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Introduction
	 The	United	States	is	made	up	of	a	wide	diversity	of	ethnic	groups	
who	have,	in	theory,	combined	into	a	fabled	“melting	pot”	society.	Educa-
tion	is	one	means	used	to	meld	these	peoples	into	“Americans.”	
	 Education	can	be	defined	as	including	training	in	all	of	those	aspects	
of	living	that	are	prerequisites	for	maturity	(Szasz,	1983).	This	involves	
a	mastery	of	the	skills	required	for	survival	as	well	as	a	full	awareness	
of	one’s	cultural	and	spiritual	heritage.	While	formal	education	typically	
seeks	to	teach	the	values	and	behaviors	young	people	need	to	succeed	
in	society	and	to	change	them	from	outsiders	into	citizens,	it	can	also	
effectively	erase	newcomers’	traditional	and	ethnic	heritages.	What	may	
be	viewed	by	the	dominant	population	as	a	benign	and	beneficial	process	
has,	nonetheless,	been	historically	problematic	for	many	immigrants	and	
people	of	color	because	the	main	educational	focus	has	primarily	been	
from	a	European	American	perspective.
	 In	this	article,	we	examine	historical	and	current	oppressive	situa-
tions	in	K-12	and	higher	education.	Second,	we	look	at	how	institutional	
attitudes	and	governmental	 legislation	can	result	 in	and	perpetuate	
oppressive	situations.	Finally,	we	give	examples	of	ways	instructors	at	
all	educational	levels	can	work	within	curriculum	requirements	yet	also	
foster	critical	thinking	and	emancipatory	possibilities.
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A Brief History of Oppression in the United States
	 From	the	earliest	encounters	between	Europeans	and	Indigenous	
people,	attempts	were	made	to	educate	the	young	in	the	contact	language.	
Europeans	felt	their	languages	and	cultures	were	morally	superior	to	
those	of	Native	peoples;	therefore,	Franciscans	and	Dominicans	in	the	
Southwest	 taught	 Spanish	 conventions,	 Jesuits	 in	 the	 St.	 Lawrence	
River	and	Great	Lakes	regions	educated	Indian	children	in	French	lan-
guage	and	customs,	while	Puritans	in	New	England	and	Anglicans	in	
the	Atlantic	seaboard	attempted	to	replace	Native	society	with	English	
outlooks,	attitudes,	and	traditions	(Berkhofer,	1972).	The	aim	of	these	
encounters	appeared	to	be	not	only	social	and	cultural	dominance	(Zinn,	
1995),	but	also	the	devout	goal	of	the	Indians’	“acceptance	of	the	Bible	
as	the	sole	standard	of	faith”	(Berkhofer,	1972,	p.	8).
	 As	early	as	1609,	just	two	years	after	English	colonists	landed	in	
Virginia,	British	investors	in	Jamestown	colony	instructed	Sir	Thomas	
Gates	to	begin	educating	Native	youth	(Library	of	Congress,	n.d.).	This	
command	implied	that	Indian	children	had	not	been	educated	by	their	
own	peoples.	First	among	the	ways	proposed	to	“civilize”	and	Christianize	
the	“savages”	(Robinson,	1952,	p.	154)	was	to	remove	Indian	boys	from	
their	tribes	and	bring	them	into	the	colonies	for	the	purpose	of	teaching	
English	and	the	principles	of	religion	to	them.	This	removal	of	children	
from	their	homes	eventually	evolved	into	the	Indian	boarding	school	
system.	The	ruthlessness	of	assimilating	Indian	youth	into	American	
culture	at	all	costs	may	best	be	exemplified	by	Captain	Richard	H.	Pratt’s	
famous	saying	“Kill	the	Indian,	and	save	the	man”	(Carlisle,	n.d.).
	 Unlike	the	strategy	of	brutally	imposing	European-centered	educa-
tion	upon	Native	populations,	white	slave	owners	withheld	education	
from	African	slaves	brought	forcibly	to	America.	With	enslaved	Africans,	
illiteracy	added	an	additional	layer	of	control	to	white	slave	owners;	to	
this	end,	the	1832	anti-literacy	laws	made	it	a	criminal	offense	to	teach	
a	slave	to	read	or	write	(Fort,	1999),	and	Southern	states	imposed	harsh	
penalties	on	white	people	who	made	an	effort	to	produce	literacy	among	
slaves	and	on	slaves	who	tried	to	learn	to	read	or	write	(Zinn,	1995).
	 Although	emancipation	officially	ended	slavery,	the	prohibition	against	
education	remained	a	functional	reality	if	no	longer	a	legal	one.	After	the	
Civil	War,	shattered	Southern	states	built	new	schools	for	European	Ameri-
can	children	but	made	only	the	barest	of	provisions	for	African	American	
children.	Few	African	American	youngsters	remained	in	school	past	eighth	
grade,	and	high	schools	for	African	American	adolescents	were	rare.	The	
education	available	to	African	American	children	in	the	South	was	abysmal	
in	both	quantity	and	quality,	even	though	the	economic	reconstruction	
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of	the	South	depended	on	appropriate	education	for	all,	both	Black	and	
white.	Nevertheless,	“appropriate”	education	for	African	American	young	
people	frequently	meant	industrial	and	agricultural	education,	manual	
training,	instruction	in	hygiene,	and	other	kinds	of	training	to	prepare	
them	for	jobs	as	laborers	and	domestic	servants	(Ravitch,	2001).	
	 In	1955,	Brown vs. the Board of Education II	ended	the	official,	but	
not	 the	 effective,	nationwide	 segregation	of	 schools.	Because	African	
American	 families	 tended	 to	 be	 located	 in	 poor	 neighborhoods	 with	
limited	access	to	newer	and	better-funded	facilities,	teachers,	supplies,	
and	technology,	forced	busing	was	eventually	used	to	desegregate	schools	
and	bring	African	American	students	into	equalized	schools.	It	was	not	
until	the	Civil	Rights	Act	of	1964,	though,	that	federal	law	specifically	
prohibited	discrimination	on	the	basis	“of	race,	color,	or	national	origin	
in	any	programs	or	activities	that	receive	federal	financial	assistance	
(USLegal,	n.d.).	This	meant	that	school	districts	receiving	federal	aid	
were	required	to	ensure	that	minority	students	received	the	same	access	
to	programs	as	non-minority	students.	
	 However,	there	were	practical	obstacles	involved	with	assigning	pupils	
to	schools	a	great	distance	from	their	neighborhoods.	Partially	due	to	this	
hardship	for	children	and	their	families,	parents	of	all	races	called	upon	
school	district	leaders	to	consider	alternatives	to	accomplish	integration.	
In	response,	many	school	districts	came	up	with	solutions	like	magnet	
schools	(McMillan,	1980)	and	open-enrollment	school	districts	(Education,	
2017)	to	encourage	voluntary	participation	in	racially	balanced	schools.	
Despite	such	approaches,	 inadequate	and	outdated	materials	and	 low	
teacher	expectations	for	minority	students	were	still	widespread	problems.	
Additionally,	the	majority	of	teachers	were	white,	and	school	curricula	
overwhelmingly	presented	a	Western	viewpoint	of	the	world,	reinforcing	
the	historic	pattern	of	education	in	the	United	States	in	which	European	
Americans	emphasized	the	otherness	of	many	students	(hooks,	1994).	
	 Nor	were	African	Americans	the	only	members	of	society	to	be	nega-
tively	affected	by	oppressive	attitudes	and	legislation.	In	the	late-19th	
and	early-20th	centuries,	Asian	Americans	were	singled	out	with	strict	
anti-immigration	laws	and	quotas.	It	was	not	until	the	U.	S.	Immigra-
tion	Act	 of	 1965	 that	 the	 national-origins	 quota	 restrictions	 against	
people	from	“Asia,	Africa,	and	the	colonized	Caribbean”	were	eliminated	
(FitzGerald	&	Cook-Martin,	2015).	Even	though	the	Immigration	Act	
is	more	than	50	years	old,	European	American	culture	often	does	not	
consider	people	with	Asian	ancestry	as	“real”	Americans	(Takaki,	1989).	
Moreover,	the	contributions	of	Asians	to	the	settling	of	the	West	and	
the	internment	of	Japanese	Americans	in	concentration	camps	during	
World	War	II	are	frequently	omitted	from	history	textbooks.	Currently,	
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despite	often	stellar	high	school	grades,	the	number	of	Asians	enrolled	
in	universities,	especially	in	Ivy	League	universities,	is	far	lower	than	
their	percentage	in	the	general	population	(Eikenburg,	2015).
	 More	recently,	Central	and	South	American	immigrants	have	become	
targets	of	oppressive	legislation.	For	example,	in	2007,	Oklahoma	passed	
House	Bill	1804	which	makes	it	a	felony	to	knowingly	or	unknowingly	
give	any	sort	of	aid	or	assistance	to	undocumented	immigrants.	After	
the	bill	passed,	the	Tulsa	Public	Schools	System,	alone,	reported	a	reduc-
tion	in	enrollment	of	“up	to	25,000	Latino	students”	(Vargas,	Sanchez,	&	
Juarez,	2008,	p.	461).	In	2008,	the	same	state	representative	who	wrote	
HB	1804	proposed	further	legislation	which	attempted	to	make	English	
the	state’s	official	language	(Navarre,	2008,	p.	290).	This	bill	differed	
from	educational	language	programs	meant	to	help	newcomers	adapt	to	
their	new	country,	such	as	bi-lingual	or	English	immersion	instruction	
for	English	language	learners,	in	that	it	had	definite	anti-immigrant	
objectives.	In	2010,	Arizona’s	State	Bill	1070	made	it	a	misdemeanor	
for	an	alien	 to	be	 in	Arizona	without	carrying	required	 immigration	
documents	(p.	2).	The	bill	also	obligated	police	to	determine	a	person’s	
immigration	status	during	a	traffic	stop,	detention,	or	arrest	if	there	
was	reasonable	suspicion	that	the	person	was	an	undocumented	alien.	
Critics	of	SB	1070	said	the	law	encouraged	racial	profiling,	while	sup-
porters	maintained	it	prohibited	the	use	of	race	as	the	sole	basis	for	
investigating	 immigration	status.	Responding	to	the	controversy,	the	
Obama	administration	challenged	the	constitutionality	of	Arizona’s	anti-
immigration	law.	The	resulting	lawsuit	brought	a	decision	that	blocked	
much	of	the	racial	profiling	portions	of	the	bill	(KEYTLaw,	2010).
	 Current	executive	policy	has	targeted	Latino	people	for	oppression	
in	several	ways.	In	Donald	Trump’s	presidential	candidacy	speech	was	
the	promise,	not	only	to	build	a	wall	between	the	border	of	Mexico	and	
the	United	States,	but	to—	somehow—force	Mexico	to	pay	for	it.	Included	
in	 that	 speech	 was	 the	 claim	 that	 Mexican	 immigrants,	 specifically,	
were	taking	jobs	from	United	States	citizens,	costing	taxpayers	billions	
of	dollars	in	social	services,	trafficking	drugs	and	committing	a	variety	
of	other	violent	crimes,	and	that	Mexican	immigrants	should	all	be	de-
ported	(The	American	Presidency	Project,	2016.).	As	president,	Trump	
is	attempting	to	make	good	on	his	threat	to	deport	Latino	immigrants	
by	 ending	 the	 protection	 from	 deportation	 provided	 by	 the	 Deferred	
Action	 for	 Childhood	Arrivals	 (DACA)	 to	 undocumented	 immigrants	
who	were	brought	illegally	into	the	country	as	minors	by	their	parents.	
Ending	DACA	could	result	in	the	deportation	of	as	many	as	800,000	
young	adults	who	have	overwhelmingly	been	peacefully	integrated	into	
United	States	society	(Mark,	2017).	
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	 Another	disturbing	matter	 that	primarily	affects	Latino	people	 is	
President	Trump’s	“zero-tolerance	policy”	(Arnold,	2018)	toward	unau-
thorized	immigrants,	which	means	the	Department	of	Homeland	Security	
prosecutes	every	undocumented	migrant	crossing	the	U.S.-Mexican	border,	
including	asylum	seekers.	Thus,	undocumented	adults	who	want	to	seek	
asylum	must	appear	before	a	federal	judge	and	are	held	in	federal	custody	
while	awaiting	trial.	Meanwhile,	their	children	are	separated	from	their	
parents	and	sent	to	detention	centers.	To	date,	“12,800”	(Dickerson,	2018)	
children	have	been	taken	from	their	parents	and	held	in	“more	than	100	
centers	across	the	United	States.”	To	help	defray	the	cost	of	detaining	
migrant	children,	President	Trump	proposed	“a	$3.6	billion	cut—or	5.3	
percent—from	[the]	current”	from	the	federal	educational	budget	(Ujifusa,	
2018a).	Programs	whose	funding	would	be	affected	by	the	proposal	include	
“Title	IV	of	the	Every	Student	Succeeds	Act,”	the	“Preschool	Development	
Grant	program,”	and	the	“Head	Start	program”	(Ujifusa,	2018b).	Secre-
tary	of	Education	Betsy	DeVos	has	defended	the	Trump	administration’s	
proposed	educational	budget	cuts	(Ujifusa,	2018b).	
	 Detaining	migrants,	while	expensive,	is	creating	a	financial	boon	
for	private	prisons	and	other	contractors.	

