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Equity pedagogy is a framework earlier referenced in Bank and Banks’ (1995) 

tenets of multicultural education. In the contemporary sense, it is explored through the 

implementation and removal of an ethnic studies program known as Raza Studies. As a 

district response to low attendance, participation, and graduation of Latino/a students, this 

program was established in the Tucson Unified School District and then eliminated 

because of its perceived anti-American views and explicit discussions of race and social 

class. This thesis utilizes a descriptive case study approach using archival analysis to 

answer the research question: How was equity pedagogy implemented in the rise and fall 

of the Raza Studies program? Findings reveal evidence of equity pedagogy in each phase 

of the case study. The final section provides recommendations for students, teachers, and 

policy to advocate for the use of equity pedagogy in today’s public schools. 
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 CHAPTER ONE 

Overview of the Issue 

 

 

Today, education is perhaps the most important function of state and local 

governments. Compulsory school attendance laws and the great 

expenditures for education both demonstrate our recognition of the 

importance of education to our democratic society. It is required in the 

performance of our most basic public responsibilities, even service in the 

armed forces. It is the very foundation of good citizenship. Today, it is a 

principal instrument in awakening the child to cultural values, in preparing 

him for later professional training, and in helping him to adjust normally 

to his environment. In these days, it is doubtful that any child may 

reasonably be expected to succeed in life if he is denied the opportunity of 

an education. Such an opportunity, where the state has undertaken to 

provide it, is a right which must be made available to all on equal terms 

(Brown v. Board of Education, 1954).  

 

Statement of the Problem  

 Brown v. Board of Education, the landmark legislation that essentially guaranteed 

a fair and unbiased education for all students, regardless of race, ended the “separate but 

equal” doctrine which had legally allowed racial segregation and unequal schooling 

practices. The Supreme Court declared that education is the key to success and the 

foundation of citizenship, wholeheartedly agreeing that such an education be provided 

equally to all children (Brown v. Board of Education, 1954). Despite the fact that this 

federal ruling is over half a century old, there are still modern struggles in order to gain 

equality and equity in today’s public schools. Black and Brown children continue to fall 

behind their White peers, and they are faced with a hostile school system that prevents 

them from succeeding (Children’s Defense Fund [CDF], 2017). To reiterate, the aims of 

Brown v. Board has not been met as of yet. Implicit and explicit forms of racial 
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segregation continue to exist by way of zero-tolerance policies, language discrimination 

and bias in curriculum, disproportionate ratings in special education programming, and 

tougher mandates on school suspensions and expulsions - all of which severely affect 

racial minorities (Darling-Hammond, 2010; Elias, 2013; Scott, Allen, & Lewis, 2014). 

The sum of these inequities prevents students from receiving an education that will allow 

them to achieve their full potential.  

Education can be seen as a chief source of freedom and social mobility, but most 

importantly, education is a right. Many educators and policy-makers ignore the issue, but 

others are using the tenets of multicultural education to combat racial and cultural 

inequities (Banks & Banks, 1995). This chapter examines such structural challenges in 

education and provides a remedy for addressing them. 

 Multicultural education stems from the Civil Rights Movement and expands upon 

the ideas of James A. Banks. This theoretical and practical approach recognizes the 

uniqueness of each adolescent through the celebration of diversity and the 

acknowledgment of inequities that exist in schools (Banks & Banks, 1995). The primary 

aim of multicultural education is to create an equitable education for students of all 

backgrounds (Kirylo, 2017). Multicultural education may well be a remedy for the 

current crisis that exists in public education.  

Gorski (2006) argues that multicultural education is being neglected in schools 

because, although modern-day diversity programs are well-intended, they pose as 

“superficial applications” (p. 79). First, schools do not do enough when it comes to social 

justice education, and Gorski (2006) claims that although these institutions may 

incorporate learning about the diverse cultures of students, critical analyses of social and 
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political ideologies are not recognized - which can be damning. Gorski (2006) also 

explains the importance of recognizing that what most educators refer to as multicultural 

education is actually just small changes in one big inequitable system, “In place of equity 

and social justice, we offer festivals, sensitivity training, and cultural tourism, often 

resulting in little more than a deeper entrenchment of stereotypes and assumptions,” (p. 

85). Overall, multicultural education is misperceived and weakly implemented, which 

results in educators believing they are helping their students when they are truly only 

touching the surface of the issue (Gorski, 2006).  

 

The School-to-Prison Pipeline 

Students of color, those in poverty, and others with disabilities are frequently and 

often harshly punished in the form of school suspensions, expulsions, and in some cases, 

criminal arrests at a disproportionate rate to their peers (Amurao, 2016; Elias, 2013). 

These students may feel confused and stigmatized, and many end up dropping out 

(Amurao, 2016). The school-to-prison pipeline refers to what happens when these 

prejudicial practices force students out of schools, often resulting in future incarceration 

(Alexander, 2010; CDF, 2017). Through the examination of statistics, it is hard to deny 

the existence of the school-to-prison pipeline. The website Suspension Stories (as cited in 

Amurao, 2016) mentions the harsh realities of what students are facing: (1) 40 percent of 

students who are expelled in one year are African American; (2) 70 percent of students 

involved in in-school arrests or trouble with school law enforcement are African 

American or Hispanic American; (3) African American students are three and a half 

times more likely to be expelled than their Caucasian peers, and (4) while 60% of the 
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incarcerated population is African American or Hispanic, only 30% of the total United 

States population is African American or Hispanic. 

In her book, The New Jim Crow: Mass Incarceration in the Age of 

Colorblindness, Michelle Alexander (2010) claims that racism still exists today in a 

modern form of Jim Crow laws, and the school-to-prison pipeline is a prime example. 

The way African Americans are treated in schools parallels the way in which African 

Americans are treated in the community. Alexander (2010) shares: “In every state across 

our nation, African Americans – particularly in the poorest neighborhoods – are subjected 

to tactics and practices that would result in public outrage and scandal if committed to 

middle-class white neighborhoods,” (p. 98). For this reason, more African Americans are 

caught with drugs and thus incarcerated, not because they use more drugs, but because 

they are searched more (Alexander, 2010).  

Simply put, African Americans may encounter more trouble with law 

enforcement, but that does not mean they are breaking the law at a higher rate. A similar 

effect happens in schools across the nation. In fact, African Americans face disciplinary 

action far more frequently than their Caucasian peers, and just as the War on Drugs 

targets people of color, schools also are more inclined to take action and have stricter 

disciplinary policies for students of color (Amurao, 2016; Alexander, 2010). 

Unfortunately, African American students who are treated unfairly in school often wind 

up dropping out, and “throughout the black community, there is widespread awareness 

that black ghetto youth have few, if any, realistic options, and therefore dealing drugs can 

be an irresistible temptation,” (Alexander, 2010). When students of color are treated with 
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bias in school, they often drop out and turn to crime, leading to a higher percentage of 

incarceration among people of color (Alexander, 2010; Amurao, 2016). 

One primary reason for the existence of the school-to-prison pipeline is the zero-

tolerance policy adopted by public schools (Elias, 2013). Zero-tolerance policies in 

schools refer to the immediate punishment of students for rule breaking, regardless of 

extenuating circumstances (Maiden, 2008). For example, the Gun-Free Schools Act of 

1994 requires a one-year expulsion for any student who brings what could be considered 

a weapon or illegal to school (Maiden, 2008).  

 

The Opportunity Gap 

         When talking about discrepancies among students of color and their White peers, 

educators talk specifically about the achievement gap, and many educators fail to address 

the opportunity gap (Darling-Hammond, 2010). The achievement gap refers to disparities 

between student achievement from one group to another (Ansell, 2011). Academic 

achievement levels are typically based on scores from standardized testing or dropout 

rates, while the groups could refer to students from certain ethnic groups or a certain 

socio-economic status (Ansell, 2011). The opportunity gap is described to be “the 

accumulated differences in access to key educational resources” (Darling-Hammond, 

2010, p. 28). These resources may include highly-trained educators, materials, or 

appropriate curriculum (Darling-Hammond, 2010).  

 There are many causes at the root of the opportunity gap. School funding creates a 

big issue with access to resources (Darling-Hammond, 2010). Additionally, many 

educators uphold the belief that low-achievement is inherent among students of color, 

and although studies show that educational outcomes rely at least equally if not greater on 
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opportunity than race, class, and culture, this belief remains prominent in school systems 

today (Darling-Hammond, 2010).  

Darling-Hammond (2010) also attributes the opportunity gap to high poverty 

levels, re-segregation, unequal schooling, tracking programs and its disparities among 

minority groups, inequitable distribution of quality teachers, and the factory model of 

schooling. There is a lack of social support from schools for students who live in a state 

of poverty in which basic needs such as food, shelter, and health care are a daily concern 

(Darling-Hammond, 2010). About one in five children in America are living in poverty, 

and this can have a profoundly negative effect on students as “poor children are more 

likely to have poor academic achievement, drop out of high school and later become 

unemployed, experience economic hardship and be involved in the criminal justice 

system” (CDF, 2017). In addition, re-segregation occurs through tracking programs 

because as Darling-Hammond (2010) shares: “even after test scores are controlled, 

studies have found that race and socioeconomic status determine assignments to high 

school honors courses, as well as vocational and academic programs and more or less 

challenging courses within them,” (p. 57). 

In addition, underqualified teachers are more likely to be hired in predominantly 

minority schools, meaning minority students and students in poverty are less likely to 

have access to experienced, well-trained, and well-qualified teachers (Darling- 

Hammond, 2010). Finally, the factory model of schooling, which describes the 

impersonal way that public schools have been standardized, causes a disruptive 

environment for students and an unsupportive one for teachers, as well (Darling-
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Hammond, 2010). These issues that cause the opportunity gap are prominent in schools 

today and create a system of inequity, especially for minority students.  

 

Bias and Colorblindness  

The post-Brown era in which we currently live may be classified as the age of 

colorblindness because many people fail to or refuse to recognize the importance of race 

and instead choose to ignore the subject altogether (Grinage, 2006). White teachers in 

suburban schools embody the era of colorblindness when they fail to acknowledge the 

cultural and racial differences of their students. Teachers often chose to evade the topic of 

race as a way to avoid being labeled racist, yet this failure to recognize the importance of 

race among their students means that the lack of achievement among students of color is 

attributed to an inability to succeed instead of a cultural or learning difference (Grinage, 

2006). In addition, as explained in a previous section, students of color are 

disproportionately targeted and monitored for minor behavioral infractions, and if Black 

and Brown are monitored more, then they will inevitably be caught doing the wrong 

thing more than their White peers, thus contributing to the school-to-prison pipeline 

(Grinage, 2006; Amurao, 2016).  

All educators possess some form of bias, and even “educators who claim to not 

see race or deny it as a factor in teaching and learning still, unconsciously, categorize, 

judge, and discriminate based on race,” (Grinage, 2006, pp. 129-130). Racial problems 

will not disappear simply by ignoring them, and teachers must recognize and combat any 

prejudice they possess to prevent the negative effect that these unconscious biases and 

stereotyping may have on minority students (Milner, 2015; Grinage, 2006). Feeling 

judged and stereotyped can lead to students performing poorly in academic situations and 
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developing a distrust of teachers; they may even lose faith in the school system itself 

(Grinage, 2006).  

Minority students often become victims of internalized racism, which is when 

students fall into the stereotypes that others believe about them. For example, “the 

student that is constantly in trouble or failing may attribute this to the fact that they are 

Latino and internalize the stereotype that Latinos are supposed to get in trouble and drop 

out of school,” (Grinage, 2006, p. 132). Students of color may also fall victim to 

stereotype threat. Stereotype threat develops when students are afraid that their actions 

will affirm an already existing stereotype (Grinage, 2006). In their study on stereotype 

threat, Steele and Aronson (1995) found that when made aware of their race and 

threatened with the stereotype that they will not succeed, Black college students 

performed at a lower level than their White peers, but when the race factor was not 

accentuated, they performed at the same level. Issues of modern-day bias and stereotypes 

can be detrimental, and unfortunately, because we are living in a colorblind era, these 

issues are not addressed.   

 

Modern-Day Segregation 

In addition to bias, segregation is still present in modern-day schools. Although 

policymakers and educators believe that segregation is over and efforts to desegregate 

may cease, the problem still exists in more inconspicuous forms. For example, “on the 

average, white students attend schools that are 81 percent white,” (Spring, 2007, p. 137). 

Additionally, Darling-Hammond (2010) explains that inequities are present at schools 

that consist of primarily minority students in comparison to White majority schools; 

while studies show students from all backgrounds have lower achievement levels in 
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poverty-stricken schools, schools with higher poverty rates are racially segregated to 

students of color. Two-thirds of Black and Brown students attend a school in which the 

majority of the student body is a part of the free and reduced lunch program (Darling-

Hammond, 2010). Historically, White individuals and people of color were segregated by 

neighborhood, and this residential segregation still remains, with evidence suggesting that 

residential segregation leads to disparities in educational opportunity (Williams & 

Collins, 2001).  Schools receive disproportionate amounts of financial support because 

funding often relies on property taxes (Darling-Hammond, 2010). Segregation also exists 

among curriculum opportunities; according to Darling-Hammond (2010), on average, 

Black students receive lower quality instruction than their White peers because of 

disproportionate enrollment in upper-level programs. Schools housing primarily minority 

students have fewer advanced placement and college preparatory classes, and honors and 

advanced classes are made up of a disproportionate number of White students (Darling-

Hammond, 2010).  

On the other hand, Black and Brown students are being coded in special 

education, thus there is a disproportionate number of students of color in special 

education and remediation programs (Harris, Brown, Ford, & Richardson, 2004). Banks 

and Banks (2007) explains that special education is being used as a social category in 

schools. Societal criteria determine if a student is gifted or disabled, and often the social 

group a person is associated with will determine if they are labeled as mentally 

challenged (Banks & Banks, 2007). Schools label more people as mentally disabled than 

another other institution, and “the highly disproportionate number of African Americans, 

Latinos, and particularly males classified as learning disabled by the school indicates the 
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extent to which exceptionality is a social category,” (Banks & Banks, 2007, p. 19). 

Segregation is a prominent part of many students’ lives, and it can greatly affect the 

school system, yet it is often shrugged off and ignored by educators.  

 

High-Stakes Testing 

High-stakes testing has an enormous effect on American public-school education. 

As Spring (2007) explains, the No Child Left Behind Act of 2001 (NCLB) sought to 

remedy the racial discrepancies in test scores and set higher standards to push American 

schools to achieve at higher levels and become more globally competitive. Because 

NCLB created a school environment in which high-stakes tests measure whether students 

are learning, the quality of a school is determined by the test scores of students (Spring, 

2007). With the pressure of high-stakes testing, the curriculum frequently narrows to only 

cover what will be tested, and rote memorization is focused on more than reasoning 

(Darling-Hammond, 2010). Standardized tests create one unified knowledge base to be 

taught in schools, and information is standardized to fit the culture of the majority 

(Spring, 2007). Through this standardization of academic content, high-stakes testing 

creates a cultural norm in the school environment; for example, the English language is 

highly emphasized above other minority languages because standardized tests are written 

in English (Spring, 2007).  

With the passage of NCLB, teachers began focusing less on learning and more on 

preparation for standardized tests. As Darling-Hammond (2010) states, 

This reduction of the curriculum to test prep happens most frequently and 

intensely in schools serving low-income and minority students where 

meeting test score targets is a greater struggle, leaving these students with 

the least access to the kind of learning that will prepare them for college 

and contemporary careers (p. 72). 
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Unfortunately, instead of achieving the goal of helping low-income minority learners, 

NCLB led to a school environment that was detrimental to students of color. Low-income 

minority students are now victims of a system that punishes poor performance and failing 

schools; additionally, Black and Brown students typically attend schools with fewer 

resources, less qualified teachers, and a higher rate of students who drop out or are held 

back (Darling-Hammond, 2010). This type of schooling environment greatly perpetuates 

a system that increases the likelihood of students of color being subjected to harsher 

disciplinary, suspension, and expulsion ratings (Darling-Hammond, 2010). Adversely, 

dropout ratings continue to rise, which also increases the chance of criminal behavior and 

incarceration to the school-to-prison pipeline, as students from low-income and minority 

groups struggle to achieve in an unfair system (CDF, 2017). 

 

Specific Issues for Hispanic Students 

Hispanic American students specifically struggle in schools because of the 

language barrier they face and the historical prejudice against the use of Spanish in 

schools (Spring, 2007). In the 19th and 20th centuries, various laws were passed banning 

the use of Spanish and mandating English-only instruction in public schools, plus many 

people in this time period held the racist view that educating Hispanic Americans was 

taking them away from the cheap labor force (Spring, 2007). The act of demanding that 

Hispanic Americans refrain from using their own language is a method of 

deculturalization, and Spring (2007) explains that “culture and values are embedded in 

language,” and forcing a group to abandon their language was the key to deculturalization 

for policymakers during the 19th and 20th centuries (p. 106).  
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Hispanic Americans experienced similar segregation as African Americans did 

during the era of Civil Rights, and in the 1930s, Hispanic American students were forced 

to go to “Mexican” schools, excluded from public spaces, and mandated to live in certain 

neighborhoods (Blanco, 2010). One notable and historic case of Hispanic American 

segregation was the case of young Sylvia Mendez. Although Sylvia Mendez and her 

family lived in the neighborhood of the predominantly Caucasian school in Westminster, 

she and her brothers were denied their enrollment to the Westminster school and forced 

to go to another neighborhood’s Mexican school (Blanco, 2010). Sylvia’s father, Gonzalo 

Mendez, with the help of the League of United Latin American Citizens (LULAC) and 

other Hispanic American families who had experienced similar prejudice, organized a 

class-action lawsuit against school districts in Orange County for the violation of the 14th 

Constitutional Amendment (Blanco, 2010).  

