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LAND ACKNOWLEDGEMENT

Teaching, learning, and being in community in Detroit, Michigan compels us to
acknowledge that we reside upon the Native land of the Peoria, Anishinabewaki, Potawatomi,
Ojibway, Miami, and Wyandot/Huron Peoples. Detroit lies amidst the Great Lakes waterways and
the Detroit River, which Indigenous communities name Wawaitonong, or “where the river goes
‘round” in Ojibwa (Fox and McGahey, 2019). In order to reimagine educational freedom that is
rooted in intersectional social justice, we must recommit our teaching and learning to our local
communities and shared futures (Love, 2019).

We know there are many voices, stories, and people who are erased within research,
scholarship, teaching, and learning because of settler colonialism and white supremacy (Gonzales,
2011). We also know the ongoing struggle for sovereignty and decolonization by Indigenous
peoples is intricately connected to the intersectional struggles of civil rights and social justice
movements. In turn, this land acknowledgement and the work offered within this research project
are one small effort in the process of decolonization, which must be in relation with Indigenous
peoples (Keene & Wilbur, 2019; Reese, 2019; Tuck & Yang, 2012)

Alutiiq scholar Leilana Sabzalian calls educators to develop an anticolonial curriculum for
civic education (2019). She asks educators to incorporate Indigenous knowledge and ways of being
within our teaching and learning by centering six Indigenous orientations to: place, presence,
perspectives, political nationhood, power, and partnerships. She asserts that this is a move toward
restoration, recognition, and meaningful coexistence in order to engage in decolonization within
our schools, communities, and beyond. Significantly, all of us are called to participate in such

critical and loving work as we continue collaborating for transformative social change.
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CHAPTER ONE: INTRODUCTION

These children are saying, we are here now, to be seen, for the people they already are —

already full human beings, exactly as human as their teachers, no more and no less. They

have things to learn as citizens, and as scholars, and as family members, and they will

grow and change and develop and learn. But they are already full human beings, and none

of these lessons will make them more so. They already feel and love and hurt; they already

desire to be entertained and engaged and embraced; they already insist on being taken

seriously and cared for deeply. They will not be ignored, and they will not be invisible.

(Shalaby, 2017, p. 168)

Vignette: Realizing Education as the Practice of Freedom

It was a Monday evening in November, and I sat next to Blue, Allison, and Harry at the
Arab American Museum in Dearborn, Michigan. We were attending a community potluck and
training on the sanctuary school and safe zone movement, which aims to ensure accessibility to
education for all students and, in particular, protect the holistic well-being of undocumented
students, families, and community members (Immigrants Rising & Jodaitis, 2020). The four of us
are core team members of En Los Suefos, an intergenerational grassroots community organization
advocating for immigration justice as an essential component of education justice. Blue and
Allison, along with their English Language Arts teacher, Harry, are co-leaders of En Los Suefios’
Youth Organizing Committee and are currently advocating for the adoption of sanctuary school
and safe zone policies in their school district. For Blue and Allison, the issue of immigration justice
is personal as it deeply connects to their own lived experiences within a predominantly Latinx
school community in Detroit. Being so, Blue and Allison were highly engaged during the training
— taking notes, asking questions, or elbowing one another when the content resonated.

Blue and Allison are youth organizers and they are involved in a variety of youth-centered
extracurricular and grassroots community organizations engaged in social justice causes. Harry

and I are adult allies who collaborate with young people like Blue and Allison as we work toward

humanizing spaces and liberatory practices in both schools and communities. The four of us
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believe that the everyday realities of children and young people cannot be separated from teaching
and learning within PreK-12 classrooms. Furthermore, we believe that classrooms should be
spaces in which students and teachers learn to both read the word and read the world (Freire, 1985).
Within the current socio-political context of the United States, such critical civic initiatives and
empowering learning opportunities are urgent in order to be in solidarity for transformative social
change. For these reasons, we joined intergenerational community members at the sanctuary
school and safe zone movement training in order to address the necessity of realizing education as
the practice of freedom (Freire, 1970; hooks, 1994). As a teacher educator-scholar-community
organizer, the Monday evening in November affirmed my resolute belief that partnerships with
youth organizers in PreK-12 classrooms, grassroots community organizations, and teacher
education programs are one strategy to work toward a reimaginative future.
Youth Organizers as Essential Partners in Teacher Education
So, especially for new teachers, if you’re in a setting where you are always doing the
teaching and trying to fit into a structure and a box, and you’re being taught how to put
your students in a box, that is how your teaching career is going to be. It’s really important
from the get-go to be like, “Hey! You don’t have to do that because your students are
people, too, and they can teach you and you don’t always have to do the teaching!” [Adult
ally trainings] just really breaks up that misunderstanding, the misconception that only
teachers can teach, only adults can teach. I don’t know anything about teaching school, so

I don’t know how much contact teachers in training get with students, so it’s just really

important to just bring us into their classroom, combine the elements, and just test the

waters a little bit. (Alaska, Participant Interview)

As a teacher educator-scholar-community organizer, I frequently connect the people,
places, and ecosystems of local Detroit communities, such as Blue, Allison, and En Los Suefios,
to the methods courses I instruct within my College of Education. Through community-based
learning opportunities, I invite teacher candidates (TCs) enrolled in these methods courses to foster

a sense of belonging and accountability to the students they will teach (Popielarz, In Press). For

example, my course syllabi implement place-conscious readings, media, news articles and podcast
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episodes, in addition to asset-based community-engaged projects. Significantly, my relationships
with community members informs the development of community-based pedagogical and
curricular practices within these methods courses. In turn, I frequently collaborate with community
partners by having guest speakers in the methods courses or by visiting local community sites.

By grounding my practice as a teacher educator and scholar within the voices and lived
experiences of local communities, I encourage TCs to see local people, places, and ecosystems as
essential partners for classroom teaching and learning. Furthermore, such community-based
learning opportunities in teacher education aims to disrupt harmful and oppressive practices within
PreK-12 classrooms as TCs come to identify with the inherent strength and knowledge of children,
young people, and local communities (Popielarz & Monreal, 2019). Significantly, this invokes the
critical and reflexive process of praxis (Freire, 1970) — reflection and dialogue for transformative
action — in order to continue the development of community-based teacher education and respond
to the multiplicity of local communities with each passing semester. For these reasons, I desired
to conduct a critical qualitative action research project of a social studies methods course I instruct
in order to learn more about the ways in which community partners and TCs experience
community-based learning opportunities within teacher education.

Due to my role as an adult ally within youth-centered and intergenerational grassroots
community organizing spaces, I utilized the relationships I have with youth organizers and their
adult allies to curate a community-based social studies methods course in the spring/summer
semester of 2019. In addition, the youth organizers facilitated two distinct adult ally trainings for
TCs enrolled in the social studies methods course. The primary purpose of these place-conscious
and relational learning experiences of the course was to enhance TCs understanding of community-

based pedagogy, while also supporting youth organizers in their social justice work within local
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schools and communities. Furthermore, by (re)centering the voices and lived experiences of young
people within the design and implementation of the social studies methods course, TCs had the
opportunity to reimagine the classroom as a space to realize transformative social change. Through
the generative findings of this action research project, my belief in the power of youth organizers
as essential partners in community-based teacher education has been strengthened and affirmed.
However, I have also come to understand the possibilities, contradictions, and limitations of such
partnerships, which I will analyze and discuss at length in subsequent chapters. Thus, the
implications of this action research project are significant for teacher educators, colleges of
education, and grassroots community organizations seeking to foster community-based
pedagogical and curricular practices.
Community-Based Teacher Education

Today, many teacher education programs are implementing community-based pedagogies
that provide TCs the opportunity to learn from and within the communities they will teach.
Community-based teacher education requires TCs to see learners in their classrooms as assets,
which aims to cultivate inclusive and affirming learning environments (Guillen & Zeichner, 2018;
Lee, 2010; Noel, 2016; Seidl, 2007). Furthermore, these transformative practices assert the
inherent strengths and knowledge of the local community within teacher education (Hallman, 2012;
Lee, 2018; Seidl & Friend, 2002; Zeichner, Bowman, Guillen, & Napolitan, 2016). In turn, teacher
education programs become a tool to dismantle and transform an education system that often
perpetuates oppressive and exclusionary practices (Haddix, 2015; Matias, 2013; Picower, 2009;
Solomon, Portelli, Daniel, & Campbell, 2005). Such teaching and (re)learning practices aim to

disrupt racist, sexist, and classist systems of oppression that are often (re)produced within many
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PreK-12 and teacher education classrooms in order to work toward education as the practice of
freedom.

Within community-based teacher education, traditional academic hierarchies of knowledge
are challenged in order to include and place value upon local communities (Guillen & Zeichner,
2018; Zygmunt & Clark, 2016). Significantly, community-based teacher education (re)centers the
knowledge, literacies, and cultural heritage of multicultural and multilingual students within
dynamic learning environments (Noel, 2013; Zygmunt, Cipollone, Tancock, Clausen, Clark, &
Mucherah, 2018). The place-conscious and student-centered practice of community-based teacher
education situates the holistic identity of young people in order to support TCs in their
understanding of culturally sustaining pedagogies within education (Paris, 2012). In turn, many
teacher education programs engage in this invigorating practice by developing relationships and
partnering with local communities for the benefit of children and young people in school
(Lowenstein, Voelker, Sylvester, Roundrtree, Harris, Segrist, & Nielson, 2018). As a result, TCs
may develop the capacity to be critically conscious educators whose pedagogy and curriculum is
grounded in the people, places, and environment of their students (Murrell, 2001; Smolkin & Suina,
1999).

Fueled by people-power, self-determination, and sovereignty, Black, Indigenous, and
communities of color have often mobilized through community-based teaching and learning
strategies in order to organize for collective liberation. It is significant to note that community-
based pedagogy is not new and has been at the center of Indigenous communities for millennia
and into the present day (Tuck & Yang, 2012; Tuhiwai-Smith, 2012). Furthermore, community-
based pedagogy has roots in global social and civil rights movements such as the Black Freedom

Movement (Ransby, 2003), the Chicano/a Movement (Delgado Bernal, 1998; Zapata, 2016), the

www.manaraa.com



Anti-Apartheid Movement (Dalai Lama, Tutu, & Abrams, 2016), the Liberation Theology
Movement (Gutiérrez, 1973), the American Indian Movement (Dunbar-Ortiz, 2014), and the
Committee for Peasant Unity movement (Menchi, 1984) of the 19" and 20" centuries.
Furthermore, the tradition of community-based practices can be seen in modern intersectional
social justice movements such as Movimiento Cosecha!, Black Lives Matter?, and the protectors
of Mauna Kea®. Importantly, these movements have been effective and sustainable because the
practice of community-based pedagogy is fundamentally youth-centered and intergenerational in
order to foster collaboration.

(Re)centering the Voices and Lived Experiences of Youth Organizers within

Community-Based Teacher Education

While I will discuss grassroots communities, community organizing, and youth organizers
in depth within chapter two, I will pause here to provide a brief explanation of each term. I define
grassroots community as a movement of people and organizations who address local, regional,
national, and or/international social justice issues that most directly impact community members
through egalitarian dialogue, decision-making, and action. In turn, grassroots community
organizing brings together grassroots community members in collaborative campaigns,
movements, and strategies to draw public attention to specific social justice issues. The work of
the Student Nonviolent Coordinating Committee (SNCC) during the Black Freedom Movement
(Ransby, 2003) and of the present-day Black Lives Matter at School movement (Watson, Hagopian,
& Au, 2018) are examples of both grassroots communities and community organizing for

intersectional social justice. At the center of SNCC and Black Lives Matter at School were/are

! Movimiento Cosecha. (n.d.). Retrieved on February 2, 2020 from https://www.lahuelga.com
2 Black Lives Matter. (n.d.). Retrieved on February 2, 2020 from https:/blacklivesmatter.com
3 Protect Mauna Kea. (n.d.). Retrieved.on February 2, 2020 from https://www.protectmaunakea.net
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youth organizers who address national and international social justice issues at local and regional
levels through the principles of participatory democracy. For the purposes of this research project,
youth organizers are young people, typically teenagers and young adults within the ages of 14-19,
who engage in grassroots community organizing efforts. In turn, adults who are involved within
grassroots communities alongside young people are adult allies in community-based pedagogical
practices.

As evidenced by the organizations and movements previously mentioned, there has been a
(re)emergence of youth-led grassroots organizations who enact and model community-based
pedagogy for transformative social change. In particular relevance to my work, many young people
in Detroit, Michigan are actively engaged youth organizers as they intersect a variety of urgent
social justice issues within education justice for transformative social change in their schools and
communities. While community-based teacher education frequently partners with adult-led and
adult-centered community and grassroots organizations, the literature reflects the limited
collaboration between youth-led grassroots organizations and teacher education programs. In
particular, the centering of youth voices is often inadequate within the literature of community-
based teacher education (Lyiscott, Limarys, & Morrell, 2018; Rosen, 2019). This has critical
implications for teacher education programs if TCs are to be supported in becoming critically
conscious classroom teachers. In turn, this research project (re)centers the voices and perspectives
of young people who are both students and youth organizers in Detroit. To this end, the research
project will acknowledge and challenge the existing barriers between students and teachers, young
people and adults, and teacher education programs and local communities in efforts to disrupt

systemic oppressions.
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In particular, this research project will bring together youth organizers, classroom teachers,
TCs, teacher educators, and community educators in order to explicitly connect youth-led
grassroots organizations to the PreK-12 and teacher education classrooms. Through active
dialogue, reflection, and practice, the reciprocal collaboration at the center of this research project
will aim to cultivate egalitarian learning opportunities for intersectional social justice in our
schools and communities. Moreover, this research project is informed by and advocates for
community that is radical, democratic, loving, feminist, and participatory in order to push forward
individual, relational, community, and societal growth. In turn, the findings and subsequent
implications from this research project demonstrate the possibilities, contradictions, and
limitations of youth organizers, in collaboration with their adult allies, as essential partners in
teacher education.

Objectives

The primary purpose of this research project is to analyze the use of community-based
pedagogy within a social studies methods course informed by youth organizers and adult allies
from two youth-centered grassroots community organizations in Detroit. Through a critical
qualitative action research project, I discuss and analyze the process of designing and
implementing learning experiences within a teacher education course alongside youth organizers
and their adult allies who are active social change agents within the classroom and their local
Detroit communities. Thus, this research project shares in the anticipated joys and challenges of
curating a place-conscious and student-centered community-based pedagogy in collaboration with
intergenerational community members. The findings of this research project are applicable for

those engaged in liberatory education practices throughout PreK-12 classrooms, teacher education
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programs, and grassroots community spaces. In this way, the intention at the core of this research
project is to reimagine the possibilities of education that are not yet but could be.

Pointedly, this research project (re)centers the voices and lived experiences of youth
organizers who are instrumental in the design and implementation of community-based pedagogy
within a social studies methods course. As a result, the research project documents and shares the
perceptions of young people and their adult allies as they collaborate with myself, a teacher
educator-scholar-community organizer, in the preparation of TCs. In turn, the methodology of
action research is useful in understanding the possibilities, contradictions, and limitations of a
community-based pedagogy within the PreK-12 classroom and teacher education (Cammarota &
Fine, 2008; Mclntyre, 2010; Weis & Fine, 2004). Additionally, the research project discusses the
successes and struggles of raising the critical consciousness of TCs through various community-
engaged learning opportunities, such as attending adult ally trainings facilitated by the youth
organizers. Through this approach, I aim to compassionately assert the voices of those who matter
most in the reimagination of teacher education — young people and adult allies living for change,
as movement activist Grace Lee Boggs (1998) would say, within the local grassroots community.

A secondary aim of this action research project is to participate in the process of praxis,
which brings individuals and communities together in generative dialogue for critical reflection
and transformative action (Freire, 1974). Action research has the potential to be a resourceful and
dynamic methodology in order to engage researchers and participants in the process of praxis.
Through action research, I analyze the intricate process of utilizing a community-based pedagogy
within the realities of teacher education programs and PreK-12 classrooms. In turn, I employ action
research to engage in dialogic reflection with myself and participants in order to examine the

tensions of community-based pedagogy within the reimagination of the classroom as a space to
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realize social change. The action research project is informed by participatory and community-
based methods in order for participants, particularly the youth organizers and adult allies, to utilize
knowledge and gain resources for their current social justice initiatives within schools and
communities (Paris & Winn, 2014; Tuck & Mckenzie, 2015; Tuhiwai-Smith, 2012). Thus, the
findings and implications of this action research project aim to be relevant and empowering well
after the collection of data sources and well beyond the scope of this specific research project
(Bang, Faber, Gurneau, Marin, & Soto, 2015).

The third intention of this research project is to examine the process of TCs becoming
critically conscious social studies educators due to further connections within the local
communities of students they will teach. By experiencing a community-based social studies
methods course, TCs may develop the interest and capacity to teach in similar ways in their own
future classrooms. The research project is purposefully situated within a social studies methods
course in order to provoke the revitalization of an often standardized, homogenized, whitewashed,
and, unfortunately, detested and marginalized subject matter (Bigelow, 1999; Monreal, 2019). By
taking a community-based pedagogical approach to a social studies methods course, this research
project intends to advocate for the social studies as a critical civic initiative, which informs and
encourages students, teachers, and community members to engage in pertinent issues of social
justice that intersect with education (Love, 2019; Popielarz, 2020; Ransby, 2003; Rodriguez, 2018;
Sabzalian, 2019; Wade, 2001). As a former secondary classroom teacher and current teacher
educator, I view the social studies as an interdisciplinary anchor to pursue education as the practice
of freedom. Gloria Ladson-Billings (2001) expounds:

It is time to think about ways that teacher preparation can become more responsive to the

desires of preservice (and inservice) teachers to become more effective pedagogues with

students who, heretofore, have not benefitted from schooling. If social studies is to realize
its true mission — to prepare students to be active, responsible participants in a democratic
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and multicultural society — then social studies teachers will need to develop more culturally
relevant teaching approaches. (p. 213)

Within this framework, this action project suggests ways in which the social studies may reemerge
as an essential foundation for teachers and learners to cultivate a critical consciousness that is
necessary for participatory, democratic, and community-centered education (Ladson-Billings,
2001).

