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EDUCATION

ETTING an education is both the biggest individual challenge facing
Gchildrcn of immigrants as they grow up and the most important institu-
tional sorting mechanism that will send them off into different life trajecto-
ries. Norman Nie, Jane Junn, and Kenneth Stehlik-Barry (1996) have under-
scored the paradox of education: that individual investment in education
pays off in upward mobility, but that growing social investment in education
has not produced a more equal social or political system. To the contrary, the
educational system continues to be a defining element in our national -——‘Qat-
terns of social stratification. For the children of immigrants, just as for those
with native parents, education thus represents both the most obvious path of
upward mobility and a highly potent set of institutional barriers to that
mobility.

Family background, school context, and individual talent and effort inter-
act to shape the ways in which young people make their way through this sys-
tem. Children from middle-class backgrounds with highly educated parents

start with obvious advantages, while those whose pm
tion, difficylty speaking English, and low incomes=are ata clear disadvantage. %‘
Family form also counts. HMW
force provides more resources for each child. A nonworking mother seeking

to support several children on her own c;?iv-e each far fewer resources. Fac-

tors such as father’s or mother’s education and parental income also explain a
good deal of the variation in children’s educational experience, as do such
closely related factors as the language spoken at home and the race of the
houschold. But family resources, family strategies for investing in the chil-

mparcntal expectations are not the only significant factors. Not all a9es,
children from better-off backgrounds succeed in reproducing their parents { c_'-j

Iécvil&f_@mtion, nor are all children of poorly educ arents doomed to WC/V,Q

, i lar educational position. .
} The kinds of schools to which young people have access are also vitally im-
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/(b% 1S and other students in them—set an example that can be bad or good.
% o S Finally, ipdividual choices count too. Some youngsters have more talent
—Tile others are Tared away trom school by pur-

apply themselves harder,
adolescence. To be sure, some families

have an casier time and do a better job at insulating their children from bad
influences, but these influences are pervasive even for middle-class families.
Many young adults from immigrant families also have reason to doubt
whether following the “straight and narrow” educational path urged on them
.by their parents will actually lead to a good outcome (though this connection
is allot clearer in uppcr-n?iddl?-class settings than in poor or working-class
) A fettlngs). Ha'ngl.ng out with girlfriends or boyfriends, experimenting with
dgs and drml:img, or developing a street hustle can be exciting, pleasurable
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education and income than the Hi _
ents have o (hz)’ are also more likely than HiSpanilcsiz?:; tI:atrer;ts atxd speak
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24 Becoming New Yorkers
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high-performing group. In the former, it may be that conservative socia predominantly Dor

norms within Dominican families provide space for accomplishment in gtitio_ns_of their .
school. For the latter group, the difference is between high-achieving men a‘ﬁﬁ%‘%ﬁf
and even higher-achieving women, perhaps owing to family pressure on the %
young men to enter the labor force (for a further exploration of this theme, brécaisz oy feard
see Lépez 2003). m
, The various groups of young people also attend systcmatically differel_lt Wﬁg
kinds of schools. Although a majority in all groups attended ordinary public chiefly the Domus

high schools, table P1.2 shows that a significant minority of the youngs teigl
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TYPE OF HIGH SCHOOL ATTENDED, BY GROUP

NYC
Public ~ Magnet  Parochial  Private  Total

TaBLE P12

Colombian, Ecuadorean,
79.8% 1.5% 15.6% 3.2% 405

and Peruvian
Dominican 87.6 0.0 11.0 1.4 419
West Indian 86.0 3.8 7.1 3.1 392
Native black 90.5 1.7 5.6 2.2 412
Chinese 76.2 18.0 3.0 29 596
Korean N/A N/A N/A N/A N/A
Russian 75.3 7.2 16.4 1.0 304
Native white 67.1 1.7 19.2 12.0 401
Total 81.1 5.1 10.5 3.4 3,348

Source: Authors’ compilation.

the most educationally successful groups used other options. Some 94 percent

of the Chinese—the most upwardly mobile group in terms of education—

attended public schools, but they were also far and away the most likely to at- h ei_

tend New York's competitive public magnet schools. This also reflects the ten- ¢

dency of Chinese parents to move to areas with good local schools, an option ¥

less available to groups facinmels of discrimination in the housing

market, (To a lesser extent, Russians and West Indians also found their way , 7 Jg

into these magnet schools, while many other groups, especially Spanish-speak- Ot
Sdebé

ers, did not.) Many educationally ambitfous members of other groups found
"‘..———\ . . . . .

their avenues of opportunity outside the public schools. Whites attended pri-
vate and parochial schools and made far heavier use of private schools than any

other group. The Russians, who were in Jewish schools, and the Latino groups
all made significant use of parochial schools:
" The three ethnographic studies presented in the following pages present
graphic snapshots of different parts of New York’s educational terrain. Nancy

Lépez examines the bottom end of the system, a huge public high school in a /0 W
e low ex- 8y,

predominantly Dominican neighborhood. Many of the teachers hav %2,
their ad- %);o

pectations of their students and do not offer them much. They and
ministrators focus much of their efforropn simply maintaining order The stu- o

dents, especially the malescudents, respond to this treatment with Fostility 6&'@
irls, perhap: leg

and cynicism. The authorities show more lenience toward the girls, perhaps

WMWfO“{Witm'gﬁm'dﬁdg A
Jations and better school performance than the boys: fis inding 1s partlcﬁv\th%‘j
larly striking in Tight of the fact that most of their parents hail from places— ho¢
chiefly the Dominican Republic—that do not have strong traditions of VQIULS
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credentials and measurable performance; and a pervasive sense that a good
pmfessional job is their children’s only defense against the privation experi-
enced by the immigrant generation. Most of the children, regardless of fam-
iy ba ckground or gender, conform to these expectations; if they make other

choices, they do so with considerable guilt and against parental advice. At the

—

both family class background and choice of educational institu-

same timC,

tion_mediate
backgrounds and attendance at an institution that lacks the prestige of Co-

[umbia, Hunter students are encouraged by their parents—as well as by@

“Hunter—to move into “second-tier” professtons 1ike pharmacy or account-

Wugh many Chinese American Tamilies and students see Hunter as al nC7U0

;s

st choice” rather than a “preferred option,” it nonetheless facilitates a much
wider range of options than the community college. At the same time, just as
at the community college and the urban high school, managing expectations
and adjusting them to realistic possibilities is an important part of the educa-
tional dynamic.

