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The Journal of Border Educational Research

The articles presented in the Journal of Border Educational Research 
represent various views and perspectives on educational practices and 
concerns within cross-cultural settings.  Included topics cover ýeld-based 
experiences, action research, descriptions of successful educational 
practices and position papers that address issues faced by students, 
teachers, and other professionals in border regions and other cross-
cultural situations. 

The eclectic array of articles and essays included clearly represents 
the concept that borders are more than merely marked lines on maps.  
Borders exist wherever cultures meet and intermingle; where languages 
come together and beliefs interact.  The contributing authors have each 
chosen to address border concerns and cross-cultural issues from their 
own perspectives and the results are enlightening and informative.  Each 
author addresses salient issues educators face when working within 
culturally diverse groups. 

The Journal of Border Educational Research is proud to share these 
contributions to border research with you. We believe they signiýcantly 
advance cross-cultural education with thoughtful investigations of vital 
questions. We hope that you ýnd something in this issue that inspires you 
to reexamine the multicultural issues in your environment.

RB

Randel D. Brown
Editor
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Introduction to Special Issue

Marginalized Students in Secondary School Settings: 
The Pedagogical and Theoretical Implications of 

 Addressing the Needs of Student Sub-Populations

In determining the activities of the young, society determines its own future in determining that of 
the young. 

							       -John Dewey
       Democracy and Education

Many believe that in order for true education reform to occur, those in power need to listen to 
the ones that matter and are impacted the most in such efforts ï the students (Wilson & Corbett, 
2001; Pizarro, 2005). Within the broader student population, however, there are ñsub-populationsò 
of students that have become relegated to the margins of their communities, families, schools and 
society. Too many have not listened to them in their pursuit of becoming more than what they are. 
These students have fallen victim to current life situations that affect their school engagement and 
identities as students. For many of them, school alienation, resistance, and ultimate marginalization 
becomes exacerbated by a misunderstanding of caring ï teachers donôt care about them, so they 
donôt care about school (Valenzuela, 1999). In our current myopic state of high-stakes testing 
and a standardized curriculum, it is no wonder that todayôs students are so disenchanted with 
their schools. The schools are concerned about one thing only ï high test scores. And high test 
scores have become a way to systematically reduce our students to a numerical value that discards 
what makes them human, unique, and vulnerable. McNeil (2005) argues that ñby rendering the 
extraordinary, awe-inspiring diversities (developmental, cultural, personal, social) inherent in our 
children into a single indicator - a test score - the system can function as a control systemò (p. 93). 
Schools, especially secondary schools, simply want to have enough control over their students to 
ensure the facile image of stability. Valenzuela (1999) argues that we must authentically care for 
our students by going beyond just academic preparation, and realizing the urgency to meet the 
ñmaterial, physical, psychological, and spiritual needs to guide the educational processò (p. 110). In 
the midst of trying to achieve high test scores, our education system has lost too many students, 
especially those who are poor, of color, immigrant, or are learning English as a second language.  

I argue that even greater educational reform efforts need to be enacted to tend to the needs 
of student sub-populations that fall under the categories of ñminority,ò ñat-risk,ò ñLatino,ò ñAfrican-
American,ò (and the like) and have become marginalized. Kozol (2005) reminds us that, in our 
current obsession with standardized tests and the worship of one test score that presumably 
reþects learning, ñthe stripping away of cultural integrity and texture from the intellectual experience 
of children, denial of delight in what is beautiful and stimulating for its own sake and not for its 
acquisitional equivalents, is a perennial calamityò (p. 119-120). In the midst of stripping away a 
meaningful curriculum and sheer enjoyment of learning, we engage in the dehumanization of 
education and our students. In essence, we are making our schools harvesting sites for more 
disengaged students, further marginalizing those who are already marginalized. And although 
Freire (1970) says that ñthe struggle to be more fully human has already begun in the authentic 
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struggle to transform the situationò (p. 47), have our schools really provided ways for students to 
go beyond their marginalized lives and to places of hope? That is why we must focus our attention 
to the students who have become marginalized in todayôs secondary schools, to ensure that that is 
being done for students like them. This special issue does that, discussing research, thought pieces, 
and teacher reþections on pedagogy, programs and curriculum that seek out and discuss ways to 
create opportunities for marginalized student populations to move beyond their marginalization. 
The authors aim to give voice to students who need a voice, and to present new pedagogical ways 
of thinking about what may be the best way(s) to allow marginalized students to maintain their 
humanity in their pursuit of something better. 

Galman begins this exploration of addressing the needs of marginalized student populations 
with a study on those who matter most to students (outside of parents or guardians) ï teachers. She 
takes a critical look at the notion of the ñteacher as saviorò to students who live in poverty, crime or 
are not proýcient in the English language. She examines how this frame of mind that many teachers 
have, most of them white, female, and from middle-class backgrounds, tends to marginalize such 
students even more because it puts the root of their marginalization on the students themselves. 

The next three articles discuss programmatic and curriculum aspects of what works (and 
doesnôt) for marginalized student populations. Faltis and Arias discuss the academic and social 
consequences of relegating Latino immigrant students to ñESL ghettos.ò They argue that, although 
ESL programs and classes that offer sheltered instruction and beginning language instruction are 
important, it is more important for educators to recognize that such instruction is limiting to Latino 
immigrant student potential. These students need to participate in communities in which they practice 
the language necessary to be successful in various content areas and gain the preparation needed 
for post-secondary education. The authors discuss ways in which schools can make immigrant 
students feel welcome in the social, academic and linguistic aspects of mainstream schooling. 
They conclude with ideas for policy changes for schools to help Latino immigrant students feel and 
become less isolated in schools from native-English speakers and interact more.     

Judson, next, takes a look at career academies, a program that targets educationally-
marginalized students and is designed to make the curriculum more applicable to future professional 
endeavors, their studies, and life experiences. The students remain as a cohort while they keep the 
same teachers. The career academies design allows the students to study together consistently 
and to build trust and camaraderie between each other and with those involved. In her study of two 
career academies, she ýnds that marginalized and less privileged students appreciate and utilize 
the philosophy and design of a career academy more so than privileged students.  	

Salinas, Sullivan, and Wacker present a qualitative case study of a World Geography teacher 
that presents the curriculum to her late-arrival immigrant students in a manner that engages 
their identities and questions the traditional curriculum. The authors suggest that curriculum and 
pedagogical transformation is possible, and it begins with a teacher who is dedicated, critical, and 
willing to challenge the status quo.  

Harushimana suggests that schools and educators need to be more responsive to the cultural 
and linguistic needs of African-born immigrants, a silent population within our communities, and 
distinct from African-Americans, with a history and culture of its own. She also notes differences 
in the way an education is viewed and valued by African-born immigrant communities here in the 
U.S., considering the lack of available schooling opportunities to disenfranchised and poor families 
in many African countries from which they come.   

In their study of college-bound seniors from a high school in a border community between 
Texas and Mexico, Rutledge and Meza look at how low-income students use computer technology 
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to access information about and apply to colleges. They ýnd that computers, much more than 
high school counselors, today have become powerful tools for students to acquire information on 
colleges to make decisions of where they will attend. One case study highlighted in their research 
shows how technology helped a student access her dreams of attending an Ivy League university.   

To conclude this section on research and thought pieces on marginalized student populations, 
Fr§nquiz and Salazar-Jerez provide an interesting perspective in their analysis of Mexican ñdichosò 
(wise sayings) and how they reþect the intersection of struggles in life, identity formation, and 
schooling for Latino youth, but offer bits of hope and redemption in that struggle. The authors 
provide a way for educators of Latino students to think about how such dichos can provide insight 
to critical and powerful ways to encourage bilingualism, support the ways in which Mexican parents 
view education, and to encourage Latino students to support each other in their personal, social, 
linguistic, and schooling struggles.  

The ýnal section of this special issue is done by teachers or recent former teachers in the 
ýeld who pass along their knowledge, insight, and wisdom from what they have learned working 
with marginalized students in their content areas. Wallace begins with a poignant piece on her 
experience with what were labeled ñat-riskò students in the Synergy program at her high school when 
she was teaching science. As a cohort, or what they called a ñfamily,ò the students succeeded and 
found that teachers having high expectations and caring for them was just as important as teaching 
the curriculum well. Wallace talks about how the students learned well beyond the curriculum into 
a realm that reþects what they learned about themselves and about life.

Next, Stafford-Levy takes the reader into a ñtime capsuleò of reþection on her praxis and 
work with teen mothers, her ability to engage students in work with just one computer that resulted 
in a product they were proud of, and the call for teachers to reþect on their teaching in order to 
better serve their students. She reminds the reader that reþection on oneôs teaching is transformed 
through tapping into the thoughts and ideas of other great educators and philosophers who knew 
that we needed to think about how to improve education in its many forms.  

Mahon describes the collaborative work that goes on in a successful ESL program in the earlier 
grades before middle school. She describes how her school in North Carolina follows an inclusion 
model (rather than a ñpull-outò model), where the English language learners (ELLs) remain a part of 
the core curriculum classroom. She mentions how the ESL teachers at this school actually go to the 
mainstream classrooms to team-teach with the content area teachers and provide individualized 
and small-group instruction to the English language learners. Although set at the elementary level, 
Mahonôs paper provides insight to why effective teaching of ELLs at the elementary level lays a 
crucial foundation for student success at the secondary level, helping to prevent English language 
learners from becoming marginalized linguistically, socially, and academically.

The section on teachersô voices and experience concludes with the amazing compassion, 
insight and pedagogical skill of Deborah Svedman. In education for 27 years, she offers ideas on 
teaching sheltered math to high school Mexican immigrant students learning English as a second 
language, as well as a humanizing pedagogy that is crucial for both teacher and student success. In 
her effective teaching strategies she also suggests how the use of Spanish to teach English and the 
knowledge of student culture is powerful. Svedman concludes with the idea that high expectations 
and providing opportunities for hope is essential for any teacher working with marginalized student 
populations.

Reynaldo Reyes III



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

6

References
Dewey, J. (1944). Democracy and education: An introduction to the philosophy of

education. New York, NY: The Free Press.
Freire, P. (1970). Pedagogy of the oppressed. New York, NY: Continuum.
Kozol, J. (2005). The shame of the nation: The restoration of apartheid schooling

in America. New York: Three Rivers Press.
McNeil, L. M. (2005). Faking equity: High-stakes testing and the education of

Latino youth. In A. Valenzuela (Ed.), Leaving children behind: How
“Texas-style” accountability fails Latino youth (p. 57-111). Albany, NY:
State University of New York Press. 

Pizarro, M. (2005). Chicanas and Chicanos in school: Racial proýling, identity
battles, and empowerment. Austin, TX: University of Texas Press. 

Valenzuela, A. (1999). Subtractive schooling: U.S.-Mexican youth and the politics
of caring. Albany: State University of New York Press. 

Wilson, B. L. & Corbett, H. D. (2001). Listening to urban kids: School reform and
the teachers they want. Albany: State University of New York Press. 



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

�

The Life You Save Be Your Own1: White, Female Pre-service Teachers Imagine the 
Marginalized Student

Sally A. C. Galman
University of MassachusettsðAmherst

Abstract
Marginalized students at the secondary level are frequently ñlocked outò of 

the structures of opportunity by the often well-meaning white, female teachers 
whose own schooling experiences represent formative models of ñsuccessò in 
school, despite being largely uninterrogated.  In this study of pre-service teachersô 
stories about future professional life and self, participants at the secondary level 
dedicated signiýcant parts of their narratives to imaginative rehearsal of interactions 
with members of marginalized student populations. In these discourses, the 
pre-service teacher sees imagines him or herself in a romantic, messianic role: 
ñsavingò the ñproblem studentò. This narrative fails to name the structures of racism 
at work, instead locating the mechanisms of marginalization in the students and 
seeking to subsequently ñsaveò them from themselves. Teacher educators must 
encourage pre-service teachers to interrupt such messianic discourses and work 
to deconstruct their own belief in a benign schooling structure, beginning with 
critical examination of their own schooling experiences and trajectory.

Introduction
While the K-12 student population in U.S. public schools is more linguistically and ethnically 

diverse than ever, the vast majority of the new cadre of public school teachers are white, female 
monolingual English-speakers (Zumwalt & Craig, 2005). In addition to this difference between 
teachers and students across the board, pre-service teachers at the secondary level may also 
have little personal experience of marginalization in schools; they typically self-select to become 
teachers in part because of their ñmatchò with the valued behaviors and discourses of schools. In 
other words, most of them liked school, were ñgood atò school and were, in all respects, successful 
in the school environment and choose their work site accordingly (Lortie, 1975/2002; deMarrais 
& LeCompte, 1996). It is no surprise that pre-service teachersô imaginings of what it will be like to 
work with marginalized students in secondary schools are informed more by popular culture than 
anything else and that their strategies for best serving these students may be truncated by the 
limits of their own experience. In this study of pre-service teachersô stories about future professional 
life and self, participants at the secondary level dedicated signiýcant parts of their narratives to 
imaginative rehearsal of interactions with members of marginalized student populations. In these 
discourses, the pre-service teacher sees the pro-social value of working with these students but 
imagines him or herself in a messianic role: ñsavingò the ñproblem studentò by providing love, 
attention, connection or self-esteem in the belief that this will facilitate academic success. However, 
despite the very best of intentions, this ñstoryò fails to name the structures of racism at work, instead 
locating the mechanisms of marginalization in the students and seeking to subsequently ñsaveò 
them from themselves. Teacher educators must work to interrupt such messianic discourses 
while afýrming the value of generously constructing marginalized students. In this way pre-service 
teachers can begin to question their perceptions of a benign schooling structure, the needs of 
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marginalized students and their own identities as both ñgoodò students and teacher/saviors. The 
end product should be the story of the studentsô, and their own, fuller humanityðnot just a facile 
popular cultural cliché of saviors and the saved.

Students and Teachers
Pre-service teachers in this studyôs target age groupðlate teens and early twentiesðincorporate 

mainstream, or as Grande (2002) would suggest, ñWhitestreamò2, popular-cultural texts, including 
ýlms, into their identity formation processes (Robertson, 1997; Grant, 2002). One recurring pop 
culture theme cited by study participants as particularly important was that teaching in underserved 
and under-resourced schools with marginalized youth of color was a valued and meaningful social 
contribution, on par with service in the Peace Corps or similar organization. The implicit text here 
that simultaneously exoticizes and others the marginalized student notwithstanding3, most of these 
young people embark on a life of such service with the very good intention to do what they can to 
right social ñwrongs.ò The message in such texts, as well as in some of the marketing materials for 
Teach for America and AmeriCorps, among other teacher-recruiting service organizations, is that 
marginalized students are in desperate need of help, if not outright rescue. While this may be only 
one interpretation of materials that justly reþect the profound economic and educational opportunity 
disparities operating in the US, many pre-service teachers see not the structures of disparity but 
rather only the students themselves and individualized affective rescue. A similar ñtext,ò the ýlm 
Dangerous Minds (Simpson, Bruckheimer & Smith, 1995), with which all study participants were 
familiar, is one example of such a ñrescue;ò as Gloria Ladson-Billings (1999) writes,

In the popular book, Dangerous Minds, former Marine-turned-teacher LouAnne Johnson is 
credited with turning around the ñclass from hellòða group of urban African American and 
Latino students on the road to failure in school and in life. This book (and the subsequent 
motion picture) was just one more of what Strop (1996) identiýes as among the ñteacher 
as saviorò genre of ýlmsðmovies that construct an image of teachers, particularly white 
teachers, as ñrescuingò urban students of color from themselves, their families and their 
communities. (p. 255).

Similar discourses of ñrescueò are present in terminology like ñat riskòðthe central message 
being that the ñriskò originates within the student unaware. It is internal, implicit in who the student 
is (Valencia, 1997). This level of deýcit thinking does for marginalized students what mythologies of 
ñdamsels in distressò did for women: it implies an eternal stance of helplessness, on the precipice 
of failure and unable to fend for oneself. 

Marginalized Students
At the center of pre-service teachersô imagined messianic scenarios are marginalized students. 

Reyes (2006) refers to students  as ñsituationally marginalized,ò meaning that these are young 
people who have economic and personal potential as well as a strong sense of agency, but may 
be nonetheless marginalized because of a combination of personal life situations (socioeconomic 
status, teen pregnancy, gang afýliation) and larger structures of oppression. The resulting social 
and educational challenges, and the structures of schooling that reinforce studentsô subsequent 
feelings of self-blame and hopelessness, do little to recognize the potential of these students. 
Instead, as ñpunishmentò or remediation, the students are removed further from the contexts in 
which they might have opportunities to decipher the discourses of mainstream/whitestream school 
success, or the ways in which successful students ñdoò school.  Similarly, even well-meant efforts 
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to help some marginalized groups have often resulted in their further marginalization, as they are 
sequestered away the contexts in which they might gain the tools for successful negotiation of 
dominant schooling structures (Noguera, 1996).

White Teachers
The new and pre-service cadre of secondary public school teachers is made up of young, 

white, female monolingual English-speakers (Zumwalt & Craig, 2005). Unlike elementary-level 
teachers, they typically do not enter teaching primarily because they love children, but rather 
because they love their academic content area in addition to working with older youth (Lortie, 
1975/2002). However, pre-service teachers preparing to teach in secondary schools are like their 
primary level compatriots in that the majority had been very successful in school (Lortie, 1075/2002). 
Subsequently, they act to preserve the valued identity of the ñgoodò student, and, for females, this 
means the ñgood girl.ò As Holland & Eisenhart (1990) describe them, ñgood girlsò preserve their 
valued identity by pursuing ñAôs and praiseò rather than taking academic risks to pursue more 
difýcult studies or deeper or more critical understanding, possibly because doing so could impose 
risks to the ñgood girlò identityðincluding being seen as a troublemaker, or getting lower grades 
in more challenging coursework (Holland & Eisenhart, 1990). In other contexts, these individuals 
may shy away from activist politics or anything else that might ñrock the boatò of conformity and 
complianceðtwo things to which many western women are socialized over time (Mahalik, Morray, 
Coonerty-Femiano, Ludlow, Slattery & Smiler 2005; Galman, 2006). These same ñgood girlsò appear 
in teacher education programs; again they are ñgood atò school with ñgood gradesò in their majors 
and may be attracted to the high school classroom, which rewards compliance and conformity 
(deMarrais & LeCompte, 1996; LeCompte & Dworkin, 1991; Dworkin, 1987)4. 

Participants in this study also indicated that the high school classroom was attractive because 
it was a familiar environment in which they had already established success as high school students, 
and also that it fulýlled their desire to teach in a ñcollege-likeò status atmosphere (i.e., with older 
students) without having to risk the valued identity of the ñgood girlò by pursuing doctoral-level work 
or tenure requirements. While many may speciýcally seekðand ýndðcompelling, challenging 
careers in high school teaching, high levels of new teacher attrition at the secondary level and 
data from those who leave the profession suggest that many arrive at an unintended destination 
and ýnd themselves wanting work that looked and felt different, that was better paid and more 
professional.

The system of socialization and rewards in schooling make many of these young peopleðthe 
majority of them womenðinto silent co-conspirators in their own marginalization and that of their 
future students by rewarding them for compliance and conformity through the seductive system 
of ñAôs and praise.ò Understanding that the school system is not inherently a vehicle for salvation 
but rather can be a barrier to mobilityðand humanityðmeans questioning the system of reward 
and the context of self-worth that is valued and embraced by many new and pre-service teachers. 
Questioning the veracity of a yardstick by which many have measured signiýcant parts of their 
lives, while difýcult, could be the beginning of a process wherein the life that they sought to ñsaveò 
may turn out to be their own.
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Methodology
This data comes from a larger ethnographic study of pre-service teachersô experiences of 

choosing to become teachers. Pre-service teachersô stories were the unit of analysis, and as such, 
interview methods were of particular importance for data collection. Central to this inquiry was the 
idea that pre-service teachersô processes of identity development and storytellingðin this case, 
stories about their imagined future practice and present rationale for becoming a teacher---may 
illuminate the roles of the apprenticeship of observation, popular cultural narratives and individual 
habitus in the process of vocational discernment as well as the relative impact of the progressive 
teacher education ñstory.ò Study participants came from two undergraduate teacher education 
programs at both secondary and elementary levels. Data discussed in this paper come from the 
92% of study participants who self-identiýed as white. Of the total participants, only roughly one 
quarter of these were male. While the original data set includes both elementary and secondary 
pre-service teachers, the data discussed here pertain only to the secondary group (N=18), all of 
whom were white and all but two of whom were female. 

Data collection took place over two consecutive academic semesters in 2003. Sampling was 
purposive/theoretical rather than random or representative (Lincoln & Guba, 1985). Data were 
triangulated between-method (Delamont, 2002) (using more than one method to get at the same 
questions, such as collecting information on one issue using observation and interviews) as well as 
within-method (getting data of multiple types within one method, such as asking a variety of questions 
in the interview). Data discussed here are from open-ended interviews; the open-endedness of the 
interviews themselves facilitated valuable tangential discussions, and even multiple interviews for 
many of the participants. In particular, a large part of the interview was an attempt to elicit stories 
from participants. Analysis incorporated domain analysis (Spradley, 1980) and inductive coding 
(Strauss & Corbin, 1990).

Findings: Imagining Self and Student
Before one can actually assume a new role, a period of rehearsal is necessary. In the case of 

the pre-service teacher, rehearsal of the ñteacherò role involves the act of imaginatively taking on 
the role of another in order to ñtry it onò mentally and see how it would feel to be in that role (Mead, 
1934).  Related to Goffmanôs (1959) dramaturgical analysis, imaginative rehearsal is just thatða 
ñrehearsalòðperhaps even a ñdress rehearsalòðin which we try on and attempt to begin to think 
about ourselves performing a new role in preparation for the possibility of assuming it. Just as one 
cannot walk onto the stage and pull off a convincing Hamlet without practicing and rehearsing the 
role before the proverbial ñshowò begins, so also one must rehearse and practice these roles before 
they are performed for an audience. For roles that are relatively taken-for-granted in our ýelds of 
practice, the ñscriptsò or guidelines derived from available reference groups for performing a given 
role are abundantly available. For many pre-service teachers, these scripts are available from their 
own apprenticeships of observation and from popular culture (Lortie, 1975/2002). Even at this initial 
stage when individuals are not yet in the classroom, the scripts that are practiced during rehearsals 
are not only informative windows into individual thinking about teaching, but may be predictive of 
eventual practice.

For the pre-service teachers in this sample, their imaginative rehearsals of interacting with 
marginalized students incorporate scripts that highlight messianic selves: their job as teacher is to 
intervene or ñsaveò the student. The following are excerpted from participant interviews to illustrate 
typical ñscriptsò:
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ñI see my target student being the juvenile delinquent that society casts off because they 
learn differently and have purple hair and donôt have the opportunity to go to [an alternative 
school]. Iôll be there for them to let them know that Iôm there, and I believe in them, and that 
they can do it if they try.ò 

ñPeople [in my dormitory] ask me why I want to teach kids that are a lost cause, that are so 
horrible and that I canôt help anywayðwell, they have such a negative outlook toward that 
group, and I think that if you have a positive outlook, then that will make all the difference 
in the world.ò 

ñI think teaching would be an opportunity to use my giftséwith teaching there is a way to 
make a difference in other peopleôs lives. We can take these kids that have these horrible 
lives and since we have this voice, this opportunity, to come into their lives and be part 
of their lives, itôs personaléI can tell them that they are unique and have the power to do 
more and more. Maybe ten years from now a kid who was from this bad family that never 
had anyone go to college will come back and tell me how my class changed him.ò 

Much like McIntyreôs ñwhite knightsò whose ñgoodò parents, values and education enabled 
them to beneýt from a meritocratic school structure that rewarded their hard work (McIntyre, 1997, 
p. 121), these pre-service teachers assume that the marginalized studentðthe pregnant teenager, 
the gang member and the student with low socioeconomic statusðare all deýcient because they 
do not feel cared for or lack self esteem and subsequently do not ñtryò or believe that they can or 
should ñtry.ò Nowhere in this equation is the teacher required to examine his or her own position of 
power, the larger structural forces at work or the need to make implicit the valued school practices 
legitimated by those forces. Furthermore, pre-service teachers who focus on this theme assume 
that these students do not have caring families and communities, or that they do not have the 
agency or wherewithal to see the value of trying to ñýt inò and achieve in the schooling structure. 

