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Abstract:


The growing Latino American population in the United States has dramatically transformed student demographics within the public education system. As the population of African American students continues to decline across the nation and the population of Latino American students continues to increase, public schools that once were predominantly black schools are slowly becoming integrated as more and more Latino American students are moving into communities that have been historically African American. Even though both minority populations have faced similar but unique histories of disenfranchisement and marginalization, there has been little educational research conducted on how these two minority populations come to understand each other within the larger categories of race, culture, and language and within the context of public schooling. The purpose of this research article is to examine a historically African American suburban school district outside of Chicago that is now facing demographic changes due to a slowly increasing Latino American student population. By conducting an ethnographic study of this majority minority school district, this preliminary research study examines the lives of students as they come to terms with changing demographics and changing cultures. 

Latino Americans constitute 15.5 % of the nation’s total population while African Americans constitute 12.7 % of the nation’s total population—making Latino Americans the fastest growing minority population (US Census Data, 2010). When the prediction of a Latino minority majority in the country came earlier than anticipated and when the large demographic gains of the period translated into an increase in political power for Latinos, cooperative coalitions between African American and Latino American communities became inevitable. This coalition building was evident in the recent election of President Barack Obama who garnered Latino voter support in 2008 and continues to petition for it in the upcoming 2012 election. Over the past two decades, a robust literature on race relations between the African American and Latino American communities has been consistently developing and has instilled a sense of urgency to understand the nature of such Black/Brown relations. Orfield (2003) states that the largest percentage of neighborhood types from 1980 to 2000 includes black and Latino integration, while the smallest increase has been in white and Latino integration as well as all-black neighborhoods: “Virtually all of the increase in the proximity of Blacks to other racial groups has been with Latino populations. The share of Blacks living in Black/Latino neighborhoods rose from 18 percent to 28 percent” (p.5).
 Historically, there have been significant struggles between African Americans and Latino Americans over several national concerns in the area of political rights, economic means, social identity and housing rights. Within the field of education, contentious arguments have occurred between these two racial minority groups over political, cultural and linguistic issues: whether we should support bilingual instruction in public schools; persistent attempts by both sides to break into the corridors of power within school boards; deciding who gets to preside over the Civil Rights Agenda in public schooling; the demands of inclusion into the school district’s political and economic structures; a lack of race-based representation in terms of teachers, administrators, school board members; the degree of integration with each other; rivalry between black and Latino gangs in urban public high schools, etc. 

Given the increasing importance of understanding Black/Brown race relations within the social sciences, there seems to be a surprisingly limited body of research devoted to this specific topic within the field of education. The extant research on Black/Brown race relations within educational settings can be categorized into two frameworks: (1) one framework can be defined as the shared interest perspective which is grounded in the ideology that both minority populations have shared interests and needs by virtue of their similar histories and minority status (Kauffman, 2003) while (2) a second framework can be defined as the heterogeneity principle which states that the Black and Latino students’ academic, cultural, psychological and social experiences are unique and therefore demand heterogeneous approaches towards understanding their educational needs (Arias, 2005; Carter, 2006; Contreras, 2004). Political scientists have analyzed the creation and sustenance of Black/Brown political coalitions based on the shared interest perspective since this ideology has the potential to foster positive intergroup race relations between these two minority populations and because of the stress on similar circumstances experienced by both groups as oppressed racial minorities within the white majority landscape (Rocha, 2007). Early estimations of demographic and social trends predict that by 2050 whites and Asians would converge towards one ethnic/racial cluster while blacks, Latinos and Native Americans towards another (Yancey, 2003). Common goals of higher educational opportunities, higher wages, better standard of living, better health care, and free residential integration provide a seemingly logical foundation for interminority coalitions between African Americans and Latino Americans. In 2006, several hundred black and Latino civil rights activists, union organizers, politicians and educators met in Los Angeles in order to find a way to work together on common problems such as lack of jobs, quality education, affordable healthcare and combating violence (Hutchinson, 2007). Christine Chavez, a conference attendee who later went on to found the Latino and African American Leadership Alliance, has always projected a vision of unity between the two groups that is reminiscent of her grandfather, Cesar Chavez, and Dr. King’s visions of united efforts during the Civil Rights era and more particularly during the Poor People’s March in 1968. Widener (1998) also points out numerous cultural and political projects across the country in which Latino American and African American laborers joined struggles in industrial factories and agricultural fields and fought discrimination with and without union support—from the Chicago steelyards to California sweatshops.  


In the field of education, the shared interest perspective provides a powerful argument for African American and Latino American solidarity because both communities face problems of intense hypersegregation within public schools (Orfield, 2006); academic achievement gaps in relation to the white majority (Lee, 2008; Magnuson and Waldfogel, 2008); high dropout rates (Konstantopoulos, 2006); disproportionate representation in Special Education and lower tracked courses (Oakes, 1995; 2008); inadequate funding and poor teacher quality (Darling-Hammond, et. al, 2008). Educational disparities within both racial minority communities are explained best in Ladson-Billing’s seminal article (2006) in which she states that an education debt has been accumulated by the school systems in this country towards students of disadvantaged minorities due to centuries of neglect, underfunded schooling, the denial of education and the exclusion of entire groups of people from political decision making. The history of slavery and segregation that marks the African American experience and the history of colonialism and segregation that marks the Latino American experience both speak to collective minority identities that developed in accordance to a disadvantaged historical context, which is a factor in academic achievement (Ogbu, 2008). Thus, the shared histories of oppression, exploitation and discrimination within the American educational system provides a platform for solidarity in challenging hegemonic race and class relations for both Latino Americans and African Americans. 

On January 15, 2007, for example, a collective solidarity march of African American and Latino American community members took place in Chicago after recent violence broke out between Latino and African American youth near the Little Village Lawndale High School. The march and rally focused on bringing together the two Lawndale neighborhoods: North Lawndale is predominately African American and is known for its history of political activism while South Lawndale, or Little Village, is a predominantly Mexican-American community known for its immigrant history: 

The rally was followed by a “Solidarity March” through both communities to 
create unity around common goals and struggles, and to pro-actively respond to
 
negative and divisive forces…"It doesn't make sense that we don't work more 
together. We all need affordable housing, jobs," he said. "There are things that we 
can learn from each other—strong cultural values in each group." Lisa Pugh, a 
North Lawndale resident and mother of a student at the high school, concurred. 
"We all have the same issues – not having enough money and getting our lights 
turned off. We all bleed red, eat the same food – it's prepared different, but it's the 
same. Even our children are dating one another, dancing together. They're 
together; they're united. It's not the children [who remain separated], it's the 
parents. King started the dream; it's up to us to keep the dream alive" (New 
Communities Program, 2007).

On the other hand, some scholars have pointed out that the academic, cultural, psychological and social experiences of African American and Latino American students are too heterogeneous for bridging differences because of the unique needs of both groups within the United States (Arias, 2005; Carter, 2006; Contreras, 2004; Mindiola, et. al, 2003; Vaca, 2004). Their argument is against binding both racial minority groups together on the basis of ideological similarities or objective circumstances simply because of their shared status or shared histories. The shared interest perspective in turn overlooks the individual educational needs and interests of each group such as the need for language education or the need for a culturally congruent curriculum. Identity studies have also supported the heterogeneity principle with a multidimensional view of cultural and racial identity, as opposed to a shallow linear view, and state evidence that African American and Latino American students vary in the extent to which they identify with their ethnic and national heritages (Carter, 2006). Through an evaluation of factors such as SES, achievement orientations, length of stay in the country, language proficiency and comfort level with close interracial friendships, studies have demonstrated that for each student racial group, such as white, black, Latino and Asian, there are different factors that influence its preference for cross-race friendships, thus supporting the heterogeneous principle in which shared histories and interests are not enough to sustain binding relationships between minority student populations (Hamm, Brown and Heck, 2005).


Another area of contention supporting the heterogeneity principle has been desegregation. The fight for equal educational opportunities and the subsequent thrust on desegregation formed a major part of the African American struggle for Civil Rights. The 1954 Brown v. Board of Education decision that overturned the separate but equal ruling has traditionally been heralded as a victory and major impetus for equal education legislation in the mid-twentieth century. More recently, scholars have argued that the Latino American narrative within the struggle for school desegregation has been sidelined, marginalized or completely ignored by society at large often with intense detrimental impact on Latino American student achievement (Vaca, 2004). The federal courts had ignored Latino segregation from 1954 to 1973, even when it had clearly persisted, and instead concentrated on the segregation of African American students. According to Arias (2005), this indifference is partly due to the fact that during the most prolific period of empirical research on the effects of desegregation on student outcomes, Latino American students were not seen as the primary target of desegregation. 

Although the Brown decision provided much impetus for Latino American activism, it failed to provide any definite steps to address the individual needs of Latino American children. The 1947 decision in Mendez v. Westminster declared that California must stop segregating its public schools when a Mexican American father sued so that his children could attend a better-equipped white school in Orange County, California (Cholo & Rado, 2004). Though the case has been overshadowed by the Brown v. Board of Education decision, Latino American activists are trying to shed light on the problems that still face Latino American children in terms of hypersegregation in public school systems, especially since the amicus brief written for the Mendez case included the same architects as the Brown case such as Robert Carter and Thurgood Marshall (Moll, 2011). By 1970, the Cisneros v. Corpus Christi circuit court case finally found that Mexican Americans were an identifiable ethnic minority for desegregation on the basis of their physical characteristics, their Spanish language, their Catholic religion, their distinct culture, and their Spanish surnames. The Brown decision then was applied to Latino American segregation in public schools. In 1973, the U.S. Supreme Court ruled in the Keyes case in Denver that Latino Americans were indeed victims of racial discrimination. Although they were a distinct class, Latino Americans had much in common with the African American community by virtue of their objective disadvantage suffered and thus they needed to be remedied through federal school desegregation legislation. 