Generatively and perhaps most significantly, the findings of this research project provide
implications for teacher education programs that are in the process of developing courses and field
experiences in partnership with local communities and PreK-12 classrooms. Purposefully, this
research project asserts that transformative practices within teacher education cannot be done
unless in direct collaboration with local communities. If teacher education programs are to
participate in the struggle for education justice, they must work in tandem with grassroots
communities and, in particular, youth organizers and their adult allies. We know that children and
young people, particularly Black, Indigenous, and students of color, are facing an onslaught of
harmful and oppressive practices that dehumanize their very being within schools and
communities (Southern Poverty Law Center, 2019). Thus, a central claim I build upon is that
community-based pedagogy refuses this dehumanization and asserts that young people are already
fully human, filled with community knowledge, cultural heritage, and dynamic identities. In turn,
community-based pedagogy calls upon adult allies — classroom teachers, teacher educators,
community leaders, elders, etc. — to bear witness to the beauty and resolve that is inherently deep
within children and young people in order to work together for transformative social change.

With this in mind, the research project reimagines teacher education by acknowledging and
disrupting the barriers between methods courses, classroom teaching, and youth-centered

grassroots communities through the use of community-based pedagogy. In order to analyze these
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objectives and the possibilities of youth organizers as essential partners in teacher education, the
research project will inquire upon the following questions:

1. What implications does community-based pedagogy have for those of us who educate
teacher candidates?

2. How does community-based pedagogy enhance or compromise the reimagination of the
classroom as a space for young people and educators to collaborate for transformative
social change?

3. In what ways does the praxis of action research engage the complexities of community-
based pedagogy within the realities of PreK-12 classrooms and teacher education?

From Schooling to Education: Radical Possibilities for Transformative Social Change
The system of schooling in the United States continues to (re)produce racist, classist, and

sexist systems of oppression in which the country itself was founded upon (Ladson-Billings, 2006;
McCarty, 2018; Rios, 2008). Much like the youth organizers at the forefront of this action research
project, many Black, Indigenous, and students of color seek out ways to “learn despite school, not
because of it” (Love, 2019, p. 52). For these reasons, I will pause here to explicate how I
distinguish the meaning of schooling and education throughout this action research project.
Schooling often enforces compliance, standardization, individualism, and behavioral expectations,
which can be seen through the perpetuation of white supremacy in the pedagogy and curriculum
of many PreK-12 classrooms (Stovall, 2020). For example, the hidden curriculum — “the norms
and values that are implicitly, but effectively taught in schools and that are not usually talked about
in teachers’ statements of end or goals” (Apple, 2004, p. 78) — often presents a biased view of the
world through the white, Eurocentric, patriarchal, and heteronormative gaze (Morrison, 2019; Zinn,

2005). Education, on the contrary, is the antidote to schooling as it fosters critical inquiry,
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collaboration, creativity, and democracy for radical social change. In turn, the practice and act of
education is often suppressed through the perpetuation of harmful and oppressive systems of PreK-
12 schooling in the United States (Stovall, 2020).

To elucidate, Carter G. Woodson addressed the white, dominant narrative of traditional
schooling curriculum by creating the Journal of Negro History and establishing Black History
Week in order to disrupt the miseducation of Black and African American students and teachers
in the early 1900s (Brown & Au, 2014). Woodson’s legacy can be seen in the previously mentioned
Black Lives Matter at School Week of Action, which is grounded in the 13 principles of the Black
Lives Matter movement (2020). Black Lives Matter at School facilitates a week of action during
Black History Month in order to “demand an end to zero tolerance, mandate Black history and
ethnic studies, hire more Black teachers, and fund counselors not cops” (2020). The ongoing
efforts by the intergenerational Black Lives Matter at School organization demonstrates
possibilities for social change yet recognizes the ongoing struggle to reconceptualize education as
the practice of freedom.

Today, the schooling of PreK-12 students can be seen through the ways in which public
education is utilized by corporate business owners and venture philanthropists to profit and shape
the career trajectories and civic consciousness of young people (Apple, 1995; Au, 2009). In
addition, classrooms are frequently spaces in which scripted curriculum ensures what students will
learn in an era of continued high stakes testing and discredited notions of teacher accountability
(Apple, 1993). Furthermore, schools are sites of gender, racial, and religious oppression, well
documented in studies pertaining to the school to prison nexus (Stovall, 2016) and school to
deportation pipeline (Dillard, 2018). It is evident that the United States schooling system further

marginalizes many students whose identities do not fit within the dominant and canonical mold of
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whiteness (Ladson-Billings, 2017; Paris, 2012). In this context, marginalized students in school
continuously experience what Bettina Love (2019) names “spirit murdering”, which places
children and young people in continuous survival mode as their humanity is suppressed through
the perpetuation of the “educational survival complex”.

Moreover, public education is a contested space within the “renewal” of many urban cities
(Lipman, 2011; Soja, 2010). While the schooling system at large is rooted in racist and oppressive
structures, many Black, Indigenous, and communities of color have cultivated neighborhood
public schools that are student-centered, place-conscious, and democratic (Journey For Justice
Alliance, 2014). Historically, such culturally sustaining and revitalizing public school
communities have been part of larger civil rights struggles and freedom movements throughout
the United States (Griffith & Freedman, 2019). Today, numerous urban school districts, such as
those in Chicago, Detroit, and New Orleans, have seen the use of privatization to weaponize and
eradicate public education (Ewing, 2018). In turn, many Black, Indigenous, and communities of
color have mobilized to resist neoliberal and neoconservative education reform policies such as
No Child Left Behind, Race To The Top, and the Every Student Succeeds Act, which continuously
interact with and sustain renewal processes to close and/or privatize community schools (Buras,
2013; Journey For Justice Alliance, 2014).

Thus, while the pressure of grassroots community mobilization frequently disrupts harmful
policies perpetuated upon children and young people, hundreds of public schools throughout the
United States have been closed, demolished, or turned into for-profit charter schools (Journey For
Justice Alliance, 2014). Through such systemically racist practices, the landscape of urban cities
shifts and the closure of a public-school ushers in the displacement of entire historical

neighborhoods as demolition companies prepare for “revitalization” projects. In this process, long-
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lasting communities are dismantled, and students are left without their neighborhood school.
Oftentimes, children and young people carry the weight of such upheaval as their standardized test
scores or the lack of perceived leadership skills by democratically elected officials are often cited
as rationale for school closures. This method of erasure throughout the United States, most notably
in urban city-centers with predominantly Black, Indigenous, and residents of color, personifies the
spirit murdering of children and young people both in their classrooms and neighborhoods (Love,
2019). Shamefully, the democratic commitment of student-centered and place-conscious local
public schools continues to be dismantled in the name of “progress” and corporate profit (Ewing,
2018).

Within the classroom, curriculum and pedagogy are often spaces of conflict, much like the
future of neighborhood public schools. For example, in 2018, there was a fervent public uproar
over proposed changes to the K-12 social studies standards in Michigan (French, 2018). The
Michigan Department of Education established a bipartisan committee to revise the social studies
state standards implemented in 2007. However, in the spring of 2018, former Senator Patrick
Colbeck challenged the proposed K-12 social studies standards and catalyzed further revisions,
which stripped the Michigan social studies standards of sociocultural content that he deemed
political. As a result, Colbeck’s proposed revisions to the standards emphasized a Eurocentric,
Christian, and patriarchal perspective by removing content such as “common good”, “diversity”,
“justice”, “climate change”, and the “National Association for the Advancement of Colored
People”. In addition, Colbeck eliminated “core democratic values” and “democratic” from the
social studies standards in order to be “politically neutral” (French & VanHulle, 2018). Due to

community mobilization, the Michigan Department of Education refuted Colbeck’s revisions and
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successfully approved updated K-12 social studies standards with the support of public comment
and community involvement in the following year (French, 2019).

Notably, Colbeck’s desire to cultivate a state standardized curriculum for the social studies
runs parallel to the developing critical consciousness and organizing of young people in the current
times. Often overlooked and suppressed by elected officials, policy makers, and education
reformers, young people are actively galvanizing their communities for social change. In many
instances, youth-centered, youth-led, and/or intergenerational grassroots community groups are
often at the helm of current transformative social and civil rights movements. Black Youth Project?,
International Indigenous Youth Council®, March For Our Lives®, United We Dream’, Muslim Girls
Making Change®, and the Global Climate Strike” are all prominent testaments to the power of
collective youth organizing and critical civic initiatives. In juxtaposition, Colbeck’s attempted
revisions of the social studies state standards personify the hold that many conservative lawmakers
and neoliberal policy reformers have on, what will become, scripted curriculum and high stakes
standardized tests within the PreK-12 schooling system (Au, 2013). The agency and resistance to
Colbeck’s proposed revisions demonstrated by Michigan constituents relates to current social and
civil rights movements as young people and intergenerational community members engage in
critical civic initiatives for social justice within schools and communities (Au, 2016).

Much like in Michigan, the state of public education is often front-page news and a trending
topic on social media throughout the country. We hear of low performance on standardized tests,

chronic absenteeism, and teacher shortages through blaring headlines and primetime news

4 Black Youth Project. (n.d.). Retrieved on December 12, 2019, from http://blackyouthproject.com

> International Indigenous Youth Council. (n.d.). Retrieved on December 12, 2019, from https://indigenousyouth.org

¢ March For Our Lives. (n.d.). Retrieved on December 12, 2019, from https://marchforourlives.com

7 United We Dream. (n.d.). Retrieved on December 12, 2019, from https://unitedwedream.org

8 Muslim Girls Making Change. (n.d.). Retrieved on December 12, 2019, from https:/muslimgirlsmakingchange.weebly.com
° Global Climate Strike. (n.d.)..Retrieved.on December 12, 2019, from https:/globalclimatestrike.net
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(Goldstein, 2011). Unfortunately, the blame for these “failures” are often placed upon students,
teachers, and community members rather than efforts being taken to understand the root of political
and socioeconomic forces that perpetuate systemic oppression within public education (Anyon,
2014). Nevertheless, young people, teachers, and community members continue to resist. For
example, intergenerational Detroit community members are currently supporting a civil rights
lawsuit, Gary B. v. Snyder, that aims to “vindicate the right of all students to access to literacy, no
matter their zip code.”!? This federal case has monumental implications for the human right to
literacy in the United States and it demonstrates the empowerment of intergenerational and
community-based collaboration. Furthermore, the community mobilization behind the lawsuit
asserts a critical counter narrative to the stories often told about “failing” public schools in
predominantly low-income Black, Indigenous, and communities of color.

Recent scholarship has solidified that we are perpetuating harm and violence if our
education practices are not working toward freedom through intersectional social justice (Love,
2019; Shalaby, 2017). Love (2019) elucidates:

Educational justice can happen only through a simultaneous fight for economic justice,

racial justice, housing justice, environmental justice, religious justice, queer justice, trans

justice, citizenship justice, and disability justice ... We must demand the impossible and
employ a radical imagination focused on intersectional justice through community building

and grassroots organizing. (p. 12)

Through this vision, we find ourselves with a profound opportunity to reimagine education as a
critical civic initiative for transformative social change. More specifically, by being firmly rooted
in the strengths and assets of students and grassroots communities, we may work toward education

as the practice of freedom. Within this process, community-based pedagogy becomes a method

and strategy to (re)center young people and local grassroots communities within teaching and

'% Busch, J..(2016). Right to literacy: Detroit. Retrieved on December 12, 2019, from https:/www.detroit-accesstoliteracy.org
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learning. Such efforts refuse corporate robber barons and venture philanthropists who aim to
control public education for profit. In addition, schools and communities reject the erasure of Black,
Indigenous, and people of color in order challenge city “renewal” plans that wreak havoc upon the
sustainable health and well-being of urban communities. Moreover, students and teachers join in
solidarity in order to disrupt the ways in which racist, classist, and sexist systems of oppression
harm children and young people within PreK-12 classrooms. To this end, youth-centered, youth-
led, and intergenerational social change movements become prominent examples to realize radical
possibilities in education and beyond (Anyon, 2014).
Grassroots Community Organizations and Teacher Education in Collaboration

At a local level here in Detroit, Michigan, there exists an ecosystem of grassroots
community organizing groups that thrive due to their interconnectedness (Kutil, 2018). For
centuries, Detroit has been the foundation of incomparable social change and civil rights
movements. Detroit is where enslaved Africans and Indigenous peoples fought for freedom amidst
the colonial occupancy of the French, British, and then United States governments (Miles, 2017).
Detroit is where students from Northern High School led a mass walkout and established a freedom
school in 1966 as a method to resist inequitable school conditions due to systemic racism and
school segregation (Gross, 2017). Detroit is where the Malcolm X Society and the Group on
Advanced Leadership convened in 1968 for the Black Government Conference at the Shrine of
the Black Madonna church in order to draft a declaration of independence on behalf of the African
Diaspora in the United States (Berger, 2009). Detroit is where Jimmy and Grace Lee Boggs rooted
themselves to work collectively in the Black Power Movement and Labor Rights Movement of the
20" century (Boggs, 1998). Detroit is where educators, students, parents, and community members

have been mobilizing for decades to achieve equitable, student-centered, and community-
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controlled schools (Suarez, 2018). Throughout the years, these civil rights and social movements
have existed in coalition with one another, recognizing that issues of social justice are inextricably
linked if communities are to achieve more radical, democratic, loving, feminist, and participatory
futures.
It is within this context that I locate two distinct youth-centered grassroots organizations —
Youth Liberation Army and En Los Suefios — that are equally living for change within their Detroit
schools and communities. Together, the youth organizers and adult allies of these organizations
are actively involved in the ecosystem that is the grassroots community in efforts to achieve
intersectional social justice in Detroit and beyond. Both Youth Liberation Army and En Los
Suefios provide insight, practices, and community knowledge for transformative PreK-12
education and teacher education programs. I will introduce them here and in depth within chapter
three in order to introduce why I actively collaborate with both youth-centered grassroots
organizations in the preparation of TCs in Detroit.
Youth Liberation Army
Youth Liberation Army has continued to build into this school year. They are hosting
movie nights, they are actively participating in and co-leading community events, such as
the Climate Strike in September 2019, and they are facilitating school tours in order to
recruit new members. In October 2019, Youth Liberation Army was invited to meet with
Senator Bernie Sanders through their connection with Congresswoman Rashida Tlaib.
Wearing their group t-shirts, Tia and Alaska were able to share in their work around
educational justice and water justice within the City of Detroit. I was recently invited by
Youth Liberation Army to be a member of their adult ally advisory board. I am really eager
for this opportunity because it will provide me an additional outlet to support and
collaborate with Youth Liberation Army. (Personal Reflective Journal, October 2019)
Youth Liberation Army is a grassroots community organization established, run by, and
for marginalized youth in Metro Detroit. The organization was founded in the spring of 2018 when

it grew organically out of the Detroit branch of March For Our Lives. Youth Liberation Army is a

multi-racial and socio-economically diverse group of youth organizers who develop campaigns
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and mobilize direct action in order to address the issues that most concern young people. Notably,
the grassroots organization brings together young people from suburban, rural, and urban
communities in Southeast Michigan in order to foster a far-reaching coalition of youth organizers.
Since 2018, Youth Liberation Army has hosted a youth summit on the intersectionality of guns
and violence, led a student strike on count day to protest inadequate and inequitable school
conditions, and coordinated a water testing research project to advocate for water justice.

As Youth Liberation Army continues to evolve, they have come to identify as a school
abolition organization. Grounded in the frameworks of Angela Davis, Grace Lee Boggs, David
Stovall, Bettina Love, and adrienne maree brown, the grassroots organization advocates for youth
liberation and the abolishment of the oppressive schooling system. Youth Liberation Army fosters
school abolition through Emergent Pedagogy, which demands education that is rooted in: (1)
consent/pleasure/curiosity, (2) non-compliance, (3) centering marginalized voices, (4) non-
hierarchical relations, and (5) dynamic opportunities for everyone (Cuneo, Forthcoming). In the
summer of 2019, the youth-led grassroots organization presented the praxis of Emergent Pedagogy
at the national and liberatory Free Minds Free People Conference. In a classroom with standing
room only, organizers from Youth Liberation Army discussed what school abolition looks like and
where they believe school abolition will take their work moving forward.

En Los Suefios

I have continued collaborating with Harry, Allison, and Blue on developing the mission

and vision of En Los Suefios with our comrades on the core team. We are engaged in the

process of praxis in order to be sure that we are being intentional and thoughtful in our
strategic planning for the growth and future of En Los Suefios. One key component that

Harry and I are focusing upon is the delicate balance of being co-conspirators with youth

organizers. How can we be supportive and affirming advocates, while also being teachers

and learners? This is something that we are learning through the work of En Los Suefios,
especially as we collaborate with Allison and Blue in the development of our Community

Action Research and Youth Organizing Committees. (Personal Reflective Journal,
July 2019)
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En Los Suefos is a coalition of students, educators, families, and community members who
advocate and organize for immigration justice as a direct component of education justice. In the
fall of 2017, the idea for En Los Suefios was born through an e-mail thread between classroom
teachers concerned about the detrimental impact of the Trump presidential administration upon
immigrant, refugee, and undocumented students and families. In order to bring together students,
educators, families, and community members into the conversation, En Los Suefos facilitated
teach-ins on immigration justice within education and attended marches and rallies in support of
immigration justice throughout the spring and summer of 2018. Recognizing the urgency of their
work, En Los Suefios began hosting monthly potlucks at local community sites during the 2018-
2019 school year in order to build relationships, facilitate trainings, and engage intergenerational
stakeholders in the work of immigration justice.