Table two (see below) reþects the frequency of descriptors used in pre-service teachersô 
imaginative rehearsal of the marginalized student. In their ñscripts,ò urban-ness, language status 
and delinquency were the most frequent descriptors. While race was frequently not named by 
participants, it went without saying that ñurbanò or ñinner cityò youth were invariably also youth of 
color, as were students who spoke a language other than English. It is possible that this relationship 
goes without saying; as bell hooks (2000) reminds us, the face of poverty, in the mind of white 
Americans, is always Black, so also perhaps marginalized students are always students of color 
and that goes without saying in these narratives as well. References to pop culture examples of 
marginalized studentsðlike the ýlm Dangerous Mindsðalways cast Latino/a or African-American 
actors in the roles of the urban student populations.  
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Table 2. Descriptions of marginalized students in pre-service narratives

Descriptor Frequency

ñInner cityò or ñUrbanò 12

Non English-speaking 12

ñJuvenile delinquentò 10

Frustrated with school 8

Misunderstood; ñnot really a bad kidò 6

Coming from detrimental or dangerous family and community settings 2

	 Other high-incidence descriptors had to do with individual student affectðthat marginalized 
students were frustrated, misunderstood and not really the ñbad kidsò that others might see. While 
pre-service teachersô imaginings of themselves as the one person to intervene in these situations 
by asserting a belief in the individual human worth of the misunderstood student is more of the 
same messianic discourse related to their teacher-as-savior role, this imaginative rehearsal also 
reþects a ñscriptò that constructs marginalized students generously. This may be a positive element 
of an otherwise problematic story: pre-service teachersô generous construction of the marginalized 
student highlights not limitation but agency and possibility. As Martha Nussbaum (1995) suggests, 
this kind of imagination can be subversive, as it emphasizes the individualôs humanity over their 
group or numerical status, something that is especially signiýcant in an era that privileges the 
ñtabular formò of high-stakes tests. This is the ñability to imagine what it is like to live the life of 
another person, who might, given changes in circumstance, be oneself or one of oneôs loved ones,ò 
and to thereby not see simply the person in his or her present circumstances but rather in the 
circumstances of inýnite possibility (p. 5).

That said, teacher educators must embark on a dual task: to encourage the development 
of this imagination and its practice in imaginative rehearsal, while also continuing to interrogate 
the implications of these scripts. How much of this generous construction is seeing the possibility-
beyond-situation of marginalized students, and how much of it is projecting the possibility of 
ñwhitenessò onto them? Like so many pre-service teachers who claim that they are not complicit in 
the racist structure because they are ñcolorblindò with regard to their students (and therefore do not, 
then, see them at all), so also the story of messianic teacher-as-savior includes saving the student 
of color from color itself by helping them to ñact whiteò (Ogbu & Fordham, 1986). 

Moving Pre-Service Teachers Beyond the Messianic
One of the tasks of teacher education is encouraging pre-service teachers to critically examine 

the impact of their own experience on their future classroom practice, or what they think they know 
about schools, teaching and students.  This critical work takes time, and often can only be begun 
in the smallest of ways during the course of the average short teacher education program (Darling-
Hammond, MacDonald, Snyder, Whitford, Ruscoe & Fickel, 2000). However, there were some 
students whose imagined encounters with marginalized students experimented with scripts that 
began to challenge the complicity of the structure in studentsô marginalization. Two in particular 
challenged 1) the meritocratic celebration of ñhard workò and 2) the role of the teacher in the 
schooling structure, respectively.
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“Working Hard” at Working Hard
Most participants agreed that ñworking hardò in school, or helping marginalized students build 

their sense of being cared for (or possibly of being ñsavedò) so that they, too, can ñwork hard,ò what 
exactly everyone was going to be working hard doing was also left unsaid. Working hard, or the 
ability to work hard, seems to be an end in itself. One participant, Alexa (age 22) however, cited an 
experience in which she saw that just hammering awayðworking hardðcan be alienating unless 
the context and skills are made explicit and meaningful. She described watching an English teacher 
in a classroom full of remedial students with behavioral concerns trying to teach Jane Austenôs 
Sense and Sensibility, to no avail. The teacher pushed for the students to read the book, and the 
students refused. 

 
I remember the teacher sitting at the front of the room and just getting frustrated with these 
kids and yelling at them, ñyou have to do this!ò I donôt care if you donôt want to, itôs not about 
that. Itôs about getting through, itôs about doing the work so you guys can graduate on time!ò 
Just seeing her screaming at them, just to push them through with no skills, with nothing, I 
hated it and I couldnôt wait to get my own classroom and change things.

Another student in this sample, Linda (age 20), made the connection that her experience 
would not necessarily be the experiences of her students.

Yeah, I became a teacher because I loved school, but thereôs also the oppositeðthereôs 
13 years of hating school and that drives people into teaching. And so theyôre these ones 
that are like, óIôm sneaking in as a math teacher and then Iôll do what I am told for a couple 
of years and then Iôm going to work the whole thing to teach the kids all the stuff that I 
was never taught, or never learned.ô So there are two elements and Iôm starting to realize 
that not everyone was like me in schoolðitôs mostly about kids that donôt love school and 
donôt love to read and hate to be there and have behavior problems and are easily labeled 
learning disabled. Those are the majority of the students I am going to have. 

 
Linda was unique in this group, the only one who saw the subversiveðand liberatoryð

potential of teaching students the skills related to demystifying school success, despite her own 
positive schooling experiences. Youth who thrive in schools will be ñbetter prepared to penetrate 
the well-remunerated opportunity structureò while those who do not are ñlocked outò of these 
opportunities (Suarez-Orozco, 2001, p. 345). The urgency of the situation is compounded when one 
considers that Globalization means that more and more children have had immigrant experiences, 
and that these children, in adolescence, have to grapple as well with fundamental issues of identity, 
belonging and alienation in a universe of national, social and personal fragmentation (Suarez-
Orozco, 2001). Teacher education courses about ñcelebrating diversityò may not be adequate in 
these contexts. Instead, teacher educators must develop a critical stance in which the structures of 
power and schooling are demystiýed and the behaviors associated with success in school contexts 
are interrogated and named.

Learning to Break the Rules
Both Lindaôs and Alexaôs scripts were similar to others in that they included marginalized 

students, the teacher-as-savior and their imaginative rehearsal of their own, better practice. 
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However, what distinguishes them and their experiences from others is that they both had a chance 
to observe ýeld placements and engage in guided reþectionðin teacher education contextsðupon 
both what they saw and their own experiences. Linda could see the teacherôs goal displacement 
in emphasizing ñdoing the workò over making sense of school. Alexa was able to see that her 
experiences in schooling were not necessarily the experiences of others and that there were people 
engaging in subversive work in schools that would make a difference for empowering students.

 Individuals who are prepared to ñbreak the rulesò by questioning authorities and structures, 
or engaging in activism are more likely to be individuals who do not subscribe to certain tenets of 
western feminine normative behavior: their sense of self worth is not extrinsically determined, they 
do not conform to normative standards for appearance, intelligence and so on (Mahalik, et al 2005). 
Pre-service teachers, then, who are more likely to imaginatively rehearse subversive teachingð
who can imagine a script that does not include ñdoing what theyôre toldòðmay have to be both 
a) exposed to such a script, as Linda describes, and be sufýciently liberated from the patterns of 
conformity and compliance reinforced in the structure that creates the ñgood girl.ò 

Problematizing messianic discourses means requiring pre-service teachers to name their own 
complicity in the structures of racism and classism and to challenge their own assumptions about 
the raced discourses of ñsuccessò and ñgoodnessò in schools and the ways in which this knowledge 
is mystiýed by the structures of power. In other words, their task is to a) work to understand their own 
participation in and involvement with the structures of oppression, the costs of that involvement and 
their own white privilege and b) work with students to make explicit the contours of the discourses 
of ñsuccessò in schools and schooling, all the while emphasizing these are ñskillsò or tools to use 
to for ultimate resistance and transformation.  In doing so it is possible that the pre-service teacher 
might imagine a fuller and richer self: not a ñsaviorò but rather a collaborator toward seeking truth 
and a fuller humanity. As the story goes, instead of heading out to save lives, these pre-service 
teachers might ýnd that they are the ones who, in the end, need saving. In exploring the possibility 
that submission, conformity and compliance are not necessary for academic attainment, perhaps 
the high cost of the ñAôs and praiseò will be revealed.

Conclusion: Reframing the quick-ýx of salvation
Gloria Ladson-Billings (2006) reframes the ñachievement gapò as an ñeducation debtò:  the 

effect of multi-generational inequality of educational opportunity has a complex cumulative effect 
that cannot be addressed through any quick ýx, as would be implied in ñclosingò any ñgapò (Noguera, 
1996). Teacher educators must stress that pre-service teachers acknowledge the culpability of the 
system as part of a larger structure that, as Lisa Delpit (1992) writes, engages in ñDiscourse-
stacking,ò

[Teachers can] discuss openly the injustices of allowing certain people to succeed based 
not upon merit but upon which family they were born into, which Discourse they had access 
to as children. The students, of course, already know this, but the open acknowledgement 
of it in the very institution that facilitates the sorting process is liberating in itself. After 
acknowledging the inequality of the system, the teacherôs stance can then be, ñLet me 
show you how to cheat!ò And, of course, to cheat is to learn the Discourse that would 
otherwise exclude them from participating in and transforming the mainstream . . . we can 
again let our students know they can resist a system that seeks to limit them to the bottom 
rung of the social and economic ladder (p. 301).
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One of the ýrst steps in developing this stance is to begin to construct marginalized students 
generously and agentively: to see their potential, possibility and humanity. Some of the participants 
in this study were on their way to achieving this initial stance, despite having not yet interrogated 
the scripts implicit in their imaginative rehearsals. While I do not want to portray unfairly these pre-
service teachersô efforts at reaching out and caring for students, or their honorable intentions to 
enter into the teaching profession and create human connections, I do want to expand upon the 
implications of their solutions. The messianic script locates the ñproblemò in students, their families 
and their communities, when in reality blame should be laid at another door entirely. Furthermore, 
for many pre-service teachers, their own school selves and the way they envision the landscape 
of teachersô possible work may be truncated by the same structures that marginalize others. With 
deeper critical examination, they too may ýnd richer work and richer possible selves.
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(Endnotes)

1 The title of this piece is borrowed from the short story of the same name by Flannery 
OôConnor. It appears in the 1971 reissue of The Complete Stories.

2 This terminology is intended here to race the term ñmainstreamòðwhich is to say that it 
is not representative of any ñmajorityò culture but rather reþective of a larger structure of racism 
that conþates whiteness with ñnormalcyò; anything that is not, therefore, white, is outside of the 
mainstream and marginalized as abnormal or sub-culture. As Urrieta (2006) writes, this is not 
restricted to just white people but rather anyone who would use whiteness and white cultural capital 
as a ñstandard.ò 

3 As one of my critically-minded doctoral students said, ñitôs as if someone announced that if 
things arenôt going well somewhere in the world they shout ñsend in the white people!òò 

4 There were a small number of men among the pre-service teachersô whose data are 
included in this paper. They are certainly not ñgood girlsò as deýned above despite also being good 
and school and beneýting from the structure. However, as white men they have automatic ñside 
betsò (Dworkin 1987) that make their process of school rewards and career discernment different 
altogether. Additionally, they may not have the same stake of valued identity in the perpetuation of 
belief in a benign, meritocratic schooling system.
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Abstract
In this paper, we suggest promising educational practices for secondary 

schools with large numbers of Latino immigrant students, who are increasingly left 
to languish socially and linguistically in an ESL ghetto, segregated from access 
to mainstream classes, including college preparatory courses, and unexposed to 
English speakers.  We argue that segregation is based on the racist perception 
that because these students are brown-skinned, speak Spanish and are mainly 
immigrants, they donôt deserve a quality education.   To counter these perceptions, 
we suggest a number of steps schools can take to become more inclusive in 
ways that not only promote successful language and content learning, but also 
positive intergroup relations among immigrant and native born students.   Our goal 
is to offer schools ways to ensure that English learners and immigrant students 
have the kinds of social and academic experiences in school that not only lead to 
graduation, but to higher education as well.

Introduction
	 Latino immigrant students who are English learners are now the most segregated of all 

minority students in U.S. schools (Frankenberg, Lee, and Orýeld, 2003; Gifford & Vald®s, 2006; 
Arias, 2005). Their segregation in school is particularly acute at the secondary level because the 
numbers of immigrant students entering school at this level is at an all time high (Passel, 2006) and 
because secondary schools are largely unprepared to address the language and learning needs of 
this burgeoning student population (Faltis & Coulter, 2007). At the secondary level, the most typical 
policy for teaching immigrant students who do not have enough English abilities to participate in 
and beneýt from instruction in English is to hypersegregate these students into classes where the 
curriculum consists primarily of English as a second language (ESL) and sheltered content classes 
for most of their day, condemning them to what Vald®s (1998) refers to as an ESL ghetto.  

In this paper, we suggest promising educational practices for secondary schools with large 
numbers of Latino immigrant students so that these students are not left to languish socially and 
linguistically in the ESL ghetto, but instead are invited into the whole school environment in ways 
that increase their chances for learning English and achieving academic success. We are convinced 
that secondary schools need to rethink the beneýts and detriments of excluding English learners 
from access to mainstream classes, including college preparatory courses, and take bold steps to 
reconceptualize instruction to ensure that Latino immigrant students are exposed to and acquire a 
wide range of language proýciencies and academic knowledge needed for success in secondary 
school and beyond. We argue that segregation is largely a matter of language proýciency and 
racism, particularly the perception that because these students are brown-skinned, speak Spanish 
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or worse, Spanglish (see Faltis, in press). Likewise, the dominant view is that Latino immigrant 
students  should not be integrated with native English speaking students, lest they slow them 
down, nor should they be taught by the best teachers in the school, whose talents are more suited 
for students who speak, understand, read, and write (standard) English well (Olsen, 1997; Vald®s, 
2004; Valenzuela, 1999). To counter these perceptions and practices, we suggest actions schools 
can take to become more inclusive in ways that not only promote successful language and content 
learning, but also positive intergroup relations among immigrant and native born students.  

A Few Notes on the Hypersegregation of Latino Immigrant English Learners
Nationally, the typical Latino immigrant English learner attends a school where over 60 percent 

of the students are also Latino and English learners (Lee, 2006). These schools are likely to be 
in urban centers, and have large enrollments, large class sizes, and high incidences of student 
poverty. Poverty exacerbates all aspects of studentsô lives, often pressuring students to work to 
help the family survive, provide child care for younger siblings and manage the household. The 
students tend to have health problems ï many have never been to a dentist or vision specialist, and 
few have regular health exams (Kozol, 2005).  

Schools with high numbers of Latino immigrant students have a greater reliance on 
un(der)qualiýed teachers than schools with low numbers of Latino immigrant students. In California, 
for example, teachers in schools with high numbers of English learners tend to be novice teachers 
in their ýrst three years of teaching and teachers with no specialized training in working with English 
learners (Darling-Hammond, 2004). In urban cities such as New York City, Chicago, Dallas and 
Phoenix, teachers working in large schools populated almost exclusively with Latino students are 
likely to have little or no background in teaching English learners, especially at the secondary 
level. Moreover, many of the content area teachers may be ñhighly qualiýedò; that is, they have 
obtained enough college credits to teach in their content area as speciýed by NCLB requirements, 
but they have little or no preparation for teaching in inner school settings (Kozol, 2005). This is not 
to say that these teachers are not dedicated or concerned about their students. The point is that in 
general, they do not have the knowledge, experience, or background to orchestrate instruction in 
classrooms full of students of varying English proýciencies or in classrooms where English learners 
and English speakers share classroom space.  

Secondary schools with high numbers of Latino immigrant English learners are hyper- 
segregated schools; that is, they perpetuate student segregation on a variety of levels. First, school 
enrollment is segregated. Secondly, curricular tracks can be identiýed which require and sustain 
the segregation of the students; for example, the ESL program. Thirdly, students are socially and 
physically segregated, meaning that students attending these schools have little or no contact 
throughout their school day with students outside of their ethnic and language group identities. 
This is partly due to self-selected, within-group segregation, and partly to the school structure, 
which cuts off interaction between Latino immigrant students and students who attend mainstream 
and college-prep content classes (Gibson, G§ndara, & Koyama, 2004). When Latino immigrant 
students leave their hypersegregated schools they return to their communities, to live among and 
interact mainly with members of their ethnic and language groups (Arias, in press).  

Generally speaking, secondary schools attended mainly by Latino immigrant students assure 
curricular segregation through the implementation of newcomer programs, ESL programs and 
curricular tracking for students who are still developing English. Newcomer programs are speciýcally 
designed to address the acculturation and linguistic needs of recent arrivals who are unfamiliar 
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with U.S. schooling practices and in the early stages of English proýciency. By design, newcomer 
centers and programs are short-term efforts at socializing and acculturating adolescents to the 
comprehensive high school. Once the time allocated for the newcomer program has been completed 
(usually no more than one academic year) the student is then assigned to the ESL or bilingual 
program. Depending on the state in which they reside, Latino immigrant students may be placed 
in either structured English immersion (SEI) programs (Arizona, California, and Massachusetts) or 
in some form of ESL language development program that may or may not use Spanish for literacy 
and for some content instruction while students learn English (See Faltis & Hudelson, 1998 for an 
overview of bilingual education in elementary and secondary school settings). The states that use 
SEI have recently passed laws prohibiting the use of languages other than English for instruction. 
In all other states, schools may design programs in which certain content areas are taught in 
Spanish so that students can earn credits toward graduation while they are also learning English.  

Nationwide, however, few secondary schools have strong bilingual programs because of a 
shortage of teachers capable of teaching high school level content in Spanish (Guerrero, 1997), 
and because of a lack of quality materials in Spanish suitable for the secondary level (Faltis & 
Hudelson, 1998). Instead, what happens to Latino immigrant students who enter secondary school 
with little or no English proýciency is that they are placed in a newcomer program for up to a 
year and then into an ESL program for another couple of years, or they go directly into an ESL 
program, and in both cases, usually remain tracked as ESL learners for the remainder of their 
secondary school experiences (See Boyson & Short, 2003; Faltis & Coulter, 2007 for descriptions of 
newcomer programs and practices). The ESL program consists of leveled ESL classes (beginning, 
intermediate, and advanced) coupled with sheltered content area classes, which are usually offered 
sparsely and dependent upon teachersô availabilities (Faltis, 1993).  

In the absence of sheltered content courses, schools often have bridge courses that rely on 
content-based instruction to provide students with advanced English proýciency reading, writing, 
and study skill strategies that are considered essential by content area teachers (see Haley & 
Austin, 2004). Once students are placed in the ESL classes, it is quite rare for them to gain access 
to higher level college preparation or advanced placement courses in math or science (Harklau, 
1999). It is even more difýcult for Latino immigrant English learners to move from ESL and sheltered 
classes to regular and college-prep English literature courses because as Vald®s (2004, p. 119) 
points out:  

In many schools, mainstream English teachers continue to insist that second 
language learners have not yet developed the kind of English that they need in 
order to do well in their classes. They worry about the errors ELL students make in 
written English; they worry about their ability to read the texts they assign; and they 
worry about their ability to engage in discussions about literature at the level that 
they require.  

This reluctance on the part of English teachers to include immigrant English learners is due 
in part to the lack of communication between English teachers and ESL teachers about how to 
work with English learners, but it is also the result of more widespread acceptance of ghetto-like 
conditions for Latino immigrant students, based on the belief by many secondary teachers that 
Latino immigrant students are not worth the effort (Vald®s, 2001).  
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On the Potential Beneýts of Separating Newcomers
Reasons for separating Latino immigrant students from other students during secondary 

school experiences are complex (See Arias, Faltis, & Cohen, in press, for structural and historical 
explanations), but there are some defensible reasons for keeping newly arrived immigrants 
separate from students who are native English-speaking students or students with advanced 
English proýciencies, with the fundamental understanding that this is a temporary and instructionally 
beneýcial separation. From the point of view of ESL teachers in bilingual programs, having newly 
arrived students stay with them for the majority of the day over an extended period of time is critical 
for successful language development early on, especially for immigrant students who have gaps 
in their formal education experiences. Teachers can group students into broad language as well as 
academic proýciency levels and work on moving them to the next highest level, to prepare them 
for sheltered content classes where in addition to acquiring academic language, students also are 
challenged to use the tools and resources needed to participate in multiple discourse communities 
afýliated with the academic content areas being studied.  

From the newcomer studentsô perspective, there are several beneýts to being segregated 
from all-English classrooms while they are becoming attuned to English and becoming familiar with 
American school routines and practices. Four of the main beneýts are as follows (Faltis & Coulter, 
2007):

1.	 Greater participation.  When newly arrived immigrant students are placed 
in settings where they donôt have to compete with fully proýcient English 
speakers, they have more opportunities to use their developing English in a 
safe environment, where errors are considered a natural part of learning to 
speak and write in a new language.  The opportunity to try out oral and written 
language facilitates language acquisition. 

2.	 Cultural sensitivity.  Teachers who work with newly arrived Latino immigrant 
students are generally more sensitive to the studentsô language and school 
cultural needs.  These teachers often have more experience and preparation 
in working with immigrant English learners than do mainstream content 
area secondary teachers.  Students feel safe in classrooms where teachers 
understand their social and academic learning needs.  

3.	 Collective sense of belonging.  Separate classes and programs enable 
immigrant students to develop a collective sense of belonging.  Students who 
study and learn together, and who experience the same difýculties in school 
due to language and cultural differences, tend to develop a bond that intimately 
connects them to their school program.

4.	 How to get by during and after school hours.  Students who are new to U.S. 
schools need lots of preparation, patience, and practice to understand how 
secondary school works.  They need to learn about school passes, tardy policy 
and repercussions, detention, hallway behavior, class scheduling, cafeteria 
schedules, etc.  Most high schools also have after school programs and 
activities that may be beneýcial to immigrant students and their families.  

Separation as Detrimental for Latino Immigrant Students
Although there may be some advantages to separating Latino immigrant students initially to 

ensure they participate in and beneýt from classroom learning experiences, keeping them apart 
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from native English speakers beyond a year is inimical to their long term language and content 
learning needs (Feinberg, 2000).  Four issues to consider are as follows:

1.	  Linguistic Isolation.  Separating Latino immigrant students from native English 
speakers can deny them access to academic conversations and the language-
related tools and resources involved in acquiring multiple forms of oral and written 
communication.  Linguistic isolation is especially detrimental for students who have 
gained conversational proýciency in English, but been denied access to the multiple 
discourse communities considered indispensable for academic success in content 
area classes where proýciency in oral and written communication is highly valorized.

2.  Physical and Social Isolation.  The physical and social segregation of minority students 
along class and ethnic lines is already a problem in many schools (Arias, in press; 
Frankenberg, Lee, and Orýeld, 2003; Kozol, 2005).  Nearly all English learners are also 
members of language minority groups who experience physical and social isolation, 
especially from White, English speaking students.  When students have few or no 
opportunities to interact socially and physically, there is a greater chance that students 
will develop negative stereotypes and come to expect negative intergroup practices 
(Arias, Faltis, & Cohen, in press).

3.  Labeling.  Latino immigrant students who are placed into newcomer centers and ESL 
programs for long periods of time are often labeled as monolinguals, LEPS (limited 
English proýcient), and other terms that denote some kind of language limitation.  The 
meanings of these labels may be extended to infer some kind of intellectual inferiority 
or learning disability.  Moreover, when students are referred to by these labels, their 
identities as individual students may be minimized, making it difýcult for them to be 
viewed as capable members of academic communities.

4.  Separate but unequal. Separate newcomer classes and ESL programs for immigrant 
English learners may not be equal to regular classes and programs in terms of the 
texts, materials and the types of oral and written language practices and activities 
available.  One study of newcomer centers (Constantino & Lavandez, 1993) found 
that English instruction was little more than pattern-practice drillwork, coupled with 
memorization and other rote work.  Language activities in ESL classes and sheltered 
content classes using SIOP and SDAIE methods tend to be teacher-directed and 
focused on comprehensible input, with few opportunities for students to engage in 
inquiry study, peer interaction, or language and literacy rich assignments (Faltis & 
Wolfe, 1999).   

Taken together or individually, these factors work to prevent Latino immigrant students from 
gaining access to, participating in, and beneýting from schooling that is open and available to 
all students.  In other words, these factors exclude Latino immigrant students from schooling in 
general, and from language and literacy learning, and academic content learning in particular.   
From our perspective, Latino immigrant students need a range of opportunities beyond ESL and 
sheltered content classes to gain proýciency in language and academic content at the levels that 
are recognized as valuable to the schools and society.  
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Language Learning as Community Identity and Membership
Furnishing Latino immigrant students with access to native speaker interaction and to regular 

content areas classes is the sine qua non, not only of becoming fully proýcient in English, but 
also of gaining access to membership in academic communities of practice.  New research on 
language acquisition in school settings points to the relationship of identity afýliation and community 
membership to language proýciency for academic purposes (See Block, 2003).  Accordingly, 
the extent to which English learners become proýcient in academic language is only partially a 
function of how much comprehensible input they receive, how much output they produce, and how 
much interaction they are engaged in.  In addition to comprehensible input, output and interaction, 
students also need to take on new identities as members of particular academic communities; for 
example, the communities of math, science, history, and literature.  Membership to these academic 
communities requires learners to talk, understand, and otherwise use oral and written language in 
ways that are recognized, valued, and reinforced by existing members of the academic community 
(Faltis & Coulter, 2007).  In this manner, participation in academic communities of practice goes 
hand in hand with the creation of new identity afýliations, both of which facilitate the acquisition 
of language abilities involved in community membership.   When Latino immigrant students are 
excluded from participation in academic communities of practice because they are kept in ESL 
ghettos, there is little chance that they will become full members of academic communities of 
practice.  Moreover, exclusion of this type pushes students to leave school before graduating, and 
for those who stay in school, it offers them little support for post-secondary education (G§ndara, 
2005).  