Several	federal	contracts	have	been	issued	for	private	facilities	designed	
for	the	mass	incarceration	of	detainees	in	Texas	and	[corporate	prison	
contractor]	CoreCivic’s	federal	contractors	have	exploded	by	more	than	
900	 percent….	 JPMorgan,	Wells	 [Fargo],	 and	 BlackRock’s	 number	 of	
shares	in	the	private	and	detention	industry	have	collectively	increased	
28.3	times…driven	mainly	by	JPMorgan	and	BlackRock,	whose	reported	
holdings	increased	237.8	times.	Moreover,	the	companies	simultaneously	
capitalize	on	loopholes	in	so-called	Real	Estate	Investment	Trusts	to	shield	
their	detention-industry	assets	from	corporate	taxation.	(Chen,	2018)

	 Despite	much	negative	news,	there	have	been	positive	developments	
in	education.	The	dropout	rate	of	African	American	students	have	lowered	
dramatically,	while	high	school	graduation	rates	have	increased;	student	
participation	in	advanced	placement	classes,	especially	among	minority	
students,	has	increased;	math	and	verbal	Scholastic	Assessment	Test	
scores	have	increased	across	almost	all	racial	and	ethnic	groups;	and	
greater	numbers	of	African	American	and	Latino	high	school	graduates	
than	ever	enroll	in	and	complete	their	college	programs	(U.S.	Depart-
ment	of	Education,	2015).

