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ABSTRACT 

This case study provides empirical evidence of the master and counternarrative described 

by Critical Race Theory (CRT) and seeks to understand the impact of these narratives in 

educational policy and practice. In 2010, Arizona passed A.R.S. §15–112, a law that was 

designed to eliminate the Mexican American Studies (MAS) program in the Tucson Unified 

School District. Utilizing the literature on culturally-relevant pedagogy and leadership, this case 

study uses a CRT theoretical framework and Critical Discourse Analysis (CDA) methodology to 

analyze the narratives of 26 participants. While the program was under investigation by the State 

for violation of A.R.S. §15–112 all of the teachers involved in MAS participated in qualitative 

interviews.  In addition, this case study analyzes the narratives of two student focus groups, 

school administrators, and district governing board members well as the written findings of two 

former State Superintendents of Public Instruction both of whom found the program in violation 

of the law. By specifically focusing on the styles and genres described in a CDA methodology 

the findings provide evidence of both the master and counternarrative but also a spectrum of 

discourse in which other forms of narrative reside. Implications from this research include a 

more complex theory of discourse beyond the dichotomy of the master and counternarrative, the 

application of a new methodological tool in CRT, and recommendations for educational leaders 

and policy makers interested in advocating for a culturally relevant approach. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

Problem Statement 

In 2006, the Mexican American Studies (MAS) program in the Tucson Unified School 

District (TUSD) in Tucson, Arizona made national news when teachers and administrators 

invited Ms. Dolores Huerta, the co-founder of the United Farm Workers Union (UFW) with 

César Chávez, to speak at a local high school. During her speech, Huerta discussed the recent 

federal legislation that had passed targeting undocumented immigration and humanitarian aid 

workers, H.R. 4437. While discussing these issues and urging the students to conduct a post card 

campaign to Senate National Republican Committee, Huerta stated that “Republicans hate 

Latinos.” The local media quickly picked up the story and from there it single quickly went 

online making local headlines (Tucson Citizen, 2006).  

The State Superintendent of Public Instruction, Tom Horne, who was also a Republican, 

openly criticized the school, the district, and especially MAS for allowing this incident to occur. 

To counter Huerta’s statement, Superintendent Horne sent his Deputy Superintendent of 

Instruction, Margaret Garcia-Dugan, to speak to the students at the same high school. When 

MAS students were told that attendance at the presentation was mandatory and that they were 

not allowed to ask any questions or speak with Garcia-Dugan after the presentation they decided 

to protest. During the presentation, approximately 40 students stood up and removed their shirts 

to reveal another shirt beneath that read, “You can silence my voice but never my spirit,” and 

placed painter’s tape on their mouths to symbolically represent what they saw as a violation of 

their First Amendment right to free speech. When the principal told the students to sit down or 

leave, the students walked out of the auditorium. This act of resistance placed the State 

Superintendent of Public Instruction and the MAS program on a collision course. which resulted 
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in widespread controversy, repeated attempts by the State legislature to ban teaching of the MAS 

curriculum that resulted in A.R.S. §15–112, and, five years later, a governing board decision that 

ended the program under the threat of a drastic cut in State funding to the school district.   

This research examines how teachers, administrators, students, and agents of the State 

navigate issues of activism, race, and racism in educational practice and policy. To achieve this 

overarching objective, this case study analyzes the narratives of teachers, students, school 

administrators, governing board members, and the findings of noncompliance by two State 

Superintendents of Public Instruction. The commonality among all of these participants is that 

that were involved either directly or indirectly in the MAS program in TUSD while it was being 

investigated by the State and an independent agency for violation of A.R.S. §15–112. The 

Arizona State Legislature specifically designed this law to prohibit the teaching of MAS 

curriculum in TUSD and it was ultimately successful when the program officially ended soon 

after the data for this case study was collected.   

The intent of this research is to meet the needs of both theorists and practitioners. From a 

practitioner perspective, the following case study will provide a clearer picture of the specific 

ideologies that culturally relevant educators and leaders are working to subvert, including the 

benefits and potential pitfalls educators may face in their work to adopt a critically culturally 

relevant approach. This study also broadens the perspective of what leadership looks like in 

educational practice by including the work done by both administrators and teachers as evidence 

of leadership for culturally responsive practices as described by researchers (e.g., Duncan-

Andrade, 2004, 2005b, 2007; Johnson 2002, 2006; Urrieta, 2007).  Finally, this research provides 

a detailed analysis of the various forms of discourse used by teachers, students, school 
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administrators, and policymakers and the effectiveness of these forms of discourse when 

navigating issues of race, power, activism, and politics. 

 From a theoretical perspective, this research will provide greater depth to the work done 

by Delgado (1989) and Solórzano and Yosso (2002) on the masternarrative and counternarrative 

found in the Critical Race Theory (CRT) and Latino Critical Race Theory (LatCrit) frameworks. 

Specifically, this research adds greater complexity and depth to the traditional notions of the 

master and counternarrative using the work done by Fairclough (2010) on Critical Discourse 

Analysis (CDA) which provides qualitative indicators of where various participants fall along 

what I describe as the Spectrum of Educational Discourse. The importance of this from a 

theoretical perspective is twofold.  First, by using a CDA methodology this research proposes a 

new tool which provides greater complexity and qualitative evidence to the theoretical concepts 

of the master and counternarrative in CRT. Second, the complexity of the narratives revealed 

through CDA creates a new model for critical theorists to conceptualize beyond the master and 

counternarrative. This case study will demonstrate that between these two paradigms there is a 

spectrum of discourses utilized by the participants who are influenced by their own personal 

experiences, backgrounds, and positions within the educational institution.  

This study will meet these theoretical and practical aims using two research questions 

which are the foundation of this case study. First, what styles, as defined by Fairclough (2010), 

are present in the narratives surrounding the MAS program? Second, what do the discourses 

surrounding the MAS program and A.R.S. §15–112 reveal about the role of the master and 

counternarratives as described by Delgado (1989) and Solórzano and Yosso (2002) in 

educational practice and policy?  
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Context of the Study 

TUSD is a sprawling urban school district with nearly 53,000 students in 2011 (TUSD, 

2011). Of that number, only 25% are classified as White, with over 60% classified as Hispanic 

(Tucson Unified School District, 2011). The status as a majority-minority school district has 

been both a source of pride for the district and a challenge. In 1978, the federal courts ordered 

TUSD to develop a comprehensive plan to desegregate their schools and provide educational 

equity to all students in a lawsuit brought by parents of African American and Mexican 

American students (Mendoza v. Tucson Unified School District, 1978). In 1998, as part of their 

effort to comply with the desegregation order as well as meet the demands of the local 

community, TUSD created what was then known as Hispanic Studies Department. This 

department was unique both within the district and in the nation because it went beyond the 

common intervention focus and had its own curriculum that students could select in the place of 

more traditional history, government, and literature classes. By 2006, the newly renamed 

Mexican American Studies Program (MAS) had courses in Chicano/Latino Literature, U.S. 

History-Hispanic Studies, and U.S. Government-Social Justice Project in four high schools, one 

middle school, and several elementary schools. 

Following the student reaction to Deputy Superintendent Garcia-Dugan outlined in the 

problem statement, Superintendent Horne immediately accused the teachers in the MAS of 

organizing the protest and called for the elimination of the program (Horne, 2007). In an open 

letter to citizens of Tucson, Arizona he stated that: 

In hundreds of visits to schools, I’ve never seen students act rudely and in defiance of 

authority, except in this one unhappy case. I believe the students did not learn this 

rudeness at home, but from their Raza teachers. The students are being ill served. Success 

as adults requires the ability to deal with disagreements in a civil manner. Also, they are 
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creating a hostile atmosphere in the school for the other students, who were not born into 

their “race.” (Horne, 2007, p. 2) 

Superintendent Horne accused the program of promoting “ethnic solidarity,” the overthrow the 

United States government, and of intimidating teachers that spoke against the program. In 2008, 

2009, 2010 the Arizona State Legislature attempted to pass legislation that could be used to ban 

ethnic studies, the first of which under a Homeland Security Bill (Romero, 2011). During this 

time, many of the students and teachers organized community forums, spoke at the local 

governing board meetings, walked out in protest during school hours, and even participated in a 

ceremonial run between Tucson and Phoenix which covered a distance of over 120 miles, at a 

time when temperatures rose above 115 degrees (Romero, 2011). Despite these efforts, the 

Arizona Legislature passed H.B. 2281 in May of 2010, one month after the controversial 

immigration enforcement law, which stated: 

A school district or charter school in this state shall not include in its program of 

instruction any courses that include any of the following: 

1. Promote the overthrow of the United States government 

2. Promote resentment toward a race or class or people 

3. Are designed primarily for pupils of a particular ethnic group 

4. Advocate ethnic solidarity instead of the treatment of pupils as individuals (A.R.S. §15–

112, p. 1) 

The law states that if either the State Board of Education or the Superintendent of Public 

Instruction finds a school to be in violation of any of these four provisions a district has 90 days 

to be in compliance or the State Board of Education will withhold 10% of the district’s funds 

each month until it is in compliance. The unprecedented amount of power this law gives to the 
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current Superintendent, whose opinion of whether a program is out of compliance is tantamount 

to state law, had huge financial implications to the district(s) involved. In TUSD for example, a 

noncompliance finding would amount to approximately $15 million in withheld funds annually 

(TUSD, 2011, p.4).  

On December 30, 2010, Horne’s last act as State Superintendent of Public Instruction 

was to declare that MAS was in violation of all four statutes. As evidence, the Superintendent 

cited five teacher witnesses (three of whom were unnamed) and MAS’s own website. He also 

focused on select course materials including Paulo Freire’s Pedagogy of the Oppressed and 

excerpts from Rodolfo Acuña’s Occupied America, student worksheets, the program’s use of the 

term la raza and the fact that Critical Race Theory was a component of the curriculum. 

Superintendent Horne concluded that, “all of these kinds of racist propaganda are fed to young 

and impressionable students, who swallow them whole, as illustrated by the rude behavior of 

some students during an address by Ms. Garcia-Dougan and subsequent demonstrations” (Horne, 

2010, p. 9). He declared that the school district was out of compliance with A.R.S. §15–112 and 

had 90 days to eliminate the program or face a cut of 10% of state funding. In his statement of 

findings, Horne found the program to be in such violation of the law that there was no possibility 

for it to ever be in compliance and hence the only resolution was to eliminate the program in its 

entirety (Horne, 2010, p. 10). During this time, another change in leadership occurred within the 

district itself with the appointment of a new superintendent, Dr. John Pedicone. In his second 

letter to all of TUSD staff, Dr. Pedicone acknowledged the controversy surrounding the MAS 

vowing at that time to defend the program (Pedicone, 2011). 

On April 26, 2011 in an attempt to meet the requirements of A.R.S. §15–112, the TUSD 

Governing Board came together to discuss and vote on a proposal that would transform the MAS 
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classes into electives courses and hopefully remove the pressure from the State. It was during 

this time that a group of students involved in the program, took the unprecedented and highly 

controversial step to take over the governing board meeting. As the audience waited for the 

governing board to take their seats, nine students rushed the dais and chained themselves to the 

chairs and together before security could intervene (Huicochea, 2011). The governing board was 

forced to cancel its meeting and table its proposal. The student group, which called itself 

UNIDOS or United Non-Discriminatory Individuals Demanding Our Studies, was thrust into the 

debate. 

In addition to the student protests which continued throughout the spring of 2011, all 11 

teachers who worked for the MAS and two students sued the state of Arizona under the premise 

that A.R.S. §15–112 was a violation of their First and Fourteenth Amendment rights and of 

TUSD’s right to create and maintain its own programs, otherwise known as local control. 

Meanwhile, the state elected a new State Superintendent of Public Instruction, John Huppenthal, 

who had also been a vocal critic of MAS as well as ethnic studies programs at the university 

level, using the slogan “I will stop La Raza” during his run for office (In their own words: The 

fight to save Tucson’s ethnic studies program, 2011). Upon taking office, he suspended Horne’s 

Finding of Noncompliance for an additional 60 days to allow for an independent audit of the 

program, a step his predecessor did not do. On June 16, 2011 the independent audit found:  

During the audit period, no observable evidence was present to indicate that any 

classroom within Tucson Unified School District is in violation of the law, A.R.S. 15-

112(A). In most cases, quite the opposite is true. Consider, if classes promoted 

resentment or ethnic solidarity, then evidence of an ineffective learning community 

would exist within each school aligned with the Mexican American Studies Department. 
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That was not the case. Every school and every classroom visited by the auditors affirmed 

that these learning communities support a climate conducive to student achievement. 

(Cambium Learning Inc., 2011, p. 50) 

Despite these findings, Superintendent Huppenthal ruled that the program was out of compliance 

of A.R.S. §15–112 by violating three of the four provisions; he did not find that the courses 

promoted the overthrow of the United States government. The focus of this determination was 

based on the MAS website and curriculum and course materials that “repeatedly reference White 

people as being ‘oppressors’ and ‘oppressing’ the Latino people” and “emphasize the importance 

of Hispanic nationalism and unity in the face of assimilation and oppression” (Huppenthal, 2011, 

p. 2). The finding did not include any recommendations of how TUSD or MAS could change the 

program in order to be in compliance with the law.  

 On January 10, 2012 the governing board came together to decide the fate of the MAS 

program. As a result of the UNIDOS take over back in April of 2011, any governing board 

meeting pertaining to the issue of MAS was now heavily policed. For example, the district was 

heavily criticized for the precautions put in place at its May 3, 2011 governing board meeting (its 

first the student take over), which included metal detector, approximately 150 police officers 

(dozens of which guarded the entrance to the district building in tactical gear), a K-9 unit, a 

police command center directly across the street, and a police helicopter hovering above the 

entire scene (Huichochea, Duarte & Gerber, 2011). At the meeting on January, 10, 2012 the 

police presence was not nearly as heavy but all members of the audience had to pass through a 

metal detector on their way in and a number of school safety officers were present and highly 

visible during the meeting. During the call to audience, in which members of the audience could 

address the members of the governing board, 18 members of the community spoke, all in favor 



THE SPECTRUM OF DISCOURSE  19 

 

of the program including a leading member of UNIDOS who was escorted in and out by police 

because of her participation in the takeover of the governing board room. The governing board 

then reviewed the history of the controversy and one by one, four of the members cited why they 

believed the program needed to end. Reasons included the cost of an appeal process, the belief 

that the program had strayed too far from its foundations, and the fact that the program was not 

in compliance with A.R.S. §15–112 and therefore had to close (TUSD, 2011). Only one of the 

governing board members voted to appeal the administrative ruling, arguing that if the district 

did not appeal other states would be empowered to pass laws similar to A.R.S. §15–112 (TUSD, 

2012). As the Board stated its decision, members of the audience cried out “shame on you” and 

the crowd of nearly 300 students, parents, educators, and community members who stood outside 

the district headquarters began to chant “we will not comply” (Aleshire, field notes). Protesters 

slammed the building’s windows and pushed against the police barricades set up at the entrance 

of the building as the police escorted the audience into the crowd outside.  

  The following day the governing board published a resolution which called for an 

immediate suspension of all MAS classes and the transfer of MAS students to other courses. The 

Board reaffirmed the district’s commitment to: 

Revise its social studies core curriculum to increase its coverage of Mexican-American 

history and culture, including a balanced presentation of diverse viewpoints on 

controversial issues. The end result shall be a single common social studies core sequence 

though which all high school students are exposed to diverse viewpoints. (TUSD 

Governing Board, 2012, p. 1)  

Despite the end of the program in TUSD, the teachers and students who had first filed suit 

against the program continued to argue against the constitutionality of A.R.S. §15–112 in federal 
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court. On March 8, 2013, a U.S. District Court (Judge A. Wallace Tashima of the 9th Circuit 

Court of Appeals sitting by designation) ruled against the plaintiffs and in favor of the State 

upholding three of the four sections of H.B. 2281. The court found that the section forbidding 

schools from offering “designed courses primarily for pupils of a particular ethnic group” to be 

unconstitutionally vague. The judge summarized his decision stating that: 

The Court’s rulings stem in large part from the considerable deference that federal courts 

owe to the State’s authority to regulate public school education. The Court recognizes 

that, in certain instances, Defendants’ actions may be seen as evincing a 

misunderstanding of the purpose and value of ethnic studies courses. Equally problematic 

is evidence suggesting an insensitivity to the challenges faced by minority communities 

in the United States. Nevertheless, these concerns do not meet the high threshold needed 

to establish a constitutional violation, with one exception. Instead, they are issues that 

must be left to the State of Arizona and its citizens to address through the democratic 

process. (Acosta et al. v. Huppenthal et al., 2013, p. 1-2) 

Thus, the court deferred to the judgment of the State and its role in regulating public education.  

 As this background illustrates, this case study is immersed in issues ranging from teacher 

and student activism, political rhetoric and positioning, race and racism in educational practice 

and policy, and the validity of culturally relevant pedagogy. To explore these issues in more 

depth, the following literature review will examine the research done on culturally relevant 

pedagogy and leadership. Specifically, it will cover research that describes what culturally 

relevant pedagogy and leadership look like in theory and practice, who chooses to implement 

these approaches, why they do so, and the implications for students and practitioners alike. 
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Significance of the Study 

This study contributes to a growing body of work done by practitioners and theorists on 

culturally responsive pedagogy and practices (e.g., Delpit, 1992; Duncan-Andrade, 2005; 

Ladson-Billings, 1994; Urrieta & Hue Quach, 2000; Urrieta, 2004). Specifically, this research 

provides a case study that explores the discourses and the ideologies embedded within these 

narratives that influence the work of culturally responsive practitioners while simultaneously 

examining the narratives and ideologies of those who are directly and indirectly involved in the 

program. As school districts across the country work to implement culturally relevant curricula 

in response to changing demographics and alarming educational inequities in the academic 

achievement and persistence of minority students (Sleeter, 2011), there are few case studies in 

the literature to help guide the way. From a theoretical perspective, this case study contributes to 

both theory and methodology in two prominent ways. From a theoretical perspective, this case 

study provides qualitative evidence of the presence and power of the master and 

counternarratives which up to this point has been largely assumed to exist but without any 

empirical backing from qualitative research. In addition, this research provides a more nuanced 

and complex view of the competing discourses surrounding the implementation of a critical 

culturally responsive curriculum arguing against the two dimensional dominant versus 

counternarrative conception of discourse. The research from this case study provides a new 

model, a spectrum of educational of discourse in which the narratives of the participants fall 

depending on their backgrounds, experiences, and positions within the institution. From a 

practitioner viewpoint, this case study will help guide the work of educators in their work in 

preparing for and implementing critical culturally responsive pedagogies and practices to benefit 

their students and communities. As noted earlier, this study will also provide a detailed analysis 
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of the forms of discourse individuals utilize as they discuss issues of race, power, politics, and 

activism and provide a roadmap for educational leaders, be they principals, teachers or students, 

in navigating these issues in both the curriculum and educational policy. From a methodological 

perspective, I argue that my primary theoretical framework, CRT, lacks the methodological tools 

needed to address the complexity of the discourses found within the case study.  To address this 

issue I utilize Fairclough’s (2010) work on critical discourse analysis (CDA). The use of CDA to 

examine the presence and power of the master and counternarratives as well as the forms of 

discourse in between is a unique tool in CRT and it is my hope that this case study will open the 

way for new applications of CDA for critical race researchers. 

Overview of the Study 

 Chapter 2 will provide the theoretical foundation for this case study. The chapter will 

begin by defining key terms and concepts reiterated throughout this research including activism, 

race and racism. With these terms as the guide I will then provide an overview of the empirical 

and theoretical literature on culturally relevant pedagogy and practitioners while also noting that 

much of this literature does not go far enough into the presence of institutionalized racism in 

education. In order to address this gap I will also include the work done on two interrelated 

bodies of literature: Critical Race Theory (CRT) and Latino Critical Theory (LatCrit) in order to 

thoroughly analyze and challenge the forms of institutionalized racism found in educational 

policy. Finally, Chapter 2 will go into greater depth on the work done on the master and 

counternarrative and the theories that will help define these theoretical constructs found in both 

CRT and LatCrit. 

 Chapter 3 describes the specific methodologies used to collect and analyze the data for 

this case study. The chapter will begin by providing greater depth to the two research questions, 
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including defining the specific vocabulary within each of the questions as they relate to 

Fairclough’s (2010) work on critical discourse analysis (CDA). As noted earlier, CDA provides 

the methodological framework for this research and Chapter 3 will provide greater detail into this 

approach including its three central tenants: a transdisciplinary focus on a social wrong, 

understanding the social order to right social wrongs, and an analysis for the presence of the 

social wrong within the social order. In addition, this chapter will outline the forms of data used 

in this study including qualitative interviews and document analysis and the sites and 

participants. Finally, it will outline the steps that were taken to verify the data, the study’s 

limitations, and this case study significance for both educational theory and practice. 

 Chapter 4 will provide the detailed findings from the 26 qualitative interviews that I 

collected from teachers, student focus groups, principals, and governing board members and the 

findings from two State Superintendents of Education, while the MAS program was being 

investigated by the State for violation of A.R.S. §15–112. In alignment with a CDA 

methodological approach Chapter 4 is divided into four sections; the public part I, the subjects, 

the clients, and the public part II.  The first section, the public part I, provides evidence of the 

masternarrative utilizing the findings of noncompliance of Horne and Huppenthal.  In a CDA 

framework, the public represents individuals who shape the dominant discourse and disperse it to 

a larger audience, specifically the Tucson community and Arizona at large through their 

positions of institutional power. The chapter begins with the writings of noncompliance authored 

by these two individuals in order to provide a point of reference to the counternarratives as well 

as the forms of discourse in between. Following the public part I, Chapter 4 analyzes the 

narratives of the subjects, or those participants that are formal member of the institutions, 

specifically the teachers and school principal. The third section analyzes and compares the 
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narratives of the two student focus groups, described as the clients in a CDA framework because 

of their role in receiving services from the educational institution on behalf of the subjects. 

Finally, the study ends with the public part II which are the narratives of the governing board 

members whose primary responsibilities are in shaping district policy and communicating with 

the community. 

 Finally, Chapter 5 provides a detailed description of the implications of this study. This 

chapter is broken into two parts beginning with a discussion of the major themes and connections 

to the literature outlined in Chapter 2 on culturally relevant pedagogy and leadership as well as 

CRT and LatCrit. Following this discussion the chapter moves to the implications of this 

research using the transdisciplinary CDA framework approach which outlines three criteria CDA 

needs to address. The first stage is a focus on the social wrong, which will detail the role and 

power of the master and counternarratives in this case study. The second is an understanding of 

the social order to right social wrongs which will include the analysis of spectrum of educational 

discourse impacted by the styles and genres of the participants and the and the importance of 

CDA as a methodological tool for a CRT analysis. Finally, under a CDA methodology there 

needs to be an analysis of the social wrong within the social order. Thus, the study concludes 

with the implications of the master, counter and shielded narratives on educational leadership 

and policy. 
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CHAPTER 2 

REVIEW OF THE RELEVANT LITERATURE 

The intent of this literature review is to examine how teachers, administrators, students, 

and agents of the State navigate issues of activism, race, and racism in educational practice and 

policy, specifically for Latina/o and Chicana/o students. Before I move forward, it is important 

that I define each of the terms: Chicana/o, activism, race, and racism in the context of this case 

study. First, for the purposes of this study, Chicana/o refers to people born in the United States 

but are of Mexican origin. Beyond that, Duncan-Andrade (2007) notes that Chicana/o is also a 

political identity deeply rooted in the history of the Chicano movement of the 1970s. Second, I 

rely on the work done by Urrieta (2005) to define and contextualize the term activism in 

reference to the educational practitioners involved both directly and indirectly in MAS and the 

agents of the State who sought to end the program. Broadly defined, Urrieta (2005) views 

activism as “the active participation, in various ways, or people advocating a particular set of 

issues” (p. 189). Urrieta’s (2005) conception of activism is particularly relevant because it 

includes not only physical activism, such as sit-ins and marches, but also legislative and judicial 

activism utilized by more “conservative” or “right wing” groups who support their own agendas 

through supposedly neutral methods, such as the judicial and legislative systems. Thus, the 

physical activism examined in this case study is exemplified by the students and teachers 

involved in MAS, while the legislative acts of the Arizona legislature in the form of H.B. 2281, 

now A.R.S. §15–112 and the findings of noncompliance of the previous State Superintendents of 

Public Education demonstrate the latter form of activism. Third, I draw upon the work done by 

critical race theorists (e.g., Haney López, 2000; Perez Hueber, Lopez, Malagon, Velez & 

Solórzano, 2008) who view race as a social construct. Specifically, Haney Lopez (2000) 
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describes race “as an ongoing, contradictory, self-reinforcing, plastic process subject to the 

macro forces of social and political struggle and the micro effects of daily decisions” (p. 165). 

Law and the judicial process are prominent examples of these macro forces, which participate in 

the “race-ing” of American society by integrating social prejudices into legal ones (Crenshaw, 

Gotanda, Peller, & Thomas, 1995, p. xxvi). Fourth, while race may be a social construct this is 

not to say that it does not have concrete impact as evidenced by the pervasive racism people of 

color experience daily in American society.  

Solórzano and Yosso (2002) define racism in three parts. First, one group deems itself 

superior to all others. Specifically, at the heart of racism in American society is the notion of 

White supremacy, which is perhaps the most common thread among various conceptions of 

racism (e.g., Harris, 1995; Perez Huber, et al., 2008; Stovall, 2006). Second, the dominant group 

has the power to implement its beliefs of superiority over the other due to the unequal balance of 

power. To that effect issues of power, control, and dominance are intertwined with notions of 

White supremacy.  Huber, Lopez, Malagon, Velez and Solózano (2008) define White supremacy 

as the “values, beliefs, and perceptions associated with Whiteness are closely allied with a 

dominant national identity that maintains and supports not only a racial hiearchy with Whites on 

top, but a normalized belief that Whites are inherently native” (p. 43).  Therefore the norm in 

society is tied to Whiteness and thus all non-native or Whites are associated with an otherness 

that invalidates them. Third, racism benefits the group that has defined itself as superior while 

negatively affecting all other racial and/or ethnic groups. To be more specific, in American 

society, racism works to benefit Whites while disadvantaging all other ethnic groups. At its 

foundation, Solórzano and Yosso (2002) note that “racism is about institutional power, and 

people of color in the United States have never possessed this form of power” (p. 24). As this 
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case study will ultimately reveal, the institutional power of racism described by Solórzano and 

Yosso (2002) can manifest itself through the codification of the masternarrative in educational 

law, policy, and practice. In fact Solórzano and Yosso’s (2002) emphasis on institutional power 

of racism makes their study the most applicable to this specific case study, as this literature 

review illustrates. 

With the social construct of race and the manifestation of racism as our guides, as well as 

a more precise view of what constitutes activism, this literature review begins with an overview 

of the empirical and theoretical literature on culturally relevant pedagogy and practitioners. More 

specifically, the work done by culturally relevant educators (i.e., teachers and administrators) is 

put into context with an emphasis on issues of race and racism in American society thereby 

providing a clearer picture of the specific ideologies these educators are working to subvert. 

However, I argue that these frameworks do not go far enough in analyzing the presence and 

purpose of institutionalized racism in education in this specific case study which ultimately 

drives the work of culturally relevant practitioners and curricula. This shortcoming is critical 

because without this understanding, practitioners and those who advocate for more culturally 

relevant curricula are ill equipped to articulate their motivations and the desired outcomes of 

their work. Furthermore, to effectively analyze the narratives of both the educators and agents of 

the State involved in this case study a more rigorous analysis of the role of race and racism in 

American society broadly, and in American education more specifically, is necessary. 

To address this theoretical gap in the literature, the theoretical framework will focus more 

on two interrelated bodies of literature: CRT and its extension, LatCrit. This section will provide 

a detailed description and history of each of these analytical frameworks, beginning with their 

origins in educational law and progressing to their more recent application to educational 
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practice. The intent of this review is to outline how this particular case study, which originated 

from a state law aimed at prohibiting a specific curriculum, will take us back to the origins and 

intent of CRT, which originally emerged out of the analysis and critique of institutionalized 

racism found in law. The end result will be a more thorough analysis of race and racism in 

educational policy which in turn provides the necessary context for understanding the activism of 

the educators, students, and state agents which are the focus of this case study. 

  Finally, this literature review will utilize the theoretical framework provided by Ladson-

Billings and Tate (1995) and their three propositions which they argue should be considered 

when applying CRT to educational policy and practice. Each of these propositions are further 

supported by more detailed theoretical constructs including the work done by Delgado (1989) 

and Solórzano and Yosso (2002) on the masternarrative and counternarrative, and the theoretical 

construct of Whiteness as property described by Harris (1995). Each of these theoretical 

constructs is integral to developing and answering the research questions that drive this study as 

the subsequent methodology section will demonstrate.  

Justification for a Culturally Relevant Pedagogical Approach 

The foundation of culturally relevant pedagogy rests upon the philosophy that the 

portrayal of people of color should move away from the common narratives of victimization and 

abuse to a characterization of these individuals as resilient agents of change and social justice 

(Banks, 2004; Gay, 2002; Marri, 2005; Stovall, 2005). At the heart of this approach is the battle 

for the hearts and minds of students of color, who are the subjects of dominant discourse
1
 which 

invalidates their experiences, contributions, and skills. Delpit (1992) contextualizes this as a 

                                                 
1
 For the purposes of this research the term “dominant discourse” is synonymous to the term “masternarrative” 

which is utilized in the introduction and research questions and throughout the findings and implications chapters.  

The use of the term dominant discourse at this point is necessary in order to remain true to the terms used by various 

authors (ie. Delpit, 1992; Urrietta 2004; Ureeta &Hue Quach, 2000) who use the term dominant discourse in their 

analysis of what is essentially the masternarrative as defined by Delgado (1992). 
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struggle for the students’ own identity and challenges the assumption that a student must adopt a 

“dominant secondary Discourse” at the expense of their own home language (p. 299). By 

dominant secondary discourse, Delpit (1992) refers to the academic language that students are 

told they must adopt in order to be successful in their education. To counter this assumption 

Delpit (1992) challenges teachers to acknowledge the unfair “Discourse-stacking” within 

society, and after recognizing this inequality, show students how to “cheat” the system (p. 301). 

By “cheating” Delpit (1992) refers to teachers empowering students to learn the dominant 

secondary Discourse in the form of academic vernacular, which had historically excluded them, 

while simultaneously reinforcing and celebrating the students’ home language. While Delpit 

(1992) focuses on the home language of African American students, Urrieta and Hue Quach 

(2000) focus on Latina/o and Vietnamese students labeled as English language learners. Urrieta 

and Hue Quach (2000) utilize the work done by Bourdieu and Passeron (1980) and symbolic 

violence to describe the “colonization through language,” in which our society portrays Latina/o 

students who attempt to maintain their language and culture as un-American to the point in 

which their own citizenship is suspect (p. 29-32). As a result, students must adopt a “subordinate 

identity” and reject their home language and culture in order to become “American” (p. 27). 

However, even when students do adopt the subordinate identity they will be continually 

reminded of their “Otherness” by federal and state legislation, such as the passage of Proposition 

227 which outlawed bilingualism in public schools, or, in this case study, A.R.S. §15–112. Like 

Delpit (1992), Urrieta and Hue Quach (2000) recommend that educators teach students to be 

critical of the dominant discourse while utilizing a multicultural curriculum that respects the 

students’ primary language and cultural identity, and also allows them to reflect upon and 

challenge prevailing stereotypes using a culturally relevant pedagogical approach.    
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 These early works broke new ground and advocated that educators recognize and 

challenge the racial dominant narratives education.  However, it was also problematic to note the 

destructive force of these narratives while simultaneously asking students to adopt them in order 

to cheat the system. Inherent in these arguments is an assumption that the dominant narrative 

which naturalizes White supremacy and invalidates the experiences of students of color can only 

be subverted and never fully overcome. These researchers argue that teachers must teach their 

students to critically analyze this discourse but also adopt it, even if only to circumvent its 

function to disenfranchise subordinate groups. What is lacking is a call for a complete overhaul 

of the system, one in which the dominant narrative is replaced by a new discourse regarding 

students, their families, and their contributions. Urrieta (2004) himself seemed to have 

recognized this dilemma in his description of “critical postcolonial pedagogy” which emphasizes 

the importance of the Chicana/o historical experience while continually seeking to find non-

Western perspectives that can challenge and change present discourses found in educational 

curricula and pedagogy. According to Urrieta’s (2004) analysis of social studies school curricula 

across the United States, he finds a colonial discourse prevalent in these curricula. This discourse 

portrays non-White culture as invisible, or describes these cultures in uncritical and stereotypical 

ways, or even represents non-White culture in negative and hostile ways. Similarly, Duncan-

Andrade’s (2005a) work on Chicana/o students and educators advocates for a “culturally relevant 

critical perspective” which challenges the dominant narrative in regards to non-White culture and 

creates a new narrative that will develop students’ sense of “hopefulness, purpose, and positive 

self identity” (p. 602). Furthermore, he challenges the prevailing views regarding Chicana/o 

school performance, linking their lack of academic success to a failure on the part of schools: 
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If we understand Chicano school failure as a response to unfair educational practices 

rather than as a sign of deficiency or inability, then we can recognize that the failure of 

these students rests to some degree on the failure of the institutions to provide them with 

the intellectual space to critique and positively combat the lack of pluralism in American 

institutions. (p. 597) 

In essence, Duncan-Andrade’s (2005a) culturally relevant critical perspective strikes a similar 

tone to Urrieta’s (2004) critical postcolonial pedagogy by noting that traditional school curricula 

reinforces the notion that the history and culture of a conquered people has no academic merit. 

This dominant narrative within education renders the history and voice of Chicana/o and 

Latina/o students as invisible or irrelevant thus reinforcing the social reproduction of these 

groups as a subordinate class. This approach, as Delpit (2012) notes, not only harms students of 

color but everyone within the educational system which has the unique power to “unsilence 

dialogues” that will ultimately foster conversations, understanding, and compassion across 

cultures, ethnicities and classes (p. 7).  

The intent of this section is to understand why a critical culturally relevant approach to 

pedagogy and curriculum is important and what it can accomplish. Empirical research into 

culturally relevant pedagogy reveals that one of the most important reasons for this approach is 

to counter the prevailing narratives in education regarding the history and culture of students of 

color (Banks, 2006; Delpit, 1992; Ladson-Billings, 1994; Urrieta, 2004; Urrieta & Hue Quach, 

2000; Duncan-Andrade 2005a). The dominant narratives critiqued in a critically culturally 

relevant approach have invalidated these students’ experiences, including Chicana/o and Latina/o 

students, by either making their history and contributions invisible or portraying them in a hostile 

way. These deficit views impact the students’ own identities, forcing them to adopt a subordinate 
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identity at the expense of their own if they are to be successful, which then replicates the 

prevailing social hierarchy (Duncan-Andrade, 2005).  Valencia (2010) describes this as a “deficit 

paradigm” which argues that students of color, their families and their communities come to 

school lacking the skills and knowledge to be successful and therefore must be taught those 

skills.  To combat this social reproduction, researchers first advocated for a culturally relevant 

approach that advocated teachers instructing students to critically analyze the dominant discourse 

while simultaneously respecting students’ own identities (Delpit, 1992; Urrieta & Hue Quach, 

2000). However, culturally relevant pedagogy from a critical perspective advocates that students 

and educators find new narratives within the histories and cultures of subjugated groups; they use 

these narratives to challenge and replace the dominant discourse in education and the resulting 

social reproduction.  

While these works help to understand why a critical culturally relevant approach is 

important from a student perspective, they lack an empirical understanding of the dominant and 

counternarratives. None of the works cited in this section provide a description or a definition of 

what these constructs are, or place them in any historical or legal context that may shed light on 

these narratives’ origin. As a result, we assume that dominant discourse is a narrative that 

supports White supremacy at the expense of subjugated groups, but this may be too simplistic 

because it assumes that people of color always speak to a counternarrative and Whites always to 

the dominant. Furthermore, we assume that people only speak to either the dominant or 

counternarrative leading to the assumption that there are only two diametrically opposed 

discourses to analyze. In addition, we also do not understand how educators adopt a critical 

culturally relevant approach, why they choose to do so, and how they implement it within their 

own practice, all of which impacts their discourse on educational practice and policy. These are  
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Important questions in the context of this case study because of its focus not only on the MAS 

students but also on the teachers who taught and advocated for the MAS program as well as the 

administrators and policy makers who were involved in the program.  

Culturally Relevant Pedagogy in Practice and Theory  

Numerous studies provide detailed analyses on how teachers, both White and of color, 

use a culturally relevant pedagogical approach to understand the experiences and contributions of 

people of color as well as discuss the power to foster change behind their collective action 

(Epstein, Mayorga, Nelson, 2011; Gay, 2002; Howard, 2004). Central to these pedagogical 

approaches is the idea that teachers must frame the issues of race and racism as important and 

valid topics of discussion (Epstein, Mayorga & Nelson, 2011; Gay, 2002; Gutierrez, 2003; 

Ladson-Billings, 1994; Marri, 2005). To discuss these issues teachers must use a variety of 

strategies, challenging students to discuss, debate, critique, and have meaningful dialogue 

concerning these issues from both a historical and modern-day perspective which will ultimately 

move them to action (Epstein, Mayorga, & Nelson, 2011).   

Ladson-Billings (1994) provides six overarching tenets that describe the application and 

benefit of culturally relevant pedagogy:   

1. Students whose educational, economic, social, political, and cultural futures are most 

tenuous can become intellectual leaders in the classroom.  

2.  Students are apprenticed in a learning community rather than taught in an isolated 

and unrelated way. 

3.  Students’ real-life experiences are legitimized as they become part of the “official” 

curriculum.  
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4.  Teachers and students participate in a broad conception of literacy that incorporates 

both literature and oratory.  

5. Teachers and students engage in a collective struggle against the status quo.  

6.  Teachers are cognizant of themselves as political beings. (Ladson-Billings, 1994, 

177-188) 

While specific to cultural-relevance in literacy, these central tenets are applicable to culturally 

relevant pedagogy regardless of discipline and provide a richer description of what it looks like 

in actual practice. Delpit (2006) outlines 10 precepts that describe in detail what a culturally 

relevant approach needs to entail. These include: teach more with the belief that all students can 

learn at high levels, ensure all children gain access to conventions and strategies essential to 

success in American society, demand critical thinking, challenge racist societal views of 

children’s competence and the values of their families, recognize and build on the students’ 

strengths, use familiar experiences from the children’s lives that they can connect to school 

experiences, create a sense of family and caring, monitor and assess children’s needs, honor and 

respect their home culture, and foster a sense of children’s connection to their community. 

Embedded within these precepts is the consistent theme that children’s own home cultures must 

be of fundamental consideration when designing and implementing a culturally relevant 

approach. If the goal is to have children recognize and challenge the deficit discourse 

surrounding their academic achievement and know the “brilliance in their blood,” as Delpit 

(2006) describes, then their own histories and voices must be the guiding force (p. 225).  

Work done by Delpit and White-Bradely (2003) provide one example of how the 10 

precepts outlined by Delpit (2006) come together in practice. Their case study examines the 

efforts of one Black teacher to incorporate the history and culture of her Black elementary school 
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students through the implementation of an ancient code of principles called the Ma’at. The 

Ancient Egyptians first adopted the Ma’at, which encompassed seven principles which were 

used to judge the dead: truth, justice, harmony, balance, order, reciprocity, and righteousness. 

These seven principles were integrated into everything the class did, both in the academic sense 

and in relation to each other as a humanzing pedagogy. The researchers noted that the climate 

and culture of the classroom, when compared to other classrooms, emphasized respect and a 

more equitable balance of power between teacher and student, which resulted in fewer discipline 

problems and increased academic achievement. This empirical evidence demonstrates the 

empowerment and morality the young children developed when guided by a set of principles that 

connected to their own history. The teacher also benefited from the incorporation of the Ma’at, 

describing a greater sense of fulfillment and devotion to her students and to her teaching as a 

result. 

