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This qualitative study explored the experiences of 3 high school students and 1 high
school principal to understand how a leadership initiative rooted in critical pedagogy
impacted their personal and academic development as students and as a leader. The
conceptual framework, of critical pedagogy, provided an analytical lens to explore the
experiences of the 3 participating students in this study as well as the 1 high school
principal. Portraiture methodology was incorporated to describe the rich narrative that
unfolded both with him and his students in the study.

The findings in this study revealed data that supports the existing literature in critical
pedagogy as it relates to student learning. The literature details how students involved in
classrooms that utilize critical pedagogy are intrinsically motivated to learn about their
world within the context of a larger society. Additionally the findings further developed

the literature that discusses how critical pedagogy as an instructional practice motivates



students to have a desire to engage in their community to make positive change. The
findings related to the role of the principal in a critical pedagogical instructional
leadership initiative revealed that when students are provided the opportunity to engage
in academic work related to notions of critical pedagogy they thrive and excel.
Recommendations for policy and practice include: All school site principals are
encouraged to teach a research seminar class rooted in critical pedagogy. Areas for
future research include further exploring a longitudinal study of students that have taken
the research seminar class analyzing the impact the class has had on a larger sample of
participants and continuing to collect data on the principal as he leads the initiative and

how it impacts his leadership.
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CHAPTER 1
INTRODUCTION

My Own Portrait as an Educator

I begin this dissertation with my own story. It is a story that is filled with many
experiences throughout my life that will provide everyone reading this dissertation with
an understanding of how I developed into a social justice oriented school leader who
incorporates critical pedagogy into his leadership initiatives. I start my story in
elementary school where many of my schooling experiences were positive. I was
categorized as a “late bird,” the students that were perceived to have higher academic
ability based on standardized test performance. This continued until the fourth grade and
then something occurred in my educational experience that school year. It was the first
year that I remember a teacher talking at us rather than with us. Collaborative learning
was a large part of my schooling process from kindergarten until third grade. Most of our
classroom time was spent collaborating with other students. We designed science
projects in small groups. Our reading was always completed in pairs. The math that we
worked on was typically completed in a large group and then we divided into smaller
groups during math lab hours.

The collaborative learning stopped in the fourth grade when I went to a new
school within the same school district. The new school that I transferred to did not use

the collaborative learning process. Instead it was a lot of individual work that we were



expected to complete on our own. It was also a time in my schooling experience in
which my teacher failed to make connections with my life outside of the classroom.
Fourth grade was a time of discovery for myself, namely around hip hop music. From
the break dancing, to the DJ’ing, and the battles that other people in my neighborhood
had with MC’ing' (Chang, 2005), it was something that deeply intrigued me as a young
boy creating an identity for myself as a Pilipino growing up in the Bay Area. Hip hop
culture was something that was not seen as worthy of our teacher’s time during the
instructional day even though it was something that consumed many students’ creative
energy. Through the silence of not acknowledging what was important to us as youth,
our teachers passively told us through their silence that our youth culture was not
important to them.

I then started listening intently to the words of some of these albums, especially
Public Enemy?, and they started to make sense of the often senseless things I was forced
to learn in school. At a very young age, I was reading a text (in the form of music) that
critiqued the narratives I was receiving during formal instructional time. Many of the hip
hop songs that I was listening to at this time discussed the inequitable treatment of Black

students in their classrooms. My texts were songs of freedom and justice that would set

! Hip Hop has several elements that encompass it as a popular urban youth culture.
MC’ing are poets that recite their lyrics over jazz and soul orientated instrumentals.
Break dancing is a form of dance where the participants use elements of Brazilian martial
arts and other improvisational moves. Graffiti art is spray paint art often completed on
the walls and subways in major metropolis cities.

2 Public Enemy is popular hip hop music group that focused on many sociopolitical
conditions of inner cities across the United States from an African American perspective.
Recently our students were able to meet some of the group members at the Grammy

Museum in Los Angeles.
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the foundation for me to become a social justice leader in my immediate community and
later in my profession as a teacher and as a principal. Public Enemy’s powerful lyrics
provided me the academic framework to examine my own oppression as a Pilipino
growing up in the United States. For example, many of the songs on their first album
discussed the negative impact colonization has had on the Black community. Although
the album was not discussing the experiences of the Pilipino community, the challenges
the Black community faced were very similar. These parallels that [ was observing
between the Black experience with my own experience as a Pilipino had a significant
impact on my initial development of social consciousness.

This initial beginning of my social justice minded thinking in fourth grade
continued to develop throughout my years in elementary school, middle school, and high
school. In middle school, I experimented with MC’ing and wrote my first verse along
with the help of school friend named Mike. It was a simple rhyme scheme that we
developed together. The quality of the lyrics were not good, however it was a turning
point in my life as it would spark my passion for writing lyrics to document my own
experiences with oppression. I wrote lyrics periodically from seventh grade until my
senior year in high school. Many of the songs were battle thymes® that developed during
this time period. On occasion, [ would write more socially conscious lyrics, particularly
ones that examined my skin color and how some individuals in my family made me feel

inferior to them because of my darker skin. Even though we were all Pilipino, there was

} Battle rhymes are a form of lyrical writing in hip hop music where the MC
develops songs that brag about his skills. MC competitions were often called battles and
it was essential that one had a catalog of battle rhymes ready for competition. I would
later enter an MC Battle that a local radio station hosted and won two nights in a row.
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a hierarchy premised on skin color. The lighter your skin, the higher ranking you would
have in the family. The darker skin you had, the more likely you were to experience
teasing and treatment as a second-class citizen from other family members. It was a
terrible experience to endure as a young child, but it would later make sense to me in my
freshman year in college when I listened more to the struggles of the Black community
through hip hop music. I realized that this was a technique that our Spanish colonizer
utilized to create division within our own Pilipino community and in my case, our own
family.

This idea of colonization would appear sporadically throughout my high school
years during some of my classes and at social gatherings at a local university near my
neighborhood. A high school friend of mine invited me to a social gathering at
University of California, Berkeley. I was introduced to college students attending the
university and started attending the social gatherings frequently held at some of their
apartments near campus during my junior year in high school. It was the first time that I
experienced Pilipino poets expressing personal stories and connecting them to larger
systems of oppression. The poets would take turns in the middle of their living room or
the kitchen expressing words of indignation, pain, hope, and love for themselves and our
Pilipino community. I immediately began to make connections to this art form to the
socially conscious Black hip hop groups like Public Enemy, Brand Nubian, and The X
Clan. These three groups were at the forefront of a social and cultural movement in the
Black community, and I was hearing for the first time their Pilipino counterparts
conveying the same messages but specifically for our community. I intently listened to
their words and began to formulate my ideas for my own poems and songs that I would
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develop later in college. It was a memorable year in high school, and these social
gatherings in Berkeley would ignite a creative spirit within myself that was now focused
on the issues of my Pilipino community.

Now let us fast forward to my first year in college. I attended a local junior
college in the San Francisco Bay Area because I did not have a high enough grade point
average to enroll immediately in a 4-year university. My academic interest in the formal
schooling process was low during my high school years. I was learning about myself as a
Pilipino outside of class with friends at social gatherings, but my formal classes did not
interest me. I only did enough in my high school classes to meet the minimum
requirements to remain eligible to play sports, as I was on the football and wrestling
team.

During my first year in college I became even more politically conscious through
a series of introductory history classes. The first book that we were assigned to read was
Howard Zinn’s (1980) A People’s History of the United States. Considering that I have
never read an entire book from cover to cover, Howard Zinn’s work looked intimidating.
The pages were as thin as the ones in a phone book, and the book was at least 2 inches
thick. I almost quit the course after learning that we would read over 200 pages a week
for a 3-unit course. However, once I read the first chapter of Zinn’s book I knew that I
needed to major in history. Everything that Zinn covered in his first chapter connected
all the pieces that I had learned throughout my life with regard to how oppression
operated as a system. Zinn gave me a colonial framework through the detailing of the

Native American’s plight in the Americas and the genocidal killings of their people.



I began to make connections to my personal challenges with internal hate in my
own family and the reasons why my dark skin was the topic of teasing and ridicule as a
young child. I understood that one of the reasons Tagalog or Illocano (two languages that
were spoken fluently in my family) were not taught to my sister or me was partially due
to the Pilipino colonized way of thinking. This way of thinking placed English as the
superior language and anything native to our country needed to be abandoned. I could
see the similarity to Zinn’s description of many of the immigrant groups losing their
cultural identity to assimilate into the dominant White culture of the United States.

I was so excited when Zinn’s book began to describe our colonial history in the
Philippines. I learned for the first time how brutal the American invasion was in our
homeland. The grotesque details of killing young children, pregnant women, and the
burning of entire villages had a tremendous impact on me. It was at this time that I also
learned through the social gatherings at Berkeley, which I still attended on occasion, that
our religion of Catholicism was forced upon our people by Spain before the American
invasion. The Spanish names in our islands often came through force and our indigenous
names were taken away from us. And even my own last name of Gordon, I finally made
a connection to the stories that my father would tell me as a young boy about my great
grandfather who was in the U.S. Calvary during the war in the Philippines. When my
father told these stories he left out a small detail, why the Americans came to the
Philippines. It is not that he intentionally left it out, but similar to many other Pilipinos,
anything that is critical of United States policy is never discussed. But it was all
beginning to make sense for me--the larger theme of colonialism and invasion of the
United States. Our history was similar to any other colonized people in the world. It

6



infuriated me, particularly on a personal level since one of the major reasons why my
skin color was always criticized as a child related to this larger system of colonial
oppression.

The power of colonial oppression became even clearer when I attempted to have
discussions with my mother about the facts | was learning in Zinn’s book. When I asked
her if she knew about the American invasion of the Philippines she responded
affirmatively. However, she defended the American invasion and told me it was for our
own good. In her mind we were a backward nation that was uncivilized before the
Spanish and Americans came to our country. For my mother, Spain and the United
States gave us their religion and civilized ways of living. I could not believe that my
mother was defending these horrific acts that the Americans and Spaniards participated in
during their invasions. It infuriated me that despite the facts before her, she justified the
mass killings during the invasions because we were uncivilized. But it did make sense,
and the colonization process was very successful with my mother’s ideology about her
own people. My mother’s way of thinking was typical of many Pilipinos, and it was a
small minority within our community that critiqued American policies. Our legacy and
rich history of resistance and rebellion both in the Philippines and here in the United
States was always overshadowed by an almost blind allegiance to anything American.
Douglas MacArthur’s* words of, “I shall return” rang true in the hearts of most Pilipinos

who have long forgotten indignant resisters such as King Lapu Lapu or Jose Rizal. With

4 Many Pilipinos refer to MacArthur’s famous speech when reflecting on their
allegiance to the United States. He is seen as the savior of the islands from Japanese

oppression.
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a strong historical foundation now in place that centered my Pilipino colonial experience
into a larger world context, I wanted to share what I was learning with my community.
This began my process of informally becoming a social justice teacher, or as
some of my friends nicknamed me, “Little Malcolm,” referring to a young Pilipino
version of Malcolm X who always wanted to engage in dialogue about U.S. oppression
and what we as a community needed to accomplish to improve our lives. At weekend
gatherings in the garage of my friend’s house, I was always looking for an opportunity to
discuss what I was learning in my history classes and the plight of our Pilipino
community. When I transferred to a local 4-year university, I became active in a group
that went to local high schools to teach students about the importance of Affirmative
Action (which was under attack during my junior year in college). It was during these
talks with high school students that I realized teaching would become my chosen career.
My first officially credentialed teaching position was a challenging assignment in
many ways. The school was located in a predominately White middle class community
in the Bay Area. Additionally, a high percentage of the student body was the sons and
daughters of employees at a nuclear weapons manufacturing plant. I frequently was
challenged by these students when I would ask questions about the U.S. involvement in
Iraq at the time. A controversial topic at this time was the use of human shields, where
American soldiers were using Iraqi people as shields to protect themselves from being
shot. Many of the students did not see this as an issue and frequently would respond that
these people were subhuman so why would it matter if they were used as shields? These
responses took me by surprise, and I could not believe some of the answers they were
providing. My principal at the time was supportive of my social justice oriented teaching
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style, but the parents and larger community were furious with the way I taught my history
classes. They would frequently e-mail me accusing of me being a Communist and that [
should leave this country if I hated it so much.

These were interesting comments that I was receiving from parents, considering
that my teaching style is always one that conveys only facts and is never opinionated. I
would present facts to their students that were often left out of traditional narratives (for
example the details of the American invasion of the Philippines) and ask questions to
create a critical dialogue during class. I found it peculiar that I was being accused of
espousing Communist rhetoric when I never revealed my own thoughts on any of the
topics that we would cover in class. My choice of topics and how to create an alternative
narrative with facts often left out of history books, created a perception that I was being
politically insensitive and too critical of United States policy.

