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Abstract

As the highest ranking administrators in divisions of student affairs, Senior
Student Affairs Officers (SSAOs) have the substantial opportunity to perform leadership
in a manner which realizes social justice processes and goals. Framed by critical
postmodernism (Tierney & Rhoads, 1993), this study uses educational criticism and
connoisseurship (Eisner, 1976, 1998, 2002) to document the social justice leadership
practices of two SSAOs. In depth narratives give rich descriptions of the nuances of
social justice leadership as enacted by the SSAOs. Critical interpretation and evaluation
of these practices is woven throughout the study. Themes relevant for the field of higher
education in student affairs are then presented. Stemming from the narratives, informed
questions are offered which can be used to frame further research related to the topic of
social justice leadership praxis in higher education. Additionally, implications for SSAO
social justice leadership are offered, including the need for better training and the

intentional resistance to an evolving neoliberal technocratism adversely impacting social

justice aspirations in higher education.
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Chapter One: Introduction
“Higher education leaders need to pay more attention to the ways in which we are
perpetuating or interrupting the status quo that is not functioning effectively. Intention is
not enough; higher education leaders need to speak dangerous truths as these discourses
have the potential to impact policy, procedures, and—in turn—people’s daily lives”
(Pasque, 2010, p. 176).

Senior Student Affairs Officers (SSAOs)" are typically the campus leaders
charged with managing policy, services, personnel, and budgets for college and
university divisions of student affairs (Bess & Dee, 2012; Schuh, Jones, & Harper, 2010).
These administrators, usually vice presidents or deans, are understudied in higher
education literature in terms of the contemporary manifestation of this role and its impact
on virtually all functions of college life (Jones, 2009). Higher education is largely
constructed in a manner privileging upper-middle class Christian white men; therefore, a
perpetuation of the educational status quo maintains a higher education milieu hostile to
historically marginalized groups including women, people of color, Queer students, and
students with disAbilities (Freire, 2003; Giroux, 1997, 2007; hooks, 2000; Museus &
Jayakumar, 2012; Ladson-Billings & Tate, 1995). Due to their vast influence, SSAOs are

uniquely positioned to influence policies, procedures, and paradigmatic values impacting

the campus climate toward addressing systemic, institutional, and individual oppression

! Throughout this dissertation Senior Student Affairs Officer (SSAQ) and Chief Student Affairs Officer
(CSAO) are used interchangeably to refer to the highest ranking student affairs administrator on a college
campus. These leaders typically have the title of Vice President for Student Affairs (VPSA) or Dean of
Students (DOS).



adversely impacting many students (Jones, 2009; Taylor, 2008). This dissertation, using
the theoretical framework of critical postmodernism and conceptual frameworks of praxis
and social justice, first thoroughly examines, identifies gaps, and draws conclusions from
two large bodies of literature in higher education: social justice and leadership. Methods,
including participants, sites, and procedures related to data collection and analysis using
educational criticism and connoisseurship, are then presented, followed by the
presentation of findings in the form of two narratives from two distinct cases. A
discussion is presented following each narrative offering author commentary about the
data presented and the exploration of themes. The dissertation concludes with macro
conclusions and the presentation of implications for the field of student affairs in higher
education.
Purpose Statement and Research Questions

The purpose of this study is to explore the art of social justice leadership as
practiced by SSAOs to identify for the field of higher education some of the nuances of
effective practice. Leadership is particularized through an explicit focus on the Freireian
(2003, 2005) concept of praxis, briefly understood as the combination of reflection and
action for the purpose of transforming oppressive systems. The profession of student
affairs in higher education espouses a commitment to social justice and inclusion, seen in
missions of the two broad professional organizations, NASPA and ACPA (American
College Personnel Association, n.d.; National Association of Student Personnel
Administrators, n.d.). Therefore this study interrogates how the highest ranking student

affairs professional, the SSAO, employs social justice leadership practices.



The SSAO is chosen as the unit of analysis for examination due to their expansive
supervisory portfolio, access to top college or university leadership including presidents,
and because of it they are likely to have progressed through a student affairs career.
Unlike college or university presidents, who are increasingly slated as fundraisers and
therefore often have diverse career backgrounds from both academic and the private
sector (Freeman & Kochan, 2012), SSAOs typically rise in the student affairs ranks.
Therefore, studying SSAOs has referential utility for those lower in a student affairs
organizational structure because the SSAO has likely held many similar lower-level
positions, and those who aspire to the SSAO position can learn from exemplary practice.
Specifically, SJ praxis (Freire, 2003; Furman, 2012) is of primary interest as a paradigm
informing the way SSAOs operate. Studying SSAO leadership strategies aimed at
enacting SJ practices (Adams, Bell, & Griffin, 2007; Rawls, 1971; Reason & Davis,
2005) to combat and reverse institutionalized privilege, power, and oppression is the
specific focus of this original research.

This topic is important to study because in the absence of diligent social justice
(SJ) activism, there is a tendency for leaders to regress toward the mean, therefore
upholding the status quo and maintaining oppressive educational practices privileging
high socio-economic status and white students (Bourdieu, 2002). Critical postmodernism
(Foucault, 1982; Giroux, 1991; Tierney & Rhoads, 1993) provides a theoretical
framework informing the entire study, from construction to implementation. The
combination of critical theory and postmodern theory to frame this study will be further
explained below using foundational and contemporary scholars to explore the associated
epistemologies and paradigms. But briefly, for me critical postmodernism allows this
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inquiry to explore and critique both the macro and the micro related to SSAO social
justice praxis. Specifically, the theoretical framework provides a structure to examine
largely unquestioned grand narratives at play in higher education, such as the flourishing
of capitalism in non-profit education settings. The combination of postmodernism and
critical theory directs me as a researcher to not only identify these master narratives, but
to also dismantle them by exposing (un)seen interests and maintenance strategies.
Critical postmodernism necessitates attention to power and how power manifests in
privileged discourses such as meritocracy and color-blindness. The framework also helps
scaffold an analysis of social identities, intersecting social identities, and the associated
privilege, power, and oppression. More specifically, critical postmodernism helps me
simultaneously identify dichotomous identities, such as man and woman, or person of
color and white person, and also the underlying power structures sustaining these
identity-based social constructions. No other theoretical orientation provides the
structure to explore all of these micro and macro issues.