González, Moll, and Amanti’s (2005) research provides another example of what 

culturally relevant pedagogy looks like in practice by describing how teachers became field 

researchers in the communities that they served in order to understand their own students’ “funds 

of knowledge.”  At the heart of funds of knowledge is the premise that “people are competent, 

they have knowledge, and their life experiences have given them that knowledge” (p. x). Funds 

of knowledge describes in detail how that these forms of knowledge are legitimate forms of 

exploration within the curriculum and argue that teachers need to learn about the lived 

experiences and practices of their students and their families. González, Moll, and Amanti’s 

(2005) work analyzes Latina/o families’ funds of knowledge and suggest ways teachers may use 

these forms of knowledge in their practice to teach mathematics, social studies, language arts, 

and other disciplines more effectively. Using a detailed methodology centered on ethnographic 
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research and participant observation, these researchers describe how they collected information 

that explained how families created and distributed knowledge. For instance, when researchers 

approached a student’s house they would look for signs of newly built patio wall (masonry), a 

garden (botanical knowledge), or restored cars (mechanical knowledge). Other examples of these 

unrecognized forms of knowledge include agriculture and mining, material and scientific 

knowledge, economics, medicine, household management, and religion The focus was not on the 

culture of the people but on the practices of the households themselves. The reason for this 

emphasis was to avoid any generalized assumptions about a group, and rather to see the 

household itself as dynamic construct that branched out to other households within the 

community, thereby distributing various forms of knowledge.  

However, learning and documenting families’ various funds of knowledge were only the 

first objective. Once the teachers and researchers had documented these practices, they then went 

back into the classroom and developed curricula that specifically addressed what these 

households did in their everyday experiences. By doing this, the teachers not only strengthened 

their educational practice but validated the funds of knowledge held by their students and their 

families.  

 Yet, as Rios-Aguilar, Marquez Kiyama, Gravitt, and Moll (2011) note, merely 

recognizing students’ and families’ funds of knowledge is not enough. Using the work done on 

cultural and social capital in opposition with funds of knowledge, the authors challenge us to 

analyze how students may recognize their own funds of knowledge, access various forms of 

capital such as cultural and social, convert these funds into relevant forms of capital, and 

activate/mobilize their funds of knowledge and thereby challenge the imbalance of power faced 

by students of color.  Rios-Aguilar et al. (2011) use the term “misrecognition” to describe how 
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institutions and their agents fail to understand the forms of knowledge held by students and their 

families, requiring students themselves to recognize their own funds of knowledge. This is an 

important point, because in traditional conceptions of culturally relevant pedagogy (e.g., Delpit, 

1992; Ladson-Billings, 1994) it was the teacher’s role to recognize the cultural and historical 

strengths of the students and emphasize these in their practice. However, this only reinforces the 

notion that an institutional agent must first recognize a student’s culture or history for it to be a 

valid form of study. Under the framework provided by Rios-Aguilar et al. (2011), the emphasis 

is on the students themselves to recognize and validate their own funds of knowledge, thus 

leaving out the possibility that an institutional agent may misrecognize a particular fund of 

knowledge. In other words, the institutional agent may assume a form of knowledge activated by 

a student comes from their home or culture when this may not be the case. In this framework, the 

teacher may act as the facilitator but not as the final decider. Once students recognize their own 

funds of knowledge, the authors describe the process of “transmission” in which teachers re-

conceptualize what is useful knowledge for students of color and provide them with tools that 

allow them to transform their funds of knowledge into agency and power (p. 178). As noted 

earlier, one of the primary purposes of a culturally relevant pedagogical approach is to challenge 

the dominant narrative, which emphasizes the deficit paradigm and reinforces the social 

reproduction for students of color (Delpit, 2012; Urrieta, 2004). Rios-Aguilar et al. (2011) note 

that at the heart of these issues is an unequal balance of power and future research should 

examine how students may mobilize and activate their own funds of knowledge to subvert these 

trends.   

These case studies provide insight into what culturally relevant pedagogy looks like and 

how educators can use them to counter the deficit paradigm described by Valencia (2010) 



THE SPECTRUM OF DISCOURSE  38 

 

regarding the academic abilities of students of color. In addition, by utilizing approaches such as 

funds of knowledge as described by González, Moll, and Amanti (2005) or the principles of 

Ma’at outlined by Delpit and White-Bradley (2003), we gain a more practical understanding of 

how pedagogy can be developed that outlines the six tenets outlined by Ladson-Billings (1994). 

Specifically, these case studies describe how to develop and implement curricula which 

challenges racist social views of children’s competence, recognizes and builds on the strengths of 

these children and their families, fosters a sense of community, and facilitates connections 

between the child’s own home culture and the school. However, in addition to understanding the 

need for and how to implement a culturally relevant pedagogy, we need a more thorough 

analysis of what specifically drives educators to become advocates and even activists for a 

culturally relevant approach. This body of literature contextualizes efforts by the teachers 

involved in the MAS program as well as the school principals into a specific practitioner context, 

which ultimately clarifies what motivates these individuals as well as highlights the dangers and 

pitfalls they face when their culturally relevant approaches are seen as dangerous and/or 

subversive by the dominant discourse.  

Culturally Relevant Practitioners  

Duncan-Andrade (2005) notes that the teacher’s identity is just as important for students 

of color as what is being taught. For example, if a school adopts a culturally relevant approach, 

emphasizing the history, value, and resiliency of students of color and their home communities 

but the only people of color students see in the school are the custodians, which message is likely 

to have a greater impact on the child’s own identity? Most likely the child will have neither the 

culturally relevant curriculum and pedagogy or a professional role model. As Duncan-Andrade 

(2005a) notes: 
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School curriculum rarely provides references to Chicanos having made significant 

contributions to the development of anything in science, mathematics, or classic 

literature. Equally as absent from the school metanarrative, a likely result of the narrative 

itself, is the Chicano teacher whose presence alone would offer the beginnings of a 

counternarrative. (p. 594) 

Therefore the role of the teacher is an important component of any analysis of culturally relevant 

pedagogy. As products of the educational system, they speak to the possibility that education can 

be a transformative process and in cases where they are also teachers of color, they represent 

someone who has challenged the dominant discourse surrounding the academic success of 

students of color.  

  Some of the most in-depth profiles of culturally relevant practitioners comes from 

Duncan-Andrade’s (2004, 2005b, 2007) research at Powers Elementary. These studies detail the 

work of a group of teachers dedicated to a culturally relevant pedagogy who utilize Freire’s 

(1970) liberatory pedagogy, which empowers students to become critical change agents who take 

action against social injustices within their own communities. These teachers, who identified 

themselves as Chicana/o, worked together, meeting on a bimonthly basis, to design the “4 Es of 

emancipator pedagogy” (Duncan-Andrade, 2005, p. 70). The teachers sought to “engage” 

students through a culturally responsive teaching that validated the students’ histories, cultures, 

and experiences. They helped to provide “experiences” by providing alternative narratives and 

perspectives that the traditional curriculum had excluded. They sought to “empower” their 

students with a critical and transformative pedagogy, which provided both collective and 

individual agency so students could see themselves as agents for change in their communities.  

Finally, they “enacted” this framework by providing students with opportunities to act from this 
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sense of agency and reflect on their own successes and struggles. Duncan-Andrade (2007) 

describes these as “Rida” teachers, as opposed to “Gansta” teachers, which he operationalizes as 

those who ultimately resent their students and their communities and advocate for zero tolerance 

policies.  There are also Wanksta” teachers, or those who are devoted to their students but are ill-

equipped to navigate the challenges urban education teachers face. Rida teachers, on the other 

hand, are those teachers who are consistently successful with a broad range of students and who 

have a deep emotional commitment to their students and to the communities they serve.  

 There are five characteristics that each of these Rida teachers had in common. First, they 

all emphasized a critically conscious purpose. Second, they all described a sense of duty towards 

the students and their communities. Third, they all spent a large amount of time preparing their 

lessons, continually modifying and experimenting day to day, year to year. Fourth, they 

demonstrated a Socratic sensibility through constant self-reflection and critique of their own 

professional practice. Finally, they sought the trust of their students and their families, 

recognizing that as institutional agents for the school they represented a negative part of history 

for many of their poor, non-White students. Thus, these teachers were keenly aware of the 

dominant discourse described by Urrieta (2004) and Duncan-Andrade (2005a) and their role as 

the teacher within this process. Through this awareness they understood the obstacles they had to 

overcome in building trust with their students and their communities and also served as activists 

against any school policies that were racist or oppressive, such as school discipline policies that 

overly targeted minority students, which reproduced the social inequalities of their students.  

Similarly, Lynn’s (2002) study on highly successful Black male teachers in an urban 

school district found that a common narrative among these educators was that they saw 

themselves as change agents and role models, and effectively used their gender and race as a 
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“pedagogical advantage”, or an asset in their teaching and in their interactions with their students 

(p. 126). These educators believed that their own race and experiences with racism were 

invaluable tools which they utilized in their everyday practice working with Black male students 

and in their families. These educators saw the work they did as educators within a larger context 

of community service and activism, and used their own racialized identities to help drive their 

work. 

Urrieta (2007) examines how Chicana/o activist educators, such as the Rida teachers 

described by Duncan-Andrade (2007), develop their own identities. Urrieta (2007) notes that 

identity formation is a fluid process and that it is “both real and artificial, both socially 

constructed and internalized into a physical and material reality” (p. 119). In other words, there 

are multiple reservoirs that we draw upon when constructing our own identity, our own 

experiences and history as well as the cultural artifacts and discourses we immerse ourselves in. 

For the Chicana/o activist educators profiled by Urrieta (2007) these identities were developed in 

what he describes as the “local figured world,” which refers to the “specific physical and local 

spaces in which participants participated in the activities around the ideals of the broader 

Chicana/o activist world” (p. 123). For many of the participants, the local figured world that 

facilitated the construction of their identities was the university and colleges they attended. At 

these institutions they became involved in ethnic student organizations, took courses in ethnic 

studies, participated in work-related training in ethnic or multicultural organizations, found 

similar peer groups or took part in orientation programs to help poor and minority students 

persist in higher education.   

Participation in this local figured world developed a central principle for these Chicana/o 

activist educators, called la causa (the cause), which empowered themselves, their students, and 



THE SPECTRUM OF DISCOURSE  42 

 

their communities. Empowerment was developed by recognizing and appreciating Mexican and 

Chicana/o culture and history, and through this tailored curriculum their students’ consciousness 

raising was developed as a result of educating from a “counter-hegemonic perspective”, or a 

perspective that challenges the preexisting power structures (p. 133). As noted earlier, this 

counter-hegemonic perspective is the foundation of the critical culturally relevant pedagogy, 

which seeks to validate the history and experiences of students of color and their home 

communities, as described by other researchers (Delpit, 2012; Duncan-Andrade, 2005; Ladson-

Billings, 1994; Lynn & Jennings, 2009; Romero, Arce & Cammarota, 2009; Solórzano & Yosso, 

2001; Urrieta, 2004). The work done by both Urrieta (2007) and Duncan-Andrade (2007) on 

activist teachers are important contributions to this study because they provide specific context 

for the narratives and experiences of the teachers profiled in this case study, which may help to 

explain what drives them as educators and, in certain cases, as activists. Urrieta’s (2007) work in 

particular also presents the issue of identity construction in greater depth, which will help us 

understand when and where these educators either consciously or unconsciously became more 

than teachers, but activists for la causa, who took on the larger task of challenging systematic 

oppression.  

Montaño and Burstein’s (2006) work on Chicana teachers’ struggle to develop socially 

just curriculum is especially relevant to this study because of its emphasis on Chicana teachers 

and its utilization of the term “critical consciousness” in the context of social justice. The 

development of critical consciousness in both the teacher and the student is a central component 

in the MAS curriculum, as evidenced by their goals, one of which states that the program devotes 

itself to “working towards the invoking of a critical consciousness within each and every 

student” (Mexican American Studies, 2011). Montaño and Burstein (2006) note that while “it is 
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critical for Latina/os to acknowledge the positive moments of cultural resilience experienced by 

a bicultural or borderlands existence, it is also critical for them to analyze the political nature of 

their existence” (p. 173). In other words, in the context of education along the border, the 

political and racial aspects of Latino identity became intertwined. In their case study, Montaño 

and Bursetein (2006) describe the work of two teachers who attempted to implement a culturally 

relevant pedagogy that emphasized social justice and critical consciousness. However, the 

teachers were ill-prepared for the sociopolitical battles they were forced into when members 

within the school and larger community saw their work as subversive and radical. In the end, the 

teachers ultimately left the profession or their schools rather than compromise their beliefs. 

Culturally Responsive Leadership 

Johnson (2002; 2006) expounded upon culturally relevant pedagogy and applied its 

central tenets to administrative and teacher leadership, taking it beyond something that teachers 

do on behalf of their students to something educators do with their communities. This is critical 

because it represents an important evolution from analyzing and discussing issues of race and 

racism in society to become activists willing to directly confront these practices found 

specifically in educational policy. Thus, from a culturally relevant leadership perspective, 

activism is an integral component. Johnson’s (2006) study provides a historical profile of 

Gertrude Elise Johnson McDougland Ayer, the first African American woman to become a New 

York City principal after WWII. This research provides a historical example of what culturally 

relevant leadership looks like. Ayer expressed high expectations for all of her students in her 

work as a curriculum innovator, where she developed “African American students’ intellectual 

abilities as well as their responsibility as global citizens by centering them in their history and 

culture” (p. 20). She demonstrated critical consciousness as a social activist, which should be 
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seen as one who challenged the status quo described by Ladson Billings (1995a). Her efforts to 

make her school and the community more “responsive and equitable for her African American 

students and families” exemplify this challenge (p. 29). In addition, she authored numerous 

journal articles, investigative reports, and wrote a regular editorial column in the local newspaper 

that justified her fight for comprehensive school reform. Finally, she demonstrated cultural 

competence, not only in her curriculum work and as a social activist, but also by utilizing her 

own narrative as an African American woman, which created a public space to talk about issues 

of race and gender. 

Especially relevant to this analysis and the issues of political and ideological conflict 

within education is Johnson’s (2002) research on how teachers, administrators, progressive 

scholars, labor organizers, and community organizations in postwar Harlem created and later 

defended a more culturally relevant curriculum for their largely African American student 

population. Key to this process was the fact that teachers were approached as “public 

intellectuals who were interested in discussing political issues, creating democratic classrooms, 

and promoting social change” (p. 572). The Teacher’s Union of New York City, which generated 

the momentum behind these reforms, worked towards increased student achievement, combated 

discriminatory actions by school employees and employers, advocated for new schools and 

repairs on existing structures, and pushed for the hiring of more Black teachers and 

administrators such as Ayer. In 1947, however, as fear of Communism took hold in the United 

States, these progressive reforms were labeled as subversive and un-American by conservative 

newspapers. The NYC Board of Superintendents and the NYC Board of Education, despite a 

passionate public relations and letter writing campaign by teachers, administrators, and 

community members, ultimately banned the proposals. What remains is the legacy of what 
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lengths critical educational leaders will go to (e.g., marches, protests, and letter writing 

campaigns) and the sacrifices they will endure (e.g., loss of jobs, labeled as being subversive 

and/or un-American) to be agents of change in education while simultaneously advocating for 

their students and the communities they serve. Furthermore, Johnson’s (2002) inclusion of 

teachers within the context of culturally relevant leaders provides a broader conception of who 

constitutes a leader in education. This is especially relevant in regards to this case study because 

of the inclusion of teachers and the analysis of their leadership within the MAS program. 

While Johnson’s (2002, 2006) research provides a clear picture of the ideological 

conflicts that may arise when attempting to pursue a culturally relevant approach, her exclusive 

focus on African American students and communities makes it difficult to extrapolate her 

findings on the unique historical and cultural experiences of Chicana/o and Native American 

students, educators, and communities. Ylimaki, Bennett, Fan, and Vilasenor’s (2012) 

comparative case study of three elementary school principals and one middle school principal 

whose schools are situated along the U.S- Mexico border is the only published study that 

examines culturally-responsive leadership within this unique location and demographic. The 

authors expand upon the leadership framework outlined by Letihwood and Riehl (2005) in 

determining how these leaders practiced and conceptualized “success” while working in schools 

with large numbers of Hispanic and Native populations along the border. While Johnson’s (2002, 

2006) and Ladson-Billings’ (1995a) work focuses on African American students and educators, 

Ylimaki, Bennett, Fan, and Vilaseñor (2012) provide insight into what culturally relevant 

leadership looks like when working with colonized peoples. By colonized people, the authors are 

referring to indigenous populations of the Southwest who were first colonized by Spanish, then 

by Mexico, and finally the United States. Using a postcolonial theoretical framework (Prasad, 
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2005), the authors add three sociocultural dimensions that expand upon Leithwood and Riehls 

(2005). First, all of these principals demonstrated a consciousness and awareness of the unique 

border context and political environments their schools operated within. Second, they 

demonstrated a culturally responsive leadership capacity by implementing a culturally relevant 

pedagogy within their schools that was representative of the students’ own cultural and historical 

backgrounds. Finally, all of the participants demonstrated a moral purpose to their work by 

engaging and collaborating with multiple stakeholders within the school and community to 

address issues relevant to the students and their families. The authors argue that the moral 

purpose to culturally relevant leadership in a border context may explain how these leaders were 

able to overcome the impact of post-colonialism on their students while simultaneously resisting 

neo-liberal pressures such as standardized curricula and laws restricting bilingual education.  

Critical Cultural Relevancy in the Context of MAS 

 There is a small but important body of work on the MAS curriculum and the role of both 

the State and counternarratives which this case study builds upon. The MAS curriculum itself 

was developed using the work done by Freire (1993) on critical pedagogy, Valenzuela (1999) on 

authentic caring, and Ginswright and Cammarota (2002) on social justice curricula creating what 

Cammarota and Romero (2006) term as “critically compassionate intellectualism” (CCI) (p. 16). 

The goal of CCI in the MAS context is to overcome what the creators saw as the silencing of 

Latina/o students in the traditional curricula and to empower them to “become active citizens 

armed with a crucial consciousness” who would transform the educational and social systems 

that had failed to meet their needs (p. 18). To achieve this aim, the CCI curriculum had six 

components which when utilized with what the authors termed as the “trilogy” of authentic 
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caring, critical pedagogy, and social justice could change traditional schooling into a 

transformational experience for Latina/o students: 

1. The nurturing of blossoming intellectualism of Xinachtli or the forms of knowledge 

Chicana/o students bring to the classroom through authentic caring (Valenzuela, 1999) 

2. Pedagogy de los barrios 

3. Students as creators of knowledge 

4. Focus on collective and individual agency 

5. Gramsci’s organic intellectualism  

6. Academic and personal transformation (Romero, Arce & Cammarota, 2008, p. 219-220) 

To provide the appropriate context to the narratives used within this case study tone must go over 

each of these components.  

First, Romero, Arce, and Cammarota (2008) define Xinachtli as the forms of knowledge 

Latino/a students bring with them into the classroom, similar in theoretical concept to funds of 

knowledge. Teachers validate students’ forms of knowledge, history, and culture through the use 

of their students’ Xinachtli and use it as a platform for students to explore their sense of being. 

Examples include the use My History and I am poems which allows the students to explore and 

write about their histories, families, and own sense of identity which are then presented and 

discussed with the class in order to share their experiences. To develop a sense of trust and  

humanize themselves, teachers participate in this process alongside their students. 

Second, the foundation for the pedagogy de los barrios comes from the work of Duncan-

Andrade (2005, 2005b) on emancipatory pedagogy. In pedagogy de los barrios framework, the 

classrooms are seen as space in which to “challenge the status quo and the stereotypes that exist 

within our educational institutions (Romero, Arce, & Cammarota, p. 226). Inherent within 
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concept is the premise that race and racism are prevalent in all social institutions, specifically in 

education, which is the same foundational principal of CRT. Third, in a CCI framework students 

are taught to re-contextualize their way of knowing and thinking of the world in order to be more 

actively involved in creating change. Fourth, CCI not only exposes and challenges students to 

prevalent forms of racism within society but works to foster a sense of agency or Huitzilopochtli 

which allows students to be “positive, progressive, and creative in order to bring about justice 

and rehumanization for themselves as well as for those who have the power and position to 

dehumanize” (p. 229). Fifth, CCI utilizes the theory of organic intellectualism (Gramsci, 1999) 

which proposes that the oppressed must do for themselves first rather than be subservient to the 

will and needs of the dominant groups. Finally, as noted earlier the ultimate goal of CCI is 

intellectual and academic transformation for the student through the development and fostering 

of the students’ own concept of self, which then allows them to lead social and institutional 

transformation. 

To describe CCI and the six components within it, researchers have relied on narratives of 

students within MAS, which, using Delgado’s (1989) framework, they term as counternarratives 

(Cammarota and Romero, 2006; Romero, Arce, & Cammarota, 2009). In Cabrera, Meza, and 

Romero’s (2013) work that describes the student activism following the end of the MAS 

program, the authors also utilize the counternarratives of students as well as their own 

counternarratives as advocates of the program. In addition, their research also includes the 

dominant narrative of the media and district officials which attempts to portray the student 

walkouts and other forms as activism as reactionary and unwarranted and ultimately discounted 

their ability to organize and implement demonstrations based on critically conscious thought and 

argument. In their case study, they examine the planning and implementation of the School of 
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Ethnic Studies by MAS students and the student group UNIDOS as well as their own 

experiences as part of the demonstration. The School of Ethnic Studies was both a form of 

protest and an expression of the six tenets of CCI and was developed, organized, and executed by 

the students themselves. Held during the two weeks of student walkouts following the end of the 

MAS program, the School hosted guest speakers, poetry slams, music performances, and 

breakout sessions that allowed students to extend the work done by their teachers within the 

MAS program. Using these counternarratives and juxtaposing them to the narratives of the 

media, district superintendent, and members of the district governing board, the authors 

demonstrate that the students were not only able to plan and implement a unique form of 

resistance but did so in a truly communal and creative way that epitomized the tenets of the MAS 

program that challenged the dominant narrative that described the program as divisive and racist. 

 Cabrera (2012) also analyzed the law, A.R.S. §15–112, that ultimately ended the MAS 

program defining its power as an “epistemology of ignorance” (Mills, 2007).  This epistemology 

had multiple implications for public education in Arizona. First, at its foundation it denied what 

many considered to be effective educational practice for not only Latina/o students but all 

students who took these courses. Second, it took away student’s ability to identify, analyze, and 

challenge racial oppression. In the absence of this critical awareness of their own subordination, 

students must simply accept and endure systematic forms of racism and oppression. Third, 

embedded within the narrative of the law itself is the denial that such forms of racism and 

oppression even exist, which is one of the key characteristics of the masternarrative in a CRT 

framework (Delgado 1989; Solórzano and Yosso, 2002) and described in more detail in the 

theoretical framework.  
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 Taken together the work done by researchers on the tenets of CCI within the MAS 

program and the importance of both the counter and dominant narratives methodological tools 

provides a deeper theoretical and empirical context to this study and the participants within it. 

Equally important is that the previous work done on the creation and end of MAS provides a 

concrete example of how the theories outlined in this literature review come together within the 

MAS curriculum and the actions of its students, teachers, and supporters. It is the goal of this 

case study to build upon this work by providing additional methodological tools and narratives to 

identify and analyze the role of the master and counternarratives in a crucially culturally relevant 

curriculum.  

Summary of the Literature on Culturally Responsive Pedagogy and Practitioners 

 The intent of this literature review was to examine why a culturally relevant pedagogy is 

important, how it is incorporated in both theory and practice, and who adopts this approach and 

why they do so. All of these components help us understand the specific context of the 

participants in this case study, and allow us to move forward with a deeper understanding of the 

discourses surrounding the MAS program. Valencia (2010) used the term “deficit paradigm” to 

describe how society, and schools in particular, portrays the history and contributions of students 

of color and their families as incapabable. Duncan-Andrade (2005a) describes this process in 

more depth through his analysis of social studies curricula which portrays non-White culture as 

invisible, describes it in uncritical and stereotypical ways and represents non-White culture in 

negative and even hostile ways. These views lead to a form of social reproduction and deficit 

discourse surrounding students of color and their families, which ultimately reinforces the notion 

of White supremacy. Akom (2008) describes this as a “poverty of the mind” which portrays 

people of color, and African Americans in particular, as a group that does not seek achievement 

and furthermore their own cultures are in opposition to the norms and values of the dominant 
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(i.e., White) group. Thus to be seen as successful in their academic careers students must adopt 

what Urrieta and Hue Quach (2000) describe as a “subordinate identity” in opposition to their 

own resulting in a loss of the student’s identity, history, and culture. 

 Advocates for a culturally relevant pedagogical approach argue that schools have the 

unique power to “unsilence dialogues” that have been repressed by the dominant discourse 

through utilization of a culturally relevant pedagogy (Delpit, 2012). Akom (2007) describes these 

classrooms as free spaces, places where students and teachers explore questions of power and 

privilege. Arguing that there is no such thing as “neutral space,” Akom (2007) argues that all 

spaces, even schools, are “politicized, racialized, and gendered” and, therefore, it is up to 

culturally relevant practitioners to explore and challenge these concepts alongside their students. 

Ladson-Billings’ (1994) early work established the foundation of culturally relevant literacy by 

emphasizing that teachers and students collaborate to create intellectual and politicized spaces 

that validate students experiences and challenge the dominant discourse. The work done by 

researchers Delpit and White-Bradley (2003) and Gonzalez, Moll, and Amanti (2005) provide us 

with a deeper understanding of how Ladson-Billings’ (1994) tenets are achieved by 

incorporating students’ own history and culture, thereby transforming the traditional curriculum 

and challenging the deficit discourses surrounding students of color and their communities. 

Equally important are the practitioners who choose to adopt a culturally relevant 

pedagogical approach. Duncan-Andrade (2005a) and Lynn (2002) note that the starting point for 

any counternarrative comes from the teachers themselves and their ability to share their 

experiences regarding the impact of race and racism with their students. In his research at Powers 

Elementary, Duncan-Andrade (2005b) describes five characteristics of culturally relevant 

teachers, or “Rida teachers,” including having a critically conscious purpose, a sense of duty to 
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the students and the community, in depth preparation, critical reflection and refinement of their 

practice, and an emphasis on gaining the trust of the students. Beyond what the teachers actually 

do, Urrieta (2007) describes how Chicana/o activist teachers develop their identities within their 

local figured worlds. Many of the teachers cited their university and college experiences as 

places where their identities and commitment to la causa developed. In these institutions, these 

future teachers took classes in ethnic studies, joined ethnic organizations, and were exposed to 

people, groups, and political causes that ultimately shaped both their ethnic and political 

identities.  

Taking culturally responsive pedagogy a step further, Johnson (2002; 2006) developed 

the term culturally responsive leadership to describe what educators did on behalf of the schools 

and the communities they served, thus infusing our conception of leadership with that of social 

activism and culturally relevant practice. The biography of Principal Gertrude Ayers (Johnson, 

2002), the protests in Harlem for a more culturally relevant curriculum (Johnson, 2006), and the 

principal profiles that contextualized culturally relevant leadership along the border (Ylimaki, 

Bennett, Fan and Vilaseñor  (2012) all provide broader perspective regarding the work done by 

these educators, providing us with case studies that describe how culturally relevant pedagogy 

and activism can be infused into leadership. In regards to this case study, which includes 

teachers, students, and administrators, the inclusion of culturally relevant leadership alongside 

culturally relevant pedagogy is necessary to foster a more complex and detailed description of 

the participants and their roles in the MAS program. 

Finally, there is also the small but critical body of work done on the MAS program and 

the role of students and teachers in developing the CCI that was the philosophical foundation for 

the curriculum. Romero, Arce, and Cammarota (2008) defined CCI as an intersection of 
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authentic caring, crucial pedagogy, and social justice and outlined six components within this 

framework which ultimately validated students’ forms of knowledge, fostered their identities as 

academic beings, and used the classrooms as spaces to challenge forms of oppression. This 

analysis of the CCI curriculum is an important contribution to this literature review not only as a 

case study for critical culturally relevant pedagogy but also to contextualize the narratives of the 

participants in this research.  Cabrera, Meza, and Romero (2013) went beyond the curriculum 

and analyzed the narratives of the MAS students protesting the end of their program and used 

these narratives as an argument against the narrative of the State and media while Cabrera’s 

(2012) work on the epistemology of ignorance details the inner workings of the masternarrative 

within A.R.S. §15–112 itself.  Taken together these two pieces of research provide us a working 

concept of both the counter and masternarrative.  In addition, Cabrera’s (2012) definition of the 

epistemology of ignorance which denied effective educational practice to students of color, 

eliminated a tool used by the students to study and challenge oppression and ultimately fostered 

a narrative that denied the very existence of racism and oppression. Thus, within this 

epistemology of ignorance there is evidence of the social wrong that Fairclough (1989) argues a 

CDA framework must address.  

The following theoretical framework will provide greater theoretical analysis into 

concepts of institutionalized race and racism described by culturally relevant researchers. As 

noted earlier, many of these studies utilize the term “dominant discourse” ( Delpit, 1992; 2006; 

Urrieta and Hue Quach, 2000; Urrieta, 2004), “counternarrative” (Duncan-Andrade, 2005; Delpit 

2012) or “status quo” (Ladson-Billings, 1994) without providing a theoretical description of 

what these constructs represent other than to contextualize it in regards to White supremacy. In 

addition, none of the educational research cited in this section adequately addresses the 
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intersection of educational policy, law, race, and racism needed to fully understand the 

implications of this particular case study. To address these overarching issues, this research will 

rely on the research done by both legal scholars and educational researchers in Critical Race 

Theory (CRT) and Latino Critical Race Theory (LatCrit). The intent of utilizing these 

frameworks is to provide a deeper understanding of how race and racism have been and continue 

to be interwoven into our legal and educational institutions. 

Theoretical Framework 

Origins of Critical Race Theory  

 The origins and history of Critical Race Theory (CRT) are born from struggle. If CRT 

has a founder, it would most likely be Derrick Bell, whose work in the early 1980s and 1990s 

focused on the role of race and racism in American law (e.g., Bell, 1980, 1995a, 1995b). His 

most influential work comes from the analysis of the Brown v. Board of Education and 

subsequent work on school desegregation (Bell, 1980, 1995). Emerging from this body of work 

is the principle of interest convergence, which states that the interests of Blacks (and later 

extrapolated to other people of color) with regards to racial equality will only be advocated when 

they converge with the interests of Whites. For example, in the case of Brown v. Board, Bell 

(1980) notes that the decision to desegregate in the name of racial equality also provided the 

United States with credibility against Communism in the eyes of world, gave meaning to the 

tenets of equality and freedom for Black veterans returning from WWII, and helped facilitate 

industrialization in the South by removing segregation. However, as Bell (1980; 1995a) notes, 

judicial actions such as desegregation and affirmative action have failed to provide the promised 

racial equality in United States society. On the contrary, Bell (1995a) notes that “commitment to 

racial equality merely perpetuates our disempowerment” and he advocates for an approach he 

coins “Racial Realism,” which is based on the premise that Black people must abandon the 
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notion that they will ever have full equality in the United States (p. 306). Going even further, he 

argues that Blacks must abandon the “trap” that law will bring about racial equality and 

challenges the reader to conceptualize how Blacks can live in a society in which they will always 

remain a subordinate class (p. 308).  

 While the early work of Bell established the early foundation of CRT, it became a distinct 

theorizing counterspace when he left Harvard in 1980 to become the first tenured African 

American Dean at University of Oregon Law School. In the absence of Bell’s courses on 

constitutional law and minority issues, student activists demanded that Harvard hire a professor 

of color to teach these courses. However, Harvard administration argued that “those issues” were 

already taught in other classes and hired two civil rights attorneys to teach a three-week mini 

course on civil rights litigation. In response, students boycotted the mini course and organized 

their own “Alternative Course.” Crenshaw, Gotanda, Peller and Thomas (1995) argue that these 

courses constituted the “first institutionalized expression of CRT” (p. xxi). In essence, the 

Alternative Course represented one of the defining characteristics of CRT, the critique of and 

resistance to mainstream discourses that emphasized a colorblind perspective of a supposedly 

impartial judicial system, as demonstrated by the Harvard administration and their belief that 

“those courses” did not warrant their own field of study.   

This brief history is notable in the context of this case study in two important ways. First, 

it demonstrates that CRT at its earliest origins dealt with issues in educational policy and law and 

its impact on African Americans, as demonstrated by the work of Bell (1980). Similarly, this 

case study also focuses on educational law and the impact it has on educators and students, many 

of whom (though not all) are people of color. Second, the origins of CRT as an institutionalized 

theory began as a fight over curriculum and pedagogy led by students and faculty, which is 
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comparable to the actions of students and teachers in the MAS program. CRT is a theory that 

came from law but as this brief history demonstrates, legal scholars and activists developed CRT 

in response to a fight over curriculum and pedagogy within legal studies. The parallels between 

CRT and this case study provide a starting point from which to trace this research back to the 

original intent of CRT, which is to examine and critique educational law and its impact on 

communities of color. 

CRT and LatCrit 

 Crenshaw, Gotanda, Peller, and Thomas (1995) described the two central tenets of CRT. 

First is to understand how social structures such as the “rule of law” have led to the 

establishment of White supremacy and the subordination of people of color (p xiii). The second 

is to go beyond simply understanding the relationship between law and racial power but to also 

change it. Similar to Bell (1995a) in his work on Racial Realism, which argued that people of 

color will never achieve equality, the aim of CRT is to challenge the colorblindness of American 

legal discourse that began with desegregation and “revitalize the radical tradition of race-

consciousness” among people of color and African Americans in particular (Crenshaw, Gotanda, 

Peller & Thomas, 1995, p. xiv). CRT is generally defined as a theoretical framework that makes 

“racism the center of legal review and critique in terms of how the law is developed and 

administered regarding the impact on people of color” (Morfin, et. al., 2006, p. 253). From its 

earliest development, CRT has been interdisciplinary in nature, drawing from a wide breadth of 

critical studies in law, sociology, history, ethnic studies, and women’s studies (Yosso, 2005). 

CRT theorists reject the notion of “objective” scholarship just as they reject the notion of 

“neutral” law. Crenshaw, Gotanda, Peller, and Thomas (1995) note that the formal production of 
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scholarship, the “identification, organization of what will be called ‘knowledge’ is in itself a 

political act and that knowledge and politics are always intertwined” (p.xiii).  

With the tenets of CRT as our foundation, I must return to the work of Ladson-Billings 

and Tate (1995) who were the first to bring CRT from legal studies into educational research, 

educational policy, and practice. Each of the original three propositions outlined by Ladson-

Billings and Tate (1995) guide the remainder of this theoretical framework:  

 Race continues to be an important factor in understanding inequity in the U.S. 

 Since U.S. society is based on property rights, most societal inequalities can be traced 

back to issues of property be it material or intellectual. 

 Issues of race and property are intertwined and can be used as a tool of analysis to 

understand social and subsequent educational inequality. 

This framework and the supporting literature on teacher activism provides the necessary 

literature to critically analyze and deconstruct educational policy and its impact on the 

educational leaders while simultaneously meeting Ladson-Billings’ (1998) call for more 

empirical studies that not only reveal institutionalized racism in education, but propose solutions 

to address it. 

Importance of Race  

At the heart of this first proposition is the importance of utilizing the voices of people of 

color in order to emphasize the centrality of race in their experiences and to challenge the 

dominant narratives. Ladson-Billings and Tate (1995) emphasize that “the voice of people of 

color is required for a complete analysis of the educational system” (p.58). In educational 

research, the narratives of students of color are often the sole focus of analysis (e.g., Castro-

Salazar & Bagley, 2010; Duturo, 2009; Leard & Lashua, 2006). While there is an obvious need 
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to document the experiences of students, Jay (2009) notes that there is an absence of voices and 

experiences from educators of color in CRT literature due to researchers’ focus on students in 

educational research.  

As noted earlier in this literature review there is a need for a deeper understanding of 

what a “dominant narrative” is, what it represents, and how it is created. This is necessary not 

only for the advancement of the theory but also to address the social problem advocated in a 

CDA approach. Similarly, there is also a need of a deeper and more complex understanding of 

what constitutes a “counternarrative.” This is important because, without a precise definition of 

what these constructs are and where they originate from, we are led to overlook the complexity 

of these narratives, relying on an overly simplistic assumption that dominant always means the 

voice of Whites and counternarrative always refers to the voice of people of color. Furthermore, 

we oversimplify the concept of narrative by conceptualizing it as a two-dimensional, static 

concept in which narratives fall either into the dominant or counter categories. In order to 

address this need, I must go back to CRT in legal studies, which more rigorously defines these 

constructs and their role on the creation of race and racism. 

Master and Counternarratives in CRT  

This case study utilizes the term “masternarrative” described by CRT theorists Delgado 

(1989), Ikemoto (2002) to define what other researchers have labeled the “dominant discourse” 

(i.e., Delpit, 1992; 2006; Urrieta, 2004; Urrieta & Hue Quach, 2000), or “status quo” (Ladson-

Billings, 1994). Delgado (1989) describes the power and utility of the masternarrative for the 

dominant group, which reinforces group identity by placing the dominant group above the 

outgroups or the subordinated groups, which allows for the creation of a shared reality amongst 
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the dominant group that normalizes their power over others. Solórzano and Yosso (2002) are 

more specific describing the masternarrative as: 

….a majoritarian story that privileges Whites, men, the middle and/or upper class, and 

heterosexuals by naming these social locations as natural or normative points of 

reference…whether told by people of color or Whites, majoritarian stories are not often 

questioned because people do not see them as stories but as “natural” parts of everyday 

life. (p.28)  

Therefore, the masternarrative brings together aspects of racism, sexism, classism, and other 

forms of oppression to normalize the subjugation of one group to another. As Yosso and 

Solórzano (2002) note, the power of the masternarrative lies in the ability to use stereotypes to 

“link people of color, women of color, and poverty with ‘bad’, while emphasizing that White, 

middle-to-upper-class people embody all that is ‘good’”(p. 28). The power of the masternarrative 

comes from the fact that it disguises itself as neutral, which protects it from critique or being 

challenged (Delgado, 1989). From an educational standpoint, students are exposed to these 

masternarratives in the pedagogy and curricula that invalidate their history and voice while 

insisting that their own academic deficits can only be corrected through assimilation (Urrieta, 

2004; Urrieta & Hu Quach 2000).  

Ikemoto (2000) uses the term masternarrative “to describe White supremacy’s 

perspective, conflict-constructing power, which deploys exclusionary concepts of race and 

privilege in ways that maintain intergroup conflict” (p. 302). In other words, the masternarrative 

is a construct that helps preserve White supremacy by defining race and racial identity in 

opposition to each other, as was the case in the Los Angeles riots when the masternarrative 

placed Black/African American racial identity in opposition to Asian/Korean American identity.  
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As a result this masternarrative merges ethnicity, culture, gender, and class into race and makes 

“Whiteness symbolic of order and race symbolic of disorder” (p. 309). The masternarrative also 

constructs identities for people of color, taking supposedly race-neutral categories such as 

looters, criminals, and armed merchants and embedding them into the African American and 

Korean American racialized identification. 

In her work focusing on the intersection of race and gender, Crenshaw (1995) describes 

this subjugation as “multiple intersections of disempowerment,” which create social hierarchies 

between and among groups. Crenshaw (1995) examines this process in relation to African 

American women who are victimized not only because of their race but also because of their 

gender and class which leads to legal inequities when they attempt to press charges in cases of 

sexual assault. Another important contribution is the work done by Akom (2008) and the concept 

of “Ameritocracy,” which “demonstrates the ways in which race intersects with other forms of 

social difference such as class, gender, religion nationality, sexuality, phenotype, accent, 

immigration status, and disability (p. 207). Ameritocracy is born from the “meritocratic 

discourse” prevalent in American society which uses colorblindness among other tools to hide 

the fact that full acceptance into society is still largely restricted based on a variety of factors 

including “racial identity, skin color, gender, culture, class, religion, sexual orientation, 

immigration status, special needs and other factors” (pp. 222-223). Thus, Ameritocracy 

intertsects race among various other forms of oppression in local, national, and international 

contexts to better understand the masternarrative, which leads to social reproduction through 

unequal distributions of power. Thus, using the work of Akom (2008), Crenshaw (1995), and 

Ikemoto (2000), we see how the masternarrative manifests itself in American society and how it 

works to keep the dominant group(s) in power by continually placing themselves higher in 
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relation to outgroups. A variety of factors constitute membership in the outgroup but none of 

them are independent from each other. Race alongside class, gender, sexual orientation, 

immigration status, language, culture, religion and numerous other factors are all interwoven into 

what defines both membership in the dominant group as well as the outgroup. What remains to 

be understood are the resources the outgroups have at their disposal to challenge and subvert the 

unequal allocations of power and privilege created by the masternarrative. 

