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An Introduction to the Portfolio for Dr. Gloria Ladson-Billings

Leadership is an influencing relationship. In education, the leadership role, if we distinguish it
from management, is a role that insists upon enriching and improving the learning organization
in a refining crucible of critical questioning, engagement with the field of educational
practitioners and theorists, while uplifting and sustaining commitment to goals of societal
improvement. This is the work of Dr. Gloria Ladson-Billings. She is a leader-scholar who has
raised ethical questions about education; challenged teachers, administrators as well as fellow
higher education professors to make a difference in the field while keeping at the forefront the
idea that inequities in education result in inequities in our society.

Ladson-Billings has affected the thinking of not only educators and policy makers but that of
parents and community activists; foundation and non-profit leaders. Her research, teaching and
civic engagement/service is known nationally and internationally as evidenced in this portfolio’s
documents. Included is her stirring American Educational Research Association (AERA)
presidential speech that mapped her organizational goals. It was stirring because she not only
used powerful words but directed the body to watch a video and understand the life altering
effects of Hurricane Katrina. She further developed these ideas as she led one of the largest
educational research bodies in the world with more than 25,000 AERA members. The portfolio
contains an early publication, 1991, that laid out a visionary trajectory of critical questions about
the status quo and miseducation of children of color. A review of one of her critically acclaimed
books is also included.

Early work in the field of culturally relevant pedagogy positioned Ladson-Billings as a
leader/scholar in the field that investigates what we must do to act with urgency and make an
impact on the educational outcomes of African American children. She challenged fellow
scholars and researchers in a piece written 20 years ago:

“Despite the long history of teacher preparation in the United States there is little in the
way of follow-up and longitudinal studies that help us understand the ways in which
preparation programs influence the kind of pedagogy we see in the classroom.
Researchers must be willing to challenge the notion of a culturally relevant pedagogy
with theoretically sound, well designed studies. They must also be willing to ask the hard
questions like, can you have good pedagogy for some groups which is not good for others
or can you have student academic success and emotional and social well-being without a
culturally relevant pedagogy? Inquirers in this field must move beyond an intuitive sense
of what is the ‘right’ kind of teaching for minority students to concrete evidence of
pedagogy and approaches that work.

A book reviewer noted that Ladson-Billings inspired readers in The Dreamkeepers while
reassuring us that we can envision and make happen “intellectually rigorous and culturally
relevant classrooms.” Ladson-Billings profiled eight teachers who were exemplars of excellent
teaching. While the book is not in this portfolio, she made the thousands of teachers who bought



the book know that a teacher's efforts to work with the unique strengths a child brings to the
classroom, can make all the difference, affirming and strengthening cultural identity.

In addition to culturally relevant pedagogy, Dr. Ladson-Billings has led a movement that
explains and cites critical race theory (CRT) to interrogate social injustice in our larger society
and its effects in the global arena. Attached is a groundbreaking article linking CRT to
educational outcomes.
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PROFESSIONAL TRAINING
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PROFESSIONAL EXPERIENCE
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University of Washington

Chair, Department of Curriculum & Instruction, University of
Wisconsin-Madison

Professor, University of Wisconsin-Madison

Senior Fellow, Annenberg Institute for School Reform, Brown
University

Associate Professor, University of Wisconsin-Madison
Assistant Professor, University of Wisconsin-Madison
Specializations: Social Studies Education, Multicultural
Education,

Teacher Education

Visiting Scholar/Professor, Center for Multicultural Education,
University of Washington

Visiting Scholar/Professor, School of Education, Stanford
University (July-December)



1989-1991 Assistant Professor, Division of Counseling Psychology &
Education, Santa Clara University
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Clara University
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Stanford University
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AWARDS AND RECOGNITION

Honorary Degree, University of Alicante, Alicante Spain (to be conferred January
2012)

Honorary Degree, University of Massachusetts-Lowell, Lowell, MA (May 2010)
Laureate Member, Kappa Delta Pi, Education Honor Society (2009)

Dean Helen LeBaron Hilton Distinguished Scholar, lowa State University
(September 2008-May 2009)

Hilldale Award for Distinguished Professional Accomplishment, University of
Wisconsin-Madison (April 2008)

Distinguished Service Award, Teachers College, Columbia University (May 2008)
Woman of Distinction Award - YWCA Madison, Affiliate (May 2007)
Outstanding Woman of Color Award — UW Madison (2006)

Member, National Academy of Education (Elected 2005)

Board Member, National Society for the Study of Education (Elected 2005)

George and Louise Spindler Award, Council on Education and Anthropology,
American Anthropological Association (November 2004)

Kellner Family Church in Urban Education, University of Wisconsin-Madison
(September 2004)



Fellow, Center for Advanced Studies in the Behavioral Sciences — Stanford, CA
(September 2003 — June 2004)

Honorary Doctorate, Umed University, Umed& Sweden (November 2002)
H.l. Romnes Faculty Fellowship, University of Wisconsin-Madison (1999)

Mary Ann Raywid Award for distinguished scholarship in education, Society of
Professors of Education, American Educational Research Association (1997)

Palmer O. Johnson Outstanding Award for outstanding article published in an
American Educational Research Association Journal (1996)

Outstanding Educator Award, Special Interest Group: Research Focus in Black
Education, American Educational Research Association (1996)

Distinguished Early Career Award, Committee on the Role and Status of
Minorities, American Educational Research Association (1995)

Outstanding Teaching and Teacher Education Research Award, Division K,
American Educational Research Association (1995)

Outstanding Multicultural Research Award, National Association of Multicultural
Education (1995)

Faculty Appreciation Award, Black Graduate Students Association, UW-Madison,
October 1994,

Post-Doctoral Fellow, National Academy of Education, Spencer Foundation,
1988-1990.

Community Leadership Fellow, Leadership Palo Alto, Palo Alto, CA, 1988

Outstanding Black Woman Award, Mid-Peninsula, YMCA, Palo Alto, CA, 1988

PUBLICATIONS
Books

Ladson-Billings., G. (2009). The dreamkeepers: Successful teachers of African
American children, 2nd edition. San Francisco: Jossey Bass.

Taylor, E., Gillborn, D. & Ladson-Billings, G. (Eds.) (2009). Foundations of critical
race theory in education. NY: Routledge.



Ayers, W., Ladson-Billings, G., Michie, G. & Noguera, P. (Eds.) (2008). City Kids, City
Schools. New York: The New Press

Ladson-Billings, G. & Tate, Wiliam F. (Eds.) (2006). Education research in the
public interest: Social justice, action, and policy. New York: Teachers
College Press.

Ladson-Billings. G. (2005). Beyond the Big House: African American Educators on
Teacher Education. NY: Teachers College Press.

Ladson-Billings & Gillborn, D. (Eds.) (2004).The RoutledgeFalmer reader in
multicultural education. London: RoutledgeFalmer.

Ladson-Billings, G. (Ed.) (2003). Critical race theory perspectives on the social
studies: The profession, policies, and curriculum. Greenwich, CT:
Information Age Publishers.

Grant, C. & Ladson-Billings, G. (Eds.)(2002). Dictionary of mulficultural education.
(Japanese franslation). Oryx Press.

Ladson-Billings., G. Crossing Over to Canaan: The Journey of New Teachers in
Diverse Classrooms. San Francisco: Jossey Bass. (2001)

Grant, C.A. & Ladson-Bilings, G. (eds.)(1997). Dictionary of multicultural
education. Phoenix, AZ: Oryx Press.

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of
AfricanAmerican children. San Francisco: Jossey Bass.

Journal Articles

Ladson-Billings, G. (2011). Boyz to Men: Teaching to restore black boys childhood.
Race & Ethnicity in Education, 14(1), 7-15

Ladson-Billings., G. (2009). Education for everyday people: Obstacles and
opportunities facing the Obama Administration. Harvard Education Review,
79(2), 345-359.

Ladson-Billings. G. (2009). ‘Who you callin’ nappy-headed?’ A critical race
theory look at the construction of Black women. Race ethnicity and education,
12(1), 87-99.

Ladson-Billings. G. (2008). A letter to our next president. Journal of Teacher
Education, 59(3), 235-239.



Ladson-Billings, G. (2007). Can we at least have Plessy? The Struggle for Quality
Education. North Carolina Law Review, 85(5)1279-1292.

Ladson-Billings, G. (2006). Once upon a time when patriotism was what you did.
Phi Delta Kappan, 87, 8, 585-588.

Ladson-Billings (2006). Now they're wet: Hurricane Katrina as metaphor for social
and educational neglect. Voices in Urban Education, pp. 5-10. (Winter), 5-10

Ladson-Billings, G. (2006). It's not the culture of poverty, it's the poverty of culture:
The problem with teacher education, Anthropology & Education Quarterly,
37(2), 104-109.

Ladson-Billings., G. (2005). The evolving role of critical race theory in educational
scholarship. Race, ethnicity, and education, 8(1), 115-119.

Ladson-Billings, G. (2005) What's the matter with the team? Diversity in teacher
education, Journal of Teacher Education, 56, 229-234.

Ladson-Billings, G. (2004). Landing on the wrong note: The price we paid for
Brown, Educational Researcher 33(7), 3-13..

Ladson-Billings. G. (2002). It's your world, I'm just frying to explain it:
Understanding our epistemological and methodological challenges. Qualitative
Inquiry, 9, 1.

Ladson-Billings., G. (2002). Looking through the veil: The post 911 response for the
margins. Teachers College Record on line, www.tcrecord.org.

Ladson-Billings, G. & Gomez, M. L. (2001). Just showing up: Supporting early
literacy through teachers’ professional communities. Phi Delta Kappan, 82(9).
675-680.

Ladson-Billings., G. Fighting for our lives: Preparing teachers to teach African
American students. Journal of Teacher Education, 51(3), 206-215 (2000)

Ladson-Billings., G. Preparing teachers for diversity: Historical perspectives, current
tfrends, and future directions. In P. David Pearson and A. Iran-Najed (Eds.) Review
of Research in Education vol. 24, (pp.211-247). Washington, DC: American
Educational Research Association (1999)

Ladson-Billings, G. Teaching in dangerous times: Culturally relevant approaches
to Teacher Assessment. The Journal of Negro Education, 67(3), 255-267. (1998)



Ladson-Billings. G. Just what is critical race theory and what's it doing in a nice
field like education, International Journal of Qualitative Studies in Education, 11,
7-24. (1998)

Ladson-Billings, G. It doesn’'t add up: African American students and
mathematics achievement. Journal of Research in Mathematics Education,
28,697-708.

Ladson-Billings.G. "Your blues ain't like mine":Keeping issues of race and racism on
the multicultural agenda. Theory into Practice, 35(4), 248-255 (1996)

Ladson-Billings, G. Silences as weapons: Intferactions, confrontations, and
compromises between a black teacher and white students. In E. Ellsworth, & P.
Lather (eds.). Theory into Practice. 35(2), 79-85. Special issue on situated
pedagogies. (1996).

Ladson-Billings. G. & Tate, W. F. Toward a critical race theory of education.
Teachers College Record, 97, 47-68. (1995)

Ladson-Billings. G. Toward a theory of culturally relevant pedagogy. American
Educational Research Journal, 35, 465-491(1995)

Ladson-Billings, G. But that's just good teaching! The case for culturally relevant
teaching. Theory into Practice, 34, 159-165 (1995)

Ladson-Billings. G. (ed.). Theory into Practice, 34. Special journal issue on
Culturally relevant pedagogy. (1995)

Ladson-Billings, G. Watching a naked emperor: A critique of the national
standards efforts. Educational Forum, 58(4), pp. 401-408, summer (1994).

Tate, W.F., Ladson-Billings, G. & Grant, C.A. The Brown decision revisited:
Mathematizing social problems. Educational Policy, 7, 255-275.

Ladson-Billings. G. Liberatory consequences of literacy. The Journal of Negro
Education, 61, 378-391.

Ladson-Billings. G. The multicultural mission: Unity and diversity. Social Education,
56, 308-311.

Ladson-Billings. G. Beyond multicultural illiteracy. The Journal of Negro Education,
60, 147-157.

Ladson-Billings, G. Coping with multicultural illiteracy: A teacher education
response. Social Education, 55, 186-187, 194.



Ladson-Billings, G. & Henry, A. Blurring the borders: Voices of African liberatory
pedagogy. Journal of Education, 172, 72-88.

Ladson-Billings, G. Like lightning in a bottle: Attempting to capture the
pedagogical excellence of successful teachers of Black students. The
International Journal of Qualitative Studies in Education, 3, 335-344.

King J.E. & Ladson-Bilings, G. The feacher education challenge in elite university
settings: Developing critical perspectives for teaching in democratic and
multicultural societies. European Journal of Intercultural Education, 1, 15-30.

Ladson-Billings, G. What teachers can learn from multicultural education
research. Educational Leadership, 51, 22-26.

Ladson-Billings, G. Reading between the lines and beyond the pages: A
culturally relevant approach to literacy teaching. Theory into Practice, 31, 312-
320.

Ladson-Billings. G. | don’t see color, | just see children: Dealing with stereotyping
and prejudice in young children. Social Studies and the Young Learner (Nov/Dec
1992), 9-12.

Ladson-Billings, G. Culturally relevant teaching: Effective instruction for black
students. The College Board Review, no. 155, 20-25.

Book Chapters

Ladson-Billings, G. (2011). Asking the right questions: A research agenda for
studying teacher education. In A. Ball & C. Tyson, Eds. Studying diversity in
teacher education., pp. 385-398. Washington, DC: AERA.

Ladson-Billings., G. (2009). Making the book talk: Literacy in successful urban
classrooms and communities. In K. Dunsmore & D. Fisher, Eds. Bringing literacy
home., pp. 226-244. Newark, DE: International Reading Association.

Ladson-Billings., G. (2009). Race still matters: Critical race theory in education. In
Apple, MW, Au, W. & Gandin, L. A. (Eds.), The Routledge International
Handbook of Critical Education. NY: Routledge, pp. 110-122.

Ladson-Billings, G. (2009). The education (policy) we need for the citizens we
have. In Hartman, C. (Ed.) Mandate for change: Policies and leadership for 2009
and beyond. Lanham, MD: Lexington Books.



Ladson-Billings, G. (2008) Opportunity to teach: Teacher quality in content. In D.
Gitomer (Ed.), Measurement issues and assessment for teacher quality. Thousand
Oaks, CA: Sage Publishers, pp.

Ladson-Billings. G. (2008). Introduction, In L. Tilman (Ed.). Handbook of African
American Education. Thousand Oaks, CA Sage Publishers.

Ladson-Billings, G. (2008). Still_Black@Stanford.edu: A story of Black life in the
academy. In Greene, S. (Ed.). Literacy as a civil right: Reclaiming social justice in
literacy teaching and learning, pp. 29-44. NY: Peter Lang Publishers.

Ladson-Billings, G. (2006). The meaning of Brown for now. In A. Ball (ed.), With
more deliberate speed: Achieving excellence and equity in education—
Realizing the full potential of Brown v. Board of Education, NSSE Yearbook, vol
105(2), 298-315.

Ladson-Billings, G. (2006). Yes, but how do we do ite Practicing culturally relevant
pedagogy. In J. Landsman & C Lewis (eds.). White teachers/diverse classrooms.
(pp.29-41) Herndon, VA: Stylus Publishing Co.

Ladson-Billings. G (2006). They're trying to wash us away: The adolescence of
critfical race theory in education (Foreword). In Dixson, A. & Rousseau, C. (Eds.),
Critical race theory in education: All God’s children got a song. (pp.v-xiii).
NewYork: Routledge.

Ladson-Billings., G. (2005) Reading, writing & race. Literacy practices of teachers
in diverse classrooms. In T. McCarty (Ed.), Language, literacy and power in
schooling (pp. 133-150) Mahwah, NJ: Lawrence Erlbaum.

Ladson-Billings, G. (2005). Foreword. In J. King (ed.) Black education A
fransformative research and action agenda for the new century. Mahwah, NJ:
AERA and Lawrence Erlbaum.

Ladson-Billings, G. (2005). Foreword. In G. Singleton & C. Linton (eds.)
Courageous conversations about race. Thousand Oaks, CA: Corwin Press.

Ladson-Billings. G. & Donnor, J. (2005). The moral activist role of critical race
theory scholarship. In N. Denzin & Y. Lincoln (Eds.) Handbook of Qualitative
Research, 3 edition (pp.279-301).Thousand Oaks, CA: Sage Publications.

Ladson-Billings, G. (2005) No teacher left behind: Issues of equity and teacher
quality. In C. Dwyer (Ed.), Measurement and research in the accountability era
(pp.141-162). Mawah, NJ: Erlbaum.



Ladson-Billings, G. (2004) Differing conceptions of citizenship. In N. Noddings
(Ed.), Educating citizens for global awareness (pp. 69-80). NY: Teachers College
Press.

Ladson-Billings., G. (2003). New directions in multicultural education: Complexities,
boundaries and critical race theory. In J. A. Banks & C. M. Banks (Eds.),
Handbook of research in multicultural education, 2" edition. (pp. 50-65).San
Francisco: Jossey Bass.

Ladson-Billings. G. (in press). Reading, writing, and race: Literacy practices of
teachers in diverse classrooms. In T. McCarty (Ed.), Language, literacy and
power in schooling. NJ: Lawrence Erlbaum Publisher.

Ladson-Billings, G. (2003). Culture versus citizenship: The challenge of racialized
citizenship in the United States. In J. A. Banks (Eds.), Diversity and citizenship
education: Global perspectives. San Francisco: Jossey Bass.

Ladson-Billings., G. (2003). Foreword. In C. Prendergast. Literacy and racial justice.
Carbondale, IL: Southern lllinois University Press.

Ladson-Billings., G. (2003), Afterward. In S. Greene & D. Abt-Perkins (Eds.), Literacy
research for racial understanding. NY: Teachers College Press.

Ladson-Billings, G. (2002). “I ain’t writin’ nuttin’:"” Permissions to fail and demands
to succeed in urban classrooms. In L. Delpit & J. Dowdy, (Eds.), The skin that we
speak: Thoughts on language and culture in the classroom. NY: The Free Press.

Ladson-Billings, G. (2002). Foreword. In F. Touchon (Ed.), The foreign self: Truth-
telling as educational inquiry. Madison, WI: Atwood Publishing.

Ladson-Billings., G. (2002). But that's just good teaching: The case for culturally
relevant pedagogy. (repinted in) S. Benbo & L. M. Beaulieu (Eds.), Improving
schools for African American students.(pp.95-102). Springfield, IL: Charles Thomas
Publishers.

Ladson-Billings, G. (2000). Racialized discourses and ethnic epistemologies. In N.
Denzin and Y. Lincoln (Eds.) Handbook of Qualitative Research, 29 edition. (pp.
257-277). Thousand Oaks, CA: Sage Publications.

Ladson-Billings. G. Multicultural teacher education: Historical perspectives,
current conditions, and future directions. In L. Darling-Haommond & G. Sykes (Eds.)
Teaching as the learning profession: Handbook of policy and practice (pp.86-
123). San Francisco: Jossey Bass. (1999)

Ladson-Billings, G. Culturally relevant pedagogy in African Centered Schools:
Possibilities for progressive educational reform. In D. Pollard & C. Ajirotutu (Eds.).



African Centered Schooling in theory and practice. (pp.187-198). Westport, CT:
Begin & Garvey. (2000)

Ladson-Billings, G. American still eats her young: The social meaning of ‘zero
tolerance.’ In W. Ayers (Ed). Zero tolerance: A handbook for citizens. (2001).

Ladson-Billings, G. Just what is critical race theory and what's it doing in a field
like education? In L. Parker, D. Deyhle & S. Vullenas (Eds.). Race is...race isn't:
Critical race theory and qualitative studies in education. (pp.7-24). Boulder, CO:
Westview Press. (1999)

Ladson-Billings, G. & Henry, A. Confundindo as fronteiras: vozes da pedagogia
libertadora africana nos Estados Unidos e Canada. A. Trindade & R. Santos.
Multiculturalismo: mil e uma faces da Escola (pp.33-62). Rio De Janiero, Brazil:
DP& A Editora. (1999).

Ladson-Billings, G. From Soweto to the South Bronx: African Americans and
colonial education in the United States. C. A. Torres & T. Mitchell (Eds.), Sociology
of education: Emerging perspectives (pp. 247-264). Albany, NY: SUNY Press.
(1998)

Ladson-Billings. G. The case of the missing portfolio entry: The moral and ethical
dimensions of feaching. In N. Lyons (Eds.). With portfolio in hand: Validating the
new teacher professionalism (pp.237-244). New York: Teachers College Press.
(1998).

Ladson-Billings. G. Who will survive America?e Pedagogy as cultural preservation.
In D. Carlson & M. Apple (Eds.). Power/knowledge/pedagogy: The meaning of
democratic education in unseftling times (pp.289-304). New York: Teachers
College Press (1998)

Ladson-Billings, G. Toward a theory of culturally relevant pedagogy.In L. Beyer &
M. Apple (Eds.) The curriculum: Problems, politics, possibilities (279 ed). (pp. 201-
229). Albany, NY: SUNY Press. [reprint of earlier artficle] (1998).