Secondary Schools that Defy the Hypersegregation of 
Latino Immigrant Students

Not all secondary schools with large numbers of Latino immigrant students keep these 
students in ESL ghettos.  There are schools in which Latino immigrant students and Latino English 
learners are successful.  By successful, we mean that not only are these students staying in school, 
but they are also learning English and doing well academically in all other content areas (Casanova, 
2006; Freeman & Freeman, 2002; Gibson, G§ndara & Peterson Koyama, 2004; G§ndara, 2004; 
Olsen, Jaramillo, McCall-P®rez, & White, 1999).  We begin with what these schools know about the 
students that attend them, and how they adjust to students needs. 

	 Teachers, educators and researchers who care about Latino immigrant youth know what 
needs to happen in school environments to create powerful learning environments for immigrant 
students and English learners (Olsen & Jaramillo, 1999).  There is now a solid body of knowledge 
and research on how immigrant youth acquire a second language in school; on how long it takes 
to acquire academic language in a second language; and on the role of ýrst language literacy and 
formal schooling on how well and how fast students progress in a second language.  The research 
points to what has to happen ýrst so that the subsequent actions taken have a chance to succeed:  
Teachers and schools must know who their students are and be able to look beyond the unitary 
label, ñEnglish learner.ò  While most Latino immigrant students are English learners, they differ in 
the social and regional dialects of Spanish they speak and prior experiences with English, in the 
socioeconomic and cultural groups they come from, and the kinds of prior formal schooling they 
have had as well as their experiences coming to the United States.  
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Of particular relevance to classroom teachers are the kinds and extent of literacy and formal 
schooling experiences of immigrant students.  Faltis and Coulter (2007) distinguish between 
immigrant students with parallel and non-parallel schooling experiences.  Immigrant students with 
parallel schooling experiences typically enter school at grade level or above, and may have had 
prior exposure to English in school or at home with tutors.  These students tend to have smooth 
transitions into school culture and they often excel academically. For example, Su§rez-Orozco & 
Su§rez-Orozco (2001) have documented how Salvadoran immigrant children with parallel schooling 
experiences do very well academically in school once they gain oral and written proýciency in 
English.

	 Immigrant students with non-parallel schooling experiences and long-term English learners 
present the greatest challenges for secondary schools and under-prepared secondary teachers.  
Within this group are also what Hamann (2001) refers to as sojourner students, students who move 
back and forth from Mexico throughout the school year and who may also follow migrant work 
itineraries.  Non-parallel immigrant students are typically at least two grade levels below where 
they should be for their age group (Faltis & Coulter, 2007). These students face many barriers in 
school. Not only do they enter school knowing little or no English, they often cope with conþicts 
between family values and those promoted by school (Gibson, 1998). Moreover, many of these 
students enter school with minimal knowledge of and experience with computer technology, which 
for secondary students is essential for successful schooling (Su§rez-Orozco, 2005).   

Long-term English learners are immigrant students who have been in English learning 
programs for at least ýve years, and they remain English learners, largely incapable of participating 
in and beneýting from mainstream English-only classrooms without signiýcant changes in 
instructional practices (Freeman & Freeman, 2002). These students need a schooling environment 
that is inclusive and supportive of their speciýc language and literacy needs.

	 The best secondary schools have knowledge of the instructional needs of their immigrant 
students and English learners, and have practices in place that welcome them  to the campus. These 
schools see themselves as partners with families and community agencies to provide programs 
and services for all students. These schools view immigrant students as part of the total school 
community and take ownership for their achievement and progress. As part of understanding the 
immigrant student population, Corson (1999) suggests that schools develop schoolwide language 
policies, based on self-study in which language characteristics and problems in each school are 
identiýed and all teachers are held responsible for solutions to these problems.  As part of the 
welcoming component, schools routinely provide orientation programs for students, with teachers 
and counselors who assess, monitor, and provide transitioning services. The best schools primarily 
serving long-term English learners and students with non-parallel experiences focus their attention 
on providing an engaging curriculum, with specialized services based on studentsô home language 
and literacy and English learning needs (Faltis & Coulter, 2007; Freeman & Freeman, 2002; 
Samway, 2006). 

The following section describes research-based features of effective programs and services 
for immigrant students and English learners that secondary schools can look to for guidance, 
adjusting them according to the needs and characteristics of their immigrant student and English 
learner populations.
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Features Identiýed as Important for Including Immigrant 
Students and English Learners

1.	Specialized support for newcomers.  Welcoming and transitional services become 
increasingly important at the secondary level, and especially for students with non-parallel schooling 
experiences. Students (and their families) who are entering U.S. schools for the ýrst time need a 
variety of support services to help them become adjusted to school rules and expectations and 
attuned to English.  Among the most important services are home language assessments that 
reveal information about the prior educational experiences and academic abilities, as well as health 
screening with language-appropriate referrals.   

   For students with non-parallel schooling, it is essential to have intensive home language 
literacy programs, coupled with access to English classes that allow students to become accustomed 
to oral and written English.  When home language literacy programs are not available or feasible, 
it is important to provide support for the home language whenever possible.   This can be done 
by hiring community liaisons who are native speakers of the non-English language to work in both 
classrooms and communities.  Teachersô aides who are native speakers can work with classroom 
teachers to provide extra support for newcomers. 

Newly arrived immigrant students, parallel and non-parallel alike, should also have access 
to information about the routines, school policies and procedures, and classroom behaviors that 
most American students take for granted.  Table 1 gives a list of some of the topics that newly 
arrived immigrant students at the secondary level need to know to be able to function safely 
and appropriately.  How much time and effort are spent on these topics depends on a studentôs 
experiences with formal schooling and American schools.
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Figure 1. What Newly Arrived Immigrants Need to Know about School Routines and 
Practices

 During School Hours		    		        After School Hours
Å	 School Passes and how to use them 

(including tardy and detention slips)
• The nature of parent 

conferences and attendance

Å	 How the cafeteria works:  Line formation, 
lunch passes

Å	 Parent Teacher Organizations

Å	 Fire drills, lock downs and exit plans Å	 School dances, proms, special 
events

Å	 Assemblies, pep rallies, awards, and award 
ceremonies

Å	 Field days, types of permission 
required

Å	 Holidays, festivities, and traditional 
celebrations

Å	 After-school and Saturday 
tutoring programs

• Fund raisers Å	 Clubs, honor societies, sports 
activities

Å	 Health examinations and screening for 
vision and hearing

• How detention and suspension 
work

Å	 What in-school suspension means; 
disciplinary methods

Å	 Summer school options

• Guidance counseling for course selection 
and college

Å	 Extra-curricular activities such 
as sports (competitive level in

      high school, not necessarily for 
beginners)

Å	 How to qualify for free lunch

Å	 Sex education and physical education

	 In order to positively integrate newcomer immigrant students into the school system, 
teachers, working in teams, help students transition into their new settings by talking with students 
about class and lunch schedules; showing them where the nurse, library, and bathrooms are; 
introducing them to the kinds of extracurricular clubs and sports programs that are available; and 
helping them with the kinds of classroom study materials and books that will be required for each 
of their classes.  

	 Once newcomer students are placed in their classrooms, school counselors and teachers 
monitor their progress in English language development and academic content learning. Just 
as important, the school should also be in close contact with the teachers who have newcomer 
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students to offer them opportunities to participate in staff development activities related to teaching 
adolescent English learners.  Oftentimes, these teachers have bilingual paraprofessionals to assist 
them throughout the day.  Paraprofessionals should also be encouraged to participate in English 
learner-related staff development activities (Chang, 1990).  

	 Most newcomer centers and welcoming programs provide family-oriented events and 
activities designed to acclimate newcomer families to the school and community (Boyson & Short, 
2003).  In addition to helping newcomer students with social and health services, newcomer centers 
and programs can reach out to families in these critical areas by using bilingual community workers 
and school liaisons.  A majority of newcomer centers and programs offer adult-level ESL classes 
either at the newcomer school site or at a nearby location within the school district boundaries.  
Typically these ESL classes also provide parents with an orientation to school routines, policies and 
practices, along with information about American society. 

2.	School leadership with an overt pro-immigrant, success-oriented mission for all students.  
The principal, assistant principals, counselors, librarians, instructional leaders, and department 
chairs need to have a team commitment to the sustained success of English learners and immigrants 
(Casanova, 2006; Freeman & Freeman, 2002; Olsen, 2006).  A team approach helps ensure that 
responsibility for high quality instruction and an inclusive and afýrming school climate is placed on 
a number of  key school leaders rather than one (Harris, & Chapman, 2002). 

Successful secondary schools with large numbers of Latino immigrant students have an 
inclusive and afýrming environment that permeates the entire school, from classrooms to the 
cafeteria.  There is a school mission or vision statement which explicitly refers to the value of 
linguistic diversity and academic achievement.  Here are some examples (adapted from Olsen & 
Jaramillo, 1999):  

-	 Language is an essential aspect of identity.  It is a symbol and marker of cultural 
membership.  We ask all students to respect all the languages in this school.

-	 Language is an important means for access to a quality education.  All students 
in this school have the right to learn the language of the school and to achieve 
academically while they are learning language.

 3. Teachers are hired who represent the students’ communities and languages.  There are 
concerted efforts to promote intergroup interaction and cooperation among students of diverse 
backgrounds (Gibson, G§ndara, & Koyama, 2004).  Finally, there is a zero-tolerance policy on 
harassment, racial epithets, and discrimination based on language, ethnicity, or gender (Olsen, 
2006). 

4.  Counseling and counselors that are readily available to all students.  In schools that have 
large newcomer and refugee student populations, it is critical to provide culturally and language-
appropriate counseling and support services to address culture shock, post-traumatic stress 
syndrome, cultural mourning (Ainslie, 2005) and family separation (Jaes Falicov, 2005; Olsen, 
2006).  Family and newcomer counselors work closely with teachers in welcome and newcomer 
centers (Chang, 1990).  Counselors can provide important information to parents about community 
resources as well as how to navigate through school and basic social services.  

  At the secondary level, English learners and immigrant students, especially those whose 
families have little or no experience with higher education, need a team of counselors who speak 
their home language and can communicate with students, teachers, and parents (McDonough, 



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

29

2005). Academic counselors need to ensure that English learners and immigrant students enroll in 
challenging coursework that leads to high school graduation (See Casanova, 2006).  This requires 
academic counselors to work closely with individual students, their parents, and their teachers, 
and most importantly, counselors who are bilingual.  Academic counselors need to be located in 
prominent areas in the school with easy accessibility to all students.  

5.  High expectations for immigrants, minority students, and English learners.  There are 
behavioral expectations and academic expectations for all students.  Behavioral expectations, 
developed with input and support from parents, are communicated through clear, consistent, and 
fair rules for classroom and school behavior.  Counselors and newcomer teachers make sure that 
new immigrant students understand expected classroom behaviors, dress codes, and rules for 
movement on the campus.  Once newcomer students enter regular classrooms, there is continued 
communication among the counselors, newcomer teachers and the classrooms about behavioral 
issues and actions.

Academic expectations for immigrant students and English learners are high. Teachers 
are knowledgeable about oral and written language development in English learners, and make 
adjustments accordingly, while keeping learning intensive, challenging and þexible (Samway, 
2006). The ESL program promotes acquisition of academic English, the English skills necessary 
to access ñgrade appropriateò instruction in academic subjects (Valdes, 2001). Teachers are also 
knowledgeable about the beneýts and detriments of testing and assessment for English learners, 
and use multiple forms of assessment to guide instruction (Faltis & Coulter, 2007; Freeman & 
Freeman, 2002. 

Gifted programs are open to students regardless of their English proýciency.  Likewise, 
placing students into special education is done carefully and with full attention on the potential 
for misdiagnosing a language issue for a cognitive one.  At the secondary level, tracking is either 
eliminated or kept to a minimum to ensure that immigrant and minority students and English learners 
have access to challenging classes (Oakes & Rogers, 2006).  Advanced placement and honors 
classes are open to a wide range of students, and additional support is provided for tutoring after 
school and on Saturdays.  

6. A Comprehensive English Language Program for English Development and Academic 
Proýciencies.  Immigrant students need to learn English to participate in and beneýt from classroom 
activities in the content areas that are conducted in English.  This means that English learners 
need an English Language Development curriculum to help them acquire and improve their oral 
and written English language proýciency.  In effective secondary schools with large numbers of 
immigrant students, intensive instruction aimed at English language development is available 
to students who are in the early and intermediate phases of learning English.  Beyond English 
development, immigrant students have the opportunity to acquire tools and resources for learning 
oral and written English so they can more fully participate in academic content classes and do so in 
ways that foster identity afýliation.  For this to happen, all teachers in the school have specialized 
preparation in teaching literacy and academic language and content to English learners as well as 
being highly qualiýed secondary level teachers (see Casanova, 2006).

In schools where there are many newcomers to English, there is a dedicated English language 
development curriculum, focusing primarily on studentsô acquisition of oral and written English 
language proýciency, to enable students to use English for multiple purposes in a safe learning 
environment, in preparation for academic content classes.   Students have structured opportunities 
to read and write in English with developmentally appropriate experiences that tap into and build 
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upon what they already know (Peregoy & Boyle, 2005; Samway, 2006).  The English language 
development curriculum addresses variation in levels of English proýciency, from true beginners to 
learners who are communicatively þuent, but need various types of assistance and practice with 
academic literacy.  

	 A comprehensive English program requires teachers who are well prepared to address the 
needs of all types of immigrant students and English learners.   English learners placed in grade-
level content classes achieve academically when teachers rely on principles of practice and use 
appropriate resource material and instructional support in the studentsô home language to support 
participation.   Among the principles of practice that provide English learners with a safe learning 
environment, help them make sense of school, and identify favorably with school practices are the 
following  (Faltis & Coulter, 2007):

1.	 Teachers enable all students (through invitation and nudging) to participate actively in 
social and academic classroom practices.

2.	 Teachers socially integrate students of diverse language and social backgrounds (using 
a variety of whole-class and small group strategies) to build on the unfolding identities, 
prior knowledge, and interests students bring with them, and to afýliate to new ways of 
understanding and using academic content.  Identity afýliation and language learning go 
hand in hand.  

3.	 Teachers integrate language and literacy acquisition strategies into all academic content 
learning activities so that as students actively participate in academic practices, they also 
gain greater proýciency in their new language.   Home language literacy is promoted to the 
extent possible, based on solid research that literacy learned well in the home language 
transfers to English (August & Shanahan, 2006).  

4.	 Teachers assess what students are able to do well and where they need additional 
assistance, using a variety of approaches and when needed, use systems for evaluation 
and accountability, including performance assessment based on local standards and home 
language assessment.  

5.	 Teachers invite and promote critical consciousness within the classroom, the school and 
the community to confront racism, social stratiýcation, and exclusionary practices that may 
occur (e.g., tracking and limited access to gifted and advanced placement classes). 

Generally speaking, these principles of practice have been found in all effective programs 
for English learners (see Casanova, 2006; G§ndara, Rumberger, Maxwell-Jolly & Callahan, 2003; 
Olsen, 2006; Sadowski, 2004).   In addition to these principles, schools that create comprehensive 
English programs for immigrants and English learners develop a lasting relationship with community 
members and parents of students in school.  Unlike most parental involvement approaches, these 
schools understand that involving the parents and local community in school-related activities 
requires a deep understanding of the cultural ways that families and communities have for making 
sense of education, a sense that may be quite different from mainstream, middle-class patterns 
(Delgado-Gait§n, 1987; Schecter & Bayley, 2002; Vald®s, 1996).  

In secondary schools which address curricular segregation, the principal, counselors, 
department chairs and content teachers work together to ensure that immigrant Latino students have 
access to the range of academic classes available to all students.  The curriculum is challenging, 
but þexible enough to include English learners who vary in oral and written language proýciency.  
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Importantly, there are a range of support services and alternative routes to academic success for 
English learners: ESL and content-based tutoring, Saturday school, after school literacy programs, 
and one-on-one access to teachers (Casanova, 2006; G§ndara, Rumberger, Maxwell-Jolly, & 
Callahan, 2003).    

Widening the Responsibility for Latino Immigrant
Students in Secondary School

There is a strong and growing research knowledge base for what schools need to do to 
ensure that Latino immigrant students are successful in school.  There is no excuse for the long-
term gaps between Latino immigrant students and White, English-speaking students.   Part of the 
challenge is how to share with educators and politicians what is known about effective practices for 
immigrant students and English learners.   While there will continue to be political battles over the 
education of Latino immigrants and English learners, from an advocacy point of view the following 
policy goals need to be continually addressed if educators and policy makers want to ensure that 
Latino immigrant students are not left to languish in ESL ghettos:

Policy Goal No. 1:  
Pre-service and in-service secondary teacher education needs to focus its energies on 

preparing teachers who understand second language development, the integration of language 
learning with content teaching, the value of physical and social integration for language learning and 
the development of social networks between immigrant and non-immigrant students, and how to 
teach in ways that create connections with immigrant students and their families.  At the secondary 
level, this means that teachers must be prepared not only to be content area specialists, but also 
specialists in conveying their content to students with various levels of English proýciency.

	 This goal requires leadership in Colleges of Education, and among school district 
administrators and school building principals.  Professional development is a long-term investment 
to focus on theoretical foundations, understandings, and instructional practices that teachers need 
to effectively teach English learners, regardless of their oral and written English proýciency.   In-
service teachers need to be involved in workshops, reading groups, and classroom demonstrations 
to deepen their knowledge and practices concerning Latino immigrant students.  There should be 
opportunities for teachers to try ideas out with supportive mentors and classroom coaches, and 
peer observations.   Superintendents and principals need leadership development and involvement 
in learning groups geared to understanding and teaching Latino immigrant students and English 
learners so that they can lead their schools toward the effective immigrant and English-learner 
programs, instruction, and assessment.

Policy Goal No. 2:  
Schools must be inclusive of all students. In communities with large numbers of immigrant 

students, schools must conduct self-study sessions to better understand, relate and communicate 
with their families (see Olsen & Jaramillo, 1999).  Schools need to understand that separate, 
segregated programs developed to address the needs of the English learning immigrant Latino 
student can result in long-term linguistic and social isolation. Newcomer, ESL, and structured 
immersion programs have the laudable intention of promoting English acquisition. However, at the 
same time, participation in these programs may effectively isolate English learners from meaningful 
interpersonal interaction with native English speaking peers. The balance between facilitating and 
hindering language learning and academic success is critical. 
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Policy Goal No. 3:  
Additionally, schools need to have in place a meaningful accountability system for English 

learners, their teachers and their parents.  For practically all English learners, state-developed and 
state-mandated annual achievement tests are largely inadequate because they were developed 
for native English speaking, English literate students.  Academic achievement testing instruments 
need to be developed and used in the primary home language for students who are not ready 
to be assessed in English.  The accountability system should include indicators of the extent to 
which English learners have been provided opportunities and support for learning material they are 
expected to learn (Olsen, 2006). 

Policy Goal No. 4:  
The research community needs to make a concerted effort to share models of successful 

school programs and contexts for Latino immigrant students and new English learners.   A growing 
knowledge base exists about what works well with Latino immigrant students and English learners 
and their families (Arias, Faltis, & Cohen, in press; Casanova, 2006; Crosnoe, 2006; G§ndara, 
2004; Gibson, G§ndara, & Koyama, 2004; Oakes & Rogers, 2006; Vald®s, 2001; Valenzuela, 
1999).  But, clearly more work needs to be done.  In general, schools desperately need access 
to practices and programs to support their efforts in the areas of professional development of 
administrators and teachers.   Colleges of Education, the research community and school district 
professional development specialists need to work together to build better programs, safer learning 
climates for immigrants and English learners, and stronger understandings of and connections to 
immigrant families and communities.  In other words, making certain that Latino immigrant students 
have access to, participate in, and beneýt from a strong academic curriculum in a safe, positive 
intergroup school setting is a distributed professional responsibility. 

Final Thoughts
We believe that it is critical for educators concerned with the academic achievement and social 

integration of Latino immigrant students to understand that one of the greatest detriments to their 
academic progress is linguistic and social isolation. Educators must take a concerted look at the 
distribution of languages in their school communities and identify formal and informal settings where 
Latino students who are learning English and becoming biliterate can access multiple varieties of 
academic and interpersonal English in ways that foster new academic identity afýliations. We urge 
educators to take a step back and review studentsô trajectories through newcomer, ESL, and sheltered 
instruction programs to see if there are opportunities for access to native English speaking peers 
in every a semester, and make deliberate efforts to promote positive contact between mainstream 
and English learning students.  A language-rich acquisition environment requires contact, contact 
with learners who are motivated to learn English, contact with native English speakers who can 
model various registers, contact with teachers who scaffold language learning, and contact with 
administrators and counselors sensitive to the dangers of isolation.  This human contact between 
English speakers and English learners, Latino immigrants and children of immigrants increases the 
probability that fewer immigrant Latino students will be hopelessly trapped in the ESL ghetto that 
awaits far too many students who come to secondary school speaking Spanish.  
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Demographics Shaping Learning Communities: A Collective Case Study of Career 
Academies in Public High Schools in San Diego

Marie Judson
University of California, San Diego

Abstract
	 Career academies emerged as part an education reform effort in the late 

1960s. As small, career focused programs within larger public schools, they have 
drawn attention for their success in motivating at risk students to stay in school 
through graduation. This article draws on career academies in the southern, border 
region of California, where career academies were introduced into a variety of 
schools and were not limited to at-risk students. Based on interviews and student 
performance data from nine career academy programs embedded within large 
urban high schools, the study produced an analytic framework introduced in this 
article. A case study of an Inclusive-&-Interconnecting career academy will be 
contrasted with an Autonomous-&-Exclusive one. This article argues that by either 
upholding or compromising the original intentions of the educational reform, schools 
reinforce or break with socially reproductive patterns, in the sense of Bourdieu 
and Passeronôs theories of social reproduction of inequity (1977). Furthermore, 
restructuring space and transforming communicative practices through team 
teaching and computer-based project learning, offer means of breaking with such 
reproductive patterns, in part through increasing student agency, yet it will be 
argued that such restructuring is limited by the demographics of the school.

Introduction
	 The career academies that have spread across the nation since the late 1960s have shown 

some notable successes in keeping at-risk students in high school through graduation (Kemple 
& Snipes, 2000) and even increasing the numbers of under-represented students entering and 
completing four-year colleges in some studies (Maxwell & Rubin, 2000). Ideally deýned, a career 
academy is a clustering of career-related courses with academic ones, forming a small learning 
community of students and teachers.1 The reform is intended to make academic subjects more vital 
through real world applications of the learning, and to personalize the high school experience by 
keeping students and a teaching team together for more than one class, and more than one year. 
The teaching team, in this ideal model, brings personalization about by working closely together, 
collaborating on curricula, and working with students as a close-knit community of learners. 
Structural factors - including classrooms that are close together or even interconnecting, block-
scheduling that allows longer project time, students scheduled together, and shared meeting times 
for teachers - are all features that intensify the reform. As you will see, policy, as well as individual 
choices by, schools, teachers and students, can either facilitate or sabotage any or all of these 
features. The demographics of schools, I will argue, make the sabotage or facilitation more or less 
likely to occur. 

A learning community such as the career academy is well-targeted as a way to break patterns 
of social reproduction (that is, the repetition of unequal patterns built into the institution (Bourdieu & 
Passeron, 1977), if and when its structuring and implementation allow the formation of new social 
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networks (Lave & Wenger, 1991) necessary for the building of new forms of social capital in the 
high school context for students who have been marginalized by schooling. Tracking in schooling 
leaves a mark that persists into adult life. According to the 2004 California Labor report, from the 
Center for Labor Research and Education at UCLA: 

Occupations and rewards in the California economy vary with gender, race, ethnicity, 
and nativity. U.S.-born Latinos have lesser educations than African Americans and 
Anglos, lower level jobs, and less income. Differences in beneýts are particularly 
troubling in light of the uneven distributions of jobs across gender, racial and ethnic 
lines.ò (Fligstein & Sharone, 2002, pp. 68-69)

The pedagogy of career academies can lead to a reversal in patterns of stratiýcation by 
bringing students together in courses unmarked by the set layers of tracking built into todayôs 
schooling. Evidence both of tracking practices and the positive effects of detracking are made 
clear in Ann Davidsonôs in-depth ethnography of three California high schools over a three year 
period, both African-American and Latino/a students interviewed expressed the difýculties they 
had experienced convincing counselors to place them in non-vocational or regular track classes, 
despite high GPAs upon entering high school. Some describe the profound change in perspective 
they experienced when they were ýnally involved in classes that included college-bound students 
(Davidson, 1996). Career academies can bring students together in new ways, if implemented 
in ways that bring students together in social networks other than those inscribed by birth and 
perpetuated in the structures of schooling.