As I continued my journey as a classroom teacher, my social justice oriented
practices continued to improve every school year. I transitioned into the world of charter
schools where the students I served were 100% socio-economically disadvantaged. The
student body was also majority Latina/o and Black with a large portion of the student
body also being English language learners. It was a complete contrast to the previous
student body that was predominately White. The response of the students to my social
justice oriented teaching was well received at my new school site. The principal was
equally supportive as were my teaching colleagues. As a school, all of us had the same
educational vision in mind, which was social justice oriented. Our teaching faculty were
frequently challenging each other in our craft to improve the connections with our

classroom lessons to our students lived experiences in the community. Many of our
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classroom projects incorporated the voices of our students’ families and their struggles
that they had to endure just to survive in the United States. From 30-mile peace walks
with Reverend Jesse Jackson, candlelight vigils at San Quentin to protest the death
penalty, and indigenous peoples’ celebration day on Alcatraz Island, the struggles of the
community were always incorporated into my daily lessons as a history teacher in the
charter school environment.

As I was promoted to high school principal in my charter organization, I
incorporated my social justice oriented teaching practices into school site leadership. My
vision of the school site as the principal was just an extension of my successful practices
in my classroom. The school site would have administrative practices that were social
justice oriented such as (a) listening to student concerns that were occurring at school and
in their community through casual conversations during classroom visits, (b) analyzing
student discipline to see if there were any trends of excessive referrals for a particular
sub-group of students, (c) supporting ethnic clubs and gay male and lesbian student clubs,
and (d) having an continuing dialogue with teachers that discussed their pedagogical
practices as they relate to critical pedagogy.

It was also during my first year as a principal that I was formally introduced to the
work of Paulo Freire. My wife took a class in her doctoral program that examined
Freire’s work. We would have conversations about Freire’s ideas of critical praxis and
whether his work was too theoretical to be applicable to our educational challenges in
contemporary times. Freire’s work would resurface when we had a professional
development day with a presentation from a local colleague who was also a principal at a
local charter high school in the Los Angeles area. His professional development day

10



detailed the successes that his school site was having with social justice oriented
curriculum. The foundation of his school site’s social justice approach began with
reading Paulo Freire’s, (1970) Pedagogy of the Oppressed. He discussed how his
teachers developed small reading groups and would frequently share what they learned
from Freire’s work. After several months of reading Freire together as a school site, they
began to incorporate some of his ideas of education for liberation and slowly changed
their school’s culture. As our staff listened to the words of wisdom from our guest
presenter, I began to think how our school site could incorporate some of these ideas
from Freire. I began to talk to more individuals who were teaching at local universities
about the power of Freire’s work with high school reform. I became inspired through
these theoretical frameworks of critical praxis and later critical pedagogy to attempt to
resolve one of the toughest challenges that plagues many of our urban high schools,
student academic engagement. This is the challenge of academic disengagement.

The Current Problem in Education for Urban Youth

Lack of engagement in urban high schools has negatively impacted urban youth
who attend these schools (Morrell, 2004). This issue is of great importance because of
the high push out rate’ that often stems from students resisting an irrelevant, de-
contextualized pedagogical approach (Rodriguez, 2009). This problem is especially
pronounced in California urban high schools where more than half of the students are
pushed out. Moreover, the number of these students that attend college is below 10%

(Harvard Civil Rights Project, 2005). With the high numbers of students being pushed

> The term “push-out” is an alternative way to describe students who drop out of

school. It places the accountability more with the school system since it implies that

students were pushed out of their schooling process due to inadequate academic services.
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out of their high schools, many students feel that our educational system is no longer
serving their needs.

This is true among some of the student population at the school site that will be
studied in this dissertation. Urban Academy Charter High School, which is the focus of
this study, has many students that feel disenfranchised because of their previous
educational experiences. An Urban Academy Charter High School (UACH)® student
commented on the disengagement process that she experienced in her previous schools,
saying that the previous high schools she attended did not have meaningful classes.

Student disengagement that results because the curriculum lacks focus on
relevant issues is what the literature on critical pedagogy describes and supporting data
suggests a need for implementing a curriculum that will engage all students (Akom,
Ginwright, & Cammarota, 2008; Camangian, 2008; Cammarota & Romero, 2009;
Rogers, Morrell, & Enyedy, 2007). Additionally, throughout the Los Angeles Unified
School District (LAUSD), Latina/o and African American students from Locke High
School, Garfield High School, Crenshaw High School, and Manual Arts High School
have all concluded that their teachers lack an engaging pedagogical approach that situates
their lived experiences of being poor Students of Color. These students have said
repeatedly that the problem of urban high school youth disengagement would diminish if
a relevant pedagogical approach grounded in explicit attempts to transform their

oppressive conditions were implemented at their respective school sites. Such a

6 Urban Academy Charter High School (UACH) is a pseudonym for the school site
being studied for this dissertation.
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transformational curriculum would make school an engaging place worth their
investment of time (Duncan-Andrade, 2006, 2007; Morrell, 2006; Rogers, 2007).

Problem Statement

The problem with urban high school student engagement has been the lack of a
curriculum that provides a knowledge base for transformative experiences (Morrell,
2004). In order to address this problem of non-White urban youth disengagement in the
classroom, there has been an emerging interest in using critical pedagogy as an
instructional strategy (Camangian, 2008; Duncan-Andrade, 2006, 2007; Morrell, 2006a;
Rogers et al., 2007;). Critical pedagogy acknowledges schools as places of oppression
and attempts to liberate students and teachers from oppressive educational structures.
The seminal work that begins to theorize how educational systems are oppressive is
Paulo Freire’s (1970) Pedagogy of the Oppressed. At the core of this oppression is the
“banking” approach to education where learning, “becomes an act of depositing in which
the students are the depositories and the teacher is the depositor” (p. 72). The banking
concept of education allows the oppressor to maintain an ideological structure through
these deposits to the students. The banking method of teaching secures the ideological
structure because it does not allow students to question the teacher. The banking method
is posited on the assumption that the teacher has all the knowledge and that the student
enters into the classroom with little knowledge. Thus, oppressive conditions can be kept
in place since the students do not have reciprocal power in the learning process. Students
in a banking system are never provided an opportunity to interrogate their oppression in

order to transform the structures that limit their freedom (Freire, 1970).
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Freire (1970) argues that this oppressive educational process dehumanizes
students and treats them as things rather than people. Students lose the opportunity to
construct reality based on what they are thinking about the world since their classroom
curriculum does not highlight their lived experiences. Thus, students must be involved in
this process of shaping the world on their terms so that they can transform the oppressive
structures that keep them oppressed. But as Freire (1970) says, “such transformation, of
course, would undermine the oppressors’ purposes; hence their utilization of the banking
concept of education to avoid the threat of student conscientizacao”’ (Freire, p. 74).
Therefore the problem with urban schools that service large proportions of disengaged
Students of Color is their inability to provide liberatory instructional approaches. Freire’s
idea of a liberatory education has taken many shapes and forms since the publication of
Pedagogy of the Oppressed in 1970. Later in this dissertation, I will discuss the
contemporary adaptations of Freire’s original idea of a liberatory educational framework
that was based in rural poverty in Brazil rather than the urban context in the United
States, which is the site of this study. Recent developments and interpretations of
Freire’s ideas will be explained in detail throughout this study.

Purpose of Study

The purpose of this study is to explore how critical pedagogy, as an instructional
leadership initiative, impacts urban high school students in their academic and personal

development. In previous studies of critical pedagogy (Camangian, 2008; Duncan-

7 This is a term that Freire uses in the context of developing a social consciousness
about the world. This is one of the goals of a liberatory education, developing a social
consciousness and more importantly acting upon the newly found ways of thinking to

create a more just society.
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Andrade, 2006, 2007; Morrell, 2006a; Rogers et al., 2007) the focus has been on how
teachers who use critical pedagogy impact students from a classroom perspective. What
distinguishes this study from previous ones is that it explores the effects of critical
pedagogy from an instructional leadership perspective rather than from a classroom
perspective. In this study, the initiative to utilize critical pedagogy as a curricular and
instructional approach was implemented by the school site principal, not the teacher.
Previous studies that have examined this topic document how the teacher initiates the
critical pedagogical approach with the administration supporting or resisting these efforts.
This study will examine a principal-initiated school level program based on critical
pedagogy.

Another purpose of this study is to investigate how school site leadership in the
area of critical pedagogy impacts student development. Thus, this study will attempt to
provide some initial findings on this topic that has not been explored by previous
researchers in the field. This study will provide a leadership context to critical pedagogy
as an instructional leadership initiative providing the educational leadership community
with data to consider when developing a change in curriculum, instruction or both to
reform their schools with a critical pedagogical approach.

An Overview of the Research Seminar Class

Two English teachers at the school site and I co-designed the research seminar
course where the critical pedagogical instructional leadership initiative was implemented
at Urban Academy Charter High School. It is an elective course that all students at the
school site have an opportunity to enroll in if they decide to participate. The goal of each
research seminar is to expose students to basic social science research tools; provide them
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with an opportunity to develop a plan of action to solve a problem in their community
and present their research findings to an audience that has institutional power to make
changes in their community; and create a safe classroom environment where they can
develop their skills as a social science researcher. 1 will provide a brief overview of the
major components of the research seminar including books and articles that are assigned;
student assignments; how topics are chosen for the seminar; research methods that
students learn and utilize in their project; and an overall timeline of the length of the

research seminar class.

Training and Engaging Teachers to Co-Develop the Research Seminar Class

One of the first items that I needed to address in the initial planning phase of
implementing the research seminar class was creating a sense of trust and a good working
relationship with a few instructional staff that would act as my support system for this
leadership initiative. I will discuss this at length later in this study, but I did want to
briefly describe the process of how interested teachers were initially trained once they
made a commitment to co-teach the class with me.

The first step in their training was providing them with some literature to read
providing them with examples of what other high schools have implemented similar to
the research seminar class we would design. I had them read a series of essays from
Louie Rodriguez and Tara Brown’s, From Voice to Agency: Guiding Principles for
Participatory Action Research with Youth. The two interested English teachers read the
essays and then gave me their feedback on the possibilities for designing something

similar to the action research projects they read in Rodriguez and Brown’s work.
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Once we developed some initial ideas, we began to gather input from our students
for possible research topics. Students gave us general topics that they wanted to study at
length, but never had the opportunity to examine in other high school classes. Some of
the more popular topics that emerged from our students included: (a) race and racism, (b)
the poor quality of their previous schools and teachers, (¢) reasons why they did not
produce successful outcomes in their previous schools, and (d) police brutality. We then
gathered these initial topics from the students and began to design our first research
seminar around the issue of reasons why students do not perform well in high school.

I lead the first week of classes for our first research seminar. We spent a lot of
time reading and conceptualizing educational concepts from Paulo Freire’s (1970)
Pedagogy of the Oppressed. The two teachers did more observing of this first research
seminar and assisted students in guided practice once I provided the general overview of
the information for that class period. After observing this first research seminar, the two
English teachers then took the lead on our second and third research seminars, which
analyzed race and racism within an educational context.

Books and Articles Assigned

The books and journal articles that were assigned to students depended on the
topic of their research seminar. However, one book that every student was exposed to
was Paulo Freire’s (1970) Pedagogy of the Oppressed. The students read passages from
Chapter 1 that explore concepts of colonization and the relationship between the
oppressor and the oppressed. A careful analysis of the concept of oppression is discussed
with all research seminar students since most of them have never examined it at length in
previous high school classes. Additionally, Freire’s framework of libratory education
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often becomes the framework students utilize as their conceptual framework to analyze
their data for their topic in the research seminar.

Once foundational knowledge has been established on the concept of oppression
and colonization, the next set of readings will align with the students’ specific research
topic. For example, research seminar cohort number five (see Appendix for a complete
syllabi for their course) read sections of Michael Omi and Howard Winant’s Racial
Formation_in the United States. Once students had a general understanding of this
theoretical model, we transitioned to teaching them a research methodology for
conducting their research. Thus far, all research seminar groups have been provided a
basic understanding of how to use the research methodology of portraiture and read
sections of The Art and Science of Portraiture. The authors of this methods book are
Sarah Lawrence-Lightfoot and Jessica Hoffmann Davis. I invited a college professor
from the local area who utilizes portraiture as a methodology in her research. Our
students are provided a Power Point presentation on portraiture that would provide them
an opportunity to ask questions of someone currently using it in their profession. Some
of the main ideas that are presented in the portraiture presentation included (a) the power
portraiture has as it relates to student voice, (b) the importance of capturing the student
story through portraiture, and (c) storytelling as an art and a social science research tool.
It gives the students a real life perspective on what their research methodology is utilized
for in the world of professional research.