This critical social justice inquiry is not only important due to the absence of
similar research, but it is also timely as the twenty-first century has ushered increased
scrutiny toward higher education generally and student affairs specifically. This
increasing oversight from politicians and the public at large is motivated and informed by
neoliberal calls for accountability and an expanding conservative economic hegemony
concerned with return on investment and cost-benefit analyses. Pivotal higher education
scholars Schuh and Upcraft (2001) note that, "the pressure is often more strongly felt in
student affairs, which, in an era of increased competition for resources, may be
questioned critically about its rationale, importance and results” (p. 3). Informed by the

4



framework of critical postmodernism, this research not concerned with quantifying the
“results” with which some higher education policy makers are interested, including
metrics like enrollment and retention, but rather with exploring the art of social justice
leadership as practiced by SSAOs.

Therefore the research question guiding this project is: How do SSAOs enact,
through leadership, social justice praxis? This question is broad enough to embrace the
organic nature of qualitative research marked by field work. The research question is
particularly well suited for inquired guided by educational criticism and connoisseurship
because action words such as “enact” and “praxis” are concerned with aesthetics or
artistic actionability. Social justice is primary in the research question, and leadership
qualifies social justice therefore linking the concepts. Finally because the research is
framed by critical postmodernism, the research question avoids a good or bad dichotomy,
for there are no correct or incorrect ways to enact social justice leadership praxis. The
research question delimits inquiry to the unit of analysis of a single SSAO, and is
therefore not primarily concerned with other employees or students, for example.
Finally, the research question, How do Senior Student Affairs Officers (SSAQOs) enact,
through leadership, social justice praxis? cannot be answered quantitatively, so the data
collected responding to the research question must go beyond metrics.

Theoretical Framework

Postmodernism. The construction of this research and the associated processes
are informed epistemologically by postmodernism (Butler, 1990, 2004, 2011; Derrida,
1967; Foucault, 1980, 1982; Giroux, 1991, 1997; Tierney, 1993; Tierney & Rhoads,
1993) and critical theory (Bell, 1980, 1987, 2004; Delgado & Stefancic, 2001; Freire,
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2003; Ladson-Billings & Tate, 1995). The language and terminology used to define
postmodernism is often abstract and confusing (Crotty, 1998; Prasad, 2005; Tierney &
Rhoads, 1993). Tierney and Rhoads (1993) assert that many postmodernists avoid
concise definitions intentionally, as definitional aspirations are a contradiction of the
fundamental holding in postmodernism that no singular voice or understanding exists.
Perhaps more critically, Crotty (1998) offers that, “Instead of espousing clarity, certitude,
wholeness and continuity, postmodernism commits itself to ambiguity, relativity,
fragmentation, particularity and discontinuity” (p. 185). Some have argued that the lack
of agreement among postmodern scholars retards the practical use of the theory to inform
the transformation of oppressive social and political regimes and results in trouble-
making rather than solutions (Traynor, 1997). However I find that postmodernism helps
me ask more informed questions and poignantly does not acquiesce to incrementalism.

For example, many U.S. higher education institutions were established by middle
class Christian white men. Therefore the current academic calendar at most colleges and
universities still reflects Christian privilege by not holding classes on major religious
holidays such as Christmas, or on the Christian holy day of Sunday. Rather than
tokenizing accommodations of non-Christian holidays, such as releasing Jewish students
from class obligations during Rosh Hashanah, a postmodern critique of the dominant
Christian calendar in purportedly secular institutions might be more concerned with
institutionalized Christian privilege. A postmodern critique might ask why is changing
the Christian academic calendar not being debated? Why are token accommodation

gestures the offered solution, rather than a more equitable transformation of how time and



space are rationed and allocated? These kinds of questions are central to this dissertation
research.

Prasad (2005) argues that postmodernism is dangerous to the status quo because it
facilitates skepticism directed at typically uncritiqued totalizing and authoritative grand
narratives. He offers examples of Darwinsism and Marxism as grand narratives, but
more related to higher education | assert that the U.S. manifestation of free market
capitalism, or even the Christian calendar discussed above, are relevant grand narratives.
“Postmodernism challenges the cultural politics of modernist notions or rationality,
norms, and identity” (Tierney, 1993, p. 4). The challenge of these norms is strengthened
through the interdisciplinarity of postmodernism for it pulls from diverse fields and
genres (Prasad, 2005).

Giroux (1991) provides some pragmatism to the discussion of postmodernism in
higher education by asserting that postmodernism raises social and political questions and
problems with the intention of re-envisioning and representing the boundaries of
discourse and cultural criticism viewed through the lens of power as maintained and
abused by hegemonic institutions and systems. Postmodernism aims to eliminate
boundaries, for example between elite and popular culture, and between art and life
(Crotty, 1998). Further advancing postmodernism, Derrida (1967) is famous for using
postmodernism as a tool for deconstruction. Poignantly, postmodernism has helped
articulate a critique of the structure of social phenomena such as language. For example
the connotation of a dissertation “defense” implies conflict and adversarial debate as a
rite of passage into the powerful professoriate. The dynamism of language, and the
associated layering of meaning in symbols and words, can be seen as a process of
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deconstruction rather than construction (Derrida, 1967). Therefore deconstructing the
doctoral student socialization process using postmodernism is concerned with how power
is created and maintained (Ellis, 2001).

It is important to note that, “the postmodern tradition does not offer any kind of
social blueprint for an ideal or desirable society in lieu of what is being critiqued”
(Prasad, 2005, p. 222). Postmodernism is concerned with social productions, including
art, language, images, and discourse patterns (Prasad, 2005). More specifically,
postmodern scholars Foucault (1980, 1982) and Butler (1990, 2004, 2011) are interested
in the performance of social scripts related to gender. Giroux (1991) asserts that
“Postmodern feminism provides a radical social theory imbued with a language of
critique and possibility” (Giroux, 1991, p. 44). Offering a succinct postmodern critique
of the malleability of gender performance, Butler (1990) who is often labeled a
postmodern feminist, argues that “gender is an identity tenuously constituted in time,
instituted in an exterior space through a stylized repetition of acts” (p. 179). A key focus
of postmodernism is challenging dichotomies and essentializing notions of identity, such
as heterosexual and homosexual, these concepts being relatively recent inventions
functioning to maintain boundaries of privilege (Foucault, 1980). Therefore de-
essentializing and opening space for a myriad of ways of performing and embodying
gender, sexuality, race, is of importance to postmodern scholars (Butler, 1990, 2004,
2011; Foucault, 1980, 1982).

Interestingly, there is largely a demographic homogeneity among seminal
postmodern scholars; an overwhelming whiteness and maleness is shared among most
scholars cited here. The implications of this homogeneity are beyond the scope of this
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analysis, but must be acknowledged for it impacts the present study. Increasingly,
women, people of color, and people with heterogeneous social identities are engaged in
advancing postmodern scholarship.

