
the use of native language instruction (Ortiz. 1984), and the use of appropriate
instructional models to account for language and cultural differences (Cummins,
1984). For example, Cummins has discussed the notion of students who repre-
sent 'curriculum casualties', that is. those students whose apparent learning hand-
icaps arc 'pedagogically induced'. The low level, remedial, decontextualized
skill-oriented approaches often provided to special education students characterize
a 'transmission oriented approach. in which knowledge is seen as a commodity
to be transferred from the teacher to the student. In contrast, 'reciprocal inter-
action' approaches see knowledge as something to bc personally constructed
by each student based on interactions with persons and mat,:rials (Cummins,
1)84: Tharp and Gallimore, 1988).

In summary, it can be argued that linguistic and cultural diversity have not
been well tolerated within the special education system. The relationship between
Chicano students and the special education system has often been adversarial and
plagued at times by inappropriate assessment practices. stigmatizing and restric-
tive placements. English-only instructional practices, and resulting legal con-
troversy. Perhaps because these issues have been the center of legal controversy,
much of the work on Chicano students in special education has fbeused on
assessment specifically claims of bias in IQ tests and resulting restrictive
and stigmatizing placements. There appear, however, to be problems not only in
the area of assessment, but in referral, diagnostic. and instructional practices as
ss ell. hi spite of these problems, a great deal of change has taken place through
litigation and legal mandate. For example, the data presented by Fortress and
Kavale (1989) shows that most mildly handicapped students now spend a signi-
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ficant amount of time in the regular classroom as opposed to self-contained

settings. However, most efforts directed at reform have been externally
imposed on the educational system. Moreover, in a recent critical analysis,
Rueda (1989) has argued that to date, almost all reform efforts have focused on
proposing 'fixes' for elements of the current system which are perceived as
problematic, while basically leaving intact the institutional structure and model
upon which these are based. The implications of this for Chicano students will be

explored in the following sections.

The Role of Special Education in Addressing Lowered Academic
Achievement

What is the proper role of the special education system in addressing poor
academic achievement among Chicano and other minority students? Certainly
special education cannot be said to be a causal factor, in that academic problems
do not reach the special education system until they are severe enough such that
they cannot be handled through 'normal' educational channels. Yet, although it
is not preventative, in the sense that Head Start and other early intervention
programs are, and was not initially developed with a primary concern with
minority students, it does represent one of the major educational structures set up

to deal with diminished achievement. That is, it has become a major institutional
response to lowered minority academic achievement once it is formally declared

to be beyond 'normal' intervention channels in the regular classroom. Theoreti-

cally. one of the major goals is to provide assistance in order to facilitate re-entry
and successful future outcomes in the regular classroom, and therefore special
education could play a potentially critical role in addressing low achievement.
Examination of the current s atus of the special education system, however,
suggests that there are major problems regarding the delivery of services even
when linguistic and cultural diversity are not factors. The literature suggests that
currently, there are many questions relating to the efficacy of special education as
currently structured (Gerber and Sennnel, 1984; Ysseldyke, 1983; Will, 1986),

especially for students who are.mildly handicapped. As will be argued later in the
chapter, the participation of Chicano students in the special education system
cannot be considered apart from issues and problems which affect the field as a

whole. Moreover, these issues have the potential frit significantly impacting
future research, policy, and practice agendas with respect to Chicano students.

What are these issues and problems, and what are the reasons for dissatis-

faction with the current system? It appears that there are significant problems in
the referral, assessment, and instructional areas. Rueda (1989) has provided an
extensive review and summary of this literatureind these areas will be briefly
discussed in the following sections.

"Fhe Re.frrral

One of the first steps in a ontact with the special education often begins

with a referral by the regular classroom teacher. There is sonic evidence that
teachers may sometimes evaluate a student's competence on the basis of a variety
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of factors other than ability, such as race, sex, socioeconomic status, or language
and cultural characteristics (Jackson and Cosca, 1974; Rist, 1970, 1982; Yssel-
dyke, Algozzine, Richey and Graden, 1982). These considerations would tend to
place Chicano students particularly at risk for inappropriate referrals.

In addition, there is literature which suggests that thc decision to refer a
particular child for special education is heavily influenced by situational and
contextual factors as much as by within-child characteristics, and is characterized
by a great deal of 'social negotiation' (Mehan, Hertweck and Mich Is, 1986).
Finally. even recent developments such as the use of prereferral intervention
systems, although promising with respect to reducing inappropriate referrals, still
accept the basic notion of 'pure' or 'true' disability independent of the context or
means of assessment, in spite of convincing arguments to the contrary (LCHC,
1982).

Assessment

As pointed out earlier, problems related to assessment have been particularly
troublesome given the cultural and linguistic characteristics of Chicano students.
However, it is increasingly clear that there are rather severe limitations in the
ability to reliably and validly differentially diagnose mildly handicapped students
who are mainly characterized by poor academic achievement (Ysseldyke et al.,
1982), even where cultural and linguistic factors are not involved. At least part of
this is due to technical inadequacy of current assessment tcols (Coles, 1978;
Forness and Kavale, 1989; Shepard and Smith, 1981). In addition, the cost of
assessment and th.: lack of immediate applicability of psychometric, norm-
referenced test results to classroom instruction have been criticized as well
(Shepard and Smith, 1981).

Initruction

Perhaps because of its medically-based roots, special education traditionally
has not aligned itself closely with other school programs such as bilingual
education that serve language minority students. There has been little if
any reciprocal interaction between the bilingual and special education systems.
Moreover. there has been little if any concern for language and cultural factors in
special education instructional approaches. Although special education place-
ments may have become less stigmatizing and less restrictive than in the past, the
dominant instructional approach continues to be based on a 'bottom-up' concep-
tualization of the learning process, which is most often operationalized in English
only, drill and practice repetitive workbook activities of a remedial nature (Cum-
mins, 1984, 198fr Flores, Rueda and Porter, 198(i). Put simply, a 'bottom-up'
approach suggests that complex domains of learning can he hierarchically ordered,
and that 'lower' skills need to be mastered as prerequisites to inure complex or
advanced skills. In reading, for example, such an approaLh might lead to an
emphasis on mastery of sounds and letters of the alphabet before engaging in 'real'
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reading or writing. Cummins (1986) has termed this instructional approach as
'transmission oriented' as opposed to 'reciprocal interaction oriented'.

One of the primary problems with this system as currently structured, it is
proposed here, is the theoretical model upon which it is based. In reality, the
model that most often guides contemporary policy and therefore practice in
special education is a combination of the medical-diagnostic model adapted from
medical roots, and the statistical psychometric model developed in psychology.
Rather than one replacing the other, however, the statistical psychometric model
has been superimposed on the medical diagnostic model, resulting in a psycho-
medical model with elements of both (Mercer, 1988). This psychomedical model
is characterized by an emphasis on eligibility criteria, diagnostic psychometric
assessment, classification, and intelligence testing (Mercer, 1973, 1988; Mercer
and Lewis, 1979). Moreover, this model is so entrenched, for example, that given
current definitions, the categories of learning disabilities and mental retardation
could not exist without the conceptual notion of intelligence as distinct from
achievement.

The rigidity which is inherent in this framework has particularly negative
consequences in instances where diminished achievement cannot be fit into one of
the predefined disability areas. Under the current system, for example, unless a
student is certified as eligible for a given diagnostic category within state, federal.
or local criteria, then no services can be provided, even where academic difficul-
ties are well documented and where academic assistance would be beneficial.
Perhaps this would not be so problematic in the absence of the problems related
to referral, assessment, and placement alluded to earlier. Yet, as currently im-
plemented, schools sometimes find themselves in the position of having to refer a
child for special education and a possible label as the only mcans of securing
additional resources for assistance.

Conclusions and Summary

When the entire context of special education is taken into account, many of the
problems that have normally been associated with Chicano students in special
education exist even when ethnic and language differences are not at issue. The
preceding problems with the special education system referred to can be traced,
at least in part, to the continued use of a psychomedical model, because past as
well as current practice is still heavily influenced by this well-entrenched para-
digm (Mercer, 1988; Rueda, 19W)). The conclusion from these observations is
that the influence of this model is a primary factor in limiting the usefulness of
special education not only fbr Chicano students but for all students as well. At
the policy level, this suggests two things. First, efforts to address the inade-
quacies of the special education system for Chicano students independently of the
inadequacies of the .special education system itself may be misguided. As a prime
example. developing a better intelligence test for Chicano students without
examining the meaning and uses of intelligence testing in the first place would
likely do little in terms of long-term solutions. Secondly, the role of special
education in dealing with lowered levels of achievement is sorely ill need of
reconceptualuation, beginning with the basic model that guides it. If the system
is flawed, what should replace it?
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Policy Issues and Implications

As this volume and other authors document (e.g., Arias, 1986; McCarty and
Carrera, 1988), the issue of low academic achievement by Chicano and other
minority students is a serious educational concern. As these data on academic
achievement demonstrate, it would be ludicrous to suggest that Chicano students
do not exhibit academic problems, or that the problems that do exist are solely
the result of the inappropriate use of the psychomedical model. Moreover, given
that diminished academic achievement will not disappear any time soon, nd
preventative efforts have not been entirely successful up to this point in time, what
is the best educational response that schools can provide?

As suggested earlier, there are many indications that the current special
education system has provided less than optimal means of addressing the educa-
tional needs of Chicano students who truly demonstrate learning problems in
public schools. Although part of this negative perception can be traced to stigma
and to the range of factors discussed earlier, the more fundametal problem can be
traced to the continued use of an inappropriate paradigm to guide practice and
research. In essence, the current model could be likened to the following analogy.
It is as if a sinner who wanted to be forgiven had to first go through a long,
complicated, and expensive pre-confessional ritual with a highly trained church
official other than a priest in order to be declared a sinner. Then and only then
could this sinner be allowed to see a priest to be forgiven. The label of sinner
would do little to infbrm the sinner of his own status, in that he/she knew of the
sinful behavior from the beginning. Moreover, the label of sinner would do little
to inform the priest of the nature of the sinful behavior, the level of penance to
recommend, or the nature of the counseling to provide to the individual sinner. If
it later came to light that the long and complex process by which one is declared
a sinner was largely inaccurate and highly variable, the question would be raised
regarding the necessity of keeping this intermediate step between the sinful
behavior and the confessional.

In a like fashion, the current eligibility determination procedures embedded
in special education policy and legislation, including the long and expensive
assessment process conducted by school psychologists, are equivalent to the 'pre-
c-Dnfessionar ritual described above. Moreover, the resulting special education
eligibility determination and diagnostic categorization tend to confirm what was
already known earlier by the teacher, parents, and the student him/herself at the
point of referral, namely that low achievement exists and is a problem. Yet,
the determination of eligibility does little in terms of informing the teacher about
specific instructional interventions. As a final point of comparison in the analogy,
the definitional and measurement problems associated with the special education
eligibility determination process should lead to a critical review of current policy
and practice especially in light of current research.

Although the current model may have been appropriate to special education
during its early development, when severe handicaps were the exclusive or
primary domain, by far the largest consumers of special education services at the
present time are mildly handicapped students, who are chiefly distinguished by
low academic achievement and not organic or biological problems. Moreover,
not only are mild handicaps now the major fOcus of special education practice,
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but culture and linguistic v. iety are the north and not the exception in many
public school settings and thus must be directly lddressed.

Given these observations, the extension and continued use of the current
model is increasingly problematic. Dissatisfaction both from within and without
the system has led to a growing movement for reform (Reynolds. Wang and
Walberg, 1987). Some efforts at reform, however, such as the use of school-level,
informal prereferral teams or consultation models of special education service
delivery have not gained wide acceptance (Herron and Harris, 1987; Idol,
Paolucci-Whitcomb and Nevin, 1986). A likely reason for this is that the attemp .

has been made to superimpose these potentially valuable reforms onto the ex-
isting system on an extension rather than a replacement basis. As a result, these
discretionary practices are rarely allocated resources (Gerber, 1984).

What is the nature of other possibly more extensive reforms, and what are
policy implications of these reforms for Chicano students? One widely discussed
alternative is the proposed merger between special and regualr education (Stain-
back and Stainhack, 1984; Will, 1986). Although this move to integrate special
and regular education has largely been developed outside the context of cultural
and linguistic diversity, presumably it could be extended to include a merger of
special, regularind bilingual education as well. Clearly, from a policy perspec-
tive, a move to eliminate or reconfigure some aspects of the structure or of
specific activities (hut not the function) of special education would not be accept-
able in the absence of a redistribution of at least an equivalent amount of
resources to deal with poor achievement in new ,and innovative ways. For
example, there presently exists a rather fornudable arsenal of educational tools
from behavioral technology (Howell and Morehead, 1987; White, 1986), to
cognitive psychology (Gelzheiser and Shepherd, 1986), to more holistic and
contextually sensitive instructional models (Cummins, 1989; Diaz, Moll and
Mehan, 1986; Poplin, 1988b; Tharp and Gallimore, 1988). Although low achieve-
ment should not be conceptualized entirely as a within-child phenomenon, inde-
pendent of social and institutional factors (Ogbu and Matute-Bianchi, 1986), the
coupling of existing technology with innovative service delivery models offers a
great deal of promise.

As one example, Cummins (1989) has reviewed various instructional models
and proy:cts that have been especia'ly successful with bilingual students. In the
Descubrimiento/Finding Out Program, students are assisted in the acquisition of
math and science concepts (as well as in the development of language proficiency)'
through the active use of oral and written language within the context of small
group cooperative activities and critical inquiry (DeAvila. Cohen and Intilli,
1981). In the Pajaro Valky Family Literacy project, rural, poorly educated
Spanish-speaking parents have been provided the opportunity to mcct and have
dialogue on a regular basis about children's literature and to read stories and
poems written both by their children and, eventually themselves. The results of
participation in this project have included not only increased literacy develop-
ment on the part of the parents, but have also included turning parents into
effective sources of literacy development and experiences for their children (Ada,
1988a, b). Finally, The 'Orillas' prt)ject is an example of an effective vehicle for
the promotion of English and Spanish literacy through the sharing of elementary
school children's writings in both languages across widely scattered geographical
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regions such as Puerto Rico, Connecticut, San Diego, and Mexico (Sayers,
1986a, 1986b, 1988). In each case, there is evidence that these enriching educa-
tional environments have had positive benefits with Chicano students who are
likely to experience school failure. Conversely, there is little in the literature to
suggest that these types of enriching environments would be any less effective
with most special education students who have already been placed.

As previously noted, the current system is dependent on the use of eligibility
criteria and categorical labels for the distribution of resources. Given a recon-
figuration of the system, how would resources be distributed in an equitable
fashion? Specifically, one argument against the elimination of the burdensome
eligibility and classification process as it currently exists is that it provides an
orderly and systematic way of distributing financial and other resources, for
example, the allocation of special education supplementary funds to local school
districts based on the number of eligible students identified. This question entails
major policy considerations, given that the distribution of educational resources
across ethnic, social class, and gender lines has been a significant problem in the
United States for some time. If the number of students formally certified as
eligible for special education services were not used to distribute supplementary
resources to school districts, what would replace it?

One possible alternative would be to eliminate the concept of eligibility
in the formal sense as currently existing. In such a system, any time a student
experienced difficulty in a given classroom, this would constitute a 'call for
assistance or need for service (Gerber and Semmel, 1984). This would entail
reconceptualizing the concepts of low achievement and learning handicaps from
within-child, stable characteristics to variable attributes that need to be evaluated
from the perspective of an individual child with a specific teacher in a specific
classroom. In addition, it might also necessitate massive shifting of resources
from the current emphasis on testing for eligibility to short-term interventions
with continuous monitoring of academic outcomes. For Chicano students, this
would mean greater integration between bilingual and special education special-
ists, as opposed to the current situation where services in one specialty effectively
remove the student from consideration for services in the other. One conse-
quence of such changes, of course, would be the social changes which could be
expected as a result of redefining or even eliminating thz roles of the myriad of
specialists who have developed around various disability categories, and the ways
in which they interact with bilingual specialists. (For further discussion of the
economic considerations associated with special education funding practices, refer
to Hartmam, 1980, and Magnetti, 1982.)

At a more fundamental level, a major policy issue concerns the question of
what should replace the predominant psychomedical model as a basis for edu-
cational policy and classroom practice. One answer might be found in current
discussions a ()out new paradigms upon which to reconceptualize special educa-
tion. Several mthors have argued for a paradigmatic shift (Mercer, 1988; Poplin,
1988a; Skrtic, 1988), suggesting that it has not been profitable to view diminished
achievement from under a psychometric lens. These authors have criticized
traditional approaches for, among other things, being reductionistic and obses-
sively focused on low achievement as primarily an individual failure. In special
education, this has translated into a focus on quantifying discrete learner charac-
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teristics through standardized test batteries, with particularly negative conse-
quences for Chicano students (see Valencia and Aburto, this volume).

As an example of an alternative, Poplin (1988b), for instance, has presented
the rudiments of a holistic/constructivist paradigm of teaching and learning that
emphasizes learning as the construction of meaning in authentic activities. One
likely benefit of such a model is that it is much better able to take into account
cultural and linguistic diversity on the part of individual students, given the focus
on the personalization of knowledge acquisition. In a similar vein, other theorists
have begun to call for more comprehensive perspectives on learning and develop-
ment (Tharp and Gallimore, 1988) and learning problems in particular (Coles,
1987). That is, given a biomedical handicap such as neurological dysfunction or
individual differences in learning, how did these develop over time? What has
been the impact of the 'ecocultural niche' in mediating these differences (for
example, family interactional patterns, language characteristics, etc.)? How are
the child's abilities mediated by institutional arrangements? In terms of a research
agenda, little is known about how learning difficulties are created by or mediated
by out-of-school factors, and how in-school and out-of-school experiences can be
coordinated to provide the mot effective learning environments.