These three chapters thus provide a sampling of how second-generation
young people are currently experiencing the New York City educational sys-
tem, from the lowest stratum—“urban” high school—to one of the highest—
Columbia University. One can sense in these chapters not only how family
class background operates to limit and frame choices but how educational in-
stitutions and their students engage each other in matching and becoming
reconciled to these choices. Finally, one sees some scope for individual choice.
The lives of some of these respondents do not always work out according to

plan—but sometimes with positive results.
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CHAPTER 2

UNRAVELING THE RACE-GENDER GAP IN EDUC/\TION-
SECOND-GENERATION DOMINICAN MEN’S Hicy
SCHOOL EXPERIENCES®

Nancy LOrez

Poverty doesn’t necessarily cause crime. . . . People come from New Jersey, buy
their drugs, and what kind of life do they lead?

—Leo, second-generation Dominican high school student,
New York City

I read about a study in the newspaper that states that 40 percent of “weed-
heads” are in the inner city, but 60 percent are from the suburbs!

—José, second-generation Dominican high school student,
New York City

HE soCIAL critique articulated by Leo and José, both seniors at what I re-
fer to as Urban High School in New York City, points to the ever-present
awareness of racial stigma among Dominican youth, particularly young men.
“Thesesocial critiques are part and parcel of ﬂﬁ‘r—a-c’e-gender gap in education
that I witnessed at Urban High School’s graduation in June 1998. At the end
of the traditional graduation processional, rows of young women had to be
paired with each other because they were graduating at greater rates than thfir
male _counterparts (Lépez 2003; Sum et al. ~Rlemfeld 1998; Lewit
1998). While at the beginning of the twentieth century men actained high!
levels of education than women, at the dawn of the twenty-first century we

*All names of individuals reported throughout the chapter are pseudonyms.
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cacR ryender B
see the opposite pattern—women attaining higher levels of schooling than
dicted that by 2007 the gender gap will reach 2.3 million, with 9.2

men. It is pre . o1 |
“million women enrolled in college compared to 6.9 million men (Lewin 1998).

The race-gender gap in_education_is most pronounced among women
from racially stigmatized groups. lering the 1990s African American women
were twice as likely as men to?BFaln a college dcgr‘ee (Dunn 1988). In the
Boston public high school graduatu?g class of 1998, it was estimated that 100
black and Hispanic males were going to a four-year college for every 180
black and Hispanic females (Sum et al. 1999). In New York City public high
schools, where the majority of the student population is considered nonwhite
(86 percent), more women graduate than men (New York Board of Ed-
ucation 2000). Even at the City University of New York (CUNY), the
overwhelming majority of enrolled black and Latino undergraduates are
women—up to 70 percent in graduate programs!

The race-gender gap is already discernible among the new second genera-
tion—the children of post-1965 immigrants from Latin America, the Carib-
bean, and Asia. Second-generation female students from diverse backgrounds
in California and Florida outperform their male counterparts in educational
atrainment, grade point average, and educational aspirations (Rumbaut
1998; Portes 1996). This is also the case among second-generation Viet-
namese students in New Orleans and Mexican-origin youth in California
(Zhou and Bankston 1998; Matute-Bianchi 1991; Valenzuela 1999). In New
York City, home to over one million public school students, the race-gender
gap in education is already discernible among the children of immigrants
from the Caribbean Basin—the largest new immigrant group in New York

(Mollenkopf et al. 1998; Waters 1999; Hernandez and Rivera-Batiz 2003; 4}

Lépez 2003)." Our own Immigrant Second Generation in Metropolitan Ne:vlo)
+

York Study revealed that across all groups women achieve higher education
attainment than their male counterparts. The targeted sample of second-

many of the male participants (31 percent) were still enrolled in high school
or had dropped out as female participants (15 percent). Fifteen percent of
males had graduated from either a two- or four-year college or had pursued
graduate education, but 22 percent of females had done so. What accounts

for the race-gender gap in education?
In explaining disparities in education among the second generation, the

@ainstream literature has focused on the ethnicity paradigm—namely, the as-
similation process. Segmented assimilation theory posits thar the second gen-

cration will experience upward or downward mobility depending on a num-

o(/,( “ %

generation Dominicans surveyed for the project uncovered that over twice as ;' ¢ @,
0, 2

%

@f characteristics of a given ethnic group: first, its mode of incorporation
into U.S. society; second, the type of neighborhoods it lives in; third, the so-

segmented) s imilghon H wry
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periences of youth in schools and in their classrooms thart illustrate racializa-
tion as a process rather than an essence (skin color) (Lewis 2003; Fine 1991;

Feagin and Sikes 1994).

To uncover race and gender processes in the lives of second-generation
youth, particularly young men, I am guided by the following questions: How
do race and gender processes intersect in large public high schools vis-a-vis
the social relations between the school and the surrounding communiry,
rules, policies, regulations, and institutional practices? How are ordinary, day-
to-day social interactions among students, faculty, and staff, as well as class-
room dynamics, racialized and gendered?