Delgado (1989) describes counterstories as a tool used by the outgroup that challenges 

the masternarrative and destroys its ability of allocating power and privilege, which ultimately 

reproduce the social inequalities present in American society. Delgado (1989) describes this as a 

“war between stories,” a war to decide which discourse will be adopted, the supposedly neutral 

and objective “stock story” similar to the Ameritocracy described by Akom (2008) or the stories 

of the outgroup. The stories of the outgroup “invites the reader to alienate herself from the events 

described, to enter into the mental set of the teller, whose view is different from the reader’s 

own” (pp. 2434-2435). The importance of examining the counternarrative is that it benefits both 

outgroups and in-groups in different ways. For the outgroups it leads to an understanding of how 

they became oppressed and subjugated and promotes solidarity within the group (Delgado, 

1989). For the in-group, listening and being exposed to counterstories prevents what Delgado 

(1989) describes as “intellectual apartheid” by exposing the listener to a different perspective, 

one they may never have been exposed too, which may ultimately lead to both groups 

constructing a different world together (p. 2439). 

Solórzano and Yosso (2002) describe three forms of counter-storytelling; personal stories 

or narratives, other people’s stories or narratives, and composite stories or narratives. Composite 

stories and narratives draw upon various sources of “data” to recount the various forms of 
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oppression outgroups’ experience. Thus, the authors of these composite stories “create composite 

characters and place them in social, historical, and political situations to discuss racism, sexism, 

classism, and other forms of subordination” (Solórzano & Yosso, 2002, p. 33).  According to 

Solórzano and Yosso (2002), these types of counter-stories, whether they are the personal stories, 

other people’s stories, or composite stories serve four primary functions. First, as noted by 

Delgado (1989) counterstories challenge the masternarrative and the hidden agendas and values 

embedded within it. Second, they build community among the outgroups allowing them to come 

together around a common theme or message. Third, counternarratives show the possibilities of 

what may be possible, chipping away at the isolationism experienced by members of the 

outgroup. Fourth, they demonstrate the power of counterstories to create a new world by 

combining elements from both the counterstory and the current reality we live in. 

 In summary, it is overly simplistic to view the masternarrative as the voice of Whites and 

the counternarrative as the voice of people of color and equally problematic to view narratives 

solely from this oppositional master-versus-counter framework we have long operated under. 

The masternarrative weaves numerous factors of oppression together including common issues 

of racism, sexism, and classism but also includes less recognized issues of language, 

immigration, citizenship, religion, sexuality, and other forms of discrimination endured by the 

outgroup. The ultimate purpose of the masternarrative is to normalize and justify the inequities 

of power and privilege in society using concepts such as colorblindness, meritocracy, neutrality, 

and equal opportunity (Solórzano &Yosso, 2002). In the face of the obstacles presented by the 

masternarrative, the outgroups utilize the counternarrative which works to identify and validate 

experiences of oppression and discrimination as well as build community and solidarity among 

members of the outgroup. The benefits of listening to counternarratives are not just for the 
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outgroups but also for the dominant groups, who expose themselves to these stories because they 

put a human face to the oppression and discrimination experienced by vast segments of society. 

This is critical because, while the dominant groups help to create the masternarrative, their 

power, privilege, and influence are also keys to any successful challenge to this same discourse. 

Thus, both Delgado (1989) and Solórzano and Yosso (2002) note that listening to 

counternarratives should be a transformational process for all participants that ultimately leads to 

concrete actions that challenge and ultimately transcend the power of the masternarrative.  

Social Inequality and Property Rights.  

In regards to education, the use of property taxes to determine the budget of school 

districts remains one of the most prevalent forms of disparity among urban, rural, and suburban 

schools. However, property in the CRT theoretical framework means more than access to 

computers and books but also to “intellectual property,” or the forms of knowledge most valued 

and coveted by society (Ladson-Billings & Tate, 1995, p. 54). From a CRT perspective in 

education this proposition manifests itself within the school curricula. What schools offer, or 

more importantly do not offer, as part of their curricula represents the intellectual property 

available for students. In their analysis, Ladson-Billings and Tate (1995) describe two students 

comparing schools, one attending a White middle class suburban school and the other a majority 

minority urban school. The child attending the more affluent, White school had an array of math, 

language, art, and science courses to choose from. In comparison, his friend attending the urban, 

majority minority school had only the bare minimum of classes at his disposal. This of course 

was largely due to the local property taxes which ultimately determined the availability of 

resources and therefore the course offerings at the respective schools. While they do not 

elaborate much further, Ladson-Billings and Tate (1995) use this example to illustrate the 
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reciprocal nature of intellectual and material property in education. Specifically, they describe 

the common occurrence in which a lack of monetary funds due to lower property values and tax 

donations within a district leads to inequities that limit what schools can offer students in regards 

to courses, materials, and programs. Usually these economically disadvantaged schools serve 

communities of color, bringing together elements of not only classism but racism as well. Thus, 

students of color do not have access to various forms of intellectual property that are widely 

available to more affluent schools, which are serving predominantly White students due to their 

economic status as well as race.  

Stovall (2006) adopts a similar approach, using a CRT theoretical framework that 

emphasizes the importance of the counterstory, to analyze how participants (including the 

author) organized and protested in order to create a high school that would address their needs as 

a largely Latina/o community. The community’s activism was in response to the local governing 

board’s failure to fulfill its promise to build a new high school after building two selective 

enrollment high schools that served predominantly White, economically affluent communities. 

Students, teachers, grandparents, and community members conducted a prolonged hunger strike 

in response to the actions of the governing board which resulted in the reversal of their decision 

and the building of the school. The boundaries of the school also included adjoining 

neighborhoods of predominantly African American residents, resulting in what Stovall (2006) 

described as a “critical race praxis,” which analyzes elements of both racial and class-based 

oppression as these two groups took action collectively create a school and curriculum that met 

their needs (p. 256).   

The primary connection between Stovall (2006) and Ladson-Billings and Tate (1995) is 

the focus on how racism and classism intersect in education to subjugate communities and 
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students of color. Stovall’s (2006) notion of a critical race praxis, which analyzes the various 

forms of subjugation found in the masternarrative, including the interwoven aspects of race and 

class, is important because it demonstrates how these forms of oppression can also unite different 

groups. As Stovall’s (2006) case study demonstrates, collective action in the face of 

discrimination is not dependent on a shared ethnicity but on a host of commonalities based on 

shared experiences of subjugation and discrimination. This is critically important in the context 

of this case study and the overarching critique that our notion of the counter and masternarrative 

is overly simplistic and that additional research into the complexity of these narratives beyond 

master and counter is necessary.  

Race and Property are Intertwined  

Ladson-Billings and Tate’s (1995) third and final proposition calls for the creation of 

analytic tools that combines the centrality of race and racism within the first principle and the 

racialized concepts of property found in the second principle in order to critically examine 

educational institutions and policy. One analytic tool is the concept of Whiteness as property 

described by Harris (1995) who describes that Whiteness or “the right to White identity as 

embraced by the law” is a form of property and that property refers to a person’s legal rights (p. 

208). Central to this argument is the notion that White identity and Whiteness are sources of 

privilege and protection and are thus “owned” by Whites. Therefore people of color who do not 

own this form of property do not have the same legal rights as Whites. 

Harris (1995) defines Whiteness “not merely race but race plus privilege” which 

originates from the history of White supremacy in the United States and its ability to define 

groups based on their “otherness” (p. 283). This unique power, held only by members of the 

White ethnic group, promotes the subordination of people of color by giving Whites the ability to 
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exclude them from the privilege and protection Whiteness provides. Thus, Harris (1995) argues 

that “Whiteness became an exclusive club whose membership was closely and grudgingly 

guarded. The courts played an active role in enforcing this right to exclude—determining who 

was or was not White enough to enjoy the privileges accompanying Whiteness” (p. 281). For 

example, Blacks in the United States were legal property based solely on the condition of their 

race and Whites had the power to own them based solely on the power and privilege afforded to 

their own race. Another historical example is how the legal system validated and legalized White 

possession and occupation of land in opposition to Native American or Mexican forms of 

ownership. Thus, the legal system has historically taken an active role in reinforcing the power 

and privilege associated with Whiteness which has codified it as a form of property held 

exclusively by Whites.  

From an educational perspective, the notion that Whites have the power to legitimize 

groups based on their ownership of Whiteness is especially relevant to this study. As Ladson-

Billings and Tate (2004) note, “in the case of schooling, to identify a school or program as non-

White in any way is to diminish its reputation or status” (p. 60). Therefore, the discourse of the 

State surrounding the MAS program is especially relevant in analyzing how the concept of 

Whiteness as property manifests within the masternarrative in reference to the goals of culturally 

relevant pedagogy and leadership. Equally important is the impact this discourse has on the 

participants themselves, such as the invalidation of their culture and history and the attack on 

their patriotism and identity, and the influence on their counternarratives in response to this 

discourse. 

Today, the concept of Whiteness as property is evident in the attempts made by the courts 

to enforce a notion of colorblindness, most notably in educational policy. The recent push for 
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colorblind educational policies reinforces a form of racial subordination because it denies the 

existence of White domination both historically and contemporarily (Urrieta, 2006). Bell (2000a) 

utilizes the construct of Whiteness as property to analyze resistance to affirmative action policies 

and the efforts made by conservative courts to strike down these policies and any policies that 

relieve the effects of discrimination. Bell (2000a) notes that this resistance comes from the belief 

that “Black gains threaten the main component of status for many Whites: the sense that, as 

Whites they are entitled to priority and preference over Blacks” (p. 77). Whiteness as property 

also serves to unite Whites of various socioeconomic levels by promoting group solidarity and 

pacifying poor Whites who know that, despite their poverty, they will never occupy the lowest 

rungs of society because of privileges and power afforded to them by their ownership of 

Whiteness (Bell, 2000b; Harris, 1995). Again, Harris (1995) notes the role of law is imperative 

in this process: “the law’s approach to group identity reproduces subordination, in the past 

through ‘race-ing’ a group by assigning a racial identity that equated them with inferior status 

and in the present, by erasing racial group identity” (p. 287).   

Therefore, in the context of educational law and policy, Whiteness as property manifests 

itself in two ways. First, it provides Whites with the power to define groups in relation to 

themselves, and as a result, creates an inferior status or an otherness for people of color that 

deprives them of the privilege and protections afforded to those who are part of the White racial 

group. At the same time, Whiteness as property is also evident in the colorblind educational 

policies that have attempted to overturn policies that have endeavored to minimize the effects of 

racism and discrimination such as affirmative action. These policies have threatened the 

advantages that Whites have enjoyed regardless of their socioeconomic status and are now being 

struck down in order to restore the unequal balance of power.  



THE SPECTRUM OF DISCOURSE  68 

 

In this case study, the theory that Whiteness as property and its current emphasis on 

colorblind educational policies is especially relevant due to the arguments used by the State 

against the MAS program. As the introduction illustrated, the language used by the State to 

describe MAS and A.R.S. §15–112 itself challenges the legitimacy and aims of the program 

using racial overtones and group affiliations. The result was the creation and implementation of a 

law that incorporates many of the tenets described by Harris (1995), most notably the power of 

Whiteness as property to define groups and imbue them with legitimacy or invalidate them. 

While this paper relies heavily on a CRT framework to examine the issues of political 

and ideological conflict, it also incorporates the tenets provided by Latino Critical Race Theory 

(LatCrit). Perea (2000) noted that “race scholarship both inside and outside of law is dominated 

by a binary paradigm of race” (p. 345). By a paradigm, Perea (2000) describes a set of common 

assumptions and ideas, which allow people to define and find solutions to problems within the 

paradigm, in this case the issues involving race and racism in law. Perea’s (2000) critique of a 

binary paradigm of race focuses on the notion that CRT studies up to that point had only focused 

on two racial groups, White and Black, while ignoring issues of all other ethnic groups such as 

Latina/os, Native Americans, and Asian Americans, describing them simply as “other people of 

color” that “exist only as unexplained analogies to Blacks” (p. 352). Therefore, Perea (2000) 

advocates for a broadening of CRT to address issues of racism in relation to all racial groups, not 

simply Blacks. Perea (2000) specifically notes that Latina/os do not fit into the current paradigm 

concerning race and racism in CRT legal studies and their exclusion allows existing stereotypes 

to go unchallenged. Gonzalez and Portillos (2007) explain that LatCrit emerged from the 

foundations of CRT but seeks to move beyond the emphasis of the “Black—White binary to a 

concern for the existing Black—White—Brown tertiary” (p. 249). In other words, LatCrit 
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represents a third phase of CRT, one that addresses the unique experiences and challenges of 

Latina/os living in the United States. Davila and Aviles de Bradely (2010) note that CRT and 

LatCrit share the same tenets but that the latter: 

…provides a context for the social, historical, and political reception and impact of 

Latina/os in the U.S., and provides theoretical space to analyze experiences of language 

and immigration among other lived experiences rooted in the resistance and oppression of 

Latinas/os. (p. 40) 

It is important to emphasize that LatCrit is an extension of CRT, not a replacement. LatCrit 

addresses the experiences of Latina/os within their own unique social, political, and cultural 

contexts. This includes a broad spectrum of issues including language issues and rights, 

immigration and citizenship, ethnicity, phenotype, sexuality, identity, culture, and cultural 

preservation (Gonzalez & Portillos, 2007; Solórzano & Delgado Bernal, 2001). LatCrit’s specific 

relation to issues unique to Latina/os is an important component in understanding the political 

and ideological conflicts embedded within the events surrounding the MAS program and the 

debate about its legitimacy. 

 Solórzano and Delgado Bernal (2001, 2002a) identify five basic themes found in LatCrit, 

which include the centrality and intersectionality of race and racism, a challenge to dominant 

idelology, the importance of experimental knowledge such as family histories or cuentos 

testimonios, the inclusion of interdisciplinary perspectives such as law and education, and a 

commitment to social justice. It is this emphasis on social justice that the critique CRT for 

lacking, noting that the recognition of inequities is irrelevant unless there is also a call for action 

to combat these larger societal forces. This emphasis on social justice is at the center of what 

they term “transformational resistance” in which students, and I argue, teachers may “hold some 
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level of awareness and critique of her or his oppressive conditions and structures of domination 

and must be at least somewhat motivated by a sense of social justice” (p. 319).  Transformational 

resistance is distinct from other forms of resistance due to its emphasis on a critical awareness of 

race based inequality and oppression which ultimately motivates an activist for social change. In 

the case of the events surrounding the MAS program, the actions of the students and of the 

teachers to critique and resist state legislation emphasize the importance of not only critiquing 

perceived inequities but resisting them as well. The intent of this research is to add to this 

literature by using the schools and the community that supports them as the field in which 

teacher and student activism is firmly rooted. Beyond that however, this study also provides 

evidence of the different manifestations of activism including the legal and physical activism 

defined by Urrieta (2005) but also forms of activism focused on education and empowerment 

similar to the student protests described by Cabrera, Meza, Romero and Rodriguez, (2013). 

 Several empirical studies, utilizing a LatCrit framework, help to contextualize the issues 

of politics, ethnicity, and power that are present in this study. Aléman (2009a; 2009b) and 

Aléman and Aléman (2010) emphasize this intermingling of both racial and political identities 

embedded within the framework of LatCrit. In their research, these authors found that regardless 

of the context, be it on the border in Texas or in the politically conservative climate of Utah, 

Latina/o educational leaders demonstrate a reluctance to discuss race and racism because it 

“would hinder their struggle for equity by unnecessarily challenging power brokers with talk of a 

racial hierarchy” (Aléman, 2009a, p. 195). The author argues that this “political passing” in 

which Latina/o leaders relied on incremental change and emphasized “civility, politeness, and 

cordiality” ultimately “left dominant ideologies intact by limiting critique and silencing the 

experiences of historically marginalized communities” (Aléman, 2009b, p. 292). This remained 
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true even when the leaders were advised by more critical members of the community, such as 

National Movimiento Estudiantil Chicano de Aztlán (MEChA) students, to adopt a more critical 

and political approach (Aléman & Aléman, 2010). One of the more poignant descriptions in the 

study are the authors’ description of how the MEChA students implore the senior and more 

powerful members of the community to protest and take direct action only to be denied. The 

authors argue that this demonstrates that what these leaders fundamentally lacked was a critical 

awareness of how issues of race and racism were endemic institutionalized characteristics of the 

organizations in which they worked. Without this awareness, the transformational resistance, 

which Aléman & Aléman (2010) advocate for in order to not only critique but to change the 

system and those within it, remained beyond reach for these Latina/o leaders. 

Summary of the Theoretical Framework 

 Figure 1 illustrates the connections between the various concepts discussed in detail 

throughout this theoretical framework. Crenshaw, Gotanda, Peller, and Thomas (1995) state that 

CRT as an institutionalized theory began with the creation of the Alternative Course led by legal 

scholars who protested Harvard’s decision not to offer a specific course on race, racism, and 

constitutional law or hire another professor of color to replace the outgoing Professor Bell.  

Therefore, CRT as a discipline has always focused on issues of knowledge legitimacy and 

pedagogy. As a theory, CRT critiques the role of law in the social construction of race and its 

ability to reinforce racism through its support of White supremacy. In addition, CRT challenges 

the myth of objective scholarship and argues that all knowledge is political and that it is the duty 

of the researcher to acknowledge this, challenge the prevailing inequities, and develop tools to 

overcome them (Crenshaw, Gotanda, Peller & Thomas, 1995). 
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Branching from the CRT foundation is the importance of counter and masternarrative 

described  by Delgado (1989) and Solórzano and Yosso (2002). The masternarrative is the 

“majoritarian story” that privileges the dominant group (i.e., White, male, heterosexual, 

upper/middle class) by framing their attributes as “normal” (Solórzano and Yosso, 2002, p. 28). 

Figure 1. Conceptual Framework

Thus, the masternarrative relies on broad stereotypes resulting in the dominant group’s 

characteristics being seen as “good” or “natural” and anyone that deviates from this description 
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are seen as “bad” or “abnormal.” The power of the masternarrative lies in its veil of neutrality, 

which protects it from critique and analysis, allowing it to reproduce the existing inequitable 

social structure unchallenged. It is simply the way things are, and because it is so prevalent it is 

accepted within the broader society and more specifically within the educational intuitions that 

disseminate the masternarrative through their pedagogy and curricula. However, the outgroups 

can utilize counterstories to challenge the masternarrative. Delgado (1989) describes this as a 

“war between stories,” a battle to decide which discourse will be adopted, the supposedly neutral 

masternarrative or the stories of the outgroups that the masternarrative fails to represent (p. 

2418). For the outgroup, the counterstory leads to an understanding of how they became 

oppressed and promotes solidarity within the group. For the dominant group, counterstories 

expose them to a different viewpoint and may help to bridge barriers and facilitate understanding 

and cooperation towards social change. In the context of this case study, the narratives of all the 

participants, be they the teacher, student, administrator, governing board member, or agents of 

the State, will be examined through the lens of either a counterstory, part of the masternarrative, 

or perhaps something different altogether, a narrative that may not fit nicely into either of these 

categories or straddles them both. Equally important is that these narratives are examined 

together, providing greater depth and a broader understanding of what these narratives sound like 

in educational policy and practice.  

The additional application of CRT in this case study is the work done by Harris (1995) 

who argues that Whiteness should be seen as a form of property because of its ability to grant 

privilege and protection which are exclusively “owned” by Whites. These privileges and 

protections are institutionalized and protected within the law and empowers Whites to include or 

exclude other groups thereby granting or denying them ownership to the same freedoms enjoyed 
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by Whites. As Bell (2000b) notes, the concept of Whiteness as property helps us to understand 

the recent efforts to institute colorblind legal policies that would end programs, such as 

Affirmative Action. These programs, which recognized and attempted to compensate for 

contemporary and historical racism and discrimination, undermined the privileges traditionally 

associated with Whiteness (e.g., entrance into institutions of higher education) and therefore had 

to be challenged for Whiteness to retain its value. The concept of Whiteness as property is also 

used as part of the masternarrative because of its ability to devalue someone or something that is 

not White. Thus when Ladson-Billings (2004) noted that to identify a school or an educational 

program as non-White challenges its validity; they were unknowingly describing the power of 

the theoretical construct of Whiteness as property. In the context of this case study, the notion of 

Whiteness as property is tool to analyze the discourses of the State surrounding the MAS 

program to determine the presence and validity of this theory in educational policy. 

 Ladson-Billings and Tate (1995) were the first educational researchers to apply CRT 

directly to educational policy. In their landmark work, they outlined three central propositions 

for the use of CRT in analyzing issues of race and racism in educational policy and practice. 

First, race is an important factor in understanding inequity in the United States. Second, we can  

trace most societal inequalities back to issues of material and intellectual property, which 

manifests itself in schools through the curricula and what is taught and what is excluded. Third, 

utilizing the first two propositions, Ladson-Billings and Tate (1995) call for the application of 

analytical tools that can be used to understand and ultimately overcome issues of social and 

educational inequality. In alignment with each of these three propositions this case study 

intertwines numerous theoretical constructs in order to meet Ladson-Billings and Tate’s (1995) 

call for researchers to recognize, understand, and overcome race-based educational inequality. 
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 LatCrit is an extension of CRT, one that addresses the critique first made by Perea 

(2000), when he argued that CRT had only focused on two racial groups, White and Black. The 

exclusion of other groups, specifically of Latina/os, only reinforced their subjugated status and 

left prevailing stereotypes unchallenged. Thus, as a theory LatCrit examines the unique forms of  

racism, racial identity, and its construction for Latina/os. Solórzano and Delgado (2001) note that 

while the aims of LatCrit are similar to CRT, there are additional tenets that need to be 

incorporated when analyzing issues of race and racism pertaining to Latina/os. Specifically, the 

authors argue for the need to include counternarratives of Latina/os and an emphasis on social 

justice to not only recognize instances of racism but to develop ways to combat it. Solórzano and 

Delgado (2001) develop the term “transformational resistance” to describe how Latina/o students 

must develop an awareness of their own oppression and develop ways to critique it in order to 

work towards its elimination. This case study demonstrates that the counternarratives of the 

participants are fluid and that various forms of subjugation can unite groups into activism. This is 

especially relevant in this case study in which participants do not cleanly fall into a category of 

counter or masternarrative based on their race or even socioeconomic status.   

Finally, there is Stovall’s (2006) work on critical race praxis provides more depth to 

Ladson-Billings and Tate’s (1995) second proposition, the link between social inequality and 

physical and intellectual property. As Ladson-Billings and Tate (1995) note, what is taught and 

what is excluded from school curricula represents the intellectual property of a student and this 

ultimately varies based on the student’s access to meaningful curricula, pedagogy, and resources 

based on their race and socioeconomic status. Stovall’s (2006) critical race praxis builds upon 

this concept in his case study that describes how Latino and African American, residents united 

by similar forms of race and economic subjugation, united in an attempt to improve their 
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children’s access to educational resources. In addition, the use of the critical race praxis adds 

greater depth to the theoretical construct of a counter and masternarrative by challenging the 

predominant notion that one must be a particular race in order to speak to one of these two 

narratives. In a critical race praxis framework, race and economic class are not as important as 

the drive to advocate for the community and the children within it.  This is an important concept 

in relation to this case study because Stovall’s (2006) work represents the most nuanced and 

complex example of a counternarrative in CRT which intersects race as well as socioeconomic 

status and argues that a common purpose can unite various groups and constitute a 

counternarrative.   This research seeks to add to his work by providing a more in-depth analysis 

of the spectrum of discourse that lies in between the counter and masternarrative and reveals the 

influence and complexity of the participants identities within this spectrum. 
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CHAPTER 3 

METHODS AND DESIGN 

Framework for Inquiry: Critical Discourse Analysis and Case Study Approach 

 As noted in the introduction, the methodology of this research relies heavily on 

Fairclough’s (2010) methodological approach to Critical Discourse Analysis (CDA).  The reason 

for using Fairclough’s (2010) methodology as opposed to other CDA researchers (e.g., Cameron, 

2001; Gee, 2011) is his explicit emphasis on the use of the microanalysis (i.e., written and verbal 

text) to understand, critique, and remedy social wrongs apparent in macro structures (i.e., 

ideology, institutions, and social processes). These macro structures include social institutions, 

such as the school system. In addition, the prominence of such theoretical constructs such as 

identity, ideology, hegemony, and power in Fairclough’s (2010) conception of CDA complement 

the work done in CRT and, in many ways, addresses the shortcomings in the CRT literature 

identified in the literature review. Specifically, the assumptions many CRT scholars have made 

about the masternarrative versus the counternarrative without specifically defining what these 

constructs are (e.g., Ladson-Billings & Tate, 1995). 

This study seeks to answer two primary research questions. First, what genres and styles, 

as defined by Fairclough (2010), are present in the discourses surrounding the MAS program? 

Embedded within this research question are three terms that are important to define: genre, style, 

and discourse which Fairclough (2010) intertwines as the foundation for a discourse-relational 

methodological approach to CDA. A discourse-relational approach compares the genres, styles, 

and discourses that come together in the context of a specific event. Discourses are the ways we 

as individuals construct our world socially, mentally, and physically and the positions or 

perspectives different groups take in this process. Fairclough (2010) links his description of 
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discourse to what Bourdieu (1977) describes as habitus. In its simplest sense, Bourdieu (1977) 

describes habitus as “history turned into nature,” (p. 78) which “produces individual and 

collective practices, and hence history, in accordance with the schemes engendered by history” 

(p. 82). It is the normalizing agent within society, that unconscious voice that tells us what is 

accepted and what is deviant according to the dominant views of society. For both Bourdieu 

(1985) and Fairclough (2010), at the heart of this process is the role of language, which can be 

can lead to uncertainty and even conflict in how groups construct their social worlds, or “world 

making” (Bourdieu, 1985, p. 22). In this process of world making, there are constant struggles 

among groups for a “legitimate” vision of the world and conflicts among competing powers in 

how language can divide groups and bestow legitimacy. Therefore, the power of language is to 

set one’s group and their forms of knowledge above others and convince everyone involved that 

this is what is accepted and expected. This directly applies to the problem of ideological and 

political conflict illustrated by the events surrounding MAS. At its foundation, the MAS 

controversy was a battle over the legitimacy of a particular form of knowledge; the cultural 

knowledge of Latino/a students and the role of the State to determine its legitimacy.  

Genres reflect the microlinguistic features of what people say, how they interact, the rules 

they establish in these interactions, and the identities they construct within these interactions. In 

essence, genres are the way people act and interact with each other be it in speech or writing that 

ultimately “enact, produce, reproduce or counter particular kinds of social relations” (Fairclough, 

2010, pp. 418-19). In the context of this research, various genres can be found within the 

discourse of the State as represented by the findings of noncompliance written by two of the 

former Superintendents of Public Education as well as the narratives of the participants such as 

the administrators, teachers, governing board members, and students. What becomes apparent  
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within the analysis of these various narratives is the complicated genres that are constructed by 

those within the schools (i.e., teachers, students, and administrators) as they adopt various 

positions in relation to each other and in relation to those outside of the schools (e.g., the 

governing board members and the State). For example, administrators may adopt multiple genres 

as they describe their own personal position to the MAS program while simultaneously having to 

adopt a separate position as representatives of the district who is accountable to the governing 

board and to the State. These genres are the informal rules that sanction what these individuals 

can and cannot say, the specific words they use, and what they reveal in relation to their own 

position within the school, which may or may not be drastically different than their position as a 

private citizen. 

Finally, in a discourse-relational methodological approach to CDA, Fairclough (2010) 

includes the analysis of style. Style, according to Fairclough (2010), is the various identities 

people adopt in how they represent themselves or are represented by others as well as the 

identities and social relations they enact in the way that they talk. For example, subjects involved 

in the MAS program may navigate various styles such as that of an educator, an activist, or a 

Chicana/o. On a deeper level, interwoven in the discourses of the superintendents, the principals, 

teachers, students, and governing board members are what Fairclough (2010) describes as the 

autobiographical and discoursal selves. The autobiographical self is the way the subjects talk 

about their life experiences. The incorporation of this style in the analysis provides a deeper 

understanding of how one’s personal experiences, history, and identity shape their narrative and 

ultimately how they shape the discourse around a particular event. The discoursal self taps into 

aspects of hegemony and power. Hegemony, as defined by Fairclough (2010), is the “leadership 

as well as domination across the economic, political, cultural, and ideological domains of a 
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society” (p. 61). In other words, the discoursal self represents the points of struggle and conflict 

among various classes or groups in order to define and create the dominant world view (i.e. the 

discourse or habitus). 

Individuals as well as social institutions are engaged in these struggles and are constantly 

shaped by their “hegemonic relations” (p. 63). For instance, the discourse coming from the 

school, as represented by subjects within the organization (i.e., teachers and principals) and those 

it serves (i.e., students) in relation to the State (i.e., the Superintendent of Public Instruction, the 

legislature) utilize different aspects of the discoursal self to shape their evolving hegemonic 

relationship which normalizes inequitable power relations. In other words, the discoursal self is 

the role the individual participant plays in the creation of the various forms of discourse, be it 

counter, master, or somewhere in between. As this analysis will demonstrate, each aspect of 

“self” may be found within each of the participants’ discourses and when pulled together provide 

a fuller picture into the various styles each of them utilize in their discussions around MAS and 

A.R.S. §15–112. 

The second research question asks: what do the discourses surrounding the MAS program 

and A.R.S. §15–112 reveal about the role of the master and counternarratives in educational 

practice and policy? As noted in the literature review, while CRT and LatCrit theorists often cite 

the presence of a dominant versus counternarrative (e.g., Ladson-Billings and Tate 1995; 

Solórzano and Delgado, 2001) few provide a methodological tool to examine what these 

constructs specifically represent. This lack of clarity leads to the assumption that there are only 

two sets of narratives to choose from: either the master or counter. Furthermore, this also leads to 

the oversimplification of the narrative in that it leads us to assume that White automatically 

represents the dominant narrative while the minority, whether Black or Latino, represents the 
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counternarrative. By using a CDA methodology this analysis will illustrate that such assumptions 

are overly simplistic and inhibit a broader understanding of the role of race and racism in social 

institutions such as education. More specifically, this particular research question emphasizes the 

role of race and racism in educational practice and policy and the role that theoretical constructs 

such as Harris’ (1995) theory of Whiteness as property and Solórzano and Yosso’s (2002) work 

on transformational resistance have in the construction of the master and counternarratives. Since 

the purpose of a CDA methodology is to use the micro-linguistic analysis to critique 

macrostructures, such as race and racism in society, it is appropriate that this methodology is 

utilized along more critical theoretical frameworks such as CRT and LatCrit. As a result, it is the 

intention of this analysis to build upon the work done by CRT and LatCrit scholars such as 

Ladson-Billings and Tate (1995) Lynn (1996, 1999, 2002) and Aléman (2009a, 2009b) have 

done in the field of educational policy and practice by analyzing the discourses of all the various 

subjects involved in MAS and A.R.S. §15–112. 

 This research adopts a combined approach of using both a case study framework as 

described by Stake (2008) and the four-stage dialectical-relational approach described by 

Fairclough (2010). Stake (2008) outlined five requirements of a case study approach: issue 

choice, triangulation, experiential knowledge, contexts, and activities. The selection of the 

discourses surrounding the MAS program and A.R.S. §15–112 as the issue choice is aligned with 

the first stage of Fairclough’s (2010) four-stage dialectical-relational approach. In the first stage, 

the researcher must focus upon a social wrong and construct this object for research in a 

transdisciplinary way. Using a CDA approach in a transdisciplinary way includes linking micro-

linguistic analysis with macro-sociological issues, such as race and racism, hence the focus on 

CRT and LatCrit in the theoretical framework. In other words, in alignment with Ladson-Billings 
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and Tate’s (1995) first proposition, the importance of race in American society and the voices of 

people of color, this study links these narratives to the larger prevailing issues of race and racism 

which are the kinds of macro-sociological issues addressed in a CDA methodological 

framework. More specifically, the theoretical framework provided a detailed description of the 

masternarrative and its power to promote a colorblind vision that denies the existence of racism 

and oppression. The effect of this masternarrative is to perpetuate the privileges associated with 

the “ownership” of Whiteness as described by Harris (1995) by denying its existence under the 

veil of meritocracy and colorblindness. This is the social wrong that is the focus of this case 

study. The proceeding subsections will outline the remaining requirements outlined by Stake 

(2008) including triangulation, experiential knowledge, contexts, and activities as well as the 

stages of a dialectical-relational approach described by Fairclough (2010).  

Sites and Participants 

In a CDA methodology, the emphasis is on linking the written or verbal text to larger 

social processes, institutions, and/or ideologies. From a CDA perspective every institution has its 

own scenes and settings, participants, and norms for behavior. Simultaneously, the institution 

itself acts to facilitate and constrain its members and provides them frames from which they may 

act. To contextualize this I will use the term subjects, clients, and the public outlined by 

Fairclough (2010) to describe the sites and participants used in this study. 

Subjects 

 Subjects are members of the institution; in this case the five schools used in this case 

study. These schools were the only secondary education institutions that offered the MAS 

curriculum as a choice within their school curriculum. To protect the identity of the subjects in 

what remains a highly controversial topic, I will use pseudonyms for the schools and a minimal 
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amount of information about the sites. Ringtail, Ocotillo, Creosote, Javelina, and Agave are all 

schools with majority minority populations of predominantly Hispanic students located in the 

central and southern regions of the district.  

Table 2 describes the subjects, or the teacher and administrative participants, used in this 

study. I used purposeful sampling techniques to select all of the participants (i.e., subjects, 

clients, and public) based on their involvement with the MAS program. Stake (2008) describes 

purposeful sampling as “the selection in advance of the persons, places, and events to observe 

selecting…the cases within a case—embedded cases or mini cases” (p. 451). In regards to this 

case study, the participants that were selected were either directly involved in the MAS program 

(i.e., teachers, principals, program director), which can be referred to as the subjects, or were 

indirectly involved in its implementation or dismantling (e.g., governing board members, agents  

 Table 1  

Teacher and Administrative Participants 

Participant School* Gender 

Carlos (principal) Agave  Male 

Angel (teacher) Agave  Male 

Naomi (teacher) Agave  Female 

Fernando (principal) Creosote  Male 

Patricia (teacher) 

Gabriella (teacher)                                                 

Creosote  

Creosote 

Female 

Female 

Lilana (teacher) Creosote  Female 

Santiago (principal) Javelina  Male 

Alejandro (teacher) Javelina  Male 

Sophia (teacher) Javelina  Female 

Daniel (teacher) Ocotillo  Male 

Cesar (principal) Ocotillo  Male 

Manuel (teacher) Ocotillo Male 

Xavier (teacher) Ocotillo  

 

Male 

 

*This category represents where the teachers spend the majority of their contract hours. Many of 

the teacher participants split their hours among numerous schools 
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of the State) and can be referred to as either clients or the public. As with the sites, I will use 

pseudonyms for all of the participants utilized in this study to protect their identity. 

Clients 

Clients are not formal members of the institution but who nonetheless participate in the 

norms within the institution. In the context of this case study this includes the student focus 

groups at two of the high schools. The students were seniors, currently enrolled in a MAS 

course, and over the age of 18.  The size of the focus groups varied with one group of three and 

the other of five individuals.  

Public  

The public constitutes the group “to whom messages are addressed” and are essential in 

validating a particular discourse, but do not directly interact with the subjects (Fairclough, 2010, 

p. 41). To include the discourses of this group I conducted qualitative interviews with members 

of the district’s governing board, four of the five of which participated in this case study. In 

addition, I believe it is necessary to include the discourses of the State, treating it as a member of 

the public and therefore a participant in this study in its own right. To achieve this aim I will 

analyze the writings of noncompliance of the two former Superintendents of Public Instruction. 

Fairclough (2010) notes that “ideologies reside in texts” in that they are part of a whole social 

event open to distribution and interpretation and are inevitably both a product and an instigator 

of world making (p.57). In short, texts are part of the ideological process that creates, distributes, 

and interprets meaning. Therefore I will begin the data analysis with the findings of 

noncompliance written by the former Superintendents of Public Instruction to provide a point of 

reference to compare all of the other narratives to. 
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Data Collection 

The bulk of the data for this research comes from the ethnographic qualitative interviews 

collected between 2010-2011. I contacted the teachers who taught the MAS curriculum, 

principals whose schools had the program, and governing board members via e-mail and asked 

for their participation in this study. All of the teachers involved in the program and all but one of 

the principals agreed to participate. Interviews were recorded with the permission of the 

participants. The number of interview questions varied between the teacher and principal—10 

and 12 questions respectively—but evolved around four similar themes (see Appendix A). First, 

several questions sought to uncover the participants’ view on the importance or unimportance of 

the MAS program to the school and community. Second, there were numerous questions that 

pertained to the goals and values of the program and what the participants felt it communicated 

to the students and to the school and community. Third, a group of questions dealt with the 

participants’ experiences with A.R.S. §15–112 and the politicization of the curriculum and the 

impact it had them personally and on the students and school as a whole. Finally, another set of 

questions focused on the participants’ own experiences with the program and/or how they 

became involved in it (see Appendix). I conducted the interviews in locations chosen by the 

participants and they lasted between 45 minutes to 2 ½ hours.  The intent of the questions was to 

capture the impact the various discourses surrounding the program had on the teachers, their 

schools and the students that they served and to provide a counter to the prevailing narrative 

surrounding the program created by the State. 

All five of the governing board members were contacted via e-mail and asked to 

participate in the study. Four of the five members consented to the interviews in locations of 

their choosing, the fifth did not respond despite numerous attempts of contact them. There were 
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nine questions (see Appendix) which evolved around themes similar to that of the teachers and 

principals but with some important differences. While the questions sought to have the 

participants clarify their personal views of the program and its value, there was a specific 

emphasis on the politicization of the curriculum and the governing board’s role in this 

politicization. The questions also sought to have the governing board members describe their 

relationship with the State and how they sought to mediate the crisis as it unfolded by bringing 

forth its own proposal to end the program. The questions also sought to understand the members’ 

view of the activism demonstrated by both the teachers and the students.  

The teachers were integral in recruiting the student focus groups, talking with the senior 

classes, distributing permission forms to interested participants, and allowing me to conduct the 

interviews after school hours in their classrooms. From this process, I constructed two focus 

groups, with one group of four and another group of six students from two different high schools. 

The larger of the two focus groups consisted of members of the student organization UNIDOS 

who within weeks of the interview would gain widespread attention for chaining themselves to 

the chairs of the governing board. There were 11 questions that focused on the students’ own 

personal experiences with the program, the impact the controversy had on them and their school, 

the value of the program itself, and their reaction to the controversy and what they saw as their 

role within it (see Appendix). 

In addition to the qualitative interviews, I also collected the public documents issued by 

the State in relation to the MAS program. This included the analysis of the law itself, the 

findings of the two different Superintendents of Public Instruction, open letters to the public by 

the Office of Public Instruction, and press releases from the Attorney General’s Office and the 

Office of Public Instruction. 
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Data Analysis 

While CRT provides a framework that researchers may use to examine and collect data, 

there is no clear methodology among these researchers in how the data should be analyzed. 

Therefore, I will rely on the framework outlined by Fairclough (2010) in his dialectical-relational 

approach to CDA in three stages. 

Stage 1: Transdisciplinary Focus on Social Wrong  

As noted earlier, the first stage of this methodological approach is to focus upon a social 

wrong in a transdisciplinary way. I rely on Fairclough’s (2010) definition of transdisciplinary, 

which “uses the dialogue between different disciplines or theories as the source of the theoretical 

or methodological development of each” (p. 6). In other words, the intent behind a 

transdisciplinary approach is to blur the line between theory and method with the goal of 

improving both. I believe I have met this requirement by using the theoretical literature in CRT, 

LatCrit, and culturally relevant leadership as the foundation of this analysis and linking it to the 

methodological underpinnings found in Fairclough’s (2010) CDA. In the context of this case 

study, this approach entails linking the discourses of the subjects to the larger issues of race and 

racism in educational practice and policy, specifically the presence of the masternarrative and its 

impact on educational policy and practice. 