Blanco (2010) explains the various points presented in the case: (1) the 

segregation in the school districts specifically targeted Hispanic American students; (2) 

the school districts claimed that they were putting non-English speaking students in 

separate schools, but many students like Sylvia Mendez were born in America and/or 

already spoke English at a high proficiency, and (3) the Mexican schools were not equal 

because they had outdated textbooks, poor facilities, and inferior curriculum. In the 1947 

federal circuit court case Mendez v. Westminster, the court ruled that the purpose of the 

segregation stemmed purely from race, and it was a violation of the equal protection 

clause in the 14th Amendment (Blanco, 2010). This court case just touched the surface of 

what needed to be done to secure equal rights for Hispanic American students.  
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Hispanic Americans began to fight back in the 1960s in a crusade known as the 

Chicano Movement. Chicano, a word which was originally used as a derogatory term, 

was embraced by Hispanic American students as a symbol of pride in their culture and 

identity and a commitment to their community (Sahugun, 2018). Hispanic American 

students were being targeted for speaking Spanish during this era as well, and they were 

forced to only speak English in schools (Sahugun, 2018). Hispanic Americans demanded 

the use of Spanish and the inclusion of Chicano history and culture in addition to larger 

bilingual school staff and equitable testing to determine English proficiency level versus 

lack of intelligence through boycotts in Los Angeles (Sahugun, 2018; Spring, 2007).  

On March 5, 1968, students at Garfield High School in Los Angeles staged a 

walkout in order to demand better education, and, henceforth, walkouts among Hispanic 

American students spread, with over 20,000 students participating (Sahugun, 2018). Two 

militant Hispanic American groups formed during this period, the Brown Berets, a 

militant group of students who stood for the school walkouts and their demands, and “La 

Raza Unidad”, who stood for the preservation of Hispanic American language and 

culture and the rights of the Hispanic American people (Sahugun, 2018; Spring, 2007).  

Despite their struggle in the 1960s, Hispanic American and immigrant students 

still face inequities in schools in the modern era of high stakes testing and NCLB because 

the acquisition of English is highly stressed for English Language Learners and 

immigrant students (Spring, 2007). Spring (2007) explains that the movement toward 

English-only education is incredibly detrimental toward Hispanic American students as 

their culture is being stripped away from them in favor of normalized White American 

culture.  
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Purpose of the Study 

 Today’s schools are missing the mark in consideration of academic achievement 

for minority students. Minority students are not receiving the valuable education they 

deserve, especially considering the high-quality education that White students are 

receiving, often at the exact same school (Banks & Banks, 2007; Darling-Hammond, 

2010). Inequities exist across modern-day schools, often resulting in minority students 

holding negative feelings toward education, experiencing low achievement rates, and 

mass incarceration rates beginning at a young age (Amurao, 2016).  

 The purpose of this study is to advocate for equity pedagogy by highlighting 

historical and contemporary ethnic studies programs and movements throughout 

education. Multicultural education can be seen as a controversial topic of exploration in 

today’s public schools; however, it also serves as a powerful teaching tool for promoting 

equity. A central focus of this thesis will be the Raza Studies program, which was 

established in response to low achievement ratings in the Tucson Unified School District 

and then eliminated because of its perceived anti-American views and explicit 

discussions of race and social class. The students and teachers fought back against the 

ban through advocacy and acts of protest. After numerous state and federal legal disputes, 

a court ruling determined the elimination of the program was unconstitutional. This case 

directly ties back to the teaching components of multicultural education. 

 

 

Significance of the Study 

This study is significant because it tells the story of an ethnic studies program that 

was forcibly removed, and it highlights the action taken in response by students and 
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teachers. This case study reinforces the power of equity pedagogy, a practice that 

expands beyond the classroom. This study will provide a complete overview of the rise 

and fall of Raza Studies program. 

 This Tucson Ethnic Studies program, or the Raza Studies program, incorporated 

Latino culture into the curriculum and empowers students to fight against oppression in 

all realms of their lives. This study examines a prominent aspect of the program, 

historically introduced by multicultural education theorists Banks and Banks (1995) as 

equity pedagogy. Modern adaptations of equity pedagogy often take on names such as 

emancipatory pedagogy, culturally responsive teaching, and social justice education. 

Through this study, equity pedagogy is examined as a solution to deficit-model teaching. 

This study will address the following research question: How was equity pedagogy 

implemented in the rise and fall of the Raza Studies program?  

 

Theoretical Framework 

 Because of the multitude of variations of equity pedagogy, it can be viewed as a 

theoretical construct. For the purpose of this study, equity pedagogy will be used as the 

theoretical framework for the examination of the case of the Raza Studies program. The 

idea of equity pedagogy as presented by Banks and Banks (1995) is rooted in the work of 

Paulo Freire in Pedagogy of the Oppressed (1970). Freire (1970) makes various claims 

about oppression, and the idea of dehumanization plays a prominent role throughout the 

book. According to Freire (1970), those who are oppressed have their humanity stolen 

from them, but the oppressors also lose their humanity. When the oppressed are liberated, 

so too are the oppressors, and both parties can regain their humanity. Most importantly, 

Freire (1970) argues that the oppressed must participate in their own liberation, and “the 
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pedagogy of the oppressed cannot be developed or practiced by the oppressors…” (p. 

54), but instead “political action on the side of the oppressed must be… action with the 

oppressed” (p. 66). This idea that the oppressed must actively participate in their 

liberation and humanization is also seen in the implementation of equity pedagogy 

because it emphasizes the great importance of making students aware of their social 

condition while valuing what each individual has experienced.  

 Freire (1970) also emphasizes the difference between the banking model and 

problem-posing education. Modern public-school education is often characterized by a 

“narrative character” due to the way in which teachers recount information to their 

students, and to make matters worse, the information that students are learning often does 

not connect to reality, making education meaningless to them (Freire, 1970). With the 

banking model, education becomes like a bank as the teacher simply deposits knowledge 

into the students; the teacher holds all the power in the learning process (Freire, 1970). 

Freire (1970) claims that for education to be liberating, teachers must adapt problem-

posing education, which involves consciousness, cognition, and student dialogue. 

Problem-posing education requires student engagement and empowerment, and this 

liberating model depends on the continuous dialogue between and among teachers and 

students (Schugurensky, 1998). According to Freire (1970), teachers must move away 

from the role of absolute authority in the classroom and, instead, engage in conversation 

together with the students. Education is only authentic if the teacher and the student 

participate in a dialogue together (Freire, 1970).  

Freire’s Pedagogy of the Oppressed was a key text used in the Raza Studies 

program. Freire’s (1970) idea that students must engage in dialogue and participate in 
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their own emancipation is prominent in the implementation and student and teacher 

reaction to the removal of the Raza Studies program. In addition, the idea of problem-

posing education and the pedagogy of the oppressed (Freire, 1970) are evident in Banks 

and Banks (1995) equity pedagogy because both emphasize the great importance of 

cultural relevance and social action. The ideas of Freire (1970) and Banks and Banks 

(1995) will serve as a lens to examine the case of the Raza Studies program.  

 Freire developed the theory of critical pedagogy. Critical pedagogy can be defined 

as “a way of thinking about, negotiating, and transforming the relationship among 

classroom teaching, the production of knowledge, the institutional structures of the 

school, and the social and material relations of the wider community, society, and nation 

state,” (Wink, 2000). Critical pedagogy incorporates justice and democracy into 

education, and it recognizes the importance of noting the politics at play in education 

(Kincheloe, 2005). Critical pedagogy also involves the discussion of inequities, culture, 

racism, gender bias, class bias, and culture bias which incorporating the cultural 

experiences of students (Kincheloe, 2005).  

 Critical pedagogy is grounded in social justice, and a primary goal is to address 

the suffering of people in society (Kincheloe, 2005). It uses Freire’s concept of reading 

the word and the world, and critical pedagogy implements the problem-posing education 

that Freire describes (Kincheloe, 2005). Critical pedagogy is rooted in social change and 

the cultivation of knowledge and students are taught to recognize oppressive forces in 

society and learn to fight against them (Kincheloe, 2005).  
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Summary 

 Chapter One provides an overview of the inequities facing minority students in 

modern-day public schools. Students’ academic success is hindered by the school-to-

prison pipeline, the opportunity gap, bias and colorblindness, modern-day segregation, 

and the high stakes testing environment. Statistics and studies show the enormous impact 

of these inequities. The theoretical framework for the study was also presented in Chapter 

One. This study will be conducted as a case study of the Raza Studies program through 

the lens of equity pedagogy, which stems from Paulo Freire and critical pedagogy. 

 Chapter Two addresses multicultural education, including the history of 

multicultural education and historical and contemporary critical theories. Next, Chapter 

Two takes a deeper look at equity pedagogy, the specific branch of multicultural 

education that is used as the theoretical framework for this study. Finally, Chapter Two 

provides a synthesis of the literature.  

 

 

 

  



 19 

 

 

CHAPTER TWO  

Review of Literature  

 

 

 Chapter One explored the extent of issues facing students of color in schools 

today. Students of color are faced with disproportionate discipline rates, lack of access to 

necessary resources, bias and stereotyping, segregation, and an oppressive high-stakes 

testing environment. These obstacles prevent students from achieving their full potential, 

yet they can be combated through the implementation of multicultural education. 

Multicultural education, an idea that recognizes the discrepancies in achievement among 

diverse students, strives to change practices of schools to provide all students with an 

opportunity to succeed regardless of their race, class, gender, language, sexuality, or 

culture (Banks & Banks, 2007).  

In order to address the research questions of how equity pedagogy was 

implemented in the case of Raza Studies program, Chapter Two provides the framework 

for multicultural education and equity pedagogy. In a review of the literature, Chapter 

Two provides greater context for the study by exploring the creation of multicultural 

education, the development of historical and modern critical theorists, and a specific 

branch of multicultural education termed equity pedagogy. Chapter Two specifically 

addresses the historical definition of equity pedagogy as developed by Banks and Banks 

(1995), contemporary models of equity pedagogy such as Social Justice Education, and 

research in support of its implementation. Chapter Two concludes with a synthesis of 

literature.   
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Multicultural Education  

 Gay (2004) defines multicultural education as “a set of beliefs and explanations 

that recognize and value the importance of ethnic and cultural diversity in shaping 

lifestyles, social experiences, personal identities, and educational opportunities of 

individuals, groups, and nations” (p. 33). Multicultural education calls for the adaptation 

of instruction to better reach children from all backgrounds, but teachers often lack the 

skill and knowledge to bridge the gap between experiences at home and what is taught in 

school, and additionally, many schools lack a system that allows for students’ voices to 

be heard (Milner, 2015). Educators must understand where their students’ cultures, yet 

many misconceptions exist about students from diverse backgrounds (Milner, 2015). 

Through the implementation of multicultural education, schools can adapt to serve all 

students, and both educators and those who create curriculum must “understand the 

conditions in which children live, and how they are continuously shaping their 

intellectual powers, ideas, emotions, values, and behaviors,” (Gay, 2004, p. 38).  

 Multicultural education stemmed from the Civil Rights Movement in the 1960s 

which sought to end inequalities in housing, transportation, employment, and education. 

During the Civil Rights Movement, disenfranchised ethnic groups began to recognize the 

need for the incorporation of their culture and values in the curriculum of schools (Banks 

& Banks, 2007). In addition, minorities pushed for greater representation in 

administration staff and educators and the revision of textbooks to better reflect the 

experience of diverse ethnic groups (Banks & Banks, 2007; Gorski, 1999). The first 

stages of multicultural education in the 1960s were rushed and not well thought out, 

lacking a strong educational foundation, and characterized by special ethnic celebrations, 
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holidays, and specific courses that focused on only one ethnic group and were primarily 

taken by members of that ethnic group (Banks & Banks, 2007).  

In the 1980s, critical theorists began to emerge in the field of multicultural 

education (Gorski, 1999). James A. Banks was one of the first educational researchers to 

apply the concept of multiculturalism to the field of education (Gorski, 1999). 

Multicultural education has continued to adapt and evolve over time with the work of 

Banks (2004) and other critical theorists.  

Banks and Banks (2007) describe multicultural education as the various 

pedagogical practices and programs which relate to “educational equity, women, ethnic 

groups, language minorities, low-income groups, and people with disabilities,” (p. 7). 

Multicultural education is meant for students of diverse backgrounds. The goal is to 

create a school environment that is equal for all students, whether they are from different 

races, ethnicities, or genders and allow every youth a chance at success (Banks, 2004).  

Banks (2004) defines five dimensions of multicultural education. Many educators 

believe multicultural education is simply the incorporation of relevant content, yet Banks 

(2004) explains that there is much more to multicultural education, and there is a need for 

defining and researching each dimension. The five dimensions of multicultural education 

as defined by Banks and Banks (1995, 2004, 2007) include content integration, the 

knowledge construction process, prejudice reduction, equity pedagogy, and empowering 

school culture. Equity pedagogy will be the basis for this study; however, it is important 

to examine all five dimensions of multicultural education to gain a full understanding. 

Figure 1 is an overview of the five dimensions.  
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Figure 1. Dimensions of multicultural education. Reprinted from Multicultural 
education: Issues and perspectives (4th ed., p. 23), by J. A. Banks & C. A. M. Banks 
(Eds), 2001, New York: Wiley. Copyright 2001 by John Wiley & Sons, Inc. 

 

 

Multicultural education is meant for students of diverse backgrounds. The goal is 

to create a school environment that is equitable for all students while recognizing  

they are from different races, ethnicities, or genders and allow all individuals a chance at 

success (Banks, 2004). The first tenet of multicultural education is content integration 

which means implementing examples and data from many different cultures (Banks, 

2004). It is based historically on the Black studies movement in the late 20th century 

which involved the addition of content that highlight the African Americans experience 
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in the school curriculum (Banks, 2004). An example of the implementation of content 

integration is an ethnic studies program which responds to students’ cultural needs while 

incorporating social action components (Banks, 2004).   

 The knowledge construction process involves teaching students the biases and 

processes that influence the formation of knowledge. Through this dimension, students 

learn to think critically about knowledge presented to them and biases that influence 

groups that develop knowledge (Banks, 2004). Prejudice reduction deals with eliminating 

racial biases among students. This tenet deals with methods educators can employ to 

foster democratic attitudes and positive views toward race (Banks, 2004).  

Equity pedagogy, the basis for this study, occurs “when teachers modify their 

teaching in ways that facilitate the academic achievement of students from diverse racial, 

cultural, and social-class groups…using a variety of teaching styles that are consistent 

with the wide range of learning styles within various cultural and ethnic groups,” (Banks, 

2004, p. 5). Simply put, equity pedagogy means implementing alternative teaching 

methods to better suit a diverse population of students. This chapter explores equity 

pedagogy with greater depth in a later section.  

Finally, a school culture that promotes empowerment is a holistic approach to 

multicultural education because it involves restructuring a school to create an 

environment by ridding the school of institutionalized methods that impede the academic 

achievement of students of color or low-income households (Banks, 2004).  

Multicultural education calls for the transformation of the school system. To meet 

the needs of diverse students and create an equitable environment for all students, each 

aspect of the education system must be changed (Banks & Banks, 2007). According to 
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Banks (2004), research on the implementation of multicultural education is limited, and 

more needs to be done.  

 

Multicultural Education in Canada 

Multicultural education has been proven to be effective in many educational 

spaces. For example, in Canada, multicultural education is the norm in their school 

system. Canada is extremely diverse, and people from various cultures have been living 

in Canada for hundreds of years (Acar-Ciftci, 2013). Multicultural policies such as the 

1977 Cultural Enrichment Program give unofficial languages validity and provide 

educational support for children who speak languages other than English or French 

(Acar-Ciftci, 2013). Canada was the first country to officially adopt multicultural 

education, and the first multicultural policy was adopted by the federal government in 

1971 (Acar-Ciftci, 2013; James, 1995).  

According to Acar-Ciftci (2013), the adaptation of multicultural education policy 

“recognized and promoted a vision based on race, national or ethnic origin, color, 

religious values and based on a mutual equality and respect,” (p. 51-52). The policy 

sought to find practices that effectively supported students from diverse backgrounds in 

the academic environment (Acar-Ciftci, 2013). Although multicultural education in 

Canada was unsuccessful at first, policymakers and educators worked to adapt it to suit 

the country as a whole, and now the program in place successfully meets the needs of 

every ethnic group in Canada (Acar-Ciftci, 2013). Over time, multicultural education 

adapted to incorporate anti-racist education. Anti-racist education explicitly addressed 

race and recognized that the “racial minority students’ lack of success was a result of 

racial tension and lack of role models in the society generally, and in school and learning 
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materials in particular,” (James, 1995, p. 37). James (1995) concludes in order to create 

an equitable educational experience for diverse students, educators must take on the 

responsibility of recognizing the cultural perspectives of each student and the curriculum 

of schools must engage students in a critical analysis of racism in society.  

Multicultural education has been proven to be effective for African American, 

Asian American, Native American, and Latino American students. According to Gay 

(2011), “students perform more successfully on all levels when there is greater 

congruence between their cultural backgrounds and such school experiences as task 

interests, effort, academic achievement, and feelings of personal efficacy or social 

accountability”. Multicultural education is especially important for low-achieving 

students, and it can solve many problems such as distrust in the school system and the 

opportunity gap (Gay, 2011).  

 

Critical Theories  
  

 
Historical Theorists 

In order to consider the theoretical plights in which multicultural education has 

evolved, it is important to first recognize the historical perspectives aligned with critical 

theory. Using the lens of Marxism, specifically through the theoretical contributions of 

Karl Marx and Antonio Gramsci, we define the theoretical framework of a neo-Marxian 

critical analysis. Here, a more thorough theoretical analysis further explicates the 

systematic impediments that prevent equalized educational success for all students. 

Marxism, in a general sense, analytically addresses the matters of alienation and 

exploitation of the worker, the capitalist mode of production, and historical materialism. 