I conducted five months of participant-observation during the spring of
1998 at the New York City neighborhood public high school that I refer to as
Urban High School. I chose this public high school because it was located in a
neighborhood that has experienced extensive migration from the Dominican
Republic. During three days of the week I regularly observed four mainstream

classes in the social studies department: two senior economics classes taught by
Mr. Green, a self-described biracial man in his early twenties who could “pass”
for white in terms of phenotype; an American history course for juniors taught
by Ms. Gurierrez, a Latina teacher in her early twenties who was from South
America and could not “pass” for white; and a global studies course for soph-
omores taught by Mr. Hunter, a white man in his midtwenties. Each of these
classes had between twenty-five and thirty students. Only Mr. Green’s eco-
nomics classes had unequal gender proportions. In his first class fewer than
one-third of the students were female. Conversely, in the second class only
one-third of the class was male. This skewed gender ratio proved quite useful
for examining how race and gender intersect in classroom dynamics.
When I was not sitting in the back row of one of the four classes I was ob-
serving, I was floating around the school, sometimes visiting other classes,
such as bilingual special education classes and the ninth-grade courses held in
the trailer complex. I spent the afternoons hanging out with students in the
lunchroom, college office, security office, hallways, and library. I also at-
tended parent-teacher meetings, club activities, and other special events such
as dances, guest speakers, and festivals. Since I lived in the neighborhood, I
also attended community forums, parades, and political gatherings, and I of-
ten ran into students and teachers outside of the school setting.

Reactions to my presence in the field were varied. Depending on my attire,
students and teachers alike sometimes mistook me for an older high school
student. Since I was in my midtwenties and often wore jeans and a T-shirt,
some of the older staff automarically assumed that I was a student. On one
occasion an evaluator sitting in on Mr. Green’s class asked me if he could see

the previous day’s class notes. Students, on the other hand, usually saw me as
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a co-ethnic and approached me in Spanish, sometimes inquirin

part of “the DR” my family was from.’* If 1 dressed in more profeg abo
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This chapter is part of a larger study on the origins of the race-gender
that I conducted using focus groups and life history interviews with secoﬁj{
cans, West Indians, and Haitians (see Lépez 2003). This
d-generation Dominican men’s racializa-
alysis of girls’ experiences at Urban High
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chapter focuses specifically on secon
tion at Urban High School (foranan

School, see Lépez 2003, ch. 5). Before del
High School, I briefly describe the neighborhood and institutional contextin

which it is embedded. Next, I bring into focus some of the “invisible” racial
ization and gendering processes that transpired at Urban High School in Mr.
Green’s classroom. end with a discussion of the implications of my findings
for future studies on the education of the second generation, particularl)’ of

racially stigmatized young men.
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Sanjek and Gregory 1994; Lieberson 1980). Specifically, in the 1990s, 34
percent of Dominicans, 22 percent of Africans and those from the Caribbean,
and 27 percent of African Americans were living in New York City apart-
ments that suffered from rat infestation, lack of water or heat, and no kitchen
or bathroom (Schill, Friedman, and Rosenbaum 1998). In contrast, Euro-

Wts from similar class backgrounds were able to obtain bette

housing.’ b
According to the 2000 census, among all Latino groups, wﬂl_sﬁaf Ot
arked “black” as their %y (¢ <

the groupd e largest n

v,

race ercent) (Logan 2003). Dominicans also have the lowest number of
members who identify themselves as “white” (23.3 perccntﬁnd the largest
number of members who reject the white-black binary and identify them-
selves as “other” (63 percent). Regardless of how Dominicans identify them-
selves on the census, the overwhelming majority of us would be classified as

ially black because of our phenotype. For instance, over the last ten years
of teaching undergraduate sociology courses at the City University of New
York, the University of Massachusetts at Boston, and the University of New
Mexico at Albuquerque, I begin my first day of class by asking students to
anonymously guess what race I am. Anywhere from two-thirds to three-
quarters of students define my race as black and African American, or black

Peteept,

and Latino, again highlighting the permanence of the one-drop rule whereb
any trace of discernible African ancestry is deﬁnewma%
how a person identifies herselE. ™

Owing to racial segregation, even the mast successful blacks and Hispan-
ics do not have the same quality of neighborhood amenities enjoyed by their
white and Asian counterparts (Logan 2002b). Latinos who identify as black

on the census are most segregated from whites and tend to live in predomi-

nantly black neighborhoods (Logan 2003). This reality has severe implica-

e
&

7

tions for the iw‘s available to racially stigmatized youth. In a 178
study of racial imbalance in American public schools based on data from the Hbr( Se "

National Center for Educational Statistics (NCES), John Logan (2002a)
finds that the level of segregation in our schools did not improve over the
decade of the 1990s. Indeed, racial segregation places the majority of black

and Hispanic youth in the poorest schools.

Jean Anyon (T997) Tefers to the grossly inferior education that low-income
Latinos and blacks are subjected to as “ghetto schooling.” Urban High School
is no exception to the de facto segregation that confronts racially stigmatized
youth. Both inside and outside, the main building at Urban High School ap-
peared to be falling apart and bursting at the seams when I was present in
1998 (New York Immigration Coalition 1999). Scaffolding enveloped the
entire four-story, turn-of-the-century building. Sections of the roof regularly

Vs. ”5@
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collapsed, and pigeons flew around in the auditorium and
times making their nests in the stairwells. O g7 ¢(G A
Orriginally intended to accommodate approv)rejm:gl{v)c;?goo e (ssonk‘
ban High School had a student population of about 3,000. To :;“codcnm, U
the overflow of students, all incoming ninth-graders were hoUSedmI.n“‘btg
dozen makeshilt, neon-or iler classrooms that had been squ In g,
the crumbling baseball field located behind the main school buﬂee_led%
spite the fact thar the rrailer classrooms had only one rtoilet for af;n.g - De
students, these facilities, ironically enough, appeared more hYgienliltEony
those in the main building.® Indeed, during the course of my fie] d‘id"ﬂ
could not locate a Wa, so I always had to brin, okl
ter bottle with me. I dreaded using the athrooms in the school: even cﬁ: "
cted, locked teachers’ bathrooms in the main building were unsamtary‘;:i
missing doors and toilets that did not flush, and lacked toilet paper and ‘:,D &
ing faucets. ne oke( (:Q\)(,é' ‘GCQC \U“dr\ ’
Despite the fact that Urban High School is located in one of the city’s mog
populated neighborhoods—one that has experienced intensive migration
from the Caribbean—it is the only high school in a six- to eight-mile radius
While the election of Dominican representatives to local and state govern-
ment has led to the creation of a handful of elementary and junior high
schools to address the problems of overcrowding, the dire need for a new high
school remains (Marwell, this volume). When queried about the possibility of
moving to a habitable school building, Mr. Perez, the middle-aged Latno
principal, lamented, “There is no public will to build new schools.™
Although the majority of teachers at Urban High School are white. the
student Eo-p?l-eEion is ofﬁci‘aﬂ_s;geiig__xmgd,as Latino (90 pmﬂt)-‘j_{‘ﬂsﬁty
Dominican, with a number of Puerto Ricans and Cubans and a sprinkll:lg:;C
-l