Although there is current debate about the exact role of cultural and linguis-
tic 'mismatch' in achievement (Jacob and Jordan, 1987), there is evidence that
when culture and language arc taken into account, achievement can be raised.
Some of the research results with bilingual students that support this notion are
noted in Merino's chapter (this volume) on effective instructional programs.
Interestingly, these findings do not appear to be confined to Chicano students.
By way of example. one successful model that accommodates cultural differ-
ences, although outside of special education, is the Hawaiian-based K EEP work
on reading comprehension (Tharp and Gallimore, 1988) with Native Hawaiian
students. Using the notion of 'assisted performance', the focus on higher-order
cognitive abilities is integrated with culturally sensitive instruction, and impress-
ive gains in academic achievement have been demonstrated. In contrast, special
education has been dominated by a paradigm that concentfates on within-child
dysfunction to the exclusion of cultural and linguistic factors. In attempting to
directly translate the findings of these studies for Chicano students, however, it
must be cautioned that in the case of the K EEP program and the other studies
mentioned, a great deal of time and effort was spent on out-of-school observa-
tions before classroom modifications of culturally relevant instruction were
attempted. What is missing in the case of Chicano students are data on how
teaching and learning are organized in everyday settings as the basis for designing
culturally relevant programs, and how learning handicaps may or may not
interact with teaching and learning in these same settings. Currently, virtually all
that is known about cognitive development and functioning for mildly handi-
capped students, Hispanic or otherwise, is derived from laboratory tasks or
standardized tests (Rueda, Ruiz and Figueroa. 1989). A major research agenda,
therefore, with respect to the school failure of Chicano students, would consist of
attempting to examine teaching and learning activities in real world settings,
linking in-school and out-of-school learning and knowledge in a closer fashion,
and exploring the effectiveiwss of alternative theoretical and paradigmatic models
in conceptualizing and designing interventions for learning handicaps.
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Summary

In the preceding pages, it has been suggested that although the special education
system has become one of the central institutional mechanisms for addressing
school failure and low achievement, it is a system unresponsive to the needs of
Chicano students. Further, in spite of the severity of the problems of school
failure and lowered achievement levels for Chicano students. interactions with
the special education system have largely been characterized by adversity and
apprehension. Lastly, it was argued that the potential of the special education
system for addressing this issue is hindered by continued reliance on a particular
paradigmatic model. This model, which has its roots in the medical treatment of
severe and often organic disabilities, continues to exert its influence in spite of the
fact that the population served now consists of mainly children with mild learn-
ing problems without a medical basis, and increasingly children with diverse
cultural and linguistic backgrounds. This prevailing model tends to view culture
as a minor factor in learning, low achievement as strictly a child-centered phe-
nomenon, and emphasizes the classificatory uses of assessment of discrete indi-
vidual abilities with only minimal applicability to meaningful classroom practice.
Although these factors have become problematic for all students served by the
special education system, it has had particularly negative effects on Chicano
students sadly in the face of increasing school failure.

Although the research reviewed here suggests that there are problems with
the current system, there are a number of research areas that could be fruitfully
explored in addressing this problem. For example. although paradigmatic shifts
such as those alluded to earlier appear promising. they do not have sufficient
empirical backing to warrant wholesale adoption. What arc the instructional
implications of conceptualizing low achievement from a broader perspective
that is,.to take into account out-of-school knowledge, present and past teaching
and learning practicesind familial and cultural interactional features? How can
alternative paradigms contribute to the development of more useful assessment
practices? What are the efkcts. at die institutional level, of reconfiguring special
education to coordinate with other facets of the educational system that deal with
the diminished achievement and school failure of Chicano students? If categorical
labeling were to be eliminated as a feature of the current system, how would
funding resources be fairly and appropriately distributed, especially given the
unequal distribution of academic success across ethnic. SES, and geographic
boundaries?

It is clear that special education has not livc d up to its potential to deal with
lowered levels of Chicano academic achievement. III essence, current policy in
this area is not aligned with available research. The system has operated as an
isolated system. Mien negatively perceived, and only recently has it begun to deal
with issues of language and cultural diversity. Because of dissatisfaction with the
current system and in light of the students currently being served, there is
increased movement toward reconceptualizing the guiding assumptions, struc-
turemd even the function oir special education. The eventual resolution of the
policy cpiestions raised as a result of these developments will play A significant
part in the role that public schools play with respect to Chicano academic
outcomes Moreover, these developments have the potential to transform special
education from a negatively perceived, stigmatizing, and reactive system to one
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that is proactive, easily accessible, and successful in impacting the long-term
academic success of Chicano students in public schools.

Notes

There is still a great deal of controversy regarding the role of neurological and other
biological factors in mildly handicapping conditions. This is especially true in the case
of learning disabilities. See Coles, (1987), for a review of the evidence and controversy
related to neurological factors in learning disabilities.

2 An important part of this program has been the conceptualization of instruction and
assessment as intricately linked. Consistent with recent developments in cognitive
psychology, this work- suggests that assessment should be 'on-line', or 'dynamic'
(Palmscar and Brown, 1984), contrasting with the state of current practice, that tends to
focus on quantification of discrete skills and abilities on static tests.
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Part V

The Big Picture and Chicano School Failure

There are two chapters in this final part. In chapter 10, 'Systemic and Institution-
al Factors in Chicano School Failure', Arthur Pearl commences his discussion by
arguing that Chicano school failure can only be understood when examined in
the broadest political, economic. and cultural contexts. In a lengthy treatise, Pearl
analyzes a number of structural aspects and policies that help shape school failure
among Chicano students. His macrolevel examination covers such variables and
conditions as the general and political economy, a critique of those strategies that
have been advanced to reduce Chicano school failure, and what he sees as
the most viable approach to promote Chicano school success 'Democratic
Schooling'.

Chapter 11, the final chapter, is by Richard Valencia. Titled, 'Toward
Chicano School Success', this brief chapter provides a synthesis of major points
and conclusions drawn by the book's contributors. Valencia places the following
points of discussion in the context of promoting Chicano school success: keeping
Chicanos in school, the social context of schooling; bilingual education: Chicano
parental involvement; the assessment context of schooling: Democratic
Schooling.
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Chapter 10

Systemic and Institutional Factors in
Chicano School Failure

Arthur Pearl

Chicano school failure can be fully understood only when analyzed in the
broadest political, economic, and cultural contexts. Macropolicies establish the
boundaries of possibilities. 'During periods of economic and political expansion
success tends to be non zero-sum. However, when a society is constricting, every
success of an individual or a group must be balanced by an equal or greater
number of failures. Trying to get a macroperspective on Chicano school failure
is no simple task, as information is extremely limited. What exists is uneven, and
to make matters more difficult, economic and political systems are undergoing
considerable but difficult to understand changes. And yet, for all these problems,
there is a heed to place the issue we study on a large canvas. This, like any broad-
based analysis must be perceived as tentative and provocative rather than
conclusive. Particularly important in this analysis is a critique of the impact of
policies that influence the configuration of work and promote equal opportunity
and the extent to which these policies have hindered or helped Chicano school
success. Macropolicies do not exist in a vacuum. Cultural considerations add
complexity to the analysis as do accidental events. unpredictaP.: individual
relationships and individual efforts by teachers and students.

To make the matter even more confusing is the difficulty of keeping the
analysis focused on Chicanos. Most of the available information groups Chicanos
with all other Hispanic populations and disaggregation is almost impossible. The
history of the experiences (in the United States) of Mexicans, of Cubans, Puerto
Ricans, and other immigrants from Latin America are distinctly different and
these differences are reflected in schooling success (e.g., Moore and Pachon,
1985; Rumherger, this volume; Velez. 19W)). Moreover, even if data were avail-
able for solely those with Mexican heritage, problems would remain. Within
such a population tlwre are many different considerations. There are profound
differences in outlook and behavior of those recently arrived and those who have
heen in the United state,, for many vilerations. There are important political and
social differcmes. .The term Chicium came into existenCe as a political statement;
it signified the call for a perspective different than immigrants who wished to
assimilate into the existing political economy Mexican Americans and
difti..rent also from those who continued to perceive themselves as strongly
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Chicano School Failure and Success

connected to the motherland Mexicanos. Chicano stood for liberation from
perceived political. economic and cultural oppression within the United States.
Sonic of the original meaning has been lost in the last quarter-century but the
problems for analysis remain. just whom are we talking about? At best we can
operate with rough approximations. Part of the definition is imposed from
outside by institutional processes, some from individual perceptions, and some
from collective movements. Trying to impose order on situations and definitions
that are in flux is fraught with danger, but much more dangerous is to be
overwhelmed by chaos.

There are some fairly solid places to begin. There are bits and pieces of
evidence, when combined, powerfully suggest that Chicanos do not fare well
in school, are increasingly poor. and have high incidences of involvement with
crime. The evidence is not powertid enough to lead to o firm conclusion of wh,.
this is so. Neither cf the two divergent principle theses 'deficit' explanations,
that place the cause of these problems on the individual family or culture, and the
structural explanations that postulate etiology in the institutions and societal
structure are firmly established. If cause has not been determined to anyone's
satisfaction, proposals for change are on an extremely rocky tbundation. Never-
theless. the argument made here posits the cause of Chicanos to be in societal
structure and, thus, the proposals for remedy are also largely structural. First,
however a brief summary of the factors considered in the analysis.

The Relationship of Economic Conditions and
Chicano Educational Success

Many difkrent variables and conditions must be consi&red before the relation
between the economic conditions and educational success of Chicanos in school
can be fully understood. One aspect of the relation is the condition of the
economy. During periods of rapid growth, opportunities are created to the
benefit of those normally excluded front rewarding economic lives. A drop in
unemployment does not necessarily lead to an increase in schooling performance
among Chicanos and others who have been consigned to marginal economic
existences. For Chicanos, a surging economy can lead to better schooling per-
formance as optimism influences daily fanuly activities and ;xpectations for the
future, hut economic advance could conceivably have the opposite effect --
students could leave school to take advantage of new job offerings. A depressed
economy can lead to a general state of depression influencing youngsters in
school. Morc importantly, when poverty gets concentrated in a particular area,
neighborhood, ghetto or barrio, the inevitable result is a marked increase in
criminal activity. Criminal activity is inimical to successful schooling. The effect
is not ()lily on individuals, It translates into an ethos, a way at looking at the
world.

Political dire( lion has an important bearing on school pertoi mance. When
the emphasis is in providing political support for Chicanos categorical aid,
affirmative action, financial aid. etc. school perfornunce changes. The change
is not universal and sometimes the incentives tend to be counterproductive.
There has been a general tendency to lump all 'categorical aid' and anti-poverty
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measures together and thereky dismiss them. In fact, some programs were very
successful while others may have been thstructive. Only with a careful analysis
of particular programs something that was rarely done can the impact of
government-sponsored programs be accurately assessed. When the emphasis is on
political direction, the issue is not whether a program is good or bad but whether
there is political will to support any program good or bad. Later, some brief
comments will be made about the qualities of good and bad 'government'
programs. The crucial consideration today is the prevailing negative attitude
among political leaders for such programs. Ti,:d to the issue of political direcion
of a country is Chicano influence on that direction. Chicaao political power has
not been nearly proportionate to its potential voter base (Moore and Pachon,
1985). The relation between political powerlessness in the broadest sense and
school failure is part of the equation that has not been sufficiently explored.

One application of political power is influence over school policy and prac-
tice. School policy and practices in turn are crucial determinants of school
performance. It is conceivable that Chicano power or powerlessness could be
irrelevant because for over twenty-five years there has been a declared national
commitment to improving the educational performance of the economically
disadvantaged. These efforts can take one of two forms: repairing alleged deficits,
or changing school structures. Political power is important in determining which
direction schools take. If the powerlessness results in an ineffective approach then
powerlessness becomes a crucial issue in school failure. The effectiveness of
repairing deficit and altering structures is considered in this essay.

School is an increasingly important intervening institution in the political
economy. In man) ways school has become the dominant status flow institution.
In a society that claims to be one that provides everyone equal opportunity,
schools direct students to different walks of life. Desirable employment has
educational prerequisites and students without these prerequisites cannot be con-
sidered for such employment. For most of the twentieth century. the United
States has been rapidly progressing into a credential society. Increasingly econom-
ic status correlates highly with the degrer attained from schooling. The trend
has been, until very recently, for the number of college degrees awarded to be in
rough equivalence to the available positions requiring such degrees. A person
graduating from college had a reasonable assurance that a decent career was there
for the asking. The higher one went in school, the better paying occupation one
had available to him or her. Actually, this situation was more true when higher
education in the US was a White male province. Two very important changes
have taken place over the past few decades. The number of university students
has increased significantly. The shape of the work world has also changed
enormously.

The increase in college enrollments has been dramatic. Almost 9 million
inure students were enrolled in colleges and universities in 1985 than were
enrolled in 1960. This increase represents a dramatic change in the life activities
of young people. Over the past twenty-five years, college went from a privilege
tor lite youth to something tlw majority of youth experienced. The demography
of higher education has also changed what was once a male preserve has
become increasingly female in 1960, 64 per cent of college students were male:
in 1985, inure than half were female. In some ways the changes may indicate the
success an anti-sexism campaign in education has had (see Table 10.1).
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Chkano School Failure and Success

Table 10.1: Postsecondary st..dent enrollments (1960-1985): United States (in millions)

Year
1960 1965 1970 1975 1980 1985

Total 3 6 5 7 7 4 10.9 11.4 12.5
Male 2 3 3 5 4.4 5 9 5 4 5 9
Female 1 2 2 2 3 0 5.0 6.0 6 6
% male 63 9% 61 4% 59 5% 54.1% 47.4% 47.2%

Rate 100,000' 375 na 387 443 651 791

Note: 1 ages 18- 21, na = not available
Source: US Statistical Abstract 1987

Table 10 2 Median years school completed by race/ethnicity, 1970-1985

Year

1970 1980 1985

Race/Ethnicity
White 12 1 12 5 12 7

Black 9.8 12 0 12 3
Hispanic 9 1 10.8 11 5

Source US Statistical Abstract 1987

When only a small percentage of students went to college, those that did
attend were somewhat buffered from the vicissitudes of the economy. Because
the numbers of college students were relatively small and the employment
opportunities were large, only cataclysmic events, such as major depressions,
negatively impacted college graduates. Those with limited education, however,
were most vulnerable during economic slowdowns. What has not been deter-
mined is the nature of the relation. Is the relation between college education and
economic success caused by the college experience, or is the opportunity to go to
college largely given to those who have certain economic advantages? Is the
primary purpose of school tlr: reproduction of the existing social system (Apple,
1979: Bowles and Gintis, 1976)% Or, are schools to become the 'great equalizer'
that Horace Mann (1848) insisted that they could be? In a general sense this
chapter attempts not only to answer those questions but also suggests policies
and practices consistent with the answer. Whatever the primary purpose of
education, there is no disputing that at the present time. Hispanics in tow, and
Chicanos in particular. have limited schooling success and limited economic
success and there is some kind of relation between these two conditions.

lispanics as an aggregate group Chicanos, Cubans. Puerto Ricans, Cen-
tral Americans, South Americans have lower school grade Ain went than
either Anglos or Blacks and while the gap has narrowed over the last fifteen
years. the dater es remain large. When compared with Blacks and A nglos,
only the I lispanic (median) has less than a high school education (see 'I able 10.2).

Not surprisingly, Hispanic high school dropout statistics are consistent with
years of school completed. Different studies. using different definitions of drop-
out nd different populations, nonetheless conic to the same conclusions. As

276

9



Systemic and Instnutional Factors in Chicano Sdtool Failure

Table 70 3 Studies by race and ethnicity (per cent dropout)

Angio Black Hispanic

Study
High School and Beyond
Los Angeles Schools'
High School Dropouts'
California Department of Education.'

14 4
7 6

12 0
15 3

18 0
9 9

17 0
27 7

Sources:
National Center for Educational Statistics, 1983

2 Research and Evaluation Branch, Los Angeles School District, 1986
3 US Department of Education. Center for Education Statistics, 1985

California State Department of Education, 1980

25 4
9.9 (1 yril

18 0
28 8

Table 10 4 income of households by educational achievement by race and ethnicty, 1984

Education Annual Mean Income

less than 8 years
8 years
1-3 years high Schur.),
4 years high scrco
1-3 1iea7s, coliege

o! more years college

Wh.te

$14,501
$17,002
$19.894
$26,541
$30,215
$43.642

$11,321
$12,164
$14.041
$18.42/
$21,700
$32.057

$15,219
$16.288
$17.061
$23,429
$27.261
S37.339

Hsoanrc ie4e-s to a" ne,ss Spanish si.irname p-edommates ire'udes those of
Mexican oi..;erto Cui.ia--1, etc , oescert

Soxce L'nited Stares S:at 5' C31 Abstract 1987

shown in Fable If I.3. I iispanics, more than Blacks or Anglo, will leave school
prior to high school graduation (See also Runiberger, in this volume).

School attainment correlates with income for all ethnic groups. Families
whose breadwinners have the most education earn the most money. This relation
is not as strong tOr tlispanics as it is for other racial/ethnic groups (see Table
In.4). Hispanics with le- s than an eighth grade education tend to earn more than
either Anglo. and Blacks. And while education beyond 2. college degree brings
more economic r.,orn for I lispanics than it does for Blacks, that amount of
education earns col.siderablv less for them than it does for Whites. It decisions
about life are made on the basis of collected aggregated statistics. Hispanics
would have good reason to believe that they have I,:ss to gain from continuation
in school than do Anglos. The statistics indicate that school is less hnportant for
them than it Is tOr Blacks. And ss Inle it is highly unlikely that medium lannly
income is a conscious consideration of students ni their dedication to schooling,
the relation nonetheless is soffit ientlY consistent that it must be adequately
explained.

If I lispaincs drop out of sc hool fir more otten than do Blacks .md Anglos, it
ss ould t011ow that dies would be underrepresented iii Ingher education and that

certainly is the ease. In 1)86, wore than .17 per & tilt ot public school enrollments
in California were I hispanic (the vast majority of thc : are of Mexic,m heritage),
but Hispanics constituted only X.4 pia- ccut of University of California enrollees,
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Table 10.5: University of Califnrnia admissions: underrepresentation and overrepresentation
by race and ethnicity, 1986

American Indian Black Hispanic Pilipino Asian White

Public school enrollments .9% 9 7% 27 9% 1 8% 6.7% 53.1%
UC enrollments 6% 4 7% 8.4% 3 0% 14.4% 68.9%
UC BA degrees . 4% 2.5% 4.9% 1 2% 13.1% 75 0%
UC doctorate degrees 2 4% 4.1% 8 4% 85.1%

Source. University of California, Santa Cruz, EOP

Table 10 6. Unemployment rates of high school graduates and dropouts Anglos v Hispanics,
persons aged 16 and over, 1975 1980 and 1986

1975 1980 1986

Graduate Dropout Graduate Dropout Gradiiate Dropout

Unemployment rates

White 8 4 14 0 5 9 11 6 7.0 13 5

Hispanic 10 5 18 4 7.1 14 3 8.9 17 1

Source US Statistical Abstract - 1987

and less than 5 per cent of bachelor degrees were awarded to Hispanics. Hispanics
received an even smaller percentage of doctoral degrees. At every step of the
educational process Hispanics lose ground (see Table 10.5).

There arc few positive signs in this picture, but the few should not he
overlooked. The number of Hispanics receiving doctorate degrees from the
University of California increased from sixteen in 1976 to fifty-nine to 1986
(from 1.2 per cent to 4.1 per cent).

Hispanics not only trail Anglos in educational accomplishment and family
income; they are also more likely to be unemployed. Hispanic unemployment is
high for Hispanic graduates: it is much higher for Hispanics whose schooling was
terminated before high school graduation (Table 10.6).