After the 50th anniversary of the 1954 Brown vs. Board of Education decision, there has been renewed interest in examining school segregation as the newfound agenda for civil rights in our nation as well as a renewed interest in examining school segregation beyond the black-white binary. Orfield and Lee (2006) found that Latino American school segregation is higher than black school segregation in the South and the West due to linguistic isolation and due to concentrated poverty. The Chicago Tribune newspaper also conducted an analysis of the Illinois public schools for the Brown v. Board of Education anniversary and found that the Latino American student population, which was 17.7 % of the total state student population, faces a higher degree of school segregation, coupled with a higher degree of classroom teachers without the proper credentials, and a lower per pupil student expenditure than its African American counterpart, which makes up 20.8% of the student population within the state: 


In the discussion over racial inequality in education, the focus has largely been on 
the plight of Black children in still-segregated and inferior schools. But Latino 
children are the fastest-growing minority in Illinois schools, and they are entering 
an education system often ill equipped to deal with their needs… Latinos attend 
the largest schools and have the greatest number of teachers without full 
credentials when compared with White and Black students, state data show… In 
addition, segregation is on the rise for Latino students in Illinois even as 
integration has increased somewhat for African-Americans… Less than half of 
Latino children—47.5 percent—went to a majority Latino school in 1979-80. Last 
year [2003], it was 57 percent… The Tribune found that in majority Latino 
schools, 10 percent of the staff on average is working with emergency or 
provisional certificates—more than 10 times the percentage for majority White 
schools (Cholo & Rado, 2004).

However, the mere extension of school desegregation laws to Latino Americans has often created unsatisfactory results for Latino students whose diverse cultural and linguistic needs were often left out of the remedies designed to help them succeed academically. Consequently, Latino American activism for equal education has emphasized the implementation of bilingual instruction rather than the mere elimination of racial isolation, often at the chagrin of the African American community (Arias, 2005; Contreras, 2004; Orfield and Lee, 2006; Vaca, 2004). Ironically, the need for bilingual instruction has further isolated Latino American students from the mainstream. Since the classroom instruction within a bilingual program needs to be conducted partially in the child’s native language, there is heightened segregation from an English-speaking, mainstream student population. Schools often group and cluster their bilingual students in distinct tracking systems that physically and socially segregate them even further from their English-dominant peers, oftentimes creating an academic gap defined by a cognitively undemanding and not academically relevant curriculum for ELL (English Language Learners) students (Vang, 2005). Inconsistency in monitoring and evaluating progress for ELL students also keeps them segregated within language minority classrooms for a longer time and without much exposure to the mainstream school culture, causing educators to become wary of the consequences of segregation for Latino American students on the basis of language. Review of the history of racial segregation in this country confirms that separate schooling has often meant unequal schooling, which holds true today for most English Language Learners.


Bilingual education is indeed an area of contention between the African American and Latino American communities. African Americans are portrayed as being opposed to bilingual education mainly because of the perception that funding bilingual programs creates a strain on already limited financial resources—given the inequalities that exist in school funding, the viscous cycle of poverty, failing schools and high taxation. A second reason for opposition lies in the potential of bilingual programs to displace monolingual African American teachers in favor of those who have bilingual skills. Through an empirical analysis of 194 multiracial school districts in Texas from 1997 to 1999, McClain, Meir & Polinard (2004) concluded that when scarcity is a factor, such as the number of administrative and teaching positions available, the misperception is that gains by one group often result in losses by another. A large body of social science research has emphasized the fact that race relations between African Americans and Latino Americans are more prone to conflict than cooperation and almost all of them have placed competition for scarce resources at the foundation of such conflict—otherwise known as the myth of scarcity. Reactions of African American parents and community members in places where resistance to bilingual programs has manifested into overt conflicts and black voting behavior on restrictive propositions like the “English only” movement have lent anecdotal and quantitative evidence of African American resistance to bilingual education. The English Only movement claims that bilingual education is wasteful, costly and ineffectual, and thus, it tries to cut down any funding available for such programs through political initiatives like Proposition 187 in California (de Jong, 2008). Although heavily supported by the divisive interests of politicians, elite agendas to establish and maintain white dominance and sentiments of resistance towards the Latino minority majority, the movement received reasonable support from the black community (Franklin & Seltzer, 2002). In Miami, the birthplace of the English-Only movement in the 1980s, 44% of blacks supported this proposition, and in California, Proposition 187 was supported by 42% of blacks (Grenier & Stepick, 1992). Hutchinson (2007) goes so far as to state that blacks were among the most vehement in protesting bilingual instruction because they felt it hurt their children. In a 1997 Time Magazine article, the volatile relationship between Latino American parents in the working class town of East Palo Alto in California and its school board members, who were predominantly African American, captured the contentious debate surrounding bilingual education. A similar situation in 1995 at Cooke Elementary School in Washington D.C., where neighborhood demographics transitioned from a predominantly black neighborhood to one with an increasing number of Central American immigrants, led to discontent and friction over the matter of bilingual education. The issue was exacerbated when the urban school located in a working class, low income neighborhood received a $1 million federal grant to enhance bilingual instruction (de Jong, 2008). 


At the same time, there has been mass hysteria over the teaching of the black dialect in public schools due to the 1996 Oakland Unified School District ruling on the use of Ebonics as the primary language for its African American students as well as judicial arguments during the 1954 Brown v. Board of Education trial. Several desegregation cases during the Civil Rights Era mentioned the distinctiveness of the black dialect because black children who have been segregated from the mainstream community will inevitably acquire “habits of speech, conduct, and attitudes reflecting their cultural isolation” just as Mexican American children in segregated Los Angeles communities (Alim, 2005). The Oakland Unified School District also argued that its African American students had a distinct way of speaking due to their segregation; however, this distinct way of speaking within their larger community should be then taught in the school community so that African American students can analyze and compare the black dialect from home and the Standard English in the classroom. Advocates of bilingual education use the very same argument that there needs to be a transfer from the language used at home, such as Spanish and the black dialect, and the language used in the classroom, such as Standard English. At the same time, opponents of bilingual education during the 1990s used the same argument in favor of cultural assimilation for the Oakland controversy through the regulation of a standardized English curriculum for all linguistic populations regardless of race, culture and language. 

Yet, what would have seemed a perfect opportunity for collaboration between an African American linguistic minority and a Latino American linguistic minority was translated into numerous instances of conflict. For example, one of the criticisms against the Ebonics movement was that it would create competition for federal funding that would be required to support both the Ebonics and the bilingual education programs in Oakland. Consequently, a perception of a zero-sum situation where gains of one minority group would inevitably come at the expense of the other minority group hampered the ability of both groups to jointly mobilize around a similar issue. Finally, in the face of many such criticisms and massive national opposition to the Oakland Ebonics resolution, the school district retracted its proposition to teach the principles of the black dialect alongside Standard English for comparative study and instead advocated an English-only standardized curriculum (Baron, 2000). Furthermore, the Department of Education did not recognize the black dialect as a foreign language and consequently refused to provide bilingual funding for the Oakland initiative. Since public school funding was already scarce in the state of California during the recession-era 1990s, especially as it was becoming a majority minority state, the Oakland decision highlighted the divisions between two distinct linguistic minority populations who attend the same schools, with Latino Americans making up a third of Oakland’s student population (Schmid, 2001). 


Now that we have examined the contentious nature of desegregation and bilingual education, the tendency to either homogenize the experiences of both minority racial groups or highlight the heterogeneous needs of both minority racial groups tends to create a false binary and therefore fails to capture the complex and contradictory interactions between the African American and Latino American communities. Binary thinking found in modernist thought often produces an “either/or” dichotomy that has been debunked towards the later end of the twentieth-century as our global world became more complex and less absolute. Therefore, Black/Brown race relations should not be solely narrated from the shared interest perspective or the heterogeneity principle; one racial group should not perpetually be pitted against another nor bound to each other infinitely. Rather, collaboration between and within both positions of heterogeneity and homogeneity is necessary for a holistic understanding of Black/Brown race relations via a “both/and” framework that advocates for pluralism, that rejects generalizations, and that casts doubts on grand narratives with a healthy skepticism (Shekarey and Rahimi, 2006). Since the old binary logic of race relations should no longer apply, a thoughtful and rigorous approach is needed in understanding Black/Brown race relations within educational settings and one that crosses disciplines and considers all possibilities for understanding race, culture and language dynamics. It is no longer a discourse about African Americans versus Latino Americans; rather, the discourse must center on authentic, meaningful experiences that delve beyond the surface level and that capture “how the students' identities, mentalities and attitudes towards each other are shaped in a multifarious, pluralistic and contradictory fashion” (Shekarey and Rahimi, 2006).