Under a CDA methodological framework, all of the data sources, whether they are the 

qualitative interviews or the written documents produced by the State are connected to broader 

social contexts and the assumption that people use language to accomplish a variety of social 

goals. Thus, language itself is a social practice, one that is embedded into our everyday 

interactions but also in the social institutions in which these practices occur and the macro-socio 

contexts the institutions are immersed in. Therefore, CDA moves the language from a simple 



THE SPECTRUM OF DISCOURSE  88 

 

biological or psychological phenomenon to a social phenomenon whose focus is on “connections 

between language use and unequal relations of power” (Fairclough, 1989, p. 1). Therefore, the 

application of CDA to studying issues of race and racism, which CRT firmly contextualizes as an 

issue of unequal power relations, bridges the needs of both theory and methodology.   

Stage 2: Understanding the Social Order to Right Social Wrongs 

The second stage seeks to understand what it is about the social order that makes it 

difficult to right this social wrong. In the context of this case study the social wrong is the 

presence of the masternarrative and its power to normalize Whiteness while invalidating the 

history, culture and experiences of people of color. As noted earlier, embedded within the 

masternarrative in a CRT framework is the concept of White supremacy which not only 

normalizes Whiteness and bestows an otherness on all other groups but also institutionalizes 

unequal power relations which privileges those that own the concept of Whiteness. To 

understand this social wrong in the context of this case study we must analyze various discourses 

in relation to each other. Therefore the discourses of the subjects (i.e., teachers and principals), 

the clients (i.e., the students) and the public (i.e., the governing board, representatives of State) 

are brought together in this case study as integral components in this discourse-relational 

approach. While there has been a large body of research on the prevalence of the masternarrative 

(i.e., Cabrera, 2012; Delgado, 1989; Duncan-Andrade, 2004; Perez-Huber, Lopez, Malagon, 

Velez, Solórzano, 2008; Ikemoto, 2000; Ladson-Billings, 1994a; Perea, 2000; Solórzano & 

Delgado-Bernal, 2001; Solórzano and Yosso, 2002; Urrieta, 2006; Valencia, 2010)  there is not 

nearly as much research on the complexity of the counternarratives and few studies have 

compared these two forms of narratives alongside each other to understand the spectrum of 
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discourse that lies in between. The goal is to develop a more complex and detailed understanding 

of these constructs and determine their applicability to educational research, practice, and policy.   

Stage 3: Need for the Social Wrong in the Social Order 

The third stage of analysis asks if the social order actually needs the social wrong to the 

degree in which it cannot be righted without radical change. The work done by CRT scholars 

speaks to this stage in the underlying commonality among the theorists that race and racism are 

endemic aspects of our society (e.g., Aléman, 2009; Bell, 1980; González & Portillos, 2007; 

Ladson-Billings & Tate, 1995). The research described in the literature review will be an integral 

part of the findings and implications in addressing this specific stage, specifically the way in 

which race and racism are inherent within our society and reproduced in our social institutions 

through the use of the masternarrative descried by Delgado (1989) and the role of educators, 

students, and policymakers have in countering this narrative. Finally, a CDA approach is not 

content with simple critique but must seek possible solutions. Fairclough (2010) emphasizes that 

critique is not enough and insists that the ultimate aim of a CDA methodology is to “not merely 

interpret the world but to contribute to changing it” (p.9). Therefore, the findings and 

implications will identify possible ways past the obstacles including how people might challenge 

the prevailing discourses. 

Coding Strategy 

 The coding strategy was based entirely upon the theoretical framework outlined in 

chapter 2 and the CDA methodology.  To code for the masternarrative I utilized the work done 

by Harris (1995) on Whiteness as property, the concept of White supremacy described by Huber,  

Lopez, Malagon, Velez, and Solórzano, D. (2008  as well as the description of the 

masternarrative provided by Delgado (1989).  To find evidence of the counternarrative I used the 
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description provided by Delgado (1989) as well as the concept of transformational resistance 

described by Solórzano and Delgado Bernal (2001).  In coding for the autobiographical self I 

looked for places within the narratives in which the participants talked about their own personal 

experiences and the influence these experiences had in their perception of the program and their 

role within it. To code for the discoursal self I was attentive to the times in which the participants 

discussed their own role in shaping the discourse around the program. Finally, the coding 

strategy for the genres present in the narratives included elements of activism as defined by 

Urrieta (2005) as well as political passing by Aléman (2009b).   

Verification 

 Creswell (1986) advocates for the term “verification” as opposed to “validity” in 

qualitative research in order to highlight this methodology as a distinct and valid form of inquiry. 

Verification is the processes the research goes through to obtain trustworthiness and reliability. 

One such process is triangulation, which Denzin and Lincoln (2005) define as the “simultaneous 

display of multiple, refracted realities” (p. 6). The ultimate aim of including these various data 

sources was to meet the standards of qualitative research described by Denzin and Lincoln 

(2005), which is to use multiple sources of data to construct a reality, similar to how a quilter 

uses multiple pieces of fabric and sewing techniques to create a piece of art. These different data 

points, such as the writings of the former superintendents and the narratives of teachers, 

principals, students, and governing board members represent the various patches I used to 

provide a detailed description of the events surrounding the participants and their experiences 

(Creswell, 1986). 
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Positionality 

 Because I am currently an administrator and a former teacher in the same district in 

which MAS operated, it is imperative that I describe my own positionality in regards to this 

research. During the course of this research my own position in relation to the central object of 

study has changed dramatically. When I began this project I was a 7
th

 grade history teacher and 

part-time doctoral student. As a teacher I believe I was able to gain the trust of many of the 

teachers and students in a way that my current title, a principal, would have perhaps made 

difficult.  As a fellow teacher in the district I feel that many of the teachers and students felt more 

comfortable to talk with me and to be critical of those in power such as the Superintendents of 

Public Instruction, the governing board and their own principals. In that first year of data 

collection it was difficult for me to completely disengage myself and my own personal beliefs 

from this case study. When I began this research, I did so out of an inherent desire to examine 

what was then a local educational issue. As I drove across the city interviewing teachers and 

students, I came to know them personally and in some cases developed friendships with several 

of them. While I have attempted to keep myself from adopting their cause as my own, I could not 

help but be moved by the dedication and compassion the students and the teachers had for the 

program. It was difficult to be impartial as I watched these same students protest in front of the 

governing board building surrounded by police and riot gear as police helicopters buzzed 

overhead. Likewise, it was impossible not to empathize with the teachers as they expressed their 

commitment to their students, their passion for the curricula, and their dedication to the 

community we all served.  As a result of this empathy I came to define the social wrong in the 

context of this case study as the masternarrative exemplified by the State Superintendents of 

Public Instruction as well as several of the participants in this study.  To identify and define the 
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social wrong is ultimately based upon one’s own beliefs and biases and alternatively had I been 

Horne or Huppenthal I could define the social wrong as the work being done by the MAS 

teachers.  

Around the same time that the governing board voted 4-1 to end the program I entered a 

new phase of my own career. First as an interim assistant principal in one of the district’s most 

challenging middle schools and then as a principal in a PK-8 school community school, located 

in a majority minority, low SES neighborhood, half a block from my own house. As an 

administrator, I now have a different view and appreciation for what the principals I included in 

my research were facing at that time. As a principal, one’s job description varies daily if not 

hourly, but at its foundation it is to keep the focus on the students and their learning. As I listen 

again to the principals’ interviews now as a principal myself, I can sympathize with the 

frustration and stress in many of their voices as they found themselves engulfed in this highly 

divisive controversy. Their positions, opinions, and difficulties are now something I can 

understand and relate to in a way I could not as a teacher or even as an “impartial” researcher. 

Regardless of my own professional title, it is my sincerest hope that the resulting case study will 

be something that everyone can learn from whether they are a teacher in MAS, one of the 

students, a school principal, a governing board member, state legislator, or a fellow academic 

and scholar interested in issues of race and racism in educational policy and practice.   

 It is also important that I address my own race in relation to this research considering my 

use of CRT and LatCrit frameworks. I am a White male, and thus have lived a life relatively free 

of the forms of prejudice and discrimination described by many of the participants in this study. 

What many of them experienced personally and what they were enduring at the time of these 

interviews was something I could never fully understand. However, as an outsider, at least in 
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terms of race, I feel that my research also gains a certain degree of creditability.  It cannot be 

argued that my race makes me inherently biased to the teachers and students many of whom 

identified themselves as Chicana/o.  I am a White male with all of the power and privledge the 

ownership of this identify entails studying issues of race and racism. As I stated earlier, I see my 

role as someone who is trying to cross boundaries so that everyone can take something of value 

and meaning from this case study and I believe that these boundaries are racial as well as 

professional. I am a White male, working with predominantly Latino/a and Chicano/a teachers, 

students, and administrators as well as a governing board that composed of a White majority. It 

is my hope that together we will have created a body of research will help us come away with a 

better understanding of how race, politics, and education collided in this critically important 

case. 

Limitations 

 As I noted in my data collection, the majority of the data used for this case study came 

from semi-structured qualitative interviews. Therefore, it should be noted that while I went 

through extensive processes to verify the reliability and trustworthiness of my data, qualitative 

interviews are inherently limited. The interview process itself is, at its foundation, a performance 

between the interviewer and the interviewee as each cater to their own culturally established 

roles (Kirsch, 1999). Inevitably some interviewees will both consciously and unconsciously 

attempt to provide answers that will portray them and their actions in the best possible light. 

Likewise, as the researcher, I may have focused on ideas and concepts found within the 

narratives that the participants may not have found important or even emphasized at the time. 

Furthermore, it is important to place the narratives in the context of what was occurring at the 

time. In the spring of 2011 when I collected the majority of these interviews, the teachers and 
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administrators were under intense scrutiny from the State and pressure from the district. Many 

teachers felt that their jobs were at stake, the principals were attempting to keep the educational 

environment stable, and the students feared that their courses would be eliminated and they 

would lose credits. These pressures surely impacted the responses of the participants. While 

these pressures are a notable limitation of this study, I also believe they are at its core one of its 

greatest strengths. This case study encapsulates a certain time within the program and in the 

district when all of these pressures were coming to a head. It would be impossible to recreate the 

sense of urgency apparent in the narratives and it would not be present leading up to or after this 

time period. The end result is a powerful and compelling case study that touches upon issues of 

race and racism, activism, leadership, and educational policy.   

Significance 

 The origins of this research came from the humblest of beginnings. In the fall of 2010, I 

sought to interview four teachers from the MAS program in what was at that time a local issue 

just beginning to pick up media attention. As the rhetoric from the State became more intense 

and the independent audit moved forward I found myself continually expanding the scope of my 

research, adding more teachers, the student focus groups, the principals, and finally the 

governing board members. The end result is a case study that brings together issues of race and 

racism, power and hegemony, identity and activism, and educational policy and practice in ways 

I never could have anticipated at the onset. It is a snapshot that captures one of, if not the most, 

controversial and divisive events in our distinct. It is not the intent of this research to generalize 

the events that transpired that year. It was truly a unique event but one in which there are lessons 

that, if learned, will strengthen the field of educational policy, practice, and leadership. As noted 

earlier, the primary focus of a CDA methodology is to strengthen both theory and method and I 
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believe that this case study meets these criteria. On one hand, this research provides a specific 

case to examine many of the theoretical constructs, such as the presence of master versus a 

counternarrative, found in the CRT and LatCrit literature. On the other hand, it also utilizes a 

CDA methodology, which addresses one of my most pronounced critiques of CRT and LatCrit, 

namely, a lack of a specific methodological strategy that would develop and expand these 

theories. In addition, Fairclough (2010) notes that critique is not enough and that a true CDA 

methodology also seeks to remedy a social wrong. It is my hope that the implications of this 

research will do just that and provide researchers, practitioners, and those involved in 

educational policy tools to address the social wrongs that continue to shape our educational 

policy and practice. 
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CHAPTER 4 

FINDINGS 

 The data for this case study comes from the narratives or writings of 26 different 

participants who were either directly or indirectly involved in the MAS program during the 

2010-2011 school year, the final year of the program’s existence in TUSD. With such a diverse 

array of individual narratives it is easy to convolute the findings from one group to another. As 

noted earlier, in the CDA approach Fairclough (2010) uses the terms subjects, clients, and public 

to describe what we would normally define simply as participants. The findings of 

noncompliance written by the two former Superintendents of Public Instruction constitute two 

members of the public. As stated previously, the public is comprised of participants in the 

construction and reception of discourse, but they do not directly interact with the subjects. The 

narratives of the superintendents stand apart from the narratives the subjects, clients, and other 

members of the public for two reasons. First, unlike all of the other participants, their narratives 

come solely from their writings, as opposed to a similar set of interview questions like all of the 

other groups. Therefore their narratives are organized into three major themes--Radicals, Racism, 

and Color Blind World View--that emerged using the same coding process as the qualitative 

interviews.  By color blind world view, I mean a view of the world in which race does not matter 

and the basis of power and privilege is embedded within a notion of meritocracy. Second, as the 

findings will demonstrate, the writings of Huppenthal and Horne are the most pronounced 

examples of the masternarrative. By beginning with their writings we have the exemplars from 

which to compare all other narratives. 

After the findings of these two members of the public, I move to the subjects that are 

comprised of the teachers and administrators that are members of each institution. Teacher 
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narratives from individual school sites (Agave, Creosote, Javelina, Ocotillo, and Ringtail) are 

grouped together because the themes found within the teacher narratives are consistent within 

and between sites, thus to compare them together allows for a better understanding of the 

prevalent themes that link them.  To compare the narratives of each site’s administrators, I 

analyzed all four of the participating principals’ narratives alongside each other. 

After the analysis of the subjects narratives’ the findings move to the narratives of the 

clients, who are not formal members of the school but participate within its setting. In this case 

study, the clients are two student focus groups of high school seniors from two different sites, 

Javelina and Creosote.  Unlike the teachers whose narratives were familiar in their themes, there 

were distinct differences found between the student focus groups in these two sites and therefore 

a comparative analysis is appropriate. Finally, the chapter ends with the narratives of the other 

participants that constitute the public; four members of the district governing board. The 

narratives of these individuals are included due to their role as policymakers and representatives 

of the school district and their influence in the discourse surrounding the MAS program.  

 To assist interpreting the implications of this research, I have aligned the narratives 

within the categories of subject, client, and public to the two research questions. For example, as 

I analyze the narratives of the subjects I begin with the teachers from Agave High School. In that 

section I will provide evidence from the qualitative interviews that addresses the first research 

question: what genres and styles, as defined by Fairclough (2010), are present in the discourses 

surrounding the MAS program? After the presentation of this evidence I address the second 

research question: what do the discourses surrounding the MAS program and A.R.S. §15–112 

reveal about the role of the master and counternarratives in educational practice and policy? This 
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format will aid  in focusing on the primary research questions while simultaneously giving the 

reader insight into the 26 individuals whose narratives are the basis for this research. 

The Public (Part I):  

Radicals  

The first provision of A.R.S. §15-112 prohibits classes or courses that “promote the 

overthrow of the United States government” (A.R.S. §15–112, (a) (i)). Thus, if MAS teachers 

were presented as extreme political radicals MAS would be in noncompliance with state law. 

Superintendent Horne’s initial finding found MAS in violation of the first provision and used a 

variety of sources as evidence. Citing an article (reference not provided in his findings), he 

included the following passage as evidence: “The director of TUSD Ethnic Studies Department, 

who keeps a portrait of Ché Guevara on the wall of his classroom, spoke to [the reporter]: ‘Our 

teachers are left-leaning. They are progressives. They’re going to have things [in their courses] 

that conservatives are not going to like’” (Horne, 2010, p. 4). While the main point of this piece 

of evidence is the fact that the director openly admits to left-leaning, progressive teachers, it is 

also clear that it portrays the director as a leftist radical by including the portrait of Ché Guevara 

as part of the overall passage.  

 Despite the fact that MAS had ceased calling itself Raza/Mexican American 

Studies, Horne repeatedly refers to the program under its old title as further evidence of 

the politically radical nature of the program. Specifically, in his findings Horne includes 

an interview with the director of the program in which the reporter asks, “Why did you 

put the word la raza in there, which as you know, too many people connotates a political 

movement, as opposed to an educational course?”
2
 (Horne, 2010, p. 3). The repeated use 

                                                 
2
 Please note that any emphasis (i.e., italics or underline) contained within a quote is taken directly (i.e., was 

underlined or italicized originally) from the original document. 
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of the term Raza also serves a dual purpose of not only indicating political radicalism but 

also of imbuing an “otherness” upon the program and its teachers. Horne makes this 

explicit by specifically defining Raza for his audience, “the name of this course has been 

Raza Studies or Raza/Mexican American Studies. The very name ‘Raza’ is translated as 

‘the race’” (Horne, 2010, p.7). When explaining why the focus was on MAS and not the 

three other courses he found in violation because they were designed for pupils of a 

particular ethnic group, Horne stated that “all of the complaints received by the 

Superintendent of Public Instruction have been as to one of those programs: Mexican 

American Studies, previously known as Raza/Mexican American studies. Therefore, this 

finding is as to that program alone” (Horne, 2010, p. 2). Again, Horne uses the term 

“Raza” to describe the program and contextualize it as more politically radical and racist 

while simultaneously casting it as more racial than the other ethnic studies programs in 

the district. Finally, Horne includes curriculum materials including the use of The 

Pedagogy of the Oppressed and its author “Paulo Freire, a Brazilian Marxist” and the use 

of CRT which he cites as being “unlike traditional civil rights, which embraces 

incrementalism and step-by-step progress, critical race theory questions the very 

foundation of the liberal order, including equality theory, legal reasoning, Enlightenment 

rationalism, and neutral principles of constitutional law” (Horne, 2010, p. 9).  The 

description of Freire as a Marxist invokes the equivalent of a modern day red scare while 

the inclusion of CRT serves the dual purpose of portraying the program as politically 

radical and promoting resentment against Whites.  

 Superintendent Huppenthal’s more recent finding against the program did not find it in 

violation of this specific provision, however he did portray the program and its teachers as 
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openly partisan and political. In a brief digression from the third-person narrative that dominates 

his findings, he states that “my, firsthand, classroom encounter clearly revealed an unbalanced, 

politicized and historically inaccurate view of American History being taught” (Huppenthal, 

2011, p. 1). Instead of finding the program in violation of A.R.S. §15–112, Huppenthal finds it in 

violation of a separate statute, A.R.S. §15–341(A)
3
, stating that: 

Subsection 2 requires governing boards to exclude from schools all books, publications, 

papers or audiovisual materials of a sectarian, partisan or denominational character. 

Much of the curriculum and material reviewed was of a partisan nature; in fact the intent 

of some materials is partisanship and political organization. (Huppenthal, 2011, p.3) 

Huppenthal’s use of another legal statute as further evidence against the program and the 

dominant third person narrative found within his findings is evidence of the demand for legal 

neutrality which amounts to a repetition of the racist status quo (Crenshaw, Gotanda, Peller, & 

Thomas, 1995).   

The findings of the two Superintendents of Public Instruction portray the MAS program 

and its teachers in two different political fringe states: either openly political with biased views 

presumably to the political left or Latina/o nationalists with Marxist ideologies. Horne’s repeated 

emphasis on the term “La Raza” is also evidence of the masternarrative framing a racial 

otherness to the program as well as political radicalism. 

 Racism 

The second provision of A.R.S. §15-112 states that no course or class can “promote 

resentment toward a race or class of people” (A.R.S. §15–112, (a) (i)). Therefore, the public 

must demonstrate that MAS and the teachers who run the program promote racism or classism. 

                                                 
3
  A.R.S. §15–341(A) describes the” general powers and duties; immunity and delegation” of public school 

governing boards in the state of Arizona. 
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Before Horne begins his findings, he starts with “The Philosophy of the Applicable Statute” in 

which he describes his own philosophy on race and education. In this section, he utilizes an 

autobiographical style to portray himself as an advocate for civil rights and multiculturalism. 

More specifically he notes in his introduction that: 

I myself have studied the Spanish language diligently for the past several years, and have 

learned enough to do my interviews on the Univision and Telemundo television stations 

in Spanish. In the process, I have learned about Mexican history and culture. As a history 

buff, I have enjoyed very much being able to read Mexican history books in Spanish. 

(Horne, 2010, p. 1)  

Horne also uses autobiographical style to describe his participation in the civil rights movement. 

The message within these insights into Horne’s past is that he is not a racist, as evidenced by his 

knowledge of the Spanish language and Mexican history and his activism during the civil rights 

era and that he is advancing civil rights by ending the MAS program. However, as part of his 

discoursal self, or the way in which he personally seeks to shape the discourse around the 

program, Horne portrays the MAS program and by default the teachers who teach it as racists. 

He uses the evidence of curriculum material such as “Courageous Conversations about Race: A 

Field Guide for Achieving Equity in School” (Singleton & Linton, 2006) as one example of how 

this occurs within the classroom: 

At page 200 of these materials there is a table setting forth in detail the difference 

between “White Talk” and “Color Commentary.” These materials go on to state: “Anger, 

guilt, and shame are just a few of the emotions experienced by participants as they move 

toward greater understanding of Whiteness.” If one were to substitute any other race for 
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“Whiteness,” it would be obvious how this promotes resentment toward a race or a 

people. (Horne, 2010, p. 9) 

Beyond the forms of racism taught in the classroom, Horne also seeks to shape the discourse 

around the program by describing how MAS teachers and students utilized the fear of a racist 

designation to defend the program. As evidence he included the testimonies of several 

anonymous teachers whom he specifically identifies as Hispanic. One passage stated that “a 

climate of outright intimidation has stopped many from standing up to this group for fear of 

being labeled racists” (Horne, 2010, p. 5). In another passage a different teacher stated that:  

I have made simple comments as a substitute such as “please pick up the paper under 

your desk” only to receive an immediate response of “You don’t like Mexicans?” My 

response was to repeat my request of picking up the papers and calmly add that they must 

REALLY be confused…because I am also of Mexican descent.” (Horne, 2010, p. 6)  

 Finally, Horne also relies on the media’s perspective, and cites a news article that stated, 

“teachers and counselors are being called before their school principals and even the District 

governing board and accused of being racists” (Horne, 2010, p. 4). Thus the styles evident in the 

discourse provided by Horne indicates that the author himself is not a racist, while the MAS 

curriculum promotes racism, and that defenders of the program such as teachers and students use 

the label of “racist” to protect the program. 

 Huppenthal’s discourse uses far less narrative in nature and is more straightforward in its 

representation of the MAS program and its teachers. In his findings, Huppenthal provides two 

pieces of evidence to portray the program and its teachers as promoting resentment toward a 

race, specifically Whites. First, the findings claim that the “reviewed materials repeatedly 

reference White people as being ‘oppressors’ and ‘oppressing’ the Latino people” (Huppenthal, 
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2011, p. 2). Second, “the reviewed materials present only one perspective of historical events, 

that of the Latino people being persecuted oppressed and subjugated by the ‘hegemony’—or 

White America” (Huppenthal, 2011, p. 2). Thus, Huppenthal’s findings indicate that classes or 

courses that include topics of racial oppression ultimately promote resentment towards the 

oppressing race and therefore are prohibited. This is evidence of Huppenthal’s discoursal self, 

which  portrays the MAS classes and the teachers within it as promoting resentment against 

Whites while portraying race based oppression as the sole focus of the MAS program. 

 The styles of the two authors are also indicative of the genres they operate from. As noted 

earlier, genres are the informal rules and norms individuals and groups operate from in their 

discourse. Horne’s style of narrative is drastically different from that of his successor even 

though they both share a similar discoursal style in relation to their findings and how they 

portray the program and its teachers. Horne’s first person style and his repeated use of the  

autobiographical style, in conjunction with the fact that Horne defines and defends the 

philosophy of A.R.S. §15-112, a law he himself helped create and push through the legislature, 

places him into what I define as the activist genre. As noted earlier, this research relies on 

Urrieta’s (2005) conception of activism and portrays activism not only as the physical forms of 

activism associated with progressive movements but also in the legal and judiciary actions often 

led by conservative groups. Contrary to Horne’s narrative style, Huppenthal uses a third person 

narrative almost exclusively in his Findings of Non-Compliance. Using legal language and citing 

additional governing board statutes as opposed to his own beliefs and experiences provides a veil 

of neutrality in his findings often associated with legal discourse (Crenshaw, Gotanda, Peller, & 

Thomas, 1995). Thus his genre is far more administrative in form than the activist tone utilized 

in Horne’s genre. Regardless of their genres, both members of the public share a similar 
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colorblind worldview where race is generally irrelevant and is evidence of the masternarrative 

both participants utilize. 

Colorblind World View 

Both documents align with a colorblind view of American society.  In Horne’s findings 

this is evidenced in the first paragraph describing the philosophy of Horne and the bill he 

authored: “people are individuals, not exemplars of racial groups. What is important about 

people is what they know, what they can do, their ability to appreciate beauty, their character, 

and not what race into which they are born” (Horne, 2010, p. 1). Horne reiterates his philosophy 

that people should be treated as individuals and not as members of a group throughout the 

narrative. For example, “students should not be divided by race, with each race learning about 

only its own contributions. School is a place to broaden horizons, not narrow them” (p.1) and 

that schools should “teach students to treat each other as individuals, and not on the basis of the 

race they happen to have been born into” (Horne, 2010, p. 10). In addition, Horne utilizes his 

autobiographical style to write at length about his own experience as an advocate for civil rights 

and describes his participation in the movement in the following way:  

In the summer of 1963, having graduated from high school, I participated in the Civil 

Rights march on Washington, in which Martin Luther King stated that he wanted his 

children to be judged by the content of their character rather than the color of their skin. 

This has been a fundamental principal for me my entire life. I believe it is a principle 

adopted by the legislature and the governor when this statute was passed. (Horne, 2010, 

p. 1) 

By utilizing the words of Dr. King, Horne links himself to what he presumes was the legacy of 

the famous civil rights leader; that color should not be considered a part of a person’s identity. 
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Horne also links this colorblind view with a meritocratic philosophy noting that “most of these 

students’ parents came to this country, legally, because this is the land of opportunity, and that if 

they work hard they can achieve their goals. They should not be taught that they are oppressed” 

(Horne, 2010, p. 7).  The colorblind view emphasized by Horne is aligned with discourse of 

A.R.S. §15–112 itself. The third provision states that it is illegal to have classes or courses that 

“are designed primarily for pupils of a particular ethnic group” and the fourth prohibits classes or 

courses that “advocate ethnic solidarity instead of the treatment of pupils as individuals” (A.R.S.  

§15-112, (a) (i)). 

Huppenthal’s findings regarding these two provisions echo the colorblind philosophy 

found in Horne’s findings. Huppenthal cites that “much of the reviewed curriculum and materials 

address the reader as being Latino or Hispanic origin and thus part of an oppressed people” as 

evidence of violating the third provision (Huppenthal, 2011, p. 2). According to Huppenthal, the 

MAS curriculum and materials which “repeatedly emphasize the importance of building 

Hispanic nationalism and unity in the face of assimilation and oppression” violated the fourth 

provision (Huppenthal, 2011, p. 2). Thus, the findings of noncompliance of both Superintendents 

of Public Instruction outline a key component of the masternarrative, which portrays people of 

color as having equal opportunity within an American society that rewards those who work hard 

and achieve, regardless of race.   

The Subjects 

The Styles and Genres of the Teachers  

 Naomi taught U.S. History from a Chicana/o perspective as well as the U.S. Social 

Justice Project, while Angel taught Chicana/o literature. When coding for styles and genres 

within discourse Fairclough (2010) describes the autobiographical self as the way in which the 
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subject talks about their own life experiences. When discussing her experiences, Naomi, traced 

her interest in Chicana/o studies back to college but also links the work that she currently does 

with the work done by generations of Chicana/o leaders. 

I took Chicano studies in college and I had an opportunity to have Asadamado Negro 

who is one of our key Chicano veteranos from the Chicano movement of the late 60s, 

early 70s, and he was one of my mentors and I took his courses and so for me it’s very 

much all of his work and all of those people from that generation and it’s my 

responsibility to ensure that this stays and it’s with a great sense of pride.  

Angel’s experiences with the Chicano/a movement and culturally responsive pedagogy 

began when he came to Tucson. Previous to this he described a personal struggle to find his 

Mexican identity within his biracial identity which emphasized the “whole Nordic thing.” He 

stated that as a child “I needed to learn about being Chicano because it was like something being 

Mexican in my household, tamales at Christmas and stuff, we did behind the closed doors but out 

in school, heck no.” Angel went on to reveal that after college he began the process of learning 

more about his Chicano identity in part because of the predominance of Hispanic culture in this 

majority Hispanic city.  

I tended to demonize that [Chicano identity] or internally oppress myself so coming to 

Tucson, reading and being gently nudged and like hey look at this and it was obvious 

when I stood in front of a classroom here in Tucson. I’ve never been the majority in a 

classroom before, it was empowering and scary because I was like ‘I don’t got anything 

for these kids, what do I have in that regard?’ Well I’ve got my education, I’ve got my 

street smarts, I’ve got my instincts and I work hard so let’s do that and then I’ll grow into 

the role of knowing more about who we are and I’ll listen and I think that was really 
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important for me to formulate being a Chicano identity, is that I learned it from my 

students mostly.  

 While Angel struggled with his own ethnic identity before becoming a teacher, Naomi 

has her own complex feelings regarding race in the context of the accusations made by the State, 

most notably that the program (and therefore its teachers) “promotes resentment towards a race 

or class of people” (A.R.S. §15–112, (a) (i)). Naomi notes the hypocrisy of this accusation 

considering that she fell in love with and created a family with a “European American.” Her 

critique builds a bridge between the autobiographical self and what Fairclough (2010) describes 

as the discoursal self, which are the points of struggle and conflict among various individuals and 

groups in order to define and create the dominant world view (i.e., discourse). 

I think that we’ve been basically essentialized and put in this box by the opposition on 

who we are and what we represent and this whole…like personally I have a real strong 

feeling against the second accusation of the law that we promote resentment towards a 

race or class or people. How can I do that, like really how can I do that when my 

daughter is from both of these worlds it’s just disgusting that you would even say that, 

and then my colleagues too, a lot of them are half Mexican American and half European 

American too, that’s not ever discussed and in the media I have gone and said these 

things and that’s never made the cut so that is a very Black/White issue for our opposition 

and the media as well, it’s easier that way.  

 Both Angel and Naomi spent a large part of the interview talking about their pedagogy 

and how it related to the actions of the State. Both Naomi and Angel related their use of 

indigenous epistemology and used it as a counterargument to the allegations made by the State. 
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Naomi takes special exception to the allegations made that the program “promotes resentment 

towards a race or class of people” (A.R.S. §15–112, (a) (i)) and counters:  

We’ve embraced a lot of indigenous philosophy and wisdom where, and this counters a 

lot of what Horne promotes, us being racist, is that there is this whole rehumanization 

that we expect of our students. That out there oppression does exist in our communities 

but it exists because of the “isms” [racism, classism, sexism] and people aren’t seen as 

human beings the way that they should be. So one of the philosophies that we use in our 

classrooms is In lak’ech , which is a Mayan philosophy meaning ‘you are my other me.’ 

You can’t go out there and be angry and you can’t use that same kind of hatred back at 

other people that might be doing that to you. It’s your responsibility to see them as true 

human beings and to heal our communities.  

Angel repeatedly compares the struggle of the MAS teachers as part of a larger fight in 

public education. He describes what is happening to the MAS program as part of a larger 

movement in which teachers are “pariahs” and challenges them to “be courageous, we need to 

stop being milquetoast [and become] advocates for our students in a way that ensures the 

opportunity for them to achieve greatness and to fall in love with school, become a better human 

being.” Like Naomi, he also connects this back to the culturally responsive pedagogy and 

philosophies he uses in his teaching. 

 Even if it doesn’t give the most pay, you get something special from the parents and the 

community and the society and if we start treating teachers like we’ve been treated then 

we’re just proving that something sick is going on and that’s the most heartbreaking part 

right now and why this story needs to get out and why we all need to start practicing 

Tezlleapoca, looking in that smoky mirror and really asking, do we like what we see?  
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Naomi also described the importance of using a culturally responsive pedagogy in to challenge 

the pervasive deficit discourses that often surrounds her students and their families.  

 If they see themselves in the curriculum, if they are engaged, if they see their prior 

knowledge are embraced by the teacher and they see this true respect for their parents and 

what they have to bring…their achievement improved. We didn’t make any excuses for 

their reading abilities, by saying you know that their parents aren’t interested in their 

education, aren’t reading to them or whatever it was that was being perpetuated. It’s 

about, they’re connecting to our classrooms, to our school, and to our learning, that’s 

what it comes down to.  

The emphasis on student and community advocacy, social change, and a critique of 

educational policy are examples of more than the discoursal self of the subjects. These themes, 

which are reiterated time and again by the teacher subjects, are also evidence of the genres they 

operate from. As stated earlier, genres are the rules of interaction among people dictating what 

they say, how they interact, and the identities they construct. As we will see throughout the 

narratives of the teacher subjects, there is a continual emphasis on activism, advocacy, and an 

unapologetically critical view of many of the participants that constitute the public, most notably 

the State. These notable themes in the genres of the teachers cause a shift from a traditional 

teacher and politically neutral district employee role to that of a community activist and agent for 

social change. While one can argue that under Urrieta’s (2005) definition of activism the State 

also operates under an activism genre, the juxtaposition of this genre versus that of the teacher 

subjects could not be more disparate. While the State’s findings of noncompliance emphasize a 

colorblind view, the teacher subjects repeatedly stress the need to, as Angel said, “stop being 
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milquetoast” and speak openly about resisting  the actions of the State, acknowledging that race 

based oppression exists and advocating for the students in the MAS program and their families.  

Patricia taught American History from the Chicana/o experience as well as the American 

Government Social Justice Project. Liliana taught Chicana/o Literature and Gabriella taught an 

Indigenous art class as part of the MAS program. Each of these participants related a story about 

their past (i.e., autobiographical self) that revealed a personal connection to the ideals and 

content of the MAS program. Patricia described growing up in a “progressive” family and like 

Naomi, college was where she initially developed what she called her “social justice vision” 

which ultimately led her to the teaching profession, but she is careful to note that she did not 

become a teacher to “brainwash” but rather to “provide a comprehensive view of our history as 

opposed to one narrative.” Gabriella also found her own identity in college but had to go through 

many different experiences and struggles to get to that point. Some of her earliest memories were 

of experiencing discrimination in school, which deeply impacted how she viewed her own 

culture and shaped her notion of self. 

When I started school I was bilingual, but in the playground I was reprimanded for 

speaking Spanish to a cousin. After that, I never spoke Spanish again. I graduated from 

high school and felt very lost, because I didn’t speak my mother tongue, and I looked 

more Mexican than the Mexicans that could speak Spanish. I felt insecure in that manner, 

that something was missing. 

Discriminatory governmental policies impacted Liliana’s own family history, specifically when 

the federal government deported her father during the Great Depression. She makes a connection 

between this event and her own pedagogy. 
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We teach the history and the literature the way it happened. It happened this way, why 

am I going to lie and say that [it didn’t]. You know, in 1929 Mexicans were put on a train 

and sent back to Mexico because the United States wanted to create all these jobs for the 

majority, which would be the Whites, that they felt that the Mexicans were taking? They 

shipped back Mexican Americans, Mexicans born in the United States. My Dad was one 

of them. They put him on a train and shipped him back and said ‘when the economy gets 

better you can come back’ but it was harder to come back once they were over there.  

With each of these participants we see a pattern in which their autobiographical self connects 

directly with their current work and their view of the world. Whether influenced by college or by 

personal and/or historical experiences with racism and discrimination each of the participants 

cite aspects of the autobiographical self and link it to their current work and worldview. 

 Within that work as a culturally relevant educator is the battle over Discourse, especially 

in this unique situation in which the program is under investigation by the State. As a history 

teacher, Patricia spoke at length about the validation of Mexican American history and its 

heightened importance considering the political climate of the State, which she felt was targeting 

Hispanics and Hispanic Americans. 

I think it’s a myth that Mexican American history isn’t American history, we teach the 

standards. It’s a myth that it's just for Mexican Americans. It’s a myth that it’s alienating 

to other groups. I say a myth, certainly people have their feelings. I wouldn’t deny 

anybody’s feelings, but I think that should be analyzed within the context of what’s 

happening and what has been happening in Arizona for the past 10 years or even longer.  
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Just as Patricia spoke about the “myths” that A.R.S. §15–112 perpetuated, Liliana also 

spoke out against the discourse used by the State and placed this within the larger context of 

American history. 

It’s history, just like the internment camps for the Japanese Americans, just like what the 

African Americans went through in the South that was the history, that’s what happened. 

Why are we going to hide that from our children, from our students, it happened, so you 

move on, what are you going to do now? Are you going to stay in the barrio and hide in 

your house or are you going to do something? Continue with your education, become a 

productive citizen of the United States. That’s what we try to teach them. We do not tell 

them to hate the United States or America, we don’t do that, we’re just teaching it the 

way it happened, the history.  

Liliana also noted that the law itself was a direct attack on her students and the value of their 

ethnic identity and links this to political climate of the State. 

[The law communicates] that they’re [the students] not valued because we’ve got this 

program and we've got these kids and they’re being attacked because of their ethnicity 

and even those that aren’t Mexican Americans feel that they’re attacking the Mexican 

American ethnicity. They just feel like they’re not valued. I think it adds to the 

atmosphere of racism that’s going on in Arizona.  

 In these narratives we see aspects of Liliana and Patricia’s discoursal selves and 

how they juxtapose their views with the discourse of the State. Patricia’s argument that A.R.S. 

§15–112 perpetuates myths within the broader discourse of the State against Mexican Americans 

illustrates the power of law to shape discourse, specifically the masternarrative. Likewise, 

Liliana’s challenge to her students not to “hide in the barrio” in the face of discrimination and 
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her belief that the law devalues the ethnicity and identify of her students is evidence of an 

overarching discourse that she and her fellow teachers are critiquing. These narratives also speak 

to the genres these teachers operate from, which are similar to that of Angel and Naomi. Within 

the discoursal selves of these participants are the continuation of an emphasis on advocacy and 

social change and an openness to critique those in power, which again challenges the traditional 

genre of the politically neutral teacher 

Sophia, a self-described “critical theorist,” taught Chicana/o Literature at Javelina High 

School while her counterpart Alejandro taught Chicana/o History and U.S. History Social Justice 

Project. Like Gabriella from Agave High School, Sophia has distinct memories of discrimination 

and racism due to her race and use of the Spanish language, which ultimately shaped her own 

desire to become an educator.  

I was born in Mexico so I didn’t speak English and I remember kindergarten and first 

grade kind of as a blur because I didn’t speak the language and there wasn’t a lot of effort 

on the part of my classroom teachers or the schools to bring me up to speed, to learn the 

language. I remember being punished a lot for not being on task; now I can articulate and 

say I didn’t know what was going on. So that was in the classroom. Outside of the 

classroom, I remember being called a lot of names; wetback and beaner, that type of 

thing. I had a very negative experience at school. I thought that as a teacher I could help 

students, specifically Mexican students, have positive experiences in school. 

Alejandro, like many of the subjects, grew up in Tucson and has a personal connection with the 

district, which he attended and now teaches in. This history with the district and his connection 

to the community he grew up in are driving forces in his motivation to be a culturally relevant 

educator.  



THE SPECTRUM OF DISCOURSE  114 

 

I have a vested interested in this school district, in Tucson Unified School District, my 

son goes to [school name], I’m not going to send him to a charter school or a private 

school, I have a vested interest in this district. I graduated from this district and so I 

believe in the kids that it serves and I truly believe that these students are not achieving 

not as a result of their lack of intellectual capacity, other than they’re not being provided 

an opportunity. There is a plethora of research that supports culturally relevant 

curriculum, teachers that believe in their students and that are just a part of it.  