Ladson-Billings, G. Critical race theory. In D. Gabbard (Ed.). Knowledge and
power in the global economy: Politics and the rhetoric of school reform. (pp.363-
367). Mahwah, NJ: Lawrence Erlbaum Associates Publishers.

Ladson-Billings., G. Dar sentido a las matematicas en contextos multiculturales. In
W. Secada, E. Fennema & L, B. Adajian (Eds.) Equidad y ensenanza de las
matematicas: Nuevas tendencias. Ministerio de Educacion y Cultura [Spanish
franslation of earlier work]
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Ladson-Billings. G. | know why this doesn’t feel empowering: A critical race
analysis of critical pedagogy. In J. Fraser, T. McKinnon & D. Macedo (eds.).
Engaging the mentor: Dialogues for change. Albany, NY: SUNY Press (1997).

Ladson-Billings, G. For colored girls who have considered suicide when the
academy isn't enough: Reflections of an African American woman scholar. In P.
Peterson & A. Neumann (eds.). Learning from our lives: Women, research and
autobiography in education. New York: Teachers College Press. (1997)

Ladson-Billings., G. Crafting a culturally relevant social studies approach. In
E.W.Ross (ed.). The social studies curriculum: Purposes, problems and possibilities
(pp. 123-135). Albany, NY: SUNY Press (1997).

Ladson-Billings, G. Liffing as we climb: The womanist tfradition in multicultural
education. In J.A. Banks (ed.). Multicutural education, transformative knowledge
& action. (pp. 179-200), New York: Teachers College Press.(1996)

Ladson-Billings, G. Shut my mouth wide open: Conversations among eight
successful teachers of African American students. In C. Kotftak, J. White, R.
Furlow, & P. Rice (eds.). The teaching of anthropology: Problems, issues and
decisions. (pp. 342-352). Mt. View, CA: Mayfield Publishing.(1996)

Ladson-Billings. G. A coherent curriculum in an incoherent society? Pedagogical
perspectives on curriculum reform. In J. Beane (ed.). Toward a Coherent
Curriculum. (pp. 158-169),Washington, DC: ASCD (1995).

Ladson-Billings, G. Multicultural issues in the classroom: Race, class, and gender.
In R. Evans & D. Saxe (eds.). Handbook of Teaching Social Issues. (pp. 101-110).
Washington, DC: NCSS (1996).

Ladson-Billings, G. Making math meaningful in cultural contexts. In W. Secada, E.
Fennema, & L. Byrd (eds.). New directions in equity in mathematics. (pp. 126-
145). Cambridge, MA: Cambridge Press. (1995)

Ladson-Billings, G. Challenging customs, canons, and content: Developing
relevant curriculum for diversity. In C.A. Grant (ed.). Educating for diversity: An
anthology of multicultural voices. (pp. 327-340) Boston:Allyn &Bacon. (1995)

Ladson-Billings, G. Multicultural teacher education: Issues, policies, andpractices.
In J.A. Banks & C.M. Banks (eds.). Handbook of Research on Multicultural
Education. (Pp. 747- 759) New York: Macmillan (1995)

Ladson-Billings, G. Who will teach our children? Preparing teachers to successfully
teach African American students. In E. Hollins, J. King, W.Hayman (eds.).
Formulating a knowledge base for teaching diverse populations. (pp. 129-158).
Albany, NY: SUNY Press. (1994)
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Ladson-Billings, G. Returning to the source: Implications for educating teachers of
Black students. In M. Foster (ed.). Readings on Equal Education, vol.11 (pp.227-
244). New York: AMS Press, 1991.

Ladson-Billings, G. Culturally relevant teaching: The key to making multicultural
education work. In C.A. Grant (ed.). Research in multicultural education. From
the margins to the mainstream. (pp. 106-121) .London: Falmer Press, 1991.

Monographs

Ladson-Billings, G. (2002). Racing against race: Thirty years of educational
research on and about students of color. Chicago, IL: Spencer Foundation.

Ladson-Billings., G. & King, J.E. Cultural identity for African Americans: Implications

for achievement. Aurora, CO: MidContinent Regional Educational Laboratory,
1990.

Book Reviews
Ladson-Billings., G. Book review, J. Anyon, Radical Possibilities: public policy, urban
education, and a new social movement. Teachers College Record (online).

hitp://www.tcrecord.org ID Number 12188, published September 30, 2005

Ladson-Billings, G. Review of Myles Horton, The Long Haul: An Autobiography. In
What leaders are reading, Educational Leadership, 55(8), 90. (1998)

Ladson-Billings. G. Through a looking glass: Politics and the history curriculum. (A
review of A. Schlesinger’s The disuniting of America) Theory and Research in
Social Education, 21, 84-92.

Ladson-Billings, G. Casebook commentaries. In J. Shulman & A. Mesa-Baines

(eds.) Diversity and Teaching Casebook . Hillsdale, NJ: Lawrence Erlbaum
Associates (1993)

FUNDING
Spencer Foundation, $40,000 09/01/07 — 6/30/08
Spencer Foundation, $35,000 09/01/03 - 05/30/04

National Research Center on
English Language Learning and
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Achievement (CELA) $61,146 03/01/01 - 02/28/03

H.l. Romnes Award, $50,000 07/01/99
OERI, NPEAT Grant, $132,000 Project Title: Validation Study -
NBPTS

UW Madison, Chancellor’'s Fund,
$30,000 Project Title: Teachers Helping
Teachers (1996-1997)

UW-Madison, Chancellor's Fund,
$40,000 Project Title: Teachers Helping
Teachers (1997-1998)

*UW-Madison, Chancellor’s Fund,

$40,000. Project fitle: Teachers Helping
teachers: Support Language and
Literacy in early learners (with

M.L. Gomez)
*Graduate School, UWN-Madison, Project title: Exploring the pipeline:
$10,042. Factors inhibiting recruitment and
Summer 1993 retention of African American teachers
in small town and suburban school
districts.
*National Academy of Education, Project title: The dreamkeepers:
Spencer Foundation, Chicago, IL. Attempting to capture the
$25,000. pedagogical excellence of successful

Academic year(s) 1989-1990; 1990-91 teachers of Black students.

TEACHING

Courses taught at the University of Wisconsin-Madison:
C & I: 371: Teaching Social Studies in the Elementary School

C & I: 630: Workshop in School Program Development: Practicum Seminar
(masters level)

C & I: 630: Workshop in School Program Development: Health, Physical
Education, & Social Studies

C & I 744: Multicultural Perspectives in Education

C & I: 844: Culturally Relevant Pedagogy

C & I: 990: Independent Research: Student Teaching Seminar (masters level)
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Courses taught at the University of Washington — Seattle

EDCI: 505: Seminar in Culturally Relevant Pedagogy (July 2009)
EDCI: 505: Seminar in Multicultural Perspectives on Education (July 1994)

Courses taught at Santa Clara University (tenure track):
ED 98/198: Practicum in Elementary/Secondary Teaching
ED 163: Infroduction to teaching in a multicultural society

SELECTED PAPER PRESENTATIONS

Ladson-Billings. (Feb 2010), Invited speaker, Omaha League of Women Voters,
Omaha, NE

Ladson-Billings, G. (July 2010) Preparing teachers for the 21t Century, Invited
Panelist, NAACP National Convention, Kansas City, MO

Ladson-Billings., G. (April 2010). Keynote Speaker, ENDJIPE Conference, Federal
University of Minas Gerais, Belo Horizonte, Brazil

Ladson-Billings. G. (Nov 2010). Green Lectures, Texas Christian University, Fort
Worth, TX.

Ladson-Billings. G. (February 2009). The world is neither flat nor round: The power
of research paradigms. Dean Helen LeBaron Hilton Lecture, lowa State University,
Ames, 1A

Ladson-Billings., G. (September 2008). Re-imagining the public we educate,
Keynote Address, British Educational Research Association, Edinburgh, Scotland

Ladson-Billings, G. (May 2008). Do you know what it means to miss New Orleans?
Hurricane Katrina as a metaphor for school failure. Panasonic Family Foundation
Conference, New Orleans, LA

Ladson-Billings., G. (April 2006). From the achievement gap to the education
debt: Reconceptualizing education inequity. Presidential Address, American
Educational Research Association, San Francisco.

Ladson-Billings. G. (April 2004). Landing on the wrong note: The price we paid for

Brown. Dewitt Wallace- Readers Digest Lecture. American Educational Research
Association. San Diego.
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Ladson-Billings, G. (October 2003), No Teacher Left Behind: Issues of Equity and
Teacher Quality Paper Presented at the ETS Invitation Conference on
Measurement and Research Issues in a New Accountability Era. New York, NY.

Ladson-Billings., G. (January 2002) Racing Against Race: Thirty Years of
Educational Research on and about Students of Color.Paper presented at the
30™ Anniversary Symposium of the Spencer Foundation, Chicago, IL

Ladson-Billings., G. (June 2000). Pedagogy of the depressed: A teacher educator
theorizes about teaching. Paper presented at the conference on New Directions
in Teacher Education and Social Justice, Umed University, Umed, Sweden.

Ladson-Billings. G. (May 1999). Conference on “Who cares: Moral commitment
and creative lives in contemporary America,” Northwestern University, Evanston,
IL

Ladson-Billings., G. (April 1999). Goodrich Lecture, University of Tennessee,
Knoxville, TN

Ladson-Billings. G. (March 1999). Hazel Creekmore Lecture, Rice University,
Houston, TX

Ladson-Billings, G. (December 1996). The call of whose stories¢ Understanding the
literacy practices of successful teachers of African American Students. Keynote
Address at the National Reading Conference, Charleston, SC.

Ladson-Billings, G. (April 1996). Fighting for our lives: Preparing teachers to teach
African American students. Paper presented at the annual meeting of the
American Educational Research Association, New York, NY.

Ladson-Billings., G. (February 1996). How can we teach what we do not know:
Preparing teacher educators for diversity. Kappa Delta Pi Lecture, annual
meeting of the American Association of Colleges of Teacher Education,
Chicago, IL.

Ladson-Billings, G. (April 1995). Flies in the buttermilk: Black teachers in white
school districts. Paper presented at the annual meeting of the American
Educational Research Association, San Francisco, CA.

Ladson-Billings., G. (April 1995). Culturally relevant pedagogy in African-centered
schools. Paper presented at the annual meeting of the American Educational
Research Association, San Francisco, CA.

Ladson-Billings., G. (April 1995). The problem of the 20th century: Race as a critical

issue in issues centered social studies. Paper accepted for symposium on Issues
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centered social studies to be presented at the annual meeting of the American
Educational Research Association, San Francisco, CA.

Ladson-Billings, G. (March 1995). African American students and colonial
education in the United States. Paper accepted for presentation at the annual
meeting of the Comparative International Education Society, Boston, MA.

Ladson-Billings, G. (February 10, 1995). Skills and other dilemmas revisited: Equity
and achievement in mathematics education. (revised paper) Graduate School
of Education, University of California, Berkeley.

Ladson-Billings, G. (November 1994). Setting the standards, making no
difference: A critique of the national standards efforts. Paper presented at the
annual meeting of the National Council for the Social Studies, Phoenix, AZ.

Ladson-Billings, G. (April 1994). Your blues ain't like mine: Keeping issues of race
and racism on the multicultural agenda. Symposium on Multiple perspectives on
multiculturalism sponsored by Division B of the American Educational Research
Association, New Orleans, LA.

Ladson-Billings., G. (April 1993). Lifting as we climb: The womanist tfradition in
multicultural education. Paper presented at the annual meeting of the American
Educational Research Association, Atlanta, GA.

Ladson-Billings, G.(December 1992). African American diaspora literacy: Reading
the word and the world. Paper presented at the American Anthropological
Association Meeting, San Francisco, CA.

Ladson-Billings., G. (April 1992). Distorting democracy: An ethnographic study of
the California textbook adoption process. Annual meeting of the American
Educational Research Association, San Francisco, CA.

SELECTED INVITED PRESENTATIONS
From Colorblind to Post Racial: Decoding Race Discourse in Democratic
America. Lecture for Transnational Perspectives in Democratic Education,

Institute of Education, University of London (July 2009)

The case for Public Scholarship. Commencement Address, Teachers College,
Columbia University, New York (May 2008)

What difference will your difference make?2 Commencement Address, Graduate
School of Education, University of Pennsylvania, Philadelphia, PA (May 2008)
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The Gift of Teaching. Cosby on Campus Teachers’ Luncheon, Stanford University
(May 2004)

What if we leave all the children behind: The challenge of teaching in the new
millennium. Capstone Lecture, California State University — Monterey Bay (May
2003).

Can | ask you a hard question? Teaching to meet the needs of all students.
Charlotte Acer Lecture. Graduate School of Education, State University of New
York at Buffalo (September 1997).

It doesn’t add up: African American students and mathematics achievement.
Bannecker Leadership Conference, Easton, MD (August 1997)

Pedagogy of the depressed: From theory to practice to theory, UCLA Graduate
School of Education, (May 1997)

Literacy practices of successful teachers of African American Students. Mazie
Southhall Lecture, Peabody College of Vanderbilt University, Nashville,
TN.(January 1997)

International Conference on Students Perceptions on Schooling, Bennesse
Corporation, Tokyo, Japan, (October 1996)

Multicultural Education, Sophia University, Tokyo, Japan (October 1996)

“Acting black”: academic achievement, cultural competence, and political will.
Asa T. Spaulding Lecture, University of North Carolina, Chapel Hill, NC (October
1995).

Brown plus 40, Invited panelist, University of Michigan, Ann Arbor, Ml (June 1995).

Culturally relevant pedagogy and multicultural education, Seminars at Umea
University, Umea Sweden, March 1995.

The method is the medium: Dilemmas of culturally grounded research. Harvard
Graduate School of Education, Harvard University, Cambridge, MA, March 1995.

Culturally relevant teaching, Teleconference (with W. F. Tate). Indianapolis Public
Schools, Satellite Uplink from UW-Madison, February 15, 1995.

Successful teachers for African American students. Ravenswood Alliance of
Black School Educators, East Palo Alto, CA, February 11, 1995.

Multiple perspectives on multiculturalism, workshop leader, National Institute for
Multicultural Education, Washington, DC, February 4-5, 1995.
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Re-Inventing multiculturalism: Multiple perspectives on multiculturalism, Keynote
speaker, Martin Luther King, Jr. Convocation, Lake Forest College, Lake Forest, IL,
January 17, 1995.

The Dreamkeepers: Successful teachers for African American children, book talk,
Borders Book Shop, Madison, WI, October 1994.

Conversations behind the wall: Negotiating the graduate school experience.
Black Graduate Students Association, UW-Madison, October 1994.

Dilemmas of research, invited panelist, Spencer Foundation Pre-doctoral Fellows
Meeting, Northwestern University, Evanston, IL, September 1994.

Coping with dysconscious racism and multicultural illiteracy: A teacher
education response, Keynote speaker, Seventh Annual Infusion Conference,
Indianapolis Public School, Indianapolis, IN, August 1, 1994,

Toward a critical race theory of education, Brown v. Board of Education: 40
years on, Invited panelist, University of lllinois at Chicago, May 17, 1994.

Correct. . . not politically correct: The moral and ethical responsibilities of
multicultural education, Keynote speaker, National Association of Multicultural
Education, Detroit, MI, February 1994.

Learning to talk that talk: Culturally relevant teaching as a rubric for
understanding effective pedagogical practices with African American students,
Colloguium sponsored by the National Center for Research on Teacher Learning
Across the Life Span, Michigan State University, East Lansing, MI, October 1993.

Faculty Retreat speaker, University of Wisconsin-Parkside, Kenosha WI, August
1993.

Should there be a national curriculum? Invited panelist, Division B, American
Educational Research Association Annual Meeting, Atlanta, GA, April 1993.

Skills and other dilemmas revisited: Issues of equity and achievement in
mathematics, Keynote speaker, Research pre-session, National Council of
Teachers of Mathematics, Annual Meeting, Seattle, WA, March 1993.

Whose schools are they anyway? Politics and the social studies curriculum.

Keynote speaker, Legislative Breakfast, California Council for the Social Studies,
Annual Meeting, San Mateo, CA, March 1993.
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In search of excellence and diversity: The urban school challenge, Keynote
speaker, Urban Lecture Series, School of Education, University of Missouri-Kansas,
Kansas City, MO, November 1992.

Liberatory consequences of literacy: A case of culturally relevant literacy
instruction. Keynote speaker, Dean’s Series, College of Education, Florida State
University, Tallahassee, FL, October 1992.

The case of the missing portfolio entry: The moral and ethical dimensions of
teaching, Keynote speaker, Stanford Teacher Education Program Portfolio
Conference, Stanford University, May 1992.

Multiculturalism and higher education, invited panelist, DePaul University
Conference on Multiculturalism, racism, and diversity in higher education,
Chicago, IL, May 1992.

Re-inventing multicultural education, Faculty retreat speaker, College of
Education, Ohio State University, Columbus, OH, November 1991.

Shut my mouth wide open: Conversations among successful teachers of African
American students, Keynote speaker, 12th Annual Ethnography in Education
Research Forum, University of Pennsylvania, Philadelphia, PA, February 1991.

Is eight enough? Pedagogical reflections of eight successful teachers of African
American students, invited speaker, Visiting Minority Scholar Series, Wisconsin
Center for Educational Research, University of Wisconsin-Madison, March 1990.

A tale of two teachers: Exemplars of successful teachers of black students,
Invited speaker, Educational Equity Project of The College Board, New York, May
1989.

PROFESSIONAL SERVICE
Departmental Activities

Chair, 2008— Department of C&l

Member, 2004 - Personnel Committee

Member, 1995-1998 Personnel Committee

Member, 1994 Secondary English Education Search Committee

Interim Member 1993 Personnel Committee

Co-director, 1992- Teach for diversity. Masters with elementary certification
program
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Member, 1992- Minority Student Affairs Committee
Member, 1991-1992 Graduate Programs Committee

School of Education Activities

Member, 1994- Restructuring Teacher Education Task Force
Member, 1994- Spencer Fellows Selection Committee
Member, 1994- Spencer Fellows Seminar leader’s group

University Activities

Member, 2008 Self-Study NCAA Re-accreditation Committee
Faculty Representative, 1999--2003 Big Ten Conference
Member, 1996-2003 Athletic Board

Member, 1995 -1998 Graduate Research Committee

Member, 1994- Havens Center Advisory Board

Member, 1994- Committee on Women in the University
Speaker, 1994 Black Graduate Student Conference

Member, 1993- 1997 Interim Multicultural Center Advisory Board

State Activities

Member, 2001 — PK-16 Leadership Council

Member, 1995- Wisconsin Human Relations Association

Member, 1992-93 Wisconsin Association of Colleges of Teacher Education Task
Force Steering Committee

National Activities

President (2005-06) — American Educational Research Association
President-elect (2004-05) — American Educational Research Association
Member at Large (2000-2002) — American Educational Research Association
Editor (1997-2001) Teaching, Learning, and Human Development Section,
American Educational Research Journal

Secretary-elect (1996)-Division K, Teaching and Teacher Education, American
Education Research Association
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Member, 1995- American Educational Research Association-Spencer Foundation
National Faculty

Member, 19921-1994 National Council for the Social Studies Curriculum Standards
Task Force

Member, 1992- Cultural Diversity & Equity Panel, National Board for Professional
Teaching Standards

Co-Chair, 1993-95 Affirmative Action Committee, Division G, American
Educational Research Association

Member, 1993-1996 Professional Development and Training Committee,
American Educational Research Association

Member, 1993-1996 Educational Outreach Committee, American Educational
Research Association

Program Chair, 1993 Research in Social Studies Education Special Interest
Group, American Educational Research Association

President, 1994 Research in Social Studies Education Special Interest Group,
American Educational Research Association

Member, 1994-96 Dissertation Awards Committee, Division K, American
Education Research Association

Member - 1996- Editorial Board, The Journal of Negro Education

Member - 1995- Editorial Board, Educational Policy

Member, 1994-1997 Editorial Board, Review of Research in Education, vols. 21 &
22.

Member, 1994-1997 Executive Board, College and University Faculty Assembly,
National Council for the Social Studies

Member, 1992- 1995 Editorial Board, Theory & Research in Social Education
Member, 1994- Editorial Board, Urban Education

Selected International Activities

Invited Speaker, 2009, Institute of Education, University of London, UK
Dissertation Opponent, 2006, Umea University, Umea, Sweden

Participant, 2008, 2005, Three Deans’ Symposium. London Institute of Education,
England

Participant, 2004 Three Deans’ Symposium, University of Melbourne, Austrailia

Other Professional Activities

Reviewer, 2000 - Journal of Research in Mathematics Education
Reviewer, 1989- Journal of Teacher Education

Reviewer, 1992- International Journal of Qualitative Studies in Education
Reviewer, 1993- The Journal of Negro Education

Reviewer, 1994 Educational Researcher

Reviewer, 1994 Teaching and Teacher Education

Reviewer, 1994 American Educational Research Journal
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Member, 1991-1993 New York State History Academy Advisory Board, State
University of New York at Buffalo

Member, 1990 Instructional Materials Evaluation Panel, State Department of
Education, Sacramento, CA

Member, 1988-89 Teacher Assessment Project Review Panel, Center for
Educational Research, Stanford, University.