As previously mentioned, being Hispanic obscures some significant rela-
tions. Some groups within this classification do much better than others. Persons
of Cuban extraction have lower unemployment rates than persons who trace
their origins to Mexico. Cuban Americans also are more likely to work in higher
paid occupations than Mexican Americans. Unemployment of those with Mex-
ican heritage parallels somewhat the unemployn.-nt of those with Puerto Rican
heritage, although Mexican extraction males have a slightly higher unemploy-
ment rate than Puerto Ricans. The unemrloyment of Puerto Rican fi:males is
considerably higher than Mexican American women (Table 10.7). 1 here are
some similarities in experience,, that all I lispanit s share but there are considerable
ditterem es as well. Chicanos (broadly defined) .tre by far the largest group and
the fastest growing in the United States (See Valencia. chapter 1, this volume).
Chicanos are more concentrated in the West. Puerto Ricans in the East. Econom-
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Table 10.7. Unemployment rates, professional employment: Hispanics. 1984

Unemployment Mexican Puerto Rican Cuban Other Hispanic

Males 12 6% 11 8% 8 6% 8 9%

Females 11 9% 15 6% 4 8% 11 5%

Employed in Managerial/
Professional Positions 9 4% 13 1% 20.0% 16 7%

Source US Statistical Abstract 1987

ic and political conditions differ greatly in these areas, and yet all are part of an
economy that is increasingly global.

The dearth of Hispanic (Chicano) college graduates has a direct effect on
Hispanic school experiences. As the Hispanic population grows, the number of
Hispanics available to teach them.declines. A large Hispanic student population
with few or no Hispanic teachers is generally recognized as a negative condition
(Valencia and Aburto. in press). Some theorists lament the lack of role models,
others the lack of cultural understanding, others unfamiliarity with the language
spoken by students, and still others the lack of visible examples of achieved
success in lawfUl activities. Yet others focus on the the reproduction of those
conditions that led to the limited school success of generations that preceded
those now in school. Whatever the cause, it should be apparent that significant
improvement in Chicano school experiences will be more difficult without a
significant increase of Chicanos as teachers and administrators (Valencia and
Aburto, in press). But where will these teachers come from? This is an especially
difficult question to answer since the Chicano college population increases by
only a trickle and the demand for them by difTerent employer groups grows
rapidly.

There is a source of potential Chicano teachers that is largely untarned
the non-professionals who work for the school districts. In the twenty-five
largest districts in California that serve 30 per cent of California's 4.4 million
K-12 students. almost 40 per cent of the students are Hispanic; less than 10 per
tent of the teachers are Hispanic; and almost 25 per cent of the classified staff are
Hispanic. In every one of these districts, more Hispanics work for the district as
non-prokssionals than work as professionals. In fact, there are almost three times
as many non-prolessic.nal Hispanics than professional Hispanics employed by
California's twentv-fiv,: largest school districts (Table 10.8). A strategy to in-
crease Chicano teachers and administrators by resurrecting a different approach
to credentialling is described and critiqued in the New Careers section of this
hapter. Elevating non-prokssionals to professionals in addition to directly re-

ducing Chicano poverty hasis an additional value, the potential of changing the
dynamics of politics within a school district and, if organized, having an impact
in the local community, the state, and the nation.

The official government position is that, contrary to all of the inthrination
depicting the economic decline of 1-lispanics (including ( hicanos, presumably),
they have benefitted from recent economic expansion. 'The 1)83-80
employment of Hispanic workers has risen 2.3 million since the expansion began'
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Sptenne and Institutional Foams in Chitano &Iwo! Failure

Table 10 9: Hispanic poveay in the United States, 1985

Total Hispanic Population in Poverty 5.2 million

Median Family Income $19,027

Hispanics in Poverty 29 0%

Number of Children under age 18 in Poverty 2.6 million

Children in Poverty 40 0%

Hispanic Elderly in Poverty
Married couples in Poverty 12.2% Black

6 1% White
17 0% Hispanic

Female-headed Families in Poverty 50.5% Black
53.1% Hispanic

Children in Poverty in Female headed Families 66 9% Black
72 40/c, Hispanic

Men in Poverty 27 4% Black
27 4% Hispanic

Hispanic Poverty in the US South 27 7%

in the US West 26 0%

Full-time Employees in Poverty 1 in 15 Hispanic Workers'

" Higher than Black or White
Source Center on Budget and Policy Priorities (1985)

(Economic Report of the President. 1988. p. 59). It is further claimed that the growth

is in good jobs, '... nearly two-thirds of the new employment growth has been

in managerial, professional, technical, sales or precision production occupations'

(ibid., pp. 6(1-1). However, another branch of the Government, the US Labor
Department. provides statistics that are not that glowing projecting far more

growth in janitor, nurse, and truck driver jobs in the next decade than growth in

computer programers or other jobs that demand advanced educational require-

ments a 'S Stattsthal .1bstra1 t, 1987)

Also contradictmg the positive description of Chicano employment is the
prevalence of Hispanic posert%. Ihspanics are deeply mired in poverty and the

condition is worsening 1 he ( enter on Budget and Policy Priorities repoi

Hispanic poverty has riser durmg the past decade and it the trend continues,
lispank s soon sr. ill be Inc,ic impoverished than the more dramatically empha-

sized Amen( an widen lass Blacks ln 1985, nearly 3 in 1() Hispanics were

poor. Forty per cent of I lispainks under the age of 1) were poor. More than half

of Ihspamc feniale-headed lanulies were poor; almost three-quarters of children

in these families were poot r I iNc lo.ir).
'Hie US Ce»sus Bureau pros ides evidence of the increase in Ihspanic pover-

ty, reporting a decline in median famil income of Spanish-origin families (the

catch,d1 categot ) used hy the Censtus Bureau) front a high of S21,097 (1)85

dollars) in 1973 to S19,h27 (1985 dollars) in 1985 ( 5 Stotitital Aknait. 1987: see
Valencia. (hapter I. for more Recent data.)

ln till' J:Uuflur RITO1 t tit Pre,ident .nid its claim for a rapid

inctease m 'good. .11.1115 .md the Labor Department projertions of large growth In

low-paying, no edur anonal prerequisites. dead-ended positions arc both correct.

A very peculiar change is occurring in the rontiguration of work in the United

States the middle is dhappearmg while the top nd the bottom are growing.
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The numbers of execumes, professionals and 'high-tech' occupations are increas-
ing rapidly, but so too are toes -level service, clerical, semi-skilled and unskilled
positions The work world is simultaneously calling for more education and for a
'dumbing down The bridge jobs that enable people to move up the ladder are
being eliminated (Hodgkmson, 1988) The change has many implications for
education. The alternatives of either security or poverty and nothing in between
will intensify the competition for desirable jobs and for that which leads to those
occupations. The present is foretelling the future; in 1986, 20 per cent of college
graduates were hired in jobs that required no college education (Hodgkinson,
1988). The competition for what appears to be a growing scarcity of higher
education admissions and professional careers after graduation almost certainly
will be divisive and threaten the limited gains that have been made by Chicanos
and other minorities. Without an organized political strategy to recreate the middle
and generate more openings at the top, the most likely consequence will be more
intense and destructive rivalry between minority groups and within them.

Adding to the already complicated internal dynamics of the United States is
the crush of those who want to enter it. Two-thirds of all emigrants in the world
come to the United States; one-third of these settle in California. The immigrants
come to the US to escape poverty, oppression, and the devastation of war. They
are from all areas of the world, and are culturally, linguistically, and ethnically
varied. They add significantly to the challenges of schooling and the political
economy. California, the largest of the union's states. more than any other
augurs its future.

California's population increased by 5 million in the past decade, and it is
projected to grow by 5 million a decade fbr the foreseeable future. California is
the nation's most wealthy state with the most diverse economy. Its 314 billion
annual agricultural industry is somewhat troubled, but the decline suffered in this
area is more than balanced by a yearly infusion of 528 billion in defense contracts.
A substantial cutback in the defense budget. however, would wreak havoc with
California's economy. California is important in 'high tech' but not as important
as the Northeastern US, where 35 per cent of the major corporations are located.
The annual income per workers covered by Workman Compensation in Califor-
nia is high (S23,100 in 1987). Only workers in Washington, DC (328,477),
Alaska (328,008), New York (324,634), Connecticut (324,322) and New jersey
(S23,842) had higher average wages that year (US Labor Department, 1988). For
all of its wealth, California does not invest much in elementary and secondary
school education. In the school year of 1986-87, 33,751 was spent on every
student in California, which was S219 less than the national average, 32,548 less
than New York's expenditure, and over S1,000 less than Pennsylvania's
investment in students (Guthrie et al., 1988). The differences in per student
expenditures a, c not reflected in large interstate discrepancies in teacher salaries;
they show up in class sizes. California pupil-teacher ratios (23:1) are five students
larger than the national average and over seven more students per teacher than is
fbund in New York. If the investment in education in California was the same as
it was in New York the result would not necessarily be higher paid teachers. It
would, however, produce more teachers. Increasing the number of teachers in
California by roughly one-fourth would bring 50,000 more people into the
profession, would significantly increase the number of jobs in the middle-income
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range of occupationsind would create opportunities for Chicanos and other
underrepresented minorities in teaching. A much larger number of Chicanos
could take advantage of these opportunities if a means (such as New Careers)
were created to allow non-professional employees of schools to become
professionals.

California's niggardly investment in education is the logical consequence of
two initiatives passed by the voters. One restricted the ability of local districts to
raise money ('Proposition 13', or the 'Jarvis Amendment' enacted June 6, 1978);
the other limited the State Government tax increases to population growth and
inflation ('Proposition 4' or the 'Gann Amendment' enacted in 1979). The limita-
tions are particularly severe on minority populations who are younger and more
likely to have children, with Chicanos being the most hard hit. California ranks
forty-third in the nation's states in per cent of population under age 18 and
thirty-fourth in per cent over 65. 'The average US white is 31 years old, the
average black is 25, the average Hispanic is 22.... Add to this the current

Chicano fertility rate of 2.9 children per female anu the white birth rate of 1.7
children per female' (Hodgkinson, 1986. p. 2) and the implications of the 'read
my lips' (George Bush) no tax increase refrain of the leading politicians in both
parties is clear: for Chicanos to succeed in school, they will have to do more
with less. Even if the resistance to increasing taxes was overcome, schools would

not necessarily benefit. Those generated funds would go to education only if a
successful coalition for that purpose was organized. Such a coalition would have

to include those Without children, a goodly number of whom arc over the age of
65 with growing unmet needs of their own. If this kind of political alliance is not
difficult enough. adding another degree of complication is the clement of race
those without.children tend to be White, while those with school-age children are
increasingly racial/ethnic minorities. In the present political climate, these interest

groups find themselves in adversarial relationships; finding ways to establish a
common ground with a common vision is not given sufficient consideration in
the current effort to reduce Chicano school failure.

Not too long ago race was a Black-White issue. That oversimplification
«mtributed to a failure to reduce inequality. Latinos rightfully objected to the
lack of attention given them in the early days of the anti-poverty program. Race
and ethnicity are much more entangled today. In 1979, 83 per cent of all
immigrants to the United States came from Asia and Latin America and were
equally divided between the two (Hodgkinson, 1986). In the absence of a uni-
ting vision, the more diverse the population the more difficult it is to build
effective political coalitions. Alliances between minorities have always been dif-
ficult to maintain. Part of th,: history of the United States has been conscious
efforts at divide and conquer. With policies that drive wedges between minor-
ities, establishing and sustaining inter-minority coalitions becomes even more
difficult. Hispanics are not necessarily unified or unifiable. The Chicano popula-
tion is by far the largest contingent, representing 60 per cent of all Hispanics in
the U»ited States in 1980 (US Bureau of the Census 198(1). By 1990 Chicanos are
proiected to constitute 69 per cent of all Hispanics in the United States (US
Bureau of the Census, 1980). (The current figure is ('loser to 63 per cent; see
Valencia, chapter 1.) ln 1980, 10 per cent of US Hispanics drew their heritage
from seventeen countries other than Mexico the largest single proportion from
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Table 10 10 California median family income, 1983

Race/Etnnicity Income

Japanese $27,388
Chinese 24,409
Asian Indians 23,722
Pilipino 23,586
White 22,784
Korean 20,713
Hispanics (all) 16,087
Black 14,887
Vietnamese 11,852

Source. Hodgionson, (19861

Puerto Rico (14 per cent in 198), projected to decline to 1:2 per cent in 1990; US
Bureau of the Census, 198(1). For the various Hispanic immigrant groups, there is
no assurance that they will automatically conic together nos, hat the US is their
home.

One-third of the 5 million US Asian-Americans live in California. Asian-
Americans, like Hispanics. have a wide range of different backgrounds and
cultures. Most numerous are immigrants whose roots are China, japan and the
Philippines; growing rapidly, however, are Asian-Indians, Koreans, and Viet-
namese. Chinese and Vietnamese hostilit,' has a long history and there is nothing
in the current political framework that will transform that hostility into an
alliance. There is an enormous discrepancy in Asian-American income. Median
Asian-American income is both California's highest and lowest (Table 10.10).

The new mix may be politically destabilizing. Black power that has been a
factor in promoting issues of equality may be effectively undermined by the new
and soon-to-he-larger groups that do not have a similar history of effective
political action. As Blacks decline, who will replace them? And how will this
emerging group come together to be a three for a coherent political program?
Unless a new political thrust comes into prominence, a more ethnically diverse
United States, even one whose majority is 'minority', may be more easily
controlled by a White minority than it is now That control may also result in

erv high levels of crime, poverty, and social unrest.
The detailing ot' the economic and educational condition of Hispanics

by Inference Chicanos sets the stage for the analysis that follows. This is
especially important because the thrust of the paper is that objective economic
and political conditions are the important variables that dynamically interrelate
with schooling experiences irtiuencing incidences of school success and failure.
Any serious effort to reduce Chicano school failure must address the convoluted
patli to success in a credential societymd the failure that results when one is
denied access to those credentials. In such an analysis, logistics for eYample,
being where the jobs dre as well as the effectiveness of interventions at critical
stages in the lengthy ski( hastic process of schoolMg must be given serious and
thorough treatment. Hie analysis is particularly difficult because it requires both
an ongoing assessment of the opportunity structure and the individuals and
groups striving for soccess within the constraints of that system. Fhe more
restricted the opportunities, the greater the number of failures.
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Over the course of the past two decades, two strategies have emerged to
reduce Chicano school failure The first was a compensatory effort designed to
eliminate attributed deficiencies that Chicanos (and other disadvantaged groups)
brought into the schools; the second which developed as a response to thc
compensatory strategy the Effective School, was designed to provide Chica-
nos with the identical school .program the advantaged received. Both of these
efforts are conservative in the sense that neither demands change in the existing
political economy. Both, by accepting a social system that tolerates enormous
inequality, have as the ultimate goal the equalizing of inequality.

In a political economy that has built into its structcre unemployment,
poverty and insufficient good jobs for all who aspire to them the best possible
result is an equalization of inequality. Equal opportunity in such circumstances
would require every group ethnic minority, gender, etc. to have the
identical proportion in good jobs and in institutions that are prerequisite for good
jobs. .The feasibility of such a strategy will be critiqued, as arc proposals that aim
at restructuring aspects of the political economy.

Strategies to Reduce Chicano School Failure

'rite Compensatory Education Strategy

The Compensatory Approach has been the primary response to the conditions
briefly reviewed above. This strategy consists of a number of act.' vides designed
to remediate certain specified problems of educability. The logic of the strategy is
that our society has overcome its historical injustices and has rea-hed a point
where all its citizens are treated fairly and equally. The strategy is a school-centered
one, with this reasoning: given tli: ice of a credential society, a school that
provides everyone with an 1, .ce to obtain a credential will successfully
fulfill its function as a great eqi,,..izer. Thus, the strategy focus is on eliminating
the scars that remain from past injustices. Once it is assumed that an equal society
exists there is no need to be concerned with institutional change. The strategy,
because it is not involved in systemic change, acts as a gyroscope for the status
quo. Moreover, the approach is extremely circumscribed. Larger issues of unem-
ployment and the configuration of work are ignored. And with the exception of
self-serving activity of a special interest group brought into existence by the
strategy e.g., paraprofessionals, compensatory educatorsind administrators

the strategy is apolitical. As originally formulated, it was almost exclusively
an ::arly intervention strategy. The dominant theoretical explanation for dispro-
portionate school fdlure nf the poor and the minority was 'accumulated environ-
mental deficit' that is. students entered school with a build-up of handicaps
incurred in early formative years that would be irreversible unless significant
actio.; was taken when children were very young (Deutsch. 1967; 1iunt, 1961).
IC. however. intervention begins early eiimigh the child can recover front the lack

mtcllectual stimulation at home and the dearth of Luiguage (Bernstein, 1970;
fingelmann, 197(t). The compensation for the deficits that re hypothesized to
have occurred before a child enters school results in the leveling of the playing
field giving everyone an equal chance at a desirable future. From a ganie's tree
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Figure 10 1 Early intervention strategy

Elementary High School College

0%

10 15

Age (years)

15%

20 25

Table 10.11: Head Start results, autumn 1984 A comparison between Head Start and control
cohort at age of 19

Employed
High School Graduate
Enrolled in College
Been Arrested
On Welfare

Head Start Control

59% 32%
67% 49%
38% 21%
31% 51%
18% 32%

Source Hodgkinson 11988) derived from High:Scope Foundation, Michigan, September 1984

perspective the logic of the intervention is to get the student as quickly as
possible into the mainstream (Figure 1(1.1).

The key clement in the early intervention strategy was Operation Head
Start. Initiated in 1965, as the show-case case element in President Johnson's fledg1Mg
anti-poverty program, it, unlike many other 'Great Society' projects, survived
and even prospered. In 1985, an average of 452,000 children were enrolled every
month in Head Start programs at a total annual cost of 1.3 billion dollars ((IS
Statistical Abstract. 1987). There is some evidence that Head Start has been effec-
tive. When a cohort consisting of 19-year-olds with Head Start experience is
compared with a same age control (fifteen years after beginning involvement
with Head Start) there are some impressive findings. Those with Head Start
e\perience are more likely to be employed, graduate from high school, go on to
follegemd are less likely to have been arrested or be on welfare (Hodgkinson,
1988) (Table 1(1.11). The impressive findings for Head Start are not necessarily a
vindication for the strategy. The Head Start cohort has, for all its accomplish-
ments, a large percentage not graduating from high school, a substantial arrest
rewrd, and a large percentage unemployed. The percentage of Head Start cohort

286
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Systemic and Institutional Factors in Chicano School Failure

Figure 10 2. Total compensatory strategy for equal education

100"ci

Elementary

High School

75% Coliege

37%

Ar lk il 15%/
Bilingual Upward Affirmative

Head
start

Other ESEA Bound Action

4 18 22 25

Age (years)

college enrollees is much lower than the percentage of college admissions from
advantaged backgrounds. The most favorable reading of Head Start is that while
it did not eliminate disadvantagement. poverty may have been worse without it.

In reality, for all of the theoretical emphasis on the importance of early
intervention, the compensatory strategy did not put all of its emphasis on a single
action. From its beginning and throughout the quarter century of its existence,
bits and pieces were added to the compensatory strategy at every stage of a
student's schooling career. Over the years the approach has become increasingly
protean. By adding components at every level of schooling whatever it may
have gained in additional weaponry against disadvantagement it lost in theor-
etical clarity. Not included in the range of compensatory tactics was a serious
ionsideration of possible institutionally imposed unequal treatments, nor was
there any efthrt to bring into the approach activities that would take into account
the rapid changes occurring outside of the school that could conceivably impact
student performance. The emphasis has been on repairing damaged goods and
the collection of thrusts ranged from remedial programs for elementary and
secondary students including bilingual education for limited- and non-English-
speaking students, migrant education (Elementary and Secondary Education Act

ESEA) and affirmative action to create opportunites for the underrepresented
(Upward Bound and other special admissions to college and inclusion of the
underrepresented in hiring practices; see Figure 10.2).