Student Assignments

Student assignments in the research seminar class are varied in nature. Most
research seminar classes will include a series of writing formal and informal assignments,
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a group research project, and a final group presentation. During the first week of the
research seminar, students write an initial essay after our first class together detailing
what they anticipate to learn and their general understanding of the topic that they will be
researching. Students are also required to keep a daily journal of reflections on their
readings, class discussions, and overall thinking of the class as we move through the
topics. Other writing assignments may include a culminating final paper of their overall
thoughts and feelings of the class, a final research paper that they must complete with
their cohort group, and individual reflective essays aligned to their research topic.
Finally every research seminar class has a final group Power Point presentation that is
presented in a public venue. The presentation will explain their research findings as well
as how they conducted their research study and any suggestions they have to change or
implement new policy related to their research topic. The final PowerPoint has been
presented at local universities, our charter school’s central office, and other
administrative meetings within our charter organization.

An Overall Timeline of the Research Seminar class

The research seminar class is usually about 3-4 weeks in length. The length of the
class will depend on my availability to teach the course and also when a public venue will
be available for the students to share their research findings. The public venue is usually
a university audience of either graduate or undergraduate students. I initiated contact
with an interested professor who had topics in their class related to our research seminar
topic. We will then align our research seminar topic to the professor’s syllabus. The st
week of every research seminar class is similar in that they are learning the basic
concepts of a libratory education from Paulo Freire’s (1970) Pedagogy of the Oppressed.
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The 2nd and 3rd week (if the seminar is 4 weeks long) are dedicated to learning research
methodology and designing questions for their interview protocol. The 3rd or 4th week
is final preparation week where students are completing their PowerPoint presentation
and rehearsing it at the school site. At the end of their public presentation, we end the
course with one to two classes and reflect on the entire class and some of the major
outcomes that emerged from participating in the class on an individual and collective
level.

Examples of Past Research Seminar Topics

The research seminar class has taken place over the course of 2 school years at
my current school site. I initially began the research seminar at another school site where
I was the principal and successfully completed one cohort of students before I left. Some
examples of previous topics include (a) Listening to Voices of Youth: An Action
Research Study on the Drop Out Crisis, (b) Transformative Resistance, (c) A Student
Perspective On Teacher Professional Development, and (d) The Power of Racial and
Ethnic Formation: Exploring Who We Are Through Lived Experiences. The three
students who were interviewed for this study participated in one of these topics that took
place at my current school site.

Research or Guiding Questions

The central research questions is:
How does critical pedagogy as an instructional leadership model impact student

academic and personal development in a small urban charter high school?
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The sub-questions are:

1. How does a school site leader implement an instructional leadership initiative
rooted in critical pedagogy?

2. What is the role of the school leader during a critical pedagogical instructional
reform initiative?

3. What kind of effects does a critical pedagogical instructional leadership reform
have on a school leader?

Conceptual Framework

Critical pedagogy is a teaching strategy that strives to develop a student’s
understanding of social oppression and also instill a desire to alter these conditions
through social action (Freire, 1970). Critical pedagogy acknowledges that classrooms are
not neutral learning spaces (Shor, 1992) and teachers are charged with the responsibility
of interrogating power structures (McLaren, 2003) to instill hope in their students so that
they can create a more just society (Darder, 2002a). Thus, learning is a cycle of critical
praxis (Freire, 1970) where students identify oppressive situations, research them,
develop plans of action to transform them (Solorzano, 2001), assess the effectiveness of
their plan of action, and redesign aspects of their plan to improve the process (Freire,
1970).

General Understanding of Critical Pedagogy

Generally, the topic of critical pedagogy as a best practice in urban high schools
discusses the different teaching strategies that some urban teachers are utilizing to
reengage disconnected poor urban Students of Color (Camangian, 2008; Duncan-
Andrade, 2006, 2007; Morrell, 2006b; Rogers et al., 2006). As practiced in schools by
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teachers, critical pedagogy consists of the following core strategies: (a) countering
oppression, hegemony, and dominant discourses in teaching strategies, (b) empowering
students to critique their lived experiences with oppression and provide opportunities for
liberatory learning, (c) acknowledging that all knowledge is subjective to the
interpretation of the individual that is learning the material and many truths exist which
counteracts a master narrative, and (d) teachers working with their students in a
collaborative effort and constantly evaluating their teaching practice as it relates to
emancipatory strategies to free their students from oppressive conditions (Kincheloe,
2008). Critical pedagogy is different from other teaching approaches because it
acknowledges that all knowledge is situated in a power structure, and it is the
responsibility of the teacher to interrogate the dominant oppressive ideologies in all
content taught at school (Duncan-Andrade, 2006, 2007; Morrell, 2006a). The value of
critical pedagogy is that it engages students in relevant academic work that encourages
transformative resistance (Soldrzano, 2001) from their localized oppressive conditions
(Camangian, 2008; Duncan-Andrade, 2006, 2007; Morrell, 2006¢; Rogers et al., 2006).
Furthermore, it is a teaching approach that extends the previous work of postcolonial
studies (Cesaire, 2001; Fanon, 1967, 2004, Memmi, 1965) situating the current
oppressive conditions that colonized people are still subjected to on a regular basis.
Critical pedagogy utilizes a relevant curricular and instructional approach that
acknowledges the oppressive lived conditions of poor Students of Color and centers this
as the general body of knowledge one designs his or her lesson plans around to engage

students (Camangian, 2008; Morrell, 2006a; Duncan-Andrade, 2006).
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Relevant Background or Contextual Information About Critical Pedagogy

Studying critical pedagogy as an instructional strategy in urban schools has its
roots in Paulo Freire’s (1970) Pedagogy of the Oppressed and Henry Giroux’s (1983)
Theory and Resistance in Education: Toward a Pedagogy of the Opposition.
Additionally, practicing critical pedagogy as a teaching tool in urban classrooms is
informed by the work of Peter McLaren (2003) in his book, Life in Schools: An
Introduction to_Critical Pedagogy and the Foundation of Education. This instrumental
piece of research in addition to many other developers of critical pedagogy--Ira Shor,
Antonia Darder, bell hooks, Carter G. Woodson, Lolita Lebron, Franz Fanon, Audre
Lorde, Gloria Anzaldua, Subcommandante Marcos--have been useful for current
researchers and practitioners to further develop the theoretical models and particularly
investigate how critical pedagogy applies to instructional practices with poor urban
Youth of Color.

These critical pedagogy theorists utilize various theoretical frameworks to
examine schools as spaces of hegemonic practice that support the dominant ideologies of
society. The main perspective in education (dominant ideology) is that student
achievement is based on the individual student. In short, a student’s success or failure is
determined by their perceived academic effort. The dominant ideology suggests that the
reason students fail is because they do not attempt to be successful or that they lack the
ability to be successful. Researchers in this area are concerned with how dominant
discourses negatively impact educational environments and student learning as revealed
for example in standardized test scores. More importantly, they are concerned with how

dominant discourses harshly impact student engagement, or more specifically, student
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disengagement (Akom et al., 2008; Camangian, 2008; Cammarota and Romero, 2009;

Rogers et al., 2007).

Operational Definitions

Critical Pedagogy: An instructional approach that attempts to identify oppression
within a student’s life in order to research, develop, and implement a plan of action to
eradicate or lessen oppressive forces in their lives for the betterment of their
neighborhood, their community, and themselves (Kincheloe, 2008).

Urban Academy Charter High School (UACH): A pseudonym for a charter
school that serves disenfranchised high school students throughout the Los Angles
County area. The Los Angeles County school site that is studied for this dissertation is
one of several schools that are a part of a larger charter school organization that also
serves disenfranchised students throughout various areas in the country. I created the
pseudonym for the purpose of this study.

Research Seminar Class: An elective course that was co-developed by some of
UACH’s teaching faculty and me for the purpose of offering students the opportunity to
learn social science research skills to solve problems in their community.

Push-Out: A concept that identifies the school and the system of schooling as the
main factor in students not being academically successful, particularly as it relates to
African American and Latina/o high school students. Rather than blaming the student as
the term, “dropout” does and assumes that it is the student’s fault for their failure in
schools, “push-out” forces educators to look at the problem from a school system point of
view identifying problems that exist in the way that schools service or do not service high

school students and consequently pushes them out of the system.
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Critical Praxis: Paulo Freire’s conceptual idea of identifying a problem in a
community and then researching the problem. Once the problem has been researched the
community should develop a plan of action to solve the problem. After implementing the
action plan over a reasonable period of time, the community assesses the effectiveness of
the action plan. After assessing the effectiveness of the action plan, the community looks
at possibilities to improve the plan and continually strive for better results. This is the
basis of the research seminar class that the students participated in and every student was
taught the idea of critical praxis in developing their projects in the course (Freire, 1970).

Assumptions and Delimitations of Study

There are some delimitations to this study. First, the sample size of 3 for this
study might be considered to be too limited to gather any substantive data to suggest
anything of significance. However, the researcher sees this delimitation as a strength of
the study because it allows for a more in-depth analysis of a limited amount of
participants to capture detailed experiences and stories of each participant. A second
possible delimitation of this study is the homogenous population of the participants
involved. The school site where the study was conducted is predominately Latina/o and
African American. Consequently, because the school site lacks other racial and ethnic
groups, there was a lack of diversity in the participant pool with only two students that
were not Latina/o or African American. A third delimitation of this study is that it was
conducted at one school site. All of the participants in the study are students of one
school site and there is no comparison group to examine the data to see if there are
similarities or differences in their experiences with the research seminar class that

implemented critical pedagogy.

25



A fourth delimitation is the power differential that exists between the
interviewees in this study and me. This may create a situation where the students feel an
obligation to present only positive information in their interviews. | am aware of the
power differential that exists with the students, and there are some things that were
completed to mitigate the difference. One way I mitigated this power difference is how I
have approached this study where I spent more time with the students beyond just the
scope of time for the interviews. By the time students were chosen to be participants in
this study, I had spent an entire school year with the students as their principal. A time of
familiarity was thus in place that established a solid working relationship with each of
these students. Therefore when I conducted interviews with the students, they did not
feel as inclined to produce answers that I wanted to hear for the purpose of this study. A
large part of my instructional approach is to encourage students to interrogate systems of
power including the administrative practices of my own leadership. The students knew
that when it was their time to share their thoughts during these formal interviews for the
study that I wanted them to answer honestly, candidly, and not be concerned about how
their answers were expressed. I believe that the working relationship with each student
by this time was effective in this area of being able to share his or her perspectives
without any reservation due to my positional power as the school site principal.

A fifth delimitation of this study is that all the student participants were male.
Although female students were more than welcomed to participate on this study, there
were none that wanted to discuss their responses at length. When I approached some of
the female students about the possibility of participating in this study, the ones who were
interested did not have time in their schedule to fully engage in all the interviews that
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were needed to collect the data. Despite this delimitation, the voices of the three male
student participants were powerful. I would like to attempt to gather more data at a later
time so that a female perspective can also be included and examine if their experience
with the research seminar was similar or different.

A final delimitation of this study is my own perspective and bias as a social
justice oriented school site principal. Some may suggest that my closeness in proximity
to the subject being studied and my leadership style of being social justice oriented would
not provide me the skills to be an objective researcher for a topic on critical pedagogical
instructional leadership. However, I would respond that this is precisely what provides
me insight as an “insider” to be able to collect and gather the data that would only be
accessible to someone that is deeply involved at the school site level with their students
and teachers.

The level of trust that one has to develop as a researcher with a topic such as
critical pedagogy would be very challenging for someone not at the school site every day
with the students and teachers to develop a good working relationship and rapport in
order for them to trust the researcher with the data being collected. This is particularly
true for our students who have a high level of skepticism toward school administrators
because their past experiences with school administrators have often been negative.

This does not mean that I would not be aware that my own bias and perspectives
could taint the data and research process. Therefore mitigating factors would be
implemented to ensure that they do not occur in this study. One such mitigating factor
utilized in this study was assigning an administrator from my charter school organization
(who did not have any working knowledge of this research topic or our students
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participating) as an outside reader. I met with this administrator twice during the course
of this study and they provided me feedback to ensure that my personal bias and
perspectives were not negatively impacting the study. The feedback that he provided
verified that the power differential between the students and myself was not negatively
impacting the study. He based this evaluation on his conversations with the research
seminar students, concluding from their comments that I genuinely wanted their honest
feedback even if it was critical of my instructional practices.

