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ABSTRACT OF THE DISSERTATION

Voices Against Discrimination and Exclusion: Latino

School Leaders’ Narratives for Change

Dissertation Committee Chair: Dr. Mary Abascal-

Hildebrand, Ed. D.

Many scholars, practitioners, and policy makers
know very little about individual Latino
administrators' cultural and professional experiences,
responses to discrimination, and patterns or
institutional conditions which relate to K-12 ethnic
minority administrators' success. Moreover, many are
also unaware that as ethnic diversity increases, the
relative proportion of minority administrators, many of
whom could be role models, shrinks. Once we can
recognize this as seeds for inequity in society, we
might be able to consider the ways in which our
educational institution reinforces or counters societal
inequities. By specifically exploring Latino
administra+tnrs’ experiences, because of the large
Latino California presence, we may gain insight into

the larger societal or organizational context. That
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data may, in turn, help scholars, practitioners and
policy makers become more equitable and democratic.
This study is important because, in a heightened way,
educators and other public officials are charged with
drawing forth and making real what we represent: the
democratic ideal.

Through a qualitative multiple-case study
approach, I carried out a series of in-depth interviews
for exploring Latino administrators’ experiences and
understandings related to white privilege, inequities
and the challenges to democracy in K-12 education. The
data suggests that the participants work in educational
settings which are often characterized by blunt and
persistent exclusion. Nonetheless, in spite of many
obstacles, participants appear to have achieved both
cultural integrity and professional advancement without
remaining limited by the isolation created by white
privilege. In many cases, subjects are educational or
professional pioneers, carving their own paths and
building their own support networks for other Latinos’

benefit.
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Researcher’s Note

I must acknowledge how much more respect and
admiration I, as a researcher, have developed for
these subjects. I heard stories of adaptability,
perseverance through hardships, higher moral/
ethical ground, dedication to democracy, various
dealings with white privilege/ dominant culture,
and extreme hard work. I believe that these are
people, who effectively move our educational
systems forward toward democracy and integrity,
and without whom we would see educational
regression towards great exclusion and inequality
for many students, particularly Latinos. I am
honored to have been a part of this exploration.

In addition, I would like to thank the
participants for their honesty in sharing so many
painful reflections, which added to the clarity of
the study. As I noted how significant small acts
of kindness were to them in their development, I
found myself celebrating what may seem to be small
signs of organizational transformaticn in their
stories. Without a doubt, their stcries have
encouraged me to continue in this dissertation and

in my own career development process. Thank you.

—
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CHAPTER 1: THE PROBLEM

Statement of the Problem

The number of minority students in San Diego
County has grown 78% in the past 15 years, while
minority administrative numbers have shrunk to 10%
relative to the ethnic population (SDCOE, 1995).
One common explanation for the proportional
divergence is that there are not enough qualified
minorities to fill the needed role model seats.
Another more substantial explanation, however, is
that the individual, group and instcitutional
factors (Rudolfo Acuna,1988; Ronald Takaki, 1993;
James Scheurich, 1993) that make up a racially
intolerant society affect both minority students
and professionals through indirect or second
generational discrimination {Antonia Darder, 1995;
Luis Frage, 1986; Kenneth Meier and Joseph
Stewart, 1991; Ricardo Stanton-Salazar, 1997).

As the Latino pcpulation in San Diego County
increases, the availability of Latino
administrators decreases. Why is this second
generational discrimination significant for
educational and societal democracy? Some

quantitative research literature adds to our
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understanding that there is a positive
relationship between minorities in policy making
roles and minority students’ academic success
(Fraga, 1986; Minerva Gorena, 1996; Meier and
Stewart, 1991; Elizabeth Vallance, 1980). However,
this study propocses an in depth dialogic approach
for examining Latino administrators’ personal and
professional experiences regarding Latino leaders’
apparent limited professional success. As a result
of this examination, readers and participants in
this study may have a greater understanding of how
to ilmplement renewed educational equity practices

at individual, group and institutional levels.

Background of the Prcblem

San Diego County carries many signs of a
sccial climate that is hostile towards Latinos and
other groups that are perceived by dominant socio-

cultural members as outsiders. In California,

v
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187 (Anti-immigrant rights) and Prcposition 209
(Anti-Affirmative Action Initiative) were passed
by a solid voting majority. Particular to schools,
Governors Deukmejian and Wilson and the current

State Bcocard of Education members have dismantled

I—
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statewide bilingqual education mandates, leaving
local school boards to evaluate and implement
bilingual education programs as theyv wish. At this
writing, a petition known as the Unz Initiative
has gained enough signatures to place it on the
June, 1998 statewide ballot. If passed, this
initiative would officially strike down bilingual
education in California 1n 1its entirety.

While many obviously believe these
political initiatives are appropriate, many others
see such legislation as undermining democracy.
Perhaps the adage, "Where one stands 2n an issue

4

ates To such

(o]

depends c¢n where one sits,” re
divergent beliefs and political decision-making.
Specifically, white privilege relates tc the

cultural, political, professional, and other

Y

advantages that Euro-Americans, cr White people,

regardless of class, can generally and take

)
3
-J
[@]
<

for granted. This ccncept will be Zully developed
in chapter two.

In a society based cn white privilege, people
of color do not generally experiesnce the privilege
of being accepted or supported readily by the
dominant culture within society (Michael Apple,

1992; Darder, 19381; Darder, 1995; Mary Romero,
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1997; sStanton-Salazar, 1997). Yet for dominant
culture members, this acceptance and support is
automatic and develcps, 1n theory, as a stone
dropped in water which produces ccncentric
circles, (Appendix A). Individual beliefs and
actions influence, shape, and are reinforced by
group beliefs and actions, which, in turn, produce
institutional policies and practices.
Consequently, those whose beliefs are reflected in
policy, such as the abovementioned initiatives,
would relate cocnsistently to U.S. dominant
culture; likewise, those who identify with
dominant culture group beliefs and practices (Don
Locke, 1392) are those most likely to experience
privilege, albeit unconsciously (Paclo Freire,
1985; Peggy McIntosh, 1989; James Scheurich,
1893) .

In the broader context of oppression, Freire
(1985) would say that, because of privilege,

1al
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sist change

-
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dominant culture members acc
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rivilege, thereiore, is the

(1]

toward =2guity.

>

[l

gatekeeper of consciousness which underlies
inequity and the implicit hostility in symbolic
violence. Richard Delgado (1995) extends Freire’s

discussion of privilege and suggests that in our
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dominant culture, those who experience privilege
are metaphorically infected with a white
supremacist conscicusness sc that even liberal,
privileged, social reformers cannot e=ffectively
move beyond self serving and inequitable de jure
{e.g., political referenda) and de facto social
structures (Darder, 1994; Scheurich, 19923; Kenwyn
Smicth, 1©90).

The current hostility that many Latinos
experience is nct new. Since colonial times, Euro-
Americans who enjoyed dominant scocial status have
benefited from individual, group, and
institutional racism {(Robert Bellan, 1992; Shadow
of Hate, 1994; Anti Defamation League, 1993). More
relevant to this study, a recent rspcrt by the
Anti-Defamation League Hate Crimes Commission
revealed a 17% rise in local hate crimes since
1595 (see Appendix B for the relationship between

) The

W

individual prejudice and hate crime

s
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Los in forty-
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dccumentaticn © suprema
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seven ¢f the fi

O

ty states and the ilncreasing
attacks on gays/lesbians and peoplie of color
illustrate the pervasiveness of our current

societal intclerance problem (ADL, 1996a).
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Symbolic violence, prejudice and dominant
group intolerance, the predecessors to hate
crimes, also affect minority individuals and
minority groups. For instance, Finns in Sweden,
Maori in New Zealand, Buraku caste and students of
Korean decent in Japan, and Irish Catholics in
Belfast, show poor self-esteem, socio-economic and
academic success. But these same group members
prosper when they move to countries whose dominant
culture members do not attach a marginality stigma
to them (Sonia Nieto, 1996; James Crawford, 1995).

Relative to this study, Latino administrators
analogously i1ive and work in an often hostile
climate in which they face a particular challenge:
to advocate for culturally responsive
instructional and curricular practices, as well as
policy changes which enhance all students’,
including minority students’, success; and to
maintain professicnal and pclitical support in the
dominant culture for advancement in th2 prcfession
in the face of such hcstility. Given such a
challenge, it seems unlikely that Latino
administrators can experience both cultural

integrity and professional advancement without
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experiencing and becoming limited by the isolation

created by white privilege.

Importance and Purpose of the Study

—

Race theory and journalism have often focused
cn African-American experiences in educational and
societal arenas (David Coursen, 1989; Dinesh

D’ Scuza, 1995; Andrew Hacker, 1992; Studs Terkel,

1992), rather than extending attention to the
Latino population. Even research related to Latino

educators (Raymond Castro and Yolanda Rodriguez

Ingle, 1993; Darder, 1995) offers little
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they erxamine thelr cwn 2xperiences <I pgrivilage
and its relationsnip tc eguity, as well as

ideals (Clandinin, 1993; rfriere, 1385; Smith,
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1990; John Stanfield

petter understand the hidden dynamics related to
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exclusion in the recruitment and retention of
school ieaders (Apple, 1980; Mario Barrera, 1979;
Judith Katz, 1989; Romero, 1997; Stanton-Salazar,
1997) .

My hopes are: that this study will help
readers understand the context and meaning of
Latino culture in public educaticn; that the
format of the study will create & group dialcgue
that will expand participants’ understanding of
their own experiences and engender support for cne

another; and that this study will help readers to

1
-
»
wn

recognize the dynamics c¢f exclus:ion and ineqgui

D L p

related tc white privilege in sccizzty sc tha

v
[

o1

h

1!
=<

might be able tc loo!
institutions reinforce or counter societal
inequities {see Chapter 5). In shorz, as
participants and readers can reccgnlze inequities

in one part of the educationail community, =they

segments of soclety, toward responsible

organizational change.

— A

— . - . .
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Research Questicns

I began this dissertation prcposal with the
following guiding research guestions: “What is
Latino culture worth in U.S. scciety? How is
Latino culture manifested particuliarly in school
leadership contexts? How can schocl leaders revise
thelr practices so that greater democracy
undergirds institutional adminisctrative
practices?”

However, through the open-ended dialogical
data gathering process, a more prcbing second
question developed: Given current social,

political, and educational turmoil, what does it

[\1}
t
(6]
]
’AI.
o]
w
¢V
o}

mean to be a Latino K~12 administr
Diego County? The analysis of the data will focus

cn the participants’ critique of such experiences

as Latino administrators.

~Assumpticns Related to the Study

I bring two major assumptions tc this study.

2 an
= =84

i1Ts

'—4

D
{0

0.

The first 1s that white privi
manifestations, discrimination and exclusion, are
widespread and embedded in our educational system.
The second is related. As a result of white
privilege, Latino adminisctrators in predominantly

9
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white, middle class contexts are less likely to

experience professiocnal success unless they

«t

manifest deminant culture characteristics.

Delimitations of the Study

This study demanded a particular focus. As a
study which highlights participants’ narratives, I
did not discuss the Chicano movement’s rich social
and political histery in the Scuthwest per se.
Likewise, I did not deal with many other ethnic
experliences at the analysis level they deserve.

In addition, this study does not presume to

nave captured & monolithic Latino 7cice. Rather,

Latinc/a adminiscrators whose

h
1

it is a mosaic o
voices and experiences c¢f both strength and
censtraint are framed by their experience with a

common deminant culture, and social and peclitical

climarte.

Srar~s €4 AP 3 i ..
SCeClill ermino.cdy

[\

fmerican: Relating tco popular usage and

referring to dominant culture {i.=., Zuro-

American).

Bicultural competency: The apility to

LN

rn

advocate for, sgeak as & member of

—
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as a member of two cultural groups. This comes
after develcoping awareness, sensitivity and
internalized appreciation for both grcups.
Cultural democracy: The institutional support
for all cultural voices to be heard and integrated
within the changing culture and nistory of the
instituticon. Such & transformation includes the
redistribuction of material and nonmaterial
benefits within the academy as well as the
transformation of ideoclogical tenets which
systematically marginalize the participation of
people ©f color, women, gays and lespians, and the
working class. (Darder, 1994, p.21:

Culture: The ever-changing values,

19

traditions, social and political relationships,
and worldview created and shared by a group of
people bourd together by & combination of factors
(which can include a common history, geographic
location, language, social class, and/ or

igicn), and now these are transicrmed by those

(=]

re

\0O

996, ».320)

=

who share them. (Nieto,
Discrimination: The behavior that can follow
prejudicial thinking, often seen as the denial of

justice and fair treatment. (ADL, 1996b)

11
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Equity: Fairness which promotes the real
possibility of equality of outcomes for a broader
range of societal members. (Nieto, 1996, p.390)

Latino: People of Latin American and
Caribbean heritage. Unlike its predecessor,
Hispanic, which highlighted an identification with
European conguistadors, the term Latino focuses on
a positive ldentification with indigenous culture.
Latino may be used with other terms such as
Chicano or Mexican-American, Guatemalan, Puerto
Rican, Cuban, Panamanian, etc..

Symbolic violence: The way in which the power
relations of the dominant society are maintained
in the school cor larger society primarily through

interpersonal relations, curriculum or cther

institutionalized, non-physical means to limit

access Lo power, prestige or gocds. (Nieto, 1990,
p. 392)

White privilege: The cultural, cclitical,
vrofessional, =tc. advantages T"hat Zuro-Americans
or White people can generally enioy and taxe for

granted in a dominant culture setting.

12
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CHAPTER II: REVIEW OF THE LITERATURE

There 1is a natural prejudice which
prompts men tc despise whomsoever has
been their inferior long after he is
become their equal; and the real
inequality which is produced cy fortune
or by law is always succeeded by an
imaginary inequality which is implanted
in the manners of the people {Alexis de
Tocqueville, 1875 vol. 1, pbp. 262-363).

Introduction

In a 1996 Texaco scandal, African American
workers were categorically overlooked for
recognition or promotion; this was documented by

taped, racist discussions among Texaco

-ty

administrators. This documentation ci racism
appears unusual 1n that we do not nave many
blatant examples regarding the retention and
promotion of leaders cf color. Likewise, we have
little documentation which clearly connects
patterns c¢f inequity related to Latino
administrators and how this might ccnstrain their
contributicns to educational pclicy or the social
good.

Richard Delgado (1995) and Roberto Haro
(1990) examine more subtle practices than Texaco,
wherein, after ccnsidering poth minority and

dominant societal members, search committees

13
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chocse the Eurc-American (male) candidate (Sari
Biklen, 1980; Yolanda Moses, 1989; David Wilson,
1992). In this context, I ask, “What is Latino
culture worth in this society and in its
educational contexts? Given current social,
political, and educational turmoil, what does it
mean to be a Latino K-12 administrator in San
Diego County? How can schools revise their
practices so that greater democracy undergirds
institutional practices?” Learning about equity
related to Latinos is aspecially significant in
the U.S. Southwest, where demographics point to
significant shifts towards Latinos becoming the
majority racial group (Gorena, 199%; Alberto
Ochoa, 1997;Quality Education For Minorities
Research Procject, 1990; San Diego County Cffice of

Education, 1995; Takaki, 1393).

[} B

Historlcal Perspective on the Problem

with examples of

M

OQur naticnal nhistory is rif
individuals and groups being discriminated against
based on their "“difference” from the majority
group members (Acuna, 1988; Barrera, 1979; Fraga,

1986; Meier and Stewart, 1991; Michael Olivas,

14
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1995; Takaki, 1993). Furthermore, Bellah (1992)
describes how our national dominant culture
identity is based upon the myth cf meritocracy and
fairness. As our history reveals horrible
incongruities between myth and reality, our
current scoclal experiences reveal racial and
cultural inequity and conflicting belief systems.

For example, national Anti-Defamatiocn League
studies reveal the following: 83% of Blacks vs.
47% of Whites pelieve that a White person is more
likely than an equally qualified Black person to
pbe hired for any given job. 71% of Blacks believe
that, compared with Whites, African Americans do
not receive equal pay for egual work. ©3% percent
of Wnhites believe that Blacks receive equal pay
for equal work (ADL, 1993, p.Z2-3).

Consistent with dominant culture perspective,
Dinesh D’souza asserts (1996) that race relations
in the United States have improved in the last
generaticn. However, various other writers
(Delgado, 1995; Hacxer, :19%Z; Terkel, 1992) concur
with a major Anti-Defamation League survey on
racial attitudes in the United States that found
77% of Americans believe that race relations are

feel that racial

[t

(@]
W

.
’ Q

either not as good, or rco

15
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tensions have increased in recent yvears; 58% feel
that the U.S. is facing a long-term period of
increasing racial and ethnic tensions (ADL, 1992).

What does this mean for Latinc administrators
in Southern California? Latino administrative

current 10% while 53.9% of all

b

numbers remain at
K-12 schocl children are minoricies and 33.2% of
all students are Latino (SDCOE, 1593%5). It would
appear that fewer bicultural rols models and
community representatives are in pcsitions to
serve an increasingly diverse porulation.
According to Judith Katz (1989}, irdividual, group
and institutional snifts from overt discrimination
or exclusion to ccvert Or passive monocultural
dominance (Romero, 1997; Stantcn-3alazar, 1997)

ew Latinos are rspresented in

mn

may explain how
these historically dominant culturs Zilled roles
(see Appendix D).

The Zollowing litesrature review

[
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s
3
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stbstantive issues related to this s:tudy
follewing corder: exclusion, white privilege,
Latino experience, democracy and education, and

crganizational change. Given a thorough

examination of wvarious contributing factors to
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educational inequities regarding Latino K-12
administrative experiences, the literature
suggests that this study is significant in order
to better understand and transform the
institutionalization of exclusion in recruiting
and retaining school leaders.
Exclusion

Part of what this study explores is exclusion
relative to Latino K-12 administrators. While zhe
literature review helps clarify varicus aspects of
this phenomenon in general, it 1s also important
to examine this particular aspect of the study.
However, one of the difficulties in this
discussion is that the majcrity of dccumentation
regarding minority =xclusion in educaticn and/or
educational administration relates o women in

general or African-Americans.

In the literature on schcol
administrators, “minority” is virtually
synonymous with “black.” This Zact alone
defines the stactus of Hispanics, Native
Americans, and all other racizl mincricy
groups, who are denied even 2 tcken
consideration. . . There is an urgent
need for studies that will correct this
imbalance and for more timely and
comprehensive data collection efforts.

{Coursen, 1989, &6.)

Although, to my knowledge, no formal

literature exists to document the exclusion of
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Latino K-12 administrators, conventional wisdom
tells us that the practices exist. Nonetheless,
the following literature illuminates overt and
covert aspects of exclusion related zo Latino

administrators (and consequences fcr school

0

children and society at large). In the following
section, I present examples of overt and covert
e2xclusion relative to African Americans, women and
Latinos in educational administraticon. This
summary is followed by a sociological analysis

relative to Latino exclusion.

Overt Exclusion

An early example of African-American
leadership dates to the 1802, when the Quaker-
spensored Institute of Colored Ycuth in
Philadelphia retained black principals (Jones, E.
& Montenegro, X.P., 1983). In addition, for many
vears, the Jim Crow laws both restricted African-
American students tc segregated and inferior
schools and helped African-American administrators
cbtain leadership pcsitions in those same schools.
It took the fourteenth amendment tec formally

assert and protect African-Americans’ civil

rights.
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Women, 1in a similar manner, held 97% of the
teaching positions and 61% of the principalships
at the elementary level, but 64% of the teaching
positions and only 6% of the principalships at the
high school level in 1905 (Shakeshafz, C., 1989).
Biklen (1980) identifies nineteenth century group

and institutional sentiments about wcmen, which

.

have remained institutionalized in academia to

982). For

[

some degree today (Carol Gilligan,
example:

Edward Clarke’s Sex in Education,
published in 1874, predicted that women
who went to college would become insane
cr sterile because protracted study
would taxe energy from the ovaries and
give 1t to the brain. . .The Springfield
Republican, £fcr example, noted in 1835
the founding of a new “female college”
in XKentucky. . . The editor then
suggested other possible degrees: M.P.M.
(Mistress of Pudding Making), M.D.N.
(Mistress of the larning Needle), M.S.B.
(Mistress of the Scrubbing Brush),
M.C.S. {(Mistress of Common Sense).

(Bilken, 1320,1;

AS ocutrageous &s tne previcus Jucte mav
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day about wcmen, lLatincs in the United
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exXperienced similar treatment.
segregation was commonly practiced against Latinos
after the Treaty cf Guadalupe Hidalgo in 1848

(Acuna, 1988; Crawfocrd, 1995; Ocheca, 1997). A

't

significant change came in what has peen
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documented by Paul Espinoza in “The Lemon Grove
Incident.” In 1931, in Lemon Grove, California,
the parents of 75 Chicano children refused to send
their children to an all-Mexican school built for
them by the school board.

The parents sued the Lemon Grove Schools and
won (lronically supported by the legal construct
that Latinos were Caucasian). This case
contributed to the end of educational segregation
against Latinos and provided a precedent for the
1954 landmark case, Brown vs. Board of Education
(Acuna, 1988).

Covert Exclusion

Covert exclusion is a complex and often
intangible and/or misunderstood phencmenon, which
both leads tc and persists in the absence of de
jure racial exclusivity. Covert exclusion occurs
more at group/ informal and individual level of
the concentric clircles diagram (Appendix A). For
example, in 1954, the Supreme Court ocutlawed
Plessy vs. Ferguson, which had allcwed for racial
segregation. However, as a result of southern
compliance with the Brown decision, the number of
African-American K-12 school principals in

thirteen southern and border states dropped more
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than 90%. Indeed, Coursen (1989) states that it is
almost as rare for an African-American to be
appcinted superintendent in a “white” district
today as 1t was prior to the Brown decision.

The history of women as educational leaders
reflects a2 similar exclusionary pattern in the
absence of overt policies excluding women from
ocpportunities to lead (Apple, 1980; Apple, 1992;
Biklen, 1980; Coursen, 1989). According to the

7

National Education Association in 1973, women

“

comprised ©67% of all teachers, but neld oniv 14i%
of all principalships. Cn the other nand, men, who
cemprised only 16% of elementary school teachers,

held 80% of the elementary school principalships.

V7]
[

Finally, whereas half of secondary school teachers

were women, men held 975 of th

14
)
[t
jo}
b

.or high

principalsnips and 993 of the high schoocl

orincipalsnips (Biklen, 1980).

more than the average full-time wcrking woman with
a college diploma. For African American, Asian
Emerican and Latina women, the pay inequity

situation is even worse (Gorena, 1996). In
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addition, Wilson, in his review of business
practices, highlights significant gender equity
patterns, such as the following:

Finally, image, language and
symbolic behaviour 1n organizations
(again the very stuff of organizatiocnal
culture) have an impact upon the
guestion of gender in organizational
change. For women who do break through
the glass ceiling, the decisions they
make are far more open to questioning of
their judgment by male staff than if the
decisions had been made by a man. . . .
that even when women adopt rcles and
exhibit behaviour normatively encouraged
in male managers, their behaviour is
viewed as suspicious and open to
question. (1992, 64)

Lastly, the Latino community experience of
ceovert educational exclusion is perhaps the most
dramatic and dangerous in current UJ.S. experience.
To emphasize the cclossal significance of the
Latino communities’ educational crisis, I compare
national and local demographics. ZBetween 1980-
1990, the Latino population in the United States

increased by 535 from 14.6 millicn to 22.4

million. Demcgraphic pro
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Latino population in the United states will
increase tc approximately 64.2 million by the year
2040 (CGorena, 1996). Locally, Latino
administrative numbers remain at a current 10%

while 53.8% of all
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minorities and 33.2% of all students are Latino
{SDCOE, 1995). A statement from & recent Latino
Summit 2000 report illustrates scme of the

conditions which affect both Latinc students and

administrators:

Schools have a dismal track record
in providing Latino/ Chicano and low
income youth with the necessary skills
to have access to the world of work.
Over 40% of our Latino/ Chicano youth
drop out of school, while another 30%
receive a high school diploma with
academic deficiencies that make them
underskilled and underemployed. Of the
remaining 30%, only 15% enter college,
and about 5% eventually receive a B.A.
Degree {(Ochoa, 1997).

Socioclogical Analysis

Before exploring both the “what” and the
“how” of exclusion specifically against Latino K-
12 educaticnal administrators, it may be
instructive to examine, from a sociclogical
approach, what seems to maintain a de £facto
manifestation of exclusion for “minorities”, or

people whc are percelved as outsiders (Apple,

}-2

19%2; Darder, 1995; Gorena, 1996; Romerc, 1997;
Stanton-Salazar, 19387) in general.

While some authors (Jonathan Kozol, 1991;
Jean-Jacques Rousseau, 1964) understand this

invisible dynamic as rooted in eccncmics or class,
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others identify it as a hidden academic and social
curriculum more problematically related to
education (Darder, 1995; Lisa Delpit, 1988;
Recmero, 1997; Vallance, 1980). In either case, a
common sociclogical construct, correspondence
theory, posits that there i1s a mirror image
relationship between the norms and values taught
in school and those required in the economy
(Apple, 1990). In other words,
A “soclety” needs docile workers;

schools, thrcugh their social relations

and covert teaching, rocughly gzuarantee

the production of such dociiity.

Obedient wcocrkers in the labor market are

mirrored in the “marketplacs of ideas”

in the school. (Apple, 1390j

In addition, Apple (1980) and Romero (1992)

note that many argue that this hidden curriculum

h

1s in fact differentiated: lower-class students

t

are taught punctuality, neatness, respect for
authority, and other elements of habit formation.
Advanced class students are taught intellectual
open-mindedness, problem solving, flexibilicy,

tc.. However, Apple specifically dismisses this

1)
Mo

}-

orrespondence theory &as simplistic, argquing that

(@]

students or labor subordinates are not passive
when treated demeaningly. {(In addition, this
interpretation represents an ilndustrial paradigm
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or dominant culture analysis, which tends to
utilize a more individualistic than interpersonal
or holistic perspective.)

Stanton-Salazar (1997) would pasically agree
with Apple that pure correspondence theory is
simplistic. On the other hand, he and others
(Darder, 19%1; Delgado, 1995; Delpit, 1988;
Romero, 1997; and Scheurich, 1993) would
emphatically assert that cultural and racial
differences between the institutional gatekeeper
and the student/subordinate are significant. These
cultural differences relate to the gatekeepers’
willingness to include the student/ supbordinate in
the networxs that develop social capital necessary
for success in the dominant culture. In other
words, the stronger the cultural similarities
between ths mentor and mentee, the more likely the
mentee will be successful (See Appendix F).

v, Stanton-Salazar examines the

-
(9

Specifical

ty

[=%

(]

roles that aticnsnips play between youth and
institutional agents, such as teachers and

counselors, in the process of developing social

capital and institutional support.
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[T]he potential for institutional
promoticn and individual mobility is
elevated on the basis of the student’s
early (homespun) attitudes, abilities,
and behaviors, and on the congruence of
these traits with “universalistic”
institutional standards. The gr=ater
this congruence, the greater the
probability that the student will
internalize the proper academic norms
and values and exhibit the proper
motivational dispositions, which in turn
heighten the probability that teachers
and academically oriented peers, acting
as significant others, will identify the
individual as having “talent” and
communicate high expectations while
providing moral support and
encouragement. {1997, 2)

A substantial cocmmonality amcng various
authors 1s that a great deal depends on the role
of the instituticnal gatekeepers: those who
influence evaluation, recognition and reward
students and future official leaders. Romero
(1997) noted that in graduate schcols, this
socialization process 1s typically called
“professionalization.”