Institutionalized Methods of Oppression
	 Oppressive	circumstances	continue	and	are	perpetuated	in	schools	
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today.	This	often	involves	the	trivialization	or	illusion	of	deep	learning,	
which	subtly	maintains	many	conditions	initiated	throughout	our	history.	
It	is	what	Paulo	Freire	calls	“banking	education”	(1970/2000).	Banking	
education	 reduces	 learning	 to	 little	 more	 than	 the	 memorization	 and	
recall	of	facts.	Students	become	“containers”	into	which	teachers	make	
“deposits”	of	information.	Freire	considered	this	style	of	education	to	be	
oppressive	because	the	more	students	work	at	storing	the	deposits,	the	
less	they	are	able	to	develop	critical	thinking	and	critical	consciousness.	
The	more	completely	they	accept	the	passive	role	imposed	upon	them,	
the	more	they	tend	to	adapt	to	the	worldview	as	it	is	presented	and	to	the	
fragmented	view	of	reality	deposited	in	them	(Freire,	1970/2000,	p.	73).	
	 The	1983	report	A Nation at Risk	published	the	troubling	discovery	
that	American	students’	academic	achievement	lagged	far	behind	that	of	
students	from	other	industrialized	nations,	especially	in	the	areas	of	sci-
ence,	mathematics,	and	technology.	Both	the	public	and	politicians	feared	
that,	as	America’s	educational	standards	declined,	the	result	would	be	
the	loss	of	our	competitiveness	in	the	world’s	market	economy.	Included	
in	the	report	was	the	suggestion	to	strengthen	the	rigor	of	America’s	high	
school	curricula	by	increasing	the	graduation	requirements	of	five	basic	
subjects	to	“four	years	of	English,	three	years	of	math,	three	years	of	
science,	three	years	of	social	studies,	and	half	a	year	of	computer	science”	
(National	Commission,	1983).	To	ensure	the	courses	prepared	students	
for	academic	excellence,	the	report	also	recommended	that	schools	“adopt	
higher	and	measurable	standards	for	academic	performance”	and	raise	
“standards	for	training,	entry,	and	professional	growth”	in	the	teaching	
profession	(Peterson,	2003,	p.	6).	These	tougher	standards	were	gener-
ally	accepted	as	top	priorities	for	U.S.	schools.	The	main	instrument	for	
measuring	student	and	teacher	performance	 is	standardized	testing.	
Because	states	nationwide	use	the	results	of	these	tests	to	“determine	
student	promotion	and	placement,	teacher	salary,	school	accreditation,	
district	funding,	and	graduation	opportunity,”	(Smyth,	2008,	p.	133)	these	
tests	are	often	called	“high	stakes”	tests.
	 High	stakes	testing	is	one	of	the	mechanisms	of	banking	education	
in	K-12	schools.	High	stakes	testing	 is	driven	by	government	and	big	
business	interests	and	has	the	effect	of	shaping	many	current	oppressive	
realities	of	education	(Apple,	1996).	Commonly	linked	to	high	stakes	test-
ing,	No Child Left Behind	(NCLB)	was	developed	as	an	eventual	response	
to	A Nation at Risk.	Since	the	passage	of	NCLB	in	2001,	every	state	has	
developed	standards,	standardized	tests,	and	accountability	systems	and	
mandated	that	students	have	the	option	to	transfer	from	schools	with	low	
test	scores	to	those	with	higher	test	scores,	NCLB	also,	purportedly,	pro-
motes	parental	choice	and	competition	between	schools	(Hursh,	2005).	
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	 Though	 it	 might	 seem	 as	 though	 high	 stakes	 testing	 would	 foster	
higher	classroom	standards	and	teacher	accountability	and,	therefore,	be	
a	beneficial	situation	for	students,	it	is	not	always	the	case.	For	instance,	
many	states’	tests	have	been	found	to	be	poorly	constructed,	and	even	well-
constructed	tests	often	discriminate	against	students	of	color	or	those	who	
live	in	poverty	(Horn,	2003;	Hursh,	2005).	Additionally,	studies	identified	that	
teachers	often	do	not	place	as	much	instructional	emphasis	on	non-tested	
subjects	such	as	the	arts,	science,	and	social	studies	(Abrams,	Pedulla,	&	
Madaus,	2003;	Eisner,	2004;	Houser,	1995;	Hursh,	2005).	This	phenomenon	
of	curriculum	“narrowing”	(King	&	Mathers,	1997,	p.	148)	may	result	in	a	
wide-spread	decline	in	time	devoted	to	the	untested	areas.	
	 An	additional	consequence	of	high	stakes	testing’s	pressure	to	im-
prove	scores	is	teachers	spending	classroom	time	preparing	students	
specifically	for	tests	(Abrams,	Pedulla,	&	Madaus,	2003).	Class	time	that	
should	be	used	for	instruction	may	be	used,	instead,	for	such	non-aca-
demic	skills	as	teaching	strategies	for	identifying	correct	test	answers	
or	in	practicing	how	to	accurately	bubble-in	answer	sheets.	
	 Another	case	in	point	is	the	rash	of	recent	teacher	layoffs	resulting	
from	failure	to	“comply”	with	the	requirements	of	NCLB.	Many	states	
have	been	affected.	A	typical	example	involves	U.	S.	Grant	High	School	
in	Oklahoma	City.	Because	of	a	failure	to	raise	student	test	scores	for	
four	consecutive	years,	at	least	75	of	the	school’s	155	teachers	were	held	
to	be	personally	responsible	for	students’	poor	testing	performance	and,	
thus,	were	removed	from	the	school	(Rolland,	2010).	
	 Finally,	schools	can	manipulate	test	results	by	expelling	weak,	minor-
ity,	or	“problem”	students	before	exams	(Hursh,	2005).	Students	who	do	
not	return	to	school	after	the	expulsion	period	are	frequently	recorded,	
not	as	dropping	out,	but	as	transferring	to	another	school	or	for	other	
reasons	than	dropping	out	(Winerip,	as	cited	in	Hursh,	2005).	
	 Such	competitive	practices	ultimately	erode	rather	than	enhance	learn-
ing	and,	consequently,	undermine	public	knowledge	and	further	enable	
private	business	interests.	Antonio	Gramsci	makes	a	powerful	case	that	
such	outcomes	may,	in	fact,	be	conscious	aims	rather	than	unintended	
consequences	of	well-meaning	actions.	Gramsci	argues	that	the	function	
of	hegemonic	activity	is	“to	organize	the	consent	of	the	masses	in	support	
of	 the	dominant	class”	 (1971,	p.	12).	The	 interests	of	 the	economically	
elite	are	presented,	not	as	narrow,	 corporate-political	 interests	but	as	
national	interests,	which	are	shared	by	subordinate	groups.	Hegemonic	
activity	works	to	persuade	the	masses	that	actions	ultimately	designed	to	
benefit	the	few	are	actually	beneficial	to	all.	Consequently,	activities	such	
as	Secretary	DeVos’s	plan	to	privatize	schools	in	the	form	of	a	voucher	
system,	 framed	 as	 increased	 educational	 choice	 but	 which	 will	 divert	
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public	resources	to	private	profits,	serve	to	“reduce	parents	and	children	
to	mere	customers	in	a	marketplace”	who,	if	they	are	unhappy	with	their	
school,	“have	no	option	but	to	take	their	‘business’	elsewhere	–	which	of	
course	assumes	there	is	somewhere	else	to	go”	(DeGroff,	2017,	p.	36).
	 Thus,	by	arguing	that	such	movements	as	NCLB	set	high	standards	
and	establish	measurable	goals	in	order	to	improve	individual	outcomes	
in	education,	the	federal	government	convinced	many	that	NCLB	was	a	
noble	effort.	However,	it	is	the	economically	elite,	rather	than	the	school	
children	it	was	meant	to	benefit,	who	have	experienced	the	most	benefit	
from	this	effort.	Framed	as	school	reform	meant	to	help	underprivileged	
students	 by	 breaking	 up	 state	 teacher	 unions	 and	 the	 bureaucratic	
stranglehold	of	traditional	public	schools,	NCLB	has	resulted	in	an	explo-
sion	of	jobs	for	charter	schools,	statisticians,	publishing	and	test-writing	
companies,	 educational	 software	 companies,	 and	 tutoring	 companies	
(Birch,	Donovan,	&	Steinberg,	2007;	Tucker	&	Toch,	2004),	“representing	
a	$500-billion-dollar	capitalist	opportunity”	(Teasley,	2017,	p.	134).	
	 Meanwhile,	not	only	do	oppressive	circumstances	continue	in	public	
schools	today,	but	colleges	and	universities	are	also	feeling	increased	pres-
sure	to	conform	to	practices	and	standards	they	do	not	always	embrace.	
Such	was	the	case	in	a	four-year	liberal	arts	institution	in	Oklahoma	in	
which	one	department	recently	completed	a	ten-year	process	of	making	
every	course	available	online	and	 insisting	that	all	 faculty	members	
participate	in	delivering	these	courses.	This	realization	shed	additional	
light	on	the	stream	of	memoranda	we	receive	in	our	own	institutions,	
offering	pressure	and	incentives	for	faculty	to	develop	on-line	formats	
for	the	courses	we	teach.	
	 When	pressed,	proponents	offer	familiar	rationales	cast	in	the	lan-
guage	of	technological	progress	and	humanitarian	rhetoric,	related	to	
the	need	to	keep	pace	with	the	rest	of	the	world	and	the	desire	to	reach	
those	who	do	not	otherwise	have	access	to	higher	education.	What	re-
mains	unaddressed	are	the	economic	benefits	accrued	by	institutions	
that	enlarge	classes,	reduce	faculty,	and	eliminate	overhead	related	to	
building	and	maintaining	physical	spaces.	When	pressed	to	justify	the	
educational	advantages	of	online	technologies,	apologists	ask	for	evidence	
demonstrating	that	new	technologies	are	not	effective,	thus	imposing	
upon	critics	the	notoriously	untenable	burden	of	proving	a	negative.
	 Conversations	with	our	peers	in	other	institutions	have	raised	new	
questions	regarding	the	intentions	of	those	in	our	own	institutions.	This	
was	the	case	when	one	colleague	recently	announced	her	intention	to	
develop	an	online	format	for	a	core	graduate	course	in	multicultural	
education.	Although	we	believe	our	colleague’s	intentions	were	virtuous,	
including	the	use	of	potentially	valuable	technologies	such	as	Skype	and	
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WebEx	as	a	means	of	connecting	with	students	and	citizens	around	the	
globe,	we	have	become	increasingly	suspicious	of	the	motives	of	those	who	
continually	encourage	us	to	develop	online	courses,	that	our	efforts	may	
be	appropriated	by	others,	and	other	possible	unintended	consequences	
of	decisions	like	these.	
	 Oppressive	circumstances	are	also	present	in	the	“corporatization”	
(O’Malley,	2012)	of	higher	education	by	for-profit	colleges	and	universi-
ties.	These	institutions	