Significance of the Study

This study is significant because it seeks to examine and document the effects of
critical pedagogy as an instructional leadership initiative and its impact on student
development when the school site principal implements the reform. In California,
African American and Latina/o students are 3 times more likely than White students to
attend high schools that have a significantly higher push-out rate. Also, high schools
with the highest dropout rates contain a 90% minority student body. Additionally, high
schools with a high percentage of students in poverty have higher push-out rates than
schools with higher income students (Harvard Civil Rights Project, 2005).

African American and Latina/o students from Los Angeles frequently comment
how their previous teachers lack an understanding of their socioeconomic context. A
high school Latina student described the lack of understanding when she said, “me and
my family drive to Mexico every Christmas break because we can’t afford to fly. We
miss the first 3 weeks of school and our teachers don’t let us make up the work™ (Student
interview, April 5th, 2011). Additionally, many African American students commented
on the inability of their White teachers to make their classes relevant and meaningful.
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When African American students encouraged their White teachers to utilize more
culturally responsive instructional approaches, they were met with resistance from their
teachers (Student interview, April Sth, 2011).
Conclusion

In summary, this dissertation will attempt to provide some preliminary findings in
regard to how critical pedagogy as an instructional leadership initiative impacts student
development. The researcher is hopeful that the findings in this dissertation will provide
some assistance to other school site leaders who are attempting to institute similar
instructional models that incorporate critical pedagogy. Additionally, the researcher
hopes that district level leaders and even educational leaders at a national level can utilize
the findings in their attempts to decrease the large push-out rate of African American and
Latina/o students. What follows is a summary of the succeeding chapters. Chapter 2 will
synthesize the literature related to critical pedagogy and studies that have examined it
within the context of a high school experience. These previous studies will illustrate that
there is a gap in the research literature because no scholarly research has been completed
within the context of examining critical pedagogy from an instructional leadership
perspective. Hopefully this dissertation will provide some insight into this important
piece of the literature that is currently missing. In chapter 3, the researcher will discuss
the methodology of how the study will be conducted. A detailed discussion of how the
procedures, methodology of choice, and the reasons why the study was conducted using
that particular method will be explained. Chapter 4 will discuss the findings as they
relate to the central research question and sub-questions. Finally in chapter 5, the
researcher will discuss the implications for further research that may be continued by
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others who may be interested in furthering or extending the initial questions that were
asked in this dissertation. Additionally in chapter 5, the researcher will discuss policy
changes that could take place as a result of the findings from this dissertation. In addition
to policy changes for instructional leadership, the researcher will examine what
implications this study may have for school site leadership in other high school settings
aside from the research site. It is the hope of the researcher that after completion of this
dissertation, individuals in educational leadership positions can use the findings from this
study to incorporate critical pedagogical perspectives into their own school site or district
wide initiatives. The researcher also hopes that this dissertation will provide insight on
how to improve the instructional program at the charter school organization where the
study was conducted. It is the researchers desire that this will allow UACH to have a

stronger academic program than the one that currently exists.
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CHAPTER 2
LITERATURE REVIEW
Introduction
Critical pedagogy is in many ways an appropriate response to the high stakes
accountability that currently exists in educational settings. The No Child Left Behind
legislation (2001) has done exactly what it claimed it would not do, leave children
behind. Within the Latina/o and African American communities, the leaving of children
behind has unfortunately become common practice. Although NCLB was designed to
close the achievement gap and make access to college available to all groups, it has not
achieved its lofty goals. For example, in many urban high schools across the country,
only 10% of students attend college. Additionally, these same schools have high school
dropout rates above 50% for Latina/o and African American students (Harvard Civil
Rights Project, 2005). Moreover, the push-out rate for African Americans and Latina/o
students has been at a higher rate than White students for more than 30 years. The gap
has not closed between African Americans, Latina/os and White students and it has
continued to be a problem in our public education system (Chapman, 2010).
In order to reengage poor, non-White, urban students, there has been emerging

interest in using critical pedagogy as an instructional strategy (Camangian, 2009;
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Duncan-Andrade, 2006, 2007; Morrell, 2006; Rogers, 2006). Critical pedagogy is crucial
for all students but in particular for Students of Color because it extends the theoretical
concepts of Freire’s praxis education.

Critical pedagogy acknowledges schools as places of oppression and attempts to
liberate students and teachers from oppressive educational structures. The seminal work
that begins to theorize how educational systems are oppressive is Paulo Freire’s
Pedagogy of the Oppressed (1970). At the core of this problem is the banking approach
to education where learning, “becomes an act of depositing in which the students are the
depositories and the teacher is the depositor” (p. 72). The banking concept of education
allows the oppressor to maintain an ideological structure through these deposits to the
students. Students in a banking system are never provided an opportunity to interrogate
their oppression in order to transform the structures that limit their freedom. Freire
argues that this oppressive educational process dehumanizes students and treats them as
objects rather than as people. Students lose the opportunity to construct reality based on
what they are thinking about the world since their classrooms are removed from their
lived experiences. Thus, students must be involved in this process of shaping the world
on their terms so that they can transform the oppressive structures that keep them
oppressed.

Researchers are interested in this pedagogical approach and its impact on student
learning because of the high push-out rate of poor Students of Color. Additionally,
researchers have examined how critical pedagogy as an instructional practice has
impacted their classrooms. Ultimately, the importance of critical pedagogy as an
instructional strategy is it empowers urban youth to assert their identity within an urban
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high school context. It helps develop their academic skills to take action in their
community to eradicate oppression. In other words critical pedagogy is a teaching
strategy to develop “warrior scholars” who are armed with the academic tools of a critical
researcher to fight for social justice in their community.

The value and importance of critical pedagogy as a research topic lies in its ability
to examine what are effective pedagogical practices in urban education. Unlike,
traditional research that often focuses on all that is wrong with urban schools; critical
pedagogy embraces “goodness” in order to assist those that practice it with their personal
development as students, teachers, and scholars. It situates the students and their
community in a strong enough position to frame their own cultural, racial, and
ideological constructs from their lived experiences. This challenges the hegemonic
practices of school systems. More specifically, critical pedagogy challenges classrooms
that do not acknowledge the funds of knowledge (Duncan-Andrade, 2004) and
community cultural assets (Soldrzano, 2001; Yosso, 2006) that students and their
communities bring to the schoolhouse but are too often silenced and repressed because
they are not deemed capable of academic study (Duncan-Andrade, 2004).

Review of the Literature

The literature on critical pedagogy as an instructional method utilized in high
school classrooms is sparse. Thus, the review of the literature in this chapter will analyze
in great depth the small handful of empirical studies that are currently available on this
area of research. In reviewing the literature, I will discuss four areas as they relate to
critical pedagogy in urban schools as well as social justice leadership. These areas
include: (a) contemporary empirical studies, (b) transformative resistance theory, (c)

33



critiques of critical pedagogy, and (d) social justice leadership. After discussing these
four areas of critical pedagogy as they relate to best practices in urban schools to
reengage students, I will provide a critique and analysis of the literature. In this critique I
will examine the quality and effectiveness of the researchers’ process. Additionally, an
analysis of how researchers arrived at findings, how they collected their data, developed
their literature reviews, and other aspects of their work will also be discussed.

Contemporary Critical Pedagogy Empirical Studies

Earlier scholarship in critical pedagogy has been centered on theoretical rather
than empirically grounded studies of practice (Apple, 1979; Freire, 1970; Fanon, 1967,
Giroux, 1983); however, contemporary scholars are now applying theory to practice
through empirical research. Thus far, the findings are impressive. Teachers are
developing urban youth identity within the context of their lived experiences without
assimilating dominant ideologies of society (Akom, 2008; Camangian, 2008; Duncan-
Andrade, 2004, 2008; Morrell, 2006; Rogers, 2007). Furthermore, applying critical
pedagogy has assisted non-White students to realize their transformative potential
(Solérzano, 2001) to change themselves and society in meaningful ways that are no
longer self destructive to themselves or others around them. These spaces where students
are safe to express themselves on their own terms are ideal (Akom, Ginwright, &
Cammarota 2008) because students and their teachers are able to develop communities of
practice that are critical in nature (Rogers, 2007).

Camangian (2008) utilized performance poetry to reengage disconnected youth in
a relevant and meaningful way in his high school English class. Students developed
critical literacy skills through the examination of their oppressed lived experiences and
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describe their lives in spoken word performance pieces. Camangian found that through
performance poetry as a critical pedagogical instructional approach, students were
genuinely engaged in their work and would spend time outside of class preparing their
poems for class. Additionally, Camangian noted that student attendance was higher in
his classes when compared to his other English teacher colleagues who were not utilizing
a critical pedagogical instructional approach. This similar type of critical pedagogical
approach was utilized by Duncan-Andrade (2004) who also taught high school English in
Oakland, California. Duncan-Andrade had similar findings to Camangian (2008).
Duncan-Andrade found that many of his students were anxious to present their poetry in
front of their peers. Students would also routinely spend their own time practicing their
spoken word pieces, yet these same students were routinely disengaged in their other
classes.

In addition to performance pieces, Duncan-Andrade (2004) would also develop
thematic units and supporting lesson plans around youth culture (hip hop music, film, and
fashion) as a scaffolding tool to teach the English content standards. Students watched
movies like the Godfather (1972) and analyzed the themes of the movie through a critical
pedagogical lens developed in class. Critical media literacy was also used frequently in
his classroom and the students were now armed with tools to deconstruct corporate
messages that stereotyped their communities. Akom, Ginwright, and Cammarota (2008)
developed a youth social justice curriculum that utilized filmmaking and radio
broadcasting as a way to empower students in creating community change. Also in this
same study, students involved in the “Social Justice Education Project” in Tucson,
Arizona learned how to be critical researchers of their own school site. Students involved
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in these youth groups had opportunities to learn more about local educational problems
that impacted them directly. Projects often involved researching local educational
problems and then students sharing their findings with local community leaders, district
administrators, and local politicians to address their concerns. They found that the
“Social Justice Education Project” reengaged youth in the areas that their school
curriculum was unable to do. Through their participation in the “Social Justice Education
Project,” students increased their grades at their local high schools suggesting that a
liberatory instructional approach can benefit student performance beyond the project at
hand.

Although these studies show successful implementation of critical pedagogy at
the classroom level, they do not address what the role of an instructional leader such as a
principal would play in such an initiative. Additionally, the studies do not look at
cumulative grade point averages and whether critical pedagogical instructional
approaches had a positive impact on them. The studies also did not explore if their
critical pedagogical instructional approaches provided students the skills to increase their
performance on standardized tests, a topic that is always of interest to school
administrators. By not providing these variables in their studies, educational leaders who
are often under extreme pressure to produce “hard numbers” to justify a reform effort
may not be able to utilize these studies to change district or school policy in regards to
creating a liberatory educational instructional approach.

Transformative Resistance Theory

One of the most important studies in the area of critical pedagogy as it relates to

an instructional strategy is Solorzano’s (2001) study of transformative resistance.

36



According to Solorzano, transformative resistance is the theory that when students resist
oppressive schooling conditions in an emancipatory fashion, they can transform their
reality into something more effective than what previously existed. Solérzano (2001)
chronicles how high school students conducting a study on the poor quality of teachers in
an East Los Angeles school and reporting the findings to the central office providing
suggestions on how to improve the teaching practices would be an example of
transformative resistance. Although the study is not explicitly about critical pedagogy,
many of the current researchers who study it as a phenomenon in urban high school
classrooms frequently refer to Solorzano’s (2001) work on transformative resistance
theory. Transformative resistance theory was a response to the incomplete work in
school resistance theory. The majority of studies on school resistance blamed the
student, their culture, and their family for school resistance (Solérzano, 2001).
Resistance theory is important because it created a body of work for future researchers to
develop ideas beyond deficit thinking theories (Valencia, 1997). Blaming the student,
their culture, their community, and their family was common practice in the findings of
many of these studies. Soldrzano’s work provided an alternative perspective to refute the
claims made by other deficit thinking scholars that the primary reason why students
failed was a result of their inability to be academically successful on their own merits.
The problem that Soldrzano (2001) addressed in his study is the limitations of
school resistance theory. According to Solorzano, school resistance theory does not
adequately address the reasons why Latina/o students are oftentimes resistant to
schooling practices. Rather, school resistance theory focused on a limited understanding

that is grounded in self-defeating resistance of working class male students (Soldrzano,
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2001). Previous studies did not take into consideration that there is a long history of
transformative resistance within the Chicana/o community, which has fought for social
justice and equality rather than self-defeating outcomes. Thus, the oppositional behavior
of Chicana/o youth throughout historical and contemporary examples can be a positive
politically empowering experience on an individual and collective level.

