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Tracking Identity: Academic Performance and Ethnic
Identity among Ecuadorian Immigrant Teenagers
in Madrid

JEDIFER LOICI
Dominican LniLersity of California

This article examines Ecuadorian students’ attempts to contest immigrant stereotypes and
redefine their social identities in Madrid, Spain. | argue that academic tracking plays a piLotal
role

in thetrajectory of students’ emergent ethnic identity. To illustrate this process, | focus on
students ['ho abandon their academic and professional ambitions as they are tracked into lol -
achieling class-rooms, and in the process participate in social and cultural practices that reify
dominant stereotypes of Latino immigrants. [academic tracking, identity, immigration, ethnicity,
SpainlJ

Seleral decades of scholarship hale documented the adLerse impact of academic tracking

in schools for students placed in lo[I-ability classes. The policy of separating students by
achieement or perceiled ability, [hile distinctly adantageous for students in adLanced tracks,
systematically doletails [Jith inferior pedagogy, restricted educational opportunities, and lo[]
self-esteem for others (Lraddock and Slalin 111 Jamoran and [erends 1.8 [lamoran et al.
1995; Oakes 2005). Furthermore, there is frequently a troubling correlation of students’
academic track and their racial or ethnic background, [1hich has prompted in[estigations of the
ways in which race and ethnicity play into teachers’ e[ pectations for educational performance
and thereby affect students’ educational out- comes oler the long term ([raddock 18 Lucas
and [erends 2002 T Jakes 11T Tlakes and [uiton 177). A grolling body of ethnographic
research has sharpened our understanding of this process considerably by illuminating ho!’
underrepresented minority students negotiate ethnic and racial stereotypes as they construct
historically and geographically specific identities in schools (Akom 2007 T Lei 20077 Mehan et al.
1001 asir et al. 20001 Stritikus and [Iguyen 20001 11 ortham et al. 2000).

In this article, | elplore the relationship of academic tracking and ethnic identity in my
ethnographic [ork [ith [Jorking-class Ecuadorian students in Madrid, Spain. My argument is
that Ecuadorian students are “tracked” in the Spanish educational system both academically
and socially. That is, despite the fact that academic tracking is against official educational policy
in Spain, many Ecuadorian immigrant students are placed in lo[1-ability classes that restrict their
educational and socioeconomic horizons oler the long term. At the same time, these
classrooms hale become sites at [Jhich students participate in social and cultural practices that
reify elisting immigrant stereotypes. [1 hat stands out in this ethnographic eCample is that
educational policies and practices played a pirotal role in the emergent ethnic identity of
students’ attempting to redefine their social identity in Madrid but being “tracked” in the Spanish
educational system.



To illustrate the close interconnection of academic tracking and the formation of Latino identity
in Spain, | prolide tllo case el amples of students [Tho el emplify a common process occurring
among Ecuadorian immigrant teenagers making concerted efforts to succeed in the Spanish
educational system Lith the goal of later pursuing professional careers. | found that
academically ambitious Ecuadorian students are particularly sensiti’e to the (often derogatory)
distinctions betJeen Latino and Spanish students fre[uently made by their teachers and peers
and Cery allare of the potential of those stereotypes to hale a detrimental effect on their
educational and professional opportunities ol er the long. term. Indeed, many Ecuadorian
teenagers make impressile efforts to contest not only [Jhether stereotypes of Latinos in Spain
apply to them but also [hether the stereotypes hal e any legitimacy at all. Despite these efforts,
students [ho are tracked into loJ-ability classes typically undergo a dramatic transformation in
their attempts to redefine their social identity in Madrid. For most Ecuadorian teenagers, their
placement in lol -ability classes deflates their ambitions for future academic and professional
success, Uhich effectiLely undermines their ability to contest dominant education and class-
based Latino stereotypes. Compounding this, their friendships and acl uaintances (lith their
peers become limited to other students in these classes, [hich are nolJ predominantly made up
of other Latin American immigrants at the schools they attend. Faced Lith the prospect of social
isolation if they refuse, most are compelled to participate in practices that not only identify them
as Latino immigrants in Madrid but also perpetuate the Lery stereotypes they once challenged.

My study dralls from framellorks that theorize social identities as emergent through social and
cultural practices situated in elisting poller relations (Uourdieu 1 Cutler 1000 0all 10000
[olland and Lale 2001). From this perspectile, a stable and coherent ethnic identity is not an
inherent characteristic of a student, but formed in historically and geographically specific
contelts through recognizable, repeatable behaliors. Thus, elen though it may appear that
ethnic and racial categories are natural distinctions that elist in schools, students must
continually embody these identities through practice. Ethnic and racial identities are therefore
allJays in a process of formation, neler [1holly complete, and continually redefined through the
repetition of bodily acts. At the same time, holleler, elisting poler-laden stereotypes and
normati’ e ideals regulate the practices that constitute social identities by defining the limits of
anticipated and acceptable beharliors.

Ethnographic research in the field of education has documented students’ efforts to redefine
their ethnic and racial identities in the face of dominant stereotypes that can undermine their
ability to succeed in school. Moreol er, recent [Jork el ploring the formation of immigrant
identities suggests that areas of nel] migration lack long-standing immigrant stereotypes and
“allow more flexible and sometimes more hopeful immigrant identities” (Wortham et al.

2000t 81). To a certain degree, this is the case in Madrid, [ lhere Ecuadorian students are
members of a relatiCely nel] immigrant group and enjoy a certain degree of latitude to challenge
elisting Latino stereotypes—particularly in comparison to most immigrant students from Latin
America in the [nited States. In effect, it is precisely because many Ecuadorian immigrant
students are acti’ely contesting hegemonic categories of ethnic difference in contemporary
Spanish society that the role of educational policies and practices in the emergent ethnic identity
of the students is particularly salient. (et in the case elamples presented belo(], the eltent to



Uhich Ecuadorian immigrant students [ere able to redefine their social identities hinged on their
ability to succeed in the Spanish educational system. That is, regardless of the possibilities for
constructing nelJ social identities, Ecuadorian students [Jere nelertheless forced to negotiate
educational policies and practices that constrained their ability to act as they took up positions in
social netlJorks and participated in corresponding social and cultural practices that constituted
their ethnic identity. For this reason, | argue that academic tracking not only had profound
effects on students’ future educational and professional possibilities but also that Spanish
educational policies and practices tracked the trajectory of students’ emergent ethnic identity.