 26 

This system analysis is a way to view the world based on collective perspectives rather 

than individuals. From a Marxian perspective, the bourgeoisie class will find a way to 

maintain, defend, and reproduce the capitalist social order. In this structure, Gutek (2009) 

illustrates that schools introduce and maintain the social consciousness that “dulls the 

sense of oppression of the exploited classes” (p. 278). To perpetuate the classes and 

ensure labor, schooling, in the formal sense, is affected by capitalism to indoctrinate 

students into a social consciousness suited to their class (Lemert, 2004; Morrison, 2006). 

Proponents of the Marxian theoretical framework are highly critical of the ideology, as 

they believe that all structures in the capitalistic society are expertly designed to maintain 

the structure of capitalism. While all students attend schools, there are specific schools 

that children of affluent parents may likely attend, rather than children of poor or middle-

class percentage. Hence, the cycle is perpetuated, with few exceptions occurring 

infrequently. 

 According to dialectic materialism, the working class will constantly struggle 

against the capitalists, and in a traditional Marxian sense, a revolution will occur, and the 

working class will eventually win. When this revolution is accomplished and 

institutionalized, there will be no classes or alienation or marginalization of groups 

(Morrison, 2006). An extension of this perspective would be that of neo-Marxism. Neo-

Marxists believe the conflict will be perpetual, never ending in a victory by the 

proletariat. Gutek (2009) illustrates, “the school’s curriculum will reflect how the 

dominant class conceives of and uses knowledge. What is selected in the curriculum will 

reinforce existing beliefs and values for the children on the dominant class and will be 

used to convince children of subordinate classes that this curriculum is also valid for 



 27 

them” (Gutek, 2009, p. 290). Neo-Marxism expands the characteristic of the working 

class to include victims of exploitation according to gender, race, and ethnicity as well as 

those of low socioeconomic status. This is the basis for numerous critical theories and the 

resulting implications that call for pedagogical reform. 

 Antonio Gramsci's concepts of domination through ideological and cultural 

hegemony should also be considered in this analysis of equity pedagogy. In 

understanding Marx's concepts associated with capitalism, Gramsci extended that 

individuals are not solely dominated through violence and political reign, but mostly 

through ideology. Hegemony, as noted in Lemert (2004), is the permeation through 

society of an entire system of values, attitudes, beliefs, and morality that supports the 

status quo in power relations. Ideological hegemony then is defined by the majority of the 

population holding the values of the bourgeoisie as the norm or common basis for which 

all other structures should exist (Lemert, 2004). As such, the working class is conditioned 

to accept their position in society for the good of social order as opposed to resisting or 

revolting against it (Lemert, 2004). Gramsci uses the term 'cultural hegemony' to refer to 

this type of ideological domination. 

Organic intellectualism was also a term that Gramsci identified to be useful in this 

paradigm. Gramsci (1971) noted that "all men are intellectuals, but not all men have in 

society the function of intellectuals" (p. 9). In order for the proletariat or working class to 

regain ideological control or resist these forms of domination, there is a need to establish 

one's own culture which would challenge the sanctioned 'norm' or 'values' that are 

imposed on society. For Gramsci (1971), hegemonic dominance heavily relied on the 

community's willingness to consent to the imposed norms and values. 
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Contemporary Critical Theorists  

By the late 1980s, more critical theorists emerged and began to provide a more in-

depth view of multicultural education (Gorksi, 1999). Contemporary critical theorists 

built on the work on James A. Banks by examining the inequities that exist in schools and 

proposing ways to combat them (Gorski, 1999). According to Gorski (1999), these 

critical theorists began to expand on multicultural education through new educational 

practices that were grounded in social justice education, critical thinking, and equal 

opportunity.  

Both Sleeter and Bernal (2004) and Ladson-Billings (2004) address Critical Race 

Theory (CRT). CRT is a theoretical approach to address and challenge systems of 

oppression by considering racism, classism, gender, and social movements and how these 

factors contribute to an oppressive society (Ladson-Billings, 2004; Sleeter & Bernal, 

2004). An important aspect of CRT is counterstorytelling which combats traditional 

views by drawing on real stories of people of color, focusing on their tradition, legacy, 

and history (Ladson-Billings, 2004; Sleeter & Bernal, 2004). Counterstorytelling focuses 

on the stories of people who are often ignored, and it helps retell history from the 

perspective of people of color (Sleeter & Bernal, 2004). CRT also examines Whiteness 

and why it is the “default racial identity” (Ladson-Billings, 2004, p. 58) while combating 

current understandings about equality and racism (Sleeter & Bernal, 2004).  

Ladson-Billings (2006) advocates for the importance of a culturally relevant 

curriculum. Culturally relevant teachers “assume that an asymmetrical (even 

antagonistic) relationship exists between poor students of color and society”, and they use 

this state of mind to combat inequities in education (Ladson-Billings, 2006, p. 34). The 
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way that teachers view and approach their students is highly important, and teachers 

should treat all students as though they possess potential (Ladson-Billings, 2006; Milner, 

2015). Teachers who are culturally relevant also recognize the conditions in which their 

students live. For example, some students are “school dependent” meaning they rely on 

the school to meet their basic needs, such as nutrition, academic assistance, and life 

experiences such as field trips (Ladson-Billings, 2006; Milner, 2015). When approaching 

school dependent students, teachers must recognize that some students may require more 

support from the school system, yet these students should not be treated as though they 

have a deficit (Milner, 2015).  

Ladson-Billings (2006) claims that teachers engaged in culturally relevant 

curriculum must reshape the curriculum; it should be adapted considering the situation 

that students are living in while considering the importance of each aspect of the 

curriculum. Ladson-Billings (2006) also describes cultural competence, a term that refers 

to developing the student’s respect for their own culture while also developing their 

knowledge about the wider culture or the culture in which they will be improving their 

socioeconomic status. Another important term is sociopolitical consciousness, which 

refers to helping students use their skills to assess their own social position and its 

context (Ladson-Billings, 2006).  

Sleeter and Bernal (2004) also introduce two other critical theories: critical 

pedagogy and anti-racist education. Critical pedagogy involves challenging the way 

schools work by examining and reflecting on culture and focusing on social class (Sleeter 

& Bernal, 2004). Class plays an important role, and the authors explain, “increased 

poverty, racial strife, incarceration of youth of color, movements of people around the 
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globe, and corporate-driven school reforms can be understood more clearly when class is 

part of the analysis,” (Sleeter & Bernal, 2004, p. 243). Critical pedagogy also deals with 

empowerment and the problem-posing process and the analysis of language and literacy 

which can also connect to bilingual education (Sleeter & Bernal, 2004).  

Anti-racist education addresses changes that can combat racism and social 

oppression by challenging racism, addressing racist practices in schools such as tracking, 

incorporating culture in power relations, involving the community, and fighting the 

normalization of White dominance (Sleeter & Bernal 2004). Specifically, Sleeter & 

Bernal (2004) explain that anti-racist education “challenges systemic racism” (p. 250) 

through the more direct approach of addressing systems of White supremacy and 

oppression opposed to simply discussing cultures of minority students. 

Moll and Gonzalez (2004) discuss the funds-of-knowledge approach, which 

celebrates the unique knowledge that students bring to the classroom due to their diverse 

cultural backgrounds. In a system in which one majority culture is represented on 

standardized tests and the use of Spanish has been banned from classrooms (Darling-

Hammond, 2010; Spring, 2007), the funds-of-knowledge approach gives teachers a way 

to positively address differences in the classroom (Moll & Gonzalez, 2004). Moll and 

Gonzalez (2004) advocate for the idea that teachers must also allow their students to 

teach. This idea is similar to Freire’s (1970) idea of a dialogue between the teacher and 

students. Educators should incorporate cultural resources such as relevant literature and 

family and community involvement, and this allows educators to push beyond the 

boundaries of traditional schooling and allow their students to explore and have new 

ideas (Moll & Gonzalez, 2004). In addition, teachers should reframe their perceptions of 
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diversity to recognize that students from diverse households have exponential amounts of 

unique knowledge to offer the classroom (Moll & Gonzalez, 2004). 

Finally, Landsman (2006) makes various claims related to multicultural 

education. He addresses the concept of subtle racism: through subtle racism, educators 

often allow their minority students to slide by with minimal effort instead of challenging 

them to succeed (Landsman, 2006). This dilemma has also been termed permission to 

fail, and Ladson-Billings (2002) describes this type of passive instruction in which 

teachers choose to push students of color through the school system without demanding 

they achieve academic success. By making allowances for minority students, teachers are 

feeding into students’ beliefs that failure is ingrained in their nature, thus high 

expectations are important for all students (Landsman, 2006). 

In addition, similar to Moll and Gonzalez’s (2004) funds-of-knowledge approach, 

Landsman (2006) also advocates for the idea that students must have a voice in the 

classroom; the more students vocalize their own beliefs and ideas, the more inclusive the 

curriculum becomes. In addition, Landsman (2006) explains the importance of 

incorporating Ebonics in the classroom. It can benefit students when teachers recognize 

that Ebonics is a valid language that many students use in their homes and with their 

peers. In particular, to validate students’ home language while also teaching students 

standard English, educators can encourage adolescents to “translate” their work into 

standard English (Landsman, 2006). By using the word “translate”, the teacher is 

recognizing that Ebonics is a legitimate language while teaching them to code switch to 

the language that most of their official work must be in (Landsman, 2006). Finally, 

Landsman (2006) also explains the importance of redefining giftedness in schools. 
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Instead of basing gifted programs on academic ability, teachers must also consider 

original thinking and problem-solving. 

These critical theorists encompass multicultural education and its implementation 

in the classroom. The various strategies and pedagogical practices proposed by modern 

critical theorists all stem from the work of Freire and the idea of hegemony. The modern 

critical theories can be seen in the implementation of multicultural education in today’s 

schools. Chapter Four examines how these critical theories were implemented in the Raza 

Studies program, specifically focusing on the elements of equity pedagogy present in the 

case study.  

 

Equity Pedagogy  

 Equity pedagogy is one of the five dimensions of multicultural education 

proposed by Banks (2004), and it is also the basis for this study as it was implemented in 

the Raza Studies program. Equity pedagogy connects back to the theoretical framework 

of this study built upon Freire’s (1970) liberation pedagogy and critical pedagogy. Freire 

(1970) highlights the importance of student involvement and engagement and the 

importance of education to escape oppression. Similarly, equity pedagogy encourages 

students to be agents of change in their oppressive society. 

 

Banks and Banks’ Historical Definition  

Banks and Banks (1995) define equity pedagogy as “teaching strategies and 

classroom environments that help students from diverse racial, ethnic, and cultural groups 

attain the knowledge, skills, and attitudes needed to function effectively within, and help 

create and perpetuate, a just, humane, and democratic society,” (p. 152). For equity 
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pedagogy to be implemented, students must take an active role in their learning by 

becoming agents of social change and getting involved in the classroom discussion and 

activities (Banks and Banks, 1995). Freire (1970) emphasizes the importance of student 

engagement in the dialogue of the classroom and participate in problem-posing 

education; similarly, equity pedagogy requires the student’s involvement both in the 

classroom and as social agents working to fight against oppression (Banks and Banks, 

1995). For equity pedagogy to be implemented, current school structures must be 

dismantled. Both Freire (1970) and Banks and Banks (1995) agree that the power 

relationship between student and teacher must be redefined; students should be actively 

engaged in the creation of knowledge opposed to the banking model of education.           

Banks and Banks (1995) suggest many pedagogical strategies for the 

implementation of equity pedagogy: (1) The culture and structure of schools must be 

changed to create a more positive and welcoming environment; (2) Class time should be 

extended to allow more time for critical reflection and discussion between the student and 

teacher; (3) Classrooms should be set up in “learning centers” to encourage peer 

interaction and discourage the banking model of teaching; and (4) Discussion should be 

greatly encouraged both among peers to build the social context of the classroom and 

between students and multiple teachers to foster critical thinking. Content integration is 

highly important to an equitable classroom as well. Curriculum should be relevant to 

better suit a diverse student population, and the concepts taught should be made to relate 

to the real world (Banks & Banks, 1995). The curriculum and important skills 

emphasized in the school setting should be meaningful to the lives of the students. 
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         According to Banks and Banks (1995), teachers who practice equity pedagogy 

must have knowledge about the culture of their students, and they must be willing to self-

analyze their own inherent biases. Additionally, teachers must understand the history of 

the different cultural and ethnic groups their students come from, and they must also 

understand that learning styles differ across different cultures (Banks & Banks, 1995). 

Banks and Banks (1995) explain, “teachers should look beyond the physical 

characteristics of students and consider the complexity of their individual and group 

experiences,” (p. 157), and teachers who are well-versed in equity pedagogy are able to 

use the diversity of their students to their advantage instead of ignoring differences. 

Equity pedagogy as defined by Banks and Banks (1995) means student-centered 

education; heritage, culture, and unique funds-of-knowledge should be celebrated and 

incorporated in the classroom. 

 

Social Justice Education 

Although the term equity pedagogy is no longer used in modern-day educational 

settings to describe such an approach to multicultural education, terms such as Social 

Justice Education describe modern adaptations of equity pedagogy. There exist various 

terms equivalent to Social Justice Education such as emancipatory pedagogy, culturally 

responsive teaching, and transformative pedagogy (Sleeter & Grant, 2007). Sleeter and 

Grant (2007) define Social Justice Education as pedagogy which makes equity and justice 

a common goal by emphasizing unity across differences and a focus on equity, which 

reaches toward a goal of “equal results for diverse communities,” not simply equal 

opportunity (p. 184). Social Justice Education addresses concerns of oppression and 

social inequality on the basis of differences such as race, gender, social class, etc. (Sleeter 
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& Grant, 2007). Social Justice Education is established in the ideas of Freire (1970); just 

as Freire advocates for the questioning of society and the empowerment of those who are 

oppressed, Social Justice Education focuses on educating the oppressed and critical 

reflection on the state of society (Sleeter & Grant, 2007).  

Social Justice Education is built upon the many critical theories of multicultural 

education such as CRT. Sleeter and Grant (2007) discuss the importance of recognizing 

the oppression that students are already fighting. Culturally relevant curriculum can 

provide the students with examples of real-world resistance, and these examples can start 

a dialogue about social issues that the students can identify with (Sleeter & Grant, 2007). 

Sleeter and Grant (2007) also discuss the sociological theory of culture and claim that it 

should be viewed as a regular part of life, not just a reproduction of someone’s living 

conditions. Through this mindset, these innate differences become a place of power. 

Children learn and recall information more successfully if it involves their culture and 

home language, and those who teach Social Justice Education feel that “connecting one’s 

sense of self with the authority to create and use knowledge for one’s own purposes and 

the good of one’s community is empowering,” (Sleeter & Grant, 2007, p. 196). 

Sleeter and Grant (2007) address various recommended practices for the 

implementation of Social Justice Education. First, practicing democracy must include 

critical thinking, empowerment, and thoughtful decisions (Sleeter & Grant, 2007). 

Teachers must guide and encourage critical reflection, and proponents of Social Justice 

Education believe the empowerment of students is the most effective way to deal with 

disciplinary issues (Sleeter & Grant, 2007). Additionally, teachers who practice 
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democracy in the classroom must involve parents in any decisions about the practices at 

school (Sleeter & Grant, 2007).  

Second, Sleeter and Grant (2007) explain the importance of reflecting on one’s 

own life circumstances. Students should think critically about their own lives and the 

social injustices that may be present (Sleeter & Grant, 2007). Freire (1985), for example, 

uses “empowering pedagogy as a dialogical process in which the teacher acts as a partner 

with students, helping them examine the world critically, using a problem-posing 

process” (p. 199). In addition, students must examine their position in the world as it 

relates to the dominant culture and how this effects their daily life (Sleeter & Grant, 

2007).  

Finally, Sleeter and Grant emphasize the significance of developing social action 

skills and the formation of coalitions across race, gender, and class lines. Social Justice 

Education seeks to “cultivate behavior that affirms and includes a wide diversity of 

students,” (Sleeter & Grant, 2007). Social Justice Education branches out of the theories 

of multicultural education because it emphasizes reflecting on and celebrating diversity, 

culturally relevant curriculum, and the incorporation of various learning styles. In 

addition, Social Justice Education is a direct branch off from equity pedagogy because 

both address the same ideals and have the same end goal in mind. Thus Social Justice 

Education can be viewed as a modern-day adaptation of equity pedagogy.   

 

Research in Support of Equity Pedagogy  

In “The Influence of Multicultural Educational Practices on Student Outcomes 

and Intergroup Relations,” Zirkel (2008) analyzes the positive impact of Banks’ five 

components of multicultural education on the achievement and intergroup relations of 
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students of color and shows that race and power issues must be addressed for 

multicultural education to be effective. Zirkel (2008) explains equity pedagogy addresses 

diverse learning styles, facilitates the achievement of low performers, encourages the 

active participation of students, and creates students that care about social change. 

Conclusions show that these practices not only improve academic achievement of 

students of color but all students; “multicultural educational practice also improves the 

learning, achievement, and engagement of all students – higher and lower achieving 

students, students of color and white students, lower and higher SES students,” (Zirkel, 

2008, p. 1167). However, these changes are hard to produce, and incorporating these 

multicultural practices involves a great commitment from educators. 

Cooperative learning is a branch of equity pedagogy that engages students 

academically by incorporating the use of peer interaction in the learning process (Gillies 

& Boyle, 2009). This strategy involves grouping adolescents with various levels of 

understanding to further comprehension and knowledge acquisition, and additionally, 

students are responsible for their own learning (NEA, n.d.). Zirkel (2008) claims for 

cooperative learning to be beneficial it must follow these guidelines: 

(1) The project undertaken by the group entails work that is actually best 

done by a group; (2) the project is open-ended, without a clear “right 

answer,” but one that requires high-level work; and (3) teachers actively 

and effectively work to subvert or deconstruct status differences between 

students (p. 1158). 

According to empirical research, when students engage in cooperative learning, they 

“show increased participation in group discussions, demonstrate a more sophisticated 
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level of discourse, engage in fewer interruptions when others speak, and provide more 

intellectually valuable contributions,” (Gillies & Boyle, 2009).  