The expansion beyond binary thinking has led to diverse typologies such as the current race-space-place theoretical framework that allows educational researchers to generate rich, valid, and detailed data from the perspective of the research participant and from within her/his setting: “The way people get categorized varies from setting to setting, and the meaning of particular labels (Black/Brown) as well as the experiential aspects of groups membership varies from place to place” (Lewis, 2003). In matters of race relations in America, the race-space-place framework strongly states that geography influences opportunity as it is inextricably linked to differential access to employment, education and other forms of human and social capital (Pastor, 2000; Tate, 2008). At the same time, racialized social structures, such as schools, shape racial experiences in varied and complex ways. Individual social actors such as teachers and students become involved in negotiating and contesting racial boundaries in these multidimensional social and cultural ecologies, and in the process, reproducing and challenging such borders and boundaries at the local level, during the everyday life of a school and in real time (Pollack, 2005). While this process of negotiating racial and cultural categories has been traditionally seen as essential to understanding existing racial and cultural schemas and how an individual fits into these socially constructed categories, constantly changing demographics necessitate a new approach to examining multiracial settings like majority minority schools. The navigation of such new, complex ecologies requires understanding the social networks between African American and Latino American students, their teachers and administrators, and how their identities, based on race, culture and language, are “shaped, recruited, and managed” in different spaces and places (Lee, 2008).

Research Study:


The purpose of our research study is to examine a historically African American suburban school district outside of Chicago that is now facing demographic changes due to a slowly increasing Latino American student population. Since schools are often viewed as microcosms of the larger communities of which they are a part, in our research study, we examined three K-8 schools that have a 91.0% African American student population with an increasing Latino American population moving closer to 12 to 13 percent. During our extensive ethnographic study, we wrote thick descriptions on how the students, teachers, parents, and administrators interacted socially to construct and negotiate the meaning of race, language and culture in their local classrooms and schools. We kept field journals but acted solely as non-participants observers by sitting in the back of several classrooms two to three days a week and noting what students were saying and doing in both the formal and informal spaces found within and outside classrooms. We attended district-wide meetings as well as teacher development workshops. The complexities of race, language and culture were documented through patterned behaviors and analyzed through critical discourse analysis in order to provide an understanding of the contradictions, conflicts and cooperation between the African American and Latino American student populations and how they went about negotiating and mediating the hundreds of patterned interactions in and out of their school context. Our research study also includes taped formal interviews with key research participants within the school district—from students to teachers to parents to administrators. Although we have conducted an extensive, three-year long ethnographic study of this majority minority school district, this article only examines the preliminary research that focuses on 5 Latino American students within the middle school grades at solely one of the three K-8 schools. Here are the research questions guiding the larger study:
1. Do the three schools make accommodations, modifications and curricular changes for a bilingual, Spanish-speaking student population?

2. What types of peer networks and social dynamics occur between and amongst the African American and Latino American student populations?

3. Does either the Latino American or African American student population undergo a significant transformation in its ethnoracial status and identity due to the presence of the Other racial group?

4. How is the students’ use of language closely tied to their individual identities within a Black/Brown setting?

5. Does the discussion of race, language and culture manifest itself in the classroom discourse? If so, why and how?

6. What types of school spaces allow for integration of student populations versus segregation, displacement and isolation?

7. How do the schools handle conflicts and contention around the majority minority dynamic?

In terms of our own positionality as researchers, neither author is a native anthropologist conducting research among members of her own racial and ethnic community. Rather, we are both of South Asian American descent and have ties to the school district through a local university. Therefore, we are aware of the many theoretical and ethical concerns that non-native researchers face in conducting ethnographic studies as cultural outsiders and the potential for subjective biases, misconceptions and misrepresentations. Our article can only help supplement the extant research on Black/Brown race relations rather than supplant it. We hope the readers understand the legitimacy of our analyses and interpretations as we wrote down the words of our subjects, but we also hope the readers can help provide criticism of these words as well. 

Liminal Spaces: Race in the Inner-Ring Suburbs

Latino Americans are the fastest growing population and one of the youngest populations within the United States. However, by being neither white nor black, Latino Americans are challenging the white-black racial binary rooted in our nation’s history by negotiating an in-between, liminal racial space that entertains difference with the white and black populations but without an assumed or imposed hierarchy. An in-between, liminal racial space is the space where difference is neither One nor the Other but something else besides—an in-between space where the One and the Other come together in a dynamic and evolving interaction (Bhaba, 1994). As Latino Americans situate themselves in this in-between, liminal racial space, between the white and black populations of America, they are creating an identity that breaks away from the polarizing white-black racial binary and attempts to be neither One nor the Other. An in-between, liminal racial space can be defined further as a heterogeneous space that challenges the homogenizing and unifying forces of cultural production, thus allowing for complex and varied forms of Latino Americanness. It ensures that the meaning and symbols of culture offer no primordial unity or fixity—that even the same signs can be appropriated, translated, rehistoricized, and read anew (Bhaba, 1994). Lastly, an in-between, liminal racial space is a space of “thirdness” that opens up an area of interfection where the critique of binaries is used to “draw selectively and strategically from the two opposing categories to open new alternatives” (Soja, 1996, p. 5). In the third space, then, what seem to be opposing categories can actually work together to generate hybrid forms of cultural practice, new discourses, and new forms of language. By splitting the white-black binary, Latino Americans therefore must develop a strong sense of self that breaks away from white America and black America, but who must always articulate themselves in response to an “Other.” It is their struggle and anxiety to define themselves apart from the white-black binary that results in a sense of newness---a new, hybrid space that diverges but does not fragment itself. It is a space of building new bridges with white America and black America and enacting a brave new dialogue.


In our study, the racial and cultural world within the selected suburban school district embodies such an in-between, liminal racial space: it brings together a nearly 70 percent white middle-class female teaching staff, a predominantly black administration and school board, and an increasing Latino American student population that is nearing a third of the student body. In such racially charged borderlands between whiteness and blackness, Latinos have historically transgressed the racialized boundaries by rupturing the white-black polarity and producing a tri-racial geography constituted by complex and overlapping sites of racial power and difference (Foley, 1999). As the population of African-American students slowly continues to decline within this historically black school district and the population of Latino American students slowly continues to increase, public schools that once were predominantly segregated black schools are slowly becoming “integrated” as more and more Latino families, for multiple reasons, are moving into middle-to-low income neighborhoods that once were all-black. The integration of Latino students into black neighborhoods within urban districts has been documented; however, our study focuses on the suburbs—a new racial frontier. 


In the Chicagoland area, a segregated color line still separates the monolithic white population found in its surrounding suburbs from the black and Latino American populations found in its urban center—an archipelago of racially segregated city wards. After WWII, sociologists at The University of Chicago created a concentric-zone model to explain the bull’s eye spatialization found in many urban cities across the North and Northeast corridors where residential neighborhoods spread away from the city core to offer a bucolic and better way of life in the suburbs “away from poor people, crime, minorities, deterioration, older dwellings, and abandoned buildings” (Jackson, 1987). The boom years for inner-ring suburbs began in Chicago after WWII and soon became a haven for the young white families swept up in the great outward movement from the inner city and who also benefited from the Federal GI Housing Bill. Oftentimes, descendents of Southern and Eastern European immigrants, such as the Italians and the Czech, moved away from the squalid urban tenements of their ancestors and into small towns replete with brick bungalows carefully laid out along the railroad that connected them to the city of Chicago where they still continued to work (Pacyga, 2011). Once they avoided being annexed by the city of Chicago, these small towns soon became inner-ring suburbs on the margins. Subsequently, the inner-ring suburbs created a spatial polarity with the gritty, industrial city of Chicago by offering a sense of a congenial, communal identity, as well as initiating a white diaspora in which large numbers of white, middle-class families self-segregated themselves by moving to the inner-ring suburbs to avoid other racial minorities in the city (Jurca, 2001). 

Today, inner-ring suburbs are slowly deteriorating and decaying due to the concentric-ring phenomena in which white, middle-class families continue to move farther and farther away from urban areas in what is now known as the suburban sprawl (Wiese, 2005). This second generation of Southern and Eastern European immigrants are now moving out from the inner-ring suburbs and into the outer ring suburbs which are at present monolithically white. Furthermore, recent sociopolitical changes in the racial geography of the Chicagoland area has led to the outward migration of racial minority groups, such as Mexican Americans, out from urban core areas such as Pilsen and Logan Square and into the “inner-ring” suburbs on the fringes of Chicago where our research study is set—an in-between geographic space between the inner city and outer-ring suburbs (Garza, 1994; Koval, 2010). Caught uncomfortably between the regentrification of Chicago’s older ethnic neighborhoods such as the Ukraine Village and the economically booming outer suburbs (Oak Brook, Naperville), inner-ring suburbs (Stone Park, Schiller Park, Franklin Park) are collapsing and are facing the same issues that affected major cities like Chicago in the 1970s: rising taxes, declining populations, deindustrialization, older housing, rising crime, loss of political clout, declining incomes, over reliance on property taxes, a highly fragmented corrupt government, etc. (Neikirk, 1985). In terms of schooling, more poor children attend high-poverty schools in the inner-ring suburbs than the city of Chicago where poverty levels are now declining (Cooke and Marchant, 2006; Zielinski, 1996). The large increase in the number of poor neighborhoods in inner-ring suburbs, such as the one in our research study, is a reflection of the shifting demographics within the rapidly increasing population of low-income Latino immigrants who work in the service industry (Jargowsky and Yang, 2006). 
A recent Brookings Institution study found that the nation has passed a tipping point in which suburbia is now home to the largest and fastest growing population of people who live below the poverty line due to the effects of the recent economic recession such as job loss and home foreclosures (Mack, 2010). These are all the dilemmas facing poor inner-ring postwar suburbs such as the one in this research study that slowly became predominantly African American during the 1960s, even though it was one of the rare suburbs that had early signs of integration starting from the 1920s. From the 1960s to the 1980s, our research setting became close to 85% black but remained 15% white. Now, as both the black and white populations decrease slightly, the Latino population has risen to 12 percent. Within these demographic shifts, the Latino population has shifted towards the postwar inner-ring suburbs where now there are more Latino American students within its school districts than in all of the Chicago Public Schools in the city (Olivo and Avila, 2005; Myers and Forte, 2008). In turn, more and more Latino American families are choosing to migrate outward as well towards the inner-ring suburbs and away from urban areas for the very same reasons chosen by earlier white, middle-class families. The geographic morphology of the Chicagoland area has become the backdrop for this research study as a full range of interracial tensions and interracial unity come to the surface in an ethnoracial borderland in which Latino Americans are filling up that in-between, liminal racial space between blackness and whiteness in the inner-ring postwar suburbs of Chicago (Foley, 1999). 