Depending on its focus, bilingual education can tit into any strategy. From a
compensatory perspective, anything other than English is considered to be a
handicap and thus, bilingual education is instituted as a means to facilitate
students into the mainstream and is discontinued as soon as the student gains
facility in English. This perspective on bilingual education has engendercs1 con-
siderable opposition and has been used as a focal point for mobilizing political
action against 'special treatment' fin- the disadvantaged and for reasserting the
common core of 'Americanism' (e.g., Epstein, 1)77). If educational funds con-
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untie to be tight, the attack against special treatment will intensify For example,
US English, a group that has emerged as an opponent of bilingual education has
been able to coalesce a range of support with highly emotional and sometimes
disingenuous campaigns. Whether a compensatory version of bilingual education
is politically winnable, or whether compensatory bilingual education is whole the
stand on bilingualism should be taken, are issues that need to be fully debated.

Affirmative action is another highly controversial aspect of compensatory
education (see Figure 10.2). Hiring and admitting underrepresented populations
into employment or higher education makes good sense from a compensatory
perspective if the intervention is perceived to be a temporary adjustment to be
employed only until the other compensatory catchup efforts have been given
time to be effective. An early intervention strategy would take two decades to
reach a favorable conclusion. Until Head Start students (and ESEA, bilingual,
etc.) are able to graduate from school, a tactic of admitting persons with 'less
qualifications is intellectually and politically defensible. If affirmative action
continues beyond that reasonable time, however, the compensatory justification
for it is weakened and the political opposition to it grows. The cries of 'reverse
discrimination' are becoming increasingly shrill and the 'responses to that cry,
using a compensatory logic, are increasingly unpersuasive. The mismatch be-
tween ethnicity of teachers and students has not been significantly altered by
affirmative action. The strategy has not resulted in equal representation of minor-
ities into the professions or into institutions leading to prokssional careers or
anything near that. but that has not silenced an adamant opposition far more
vociferous than the limited impact would seem to have warranted.

The compensatory strategy is a top-down strategy. It was designed by an
intellectual dite for persons deemed to be inferior to it. As a consequence, the
approach never developed a substantial constituency. 'Deficits of the world unite,
you have no brains to lose' is not a ver- .)irational rallying cry. Compensatory
education was not designed as a polit movement. To the contrary, it was an
effort to employ science for the benefit of the species. Thus, it has tried to defend
itself on the basis of accomplishment rather than constituency. As lofty as such a

conception might be. the system does not work that way. Education interven-
tions are political. Compensatory education came into being because the political
times were right for itmd the administration in power built it into its program.
At the present time, compensatory education suffers from both a lack of strong
scientific support and from a dwindling of political support; it continues primari-
ly because of inertia.

In that compensatory education is not a system change strategy, its goal is
for a fairer representation of Chicanos and other min,.:.ities in the political
economy. It k doubtful that even the most fervent supporters of the compensa-
tory strategy foresaw a time of complete equalization of inequality. The pro-
grams were initiated at a time of rising expectations for the economy and the belief
was expressed lw many economists that in the not too distant future (less than a
quarter century) poverty in the United States would be completely eliminated.
Iherefore, even if inequality would remain, no one would be poor. Fillies have
changed; economists no longer project a poverty-free futureind therefore.
expectations or a compensatory strategy have to be scaled down accordingly. At
best, it would now be argued that effective compensatory programs would
enable people to gain employment in growth industries. The strategy may not
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achieve equality, but it should improve employability. The difficulty with deter-
mining the validity of that thesis is the time gap between the reception of
compensatory education and entrance into the job market. The longer the period
between the educational intervention and the beginning of an adult work life, the
more slippage there is in the system. Without immediate tangible rewards as

students and without a clear indication of a gratifying future many Chica-
nos become willing accessories to a process that sEunts them out of education as

dropouts or as juvenile delinquents years before they could enter into an econonn-
cally advantageous life career. The effort to increase Chicano participation in
desirable facets of the political economy through cumulative. compensatory
efforts is contrasted with 'New Career' scrategies discussed later in this chapter.
In 'New Careers', the work world is changed to accommodate thc characteristics

of the applicants. The job comes first and education and training are offered after-
wards. In the former instance, the Chicano (or other underrepresented person)
has to climb a ladder fraught with pitfalls before entering the work world. In thc
latter case, climbing the ladder occurs after entrance into an occupation. The
compensatory strategy seemingly has made little or no progress in stimulating
Chicanos to become teachers, nor has it prevented Chicanos to continue to slide

further into poverty.
The long time lapse between the interventions and the terminal condition

makes evaluation of any particular compensatory program exceedingly difficult,

if not impossible. The programs conceivably could have worked at cross pur-
poses and the whole may be less effective than some of the component parts.
Future research should try to establish how much improvement, if any, can bc
attributed to a particular intervention. Perhaps of greater importance is the

possible serendipims gain from parent empowerment, minority paraprofessional

employment and positive teacher expectation (possibly compromised and over-
balanced by an increase in negative expectations of performance by 'intellectually
handicapped students), that has accompanied compensatory programs. Head

Start, for example, did much more than bring preschool educational enrichment
to ghettos and barrios; it also infused poor communities with buying power,
provided somc limited opportunity for parents of the children to receive higher
education dud become politically mobilized. These programs also provided nutri-
tion and health services and advice to parents. The possible political and econom-

ic stinndation has been inadequately considered in Head Statt analysis, and, as a
consequence, its most significant impacts may be overlooked.

When concern is focused on Chicano school failure, it must be remembered
that Chicanos were an afterthought in the compensatory education movement.
Thus, the activities were not specifically designed for Chicanos. The research on
which the movement was based was not on Chicanos; the political support did

not come from Chicanos, and the political benetitsis little as they were, were
not directed to Chicanos. Whatever its other merits, compensatory education was
not an 'of the Chicanos, by the Chicanos, and for the Chicanos' program.

In sum, allowing for the paucity of relevant data and the recognition that the
final effects of the compensatory strategy may not have been fully realized, it is

still possible to say with certainty that, if the goal of the approach was to
overcome poverty and to substantially reduce inequality in educational achieve-
ment, the strategy has failed. The inability to make substantial progress toward

equality led Arthur Jensen to state in the now famous introduction to his highly
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influential article that. 'compensatory education has been tried and it apparently
has failed' (Jensen, 1969, p. 2). Jensen without any consideration of other
possibilities decided that a disproportionately large number of Blacks and
Chicanos were genetically incapable of learning much of anything that was
complicated. We look now to a possibility that Jensen never gave credence
minority failure to learn is caused by existing unequal encouragement in the
school.

The 1:ffective Sthool Movement

The Effective School movement rejects the deficit argument and looks for rem-
edy in some form of system change. The changes sought are encapsulated in the
schooling process and those resources directly tied to education. The Effective
School movement coincided with the general mood of reform that has informed
public consciousness in the 1980s. The 'reforms' have been a conservative claim
on education. The primary targets have been teachers and the 'educational estab-
lishment'. The current process began with a commission appointed by Ronald
Reagan's then Secretary of Education, Terrel H. Bell. The report issued by this
commission, A Nation at Risk, is highly inflammatory, reminiscent in many ways
of McCarthvite claii s of subversion by foreign agents. The inferences are there:
'If an unfriendly fi reign power had attempted to impose on America the
mediocre educational performance that exists today, we might well have viewed
it as an act of war' (National Commission, 1983, p. 1). As the cold war against
ommunism lost steam it was replaced with a not so cold war against the '...

using tide of mediocrity' (ibid., p. 1). The risk was not subversion but an
educational complicity in the failure to keep pace with Asians and West Euro-
peans in the tight for dominance in the global economy. To overcome the risks
of functional illiteracy, falling performance in scholastic achievement, the lack of
'higher order' intellectual skills, the need for more and more remedial classes (for
everybody, not just the disadvantaged), and the general business and military
unhappiness with the quality of performance of public school graduates, the
Commission recommended more and better education. The salvation of America
required: 1) more rigorous traditional curriculum combining the old basics with
the new basics of computer literacy; 2) measurable standards and higher expecta-
tions e.g., frequent standardized testing. grades based on performancemd
upgraded textbooks; 3) more time on task longer school years and school
days, and mandatory homework; 4) better teaching higher standards for
admission to the prot-ession, professionally competitive salariesind recognition
and rewards for the best in the business; and finally, 5) more demands on
educators and elected officials responsible to meet these proposed goals. The
Commission had more stick than carrot to its Report.

The Effective School movement latched on to sonic of the reform thinking.
The thrust was that if advantaged youth go to had schools, the poor and
up eg. hilly the Minor it y pilot go to much worse ones. And further, the
,00ipensatory approach not only tailed to help the minority poor, it likely made
matters worse for them. The late Ronald Edmonds was an acknowledged leader
in tlw Effective Schools movement. He disputed the importance of outside-of-
school factors on student performance and pointed to lesearch that clearly !midi-
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cated, 'School response to family hadwound (emphasis his) is the cause of depressed

achievement for low-income and minority students' (Edmonds, 1984, p. 37).
Edmonds' synthesis of the research findings kd him to define the following as
characteristics of an Effective School for disadvantaged minorities: 1) strong
administrative leadership; 2) high expectations from students; 3) a safe and
orderly environment; 4) an emphasis on basic skills; and 5) frequent monitoring
of pupil progress using measurable curriculum-based criterion-referenced evalua-
tion (Edmonds, 1979, 1984). The thrust of the Effective School is to provide the
minority with what has been proposed and provided for thc advantaged. It is
directed at improving the delivery or services; it is not directed at changing the

nature of schooling.
The Achievement Council is a California-based organization promoting

Effective School principles. One of the distinctive features of the Achievement
Council is its strong Chicano leadership which distinguishes it from efforts that
had focused almost exclusively on Blacks. The distinction may not signify a
difference because the program emphasis closely parallels Effective School activi-

ties. The Achievement Council responds to the data that have been presented
above. Chicano and other minority students arc far behind advantaged popula-
tions in school achievement and twenty-five years of compensatory education has

not enabled them to catch up. The Council identifies the following points as
'roots of underachievement': an unchallenging curriculum with tracking for low
ability' students, fewer able and experienced teachers, ill-prepared and often
culturally unaware administrators, inadequate services, and low teacher expecta-
tions (Haycock and Navarro, 1988). The Achievement Council's prescription for

success follows logically from the diagnosis of the problem a determined
principal, demanding teachers, a rich and rigorous core curriculum, parents as
partners of teachers, support services for students and teamwork between admin-
istrators, teachers, students, and parents (Haycock and Navarro, 1988).

The Achievement Council points to some significant changes among some
of California's 'worst' high schools once the proposed principles were trans-
formed into action. Sweetwater High School and Claremont Middle School are

two that have been 'turned around'. Sweetwater High School is located in San

Diego County and is predominantly Latino (Chicano). Under the leadership of a

strong principal it has gone from a compensatory-oriented school to one where

educational excellence is. promoted. The school now emphasizes academics and

its college preparatory courses are jammed. 'A key to Sweetwater's move up has

been the elimination of remedial math courses, as well as auto shop and home
economics, and a goal of at least 50 per cent Latino enrollment in Advanced Math

and Science courses' (Haycock and Navarro, 1988, p. 26). Also featured is an

independent study, work-at-your-own pac.. computer program for potential
dropouts. The positive changes include: more Sweetwater students took Scholas-

tic Achievement Tests (SATs) than any other school in the district, many of the

graduating class won scholarships and grants, and for the first time in its history

more than half of the graduating class went on to college. These changes are

attributed to the implementation of Effixtive School principles (Haycock :nd

Navarro, 1988).
Claremont Middle School in CalifOrma was once a dumping ground tOr

troublesome low achievers. It was given a new principal. Six years later that

school has also lven transformed. Usirg Achievement Council principles, label-
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Table 10.12. A comparison of CTBS results -- eighth grade, Clearmont Middle School,
1983 86 (in percentiles)

Reading Language Math Science Social Science

1983

1986

36 38

70 65

37

65

39

62

46

65

Source Haycock and Navarro (1988)

ing students as inadequate learners has been discontinued and with that low
expectations from students. Remedial courses have been eliminated. In place of a
compensatory approach an orientation toward achievement has led to the follow-
ing accomplishments: institution of a core academic course, individualization of

truction, participation of parents in school and in their children's education,
and teamwork among teachers. Test scores at Claremont have risen sharply. In
1983, in the five basic academic subjects tested in the California Test of Bask
Skills the highest percentile score fo- Claremont's eighth graders was 46. Three
years later, the lowest eighth grade score was at the 62nd percentile (see Table
1(1.12).

The Effective School's orientation to bilingual education departs markedly
from the compensatory approach. A non- English-speaking and limited-English-
speaking student is not perceived to have a handicap, even though the goal is to
integrate the non- and limited-English-speaker into the educational mainstream
by moving them systematically to a mastery of English. For that to happen,
the principles applied to Effective Schools in general, are applied Epecifically to
bilingual instruction. When those principles are scrupulously followed the results
have been quite positive.

A close examination of one particular effective school [not Claremontj,
serving more than 50 per cent Mexican American students with limited
English proficiency and low socioeconomic status indicated that goals
and objectives along with grade-level expectations were clear. In most
curricular areas, rich Spanish-language materia!s were utilized on a con-
tinuum of Spanish-to-English instruction. The school was in the lowest
quartile of district schools in SES but in the top quartile in achievement
as measured by district proficiency tests ... the school staff worked
together ... to improve instruction ... The emphasis (w asj on '...
contmual instructional implovement. (Garcia, 1988. p 39( I)

In this school, bilingual and monolingual teachers collaborated for total
school ownership of the program. 'In addition one-third of student participants
were non-I lispanic fin ihering an adoption of program ownership by non-Hispanic
parents' (( arcia, 1988, pp. 390-1). By enriching the curriculum and elevating the
standards, an Effective School bilingual plogram simultaneously led to higher
at. adeinic pertOrmance as measured by standardiied proficiency tests and built a
constituency among monolingual non-Hispanic parents Reducing divisiveness
is an attribute of the Effective School that is not to be found in compensatory
prog To ms
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Although affirmative action is not an articulated component in the Effective
Schools strategy. there is more than implicit commitment to increasing minority
leadership in schools Because of the emphasis on standards, hoceser. there is
also an insistence on high quality of performance The internal logical problem
for the Effective School is its strict adherence to existing standards. With that
approach, equal representation in teaching and administration would have to be
postponed until the Effective School is universal and in operation long enough
for all students to have profited from its cumulative benefits There is a contra-
diction between an insistence on traditional standards and the desire to have more
minority teachers that is largely left unattended by the Effective School.

The elimination of tracking and the instilling of high teacher expectations
for students are crucial elements in the Effective School thinking. Tracking (and
ability grouping) are processes used to provide students an education commensu-
rate with alleged level of current functioning and a decreed potential for growth.
The level of assignment is highly correlated with background factors, and stu-
dents in different tracks get different educations. The differences in curriculum
and nature of instruction are extensive. Their extent have been carefully chroni-
cled in recent years (Oakes, 1985). Compensatory education is consistent with
tracking, but the Effective School advocate sees tracking as a major structural
impediment to minority school success.

Throughout the Effective School's limited history the concern has been with
the treatment students receive in the classroom. The strong leadership. the rich
curriculum, the collaboration between teachers, and teacher with patents, are all
designed to bring about better instruction (see Figure 10.3). A vital component is
the expectations that teachers have of students. Although often reduced to a
slogan expect more, get more; expect less, get less there is much more to
teacher expectations than that. A considerable body of knowledge has been
developed on which programs can he based. The importance of teacher expecta-
tions has been both hailed and ridiculed. The most celebrated experiment that
claimed strong student effects from raised teacher expectations (Rosenthal and
Jacobson, 1968) was highly controversial (Elashoff and Snow, 1971). But as the
dust settled and data were accumulated, a consensus has been reached teachers
belief's about student abilities do influence student performance. The influences
are no teachers expectations do not affect all students nor is the
effect k,und in all situations. but differing expectations lead to very different
classroom practices. That is. students who :ire expected to achieve do more
meaningful things, have more autonomy, arc more often challenged to think, are
encouraged to self-evaluation, receive holiest feedback, and get more respect.
Students expected to perform poorly are the Rodney 1)angertields of education.
They get no respect (Cooper and Good, 1983: Good and Brophy, 1986).

The Effecfive School is for change, hut for a very restricted change. The
change advocated is extension, not reformation. The Effective School aspires for
the disadvantaged the same curriculum, support, and expectations of success the
advantaged have always had. The criticism of education or other institutions by
the I fie( nye Si hool proponents are directed neither at the si7e of the pie nor the
baker, lime objecnons are to the servings. The Effective School is an argument
fin- a larger shce of the pie. The focus has been on getting a fair share of
university admissions (based on merit) and let things go from there. The inescap-
able inference is that if more Chicanos graduate f'roni the university and from
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Figure 10 3 Chicano school performance Evsting v Effective School

83

Existing School

remedial tracks
low expectations
limited curriculum

Effective School

83

rich curriculum
college prep classes

high expectations

Race/ethnicity

graduate from high school

enter college

graduate from college

college, the entire community will, also benefit. The income base of the cotnmun-
ity will be,raised, its poverty reduced, hope will replace hopelessness, and even
crime will somehow be reduced. The knowledge and the resources that know-
ledge brings will ineluctably extend to the entire community. It would be hard to
dispute that if successful in its mission, the Effective School approach will reduce
the incidence of poverty in the Chicano community.

There are dangers inherent in the strategy that have been ignored. William
Pink summarizes criticisms of the Effective School movement. He faults it for:
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1) not developing a single definition of an effective school; 2) using
different selection criteria to identify schools for study (e.g., random vs.
purposeful selection) and for not comparing 'effective' with 'average'
schools; 3) using different instrumentation, and in some cases different
methodological paradigms, to generate and analyze data; 4) using only
correlational data where causality was specified; 5) failing to detail a
definition for each of the effective schools' components such as 'strong
leadership' and 'high expe -itions', and how each of these components is
related to each other and in turn to school effectiveness; (i) failing to
specify which instructional strategies are effective for which students; 7)
failing to explore how the effective school components were originally
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developed in those schools in which they were observed, and finally 8)
failing to explore how the effective schools' components can be success-
fully transported to another building (1988. p. 201).

There is no assurance that the Effective School can be generalized or that it
can sustain its gains. The successful Effective School experiments have had
outstanding leadership. Whether there are enough such leaders for all schools is
certainly unknown, nor can it be determined with any certainty whether that
leadership can continue over a long haul or get the support it needs once
education is no longer in the limelight. At the present time we do not know
whether the gains cited for the Effective School are treatment effects caused by
the intervention or selection effects of two kinds: non-representative leader-
ship and a non-random selection of minority students.