Service learning, another branch of equity pedagogy, is a pedagogical method that 

applies content and learning to address a community need and to be successful, the 

service aspect must be connected to academics (Meuers, 2016). Empirical studies 

highlight the success of service learning in practice. According to Meuers (2016), service 

learning has been proved to increase graduation rates among students who are at risk of 

dropping out. Additionally, students who participate in service learning come to see 

themselves as agents of social change, develop leadership skills, have increased self-

confidence, and achieve higher standardized test scores (Meuers, 2016). As shown in the 

report Engaged for Success (Bridgeland, Dilulio, & Wulsin, 2008), 82 percent of students 

involved in service learning expressed a more positive attitude about their high school 

experience and 64 percent of students stated service learning may have an impact on 

keeping them and their peers from dropping out. In conclusion, service learning has been 

shown to improve students’ engagement, motivation, life skills while also improving 

school culture and creating a more relevant and meaningful classroom experience 

(Baumann, 2012; Meuers, 2016).   

Little empirical research exists on the impact of multicultural education and 

equity pedagogy in modern schools. There are many aspects of multicultural education 

that have yet to be researched. This study is significant because it explores a rare case in 

which an ethnic studies program was fully implemented in a public-school setting. 

Research in support of such a program is limited, thus it is important to look at the impact 

equity pedagogy had on the students in Tucson Unified School District. 
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Synthesis of Literature  

Although modern programs are making great strides in the implementation of 

equity pedagogy, most models of equity pedagogy today are limited because they are 

extracurricular. While these tenets of multicultural education are alive and well, and 

while there are contemporary models of equity pedagogy (often termed as Social Justice 

Education), these models are also supplemental or extracurricular and do not lend 

themselves into the public-school realm whereas Freire (1970) would state “humanizing 

education” does not occur.  

Chapter Two provided an overview of multicultural education, critical theories, 

and modern interpretations. In particular, Chapter Two introduced equity pedagogy, the 

lens in which the case study of the Raza Studies program will be examined. Limited 

research exists in support of equity pedagogy, and there have been few forms of equity 

pedagogy implemented at the public-school level. One case in which equity pedagogy 

occurred in a public-school setting was the Raza Studies program in Arizona. To 

reiterate, this study examines one case in which equity pedagogy did occur - while also 

narrating pitfalls, the aftermath of the removal, social action movements, 

legislative/federal debates, and the development of a program in the place of the Raza 

Studies program. Chapter Three provides a chronological overview of the case of the 

Raza Studies program, and this study is significant because there is limited research that 

highlights the rise and fall of an ethnic studies program.  
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CHAPTER THREE 

Case Study  

 

 

Theoretical Framework and Methodology 

Chapter One provided an overview of the inequities that exist in the public-school 

realm today. Minority students are being denied a fair chance to succeed through 

systematic oppression, bias, colorblindness, and the overemphasis on high stakes testing. 

Chapter One also introduced equity pedagogy as the theoretical framework for the study. 

Chapter Two provided a summation of multicultural education and its critical theories, all 

which relay connections to equity pedagogy. Chapter Two also noted the lack of 

sufficient empirical evidence suggesting the positive effects of equity pedagogy. Chapter 

Three explores the case of the Raza Studies program, detailing the founding of the 

program, opposition to the program, student and teacher responses to the elimination of 

the program, and a seven-year court battle against the legislative action which removed 

the program.   

As mentioned in Chapter One, this study uses equity pedagogy as a theoretical 

framework to examine the case of the Raza Studies program. Using Freire’s concept of 

critical pedagogy, the study examines the ways in which this ethnic studies program 

created emancipatory and authentic education. Additionally, the study uses equity 

pedagogy as a lens to examine the events that occurred during the rise and fall of the 

Raza Studies program. Through the course of the program, historical tenets of critical 

pedagogy in a modernized form called equity pedagogy as theorized by Banks and Banks 

(1995) are highlighted, specifically through a student focus.  
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This study examines the elements of equity pedagogy that are demonstrated by 

the students and teachers in the Raza Studies program. Chapter Three presents a complete 

chronological overview of the program. Phase One examines the beginning of the Raza 

Studies program and the pedagogical framework created by the founders. Phase Two 

discusses the negative reactions to the program, specifically the reactions of people in 

positions of power. Phase Three investigates the legislative action taken against the Raza 

Studies program. Phase Four reviews the reactions to the demise of the program by 

TUSD, teachers, and students. Finally, Phase Five presents the court ruling that 

determined the unconstitutionality of the law that led to the program’s demise and 

provides a description of the program that replaced the Raza Studies program.  

Chapter Four addresses the research question directly by determining the elements 

of equity pedagogy found throughout all five phases of the case study. Chapter Four also 

presents additional findings related to the case study and the events that occurred during 

the rise and fall of the Raza Studies program  

The theoretical framework, equity pedagogy, will be the basis for the analysis of 

the Raza Studies program, and the study explores the impact of multicultural education in 

Tucson Unified School District. This study examines how the successful implementation 

of equity pedagogy created an empowering school environment for Latino/a studies, and 

how these elements of multicultural education positively impacted students’ attitudes 

about school and academic achievement.  

The case study is considered to be an archival analysis. An archival analysis is an 

investigation which uses data gathered from archived records such as court cases, 

newspaper articles, and existing data (Vonk, 2018). While conducting an archival 
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analysis, it is important to be aware of the reliability and validity of sources, and 

additionally fact check sources to minimize errors from inaccurate coverage (Vonk, 

2018). An archival analysis is the research method for this study because there does not 

yet exist a complete study done which presents an overview of the rise, fall, and 

reinstatement of the Raza Studies program. For this chapter, information was compiled 

from a variety of archived sources to create a complete examination of the case study.  

This study combines various types of sources to create a thorough analysis of the 

Raza Studies program. Archived newspaper articles serve as a primary source of 

information and data. Additionally, official legislative and judicial documents provide a 

basis for the legal actions taken during the extent of the program. Information recovered 

from public statements from politicians, student prose, a documentary, and a book edited 

by the leaders of the Raza Studies program also contribute to the case study. Through 

these archival sources, this study provides a comprehensive examination of the case 

study.  

This approach is important in answering the research question because, in order to 

examine the ways in which equity pedagogy was implemented in the Raza Studies 

program, the study must first provide a complete overview of the events of the case 

study. There is no existent literature that highlights the case in full, nor is there evidence 

of equity pedagogy illustrated as a theoretical basis in a public-school setting. The 

archival analysis method allows for the culmination of information from a wide variety of 

sources.  
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Case Study  
 
 
Phase One: The Foundational Pedagogy of the Raza Studies program  

The Tucson Unified School District (TUSD) Mexican American Studies (MAS) 

program was first created in 1998 in response to a desegregation order filed against 

TUSD which called for integrated schools and attempted to close the achievement gap 

between Caucasian students, African American students,  and Latino/a students (Rao, 

2017; Cabrera, Milem, Jaquette, & Marx, 2014; Calacal, 2017). The MAS program 

evolved when Augustine Romero was appointed as head of the Hispanic Studies 

Department in 2002 with the aim of bridging the achievement gap for Latino students in 

order to comply with NCLB (Cabrera et al., 2014). Under Romero’s leadership, the 

Hispanic Studies Department was changed to the Raza Studies Department, and together, 

Romero and Dr. Julio Cammarota created the Social Justice Education Project, or SJEP 

(Cabrera et al., 2014). The SJEP started with one classroom of 17 students, those 

identified as the lowest performers in need of help (Cabrera et al., 2014). The original 

SJEP class counted as a social studies credit, and it involved action research and social 

justice projects; the goal was to involve the students as agents of social change (Cabrera 

et al., 2014; Owens, 2018). By the fall of 2005, the SJEP program had expanded into the 

Raza Studies program, and it grew throughout the school district, with four different 

schools offering MAS classes in social studies and language arts (Cabrera et al., 2014).  

 The TUSD Raza Studies program, or MAS program, was an ethnic studies 

program that reflected the experiences and cultures of the Latino population (Cabrera et 

al., 2014). The foundational pedagogy was rooted in fighting against systematic 

oppression, and attaining a high school diploma was seen as a way to fight oppression by 
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overcoming the school-to-prison pipeline and creating greater opportunities for students 

of color (Cabrera et al., 2014). The Raza Studies program involved questioning 

traditional curricular models which contain limited perspectives that only address the 

point of view of the majority population, leaving minority voices unheard (Cabrera et al., 

2014; Owens, 2018). Additionally, the curriculum combatted limited perspectives by 

including texts from Mexican American and Indigenous authors with otherwise 

disregarded viewpoints (Cabrera et al., 2014; Owens, 2018). The pedagogy also included 

the intentional discussion of race, oppression, and power, and Cabrera (2014) explains, 

“the program developers asked MAS educators not to see students as blank slates but as 

capable people who are co-creators of knowledge,” (p. 1090). The Raza Studies program 

engaged students in the material, and students learned to identify as intellectuals, listen to 

all perspectives, and respect others. Additionally, struggling students who may have 

otherwise dropped out, were given a place in school where they were respected, valued, 

and pushed to succeed (Owens, 2018). 

The Raza Studies curriculum helped students to see themselves in school subjects 

through culturally relevant teaching in order to increase engagement and graduation rates 

(Owens, 2018). Raza Studies drew on the work of Paulo Freire; the students were 

required to engage in self-reflection, critique the world, and fight against oppression.  

They also read Freire’s (1970) Pedagogy of the Oppressed (Owens, 2018; Palos, 2011). 

Students were empowered by this challenge because they recognized that this text was 

normally read by graduate students, and although it was hard for them to understand the 

book initially, it was an incredibly rewarding experience (Cabrera et al., 2014; Owens, 

2018). Because the teachers recognized each student as important in the knowledge 
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construction process, the Raza Studies pedagogical model reflects Moll and Gonzalez’s 

(2004) funds-of-knowledge approach. Identifying funds-of-knowledge meant educators 

had to get involved in the community, get the community involved in school, and bridge 

the gap between home and school life (Cabrera et al., 2014). Additionally, the program 

was built upon Critical Race Theory (CRT), which primarily incorporates discussions 

about racism in the classroom in addition to the discussion of other forms of oppression 

(Cabrera et al., 2014).  

 Romero and Cammarota called their pedagogy specific to the Raza Studies 

program “Critically Compassionate Intellectualism,” or CCI, and it “required teachers to 

develop the critical consciousness of the students, push students to see themselves as 

intellectuals, and help students become agents of change,” (Cabrera, et al., 2014; Owens, 

2018). CCI greatly relied on the use of counterstorytelling, an aspect of CRT, from a lens 

which reflected the three main ethnic identities in Tucson - Indigenous, Mexican 

American, and Euro American - and their culture and history (Owens, 2018; Romero, 

2014a). Romero (2014a) explains the use of counterstorytelling as such:  

… our students are encouraged to critically reflect upon themselves, their 

families, their community, and their overall lived conditions in order to 

begin the praxis-based process of constructing a counterstory that can be 

used as a tool of emancipation. These counterstories help us understand 

that the experiences of [our students] are reality, a reality that is 

perpetuated by a state of racialized hegemony that becomes one of the 

primary variables within the ontological and epistemological 

understanding of not only our students, but all students (p. 17).  

 

In addition, Romero (2014a) states the CCI model is based on six elements: “the 

nurturing of blossoming intellectualism (xinachtli) through authentic caring, pedagogy de 

los barrios, students as creators of knowledge, focus on collective and individual agency, 

organic intellectualism, and academic and personal transformation” (p. 19). Figure 2 
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gives an overview of the CCI model. As shown, CCI incorporates aspects of multicultural 

education such as Social Justice Education and culturally relevant pedagogy.   

 

 

Figure 2. Critically compassionate intellectualism model. Reprinted from Raza studies: 
the public option for educational revolution (p. 18), by Cammarota, J., & Romero, A. 
(Eds), 2014, Tucson: The University of Arizona Press. Copyright 2014 by The Arizona 

Board of Regents.  

 

As a part of a regular day in the Raza Studies program, a few of the teachers, 

specifically one named Curtis Acosta, started each class with a Chicano clap and the 

reciting of Luís Valdez’s poem “In Lak’Ech” (See Appendix B) (Owens, 2018). Acosta 

explains the words to the poem are his rules for the classroom, and even more than that, 
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they are a way of life (Palos, 2011). The recitation of the poem created unity among 

students, especially because the poem was recited in both Spanish and English (Owens, 

2018). In addition, the Chicano clap has historical and cultural meaning, as it was 

originally used by indigenous Chicanos to communicate and inspire a sense of unity 

(Owens, 2018).  

 

Statistics in Support of Raza Studies  

 Students who participated in Raza Studies were more likely to be Latino/a, and it 

is worth noting this is due to the fact that TUSD primarily serves Latino/a students, with 

currently 90% of Pueblo High and 61% of Tucson High being Latino/a students (Cabrera 

et al, 2014; Owens, 2018). Students in Raza Studies were primarily from lower 

socioeconomic backgrounds, and while they were less likely to be designated as special 

education, they were more likely to be English Language Learners (Cabrera et al., 2014).  

In the empirical study conducted by Cabrera et al. (2014), results demonstrated a 

strong relationship between participation in the Raza Studies program and student 

academic achievement, and this positive effect increases the more Raza Studies classes a 

student takes. Cabrera et al. (2014) establish that although students in Raza Studies had 

lower GPAs in the 9th and 10th grade than their non-participating peers, their Arizona 

standardized test, or AIMS, scores and graduation rates were higher. These results are 

telling in light of the fact that Raza Studies was only offered to 11th and 12th grade 

students. Although the students who participated in the Raza Studies program were the 

lower performing students, their AIMS scores and graduation rates were higher than their 

non-participating peers. This reflects a huge improvement for these students (Cabrera et 

al., 2014). In addition, students who took Raza Studies even scored above their non-
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participating peers on the math section of the AIMS test, suggesting that Raza Studies 

improved students’ overall educational achievement, not just their scores in the subject(s) 

they took through the program (Calacal, 2017).  

The graduation rate for students in Raza Studies was 5-11% higher than that of 

their non-participating peers (Owens, 2018). Data shows a correlation between the 

existence of the Raza Studies program and the graduation rate for TUSD students. In 

2007, the national graduation rate for Hispanic students was 68%, yet the graduation rate 

was between 85-92% for TUSD students (Owens, 2018). After the Raza Studies program 

was shut down, the graduation rate for TUSD students fell below the national average 

(Owens, 2018). It can be concluded through empirical research that Raza Studies 

benefited students academically.  

Additionally, student testimony suggests the power of the program on a 

psychological level. Students engaged in the program shifted to more positive viewpoints 

about education and were empowered to succeed and even pursue higher education 

(Romero, 2014a). In the documentary film Precious Knowledge, students described how 

the Raza Studies program affected them: “For someone who felt so out of place, it feels 

good to have a home,” and “this space saved me in a way,” (Palos, 2011). One student 

even recounted feeling that the school system was against him, but through Raza Studies, 

he became really interested in the content and confidently stated that he even raised his 

grades in all his classes to A’s and B’s (Palos, 2011). Student testimonies show the power 

of the program and how it was able to alter students’ educational experiences (Romero, 

2014a).  
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Phase Two: Gaining Attention and Criticism of the Program 

 The Raza Studies program went many years without public attention, but in 2006 

in a speech to TUSD high school students, Dolores Huerta, a civil rights activist who 

worked alongside Cesar Chavez during the labor movement in the 1900s, proclaimed her 

monumental statement “Republicans hate Latinos” (Rao, 2017). The Raza Studies 

program gained public attention, and controversy sparked among Republican leaders and 

Raza Studies advocates throughout the state of Arizona over the intentions and 

pedagogical practices of the program (Thorne, 2008). In particular, Tom Horne, 

Arizona’s Superintendent of Public Instruction, overheard the statement and was 

infuriated (Calacal, 2017). Horne, concerned about discussions of race in the Raza 

Studies program, requested access to the textbooks and curricula used, but TUSD denied 

his request (Thorne, 2008). Horne did not back down, and he continued to fight against 

the Raza Studies program.  

In “An Open Letter to the Citizens of Tucson,” Horne (2007) expressed his 

concerns about the program, claiming that students should be treated as individuals 

instead of members of a particular racial group. Horne stated that Raza Studies is 

teaching “destructive ethnic chauvinism” (p. 2), placing far too much emphasis on race 

instead of content or character, and teaching students they are oppressed. Tom Horne 

(2007) used the ideas of Dr. Martin Luther King Jr. to back his claims that race should 

not be discussed explicitly in public schools: 

In the summer of 1963, having recently graduated from high school, I 

participated in the civil rights march on Washington, in which Martin 

Luther King stated that he wanted his children to be judged by the content 

of their character rather than the color of their skin. That has been a 

fundamental principal for me my entire life, and Ethnic Studies teaches the 

opposite (p. 1).  
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Tom Horne also expressed concern about the extra-curricular club at TUSD called 

M.E.Ch.A., which stands for Movimiento Estudiantil1 Chicano/a de Aztlan, and in his 

final supplement to the letter three years later, Horne (2010) cited the goals and 

constitution of M.E.Ch.A. to be the reclaiming the land of indigenous Chicano/a people. 

However, the objectives of M.E.Ch.A. as stated in the amended constitution in 1996 

include the following: Chicano empowerment in an educational, cultural, economic, 

political, and social setting, responsibility for Chicano identity and culture, responsibility 

for encouraging other Chicanos to pursue higher education, and the implementation of 

action plans for the Chicano community (M.E.Ch.A. National Conference, 1996). These 

goals do not align with the articulated goals that Tom Horne (2010) claims to be the goals 

of M.E.Ch.A., however, he uses this point to speak against Raza Studies.  