Angela Valenzuela provides several useful tools for discussion of how marginalization and its 
opposite, sense of entitlement, work in our schools. Based on interviews with Latino/a students in 
a longitudinal ethnographic study at a majority Mexican-American high school in Texas, she found 
that relationships with teachers play a decisive role in determining the extent to which youth ýnd 
the school to be a welcoming or an alienating place (1999). As a way of offering an alternative to 
the subtractive and competitive approaches still prevalent in our schools, Valenzuela points out 
that students coming from schools in Mexico, and even second and third generation U.S.-born 
students of Mexican heritage, carry on the expectation that learning should be premised on a 
humane and compassionate pedagogy inscribed in reciprocal relationships (Valenzuela, 1999). 
According to Valenzuela, the role and purpose of schools conveyed in the word educación is 
ñconceptually broaderò than the English deýnition of the term ñeducation,ò ñincluding competence 
in the social worldò beginning with what is learned from the family and including moral, social, and 
personal respect for the dignity and individuality of self and others, placing equal emphasis on the 
importance of connectedness and authentic caring as essential to student success. Valenzuela 
suggests that schools in Mexico treat achievement as a more social process, taking interest in the 
quality of interpersonal relationships. This viewpoint and approach will be of signiýcant application 
to the ýrst career academy case study in this paper, and notably absent in the second.

	 This paper works to deepen and humanize as well as to further politicize the ways these 
concepts can be understood pedagogically and proactively, through a comparative analysis of 
students and teachers in two very different career academy programs and schools, examining how 
they adopt or reject - value or devalue - the collectivist versus individualist approaches to learning 
(Rothstein-Fisch, Greenýeld & Trumbull, 1999; Greenýeld et al., 2003).
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Setting of the Study
	 The district of this study is representative of many large urban centers in the United 

States, and particularly border regions. The diversity of the area has been increasing exponentially 
over recent decades, due to extensive and increasing employment in telecommunications and 
biotechnology industries as well as temperate weather. During the year of my study (2002-2003), 
the district composition by ñraceò/ethnicity was 39.7% Latino/a, 26.6% Euro-American, 16.4% 
Asian-American (which encompasses all Eastern heritages) and 15.6% African-American. More 
than one third of the students were categorized as English Learners, and more than 64 languages 
were spoken at home by student families. The socio-economic make-up of the district was 56.3% 
óeligible for free or reduced mealsô (low income). The seven high schools in my study ranged from 
70% Latino/a-American at one high school, to 70% Euro-American at another. These demographics 
correlated with the schoolsô Academic Performance Indexes (API)2; in other words, the school with 
the demographic of 70% Latino/a-American had an API of 2 out of 10 possible points, while the 
school with the demographic 70% Euro-American had an API of 9 out of 10 possible index points. I 
will later argue that this indexing not only results from particular priorities but also creates priorities 
that bound the likeliness of inclusion for students in marginalized positions vis-¨-vis schooling and 
social capital.

Methodological Approach
	 For this research, I spent approximately two weeks full time at each of the nine career 

academies, observing in classrooms and talking with students, teachers and staff. I interviewed 
300 of the 600 career academy students, half of those in each academy, randomly selected, using 
a semi-structured interview instrument (see Table 2). The interview responses were categorized by 
a general framework for content analysis. In addition, I compiled performance records (GPA and 
test scores) for all 600 students, for ýve years, preceding and including their years with the career 
academy. Demographic and standardized test score data were compiled on the academies and the 
schools in which they were situated. This blend of qualitative and quantitative data resulted in an 
analytic framework offering a typology of career academy approaches.3 

In this article, I draw from the analytic framework representing the spectrum of career 
academies, from closest to the original intentions of the reform ï i.e., Inclusive & Interconnecting 
(I.I.) - to farthest from the original design, or Exclusive & Autonomous (E.A.) The top of Table 1 
contains the descriptors Inclusive and Exclusive referring to student selection and participation 
by demographics, i.e. ñraceò/ethnicity and gender, and by academic performance. Along the left 
side of Table 1, Interconnecting versus Autonomous refers to the architecture of the academy 
put in place by the teachers and the school. Interconnecting relates to the physical closeness 
or connectedness of classrooms and to the connectedness of curricula, through active teacher 
collaboration. Conversely autonomous indicates that the career academy is not implementing 
extensive interdisciplinary pedagogies. 

The two career academy case studies in this article serve to exemplify the two most polar 
opposites of the typology; the ýrst case study is Inclusive & Interconnecting (I.I.), which embodies 
the ideal outlined in the introduction to this article. The second case study falls far short of the 
original ideal that has deýned career academies for the past three decades. The question that will 
be raised through this empirical data, presented in the form of case studies, is what the differences in 
implementations indicates about patterns of social reproduction built into schooling, and particularly 
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what affect current national policies have on the ability and desire of educators to strive for the 
implementation.

Table 1: Typology of Career Academies 

Interconnecting Autonomous
Inclusive I-I: Inclusive/Interconnecting- 

This model transforms schooling 
by combining a broad range of 
students and interconnected 
classrooms and curricula; 
meaningful interdisciplinary 
projects, cohorts of students 
moving through the school day 
together, ongoing, visible teacher 
collaboration and team teaching.

A-I. Autonomous/Inclusive- This 
academy model includes a broad 
range of students but fails to adopt 
practices that transform schooling 
with interconnected classrooms and 
curricula, maintaining a traditionally 
autonomous approach to teaching, both 
in distanced classrooms and in lack of 
teacher collaboration on interdisciplinary 
projects

Exclusive I-E: Interconnecting/Exclusive- 
This model adopts practices 
of an interconnecting learning 
community but is exclusive 
regarding under-represented 
students by race/ethnicity, gender 
and/or achievement level. 

E-A: Exclusive/Autonomous- This model 
is the most reproductive of old patterns 
of under-representation; it does not 
break stratifying patterns with inclusive 
practices in selection by race/ethnicity, 
gender and achievement level, and 
does not establish a collaborative 
learning community.

First Case Study: An Inclusive-Interconnecting (I-I) Academy
Midýeld High School is halfway between the city center, where the average family income 

is half the national average and about a third live below the poverty line (based on 2004 census 
data) and the wealthy North County suburbs. The median income for a family in the county overall 
was $53,060. Midýeld High School is located both mid-district and mid-county. The students at 
Midýeld are 35.7% low SES (qualifying to receive free or reduced lunch). Mixed older residential 
and apartment blocks buttress large shopping malls close to the school. Other businesses include 
auto repairs and hair salons. Major streets and freeways intersect on all sides within less than a 
mile. The high school has little distinction among students in the other high schools of the district, 
considered neither elite nor ótoughô on a social level of reputation. Fittingly, Midýeldôs academic 
performance was at the center as well, with an API of 5 out of 10 possible points, placing it in the 
middle range of schools in the study and in the state, and at an unacceptable level according to the 
state department of education. 

Midýeldôs Travel & Tourism (T & T) Academy had gained a reputation among students during 
its previous 8-year history as a Business Tech program, similarly integrating academic courses 
with business-oriented math and computer applications. The teachers who developed this program 
had already established their program as offering usable skills in a þexible and personalized 
atmosphere. Students recommended it to each other from year to year with obvious enthusiasm, 
as one male student expresses: ñMy older brother was in it, and he was always telling me how great 
it is, you know, the beneýts of being in here. It was the B&T academy then, you know, Business & 
Technology, but most of the teachers are the same.ò4
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Inclusive 
It should be noted from the outset that teachers at Midýeld T & T said they accepted pretty 

much everyone who applied for the academy. This, however, leads to the subject of how students 
were recruited. 

Recruitment: In looking at selectivity and inclusiveness, it is important to observe the method 
used by the teachers (and sometimes counselors and administrators) to inform students about 
the academy: how broadly they disseminated information and what forms of encouragement were 
used, if only a select group of students learned about the academy or if teachers and counselors 
made the information available to all students. It must be noted that although not all academy 
teachers do try to reach all students, teachers intending to inform a broad range of students may be 
thwarted by counselors. In the case of Midýeldôs T & T, teachers sent groups of academy students 
to present to all sophomore English classes in the school. 

In addition, the teachers at Midýeld told me they invited the counselors for coffee and 
doughnuts each year, and made a special effort to explain what their academy did. This seemed 
to pay off not only in students being scheduled in cohorts for the academy but also in counselors 
recommending the academy to students.5

Inclusiveness by Race/Ethnicity and Gender: This academy was 64% Latino/a, while the 
campus as a whole was 40% Latino/a (see Table 3 for a full demographic breakdown); 62% 
were labeled LED (Limited English Development) by the district.6 Only 28% of the students in the 
academy were White, well below the nearly 50% of the school as a whole. The academy had one 
African American student as opposed to the 5.4 % of the campus7 so that inclusiveness by ñraceò/
ethnicity is a relative term here. 

This brings up a conundrum: one premise for inclusiveness in career academies by race/
ethnicity and gender would be to reduce under-representation in higher paying ýelds. Yet since 
Travel & Tourism is a service industry, is inclusion of a majority Latino/a students in travel and 
tourism a relevant act of inclusion? The same question applies for gender. The gender makeup of 
the academy exactly matched that of the school as a whole. Women are not under-represented in 
service industries.8 

Yet what appears to count is not so much what career theme the academy is anchored to, 
but instead how it helps students move through high school, academically and socially. Though 
the ýeld of Travel & Tourism offers a relatively low number of high paying jobs, students utilized 
the affordances of the academy for business skills, the academic support and the sense of family. 
Examining the demographic makeup of this academy is, therefore, mainly for the purpose of 
assessing who chose to take part in the academy, demographically, to embrace the beneýts it 
offered on academic and social levels, and not, for most, with intentions of entering travel and 
tourism as a ýeld of work. In other words, inclusiveness in this case does not necessarily hold 
promise for advancing students into high-paying careers but rather includes them in the engaging, 
project-based and personalized approach to academic work and in those ways adding to the 
promise of their futures. Additionally, many students expressed interest in the business aspect of 
the academy more than the hospitality theme, thus indicating that students themselves identiýed 
more symbolic capital with the academyôs legacy related to business than with travel and tourism, 
or hospitality. 

Inclusiveness by performance: As far as inclusiveness in academic achievement, by GPAs, 
for ýve years, before and during the academy:  25% were above 3.0, 30% below 2.0. This indicates 
inclusion of a broad range of performance. This academy, additionally, involved more students 
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with GPAs under 2.0 than any other academy in the study.9 During participation in the academy, 
the average GPA stayed relatively even, between 2.36 and 2.58. The beneýts are most tangible in 
how positively students perceived their experience with the career academy, based on interviews. 
Tangible evidence of academic beneýt can be measured more concretely, however, by academy 
studentsô high pass rate on senior exhibitions (further elaborated below).

As far as standardized test scores, in Language, only 30.43% of the academy students 
scored over the 50th percentile as opposed to nearly 50% of the whole school. Yet we are speaking 
of a group that is 62% LED (Limited English Development). The academy students were closer to 
the whole school in Math, with 44.74% scoring above the 50th percentile, compared with 49.8% 
above the 50th percentile for the whole school. Thus, on all measures of academic performance, 
the academy was inclusive of a broad range of achievers, and a large percentage students who 
could use the extra academic support offered by the academy, in alignment with the intentions of 
the reform. The need, and desire, for extra help seemed to come into play most obtrusively around 
the senior exhibition. According to the academy English teacher, the school as a whole has a 55% 
pass rate on the Senior Exhibition Essay; academy students had all passed in recent years. One 
Latina student expressed her awareness of the difýculty, and the value of help with, the senior 
exhibition essay10:

I donôt see how any of the other students that arenôt in the academy could 
complete their paper because they donôt haveé we have so much help 
and they prepare us for it with activities that are sort of related but not 
directly related to our senior paper.11

The voluntary nature of student involvement in the academy, as well as active recruitment 
across the student body, gives the students who need either academic or social cohesiveness a 
chance to take part in a program ostensibly offering a career pathway as a means to get through 
high school, but also as a place where more teachers are aware of each studentôs situation in regard 
to schooling. How this works becomes clear in the next section, regarding the Interconnecting 
aspect of the academy.

Interconnecting
The T & T Academy was located entirely in two interconnecting classrooms. One was a 

traditional classroom adapted into a computer lab, with an array of older computers on standard 
school tables, pushed together in clusters throughout the room. The other was a standard 
classroom set up for lecture, with rows of desks facing the front. However, in that room, I observed 
not only lecture time but also student presentations, and open time when some students met one-
on-one with the teacher, a student took out a guitar and played it softly, and other students sat 
and discussed their projects (or interviewed with me in one corner). Neither of the classrooms was 
newly decorated; in fact there were stains on the ceilings of the computer lab room, for which the 
teachers apologized. Carpets and walls were somewhat shabby. 

The students at the academy commented on the beneýts of the arrangement. A student 
explained:

éWe have the computer class over there mingled with our English and History 
classé Instead of going to History for two hours, you come to history, get a 
lecture, take a test, [é] then go do computer work. And same thing for English. 
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[The teachers] talk to each other...  they make sure  they correlate. It makes a big 
difference, the teachers working together. Theyôre communicating. Theyôre getting 
to know the students betteré If one teacher is not here and the other is, they know 
whatôs going on so you can ask for help.12

This explanation reveals that the visibility of teachers coordinating with each other makes a 
difference to students, indicating a value of team teaching in a connected structure that goes beyond 
just the integration of curricula across subjects. Students placed great value on seeing the teachers 
work together as well as on the ongoing and meaningful communication between teachers, among 
teachers and students, and between the students themselves: ñ[The teachers] talk to each other...  
they make sure they correlateò and ñI like how the teachers work together.ò The visible teacher 
collaboration gave the students a sense of teachers caring about them because they talked about 
them with their fellow teachers, knew their names, and took the trouble to coordinate activities in 
the interest of students other classes. Students at this academy repeatedly expressed appreciation 
for the teachers knowing them and being aware of their progress. 

I have é friends that are not in the academy. They have the regular English class 
and theyôre doing the same things we are, but they are so stuck é they donôt make 
the effort. Itôs like they donôt know how to make an effort, they canôt, they donôt [get] 
help.13 

Students conveyed unequivocally their valuing of a þexible and helping learning environment, 
both from the standpoint of closeness to other students and in quality of interaction with teachers. 
Students in interviews made comments such as: ñThey interact with you more than other teachers 
and I really like that,ò ñI like the teachers. Theyôre really nice and theyôre caring. They know you 
better, too.ò

The two connected classrooms tied together the socially mediated learning activities of ñpureò 
cohorts of students (that is, all students in the career academy courses were part of the academy) 
and their four teachers. Four teachers taught the classes by pairing into two teams; English teamed 
with U.S. History (or Government-Economics for seniors), and Business Math for Travel & Tourism 
teamed with Computer Applications. All four teachers worked together to form projects involving 
all four of their subjects in an integrated way. They covered both junior and senior year levels of 
required courses in these subjects, but shaped the academic courses to include the career theme, 
both within the coursework and with interdisciplinary projects. They also planned ýeld trips behind 
the scenes in related industries; for instance, while I was visiting the program, they toured a luxury 
ship, spoke to people who worked at all levels of the operation, and were treated to a catered 
lunch.

The two classrooms where academy students and four academy teachers spent several hours 
of two school days per week14 were not only contiguous but the door between them was kept open 
and used continually for þexible movement between the two classrooms. Flexible time for project 
work at the computers allowed use of a blend of ýrst and second languages among students. The 
architecture of connecting rooms, as well as the mediational role of computers, allowed students 
who shared a ýrst language different from English to bridge understandings for each other. 
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A student explained an example of one of their projects and the way all the teachers roles ýt 
together and contributed: 

é like the project we just did. I wouldnôt say it was easy but it was enjoyable. You 
came to class and [é] you wanted to go work on ité. Like for this project, we had 
to write a paper, we had to do a PowerPoint, we had to do a budget.15 [é] For the 
history part, he [the history teacher] helped out with the budget, and for English, 
we worked a lot on [the paper]. For the PowerPoint and all the Excel stuff, that was 
computer class - the class over there (indicating the computer lab). They all put 
their own angles. I learned a whole lot.16 

Summing up the Inclusive/Interconnecting (I.I.) Academy 
The ñlegacyò effect is the most ýnal vote for such a program in which students take part 

voluntarily. To pass word on from student to student recommending the program is a powerful 
source of student agency that is often ignored. As observable in this study, students develop 
an anticipatory imaginary regarding a class or program, based on information they receive from 
fellow students. In other words, as with any socially or culturally sanctioned activity, the positive 
anticipation prepares students to value the program; therefore they experience it and contribute 
to it with more quality and greater self-determination. Coming from the trusted source of fellow 
students, recommendations have the power and potential to vitalize program of energy.17 Those 
who, in designing learning environments, ignore this powerful factor, rob students of the shaping or 
production of their learning spaces.18 

By far, the most common praise expressed by students was that the teachers in this academy 
talked to each other, about the curriculum and about the students, and cared enough to make 
sure the work was getting done and that the senior exhibitions and essays were passed. The 
studentsô at Midýeldôs Travel & Tourism Academyôs responses in interviews can be quantiýed for 
their overwhelming enthusiasm regarding the features of the program. They volunteered these 
points with surprising self-awareness and speciýc articulations of the pedagogies, demonstrating 
both appreciation and a sense of ownership. Prompted only with the open-ended question, 
ñWhat difference does the academy make in your high school experience?ò 96.7% fell into the A 
category of responses: ñconnection of subjects, teachers working together, staying with the same 
students, connected classrooms, being like a family,ò with 37.9% combining their A response with 
B: ñlearning about ýelds through internships, work experience, industry speakers, job fairs; the 
real world application of learning, job skillsò; with C: ñextra credits and/or certiýcate, and/or with D: 
ñcomputer access and learning computer skills.ò (See Table 2 for the full set if interview questions 
and response categories).

Also salient to making the career academy the dynamic learning community the power of 
computers to open and make possible a dynamic and þuid learning environment is apparent. 
Students appreciate the computer skills themselves as a symbolic and human capital, which, when 
explicitly expressed in statements like ñYou learn a lot of stuff that you pretty much wonôt learn 
in other classes. Like computers. You use computers here a lot and thatôs basically é no matter 
what, youôre using computers in real life, in all working areas,ò reveals the likelihood that their 
past experience has encompassed little access to learning computer skills. Along with contrasts 
across the board, the many statements by students that explicitly include the beneýts of access to 
computers will stand in stark contrast to the second case study. 
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Second Case Study: The Exclusive / Autonomous Career Academy
Rainy Springs High School had the highest API of any school in the study (9 out of 10 possible 

points). The school was 53.5% Euro-American. Situated in the farthest northeast region of the 
district, the school was backed by hills with large homes. This areaôs median household income is 
$92,270 (2000 Census). The SES for the school was 11.2% Eligible for Meal Program (see Table 
3 for a comparison of the two academies and schools). The Finance Academy at Rainy Springs 
High School was mainly centered in a high-end computer lab with new carpeting and padded 
swiveling chairs. The expensive lab classroom often sat empty while students went to internships 
off campus. Though the academy was ofýcially comprised of two accounting / business courses 
and two AP academic courses, these classes functioned as separate entities in far distant sections 
of the campus. The most popular feature of the Rainy Springs Finance Academy was the paid 
internships that took students off campus. 

 
Exclusiveness by “Race”/Ethnicity, Gender and Academic Performance

Recruitment: All recruitment for Rainy Springs Finance Academy, signiýcantly, was from 
computer applications and business classes. By choosing not to actively recruit students from 
struggling or under-represented segments of the student population, and merely inviting those 
who had already shown an interest in ýnance and accounting, the academy took a stance by 
omission.

Exclusiveness by Race/Ethnicity and Gender: While Rainy Springs High School was 55% 
White, the Finance Academy 53% White. The school was 8.4% Latino/a and its Finance Academy 
was 7% Latino/a. The academy exceeded the schoolôs percentages of African American, Asian 
and Indochinese students. However, Filipinos, who comprised a considerable 13.5% percent of the 
school, represented only 4.5% of the academy (see Table 3 for a full breakdown). Thus, though 
the school itself is exclusive compared to the district; by race/ethnicity its career academy was 
fairly well distributed. This was not the case by gender or academic performance, however. The 
academy was 77.3% male, where the school itself is a low 41.2% male. Since women are under-
represented in ýnance, especially at the higher levels, this could be said to perpetuate patterns of 
under-representation. 

	 Exclusiveness by performance: Exclusion becomes much more pronounced in the area of 
academic achievement. Only Advanced Placement (AP) academic courses were included in the 
academy, neglecting the premise of the career academy concept to the extreme. The academy 
students actually had standardized tests scores above the whole school; 55.6% scored above the 
50th percentile on Language, as opposed to 30.8% in the whole school, and 38% scored above the 
50th percentile on Math versus 31.3% of the whole school. As far as grades, none fell below 2.0 and 
the average GPA over the years of the academy was 3.55, unweighted. 

	 If any had been lower, it would have been unfortunate since the teachers expressed no 
intention of giving academic support to academy students. According to the history teacher, ñWe 
were able to step up some students who were not advanced [i.e. counselors would have allowed 
it] but they wouldnôt do well.ò19 According to the AP English teacher, basic English students placed 
in the Advanced Lit class in order to be part of the career academy ñqualify for Dôs,ò a counselor 
concession or administrative concession. The academy English teacher also told me: ñSome feel 
like a group. The ones with the least sense of it are the low-achieving students.ò Achievement level, 
in fact, made no difference in which of the students knew about the academy, as far as interviews. 
This teacher also explained to me that ñ[the teachers] are hesitant to send [low-achieving students] 
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on internships.ò Not including low-achieving students in internships is one more indication of a lack 
of awareness of, or lack of intention to follow, the original purposes of career academies ï that is, 
to re-engage low-achieving students in schooling through the inspiration of internships and career 
connections. His ýnal remark was, ñBut they understand that óIôm part of the academyô é and I 
remind them.ò20 

Autonomous 
The Finance Academy at Rainy Springs High School comprised two accounting and business 

courses, and two AP academic courses. The computer lab, the center of the academy if it could 
be said to have one, was located at a distance from the academic courses. Few students shared 
classes other than their business one(s). Some seemed unaware of the existence of a Finance 
Academy to which they purportedly belonged, indicated by one studentôs statement: ñI actually 
donôt know what [the Finance Academy] is at all. The only reason I took this class [the main ýnance 
class of the academy] is because I wanted to be the web site designer for it.ò Others seemed to 
deliberately distance themselves from the academy, saying, for example: 

What do we do during the class? Internships. Weôre never in that class. Weôre 
always on internships. We donôt get mixed up with the academy. [é] I guess having 
Ms. S for Economics is what qualiýes me to be in the academy.21

No classrooms for the academy were scheduled contiguously, and computers were not 
integrated in project work with the academic subjects; they were used speciýcally for accounting 
or ñVirtual Business.ò Implementation of the career theme was applied by individual teachers 
autonomously by slipping business-related subject matter into the regular standardized curriculum, 
and sometimes as extra assignments for the few academy students in their classes. The American 
Literature and Government/Economics teachers chose lessons on their own that tied in with 
business and ýnance themes rather than working through a team teaching approach. 

The distance between classes makes it difýcult and unlikely for teachers to collaborate 
regularly. The head teacher of the Finance Academy told me she hadnôt ñfelt free to apply the 
strengthsò of what she had done in other schools in the past to developing the academy because 
of outside guidelines and pressures. ñPeople donôt want to put in the extra time. I have to tippy-
toe [sic].ò22 ñAm I beneýting the kids?ò she defended. ñYes! Through the internships.ò23 This was 
a singular or isolated beneýt ï appreciated by students, but very much one of the autonomous 
aspects of the academy, where interconnection was neither formed nor sought ï of classrooms, of 
students, of teachers or of curricula. 

Perhaps the clearest sign of the autonomy, or lack of a community, at Rainy Springsô Finance 
Academy was the studentsô response to the open-ended question, ñWhat difference does the 
academy make in your high school experience?ò: 81.8% answered either B: ñthe internships and 
industry skills and experiences, or E / F: “it makes little or no difference to have the academic and 
career-focus subjects connected as an academy.” (Again, see Table 2 for the interview questions 
and response categories). These totals contrast starkly with those of Midýeld academy student 
responses.



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

47

Summing up the Exclusive/Autonomous (E.A.) Academy 
It could be argued that this school was demographically positioned not to form a successful 

and actively implemented small learning community. The high income level of the area and school is 
reþected in signs of privilege, such as students making no mention of access to computers, despite 
their high-end computer lab with new carpeting and padded swiveling chairs. The expensive lab 
classroom often sat empty while students went to internships off campus. Students also did not 
occupy this space with the kind of collaborative involvement that was apparent at Midýeld. 

To establish an exclusive academy may automatically result in an autonomous one as 
well. In other words, by taking the stance of prioritizing Advanced Placement (AP) students 
over ýnding struggling students and building community, what resulted was an academy where 
teachers participated in social reproduction (Bourdieu & Passeron 1977). These students already 
feel empowered by the dominant culture and did not perceive any need to form a community. As 
Bourdieu and Passeron aptly put it, ñMembership in this economic cosmos implies unconditional 
recognition of the stakes taken for granted ...[and] misrecognition of the value it confers on themò 
(1977: 183). These students were very enthusiastic about learning business on their internships, 
and the freedom of getting away from school, but most expressed openly that they did not have 
need for a community within the school or in inter-related classes. 