  Alejandro’s discoursal self addresses the actions of the past and current Superintendents 

of Public Instruction, their role in shaping the discourse around the program, and towards 

Mexican American’s specifically. 

I can’t speak for anyone else, but as I see it, my analysis of it is this: Tom Horne has it 

out for us. He’s a politician, you know I studied politics and there are people called 

demagogue and in this he’s pandering to voters, playing on their fears and that got him 

elected. Huppenthal, it got him elected. So if you look at it, and I encourage you to look 

at Tom Horne’s record as the Superintendent of Instruction for the State of Arizona, and 

you’ll see that a lot of the bills he got passed and programs that he targets, such as our 

program, has been directed at Mexicans, and there is a problem in that, you know there is 

a problem there. I can see if it just happens just one time but when there is a pattern, there 

is a problem with that. So you can say that these politicians are playing on people’s fears 

to get them elected and they’ve been successful at doing that.  

In these narratives Alejandro and Sophia continue the discourse first presented by Gabriella; that 

the basis for A.R.S. §15–112 and other laws passed was political opportunism by public officials 
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to the perceived threat of the changing demographics of the State. Therefore, the targeting of the 

MAS program is part of larger discourse over issues of race, politics, and power in Arizona. 

Like Naomi and Angel from Creosote, both Alejandro and Sophia talked about their use 

of indigenous epistemology as a tool in shaping the discourse towards their students and the 

MAS program. As Sophia noted, “When you learn to think critically in that sense when you're 

not blaming the victim but you're actually looking at the system then you can affect some 

change, so that’s where the cultural responsiveness is.” Alejandro described that when he first 

taught the history of Chicana/os in the United States his students become angry not just about 

what happened but that they did not know this history before.  

So what we do as a department is channel that energy, that anger in a positive direction 

and that is to grow and we use an ancient way of knowing, an indigenous epistemology. 

Angel [from Creosote] begins his class with In lak’ech  and that means ‘tu eres mi otro 

yo’ you are me, I am you and so that is the overall theme of our classes. The value of 

humanity, all humanity, everyone’s humanity and that’s hard. When kids come in and 

they’ve been treated poorly by a teacher and you say ‘you know you need to see their 

humanity’ and try to teach that to a student, it’s difficult and modeling that as an adult is 

tough but it’s what we engage in on a daily process.  

Sophia also discussed her use of what she described as “indigenous epistemology” to overcome 

her students’ “internalized oppression” and developing their sense of self. 

The ones that we really focus on in class, the first one is the ‘Newan ti Newan’, and that 

one translates into ‘I am your I’, so that really speaks to respect and treating each other 

not like you want to be treated, but treating each other like I am you, you are me. The 

type of understanding that we are humans, that we have the same needs; it’s a really 
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profound sense of love and respect. There is another one that is called ‘Planawaltizli,’ 

and what that one speaks to is searching for truth to acquire stability. In academic terms it 

would be critical thinking. We are always searching for roots and truths so that we can 

arrive at grounded idea, grounded stability. So really getting the kids to think critically, to 

instill a sense of community, a sense of respect, those are some of the goals. 

Thus Sophia like several of her colleagues uses the indigenous epistemology within her classes 

to promote the kind of transformational resistance that many of the teachers describe as a key 

component of MAS.  However, this indigenous epistemology is also a counternarrative to the 

how the masternarrative portrays the program as being racial divisive and promoting oppression 

and resentment. 

 Manuel and Xavier both taught different sections of U.S. History-Chicano Perspectives 

and the U.S. History Social Justice Project at Ocotillo
4
. Daniel taught the Chicana/o Literature 

course for the school. Like so many of the other teacher subjects, all three of the teachers from 

Ocotillo traced their first exposure to Chicana/o studies to college and linked this with their 

motivation to become educators. Manuel, described the process as a “life altering” experience: 

Those classes planted a seed in me and instilled in me a sense of responsibility to the 

community. Studying the Chicano movement of the 1960s and the historically relevant 

curriculum and seeing that aspects of history have been ignored or omitted was a life 

altering experience. Learning about the contributions my people have made gave me a 

sense of belonging and investment in this country. It made me realize that our history 

wasn’t just an immigrant experience or that it was not unique. It made me proud of the 

achievement that they made.  

                                                 
4
 Ocotillo is a pseudonym for multiple sites 
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Daniel took his first Chicano Studies course at the University and afterwards he changed his 

major to History in the hopes he could integrate what he learned into his profession. He stated 

that the course “just opened my eyes to this kind of work….I was able to relate to it, that’s the 

number one issue, to be able to relate to it, to identify with it.”  Xavier’s exposure to Chicana/o 

studies began late in high school at a time when he was on the verge of dropping out (or pushed 

out depending on the narrative). However, when he learned about the history and writing of the 

Chicana/o movement he became inspired. 

So I got involved trying to teach my peers about the things I was learning, I started 

attending conferences, I attended workshops, community forums, just many different 

things where I was exposed to what I found out was what many referred to the Chicano 

movement, so that's what gave me the motivation to go to college in the first place.  

As part of his autobiographical self, Xavier also described how he has spent his entire life 

struggling with his identity as both an American and as a Chicano and how this ultimately 

influenced his own teaching practices. 

As long as I remember or have known, I have been an American, and within that identity 

is the Chicano identity and I think we have a right to practice that culture, like I said, to 

be proud of it… what I teach the students that are in my classes, when you are learning 

about your identity it's not something that is just going to happen overnight, it's 

something you have to struggle with, maybe your whole life just constantly trying to look 

into the mirror of your identity and find out who you are because that's one of the first 

steps I think in deciding that you want to do something positive in your life saying “This 

is my identity and I'm going to be true to my identity” whatever that identity is based on.  
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The importance of the college experience in the autobiographical style of many of the 

subjects’ lives and the influence it had in their work is one of the major themes that emerge from 

the narratives. Another notable theme is the struggle with identity described by Xavier. Whether 

this was a personal struggle for identity similar to what Angel, Naomi, and Xavier described, or 

one where the  subject was exposed to racist practices that they internalized such as the 

experiences of Gabriella, Liliana, and Sophia, this focus on the subject’s identity continually 

arises as a motivation in their current career choice as critically culturally relevant educators. 

Xavier provides further evidence of the importance of identity by his use of the word 

“solidarity” in relation to the MAS program, which differs markedly from the State’s 

interpretation.  

One of the things that we do communicate is solidarity, I wouldn't necessarily say ethnic 

solidarity, like they talk about the legislation but we want them [the students] to see 

themselves as part of something that is connected to people that they know, people they 

go to school with, people from their family, people from the broader community. 

Within these narratives is continued evidence of the subtle importance of language and word 

choice. Both the public and the subjects use terms like “solidarity” to describe the program but 

define it vastly different from the State, which thus alters the intent of the courses. From the 

State’s perspective it is nationalistic and anti-American while from the teachers’ perspective it is 

communal, even familial, and integral in supporting their students’ sense of identity. It is 

important to also reiterate that the genres these teachers operate from are strikingly stable. Each 

of the teacher subjects repeat a genre of activism and advocacy, where they take an active role in 

identifying the oppression embedded within the narrative of the State and openly challenge it.  

They are unconstrained by their professional roles as teachers and representatives of the district 
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and focus instead on their role in the community and to their students, allowing them to speak 

freely and critique the State openly. 

The Role of the Master and Counternarratives for the Teachers  

 As noted in the methodology, several key theoretical constructs from the CRT and 

LatCrit literature help characterize the master and counternarratives. One of most frequent 

theories that permeated these interviews was the theory of transformational resistance within the 

teachers’ counternarratives (Solórzano & Bernal, 2001). When describing the key components of 

their curriculum both Naomi and Angel referred back to the notion of community service, social 

justice and an awareness of oppression. Naomi defines this as a “key goal” of the program. 

Another key goal, [that] gets us in trouble, is that there has to be a commitment to their 

community, it’s their responsibility to be critically conscious and to make some changes 

in their community that are social justice based. [Seth:  How does this get you into 

trouble?] Let’s see, in the media, they will have our students’ protesting out there…now 

it’s not so bad but in the past it has been portrayed that our students are angry and they 

might feel that they’re oppressed but the reality is that oppression does exist and that 

once you know that it exists it’s your responsibility to take action to ensure that what’s 

happening to this generation doesn’t happen to the next. It’s more than taking the test 

(laughs).  

Thus Naomi describes the complexity of foster students’ critical consciousness and a call to 

action with how those outside of the program portray the students and MAS.  Angel also 

emphasizes that a key component of his curriculum is making students aware of oppression in 

the hopes that this knowledge will empower his students to become agents of change. 
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And I think that we [the teachers] are fearless to call out injustices and that’s a part of the 

experience of the classroom, I don’t want to say content cause that kinda makes it seem 

indoctrination but no it’s more like the pedagogy, it’s in the room. So if a student can go 

‘I don’t believe what you’re saying’ that’s great, that same critical consciousness should 

be interrogating things that they’re uncomfortable with I’m saying the status quo 

politically, economically, the civil rights, the human rights of folks and those policy 

issues, and what’s going on in their own schools and all those things. So I think the fact 

that we encourage our students to look at those tensions, what Freire called 

conscientization, which is analyzing the restraints in our lives in order to come up with a 

way to transform those constraints to make a more just world. 

Angel’s narrative also links transformational resistance with the theory of Whiteness as 

property, as described by Harris (1995), by linking the normalization of Whiteness to both his 

and his students’ struggle to find their identities within the standard curriculum. 

We normalize Whiteness [in the curriculum], and its hurtful and painful to many of our 

students, like myself, and there’s a lot more than me that don’t have that at home and to 

see our students gain that sense of self and that positive identity and go home and teach 

their parents. That’s cool and that’s healing, that heals the trauma of a community and 

we’ve had trauma in Tucson.  

This notion of transformative resistance applies not only to the students but to the teachers 

themselves. Both Angel and Naomi spoke of their own fights with the district on issues ranging 

from professional development to advocating in front of the governing board for the MAS 

program. Naomi described one instance when she spoke out against the district’s use of a 

specific type of training which she felt promoted a deficit discourse towards her students by 
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conceptualizing them as inherently disadvantaged when it came to navigating school and 

academics. She described how difficult it was to challenge these views in staff meetings with her 

administrator and with district officials. She also described the “battle fatigue” that she was 

currently experiencing “because there are these little battles that we have to fight on behalf of our 

students that other teachers just do their job and go to the trainings and don’t question it.” Her 

point to speak out against the masternarrative reinforces the notion that the teachers in this case 

study offer a counternarrative, one that challenges the prevailing deficit view associated with 

students of color in education.  Angel spoke in detail about the various board meetings he 

attended as the governing board debated the merits of the program.  

We’re those uppity Mexicans, I know they [governing board] think that... I mean change 

doesn’t happen because you’re scared and you need to do it some comfortable way. You 

know, they just don’t know their history when they say things like that. No, we’re not 

arrogant because we demand the opportunity to learn our history and read our stories. No, 

we’re just right…and people think that’s arrogant (laughs). 

Thus both Angel and Naomi see their roles not only as advocates for the MAS program but as 

change agents at a macro level challenging district programs and policies that they believe 

portray their students and their home communities as inherently inferior to their White 

classmates. 

 Similarly, Patricia noted that A.R.S. §15–112  communicated that students “that this 

history isn’t valued, that this history is subversive” and that it “feeds their [students] feelings, 

which we are trying to deal with, of being marginalized, or not being a part of this country.” 

From there Patricia touches upon something that would reappear in later interviews; her 

students’ belief that “American” is equivalent to “White.”  
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I don't know if this is the case for you [as a teacher] but the kids say "Americans" when  

they are referring to White and I think that says a lot because we’re not just talking about 

recent second, third generation we are talking about kids at all different levels of 

generations. 

Later in the interview, Patricia goes back to this notion of being American, using it as a point of 

divergence between what she sees as A.R.S. §15–112 and what is actually happening in the 

classrooms. 

One of the criticisms of the program is that we’re teaching kids to be anti-American and 

that’s insane because what we’re doing is helping them to feel more a part of this country 

because they have been marginalized and especially looking at the laws in the past six 

years [in Arizona], its real, I mean the attitude towards people of Mexican descent in an 

area that used to be Mexico, it’s sad, it’s very sad. 

Just as Patricia spoke of using her curriculum as a way to have her students own the 

concept of being American, both Gabriella and Liliana describe how their respective curricula 

work to validate students’ ethnic identity and knowledge. Gabriella stated that the importance of 

her work is that it allows her students to: 

Find the richness of their pasts and to find themselves in that glorious world that the 

majority of them have been denied; that’s my primary stimulus for everything that I do, 

and to be able to give that gift to a student. 

When describing the importance of her work, Liliana repeatedly spoke of how it validated 

students’ history and culture, something she had previously critiqued A.R.S. §15–112 for taking 

away from her students. 
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It gives the kids an idea of where they came from. Their culture isn’t just about food and 

the music. There are people out there writing, there are books out there that they need to 

read and see how these authors can write about symbolism, and themes and magical 

realism and see that Mexican American writers can do that and hopefully instill in them 

the confidence to want to be better, to be better students and want to go to college.  

In the end, Patricia, Gabriela, and Liliana were united in their belief that A.R.S. §15–112 was an 

attack on their students and on the Hispanic community at large. Liliana stated simply that, 

“We’re living in a state full of racism and bigotry. These laws are being designed to attack a 

certain ethnicity. Why is that?” When I asked Gabriella why she thought the program was being 

targeted by the State she paused only momentarily before replying: 

I think people are threatened; those in the established status quo are threatened. They see 

students that are engaged and are willing to say, “This is what I want. This is what I need, 

and I will do anything in order to pursue this knowledge.” I think that is very threatening 

to people because when a student takes these classes, they feel empowered. Knowledge is 

power, and that’s what happening, and it’s very threatening; that’s my view point…. they 

[the students] are very aware. Aware of this underlying racism, is what it is. They 

experience it every day of their lives, so it’s nothing new, but it’s so blatant now with 

these laws.  

In this passage Gabriella touches upon many of the themes that her colleagues will reiterate: the 

belief that the courses, which openly discuss issues of race, racism, and oppression, empower 

students and lead to the kind of transformational resistance that challenges the dominant 

narrative. 
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 Like Gabriella, Sophia and Alejandro describe a continued theme in the counternarratives 

of the subjects’ narratives; that the actions of the State against MAS are the result of the 

dominant group feeling threatened by the changing demographics of the State and, because of 

their connection to MAS and their own racial backgrounds, the subjects are directly connected to 

this struggle. Sophia speaks directly about the power of the discourse coming from the State and 

its basis in the fear of demographic shifts in Arizona. 

The thing is they're [legislators, politicians] afraid of the demographic shift, they're afraid 

of the “browning” of Arizona. They [the public] need to recognize that. I don’t know 

what it’s going to take; I don’t know that they want to. I think they're set in their way of 

thinking and that’s that. It’s going to take that, and it’s going to take fighting a whole lot 

of ignorance, because you get people who read what these legislatures write and they 

believe it, they play on people’s fears. It’s just sad to know that people aren’t really 

critical about what they hear or read or see on the news. I think that’s what needs to 

happen, they need to recognize it. But I don’t see that happening.  

Sophia and Alejandro spent large portions of the interview speaking directly about, as Sophia 

described, one of MAS’s reasons for existence, “to disrupt what’s been normalized.” To explain 

this further she used the “national push out rate” for Chicana/o students as an example.  

They [students] don’t drop out; they are pushed out, intentionally pushed out of the 

system. The factors that contribute to that push out are teachers who operate from a 

stereotypical mentality; buying into the idea that Chicano students don’t care about 

education, they don’t value it, they have no regard for it and therefore aren’t going to do 

well. You have teacher[s] who operate from that paradigm and then you have a 

curriculum that’s not relevant to them. Those are the prime factors that would set up a 



THE SPECTRUM OF DISCOURSE  125 

 

situation for a Chicano student to feel unwanted, not feel like they are authentically cared 

for. A lot of them get pushed out. 

While Sophia uses the term “push out rate” to describe the systematic exclusion of Chicana/o 

students from higher education, Alejandro also uses counter terminology to describe how 

Chicana/o students are excluded from ownership of knowledge.  

You want to look at funding, how are schools funded, property taxes and so on and so 

forth and so this creates this opportunity gap, it has nothing to do with achievement. I’m 

not saying all these minority kids are going to be Rhodes scholars, but they are going to 

succeed, they’re going to rise up to whatever academic, cognitive challenge there is 

ahead of them if they’re given the proper tools to do so and that has not been the case 

from day one in this country unfortunately. So critical educators call that an opportunity 

gap as opposed to an achievement gap because in the opportunity gap now we are starting 

to talk about the institution of education and I think that’s a great place to begin a 

dialogue, a change. 

In these narratives both Alejandro and Sophia use a counternarrative to describe what the 

dominant narrative has historically called the dropout rate and achievement gap. This use of 

language changes the focus from the student and the perception that they intentionally leave 

education (i.e., students drop out and are responsible for their gaps in their achievement) to one 

that is more focused on the social institution of education (i.e., it pushes students out and 

students are deprived of equal opportunity). This detailed analysis of language is also used when 

Alejandro dissects the narrative of the State against the MAS program: 

It’s laughable that someone is teaching someone to overthrow the United States 

government and it’s particularly disgusting that we’re teaching racism…There is a lot of 
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bigotry there but he [Horne] is calling us bigots, it’s your typical Glenn Beck, Obama is a 

racist, and because he [Horne] says it he’s just disqualified himself from being a racist.  

This quote reiterates how the subjects’ awareness of the intricacies of language, which both 

Sophia and Alejandro claim comes from their background as “critical educators,” can be used as 

a tool in countering the masternarrative of the State and as a  critique of the larger social 

institutions that act as a barrier to their students. 

 To overcome these barriers both Alejandro and Sophia spoke at great length about the 

need to develop a critical consciousness of oppression and its existence to combat it effectively, 

which is also known as the theory of transformational resistance as described by Solórzano and 

Delgado (2001). Continuing his discussion on the difference between the “achievement gap” and 

“opportunity gap” Alejandro explains:  

So when you say achievement gap, Palo Freire has three levels of consciousness, one 

being magical and you place inequality on bad luck or God, the second one has naïve, 

and our students learn this, which is the idea that you blame the victim or the person and 

the third is being critically conscious in the sense that you look at the structure. We’ve 

created this social problem and so the word achievement gap places all the blame on the 

victims, on the inner city schools, regardless of race, but who predominantly is in these 

inner city schools, they’re minorities. So as Langston Hughes said, their dreams are being 

deferred…their dreams are being deferred.   

Alejandro’s citation of Palo Freire, whose work Pedagogy of the Oppressed was an integral part 

of the MAS curriculum, is further evidence of the use of transformative critical consciousness 

utilized in the pedagogy of the MAS program. Interestingly, while members of the public such as 

the former Superintendent Horne used the inclusion of Freire in the MAS curriculum as evidence 
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of its violation of A.R.S. §15–112, Alejandro uses it to disrupt the masternarrative of 

achievement versus opportunity gap. 

Both Alejandro and Sophia discussed a similar process in which they took what they 

knew as critical educators regarding the systematic ways that schools push out or withhold 

opportunities for their students, and combined this with a culturally responsive pedagogy. Their 

next step was to channel their students’ energy into taking action to change the system. 

Alejandro described this as channeling their “leche la polche, positive energy.” Sophia in 

particular believed that the State was targeting the program because of its emphasis on social 

justice and student activism. 

We disrupt the status quo. Because education is, in this little area, not doing what it’s 

supposed to do. When we think about students who are pushed out, about students who 

can’t think critically… the educational system is not doing what it’s supposed to do. It’s 

making students not be thinkers, not engage civically. When you have this program that 

disrupts that normalizing of people in that way… it’s a scary thought that people might 

learn about it and want to replicate it. I think that’s their fear... [the students] are 

upholding their rights as citizens. They are aware of the rights that they have, they're 

aware of constitutional rights, of their rights as citizens, so they act on those rights. They 

protect those rights and they are out there letting other people know that they have these 

rights.  

The belief that the program is being targeted because of its success and its ability to activate 

students’ critical consciousness and move them to action is reiterated throughout the teacher 

narratives regardless of school site and provides a context in which to describe the 

counternarrative. 
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 Daniel asks the seemingly simple question which takes us straight to the heart of the 

struggle over the master and counternarrative:  

Why should this history, why should this curriculum be dangerous to the classic 

curriculum? We talk about the Mexican American/Latino contribution to this country and 

why should that be a second class elective, it’s that threatening? It is American history, it 

is American government [his auditory emphasis].  

Reiterated throughout the narratives of the subjects are the continual questions regarding the 

ownership of American identity, history, and culture that is embedded within the discourse over 

the MAS curriculum. For the subjects in this study, this fight over what defines an American is 

both a personal issue as well as professional. Like Daniel, Manuel directly questions what it 

means to be an American for both himself and for his students and challenges the notion that 

notion of American is synonymous with White.  

Who’s American, what does that really mean to be American? Is my experience any less 

American that anyone else’s? Is it less American than yours? What we’re doing is 

American, providing our American kids with the skills that they need to survive and 

excel, to be able to go to college.  

Xavier continues this theme in his narrative regarding the discourse of the State towards the 

program as anti-American, which is at odds with what he describes as the goals of the program. 

We want them [the students] to see that they are just as American as anybody else, from 

whatever state or whatever neighborhood or whatever, they are just as American as any 

ethnic group or people from different ethnic groups. 

In his analysis of A.R.S. §15–112 and other laws passed by the Arizona legislature, Xavier uses 

the concept of what it means to be American to critique the allegation that his curriculum 
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advocated the overthrow of the United States. He stated in his view that “it’s not us [teachers] 

that are un-American, it’s these laws [A.R.S. §15–112 and previous legislative attempts to ban 

ethnic studies] that are un-American. These laws go against the Bill of Rights, they go against 

the Founding Fathers.” This narrative provides additional evidence of the battle over ownership 

of what it means to be American. Xavier goes on to note that from the perspective of the public, 

that “if they were willing to have a Hispanic studies department, I think that they would want it 

to be about assimilating students to be what their idea of an American is and that’s not what our 

classes are about.” Daniel, like Xavier, Naomi, Angel, Alejandro, and Sophia, critiques the 

language used by the State that portrayed the courses as anti-American and even traitorous. Like 

Xavier, he also connects this to the larger issue of what it means to be American. 

If it’s unconstitutional, if it goes against the United States Constitution, then we call that 

anti-American. Our kids see the hypocrisy in that, the accusations that we’re often 

accused of being anti-American and we’re fighting to uphold the United States 

Constitution. Who’s more American, people that are fighting for the Constitution or 

people that are willing to fold it up at their convenience?  

Embedded with the narratives of struggling for ownership of what is to be an American is the 

repeated genre of advocacy on behalf of their students to have their experiences and culture 

included within that dominant discourse of American identity and history. Daniel describes how 

the process unfolds within his own pedagogy. 

It’s kind of funny the process, first [the students] don’t believe it [the history], to finally 

looking it up and saying, “Wow, I can’t believe it.” And then they get angry, right? But 

it’s our job to teach them that you can’t stay there, if you stay there nothing else is going 

to happen, so from disbelief, to angry, to reconcile angry and finding a way to improve 
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the conditions. What can I do to lead to positive change that’s good for humanity? So I 

guess that’s the kind of process that I’m talking about, the specific process of how they 

grow. What can I do as an agent of change that’s going to be better for everyone in 

society?  

While this passage provides Daniel descriptions of how his students develop the critical 

consciousness needed for social change, it also describes the genres that the teachers operate 

from, a component of the first research question in this study.  The specific phrase “agent of 

change,” is the most direct and appropriate description of the genres found within all of the 

teacher subjects’ narratives.  

Like Gabriella from Agave and Alejandro and Sophia from Javelina, Xavier describes the 

opposition to the program as having “a lot to do with the demographics” and goes on to note that 

“I think we as an ethnic group represent some kind of a threat to what they [state legislators] see 

as American traditions and culture.”  Daniel shares this view stating that: 

I know the curriculum is state aligned but they’ve [state legislators and the 

Superintendent of Public Instruction] made it real clear, they have a real problem with 

students learning this type of history and this type of work but you know, education is 

powerful and they know that. We have a rapidly growing demographic that’s educated 

and for whatever reason they fear that, people in power fear that and that’s part of it.  

These narratives continually reiterate the threat that changing demographics pose to those in 

power, and provide additional evidence of how the subjects depict the targeting of their program 

within the larger discourse of the State’s hegemonic power. This struggle over the control of the 

discourse was emotionally and physically draining for the subjects, which Manuel described in 

detail: 
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We’ve entered a state of battle fatigue. We’re all just beat to hell. That doesn’t mean 

we’re going to quit but we’re tired. We have a meeting today, another tomorrow, and 

another on Saturday and it takes a toll. But it’s a small price. That was part of my 

hesitation in contacting you, it’s like PTSD. Thinking that you might be an undercover 

agent for the State or something but it’s crazy, we don’t have anything to hide. It’s a lot 

of pressure, you don’t want to be the one who blows 50 years of struggle by saying 

something that is misinterpreted or taken out of context. 

The term “battle fatigue,” which was also used by Naomi to describe what the subjects were 

currently feeling, is perhaps the most poignant phrase to encapsulate the struggle over discourse 

on behalf of the subjects.  Within their narratives they continually contextualize as part of a 

larger struggle that has taken place over the course of generations.  

 While the struggle for ownership of the term “American” and the threat that a critically 

conscious and educated Chicana/o population poses to those in power are consistent themes 

throughout the narratives of the subjects, there is also an interwoven theme acknowledging both 

historical and current oppression and the resistance that comes through the development of 

critical consciousness. Manuel notes that the MAS curriculum is more than studying the history 

of oppression and critiques this form of pedagogy. 

Learning strictly the story of subjugation is just as detrimental as not learning the story at 

all. There is a hole created in your soul; in your identity. This void in one's being is often 

manifeste)d in self destructive behavior by adolescents. This is a form of resistance to the 

historical traumas that they, collectively, have endured. Having a sense of belonging and 

identity is paramount to our healthy development as human beings. We have a culture, 
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we have an identity that is often not recognized or overlooked. As a result the same void 

experienced by African Americans also exists of Mexican Americans.  

Xavier also described the impact of his courses specifically on the identities of his students and 

how the MAS curriculum validates their identities by including them in the historic struggle for 

equal educational opportunity. 

The reason these programs were created was to give greater justice to communities that 

were struggling to get people from their community to pursue higher education and it was 

seen as one of the ways that you could make education relevant to different communities 

is by painting a picture of history in which they see themselves in that history. 

Xavier’s emphasis on social justice reiterates the teacher subjects’ narratives that the ultimate 

goal of their pedagogy is to empower their students into critical activism for their own 

communities, in a process similar to the transformational resistance described by Solórzano and 

Delgado Bernal (2001). It is evident in these narratives that this is a truly critical educational 

discourse in which the teachers are openly acknowledging oppression and subjugation while 

simultaneously pushing for social change. Daniel makes this clear in his critique of traditional 

multicultural education courses, which he believes the State and district governing board are 

trying to change the MAS classes into.  

What’s more effective, learning history, government, literature, many would argue 

college-level material, or an elective class that teaches you how to make piñatas or 

Mexican food, right? So it’s just a different paradigm, piñatas and Mexican food or 

Freire? What’s more effective, what’s more relevant, what’s going to help these kids 

navigate through society? Piñatas and Mexican food there’s not much critical thinking 

going on.  
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Like Alejandro, Daniel’s specific inclusion of Paulo Freire supports the conclusion that the 

overarching goal of the teacher subjects is to develop a critical consciousness in their students of 

their own role within society and also challenge them to engage in the struggle for change.  

 All of the subjects from Ocotillo spoke of their students’ activism with pride. Daniel 

specifically linked this activism with the development of his student’s critical consciousness. 

The skills that they [the students] develop, the critical conscious skills, we’ve seen these 

people [the students] turn not only into professionals but be very active in the community 

in fighting to improve conditions for their community. Something they may have blown 

off or may not paid attention to in the past where they now pay attention to it and they 

have learned to stand up and organize in their community to fix that wrong. 

 Xavier and Manuel also discussed the activism of their students but also noted the inherent 

dangers in their students becoming activists for the MAS program. Like Naomi from Agave, 

Manuel noted it was the program’s ability to be successful with its students and the students’ 

defense of the program that ultimately made it a target.  

We’re targeted because of the success in terms of achievement, college enrollment, and 

dropout prevention. It’s creating competition, creating a threat to the status quo. These 

students have become engaged and they are a thorn in the side of the leadership in TUSD. 

But students need to have a place in this discussion. The students are a threat because 

they’re empowered. They have the skills and confidence to tackle any issue that they find 

to be unjust. This is a transformation that takes place for many of our students, as it 

transformed me. 

Xavier’s emphasis was not only on his student’s activism at the governing board meetings and at 

public events, but also on his fear that his students would become discouraged in the struggle. 
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I'm real proud of the way these students have responded to it [A.R.S. §15–112]. I think 

that they are trying to get the message out there and I just hope that they don't get, I don't 

know, discouraged, they don't get discouraged about how slow the wheels of change and 

justice go.  

Thus we see the repeated theme of the importance of transformational resistance within the 

narratives of the teachers and its role in shaping not only the actions of the teachers but of the 

students themselves. 

The Styles and Genres of the Principals 

  Along with agents within the schools who taught the MAS program, I’ve categorized the 

principals as subjects, similar to the teachers. These administrators, all of whom identified 

themselves as Hispanic and all of whom are men, provide another layer of complexity to the 

narratives that ultimately shaped the discourse around the MAS program. Their autobiographical 

selves influenced their own personal feelings about the program in different ways. Santiago, the 

principal of Javelina, was the only principal who openly stated his opposition to the program. In 

large part he based his opposition to the program on what he believed to be the content of the 

courses as well as the concept of oppression, which he linked back to his own experiences 

growing up in Tucson. When asked about the program he described its major objectives as 

follows: 

That Mexican Americans in the United States are colonized and that their rights have 

been trampled upon. That we need to return to this mythical land of Azatlan. Mostly that 

Mexican Americans in the United States are an oppressed people and need to fight for 

their rights. I’m not sure I agree with all that myself, being Mexican American myself, 

growing up in Tucson in 1950s and 1960s, having my parents and grandparents growing 
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up here. I’ve had firsthand experience with racism but not to the point that I was feeling 

oppressed. 

Cesar, the principal of Ocotillo, expressed support for the program and explained that his own 

experiences taking Chicana/o studies in college were influential on him personally, stating that  

“[Chicano studies courses] gave me a sense of belonging, the sense of pride that I needed to 

represent a minority that is part of our society.” His own personal experience with Chicano 

studies in college thus shaped his opinion of the MAS program. 

I don't want to be a part of a debate. I don't want to argue about the problem because I 

lead through the program, I am a product of the program so for me there is nothing to 

debate. It is based on what it has done for me which I am proud of who I am and I am 

proud to be serving my small community in the large picture. 

Fernando, the principal of Creosote, also had a personal connection to the program through his 

daughters, both of whom took MAS courses in high school. When asked if he believed the 

program was important he responded that he did and justified this belief stating that “I would 

state that there was relevance to the curriculum, there was a connection with themes, with subject 

matter that resonated with them [his daughters], with the curriculum.”  

 Jonathan, the principal of Agave, provided no substantial information about his own 

background or past that would inform the description of the autobiographical self but did state 

that he supported the program. His narrative more than any of the other participants emphasized 

the discoursal self, or the role he played in shaping the discourse around the program. 

Throughout the interview, Jonathan repeatedly referenced “the center” or “the middle,” meaning 

those who were neither actively against the program such as the State or defending the program, 

like the teachers, community activists, or the students. He described himself as in the center and 
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was supportive of the program but also saw himself as someone who was trying to bring the two 

sides together in a constructive way. 

[I'm] right there in the center (he points to the center of his desk) and I support the 

program, I think I’ve been real clear about that. But the political power that is over there 

(points the edge of his desk) with the State, they really could shut down that program 

anytime they want to. You got to deal with them, you’ve got to work with them and I 

think that’s what our superintendent is trying to do and it’s too bad because there are so 

many missed opportunities here and it’s like these people (points to the other edge of his 

desk)  say “If they stop lobbing bombs maybe we could talk.” And these people say, “If 

these people stop radicalizing kids maybe we would ease up on them.  “So it’s kinda like, 

hey relax, let’s get in a room, let’s talk, come on, chill out. 

Jonathan also described why it was so difficult for the “the center” to have a voice within the 

discourse surrounding the MAS program. While he believed that the key to resolving the debate 

rested with those in the center, he also emphasized that they were overshadowed due to the 

politicized nature of the issue. He described the discourse of the State as “a verbal Molotov 

cocktail” that polarized the debate and instilled fear.  

It would be nice if those individuals [Horne and Huppenthal] were held to the same 

[standard], if somebody would go and say, “Hey wait a minute, you can’t do this. Why 

are you instilling fear?” Because fear travels faster than the truth. We’ve known that for 

thousands of years. You want to mobilize someone into action, scare the hell out of them 

and here we are. 
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The end result of these attacks by the State and the politicization of the debate was the silencing 

of those in “the center,” who Jonathan believed were essential in finding consensus within the 

MAS program. 

So the only set of people that I can see that need to hold court on this [MAS] are these 

people, it’s the folks in the center, and right now it’s just so damn hot and so polarizing 

that it’s difficult for the center. In other words, the center gives instead of the center 

buttressing and shielding and running interference and that’s what you need the center to 

do and right now it’s been rendered either inert or silent. 

 While Jonathan viewed himself as within “the center,” Santiago’s narrative is reminiscent 

of the masternarrative espoused by the State at the beginning of this chapter. As illustrated in his 

autobiographical self, Santiago took issue with the notion of “oppression.”  

I think every minority group has faced oppression, even in the thirteen colonies there was 

religious oppression. Heck I’ve lived in Boston and the Irish are still mad. There has to be 

a fine line you have to walk in a classroom. I’ve taught history and while I’ve had my 

own personal opinion about things I’ve tried to not let that color my historical views and 

tend to present both sides but that’s me in my classroom and not in everyone’s classroom. 

I’m not sure the perspectives that are being taught are not being tainted by personal 

opinions and political agendas but not being in there I just don’t know.  

As seen in this quote, and at several points during the interview, Santiago emphasized that the 

MAS department evaluated the teachers who taught the MAS curriculum at his school and that 

he had not observed the classes. Regardless, he had a strong opinion about what he believed were 

the MAS program’s viewpoints. During the interview he repeatedly described the objectives of 

the program and its viewpoints as “outside the mainstream.” 
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I think that anytime you have ideas that are outside the mainstream you open yourself to 

criticism because there are people that don’t believe the same things you do, that’s not a 

bad thing but it’s true. I think the nice thing about being in the United States you can 

express those views but as Shakespeare said, you open yourself up to suffer the slings and 

arrows of outrageous fortune. 

As this quote illustrates, Santiago believed that the views expressed through the MAS program 

were “outside the mainstream,” which ultimately made it open to justifiable criticism.  This is the 

same kind of criticism that his colleague Jonathan had referred to as a “verbal Molotov cocktail.”  

When I asked Cesar, the principal of Ocotillo, what the debate around the MAS program 

communicated to the students, his answer was intentionally brief. “That the culture that we are 

representing is not worth investing in. I want to keep it short and sweet.” When asked about his 

role in the debate surrounding the program Cesar, like Jonathan, critiqued the current tone of the 

debate and emphasized a more central position. 

There is nothing to debate in my case, other than I want to be able to be a part of the 

solution. I don't want to be arguing, debates are for bureaucracy, I want to be a leader and 

find a solution, not a debate and someone to argue with. 

It is important to note that Cesar’s refusal to be “a part of the debate” also came up as part of his 

autobiographical self, and will ultimately overlap into one of the major themes from both the 

master and counternarratives. Cesar also emphasized that the program could be defended using 

student achievement data. He believed that in order to keep the program alive supporters, such as 

himself, needed to “show that it works, show data. [The] media likes to manipulate views and 

data for their own benefit but at the same time data cannot be challenged when it is presented 
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purely and how it can benefit or have a positive impact.” Fernando, the principal of Javelina, also 

described the importance of data to justify the program’s existence. 

Because at the end of the day, it’s not about how kids, yeah kids can feel good about 

themselves and feel validated, but at the end of the day can they compose, can they do 

research, can they look critically, can they express themselves written and orally and if 

those courses are able to demonstrate that which I think, now I haven’t done any data but 

I think that’s what I’m hearing then I think that’s what we need to do to convince people 

that these are viable options.  

The belief in the sanctity of data to defend the program and its importance in the validation of 

certain forms knowledge is one of several points of divergence between the narratives of the 

teacher and principal subjects.  

Perhaps the greatest divergence between the narratives of the teachers and that of the 

principals is the genres utilized by these two different groups. While the teachers utilized a 

change agent genre that emphasized activism, advocacy, and the acknowledgment of systematic 

oppression perpetrated by the masternarrative of the State, the administrators attempted to take a 

more neutral stance, with one distinct exception. For Jonathan, Cesar, and Fernando the most 

likely reason for the use of this more centrist position, which I describe as the administrative 

genre, is their position as district representatives. The emphasis on “the center” described by 

Jonathan and reiterated by Cesar in his repeated refusal to “be a part of a debate” exemplify how 

this administrative genre controls the narratives of the principals, even though they each stated 

that they supported the program. However, it is important to note the impact this genre has on the 

teachers’ perceptions of support. For example, Angel described the actions of his principal in the 

following way: 
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I watched my principal sit on his hands, wringing his hands maybe, unable to make 

ethical decisions to support me. He goes “well I’m not supposed to get political”… This 

is what’s funny for as much as he has sat back and done nothing at times, he has 

supported the kids and our festivals and our events and stuff like that but he hasn’t stood 

in the way and he has probably been, and this is where I have to give him a break, but it 

still doesn’t mean I’m happy with his performance or feel any real debt to him, none. But 

I at least give him credit that he’s probably been the best principal we’ve all ever had, 

which is kinda sad, that a principal that just…he gives me a heads up, so he’s had 

moments but he won’t fight this bear.   

Considering that his principal is Jonathan, the most outspoken in his critique of the “verbal 

Molotov cocktail” used by the State, this perception on behalf of Alejandro is surprising.  

Similarly, Manuel also critiques the actions taken by his administration (who did not take part in 

this case study) stating that his administration “hasn’t taken any steps either way, they kind of 

play the field, works it on both sides. It’s a volatile issue so they’re afraid of the backlash from 

the State, district or community…so they don’t really do anything.” Daniel also provides this 

analysis of the same administrator.   

Like I said it’s very neutral, publicly anyway that I’m aware of but as Howard Zinn said, 

there is no such thing as being neutral but its neutral, I mean it’s not one way or another. 

It’s very quiet and staying out of it if you will. 

What is evident is that for the teacher subjects the utilization of the administrative genre which 

emphasizes centrality and neutrality is tantamount to not having the support of the administrator. 

 The one exception of the administrative genre is Santiago, who openly criticizes the 

program and questions the professionalism and pedagogy of the teachers within it. However, as 
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the following section reveals, this has more to do with his alignment to the masternarrative which 

gives him the power to subvert the administrative genre. 

The Role of the Master and Counternarratives for the Principals 

Similar to the findings from the teacher subjects, the masternarrative exemplified by the 

narrative of the State was a prominent theme from the principal interviews. Jonathan is the most 

direct in his critique of the State and its discourse surrounding the program.  

In the community who has to prove that they’re American, which is insulting by the way. 

Who has to step forward time and time and time again, expose curriculum and talk about 

the fact that ‘no we are actually quite American in what we do’ my kids are great kids, 

they’re not radical, I’m not teaching them to be victims, over and over and over. Seth, I 

didn’t even want to talk to you. You get to the point where you sit there, not that I 

thought you had some sort of agenda but it was more like, you know at what point do I 

turn around and say, “O.K. let me just have yet one more discussion.” And therein lies 

the issue because you are sitting here with this list of facts based on what we try and do 

and yet somebody comes in and just lobs a bomb in the middle of the room and says 

“O.K. you’re un-American. I’m going to have my colleagues in the legislature write a 

law specifically for your program and specifically for the teachers that reside in this 

program.” 