Through generative strategic planning, En Los Suefos continues to build upon its original
mission through the establishment of the School Culture, Youth Organizing, and Community
Action Research Committees. In the 2019-2020 school year, the School Culture Committee is
supporting classroom teachers in the development of culturally relevant curriculum for immigrant,
undocumented, and refugee students. In addition, the Youth Organizing Committee is
collaborating with the Community Action Research Committee in order to develop a youth-
centered campaign advocating for sanctuary school districts in Detroit. Significantly, the various
initiatives of En Los Suefios’ committees aim to bring together young people and their adult allies
for more inclusive, humanizing, and loving schools and communities. Such intergenerational
collaboration is at the foundation of En Los Suefios and has garnered the support of immigration
justice organizations, elected officials, teachers’ unions, and families throughout Detroit and the

state of Michigan.
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My Own Positionality

During our small group discussion, I had teacher candidates debrief about their visit with
youth organizers from Youth Liberation Army. As I walked around the room, I heard that
my students were inspired and impressed by the work of the youth organizers. They were
also making direct connections to community-based and culturally sustaining pedagogies
for teaching and learning in the social studies. However, some of the students were
struggling with Youth Liberation Army’s push back on harmful adults and teachers,
especially White adults and teachers. Some students questioned if Youth Liberation Army
was missing ways to collaborate with adults and teachers by their approach. They also
questioned if they could take the learning experience from Youth Liberation Army and
apply that specifically to the elementary classroom. These questions mirror my own and
they are also questions that I am puzzling through in my work with youth organizers from
Youth Liberation Army and En Los Suefios. I expressed the messiness and complicated
process of collaborating with young people in order to challenge existing oppressive
structures. I encouraged my teacher candidates to focus upon what the youth organizers
were expressing at the core and where that may be coming from. More specifically, I
prompted my teacher candidates to hear the message of love, collaboration, and partnership
behind the work of Youth Liberation Army as they work to disrupt the pain and harm that
has been perpetuated upon them by adults and teachers in the past and present. In this
moment, [ was grateful for the work of Carla Shalaby because Troublemakers: Lessons in
Freedom From Young Children in School (2017) provided me the language I so desperately
needed in supporting my teacher candidates. This also deeply connected to the work of
Bettina Love on abolitionist teaching in We Want To Do More Than Survive: Abolitionist
Teaching and the Pursuit of Educational Freedom (2019), which also provided me the
language 1 needed to reflect with teacher candidates. We are all uncomfortable and
struggling together as we reimagine an education system that we have yet to experience
and see. (Personal Field Journal, June 2019)

There is a sense of great urgency in the transformative preparation of critically conscious
and socio-culturally aware educators within the current era of public education. 51% of today’s
PreK-12 students in the United States are non-white, while nearly 80% of today’s classroom
teachers are white (Geiger, 2018). Frequently, classroom teachers in the United States do not
represent or come from the same communities as the students that they teach (Banks, Cochran-
Smith, Moll, Richert, Zeichner, LePage, Darling-Hammond, & Dufty, 2005; Sleeter, 2008; Staples,
2010). In Michigan, an overwhelming 91% of the teaching force is white (Stackhouse, 2018),
while schools in Detroit specifically are comprised of predominantly African American students

(Michigan Department of Education, 2018). Significantly, today’s problematic and
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disproportionate teaching force represents my own identity, along with many of the TCs in my
College of Education, and this is where I locate myself — a white female teacher educator-scholar-
community organizer — within the research project.

I grew up in Grand Rapids on the west side of Michigan. My friends and I jokingly called
our hometown “The Bubble”, somewhat aware that we were living a privileged existence that we
did not have the knowledge or capability to explain at the time. My hometown is not diverse by
any means and it thrives upon the foundations of the individualistic American Dream. After all,
my side of the mitten state is the birthplace of Betsy DeVos’ theocratic and libertarian
epistemology. It was not until my undergraduate and teacher preparation courses at Michigan State
University that I began to understand white privilege and systemic oppression. I went through the
usual emotions of white fragility (DiAngelo, 2011) before I began to see the ways in which race,
class, and gender intersected with great impact in our world and, more specifically, the education
system. My year-long student teaching internship allowed me to see the pervasiveness of whiteness
and how education may enforce or dismantle such a supremacist system. Still, it took the death of
an unarmed teenage Black boy for me to truly begin the development of my critical consciousness
necessary for teaching and learning.

Trayvon Martin’s murder on February 26, 2012 altered the course of my life. At the time,
I was teaching social studies at a PreK-8 Catholic school in a predominantly white and affluent
suburb of Metro Detroit. Current events were a focal point of our curriculum in order for my middle
school students to connect their world to our subject matter. Being so, my students raised questions
about Trayvon and his murder. They wondered about why he was killed, they were critical about
how Trayvon was perceived in the media, and they even questioned racially biased comments

about Trayvon coming from adults in their own lives. It was during this period of questions with
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my inquisitive students that my curriculum began to slowly shift, and my vocational path followed
after.

In the following school year, [ was teaching at a Detroit charter school. My students were
100% Black and my school serviced nearly 100% of the student body with Free and Reduced
Lunch. Compared to the privilege I experienced in my previous teaching position, I was aghast at
the classroom sizes, lack of resources, and asinine requirements of the board of directors at my
new school. During the first months in my new position, I felt myself floundering and ill prepared
to teach my new students. I knew in my mind and heart that I was struggling to connect with my
students because I was not centering their identities, strengths, interests, knowledge, and
communities to the social studies curriculum. Previously, this connection had come easy to me as
a white female teacher with predominantly white students. Yet, in my new environment, I was
faced with the reckoning that I did not know culturally relevant, or even culturally sustaining,
teaching for classrooms that were comprised of all Black ninth-grade students.

During that school year, I was fortunate enough to be earning my Master of Arts in
Teaching and Curriculum with a focus on Socio-Cultural Perspectives in Teaching and Learning
at Michigan State University. Unlike my teacher preparation courses, I was direct in my purpose
with earning my masters. I desired to know how social, cultural, and historical factors
interconnected within the education system. With this focus, my master’s courses helped me to
see the world more clearly. Coupled with teaching social studies in Detroit, my students and my
master’s program encouraged me to develop what Paulo Freire calls conscientiza¢do, which
“refers to learning to perceive social, political, and economic contradictions, and to take action
against the oppressive elements of reality” (Freire, 2000). It was during this moment in time that [

learned education is not neutral and it holds the power to either suppress or liberate both educators
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and learners. This encouraged me to critically think and engage in collaborative learning with my
students, which influenced how, what, and why I taught. Through student-centered and place-
conscious learning experiences, I began to fumble my way through the understanding and
development of a culturally relevant teaching praxis.
Learning to Fly

It took teaching adult women at a Detroit-based adult education organization for me to
conceptualize and actualize community-based pedagogy. At this organization, I taught social
studies for intergenerational and multicultural women who were earning their GED. I also worked
as an education technology consultant and social studies curriculum developer while at the adult
education organization. It was my adult female students who taught me that we are all
interconnected and that I am nothing without community. Ranging in age from nineteen to fifty-
seven, | taught students from all over the world - Yemen, Cameroon, Algeria, Jordan, Venezuela,
Egypt, and Mexico — as well as those who were born and raised in Detroit. My students were single
mothers working endless hours, matriarchs and caretakers of their families, first generation
immigrants or refugees, or even push outs who had previously been abandoned by the schooling
system. Although vastly different human beings, my students and I co-created a loving, caring,
and nurturing community of learners. It was at this adult education organization that I learned how
to cultivate a purposeful, responsive, and accommodating curriculum that supported my students
to succeed. While a complicated, assimilative, and standardized process, my students passed the
social studies GED tests at skyrocketing rates. They evidenced the power of a relevant curriculum
and empowering pedagogy. Most importantly, it was my adult female students that encouraged
me to apply for and begin my PhD program, which is why this action research project and all future

work is dedicated to them.
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As noted in the dedication and within this chapter, my time as an adult educator greatly
influenced my path forward as a teacher educator-scholar-community organizer. Being so, I will
take a moment to particularly elaborate upon the ways I grew as a critically conscious and anti-
racist educator while teaching adult female students who were earning their GED. While teaching
at the adult education organization in Detroit, I had space to grapple with my responsibility as a
white female working toward intersectional social justice in collaboration with my students, almost
all of whom were Black, Indigenous, and women of color. In addition, I was often the same age
as or younger than many of my students at the adult education organization, which introduced me
to the complexities of cultivating egalitarian learning communities with students from a variety of
racial, socio-economic, and cultural backgrounds. While teaching at the adult education
organization, the Flint Water Crisis was breaking news on local and national media outlets, some
of my students had recently escaped the war in Yemen and were refugees, and other students were
living as undocumented matriarchs within local Detroit communities. I decided that my curriculum
and pedagogy had to respond, as well as my own critical consciousness and socio-cultural
awareness, to the real-world issues impacting my students’ everyday lives. In turn, I learned how
curating community-based teaching and learning experiences alongside your students is deeply
personal and political.

For example, I began to understand how to navigate spaces in which my students had
internalized hegemonic and individualistic values or understandings, which caused some students
to first blame the elected officials of Flint, Michigan for the water crisis rather than the austerity
policies and corporate agendas of the State. Through a critical civic curriculum agenda, I guided
students in (re)learning these misunderstandings and prompted them to challenge oppressive

notions of citizenship, economy, and government that they had been mis-led to believe as
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inherently patriotic. In another instance, some of my students would receive breaking news from
family who were still living in Yemen during class. I remember a distinct moment when a student
raised her hand, told me that her family’s home was being bombed, and that she had to leave class
in order to attempt contacting her siblings that were still living in Yemen. As the educator, I quickly
adapted for the student, in addition to advocating for trauma-informed accommodations that she
and other students so urgently needed with other teachers and staff at the adult education
organization. Furthermore, [ was sure to connect the war in Yemen to our social studies curriculum
through a caring and critically conscious approach. In turn, I guided students through critical
inquiry and analysis of the war in Yemen as they gained knowledge and insight about the United
States’ role in the genocide of Yemeni people.

These learning experiences were juxtaposed to the GED social studies curriculum, as it
often elevates a dominant narrative over multicultural voices and experiences, in order to provide
my students the critical skills and self-efficacy necessary to both read and write the world (Freire,
1985). To further illustrate my experiences at the adult education organization, many of my
students were undocumented and, in turn, were disenchanted by various local, state, and national
election cycles. As an educator, I knew that I had a responsibility to inform my students about the
agency, rights, and dignity they are inherently guaranteed in order to support them in
understanding their crucial role in elections, regardless of documentation status. As such, I
introduced my students to United We Dream, a nation-wide immigration justice grassroots
organization, in order for them to visualize and understand how they could participate in the 2016
election cycle.

These three instances demonstrate my passion for not only my students and social studies

education, but also my passion for intersectional social justice within and through education.
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Meaningfully, my students at the adult education organization challenged me to learn how to
navigate spaces as a white female educator in responsible ways in order for my students to grow
as community members. Furthermore, the adult education organization prompted me to understand
and enact community-based pedagogical and curricular practices from a place of strength as I
utilized my skills, knowledge, and expertise as a professionally certified educator to enhance the
learning experiences and critical consciousness growth of my students. However, the adult
education organization deeply humbled me as I learned the necessity of learning from and with
my students who stemmed from lived experiences greatly different than my own. Due to this
humility and eagerness to learn, I earned respect and trust from my students. In turn, my students
were often open to the critical, place-conscious, and culturally sustaining focus of our social
studies curriculum because they had seen and understood that I had their best interests at heart.
Furthermore, I frequently utilized my positionality as a professional educator to advocate for the
holistic well-being of my students with other teachers and staff in order to support them in their
growth as women, students, and community members.

To be transparent, I was considering leaving the teaching profession before my time at the
adult education organization. I had become disenchanted, disappointed, and dismayed as I
witnessed the ways in which the PreK-12 schooling system perpetuated harm upon children, young
people, educators, and communities. I wondered if I would be complicit to the toxicity I both
observed and experienced if [ stayed in the profession. At the adult education organization, I began
to both heal and reimagine my role as an educator as I grounded my everyday teaching and learning
in the relations I had with my students and my developing sense of belonging with Detroit
communities (hooks, 2009). As my students quite literally breathed life back into me, I was

invigorated as a classroom social studies teacher and community member. Our curriculum, as
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discussed in this chapter, became dynamic and responsive to my students’ multilingual and
multicultural identities. We also rooted the curriculum in the context of current events, in addition
to the questions, needs, concerns, and desires that my students had about and for the world at large.
Through this process, I was prompted to grow in my critical consciousness and develop a sense of
agency as my heart and mind responded to the students in my classroom.

As the curricular and pedagogical practices of our social studies classroom became more
purposeful and meaningful, we forged a collaborative and experiential community of practice
(Wenger, 1998). In turn, there were days where I felt like my students and I were flying. Although
we immersed ourselves in challenging topics and difficult conversations, my students and I found
joy as we shared in community-based teaching and learning together. Through this transformative
time, I began to understand the deeply personal and political work of teaching as I actualized a
classroom community that reimagined the aim and scope of social studies education (Freire, 1970).
It was exhausting and taxing for my students and I to read the word in order to read the world
(Freire, 1985). Yet, the holistic growth and academic achievement of my students within the social
studies class spoke to the necessity of educators, such as myself, deeply embodying a radically
loving and community-based teaching praxis.

Throughout my career as a classroom teacher and teacher educator, I have found many
practitioners like myself who learned community-based pedagogy only after our teacher
preparation and once we began our work in the classroom. I do believe that time is a great teacher
and that much of our teaching practices are learned over the years. However, I do know that we
are doing classroom students a disservice when we are not preparing TCs to be place-conscious,
critical, responsive, justice-oriented, and anti-racist community-based educators (Love, 2019).

Quite honestly, I know from experience that we perpetuate systems of oppression upon our
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students when we enter into classrooms only ready to teach white middle class ways of being and
forms of knowledge (Ladson-Billings, 1998). If we are to achieve a more loving and
transformative future, we must implement community-based pedagogy within teacher education
programs in order for TCs to actively learn how to teach alongside young people and local
community members living for change.

Within this context, the lessons learned and experiences gained from my time as a social
studies teacher with the adult education organization informed my understanding of being an anti-
racist teacher educator-scholar-community organizer, which I will elaborate upon further in the
methodology and implications chapters (Rembert, Harris, & Hamilton, 2019). It is my intent that
the work of community-based pedagogy and methodology offered within this research project
contributes to the decentering of whiteness, white supremacy, and white privilege from teacher
education, PreK-12 classrooms, and community spaces (Ladson-Billings, 2001; Picower & Kohli,
2017). Furthermore, it is my objective that the findings, discussion, and implications of this
research project encourage the curation of critical and justice-oriented educational spaces in which
white teacher educators, classroom teachers, TCs, and community organizers participate in urgent
and present-day issues (Ladson-Billings, 2017; Shear, Tschida, Bellows, Buchanan, & Saylor,
2018) in solidarity with vulnerable and marginalized students and communities. Thus, I continue
to engage in Cheryl Matias’ call for: “White teachers [to] ‘check’ themselves before they wreck
themselves and our urban students of color” (2013). In turn, we may collaborate in the nuanced
and complicated, yet necessary work of realizing education as the practice of freedom and
ultimately for collective liberation (Petty, 2018).

Purposefully, it is my ambition as a teacher educator to support and guide TCs toward

flying with their classroom students as I learned how to do while teaching at the adult education
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organization. As such, I am vulnerable and open with TCs about the joy of teaching through
relationships and community. However, I am also honest with TCs that they must learn the
necessity of listening to their students with humility in order to develop their own critical
consciousness and the understanding that their well-being is directly connected to the well-being
of their students. While TCs typically know up front that teaching is a challenging career, they
begin to understand through our collaborative learning experiences why and how the profession
of teaching is deeply personal and political work, which must be in solidarity with students and
communities. Oftentimes, my praxis as a teacher educator runs against the grain to many TCs’
expectations and desires as future educators, but I consistently remain steadfast in my belief that
TCs must learn to fly with their students before they become certified classroom teachers. Through
this process, I hope that TCs gain strength and grounding for the days ahead in which they will
need to fight alongside their students in the struggle for intersectional social justice. Furthermore,
I believe that once TCs learn to fly with their students, as I have done as a classroom teacher and
teacher educator, they will begin to understand that teaching is for the betterment of the common
good, which requires a personally political commitment to curate learning communities in which
students and educators may become agents of change.

By introducing TCs to community-based pedagogy, they may begin to conceptualize how
to build relationships with their students and establish a sense of belonging within the communities
they will teach. Through this process, it is my desire to guide TCs toward the feeling of flying as
they reimagine education as radically loving, participatory, democratic, and egalitarian. It has now
become one of the greatest joys of my life to witness TCs fly with their peers in methods courses
or with their students in classroom field placements. In these moments, TCs will express how they

now understand what I was talking about all semester and they cannot see themselves going back
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to teaching through conventional traditions. It is my hope that TCs will continue to chase that
feeling of joy as they fly with their students through the life-long journey of learning for collective
liberation. I know many of my former, current, and future TCs will be challenged by the PreK-12
schooling system, just as [ was and continue to be, yet I have confidence that they will remember
the joy of being in solidarity with students and communities, which is a testament to the radical
possibilities of the teaching profession. In turn, their vocation as educators will be a gift to
themselves, their students, and our shared futures.

Within this milieu, I persistently maneuver the tension between being an educator and
having “teacher expertise” within a variety of educational and community settings (Lowenstein,
2010). As a former classroom teacher and current teacher educator-scholar-community organizer,
my desires to develop justice-oriented and community-based educational spaces have sometimes
run contradictory to how some former and current students have come to understand relations of
power within the United States schooling system. As such, I consistently navigate what I believe
to be my responsibility as a critically conscious and anti-racist white female and the potentiality
that I am asserting my own ambitions above those of my students in efforts to share power with
them. Lowenstein (2010) describes this as navigating “perennial teaching tensions” in which
decisions about the ways we teach are “dynamic and contextualized” (p. 34) and become the “work
of teaching” (p. 34).

Thus, my own positionality prompts me to determinedly engage in critical reflexive
processes in order to problematize how my use of critical pedagogical and curricular frameworks
either enhance or compromise the critical consciousness growth of varying demographics of
students within educational spaces (Barnes, 2017). In turn, tenuous questions remain as [ aim to

cultivate humanizing, culturally sustaining, and place-conscious classroom communities amongst
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diverse student populations: Am I further suppressing student voice? Am I privileging perspectives
over others? Is this actually an egalitarian learning community? Am I elevating specific
multicultural experiences above others? Should I be the one teaching in these contexts? Am I
(re)producing the trauma experienced by some of my students? Is this really an empowering
critical pedagogy (Ellsworth, 1992)?