Tom Horne was not alone in his critique of the Raza Studies program. Thorne 

(2008) claims the Raza Studies program “will ultimately only stunt students’ scholastic 

growth, breed bitterness, and propagate racial division,” and additionally, opponents who 

took a colorblind approach to race in the classroom believed that Raza Studies 

perpetuated racism instead of helping students overcome racism (Fernandez & Hammer, 

2012). Furthermore, opponents of Raza Studies even harbored concern that the program 

had a Marxist undertone, and teachers were encouraging students to overthrow the 

government and hate people that are not Latino/a (Calacal, 2017; Fernandez & Hammer, 

2012). Opponents believed that the use of materials such as Friere’s (1970) Pedagogy of 

the Oppressed was cause for concern at the motives of the program, and the study of the 

writings of Karl Marx, Vladimir Lenin, Mao Zedong, Che Guevara, and Fidel Castro 

                                                
1 “Movimiento Estudiantil” is Spanish for “Student Movement” 
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caused “suspicion that students [were] being indoctrinated to have a certain mindset of 

[Whites] versus [Latinos/as],” (Palos, 2011). John Huppenthal, Tom Horne’s successor as 

Superintendent of Public Instruction, also strongly opposed the Raza Studies program, 

and he is said to have compared the program to the Hitler youth program (Rao, 2017).  

In the attempt to eliminate the Raza Studies program, Republican lawmakers 

attempted a strike-all amendment to Senate Bill 1108. A strike-all amendment is an 

amendment to an already proposed bill which eliminates the entire text of the bill and 

inserts a completely new language, basically creating an entirely new bill (Parke, 2013). 

According to Parke (2013), strike-all bills are common in the Arizona legislature, and 

they are used when lawmakers want to avoid the introductory process, combat issues that 

arise after the deadline for new legislation, propose a bill which has been defeated in a 

prior session, or introduce a controversial bill in hopes to avoid the public comment 

process.  

The strike-all amendment to S.B. 1108, originally a bill associated with homeland 

security, was proposed in the spring of 2008 and was aimed specifically at Raza Studies 

(Romero, 2014b). The amendment states that the purpose of public education is to instill 

American values, and tax dollars allocated to public school education “should not be used 

to denigrate American values and the teachings of Western civilization” or “to promote 

political, religious, ideological or cultural beliefs or values as truth when such values are 

in conflict with the values of American citizenship and the teachings of the Western 

civilization,” (S.B. 1108, Ariz. 2008). In addition, the bill called for the inspection of 

school curriculum and materials by the state Superintendent of Public Instruction, and if 

they were in violation of S.B. 1108, the superintendent could withhold state tax dollars 
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from that particular school (S.B. 1108, Ariz. 2008). The bill was broad and caused great 

opposition, thus it was rejected on the Senate floor (Romero, 2014b).  

Following S.B. 1108, legislators made another attempt to dismantle the Raza 

Studies program with Senate Bill 1069, another strike-all amendment proposed in 2009. 

Although this bill was not passed by the legislature, it contained many of the same 

language that would later appear in 2010’s successful bill House Bill 2281 (Romero, 

2014b). The bill claimed that “public school pupils should be taught to treat and value 

each other as individuals and not based on ethnic background,” and it also defines two 

guidelines for prohibiting courses (S.B. 1069, Ariz. 2009).  

In an act of peaceful protest against the passage of S.B. 1069, the students of the 

Raza Studies program along with community members, educators, and others in support 

of the program, organized a run from Tucson to the Arizona State Capitol in Phoenix in 

June of 2009 (Romero, 2014b). Over fifty Tucsonans participated in the three-day 

Equality and Justice Run which took place in 113-degree heat and lasted over 130 miles 

through the desert of Arizona (Romero, 2014b; Palos, 2011). Hundreds of supporters 

joined as the run progressed, and by the time the group reached the capitol in Phoenix, 

there were over 300 participants (Romero, 2014b). The students led the run, and at the 

capitol, one student proclaimed, “I want to thank everybody that ran because it shows that 

no matter how far this bill goes, we’re here together in the Lucha2. And it will never end 

because we will always be united as one,” (Palos, 2011). The Equality and Justice Run 

was an act of protest against the passage of S.B. 1069 which would deem Raza Studies 

illegal, and it was grounded in traditional indigenous practices; it was believed that the 

                                                
2 “Lucha” is a Spanish word which translates to “fight” 
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run would channel positive change in the community and provide healing (Romero, 

2014b). S.B. 1069 was unsuccessful, and although the run did not directly prevent the 

passage of the bill, this act of protest further emphasized the enactment of equity 

pedagogy in the fight by the students and the teachers for the preservation of the Raza 

Studies program.  

Huppenthal, Horne, and other opponents of Raza Studies finally succeeded in 

ending the program through Arizona House Bill 2281, later to be known as Arizona 

Revised Statute §15-112 (Rao, 2017). H.B. 2281 was specifically written to target the 

Raza Studies program in TUSD (Owens, 2018). This particular bill stated that students in 

public schools should be taught to respect people as individuals regardless of their race 

(H.B. 2281, Ariz. 2010). The bill set four distinct guidelines for an illegal program of 

instruction. According to H.B. 2281 (Ariz. 2010), a state or charter school’s program is 

illegal if it has any of the following characteristics:   

1. Promote the overthrow of the United States government 

2. Promote resentment toward a race or class of people 

3. Are designed primarily for pupils of a particular ethnic group 

4. Advocate ethnic solidarity instead of the treatment of pupils as 

individuals 

 

The bill also proclaimed schools that are found in violation of the H.B. have 60 days to 

comply or the state board of education or superintendent of public instruction may 

instruct the department of education to “withhold up to ten percent of the monthly 

apportionment of state aid,” (H.B. 2281, Ariz. 2010). 

Arizona Senator John Huppenthal had a pivotal vote in the legalization of H.B. 

2281 (Palos, 2011). While conducting his research on the Raza Studies program, 

Huppenthal attended a class period with teacher Curtis Acosta (Palos, 2011). His visit is 
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recorded in the documentary Precious Knowledge, and the students and Huppenthal 

engaged in a discussion about the fear legislative members had about the program, such 

as the use of Pedagogy of the Oppressed (Palos, 2011). Students conversed with 

Huppenthal, discussing topics such as the Civil Rights Movement, oppression, and 

stereotypes, and one student thanked Huppenthal for his attendance at the end (Palos, 

2011). In a video interview after his visit, Huppenthal expressed his concerns about the 

program, including the fact that there was a poster of Che Guevara but no poster of 

Benjamin Franklin (Palos, 2011). The students and teachers of the Raza Studies program 

anxiously awaited the final decision on H.B. 2281, as its passage could mean the end of 

their beloved program (Palos, 2011).  

 

Phase Three: Arizona H.B. 2281 is Signed into Law 

 After H.B. 2281 passed in the Arizona Senate and House, it was sent to Governor 

Jan Brewer to be signed into law (Palos, 2011). The students and other supporters of 

Raza Studies protested Jan Brewer’s signing of the bill with a peaceful demonstration of 

posters and chanting (Palos, 2011). The Tucson Brown Berets, a group founded on the 

premise of protecting Chicanos from police brutality, also joined in support of the 

students (Palos, 2011; Estrada, n.d.). Through marches, protests, and peaceful opposition, 

the students and teachers of the Raza Studies program fought back against Horne, 

Huppenthal, and Jan Brewer (Palos, 2011).  

Arizona House Bill 2281 was passed in May 2010 and signed into law by 

Governor Jan Brewer effective as of December 2010 (Cabrera et al., 2014; H.B. 2281, 

Ariz. 2010). That same year, Arizona legislature also passed Senate Bill 1070, a powerful 

immigration bill which allows law enforcement to stop and question anyone they believe 



 55 

may be an undocumented immigrant for any reason (Rao, 2017). This bill particularly 

targeted Latino/a people and other immigrants of color and was a reminder of Arizona’s 

toxic political environment and history of discrimination and oppression (Kunnie, 2010).  

On his last day in office as superintendent of public instruction, Tom Horne 

declared the Raza Studies Program in violation of H.B. 2281 (Horne, 2010; Rakoff, 

2015). On December 30, 2010, Horne issued a public statement claiming the Raza 

Studies program violated all four statutes set forth in H.B. 2281, but specifically statutes 

three and four (Horne, 2010). In particular, Horne (2010) spent the majority of his public 

letter providing evidence that the program was designed with Hispanic American 

students in mind. He focused on the specific language of the bill, which stated that a 

program is in violation if it is designed “primarily” with an ethnic group in mind (Horne, 

2010). Although Raza Studies allowed students of all races to participate, the majority of 

participants were Latino/a and the TUSD website description of the program speaks 

specifically about Latino/a students, and therefore Horne stated the program without a 

doubt is designed “primarily” for one ethnic group (Horne, 2010).  

 Tom Horne also included testimony from former TUSD teacher John Ward. 

Horne (2010) adamantly stated that Ward was Hispanic, “despite his name” (p. 4). Ward 

spoke negatively about Raza Studies, claiming the program teaches Latino/a students 

distrust for the school system and resentment toward a society Raza Studies teachers 

claim is racist (Horne, 2010). Horne (2010) also expressed concern over the written 

materials used in the Raza Studies classrooms such as Pedagogy of the Oppressed, 

Occupied America, and Mexican American Heritage. Although much of what he cited 

was taken out of context, Horne was apprehensive about the inclusion of these texts, 
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specifically concerned that they “advocate ethnic solidarity” (Horne, 2010; H.B. 2281, 

Ariz. 2010). In conclusion, Horne’s statement declared the Raza Studies program out of 

compliance with H.B. 2281 and declared TUSD had 60 days before state tax funding was 

revoked (Horne, 2010).  

 Days after Horne declared Raza Studies illegal, John Huppenthal took office as 

his successor and the new superintendent of public instruction. On January 4, 2011, the 

day after he was sworn in, Huppenthal too issued a statement finding Raza Studies in 

violation of H.B. 2281 (Romero, 2014b; Rakoff, 2015). Huppenthal admitted that limited 

materials were reviewed, but he claimed the texts he and associates reviewed from the 

Raza Studies program portrayed Whites as oppressors and only displayed the Latino/a 

perspective, thus violating section two (Huppenthal, 2011). Additionally, Huppenthal 

(2011) proclaimed Raza Studies in violation of section three of H.B. 2281 based on the 

Mexican American Studies model on the program’s website. Finally, Huppenthal (2011) 

stated the program’s aspects of Hispanic unity violate section four of the bill.  

 In an attempt to find evidence that the Raza Studies program violated the bill, 

John Huppenthal commissioned a Texas-based firm to do an audit on the program’s 

curriculum and pedagogy (Owens, 2018). Known as the Cambium Report, this audit was 

published in May of 2011, and although Huppenthal hoped the report would determine 

that Raza Studies violated the bill, the report said otherwise (Owens, 2018). The report, 

which was based on group interviews, unannounced classroom observations, and data 

analysis, showed a strong link between Raza Studies participation and academic success, 

and auditors reported the program was in line with state standards (Fernandez & 

Hammer, 2012; Owens, 2018). Auditors also noted the high levels of student engagement 
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and critical thinking skills in addition to the harmonious way students worked 

collaboratively with their peers from different backgrounds (Owens, 2018). Although the 

report did not claim that the program violated H.B. 2281, the fight still continued as 

Horne, Huppenthal, and other opponents pushed for the end of the program.   

 Although it is easy to argue that the Raza Studies program was in violation of 

H.B. 2281, it is important to recognize the racist undertones of the House Bill (Romero, 

2014b). In particular, although it is clear that the Raza Studies program violates section 

three because the courses were designed with Latino/a students are the target group, this 

section of the bill is grounded in racism (Romero, 2014b). If the Arizona legislature were 

to truly ban all courses “designed primarily for pupils of a particular ethnic group” (H.B. 

2281, Ariz. 2010), this would have to include the curriculum that exists in public schools 

that only show the perspectives, culture, and history of White students. As presented in 

Chapter One, the voice of the minority is not being heard in public schools, thus many 

classes are inherently designed primarily for White students.  

 In conclusion, the inaction of H.B. 2281 led to the beginning of the end of the 

Raza Studies program. As Horne and Huppenthal declared the program to be illegal, 

TUSD was confronted with the loss of ten percent of state funding (about $15 million per 

year), TUSD had to decide what to do with the Raza Studies program, and teachers and 

students began to fight back (Calacal, 2017; Martinez, 2011).  

 

Phase Four: The End of Raza Studies 

Following Horne and Huppenthal’s declarations in late December of 2010 and 

early January of 2011, TUSD passed a resolution of intent to follow the state law of H.B. 

2281, and according to the bill, TUSD had 60 days to comply with the bill (Herreras, 
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2011a). On January 8, 2011, John Roll, Chief Justice for the United States District Court 

for Arizona, was shot and killed in an intentional shooting at a political event for 

Congresswoman Gabrielle Giffords (Biggers, 2011; Lacey & Herszenhorn, 2011). Due to 

the toxic political environment in Arizona, John Roll had already received death threats 

for his involvement in immigration cases (Lacey & Herszenhorn, 2011). Chief Justice 

Roll was assigned to see the case against H.B. 2281, and after his death, TUSD received a 

45-day extension to be in compliance with the bill (Biggers, 2011).  

After the passage of H.B. 2281 and the declarations by both Horne and 

Huppenthal, Tucson Unified School District began to take action to avoid the loss of 10% 

of state funding. TUSD board president Mark Stegeman proposed the Stegeman 

Resolution which recognized the importance of valuing diverse viewpoints, but also 

called for the Raza Studies courses to be demoted to electives (Cabrera, Meza, & 

Rodriguez, 2011). The teachers in the Raza Studies program were frustrated with this 

resolution. In a statement made in protest of the resolution, Raza Studies teacher Curtis 

Acosta explained that demoting the Raza Studies classes to electives would mean 

students would have to choose to sacrifice their electives, such as art or music, to add 

another history or literature course (Three Sonorans News, 2011).  

Additionally, Acosta noted the existence of an AP European History class offered 

in TUSD; this European history course allowed some students to take a history class 

relevant to their heritage as a core class credit, while the Latino history course only 

counted as an elective (Three Sonorans News, 2011). Acosta argued that the Stegeman 

Resolution was not consistent due to this discrepancy with European history, and it taught 



 59 

students that “one people’s experience is more valuable than another” (Three Sonorans 

News, 2011).  

The students of Raza Studies also fought back against the Stegeman Resolution. 

Students were devastated at the passage of H.B. 2281 and the potential end to the Raza 

Studies program. In the first week of 2011, inspired by their lack of voice in an issue that 

most concerned them, many students who participated in Raza Studies banded together to 

form a political action organization called UNIDOS, the Spanish word for “united” and 

an acronym for “United Non-discriminatory Individuals Demanding our Studies”, in an 

attempt to fight for their ethnic studies program (Cabrera et al., 2011; Davis, 2017). 

Members of UNIDOS met on the weekends to discuss how to fight for their education 

and the preservation of their Raza Studies courses (Cabrera et al., 2011). Weekly 

meetings consisted of discussions on the teachings of the Zapatistas, Black Panthers, and 

Martin Luther King Jr., how to be politically engaged citizens, and the best strategies to 

employ in their fight for education (Cabrera et al., 2011). The students fought to save 

their beloved program through protests, marches, speaking at press conferences, and even 

posting relevant videos on a YouTube account called “Three Sonorans News” (Owens, 

2018).  

In a TUSD board meeting on April 26, 2011, the plan was to vote on the 

Stegeman Resolution and decide the fate of Raza Studies (Cabrera et al., 2011). Students 

who were members of UNIDOS attended the board meeting, and in an act of protest, 

chained themselves to the chairs in the boardroom chanting, “Our education is under 

attack, what do we do? Fight back!” (Cabrera et al., 2011). The students of UNIDOS read 

a “Ten Point Resolution” (See Appendix A) that demanded many changes to their 
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educational system, primarily that ethnic studies continue to count as core classes, and 

additionally an end to H.B. 2281, an equitable education, and the elimination of racist or 

anti-migrant policies (Cabrera et al., 2011; UNIDOS, 2011). Following the reading of the 

Ten Point Resolution, the meeting, and thus the vote on the Stegeman Resolution, was 

postponed (Cabrera et al., 2011). The students celebrated their victory with mariachi 

music and dancing, and no students were arrested for their act of peaceful protest 

(Cabrera et al., 2011).   

 The following week, on May 3rd, 2011, the TUSD school board attempted another 

meeting to decide the fate of the Raza Studies program. This meeting was Stegeman’s 

second attempt to present his resolution which would demote the Raza Studies classes to 

electives (Herreras, 2011b). Due to the students’ actions at the last board meeting, the 

meeting on May 3rd was on intense lockdown. The building was under high security even 

before the meeting started with more than 100 police officers, K-9 units, snipers, and 

bomb squads stationed outside the building. Nevertheless, hundreds of people gathered 

outside the building before the meeting even began (Cabrera et al., 2011; Herreras, 

2011b). In order to comply with open meeting laws, the audio from the meeting was 

played on speakers outside the building, but the audio was of poor quality and even 

inaudible at times (Herreras, 2011b). Eventually, the meeting concluded with the tabling 

of the Stegeman Resolution (Herreras, 2011b).  

The Raza Studies program was officially ended by TUSD on January 10, 2012 

(Rakoff, 2015). TUSD then replaced what was the Raza Studies program with culturally 

relevant curricula, which is discussed further in Phase Five (Fischer, 2017). Immediately 

following the elimination of the program, TUSD took action to remove the core books 
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used in the program from the classrooms (Ames, 2012). Classes were interrupted as 

people came to box up and remove books that were once a key aspect of the Raza Studies 

classes, and this “book banning” went viral as an issue of censorship (Owens, 2018; 

Ames, 2012). There were seven books removed from classrooms (see Appendix C for a 

complete list), including Freire’s Pedagogy of the Oppressed, Richard Delgado’s Critical 

Race Theory, and Rodolfo Acuña’s Occupied America: A History of Chicanos 

(Huicochea, 2012). 