Utilizing Critical Race Theory (CRT) and Latina/o Critical Theory (LatCrit,)
theory, Soldérzano (2001) developed a theoretical framework to examine educational
issues through these two lenses. The five themes that he developed include: (a) the
centrality of race and racism and intersectionality with other forms of subordination, (b)
the challenge to dominant ideology, (c) the commitment to social justice, (d) the
centrality of experiential knowledge, and (e) the interdisciplinary perspective (Solorzano,
1997, 1998, 2001).

Based on these five tenets derived from CRT and LatCrit framework, Solérzano
provided future critical pedagogy researchers a framework for understanding their work
with high school urban Students of Color. Thus, as teacher/researchers of urban high
school Youth of Color, Morrell (2006) and others began to develop their conceptual
frameworks for designing lessons that were transformational in a social justice fashion.
Soloérzano’s framework provided them a foundation to build and extend other ideas from.

A second series of important studies that build on Solorzano’s (2001) work of
transformative resistance were the summer research seminars conducted by UCLA’s
Institute for Democracy, Education, and Access (IDEA). Beginning in the summer of
2000, university researchers (Duncan-Andrade, 2006, 2007; Morrell, 2006; Rogers, 2006)
developed a summer research seminar for poor urban high school Youth of Color. The
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goal of the seminar was threefold: (a) to explore critical pedagogical teaching strategies
within an ethnographic longitudinal study, (b) to expose urban high school Students of
Color to introductory skill sets of an educational researcher, and (c) to develop action
plans to transform district policy in Los Angeles based on the findings of the research
conducted by the students.

Morrell’s (2006) utilization of the research apprenticeship model for poor non-
White urban youth may have not been conceptualized in a concrete fashion without
Soldrzano’s (2001) prior study. Solérzano provided Morrell a theoretical framework
(transformative resistance) to analyze whether students exposed to critical pedagogy
instruction desired social change through the development of a social consciousness
about local problems in their neighborhood. Thus, the action research that students were
conducting could be examined through the five tenets of the CRT/LatCrit framework or
units of study for students could be developed utilizing this theoretical model.

Critiques of Critical Pedagogy

Although there are no research publications that explicitly refute the benefits of
critical pedagogy, there are some notable studies that blame poor academic performance
on the impact of race and class. Thus, previous studies have argued that there is an
achievement gap between the rich and the poor because of inherited “intelligence”
differences among social classes. Moreover, the idea of fixed intelligence has also been
argued across racial lines, where Whites arguably have larger mental capacities than
People of Color. A seminal book that presented such arguments is Herrnstein and
Murray’s (1994) The Bell Curve: Intelligence and Class Structure in American Life.
Herrnstein and Murray (1994) argued that intelligence is genetically predetermined and
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the disparity between Whites and People of Color is innately decided by biological
factors (Herrnstein and Murray, 1994). In fact, they argued that 40-80% of intelligence is
a result of genetic inheritance. Therefore, from this natural inequitable distribution of
intelligence, Whites have acquired more institutional power because of their superior
genetic pool. Herrnstein and Murray (1994) then extend their genetic intelligence
argument to policy formation and argue that immigration laws should not allow Africans
or Latina/os to immigrate to the United States. They believe Latina/os and African
Americans will negatively impact the distribution of intelligence creating a downturn for
everyone.

In their concluding remarks, Herrnstein and Murray (1994) described how
education interventions for the poor are of no use. They stated that, “[m]Juch of the public
policy toward the disadvantaged starts from the premise that interventions can make up
for genetic or environmental disadvantages, and that premise is overly optimistic” (p.
550).

Despite its widespread popularity among the conservative right, at its time of
publication, many scholars refuted the claims made in Herrstein and Murray’s (1994)
study. Gould (1995) described the statistically weak data in the study. He commented,
“their own data indicate that IQ is not a major factor in determining variation in nearly all
the social behaviors they study and so their conclusions collapse” (pp. 19-20). Gardner’s
(1995) counterargument described in his study noted that the majority of the correlation
findings from the Bell Curve were not tied to intelligence but rather other variables
beyond intelligence. Finally, in Sowell’s (1995) study he described how Herrnstein and
Murray (1994) were irresponsible by equating correlation findings to causality. Sowell
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(1995) argued that attempting to connect correlation to causality is one of the first ideas
that researchers are instructed not to do in introductory statistic courses.

Another counterargument to critical pedagogy can be found in the work of Ruby
Payne (1995). In her study, 4 Framework for Understanding Poverty, Payne argued that
each social class has a culture and the way for the poor to succeed is to learn the values of
the middle class. One section of her book has quizzes for the reader to take in order to
assess knowledge of the different cultures of each social class. Some of the imbedded
cultural values of poor people for example include (a) knowing how to get someone out
of jail, (b) solving problems with yelling and physical confrontations, and (c) having the
ability to move out of an apartment quickly as a result of rent not paid on time. Her test
then continued with middle class values and concluded that people living in poverty have
a choice on how to live their lives. Payne (1995) argued that if poor individuals
assimilate and accept middle class values, they can then move themselves out of poverty.
Similar to Herrstein and Murray (1994), who blamed the underperformance of minorities
to inferior intelligence when compared to Whites, Payne (1995) blamed the culture of
poverty arguing that the behavior of the poor is what needs to be fixed.

In response to Payne (1995), many peer reviewed journal articles have been
written to refute her claims that people can easily lift themselves out of poverty if they try
hard enough to enter the middle class. Gorski (2006) examined Payne’s politically
conservative framing of poverty that blames the student and their communities. Gorski
(2006) argued that it is critical to look at the institutions of school as the source of the
problem. Ng and Rugy (2006) and Osei-Kofi (2005) both described the classist
statements Payne (1995) made in her study documenting the oversimplification of her
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argument that does not take into consideration structural inequality and how the effects of
institutional oppression of the poor and People of Color impact the life and educational
outcomes of these communities.

Social Justice Leadership

Considering this study analyzed data findings from a critical pedagogical
instructional leadership initiative, it would be useful to survey the literature in social
justice leadership. One book that provides an extensive overview of social justice
leadership, is Marshall and Oliva’s (2010) work, Leadership for Social Justice: Making
Revolutions in Education. Their anthology provides research by various authors that
have an understanding of how social leadership can impact school reform and the
development of instructional leadership that is dedicated to social justice. For instance,
in the chapter developed by Dantley and Tillman (2010) entitled “Social Justice and
Moral Transformative Leadership”, they note the concept of multidimensional ethical
framework, which was initially discussed by Starratt (1994). The framework suggests
that school leaders analyze issues by utilizing ethics of care for students and critiquing
existing power structures. Educational leaders should also analyze school issues through
a justice-oriented lens, particularly as it relates to student academic achievement and
student discipline.

A second framework that is discussed in Dantley and Tillman’s chapter is the
concept of an anti-oppressive framework. Developed by Kumashiro (2000), this
framework has four major areas an educational leader should analyze when social justice
orientated changes within their district. They include: (a) a focus on students that are
considered marginalized, (b) developing curriculum that incorporates the stories of
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marginalized students and their communities, (c) developing curriculum that interrogates
all sources of privilege, and (d) an educational approach that explicitly attempts to change
how students look at issues in society. Dantley and Tillman (2010) also summarize how
they define social justice leadership, which includes the following five areas of analysis.
They include: (a) leaders should be conscious of the larger social contexts that schools
exist within particularly as it relates to cultural and political aspects, (b) leaders who
critique behaviors that marginalize students and their communities, (c) leaders who
implement democratic principles within their sphere of influence, (d) leaders who
explicitly resist hegemonic educational practices, and (e) leaders who are civil rights
activists.

Another section in Marshall and Oliva’s (2010) work that is useful for analyzing
social justice leadership is Merchant and Shoho’s (2010), chapter entitled, “Bridge
People: Civic and Educational Leaders for Social Justice”. In this chapter, Merchant and
Shoho interviewed eight leaders describing their commitment to social justice and how
they developed their leadership style. The 8 participants in their research study were
from various positions within the educational pipeline. The group comprised three
school site principals, one retired superintendent, three university administrators, and one
attorney, who worked for a social justice oriented firm.

Drawing from their personal experiences with injustice in their lives, all of the
participants shared in their interviews how this impacted their leadership style. The
events in their lives created an awareness of inequality in society and impacted their
leadership to incorporate a social justice framework as they entered their respective
positions in education or law. One suggestion that all of the participants provided was
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every student in leadership programs should have opportunities for field work in
communities that they are unfamiliar with. For example, White students in
administrative credentialing programs should be required to complete fieldwork in a
predominately Student of Color community that will provide them a perspective they are
unfamiliar with. Some of the participants also suggested that future school leaders
complete a certain amount of hours in political advocacy. The participants argue that
many school leaders have minimal experience in this area, which is critical to developing
a social justice lens in their leadership skills.

The final data findings from this chapter revealed a number of similar
characteristics that all of the participants exhibited in their vision of education. They
include: (a) a strong orientation toward social justice and equity issues that was
incorporated into their lives early on by a parent or significant adult, (b) a strong sense of
purpose and belief in their ability to succeed that was reinforced by their parents or a
significant adult, (c) life changing experiences with marginalization, (d) a lifelong
commitment to social justice issues, (e) a deep appreciation for the value of creating
community, (f) being highly visible in their community with a sense of humility, and (g)
being cognizant of the social and political movements they were involved with in their
previous lives before educational leadership and how it shaped their leadership style.

Critiques and Analysis of Critical Pedagogy Literature

Critical pedagogy literature as it relates to teaching practices in urban school
settings are sparse and still in development. This is particularly true with current
empirical studies, as many of the scholars attempting to study critical pedagogies in urban

schools do not have many school sites to analyze the process. Thus, the following
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critiques and analysis of literature relating to critical pedagogy are important to
researchers who have an interest in further extending knowledge in this area of education.
In this section, I offer the following analysis and critique of the following aspects of the
literature review: (a) the process of the research conducted by the researchers; (b) the
quality and effectiveness of the literature reviews, (c) the quality and effectiveness of the
researchers’ purpose of the study, (d) the quality of the research design, (e) the data
collection process, and (f) the data analysis and findings in their studies.

Areas of Overall Strength in Each Study Examined

The articles reviewed in this chapter address problems that have been best
examined through a qualitative design because the variables were unknown. For
example, in Duncan-Andrade’s (2004) study of youth popular culture, the participants in
the study were former students from when he taught high school English. Since the
variables for the transformative teaching process are hard to accurately assess, a
qualitative study was the best method to address the impact of critical pedagogy on
student learning. Additionally, Rogers (2007), Morrell (2006), and Duncan-Andrade’s
(2006, 2007) studies of youth participating in summer research seminars also were best
informed through a qualitative study. Camangian’s (2008) study of critical poetry
performance pieces and Akom’s (2008) analysis of youth social justice oriented school
groups also benefited from a qualitative design.

One of the highlights of the process of research for all of the studies was the
detailed level of reporting of words and visual images that described the participants’
views. Solorzano (2001), for example, used vivid descriptions of his participant’s stories,
describing the process of school resistance through their experiences. Solérzano (2001)

45



also documented more than five pages of data from a discussion he had with a student
that expressed her internal and external forms of resistance within the context of the 1993
Chicana/o protests. Gloria (the name of the student in the data set) discussed her conflict
that she was having over how to “properly” participate in the protests. She questioned
whether her passive approach of deciding not to overtly participate in the protest
indicated that she was not completely supportive of the cause.

Camangian (2008) also utilized the voice of his participants effectively by
painting a picture for the readers through student poetry. Additionally, Duncan-Andrade
(2006, 2007), Rogers, (2007), and Morrell (2006) all reported high quality data through
the documentation of student interviews that discussed their transformative (Soldrzano,
2001) experiences in their development of critical researcher skills during summer
seminar. Finally, Duncan-Andrade (2004) provided insight of student transformation in
his study through a vivid description of their documentaries that described social
problems in their neighborhood. Through the analysis of student work (student produced
documentaries), Duncan-Andrade (2004) was able to generate themes that aligned to
larger theoretical frameworks.

In regard to examining the literature review sections of each of the studies, there
were many noteworthy strengths. First, the comprehensiveness of the literature reviews
and situating their specific studies into a context was commendable. The commendable
quality of this process was not in the quantity of research reviewed but how some
researchers had to conceptualize their studies often with no prior work in their area of
interest. Soldrzano (2001) made use of two legal research frameworks Critical Race
Theory and Latina/o Critical Theory and past studies in these fields to understand his
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interest in researching problems of Chicana/o school disengagement. Akom (2008)
utilized a similar approach of combining Critical Race Theory and youth participatory
action research to inform his research of social justice youth groups that worked in
conjunction with local schools in Northern California. Morrell (2006) examined three
areas of previous research (practitioner research, youth participatory action research, and
research for social justice) to inform his work of critical participatory research. Finally,
Camangian (2008) utilized past studies of power and the struggle to attain it in an
educational context.