Community-Based Teacher Educators

I maintain that TCs have the opportunity to grow in their critical consciousness before they
enter the classroom as future educators through community-based methods courses and field
experiences within teacher education programs (Freire, 1974; hooks, 2010). For these exact
reasons, | collaborate with Youth Liberation Army and En Los Suefios in the social studies
methods course I facilitate as a teacher educator. The TCs I mentor, coach, and instruct are
developing their teaching practice within predominantly low-income African American, Latinx,
and Arab American communities throughout Detroit and Metro Detroit. In turn, it is significant
that TCs conceptualize liberatory forms of learning that seek to sustain and support students who
are marginalized within the United States schooling system (Paris & Alim, 2014). Such
preparatory learning opportunities guide TCs in their ability to eradicate systems of oppression
within education in order to (re)center the strengths and needs of not only their students, but also
themselves and their shared communities (hooks, 2003; Yosso, 2015).

As a current teacher educator-scholar-community organizer, I am deeply interested in
cultivating community-based teacher education programs in order to provide future teachers the
opportunity to learn place-conscious and culturally sustaining pedagogies for the multicultural and
multilingual learners they will teach. This holistic partnership between the local community and

university creates the opportunity to develop inclusive learning spaces in which students find
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meaning and relevancy in education. I have presented on this topic at higher education conferences
and I have conducted qualitative research projects as the Principal Investigator, which has resulted
in published peer-reviewed manuscripts. In addition, this specific research project examines the
impact of designing and implementing a teacher education course with intergenerational
community partners. In particular, the specific analysis and discussion of this research project will
focus upon two adult ally trainings facilitated by youth organizers from Youth Liberation Army
and En Los Suefios. As such, I am actively collaborating with those most directly impacted by
harmful and oppressive schooling systems as we work together for transformative PreK-12
education and teacher education programs.

Through my role as a teacher educator, I have the opportunity to support TCs as they
develop community-based pedagogical practices for place-conscious and student-centered
classrooms. Feedback from TCs has demonstrated that the learning experiences within these
methods courses and field placements are instrumental in their growth as critically conscious
educators who view the classroom as a space to realize social justice. Furthermore, insight from
community partners has highlighted their willingness and excitement to participate in relevant and
meaningful learning experiences within teacher education. Even so, my scholarship pertaining to
community-based teacher education acknowledges the barriers that prevent the effectiveness and
sustainability of such transformative practices. In turn, the findings of this research project will
engage in a thorough discussion about the complexity of community-based teacher education and
implications for teacher education programs who aim to collaborate with intergenerational
community partners.

As a community-based teacher educator and scholar, I am an active member of Detroit-

based grassroots community organizations where I contribute to the development of people-
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powered publications and reform initiatives in local schools and communities. I collaborate with
the internationally recognized We The People of Detroit Community Research Collective, which
is a community-rooted and directed collective of academics, researchers, community organizers,
and designers who document and disseminate research on pertinent issues in Detroit. The
publications of the collective continue to influence legislation, policy reform, and public health
initiatives in Detroit and other cities. In addition, I provide critical qualitative research
methodology consultation to a film team developing a documentary on the current Detroit-based
literacy lawsuit, Gary B. v. Snyder, with national educational justice implications. The
documentary is being curated alongside Detroit community members in order for the film to be a
tool toward place-conscious social change.

It is important to reiterate that [ am a co-founder of En Los Suefios and I am a member of
Youth Liberation Army’s adult ally advisory board. As I will discuss in chapter three, I consider
my relationships to the participants, particularly the youth organizers and adult allies, a strength
and opportunity of this research project (Kinloch & San Pedro, 2014). By being in relation with
one another, I approach scholarship through a humanizing and loving framework in order to work
toward intersectional social justice alongside the participants (Blackburn, 2014). In turn, I am
guided by Ariana Mangual Figueroa’s (2014) generative reflections: “We might ask, have we
acknowledged and fulfilled our responsibility to the communities who have welcomed us? Have
we — in both our own opinion and the opinion of participants — fulfilled the commitments we made
at the beginning of our study?” (p. 129).

My relationship to and participation in both of these youth-centered grassroots
organizations has influenced my practice as a community-based teacher educator-scholar-

community organizer. As such, it is my ongoing intention to support En Los Suefios and Youth
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Liberation Army in developing meaningful and relevant uses for the findings and implications of
this action research project in order to enhance their work as social change agents within schools
and communities. Additionally, I am committed to sharing in this research project with TCs,
teacher educators, elected officials, policymakers, classroom teachers, and community organizers
in order to be accountable to the youth organizer and adult ally participants (Winn, 2014). Such
endeavors disrupt oppressive academic barriers in order to foster reciprocal knowledge production
for all those living for change in Detroit and beyond.
Overview of Chapters

Through critical qualitative action research, I engage in dynamic collaborations with young
people, classroom teachers, and community members in the design and implementation of
community-based practices within teacher education programs. This process enhances TCs’
understanding and use of community-based pedagogy while supporting youth organizers in their
social justice work within schools and communities. In turn, by analyzing the process of
connecting youth organizers and TCs through critical dialogue and reflection within a social
studies methods course, this critical qualitative action research project will provide implications
for teacher educators who are seeking to foster collaborative partnerships with youth-centered
community organizations and intergenerational community members for transformative social
change. In addition, I aim to contribute to the already indicated shortage in the literature that
focuses upon youth-centered voices and experiences within teacher education programs. To
achieve this, the chapters invite the reader to join youth organizers, adult allies, and TCs in
dialogue and reflection as they grow in knowledge, critical consciousness, and aptitude of

community-based pedagogy for more shared and loving futures.
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Chapter two begins with a question from civil rights and social movement leader, Ella
Baker: “Now, who are your people?” (Ransby, 2003, p. 13). It is with this question that I detail the
theoretical framework of community-based pedagogy within grassroots communities, PreK-12
classrooms, and teacher education programs. I begin by expanding upon the definitions of
community, grassroots communities, and community organizing in order to provide the reader
with a nuanced understanding of what I really mean when I use the word community. Within this
chapter, I intentionally situate how children and young people, alongside adult allies, utilize
community-based teaching and learning strategies within social justice initiatives. Purposefully, I
discuss how culturally sustaining pedagogy, as developed by Django Paris and H. Samy Alim
(2014; 2017), is embedded within the community-based pedagogical practices utilized within this
research project. Through this lens, I provide empirical examples of community-based pedagogy
within PreK-12 classrooms and teacher education programs in order to document resistance to
systemically oppressive forces that directly harm children and young people. Chapter two closes
with suggestions to push community-based pedagogy forward and the ways in which this research
project informs such generative ideas.

The purposeful thread of community continues into chapter three which outlines the use of
critical qualitative action research informed by participatory and community-based methodologies.
The methodology of participatory and community-based action research described in chapter three
is informed by my ongoing collaboration with We The People of Detroit’s Community Research
Collective. Founded in 2008, We The People of Detroit is a grassroots community organization
actively engaged in community action research projects related to land, water, and education
justice in Detroit and beyond. Due to my experiences with We The People of Detroit, [ am realistic

about the complexity of engaging in a critical qualitative action research project with
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intergenerational community members and TCs. Furthermore, I am honest about my role as a
participant-observer within the research project in order to discuss the importance of relationships
and accountability between teacher education programs and local communities. Chapter three
continues by describing the settings, participants, the three distinct phases of the data collection
process, and the analysis of the data sources of the research project. Significantly, I discuss how
the process of praxis — reflection and dialogue for transformative action — alongside participants
informed the findings and implications of the research project (Freire, 1970).

Following the groundwork of theory and method, chapter four presents the findings of the
action research project based upon the analysis of three distinct phases of data collection sources.
Chapter four will engage youth organizer, TC, and adult ally participants in dialogue with one
another as they reflect upon the social studies methods course and, more specifically, the adult ally
trainings in order to analyze three over-arching findings: (1) youth organizers as impassioned
disruptors in teacher education, (2) youth organizers as realistic visionaries for social change, and
(3) youth organizers as reflective learners through praxis. By centering and amplifying the voices
and perspectives of the participants from the action research project, the findings will convey how
youth organizers, TCs, and adult allies grew in critical consciousness and social awareness. In
addition, chapter four will examine the findings through the critical theoretical framework of
community-based pedagogy in order to reimagine education as a method to challenge systemic
oppression and cultivate intersectional social justice. To this end, the findings will convey the
complexities of fostering community-based pedagogy within the realities of teacher education
programs, PreK-12 classrooms, and grassroots community spaces. In this way, chapter four will
depict the possibilities, contradictions, and limitations of youth organizers as essential partners in

teacher education, which will be discussed at length within chapters five and six.
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The findings of the research project highlight the complex realities regarding the role of
youth organizers as essential partners in teacher education. In turn, chapter five will discuss the
possibilities, contradictions, and limitations of curating a social studies methods course informed
by Youth Liberation Army and En Los Suefios. In particular, chapter five will examine how the
design and facilitation of the adult ally trainings influenced the capacity of youth organizers, TCs,
and adult allies to reimagine education for transformative social change within PreK-12
classrooms and local communities. Additionally, in connection to course assignments and further
community engaged learning experiences, chapter five will question how, if at all, the social
studies methods course and the adult ally trainings raised the critical consciousness and self-
efficacy of TCs for community-based pedagogical and curricular practices within PreK-12
classrooms. Through the continuous process of praxis, chapter five will examine various data
sources from the participants in order to acknowledge and consider the complexity of
intergenerational learning experiences within a community-based social studies methods course.
Situated within our current socio-political context, chapter five will point to the potential of
learning from the possibilities, contradictions, and limitations of this action research project to
realize education as the practice of freedom.

In closing, chapter six will begin with reflections about the role of adult allyship in regard
to this action research project, as well as teaching and learning within PreK-12 classrooms and
teacher education programs. Purposefully, I will provide examples of former TCs enacting
community-based pedagogical and curricular practices within classroom field placements in order
to demonstrate how and where the work is being done. Chapter six will proceed by outlining five
areas of growth for those of us who educate TCs in order for youth organizers to become essential

partners in teacher education programs through community-based practices: (1) invite youth
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organizers and PreK-12 students to the decision making table, (2) establish trustworthy and
reciprocal relationships with grassroots community organizations and intergenerational
community members, (3) implement program-wide opportunities for TCs to learn and practice
community-based pedagogy, (4) engage in community-based action research projects that are
informed by and benefit local classrooms and communities, (5) further the research, analysis, and
discussion of community-based teacher education in a variety of contexts, (6) foster teacher
education programs as co-liberators through the practice of anti-racism, and (7) advocate for
community-based policy reforms and legislation. Chapter six will recommend immediate and
long-term strategies for the development of community-based teacher education through youth-
centered and intergenerational collaborations. Such recommendations are not “best practices” or
“reforms”, but suggestions for how we may collectively realize intersectional social justice through
education. Such reciprocal and accountable partnerships alongside PreK-12 students, classroom
teachers, community members, and grassroots community organizations encourage teacher
educators to participate in community-based initiatives that enact a liberatory and humanizing
imaginary for a renewed education system. In turn, chapter six will conclude by advocating for the
fruition of community-based teacher education in order for human beings of all ages to live for

change within schools and communities.
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CHAPTER TWO: THEORETICAL FRAMEWORK AND LITERATURE REVIEW

Now, who are your people? (Ella Baker as cited in Ransby, 2003, p. 13)

In order for us as poor and oppressed people to become a part of a society that is

meaningful, the system under which we now exist has to be radically changed. This means

that we are going to have to learn to think in radical terms. I use the term radical in its

original meaning — getting down to and understanding the root cause. It means facing a

system that does not lend itself to your needs and devising means by which you change that

system. (Ella Baker as cited in Ransby, 2003, p. 1)

The Necessity of Community-Based Pedagogy

For youth organizers in Detroit, involvement in social justice causes are urgent and
necessary. In particular, the young people of Youth Liberation Army and En Los Suefios view
their involvement in local grassroots community organizations as a strategy to disrupt the
perpetuation of harmful and oppressive systems within schools and communities. Through a
variety of youth-centered campaigns and initiatives, Youth Liberation Army and En Los Suefios
(re)center their voices and lived experiences in order to advocate for educational spaces that are
humanizing and liberatory. In collaboration with their adult allies, youth organizers in Youth
Liberation Army and En Los Suefios model community-based pedagogical and curricular practices
in order to reimagine the classroom as a space to collaborate for transformative social change.
Such efforts are extraordinary amidst the toxic and harsh realities children and young people,
particularly Black, Indigenous, and students of color, experience every day within the United
States PreK-12 schooling system.

For example, an ongoing crisis looms as communities and classrooms are disjointed
through corporate education reforms and feigned “renewal” plans in urban city centers (Callejo,
Breault, & White, 2014). Such crises have drastic impacts on children and young people as they

also face the onslaught of high stakes standardized testing, oppressive dress codes, scripted

curriculum practices, and excessive discipline policies. Furthermore, the continuation of school
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closures and the privatization of public schools, as well as public spaces, have eroded a sense of
belonging in neighborhoods and classrooms (Lipman, 2011). The identities of public schools and
communities are actively being replaced and reshaped by corporate ventures and austerity
practices, which push out long-term Black, Indigenous, and residents of color in city-centers like
Detroit (Clement & Kanai, 2015; Pedroni, 2011).

Furthermore, within the current socio-political context, hate crimes are excessively
perpetuated within classrooms and public spaces due to the relenting xenophobia and racism of
the Trump presidential administration (Dillard, 2018). The authority of Immigration and Customs
Enforcement (ICE) and Customs and Border Patrol (CBP) have been strengthened in order to
separate immigrant, refugee, and undocumented families, which impacts the socio-emotional
health of students in vulnerable communities (Dreby, 2015). Additionally, environmental racism
plagues predominantly African American cities like Detroit who live with disproportionate public
health dangers as compared to more affluent and white Metro Detroit suburbs. Incinerators,
hazardous waste facilities, air pollutants, and contaminated drinking water have increased asthma
and learning disabilities among Detroit’s children and young people, which can also be seen in
predominantly Black, Indigenous, and communities of color throughout the United States
(Martusewicz, Edmundson, & Lupinacci, 2015).

These unjust circumstances are innumerable, daunting, and complex. Furthermore, these
confounding realities are often woven together and amplify the weight of systemic oppression that
Black, Indigenous and students of color face each day throughout the United States. Classroom
teachers, teacher candidates (TCs), and teacher educators cannot ignore the impact such issues
have upon children and young people in classrooms. However, current and future educators should

not shield themselves from the inherent knowledge, language, and cultural heritage residing within
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students and communities, which should be viewed as assets in the co-creation of humanizing and
revitalizing education. While the legislated and mandated requirements placed upon educators are
great, they should not mitigate the ability or the agency for the classroom curriculum and pedagogy
to respond to the needs and strengths of students and their communities.

In Detroit and beyond, there are classroom teachers who are guiding students through
critical learning experiences in order to nurture their ability to both read the word and read the
world (Freire, 1985). Through my role as a teacher educator-scholar-community organizer, I have
witnessed classroom teachers and TCs connect place-conscious and culturally relevant issues into
cross-curricular PreK-12 curriculum. Within these classroom spaces, educators and students learn
alongside each other in order to both understand social justice issues and strategically take action
against forces of injustice. However, many of these educators are outliers in their school buildings
as they implement transformative learning opportunities for classroom teaching and learning.
Historically, the United States schooling system was not built for, nor does it encourage,
humanizing and student-centered pedagogical and curricular practices. Additionally, many of the
educators and students co-creating empowering learning communities must do so strategically in
order to meet school district mandates and state policies. In this light, the pursuit of humanizing
teaching and learning is necessary in order to work towards education as the practice of freedom.

If PreK-12 teachers and teacher educators acknowledge and affirm the voices and lived
experiences of young people, the classroom may then become a space to foster community-based
pedagogy. This is obviously no easy task and requires a paradigm shift in both teacher education
and classroom teaching. In turn, radical hope and love must be the groundwork of engaging in
such transformative work. Furthermore, critical, analytical, and realistic frameworks are essential

when proposing community-based pedagogies for reimagining education. Thus, the following
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questions will guide the reflexive process of this research project and facilitate the subsequent
literature review pertaining to the critical theoretical framework of community-based pedagogy:

4. What implications does community-based pedagogy have for those of us who educate
teacher candidates?

5. How does community-based pedagogy enhance or compromise the reimagination of the
classroom as a space for young people and educators to collaborate for transformative
social change?

6. In what ways does the praxis of action research engage the complexities of community-
based pedagogy within the realities of PreK-12 classrooms and teacher education?

To respond to these questions, this research project will discuss the implications of youth
organizers as essential partners in teacher education through the use of community-based
pedagogy in a social studies methods course. As such, the following literature review will
conceptualize community-based pedagogy in order to contend its purpose and use within a critical
qualitative action research project. Notably, the community-based pedagogy discussed in this
literature review (re)centers the voices and perspectives of young people who are both students
and youth organizers in Detroit. While PreK-12 classroom teachers, community educators, and
teacher educators are actively engaging in a variety of community-based pedagogical practices —
place-based, ecojustice, community-engaged — the literature often minimizes or ignores the
significance of collaboration between youth-led grassroots organizations and teacher education
programs. Furthermore, much of the literature on community-based pedagogy does not adequately
affirm and acknowledge the lived experiences of young people who are engaged in
intergenerational collaborations for transformative social change in schools and communities

(Lyiscott, Limarys, & Morrell, 2018; Rosen, 2019). In turn, this literature review will further the

www.manaraa.com



45

critical development of community-based pedagogy in order to underscore the importance of
designing, implementing, and analyzing learning experiences in teacher education alongside youth
organizers living for change in their school communities.