 TUSD later issued a statement claiming the books were not actually banned, but 

they were simply removed to a district storage facility due to the suspension of the Raza 

Studies classes (Ames, 2012). They claimed that the seven books were not actually 

banned because they were still accessible in the school libraries, and their actions were 

misinterpreted (Ames, 2012). According to Ames (2012), all students throughout the 

district were able to reserve any of the supposedly banned books from the library.  

The teachers of Raza studies faced a grave reality as their classes were deemed 

illegal, and they eventually lost their classes and even their jobs (Palos, 2011). Eleven 

teachers formed a group known as Save Ethnic Studies in early 2010, and on October 18, 

2010, this group of teachers submitted their case which challenged the constitutionality of 

H.B. 2281 with Robert Martinez as the lawyer (Herreras, 2011a). Martinez and the 

teachers later added two TUSD students as defendants, Maya Arce and Korina Lopez 

(Rakoff, 2015). The 11 teachers wanted to get TUSD involved in the lawsuit, so they sent 

a letter on January 11, 2011, asking TUSD to join them in the suit against H.B. 2281, but 

they did not join willingly as plaintiffs, so they were added as defendants (Herreras, 

2011a).  



 62 

Phase Five: The Case Against H.B. 2281 and Culturally Relevant Curricula  

 What began as the lawsuit filed by Save Ethnic Studies in 2010 became a seven-

year court battle against H.B. 2281 (Tang, 2017). On January 10, 2012, the court heard 

Acosta v. Huppenthal, and Judge A. Wallace Tashima upheld H.B. 2281, dismissing the 

claims of the teachers in court (Rakoff, 2015; Schiffer & Nuño, 2014). The entirety of the 

11 teachers did not file an appeal, but the battle continued with Arce v. Huppenthal with 

the sole remaining plaintiff Maya Arce along with her father, Sean Arce, a former teacher 

in the Raza Studies program (Rakoff, 2015; Jung, 2017). Judge Tashima again dismissed 

the claims of the plaintiffs in 2013 (Jung, 2017).  

Diane Douglas replaced Huppenthal as Superintendent of Public Instruction in 

2015, and as one of her first acts in office, she conducted an audit on the current classes 

in TUSD and found them in compliance with H.B. 2281 (Fischer, 2017; Stephenson, 

2017). The case continued on appeal as Arce v. Douglas with Superintendent Douglas as 

the primary defendant along with the Arizona State Board of Education and members of 

the Board of Education (Rakoff, 2015). At the Ninth Circuit court in 2015, the court 

recognized that only TUSD’s Raza Studies program was targeted by H.B. 2281, and in 

addition, the court ruled that provision A(3) of H.B. 2281 was unconstitutional (Jung, 

2017). Judge Tashima concluded that there would need to be further proceedings to 

determine if First and Fourteenth Amendment rights were violated by H.B. 2281, so the 

case was remanded by the federal appeals court (Diaz, 2017; Jung, 2017).  

Finally, the case of González v. Douglas was heard in the summer of 2017 in 

Tucson’s Federal Court to determine if racism was behind the implementation of H.B. 

2281 (Rodriguez, 2016; Jung, 2017). On June 26, 2017, the first day of trial in the case of 
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González v. Douglas, UNIDOS organized a rally outside the courthouse (Davis, 2017). 

According to UNIDOS member Denisse Rebeil, the purpose of the rally was to inform 

the community of trial updates and encourage unity among the Latino/a community 

(Davis, 2017). Even five years after the Raza Studies program was eliminated, UNIDOS 

was still working to empower the community and continue the fight for the program 

(Davis, 2017). UNIDOS’s demands included the repeal of H.B. 2281 and the 

reinstatement of the Raza Studies program, and they gathered supporters from various 

locations, including neighboring states such as California (Davis, 2017).  

The court addressed First Amendment overbreadth and “viewpoint 

discrimination” claims, the Fourteenth Amendment Equal Protection Clause, and the 

Fourteenth Amendment void-for-vagueness claim (Rakoff, 2015). In the final decision, 

Judge Tashima stated that H.B. 2281 was unconstitutional due to racial animus, barring 

its enforcement and the withholding of state funds for noncompliance (Fischer, 2017). 

The official decision by Judge Tashima signed on August 22, 2017 states, 

The Court concludes that plaintiffs have proven their First Amendment 

claim because both enactment and enforcement were motivated by racial 

animus. The same evidence supporting the conclusion that defendants 

violated plaintiffs’ Fourteenth Amendment rights also supports the 

conclusion that defendants enacted and enforced A.R.S. § 15-112 for illicit 

reasons, rather than out of pedagogical concern. Additional evidence 

shows that defendants were pursuing these discriminatory ends in order to 

make political gains (González v. Douglas, 2017).  

 

In light of the decision in González v. Douglas, the restriction on “ethnic studies” 

programs in TUSD was made illegal. The students of UNIDOS, in response to the victory 

against H.B. 2281, stated, “As a community we celebrate this victory with all those who 

have supported and pursued the dismantling of this racist act against the Mexican-

American community,” (Astor, 2017).  
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 Despite the victory in court, the Raza Studies program has not been reinstated by 

TUSD (Rodriguez, 2018). After the demise of the Raza Studies program in 2012, TUSD 

created a new culturally relevant curriculum, which was created with the regulations of 

H.B. 2281 in mind (Rodriguez, 2018). This program involved the infusion of 

multiculturalism throughout all classes at TUSD; however, it lacked specific courses 

designed to empower students through the study of their culture (Tucson Unified School 

District, n.d.). The new Department of Culturally Relevant Pedagogy was created to 

comply with the district’s desegregation order (Stephenson, 2017). The culturally 

relevant courses included history from an African American perspective, and it was 

implemented at all high schools throughout the district (Tang, 2017).  

Although this new program incorporates elements from the previous Raza Studies 

program and some of the teachers from the original Raza Studies program are involved 

(Fischer, 2017; Rodriguez, 2018), Stephenson (2017) reports a stark contrast between this 

new program and the Raza Studies program. The teachers are assigned to teach these 

culturally relevant classes, and many of them are lacking training in teaching culturally 

relevant classes, while the old teachers of the Raza Studies program had a passion for 

these types of classes (Stephenson, 2017). The TUSD board eventually concluded they 

would not reimplement the Raza Studies program because they already have another 

program in its place, the culturally relevant curricula (Stephenson, 2017; Rodriguez, 

2018).  
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Summary of Case  

 Chapter Three introduced the methodology for the case study, an archival 

analysis. Through an archival analysis, Chapter Three provided a complete overview of 

the rise and fall of the Raza Studies program. The story of the Raza Studies program 

spans twenty years, and it is a testament to the power of equity pedagogy and 

multicultural education. The core pedagogy of the Raza Studies program, Critically 

Compassionate Intellectualism, was founded upon aspects of multicultural education such 

as counterstorytelling, CRT, culturally relevant content, and specifically, equity 

pedagogy (Cabrera et al., 2014; Romero, 2014a). As opposition rose against the program, 

the students and teachers fought against the dismantling of the Raza Studies program 

(Palos, 2011). In 2010, H.B. 2281 was signed into law, and this law led to the eventual 

removal of the Raza Studies program in 2012 (Cabrera et al., 2014). Even after the Raza 

Studies program was ended in 2012, the students of UNIDOS and the teachers continued 

the fight. The lawsuit which eventually led to H.B. 2281 being declared unconstitutional 

is an example of the power of the resistance by the teachers and students (Fischer, 2017).  

Chapter Four shows specifically how equity pedagogy was implemented in the 

case study. In particular, Chapter Four addresses the following research question: How 

was equity pedagogy implemented in the rise and fall of the Raza Studies program? In 

order to answer this question, Chapter Four considers the existent literature, and the 

theoretical underpinnings of equity pedagogy are examined in light of the Raza Studies 

program.  
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CHAPTER FOUR 

Analysis of Case Study 

 

 

As mentioned in Chapter One, this study will use equity pedagogy as a theoretical 

framework to examine the case of the Raza Studies program. Chapter Two provided a 

literature review which gave an overview of multicultural education and its critical 

theories. Chapter Three presented the case study of the Raza Studies program through the 

examination of five distinct phases. Phase One provided an overview of the foundational 

pedagogy of the Raza Studies program, while Phase Two then explained the opposition to 

the program and legislative action against it. Phase Three continued by addressing the 

successful H.B. 2281, and following that, Phase Four described the end to the program as 

a result of this bill. Finally, in Phase Five, the legal case against H.B. 2281 was detailed 

along with the newly implemented culturally relevant curricula.  

Chapter Four examines the existence of equity pedagogy in each phase of the case 

study. In Findings One, as equity pedagogy is applied to each phase, the study advocates 

for its implementation on a greater scale. The Raza Studies program is one of the few 

implementations of equity pedagogy in a public-school setting, thus this study is 

significant because it examines the program and how it impacted the students involved. 

Findings Two provides a discussion of the perceived threat of the Raza Studies course by 

those in positions of power. In the examination of the course texts, it is important to 

highlight the specific authors that legislators were concerned about. Finally, Findings 

Three considers the action by TUSD to demote the Raza Studies courses to electives. 

This action will be examined in light of the educational inequities presented prior.  
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Findings One: Equity Pedagogy Implemented in the Raza Studies Program 

Findings One directly addresses the research question: How was equity pedagogy 

implemented in the rise and fall of the Raza Studies program? Equity pedagogy is indeed 

relevant in this case study; as shown, each phase of the case study contains elements of 

equity pedagogy. Because the students were learning about social justice, resistance, and 

fighting oppression in the classroom, they were able to fight for their program and take 

action when they felt there was a lack of justice. This is true equity pedagogy in its 

essence because the students became agents of social change in their own community.  

Phase One describes the foundational pedagogy of the Raza Studies program and 

the beginning stage of the program. In Phase One, the founders of the program 

implemented aspects of multicultural education, specifically Social Justice Education, to 

build the pedagogy of the Raza Studies program, known as Critically Compassionate 

Intellectualism. Data proved the success of this pedagogy as students’ academic 

achievement rates increased and sentiment toward education grew more positive.  

Equity pedagogy was present in Phase One of the case study in various forms. In 

particular, the core pedagogy of the program, “Critically Compassionate Intellectualism,” 

reflected the philosophies of Freire and incorporated many aspects of equity pedagogy. 

The creators of the Raza Studies program created the original Social Justice Education 

Project with the goal of teaching students to become agents of social change (Cabrera et 

al., 2014). When the program expanded, so did its goals and pedagogy; the primary 

purpose of the program was to create a way for students to combat systematic oppression 

(Cabrera et al., 2014). This fight against oppression reflected Freire’s (1970) ideals as it 

required students to participate in their own liberation.  
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Additionally, encouraging the students to participate in democracy and engage 

with their community as change agents, the teachers of Raza Studies were implementing 

the key to equity pedagogy as expressed by Banks and Banks (1995). Students were 

challenged to critically reflect on the world and existing systems of oppression, thus 

exemplifying the ideas of Freire and aspects of equity pedagogy which involve discussion 

and critical reflection (Banks & Banks, 1995; Sleeter & Grant, 2007). Students regularly 

participated in critical discussion. For example, the documentary Precious Knowledge 

records a class in which students discussed the No Pass No Play policy (Palos, 2011). 

This interaction shows a prime example of the use of equity pedagogy in the classroom, 

specifically the relation of classroom concepts to the real world and the implementation 

of discussion-based learning (Banks & Banks, 1995).  

 In addition, the teachers of the Raza Studies program were implementing equity 

pedagogy in their classrooms on a daily basis. By requiring students to become agents of 

social change, to discuss topics of oppression and race, and to engage in dialogue in the 

classroom, the teachers of the program were requiring students to participate in equity 

pedagogy.  

The critical theories mentioned in the literature review can be found in the 

foundational pedagogy of the Raza Studies program. Critically Compassionate 

Intellectualism implements successfully implemented various aspects of multicultural 

education. Gramsci’s idea of hegemony is present in Phase One in the foundational 

pedagogy of the program, and it is also present in Phases Two, Three, and Four as it is 

found in the core belief systems of those who fought against the Raza Studies program. 

When addressing the modern-day school system, the educators of the Raza Studies 
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program recognized the hegemony that existed in their community and in the greater 

society.  

Romero (2014a) explained that the use of counterstories in the Raza Studies 

program was meant to combat the system of racialized hegemony that plagued society. 

Romero (2014a) also pointed out the role hegemony played in the fight against the Raza 

Studies program, 

This [hegemony] allows people to believe that the experiences of our 

students are an isolated abnormality. It allows people to excuse themselves 

from the dialogue because they are uncomfortable or because these 

realities counter their hegemonic rhetoric and their castle-in-the-sky 

visions of our society. It allows people to use the words of Dr. Martin 

Luther King Jr. as tools of their oppressive projects (p. 17). 

 

Romero (2014a) is speaking of those who criticized the Raza Studies program for 

teaching students about oppression and racism, specifically Tom Horne who quoted 

Martin Luther King Jr. in his “An Open Letter to the Citizens of Tucson,” (Horne, 2007). 

Those who criticized the Raza Studies program were influenced by their hegemonic view 

of society, and they could not recognize the positive benefits the program was having on 

the lives of the students. Additionally, because the founders of the Raza Studies program 

acknowledged the hegemony at play in their society, they created a pedagogy that would 

provide students with the tools to combat it.  

 Critical Race Theory is also present in the foundational pedagogy of the Raza 

Studies program. As Sleeter and Bernal (2004) and Ladson-Billings (2004) explain, CRT 

addresses and challenges systems of oppression and racism. Specifically, CRT uses the 

method of counterstorytelling to overcome traditional one-sided perspectives of the 

majority (Sleeter & Bernal, 2004). The Raza Studies program incorporated explicit 

discussions of race in the classroom (Cabrera et al., 2014). Counterstorytelling was an 
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important aspect of the curriculum as well; Raza Studies teachers use stories from the 

lenses of the three main ethnic identities in Tucson to retell history from the perspective 

of the cultures the students belonged to (Romero, 2014a; Owens, 2018). CRT was a 

primary aspect of the Raza Studies courses as students regularly participated in race-

based discussions.  

 Culturally relevant curriculum can be found in various phases of the case study. In 

Phase One, culturally relevant curriculum was a key aspect to the Critically 

Compassionate Intellectualism model. Teachers of Raza Studies had students study the 

works of Latino/a authors, and they incorporated relevant content into the learning 

environment. According to Ladson-Billings (2006), culturally relevant curriculum 

involves developing cultural competence or an understanding and respect for both the 

culture of belonging and other cultures. The students of the Raza Studies program learned 

about the Chicano culture and heritage to a great extent; they were taught that the 

Chicano people have a rich cultural heritage and history (Palos, 2011). Culturally relevant 

teaching was used as a way to get students more engaged and increase graduation rates 

(Owens, 2018). Indigenous practices were incredibly important to the classroom, as they 

were implemented on a regular basis to create a strong bond between the students and 

their cultural heritage. For example, teacher Curtis Acosta incorporated the Chicano clap 

at the start of each class (Owens, 2018). Additionally, students were taught to respect and 

value other cultures, thus exemplifying Ladson-Billings’ (2006) idea of cultural 

competence.  

 Phase One also contains elements of an anti-racist education, the critical theory 

discussed by Sleeter and Bernal (2004) which explicitly challenges racism and racist 
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practices. Students were led in discussions about racism, oppression, and power 

struggles, and the program involved the explicit discussion of race and oppression 

specifically with the reading of Pedagogy of the Oppressed. Anti-racist education was 

present in the pedagogical practices implemented in the early stages of the Raza Studies 

program. 

 Finally, Moll and Gonzalez’s (2004) funds-of-knowledge approach was present in 

Phase One in the foundational pedagogy of the Raza Studies program, as well. The 

educators of the Raza Studies program recognized each student as important to the 

knowledge construction process (Cabrera et al., 2014). One of the six core elements to 

Critically Compassionate Intellectualism is the nurturing of xinachtli, an “indigenous 

epistemology, concept, or principle meaning a process of nurturing the semillas (seeds) of 

knowledge… the implementation of CCI is a process wherein students and their 

knowledge are recognized and acknowledged as being precious semillas,” (Romero, 

2014a). Xinachtli referred to the appreciation and validation of the knowledge that each 

student brought to the classroom, and this reflects the approach Moll and Gonzalez 

(2004) describe. Thus, the funds-of-knowledge approach was present in the classrooms of 

the Raza Studies program as the teachers appreciated the unique knowledge each student 

brought to the classroom.  

Phase Two described the backlash against the Raza Studies program, specifically 

detailing action taken by Superintendent of Public Instruction Tom Horne and Senator 

John Huppenthal. There were two pieces of legislation proposed before the success of 

H.B. 2281, and students protested the passage of these bills with protests, marches, and 

community events. One particularly notable event was the Equality and Justice Run in the 



 72 

summer of 2009 to protest the passage of S.B. 1069. The students and teachers organized 

this community event in support of their program (Romero, 2014b). This act of protest 

against an oppressive bill shows how the students were involved in the perpetuation of a 

just and democratic society (Banks and Banks, 1995). By using their voices to fight for 

their education, the students exemplified the essence of equity pedagogy.  

 In Phase Three, H.B. 2281 was signed into law by Jan Brewer. Before Brewer 

signed the bill, the students of Raza Studies and other supporters protested the signing of 

the bill through a peaceful protest (Palos, 2011). In this act of protest, the students were 

acknowledging the inequities that would be created through the passage of H.B. 2281. 

Because the students had been taught how to fight against oppression and act as agents of 

social change, they were able to resist the passage of the bill. Although H.B. 2281 was 

still signed into law, the students’ act of protest demonstrated the impact that the Raza 

Studies program had on the students.   

 In Phase Four, the district had to decide what to do after the passage of H.B. 2281 

and the declaration of the program is in violation of the bill. TUSD board member Mark 

Stegeman proposed the Stegeman Resolution to demote the Raza Studies classes to 

elective status, and the teachers and students were not satisfied with this conclusion. 

Students and teachers formed their own organizations to protest against the end of the 

program. Eventually, the program was ceased entirely.  

