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Executive Summary
This data sourcebook is unique.  It focuses exclusively on the educa-

tion of Latinos in Arizona.  This resource gives a global overview of

an important part of the complex and multi-faceted problems that

contribute to the generalized disenfranchisement of this important

segment of the population of our state. The data assembled here

portray the current status of the education of Arizona Hispanics from

preschool to, and through, the university level (P-16).  It brings

together, in one concise volume, the latest information available

about this group and its current educational status.  This audience

includes families, school people, education advocacy groups, com-

munity-based organizations, and interested members of the broader

community.

The primary audience of this report is the educational “end-user”

who wants to understand the problems behind the numbers, and who

wants to become engaged in finding ways to make things better.  Its

purpose is to show how Latino children and youth are faring educa-

tionally in comparison with other subgroups and with themselves

over time. The sourcebook is grounded on the assumption that by

improving things for this important segment of our community, the

whole state will benefit from the investment.

This first edition of what we envision to be a renewable and expand-

ing sourcebook, is based on longitudinal and comparative and

disaggregated student performance data by Arizona students on the

National Assessment of Educational Progress (NAEP), the Arizona

Instrument to Measure Standards (AIMS), and the Stanford Achieve-

ment Test, ninth edition (SAT-9); high school dropout and graduation

rate statistics, as reported by the Arizona Department of Education;

college graduation rate and faculty demographics statistics from

Arizona State University, Northern Arizona University, and the Univer-

sity of Arizona; and educational attainment levels of Latino adults

over age 18, as reported by the U.S. Census.  Among the findings are:

• The Latino population in Arizona is growing dramatically.  Between

1990 and 2000, the Latino population grew an average 8.8% per year.

This trend is projected to continue in the coming decades.
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In 2000-2001, nearly

45% of all high-

school dropouts in Ari-

zona were Latino, while

Latinos were only 31.6%

of the total student popu-

lation, in grades 7-12.

• On the NAEP Assessments in Reading, Writing, Mathematics and

Science, administered between 1990 and 2000, there was a downward

trend in the percentage of Hispanic children who score better than

“below basic,” a trend that was not evident for Arizona’s non-Hispanic

White children.

• Latino children failed to achieve “at or above basic” at about twice the

proportion of non-Hispanic White children on the NAEP Assessments

administered between 1990 and 2000.

• In 2001, non-Hispanic White and Asian third, fifth, and eighth graders

predominated at the upper end (“meets” or “exceeds” the standard)

of the scale on the AIMS assessments.  Hispanic and other children of

color predominated at the lower end (“falls far below” or “ap-

proaches” the standard) of the scale.

• Overall, Latino third, fifth, and eighth grade students performed at the

lower end (low to below average) of the scale on the Spring 2001

administration of the SAT-9.

• In 2000, a little more than half of Latinos in Arizona, age 18 or older, had

completed high school.

• In 2000-2001, nearly 45% of all high school dropouts in Arizona were

Latino, while Latinos were only 31.6% of the total student population in

grades 7-12.

• Thirty-two percent of Latino students who started high school in 1996

did not graduate in 2000.

• In 2000, less than 6% of Latinos in Arizona, age 18 or older, have a

Bachelor’s degree or higher.

• In 2000/2001 31% of grade 7-12 students in Arizona were Latinos.

Nineteen percent of community college students were Latinos, but only

eleven percent of the students in Arizona’s public universities were

Latinos.

The report urges all stakeholders in Arizona’s economic future to find

new ways to work together toward improving education for Latinos,

the fastest growing and largest group in Arizona.  Included is discus-

sion of the need for comprehensive, broad-based approaches to

educational improvement for Latino students and their families – ones that

include everyone and coordinate multiple strategies, rather than relying

strictly on a single special program or intervention that focuses on only a

part of the problem.   An example of this is the Metro Phoenix ENLACE
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partnership, a new program that employs a multidisciplinary approach to

strengthen the educational pipeline.  Metro Phoenix ENLACE and similar

programs include K-12, higher education, community-based, and corpo-

rate partners, who work together to ensure that greater numbers of Latino

students achieve, stay in school, graduate from college, and enter profes-

sions such as teaching, nursing, social work, and public administration.

As the numbers of Hispanic students grow in the coming decades, so

also does their overrepresentation among those poorly prepared for

the educational challenges of high school and college promise to

grow, unless action is taken to stem this trend. The situation with

respect to the education of Hispanics of all ages is desperate.  The

price of ignoring the problem will be high.  We hope this report will

help us all recognize the need to move expeditiously.
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This report is

intended for the

education “end-user,”

those who want to

become engaged in

finding ways to make

things better.  This

“end-user” category

includes student’s

families, school people,

education-advocacy

groups, community-

based organizations,

and interested mem-

bers of the broader

community.

Introduction
This data sourcebook is the only one of its kind in Arizona dealing exclu-

sively with the education of Latinos in the state.  We have attempted to

create a resource that gives a global overview of an important part of the

complex and multi-faceted problems that contribute to the generalized

disenfranchisement of this segment of the state’s population.  The data

assembled here portray the current status of the education of Hispanics in

Arizona, from preschool to, and through, the university level (P-16).  It

brings together, in one concise volume, the latest data available about the

current educational status of this group.  Some of the data are well known

while others are relatively new — having just been extracted from the U.S.

census of 2000.  The data on student attainment and performance were

drawn from the National Assessment of Educational Progress (NAEP), from

early administrations of Arizona’s Instrument to Measure Standards

(AIMS), and from the Stanford Achievement Test (SAT-9) program.

The Arizona Department of Education was generous in providing

student academic-performance data and data on high-school drop-

outs.  From Arizona State University comes data on college-gradua-

tion and Hispanic participation in professional educational leader-

ship in Arizona’s public colleges and universities.

While the data contained here may be useful to many groups and

audiences, the report is intended for the education “end-user” who is

disquieted by the problems behind the numbers, and who wants to

become engaged in finding ways to make things better.  This “end-

user” category includes families, school people, education-advocacy

groups, community-based organizations, and interested members of

the broader community.  We embrace the premise that easy access to

good data empowers individuals and groups in becoming better

advocates for change. This sourcebook attempts to present data and

to explain their possible meaning in lay terms.  It is not, therefore, a

mere compilation of statistics for data professionals.  In this way, we

hope to provide Latino parents, educators, and community groups

with the informational grounding to support their efforts to improve

the educational system for Hispanic children and youth.  Finally, we

hope policy makers in education will also find serviceable uses for

the data we have assembled here.
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By assembling these important data in one source, we are hoping to help

put all stakeholders—Latino families, education professionals, and the

broader community—“on the same page” in considering four important

topics that are the components of a well-educated community.  We see this

community as one that is able to prosper and, by so doing, contribute in

important ways to the state in which its members live and work.  This

sourcebook provides data on:

•  Latino Demographics in Arizona

•  Literacy:  The Key to Learning

•  High School Graduation:  The Gateway to Contributing

Adulthood

•  Going to College:  The Pathway to a Career, Civic Partici-

pation, and Service to Communities

The data we collected touches on many aspects of the more general

problems.  But, there is much more we need to know that is not yet

available.  We were more than a little surprised at the difficulty of

finding good data about this group, given its importance to the state and

the region.  In subsequent editions of this sourcebook, we hope to include

additional indicators.