In Uhat follol's, | first prolide an ol erliel ! of the educational contelt of my study by el plaining
holl Spanish educational polices and practices lead to separate and une[_ual educational
possibilities for students, discussing the emergent academic achiel ement gap betleen Spanish
students and immigrant students in Spain, and outlining the underlying reasons for the lo[!
academic achieement of many Ecuadorian immigrant students. Second, | e(plain hol my
fieldJork site and research methods prolide the lens through [hich | trace the trajectory of an
emergent ethnic identity among immigrant teenagers. Third, | present common stereotypes of
Latinos that Ecuadorian immigrant students encounter Uhen they first arriCe in Madrid and
describe holl many Ecuadorian students attempted to contest these stereotypes and redefine
their social identity in Madrid. Finally, | eCamine the piLbtal role of academic tracking in the
process of ethnic identity formation among academically ambitious Ecuadorian teenagers.

[lcallemic [rackin(]in the Spanish [l ucational System

The Spanish Education Act of 1710 (Ley de [Irdenacil n [leneral del Sistema Educatil o, or

L SE) emphasized the right to free, public education for all children, first, by increasing
compulsory schooling from age 10/to 1(+—dilided into educacil n primaria (primary edu- cation)
for children [1to 12 years old, and educacil n secundaria obligatoria (obligatory secondary
education, or EST7) for children 12 to 1[7years old—and second, by recognizing the cultural
plurality (lithin Spanish schools and the need to adapt curriculum according to indilidual student
differences (Santos 1(171). [let [Thile a primary objecti’e of L[1T1SE [Tas to increase educational
el uity and el cellence for all students, Spanish teachers [ere generally not prepared to meet
the needs of an increasingly dil erse student population and some el en resented the change in
the student body to include less academically prepared students and immigrants (Jibson and
Carrasco 2000). Moreol er, a particularly drastic transformation in the student population
occurred after the passage of L[1T1SE in conjunction [Jith a sudden shift in immigration patterns
to Spain in the late 111 0s. In Madrid, the number of estudiantes el tranjeros (foreign students)
enrolled in schools— [lhere foreign students include both those [Tho immigrated and children of
immigrants [’ho do not hale Spanish nationality—jumped from less than 711,000 students in
1000 to almost 110,000 students in 2007} or 1[1percent of the student population in Madrid
(Conserjeria de Educaciln de la Comunidad de Madrid 2010).

The sudden change in the student population in the 101 0s contributed to an increased
separation of children according to lelel of academic performance and perceil ed ability—both
through educational policies that segregate children [ithin schools and by a dilision in the
Spanish educational system betleen public schools and publicly funded priCate schools



(concertados) that crosscuts these policies (Carrasco et al. 2000). After the Franco dictatorship,
prilate Catholic schools first began to receil e conciertos (contracts) from the state to eliminate
the high tuition at these schools and Luickly e[pand the languishing public school system. Many
nol] argue, holleLer, that concertados and public schools are separate and unelual educational
systems [Jith concertados (/-0 percent of schools at the compulsory lelel) serling primarily
middle and upper-class students Uhile public schools (L] percent) serle students from [orking-
class and immigrant families (approll [percent of schools are funded entirely through prilate
tuitionsee Jacott and Rico 200( 1 P rez Iriarte 20011 Poleda 200[). Among estudiantes
eltranjeros more than 80 percent attend public schools, and this number Clould be much higher
if only estudiantes el tranjeros from [Jorking-class families [lere considered since immigrant
students from the European [inion and other [LECD countries primarily attend concertados or
prilate schools (Jacott and Rico 2000). Moreoler, in some districts of Madrid estudiantes

el tranjeros are concentrated in specific public schools [There they constitute a majority (Lucas
200¢1).

There are seleral reasons Lhy the student populations at public schools and concertados are
segregated along class and ethnic lines. First, eLen though concertados cannot, by lal], charge
mandatory tuition, almost 100 percent of concertados demand some form of payment from
parents—usually betlleen 100-200 euros a month—for eltracurricular actilities that are
mandatory and included during the school day (Lucas 200(). Second, among the general public
there is a perception that concertados proLide a superior education to students and demand for
placement in a concertado is sometimes more than double the number of alailable places.
Concertados can therefore establish criteria for the selection of students and, although
regulated by the state, these criteria proLide some families Lith a significant adLantage for
acceptance (Jacott and Rico 2000). Furthermore, because concertados are allolled to reject
students because of o[ lelels of academic achielement or a history of disciplinary problems,
many students are el cluded from the concertado system. Finally, there is elidence that middle-
class Spanish families Cill pull their children out of the local public school if it perceiled to be an
institution ser’ing a high population of immigrant students and enroll them in a concertado
(Carrasco et al. 20001 1 Jarcia Castal o et al. 2008 Jacott and Rico 2001 P mies 2000).

In addition to the tlJo-tiered Spanish educational system that has contributed to a concentration
of estudiantes eltranjeros in certain public schools, many estudiantes el tranjeros are
segregated from their Spanish peers [lithin their schools because of educational policies and
practices that separate students according to academic achielement and perceiled ability—
either by placing students into official compensatoria (compensatory) and dilersificacil n
(dirersification) programs that offer remedial instruction outside of the mainstream classroom or
by creating grupos homogl ' heos (homogeneous groups) in different classrooms to facilitate
instruction. Compensatory classes are temporary placements that prolide intensire instruction
for students [Jorking at least t{Jo years belo[] grade lelel in language and mathematics, [Thile
dilersification classes utilize personalized and practical methods to support students at risk of
dropping out of EST1 during their final tTo years of compulsory schooling. In contrast, the
process of creating “homogeneous” groups of students according to level of academic
achielement for instruction in separate classrooms takes shape through [arious educational



policies and practices at different schools. Carrasco et al. (2000), for eCample, e[plain that at
one high school in [Jarcelona homogeneous grouping [las uncommon for re[uired courses in
the first and second year of ES[] but could already be obserled in electi’e classes. Ly the third
and fourth year of ESLI, holJeler, the school sorted students into perceiLed homogenous ability
groups and separated the groups into classes labeled “A,” “B,” “C,” and “D,” with one class,
comprised almost e clusilely of Spanish students, identified as being destinados (destined) to
pursue further study in the [Jachillerato—e!l uilalent to 11th and 12th grades in the [1.S. system

and essentially rel uired for entrance to the unilersity.