The primary purpose of this chapter will be to detail the theoretical framework of
community-based pedagogy in order to discuss the possibilities, contradictions, and limitations of
place-conscious and student-centered learning opportunities within teacher education. I will begin
by defining community in order to ground the reader in an understanding of grassroots
communities and community organizing for social change. I will then provide a thorough overview
of the literature on community-based pedagogy in order to outline the opportunities and challenges
of its use within PreK-12 classrooms and teacher education. Purposefully, I will acknowledge how
the social studies may be an interdisciplinary anchor for educators and students to cultivate
community-based pedagogical and curricular practices. Importantly, I will discuss culturally
sustaining pedagogy, as developed by Django Paris and H. Samy Alim, which deeply connects to
the foundations of community-based pedagogy. Subsequently, I will recommend implications for
community-based pedagogy within PreK-12 classrooms, the grassroots community, and teacher
education programs. Finally, I will conclude by advocating for the use of community-based
pedagogy as a method to work towards intersectional social justice within the current times.

Community

For the purposes of this literature review situated within a critical qualitative action
research project, I define community as people and places in relation as they live for one another,
for tomorrow, and for change (Boggs, 1998; Kimmerer, 2013; Shalaby, 2017). Community has the
potential to be emergent, dynamic, and transformative in order to respond to the needs and

concerns of the people and places that make up a community. In turn, community may resemble
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praxis as it is rooted in dialogue, reflection, and purposeful action. Community contains the
possibilities of belovedness as it encourages accountability and reciprocity toward one another in
the past, present, and future. Community is oftentimes painful and challenging, but community
may also be joyful and pleasurable because it mirrors everyday life. Community may be
participatory, democratic, and egalitarian in practice, which means it is often discouraged and
suppressed through the (re)production of systems of oppression within schools and communities.
In this way, community as a radically humanizing vision nurtures intersectional social justice
amongst the shared futurity of people and places. Importantly, this definition does not aim to
romanticize the practice and curation of community, but rather acknowledge and affirm
community as a constellation of possibilities (Davis, 2003).

Educators and students often use the word community to describe meaningful and
empowering classrooms, relationships, and neighborhoods (Boggs, 1998). Community is a shared
sense of belonging within a particular place or period of time (Block, 2008). In Community: The
Structure of Belonging, Peter Block outlines how community members are capable of generating
“a structure of belonging” in order to eradicate isolation in everyday lives and vocations (2008).
Through the creation of a shared community, members are held accountable to one another to
achieve both a present and future that serves the common good. Block notes that a sustainable
community takes time and effort to produce because of the various people, personalities, and
purposes contributing to a shared structure of belonging.

Block argues that community encourages transformative social change as community
members begin to center the needs of the common good in place of individual selves (2008). As
authentic relationships are formed, the holistic well-being of the community is responsive to shared

accountability and active citizenship begins to take shape. In this way, the community becomes a
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dynamic place for community members to develop a shared humanity as they actively seek
intersectional social justice. This requires members to practice citizenship as they develop an asset-
mindset of the community in order to locate possibilities for transformative social change (Block,
2008). Through this process, members of a community are not problems to be solved, but rather
the bearers of solutions to eradicate intersecting systems of oppression.

adrienne maree brown describes the process of developing social transformation through
community as an “emergent strategy” (2017). A student and friend of Grace Lee Boggs, brown
advocates for interconnected community that cultivates social transformation through mindful,
dynamic, and intentional practices. brown elucidates: “Emergent strategies are ways for humans
to practice complexity and grow the future through relatively simple interactions” (2017). In this
way, emergent strategies are both personal and community methods to achieve individual and
societal transformation. brown builds upon the legacy of Boggs by encouraging intergenerational
community members to embrace the constant rebuilding, redefining, and respiriting of community
organizing and movement building (Boggs, 1998). Significantly, the practice of emergent strategy
conceptualized in the work of brown and Boggs is central to many grassroots community
organizations in Detroit who actively collaborate together for intersectional social justice
initiatives.

Dr. Martin Luther King Jr. proliferated the theory and implementation of “Beloved
Community” throughout his leadership in the Black Freedom Movement. For King, Beloved
Community was a method for people to develop critical consciousness and work in nonviolent
community to eradicate poverty, hunger, and homelessness (The King Center, 2018). King
advocated for an end to the Triple Evils of poverty, racism, and militarism through the six steps of

nonviolent social change: (1) information gathering, (2) education, (3) personal commitment, (4)
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discussion/negotiation, (5) direct action, and (6) reconciliation (King, 2000). At the core of King’s
concept of community was love, which would foster the ability for interconnected human beings
to work toward social justice. Significantly, King’s description and use of Beloved Community is
rooted in agape love, which he described in a sermon at the Detroit Council of Churches’ Lenten
services in 1961:

Then the Greek language has another word. It calls it agape. Agape is more than romantic
love. Agape is more than friendship. Agape is understanding, redemptive goodwill for all
men. Agape is an overflowing love, a spontaneous love, which seeks nothing in return. And
theologians would say that is the love of God operating in the human heart. When you rise
to love on this level you love all men, not because you like them, not because their ways
appeal to you, not because they are worthful to you, but you love all men because God
loves them. And you rise to the noble heights of loving the person who does the evil deed
while hating the deed that the person does.

Groundbreaking critical pedagogues like Paulo Freire and bell hooks connect the concept
of intentional and purposeful community to education. Within this frame, educational communities
are spaces for transformative social change at the local level and beyond. Through a place-
conscious critical pedagogy, people of all ages are both teachers and learners in order to shift
systems of power within knowledge making. The critical conceptual frameworks of Freire and
hooks assert the necessity of critical thinking and collaborative dialogue in order to form
generative learning communities (Freire, 1970; hooks, 1994). The legacy of Freire and hooks
model the fortitude of critical frameworks and pedagogies in cultivating more humanizing learning
opportunities both inside and outside the traditional classroom. (Freire, 1992; hooks, 2003). In
particular, critical pedagogy supports teachers and students in grasping how oppressive systems of
power compound and impact everyday experiences in the local community. In this way, learning
experiences that utilize critical pedagogy galvanize community-based education that is purposeful

for critical consciousness, or conscientizagdo, and sustainable social change (Freire, 1974; hooks,

2003).
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In EcoJustice Education: Toward Diverse, Democratic, and Sustainable Communities,
Rebecca Martusewicz, Jeff Edmundson, and John Lupinacci discuss the importance of the
commons within the concept of EcoJustice, which: “Allows us to recognize both the interactions
between cultural and ecological systems, and the ways that certain practices, beliefs, and
relationships are oriented toward the future security of both” (2015). The commons are not owned
by anyone, they are easily accessible, and they are depended on by the public for community-based
solutions, practices, knowledge, and identity. The commons are centered within EcoJustice, which
connects social justice and ecological sustainability for the collaborative protection of shared
futures (Martusewicz et al, 2015). Through an EcoJustice framework, accountable communities
may cultivate a “Pedagogy of Responsibility”, which “exists in the tension between two necessary
ethical questions: What do we need to conserve, and what needs to be transformed?” (Martusewicz
etal, 2015).

Linda Tuhiwai-Smith encourages a “reframing” of community by affirming and
acknowledging Indigenous ways of being and forms of knowledge (2012). For centuries and into
the present day, Indigenous peoples have been forced to conform to Western, capitalist, and
heteronormative perceptions of the world. However, Tuhiwai-Smith argues that each Indigenous
community has specific linguistic and cultural traditions that shape a shared sense of belonging
going back millennia. In this way, Indigenous peoples reframe expectations for how communities
collaborate to achieve transformative social change (Smith, 2012). In Youth Resistance Research
and Theories of Change, Eve Tuck and K. Wayne Yang assert that communities employ various
methods to achieve social justice, which may not align with everyone’s way of being and knowing
within the world (2014). Thus, the complexity of emergent strategies throughout various global

communities does not ensure a “best practice” guide for transformative social change. By
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recognizing Indigenous ways of being and knowing within understandings of community,
educators and students may move toward place-conscious restoration, recognition, and meaningful
coexistence in order to engage in the process of decolonizing schools and communities (Sabzalian,
2019).

In light of these frameworks, it becomes evident that community is social justice work and
an active process of becoming. No matter where community is blossoming, it requires community
members to be accountable, purposeful, and committed to one another. Furthermore, hope and
love are deeply woven within community in order to encourage people and places to tenaciously
achieve a shared future. Moreover, the concept of community calls to mind that the struggle for
intersectional social justice is a life-long commitment and long-term endeavor through individual,
relational, and community growth. As Jasmine Ulmer illuminates: “The underlying ecological
principle is simple, yet important: when everything is interconnected, everything matters. More to
the point: community matters. Actions do not occur in isolation, but have the potential to affect
everyone, everywhere” (2018, p. 2).

Grassroots Community and Grassroots Community Organizing

By 2016, Detroit was home to over 172,000 trees and the city was actively working to
restore the treescapes throughout neighborhoods (Bragg, 2016). At the turn of the 18™ century,
Territorial Judge Augustus Woodward collaborated with civil engineer Pierre Charles L’Enfant in
the urban and landscape planning of Detroit. Upon the Indigenous land of the Peoria, Potawatomi,
Miami, and Anishinabewaki peoples, Woodward and L’Enfant designed a new Detroit in order to
establish its dominance in the West (Miles, 2017). While planted by European settlers, new trees
joined other plants in the sacred, cultural, and ecological communities of Indigenous peoples in

the Great Lakes region (Martusewicz, Edmundson, & Lupinacci, 2015). Overtime, these trees grew
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and increased in number as enslaved African, Indigenous, and immigrant labor built the city of
Detroit and rebuilt it again after the Great Fire of 1805 (Miles, 2017). Firmly rooted and
multiplying, Detroit’s trees witnessed enslaved Africans seeking freedom through the
Underground Railroad that led to the Detroit River. Providing sustenance, these trees supported
Asian, Arab, African, and Latinx American migrants in the development of cultural and familial
communities throughout the 20" century. Today, Detroit’s trees personify the resilience of its
citizens who are firmly interconnected at the grassroots of a shared place (Arvin, Tuck, & Morrill,
2013).

Grassroots community and grassroots community organizing have different connotations
and meanings dependent on one’s context and background. For the purposes of this action research
project, I ground my understanding of the grassroots community within the discussion of
community in this literature review. I define grassroots community as a movement of people and
organizations who address local, regional, national, and or/international social justice issues that
most directly impact community members through egalitarian dialogue, decision-making, and
action. In turn, grassroots community organizing brings together grassroots community members
in collaborative campaigns, movements, and strategies to draw public attention to specific social
justice issues. Youth organizers are young people, typically teenagers and young adults within the
ages of 12-19, who engage in grassroots community organizing efforts. In turn, adults who are
involved within grassroots communities alongside young people are adult allies through the use
of community-based pedagogical practices. Specifically, I locate youth organizers engaged in
grassroots community organizing through the frameworks of radical democratic pedagogy
(Ransby, 2003), youth activism (Conner & Rosen, 2016; Ginwright, Noguera, & Cammarota, 2006)

and youth resistance theories of change (Tuck & Yang, 2014). This narrow focus within the
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literature review connects to Youth Liberation Army and En Los Suefios who are the two youth-
centered grassroots organizations participating in this action research project.

Radical Democratic Pedagogy

Ella Baker was a prominent African American woman during the civil rights and Black
Freedom movements. Through the empowering use of radical democratic pedagogy, Baker is one
of the most influential and far-reaching leaders of the 20" century. Throughout her lifelong work
as a grassroots community organizer and educator, Baker would ask: “Now, who are your people?”’
In Ella Baker and the Black Freedom Movement: A Radical Democratic Vision, biographer
Barbara Ransby explains the significance of this question (2003):

“Now, who are your people?” symbolizes Baker’s approach to life-history as well. Who

one’s people were was important to Ella Baker not to establish an elite pedigree, but to

locate an individual as part of a family, a community, a region, a culture, and a historical
period. Baker recognized that none us are self-made men or women; rather, we forge our

identities within kinship networks, local communities, and organizations. (p. 14)

Baker was born in Virginia, raised in North Carolina, and radicalized in Harlem. As a
pivotal leader in the National Association for the Advancement of Colored People (NAACP), In
Friendship, Crusade for Citizenship, the Southern Conference Education Fund, the Southern
Christian Leadership Conference (SCLC), and the Student Nonviolent Coordinating Committee
(SNCC), Baker utilized community-based practices to organize and educate alongside Black,
Indigenous, and people of color most impacted by racial and socioeconomic systems of oppression.
In turn, Baker was an essential community organizer for global intersectional social justice
initiatives such as the Mississippi Democratic Party, the Free Angela Davis campaign, the Puerto
Rican Independence Movement, and the movement to end apartheid in South Africa.

Significantly, Baker and her contemporaries were “activist community educators” who

utilized radical democratic pedagogy that was decentralized, public, and participatory (Ransby,
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2003). Similar to the practices of Freire and Boggs, Baker recognized the inherent knowledge,
assets, and resolve of intergenerational community members in order to co-create critical civic
initiatives at the local level. In addition, Baker taught through example as she modeled the process
of critical inquiry, the necessity of collaborative relationships, and the possibilities for all people
to become agents of change. Such radical democratic pedagogy seeks and sustains educational
freedom as Bettina Love elucidates (2019):

[Baker] believed in the power of oppressed people and communities to create pathways to

leadership that were decentralized and not hierarchal. She wanted people to understand just

how strong and brilliant they were both individually and collectively. Baker was driven by

the idea of a radical democratic practice in which the oppressed, excluded, and powerless

became active in positions of power with decision-making opportunities. (p. 66)

Youth Activism

In Contemporary Youth Activism: Advancing Social Justice in the United States, Jerusha
Conner and Sonia Rosen place the long history of youth activism within the context of present-
day community organizing (2016). Conner and Rosen define grassroots activism as: “activism that
emerges from the ground up, engaging people who genuinely feel inspired by a cause and come to
the work on their own volition” (2016). Through this framework, grassroots communities engage
in collective and accountable organizing for transformative social change. For Conner and Rosen,
the use of the word “youth” within youth activism is purposeful and aims to reimagine the role of
children and young people within society. Furthermore, youth activism is directly connected to
intergenerational community organizing in order to affirm community members of all ages
engaged in social justice work through critical civic initiatives, policy reform, direct action
campaigns, social media strategies, and long-term movement mobilization.

Within youth-centered and intergenerational community organizing, activists engage in

social justice struggles by acknowledging, problematizing, and strategizing around local concerns

www.manaraa.com



54

or issues (Fernandez, Kirshner, & Lewis, 2016). Through this process, youth develop the capacity
to create action plans, events, and campaigns that slowly work toward sustainable social change.
When youth activism is centered on the commons, it inspires opportunities for schools and
grassroots community groups to collaborate around social justice and EcoJustice causes (Gallay,
Lupinacci, Sarmiento, Flanagan, & Lowenstein, 2016). Significantly, youth activism encourages
the use of multimodal storytelling and innovative knowledge sharing, which centers the voices and
experiences of young people to raise critical consciousness in the present-day (Gallay et al., 2016).

In Beyond Resistance! Youth Activism and Community Change, Ginwright, Noguera, and
Cammarota, share the ways in which youth activism can inspire “inclusive democracy and
informed public policy” (2006, p. xx). Significantly, youth led activism requires adult allies to see
young people as “present civic actors” rather than “future citizens” (Ginwright et al., 2006, p. xix).
This (re)definition of youth activism has particular effects within the classroom, because it pushes
teachers to ground their pedagogy and curriculum in the social justice issues that most impact and
concern children and young people. Furthermore, youth activism challenges adult allies and
classroom teachers to decenter themselves from the learning process in order to co-create project-
based, purposeful, and collaborative learning experiences with young people (Kirshner, 2006).
Unfortunately, the classroom is not always a place in which children and young people can engage
in social justice work due to the perpetuation of oppressive systems such as racism, sexism, and
classism. In turn, youth activists may utilize or create community-based youth organizations
outside of school in order to engage in democratic social change (O’Donoghue, 2006). Thus, young
people have the opportunity to engage in grassroots organizing with intergenerational community
members and develop the skills necessary to be social change agents in the present moment rather

than in the falsely idealized future.
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Notably, youth activism (re)centers children and young people, particularly Black,
Indigenous, and students of color, within the democratic process as they are often the most
marginalized through racial and socioeconomic systems of oppression. The conceptual
frameworks of youth activism refuse the concept that youth are “in transition, becoming, or adults
to be” as such framings discredit the lived experiences of children and young people in the present
moment (Ginwright et al., 2006, p. xix). In addition, the effects of neoliberal education reforms
and policies have worked to further contain and police children and young people in schools. In
turn, the oppressive nature of schooling intends to limit the agency and critical knowledge of
children and young people in order to maintain the corporate, for-profit, and state power over
public education (Conner & Rosen, 2016). Within this milieu, Baker’s radical democratic
pedagogy serves as a model and a guide in order for the capabilities of youth activists to not be
romanticized, but rather supported through intergenerational collaboration for transformative
social change.

Youth Resistance Theories of Change

Eve Tuck and K. Wayne Yang’s Youth Resistance Research and Theories of Change
frames the slow and steady process of intergenerational grassroots community organizing (2014).
While there are often reactive activist events, community organizing is grounded in movements of
proactive resistance that span decades. This resistance evolves over time due to lessons learned
within a particular place and needs of a specific time (Tuck & Yang, 2014). When discussing youth
resistance in particular, Tuck and Yang assert there is no ideal or sophisticated form of youth
organizing and activism. Specifically, it is crucial that adult allies and community elders do not
assert their own ideas or expectations for resistance to injustice upon young people. This allows

youth resistance movements to develop as more authentic and relevant methods to dismantle
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systems of oppression (Tuck & Yang, 2014). Consequently, young people may develop their own
paths of resistance that may very well be outside of conventional community and societal norms.