Furthermore, Apple (1992) contributes the
idea that class transcends socico-eccrnomic status
and can 1itself pe considered as culture. This
would help explain how some apparent “outsiders”
would more readily access the network of social

capital which Stanton-Salazar describes.
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One of the seminal characteristics of many
dominant culture members is individualism (Don
Locke, 1992). Therefore, we need to examine the
ways individualism may influence the various
social and educational mentor and mentee
relationships. For this purpose, and perhaps most
importantly, we must acknowledge the power and
role of individualism as a central, dominant,
J.S., cultural ideoclogy. An individualistic
orientation is a crucial aspect of modern or
industrial paradigms, which many identify in
military practices (Allison, 1971;
Schattschneider, 1575), in business practices
(Hofstede, 1994; Wilson, 1892), in education
(James Cummins, 1996; Delpit, 1988; Romero, 19357)
and in socliety at large {(Acuna, 19835; Rarrera,
1979; Bellan, 1991; fraga, 1986; 2hillip Hwang,
1985; John Locke, 198¢; Don Locke, 1992; Meier &
Stewart, 1391; Olivas, 1995; Takaki, 1993).

Bn individualistic icdeology relates to ethic
of justice applications, which do not acccunt for
a heterogeneous culture or organization (Gilligan,
1982; Starratt, 1996). In addition, many writers
warn about and/or highlight individualism running

rampant and undermining our social interdependence
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and democratic fabric (Bellah, 1991; de
Tocqueville, 1875; Hwang, 1995; Weisbord, 1992).

Furthermore, with individualism as a dominant
culture characteristic (Bellah, 1981:; Delgado,
1995; Locke, 1992) it is understandable that many
dominant culture members do not se2 tThe connection
petween individualism, dominant culture and
societal discrimination (Hwang, 1995; Beverly
Tatum, 1992). In fact, an individualistic belief
system itself seems to hide the existence of
dominant culture grcups. Scheurich, however, makes
the connection between Individualism and whirte

privilege clear:

The problem with individualism, though
1s that 1t hides the ineguities in our
social structures, especially racial

inequities. It also hides the Zact that
“prejudice, discrimination, and racism

do nct require [individual! intention].

(1993, 7).

Scheurich’s insight helps explzin how racism,
in particular, nas peen iniflicted upon minorities
and maintained thrcugh inaction almcst

subconsciously (Acuna, 1988; Barrera, 1979; Fraga,

1586; Meier & Stewart, 1991; Olivas, 1895; Takaki,
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Therefore, an unchecked U.S. individualism-
based future, in light of growing diversitcy
(SDCOE, 1995) seems linked to anti-democratic
behavior: inequity, oppression, exclusion and lack
of solicitude or justice (Bellah, 135R5; Bellah,

1992; Hwang, 1995; Ricoeur, 1992).

Interrelated Literature Topics

—

ul

The following literature review represents a

t

detailed look at other substantive issues related
tc this study: white privilege, Latino experience,
democracy and education, and organizational

ngs o

(=N
(Q

change. I nave organized the read

<

individual, grcup and institutional applications

of the topics (Appendix A), except for Democracy

and Education, which is only discussed at the

b

institutional level. I also provide an integrative

review c¢f the three levels in order =o highlight

s

acticn amcng =2ach issue.
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Davis (19%5), EZurc-Americans do not 1oCK at the
world throucgh & filter of racial awareness. This
ability to ignore race, when white is the dominant
race, 1s a privilege, a socletal advantage.
Nonetheliess, Euro-Americans, spend a lot of time

29

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



trying to convince themselves and each other that
they are not racist. Peggy McIntosh (1989)
likewise asserts that white privilege puts white
pecple at an advantage. The concept of white
privilege extends other writers’ discussions of
privilege, wherein those who most closely resemble
those in positions of power are insiders who then
benefit from support, acceptance, normalcy and
information (Delpit, 1988; Freire, 1985;
Scheurich, 1893; Christine Sleeter, 1594).

At an individuel level, white privilege is a
perscon’s perception that whiteness “is natural and
standard” (Citren, 1971). After incorporating
individualism as a dominant cultural lens (Locke,
1992; Bellan, 1991) it is understandable that many
dominant culture members do not see the ccnnection
to societal discrimination (Hwang, 1995; Tatum,
1992).

In a similar line oI thinking, Albert
Zinstein 1s attributed to have said, “Few people
are capable oI expressing with equanimity opinions
which differ from the prejudices of their social
environment. Most people are even incapable of
,

forming such opinicns.” Henry Gireaux (1992),

however, challenges this notion of a self-
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reflective limitation and urges his fellow white,
middle~-class educatn»rs to recognize their own
“politics of . . . location” and address issues of
racism, sexism and class issues. In other words,
it is possible and necessary for dominant culture
members to advocate effectively for =squity once
they recognize their own privilege.

This lack of awareness of being privileged
fits Janet Helms’ description of a Euroc-American

in a Contact stage, wherein a person 1i1s not aware

h

. —~ he
S suacn. Ln

t
VY

being white or does not identiiy

h

o]

addition, such a person assumes that racism 1is not
systemic, but rather individual acts of meanness.
Helms describes six stages 1n which wnhite people
frem predominantly Euro-American dominant culture
backgrounds come to recognize and take
responsibility for white privilege and societal
inequities: Contact, Disintegration,
Reintegration, Pseudo-lndependent, Immersion/

ndix C; Tatum, 19¢2).

M

Emersion, and Autconomy ({(App

r

Helm’s Zirst tTwo

rh

Zquity 1n the context ©
stages focuses on the individual level. These
individuals may rationalize discrimination as
treating individuals according to individual

situations or as intelligence based on statistics
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(D'Souza, 1995). In other words, an African-
American taxi driver makes an intelligent decision
(self-preservation) by not picking up an African-
American in a poor urban area.

However, at the latter stages in the Helm’s
model (Tatum, 1992), it is more likely for a Euro-
American to recognize Andrew Hacker’s (13992)
conclusion that white skin was worth approximately
one million dollars a year to white students who
faced the hypothetical experience of becoming
African-American overnight.

A snapshot of white privilege has been
captured in a 1991 ABC Prime Time Live broadcast,

True Colors. In the experiment, two men, identical

in age, socio-economic status, college education,
dress, and goals, etc. tried to accomplish a list
of tasks: buy a car, get information or change,
get service in a restaurant, etc. One participant
was Euro-American, the other African-American. The
African-American consistently got charged more,
waited longer and received less positive attention
than his counterpart.

At the individual perception level, the
differentiated outcomes could be interpreted as

different treatment based on individual
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situations. In other words, people at Helm’s first
stages of racial identity development (or from an
individualistic perspective) do nct see racism
patterns in group or institutional levels; they
might believe that individuals caused their own
pPOCr outcomes.

On the other hand, how do Latincs experience
white privilege? By turning to Latino experiences,
I hope to enable the reader to identify both the
separateness and interrelationship among Latino
experiences and the dominant culture.

There is no monolithic Latino =xperience.
Yet, 1n the context of white privilege, Latinos
and other people of cclor experience a similar
racial or ethnic identity development process as
Euro-Americans (Tatum, 1992). Cross’ identity
development stages for people of color (Tatum,
1992) parallels Solis’ four-step prccess (Darder,
1991; Sclis, 1981l) whicnh I explain using modified

ysis terminolccgy: “I'm OK,

’_J

transacticnal ana
vou're Cr/ cultural security; I'm not OK, you're
OK/ assimilation; I'm OK, vou’re nct OK/
ethnocentrism; How can we work

together?/biculturalization” (See Appendix E).
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Richard Rodriguez, for many dominant culture
members, has long exemplified proof of
assimilation success. For many Latinos, Rodriguez
represents a dominant culture assimilated, anti-
bilingual education/ affirmative action Latino
proponent. Luis Rodriguez’ life, on the other
hand, offers us a dramatic example of cultural
identity development which resists assimilation in
the context of white supremacy (1993). Both
successful writers are rare examples of cultural
survivors in an anti-Latino environment.

Gloria Anzaldua (1996) and Linda Chavez
(1991) offer us two Latina perspectives of racial
or ethnic identity development. Chavez, like
Richard Rodriguez, has identified closely with
dominant culture and has been an outspoken
proponent of English only and anti-Affirmative
Action policies. Rodriguez and Chavez exemplify
Cross’ Pre-encounter stage (Tatum, 1992), or stage
2 of Solis’ model (Solis, 1981; Appendix E).
Anzaldua and Luis Rodriguez, by contrast, show
many signs of being bicultural: advocating for
less privileged members of their community,
effectively functioning in both cultures, seeing

themselves and being seen by community members as
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part of the community. These two authors reflect
Cross’ Internalization stage, or Solis’
biculturalization stage 4.

In short, Rodriguez and Chavez support or
maintain a monoculturalism; Anzaldua and Luis
Rodriguez, by being biculturally ccmpetent, would
advocate for organizatiocnal transformation and/or
cultural pluralism. At an individual level, they
serve as examples of how organizational
transformation operatss.

A more theoretical discussion of
organizational change at the individual level
begins with a lock at individual leadership in
various interpretations. I find it striking tharct,

in the context of organizational change, most

highly lauded leadership writers (Burns, 1978;
DePree, 1992; Jcseph Rost, 1291) speak of

leadership with no menticn cf race or ethnic
culture.

In summary, the century, pegan with the great
man theory {(Joseph Rost, 1992). After thart,
attribute thecry (Bennis, 1955; Calder, 1977) and
facilitation theory (Morgan, 1982) came to be
understocd as leadership. In short, leadership

studies (Max DePree 1992; James MacGregor Burns,
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1978) reinforce the idea that leadership is often
understood as very gocd or very nice management
done or initiated by an individual. This
management descriptor list is instructive as it
represents dominant culture, maintains
monccultural practices and conflicts with cultural
pluralism and with Latinoc leadership wvalues and/

or style.

Group Perspective

Privilege at a grcup level recalls the “good
cld boys club” (Barrera, 1979; Delgado, 1995;
Haro, 199%0; ¥azz, 1389, Appendix D: the Club:
Romero, 15987; Scheuricn, 1992; Takaki, 1993). In
schools, mincrities may experience an incongruity
between home or indiwvidual culture and school
culture and come to internalize inadegquacy
(Cummins, 1996; Delpit, 1988; Rodriguez, 1993).

Dominant culture members, c¢n the otnher hand, are

t

O experience the privilege ¢

b—

-
~
1

more likel

internalizing normalcy, trustworthiness,
credibility, competency (McIntosh, 1329) and, most
importantly, promoticn (Apple, 159%C; Delgado,

1395; Haro, 1990; Stanton-Salazar, 1997).
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While Latino experiences encompass various
Latino groups, the cverall educational carnage and
subsequent lack of professional success for

Latinos generally fits what some writers refer to

g

as an “involuntary iLmmigrant’s” experience, i.e.,

ot
‘.‘
o

o)

one who has peen ccnquered or colonized (Acuna,
1¢88; Crawford, 1995; C. F. Leyba, 1986; Nieto,
1996). In the Southwest, Latinos primarily include
individualis of Mexican descent, altncugh other
Central and South Americans identifv as Latinos as
well.

The following represent some commonalties,
which relate o the involuntary immigranc
experience among Latinos: a two-generation pattern

of language loss (in all parts of the United

o)

states except the Rio Grande Valliey) [Crawiord,
1995; Hilda Hernandez, 1997); an 83: urban

ional K-12

ct

upbringing; a 70% segregated educa
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experlence; a 40z rate of l=zavin

ralues that may be lost in

V1]
}_l
‘

tradicicn
organizations where Latinos experience so much

segregation and so many do not continue in the

}—

academic process? Latino culture traditionally
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includes respeto, a heightened deference toward
elders, and family, community, ethnic group and
extended family identification. Care for these
others may supersede maintaining externally
imposed values, such as time commitments.

In addition, many traditional cultural values
may conflict with U.S. dominant cultural values:
work as a necessity for survival vs. work as a
value in itself; responsibility as attending to
needs of cothers vs. responsibility as punctuality;
goals as they relate to helping all people vs.
goals which accumulate material goods:; indirect
communication, which maintains harmony vs.
directness or argument (Locke, 1992).

The immigration flow between the United
States has been constant, thereby maintaining
varied group identities for Mexican Americans.

Ly

Acuna (1988)and Meier & Stewart, (1931) would

D

agree with Marylin Davis (1990), when she says,

When U.S. industry cr agricultur
peace or war, needs lapor they o
door to the south. Be it wide or
sligrntly ajar, even at the side, bpack,
or cellar, secretly or with flags and
whistles, 2Zmericans always maks sure an
opening 1s there when needed. (67-68)

38

Reproduced with permission of the &)byﬂght owner. Further reproduction prohibited without permission.



This ongoing migration pattern raises two
significant issues. First, cultural maintenance 1is
actually promoted through group and institutional
policies which encourage first generat.ion
community mempbers into society on a regular basis.
Secondly, these greater Latino numbers promote
both the need for orgenizational leadership
diversification, including those who will
effectively serve as linguistic, cultural and
operational liaisons and role models/ mentors, and
the subsequent cultural conflicts which arise in
an industrial paradigm (with 1increasing ethnic
numbers, the dominant organizational culture tends
to change) {Katz, 1989).

Given the pervasive anti-immigrant sentiment
in society, which promotes racist beliefs and
behaviors toward Latincs, 1t 1s understandable
that some Latinos assimilate and lose many aspects

of their traditional etinic identities as a part

)]
._l.
M

journey toward dominant cuiture SucCcCess

P

of th

nclusion.

O
[
)+

On the other hand, an explanaticn for Latino
academic and socio-cultural success patterns 1is
still not yet clearly documented. However, my

discussions with Latino professcrs from across the
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country indicate that Hacker’s suggestion (1992,
p.144) is accurate: for lack of a ketter term, a
"middle class attitude” (Apple, 1990) correlates
highly to socio-cultural and econcmic success. In
other words, the more resources, skills cor
appearance comparable to a white, middle-class
experience that an individual manifests, the more
likely it is that the individual will be
academically and prciessionally validated by
dominant culture members and will consequently be
successful (Apple, 1980; Romero, 1997; Stanton-

Salazar, 1997).
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Again, I find 1t striking tha
context of organizational change, most highly
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and [H]ooks (19%4), however, speak to leadership

issues 1n tne ccntext oI racial plas and

prejudice is part of the social maxeup that

leaders of color must overcome In many settings.
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By viewin
readers can infer that effective Latino

administrators combine bornh their internalized
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commitment to Latino community and external
dominant culture form or style in their

administrative practices.

Instituticnal Perspective

Instituticnalized privilege takes many forms:
alumni children (legacies)and student athletic
scholarships; veteran G.I. Bill; agricultural
subsidy programs; Medicare; business tax breaks
and subsidies; homeowner tax deductions (Times,
1995, A2S5). It is noteworthy that 2rcposition 209
proponents point to gender or racial preferences
for women and minorities while disrsgarding
current and historic preferences in favor of Euro-
American males. Such inequitable maintenance of
dominant culture privilege is exactly how white
privilege operates (Apple, 1992; McIzosh, 1989;
Scheurich, 1993).

On official levels, federal ecocnomic policies

(®]

directing funds away from public =ducaticn (which
serve the majority of minority students) toO
Defense expenditures, the discrepancies in dealing
with undocumented European and Latin American
immigrants, and eccnomic problems described
politically as racial problems are all examples of
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institutional white privilege (Takaki, 1993). In
school settings, de facto program segregation,
higher drop out and suspension rates for students
of colcr, and dispropcrtionate placements in
Special Education for students cf cclor are
considered second generation institutional
discrimination {(Fraga, 1985; Meier and Stewart,
1991) and examples of instituticnal nidden
curriculum (Apple, 1992; Bilken, 1930; Delpit,
1988; Romero, 1997:; Vallance, 1980).

As advantage is related to disadvantage,
dominant culture is related to minority
experiences from courtrooms tc schocls. Acuna
(1988) chronicles the U.S. instituticnal actions
against Latinos, from the taking of the Southwest
through war and legal means to police brutalitcy
against community leaders and ineqguitable court

rulings. The following example, taken from a

(m

context of social and political unrest in the
Scuthwest as Chicanos protested ineguictable
socilal, educational, and employment cractices, is

one of many which i1llustrates institutional

inequities toward Latinos.

42

Reproduced with perrjnission of the copyright owner. Further reproduction prohibited without permission.



Frustrations increased throughout the
1970s. In 1972, Ricardo Chavez Ortiz,
36, an immigrant father of eight
children, skyjacketed [sic] a Frontier
Airlines plane over New Mexico with an
unlcaded .22. His only demand was to
talk to the media. to voice the
frustrations of a man who feared the
world would not listen to his problems,
and those of his people, under any
circumstances. .Chavez Ortiz spoke for
35 minutes in Spanish over radic station
KWKW and KMEX-TV. Chavez Ortiz received
a life sentence. He remained in jail
until 1978, when he apologized and left
for Mexico. Chavez Ortiz served twice
the time of a rapist or armed rcbber,
three times the sentence of a Watergate
conspirator, and mo:re time that the
murder {sic] cof Santos Rodriguez. (399-
400)

From an educational perspective, the current
debate over pilingual and other cfficial general
support programs for Latino and other ethnically
or linguistically different students also has many
historical parallels. The 1931 Lemcn Grove
desegregation ruling defeated de jure supposed
linguistic segregation aimed at Mexican-American
children and thelr families, who wsre classified
as Caucasianrs. In the Lemon Grove Incident,
Mexican families fought against segregaticn
(Rcuna, 1988).

According to many Unz Initiative supporters,
bilingual education segregates non-English
speaking students today as the Lemon Grove School
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Board did over sixty years ago. However, many
researchers (Crawford, 1995; Cummins, 1996;
Hernandez, 1997; Leyba, 1986) note the substantive
academic and linguistic value of promoting
bilingual literacy through effective bilingual
education. In current cases related to the
dismantling of bilingual education at large, the
link between language exclusion (linguicism) and
racism is difficult to define.

Some have identified more sccially embedded
exclusion practices, which are often difficult to
see and thus transfcrm. For example, Mary Romero
(1992) documents how schools have maintained
segregated curricula for Mexican Amsrican women,
especlally in the Southwest. Crawford (1995) and
Nieto (1996) discuss the correlaticn between
individuals and groups treated as scapegoats and
those individuals’ and groups’ academic success.
At times, however, the links bpetween

area ~Yaar
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cuticnallzed racism and

[N

inst
Two years ago, after the Californiz anti-immigrant
legislation (Propositions 63 and 137) and prior to
California anti-minority legislation (Proposition

2091, a Texas State District Judge Samuel Kiser
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told a bilingual Mexican American involved in a
child custody dispute:

If she starts first grade with
other children and cannot even speak the
language that the teachers and others
speak, and she’s a full-blooded American
citizen, you’'re abusing that child and
you’re relegating her to the position of
housemaid. Now, get this straight: vou
start speaking English to that child,
because if she doesn’t do good {sic] in
school, then I can remove her because
it’s not in her best interest to be
ignorant. (Cummins, 1996, 21).

Latino experiences of institutional,
informal, and individual exclusion and

cn and the

ct
}e

discrimination in society, =duca
workplace are not new {(Acuna, 1983; CZrawrord,
1995; Cummins, 19%96; Fraga, 1986; Haro, 19390:
Ronald Takaki, 1993). Takaki, however, extends the
reporting to present the remediation of Latinos’
academic success as crucial to the ccmmen good:
Hispanics, with a high schcol
dropout rate of 60 percent, lagged
pehin~ with only 10.4 years. Hayes-
Bautista calculated that if the 1980
differentials remained the same, the
increase of Hispanics in the work Zorce
cat
level of the working populaticn t
12.1 years.. . .Clearly, the educ
level of Hispanics should be rais
~

meet the needs of the future Calii
economy. (p.421)
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Takaki calls for all people to recognize and value
our diversity as our common destiny and identity
(Gorena, 1996; Ochoa, 1997).

Despite the pervasiveness of negative
experiences reported about Latincs, it is in the
educational arena which our highest responsibility
lies regarding the application of liberty and
justice. Duane Campbell (1996), furthermore,
extends Bellah’s discussion of responsible
interaction in describing democracy under the
following criceria:

ual votes

fective participaticn
lightened understanding

. Final <ontrol of the agenda by
the people, and

5. Inclusiveness (15-16;

M

q
£
n

W N

In additicon, Campbell describes the idea of
cultural democracy, wherein schools play an
important role 1in social reconstruction. Cultural
democracy relates to the instituticnal support for
all cultural wvcices to be heard and integrated

the

rt

within the changing culture and history o
institution. Such a transfcrmation includes the
redistribution of material and nonmaterial
benefits within the academy as well &as the

transformation of ideclogical tenets which
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systematically marginalize the participation of
people of color, women, gays and lesbians, and the
working class(Carl Grant and Mary Louse Gomez,
1996; Darder, 1995). Therefore, by empeowering all
students to participate meaningfully in education,
i.e., challenging the current dominant paradigm

5 P .
~ v o~
L [3apric.

|

politic

1]

practices, we may sSave cu
loria Anzaldua (1996) likewise deals with
cultural democracy and the relanionship among
institutions, group culture and individuals
through her metaphor cf border crossings:
language, gender, and cultural borders. She
presents & personal case study of the tragedy of
lost human potential due to dominant culture and
individualism, whether encountered in aconomic,
political or personal fcrums. Campbell {(1996) and
Giroux {199892) would certainly agree with Anzaldua
regarding educators’ need £o understand and

op muirticulturall-s inclusive pedagogical

[

devw

M

ractlices.

0

Anzaldua and other biculturally competent
individuals embody what may be descriced as a
both/and, rather than an either/cr apprcach to

1 ccmpetency may

f

culture. In other words, bicultur

be ssen &s individual cultural democracy.
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William Bergquist (1993), on the other hand,
provides a thecretical framework, which relates to
cultural democracy for an organizational post-
medern paradigm. Some characteristics of a pcst-
modern paradigm are an organizaticnal shifr from
dominance to partnership (Crislip and Larson,
1994; Lappe and Du Boise, 1994; Takaki, 1993),
from departmentalization to intersection
(Weisbord, 1992; Whyte, 1981); I add from
segregation to pluralism and from =xclusion to
cultural demccracy. In post-modern organizations,

a small and seemingly valueless rart of an

=

organization can ce valued for i1ts ilmportance and
influence cn the whole organizaticn.

As colonizaticn relates to & mcdernistc

=t
3

paradigm, the post-modern paradigm oOifers hope to
those group members who have experienced primarily

nd Leland

oY)

marginal success. Accordingly, Astin
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(1991) describe a grocess ©

J.M Burns {1988) and William Zoster i1989) speak

of transfiormative .eadership which brings justice.
Katz (1989), in contradistincticn to the

previous dominant culture crganizaticnal theory
writers, offers a succinct developmental map of

now individuals in organizaticns {(and thus

48

Reproduced with permission of thré copyright owner. Further reproduction prohibited without permission.



organizational cultures and policies) move from
promoting a dominant culture to cultural pluralism
(See Appendix D). She and Darder (1994) describe a
hopeful model of organizational change from
traditional, to liberal, to multicultural to
culturally democratic.

Their implicit hope 1is that after mcre
"minorities” enter an organization, it is possible
for a more substantive organizational culture
change toward cultural democracy which may be
experienced at individual, group and institutional
levels. In addition, Acuna (1988) and others
advocate for institutional transformation through
pclitical, church and community economic
partnership (Crislip and Larson, 1¢94; Lappe and

Du Boise, 1994; Weisbord, 1992; Whyte, 1951).

Integrative Review

Lileracure
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used an artificiael device !(individual,

=1

review,
group and institutional levels) in crder to
highlight the complexity and interrelatedness of
issues related to exclusion. In order to connect
these concepts to reality, I offer the following
examples of how the three levels work together.
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Jose Antonio Burciaga (1995) describes a
dramatic historical California case known as the
so called Zoot Suit Riots of 1941. (He questions
the official title, referring to ths event as the
Government Riots.) Burciaga describes an
individual event: eleven sailors were confronted
by a larger group of Latino youth, which was
translated to a group myth, (a story of an ambush
which called for revenge).

Subsequently, this belief and negative

1y

’-a

sentiment led to hate crimes suppcrzed informa
by varicus groups: taxi brigades, sailcors and

civilians. The attacks were, in turn, supported by

institutional forces: newspapers reported the
cleansing efifect of the mob actions and police
officers, declaring the riots as a matter for

military police, did not intervene.

The same interplay among the zThree mutually

(o]

evels characterizes a more recent and

p—

nfluentia

[N

local example o¢f anti-Latino sentiment: the Orange

Unified School Roard has vctaed tTo sesk a waiver
from the State Bcard of Educaticn =< thase cut

instruction in Spanish. Given dominant culture
members’ anti-immigrant beliefs and feelings

(group level), propcsitions 163, 187 and 209 were
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passed handily (institutional level).
Independently, members of the State Board of
Education voted to turn bilingual education policy
and practices over to lccal school boards

(institutional level;.

1

-

(

On Saturday, January 25, 1997, the Los

e
U

O
wn

[o1]

panish

)

Angeles Times reported that the 1,
speaking students instead will receive English
lanquage tutoring and attend language classes
after schocl and during the summer. The Magnolia
School District in Anaheim and the Westminster

School District were among the first o receive

One parent (individual/ group level, in support of

the proposal said: "We have PTA meetings in just

~e

Spanish...It's sc divisive at our schocol
everybody has their own language, and I think it's
like forced segregation."”

The previous quote from a monclingual,
English speaker i1llustrates a mecnccurtural,
monolingual perspective. TYet, many auchors,

(Acuna, 1988, Anzaldua, 1987; Burciaga, 1995;
Cummins, 1996; Morgan, 1986; Takaki, 1993; Tatum,
1992; Weisbord, 1992) identity how identity,

educational equity and organizational change can
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be seen from more perspectives than the dominant
culture lens of individualism and monoculturalism
would indicate. Furthermore, individual efforts
alone do not bring about societal cr institutional
solutions. Rather, the interplay among individual,
group and instituticnal efforts petter explain the
conditions which I have described reslated tc
exclusion, as well as the solutions related to
educational equity and democracy /(2ergquist, 1993;
Chrislip and Larson, 1994; Darder, 1995; Hwang,
1995; Katz, 1989; Lappe and Du Bois, 1994; Morgan,
1986; Ricoeur, 19%2; Romero, 1997; Stanton-

Saiazar, 13997).

Summar:

indicates the following: Our problems related to
exclusion (Apple, 1992; Barrera, 1979; BRellah,
1992; Darder, 1895; Delpitc, 1988; Romero, 1977;
Shakeshaft, 1989; Stanton-Salazar, 1297; Vallance,
1960; Wilson, 1992), white privilege ilelgado,
1995; Hacker, 1992; McIntosh, 1989; Scheurich,
1983; Tatum, 1992), Latino experiences (Acuna,
1958; Anzaldua, 19%2; Barrera, 1979; Chavez, 1992;
Rodriguez, 1992; Rodriguez, 1993}, =ducaticnal
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equity (Barrera, 1979; Campbell, 1996¢: Darder,
1992; Freire, 1985; Garcia, 1994; Nieto, 1996;
West, 1993) organizational diversification
(Bergquist, 1993; Darder, 1994; Katz, 1989;
Takaki, 1993) are complex; to better understand
these topics and respond effectively, we must
examine them at individual, group and
institutional levels (Katz, 1989; Takaki, 1993;
West, 1993).

Overall, exclusionary practices in society in
general and in educational leadership in
particular appear tc nave shifted from overt to
ccvert manifestations, as societal norms seem tTO
have been snifted from ‘the club’ tc ‘passive’
organizational culture (Katz, 1989). Alchough it
may be difficult to believe, based on a
preponderance of negative examples, cerhaps such a
shift can be considered a form of progress towards

cultural democracy.

progress in educational eguity for Latinos for a
different reason: a person’s apility to critique
an inequitable social order is rooted in the
concept of privilege, which is invisible to those

who have it (McIntosh, 1989; Sleeter, 1994; Tatum,
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1992; Wildman and Davis, 1995). Regarding Latinos,
an additional difficulty for many people to
critique an inequitable social order has been that
racial discussions have often highlighted
assimilationist Latinos (Rodriguez, 1992; Chavez,
1992) and have discounted a mosaic of less
assimilationist Latino experiences and
perspectives (Acuna, 1988; Anzaldua, 1992:;
Barrera, 1979; Darder, 1991; Delgado, 1995;
Rodriguez, 1994).