The primary purpose of this report is to show how Latino children and youth

are faring educationally compared with other subgroups and with them-

selves, over time.  We hope, in this way, to contribute to the ongoing

conversation of how our state can do better in this arena.  We start with the

assumption that, by improving things for this important segment of our

community, the whole state will benefit from the investment.  We agree with

our colleagues who published the recent report, “Five Shoes Waiting to

Drop on Arizona,” (Morrison Institute for Public Policy, 2001) that this is not

a problem that can be dealt with in isolation from the others.  It is an

essential component in moving our state more into prominence in the 21st

century.

In promoting sound policy conversations, it is inevitable that cri-

tiques and criticisms will surface that concern the “flawed” educa-

tional system in our state.  There will be different views about how it

can be improved.  That discussion and the various proposals for

bringing about such improvements is not the primary subject of this report,

although we hope that accurate data will contribute to the quality and
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n

average,

college

grads read more, volun-

teer more, vote in

greater numbers and

produce offspring who

themselves do better in

school than children of

parents without college.

Over a lifetime, the

college graduate will

earn an estimated

$1.6 million — nearly

double the estimate for

high-school graduates.

productiveness of those conversations.  Similarly, we have not sought to

delve into the various problems associated with counting and measuring; for

example, how to count dropouts.  Using whatever method, we believe the

count of young people who have left school is much too high.  It is the impact

and significance of those numbers that concern us here.  Nothing short of the

social and economic future of our state is at stake if we do not stop the

hemorrhaging of young lives from the classroom onto the roster of the

undereducated.  Finally, we tried to not fix blame for the educational inequi-

ties that exist in Arizona.  We limited ourselves to pointing out that the entire

community, i.e., all sectors of the state, must be involved in resolving the

problems suggested by these data.

We believe that a comprehensive source of pertinent data is an impor-

tant first step toward finding the real roots of the problem at hand.

Through this report, we hope to begin the task of building a permanent

and renewable database of information concerning these students.

For a community (or a state) to become adequately educated is to

assemble the building blocks for a viable future.  A recent Wall Street

Journal article (2002) reports, “According to the Census Bureau, high-

school dropouts do more than just damage their employment and

earning potential.  They’re also much likelier to wind up on public

assistance, either as single parents (women) or incarcerated  (men). . . .

The data show that college graduates tend to live longer and healthier

lives than those who end their education in high school.  On average,

college grads read more, volunteer more, vote in greater numbers and

produce offspring who themselves do better in school than children of

parents without college.  Over a lifetime, the college graduate will

earn an estimated $1.6 million — nearly double the estimate for high-

school graduates.  Since 1975, the earnings of most high school drop-

outs haven’t even kept pace with inflation.”  Ensuring an adequately

educated populace is in any community’s self-interest.  Only in this

way can we ensure a civil society and engaged, healthy, self-sustaining

communities.

It is critically important to Arizona that Latinos — the largest and

fastest-growing segment of its population — achieve a better educa-

tion and attend college in greater numbers than they do now.  This must be

accomplished if Arizona is to be better positioned to compete in the market-
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place.  A well-educated populace is the most important resource to attract

and retain business and industry.  At the moment, Arizona’s educational

system is not functioning at full capacity.  Our public schools are among

the most poorly financed in the nation.  Our children also drop out of school

at rates that far exceed those of other states.  That our children are not

achieving in school is of concern, because it jeopardizes their ability to

prepare for college, to pursue a career that will enable them to participate

fully in the broader community, and to help our state participate more fully

in the global marketplace.

It is critically impor-

tant to Arizona that

Latinos — the largest

and fastest-growing

segment of its popula-

tion — achieve a better

education and attend

college in greater num-

bers than they do now.
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Latino Demographics in Arizona
The Latino population in Arizona is a substantial and important

portion of the state’s total population.  Latinos are concentrated in

greatest numbers in the southern half of the state and live in greatest

numbers in the more densely populated Maricopa County (Figure 1),

where Phoenix ranks sixth of all

cities in the U.S. in the size and

percentage of its Latino popula-

tion (U.S. Census, 2001).  Now

numbering over 1.29 million (U.S.

Census, 2001), the Latino popula-

tion has grown 88% since 1990.

The proportionate growth of the

Latino population was most

dramatic between 1990 and 2000

in largely rural Mohave County

along the banks of the Colorado

River (Figure 2).

Latinos in Arizona are younger, on

average, than the general popula-

tion.  Thirty-eight percent of

Latinos are under age 18, as

opposed to the 23% of non-

Hispanics who are under age 18

(U.S. Census, 2001).  This differ-

ence, in conjunction with the

slower growth rate in numbers of

non-Hispanic White children, is result-

ing in the increasing pro-

portion of  Latino students in

Arizona schools.  Some Latinos

are recent  immigrants learning

English; others are children born

in the U.S. of parents who were

born in Mexico or other Latin

American countries.  Some come from

families  who have lived in

Figure 2
Percent Changes, 1990–2000, Hispanic
population, by county

Figure 1
Hispanic population as a percentage of total
population, by county, 2000
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Latinos in Arizona

are younger, on

average, than the

general population. . . .

This difference. . . is

resulting in the

increasing proportion of

Latino students in

Arizona schools.

Arizona or other regions in the Southwest for generations.  Most have

Mexican origins.  Of those who are recent immigrants, some may have had

formal schooling in their country of origin, but many do not.  Second-

generation Americans of Latino descent may also be first in their family to

aspire to attend college.  In this version of the report, we do not include

data on these aspects because none are available at this time.  The Latino

or Hispanic population is a varied group with distinct characteristics and

for which no single strategy or intervention will result in improvement in

educational attainment.  While it is possible to draw subtle distinctions

between Latino and Hispanic, we have elected to use these terms inter-

changeably.
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The research litera-

ture indicates that

students who are unable

to read by third grade are

more likely to have diffi-

culty in school, and, when

they experience difficulty

in school, are more likely

to become truant, and

ultimately drop out alto-

gether.

Literacy: The Key to Learning
Basic literacy — the ability to read and write — is, perhaps, the single most

important skill for success in school and in the workplace of the 21st

century.  The research literature indicates that students who are unable to

read by third grade are more likely to have difficulty in school, and, when

they experience difficulty in school, are more likely to become truant, and

ultimately drop out altogether.  It is critical therefore, to focus attention on

student performance on a variety of assessments:  The poor performance

of Latino youngsters in the early school years is a predictor of difficulties

that usually occur in middle and high school, where less emphasis is

placed on learning to read and more is placed on reading to learn.

To be literate in two languages is, of course, preferable to being

literate in only one.  However, in Arizona, educational standards for

literacy demand that students perform satisfactorily on a number of

assessments that measure literacy in English.  There is little evidence

that, as a state, we value literacy in Spanish.  The message to parents

and students alike is clear:   Spanish literacy does not count.  Demon-

strating numerical literacy and scientific fluency is dependent on

having an adequate level of English-language literacy, but the same

development could occur in Spanish if we choose to view language

as an asset rather than a liability.  In this report, we focus on a num-

ber of instruments for which there were available data, by race and

ethnicity.  All of them were in English.  We examine National Assess-

ment of Educational Progress (NAEP) assessments; the Arizona

Instrument to Measure Standards (AIMS) assessments, administered

in grades 3, 5, and 8; and the Stanford Achievement Test (SAT-9),

administered in Spring 2001, to Arizona students in grades 2–9.