Research Setting


The geographical setting for this research study is an inner- ring suburb that it is located 11.6 miles west of the city of Chicago.  Chartered in 1869 on the site of two Native American trails and several large farms, it was founded by Colonel William T. Nichols, an abolitionist, who created a financially secure suburb based upon a vision of industrialization along the Chicago railroad. Colonel Nichols also incorporated his post-Civil War era sympathies into the multiracial identity of the community by allowing for several sites along the Underground Railroad and therefore creating an initial openness towards racial diversity (Deuchler, 2004). Social scientists have often cited our research setting as a deviation from the conventional picture of the American suburb as a predominantly white bourgeois utopia (Wiese, 2005). When examining the topology of African American suburbs in the first part of the twentieth century, historians have found that African Americans often settled into industrial, blue-collar suburbs as early as the nineteenth century, such as the one in our research (Harris, 1994; Asher and Branch-Smith, 2005). This pattern of African American suburbanization does not fit the traditional image of Chicago, in which suburbs were described as places from which whites commuted to jobs in the central-business district in a concentric circle manner (Burgess and Bogue, 1967). Rather, African Americans migrated to inner-ring suburbs in the 1900s where they could both work and live due to the decentralization of the blue-collar industry, possible homeownership, modern utilities, a civic culture, physical safety, and open spaces to raise a family. In the Chicagoland area, between 1910 and 1940, the black suburban population climbed from 5,000 to 25,000, and at a later date, 30% of this population settled in only six satellite suburbs such as our research setting (Wiese, 2005). Like most Chicago suburbanites, African Americans shared neighborhoods with working class whites who were mostly European immigrants and also worked alongside them in factories where they received equal pay for comparable jobs (Deuchler, 2004). 

The period from 1940 to 1970 saw an exponential rise in the African American population in our research setting which increased from 2.8% in 1930 to 19.1% in 1960 after which it doubled to 41.3% in 1970 due to several factors: (1) the already existing black community formed an important social network for the new arrivals from the Great Migration; (2) the existence of traditional housing restrictions ensured that most African Americans settled in segregated nodes of settlement in or contiguous to existing black suburbs; and (3) the new arrivals moving into the homes of whites who had fled the city in order to move away from the soot and noise of the factories (Wiese, 1999; Connolly, 1973). Although African Americans moved into older housing units of frame bungalows and two story homes, the spatial dynamic continued to be the same as before and virtually all of this suburb’s black population remained confined to a segregated and sharply bounded neighborhood in the middle of town. However, a more interesting trend that was occurring all over the country was that the new wave of African American suburbanites in the 1960s and 1970s were predominantly white collar workers, and industrial workers with a relatively high stable income, known as the growing black bourgeoisie. By the 1980s, however, most of the industrial epicenter had shifted from the inner-ring suburbs of Chicago to the outer-ring West and Northwest suburbs (McMillen, 2003). This economic disinvestment led to the current characterization of our research setting as an “at-risk segregated community” (Orfield, 2003). When the work disappeared, the marginalization of this suburban community led to heightened racial segregation, higher levels of poverty and crime rates, lower tax capacity, older housing stock, loss of the middle class, lower educational attainment levels, and crumbling infrastructure. 
Demographic changes of a new kind have accompanied the inner-ring suburbs in the last two decades. The Latino population of this predominantly black suburban community has continued to increase from about 6% in the 1990s to almost 11% in 2010 (US Census, 2010). Close to 90 % of the Latino population is of Mexican origin. The nearby suburban communities are also predominantly Mexican American due to the increased outward migration of Latinos in the 1980s and 1990s from urban enclaves into inner-ring suburbs. When examining migration patterns for minority populations in the Chicagoland area, after urban enclaves are saturated, group members are forced into adjacent areas, expanding the boundaries of the urban enclave into surrounding inner-ring suburbs (Massey and Anderson, 2001). Yet, according to the US Census (2010), whites and Latinos respectively constitute 10 and 11 percent of the population in our research setting but live mostly in the community's Northeastern section, thereby highlighting the boundaries of a black center and a white/Latino margin. 

Data Analysis:

During the final year of our three-year-long ethnographic study, we identified 5 Latino American students from the eighth grade within one selected school to interview at the end of the school year in regards to their roles within the classroom data and in regards to language, race and culture. Although we have interview data with the African American students, we chose just one school and just one student population for the sake of brevity. Three of the selected participants were female students and two were male:

(1) Julia was born in Jalisco, Mexico and moved immediately into the Chicago suburbs when she was four years old. She speaks Spanish at home with her family, which consists of two parents, her twin sister, younger sister, and her grandmother. Julia began the interview in Spanish and ended the interview in English. When she first entered the suburban school system, she was in a pull out ESL program until the 2nd grade and did not receive any bilingual schooling. Her family moved immediately into the post-WWII inner-ring suburbs from Mexico and moved periodically between these suburbs until two years ago when they decided to settle into this research setting in order to purchase a home for their intergenerational family. They are now one of two Hispanic families on the block within a predominantly African American community. After the eighth grade, Julia will enroll in a magnet math and science public high school based on her grades, test scores and teacher recommendations. 

(2) Maria was born in the inner-ring suburbs of Chicago but her parents are from Zacateca, Mexico, which she visits each year. She speaks English more than Spanish at home but is currently learning Spanish from her mother so she can learn to write letters to her relatives back home. Maria comes from a large family composed of three brothers, two sisters, and two parents. Her family also moved to the research setting in order to purchase a larger home within the predominantly African American community. After the eighth grade, Maria will attend the local public high school, which is not a magnet school, and has two common tracks: Regular and Honors. Maria will attend classes in the Regular track. The demographics at the local public high school include close to 70% African American students and 27% Latino American students. Interestingly, within the past few years, due to pressure from the growing Latino American community, the local public high school now has a English as a Second Language (ESL) / Bilingual Program for students whose native language is not English. Sheltered ESL content classes are provided for the Spanish bilingual students.

(3) Zenida was born in the city of Chicago and her parents are from Guerrero, Mexico but her family rarely goes back to Guerrero due to their undocumented status. Zenida attended a public elementary school in a predominantly Hispanic area in the City of Chicago up till the 6th grade. Zenida speaks Spanish at home but never received either bilingual or ESL services since she was mainstreamed upon entering kindergarten. However, similar to Julia and Maria, she speaks mostly in English with her siblings and in Spanish with her parents. After the eighth grade, Zenida will also enroll in a magnet math and science public high school based on her grades, test scores and teacher recommendations. 

(4) Manual was born in the city of Chicago and is of Puerto Rican and Cuban descent but he defines himself as Puerto Rican. Manual speaks only in English at home and cannot fully understand the Spanish language. He claims that he only understands certain common phrases in Spanish. Mobility was a large part of his early schooling in which he attended 8 different schools before this current school setting, which he started at the 4th grade. Similar to Julia, Zenida, and Maria, his mother bought a house in this research setting because the cost was lower in this community and they no longer wanted to shuffle from one apartment to the next. Manual lives at home with his older brother who attends the local public high school, his older sister who has dropped out of school, his mother and his stepfather. His family has a history of high mobility and will most likely move back to the City of Chicago next year where he will attend a large urban high school in a predominantly Puerto Rican community.

(5) Juan was born in Morelia, Mexico where his parents have their roots. He came to the United States in the third grade. He moved immediately into the inner-ring suburbs of Chicago with his parents and three sisters. At first, they lived in a three-bedroom apartment within a neighboring Latino suburb and then moved to this research setting in order to purchase a larger home within the predominantly African American community. Juan only spoke in Spanish during the interview and defines himself as Spanish dominant.
The following major themes, culled from our field data and grounded in the interview data, frame our results. A reflexive analysis of race, culture and language underpin our major themes—pointing to a culminating conclusion that the students in our study looked beyond identity politics and were pointing to a new found multiculturalism. In a majority minority community, there is a potential for indifference and racist ideology but the students in our study were able to craft a dialogic alternative in which there is a sense of belonging, even though there may not have been dual flows of cultural appropriation between the Latino and black students. Even though the school district was stuck in ugly racial politics, the poetics of the students pressed for a progressive interracial alliance versus the uneasy racial divisions amongst teachers, parents and administrators.
Following the Suburban Dream: Brown/Black Picket Fences

Oftentimes, there are varied reasons for why individuals choose to own a suburban home. In our study, there was an overwhelming response from the Latino American subjects: all of the students talked about their families moving to this historically Black suburb in order to attain the American dream of purchasing their own house with a front and back yard, with open space, and with tree-lined streets. They followed in the same topographic footprints of earlier Black migrants. The majority of the Latino American students spoke about how their families did not migrate out from the city of Chicago in an urban exodus, rather, they migrated southward from a neighboring suburb that was historically an Italian American, working class suburb that was also shifting in demographics and becoming more Latino. Yet, it still had an Italian officialdom in place. The housing market in the neighboring black suburb had lower home prices and so they moved—better housing at lower costs—by leap-frogging over the tightly-controlled, aging Italian American suburb and its middle-class brick homes with a uniform streetscape of front lawns, concrete steps, and iron-wrought railings. As first time homeowners, this social and spatial migration was seen as a sign of Latino pragmatism for the students, even though their parents did not work in the black suburb in which they lived. Further research would need to address whether the participants saw their home-purchasing power as a sign of individual progress and perhaps of racial uplift, as the black strivers before them. The Latino families migrated in an atomized fashion with a slow racial transition into the northeast section of this historically black suburb; this was a side-by-side integration of two racial minority populations. It will take more time to determine whether a rapid, block-by-block, wavelike turnover of black neighborhoods on the northeastern edge of town will turn into predominantly Latino neighborhoods:

Author: Are you now the only Latino family in your neighborhood or are there other families?