Latincs represent varied educational,
political, ethnic and economic experiences. Latino
authors, likewise, reflect their individual
racial/ ethnic ldentity developmental stages
(Solis, 1981; Tatum, 1992) in their writings
(Acuna, 1988; Anzaldua, 19%2; Barrera, 1979
[stages 3/4]; Chavez, 1991; Rodriguez, 1393 [stage
2]), which sometimes leads to dissonant
perspectives. This 1s especially significant,
given the current Scuthern California demographic
snift and pervasive anti-Latino sentiment which
would treat Latinos as members of a monolithic,
subordinate culture.

Furthermore, schools operate in what appear

to be cultural wars, incorporating both referm
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ideology (Campbell, 1996; Delpit, 1988, Freire,
1985; Takaki, 1993) and status quo belief systems
(Chavez, 1991; D’Souza, 1995).

Regarding organizational change and
leadership, non-Latino leadership theoreticians
(Burns, 1978; Depree, 1992; Foster, 1989; Rost,
1992) generally write about organizational culture
from a dominant culture perspective, rarely
including cultural diversity as an aspect of
organizational change. 5Scme (Campbell, 1996;
Darder, 1994; Katz, 1989) write of organizational
cultural democracy, but do not address leadership
per se. Others address organizational
transformation or post-modern organizations, but
do not deal with white privilege and its
corollaries (Crislip and Larson, 19%4; Lappe and
Du Becise, 1994; Weisbord, 1992; Whyte, 1991).

In short, what the literature suggests 1is
that, in a post-modern paradigm, it s appropriate
to re-evaluate and foreground alternative styles
so that they can be valued and nct seen as
deficient compared to dominant culture norms and/
or white supremacist/ privilege evaluation.

Finally, the original questions, "“What is

Latino culture worth in U.S. society? How is
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Latino culture manifested particularly in school
leadership contexts? How can schools revise their
practices so that greater democracy undergirds
institutional practices?” remain prominent. Given
this outcome, it is clearly necessary that Latino
leaders themselves answer these questions relative
tc their lived experiences and understandings
regarding their roles and culture (Darder, 1994;
Freire, 1985; Vallance, 1380; see Chapter 5

regarding guiding study question responses).
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CHAPTER III: METHODOLOGY

[Wihen we notice that our sccial
institutions are driven by the larger
political contexts in which they are
embedded, we are forced to acknowledge
that the content of our research and the
methods we use are likewise subject to
the prevailing political forces. (Kenwyn
Smith, 1990, 121)

Introduction

Traditional research has not adequately
addressed the problem of Latino administrative
educational equity (Irene Blea, 1995; Darder,
1994; vallance, 1980). Qualitative methodology
tends tc be better for generating understanding,
description, discovery and hypothesis generating;
quantitative methodology tends to be better at
prediction, control, description, confirmation and
nypothesis testing {(Merriam, 1988). Furthermore,
as Freire (1985) explains, members of the dominant
culture can only truly understand and reform a
system by hearing from those who are oppressed by
the system. Therefore, I have used a qualitative
research methodology to investigate these
participants’ experiences and patterns of

discr_...ination as well as their responses to these

experiences.
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In this chapter, I provide the reader with a
methodological overview, the data collection
process, and a data analysis overview. I then
include a sketch of my background tc help the
reader better understand my own experiences and
how they might have influenced my perspectives
about and my apprcach to this gqualitative

research. Finally, I end with a summary.

Methodological Overview

Multiple metheds might be appropriate
(Seidman, 1991} to understand the lived structures
of meanings (Valerie Janesick, 13994; Van Manen,
1990; Anselm Strauss and Juliet Corpbin, 1994). In
fact, scme authors warn qualitative researchers of
“methodolotry,” being preoccupied “with selecting
and defending methods to the exclusion of the
actual substance of the story being told.”
(Janesick, 1994, p. 235). With that in mind, I
chose the interview process TO gain a greater
cultural and professional understanding from the
“inside” of Latino administrators’ everyday
experiences (J. Clifford, 1986). In other words, I
sought to better understand what Latino

administratcrs experience and the contexts
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surrounding their experiences, rather than to
simply report what they do (F. Michael Connely and
D. Jean Clandinin, 1988). The open ended dialogues
allowed the participants to tell their own
stories, “[W]lhy they are where they are, do what
they do and are headed where they have chosen,”
therefore making the study and process more
meaningful (Clandinin, 1993, p.15).

Furthermore, as the participants heard each
others’ stories in written form and in the group
dialogue, they may maae more sense of their own
perscnal and professional practices (Friere, 1985;
Smith, 1890; Van Manen, 1990) which led to new
possibilities for their future collaboration
(Clandinin, 1993). James Holstein and Jaher
Gubrium refer to this as communicating and
understanding “intersubjectively.” (1994, p. 263).
This proved to be a pvarticularly powerful dynamic,

1 at the end of chapter fcur. Similarly,

'-l .

as I deta
I hope that as the reader of this study better
understands the many dynamics of exclusion and
inequity in education, s/he may also gain new
insights regarding its interruption and the

promotion cf democracy.
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Validity and Reliability

There 1is no such thing as “value-free”
research; moreover, traditional research tends to
reinforce dominant culture views while negating
the views of others (Darder, 1994: Stanfield,
1994; Vallance, 1880). In additicn, Mary Romero
(1997) makes an argument for the researcher being
a member of the same group being studied in order
to more accurately interpret and perhaps construct
new realities and contexts related to the study
(Stanfield, 199%4).

In addition, by my inviting Latino
administrators to have nominated subjects from
among their peers, I assert that the study was
more valid and representative of the subjects’ own
narrative and meaning (Mishler, 1986¢) than if I
alone had selected the subjects. The study’s

reliability rests in three layers cf interviews

-t
)

and the participants’ opportunity review

transcripts and comment con thelr accuracy.

Data Collection

I used interviews based on a constructivist
philosophy as the primary data collection tool for

this study (Michael Patton, 1990). In cther words,
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the meanings developed over time as a product of
collaborative reflection and analysis (Merriam,
1988; Van Manen, 1990). After transcribing the
first interviews, I sent a copy with my
preliminary assumptions to the respective
interviewees for their review.

Following their review, I conducted a second
interview using the preliminary assumptions as a
beginning point, and followed the same process for
confirming participants’ perspectives. I taped and

he third meeting,

ct

transcribed each interview. In
I filmed (so I could track participants’
responses) and transcribed the Septembper 30 group

dialogue.

Entry to the Population

This study was, in a sense, about, by and for
Latino administrators. I decided, therefore, that
Latinc administratcrs themselves wculd determine
who would be considered for the study {(Romero
1997; Smith, 19%0:; Stanfield, 1994). Inasmuch as I
nad served as an administrator 1n the Sweetwater
Unicon High School District (empleying nearly one
third of Latino K-12 administrators in San Diego
County), I enjoyed the support cf Dr. Maida
Torres-Stanovic, Assoclate Superintendent of
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Personnel, who arranged a meeting of Sweetwater
Latino administrators. This group of Latino
administrators then nominated most of the subjects

for the study.

Selection of Subjects

I selected administrators currently working
in geographically and demographically distinct
areas of San Diego County. By working with a group
of Latino administrators in the South Bay and
contacts in other areas, I received nominations of
participants who represented all parts of the
county and who represented various roles, years of
service and experiences.

Once I had a list of prospective subjects, I
selected the five Latino superintendents
represented 1in the county: Dr. Rudy Castruita,
from the San Diego County Office of Education; Dr.
Libby Gil, Chula Vista Elementary District; Dr.
George Camercn, Naticnal Elementary District: Dr.
Julian Lecpez, San Ysidro Elementary District; and
Ms. Olivia Leschick, Pauma Valley EZlementary

rice

Q
L 1
rty

District. I selected two district
administrators: Dr. Maida Torres-Stanovik,

Associate Superintendent, SUHSD:; and Ms. Irma
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Castro, director of Latinos and Latinas Advancing
More Academically (LLAMA), SDUSD.

I chose five principals, four of whom
received the most nominations and one from east
county: Dr. Christine Aranda-Smith, Southwest
High, SUH3D:; Mr. Tony Alfaro, San Diego High,
SDUSD; [Cr. Martin Jacquez, Cajon Valley Middle,
CVESD; Mr. Manuel Paul, San Ysidro Middle, SYESD:
and Mr. Luls Maestre, Montgomery Middle, SUHSD.
Finally, I selected two relatively new assistant
principals: Mr. Jess Martinez, Vista USD; Jose
Brosz, Southwest High, SUHSD.

I attempted te include an equal number of men

-~

chcice candidates

s

and women, but three of my firs
declined: two San Diegce City School administrators
who stated that they could not make time and one

North County principal, whc expressed concern that
her participation might be politically harmful for

ner. Th

7

participants, nine men and five women,

d first, second, and third generation

o
rn

(D

represent

U.S. residency and geographically distinct regions

v

the county proportionate to the concentration

[ 1Y

0
of Latino administrators in the regions.
I worked to establish a relationship of trust

ore discussing

tt

with each Latino administracor be
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their participation (Blea, 1995; G. Marin and V.
Marin, 1991). In one case where I had no prior
contact or familiarity with the potential
participant, I had a colleague who knew the
administrator contact him in advance; afterwards,
I spoke with him informally before presenting the
human subjects letter (Appendix C), which met with
the guidelines established by the University
through the Protection of Human Subjects
Committee.

In another case where I had no prior contact
with a potential participant, I was granted a
meeting time, but the administrator would not sign
the consent form. It was only after considerable
relationship building (notes, a letter and various
phone conversations) that I gained his trust,
signature and cooperation. Moreover, I believe
that the participants’ trust and engagement with
me in very open dialogues (Van Manen, 1990) was
aided by my identity and experience as a Latino K-
12 administrator (Romero, 1997).

The subjects met the following criteria: they
identified as a Latino/a; they were serving in a
K-12 administrative role in San Diego County; they

were willing to use their actual names in the
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study; they were willing to be audiotaped and
videotaped during research sessions. The
participants seemed confident encugh to be

orthright with their perscnal and crciessional

(w1}

gxperiences, 2ven though some sharad some very sad

(1

he end of the

cr

and painful memories. In fact, a
group dialogue, the subjects expressed interest in
further participation in future proiects,

including documentaries, articles, <r a book.

Protection of Subjects

aer the
met Tthe

W1

I developed a consent let:ter h
federal requirements according tc the University
of San Diego’s Committee on Protsciicn of Human
Subjects. luring my initial conversaticn with the

participants, and in the letter, I zcld the
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opportunity to review interview transcripts and my
preliminary and final analysis fcr error or
clarification. fFor example, after the twwo

interviews, one participant shared & concern that
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some of his comments might be read negatively by
particular board members and in turn hurt him
politically. As a result, the participant and I

agreed on how that example might te reworded.

Interview Process

I was mindful of the danger c¢I dominating an
interview (Mishler, 1986), and I set the topic for
the first interview as their life histories
through their current work experiences. The second
interview focused on the participants’ reflections
on the meaning of their experienrces, and on their
future orientation (Seidman, 1951). The first two
interviews took place petween May 15 and July 8 in
the subjects’ offices, with the excepticn of one.
When one subject canceled an appointment, he

insisted on meeting in an elegant setting of his

n

choice, overloocking Mission Ba

e

.

st interviews, I

A

After transcribing the fi

[\

sent a copy with my preliminary assumptions to the

and Gubrium, 1994; Stanfield, 1994;. Following
thelr review, I conducted a second intervisw using

the preliminary assumpticns as a beginning point

and followed the same prccess for again confirming
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participants’ perspectives. After all the
interviews were conducted, I sent a preliminary
presentation of the data to all participants for
their review one week prior to the final group
dialogue.

Finally, the third interview zook place on
September 30 at the University of San Diego. The
meeting included a combination of group building
introductions, dialogue guidelines and a guided
dialogue based on their reflections from reading
the collective data. The subjects examined their
ideal future for Latino administratcrs and engaged
in a focused dialogue about solutions for the
equity problems in education and ways to realize

their ccllective vision.

Cata Analysis

Researchers have ofren interpreted and
constructed studies according to thelr own bpias
{Friere, 1985; Smith, 1990; Staniield, 1394).
Therefore, I have proceeded with th
it is most consistent with transformational
leadership and post-modern research to include
subjects as research partners, collaborators and

leaders (Misnler, 1986).
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In addition, the usefulness of this body of
inquiry will not be merely in its recording of any
empirical data, such as interview data. This
proccess, on the contrary, has been descriptive and
analytical in naming and interpreting something,
such as exclusion or white privilege in the
context of educaticnal institutions. The naming
process developed over time and through
interaction between myself and the subjects (Van
Manen, 1990).

The participants created their narratives

about their experiences in cultural, social and

vy
M

e analysis, I

institutional contexts. To form ti
followed Janesick’s guide:

1. Locate within the personal
experience, or self-story, kev phrases
and statements that speak directly to
the phenomenon in question.

2. Interpret the meanings of these
phrases as an informed reader.

3. Obtain the participants’

interpretation of these findings, if
possible.
4. Inspect these meanings for what they

reveal about the essential, rscurring
features of the pnhenomenon bein

studied.

5. Offer & tentative statemen:z Or
definition of the phenomenon in terms of
the essential recurring features
identified in Step 4 (1994, 215).

As a result, the subjects and I gained “a deeper
understanding of the nature or meaning of our
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everyday experiences,” such as exclusion, white
privilege, Latino experience, educational equity
and organizational change (Van Manen, 1990) and
recognized connections among experiences and
future actions (Friere, 1985; Smich, 1990;
Stanfield, 199%4).

Researcher Backgrcund

I was born into a poor, violent, alcoholism-
infected home environment, the third of six
children. My father completed the second grade as
his formal education and grew up in Leon,
Guanajuato, Mexico; my mother grew up in Los
Angeles, California, and completed her high school
education.

My parents essentially believed that
assimilating and attending private schools were
the keys to academic success. To socme degree, I
temporarily internalized and excelled at these
beliefs. Nonetheless, I have always been aware of
my racial and cultural differences from my
dominant culture peers and supervisors at Stanford
(1981, B.A. History), St. Jchn’s Theologate (1981-
84), Mt. St. Mary’s College (1986, Ryan Clear

Credential), UCLA (1988, M.Ed., Administrative
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Services Credential), or at the University of San
Diego throughout my doctoral studies.

In retrospect, I identify with the process of
biculturalization described in the literature
review (Solis, 1981; Appendix E) and see this
biculturalization process as a significant
influence on my professional development and
experiences. I interject the following example to
identify my own theoretical sensitivity as
researcher in this study.

Seven years ago, during my final assistant
principal interview with then Superintendent of
Sweetwater Union High Scheccl District, Tony
Trujillo, I was surprised when he asked me, “What
are you goling tc say to the teacher who says, ‘The
reason you got this jJob is because you are Latino
and the superintendent is Latino’?” We engaged in
a role play discussing my qualifications. He then

er hours

said to me, “Are you willing to wcrk lcn

te]

ise, work harder and do a better

®

than everybody
job than anyone else? If you are, then the job is
yours.”

I was surprised, not by his guestions, but by

his openness regarding his Latino experience in
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the context of white privilege (Peggy McIntosh,
1989; Scheurich, 1993; Sleeter, 1994).

His comments resonated with my own experiences of
having felt welcomed and supported as a special
member, a kind of outlier, of a minority group. On
the other hand, I have often felt alienated,
invisible, avoided or targeted as an unwelcome
outsider.

I experienced this also as a bilingual
education teacher in LAUSD (1985-83), a bilingual
education teacher in Vista USD (1988-90), and as
an assistant principal and summer school principal
at National City Middle School (1990- 93), but
especially as an assistant principal at Vista Hignh
School (1993-95). The more I share my experiences
with other Latino educators, the more I hear
common experiences, feelings, and struggles ZIor
2quity and justice. This common ground has

motivatad me to produce this study.

Summary

Traditional research has not adequately
addressed the problem of Latino administrative

educational equity {Blea, 1995; Coursen, 1989;
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Darder, 1994; Smith, 1990; Stanfield, 1994;
Vallance, 1980). One major reascn is that
privilege, reflected in traditicnal research, has
reinforced the dominant culture wvalues while
negatirg the views of others (Apple, 1980; Darder,
1994; Friere, 1985; Smith, 13990). Therefore, to
understand the meaning of everyday Latinc K-12
administrators’ lived experiences, I relied on
subjects’ stories and the co-crezticn of meaning
with myself, as researcher, about their stories

(Clandinin, 1988; Mishler, 1¢98%2; Romero, 1997;

O

Siedman, 1991; Van Manen, 19590;.

The interpretive process regardling the
meaning of the subjects’ experierces develocped
over time petween each subject and myself and
among subjects with the researcher to form

insights (Patton, 1990; Van Mansn, 1990). These

insights into exclusion, white privilege, Latino
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1394).
In the next chapter, I present the summary of

my interviews, 1n keeping with the abovementioned
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methodology. The chapter begins with a poem, which
represents the struggle and hope characteristic of
the participants’ narratives. On a more analytical
note, the chapter ends with a summary of the data

as it relates to the literature review in Chapter
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CHAPTER IV: PRESENTATION AND ANALYSIS OF DATA

Well, son, I'll tell you:
Life for me ain’t been no crystal stair.
It’s had tacks in 1it.
And splinters,
And boards torn up,
And places with no carpet on the floor—
Bare.
But all the time
I'"se been a-climbin’ on,
And reachin’ landin’s
And turnin’ corners,
And sometimes goin’ in the dark
Where there ain’t been no light.
So, boy, don’t you turn back,

Don‘t you set down on the steps
‘Cause you finds it’s kinder hard.
Don‘t you fall now—

I"se still climbin’

And life for me ain’t been nc crystal stair.

Langston Hughes
tJ. Canfield & M. Hansen, 1993)

Introduction

Whether these participants entered the
administrative ranks in pursuit of higher
salaries, as a way to transform painful family

r the

re,
9]

and/ or educational experiences or
extension oI positive educaticnal =2xperiences, the
participants seem to pe driven by common
internalized values or mission: serving the

community by serving in schools; mentoring and

supporting other Latines; transfcrming the
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educational settings in which they are employed in
order to promote social justice; maintaining
connections to the Latino community; and opposing
racism.

Consistent with findings about minority
students (Cummins, 1997; Eugene Garcia, 1994;
Nieto, 15%96), the participants described three
consistently important influences c¢n their
academic success: a tenacious, although at times
conflicted, pride in and maintenance of language
and culture; participation in extracurricular
activities not related to academics; nurturance
from and commitment to (a) significant family
member (s), community members and teachers.

The study participants demconsctrated
variations of a standardized biculturalization
processes {Solis, 1981; Darder, 139395). These
variations highlighted differences in socioc-
economic backgrounds, levels of experienced
exclusion, and apparent levels of individualistic
response Tc exclusion. In addition, most
participants found individual or institutional
support from dominant culture representatives. The

level of support which subjects experienced from
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dominant culture members seemed to influence their
identification with the K-12 educational process.
Nonetheless, most reported current working
conditions for Latino administrators which
include: isolation from other Latinos
administrators; heightened scrutiny by both
dominant and Latino community members; and varied
and pervasive anti-Latino public sentiment
manifested among school faculty, supervisors and
community mempers. In most cases, participants can
pe described as educational or professional
ploneers, carving thelr own paths and consciously

establishing support for the benefit of other

Latinos.
finally, the participants embody tremendous
hope for a more equitaplie educaticnal Iuture, botn

for students and schcol leacders. Study
participants might be described as both survivers

and victors in the K-12 =ducational arena. Despite

of two open ended, in-depth
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interviews with each of the fourteen participants,

one large group dialogue 1ncluding eight
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participants, and follow-up conversations with the
remaining six participants, I have gathered
volumes cof rich and significant data. However, at
this time, I offer a composite presentation of the
data as it clusters arcund three central themes:
pride in cultural identity; the meaning of being a
Latino administrator; and organizational
transformation. Together, these data clusters
illuminate the experiences and meaning of being a
contemporary educational picneer.

This chapter begins with a summary

presentation of the participants, using their own

Iy

words to describe theil ersona
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identities and experiences. =zZac
edited or agreed with her/ his cwn summary.

Following the introductiocn of the participants, I
present the data. Next, I offer a conceptual data

analysis by relating the data to tne literature
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anybody, at this office. And I did that
in Santa Ana, I did that when I was a
principal, I did that kecause I was

taught early cn in, by my arzazndfather,
that you're the first cne there and

ycu're the last cne tc leave. And you'll
never see anybody tell you that they see
me walikxing arcund with a3 cup ©fZ coffee

in my hand. Ycu don't dc that. You work.
Fudy plans to Iinish his work In San Diego
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I feel very -- very centered and very

sure of my purpose: 1if I can't make a

difference in the long term, in the

positions that I hold and in what I'm

doing, I'm not interested in continuing.

Rising from poverty and violence, Christine
pegan teaching high schocl Spanish after her
children began schocl. In her Zifteen vyears in the
Oxnard area, she moved quickly rfrom classroom to
Camarillo Unified Student Services Director. She
moved to Sweetwater three yesars ago as an

Assistant Superintendent and chcse to return to

the school site in order to more effectively serve

students.
The system that I came Zrcm (I think
pecause 1t was smaller alsc because I
had peen there for a long time and I
had, I believe, a lot of credibility) I
think I was able to make tThe changes
more easily there than her=s. This is
much more difficult. The alliances here
go back for many years, many people here

~

have grown up together. I’ve found them
guite accepting. I haven’t Zound it a

closed society, but still I
process of earning their trust.

-
9]

She oxs forward to serving as a
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at that positicn b
policy-making decisions. I think I have the
experience and the background to ccocntribute in an

”

important way to those decisions.
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Dr. Maida Torres-Stanovic: Emplcyment denial

And then the other thing—- then once we
got in, we started working to get other
people prepared. We started encouraging
people. At about that time, Al Merino
came into San Diego State, and so he was
a real good connection for us because
we’d connect with Al and say, “So and
so’s goilng to come and see yocu. They want
to work on their administrative
credential. And let us know what we can
do to help them.”

Maida Torres-Stancvik is the Associate
Superintendent for Human Resourcss in the
Sweetwater Union High School District, where she
was once denied honest employment information.

“Do you have an application?” And I
said, "“No. I couldn’t even get cne.” Sc
she said, “Oh, they’re always telling us
that, and they always tell us they can’ct
find qualified bilingual counselors and
teachers. And vyet we hear these kinds of
things all the time.”

Malda grew up in a predominantly Hispanic

community in New Mexicoc, where she and other

Latinos filled leadership roles. A few years after
being politicized in a summer graduate internship,
Maida became one of a handful of Latino

administrators in Sweetwater. Her peers credit her

with having a great influence ir. the changing
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complexion and organizational culture of SUHSD
over the past three decades.

I know that I have a lot of support in
the Latino community for the work that
I'm doing. I know people reccgnize that-
- that I work at it and that I do it--
and so that makes it-- that makes it
okay. I can put up with the cther things
as long as that’s there.

She also acknowledges her connectedness to others
proceeded her and those who will follow.

I think the people who paved the way,
like Manuel, like Maria Medrano, are
people who really suffered ‘cause they
either were outcasts or they had to buy
into the system and become one of them.

I think the rest of us came in right
behind them and we were able o do what
we needed to do and continue 2o be
ourselves. And I think the group that
follows us, I think will-- things will
be even more positive for them.

Dr. Martin Jaqgquez: Solitude

To me it's real simple. And maybe it's

tied into basically being & loner, you

know? Finding my own way and docing that.

Martin Jaquez is a second generation Mexican-
American Los Angelino. Moving and studying between
Chihuahua, Mexico and Los Angeles, he developed
his adaptability skills. "The influences that I
had [grcowing upi are not necessarily the
influences I am using." His training is, he says,

the best indicator c¢f who he is. "I've been, since
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I was eleven years old, in martial arts and one of
the things it shows you is discipline, patience
and the more important cne that I use here at
school is that I'm a server."”

Now in his twenty fifth vear in education,
Martin began as a reading specialist in New
Mexico, then moved to La Mesa Spring Valley as a
kindergarten teacher and then taught all grades.
He has earned a law degree as well as his
educational degrees and moved from a district
curriculum directorship to a princ:ipalship in the
Cajon Valley Schocel Districet.

As he did in his first teaching assignment,
he has won the hearts and respect c¢f his
colleagues.

Little did I know I was entering a

hostile situation. All these veteran

teachers who wanted that position and

here I am, new Kid on the block. And I

sensed the tension, I sensed the anger,

like, “Who is this guy?” Within about

three weeks 1t was all past because they

got to know me. I was suppcrtive of

them, but I wasn’t fake. I was real
suppcrtive of the school; I did a lot.

Afrer that it worked out real well,
there was no animosity, nothing. I‘ve
never felt that I’ve had barriers,

limitations.
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Mr. Jess Martinez: A Calling

I want to give back to my pecple
something because they’ve done for me.
..And I went into teaching hoping that
someday I could be around Latinos,
Latino youth and people, help them.

Jess Martinez 1is in his third assistant
principal assignment in six years. In his last two
districts, El Centro and Vista Unified, he
experienced isolation and the extra

responsibilities of being a sole bilingual/

bicultural administrator at his site.

And sometimes, I’ve thought, “I
just want to leave this place. I want to
leave Vista. I want to leave education
totally. I want to get out of it. I want
to go and sell insurance or something.”
I really know that I wouldn’t want to do
that, but sometimes I get really
discouraged because of the injustices I
see. And it’s mostly the injustices, not
the imperfections.

A second generation San Franciscan, Mr.
Martinez, now in the San Marcos Unified Schocl
District, 1s looking forward to a productive,
successful career leading to principalship. “The
assistant superintendent said, ‘How did they let

you go?’” After gaining more experience and after

completing his doctcral studies, Mr. Martinez
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hopes to be an integral part of university teacher

and leadership education.

I feel the calling, the yearning, to get
my doctorate so then I can become a
teacher and do the things you want to
do. And influence people who are going
£o go cut and run districts-- and teach
them things that they are lacking. And
in that way, I expect to become a very
influential individual by teaching
people who are directors. But to get
there, I have to be an administrator and
I have to walk the walk and -- so that’s
what I envision myself doing.

Mr. Luis Maestre: Traditional vwvalues

I need to be that support that pick
up pecple and say, '"Well, you tried it
that way. Now, what did you learn, and
what else can ycu do? And i1s there a
different way around this?" You Xnow,
there's more than one way to skin a cat.

Luis Maestre moved to San Ysidro from Tijuana
as a teenager with his middle class, axtended

family. His professional and personal lives have

taken him full circle as he serves as third vear

W)

rincipa. at Montgcmery Middle School, a

'O

(X

3% in the

Q)

ornia Distinguished School in 1

(1]

ali
Sweetwater Union High School Discrict. While Luls
began nis U.S. schooling negatively via gang
involvement, he serves as a role model for all

students today.
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The mainstream culture values
preparation, values drive, values
organizational skills, values long
hours, values hard work. You know, I
value that, too (laugh). I had a
colleague of mine reflect that I was the
first Hispanic who espoused the
Protestant ethic of hard work, long
hours and all that. 2nd I said to
myself, "I'm neither Anglo ncor
Protestant."”

But it was a good feeling Zcr me to be
recognized for that: the fact that in
some ways I reflect the mainstream
population, but I haven't lost my
ethnicity. And I haven't ccmpromised my
own belief system. And I haven't
compromised much of the culture that I
have. So, yeah, that's a good feeling
and that's what we try to promote in
kids: you don't need to ccmpromise your
belief system. You have to adjust what
you do about 1it, but that docesn't mean
you compromise what you belisve.