In this study, | focus on the practice of separating children into different ability classes to
facilitate instruction. | found that, in effect, this practice leads to differentiated academic
trajectories for different students at the same school. [ hile the el act number of Spanish
secondary schools that practice homogeneous grouping is unknolin, one study relealed that
one in three high schools in Catalonia separate students according to academic achie_.ement or
perceiled ability, and this practice occurs elen more frel uently in schools [Jith high populations
of estudiantes eltranjeros (Ferrer et al. 2008, cited in Carrasco et al. 200L). Moreoler, a
grolling body of educational research in Spain indicates that [lhen this form of de facto tracking
occurs, estudiantes el tranjeros are more likely to be identified as lol]-achieling students
(Carrasco et al. 2001 Llibson and Carrasco 200 _Pmies 200L).

The oLerrepresentation of minority students in many lo-ability classes has deleloped Lithin
the contelt of an emerging and serious academic achieLement gap betlleen [orking-class
estudiantes eltranjeros and Spanish students (Colectilo lo[1200( 1 Defensor del Pueblo 20011
Gibson and Carrasco 2009). Since the Spanish Ministry of Education’s comprehensive annual
report on academic performance does not take into account the ethnic background of students
or differentiate betleen Spanish students, immigrant students, and the children of immigrants,
most studies inlestigating the academic performance of estudiantes eltranjeros hal'e combined
[ualitatiCe and [uantitatire methods and focused on specific geographic regions of Spain,
[orking-class immigrant populations, and selected schools [lithin a region. The data | collected
in Spanish secondary schools during my field(Jork aligns [Jith findings from studies indicating a
discrepancy betlleen the performance of [lorking-class estudiantes el tranjeros and their
Spanish classmates. Poleda et al. (2000, for efample, conducted t[o years of ethnographic
research (200~00) in one high school in Madrid [There close to 2(1percent of the student
population as comprised of estudiantes eltranjeros from Latin America—the majority from
Ecuador. The researchers prolide the e am results for students in the second year of ES[] to
illustrate the disparity in students’ levels of educational performance at the school: of the 48
students from Latin America in the second year of EST1 (out of a total of 12(7students) only [T
percent [lere promoted to the third year of ES[] in mainstream classes ([s. [1]percent of
Spanish students) [Thile (2 percent [lere recommended to alternati’e educational programs and
12.01percent [lere reluired to repeat the second year of ESI.

The multifaceted elplanations in the Spanish academic literature for this emerging academic
achielement gap parallel seleral findings from my field(Jork. First, late incorporation into the
Spanish educational system had direct consel uences for Ecuadorian students’ academic



performance. Seleral researchers hale pointed out that the le[el of academic content can [Lary
dramatically across different educational systems, lealing immigrant students unprepared to
meet grade le[el e[pectations in Spanish schools (Delpino [loicoechea 2001 Jarcia Castalo
et al. 2008). Spanish educational research has also sholIn that cultural differences betlleen the
Spanish educational system and the educational system in the student’s country of origin—
including the organization of school schedules and courselork, re[uirements for independent
learning and group [Jork, homellork el pectations, teaching methods, disciplinary measures,
student attitudes tolJard schooling, and forms of relationships bet/Jeen students, teachers and
parents—may compound academic difficulties (Delpino [Joicoechea 200 P mies 200L).

Second, Ecuadorian students’ current socioeconomic position in Spain and the common
perception that their families’ socioeconomic status had declined after immigration to Spain
were implicated in students’ beliefs about the Spanish educational system and behaviors in
school. Indeed, recent research conducted in Spain reLeals that the late incorporation of
immigrant students in the Spanish educational system is not a satisfactory e planation for
students’ academic difficulties. In a noteworthy ethnographic study conducted among 49
Moroccan students at one high school in a Larcelona neighborhood (11+2002), PLmies
(2000) found that the children of Moroccan families [ 1Tho had successfully entered the middle
class in Spain Lere typically successful in Spanish schools, [hile children from Moroccan
families [1ho had endured persistent economic difficulties and lited in [lorking-class
neighborhoods segregated from the majority Spanish population often struggled in Spanish
schools—regardless of the number of years of schooling the student had completed in the
Spanish school system or lelel of Spanish language fluency at the moment of incorporation in
the school system (see also Libson and Carrasco 200L, [Jho point out that Latin American
students from middle- and upper-class families typically el cel in Spanish schools). Moreoler,
the segregated liring conditions of the [Torking-class Moroccan families represented a lisible
form of lolJ social status to the children in these families. These students fre[uently concluded
that their families had not succeeded in increasing their socioeconomic position in society
through immigration and settlement in Spain, TThich compounded their pessimism about
education and contributed to oppositional behaliors tolJard schooling—elen [Then children
[lere born in Catalonia. Finally, P'mies found that students [lithout past el periences of
academic success in their families usually did not Cie[] the school as a [ay to facilitate social
mobility, but rather belieled Spanish schools only serled the majority Spanish population and
offered them limited opportunities.

Third, the results of my research are supported by se'eral studies highlighting under- lying
reasons [lithin the school itself that compound the educational struggles of estudiantes
eltranjeros. [Jibson and Carrasco (2000), for eCample, point out that traditional, teacher-centric
methodologies prelail in Spanish schools at the e[pense of actire and participatory learning
activities that could facilitate immigrant students’ access to the curriculum. Several researchers
have documented the detrimental effects of teachers’ negative stereotypes and low
expectations for immigrant students’ academic performance (Delpino Goicoechea 2001 arcla
Castal o et al. 2008 P 'mies 2000). [1thers hale considered ho(] peer pressure to conform to
an antischool culture can also influence students’ beliefs and behaviors toward their education



(Carrasco et al. 200" Pmies 2000). Finally, a grolling body of research has el[plored hol the
organizational structure of the Spanish educational system contributes to the academic
difficulties of estudiantes eltranjeros by creating ethnically segregated groups of students—Llith
different academic standards, teaching methods, and e[ pectations for success—both betJeen
schools in the same neighborhood and [Jithin schools serling dil erse student populations
(Carrasco et al. 2001 Jibson and Carrasco 200 _ P mies 2001 Ponferrada and Carrasco
2010).