PROFESSIONAL MEMBERSHIPS

American Anthropological Association
American Educational Research Association
National Association of Mulficultural Education
National Council for Teachers of English

Phi Delta Kappa

Wisconsin Council for the Social Studies
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AEQ 282 Book Reviews
From Anthropology and Education Quarterly 28:2

June 1997 book reviews

The Dreamkeepers: Successful Teachers of African American Children. Gloria Ladson-Billings. San Francisco:
Jossey-Bass Publishers, 1994. 187 pp.

TRYPHENIA B. PEELE
The Claremont Graduate School

Education in the African American community has a history of struggle, hopes, and dreams. This struggle includes a
demand for education to connect schooling and the African American experience. The book, The Dreamkeepers:
Successful Teachers of African American Children, carries forth the hopes and dreams of the African American past.
The author, Gloria Ladson-Billings, skillfully discusses the relationship of pedagogy and practice specific to the needs
of the African American child. The Dreamkeepers is an asset for teachers of African American children. This book is
about hope for educational liberation. It is about pedagogy, practice, and assessment. The Dreamkeepers is about
teaching children and learning from students' experiences.

Gloria Ladson-Billings takes the reader on a journey into the educational past of the African American community,
through its present, and toward future possibilities. Ladson-Billings conveys her message through a variety of media
and from a variety of perspectives. She conjoins a heartfelt account of her own story as an African American child and
student with the stories of students from her past and the stories of the eight teachers who participated in this study.

The author critically addresses questions many have asked but few have analyzed. These questions include: What does
it take to teach African American children successfully? What is culturally relevant pedagogy? What does culturally
relevant teaching look like in a classroom? Further, why is culturally relevant pedagogy significant to the education of
African American children?

The Dreamkeepers is a reflective tool for educators as well as a model for effective research in education. The author
provides a holistic look at culturally relevant pedagogy. First, she thoroughly explains its components. Second, by
recounting observational notes from her field research, she exemplifies each component. Ladson-Billings carefully
outlines the fundamental aspects of culturally relevant pedagogy. In doing so, she succeeds at interrogating teachers'
perceptions--discussing how perceptions arise and how they interfere with the schooling of African American children.
She brings the reciprocity of the teaching and learning process to the forefront of educational discourse.

This book is well organized, concise, and coherent. Ladson-Billings is clear about the purpose of her work. The
Dreamkeepers is not a prescriptive how-to manual. Ladson-Billings accomplishes her intended goals by way of artful
storytelling and careful analysis of her data. She passionately shares the teachers' stories and presents descriptive
scenarios to demonstrate pragmatic application of concepts. Ladson-Billings follows through with her intentions as she
states them. In presenting the stories of these eight teachers, Ladson-Billings affords readers the opportunity to read,
infer, and apply what they learn to themselves. The teachers' stories are personal and captivating. Through these
stories, Ladson-Billings steers the educator to analyze his or her pedagogy while she encourages readers to assess how
pedagogy and practice affect the teaching and learning process. Ladson-Billings urges readers to grapple with
individual strengths and weaknesses while offering models from which to learn or to imitate.

Through The Dreamkeepers, Gloria Ladson-Billings makes a significant contribution to multiple fields of study--
teacher education, multicultural education, and educational research. In addition to sharing Ladson-Billings's vision for
preparing prospective teachers to teach in a culturally relevant manner, The Dreamkeepers raises significant
implications for teacher hiring practices, professional development, and educational policy.

The Dreamkeepers is a complete analysis of culturally relevant pedagogy with a natural progression from the
theoretical to the practical. Readers gain an appreciation for the utility of culturally relevant pedagogy as well as an

http://www.aaanet.org/sections/cae/aeq/br/ladson_billings.htm[9/7/2011 2:32:27 PM]
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awareness of the complex social systems at work in the classroom. Ladson-Billings is successful in her attempt to
contravene the mythical expectations about African American children purported by society. The reader comes to
appreciate students' prior experience as the foundation of learning.

The research effort is a collaborative one. Ladson-Billings works closely with her participants. She triangulates her
methods of data collection. Ladson-Billings's work creates several avenues for further research, thus inviting others to
continue the inquiry and take part in making the dream a reality.

The Dreamkeepers will change the way educators view the education of African American children. Educators reading
this book will reflect on their pedagogy and, I hope, redefine their role in the classroom. Ladson-Billings challenges
the deficient discourse guiding the education of African American children and aims toward one acknowledging the
African American experience as an essential part of education in schools. The Dreamkeepers: Successful Teachers of
African American Children is a milestone in the education of African American children and a necessity for educators
everywhere.

Return to the AEQ Book Reviews page

Return to the Anthropology and Education Quarterly page
Return to the CAE page

Return to the AAA homepage

American Anthropological Association
2200 Wilson Blvd, Suite 600
Arlington, VA 22201

703/528-1902; fax 703/528-3546

Updated 2/26/00
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Features |1

2006 Presidential Address

From the Achievement Gap to the Education Debt:
Understanding Achievement in U.S. Schools

by Gloria Ladson-Billings

The achievement gap is one of the most talked-about issues in U.S. edu-
cation. The term refers to the disparities in standardized test scores
between Black and White, Latina/o and White, and recent immigrant
and White students. This article argues that a focus on the gap is mis-
placed. Instead, we need to look at the “education debt” that has
accumulated over time. This debt comprises historical, economic,
sociopolitical, and moral components. The author draws an analogy
with the concept of national debt—which she contrasts with that of a

national budget deficit—to argue the significance of the education debt.

have spent a better part of this year reading the presidential

addresses of a number of former AERA presidents. Most take

the wise course of giving addresses about something they
know well—their own research. Of course, I was not fully per-
suaded by their wisdom. Instead, I attempted to learn something
new, and, unfortunately, the readers will have to determine
whether I learned it well enough to share it with my professional
colleagues.

The questions that plague me about education research are not
new ones. I am concerned about the meaning of our work for the
larger public—for real students, teachers, administrators, parents,
policymakers, and communities in real school settings. I know these
are not new concerns; they have been raised by others, people like
the late Kenneth B. Clark, who, in the 1950s, was one of the first
social scientists to bring research to the public in a meaningful way.
His work with his wife and colleague Mamie formed the basis for
the landmark Brown v. Board of Education (1954) case that reversed
legal segregation in public schools and other public accommoda-
tions. However, in his classic volume Dark Ghetto: Dilemmas of
Social Power, first published in 1965, Clark took social scientists to
task for their failure to fully engage and understand the plight of
the poor:

To my knowledge, there is at present nothing in the vast literature of
social science treatises and textbooks and nothing in the practical and
field training of graduate students in social science to prepare them
for the realities and complexities of this type of involvement in a real,

Educational Researcher, Vol. 35, No. 7, pp. 3—12 |

dynamic, turbulent, and at times seemingly chaotic community. And
what is more, nothing anywhere in the training of social scientists,
teachers, or social workers now prepares them to understand, to cope
with, or to change the normal chaos of ghetto communities. These
are grave lacks which must be remedied soon if these disciplines are
to become relevant [emphasis added] to the stability and survival of
our society. (p. xxix)

Clark’s concern remains some 40 years later. However, the para-
dox is that education research has devoted a significant amount of
its enterprise toward the investigation of poor, African American,
Latina/o, American Indian, and Asian immigrant students, who
represent an increasing number of the students in major metro-
politan school districts. We seem to study them but rarely provide
the kind of remedies that help them to solve their problems.

To be fair, education researchers must have the freedom to
pursue basic research, just as their colleagues in other social sci-
ences do. They must be able to ask questions and pursue inquiries
“just because.” However, because education is an applied field, a
field that local states manage and declare must be available to the
entire public, most of the questions that education researchers ask
need to address the significant questions that challenge and con-
found the public: Why don’t children learn to read? What accounts
for the high levels of school dropout among urban students? How
can we explain the declining performance in mathematics and sci-
ence at the same time that science and mathematics knowledge is
exploding? Why do factors like race and class continue to be strong
predictors of achievement when gender disparities have shrunk?

The Prevalence of the Achievement Gap

One of the most common phrases in today’s education literature is
“the achievement gap.” The term produces more than 11 million
citations on Google. “Achievement gap,” much like certain popu-
lar culture music stars, has become a crossover hit. It has made
its way into common parlance and everyday usage. The term is
invoked by people on both ends of the political spectrum, and few
argue over its meaning or its import. According to the National
Governors’ Association, the achievement gap is “a matter of race
and class. Across the U.S., a gap in academic achievement per-
sists between minority and disadvantaged students and their
white counterparts.” It further states: “This is one of the most
pressing education-policy challenges that states currently face”
(2005). The story of the achievement gap is a familiar one. The
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numbers speak for themselves. In the 2005 National Assessment
of Educational Progress results, the gap between Black and Latina/o
fourth graders and their White counterparts in reading scaled scores
was more than 26 points. In fourth-grade mathematics the gap was
more than 20 points (Education Commission of the States, 2005).
In eighth-grade reading, the gap was more than 23 points, and in
eighth-grade mathematics the gap was more than 26 points. We
can also see that these gaps persist over time (Education Com-
mission of the States).

Even when we compare African Americans and Latina/os with
incomes comparable to those of Whites, there is still an achieve-
ment gap as measured by standardized testing (National Center
for Education Statistics, 2001). While I have focused primarily
on showing this gap by means of standardized test scores, it also
exists when we compare dropout rates and relative numbers of
students who take advanced placement examinations; enroll in
honors, advanced placement, and “gifted” classes; and are admit-
ted to colleges and graduate and professional programs.

Scholars have offered a variety of explanations for the existence
of the gap. In the 1960s, scholars identified cultural deficit theories
to suggest that children of color were victims of pathological
lifestyles that hindered their ability to benefit from schooling (Hess
& Shipman, 1965; Bereiter & Engleman, 1966; Deutsch, 1963).
The 1966 Coleman Report, Equality of Educational Opportunity
(Coleman et al.), touted the importance of placing students in
racially integrated classrooms. Some scholars took that report to
further endorse the cultural deficit theories and to suggest that
there was not much that could be done by schools to improve the
achievement of African American children. But Coleman et al.
were subtler than that. They argued that, more than material
resources alone, a combination of factors was heavily correlated
with academic achievement. Their work indicated that the com-
position of a school (who attends it), the students’ sense of con-
trol of the environments and their futures, the teachers’ verbal
skills, and their students” family background all contribute to stu-
dent achievement. Unfortunately, it was the last factor—family
background—that became the primary point of interest for many
school and social policies.

Social psychologist Claude Steele (1999) argues that a “stereo-
type threat” contributes to the gap. Sociolinguists such as Kathryn
Au (1980), Lisa Delpit (1995), Michele Foster (1996), and Shirley
Brice Heath (1983), and education researchers such as Jacqueline
Jordan Irvine (2003) and Carol Lee (2004), have focused on the
culture mismatch that contributes to the gap. Multicultural edu-
cation researchers such as James Banks (2004), Geneva Gay (2004),
and Carl Grant (2003), and curriculum theorists such as Michael
Apple (1990), Catherine Cornbleth (and Dexter Waugh; 1995),
and Thomas Popkewitz (1998) have focused on the nature of the
curriculum and the school as sources of the gap. And teacher edu-
cators such as Christine Sleeter (2001), Marilyn Cochran-Smith
(2004), Kenneth Zeichner (2002), and I (1994) have focused on
the pedagogical practices of teachers as contributing to either the
exacerbation or the narrowing of the gap.

But I want to use this opportunity to call into question the wis-
dom of focusing on the achievement gap as a way of explaining and
understanding the persistent inequality that exists (and has always
existed) in our nation’s schools. I want to argue that this all-out focus
on the “Achievement Gap” moves us toward short-term solutions
that are unlikely to address the long-term underlying problem.

~4]| EDUCATIONAL RESEARCHER \

Down the Rabbit-Hole

Let me begin the next section of this discussion with a strange
transition from a familiar piece of children’s literature:

Alice started to her feet, for it flashed across her mind that she had never
before seen a rabbit with either a waistcoat-pocket, or a watch to take
out of it, and burning with curiosity, she ran across the field after it,
and fortunately was just in time to see it pop down a large rabbit-hole
under the hedge. In another moment down went Alice after it, never
once considering how in the world she was to get our again.

Lewis Carroll, Alice’s Adventures in Wonderland

The relevance of this passage is that I, like Alice, saw a rabbit with
awatch and waistcoat-pocket when I came across a book by econ-
omist Robert Margo entitled Race and Schooling in the American
South, 1880—1950 (1990). And, like Alice, I chased the rabbit
called “economics” down a rabbit-hole, where the world looked
very different to me. Fortunately, I traveled with my trusty copy
of Lakoff and Johnson’s (1980) Metaphors We Live By as a way to
make sense of my sojourn there. So, before making my way back
to the challenge of school inequality, I must beg your indulgence
as I give you a brief tour of my time down there.

National Debt Versus National Deficit

Most people hear or read news of the economy every day and
rarely give it a second thought. We hear that the Federal Reserve
Bank is raising interest rates, or that the unemployment numbers
look good. Our ears may perk up when we hear the latest gasoline
prices or that we can get a good rate on a mortgage refinance loan.
But busy professionals rarely have time to delve deeply into all
things economic. Two economic terms—"“national deficit” and
“national debt”—seem to befuddle us. A deficit is the amount by
which a government’s, company’s, or individual’s spending
exceeds income over a particular period of time. Thus, for each
budget cycle, the government must determine whether it has a
balanced budget, a budget surplus, or a deficit. The debt, how-
ever is the sum of all previously incurred annual federal deficits.
Since the deficits are financed by government borrowing, national
debt is equal to all government debt.

Most fiscal conservatives warn against deficit budgets and urge
the government to decrease spending to balance the budget. Fiscal
liberals do not necessarily embrace deficits but would rather see the
budget balanced by increasing tax revenues from those most able
to pay. The debt is a sum that has been accumulating since 1791,
when the U.S. Treasury recorded it as $75,463,476.52 (Gordon,
1998). Thomas Jefferson (1816) said, “I. . . place economy among
the first and most important virtues, and public debt as the great-
est of dangers to be feared. To preserve our independence, we must
not let our rulers load us with perpetual debt.”

But the debt has not merely been going up. Between 1823 and
1835 the debr steadily decreased, from a high of almost $91 million
to a low of $33,733.05. The nation’s debt hit the $1 billion mark
in 1863 and the $1 trillion mark in 1981. Today, the national debt
sits at more than $8 trillion. This level of debt means that the United
States pays about $132,844,701,219.88 in interest each year. This
makes our debt interest the third-largest expenditure in the federal
budget after defense and combined entitlement programs such as
Social Security and Medicare (Christensen, 2004).
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Even in those years when the United States has had a balanced
budget, that is, no deficits, the national debt continued to grow.
It may have grown at a slower rate, but it did continue to grow.
President Clinton bragged about presenting a balanced budget—
one without deficits—and not growing the debt (King;, J., 2000).
However, the debt was already at a frighteningly high level, and
his budget policies failed to make a dent in the debt.

The Debt and Education Disparity

By now, readers might assume that I have made myself firmly at
home at the Mad Hatter’s Tea Party. What does a discussion
about national deficits and national debt have to do with educa-
tion, education research, and continued education disparities? It
is here where I began to see some metaphorical concurrences
between our national fiscal situation and our education situation.
I am arguing that our focus on the achievement gap is akin to a
focus on the budget deficit, but what is actually happening to
African American and Latina/o students is really more like the
national debt. We do not have an achievement gap; we have an
education debt.

Now, to be perfectly candid, I must admit that when I con-
sulted with a strict economist, Professor Emeritus Robert Have-
man of the University of Wisconsin’s Department of Economics,
La Follette Institute of Public Affairs, and Institute for Research
on Poverty, he stated:

The education debt is the foregone schooling resources that we
could have (should have) been investing in (primarily) low income
kids, which deficit leads to a variety of social problems (e.g. crime,
low productivity, low wages, low labor force participation) that
require on-going public investment. This required investment sucks
away resources that could go to reducing the achievement gap.
Without the education debt we could narrow the achievement debt.
. .. The message would be that you need to reduce one (the edu-
cation debt, defined above) in order to close the other (the achieve-
ment gap). A parallel is trying to gain a growing and robust economy
with a large national debt overhang. (February 6, 2006, e-mail)

In addition to this informal discussion with Haveman, I read a
work by Wolfe and Haveman (2001) entitled Accounting for the
Social and Non-Market Benefits of Education, which catalogues a
series of what they term “non-market effects of schooling.” The
authors contend that “the literature on the intergenerational effects
of education is generally neglected in assessing the full impact of
education.” Among the nonmarket effects that they include are the
following:
* A positive link between one’s own schooling and the school-
ing received by one’s children
A positive association between the schooling and health sta-
tus of one’s family members
e A positive relationship between one’s own education and
one’s own health status
A positive relationship between one’s own education and the
efficiency of choices made, such as consumer choices (which
efficiency has positive effects on well-being similar to those
of money income)
e A relationship between one’s own schooling and fertility
choices (in particular, decisions of one’s female teenage chil-
dren regarding nonmarital childbearing)

¢ A relationship between the schooling/social capital of one’s
neighborhood and decisions by young people regarding
their level of schooling, nonmarital childbearing, and par-
ticipation in criminal activities. (pp. 2-3)

While these economists have informed my thinking, I have taken
asomewhat different tack on this notion of the education debt. The
yearly fluctuations in the achievement gap give us a short-range pic-
ture of how students perform on a particular set of achievement
measures. Looking at the gap from year to year is a misleading exer-
cise. Lee’s (2002) look at the trend lines shows us that there was
a narrowing of the gap in the 1980s both between Black and White
students and between the Latina/o and White students, and a sub-
sequent expansion of those gaps in the 1990s. The expansion of the
disparities occurred even though the income differences narrowed
during the 1990s. We do not have good answers as to why the gap
narrows or widens. Some research suggests that even the combina-
tion of socioeconomic and family conditions, youth culture and stu-
dent behaviors, and schooling conditions and practices do not fully
explain changes in the achievement gap (Lee).

However, when we begin looking at the construction and com-
pilation of what I have termed the education debt, we can better
understand why an achievement gap is a logical outcome. I am
arguing that the historical, economic, sociopolitical, and moral
decisions and policies that characterize our society have created an
education debt. So, at this point, I want to briefly describe each of
those aspects of the debt.

The Historical Debt

Scholars in the history of education, such as James Anderson
(1989), Michael Fultz (1995), and David Tyack (2004), have doc-
umented the legacy of educational inequities in the Unites States.
Those inequities initially were formed around race, class, and gen-
der. Gradually, some of the inequities began to recede, but clearly
they persist in the realm of race. In the case of African Americans,
education was initially forbidden during the period of enslave-
ment. After emancipation we saw the development of freedmen’s
schools whose purpose was the maintenance of a servant class.
During the long period of legal apartheid, African Americans
attended schools where they received cast-off textbooks and
materials from White schools. In the South, the need for farm
labor meant that the typical school year for rural Black students
was about 4 months long. Indeed, Black students in the South did
not experience universal secondary schooling until 1968 (Anderson,
2002). Why, then, would we not expect there to be an achieve-
ment gap?

The history of American Indian education is equally egregious.
It began with mission schools to convert and use Indian labor to
further the cause of the church. Later, boarding schools were devel-
oped as General George Pratt asserted the need “to kill the Indian
in order to save the man.” This strategy of deliberate and forced
assimilation created a group of people, according to Pulitzer Prize
writer N. Scott Momaday, who belonged nowhere (Lesiak, 1991).
The assimilated Indian could not fit comfortably into reservation
life or the stratified mainstream. No predominately White col-
leges welcomed the few Indians who successfully completed the
early boarding schools. Only historically Black colleges, such as
Hampton Institute, opened their doors to them. There, the Indians
studied vocational and trade curricula.
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Latina/o students also experienced huge disparities in their
education. In Ferg-Cadima’s report Black, White, and Brown:
Latino School Desegregation Efforts in the Pre— and Post—Brown v.
Board of Education Era (2004), we discover the longstanding prac-
tice of denial experienced by Latina/os dating back to 1848. His-
toric desegregation cases such as Mendez v. Westminster (1946) and
the Lemon Grove Incident detail the ways that Brown children were
(and continue to be) excluded from equitable and high-quality
education.

It is important to point out that the historical debt was not
merely imposed by ignorant masses that were xenophobic and vir-
ulently racist. The major leaders of the nation endorsed ideas
about the inferiority of Black, Latina/o, and Native peoples.
Thomas Jefferson (1816), who advocated for the education of the
American citizen, simultaneously decried the notion that Blacks
were capable of education. George Washington, while deeply con-
flicted about slavery, maintained a substantial number of slaves on
his Mount Vernon Plantation and gave no thought to educating
enslaved children.