have	a	profit-based	purpose	and	do	not	qualify	for	tax-exempt	status	
with	 the	 IRS….[They]	 may	 operate	 entirely	 online,	 as	 traditional	
campus-based	universities,	or	a	hybrid	of	 the	 two.	They	distinguish	
themselves	from	non-profit	universities	by	treating	their	students	as	
customers	and	operating	on	a	business	model	with	financial	growth	as	
their	primary	goal.	(Salemme,	2017,	p.	89)	

	 The	average	tuition	at	for-profit	institutions	is	“67%	higher	than	
the	average	in-state	tuition	at	a	public	four-year	institution”	(Forgive,	
2015,	p.	2018),	which	often	leaves	students	with	overwhelming	debt.	A	
common	complaint	by	teachers	at	 for-profit	 institutions	 is	“the	great	
pressure	to	keep	students	enrolled	forces	them	to	dumb	down	courses,	
lie	about	attendance,	and	sometimes	change	grades”	(O’Malley,	2012,	
p.	24).	Shockingly,	Secretary	DeVos	has	“halted	Obama-era	regulations	
that	 sought	 to	 hold	 for-profit	 institutions	 accountable	 for	 their	 poor	
outcomes...[implicitly	telling]	accreditors	that	there	are	no	consequences	
if	you	do	a	horrible	job”	(Green,	2018).	

The Nature of the Problem
	 Although	troubling,	these	challenges	to	democracy	and	education	
are	not	surprising.	As	long	as	educational	institutions	exist	within	a	
broader	context	of	asymmetrical	power	(and	communication)	relations	
(Habermas,	1991),	we	should	expect	that	oppressive	conditions	will	con-
tinue	to	exist	as	well,	and	that	change	will	require	an	ongoing	struggle.	
The	historical	nature	of	the	process	(Foucault,	1988;	Hegel,	1977;	Marx,	
1978)	suggests	that	this	has,	perhaps,	always	been	the	case.	
	 The	question	is	what	can	be	done	and	how	can	we	proceed?	The	task	
for	educators,	today	as	in	the	past,	is	to	continually	strive	to	understand	
the	nature	of	the	problem	within	our	own	social	and	historical	contexts	
in	order	to	envision	and	enact	more	effective	alternatives.
	 Fortunately,	we	already	have	a	pretty	good	idea	about	the	nature	of	the	
problem.	We	know	that	our	problems	involve:	(1)	material	as	well	as	ideal	
factors	(Hegel,	1977;	Marx,	1978);	(2)	temporal/historical	factors	such	as	
institutionalized	thinking	(Freire,	1970/2000;	Quinn,	1992);	(3)	spatial	factors	