Educational researchers hale not only documented holJ many of the conselluences commonly
associated [lith academic tracking contribute to the emerging academic achielement gap in
Spain (e.g., lollered academic achie_ement, higher drop-out rates, reduced educational
aspirations) but also elamined ho( ] academic tracking structures peer group relationships that
can ultimately have profound effects on students’ academic success or failure. Carrasco et al.
(200L), for eLample, found that Uhen stigmatized, lo[l- group Moroccan students at one
secondary school in Catalonia formed a negatil e [ie(] of themselles as students, they often
deleloped hostility tolJard their peers in high-ability groups (see also Ponferrada and Carrasco
2010). In addition, the internal segregation of students at the school and the stigma of being
identified as a lolJ-achieling student—in combination [Jith the olerrepresentation of Moroccan
students in remedial classes—limited the possibilities for intercultural relationships at the school
since fel] students could el pand their social netlJork beyond the loller-academic tracks.
Furthermore, lolJ-group group students’ alienation and exclusion from school contributed to
increased conflicts Lith teachers and the delelopment of an antischool culture. E[ually
important, Spanish researchers hale sholIn that the academic performance of minority students
Uho are meeting grade leLel e[pectations can also be destabilized as marginalization and
isolation in mainstream classes dril es some students to lo! ler their educational and
professional aspirations ([Tibson and Carrasco 2001 Ponferrada and Carrasco 2010) or yield to
peer pressure to participate in an oppositional, antischool culture (P mies 2000).

A recent inlestigation of academic tracking in Catalonia also considers hol the oler-
representation of estudiantes eltranjeros in lolJer academic tracks becomes implicated in
students’ social identities by reinforcing existing hierarchical positions occupied by minority
students in Spanish society. In this study, the researchers argue that Moroccan children ere
not simply recognized as students in need of remedial instruction, but rather, identified as being
lor1-achieving students: “En el IES una cosa era ir a refuerzo y otra ser un chico o chica de
refuerzo” [In the secondary school it [Jas one thing to go to a remedial class and another to be a
remedial student(Carrasco et al. 2001t10). [let in my field[Jork, a social identity as a lo[]-
achieling student [Jas not an identity that students necessarily brought [Jith them from Ecuador.
(o[, then, does a student placed in a lo[J-achieling class come to be a lolJ-achieling student!
And how do students’ conceptualizations of ethnic identity and difference become intertwined
Nith their perceptions of academic performancel’In the ethnographic elidence presented
belol], | e[plore these [uestions through a close e amination of the role of academic tracking in
the emergent Latino identity of [Jorking-class Ecuadorian students in Madrid.

[lesearch Site an( [ ethols



| conducted 1 months of ethnographic fieldJork in the [Jorking class and immigrant
neighborhoods of Ciudad Lineal district in Madrid betleen July 200Jand June 200.1
Ecuadorian Uomen first began to moLe to the southern neighborhoods of Ciudad Lineal in the
late 101 0s to [ork in the [Jealthy northern homes of the district, cooking, cleaning, or caring for
children and the elderly. In 200 Latin American immigrants constituted 12 percent of the total
population of Ciudad Lineal ([0 percent of immigrants liling in the district) [lith Ecuadorians
(10101°0) greatly outnumbering Colombians ([, [1'2), Perulians (1,8[1), [olilians (1,2(8), and
Dominicans (1,10 see El Ayuntamiento de Madrid 200L)).

The eltended period of time necessary for ethnographic research allolled me to trace the
trajectory of identity formation among immigrant teenagers and del elop close relationships
important for discussing intimate topics such as a person’s sense of belonging or feelings of
isolation. During three separate Lisits to Madrid, | conducted participant-obserCation and
interlielIs [lith Ecuadorian teenagers, their friends, families, teachers, and neighbors in homes,
schools, churches, neighborhood parks, plazas, nightclubs, restaurants, after-school programs,
and community centers. | befriended indiLidual families through my attendance at an immigrant
support group, participation in schools, [olunteer [lork at an after-school center, or through
snollball sampling as my netllork of relationships e panded. [Ipen-ended conlersations about
my research led to inlitations to homes and social elents, and in return for assistance [lith my
research | offered to tutor students Jith their studies.

My field(lork in schools [1as facilitated by my affiliation [Jith the Consejo Superior de
InLestigaciones Cient(ficas (Spanish Council for Scientific Research) and introductions from
Spanish researchers at the Council. | first completed three months of preliminary research
(February 2001 +April 2007) at three high schools in different districts of Madrid (allecas,
Latina, and Chamber'). During this time | [isited each high school once a [eek for
approlimately four hoursobserled classesl conducted informal interliells Cith teachers before
and after class, during coffee breaks, and [Thile eating lunch [Tith the teachersand chatted [Tith
students during classroom actilities, on the recreational yard, and during lunch. (1 hen | returned
to Spain for elelen months of field[lork during the 200/ -0 academic year in Ciudad Lineal, |
centered my field[Jork [Tithin one elementary school (Ictober 200 +—April 2001) and one
secondary school (January 200 +~June 2000) in the district. During this time | [isited each
school once or tlice a [eek and, [Thile my infollement in the schools initially follo['ed the same
format as during my preliminary research, | [as able to delelop closer relationships [ith
teachers and students as [ell as engage in ongoing topics of discussion that deepened my
understandings of the complelleducational issues facing Ecuadorian immigrant students.

Throughout my research, my relationships [Jith teachers, Ecuadorian teenagers and their family
members [Tere mediated by my status as a [hite, female student [Tho had returned to graduate
school after [orking as an elementary school teacher in California public schools (’hen | had
initially begun to study the Spanish language). Teachers [ere interested in my Cork [Jith
immigrant students in the [nited States and (e often discussed our el periences as teachers.

71 hen | Tisited families in their homes, | [Tas almost alJays included in female actilities—



Uorking in the kitchen Cith mothers, gossiping Llith teenage girls at home, completing errands
outside of the home—but only rarely inlited to participate in male social groups. For this reason,
my analysis is rooted in my relationships Lith female teachers [Jho considered me a colleague,
immigrant Lomen [lho treated me as a friend, and teenage girls [Jho positioned me as a

member of their peer group and identified me as una jolen (a young person).

My findings are dralIn from detailed field notes compiled at the end of each day and a series of
recorded and transcribed interlie(s that | conducted [Jith my nine primary participants (PPs)
from silldifferent families (F1 through FL). [In completion of my fieldork, | coded my field notes
and interliel] transcripts using a grounded theory approach. The chart belol | indicates each of
my primary participants’ ages on arrival in Madrid (AOA), length of residence when we met
(LOR), grade level when we met, attendance at a public school or concertado, and mother’s and
father’s employment in Madrid (all names are pseudonyms).