National Assessment of Education Progress
(NAEP)

The National Assessment of Educational Progress (“The Nation’s

Report Card”), is a continuing project of the U.S. Department of

Education, Office of Educational Research and Improvement.  The

stated purpose of NAEP is to measure the effectiveness of each state’s

educational program in comparison to that of other states and re-

gions.  Unlike reports on the Arizona Instrument to Measure Stan-

dards (AIMS) and the Stanford-9 (SAT-9), which include all students
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in Arizona, NAEP Arizona assessment reports on a random sample of

students from selected Arizona schools.  It is on the basis of this

sampling process that student performance is reported.  Students

may perform at NAEP levels “below basic,” “basic,”  “proficient,” or

“advanced.”

Reading and Writing

According to the National Center for Education Statistics (U.S. Department

of Education, 2001, 1999), in western states and nationally, the NAEP

Reading Assessment showed Latino fourth graders performing worse in

1994 than in 1992, but they rebounded in 1998.   In Arizona, however,

Latino fourth graders’ performance on the NAEP Reading Assessment

continued to decline in 1998.  These statistics do not include Spanish-

dominant fourth graders who were not tested either in Spanish or English

(Table 1).  With respect to Arizona students’ performance on the NAEP

Reading Assessment, we see a marked difference in the performance of

Latino students when compared with non-Hispanic White students.  Latino

students scored “below basic” at nearly twice the rate of non-Hispanic

White students.  In addition, while non-Hispanic White students improved

somewhat in 1998 from their performance in 1994, Latino students’

performance levels continued to drop (Table 2).  The results on the NAEP

Writing Assessment are even more disheartening:  Latino eighth-grade

students scored “below basic” at

nearly three times the rate of non-

Hispanic White eighth graders

(Table 3).

Mathematics

When we analyze Latino

performance in the NAEP fourth-

grade Mathematics Assessment,

and compare it with the perfor-

mance of the other groups men-

tioned in this report (i.e., Asian/

Pacific Islander, Black, American

Indian, and non-Hispanic White)

we find a similar pattern:  Latino

students are over-represented in

68%

63%

62%

66%

68%

67%

59%

63%

58%

52%

54%

56%

58%

60%

62%

64%

66%

68%

70%

AZ W est Nation

1998 1994 1992

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 1999.

Table 1
NAEP Reading Assessment, Grade 4
Percentages of Hispanic public-school students at “Below Basic”
achievement levels, years 1992, 1994, & 1998.
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the “below basic” categories and are under-represented in the “at or

above basic” categories.  Although the scores in the NAEP Mathematics

Assessment at grades 4 and 8 show that Latino students have been

improving, they continue to perform

at “below basic” levels at over twice

the rate of their non-Hispanic White

counterparts (Table 4).  As seen

above in the NAEP Writing Assess-

ment, this pattern between Latino

and non-Hispanic White students

appears in the eighth-grade NAEP

Mathematics Assessment as well

(Table 5).

Science

Arizona’s Latino students fare

similarly on the fourth- and eight-

grade NAEP Science Assessments.

Only 35% of Latino fourth graders

scored “at or above basic” in the

2000 NAEP Science Assessment,

compared with over 75% of non-

Hispanic White students (Table 6).

Only a third of Latino eight graders

scored “at or above basic “in either

the 1996 or the 2000 NAEP 8th

Grade Science Assessment.  Over

70% of all non-Hispanic White

eighth graders in Arizona scored

“at or above basic” in both Assess-

ment years (Table 7).

Across the board, Latino students

compare unfavorably on two

counts.  First, we see a downward

trend in the percentage of Hispanic

children who score better than

“below basic,” a trend that is not

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.

Table 2
NAEP Reading Assessment, Grade 4
Percentages of Arizona Hispanic & non-Hispanic White students at
“Below Basic” achievement levels, years 1992, 1994, & 1998.

68%

33%

66%

35%

59%

33%

0%

10%

20%

30%

40%

50%

60%

70%

80%

Hispanic W hite

1998 1994 1992

Table 3
NAEP Writing Assessment, Grade 8
Arizona students performance for 1998.

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.

16%

84%

41%

59%

32%

68%

34%

66%

11%

89%

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

Below Basic A t or above Basic

Asian/Pacific Islander Black Hispanic American Indian W hite
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evident for Arizona’s non-Hispanic White children.  In addition, within their

respective groups, Latino children fail to achieve this standard at about

twice the proportion of non-

Hispanic White children.  We find

that so many of our children are

struggling to be troubling.  Equally

bothersome is that this faltering

group is growing — at an average

rate of 8.8% a year between 1990

and 2000.  The patterns noted tell

us that, as the numbers of these

students continue to grow, Latino

students, along with other students

of color, will continue to be over-

represented among those poorly

prepared for the coming educa-

tional challenges in high school and

in college.  Combined, these

patterns indicate a need for quick

and concentrated efforts to narrow

the gap.

Table 4
NAEP Math Assessment, Grade 4
Arizona students performance for years 2000, 1996, & 1992.

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.

0%

10%

20%

30%
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60%

70%

80%

90%

Asian/Pacific Islander 23% 77%

Black 57% 43% 72% 28% 72% 28%

Hispanic 60% 40% 63% 37% 64% 36%

American Indian 76% 24% 68% 32% 75% 25%

W hite 25% 75% 28% 72% 31% 69%

Below Basic
At or above 

Basic
Below Basic

At or above 
Basic

Below Basic
At or above 

Basic

2000 1996 1992

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

Asian/Pacific Islander 29% 71%

Black 61% 39% 66% 34% 69% 31% 70% 30%

Hispanic 59% 41% 65% 35% 68% 32% 73% 27%

White 22% 78% 28% 72% 32% 68% 39% 61%

Below 
Basic

At or 
above 
Basic

Below 
Basic

At or 
above 
Basic

Below 
Basic

At or 
above 
Basic

Below 
Basic

At or 
above 
Basic

2000 1996 1992 1990

Table 5
NAEP Math Assessment, Grade 8
Arizona students performance for years 2000, 1996, 1992 & 1990.

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.
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Across the board,

 Latino students

compare unfavorably on

two counts.  First, we see

a downward trend in the

percentage of Hispanic

children who score better

than “below basic,” a

trend that is not evident

for Arizona’s   non-His-

panic White children.  In

addition, within their

respective groups, Latino

children fail to achieve

this standard at about

twice  the proportion of

non-Hispanic White chil-

dren.

Arizona’s Instrument to Measure Standards
(AIMS)
Plans for Arizona’s Instrument to Measure Standards (AIMS) are to

administer these measures to students in grades 3, 5, and 8, as well as

in high school.  Among professional educators, AIMS is known as a

Table 6
NAEP Science Assessment, Grade 4
Arizona students performance for year 2000.

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.

62%
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65%
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Table 7
NAEP Science Assessment, Grade 8
Arizona students performance for years 2000 and 1996.