Mexicans, The remaining students are categorized as black but 1

second-generation youth from Haiti, the Anglophone West Indies, aﬂd}?;:
ble (1 P&

of Africa. The enrollment of Asian and whire students 1s negligi

cent). During the entire course of my fieldwork, 1 did not see 2 single “;l,ntf
or Asian student in the entire school. Although I did not attend 2 New (;a
a schoOl'
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;,%Mi%e within the traditonal four years that it usu-
v takes to earn a diploma, and about one-quarter drop out, with over one-
third of the cohort remaining enrolled beyond four years.

In part to deal with overcrowding and the growing number of students
who were behind in their course work, Urban High School, like many other
schools throughout the city, had adopted “p.m.” school—extra after-school
classes designed to deal with the large number of students who were behind
in their classes bur were too young or did not want to attend general equiva-
lency diploma (GED) classes (Lépez 1998a). Ironically, because more women

duate than men, it was men who were more likely to remain enrolled be-
vond the fourth year, making Urban High School’s enrollment slightly more
male than female (55 percent). I often overheard students, particularly young
men, commenting that they had been at Urban High School for five to six

years but had not been able to graduate.® {T
Q .

INSIDE URBAN HIGH SCHOOL cher bef| ef
At our first meeting, Mr. Perez expressed enthusiasm about my research proj-
ect because he had been observing the race-gender gap for quite some time
during his eight-year tenure as principal and was curious to learn what I
would find. Mr. Perez believed thart the gender gap was present because boys
seek independence through the strects. 1 B¢ streets are more attractive to the
men,” Mr. Perez noted. "Girls in traditional Latino families are kept at home
and seek independence through arming themselves with_school=~When T
asked Mr. Perez about his position on single-sex schools, he replied that he
supported them, but added, “More important than a single-sex school is hav-

ing a facility that does not have the major infrastructure problems that we
- o

juggle on a daily basis.”

Mr. Perez soon introduced me to Ms. Rivera, a middle-aged Latina teacher
who was an assistant principal and chair of the social studies department. A
vivacious veteran reacher of twenty years who could not remain still for a
split-second, she gave me a whirlwind tour of the school. As we chartted in
Spanish, Ms. Rivera commented that she was pleased to learn I was a Do-
minican graduare student who had been born and educated in New York Ciry
public schools; she hoped I could serve as a “role model” ro Urban High
School students. Ms. Rivera added that I should ignore all the stercorypical
depictions of Urban as a dangerous school. The negative media representa-
tons of the neighborhood included images of drug wars, gang hghts, and
other criminal behavior at Urban. I noted, however, that Urban students were
quite cordial toward each other. While changing classes and exchanging the
latest gossip, students conversed in the hallways in 2 mixture of English and
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commodate comfortably only a few people. Without access to a computer,
teachers filled in attendance sheets, planned lessons, organized school trips,
gradcd.tests, advised students and, in the few minutes that remained, tried to
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dreadful conditions, even the most Smdent—ccntc’r;cd_:@chcm receive the mes-
sage that their job is not important to the bureaucrats who design “high stan-

Jards,” such as Prestdent Bush-and his No Child Teft Behind Act (20077, bt
‘fil to provid R ing. Likewise, even the most school-oriented
students at Urban High School invariably learn that in the U.S. context their Mfgsq X

education is not important since they are not expected to amount o much 1“0 [{, é(

—

n Ms. Gutierrezs American history class the electricity often went out.
One time a young man named Julian remarked, “Mira, un apagon como en ed
Santo Domingo” (Look, a blackout like in Santo Domingo)—an ironic re- >
minder that poverty and lack of resources were present not only back home ‘7t

but here in the United States.

ON OVERCROWDING, POLICING, R ACIALIZATION, AND

GENDERING
Beyond the decrepit conditions of the school building and the lack of even e .
the most rudimentary school supplies and basic resources, one of the most%
striking aspects of Urban High School is the ubiquitous security_presence. ﬁ
All students have to enter the main building through a smaller side door be-

cause the main entrance is boarded up. Upon entering, students have to

present their picture identification cards and pass through state-of-the-art,
airport-style, full-body metal detecrors monitore video cameras staffed

by black and Latino security personnel, including guards, peace officers, and

an armed whire police officer. The head of security was Mr. Castellanos, a
Latino man in his fifties. I asked him whether the majority of students who

were involved in fights were also involved in drugs or weapons possession. /7
ot
O *

He responded that there were rarely any incidents over d

fights were primarily squabbles over property. I queried Mr. Castellan

about why police officers had been introduced to Urban High School in the /‘Qv
early 1990s, years before Mayor Rudolph Giuliani made it a citywide policy. 07(?