Chart 1
PP ALA LOR Urade/School Mother’'s Father’s
[ ork U ork
F1 Isabel 10 1 2nd ES[I/Public Domestic Cnemployed
Labor
F2 Ana 12 2 2nd Domestic —
ESLl/Concertada Labor
F Olanca 10 O 1st ESL/Public Restaurant Street
[1ork [lending
FJCarmen 12 O Dropped out Restaurant Street
[1ork Clending
F1Diego O 0 th primaria/Public | [otel (1 ork Construction
FCamila 0 O [th primaria/Public | Domestic Construction
Labor
FPaloma 11 O [rd Domestic Construction
ES[I/Concertado Labor
F[ Maria 8 O [th primaria/Public | Domestic Construction
Labor

It is important to note that all of the parents of my primary participants held Torking-

class jobs in Ciudad Lineal. My conclusions regarding the educational e[periences of immigrant
students in this Tlorking-class neighborhood, therefore, should not be etended to immigrant
students from Latin America ['hose families hale successfully entered the Spanish middle
class. Moreoler, none of the family members had status as permanent legal residents and the
legal status of various members of the families was continually in flux. Ana’s mother, for



elample, did not hale legal status [Jhen | met herllater secured part-time employment,
obtained [lorking papers, and began the process of applying for legal residency for her
daughterCbut elentually lost her job, her legal status, and the ability to secure legal residency
for her daughter.

[ hile the families | came to knolJ best during my fieldJork [Jere all members of the [Jorking
class in Spain [1hose legal status made obtaining secure [Jork precarious, at the same time,
they considered themsell es to be from the middle class in Ecuador (e.g., one family had
operated a restaurant, another oL ned a grocery store Llith e[tended relatiLes, one father had
drilen a tali) and maintained goals of securing middle-class status in Spain [Jith time and hard
Uork. Family members also assumed that students [Llould become middle-class professionals
by taking adl antage of the opportunities al ailable to them in Spain and children possessed
clear ambitions for a middle-class lifestyle el 'ual to their Spanish peers. An additional similarity
is that all of the students Llere struggling to meet academic e[ pectations for their grade leLel: sil
students repeated a grade lel el before or during my field[Jork, one secondary student had [uit
school, and three secondary students talked about the possibility of dropping out of school.

In the discussion belo(] | focus on t[ 1o teenager girls—Isabel and Ana—I(hose stories stand out
in my field notes. | regularly Lisited Isabel and her family oLer the course of tLJo years during the
entire 11 months of my fieldJork(l Cisited Ana and her family during the 200 ~0(]academic
year and conducted participant-obser’ation at her secondary school that year Chile she Uas
enrolled in the second year of ESLI. The e[periences of the tllo teenage girls are illustratiLe
elamples of hol] academic tracking played a pilotal role in their understanding of ethnic identity
and difference in Spain, first, because | Las able to document a marked change during my
fieldwork in the girls’ identification as Latinas—from actil ely contesting negatil e stereotypes of
Latinos in Madrid and fostering friendships lith their Spanish peers to rejecting Spanish social
relationships and claiming a Latina identity—and, second, because the girls’ academic struggles
and subsel uent marginalization in school [ere clearly implicated in this change.

[1 hile | focus on the stories of these tlo girls belol], at the same time, all of my primary
participants follo[led a similar trajectory of academic struggle, marginalization as a lo[ -
performing student, and increasing identification as an ethnic minority in Spain. (ot only [ere
the elementary students already grouped apart from their Spanish peers for remedial instruction
and identified by their teachers and peers as lol1-achieling students but also, their current
academic struggles [lere indicatil e of future segregation from the mainstream, predominantly
Spanish student population as they continued on to secondary school. | also found that seleral
secondary students’ academic struggles had already contributed to feelings of alienation and
isolation from their Spanish peers and a strong identification as Latinos in Madrid. Finally,
although my closest relationships [Jith students during my fieldJork “Jere [Jith teenage girls, |
documented similar intertllined processes of social identification and academic performance
among academically struggling Ecuadorian boys.

Trofessional Dreams an(] Latino Stereotypes: [leefinin[]Latino [Tentity in
Oiuliall Lineal



The [ast majority of Ecuadorians in the [Torking-class neighborhood of Ciudad Lineal had
immigrated to Spain to better their economic situation, and many children in these families
possessed clear ambitions for establishing professional careers in Spain (see also Carrasco et
al. 2001 71and Defensor del Pueblo 2001} [Tho document the high educational and professional
ambitions of immigrant students from Latin America). Isabel, for eLample, [anted to study lal
and Ana dreamed of becoming an architect. Moreo! er, | found that many Ecuadorian immigrant
students understood that they shared a common language and culture (lith their Spanish peers
and argued that they [lere unlike other large minority groups in the city—specifically Moroccan,
sub-Saharan African, and the natile Romani communities—because they could easily make
friends Llith their Spanish peers. As Isabel once elplained [hen | asked her Uhat kinds of
problems Ecuadorian students experienced communicating with Spanish people: “Yo creo que
ninguno porlue casi el idioma es igual, y nos entendemos muy bien, ellos me entienden y yo
los entiendo” [I don’t think any because the language is almost the same, and we understand
each other [ery [ell, they understand me and | understand them(I Thus, despite their immigrant
status and current economic difficulties in Spain, many Ecuadorian students sall themselles as
upUardly mobile, hard-Uorking students Lith the cultural and linguistic competencies necessary
to pursue professional careers and did not consider their future life in Spain to be necessarily
different from their Spanish classmates.

Students’ own self-image, holleLer, often contrasted sharply Lith portrayals of immigrants from
Latin America that positioned Latinos as categorically different from Spanish citizens because
they [Jere liling in the country illegally, uneducated, and largely employed in lol[J-[lage/lol-
status serlice jobs. In school, [hile stereotypes of immigrant children from Latin America Laried
considerably, most Spanish teachers in Ciudad Lineal did not el pect Ecuadorian students to
elcel in their education based on the perception that Latin American immigrants in the
neighborhood [ere poor and uneducated. At best, Latino students [ere thought to be [uiet,
polite, and cooperatil e in the classroom([bn seleral different occasions Spanish teachers told
me that they el'en preferred teaching Latino students or'er Spanish students because of the
lelel of respect Latinos gale to their teachers in the classroom. (et [Thile teachers frel[ uently
described Latino children as compliant and appreciati’e students, at the same time, Latinos
Uere often construed as slo[-learners or lazy students. It (las common to hear statements
about the loller academic abilities of Ecuadorian students, such as this elementary school
teacher who characterized her students by explaining, “los latinos son muy majos, pero a la
hora de trabajar, son lentos” [Latinos are very personable, but when it is time to work, they’re
slo[ 111 also repeatedly heard teachers complain that Latino students habitually failed to
complete homelJork, did not bring rel"uired supplies to school, or did not focus on their
schoolllork during class time.