Source:
National Center for Education Statistics, National
Assessment of Educational Progress (NAEP), 2001.

67%

33%

76%
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33%
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60%

40%

78%
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27%
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71%
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criterion-referenced test: it measures a student’s achievement against

a set of standards set for the state.  It is not a comparison with other

states.  Content areas tested through AIMS are reading, writing, and

mathematics.  The purpose of the AIMS Assessment is to measure the

student’s performance against the state’s standards of performance

expected in grades 3, 5, and 8.  AIMS exams are scheduled to be given

during a testing “window,” set by the state that normally begins at the

end of April and ends at the beginning of May.  AIMS assessments are

also administered at the secondary level, but are not reported in this

edition of the sourcebook because the program has not yet been fully

implemented.  In AIMS parlance, students may “fall far below,”

“approach,” “meet,” or “exceed” the standards set for each test.

Reading
Latino students generally performed poorly compared to non-Hispanic

White, Asian, Black and Native American students in the 2001 AIMS

Reading Exams in Grades 3, 5 and 8.  Third- and fifth-grade Latino stu-

Source:
Arizona Department of Education, 2002.

Table 8
AIMS Reading Assessment, Grade 3
Arizona students performance for year 2001.

5 %

1 4 %

4 3 %

3 9 %

1 6 %

2 3 %

4 5 %

1 6 %

1 8 %

2 5 %

4 3 %

1 5 %

2 4 %

3 0 %

3 7 %

9 %

5 %

1 2 %

4 6 %

3 7 %

0 % 5 % 1 0 % 1 5 % 2 0 % 2 5 % 3 0 % 3 5 % 4 0 % 4 5 % 5 0 %

Falls Far Below

Approaches

Meets

Exceeds

Asian Black Hispanic Nat ive Amer ican C a u c a s ia n
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dents “fall far below” the standard at approximately three times the rate of

their non-Hispanic White peers.  Third-grade

Latino students “met” the standard at approximately the same rate as

non-Hispanic White, Asian, and Black students (Table 8).  However,

across all grade levels, Latino students trailed non-Hispanic White

students.  Latino third graders “exceeded” standards at over half the

rate (Table 8), fifth graders “exceeded” the standards at one-fourth

the rate (Table 9), and eighth graders achieved at a third the rate of

their non-Hispanic White peers

(Table 10).  These scores do not

explain why these gaps and ranges

exist.  Neither do they offer a full

accounting by racial or ethnic

group, because not all students

reported their race or ethnicity

when they took the exam. Future

administrations of AIMS may

offer more opportunities for

explaining the disparities we

have noted.

Writing

From the results of the 2001 AIMS

Writing Assessment, we found

patterns similar to the AIMS

reading portion.  In third grade,

56% of Latino students “met” the

Writing standard.    Fifty-seven

percent of Black,

64% of Asian, and 67% of non-

Hispanic White students (a 10%

gap), “met” the standards

(Table 11).  In the fifth grade,

the gap between Latino stu-

dents and others in “meeting”

the standards widens, and the

percentage of successful

students was smaller.  Only

Source:
Arizona Department of Education, 2002.

Table 9
AIMS Reading Assessment, Grade 5
Arizona students performance for year 2001.
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Table 10
AIMS Reading Assessment, Grade 8
Arizona students performance for year 2001.
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31% of Latino fifth graders “met” the standards, compared with 49% of

non-Hispanic White, 45% of Asian, and 35% of Black fifth graders  (Table

12).  Only single-digits of eighth graders “exceeded” the Writing stan-

dards of AIMS in 2001.  In a classic example of accumulating deficits, we

find that only 3% of non-Hispanic White, 7% of Asian, and 1% each of

Black and Latino eighth graders “exceeded” the Writing standards.

Less than one-quarter of Latino students (24%) “met” the eighth-

grade Writing standards, while three times  that percentage (75%) of

Latino eighth graders “ap-

proached” or “fell far below” those

standards (Table 13).  Eighth

graders in 2001 were prepared

differently for the assessment

when they were in third grade than

were today’s third graders.  We

look forward to seeing how the

third graders of 2001 perform

when they reach eighth grade and

beyond.  These students will face

the high-school years with a

decided inability to write.  The

avenue to failure—especially in the

English language arts—is now

being established.

Mathematics
As was seen with the AIMS Read-

ing and Writing sections, we again

see a similar pattern in the 2001

AIMS Mathematics Assessment.

Latino third, fifth, and eighth

graders are over-represented in the

lower range of scores and under-

represented in the higher range.

Some 21% of Latino third grader

students “fell far below” standard

while only 7% of non-Hispanic

White third graders performed at

Source:
Arizona Department of Education, 2002.

Table 11
AIMS Writing Assessment, Grade 3
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Table 12
AIMS Writing Assessment, Grade 5
Arizona students performance for years 2001.
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that level.  At the other end of the scale, 12% of Latino students “ex-

ceeded” the standard, as did 32% of non-Hispanic White students (Table

14).  At the fifth-grade level, 75% of Latino children “fell far below” or

“approached” the standard, leaving only 25% who “met” or “exceeded” it

(Table 15).  In eighth grade, only 6% of Latino students “met” or “ex-

ceeded” the standard (Table 16).  As with the Reading and Writing Assess-

ments, the reasons for such poor performance among 8th graders are diffi-

cult to pinpoint with accuracy.

Doubtless, there are several causes

and effects at work here, not the

least of which is that deficits of

this type have a tendency to

accumulate. They start building

early and simply “snowball” as

the children get older.  An

alternative explanation is that the

schools have more trouble

educating older students than

they do younger ones for a

variety of complex social rea-

sons, or that students are simply

becoming more frustrated.  As

we track the progress of younger

children through the educational

pipeline and as the instrumenta-

tion becomes more sophisti-

cated, we may be better able to

identify other reasons for the

poor performance of eighth

graders in 2001.

The patterns evident in the NAEP

data are replicated in AIMS.  No

matter the assessment and

regardless of the subject area—

reading, writing, science or math-

ematics—non-Hispanic White and

Asian students predominate at the

Source:
Arizona Department of Education, 2002.

Table 13
AIMS Writing Assessment, Grade 8
Arizona students performance for years 2001.
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Table 14
AIMS Mathematics Assessment, Grade 3
Arizona students performance for years 2001.
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upper end of the scale.  Dismally grouped at the lower end of the scale, we

see Latino and other students of color, notably Native Americans and

African Americans.  There is no evidence that Latino and other students of

color are less able or work less diligently at meeting the standards. The

result, nonetheless, is that they do not ever catch up with their non-His-

panic White and Asian counterparts who never have lagged behind.  This

race begins early and the distances seem to increasingly widen as the

youngsters progress through the

grades.

Stanford Achieve-
ment Test, 9th Edition
(SAT-9)
Among education professionals,

the Stanford Achievement Test,

Ninth Edition (SAT-9) is known

as a norm-referenced test.  It

compares the performance of

Arizona students to a national

group that is presumed to be the

“norm” for others of similar age

and grade.  These scores place

an emphasis on percentile-rank

scores.  For example, a student

scoring at the 90th percentile is

scoring equally or better than

90% of all other students taking

the test.   The Normal Curve

Equivalent (NCE) is a statistical

device that educators sometimes

use.  It aligns with the percentile

ranges as follows:

Table 15
AIMS Mathematics Assessment, Grade 5
Arizona students performance for years 2001.