To be fair, the teaching approach was autonomous so the students had no opportunity to 
experience a pedagogy of interconnection. They were only together in their career-related course 
and did not experience teachers collaborating regularly. Even if the program had restructured the 
learning environment with classrooms close together or connected and cohesive cohorts of students, 
and signiýcant teacher collaboration, creating a small learning community, it seems likely, based on 
the interviews with students who distanced themselves from the academy, that students who have 
experienced schooling with a sense of entitlement rather than feeling marginalized will not embrace 
the more collectivist approach. Yet the counselors did not allow either the scheduling of students 
together or the location of classrooms together for the academy even when requested by teachers. 
One could argue that by not including struggling students, the academy did not justify prioritization 
in scheduling or location.24 However, another career academy on the same high school campus 
ï a Travel & Tourism Academy ï include a much larger portion of struggling and LED students and 
still the counselors did not accommodate them by scheduling students and classrooms together. I 
argue that this justiýes making the point that the school prioritized its API standing over innovative 
interdisciplinary approaches. 

Conclusion
Ultimately, these two case studies are stories about agency. In the ýrst case study, two 

business teachers had, by their own initiative, established the Business Tech that eventually became 
Midýeldôs Travel & Tourism Academy. At the school of the second case study, Rainy Springs, a 
similar teacher initiative had brought about a second career academy on the campus, the T & T 
brieþy described at the end of the second case study above.25 But the Finance Academy at Rainy 
Springs had a different story. The districtôs School-to-Career program had obtained cooperation of 
the school administration to establish the Finance Academy by bringing in an accounting/business 
teacher from another high school. New to the school, she lacked loyalty and leadership with the 
other teachers and found little enthusiasm. There could have been resentment in the fact that she 
was brought in for the innovative program.  Thus teacher and student agency, and the demographics 
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of students and school, shape program implementation. Their agency is limited by school and 
district policy structuring, through reward/penalty system of API ratings for schools, but within those 
limits, individual studentsô, teachersô and administratorsô conceptual frames determine whether the 
boundaries formed by the policies will be pushed. 

The title of this article is not meant to be determinist or essentialist - that demographics 
should, or always will, shape learning communities. On the contrary, it is my intention to illuminate 
an apparent and disturbing relationship between demographics and how learning communities 
in public high schools take shape. There is always the hope of new ways of envisioning possible 
reversals in the traditional direction of learning through producing spaces that cross the boundaries. 
As Vygotsky and others who take a cultural-historical approach to learning have insisted, human 
minds develop in social situations. Lave & Wenger (1991) show learning to be an integral part of 
generative social practice. From this point of view, learning will take place in a richly constructed 
environment where there is social engagement and participation. This concept counters our current 
educational policyôs approach of deciding what must be learned, and seeing social factors as just 
an unruly byproduct. Our education system continues to ignore the relationship of creating the 
social environment in order for the learning and engagement to follow. 

Australian education researchers Hirst and Vadeboncoeur have pointed out that, while 
students are ñsplit between present commitments and possible futures, the emphasis in schools 
is on the future role that students will play in the economic life of [their country]ò (2006: 208). They 
remark further that this emphasis is not easily changed by practitioners, as ñdaily survival keeps 
teachers focused on the present and their individual concerns, rather than being afforded the time 
necessary to plan ahead and undertake collegial activitiesò (208). White (1990) similarly implicates 
the managerialism in education and the labour-market orientation of the school, ñits ideological 
functions and its preservation of social contradictions between the economic role of the school and 
its presumed egalitarian roleò (p. 78).

In the Inclusive-Interconnecting academy, a rare case where teachers did take the initiative 
and did ýnd the leeway within their school, students embraced the opportunities for networking 
and building social and symbolic capital. Their appreciation of team teaching expressed eloquently 
the value they placed on the ongoing personalized interaction between teachers and students, 
clearly highlighting a contrast with what they had experienced in the past. On the other hand, at 
the Exclusive-Autonomous academy which adopted a strategy of exclusive selection (in academic 
performance record) and autonomous teaching strategies, students expressed little or no need for 
a connection of classes or a feeling of community. By not seeking out a broader range of students 
who might be struggling or marginalized in the school, teachers at the E-A academy maintained 
the dominant pattern of tracking and reproduction of a stratiýed school where dominant culture 
continues to retain the lionôs share of social capital potential and perpetuating the competitive 
modus aparandus of entitlement. 

	 Even if the students of Rainy Springs Finance would have been willing to embrace an 
academy in its full implementation, the demographics of the school itself dictated a prioritizing 
of ñA-Gò26 requirements and AP courses. It is simplest to go with the naturalized hegemony that 
perpetuates stratiýed schools and competitive orientation toward individual progress. Thus, 
studentsô desires and schoolsô þexibility are mapped demographically. Between these two deýning 
forces, individual teachers remake or break patterns. In this era of penalty or reward based on 
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meeting a standardized system of measurement that is faulty at best - to break out of the mold can 
come at a high cost. The most difýcult place to implement a new innovative and cross-curricular 
approach was the highest-achieving school in the study. What we see evolve, from the teachersô 
point of view, follows the paths of least resistance, and these paths are the ways to reproduction of 
dominant culture. 

	 Regardless of the schoolôs policies and teachersô practices, students either embrace the 
small community and supportive learning opportunities as life lines through high school toward 
greater hope for the future, or conversely, take them for granted or reject them altogether, relying 
instead on the individuated trajectory they have come to assume. There is the factor of legacy 
which may do more than all else to draw students to an academy and dictate the nature of their 
involvement. As we saw at Midýeld, teachers can do a great deal to increase student enthusiasm 
for a learning community, to create the legacy that is positively embraced by students. Besides 
teachers personalizing schooling, classroom conýguration and þexible use of computers can turn 
into a legacy that students actively pass on to classmates and to future generations. Connected 
to the legacy, then, is the importance of longevity as part of the strength of a program; innovations 
need time. Students and teachers need the chance to build and revise innovative programs over 
time; the program needs time to become a legacy within the school in order for student agency to 
take hold. 

Opening the doors between classrooms and increasing the þexibility of time and space 
was embraced with enthusiasm by students at Midýeld who expressed the difference it, along 
with teacher caring and project work, made in their experiencing of school. They could bridge 
for each other, through shared language, and through technologies that allowed dynamic group 
work. The concept of community might not have been rejected by students at Rainy Springs had 
this interconnecting architecture involving interdisciplinary projects been offered, even to the more 
entitled set of students. Perhaps if it was not embraced at ýrst, the idea of community rather than 
entitlement as a value may be one well-learned in any circumstance. Unless it is done in an inclusive 
way, proactively involving under-represented students with those who were born entitled, nothing 
is done to break the barriers built into the fabric of schooling that causes marginalization in the ýrst 
place.  

Is there any need for small learning communities in high-performing schools or for high-
performing students? Perhaps there are funds of knowledge (Moll et al, 1992), missing from the 
entitled students. As in the notion of educación, perhaps we overlook a certain fund of knowledge, 
even cultural capital that is not (as yet) dominant, that seems to go lacking in many middle class 
schools and communities. Dominance is built on the basis of there being the dominated. What 
is termed cultural capital may be not what is already considered of value but what weôve ignored 
in subtracting cultural wisdom and strengths from our educational practices, in our subtractive 
schooling (Valenzuela, 1999). 

Space constructed to allow open access between classrooms affords students a new 
positioning with regard to the learning, their fellow students and their teachers. Augmented teacher 
communication at Midýeldôs T & T translated to greater caring about studentsô welfare in, and 
relationship to, schooling. ñThe emphasis on space as both constitutive of and constituted in social 
practice [é] makes visible [é] the ideologies at play in the construction of hegemonic practices. 
Based, in part, on Lefebvreôs insightful theories regarding the production of social space (1991) as 
well as their own research in Australian schools, Hirst and Vadebonceour write: ñOnce visible and 
understood they may be countered, reducing their power to marginalise peopleò (2006: 206). Again 
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regarding changes in the space itself, Kostogriz writes: ñThe re-mediation of cultural-semiotic forms 
of injustice in education entails the production of new learning spaces in which cultural differences 
are positively reevaluatedò (2006: 184). Hopefully these case studies offer grounds for positive 
pedagogical reworking of the system: acknowledging the importance of student and teacher agency 
in structuring spaces and learning themes, providing access to technologies, giving reforms time 
and teachers the respect for envisioning them, and hearing student voices in the social production 
of their learning spaces. 
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(Footnotes)

1 This pedagogy has been at times applied to whole magnet schools, such as an ñoceanography 
magnetò or ñperforming arts magnet.ò 
2 The Academic Performance Index (API) is a system adopted by the California Department of 
Education in 2000 to give schools a ranking according to a set of performance measures. The 
Ofýce of Policy and Evaluation sanctions or rewards schools based on the academic achievement 
of students.
3 The analytic framework is explained at length in my dissertation: Judson, M. Social Dimensions 
of Technology, Vocation, and Learning in 21st Century High Schools: Case Studies of Career 
Academies as Fields of Investigation.  Dissertation. University of California, San Diego. Scheduled 
defense: September, 2007.

4 Student interview, Midýeld T & T Academy, April 2003.

5 In the second case study, it will be noted that similar efforts did not pay off in a school with a 
different (much higher) API and SES. 
6 See Table 3 for a full demographic breakdown and comparison between the academies and the 
schools.
7 Teachers did remark that they intended to promote a more multi-cultural image in posters on their 
classroom windows in order to encourage a broader racial/ethnic range of students to apply.
8 At times the terms inclusive or exclusive had to be decided upon based on the most salient 
feature, due to such complex contexts.
9 This is remarkable mainly because the districtôs policies prevented most struggling students from 
taking part in career academies or anything involving electives by imposing mandatory literacy and 
math blocks for anyone with GPAs of 2.0 or under. 

10 Passing of the senior exhibition essay is required by most California high schools now. The 
exhibitions are judged by panels selected by the school. 
11 Student interview, Midýeld High, January 2003.
12 Student interview, Midýeld T & T Academy, April 2003.
13 Student interview, Midýeld T & T Academy, April 2003.
14 Block scheduling allowed for all academy courses for juniors and seniors every other day, juniors 
one day, seniors the next.
15 For seniors, history is Government / Economics; therefore the history teacher was involved in 
ýnance-related projects. 
16 Student interview, Midýeld T & T Academy, April 2003.
17 Or sap it of energy if reports from other students are negative as we see hints of in the next case 
study. In the conclusion, a case of negative student reporting is referenced from another study. 
I never encountered negative student myths or attitudes regarding career academies during my 
study and interviews, but we may see the effects of them in the next case study. 
18 This idea will be pursued further in the articleôs conclusion.
19 Teacher interview, Rainy Springs Finance Academy, April 2003.
20 Student interview, Rainy Springs Finance Academy, April 2003
21 Ibid.
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22 Interview, Business and Accounting teacher, head teacher of the Finance Academy, Rainy Springs 
High School, Spring 2003. 
23 Ibid.
24 There were other extenuating issues in only including advanced courses. According to other 
teachers in the school, no teachers wanted to include the ýnance theme in their courses. Even the 
two AP teachers were reluctant to be very involved and included very little business theme in their 
courses.
25 In many of the career academies I studied, it was the vocational or ROP teachers who found the 
leeway and þexibility to initiate innovative programs, with the desire to bring the passion they saw 
in students when give the agency to strive toward speciýc career goals, and to apply that to the 
academic subject they so often ýnd to be abstracted from any meaning in their lives.
26 A-G is a set of high school requirements deýned as minimal for entrance to the Universities of 
California system. These requirements deýne nearly all classes that ýt into a studentôs four years 
of high school and although one year of art is included, they leave little room for electives so that 
participating in a career academy for those aiming for the UCs.
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Abstract
For late arrival immigrant students, notions of citizenship have been 

signiýcantly inþuenced by the dynamic relationships and tensions related to race, 
language, and citizenship status. In a more critical enactment of a curriculum, 
we describe a reconceptualization of World Geography Studies for late arrival 
immigrant students via unique views of citizenship, historical analysis, and ethnic/
cultural examinations that can yield a more engaging and inclusive approach. In 
this qualitative case study we ýnd that a more critically conscious approach to 
World Geography Studies presents a more multicultural approach to democratic 
citizenship education.

Introduction
For Mexican immigrant students who have begun their schooling experience in the United 

States at the high school level, notions of U.S. citizenship have been signiýcantly inþuenced by 
the dynamic relationships and tensions related to race, language, and citizenship status. The 
dubious acquisition of over half of Mexico (much of current day Texas, California, Arizona, New 
Mexico, California, Utah, Colorado, and Nevada) under the provisions of the 1848 Treaty of Hidalgo 
explains the geopolitical relationship between the U.S. and Mexico. Importantly, the tensions make 
obvious the ideologies behind English only campaigns and xenophobic compulsions to build a 
wall between two nations. Although the continuous assaults upon bilingualism and immigration 
have been a prevalent reminder of the insidious colonization of Mexico, the recent deýance of 
anti-immigration policies is also evidence of the growing Latino consciousness that makes visible a 
claim to citizenship (Flores & Benmayor, 1997). Indeed, membership to a nation-state remains the 
site of ñpolitical legitimacy and discourseò (Castles, 2004, p. 17). Importantly, Grossman, Cogan, 
and Hui (2000) have explained that ñvast numbers of people are moving across borders, making 
virtually every country more multiethnic in compositionéglobalization has made the myth of a 
culturally homogenous state even more unrealisticò (p. 49). 

The abundant and continuous þow of Mexican immigrants into this country (Portes & Rumbaut, 
2001) and growing global and transnational perspectives (S§nchez, 2001) therefore require 
attention to more complex understandings of citizenry and a school curriculum that is reþective of 
a multicultural, not homogeneous, nation-state. Educators are presented with viable opportunities 
to engage in a more critically consciousðin this case race, language, and/or immigration statusð
examination of how citizenship has been awarded and denied. A rejection of traditional and narrow 
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notions of citizenship as a white, male, and propertied construct has called for new ways of deýning 
democratic citizenship in relation to cultural, national and global identities and citizenship education 
(Banks, 2004b; Ladson-Billings, 2004). Unfortunately, citizenship education as it has been currently 
embedded in the social studies curricula shuns the very facets of ethnic and racial diversity that can 
contribute to promoting a more just and inclusive democratic society (Banks, 2004b). Accordingly, 
several studies of citizenship education have urged for a more culturally relevant curriculum that 
focuses on citizen rights, social controversies, global issues, and preparation for an active and 
participatory citizenry (Banks, 2004a; Cotton, 2005; Levitt & Longstreet, 1993). In fact, Parker (1996) 
has argued that the path towards democracy requires the participation of the very citizens who 
are most often marginalized in the United States. Consequently, in order to sustain and advance 
ideals of citizenship, immigrants and their children must participate in the same system designed 
to constrain them.

Given the value and strength of the multicultural mosaic of a multicultural nation-state and 
unique needs of late arrival immigrant students who arrive in our public schools after the age of 
14, new ideals of citizenship and citizenship education demand attention from educators. In this 
qualitative case study of a late arrival immigrant high school World Geography classroom in Texas, 
ñrenegotiating the sense of belonging, inclusion, and full enfranchisementò (Rosaldo, 1993, p. xvii) 
is portrayed by a different and inclusive approach to curriculum by the secondary social studies 
teacher teaching this group of students. Although some schools have emphasized the teaching 
of American History (Salinas, 2006) for late arrival immigrant students, World Geography Studies 
is typically the ýrst course in the high school social studies sequence. Notably, the course has 
been typically peripheral to state level exams and is less text oriented than other social studies 
courses. Moreover, the study of geography is inherently entwined with the study of human culture 
and hence presents an ethnic/racial diversity that is both dynamic and relevant to late arrival 
immigrant students. In examining a more critically conscious enactment of a World Geography 
Studies course, we begin our discussion by framing deliberations regarding citizenship that may 
be nurtured in a course that attends to the interactions between diverse human cultures and 
geography. We argue a reconceptualization of World Geography Studies for late arrival immigrant 
students via unique views of citizenship, historical analysis, and ethnic/cultural examinations can 
yield a more inclusive curriculum. We ýnd that the positioning of a race, language and citizenship 
status conscious approach to World Geography Studies and the promotion of critical multicultural 
social studies presents a more critical approach to democratic citizenship education.

A More Critically Conscious Study of Geography
A more critically conscious ideal of citizenship education has provided an opportunity for 

learners to ñbetter understand their cultural knowledge, to learn the consequences of embracing 
it, and to understand how it relates to mainstream academic knowledgeé[and] to participate 
effectively in their cultural communities, other cultural communities, the mainstream culture, and 
in the global communityò (Banks, 2004b, p. 13). Reconceptualized notions of World Geography 
Studies can provide ample opportunities to sustain late arrival immigrant studentsô unique cultural 
ideologies in the construction of citizenship. For example, Melissa Alcala (pseudonym) and her 
twenty-two Latina/o late arrival immigrant students at Santa Anna HS (pseudonym) complicated 
the ofýcial World Geography Studies curriculum and ideals of citizenship sanctioned by the school. 
During an initial interview she explained, 



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

57

We [teacher and students] have issues with the textbook because thereôs so much 
more to it. I read [several] articles that really made me think about what we teach 
our Latino students and how distorted the curriculum is. I just had to make some 
changes. I had to rethink the material I was teaching. I think to have them really 
engaged and really thinking takes more. You know--other things weôre gonna get 
into the cultures and looking at the history and how that affects their present-day 
lives and communities. The colonization of so many and all these groups coming in 
from Africa or China are relevant to their lives. And so looking at how that affected 
them and our society and how race and geography affects the issues for today. 
They are very comfortable talking about these things because we do it all the time 
in our thinking and talking about geography.

Overtly, the Americanizing and assimilating function of public schooling that has typically 
served the economic and political needs of a select few was directly challenged by Ms. Alcala and 
her late arrival immigrant studentsô negotiated curriculum (Cornbleth, 1998). Ms. Alcala purposefully 
designed and presented to her students a more race, language, and immigration status-conscious 
view of geography. She explained, ñI have to teach this stuff. I know that the story we teach in 
school excludes their [her students] narratives and excludes the contributions of others. I have to 
teach a different perspective.ò Ms. Alcala redeýned and challenged traditional views of citizenship 
by introducing new pedagogies and curricular choices. Consequently, she was supporting sites of 
resistance for her late arrival immigrant students. Importantly, Ms. Alcala provided other educators 
an opportunity to examine a reconceptualization of World Geography Studies as a more race, 
language, and immigration status-conscious experience for students. 

There are obvious instructional reasons for promoting World Geography Studies as 
an introductory social studies course for late arrival immigrant students. In most states, World 
Geography Studies is the introductory social studies course and is rarely included on state level 
exams. In addition, the emphasis of the physical geography tradition is a favored approach for 
second language learners because of the abundance of visual materials (e.g. maps), signiýcant 
use of realia (e.g. globes), an interactive propensity of the discipline (e.g. location of latitude/
longitude), and familiar prevocabulary teaching practices (Chamot & OôMalley, 1994; Echevarria, 
Vogt, & Short, 2000; Linborg & Ovando, 1998). However, we argue on behalf of a curriculum that 
is equally compelling and essential in framing new ways of considering the teaching of World 
Geography Studies and citizenship to late arrival immigrant students. First, the teaching of World 
Geography Studies is framed by four additional, but often unattended traditions that all center upon 
culture. Regional, cultural (or human or ecological), spatial, and historical geography unequivocally 
integrate cultural analysis into various aspects of teaching and learning geography. Second, in 
order to promote a more critical approach to a World Geography Studies curriculum, notions of 
revisionist history and those deýning structures of the social studies curriculum must yield new 
ideals of inclusive and democratic citizenship education.

First, the commonly acknowledged but frequently ignored, four other traditions that frame the 
World Geography Studies curriculum (in addition to physical geography) encompass a valuable 
interrogation of culture (here noted as race, language, and immigration status). Regional geography 
approaches, for example, examine the dominance of some aspect of culture in a homogeneous 
area. Further, human geography has observed the ñinterrelations of cultural development and 
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environmental conditions.ò In addition, the tradition of spatial geography studies the ñmovements 
of trade, people and ideas;ò and historical geography uses the dimension of time in order to study 
human patterns (Banks & Banks, 1999, p. 405). The prominence of culture in other geography 
traditions reþects a departure from the memorization of capitals and cities and instead presents 
late arrival immigrant students with indispensable and varied cultural perspectives. Thus, greater 
prominence has been given to an approach that emphasizes the relationships between cultural 
groups and the development of regions, cultures, spaces/places, and histories. In multiple ways, 
late arrival immigrants ñgive culture a central place in deýning their identity, relationship to the 
world, and sense of rightsò (Silvestrini, 1997, p. 40). Consequently, late arrival immigrant students 
may begin to claim membership to a multicultural nation-state as citizens and agents within a more 
critical conscious rendition of World Geography Studies curriculum focused on the signiýcance 
of culture. The sheer presence of diversity in our society or in the classroom does not ensure 
that teachers will craft a culturally relevant or responsive curriculum (Dilworth, 2004); but it does 
make certain new dynamics and an exciting opportunity to embrace discomfort, resistance and new 
pedagogies (Rosaldo, 1993).  

Second, reconceptualizing a World Geography Studies course argues initially on behalf of the 
revisionist scholarship (e.g. Acu¶a, 1972; e.g. Montejano, 1987; Takaki, 1993) that has attended 
to the omission and misrepresentation of people of color in the ofýcial curriculum (Banks, 1993). 
San Miguel (1997) has critiqued the description of the Mexican culture in explaining that textbooks 
ñ[contain] only disparaging comments about the Mexican presence in the Southwestò (p.44). More 
importantly, he has noted the physical absence and inþuence of Mexicanos arguing that according 
to the ofýcial history ñlittle to nothing transpired in Texas worthy of record before the coming of the 
ýrst Anglo settlers from the United Statesò (p. 45). Analysis of curriculum materials has revealed 
that knowledge is not neutral but rather a reþection of power and human interest (Apple, 2003). 
In challenging traditional narratives, a reconceptualized citizenship education offers views and 
alternative perspectives that are more indicative of an inclusive and multicultural nation-state. 
Mexicanos as well as Native Americans were not only physically present but were signiýcantly 
inþuential in the development of the Southwest long before Whites entered the area (Acu¶a, 1972; 
Montejano, 1987; Takaki, 1993). Central to this discussion is the nature of the construction of 
knowledge in the social studies curriculum that should be made transparent to late arrival immigrant 
students. The ways in which inquiry is guided or how the validity of claims is determined becomes 
valuable in determining the problematic substance of the ofýcial curriculum or in developing inclusive 
and valuable counter narratives (Schwab, 1964; Wineburg & Wilson, 1988).

Method of Inquiry
Located in a large central Texas city, Santa Anna H.S. was a mid size high school (1,600 

students enrolled) and had a 92% minority enrollment with more than 20% of the students signiýed as 
Limited English Proýcient. One block from a major interstate highway, Santa Anna HS was deposited 
in an older, predominantly working class Latino neighborhood. A nearby drive-thru Starbucks and 
upscale housing renovations, however, demonstrated the impending gentriýcation of the area. The 
ýfty-year old school building contained ýve classroom wings, a large ñcafetorium,ò and numerous 
portable buildings that hosted special programs (e.g. Career and Technology Education). In the fall 
of 2006, as a team of social studies educators1, we began a qualitative case study examination 
of a reconceptualized World Geography Studies curriculum found in the late arrival social studies 
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classroom at Santa Anna HS. The bounded system that included this curriculum enacted by this 
teacher with these students was instrumental to our understanding of a broadened conception of 
geography, its interaction (or enactment) with late arrival immigrant students and more complex 
notions of citizenship. Therefore, the instrumental case study approach allowed researchers the 
opportunity to use multiple data sources in describing the reconceptualization of a World Geography 
Studies curriculum for late arrival immigrant students in the only social studies classroom context 
speciýcally designated for them at Santa Anna H.S. (Stake, 1995). As such, the research question 
guided the study and data gathering: In what ways may teachers enact a more critically conscious 
World Geography curriculum?

Over the past few years, the campus has served late arrival immigrant students using several 
conýgurations that escape exact categorization (Short, 2002). Tentatively, the campus program 
could currently be described as a one year Sheltered Language Instruction approach that focused 
attention upon high school students who had had only been in the U.S. for two years or less. 
Most students were enrolled in a combination of four core courses including Language Arts (ESL), 
Science (Integrated Science and Physics or Biology), Mathematics (Algebra I or II), and Social 
Studies (World Geography Studies or World History Studies) and numerous electives (e.g. Art). 
Though the district had conducted sporadic staff development in second language acquisition, only 
the World Geography teacher, Ms. Melissa Alcala, was certiýed in English as a Second Language 
(ESL) instruction. She was in her eighth year of teaching and was completing her masterôs degree 
in Bilingual Education. All the researchers had previously worked with Ms. Alcala because of her 
role as a cooperating teacher in our Social Studies Teacher Certiýcation Program. Although not an 
immigrant, Ms. Alcala was of Mexican descent and bilingual. She was purposefully selected by the 
researchers because of her impressive teaching abilities, her strong ideological stances regarding 
the importance of creating more critically conscious and valuable educational experiences for late 
arrival immigrant students, and her understanding of a reconceptualization of citizenship within the 
World Geography Studies curriculum. 