Another stereotype circulating in schools portrayed Latino immigrants as culturally inferior and
socially backJard. | often hear teachers el press their frustrations [Jith the culture and social
norms of immigrants from Latin America in the lunchroom. [ne day, for efample, a teacher

el plained to me that the Latino culture is not as el olucionad (elol[ed) as Spanish culture.

71 hen asked to elaborate, she pointed out that Latinos are [ery religious, hale lots of children,



and the men are selist. [1n another occasion, a teacher, frustrated [Jith her domestic [lorker,
exclaimed: “Es como si fueran de otro mundo” [It’s like they’re from another [orld[.l 1t [las also
common to hear teachers complaining about the difficulty of communicating LUith Latinos, such
as the teacher [ho elplained to me that misunderstandings betleen Spanish people and
Latinos often occurred because the Latino culture [las a cultura baja (lo(1 culture).

Ecuadorian students also encountered stereotypes at school that positioned Latino immigrants
as illegal, dangerous, and a threat to social cohesion in the country. | fre[ uently heard
Ecuadorian students recount e periences in Chich their classmates had challenged their legal
status in the country, questioned the legality of their parents’ employment, or disputed their right
to take adlantage of social serLices and health care in Spain. In addition, teenagers often had
to confront stereotypes of Latino students as gang members. Ana, for elample, confided one
afternoon that her classmate had been taunting her with “lo tipico . . . que latinos son peligrosos,
gue no se puede salir por la calle porque hay bandas latinas” [the typical . . . that Latinos are
dangerous, that you can’t walk in the street because of the Latino gangs].

Ecuadorian teenagers in Ciudad Lineal Uere often taken aback [hen they first encountered
portrayals of Latino immigrants in school that did not correspond to their olin perceptions of
their social identities. MoreoLer, academically ambitious, upUardly mobile Ecuadorian teenagers
typically rejected the negatil e stereotypes of Latinos that they encountered in schools, objected
to the idea that they Llere categorically different from their Spanish classmates, and made
concerted efforts to redefine their social identity in Madrid. These students not only fostered
Spanish friendships and participated in social and cultural practices common among their
Spanish peers but also tended to aloid practices that might identify them Lith stereotypes of
Latinos as poor and uneducated and, if singled out as a Latino, asserted that they [lere no
different from Spanish students.

Isabel and Ana both emphasized their friendships [Jith Spanish students [Then | first inCuired
about their social relationships in Spain. [J hen | first met Isabel, for eCample, she [Jas adamant
that she did not differentiate bet/ leen Spanish and immigrant students [hen interacting [ith
students at school, but based her friendships on her classmates’ interests and individual
personalities. Like most Ecuadorian students [Jho participated in the social and cultural
practices of Spanish social groups and fostered Spanish friendships, Isabel and Ana [lere also
careful to aroid certain actilities that [ould identify them [Tith the uneducated, orking-class
population of Ecuadorian immigrants. [1ne e[ample of this practice became apparent [Then a
teenage girl responded to my inlitation to [isit a [lell-knoln public park ['here Ecuadorians
gathered together to share a meal, relar] and socialize on Sunday afternoons [lith the
exclamation, “jQue verguenza! jQue verguenza!” [How shameful]. In fact, Ana, the one
teenager ho finally did accompany me to the park, (las compelled by her mother to join me
and her family that day. After lunch as [Je [Talked along the path of Ecuadorian "endors and
musicians, | asked Ana why she hadn’t wanted to visit the park. She answered: “Te da un poco
de miedo, el [er tanta gente del mismo color, de tu mismo pais, en un mismo lugar” [It makes
you a little afraid, seeing so many people the same color as you, from your country, in one
placelJAna [lent on to elplain that she [ould hale much rather spent the day strolling around



the mall, going to the molies, or meeting her friends at a teenage disco. et it [as clear that
afternoon Ana [Jas not afraid—she [Jas uncomfortable being identified [Jith the group of
Uorking-class immigrants in Madrid.

Elen Chen Ecuadorian students Cere careful to aloid practices that Jould cause them to be
recognized as poor and uneducated Latinos, most students could recount eperiences in hich
their teachers or classmates had positioned them as [Jorking-class immigrants in Madrid. In
these situations, some Ecuadorian students continued to challenge the idea that they [lere
different from their Spanish peers. [In one occasion, for eLample, Ana described hol] she had
"uestioned the reasoning of her classmates [1ho [lere complaining about immigrants in Madrid
by pointing out that the majority of people liLing in the city could be considered immigrants—
some had migrated to the capital from other parts of the country [1hile others had arril ed from
different countries. After school that day she recounted her el perience to me:

[labll’bamos de inmigracil n y los chicos empezaron [uejarse de los
inmigrantes. Dijeron Cue los inmigrantes andan en bandas, [Cue son peligrosos,
y Lue Lienen a Luitar el trabajo de los espaloles . . . Les dije [ue los
inmigrantes no [ienen a [uitar trabajo de los espal oles[ hacen el trabajo [ue
los otros no Luieren. [ hay gente de todos partes de Espala alulen Madrid y
son inmigrantes tambil n. [lienen por las mismas razones. (] e [ lere talking
about immigration and the kids started complaining about immigrants. They said
that immigrants are in gangs, they’re dangerous, and they come to take jobs
from Spanish people . . . | said that immigrants don’t come to take jobs from the
Spanish, they take the work that others don’t want. There are people in Madrid
from all parts of Spain and they’re immigrants too. They come for the same
reasons.]

[1n another occasion, | recorded a semistructured interliel] [ith Isabel, hoping to capture her
ideas about the differences betlJeen children from Latin America and Spanish children. Isabel,
holeler, challenged the entire premise of my interlie(] by adamantly rejecting the idea that
Latino students are categorically different from Spanish students. She el plained:

La gente, cuando liene de diferentes paises yo no creo [ue . .. yo creo [ue
ellos se adaptan alul.l (o no creo ['ue hayan diferencias por[ue, como es gente
nuel a, tiene ['ue adaptarse a lo [ue hay. Entonces, se adaptan y muy enseguida
... aun espalbl no le cuesta, pero hombre, a mi si T ue me ha costado, pero ya
me he enselado a ser como la gente es, a hacer lo ['ue la gente hace y claro, yo
creo [ue alul]la gente ... no hay diferencias, se adaptan a lo [ue hay alul, a lo
“ue es aluly ya estll [People, [Then they come from different countries...|
believe that they adapt here. | don’t think that there are differences because,
since they are nel], they hale to adapt to ['hat is here. Then they adapt and [ery
soon . . . a Spanish person doesn’t bother you, but hey, to me yes it’'s been
difficult, but already | hale taught myself to be like people are, to do [That they



do, and of course, | beliele that here, the people... there are no differences, you
adapt to what there is here, to what it is here and that’s it.]