LuAnne Kuelzer & Neil Houser 47

such	as	separation	and	fragmentation,	e.g.,	social	stratification	(Anyon,	1980;	
Diamond,	2006;	McIntosh,	1989);	dualistic	thinking	about	race	and	gender	
(Anzaldúa,	1999;	Catanzarite,	2003;	hooks,	1981);	nationalism	(McLaren,	
1996);	dualisms	of	mind	and	body	(Foucault,	1988);	binary	either-or	thinking	
(de	Saussure,	2006);	(4)	power	factors	such	as	domination	and	oppression,	
which	are	but	a	short	step	from	separation	and	fragmentation,	e.g.,	once	
I	see	another	as	“other,”	it	is	but	a	short	step	to	see	and	treat	the	other	
hierarchically	as	lower	or	higher	in	relation	to	oneself	(Chubbuck,	2004;	
Freire,	1970;	Henry	&	Sears,	2002;	Noddings,	1992);	and	(5)	awareness	of	
factors	such	as	invisibility	or	lack	of	consciousness,	e.g.,	DuBois’s	Double 
Consciousness	(2007);	Freire’s	Unconsciousness	(1970/2000);	Marx’s	False 
Consciousness,	(1978);	Sartre’s	Bad Faith	(1956).	
	 We	also	know	that	this	lethal	combination	of	factors	can	lead	to	inac-
tivity	(a	sort	of	paralysis)	or	misguided	activity,	which	feeds	back	into	the	
larger	culture,	creating	a	pervasiveness	and	ubiquity	within	our	shared	
institutions	and	collective	consciousness.	This	 is	a	culture	wereinvent	
each	and	every	day.	Indeed,	it	is	a	culture	“housed	within”	each	of	us.		
	 Where	does	understanding	the	nature	of	the	problem	leave	us?	At	
minimum,	it	suggests	a	need	to	be	aware	of	the	ways	we,	too,	may	inter-
nalize	and	transmit	material	and	ideal	conditions	of	oppression,	and	it	
suggests	a	need	for	others	(our	students)	to	develop	a	vigilant	critical	
consciousness	as	well.
	 But	we	need	more	than	consciousness.	We	also	need	action.	For	us,	
this	action	involves	recognizing,	naming,	and	supporting	the	efforts	and	
opportunities	that	already	exist.	
	 However,	we	do	not	expect	these	possibilities	to	occur	primarily	
as	the	result	of	macro-level	political	reforms	and	social	movements.	
Indeed,	were	 they	 to	occur	 in	 this	way,	 they	would	be	 inconsistent,	
not	only	with	the	dialectical	processes	of	history	described	by	Hegel	
(1977)	and	Marx	(1978),	but	also	with	the	process	of	paradigm	change	
described	by	Kuhn	(1996).
	 Thus,	we	believe	it	is	important	to	remain	attuned	to	the	“spaces”	ad-
dressed	by	Greene	(1988),	the	“moments”	or	“fissures”	discussed	by	Foucault	
(1988),	the	power	of	disequilibrium	or	perturbation	(Capra,	1996;	Piaget,	
1972),	the	possibilities	for	self-realization	and	social	transformation	that	
exist	in	the	Borderlands	(Anzaldúa,	1987),	and	the	carnivalesque	situa-
tions	(Bakhtin,	1981)	that	exist	in	society	today.	With	these	references	in	
mind,	we	consider	contemporary	possibilities	in	everyday	settings.	