Luis has moved 1n order to better realize his
administrative aspirations: from a classroom
teacher in SUHSD tc a middle schcol assistant
principal and then elementary principal in the
Desert Sands Unified School District to an
elementary principal in Vista Unified to
Montgomery Middle serving San Ysidro students and
families. He consciously mcdels determination and

hard work.
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It's important for me to let people know
that we can be successful, we can
achieve. And I'm a perfect example of
that. I have people come to school that
reflect that attitude: We can be
successful; we can overcome odds. But we
need to prepare ourselves.

Ms. Olivia Leschick: Integrity

I find that what has helped a lot is--
and I took a lot of philoscophy classes,
too-- that, you know, Gandhi did a lot
of things and it wasn’t through anger.
And Martin Luther King. You know, there
are a lot of ways and going out and
committing terrorist activitlies-- it may
change for a while and get people’s
attention, but it doesn’t acccmplish
your goal.

Olivia Leschick 1s currently in her second

e

year as principal/ superintendent in the Pauma
Valley Elementary School District. Nurtured in El
Paso among many family and prominent, civic,
Latino role mcdels, she works with local support

to promote all students' success.

And so, being non-threatening vou £find
people that help you. I think 1f

find pecple with integrity and they feel
like ‘this person’s goals are-- that
also have honor,’ then you can nelp each
other. And it’s always seeking those
people because those people are out
there-- it’'s just hooking up with those
right ones. And a lot of times it’s
timing.
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Three years after moving tc San
Leschick found support
staff and her teaching and

blcssomed.

Prcjects in Paume for six years and t
Categorical Programs in Vallewv Center.
after my year at Valley Center, Pauma

opening for Superintendent/ Principal.

didn't have to interview-- they asked
the oposition and I've been here-- thi
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George Cameron first became a principal in
National City at twenty-six. Now in his sixth year
as superintendent, he has served for all but one
year of his professional life in National City.

And I think as a result of that, it
makes me a better superintendent. It
helps me lead with a greater passion feor
the community. It helps me, in some
respects, engage cther educaticnal
leaders in National City-- the
directors, the principals-~ tc go the
extra mile because they recognize that I
know the pulse ¢f the community fairly
well.

a0
Q

Although nct always from pesrs, Dr. Cameron’s
non-confrontational approach has =2arned the long-
standing support of supervisors, toard members and
community members throughcut his career.

I don’t like to approach situations in
that manner because 1f I go into a
situation and I tick off the mayor on
this issue, and it may be a subject like
bilingual ed that is not g
matters anyway, why get in:
battle, on that issue? I'd
more conciliatory, try to u

O
o}
{Q
(m
O
0O
jon
[o})
3
0
1]

a war, a
T

nderstand
where he’s coming from, 1lnteriect some
ooints of view from my side That may
cause him to rethink that, znu chen feel

like we’'re leaving, at least, respecting
2ach other’s point of view. And then the
next time that I need him £or something,
I'm going to be able to count on his
support for something. Instead of him
saying, the next time I pick up the
phone, “You know, George, you're a real
ierk.” I think in the long run, that
doesn’t help us at all. And I think that
as Latinos, we have tO go almost a step
further sometimes to establish our level
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of credibility with the dominant white
culture.

His future plans at the superintendent level are
to continue transforming the organization; this
vision is rooted in his family and his community
identity.

And I go back to a student at Ira
Harbisson Elementary here. Little
Mexicano, family just moved to this
cemmunity. I was shy, I was unassuming,
I was a quiet kid. I was the last person
that a teacher would have selected for
any kind of leadership position. And as
I go to the classrooms today as
superintendent, I sometimes think about

that.

Mr. Manuel Paul: Perseverance

The director of personnel then told me,

"We don't want vou here. Matter of
fact,"” he said, "I can help vou get a
job at Sweetwater. I'd rath -- we'd

.
rather have our teachers ccme in, teach
and go home. Not like you who goes out
1n the community and meets with parents
and students and thinks that you're a
player in this district. 'Cause you're
not and you will never be."

Manuel Paul has lived and worxed in San

Ysidro for most of his 11

o
+—

ne was
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&
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excluded for many vears from
administrative responsibilities, he takes great
pride in bringing his community identity and

experiences to the principalship.
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Then again, who -- I didn't think -- and
maybe I was wrong, but I used to think
that nobody was better qualified to work
in this community, this district than I
was. Nobody else had more heart invested
on doing good in this community than I
was. But that wasn't enough -- somehow,
that wasn't enough.

One benefit of his involvement 1in San Ysidro
has been the development of intergeneraticn
relationships with many families.

And now they bring their kids and they

tell me, "I want you-- I don’t want you

tec treat them any less than the way you

treated me, ‘cause I want these kids to

-- to learn-- to LEARN. And if you

taught me, you can make sure these kids
learn.”

In 1897-98, Mr. Paul will serve as principal at
the same =lementary schocl where he first served

as principeal. He locks fcorward to many years of

transforming the system from the inside.

(Mlaybe I'm crazy, but I like San
Ysidro. This 1is where I want to be. This
is where I think I can make-- have
influence and make positive changes.
Wnere I can actualily gc out and xnock on
doors, go to home vislts and be accepted
as one of them-- where I'm not an
cutsider.
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Jose Brosz: Transformation

And cone of the best things that’s ever
happened to me was coming back to this
district after being, as we say, washed
out, expelled, exiled. “Oh, this guy'll
never come back. This guy-- let's throw
the key away.” And one of the greatest
feelings I've ever had was t©o come back
to this district as a professional.
Because that proves the naysayers wrong
and it breaks-- for many, it broke the
stereotype that "we" couldn't make 1it,
the homeys. You know? Because not very
many people believed that they could
make it. So, yeah, that's been really
good for me.

Joe Brosz grew up in San Ysidro and went to
Sweetwater Union High School District schools,
where he currently serves as an assistant
principal at Southwest High Schcol and where he
was most recently a summer schoel principal. After
years of high school gang and self-destructive
activities, Joe decided to repuild nhis life.
Although colleagues recognize his individual hard

work and success with students, he sees his

-—

success intertwined with cthers.

[{Tine help that I received =

theose people, not only within th
district but within the struggle, that
paved the rcad for me. Because I have no
1llusions. I know I'm not the greatest
educator that ever existed. I'm here
because some battles were fought -- many
battles were fought-- and not only by
Latinos but by many minorities. Many
struggles that opened these doors for
me. And the only way I can do those
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people justice 1s to open doors for

others.

Joe uses his own life experiences to guide
him as a change agent in schools by helping create

equity for all students in schcols. As a resulrg,

ne nopes to see a socistal =nransiocrmation.
I think it would mean the greatest
educational Mecca or jackport for our
people in all the years that they've
been educated here in this country. I
think 1f the people are there, the

movement 1s there, the resources are
there, you will not only see a
tremendous turnaround in incidences of
crime and poverty and drug use and all

that, I think ycu will actually see a,
like they say, a sleeping giant who nas
now been totally awakened o its full
octential, you know?

Dr. Libia Gil: Self-definition
But that’s typical of my experience when
I got & new role. rarely defined
for me; I made my < I tcok
charge. I mean, L slse
zc do.
Libby Gil is currently serwving iIn her f£ifch

vear as JSuperintenaent ¢I the Trnulz Vistaza

=1~ ~ o 1 Tl et~ ~ e v e =

Zlementary 3chool TistricTt. Zcrn 1n China, of
- = s - - ~ - = -~ -~ - - . -~

Costa Rican and Chinese dsscent, LLlrDy nas

shattered jJeragr, raclai ana LlLnZJUlsTiIC Tcundaries

administrator 1n Seattle Puclic Scheocls system,
Wasningtcn, and 1n her current position. Her
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ability to both challenge systema

rebuild for the future Is guided

sophisticated belief and vision,

o

tic exclusion and
Y a

reflected in her

district's

strength in diversity.

mission statement:

nre
NE

value and find
Learning 1s meaningful and

relevant, connected with sach child's individual
needs, ethics, culture, and exrgeriences, and is

linked the

wlth

The way Libby mod

]

Tnhe zlassrccm.

< ] - 1 - = N -

effective instructicnal leadersnic Is bpest

5 13 €1 P - _ R
exemplifled when, as a second year teacher, she
and twc cther teachers started a X~-12 alternative

M bl
scncol.

b ‘ = .. ‘ - - ‘. .. - - - - 7 1. T3 ee~
ANCQ W2 WCIXed narc; We pracilCaisy L1ved
3 . .l B - L
Together, [yCu xN0W, wWlth our Zamilies
. 1 s . - e~ M -
and everything, seven days z weeX. 3ut
. : . ) L, T .
we developed & schocl that was designed
. - . ;
o meet the needs <f students, not The
sStner wWay arsund.

L . s . -
Lippy nas grown accustcmed e gelng tThe first
weman, Tne flrst mincrity Ilnoner many roles and
Seexs o Zind new ways T2 continus o Transicrm
tThe educaticnal syscem.

Ty~ .. .. . 4 < ey~ . .. ‘e = T e~ - .
22T /CL 2cnT T ZlVe U o Tn Tl SZLug2s 202
. . . L4 . ey~ . .. . - " -~

/C4 JCnT T glve ip Cn o JCUur 3ITae.3, =TUEn

- Y P .. T - 3 P T —

“acugn Now L Used TC DeEnave el or
TWenty years agc wouid e vvery

1l E S - . . - - : ~ 3 -~
diffsrent, how I reacted. Tcmpromise on
strateglss, nCctT goalis!
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Ms.

Irma Castro: Community Advocacy

So for the next few years I spent time
from cleaning up what the organization
was and setting it into order to doing
new prcgram development, to dcing lots
of pukblic policy stuff: adveocacy, filing
lawsuits-- I mean, all kinds ~2£f£ things.
Ceveloping relationships with the entire
community, because that was part of irc.
I mean, ycu have to pe able ¢ defend
yourself, whether it was with, yCcu xnow,
rtie federal courts or whe-ner ycu were
battling with tThe guy who was the seni
vice-president cof the whatevs

JOU rnowW-—-— i
over that p
thirteen ys
ralsing a £
community.

e 1 - - - - - - * & m e - - -
X-12 institution, brings 2 lifstime of communicy
L - —_ ~ - - - - - - - e = . o~
ACTLY1IsSm T2 Tne cSan ol=egC _nlIl=23 SInsC.L olsTriceo
- - - = v o - - T - - - sl - = < LY —~
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saw 1t as a contradiction. I just found
it interesting. People like Fred Ross--
who were really the mentors for people
like Cesar Chavez-- I met in my
grandfather's kitchen. I was a kid. You
know, and I remembered him-- 'cause I
met him again-- and he was there talking
with my aunt about who knows what,
right?

After teaching in the late 1560s in early
Chicano Studies programs, she completed her
Masters in Urban Development and became a founding
member of and 1379 director of the Chicano
Federation. Her current work involves working
within the educaticnal system with the passion she
has shown 1n cocmmunity based zagencies.

I'1ll probably conti

that will, hopefully, continue to bring

a different perspective, sc that the

institution gets a chance to see itself

differently. And I know many times that
the superintendent uses me to do that,

to say how to-- and I tend to be real
clear about how the world views the
institution. . .I hope I don't lose that
edge.

1t
£
(Y

Dr. Julian Lopez: Community

v

Then knowing that tne kids za2re doing
well. And I see all the xids as being my
cwn. Because as I look at my xids in the
districts that I've worksed and as I
visit their homes and I walk through the
streets where they are-- and as I look
at their faces and -- you know who I

see? I see me.

Julian Lopez has completed his second vear as

N

0

(21

th an Ysidro Elementary School

g
n

Superintendent o
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District. Although he excelled in high school and

beyond, he persevered through his elementary
experiences primarily out of respect for his
parents.

My elementary education was very
painful. It was a very painful
experience. It was horrible-- like I
didn’t want to go to schocl. I couldn’t
speak English, so I was punished for
speaking Spanish. Punished to the point
where recess was withdrawn from me. I
was not allowed to go to the bathrooms
and I soiled in my britches quite often
on my way home, simply because they
wouldn’t allow me to use the bathroom.
So, you know, school was something I
didn’t want to go to.

Dr. Lopez ccoordinated the first Bilingual
Education conference in the state and has taught
and served administratively from slementary to
university levels.

And I made it very early in my life that

I'm going to get all the credit cards--

I'm gonna get ‘em all. So they can’t say

to me, whomever they may be, “You need

this type of credential.” or “Why don’t

you have this type of degree on it?” I

said, "“There they are.”
One cf Dr. Lopez’ recent successes 1s bringing
together San Ysidro voters tc pass a two hundred
and fifty million dcllar bond electicn. He looks

forinzd to continuing to improve the system and

mentor others.
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I look back at each one of the positions
I'"ve had and the districts I’ve been in
and I do-- my beliefs are as strong--
they haven’t changed. How I go about
them has been modified, you know? And
maybe because of-- I’'ve experienced what
I experienced in one district in another
district. But it’s just as strcng.
There’s no question about irt.

Mr.Tony Alfarc: Warrior Spirit

So again, those are avenues that have to
happen that are different. You're
reaching out, you're doing just
different, different types of things.
Because the "normal" stuff is not going
to work 1f you want to change things.
It's just not going to work.

Tony Alfaro, born in San Luis Potosi and
raised in Chicago, is the principal at San Diego
High. A self described street fighter, he
ccnfronts educational mediocrity in order to make
schools werk for students and parents. He opened
the ninety-sixth charter school in California,
Memorial Academy, and has a reputation for taking
underachieving, urban minority scncols and turning
them around.

So I feel that as a change agent vou

need to be a warrior. You'we got to be

battling 'cause at every turn,

somebody's going tc slam the door right

in your face. And there's just so many

doors that are always slammed

continuously. And so the key 1is to keep

trying to open them and if not, kick

them down. And that's basically what 1is

a continual struggle.
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He began as an English teacher, served as a
counselor and entered into the administrative role
through a one year district office administrative
assistant program. Tony has been an administrator
for eighteen years in San Diego Unified, thirteen
as principal. Tony was appcinted zo a
principalship at San Diego High beginning the
1997~ 98 academic year.

I tell people, 'Hey, I don't want to be

an assistant superintendent. I den't

really care. I'm not shooting for

anypody's job.' I'm going to do the very

best I can where I am right now. And so
I think when you work with them and then

they see results, that's important.
Most of all, he is focused on being an effective

change agent.

Yeah, I -- I definitely do. I think I am
a change agent, without a doubt. I kind
of detest being a bureaucrat. That word
is like something that I -- it doesn't
sit well with me.

2ata Presentation

Introducticn

n-ended, 1n-~

()
o

As a result ¢f leading tweC CD

the fourteen

h

depth interviews with each o
subjects and one large group dialcogue ¢of twelve
subjects, I have gathered volumes of rich and

significant data. However, at this time, I offer a
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composite presentation of the data as it clusters
around three central themes: pride in cultural
identity; the meaning of being a Latino
administrator; organizaticnal transformation.
Together, these data clusters describe the
experience and illuminate the meaning of being a
contemporary educational pioneer.

I attempted to present the following data in
the subjects’ own words and as if it were being
reported by one person, or as if it were a story
mosaic. In that mosaic, many responses clustered
together as 1f they were one voice {(Janice Morse,

luded in the 2ntire picture

0
-

1994} ; others were in
as backgrcund or minority vcices. The subjects
validated this data presentation as accurately
interpreted, in a large group dialogue on
September 20, 1997.

When referring to a gender specific

rh

e

(=

okbservation, I present a compcesite 0f ma
participant experiences under the corporate name,

Al, separate from the composites Zemale experiences

as Ella.
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Pride in Cultural Identity.

Subjects’ responses revealed their tremendous
pride in their cultural identities. Being raised
primarily by Spanish-speaking grandparents, intact
Spanish-speaking parents or in a primarily Latino
community nurtured our composite Latino
administrator’s (Al and Ella’s) internalization

and positive outlook on his/ her heritage.

Heritage

Furthermore, the data illuminate their
biculturalization process, beginning with their
internalized home values, skills and experiences
and including key early soclalization experiences.

I brought my roots, my culture, my food,
my religion, my customs. And I’ve been
allowed to pass those on to my child. I
think that’s beautiful. For me, that’s
something that will extend my spiritual
life. (Joe Brosz)

And that, even as we speak and I talk
about my uniqueness as something that
I'm real proud of, I realize that
everybody else has their uniqgue
situaticns, too, and they may not,
obviously, be the same. (Libby Gil)

I think, at our best, we contribute
loyalty, sensitivity, a tremendcus
capacity for hard work, and it’s just a
shame that the dcminant culture in the
school setting doesn’t realize that. I
don’t think we’re perceived as being
consistent, stable, principle-centered,
hard-working individuals by the ordinary
ceacher out there. But, at the heart of
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our culture, that is what we are.
(Christine Aranda-Smith)

Al and Ella also reflected upon some heritage
values and skills s/he developed, such as Respeto,
family identity, work ethic, high value of

education, and Spanish literacy.

Yes, I saw 1t at home in the family
guite a bit. Growing up in Mexico, the
respect. . . .and I had respect based c¢n
fear. But not till I got a little older
did I see the respect based on courtesy
and giving, the idea of being a servant.
(Martin Jaquez)

My family-- my family has always been

number one. . . They’re very supportive
and they always challenge you. There’s
never—-— ncbody lets you get away with

nothing. But there’s a lot of caring and
support, and that always is there and --
so we make a few mistakes, you know? Big
deal. You know, they go right con. And
so, it’s something that continually for
me has been a part of that nurturing.
And it continues to be, to this day. And
so they’re always real important in
things that we do. (Irma Castro)

And my grandmother and grandfather ..
taught me that i1f you’re going to get
anything that’s of value, you got to
work for it. And nobody is gonna give
you anything. (Rudy Castruica)

And my whole family, my grandparents, my
father, they'‘'ve always valued education
and that was always a priority for us.
We were very poor, there were a lot of
needs, but education came first. {(Manuel
Paul)

102

7Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



And I'm also a person of color and I can
speak the language without an accent.
And I can even add a little accent; I
can make myself sound like a Norteno,
you know, like someone from the border.
I can speak Spanish that way. . . if I'm
joking around I do because there’s a
little twist to the way I say it that
adds a little humor to it. (Jess
Martinez)

Exclusion.

Despite developing a positive ethnic
identity, Al and Ella experienced wvarious forms of
exXclusion, which influenced their personal and
professional development. Race and ethnicity,
separately or together, were the most common
characteristics linked to this exclusionary or
discriminatory treatment in vyouth, early adulthood
and in their professional careers.

Al tended to suifer through early educational

experiences:

Ycu kncw, and she grabbed me by my
licttle brown hand, walked me in the
classrcom, stuck me in a cZorn=r. Not
where all the rest of the xids are, but
stuck me in a corner. {(Rudy Castruita)

It was real interesting, I learned to be
independent, because when we were in
Mexico, I was a gringo, a gabacho, you
know, somewhat cstracized, had to learn
to cope. And I can’t tell vou hew that
happened, how I learned to cope, it just
was. And then when I came to the United
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States, it was the opposite: I was a
Mexican, a beaner, you know, all the
derogatory comments. I wasn’t always in
fights, I just managed, I just coped. I
just looked at the system and went into
it. {(Martin Jaquez)

And my dad didn’t speak much English
either. So I don’t know how much that
impacted my education. In retrospect,
now as an educator, as I loock back and I
look at myself, well, I was eight years
old before I found cut that I needed
glasses. And, I mean, I really needed
glasses bad. And I don’t xnow how
proficient my English was. I know it was
difficult sometimes to understand what
the teacher wanted us tc do, but I was
so afraid to ask because I was afraid of
sounding stupid. (Jess Martinez)

-+

And school was hard for me. I mean, you
know, when somebody tells vou you’re
stupid, you’re never going To amount to
anything, why don’t you g0 pback where
you came from? . . . Ch, these were my
teachers. You know, I’'m talking first
grade through seventh grade. (Rudy
Castruicta)

My elementary education was very
painful. It was a very painful
experience. It was horrible-- like, I
didn’t want to go to schocl. I couldn’ct
speak English, so I was punished for
speaking Spanish. Punished to the point
where recess was wWwithdrawn Zrom me; I
was not allowed to go 2 the bathrcoms
and I soii=d in my ptritches gulite often
on my way home, simply zause they
wouldn’t allow me to u tne tathroom.
So, ycu know, school w something I
didn’t want to go to. ulian Lecpez)

— b W

I experienced the same kinds of things
that many immigrants experience: that
sense of disenfranchisement, this
alienation that, you know, we came into
a culcture that didn’t really value our,
our own culture. And, you know, I
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experienced a lot
of racism. And 1it

early ‘60s.
didn’t,

people,

cf bigotry and a lot
was very overt 1in the
I mean, you know, people
Anglcs and others didn’t

hesitate to call you names openly:

beaner,
of things.
alienation.

greaser-- you kncw,

those kinds
So that created scme
(Luis Maestre!

Ella, on the other nand, seemed =o

school overall, but sometimes

related challenges from home:

And I remember there being a big family
meeting, and I remember several of my
uncles who felt that they needed to
guide my future, being there and saying,
“That’s nonsense, what does she want toO
do that for? She’s just going to go get
married and have kids.” And that old

story. (Christine Aranda-Smich)

But I never officially cculid have any
¥ind of social interactions with pboys
until-- really, till college, and that’s
when I left home. But-- very
traditional, pboth my parents were--
apout my role as a woman. And the gender
rcle is very, very clearly defined.
(Libby Gil)

At some pcint, Al and Ella connected to

schocl activities and a

discriminaticn or exclusicn:
And so it was time for me tc go away to
college. And at that time I had a chance
to sign with the Dodgers or go tc four
or five major universities. And I went
to my counselor; I told my I

counselor, I
said, "“Mrs. Ryan, which one of these
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scholarships.” And for what? I mean, I
had a 3.7 grade point average, I was
student body president, full rides to go
to school, academic scholarships. And
she told me that I was stupid. "Don't--
you know, people like you don't go to
college. Why don't you get a job working
with your grandfather for a year or two
and then maybe you can go =<c¢ Mt. San
Antonio Junicr College.” (Rudy
Castruita)

[Wlent to high school and wanted to be a
teacher. And Mr. Pichucci said, “I don’t
think you want to be a teacher. There’s
too many teachers.” And every time I'd
talk to somebcedy, they’d say, “There’s
teachers washing dishes, sweeping floors
because we’ve got a glut of teachers.”
So, OK, I changed my mind, but I didn’t
know what I wanted to be. Tf I couldn’t
be a teacher, I had nc idea what I
wanted to be. ({(Jess Martinez)

I went to Southwestern Cclilege right out
of high school ‘cause I wanted to stay
nome. And I got that kind oI treatment
from some professors. Ycu know, I have
an accent now as I speak and I had it
even more then. And professcrs were
looking down at me and saying, “You may-
- you may need to go to adult school and
take some more English before ycu may
want to consider continuing here in
college. ™ and that kind cf attitude.
But I was getting good grades, passing
his classes, getting that xind of
attitude. {(Manuel Paul)

Obstacles. Sure. I asked one of my
teachers to write me a letter of
recommendation for San Diego 3tate and,
although the teacher wrote the letter,
he put in a disclaimer saying althcugh
he felt that it was in my heart, he
didn’t think I could make it. (Joe
Brosz)
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I was a chemistry major. That was so
interesting. I really liked it. I really
liked it. But in the whole (I went to
San Diego State) in the whole place,
there might have been maybe a hundred
Latinos out of that whole student body.
Maybe a hundred. And so to feel
isolation is the first time I really
came across people who, you know, I
guess we had had a lot of it before and-
- but who openly just were r=sal racisc.
(Irma Castro)

A couple of things that I remember in
experiencing that, that also have a lot
to do with who I am, was that I remember
finding out that if you were a minority,
you didn’t apply to get into a
fraternity or sorority because they just
didn’t take minorities. And I-- first I
didn’t even know what a fraternity or
sorority was. But once I gct to the
university and heard people talking
about them, and asked guestions about
them, that’s one of the first things I
remempber finding out. And, and it was a
real-- I felt, not that I wanted to be
in one, but I was upset that that was
the only, the deciding factor about
whether you could or couldn’t be in a
sorority. (Maida Torres-Stanovic)

Allies.
At significant crossroads, 21 and Ella have
found allies to help them stay on course

T ..
B

cme allies have

n

educationally and proiessicnal

-

been family members.

I think that’s what’s more important
than anything else i1is they were always
there. It didn’'t make any difference
what we did wrong-- not that they would

condone it-- but they never withdrew
love from us, you know? The support was
always there. (Julian Lopez)
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But again, you know, I had so many
different choices. I mean, there’'s all
kinds of stories, you know, but so many
choices. And lots of support, which is--
I can’t ever taelk enough abtout the
suppcrt, either that our parents gave
us, and-- I mean, nere they were, you
know, parents who basically-- my father
had what, an eighth grade =ducation. But
then they read a newspaper. Every day

they would, my parents, read &

newspaper. But they didn’t realliy have,
like, a real comprehension Zor a lot of
-- but you know what? They made us feel

okay about wnc we were. (Irma Castro)

So my, I guess, metamorphic change from
criminal, gang member, drug addict to a
croductive mempber of scciety was no less

miraculous than a caterpillar to a
putterfly. Yeah. Because zhat’s what I
feel has occurred. And cne 2I the saving
facets of my life has pbeen my Wwife and
my family. Ycu kxnow, and her pelieving
in me, sticking with me, esncocuraging me
TO De scmecne else. And the thing about
her is that she’s always supported me,
from the Time I met her, yCu Know, as a
janitor-- humble, honest wCrx. 3ut the
money was not dirty, ycu xncw? And ner
enccuragement tTe continue fcrward and to
ccntinue forward and her suppcri--
without 1t, I wouldn't be here. !‘Jce
Brosz)

21 and Zlla also found arlises in z=achers, both

Latinc and Zurc-american.
And I tnhninx 1T was a2, I Thlnxk 1t has :tc
have been a turning point I sor<Ts in
fiftn grade. I had a teacnher, and her
name was Grace Caster. And Grace Caster
had peen teaching a lcng Time by the
time I came along. And she said
something that really made me feel good
the first day c¢f schococl. She said, “I am
like yocur mother when vou are not witn
your mother.” And somehow, that really
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made a difference to me. It felt safe.
But Grace Caster was a great teacher--
for me anyway. I don’t know how she
compared, really, in methcdology, you
know. I don’t know how she compared
there; maybe she was not a very good
teacher that way, but I learned my
multiplication tables, I cculd identify
every state by looking at its shape, and
that was the year that I went from Group
Three reading to Group One reading.
{Jess Martinez)

But I rememper a Nun pulling me aside
when I was about a sophomore in high
school, and I had turned in a sloppy
assignment, and I remember her saying,
“"How dare you, this isn’t wcrthy of you.
You’re not going to get into UCLA i1f you
don’t do better.” And I thought to
myself, “Hmm, I never thought tc go to
UCLA, interesting idea.” So I went home
and said something like, "“Sister said I
might go to UCLA.” (Christine Aranda-
Smith)

The other person that I think was influ-
ential in my life was Don Langdon, who
taught for thirty-five years 1in the
Sweetwater district. And his influence
came mainly from making me realize that
I did have the ability. I still remember
several of his worked when ne spcke with
me cne summer when I was taking U.S.
History from him, and he said, "“What are
you doing hanging around with those
gurs? You're a bright kid; yeou’we got a

lot of opportunity; den’t screw it up
for yourself.” And he was that direct.
And that's always remained with me. And
it was shortly thereafter thaet I finally
realized~- one, I'd met my wife by then
and secondly, I realized that I nhad to
get my butt in gear to be aple to
graduate from nigh schcol. Sc, I then
had Don again for Civics and I had Mr

Brady alsc for Spanish. So they xind of
carried me through the eleventh grade,

which was a critical point fcr me, and

also through the twelfth grade, to
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continue to support me and get me to
where I needed to be. (Luls Maestre)

And he came over to me and he says, “You
know, Rudy,” he says, "“you’ve got
potential, man.” I didn’t know what
potential meant, so I thought he was
putting me down. And so I kind of
shrugged it off and I went home and told
my grandfather this guy seid I had
potential. . . .So for the first time in
my career-- and I was twelve or thirteen
years old-- a teacher validated that I
had some kind of potential. Man, I was
this teacher’s buddy, man. I guarded his
car-- nobody messed with his car. I took
care of the guy. He invited me to go to
the show with him because he used to
work in the theater. I used to sweep up
his mcvie theater ‘cause I liked the
guy. I mean, the guy liked me and I
liked nim. (Rudy Castruita)

One of my counselors was Mr. Llera. I'm
sure you'’ve probably worked with him,
Manuel Llera. And I remember him as a
senior in Mar Vista High Schcol, going
to Mr. Llera and telling him,, saving,
“Yeah, I'd like to change my classes to
-— to these other ones.” And he says,
“Why?” Well, ‘cause my friends are there
and it’'s -- it’d be =asier for me
maintain my A.” He said, “Manuel, 11
never change you to thcse classes. Those
classes are easy classes. They’re not
college bound. And if you’re getting an
A now, where you are now, Lhe worst you
can dc 1is drop to a B. And no. You Jjust
want to go cver there to gcof around and
still get an esasy A.” He savs, “No.
You’re going to college; your parents
want you to go to college and you have
the right classes. You're doing well.
That’s the end of it. You’re not going
anywhere.” He said mcre, but the point
was made. “Ycu know, if you want me to
help you, I'm going to help you by not
letting vou get out of those classes.”
(Manuel Paul)
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Biculturalization

Following heritage of origin, the
biculturalization process describes ongoing
cultural identity development. Overall, subjects
demonstrated variations of a standardized
biculturalization processes which consists of a
predominantly monocultural Latino identity
acquisiticn period, some type of incorporating
dominant culture characteristics (sometimes at the
cost of home culture characteristics) period, some
anti-status quo/ heightened ethnic period and,
finally, bicultural wisdom: integration of
dominant and minority culture skills, values and
commitment to cultural pluralism. In Chapter 5, I
will discuss the differences in socio-economic
backgrounds, levels of exclusion, and levels of
individualistic response to exclusicn.