The ability of Ecuadorian students to construct a nelJ model of identity that countered dominant
stereotypes of Latinos as categorically different from Spanish students—belonging solely to the
Uorking-class, lacking academic skills and abilities, participating in backJard customs, and e[ en
engaging in criminal behaliors—hinged on their success in the Spanish educational system. [let
it [las precisely their struggles in the classroom that el entually led many students to not only
abandon their attempts to redefine their social identity but also reify elisting stereotypes of
Latino immigrants in Madrid.

CrackinlJ [Dentity

For most Ecuadorian immigrant teenagers, their first e[periences in Spanish schools are a
jarring el perience. Many of the students | met during my fieldJork described themselles as
good students in Ecuador and Lere dismayed [hen they [Llere not able to perform at the same
leLel in Spanish schools. To their shock and consternation, [lhen academically ambitious,
uplardly mobile Ecuadorian teenagers struggled to meet the educational demands of Spanish
schools many found themselLes assigned to loLler-ability classes.

This [Las the case for Isabel, [1ho reported that she had allJays performed Lell in school in
Ecuador and initially planned to attend college [1hen she first arriLed in Spain. Let after failing
the majority of her classes during her first academic year in Madrid, Isabel el plained that she
had been assigned to segundo facil (easy second year[_the folloLling year. | [Jas unable to
obtain permission to conduct participant-observation at Isabel’s school, but from Isabel’'s
descriptions of her experiences in school it was clear that students’ were separated at the
school according to lelels of academic achielement and perceiled ability. Isabel referred to the
loller-track classes as the facil (easy! classes at each grade lelel.

[Ince placed in this class [Jith other students el periencing academic difficulties—the majority of
them from Latin America—lIsabel []as restricted in her ability to participate in the social and
cultural practices of her Spanish peers. As Isabel’s second year in a Spanish secondary school
progressed, she began to delelop friendships [lith a group of students in the class [1ho
identified as Latinos, and who, in her words: “Odian los espafoles” [They (her Latino friends)
hate Spanish people]. Although Isabel initially disagreed with her friends’ feelings toward
Spanish people, nelertheless, [Theneler Isabel spent time [lith this group of students she
engaged in practices that identified her as a Latina. Isabel elplained, for erample, that she
discolered [hich neighborhood plazas and areas of the park [Jere considered Latino and [hich
areas should be aloided because they [Jere places [There Spanish teenagers gathered. Isabel
learned from her nel’ friends that it (Jas important to be [ith other Latino teenagers in the
neighborhood because there had been instances of fighting betJeen Latino and Spanish groups
of students. Isabel also began to spend time on [eekends socializing at Latino bars and discos.



Isabel [Jas keenly alJare that her nel friends not only influenced her social actilities, they also
[lere haling a negatil e influence on her academic performance. In fact, at one point during my
fieldJork she consciously distanced herself from this group of students for a period to
concentrate on her studies. During her social hiatus she e[plained to me:

Me juntJcon gente Cue no debla y bueno...y cambiJun poluito y en clase,
pues, era muy reloltosa, era muy habladora . . . me gustaba siempre llamar la
atencil n y si me aburria empezaba a tira bolas de papel a la gente para ['ue
ellas me las delollieron, asl,Ja molestar . . . una de mis profesoras se hartaba,
me echaban de clase, me mandaban a jefatura porl ue declan ['ue conmigo no
podian dar clase, y con mis amigas igual. i got together Llith some people that |
shouldn’t have and well...| changed a bit and in class, well, | was very rebellious,
| [as [ery talkatile . . . | allJays liked to call attention to myself and if | [Jas bored
| Jould start to throJ Uads of paper at people so that they Llould throlJ them
back at me, like this, to bother people . . . one of my teachers got fed up, they
threl me out of class, they sent me to the principal’s office because they said
that with me they couldn’t teach class, and with my girlfriends the same.]

Ultimately, Isabel’s placement in a lower-ability class had significant conse_uences for her
ability to redefine her identity in Madrid. Early in my field[ Jork Isabel had adamantly rejected the
idea that Latino and Spanish students are different from one another—she once told me that, ‘I
belieLe that here, the people... there are no differences, you adapt to [hat there is here, to [lhat
it is here and that’s it.” | was surprised, therefore, when Isabel explained to me one day while we
Uere chatting about the group of Latino students she had been attempting to aLoid that she noll
realized that it [1as casi imposible (nearly impossible) to make friends [ith Spanish students at
school. Isabel [ent on to elplain that it [1as pointless to aloid the group of Latino students
because it was so difficult to make friends with Spanish students. Furthermore, Isabel’s
participation in the social and cultural practices of this peer group no(1 identified her as a
stereotypical Latina student [ho [Cas not serious about her schoolCork.

Like Isabel, Ana had also been determined to succeed in the Spanish educational system [hen
she arriCed in Madrid. Ana attended ES[] at a concertado [lhere | [Jas able to obtain permission
to conduct participant-obseration for siZimonths. The principal e[plained that at this school,
students from the same elementary school Cere placed together in one classroom to ease the
transition to secondary school. [lolJeler, beginning [ith the second year of ES[] students [ere
placed into different classes according to their academic performance and their teachers’
elaluations of their academic potential: high-achieling students Jere assigned to classes “A”
and “B,” while low-achieling students, students [Jith disciplinary problems, and students [Tho
had failed the previous year were assigned to classes “C” and “D.” By the second year of ESO,
the difference betleen the academic lerel of an “A” class and a “D” class at the school was
striking. During my observations, students in the “A” and “B” classes not only covered more
academic material but also critically engaged [lith the subject matter in greater depth in
comparison to students in the lower classes. In contrast, “D” classes were notorious among the



teachers for the disrupti_e behalior of the students, high absenteeism, and lo[J student
motiCation.

[ hen | met Ana she [las already struggling in Spanish secondary school and had been forced
to repeat the first year of ES[]. [Inlike Isabel, holleler, Ana [as one of only tllo immigrant
students in the “B” class in the second year of ESO—one of the higher ability classes. Ler
teacher el[plained that she had been placed in the class because her prelious teachers felt that
she had high academic potential and [as [lilling to [Jork hard at her studies el en though she
had repeated the first year of ESO. Ana’s teachers also hoped that by placing her with other
high-achieling students Ana [lould not be negatil ely influenced by her peers in the lo ler-ability
classes who were not serious about their schoolwork. Yet even though Ana’s teachers had
deliberately placed her in the “B” class Ana continued to struggle with her assignments.