The selection effect of students can be an important vitiating variable.
Careful culling of students would make transportation from site to site ex-
ceedingly difficult. As an Effective School gets a good reputation it becomes a
magnet and upwardly mobile families strive to enroll their children in it; con-
versely, to sustain a safe and orderly environment, undesirable students (and
sometimes teachers) are sent to some less effective school. It is also possible that
the gains, whatever they may be, are transient. Education reform has seen a great
many breakthroughs and turnarounds that did not last very long. These cautions
should,not detract from what has been a very encouraging beginning. One result
should never be allowed to be lost. Regardless of the ultimate fate of the Effective
School, it demonstrated to a considerable degree that students officially con-
signed with scientific approval to uneducability demonstrated that they could
master subjects normally only offered to the best and the brightest.

The Efkctive School may have some difficulties in demonstrating that it can
sustain gains for minorities, but that is not where its greatest difficulties lie. The
greatest problem for the Effective School is its fit in the political economy. Those
who advocate the approach persistently refuse to consider the relationship of
school to the work world and to dominant government policy. Although the
thrust is to get everyone to succeed in a rigorous academic curriculum, unfortu-
nately the world is not organized for that much academic success. The more
success, the more unhappiness there will be if the work world continues in its
current pattern and is unable to increase good jobs at the same rate that creden-
tials and degrees are earned. A mismatch between too few available jobs and too
many qualified applicants can be explosive. In such a situation, every good job
gained by a Chicano means that an Anglo or Black or Asian comes up empty. It
is because there is a willingness to accommodate a system that demands unem-
ployment, underemployment and poverty; the Effective School is characterized
here as an equal inequality strategy. Unless there is substantial growth in good
jobs or improvement in transfer payments, toe lowering of poverty fbr Chicanos
must mean a rise in poverty for sonie other group. In fairness to proponents of.
the Effective School. they appear to accept the Nation at Risk vision of a rapidly
increasing demand for a highly educated work force. At the present time that
vision is not supported by either a compelling logic or by data.

The Efkctive School. like the the Compensatory Approach model, is top
down and elitist. It has not come into existence as a response to a populist
demand, although it can rightfully claim that there is increasing community
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support for its activities. This support, however, is not organized nor recognized
in places where key political decisions are made. Many advocates of the Effective
School wistfully believe that as the ethnic/racial makeup of the country and the
state changes so too will its political power structure. Undoubtedly changes will
accompany demographic change but not necessarily in the direction of an equally
educated society. Unless there is a substantial reorientation of priorities and
political thinking, thc extent of education provided children will reflect more
fiscal policy than educational policy. A nation that is not willing to spend much
money on education will not get an equal education society, regardless of the
value systems of its educational leadership. Providing a quality education for all
becomes an even greater challenge when tight budgets are confronted with a
rapidly growing, largely non- and limited-English-speaking student population.
These arc the crucial policy issues for California's education that most directly
impact Chicanos that tend to be ignored by the Effective School movement
(Guthrie et al., 1988). The huge immigration to California does mean California
will soon be a minority state, but this may be more destabilizing than it will be
constructive. As Blacks decline in numbers their leadership for equality will be
diluted and there is no indication that any other ethnic group is ready to assume
the historic role Blacks have played in generating political support for equality.
As different minority groups vie for power and try to get a larger piece of a
shrinking pie, one very distinct possibility is increased squabbling. Without more
vision than the Effective School. the most likely political response to increased
eligibility for a too small credential society is unhealthy division. As the middle
of the economy disappears and the choices are either affluence or poverty, the
most likely consequence is more abrasive division within an ethnic group as well
as between ethnic groups.

The Effective School is necessarily authoritarian. A major emphasis is on
strong leadership, and students succeed to the extent they follow the leader.
Because so much of the program is prescribed, development is also prescribed.
Today, when democratic considerations are at a low ebb, authoritarianism in thc
school may not be regarded as a serious deficiency. Underestimating the import-
ance of democratic schooling could be, however, a serious mistake.

The Effective School is not only authoritarian, it is also conservative. Like all
conservative strategies, its goal is to facilitate assimilation into the society. Such
assimilation requires an unexamined acceptance of existing curriculum and stand-
ardized evaluation. The mad rush to erase everything real and imaginary
attributed to the permissive 1960s and the deleterious effects these heady times
supposedly had on schooling has led to a general acceptance of a challenging
'core curriculum. That was the central thrust of A Nation at Risk. Designing a
rich core curriculum is a bandwagon on which many have jumped. Mortimer
Adler and some of his friends dreamed up a core curriculum, The Paidcia Pro-
posal, that they think would enable all individuals to develop into well-rounded
'culture carriers' who with that knowledge could work cooperatively to solve the
world's most pressing problems (Adler, 1982). Allan Bloom wants an elite
curriculum to exclude women and minorities, believing their inclusion has ruined
the academy. His Clming of the Amernan Mind, not coincidentally, has been a
runaway best seller (Bloom, 1987). E.D. Hirsch believes only when heretofore
excluded populations, Blacks and other minorities, become 'culturally literate'
(i.e., share a common understanding), will they be able to escape poverty and
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ascend to first-class citizenship He has generated a list of what he insists is
culturally necessary knowledge (Hirsch, 1988).

The need for a shared understanding is not the significant issue. An intercon-
nected shared understanding is an essential ingredient in a quality education. At
issue is the nature of that knowledge and how decisions arc made regarding it.
Effective School advocates believe that the curriculum served up to the affluent
contributed to their affluence. Perhaps, but it is just as likely that the curriculum
was organized to entertain affluence not to edify them. Furthermore, a curricu-
lum that organizes persons to positions of superiority may not be the curriculum
needed to overcome conditions of oppression. The anthropologist Jules Henry,
after examining the textbooks in the 1960s concluded that students went to
school to learn to be 'stupid' about: race, labor, economics, poverty, commun-
ism, and war (Henry, 1968). Frances Fitzgerald makes a similar point in America
Revised (Fitzgerald, 1979). The Effective School 'rich' curriculum may be just
that, a curriculum for the rich. It too, may be an updated education for stupidity.
Because there is an unwillingness to truly examine the very hard problems the
world faces, the coi-e curriculum is likely to be a sugar-coated placebo. It is
organized only foi- school. Textbooks,

... portray the world as a utopia of the eternal present a place
without conflicts, without malice or stupidity ... these bland fictions
propagated for the purpose of creating good citizens, may actually
aclneve the opposite; they give young people no warning of the real
dangers ahead. (Fitzgerald, 1979, p. 218)

Fitzgerald refers specifically to history books, but the Effective School core
curriculum suffers as do all other projected core curriculums from a lack of
reality in all subject areas.

It is difficult to get an accurate perception of reality when all the important
evaluation measures arc so closely linked to the classroom. Because there is no
external validation applying school-obtained knowledge to important out-of-
school problems the amount of bias in measures is difficult to determine. The
Effective School strives for achievement on standardized tests that may underrate
what Chicanos really know. The bias may exist ill the psychometric structure of
the test. It is also likely to be in reactions to the testing procedures (e.g., test
anxiety).

laime Escalante, an outstanding Effective School educator depicted in the
filmStand and Deliver, organized his calculus teaching to help his Chicano and
Chicana students succeed in .1 subject normally monopolized by Anglo students
who attend high status schools. His students scored very high on the stand-
ardized test developed by the Educational Testing Service (ETS), causing the
ETS to investigate and ultimately require those students to submit to brutal non-
standardized retesting. Escalante did not object to the test, but to the
differential treatment his students received in the testing, which he clearly
believed was prejudicial along ethnic and social-class lines. Thus, Escalante, like
all good Efkctive School educatorsiccepted the system's parameters, he just
wanted his students to be treated no difkrently than advantaged students who
attended highly regarded high schools. As Valencia and Aburto (this volume)
underscore, he wanted to demonstrate conclusively, and he did, that Chicanos
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were not only educable, but as educable as students reputed to be intellectually
supenor. While indeed Escalante's students appear to be as educable as youth
from the most advantaged backgrounds, what he demonstrated may not be either
enough or the most desirable path to take.

In sum, the Effective School movement is a promising development. Some
aspects of it high expectations and a quality curriculum appear to be vital to
any successful effort to reduce Chicano school failure. Its strength is its clarity of
purpose. Its weaknesses are too narrow a focus and too imprecise actions. The
strategy operates without consideration of broader political and economic issues.
Because it is totally a school-centered strategy it may have even less impact on
the political economy than the compensatory strategy it has moved to displace.
The attack on the compensatory strategy could lead to a dismantling of categori-
cal aid (e.g., ESEA) and the loss of revenues that those programs have brought
through the hiring of community residents. Such a possibility could also lead to
an even greater disparity be. .en Chicano adults in the classroom (e.g., teacher
aides) and Chicano studen .an currently is the case. The lack of consideration
of broader issues is reflected in curriculum and evaluation. The Effective School
accepts existing curriculum and evaluation and wants only an equal share of the
existing world for minorities. According to current law, a fair share of admis-
sions to the University of California would be the top 12.5 per cent of Chicanos
graduating annually from California's high schools. That would require a three-
fold increase in the current eligibility rate for University admission. Tripling the
Chicano admission rate to the University would be a remarkable achievement,
but would still leave 87.5 per cent unaccounted for. What would happen to them?

The prospects for the 12.5 per cent who conceivably get to the University
because the Effective School succeeds is also in doubt. Effective School propo-
nents are exceedingly optimistic about future opportunities for academically
successful minority students. The optimism ignores important realities. The
Effective School approach rose to prominence during a very conservative decade
in American history and seems to have absorbed much of the Orientation of that
period. A very strong element in the Effective School is collaboration with
business leaders, and while it is important for education to be symbiotically
related to business, it is also important to have a measure of critical independ-
ence. Business leader pronouncements are not gospel; they reflect a particular
slant not necessarily supportive of the political and economic health of minority
communities. In planning for the future, consideration should be given to the
'sustained prosperity during the decade the Effective School has been in exist-
ence. This prosperity not only failed to help Hispanics (and presumably Chica-
nos) they got poorer (see Valencia, Chapter 1). Imagine what would have
happened to Hispanics it', instead of rosperity, there had been a depression? One
very distinct possibility would be a demand for greater change than is found in
the Effective School. Effective School supporters claim that if Hispanics had not
been assigned to unchallenging tracks and taught by teachers that expected little
from them, they would have been able to benefit from the economic conditions.
But the economic conditions, as good as they were, were not good enough to
provide all college graduates with good jobs as previously reported. In 1986,
20 per cent of college graduates were in jobs that required no college education. If
in this period Chicanos had greater representation in the college graduate group it
is very likely that their representation in less than college requirement jobs would
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in all probability have been Lven greater since Chicanos have lower incomes for

s ears of education than Anglos Moreover if Chicanos were more represented in

the ranks of the college graduates, Anglos would have had less representation in
this advantaged group w ith very difficult to predict results It is not at all clear
that increased education w ould in itself overcome the other political advantages
and sponsorships into employment that Anglos presently enjoy. Attempting to

gain advantage within a political economy without a clearly defined vision and a

political strategy to reach that vision is a risky proposition, at best. It is much too
early to conclude that the Effective School approach will either help or hinder
Chicano advancement in the political economy.

A Democratic Education and its Implications for
Chicano School Success

There is no unanimity about democratic education. Dewey's, 'what the best and
wisest parent wants for his own child, that must the community want for all of
its children' (1900, p. 7), is an attempt to enlarge the concern of democracy

beyond the individual. That is certainly a part of a democratic education. The
foundation on which the Effective School rests is the idea that the disadvantaged
minority child deserves the same education 'the best and wisest want for their
children'. To that extent the Effective School is democratic. But the best and the
brightest may be very wrong (see Halberstam, 1972). Amy Gutmann goes far
beyond Dewey in her definition of democratic education and warns about abuses

in the name of democracy.

Citizens and public officials can use democratic processes to destroy
democracy. They can undermine the intellectual foundations of future

democratic deliberations by implementing educational policies that
either repress unpopular (but rational) ways of thinking or exclude some
future citizens from an education adequate for participating in democra-
tic politics. A democratic society must not be constrained to legislate
what the wisest parents want for their child, yet it IMIri be constrained

not to legislate policies that render democracy repressi ve or discrimina-

tory. A democratic theory of education recognizes t'le importance of
empowering citizens to make educational policy and also constraining
their choices among policies in accordance with those principles of
non-repression and nondiscrimination that preserve the intellectual
and social foundations of democratic deliberations. A society that
empowers citizens to make educational policy, moderated by these
two principled constraints, realizes the democratic ideal of democracy.
((;utmann, 1987, p. 14)

Democratic education is persuasion rather than coercion. It is not 'kinder and
gentler' authoritarianism, or even authoritarianism that can be established to be in
the interest of those being led. It is not any kind of persuasion; it is universal and

significant discussion about significant issues. Democratic education is neither
subordinating the individual to the interest of any group, nor is it the elevation of

the individual over the group. It is most certainly not everyone doing his or her
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thing Dewey's idea of voluntary association is a critical element that works only
if there is persuasiveness to the association Democratic education is both a means
and an end The means is informed debate leading to reflective action, thc ends
are a society 1) where decisions arc made on the basis of universal participation in
informed action, 2) where the majority rules only to thc extent that specified
rights of minorities are respected; and 3) where the decisions made equally
encourage all members of the society to full participation in every facet of the
society.

Shirley Engle and Anna Ochoa identify five tenets of democracy: 1) respect
for the dignity of the individual accompanied by respect for differences of
feelings and opinion; 2) the right of individuals and groups to participate in
decisions within the society as a whole; 3) the right of all individuals to be
informed '... the widest and freest distribution of information to all of the
people is a democratic necessity, and therefore the education of the masses is a
central concern of a democracy' (Engle and Ochoa, 1988, p. 10); 4) the assump-
tion of an open society where change and improvement are taken for granted;
and. 5) an independence of the individual from the group.

Presented here is a particular version of a Democratic School that embraces
many of the practices of the Effective School, but not all of them. Elimination of
tracking and expecting high levels ofcompetence are indispensable to a dernocra-
tic education. but these are not deemed to be sufficient for the elimination of
Chicano school failure. The fundamental difference between the two strategics, is
in the assessment of the nature of the problem facing education. A Democratic
School advocate does not believe that the problems to be solved rest solely within
the school nor does he/she believe equality can be attained by extending the
schooling to minorities that affluent populations presently receive. The long-term
goals of change are far more ambitious in a Democratic School than in either the
Compensatory or Effective School models. The day-to-day practices are no more
ambitious. The problem posed in this book -- Chicano school failure is
perceived to be the consequence of the failure to institute democratic schooling
practices. A truly democratic school is not only an equal opportunity school, it is
also one that takes into consideration poverty and other pressing world prob-
lems. One important difference between the Effective School and a Democratic
School is that the latter strives for more than a redistribution of the pie; it
critically examines the ingredients of the pie.

Democratic Schooling involves an articulated challenge to everyone to
participate in the development of an understanding of the requirem.:nts of a
democratic educational process. A Democratic School is one in which there
is a conscious striving to organize all school activities toward compliance with
mutually agreed-upon requirements. A Democratic School can be conceived to
have four components: knowledge; participation; rights; and equal encourage-
ment (Pearl, 1988). These components are similar to the tenets identified by
Engle and Ochoa (1988).

When knowledge is addressed from a democratic perspective, a crucial
question is raised; knowledge for what? And that question is an invitation to a
(Iebate. What the Effective School considers closed is wide open in the 1)emocra-
tit 'idiot)] in a Democratic School every student is provided with sufficient
knowledge to permit each to he an informed participant in debates about policies
directed toward: establishing world peace, overcoming poverty, preserving the
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hability of the environment, and defining and achieving racial, ethnic, and
gmder equality. The Effective School asks adult authorities to solve the problem
of inequality: in the Democratic School students are.expected to play a significant
role in studying the problem, proposing solutions, and acting on those proposals.
The difference is active participation in the development of knowledge versus
passive absorption of authority defined knowledge.

A Democratic School is not only concerned with big issues, there is also
concern for individual quality of life. In a Democratic School every student is
provided with the knowledge and experience to have equal choice in work,
politics, culture, leisure and personal development (Pearl, 1972). With work, the
Democratic School and the Efkctive School differ in that, in the latter, students
are asked to help shape the configuration of work.

Equality from the D..emocratic School perspective moves from solely an
evaluative judgment to a curricular concern. Chicano school success, for exam-
ple, becomes a subject to he taught, and subsumed under it are the artificially
abstracted subjects -- English, social studies, math, science, foreign languages,
and the arts. These same 'subjects' provide the intellectual foundation for solving
other problems, but in each instance, the knowledge is developed with the
problem in mind, not the other way around. Unless all students are taught that
they are responsible for solving both their own and the world's problems and the
school has the responsibility for providing them with the opportunity to develop
the knowledge necessary for solving important issues, the resolution of pressing
problems must be delegated to sonic unspecified 'others'. Unfortunately, in
important areas the 'others' do not agree and they are forced to turn to the
uninformed to adjudicate the diffcrences. Ignorance does not relieve any citizen in
a society that aspires to be democratic from responsibility, but merely guarantees
that the final decision will not bc based on knowledge or logic. Even if a group
of 'super knowers' could come to a consensus on a particular matter there is no
assurance that the people not involved in the decision-making would permit
effective action to be token. An innnformed electorate may not be able to solve
any problems, but that ignorance does not prevent the sabotaging of solutions
imposed on the ignorant by some ate. In many instances the ate-inspired
solutions were wrong. I he errors made by ates and sabotaged by ignorance do
not constitute a defense of ignorance. The mobility of ates.to be right on all or
even most important issues only makes the case for a Democratic School more
powertiol.

CInc.mo school failure 1., both a big picture and an individual concern. The
knowledge developed and orgainzed for solving the problem is presented at both
levels. At one level, the student is prepared to be a citizen with responsibility for
deternimmg school policies and other policies that inipmge on the issue of.
CIncani) s boo] failure. At die other level, .111 students are encouraged to succeed
in all of society's legal activities and in all of society's sanctioned activities and to
derive fully the benefits of citizen in a democrotic school. The two levels are
interrelated and are taught with the interrelationship in mind.

1 he issue of knowledge is a critical one for education. l'wo sep.uate issues
rtquire more dhimmation. One, is the know ledge sonic tent to meet the goal ot
informed citizen? The other, does the curriculum family treat all groups and
individuals? It is hard to dispute .die low level of knowledge requirement in
todoy's schools. Almost every observer of the school finds it a stupid place
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(Cusick, 1983, Good lad, 1984, Jackson, 1986, Welsh, 1986) Reform has not made
schools more intellectually stimulating, if anything, they are more vapid and
deadly. Ask any high school student, 'how was school today?' and the vast
majority will answer, 'borrrrring'. That response stimulates school authorities to
lower intellectual demands. The Effective School seems bound and determined to
make schools as deadly for thc minorities as it has been for the affluent. The issue
is not only that school knowledge is unengaging. It may also be off the mark.
What is taught is not what people really need to know to be creative influences in
the emerging world (Sirotnik, 1983). What is taught about peace, poverty, labor,
race, gender, class and ethicality is both superficial and often distorted.