Critical theory. Due to the lack of concreteness of postmodernism, a
combination of postmodernism and critical theory is used to guide this dissertation
research. This theoretical amalgamation is not new in social science research, for
postmodernism has deep connections with critical traditions (Prasad, 2005). Tierney and
Rhoads (1993) argue that, “a rapprochement between critical theory and postmodernism
is mutually beneficial theoretically, and in a practical sense offers those of us in higher
education new ways to think about, and hence to act in colleges and universities” (p.
310). Critical theory focuses on individual reflexivity, the socially constructed nature of
knowledge, and issues of culture and power combined with a goal of emancipation
(Tierney & Rhoads, 1993). Therefore, “critical theorists seek to bridge the chasm
between research and action, a chasm that they argue has been promoted by traditional
positivist research” (Tierney & Rhoads, 1993, p. 323).

Critical Theory has its roots in the Frankfort School which is associated with the
Institute for Social Research at the Goethe University in Frankfurt, Germany (Abel &
Sementelli, 2004). Most commonly the Frankfort School is credited with being founded
in 1932 by Carl Griinberg and the theoretical leaning was Marxist (Abel & Sementelli,
2004). More recently, the Frankford School is frequently associated with the work of
Jurgen Habermas (1987a, 1987b, 1990) and a focus on communication, logic, and

intersubjectivity, or the shared meaning constructed by people in their everyday



interactions (Abel & Sementelli, 2004). Essential to critical theory is a critique of
ideologies which explain uncritical adherence to capitalism and socialism (Prasad, 2005).

In critical theory, knowledge creation is mediated by power relations which are
socially and historically constructed (Prasad, 2005). Due to this centralization of power,
critical theorists are skeptical of experts, and of one dominate cannon of knowledge.
Gramsci’s (1929) “Organic Intellectual,” represents a site of resistance to dominate
notions of power. “Organic Intellectuals” are not typically professors or members of an
elite ruling class, but rather all men [sic] can be intellectuals of power and influence
(Gramsci, 1929). The concept of “Organic Intellectuals” has some connections to later
presented leadership concepts of Grassroots or Servant Leadership.

Because critical theory requires a combination of social critique and praxis, it
offers an avenue for postmodernists to take transformative action against oppressive
forces (Prasad, 2005; Tierney & Rhoads, 1993). Critical theory is an attempt to
understand the oppressive aspects of society in order to generate societal and individual
transformation (Fay, 1987; Tierney, 1993). This understand comes in multiple forms,
including narrative and anecdotal, making it a good match for the qualitative arts-based
research method of educational criticism and connoisseurship used in this dissertation.
Critical theorists are disparaging of the frequent marginalization of qualitative methods,
labeling this dismissiveness an oppressive discourse closure (Prasad, 2005).

Like the seminal postmodern theorists cited above, many of the foundational
critical theorists are also white men. “Although conducted as an intellectual project for
the liberation of all humankind, critical theory’s location in white male discourses means

that it may well function as yet one more site of white cultural hegemony” (Brookfield,
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2005, p. 274). Critical theory is preoccupied with class and largely ignores issues related
to race, gender, sexuality, or other social identities, perhaps due in part to the social
identities of the pivotal scholars (Brookfield, 2005). However it still has theoretical
utility for critical theory is different from traditional theory in that the former seeks to
change situations, and the latter merely reflects on situations (Crotty, 1998). Moreover,
critical pedagogy later presented in this dissertation during the literature review, a
concept related to critical theory, increasingly contains diverse scholars among its ranks.

Critical postmodernism. These theories of postmodernism and critical theory
frame the anti-essentialist and subjective assumptions guiding this examination and
analysis of the literature with an intentional focus on how systems and institutions
function to perpetuate oppression symbolically, pedagogically, and structurally. Social
justice is grounded in critical theory, with an intentional concern for the status and
agency of people at the margins of society (hooks, 2000; Kincheloe, 2005). When
combined, postmodern and critical theories prescribe a relentless SJ commitment for
educational leaders, deemed by some as radical though necessary, given the tendency
toward the centralization and concentration of power in the hands of a few (Alinsky,
1971; Coté, Day, & du Peuter, 2007; Fanon, 1961; Freire, 2003).

Critical postmodernism offers space for hope, for yearning, and for transformation
(hooks, 1990). “Resistance beings with people confronting pain, whether it’s their or
somebody else’s, and wanting to do something to change it” (hooks, 1990, p. 215). This
quote astutely demonstrates the advantage of combining postmodernism and critical
theory. It is useful as a frame for this research because it necessitates both confronting
pain, or oppression, and also taking action to change the conditions allowing or creating

11



the injury. Often research in higher education failing to use both postmodernism and
critical theory is merely focused on describing and critiquing a condition, for example
racism. Or, research is consumed with action, for example a student activities program
aimed at raising awareness about issues most relevant to the LGBTQ community. Each
of these research patterns, while myopically productive, are demonstrated and critiqued
in the literature review to follow.

Critical postmodernism holds both identification and action as equally essential
endeavors. A barrier to the utility of both postmodernism and critical theory is the often
inaccessible jargon used to describe the frameworks. Tierney (1993) elaborates:

Indeed, one curiosity of both theories is that they often seem immune to public

discourses and to the development of a language that is accessible to individuals

other than academics; at the same time, one of the key components of both ideas

concerns engagement with that public. (p. 4)

It is my desire that this dissertation, and chiefly the narratives presented, represent an
example of accessible social justice research farmed by critical postmodernism.

There are several tensions between postmodernism and critical theory. One key
tension relates to the nature and possibility of the emancipation of oppressed peoples.
Critical theory largely advances oppressed people reflecting on their social status in
society related to power structures to inform changing an oppressive status quo (Fay,
1987; Tierney, 1993). Postmodernism does not typically focus on working within
oppressive systems as a means for transformation, but is more likely the focus on
problematizing the system. This position is brilliantly summarized by Audre Lorde’s

popular quote, “The master’s tools will never dismantle the master’s house” (Lorde,

1984, p. 112). Simply put, critical theory is concerned with acquiring effective tools to
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facilitate dismantling the house toward a more equitable structure, and postmodernism
wants to blow up the house and build from a new foundation.