Al and Ella appear to have begun their
personal and professional identity development in
& stage of predominantly monccultural Latino
culture acquisiticn.

And sc here Rudy Castruita goces to the

front door of school, and I see this

teacher-- Anglo-- white teacher. I mean,

you know, I really thought she was sick.

I'd never seen anybody that white in my

life, you know? And she had blcond hair,

blue eyes, and - and you know, she said
something to me in a language I'd never
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heard in my life. And I said to her, you
know, “Puedes hablar espanol? Porque
no?” (Rudy Castruita)

So, I've often thought that, for all
intents and purposes, I might as well
have grown up 1in Mexico because I was
only in that kind of, our associations
were mainly with Latinos. In fact, it
was so predominantly Latino, that,
whenever we had any kind of an
assoclation with Anglos, it felrt
different. And I use that word
deliberately. When an Anglo person, when
someone who didn’t speak Spanish, came
to our house, it was a big deal. Not a
negative big deal, but it was different.
It was a different experience. There was
something; there was almost an
electricity in the air that-- I don’
know if it was some tension or stress,
and not necessarily negatlve tension or
stress—-- but Jjust, mavbe 1T was my
parents feeling challenced that they
were golng to have to try tc understand

this indiwvidual. (Jess Martinez)

-

I don’t remember where I learned tc
speax English. At home it was Spanish
and French was the second language, you
know, like little books and a little
vocabulary, that xind of stuff. But the
language of communicatiorn was Sovanish.
(Christine Aranda-Smith)

I worked, when I was going to the
Jniversity of Texas at £l Paso-- the
dean and the assistant desan were

Dr. Rivera. Dr.

(17

Hispanic: Dr. Gomez and

Rivera ended up keing =t vice-president

of the University. Everywhere I

there were role models: very 1int

men and women in positions of pow
S

,/‘\‘(

very well educated. (Olivia Le

1Sy
I

We lived in Tijuana until 1962, at which
time my father, having been a citizen of
the United States and having served in
the army during World War II, decided
that it would be best for us to come to
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the States and be educated. Which we
did-- we all immigrated to just across
the border to San Ysidro and we were
there for about four vyears. (Luis
Maestre)

And I think that growing up in that kind
cf an atmosphere, I didn’t hear-- I
didn’t go to school with orther than
Hispanic kids till I was in high school.
And then there were a couple of Indian
kids and a couple of Anglo xids in my
high school~-- we’d moved to a town a
little further away. And sc, growing up
as a Hispanic in a very Hispanic
atmosphere, I grew up knowing, one, that
I was an American, and two, but that I
wasn’t an Anglo. And that made me
different. And that I was of Mexican
background and that that was different
and it was important. (Maida Torres-
Stanovic)

I think there are a lot of meaningful
things that I think my folxks inculcated
in me or in my brothers and sisters. One
of those, I think, was humility. And
sometimes that can work against you a
little bit in this position, especially
when you talk about organizations that
are typically focused on Anglo-Saxons

and wnites. (George Cameron:
At some points, Ella and Al seem t©c have
incorporated some dominant culture characteristics

in their develcpment as well:

My grandmother also had been very
interested in the arts. I frequently
would be pulled out of school because we
would go to the philharmonic or we would
go to the ballet or she would take me to
see Faust and all those kinds of things.
(Christine Aranda-Smith)
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Basically, I was born and raised in EL
Paso, Texas and my dad was a real estate
broker ad my mother was a teacher.
Unlike a lot of first generation
Latinos, my family, they didn’t come
from migrant workers. My grandfather was
the mayor of Juarez, my mother came from
an affluent family from Mexico. (Olivia
Leschick)

I grew up very white in high school. In
elementary, the real young years, I was
very Hispanic, very Latino. But for a

time, there, it seemed as if most of my
friends were very white. And, but vyet,

there was always a longing. (Jess
Martinez)
So I started forcing myself to say, “You

know, when I go to class tcday, I'm
going to make sure that I garticipate, I
speak up.” You xnow, precipitate the
dialogue, or whatever the case is. I
started figuring that out & little bit
better. (George Cameron)

I'll be real honest with ycu. And this

is-- people (laughs) who talk with me
are very taken aback about my political
views (laughs). For whatever reasons-- I

know MEChA has contributed a tremendous
amount to a tremendous amount of kids.

And my problem with MEChA has been the

left-wing influence. (Joe Brosz)

But during that time, I’'ve gone through
some interesting changes. I was
finishing college about the time that
the political activity s:tarted with

Latinos in-- all over the country-- New
Mexico, California, all cver. And I was
very pbothered by it at first. Reyes

Lopez Tijerina was a New Mexico product
and I thought he was crazy, at first. I
did not understand what the issues were.
And my feeling-- I remember making
statements like, "“Why are they doing
that? If they really want tc get ahead,
why don’t they settle down and go to
school and get to work?!” And that was

114

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



my feeling at the time, was that there
was~-- you know, 1if you want to make
something of yourself, you can. (Maida
Torres-Stanovic)

And actually, it was almost an
overnight experience. I can't go back
and pinpoint when it happered, but to
reject the church, to reject the family
values about staying at home taking care
of family, and really standing up for
oneself was a very, very significant
break, 1f you will, from -- from my past
and 1its culture. (Libby Gili

Ella and Al alsc reported the development of some
anti-status quo or heightened ethnic
consciousness:

This was about the time, I was still
aking classes at Cal State Northridge,
and the Chicano movement was really 1in
full force-- at that point the beginning
years of the Mexican-American Studies
courses and Chicano Studies Departments
and ail the campus unrest and all of
that. I got involved in that a little
bit as far as being part of the student
groups that were advocating Ior
mit

£ hese
programs. (Christine Aranda-Sm

T
h)
As the summer went on, Octavio Romano
came to be with us for a couple cf
weeks. He taught one cf the classes that
we took. And one of the reguirements for
nis class was that we had o Jc as a
group to plcket Safeway. And I remember
my friend, Eddie-- he was frcm =l Paso-—-
we’re still friends, by the way. Here
it is, twenty-seven years later,

still friends. And we poth, well, we
complained all the way: “This is
ridiculous. Why do we have to do all
this radical stuff, just to get credit
for our ciass?”
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And, ch, we complained and complained.
But we did it. And going through that--
by the end of summer, we were doing it
voluntarily. (Laughs) And by the end of
summer, we were totally different
persons. But-- not only Eddie and I but
other people-- most of the other people
who hadn’t already made that change.
(Maida Torres-~Stanovic)

I’"ve never identified with a Martin,
especially when you look at Disneyland--
Spin and Marty, that kind of thing I
never identified. When I was 1in La Mesa/
Spring Valley, people were always
confused: MarTIN, Martin, then there was
Juaquin. Then I thought, no, nc, I have
tc define myself. So, when I came to
Cajon Valley, I just said from now on I
am MarTIN. And from now on since that
point, I've been MarTIN and I'm only
knocwn as MarTIN. (Martin Jaquez)

And so when I went to Imperial Valley,
it was really to help them withcut
xnowing where them was. I xnow who they
were, put I didn’t kncw where they
lived. But, I went down there, and that
part of it, I enjoyed in Imperial
Valley. But it was a little pbit of an
eye opener because I realized that my
people have a lot of problems and that
they’re not all saints. There’s a lot of
bad people amcng our people. {(laugh)
(Jess Martinez)

I'm thinking of my seccondary experience
and I disliked school with & passion. I

disliked everyone in it. I disliked the
teachers; I dislixed the xids. And you
knew what it was? If I can just £flash

back a little-~ I think it was the fact

that I didn’t have it within me to be a
good kid, even though it was in my
heart. I had already established myself
as a thug. And as much as I wanted to be
a good kid, I didn’t have 1t in me to do
it, you know? (Joe Brosz)
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My gang involvement, it was like
anything else. You don’t start at the
top. You start at the bottom. Start
with, you know, I guess entry level:
Gang 101 (laughs). All of us, we went
into it not knowing where we were going
and not realizing that the road,
although we were told many times, was a
dead end-- wouldn’t believe it, vyou
know? So I was, I was fixated on being a
tough guy, which, to tell yocu the truth,
I never felt I ever really realized, you
know? I think the perception was there,
but. . . (Joe Brosz)

And finally I got to eighth grade. And--
I mean, I used to do a lot of stupid
things. And I used to be kind of the
guy-- the vato loco, you know, with the

Pendleton khakis and -- I mean, I played
the role. I mean, I was a real chingon,
you kncew-- I used to pilfer money frcm

i

kids, I mean, you name it. {(Rudy

Castruita)

And I had a period of rebellicusness
that I-- also had an impact on my life.
I was an angry young man; I got involved
with gangs and-- although at the time,
from 1962 to 13865, which is the period
of time in which I was invclved, was not
as-- in other words, the streets were
not as mean as they were later on. I
think what it did fcr me is it gave

me an opportunity te kind of "walk on
the wild side" a little bit, and sow

my oats and do some things
kncw, typically would depris

I was very fortunate. I think the
ifference between myself and

most of my fellow members was that I

didn't get caugnt. And I think that
that probably was a key element in my

ability to then continue to refccus my

energles in education. (Luils Maestre)
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Finally, Al and Ella also reflected
integration of dominant and minority culture
skills, values and commitment to cultural
pluralism: bicultural wisdom.

And you know, some of us even changed
our names, you know. You know, instead
of called Jaime, we're called Jamies,
vou know. And some ({(laughs), you know.
But see, I don’'t feel-- I don’t blame
them. I really don’t. Because in crder
for us to be able to survive in this
society, 1n the culture, in order to be
able to survive and benefit some of the
richness of 1it, they, the society, took
away from us, you know, part of us. They
took part of our culture, they took part
of cur language. And just simply to be
able to survive, okay? And now as we get
older and more mature and a little bit
more experienced, many of us are trying
to go pack and recoup what they took
away from us. (Julian Lopez)

I'd say ten years agc, twenty vyears agce,
I definitely would have nct tolerated. I
would have reacted and not accepted
anybody’s difference. So that’s part of
my own growing and development. The
ability for me to respond to that
businessman, for example, without
attacking him, although I had every urge
to (laughs) is a new skill I'm learning.
(Libby Gil)

oy

And not ZIcr the last ten vyears had I
ever had a discussicon with a Latina or
Latino who was against bilingual ed; and
I had one here, like, two months ago at
my brother’s house. Had it been ten
years ago, I probably would have become
the ax murderer of the world and buried
an ax in her head and walked away
(laughs)! But because I'm older now and
because experience has taught me that
you’re not golng to change people

t
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through violence; you’re going to change
them through education. (Joe Brosz)

And so, I’'m comfortable. I mean, I'm
comfortable with whatever I do. And part
of it is that I'm comfortable being who
I am and I know where I’'m headed. So
that even though I have to work at it
every day and I always have tc remain
pretty clear about what my cwn
philosophical trains are, I like it. So,
I probably will not change dramatically.
(Irma Castro)

The mainstream culture values
preparation, values drive, wvalues
organizational skills, values long
hours, values hard work. You know, I
value that, too (laugh). I had a
colleague of mine reflect that I was the
first Hispanic who espoused the
Protestant ethic of hard work, long
nours and all that. And I said to
myself, “I'm neither Anglo nor
Protestant.” But it was a good feeling
for me to be recognized for that: the
fact that in some ways I reflect the
mainstream population, but I haven’t
lost my ethnicity. (Lulis Maestre)

Meaning of Being a Latino Administrator

Being a Latino administratcr means many
things: experiencing overt and covert exclusion
and white privilege; respending to exclusion;

icles:

-

finding allies in pecople and oo
experiencing isolation, and understanding the
dynamics of being an insider.

Exclusicn.

Continuing on in their professicnal lives, Al

and Ella experienced both direct and indirect
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forms of professional exclusion. Although at this
level, exclusion was usually discreet, Al and Ella

occasionally experienced exclusion.

And why I'm here is important to me
because when I decided tc move Zo San
Diego and started applving for jobs in
different districts, came to the

and I

y-e

In)
«Q 0O

ation. They
any teachers

couldn’t even get an
told me they weren’
or counselors.

1
I
Sweetwater School Dist
a
ni

[ SR ] () {u
"

And I was interviewed fcr a job up in
North County somewhere. 2nd the guys who
interviewed me said, "“The lady who just
walked out of here is frcm the
Sweetwater School District. And they
just received a bug Title VYII grant, and

l t

they’re going to be hiring bilingual
teachers and counselocrs.” &And I said,
“Gee, that’s interesting. I had just
peen there a couple of days before and
couldn’t even get an application.”
(Maida Torres-Stanovic)

I don’t remember a principal calling me
TO say, ‘”ay congratulations, you’r=e
welcome.’ Nothing at a&lil. In fact, I

even felt a little taken aback because I
can remember an incident when I became
orincipal of Kimball, Jaime Mercado
became principal of National Cicty Jr.
High, I believe, about the same time...
Anyway, they were going to introduce the
new National City princirals. And at
that time, 1t was being coordinated by a
National City board and scme board
members of the Sweetwater pcard. and
they didn’t invite me. didn’t even get

M

an invitation. I remember thinking about
that saying, ‘You know what, that’s kind
of shitty.’ Ycu know? [Gecrge Cameron)
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And it was very... I think that they
weren’t prepared for Hispanics in
administrative roles. And second because
they told me up front. They said, "“We”
and they told me this, you know, behind
closed doors. The directcr of personnel
then told me, “We don’t want vou here.
Matter of fact,” he said, “I can help
You get a job at Sweetwater. I'd rather-
- we’'d rather have our teachers come 1in,
teach and go home. Not like you who goes
out 1n the community and meets with
parents and students and thinks that
you’re a player in this district--
‘cause you’re not and you will never
be.” (Manuel Paul)

‘Cause there’s people in thils community,
there’s people here at this offiice who

want me to fail. And I know that. I men,
You Know that going 1n: that people want

you to fail. Just a matter of life. I
mean, they may say to your face, “Hey,
vou’re doing a great job.” 3ut it makes
them i1l when they see a Latinc running
the show.” {Rudy Castruitea)

And to try as much as possible, to
achieve per;echl n because I have felt

very strongly that these are larage,
complex human institutions with a lot of
versonal dynamics. Given t”a:, everybody
makes mistakes. I've seen it; I've seen
ceople make mistakes. When one is part
of the system, there is support for
correction and improvement; when one is
nct part of the system, those mistakes
are used to isolate and disempower and
remove. That’s just & reality; that's
just how you work constantly. (Christine
Aranda-Smizh)

As far as racism being alive and well;
ves, it 1s alive and well. . . .If you
can say 1it’s racism with politeness
(Laughs). But I don’t see the meanness,
or it’s not shown to my face. And I've
been in this district for &ebout-- going
cn ten years now. (Martin Jaquez)

121

Repf(;auced with permission of the copyright owner. Further reproduction prohibited without permission.



|

But the racism-- it is there, and you
feel it in different ways. You feel it
in-- and I’'ll tell you. Ruth Chapman
used to like me a lot. Ruth Chapman
liked me, you know, till I was a
principal. Ruth stopped liking me when I
came to work in Personnel. Same person,
I don’t do anything different, except in
her mind, I am here to hire Mexicans.
And so, therefore, I'm a problem. (Maida
Torres-Stanovic)

But at times, I feel that my
contribution is overlocked and that
people are more concerned about if [
dotted the 1i’s and crossed the t’s and
forget that the reason I might not have
dotted the 1's and crossed the t's 1is
because I was giving time to an
individual or family or a teacher and a
student to help bridge a gap or resolve
a problem and I will often times
postpone administrative type of
paperwork to take care cof a situation
where I can help resolve an 1lssue and so
it’s very difficult. (Jess Martinez)

I think in Vista, when I moved to Vista,
I encountered some of the same kinds of
things, some of the same attitudes.
There was a move afoot in :he district
to become more ethnﬁcaW*y di
think you and I have had cc
naving werked in the same ¢
some of the-- I don’t know
different standard or wheth
a more stringent standard for Hispanics.
I recall you and I sharing, my first or
second year I think it was, in Vista,

r

where I was given wnat I considered to
pe an unjustified ewvaluatiocn that
reflected a “Needs to Improve.” And, vou
know, I found myself in & very
uncomfortable position. And I found-- my
experience had been that others who were
mainstream culture, who were Anglo, had
not been held to the same strict
accounting and the same standard that I
had been neld. {(Luils Maestre)

o))
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I spend a lot of time on the phone and
most people are shocked when they meet
me. And since my last name is my
nusband’s name, and it’s a Zuropean
name, they-- almcst everyone says,
“You’re not what I expected.” (laughs)
(Olivia Leschick)

I think that. . .I bring a so-called
image that pecple don’t expect there to
pe-- how would you say-- zbilities? [So

they’re not taken for granted?] Exactly.
I think a lct of pecple see me and don’t
look at me and say, “Well, this quy’s
curricularly wise.” They may think,
“Well, he knows how to work custodians
and facilities, but probably knows
nothing about SDAIE training (laughs),
you know? Probably doesn’t know anything
about bilingual ed; he’s more of a
muscle man.” (Joe Brosz)

I attended my first meeting at San Diego

r
-
1

o

Count Office of Education--
superintendent’s meeting. . .And they
nad chairs in the back for the-- what I
call the peanut gallery. So, naturally,
being late to the meeting, I accepted
that without any-- and no one introduced

me, no one said, “Welcome, Julian,” or
“"This is a new superintendent.” Nothing.
You know, I sat there and the meeting
went cn. And that was the only brown
face in the whole meeting. Another
superintendent walked in, fifteen,
twenty minutes after I did. And-- Anglo-

- and Terry Ryan gets up Irom the front
cf the table, jumps up and savs, “Oh, sc
and so, welcome.” And he gcss and grabs
& chelr from the back where I was
sitting, takes it all the way to the
front and puts it right next to him. So
ne does make & place for him. And, vyou
know, it’s-- pbut I"ve had those type of
rebuffs all my life, you know? (Julian
Lopez)
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Individual Response.

Given the many levels of exclusion, hostility
and oversight that Al and Ella experienced, they
generally responded by overcompensating in their
personal and professional knowledge, work
production, and determination to be included,
thereby becoming effective individuals and
professionals in an often negative societal and
educational context. In a few cases, a gang
lifestyle preceded the professional achievement.
Most often, the subjects internalized a high
standard for both personal and professional
accomplishment.

So I was always beginning to start
feeling, it was real important to feel
in control emotionally. Because one of
the things I hated was to feel a loss or
feel out of control or feel that I was
missing something. So that in many ways
permeated itself during my life. (Martin
Jaquez)

And I was not going to let that happen
to me again. So every job I’'ve gone out
for, I am so well prepared, and I make
it so difficult for that committee to
say that, hey, no we can’t hire this
guy. And that’s been part of my success-
- 1s being overly prepared, being on top
of things and being sensitive to the
issues and staying one step ahead of the
crowd. ‘Cause if I don’t, I'm going to
get swallowed up. (Rudy Castruita)
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I almost feel that I can’t just be a
good Latino superintendent in National
City. I've got to be a very gocd one to
be able, to sometimes coalesce our
support on something. (George Cameron)

I think we have to be very skillful
consumers of research; we have to be
readers; we have to be very serious
about our profession and bringing in new
programs. We have to be excellent-- I
think-- psychologists because we need to
understand our staffs well; we need to
understand when they are at the
instructional level and when they’re at
the stress level. (Christine Aranda-
Smith)

Oh, yeah. I went to every workshop that
was out there. I participated in
district committees. On, I mean, you
tell me, I was there-- trying to always
petter myself. I think, to a point, I
felt like I was cverqualified. (Manuel

Paul)

One of the t'lngs that I did-- and
that’'s why I have all these degrees and
credentials-- 1s I didn’t want people to

say to me, which they did, he says,
“Well, if one of you had tnis degree, if
you had that credential.” And I made it
very early in my life that I’m going to
get all the credit cards-- I'm gonna get
‘em all. So they can’t say to me,
whomever ‘they’ may be, “You need this
type of credential.” or “Why don’t you
nave this type of degree on it?” I said,
“There they are.” (Julian Lcpez;

Al]l subjects developed high work =thic standards,
so nigh that they would effectively be beyond

reproach.
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Well, I think that part of that 1is,
again, back to the Selena movie-- the
line that’s very universal, where he
tells her that she’s going to have to be
twice as good. And I think that that's
going to be something that most people
have to live with. You gotta understand
that. You have to make sure-- I think if
you’re Latino, you have to be squeaky
clean. TA

I’ve been able to cbtain guite a few
grants here in Pauma when I was a
substitute teacher-- and then Special
projects Coordinator-- I was able to
obtain a half a million dollars worth of
grants here, Valley Center (1.5 million)
and know it was out of my work. It had
nothing to do with whether-- who I was.
(Olivia Leschick)

Furthermore, all subjects demonstrated high levels
of perseverance and determination to be included
in an administrative positicn.

I believe that although racism exists
more for some than for others, that we
determine how much that gets us down,
you know? And for some of us, it
devastates us, and it's a real feeling.
For others, it makes us more determined.
And one of the best things that’s ever
happened to me was coming back to this

district after being-- as we say--
washed out, expelled, exiled. “Oh, this
guy’ll never come back. This guy-- let’s

throw the key away.” And cne of the
greatest feelings I’ve ever had was to
come back to this district as a
professional. Because that proves the
naysayers wrong and it breaks, for many,
it broke the stereotype that ‘we’
couldn’t make-- the homies. You know?
(Joce Brosz)
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What’s happened with me is that I have
persevered and when I don’t find the
opportunicies within the same district,
my option has been to move and to look
for those opportunities in other
districts. (Luis Maestre)

That’s all I needed, for somebody to
tell me that I will never be an
administrator because at that point, you
know, I said, “Well, I’ll prove you
wrong. OK?” (Libby Gil)

I"1]l be damned if you’re gonna drive me
out of here on a rail. You know, I guess
once you’ve made your mark and once
people have been shown that, in facrt,
you do have the ability the skills, the
knowledge, the experience to be a
successful administrator-- and that’s

what we’re referring to-- that’s what
I'm referring to in terms of the
experience I've related-- that they’re

more willing and more accepting cf the
fact that you’re there to stay. (Luis
Maestre)

In addition to their individual efforts, skills
and stamina, professionally, the subjects found
colleaques, community members and superintendents
who acted on their pbehalf as allies.

Sometimes there has been support from
Anglo administrators and in my
experience, they’ve been the strongest
advocates. When you can f£ind thoss
individuals that have reall

internalized the need and really want to
make some changes and so on, my
experience is that they are Anglo and
they are very strong supporters.
(Christine Aranda-Smith)
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I had a superintendent that didn’t know
anything about high schcols. He said,
“That’s your bag; you do it. You have
carte blanche; just keep me informed.
(Rudy Castruita)

I think in terms of pecple who supported
me, I had a board member who toock a
special interest in me. He happened to

know my family and -- I don’t
necessarily feel that I cwe him the
position because I -- he was a sponsor,

put I think I made my mark and I was
able to establish myself and so the
subsequent opportunities came as a
result of my hard work. (Luis Maestre)

And the superintendent/ principal came
to me. He said, "“Julian,” he says, “I
understand you have a master’s degree in
school administration.” nhe said. “How
would you like to be anrn AP?” I said,
“Oh. I'1ll try it.” And I cleaned up that
school and saved the oprincipal’s jcb
(laughs) at the same time. And so that’'s
nhow I was able to dc that on it. (Julian
Lopez)

I don’t know what that was, but there
was that old guard, that instead of
coming out and feaching out and saying,
“Hey,” I got it from the superintendent,
Rick Reyappel, whce cppolnced me to that
position; I got it from the assistant

1

supe. And, had i1t not been for thcse twe

people, I think I would have said, “You
know, I can’t do this.” George Cameron)
When I came 1in this discrict, Serf

Torres, Joseph /Torres, was principal at
Montgomery High-- had teen since 1t had
openaed. And Manuel Llera worked at the
district office as something or other.
Those were the only twc Hispanic
administrators in the entire districrt.

. .And then Maria (Medrano) worked with

the rest of us in-- “These are the kinds
of questions they might ask in an
interview.”-- ‘cause she’s the only one

who'd even BEEN through an interview! .
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. . And so that’s-- we sort of mentored
each other, ‘cause we didn’t have
anypbody. We didn’t-- and then we were
considered a bunch of radicals, anyway.
{laughs) (Maida Torres-Stanovic)

Maybe it’s different for me in that I've
found that some of the pecple that have
helped me the most have reen the white
males. In fact, I feel rthat white males
have been some of my main supporters.
Even moresoc than, mavbe, other Latinos.
I happened to be married toc a white
male. I never feel out c¢Z place, and
maybe that’s 1it, too, and maybe that’s
from my background in that I always look
for people that can help. (Olivia
Leschick)

People who saw some walus 1n my

leadership ability actuallv were white
males who wanted to mentor, who wanted -
- and I rejected all of zhem. And let

-
P -

me give you a very powertul example. I
Wwas a second-year teacher 1n this
district and I got a call from the
personnel director one day to ask if I
would have a meeting with him. And I
thought “Gee, I wonder what's going on
you xnow?” So I met. And basically what
he said to me was, you =xnow, what wouid
you like to do five years frcm now? And
have you ever thought abcut adminis-~
tration? What about being a principal?
And I was so offended I told him so. I
said, "“How dare you think {laughs) that
I would become one cf them!” (Lipby Gil)

mmunicy,

to me, would pe co
oing to e ac

s S
ers-—-- 1t’s alwavys g

fty percent ¢f the teachers.
ver really been 1in a site where
he teachers, at least over half, are
not i1n favor, but there’s always going
to be the vocal pecple that are-- they
ocppose everything. But that’s fine:;
that’s good for bouncing things off. And
my kids are always in favor of me. I
mean, kids can see right away. (Tony
Alfaro)
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Occasionally, although infrequently, entree
to a new role or district came in the form of
legally mandated programs or other outside
influence, such as special funding or community
pressure.