Source:
Arizona Department of Education, 2002.
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AIMS Mathematics Assessment, Grade 8
Arizona students performance for years 2001.

Source:
Arizona Department of Education, 2002.
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Latino students’ results are concentrated at the lower end of the scale

in the SAT-9.  From the data available, we can also compare Latino

students with each other.  Categories of these students include the

presence or absence of limited-English proficiency (LEP) and

migrancy, in addition to national origin, i.e., being Latino or Hispanic.

In this report, we use these terms interchangeably.

It is important to note here that, although we use the label Latino  or

Hispanic interchangeably, it makes a difference what “kind” of Latino

the student is.  Latino students can be generations removed from

being a poverty-stricken non-speaker of English or being an immi-

grant.  Such students often perform differently than do Latino stu-

dents who are learning English, who are newcomers to the U.S., or

who are both.  Overall, and with few exceptions, Latino students

literate in English performed better in the SAT-9 than did their Latino

peers who were recent immigrants and were still in the process of

learning English (Tables 18, 19 and 20).  We should not be too

optimistic about these distinctions at these grade levels.  The highest

level of performance by Latino students in the SAT-9 clustered in the

lower half of the “average” range for all students, regardless of the

command of English.

Research literature indicates that being limited-English proficient places

Latino students at a disadvantage when taking tests that are written only in

Source:
Arizona Department of Education, 2002.

Table 17
Percentile Rank and NCE Equivalent, & Latino
Student Performance, 1998–2001: SAT-9
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Language
Math
Reading

English (García, 2001).  The data presented here tend

to mirror that research.  Nonetheless, Latino third graders demon-

strated a slight improvement from 1998 to 2001 (Table 18).  Perfor-

mance among fifth graders, especially in Reading, dropped in 2001,

and we see English learners continuing to struggle with developing

English-language literacy (Table 19).

Finally, Latino English-language learners performed better than

English-speaking Latinos in Reading, Mathematics and Language

sections of the SAT-9 in 2001 (Table 20).  This finding appears to run

counter to the general trends of other data and is worthy of more in-

depth research. It is likely that some degree of literacy carries over

from Spanish into English for those students who are literate in the

home language, but we found no data supporting this conclusion for

Arizona Latinos.

Table 18
SAT-9 Normal Curve Equivalent (NCE), Grade 3
Derived from Hispanic, Hispanic LEP, Hispanic Migrant, & Hispanic LEP Migrant  status, for
the years 1998 thru 2001.
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Arizona Hispanic-student perfor-

mance data, as reflected on

scores in NAEP, AIMS, and SAT-9,

indicate that Latino children enter

high school at a marked disad-

vantage with respect to academic

skills in English-language arts,

science, and mathematics.  From

these data, we see that they face

more difficulties than their non-

Hispanic White and Asian coun-

terparts at excelling in high

school.  As the gaps widen and

the academic deficits pile ever

higher, young Latinos may elect

to drop out of high school before

graduation.  In the next section,

we examine dropout statistics.

Table 20
SAT-9 Normal Curve Equivalent (NCE), Grade 8
Derived from Hispanic, Hispanic LEP, Hispanic Migrant, & Hispanic LEP
Migrant  status, for the years 1998 thru 2001.

Source:
Arizona Department of Education, 2002.
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Table 19
SAT-9 Normal Curve Equivalent (NCE), Grade 5
Derived from Hispanic, Hispanic LEP, Hispanic Migrant, & Hispanic
LEP Migrant  status, for the years 1998 thru 2001.

Source:
Arizona Department of Education, 2002.
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High School Graduation:
The Gateway to Contributing
Adulthood
High school offers the main gateway to higher education in the

United States.  Without a high-school diploma, it is difficult to attain a

university education and to enter a professional field of endeavor.

But completing high school is a serious challenge for students who

enter high school with an inadequate preparation acquired in el-

ementary and middle school.  For them, it is even more difficult to

meet the challenges of advanced subject matter like AP English,

mathematics, or the sciences.  For these students in Arizona, as in

other states, there is little support to help them catch up.  As one

student put it, “You get so angry.  [The teacher says] Why can’t you

guys keep up? They put it all on us. Read the material.  But the stu-

dents slip; they go lower and slower. Many teachers just pass them

whether they learned anything or not.  They don’t want to really teach

them or take the time to help in the first place.” (“What they are

saying,” May 10, 2002).

Too many Latino students fit this profile:  Either they demonstrate partial

understanding and can apply only some of the skills that are essential for

good school work, or they show little evidence of the prerequisite skills to

approach the standards that are

set up for them by policy makers

who have little understanding of

what happens in school.  Many

Latinos and Latinas enter high

school struggling to stay afloat

academically and many require

considerable help in the basic

skills essential to handle chal-

lenging work at grade level.

However, many also come to

school ready to learn, but are

uncomfortable about demon-

strating what they already know

or want to learn.  Says one
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student, “You know the answer, but you can’t act too smart.  People would

look at you, wouldn’t talk to you, say ‘Go sit with the nerds.’” (“What they

are saying,” May 10, 2002). To hear the students tell it, there is little support

for achieving, either from teachers or from peers.

Latino Families and the High School Experience
An often-overlooked aspect of high school for adolescents is the

existence, in the family, of social support and educational experi-

ence, that encourages teenagers to set and aspire to higher educa-

tional goals and, to even stay in school.  Adolescents often look to

peers and others as role models to emulate.  Often, the parents have

not been through high school and thus, cannot provide the role

modeling and guidance that is needed.  For many young Latinos, this

pool of adult social support is rather limited, because both propor-

tionally and in actual numbers, fewer Latino adults than non-Hispanic

White adults have high-school diplomas.  Peer pressures, on the

other hand, are relentless.  Consequently, many Latino parents are

inexperienced with the complexities of American adolescent life, in

general, and with the culture of high schools, in particular.  Their

children, who are in “the belly of the beast,” need a powerful support

system among family and com-

munity to help them negotiate the

experiences of adolescence,

American lifestyles, and high

school.  Often, they cannot get this

support and their aspirations

wither on the vine.  One metro-

Phoenix student says:  “I asked to

be tutored after school and they

told me to pay [more] attention in

class.  I had no friends.  A lot of my

friends already dropped out.  They

hate school” (“What they are

saying,” May 10, 2002).  For this

group, dropping out is neither

difficult nor traumatic.
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For this group,

dropping out is

neither difficult nor trau-

matic.

In 2000, a little more than half the young Latinos in Arizona who were

18 years of age or older had completed high school (Table 21).

Among non-Hispanic White adults 18 years old or more, nearly all

had done so.  This pattern is common in states where there are large

concentrations of Latinos, such as California, Colorado, Florida,

Illinois, New York, Pennsylvania, and Texas.  Arizona follows the same

pattern (Table 22).  It should be noted, however, that this figure

cannot be equated with a dropout rate of 50%, since some of these

young persons came to the U.S. without a high-school education and

had never actually enrolled in a high school here.  In the strictest

sense, these persons cannot be considered to be dropouts since they

were never enrolled in the first place.  Nonetheless, these dropout

rates are comparable to those of other disenfranchised groups:

Native Americans, African Americans, and Appalachian Whites.