A brief perusal of some of the history of public schooling in the
United States documents the way that we have accumulated an
education debt over time. In 1827 Massachusetts passed a law mak-
ing all grades of public school open to all pupils free of charge. At
about the same time, most Southern states already had laws for-
bidding the teaching of enslaved Africans to read. By 1837, when
Horace Mann had become head of the newly formed Massachu-
setts State Board of Education, Edmund Dwight, a wealthy Boston
industrialist, felt that the state board was crucial to factory owners
and offered to supplement the state salary with his own money.
What is omitted from this history is that the major raw material of
those textile factories, which drove the economy of the East, was
cotton—the crop that depended primarily on the labor of enslaved
Africans (Farrow, Lang, & Frank, 2005). Thus one of the ironies
of the historical debt is that while African Americans were enslaved
and prohibited from schooling, the product of their labor was used
to profit Northern industrialists who already had the benefits of
education. Consider the real source of New England’s wealth (from
Farrow, Lang, & Frank, p. 6):

* By 1860, New England was home to 472 cotton mills, built

on rivers and streams throughout the region.

e Just between 1830 and 1840, Northern mills consumed
more than 100 million pounds of Southern cotton. With
shipping and manufacturing included, the economy of
much of New England was connected to textiles.

e By the 1850s, the enormous profits of Massachusetts indus-
trialists had been poured into a complex network of banks,
insurance companies, and railroads. But their wealth remained
anchored to dozens of mammoth textile mills in Massachu-
setts, southern Maine, and New Hampshire.

This pattern of debt affected other groups as well. In 1864 the
U.S. Congress made it illegal for Native Americans to be taught
in their native languages. After the Civil War, African Americans
worked with Republicans to rewrite state constitutions to guar-
antee free public education for all students. Unfortunately, their
efforts benefited White children more than Black children. The
landmark Plessy v. Ferguson (1896) decision meant that the seg-
regation that the South had been practicing was officially recog-
nized as legal by the federal government.
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Although the historical debt is a heavy one, it is important not
to overlook the ways that communities of color always have
worked to educate themselves. Between 1865 and 1877, African
Americans mobilized to bring public education to the South for
the first time. Carter G. Woodson (1933/1972) was a primary
critic of the kind of education that African Americans received,
and he challenged African Americans to develop schools and cur-
ricula that met the unique needs of a population only a few gen-
erations out of chattel slavery.

The Economic Debt

As is often true in social research, the numbers present a startling
picture of reality. The economics of the education debt are sober-
ing. The funding disparities that currently exist between schools
serving White students and those serving students of color are not
recent phenomena. Separate schooling always allows for differ-
ential funding. In present-day dollars, the funding disparities
between urban schools and their suburban counterparts present
a telling story about the value we place on the education of dif-
ferent groups of students.

The Chicago public schools spend about $8,482 annually per
pupil, while nearby Highland Park spends $17,291 per pupil. The
Chicago public schools have an 87% Black and Latina/o popula-
tion, while Highland Park has a 90% White population. Per pupil
expenditures in Philadelphia are $9,299 per pupil for the city’s
79% Black and Latina/o population, while across City Line Avenue
in Lower Merion, the per pupil expenditure is $17,261 for a
91% White population. The New York City public schools spend
$11,627 per pupil for a student population that is 72% Black and
Latina/o, while suburban Manhasset spends $22,311 for a student
population that is 91% White (figures from Kozol, 2005).

One of the earliest things one learns in statistics is that corre-
lation does not prove causation, but we must ask ourselves why
the funding inequities map so neatly and regularly onto the racial
and ethnic realities of our schools. Even if we cannot prove that
schools are poorly funded because Black and Latina/o students
attend them, we can demonstrate that the amount of funding
rises with the rise in White students. This pattern of inequitable
funding has occurred over centuries. For many of these popula-
tions, schooling was nonexistent during the early history of the
nation; and, clearly, Whites were not prepared to invest their fis-
cal resources in these strange “others.”

Another important part of the economic component of the
education debt is the earning ratios related to years of schooling.
The empirical data suggest that more schooling is associated with
higher earnings; that is, high school graduates earn more money
than high school dropouts, and college graduates earn more than
high school graduates. Margo (1990) pointed out that in 1940 the
average annual earnings of Black men were about 48% of those of
White men, but by 1980 the earning ratio had risen to 61%. By
1993, the median Black male earned 74% as much as the median
White male.

While earnings ratios show us how people are (or were) doing
at particular points in time, they do not address the cumulative
effect of such income disparities. According to economists Joseph
Altonji and Ulrech Doraszelski (2005),

The wealth gap between whites and blacks in the United States is
much larger than the gap in earnings. The gap in wealth has impli-
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cations for the social position of African Americans that go far
beyond its obvious implications for consumption levels that house-
holds can sustain. This is because wealth is a source of political and
social power, influences access to capital for new businesses, and
provides insurance against fluctuations in labor market income. It
affects the quality of housing, neighborhoods, and schools a family
has access to as well as the ability to finance higher education. The
fact that friendships and family ties tend to be within racial groups
amplifies the effect of the wealth gap on the financial, social, and
political resources available to blacks relative to whites. (p. 1)

This economic analysis maps well onto the notion of education
debt—as opposed to achievement gap—that I am trying to advance.
So, while the income gap more closely resembles the achievement
gap, the wealth disparity better reflects the education debt that I
am attempting to describe.

The Sociopolitical Debt

The sociopolitical debt reflects the degree to which communities
of color are excluded from the civic process. Black, Latina/o, and
Native communities had little or no access to the franchise, so
they had no true legislative representation. According to the Civil
Rights Division of the U.S. Department of Justice, African Amer-
icans and other persons of color were substantially disenfran-
chised in many Southern states despite the enactment of the
Fifteenth Amendment in 1870 (U.S. Department of Justice,
Civil Rights Division, 2006).

The Voting Rights Act of 1965 is touted as the most successful
piece of civil rights legislation ever adopted by the U.S. Congress
(Grofman, Handley, & Niemi). This act represents a proactive
attempt to eradicate the sociopolitical debt that had been accu-
mulating since the founding of the nation.

Table 1 shows the sharp contrasts between voter registration
rates before the Voting Rights Act of 1965 and after it. The dra-
matic changes in voter registration are a result of Congress’s bold
action. In upholding the constitutionality of the act, the Supreme
Court ruled as follows:

Congress has found that case-by-case litigation was inadequate to
combat wide-spread and persistent discrimination in voting,
because of the inordinate amount of time and energy required to
overcome the obstructionist tactics invariably encountered in these
lawsuits. After enduring nearly a century of systematic resistance to

the Fifteenth Amendment, Congress might well decide to shift the
advantage of time and inertia from the perpetrators of the evil to its
victims. (South Carolina v. Katzenbach, 1966; U.S. Department of
Justice, Civil Rights Division, 2006)

It is hard to imagine such a similarly drastic action on behalf of
African American, Latina/o, and Native American children in
schools. For example, imagine that an examination of the achieve-
ment performance of children of color provoked an immediate
reassignment of the nation’s best teachers to the schools serving the
most needy students. Imagine that those same students were guar-
anteed places in state and regional colleges and universities. Imag-
ine that within one generation we lift those students out of poverty.

The closest example that we have of such a dramatic policy move
is that of affirmative action. Rather than wait for students of color
to meet predetermined standards, the society decided to recognize
that historically denied groups should be given a preference in
admission to schools and colleges. Ultimately, the major beneficia-
ries of this policy were White women. However, Bowen and Bok
(1999) found that in the case of African Americans this proactive
policy helped create what we now know as the Black middle class.

Asaresult of the sociopolitical component of the education debrt,
families of color have regularly been excluded from the decision-
making mechanisms that should ensure that their children receive
quality education. The parent—teacher organizations, school site
councils, and other possibilities for democratic participation have
not been available for many of these families. However, for a brief
moment in 1968, Black parents in the Ocean Hill-Brownsville sec-
tion of New York exercised community control over the public
schools (Podair, 2003). African American, Latina/o, Native Amer-
ican, and Asian American parents have often advocated for improve-
ments in schooling, but their advocacy often has been muted and
marginalized. This quest for control of schools was powerfully cap-
tured in the voice of an African American mother during the fight
for school desegregation in Boston. She declared: “When we
fight about schools, we’re fighting for our lives” (Hampton, 1986).

Indeed, a major aspect of the modern civil rights movement was
the quest for quality schooling. From the activism of Benjamin
Rushing in 1849 to the struggles of parents in rural South Car-
olina in 1999, families of color have been fighting for quality edu-
cation for their children (Ladson-Billings, 2004). Their more

Table 1
Black and White Voter Registration Rates (%) in Selected U.S. States, 1965 and 1988

March 1965 November 1988
State Black White Gap Black White Gap
Alabama 19.3 69.2 49.9 68.4 75.0 6.6
Georgia 27.4 62.6 35.2 56.8 63.9 7.1
Louisiana 31.6 80.5 48.9 77.1 75.1 -2.0
Mississippi 6.7 69.9 63.2 74.2 80.5 6.3
North Carolina 46.8 96.8 50.0 58.2 65.6 7.4
South Carolina 37.3 75.7 38.4 56.7 61.8 5.1
Virginia 38.3 61.1 22.8 63.8 68.5 4.7

Note. From the website of the U.S. Department of Justice, Civil Rights Division, Voting Rights Section (http://www.usdoj.gov/crt/voting/intro/

intro_c.htm), “Introduction to Federal Voting Rights Laws.”
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limited access to lawyers and legislators has kept them from accu-
mulating the kinds of political capital that their White, middle-

class counterparts have.

The Moral Debt

A final component of the education debt is what I term the
“moral debt.” I find this concept difficult to explain because social
science rarely talks in these terms. What I did find in the litera-
ture was the concept of “moral panics” (Cohen, 1972; Goode &
Ben-Yehuda, 1994a, 1994b; Hall, Critcher, Jefferson, Clarke, &
Roberts, 1978) that was popularized in British sociology. People
in moral panics attempt to describe other people, groups of indi-
viduals, or events that become defined as threats throughout a
society. However, in such a panic the magnitude of the supposed
threat overshadows the real threat posed. Stanley Cohen (1972),
author of the classic sociological treatment of the subject, entitled
Folk Devils and Moral Panics, defines such a moral panic as a kind
of reaction to

A condition, episode, person or group of persons [that] emerges to
become defined as a threat to societal values and interests; its nature
is presented in a stylized and stereotypical fashion by the mass media;
the moral barricades are manned by editors, bishops, politicians and
other right-thinking people; socially accredited experts pronounce
their diagnoses and solutions; ways of coping are evolved or . . .
resorted to; the condition then disappears, submerges or deteriorates
and becomes more visible. Sometimes the subject of the panic passes
over and is forgotten, except in folklore and collective memory; at
other times it has more serious and long-lasting repercussions and
might produce such changes as those in legal and social policy or even
in the way society conceives itself. (p. 9)

In contrast, a moral debt reflects the disparity between what we
know is right and what we actually do. Saint Thomas Aquinas
saw the moral debt as what human beings owe to each other in
the giving of; or failure to give, honor to another when honor is
due. This honor comes as a result of people’s excellence or
because of what they have done for another. We have no trouble
recognizing that we have a moral debt to Rosa Parks, Martin
Luther King, Cesar Chavez, Elie Wiesel, or Mahatma Gandhi.
But how do we recognize the moral debt that we owe to entire
groups of people? How do we calculate such a debt?

Typically, we think of moral debt as relational between nation-
states. For example, at the end of World War 11, Israel charged
Germany not only with a fiscal or monetary debt but also with a
moral debt. On the individual level, Fred Korematsu battled the
U.S. government for 40 years to prove that Japanese Americans
were owed a moral debt. In another 40-year span, the U.S. gov-
ernment ran a study of syphilis patients—withholding treatment
after a known cure was discovered—and was forced to acknowl-
edge its ethical breaches. In his 1997 apology to the survivors and
their families, President Bill Clinton said, “The United States
government did something that was wrong—deeply, profoundly,
morally wrong. It was an outrage to our commitment to integrity
and equality for all our citizens . . . clearly racist” (Hunter-Gault,
1997). Today, all human subject protocols reflect the moral debt
we owe to the victims of that study.

David Gill (2000) asserts, in his book Being Good, that “we are
living today in an ethical wilderness—a wild, untamed, unpre-
dictable landscape” (p. 11). We bemoan the loss of civil discourse
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and rational debate, but the real danger of our discussions about
morality is that they reside solely in the realm of the individual.
We want people to take personal responsibility for their behavior,
personal responsibility for their health care, personal responsibility
for their welfare, and personal responsibility for their education.
However, in democratic nations, that personal responsibility must
be coupled with social responsibility.

What is it that we might owe to citizens who historically have
been excluded from social benefits and opportunities? Randall
Robinson (2000) states:

No nation can enslave a race of people for hundreds of years, set
them free bedraggled and penniless, pit them, without assistance in
a hostile environment, against privileged victimizers, and then rea-
sonably expect the gap between the heirs of the two groups to nar-
row. Lines, begun parallel and left alone, can never touch. (p. 74)

Robinson’s sentiments were not unlike those of President Lyndon
B. Johnson, who stated in a 1965 address at Howard University:
“You cannot take a man who has been in chains for 300 years,
remove the chains, take him to the starting line and tell him to run
the race, and think that you are being fair” (Miller, 2005).

Despite those parallel lines of which Robinson speaks, in the
midst of the Civil War Abraham Lincoln noted that without the
200,000 Black men who enlisted in the Union Army, “we would
be compelled to abandon the war in 3 weeks” (cited in Takaki,
1998). Thus, according to historian Ron Takaki (1998), “Black
men in blue made the difference in determining that this ‘govern-
ment of the people, by the people, for the people’ did ‘not perish
from the earth’ ” (p. 21). What moral debt do we owe their heirs?

Think of another example of the ways that the labor and efforts
of people of color have sustained the nation. When we hear the
word “plantation,” our minds almost automatically reflect back to
the antebellum South. However, the same word evokes the Palolo
Valley on the Hawaiian island of Oahu, where there were camps
named “Young Hee,” “Ah Fong,” “Spanish A,” “Spanish B,” and
“Alabama” (Takaki, 1998). This last camp—"“Alabama”—was a
Hawaiian plantation worked by Black laborers. Each of the groups
that labored in the Hawaiian plantations—the Native Hawaii-
ans, the Chinese, the Japanese, the Filipinos, the Koreans, the Por-
tuguese, the Puerto Ricans, and the Blacks—drove a sugar economy
that sated a worldwide sweet tooth (Wilcox, 1998). What do we
owe their descendants?

And perhaps our largest moral debt is to the indigenous peo-
ples whose presence was all but eradicated from the nation. In its
2004-2005 Report Card, the Bureau of Indian Affairs indicates
that its high school graduation rate is 57%, with only 3.14% of
its students performing at the advanced level in reading and
3.96% performing at the advanced level in mathematics. One
hundred and twenty-two of the 185 elementary and secondary
schools under the jurisdiction of the Bureau of Indian Affairs failed
to meet Average Yearly Progress requirements in the 2004-2005
school year (Bureau of Indian Affairs, Office of Indian Education
Programs, 2000).

The National Center for Education Statistics report Status and
Trends in the Education of American Indians and Alaska Natives
(Freeman & Fox, 2005) indicates that the dropout rate among
this population is about 15%, which is higher than that of Whites,
Blacks, or Asian/Pacific Islanders. Only 26% of American Indi-
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ans and Alaska Natives completed a core academic track in 2000,
while 57% of Asian/Pacific islanders, 38% of Latina/os, 44% of
African Americans, and 48% of Whites completed core academic
tracks during the same year (Freeman & Fox).

Taken together, the historic, economic, sociopolitical, and
moral debt that we have amassed toward Black, Brown, Yellow,
and Red children seems insurmountable, and attempts at address-
ing it seem futile. Indeed, it appears like a task for Sisyphus. But
as legal scholar Derrick Bell (1994) indicated, just because some-
thing is impossible does not mean it is not worth doing.

Why We Must Address the Debt

In the final section of this discussion I want to attend to why we
must address the education debt. On the face of it, we must address
it because it is the equitable and just thing to do. As Americans we
pride ourselves on maintaining those ideal qualities as hallmarks of
our democracy. That represents the highest motivation for paying
this debt. But we do not always work from our highest motivations.

Most of us live in the world of the pragmatic and practical. So
we must address the education debt because it has implications for
the kinds of lives we can live and the kind of education the soci-
ety can expect for most of its children. I want to suggest that there
are three primary reasons for addressing the debt—(a) the impact
the debt has on present education progress, (b) the value of under-
standing the debt in relation to past education research findings,
and (c) the potential for forging a better educational future.

The Impact of the Debt on Present Education Progress

In a recent news article in the business section of the Cleveland
Plain Dealer, 1 read that affluent investors are more likely to be
educated, married men (Torres, 2006). The article continued by
talking about how Whites make up 88% of wealthy investor
houscholds, while Blacks and Latina/os make up only 3%. Asian
Americans, who are 3.7% of the adult population, make up 5% of
wealthy investors. But more salient than wealthy investor status to
me was a quote in the article from former Federal Reserve Chair-
man Alan Greenspan: “My biggest fear for this country’s future,
competitively speaking, is that we’re doing a poor job in education.
If we can resolve our educational problems, I think we will main-
tain the very extraordinary position the United States holds in the
world at large” (Torres, p. G6).

As I was attempting to make sense of the deficit/debt metaphor,
educational economist Doug Harris (personal communication,
November 19, 2005) reminded me that when nations operate
with a large debt, some part of their current budget goes to service
that debt. I mentioned earlier that interest payments on our national
debt represent the third largest expenditure of our national budget.
In the case of education, each effort we make toward improving
education is counterbalanced by the ongoing and mounting debt
that we have accumulated. That debt service manifests itself in
the distrust and suspicion about what schools can and will do in
communities serving the poor and children of color. Bryk and
Schneider (2002) identified “relational trust” as a key component
in school reform. I argue that the magnitude of the education
debt erodes that trust and represents a portion of the debt service
that teachers and administrators pay each year against what they
might rightfully invest in helping students advance academically.

The Value of Understanding the Debt in Relation
to Past Research Findings

The second reason that we must address the debt is somewhat
selfish from an education research perspective. Much of our
scholarly effort has gone into looking at educational inequality
and how we might mitigate it. Despite how hard we try, there are
two interventions that have never received full and sustained
hypothesis testing—school desegregation and funding equity.
Orfield and Lee (2006) point out that not only has school segre-
gation persisted, but it has been transformed by the changing
demographics of the nation. They also point out that “there has
not been a serious discussion of the costs of segregation or the
advantages of integration for our most segregated population,
white students” (p. 5). So, although we may have recently cele-
brated the 50th anniversary of the Brown decision, we can point
to little evidence that we really gave Brown a chance. According to
Frankenberg, Lee, and Orfield (2003) and Orfield and Lee (2004),
America’s public schools are more than a decade into a process of
resegregation. Almost three-fourths of Black and Latina/o students
attend schools that are predominately non-White. More than
2 million Black and Latina/o students—a quarter of the Black stu-
dents in the Northeast and Midwest—arttend what the researchers
call apartheid schools. The four most segregated states for Black
students are New York, Michigan, Illinois, and California.

The funding equity problem, as I illustrated earlier in this dis-
cussion, also has been intractable. In its report entitled The Fund-
ing Gap 2005, the Education Trust tells us that “in 27 of the
49 states studied, the highest-poverty school districts receive fewer
resources than the lowest-poverty districts. . . . Even more states
shortchange their highest minority districts. In 30 states, high
minority districts receive less money for each child than low minor-
ity districts” (p. 2). If we are unwilling to desegregate our schools
and unwilling to fund them equitably, we find ourselves not only
backing away from the promise of the Brown decision but literally
refusing even to take Plessy seriously. At least a serious considera-
tion of Plessy would make us look at funding inequities.

In one of the most graphic examples of funding inequity, new
teacher Sara Sentilles (2005) described the southern California
school where she was teaching:

At Garvey Elementary School, I taught over thirty second graders in
a so-called temporary building. Most of these “temporary” buildings
have been on campuses in Compton for years. The one I taught in
was old. Because the wooden beams across the ceiling were being
eaten by termites, a fine layer of wood dust covered the students’
desks every morning. Maggots crawled in a cracked and collapsing
area of the floor near my desk. One day after school I went to sit in
my chair, and it was completely covered in maggots. I was nearly sick.
Mice raced behind cupboards and bookeases. I trapped six in terrible
traps called “glue lounges” given to me by the custodians. The blue
metal window coverings on the outsides of the windows were shut
permanently, blocking all sunlight. Someone had lost the tool needed
to open them, and no one could find another. . . . (p. 72)

Rothstein and Wilder (2005) move beyond the documenta-
tion of the inequalities and inadequacies to their consequences. In
the language that I am using in this discussion, they move from
focusing on the gap to tallying the debt. Although they focus on
Black—White disparities, they are clear that similar disparities
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exist between Latina/os and Whites and Native Americans and
Whites. Contrary to conventional wisdom, Rothstein and Wilder
argue that addressing the achievement gap is not the most impor-
tant inequality to attend to. Rather, they contend that inequalities
in health, early childhood experiences, out-of-school experiences,
and economic security are also contributory and cumulative and
make it near-impossible for us to reify the achievement gap as the
source and cause of social inequality.