Peace is not an nnportant curriculum area in US education. Most textbooks
on education give it no more than a line, including it as an elect topic in social
studies (Gutek, 1983; Hessong and Weeks, 1987; Johanningmeier, 1985; Johnson,
Collins, Dupuis and Johansen, 1988; Levine and Havighurst, 1989; Ornstein and
Levine, 1984; Provenzo, 1986; Selakovich, 1984; Smith, 1987; Walker, Kozma
and Green, 1989; Wynn and Wynn, 1988). The History-Social Science Curriculum
Framework issued by the State Department of California makes passing refeiences
to issues of war and peace but these are only incidental and tend to reinforce
existing US foreign policy. The course descriptions included in the framework
are designed to provide 'an integrated and sequential development (State Depart-
ment of California, 1988, p. 29). The course descriptions are intended to be
merely 'illustrative' (ibid., p. 29) rather than prescriptive, hut these guides clearly
indicate an absence of concern for preparing students to be leaders in foreign
policy development. It is not until students reach the tenth grade that they begin
to deal with peace issues. In this year students learn about World Wars I and Il
and the rise of totalitarianism under Hitler and Stalin. They are expected to
discover how ... Western leaders abandoned the Polish government-in-exile
and acquiesced to Stalin's demands for Poland and learn about, the
Vietnam War and its aftermath, particularly the genocide committed in Cambo-
dia by the Pol Pot regime' (ibid., p. 89). In the eleventh grade students are
introduced to foreign policy. They learn about Theodore Roosevelt's "big
stick" policies ... President Wilson's Fourteen Points and the League of Nation',
and from World War II they learn, '... this war taught Americans to think in
global terms ... land to] grasp the geopolitical implications of the war and its
importance for postwar international relations' (ibid., pp. 96-97). A major concern
in the eleventh grade is on the Cold War and on the actions based on cold war
thinking. In this year students are made aware of 'President Eisenhower's warn-
ing about a "military-industrial complex" (ibid., p. 98) and the impact that
increased military demands have on the ability to meet civilian needs. It is at this
tune in a student's career that she or he learns about policy toward Latin
America, '... and the spread of Cuban influence, indigenous revolution, and
counterrevolution in Nicaragua and El Salvador in 1908' (ibid.. p. 98). Students
are asked to consider foreign policy from difkrent political party perspectives.
Recommended for the concluding element of a one semester twelfth-grade 'Prin-
ciples of American Democracy lcourse is) ... an activity in which students
analy/e a major social issue.... Among the topics that might be addressed are:
... nuclear arms proliferation and arms control ... p. 107). Nowhere in
this panoramic sw eep of events and concepts is there a specific call for a systema-
tic analysis of four competing approaches to foreign policy: peace through
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strength (current policy), peaLL through multinational actions (United Nations or
some extension of that approach). bi-lateral agreements (SALT and extensions of
that approach), and unilateral disarmament initiatives (large-scale reduction in
military expenditures).

While all students should know more about different approaches IO foreign
policy, Chicanos have a particular concern with peace issues. The East Los
Angeks Chicano Moratorium, at which the demand for an end to the Vietnam
War was made, signaled in may ways the consolidation of a Chicano conscious-
ness (Munoz, 1989). A foreign policy dictated by overwhelming military
strength could also impact heavily on Chicanos. Any unnecesury dollars spent
on defense could have adverse effects on the quality of Chicanr life because those
expenditures could preclude funding activities that could reduce poverty, and as
previously cited Chicanos are disproportionately involved in poverty.

Poverty receives an interesting treatment in education. It is a part of the
curriculum but only as an historical oddity, and it is also presented as a justifica-
tion for compensatory education. In the course descriptions provided in the
I listory-Sofial Science Curriculum Framework (State Department of California,
1988), poverty crops intermittently. In the eighth grade students are expected to
learn that the early years of the Republic were characterized by boom and bust
that 'created both progress and poverty (p. 71) and later, during the rise of
industrialism after the Civil War, students arc to be told there was a dark side
to America sweat shops, grinding impoverishment, and prejudice directed
against Hispanics, Blacks, Jews and others. Toward the end of the year students
learn that great strides have been nude in the twentieth century to overcome
poverty 'while a significant minority (p. 75) continue to be left behind.

During high school students are expected to become more analytical. Social
studies in these years are designed 'to deepen and extend their understanding of
the more demanding civic learnings' (p. 76). The deepening of understanding of
poverty begins in the eleventh grade with an 'in-depth study ... the Progressive
Era' (p. 94) and the effbrts of muckrakers, for example, Lincoln Steffens, and
novelists, Upton Sinclair for instance, to awaken concern for the downtrodden
and poor. Poverty again becomes a topic for discussion in cohnection with the
Great Depression of the 1930s (also in tilt: eleventh grade). Since World War II,
poverty is treated as a minority problem, and as a minority problem it is neither
accurately described nor seriously analyzed. Me Poverty Program of the 1960s is
given at most a quick once-over with particular interventions. such as Affirma-
tive Action, illuminated neither by a logic nor sufficient supportive evidence for
students to make sense of the efforts to reduce poverty in populations where it is
concentrated. Of much greater importance is the dearth of consideration of
different possible strategies fbr the elimination of poverty. This is particularly
true today when there is virtually no political debate of alternative approaches to
any social problem. Not too long ago progressive taxation or other governmen-
tal interventions were given sonie consideration as measures to improve the lot of
those at the bottom of the economic heap. Now, no idea is floated until there is
substantial evidence of an already existing large-scale support. Notions and
visions dut stimulated debate twenty years ago guaranteed annual income.
stimulation of the economy, government-generated full employment and com-
munity action (Lampman, Theobok1, Pearl and Alinsky, 1966) simply are not
part of the current intellectual scene.
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Education textbooks are organized to produce one of two effects, poverty is
either an Important cause of school failure or schools arc organized to keep the
poor at the bottom of the social ladder (e.g., Ornstein and Levine; 1984; Smith,
1987). In one instance the inference is that compensatory education is the desired
response and in the other there is the implicit conclusion that nothing can be
done. And while some textbooks are critical of current school practices there are
virtually no practical suggestions for improving schooling. Receiving no mcntion
is the idea that poverty should he part of thi: curriculum and students should be
challenged to review and evaluate alternative solutions as thcy struggle to (Ie-
velop solutions of their own.

The environment has become increasingly a topi( of class discussion. As
early as the fourth grade the History-Social Siience Curriculum Framework (State
Department of California, 1988) calls for children in California schools 'to ex-
plore the relationship between California's economic and population growth in
the twentieth century and its geographical location and environmental factors' (p.
50). Textbooks on social studies in the elementary school subsume the environ-
ment under the study of geography. Human alteration of the environment for
good and bad are briefly and superficially considered in elementary school.
Energy is a topic to be considered. The proposed curriculum does not do what
Schunke insists is needed.

The world is facing a number of energy problems such as dwindling
fossil fuels, increasing energy costs, the nuclear controversy, energy-
related environmental problems, and the unequal distribution of energy
resources throughout the world. These and other problems require
confrontation and resolution. (Schunke, 1988, p. 73)

Consideration of energy or any other enviromnental problem is not likely to
improve the lot of CLicanos. When the environmental movement caught the
imagination of Americans, it displaced concern for the plight of minorities. And
while Chicanos and other minorities tend to siaThr the most from environmental
devastation -- vorking in unsafe conditions, living in and about toxic waste,
suffering the most during periods when energy costs rise, etc., it is also true that
Chicanos can be the victims of environmental action. A recommendation in the
listory-Social Science C:urrieulum Framework. calls for an examination of 'the Con-

flict between increased economic growth and environmental priorities' ',State
Department of California, 1988, p. 78). This conflict often translates into liveli-
hood (jobs) versus livability (the environment). Chicanos have difficulty getting
jobs when unemployment is low. When the economy is restricted because of
environmental con' ,lerations those who have the greateSt difficulty securing
employment suffer the most. Asking students to invent a full-employment,
non-poverty economy that sustains a healthy environment is never .1 considera-
tion in current curriculum frameworks.

The argument of ideological bias in the curriculum designed to reproduce
class, gender and racial inequality is substantive. It is not merely that issues of
Justice are inadequately treated in the curriculum, school practices reinforce
unequal treatment (Apple, 1979, Friere. 198S; ( iroux, 1981) The argument goes
like this: 'Schools arc not insulated from racism, sexism, classismmd handicap-
ped in society. Tho nun-or these fUrins of- social stratification, and in several
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ways contribute to their reproduction' (Grant and Sleeter, 1985, p 142) Re-
search tends to support lack of equality in curriculum Subtly, and not so subtly,
students learn that thc 'most important things are done by white, wealthy men,
that students have little power to shape thc conditions of institutions within
which they live; and that injustices ... are in the past tense and are no longer
issues' (Grant and Sleeter, 1985, p. 144). Grant and Sleeter examine how the
most celebrated reports on educational reform have dealt with these inequalities
and find them timid and superficial. For example, Mortimer Adler in The Paideia
Proposal (1982) allows that many students grow up immersed in poverty but he
does not recommend 'that schools help them critically examine this problem, its
roots, and possible avenues for change' (Grant and Sleeter, 1985, p. 150).

Probably the most dramatic evidence of exclusion of Chicanos from the
curriculum is found in EA/ Hirsch's Cultural Literacy (1988). Hirsch, like Adler,
calls for a common core of knowledge that all in the society must know if they
are to be 'culturally literate'. He and a few colleagues develop a listing of critical
knowledge consisting of approximately 5,000 names, dates, quotations, events,
etc. In that enormous inventory the word Chicano is included but, apart from
Joan Baez, no Chicanos or Chicanas.. John Wayne is on the list, as is Shirley
Temple and Babe Ruth and Superman. Not to be found in this compendium of
What Every Amerkan Needs to Know (the subtitle of Hirsch's book) are the likes of
Ernesto Galarza, Tomas Rivera, Luisa Moreno, Josefina Fierro, the Sleepy
Lagoon Defense Committee, or Caesar Chavez. It is not only Chicanos that are
excluded from this list but virtually all Latinos. Laurel and Hardy and W.C.
Fields are there, but not Cantinflas the Mexican Charlie Chaplin. Of course,
the non-Mexican Charlie Chaplin made it. Benito Juarez receives no mention,
while Davy Crockett, Bing Crosby. Al Capone, and John Dillinger and even
Archie Bunker get included some might conclude that is because he helped
create the list. In this instance. Chicanos receive very much worse treatment than
do Blacks. Hirsch includes a number of distinguished Black writers -- Maya
Angelou, Countee Cullen, Paul Laurence Dunbar, Gwendolyn Brooks, Langston
Hughes; sonic Black musicians are in the list Louis Armstrong, Scott Joplin.
Ella Fitzgerald, Chuck Berry (curiously Duke Ellington and Count Basic are
out); a sprinkling of Black scientists Benjamin Banneker and George Washing-
ton Carver; and assorted social activists Nat Turner, Sojourner Truth, Harriet
Tubman, Frederick Douglass, Booker T. Washington, W.E.B. Du Bois, Marcus
Garvey, Martin Luther King, Jr. and Paul Robeson (who could have been listed
as an athlete and artist as well). Making Hirsch's list is a distinguished Black
educator. Mary McLeod Bethune, a community leader, Ralph Bunche. and
sampling of athletes Joe Louis, Jesse Owens, Jackie Robinson, Hank Aaron,
Muhammad Ali. Nowhere to be found are such Hispanics as Carlos Fuentes or
Gabriel Garcia Marquez and countless other artists, scholars, political leaders,
even athletes. The only Latin Americans that Hirsch feels are worthy learning
about are Diego Rivera and Fidel Castro.

The absence of a Chicano body of knowledge in the curriculum is a contrib-
uting factor to Chicano school failure but how much the addition of a nurnber of
names sporadically thrown about in unconnected bits and pieces would help
is not at all clear. Many of the Blacks Hirsch recognins are included in the
curriculum and their inclusion has not materially improved school perform.uice
of Blacks. The arbitrary and somewhat capricious identification of vital know-
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ledge is a problem no maiter who or what is included. Knowledge, like every-
thing in education, becomes universally appreciated when that knowledge is used
to solve important individual and social problems. Hirsch makes claims for the
utility of his definition of 'cultural literacy'. But the claims ring hollow; there are
no specific problems that he shows will be solved with his notions of common
knowledge. How does knowing of the existence of Jirnmy Stewart (included by
Hirsh) aid us in anything other than trivia? Why should Jimmy Stewart be on the
list and Gary Cooper and Henry and Jane Fonda excluded? That the Hirsch book
could have received some critical acclaim is an indication of the inadequacy ot' the
debate over necessary knowledge. That debate will not be improved by experts
writing better books. That debate will be improved by involving a much wider
range of people in the discussions about necessary knowledge. The decisions
made about curriculum must be far more democratic than is currently the case. In
Democratic Schooling the debate about necessary knowledge is ongoing and
unending. Inequality becomes a major part of the curriculum, and the nature
of its existence is examined in depth as are all plausible solutions. The debate
is democratic when everyone participates with equal power and access to
knowledge.

Democratic participation is equal involvement in decisions that affect one's
life. In Democratic Schooling, students arid parents are deeply involved in de-
cisions about curriculum, discipline, budgets, co-curricular activities, school
organization, and selection of staff and administrators. Their opinions are taken
seriously. While both Democratic Schooling and the Effective School require
strong teacher and administrative leaders, the leadership is ,rry different. The
Democratic Schooling leader is a leader to the extent that she or he is able to
persuade with logic and evidence. One standard against which a democratic
leader is judged is acceptance of his or her authority. If no one voluntarily
follows, she or he is no leader. Winning a following is not sufficient: that
following has to be won on the basis of the quality of the argument. Such
leadership generates an atmosphere of reasonability and mutual responsibility.
The Effective School leader sets the tone and commands. There is little in that
system that is negotiable. The curriculum and the standards are fixed. Leadership
in such instances is efficiency. There is shared decision-rnaking, but only on the
means to non-negotiable goals.

The two approaches differ in their understanding of accountability. The
authoritarian Effective School is accountable upwards students to the teacher,
teacher to the principal, principal to the school superintendent, and ultimately to
national interest. In Democratic Schooling, accountability goes downward the
ultimate determination is made by the student. Being accountable downward is
defending with lc gic and evidence all requests made of students, to studepts. The
strength of the school is the quality of the arguments. In both types of schools,
effort is made to generate loyalty and student ownership of the process. In the
Effective School, the loyalty is won with immediate payoffs in improved per-
formance on standardized achievement tests and the long-tei in return is promise
of economic success. In Democratic Schooling, the immediate pay-off is political
influence in classroom activities (although academic performance would be an
important consideration m the decision-making): the long-term pay-off is an
extension of this gratification. Participation is intended to bring about a change in
definition of self, from a less self-centered to a more citizen-centered individual.
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In this sense, participation is a logical extension of cooperam learning that is
featured in some Effective Schools

Student rights are imr,ortant in a Democratic School. Included in these rights
are: 1) freedom of expression the right to express unpopular political senti-
ments and disagrt.0 u ith the teacher and other school authorities; 2) privacy
protection from prying and intrusion into personal space; 3) a due process system
of presumption of innocence, the right not to testify against oneself, the right to
counsel, the right to trial before an independent tribunal, and protection against
cruel and unusual punishments; and 4) the right not to be a captive audience.
Neither the Effective School nor the Compensatory Approach gives much atten-
tion to student rights, which are often sacrificed in thc interests of efficiency.
Even when fully un&rstood and Appreciated rights are not easily practiced; there
are strains between different democratic requirements. Universal education and
the right not to be a captive audience do not fit neatly together. and such strains
test the leadership of the teacher and administrator. In democracy, the test is
whether the authority can persuade rather than coerce. It is the lack of serious
effort to be persuasive on student rights that makes the Effective School an
authoritarian school. For rights to be a reality, they must be prominent in the
curriculum. It is inconceivable that anyone educated about democracy and rights
would elevate, for example, Oliver North to a hero status.

Equal encouragement in all legitimate activities of a society is a democratic
requirement that addresses both the distribution of benefits in the society and the
limitations in the opportunity structure. In Democratic Schooling there would be
considerable discussion and experimentation with three different understandings
of equality: equal treatment, equal result, and equal encouragement. The first of
th, is espoused by the Effective School whosii approach calls for treating all
students in an identical manner. Equal results require some form of redstribu-
tion, either voluntary or confiscatory, whereby some assets, wealth or special
services, of the advantaged are transferred to the disadvantaged. The Compensa-
tory Approach is a very modest and quite flawed form of redistribution. The third
would offer such treatment to encourage all to maximum competence. Each
of these requires thorough examination of a range of policies including: wage
policies, tax policies, the _role of government in the creation of services, or
in the redistribution of wealth and income, university admission policies, and
credentialing policies. Currently there is precious little discussion about equality
of any kind anywhere in our society, and most of it is acrimonious attacks on
limited efThrts to ameliorate underrepresentation of women and minorities.

The requirements of democracy enter into every phase of education
school structure, curriculum, classroom management, discipline, and govern-
ance. Deinocratic Schooling is organized on the premise that Chicano students
fail in school because Chicanos are victims of undemocratic practices in and out
of school. The lack of democracy extends far beyond a denial of schooling
affluent students receive. More important, by far, is the exclusion from the
decision-making that determines the education a person receives. In Democratic
Schooling situations are created that enable the powerless to become powerful
powerful in the sense tiiat they can understand the systems that act on them
sufficiently well to change them in a defensible and predictable direction. It the
goal of the Effixtive School is to master academics, the goal of Democratic
schooling is to put knowledge to work.

107

314



Chicano School Failure and Success

Democracy is never an all-or-nothing affair. In Democratic Schooling,
democracy is conceived of as a more-or-less proposition. The intent is not to
arrive at a perfect democracy, but rather to develop one that is more equitable
and better. Today, some populations in the society get closer to the benefits of
democracy than do others, and when they do they build barriers that make it
more difficult for the others to enjoy that which an imperfect democracy pro-
vides. Such a distortion is discussed in Democratic Schooling as a prologue to
developing in students the need to consider large systems, because only when
democracy is considered as a total system will it be possible for the excluded to
be included. When those in power create policies that deny access to the ex-
cluded, they undermine the foundations of democracy on which they stand. A
Democratic School thus is one that makes the world a better place for all, but not
without struggle or sacrifice. Part of Democratic Schooling curriculum is karn-
ing how to produce change democratically. In Democratic Schooling students
learn not only what should be changed but how to participate in Democratic
Social Change.