A second strength of the literature review was the high quality of the publications
that were cited. Akom (2008) cites Fine (2003), a seminal classic study in his research
area. Camangian (2008) follows this same pattern with citing the following significant
studies: Chomsky’s (1988), Language and Politics; Freire’s (1972); Pedagogy of the
Oppressed; Hirsch’s (1987), Cultural literacy: What every American needs to know; and
McLaren’s (2003), Life in Schools: An Introduction to Critical Pedagogy in the
Foundations of Education. Duncan-Andrade (2004) also cites several important works in
the field: Apple’s (1990) Ideology and Curriculum; Dewey’s (1938) Experience and
Education; Giroux’s (1983) Theory and Resistance: Towards a Pedagogy for the
Opposition; Grossberg’s (1994) Between Borders: Pedagogy and the politics of cultural
studies; and Valenzuela’s (1999) Subtractive Schooling.: U.S.-Mexican youth and the
politics of caring.

A third strength of the articles was the use of literature to describe the problem of
critical pedagogy as it exists in urban schools. Cammarota and Romero (2009) utilized
several works from critical pedagogy theorists to develop their own theoretical model of
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“critically compassionate intellectualism”. First, Cammarota and Romero (2009) borrow
from Darder, (2002), Freire (1970) and McLaren’s (2003) ideas of criticalness and
incorporate these ideas of critical pedagogy into a practical application of cooperative
learning spaces that challenge the banking method of traditional education. In these
classrooms, students and teachers work together to develop instructional and curricular
opportunities that are grounded in the students lived experiences to achieve academic
literacy in the content areas that are being studied.

Cammarota and Romero (2009) also build on the past research of Noddings
(1984, 1992) and Valenzuela’s (1999) notion of caring, and Lopez’s (2003) examination
of building trusting classroom environments that work to humanize the educational
experience particularly for oppressed students. Finally, Cammarota and Romero (2009)
frame their understanding of developing a student based intellectual consciousness on
Freire’s (1970) development of the human capacity to become critically conscious of
structural oppression.

Additionally, the other studies also build on past research for theorizing their own
conceptual frameworks to implement as researchers and as teachers. The research
seminar studies (Duncan-Andrade, 2006, 2007; Morrell, 2006; Rogers, 2007) utilized
critical pedagogy research to inform their work with urban high school youth. Borrowing
from Fine’s (2004) application of youth participatory action research, Freire’s theoretical
model of working to liberate the oppressed through liberatory education, (1970) and a
host of scholars that argue for a more culturally relevant curriculum (Banks, 1994;
Ladson-Billings, 1994; Moll, 2000). Classroom and social justice student organization
research studies (Akom et al., 2008; Camangian, 2008; Duncan-Andrade, 2004) also
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described the problem of urban schools through a Freirean framework that argued only
through a liberatory education that is grounded in the lived experiences of the oppressed
will students and their communities begin to live and define their lives on their own
terms.

An area for further literature that all the researchers could benefit from is citing
more recent studies of critical pedagogy and how it is being used in the classroom. On
the average, most of the studies cited works that were more than 10 years old. Morrell,
(2006) Camangian, (2008) and Akom, (2008) were the exception to this rule as more than
50% of their citations were newer than 10 years old. However, because of the
groundbreaking nature of the kind of work that all of these researchers are conducting,
the likelihood of finding studies that are exactly the same as their interests will not be
great.

Purpose of the Study

The purpose statements of the majority of the studies are clear and concise. For
example, Duncan-Andrade’s (2004) study, which he described clearly: “Ultimately this
paper aims to synthesize data and theory as a means of discussing promising ways to
teach urban students” (p. 313). A second purpose statement that is also clear and concise
is illustrated by Akom (2008):

The first is to present an alternative approach to raising the critical

consciousness of young people in traditional and non-traditional

educational settings by facilitating the creation of what we are calling —

Youthtopias . . . the second is to discuss the importance of challenging

issues of race and racism as they intersect with other forms of oppression
for young people in the emerging field of critical youth studies. (pp. 2-3)
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Third, in Camangian’s (2008) study, his purpose statement is also clear and
concise. He writes: “As an English teacher who taught social justice performance poetry
as part of, not apart from, my composition curriculum” (p. 36). Finally in Cammarota
and Romero’s (2009) study, they outlined a three-tiered purpose of their study in the third
paragraph of their paper. The rest of the research articles (Duncan-Andrade, 2006, 2007;
Morrell, 2006; Rogers, 2007; Solorzano, 2001) all had clear statements regarding the
purpose of their studies and all mentioned them on the first page.

One area that the researchers could have considered revising is their literature
review sections, which lacked clear subheadings indicating a literature review section.
Seven of the 10 studies had ambiguous subheadings that left the reader wondering if the
section is indeed the literature review part of the study. For example, Duncan-Andrade’s
studies (2006, 2007) had no subheadings. Morrell’s (2006) study also had no
subheadings. Studies that did have subheadings (Camangian, 2008; Morrell 2006;
Rogers; 2007) were still not that clear in their focus for their study.

Research Design

The researchers do not explicitly document the type of qualitative design used in
their studies. All of the methods sections begin with general statements that the
researchers will employ qualitative methods for the study, but do not mention whether
narrative research, phenomenological research, grounded theory, case study, or
ethnographic research was used to inform the design process. However, one can infer
that the researcher utilized case study methods since many of the salient qualities of this
method (multiple forms of data collected to report thick description, themes, and lessons
learned) are apparent in the data collection and data analysis sections. Furthermore, the
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researchers are all exploring a bounded system (urban high school students and their
learning experiences through critical pedagogical teaching strategies) another key
characteristic of case study design. The researchers used rigorous procedures of data
collection and analysis illustrated by detailed discussion of how each student sample data
set was impacted by critical pedagogy.

Data Collection

In the data collection section, most of the researchers all had high quality
procedures. All the researchers intentionally sampled small numbers of participants for
their studies in order to provide richly detailed descriptions. This was illustrated in
Solérzano’s (2001) high quality interviews with three Chicana students in his study that
described student experiences with transformative resistance. Camangian (2008) also
had very detailed descriptions of how performance poetry challenged students to critique
dominant discourses in society through a familiar medium that they were heavily invested
in. In the summer seminar research studies (Duncan-Andrade, 2006, 2007; Morrell,
2006; Rogers, 2007) observational field notes taken both by the university researchers
and the students provided rich detail on the emerging transformation of student
consciousness developed over the course of their community research project. Finally, in
Duncan-Andrade’s study (2004), students vividly described their transformative process
of reengaging in meaningful ways with their high school English class. By empowering
students to use their own experiences with oppression as an initial topic of inquiry, they
no longer saw their English class with the same perspective. They were learning to
interpret the larger social context that their individual stories connected to, or as Paulo
Freire described: “reading the world through the word” (Freire, 1970).
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Additionally, the data collected from these studies provided many insightful
details of the developed themes that emerged. Akom (2008), Ginwright (2008), and
Cammarota (2008) empowered students to document oppressive schooling and living
coﬂditions of their Berkeley and Oakland communities and share it through video and
radio broadcast. The summer seminar research studies (Duncan-Andrade, 2006, 2007,
Morrell, 2006; Rogers, 2007) and Tucson Unified School District’s social justice project
Cammarota and Romero (2009) empowered high school students from South Central Los
Angeles to question issues of school equity and provided them the research tools to
civically engage in policy reform with their local school district. In Duncan-Andrade’s
(2004) and Camangian’s (2008) studies, students wrote empowering hip-hop
performance poetry to understand, share, and empower their similar experiences of
oppression in South Central Los Angeles and Oakland, California. The researchers
clearly identified specific types of data collection that included observational data of
classroom instruction, focus group interviews with students, analysis of student work, and
one-on-one interviews with students and teaching staff.

One area that all the studies could benefit from in the future is describing the
process of how data was collected beyond the technical aspects. For example, how long
did it take to transcribe the qualitative data? Was there a team of research assistants
involved to transcribe the vast amounts of data in each study? If this was the case, how
were the researchers able to secure funds for the assistants and how much were they
paid? In regards to rapport building, it would be interesting to know how the researchers
developed this with the community members, students, and teachers. Was there a process
(informal or formal) of introducing themselves to community members? How receptive
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were the community members and if there was initial resistance, what strategies were
implemented to develop trust?

Another area that would benefit all of the studies is a description of the interview
protocol. For example, how were the questions designed for the formal interviews
conducted with the participants? Were they done in a collaborative fashion with input
from the participants? If the questions were not developed collaboratively, how did the
researchers generate their questions? Did they draw on theoretical models from critical
pedagogy to base their interview questions? Also, for the informal interviews, was trust
with the participants initiated first before having casual interviews? What key rapport
building strategies worked best in keeping the participants engaged during the
interviews? Ifand when participants were reluctant to share in the interviews, how did
the researchers negotiate the tension?

Qualitative Data Analysis and Findings

In the qualitative data analysis and findings section, the researchers had some
areas of strength. The first strength was their high level of analysis applying existing
theoretical frameworks in critical pedagogy to practice. Since there is not a substantial
amount of research documenting how critical pedagogy is being implemented in
classrooms, all of these studies provide groundbreaking data analysis and findings that
were not previously accessible. The summer research seminars (Duncan-Andrade, 2006,
2007; Morrell, 2006; Rogers, 2007) studies showed what Paulo Freire’s initial idea of
praxis education could look like in urban schools in the United States. In fact, this was a
strength of all of the studies, since Freire’s initial theory was developed during the 1970s
with poor Brazilian adults living in rural areas. This has been the problem that many
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urban practitioners have expressed: the lack of research on the application of Freire’s
ideas in contemporary urban high school settings in this country. Thus, the analysis and
findings in these studies provide the insight that many social justice educators are
searching for. Moreover, they also provide social justice leaders with a general
framework of how to apply Frerian principles in contemporary urban high schools.

A second strength of these studies was the themes and sub-themes developed to
extend current theoretical models, develop new ones, and inform practitioners. New
models that were developed included: (a) Morrell’s (2006), critical participatory action
research in his meta-analysis of three different areas of interest, (b) Soldrzano’s (2001)
development of the transformative resistance model that extended school resistance
theory, (c) Cammarota and Romero’s (2009) development of the critically,
compassionate, intellectual, and (d) Akom’s (2008) synthesis of Critical Race Theory and
youth participatory action research to create a new conceptual model of critical youth
spaces known as “Youthtopias.” The summer research seminars, (Duncan-Andrade,
2006, 2007; Morrell, 2006; Rogers, 2007) and Camangian’s (2008) study of performance
poetry are useful to urban teachers and school leaders in providing concrete examples of
how to implement critical pedagogy in the classroom. Additionally, Cammarota and
Romero (2009) offer a districtwide model in implementing critical pedagogy across
multiple school sites in the same district. The leadership to initiate this reform came from
the central office of the district where Romero’s Office of Mexican American Studies
was asked by the district to create instructional programming that would reduce the high

Latina/o push-out rate in the district’s schools.
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A third strength of these studies was the emerging theme of student empowerment
through critical pedagogy teaching strategies. The common methods of data collection
included observational data of classroom instruction, focus group interviews with
students, analysis of student work and one-on-one interviews with students. The
interviews in all of the studies provided the students an opportunity to reflect on their
transformation process and how critical pedagogy changed the way they viewed the
world.

With any set of research studies there is always an opportunity for growth and the
following are some of the suggestions for this growth. First, the researchers could have
described their personal backgrounds in greater detail. Since the nature of the work they
are conducting is very subjective, explaining their ideological, professional, and personal
backgrounds is of great importance. None of the researchers described their educational
backgrounds in detail and it will leave readers wondering what their intentions were.
However, this may have been strategic to leave their subjective realities out of the study
in order to create a higher sense of objectivity to discerning audiences. By silencing their
voices (the researchers) and allowing the data and findings to speak on their own terms,
possible critics of this type of research may be more likely to read their studies and take

the findings seriously.

Recommendations for Further Research

Research Questions that Should be Addressed

One research question that needs to be addressed is what role a school leader can
play in the process of implementing critical pedagogy. The studies presented in this

literature review examined how to implement critical pedagogy from a teacher’s
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standpoint and what impact it has had on students’ transformative process. However,
none of the studies discussed what a school leader can do to successfully implement
critical pedagogy as a school wide instructional practice. This is a gap in the research
and it is the intent of this dissertation to begin to fill this void through documenting how
instructional leadership can impact student development and academic achievement.
Another research topic that still needs to be addressed are how effective can
critical pedagogy be as an instructional strategy in schools beyond urban settings? All of
the research focused on how critical pedagogy is an appropriate instructional strategy for
urban teachers. But how useful would this strategy be in suburban, White districts?
Would White students and their communities also benefit from critical pedagogy?
Would the students and the community welcome the interrogation of their own power
structures? Would wealthier students in upper-middle class homes begin to question their
own power and demand that structural inequality be eradicated?