The Potential for Forging a Better Educational Future

Finally, we need to address what implications this mounting debt
has for our future. In one scenario, we might determine that our
debt is so high that the only thing we can do is declare bank-
ruptcy. Perhaps, like our airline industry, we could use the pro-
tection of the bankruptcy laws to reorganize and design more
streamlined, more efficient schooling options. Or perhaps we
could be like developing nations that owe huge sums to the IMF
and apply for 100% debt relief. But what would such a cata-
strophic collapse of our education system look like? Where could
we go to begin from the ground up to build the kind of educa-
tion system that would aggressively address the debt? Might we
find a setting where a catastrophic occurrence, perhaps a natural
disaster—a hurricane—has completely obliterated the schools?
Of course, it would need to be a place where the schools weren’t
very good to begin with. It would have to be a place where our
Institutional Review Board and human subject concerns would
not keep us from proposing aggressive and cutting-edge research.
It would have to be a place where people were so desperate for the
expertise of education researchers that we could conduct multi-
ple projects using multiple approaches. It would be a place so
hungry for solutions that it would not matter if some projects
were quantitative and others were qualitative. It would not mat-
ter if some were large-scale and some were small-scale. It would
not matter if some paradigms were psychological, some were
social, some were economic, and some were cultural. The only
thing that would matter in an environment like this would be
that education researchers were bringing their expertise to bear
on education problems that spoke to pressing concerns of the
public. I wonder where we might find such a place?

Although I have tried to explain this notion of education debt, I
know that my words are a limited way to fully represent it. How can
I illustrate the magnitude of this concept? In his 1993 AERA Pres-
idential Address, “Forms of Understanding and the Future of
Educational Research,” Elliot Eisner spoke of representation—
not the mental representations discussed in cognitive science, but
“the process of transforming the consciousness into a public form
so that they can be stabilized, inspected, edited, and shared with
others” (p. 6). So we must use our imaginations to construct a set
of images that illustrate the debt. The images should remind us that
the cumulative effect of poor education, poor housing, poor health
care, and poor government services create a bifurcated society that
leaves more than its children behind. The images should compel us
to deploy our knowledge, skills, and expertise to alleviate the suffer-
ing of the least of these. They are the images that compelled our
attention during Hurricane Katrina. Here, for the first time in a very
long time, the nation—indeed the world—was confronted with the
magnitude of poverty that exists in America.
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In a recent book, Michael Apple and Kristen Buras (2006)
suggest that the subaltern can and do speak. In this country they
speak from the barrios of Los Angeles and the ghettos of New
York. They speak from the reservations of New Mexico and the
Chinatown of San Francisco. They speak from the levee breaks
of New Orleans where they remind us, as education researchers,
that we do not merely have an achievement gap—we have an
education debt.
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Chapter §

Culturally Relevant Teaching: The Key to
Making Multicultural Education Work'

Gloria Ladson-Billings

Understanding the Problem

If wee focus wpoen the introdoction of ethnic studies inta the curricalum
with only an afterthought to the teachers and teaching strategies used,
the tuture is faitly predictable. My guess is that two decades from now
cthmic studies will exist, but they will ke a shell with all content sucked
dry by pedantic instruction more concernad with form than substance.
Perhaps ethnic studies will po the way of Latin and Greek, piven time
and dull cducatianal |'-“-il-'.ll:IEh:i;l. fl:utlanl I',I'T}j

I'erhaps Larry Cuban did not consider himself a prophet or a seer when he
wiole the above mentioned words for a boel article in the National Council of
the Social Studies' #3rd Annua! YVearbook enlitled, Lthaic Content and “White'
frstruction bul it appears that his prediction has come to fruition, What his
article did not predict was at the same lime that ethnic (and muliiethnic
multicaltural) studies courses and programs were 'drying ap’, the number of
ethnic students would be multiplying and the number of cthnic teachers would
be shrinking (Tloelt, T989).

Several studies have recognized the need to mcrease minority teachers
{Carnegie, 1986; Graham, 1987, AACTE, 1988; Lubanks, 1988: Merino and
Quinlapar, 1988). In general, this emphasis on increasing the number of minor-
ity teuchers is centered on providing rele models for stedents, both minerity and
mjurily, with little attention paid 1o the relationship between minerity 1eachers
and minority student achievement. Indeed, Rist (1970) suggests that minogity
teachers who have taken v the values and worldview of the white middle class
fave a deterimental effect on lower income, minority students — relegating
thern 1o the lowest reading group and the least amount of instruction. Thus,
while the sense of demoeracy, equity, and fair play tell us that we ought to have
more minority teachers with this increase i minority students, a more urgent
sense of what is happening to minonty students in the classroom should prompe
us to more closely examine the kind of teaching that will be most eflective for
these students regardless of the ethnicity and cultural background of the teacher.

All of the demographic projectivns suggest that there are few minarity
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candidates in the teacher preparation pipeline (Haberman, 19897, Thus, the
teacher who will be called upon to fill the vacancies in ueban public schools is
most likely to be ‘a white, female whose first choice for a teaching assignment
wis a suburban school” (Grant, 1989, p, T65). What will this teacher need to
know o be an effective teacher of minority students? What do we already know
about the kind of feaching that will best meet the educational needs of minarity
students? What does the research tell vz about attempts st developing educa-
ficndl strategies more compatible with the live: and coltures of minority
atudents?

Learning Styles Versus Teaching Siyles

The past decade has seen educators exhibit a growing interest in the idea that

iudents differ in & personality trait called leaming style (Royer and Feldman,
1584}, One of the early pioneers i this area, Klein (1951) proposed a perceptual
continuum which extended from levelers to sharpeners, Levelers are learners
who hold tight to the eategories of perception and judgment and tend not 1o
change their mental set even when presented with new evidence or changing
eondilivns. Sharpeners are those who are attuned 1o change and capable of
spaiting shades of difference, Witkin (1962) along with his associates {1977)
distinguished between field dependence and field independence. Field depend-
enl leamners rely heavily on environmental suppont while field independent
learners are less hound by the sttuations in which they find themselves, Kagan
(1964} distinguished between impulivity and refleciiviny; the degree to which a
dearner refiects on the validity of alternative solutions. Ausubel (1968) diffsrem-
wled between satellizers and non-satellizers; satellizers have an intrinsic sense of
self-worth independent of what they accomplish while non-satellizers lack an
intrinsic feeling of self-worth and feel the need to prove themselves through
accomplishment:

Do {(1971) moved this inquiry into learning styles fuether by examining
how 8 persomality trait could be used to select an optimal instructional approach.
However, Cronbach and Snow (1977) did not find any consistent pattern midicat-
wng that students with certain personality fraits respond better when laking
courses fiom teachers having commesponding personality traits,

Not long alter the learning style literature began to gaio acceplance there
emefged & sumewhat paralie]l hody of literature that began 1o apply the leamming
styles notions 1o racial, ethnic agd coltural proups. Ramirez and Castaneds
(1974} translated Witkin's ficld-dependent/ficld-independent typology W field-
sensitive/feld-independent as a way to explain disparities between Latino and
Anglo schonl performanes, Cohen (1970) made distinctions between analytical
and relational modes of conceptual organization and indicated that while minoz-
ity students often demonstiale a preference for relationul siyles, schools, in
general, lavor and reward the amalytical mode. Hale-Renson [1986) and Shade
{1984) have applied the concepl of learning styles to the particular needs of
Alrican-American students,

Social psycholegist and historian Asa Hilliard {1989) has questioned the use
of the term ‘style’ to describe (and perhaps justify) the low performance of
minority group students. Moere importandly, Hilliard has questioned the use of
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the term as an cxense for both low expectations on the part of teachers and
substandard delivery of instraction. Hillard further asserts that although stvle ix
cultural (or learned) and meaningful in teaching and leasning, we do not koow
enaugh abaut how or whether pedegogy should be modified in responss to
learning stvles,

The learning styles research is open to critivism on several levels. Virst, only
& tew styles (for example, field-dependencefindependence, reflectionfimpulsivity)
have boen extensively researched. Second, this research is rarely linked to issues
regarding leachers’ Jearning styles andior teaching styles. And, perhaps. most
importantly, there is litle cvidence 1o suggest that distinguishing students
according 1o their learning styles makes any significant differences in their
academic performance. Fach of these aress requires further cxploration before
wie Can aocept of reject the saliency of learning styles as a way of addressing the
educativnel needs of students.

uch of the learning styles research has as its ideological base the primacy
of the individual and individual differences. This perspective is consistent with
¥ostern world views which elevate and celebrate individual stnvines above
collective ones. This perspective s so moch a part of Western culture and
thought that o suggest an alternative borders on heresy. This thinking is akin to
the old riddle aboutl whether a fish, o accustomed to the water, realizes that 1t 15
wet. However, il may be that this ideological hlindspot is the preint al which the
learning styles research must be more carefully examined. Rescarchers must
begin to more carefully examine cultural snd group explanations for behaviors
and attitudes toward schooling without cncouraging practitioners o deliver
substandard content and instruction to different groups.

Currently, Dunn (1989) is examining whether or not students from different
cultures have different learning styles. One of the questions her work seeimns Lo
raise is whether or not there exists a hinlogical basis for learning stylcs, That
kind of thinking takes us back to the genetic inferority arguments of the early
I800s thiat tend to persist and reappear in various forms over tlime. With the
question of students” learping styles mired in debate and uncertainty it i
perbaps more useful fo shift the focus to teaching styles

Farly aftempls at improviog minority and wrban student performance
focused on school level factors and spawned the efeqive schoels literature
{Brookover e al., 1979; Edmoands, 1979). This research supgests that strong
mstructional leadership, high student expectations, emsphasis on basic =kills, u
sale and orderly environment, frequent, systematic student evaluation and in-
creased time on task (Stedman, 1987) produces substantial achievement gains
among urban students. Stedman’s critique of the effective schools researcl
asserts thal the effective schools movement ‘ignores the cultural nature of
schooling” {p. 219), embraces a view of school as white and middle class with a
language and worldview slien 1o students from different cultures and classes and
ignores the historical record of indifference and deliberate hostility toward
non-mainstream students which has contributed to their scademic failure.

The second wive of educational reform® has directed educators' attention to
the importance of pedagogy. Shulman {19878} suggests that any improvement in
teaching will come from a redefinition of teaching as maore than mustering
generic skills which are displayed in terms of clessroom behaviors, Shulman
further suggests that because of the relative Tack of sy=tcmatic research donc in
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the field of pedagogy il is important to examine the ‘wisdom of practice’ of
expert pedagogues. This wisdom of practice wmeludes not only what teachers
demonstiate in the classroom while they are teaching but alsa the thinking that
underhes the pedagopical decisions that teachers make. 1t also includes the
context in which teaching aceurs (Shulman, 1987h),

This recognition of the importance of the teaching context is not & new ones.
There is substantial literature, for example, on teaching urban students, ‘This
literature dates back almost 100 years 1o 1598 (Cuban, 1989). However, most of
this literature has addressed the problem of poor school performance of urban
childrcn by either blaming the children by ssserting that they 'lack ability,
vharacter of motivation” (ibid,, p. 781} or by blaming their parents and cultural
hackgrounds. Less frequently heard arguments supgest thut urhan students fail
because the schooling experience deniprates them and their culture andéor the
very structure of the school 15 not able to accommodate the diversity of cultures,
nceds, and abilities (ibed, ).

Critical theovists assert that schools function to reproduce the systemic
inequalities of the socety. Consequently, the way 1o break the cycle is to focus
vn the kind of education minonty stadents need. The work of Freire (1973),
Aronowitz and Ciiroux (1985}, King {1987) and McLaren (1089) SUEECRt EOMme
features of what successful teachers of minority students must do to emancipate,
empower a#nu transtorm hoth themselves and their students, Aspects of this kind
of teaching form the basis for what I have wdentified as ‘culluraliv relevant

teaching

Iz There a Colturally Belevunt Teaching?

Anthropolugists have long had an inlerest in applying their research methodaol-
ngy 1o complex sucial institutions like schools (Spindler, 198%). Tn an attempt to
cxamine questions relating to the dendal of equal educational opportunity
anthropologists have looked at schoels as agents of cultural transmission, arenas
of cultural conflict, and sites of poteniial micro and macro level change (Wilcox,
I988). Cne of lthe arcas of anthropelogical study which has proven fraitful fur
cxamining the experiences of minority students in the classroom is the atlempt
{or lack thereof) of teachers to find ways to match their teaching stvles to the
culture and home background of their students,

Pruring the 1980s there emerged in the anthropology of education literature
several terms which describe these pedagogical strategies used hy teachers in an
effart to make the school experience of students more comparible with their
everyday lives. Those terms include, cultural congruence (Mohatt and Brickson,
1961}, cultural appropoateness (Au and Iordan, 1981), cultural responsiveness
(Cazden and Leggert, 1981; Erckson and Mohatt, (1982), cultural compatibility
(Jordan, 1985; Vogt, Jordin and Tharp, 1987) and mitgating coltural discon-
tinuity (Macias, 1987,

Crborne (1989) discusses some of the problems associated with the use of
the above mentioned terms. He suggests (hat cultural congruence implies a kind
of one-to-one correspondence between what happens in school and what hep-
pens in the home, Cultural sppropriateness, according o Osbome, connotes
being culturaliy proper or correct. Cultural compatibility asks for ‘educational
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praciices [that] match the children’™s culture in ways which ensure the pensration
of scademically impartant behaviors' (Jerdan, 1985, p. 110). Mitigating cultural
discontinnity which is sel within a framework of enculturation and culiural dis-
continuity, has been researched only within the confines of pre-school setiings
where students of all cultures are experiencing their first interruption of home-
community rurtusance and eoculturation. Although Oshorne states a preference
for the tenn collurally responsive, he notes that neither Cazden and Lepgeit
who originally used the term, nor Brickson {1987), have definzd 1t. Enckson
does refer to it as 'one kind of special effore by the school that can reduce
miscommunication by teachers and students, foster trust, and prevent the gen-
esis of conflict that moves rapidly beyond intercultural misunderstanding to bitter
struggle ¢f negative identity exchange between some students and their teachers!
(p. 356).

Educators have alsn rescarched the impact of pedagogy on minority student
performance (Moll, 1988; Cervantes, 1984; Rodrigoez, 1983), Cervantes has
ilentificd ‘ethnocentric pedagogy’ as “preconceived, idealized, and monolithic
values and behaviors and characteristics that stodents should exhibit to succeed
w school. These are most requently exemplified by Anglo-Saxon middle-class
vialues and experiences’ (p. 275), He further asserts that 'the closer one refiects
the idenlized, the higher probability of school success’ (p. 276), Boateng (1938)
pses the term, ‘deculturalization' o explain the ‘failnre to acknowledge the
existence of [a group’s| culture and the role it plays in their behavior (p. 1).
Boateng further suggests that tcacher behavior plavs a sigrificant mole in
deculturalization.

Inte this cuuldron of terminology 1 am introducing an additional term
‘vullurally relevant' teaching (King and Wilson, 1987; Ladson-Rillings, 198%a;
19850}, Because it operates along a contimuum of teaching behaviors and helicfs
and gan Dest be described opegrationally, culturally relevant weaching is elabor-
ated upon here in contlrast e what may be lermed “assmilatonist’ teaching, The
major difference between the two approaches is that assimilationist tcaching
represents and champicns the status guo. Its major function 1 lo transmit
dominant culture beliefs, values, wyihs and ideologies and (o mduct students
it the role thist society has determined for them with an voguestionmg, uocn-
tical view of the way schools miseducate all children, minority and non-minonty,
females and males, middle-class and working and lower-class, disebled and
non-disabled, By contrasi, culturally zelevant teaching serves (o empower stu-
dents 1o the poiol whers they will be able (o examine ailically edvcational
cantent and process and ask what 15 role 15 1 creating a truly democratic and
multicultural srociety, It uses the students’ culture to help them create meaning
and understand the world. Thus, not ooly academic success, bul sowal and
cultural success are emphasized by the culturally relevant teacher, A more
elaborete discussion of eulturally relevant teaching and related research will be
discussed in the subsequent section,

What We Know about Culturally Relevant Teaching

Because we have almost ten years of research which looks at pedagogy desipned
ter be successful in the teaching of minorty studenfs it 5 impoitant f0 bepin o
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understand what has been demonstrated by this pedagopy. Usborpe (1989) has
cempiled u list of twenty-four ethnographic studies that confirm eleven wiser-
rons related o culturally responsive pedagogies. These assertions include the
teachers' lecopnition that

— socio-political, historic, economic factors bevond the purview of ihe
school copstrain what transpires in the classroom. (Walcott, 1974,
Dumont and Wax, 1976; Osborne, 1983: Erickson, 1987; Macias, 1987
McDermott, 1887, Oghu, 1987},
the teacher’s cultural background is not the determinant of culturally
responsive teaching behavior (Oshorne, 1983 Erickson and Mahatl,
1984 Vogt, Jordan snd Tharp, 1987; Kleinfeld, 1975; Dumont, 1972);

— student agenda during lessons are often different from that of the
teacher (Wolcott, 1974: Dumont and Weax, 1976, Dumont, 1972:
Philips, 1572; Beyon, 1934; Hammersley and Turner, 1980Y:

— students need some fexibility in rules of behavior (Erickson and Muohart,
1982; Van MNess, 1981; Macias, 1987: ¥opt, Jordan and Tharp, 1987
Cisborne, 1983, Kieinfeld, 1975);
individual attention, either pusitive or negative s undesirable (Van Ness,
1961; Osborne, 1983; Voge, Jordan and Tharp, 1Y87; Philips, 1972);

- school language and communication siructures should contsin links to
Sludents’ home/communily language and communication  structures
(Philips, 1972; Vogt, Jordan and Tharp, 1987; Hrickson and Mohatt,
1982; Osborme and Bamford, 1987: Sindell, 1974},
students favor group work over individoal work (Philips, 1972; Osboroe
and Francis, 1987; Oshame and Bamford, 1987},

— stodents need to have the cultural assumptions under which the class-
roitm functions claborated (Kleinfeld, 1973; Philips. 1972: Oshome,
19451

— leacher effectiveness is tied w both personal warmth and academic rigar
(Kleinteld, 1975 Dumont, 1972; Osborpe, 1983);

— Studenls respond 10 a more refaxed \eaching/learning pace (Osborne and
Uocembs, 1987, Osborne and Sellars, 1987 Dumont, 1972; Waolcott,
1974; FErickson and Moliait, 1952%:

— the curriculum should be relevant 1o the students’ lives (eborne and
Sellars, 1987 Osborne and Coombs, 1987,

The limilation of fhis scholarship is in its generalizability. With the excep-
ton of & few instances {McDermott, 19587; Opgbu, 1987, Bevon, 1984; Hammers-
ley and Turner, 1980) Osborne’s assertions and literature review focuses on the
small scale Mative American andfor Torres Stradt Islander communiries,

However, studies looking al successful leaching stratepies for particular
groups of students ure emerging (First and Crichlow, 1950; Moll, 1988). Hollins
(1989} supgeses that there are three categorics of response to unpraving mincrity
student performance. In the ficst catepory, there' is an implicit attempl 10 Te-
socialize mnority students into 'mainsiream perception, hehaviors and values'
(p. 13). Approaches in this first catepory subscribe (ooa belief about the univer-
sal mature of learning und deny the need for spedific pedagogies tailoted to
specific cultural groups. Helling identifies the Chicago Mastery Learning

rri




(rloria Ladson-Bilings

Reading Program as an example of an approach in this calepory. The second
category of response includes explicl attempts to resocialize minonty sludents
inle mainstream perceptions, behavivrs and values, Haollins cites A Social Skiils
Curriculum for Inner City Children implemenied in the New Haven, Connectiow
Schoals by James Comer as an example of a Category IT approach, In both
Category | and 11, the emphasis is on teaching students basic skills, Hewever, in
Category 11 there i & recognition of the significance of socic-cultural factors and
g belief in the need 10 eradicate the ‘deleterious” efferts of the students’ home
culture. In Catepory III, Hollins identities approaches which represent ‘con-
scions avoidance of explicit or implicit attempts ar resocialization of the learnes
ot the inculeation of mainstream ways' (p. 17). The widely publicized Weslside
Preparatory School founded and directed by Marva Colling in Chicago is ated as
a Category 111 approach.

First and Crichlow (1989} contend that teachers’ effective involvement with
students, involving students in educationgl decizion making, and making
strategic decisions about what to climinate and inclwde o the curnculum are
gsgential to successful teaching of minonity students. First and Crichlow further
comment that when comparng edective teachers of minority students with
ineffective teachers they found that ineffective teachers, while compassionate,
aften sec their students s victims and in inescapable situations, They treat their
students as incapable of handling academically rigerous material. Effoctive
teachiers, on the other hand, ackoewledge (he state of oppression in which their
students cxist but insist that the students must overcome these negative situa-
ticns and present them with academically challenging tasks on a regular basis.