The basic assumption of a Democratic Social Change is that inequality is
deeply imbedded in all of society's structures and only a total political strategy
will lead to a significant and sustained reduction in Chicano school failure. The
strategy is informed by the belief that all change is political and that only
democratic political change can reduce inequality because it is only in democracy
that there is an interest in equality. Turning to democracy at this time may
appear to be a futile endeavor in that commitment to democratic understanding is
crumbling almost everywhere. Not only is there little concern for the democratic
concept but there is little interest in democratic activities. Fewer and fewer people
vote with each succeeding election. It is possible to extrapolate to a time when an
election will be called and nobody will come. Democracy is a meaningless
irrelevant term to school children; it never has had a footing in US education.
And yet, unless there is a turn to democracy, the conditions of inequality that
introduced this essay (and the other conditions that arc related to it: a deteriorat-
ing environment, a non-responsive government, an inability to achieve
non-violent resolution to international dispute, runaway growth in crime and
substance abuse, etc.) can only get worse. If democracy does not inform
education, some action distinctly undemocratic will.

Democrazy is important to education because education can never be under-
stood on its own terms (as much as the Efkctive School and (;ompensatory
Approach educators would like that to happen). Education always isind always
should be subsumed under national purposes. Joel Spring gene,-ates. a list of
national purposes that education has been required to serve (Spring, 1985). In the
1950s a right-wing initiative directed schools to win the war in space. In the 1960s
a liberal Democratic administration appealed to schools to overcome racism and
poverty. In the 197% the Nixon-Ford administrations called on education to
overcome unemployability (as distinct froiii unemployment) with expanded
vocational education. And in the 1980s education was reformed so that the
United States can regain its rightful position in the world economy. 'In none of
these eras did the pi iblic schools win the militar y arms race, end poverty, or cure
unemployment ... Education has been a political football ai,d has been made to
serve special interests' (Spring. 1985. pp, 86-7). Lthication as a subservient in-
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stitution must continue until a democratic education itself is raised to the level of
'national interest'. Anything less will be a repetition of failed efforts.

The case for a Democratic Social Change stems from two historical sources:
social reproduction theorists and social reconstruction theorists. The social repro-
duction theorists (Apple, 1979; Bowles and Gintis, 1976; Giroux, 1981) present
both logic and considerable evidence that schools reproduce the economic struc-
ture and ideological foundations of a society. Schools are structured to direct
students to appropriate stations in life and thereby preserve race, class, and
gender inequality. According to this line of thinking students are taught to accept
conditions of inequality as necessary and fair. In practice, ideological repro-
duction has changed over time. Once patriotism was a major emphasis of the
curriculum and the teaching. Frances Fitzgerald traces the changes in history
textbooks.

Ideologically speaking, the histories of the fifties were implacable, seam-
less. Inside their covers, America was perfect: the greatest nation in the
world, and the embodiment of democracy, freedom, and technological
progress.... Who, after all, would dispute the wonders of technology
or the superiority of the English colonists over the Spanish? Who would
find fault with the pastorale of the West or the Old South? Who would
question the anti-Communist crusade? (Fitzgerald, 1979, p. 10)

Today, social production is less acts of commission the active teaching of
mindless loyalty and more acts of omission the not teaching enough of
anything, and thereby discouraging students from becoming intellectually in-
volved with important issues. Students are taught just enough to be intellectually
paralyzed.

... texts have changed and with them the country that American
children are growing up into. The society that was once uniform is now
a patchwork of rich and poor, old and young, men and women, blacks,
whites, Hispanics and Indians. The system that ran so smoothly by
means of the Constitution under the guidance of benevolent conductor
Presidents is now a rattletrap affair. The past is no highway to the
present; it is a collection of issues and events that do not fit together and
that lead in no single direction. (Fitzgerald, 1979, pp. 10-11)

Social reproduction analysts make a strong case for what schools do, whether by
omission or commission, however, they leave us with very few specific practical
suggestions for change. No coherent program of action stems from their analy-
sis.

The social reconstructionists believe schools can be active initiators of social
change. Although he never formally identified with the classification, the most
celebrated social reconstructionist was George Counts (1932). His Dare the Schools
Build a New Sodal Order? made the case in the extreme. The argument is less
outrageous when put in the context of its time. A great economic depression was
sweeping the world and confidence in traditional leadership was low. Count ,

took the position that since some group of adults would necessarily impose
themselves on the child why should it not be teachers,
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... if [teachers] could increase sufficiently their stock of courage, intelli-
gence and vision [they] might become a social force of some magnitude
... To the extent that they ... fashion the curriculum and the proce-
dures of the school they will definitely and positively influence the social
attitudes, ideals, and behavior of the coming generation. (Counts, 1932,
p. 26)

Counts believed f:achers could not be greater bunglers than the financiers,
politicians and businessmen who he would have them replace. He did not
advocate that teachers indoctrinate students with a particular point of view, but
rather offer to them 'visions'against which all 'our social institutions and practices
... should be critically examined' (Counts, 1932. p. 27). In those dismal days,
Counts consigned capitalism to history's junk heap and looked to some form of
democratic collectivism for salvation. He was not particularly optimistic. His
reading of history informed him that brutal oppression and injustice were the
ways the American privileged responded to challenge. But he accepted Justice
Oliver Wendell Holmes' reading of Natural Law, 'We are all fighting to make the
kind of world that we should like'. He believed that teachers were obliged to
present students with a

... finer and more authentic vision [if they were critical of] ... so-
called patriotic societies [which) ... though narrow and unenlightened,
... nonetheless represent an honest attempt to meet a profound social
and educational need.... Only [when we as teachers offerl a legacy of
spiritual values will our children be enabled to tind their place in the
world, be lifted out the pre:-.ent morass of moral indifference, be liber-
ated from the senseless struggle for material success, and be challenged
to high endeavor and achievement. (Counts, 1932, p. 52)

Counts' call for democracy is neither convincing nor operational. A more
modest and defensible democratic change strategy, couched in a current context,
would be a paraphrase of Counts. something like, Dare the School Prepare Students
.for Democratic Citiz-enship? Such a call is consistent with the State Department of
California's History-Sodal Science Curriculum Framework (1988). The guidelines
recommend that for the twelfth-grade course on 'Contemporary Issues', students
prepare research on current social problems and present their positions at a

school-wide consortium (State Department of California, 1988). A Democratic
Social Change strategy would be more adventurous than that, but not much
more adventurous. In a democratic strategy, more debate would be encouraged
as well as action consistent with the position taken.

An education that prepares students for democratic change asks them to
accept responsibility for governance in the classroom, and the issuo of race,
gender and ethnic equality faced by students on a daily basis. Students not only
formulate tactics to deal with inequality, they also evaluate the effectiveness of
their efforts. It is not expected that all .students would be for equality. It is

expected that in a fair and complete debate, most people will be fbr equality and
that the will of the majority will prevail, while the rights of the minority re
protected. If that is not true, we are in very serious trouble.

One basic difkrence between the Effective School and Democratic School-
ing is the responsibility given students to define and solve the problem of
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inequality. Democratic Schooling takes the Effective School notion of 'everyone
can learn' and carries it one step further. If every student can learn, then every
student can act independently on that learning. That additional step transcends
the student from being a pawn in someone else's game to being an independent
agen t. in the creation of the future. The next step would be to allow those
stuients to find ways for voluntary association with others in collective action.
Democracy goes an additional step: democratic citizens not only act, thcy also
evaluate the effectiveness of that action and make the appropriate adjustments.
The strategy consists of ongoing intellectual action and reflection (Freire, 1968).

A democratic education may sound too theoretical or abstract to be useful. Is
there any evidence to indicate desirability and feasibility with particular relevance
to minority school failure? Not surprisingly, Democratic Schooling has had far
too few rigorous tests. What little there is, however, is encouraging. In the
1960s, the Upward Bound Program at the University of Oregon was an experi-
ment in Democratic Schooling. Special admission students (i.e., poor white and
minority low achievers) were challenged to be involved in the governance of the
program and to participate in other school reform activities at the University. At
the same time, they were encouraged to be excellent university students. Four
years later most of those 'inadmissible students' graduated from the University.
One who did not graduate on time was Mary Groda. She was recruited to the
University from a training school for delinquent girls. She was beset with many
learning difficulties and personal problems, but that did not prevent her from
becomMg a medical doctor. Her story is presented in the 1986 CBS film, Love
Mary. The democratic nature of the education she received did not get much
attention, nor did the fact that others in that program with equally undistin-
guished pre-college academic records graduated and went on to successful post-
graduate careers.

What distinguished the project was that it combined a rigorous traditional
curriculum with a curriculum that challenged students to create the future. The
workings of the University were demystified so that students would understand
the logic and functioning of the institution that they first had to survive if they
were ever to change it. The project only had a few elements of Democratic
Schooling and yet it succeeded beyond all expectations.

New Careers is perhaps a more spectacular example that not only assisted
minorities to graduate from thc University but at the same time effectively
recruited underrepresented minorities into teaching and other professions. In
New Careers, rather than having the applicant meet the requirements of the job,
a career ladder was created e.g., teacher aide, teacher assistant, teacher asso-
ciate. teacher. The entry position required no prior skill or experience. New
Careerists worked their way each step of the ladder through a combination of
work experience, university courses delivered at the work site and liberal art
courses at the university (Pearl and Riessman, 1965). The largest of the New
Career programs was the Career Opportunity Program (COP) of the Education-
al Professional Development Act (EPDA) of 1967.

Ih Centerpiece ot COP was the paraprofessional atde who was usually
minority (54 per cent Black, 14.2 per cent Hispanic-American, 3.7 per

nt Native American). ... Nearly nine-tenths of those enrolled were
members of low-income families (88 per cent were female) ... The
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program embraced 132 separate sites, roughly 18,000 participants ...
(Carter, 1977, pp. 183-84)

The goals of the Career Opportunity Program were diverse, broad and
ambitious. In retrospect, probably too broad, too diverse and too ambitious. The
COP was designed to: increase underrepresented minority teachers, demonstrate
that inadmissibJe students can succeed in higher education, lift people mired in
poverty out of poverty, better meet the needs of low-income children, improve
staffing in schools, and 'respond to the growing belief that the then-present
designs of teacher education were inadequate, particularly in preparing teachers
for the children of the poor' (Carter, 1977, p. 184).

New Careers apparently made progress on all fronts. How much progress is
difficult to gauge since the program was short-lived, inconsistent within and
between sites and only superficially evaluated. Despite these considerable difficul-
ties there is powerful evidence to suggest that many minorities were recruited
into teaching.

COP was designed to serve low-income and minority adults. Nearly
nine-tenths of those enrolled were members of low-income families and
some seven-tenths were non-white. The continuing shortage of teachers
with such backgrounds is seen, for example, in Alaska where 95 per cent
of the children in the State Operated Schools were Native (Aleut,
Eskimo, or Indian), while 99 per cent of the teachers at the start of the
COP project were non-Native. On the Crow and Northern Cheyenne
Reservations in Montana only five of the 210 certified teachers in 1970
were Indians. At their conclusion, the Alaska Career Opportunity Pro-
gram (run in conjunction with Teacher Corps) will have quadrupled the
number of Native teachers, while the project serving the Crow and
Northern Cheyenne will have increased the number of Indian teachers
tenfold.

Throughout the Hispanic-American and Indian communities there
was still a woeful underrepresentation of 'indigenous' teachers. In Texas
and the Southwest, for example COP projects emphasized bilingual and
bicultural (Hispanic) education, and in New York City, a significant
focus was placed in meeting the needs of part of that city's Puerto Rican
children.

Of the 142 degree-earning COP participants in the Chicago project,
118 became teachers in 'target area schools', that is, in schools populated
by children of low-income, minority (Black and Hispanic) background.
(Carter, 1977, pp. 187, 204)

Students in the COP project did extremely well in higher education. An
evaluation of four COP projects in Pennsylvania found aniong those
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... people who normally would have been rejected in a standard (col-
lege) admissions review ... less than four per cent of all COP partici-
pants were dropped from the program for academic problems ... in
Philadelphia 85 per cent had a C average or better am'. 46 per cent had an
average of B or higher ... (in Philadelphia 27 students had graduated
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with grade point average 3.5 or higher and been named Presidential
Scholars). (Carter, 1977, p. 188)

Did COP better meet the needs of low-income children and improve
staffing in schools? Again the evidence, though uneven and necessarily inconclu-
sive, is generally positive. In thc four Pennsylvania projects the Educational
Research Associates of Bowie, Maryland an independent evaluator con-
cluded

the schools were affected in a positive way. [Noted werel ... the greatly
increased use of teacher aides, a significant change in the way they were
used, the beneficial impact of aides on the environment (specifically in
the case of Eire with a history of racial tension and violence, the reduc-
tion and ultimate disappearance of the disturbances that plagued one
location), an increased leadership role for teachers, increased opportuni-
ties for minority administrators, greater dependence on local neighbor-
hoods as a source of new teachers, and a general acknowledgment that
the COP-trained teachers would be more effective than others who had
entered the various systems. (Carter, 1977, pp. 196-7)

Other research also supported the notion that COP was a good way to
recruit teachers.

The COP program based at the University of North Dakota, with
participants from four Indian reservation communities, provided college
degrees and teacher certification for 51 new teachers of American Indian
origin, Virtually all returned to their communities as full-fledged
teachers, thereby creating or improving those conditions: Better rela-
tions between children and their schools, a probable slowdown in the
rate of teacher turnover, teachers thoroughly attuned to children and
their problems, community pride in Indian-related attitudes, and, far
from least, proof that schools with Indian children could thrive with
significantly larger percentages of Indian teachers. (Carter, 1977, p. 204)

Similar results were found in other communities where the racial/ethnic
composition of the student body was much different than the teachers. COP
teachers did more than bring a sense of the community to th, schools. They
were, in many other ways, excellent additions to the teaching profession. When
compared with a comparable cohort of non-COP first-year teachers the COP
teacher appeared to be a better teacher. On tests designed to measure teacher
attitude, the COP had more positive attitudes. They performed ' ... in a more
desirable manner ... there was more interchange between student and teacher
and students' talk was more responsive and extended ... [and more highly
correlated with positive student performance' (Carter, 1977, p. 207).

The success of COP teachers did not appear to fade the longer teachers were
employed. If anything the differences between COP and non-COP teachers
increased in the second year of teaching,

COP-trained second year teachers were more aware than their peers of
the 'ethos' of the schools ... and the gap [between them and the

.31.1



Chicano School Failure and Ca's3

non-COP group] was widening ... COP teachers tended to be more
accepting of individual differences among pupils and felt a greater sense
of responsibility and accountability for the pupil's progress. (Carter,
1977, pp. 209-10)

In a follow-up assessment of two bilingual programs (Crystal City and Port
Isabel, Texas) the differences between the COP and non-COP teachers were even
more marked, 'notably in the areas of two-way exchanges between pupils and
teachers.... These higher standards were attributed to the unique qualities of
bilingual education' (Carter, 1977, p. 210).

The impact of a New Career program can be seen after two decades. The
University of Minnesota, in conjunction with many social agencies, had a New
Career program, which included the COP, and twenty years after its inception
efforts were made, to evaluate its success. Like most other such efforts, the
program participants had been poor, predominantly Black single women (welfare
recipients with children). Virtually none had completed high school. Twenty
years later, of the 207 persons who had been in the program, at least one had
earned a doctorate, dozens had masters degrees and about half, on whom in-
formation was found, had graduated from the University. New Careerists re-
ported that the program had changed their lives around from existences hopeless-
ly mired in poverty to well-established ways of life (Amram, Flax, Hamermesh
and Marty, 1988).

New Careers programs met some of the requirements of democratic educa-
tion. The efforts to extend knowledge were not very extensive, but much of the
knowledge obtained by the New Careerist and from them to those (hey taught,
was organized in ways to be more understandable. The learning was much more
active and as a consequence the participation in decisions in matters that affected
the students' lives was considerable (both for the New Careerists and those they
taught). Rights may have been a consideration in some New Career projects but
they were not a quality emphasized in the authorizing legislation nor were they
noted in any evaluative report. The most notable democratic achievement was in
the area of equal encouragement. When Ncw Careerists were given the oppor-
tunity to succeed in both higher education and in professions, they not only
performed far better than expected, but they equaled or exceeded the perform-
ances of those from advantaged backgrounds.

The New Career strategy meets affirmative action objectives on the basis of
merit. New Careerists earn their way up the ladder without special treatment.
Moreover, the record of New Careerists raises doubts about the fairness of
existing academic systems. Despite its successes, New Careers was dismantled.
Recently (1988), a Task Force on Minority Teachers appointed by Secretary of
Education Cavazos has recommended that 20 million dollars be appropriated
every year to reinstitute a New Career strategy to facilitate the recruitme , of
minorities into teaching. Federal legislation and legislation in California awl +11.

ing New Career approaches are currently wending their way through thc
machinery. Without more democratic input such legislation is likely to suffer the
fate of earlier New Career projects.

While it is undeniable that New Careers had important democratic qualities,
it also is true that the programs as conceived and implemented had serious Haws.
The most serious problem was an unwillingness to critically examine the fun-
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damental purposes of education. New Careers burst onto the scene when the
credibility of education was at its lowest ebb, simultaneously attacked from the
left that called for the end of schooling, not its reform, while the right crusaded
against permissiveness which was blamed for everything from the war in Viet-
nam to the beginnings of a drug epidemic. A serious examination of education
was not undertaken then, just as today's reforms are derived from a superficial
examination and analysis. New Careers, like the Compensatory Approach and
the Effective School was a top-down program. It rose when an elite supported it
and it fell when that elite lost interest or power. A revitalization of education,
particularly an education devoted to true equal encouragement and the full
realization of the potential of Chicanos, among others, requires a political constit-
uency powerful enough to produce such an education. Anything less is not only
undemocratic, it is also impossible. Whatever else is to be learned from the New

:-Career experience that is one very* important lesson. The potential political
constituency for a truly democratic education comes from an alliance of profes-
sionals, paraprofessionals, students and their parents and others in the commun-
ity who recognize the critical need for a democratic education.

The democratic influence of New Careers, while noteworthy, was transient
and limited. Many individual teachers have come closer to the ideal. Those
experiences need to be accumulated and contrasted with the experiences of the
other models. One dimension of New Careers is very important: it evaluates
performance in real life situations which standardized evaluation techniques sim-
ply cannot do. The New Career experience raises questions about th,: validity of
standardized measures. In real-life situations New Careerists perormed much
better than they did in the confines of the classroom on very similar challenges
(Carter, 1977).

A Democratic Schooling strategy requires the same dedica:aon that is found
in the Effective School. It would, however, be no more difficult to institutional-
ize. Unless a strong political foree can be mobilized, both models will meet a
great deal of resistance. The Effective School can count on more help from the
business community than will be available to Democratic Schooling, but whether
business support is an important ingredient in a campaign to reduce Chicano
school failure is yet another unknown.

In one vital capacity the true test of Democratic Schooling has not been made.
Democratic Schooling is brought into existence by democratic means. For that
to happen a political constituency for Democratic Srhooling must be mobilized.
At present, a democratic-initiated education is a largely unexamined alternative
to authoritarian education. The constituency organized to implement Democratic
Schooling also would have to promote companion policies that would change
among other things the priorities of a society, the configuration of work, and the
admission standards to the university.