Dropping Out

One method some Latino students use to escape the pressure

brought about by being academically under-prepared and inability

to get help from families that are under-experienced with American

high schools, is to give up; i.e., to drop out.  Over the last seven

years, the Latino dropout rate for Arizona high schools, has hovered

at approximately twice that of non-Hispanic White and Asian teenag-

ers (Table 23).  More than 32%

of Latino students who started

high school in 1996 did not

graduate in 2000 (Owin, 2002).

Even under terrible odds and

the distorting impact on statis-

tics by immigration, roughly the

same proportion of Hispanic

young  people is dropping out

today as was true earlier.  In the

dropout data for the 2000/2001

school year, the Arizona Depart-

ment of Education reported that

there were 2,282 more Latino

dropouts than there were non-

Hispanic White dropouts from

19992000
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Source:
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grades 7 through 12 in 2000/2001 (Table 22).  As the number of

Hispanics continues to grow and become an increasingly larger

proportion of Arizona’s population,

the effects of the large dropout

numbers are likely to multiply and

become more hindering, not only

for Latinos attempting to enter the

workforce, but for Arizona’s

overall economic health.

In the years 2000/2001, nearly

45% of all dropouts, grades 7–12,

were Latino, although Latinos

represented only 31.6% of the

total grades 7–12 enrollment.

Despite a slight improvement in

the Latino dropout rate between

1999/2000 and 2000/2001 (down

about 1% overall), the dropout

rate remains stubbornly high.

There would have to be an

improvement of at least twice

that rate if Latino students are to

approach the same levels as

non-Hispanic White students

(the only other population group

of comparable size) in Arizona.

The loss of any high-school

student before graduation —

Latinos or otherwise — is the loss

of human potential.  It is almost a

guarantee that the young person

in question will find it difficult to

form a family and raise children

successfully.  This loss carries

huge economic, political, and

social cost for the state of

Arizona.  These are costs that we

Source:
Arizona Department of Education, 2002

Table 23
Latino high school dropouts
Arizona students data for years 1994 through 2001.
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are only now beginning to realize.  Arizona’s schools are hemorrhaging

about 11,000 Latino students every year (González, 2002b) into the

dropout pool.

According to Loui Olivas, “The higher your educational attainment,

the more money you make, the more taxes you pay, the higher your

standard of living, the higher is the likelihood that you will be in-

volved politically and in your community” (González, 2002, May 17).

A recent study on the impact of Arizona’s dropout problem, commis-

sioned by the Arizona Minority Education Policy Analysis Center

(Arizona Minority Education Policy Analysis Center, 2002), indicates

that the dropout problem in Arizona has severe economic effects

(Morrison Institute, 2001).  “The long-term cost amounts to $159

million annually in lost personal income and $47.7 million in lost

state taxes because graduates have higher earning potential”

(González, 2002, May 17).  Forty-four percent of the high-school

dropout problem is attributable to Latinos; 38% percent of it is a

White experience, and the Native American, African American, and

Asian sectors of our community

also account for the remaining

10%, 6%, and 1%, respectively

(Table 25).

Because of their disproportion-

ately high representation among

dropouts and their dispropor-

tionately low representation

among high school graduates in

the state, it follows that we can

then expect a disproportionately

lower representation of Latinos

in higher education.   The statis-

tics bear that out. In the next

section, we describe, in greater

detail, the condition of Hispanic

education in higher education.

Table 25
Each group’s contribution to
Arizona’s high-school dropout problem
Arizona students performance for years 2000, 2001.
(Percentage is based on the ratio of number of dropouts
within each group against total 7–12 enrollment.)

Source:
Arizona Department of Education, 2002
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The lag in the

development

of a larger pool of

Latinos in education,

criminal justice, and

nursing, has had a

profound effect on the

capacity of schools

and healthcare institu-

tions to educate Latino

children and provide

culturally proficient

police service and

medical care for

Latinos.

Going to College: The Pathway
to Careers, Civic Participation,
and Service to Communities
In previous waves of immigration, the sons and daughters of newcom-

ers rarely went to college.  When they did, they sought to become

teachers, nurses, social workers, and to work in other helping profes-

sions.  Their grandchildren went on to pursue other, more prestigious

careers, such as medicine and law.  More recently, additional options

have become available for first-generation college attendees.  But

this opening of opportunities in other fields has not yet become well

established. The children of Hispanic immigrants continue to enter

the so-called “helping professions” much more than they enter others

and there is greater economic pressure for more of them to do so.

The result has been a minimal representation of young Latinos in

professional fields such as medicine, law, architecture, the arts, and

other high-prestige areas.  Oddly, there are few Latinos and Latinas

pursuing baccalaureate degrees in nursing, a field in which one

would expect to see much more participation.

Even teaching, a favored profession among Latinos, does not show

high numbers of Latinos enrolled.  The lag in the development of a

larger pool of Latinos in education, criminal justice, and nursing, has

had a profound effect on the capacity of schools and healthcare

institutions to educate Latino children and provide culturally profi-

cient police service and medical care for Latinos.  The lag in partici-

pation in these and other professions has been developing for a long

time, and it is not likely to end soon.  The results are clear:  Latino

children do not have sufficient role models to emulate in the schools.

School, police, and medical administrators find it difficult to resolve

obstacles between the professionals who work for them and the

Hispanic public, patients, and students they serve.  Police and Latinos

often clash.  For numerous reasons, many Latino students with the

potential to succeed in college never have the opportunity to help fill

these gaps because they never complete high school or do so with

inadequate academic skills.



30

College Graduates in Latino Families
Effective parental support and encouragement for Latino students to

stay in school and go to college is difficult to come by in Latino

families, where many members have not attended college or even

graduated from high school.  At present, less than 6% of Arizona’s

Latino adults, 18 years old and older, have earned a Bachelor’s

degree or higher.  That proportion represents a 1.6% decline  from

the previous year (Table 26).  The problem is similar in other states

with high concentrations of Latinos and other people of color.  In

Arizona, over 29% of non-Hispanic White adults over 18 years of age

had bachelor’s degrees in the years 1999 and 2000.  Only 5.6% of

Latinos had one in 2000, and 7.2% in 1999.

Latino Representation on College Campuses

Many more Latinos are attending community colleges and universi-

ties today than ever before.   Despite this increase, the demographics

of the college faculties in Arizona have remained relatively un-

changed for decades.  A rather large disparity exists between the

numbers of Latino students in U.S. schools and the numbers of Latino

teachers to educate them (Yasin & Albert, 1999).  A common com-

plaint often heard among Latino students is that their teachers don’t

understand them.  Coinciden-

tally, we hear professors say that

today’s students are less able.

We feel it is vitally important

that larger numbers of Latino

college students graduate, so

that larger numbers of them will

qualify to teach in K-12 class-

rooms as well as in colleges and

universities.  We are finding that

“teachers of color bring with

them an inherent understanding

of the backgrounds, attitudes,

and experiences of students

from [their respective] groups

and therefore can help inform

Table 26
Percentage of Arizona’s Hispanic
college graduates
Arizona Hispanics, age 18 years or older who have a
bachelor’s degree or greater, years 1991 through 2000.