Moll (1988) has identified several [actors unporiant in the successfol
teaching of Latine students, Teachers in ks study all sought to "make classrooms
highly literate environments in which many language experiences can lake place
and different types of ""literacics” can be practiced’ {p. 456). Each of his teachers
worked under the assumption that cach student was intellectually capable of
mastering rigorous academic work and rejected the notion of teaching specific
skills or a hierarchy of sub-skills. Each teacher emphasized the ‘imporiance of
substance and content in teaching' (p. 467). Thus, these teachers rejectied the
teaching of reading through basal readers. instead opting for trade books rich
with literary meaning and intersst fo the studeats, The teachers included a
diversity of instruction and socal arrangements in the classroom and sct up their
lessons to ensure el sludenis wsed their personal expericnces and cultural
backgrounds to understand the classroom content. Finally; thesc teachers had
conzsiderable sutonomy in the cassroom. Moll’s analysis suggests that the
teachers aftained this autonomy because they were “theoreticlly equipped”
(p. 470). They could articnlate what they did and why they did it They could
also successfully argue about professional issucs with princpals and other
superiors 1o preserve a style of teaching that they feft was sucvessiul with their
studets, And, these tecachers depended on the ‘support of collesgues who
sharcd their approach or onentation to teaching' (p. 470

In looking at tcachers who are successful in teaching black students
{Ladson-Billings, 144%a end 1989b) the evidence supggests that these teachers,
despite their own personal teaching iiosyperasics, approach teaching n a simi-
lar fashion along three important dimensions — their perceptions of themselyes
and others, the way thoy structure classroom social interactions, and their
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perceptions of knowledge. Teaching perfonmmance along these thres dimensions
is important in determining culturally relevant tsaching.

Culturally relevant teachers see teaching as an art as opposed 10 @ science
with prescriptive steps snd techniques to be leamed and demonstrated. Thos,
fior them, leaching i= a creative undertaking:

I did & lot of substituting of things, oo, You know, we dido’t have
heaith books so we did health another wavy ., There was a pericd when we
didn’t have social studics books, so— well, T never pot invalved in whethe:
we hisd the book or not but it was, "What were some of the skills you need
te kearn to function in social sludies?' .. [Spl-5, notes]?

These teachers sec themselves as a part of the communities in which they teach
and ses their role as giving something hack to the commmunity. They believe that
success 15 possible for each student and a part of that success is helping students
make connections hetween themselves and their community, national, cthnic
and global identities. They believe that black students as a cultural group have
special strengths that need o be explored and atilized in the classroom:

.- [Black children] have always complemented my classroom because
they're willing to sxpress themscives [yet] the way that they express
themselves other people think that thev're oul of control, rude and
disrespectful .. [Sp2-3]

Black children bring a sense of cooperiation [to the classroom]. They're
very willing lo help. They're very open-minded ... They're very verhal
o |SpP=2]

.- they're just full of Iife ... eothusiasm. And they're aot afraid to
show their feelings. [5p3-2]

.- 1 think that black children are themsclves, more than any other
type of child. To compare them [with other children], many cther
children ook to see what vou want and then thev do it, where a black
child, at least the ones I've come in contact with, they [sic] look to see
what you want and if they agree with it they'll do it but if they den't,
lhey waste no bones in telling you that they don't agree. [Teachers)
have 1o know that. They're [the children] not being rude — that's the
way they are, [Spd-1]

Culturally relevaint teachers understand that the way social interaction takes
place in the classioom is important (o student success, Cumming' (1986) theore-
tical framework for empowering minority student recognizes that Lthe pedagogy
[or producing empowered studenes must be ‘reciprocal interaction-oriented’ as
uppused W transmission-orented’. Calturally refevant teachers foster classroom
social relations that are 'humanely equitable’ {Wilson, 1972) and extend beyond
the classroom. The teacher demonstrates a cannectedness with all of the st-
dents and encourages each of them to do the same!

[T the classroom] there wasn't a lot of competition. Everybody helped
evervbody (o succeed, They were always willing to sit and teach some-

body else ... [5pl-2]
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... I start off being being a rule model . .. T'set the stage, cxpectations
... WE collectively, what WE are going o do ... WE will, [Sp2-6]

. 1 aperate the class on an extended faomily coneept, I try to treat
them the way they will be treated at home ... (o fove them and
discipline them ... |[Sp3-2]

Culturally relevant teachers believe that knowledge is continuouosly re-
crcated, recycled and shared. They take a critical view of the knowledge amd
content and demonstrate 3 passion aboul what they teach {Torres-Guzman,
19E9). Through the conient, which often is related to students’ lives, they help
students develop the knowledge base or skills, to build a bridge or scaftolling
and often accompany the students across o new and more difficult ideas,
concepls and skills (Ladson-Billings, 198%a).

cowell, [ osbways had the feshing with black children that they were
always under ... we always underestimated what they could do . 1T
[ound that another avenve for them was sometimes something that
didn'l pecessarily have to do with academics. . .. We always had pro-
jects podng ... semething that allowed them to heve an avenue to be
successful ... I've never been =nld that academics wes THE most
imporiant thing in the classroom .. nohodv ever measures what the
children really are capable of doiug, [Spl-1, Z]

Yeslerday, we had a really gond lesson on .. - I'm introducing adjec-
Tivies and T did it with the Halloween words and 1 put ten words on
the board .. . nouwns . .. we'Te gettdor into ooons and aidjeciives and Tor
some of them this is 0 G out of Their reach right now bat T'm the kind
of teacher that I pust throw it al you and sconer or later you're going to
catch on, And =0, they were giving me wards like "had’, ‘good” and 1
said, “Girve me a break! T don’t want to hear anv more bad witch, good
witck, red witch, white witch] Let’s think, [et's come on and think?
And it was really interesting how 2l of & sudden they rezlly got wound

up and they reelly came out with some ., . 1 mean they started using
words like ‘mgxantic”, ‘hoge', and giving me a compound type adjective
like ‘green-faced” bul see, vou gotla press ... there are some teachers

who'll say “Lhats good. Red is good for & devil and green is good for a
witch'. But that's nof what I wanted. T want to keep pushing and
pressing because T koow they have those kinds of things in them. ...
The lesson went on for a long time, T find that wou just can’t put
minutes on good lessons, you'll never get the best out of your students.
[Sp2-3, 4]

Bath the interview and observation data collected thus far support the
nolion that eulfurally relevant teaching is important in improving black student
academic suceess, socipoultural success, and paredl and student satisfaction
{Ladson-Billings, 198%a). Parents of the teachers in the study expressed a sirong
desize for their students! schooling expernisnces (0 equip them academically
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without alienating them from their homes, families and oulture, The interview,
abservational and anccdotal data suggest that culturally relevant teaching helps
migal iess needs,

Despite the research vn culturally relevant pedagogy there is still a huge
nead for further exploratinns in this area. There are a few investigations of how
minonly independent schools are developing specific pedagopics and curricula
for students [CIBS, 198%) but much more must be done. There are fundumental
tuestions concerning teachers' beliefs and interaction stvles thal must be ex-
amined, We must look more closely at the link between what teachers say they
do and the actuality of their instruction #Despite the long history of twacher pre.
paration in the United States there is little in the way of follow-ap and loogi-
tudinal studies that help us understand the ways in which preparation programs
influence the kind of pedagogy we see in the classroom, Researchers must be
willing to challenge the notion of a culturally relevant pedagory with theorcti-
eally sound, well designed studies. They must also be willing to ssk the hard
fquestions like, can you have poml pedagogy for some groups which is not good
for vibers or can you have student academic success and emotional and sockil
well-being without a culturally relevant p:,dagngg.r':"l.anuirﬂs in this field must
mave beyond an intuitive sense of what is the ‘deht” kind of teaching for minor-
ity students to concrele evidence of pedagogy and approaches that work,=
Minonity researchers in this area of study are still gruppling with questions abonut
what constitubes success. Can researchers of culturally relevant pedagogy be
content 1o merely use student standardized test performance as the sole arbiter
of success without asking at what social and psychic costs that success may
come? If we are going to examing teaching, as Shulman sugpgests (19870}, in
terms of conception, cognition and context, we must carefully consider the type
ul pedagogy that is most elfective in the minonty andfor urban school context.

Perhaps most helplul for prospective researchers in this ares would be ways
lo begin to concepiualize the processes hy which we can more systematicaily
examinc and uncover {or perhaps, discount) colturally relevant pedagopy. First,
wi need much more anecdotal and cthnographic evidence of teachers who are
experiencing academic success with urban and minority students. We need the
kind of ‘thick deseription” (Geerte, 1973) that is only gvailable through careful
phservation and documenistion uver tme. Socond, we need to be able o
unravel important variables thal may impact those successes — school level
factors such as administrative leadership and school climate as well as district
lzvel factors such as funding and academic policies, We must carcfully examive
aspects of these tlasstpoms — teacher-student interaction, class size, reacher
knowledge and heliefs, feacher experience, curriculum, elc. — to determine
what spedific factor(s) or combinations of factors are important in producing
these successes, Third, rescarchers need o examine which kinds of successful
practices are truly replicable and which kinds are idinsyncratic so that theoreti-
cians can begin 10 censtruct models of teacker education that better serve the
variety of students that moere and more teachers are likely to meet in the
classrocm, Finally, enguiry along these lines represents a special opportunity 1o
open Up gew forms and ways of conducting research, The recognition thas
continued ‘paradigm wars’ (Gage. 1989 will do little 10 advance the cause of
vducational research is a starting point. However, more important than siriking

T3




Crloria Ladson-Billings

cHupromizes betweon quantitative and qualiatve lines of enguiry and among
competing ideolorical and political interest, research and scholarship around
these issues must provide bold new imitiatives that inform policy makers, pract-
tioners, other rescacchers and the commuimily 4t farge that thers exists o mult-
fude of ways to conceive, constricl wnd solve research problems and dilemmes.
Researchers must be willing to move from the traditional 'cither-or’ posture to a
mort inclusive, diverse, *both-and' one. The research waters continue to be very
murky on these msues, but we necd not wail for a storm (o clear them.

Linking Up with Multicaltural Education

Ihroughout this chaprer I have been making the cage for research enguiry inte
culturally relevant pedagopy o better mesl the educational, socal and culoral
pecds of minority students, Perhaps | could grgue, in 8 tongue-in-check manner,
that the kind of teaching that is currently oocunng in public school classrooms 15
culturally relevant, Hewever, the coliure to which it is relevant — white, male,
middle-class — 15 not the culture of reference for increasing numbcers of stu-
dents, Multicultural education represents an attemnpt to make the cwrmicuium
mirre responsive 0 the educational nesds of all’ students. However, the torm,
itsell, focks olarily, In o review of eighty-nine articles and thirty-cight booics on
the subject, Slecter and Graat (1987) detal five prevailing approaches to multi-
cultural edueation — feaching (he cullurally different, human relations, single
group studies, multicultural education and edocation that s mubticultural and
social reconstructionist. It is this last approach, education that is multiculteral
and social reconstructionist, that is compatible with the notion of culturally
relevant pedagogy. This approach is onc that “prepares young people o take
strcaal action against social structural inequality” (Sleeter and Grant, pp. 434-3).
Suzoka {1984) points out that this approach needs the type of teachinge that will
give students an opportunity to practice demoecratic principles in the classroom.
Unlortunately, the lilerature suggests that schools and classtooms are not parti-
cularly demeocratic institutivns (Engle, IV8E; Mcolaren, 198%9). For minority
students (in predominately minonty schools) the school and classroom (includ-
mg activities such as student government) are likely to be more rigid and
githoritanan (ben tose experenced by middle-cluss white students {Ladson,
1054).

In vriler 1o make muolticeliural education work scheals will have 10 move
beyond altering the curmculum to understanding the significance among the
‘what', “how' apd "why' of instruction, In the black schools where black children
routinely perform at and above grade level there are imP-n-rtant aspects of the
curmcnlum AN the pedagogy that should be considered.” "The curriculum often
stresses cultural affirmation while the leaclung methods draw from the studonts’
cultural strengths; The “teachess are commitied to the students and the students
arc commilied to the teachers” {Rauler, 1989, p, 18}, Bven in those instances
where what teachers are dning looks, “old-faslioned” or ‘traditional’, a decper
sensg of commitment to the students aod the communily 5 what cssentially
drives the teachers to discount educational fads and fashions (Delpat, 1986).
Indeed, the ettective schoolsteaching research indicates that there are a varety
of methadnlogies that can be employved in altempting to reach minority, urban,
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or so-called “at-risk' children {Cuban, 1989 Those methodologies include direct
instiuciion, buttding on the slrengths that students bring with them by making
connections to their real life experiences, and placing students in sitnations
which have mixed ages and mixed abilities (ibid,].

While this chapter has been directed at finding ways to better meet the
ecucaticnal nesds of minosity or urhan students, it is inportant to note tht
public education is pot working particulacly well for a brosd spectrum of stu-
dents. The major reports and blue ribbon commissions® have all indicated that
puslic edusation for most students in the United States is failing to live up to the
kind of standurds and expeclations that parents, stodents, communitics and
emplovers need and want. Thos, while there is 3 eritical need to improve
minority cducation, this effort cannot stand apart from efforts to improve
education for non-minority, seburban and rural students. The need for research
which examines culturally relevant pedagogy is not restricted to minoites. 1t is
also mot restricted o meeting the needs of procticing teachers. The need to
improve presservice teacher education is an important sspece of developing
sound research releted to colturelly relovant leaching, Teacher capdidates are
themselves lucked into their own ‘monocultural’ backgrounds (Grant, 1959
Fuller and Ahler, 1987) and resist enrolling in courses or practicum experiences
that are hkely to cxpose them to multiculiural perspectives or themes {Mahan
and Boyle, 1981} And, according to Santes (1988}, 'the majority of prospective
teachers <o not speak any language but English, do not have numerous rela
Hanships with people of other raes, cultures or 1eligions, and have rarely been
instructed by anything but an Angle-centric curriculum (p. 20).

The strugele to legitimizs alternative and specific pedagogiss 1o meet the
needs of minorty and urban studenls must go hand in hand with the slreggle to
improve the gualty and quantily of multicultural education. Teschers rust
know more aboul the backgrounds and cultures from which their students come
and be prepared o teach them in ways that maximize their chances 1o succesd in
the school, the commuonity, the mation and the world,

Mnteg

L Wark on this chapter was supported in past by an award From the Mational Academy
of BEducation's 1988-8% Spencer Post-Diocioral Felwwship Program. The contents of
this chapler do not necessarily reflect the views or policies of e National Acadeny of
Education or the Spencer Foundation,

& The firat wave of educational refoam was sparked by the Commission on Pxcellence in
Education®s Maton At Risk report that called for an vverhaul of the nation's pubdic
scheol systems, The second wave of reform was ushered in by the Holmes Crrop and
Camegie repots which focused oa refotms in teaching and teacher education.

4 These nostions represent codes from inlerview data fom my vrgeng Spencer funded
study on teachers who are successful in the teaching of black swdents.

4 Exampies such as A Phillip Randolph Campas HMigh School in New York City,
Harriet Tobman Elementary School in Newark, NI, Ckland Tech’s. Paidein Pro-
gram, in Chakland, 24, and independent hinck schools such as Westside Preparatory
i 'Z‘J}ic.ag-:-. IL., Bethal Christian Sehenl in Baltimore, MDD, Rocts Altemative Lenm-
ing Center in Washington DU and the vy Leal Schools in P'hilasielphin. PA. each
represent the kind of curriculum and pedagogion]l excellence referrad to here.

3 This includes A Nawan At Bisk, The Holines Groop Report and ‘The Carnegic Report
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Toward a Critical Race Theory
of Education

GLORIA LADSON-BILLINGSE AN
WILLIAM F. TATE LV

Lecroersiny of Wercorsin

fidr wrfele el Shad denaide fie seibemee of veo e TR, socety, o eoe af schpfinly
tregrerry, o rEm s wwlmorized. The artivde R e w oTefered sk feereiical Il}lr."||':l.|'|.!|":-r i
el aividion wrgdagnny fe gl o endisel e Dy 4y |'.-!-_--|.' icfelarataf by devefofamr three
perainsidaonas (1 |orave coniimuer to e JI|;.II.!|'-|.'.'|.I|.' di Pk Tireide! Slates=f 20 [N sty 25 Bared
o Broferty mphis rather than howen skt and S35 e ntersectiom of e ared ety o
e an mnadvineal daaf ,"'-lr' ||Ii."!'.-'.ll.l'.'.'.'.'||'|.l|;1_r (UESTIA b armbicle eomclaaes paldh o doah af Hhe

Emobadtomis of e curmered widel f el e Jopmrdigm,

The foresertadion. of tradlh in pew formy frovoles rosselanen, monfou wding e
commited I arcefiled wmeasuces o delermieneng e quality and palldity of
i o coteti ks resehed, ondd merkinge & d3fioede for fhem fo

rerfmedl vl palfudee sokel O arsebtalis

L LT AR R

—Derrick Bell, Save ol the Rotiom of te Well

T am wof included within the pobe of dhis phimou o wrsary! Your figh inde-
peridence andy revends the imeeasuvable distance betioeen s, T he MiesiingT an
whinde yow this dy, yefoice, ane not enfoyed it commen. The ek inferitence of
rextiee, filimty, provierity aed fodeprndense beqeenthed by vour falhers, wol hy
e

—Erederick Douglos, My Bondage eod My Freedom

In 19891 zacial activist and sdocadon critic [oenathan Bozol delineaied the
great incouitics that exise beiween theschooling expericnoes of white mid-
dieclass students and those of poor Afmican-American and Latno atudenis.
And, while Kowxal's graplic descriptions may prompt some Lo question how
it is possibbe that we adlow these “snage inequalities.” this avticle suggesss
that these mequilities ice i logical and predictable result of o meialized
sacieny in which discussiong of sice anil raciem continue voebe muted ard
marginalized.!
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5 Trackeny Coflrpr Kecord

Fev this arricle we aoiempl e theorize race aod wse it ad an analvtic pool
for understanding scheol ineguite” We begin with @ el ol peoposilicns
aboul race and propery and thelr lneesectons, Wee sitiaie owe discussion
i an explicatioen of crtical mee theore amed attemp e move beyond the
hovncanes of the educational resgarch literature to include arguments
and new perspoctives from law and the secial scicnces. T doing 5o, we
acknowledge and are indeboed fo a mumber of scliclios whose wock crisses
discipliivary boundariza.” We conclude by exploriog the tensions beween
ol copcepiualization ol & cotical e theooy o edacaton and the edoce-
vional reform movement idendficd s multoahral educaon.

UNDERSTANDIENG RAGE ANMD PROPERTY

Our discussion of social meguiny o geoecl; aod school megquityin perticn
bar, as brascd on three contmal propasioons!

| By comnomaes we he sigrihcant factor in degermiming ||||-'r|||il,'. in
the Unilies] States,

2. LS soaeiy s based oo property oghis,

= [ rmlersection of rmace sl PrOpErty Ereaies an :|r|:'|I:.I'i|: fewdil
thromgh whick we ¢can nnderstand social (and, rnn:..;:|;||_:_.;-:-|r|3.I
=hioisl ) i|||_'-|:||111':.'_

[n this seciion we expand o these propesitivr and provide supporiog
“meta-propositions” o make clear our line of reasoning and relevan appli-
cation o educational o school settkings,

BALE AL FAUGTOR IN INEGULTY

Uhe first proposition—that mace continues @0 he a sipnificant factor 6
determining inequity in the United Smawee—is:casily docuwmented in the sie-
tisrical and demographic data Hacker's look at educadonal and Life
chances snch as high school dropor races, suspenslon rawes, and ncarcer s
tion rates echoes earlier statistocs of the Children’s Defense Fund” He-
ever, i what we now call the postmodern crp, some scholavs question (e
pEefulness of race a5 o categoty

Chni and Winant argue thar popular noadoms of vace as eithee an sleolog
ical comstroct o an ohjecive condlinon have epeemaltogeal hmitacons,”
|1||||l:|||;,:g| ol Fee sbeni II:. A% l|l|:|:-|4|;;__:i4':=lt constrmct denies [he rr-illilj.' it
ractabized sociery and V8 ot om “rced” people me their evervday lves
Chry Lhver eatbies Draaard, Uik of paceesolely @5 an 1|I|ir-|'|il.-|:-' romdition denies

the |||'-;|||'u!|1'.:i|i-! sispaeeds OF oe—hdiw i we e iele wha fits imio which




Criticald Race Theoe

vacial classfestions? Himw do owe siegoriee meas]l mexiores? Indeed, the
worll ol I||n|-:|:.§__1_.' s Boeenel thee comeept oF mace soetiad v weseless, Caeneiiers
Civanll-Slorem sosects ot “homae papalations e sometimes ko uy
clhmic goonps: o Craces, oo They are hard tes clefime inow oway that s boih
vigorous and usetil heeause ommn Beings prooaps themseloes inow bewaldes
trge arcay OF seis; some of them o rlappang, all oif them oo state of fhax”
Monetheless, even when the concept of mace fails (o "make sense,” wi
COmEITIEe 10 r-:ur:-lm- 11 '1"-"""""'”"'-: e okl Lavreare Tond Morrison

RBace has booom :I'iI'L".iJ|.l]Jl:l::Il..I.|—.I winy ol refen illl," L 2l lli'r.'.llui-iu;\.:'
[Groes, evienls, ©lasses, anmd Ca kg al saictal desay dnd evomormie
ihiviaan Gy mncee Heeeakening b the by ;-::-Iilil thizn ||:|a-|||5;:'i-:'::! “race”
EVET Wals.