Both theories, postmodernism and critical theory, and subsequently critical
postmodernism, are related to the conceptual frameworks of praxis and social justice
presented below. The Freireian (2003, 2005) concept of praxis is directly associated with
critical theory:

Critical inquiry remains a form of praxis—a search for knowledge, to be sure, but

always emancipatory knowledge, knowledge in the context of action and the

search for freedom. It is in this mood of critical reflection on social reality in
readiness to take action for change that critical researchers come to the tasks of

human inquiry. (Crotty, 1998, p. 159)

Similar connections to these theories are found in the social justice concept used
throughout this dissertation. Therefore, these two theories offer a site for the educational
researcher to bridge the important systemic critiques of postmodernism with the more
tangible commitment of critical theory for socially just action.

Conceptual Frameworks

Praxis. Guided by the above theoretical framework, this examination is further
informed by two conceptual frameworks: praxis and social justice. First, the Freireian
(2003, 2005) concept of praxis, the combination of reflection and action aimed at
transforming oppressive systems, frames the trajectory of research. Freire (2003, 2005)
explains praxis through the concept of conscientizacéo, translated in English to
conscientization, an ongoing process of evolution toward critical consciousness.
Specifically, conscientizagdo is, “learning to perceive social, political, and economic
contradictions, and to take action against the oppressive elements of reality” (Freire,

2003, p. 35). It is important to note that the Freireian concept of praxis, informed by the

13



work of Fanon (1952, 1961), focuses on the target of oppression engaging in praxis to
change one’s own condition. Fanon (1952, 1961) frequently uses the colonizer/colonized
dichotomy to explain resistance to oppression as he inspires the oppressed to collectively
struggle for liberation. Notably, Fanon (1961) identifies the imposition of a language as a
tool of colonization, perhaps informing a similarity with the forced adoption of an
academic language as part of a higher education socialization process.

Waiting for hegemonic systems, or people in substantial positions of authority, to
categorically improve the condition of oppressed peoples is seen as unrealistic and
undesirable under the concept of praxis. Therefore research concerned with how people
with positional authority engage in social justice praxis in higher education is a delicate
transference of conscientizacdo. Freire (1970) asserts:

It is only the oppressed who, by freeing themselves, can free their oppressors.

The latter, as an oppressive class, can free neither others nor themselves. It is

therefore essential that the oppressed wage the struggle to resolve the

contradiction in which they are caught. (p. 56)

My use of praxis as a conceptual framework does not subscribe to a zero-sum view of
liberation. The oppressed can be working toward freeing themselves while leaders with
substantial positional authority can simultaneously be working and challenging their
peers to aspire toward social justice goals while also creating conditions for students to
engage in impactful activism. The concept of praxis is salient in this dissection of
literature and the subsequent presentation of original research with the intention of
challenging and reforming oppressive policies and practices in higher education.

Social justice. Second, the concept of social justice is salient as a frame for the

review of literature. John Rawls (1971) is often credited with having introduced the
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concept of social justice in the United States post-colonization, linking it to distributive
justice focused on the equal distribution of goods and services. Later, scholars critiqued
Rawls’ concept, noting that distributive justice does not realize a true equitable allocation
of resources (Fraser, 1996). Broader transdiscplinary conceptions of SJ that span the
globe hold that “social justice has its roots in theological, political, philosophical, ethical,
and jurisprudential conceptions about the nature of a fair and just society” (Singh, 2011,
p. 482). The concepts of a fair and just society are largely informed by concepts of
access, theoretical equality, and a level playing field. This early concept of social justice
is therefore unsurprisingly linked to deficit-based thinking which focuses on the
reallocation of resources, or capital, as a strategy for realizing equality-based goals. This
does not represent the more equity-based social justice understanding used in this
dissertation, with a focus on just access for true opportunity and active work to remedy
oppressive systems. Nonetheless, the early conceptual of social justice and its link to
Bourdieu is important to briefly explore.

Social justice is linked conceptually to Bourdieu’s (2002) concepts of economic,
social, and cultural capital. “Capital, which, in its objectified or embodied forms, takes
time to accumulate and which...is a force inscribed in the objectivity of things to that
everything is not equally possible or impossible” (Bourdieu, 2002, p. 26). Social justice
has historically been concerned with the more equal allocation, acquisition, maintenance,
and transference of capital. As social justice as a concept has evolved, so has the
associated focus on privilege, power, and oppression in a socio-cultural and historical
context. For example, social justice as a concept has advanced past aspirations of
representational diversity, and is more concerned with issues of campus climate and
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equitable outcomes (Bensimon & Malcolm, 2012; Jayakumar & Museus, 2012; Pasque,
2010).

The concept of social justice, in part due to its’ origins in experiential education,
is frequently concerned with facilitating social justice learning experiences for
participants in a group. The concept of SJ necessitates a critical reflection on the role of
the facilitator, be it an SSAOQ or a student leader. Facilitation is by definition not
presentation or lecture and therefore avoids the use of the Socratic Method (Birnbache,
1999). Rather, social justice facilitation is marked by co-constructing knowledge and
helping participants authentically engage with and learn from each other rather than just
the facilitator (Drennon & Cervero, 2002). In the process of co-constructing knowledge,
a social justice facilitator must take inventory of how their own social identities impact
the group learning experience, and how their behavior and rhetorical devices also inform
the space (Brown, 2003; Drennon & Cervero, 2002; Ringer, 1999). Ringer (1999) warns
of the common social justice facilitation pitfall of seeking approval or validation from the
group, thereby centering the facilitator. Brown (2003) more specifically argues that the
use of paraphrasing or summarizing participant responses causes the leader to fix or alter
what was really said, a pattern problematic to creating a truly open and participant-
directed SJ experiences.

Additionally, in a social justice facilitation setting if an activity or exercise is,
“initiated by members of dominant social groups for those that are not members of
dominant groups there is inevitably the risk that reflection will merely add to oppressive
activities which exist and not expose or confront them” (Boud, 1997, p. 6). Facilitators
must be attentive to the potential of a SJ experience, intended to identify and remedy
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institutional oppression, to replicate or reinforce the very same power structures it intends
to deconstruct. “Given the contradictions and ironies inherent in democratic practice,
facilitators must develop their own healthy skepticism toward the aims they seek to
achieve and interrogate all practices for their effect on individuals and groups” (Drennon
& Cervero, 2002, p. 195). Subsequently, some role-conflict may exist for a facilitator
who has positional authority but societally marginalized identities (Drennon & Cervero,
2002).

Connecting praxis and social justice, concepts largely in agreement related to
epistemological underpinnings, Freire (2003) asserts that SJ facilitators are socialized in a
system “indoctrinating them to adapt to the world of oppression,” (p. 78) and must
therefore actively fight to avoid colluding with the status quo. This fight must be
unwavering, as momentum perpetuating the status quo is substantial. Understanding the
role of SSAOs in creating, facilitating, designing, and implementing social justice
initiatives, trainings, interventions, and policies resisting the status quo is of primary
importance in this dissertation research.