He explained that police officers were brought in not because Urban High
School was among the most violent schools in the city but because it was

among the most overcrowded. 0
— Crowd cofitro] is one of the major functions of the security personnel. %

During the five minutes that students are given to change their forty-minute-
petiod classes, security guards with bullhorns are positioned at the corners of
the hallways, yelling: “Move it!” Long after students are seated quietly in their
classrooms, teachers often have to compete with the noise emanating from se-
curity guards’ walkie-talkies as they patrol the corridors and stairwells. Stu-
dents are also schooled against the backdrop of the eminen threat of violence.
from the security guards and the police officer permanently assigned to the
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ple aren’t analyzing it correctly, but we do face an issue of youth crime in
New York City” (Van Gelder 1997, emphasis added). [ Pvelic not pr ol
The mere suggestion that every student in public schools (not private
ols) would be automatically included in police lincups was a powerful
racialization. Given that the New York City public school system 1s predom-

inandy Latino and black and most students are second-generation children 2-

from the Dominican Republic, the Anglophone West Indies, Haiti, and "é gf

U
V0N

C

4

Z

-

Puerto Rico, this demand can be interpreted as what Michael Omi and =

Howard Winant (1994) define as a racist racial project.'® Regardless of inten-
tion, this di inks dark-skinned (male) bodies to crime and simultane-
ion. After much

ously attempts to_reallocate resources bated on that dehmt

community organizing and protest, the policy was not instituted; neverthe-

less, the associati ally stigmatized youth as “suspects” in criminal in-
vestig;wwwmm after the controversy,
in September 1998, poticeofficers finally gained complete control of the se-
curity personnel at all New York City public schools. This is only one exam-

| ialization processes occur at the macrolevel wirhont the need to
directly refer to a given racial or ethnic group (Bonilla-Silva 2003).

These larger macrolevel racializations eventually trickle down to the high
school level. I witnessed much physical and symbolic violence directed to-
ward young men at Urban High School (see Herr and Anderson 2003). One
morning, while making our way through the crowded hallways, Ms. Rivera
and I bumped into Samuel, who was supposed to be on his way to her class
but instead was walking in the opposite direction. When Ms. Rivera queried
him in Spanish about where he was going, he explained that he was on his
way to meet with his guidance counselor in order to change his program. Just
as Samuel continued walking toward the guidance office, Ms. Rivera asked
him to remove his hat, but he just kept on walking, ignoring her request. Ms.
Rivera then pointed Samuel out to one of the security guards who happened
to be patrolling the hallway and who quickly proceeded to chase him down.
Overcrowding and the subsequent increase in security personnel is turning
urban public high schools, which are supposed to be institutions of learning,
into spaces in which urban, low-income, second-generation Dominican
youth, particularly young men, are humiliated through searches and gtrer de-
meaning encounters. |oy) 10<OME o ¥ (o(;a\ntqias bla ‘f,ﬁ’;é 4110 a

The ili ion that ow—incom%(gé]ﬁtﬁav%gjare rac{aﬁizcd as
prevailing assumption t Y
Latino and black, especially young men, are_prone to aggression has resulted

S
e

Wwi)d SO

e

dn the normalization of violence as well as the threat of violence against them
in urban schools nationally (Stanton-Salazar 1997). In"a'study of single-sex,
male-only classrooms, Kathryn Herr and Gary Anderson (2003) unpack

cocialrraton -—()foﬂé to 038({5’5}
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nst ma_le S

thamese, a:l Ci dents struggled with reading and pronunciation. While Mr. Jimenez lectured,
2001; B()ur [ was quite distracted by the teacher’s aide assigned to the classroom, a Latina
nvisibility 0;. woman in her fifties who spent much of her time working on a one-to-one
n of the Pu basis with a young man seated in the front row. I wondered whether “special

ation of 10“; education” was simply a dump; 1d for bilingual W
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Classrooms are not impervious to the social narratives and formal and infor-

mal institutional practices that “frame” youth who are from racially stigma- %GW)
tized groups, particularly young men, as “problems” (Fine T99T). Mr. Green’s [
economics class for seniors provides a window to the invisible ways in which €) A
hegemonic race and gender narratives about racially stigmatized communities S Lr Q%
filter down to the classroom and ultimately affect the ways in which men and oéy
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women from the same ethnic group experience racialization processes.

One morning, seconds after the bell rang, Mr. Green, who always wore a
shirt and tie to his economics class, slammed the door shut and announced:
“You will have exactly seven minutes to complete this quiz. Please take off
your hats.”"? Since the doors were locked shut from the outside, all latecom-
ers had to knock in order to be let in, and they were required to sign the late
book."” While students were completing the quiz, Mr. Green inched his way
down the crowded aisle, grasping his Delaney grade book as a shield, check-
ing for homework; he often had to walk over desks just to get to the next row.
Disappointed at the number of students who did not hand in their home-
work, Mr. Green remarked, “Students, this is unacceptable! Only a handful
of you have submitted your homework. Many of you will lose points for not
handing in homework.”

One young man in the class called out: “How come you didn't used to give
us homework last year?” Mr. Green retorted: “You guys quiet down! Do you
want to be here? I suggest that you follow the rules,” pointing to the black-
board. A large piece of cardboard stapled over the blackboard listed “Mr.

Green’s Rules for Success”:

L.~ Be present every day.

2. Bein your seat when the bell rings. %QJ/) aUl O (
3. Homework is due at the beginning of class.
4

Do not wear hats, walkmans, or beepers.



Becoming New Yorkers

atve when som

eone is sPeaking.

classroom.

nized before speaking.

5. Bequict and arte

6. Do not bring food or drinks © the

7. Raise your hand and wait © be recog

8. Be prepared for school.

9. Treat faculty and other students with respect.

There was another rule thar did not appear on Mr. Green’s list but e
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strictly enforced, not only in ' ‘
Green asked students abourt their favorite muys;.

! g lEnglish only. One time Mr. b

————2nd a male student called out, “La Banda Loca” (the Crazy Band), a f,.
mous Dominican merengue band popular throughout the 1990s. Mr. Green
ignored him—"“Okay, no music artist’—and moved on to the next studen,

who answered in English.