E'.:I-.JJ-:'ll:’-n--:‘l_r I\.I.'jl'!. econdrineally unsomned, SIS aned s lens it
cal s b e lec oo -:':'.:|||:-ui;._1||.'-. vk 1% as healihy Loy s 28 s ol
g e |"||||5-_:I|I|.'|'|:|r||':l.'. I seems-that s has g wley Bir heyand econ
iy, Desvrsriel e e ueslering il classes Trrem one ancibeer, and has
assprnedd a |114'r:||1|‘||:-r1-.':|| life &0 4 |'|IT|||||"'-'r'E:| Fmbedded tn o daily dis
course Lhal e ||-e'|h:-.lr.151 e mescessary and mare on ||i~.|1|.|l. thitn

ever before?

I]-:"-cl::-ill' thie= r:-rr:-ll!..".rl.llir radire ol race, we otber as a2 firse |1:r-r:-|-|||'-:|§|r:--'|'.i-"|r|
ik 1sie e, mnbike gwu-rlrlr angl rlass, rematne untheorzged,” Chver the past feawr
decardes theor ecical and r']'|1'\.|r'r|||||r'||_i-n'.|| considerations Ol J;_r‘|_=r||:||'-|' leave piroe-
literited.”™ Though the field continnes to strogele for legitimacy in aca-
demde, interest in and publications abour feminist theones abound, A the
same tirme, Margist and Meo-Marlet formulations about class continue o
merit consideration as theordiical models for understanding social
inequiity.” We mecognire the mportance of both gender and class-bascd
analvses while at the same dme pointng to thelr shortcomings vis-&-vis race.
Rocdiger polnis out that “the main body of writing b White Marsdsts o the
Urnired Spares Ty both "nanralieed” whieness and oocesiimplified roee ™

Ol andd Wi bave docee sepnificant work m |'-||:n.'|||||||_l| a s aoloeial
e prlasation b mce i the [l States. The avgue o the paradigms ot
ratce have been contlared wath nottons of ethnioury, olass, and mation
baesizinge:

tlhieares of rce—aof s meandng, s transdormatons, e sgpnificance
ol racial even—have gever been awop poocity i social scienee: o
the VLS, alihugh ihe "Tounding fathers” of American sociolog

W i.“:n.!l':ll:'llh.' concered withy the state of domestic e relations,

rachitl theory remained one ol the least des -"I-"uinr-rl Fielrls ot ~.||-"':|.-|4|gi-:'.;ﬂ

i-r:-r|_||i|'|, 1
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Foo mount a viable chathenge o e domimant paradipm of ethuiciw (e,
we are all ethude and, consequently, must assimilaze and rise sockally the
SR Way |'_'|.|.||rp-c:'.||| Armerumng ave ), Chni and Wintonr offer a ractal Toa
(NEERFLE | ||Il'l:.ll:l-' 1 hzii rI|r-:.' detime as “rhe snciahlsterical pradess by which
racinl rategories are created, inhabited, ransformed aned tlestrened. |
] ke i process. of histerically situated prageeis i which burman bodies and
socitl strndtires are represented and organiznl.” Furtler, they link “racial
locinatian iy the evolution of hegemoeny, the wiy o which socsery 15 orga-
tizedd andd ruled.” Their analvsis suggcss that *
soctal strpctore and colooral representation, ™

Face 150 mmnantler of boih

By arpuing that race remaing untheorized, we pre not sugpesting that
ofher schoelars have oot locked ceefully ar race 353 powerful ool Tos
explaining soctal inequi, bot that the intellectual salicnce of this theorke-
ing has oot been systematically emploved in the analysis of sducational
IJ'I-:'-:.I'uh:iH. Thinzs, ke Omi and Winanc we are all tapling B amcover or
decipher the socialstrucoural and cultnral significanes of mace in edica-
ton. Chur work owes an intellecoual debr o bothe Carter G Worndson and
W E_ B 3 Bass, whao, ali howph marpinalized by thve s e academic
ComiLny, used roce as a theoretical bens for asscssing soenal megquaty,

Buath Wondzon and Dy Bois presented cogent arguments for considering
race s He cenitral consiruct Tor LIJI||.|."I:.-l'.|||-.J|||-|_; |r|l.'-::|'.:|:'.l|l:'|'. In manvy Wavs
onur wark #oan aremon oo build oo the Toandation lad |1_'! these scholars. ™
Brietly, Wonddsan, as for back as [O16. began o éstabilish the legitimacy of
rade Lundd, in parricalar, African Amevicans) as r:||||_i1-'-r:1 of scholbarly
trvepuiry.” As founder of the Association Ffor the Sty of Megre Life and
Fhstory and editor of 113 Jeivrmal of "-.'rl_rr..- Hottvry, Windson revalutonized
the thinking abdut Advican Amcricans froan thal of patholopgy and inferior-
ey o a multitesiured analvsls of the unapuieneks ot Abdcan Americans and
thedr sitvmion i the Unived Sttes, His most notable poblicstion, The Mis-
educalioy of the Negvo, idendlied e school™s role in siructuring incguality
amnid |'|.r'!-11r||i'l.-:||:..-:_|;‘- Adricai-Arerlcan siademnis:

The same educatiomal oo which inspires and sdmulaves the
oppressor with the theaglie thay he 15 évervthing and has adcmn-
plishiil |:-.'|.'."rl|||||.!-l1 wiiithwlile, tlepresses ancd croshes ac the same e
e spark of genins in the Negro by making hin feel thad bus vee does
mat anteuni S omuech and never will measuie up thie summmclards - of
Gl lier pretopales

e Bers, perhapsd berer known dmony muunsiresam scholars, proloundly
impacie] the thinking of many identfed as “mbee” b mminyg o “douable
vonscioamness felt by African Americans., |5'.|.|.|.l|.-:J||:|_1:I1 fe 1 Pesis, the
Alncan American “ever feels his two-ness—an American, & Negro; two
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aoruls, ol thowghits, o snreconciled sorivings™" In s corrent g rapliy of
D Boid, Lowis devatls thefintellecml impact of this concepe:

It was o revelutlonary concepe. I was not jost revolationany, the con-
cept of the divided sell was profoundlye mystical, for Do Bois invested
this double conscinusness with a capacite w see incomparabdy further
and deeper. The African-American—scventh son efter the Fgyplian
and [ndian, the Greek and Roman, the Tewton and Mongoliemn-—pos
sessedd e gifl ol “second sight in this American world, ™ an iniwitive
Baculty (prelegieal, s sensel enabling himher o see and say thimgs
abwmil Ameriean society thet possessed a heightened moral validiny
Because he dwelt equally in the mind and heart of his oppressor as in
bus own besel peyche, the Alvdcan Amcrican emboacoed a vision of e
carmEnonweal at s hese®

As i prophetic foreshadowing of the centraliey of rece i 1.5, sociew. Do
Bais reminded ws thar “the problem of the meeniieth centom is the prob-
lem of the color hoe, "

The second meta-proposinoi that we use fosuppon the proposition thal
race continnes o be sigmhcant in explaining imequity in the Unived Stares
is that clas- and gender-based explanations are nor powerful coough 1o
explan all of the difference [or variance) in scheol expericntce and perfor
mance. Althoogh boch class and gender can and do inersect nice, s
stattl=slone wariables they do not explain all of the educoional aehisee
meni tilerences apparent beoween whites and students of color, Indesd,
Hhere us somme evidence (o suggest that eves when we hold constam Tor
class, middie-rlass Africon-American studens do oo achieve @0 the soune
level as thesr white counierpares.®™ Although Ookes reporis that " acs
demic tracking, ... poor and moooney stodents are most kely oo be
placed at the lowest levels of the school’s somng sestem,™ we are less
clear as 1o which factor—race or class—is causal, Perhaps the larger guies-
tion of the smpact of mee on social class is the more relevant one. Space
limitations do ot permit us o examine that question.

Issues of gender bias also figure in inequizable selooling ™ Females
receive less atcention from wachers, are counseled pway from or out of
advanced mathematics and science courses, and alihourh they receive
beteer prades than their male connterparts, their grsdes oo et franslaie
g advantages in college admission and/or the work place

But examination of class and gender, mken alooe or topether, do noi
account for the extracrdinaily bigh rates of school dropout. suspession,
explusion, and Gadure amoeng Afncan-American and Ladno males,® [y
the case of suspension, Majoes and Billson argue that many African-
American males arcosuspoendes] or expelled from school for what thesy

"
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termed “non-conmet violations"—wearing banned items of clothing such
s hewes-and jackets, or wearing these lemsin an “unauthorized” mannet
stch sin backwards or inside our™

The pamnt we strive (0 make with this meta-proposition is iol that class
and gender are insignificant, o rather, as Westsuggests, that “raco mai-
vers,” and, as Smith insists, “hlacknes maness in more detaibed savs:"™

THE PREOPERTY [SSUE

Our second proposition, that U5, sodiety is based on property rights, is
best explicated by examining legal scholarship and interprecagons of
rights. To develop this proposition it bs impornt wsituace it in the con
tesit of eritical race theory, Momaghan repors that “critical race legal
whalarship developed in the 19704 in pan becanse minority scholars
thomght they were being overlooked in critic al legal studies, a betrers
known mevemene that exumines the way aw encodes cultural norms.™"
Howeser, Delgado argues that despite the diversity contained within the
critical rce movement, there are some shared featnres:

an assumption that aeim 8 not a series of dsolaed acis, b s
endemic in American life, decply ingrained legally, culturaly, and
even psyvehologically;

a call for o reimterpretatian of civil-nghss Iaw “in light of tes inefleci
ality, showing thit Byws to resiéady racial injustces are often under
imined before they can fulfill their promise™

a challenge to the “wraditional cliims of legal neutrafie. objectivity,
rolor-blindness, and meritocracy as camoullages Toe the scli-interest
oo dlovimnaiie Qroips In American societ’

an bndistence on subjectivity and the reformulation of legal doctrine
o reflect the perspectives of hose who have experienced: and been
vienmmized by racem fesbiand

i wse af stories ar fiesn SR TR EERTERY L

Tnn oiie analveis we add another aspect wo thiz eritical parsdigm that dis
entamgles demoeracy and capitabism, Many dscissions of democracy con-
flate it with capitslsm despite the Face that 1 is possible @ have & demo-
cratic government wilth an economic svstem other thun cipitahism. Dis-
enssing the two adeologics as it they were one musks the pernicions
ettects of capatalisin on those whi are relegated o s lowest ranks. Tradi-
tiomal ol vights approaches oo sobing mequality have depended on the
“rightness” of deminracy while ignoring the structural mequality of capi-
talism " However, demacracy in the DS conpext was built an capataliam,
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In the early years of the republic anly capitalises enjoyed the franchise,
Two hundred vears lacer whes civil caghies lesuders of the 19530 and 19605
baile their pleas for sowaal Justicoe on an appeal to the civil and humsan
rights. they were ignoring the face that the society was based on ety
ragfits® An exmmple trom the 16005 undescores the cencrality of property
in the Americas from the beginning of European setlemen:

When the Pilgrims came 1w New England they too were coming nit
b vacant fand bur to werritory inhabited by eihes of Tedians, The
governor of the Massachusets Bay Colony, John Winthrop, created
the cxouse o ke Tidin Baod by declrma the area legally & “vac-
uiier” Tl Ineclians, he sard, bhad not “subdued” the land, and there-
foire had only a “natorad™ vighi moobe, bee mot a “civdl fghe” A “naoaral
pight”™ dlied sen have legal sanchng ™

Bell examined the evenes leading up 1o the Constituzion’s develop-
et anil concinded thae there exists a tension betwcen propecty cighis
arvcd human cighis™ This tension was preatly exacerbared by the _|:|J'|_‘-5.1:.|:|.r_-|.:
of Altican peoples as shves m Amenca. The purpose of the government
wag i protect the man ohject of socieg—properey, The- slave: stamag of
st Alrican Aamericans {as well as women and childreen) cesiled in
their being objecdiied as property. And, & governmient construgted o
protece the rights of property owners lacked rthe incentive fo secure
humsan righis for the Afrcan American.™

Mocording o Bell "the edne ELET mtlivicdlusl mghts, unconneceed o
property rights, was otally Tocetgn o these men of prapecty; il thos,
despite two decades of civil dghts gains, most Blacks remain dlsulcin
taged and deprived because of their vaoe"™

The grand narrative of T8, history s replete with iensions and serogeles
ovel properiy—in its vacious formes, From the removal of Indians {and
Litier Japanese Amencans) Brom the T, w0 military conguest of the Mexi-
canid, o the constrocton of Afrirsiis j= properey, ™ the ability 1o define,
posarss, ancd v prrcrEr Ly lias bieen o central featore of PeveET 1N America.
Wi do not swggest that cter natons have not fought over and defined
themsehes by property and laindownership. ™ However, the contradictinn
i @ rethied svbolic ndividoal justaposed whe the sealing of "real esgae”
rgas that emphass on the centralin of propermy can be disguised, Thos,
wer talk abowe the importance of the individual, individual vighes, and civil
righis while secial benefitss accme [argels 1o properry awiiers. Y

Property relaces fo education in explicivand implicit wavs. Recurring
ilisrngsions about property tax relief indicate that mare affluest commu-
nies (which have higher properiyy values, hence higher tax assessmenis)
vesent paaving for s public school sestem whose clientele is larpely non-
white: amd pooe In the simplest of equations, those with “berter” prop-
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ety are entitled 1o "herter” schools, Kool 1llastraies che disparities:
“-‘h-u.-l':l.gr rﬁ:l-:|u-u|:!11|||¢'x per EI:-I]'II| im the c'inr!.' faf Mew York in 1987 were
woaniee K5 300, T 1he Il.:gln-"g.l .-:||1-r|||.5|:|'|g subaarhs ol New Yook (Great MNeck
or Muphassel, for example, on Long lsland? funding levels rose above
A1T,0008, wich rhe highest discricts In the stage at-§15,000.7°

Bt the property differences manifest themselves in other ways, For
example, curmiculom represents a-form of "intellectual property.”® The
guality and guantity of the curmriculum varies with the “property values™
of the. school, The wse of a eritical race ston® appropraiely represents
thiis rorliosn

The teenage sou ol ome of the authors of this article was prepanng
Wi atrened high schoel, A friend bad o voungseer of smilar age whio
alsoowas prepanng o enter high school, The bovs excitedly poured
ewer course offerings in their respective schools” catalogues, Caie
oy was planning on arending school i an upper-middle-class white
community. The ather would be aoending school a0 an wiban,
].‘l]‘:.':i".'-' Adrican-American disrrict. The dillerence hemwesn the LR S
offerings as specificd in tie catalogues was siriking. The boy atend-
||'|:;_‘,; e 'r'-']lill.'. ikl lass sebon] hiad Tos chodee of THGLERY I'-:||'v|-|g||
lnngunages—Spanish, Fremeh, German, Latin, Greek, Dalan, Ohi-
nese, and Japanese. His mathematics offerings included algebra,
TECTIELTY, l|'5.|_.::'-:.lll-=l£ur|l'p'. l.'.iil.'l.lll.'.h. EERLE LR ML vl srcatly, .J.I|I|. |:-||.'h|'
iresd moath. The soicnce 1|1.'|_‘:lu:||||.||::|'|| at hils seho] offered ||1-:||-:|E__|n..
chemistey, phviies, gealoey, science i saciety, blochemisery, and
gienetal sclence, The other bov's corviculum choces were not nearly
s birvaad, His |'|:-rr|gjl |.||||g||.|.Hr chotces were .‘:ip'¢1r|_i5|| and French
His mrathienvalios chiees wiere peneral math, husiness math, and
tigelra [There were no geametny ar ing clagses offered]. His science
el ces wie te gc:lll.::'::] sraence, e sotenee, l;-il:-llu;:r. Al |_|-h1_.-:.'i_r_:u| €)=
crci, The differaiices in eled e weiie sven minre e r:-r'n-:'n'.:ln-'.'i."-clI 1.'|=I1|1
the afflient wchoan) -:|:|"|'r'1'|1|!__rl courses siuch as Film as Liseramire, Asian
Stuilies, computer programming, and joumalism. Yery few elective
courses wers affersd ar the Adrican-American schoaol, which had no
biind, prchestra, or school newspaper.,

Fhe availability of "rich”™ {or enriched ) intelleciual propeety delimis
what i now called "opportuniny to learn™ —the presumprien thi slong
wilh providing cducational "standards™
b’.l'll'.l'l-'l ..'I.||I:|. ]JL a..ll'll pE |.|.|.:l ||'H.'|' s ]I v ||'il:' rr|.|.I|:'||.|| resourees that !ﬂ:l'l'_l-
port thelr learning. Thus, inelleciual propesty must be undergirded by
"real” property, that is, selence babs, computess and other stte-ofe
L.;‘:-;:|'|||_|_-.|||:|:-;L|_-_-._ dppronI aately cerafied and JH I.-'EJ:I:IHI teaehers, O course,

theat denal what students shoald
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Kozol demonsrated that schoals thar seoe preacan sticckesnits of crdor are
'.]:I'I|:I]'!.l."E!|' o have access o thede fesoilicis '.|||||.. -:'-'11|Hr'-:1|1t'rll Iy, sneleniis 'n-i”
have little or na l\..l:"'.llﬂll'lullil'l-' b lewin ||.rx||i||:' Llae allemipl to miandate
educaticnal sueandards.