In Youth Resistance Research and Theories of Change, Pedro Noguera shares his
understanding that “organizing is an art and a skill”, which requires structure, networks, and “a
view of the long haul” (2014, p. 77). In turn, grassroots community organizing must involve the
development of critical consciousness in order to establish sustainable action plans for social
change. Noguera also offers the reminder that youth activism and resistance must be rooted in
“collective agency” in order to be effective (2014). For those involved within intergenerational
community organizing, respect and trust must be mutually earned in order to mitigate barriers
between young people and adult allies. In turn, youth activists may develop the capacity for
leadership and challenge top-down systems of power, which can be seen in the work of SNCC
during the Black Freedom Movement. For example, SNCC established Freedom Schools
throughout the southern United States during the 1950s and 1960s in order to provide culturally
responsive and community-based education for Black school-aged children (House, 2010).
Furthermore, Freedom Schools were spaces for children, young people, adults, and community
elders to strategize for the growth of the Black Freedom Movement.

It is responsible to emphasize repeatedly that youth activism and resistance should not be
romanticized as a means to alleviate societal injustices. While the involvement of youth in
grassroots community organizing is strategic and preemptive, the responsibility of transformative
social change should not rest on children and young people alone (Lyiscott, Carabello, & Morrell;
Rosen, 2018). Tuck and Yang, along with other educational scholars within this literature review,
describe the necessity of adult allies who engage in activism with children and young people.

Transformative social change cannot occur in isolation of age demographics and thus requires
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intergenerational collaboration to be sustainable. Furthermore, it is essential to acknowledge that
not all youth are ready to or willing to engage in resistance movements. Just like all learners,
children and young people need guidance if they are to develop as activists, leaders, and
accountable community members (Fine, 2014). Moreover, such direction must be relational,
trustworthy, and respectful in order to mitigate individuals, corporations, and organizations who
use and/or co-opt youth movements for their own social, economic, or political gain. To this end,
if youth-centered and youth-led community organizing is tokenism, systems of oppression are
maintained, which spirit murders children and young people within schools and communities
(Love, 2019; Tuck & Yang, 2014).

By amplifying the conceptual frameworks of radical democratic pedagogy, youth activism,
and youth resistance theories of change, the reimagination of the classroom as student-centered
and place-conscious through the principles of community and grassroots community organization
may be understood and conceptualized. Within this lens, classroom teachers, teacher educators,
and TCs may develop the capacity to co-create classrooms and curriculum alongside students and
communities in which local injustices are brought to the surface in order to be acted upon. Through
this process, a community-based pedagogy becomes a method to acknowledge and disrupt the
barriers that prevent schools from working in tandem with local communities. In turn, the
classroom becomes a space for students, community members, and teachers to engage in a shared
sense of belonging by being in relation with one another, the public good, and the commons. Such
a classroom community fosters students and teachers to develop the knowledge and skills
necessary to both name and resist social injustices within schools and communities. Thus, the long-

term, proactive, and radically loving work of grassroots communities and grassroots community
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organizing encourages youth organizers and adult allies to collaborate together for transformative
social change.
Community-Based Pedagogy

Community-based pedagogy connects the places, people, and ecosystems that surround
students to the classroom. Through this dynamic practice, the identities of students and their
communities are (re)centered in the learning environment. In this way, community-based
pedagogy cultivates a sense of belonging for students in order to bridge the worlds of the classroom
and home. Similar to the radical democratic pedagogy of Ella Baker and youth resistance theories
of change, community-based pedagogy becomes a pedagogical and curricular praxis for teachers
and students to respond to the social, economic, cultural, and environmental needs of a local place.
Through this process, educators and learners join with families and community members to
actively engage in social justice work that most directly impacts children and young people (Au,
2009; Eds. Rethinking Schools, 2017).

As discussed in chapter one, community-based pedagogy is not a novel concept has been
at the root of social change and civil rights movements for centuries. African American Freedom
Schools, Native American language revitalization projects, and ethnic studies programs are all
examples of young people and adults practicing community-based pedagogy (Brown & Au, 2014;
Ladson-Billings, 1995; McCarty & Lee, 2014). By the turn of the 20" century, the United States
had established a segregated, homogenized, and standardized public education system, causing
drastic disparities in who did and did not have access to quality schools (Suarez, 2018). As a
response, many African American children attended community-based schools in local churches,
such as Second Baptist Church in Detroit, instead of woefully underfunded and inequitable public

schools (Schott-Bresler, 2018). Furthermore, community-based pedagogy is evident in the
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Chicano/a and Indigenous civil rights movements of the 20" century, which have influenced
student-centered education practices to this day. Throughout the 1960s and 1970s, Mexican
American students organized for multilingual and multicultural curriculum in their classrooms
(Escobar, 2018). In the 1970s, the American Indian Movement established survival schools in
order to affirm and revitalize liberatory curriculum practices for Indigenous students (Reyhner,
2018). These collaborations between student leaders, educators, and community members
continue to inspire culturally sustaining and revitalizing ethnic studies programs around the
country.

The second half of the 20" century would also see the global influence of Paulo Freire’s
critical pedagogy. Published in 1970, Freire’s Pedagogy of the Oppressed introduced critical
pedagogy to multicultural and multilingual educational researchers and practitioners. Freire’s
critical pedagogy is rooted in conscientizagdo, which is the ongoing practice of critical
consciousness, and calls upon educators to resist systems of oppression within their classrooms
and community spaces. Feminist theorists and educators such as bell hooks have challenged
critical pedagogy to intersect understandings of gender, sexuality, and race within learning
communities (hooks, 1984). Like Freire, hooks views education as the practice of freedom and her
own use of critical pedagogy emulates the purpose of classroom communities built upon shared
power. By co-creating an engaged pedagogy, each student is viewed as an active contributor to the
learning experiences within the classroom (hooks, 1994). By acknowledging and magnifying the
intersecting identities of students in the classroom, the white, colonial, and patriarchal canon is
dismantled in order for each student to find meaning and purpose within education (hooks, 2003).

Importantly, both Freire and hooks share how a transformative and empowered community of
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learners can take shape both inside and outside the four walls of the conventional classroom (Freire,
1974; hooks, 2010).

Community-based pedagogy is also related to place-based education, which aims to
connect learning to the natural world and the local community in order to challenge individual and
standard-based approaches to education (Smith & Sobel, 2010). Through place-based education,
schools become the center of community sustainability and development, which enhances both the
academic achievement of students and holistic improvement of the community (Smith, 2002). In
“Making a World of Difference by Looking Locally”, Ethan Lowenstein and Gregory Smith
discuss the benefits of “involving students in local problem solving and action” with community
members (2017). By connecting social, cultural, and ecological justice issues to the local
community, students and teachers are able to bring the curriculum to life by engaging in active
citizenship (Sobel, 2013). In EcoJustice Education: Toward Diverse, Democratic, and Sustainable
Communities, Martusewizc et al. contend that place-based education becomes particularly
empowering when partnered with the model of EcoJustice Education (2015). In this way, learning
experiences become more relevant as students are connected to the local community and
intergenerational community members (Boggs, 1998).

Gregory Smith and David Sobel (2010) believe in the transformative abilities of place- and
community-based education “because it is the only term that allows for the inclusion of both the
human and the more-than-human, something we believe is essential if educators are to help
students grapple with the messy and cross-disciplinary nature of humankind’s current dilemmas”
(p. 21-22). As such, place- and community-based education strives to change not only the
individualistic and conventional notions of the American PreK-12 schooling system, but also

transform the conditions in which children, young people, and their communities are harmed
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through the (re)production of such systemic oppression (Pilloton, 2010). Through this process, the
community becomes a “living classroom” as students join educators, families, and community
members in solving real world problems through place-conscious and empowering learning
experiences (Gliner, 2013).

Established in the mid-1990s, the Rural School and Community Trust is recognized as a
foundational organization in the proliferation of place- and community-based education,
particularly within rural school communities. By connecting educators, students, and grassroots
community organizers within various rural contexts, the Rural School and Community Trust (2005)
advocates and enacts place-conscious education, which “has the power to engage students
academically, pairing real-world relevance with intellectual rigor, while promoting genuine
citizenship and preparing people to respect and live well in any community they choose.” Much
like their urban counterparts, rural school communities often face similar systemic injustices such
as inequitable school funding, disinvestment in low-income communities, and the challenge to
recruit effective classroom teachers (Walker, 2019). In turn, place- and community-based
education becomes a pedagogical and curricular practice for educators and students within urban
and rural school communities to address and work against the ways in which the PreK-12
schooling system harms low-income children and young people.

This is particularly salient following the discussion of King’s Beloved community through
the practice of agape love, which ultimately led to the co-creation of the Poor People’s Campaign
before Dr. King’s assassination in 1968. The Poor People’s Campaign, which is still active today,
was founded in 1967 in order to join together poor people, regardless of race, in efforts to “demand
jobs, unemployment insurance, a fair minimum wage, and education for poor adults and children”

(King, 1967). Similarly, Baker advocated for the unity of poor people across racial and gendered
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lines in order to work toward intersectional social justice. Like Dr. King, Baker recognized that
social justice and civil rights movements must align with poor, working-class white, Black,
Indigenous, and people of color in order to eradicate racist, classist, and sexist systems of
oppression. Within this milieu, the community-based frameworks of King and Baker can be seen
throughout rural, suburban, and urban uses of place- and community-based education for
transformative social change within schools and communities.

David Gruenewald discusses the method of a “critical pedagogy of place” for students to
become active members of schools and communities rather than cogs in the standardization
machine (May 2003). Gruenewald theorizes the importance of multicultural “place-conscious
education” as students and educators create learning communities of belonging and accountability
(Fall 2003). Significantly, Gruenewald posits that a “critical pedagogy of place” must aim to
rethink standardized understandings of the classroom, which often separate children and young
people from the people, places, and ecosystems around them. Thus, the practices of critical
pedagogy and place-based pedagogy enable educators and students to engage in the work of
transformation and conservation (May 2003). For example, #FridaysForFuture is a current youth-
led global movement where children and young people take to the streets of their neighborhoods
and city centers every Friday in order to “protest against the lack of action on the climate crisis”
(2020).

Eve Tuck, Marcia McKenzie, and Kate McCoy have challenged the intentions and
purposes of place-based education as it often perpetuates settler colonialism within schools and
communities (2014). This is notable for educators and students who are engaging in community-
based practices as the historical context of settler colonialism must be acknowledged within

student-centered and place-conscious learning experiences. Furthermore, land cannot be thought
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of as separate to community-based pedagogy, which fosters the accountable and reciprocal
relations between people, place, and ecosystems (Tuck, McKenzie, & McCoy, 2014). In her
discussion of anticolonial approaches to civic education, Alutiiq scholar Leilana Sabzalian affirms
that all teaching, learning, and being in community takes place on Indigenous lands (2019).
Sabzalian calls upon educators and students to move beyond superficial and performative land
acknowledgements by engaging in critical inquiry about and participating in solidarity with
Indigenous peoples (2019). In turn, the collective use of community-based pedagogy will not
further erase Indigenous nations, but rather work to be in relation with people and place.

As a teacher educator-scholar-community organizer, I contend that community-based
pedagogy is fundamentally the social studies (Popielarz, 2018). When curated with purpose and
relevancy, the social studies is deeply connected to all of the core subject areas — Mathematics,
Science, English Language Arts, Foreign Language, Art, Music, etc. —as well as the people, places,
and ecosystems that make up schools and communities (Boutte, 2015; Taylor, 2018; Valenzuela,
2017). For example, the National Council for the Social Studies (NCSS) defines social studies as:

The integrated study of the social sciences and humanities promote civic competence.

Within the school program, social studies provides coordinated, systematic study drawing

upon such disciplines as anthropology, archaeology, economics, geography, history, law,

philosophy, political science, psychology, religion, and sociology, as well as appropriate
content from the humanities, mathematics, and natural sciences. The primary purpose of
social studies is to help young people make informed and reasons decisions for the public
good as citizens of a culturally diverse, democratic society in an interdependent world.

(NCSS, 2020)

By embedding community-based theoretical frameworks within pedagogical and curricular
practices, teachers and students are enveloped in the social studies in order to conceptualize and
act upon their participatory and accountable roles as community members (Lowenstein & Smith,

2017). However, NCSS, the largest and most esteemed association for social studies educators,

along with the College and University Faculty Assembly (CUFA) and American Educational
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Research Association (AERA), frequently disregards or silences such critical and transformative
social studies research and scholarship (Ladson-Billings, 2001; Shear, Tschida, Bellows,
Buchanan, & Saylor, 2018). For these reasons, many prominent teacher educators and scholars
have turned toward other educational associations such as the National Council for Teachers of
English (NCTE) (Ladson-Billings, 2001), established independent progressive conferences
(Elementary Social Studies Education Summit, 2020), or curated publication outlets in order to
share in justice-oriented social studies (The Critical Social Educator, 2020).

Conversely, professional organizations such as AERA, NCSS, and CUFA are contested
spaces and while they must move forward in significant ways, there are academics who are engage
in critical, humanizing, and innovative scholarship within AERA, NCSS, and CUFA communities.
For example, the aforementioned Elementary Social Studies Education Summit and 7he Critical
Social Educator stem from scholars who are active within AERA, NCSS, and CUFA teacher
education and social studies communities. Additionally, AERA has elevated and acknowledged
critical scholars such as Maxine Greene (1981-82), James A. Banks (1997-98), Gloria Ladson-
Billings (2005-06), and Kris Gutierrez (2010-11) to positions of leadership. Likewise, the current
governance of CUFA is represented by critical scholars such as Brooke Blevins, Alex Cuenca,
Margaret Crocco, Sarah Shear, Amanda Vickery, Dan Krutka, Noreen Naseem-Rodriguez, Annie
Whitlock, and Christopher Busey who are reimagining the purposes of social studies education.

Furthermore, in my own personal experiences, I have continued to develop as a teacher
educator-scholar-community organizer through the relationships I have built through various
special interest groups and committees within AERA, NCSS, and CUFA. For instance, I recently
submitted a proposal alongside my colleague, Timothy Monreal, to the CUFA 2020 conference

entitled “Toward a Spatial Justice Agenda in the Social Studies” in order to “conceptualize spatial
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justice, share how educators can engage in spatial thinking, and dialogue through what a call for
spatial justice in social studies education might look like” (Popielarz & Monreal, Under Review).
Within this milieu, I argue that the critical theoretical framework of community-based
pedagogy not only reinvigorates the social studies, but also encourages long-standing gatekeepers
within NCSS, CUFA, and AERA to revisit the aim and scope of the social studies (Shear & Krutka,
2019). Through this research project, I join critical teacher educators and scholars who are
ambitious in fulfilling the social studies as a critical civic initiative for intersectional social justice:
Our collective, intersectional vision for [social studies] today is overt, deliberate, and
explicit, and it positions teachers and children as powerful citizens who can think critically
about the historical and current manifestations of oppression, take action both locally and
globally, and consider others before self. (Shear, Tschida, Bellows, Buchanan, & Saylor,
2018, p. xvi)
To this end, the analysis and discussion of the findings in chapters four through six will examine
the complexities of reconceptualizing the social studies as inherently community-based alongside
youth organizers, TCs, and adult allies within a social studies methods course. Within the current
socio-political context of these times, such a reimagination of the social studies is essential in order
to realize transformative social change.
Situating Culturally Sustaining Pedagogy within Community-Based Pedagogy
Culturally sustaining pedagogy becomes a resourceful tool in building strong partnerships
with PreK-12 students and their communities (Alim & Paris, 2017). A culturally sustaining
pedagogy centers the linguistic and literary strengths of students in order to connect the knowledge
and culture of students to the classroom. This liberatory form of learning seeks to “sustain and
support” students who have been marginalized within the education system (Paris & Alim, 2014).

Thus, a culturally sustaining classroom will “name and conceptualize” how students and their

communities become the anchor of the curriculum (Paris & Alim, 2014). Culturally sustaining
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pedagogy is purposefully situated within the discussion of community-based pedagogy since both
theoretical frameworks aim to humanize education through meaningful connections between
students and their communities. Django Paris elaborates:

We offer that culturally sustaining pedagogy exists WHEREVER education sustains the

lifeways of communities who have been and continue to be damaged and erased through

schooling. This means that while we must push for, join, amplify CSP in schools (as nation-
state institutions required for our young people), CSP (like teaching and learning) exists
far beyond schools. CSP exists (has always existed) in community organizations, elder
teaching, peer groups, social media/media, the arts, social movements. And, of course, the
respectful, critical joining of the culturally sustaining practices of these spaces, places,
mediums, people with schooling has led entire educational movements - #EthnicStudies
and #HipHopEd as examples. This is to say from #BeyonceHomecoming to the All My

Relations podcast — that which teaches and learns to sustain communities is what we seek

to honor and amplify through our work in CSP — in schools and beyond. (2019, Twitter

thread, emphasis in original)

Paris’ “Culturally Sustaining Pedagogy: A Needed Change in Stance, Terminology, and
Practice” advocates for a “new term and a new approach” to culturally relevant, responsive, and
appropriate pedagogies (2012, p. 93). Paris found that the ground-breaking work of Gloria Ladson-
Billings’ culturally relevant pedagogy (1995) and Geneva Gay’s culturally responsive pedagogy
(2010) were often being applied in the classroom simply to “use the language and culture of the
students to teach them part of the ‘acceptable’ curricular cannon” (Paris, 2012, p. 95). Furthermore,
culturally relevant and responsive pedagogies continue to be appropriated by corporate education
reforms through character education and high stakes standardized testing (Love, 2019). In turn,
many classroom teachers, teacher educators, and TCs reinforce white middle class norms within
PreK-12 schooling, rather than engage in the critical and social justice frameworks defined in
culturally relevant and responsive pedagogies. In turn, Paris proposes the term culturally sustaining
pedagogy in order to:

[Require] that our pedagogies be more than responsive of or relevant to the cultural

experiences and practices of young people — it requires that they support young people in
sustaining the cultural and linguistic competence of their communities while
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simultaneously offering access to dominant cultural competence. Culturally sustaining

pedagogy, then, has its explicit goal supporting multilingualism and multiculturalism in

practice and perspective for students and teachers. (Paris, 2012, p. 93)

In Paris and H. Samy Alim’s “What Are We Seeking to Sustain Through Culturally
Sustaining Pedagogy? A Loving Critique Forward”, the authors refuse the “white gaze”, as
theorized by Toni Morrison (2019), and ask: “What would our pedagogies look like if this gaze
weren’t a dominant one?” (2014, p. 86). Paris and Alim argue that asset pedagogies, such as
cultural relevancy and responsiveness, are often used to posit students’ linguistic strengths and
cultural heritages within the dominant socio-cultural norms of schooling. In turn, multilingual and
multicultural students are taught that their inherent identities are not affirmed nor included within
institutions of power such as the United States education system. In turn, culturally sustaining
pedagogy aims to circumvent this (re)produced oppression by:

[Seeking] to perpetuate and foster — to sustain — linguistic, literate, and cultural pluralism

as part of the democratic project of schooling and as a needed response to demographic

and social change ... CSP, then, is necessary to honor and value the rich and varied
practices of communities of color and is a necessary pedagogy for supporting access to
power in a changing nation. (Paris & Alim, 2014, p. 90, emphasis in original).