Increasing university admissions present a peculiar political problem for
Chicano success. That problem underscores the rethinking required for a political
revival on which Chicano school success rests. At the present time, university
growth places Chicano aspiration in opposition to those who oppose such
growth because of difficulties brought to local communities, thus rupturing what
had been a 'progressive coalition. A New Career strategy would be uniquely
helpful here because it would allow far more people to bc admitted to the
university without overburdening existing physical plants. Bringing a university
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ecincation to the place where people work increases the likelihood for enlarging
the coalition in support of equality in education. Presently that coalition is weak
and not gathering strength.

While much less is known about Democratic Schooling than the other
models, the inherent problems with the others recommend that more study be
given to a democratic alternative. One aspect of Democratic Schooling deserves
emphasis: it, far more than either of the two other models, rejects cumulative
deficit as the cause of Chicano school failure. Because this position posits inequal-
ity in institutions, its actions can be introduced at any time and for any age
student. The argument advanced is that if thc institutional impediments to
success are removed, Chicanos or any other victim of unfair treatment will
be able to keep up with those who have not been unjustly treated. That orienta-
tion not only led to the invention of New Careers and Upward Bound at the
University of Oregon, it also was instrumental in the success of those programs.

In conclusion, when the problem of Chicano school failure is cast in the
broadest social context, we are left with much that is not yet known. Sonie
recent attempts at an Effective School provide powerful evidence that Chicano
students can master college preparation academic subjects, if given a reasonable
opportunity to learn. What is not as yet known is whether: (a) the material they
are taught is important or even useful, (b) the existing political economy has the
capacity to absorb a rapid increase in college educated persons, or, if that is not
the case, (c) there is the political will and know-how to create a work world that
is consistent with a learned society. There is a great need to broaden the range of
experiments and directly connect these experiments to public policy.

The relationship between the educational research findings and school policy
is in itself a research question that needs to be explored much more completely
and intensively than it has been. The relationship is confounded by two distinctly
different research problems. One deals with the nature of educational research
and its lack of connection to policy considerations. The other is research into the
political factors that surround policy decisions. Educational research, by and
large, is remotely if at all connected to educational policy. The research suffers
from a number of serious deficiencies, among the most glaring being: (I) a lack
of synchronization between what is most important in schools and what is most
important for researchers the schools and the researcher are often not on the
same page;.the concern of the academic researcher is very largely determined by
what referee journals accept for publication, while schools are most concerned
with meeting very specific educational goals; (2) even when generally aligned on
a particular issue, differences in understanding of the nuances of the issues and
differencs in basic loyalties between school personnel and researchers generate
difficulties in design and interpretation of findings; (3) academic research is too
limited in scope a necessary condition of 'good research is either statistical or
experimental control over variables, but the school is an extraordinary complex
place and control represents distortion of reality and that in turn makes transla-
tion of the research findings into policy exceedingly difficult; (4) most education-.
al research is organized into rather short time frames, the results obtained arc
often transient, and when implemented as school practice fade away, thus contri-
buting to the suspicion that practitioners have of researt hers; (5) research findings
are often ungeneralizable as policy results may be obtained under impossible
to duplicate conditions, e.g., the teachers and administrators used in research
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may be far superior to staff that would have to translate the results into regulariz-
ed practice, or the excitement and fanfare generated by research cannot be
maintained once incorporated into the ordinary day-to-day work schedule..

What makes the relationship between research and educational policy even
more difficult is the political acceptability of research findings. As Galileo learned
in 1633, findings obtained from careful research can get the researcher in trouble
d the findings conflict with the belief structure of established authority. 'Edu-
cation, being a political entity responds to political pressures; research findings
that are not supported politically will not be considered. Rarely is the offending
resear,:her tried, as Galileo was, by an inquisitional body; more often the findings
are ignored until the time they become politically acceptable, that is, until a large
enough political constituency has been mobilized to force a reconsideration. The
New Career program illustrates the relationship between research and social
policy quite vividly. In every possible way the research supported New Careers.
Not only was it demonstrated that New Careers met its intended goals, but it
was further shown that the gains from the project could be sustained for long
periods of time. It was also shown that the New Career approach could be
carried out successfully in many places with a wide range of populations, how-
ever, that success had little long term impact on educational policy.

Nothing Fails Like Success. Success is meaningless if the game has been
changed. It makes no difference how good a Mahjong player you are if
no one plays Mahjong anymore, and that is what happened to New
Careers and other paraprofessional programs. (Pearl, 1981, p. 38)

When researching the political implications of research findings on educa-
tional policy, two very different problems arise. One involves the sustaining
interest in a society that is increasingly titillated by new fads; such a society is
without memory and without vision. It knows neither where it has been, nor
where it is going, and woe unto anyone who raises questions about either the
past or the future. The research impact on educational policy under such condi-
tions is not likely to be significant or long lasting. Perhaps of even greater
importance is the ability of the society to tolerate the implications of the research
findings. Research findings that if utilized would increase educational attainment
in a society that cannot integrate more educational success into its economic
structure is not going very far. A society that aspires to policy based on know-
ledge must build knowledge into its decision-making systems. Of the three
approaches discussed in this chapter the Compensatory, the Effective School
and the Democratic Schooling approaches only the last makes that a conscious
part of its program. Similarly, a society gets an education it is willing to pay
for, and research findings that in effect call for policies more expensive than a
society wishes to spend are not going to get implemented. In that sense it should
be quite clear that from a political-economic perspective, changes in education
in California and elsewhere are likely to depend much more on the ability to
develop a large enough constituency to overturn the constitutional restrictions
on taxation than it will on any specific educational practice based on research
findings. The relationship between calls for educational change and an effective
political constituency is perhaps the single most important unknown. Connecting
education and political action is a characteristic that only a 1)emocratic Schooling
for Democratic Social Change model has.
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Chicano school failure and Chicano school success are inextricably linked to
larger complexly interrelated social issues the shape of the political economy,
the condition of the environment, the lingering and at times festering conditions
of race and ethnic hatred and sexual domination, the ever-changing face of
international relations, the use and misuse of technology and unless these
issues are an integral part of the education Chicanos and all others receive,
educational progress for Chicanos will be slow, uneven, and most likely illusory.
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Chapter 11

Conclusions: Towards Chicano
School Success

Richard R. Valencia

In this concluding chapter, I will offer some final thoughts on the promotion of
school success for Chicano students. Particular focus will be on a synthesis of
ideas presented by the various contributors of this volume. Based on our discus-
sion thus far, the task here is to address how might Chicano school success be
realized. We tackle this inquiry by zeroing in on the following specific areas: (a)
keeping Chicanos in school, (b) the social context of schooling, (c) bilingual
education, (d) Chicano parental involvement in schooling, (e) the assessment
context of schooling, and (1) 'Democratic Schooling'.

Keeping Chicanos in School

Clearly, one of the major challenges of improving schooling for Chicano
students is to keep thcm in school. As Rumberger (chapter 3) has underscored,
the dropout problem among Chicanos is so acute that the social and economic
welfare of the general Chicano population is not likely to improve until its
educational status improves. In part, the 'quality of life' for the next generation
of Chicanos hinges on solving thc scandalous dropout rate. Although there
are effective programs that are combatting the dropout issue among Chicanos
(see Rumberger; see also Trueba, chapter 6), a growing number of educational
rLformers are c...11ing for deep-rooted systemic reform necessitating changes in
the fundamental nature of broad economic, political, cultural, and school curricu-
lar contexts (see Pearl, chapter 10). In short, the Chicano dropout issue is not just
an educational problem. Those Chicano students who drop out of secondary
schooling compared to their Chicano peers who remain in school, tend to be of
lower socioeconomic status, are of inlmigrant background, and are more likely
to be proficient in Spanish than English. Thus, one can readily identify a host ot
correlates of dropping out. As such, there needs to be a broad-based dropout
reform agend enc.)inpassing principles of Democratic Schooling, counseling,
desegregation/integration, economic restructuring of schools and society, and so
much m ore.
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The Social Context of Schooling

Chapter 2 by Donato. Menchaca and Valencia provides an overview of the
problems associated with Chicano students attending segregated schools. There is
no doubt that segregation of the 1920s has cast a rigid mold for future genera-
tions of Chicanos. Furthermore, as Donato et al. emphasize, the current segrega-
tion of Chicanos is proliferating. Sadly so, it is predicted that Chicano students of
the 1990s and those of the early twenty-first century will attend schools of even
greater segregation than their contemporary peers. In the most pessimistic sense,
the deleterious consequences of attending ethnically isolated schools particular-
ly the adverse outcomes of low achievement and high dropout rates are likely
to intensify.

The move towards Chicano school success must have school desegregation
and integration as part of its agenda. The current era in which ethnically different
students attend separate schools has to end. In a nation that often boasts of its
culturally diverse population, it is shameful for children and youth of such
diverse backgrounds not to share the same schools and classrooms in an equitable
fashion. As our society becomes more and more ethnically diverse in the decades
ahead, we have a grand opportunity to see that students from different cultural
backgrounds attend the same schools in an integrated manner. It is essential that
the social context ot school reform for Chicanos embraces desegregation and
integration (see Donato et ii. for further discussion on how desegregation/
integration might be promoted).

Bilingual Education

In light of the linguistic variation among Chicano students, it is not surprising
that the schooling of Chicano language minority students is a dominant theme of
this book. Discussions by Garcia (chapter 4), Merino (chapter 5), and Donato
et al. (chapter 2) speak to the educational needs of Chicanos as second language
learners. Coverage of pertinent research and issues by these authors points to
several Major Conclusions, First, Chicano language minority students are quite
capable of dual language learning, and there is increasing evidence that bilingual-
ism leads to cognitive advantages. Second. the attainment of school success for
Chicano students in bilingual classrooms can be empirically demonstrated. Third,
the vast percentage of limited-English proficient (LEP) Chicano students who are
in need of bilingual education are not receiving it. Fourth, for those Chicano LEP
students who do receive bilingual education, thereis an ioc-reasing trend for them
to have such schooling in linguistically segregated settings.

In spite of the mounting evidence that bilingual education helps to prtimote
Chicano school success, there is a growing anti-bilingual intolerance making its
cowardly way through the nation. Proponents of bilingual education, especially
policymakers, must assert their continued advocacy for such programs on behalf
of Chicano second language learners, because there is no doubt that the future
need for bilingual education will increase. As Pallas, Natriello and McDill (1988)
predict. the national number of I.EP children (of which will be mostly of
Mexican origin) will triple from 2 million in 1982 to 6 million in the year 2020
(also see I )onato et al., chapter 2). In sum, given what we know about the values
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of bilingual education especially how it can help promote enhanced schooling
outcomes for Chicano students it makes so much sense to inclnde bilingual
education as a major elemerit in the goal of Chicano school success. As Merino
(chapter 5) reminds us, the available research shows that bilingual education helps
to promote school success among Chicano students. The point is that research-
ers, practitioners, and pohcymakers need to combine forces and work together
now to make these successes occur on a much larger scale for Chicano second
language learners.

Chicano Parental Involvement

At the broadest level, 'the evidence is clear. When parents are involved in their
youth's schooling, children do better in school (Marburger, 1990, p. 82).
Given the connection between parental involvement and children's improved
academic performance, it is vital that schools act assertively getting Chicano
parents involved in their children's schooling (see Marburger for a clarification of
the roles parents can play).

But, the question is sometimes asked, do Chicano parents truly value educa-
tion? Indeed, they do. The brief legal history of Chicano-initiated desegregation
court cases covered by Donato et al. (chapter 2) and special education litigation
described by Valencia and Aburto (chapter 8) informs us that Chicano parents
care deeply about their children's school*, especially in the struggle for equal
educational opportunities. As well, Laosa and Henderson (chapter 7) provide
empirical vidence that many Chicano parents play important roles in fostering
their children's academi( motivation and in providing enriching home intellectual
environments.

Although there is considerable evidence that Chicano parents get involved in
many ways in their children's education, negative stereotypes persist about the
lack of such involvement. In a recent major incident, a misconception about
Chicano parental involvement came from the mouth of our nation's top-ranked
education official. In early 1990 in San Antonio, Texas, US Education Secretary
Lauro Cavazos commented to the effect that education was once highly valued
by I.atino parents, vet '... somewhere along the line we lost that' (Editorial,
1990). It is clear that Secretary Cavazos has little knowledge and comprehension
of the many problems Chicano parents face in attaining equitable schooling for
their offspring. To blame the Chicano parent is to blame the victim. Cavazos
should look for solutions not scapegoats. Increasm the existing degree of
Chicano parental involvement should be a vital part of current school reform
because the role of Chicano parents is a key in realizing their children's school
success.

The Assessment Context of Schooling

A major reality of the schooling experieme is that all students must undergo
academic assessment for various purposes. Valencia and Ahurto (chapter 8)
provide ample discussion that many Chicano students suffer from serious prob-
lems in the assessment context of schooling, particularly stemming from the
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abuses of intelligence and competency tests. As Valencia and Aburto comment,
the two primary issues of test abuse involve (a) the administration of
psychometrically questionable instruments, and (b) the 'high-stakes' nature of
some forms of testing (i.e., the heavy reliance of single test scores in some
instances of educational decision-making). When these two explosive abusive
practices combine, a test can have potent consequences in helping to shape school
failure among Chicanos.

The problems associated with the assessment of Chicano students (especially
testing) are so severe that some scholars are discussing the need for paradigmatic
shifts (e.g., Mercer, 1989; Rueda, chapter 9; Valencia and Aburto, chapter 8).
There are increasing calls for sociocultural norming, curricular-based testing (i.e.,
all testing should be tightly and functionally linked to instruction), use of multi-
ple data sources, and so forth. Suffice it to say that the promotion of Chicano
school 'success will necessitate many challenges to the status quo of current
assessment and testing practices. Abusive practices can be remedied or eliminated
in the years ahead if appropriate attention is paid to the integration of sound
science and ethics.

Democratic Schooling

Since the beginning of public education in our nation, there has never been
agreement that schools promote school success for all students. Hence, there has
been an ongoing debate of what constitutes workable school reform. Pearl's
nalysis (chapter 10) points rather clearly to those strategies that have not shown
to be successful. On the other hand, his ideas about 'Democratic Schooling' offer
us a vision of what it will take to achieve Chicano school success. I believe that
his notions of students' rights, equal encouragement, useful knowledge, and so
forth, can serve as beacons for structuring and implementing school success for
Chicanos. As Pearl notes, the bottom line of workable school reform is to
connect education with political action. In the years ahead, failure to pay atten-
tion to the linkages of schooling with a number of social issues, macropolicies,
and the features of Democratic Schooling will very likely result in the continua-
tion of Chicano schooling problems.

Before concluding this final chapter, I wish to return to a point I discussed in
the introductory chapter that is, the subject of the 'changing demography'.
One of the most remarkable projections we previously discussed was that in the
next thirty years. Chicanos and other Latinos will account for nearly all of the
growth in the national youth population. With respect to long-range projections,
in sixty to seventy years from now the United States will witness a very
significant demographic shift. It is predicted that in the middle of the twenty-first
century, the Chicano and other Latino populations (both the general and school-
age segments) will surpass Blacks in numerical status to become the nation's
single. largest ethnic minority group. In light of the steady and predictable
growth of Chicano students, attention to their many schooling problems must be
addressed in a timely fashion. Without workable school reform beginning now
the individual and social costs of Chicanos dropping out of high school will only
rise as time goes by. Not investing in appropriate classroom instruction now for
Chicano second language learners will exacerbate their schooling problems. Not
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dismantling the system of segiegated schools now will only aggravate the prob-
lems Chicanos face attending ethnically/racially isolated schools. Without reform
in testing now, the problems of test abuse vis-à-vis Chicano students will esca-
late, and so on. Suffice it to say that current Chicano students and their families
cannot and should not wait for our nation's next generation to get on with
the business of making school success a realization. The message is simple; either
our society pays now or pays an enormous amount in the future.

In the final analysis, although the plight of Chicano students continues to
exist there must be optimism as we travel the road to Chicano school success. It
is important to continue with a 'language of critique', but also to make room for
a 'language of possibility'. /Si se puede! It is also critical to embrace the Chicano
community in order to share its views on how to attain school success for
Chicano youth. Community participation in school reform, if designed right,
can be an emancipating democratic activity. Then there is the curriculum. It is
important to develop a perspective that curricular practices for Chicanos in
both products and processes should incorporate aspects of equity, shared
ownership, and empowerment. We also need to keep in mind that Chicano
school success is intricately tied to macrolevel realities and thus any ultimate
reform needs to be viewed in the context of counter-hegernonic potential. And

there is Chicano youth. We should adopt a view that the educability of
Chicano students is without limits. We also need to value and guide Chicano
youth, as well as learn from them. Most importantly, Chicano youth and adults
need to discuss together their visions and plans of a better world.
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Chicano School Failure and Success:
Research and Policy Agendas for the 1990s

As we enter the 1990s, nationally the Chicano people number nearly 13 million people

approximately 63 per cent of the total Latino population. Notwithstanding a great deal

of within-group variability, the large and rapidly growing Chicano population carries the

dubious distinction of being the most undereducated of our nation's numerically large

ethnic minority populations. There are indicators that such schooling problems and

conditions are worsening.
This book is intended to examinefrom various perspectivesthe school failure and

success of Chicano students. The deep roots and broad branchesof Chicano school failure

indicate that these poor schooling conditions and outcomes are profoundly influenced by

institutional forces and structures that promote and maintain inequality. Of course, there

is the alternative type of perspective that Chicanos are the makers of their own

educational problems. According to this 'person-centred' explanation, the intellectual

and motivational deficits ofChicano students are believed to be rooted in their inadequate

familial socialization. It is unfortunate that the 'deficit' modela theory rooted in racism,

pseudoscience, and ignorancehas held such high currency for so many decades.

In recent years, however, there have been gusts of air blowing fresh, invigorating

scholarship into the study of the schooling problems of Chicano and other racial / ethnic

minority students. Although these new airways are far from being jetstreams, movement

can certainly be felt. The present volume joins these currents in an attempt to push along

further understanding of what constitutes, maintains, and helps shape school failure

among Chicano students. In addition, the various contributors of th;s book provide in

varying degrees their own visions of research and policy needs that may help to realize

Chicano school success.

Richard R. Valencia. an educational psychologist, has worked at the University of California at

Santa Cruz and Stanford U niversity (where he was a Visiting Professor). At present hc is an Associate

Professor of Educational Psychology and Speech Communication at the University of Texas at

Austin. His research and scholarly interests include the intellectual and academic development of

racial/ethnic minority children, test validity/bias, social and psychological foundations of minority

schooling, and teacher competency testing. He has published widely in his research areas, particularly

on testing issues and Chicanos. From 1987 to 1990 he served as Associate Editor for the Journal of

Educational Psychology. In 1983 Dr Valencia was awarded a National Research Council/ I-ord

Foundation Postdoctoral Fellowship for Minorities.

Cover design by Caroline Archer

ISBN 1-85000-862-0 (cased)
ISBN 1-85000-863-9 (paper)