But then what happened was-- what helped
us a lot was that this district was
found out of compliance by the State in
serving the needs of the LEP kids, back
in, like, 1977- 78, around there. And so
they had to come up with a compliance
agreement with the State. And part of
thelir agreement-- they committed
themselves to hiring more bilingual
teachers. (Maida Torres-Stanovic)

It was not something that came easy. I
remember being given the ocpportunity to
WOrk as a summer school cocrdinator for
the Migrant Program. And that was
scmething that was initially going to be
assigned to scmebody else; but because
of the issue of my ethnicity, my ability
to-- my cultural background and also my
ability to speak a second language,
which the other individual did not, I
was gilven the opportunity to do that.
(Luis Maestre)

And in order to be able to receive
federal moneys, what helped in the
application, 1f the directcr and the
person that wrcte that was Hispanic.
And, so, the district was interested in
getting federal moneys; I don’t think
they were interested in nhelping xids--
)

put interested in getting federal
moneys. And the way they get federal
moneys 1s by having a Hispanic director.
And I think that opened an avenue for
many of us. Bilingual education opened
many avenues for many of us that
otherwise would not have been opened.
{Julian Lopez)
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Back then-- I don’t know 1f you were
familiar with the Aesop Program, which
is a federal desegregation prcgram. Lots
of funding to help districts desegregate
schools. Was kind of an open dcor, you
xnow, whatever, however you want to do
it. (Libby Gil)

Did 1t make a lot of difference? And it
was happening in this distcrict, and how
long has it been out ¢f compliance?
Still do what they want-- till somebody
takes their money away. The minute they
take their money away, then that’s when
people change. . . C2h, yeah, absoclutely.
You know, if you don’t have people on
the outside heclding institutions
accountable, it just will not happen. It
will not happen. (Irma Castro)

I said, “Well, I came out c¢f the Teacher
Corps and I have a master’s 1in reading
and a master’s 1in bilingual education
and ready for teaching.” They guy says,
“You're kidding.” . . .He said, “Wait a
minute, just waitc; tell you what, we're
waiting on a Federal grant.” and that’s
when they started the Federal grants,
Titvle VII, for bilingual education. And
they said, “"We’ll give you a call.” ...
So I got back in my Veclkswagen, started
driving away. He caught up and he said
tnat just as I started stepping out of
the door and got into my Volkswagen that
Washington called-- they got £funded

Title VII and it was a reading :zvpe
crogram to assist kids who are English
learners to learn these programs. He
says, “Lo you want the jcr?” (Martin
Jaquez)

Isolation

Al’s reflection revealed a sad and consistent
theme. All too often, in the dominant culture,
individualism and exclusion work against Latino
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administrators, resulting in isolation. Sometimes

the fact that this group worked in a pioneering
mode, being the first or one of a minority of
minorities, led to this isclation. Other times,
the nature of the role itself led to this
isolation. In any case, the experience was alwa

personally and professionally difficult.

I felt that way becauss v
see too many Chicanos, yo
wasn’t that long ago-- th
‘seventies! You know, I g
nigh school in 1970. So in the early
seventies, mid-seventies, still there
wasn’t that many people in JC or at
state. Now you s5ee a lot cf brown faces
cecause there’s a lot of us now in the
classrooms trylng ©e push these kids to
continue. But back then, heck, at San
Diego, at Mar Vista High Scheccl, there

u still didn’ct
know. And it

was only one Chicanc teacher-- and he
wasn’t even Chicano-- he was an aAmerican

Indian! But we identified with this guy,
you Know. Ben Linares. He barely spoke a
couple of words in Spanish, and gcsh, we
thought, vyou know-- we have someone
here! (Manuel Paul)

[
t

Well, I think one of the most
tnings 1s there was ncpcdy tc
There was nobcdy beiore T
nobcdy peicre me thaet 1
that thought like me, zhact
support nere. You’'re cut th

know? Like a pathfinder, you know? And a
lot of times you dcn’t even know where
in the hell you’re going. Will I be
going the right way or not? And there’s
no one to gulde you; there’s nc one to
assist you on it. Many times, vyou’re
just flying by the seat of the pants on
it. (Julian Lopez)
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And the other one is family. Just the
value of closeness to family. . . And
that’s helped me through some pretty
tough times, too, as well. Having that
person that you can share-- because it
does tend to be a little lonely-- the
job. You know, I can call another
superintendent here and there about
something, but by and large what happens
is very infrequently does one
superintendent call another one about a
problem that thevy’'re having, or
whatever, because there’s almost a sense
of gosh, how is that person gcnna
interpret that, perhaps. And you don’t
want to come across as a whiner-- so, lo
que haces es, you know, se lo tragas.
(George Cameron)

Sometimes I feel like a hyphen because I
make decisions sometimes that are
contrary to the Hispanic community. And
I make a decision contrary to the Anglo
community, and they think that I'm just
doing it for the Hispanics. And I really
feel like I'm a hyphen sometimes. (Rudy
Castruita)

So, you know, we work in isolation.
Maybe people who we are and what we
become as far as administrators, we got
here because we were in isolation!
(Laughs) Yea. I've never been to a
meeting of Latinos to promcte Latinos.
I"ve been part of CABE. But even then,
sometimes I don’t agree with the issues,

you know? And so-- it’s interesting. I
mean, wow. (Martin Jagque:z)

Yeah. I think one of the things that
would be nice-- 1f those of us in
positions that we’re in now:
superintendents, assistantc
superintendents—-- if we could just spend
some time just rapping: getting tc know
each other and knowing our-- see, one of

the things we don’t want to expose 1is
our weaknesses. And all of us have
weaknesses. My God, you know, we don’t
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want to show that side on it. (Julian
Lopez)

Ella, on the other hand, experienced a more
collaborative response to exclusion and

individualism.

So anyway, Maria was-- was Manuel’s
assistant principal, and Maria said,
“Well, you know, Maida is finishing her
credential. How about her?” And Manuel
said, “Oh, I don’t think so. Maida’s too
radical.” . . .And Maria said, "“Well,
you know”-- ‘cause she was working on
her credential at the same time that I
was, so we’d gotten to know each cther.
We’d also gotten to know each other
through AMAE. Oh, we started AMAE and
AMAE was-- I’'11 tell you, AMAE was
political. (Maida Torres-Stanovic)

Well, I think-- I think there’s a couple
of things, and something I encourage
people to do. One is always be willing
to share with others information about
how the system works, in a way that 1is
kind. I mean, not a way that puts people
down, but in a way that encourages
people to be a part of it and at least
understanding and having a gocd sense
of-- of what that part 1is. And that’s
real important. (Irma Castro)

We have several Latinas right now whc
are pbeing mentored 1n many different
ways-- and I will personally encourags
them. Last year, sent Two Of our
aspiring administrators, who were
teachers at that time, toc an ACSA
training for three days to become
principals. (Libby Gil)
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And I know that the common wisdom - and
I think it’s true—that women are
probably more open and more sharing and
everything. But it’s a time issue. Most
professional women and most Latinas,
professional Latinas, are still doing a
lot of the traditional Latina homemaker
kind of things. They’re still great
coocks and running great nomes and
family—and being great grandmas, yes!
(Christine Aranda-Smith)

Insiders

Only two of the fourteen participants
considered themselves as institutional insiders;
1t seems no coincidence that these two people have
perhaps the longest standing relationship and
identification with the particular communities and
constituencies they serve. rcr the most part, the
participants were consistent in their views of
themselves as outsiders:

I don’t think a Latino can ever pe an

insider-- or a minority superintendent.

I mean, take a 1ook at the surroundings

here. I mean, 1f ycu were zo tell me

that I'd be in an office like this, in a

pcsiction 1ike thils, twentv-Live vears

ago, I would have told you you’re crazy.

And you can never let vyour guard down. I

mean, I-- but that’'s me. You Xnow, you

will never, ever see me, In any position
I'"ve had, walking around with a cup of

M

coffee in my hand. You’ll never see me
sitting in the lunchroom just BSing with
the folks. That’s not my make up. (Rudy
Castruita)
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Errors will be made. But I think I said
when we met before, my experience has
been that everybody makes mistakes, but
when certain individuals make those, the
system is supportive and when other
individuals make mistakes, you’re hung
out to dry. (Christine Aranda-Smith)

And so I know that thecse psople are
there and they will do whatever they can
to keep from ever letting us feel like
insiders. And especially if you’re the
kind of person who’s known for doing
those kinds of things. You know, if you-
- 1f you’re a Latino-- probably any
other ethnic group-- and you come in and
you play the game and you’re quiet and
you don’t raise any 1lssues and you go
along, they’ll let you in. They’ll let
ycu-- and I’1l1 tell you that-- And
Manuel will admit (laughs, that when for
the first ten, fifteen years that he was
an administrator in this districe,
that’s who he was. He went along, he was

T fu

one cf the guys, he wes -- and the
minute that he started changing and
people-- all of a sudden-- I don’t think
he feels as much like an insider as he
had before. So, dc I feel like an
insider? Probably I will never ZIeel
completely like an insider. (Malda
Torres-Stanovic)

I know that I am respected here. But I
don’t consider-- perscnally I don’c
consider myself on the inner circles. I
don’t hang around with the
superintendent; professionally, we’'re
amicable. The assistant superintsendent,
the same thing; there’s a respect pack
and forth. But 1t’s nct-- yeah, I don't
consider myself an insider. Or is it

important to me. I know that I'm

involved when there are decisions to bpe
made 1in certain areas. But, vyeah I--
that’s a hard cne. (Martin Jagquez)
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Do I feel like an insider? Personally,
no, because no one comes to me and asks
me whether these moves shculd be made or
not. That’s not my position. Do I feel
like an insider in terms cf receiving
information? Sure, I do. {(Joe Brosz)

No. I still see myself as zan outsider.
If you go tc a superintendents' meeting
right now, statewide or naticnally, 1if
you walk in that room ycu would
definitely feel like the cutsider.
'Cause your typical superintendent is
white male, probably in late forties,
early fifties, balding head, xind of
paunchy (laughs). And I can't tell you,
you know -- I -- I've gcne to -- and I -~
- 1t just blurts out.

I mean, I remember my first county

meeting; I went with one oI my

colleagues; we were carpocliing. And it's
=

:
Larry Acheatel from South 2ay, who is a
white male, right? And I'" driving up to
this place and I see all the

1

said: Larry, wny do they al lcok ali <e°
And then I locked at him; I said: veah,
they look like you. (Libby Gil)
So to me that shows that I’'m not an
insider, you see. I don’t consider
myself-- and so pecple lcox at me like,
well, yean-- because I~-- z lot of times
I 1“ave to tell people what-- where 1
really feel we are. And that doesn’t
happen-~ I think when you’re an insider,
+ e 4 12

S Ty

3
et}
3

then you become more o:

(1 b o

)
(B

veah, yeah, that’s i1t-- Thls s che
cempany line. And I see mv-—- I see the
assistant superintendents always do
tnat. . .3ut it’s not-- I would sav I'm
xind of, now, an cld-timer. I've been
here twenty-three years. But that

ee, that’s

)

doesn’t make me an insider. S
the wnole thing. (Tony Alfaro
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However, some participants found that they
were valued for their background and were promoted

within some organizations.

What I found here is a different
attitude. They value the experience that
was brought; they value the training;
they value the kinds of-- vou know,
whether the -- intangible things: the
fact that I'm bilingual, the fact that
I'm bicultural, the fact that I'm a
local kid. You know, they’ve really
valued those things. And they felt that
would be an asset, as oppcsed to a
liapbility. So I think those are ~---
theose are some significant differences

between -- in terms of the attitude
toward the individual candidate. {Luls
Maestre)

Well, after my year at Valley Center,
Pauma had an opening for 3Superintendent/
Principal. Well, I didn’'t have to
interview-- they asked me to take the
position.... I never consider myself an
insider or an outsider. I mostly
consider myself a loner, to be perfectly
henest. (Olivia Leschick)

Look around the table and they’re all
white. They kind of kept me in the
corner of their eye, kept their eye on
me a little bit and when I came to the
assistant superintendent cne time, I
said, “Dr. Reappel, I got my
administrative credential. I'd really
like it, 1f I could, I'd reaily like to
be a summer school principal.” Well,
he’s the one that knocked con my door
later on and said, "“No, yocu’re not going
to be summer school principal; you’re
going to be principal of the schocol.”
(George Cameron)

T
al
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I don’t know if insider is the word I
would use. I see myself more as being
part cf. And now, what I mean by that is
that in any community, there’s a --
several factions, or cligues, or
political groups, you might say. And
there’s several of them. And to me, an
insider would be part of either one of
those. And I am not. I’m not a ~- I am
a part of all of them, but not total in
any one of them. And I think as a
superintendent, that’s a position that
we need tc take on. {(Julian Lopez)

Surprisingly, two participants described
themselves as insiders.

So, yeah, I'm on the inside, put it’s
also—they don’t give a shit whether I'm
here or not. So, I have lovyalty to this
inscitution pecause of 12 kids. I have
loyalty to it because IS where we
need to be, whether we ke it or not.
It may not be where e yoody needs to
be. I don’t believe in this thing about,
“Oh, you need to pe an insider tTo make
change.” I don’t believe in that. I
think you need both desperately if
you’re going to make something happen.
(Irma Castro)

i
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If I'm going to be an agent of change,
zhen I must have the support of parents
and support cof my staff. Now, what'’s
more lmportant—to have suppcort of my
staff or have support c¢I the community?
In my case, 1t’s more inm t to have
support of the communitc: they
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are the ones we are ssrving. I'wve seen
many administrators ccme and Jo pecause
they haven’t danced to ¢ T [ the

~ 0T

1t Q
g
@
o3
]
O
+t

staff. &And I'm—I shouldn say this, but
I feel that I'm immune to that simply
because I do enjoy the support of the
community, the support of parents-—
because I'm one of them: I work for
them, I can understand them, they can
understand me, I know what they want, I
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know what they need and it’s an open
communication.
{Manuel Paul)

In addition, Irma’s reflection links her

professional and cultural development.

Any maybe part of it is age, maybe part
of it is that I have finally come to
terms with this notion that I'm a piece
of all of it: I'm not the purist and I'm
not the leftist and I'm not that
radical. I probably never was. And I
would probably call myself a vendida if
I was twenty years old. I mean, that’s
the truth. That’s what would happen. But
the reality is that I'm much more
comfortable with it than I was before.

There’s a lot of things I don’t like
about it and maybe one day I’'1ll pay the
price. But I think I still bring in
enough questlions wherever I'm at to say,

I
“This is not right and this is right.”

In summary, Jullian Lopez’ =xample of not
being offered a seat serves as a metaphor fcr many
of our administrators’ experience: participants
bring themselves to administrative roles despite
overt and covert exclusion.

On one hand, in additicn to extraordinary
individual skills and perseverance, some support
from dominant culture supervisors appears to be a
necessary part of advancing in administrative

roles. On the other hand, the data indicates that

when a Latino administrator identifies with and is
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supported by a solid core of parents and community
members in a predominantly Latino community, s/he
may rely less on the support of dominant culture
mempers and, in fact, experience being an insider
by role and informal recognition.

Mocst trcubling, the data suggests that
isolation threatens personal and professional
development. On a personal level, it seemed mcre
difficult to even reflect upon the experience of
isolation than many other areas that dealt with
exclusion. Participants indicated that
collaborating may be the next action to take for

nTinue belng

O

Latincs in administraction o o
recruited and retained in the context of an anti-

Latino educational and social setting.

Organizational Transformation

In this final data cluster, the subjects
descrired their conscious efforts as Latino

administrators to promcte egulty, obstacles they

&
}

encountered, success stories and theoriss of
organizational transformaticn.

Latino administrative efforts.

Given their experiences, Al and Ella

concurred that being a Latino administrator meant
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bringing sensitivity to action in various ways:
being a role model, conscientious staffing,
mentoring and advocating for and showing

commitment to the Latino community.

But that’s okay. You know, I don’t--
again, I-- those kinds c¢f achievements
that I have are, I hope, are paving the
way for other Latinos to say, “Hey, si
se puede. You know, you can do it.” And
the door is open-- if it isn’t open, you
gotta kick it in. (Rudy Castruita)

And that as a teacher, I felt I was a
role model; I felt other teachers didn’t
feel I was, within my own ranks. But
once again, they weren’t the customer--
the kid was, you know? I had a certain
standard, as a-- and still do for those
Kids-- expectations. I think most of
all, I think I felt what doces it mean?
It means that kids who now didn’t have a
voice, now had me to utilize as that
voice, within the climate of the school
atmospnere. And within the
administration, because I could take
concerns to the administration, you
know, that they may be afraid to take.
And I could stand up fcr them-- and I
would. (Joe Brosz)

It’s very intrinsically satisfying to be
of service to Hispanic pecple, to lLatino
people. They’re my brethren an

very perscnal description, but that’s
now I feel towards them. I lik

people, but there’s obviously something
very special for them because I can
identify with them personally: their
circumstances, their challenges, the way
they perceive this country and their
challenges at school or at work or in
the community. (Jess Martinez)
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Besides being a positive role model,
participants alsc used their influence
through their administrative position to
formally promote organizational change

through staffing.

I guess, and I don’t know 1f this
answers your question, but I make no
bones about the fact that I’'m Mexican.
And I make no bones about the fact that
I'm very interested in supporting my
kids and also to promcte individuals
with opportunities that kind of reflect
my way of thinking or that are
representative of my own ethnicitcy ..
.but I’'ve founded my belief system on
the fact that my own experiences dictate
to me that you have to have people that
support and promote you. And I don’t
just mean in the educational arena; I
mean in all aspects of 1ife. (Luis
Maestre)

But I knew all along that someday I was
going to work in Personnel because I
thought there was a lot of work that
needed to be done and I felt kxind of a
mission to do that. (laughs) (Maida
Torres-Stanovic)

Well, I definitely recognize the
imbalances that we have in staffing
patterns and the inconsistency cf this
school district te remedy this in the
past. And because I know superintendents
have a short life span in a school
district, I do make it a point to help
staff, the leadership of a school
district, empathize with some of those
discrepancies. So, I've made it a point,
since I've been here over the last six
years, to ensure that we hire native
bilingual speakers to go into
classrooms, not those people that
consider themselves rilingual, but are
not very good in Spanish. I’ve made it a
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point to make sure that we have
bilingqual principals at schools and
working toward that, bilingual
psychologists because that’s
representative of the clientele in
National City. (George Cameron)

Both individually and as a group, participants
recognized the importance of mentoring other
Latino administrators, even though they generally
did not experience the benefits of such support.

From the county perspective, I mean, I
talked to you about the superintendents’
academy, the principals’ academy--
looking at now, an inclusion program for
teachers to understand and give them
more cultural sensitivicty to Latino
kids. And all these things are moving
forward without a lot of fanfare, which
I like. (Rudy Castruitea)

See, my two v.p.’s here, you can talk to
them yourself. They were totally

disempowered as v.p.’'s.. . . [Tl]lhese are
their words, “I’ve taught them more in
the time, Dr. Martinez, in the four

=

o principals.”
anything---

years she’s been with o
‘Cuz they didn’t teach

3

ner
‘cuz to me, that’s how ycu hurt a
person. All the things we say-- Latinos,
that’s how we get hurt ‘cuz nobodvy
teaches you. (Tony Alfarc)
We have several Latinas rignht now whe
are peing mentored in many different
ways; I will personally encourage them.
Last year I sent two CcIi cur aspiring
administrators, who were teachers at
that time, to an ACSA training for three
days to become principals. (Licby Gil)

I think the other part is how do we
develop good mentoring? . . . So that
there’s always somebody, or a few
somebodies ready to take your place.
(Irma Castro)
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Participants identified particularly with Latino
students and parents and carried a special
commitment to advoccate for their inclusion and
success.

Ancther issue is feeling very heavily
the responsibility of being the advocate
for the student because I xnow that many
of our parents cannot advocate for their
children in the way that middle-class
parents do. So I feel that we have a
greater responsibility here. (Christine
Aranda-Smith)

And maybe I am more sensitive because I
am Latino. And I see many people out
there who are afraid to ccme to schocl,

<
or don’t understand the svstem; and
what’s happening is their zhild is

~ 3 l
suffering by that because then they’re
relegated toc a second-class because they
don’t-- they’re not getting themselves
invelved. Their kids are seeing that and
so the child is living in xind of a --
twe different wcrlds. And that’s not
good. That’s not good. Sc maybe in some
respect, being Latino, I'm more
sensitive to that. {(Martin Jaquez)

3ut the intentional injustices that I
see that make me Jjust say, “I1've had
enough. I can’t tolerate these people
any more.” And vyet, in my hesart, I
tnink, “Who will stay with these people?
Whe will, I mean, what will happen to
these people?” I'm sure that someone
could replace me, put wouldn’'t we do a

better job together, if I waited for
that other person to ccme and tcgether
we --— I don’t know, it’s xind of a
commitment, I guess, in my heart. (Jess

Martinez)
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Yeah, I-- again it’s -- a lot of people
have asked me that. Why don’t you just
go to another district? I said, “I--
maybe I'm crazy, but I like San Ysidro.
This is where I want to be. This is
where I think I can have influence and
make positive changes-- where I can
actually go out and knock on doors, go
to home visits and be accepted as one of
them, where I'm nct an outsider. (Manuel
Paul)

Obstacles

As ‘bottom lines’ go, scme participants
seemed to describe opening up the current
educational system to be more equitable for
Latincs, while others described a deeper
organizaticnal transfcrmation. Plaving a leading

role in an organizational transformation from

o]

monocultural to multicultural or culturally
democratic is no simple feat. Al and Ella
identified some of the cbstacles embedded in the

San Diego County K-12 social context:

But I-- yocu xnow, I-- yeah, I concur
with you. I think that those pecple in
south county are --always 1ook to the
model (Poway). But they shculd create
their own mecdel. And they have the
wherewithal to do it, but there’s a lot
of-—- 1if you take a look at the boards

out there, there’'s a lot cf political
infighting and-- again, Latino versus
Latino. (Rudy Castruita)

Most don’t even understand, I think
thelir prejudices. The best intentioned

don’ t understand. And then there are
some who are just very subtle about what
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they do. They subtly undermine kids.
And, you know, you can confront those
individuals and so on, put they will
eyeball you and say, “1’ve been here
before you:; I'1ll be here after you.” You
know, 1it’s a very insidious, very
difficult system to change. (Christine
Aranda-Smith)

And I mean, I recall having a
conversation with XXX XXX abcut the very
issue of ethnic diversitcy in terms of
their administrative staff and in terms
of their teaching staff. He was very
plain and very up front about it. He
said tc me in an interview situation
with-- 1t was a WASC report. He
mentioned to me, he said, “We brought on
some ethnic, some minority
administrators and what they did then 1is
they began to bring some others that
look like them. And we had to put a
kibosh on that because 1n XXX, we’re
very conservative; we have a very
conservative attitude.” And what that
said to me 1s ‘We wanted to preserve the
status quo. We wanted to maintain a
balance between the ethnic pcpulation
and the majority population-- and that
percentage was going tc be small.’ And
so they directed their administrators to

stop doing that-- which 1is a baffling
admissicn. I mean, it’s an incredible
admission (laugh) from a superintendent

that they were going to maintain the
status quo in terms of the minority
population ratio and they had been very

direct in meilntaining this attitude.
{Luis Maestre;

And I don’t care what pecple tell you,
you have scme segments o©f the ccunty
here that are-- may talk a gocod game
about minorities, and what they do for
minority kids, “children of color,” but

deep in tneilr heart, they -- they’re
hoping that they’ll go away. (Rudy
Castruita)
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And that’s why things wouldn’t move.
That’s why things stayed status quo. And
the new administrator came in now and
she doesn’t owe anybody anything. So she
can go about and not be too, overly
concerned about hurting people’s
feelings. (Jess Martinez)

Preliminary Signs of Transformation

The study participants also described some
isolated or preliminary signs of organizational

transformation:

But it’s been and what’s -- it’s changed
a lot, but it’s changed from being an
all-Anglo, male group to being an almosc
all-Anglo, female group. But it’s still
Anglo. (Maida Torres-Stanovic)

Well, I think for me, that means that
sometimes the old guard is no different
frcm the new guard. I think 1it’s always
a perpetuation of the same types of
things. Like right now in our district,
I know when there was, when I first came
into the district, there was . . . the
good old boy network. But to me now,
it’s the gocod old girl network. I mean,
so what’s really the difference. (Tony

Alfaro)

In this district, we're starting to be
there because we’wve had the good fortune
cf having two Latinos elescted te our
board, but you kncw, district policy--
politics relng what they are, that cculd
change tomorrow. Again, that iIsn’t an
institutionalized o*esence {(Christine

Aranda-Smich)

No, it really isn’t that. Cur students
are, but we’re not. We are-- what we've
done is we’ve taken a student body where
a good portion of it lives on both sides
of the border, and we’ve said, “This 1is
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our little American school and you fit
into it.” We have done very little to
really recognize that we are a two-
country school district. Very little.
We want to be like Poway. And Poway is
never going to be a two-country school
district, so neither are we. (Maida
Torres-Stanovic)

I inherited a program that I think was
pclitically very correct in that--
again, too, sometimes, she was the right
person. Dr. Sarah Clayton was not
Hispanic; she happened to be of Anglo
descent. (Olivia Leschick)

That’s -- just that little act of
investing an hour in that class made a
tremendous difference for these kids in
terms of how they see a principal. And
what they see the principal’s role in--
most of them have seen the principal’s
role as an individual who’s ocut there
walking around, running the scheool.
Never connecting that the principal 1is
here as a change agent oOr &s & person to
serve the needs of the kids. (Joe Brosz)

Theorizing About Organizational
Transformation.

It’ll conly change when the numbers grow.
As the numbers grow, things’ll change
You cculdn’t go in this district with

having only one Hispanic

anymcre. You couldn’t. The community
wouldn’t allow it. And as communities
get -- experience those kinds of -- that
kind of growth and change, they’ll make
sure it happens. That’s how it’ll
happen, 1is when the people start seeing
the changes and when it is no longer
uncommon to see a Latino in a leadership
position. (Maida Torres-Stancvic)
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And we started working on political
campaigns. We started doing the things
that-- you know, we—-- if we knew
somebody~- Maria Medrano wanted to be
principal. And we worked and we pushed
and we started asking questions and
making demands and they didn’t know that
it was a small group cf us. {(Maida
Torres-Stanovic)

And so that helped a lot because they
had a commitment they had to live up to
and when we’d meet with the, they’d say,
“"Well, you know, we don’t find enough.
Give us some names.” So we’d go out and
ask and come with a list cf names of
people who were finishing or working on
their credentials. They hired a lot of
teachers with emergency credentials at
that time. (Maida Torres-Stanovic)

And so I said, now I need this: I need a
bilingual counselor; I need one who
speaks Spanish and I need to look at
teachers whc are bilingual, who have the
BCLAD, not just a CLAD. Then it worked
out well last year, so this year now
they said, "“Well, Martin, it looks
pretty good and budget’s ctight and so
really you shculd only have cne AP.” I
said no. I said if you really want the
Association , the BAC, t©oO be cn your
back, cut 1t off, because they’ll speak
cut. So what has happened 1is they
compromised. (Martin Jaquez)

‘Cuz ultimately, what will nappen is if
you bring enocugh people in that are able
to provide for the needs of our
ethnically diverse popoulation, what you
will find is that these individuals will
be either isolated or mcve or pe moved--
one of the three. And I think that what
you want to accomplish is a change in
attitude or have the individual leave
for, you know, other pastures. Because
that individual does nct represent the
attitude that we want at a particular
site. I'm sorry. (Luis Maestre)
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They’re a part of that discussion now.
So, 1in that sense, it’s making a
difference and how we arrive at
decisions. And what I'm finding that’s
better than that-- it’s helping the
general mass of employees in the school
district have a better understanding of
why we arrived at that sclution. (George
Cameron)

I quess little by little, more-- the
community began to demand more Latino
presence 1in the -- at the district
level. There were other principals hired
one at a time. We-- then we finally had
a superintendent-- a Latino
superintendent came in and also-- he
also saw the need of more Latino
representation. (Manuel Paul)

And you question. Questioning in and of
itself is a very serious challenge for
some pecple because it’s a sign of

disloyalty; you’re breaking down
traditions. And I guess part cf what
I've done is -- is torn down traditions.