Like a number of the teachers, Jonathan takes specific issue with the charge that MAS was anti-

American. Like the teachers, he emphasizes that he believed that what the MAS program was 

doing was in fact “very American.”  

I think it gets to that heart of what liberal arts is, it brings a diversity and I think that that 

is very American. I say that because the charge has been that some of what we’ve done or 
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some of the things perceived [to have] happen[ed], that somehow that it’s un-American 

when in reality it probably is closer to the American definition if you can because it 

brings diversity, it brings an alternative thought.  

In his description of why the State  targeted the program, Jonathan described in detail the 

concept of “local control,” which allowed governing boards the freedom to implement 

curriculum that best meets the needs of the community. From Jonathan’s perspective, this was 

the primary obstacle the State faced in implementing A.R.S. §15–112. In order to get support for 

the law he believed that the State intentionally utilized the narrative outlined at the beginning of 

this chapter. 

So they had to get out from under that piece [local control], that was problematic. So in 

comes the un-American issue. Because if it’s Marxist, if it’s collectivist, if it’s socialist, if 

we are radicalizing students and obviously, clearly, the governing board isn’t going to do 

anything about it, well then the State needs to come in. That is not the District’s thought, 

what I just described. That’s my thought. That’s my perspective about how I see it.  

Within this quote, Jonathan describes precisely how he sees the masternarrative used by the State 

within the discourse surrounding MAS. Specifically, Jonathan describes how the State used the 

Findings of Non-Compliance to portray the program as not only Marxist but un-American.  This 

charge of un-Americanism serves a dual purpose of making the program out of compliance with 

the law but also invalidates the curriculum and pedagogy itself self.  This is ultimately the power 

of the masernarrative, to normalize the whitness and bestow an otherness upon all other groups 

that do not fall within this category. 

In addition, there is another theme that came from the principal subjects, the attempt to 

stay neutral in this debate. The presence of the administrative genre leads to a complexity within 
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the discourse as well. To clarify, under a CDA framework genre refers to the rules, norms, and 

identities individuals and groups construct within their narrative. Genres, like the forms of style, 

create discourse. For example, the change agent genre informs the counternarrative of the 

teachers, while the colorblind genre evident in the two Superintendents’ Findings of 

Noncompliance informs the masternarrative. From the administrative genre we see the creation 

of a different form of discourse, one that fits neither in the master nor counternarrative. This 

form of discourse I label  “shielded”, due to its ability to obscure the narrative of the participant 

from either being master or counter and thus protects them professionally from speaking 

exclusively from one side or the other. 

Throughout the interview Jonathan, while outspoken in his critique, reiterated that “that is 

not the district’s thought” or “this is my opinion,” just as Cesar repeatedly emphasized that he 

did not want to be a part of the debate as part of his autobiographical and discoursal self. In the 

narratives of nearly all of the principal subjects there was an undercurrent of hesitation to 

critique the State or otherwise speak to the counternarrative emphasized so clearly by the teacher 

subjects through the change agent genre and their critique of the masternarrative used by the 

State.  

Fernando’s narrative exemplified this shielded form of discourse in his analysis of the 

MAS program. Just as Jonathan made sure to emphasize that his critiques were his own opinion, 

Fernando repeatedly emphasized his lack of political insight and that while he expressed support 

for the program personally, he was indifferent to it professionally. 

So I’m not politically savvy or astute. I’m worried about running a school and I go into a 

classroom and it doesn’t matter to me if you’re using text A or text B. If your kids are 

being taught how to read, if your kids are being taught to write, if you’re addressing 
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effective elements of instruction, if there is conversation, if there is analysis, I’m happy 

with that.  

At another point during the interview he stated that: 

 

I mean I’m not very much of a political kind of person, I see it strictly from, okay if I go 

into a classroom and I see a lesson in this content area, is it meeting the elements of an 

effective instructional model? At the end of the day, at the end of the lesson are students 

acquiring skills that will allow them to compete in the workforce and go to college and if 

I can see that from any class then I feel confident and I feel good about those programs 

being on campus and that’s kind of what I’ve observed here.  

Fernando also made sure to end the interview reiterating his lack of political insight. 

Now do I have these politically astute answers? I don’t, because all that I’m worried 

about is if that kid is going to be in class and are they going to learn what he or she is 

supposed to learn and are they going to graduate?  

Interestingly, it was only when Fernando discussed why the MAS was being targeted by the 

State that he briefly stumbled from the shielded narrative into the counter before regaining his 

footing. 

So my answer to you is if there are gaps [or] glaring omissions, glaring disparities in the 

way things are being taught then I could see why we could be focused on Mexican 

American studies. Furthermore, the other ethnic groups don’t have a curriculum, the 

Mexican American Studies is the only (Fernando pauses)…well Native American, why 

isn’t the focus on them? We offer two Native American literature courses, why not them? 

So that kind of leads me to think, what’s happening? So yeah I feel a little bit upset that 

that is happening but that has not been my… (Fernando pauses) Again, I’ve been at this 
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job for about a year or so and again my focus is on instruction and I see that there are 

certain things happening in those classrooms which address the effective elements of 

instruction. 

Within this quote we see a glimpse of the counternarrative exemplified by the teacher subjects 

and touched upon by Jonathan in his critique of the discourse of the State, as Fernando seems to 

realize that while his school offers other ethnic studies courses, these are not targeted by the 

State. He even admitted that “I feel a little upset that that is happening” but then stopped himself 

and ended by discussing his focus on instructional leadership and pedagogical alignment to the 

effective elements of instruction. 

 Cesar, who had taken Chicano studies in college and repeatedly discussed his personal 

support for the program, was also careful about remaining as shielded as possible. His repeated 

emphasis that he did not want to be a part of the debate is evidence of this but even within his 

critique of the State he balances between counter and masternarratives. When he discussed the 

allegations of the State he framed his view in this way: 

What we chose to pay attention to shows our intentions. I want to be politically correct 

(Cesar pauses). As adults sometimes we forget what was inherited to us as humanity and 

we get so involved in trying to find differences to separate us and foster a fearful path for 

the generations coming ahead of us. 

Within this he does critique of the discourse used by the State, specifically that it is divisive and 

fearful, but there is also an emphasis on being “politically correct.”  What politically correct 

indicates in this context is the refusal to openly critique the actions of the State and the impact it 

had on the students within his school. This reluctance to speak against power of the 
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masternarrative ultimately removed an ally of the program from the discussion, leaving the 

teachers and students increasingly along in their counternarrative. 

 Unlike all of the other principals, Santiago, whose narrative demonstrates the only 

principal subject in opposition to the program, never attempts to shield his discourse. While the 

other principals emphasize their lack of political insight, the need to be politically correct, or that 

their opinions are only their own, Santiago completely separated himself from the MAS program 

and its teachers. When asked about his role in the debate he stated simply that he had no role. 

This is a board decision. Their [MAS] curriculum was approved by the governing board 

for whatever value they saw in it and they’re the ones who have to defend it. Again, I’m 

not really familiar with their curriculum; I don’t have a copy of it. I get a syllabus at the 

beginning of the year but I don’t observe them, I don’t really have conversations with 

them. That is something that comes out of the board and superintendent’s office. 

After making it clear that he had nothing to do with evaluating the teachers or the program, 

Santiago repeatedly critiqued what he saw as the political nature of the MAS curriculum and the 

teachers within it. 

I think they [the teachers] need to spend a lot more time mentoring students, I would love 

to see more of that. When I came here last year I had hoped to have an impact on a lot of 

the kids here being Mexican American but I’m still seen as a principal so there is a block 

there. But the teachers could fill that need and help these kids. I would love for them to 

give the message that just because you fail, doesn’t make you a failure. They need more 

like role models. I’m just an old guy. We need a younger generation to come in and tell 

the kids how important education can be and not politicize it. 
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Thus, while all of the other principals that openly acknowledged their support for the program 

adopted a shielded genre in their subsequent critique of the State and its language or focus solely 

on the MAS program, Santiago lacks such constraints. Since his narrative aligns most directly to 

the  masternarrative of the State (e.g., teachers were overtly political and radical) he was free to 

unapologetically critique both the program and its teachers while simultaneously distancing 

himself from them because he neither evaluated the teachers nor oversaw the program. 

   This leads us to the final theme from the narratives of the principals; the way they 

discussed the transformational resistance exhibited by their students,  which was continually 

reiterated within the teacher narratives. Santiago’s belief that the teachers were overtly political 

also affected his assessment of the students who spoke out on behalf of the program. 

I’m not sure if there is a political agenda to that [what the teachers teach], the kids in the 

classes are pretty political. I’ve been at board meetings, not because the program is part 

of the agenda, but I’ve seen them [the students] speak there and they are pretty vocal 

about the value of the program. 

As noted earlier, Santiago stated that he believed that the current debate around the program was 

a result of the MAS program’s views which were “outside the mainstream.”  He referenced this 

again when he spoke of the student testimonials, which were made during the call to the 

audience at the district governing board meetings.  

You better be prepared to defend your views if they’re outside the mainstream because 

there’ll be criticism; nothing wrong with having different views, just be prepared. I would 

hope that the students can air their views without it making it personal but from what I’ve 

seen at the board meetings, everyone is taking it personally…What happens is that 

students are being drawn into adult issues, the curriculum, the methodology, those are 
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adult issues. The controversy isn’t that the students are not learning, it’s what the students 

are learning. I think that the students are getting a pretty good civics lesson if nothing 

else. 

In this quote Santiago not only categorizes the views of the students who spoke at board 

meetings as outside the mainstream, but also draws an ideological line between adult and student 

issues. He makes it clear that he believes that curriculum and methodology are “adult issues” that 

the  students are getting themselves involved in. Santiago utilized the term “outside the 

mainstream” again when he discussed the student walkout and protests that recently occurred at 

several of the high schools. 

Similar to his critique of the MAS curriculum and the teachers within it, his repeated use of the 

term “outside the mainstream” to describe the actions of its students, and implicitly reinforces 

the discourse of radicalism present in the masternarrative utilized by the State. 

 While Santiago criticizes the students’ actions, Fernando takes a different view of his 

students: 

This is not to say that these kids are not politically astute but it’s that maybe that our kids, 

we have a 75% free and reduced lunch population, and our kids understand that for them 

to progress and for them to get ahead they have to finish high school and I think they are 

so preoccupied and focused on doing that, that it doesn’t really, to them, they like the fact 

that “O.K. we have these options in terms of curriculum but my main goal is to finish.” 

And so I think it’s not been something that has come out to the surface to my 

understanding. 

When his students did become politically active, specifically by attempting to participate in a 

mass walkout, Fernando described his response as “a managerial kind of approach:”  
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I can remember when we had the first walkout and I did have two or three students who 

walked away from campus, and one of them came back and I said, “If you come on back 

to campus I need to warn you that if you instigate, I’m going to have you arrested.” In 

that regard I do have a role. If the conversations or the debates or the discussions around 

that particular subject distract kids from their task at school then I have a say because I’m 

going to be vocal and have to say, “Hey, we’re going to have to figure out a productive 

way to have debates here about these particular topics, I can’t allow kids to walk out 

whenever they want, or to be disruptive to the educational process.” 

This desire to maintain the educational environment by managing the student protests was also 

emphasized by Cesar, who stressed that his school had not seen the kind of student protests many 

of the other schools had. He believed this was because his students believed that, “Walking out is 

not going to solve the problem, they [the students] believe that they need to go and demonstrate 

how such classes have an impact on their future rather than affecting their own education by 

walking out.”  This being said he also cautioned those that were attacking the MAS program and 

criticizing the student protests. 

We forget that sooner or later those children are going to be our leaders and I do believe 

that if we listen to children more and forget about our adult egocentric political agendas 

we can leave a better world for children.  

Jonathan took a similar view to Cesar’s, in that what the students were doing was indicative of 

their future roles as the next generation of leaders. Interestingly, this also belief that children 

have the capacity to lead despite our, “adult egocentric political agendas” stands as a 

counternarrative to the masternarrative which portrays the students as incapable of the 

leadership, planning and implementing the of the activism which had been occurring in response 



THE SPECTRUM OF DISCOURSE  150 

 

to the law.  Jonathan makes this point while continually reaffirming the notion of American 

identity and the critique that the MAS program is anti-American. 

In my opinion, it is wholly American to make sure that as we teach our children, that we 

teach them the history of this nation. Because they are going to be in charge one day and 

an educated citizenry is what the Founding Fathers were after to keep at bay a despotic 

government. They didn’t sit there and say, “we want an educated citizenry, but only when 

it makes us look good or only for the good things that happen.” They didn’t say that, and 

they didn’t mean it either.  

Interestingly, while each of the principals spoke in general about the student protests that were 

occurring during the data collection, almost none of the principals would go into detail about the 

protests on their own campuses. The exception was Fernando, whose assessment was included in 

the findings, but even when he did it was only briefly and to illustrate that by and large his 

students were not the ones protesting.  

The Clients 

The Styles and Genres of the Students of Creosote 

As noted at the beginning of this chapter, unlike the subjects, the narratives of the clients 

are done by site.  This is due to the fact that the differences between sites in some of the themes 

that emerged are very different and therefore a comparative analysis is more appropriate.  The 

student focus group from Creosote included four students, all high school seniors. Three of the 

students, Susanna, Abigail, and Amaya took MAS courses both in their junior and senior year 

while Joseph was relatively new to the program, having enrolled in both the literature and history 

courses for his senior year. The focus group met in a classroom after school hours and we 

arranged the chairs in a semicircle so that we could all face each other during our conversation. 
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The tone of the focus group interviews was more informal than the other participants due to the 

age and apparent nervousness of many of the students. I went through each of the questions and 

attempted to generate conversations among the students as much as possible but was very 

cautious of the student’s comfort level throughout the interviews. As shown below, the narratives 

of some of the students will stand out while others were more reserved.   

 The style of the student focus group focused primarily on the client’s own role in shaping 

the discourse around the program, which is continually coded as the discoursal self. For example, 

Abigail described an event in which she did a guest editorial on the school’s newscast speaking 

directly to the former Superintendent Tom Horne. 

One time I was on the [school] news… Tom Horne said it was only a class for Mexicans, 

and I told him it’s not just for them, it’s for whoever wants to come in and learn 

something new. For Hispanics and Latinos it serves as something where you can learn a 

little more about your background. For someone who is not Latino they learn a new 

culture and history. That’s why I think this class is important.  

Amaya also took issue with the comments made by Horne and by the media and vented her 

frustration over their control of the discourse compared to the students who were taking the 

classes. 

He [Tom Horne] gets upset because he doesn’t really understand what they're teaching 

us, and then he uses that evidence of the [news] articles to bring out what he wants to say 

about the classes. When people hear what he says about the classes they start believing 

him instead of believing us, but we are the ones in that class. 

Susanna agreed and emphasized the need to go out and educate the community about what the 

MAS courses were teaching to influence the discourse. 
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Let’s say we’re taking this class, we can go out into the community and teach them what 

we’re learning and that will help them in their lives. It’s important because it’s something 

different. In Tucson there are so many cultures and when you just come into this class 

you can relate to other people and their culture. You can understand why they see things 

the way they see them.  

Amaya reiterated the need to educate the public, but focused primarily on educating her fellow 

students in case there was a protest. Specifically, she was concerned that in the event of a 

walkout students would not be able to express why they were walking out to the media who 

would cover the story. She wanted to avoid a situation in which students were walking out 

simply to ditch school. 

People like Tom Horne can take advantage of that [students protesting] and be like, “See, 

they don’t even know why they're protesting.” Just in case there is some kind of walkout, 

at least they're informed and they know about what’s going on. Even if they want to go 

home and they ask why they’re walking out they can respond, “Ethnic studies.”  

Within the narratives of Abigail, Amaya, and Susanna there is a shared concern that the 

dominant narratives of Horne and the media overshadowed their voices as students within the 

program. To counter this, all three emphasized the need to educate their fellow students and 

community about the program in order to control the discourse and prevent the masternarrative 

from taking advantage of events such as student protests and walkouts. Susanna expressed this in 

her critique of those who she perceives as controlling the discourse. 

They [those in political power] are beating us and we just have to deal with it, because we 

don’t know what else to do. This class is teaching us not to deal, not to let ourselves be 

beaten by others, to go out and tell the truth. I think Tom Horne doesn’t want that to 
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happen, he wants us to stay down and not learn what’s really going on because he likes 

the way it is right now. They’re just keeping us down, oppressed. I think they want that. 

If more people know what’s going on, they're going to fight for what’s right, and they 

don’t want that to happen; they want things to stay the way they are right now. 

Within this quote we see the repeated theme of needing to educate others about the program  to 

effectively counter the narrative of the State and there is also evidence of another predominant 

theme from the clients of Creosote; the need to battle oppression and the role of the MAS 

courses in that fight. 

The Role of the Master and Counternarratives for the Students of Creosote 

 When Joseph, Abigail, Amaya, and Susanna first came into the classroom to speak with 

me, they had just finished taking down posters around the school other students had put up. 

These posters were very derogatory and targeted undocumented students that had come to the 

telling them to “speak English” and to “go home.”  They showed me one of these homemade 

posters as we sat down and talked about what the class had taught them. 

Abigail: What I learned from this class is In lak’ech  which means you are my other me. 

Respect other people how you would respect yourself. 

Amaya: I am the kind of person that if you want respect you have to give it. You can see 

some of the same Chicanos that are not respecting us, doing that [making and hanging 

posters]. I think that this class teaches us how to respect and how to get respect. 

Joseph: One of them says “I want you to speak English” and another one says “Everyone 

illegal go home.” I think that’s kind of… if you see who made them, it’s the same, 

Chicano. 

Amaya: It also makes it a little worse; it has Uncle Sam on it. They made him in the 40s, 
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to help recruitment in the Armed Forces. 

Abigail: And the fact that he’s on there pretty much says that the U.S. doesn’t want us 

here. 

Joseph: We are a part of the U.S. 

Abigail: What’s funny about it is it’s not Americans doing it, its Hispanics or Mexicans 

doing it. 

Joseph: Yeah that’s what makes it interesting. 

There are two important points to emphasize from this exchange; the first is the use of the 

indigenous epistemology, In lak’ech , utilized by many of the teachers in their narratives as they 

described the transformational power of the MAS courses. The second is the use of the term 

“Americans” to describe White students which Liliana had said her students often did.  Thus, 

even as the students argue that they are part of the United States, they simultaneously give White 

students ownership of the title “American.” Susanna links the two issues of immigration and the 

MAS courses by describing the laws recently passed by the State negatively affecting both of 

these issues. 

It’s not just the class [that is being targeted]; there are all these other laws. The new law, 

what is it? SB16, how they say they don’t want to give an education to illegals or 

immigrants. I say, why wouldn’t they give them an education when they are fighting for 

it, when they want to better themselves? Unlike those who are here in the United States 

who don’t do anything to better our community or our country; they can make a 

difference. I think what they are doing with this class is trying to prevent us from learning 

a culture and learning an education that will help us in the future and that will help this 

country. It just upsets me. It upsets a lot of people that they are trying to ban this class.  
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From this and the previous quote we see several themes which also appeared in the 

narratives of the teachers, specifically the ownership of the “American” identity, and the role of 

the State in preventing teaching Mexican and Hispanic culture in public education through legal 

action. Also represented within the teacher and student narratives  is how the targeting of the 

MAS courses and other laws targeting Mexicans and Hispanics in Arizona, which places the 

struggle over culturally relevant curriculum into a larger context of the masternarrative. 

The students spoke at length about their role in the protests that recently occurred in 

reaction to A.R.S. §15–112 and the findings of noncompliance by Horne. Intertwined within this 

concept of protest and resistance was the indigenous epistemology taught in the MAS program 

and repeatedly utilized by the teachers in their descriptions of transformational resistance and the 

importance of the courses. For example, Amaya said that her goal coming out of the program 

was to become a “warrior healer” which she described in detail.  

I think my role is to be a warrior healer. Have you [Susanna] learned about that? 

(Susanna nods) A warrior is someone who fights for something, but when you fight for 

something, warriors usually use violence and discriminate against others. A healer 

usually heals someone, if someone comes to them. If you bring those two things together, 

a healer doesn’t use violence or anything, they use spiritual stuff. A warrior healer is 

someone who fights for something, someone who helps others without violence, without 

discrimination, without hurting others. They're fighting for something and healing 

something else. Everyone should be a warrior healer, even if they think it’s something 

little that will contribute to the United States, when everyone gets together it’s going to 

help....I think being a warrior healer is something great, because you get to help others 
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and you defend others, whether it’s defending immigrants or gays, lesbians, disabled, 

whatever it is that you're defending.  

Susanna also used lessons from the MAS to describe her drive to create change. When asked 

about what she had learned from the MAS courses she spoke of the need to create social change. 

A lot of people when they hear “revolution” they think war or they get scared, but really, 

the definition of revolution means an extreme change, a big change. And that’s what this 

[MAS], teaches us, to be responsible, respectful, honest, and loyal...It’s to never give up; 

a saying that we do in the morning it’s called a In lak’ech  which means “You are my 

other me.” If they are having problems, instead of judging them you can see how you 

relate yourself to them through that problem and you can relate others.  

When we addressed the topic of the recent student walkouts and demonstrations these students 

reiterated their role as educators and indicated that they were not in favor of many of the protest 

actions of their fellow students because they felt it gave the MAS program a negative image in 

the media. Angela spoke of the desire to hold informational presentations for her fellow students 

to educate them on the program and discourage walkouts that may endanger the credibility of the 

program. 

That’s why we want to do assemblies, presentations about what this class is about, so 

they can know what they are marching for. If you notice, when they do walkouts at 

school, they’ll be, “Oh, let’s leave class, there’s going to be a walkout.\”  But if you, out 

of like half of the students, they don’t know what they're walking out for. That’s 

embarrassing if the news asks you, “Why are you walking out?” and you're like, “I don’t 

know, because everyone else was.” That’s what we want to prevent; we want to inform 

them and tell them why, why we’re doing marches and stuff; to prevent embarrassment. 
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It was a Tuesday that we spoke about how we could do activities to inform students; and 

not just students from this class but others about what is going on with the HB 2281. We 

did a meeting, we spoke about how we could do an assembly and speak to them, show 

them a little bit of those video clips; speak to them about In lak’ech  and things like that.  

Abigail described her role in preventing students from walking out during the most recent round 

of student protests in which students from Javelina came to Creosote as part of their walkout and 

encouraged students to join them. 

In the morning the crowd [students from Javelina] happened during second period which 

is 8:30. We [MEChA students] went outside, the ones who didn’t have a first or second 

period, and were at the gate preventing people from walking out, telling them, “don’t 

walk out, you don’t even know what you're walking out for.” If they did know, they 

weren’t going to help, just make things worse…I remember that a girl that walked out, 

the only girl that did, she came back Monday, and she was saying, “You guys are 

cowards,” a [Javelina] student told us we were cowards, “How could you do this to me, 

you guys put this class down.” Well not really, we’re helping this class, better than 

walking out; you made yourself look like a fool, walking out and making this class look 

worse. We told her, “If you want to do something to the class to help and inform people 

and to protest, do it after school when people have the time, if they have free time, they 

don’t have to get out of school to walk out and the school won’t lose money.” So we 

spoke to her and she said it’s not the same; what not the same? You're still walking out 

and supporting it and protesting for something, you're just not affecting the school.  

Reiterated throughout the interview was the shared belief that the focus should be on educating 

their fellow students and community about the MAS program to counter the masternarrative of 
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the State. These students were very concerned that the traditional student walkouts tactic was 

undermining the credibility of the MAS programs, to the extent that Abigail and other members 

of MEChA stopped students from walking out of the school.  For these students, resistance came 

in the form of holding assemblies, holding presentations, and participating in “encuentros” or 

gatherings. Abigail and Amaya both described their most important experience in MAS as 

participating in one of these encuentros.   

That field trip that we went to, we all just got together and all of the ethnic studies 

schools got together, it was a school encuentro. We spoke about what was going on in the 

society with the classes and SB 1070. There were people there that did a dance with 

music and we all just connected. It’s something in the culture; when I was there I was 

going to cry, I could feel it. It’s like going to church. You feel a connection with people, 

with everyone that’s there because you’re learning something from your culture and 

experiencing something from your culture and you see the views of other people, their 

opinions and stuff, and I think that’s really powerful.  

Within the narratives of the students from Creosote is a description of transformational resistance 

that is very different from traditionally defined student activism. The emphasis on education 

rather than walkouts, the connecting of the issue of MAS with illegal immigration, and the 

ownership of the American identity are all notable themes in the counternarratives of these 

students.   

The Style and Genre of the Students of Javelina 

 Based on my interview with the students from Creosote and my conversations with the 

teachers I learned that the students at Javelina were perceived as among the most active in both 

defending the program at governing board meetings and organizing student walkouts. I met 



THE SPECTRUM OF DISCOURSE  159 

 

Armando, Sally, Izzy, and Monica in Sophia’s classroom after school, repeating the same 

semicircle arrangement I used at Creosote. Like the students at Creosote, this group of students 

spoke of the importance of MAS to them personally, or their autobiographical self, and their role 

in shaping the discourse around the program, which I coded as the discoursal self. Monica’s 

narrative about the importance of the MAS program supported many of the comments made by 

the teachers that the content of the curriculum validated their student’s identities. 

Personally to me, I feel like this class is important because it has changed me and it also 

helps change other students. You get to see what really goes on in your world. You really 

get to learn about what other books don’t teach you. It helps you find your identity and it 

helps you realize a lot of things; I can do something here, my voice matters. Here is a 

teacher who is actually listening to me and wanting to know what I know and not just 

feeding information to me and expecting me to know everything. It’s really good to find 

your identity and feel comfortable with going to school in general.  

Izzy also spoke of how the MAS courses impacted him personally and compared this to his other 

classes which “just teach you facts and stats and stuff” that he was then “supposed to regurgitate 

and give back to them.”  He said that he knew the MAS courses would be different from the very 

first class. 

The first lesson that we had was about respect and how to carry yourself in that class and 

how to apply that not just to the class but to your whole life; how to carry yourself as a 

person, to be able to solve problems that you see. 

Sally reiterated the influence of the MAS courses on both the development of her personal 

identity and her own critical consciousness along with the desire to create change. 
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I definitely think that these classes help me with the world, and to see more, and not just 

to say, “This is how it is and that’s how it’s going to be.” It’s more like, “I don’t like this, 

I can actually say something. I have a voice to say something; I'm not just a student in a 

class. I'm somebody who can do something in the world.” It kind of inspires you to 

become a better person as well. I know a lot of people who didn’t want to be in school 

anymore but because of these classes, they stay and say, “I actually want to do something 

with my life.’ 

Monica, Izzy, and Sally all described how the MAS courses shaped their own personal identities, 

but within each of these quotes there is also evidence of the development of the critical 

consciousness through the MAS curriculum and teacher pedagogy, a critical component of the 

transformational resistance described by Solórzano and Delgado Bernal (2001) . Whether it was 

Monica and Sally, who stated that the courses helped them discover that their voices matter and 

empowered them to work for change, or Izzy’s ability to carry himself and solve problems he 

sees, these realizations ultimately fostered their conceptions of race based oppression leading to 

the transformational resistance that was discussed by this student focus group.   

 The students at both Creosote and Javelina speak in a genre similar to that of the teacher 

subjects, which I defined as the change agent genre. However, the narratives of both student 

groups emphasize the activism aspect of this genre more than that of the teacher subjects. It is 

evident in these narratives that the students, be they from Creosote or Javelina, see themselves as 

activists taking part in a larger, generational struggle for civil rights. As part of the activist genre, 

they openly critique the State in a way that is similar to that of the teacher subjects but the 

narratives continually come back to the role the students feel they have in defending the 



THE SPECTRUM OF DISCOURSE  161 

 

program. The departure between the two student focus groups lies in how they conceptualize and 

activate their different forms of activism in defense of MAS. 

The Role of the Master and Counternarratives for the Students at Javelina 

 Like the students at Creosote, the students at Javelina felt that A.R.S. §15–112 was part 

of a larger attack by the State on both Hispanic and Mexican immigrants and Mexican and 

Hispanic Americans. Monica described the actions of the State as “constant attacks on 

immigrants or Mexicans in general; it’s just another one to put on top. It’s something else [MAS] 

that they want to take out.  Like so many of the teachers and now students, Armando linked the 

State’s masternarrative against the program with issues of American identity. 

It’s also probably because people feel or see that, “Hey, this is not your country, why do 

you need to be taught your country here? Why don’t you just go to Mexico?” I have 

heard that before. It’s maybe because they don’t feel like we need to have that [MAS] 

because we’re not supposed to be here.  

Monica made a reference shared by many of the teachers that those in power felt threatened by 

the program and its students, and that was the reason why it was the only ethnic studies program 

under investigation by the State. 

Also maybe because we get to find out really what we are capable of and what our rights 

are, that they [people opposed to the program] feel threatened by it. It’s like, ‘Now these 

students are figuring it out; their history, what has been done before, and they're getting 

the idea of doing the same.’  

Within Monica’s quote there is evidence not only of the belief that those in power are threatened 

by the forms of knowledge MAS promotes in its curriculum, but also the belief that the State’s 

focus on MAS is part of a larger multigenerational struggle with Mexican and Hispanic 
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Americans for equal rights. All of the students touched upon the belief that the fight to keep 

MAS was part of a larger historical struggle. Sally described the fight to keep MAS as the “civil 

rights struggle of our times.” Armando agreed, stating that:  

I definitely don’t want it to be like, when I have kids or whatever, and they ask me, 

‘What were you doing when this was happening? Were you doing something?’ I don’t 

want to be like, ‘No, I kind of just sat there and didn’t do much.’ I want to be like, ‘Yeah, 

I fought for this, I did my best. I was part of the struggle, I formed a group, I did all I 

could to defend my history and keep it in schools.’ 

The “group” that Armando mentions is United Non-discriminatory Individuals 

Demanding Our Studies (UNIDOS). Monica succinctly described the purpose of the 

organization:  

So basically it’s a youth coalition that formed in response to HB 2281. What we are 

fighting for rights now, UNIDOS is basically just fighting for our education that we as 

students deserve. It’s made out of high school students; there have even been middle 

school students who have gone to our meetings. They are in 8th grade and it’s like, wow, 

they're younger than we are. We have our own demands and we know where we are 

going; we’re fighting for our education. 

Izzy, who recently joined UNIDOS, made it clear that his experiences in MAS that motivated 

him to become both more involved in his community and an activist. 

If it weren’t for this class, actually, I would have never gone out to actually try and do 

something in my community, especially not with the group that we’re in, UNIDOS. We 

wouldn’t have actually known about it at all. It’s good for our community so it sees that 
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there is youth out there fighting for our rights and we’re not just leaving it to the older 

people or those people who are more advanced, you could say.  

Ultimately the forms of resistance that these students practiced through their work in UNIDOS 

simultaneously aligned them with the students at Creosote but also set them distinctly apart. 

 Like the students at Creosote, the students at Javelina emphasized the importance of 

educating others about the MAS program as part of their defense against the discourse of the 

State. Each of them spoke about the power of the UNIDOS organized weekend workshops.  

Armando, described these workshops as more than just a place for organizing protests, but also 

place for all students in MAS to come together and learn. 

We meet every single Saturday and sometimes we will have workshops on different 

things. It’s like another learning environment. You go there and you have workshops on 

different things, like how to talk to media, what a power map is, and a lot of different 

things. It’s not just organizing stuff, it’s also a place for learning.  

Monica also spoke about her role in educating others about the program to counter the narrative 

of the State, which prompted a longer discussion on what the students saw as their participation 

in an ongoing historical struggle for their educational rights. 

Monica: I feel my role is to let people know as well, and to show other people that there 

are people like you who are passionate about something and that you can stand up and do 

something; you don’t have to be afraid to share your information or start something new. 

There are always going to be people who support you. And just to spread the word about 

how it’s our education and it targets your education, your sisters, and your siblings. You 

deserve your education as well; to advocate. 

Izzy: I definitely hope my brother can take these classes but with all these things that are 
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going on, who knows what’s going to happen. 

Sally: You are fighting for generations to come, not just yourself. 

Armando: Plus the fact that I feel like it’s our role to be able to preserve these classes. 

Not just for us but for the incoming students, and honoring the people who have fought 

for us and to keep these classes open. The struggle hasn’t just started, it’s been going on 

for a while; we just have to continue it. 

The struggle that all of the students at Javelina describe was not just against the State but also 

against the district governing board who they perceived as trying to end MAS.   

At the time of the interview the governing board was openly discussing a proposal to 

make the MAS courses electives, effectively ending the substitution of MAS courses for 

graduation credit in substitution for traditional American government or literature. Armando 

spoke for the group in his critique of the actions of the governing board. 

They're killing them in their own way. That’s their strategy. They know that it’s going to 

happen, but they say they support our classes just to make it seem like they actually care 

about it when in reality, it’s not like that, if you're going to turn them into electives. 

There’s no way that can happen to these classes. 

Listening to the way this group spoke about the governing board and their repeated efforts to 

defend the program during calls to the audience and in letters to individual members, you could 

hear the anger and frustration in their voices. While the students of Javelina were similar to their 

counterparts at Creosote in their emphasis on the need to educate and persuade people, they also 

made it clear that their patience for this particular tactic was wearing thin. Izzy described the 

group’s frustration in his critique of the governing board and their upcoming vote to turn the 

MAS classes into electives. 



THE SPECTRUM OF DISCOURSE  165 

 

We’ve had enough of them not listening to us, not taking our demands and letters, our 

call to the audience, our speaking to them, our meetings, not taking it into consideration. 

We’re going to keep on trying but were going to do bigger things; in our own way. It’s 

not more, “We’re going to try to persuade you. We’re going to show you.” Even if they 

think we’re going to stop, it’s not going to happen. Even those who are seniors we’re not 

going to stop; we’re not giving up.  

Monica agreed and stated that “we [UNIDOS] have something planned” but would not go into 

detail about what she meant. Two weeks later, when the governing board was to vote on the 

proposal to change MAS into electives I watched as several of these students and additional 

members of UNIDOS  rushed the governing board dais and chained themselves to the chairs and 

to each other. In response, the governing board canceled the meeting and the proposal to change 

the MAS courses into electives was never voted on. 

The Public (Part II) 

 I began this chapter outlining the findings of noncompliance by the previous 

Superintendents of Public Instruction, Tom Horne and Jon Huppenthal. Using Fairclough’s CDA 

methodology I categorized these individuals as members of the public. In addition to the former 

Superintendents of Public Instruction I also categorized the district’s governing board as 

members of the public. As noted earlier, the public is the group that participates in shaping the 

discourse but do not directly interact with the subjects (i.e., teachers and principals) or the 

schools like the clients.  

The district’s governing board is comprised of five members, four of which agreed to 

participate in this study. I interviewed James, Nicolas, Amy, and Debbie after UNIDOS took 

over the governing board meeting, but before Jon Huppenthal issued his own Findings of 
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Noncompliance. This timeframe is important because it inevitably shaped their responses to 

certain questions and also provides a snapshot in time during the debate when tensions ran very 

high as everyone waited for the State’s final determination of the legality of the MAS program. 

The Styles and Genres of the Governing Board 

 Debbie ran for the governing board four different times before being elected. She 

described herself as “an involved parent” with experience in community organizing and 

volunteered in various parent organizations before she became a governing board member. She 

said that her desire to run for the governing board stemmed from her belief that there needed to 

be a parent perspective within the group. During the interview she repeatedly emphasized her 

support for the MAS program, its teachers, and even the students engaged in demonstrations, 

including UNIDOS taking over of the governing board room.  At one point during the interview 

she described her opposition to the allegations made by Horne that MAS was radicalizing its 

students and utilized an autobiographical style to compare this claim to her own experiences 

living in Detroit in the late 1960s. 

I have a history and a memory of the late 60s when, and I come from Detroit, when 

parents were pulling students out of public school and Black Panthers were teaching 

church schools and these were little tiny kids and they were teaching Black power to 

these little tiny kids and there was a fear that they were trying to create a revolution, and 

it hasn’t happened yet. I would love to go back and do a study of these kids that were 

taught this stuff, I bet they were very successful. They didn’t create a revolution and they 

didn’t go out and kill White people but I bet they did well in their lives. Most people 

don’t have that perspective but I remember the fear that people had that this was going to 

do something horrible.  
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 Amy ran for the governing board after seeing so many students arrested on campuses. 

This motivated her to run for the governing board in an effort to understand what was happening 

at the school level and develop policies to decrease the number of students arrested at school. 

Like Debbie, Amy expressed support for the MAS program, the teachers and students in it and 

used her autobiographical self to recount her own experiences in school as one of the reasons she 

was in favor of the program. 

When I took history courses in TUSD I learned about Martin Luther King and Rosa Parks 

and those were the only minorities that were discussed. That’s it. So for me, I didn’t 

really understand the contributions of Mexican Americans until I took a course at the 

University…or Native Americans or anybody else for that matter, you know? If you read 

the textbooks, there is basically no mention of anybody else, you learn about George 

Washington and about Abraham Lincoln, I mean all of these figures that are important 

but that was my education K-12 and for the vast majority of our students that still is their 

education.  

For Amy, an alumni of the school district that she now helped govern, her own personal 

experiences of only learning about the contributions of White men in K-12, then at the 

University learning about the contributions of Mexican and Native Americans that influenced her 

desire to keep the MAS program. 

 Nick, also was a former student in the district he now oversaw, was motivated to run for 

the governing board at a time when the current governing board was in the process of closing 

down schools due to low enrollment and fiscal concerns. Nick’s concern at that time was the 

criteria the governing board was using for closing schools and he wanted to run to help oversee 

this process. In addition, he cited his own history as a student with TUSD and a frustration with 



THE SPECTRUM OF DISCOURSE  168 

 

public education in general as one of his primary reasons for joining the governing board. He 

expressed apprehension that public education was failing students and the impact this would 

have on the future, stating that “20 years from now, who’s going to be running the United States 

of America? It’s not going to be Americans, because we don’t have intelligent individuals to be 

able to run this country and that scares me.” In addition, Nick utilized his autobiographical self to 

explain his philosophy on individualism and the role of race and ethnicity. 

An individual is an individual, work with that individual on the merits of that individual. 

Whether you’re Black, White, purple, green or whatever and I am half Indian…well 

actually I’m less than half I’m like…I guess it would be 1/8th or something like that. My 

great grandmother, Sioux Indian. You know, we’re all different. They’re not that many 

people that are pure blood this or pure blood that, we’re all mixed and I believe that 

people should know their culture, know their heritage but to only teach that I think is an 

issue. 

Utilizing his autobiographical self Nick emphasizes the belief that individuals should be seen 

based on their merits and while acknowledging the importance of culture and history, disagrees 

with the belief that these should be exclusive areas of study  

James, the fourth governing board member I interviewed, also shared Nick’s personal 

belief that TUSD and public education in general was not preparing students for the future.  

James linked this belief to his own autobiographical self as a college instructor which was his 

primary reason for running for the governing board. 

I teach freshman, sophomore classes at the U of A and I see the outputs and people are 

not where they should be coming out of K-12 education. Of course the kids coming to the 

U of A come from all over the place but I think that TUSD is as subject as anyone to 
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these kinds of problems. Yes, I think that’s true of all of us at the major universities. The 

failures of K-12 education are in our face.  

From both Nick and James we see the use of the autobiographical self to explain their 

frustrations with the district, based on their own history as a student in the program or as 

someone who works with students coming out of TUSD. Both of these governing board 

members shared a similar narrative that the students are not properly prepared for the future 

whether in higher education or to run the country. Both Nick and James also share a similar view 

on resolving the MAS program’s issues and both have a similar critique of MAS, though these 

critiques are framed in different ways. 

 In his role in shaping the discourse around the program, James firmly believed that the 

MAS courses should be converted into elective courses, questioned the “left leaning 

philosophical foundations of the program” and repeatedly advocated for less “biased” approach 

in teaching ethnic studies. 