Parallel to community-based pedagogy, culturally sustaining pedagogy is rooted in
“dynamic community practices” in order to connect teaching and learning to “the cultural practices
that have sustained and strengthened us” (Paris & Alim, 2017, p. 12). However, culturally
sustaining pedagogy acknowledges that communities are always evolving based upon the needs
and growth of a particular place. In addition, culturally sustaining pedagogy does not romanticize
notions of community and instead engages in loving critique to move communities forward toward
social justice (Paris & Alim, 2017). Above all, culturally sustaining pedagogy is grounded in, “a

love that can help us see our young people as whole versus broken when they enter schools, and a

love that can work to keep them whole as they grow and expand who they are and can be through
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education” (Paris & Alim, 2017, p. 14). Such pedagogical and curricular practices purposefully
humanize education in order to intentionally connect students’ lived experiences and communities
to the classroom for transformative social change.

A current example of classroom teachers engaging in culturally sustaining pedagogy is
#DisruptTexts, which “is a crowdsourced, grassroots effort by teachers for teachers to challenge
the traditional canon in order to create a more inclusive, representative, and equitable language
arts curriculum that our students deserve” (2018). Through Twitter chats, practitioner resources,
national conference presentations, and peer-reviewed publications, #DisruptTexts rejects deficit
pedagogies by sharing inclusive and counternarrative texts that are often erased within the canon
of schooling. As such, #DisruptTexts actively (re)centers multilingual and multicultural students
by engaging in anti-racist and anti-bias curricular and pedagogical practices (Ebarvia, 2018).
Significantly, #DisruptTexts is gaining momentum as a grassroots movement through
presentations at the 2019 National Council for Teachers of English (NCTE) Conference and
publications in NCTE’s Council Chronicle.

Importantly, Teresa L. McCarty and Tiffany S. Lee have expanded upon culturally
sustaining pedagogy through a culturally sustaining/revitalizing pedagogy for Indigenous learners.
As many Indigenous communities engage “in a fight for cultural and linguistic survival”, a
culturally sustaining/revitalizing pedagogy ‘“[addresses] the sociohistorical and contemporary
contexts of Native American schooling” (McCarty & Lee, 2014). Culturally sustaining/revitalizing
pedagogy can be seen through the work of American Indian Health and Family Services in Detroit
which “is a non-profit health center whose mission is to empower and enhance the physical,
spiritual, emotional, and mental wellbeing of American Indian/Alaska Native individuals, families,

and other underserved populations in Southeast Michigan through culturally grounded health and
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family services” (2018). Through youth programming, ancestry knowledge sharing, social justice
community organizing, peer mentoring, revitalizing traditional foodways, and language
reclamation, the organization models community practices vital for Native American sovereignty
and survivance (Deyhle, Swisher, Stevens, & Galvan, 2008).

The Southeast Michigan Stewardship (SEMIS) Coalition is an additional example of
culturally sustaining pedagogy working in tandem with community-based pedagogy. A member
of the Great Lakes Stewardship Initiative (GLSI) network, the SEMIS Coalition “facilitates
school-community partnerships to develop students as citizen-stewards of healthy ecological-
social systems” (2018). The SEMIS Coalition is partnered with thirty schools and thirty-five
community partner organizations throughout Michigan with the goal of uniting “educators,
activists, organizations, practitioners, community members and youth who are dedicated to
transforming education and protecting the future of our human and natural commons” (2018).
Purposefully, the SEMIS Coalition utilizes an interdisciplinary approach in order to foster the
agency of children and young people as they gain knowledge and strategically develop action plans
for solutions about local justice issues (Zalaznick, 2019). The SEMIS Coalition is a model of the
slow and intentional process of co-creating collaborative and accountable communities for
transformative social change (Lowenstein & Erkaeva, 2016).

Culturally sustaining pedagogy holistically honors the humanity and identity of young
people and their communities in the pursuance of intersectional social justice, which is at the root
of community-based pedagogy. This type of teaching and learning is an act of educational freedom
in order for educators and students to acknowledge and disrupt systems of oppression within
schools and communities. Through this practice, educators are encouraged to learn from and with

their students as they seek to sustain and revitalize the multitude of spaces in which education may
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take shape. In turn, teachers and students collaborate together to reconceive the classroom as a
space of belonging, affirmation, and inclusivity for transformative social change.
Community-Based Teacher Education

Many teacher education programs have developed university and community-based
partnerships to enhance the preparation of critically conscious and socially aware TCs (Lee,
Eckrich, Lackey, & Showalter, 2010; Koerner & Abdul-Tawwab, 2006; Seidl & Friend, 2002;
Zygmunt & Clark, 2016). Community-based teacher education is a method for future educators to
develop knowledge and understanding of local communities, which is necessary for classroom
field placements and university methods courses (Hallman, 2012; Zeichner, 2010). Furthermore,
community-based teacher education encourages TCs to examine their privileges and biases as they
learn the assets and strengths of children and young people within the communities they will teach
(Cooper, 2007; Noel, 2016; Smolkin & Suina, 1999; Wade, 2000). Purposefully, TCs are also
asked to recognize and analyze the particular systems of oppression that harm Black, Indigenous,
and students of color within PreK-12 classrooms. Importantly, the literature conveys both the
opportunities and immense challenges of developing partnerships between the university and local
communities in order for community-based teacher education to be effective and sustainable
(Guillen & Zeichner, 2018).

Through her work as a community-engaged scholar and teacher educator, Marcelle Haddix
challenges teacher education programs to situate field placements and methods courses within the
context of local communities beyond the walls of the classroom (2015). Haddix warns that
voyeuristic notions of community-based teacher education often perpetuate harmful teaching and
learning practices. Instead, Haddix discusses the necessity of teacher educators embodying the

practice of community-engaged teaching and learning in order to more deeply connect education
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to the lived realities and experiences of children and young people. In turn, Haddix advocates for
the use of community engagement and a community-engaged teaching agenda:

A community-engaged teaching agenda can move teacher educators and preservice

teachers beyond the comforting and safe confines that have been constructed in teacher

education programs to begin to account for the dynamic engagements of students and their
families in non-school communities. Community engagement can get at issues of race and
racism, equity and inequity, and social justice and injustices more pointedly than reading
scholarly articles, learning new methods and pedagogies, or completing student teaching
placements. Doing this work requires that both teacher educators and their preservice

teachers fully acknowledge their goals for becoming teachers and educators. (2015, p. 69-

70).

Peter Murrell’s The Community Teacher: A New Framework for Effective Urban Teaching
is a model for the development of community, university, and school partnerships, particularly
within urban metropolis settings (2001). Murrell discusses the urgency of nurturing community
teachers as many urban city-centers with predominantly Black, Indigenous, and students of color
face injustices within schools and communities. Murrell argues that community teachers should
be deeply embedded within the people and places in which they teach in order to collaborate
together for transformative social change through socially just education. In The Community
Teacher, Murrell describes the long-term process of developing effective and experienced
community teachers through a teacher education program framework that is “community-
dedicated, research-focused, collaboration-oriented” (2001, p. 3). Referencing the scholarship of
Ladson-Billings’ culturally relevant pedagogy, Murrell describes a community teacher as someone
“who possesses the contextualized knowledge of the culture, community, and identity of the
children and families he or she serves and draws on this knowledge to create the core teaching
practices necessary for effectiveness in diverse settings” (2001, p. 52).

In Moving Teacher Education into Urban Schools and Communities, Jana Noel takes up

the framework of Murrell’s community teacher in order to situate teacher education programs
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directly within schools and communities (2013). Noel argues that teacher education must build
reciprocal and accountable relationships with schools and communities in order to de-center the
privileged knowledge of universities. As such, teacher education programs may develop
institution-wide community-based practices that collaborate with school and community partners
for transformative social change. In Transforming Teacher Education for Social Justice, Eva
Zygmunt and Patricia Clark discuss the process of developing program-wide community-based
teacher education programs by situating TCs learning experiences directly within local schools,
extracurricular activities, and community organizations (2016). Through the program Schools
Within the Context of Community, which is informed by Murrell’s community teacher framework,
Zygmunt and Clark describe the innovative practice of community mentors, classroom teachers,
community organizations, and community-engaged teacher educators working alongside one
another in the preparation of TCs (2016). Within such community-based teacher education
programs, TCs may develop the agency and self-efficacy to become community teachers who
understand teaching as a committed political act and the work of social justice (Noel, 2013;
Zygmunt & Clark, 2016).

Barbara Seidl (2007), Ken Zeichner (2016), and Robert E. Lee (2018) are notable teacher
educators who have theorized, implemented, and researched community-based teacher education
programs. With the goal of fostering critically conscious educators, Seidl, Zeichner, and Lee have
researched and discussed the complex process of deeply connecting with the local community to
further enhance the preparation of TCs. Within these programs, community organizations and
community members become partnering teacher educators in order to support TCs in developing
asset-based and culturally sustaining approaches to teaching and learning. Importantly, the distinct

research of Seidl, Zeichner, and Lee note that community-based teacher education is indeed
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difficult to implement. It requires additional resources, partnerships, funding, and support from
stakeholders. Furthermore, community-based teacher education requires a paradigm shift in the
preparation of potential teachers as it asserts the significance and importance of collaborating with
local communities. Zeichner and Katherine Payne elaborate (2013):

This shift needs to attend to both the processes of teacher education, how and from whom

teachers learn in courses and field experiences, and how these decisions are negotiated —

as well as to the larger structures in which teacher education is embedded ... we are not

defending the status quo in university teacher education. Rather, we argue for a

transformation of teacher education as a public good that requires participation from

colleges and universities, schools, and communities. (p. 3)

The SEMIS Coalition, as mentioned previously, is at the center of a local university’s
place-based teacher preparation program that connects a Southeast Michigan teacher education
program to local community organizations, place-based classroom models, and intergenerational
community members. This place-based teacher education program is grounded in the framework
of Ecolustice education in order to provide TCs the opportunity to understand, visualize, and
practice community-based pedagogy. Importantly, the local community and young people are seen
as partnering teacher educators, which encourages TCs to learn from the people and places in
which they are teaching. In Place-Based Teacher Education: A Model Whose Time Has Come,
Ethan Lowenstein, Imandeep Kaur Grewal, Nigora Erkaeva, Rebecca Nielson, and Lisa Voelker
describe the process of developing a collaborative and purposeful place-based education program
with local school communities and grassroots community organizations (2018). Notably, the
generative reflections by the authors on reciprocity and accountability acknowledges the long-term

process of cultivating community-based teacher education programs that are committed to

culturally sustaining and revitalizing pedagogies (Lowenstein et al., 2018).
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Moving Community-Based Pedagogy Forward

There have been resounding calls for teacher education programs to be more intimately
involved with the local community in order to collaborate in transformative social change
(DeNicolo, Yu, Crowley, & Gabel, 2017). Noteworthy literature has problematized and analyzed
the tenacious process of developing teacher education programs that are both accountable to and
collaborative with local community organizations (Lowenstein, Martusewicz, & Voelker, 2010).
In addition, many teacher educators advocate for connecting TCs to community leaders in efforts
to learn culturally relevant, revitalizing, and sustaining pedagogies (Zygmunt, Cipollone, Tancock,
Clausen, Clark, & Mucherah, 2018). Furthermore, Youth Participatory Action Research has
demonstrated how young people engage with adult allies in social justice causes both inside and
outside the classroom (Burke & Greene, 2015). However, much of the literature on community-
based pedagogy does not center the voices and lived experiences of children, young people, and
TCs throughout place-conscious and culturally sustaining learning opportunities. Moreover, the
literature often reinforces the status-quo rather than discussing and actualizing how community-
based pedagogy may be a liberatory practice to challenge systemic oppression while also working
toward intersectional social justice (Love, 2019).

These gaps in the research literature encourages scholars to learn more about the ways in
which youth, teacher education programs, and the grassroots community experience collaborative
learning opportunities. The theoretical frameworks of radical democratic pedagogy, youth
activism, and youth resistance theories of change offer guidance for community-based scholars
and practitioners as they acknowledge and disrupt the existing barriers between intergenerational
community members and teacher education programs. Additionally, the methodologies of Youth

Participatory Action Research (Ginwright & Cammarota, 2007), Youth Resistance Research (Tuck
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& Yang, 2014), and Community Action Research (Bang, Faber, Gurenau, Marin, & Soto, 2015)
offer structures for the analysis of designing and implementing learning experiences between
youth organizers and TCs through the use of community-based pedagogy, which is at the heart of
this action research project. Importantly, these contributions should not aim to romanticize the use
of community-based pedagogy within teacher education programs, but instead further nuance
intergenerational partnerships for transformative social change in schools and communities.
Community-based pedagogy is not alternative education, nor is it an extracurricular
activity. The transformative purposes of community-based pedagogy is not intended to increase
the academic achievement of children and young people through Eurocentric, heteronormative,
and standardized notions of knowledge. Rather, community-based pedagogy is about dismantling
systems of oppression that continue to harm young people both inside and outside the classroom.
In We Want To Do More Than Survive: Abolitionist Teaching and the Pursuit of Educational
Freedom, Love argues that grassroots community organizations are models for this exact paradigm
shift that is needed to reimagine and humanize education (2019). By affirming and including
youth-centered and intergenerational grassroots organizations within PreK-12 classrooms and
teacher education programs through the use of community-based pedagogy, teaching and learning
becomes a practice of freedom. Additionally, community-based pedagogy must be informed by
culturally sustaining pedagogy, which advocates “schooling should be a site for sustaining the
cultural practices of communities of color rather than eradicating them” (Paris & Alim, 2017). In
this way, future research literature must depict the complex process of utilizing community-based
pedagogy within teacher education and its subsequent impact upon the curricular and pedagogical

practices of TCs and teacher education programs themselves.
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Within this urgent work, it is vital that community-based pedagogy continues to evolve in
order to respond to the strengths and needs of local communities and community members. To
further the understanding of community-based pedagogy, additional critical qualitative research
projects must take place within the interconnections of PreK-12 classrooms, teacher education
programs, and grassroots communities. This research should share in the process of designing and
implementing community-based pedagogical practices alongside community members within
their own local context. Furthermore, this research should problematize the complexity of
engaging in community-based pedagogy within the realities of current rural, urban, and/or
suburban learning communities. Significantly, such critical qualitative research projects must aim
to (re)center the voices and perspectives of grassroots community organizations and community
members in order to disrupt oppressive top-down power dynamics between universities and local
communities. In turn, research endeavors should aim to collectively design, implement, and
analyze the impact of community-based methods courses and classroom field placements amongst
TCs. Such generative research projects will support teacher educators, classroom teachers,
community members, TCs, children, and young people in advocating for community-based
pedagogy in schools, communities, and teacher education programs.

In order to further the critical development of community-based pedagogy within a variety
of educational spaces, the findings and discussion from this action research project will have
implications for teacher education programs, PreK-12 classroom teachers, and grassroots
community organizations. This action research project will analyze the use of a community-based
pedagogy as the voices and lived experiences of youth organizers are (re)centered within a social
studies methods course. Informed by participatory and community-based methodologies, this

critical qualitative action research project will further the current scholarship relevant to research
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projects amplifying the insights of community partners in teacher education programs (Guillen &
Zeichner, 2018; Lee, 2018; Zygmunt, Cipollone, Tancock, Clausen, Clark, & Mucherah, 2018).
Purposefully, this action research project will examine the possibilities, contradictions, and
limitations of youth organizers as essential partners within teacher education in order to
acknowledge and discuss the complexity of intergenerational learning experiences within
community-based pedagogy. As such, this research project will contribute to critical discussions
pertaining to ongoing paradigm shifts within teacher education programs and PreK-12 classrooms

for transformative social change in schools and communities.
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CHAPTER 3: METHODOLOGY

We might collectively reimagine the foundations of social research so that love might
become ontology, epistemology, methodology, axiology, and pedagogy, too. / We might
then contribute to a better world by countering the changing tides of our historical present,
by teaching methodological diversity as methodological justice, and by teaching critical
qualitative inquiry is/as love. (Jasmine Ulmer, 2017)

Community-Based Action Research

At the end of the class period, I dialogued with Youth Liberation Army to debrief their
adult ally training. They were filled with “I notice” observations (Some of the teacher
candidates were engaged and some teacher candidates looked put off) and “I wonder”
questions (Do you think this was tailored enough to them as elementary teachers? Do you
think they have been impacted?). In this moment, I was able to remind the youth organizers
about one of the purposes of the research project being that I will share the data findings
and analysis from the adult ally training with them in order to inform their work moving
forward. This really energized the youth organizers and they were excited to be reminded
that the research I am doing will help inform them and their work around facilitating
trainings and workshops. When Y outh Liberation Army was leaving the classroom, I yelled,
“Thank you so much for coming! I love y’all!” Each youth organizer turned around and
yelled, “We love you, too!” It was in that moment that all of the work around participatory,
humanizing, and community-based research was visualized. My heart swelled and I was
reminded of the reciprocity and trust behind our love for one another. In that moment, I felt
free and I wondered if the youth organizers felt free, too. (Personal Field Journal, June
2019)

The theoretical framework of community-based pedagogy informs this critical qualitative
action research project in order to challenge traditional norms of research and knowledge
production within teacher education, classrooms, and communities. In particular, I posit the
necessity of love, trustworthiness, respect, belonging, and accountability as the bloodline of this
action research project informed by participatory and community-based methodologies. In turn, I
am indebted to my relationships with the participants of this research project as we collectively
reflect upon the possibilities of freedom, liberation, justice, transformation, and reimagination
through critical qualitative inquiry and research. Such a process is messy and offers no clear
answers to complicated questions of teaching and learning for transformative social change (Shear

& Krutka, 2019). In this way, the analysis of the findings and implications that will be shared from
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this research project mirror the practice of community-based pedagogy as incomplete and always
ongoing.