Emancipatory Possibilities in Education Today
	 So,	back	to	the	question.	What	can	be	done,	and	how	can	we	proceed	
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within	our	current	social	and	historical	context?	What	kinds	of	emancipa-
tory	possibilities	can	and	are	being	enacted	in	contemporary	education?	
What	can	and	does	this	look	like	in	K-12	and	higher	education?
	 Even	 within	 the	 current	 high-stakes	 testing	 environment,	 it	 is	
possible	to	create	and	utilize	existing	emancipatory	possibilities	in	K-
12	education.	By	engaging	 in	what	Gunzenhauser	called	“significant	
conversations”	(2003,	p.	56),	teachers	have	the	opportunity	not	only	to	
encourage	students	to	connect	personally	with	the	curriculum	but	also	
to	construct	higher-order	thinking,	a	skill	that	is	often	neglected	during	
standardized	test	preparation.	
	 One	example	of	the	way	significant	conversations	can	develop	took	
place	in	a	senior	English	classroom	while	the	students	were	reading	
Ben	Okri’s	short	story	“In	the	Shadow	of	War”	(1997).	The	story	is	set	
during	the	Nigerian	Civil	War	of	1967-1970	and	examines	the	ways	that	
war	breaks	down	the	distinctions	of	what	does	and	does	not	constitute	
moral	behavior.	In	Okri’s	story,	a	young	boy	witnesses	three	soldiers	kill	
a	woman	in	the	jungle.	Later,	while	in	the	marketplace	with	his	father,	
he	sees	those	same	soldiers	again.	The	boy	does	not	understand	why,	
instead	of	 confronting	 the	soldiers	 for	 the	earlier	murder,	 the	 father	
placates	them	but	hushes	him.
	 After	completing	the	story,	the	teacher	began	the	class	conversation	
by	discussing	the	love	parents	hold	for	their	children	and	the	lengths	
parents	will	go	to	in	order	to	protect	them.	Then	the	discussion	expanded	
to	include	those	the	students	felt	strongly	about	and	would	want	to	pro-
tect.	They	naturally	mentioned	family	members	and	friends.	The	teacher	
asked	if	they	would	extend	protection	to	next-door	neighbors,	to	people	
on	the	next	street,	 to	strangers	across	town.	The	students	expressed	
awareness	that	they	had	a	personal	responsibility	even	toward	people	
they	had	never	met.
	 The	 discussion	 returned	 to	 the	 Nigerian	 Civil	 War	 and	 as	 well	
as	more	recent	conflicts,	such	as	in	the	Sudan	and	Uganda,	Iraq	and	
Afghanistan,	in	which	groups	of	people	singled	out	fellow	citizens	for	
murder	and	torture.	The	students	suggested	the	Holocaust	as	another	
example.	When	asked	if	there	had	been	examples	in	America	of	such	
injustice,	the	students	brought	up	slavery	and	the	ways	in	which	African	
Americans	have	been	misused	and	exploited.	Then	the	teacher	mentioned	
the	internment	of	Asian	Americans	in	the	U.S.	during	the	Second	World	
War.	Unsurprisingly,	few	students	were	aware	of	that	event.	
	 Following	 the	 discussion	 of	 the	Asian	American	 internment,	 the	
teacher	posed	the	question:	Did	the	students	think	that	in	the	United	
States	today	a	group	of	people	could	again	be	singled	out	for	imprison-
ment	or	harshly	restrictive	laws	because	of	their	ethnicity?	
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	 Overwhelmingly,	the	students	agreed	that	United	States	citizens	
were	too	sophisticated	and	had	too	much	appreciation	for	the	country’s	
diversity	for	such	an	action	to	occur	now.	The	teacher	asked,	given	the	
current	 attitude	 toward	 illegal	 immigrants	 in	 the	 U.S.,	 especially	 in	
southwestern	 states	 like	 Oklahoma	 and	Arizona,	 could	 the	 students	
imagine	Latino	Americans	imprisoned	in	a	wave	of	anti-immigrant	hys-
teria.	Latino	students	in	the	classes	revealed	that	they	often	felt	hostility	
directed	toward	them	from	strangers	and	thought	such	a	scenario	was	
not	out	of	the	realm	of	possibility.	Next	the	teacher	wondered	if	such	a	
thing	might	happen	to	Muslim	Americans	because	of	fears	of	terrorism.	
The	students	acknowledged	Muslim	Americans	could	certainly	be	tar-
geted	for	mass	imprisonment.	Then	came	the	question,	given	that	they	
had	previously	expressed	that	there	was	no	end	to	their	responsibility	
toward	others,	what	would	they	do	if	individuals	or	even	the	government	
came	after	Latino	or	Muslim	Americans?	
	 Constructing	 the	realization	 that	 they	were	responsible	even	 for	
the	welfare	of	 strangers	helped	 the	students	 to	articulate	how	 large	
their	“circle	of	we”	(Houser,	2005)	actually	is.	In	verbalizing	that	their	
responsibility	to	others	does	not	end	with	intimate	relationships,	the	
students	came	to	the	conclusion	that	all	human	beings	have	account-
ability	for	one	another.	
	 In	drawing	upon	Nel	Noddings’	belief	that	“sustained	conversation	and	
mutual	exploration”	with	an	adult	is	essential	in	“learning	interpersonal	
reasoning”	(1992,	p.	53),	the	teacher	acted	as	facilitator	in	the	discussion,	
but	 it	was	the	students	themselves	who	constructed	their	own	under-
standings	and	realities.	Rather	than	ending	the	story	with	worksheets	
or	lecturing	students	with	her	own	idea	of	what	she	thought	the	students	
should	take	away	from	the	story	(both	examples	of	banking	education),	
the	teacher’s	“problem-posing”	presented	“significant	dimensions”	of	the	
students’	“contextual	reality”	(Freire,	1970/2000,	p.	80),	which	made	it	
possible	for	them	to	critically	analyze	the	story,	personally	relate	to	it,	
and	think	about	their	world	with	new	depth	of	understanding.	
	 Emancipatory	possibilities	also	exist	in	higher	education.	A	promising	
example	involves	John	Steinbeck’s	(1939)	The Grapes of Wrath,	which	is	
used	in	one	of	our	undergraduate	social	studies	courses.	Steinbeck’s	epic	
novel	provides	a	richly	contextualized	portrayal	of	the	plight	of	a	family	
of	poor	white	Oklahoma	sharecroppers	during	the	Great	Depression	and	
Dust	Bowl	era.	Utilizing	vivid	metaphor	and	keen	sensitivity,	Steinbeck	
provides	stark	contrasts	between	the	human	needs	of	working	class	fami-
lies,	the	institutionalized	mechanisms	of	the	capitalist	economic	system,	
and	the	greed	of	those	who	profit	from	conditions	they	cannot	help	but	
know	to	be	unjust.	Forced	to	flee	their	homes	before	the	bulldozers	arrive,	
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the	Joads,	 like	other	families	from	Oklahoma	and	surrounding	states,	
head	for	the	promise	of	an	improved	life	in	California.	However,	rather	
than	finding	better	opportunities,	they	are	confronted	with	new	forms	of	
rejection	and	oppression.	Demonstrating	courage	and	tenacity,	the	Joads	
gradually	come	to	realize	that	only	through	solidarity	can	groups	of	ordi-
nary	people	hope	to	change	their	material	conditions,	and	only	through	
collective	opposition	can	they	begin	to	transform	the	system	itself.
	 Maxine	Greene	(1988)	argues	that	the	plight	of	the	Joads	represents	a	
sort	of	collaborative	existentialist	project,	a	critical	coming-to-consciousness	
that	could	only	have	unfolded	as	the	result	of	a	shared	search	for—and	
opposition	to—the	social	and	historical	causes	of	personal	oppression.	In	
the	end,	the	protagonist,	young	Tom	Joad,	comes	to	see	that	only	through	
critical	reflection	and	collective	opposition	can	working-class	Americans	
hope	to	resist	and	transform	the	conditions	of	their	own	domination.
	 Steinbeck’s	message	resonates	with	our	students,	many	of	whom	come	
from	agricultural	families,	and	who	recognize	the	towns	and	locations	
identified	in	the	novel	and	speak	of	relatives	still	residing	in	southern	
California.	Our	students	are	acutely	aware	of	the	perceptions	other	United	
States	citizens	hold	toward	Oklahomans,	as	well	as	the	stereotypes	that	
are	leveled	against	teachers.	They	are	concerned	about	existing	pressures	
on	teachers	to	conform	to	the	wishes	of	others	(e.g.,	to	raise	test	scores	at	
all	costs),	especially	when	these	pressures	seem	to	contradict	their	primary	
mission	of	teaching	and	learning.	Thus,	novels	like	The Grapes of Wrath	
have	stimulated	social	criticism	and	personal	identification	among	many	
of	the	students	with	whom	we	have	worked.
	 The	2018	teacher	walkouts	in	Arizona,	Colorado,	Kentucky,	North	
Carolina,	Oklahoma,	and	West	Virginia	serve	as	recent	examples	of	col-
lective	opposition	attempting	to	transform	unjust	systems.	The	teachers	
were	 protesting	 for	 increased	 school	 funding,	 increased	 teacher	 and	
support	staff	pay,	reduced	class	sizes,	pension	funding,	and	increased	
health	benefits	(Turner,	Lombardo,	&	Logan,	2018).	Although	the	results	
of	these	protests	“varied	in	their	success,	with	West	Virginia	considered	
mostly	 successful,	 while	 Oklahoma	 teachers	 received	 relatively	 few	
concessions”	(Turner,	Lombardo,	&	Logan,	2018),	the	striking	teachers’	
solidarity	in	the	face	of	often	hostile	and	unsympathetic	legislators	al-
lowed	them	to	take	action	against	and	resist	the	oppressive	forces	in	
their	lives	(Freire,	1970/2000).
	 Experiences	like	these	suggest	that	it	is	possible	to	promote	critical	
reflection	and	cultural	understanding	at	all	levels,	from	preschool	through	
graduate	school,	while	working	within	curriculum	requirements.	When	
instructors	go	beyond	prescriptive	assignments	by	using	such	emancipa-
tory	teaching	methods	as	significant	conversations	and	problem-posing,	
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students	may	experience	more	profound	and	deeper	connections	with	
material.	Consequently,	students	have	opportunities	make	associations	
between	their	background	knowledge	and	lived	experiences	to	create	
new	perceptions	that	they	often	do	not	have	when	subjected	to	the	op-
pressiveness	of	banking	education.	

References
Abrams,	L.	M.,	Pedulla,	J.	J.,	&	Madaus,	G.	F.	(2003).	Views	from	the	classroom:	

Teachers’	 opinions	 of	 statewide	 testing	 programs.	 Theory into Practice, 
42(1),	18-29.

Anyon,	J.	(1980).	Social	class	and	the	hidden	curriculum	of	work.	Journal of 
Education, 162(1),	67-92.

Anzaldúa,	G.	(1987).	Borderlands/la frontera: The new mestiza.	San	Francisco,	
CA:	Aunt	Lute	Books.	