The theories of postmodernism and critical theory highlighted above, when
combined with conceptual frameworks of praxis and SJ, coalesce into a simultaneously
nuanced and comprehensive frame for this dissertation research. Figure One presented at
the beginning of the literature review chapter visually depicts the relationships between
the theoretical frameworks, conceptual frameworks, and bodies of literature. The

relevant bodies of literature, social justice and leadership, are highlighted below.
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Positionality

Tatum (2003) presents an analogy of moving walkway in an airport which has
explanatory power as | reflect on my positionality related to this research. | believe that
one is either standing immobile on a walkway, being swept backwards by the
overwhelming forces of oppression, walking steadily against the tide of oppression and
therefore not progressing or retreating but maintaining the same position, the status quo,
or one can be vigorously running, perhaps even sprinting, against the title wave of
oppressive forces, therefore only then making progress (Tatum, 2003). Many people who
have unearned privilege in society based on social identities bask in the bliss of ignorance
related to privilege, power, and oppression on both individual and systemic levels. | have
substantial identity-based privilege as a white, Italian/Sicilian-America, cis-gender,
temporarily able, relatively heterosexual, non-Christian but benefiting from Christian
privilege, educated, fit United States citizen with aspirations of becoming an SSAO.
Rather than uncritically experiencing life unaware of the unearned privileges granted to
me as a result of these identities, | intend for my uncompartmentalized personal and
professional life to focus on identifying, challenging, and transforming oppressive
institutions and systems. This struggle begins internally, disrupting the socialized
supremacy which stems from these privileged identities and then unlearning internalized
privilege. While engaging in critical self-work related to internalized privilege, |
primarily engage in communities with people who share my privileged identities, my
people, to help elevate a collective consciousness and subsequently responsibility for

engaging in social justice activism. | believe this personal and political work requires
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public social justice engagement and research, of which I hope this dissertation is one
example.

| intend for this dissertation research will fill a gap in the higher education
literature related SJ leadership and praxis and will help me, and the field of education,
sprint unwaveringly against the privilege, power, and oppression which is
institutionalized, symbolized, circularized, pedagogicalized, and systematized in U.S.
society therefore becoming the largely unproblematized master narrative replicating
inequity. Iam inspired by Lorde’s (1984) assertion that poetry is the architecture of our
lives, therefore in Appendix C | offer a positionality poem for additional context.

Any research with which | engage, particularly with social justice as a focus,
necessitates specific strategies aimed at maximizing the largest possible impact to help
facilitate change. | therefore anticipate this dissertation research will help inform
ongoing training and development of aspiring and current SSAQO’s through the student
affairs organizations NASPA and ACPA. | also intend to publish the results of this
dissertation study in student affairs and/or higher education journals, | have presented the
findings of this study at the 2014 national ACPA conference, and | hope to pursue other

dissemination avenues including additional conferences and publication outlets.
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Chapter Two: Literature Review
This examination of the literature is timely and has utility because empirical
research on SJ leadership practices is rare in education (Furman, 2012), even scarcer in
higher education (Marshall & Oliva, 2006; Tooms & Boske, 2010), and virtually non-
existent in student affairs (Fried & Associates, 2012; Chavez & Sanlo, 2013). A
conceptual map is offered here, Figure One, to help demonstrate the relationships
between theoretical frameworks, conceptual frameworks, and the bodies of literature

overviewed here.
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Postmodernism Critical Theory

Leadership Social Justice

Figure 1. Conceptual map. This figure illustrates the relationship between
frameworks and bodies of literature.

This conceptual map, though depicting frameworks in a liner top-down manner, is not
meant to imply a hierarchy, for the frameworks more cyclically interplay to inform the
bodies of literature and subsequent research. The yellow arrows pointing in all directions
demonstrate the fluid interplay between the concepts. Using these frameworks, the first
body of literature, social justice, is synthesized below. Relevant research related to the
above research question, How do Senior Student Affairs Officers (SSAOs) enact, through
leadership, social justice praxis? is presented below, offering critiques of the exiting

literature and identifying gaps.
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Social Justice

Social justice is the first large body of literature for examination, guided by the
following question catered to the social justice literature: What scholarship about social
justice leadership practices for praxis exist which is relevant to, or informative for,
higher education, and specifically student affairs? Social justice is often definitionally
vague, inconsistently applied, and even used interchangeably with concepts such as
diversity and equity (Brennan & Nadioo, 2008; North, 2006; Singh, 2011). “Concepts
such as equity and social justice have received considerable policy attention within higher
education...However, the concepts have a feel good flavour to them that can cover up the
absence of precise meaning” (Brennan & Nadioo, 2008, p. 287). For the purposes of this
literature review, the definition of social justice advanced by Adams, Bell, & Griffin
(2007) is used:

Social justice is both a process and a goal. The goal of social justice is full and

equal participation for all groups in a society that is mutually shaped to meet their

needs. Social justice includes a vision of society in which the distribution of

resources is equitable and all members are physically and psychologically safe

and secure. (p. 16)
Among the many definitions of social justice available, this definition is selected because
it focuses on SJ as both a process and a goal, something typically missing from many
goal-focused definitions elsewhere. Also, the focus on the equitable, rather than a
theoretical concept of equal, distribution of resources demonstrates an understanding that

equal is not always fair or equitable, and allowances must be made for generational

privilege, power, and oppression.
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The social justice definition above from Adams, Bell, and Griffin’s (2007) second
edition of their edited practitioner-oriented volume explains the pedagogy, epistemology,
and instructional practices of SJ as drawing specifically from Women’s Studies, Queer
Studies, and Ethnic Studies. Despite the comprehensiveness of the above referenced
definition of SJ, some higher education scholars have advocated for a conception of SJ
based on helping individuals exemplify an identity and take action as change agents:

Our concept of social justice within education includes elements such as giving

voice to particular groups’ experiences, incorporating sociopolitical perspectives

into dialog, reflecting upon and asking critical questions to motivate students to
become culturally competent critical thinkers, and creating classrooms and
educational environments where students feel intellectually and emotionally able

to explore issues and topics. (Landreman, 2013, p. Xiv)

The definition or conception of SJ germane for this research is one which is concerned
with transformation of individuals, institutions, and systems in an effort to combat and
reverse unearned identity-based privilege, embodied power, and systemic oppression.
Identity-based privilege is the unearned social privilege granted to people on the basis of
identities such as race or gender. Embodied power stems from Foucault’s (1982)
argument that power is exercised and not possessed, and the production of power can be
repressive or liberating.