CREITICAL RACE THEOQRY aAanND ERLUICATION

With this notien of [PE ey ||g|‘|.::1 T |Ir'IE'|||i|||_|r Feinire it the .1.:_11_'5:_*11..'_ we
FJ-..II.!L‘:-e'd tos dleseribae he LU L thi ihe bestures of crtical race Ll:_r_'n,_nr\_n' M-
toned in the previods section can be applied w our understanding of
edlicalioial i|||:-:i;.:|:|w

Reacism as Endewic and Deeply Ingrained in American Lifi

W ractsm were mervely isolated, uncelated, mdividual scis, we would expect
o see al leasc a fow -‘K.li'l:lph’.". ol cducational excellence and ety
"!'l|.’|t‘||ll"-' in the nadon’s |rII'|'l]'.l.' sobuseods. Disteacd, thiose |1|;.|-:'|."\. wiliers African
Americans do CH PR NDE cilucational suceess tend o be oosice of e
':.ll.llb]il:: schends* While dome ||||j;||l argue that poor children, regardlesy of
race, da worse e school, and that the 'I'rig'll |'||'-:'|p|_'||'|,iq;||,| af Afvican-Aaneri-
L faeiil conirtbies o thieir dismal sehon pertonmange, we argue thar
thie cavse ol theis parverty in conjunction with che condition of theis
s loeals s sebusoling is instieatonad wondd siructural racism, Thus, when we
:1.|M-'.|k of sucism we refer o Wellman's defimicion of “enlmrally sancrioned
belicts which, regirdless G the intentions involved, defend the advanges
Whires have becanse of the sabordinies |H|x:'.i-e|:|'m of raeial mincrities.”
W imust therefore conend with the “problem facing White people [of
LIJI'IJ:II:IE.I o grepsowitly the demads made by Blacks and Whites while ai the
sacng lime awidmg the possihiline of insticutional change and reorzaniza-

tion that might affecr them”

A Resvlerferebation of Taefferitoe Cival Righes 1o

In the case of education, the civil dghts decision that best exenplifies our
position 15 the landmark Brows v, Beard of Educalion of Tupeka, Konas,
While having the wimost respect fov the work of Thurgood Marshall aad
the Mational Associatien for the Advancement ol Colored People

(MAACE) legal defense team b avguing the Braen decision, with fort
vears of hindsight we recognlee some sevious shortcimemgs e g simategry.
Foday, studene of color are more scgregated than ever bafoee, ™ Alhoough
Alncan Americans represent 18 percent of the national popalation, they
are the |11'.Ei|:'|rir'.-' i twentyv-nme of the nventeren I_.:|_|'n|;'ar, turban scliool dis-
trices Instead of providing more and bewer educational opportanities,
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schosl descpreganon has meant mereased white Mighe along with 3 fess of
Afvhian-Aanerican weaching and admanisiatve positions,”™ In explaining
the debsle-veze swerck ol el cighees Tegislation, Crenshaw acguced cha:

thie civil j_-|_|r|'||_5 EURT T Y muss come 1 terms with the fact ehoat
anddiscriminacan disconrss s fnndamentalby o ambagaons s can
accomitodate Conserviative aswell as lbecal views of race and egoalite
Theis dilemima sugaess that the civl pights constituency canmot attoed
o saew dntidiscsuninatlon docriine asa permanent pronouncement of
socie s eommbtent i cnding raciad subordinaooen, Rather, antidis-
Crimthinanen low represcits an sngosing ideaicmenl strupole in which
accasienal winmers. harness the moral, coercive, consensual power of
law. Nonetheleas, the victorices it offers can be cphemeral and the asks
ol emgmgemnen b aubstanoal ™

Adi epatrnpile i Ll virslian's fruriaat sheoknr the ambdiguiny of civil sights legisii-
Haamn s dlemaeiiirared i oa Bighe selicas] dlisteien b Moothern California ™ Ol
the fHive I”Fh schisls o the dhagin 1, ad Wi lfactanedd din & ]|1r:|-:.u:||.i|:'.:.1:|:|1.|l.'
Viriean-Amierican ecomomnntiy. . Ui enlieds whtie stoodenis to aitend chil
schoal, the district funded o nimber af nducements inclading free canpiog
el '\.l:iin!:' Erips, While the tripas wers v lzihbe bed il el Ehe stadenis. Ihl':.-
wore attended Largely by the white studens, who already ownesd the expen
aive camping aind skiing equipment. However, these inducements wer'e not
crougl o contmuonsly amdact whine studens. As eonrollment began to fall,
thee distnict deculed o close aschool. Mot sarprisingly, the school in the
Advican-fanerican community was closed and all of e soedens isd oo be
darnd eomniae b Be) Based oo the Soor white schools in the disiricr

Lobroiey and Srafev's eamination of Bulfalae's "madel” desegregation
program cevealid thae Alvicar-Amencan and Lating soudonds conlinded 6o
b prowrly served by the sehool svsiem. The academic Achlevement of
Alvican-Munerican and Latino students failed to improve while their suspen
sion, expulsion, and dropout rates continued g0 rise, On the other hand,
the dedegreganon plan poovided special mopgnet programs and extended
clay cave o wlinely whives were able o ake advanage. What, theas, oade
Buffalo o model sehool desegregation program? In shorm, the benefas that
veliibes des e Domeschoeol descgregation and their secming suppor ol the
clisdiict’s dl:':ll.'HIL'Hlil:l.:ll.'\llL |.-|.|.=.u||..-.|||."" s a madel |‘||’.':~|.'|;.|l.":2"_.1.ll.ul'| progrm
becomes delined a0 one that cosures (b whites are happy {ancd doy oo
leave the system aliogether) regandless of wheiber Afnean-dnercan ancd
other stodents of oolor achisve or remstin.

|':|':-r.'|'lf.-.-l-':'|;:' s |.-||' endnaildy, Gl .'.'.l.;i‘_1. Ealardiliaeiness, ol % r.-':l1'l'.'l-'rr.'r_','

LA

A& thems of “naming one's own repliey” or “volce” is enirenched in the
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wolk o coitcal mee theonsis, Many critical e theomnses arpwe thir che
[osion anacd sulsbaace of m.llul:ll'-i’lnp are cloesEly conpected.™ These schioliars
pst parables, chromicles, stories, connrerstories, poetry, fcdon, and revi-
sicmmist hastories te illustrate the false necessity and irony of much of cur-
rent civil nghts docimme. Delado samoests tha chere arear bepst three rea-
sams For noming one's own vealiog o begal discourse)

I, Moch of reafity is socially consrucoed.

2. Hwries providde membaces of oongeonps a0 eelnele Tor psychic seli-
[rr et

3. The exchange ol dories Trom deller e lgiener con belp overcome

cthnocentrsm arml the dvsconscions comviction ol viewing the world

o way.”

Tl first rensorn foar i one’s awe realine is fo demonsirste how
prdineal amd oal andlvsis s comdueted i legal scholaship,. Many main-
According
to Willeerns, “theorenical tegal nnderstanding™ s characterized, in Anglo-
Ametican jurisprodence, by the acceprnee of wanscendenl, acontestual,
universal legat truths or procedures.™ For inslance, some begal scholars
might coniend that the wore of frand has alwdys exisced and o icis 4 com-
penent belonging ro the onivereal sveeme of vight and weong: This view
tenely w0 discount anyvthing chat is noniranscendent Chistorical), or contex-
tual (eocially constructed), or nonuniversal (specific] with the wnschobarky
labeels of “emotional,” "literary,” "personal,” or “False”

In contsast, crigcal vace theorise argoe thr politsal and moval analviis

shitesin legnl seliobos embrice universalism over pardculariie ™

is situaricnal—"uuchs only exist fon dhis peasonio s predicameni an (his
ome in histom.™ For the ontcal race theoris, socil seality i3 construcisd
By the Formularon and the exchange of stories abat oulividual st
tiomns.® These spories serve as interpretive soucmres by which we impioce
osrder an expeerience and i on os”

Aosecand reascn for the naming-one’ scwn-reality therme ol critcal race
theory s the psychic preservation ol marginalized groups,. A Facior con-
tribating o the demoralization of marginaliced groups. i self-condemaa-
ton.™ Members: of minori groups inermalize the stereotvpde isges i
certain elements of society have conpstrwcted o order 1o o mainian thei
power.® Histoncally, stoovielling s been o Kind of mediones 1o heal the
woninds ol frtin caused by raceal orppprzssien, e sy ol one’s conditiom
leads w o the réalization ol how one came W by appressed and sobjopsibed
and allaws one o stop inficting meneal viclence on oneself,

Fivally, teinung une's own realiy with stomes can alfect the R rEssiar
Mlioan l:||:||:|u"=mi|:-|| does oL seeim ke oppression 10 the perpetrseor ™ el

;..;‘u-.!.l By el the dlismaisn graup fieslities |bs [HIWER with srnriss—sinck

L=




bR

Feachers College Record

cxplanations—ihar consuruct reallty i oways o marneam their privilege.™
I'hwa, oppressios ls rationalieed, ceusing linle selbexsmination by the
oppressor. Sieries by people of color can catalvee the necessary cognitive
conflict to jar dyseonscious rucism,

The “vowe™ campuneni of critical tace theory provides & way 06 CoTmmn-
nrcate the experience and realities of the oppressed, a st siep an the
rivacd g0 jusiice, As we attempd to make linkages berween crivcal cace theory
andl eglucarion, we L'-.-mrud that the volce of people of color i recquired for
u complete analysis of the educaconal sysiem. Belpie argues that one of the
tragedies of sducaoon is the way i which the di t|||-.J7I.I.t' of people of color
has been silenced. An example from her conversation wicth an African-
American graduste siodent lestrates this poing

here comes 5 omoment in every class when we have oo discuss “The
Bluck Issue” uned what's appropriate education for Black ehildien, I el
vou, I'm mireeed of arguing with those White people, beoause they won't
lsters. Well, Iedon’t knosw iF théy really don’c listen or if they just don’t
beheve you, It seems like it pou can’t quote Vegowsky or something,
Hhere Yo i | Jiave any viliediey iy ul:.r_-:-tl-l. about vour own Rids Aug.'w.h.
I"m mot hatherng with it anymore, now U'm just inoitfor o grade ™

X ;.._rl'r-wirl|.-'. number of cdocation scholars of color are |'ui:<1:|:|;.g_' critical lies
tinns aboui the Wk thar res¢airch a 1.!l.'u:.:.: cotiducual in communites of
cirlar® Thins, withoot suthentc voices of people of ailor (o teachers, par-
enitle, administragos, students, and COMIMunity inssiratedy ) ol as cloubifal that
v e s o know anything useful about edocation in ther commumites,

ITHE [INTERSECTION OF BACE AND PROPERTY

1n the i'.l:'L'"l-i‘i:lH.‘- secticiind ol this article we argied than race 15 still a signifi-
cant factor in deteimiieg iedquily in the Unifed Sgates and that the soci-
cry is based ool property sighissather (e on hwman vighes, Inothis section
wie disciss the e rsceton of e aod Property as ceEntral construct in
understanding a critical race theorcueal approach (o educieion

Harris Argues that "skavery linked the FII'.'-:IJl.-'ﬂi‘ ol Whites o the o hordi-
nation of Blacks I|1.r'l}LIH|'l a Eli'#d] |l.'|.:imL' hua :|I|:-e'|1'|i:|'!1:|{ the cionversien of
Blacks inte ohjecw of property. Similacly, the seidement and seizure of
Marive American land FlUppo teed Wit |II'i'I.'“1""j_I|I.- ||1|'v:||:|r:|‘| & sysiem of prop-
erey righes in fand b owhich the "sece” of the Mative Americans rendered
thucie s |_'-u:=:l:'wj-.:-|.'| ::-th tniastble and nstitied conguaest.” Bul, more -
s ard long hsting then the victimizastdon of people of coloe bs the
comairuction of whitenes as the wliimae property, “Possession—itie act
necessary b bay the luisis Tor rghis i prgperid—swas defined to include

only the cultwreal prrint tices of Whites, This definition laid the [eundarion
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for the idea thar whiteness—thmn which Whites alone possess—is valuable
and is property, "™

Because of space constraines, i i nor possible w fubly e cphicate Harmis's
thorough analysis of whitcness as property. However, 00 s impartan) o
delincate what she erms the "property fanctions of whiteness;” which
include: (17 rightsof dispositong (23 cighits woose and enjovinent; (3) reps
utation and states properiy; amd (41 the sbsoloe aght o exclode Flow
these rights apply o educanion i germane @ our discussion,

Righty of despositennt, - Becagse property nghts are descrbed as folly alien-
able, that i, transferalile, it ks oditficull 1o see how whiteness can he eon-
strued as propecev.” However, wlienability of certain properiy is limited
[eg., entitlemens, government licenses, professional degrees or lioenses
held by one party and financed by the labor of the other o the context of
divorce ). Thus, whitermess when conferred on ceriain stidaent perfor-
mances is alicnable, ™ When stuudens are sewarded only Toe conformity o
prerceived “white norms" or sanctioned e colberd practices (oo, dress,
speech pawerns, unauthorized conceptions of komwledge), white progeny
is being readered alicnable.

Rights fo wie and eginment,  Legally, whites can use and enjoy the prwv
|l."gL‘5 af whiteniess, As Melniosh s expliil lv demonsirated, whiteness
alleaes Ten s.pm::i'ln:: sircniek, cultural, and econmmic Enri'.ih':;#.; " Fuller furiher
wigerts Lheal whiteness os baoth E:Il:'l.'f-:I!:III.:I.II'.'\'I‘ arnel r.|||-i|.:||n|h5:|-.' Ini the school
setting, whireness allows for extensive use of school properiy. Kozol's
deseription of the material differences im owo New York City schools can be
I||Hﬂ.:|'_||1-:l||.:|| iz The ciference eeiwesn flhose whao Peassess the right to vse
atitl {"Illilil:r il sebsescels cin Glfer @nal those whio do noe:

Thi: [white] sehosl serves 825 childeen in the kl:rir!n-vg..lrrﬂn through
st HI'H.I'.I!:. Thia s .I.i]]l:lll!il:lh‘l“'l:. bzl the arpndent papulation
rrvwder inta [hlack] P&5 T4, where 1,650 children fill 5 space
tntemaclesd for 1LIKMY and u preat deal smaller than the 1,300 children
packed o che former skanng rink.™

This right of use and enjeyment is also reflected in the strectare of thee cur-
riculnm, alsoe described by Kozol

The cwrnculum | the whice school] follows "emphasizes crineal thunk-
i, reasoning and logic” The planetssiom, lor inseance, i emploved
pol simply for the spudy of the univesse as 0 exists, "Children alsooare
I'J.L"i-i:-:_"l.l.i.l.'l.E s o Eu]:uie'ﬁ," the Leige ey wys,

Lo dey [ Baomisl®s] raobes: “Six |::1:|J:1, P bowys, Sime Whinte, one Lhinese, ]
afm H’]Eu:i Ilir:':r hiave this clasgs: But wia abwout the others? Aren’s there
ten Black childien in the school whio eodld ETi this silacs™™

Nl
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P, P TS l'-.l_l.llll"lF:l Recard

.|'1|'||'|1.¢|'-'.'|'ru.l| T TR I.‘Jrr.-lfw.'.}. Thi RRERTATEE] i CE NS % propsEr ey 1y
regiilanly demansirsted b ||'|.;:'.|. ey of libel and alaveder. Tlios, g ||:||n..1¥4-
soameone s reputation s ocdamage some aspect of his or ber personal
properey. I the e of mace, b oaall s white person “blaek” G5 w0 defame
fame ar Ber.s o the ciase ol h."l1-:|-::-|i||g. i iclentity aoschoal or [rOgEram as
viimra bl be ey ey waiv is to edieminish s 1'-|'||u1.||i:||| o stnins, For I-"Il:.=|1'll.r||l-'
I:EI.‘H[:-IIE'! Lhie [prestigse i3] fl:-rHi|-;11 I'.||1g||.|gn‘ 1::*::.111i|1j_r,_ I|'i|11'|;=__.r_||.'|l education as
B ol dn the United States a8 0 nonwhite Fform of sermnd I:|.'|1g|._|:|g|-
‘..:':::l'lunj; has loweer stamis,™ The perm urbae, the roost wored of eebaas, has
comg fn mean hinck, Thus, wrban schools (located in the urbane, sophise-
cabed cities] lack the sratos and reéputation of sebhurben (white) schoods
and when artian stadents move tocor are bssd o suburban sclools, these
& haks lose their r.fr:-llr:ui,.;n."

The wheofute right o exclude. Whiteness i= constructed by this sociey ay
the absence of the "contaminating” Influesce of Blackoess: Thos, "o
-'il'-':ll'.l al Black Blocd” fonstructs e &4 ].l!m'.']n.. rLpal illioss sk ||h|":|-:-11.';1||:'
weikirbee s u'|u|-::|::1=.ﬁ_l. the abasodiit rlgl'll o exchode was demonssrnied
imitially by denving blacks access to schooling altogether, Later, it was
demonsirated by the creaton snd maintenance of separate schools, More
recently 18 has heen demaonsirated by white flight and the growing insis-
tenee on vouehers, puhlic fopding of privale schools, and schools of
chisee" Within sefioals, abhsaluie |'||:||1r to Fxclude 1= demonsiraicd be
resegregiien vin wacking® the mstitunon of “rifted” programs. hopors
programs, and advanced placement classes. 5o compleie 15 this exelusion
that Black smadenss often come o the umversiny in e role sl anmruders—
wlio have been granted special permission o be there:

In this section we have attempred oo drow parallels between the crideal
race legal theory notion of whiteness as properey amd educational ineguity,
In the final section we relate some of the intellecnl Stheoretical wnsins
that exist hengeen critical race theory and mualoculooeal edoeatiore.

THE LIMITS OF THE MULTICULTURAL PFARATIGH

Throagheut this amicle we have argued the oeed for o croesl race theore
fcal |.r|.'|.=-|.|1:~r.1.iu.' L cask-i W gaee on thes prdsisluRnl pr vlilems o macizm in
.~||'||||1l|||'|:.\'_. Wi lave el thic mecd For this perspediive hecwust of the
fadlure ol scholars o theoriee ruce. We have drawn F-:l.r:lllr‘-|.-= hemween the
WLy critical vace I":E“I siclilan s vnderspirul thae [rrsatiom yisaaa fraditional
I:e.,_:.'l.l '-1'|1|||'.||'.1|1|[| anel phe ey eriticil race theory .||',|p|ii,-|| o education
pitbers o oway to rethenk aditiomal edoacational xr'h.njl.:l,rs.hip, We also hawve
referred to the tensioms thar exist berween traditional civil |_'i'u;|'|_|;5 |{~ﬁ._5].=||j_q_'|u
amct critical rwce legal theory, [n chiz section we identily a necessarny Leesion
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beiween critical saee theory i edecation and what we tenm the mulieol
taral p:lr:llligm.

Muloowlural cducation bas boen concepiualized as a reform movemons
designed 1o cfcol change o the “scheol and odser edwcatonal Instiu-
rions &0 that sopdenes from diverse racial, ethnic, and other social-class
gronps will experience cdocational egualicy,™ In more recent vears, muol-
ticultral cducation has expanded to include gsues of gender, abilisy, and
sexual oricnmaton. Although one coubd argue for an carly histery of the
“multiculiural cdwcarion movement” as far back as the 18808 when
Ceorge Waslingron Williawms wrote his history of Afvicin Aancricasns,
apck of the currenr moluculesl cducalon pracoce seems more appro-
priately rooted bo the lntecgroop edacation movement of ke 1950,
which was designed (o belp Affican Americans and other "unmclualble”™
ethnicsd bocome & gaal of Amenea’s melilng por®™ Thelr goals were pri-
ranly assimilationist hrowgh the reduction of prejodice. However, afier
the civil paghes wnrest and growing sell=swircoess of Aftican Americans in
Lhue 1500k, che clesare toeasstrmi late was supplanted by the reclamataon of an
“strcthengie hlack |3|l:|s:-:u::1|i|:.' thvat ol mat rely an the arrephnae lw nr
standards of white America. This new vision was evidenced in the iLl.'iI-||I"I'|I'!.'
in the form ol firse, hlack smaches and later, when ather EryE marles serri-
lar liberating moves, ethnic siiadies,”

Cavrrent practcal demonsirations of muidculooral education i schooly
often feduce it te rivial examples and ariface of coltures such as eating
cthnic or cultiral foods, singing songs or dancing. reading folkmles, and
otier less than scholarly pursuis of the fimdamontally different concep-
tions of knowledge or queas for social jusice.™ A the universiny level,
tuch of the concern over multiculiral edwcation bhas heen over curricu-
by bocluaionn ™ Hlowever, another level of debate emerged over what
became known as “multiculturalism.”

Somewhar different froam muliicnltoral educaticn in that it does not rep-
resent a particular educadonal reform or schalarly oraditon, mulsonliural-
st came o be viewed g a pelitical philoscphy of "many culiores” sxisting
ogether inan atmosphere of respect and telermance,® Thus, awside of the
classroom muliculinralism fepeesented the atempt 1o bring both stodens
and Gacully from sty of colioms o the sehool (o academy ) snviron-
ment, Diday, the term o ased nierchangeahbly with the everexpanding
“-::I.-'.'m'e-:'rl'_,." W terene nseck e 1'x|rl.1|11 all Pypaiss ol “ehifference"—racial, etho,
el e, '|||:sb:m'-.||| . hailaiv, gl'—ullr‘l. wers sl ortertatiore Thos, |:-||||u|..|.| ITILISEL,
clothues, meeckia, hesoks; smd s Tocth, relliec o EITITIE MW TSN ol eliversily
aned Son mndireuliiealise, Less oftin discussed are the growing tevsions thot
exint between and smong verious groeps e gather ander the umbeclla of

meteltbenrsdism—tha i, the inleresis of Eroups sm be compedng or theis

til
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perspectives tan be ot oadds.® We assert that the everexpanding muldonl-
tural paradigrm follows the maditions of hberalism—allowing a proliferaton
of difference, Unforiunaely, the tensions between and among these differ-
ences 15 rarely mterrogated, presaoming s “wnicy of difference™—ihvar s, that

‘all difference is both analogois and equisalent,™

To mauke paraliel the analogy between eritical meoe legal theoy and -
ditional civil rfighis Tew with that of critical race theory in education and
multculivmal edneacion we peed o restate the poing thao crideal race legal
thedrises have “doubis about the foundation of moderate Sincremernral civil
rights law.™ The foundation of civil rights law has been in human rghts
rather than in property rights, Thos, without disrespect to the pioneers of
civil righes law, critical race fegal scholars document the ways in which civil
rights faw is regularly subvested o benelic whites,"

We argue that the current multiculiural paradigm functions i a nranned
similar to civil rights law, Instead of creating radically new paradigms phas
ensure jostice, multculiuml eeforms are routinely "sucked buck inio the
system” and just as paditional civil righes law is based oan a foundation of
human righes, the corrent multiculweal pavadigm is mired inliberal ideol-
oy thar offers no radical change i the current oreded.™ This, eritical rice
theory 10 education, like i antecedent in legal scholasship, s @ radical crie
thepuie of Borh the staties dgi and the purported veforms.

We make thiv ohservation of the limits of the current multicultaral para-
dhigm nor W disparage the scholarly eftores and sacrifices of many of it preo-
proments, bot s underscore the difficulty (indeed, impossibilio) of main-
taining the spirit and intent of justice for the oppressed while slelune-
vusly permitting the hegemonic mule of the oppresor™ Thus, as critieal
race theory scholars we umabashedly reject & paradigm that aitempts to be
everything to evervone and comsequently becomes nothing for anvane,
allowing the status quis 1o prevail. [nstead, we align owr scholicship and
activism with the philosoply of Marcus Garvey, who believed bt the black
man was universally appressed on pacial grounds, aod that siny program of
emancipation would hive o be built avousd e guestion of mce Brse® 1o
his own waords, Garvey speaks 1o us clearly and uneguivacally:

In & world of wolves one should go armed, and one of the mose power-
ful defensive weapons within the reach of Negroes is the practice of
race first in-all parts of the world ®
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