Significantly, my own experiences as a community action researcher in Detroit
encapsulates my understanding and use of a place-conscious research methodology (Ulmer, 2017).
We The People of Detroit (WPD) was co-founded in response to Emergency Management over
the city of Detroit and Detroit Public Schools in 2008 by the State of Michigan (We The People
of Detroit, 2019). As a grassroots community organization, WPD informs, educates, and empowers
Detroit citizens on imperative and intersectional issues of land, water, and education justice. As a
member of WPD’s Community Research Collective (CRC), I collaborate with community activists,
academics, researchers, artists, and designers in developing public knowledge through
community-based and participatory action research. WPD’s most recent projects center critical
counter narratives through the (re)centering of community knowledge in response to ongoing
racial and socioeconomic injustices in Detroit such as the public health crisis due to mass water
shutoffs, the displacement of residents due to illegal tax foreclosures, and the dismantling of school
communities through the privatization of public education.

Due to my role in the CRC, I cultivate relationships with Detroit community members as
we produce and utilize community-curated knowledge as a tool for empowerment and
transformative social change. In turn, the community-based theoretical framework and
methodology of the CRC compel me to see action research as a tool in the tradition and legacy of
civil rights and social change movements. By acknowledging and disrupting the barriers between
universities and communities, the CRC actively pushes forward new ideas for how research is
produced and utilized (Images 1 and 2). The CRC purposefully reimagines our ways of knowing

and being in our communities and our world in order to work toward intersectional social justice.
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In this way, my experiences with the CRC have called me to understand and engage in research as
a method to cultivate community (Ulmer, 2018) among the people and places of Detroit —
Wawaitonong, or “where the river goes ‘round” — and beyond (Fox and McGahey, 2019).

Image 1.

We The People of Detroit. (2018). We The People of Detroit Community Research Collective: Our
process and working values. Presented at the Allied Media Conference, Detroit, MI.

Our Process and Working Values

Community Control of Data S dl Consensus and Collaboration

Image 2.

We The People of Detroit. (2018). We The People of Detroit Community Research Collective: How
do we use our work? Presented at the Allied Media Conference, Detroit, MI.

How do we use our work?

Policy Work National/International Allies
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Critical Qualitative Action Research

It is important to continue the discussion of action research methodology with the reminder
that it has long existed outside of the academy as a community-based strategy to produce
knowledge and work toward transformative social change amongst people and places. In
Decolonizing Methodologies, Linda Tuhiwai-Smith describes the array of community-based
action research utilized globally by Indigenous peoples to continuously resist white supremacy
and settler colonialism (2012). Within or outside the use of universities, action research is a product
of Indigenous theoretical frameworks and research methodologies, which have sought to sustain
and revitalize Indigenous knowledge and ways of being (Kimmerer, 2013). Moreover,
decolonizing action research projects are often unique to a specific place, group of people, and
moment in time (Tuck & McKenzie, 2015). In turn, action research has potential to be inclusive
and affirming of a local place and its community members in order to collectively work toward
transformative social and ecological justice (Tuck & McKenzie, 2015).

Critical qualitative methodologies are often used within research projects to pursue what is
ethical and political in order to reimagine what can be (Cammarota & Fine, 2008). In turn, many
critical qualitative researchers challenge what is traditional or foundational in order to confront
and expand our ways of being, seeing, doing, and knowing (Paris & Winn, 2014). Such research
projects typically engage in dynamic and reflexive processes in order to have truthful and
analytical dialogue to work toward justice-oriented transformation (hooks, 1984; 1994; Freire,
2000). In addition, a growing body of literature now demonstrates how critical qualitative
methodology may confront oppressive power structures as counternarratives are centered within

research projects (Tuck & Yang, 2014; Tuck & McKenzie, 2015). Furthermore, critical qualitative
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projects may be informed by participatory and community-centered methods in order to humanize
the research process (Weis & Fine, 2004).

Within a critical qualitative lens, action research may be conceived as a method of
collective agency to bring about justice-oriented and place-conscious transformation. For the
purposes of this research project, I engage in the methodology of action research to demonstrate
the opportunities and struggles of enacting a community-based pedagogy within the realities of
PreK-12 schooling and the requirements of teacher education programs. Through critical
qualitative data sources, I document the process of designing and enacting a community-based
pedagogy in order to honor the messiness and contradictions of its use within a specific social
studies methods course. In turn, action research provides me the opportunity to engage in critical
reflexive processes alongside research project participants — youth organizers, adult allies, and
teacher candidates (TCs) — in order to better understand the complexities of developing a culturally
sustaining and place-conscious community-based pedagogy.

In turn, the critical qualitative methodology of this action research project is grounded in
the process of praxis in order to engage youth organizers, adult allies, and TCs in collaborative
reflection, dialogue, and action for transformative social change in schools and communities
(Freire, 1974). Significantly, praxis edifies the analysis and discussion of the findings and
subsequent implications from this action research project. Importantly, this action research project
is informed by the community-based pedagogical practices of Grace Lee Boggs and the radical
democratic pedagogical strategies of Ella Baker in order to develop intergenerational learning
opportunities amongst young people, TCs, and adult allies (Boggs, 1998; Ransby, 2003). Through
this theoretical framework, I engage in community-based research (CBR) methodologies that are

grounded in the local and embodied social justice issues of the participants. (Tuck & McKenzie,
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2015). Through the foundation of reciprocal and accountable relationships, CBR encourages the
influence and guidance of participants in order for the findings and implications to be useful in
their classrooms and communities.

Such community-based methodological practices are informed by participatory action
research (PAR), which asserts that critical qualitative research cannot be done in isolation. PAR is
particularly informative since this action research project analyzes the design, implementation, and
impact of community-based pedagogy with youth organizers, adult allies, and TCs. Through the
influence of PAR, I engage action research as a method of collaborative and emergent praxis in
order to work toward critical and justice-oriented PreK-12 classrooms and teacher education
programs. Due to this humanizing methodological approach, I negotiated the university and
systemic barriers that often romanticize the involvement of children and young people within
critical qualitative action research projects. In turn, PAR methodology encouraged me to disrupt
barriers between the university and school communities in order to engage in responsible
collaboration with local change agents.

More specifically, community-based and participatory methodologies informed how this
specific action research project is cognizant of and accountable to students and communities in
order to co-create action-based solutions to local needs (Mclntyre, 2010). In this way, mutual love,
respect, and trustworthiness grounded the collaboration between myself, a researcher-participant,
and participants within the research project (Paris & Winn, 2014). My role as a teacher educator-
scholar-community organizer required me to be responsive to the needs and purposes of
participants in PreK-12 classrooms, grassroots community organizations, and teacher education
programs. As such, the participatory and community-based approach of this action research project

informed the collection, analysis, and use of data sources.
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To ensure reciprocity and accountability, youth organizer, adult ally, and teacher candidate
participants had specific requests regarding their collaboration with the social studies methods
course and the research project. This specifically impacted the focus of analysis for the research
project. In turn, the findings from this research project have been provided to participants in order
to encourage their specific ambitions as students, community organizers, and classroom teachers.
For example, the analysis of data sources are actively being used by youth organizers and adult
allies to inform their current community organizing initiatives and campaigns regarding
environmental justice, immigration justice, and youth liberation. Additionally, the subsequent
findings from the research project have informed areas of specific growth for TCs as they continue
to develop their teaching practice.

Critical Qualitative Inquiry

The primary purpose of this action research project is to analyze the use of community-
based pedagogy within a social studies methods course informed by youth organizers and adult
allies living for change in their schools and communities (Boggs, 1998). More specifically, the
research project engages in critical qualitative inquiry relating to the possibilities, contradictions,
and limitations of youth organizers as essential partners in teacher education through the design,
facilitation, and impact of two distinct adult ally trainings. The research project is purposefully
situated within a social studies methods course in order to reconceive the social studies as a critical
civic initiative for participatory, democratic, and community-based education. Secondly, this
action research project examines the process of TCs’ emerging critical consciousness due to
deepening connections with young people and identification with local Detroit communities. Thus,
the proposed research aims to understand the complexities of TCs further developing their teaching

practice within the context of a community-based pedagogy. Finally, and most importantly, the
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action research project (re)centers the voices and lived experiences of youth organizers who are
instrumental in the design and implementation of community-based pedagogy within the social
studies methods course. As a result, the proposed research documents and analyzes the
collaborative process of youth organizers and adult allies in the preparation of TCs. In turn, this
research project inquires and reflects upon the following questions:

1. What implications does community-based pedagogy have for those of us who educate
teacher candidates?

2. How does community-based pedagogy enhance or compromise the reimagination of the
classroom as a space for young people and educators to collaborate for transformative
social change?

3. In what ways does the praxis of action research engage the complexities of community-
based pedagogy within the realities of PreK-12 classrooms and teacher education?
Settings

The methodology of this action research project is grounded in the critical theoretical
framework of community-based pedagogy and is informed by the local community and the
participants (Ulmer, 2017). As a teacher educator-scholar-community organizer within Detroit-
based grassroots communities, the research project is purposeful situated amongst the relationships
I have cultivated with youth organizer and adult ally participants over the past few years (Paris &
Winn, 2014). Furthermore, the research project is driven by the knowledge, cultural heritage, and
assets of community members in order to disrupt traditional top-down power dynamics between
research universities and local communities (Bang, Faber, Gurneau, Marin, & Soto, 2015).
Moreover, the inherent needs and desire of participants most impacted by social injustices within

schools and communities are at the forefront of this action research project (Lipman, 2013). In this
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way, the findings reveal the active inquiry, dialogue, and reflection amongst myself and
participants throughout the research project as we collaborate together in the development of
community-based pedagogy for transformative social change.

Community Sites

Beginning in April 2019, I began meeting with the youth organizer and adult ally
participants at a variety of community sites in Detroit and Metro Detroit for the specific purposes
of this action research project. The city of Detroit has an estimated population of 672,662 people
with the population demographic makeup as: 78.6% Black or African American, 14.6 % White,
7.6% Hispanic or Latino, 1.6% Asian, and 0.3% of American Indian and Alaska Native.!! Metro
Detroit consists of 80 Northern, Northwest, Southern, Downriver, and Western suburbs with a
population of 4,326,442 people!? and a demographic makeup of: 66% White, 22% Black or
African American, 5% Hispanic or Latino, and 5% Asian.!?

Settings to collaborate together in the planning of the social studies methods course were
strategic and included a LGBTQ+ inclusive coffee shop, an ecojustice and feminist coffee shop, a
long-time neighborhood family bakery, and a specific grassroots community organization meeting
space. Community site locations were chosen by participants due to their own comfort, familiarity,
and public accessibility. In addition, community sites chosen for the planning phase of the research
project were locations where I had previously interacted with the participants related to grassroots

community organizing efforts. After the completion of the social studies methods course, I

!! The United States Census Bureau. (2018). Quick facts: Detroit city, Michigan. Retrieved on December 12, 2019 from
https://www.census.gov/quickfacts/fact/table/detroitcitymichigan, MI/PST045218

'2 The University of Michigan Library. (2019). Detroit suburbs. Retrieved on December 12, 2019 from
https://guides.lib.umich.edu/c.php?g=283069&p=1885993

'3 The United States Census Bureau. (2018). American community survey 1-year estimates. Retrieved on December 12, 2019 from
https://censusreporter.org/profiles/31000US19820-detroit-warren-dearborn-mi-metro-area/
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continued to meet with youth organizer and adult ally participants, in addition to TC participants,
at these specific locations for interviews.
Urban Public Research University

I'am an instructor for a specific social studies methods course within a College of Education
at an urban public research university located in Detroit, Michigan. The university has 17,663
undergraduate students, 2,016 professional students, and 7,165 graduate students'* with a
demographic makeup of: 58% White, 16.7% Black or African American, 9.4% Asian, 5.1%
Hispanic/Latino, 0.2% American Indian or Alaska Native, and 0.1% Native Hawaiian or Other
Pacific Islander.!> The university was founded in 1868 and the Detroit Normal Training School
was established later in 1881, which would eventually become the College of Education.!®

College of Education. As a graduate student and part-time faculty member in the College
of Education (COE), I am an instructor for a social studies methods course which provides me the
opportunity to analyze the development and implementation of a community-based pedagogy
through this action research project. In addition, I am a former classroom social studies teacher
and hold a professional teaching certificate in the social studies from the state of Michigan. By
developing an action research project through a course of which I am the instructor of record, I
have the opportunity to actively develop my praxis as a social studies teacher educator and support
colleagues in the improvement of social studies methods courses and classroom field placements.

The COE has 1,187 undergraduate and 1,143 graduate students. There are 1,632 female

students and 695 male students with a demographic makeup of: 60% White, 22% Black or African

' Office of Institutional Research and Analysis. (2019). Wayne State at a glance: Enrollment headcount quick facts, All. Retrieved on December
12, 2019 from https://oira.wayne.edu/institutional-data/enrollment-headcount

15 College Factual. (2019). Wayne State demographics: How diverse is it? Retrieved on December 12, 2019 from
https://www.collegefactual.com/colleges/wayne-state-university/student-life/diversity/

!¢ Wayne State University. (2019). Rooted in Detroit: History and traditions. Retrieved on December 12, 2019 from
hitps:/wayne.edu/about/history/
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American, 4.8% Hispanic or Latino, 3.4% Asian, 0.5% American Indian or Alaska Native, 0.4%
Native Hawaiian or Other Pacific Islander, and some students identifying as two or more races.!’
The demographic makeup of the COE student population mirrors the current trends of classroom
teachers as predominantly white in the United States and in the state of Michigan (Stackhouse,
2018). More specifically, the 22 TCs enrolled in the social studies methods course and the
subsequent 10 TCs who voluntarily participated in this action research project are predominantly
white females.

Undergraduate and graduate TCs in the COE must take a list of required courses prior to
their graduation and application for teacher certification. TCs in the Elementary Education
program may earn a major in core subjects or student-centered comprehensive subjects. Each
Elementary Education program entails university general education requirements, college
requirements, a teaching major or minor, and professional education courses that provide clinical
field experiences. In addition, TCs must pass state-required standardized tests and graduate from
the COE’s preparation program before earning their teacher certification. TCs must complete all
university and college requirements before proceeding to the professional education sequence of
PreK-12 classroom experience through participation in clinical field placements.

COE students aiming to become certified in Elementary Education within the state of
Michigan must take an elementary social studies curriculum/methods course. Students who enroll
in the social studies methods course in the COE must be Level 2 TCs, which means they have
completed their university general education and college requirements. In addition, TCs who enroll
in the social studies methods course are actively engaging in classroom field placements through

the COE. The course entails specific Interstate Teacher Assessment and Support Consortium

17 Office of Institutional Research and Analysis. (2019). Wayne State at a glance: Enrollment headcount quick facts, College of Education.
Retrieved.on December. 12,2019 from hitps:/oira.wayne.edu/institutional-data/enrollment-headcount
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(InTASC) learning outcomes, which support the requirements of the Council for the Accreditation
of Educator Preparation (CAEP) for teacher certification.

Neither the INTASC learning outcomes for CAEP or the mission of the COE explicitly
detail the importance of TCs engaging with young people or the local community as an equal
teacher. However, both CAEP and the COE encourage teacher preparation that is committed to
reflection, innovation, and equity in diversity. By connecting the social studies methods course to
the grassroots community in order to experience a community-based pedagogy, TCs have the
opportunity to meet graduation and certification requirements through meaningful and relevant
practices (Darling-Hammond, 2006). Furthermore, TCs acquire further skills and resources to
connect the lived experiences of young people and their communities within classroom field
placements. The foundation of the syllabus for this particular social studies methods course has
been designed through collaborative planning with colleagues in the COE, who are also
implementing student-centered and place-conscious learning opportunities for TCs.

Social Studies Methods Course. The social studies methods course at the focal point of
this research project took place during an accelerated spring/summer semester of 2019. The course
was 8-weeks long and met 2 times per week in the COE of an urban public research university in
Detroit, MI. Each course meeting was 150 minutes for a total of 300 minutes per week. The
syllabus used for this specific social studies methods is included in the appendix section and is
centered on PreK-8 elementary social studies (Appendix A). As the instructor of record for the
course, I had relative autonomy and support from colleagues to curate a syllabus through a
community-based pedagogical and curricular framework. The description of the course as outlined
in the syllabus is as follows:

The mission of the College of Education is to cultivate the “Effective Urban Educator”,
which is a teacher who is committed to innovation, reflection, and equity in diversity. As
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such, this course will conceptualize the importance of the social studies classroom in the
development of an effective urban educator. Importantly, teacher candidates will study
community-based and culturally sustaining pedagogy and curriculum within the social
studies. Additionally, teacher candidates will engage with young people who are active
change agents in the local community in order to envision and implement collaborative,
humanizing, and empowering social studies learning environments.
TCs engaged in collaborative learning experiences through a community-based pedagogy that was
informed and/or planned by youth organizer and adult ally participants. TCs contextualized the
cultural, geographic, historical, anthropological, and sociological components of the social studies
through student-centered and place-conscious lens. The structure of readings, digital media,
assignments, and collaborative inquiry throughout the semester prompted TCs to learn through the
process of praxis and a critical conceptual framework. The goals of the course included preparing
TCs to become community-based educators for the multilingual and multicultural learners they
will teach in classroom field placements and their own future classrooms. In turn, the subject
matter of the social studies served as a vehicle for TCs to conceptualize and enact the critical
theoretical framework of community-based pedagogy as discussed in chapter two.

Community Engaged Learning Experiences: Living History of Detroit. TCs parti