For example, an SSAO with positional authority, and perhaps educational
authority stemming from a terminal degree, in some situations embodies power, for
example a university president’s cabinet meeting, yet this power can also be undermined,
perhaps by someone outside of the higher education skeptical of academics. Finally
systemic oppression relates to the history of oppression and the institutionalization of

oppression. A higher education example includes the historical exclusion of people of
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color in higher education, and how legacy preferences in admissions processes today
continue, stemming from this historic oppression of people of color, continues to largely
manifest this racial privilege.

Much of the literature about SJ, specifically as it relates to facilitation and
pedagogy, comes from experiential or outdoor education (Board, 1997; Brown, 2002,
2003; Ringer, 1999). This outdoor education literature provides a framework upon which
much SJ education builds, “many of the hands-on cooperative activities developed within
outdoor experiential education have made their way into social justice education”
(Adams, Bell, & Griffin, 2007, p. 26). Despite some theoretical, descriptive, and mostly
practice-based foundations for SJ, the current manifestation of the concept, particularly in
higher education, typically lacks an appropriate grounding in critical theory (Adams,
Bell, & Griffin, 2007; Gorski, 2006). Social justice as practices in higher education is
largely constructivist, yet epistemology and the associated limitations are infrequently
addressed or discussed. One intention of this research is to help deepen the conversation
about social justice in higher education using critical postmodernism.

Broad conceptions of social justice. Furman (2012) offers a succinct review of
the education literature related to social justice and subsequently proposes a conceptual
framework for social justice leadership as praxis pertinent for this review of literature.
Her model (See Appendix A) is designed to inform curriculum and pedagogy for
leadership preparation programs in primary and secondary education, and spans several
dimensions, the personal, interpersonal, communal, systemic, and ecological (Furman,

2012). Furman (2012) argues that:
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Praxis has the potential to be a powerful, unifying concept in regard to leadership
for social justice, because it captures both the reflection and action needed for
such work, and furthermore, that this more detailed analysis of leadership as
praxis can generate more creative thinking about leadership preparation pedagogy
focused on social justice. (p. 193)
While the concept of praxis offers a potentially powerful and transformative framework,
Furman (2012) finds that, “it has not yet gained much theoretical traction or broader play
in the field [education] in regard to understanding the actual practice of social justice
leaders” (p. 203). Therefore she argues that the central goal of education leadership
preparation programs should be the development of capacity for reflection and action as a
life-long engagement, a concept typically discussed abstractly and not concretely
(Furman, 2012). This distinct focus on SJ and praxis is the primary tool for educational
leaders to combat oppressive and unjust educational practices and replace them with
equitable procedures and subsequently outcomes (Furman, 2012, p. 193).

The focus on praxis is further explicated in the related work of Freidman (1998),
directly framed by postmodernism. She offers that it is necessary for SJ to be flexible
and ever-changing if it is to be sustainable:

The borders between sites of [social justice] surely exist, but just as surely they

are and must be transgressed. They are not fixed in stone, but shift with changing

cultural formations, conditions, and alliances. Upon this fluidity the survival and

spread of [social justice] depends. (Freidman, 1998, p. 4-5)

A postmodern analysis of contemporary SJ is provocative and also cumbersome to
tangibly use as a tool for informing specific SJ leadership trainings or practices, given the

abstract nature of the concept. However an analysis of power on the individual and

institutional level is essential in any postmodern analysis of SJ trainings and practices.
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Goodman (2011), a social justice consultant and trainer in private and non-profit
settings for more than two decades, provides a comprehensive and more practical review
of best practices for working toward SJ with people who possess identity-based privilege,
specifically white people. She astutely remarks that SJ educators or leaders cannot
change people, but they can influence their potential for growth toward creating the
conditions to combat institutional privilege, power, and oppression (Goodman, 2011).
Goodman (2011) believes that education is organic, fluid, and contextual:

Educating involves increasing knowledge, developing skills, raising

consciousness, and enhancing critical thinking. Social justice education takes

many forms in many contexts, from lectures in formal classroom...to policy

presentations in conference rooms. (p. 4)

Goodman (2011) also cautions against a common pitfall for SJ leaders of proselytizing
aimed at convincing people to adapt a SJ paradigm. The tendency for SJ leaders to use
persuasion and at times coercion fails to recognize the necessity for people to
individually identify a more intrinsic motivation for engaging in SJ work (Goodman,
2011). Rather, she offers that it is essential for SJ educators to model a holistic personal
and professional commitment to SJ for others to replicate. However this modeling must
be congruent, as others will identify inconsistencies and contradictions limiting or
negating positive impacts of forming training or informal modeling through leadership
(Goodman, 2011).

Social justice in higher education. Clarity about what social justice means in
higher education is lacking, as a myriad of programs, initiatives, policies, and practices
are situated beneath an encompassing and broadening umbrella of SJ (Brennan &
Naidoo, 2008; Gorski, 2006, 2013; Singh, 2011). Some scholars argue that SJ may
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become similar to diversity; an over-used and watered down buzzword meaning virtually
anything to anyone at a given time (Gorski, 2013; Patton, Shahjahan, & Osei-Kofi, 2010).
Singh (2011) argues that with a lack of clarity, SJ risks becoming politically malleable
and diluted, “The meanings and uses of social justice are becoming stretched in different
directions, depending on how policy goals are conceptualized and prioritized when
characterizing the nature of the challenging times” (Singh, 2011, p. 482). Due to the
increasingly broad definition of SJ, Singh (2011) encourages an intentional and critical
reflection for higher education about SJ:
The challenging times in which we live could benefit greatly from a rigorous
investigation of the conceptual, normative and strategic potential of the notion of
social justice as currently invoked in higher education but also of the modalities
being used to give expression to it and their accompanying ambiguities and
rhetoricisms. (p. 492)
Gorski (2013) concurs in a short reflective essay, and he is further irked by the
appearance of a more recent concept lacking clarity and possibly having an adverse
impact on already entrenched SJ efforts, the new concept of inclusive excellence (IE)
presented and subsequently commaodified by the Association for American Colleges and
Universities (Williams, Berger, & McClendon, 2005). Notably absent in all three
AAC&U papers proposing a movement called inclusive excellence is the term social
justice. Gorski (2013) argues that educators have spent substantial time and energy
articulating important differences between diversity, multiculturalism, and social justice,
and the new concept of inclusive excellence may function to further confuse and conflate

these terms and funnel energy and attention from activism to explaining the newest and

sexiest term. Because these words or concepts (equality, diversity, multiculturalism, SJ,

27



and IE) are often used interchangeably (Brennan & Nadioo, 2008; Gorski, 2013; North,

2006; Singh, 2011), the concepts are presented in Figure Two for clarity.