Maria: No there are others.
Author: How well do you know them?
Maria: Well some of them are from my family because my brother lives like couple of houses down and then my other brother lives like two blocks away.
Author: So all of you live close. You are very close to each other?

Maria: Uhh huh

Thus far, there are only signs of racial integration as opposed to racial turnover within this black suburb. In certain neighborhoods within the city of Chicago, Brown/Black neighborhoods reach a tipping point and one racial group starts to exit out as opposed to staying loyal to the changing community (Wilson, 2006):
Author: So why did they move to [research setting]? 

Zenida: Cause my dad wanted to buy a house. And in Chicago they were expensive. So…he had an option to move out here. 

Author: Do you like your house here? 

Zenida: [short pause] Kind of. 

Author: What do mean by “kind of”? What do you like about it?

Zenida: It’s like…it’s a good house…I like it because I have my own room…

Author:      






[own room…yes]

Zenida: Yes. I have my own room but then… at the same time I feel like it’s small. It’s too small. Well…it’s only my opinion.
Unlike the black pioneers before them who migrated to this town to seek the American dream even in the midst of white resistance, although the town had a history of abolitionist activity, the Latino American students never spoke of black resistance towards their hejira to the suburbs. Furthermore, the students also talked about how this historically black suburb was secluded from white racism as well as white surveillance; 
the master-slave narrative that applied to white-black integration in the suburbs no longer applies to the context of Black/Brown integration. The social and spatial inroads for the Latino exodus into this black suburb were similar to the previous century’s black suburban migration; however, the recent Latino American suburbanites did not have to overcome racial barriers to purchase their home in this historically black suburb. Our research setting like many mature black suburbs is a symbol of cultural affirmation and racial pride; yet, these historical precedents of building a safe cultural and racial space in the suburbs was never addressed by the Latino American students in our study. At times, they sometimes spoke of feeling isolated in a black suburb. On the other hand, they never spoke of feeling uncomfortable either, even though racial isolation is often cited in interracial suburbs. The kinship networks created by the town’s early black pioneers were also missing in this new Latino migration in which some families lived in isolation from other Latino families in this historically black suburb. Many of the Latino families transcended place by maintaining ties in other Latino enclaves outside of this black suburb, logging in miles on weekends in their cars by attending church elsewhere and visiting relatives in the city. Black suburbanization, historically, occurred through social networks—thus black suburbs expanded spatially as social networks amongst blacks grew as well. At present, there did not seem to a strategic engagement with Latino civic leaders or a sense of Latino agency within this suburb—let alone a strong social network. Even on the school board, there were no Latino American members. 

The Ghetto Suburb: A Culture of Violence in the Everyday
The notion of suburbia for both the black denizens and the recent Latino arrivals in our research setting was acutely different from the bourgeois culture of family life, leisure, feminine domesticity and nature that is often historically associated with white, middle class suburbs (Wiese, 2005). Drugs, gangs and violence were also a part of the suburban landscape; this is an at-risk suburb with not-so-good schools: “Eighty two percent of Blacks and Latinos who live in the suburbs are in at-risk suburbs compared to 52% for Whites” (Orfield, 2003).  Yet, in terms of comparing their education in this historically black suburb versus the city of Chicago, the problems were not as bad in this at-risk suburb, according to the research subjects, since the high school dropout rates were much higher along with the crime statistics in the large city. In fact, many of the students stated that the outflow of poorer residents from the West Side of Chicago near this suburb is what led to its decline and its increase in violence. This spillover process has been cited by sociologists to occur when poverty-stricken residents from the inner-city spill over into the aging inner-ring suburbs just outside the city limits, thereby creating contiguous suburban ghettos as they migrate just 10 miles west from the city to the suburb. Students at this school talked about living in a “ghetto suburb”—now a part of the vernacular. Even if this research setting was a ghetto suburb, it does not negate the fact that the suburbanization process and its philosophy of self-help and progress was a part of the town’s history and allowed countless working class families to purchase homes, raise families and build communities—just as it did for the new Latino families. 


Another characteristic of at-risk suburbs is multifamily occupancy within the suburban homes; some Latino families went from multifamily apartments in the nearby suburb to now multifamily houses in our research setting. The private space of their suburban homes became places of refuge from the violence and crime outside their homes. Basketball hoops in the backyard prevented getting into tussles in the neighborhood park; the shelter of the backyard protected against the world of the deceptively quiet suburban streets: 

Author: What do your parents think of the violence and crime in the area?
Manual: I guess they are used to it. And my mom…Humboldt Park [a Puerto Rican neighborhood in Chicago] isn’t really...I think it’s worse than here…to me it’s worse than here because...my grandmother still lives out there. You know when we go visit there…we’re not even allowed to go out of the house.

Author: Why do you think?

Manual: Because it’s dangerous.

Author: You think [research setting] is becoming more dangerous?

Manual: Well…recent shootings probably.

Author: What are some of the recent shootings?

Manual: A girl was killed the other day, shot in the head..I am not sure why…Some kind of trouble from like..I think they said from the West Side of Chicago and she came over here and she got shot in the head.

Author: So it started in the West Side and then she came here and they found her...

Manual: And they shot her. That’s what I heard. I am not sure if it’s true or not.
Author: So are your parents worried that [research setting] is going to become more violent and dangerous?

Manual: Probably.

Author: How about you? Do you talk about it?

Manual: Not really cause I don’t really hang around [research setting].

Author: Where do you go?

Manual: If I go outside I usually go to….because Andrew lives down the street from me. So I usually go over his house to hang out. Or if I go out somewhere then I go out with a friend… like…we usually go to...umm…McDonalds…you know, food places, restaurants like candy stores and stuff like that….not too far like you know from the area...probably like four or five blocks away from each other.   

Author: Ok good. Is your mom worried that something might happen to you?

Manual: Yeah she is always worried.


In the post-WWII era, new suburbanites wanted not only green space for their children but also good schools, along with safe and quiet environs—essentially a sense of a civic community. Yet, the families in this study did not refer to these quintessential conditions. Suburbanization was not necessarily a means to an end—for better schools and better social services. In order to have access to these advantages, a few of the students we observed throughout the research span moved to the affluent, liberal, racially diverse suburb in order to attain a better high school education. One of the black male students in this research picked up on the idea that location was the root of inequality and that schools in the affluent, liberal, racially diverse suburb directly east of them had an infrastructure that led to student success: “They should make school more interesting here. This is fucking bullshit. I’m never gonna send my kids here. I will put them in the suburbs. Fuck this shit. Schools with all white people. Here it’s a majority of black students with some Mexicans. At least [in the neighboring suburb], they teach you something and make it more interesting.” Ironically, this male subject did not think the research setting was a “suburb”, even though it is indeed by definition a suburb.

Furthermore, teachers often referred to the students as “ghetto kids”, even though they were teaching in the suburbs. Therefore, the suburbanization process did not necessarily annul the low expectations the teachers in this school district had of the racially minority students, regardless if they were predominantly middle class. In fact, historians since the post-WW II era classified historically black suburbs as the “second ghetto” –a concept that was internalized by many of the teachers (Wiese, 2005). Although suburban schools often adopt a college readiness curriculum, the suburban school district in this research setting is addressing its high school graduation rate of 88 percent, a composite ACT score of 15.6 and failing to meet AYP (Average Yearly Progress) while in its sixth year of being on academic watch (Illinois State Report Card, 2010), and chronic drug and gang problems (Gordon, 2007). One African American female student who moved to this research setting after attending schools in a nearby middle class suburb noticed the disparity immediately upon arrival and stated that there were Bunsen burners in her other school and they were constantly measuring things and doing experiments—unlike this school setting. The culture of violence in the ghetto suburb also spilled over into the classroom. Students during one lab are making gun signs with their fingers and brush each other’s heads with the gun fingers. Before conducting that lab, the science teacher stated “no stabbing, no punching, no beating during the lab.” 
Brown/Black Relations: Los Morenos and the Mexicans
When discussing identity theory in a majority minority setting, it is inevitable that we discuss acts of boundary making and drawing lines. The cultural and racial outsider is believed to threaten the boundaries of one’s collective identity but whose very existence as the Other also helps maintain the identity of the collective Self (Schwartz,1993). Aristotle’s principle of non-contradiction established that for A to be A it cannot be B: for Latino students to be Latino they cannot be black in a majority minority school. As a small brown minority in a largely black majority school, the assumption is that the Latino American students should mobilize themselves as a minority group and form a strong collective identity both defensively and offensively against the Other students or los morenos—a euphemism for African Americans used within the Latino American community. The fear of being marginalized is what one would say can propel Latino American students to stick together, to form a monocultural defense, to form an identity antithetically against the Other or los morenos: we are us because we are not them. 