Methods and Designs that Can be Used

Because there are multiple methods that can be used in a study of critical
pedagogy, the methods and research design should depend on what type of research
questions the researcher wished to pursue and who is the subject of the study. For the
first question regarding the school leaders’ role with critical pedagogy, an ethnogrgphic
research design could be a useful way to explore this topic. Similar to the researcher-
teachers in the studies presented in this section, (Camangian, 2008; Duncan-Andrade,
2004; Morrell, 2006) an ethnographic design that followed a principal over a period of
2-3 years exploring their instructional leadership role with critical pedagogy would

provide the qualitative data necessary to generate themes about the topic.
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Additionally, if there were more than one school leader that was instructionally
leading with critical pedagogy as their focus, a narrative design could be used to explore
the differences in the individual participants’ experiences. These research designs
would benefit from extensive field notes taken by the school leaders, outside researchers
taking field notes of school observations (interactions with teachers and students),
videotaping lesson plans, and conferences with students, teachers, and community
members, and analysis of teacher-produced journals based on reflections of using critical
pedagogy as a teaching strategy. For the second topic regarding a study of other schools
beyond urban settings, the design and data collection methods would be similar. The
safest approach for research design may be an ethnographic study since the school leader
could be the primary researcher. Possibly she or he may have assistance from a co-
researcher, but given the potential of the study and the controversy it may create in the
district (since the study in many ways will be challenging existing norms in the
community) the school leader may want conduct the study individually.

Summary

Since there is no current research on the leader’s role and responsibility in
implementing critical pedagogy school wide, this new focus in my study could become
an important contribution to the literature. The research studies that have been conducted
thus far focus on the role of the teacher with critical pedagogy (Duncan-Andrade, 2004,
2006, 2007; Rogers, 2007; Morrell, 2006). By exploring the role of the school leader
with critical pedagogy, it could extend the knowledge to a new area of interest beyond
teachers. It could also create a model for critical pedagogy leadership. The research
design (if I were to extend my study beyond this dissertation) would be ethnographic in
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nature and data would be collected from extensive field notes that I would take over a
course of at least 5 years. These field notes would include my interactions with teachers
during our meetings to discuss their lesson plans related to critical pedagogy, my
discussions with district office administrators, and professional development workshops
that I would provide to the other charter schools in our network. Additionally, my field
notes would include my discussions (formal and informal) with students and how their
learning was impacted by critical pedagogy. I would also videotape lesson plans and
conferences that I would have with my teachers whenever we discussed their teaching
practices as they related to critical pedagogy. Finally, staff meetings would be
videotaped as well whenever the topic of critical pedagogy is discussed. I would analyze
the videos for themes that may emerge from our discussions.

Solutions and Recommendations for Policy and Implementation

The majority of the researchers who have examined critical pedagogy only looked
at the role of the teacher (Duncan-Andrade, 2004, 2006, 2007; Morrell, 2006; Rogers,
2007). By exploring the role of the school leader with critical pedagogy, it could extend
the knowledge to a new area of interest beyond teachers. The field of educational
leadership would benefit from examining the impact of critical pedagogy as an
instructional leadership tool. With the implementation of such research studies, the
findings could inform urban high school leaders across the country of the power of
critical pedagogy to engage urban youth and in particular Youth of Color. This research
could provide the pedagogical best practices that are necessary to drive district wide
initiatives to reexamine the curricular and instructional approach and redesign it based on
findings from such studies. It will take the concerted efforts of the university research
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community and the community of practicing teachers and administrators, along with
input from students and their communities to fully realize the power critical pedagogy

can have in closing the achievement gap.
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CHAPTER 3
METHODOLOGY
Introduction

The purpose of this study is to examine critical pedagogy as an instructional
leadership initiative and its impact on student development and academic achievement.
Thus, the following are the central research and sub-questions:

Central Research Question--How does critical pedagogy as an instructional
leadership model impact student academic and personal development in a small urban
charter high school?

Sub-Questions--How does a school site leader implement an instructional
leadership initiative rooted in critical pedagogy?

What is the role of the school leader during a critical pedagogical instructional
reform initiative?

What are the effects on the school leader during a critical pedagogical
instructional leadership reform?

The topic of critical pedagogy as a best practice in urban high schools discusses
the different teaching strategies that some urban teachers utilize to reengage disconnected
poor urban Students of Color (Camangian, 2008; Duncan-Andrade, 2006, 2007; Morrell,
2006). Critical pedagogy is different from other teaching approaches because it
acknowledges that all knowledge is situated in a power structure and it is the
responsibility of the teacher to interrogate the dominant oppressive ideologies in all
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content taught at school (Duncan-Andrade, 2006, 2007; Morrell, 2006). Critical
pedagogy is valuable because it helps engage students in relevant academic work that
encourages transformative resistance (Solorzano, 2001) from their localized oppressive
conditions (Camangian, 2008; Duncan-Andrade, 2006, 2007; Morrell, 2006a).

The current literature on critical pedagogy does not address urban schools that
serve high school push-outs. The current literature is limited to a discussion of how
critical pedagogy can be a best practice within traditional high school settings or summer
enhancement programs for students still in high school (Camangian, 2008; Duncan-
Andrade, 2006, 2007; Morrell, 2006a). This study will differ because it focuses on a high
school push-out population in an open entry open exit program that exists at Urban
Academy Charter High School (UACH). Currently, UACH at its various high school
sites serves approximately 7,000 high school push-outs across four states. The findings
gathered from an action research study of UACH could help other school sites in the
charter organization to develop instructional practices grounded in critical pedagogy to
create liberatory learning opportunities for students.

All of the studies reviewed in chapter 2 examined how to implement critical
pedagogy from a teacher’s standpoint and what impact it has had on students’
transformative processes. However, none of the studies examined what a school leader
can do to successfully implement critical pedagogy as a school wide instructional
practice. This study focuses on the principal’s role. Moreover, the principal has a direct
role in the instructional leadership of the research seminar course that has been co-
developed with teachers. Additionally, the principal co-teaches the class with the
teachers, which is significant and has not been documented in previous studies. Usually a
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teacher is the one that institutes a curricular or instructional change when critical
pedagogy is implemented. In this case, it is the administration (school principal) that is
instituting and leading the change.

Description and Background of School Site

UACH is a public charter high school organization for at-risk youth who have
been pushed out of the traditional comprehensive high school. Where the traditional high
school has failed, UACH reengages disconnected at-risk students through a self-paced,
technology rich curriculum. UACH currently has 19 school sites in Arizona, California,
Florida, and Georgia with a current student population of 3,200.

The specific school site where the researcher conducted his study is located in Los
Angeles. The campus is situated in a downtown setting, making it convenient for
students to access the campus by public transportation. Since the school is located in the
middle of a downtown setting, campus safety can pose a challenge because it is not a
traditionally enclosed school setting. Thus, the campus has a complex security system to
maintain a safe environment for staff and students.

There are a total of 300 students, with 260 residents and 40 commuter students.®
There are separate facilities for trade and academic classes where UACH occupies three
classrooms in the academic building and two administrative offices for the site principal

and administrative assistants. The following subjects are housed in each classroom:

$ The partner organization is a residential vocational school, which provides free
meals, housing, medical care, and other support services to ensure basic needs of students
are met. The majority of students are at or below the poverty level. A substantial
percentage of the student population was previously housed in group homes or the

juvenile justice system.
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Classroom 1--Science, Math

Classroom 2--English

Classroom 3--Social Studies, Creative Technology, Senior Projects

All core subject teachers are fully credentialed and teach an integrated curriculum.
The curriculum is project based where students learn thematically, integrating multiple
core subjects simultaneously. All UACH students have their own computer with a 1-to-
11 student-teacher ratio in every class. In addition, every core subject teacher is assigned
one to two teacher aids for general support in their classroom. UACH teachers act as
facilitators of learning, using a variety of teaching techniques with a student centered
curriculum. In addition to a student centered curriculum, there are many opportunities for
students to learn computer software programs. Computer programs such as Adobe
Photoshop, Adobe Illustrator, Macromedia Dream weaver, and Macromedia Flash
provide students a basic understanding of graphic design. Students create their own
website and also original designs utilizing these computer programs. Additionally,
students are provided access to AutoCad, a drafting computer program used by architects
in their profession to design buildings. Finally, students are also given intensive
California High School Exit Exam test preparation for a 6-8 week period preceding the
exam date.

Sample

The population from which the sample was drawn was a total of 30 students who
have previously taken the research seminar class. For the purpose of this study,
purposeful sampling was utilized (Krathwol, 1998; Patton, 1990; Saldana, 2009).

Specifically, criterion sampling was used in this study and a specific criterion
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(participants needed to be at least 18 and have participated in the research seminar class)
was developed for the sample. Purposeful sampling is used to obtain a sample of
students that could discuss in detail their experience in the research seminar course that
they were enrolled in at the school site being studied. Another reason for using
purposeful sampling is to eliminate all minors from the study since it could complicate
the IRB process. Not only could it complicate the IRB process, but it could also slow
down the approval from the school board.

The age range of this population is from 18-24 years old. The population that the
sample was drawn from also has students that attended at least two prior high schools
before entering UACH. Additionally, all of the students are low income with the
majority of them being Students of Color. There was only one White student from the
population. The gender distribution of the population is 20 females and 10 males. This is
representative of the larger student population where females are the majority. Some of
the student population also lives in the school dormitories and go home to their
neighborhoods on the weekend. Some of the primary reasons students decide to live in
the dorms are (a) lack of space at their homes in their neighborhood, (b) the commute
would be too far if they had to commute daily to the school site, and (c) some are
previously homeless. Finally, the majority of the 30 students from the population speak
Spanish as their first language with 17 of them being in this category. There were nine
female students and eight female students.

The selection procedure for the participants in the study began with gathering all
the names of the students who have taken the research seminar. The research seminar is
a class that is offered to all students and is an ongoing course offered year-round at the
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school site. The focus and purpose of the research seminar class is to provide students
with the opportunity to explore existing problems in their communities and learn basic
research skills to find viable solutions. The culminating project for the research seminar
class is a final PowerPoint presentation and policy brief that students present to
stakeholders in the community who have institutional power to make the changes they
are suggesting to solve a particular problem. The research seminar class is modeled after
Freire’s (1970; 1997; 1998) idea of problem posing education, where students identify a
problem, research it, develop a plan of action to solve the problem based on their
research, put the plan into action, and assess the effectiveness of the plans
implementation and adjust accordingly. The course has been co-designed by the school
site’s English teacher and the principal. The principal also co-teaches the course along
with the English teacher. In fact, the first research seminar that was instituted at the
school site was taught entirely by the principal, providing the English teacher an
instructional model of how to teach the course.

There were a total of 30 possible students to choose from in the initial pool.
Once all of the students were identified, an e-mail was sent to the students who were no
longer at the school campus describing the study and how their participation would assist
in the data collection process. Since the purpose of this study is to understand how a
classroom experience (the research seminar) has impacted students, the pool of possible
participants for this study needed to be very specific to the students who were previously
enrolled in this course, which is a total of 30 students. The researcher intends to

interview 10 students that were previously enrolled in seminar course.
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Procedures

Order of Procedures

The specific order of how the procedures were carried out for this study follows.
The first step was to apply for Institutional Review Board (IRB) clearance from the
California State University, Long Beach. While awaiting IRB clearance from the
university, the researcher sought district approval for the study from the school board.
After IRB cleared the study and the district approved the study, data collection began.

The first step in the data collection process was the student interviews. Here, the
researcher interviewed each student individually. Before the interview began, the
researcher reviewed the consent document with the student ensuring that they understood
the purpose of their interview, how the interview would be conducted, how the student
would be contributing to the study, and their right to exit the research process at any time.
Once students were briefed about the interview process, the researcher placed the audio
recording device on the table and interviewed the student. After the interview was over,
the researcher debriefed the student allowing them to ask any questions. If there were no
questions, the researcher will turn off the audio recorder.

The next step in the data collection process was interview transcription.
Transcribing was completed at the end of every student interview in order for the
researcher to assure that the data was accurate and representative of the interviewee’s
sentiment. This is particularly important with respect to tone in the interviewee’s voice,
body language, and pauses in between sentences that are best transcribed immediately

after an interview. It allowed the researcher to capture not only the verbal data that has
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been collected but also many of the other non-verbal cues that are best interpreted
immediately after the interview.