I don’t think anyone doubts or has contested the idea that there is a left leaning 

philosophical foundation for the program, I’ve never heard anyone from the program 

say…but I’ve heard people say is that helps to compensate for all the right leaning 

teaching that students have been exposed to throughout the rest of their K-12 career, 

which might or might not be a good argument. But I want to underscore that no one 

seems to contest that the philosophical foundations which rests partly in critical pedagogy 

and critical race theory are clearly coming out of the left leaning and activist tradition 

explicitly. So I guess my viewpoint is if we have problems with right bias in other parts 

of our curriculum I would like to fix that too, I don’t want to have right bias over here 
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and left bias over here and somehow imagine that it all equalizes out in the end. I’d rather 

be doing something consistent.  

James noted in the interview that he thought that it was “extremely important for people to 

empathize with other people’s viewpoints on things” and believed the MAS courses did this, 

however he took issue with them being separate courses and again with their “left wing push.” 

During the interview, James continually reiterated his belief that he was a centrist in the 

discourse regarding the MAS program, at one point comparing his role as a governing board 

member akin to being in a hurricane in which he was hit by one side, spun around, and then hit 

by the other side.  He criticized both Tom Horne and MAS supporters for their role in polarizing 

the debate and in the end he believed that the entire discourse surrounding the program was 

“dominated by what I would say are extreme viewpoints.”   

To counter these viewpoints, James said he wrote several guest editorials in the local 

newspaper, explaining his proposal to convert the MAS programs into electives as well as other 

proposals, such as the need to develop guidelines for maintaining “political balance” in the 

curriculum. 

And there is a part there [in his proposal] about being more serious about maintaining 

political balance in the courses, I mean political balance in all the courses, it wasn’t 

mentioning any courses in particular, including the MAS courses, it was just saying in 

general we need to be thinking more about this, shouldn’t we have a policy which speaks 

to being sensitive in teaching controversial topics and I was thinking we should take that 

more seriously, be more specific about it and maybe augment it with additional policy. So 

there was that part to deal with the political balance issue. 
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James’s repeated critique of the “left leaning foundations” of the MAS program, the 

polarization of MAS by both Horne and supporters of the program, and his belief that the 

governing board should regulate political balance and be sensitive to “teaching controversial 

topics” within the curriculum are all evidence of not only his discoursal self but also of the 

administrative genre he worked within, similar to nearly all of the principal subjects. James does 

not criticize the teachers and is subtle in his critique of what he describes as the left leaning 

aspects of the MAS curriculum and pedagogy. It is important to note,  however, that he took the 

lead in drafting proposals changing the designation of the MAS classes so that they could not be 

used for graduation credit, a move that many of those who supported MAS believed would 

ultimately end the program and the very proposal that sparked the demonstration by UNIDOS. 

While James operated within an administrative genre and portrayed himself as a centrist 

who took issue with the left leaning foundations of the MAS program, Nick was blunt in his 

assessment of the MAS program and the teachers and his discoursal self aligned more with the 

masternarrative articulated by Superintendents Horne and Huppenthal. Like Santiago, the 

principal at Javelina, alignment with the masternarrative allowed him to openly critique the 

program and the teachers. 

Once I got into it and started reading the books, getting information about what’s 

expected from our children, I began to realize that it could become something other than 

what it was meant to be and what I’m getting at that is, I truly do believe now after 

reading some of the information, that they are, that some of the individuals within the 

ethnic studies program are creating a level of resentment, a level of distrust of these kids 

towards other races.  
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Like Horne and Huppenthal in their findings of noncompliance, Nick indicated that the program 

creates a “level of resentment.”  Ultimately, Nick believed that the governing board should 

eliminate the MAS program and incorporate Mexican American history into the general 

curriculum. He criticized both Amy and Debbie for their support of the program and their belief 

that the district should appeal the State’s ruling against MAS.  In the end he stated that “I think 

we need to just stop the program, rebuild it, do it properly, do it right, get everybody’s buy in, 

and move on from there.” 

Debbie’s narrative differs from both Nick and James in that she openly encourages what 

James described as the “left leaning foundation of the program” and what Nick described as the 

teachers creating a “level of resentment.”  For Debbie, the topics of oppression and racism were 

entirely appropriate to the curriculum.  

To learn the truth about something from a different perspective is not undermining your 

knowledge, it’s expanding your knowledge. I know I’ve been on radio talk shows and 

board meetings and I refer to them as the haters out there. They say, “They’re distorting 

American history’ and they’re people my age and I say ‘if you don’t think we learned a 

distorted view of American history, you’re crazy.” I still believe and I think all these kids 

do, that this is the best country in the world and this is where I want to be and there is no 

problem with that. The truth is that for this country to grow a lot of people were stepped 

on, a lot of people, and I don’t think it hurts us to know the truth.  

Within this quote Debbie shaped the discourse around the program in multiple ways.  First, is her 

acknowledgement and encouragement of “different perspectives” used in the program. James 

used a similar form of discourse in his narrative, however Debbie does not critique the “left 

leaning foundations” like James.  On the contrary, Debbie’s discoursal self is similar to that of 



THE SPECTRUM OF DISCOURSE  173 

 

many of the teacher subjects in that she rejects the notion that learning the struggles within 

Mexican American history is un-American and argues instead that learning this history benefits 

the country. Throughout the interview Debbie repeatedly criticized the discourse of the State and 

its allegation that the program promotes the overthrow of the United States.  

We certainly don’t preach the overthrow of the United States government, we don’t teach 

hatred against one group or another. I mean the whole law is ridiculous. I cannot believe 

we will be found out of compliance, if we are we’ll have to deal with that in legal ways, 

and I don’t know what that means right now because lots of things have been talked 

about so I don’t know what will happen but I don’t think it’s going to…You know, it’s 

hard for me to comprehend that’s going to be what comes out of this. 

Debbie also discussed how difficult it was for her to not be more outspoken in defense of the 

program and criticized James for his proposal and his guest editorials promoting his initiative. 

I warned them [other board members] from day one, I got so angry when I saw it [the 

proposal to change the MAS classes into electives and for political balance], I warned 

them ‘this is going to cause such a mess.’ Just leave it alone that’s what we’ve been 

advised to do. Even when it would be easy to be out there and very vocal about what’s 

going on, I’ve had to keep my mouth shut and bite my tongue because the legal advice 

was, leave it alone until they [the State] come back with something solid and then we 

have all these areas we can deal with it.  

Within Debbie’s narrative we see not only her support of the program using many of the same 

arguments as the teacher subjects, but also frustration of having to utilized a more shielded form 

of discourse while James and Nick, who were more aligned to the masternarrative, were free to 

speak more openly about the program. 
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 Amy’s discoursal self focused both on countering the discourse of the State and also the 

discourse surrounding the MAS program within TUSD. Her most direct critique was on the laws 

passed by the State, which she felt targeted Mexican and Hispanic immigrants and that the 

attacks on MAS were part of this larger issue.  

We [members of the board] just thought there was no way this was going to get any 

traction and then as he [Horne] continued to put forward different house bills, we thought 

‘there’s no way that’s going to happen’ and then it finally stuck (laughs). I mean they 

were so outrageous that you thought ‘there’s no way’ but now you look at what is being 

passed at the State and you realize that any of the ultracon…the extreme bills one way or 

the other will get by and get it and be voted on so…there is a lot of anti-immigrant, you 

know, sentiment that those bills are passing and we in TUSD unfortunately have been 

right at the center of it. 

While Amy stops herself in midsentence from identifying the philosophical origins of the 

“extreme bills” that she critiqued in her narrative, it is apparent she believes that the targeting of 

the MAS program is part of a larger anti-immigrant masternarrative used by the State, which is 

similar to the narratives of the student focus groups and many of the teacher subjects. She was 

more specific in this critique later in the interview. 

The kinds of things that are coming up [in the legislature] really blame Mexican 

Americans specifically, not just immigrants, or Mexicans with almost every ailment that 

we have as a State. I mean our deficit is a result of taking care of all these illegals, our 

schools are doing so poorly academically because of all these illegals, it has nothing to do 

with the fact that our budgets have been cut significantly, that has nothing to do with 
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anything, money is not the issue it’s the fact that we’re educating Mexico’s kids kind of 

thing. 

Within Amy’s discoursal self she frames her role and the role of the governing board as a 

counter to the laws coming from the State. Throughout the interview Amy spoke passionately 

about the need to fight against A.R.S. §15–112, and if TUSD was found in violation of this law 

to appeal all the way to the Supreme Court if necessary. Her argument centered on the belief that 

“If we lose this in TUSD, it affects all of Arizona and unfortunately the bills that pass and 

become law in Arizona that are of this kind of nature, more conservative, end up getting picked 

up by other states.” Of the governing board members interviewed, Amy was the only one to 

place the MAS issue into this larger national context. 

 Interestingly, Amy was also the only participant to note that there was a barrier between 

representatives of the district who supported the program and other supporters of the program, 

specifically the teachers, who were suing the State. 

I’ve spoken to the teachers, I’ve spoken to their legal counsel and pretty much what I 

keep saying is if you get five attorneys in a room, each of them is going to have a 

different opinion as to what legal strategy is the right one and so just because we are 

doing a different strategy doesn’t mean we’re not being supportive but that’s not the 

prevailing sentiment (laughs). So that’s another…that’s another fight that we have, 

unfortunately even among supporters we fight each other. 

This narrative adds another layer of complexity that the discoursal self influence has on the 

creation of a uniform counternarrative. From Amy’s position as a governing board member her 

discoursal self is fundamentally different from those of the subjects, which made it more difficult 

to reach consensus even though her narrative is overwhelmingly supportive of the program and 
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the teachers. However her role as a representative of the district, similar to that of the principal 

subjects, influenced her discourse and despite her support of the program puts her at odds with 

some of its supporters. This inability to find compromise and the role of the discourse within the 

debate, even among those in favor of the program, led Amy to this final realization. 

I think a lot of rhetoric from both sides, both pro and against have really just caused some 

of the board members to just sort of say “I don’t want to deal [with] it anymore” and the 

issues don’t go away because you do that, you know? (long pause) So I don’t know…it’s 

such a hot button issue if you come in, and this is…I blame some of the supporters of the 

program, that if you come in and start to question anything about the program than you 

are automatically seen as someone against it.  

Within this narrative we see further evidence of the complexity of the positions held by those 

who utilize the administrative genre, such as the governing board members or the principals.  

Specifically their words and actions are always representative of the district, but they 

simultaneously support the program and their narratives contain evidence of the counternarrative. 

The Role of the Counter and Masternarratives for the Governing Board  

 The narratives of both Amy and Debbie provide evidence of the counternarrative when 

addressing issues similar to the subject and clients, such as the existence of oppression in 

American history. For example, Debbie openly critiques Huppenthal recalling a meeting she 

observed between himself and students in the program in which he stops a student who said she 

felt she was oppressed. 

 [Huppenthal] goes “I want to stop you, if you say that people are oppressed that means 

there has to be an oppressor, and I don’t believe in that, I don’t believe there are any 

oppressors.” And I’m thinking, “What was slavery?” economic oppression is terrific to. If 
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you don’t have the means to do anything, that’s oppression as a woman, in my youth, I 

felt oppression. So he didn’t get it, he just didn’t want to talk about it, ‘no, no such thing 

as oppressors’ and that he made it, he came from a poor family and there were ten kids 

and five of them did well and if he can make it anyone can make it and that sort of thing. 

He didn’t have a grasp at all of the realities of these kids’ lives and what they were faced 

with. 

Within this quote we see not only the example of the counternarrative regarding the 

acknowledgement of historical and modern oppression, but also a juxtaposition with the 

masternarrative utilized by Huppenthal that oppression does not exist in a meritocratic society. 

Amy also speaks to the counternarrative utilizing a theme from the teacher subjects; the issue of 

ownership of American history. 

It’s ironic that so much of the attention that is focused on these courses talks about “I 

want students to get American history, and then you can talk about the Mexican 

American contributions to that American history” And my argument is why isn’t all the 

of the history American history? America is made up of a lot of different cultures so why 

can’t we talk about all of those? As if the students are not going to know who Abraham 

Lincoln or George Washington were, I mean we learned that in kinder[garten]. 

 While Debbie and Amy argue that MAS provides a kind of counterbalance to the Anglo-

dominated history which omits concepts such as oppression and validates Mexican American 

history as American, Nick and James take very different positions.   

James’s narrative attempts to be shielded in many ways as illustrated in his use of an 

administrative genre. For example, he believes in the incorporation of multiple perspectives but 

takes issue with what he describes as the left leaning bias of the classes. The use of the 
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administrative genre impacts his discourse and his argument that Mexican American history and 

culture should be incorporated into preexisting social studies courses while simultaneously 

advocating for a colorblind view of society.  

If there are inadequacies in our quote, unquote standard courses and I’m prepared to 

guess that there are, at least with many teachers, and that’s not a criticism of anyone 

either, then we want to fix that and it makes sense to me to have a particular emphasis on 

Mexican American culture and history and viewpoints in any social studies curriculum in 

the United States but especially here, because we are here and because we are 60% 

Latino student population, 60, 62% something like that. Although I believe an ideal 

society would be pretty much colorblind in the operation of the government institutions, I 

do believe that.  

This quote best encapsulates the fine line James draws between himself and the counternarrative. 

While he repeatedly argues for a multicultural addition to the “standard curriculum”, he also 

makes it clear that he believes in a colorblind society, similar to the genre of the masternarrative 

found in the findings of noncompliance issued by both Horne and Huppenthal. 

As Nick’s autobiographical and discoursal self demonstrated, his view on the MAS 

program is the most aligned to the discourse of the State and within his narrative are key 

components of the masternarrative. For example, he critiques how he believes the MAS program 

addresses the issue of the Mexican American War and the Treaty of Guadalupe Hidalgo, which 

ultimately allowed the U.S. to acquire California, Utah, and sections of Arizona, New Mexico, 

Colorado and Wyoming. 

You know I truly believe that some of these teachers are just saying “In regards to the 

Guadalupe treaty was a false, we stole, the United States stole it from…” No, the United 



THE SPECTRUM OF DISCOURSE  179 

 

States paid for it cash to a dictator that was dictating Mexico. If you have a problem, you 

know I tell them “O.K. you were born in a house your parents own the house, your 

grandparents owned the house before them, your parents turned around and sell your 

house for 200 dollars, who do you get pissed off at? The buyer or the seller? If you are 

that upset about the sale of a piece of property, you go after the seller, not the buyer. So if 

they are really that upset, why aren’t they going down to Mexico saying, “Hey you sold 

our land, we want it back.” You know? 

Nick goes beyond critiquing specific concepts within the MAS classes and expands to the 

teaching of all ethnic studies courses. 

Whether people like it or not, and I hear this time and time and time and time, this is the 

United States, it’s so many immigrants, Mexican Americans, European Americans, 

everybody, you are in the United States first. You go down to Mexico, they don’t teach 

American history, and that’s the mindset of most of the people that are out there, and to 

be perfectly honest with you, I believe that if you’re in the United States you need to 

learn the history of the United States and all of the history of the United States and all the 

different, from the Chinese who were building railroads, everything, and doing laundries. 

I mean there’s so much they’re missing and all of the ethnicities need to be incorporated 

into American history cause that’s what made American history, or that’s what made 

America.  

Within these quotes we see evidence of the masternarrative that the teacher subjects and clients 

spoke against. Specifically, his critique of the Treaty of Guadalupe Hidalgo questions the 

validity of historical oppression on behalf of the United States government towards Mexican 

Americans and that an exclusive focus on Mexican American history is not American history, 
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which should include numerous perspectives, including the Chinese who built railroads and did 

laundry.  

 Nick’s narrative regarding the student protests and his conception of transformational 

resistance also stands in contrast with colleagues, but aligns with the masternarrative. At 

numerous points during the interview, Nick challenged the notion that the MAS courses taught 

students the ability to think critically. One example of this includes his analysis of student 

protests and their actions at the governing board meetings. He said, “If representation of what 

these students do at our meetings is critical thinking, to me it’s not critical thinking, it’s not 

thinking at all, its mass hysteria.”  Regarding UNIDOS takeover of the governing board meeting, 

Nick was clear that he believed that “adults,” a reference to some of the teachers and community 

members who supported MAS, used the students to take over the boardroom. 

The adults are using these kids as shields to get their message across or whatever and the 

idea of the kids saying, “We’re [the governing board] not listening.” No, they’re not 

liking what they’re hearing, there’s a difference. They never would have gone up to the 

State capitol and chained themselves to the desk of the representatives in the House or in 

the Senate to fight SB 1070, you know why? Because they knew what would happen. 

Here, they knew what was going to happen, they knew nothing was going to, there were 

not going to be police called.  

Nick also believed that the teachers that sued the State regarding to A.R.S. §15–112 were taking 

advantage of the district and condemned them. While acknowledging it was their right to file a 

lawsuit he went on to note that because of the lawsuit the teachers, “Can do whatever they want 

and nobody can do anything to them ‘cause then they turn around and say its retaliation for their 

lawsuit.”   
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 James held a similar view to Nick regarding the student protests but declined to speak in 

detail about his personal views on the teacher activism and lawsuit. In a similar critique to Nick, 

James places most of the blame on the adults he believed were responsible for the student 

protests. He explained that he was disappointed that the teachers and community that supported 

the program were not more outspoken in their “regret” for what he described as the “excessive 

activism” of the students. He goes on to note that he would have been in favor of prosecuting the 

adults but that the district had decided not to. In regards to the students he said “I would not have 

been inclined to prosecute any of the students just because, maybe I’m thinking of the students 

more as victims here a little bit, or at least as exposed people.” Overall, James rejected the 

argument that the students had a right to protest, stating that “different people have different 

conceptions on where legitimate protest starts and stops” but that: 

When it starts to look more like stifling other people’s speech, such as heckling people, 

or when it comes to the point of blocking the operation of the district, such as shutting 

down that meeting. That to me is not what should be happening in a democracy. When 

things get decided according to who brings the most people out into the street I don’t 

know what that its, it’s not democracy anymore, that’s something else.  

Regarding the student protests and resistance, the discourse coming from both Nick and James is 

similar to that of the masternarrative outline by the State. Specifically, the teachers and content 

of the MAS courses have radicalized the students which led to what James called their 

“excessive activism.” This discourse portrays the students as victims or co-conspirators of an 

adult agenda, and it also makes it clear that the students’ themselves were not capable of 

planning or implementing these forms of protest. 
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 Amy makes this link in her own narrative as she discussed why she felt the State targeted 

the program. Within her narrative she directly connects the first student protest, in which the 

students at Agave High taped their mouths in response to a speech made by the Deputy 

Superintendent of Public Instruction, to the creation of A.R.S. §15–112. 

To him [Horne], that was an adult agenda, that students wouldn’t know how to do that 

without an adult talking to them and showing them how or instructing them in how to do. 

So then he started looking at what was going on at Tucson High and it sort of snowballed 

into ‘these students are learning about being ethnic solidarity and protests and strikes and 

sit-ins and marches, because of these courses’ and that’s sort of where it snowballed.  

In comparison to the masternarrative, Amy made it clear that she believed that the students’ 

actions were independent of any adult involvement and followed the historical precedent of 

generations before them. 

They’re [the students] doing a lot of what historically any…I know this word is going to 

flip people out but what any oppressed people have done. They’ve done sit ins, they’ve 

marched, they’ve held vigils, they’ve…I mean historically the civil rights movement, I 

mean that is what was done and so they’re learning about the history of a people and I 

think that what I understand from the Superintendent of Schools Huppenthal is that he 

has a real hard time with the word oppressed because he doesn’t believe anyone in 

America has ever been oppressed. Okay, so what other word do you want me to use 

(laughs) to say the same thing because it’s not true to say that every ethnicity, every 

people’s experience in America has been the same, it has not.  

Amy’s narrative is important evidence of the counternarrative for two reasons. First, her 

acknowledgement that the student protests came from the students themselves, which rejects the 
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allegation of radicalism, but also that the protests were in response to their oppression.  She 

acknowledges that even using the term “oppression” will “flip people out” and then compares 

this to the masternarrative, which does not acknowledge that oppression exists.   

 Debbie also empathized with the student activists and rejected the allegation that their 

forms of protests were radical. 

You know, I love them [the student activists], I do. I think about how powerless I was 

when I was their age and how you are just afraid of everything and you would never 

speak up for yourself and I know it was a long time ago…though their action to take over 

the board meeting and chain themselves to chairs seemed radical to people, I stayed in the 

room the whole time. There was no ugly stuff going on, there was no violence other than 

the pounding. All their demands were, they’re fighting for their education, how can you 

not appreciate that in students?  

In her narrative she continually reiterated that the students struggled a long time to have their 

voices heard and that their recent protests were a result of the board failing to acknowledge them.  

She simply stated “These kids didn’t just pop out of nowhere and create this, they’ve been trying 

to talk to people for years, literally.” Contrary to the masternarrative that these were radical 

forms of protests, Debbie believed that not only was the takeover of the governing board justified 

but that it was effective. 

They tried everything [the students], like I said, they tried everything and this was a last 

ditch effort and luckily through that effort, I think they were right, it was going to happen 

that night. There were three board members that were going to vote for this resolution to 

direct the superintendent to make these classes electives and if that meeting hadn’t been 

stopped it would have happened. The superintendent in the meantime before the next 



THE SPECTRUM OF DISCOURSE  184 

 

meeting realized he couldn’t support this resolution and did not want board members to 

vote for it and so it got, we talked about it in the next board meeting, but it did not get 

voted on and then it disappeared, which I was glad. So it was effective, what they did was 

effective. Made a lot of people angry too but that’s beside the point.  

Ironically, Debbie’s narrative not only speaks against the masternarrative, which depicts these 

forms of protest as radical acts planned by adults, but of all the participants she is the most 

willing to directly endorses the students’ activism, even though much of it targeted the governing 

board that she served on. 

Summary of the Findings 

 The Findings of Noncompliance written, by the two previous Superintendents of Public 

Instruction, represent part I of the public under a CDA framework. The inclusion of these 

documents established an exemplar for the masternarrative depicting the MAS program, and by 

extension the teachers within it, as racist, politically radical, and promoting the overthrow of the 

United States government. This masternarrative serves as the point of reference to analyze the 

narratives of the subjects, the teachers and principals, who are directly involved in the MAS 

program. Within both of these groups the importance of the autobiographical and discoursal 

selves is evidenced within their narratives, as well as the genres the different groups operated 

within, which ultimately impacted their discourse. From the teachers’ narratives emerged the 

counternarrative, and within it a variety of theoretical constructs used to challenge the 

masternarrative of the State. From the principals’ narratives a different form of narrative became 

evident; one that did not fit into either the master or counternarrative. I defined this as the 

shielded narrative, which all of the administrators who supported MAS used but consequently 
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made them appear to the teacher subjects as unsupportive and reluctant to engaged in the 

discourse for fear of being seen as too political. 

 After the perspective of the subjects, the findings moved to the narratives of the students, 

or clients in a CDA framework. Evidence from these narratives demonstrated that most of the 

students believed that the MAS program had an impact on their own personal identity and all of 

the students were actively engaged in shaping the discourse surrounding the program through 

educating others. All of the students operated from an activist genre, which, like their teachers, 

allowed them to critique the masternarrative of the State and the governing board. However, the 

activist genre these students operated from also impacted the forms of transformational 

resistance they enacted in defense of the program, with one group actively promoting physical 

activism while the other spoke out against it and emphasized the need for educating students, the 

community and conducting physical forms of activism outside of school. 

 Finally, the findings from the narratives of the governing board divide the group of four 

participants into two distinct groups, those in favor of MAS and those in favor of ending the 

program. While all of the members of the board agree that traditional public education does not 

meet the need of students, this is the limit of their agreement. The narratives of half the board 

aligned with the masternarrative while the other half spoke to the counternarrative. This divide 

also affected how the participants viewed the activism of the students and also provided evidence 

of different forms of the theoretical construct of Whiteness as property (Harris, 1995). 
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CHAPTER 5 

DISCUSSION AND IMPLICATIONS 

 The final chapter is comprised of two sections: the discussion of the major findings and 

the theoretical and practical implications of this study. Following the format of the findings, the 

discussion examines the notable themes from the subjects, clients, and public in relation to the 

two research questions that are the foundation of this research. The first research question asks 

what styles and genres are present in the narratives of the participants involved either directly or 

indirectly in the MAS program? The second research examines the power of the master and 

counternarratives in the discourses surrounding the MAS program.  This chapter addresses each 

of these research questions within the context of the subjects, clients, and public and links the 

notable findings back to the relevant research from in the literature review and theoretical 

framework. 

 After discussion of the major findings, this chapter will address the implications of this 

research using the format advocated by Fairclough (1989) in his transdisciplinary approach to 

CDA will be examined. The first phase in a CDA analysis is to address the social wrong, in this 

case the power and implications of the masternarrative and the use of counternarrative by many 

of the participants to subvert it. Specifically, a CDA methodology in critical educational studies 

will assist in identifying the complexities of discourse, which is a fundamental component of 

CRT and LatCrit educational studies. The second phase is to understand the social order to 

ameliorate the social wrong. In this section, I will go into greater detail of the presence of the 

spectrum of discourse found within this research will be further investigated. Finally, in a CDA 

framework Fairclough (2010) requires an analysis of the social wrong, in this context the 

presences and power of the masternarrative, within the social order. In the context of this study 



THE SPECTRUM OF DISCOURSE  187 

 

this will leads to the implications of these findings on educational leadership and policy 

specifically in the fields of culturally relevant pedagogy and leadership. 

Findings Among the Teachers (Subjects) 

Table 2.1 provides an overarching view of the common themes found within the teacher 

narratives. The first research question focuses on the styles and genres used by the participants 

and, in the context of the teacher subjects, four notable patterns emerge. First, Naomi, Liliana, 

Manuel, Daniel, and Gabriella all described their time at the university as the point in which they 

became motivated to adopt a critically culturally relevant pedagogy as part of their 

autobiographical style. This finding supports the presence of “local figured world” described by 

Urrieta (2007) in his analysis of Chicana/o activist educators. Urrieta (2007) found a similar 

theme in which many of his participants developed a critically conscious identity at the 

universities and colleges they attended. This is certainly true for five of the teachers who 

described in detail the transformative experience attending the university had on their own 

perspectives of teaching and on their personal identities.  

This leads to the second major finding regarding the teacher derived from the analysis of 

the autobiographical self, specifically that a majority of the teachers described a personal 

struggle over their own racial identity. For example, Angel described how he felt that he needed 

to hide his Chicano identity in favor of “the whole Nordic thing” and he only came to embrace 

his biracial identity when he moved to Tucson and was surrounded by students who shared a 

similar racial background.  Naomi took issue with the charge that she and her colleagues were 

promoting resentment against Whites, noting that many of her colleagues were biracial and she 

herself had married a White man. Xavier described his own belief that, within his Chican



THE SPECTRUM OF DISCOURSE  188 

 

Table 2.1 

        
         
Findings Among the Teacher Subjects 

      

Teacher 

Subjects 

College 

experience as a 

motivator (A.S.*) 

Personal Struggle 

with identify 

and/or vivid 

experience with 

racism (A.S.*) 

Use of 

indigenous 

epistemology 

to counter 

masternarrative 

(D.S.
&
) 

Change 

agent 

genre 

Transformational 

resistance with 

critical 

consciousness 

MAS is a 

threat to 

the status 

quo 

Whiteness 

as property 

Validation of 

knowledge, 

history, and 

culture 

reaffirms 

identity 

Angel   X X X X   X   

Naomi X X X X X       

Patricia   X   X     X   

Gabriella   X   X   X   X 

Liliana X 

 

  X       X 

Alejandro     X X X X X   

Sophia   X  X X   X X   

Daniel X     X X X X   

Manuel X     X X     X 

Xavier   X   X X X X X 

*A.S.: Autobiographical Self, 
&

D.S.: Discoursal Self
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identity, there was also an American identity that he embraced. Three of the teachers, Patricia, 

Sophia, and Gabriella also described vivid experiences with racism that shaped their critical  

pedagogy. Both Sophia and Gabriella were punished and discriminated against for speaking 

Spanish at school, while Patricia described how the U.S. government deported her father during 

the Great Depression.    

 The analysis of the teachers’ autobiographical selves provides insight into view their 

work as critically culturally relevant educators and their use of the counternarrative. In his work 

on critically culturally relevant educators, Duncan-Andrade (2005) argued that a teacher’s 

identity was just as important for students of color as the content that they taught. Urrieta (2007) 

noted that the history and experiences of activist Chicana/o educators were key to their decision 

to become critical educators. Thus to understand how and why these teachers adopted a critically 

culturally relevant approach and the influence this had on their own discourse it is vital to 

understand the autobiographical style utilized within their narratives.  

This leads us to the third major finding from the analysis of the teachers’ discoursal 

selves. The discoursal self describes how individuals and groups construct the worlds they live in 

through their discourse, similar to the notion of habitus described by Bourdieu (1977). The 

participants’ discoursal self ultimately leads to the construction of either the master or 

counternarratives. Naomi, Angel, Alejandro, and Sophia all used the indigenous epistemology 

they emphasized as part of their pedagogy to defend their program against the accusations of the 

State. In lak’ech , the Mayan philosophy of “you are my other me;” newan ti newan which 

translates to “I am your I;” Tezlleapoca, the “smoky mirror;” and Planawaltizli, or the searching 

for truth to acquire stability (akin to the development of critical consciousness) are all examples 

of how the teachers used the indigenous philosophies they taught in class to defend the MAS 
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program and provide the beginnings of the counternarrative explored in more depth in the second 

research question. 

Aligned with the constructs of the autobiographical and discoursal selves is the final 

finding that emerged from the first research question, which sought to identify the genres the 

teacher subjects operated from. As noted throughout this research, Fairclough (2010) defined 

genres as the microlingistic features of what people say, the rules they establish and the identities 

within their interactions. In essence genres are the informal rules of what people can and cannot 

say, the specific words that they use, and what this reveals about their position within a particular 

setting. The findings indicate that all of the teacher subjects operated from mostly a change agent 

genre. I use the term “change agent” based on a quote that came from Daniel, who asked “what 

can I do as an agent of change?” This term best describes the genre of the teachers who openly 

criticized the current and past Superintendents of Public Instruction and at times the governing 

board for their part in attempting to end the MAS program. While previous studies have found 

that a teacher’s willingness to question policies they felt were detrimental to their students is one 

of the defining characteristics of a critically culturally relevant practitioner (Delpit, 1992; 

Duncan-Andrade, 2004, 2005b, 2007; Ladson-Billings, 1994; Lynn, 2002; Urrieta, 2004; Urrieta 

& Hue Quach), few of them analyzed how this is articulated within the participants’ narratives 

and none of them provided a methodological tool to identify its presence.  

The use of this change agent genre allowed the teachers to emphasize their role in 

advocating for the program and their students by challenging the policies and language of the 

State and the policy decisions made by the governing board even in the midst of an investigation 

by a private firm hired by the Superintendent of Public Education into the program. The 

identification of a particular genre within all of the participants is critical because these genres 
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ultimately impact the forms of discourse they use in relation to the master and counternarratives. 

More specifically, the identities the participants create and the norms and informal rules that 

dictate the language they use provide evidence of the master and counternarratives at work 

within this event. What is particularly interesting is that while other participants’ genres reflected 

the restraints imposed upon them based on their position within the school or the district, the 

teachers who could have adopted similar constraints considering the circumstances of the State 

investigation and impending governing board actions to end the program did not. Instead the 

student and communal advocacy and indigenous epistemology that were key components of the 

critically compassionate intellectualism (CCI) used in MAS provided the framework that 

ultimately guided the teachers discourse and allowed them to speak freely to the counternarrative 

(Romero, Arce, & Cammarota, 2009). 

 The second research question utilizes the narratives of the participants to identify the 

master and counternarratives. Within all of the teacher narratives was evidence of the 

counternarrative. While this finding is not necessarily surprising, the ways in which this 

counternarrative emerged is particularly important in advancing our understanding of how 

critically culturally relevant educators use this form of discourse. Naomi, Angel, Alejandro, 

Daniel, Xavier, and Manuel all emphasized the importance of MAS in developing a critical 

consciousness within their students that empowered them to identify, critique, and ultimately 

challenge discrimination and oppression. This is similar to the notion of transformational 

resistance described by Solórzano and Delgado (2001) in which students must become cognizant 

of their oppression in order to combat it. Ladson-Billings (1994) advocates for a similar 

approach in culturally relevant pedagogy through her emphasis that teachers and students alike 

must engage in a collective struggle against what she terms the “status quo” (p. 178). Further 
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evidence of the counternarrative comes from Gabriella, Xavier, Daniel, Alejandro, and Sophia 

who all believed that the State targeted the MAS program because it was a threat to the 

preexisting political power structure. These teachers believed that the changing demographics of 

the State coupled with the emphasis of critical consciousness in the MAS courses made them a 

target of the State, hence the use of the masternarrative to describe the program as radical, 

promoting resentment against Whites, and anti-American.  

The critique of power and hegemony within the context of a changing racial, politically 

conscious demographic is a key component of the counternarrative within this case study and is 

also indicative of the theory of Whiteness as property described by Harris (1995). Harris (1995) 

defines Whiteness “not merely race but race plus privilege” which is based on the historical 

tradition of White supremacy in the United States and the ability of the White majority to define 

all other racial groups by their “otherness” (p. 279). In other words, Whites have the unique 

power to exclude others from owning the title of “White” and thus the ability to deny all other 

groups the power and privileges owning Whiteness entails. According to these teachers, the basis 

of the attacks on MAS comes from a fear that a changing demographic within the State coupled 

with the critically culturally relevant philosophy advocated by the program challenged the 

historical privileges enjoyed by Whites. To combat this threat, the White dominant group created 

a law to end the program, which was something they had the unique ability to do based on the 

privileges associated with their race. Thus within this case study the term “counternarrative” is 

ultimately defined not merely as the voice of people of color or those that speak against the 

status quo but as a form of Discourse that has a theoretical basis, in this case aspects of 

transformational resistance (Solórzano & Delgado 2001) and a critique of the form of power 

outlined by in the theory of Whiteness as property (Harris, 1995). This is important because as 
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was noted in the literature review, the terms master and counternarrative have often gone 

undefined by critical theorists leading us to assume their meaning (e.g., Delpit, 1992; 2006; 

Duncan-Andrade, 2005; Ladson-Billings, 1994; Urrieta and Hue Quach, 2000; Urrieta, 2004). 

Finally, four of the teacher subjects, Gabriella, Liliana, Manuel, and Xavier, described 

how the MAS program validated the forms of knowledge held by their students as well as their 

history and culture which then shaped their students’ identity in the face of the prevailing deficit 

discourse surrounding Mexican American and Hispanic students. This finding supports the 

research already conducted on the importance of adopting a culturally relevant pedagogy to 

counter prevailing narratives in education regarding the historical and cultural contributions of 

students of color (Banks, 2006; Delpit, 1992; Ladson-Billings, 1994; Urrieta, 2004; Urrieta & 

Hue Quach, 2000; Duncan-Andrade 2005, Valencia; 2010). 

 The findings from the teacher subjects provide both new insights into the complexity of 

the counternarrative and contribute to the preexisting literature on what drives critically 

culturally relevant practitioners. The use of a CDA framework to analyze the narratives provided 

new evidence of the role of the autobiographical and discoursal self and the importance of genres 

in constructing a counternarrative and provided additional insight into the role teachers’ history 

and experiences had on their desire to become critical educators. The analysis of the 

autobiographical style also provided support of the importance of the “local figured world” of the 

university which many of the teacher subjects described as the place in which they became 

inspired to become critically conscious educators (Duncan-Andrade, 2005a). In regards to the 

second research question,  the presence of the counternarrative within the teacher subjects’ 

discourse presents empirical evidence of transformational resistance described by Solórzano and 

Delgado Bernal (2001), a critique of Whiteness as property described by Harris (1995) as well as 
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supports the previous work done by culturally relevant researchers (i.e., Duncan-Andrade, 

2005a; Ladson-Billings, 1994) who described how this form of pedagogy validates the history 

and experiences of both the teacher and students and empowers them to become agents of 

change. The accumulation of these theories under the heading of “counternarrative” also 

provides a framework for critical theorists to define this form of discourse in the context of their 

own studies to properly address the complexity of what the concepts of master and 

counternarrative represent.     

Findings Among the Principals (Subjects) 

 Figure 2.2 displays the predominant findings that came from the principal interviews in 

relation to the two research questions. With the exception of Jonathan, all of the principal 

subjects utilized aspects of their autobiographical selves to clarify their support or opposition to 

the program. Specifically, Santiago, the one principal who was opposed to the program,  

referenced his own experiences as a Mexican American in Tucson to argue against the existence 

of race-based oppression. This narrative differs from the autobiographical style of Cesar who 

expressed support for the program in large part based on his own experiences taking Chicano 

studies courses at the university level. Once again this finding provides evidence to support the 

importance of the local figured world of the university described by Urrieta (2007), which 

influenced many of the teachers to become critically culturally relevant educators as well as 

Cesar and his support of the program. Fernando also supported the program based on his past 

experiences in which both of his daughters took courses in MAS. 

Nearly all of the principals articulated their own role in the debate engulfing the MAS 

program at their own schools, providing evidence of the role of the discoursal self. Jonathan 
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spoke in depth about the importance of “the center” in the debate and lamented that the discourse 

of the critics and supporters of MAS had overshadowed this group. Cesar and Fernando both 

Table 2.2 

    

     Themes Among the Principal (Subjects) 

  

Teacher 

(subjects) 

Personal 

experiences 

influenced their 

support of MAS 

(A.S.*) 

Has a role in the 

debate (D.S.
&
) 

Administrative 

genre 
Use of shielded 

discourse 

Santiago X 

 

    

Jonathan   X X X 

Cesar X  X  X X 

Fernando X X X X 

*A.S.: Autobiographical Self, 
&

D.S.: Discoursal Self 

 

stressed the use of student achievement data in validating the importance of the program, though 

neither one had gathered such data at the time of the interview. Only Santiago separated himself 

from the program by repeatedly emphasizing that he did not evaluate the teachers, had not gone 

into the classrooms and believed that it was ultimately an issue for the governing board to 

resolve. By separating himself from the program Santiago also gave himself the ability to 

critique it and the teachers within it, which he did freely. His candor sets him apart from the 

other principals whose narratives were often guarded and who chose their words carefully, which 

was evidence of the administrative genre they operated from.  

 As administrators, principals are representatives of the district and held accountable for 

their conduct by the governing board.  As a result the genre they operate from is far more 

constrained than that of the other participants in this study, especially when it comes to State and 

District policy. This in turn impacts the form of discourse they can use in their discussion of the 
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debate over the MAS program present in their own schools. The notable exception is Santiago 

who not only critiqued the concept of oppression and criticized the teachers for their alleged 

political bias but also believed that the masternarrative used by the State was appropriate because 

of what he believed were overtly political messages within the program that were outside of the 

mainstream.  This leads to the notion that because Santiago spoke most directly to the 

masternarrative that he felt safe to profess his beliefs against the MAS while the administrative 

genre the other principals operated from confined their ability to fully speak to the 

counternarrative.   

This leads to the most notable finding that came from the principal narratives which is the 

presence of what I describe as the shielded narrative. The shielded narrative is a product of the 

administrative genre three of the four principals operated from. Nearly all of the principals 

exercised a degree of restraint in their language regarding the MAS program and the actions of 

the State likely due to their professional obligations as representatives of the District. This in turn 

influences their discourse which does not fit within either the master or counternarrative 

framework.  For example, Jonathan, Fernando, and Cesar all critiqued aspects of the 

masternarrative as they described the actions of the State. Jonathan, like many of the teacher 

subjects, took issue with accusations made by the State that the MAS courses and the teachers 

were un-American. Cesar also made a critique that was similar to many of the teachers’ by 

noting that A.R.S. §15–112 invalidated his students culture and their contributions. Fernando 

briefly questioned why the focus was solely on the MAS program when his school offers other 

ethnic studies courses, but then quickly changes his tone and ends by discussing his role as an 

instructional leader and the importance of good instruction. This momentary glimpse of the 

counternarrative is as close as Fernando comes in a critique of the State.  Instead, Fernando 
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repeatedly emphasizes that he that he is not “politically astute” and thus invalidates his own 

analysis of political debate around the MAS program. Even Cesar, who credited his Chicano 

studies as influencing his own beliefs, was careful in his critique of the State and emphasized his 

desire to be “politically correct.” Of all the principal subjects, Jonathan was the most direct in his 

criticism of the narrative of the State referring to it as a “verbal Molotov cocktail” but his 

emphasis that this was only “his opinion” is further evidence of the presence of the shielded 

narrative utilized by nearly all of the principals. 