Term
Time
Period
Key

Points

Equality
1954-7

Stemming from
Brownv. Board,
equality is
exemplified by
aspiring toward
equal numerical
access. and
equal
educational
outcomes
regardless of
race (Espinoza,
2007)

Diversity
1970s-?

Advanced by California
v Balkie, a racially
diverse student body
benefits all students
(Patton & Hannon,
2008; Smuth 2009). In
the 1980s diversity
became a buzzword
(Berrey, 2011 Patton,
Shahjahan, & Osei-
Kofi, 2010: Perlmutter,
2010)

Social Justice Inclusive Excellence

1995-7

Social justice
offers a focus
on systems,
representation
and access as
linked to
power
(Adams. Bell,
& Grittin,
2007)

2005-?

Advanced by the
AAC&U, IE holds that
pastand present racial
inclusion initiatives
have failed because of
a lack of focus on
changing institutions,
and advocates for
embedding [E
principles throughout
higher education
(Milem, Chang, &
Antonio, 2005)

Figure 2. The (d)evolving language of inclusion. This figure shows the pro(de)gression
of the language of inclusion. Adapted from Harris, J. C., Barone, R. P., & Patton, L. D.

(under review). Who Benefits?: A Critical Race Theory Analysis of the (D)evoloving
Language of Inclusion in Higher Education.

This figure shows the evolution, or devolution, and the general period of time when each

concept received prominence in higher education. While words or discourse patterns

have changed from equality to inclusive excellence, societal progress toward realizing

social justice goals may not have pro(de)gressesd at the same pace.

Examining social justice initiatives on college campuses necessitates a discussion of

climate and culture. Museus and Jayakumar (2012) delicately unpack the historical focus

of higher education scholarship on climate, a static snapshot constructed via nebulous

metrics, and culture, a more holistic concept contextualized historically. Cultural
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assumptions hindering social justice institutional transformation toward equitable
outcomes include:

1) The natural occurrence assumption: It’s the way we do things around here
2) The displaced responsibility assumption: If we offer it, they will come
3) The out of sight out of mind assumption: Everything must be ok
4) The specialization assumption: | have my job to do, and you have yours.
5) The incompatibility assumption: If we do this, it compromises excellence.
(Museus & Jayakumar, 2012, p. 17-20)
The culture of most institutions of higher education in the United States have Eurocentric
origins (Manning & Coleman-Boatwright, 1991).
White culture also shapes the perspectives and behaviors that facilitate daily
operations on college and university campuses. Also, White culture is manifest in
the artwork, media, rituals, and other symbolic aspects of the campus cultures of
postsecondary institutions. (Jayakumar & Museus, 2012, p. 9)
While the authors are talking explicitly about race and racial privilege, other social
identities may be accurately applied to the argument. Higher education leaders,
particularly those from European-American ethnic backgrounds, must actively work to
identify cultural hindrances and develop strategies to overcome these entrenched
paradigms to create the equitable educational outcomes all students deserve (Museus &
Jayakumar, 2012).
Specifically related to student affairs, Pope and Reynolds (1997) identify the
necessity for effective SJ student affairs practitioners to integrate comprehensive
multicultural awareness, knowledge, and skills in leadership practices. Their work

functions as a call to action for student affairs professionals to engage in ongoing training

and self-awareness work as requirements for effective SJ practice (Pope & Reynolds,
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1997). More recently, student affairs scholarship on SJ has explored the relationship
between SJ attitudes and actions as impacted by the social construction of identities and
cognitive development (Reason & Davis, 2005).

The well-intentioned social justice programming in higher education may be
reinforcing essentialism through cultural awareness events which function to “celebrate”
cultural and racial diversity on campus without an analysis of privilege, power, and
oppression (Goski, 2006). The critique of systems of oppression with a focus on
intersecting identities is essential in SJ engagement (Adams, Bell, & Griffin, 2007;
Reason & Davis, 2005). Therefore popular awareness raising cultural events, often
labeled as SJ programming, such as the serving of ethnic food, cultural dance
performances, and events such as Rev. Martin Luther King Jr. celebrations, may function
to dilute the critical essence of SJ programming. Similarly, co-curricular SJ programs
such as one-time activities with students and simulations such as the popular “Tunnel of
Oppression” and “Privilege Walk” may perpetuate a deficit-based narrative of
communities of color and other historically marginalized (Gorski, 2006). Each of these
programs, based in constructivist epistemology, focus on teaching people about privilege
through artificial experiences leveraging pathos. The first, “Tunnel of Oppression,”
involves groups of students traveling to different “rooms” where examples of oppression
based on social identities, for example sexuality, are displayed and sometimes directed at
the audience. One such room may involve gay slurs being directed at participants. The
“Privilege Walk,” perhaps abelist given an assumption of mobility, involves reading a

series of statements related to privilege and people step forward if the statement relates to
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them. Examples may include, “if you grew up in a home with more than 50 books.” The
statements function to stratify a group of people who begin the exercise standing in a
horizontal line, often to the surprise to people with privilege and as expected for people
with less social privilege. Both of these programs, typically labeled social justice
programming, privilege the learning of people with privilege, often at the cost of
marginalized groups to whom the activity are typically familiar.

The attenuation of social justice serves the interests of institutions by celebrating
diversity without facilitating critical reflections on institutionalized privilege (Gorski,
2006; Nast & Pulido, 2000). Moreover, programming often under the SJ umbrella
focused on simply presenting stereotypical cultural artifacts, what Gorski (2006) calls
“Food, Festivals, and Fetish” programs, serve to make an institution feel it is making
efforts toward diversity and inclusion, while undermining systemic SJ ideals.