Or at least, if I don’t support them,
i1t’s not going to continue. So it could
be done passively, it could be done
actively. There’s many ways of doing it.
(Libby Gil)

And actually, I would think that there'’s
a direct link-- there’s a bpacklash
because the change i1s becoming real,
because it is significant and because
oeop1c are feeling desperate. You know,
it’s one thing to go thircuch denial that
we have these changes. But all of a
sudden it’s hitting people and, my
perception is that, the reason we’'re
seeing more of tne 187, cthe 209s is
because the reality 1s finally sinking
in, into the dominant, white, power
structure, if you will. (Libby Gil)
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And they’re breaking-- well, yeah--
‘cause ycu’'re always going to have
pioneers who are forging new paths, who
are going to shift the paradigm, if vyou
will-- and really think ocut of the box.
But if we're trying to give the message
to our children, Latino children, that
here’s that white power status there and
this is what you need to g=2t to it, that
may not be transiormative. Then vou’'re
just taking over the gocd cld pboys--
you’re doing the same thing with a
different color. Ckay? Sc maybe we have
tc be very careful about the message.
And I'm just exploring this thought:
that this is not where you want £o go o
at all. (Libby Gil)

That’s about it. That’s about it. So you
have to get in positions, it

going to be a change agent,
are 4o1lng tc

start kncwing pecple zhat 3

make things happen for you, to help you
in the causes that you ne=d o move
forward. Sc, I never cthcught I'd get
intoc nesed to move forward. Sc, I never
thought T'd get intoc that, but you,
that’s politics. (Tony Alfaro)

And so I think that’s wnen i1t’ll take
clace-- when people start to reccgnize--
and part 0f, I think, the zrcle cf peopls
who are in any xind of an zdministrative
pocsition or where they’re szarting to
lcok at policies rd prccesses within
schools is when at starts to change.
‘Cause e"encually, That ‘s exactly where
it will lesad-- is that iI you’'ve geot
different kids, 1f you have & greater
accountabilicy, when vyour job goes on
the line because your xids aren't
performing, is the day 7ycu start to
worry about it. When you stand o lcse
your littlie paycheck cr Z2r i1t ¢ ce
decreased, then ycu start TS wWCrry about
it. (Irma Castroc)

I mean, the whcle world in Santa Ana
knew why I was doing that [motivating
more than two hundred teachers to leave
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I mean, the whole world in Santa Ana
knew why I was doing that [motivating
more than two hundred teachers to leave
the district]. ‘Cause I wanted to flush
out those old people that weren’t
sensitive to Latino kids. An hell, I did
that. The board supported me. We come
in-- all of a sudden we are knockin’
socks off of scores; we’re getting the
most distinguished schoocls in the state;
we’re getting recognized for academic
programs. And this 1is in a minority
district. (Rudy Castruita)

But, you know, I think that, you know, I
see a real problem with recruitment in
this office and what do I do? I change
policy. Policy that we’re going to give
a bilingual stipend to our teachers. How
does that happen? I go to our unions and
say, “Hey, I want this on the table.
This is a priority of mine.” “Well,
geez, why do you want to pay those that
speak a second language a stipend?”
“Because I believe that we need to
recruit.” And so they go along with me.
(Rudy Castruita)

And you know the frustrating thing is
that it takes SO LONG! Especially like--
we’re getting ready now to do our
affirmative action report. Last year we
were at 30.8%-- this year, we’ll
probably be at 31.5 or something. And
you go, “All that work!” And you just
move up a percentage point a year.
(Maida Torres-Stanovic)

Dialogical Data Rnalysis

The following represents the beginnings of
wWwna. might be an ongoing analysis of equity and
democracy discussions that merit attention. Eight
of the fourteen participants met with me on
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September 30 and reviewed and validated my initial
data analysis (Clandinin, 1988; Mishler, 1986;
Romero, 1997; Siedman, 1991; Van Manen, 1990). I
explained to them that since there is no one
Latino experience, I organized the data as if it
were a mosalc, clustering some data together, and
including the remaining data as minority voices or
themes. Therefore, I essentially tried to capture
a story as 1f it were a person. The following
represents their response:

Personally, it was very worthwhile, very

helpful, you know, to read the stories

and to see the common threads that you

found, you know? That's very validating,

very helpful. And you've listened so

carefully that as far as everything you

took from me, it distilled it very well,

you know. Your analysis, the way you've

categorized just feels really true, very

authentic. (Christine Aranda-Smith)

In addition, the methodology itself was a
powerful part of the process (Clandinin, 1993;
Mishler, 1986; Patton, 1981, Van Maanen, 1981).
After many of the individual interviews and in the
group interview, participants shared how the
interview dialogues had begun cersonal and

professional reflections and clarifications, which

they valued.
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But each of us have stories to tell

about how we transcend and transform the

barriers. And the kind of effort that

Jaime 1s doing I think i1s a very

powerful first step: to connect with

individuals on a very perscnal level,

about our experiences. And it's, to me,

a very sequential process, before we can

talk about taking action as a group and

making that impact. LG

In a similar way, I gained insights about
myself, as researcher, as a result of analyzing
the data. One of my 1initial sub-categories of
Organizational Transformation, for example, was
Success Patterns. Upon much reflection, however, I
had to admit to myself that the data more
accurately described Preliminary Signs of
Transformation. In other words, I was so able to
empathize with the participants’ struggles that I
inictially highlighted a personal hope that their
efforts had resulted in more substantive and rapid
changes in the educational system. I, like the
participants, had to prccess my own and their pain
before being able to effectively analyze the data.

On the other hand, the following comments
represent the group interaction and power of

dialogue among participants and among participants

and researcher to discover new insights and
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advance a collective vision (Clandinin, 1993;

Holstein and Gubrium, 1994; Vallance, 1980):

Martin: I mean, you know, this paper
that you're putting together, we're
talking about what i1s it that we want in
the future -- it has to be right here. I
mean, we have -- we don't know what the
future's going to hold. We don't know
what the young Latinos are going to be
like.

The only thing we do have a hecld on is
for everything that is being said here,
to do something about it. To not be
reserved -- maybe to step out to ask
questions. To have this insecurity that
you kind of mentioned earlier today --
well, yeah, we all have it, but
sometimes we need to just step out
there, to ask the questions: why are you
saying this about us?

We were -- in a lot of things that I've
read, we were all, to a certain

degree, except for family, very isolated
-- very isolated. And that was part of
our training. And to some extent maybe
that is why we're here. I keep going
back into: why did we chcose this job,
knowing what it's all about?

There has to be a drive in us that we're
not touching yet; scmething that is Jjust
part of us. Nobody else has it, not even
another Latino. But we have it. So 1f
we're looking teo the future, we need to
start right here. Because we're going to
make the difference.

Libpy: I certainly concur with that
'cause we are in the position of
creating the future. But I concur with
all of the messages I'm hearing which
has te do with the ideal being a clear
sense of commitment, courage, exhibit
the ccurage and really persevere and
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transform both personal and professional
barriers. And maybe the isolation is
part of our strength.

But I would want to really, I guess,
talk about the need to be very sensitive
--— as I'm hearing us talk abcut the
future for ourselves and for our
children -- that we're maybe working too
hard to try and fit intoc the system.
Because if we look at what's happening
now and if we look tc the future, my
ideal future is -- the system is -- has
to change.

And I feel a lot more optimistic than
Christina about this. It's not always
the child who has to change. It's not
always us who have to change. I think
we, the people who are in leadership
positions, have an opportunity to change
the system to meet the needs of our
children. And I think that's part of our
responsibility and obligaticn.

And maybe it's too strong of a message
to be advocating for all of our children
to become like -- what? Is that really
the ideal? And we need to reassess what
our ideal is for the future. Some of the
job -- or schocl-to-career and jcb
functions in the future, we zan't even
imagine.

What my children -- I have students now
ir high school-- I can't even begin to
imagine what the future will lock like
and their lifestyle, given the kind of
technological changes and zhe
accelerated changes in our whole glcbal
economy.

So maybe the way we think oL
institutions of education, of schooling,
in the next ten to twenty years -- if
you're really going way out, I would
even suggest that some of our racial
categories will be totally obsolete.
Because 1f -- Maida is talking about all
the different interracial marriages,
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well, you know, there's a whole new
generation of children -- and we're
already seeing that -- who have multiple
heritages, multiple cultures, and
multiple language backgrounds.

So we're looking at a whole different

paradigm. And a structure that I think
we can create if we believe in it.

Julian: I don't know. I tnink the future
is now. I don't think the future is
something that we have to wait for, to
happen. I think we're in a position to
create the future. As Libby said, all of
us are -- as far as change is concerned,
I mean, we are change agents. We are
attempting to make the society or the
world a lot better for those that are
coming after us.

In addition, as I did throughout the
interview process, I enjcved a dynamic,
synergistic interchange with the participants. In
comparison to the actual interviews, the interview
manuscripts alone do not capture the rich
emotions, non-verpbal communication or
intersubjectivity (Janesick, 1994) which the
participants expressed. For example, the subjects
often broke off sentences with laughter or changed
sentences suddenly (in apparent response to my
non-verpbal cues that I understocd their
experiences). One particularly powerful moment was
when one of the prarticipants was overcome with

emotion as he recalled a painful memory regarding
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his and his daughter’s educational experience.

This fluid, non-verbal communication, was
often closely linked to powerful accounts of
exclusion. In short, the confidence the
participants entrusted to me seemed to be
positively related to the depth of interview
information which they shared. (Clandinin, 1993;
Friere, 1985; Merriem, 1988; Smith, 1990;
Stanfield, 1994).

Likewise, with the large group, I could offer
a perspective as an insider to the group (Romero,
1997) that they added to their cwn perscnal and
professional develcopment. This was apparent toward
the end of the dialogue, where I passed out a copy
of one of my comprehensive exam questions in which
I designed an evaluation tool for a mentoring
program.

Jaime: Right. And I don't know 1f it

seems like I'm ccmpletely insincere in

saying -- I mean, I wrote this up as a

hypothetical -- oh, 1it's a study:

wouldn't this be nice -- and then today,

printed it. And with the conversation,
just decided to hand it out.

=

(o]

Libby: Well, given what I've heard
today, and if there truly isn't a K-12
mentoring program in existence in San
Diego county, I'm really shocked that we
don't have something like this. I
certainly think that there would be
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value. Not everybody -- and I understand
what Christina was saying -- may
necessarily be interested or even
benefit from that kind of an experience.

But I can tell you right now that there
would be a lot' of interest Zrom a number
of people whom I know perscnally. And it
is about the personal conrtacts, it 1is
about the personal -- very different
than taking a training ccurse in
leadership. It is about the personal
experiences and stories that people can
connect and link.

Not everybody's going to relate to our
personal stories, but somebody will. And
I know it helps me, when I was reviewing
some of the stories that all of you
shared, you know, to know that you
aren't really alcone. We think we're
alone, but we're not. We really aren't.
Other people are having the same
experiences.

So it just strengthens my perspectives

and it's reinforcing. So if we can do
the same for others, that's what

1

mentoring wculd be -- pe very helpful.

- 1 s

thne following analysis, I will link these
narratives with the literature regarding white
privilege, Latino identity experiences,
educational equity and organizaticnal change. As a
result, I expect to gain

the nature or meaning of cur everyday

(@i}

o
experiences” (Clandinin, 1985; Mishler, 1986;
Romero, 1997; Siedman, 1991; van Manen, 1990,

p.9).
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The study participants experienced the first
literature review theme, white privilege, at every
level: individual, group and institutional. For
the most part, they were highly conscious of
dominant culture and the various ways that it
worked against them (Anzaldua, 1987; Bellah, 1992;
Darder, D’Souza, 1995; 19$5; Rodriguez, 1993;
Romero, 1997; Scheurich, 1993) from individual
assumptions of participants’ academic deficiency
to racial epithets and emotionally painful
punishments. Participants generally experienced
isolation in schools until they adapted (Apple,
1990; Scheurich, 1993; Stanton-Salazar; 1997) to
or were accepted by one dominant culture member.
This took place throughout their personal and
professiconal lives.

However, most of their experiences in their
professional lives were characterized by informal

exclusion (Darder, 1994; Xatz, 1985; Stanton-

Salazar, 1997): being passed over for promotions
(Delgado, 1995; Haro, 1990; Wilscn, 1982); being
overlocked in socclal settings or meetings (Apple,
1990; McIntosh, 1989; Romero, 1997; Stanton-
Salazar, 1997; Vallance, 1980); receiving

criticism by community members cr supervisors over
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their manner of handling their duties (Cummins,
1996; Katz, 1989; Romero, 1997). Nonetheless, some
were refused employment or promotion by personnel
authorities; another was recently told by the
superintendent of another district about the
deliberate restriction of minorities into
administrative assignments in that district

Living and working in a such a context had a
great influence on the subjects experiences and
identities as Latinos. While each participant
valued many aspects of their heritage, at some
point s/he internalized some dominant culture
values, perceptions and skills or marriages
(Solis, 1981; Stanton-Salazar, 1997; Tatum, 1992).
At other times, each participant manifested an
ethno-~-centric or militant approach to education/
soclety pefore finding an ability to access or

bridge her/ his bicultural skills. While these

w

phases seemed linked to specific events or times

in participants’ lives, the piculturalization
process is certainly not linear and recurs in
different degrees throughout participants’ lives

(Anzaldua, 1987; Cummins, 1996; Solis, 1981;

Tatum, 1992).
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As members of the Latino community at large,
subjects related to the literature. While those
who moved to California seemed to manifest a high
level of confidence in their efficzacy, those who
grew up in California manifested the “involuntary
immigrant’s” experience, i.e., the emotional
colonizing through isolation, verbal assault or
hidden curriculum ({(Acuna, 1988; Apple, 1990;
Delpit, 1988; Leyba, 1986, Nieto, 1996:; Romero,
1997; Stanton-Salazar, 1997).

Likewise, in the Southwest, Latinos primarily
include individuals of Mexican descent, although
other Central and South Americans identify as
Latinos as well; our participants were generally
of Mexican descent, with the exception of one
person of Costa Rican descent.

Unlike most Latinos, participants did not
exhibit a two-generation pattern 2f language loss
(Crawford, 1995; Hernandez, 1997). However, most
did experience an urban upbringing and a

segregated educaticnal K-1Z =experience. In

2l

3

contrast to the general educaticnal resiliency
patterns fcr Latinos (Hernandez, 1997; QEFMP,
199Q; Ochoa, 1997) study participants persevered,

often in the face of extremely difficult personal,
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economic and societal obstacles. All participants
have achieved a Master’s degree, plus other
certificates; seven have earned their doctorate.
The third area of literature review was
educational equity. The subjects who generally
experienced a sense of equity, inclusion or
cultural democracy in their early educational
experience were part of the majority in a
community outside of California. Others were
coerced into assimilating to dominant school
culture, isolated, or put in a lower academic

level group. Most participants linked up with a

()]

dominant culture advocate in a sea of exciusion, a
person who encouraged or guided them through
school (Apple, 1990; Stanton-Salazar, 1997).
Overall, participants experienced tremendous
isolation from other Latinos and often struggled
withcout mentors to be accepted by dominant culture
members as well.

The idea of developing withcut role models or

last area of

n .

}l.
9]

ot

'y
M

Hy

mentors is signiflicant regard
the literature review: organizaticnal change. At
an individual level, subjects reported few Latino

examples of successful organizational change

agents. Those who did see role models reported
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them out of state or through the California labor
union movement. Nonetheless, participants seemed
to maintain some key individual level distinctions
from dominant culture leaders. What seems most
significant is what they reported not to have
internalized: individualism; career ladder
pursuit; anti- Latinc heritage/language sentiment;
or interest in maintaining the status quo in
education.

On the other hand, the participants were most
successful when they worked collaboratively with
various culture of origin members and dominant
culture members (Crislip and Larson, 1994; Lappe
and Du Boise, 1994; Takaki, 1992). The
participants promoted group empowerment (Astin and
Leland, 1991) and a transformative leadership
which promotes justice (Bellah, 1985; Bellan,
1892; froster 1989; Hwang, 1995; Ricoeur, 1992;

Whyte, 1991).

In the words of Julian Lopez, "Racism is
alive and well." By extension, the subjects have
offered ample documentation that exclusion,

racism's often invisible manifestation, 1is
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pervasive in San Diego County K-12 educational
institutions. While exclusionary practices have
become less blatant over the past thirty years,
our subjects have continued to experience
inequitable evaluations and represent perspectives
and students not considered as normative.

As pioneers, participants acknowledge a need
to overcompensate for or overcome stereotypes
associated with Latinos: being lazy, uneducable,
unproductive, culturally incompatible, socially/
interpersonally threatening. As a result,
participants demonstrated fantastic work ethics or
habits, outstanding academic backgrounds, high
levels of organizational/ management proficiency,
multiple cultural competencies and extremely
genteel professionalism. All of this 1is in
addition to being a competent educational leader/

expert.

Participants were committed to working for

(m}

long-term systematic transformation. Part of the
slow organizational diversification or cultural
democratization process seemed tc be due to issues
related to white privilege (e.g., 1ilnstitutional

racism, the myth of meritocracy):; Latino community

division and isclation/ conflict among Latino
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professionals also impeded ocrganizational
transformation. In such a context, these Latino
administrators strove to produce work beyond

reprcach by both deminant culture members and

Latinos.

Furthermore, participants demonstrated
unending commitment to advancing social justice in
as many ways possible—even regarding this study.

Tony: And I hope -- first of all, I'll
contribute; we'll put a couple of copies
in our school library for some -- (Group
comments) The other thing i1s that I
think, really, you've -- my
recommendation would be that you put
something together and maybe get it
published, in terms c¢f adding even more.

Because there's very little ¢f this that
goes on. I mean, sometimes you look at
the material -- I mean, we're all
searching for stuff. There's nothing. I
mean, you know, 1it's, like, this would

be a real -- the book that's very
popular right now -- the one about
Ophelia -- what's her name? -- Reviving
Ophelia..

See, that's really an excerpt on similar
type things. But -- you know, & totally
different topic, but it has
similarities. And I think that this
would be very helpful and zZhis 1is
something that you could mentor many,
many people along with this.

>

The data certainly responds to the study's
initial questions: "“What is Latino culture worth

in U.S. society? Given current social, political,
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and educational turmoil, what does it mean to be a
Latino K-12 administrator in San Diego County?

How can school leaders revise theilr practices so
that greater democracy undergirds institutional
administrative practices?”

In short, the data suggests that biculturally
competent Latino administrators are critical to
the preservation of democracy in schools and in
society. In addition, to be an effective advocate
for all students, Latino administrators must
contend with isclation, exclusion, and systematic
and interpersonal hostility, albeit covert.
Lastly, the data suggests that Latino
administrators act consciously against exclusion
in individual, informal group and institutional
ways.

In the following chapter, I will present
further data analysis as it relates to these

ions. In addition, I will offer

t

guiding study ques

nd practical implications based

1)

two theoretical
upon the data. One theoretical model examines the
specific characteristics or cpbstacles that Latino
administrators typically have to overcome in order
to participate effectively in decminant culture

institutions. Another analyzes the relationship
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between Latino administrators and their racial
identity development or percepticn and their
experiences of acceptance or exclusion in wvarious
types of cocmmunities.

Finally, I will present reccmmendations for
school leaders and researchers to implement. These
recommendations are based on new guestions that
surfaced as a result of the study. In addition,
the recommendations for future practices may serve
as a concrete set oOf guidelines for those who wish

to take further action to promote cultural

democracy.
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CHAPTER V:

CONCLUSION

Estoy Buscando America
Yy temo no encontrarte,
tus hijos se han perdido

entre esta oscuridad,

Te estoy llamando America

pero no me repondes,

I'm looking for you,
America

and I fear not finding
you

your children are now
lost

within this great
darkness,

I'm calling you America
But you do not respond,

es que te han desaparedido for you’ve been

los que temen la verdad,

Sigo pensando America,
que vamos & encontrarte,

ese es nuestrc destino,
nuestra necesidad,

Si el sueno de uno,

es el sueno de todos
romper las cadenas

¥y echarnos andar

Entonces tengamos confianza
que America es nuestra casa

Te estoy buscando America,

nuestro futuro espera
Yy ante que se nos muera
te vamos a encontrar

kidnapped
by those who fear the
truth,

I keep thinking America
that we will surely find
you,

this is ocur destiny

and our necessity,

If the dream of one,

can be the dream of many
to break the chains

and begin the work,

Then we shall have
confidence that
America is our home,
I'm looking for you
America

ocour future awaits us

and befcrs you pass away
we shall find you again.
Ruben Blades

(Darder, 1995)
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Overview

As I reflect upcn the study, I recall the
adage, "“After all is said and done, much is said
and little done.” In this chapter, I present
responses to what only appears to ve a simple
academic challenge, ‘So what!’ First, I
specifically review the study’s three guiding
questions: “What 1s Latino culture worth in U.S.
society? Given current social, political, and
educational turmoil, what does it mean to be a
Latino K-12 administrator in San Diegc County? How
can school leaders revise their practices so that
greater democracy undergirds instituticnal
administrative practices?”

Second, I further develop the seminal
discussions which surfaced in the first four
chapters, particularly regarding the

ic circles schema and

'1

biculturalizaticn, concent
organizational diversification medels. Third, I
present two of my own conceptual models. One
analyzes Latino administrators as pioneers, and
one analyzes organizaticnal transformation.

Finally, I offer implications for practitioners,
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and conclusions and recommendations for future

studies.

Study gquestions

What is Latino culture worth in U.S. society? In

the United States, Latino culture appears to be
rooted 1in a sensitivity for common good, a
tremendous capacity for hard work, collaboration,
bicognitive and bicultural skills and
perspectives, respect, honesty, and family
identity. These traits and values are seminal to
the very practice of democracy in the United
States.

By contrast, demccracy in the United States
appears to be threatened by schools replicating
hostile (passive and overt) anti-Latino public
sentiment (Cummins, 19%6; Haro, 1590; Meier and
Stewart, 1991). This, in turn, promotes
discrimination (Acuna, 1988; Delgado, 1995; de
Tocqueville, 1875; Hacker 1992; Myrdal, 1964;
Romero, 1992), whirte privilege {fFreire, 1985;
MacIntosh, 1988; Romero, 1996; Sleeter, 1994) and
societal fragmentation (Bellah, 19%1; King, 1964).
Therefore, on a larger level, the =xtent to which
Latinc community members experience equity and the

abovementioned values and skills, support and
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inclusion in schools will consequently lead to
postindustrial, culturally democratic
institutional practices (Chrislip and Larson,
1994; Du Bois and Lappe, 1994).

Study participants indicated that their
particular heritage identification and skills
brought an essential link to students and families
that would be otherwise lacking (Nieto, 1996:
Vallance, 1980). As a result, bicultural Latino
administrators play unique roles as role models,
advocates, staffing/ policy decision makers, and
mentors for the growing Latino populace and the

practices of democracy in schools.

What does 1t mean to be a Latino K-12

Administrator in San Diego County?

Successful Latino school leaders who
currently appear to work in isolation, nocnetheless
informaily mentor cone another and advocate for all

its. In

o)

:
uae

ct

students, particularly Latino s

[
t
t

ino

[ -4
{1

cmpeten

O

4

ddicion, bicultural

[oV]

administrators identify with and communicate
bilingually to students and families as part of

their effective service and leadership.
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Without a doubt, Latino administrators
consciously act as role models for students and as
ambassadors to hostile or fearful community
members. While Latino school leaders may have
internalized some dominant culture beliefs and
practices, Latino administrators do not manifest
individualism in the same way as & monocultural
school leader; rather, participants in the study
see their own individual gain as related to the
Latino community’s collective progress.

Despite this, Latino K-12 administrators
often experience passive hostility by community
memcers and statff who may feel threatened cr
slighted by administrative cultural responsiveness
to students and parents. In addition, Latino K-12
administrators frequently experience extreme
isclation, beyond what many agree is a normal part
of a dominant culture administratcor’s experience.
As a result, Latino K-12 administrators seem to
have developed a tremendous capacity to endure
personal and professional suffering.

At the same time that democracy appears to be
threatened by schools replicating hostile
(passive) anti-Latino public sentiment, Latino

administrators seem to be seminal change agents
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utilizing culturally democratic hiring practices,
empowering students and parents, and modeling
bicultural skills and perspectives to further
organizational diversification or transformation
towards cultural democracy. This sense of justice
seems to be a combination of the dominant culture
ideal of democracy and their own personal
experiences of systematic exclusion and inequity.
Finally, being an effective Latino
administrator means working in a hostile
environment without acting vengefully. While the
process of transcending the bitterness of
pervasive exclusion and hostility may be a worthy
future study, the practice of positive interaction
with all community members was evident and
powerfully developed in these participants.
Perhaps this 1s related to the participants’
bicultural competencies. These competencies both
frame their actions py the impact vengeful actions
would have on subsequent Latincs, and reduce the
likelihood that they would act in such a dominant

culture manner.
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How can school leaders revise thelr practices so

that greater democracy undergirds institutional

administrative practices?

The study participants model what others have
proposed as a primary way to promote educational

equity.

Being anti-racist and antidiscriminatory
thus means paying attention to all the
areas in which some students may be
favored over others: the curriculum,
choice of materials, scrting policies,
and the teachers’ interacticns and
relationships with the students and
their communities. (Nieto, 1996, p. 308)

Secondly, participants suggest that school
leaders must act directly to recruit and retain

s (or those

it
'y

Latino and other 'minority' liead
dominant culture members who are biculturally
competent) to implement post-industrial
educational practices. This is necessary in order
to act upon Michel foucault’s observation,

It seems to me that the rea

task in a soclety such as ours is t©c
criticize the workings of imstcitutions
which appear to pbe both nsutral and
independent; tTo criticize them in such a
manner that the political wvioclence which
has always exercised itself obscurely
through them will be unmasked, so that

one can fight them. (Elders, 1974, p.
171)

I political
1

[ VI
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To this end, the following two paragraphs
represent a section of the mentcring proposal that
I distributed to the study participants during the
group dialogue on September 30. I cffer this as an
example of what they affirmed as a strategy for
extending educational equity.

I propose using in-depth ilnterviews and a
focus group as my qualitative methodological
approach. Going into such a study, I will be
guided by the following questions: "What roles do
Latino K-12 educational administrators play in
educaticnal equity/ educatiocnal reform?" and "How
does mentoring effect educatiocnal equity and
societal democratic practices?" In addition, as
the participants examine each others’ stories in
written form and in the group dialogue , they may
make more sense of their own personal and
professional practices (Van Manen, 1990) which may
lead to new possibilities for their future stories
(Clandinin, 1983).

On a design note, this is a study about, by
and for Latino administrators. Therefore, the
mentors themselves, the participants from my
study, would determine who they would work with

and how they would implement the program (Denzin
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and Lincoln, 1994, Smith, 1990). In addition, Mary
Romero (1997) makes an argument for the researcher
being a member of the same group being studied in
order to more accurately interpret and perhaps
construct new realities and contexts related to
the study (Denzin and Lincoln, 1994).

Finally, it is clear that there is no
coordinated, single approach to being an effective
educational change agent. This follows both post-
industrial theory and practitioners’ experiences
as pioneers in this manner. In the fourth section
of this chapter, I will discuss the practices and
experiences of pioneers as they set new standards

for being educational change agents.

Further Reflections on Biculturalization

Although I summarized participants’
experiences as they related to Soliz’
biculturalizaion model in chapter four, there are
still various questions left unaddressed. I would
like to shed some light on how many themes are
interrelated through this biculturalization schema
(the biculturalization stages are outlined in

Appendix E).
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Most experienced a Stage 1, finding normalcy
in home culture traditional background. Subjects
had one significant parent or grandparent who gave
them high acceptance, love, and encouragement to
resist despair when subjects thought or behaved
self destructively, when the subjects were
discouraged by docminant culture (especially in
educational settings), or when they experienced a
specific hardship {(move, parent loss or
rejection).