Santa Annaôs hallways were typically busy and crowded, but Ms. Alcalaôs classroom was 
spacious and enrollment in the late arrival program was relatively small. There were only twenty- 
two late arrival immigrant students, 20 Mexicans, 1 Honduran, and 1 Cuban in her 5th period 
Sheltered Language Instruction class. None of the students had experienced interrupted schooling 
experiences but there were varying degrees of English language proýciency present. Ms. Alcala 
was charged with integrating them into the English-language academic environment at Santa Anna 
H.S., but contrary to district/campus expectations Spanish was also a valued language in her 
classroom. Posters of political activists (e.g. C®sar Ch§vez) and Social Studies artifacts (e.g. the 
U.S. Constitution) covered the otherwise bland beige walls. Aside from several ýlled bookcases, 
a back wall of windows overlooked the schoolôs tennis courts and portable buildings while Ms. 
Alcalaôs desk was positioned off to the side. An overhead, cart, and large whiteboard took center 
stage at the front of the room. What was not typical and relatively impossible to describe, was the 
ease with which the students entered into Ms. Alcalaôs classroom. Most students quickly moved 
towards her at the beginning of class to discuss an assignment or the dayôs eventsðor any matter 
they knew she would appreciate. Her demeanor was entirely kind and supportive; yet the ringing 
bell signaled the beginning of formal learning and a dialogue regarding World Geography that was 
strikingly different from traditional classrooms.
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The authors of this study all held a commitment to those critical approaches that promote 
ways that disrupt the marginalizing and well-inscribed notions of citizenship in the ofýcial 
curriculum (McLaren, 2003). From our perspective as former teachers, citizenship education 
has forsaken social and cultural diversity to a detrimental adherence to national unity that serves 
only a narrow conception of a band of elite brethren. In fact, school sanctioned celebrations of 
political, if not innocuous, differences (e.g. diecis®is de septiembre) minimized the ñsocial and 
cultural heterogeneityò of a pluralist nation (Parker, 2003, p. 20) and further negated the inverted 
relationship between otherness and citizenship (Rosaldo, 1993). Consequently, Ms. Alcalaôs 
enactment of a reconceptualized World Geography Studies curriculum that contested traditional 
notions of citizenship education was an ideal opportunity to examine the different conceptualizations 
of democratic concepts.

In the fall of 2006, we conducted and later transcribed two digitally recorded interviews in 
which we discussed with Ms. Alcala her understandings of the World Geography Studies curriculum, 
the use of unique and valuable traditions and the kinds of foci that can emerge in the teaching of a 
more critical approach to World Geography in a late arrival immigrant context. We triangulated the 
interview data by conducting several classroom observations and analyzing the state curriculum 
(Texas Essential Knowledge and Skills) and district adopted textbooks and curriculum documents 
(e.g. Instructional Planning Guide (IPGôs)). Utilizing Miles and Huberman (1994), the data 
analysis proceeded from noting patterns and themes to arriving at comparisons and contrasts to 
determining conceptual explanations of the data. For example, during our classroom observations 
and interviews, we noted Ms. Alcala repeatedly used numerous historical examples and evidence 
in disrupting the metanarrative. Further development of the themes also distinguished between 
materials or strategies that presented alternative interpretations that confronted misrepresentations 
of Latina/o communities. 

Results
Multicultural late arrival immigrant classrooms have been ñboth a civil rights agenda for 

institutional change and an intellectual agenda for testing ideas and projects against a more demanding 
and diverse range of perspectivesò (Rosaldo, 1989, p. xv). Important in the reconceptualization 
of citizenship education have been notions of the social studies curriculum notably situated 
within broader social, political, and economic contexts that reveal the importance of race, class, 
language, and immigrant status. In analyzing the implementation of a reconceptualized curriculum 
approach we argue through three emerging themes that World Geography Studies were readily 
recast within more critical ideals of citizenship. First, World Geography Studies provided distinctive 
opportunities to discuss citizenship and claims/denials to citizenship based on cultural contributions 
of marginalized yet essential communities. In this instance, differing representations of citizenship 
added to the complexity of the construct. Second, the entwined nature of geographic history and 
citizenry revealed the othering of marginalized communities but again defy singular constructs. By 
highlighting the contributions of other citizens, narrowed constructs become problematic and part 
of vital conversations about community membership. Third and ýnally, a race conscious focus of 
World Geography Studies investigated spatial contexts, patterns and processes between various 
communities, marginalized and dominant, and shed light on the important interrelationships of place 
and ethnicity. Here, race became complicitous in the development and destruction of societies 
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within a geographic terrain. Throughout our observations and interviews, Ms. Alcala demonstrated 
the multiple ways in which the study of geography can and does merge culture and citizenship in 
more critical representations.

First, the World Geography Studies teacher, Ms. Alcala, created a unique space for citizenship 
deliberation within the curriculum by calling into question claims and denials of cultural contributions 
that were most relevant to those marginalized cultural communities. The experiences of a ñvariety 
of geographical, social, cultural, educational, and linguistic environmentsò provided late arrival 
immigrant students with inherently contrasting views of citizenship (Linborg & Ovando, 1998, p. 
213). These multiple allegiances along contrasting racial and political axis promoted a divergent 
understanding of citizenship (Ladson-Billings, 2004). For instance, during an interview, Ms. Alcala 
noted how the longstanding and well-documented community organizations common during the mid 
to late 1800ôs and early 1900ôs (e.g. mutualistas) served to support new immigrant transition into 
U.S. culture as well as to promote the educational values of the community of Latinas/os (DeLe·n, 
1982; Salinas, 2000). She explained during an interview that ñthe US has plenty of documents and 
decrees that make citizenship an issue of race and class and gender that greatly disadvantage 
immigrants and yet there is a story of resistance that we need to include in our teaching.ò Indeed, 
both citizenship and the racial divide, well encased in the covenants of the U.S., were confronted as 
Tejanas/os helped to acculturate immigrants while simultaneously providing economic assistance, 
upholding the values and beliefs of the Mexican culture, and promoting the Spanish language of 
Mexicans crossing the newly created border (San Miguel, 1997). In a related example during an 
interview, Ms. Alcala discussed how the complexity of Mexican-American/Chicana/o citizenship and 
control (participation) of political contexts in South Texas was, in addition to race, a regional pattern 
determined by the geographic resources available and subsequent power of landed Mexicano 
ranchers, Anglo farmers, and/or Mexican and Anglo merchants (Montejano, 1987). During a class 
discussion, she said ñMexicano ranchers did well in these areas where the land was better for 
cattle, but Anglo farmers were ready to take these other lands that were better for farming.ò A 
geographic study of the area revealed the advantages gained by ranchers, farmers, or merchants 
and deýed simplistic renditions of who was and who was not entitled to the rights and responsibilities 
of citizenship. In the same class session she added, ñso it gets kinda complicated. You donôt just 
have the Anglos coming in and taking over and you just donôt have Mexicanos totally losing their 
land and money.ò Citizenship was not then a right and privilege exclusively for the White propertied 
male, but rather dual in its nature and dependent upon the power that was directly derived from 
the geography of the land. Of importance in these examples was the deliberation and complexity 
of citizenship and its intersection with race/ethnicity and class within the historical and spatial study 
of geography.

Second, we noted how the spatial and interactional patterns of population traced over time 
in historical geography exposed the relationship between geography, history, and citizenry. For 
instance, the social studies metanarrative that has catapulted to mythical status the White male 
property-seeking American citizens who conquered the West through divine destiny was readily 
contested by revisionist historiansô counter narratives that eradicated depictions of passive and 
docile Latina/o communities. These counter narratives inserted in the curriculum a more afýrming 
depictions of powerful and active claims to the relationship between the earthsô geography and 
other cultural communities (MacDonald, 2004; Moreno, 1999; Takaki, 1993). For example, during 
one of the classroom sessions she clariýed for her students, ñEven though Americans took the most 
land from our Mexicano ancestors, we still held onto some of the land and we still had certain skills 
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in working the land that the White people needed. They did not know the rivers, mountains, and soil 
better than we did.ò Ms. Alcala explained to her students that Mexicans may have been strangers 
in their own land after the Treaty of Hidalgo in 1848, but they were not without valuable cultural 
resources and understandings of the topography that had given them generations of sustenance. 
Ms. Alcala noted that the development of the cattle industry in the U.S. was rooted in the Mexican 
vaquero. During an interview she reminded us, ñthe vaquero is probably the best example of how 
the Mexicano has most inþuenced the US economy and why knowing geography is most important 
to understanding when and how a group of people ïa culture- can be powerful regardless of laws or 
racism to the contrary.ò She and the students discussed the vaquerosô skills and ability to capitalize 
on the lands available for grazing, the climate, and the economic activity that was best for their 
ethnic communities. Acknowledgement of Latina/o culture within a curriculum that described the 
growth of the United States as an economic power provided ña sense of belonging to a community, 
a feeling of entitlement, the energy to face everyday adversities, a rational for resistance to a large 
world in which minority groups feel like aliens in spite of being citizensò (Silvestrini, 1997, p. 43). 
The critique of the school curriculum by Ms. Alcala demonstrated the inaccurate highlighting of the 
status of the White American cowboy, selective and ideological nature of the ofýcial curriculum, 
and teaching of a marginalizing view of geography (Apple, 2003; Apple, 1992; Williams, 1961). The 
counter narrative espoused by Ms. Alcala during our interviews and during her classroom instruction 
also made visible the valuable contributions made by the Mexican/Tejano vaquero (Allsup, 1983). 
Notably, the geographic examples the teacher selected drew upon the physical (and arbitrary) 
shifting of the U.S.-Mexican border, the regional development of powerful economic communities 
and practices, and the entitlement of citizenry within the U.S.

Third, the use of critical or transformative geography encourages the examination of the 
intersection between race, ethnicity, gender and geography in exploring spatial contexts, patterns 
and processes between various groups, and how ethnicity has been inþuential in peopleôs 
perceptions of place (Berry, 1997). Ms. Alcala, for example, used demographic maps during one 
of her class sessions that described the collision of cultures as the Spaniards moved into Northern 
Mexico (the current Southwest of the U.S.) and enslaved the Native Americans in the building 
of missions. During an interview she pointed to the use of maps chronologically and described 
her rationale, ñI show the students all the groups that have come to Texas-or the Southwest-in 
the name of their country and in the name of making money for their country and themselves 
even in the name of race. I even show ýghting between the Native American tribes. Regardless of 
how the textbook wants to represent geography-no one is without sin here.ò She attended to race 
and White supremacy and critiqued the ways in which the textbook described the ñsettlementò of 
the area. She asked her students during a class exchange, ñHow did the Native Americans feel 
when they ýrst met the Spaniards? Of course, they didnôt realize that they had killed so many 
people and put them as slaves and that they were about to meet the same fate.ò In a related 
class discussion the following week regarding explorers and Christopher Columbus, Ms. Alcala 
explained, ñIt depends on whose story they want to tell. Are you gonna write that you [referring to 
Columbus] killed thousands of people and you treated them like slaves for the sake of gathering 
resources and staking land in the name of Spain?ò The introduction of counter narratives were used 
to Ms. Alcala to reveal complex ethnicities and representation of cultures within world geography 
knowledge. The introduction of an explicit framework by Ms. Alcala allowed for viewing others in the 
formal curriculum by ñconsider[ing] alternative viewpoints,ò (Rosen, 1997, p. 11). During a follow up 
interview Ms. Alcala explained that in studying these examples of missions or explorersô narratives, 



Journal of Border Educational Research
Volume 6  ¸  Number 2  ¸  2007

Journal of Border Educational Research

63

the students were given the opportunity to recognize the dubious nature of ñofýcial storiesò and their 
own ethnic identities as mestizos ïboth colonizing Spaniards and colonized Native Americans. 
Interestingly, messy representations of geography and citizenship were common in the way Ms. 
Alcala viewed the World Geography curriculum.

In any sheltered language World Geography Studies classroom the signiýcance of physical 
geography and second language learner instructional strategies are apparent. However, in this 
qualitative case study we describe how a teacher enacted a more critical rendition of curriculum 
that inserted multiple representations of citizenship through the study of all the traditions of World 
Geography and purposeful attention to the lives of late arrival immigrant students. The curriculum 
interrupted traditional depictions of citizenship and challenges educators to reconsider the 
homogeneity of the nation state as it is represented in ofýcial school knowledge.

Discussion
In this project, we examine the reconceptualization of a World Geography Studies course by a 

secondary social studies teacher in a late arrival immigrant classroom. The enactment or positioning 
of a more critically conscious curriculum in relation to those wider political and contextual constructs 
related to race, language, and immigration status is vital in coming to new understandings of our 
multicultural nation-state. The image of ñcultural invadersò and/or second-class citizens for Latinas/
os emphasizes a ñstruggle to build communities, claim social rights, and become recognized as 
active agents in societyò (Flores & Benmayor, 1997, p. 2). Accordingly, a more critically conscious 
examination of race, ethnicity, gender, language, and portrayals of legitimate citizenship through 
World Geography Studies are deliberately presented in a reconceptualized curriculum. We ýnd 
initially, that the other four traditions associated with the teaching of World Geography Studies are 
essential in framing more critical multicultural notions of citizenship. Second, we ýnd that teachersô 
knowledge and willingness to enact a reconceptualized curriculum is equally essential in shifting 
away from narrow constructs of citizenship in a traditional nation state.

The use of geography in teaching and learning citizenship is rooted in those geographic 
questions and traditions that have continuously guided the ýeld. Young students, including late 
arrival immigrants, ought to be able to ask questions about ñWhy things are where they are and 
how they got thereéWhere is something located? Why is it there? With what is it associated?ò 
(Bednarz, Bettis, Bohem, DeSouza, Downs, Marran, Morril, & Salter, 1994, p. 42). Attention to 
regional, human, spatial, and historical geography complies with the broader framing of the study 
of World Geography Studies. In reconceptualizing World Geography Studies within the realm of 
critical multicultural citizenship education, we ensure multiple understandings of citizenship, a 
revisionist account of others’ contributions to our citizenry, and a critical consciousness that attends 
to the value of racial diversity (Salinas, 2006). Attention to other elements of geography does 
not diminish the physical study of the earth but rather emphasizes the ways in which humans 
make use of space, move across continents, and inscribe historical signiýcance for societies to 
understand. Moreover, in this way, citizenship constructs become politically and culturally complex 
and contested ideals open to deliberation.

A signiýcant challenge in promoting the ýve traditions of World Geography Studies enters into 
the realm of acknowledging a body of content that redeýnes American citizenship. Undoubtedly 
a reconceptualization of citizenship education within the World Geography Studies curriculum is 
limited by several factors including the degree of inþuence of standardized curriculum documents 
and the expectations of state level exams. Distinctly, none of the examples or counter narratives 
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included in the teaching of World Geography Studies in this case study was made available through 
ofýcial curriculum materials. In order to disrupt portrayals of citizenship as a White, male and 
propertied possession, the curriculum and teachers then must include a ñpolitical consciousness 
and the drive for self-empowerment [that] have encouraged many social groups to seize control of 
their own histories and recontexualize the images of their national, ethnic, or gender past from within 
their own communitiesò (Cuello, 2000, p. 2). In sum, a reconceptualization of World Geography 
Studies relies upon representations of citizenship and the interplay between race, language and 
legal status. Thus embracing new and counter approaches to citizenship education within World 
Geography Studies entails a body of knowledge and constructs that challenge marginalizing 
assumptions about power and the narrow tenets of citizenship (Banks, 1993). More critically 
conscious notions of citizenship then require that educators make sense of how citizenship can 
and should be situated within or in opposition to the traditional curriculum. Given the magnitude of 
content area of the World Geography Studies course, the disruption and expansion of the ofýcial 
curriculum is a paramount and yet daunting task that demands our attention.

Conclusion
ñBecoming a citizen,ò Ong (1996) has explained, ñdepends on how one is constituted as a 

subject who exercises or submits to power relationsò (p. 738). The perspective mandates that social 
studies educators reconstruct citizenship education curriculum from that of passive consumption to 
active and critically conscious deconstruction of the ofýcial school knowledge. In particular, immigrant 
communities and those late arrival immigrant students must be afforded opportunities to become 
agents of change for the sake of our democratic society (Parker, 2003). In reconceptualizing World 
Geography Studies we argue on behalf of a culturally bound examination of earth and societyð
one that will become inclusive and capable of interacting with physical, regional, human, spatial, 
and historical traditions and lenses of examination. No doubt a multicultural nation-state and the 
ensuing notion of citizenship makes valuable the examination of diversity of race, language, and 
immigration status indispensable.
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Educational Needs of Linguistically and Culturally Underrepresented 
Immigrant Youths: The Case of African-Born Immigrant Students in 

United States Urban Schools 
 

Immacul®e Harushimana 
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Abstract
This article posits that foreign-born immigrants from some linguistically and 

culturally underrepresented backgrounds, in this case African-born adolescent 
immigrants, have not been given sufýcient consideration in multicultural education 
advocacy or in teacher education curricula across the United States. The author 
identiýes the ñmajority-in-the-minorityò paradox as one of the major challenges 
facing the advocates of a multicultural education philosophy.  To illustrate the 
potential risk that the ñmajority-in-the-minorityò paradox may pose to less visible 
immigrant minority populations, the author highlights four points that make African-
born immigrant students in United States schools unique and vulnerable. These 
include: a demographic increase among African immigrant populations; the social 
challenges associated with being African-born; the African perception of school 
literacy as determined by the status of secondary education in Sub-Saharan 
Africa; a multilayered adjustment process required of African-born youths as 
they try to integrate into United States urban secondary schools; and the nature 
of educational programs available for them.  In closing, the author provides 
educational recommendations regarding possible ways to facilitate the integration 
of foreign-born immigrant youths from ethnically and linguistically underrepresented 
backgrounds mainstreamed in U. S. public schools.  

Introduction
	 The lack of diversity among faculty in United States (U.S.) urban schools is a major 

problem, which necessitates the training of teachers and administrators to understand multicultural 
student populations (Cochran-Smith, 2000; Gonzalez & Darling-Hammond, 1997; Goodwin, 2002; 
Ladson-Billings, 1994, 2001). Within this multicultural population are students who are newcomers 
from linguistically and culturally underrepresented immigrant minority groups.  Studies of immigrant 
students in urban schools, especially newcomers, are markedly absent from multicultural and urban 
education literature (Goodwin, 2002). This absence of targeted studies concerning underrepresented 
minority groups may result in recommendations which may proýt some minorities, but alienate 
others.  The ideal multicultural curriculum for culturally and linguistically diverse students should 
grant every child the opportunity to use his or her own personal linguistic, cultural, and educational 
experiences to develop the skills that a new educational system mandates.  Multicultural education 
proponents need to make recommendations that will better integrate new immigrant students 
originating in lesser known parts of the world, especially developing nations.	

Written from an African-born teacher educator perspective, the purpose of this paper 
is to alert the multicultural education leadership about the invisibility of foreign-born children 
from culturally and linguistically underrepresented backgrounds in the United States 
schools and the negative impact it has on their educational and academic integration.  
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Problems in the integration of African-born immigrant minorities in U. S. schools are cited 
to illustrate the cultural and educational idiosyncrasies of foreign-born minority youths, 
especially those coming from areas less known internationally, like some countries in Africa. 
 	 This paper discusses four main points pertaining to the educational integration of African-
born youths in US schools: the vulnerability of African-born students in United States schools; 
the African perception of school literacy as determined by the status of secondary education in 
Sub-Saharan Africa; the various challenges faced by African-born immigrant children as they try to 
integrate into United States urban secondary schools; and the mismatch between the educational 
models available and the needs of foreign-born immigrant children. These aspects are explored 
in consideration of the ñmajority-in-the-minorityò paradox of multicultural education and the 
demographic diversity among African-born immigrant populations in the United States. The author 
concludes proposing pedagogical recommendations for school leaders regarding additional ways 
to facilitate the integration of foreign-born immigrant youths who are ethnic and linguistic minorities 
in mainstream urban classrooms.

The “Majority-in-the-Minority” Paradox of Multicultural Education
 The last decades of the 20th century have witnessed the riseof multicultural 
educational critics (Ogbu, 1992; Rahim, 1990) who questioned the multiculturality of 
education in a system where a dominant ethnic group, by virtue of its political power, 
plays a crucial role in formulating and implementing social policy to strengthen its 
privileged status.  In the process, the hegemonic ethnic group succeeds in mediating 
the dominant practices and values to other subordinate ethnic agencies through the 
education Institutions of the dominant ethos. (Rahim, 1990, p. 29).

 
 	 This assimilationist philosophy prevailed for quite some time as Anglo-Saxon practices continued 
to guide pedagogic actions in most of the schools until cultural þaws were detected both in the curricular 
content and the assessment mechanisms (Labov, 1975).  In reaction, the multicultural education 
movement emerged, mainly led by ethnic minorities, demanding the replacement of a monolithic system 
of education with a culturally responsive system, especially at the elementary and secondary levels.  
However, three decades later, the question still remains: Is multicultural education truly multicultural? 
	 Todayôs composition of minorities in the United States has expanded both in size and makeup, 
beyond more visible national identities and ethnic groups (Banks, 1988).  In this post-modern context, 
the term ñmulticulturalò can be associated with a plurality of national/linguistic identities, political 
ideologies, religious denominations, and sexual orientations.  Within the broad context of what is 
included in the deýnition, multicultural education advocates face the challenge of being inclusive 
for so many constituencies on the curriculum negotiation table.  Minority cultures particularly with 
smallest demographic and linguistic representation can be easily overlooked.  In the same way 
the defenders of the elitist tradition (Bullivant, 1981) have accused multicultural education of 
ñperpetuating ethnic hegemony,ò underrepresented cultures can also look at their situation from 
the perspective of ñmajority-in-the-minorityò hegemony (Castellanos & Jones, 2003). As Goodwin 
(2002) notes, ñalthough the multicultural discourse  has expanded, it is not yet fully inclusive or 
representative, and many groups in our diverse society remain voiceless and marginalizedò (p. 
170).
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Whether the problem is framed as a ñpluralist dilemmaò (Bullivant, 1981) or a ñmajority-in-the-
minorityò paradox, multicultural education activists need to ýnd a way to avoid a counterproductive 
cycle, where the vocal minority group which wins the debate becomes the new majority and imposes 
its curriculum on less-vocal minority groups.  From the underrepresented minority point of view, the 
problem of multicultural education is not just at the level of deciding how much diversity to allow 
for in curriculum planning (Bullivant, 1981); it is also the problem of deciding which ñmajority-in-
the-minorityò cultures should dominate the curriculum.  Immigrants from the remotest and poorest 
corners of the world, like many countries in Sub-Saharan Africa, with minimal ethnic and linguistic 
representation in the host culture, risk slipping through the cracks, thus becoming doomed to 
permanent invisibility. For, as Adrienne Rich (1994) puts it:

  
		  When those who have the power to name and to socially construct reality choose

not to see you or hear you, whether you are dark-skinned, old, disabled, female, 
or speak with a different accent or dialect than theirs, when someone with the 
authority of a teacher, say, describes the world and you are not in it, there is a 
moment of psychic disequilibrium. (p. 199) 

Census 2000 data reports indicate that foreign-born blacks represent a signiýcant number 
among the black population in the United States (McKinnon, 2001).  Additionally, a large percentage 
of all black students in K-16 and beyond have parents that were not born in the United States (JBHE, 
2006). On the other hand, little has been said about the adaptation challenges faced by African-born 
black youths in high schools and colleges (Essandoh 1995; Traore & Lukens, 2004; Obiakor, Obi, 
& Grant., 2000).  As long as the educational hurdles faced by African-born immigrant children who 
integrate in United States schools remain unreported, chances for their socio-economic condition 
to improve will remain improbable.

 
Africans in the USA: A Demographic Overview

Drawing from the U. S. 2000 Census, several African-focused news reports, including 
Migration Information Source (Dixon, 2006; Grieco, 2004; Wilson, 2003), People’s Weekly World 
Magazine (Frasier, 2005); The Schomburg Center for Research in Black Culture (InMotionAAME, 
n.d.), and Voice of America (Hamza, 2005), concur that there are approximately one million African-
born immigrants who are legal residents of the United States today.  The statistical distribution 
of post-slavery African immigrants indicates that between 1960 and 2000, the number of African 
immigrants increased exponentially, from 30,000 in the 1960ôs, to 80,000 in the 1970ôs, to 
176,000 in the 1980ôs, to 1 million in 2000 (Frasier, 2005; Hamza, 2005).  A further statistical 
breakdown shows that Africans now represent 6% of all the immigrants to the United States, 
whereas Sub-Saharan Africans make up 5% of the African-American population (McKinnon, 
2001).  In a society where racial minorities have used history to claim their rights, it is important 
to advocate that African-born immigrants who comprise 1.6 percent of the black population in the 
United States and have a long history as an economically and politically exploited people are 
and should continue to be seen as a distinct group, separate and apart from African-Americans. 
	 One important feature shared by many African immigrants is their attraction to metropolitan 
areas, most likely because of affordable housing, employment possibilities, and community 
representation.  It has been noted (InMotionAAME, n.d.) that New York has the largest African 
community, followed by California, Texas, and Maryland.  African nations with the highest 
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number of immigrants in America include Nigeria, Ethiopia, Ghana, and S®n®-Gambie.  Another 
general trend among African immigrants is their tendency to congregate in neighborhoods 
where other countrymen who preceded them have established a community. In New Yorkôs 
Harlem, for example, the area around West 116th Street is known as Little Sénégal because 
Africans, mostly from French-speaking nations, own most of the stores (Daff, 2002). There, too, 
women from the same provenance have opened braiding salons.  The language barrier and 
accent discrimination have barred most of these immigrants, even highly educated ones with 
foreign degrees, from integrating in the American job market (InMotionAAME, n.d.). 	  
	 Another important distinctive feature of African immigrants in the United States is the means 
by which they gain entry to the United States.  There are no known cases of human trafýcking or 
illegal border trespassing from Africa to the United States. Initially, African immigrants enter to the 
United States legally on any one of the many visa options offered by the United States, including 
diplomatic visas, diversity visa lottery, student visa, visitorôs visa, refugee/political asylum status, 
derivative refugee/asylum status, business visas (temporary work visa for skilled professionals), 
ýancee Visa, et cetera.