At Urban High School tMﬁIWM[
W crier that students had to overcome ta-become successtul. At a day-
long teachers’ workshop held in the crumbling auditorium on the phasingin
of the infamous statewide Regents examinations as a graduation requirement,
many of the two hundred white teachers in attendance openly expressed their
bclfcf(l);:( students should speak only English in school. On a number of oc-
casions some teac crs,.moslly whites, stopped students in the hallway and
N %ﬁ;};z{:: :::hs::e:[l:I,]gci;,lsp:niSh' l’n one such instance a white, m.iddle-
e bing his nave [.‘)”L“—;:S ‘:P);dt:(r:g man ;]n tllxj hallway and b\emte.d hfm for

* “class. You know Lnelish. S ).C;lk En "lil’(l)’li i}o: S A i Sbanishin by
e e ——r——— ) ! Uny erstandably dqc’cred about.thc
ativetanguage in the school setting, Pedro just

2104107 Uy Uy

L _pnnip ’)mmq s

o
S

9

\

‘% Eﬂ stared d ;
£ = stred down at the floor while being scolded. During the course of my field-

=N work, 1, like Pedro, recei
/ teachers and scaff b,c:::;]v;d : “Uml)c‘r of disapproving glances from some
\J  and Latino teachers as v:cll "as speaking Spanish with students pcrsonnC]\

. . cll as some OFII “« .« » > S

o bﬁ‘:l‘llbh. Against this hostile backgro Z \'th: teachers who did resped
< sull learnine Enelich f und, it is not s isi S
o N . , S o - be
2= T L humiliated, devalu d . urprising (hdt. tho
alued, and symbolically violate

hrougl .
hout their se .
YA — w‘t“ll schooling rocess (FHerr g
uela 1999), fid Anderson 2003; Ybarra 20005

In an cthnograph
Ho.usfon, Texas, An
[hC.ll' families valye ¢
L'Jm(cd States not on
vide their youch wit
that are unavailable

y of Mexican-orj
gela Valenzyelq (
;itxcnr‘mn. These fa
h)[;:l llx:;[[)mvc thei

ter
to them ip

ﬁ;:)g)ol;;:jhi‘n a Pllblic' high school in
milies s :- ;\ that MCXI.Can "'Ol“h and
. 50Ci0c£,: ‘Jl:lout having come to the
educational apnq omic status but also to pre”

employment opportunitis

heir K
ome ¢ .
ountry. However, schools as i

QHlW{s\\p S|

Unraveling the Race-Gene

stitutions are or| nized to undermine the cultural resour
grounds of these youth as deficient and problemauc, as sc
ond. T he logic is that by subtracting Spanish_;

move
of their Mexican families, students can assimilate and be

the end Mexican students experience schooling as a subt
c‘wge_w.mmmﬁﬂi&_’if"’“
%}r_iftw%ﬂ(sx also Gibson 19¢

igh Schoo Zeachers all have “good intentions” in wan
speak only English; however, despite their good intentio
of them try to prohibit the culture and language of t
school premises gradually undermines the academic suc
Valenzuela finds that Mexican-origin students Jo not ol

buc rather that they may disinvest from a schoolin
communitics and chi

se,

[:cntl devalues their famili

and cultural resources.
Mz Green was a dedicated teacher with many “goc

was working within the institutional confines of a sc
grossly inadequate and resistant to change. The fact t
cover a given amount of material within a forty-minu
of the five classes he raught was not his doing; he simj
obligations within the time blocks he was given as a te
day when Mr. Green gave the quiz, exactly six minute
gun he warned, “Okay, students, you have one minute
added, “Okay, students, time is up. Put your pens do
your papers, and pass them forward. If I see you wr
off.” Mr. Green'’s classroom often felt like a very contr
an inviolable time schedule that often gave priority 1o
dialogue and meaningful learning. _
espite good intentions,
advertently “framed” young men from black and Lat
tential drug and crime statistics (Fine 1991). Another
by asking students to talk 2bout the major problems
Male students called out, “Crime, drugs, pollution.
out, “Poverty, homelessness.”
Mr. Green continued: “Is crime directly or indire
As reflected in the epigraphs to this chapter, Leo and
on the relationship between poverty and crime. Lec
way to escape from reality; therefore we have a dr
doesn’t necessarily cause crime. People come fror

drugs, and what kind of life do they lead?” Leo’s co

uring classroom di




aking.
n

sefore speaking.

on Mr. Green’s list by, W

ghout Urban High Schog.
s about their favorite mus;.
oca” (the Crazy Band), , fo-
shout the 1990s. M, Greep

ved on to the next studen
3

anding of Spanish was tha,
recame §uccesszul. Ata day-
ditorium on the phasing in
sa graduation requirement,
ance openly expressed theijr
chool. On a number of oc-
udents in the hallway and
1instance a white, middle-
1allway and berated him for
lever speak Spanish in my
andably dejected abour the
school setting, Pedro just
ing the course of my field-
roving glances from some
with students, personnel,
" teachers who did respect
NOt surprising that _those
and symbolically violated
Terson 2003; Ybarra 2000;

N a public high school in
that Mexican youth and
abouy having come to the
mic status but also to pro-
mploymen opportunities

Y- H"WCVCI', schools as in-
-__—-—/

Unraveling the Race-Gender Gap 43

stitutions are organized to undermine the cultural resources of Mexican and

other Spanish-

ning the language and cultural back-

rounds of these youth as deficient and problematic, as something they must
“ove beyond. The logic is that by subtracting Spanish and the cultural values
of their Mexican families, students can assimilate and become successful. In
the end Mexican students experience schooling as a subtractive process: their

cultural and language backgrounds are defined as “problems” that need to be

stripped away if they are to succﬁcl (see also Gibson 1988). Likewise; 5
High School teachers all have “good intentions” in wanting their students to
speak only English; however, despite their good intentions, the fact that some
of them try to prohibit the culture and language of their students on the
school premises gradually undermines the academic success of those students.
Valenzuela finds that Mexican-origin students do not object to education per
se, but rather that they may disinvest from a schooling system that consis-
tently devalues their families and communities and chips away at their social
and cultural resources.