Phase Four is the prime example of the students applying equity pedagogy outside 

of the classroom. When the Raza Studies program was a risk of ending, the students 

fought hard to save their program. When the students got together to form UNIDOS, they 

were continuing the social justice education from the Raza Studies program on their own. 
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They met together to discuss civil rights leaders, methods of resistance, and how to 

engage in a democratic society (Cabrera et al., 2011). The students implemented what 

they learned about becoming agents of social change and applied it to their fight for their 

Raza Studies program.  

Equity pedagogy is also present in the students’ resistance at the board meeting on 

April 26, 2011, particularly in their Ten Point Resolution (See Appendix A). It is clear by 

the resolution the students were extremely aware of their situation and the injustices 

present in their education. The students pointed out the inequities they face, and they 

called out racist policies in their school system (UNIDOS, 2011). This demand for equity 

and justice is an example of equity pedagogy in its essence.  

 Phase Five details the seven-year court battle that began with the lawsuit filed by 

the teacher group Save Ethnic Studies in 2010. The students participated in this court 

battle by remaining involved in the fight as plaintiffs in the various cases. Freire’s 

concept of the oppressed participating in their liberation was present as the students 

engaged in the fight against H.B. 2281. Equity pedagogy was present in this phase in the 

community event organized by UNIDOS on the first day of the court trials in 2017. Even 

years later, UNIDOS was still involved in the fight for ethnic studies in their community. 

By organizing the community event, they both demonstrated the relevance the program 

still had and continued to enact equity pedagogy in their fight against personal 

educational inequities.  

 In Phase Five, TUSD incorporated a new program in place of the Raza Studies 

program. This program was called “culturally relevant curricula,” and it involves the 

incorporation of culture into the learning environment (Rodriguez, 2018). This new 
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pedagogical model incorporates culturally relevant curriculum as described by Ladson-

Billings (2006). This aspect of multicultural education is present in the case study in the 

curriculum being used by TUSD to this day.  

In conclusion, the case study of the Raza Studies program reflects many of the 

aspects of multicultural education discussed in the literature review. The critical theories 

of multicultural education are relevant to this case because they were applied in 

educational practice. The Raza Studies program is a rare example of various aspects of 

multicultural education being applied in a public-school setting. This is important to 

recognize because there is limited research on the effectiveness of these multicultural 

approaches.   

 It is important to note that equity pedagogy is present throughout the case of the 

Raza Studies program. It was first implemented in Phase One through the foundational 

pedagogy of the program, but the students and teachers continued to participate in equity 

pedagogy even after the program was shut down. In Phases Two through Five, the 

students’ acts of protest and resistance show that the elements of equity pedagogy were 

still present. By fighting against their own oppression, the students embodied the true 

meaning of equity pedagogy. As shown in this chapter, the case study of the Raza Studies 

program is a rare case in which equity pedagogy was implemented in a public-school 

setting. The use of equity pedagogy in the core pedagogy of the program affected the 

students later on as they continued to carry out equity pedagogy in the fight for the 

program and after its demise.  
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Findings Two: Perceived Threat of Course Texts 

 It is important to highlight the utilization of various textbooks by the teachers in 

the Raza Studies program. The books that were used in teachings students were not 

typically found in public school classrooms, especially not as primary course texts. In 

particular, legislators in opposition of the Raza Studies program felt threatened by the 

students’ exposure to and reading of works by Karl Marx, Vladimir Lenin, Mao Zedong, 

Che Guevara, and Fidel Castro.  

 To provide a further description on these works, Karl Marx was a philosopher and 

social activist best known for his work The Communist Manifesto which was published 

during the German Revolutions 1848 and discussed class struggles and the capitalist 

society. The work of Marx was perceived as a threat for its communist nature and explicit 

discussion of the revolution of the working class. Vladimir Lenin was the founder of the 

Russian Communist Party and a champion of revolutionary socialist politics. Lenin was 

perceived as a threat because of his leadership in communist Russia and immense support 

for the working class. Mao Zedong was a Chinese revolutionary who founded the 

communist People’s Republic of China, and he was also perceived as a threat to his 

communist ideology. Che Guevara was an Argentine Marxist revolutionary who played a 

key role in the Cuban Revolution, and he is also perceived as a threat due to his 

association with Marxist ideals. Finally, Fidel Castro is also known for his part in the 

Cuban Revolution and his role as Prime Minister of communist Cuba and is perceived as 

a threat to his leadership in the overthrow of the Cuban government and Marxist ideals.   

 Those in opposition to the Raza Studies program believed that the study of these 

historical titans for social change posed a threat due to their emphasis on oppression of 
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the working class and their advocacy for social change. Similarly, Freire’s Pedagogy of 

the Oppressed was also regarded with apprehension for this same reason. Those in 

opposition to the program feared that the Raza Studies classes were advocated for the 

overthrow of the United States government. On the other hand, proponents of the 

program hoped that the discussion of oppression would lead to a more just society. This 

contrast in belief led to the great conflict and legal battle that ensued in the case study. 

Equity pedagogy is further endorsed here because it advocates for social change, and the 

opposing legislators knew students’ exposure to these ideas would lead to social change. 

  

Findings Three: Raza Studies Demoted to Electives 

 It is also significant to note the action taken by Tucson Unified School District to 

demote the Raza Studies courses to electives and the meaning of this decision. In 

response to the passage of H.B. 2281, the school board of TUSD met to discuss ways to 

comply with the law. The Stegeman Resolution was passed, and this act demoted the 

Raza Studies courses to elective classes. Students could no longer receive core class 

credit for their participation in literature classes or history classes associated with the 

Raza Studies program. Following that decision, the Raza Studies program was later 

eliminated completely and replaced with culturally relevant curricula. 

This current culturally relevant curricular model is what Gorski (2006) is 

speaking of as an application of multicultural education that is not enough to combat 

inequities in the school system. When schools create programs such as this one that 

minimizes the importance of multicultural teaching, it in turn, minimizes the importance 

of diversity and culture. This negatively affects the education of minority students as the 

curriculum is White-washed to comply with state laws prohibiting explicit discussions of 
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race and oppression in the classroom. This starts the cycle of educational disparity all 

over again, thus returning to the inequities presented in the overview of the problem. 

TUSD understood the implications of creating a curriculum which minimized the 

incorporation of culture, thus the action taken in this situation provides critical evidence 

of the power of the implementation of equity pedagogy in a public-school setting.  

Chapter Four addressed the research question and shown how equity pedagogy 

was present in the rise and fall of the Raza Studies program. In addition, Chapter Four 

presented two additional findings regarding the course texts of the Raza Studies program 

and the demotion of the Raza Studies classes to electives. Chapter Five provides 

implications based upon the findings, limitations of the study, and recommendations for 

students, teachers, and policy based on the consequences of the case study.  
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 CHAPTER FIVE 

Implications, Limitations, and Recommendations  

 

 

Summary of Chapters 

 Chapter One provided an overview of the issues plaguing our schools today, 

specifically in regard to minority students. The chapter explicitly addressed the school-to-

prison pipeline, the opportunity gap, bias and colorblindness, modern-day segregation, 

the high stakes testing environment, and specific issues for Hispanic students. Chapter 

One also presented the purpose of the study, to advocate for equity pedagogy, and the 

significance of the study. A distinct research question was presented: How was equity 

pedagogy implemented in the rise and fall of the Raza Studies program? Finally, Chapter 

One presented the theoretical framework for the study founded in equity pedagogy.  

 Chapter Two provided a review of literature which addressed multicultural 

education using Banks and Banks (1995, 2004, 2007) as the framework. In the discussion 

on multicultural education, various historical and contemporary theories were presented, 

including hegemony, CRT, culturally relevant curriculum, anti-racist education, and the 

funds-of-knowledge approach. Chapter Two also introduced the theoretical framework of 

equity pedagogy, one of the dimensions of Banks and Banks (1995) concept of 

multicultural education. From this, the discussion flows into one about Social Justice 

Education, a modern-day adaptation of equity pedagogy, and it introduces empirical 

studies which support the use of equity pedagogy in an educational setting. In this 

discussion on empirical research, Chapter Two addresses two branches of equity 

pedagogy, cooperative learning and service learning.  
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 Chapter Three presented the case study, the Raza Studies program at Tucson 

Unified School District in Arizona. It returned to the theoretical framework as a guideline 

for the case study analysis, and it presented the methodology for the research, an archival 

analysis. Next, Chapter Three explained the five phases of the case study. Phase One 

dealt with the foundational pedagogy implemented by the founders of the Raza Studies 

program in addition to statistics in support of the program. Phase Two detailed the events 

that occurred with the program gaining attention and criticism from state legislators. 

Phase Three recounted the passage of H.B. 2281 and the events that followed when state 

superintendents deemed the Raza Studies program illegal. Phase Four told of the end of 

the Raza Studies program and the reactions by students and teachers. Finally, Phase Five 

explained the lawsuit filed by the teachers of Raza Studies, how it led to H.B. 2281 being 

declared unconstitutional, and the program that was initiated in place of the Raza Studies 

program.  

 Lastly, Chapter Four applied the theoretical framework to the case study, 

addressing what aspects of equity pedagogy were present in each phase of the case study. 

Chapter Four also applied the literature review to the case study while discussing which 

critical theories were utilized in the Raza Studies program. Chapter Four answered the 

research question and also presented various findings in light of the case study.  

 In this chapter, there is an emphasis on the need for multicultural education 

practices through an articulation of implications for policy and practice. Additionally, a 

suggestion for restoring and reframing equity pedagogy through the lens of teachers and 

students are also provided. Finally, this chapter highlights the limitations and 

recommendations for future studies.   
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Implications 

 This study has provided evidence for three key implications about equity 

pedagogy, which is the basis for the analysis of the case study. Based upon the events of 

the case study, evidence points in the direction of advocacy for equity pedagogy.   

The first implication based on this study is that equity pedagogy affects students 

both inside and outside of the classroom. Through the CCI pedagogical model, the 

teachers of the Raza Studies program used aspects of equity pedagogy such as a focus on 

social justice, relevant curriculum, and student-centered learning (Romero, 2014a; 

Cabrera et al., 2014). The students were engaged in the curriculum, often participating in 

advanced discussions about inequities that existed in their society (Palos, 2011). The 

students of the Raza Studies program were affected inside the classroom because they 

were learning in a more engaging and interactive environment, one that implemented 

Freire’s (1970) idea of dialogue and problem-posing education.  

After H.B. 2281 was passed in 2010, the students began to implement equity 

pedagogy on their own outside of the classroom. Faced with the possibility of losing their 

beloved Raza Studies program, the students participated in acts of civil disobedience, 

organizing events such as board meeting takeovers, protests, press conferences, and 

marches (Palos, 2011). The students formed an organization called UNIDOS to fight 

against the end of the program, and in weekly meetings, they discussed the teachings of 

civil rights movement leaders (Cabrera et al., 2011). Members of UNIDOS discussed 

how to become politically engaged and reflective on society (Cabrera et al., 2011). These 

actions demonstrate how the students were able to apply what they had learned through 

their Raza Studies classes, and this shows an application of equity pedagogy outside of 
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the classroom. Students were heavily influenced by the social justice aspects of their 

courses, and this is evidenced by their reaction and method of resistance to the end of the 

program.  

The second implication taken from this study deals with how equity pedagogy 

affects both the students’ academic achievement and attitudes about education. When 

equity pedagogy was implemented in the Raza Studies program, the students experienced 

an increase in academic achievement. As stated in Chapter Three, the study by Cabrera et 

al. (2014) showed a strong relationship between student academic achievement and 

participation in the Raza Studies program, and participating students had higher 

standardized test scores and graduation rates. Academic achievement, however, was not 

the only thing influenced by participation in the Raza Studies program; students also 

developed more positive attitudes about education (Palos, 2011). Through the 

empowering learning experience that occurred in each Raza Studies classroom, the 

students gained a passion for learning, a responsibility for their education, and a place of 

belonging (Cabrera et al., 2011; Palos, 2011). In this case study, equity pedagogy was 

successful at improving students’ academic achievement in addition to students’ attitudes 

about education.  

The final implication of this study is the effectiveness of equity pedagogy, 

specifically for students of diverse backgrounds. Equity pedagogy has been shown in this 

study to be effective in combating some of the educational inequities presented in 

Chapter One. The Raza Studies program successfully combated the school-to-prison 

pipeline for some students TUSD; students who participated in the program had higher 

graduation rates than those of their peers (Cabrera et al., 2014). These were the students 



 82 

who were most at risk for dropping out, and instead of falling victim to the school-to-

prison pipeline, students were empowered to stay in school and succeed (Cabrera et al., 

2014; Palos, 2011). Additionally, students who participated in the Raza Studies program 

learned to overcome issues such as stereotype threat. One student, in particular, stated 

that she learned that she did not have to fall into the stereotype of most Latina women (to 

get pregnant at a young age and drop out), but she could instead be empowered to 

succeed in school (Palos, 2011).  

Equity pedagogy as implemented in the Raza Studies program was also successful 

at combating high stakes testing which negatively affects the modern-day school 

environment. The teachers of the Raza Studies program were using a rich curriculum that 

was not centered on state testing, yet participating students achieved higher state testing 

scores than their non-participating peers (Romero, 2014a; Cabrera et al., 2014). Finally, 

unlike most oppressive models of schooling that exist in public schools, the Raza Studies 

program encouraged the use of Spanish in the classroom. In fact, many teachers used 

Spanish as a daily part of the classroom discussion or activities; specifically speaking, 

Curtis Acosta and other educators recited a poem in Spanish and English at the start of 

each class (Palos, 2011; Owens, 2018). The case study provides evidence that equity 

pedagogy can be successful at confronting the issues affecting minority students as 

presented in Chapter One.  

 

Limitations 

 Various limiting factors influenced the study that may have been unavoidable or 

could be avoided in future studies. The first major limitation was the methodology 

utilized in this study. The study lacked triangulation of data, and specifically this study 
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only utilized archival analysis as the data collection and instrumentation form. Because 

the study was only an archival analysis, it is only based upon archival data such as dated 

newspaper articles, documentaries, primary source items such as public statements, and 

empirical studies. The use of live interviews, survey data, or personal visits to high 

schools in the TUSD district could have yielded more elaborate results and provided for 

deeper analysis of the case. Nevertheless, the data still proved to be impactful as an 

archival analysis provided a strong research method for this type of case study. In 

particular, the researcher through fact-checking sources and participated in peer 

debriefing sessions to strengthen the methodological aspects of the study as well as 

provide an accurate overview of the case.  

 Another parameter that affected the study is that equity pedagogy goes by various 

names. There is not a continued and focused used of the term equity pedagogy when 

referring to that dimension of multicultural education, and thus it is complicated to do a 

singular search on how equity pedagogy has influenced educational practice. Hence, 

equity pedagogy was encapsulated as a theoretical framework for the purpose of this 

study. When conducting research and searching for empirical evidence of the success of 

equity pedagogy, it was necessary to know the various terms that refer to modern 

adaptations of equity pedagogy. Due to the various and expansive list of terms that exist 

for equity pedagogy, the literature on theories of equity pedagogy was also limited.  

 When conducting the archival analysis, another limitation came into play. There 

was an enormous amount of time spent checking the competing narratives of the case, 

specifically because there were a lot of opinion and subjective pieces used in the archival 

analysis. The sources that were utilized were often riddled with bias and opinions. While 
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carrying out the case study, it was important to filter through what was fact and what was 

opinion. Often, the newspaper articles were unreliable sources because they contained 

incorrect dates or facts about the program. Additionally, because both sides of the 

conflict presented in the case study felt passionately about their beliefs, they often 

presented biased opinions in primary source documents. Throughout the study, it was 

necessary to check all that was stated in one source with various other sources to confirm 

accuracy. This was a limitation because the study required a lot of fact-checking and 

filtering through bias. However, throughout the study, it was possible to determine which 

sources were valid or invalid. In addition, this method of fact-checking can be seen as a 

source of triangulation of data.  

Finally, the last limitation that influenced the effectiveness of this study was the 

time limitation imposed upon the research and writing of this project. Because this study 

was conducted as an undergraduate thesis, there was a limited amount of time for 

research. If more time had been provided, the study could have included a follow-up with 

teachers and students from the program via in-person interview, email, or phone; the lack 

of sufficient time prevented the acquisition of personal interviews with the key 

individuals relevant to the case study. The study could also have been strengthened by 

looking up student graduation rates and other data to include in the case study.  

 

Recommendations 
 
 
Recommendations for Students 

 The first recommendation for students is to cultivate an awareness of what factors 

influence their education. The students of the Raza Studies program actively engaged in 
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discussions about the unjust and oppressive society they were living in and discussed 

what factors were influencing their education. After H.B. 2281 was passed, the students 

considered how this would impact their program, with both the demotion of Raza Studies 

to electives and the eventual discontinuation of the program (Cabrera et al., 2011). 

Students were highly aware of the racist beliefs and systems that influenced their 

education, and this is specifically evidence in their Ten Point Resolution (See Appendix 

A) (UNIDOS, 2011). Because the students were cognizant of what was influencing their 

education, they were more informed on how to combat the inequities that existed. All 

students should be knowledgeable about the factors that may possibly be preventing them 

from achieving the highest level of academic success possible. Once such awareness is 

cultivated, students will be able to fight for the education that they deserve.  

Based on the events that occurred in the case study, students should be provided 

with opportunities to have a platform to discuss and engage on topics pertaining to 

educational issues that matter to them. Students should also be provided with the chance 

to form advocacy groups in the educational setting. Students should no longer be afraid to 

use their voice and influence to fight to better their education. The students of the Raza 

Studies program were able to make a difference in their community through the use of 

their voice and the continued fight for their education (Palos, 2011). Through the student 

organization UNIDOS, students engaged in community meetings, marches, protests, and 

advocacy for their program (Owens, 2018). These students were able to affect change at 

the judicial level as some of them were involved as plaintiffs in the case against H.B. 