	 While most Africans who entered the United States in the 1960s and 1970s came  as 
students, a signiýcant number of those who arrived in the 1990s were refugees/asylees and 
immigrants seeking a safer and better life.   Internal strife, natural disasters and economic 
hardships in some African countries are among the major causes of African immigration. Under 
these circumstances, it is difýcult to difýcult to ýnd a proper designation for African immigrants. 
Neither of Ogbuôs (1992) immigrant appellations as voluntary or involuntary minorities 
reþects the reality of being victims of war, disease, and poverty due to economic exploitation. 
	 Life in the United States is burdensome for the majority of contemporary African-born 
immigrants (U.S. Census Bureau, 2001; Dodoo, 1997), who tend to be of poorer stock because 
ñthe 1965 changes in the immigration law facilitated family-based and refugee migrations, both of 
which yield less positively selected migrants who have reduced chances of success in Americaò 
(Dodoo, 1997, p. 529).  As a result, 1 in 5 African-born households in the United States live 
in poverty, according to the 2000 Census.  Due to monetary devaluation, political unrest, and 
generalized poverty, many Africans take a big risk in immigrating with little or no economic or 
accredited credentials on which to build a successful future.  Even highly educated immigrants, 
realizing that their limited proýciency in English and their foreign degrees prevent them from 
getting the American jobs they covet, end up either opening their own businesses or becoming 
taxi drivers (InMotionAAME, n.d.).  Some of them count on the solidarity of their compatriots to 
start a new life and keep up with the struggle for survival, as the 2000 census data conýrmed.    
	 For many, access to education is impeded both by lack of time and ýnancial resources.  Hence, 
the chances of ýnding stable employment are minimal.  While the ýgures reported by African 
immigration scholars have indicated that African-born students represent 7% of the foreign population 
enrolled in American universities, these numbers should be interpreted cautiously.  It is important to 
distinguish between the students who are products of the American high school system and those 
who enrolled with foreign student visa status.  Moreover, it should be recognized that the new wave 
of immigrants from Africa is mainly comprised of those for whom ñschooling back in Africa [was 
made] impossible, [such as] refugees from the most unstable parts of the continentò (Clemetson, 
2003, n. p.) and for whom educational adjustment in the American school system is a big challenge.  
 	 Evidently, the number of African-born immigrants living in the United States has reached a 
point where their cultural, social, and political contributions and gains must be uniquely considered.  
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Culturally, African-born adult immigrants try to preserve their culture and tradition through the 
creation of churches, African food markets, African braiding salons, and African clothing stores.  
Sociologically, they try to act and raise their children within the social norms of their culture.  Politically, 
they need to be adept at Standard American English so that they can successfully disseminate their 
values and represent the true image of Africa, countering the misportrayals of Africa and Africans 
by the western media.  As a growing and active community in the United States, African-born 
immigrants should be acknowledged as a distinct minority group with unique adaptation problems 
in the U. S. culture, as compared to foreign-born blacks from other parts of the world.  Failure to 
notice and address the uniqueness of African-born populations is detrimental to their successful 
educational, political, and economic adaptation. 

The Social Challenges of African-Born Students 
in United States Urban Schools

	 From an African-born immigrant perspective, the practice of multicultural education remains 
problematic.  Identiýed by their ñblackness,ò African-born immigrants are indistinguishable from Ameri-
can-born or Caribbean-born blacks, who comprise the majority of the black population in the Unites States.  
Viewed from the adaptation perspective, however, the differences between the three groups are profound.   
	 As the testimonies of African-born students have revealed (Clemetson, 2003; Obiakor et al., 2000; 
Traor® & Lukens, 2004), these students endure rejection and humiliation from their African-American 
counterparts and other predominant minority groups.  The students in Traor® & Lukensôs study ex-
pressed profound frustrations and disappointments with their schooling experiences, based on the 
attitudes of indifference displayed by both their teachers and peers due to their non-western accents, 
despite how well they had mastered the English language or how many other languages they spoke.  
	 In addition to the double culture shock of being an adolescent in a foreign land, some of 
the African-born youths who attend school in the U.S. urban public school system are torn be-
tween keeping their home values and giving in to ñthe pressure to be cool and to ýt in during 
junior high and high schoolò (Clemetson, 2003, n.p.).  As a solution to the problem of being 
teased for ñhaving the wrong clothes, wrong hair cut, wrong shoes and wrong accentò (Clem-
etson, 2003, n.p.), many African students succumb to peer pressure and start to engage in be-
haviors endorsed by the ñcoolò crowd.  This afýliation often interferes with the achievement of 
their initial dream for economic success and social mobility.  This situation is further complicat-
ed by some educational policy makers who assume that all black students can equally beneýt 
from an educational system that recognizes and integrates the African-American experience in 
the curriculum. An educational policy like this sends a message to African-born immigrant stu-
dents that their cultures and experiences do not count (Cummins et al., 2005; Nieto, 2004).  
	 As reþected in the description below, educational issues that confront ñpredominant minoritiesò 
of color, who happen to be African-Americans and Hispanic Americans, are not necessarily the 
same for several African-born and other underrepresented ethic groups of immigrant populations.  
Given the rising number of African student representation in todayôs classrooms, American educa-
tors need to be informed about the African perception of education and literacy. 

The Meaning of School Literacy from an African Perspective
 Anthropological research on educational aspirations among minority youths in the United 

States indicates that black and Hispanic students from households with low socio-economic status 
(SES) are less likely to maintain their high aspirations throughout high school (Kao & Tienda, 1998).  
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This observation does not quite apply to most African-born children, or other foreign-born immigrant 
children, whose parents often have a great appreciation for formal education (Dodoo, 1997).  

As demonstrated by the high number of college and high school graduates who immigrate to 
European nations, Canada, and the United States from Africa (InMotionAAME, n.d.)], African-born 
communities attach a very high importance to formal education.  According to the 1990 Census 
collected on the education attainment of foreign-born United States residents, ñNearly 90% of 
African-born U. S. residents over the age of 25 are high school graduates, [and] more than 47 
% of African-born US residents have completed college. é .  More than 22 percent of all African-
born United States residents hold a graduate degree and 4 percent hold a Ph. Dò (JBHE, 1996, 
p. 33). Even though Scribner and Cole (1981) provide evidence of a West-African community that 
has created and implemented a script-based literacy system outside of the school context, it can 
still be argued that modern African societies view school literacy as the surest means to achieve 
upward mobility (Al-Samarrai & Bennell, 2003).  In the Africanôs mentality, school provides for the 
acquisition and development of socially, economically, and politically received literacy [Emphasis 
mine].  Because colonists and missionaries validated school-based knowledge as superior to 
indigenous knowledge, post-colonial Africans like many other colonial societies have embraced 
the traditional western mentality that ñthose who have more or better educational credentials have 
a better access to desirable jobs and wagesò (Ogbu, 1983, p.176).  The average African believes 
that schooling provides the ticket out of poverty. 
 
Schooling in post-colonial Africa

In post-colonial Africa, the goal of schooling goes beyond the former colonial agenda, which 
aimed to teach a handful of privileged people from the indigenous community the rudiments of 
reading and writing ñin order to better carry out the masterôs divide and conquer agenda while 
making sure that he [emphasis mine] is, and always should be, a hewer of wood and drawer of water 
for his (white) masterò (Mungazi, 1982, p. 17).  With the acquisition of independence, schooling 
came to mean primarily the place to achieve intellectual excellence for bureaucratic efýcacy.   
	 Post-colonial African generations, in general, perceive schooling as the ultimate means for 
accessing white-collar positions (Al-Sammarrai & Bennell, 2003); the post-colonial man ñplaced 
book learning on a pedestal, looked at it as a goal to be achieved, believed it would enable him 
to become a clerk, wear a white collar, and sit behind an important deskò (Mungazi, 1982, p. 21). 
Consequently, the ambition among African youths to get a decent education has always been very 
high due to the wide status gap that exists between the educated and the uneducated, between 
ñthe schooled and the unschooled,ò as [Bray et al. label them (1986)].  ñLiterateò in Africa does not 
merely mean someone who is able to read and write; it means someone who has completed at 
least the secondary level of education (Al-Sammarrai & Bennell, 2003).  With this distinction comes 
the need to deýne secondary education in the African context.

The status of secondary education in African societies
In developing nations, such as Sub-Saharan Africa, secondary education is perceived 

differently than it is in most developed countries, where public education is free for every 
child from kindergarten through secondary school, and ýnancial support to pursue post-
secondary and higher education is available to those who qualify for it.  Due to poverty, only a 
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handful of people achieve basic, let alone post-primary education, in Sub-Saharan Africa.  
Therefore, the high school diploma represents a big achievement; with it, one can hope to ýnd 
a white collar job, though perhaps not at the executive level (Al-Samarai & Bennell, 2003). 
	 Unlike in the United States, where a high school diploma is regarded as the most basic 
educational credential, a high school graduate in Sub-Saharan Africa is guaranteed decent 
employment and, therefore, a decent way of life.  A secondary school graduate ultimately becomes 
part of the small, ill-deýned but important group of citizens identiýed as ñeducated peopleò (Bray, 
Clark, & Stevens, 1986, p.118).  Notwithstanding, the major problem with education in Africa is its 
inaccessibility to the average person. 

	 As Njoku (1993) observed, ñthe global economic crisis of the twentieth century has 
destroyed the hopes and aspirations of the young African child who has the intrinsic desire to attain 
a better lifeò (p. 100).  Because of economic problems at a national level, and rampant poverty 
at the family level, very few African children go past primary education (Harsch, 2000).  Either 
their parents cannot afford high school fees, or they are not competitive enough to gain access 
to the highly limited number of high schools that are available in most African countries.  Lewin 
(1994), in an article presented at the Donor Conference on Secondary Education in Africa (SEI), 
observed that the secondary Gross Enrollment Rate (GER2) is below 20% in 15 Sub-Saharan Africa 
countries, with Burundi, Chad, Burkina Faso, Madagascar, Mozambique, Niger, Tanzania, Rwanda, 
and the Central African Republic standing out as having the lowest GER2s (p. 3).  Secondary 
and higher education in Africa is primarily accessible to members of the privileged class and their 
relatives, who can afford to ýnance it.  Due partly to an insufýcient number of secondary and post-
secondary institutions, and partly to ýnancial scarcity in some African nations, it is highly unlikely 
that a child of a peasant can break through the cycle of poverty and go to secondary school.  
	 In recent years, a more serious problem has added to the acute problem of poverty and low 
education rate. In many African countries, the escalating violence and political unrest has made 
an already precarious situation even worse.  Education has been practically made impossible 
by political unrest, demolition of infrastructures, shortage of teachers, and ýnancial chaos.  Due 
to precarious conditions prevailing in their countries, more and more African people are forced 
to seek immigration or refugee/asylum status in European and North American countries.  This 
uprootedness brings about new, unexpected problems for the disenfranchised young refugee/
immigrant from Africa looking to integrate in the United States school system.

The Educational Challenges of the African-Born Immigrant Child in America
	 As is the case with immigrants from other cultures, the African-born child who immigrates 

to the United States expects to achieve the American dream.  However, according to Goodwin 
(2002), the structure of the American society is not equitably favorable to the fulýllment of the 
dream: ñChildren who are culturally and linguistically different, children who are poor, children 
with disabilities, and children of immigrants have not consistently and uniformly received the 
care and equitable education they deserveò (p. 170).  Like many immigrant children from 
developing countries, African immigrant children who integrate in the school system in developed 
countries are confronted with a lot of challenges: educational, social, and psychological.     
 Obiakor et al.ôs (2000) study indicated that foreign-born black males encountered 
multidimensional problems, including prejudicial perceptions, xenophobia, discriminatory 
generalizations, and overall adjustment.  Unfortunately, educational environments do not seem 
to have a multiculturally trained personnel who can adequately address counseling needs of 
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African-born students (Essandoh, 1995), whose cultural experiences and outlook on life are 
not necessarily shared by American-born blacks or other predominant minorities of color.  
 

In Africa, primary and secondary schools are usually taught either by nationals or faculty 
from neighboring countries who use the same ofýcial language and share cultural ties with 
the students.  Also, in the African school context, the teacher has similar expectations for the 
success of every child.  This educational picture of a young immigrant from Africa brings with 
him/her to the new school experience is often reversed on the ýrst day of schooling in America.  
	 Encountering a teacher of a different race can be a culture shocking experience for an 
African-born child.  In the ýrst days, the newcomer child might embrace the educational task with 
optimism and determination, expecting his/her efforts to be reciprocated by a teacher who is patient 
and understanding.  Contrary to the studentôs optimistic expectations, the lack of multicultural 
understanding and curriculum demands often limit the time and patience that teachers and 
administrators need to discern differences between students.  The situation becomes overwhelming 
for the silent African-born child, coming from a culture where the teacher authority is highly 
respected to the point of being feared.  African-born children are likely to display a silent attitude 
in their ýrst days at school, whether they understand what is being taught or not (Lamping, 2006).  
This attitude is counterproductive especially when most classes are predominantly taught by white, 
female, monolingual, and middle class teachers, who often exhibit parochial attitudes and expect 
to teach children like themselves in environments with which they are familiar (Goodwin, 2002). 
	 Hence, often feeling overlooked and unaccounted for, newly-arrived students from Africa start 
looking for acceptance among their African-American peers to the point of compromising their 
own identity.  Suddenly, their educational dreams seem to change, and their former aspirations 
to study hard and become ñsomebodyò ï a doctor, a banker, or a professor ï are replaced by the 
þeeting idea of stardom in music or sports (Goldstein, 2004).  Confusion and tension rise due 
to the irreconcilable conþicts between family expectations and pressure from the external world.  
Unfortunately, educational models available for immigrant students support the observation that 
schools are not serving African-born immigrant students well. 

 
Educational Models for Newcomer Non-English Speaking 

Immigrant Children
African-born immigrants are among the many groups in American society who remain ñvoiceless 

and marginalizedò (Goodwin, 2002, p. 170). Because little is known about Africansô educational history, 
the educational options made available to newly-arrived students tend to not match African-born 
immigrant childrenôs anticipation of educational opportunities nor allow them to utilize the academic 
skills they developed through previous schooling.  Additionally, urban high schools as we know them, 
understaffed, overcrowded, and unsafe, do not make a learning haven for African-born refugee/
immigrant children, who are psychologically needy, linguistically diverse and geographically scattered. 
	 Academic adaptation will remain problematic for many newly-arrived immigrants from Africa 
unless the faculty personnel in these programs are linguistically and culturally educated such 
that they can appreciate students who come from places where non-institutionalized variations of 
former colonial languages are spoken. Whatever language these students speak will be difýcult 
to understand for a faculty member who is not familiar with foreign, non-Western accents.  So far, 
most of the newcomer programs in the United States, including bilingual education, English as a 
Second Language, and dual language or accelerated English programs (Hood, 2003), which were 
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originally designed to address the needs of Limited English Proýcient (LEP) immigrant populations, 
tend to base curricular decisions on the needs of predominant immigrant student populations, who 
are mainly from Latin-America, the West Indies, and Asia. 	

The International High School model, which espouses the idea of bringing together small 
groups of English Language Learners (ELLs) who speak different languages in order to increase 
their English-language interaction (Hood, 2003, p. 6), could work better for younger African-born 
children in early grades, who have had no substantial exposure to English instruction before.  At 
the middle and high school level, however, African-born students especially from English-speaking 
countries have already internalized the Africansô way of using English, dominated by an African 
accent, the British English system, and African semantics (Eisemon & Schwille, 1991; Gorman, 
1968).   Learning Standard American English may be difýcult for transferring middle and high 
school students from Africa, especially those whose English proýciency has not been fully achieved.  
	 As a politically silent, economically uprooted, and linguistically underrepresented community, 
African-born ®migr®s need carefully thought-out intervention strategies. In an urban school setting 
where classrooms are oversized and counselors overloaded, where the faculty and administration 
barely understand the language and the accent of either the African-born child or his/her parents, it 
is highly unlikely that African-born students will receive the services they severely need in order to 
advance academically and economically (Goodwin, 2002).  There is a need for adult representation 
of linguistically and culturally underrepresented students on school boards, in teacher education 
programs, and in the school faculty body.  

Conclusion:  Recommendations for Intervention 
from an African-Born Perspective

Realistically, an adequate solution to the educational needs of linguistically and culturally 
underrepresented immigrant students remains a signiýcant challenge, especially in urban school 
settings with critical multicultural teacher shortages, high student diversity, and low ýnancial capacity.  
Educational policy makers need to establish mechanisms to facilitate and support successful 
academic integration for the African-born immigrant/refugee child in the American school system.  
African-born refugee/immigrant students who are mainstreamed in urban secondary schools may 
be in danger of academic and professional failure, not because they are intellectually incapable or 
intrinsically unmotivated but because of administrative inadequacy in addressing their needs and 
insufýcient advocacy on their behalf. How can this situation be prevented?

The responsibility of implementing the pedagogy of diversity cannot be left to   multicultural 
education advocacy alone. While urging multicultural educational proponents ñto embrace 
deýnitions of diversity and multiculturalism that are broader, more complex, and truly multiethnic,ò 
Goodwin (2002, p. 170) raised the need for teacher education programs to encourage a 
multicultural mindset among mono-cultural and monolingual pre- and in-service teachers.  Also, 
given the absence of information on African-born immigrants, educational scholars currently 
established in the United States need to become pro-active in conducting research and publishing 
ýndings on the social and academic conditions of African-born refugee/immigrant students 
in the United States.  Additionally, it should be primarily the responsibility of academically and 
professionally successful African-born refugee/immigrants to facilitate the socialization and 
adjustment processes of newly-arrived African refugee/immigrant families, by collecting and 
disseminating relevant information on school choice, academic enhancement programs, and 
other opportunities for academic success afforded to predominant minority children of color.  
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	 Finally, foreign-born scholars from linguistically and culturally underrepresented communities in 
the United States need to work jointly with multicultural education advocates to put pressure on the 
United States Department of Education to increase grant-funded programs for training multiculturally 
sensitive teachers.  None of this can be possible unless the leadership in multicultural education, 
urban education, and teacher education recognizes the partiality of an educational system where 
only the visible learner and the vocal minority count.  
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Abstract
Yearly, college bound seniors across the country spend a signiýcant amount 

of their senior year making plans for a post high school education. An integral 
part of this process for college bound seniors is the preparation, selection, and 
application to college. College bound seniors typically begin searching soon after 
meeting with their high school counselor. However, for a growing number of high 
school seniors, the college route begins in front of their computer, as they utilize 
computer technology to inquire about higher education. This research describes 
and examines how college bound seniors in a border community use computer 
technology to pursue higher education. Results indicate that high school students 
in border communities negotiate cultural, economic, and digital boundaries to 
pursue higher education.

One Student’s Dream – Theresa
	 Theresaôs parents graduated high school from a rural area in the border regions outside of 

El Paso, Texas. Although neither of them attended college Theresaôs mother stayed at home with 
her children while her father continued, from the age of 17, in a working class job as a butcher. 
They both anticipated their children to be engaged in the schooling process. When Theresa was 
eight years old the family purchased their ýrst family computer. In school, her earliest experience 
with computers was much sooner ï during the ýrst grade. She indicates that she remembers 
using ñlearning programs like math programs, vocabulary programs; it was pretty much games, 
but geared toward learning.ò  In middle school, her primary use of computers was for research 
on the Internet which continued into high school for school projects, reports, presentations, and 
word processing. As one of 12 college bound seniors, case study participant described below, 
Theresa describes clearly how border students have come to depend on the internet to further their 
educational goals. Speciýcally, she states, ñI really utilized computers for the Internet. I used the 
Internet to obtain information on prospective universities and scholarships. I also depended a lot on 
e-mail to communicate with schools.ò   

Introduction
Research on Border Education issues is a powerful method to develop understanding of the 

variety of school settings that are in a continuous state of change. Border Education research allows 
us to consider concepts of liminality (Turner, 1967) as students struggle to ýnd balance between their 
personal world and the dominant cultural environment that interrupts their educational experience. 
However, it should be recognized that although there is much research yet to be completed in the 
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area of liminal spaces of academic engagement, we have focused this research on how students 
who may have been marginalized academically with few post-secondary education options available 
to them, at one point, yet being active members of a digital milieu provided them with opportunities 
that were unavailable only a decade earlier. Keeping a perspective of a ñvision of the possibleò at 
the forefront of this research we have focused on one studentôs movement toward higher education 
and placed it within the context of her peer and cultural inþuences. 

Context of the Study
Allerton (2001) suggests that current student populations are more exposed and technologically 

advanced than prior student populations ï a generational and cultural aspect of funds of knowledge 
(V®lez-Ib§¶ez and Greenberg, 1992) that includes students attending schools in border regions. 
Additionally, Daniel (2002) indicates that rapid reform measures are being taken to implement 
technology into the curriculum. Likewise, while there is literature available on mandated computer 
technology instruction (Trotter, 2003; Daniel, 2002), there is limited evidence on the factors which 
college bound seniors attribute in the process of using computer technology to prepare, select, and 
apply to a college.

For more than a few years, the use of technology in education has been a commonly disputed 
issue (Rowe, 1998; Tyner, 1998). To some, computers serve as a promising educational contribution, 
so much so, that now more U.S. households than ever before have a computer at home. Computer 
technology continues to gain momentum as federal educational laws are moving towards ensuring 
that all students entering high school become technologically proýcient by 2005 (Trotter, 2003). 
In the Current Population Survey (Newburger, 1997) on computer use in the United States, 93.3 
percent of children repeatedly utilized computers for educational purposes, which resulted in a 
change from prior years where games lead the use of computers at home. Yet, according to this 
survey, Newburger (1997) indicates that only 39.0 percent of students in between the ages of 7 and 
17 used computers in educational settings. 

It is relatively simple to monitor students on whether they are using technology, but we believe 
that how technology is being used or what they are learning from using technology is not as likely 
to be a focal point of inquiry. The elemental origin of what a learner understands about technology, 
in turn, affects forthcoming social and economic participation. We believe technology aids in the 
development of greater problem solving and higher order thinking skills and therefore positively 
inþuences learners collectively and efýciently. Thus, the culture of using computers to notably 
improve problem solving and higher order thinking skills must be developed throughout a learnerôs 
educational grounding. 

Given the limited literature on the use of computer technology by college bound graduating 
seniors, doubly so for seniors in border communities, there is a need to better understand the factors 
that contribute to the use of computer technology by graduating seniorsô success in preparing, 
selecting, and applying to a college from their point of view. Speciýcally, it is through the analysis 
of the use of computer technology that gaining better understanding of its role for college bound 
seniors in a southwest border community.

Purpose of the Study
The purpose of this study is to describe and examine how college bound seniors in a border 

community use computer technology to pursue higher education. Speciýcally, this study addresses 
how the use of computer technology to prepare, select, and apply to college may have fundamental 
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grounding in accessibility, learning opportunities, and intellectual growth for typically marginalized 
students.

A Dream Coming into Focus
For Theresa, the preparation, selection, and application to college began in her junior year 

of high school. It was at the beginning of her junior year that Theresa began scouting colleges, 
attending college-recruiting presentations, visiting in-state colleges, and seeking out scholarship 
and ýnancial aid information. Using the Internet during her junior year, Theresa began scouting 
for colleges. The focus of her search concentrated on colleges such as the University of Texas 
at Austin, Baylor, and Rice, but Theresa would also remotely consider Brown University. Theresa 
requested campus information online and signed herself up on the college list-serves to receive 
periodic information on upcoming deadlines. 

	 Initial online searches included using the Fastweb. To begin using the Fastweb, Theresa 
had to ýll out a proýle, where she responded to questions such as college size, location, campus 
setting, preference of states, and selectivity of the college. Theresa indicated another beneýt of 
using Fastweb was that it provided information on potential scholarships. In using the Fastweb she 
stated, that it ñgave me schools that I would have not otherwise considered.ò   

Computers in Education
Technology became present in education due to ña few teachers with vision who were willing to 

experimentò (Dwyer, 2002). Educators who have been in the profession for over twenty years recall 
the numerous transformations of computers. Heavyset stationary model computers are no longer 
present as computers have become omnipresent and weighing no more than six to eight pounds. 
The changes of computers are even more impressive as computers are no longer constrained to 
classroom walls as a result of the development of wireless communication. Students have access 
to almost any information with every keystroke. The presence of computers in academic settings 
is vital in so much that learnerôs daily encounter computer technology. The possibilities of learning 
have extended into creating online learning communities and have extended into the development 
of long distance educational classes for children of migrant farmworkers (Stafford-Levy, 2004). 