Schwartz (1993) goes as far as to claim that all forms of identity making are violent acts because they are acts of inclusion and exclusion, versus the self-less acts of plentitude and generosity. However, we did not find this to be the case in our particular research setting where Latino American students had not reached a tipping point in terms of their numbers. Many of the Latino American students spoke about feeling fully accepted in a majority minority school but they also spoke about being comfortable within the nexus of their own small group of Latino American friends who spoke Spanish, ate what they ate and listened to the same type of music and dance. Perhaps it is a fidelity to a macro school culture and school identity that allows for unity amongst cultural strangers; the price of imagining a collective identity beyond race and culture must occur when the principles within a school culture push for pluralism and tolerance. No one culture or racial group comes before another, regardless of its majority or minority status. Yet, in the everyday lives of classrooms and students, there were moments of microaggression (acts done with little conscious awareness of their meanings and effects but that make us feel uncomfortable and unsafe) when a racially tinged comment would flare up and then die in its embers—comments about a Latino student’s immigration status to comments about interracial dating. Oftentimes, these racial microaggressions went unheard by the teachers and administrators but were recorded by us the researchers listening in on adolescent conversation and behavior in private spaces.

Furthermore, rather than viewing all Latino American students as a monolithic whole defined by macro boundary making themes of immigration, language and ethnic culture, our study calls into question who is the Self and who is the Other.  Is a Latino collective identity in a Black-Brown school linked to monoculturalism and the notion of exclusion? There were times in their interviews during which the Latino American students referred to the African American majority students at their school as “los morenos” and therefore the Other. At other times, they referred to their black peers and friends using individual names as opposed to a collective identity marker: los morenos. Furthermore, there were moments in our ethnographic study during which the Latino American students did not portray a collective sense of Self either; instead, they saw each other also as an Other due to differences in religion, dress, musical tastes, generation, and region. There was no exclusive allegiance to a Latino identity and to a distinctive collective identity. Yet, the African American students often labeled the Latino American students as simply “Mexicans” and therefore forged a collective identity against this new, incoming monolithic Other. At other times, the African American students referred to their Latino peers and friends using individual names as opposed to a collective identity marker: Mexicans. Yet, there were very few African American students within our school setting who picked up on the ethnic differences and nuisances within the Latino community. Many were not able to state cultural differences between Mexican Americans and Puerto Ricans, the two largest demographic groups at the school.

Within both the African American and Latino American student body, there were distinct border crossers—students who have the tenacity to subvert our cultural assumptions about them and their collective identity and who can fit comfortably into both/many cultural and racial worlds. Border crossers or cultural straddlers live in that liminal, in-between, third space where no one culture and race is dominant over the other. Rather, both Latino and black students can mix together freely and randomly in hybrid forms within the third space where constant back and forth liminality between racial borders and borderlands leads to fluctuating languages, cultures, and discourses (Bhaba, 1994). The liminal persona of the cultural straddler performs rites and rituals from both worlds. For Bhabha, liminal as an interstitial passage between fixed identifications represents a possibility for a cultural hybridity that entertains difference without an assumed or imposed hierarchy—no one culture or race is at the top of the rung and no one at the bottom is marginalized. By reclaiming the hegemonic order of race, Latino Americans would be on top. By reclaiming roots to nationhood and citizenship, African Americans would be on top. However, in the third space, there is no hegemony and hierarchy—just hybridity and fluidity between the two racial minority populations. In a majority minority school, cultural straddlers within the third space disrupt the existing social divisions, they craft alternatives to racial hegemony, and demonstrate a bridging potential for positive interracial relations (Sharma, 2010)
The concept of liminality as a quality of an in-between space and/or state is important in describing some of the most interesting and highly specific social and cultural phenomena in the twenty-first century: the transcultural space, the transgeographical space, the transgender space, the translinguistic space, the transracial space. Richard Rodriguez’s article titled “'Blaxicans' and Other Reinvented Americans” (2003) in The Chronicle of Higher Education called for a “racial and cultural mestizaje” or contemporary multiculturalism in which there are no hegemonic boundaries between Black, Hispanic and white; rather, there is a linguistic and racial multiculturalism in which races and languages mix together and create unique hybrid forms within an in-between third space. For example, the unique generation of children born in contemporary Southern California (So Cal) of both Black and Mexican racial mix has been described as the Blaxican identity—a clever moniker coined by an interracial young girl in California during the late 1990s—a cultural marker of liminality similar to Mexipino (Mexican and Filipino), Hinjew (Hindu and Jewish), etc. Kemo, the Blaxican rapper from Southern California, writes bilingual lyrics that mesh his blended Mexican and Black ancestry using phrases like “the hard Aztec and the swift Zulu” and the “ghetto and the barrio” (Chabram-Dernersesian, 2006). Rebecca Romo (2008) explores the racial/ethnic identities of multiracial Black-Mexicans or “Blaxicans” in California and how they negotiate distinct cultural systems to accomplish multiracial identities in a whole new cultural world. The Blaxican students were constantly fluctuating in-between these monoracial spaces of being black and being Chicano/Mexican to create multiracial identities. The transracial spaces were fluid and hybrid and driven by context: Gabriella in the Mexican household and Gaby in the African American household; “Black and Mexican” nomenclature used by the older subjects and Blaxican by the younger generation; the need to be both Mexican and Black and neither just Mexican and Black while others pushed them to be either Mexican or Black and therefore get stuck in socially circumscribed monoraciality; the fluctuations on an everyday basis between being Black, being Mexican, being Blaxican and just being human, a non-racial identity; yet always feeling physically and linguistically different from the white majority; never feeling “black enough” or “Mexican enough”  or “light enough” or “dark enough” for their monoracial peers and family members.
In our study, we encountered border crossers and cultural straddlers whose enacted identities shifted according to fluctuating context rather than definitive race. The majority minority status of the school setting led some social actors to display behaviors and actions that were hybrid in nature, and therefore, a small social space was created within the school in which students from both racial groups came together in unison (Bourdieu, 1992). Some of the black students displayed cultural competency by stating openly their desire to learn Spanish and to even use the Spanish they knew in front of their Latino peers, by creating a tight social network of friends in which there was a racial balance, by dating outside of their race, etc. Therefore, the cultural straddlers anchored themselves in the Latino American community but also developed strategies to subvert themselves from being excluded entirely from the greater black majority. In some ways, they moved beyond the “double consciousness” and “double voicing” of black students navigating a white-black landscape and found themselves instead in a trivariate of sorts navigating between Standard English, the black dialect and Spanish (Kinloch, 2010):

Author: I noticed that you use a lot of Spanish in class with Julia and Maria. Is that true?

Zenida: Yes.

Author: Why?

Zenida: Since we’re used to it…like we talk a lot…like all of a sudden… if we’re talking like in English and then…we can’t say some words in English so we just say it in Spanish. Sometimes when we talk about things that we don’t want people to know about [laughs]. 

Author: Sometimes you use it for private things?

Zenida: Yes.

Author: How does Ms. Gerald feel about you speaking in Spanish?

Zenida: She tells us to speak in English…the whole class does. 

Author: Why do you think?

Zenida: [pause] I guess she doesn’t want the other students to feel bad like if we’re saying something about them…she doesn’t want them to think we’re saying something about them. 

Author: How about Ms. Lockland? 

Zenida: We really…she’s not our homeroom teacher…so…we really don’t use Spanish around her. We’re never around her when we speak Spanish. 

Author: How do the other students feel about you speaking in Spanish? What do they think when you, Julia and Maria are speaking in Spanish?

Zenida: They think we’re talking about them but we’re not always. We’re not. We’re mostly just talking about regular stuff. We’re just talking in Spanish.

Author: Right. They think you’re talking about them but you’re really not.

Zenida: Yeah. 

Author: So do they want to learn Spanish also?

Zenida: Some students do. They would like to learn…um…from the other class Sharde…from my classroom Portia would like to learn. Um…Ollie…Precious…

Author: None of the boys?

Zenida: We really don’t talk to the boys that much. Like…we

Author: Why not?

Zenida: They’re boys…[laughs]…they’re themselves. 

Author: So do they pretend to speak in Spanish sometimes?

Zenida: Sometimes…yeah…they go rrrummrrumm [makes a fast motor like sound].

Author: They kind of roll their tongue?

Zenida: [laughs] Yeah.

Author: Do they sing in Spanish? How do you feel about that?

Zenida: Hmm…nothing really…I don’t think they are making fun of us…they just…they’re trying…

Some of the Latino cultural straddlers displayed their cultural competency with their black peers around hip-hop culture, language and challenging normative notions of hair and skin color. Yet, they did not identify with the black culture for the sake of identity politics, unlike South Asian Americans who may identify with the black minority in America due to a political identity aligned with combating racism (Sharma, 2010). The Latino students also did not identify with black culture for the sake of increasing one’s masculinity or for becoming fascinated by the exotic Other, unlike white Americans:

Author: Ok here’s a hard question…Do you feel like you’ve changed now that you are in a predominantly black school?
Maria: Not really.

Author: Do you think there is a cultural difference between the black students and the Latino students?
Maria: Well they use more slang than other people might use.
Author: Ok and how do you feel about that?

Maria: It really doesn’t bother me because I use it sometimes too.
Author: Ahh…why do you use it sometimes too? Do you think you picked it up from your friends here?

Maria: No not really. It feels like...I don’t know…it’s just my family…we just like sometimes use that too.