Source:
U.S. Census, 2002

5.6%

7.2% 7.1%
7.4%

8.6% 8.7%

7.2%

5.9%

9.2%

2000 1999 1998 1997 1996 1995 1994 1993 1991
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majority teachers on effective ways and means to communicate with

students of color” (Lewis, 1996).

The presence of Latino teachers in positions of authority in schools

and colleges also provides majority students with important experi-

ences in relating to Latino adults and ensures that all students

encounter teachers who understand their language and cultural

background.  Arizona State University is a case in point:  During the

Fall, 1999 term, 16.4% of support and maintenance workers; 11.0% of

undergraduates; and 7.1% of graduate students were Latino, con-

trasted with only 6.6% of the faculty who were Latino (Table 27).  In

considering these data, Latino students are twice as likely to meet

cafeteria workers or custodians who are Latino than they are to meet

a Latino faculty member.

Though the proportion of Latino faculty on college campuses in

 Arizona is on the rise, their growth has been slow and will continue

to be so.  Even at ASU, where special steps are taken to recruit and

retain Latino students and faculty, this slow growth rate in Latino

faculty is seen.  This is a subtle, but potentially pernicious situation

for potential students and for undergraduates.  It may send an

unintended message that Latino scholars are not welcome, or that

Latinos do not “have what it takes” to function in this capacity.  Not

only is this unfortunate for Latinos; it is equally unfortunate for

members of other racial and ethnic groups who do not have the

opportunity to observe Latinos in these roles and to learn more

about their relative views on important subjects.

In 2000/2001 31% of grade 7–12 students in Arizona were Latinos.

Nineteen percent of community college students in the state were

Latinos, but only eleven percent of the students in Arizona’s public

universities were Latinos (Table 28).  The decrease in numbers of

Latinos from one level of education to the next is staggering.

In short, Latino students’ progress through the educational pipeline

is analogous to a substance flowing through a funnel that narrows at

every stage.  Unlike most funnels, whose purpose is to ensure that all

contents reach the same destination, this funnel constricts the flow,
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causing an overflow.  Many Latinos never reach the next level,  whether that

be a high-school diploma or a college degree.  In any  event, it is a guaran-

tee that Latinos in this state will never have the same opportunities in the

workplace or in civic life, as do other groups in the state.  For Arizona, it is a

deterrent to building healthy communities and a vibrant economy.

Table 27
Snapshot of the problem: 1998–2000.

Compiled by Southwest Center for Education Equity and Language Diversity, 2002

Number Percent Latino

People

General Population
Source: U.S. Census Bureau, May 2001

5,130,632 25.3%

Enrollment Count, gr. 7-12, 2002-2001
Source:Arizona Department of Education

   451,360 31.6%

Students in Community Colleges, 2000-2001
Source: State Board of Directors for Community
Colleges of Arizona

   174,632 19%

Students in Public Universities, Fall 2000
Source: ASU, NAU Office of Planning and
Institutional Research, UA Decision and Planning
Support

   104,691 11%

Faculty at ASU (all campuses; 50% or more
FTE),Fall 2000
Source: ASU Office of Institutional Analysis

          133 6.6%

Faculty at NAU (all campuses; Full-time.
Tenure-track. Excludes department heads),
Fall 2000
Source:Northern Arizona University Office of
Planning and Institutional Research, 2002

          30 4.3%

Faculty at UA (all campuses; Full-time.
Tenure-track. Excludes administrators at
Dean level of higher.) Fall 2000
Source: University of Arizona, Decision and
Planning Support

          69 4.5%

Credentials

High School Graduates (al end of 4 years),
Cohort class of 2000.
Source: Arizona Department of Education

     40,911 24.1%

Baccalaureates, 2000-2001
Source: ASU Main Campus, Office of Institutional
Analysis, NAU Office of Planning and Institutional
Research, UA Decision and Planning Support

    14, 074 11.3%

Graduate Degrees, 2000-2001
Source: ASU Main Campus, Office of Institutional
Analysis, NAU Office of Planning and Institutional
Research, UA Decision and Planning Support

      6,500 7.6%
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What the Numbers Mean
The statistics derived from test scores, dropout rates, college atten-

dance, and representation in classes and on faculties, are clear

indicators that Latinos in Arizona are not full participants in the benefits

of this society, and they are prevented from contributing to this society in

more meaningful ways.  What the data do not indicate is the complex

array of reasons—many already well known to us—that provide the

foundation for this dismal state of affairs.  In the concluding pages of this

report, we summarize a number of these reasons and what we should do

about them.

The Latino educational situation in Arizona is not unlike that of other

marginalized populations, such as Appalachian Whites, urban African

Americans, and Native Americans.  Hence, the typical explanations for

Latinos’ poor performance in school that center on the use of the home

language and culture are not sufficient explanations of Latino students’

educational attainment.  A more comprehensive approach — one that

includes and reaches beyond the language and culture issues —is

required.

There is an important body of qualitative data — data that cannot be

easily portrayed in a graph — that suggests that the price of exclud-

ing a child’s home language and culture from the school’s program is

very high.  Such evidence, when considered in conjunction with

statistical data such as we present in this report, suggests there are more

complex explanations for the gaps we have noted.  It is axiomatic that all

students, rich and poor, minority and majority, must feel connected to the

culture of the schools.  It can do no good for young Latinos and their

families to see themselves consistently near or “at the bottom” in almost all

measures and assessments and to see their home language systematically

excluded.  It becomes very easy for them to feel inferior when the overall

performance of their group is consistently judged to be below par.  When

we take an approach that seeks to replace and substitute, the education

system, unwittingly or otherwise, may be ensuring that the Latino popula-

tion stays at these levels (Valenzuela, 1999).
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Eugene García, Dean of Education at ASU, has noted that when asked

if education is important, Latino parents will invariably say yes.

However, when asked, “What’s important about it?” and “How do you

get it?” some parents cannot articulate a clear response.  One likely

reason may be because many Latino parents have also had the

experience of not being successful in American schools.  Many may

not have attended school in the U.S. at all, and many others were

dropouts in a prior generation.  Consequently, they have not figured

out how to help their children succeed and do not understand fully

how the schools (and their culture) function (González, 2002, May 19).

From all indications, public education in the U.S. does not work well

for poor people.  Since a high proportion of Latino families are poor,

we can assume that the values that prevail among the poor also play a

role in Latino family life.  To many immigrants from Mexico, (who

comprise the majority of Arizona’s Latino immigrant population), a

sixth- or eighth-grade education is all that is expected, because a

sixth grade education was all that was possible in rural areas of their

homeland.  In rural Mexico, an eighth-grade education is all that is

required for many jobs and the preparational degree, roughly equiva-

lent to a high-school diploma here, is worth much more in the job

market there.  Without a better understanding of the American

economic scene, the result is acceptance of low expectations by such

families.  It is not that they do not value education; we feel their

understanding of how much education is needed here, is inaccurate.

It appears many Latino families do not know that there is a different

set of educational requirements in the United States from what there

may have been in the small towns whence they came.  But, whose job

is it to ensure that families–all families–understand fully that higher

levels of education are needed?  The answer to this question has not

yet  become clear.