At various points, the subjects manifested
some type of Stage 2 responses: preak with
tradition (karate/ spirictuality, reiigion, name);
assimilation of dominant culture individualistic

nto dominant culture

b

thinking and socialization
groups; non-alignment with family ctraditions/
values of origin; terminaticn c¢f home country
visits; wventuring out onto new ground altogether
as an individual.

ess ¢ subjects'

0.
—

In this Stage 2, regar

ivil

in

Y

success, they experienced white p ege

subtle, or sometimes harsh ways. Alsc, due to the

nature of organizational diversification, subjects
£

primarily found white allies in positions of

power. This stage was complicated by what appeared
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to be a lack of support or even attack by Latino
community or school board members or school staff,
commonly known as ‘the cangrejo theory.’ In other
words, Latinos sabotage one anothers’ efforts to
ascend toc various professional ranks as crabs pull
one another back down into an open basket as each
tries to rise to freedom.
Although each participant recognized the

theory by name or dynamic, the varied respcnsas to

it indicated various levels of biculturalization

v

development related to their individual examples.
For example, when a Latinc administrators
experienced a lack of support from fellow Latinos,
s/he may have been processing the experience from
a Stage 2 or 3 lens. A Stage 2 lens woculd produce
a sense of naive surprise that Latino support is
not an automatic result of shared office or shared
history. & Stage 3 lens would produce a sense of
righteous indignation.

On the other hand, the second party in the
scenaric {(Latinoc bcard or community member or
staff) might be operating from her/ his own
biculturalization stage: Stage 2 critiquing the
administrator from an internalized anti-Latino

heritage perspective; Stages 1 or 3, summarily
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critiquing the administrator as thcugh s/he were a
dominant culture representative who was
insensitive or hostile to the Latinc community, a
sell-out; or a Stage 4, a critic might be
addressing non-inclusive policy or behavior,
rather than personality.

In eicther case, I find it significant that
the concept of a cangrejo theory exists primarily
in the minds of Latinos, who would only consider
such a dynamic as an expression of their sense of
group/ community responsibility to begin with. In
summary, the more Latino administrators think and

turalization, the

(=

act from a Stage 4 level of bicu
more likely they will appreciate the complexity of
the critique that they regularly experience as
instructive and constructive rather than as
personal.

Stage 3, ethnocentric cor oppositional
identitcy, seems to be a key stage of bicultural

ulture

@]

competence in the contsxt 0f dominant
marked by white privilege. While experiencing this
stage may occur at any time, the isolation which
accompanies administrative work 1s compounded when
Stage 3 occurs in adulthood in a context of

dominant culture individualism and white
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privilege. In some cases, an individual may be
fortunate enough to find an organizational ally or
culture which supports this harsher stage of
bicultural competency development.

While the dynamic of alliance building during
Stage 3 was similar for all participants, female
study participants seemed to seek out or create
their own support networks more readily than
males. Inasmuch as collaboration and power sharing
are post-industrial practices, Latina
administrators seem to have a head start on post-
industrial behaviors. Nonetheless, all subjects
needed to work out the personal and professional
balance of internalizing a reawakened passion for
racial, linguistic and social equity, and
manifesting dominant culture aporoaches to
educational leadership. I will comment more on

this process in section four of this chapter.

Supplemental Model Analysis

Throughout this study, I have referenced two
models by Judith Katz which deserve additional
analysis on their own merits: the Zcncentric

Circles Model (Appendix A) and the Organizational
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Diversification Model (Appendix D). I will
elaborate on the Concentric Circles Model first.

While the individual level appears to be the
smallest, and perhaps the least powerful of the
three, this study indicates that its magnitude is
the largest of all three. Most negative contacts
and opportunities for organizational
transformation involving the subjects occurred at
this individual level.

In reality, the institutiocnal level of
exclusion is practically invisible and thus
difficult to discuss as this model is more
typically applied. Nonetheless, it is exactly this
kind of discrepancy in what would be an otherwise
consistent model which has guided me tc examine
how Latino administrators experience the invisible
impact of white privilege and, subsequently,
exclusion.

For example, c¢cn an individual level,
participants heard comments 1i1ndicating that a
Euro-American expected to meet ancther Euro-
American as administrator. Latino administrators
heard comments and read non-verbal messages that
indicated that the Latino administrators were not

assumed to be intelligent or competent. Latino
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administrators also knew that various Euro-
American community members and subordinates
disliked the participants and would not support
them in their administrative roles primarily
because the subjects were Latinocs and were
believed to be only supportive of Latinos. As a
result, the participants experienced personal and
professional isolation.

On an informal group level, white privilege
and exclusion manifest themselves as instances of
Latinos being overlooked or unacknowledged in
social or professional settings. Latinos
experienced Euro-Americans in cersonnel staff
positions who failed to recognize the
participants’ abilities and thereby misdirected
them through district bureaucracy. In one
instance, a group of Latino administrators were
feared and labeled in a local newspaper editorial
as Mafiosos when the Latino administrators

esult, the

1
"~

organized a support group. As

nd

w
'

attendees withdrew Irom such =:fZcr:
experienced greater isclation than before.

The institutional level <of white privilege
and exclusion manifests itself as powerfully as if

it were formal policy in many cases. The
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difference is that white privilege and exclusion
are not legislated, but practiced by
superintendents, assistant superintendents, and
other official power brokers and subsequently
reinforced by media, politicians, and school
curriculum. For example, one participant was told
by a dominant culture superintendent in another
district that the superintendent unofficially put
an end to minority administrative niring in order
to maintain his conservative community members
satisfaction with the status quo.

In some cases, participants were told that

ct

icular district

)
o

they were not wanted in a par
because they did nct fit the current mold of an
administrator. In other cases, participants were
told that they were passed over because they
lacked particular qualifications, despite being
more qualified than the promoted candidates in
various other areas. Some superviscrs simply
identified participants as being deficient in some
areas of theilr performance, a standard not applied
to Euro-American colleagues, and nheld out cthe
threat of termination with no mentoring or support

in piace.
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The Concentric Circles Model also offers
Latino administrators a blueprint for
organizational transformation. Subjects clearly
operate ccnsciously with various individuals to
win trust, build coalitions of interest and leave
a positive impression for the next Latino to more
readily be accepted by Euro-American staff and
community members. As a result of the group
dialogue, subjects have acknowledged a need to
mentor others as a group and support one another.

Finally, subjects affirmed their need to move
into superintendency and human resources positions
in order toc directly influence policy and
personnel decisions. The combined =2fforts have the
potential to advance organizational transformation

in many and substantial ways in San Diego County.

'_.a

The second model, Organizaticna
Diversification, serves as somewhat cf a
diagnostic tool for assessing the level of
resistance to, or support for, organizational
diversification amcng the varicus districts in San
Diego County. From the data, it 1s clear that the
most community and institutional support for
organizational cultural democracy is present in

the South Bay, where minority students make up at
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least eighty percent of the student body, and the
majority of those students are Latinos. What is
shocking, however, is the assessment that those
districts most proactive in hiring culturally
responsive teachers and administracors, those
districts with most minority representation in
administrative roles and board membership,
actually fall into the ‘Affirmative Action’ stage
of organizational diversification. The San Diego
Unified, Sweetwater Union High School, San Ysidro

Elementary, Chula Vista Elementary and National

tn

Elementary Districts seem to best fit this stage
description. Unfortunately, this 1s to say that
no district, despite the high numbers of minority
students or administrators, can yet report
organizational transformation into a substantially
bicultural or multicultural organization. Some

examples of systematic bicultural district

practices wculd pe: parity c<¢f music, art, dance

-

et

@)
W9}
’—J

n
’.

with

b

programs {e.g., mariachi and bandg,
k

folklcocrico and dance classes); staffin

(o]

t

biculturally competent teachers, administratcrs
and support personnel; and two-way bilingual

education programs.
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While the numerical and informal
transformation that has taken place in the South
Bay is significant, 1t is also instructive. For
example, the first Latino principal tcok cffice in
the Sweetwater Union High School District over
twenty years ago. The first Latina principal in
the Sweetwater district and in San Diego County
took office in 1984. Those appointments came in
the context of pressure from the State Department
of Education to come into compliance with
desegregation and bilingual education mandates.

Given the often bitter and seemingly unending
resistance by those who wished to preserve

dominant culture monocultural education, thirty

r
0

years of Latino administrative presence seem
have produced minimal gains toward cultural
democracy and educational transformation to an
equitable institution. Clearly, numbers alone do
not yield cultural democracy or conditions in
which all students are supported, included and
successful in their academic and extracurricular
programs.

By contrast, using Katz’ model of
Organizational Diversification, most other

districts in San Diego County would fall closer to
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‘Symbolic Difference’ or in a ‘Passive’
exclusionary organizational culture. Given other
districts’ growing minority populations, it is
possible that, like the abovementlioned southern
San Diegc County districts, more Latino
administrators would be valued and a new group of
pioneers would begin a substantive process of

organizational transformation.

Theoretical Models Presentation

As a result of this study, I have come to see

§4]

the participants as educational plone=rs,
groundbreakers upon whose shoulders rest
unreasonable expectations and challenges by wvirtue
of their circumstance as the first {(Latino,

Latina, ex-gang member, etc.) 1n their particular

roles. What follows are some descriptions of the

tt

particip=nts’ experiences, whicn I orffer as a

template in considering other individuals or
groups as pioneers. Lastly, I will reveal the

potential for ascending professicnally in a white

privilege based, dominant culture crganization.
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Pioneers:

As ploneers, most participants did not
receive educational support or mentoring in any
ongoing way, 1f at all. Even isolated examples
were significant encouragement in this context.
Furthermore, while some had middle c¢lass
backgrounds and positive modeling from other
Southwestern states regarding Latino professors
and other professionals, most had a negative
contact with society at large through school or
migration from a supportive environment to the
negative context.

Professionally, participants were pioneers in
organizations that either wanted for particular
purposes, especially language skills, or in
organizations that barely toleratad them in the
context of State Department of Education pressure
to diversify staff. In the first case,
participants identified keing pigeon-noled, seen
only as able to weork with Latino students and
families, bilingual curriculum, oOr cther one-sided
roles. In the latter, participants were isolated
from other Latinos administrators and

administrators at large and they experienced
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heightened scrutiny by both dominant and Latino
community members.

Another aspect of being a pioneer has to do
with countering and transforming fear. In the
prevalent social milieu, Latinos appear to be
dehumanized cr demonized through political
rhetoric as that which surrounded Propositions 198
and 209. In such a context, Latino administrators
carry a special burden as a kind of a racial or
cultural lightening rod. Therefore, one role
(conscious or not) for Latino administrators is to
be people who will counter the stereotypes, who
will be multicultural public relations agents,
faces to reduce the fear which driwves the
hostility against Latinos.

Latino educational pioneers &are generally
institutional ‘outsiders.’ This may be due in part
to the movement among districts that
administrators often undertaxe i1in order to take con

an administrative position. However, in a dominant

~o

culture crganization, such as in a K- school,

-

Latino administrators may be described as partial
insiders and only that to the extent that they
exhibit dominant culture values and/ or behavior.

Morecver, in a predominantly Latinc culturally

191

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



pluralistic community, a biculturally competent
Latino administrator may not be a pioneer; rather
s/he may be considered an insider to the extent
that s/he 1s connected to the power base of the

community at large.

Pioneer Development Model

Based on Jane Elliot’s ‘Blue Eyes, Brown
Eyes' racism simulation, students in the
subordinate group experienced: depression,
alienation, frustration, lowered academic
performance, violience directed at those in power,
limited privileges, internalized self deprecation,
etc. Students in the supericr group experienced:
positive self-esteem, confidence, enjcyment of
classroom gower dynamic, improved academic
performance, internalized discrimination towards
subordinate group members, more privileges,
happiness, etc.

Because schools are so cit=n models of an
industrial paradigm, wherein there 1s a dominant
and subordinate culture, student groups cften fit
into the superior or subordinate categories. Based
upon thousands of hours of field testing, I

propose the following power associations for both
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pioneers as students in schools and as adults in
society at large (Appendix F):

Dominant culture insiders appear to possess
the following traits, although this list is not tco
be considered as exhaustive: strong English
language skills; gcod rapport with teachers; high
grade point average; middle class values and
lifestyle; athletic prowess; politically neutral
or dominant culture political dispositicn; fair
skin or northern European appearance;
extracurricular involvement; positive social or
interpersonal skills; assertiveness skills;
involvement with adult advocates; high work ethic:
student leadership reccgnition (ASB); ‘attractive’
appearance; male gender.

Subordinate group members or cutsiders appear
to have the following characteristics: passive
personalities; English as a Second Language
background; low socic-eccnomic status; dark
complexicn (so as to pe perceived as person cf
color); residence and social network apart from
school hierarcny; female gender; low parental
support; Latino background; politically
coni. _.~tational style; ‘unattractive’ appearance;

low grade point average or possessing learnin
J g
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disabilities; physical disability; non-athletic
skills; low participation in extracurricular
activities.

The categories may be used in a descriptive
manner. Given the study participants’ narratives,
I could subtract the ‘cutsider’ number from the
‘insider’ number and arrive at a value for their
childhood and current experiences. This would
describe how much a person had to overcome to be
in their current leadership position. Regarding
these fourteen subjects’ experiences, this level
of analysis yielded an average difference of
thirteen points pbetween the characteristics which
subjects had in their youth and those which they
currently have. In short, there sesms tc be a high
correlation between the insider characteristics in
a dominant culture industrial paradigm and the
realization of administrative promction.

An amplification of this model c¢ould be the
subject for another study, which could
specifically examine the wvery process through
which schcocol leaders or other ‘subcrdinate
culture’ members developed dominant culture traits

and acceptance. Nonetheless, the data suggests

194

Reproduced with permission of the copyright bwner. Further reproduction prohibited without permission.



that the role of an ally or mentor is invaluable

in developing such a transformation.

Organizational Transformation Model

Exclusion

I Qutsider zone TI
Heritage Assimilation
Insider zcne
v III

Allies

This model represents the tension that
Latinos often experience between maintaining
traditional cultural values, styles and skills and
mastering dominant culture competencies.
Organizationally, I nighlight a spectrum of
sentiment, ranging from individual, group and/ or
institutional allies to individual, grcup and/ or
institutional exclusion forces. The following
diagram describes some common combinations of

Latino administrators in various levels of
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biculturalization and organizational cultures in

San Diego County.

Exclusion
I: Outsider zone II:
Ethnocentric Isolated
Heritage Assimilation
IV: Insider zone ITI:
Cultural Broker Sell out/ vendido
Allies

An overview of this model is that it
describes a common identity and professional
development process in the context cf dominant
culture {generally read chart in a clockwise
direction) for Latino administrators; the model
also describes the landscape in which Latino
administrators operated. Given this context, it

would be difficult for most Latino administrators
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to readily experience being transformational
leaders in a dominant culture organization.

While the chart parallels Solis’ 1981)
description of biculturalization, the data
suggests that a person may experience the first
three stages in any order before experiencing
biculturalization or bicultural ccmpetency.
Quadrant I generally describes a Latino
administrator or educator who manifests many
traditional Latino cultural traits and who is
considered a cultural outsider. Quadrant II
describes a Latino administrator who i1s alienated
both from dominant and traditional Latino cultural
support, partly as a result of assimilation and
partly as a result of dominant culture group
rejection. Quadrant III notes an assimilated
Latinc whe is accepted by and identifies more with
dominant culture grcups than with her/ his
heritage community. Quadrant IV describes a Latino
who 1s bpiculturally competent and able to succeed

ure group organization or

ot
rt

1n a dominant cu

communicy.

no administrators &as

[

at

}-

Regarding
organizational transformation agents, a Latino

administrator who manifests many visible ethnic
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and invisible cultural characteristics in Quadrant
I, an intolerant dominant culture, will have
little likelihood of being accepted;
organizational transformation is impossible.

Likewise, a Latino administrator who
manifests many assimilated, dominant culture
characteristics, Quadrant II, 1is much more likely
to be accepted; however, organizational
transformation is still unlikely, since the Latino
administrator would not necessarily bring any
different perspective, values, or skills to the
role or organization. My interpretation is that
this is the prevalent state of Latinos in
administratcion today.

A Latino administrater in Quadrant III,
assimilated with support to be bicultural, has
greater possibility of being a transformational
leader because s/he is more likely to be
personally re-connected to her/ his heritage
values, perspectives and skills and because allies
will be partners 1in organizational transformation.
Organizational diversification would most likely
be more symbolic than substantial in this case.

Quadrant IV, however, should yield

organizational transformation. A bicultural

198

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



administrator with allies may produce something
new: cultural democracy. In other words, in a
predominantly Latino community, & Latino, who
would be perceived as a radical or cultural
outsider in a dominant culture community, has the
support to prove her/himself. A bicultural
administrator in a predominantly, Zuro-American,
dominant culture group may introduce alternative
beliefs and approaches to the organization which
may more effectively serve Latino and other
students and their families.

This mocdel may be used as a descriptive tool
or road map for a site or district regarding
organizational transformation or cultural
democracy. In addition, I offer the image of
organizational transformation as a two-dimensional
box being exploded or punched at from inside by
bicultural administrators. Each individual act of
bicultural or multicultural equity or the dents

hi

create a sphere. Incremental, culturally

O

pluralistic influences may lead to corganizational
transformation. Transactional leadership performed

by a bicultural individual can lead to

organizational transformation.
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Conclusiocns:

® Racism/ exclusion is alive and well and will only
change by direct action;

e Change is slow, even with great attention and
efforc;

¢ Pioneers work extra hard to be perfect and are
often still attacked by all sides;

e Latino culture is valuable because it
traditionally includes respect and concern for
others, self-sacrifice, and hard work, and in
policy making roles, may lead to pcstmodern,
bicultural, cultural democracy :institutional
practices;

e Latino administrators are central change agents
regarding crganizational transformation via hiring
(institutional), mentcring (group! and
interpersonal contacts (individual);

e Organizaticnal transformation may be possible when
teachers model inclusive, culturally democratic
practices;

i xewise, transformation Of schccls into more

culturally democratic organizations is most likely

to occur when both internal change agents

(teachers,, administrators) and external change
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agents (community members, district and/ or state
policy makers) exert pressure for change.

e Democracy 1is currently threatened by schools
replicating hostile (passive) anti-Latino public
sentiment;

e Bicultural Latinos bring a dual consciousness to
organizations and that leads organizational
relevance/ transformation; dominant culture allies
who share a dual consciousness may prcmote
organizational transformation as well;

e Transactional leadership implemented by a
multiculturally competent individual (preferably
by a team), may lead to organizaticnal
transformation;

e Likewise, incremental reform effort implemented by
a multiculturally competent individual preferably
by a team), may lead to fundamental reform;

e Organizational transformation and the realization
of democracy 1is an intenticnal and anti-racist
Drocess;

e All study participants see themselves as a change
agent operating at all levels: Individual, group,
instituticnal;

e Participants who seemed tc be supported as

insiders had dominant culture allles, pride in
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their heritage, community support and/ or a
perceived liberal or progressive supervisor;

¢ Participants, some for self motivated reasons,
but most related to a response to exclusion and
white privilege, had internalized: extremely high
performance expectations, high work ethic,
extremely high self critique and had experienced

high scrutiny.

Recommendations

e School leaders must act directly to recruit,
retain and mentor Latino and other 'minority'
leaders (or those dominant culture members who are
biculturally competent) to change paradigm toward
cultural democracy versus a new 'old boys/
women’s/ __ 's club;

¢ Men need to network as women do;

¢ Researchers and practitioners should conduct
further research reiated to Euro-Americans as
organizational transformation agents;

e All educators should explcre the class issues
related tc exclusion perpetuated in K-12 public

schools;
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e All educators should formally promote
multicultural competency among all teachers,
staff, community members and administrators.

. As this and future studies on related topics may
be read with resistance related to white privilege
related belief systems, the content should be
presented in a way that all readers see the value
of becoming an anti-racist ally for all members of
socliety.

e Future studies should investigate what constitutes
resistance to equity and inclusion in a
increasingly diverse organization or society.

e State and local leaders should salute these and
other contemporary pioneers, heroes, warriors, and

role models.
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Appendix A

CONCENTRIC CIRCLES

Institutional
level

Individual
level

.
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Appendix B

Pyramid of Hate

OF
EXTREME
VIOLENCE

Murder Terrorism
Rape Lynching
Arson  Bombing

HATE CRIME ACTS OF VIOLENCE

Assault and Battery Dehumanization
Desecrandon Vandalism  Threats

DISCRIMINATION ACTS OF DISCRIMINATION
Hamassment Employment discrimination
Housing discrimination  Educatonal discriminanon
Sociat exclusion

PREJUDICE ACTS OF PREJUDICE AND BIGOTRY

Scapegoating  Slurs/Name calling
Ridicule Social avoidance Spreading Rumors
Stereotyping (actions)

BIAS ACTS OF SUBTLE BIAS

Discussing feelings with like-minded others
Accepting negative information/screerung out positve
Stereotyping (thoughts)
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Appendix C
CONSENT TO ACT AS A RESEARCH SUBJECT

[ am being invited by Jaime Romo, a doctoral student at the University of San
Diego, to participate in a study dealing with Latino K-12 administrators in San Diego
County. The intent of the study is to analyze personal and professional experiences
related to Latino culture manifested particularly in school leadership contexts. The hope
is that the sharing of these life stories will help others understand how educational
institutions might become more equitable and better promote democracy.

If T agree to participate, [ am expected to take part in two informal, one and a half
hour interviews with Jaime Romo about both my personal identity and career. The
interviews will be audiotaped, then transcribed and sent to me for my review for clarity
and accuracy. A third and final group interview will take place in the summer. This
group dialogue will be videotaped and will last approximately two hours. The videotaped
session will be used for accuracy and use of its content will be subject to participant
permission.

Jaime Romo will analyze the study data and will publish it in aggregate for all
administrators to review and draw their own conclusions about white privilege, Latino
experience, organizational change and democracy.

Any personal or professional risk which may result from participating in this study
may be minimized by my option to present particular statements in an anonymously
worded section of the report. Participation is completely voluntary. There is no
agreement, written or verbal, beyond that which is expressed in this consent form. I may
refuse to participate or may withdraw from the study at any time without risk or penalty.
The personal and professional benefits from my participation may vary, but should
minimally include support, networking and professional reflection and development with
successful peers.

Jaime Romo has explained this study to me and answered my questions. If I have
other questions or research-related problems, I can reach Jaime Romo at (jromo@
nunic.nu.edu; 642-8332) or Dr. Abascal-Hildebrand, dissertation committee chair,
(marya@acusd.edu; 260- 4270). I have received a copy of this consent document and
“The Experimental Subject’s Bill of Rights.”
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I, the undersigned, understand the abovementioned explanations and, on that
basis, I give consent to my voluntary participation in this research.

Signature of Subject Date
Location

Signature of Witness Date
Signature of Researcher Date
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Appendix D

A Model for Developing
Culturally Diverse OQrganizations

Tolerance of differences

Value-dominance of TRANSITION Value-added of

ore culture /style ;uitures /styles

/group groups
Passiv Numbers '
: assive ? E : U.S. Focus
Exclusionary . f f Acceptance . :
; ! ' 5 : 5 Global
SYMBOLIC 5 : § rocus
: :  DIFFERENCE ! AFFIRMATIVE ! CULTURALLY |

THE CLUB (Pioneers) . ACTION | ! DIVERSE

he Club

Exclusionary:Based on the belief that only white men have vaiue. As a monoauitural system, 1s sees no
value in women and people of color. The system waorks to mamntain 1ts own position of domnation and superiority.
Example: Country clubs, KKK.

Passve. Strives to maintain White and male privieges through organization’s monoculturd narms and val-
ues. “Businessas usual” according to therr cuitural norms and values r esults in excluding people of color and
women 1n a significantproportion.

Symbolic Differences

Pioneers To opurae within the law, many systems begin placing people of color and women symbolcaily
within the ranks. This stageis charactenzed by tokenism. The norms and values of the system reman monocuitural.
Qualrfied mincrities who fit in are sought out
Affirmative Action

Numbers. Numerical gods are created oniy to functon within the iaw. People of colar and women are hired
but rardy stay. The dimate and culiture does not support diversity. Numericaltargets and goais are develcoed as a
step to change the complexon of the working pood aton. They begin to deveicp a tolerarce for diversity and beheve

that people of color and wamen have a rightful place within the system.
Acceptance. Organzation moves beyona the numbers and begin to accept the differences of individuas and

groups. Leaders focus on the growth of underreoresented groups. White men begin to explore their own identty, as
well as, pecple of color and women. Institugton cecomes more responsive to its members and begins to address
institutona forms of discrimintaton that may ciock the advancen ...t of people who are different. Cdtur ai norms

are shifting.

“ulturally diverse organizations
U.S. focus. Members see value of a cuiturally diverse instituton and behave accordngly. They uncerstana

the value of diverse i1deas, aunions, and styles of operating. Members are willing to engage in dialogue and conflict

as a way of positivey acknowledging, addressing and maintaning ther differences.
Giobal focus. Members exammne ther relatianship with ind'viduals and groups in other nations. The unique
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Appendix E

I 1llustrate tne biculturalization oprocess as follows:

Primary culture

T .
/’ - )
FPHASE _ FHASE 2 " PHaAsE > PHASE &
/,’/ . s
e =" . ~— -
Secondary culture \\>

Borrowing from transactional analysis
is an “I'm OK, You're OK" state.

does not vet exist at this point.

terminology, phase 1
Active psychological conflict

Phase 2 (I'm not 0K, You're OK) begins when the secondary
culture i1ncreasingly in‘fluences the primary culture 1n such a way
that the secondary culture does Nnot respect the primary culture.
As a result, the individual feels pressured to behave according
to a foreign set of values and expectations in order to survive
in the socioc-econaomically dominant secondary culture. The
individual perceives the secondary culture as superior and the
individual may identify more closely with the secondary culture
in order to fulfill his/ her spiritual-psychological vaid.

Phase S begins w«~hen a person (who has attempted complete
identification with the secondary culture) experiences Crisis:
opposition from the secondary culture; the loss of the rewards
of performing according to the expectations of ne secondary

culture; shame or guilt about Hhaving abandone the primary
culture. A “radical’ ethnic or political ideology ch seems to
suppert principles of the pro.mary culture char. :zerizes this
stage ("I'n OK, You're not 0OK). Al though the persaon in this

stage may seem hostile toward those who do not share his/her
ethnic or political rdeolaogy. he/she 1S actually seeking a
resglution to thnis penculum effect af the bicultural dilemma.

Phase 4 be@qins wnen the 1ndivigual recognizes the value of
selectively utilizcing acaptive functions from both the graimary
and secondary cultures, The persan who rescolves major cultural
conflicts will have an Lncreased apprec:ation ana fle»xibilityvy
within other cuitural Zroups’ values without feeling that his/her
cwn. cultural valuee arz2 gegreciated. 95y
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Appendix F
Original conceptual design, ADL

Dominant culture characteristics -

strong En

iddle class values and lifestyle
male gender  athletic prowess

politically neutral or dominant culture political dispositi

attractive’ appearance fair skin or northern European appearance

student leadership recognition (ASB) extracurricular involveme

itvolvement with adult advocates positive social or interpersonal skills

high work ethic assertiveness skills

le class values and lifestyl od rapport with teachers

Subordinate group characteristi
passive personalities

English as a Second Language background
low socio-economic status

dark complexion (so as to be perceived as person of
color)

residence and social network apart from school
hierarchy

female gender

low parental support

Latino background

politically confrontational style

‘unattractive’ appearance

low grade point average or possessing learning
disabilities

physical disability

non-athletic skills

low participation in extracurricular activities
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