Apple,	M.	W.	(1996).	Cultural politics and education: The John Dewey lecture.	
New	York,	NY:	Teacher’s	College	Press.

Arizona State Bill 1070.	(2010).	Retrieved	from	www.azleg.gov/legtext/49leg/2r/
bills	/sb1070s.pdf.

Arnold,	A.	(2018,	June	21).	What	to	know	about	the	detention	centers	for	im-
migrant	children	along	the	U.S.-Mexico	border.	The Cut.	Retrieved	 from	
https://www.thecut.com	 /2018/	 06/	 immigrant-children-detention-center-
separated-parents.html

Bakhtin,	M.	(1981).	The dialogic imagination.	(V.	Liapunov	&	K.	Brostom,	Trans.).	
Austin,	TX:	University	of	Texas	Press.	

Berkhofer,	R.	F.,	Jr.	(1972).	Salvation and the savage: An analysis of protestant 
missions and American Indian response, 1787-1862.	New	York,	NY:	Uni-
versity	of	Kentucky	Press.	

Birch,	P.,	Donovan,	J.,	&	Steinberg,	M.	(2006).	The	new	landscape	of	educational	
privatization	in	the	era	of	NCLB.	Phi Delta Kappan, 88(2),	129-135.

Capra,	F.	(1996).	The web of life.	New	York,	NY:	Anchor	Books.
Carlisle	Indian	School	Digital	Resource	Center.	(n.d.).	Retrieved	from:	http://

carlisleindian.dickinson.edu/	teach/kill-indian-and-save-man-capt-richard-
h-pratt-education-native-americans

Catanzarite,	L.	(2003).	Race-gender	composition	and	occupational	pay	degrada-
tion.	Social Problems, 50(1),	14-37.

Chen,	M.	(2018,	July	24).	Wall	Street’s	ties	to	the	private	immigrant-detention	
network:	A	Grassroots	movement	to	divest	from	private	prison	companies	
running	immigrant-detention	facilities	is	gaining	steam.	The Nation.	Re-
trieved	from	https://www.thenation.	com/	article/wall-streets-ties-private-
immigrant-detention-network/

Chubbuck,	S.	M.	 (2004).	Whiteness	enacted,	whiteness	disrupted:	The	com-
plexity	of	personal	congruence.	American Educational Research Journal, 
41(2),	301-333.

DeGroff,	B.	(2017).	Betsy	DeVos	and	the	voucher	vision	of	education.	National 
Lawyers Guild Review, 74(1),	33-37.



Living History of Oppression and Emancipation52

de	Saussure,	F.	(2006).	Writings in general linguistics.	(C.	Sanders	&	M.	Pires,	
Trans.).	Oxford,	UK:	Oxford	University	Press.	

Diamond,	J.	B.	(2006).	Still	separate	and	unequal:	Examining	race	opportunity	
and	 school	 achievement	 in	 “integrated”	 suburbs.	 The Journal of Negro 
Education 75(3),	495-505.

Dickerson,	C.	(2018,	September	12).	Detention	of	migrant	children	has	skyrock-
eted	to	highest	levels	ever.	The New York Times.	Retrieved	from	https://www.
nytimes.com/	2018/	09/	12/us/migrant-children-detention.html

DuBois,	W.	E.	B.	(2007).	The souls of black folk.	Chicago,	IL:	Cosimo	Classics.	
Education	Commission	of	the	States.	(2107).	50-state comparison: Open-enrollment 

policies.	Retrieved	from	https://www.ecs.org/open-enrollment-policies/
Eikenburg,	J.	(2015).	Debunking the “model Asia” myth: Five ways Asian-Americans 

still face discrimination.	Retrieved	from	http://hipporeads.com/debunking-the-
model-asian-myth-five-ways-asian-americans-still-face-discrimination/

Eisner,	E.	(2002).	The arts and the creation of the mind.	Harrisonburg,	VA:	R.	
R.	Donnelly	&	Sons.	

Elmore,	R.	F.,	&	Fuhrman,	S.	H.	(2001).	“Holding	schools	accountable:	Is	it	work-
ing?”	Phi Beta Kappan, 83(1),	67-70.

FitzGerald,	D.	S.,	&	Cook-Martin,	D.	(2015).	The	geopolitical	origins	of	the	U.S.	Im-
migration	Act	of	1965.	Migration Policy Institute.	Retrieved	from	https://www.
migrationpolicy.org/	article	/geopolitical-origins-us-immigration-act-1965

Forgive	and	forget:	Bankruptcy	reform	in	the	context	of	for-profit	colleges.	(2015).	
Harvard Law Review, 128(7),	2018-2039.

Fort,	B.	(1999).	The politics and culture of literacy in Georgia, 1800-1920.	(Doc-
toral	 dissertation).	 Retrieved	 from	 ProQuest	 Dissertations	 and	 Theses.	
(Accession	order	No.	X004361845).

Foucault,	M.	(1988).	Madness and civilization: A history of insanity in the age of 
reason.	(R.	Howard,	Trans.).	New	York,	NY:	Vintage	Books.	

Freire,	P.	(1970/2006).	Pedagogy of the oppressed.	New	York,	NY:	Continuum.
Gramsci,	A.	(1971).	Selections from the prison notebook.	(Q.	Hoare	&	G.	N.	Smith,	

Eds.	&	Trans.).	New	York,	NY:	International	Publishers.
Green,	E.	L.	(2018,	April	1).	It	oversaw	for-profit	colleges	that	imploded.	Now	it	

seeks	a	comeback.	The New York Times.	Retrieved	from	https://www.nytimes.
com/	2018/	04/01/us/politics/for-profit-colleges-accreditation.html

Greene,	M.	(1988).	The dialectic of freedom.	New	York,	NY:	Teachers	College	Press.	
Habermas,	J.	(1991).	The structural transformation of the public sphere: An in-

quiry into a category of bourgeois society.	(T.	Burger	&	F.	Lawrence,	Trans.).	
Cambridge,	MA:	MIT	Press.	

Hegel,	G.	W.	F.	(1977).	Phenomonology of spirit.	(A.	V.	Miller,	Trans.).	Oxford,	
UK:	Oxford	University	Press.	

Henry,	P.	J.,	&	Sears,	D.	O.	(2002).	“The	symbolic	racism	2000	scale.”	Political 
Psychology 23(2),	253-283.

hooks,	b.	(1981).	Ain’t I a woman: Black women and femininism.	Boston,	MA:	
South	End	Press.

hooks,	b.	(1994).	Teaching to transgress: Education as the practice of freedom.	
New	York,	NY:	Routledge.

Peterson,	P.	E.	(Ed.).	(2003).	Our schools and our future…Are we still at risk?	



LuAnne Kuelzer & Neil Houser 53

Stanford,	CA:	Hoover	Institution	Press.
Horn,	C.	(2003).	High-stakes	testing	and	students:	Stopping	or	perpetuating	a	

cycle	of	failure?	Theory into Practice 42(1),	30-41.
Houser,	N.	O.	(1995).	Social	studies	on	the	back	burner:	Views	from	the	field.	