Functional areas such as multicultural centers charged with focusing on diversity
or SJ are caught in a double bind. “The concern is rooted in the institution’s self-interest
of being a ‘better and more competitive’ institution rather than in a social justice
rationale” (Castagno & Lee, 2007, p. 5). The functional areas charged with
implementing a social justice mission are often institutionally undermined via limited
resources and token gestures of administrative support, serving to perpetuate a status quo
rooted in equality (rather than equity) and a numerical or representational diversity
agenda (Pasque, 2010). Even universities which espouse valuing diversity
comprehensively typically fall short of creating a truly welcoming culture for all

minoritized students (Jayakumar & Museus, 2012).
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Critical pedagogy. A related body of literature, critical pedagogy, is examined
framed by critical postmodernism and grounded by the above mentioned social justice
literature. Of particular importance to this examination of literature are the critiques of
the prevalence of neoliberal policies and practices in education, at odds with SJ. For
decades scholars have been calling for critical pedagogy as a tool and site for resistance
to a capitalistic educational hegemony (Apple, 2001; Banks, 1991; Darder, 2012;
Duncan-Andrade & Morrell, 2008; Giroux, 1997, 2007; Rendon, 2009; Tuitt, 2003).
Giroux (1997, 2007), building off Gramsci’s (1929) “Organic Intellectual” calls for
educators to be public intellectuals who challenge the oppression of people outside of the
dominant culture by creating a more democratic and equitable society. These public
intellectuals, in schools and in larger society, “must struggle to create the conditions that
enable students and others to become cultural producers who can rewrite their own
experiences and perceptions by engaging with various texts, ideological positions and
theories" (Giroux, 1997, p. 263). He specifically argues that much of the marginalization
in society is perpetuated through the public school curriculum, and that education is
highly politicized, whether acknowledged or not (Giroux, 1997).

An example of this marginalization perpetuated through the public school’s using
critical pedagogy can be found in Duncan-Andrade and Morrell’s (2008) provocative
appraisal of urban schools. Their emancipatory critique of the stifling impact of public
school standardization, and the associated testing and curricular modification, offers
critical pedagogy as a tool for resistance and liberation for students, teachers, and

families in urban settings (Duncan-Andrade & Morrell, 2008). In classical critical theory
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tradition, the text offers hope for transformation, which while not easy, can occur on
small and eventually scalable ways to helps realize a more equitable educational system
(Duncan-Andrade & Morrell, 2008). This can happen through the effective use of praxis
and navigational strategies which teachers and educations can employ (Duncan-Andrade
& Morrell, 2008; Freire, 2003).

Concepts of critical pedagogy and praxis are also presented in Santiago-Valles’s
(2005) critique of the critical gaps in Africana Studies as a disciplinary field. Santiago-
Valles (2005) argues that praxis has been and continues to be an essential dialogic
pedagogy which helps identify and critique the economic causes of social programs and
directs solutions relevant for contemporary scholars of Africana Studies. Often reform in
education and society fail to learn from historical activists who have achieved some
social justice successes. Therefore and a respect for history is essential not only in
Africana Studies but also across all higher education curricula (Santiago-Valles, 2005).

A notable international study using critical theory can also help inform the U.S.
education literature. Romeru-Jeldres and Maturana-Castillo (2012) brilliantly use critical
pedagogy to critique a new training program for professors in Chile. Their research
involves the use of a questioner and focus group with professors (Romeru-Jeldres &
Maturana-Castillo, 2012). A primary finding is that reflection on teaching practice is
essential to achieve equitable learning outcomes for students (Romeru-Jeldres &
Maturana-Castillo, 2012). Romeru-Jeldres and Maturana-Castillo (2012) argue that
bridging theory and practices gaps is essential for effective educational leadership, a key

tenant of critical theory and critical pedagogy.
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Another critical pedagogy scholar, Steinberg (2001), agrees that theory and
pedagogy must never be separate, for oppression in any form cannot be examined in an
isolated context. Moreover, both theory and pedagogy are essential tools to help identity
and dismantle oppressive powers (Steinberg, 2001). Power is nuanced and versatile and
it becomes insidious and difficult to identify, therefore a critical theorist must be diligent
and use all available tools to identify and critique oppression (Steinberg, 2001). For
example, in public education the language of “standards” and “accountability” are being
positioned as social justice aspirations designed to “help” low-income students and
students of color. However, using critical pedagogy a critic may identify how this
rhetoric is being used to justify exploitative educational practices which benefit private
corporations, including testing companies and “non-profit” executives with growing
compensation packages.

In a recent work Giroux (2007) asserts that there exists a trilogy of powerful
forces shaping education which are at odds with libratory SJ; patriotic correctness,
consumerism, and militarization, which combine to shape the current military industrial
academic complex. Patriotic correctness is marked by unquestioned accommodation of
the federal government in higher education, and predominantly the Central Intelligence
Agency (Giroux, 2007). Changing higher education funding streams has resulted in a
shift from largely unencumbered state funding to federal government resources in the
form of directed research dollars dictating curricula and even pedagogy at odds with SJ
(Giroux, 2007). Consumerism in higher education is seen throughout the academy, and

notably in the tendency to reward university faculty and administrators for their
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fundraising aptitude and success in bridging the worlds of academe and business rather
than for their intellectual leadership or notable scholarship (Giroux, 2007). He further
argues that faculty and administrators have become, “mere adjuncts to big business”
(Giroux, 2007, p. 106). Giroux states that consumerism has dissolved any vestige of
public good in higher education and the educational system now privileges private and
corporate interests.

Finally, militarization is defined as the celebration of war and the associated
values, practices, ideologies, social relations, and cultural representations in higher
education (Giroux, 2007). Perhaps hyperbolic and intentionally fatalist as a tool to
motivate, Giroux (2007) exclaims that:

Militarization poses a serious threat to higher education, but, more important, it

poses a danger to the promise of democracy at home and abroad, and to the very

meaning of democratic politics and the sustainability of human life. (p. 81)
Giroux (2007) argues that the military is the most revered institution in the United States,
successfully focused on maintaining permanent war. “Militarization views higher
education as central to providing the identities, subject positions, knowledge, human
resources, and legitimating ideologies that place it securely within the grip of the national
security state” (Giroux, 2007, p. 209). He states that the 1960s and 1970s in the United
States were marked by a resistance to militarization of higher education which has since
faded, creating the current milieu of unquestioned perpetuation and expansion of the
military industrial academic complex at odds with SJ efforts (Giroux, 2007).

Renddn (2009) persuasively calls for a consonant pedagogy, rooted in SJ, framed

by participatory epistemology, and acted out by educational leaders engaged in ongoing
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reflexivity. Her text challenges Western values of sectarianism and calls for an infusion
of spirituality and what she calls a teaching and learning dream based on wholeness; or a
pedagogic vision (Rendon, 2009). Shahjahan, Wagner, and Wane (2009) concur with
this assertion that spirituality must be (re)centered for transformative SJ education to
occur, calling for a decolonizing pedagogy as a tool to realize this end. Though not
explicitly connected