One may argue that this finding is not new and that a similar theory titled “political 

passing” emerged from the work done by Aléman (2009a, 2009b) and Aléman and Aléman 

(2010).  In these studies the authors found that Latina/o educational leaders emphasized “civility, 

politeness, and cordiality” in their narratives around the prevalence of unjust funding policies 

which ultimately left dominant ideologies in place and ultimately stagnated progressive change.  

The difference between the political passing described by these authors and the shielded 

discourse utilized by the principals in this study is where these narratives originate from. Aléman 

and Aléman (2010) argue that the educational leaders who utilized a political passing in their 

narratives did so because they lacked a critical awareness of how issues of race and racism were 

endemic within education.  This does not seem to be true for Jonathan who repeatedly criticized 

the State for labeling the program as un-American and was insulted that they had to prove 

otherwise or for Cesar who took Chicano studies in college. Instead, I argue that the use of the 

administrative genre these principals operated within confined their ability to fully align 

themselves to the counternarrative thus the use of the shielded narrative when allowed them to 

carefully critique the masternarrative within their administrative genre.   
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The use of the shielded narrative did come at a cost to the principals in this study. From 

the perspective of the teachers, the principals appear to be neutral and even unsupportive. Several 

of the teacher subjects accused their principals of “playing the field,” a reference to what they 

saw as the political jockeying the administrators were engaged in between the State, district, and 

the MAS program. Angel who stated in his assessment of his principal Jonathan, “he won’t fight 

this bear” because of its overtly political nature summarized the teachers’ common view of their 

principals. In essence, from many of the teachers’ lenses the principals’ use of the shielded 

narrative in their discourse ultimately portrayed them as being either docile in response to the 

actions of the State or ineffective in the debate engulfing their own schools.     

 There is one final important point regarding the discourse of the participants and their 

alignment to a particular form of discourse. The astute reader will notice that with the exception 

of the principal subjects, all of whom identified themselves as Mexican American, this study 

does not reveal the racial backgrounds of any of its participants. While the vast majority of the 

participants identified themselves either as Chicana/o or indigenous there is a small minority that 

is White. To identify them by their race would compromise their anonymity and thus was not 

addressed in this research. However, several of the most pronounced counternarratives came 

from White participants. Likewise, while Santiago identifies himself as Mexican American, it is 

clear that his discourse is aligned to the masternarrative. Similar to Stovall’s (2006) case study 

on critical race praxis and the work done by CRT theorists on the writings of Supreme Court 

Justice Clarence Thomas (Crenshaw, Gotanda,  Peller, & Thomas, 1995), this research provides 

additional empirical evidence that the counter and masternarratives do not necessarily belong to 

any specific race. Just as Santiago speaks to the masternarrative, there are several White 

participants who speak strongly to the counternarrative. Thus in the context of this case study, 
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the use of the counternarrative is no more the sole voice of people color than the masternarrative 

is of Whites. As this research illustrates, whether an individual utilizes the master or 

counternarrative is far more complicated than, as Horne said, “the race they were born into” 

(Horne, 2010, p. 10). To this end we must also consider the influence of one’s autobiographical 

and discoursal selves as well as the genres they operate within.  

Findings Among the Students (Clients) 

 Table 2.3 presents the major themes found among the two student focus groups that 

comprise the clients. Nearly all of the participants indicated that the MAS program had an impact 

on their own personal identities providing additional evidence of the importance of culturally 

relevant practices on student identity and empowerment outlined by other researchers (i.e., 

Duncan-Andrade, 2005; Ladson-Billings, 1994). For example, Izzy recounted how in the first 

class lesson he learned about respect and “how to carry yourself as a person.” Monica stated that 

the MAS courses had helped her find her identity and that her “voice matters.” Sally reiterated 

this point stating that the classes had taught her that “I’m somebody who can do something in the 

world.” Abigail, Susanna, and Amaya incorporated aspects of the indigenous epistemology 

utilized by the teachers as they described not only how the program impacted them personally 

but also the role they had in shaping the discourse around the program. Abigail used the 

philosophy In lak’ech  to describe the concept of respecting herself and respecting others while 

Susanna used the same philosophy to describe how she approached others who did not share her 

same viewpoints. Amaya described herself as a “warrior healer” and saw her role as someone to 

defend the program but also heal the damage caused by the debate, which leads to the second 

finding which is the role of the students’ discoursal style. 
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Table 2.3 

       

        
Themes Among the Student (Clients) 

     

Students 

(clients) 

MAS program 

impacted their 

personal identity 

(A.S.*) 

Shaping the 

discourse through 

educating others  

(D.S.
&
) 

Activist 

Genre 

White 

ownership of 

the term 

"American"  

Transformational 

resistance with links to 

larger social and/or 

historical contexts 

Emphasis on 

physical 

activism 

Emphasis on 

preventing 

physical 

activism 

Abigail X X X X X   X 

Susanna   X X X X   X 

Amaya X X X  X  X   X 

Joseph   X X X X   X 

Armando X X X   X X   

Izzy  X X X 

 

X X   

Monica X X X   X X   

Sally X X X 

 

X X   

*A.S.: Autobiographical Self, 
&

D.S.: Discoursal Self
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All of the students saw their personal roles in the debate as educators whose primary 

concern was to explain the importance of MAS to their fellow students, the governing board, and 

the community at large. They accomplished this through a variety of methods, such as discussing  

the issue on the high school news station, speaking at the call to the audience at governing board 

meetings, instituting weekend classes, sponsoring community events, and holding encuentros 

with family and teachers. In order to defend the program, all of the students emphasized the need 

to educate others about the program, which provided evidence of the activist genre they operated 

from. As noted previously, this study relies on Urrieta’s (2005) description of activism which 

counters the dominant view that conceptualizes activism only as physical activism such as 

strikes, sit-ins, and marches. Rather, activism should be viewed as a multidimensional activity 

that includes the traditional physical activism such as the UNIDOS action to chain themselves to 

the governing board dais, as well as more nuanced forms including the use of the courts and law 

used by both Superintendents of Public Instruction and the creation of alternative outlets of 

resistance such as educational assemblies, community events, and weekend classes used by both 

student groups. All of the students firmly believed that it was their responsibility to defend the 

program and were passionate in their critique of both the State and in the case of the student 

group at Javelina, the governing board as well. This activism did not just apply to MAS as 

evidenced by the students at Creosote who had spent the afternoon taking down derogatory 

posters targeting undocumented students. As they showed me the posters they noted with 

amazement that the “Americans” did not make the posters but other fellow Hispanic students, 

which leads to the findings from the second research question regarding the role of the counter 

and masternarrative for the clients. 
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 Liliana, one of the teachers from Creosote, had told me that she was dismayed that when 

her students spoke of White students they used the term “American.” Weeks later when I sat 

down with the student focus group from Javelina they immediately provided evidence that what 

Lilana had said was true. The ownership of the term “American” is a theme not only found in the 

narratives of the students but throughout the narratives of nearly all of the participants who spoke 

to the counternarrative. This manifested itself in numerous ways, from the struggle over an 

American identity within a Chicano described by Xavier, the fact that Jonathan was insulted that 

he and his teachers had to respond to the charge by the State that MAS was un-American, to the 

repeated insistence by nearly all of the teachers that the content of MAS was in fact American 

history. Even the students themselves had internalized this concept referring to other White 

students as “American.” This is the best example of the power of the masternarrative found 

within the narratives of the participants and is further evidence of the influence of the theoretical 

construct of Whiteness as property describe by Harris (1995). The ultimate impact of A.R.S. 

§15–112 and the Findings of Non-Compliance written by the two superintendents was the  power 

to bestow a racial “otherness” upon the content of MAS, its teachers, and even the students 

which invalidated their history and culture and supported the students’ internalized belief that 

White is equivalent to being American. This leads to the inevitable conclusion that since these 

students were not White they did not conceptualize themselves as “American” as their White 

classmates.   

 Due to the activist genre the students operated within, they sought to combat the actions 

of the State and masternarrative it represented through protest. Research on critical culturally 

relevant pedagogy has revealed that one product of this approach is the development of students’ 

critical consciousness which motivates them to become agents of change (i.e., Cabrera, Meza, 
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Romero, Rodriguez, 2013; Ladson-Billings, 1995; Montaño & Burnstein, 2006; Solórzano & 

Delgado Bernal, 2001). Evidence of this critical consciousness, in which students are aware of 

and are able to critique race based oppression, was apparent from the narratives of both student 

groups. For example, Monica, Abigail, Susanna, and Amaya all linked the debate over ending 

MAS to part of the large political context of the State who had recently passed laws targeting 

undocumented immigrants. These students identified with the persecution of this group and were 

able to relate their struggle back to their own fight to keep MAS despite the power of the State. 

Izzy, Sally, Monica, and Armando all linked the fight to keep the MAS to the broader struggle of 

equal rights that had been taking place for generations. These students saw themselves as part of 

this larger movement and wanted to preserve the program for future generations. In either case, 

all of the students utilized a form of critical consciousness which was built into the critically 

compassionate intellectualism philosophy of the courses to contextualize their challenge to 

A.R.S. §15–112 and in the case of UNIDOS the governing board itself (Arce, Romero & 

Cammarota, 2009). 

Ultimately the discourse of both the clients and the teacher subjects align with the 

description of the counternarrative emphasized in the CRT literature. Delgado (1989) describes 

the function of counterstories as “storytelling and counter-storytelling experiences that can help 

strengthen traditions of social, political, and cultural survival and resistance” (p. 32). Within 

these discourses we see a narrative that challenges the colorblind view and deficit theorizing 

within the masternarrative of the public. Within their counterstory, the teachers and students are 

not un-American, rather each of the subjects describes the importance of their students seeing 

themselves as Americans which they believe is accomplished through a curriculum that focuses 

on the experiences of Latina/os in America. Furthermore, in juxtaposition to the masternarrative 
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espoused by the public, the counternarrative of the subjects described the law as un-American. 

Rather than espousing the colorblind view, the counternarrative of the subjects repeatedly spoke 

of the marginalization and injustices faced by Latina/os, and their students in particular, and the 

need for a culturally relevant pedagogy to help empower and value not only students’ ethnic 

identities but their academic identities as well. In addition, the narratives of the subjects also 

provide practical insight into the work done on culturally relevant pedagogy. Most notably, the 

framework provided by Ladson-Billings (1995) seems to be the most applicable. Under her 

framework, teachers must recognize students’ real-life experiences as legitimate and valid parts 

of the curriculum, students should be challenged to become intellectual leaders and develop 

meaningful learning communities alongside the teacher which challenges the dominant 

discourse, and teachers should conceptualize themselves as political beings. Akom (2007) writes 

passionately about the need for classrooms to be free spaces where teachers and students explore 

questions of power and privilege together. However, A.R.S. §15–112 now makes most, if not all, 

of these philosophies potentially illegal depending on the opinion of the current superintendent 

who has the sole power to interpret “noncompliance.” 

Findings Among the Governing Board and Superintendents (Public) 

 The participants that comprised the public were broken into two different groups. The 

findings began with an analysis of the Findings of Non-Compliance written by the past two 

Superintendents of Public Instruction using a CDA framework and ended with a similar analysis   

of the narratives of four of the five TUSD governing board members that agreed to participate in 

this study. Table 2.4 compares the findings of these two groups alongside each other to identify 

the common themes within these different narratives.       
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Table 2.4 

       

Findings Among the Public 

      

Governing board 

and 

superintendents 

(clients) 

Participants use their 

experiences to 

explain position in 

relation to MAS 

(A.S.*)   

A.R.S. §15-112 

is connected to 

larger social 

issues   (D.S.
&
) 

Portrays MAS 

as overtly 

political and/or 

racist   (D.S.
&
) 

Activist genre 
Administrative 

genre  

Who is 

responsible for 

the student 

activism 

Meritocratic and/or 

colorblind 

worldview 

Debbie X X   X   Students   

Amy  X X     X Students   

Nick 

 

  X X   Adults X 

James 

 

  X   X Adults X 

Horne X   X X   Adults X 

Huppenthal X   X   X 

 

X 

*A.S. Autobiographical Self, 
&

D.S.: Discoursal Self
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The majority of the members of the public utilized aspects of their autobiographical style to 

explain their positions either in favor of or against the MAS program. The two members of the 

public that were supportive of the program, governing board members Debbie and Amy, both 

cited their own experiences growing up to support their belief in a culturally relevant pedagogy.  

Amy cited her own experience in school and the lack of diversity in the curriculum as evidence 

that MAS was a necessary addition to the standard curriculum. Like so many of the participants, 

Amy recalled that it was only until she entered the university setting that she was exposed to a 

more diverse curriculum and viewpoints. Debbie recounted her own experience growing up in 

racially divided Detroit and the creation of Black Panther schools to meet the needs of African 

American students. In contrast to many others at the time, Debbie viewed this as a positive event 

for the students who attended these schools and predicted that many of them had gone on to do 

well.   

Former Superintendent Horne, who was the most outspoken against MAS program also 

used his personal experiences to define his position. Interestingly, Horne used his knowledge of 

the Spanish language, Mexican history, and even his stated participation in the civil rights 

movement to justify his belief that the MAS program was politically radical and racist, while he 

himself was not due to his own experiences. Only Superintendent Huppenthal, whose Findings 

of Non-Compliance was written almost exclusively in third person, cited his own experience 

observing a class which he described as “unbalanced, politicized, and historically inaccurate” to 

justify his opposition to it. This was his only use of the first person throughout his findings but 

this experience within a MAS classroom and his personal feelings about the content and the way 

the teacher presented it constituted evidence against the program. 
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 Evidence of the discoursal style was present in all of the narratives of the public, though 

how they utilized this aspect of style was contingent upon their views of the program. Debbie 

and Amy utilized their discoursal selves to critique A.R.S. §15–112 in defense of the program.  

Debbie, like many of the teachers, took issue with the allegation that the program promoted the 

overthrow of the United States government and promoted the resentment of Whites. She stated 

flatly that she found the whole law “ridiculous” and could not imagine that Huppenthal would 

find the program out of compliance, which he did several weeks after the interview. Amy, in a 

similar form of discourse as the teachers and as some of the students linked A.R.S. §15–112 and 

the focus on MAS to broader legislative actions by the State that targeted Mexican and Hispanic 

immigrants. She placed A.R.S. §15–112 into the context of similar “extreme bills” which 

targeted immigrants in the State but also broadened her critique and portrayed the actions of the 

State as persecuting not only Mexican immigrants but Mexican Americans as well and believed 

that the State blamed these groups for everything from the deficit to poor academics in public 

education. While Debbie and Amy focused their discourse on A.R.S. §15–112, those against the 

program focused their discoursal selves on portraying the program and the teachers within it as 

extremists in a number of ways. 

  To prove that MAS had violated A.R.S. §15–112, Horne sought to portray MAS and the 

teachers within it as politically radical, racist, and anti-American. Using a variety of sources 

Horne simultaneously portrayed the program along these lines and also utilized his 

autobiographical style to argue that he was not a racist. While Huppenthal’s use of the third 

person narrative and legal discourse seems to provide a more neutral set of findings than the first 

person rhetoric utilized by Horne, the way they ultimately portray the program though their 

discoursal selves are similar. In essence the program is openly partisan towards liberalism, if not 
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completely radical, communist, and anti-American, and teaches predominantly Hispanic and 

Mexican American students that they are oppressed and fosters resentments against Whites.   

 Nick and James strike a similar dynamic in their attempt to shape the discourse around 

the MAS program and the teachers and students within it. James, like Huppenthal, attempted to 

use a more moderate rhetoric in his description of the program and sought to portray himself as a 

centrist in the debate. However his narrative revealed certain beliefs about MAS and those within 

it that align him with those opposed to the program. For example, James repeatedly notes that the 

MAS courses contain a “left wing push,” that the students are victims of an adult agenda, and 

that Hispanic and Mexican American students constitute the predominate groups that take the 

class. These observations ultimately support the allegations made by Huppenthal in his findings 

which stated that the classes are unbalanced and politicized, cater to a narrow group of students, 

and ultimately promote ethnic solidarity in the face of White oppression. While James’s 

discoursal self was reminiscent of the language used by Huppenthal, Nick’s discoursal self was 

the similar to that of Horne in its openness to critique the program. Nick openly accused the 

program of promoting resentment against Whites and that the “adults,” a veiled reference to the 

teachers, are responsible for the student activism which he defines as “mass hysteria.” What is 

most striking is the openness and tone in which Nick states his opinions. Like Santiago, the 

principal of Javelina, Nick is obviously very comfortable critiquing the program whereas many 

of the other participants at the administrative level adopted a more centrist tone even if their 

personal beliefs may be either for or against the program. This leads to the reemerging theme 

that those who speak most directly to the masternarrative feel free to do so while those who 

would speak more directly to the counternarrative must adopt a more shielded form of discourse.  
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  The genres each of the members of the public operated within allowed them to speak to 

either the master or counternarrative. The narratives used by both Huppenthal, James, and even 

Amy to some extent fit within the administrative genre which the principals operated within, 

while Debbie, Nick, and Horne all operated more from the activist genre exemplified by the 

student clients and defined by Urrieta (2005). As noted throughout this discussion, Huppenthal’s 

use of the third person legal narrative was in stark contrast to the first person narrative and heavy 

use of the autobiographical self utilized by his predecessor. While on the surface this portrays his 

findings as more neutral, Crenshaw, Gotanda, Peller, and Thomas (1995) note that the power of 

legal discourse lay in the belief that it is neutral and thus the utilization of this language is a 

protective veil for laws that ultimately discriminate against people of color. While Huppenthal 

relies on this form of discourse in his findings it is also clear that his findings not only portrayed 

the program as promoting ethnic solidarity and resentment against Whites but also advocated for 

a colorblind worldview as evidenced by his repeated dispute of race based oppression. This 

colorblind worldview is a key indicator of the masternarrative in a CRT framework (i.e., Bell. 

2000, 2000b; Crenshaw, Gotanda, Peller, & Thomas, 1995; Delgado, 1989; Harris, 1995; 

Ladson-Billings, 1995, 1998; Solórzano and Yosso, 2002b; Urrieta, 2006) and serves as the 

primary defining characteristic of the masternarrative in the context of this case study. James 

also utilizes a more neutral form of language portraying himself as a centrist by operating from 

an administrative genre.  He uses his language carefully and at times criticizes the discourse of 

the State.  However, his depiction of the program as left leaning, his statement that the activism 

in support of the program is “excessive” and that the students are ultimately victims of an adult 

agenda, and most importantly his belief that “an ideal society would be pretty much colorblind in 
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the operation of the government institutions” are indicative of the masternarrative in the context 

of this case study.   

The genre Amy operates from is not as clear as the other members of the public.  She 

clearly speaks to the counternarrative in her support of the program, her belief that the attacks on 

MAS are part of a broader attack on immigrants and Mexican Americans, her personal 

identification of the lack of culturally relevant curriculum, and her belief that the students’ 

activism is based in part from their oppression are all evidence of the counternarrative.  

However, she is also critical of some of the supporters of the program and their inability to 

compromise with the district at one point noting that “even among supporters we fight each 

other.” Her ability to speak to the counternarrative while simultaneously disagreeing with the 

actions of some of the most ardent supporters of the program provide additional evidence of the 

complexity of what constitutes a counternarrative in any given context. 

  While Huppenthal, James and even Amy to a certain extent utilize an administrative 

genre in their discourse, Horne, Nick, and Debbie operate within a more activist genre. 

Throughout the interview Amy focuses all of her criticism on the State and the past and current 

Superintendent of Public Instruction.  She was adamantly opposed to the governing board taking 

any action to change the MAS courses and fully supportive of the student demonstrations, even 

when they took over of governing board meeting. At no point did she have any criticism for the 

MAS program and did not believe there was any need to change the program in any way.  

Similarly, her colleague Nick, was blunt of his criticism of the MAS program, the student 

activism and the teachers within the program itself.  He believed firmly that these teachers and 

the curriculum materials they used promoted resentment against Whites and argued against the 

notion of historical oppression.   
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The most prominent example of both the activist genre and the masternarrative within the 

public came from the former Superintendent Tom Horne. Horne clearly spoke to the 

masternarrative through his depiction of the MAS program which he emphasizes not only 

promoted resentment against Whites and ethnic solidarity but also indicated the program had 

links to communism and promoted the overthrow of the United States government. However, the 

most prominent piece of evidence of the masternarrative in Horne’s narrative was the use of the 

colorblind discourse evidenced by his interpretation of Dr. King’s “I Have a Dream” speech 

which he states was “a principle adopted by the legislature and the governor when this statute 

was passed.”  The utilization of Dr. King’s words to promote a colorblind worldview is common 

in the legal discourse. As Crenshaw, Gotanda, Peller, and Thomas (1995) note: 

Mainstream legal argument regarding “race relations” typically defended its position by 

appropriating Dr. King’s injunction that a person should be judged “by the content of his 

character rather than the color of his skin” and wedding it to the regnant ideologies of 

equal opportunity and American meritocracy. (p. XV) 

The end result of this argument is the power of the dominant group to define what does or does 

not constitute group identity. Further evidence of the masternarrative comes from Horne’s 

repeated use of the term “la raza” to define the program and as evidence of both its political 

radicalism as well as its racial “otherness.”  Harris (1995) notes that the power of Whiteness as 

property is the “expectation in the continued right of White-dominated institutions to control the 

legal meaning of group identity” and that “the law’s approach to group identity reproduces 

subordination, in the past through ‘race-ing’ a group—that is by assigning a racial identity that is 

equated with inferior status, and in the present, by erasing racial group identity” (p. 287). 

Gotanda (2000) describes this as “nonrecognition” within the legal genre, which “fosters the 
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systematic denial of racial subordination and the psychological repression of an individual’s 

recognition of that subordination, thereby allowing it to continue” (p. 35). In other words, by 

emphasizing the colorblind worldview within the legal discourse, the law and those who control 

it institutionalize the continued subordination of people of color by denying them the reality of 

continued racism in our society (Delgado, 1989; Crenshaw, Gotanda, Peller, & Thomas, 1995; 

Delgado & Stefancic 2000; Cabrera, 2012). 

Implications and Recommendations 

 To address the full range of implications associated with this case study I will rely on the 

framework provided by Fairclough (2010) in his transdisciplinary approach to CDA. Under this 

framework CDA must address three major components which provided the main areas of focus 

in the implications. First, there is a focus on a social wrong, in this case the power of the 

masternarrative in educational policy and the utilization of a counternarrative to subvert it.  

Second, there needs to be an understanding of the social order in order to determine how to 

eliminate the social wrong. In this subsection I will present the implications of what I describe as 

the spectrum of discourse revealed in the findings. Finally, in a CDA framework there must be 

an analysis of the social wrong within the social order. Under this section I will discuss the 

implications this research has on educational policy, leadership, and practice. Specifically, the 

impact this research has on the field of critically culturally responsive pedagogy and leadership 

as well as the importance of the local figured world and the cost of the shielded discourse 

utilized by many of the administrators. 

Focus on a Social Wrong: The Role of the Master and Counternarratives 

 Throughout this case study I have repeatedly noted that the constructs of the master and 

counternarratives are often times overly simplified and ill defined in critical studies largely due 

to the lack of empirical case studies the clearly identifies these constructs. Utilizing the work 
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done by Delgado (1989) and Solórzano and Bernal (2001) as a foundation, this case study clearly 

identifies both the master and counternarrative within this specific context supported their 

existence using empirical evidence gathered using the CDA methodology provided by 

Fairclough (2010). The colorblind worldview demonstrated in the narratives of all of those who 

spoke to the masternarrative paired with Harris’s (1995) theory of Whiteness as property allowed 

me to clearly define the masternarrative. Equally important is the fact that the narratives of the 

teachers and students provided evidence of the power behind the masternarrative. The repeated 

theme throughout the narratives of both of these groups was the need to justify their American 

identity and patriotism in the face of the masternarrative. For one group of students the term 

“American” was already lost to them as evidenced by their use of this term to describe their 

White classmates. Therein lies the evidence of the masternarrative and its power; to promote a 

colorblind worldview that denies the existence of oppression and promotes a meritocratic 

philosophy while simultaneously labeling all other groups with an otherness that forces them to 

justify their heritage and patriotic allegiance. Just as important from a practitioner perspective is 

the finding that many of those in the positions of greatest power in respect to policy and decision 

making were free to speak to this masternarrative while their colleagues in similar positions, who 

were inclined to speak to the counternarrative, often selected to use a more diplomatic or 

politically neutral tone. To combat the masternarrative, teachers, students, and governing board 

members used a variety of strategies including the activation of critical consciousness and 

transformational resistance, the use of indigenous epistemology, and a critique of the ownership 

of the term “American” in both identity and curriculum content.   

 To simply identify the masternarrative and counternarrative is not enough and future 

CRT case studies that include the presence of these forms of discourse should define them within 
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the specific research context to support the complexity of these constructs. Far too often CRT 

scholars have assumed that the counternarrative belongs only to people of color while the 

masternarrative is the voice of Whites. Stovall’s (2005) theory of a critical race praxis remains 

one of the few exceptions in which he documents how a common purpose amongst a group can 

justify a counternarrative regardless of race or class. This case study adds further empirical 

evidence that the counternarrative is far more complex than simply the voice of people of color 

just as it demonstrated that the masternarrative is not solely the voice of Whites.  These 

narratives are far more complex than these assumptions have led us to believe and to fully 

understand them a new methodological framework was necessary beyond what I found within 

the CRT and LatCrit literature. 

 To unravel the nuances and complexities of both the master and especially the 

counternarratives I turned to the work done on by Fairclough (1989; 2010) on CDA. The 

addition of the theoretical constructs of autobiographical and discoursal styles as well as genres 

was instrumental in properly identifying the various sources from which the participants 

activated the master or counternarratives as well as the shielded discourses utilized by most of 

the administrators. The most important implication in this aspect was that using a CDA 

methodology revealed more about the individuals themselves and used their backgrounds, 

experiences, professions, and identities as legitimate areas of inquiry to understand the source of 

their discourse.  As a result one of the benefits of this methodology is that it combats the 

normative process in which we ascribe different forms of discourse depending on a persons’ race 

or background.  Using a CDA methodology allowed me to dig deeper into the source of these 

discourses which is some cases transcended race. For those of us interested in continuing to 

apply CDA methodology in critical studies I also have a word of caution.  The emphasis on the 
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autobiographical self in CDA research is an important contribution to the research but it presents 

its own complications in regards to participant confidentiality.  I made every effort to protect the 

identities of the participants and in some cases this made it necessary for me to exclude valid and 

important excerpts from their narratives.  While I do not believe the research was harmed as a 

result, it was an endeavor in its own right to make sure the autobiographical self was present and 

furthered the goals of this research while simultaneously being cognizant of protecting my 

participants. This is especially true considering the political nature of this research and I believe 

that future researchers using CDA to further critical studies will find themselves in a similar 

balancing act of pushing their research forward while holding the safety and trust of the 

participants as paramount. 

Understanding the Social Order to Right the Social Wrong:  The Spectrum of Discourse 

 It became clear as I coded the qualitative interviews and certain themes emerged that the 

traditional constructs of counter and masternarratives were not enough to analyze the narratives 

of all the participants. Specifically problematic were the narratives of nearly all of the 

administrators whose autobiographical and discoursal styles aligned them with the 

counternarrative but whose genres constrained them from fully committing to the 

counternarrative utilized by the teachers, students, and some governing board members. The 

presence of what I call the shielded discourse has implications to both theory and practice in 

educational leadership and policy. 

 From a theoretical perspective the presence of the shielded discourse allows us to move 

beyond the master and counternarrative dichotomy and analyze the complexity and nuances that 

reside in between these two extremes and their implications. In this case study those using the 

shielded discourse provided other indicators through a CDA methodology that revealed elements 
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of the counternarrative. The fact that those who spoke to the masternarrative felt free to do so 

while administrators inclined to the counternarrative utilized a shielded discourse indicates that 

this might be a tool utilized by those who are aligned with the counternarrative but whose 

positions are too politicized or vulnerable to allow them to fully articulate this form of discourse. 

However, it is just as likely that the shielded discourse could also be used by those whose 

autobiographical, discoursal styles, or genres place them closer to the masternarrative depending 

on their institutional context and the genres they operate from.  For example, an individual who 

identifies themselves as a social conservative may adopt a shielded narrative if they find 

themselves in the position of managing a progressive nonprofit organization. Therefore 

conceptualizing the shielded discourse as in the middle of these two extremes would be 

inaccurate. It is more appropriate to conceptualize it within the spectrum of discourse that lies 

between the master and counternarratives. Within this field there may be countless 

manifestations of discourse utilized by individuals waiting to be isolated, analyzed, and 

described and it is my hope that future research that addresses the importance of the master and 

counternarrative also provides additional insight into the other forms of discourse that may reside 

within this spectrum. If the goal of critical theorists is to understand and overcome the power of 

the masternarrative, then a more thorough analysis of the complexity of the social order in which 

it resides is necessary.  To this end it is vital that we first abandon the prevailing conception of a 

binary form of discourse in which there is either the counter or masternarrative.  Instead the 

spectrum of discourse describes a more fluid conception of discourse in CRT in which the 

shielded discourse is just one transient resident of a much larger ecosystem of discourses. Thus, 

further research on the presence and utility of the shielded narrative, including who uses it and 



THE POWER AND POLITICS OF DISCOURSE 217 

 

why, would be one step towards deconstructing the complexity of discourse in educational 

policy.    

 Analysis of the Social Wrong within the Social Order: Implications for Leadership, Policy 

and Practice 

 While this case study has numerous methodological and theoretical implications, its 

impact on educational leadership, policy, and practice is perhaps the most important. First, from 

a policy perspective this case study validates what many CRT theorists have advocated, which is 

that that the colorblind worldview prevalent in the masternarrative is deeply embedded in legal 

and educational policy (Cabrera, 2012; Crenshaw, Gotanda, Peller, & Thomas, 1995; Harris, 

1995; Ladson-Billings, 1995). What this case study also illustrated was the impact this 

masternarrative had on those working in education. The teachers had to defend not only the 

validity of their curriculum as “American” but their own patriotism, allegiances, and identities 

thus creating their own counternarrative in response to the attacks by the State. Students fought 

the same battle but evidence revealed in this case study showed that some had already begun to 

accept the mantra of “otherness” embedded within the counternarrative which fostered a belief 

that being American was to be White. It is my hope that policymakers and practitioners take 

these findings to heart and not only acknowledge the presence of the masternarrative in our 

educational policy but also its impact on those advocating for students and most importantly on 

the students themselves. 

This case study also demonstrated that one of the greatest advantages held by the 

masternarrative is that those who are aligned with it are free to speak and advocate on its behalf 

while those that are more aligned to the counternarrative are labeled as radical, such as the 

teachers and students. To avoid this labeling by the masternarrative, those in traditional 
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leadership roles whose autobiographical and discoursal selves aligned them to the 

counternarrative used a shielded discourse to protect themselves. This was not necessarily 

because the principals lacked a critical consciousness as advocated by Aléman (2009) and 

Aléman and Aléman (2010) but because the politicization of the issue and the genres they 

operated from were barriers for them. The cost of this shielded discourse was twofold. First, it 

diminished the effectiveness of the principals in the eyes of the teachers. Second, it separated the 

principals from the debate and left the voices of the teachers as the only ones who took on the 

role of culturally relevant leaders that spoke against the masternarrative.   

 This leads to the issue of how we conceptualize and define leadership in education both 

in theory and practice. In Johnson’s (2002; 2006) work on culturally relevant educators she 

conceptualized leadership as something that came from administrators, such as Dr. Gertrude 

Ayer, but also from teachers. As noted earlier, in Johnson’s (2002) case study of mass protests 

for culturally relevant curriculum in post-WWII Harlem, teachers were viewed as “public 

intellectuals who were interested in discussing political issues, creating democratic classrooms, 

and promoting social change” (p. 572). What this case study clearly illustrates is that the field of 

education, especially when it comes to working and advocating for communities of color, is as 

politicized and racialized as it was when Dr. Ayer and her teachers took to the streets in 1947.  

The difference today is how difficult it is for school administrators to speak openly about critical 

issues of racism, sexism, and classism in educational policy. In this vacuum teachers and even 

the students are stepping forward to challenge the impact of masternarrative. This was the case in 

Tucson in 2011, and as recently as September 2014, when nearly 1,000 students in Colorado held 

a five-day protest in response to their local governing board’s proposal to create a committee that 

would ensure that all U.S. history material would “promote citizenship, patriotism, essentials and 
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benefits of the free enterprise system, respect of authority and respect for individual rights” 

(Ferner, 2014). However, as long as school principals and other educational leaders remain 

reluctant to fully commit to a counternarrative, whether it is out of a perceived fear of being 

overtly political or even radical, than those advocating for cultural relevancy in public education 

are at an inherent disadvantage. This is because, as this study demonstrates, those who freely 

speak to the masternarrative regardless of their position ultimately have the greatest influence in 

drafting educational policy and shaping the discourse around issues of race in education. 

Therefore it is crucial that those of us in positions of leadership in schools recognize that 

adopting the philosophy and actions of a culturally relevant leader are as important and as 

challenging as it has ever been.  

In addition, those of us in a position of educational leadership in schools need to 

recognize that we are, despite our best intentions, involved in and are deeply affected by the  

politicized process that occur outside of our schools. While some administrators in this case 

study came close to the line, they all stopped short of fully engaging in the discourse surrounding 

the program which ultimately impacted not only their teacher’s perception of their leadership but 

robbed the counternarrative of a powerful voice. In my work as a principal I have taken this last 

finding to heart. As site administrators principals shape the culture and climate in countless ways 

and are integral stakeholders in the creation of the school’s unique culture and climate. We have 

the ability to define our work as managerial or leadership, and more specifically as politically 

correct managers or socially active and engaged leaders.  Through our leadership we can educate 

our staff on the impact of race and poverty on academic achievement but we also need to educate 

them on how to recognize the forms of capital our students bring into our schools each day. We 

can and should advocate for culturally responsive pedagogy and curriculum in our schools that 
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allows our children to see the contributions their people and their communities have made. Most 

importantly, we do have the ability to take the power and prestige embedded into our titles and 

put it to use so that our teachers and students are not alone in advocating what we all recognize is 

are good educational practice.         

 This is not an insurmountable feat and there is one final implication of this research 

which provides those of us interested in finding solutions within the challenges a path forward.  

In Urrieta’s (2007) work on critically culturally relevant educators he described the importance 

of the local figured world in shaping their worldview and ultimately their professional practice.  

This case study found that within the autobiographical styles of many of the participants was the 

common narrative that one or more courses in the university became a turning point in shaping 

them to become critically culturally relevant practitioners. I myself can attest to this same 

phenomenon in my studies, not as a teacher seeking his administrative credentials, but as a 

practitioner scholar immersed in my doctoral studies. The reiterated importance of the local 

figured world and its ability to equip educators with the critical lens from which to view 

educational policy and advocate for their communities is too important for us to ignore. If we are 

to prepare future leaders, be they teachers or administrators, to be advocates for communities in 

the most need than the inclusion of these courses within the general education requirements is 

essential. This final recommendation brings us full circle to the origins of CRT itself, which was 

founded on the belief that critical studies were a legitimate and meaningful field of inquiry and 

that “those courses” were not only valid but were worth struggling for.   

More Questions than Answers: Implications for Future Research 

 As I completed this research I became very aware that in many ways this case study 

generated more questions than answers.  For example, if I have successful argued that we need to 



THE POWER AND POLITICS OF DISCOURSE 221 

 

move beyond a binary model of discourse, what other forms of discourse are within this 

spectrum beyond the shielded and what new models can we create that will speak to the of 

discourse that lies between the master and counternarrative?  How do we account for the very 

different genres of activism utilized by the students at Javelina versus Creosote?  Why does 

Debbie, a member of the governing board, speak so openly to the counternarrative while all other 

administrators fail to do so?  If the shielded narrative is an impendent to effective educational 

leadership, what does culturally responsive leadership at an administrative level look like today?  

These are all questions that are beyond the scope of this research but are important to ask and 

continue asking as we move critical educational studies forward with the aim of advancing it 

theoretically and ethologically but to also make it a practical tool that influecnes educational 

policy, practice and leadership. 
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APPENDIX A: INTERVIEW QUESTIONS 

 

Questions for the Teachers 

 

1. How did you become involved in the Mexican American Studies program? 

 

2.  Why do you personally believe the Mexican American Studies program is important? 

 

3. Describe the goal(s) of the Mexican American Studies program?  

 

4.  What values does the Mexican American Studies program communicate to the students? 

 

5.  Is the program important to the community? Why or why not? 

 

6.  Describe the key components of the curriculum and give examples. 

 

7.  Describe the most meaningful experience you’ve had teaching the program?  

 

8. There are four ethnic studies programs in the district.  Why do you feel the Mexican American 

Studies program has been identified for potential elimination? 

 

9.  What has your school done in response to the law banning the ethnic studies curriculum? 

Probe for examples. 

 

10.  As a teacher, do you feel you have a role in the debate surrounding the program? 

----probe for specific things the teacher has done. 

 

11.  What does the current debate around the program communicate to your students? 

 

12.  What do you feel should be done in order to keep the Mexican American Studies program? 
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Questions for the Principal 

 

1.  Do you personally believe the Mexican American Studies program is important?  Why or 

why not? 

 

2.  What does the Mexican American Studies program mean to your school? Probe for examples. 

 

3.   What values does the Mexican American Studies program communicate to the students? 

-----follow up: to the community, to the parents  

 

4.  Is the program important to the community? Why or why not? 

 

5.  What is the goal(s) of the Mexican American Studies program? 

 

6.  There are four ethnic studies programs in the district.  Why do you feel the Mexican 

American Studies program has been identified for potential elimination?     

 

7.  What impact has the current debate around the Mexican American Studies program had on 

your school?   

---probe for:  impact on the faculty, on the culture of the organization 

 

8.  As the principal, do you feel you have a role in the debate surrounding the program? 

----probe for specific things the principal has done. 

 

9.  What does the current debate around communicate to the students?  To the teachers? Probe 

for examples. 

 

11.  What do you feel should be done in order to keep the Mexican American Studies program? 
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Questions for Student Focus Group 

 

1. Why did you enroll in the Mexican American Studies program? 

 

2.  Why do you personally believe the Mexican American Studies program is important? 

 

3. Is the program important to the community?  Explain.  

 

4.  What values does the Mexican American Studies program communicate to you? 

 

5.  What has been the most meaningful experience you’ve had being in the program? 

 

6.  There are four ethnic studies programs in the district.  Why do you feel the Mexican 

American Studies program has been identified for potential elimination? 

 

7.  What has your school done in response to the law banning the ethnic studies curriculum? 

 

10.  As a student, do you feel you have a role in the debate surrounding the program? 

----probe for specific things the students have done. 

 

11.  What does the current debate around the program mean to you? 
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Questions for District Official 

 

1.  Can you tell me about the history of the program?  When and why was it created in the first 

place? 

 

2. How did you become involved in the Mexican American Studies program? 

 

3.  Why do you personally believe the Mexican American Studies program is important? 

 

4. What is the goal(s) of the Mexican American Studies program?  

 

5.  What values does the Mexican American Studies program communicate to the students? 

-----follow up: to the community, to the parents  

 

6.  Is the program important to the community? 

 

7.  Describe the key components of the curriculum? 

 

8.  What has been the most meaningful experience you’ve had being a part of the program? 

 

9.  There are four ethnic studies programs in the district.  Why do you feel the Mexican 

American Studies program has been identified for potential elimination? 

 

10.  What has the district done in response to the law banning the ethnic studies curriculum? 

 

11.  As the coordinator, do you feel you have a role in the debate surrounding the program? 

----probe for specific things the coordinator has done. 

 

12.  What does the current debate around the program communicate to students? 

 

13.  What do you feel should be done in order to keep the Mexican American Studies program? 
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