Author: Give me an example

Maria: Like “Hey what you doin” like…something else…
Author: Ok. So what music do you listen to?

Maria: Hip hop. R&B.
Author: Give me an example. People you listen to.

Maria: Mariah Carey. R. Kelly
Author: You listen to R. Kelly…Ok…that’s a Chicago thing.
Maria: Yeah (laughs)

Yet, within the continuum of students in a majority minority school, there were differences in how race, culture and language were enacted: some changed their identities based on the Brown/Black setting; some resisted their identities being changed; and some were altered by their experiences in a majority minority school. Interestingly, the one racial category that was used to create social isolates within this majority minority school was the white racial category. Black and Latino students who did not fit into the broader school culture were negatively labeled “white” and were often ostracized and bullied by their racial minority peers for acting white and being gay because of it: 
Author: Do you think kids are under pressure to talk and act a certain way here at this school? Who creates that pressure?
Julia: I guess… cause you know…cause Anton…this kid in the class…he talks pretty white and the kids consider him gay. 

Author: Because he talks white?

Julia: Yeah… and he says he hates black people and…and he is pretty dark and stuff (laughs)… it’s pretty dumb but…whatever…they punched him once for that.

Author: You are kidding?

Julia: I mean he deserved it. He was practically yelling that out in the hallway.

Author: That he hates black people?

Julia: Yeah

Author: Okay. Did he come from somewhere else? Did he come from [neighboring suburb]? 

Julia: Umm…I’ve never really talked to him. He’s kind of a real quiet kid that I don’t really want to talk to cause you know he’ll get on my nerves.


Author: He’s the one with the glasses right?

Julia: No...he... I don’t know how to explain him...he’s just there
The students who act white were often ostracized in this research setting and this racial profiling alludes to the hypersegregation of American schools in which there is a strong divide and polarity between Black/Brown schools and white/Asian schools.
 “Soy Cristiano”: Latino Evangelical Youth Culture

According to the Pew Hispanic Center’s publication titled “Changing Faiths: Latinos and the Transformation of the American Religion” (2007), there is a growing trend amongst Latino Catholics to convert to evangelical churches, even though a third of all Catholics are Latino American: “Half of Hispanic evangelicals (51%) are converts, and more than four-fifths of them (43% of Hispanic evangelicals overall) are former Catholics.” Within the United States, one third of all Latino Americans identify themselves with the Protestant evangelical movement that is emerging rapidly within Latin America and its neighboring nations due to a greater degree of choice and competition within the religious landscape (Sanchez-Walsh, 2003). When describing a church service in a Latino evangelical church, one can find “the mostly Latino audience shouting ‘Amen’ and waving as ministers preach about how God would protect them. For more than three hours, they pray and sing spirituals in Spanish” (Glanton, 2009). The Pew Hispanic study (2007) also cited Protestant Hispanics as being more conservative in their social views as well as their politics, especially in relation to abortion, school prayer and same-sex marriage. Latino evangelicals are twice as likely to vote for the Republican Party than Latino Catholics, unlike the African American community that tends to vote overwhelmingly for the Democratic Party regardless of faith, religion and social views—thereby challenging the often taken-for-granted Latino Democratic vote (Kelly & Kelly, 2005). The changing religious landscape within the Latino American community was evident in our study as well; we found a distinct cultural difference between and amongst Latino American students who practiced Catholicism versus those Latino American students who attended an evangelical church. Both groups attended congregations with a largely Latino constituency and clergy; however, the amount of time and days spent at church services was a dividing factor amongst the students, as well as the ability to read scripture in the Spanish language. Two male students in particular spoke about spending entire weekends and 2-to-3 weekday evenings at their Protestant church and stating to us during their interviews—“Soy cristiano”—I am Christian.  
Both of the young men who identified themselves as Latino evangelicals sat apart from the other Latino American students and often displayed a Protestant conservative ideology in relation to how they dressed, how they spoke and how they viewed the role of education in their lives. Shedding traditional notions of ethnicity and the trappings of group identity was accompanied by a renewed emphasis on being a good student for these two young male evangelicals who tied themselves to the ritual participation in their Protestant churches. Some claim there is a messianic orientation amongst the young Latino American evangelicals whose core identity is tied to the Protestant church, to Christ and to “sola scriptura” or to scripture alone. While the other students in this research study talked about spending their upcoming summer vacation riding their bikes, swimming or visiting relatives, these two young evangelical male students talked about attending church events. There was as uncanny resemblance between the two young male subjects, even though they were in two separate grades and did not know each other: both were well groomed, well coiffed, always wearing crucifixes around their necks, and quite introverted. They both spoke about only leaving the house as a family to go to church and never really venturing into their suburban neighborhood. Both came from large families with two parents intact, read the Bible in Spanish, and spoke to their families “siempre en español”—always in Spanish. In the classroom, both students embodied an academic cultural orientation toward school; yet, both were also social isolates amongst their peers and seemed distant even from the other Latino American students who were also academically driven:
Author: ¿Cómo te sientes en la clase? No dice mucho.

 [How do you feel in class? You do not say much.]

Juan: Me siento diferente. [I feel different.]

Author: ¿Y triste? [And sad?]

Juan: No…solo diferente. [No…just different.]

The two young male evangelicals are definitely a part of the Latino American community at the school; yet, they also feel apart from the others. Their emphasis on a religious identity as a distinct form of difference within their peer culture caught us by surprise; it created a distancing effect as well as a sense of plurality within the school setting. Moreover, when we asked about the social isolates in interviews with the other Latino American students, they all consented that these two male evangelical students were too tied to their “Mexican culture” and therefore different from them, thereby conflating religious identity with nationhood as well as immigrant culture. Yet, by attaching themselves to an evangelical identity, are these young Latino men bypassing the stages of cultural assimilation and forming a type of resilience needed for academic success? 
Scholars have stated throughout the past decade that Latino American churches and the clergy have become partners in the social and political struggles of the larger Latino community within the United States (Badillo, 2006; Suro, 2007). However, understanding this social and political transformation within the context of public schools is also needed. Researchers in education have attempted to analyze family and religion as protective factors for Latino American students against a constant struggle to preserve their cultural identity and physical well being (Castro et al., 2007). In addition, bonding with prosocial sources like the church has the potential to influence youth resilience in the face of conflicting normative expectations for adolescents, low self-esteem and harmful temptations such as drugs and alcohol. These transformations resonate with the findings of the Pew Research Center (2007) report about the relatively universal characteristics of the Latino ethnic church in which theology and culture have mixed to create a religious reality that is focused on family, children, and the immediate community—the same can be said of the African American community church.


Citing the inner-ring, post-WWII suburbs of Chicago, Badillo (2004) provides a detailed account of the transformation of the ethnic churches in these suburbs from a European American (Polish, Irish, Czechs and Italian) ancestry to one that is dominated by Latino American beliefs and traditions. Badillo states that the turnover process is often a tumultuous one filled with ethnic and racial conflict both within and outside the church. The arrival of the Latino immigrants into these ethnic European immigrant enclaves in the 1960s (Cuban refugees), 1970s and 1980s (the post industrial boom augmented by the establishment of several railroads from Mexico to Chicago) was a result of various government resolutions to emphasize fair housing policies. Due to a shared Catholic orientation, Latino Americans were more acceptable than African Americans as neighbors and community members within the inner-ring suburbs. The various parishes in these neighborhoods, due to their relatively flexible nature, have proved to be amenable to accommodating the needs of the local Latino American population. Many of the Latino American students in our research setting prepared for their first communions at Our Lady of Caramel—an Italian American ethnic church which offers Spanish Mass for the growing Mexican American community. Consequently Catholic churches have seen changes in their own character such as increased piety and traditional practices, services in Spanish, renewed Sunday worship services that require complete family involvement, a matriarchal core where women take the lead in organizing and implementing religious rituals and several religious and cultural celebrations. These churches have passively and hesitantly become intertwined into the social and political fabric of the Latino American community that in turn has revitalized the often-dying economic and religious landscape of the local churches in inner-ring suburbs such as those in our research setting. The deep involvement of the church in the everyday lives of its members has been a draw for Latino Americans from neighboring communities where similar religious infrastructures do not exist. Therefore, interfaith coalitions can be a potential bridge between Latino and black Americans—two minority populations who are heavily involved in their local community churches.
The Black Dialect: Getting Treated, Tweeking and Going Spanish on Someone

One of the earliest entries in my journal regarding language and identity related to an incident in the seventh grade science classroom. The science teacher was interrupted during a lesson when a parent barged into the classroom regarding disciplinary actions taken against her daughter by the science teacher, Ms. Abrams. The teacher and parent went outside to discuss the matter and soon the discussion became heated. Darnell, an African American male student and class leader and role model, turned to me, the assumed cultural outsider, and explained how Ms. Abrams was being “treated” by the parent and what being treated meant by definition:

“Tiara’s mom is about to treat her,” Darnell said to me, who then goes on to explain what “to treat” means to me as Ms. Abrams steps out. “It means…it means they are talking about them to make them shut up. You feel so embarrassed that you shut up. It’s a salty moment. You get mad. You huff and puff.” Of course, the students claim Ms. Abrams treats them sometimes: “Ms. Abrams be treating some time.”