Mr. Green was a dedicated teacher with many “good intentions,” but he
was working within the institutional confines of a school system that was
grossly inadequate and resistant to change. The fact that Mr. Green had to
cover a given amount of material within a forty-minute time block for each
of the five classes he taught was not his doing; he simply worked to meet his
obligations within the time blocks he was given as a teacher. For instance, the
day when Mr. Green gave the quiz, exactly six minutes after the quiz had be-
gun he warned, “Okay, students, you have one minute,” and seconds later he
added, “Okay, students, time is up. Put your pens down. Put your names on
your papers, and pass them forward. If I see you writing, I will take points
off.” Mr. Green’s classroom often felt like a very controlled environment with
an inviolable time schedule that often gave priority to “coverage” over critical
dialogue and meaningful learning.
" Despitetitsgood intentions,” during classroom discussions Mr. Green in-
advertently “framed” young men from black and Latino communities as po-
tential drug and crime statistics (Fine 1991). Another morning he began’?rz;;;
by asking students to talk about the major problems in contemporary society.
Male students called out, “Crime, drugs, pollution.” Female students called
out, “Poverty, homelessness.”

Mr. Green continued: “Is crime directly or indirectly caused by poverty?”
As reflected in the epigraphs to this chapter, Leo and José had a different read
on the relationship between poverty and crime. Leo called ou, “Drugs are a
Way to escape from reality; therefore we have a drug problem. But poverty
doesn’t necessarily cause crime. People come from New Jersey, buy their
drugs, and what kind of life do they lead?” Leo’s comment about New Jersey
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for the day before the bell rang,
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participate in classroom dizlogue, bur the ways m which secomd-

men 10
stion Dominican young men participated—speaking in Spanish. chesr-
&,

ig:;c;ch other when articulating counterhegemonic interpremations of the
7ins of racial and ¢
' ducationy Bﬁﬂki ucation, which conceives of students as
Wda ts be flled with the knowledgs of 201 omTISCIEnT teacer, =
mstrument of oppression (Freire 1985, 1993; Hooks 1994). While dhe
young men in Mr. Green's economics class were rying to parucpacs i dass-

ion by making biting references to white-collar crime. job ceil-
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ings, racism, and police brutality, their social critique was often muffled by

an institutional pedagogy fixated on “covering” 2 given amount of marerial
ial” responscs, More important, the young men in Mr
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Greenvs class were once again racialized as distuptive and experienced 3s prob-_

lem students when in fact th

discussion were undermined by his authoritarian pedagogy (Ybarra 2000).
As Alex Trillo discusses in this volume, the vast majority of Latuno and
black students who attend New York City public schools and are fortunare
enough to graduate from high school or earn a GED do notend up in the top
the top four-year schools within the public university
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The gender balance of the class had a visible effect on Mr. Green's social in-
eractions with the students. He was always on guard for his third-period
class, which comprised mostly young men, some of whom looked only a few
years younger than Mr. Green himself. However, his demeanor changed al-
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cir .

“ladies,” uan, had their hats back on, without 2 word from Mr.
Gl:::’ShZﬁ; ‘:}tzc]rcaﬁa, Juan stopped coming to class. Ia;{cr thar m'(;ng;i
found Juan in the college office. When asked what happe:bm; juan s;;lc !
he left because he had “problems” with Mr. Green. At Ul Hjﬁud ool,
school rules stipulate that no student may wear hat in the schoo ding.
However, thi i d for young men but never for young

curity, and other school staff and administratogs.
= next month, in the same fourth-period class, a young woman who,
just like Juan, was a class clown and often came in late wearing a baseball cap,
greeted her classmates, joking about Mr. Green'’s resemblance to comedian
Pee Wee Herman. Because of Mr. Green’s likeness to the television personal-
ity, the entire class burst out laughing, including Mr. Green. In disbelief, a
young man sitting beside me turned to another young man and whispered,

“

Imagine if we had sai ve kicked us out of the class!”
N parrbecause some teachers appeared t
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braday
riculum pr s (Kleinfeld 1998; Ginorio and Huston 2001: Sad-
fevel cur —75002; Newkirk 2002). Given the racialized and gendered
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CONCLUSIONS
I began this study with the question of why more women attain higher levels

of schooling than men. 1 examinc?d‘dle n:acial mcan.ings that have b.een as-
signed to second-generation Dominicans in the setting of a large ncxghbm;-
hood public high school in New York Ciry. Th{S chapter. ﬁ)cuses on mens
racialization. I have found that both formal and mforma.] L.nsr,:’xruuox:al prac;
tices as well as pedagogical practices within schools, “racialize” and genflcr
students in ways that significandy affect their outlooks toward education.
While the intersecting and stigmatizing processes of racialization and gender-
ing that second-generation Dominicans undergo in educational institutions
can be seen at the micro level, such as in the interactions among students and
teachers in the classroom setting, they are also emblematic of larger processes
that occur at the institutional level. These latter processes are manifested in
the dilapidated infrastructure problems at low-income and immigrant
schools; the dearth of resources, such as books and computers; the absence of
challenging curricula, as seen at Urban High School; and the framing of low-
income youth of color as potential criminals, as seen in the New York City
Police Department’s abortive attempts to obtain every public high school and
junior high school yearbook as a method of combating crime. Against a hos-
tile backdrop that views them as hoodlums and drug dealers, men expressed
social critiques about racism, job ceilings, and their prospects for social mo-
bility (Lépez 2003). Men’s outlooks were the outgrowth of their experiences
with race and gender processes.