Theory and Research in Social Education, 23(2),	147-168.
Houser,	N.	O.	(2005).	“Ecological	democracy:	Enlarging	the	circle	of	significant	

others.	Journal of Philosophy and Historical Education, 55,	103-112.
Human	Rights	First	(n.d.).	Immigration detention: We press the U.S. government 

to end harmful immigration detention policies.	Retrieved	from	https://www.
humanrightsfirst.org/topics/	immigration-detention

Hursh,	D.	(2005).	The	growth	of	high-stakes	testing	in	the	USA:	Accountability,	
markets,	and	the	decline	in	educational	equality.	British Educational Re-
search Journal, 31(5),	605-622.

KEYTLaw.	(2010).	Text of Judge Susan Bolton’s preliminary injunction in U.S. 
vs. Arizona.	 Retrieved	 from	 http://www.keytlaw.com/blog/2010/07/text-of-
us-vs-arizona-order/	

King,	R.	A.,	&	Mathers,	J.	K.	(1997).	Improving	schools	through	performance-
based	accountability	and	financial	rewards.	Journal of Education Finance 
23(2),	147-176.

Kuhn,	T.	S.	(1996).	The structure of scientific revolutions.	Chicago,	IL:	University	
of	Chicago	Press.	

Library	 of	Congress.	 (n.d.).	Retrieved	 from	http://www.loc.gov/teachers/class-
roommaterials/presentationsandactivities/presentations/timeline/colonial/
indians/natives.html

McIntosh,	P.	(1990).	White	privilege:	Unpacking	the	invisible	knapsack.	Inde-
pendent School 49(2),	31.	

McLaren,	P.	(1996)	Paulo	Freire	and	the	academy:	A	challenge	from	the	U.S.	
left.	Cultural Critique, 33,	151-184.	

McMillan,	C.	B.	(1980).	Magnet schools: An approach to voluntary desegregation.	
Bloomington,	IN:	Phi	Delta	Kappa	Educational	Foundation.	Retrieved	from	
http://files.eric.ed.gov/fulltext/ED193364.pdf

Mark,	M.	(2017).	Trump:	If	Congress	can’t	act	on	DACA	within	6	months,	‘I	will	
revisit	this	issue.’	Business Insider.	Retrieved	from	http://www.businessin-
sider.com	/trump-revisit-daca-dreamers-2017-9

Marx,	K.,	&	Engels,	F.	(1978).	The Marx–Engels reader	(2nd	ed.).	R.	C.	Tucker	
(Ed.).	New	York,	NY:	W.	W.	Norton.	

National	Commission	on	Excellence	in	Education.	(1983).	A nation at risk.	Re-
trieved	from	https://www.edreform.com/wp-content/uploads/2013/02/A_Na-
tion_At_Risk_1983.pdf

Navarro,	A.	(2008).	The immigration crisis: Nativism, armed vigilantism, and 
the rise of a countervailing movement.	Lanham,	MD:	AltaMira	Press.	

Noddings,	N.	(1992).	The challenge to care in schools: An alternative approach 
to education.	New	York,	NY:	Teachers	College	Press.	

Okri,	B.	(1997).	In	the	shadow	of	war.	In	H.	Weeden	(Ed.),	The elements of lit-
erature, 6th course: Literature of Britain with world classics	(pp.	972-976).	
Austin,	TX:	Holt,	Rineholt,	&	Winston.	

O’Malley,	S.	(2012).	The	leading	edge	of	corporatization	in	higher	ed:	For-profit	



Living History of Oppression and Emancipation54

colleges.	Radical Teacher, 93,	22-28.
Piaget,	J.	 (1972).	The psychology of the child.	 (H.	Weaver,	Trans.).	New	York,	

NY:	Basic	Books.	
Quinn,	D.	(1997).	My Ishmael.	New	York,	NY:	Bantam	Books.	
Ravitch,	D.	(1989).	A	different	kind	of	education	for	black	children.	The Journal 

of Blacks in Higher Education 30,	98-106.
Rolland,	M.	(2010,	March	24).	School	reform	has	U.S.	Grant	High	School	teachers	on	

edge.	The Oklahoman.	Retrieved	from	http://newsok.com/article/3448688
Salemme,	C.	J.	(2017).	Unpatriotic	profit:	How	for-profit	colleges	target	veterans	

and	what	the	government	must	do	to	stop	them.	BYU Journal of Public 
Law, 32(1),	89-116.

Sartre,	J.	P.	(1956).	Being and nothingness.	(H.	E.	Barnes,	Trans).	New	York,	NY:	
Washington		Square	Press.

Smyth,	T.	S.	(2008).	Who	is	no	child	left	behind	leaving	behind?	The Clearing 
House, 81(3),	133-137.

Steinbeck,	J.	(1939).	The grapes of wrath.	New	York,	NY:	Viking	Press,	Inc.
Szasz,	M.	C.	(1983).	American	Indian	education:	Historical	perspective.	Peabody 

Journal of Education, 61(1),	109-112.
Takaki,	R.	(1989).	Strangers from a different shore: A history of Asian Americans. 

New York,	NY:	Penguin	Books.
Teasley,	M.	L.	(2017).	The	dynamics	of	education	reform	and	school	choice.	Chil-

dren & Schools, 39(3),	131-135.	
The	American	Presidency	Project.	(2016).	Remarks announcing candidacy for 

president in New York City.	 Retrieved	 from	 http://www.presidency.ucsb.
edu/ws/index.php?pid=110306

Tucker,	M.	S.,	&	Toch,	T.	(2004).	The	secret	to	making	NCLB	work?	More	bu-
reaucrats.	Phi Beta Kappan. 86(1),	28-33.

Turner,	C.,	Lombardo,	C.,	&	Logan,	E.	B.	(2018).	Teacher walkouts: A state by state 
guide.	Retrieved	from	https://www.npr.org/sections/ed/2018/04/25/602859780/
teacher-walkouts-a-state-by-state-guide

Ujifusa,	A.	(2018a,	September	20).	Ed.	Dept.	budget	plan	hammered	by	both	
sides	 in	 congress.	 Education Week.	 Retrieved	 from	 https://www.edweek.
org/ew/articles/2017/06/21/ed-dept-budget-plan-hammered-by-both.html

Ujifusa,	A.	 (2018b,	September	20).	Trump	cuts	 to	cut	education	budget	by	5	
percent,	 expands	 school	 choice	 push.	 Education Week.	 Retrieved	 from	
https://blogs.edweek.org/	 edweek/	 campaign-k-12/2018/02/trump_educa-
tion_budget_2019_5_percent_	cut_school_	choice	_push.html

U.	 S.	 Department	 of	 Education.	 (2015).	 Retrieved	 from	 https://www2.ed.gov/
about/offices/list/ocr/docs/impact.html

USLegal.	(n.d.).	Retrieved	from:	https://education.uslegal.com/bilingualism/land-
mark-legislation/the-civil-rights-act-1964/

Vargas,	E.	D.,	Sanchez,	G.	R.,	&	Juarez,	M.	(2017).	Fear	by	association:	Perceptions	
of	anti-immigrant	policy	and	health	outcomes.	Journal of Health Politics, 
Policy and Law, 42(3),	459-483.	doi:	10.1215/03616878-3802940	

Zinn,	H.	(1995).	A people’s history of the United States 1492-present.	New	York,	
NY:	Harper	Collins.	