In addition to being “treated”, students also commonly used the verb “tweeking” and went on to explain its meaning to me, the presumed cultural outsider, even though I knew its definition: to be out of your mind when under the influence of drugs and therefore act irrational. The black students first circulated the word “tweek” but soon most or all of the Latino students used the word “tweek” in their everyday speech. At the end of the research study, the verb “tweek” became a part of my idiolect as I heard the word daily around me—from teachers to administrators to students:

A male student dropped some garbage on the classroom floor and the teacher asked him to pick it up but he initially refuses to pick up the garbage:



Student: Oh, you tweeking now Ms. Gerald.



Teacher: No, you tweeking. I asked you to pick that up.

In terms of the use of Spanish in the classroom, we found the Latino students often code-switching between English and Spanish during informal class time and during group work, depending on the context, within their peer groups. Occasionally, some of the teachers used Spanish in an informal register, often when giving directives and commands, even though they were not native speakers of Spanish. When the black students had no idea what was being said, they often used the phrase “going Spanish on someone” as a newfound action word in sync with “going rogue” on someone:



Ms. Gerald: Dion, you need to sit down. ¡Cálmate!



Dion: What does that mean? Is that Spanish? Don’t go Spanish on me!

At times, there was a “communicative impasse” between the Latino and black students in terms of the Latino students not understanding their black peers (Dyson, et. al, 2009). At other times, there was a cultural bridge that stretched the meaning of words across race and language, therefore widening the Latino students’ sociolinguistic repertoire, especially since the black dialect was the lingua franca in this majority minority school. However, when it came to academic English, both the Latino and black students struggled with the pronunciation, meaning and use of academic vocabulary, especially in the science class where they often relied on the teacher’s voice for the correct pronunciation of scientific words: 

Students are having difficulty pronouncing the word “allele” in the genetics chapter. Some pronounce it as “alley.” Jumanah after a while does not even want to pronounce it and says “that A word” instead. At one point, a Latina female student pronounces “hereditary” as “hair-a-tee” so Ms. Abrams corrects her pronunciation. Another male student pronounces Gregor Mendel’s last name as “men-dale”. Maurice continues to pronounce “allele” as “alley.” After a while, the teacher stops correcting their mispronunciation of the science words. They are also struggling to pin down a definition for each term based on their reading.
Communicative flexibility between and amongst the Latino and black students was observed during daily life in the classrooms, increasingly negotiated by the cultural straddlers, border crossers, style shifters, code switchers, and multilingual composers like Manual (Hornberger, 2000). Many of these cultural straddlers did not hold onto the centuries-old negative perceptions and stereotypes of the black dialect; rather, they were attuned to the black dialect and did not display a communicative disconnect (Dyson, et.al., 2009). The cultural straddlers demonstrated communicative flexibility by sounding like their familiar Others—from friends to teachers—and taking on these “typified voices of their everyday lives” (p. 978). The typified voices of the black dialect were literally absorbed by the Latino American students as they interacted with African American speakers on a daily basis. They also exercised their agency as cultural straddlers by making a conscious or unconscious language choice in adopting aspects of the Black dialect as a part of their idiolects as well. In the interviews, none of the Latino students identified the black dialect of their peers with any negative connotation, unlike some teachers who often denigrated the black students for their language use. There was no sense that their black peers were speaking in an inferior manner and that somehow their language was ill formed. Yet, even though the Latino students adopted some aspects of the black dialect while maintaining their Spanish and acquiring Standard English, it was not the linguistic push-pull dynamic that African American speakers may face when they themselves are moving back and forth from the Standard Dialect and the Black dialect.


However, at the same time, what the Latino students noted is not necessarily the adoption of the Black dialect; rather, they referred to their peer’s speech as “slang” and filled with “cursing” and certain lexical choices. They never noted the systematic properties of the black dialect such as the use of the habitual “be” form (e.g., she be my friend) or pronominal apposition (e.g., me and my friend), and its history and relationship to the English in an ESL setting. The assertive back and forth dialogue found in the black vernacular in which one’s emotions are quite explicit was unfamiliar to the Latino American students; they were not as alert to the varied situated voices of their black peers. Understanding Black English as one of many varieties of English was also unknown to the Latino students: that there could be so many different kinds of Englishes and their peers were speaking one type. That they are situated in a multilingual setting was an unknown to the Latino American students. There are no curricula in this research setting pointing to the self-exploration and discovery of many kinds of Englishes and the notion that there is a variety of Englishes—even within their everyday classroom. The Latino students might be appropriating the voices of their black peers but are wrongly labeling/ruling it as “slang”. 

Author: So how do you speak? Describe it to me.

Manual: I guess I speak with slang …you know…words…

Author: You use a lot of slang? Why do you think you use a lot of slang?

Manual: I guess I grew into it from over here. You know…you kind of find it easier to talk that way.

Author: Give me an example of something you use.

Manual: Like I says...something like…”man I ain’t never”…like stuff like that…like instead of saying “never” I say “nevah”…like “I ain’t”…like stuff like that.

Author: So how did you pick that up? Were you conscious that you were changing the way you were speaking? Do you find yourself switching at school how you speak even at home?

Manual: Not so much…you know…at home I don’t do it as much as I do it over here.

Author: Hmm. So how do your parents feel about that, when you say something like “ain’t”?

Manual: No one pays too much mind to it.

Author: Ok. Do you feel like the other kids in your class speak that way?

Manual: Yeah…they have like…but to me like they have advanced slang.

Author: What do you mean advanced slang?

Manual: They speak like more slang than I do. Yeah…I only use like words…just to make it more easier to say.

Author: But they actually come up with the words?

Manual: Yeah.

Author: Give me an example of something funny that someone must have said that you think they came up with. 

Manual:  Okay. Once when we were listening to this rap on the computer, he said that…one of my friends...I don’t know who was it, he said that the guy can “spit.” And I asked him, “What’s spit?” And he said, “That the guy can rap pretty good…he spitting it.”

Author: Good…So it was a word unfamiliar to you and then you learned it. So do you want to know more words like this from your friends?

Manual: It helps you…you know…get conversations…you know at least I am not left out.  

Author: So did you feel left out when you first came to [the research setting]?

Manual: A little bit you know because…I didn’t understand some of the words they were saying...so I didn’t really understand much...so I couldn’t really get into the conversation like they could.

Author: Do you think your friends want to learn more Spanish? Do they ask you to teach them?

Manual: Yeah they always want to learn Spanish.

Author: So what is an example?

Manual: They just say like, “Say something in Spanish. I don’t care what it is just say something.” So I say little words like juice and milk.

Conclusion

This article depicts a small slice of our three-year-long ethnography of a majority minority public school in the inner-ring suburbs of Chicago. The socialized talk between black and Latino students was explored at great length in our study; however, our article here focuses on the Latino students in particular for the sake of brevity. Our research setting was a predominantly black school with a fast-increasing Latino population. It would be beneficial to further examine research settings in which black students are entering a school that is a Latino majority school and in which they are now the growing minority population, as well as research settings in which each racial minority group makes up close to half of the school’s majority population. How does the dynamic between race, culture and language change when the ratio of black and Latino students varies in a majority minority school setting? What happens when majority minority schools reach a tipping point? The number of majority minority schools is increasing rapidly across the country as racial and economic segregation push African Americans and Latino Americans into close proximity and into highly segregated apartheid schools. Yet, we know very little about Black/Brown relations in majority minority schools and how demographic shifts affect acceptance and respect for different racial and linguistic groups, how they affect the levels of tolerance and understanding between both groups of students, and how race, culture and language are talked about amongst the students themselves. Mapping the experiences in majority minority schools and capturing these particular dynamics have not been covered at great length. Our research grounds itself in knowing what defines majority minority schools, how students adapt to shifting                                                                                                                                                                                                                         demographics and how such heteroglossia reflect our postmodern world where the complexities of hybridity make up the norm and everything is less stable and more fluid in imagined communities such as majority minority schools (Anderson, 1983).

One harsh truth gained from our research is that black and Latino students still largely attend schools that are not equitable due to a lack of resources and a lack of qualified teachers. The students are well aware of this inequity and cannot do much about it other than have their parents/guardians change zipcodes, as some students did in this setting (Darling-Hammond, 2010). With such gross inequity confounded in majority minority schools, the central question is whether we will act on that evidence and whether it will lead to coalition building between the African American and Latino American communities. One possible idea for coalition building that circulated within this school district was to develop a dual language program in which one half of the curriculum and instruction would be in English and the other half in Spanish (Hadi-Tabassum, 2006). Each classroom composition at the elementary schools would consist of one half Latino American students and one half African American students. The prevailing understanding is that cross cultural communication would occur between black and Latino students so that they understand each other cultural and linguistically. African American students would gain access to the Spanish language of their Latino peers and both groups would be exposed to Standard English. The idea never left the ground due to the resistance from teachers and administrators toward the need to desegregate schools for a dual language program to exist across all grades, from K-8, and in all elementary schools. In fact, this research setting had gained national recognition for being one of the most segregated in the country in which most schools were either entirely black or entirely Latino based on a study by Richard Fry at the Pew Hispanic Center: 
“The study identified the nation's most-segregated suburban school district as [our 
research setting’s school district] based on its ‘dissimilarity index’ of 0.79. That 
index means that 79 percent of the district's minority students would have to be 
moved to different schools in order for the schools' student bodies to mirror the 
ethnic makeup of the surrounding population” (CNN, 2009). 
Our particular school setting for this research was the exception to the case with a fast-growing Latino population within a predominantly black school; however, the demographic trends within this community clearly show how the Latino student population is a fast-growing population within all the predominantly black schools. The black student population is declining in this school district overall while the Latino population is increasing steadily—a demographic trend found across the country and one that needs to be examined in greater depth within majority minority schools. 
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