Instead of helping Latino families adjust their expectations, U.S.

educators may (too often) take the easier route of assuming that

Latino students’ expectations of themselves are related to low ability.

Educators may attempt to help their students by lowering their own

standards for the level of schoolwork they will consider acceptable

(González, 2002, May 19).  Low expectations may also be the result of
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the system’s inability to admit that the factory-model-design of high

schools has outlived its usefulness.  It may well be that, to serve

diverse communities, the schools themselves must become diverse.

This problem is at its worst in our high schools.

In other investigations, we find that much education research,

money, and time have been spent on early childhood and primary

education, but relatively little attention has been paid to similar

issues at the high-school level.  “We’ve written kids off as hopeless,

once they enter adolescence.” (Orfield, as reported in Kossan, 2002).

When we ask Latino students and their families to adapt to the

American high school, we need to simultaneously insist that the high

schools review their own curricula, instructional practices, and the

values of their culture in order to meet the needs of today’s diverse

youth — one in which Hispanics form an important and an increas-

ingly large sector.

The education of Latino children and youth is not a temporary prob-

lem that will go away on its own.  What is needed is a comprehensive

approach that includes many actors and coordinates multiple strate-

gies, rather than relying strictly on a single, special program or

intervention that focuses on only a part of the problem.  For example,

implementing a tutoring program to improve Latino students’ En-

glish-language literacy might be part of a larger program that in-

cludes a family literacy component.  This might lead to incorporating

changes in policy – at P-12 and in higher education – that make a

larger financial commitment to help school people work better with

Latino students.  This, in turn, might lead to more Latino students

becoming education and allied health professionals.

In the past, policymakers and others interested in improving Latino

education have taken an approach that places the burden of change

on these trusting souls who, in actuality, are the “victims.”  The lan-

guage and culture of the student, if not English-speaking and main-

stream “American,” have been treated as pathologies.  Strategies to

improve Latino students’ performance in school have, in effect,

sought to “cure” the student of his or her language and culture.  To

take this approach is neither necessary nor is it helpful.  It sends a
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negative message to students and families alike:  namely, to “edu-

cate” you, we must strip you of your home language and culture.  Only

those of you who become monolingual (in English, of course) can

expect to succeed.  However, if we shift the paradigm from language

and culture per se and focus on the importance of differences be-

tween school and Latino home and family, and we devise strategies to

involve the student’s language and cultural assets in negotiating the

educational system, we come much closer to finding a solution to the

problem that is nearer its source.  Only when we make this shift, do we

stand a greater chance of resolving the issue at its root.  We must

stress, however, that language and cultural differences are not the only

problems, but they most certainly are important.

Most educators would agree that these data are not indicators of

deficiencies of the Latino community or of the potential of Latino

students.  Nor are they deficiencies that the Latino community must

fix, to gain acceptance into the mainstream.  These data are, more

accurately, barometers of our community’s lack of access to the

schools that it needs.  Everyone in the community, not just Latinos,

stand a lot to lose—economically, socially, morally, and ethically—

if we do not change how Latino students experience education in this

state.

Part of a society’s duties is to decide what is acceptable for everyone.

Is it acceptable that 70–75% of all students consistently “meet” or

“exceed” certain standards of performance, when 25–30% do not?  Is

it acceptable that the proportion that does not will become larger if

our society does not address Latino educational issues?  Is it “all

right” that 60–80% of certain segments of our community “fall far

below” or “approach” meeting most standards of performance, and

these segments promise to grow over time?  Is it acceptable that the

high-school dropout rate for Latino students — at 14.3% in 2000-2001

— is over twice that of non-Hispanic White students, because the rate

is one or two percentage points lower than it was the year before?

These questions beg for answers and they cannot be avoided in our

public policy conversations.
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It is obvious that the Latino population constitutes the largest block of

educational “have-nots” in the state.  Latinos are over-represented in

every negative measure, and under-represented in every positive one.

Latinos already embody the largest minority among high-school

graduates in Arizona.  During the next decade, they will become the

majority in Arizona schools.  According to the U.S. Census Bureau

(2001), at least 1.29 million Latinos now live in Arizona.  By the year

2025, a projected 2.07 million Latinos will reside here.  It is imperative

that the condition of Latino education in Arizona improves.  Otherwise,

everyone will be less able to enjoy a high standard of living in the

coming decades.  Our state’s ability to attract businesses and foster

economic growth will be impeded by a severe lack of skilled workers

and an overburdened social-welfare system, if we continue to under-

value and under-educate this important component of our population.

Judging by their past, it seems that the schools, working alone, will not

be able to solve this dilemma.  The problem has become too large for

only one set of its people to resolve.  Schools and school people tend

to be inwardly oriented rather than being oriented to the communities

they serve.  We feel this task is too complex and multi-faceted to

merely “plop” on the doorstep of the schoolhouse.  To improve educa-

tion for Latino students, parents and school people must collaborate

with other community elements in shaping new education policy.  They

must form alliances with those organizations that involve the parents

and other adults in the lives of these children, not merely the children

themselves.  What must happen, in effect, is that the schools join with

others to reach the hearth, the place where children and their families

learn about the relationships they should have with their social and

cultural institutions that affect their lives.  This re-shaped system must

have the organizational and institutional capacity to ensure that all

students, Latino and otherwise, have equitable educational experi-

ences.  Sometimes, each segment will reach within itself; sometimes

each segment will join with other segments of the broader community

to carry out a specific mission such as mentoring, or teaching students

how to use time more wisely, or how to resolve interpersonal conflicts.

Not all segments will be at work at the same time or on the same task.

But all tasks will be necessary and important ones.  There are many

ways to meet the need for collaboration and community engagement.
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All involve reaching out beyond the school and employing a commu-

nity-based approach.

When we focus on experiential differences as a source of Latino

students’ continued dismal academic performance in school and in

college, it follows, logically, that providing experiences to mitigate

those differences will also serve to improve Latino students’ aca-

demic achievement in school and in college.  An example of this is

Metro-Phoenix ENLACE, a community-engagement partnership that

involves seven community-based organizations, corporations, school

districts, Arizona State University, and the Maricopa County Commu-

nity College District.  ENLACE is one example of this approach; there

may be others that work equally well.  Through efforts of this type,

Latino young people, from elementary school through college will

benefit from experiences that fill the experiential gap that may now

exist in their respective families and communities.

Improving the condition of Hispanic education in Arizona will re-

quire the will and wherewithal of Latinos and other community

members in collaboration with each other: businesses, churches,

government agencies, etc.  It will require self-examination of all

participants in the educational enterprise — both within and outside

of the Latino community.  This self-exam should help determine the

resources and needs we are hoping to match.  Nothing short of

changing “the way we do business” in education institutions may be

needed.  There are many ways to work together.  What is imperative

is that we do work together and, at the same time, we hold schools

and school people accountable for doing the best work possible.

To aspire to high standards is appropriate when everyone has

appropriate support and resources to learn.  To aspire to high

standards without changing the mechanisms and patterns of how we

work is folly.  As we learn to work together in new ways, things might

not always go smoothly.  But, this necessary process will ensure that

future generations of Arizonans, Latino and otherwise, will lead

better and more productive lives.  There is no more “we” or “they.”

There is only “us.”
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