Ly the spring Cuarter, Ana had become discouraged Llith her schoolUork and resigned to
continued academic failure. As the academic year progressed, Ana began to noticeably
distance herself from the other students in the class. That spring, rather than spending time Lith
her classmates, Ana began to socialize Llith a group of teenage girls from Latin America in one
of the lo[J-ability classes during breaks betlleen classes and at lunchtime. (] ith her nel] group
of Latina girlfriends—_lho constituted a small minority at the concertado—Ana began to
participate in social practices that identified her as Latina. For eCample, Ana [ent for the first
time with her new friends to an afternoon “matinee” disco for teenagers that played exclusively
Latin American music (e.g., salsa, Reggaeton). LIn another occasion she coordinated her
clothing Ulith seleral girlfriends so that they all [Jore Latino gang colors to school. Ana el plained
that this Uas just for fun because her friends knell that boys at the school Lould approach the
group of girls to ask about their clothing. Ana also began to cut class [ith her friends and spend
time Dith them in the neighborhood parks and plazas rather than studying after school. [y the
end of the academic year, Ana had established herself [ithin a peer group that did not possess
the same goals for unilersity study that she had once aspired to achiele.

Although Ana had not been placed in a lo[Jer-ability class, Spanish educational policies and
practices that segregated students according to ability le(el still affected her ability to redefine
her social identity in Madrid. It [Tas clear that Ana began to aroid her Spanish classmates
because she [1as acutely embarrassed of her continued academic difficulties and the failing
grades she consistently receiled on her assignments and elams. Moreol er, Ana could not
participate in many classroom discussions and actilities because she did not understand much
of the academic material. Ultimately, her social isolation and marginalization in the “B”
classroom motiated her to seek out nel’ friendships [ith the Latino students in the loJer-ability
classes and participate in the social and cultural practices of this group.

As the school year [as dralling to a close, | [isited Ana and her mother after school one day.
During my visit, Ana and her mother began to discuss Ana’s desire to leave the concertado she
las currently attending and enroll in a public school. [T hen her mother challenged the [lisdom
of moving to the public school, Ana became frustrated and insisted: “Quiero estar con mi gente”
(I Dant to be ith my peoplel] Ana had once argued [Jith her classmates about her status in



Madrid, pointing out that, “There are people in Madrid from all parts of Spain and they’re
immigrants, too.” Yet now Ana had decided that, as a Latina, she should attend the
neighborhood public school [here she could be part of a larger immigrant student population.

Un Umerlent Latino [Tentity

In 2000}, a Spanish teacher [1as ['uoted in the nelispaper El Pals el plaining the misbeharior of
immigrant students from Latin America: “Buscan su sitio haciéndose malos malisimos, bajan a
la plaza y buscan su Identidad a guantazos” [They search for their place by being e tremely
bad, they go to the plaza and search for their identity by fighting ([ /rdaz 200(:[1'). Rather than
consider how students’ social identities constantly evolve or analyze the ways in which
schooling might be implicated in the formation of an ethnic identity, this teacher concluded that
the students’ disengagement with schooling and violent interactions were simply natural
behaliors for students establishing their ethnic identity. This e[planation for the academic
difficulties of Latino students, holleler, [Jas based on an assumption that students from Latin
America had an inherent identity necessarily rooted in their ethnic background—thereby locating
the underlying cause of students’ academic struggles within the students, their families, and
their communities rather than in larger structural forces and social inelualities.

"Ine of my motil ations for highlighting the relationship betl leen academic tracking and the
formation of ethnic identity is to critiLue common sense understandings of hol] students’ ethnic
and racial identities influence school success and failure. In Ciudad Lineal, Ecuadorian
immigrant students do not bring a preformed Latino identity [ lith them from Ecuador that
determines their le[el of academic performance. Instead, their identification as Latinos takes
shape during the first years after they immigrate to Spain. During these years, the ethnic
identities that these students encounter are not simply appropriated but may also be
manipulated, challenged, and rejected. et as the above case examples illustrate, students’
ability to redefine their social identity [Jas structured by the educational policies and practices
that they encountered in school. For these students, their isolation and marginalization as lo(-
achieving students’ not only contributed to the many negatile consel uences commonly
identified in the academic literature on tracking (e.g., lol] academic performance, reduced
educational aspirations, poor self-esteem) but also played an instrumental role in the process by
[hich they came to conceptualize ethnic identity and difference in Spanish society.

Elsellhere, | hale discussed hol] polerty, political alienation, religious practices, and racism
influence Ecuadorians’ ideas about identity and difference (Lucko 2007). Yet | maintain that the
educational policies and practices that constitute academic tracking in Spanish schools played a
pivotal role in the trajectory of students’ emergent ethnic identity. The close interconnection of
academic tracking and the construction of Latino identity is perhaps most clearly illustrated by
students like Isabel and Ana—students [ho aspire to succeed in the Spanish education system
and continue on to professional careers. E[en though some might assume that Isabel and Ana
had all7ays differentiated themselves from Spanish students, Isabel’s realization that it was
“almost impossible” to make friends with Spanish students and Ana’s desire to “be with her
people” were radical departures from their previous beliefs that they were no different from their



Spanish classmates. Despite their attempts to contest immigrant stereotypes and rede- fine
their social identity in Madrid, through their e[ periences in school they came to realize that it
Uas impossible to claim that they [lere no different from their Spanish peers.

The process of ethnic identity formation occurring in Spanish secondary schools is particularly
significant because the educational policies and practices shaping Ecuadorian students’
understandings of ethnic identity and difference today are instrumental in defining [Jhat it means
to be a Latino liling in Spain. Ecuadorian students [Tho [lere unsuccessful in their attempts to
redefine their social identity as they [ere tracked into lo[Jer-ability classes typically decided that
their educational ambitions [ ere futile. As students came to the understanding that their
academic difficulties made it e[ tremely difficult, if not impossible, to continue to adlance in the
educational system and attend college, there [as a strong tendency for them to conclude that
their [Jorking-class, immigrant status in Spanish society [1as not a temporary position. Instead,
Ecuadorian students came to realize that, as Latinos, they [ould continue to follolJ different
academic, professional, and life trajectories from their Spanish peers. Efforts to create
educational policies and practices that Lould reduce the marginalization and segregation of
academically struggling immigrant students—supported by further research eLploring ho(
tracking is taking shape in the contelt of recent immigration molements to Spain—could open
possibilities for immigrant students attempting to redefine their identities in Spanish society.
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