Before the third step in data collection occurred, member checking of the
transcripts was be completed to ensure that all statements and concepts were accurate.
Here, the researcher included the participants in the process. The researcher provided the
transcript to each participant and had them read it individually for their review. The
researcher informed them that during this process the participant is to ensure that their
ideas and concepts were captured accurately. If the participant felt that there needed to
be edits in the transcript, the researcher made the necessary changes. Once every
participant has had an opportunity to member check his or her transcript, the researcher
moved forward with the next step in the data collection process.

The third step in the data collection process was the coding of the transcriptions.
After an initial reading of the interviews, the researcher began to code them for general
themes. Creswell (2003) describes general theme coding as a way to gain insightful
themes from your data set. Once all of the interviews were read once, a second reading
of the data set was completed. In this stage of coding, the data was reviewed for sub-
themes relating to the general themes in each interview. Sub-themes were developed
individually within each interview. A third reading of the interview data sets was
implemented next, where the researcher developed another set of general themes that
may have been missed in the initial read of the data. After this second read for general
themes was completed a second reading for sub-themes was completed. Once the
researcher re-read for general themes and sub-themes, the researcher distributed the data
to peers in the doctoral program. This provided another perspective on the data initially
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collected by the primary researcher of this study and generated themes that were
overlooked.

Timing of Study

This study took place over a 7-month period. It included the data collection
process and also the analysis of the data through transcription review and member
checking with the participating students. After initial coding was completed, the
researcher shared the coding scheme with colleagues from the doctoral program. The
purpose of sharing the transcripts with other doctoral researchers was to ensure that the
themes developed in the interviews are logical and aligned to the questions of the study.
The doctoral researchers also provided constructive feedback to the primary researcher.

In order to create safeguards for the study, all interview recordings were
protected in a locked cabinet in the researcher’s home. During the interviews, if
participants did not wish to continue the process they always had the option to rescind
their participation. This also applied even after the interview was completed and the
participant chose to no longer participate. During this study there were no student
participants that this applied to as all of them fully participated in the data collection

process.

Data Collection Methods

In order to answer the essential questions of this study the researcher needed to
develop instruments that would successfully capture this data. The following instruments
described were utilized in this study to answer the study’s central research question and

sub-questions.
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Student Interviews

Student interviews were utilized to gather data on how they experienced the
research seminar class. Interviewing in qualitative research is an effective way to gather
data necessary to generate themes to answer the central research question (Bassey, 1999;
Bogdan & Biklen, 2003; Maxwell, 1996; Merriam, 1988; Merriam, 1998; Seidman, 1991;
Yin, 1993). Through these one-on-one interviews, the researcher gathered insight into
how the students experienced the research seminar class. All of the interviews were
audiotaped and the student participants were informed of this at the beginning of each
interview. Students had the opportunity at any time during the process to decline to
continue if they felt uncomfortable with being a part of the evaluation. This was
documented in an introductory meeting that the researcher had with the students. The
purpose of this meeting was to clarify why the study was taking place and also provided
an opportunity for students and teachers to ask questions they may have had about the
process. In this meeting it was emphasized that their participation would have no impact
on their status as students and that they are free to disclose exactly how they felt about
the research seminar course.

General Methodological Design and Defense of Method Chosen

There are several reasons why a qualitative approach was utilized for this study.
First, the researcher wants to understand a totality of experiences that the participants
have had in their research seminar class. Second, the participants’ individual interviews
will be unique with each one bringing their own perspective based on their life
experiences before enrolling in the research seminar. To capture the uniqueness of each

participant’s experience requires that a qualitative approach is utilized to ensure that their
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ideas and conceptual understandings are documented effectively. Lastly a qualitative
approach will be effective since the researcher will incorporate his reflective process in
the data findings. The individual experience of the school site principal (the researcher in
this case) can only be captured through a qualitative approach. It will provide other
leaders insight into the researcher’s thought process of leading an instructional leadership
initiative based on critical pedagogical teaching practices.

There are several reasons why the research seminar course merits in depth analysis
as a dissertation. First, the research seminar class is one that intentionally attempts to
awaken student consciousness about notions of social justice through the use of a critical
pedagogical instructional approach. Not only is the seminar course attempting to create a
social consciousness with the students who participate in the course, but it is also
attempting to initiate social change through the implementation of community action.
This is worthy of further analysis since it will bring a new perspective to the body of
research that has been completed in this area that focused on the teacher’s impact on
students. This study has a focus on what impact the school site principal has on students
when a critical pedagogical classroom approach is implemented. Studies in this area of
critical pedagogy school site leadership will benefit other school leaders in their attempts
to institute similar reforms. It is the hope of the researcher that this dissertation will
provide guidance to other social justice minded leaders in their attempts to lead change in
their schools and districts.

Student Voice and Portraiture

In order for the student participants to have their voice incorporated holistically in
this study, I have chosen the methodology of portraiture (Chapman, 2005; English, 2000;
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Hackmann, 2002; L awrence-Lightfoot & Davis, 1997, 1983, 1987, 2005). According to
Lawrence-Lightfoot and Davis, portraiture is a method that allows the researcher to
approach a study on multiple levels simultaneously. The researcher, also known as the
portraitist, will have an ongoing in-depth discussion with the participants in order to gain
an understanding of their unique perspective related to the study that is being conducted.
The researcher utilizing portraiture is seeking to paint a picture with words; in other
words, a portrait of a participant’s understanding of the issue that is being studied. Thus,
similar to a painting, the researcher is careful to pay attention to every detail in the
process of collecting the data through discussion, not leaving anything out and filtering
for themes at a later time (Lawerence-Lightfoot & Davis, 1997).

Since the nature of this study is complex and the researcher is attempting to gain a
holistic picture of how the participants experienced the research seminar class, portraiture
provides a tool to capture the essence of the experience. Lawrence-Lightfoot and Davis
(1997) further elaborate on the idea of capturing the whole of an experience through
utilizing portraiture:

The portrait, then, creates a narrative that is at once complex, provocative,
and inviting, that attempts to be holistic, revealing the dynamic interaction
of the values, personality, structure, and history. And the narrative
documents human behavior and experience in context. In fact, the portraitist
insists that the only way to interpret people’s actions, perspectives, and talk

is to see them in context. (p. 11)

Developing Empathy When Using Portraiture

Building effective working relationships with the participants in the study is
necessary for any researcher utilizing portraiture as the method to gather data. The

relationship is not seen as a means to an end, but rather an intimate one that is dynamic,
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in constant negotiation, and is always evolving throughout the course of the study.
Lawrence-Lightfoot and Davis (1997) explain the importance of relationship building for
the researcher:

Portraits are constructed, shaped, and drawn through the development of

relationships. All the processes of portraiture require that we build

productive and benign relationships. It is through relationships between the
portraitist and the actors that access is sought and given, connections made,
contracts of reciprocity and responsibility (both formal and informal)
developed, trust built, intimacy negotiated, data collected, and knowledge
constructed. Relationships are never static they are dynamic, evolving and
fluid. The are negotiated and renegotiated, week by week, day by day, even
minute by minute as the portraitist and the actors navigate lines of intimacy,
trust, reciprocity, and boundary setting, and as they work to develop a level
of comfort, balance, honesty, and authenticity in their communications with

one another. (p. 135)

Another important aspect of building relationships with participants when
utilizing portraiture is to have empathetic regard. In order for the researcher to
gain a deep understanding of the experience of the participants of the study,
she/he needs to develop empathy for what participants have experienced. This is
important when utilizing portraiture since the goal of utilizing this methodology is
to get at the essence of the experience that the participant has had with the topic
that is being studied. It requires that the researcher have a base of knowledge,
understanding and possibly actual similar experiences shared with the
participants. Although having similar experiences with the participants is not a
requirement to have an empathic point of view, it does help the process of
building empathy. Thus, in this study where the researcher is attempting to

capture the essence of student experiences in a critical pedagogy research seminar

class, building empathy is key since the majority of the topics that students will be
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expected to discuss will be topics that deal with intense oppressive situations
based on their own experiences. To not have empathy in a study of this nature
would not allow for building the type of trust that is required to have deep
analytical discussions about sensitive topics around issues of oppression. It is
essential that empathy is built into this study during interviews of participants to
gather the best possible data to understand their experiences on a personal and
academic level. Lawrence-Lightfoot and Davis (1997) elaborate on this issue of
empathy when they say, “the more knowledgeable you are about the actor’s
reality and the more self-analytic you are about your own, the better you will be to
empathize” (p. 149).

Portraiture and Developing the Aesthetic Whole

Developing emergent themes when utilizing portraiture is drawn from the data
during the construction of a narrative. The narrative is produced within the context in
which the data was found paying careful attention to all of the details that existed during
the initial collection of the responses from the participants. Additionally in the
development of emergent themes the researcher will utilize students’ own voice to make
sense of what has been provided in the data. Lawrence-Lightfoot and Davis (1997)
explain this process: “The framework I brought to the research reflected a mix of my
earlier research experiences, my interdisciplinary predisposition, my philosophical
stance, my intellectual intrigues, and my own life story” (p. 186). Once themes begin to
emerge from the data there is a five-step process to constructing the themes, which

include the following from Lawrence-Lightfoot and Davis (1997):
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First we listen for repetitive refrains that are spoken (or appear) frequently
and persistently, forming a collective expression of commonly held views.
Second we listen for resonant metaphors, poetic and symbolic expressions
that reveal the ways actors illuminate and experience their realities. Third
we listen for themes expressed through cultural and institutional rituals that
seem to be important to organizational continuity and coherence. Fourth,
we use triangulation to weave together the threads of data converging from a
variety of sources. And finally, we construct themes and reveal patterns
among perspectives that are often experienced as contrasting and dissonant
by the actors. Each of these modes for documenting emergent themes will
be described and illustrated using passages selected from our texts. (p. 193)

Once themes are constructed and have a shape and form to them, the researcher

seeks to create an aesthetic whole. The bits and pieces that have been gathered by the

researcher may have a shape in the form of themes, but the ultimate goal of portraiture is

to create portraits based on the data collected in the field for the topic being studied. It is

not enough to just have compartmentalized themes. Rather, an aesthetic whole is a

necessary final outcome that every researcher utilizing portraiture must strive for in their

research. Lawrence-Lightfoot and Davis (1997) describes this process of how to create

an aesthetic whole:

The portraitist constructs the aesthetic whole weaves tapestry while
attending to four dimensions: the first in the conception, which refers to the
development of the overarching story; second is the structure, which refers
to the sequencing and layering of emerging themes that scaffold the story;
third is the form, which reflects the movement of the narrative, the spinning
of the tale; and last is the cohesion, which speaks about the unity and

integrity of the piece. (p. 247)

With this multistep process, developing the conception of the aesthetic whole is the

first priority when constructing the final portrait. Here, the researcher, “like the novelist,

the portraitist searches for the overarching vision, the embracing gestalt that will give the

narrative focus and meaning” (Lawrence-Lightfoot & Davis 1997, p. 248). Thus, the
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shape of the overall larger picture of the study is developed in this first stage of
conception. During the structuring part of developing the aesthetic whole, the researcher
is attempting to provide a structure and support system for the conception that has been
developed previously by the researcher. Lawrence-Lightfoot and Davis (1997) explain:

If conception expresses the overarching vision of the aesthetic whole (the

tapestry), then the structure represents the warp and weft of the weaving.

The structure serves as a scaffold for the narrative the themes that give the

piece a frame, a stability, and an organization. (p. 252)

Structure is key to providing the solid foundation for the conception to be placed
upon. It is the storyline that is needed to make the vision of the researcher coherent to the
reader of the study. Without structure, the vision of the portrait will not be completed. In
addition to structure, form is also crucial for a researcher utilizing portraiture.

Similar to how structure keeps conception grounded with a foundation for support,
form, provides the life that the structure needs. The form provides the structure its
nuanced details, allowing the passion and energy from the participants to come forth.
Lawrence-Lightfoot and Davis (1997) note that form, “is the texture of intellect, emotion,
aesthetics that supports, illuminates, and animates the structural elements” (p. 254).
Therefore, form is an essential feature to building a portrait that is complete and

aesthetically whole.

Why Use Portraiture for this Study

There are several reasons why portraiture will be utilized as a method. First, the
researcher will interject his own experiences and reflections on the process as a
participant in the research seminars. The researcher co-taught the seminar course with

the school site’s English teacher. The researcher also taught the first seminar course
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when he instituted it at the school site during the 2010-2011 school year. Portraiture
provides the opportunity for the researcher to explain in depth his experiences with the
participants. This is described in Lawrence-Lightfoot’s & Hoffman (1997), The Art and
Science of Portraiture. Secondly, students need to tell thei<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>