2281 (Rakoff, 2015). Additionally, the students made it known that their voice mattered 
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by engaging in protests such as the takeover at the school board meeting on April 26, 

2011 (Cabrera et al., 2011).  

It is recommended for all future students to continue the fight for educational 

equity. Students should have a voice in the struggle. As Freire (1970) explains in 

Pedagogy of the Oppressed, the oppressed must take part in the fight for freedom; 

similarly, students must participate in the fight against the inequitable school system that 

exists in America today.  

 

Recommendations for Teachers 

 Through an analysis of the case study, the first recommendation for teachers is to 

utilize the funds-of-knowledge approach when addressing students from diverse 

backgrounds. The funds-of-knowledge approach was presented in Chapter Two as 

discussed by Moll and Gonzalez (2004), and this approach was also implemented in the 

Raza Studies program as the teachers recognized each student’s knowledge as being a 

precious seed (Romero, 2014a). The teachers of the Raza Studies program valued and 

nurtured the unique knowledge that each student brought into the classroom instead of 

treating students as if they had a deficit of knowledge, and they recognized the 

importance of bridging the gap between home and school (Cabrera et al., 2014).  

 The students of the Raza Studies program felt valued and empowered, and they 

achieved at higher academic levels (Palos, 2011). Based on the evidence presented in this 

study, teachers can benefit their students by taking this approach when dealing with 

diverse students. By treating students’ knowledge as valuable, teachers can empower 

their students to succeed. This study recommends that teachers use the funds-of-
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knowledge approach to positively address student differences in the classroom and 

reframe the perception of diversity.  

While implementing the funds-of-knowledge approach, teachers should avoid the 

colorblind approach when working with diverse students. Race and culture cannot be 

ignored. There is no one-size-fits-all solution to educational disparities and achievement 

discrepancies among diverse students. Teachers must adapt to each individual student 

they work with. In consideration of the case study, Tom Horne had a colorblind approach 

to curriculum for diverse students. He believed that by teaching students about 

oppression and racism, the teachers of the Raza Studies program were encouraging 

students to behave in a racist way, and specifically to hate White people (Horne, 2007 & 

2010). It was this colorblind approach that allowed Tom Horne to use the words of 

Martin Luther King Jr. to further his agenda to end the Raza Studies program in TUSD 

(Horne, 2007).  

By failing to acknowledge the cultural and racial differences that exist among 

modern-day students, teachers are perpetuating a school system which leaves minority 

students unheard and discriminated against (Grinage, 2006). When educators ignored the 

topic of race and race-based oppression in the case study, it allowed them to eliminate a 

program that was highly beneficial to not only Latino/a students, but all students of 

TUSD (Cabrera et al., 2014). Based on the study, teachers are recommended to consider 

race when developing and implementing curriculum and pedagogy. Educators must 

realize that race is a central part of students’ identities, and it impacts how they learn; 

when considering how to best serve students, teachers must take a holistic approach to 

students (Milner, 2015). 
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The second recommendation for teachers is to put systems in place to engage 

community members in the educational process. By engaging family and community 

members, teachers are expressing to the students the importance of the unique funds-of-

knowledge each student possesses, and it helps bridge the gap between home and school 

life (Moll & Gonzalez, 2004). This can make education more meaningful to the students 

by providing a more relevant and real-world experience. The documentary Precious 

Knowledge shows the Raza Studies program hosting a family night for students and their 

families (Palos, 2011). Additionally, even when the students were engaged in the fight to 

save their program, community members got involved in the protests, marches, and runs 

(Romero, 2014b). Finally, a lot of what was done in the program was meant to create 

unity among the students and promote Chicano heritage (Owens, 2018). The 

incorporation of community and family into the learning experience can greatly benefit 

the students and provide a way to bridge any divides that may exist between academic 

life and home life.  

 

Recommendations for Policy 

 The first recommendation for policy based on the analysis of the case study is to 

implement a more standardized vetting process when considering curriculum revision. In 

the case of the Raza Studies program, the Arizona state legislators and educational 

policy-makers were targeting TUSD specifically, and H.B. 2281 only caused the 

elimination of the Raza Studies program alone (Owens, 2018). Because there was not a 

standardized vetting process in place, policy-makers were able to use a piece of 

legislature simply to dismantle a singular program. Superintendents Horne and 

Huppenthal were against what they perceived was being taught in the Raza Studies 
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classes, and they sought to dismantle the curriculum that was in place (Romero, 2014b). 

Once H.B. 2281 was passed, Horne and Huppenthal both declared Raza Studies in 

violation of the law (Romero, 2014b). The bill was written for the purpose of banning the 

program, and Huppenthal did not take into consideration the findings of the Cambium 

report audit which stated that the program did not violate H.B. 2281 (Owens, 2018).  

With a standardized approach, policy-makers will be required to consider all 

programs and all perspectives when addressing curriculum they wish to reform. In this 

case study, it is apparent that educational leaders were specifically targeting the Raza 

Studies program. A standardized approach to curriculum reform would prevent such a 

personal attack from occurring in the future. With specific guidelines in place that apply 

across all programs regardless of district and demographic, policy-makers can approach 

curriculum reform in the fairest and most just way possible. The policy-makers in the 

case study should have been required to consider all perspectives when addressing the 

Raza Studies program, yet they disregarded aspects such as the Cambium report and 

student achievement levels (Owens, 2018; Duncan-Andrade, 2014). A standardized 

vetting process for considering curriculum reform should also require policy-makers to 

take all aspects and perspectives into account.   

 Based on the findings of the case study, the second recommendation for policy is 

to make multicultural education practices more explicit in pedagogy and practice both 

through subject areas and grade levels and through community-based learning. By 

implementing multicultural education in the Raza Studies program, the founders 

recognized the importance of incorporating culture and discussions of race in the 

classroom. Implementing elements of multicultural education was shown to be effective 
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in the case of the Raza Studies program. Additionally, community-based learning should 

be implemented to a greater degree in the educational setting. The Raza Studies program 

implemented community-based learning by encouraging the students to get involved in 

their society through protests, and the program also incorporated the general public 

through family nights and other inclusive events. This was shown to be impactful on the 

students based on their reaction to the elimination of the program. Based on this study, it 

is recommended that educational policy adapt to include more explicit implementations 

of multicultural education.  

 

Recommendations for Future Studies 

If this study were to be conducted again, there are a few changes that could be 

made to improve effectiveness and minimize limitations. Most importantly, the study 

would provide parameters for a more refined definition of equity pedagogy. By doing so, 

the study could combat the limitation that occurs due to the existence of multiple term 

that refer to equity pedagogy. With a more refined definition, the study could narrow in 

on empirical research and aspects from the case study with greater focus.  

 Additionally, if conducted again, the study would include an examination at how 

the new program at TUSD, “culturally relevant curricula,” has affected student 

achievement. This analysis was not possible at the time of this study because no 

empirical research had yet been conducted to determine the effectiveness of the new 

culturally relevant curricula program. To determine what aspects of the old Raza Studies 

program were beneficial in comparison to the new culturally relevant curricula, it is 

important to examine the two programs side by side with empirical research on the 

effects on the students.  
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 To expand upon what this study has already determined, there are two specific 

areas that require additional exploration and development. Future studies could improve 

upon this one through the use of multimodal analysis. There exist hundreds of videos 

posted by the YouTube account “Three Sonorans News,” many of which include videos 

taken during the struggle for Raza Studies. These videos include footage of the 

proceedings at TUSD school board meetings discussing H.B. 2281 and the Raza Studies 

program, footage of student protests such as marches and boardroom takeovers, public 

announcements made by the teachers of Save Ethnic Studies, and student statements 

made by Raza Studies students. Included in these videos are statements from Tom Horne, 

John Huppenthal, Mark Stegeman, and teachers of the Raza Studies program. Although 

the YouTube account is heavily biased by the perspective of UNIDOS and Save Ethnic 

Studies, these videos need further exploration as they provide raw footage that details the 

events and opinions presented during the conflict.  

 Another way in which the study could be expanded is through a deeper delve with 

personal interviews. If more time was provided for the implementation of this study, 

interviews could be conducted with the 11 teachers from Save Ethnic Studies, the 

students of UNIDOS, and the legislators who pushed for the elimination of Raza Studies. 

Research could be strengthened by conducting surveys to determine how the students that 

participated in the program are still influenced by the Raza Studies classes to this day. It 

would also be interesting to compare and contrast students’ attitudes toward education by 

interviewing both the students of the Raza Studies program and students of the new 

culturally relevant curricula program at TUSD.  
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Through the exploration of the case study of the Raza Studies program, this study 

provides evidence in support of equity pedagogy. Equity pedagogy has been shown to be 

effective in combating disparities in the public-school setting and in empowering 

minority students for success. The modern-day public-school system does not do enough 

to support students from diverse backgrounds. This study advocates for the 

implementation of multicultural education, and specifically for equity pedagogy. By 

valuing culture and teaching students about the oppressive society they live in, educators 

can further empower them for success both academically and in their community. The 

colorblind approach is not effective; race and culture must be explicitly discussed in the 

educational setting. Educators cannot continue to ignore the educational inequities that 

exist in our schools today.    
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APPENDIX A 

 

The UNIDOS Ten Point Resolution  

 

 

UNIDOS Ten Point Resolution on Ethnic Studies: 

“We Want an Educational System Where Many Cultures Fit”  

 

1. WE WANT OUR ETHNIC STUDIES CLASSES TO CONTINUE TO MEET CORE 

SOCIAL SCIENCE REQUIREMENTS. 

Ethnic Studies classes are meant to help students with core class credit, increase student 

interest in education and give us a chance to learn about not only our own culture, but 

others as well. Turning our Ethnic Studies classes into elective courses is a slow death 

sentence to the department for several reasons. First, students are required to take a high 

number of core requirements in order to graduate – many of the students simply would 

not have the time within their academic schedules to take both Literature and Mexican-

American Literature. Secondly, this move is basically making Ethnic Studies “second 

class” classes; why should we say to our students that studying Herman Melville counts 

as core requirement but reading Gloria Anzaldua does not? The school board and the 

State are completely undermining the value of our history and culture. We say NO to 

downgrading our Ethnic Studies classes into electives! Our classes must remain core 

courses! 

 

2. WE WANT THE REPEAL OF HB 2281. 

The wave of anti-Mexican, anti-migrant sentiment in the U.S. is growing. In the Arizona 

legislature, racism and xenophobia is out of control. In the schools, serious educational 

inequities are affecting students of color. By making it hard for us to access education 

and our cultural history, they intend to keep us down us an un-educated, second-class 

status group that doesn’t know its roots and is used as cheap labor or is incarcerated in 

the prison system. HB 2281 is only the latest example of a long history of discrimination. 

Repeal HB 2281 NOW! 

 

3. WE WANT ETHNIC STUDIES PROGRAMS TO EXPAND EVERYWHERE: 

FROM K-12 TO UNIVERSITY. 

The success of this program needs to expand to all school districts, statewide and 
nationwide. According to 10 years of data compiled by the Mexican American Studies 

Advisory Committee, 97.5% of students that take these classes graduate high school and 

70% will seek out education beyond the high school level. So why would the State of 

Arizona and TUSD want to eliminate a program that is a solution to the educational crisis 

Latinos are facing? Do they want us to fail? You would think that because of its success 

they would want to EXPAND the program. We believe every student in America should 

have access to Ethnic Studies programs. We want Ethnic Studies to expand throughout all 

of Arizona and all across the country grades K-12 to all universities! 
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4. WE WANT NO SCHOOL TURN-AROUNDS, NO SCHOOL CLOSURES AND 

FULL SUPPORT FOR RINCON HIGH AND PALO VERDE HIGH SCHOOL 

COMMUNITIES. 

So politicians in Arizona can fundraise millions of dollars to defend racist legislation in 

the courts, yet they can’t find money for our books or to keep our schools open? There is 

no reason why any schools should close. Why is it that prison beds are increasing, while 

schools are closing? Why are our teachers at Rincon and Palo Verde High Schools fired 

and disrespected? We want no school turn-arounds, no school closures, and complete 

support for Rincon and Palo Verde High Schools! 

 

5. WE WANT A TUSD GOVERNING BOARD THAT IS ACCOUNTABLE AND 

WILL STAND UP FOR ALL STUDENTS. 

The purpose of a governing school board is to make decisions benefitting students and 

communities and promote educational opportunities for all. We need an accountable and 

democratic school board that will listen to students and community. We need strong-

willed board members that will defend the community against any and all racist attacks. 

Right now, we are under serious attack from the Arizona legislature and State 

Superintendent. Yet the TUSD board as a whole is FAILING to defend us and is in fact 

considering a vote against us. The school board and superintendent are subject to the will 
of the people. If they can turn-around our schools, we should have the right to turn-

around the board. We want an educational system that truly values students, teachers, 

community, democracy and ethnic studies! We want a governing board that is 

accountable to us and stands up for all students! 
 

6. WE WANT AN EQUITABLE EDUCATION FOR ALL. 

There are serious problems in the educational system when a high number of Latin@s 

drop out or are pushed out of our schools. The Pew Hispanic Center recently released a 
study based on newly released U.S. Census data showing that Latin@ dropout rates are 

higher than other ethnicities. Of Latin@ adults 20 and over in the United States, 41% do 

not have regular high school diplomas. Arizona has one of the highest high school 

dropout rates in the nation. Latin@ students are severely segregated and neglected in the 

schools. Ethnic Studies is one solution to the deep educational inequities negatively 

affecting students of color in our Arizona schools. This is why Ethnic Studies must stay. 

We demand equitable education for ALL students! 

 

7. WE WANT AN IMMEDIATE END TO ALL RACIST, ANTI-MIGRANT, ANTI-

INDIGENOUS POLICIES. 

In April 2010, a group of UN human rights experts declared their serious concern over 

laws recently enacted by the state of Arizona, that affect people of color, indigenous 

people and migrants, subjecting them to discriminatory treatment. This is what they said 

about SB 1070 and HB 2281: “a disturbing pattern of legislative activity hostile to ethnic 
minorities and immigrants has been established with the adoption of an immigration law 
that may allow for police action targeting individuals on the basis of their perceived 
ethnic origin, and a law that suppresses school programs featuring the histories and 
cultures of ethnic minorities.” We want an immediate end to white supremacy, anti-
migrant, anti-indigenous policies! 
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8. WE WANT FULL COMPLIANCE WITH OUR CIVIL AND HUMAN RIGHTS. 

The ban on Ethnic Studies is unconstitutional, dehumanizing and is in violation of our 

human rights. According to Article 31 of the UN Declaration on the Rights of Indigenous 

Peoples, we have “the right to maintain, control, protect and develop [our] cultural 

heritage, traditional knowledge and traditional cultural expressions.” Basically, Ethnic 

Studies is a human right. So TUSD, the State Board of Education and the State of 

Arizona must act in accordance to international human rights law because Ethnic Studies 

is a human right! 

 

9. WE WANT ATTORNEY GENERAL TOM HORNE, STATE SUPERINTENDENT 

JOHN HUPPENTHAL AND GOVERNOR JAN BREWER IMMEDIATELY 

REMOVED FROM POWER. 

It is clear that these so called leaders of our state do not represent us. Tom Horne, John 

Huppenthal and Jan Brewer are here to maintain power and control among the rich, while 

they throw our people under the bus. Politicians, whether Republican or Democrat, that 

do things to attack or oppress any group must be taken out of their positions. No policy or 

politician should ever harm a group of people. We condemn Tom Horne for introducing 

the ban on Ethnic Studies, John Huppenthal for vowing to continue the attack on Ethnic 

Studies and Jan Brewer for signing racist legislation. They themselves are in violation of 

HB 2281 because Horne, Huppenthal and Brewer are promoting resentment and hatred 

towards other races—Latino/Indigenous peoples. According to the U.S. Declaration of 

Independence, “To secure these rights [of life, liberty and the pursuit of happiness], 

governments are instituted among men [and women], deriving their just powers from the 

consent of the governed; that, whenever any form of government becomes destructive of 

these ends, it is the right of the people to alter or to abolish it, and to institute a new 

government…” We demand for their immediate removal from power! 

  

10. WE WANT LOCAL CONTROL OF OUR EDUCATION. 

As local tax payers in the community, we should have the right to control our education 

since we help fund it. Why are we getting told how our education should look like by 

Phoenix and Tucson politicians that don’t even live in our communities? We, the 

community of students, parents, and community members, should have direct decision-

making power over the decisions that affect our education. We want local control of our 

education! 

  

AIN’T NO POWER LIKE THE POWER OF THE YOUTH! 
As UNIDOS, we will continue to fight for our education even without the support of state 

politicians or local school board members. Let’s take back our power. The answer is not 

in adult politicians; it’s inside of us, in our mothers and fathers that sacrificed everything 

for us, in our grandparents that struggled yesterday and in the youth that struggle today 

and tomorrow. WE have the power to RISE and create a healthy reality based on dignity 

and respect for all of us. 

We want an educational system where many cultures fit! Let the youth movement move 

you! Ain’t no power like the power of the youth! 

(UNIDOS, 2011)  
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APPENDIX B 

 

“In Lak’ech” 

 

 

Tú eres mi otro yo. 

You are my other me. 

Si te hago daño a ti, 

If I do harm to you, 

Me hago daño a mi mismo. 

I do harm to myself. 

Si te amo y respeto, 

If I love and respect you, 

Me amo y respeto yo. 

I love and respect myself. 

(Owens, 2018)  
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APPENDIX C 

 

The List of Banned Books 

 

Critical Race Theory by Richard Delgado 

500 Years of Chicano History in Pictures edited by Elizabeth Martinez 

Message to AZTLAN by Rodolfo Corky Gonzales 

Chicano! The History of the Mexican Civil Rights Movement by Arturo Rosales 

Occupied America: A History of Chicanos by Rodolfo Acuna 

Pedagogy of the Oppressed by Paulo Freire 

Rethinking Columbus: The Next 500 Years by Bill Bigelow 

(Ames, 2012)  
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