Because technology is consistently gaining momentum in the educational arena, it is evident 
that it will ñbecome a constant companion, our personal toolkit and mind store for lifelong learningò 
(Dwyer, 2002). Dwyer  (2002) adds the following four important methods of how technology can be 
utilized to create effective learners: 1) increase real world opportunities for students to devise and 
test their personal knowledge; 2) expand the learning community for students from one teacher 
and one class of students to a world full of experts with current and vital knowledge; 3) support 
studentsô needs to organize data, ideas, and experiences so that they are able to identify patterns 
and build their personal models; and 4) provide the means to develop unique audiences locally or 
remotely to view and critique student work. It is then the role of technology to be a tool that enables 
learners with opportunities, which will be beneýcial in their day-to-day activities ï such as applying 
to college. Technologyôs role is also to make available a wide range of knowledge that will sustain 
learnersô personal learning models while, in turn, receiving input from various resources via the use 
of technology. 
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Access
Computer technology is present, but it is not readily accessible to all students (Becker, 2000). 

When the accessibility or lack thereof is a factor, students lacking access to computer technology 
stand to fall short of obtaining the necessary computer technology skills to compete with their 
counterparts. The issue of inequitable access to computer technology is serious, as Becker (2000) 
demonstrates that students with varying income levels tend to generally have quite distinct computer 
technology experience. As of 1998, responses from a nationwide teacher survey suggests that 
students residing in lower income households are more likely to utilize computers for repetitive 
practice, whereas students from higher income households utilize computers in more sophisticated 
and intellectual complex applications (Becker, 2000). In the school setting were this study took 
place the student population met many of the factors that would indicate inequitable access: 

1) Ethnic distribution
Ä         98.2 %              Hispanic 
Ä         0.2 %                African American
Ä         1.1%                White
Ä         0.5 %                Native American

2) Economically disadvantaged  - 86.6 %
3) Limited English Proýcient  - 18.9 %
4) At-risk - 69.2%
5) Mobility - 18.8%

The signiýcance of these factors extend beyond the school walls, as students in lower income 
households will invariably be limited to access of computer technology once they leave the school. 
Thus, similar concerns raise questions about the emergence of the digital divide (Vail, 2003). 

Schools play a critical role in alleviating the dilemmas that lower income families undergo. 
Educational institutions need to provide opportunities for less advantaged students by exposing 
students to computer technology. Since the 1980s access to school computers increased from 
250,000 in 1983 to 8.6 million in 1998; another notable increase occurred when the average 
of pupils per school per computer dropped from 40 to 6 or 7 (Becker, 2000). Additional access 
issues are based on a schoolôs socioeconomic status (SES). In terms of disadvantages created by 
differing SES levels, schools with concentrated low income families are approximately one to two 
years behind schools with students from average incomes; however, lag an additional one to two 
years behind schools that have a predominantly high socioeconomic level (Becker, 2000, Crowther, 
2003, Plonikoff, 2003). 

While schools play a critical role in the access of computer use for less advantaged students, 
the use of home computers also serves as a signiýcant factor which affects equitable use of 
computers. More precisely, ñIncome, education, and ethnicity are key predictors of accessò (Becker, 
2000, p.56, Crowther, 2003). Data from CPS in 1998 indicates that in a household where the 
income level was under $20,000 only 22% of children had a home computer, whereas families 
with incomes more than $75,000 approximately 91% had a computer (Plotnikoff, 2003). The same 
information also indicates children whose parents did not graduate from high school and those 
parents who have at least one parent with a masterôs degree ranged 16% to 91% which owned a 
computer. Figures continue to stagger, as residential segregation is indicative that a student in a low 
socioeconomic household is less likely to be able to borrow a computer from a neighbor (Shields & 
Behrman, 2000, Vail, 2003). The preliminary factors affecting the use of home computers continue 
to create a disparity, as computer functionality becomes essential for SES groups. Therefore, the 
digital divide separating socioeconomic advantaged and disadvantaged children is immense. 
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The successful participation of children politically, socially, and economically depends on 
increased comfort and competence in the use of computers. Thus, to many policy makers and 
parents, equitable digital opportunities are one in the same with equitable educational opportunities 
(Shields & Behrman, 2000). In the border community of El Paso-Juarez, where this present study 
took place, income, education, and ethnicity were not singular factors but combined to be the key 
factors that distinguished these participants from other areas in the country. And, although the 
school district in this border community is well supported from state funding, many of the schools 
are stuck in an area of convergence where low income, developing educational goals, and ethnic 
status adversely inþuence student learning opportunities.

Preparing for College
Preparing for college has become much more sophisticated for todayôs college bound seniors, 

as many college bound seniors seek out preparing applications online (Clayton, 2003). This 
highly developed method of preparing for college is partially due to the use computer technology. 
According to the Darien Library, students are able to utilize college sites to help them in their 
college preparation efforts (2003). For instance, CampusTours.com enables students to virtually 
visit a college campus. Through Embark.com, college bound seniors are able to take self-tests 
that match them to college campuses. College Board Online assists in college preparation, as it 
provides students and their parents with information on selecting and attending college. Chapman 
& DiBianco (1996) discuss the provision of informed choices in preparation for college bound 
seniors for ñlife after high school.ò  Preparation for college begins even before students enter their 
senior year. In some instances, their junior year is the prime year for getting resumes and many of 
the required tests out of the way. However, even eighth grade students are also being made aware 
of college preparation needs through online advice (ACT, Inc., 2004). Subsequently, living in a 
border community with the economic, educational, and ethnic identity factors impinging access to 
technology, preparing for college was challenging. 

Selecting a College
Just as computer technology has changed college preparation, computer technology has 

also impacted the college selection process. Clayton (2003) discusses how the college viewbook, 
letters, postcards, phone calls, and even videos are out of date for this new technology savvy 
generation. An emerging essential in the selection of a college is accessibility to college search 
engines such collegeboard.com and usnews.com, and other essential features for this generation 
of college hopefuls is being able to check the status of their online application and even consulting 
a ñVirtual Advisorò (Clayton, 2003). 

The college selection process is facilitated through the use of computer technology; however, 
there are other factors that affect the college selection process. A survey conducted by the National 
Association for College Admission Counseling identiýed academic reputation as the most important 
issue affecting the selection of a college by college bound seniors (Meritz, 2004). According Meritz 
(2004), one high school senior from the border region of El Paso, Texas considered cost and whether 
he ýts a speciýc college atmosphere as factors that he will consider. This student contemplated the 
selection of entering one the following colleges: 1) The University of Texas at Austin, 2) St. Maryôs 
University in San Antonio, 3) Baylor University, 4) New York University, and 5) The University of 
Texas at El Paso (Meritz, 2004). A survey conducted in the fall of 2002 by the National Association 
for College Admission Counseling indicated that 55 percent of students selected a college based 
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on academic reputation; 34 percent selected a college based on college size; 18 percent selected 
a college because it was closer to home; and 56 percent selected a college based on low tuition or 
as a result of the ýnancial assistance they were offered (Meritz, 2004). 

Applying to College
The old fashioned way of applying to college consisted of ýlling out applications by handwriting 

in the information or using a typewriter to complete the application. However, today college bound 
seniors can apply to college by submitting an online application. Froomkin (1996) discusses the 
method in which technology has changed the admittance and application process. The immediacy of 
computer technology allows students to apply to multiple colleges in a convenient efýcient manner. 
There are, however, some students who are not completely convinced about applying to college 
via the use of computer technology. Clayton (2002) indicates that the fear of some students include 
worrying that the application may get lost, never reaching the school, worrying about the privacy of 
personal information or that colleges prefer handwritten applications over electronic applications. 
Despite these concerns, the Princeton Review reports that the number of college bound seniors 
who applied online rose from 29,000 in 1999 to 387,000 in 2002 (Clayton, 2002). 

	 Computer technology has added simplicity to the college application process. Applying for 
college through the use of computer technology far exceeds the traditional method of applying to 
college. Kirby (2000) indicates that applying to college today is as easy as logging on to the web 
site, accessing the online application, ýlling it out, inserting the credit card number for the application 
fee and pressing send. However, the education market research ýrm of Art & Science showed that 
a slight 44 percent of college bound seniors preferred using paper, while 43 percent of students 
preferred applying online (Kirby, 2000). Despite the pollôs small margin of difference, the use of 
computer technology to apply online is gaining popularity. The following sites provided by Kirby 
(2000) indicate an increase in sites speciýcally being used to promote applying online: 1) College 
Board Online (www.collegeboard.com), 2) Petersonôs CollegeQuest (www.collegequest.com), and 
3) Princeton Review (www.review.com/college). Yet, it is clear that if a high school student lacks a 
credit card, technology skills, access to computers, and guidance or the ability to prepare, or apply 
to college the opportunity to attend is limited.

Methodology
The purpose of this study was to examine and describe the use of computer technology by 

graduating college bound seniors enrolled in a large urban high school along a southwest border 
community located along the border between Ciudad Juarez, Chihuahua, in Mexico and El Paso, 
Texas, in the United States. The urban high school is classiýed as 5A high school with a student 
population of approximately 2750 in grades 9-12. The graduating class of 628 seniors was the 
basis of this study. First, a Computer Attitude Scale (Lloyd and Gressard, 1984) aimed at identifying 
the level of computer comfort in order to determine how college bound seniors prepare, select, 
and apply to a college utilizing computer technology skills was used. The use of a Senior Survey 
provided an overview of graduating college bound seniors in terms of whether and how they used 
computer technology to apply for college. The 12 case study participants were chosen based on the 
criteria of: identiýed graduating seniors; intentions to go to college; applied to college; a willingness 
to participate in the study; and returned a signed consent form from parents. 

Primarily, the purpose of this study was to identify how technology use by students impacted or 
assisted their pursuit for higher education. Each of the 12 case study participants utilized technology 
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in varied ways. However, we believe Theresaôs use of the internet, based on her minimal ýnancial 
means, propelled her to seek further than she would have otherwise (i.e. talking with a school 
counselor). In speaking with the 12 college-bound students in the case studies, we found students 
who were staying in town locally for college, others who were attending in-state, yet there was 
Theresa, who was not attending locally nor in-state but was seeking out the possibility of attending 
a university that would not be considered an obvious option to most people she interacted with 
at the high school. The participantsô data were utilized to gain an understanding of college bound 
seniorsô experiences but also to recognize the use of computer technology in regard to issues of 
social justice. 

Findings
Computer Attitude Scale

Table 1, below, displays descriptive statistics for graduating seniorsô computer attitude 
according to: computer anxiety, computer conýdence, computer liking, and computer usefulness.  
A total of 330 survey respondents participated. The minimum and maximum scores indicating the 
highest and lowest scores provided by survey respondents are included. The mean score on and 
standard deviation are also displayed. 
Table 1

Sub score N Minimum Maximum Mean
Std. 

Deviation
Computer 
Attitude 330 72 159 123.84 17.886

Anxiety
330 16 40 32.95 5.065

Conýdence
330 16 40 31.30 5.231

Liking
330 10 40 28.05 5.733

Usefulness
330 18 40 31.54 4.637

Valid N (list 
wise) 330

The survey questions are coded so that the higher the score, the more positive the attitude. 
The data collected in this study indicated that the mean score for computer attitude was 123.84. 
The mean of the computer attitude was above the neutral attitude score of 100. Out of a possible 
maximum score of 160, a mean score of 123.84 indicates a fairly comfortable attitude towards 
computers. Additional results indicated that the mean score for computer anxiety was 32.95. Out 
of a possible maximum score of 40, a mean score of 32.95 indicated a low computer anxiety, as 
a higher score means less anxiety. For computer conýdence, the mean score was 31.30. Out of a 
possible maximum score of 40, a mean score of 31.30 indicates computer conýdence. However, 
for computer liking, a mean score of 28.05 indicates a fairly moderate computer liking. The mean 
score of computer usefulness was 31.54, which indicates a positive disposition towards computer 
usefulness. The sub scores of computer anxiety, computer conýdence, computer liking, and 
computer usefulness exceeded 25, which is a neutral attitude score. In analyzing the mean scores, 
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it is clear that the border area college bound high school seniors surveyed had a positive computer 
attitude. This is especially important, as the intent of this study is to identify how border area college 
bound seniors prepare, select, and apply to a college utilizing computer technology skills. 

Senior Class Survey
The local school districtôs Senior Survey was distributed to approximately 559 students during 

the last month of their senior year to obtain responses on: graduation program, post high school 
plans, college information, ýnancial aid/scholarships, internet resources, and overall counseling 
services made available to them by the high school counseling staff. This Senior Survey serves to 
contextualize the use of technology by high school seniors, college-bound or not, and that internet 
use can ýll a gap that the school setting my not be able to provide. So, for this study, only the 
responses to internet resources and counseling services aid in understanding the role of technology 
in higher education planning. 

Especially important to this study was high school seniorsô responses to the use of the Internet, 
libraries, etc, to help in their career planning.

Senior Class Survey–Resources (Internet, Library, etc…)

I used resources like 
the Internet, libraries, 
etc., to help me in my 

career planning

Yes No

# of 
Responses

% of 
Responses

# of 
Responses

% of 
Responses

Total number of 
responses 259 76.0% 82 24.0%

According to the survey responses, 76% college bound seniors indicated that they had used 
the Internet, libraries, etcé to help in their career planning, while 24% indicated that they had not 
used the Internet or library. This data conýrms what Dwyer (2002) stated that U.S. schools provided 
an increased Internet accessibility of 98% in the year 2000.

	 Survey responses on whether counselors were helpful in studentsô career planning were 
gathered. This information continues to be of signiýcance in this study as counselors can positively 
or negatively impact the college bound seniorsô futures. 

Senior Class Survey-Counselor Helpful in Career Planning

Counselors 
were helpful 
in career 
planning 

Strongly 
Disagree

Slightly 
Disagree

Undecided Slightly
Agree

Strongly
Agree

# of 
R % of R # of R % of R # of R % of R

# of 
R % of R

# of
R

% of 
R

Responses
305 26.0% 264 22.5% 307 26.2% 167 14.2% 129 11.0%
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Responses indicated that 26% strongly disagreed, 22.5% slightly disagreed, 26.2% were 
undecided, 14.2% slightly agreed, and 11% strongly agreed. This means that only 25% of those 
high school seniors surveyed credited their counselors with career planning advice. This information 
corresponds with the information gathered from the case study interviews, where counselors ranked 
low as useful resources (see below). Counselors ranked second to last just slightly above family 
and friends but signiýcantly behind resources like computers and the Internet.
Case Studies – Students’ Plans for the Future

	 The case study interview participantsô average computer experience was an estimated 4.6 
years. These case study participants are as Allerton (2001) indicates are part of the Generation Y, 
as a result of being born between 1979 through 1994. Therefore, as Allerton (2001) indicates all 
have had participated in a society that is replete with technology experience that began as early as 
pre-kindergarten. Computer access at home was available to 11 out the 12 college bound students 
interviewed, and the same students respectively had access to the Internet from home. 

	 Even though not all students had computer and Internet access at home, all 12 case study 
participants had an e-mail address. Of the 12, one of the fathers only had an elementary level 
of education. Four mothers and one father obtained a minimum of a middle school education. 
An additional two mothers and three fathers attended high school but did not graduate from high 
school. There was only one mother and one father who graduated from high school. Another three 
mothers and two fathers obtained a GED. Two mothers and two fathers acquired higher education, 
as they obtained an associates degree, and, ýnally, one father and nine mothers attended college 
but did not receive a degree.

Parental Educational Levels of Case Study Seniors

Educational Level Mother Father

Elementary School 0 1
 Middle School 4 1
 High School (did not graduate) 2 3
 High School Graduate 1 1

GED 3 2
College Degree (Associates) 2 2
College (no degree) 0 1

According to Plotnikoff (2003), these case study participants should not fall between the 16% 
and 91% who own a computer because their parents do not have the indicated educational level. 
However, data from the case study participants contradicts those ýndings. Despite their parentsô 
educational level, at least 11 out of the 12 case study participants own a computer at home. In 
this respect, one cannot presume to know the sacriýces in which these families undergo in order 
to ensure that their children have the appropriate supplies for better educational opportunities. 
Data collected demonstrated the educational level of 11 sets of parents and one single parent 
household. This information indicated that the case study interview participants all have obtained 
more education than most of their parents and all are attempting to obtain higher education. This 
information is signiýcant because all participants in the case study interviews are college bound and 
have prepared, selected, and entered college full time in the fall, following their spring graduation.
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Role of Technology v. School Counselors
It was also indispensable to know how the 12 seniors ranked their teachers, counselors, 

family/friends, and computers/Internet as useful resources (see below). A score of a 1 was indicative 
of a high score and a score of a 4 signiýed a low score. In interpreting the table below, the total 
score for computers/Internet was a score of 17. This meant that these high school seniors ranked 
computers and the Internet as the most useful resource. The second most useful resource was 
teachers with a score of 20. Counselors came in third with a score of 27, followed by family and 
friends with a score of 29. 

Descriptive StatisticsïUseful Resources of Teachers, Counselors, Family/Friends & 
Computers/Internet Ranked by Students
 

Teachers Counselors Family/Friends Computers/Internet
2 4 3 1

2 3 4 1

* * * *
3 2 4 1
* * * *

2 4 3 4

1 4 2 3

2 4 3 1

1 2 3 4
4 2 3 1

* * * *

3 2 4 1

Total   20 27 29 17

		  The * indicates that information was not available. 

Anderson and Ronnkvistôs (1999) study indicates that schools in lower income communities 
are likely to have less funding or the resources to obtain the latest technologies. Therefore, interviews 
were conducted to provide recommendations for schools to implement computer technology to 
assist students in seeking higher education.  This appears to be supported by the participantsô 
responses, as many noted making more computers available, obtaining the latest software, and 
requiring that high school students take more than the minimum required computer technology 
courses.

In the end, based on student data obtained, the 12 students applied to at least one but also a 
maximum of ýve of the following colleges/universities: Baylor University, Brown University, Denison 
University, El Paso Community College, Johnson & Wales, Massachusetts Institute of Technology, 
University of Miami, New York University, Sam Houston University, St. Maryôs University, Trinity 
University, University of North Texas, University of Texas at Austin, University of Texas at El Paso, 
University of Texas at San Antonio, and Washington State University. Along with applying to various 
colleges/universities, 11 of the case study interviews applied for ýnancial aid, loans, grants, and 
scholarships through the use of computer technology, speciýcally the Internet.
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College Attended by Case Study Seniors

College
Number 

Attending

El Paso Community College 2

Brown University 1

Trinity University 1

University of Texas at Austin 3

University of Texas at El Paso 4

University of North Texas 1

The case study participants expressed interest in seeking university degrees in business, 
education, criminal justice, engineering, medicine, and international studies. These college and 
career goals are signiýcant because they reveal how these students sought out and pursued 
degrees as a result of the information they gathered by using the Internet.

Dream into Reality
Theresaôs college search online would lead her directly to college websites. Accessing 

college homepages online enabled Theresa to view collegesô academic programs and curriculum. 
For Theresa, another beneýt of directly accessing collegesô information online was that it provided 
her with information on college size and the faculty to student ratio. Online searching of college 
websites also facilitated Theresa with a view of the campus, dorms, and overall student life. 

In Theresaôs preparation for college, she would also attend a few college recruiting 
presentations. According to Theresa, college recruiters often promoted their colleges by giving 
students bookmarks or þyers with the college website information. College recruiters also 
extended their own e-mail addresses so that students could contact them if they had any additional 
questions. 

During Theresaôs junior year, the high school also sponsored an in-state college tour. Students 
visited The University of Texas at Austin, The University of Texas at San Antonio, and Sul Ross 
State University. Of the three colleges students visited, Theresa had already inquired online about 
The University of Texas at Austin. Her visit also included a detailed explanation of the process of 
applying to the college. This information was already familiar to Theresa, as she recalled seeing it 
on the website for The University of Texas at Austin. 

In seeking out ýnancial aid information, Theresa ýlled out the FAFSA application online. By 
ýlling out the application online, if Theresa had a question, she states, ñClicking on the link would 
give me an explanation of it.ò  FAFSA online also provided Theresa with an immediate estimate 
of her familyôs expected contribution. Theresa was also able to electronically send the FAFSA 
ýnancial information to prospective universities by simply entering the university code. 

At the beginning of her senior year, Theresa continued with her college plans. By this time, 
Theresa was already trying to narrow the selection of her college choices by applying online to 
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The University of Texas at Austin, Rice, Georgetown, and Brown University. Her basis for selecting 
Brown was primarily due to the fact that she wanted to study medicine. However, her decision was 
also a result of the information she received from her brotherôs friend as well as the Program in 
Liberal Medical Education (PLME) information she requested and the online information provided 
by the university. Unlike many traditional students, Theresa would not have the opportunity to visit 
the Brown campus prior to actually being admitted. She did not want to put her parents under a 
ýnancial strain, so she used the Internet to get to know the campus without having to make a formal 
visit. Theresa states, ñIt is through the Internet that one can ýnd information on universities without 
having to visit them.ò Although her parents knew that their daughterôs university was in Rhode 
Island, it was not until Theresa printed out an online map from Mapquest that her parents really 
realized the distance between their home and that of the university. 

	 The application process for Theresaôs college search continued as she used computer 
technology to request an application and continue her online search. Upon receiving and 
submitting her college application, Theresa also began to check the status of her application her 
online application. Theresa states, ñWith the Internet, you can stay updated through e-mail or 
through the universitiesô identiýcation numbers. Overall, it is vital to have access to a computer with 
Internet because now, more than ever, technology is becoming a big part of the process of applying 
online.ò

Discussion
With the use of computer technology, students are able to instantaneously travel across the 

country in search of colleges. The plethora of information students are able to directly receive is 
invaluable to students who would not otherwise have the opportunity to ýnancially afford a college 
visit prior to selecting a college. This is crucial for students like Theresa, who is now attending 
Brown University. Theresa relied solely on the information she obtained online. In fact, for Theresa, 
her preparation, selection, and application to college were strongly supported though her use of 
computer technology.

The essential lesson we have learned from the students, in particular their families, relates 
to the issue of resiliency. The lack of educational level by parents brings forth the resiliency theory, 
whereby Bernard (1993, 1997) explained resiliency as a capacity to effectively recover from more 
extreme social and economic roadblocks despite difýcult perils during human development. In 
children, handling difýculty often requires having the following qualities: social competence, 
problem solving, autonomy, and a sense of purpose and future. ñResiliency theory proposes that 
all of the attributes are present to some degree in most people. Whether they are strong enough 
to help individuals cope with adversity, however, depends on the presence of protective factors 
during childhoodò states Chavkin and Feyl-Gonzalez (2000, p. 2). In this present study, resiliency 
theory is important because it recognizes the challenges that individuals overcome, speciýcally 
college bound seniors using computer technology to seek higher education. Even though these 
college bound studentsô parents lack an educational level beyond that of an associates degree, 
their children are in search of opportunities that were once unimaginable to their parents.

Many of these families have limited ýnancial resources. However, they ýnd a way to supply 
their children with the critical components necessary for their children to succeed. Plotnikoff (2003) 
indicates that in a household where the income level was under $20,000 only 22% of children had 
a home computer, whereas families with incomes more than $75,000 approximately 91% had a 
computer. Despite these ýgures, the families of these students are sacriýcing and moving past 
their limited ýnancial resources and providing their children with computer technology. Students 
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who want to seek higher education should not be limited because of their familyôs economical 
situation.

Conclusion
The southwest border community is an environment that the authors are familiar with. For the 

most part, students in this area are predominantly Mexican-American descent and refer to themselves 
as Hispanic. The parents in this area view education as the most valuable asset in a childôs future. 
The students whom we have had the privilege of working with represent the hopes and dreams of a 
culture, which places education as a secure means of ensuring a prosperous future. And, ironically, 
technology, speciýcally the internet, although often considered just another boundary for students 
living in border communities to overcome often can function as a tool to leverage the concomitant 
goals of the family and the student. In the end, from these 12 students, we have learned that if given 
the opportunity of higher education, each will seek to obtain it. The students we worked with in this 
project allowed us to understand the inþuence of computer technology. Speciýcally, how computer 
technology can impacts how students living along the border leverage the internet during their 
preparation, selection, and application to college. 

As learners, we found that students were generally comfortable and had a positive attitude 
towards technology. More importantly, we also found that students had a sincere desire to pursue 
a higher education but did not feel that the counseling services available to them adequately 
addressed their needs. In fact, data from the students credited the Internet and computer technology 
as the most valuable source for college preparation. Also, evidence presented from the case study 
participantsô experiences in selecting, preparing, and applying for higher learning clearly favored 
the use of technology.    

This study has enabled us to delve into the area of technological instruction, which has the 
potential for greatness. However, instruction regarding computer technology is often relegated to a 
minimal function that neither assists nor compliments how it can directly affect a studentôs pursuit of 
higher education. If students are to utilize the knowledge that formal schooling provides, they must 
adapt to a consistent use of computer technology to increase their media literacy skills. These skills 
will, in turn, continue to supply a strong basis for which students can use computer technology skills 
to meet the changing requirements by institutions of higher learning. 
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