What are the implications of these findings for teachers, policymakers, and
other people concerned about eradicating race and gender disparities in edu-
cation? What are the implications of these findings for the current debates on
the education of the second generation? First and foremost, it is imperative to
stress that teachers are not responsible for the race-gender gap. As previously
mentioned, the majority of the staff and teachers at Urban High School were
very caring professionals who went above and beyond their duties. Mr. Green
Isa perfect example of the sacrifices made by many teachers across the nation,
particularly those in low-income, racially stigmatized communities. One cold




Becoming New Yorkers

48 { bumped into Mr. Green 3 the
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4 f his own pocket. To Ms. e 1 on maintaining order and pr,,
d'm” o, however, because of his fixatio Jarly male students, were expe.
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amine whether and how their security practices reproduce or challenge

i m raci io
hegemonic racialization of youth, particularly young mer:i fro ially stig
matized communities as potential criminals. Are metal detectors more im-

portant than books? At Urban High School, because male securlcl;}’thg“afds
were not allowed to make physical contact w1t}? female students and the vast
majority of security guards were male, in practice only young men were un-
der constant surveillance. To redress this disparity, school administrators can
make a conscious effort to employ representative proportions of male and fe-
male security guards that reflect the student population.
Third, participant-observation at Urban High School has led me to ques-
parucip q
tion segmented assimilation theory as a framework for unraveling the educa-
tion of the second generation. Notwithstanding the differences in identity
among mcm.bcrs of the same ethnic group, it is the collective racialization of
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nd assimilation, as segmented assimilation theorists would suggest (Portes

:nd Zhou 1993; Gans 1992).
Another shortcoming of the segmented assimilation theory is thar it gener-

ally does not cxamim? gcndcrir‘xg- processes as central to the school'mg experi-
ence. Second-generation Dominicans are treated not as “genderless” ethnics,
or “raceless” genders, but rather as racialized and gendered bodies in the school
setting.”” As seen at Urba{l High SCI:!OOI, racialization and gendering processes
producc quite different lived experiences among men and women from the
same ethnic and class background in the school setting. It is not students’ per-
ceptions of racial stratification in the United States that influence the educa-
tional trajectories of the second generation, but their actual lived experiences—
in public spaces, in their schools, in their homes, in their workplaces—that
inform their view about the dynamics of social mobility and the role of educa-
tion in their lives (for more on the race-gender gap, see Lépez 2003).

If our goal is to eliminate the race-gender achievement gap in education
from the experiences of the second generation, it is extremely important that
we switch paradigms. Instead of asking, to what sector of American society
are youth assimilating, there are several other questions we need to ask: What
racial meanings have been assigned to a given ethnic group? How are racial
meanings gendered, and gender meanings racialized? How are these meanings
operationalized and enacted through the political-economic culture in a
given neighborhood, city, or nation? In what ways are schools interrupting or

reproducing these racial meanings? In this light, assimilation ceases to be the
center of analysis, and instead racialization, conjointly with gendering

processes, becomes the focus of analysis and action.

NOTES

1. John Smith (1999) found a similar pattern among Mexican-origin youth in
New York.

2. I draw on the insights of critical theory and critical race theory, which seek to
unveil processes of domination, oppression, and resistance (Gramsci 1971;
Fine 1991; C. Delgado 1992; R. Delgado 1995; Crenshaw et al. 1995; Omi

and Winant 1994; Hill-Collins 1990).
3. “The DR” is a colloquial term for the Dominican Republic used frequently by

second-generation Dominican youth.
4. Itis important to note that the race and gender of the researcher should always

be a part of the data collection and analysis in all research, both qualitative and
quantitative. As discussed by Jill Morawski (1997, 14, 15), a fundamental par-
adox of much social science research is that it is preoccupied with “the nature
of otherness, all the while largely neglecting the meanings and implications of
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of welfare frand. foderal nﬂg:}xk“hm:ansndthnt}xkzdus}upofdx
Dominican COMMUNITY “must assume responsibility for dealing with unac-
ceprable criminal behavior such as involved in these cases™ (Fried 1993). AL
zhv.ng Judge Weinstein saxd that the majority of Dominicans are law-abiding,
his denuncianon of the leadership insinuates that there is something missing in
the moral fabric of the community. | wonder if similar comments would be
made about the moral fabric of Russian immigrants, who are racialized as whire
and had the highest rate of welfare use of any immigrant group in New York
Ciry during the 1980s.

5. i_oéan‘s (2003) study also found that in spite of the fact that the educational at-
zzinment of Launos who idendfy as black is higher than that of those who
idenfy as white, those who identify as black have a lower average household
income than those who idenafy as whire.

16. Mz Green was quite amicable toward young men outside of the classroom con-
text. On another day, 2 young male student asked Mr. Green after class abour
the origins of an Asian landscape painting he used as a makeshift window
shade. Mr. Green said he had acquired it on a recent trip to Asia. He further
asked the male student to comment on any differences he saw berween the
Asian landscape painting and taditonal European paintings. Mr. Green
pointed out that while Asian paintings revere nature, traditional European
paintings tend to focus on humans.

17.  Second-generation students who are racialized as Asians, whether they are Chi-
nese, Korean, or Japanese, are subjected to the “model minority” racial project,
which, despite its seemingly benign appearance, is also oppressive and patroniz-
ing (Lee 1997; Dae Young Kim, this volume; Louie, this volume; Lee, this vol-
ume). Likewise, second-generation youth who are of European phenotype, such
as Russians, are racialized as “white” and therefore are not subjected to the racial
segregation and inferior schools that the vast majority of their African-phenotype
counterparts are subjected to (Zeltzer-Zubida, this volume; Waters 1999; Alba,
Logan, and Stults 2000). In contrast, ethnic groups that are predominantly of
African phenotype, regardless of their cultural heritage, such as Dominicans,
West Indians, and Haitians, are subjected to the same racial stigmatization and
segregation that have historically plagued people of African phenotype in the
U.S. context (Massey and Denton 1994; Butterfield, this volume; Trillo, this vol-
ume). Moreover, as members of a Spanish-speaking group that is predominantly
of African phenotype, second-generation Dominican students are often seen
through the lens of the deficit model: as racial others who are also “limited En-
glish proficient” and live in households where parents do not push education or
have high career expectations for their children (Valenzuela 1999).
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