Continue

Disrupting postsecondary prose toward a critical race theory of higher education
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Race in Education and Pierre Bordeaux's Theory of Practice widely used by scientists to better understand inequalities in education (see Edgerton and Roberts, 2014; Howard; And Navarro, 2016). Although both frameworks predominate in educational research, none of the work put these two theories into conversation, assessing similarities and examining
how, if at all, theories should be a source of information for each other. Even Tara Yeosu (2005) Community Theory Wealth, partly a critical race inspired by criticism of the Puritan frameworks in education, was not necessarily a dialogue between the two theories. Besides being just an interesting theoretical exercise, using both frameworks together may
facilitate new insights about colored and black students in particular, as well as the interaction between structure, agency and racial realities. My argument, in part, is enlightened by literature about black life in the United States. During the height of Jim Crow's impeachment, two remarkable authors, Ralph Ellison and James Baldwin, richard wright's original
son, criticized it as a protest novel (see Baldwin, 1998; Allison, 1964). They argued that the protest narratives prioritized protest, militancy and the message on the quality of the story and the humanity of the characters. According to the authors, the protest narratives were unable to create an accurate depiction of the complex humanity of blacks. Allison
(1964) said that a black person is not merely the result of a social and political context, but a product of the interaction between his racial predicament and his individual will... Thus, it is also, in a limited way, of its own making (p. 112). In educational research on black students, there is similar tension in dealing with racist structures and the Black Student
Agency. CrT, a theory born out of protest, insists that scientists take into account the ways in which race and racism are endemic in society (Delgado and Stefancic, 2012). While much educational research neglected the role of racism in education, scientists took a bold stance, using CRT to argue that race and racism were important in education (Ladson
Billings and Tate, 1995). Pierre Bordeaux (1984), French sociologist, see a founding framework for the study of societal reproduction and power structures. Both theories, in their end, have limitations in analysing students' racial experiences and positioning. But by employing Pierre Bordeaux's theory in practice, as reported by CRT in education, scientists
may better study the interaction between student agency, or will, and community structures with race in mind. To embody the use of frameworks, I use literature related to black students who historically attend white institutions (HWIs) 1 of higher education as a conceptual case. Given crt's strength in education to highlight the experiences of racial minorities
and Purdue's usefulness in studying the reproduction of inequality, literature on black students attending university was referred to. Research on this group is particularly useful for embodying frameworks because black students in HWIs are a) racial minorities b) often report more negative experiences and have in this piece I show how CRT in education and
Bourdieusian frameworks may be used in a useful ceremony to share More accurate analyses of educational grievances. My argument here is triple: 1) CRT is not fully involved with Bordeaux, 2) Bourdieu and CRT, although it is distinct, not necessarily in opposition, and 3) CRT and Bordeauxian analytics, if used side by side, may lead to a more accurate
participation of the interaction between race, structure, and agency in education. In doing so, I first provide a brief description of both CRT and Bordeaux. Theories were then put into conversation, highlighting their conformity and describing how scientists could use both theories side by side. Evaluating the theory of critical race in education and Bordeaux's
theory of practice in the CRT and Bordeaux assessment, I provide short descriptions of each frame. CRT and Bordeaux analyses, like all frameworks, have strengths and limitations. I would like to mention the perceived limitations of both frames in this section before returning them in depth in my discussion of what Bordeaux and CRT have learned from each
other. These descriptions are not exhaustive, to be clear. However, my goal is to provide a practical understanding of the two frameworks. CrT's critical race theory came in response to critical legal studies – a legal framework created to challenge the role of law in reconfiguring the class hierarchy. Although intended to be a framework for social justice to
address and challenge persecution, the approach to critical legal studies has been limited. A group of researchers argued that critical legal scholars inappropriately focused on class and reduced the role of racism (Delgado and Stefancic, 2012). Due to the inability of critical legal scholars to reconcile with the specificity of race (Crenshaw, Gotanda, Beller, and
Thomas, 1995, p. 26), the CRT movement began in the 1980s as legal scholars began to identify and develop common principles and guidelines for better engaging in the role of racism in structural oppression (see Yoso, Parker, Sollerzano. Delgado and Stefansic, 2012). Drawing from CRT in the legal field, Ladson Billings and Tate first introduced CRT into
education in 1995. CrT's analysis, as the West suggests, shows that race matters, and, as Smith insists, blackness is important in more detailed ways (as stated in Ladson Billings and Tate, 1995, p. 52). As a work- and knowledge-detector, the knowledge detector is at its best when its lens is geared towards identifying racism and the racist nature of various
aspects of education. Using crt's multidisciplinary perspective, researchers use conceptual tools such as racial micro-assaults (Solórzano et al., 2000), racial fatigue (Smith, Hong, Franklin, 2011) and the threat of stereotypes (Steele and Aronson, 1995) to better understand the manifestations of racism in education. Development in education continues to be
motivated by the goals of a more equitable society and transformative societal change Conceptually, to study the changing nature of race and racism in education (Howard and Navarro, 2016). Basic concepts, basic assumptions and limitations. Critical race scientists in education utilize various principles or make different proposals depending on their analysis
(e.g., Harper, Patton, and Wooden, 2009; Ladson Billings and Tate, 1995; (Yoso, 2005). While the CRT in Education With no unique definition, CRT scientists often follow at least five principles: 1) the centrality of racism and the interrelated nature of forms of oppression (such as class or sexism), 2) the challenge of dominant ideology, 3) commitment to
social justice 4) evaluating empirical knowledge, 5) a multi-approach The government's work on the development of the health sector has been a major cause of the government's inaction in the country' since the 1990s. In the following, however, I only highlight two themes within CRT in education that are particularly useful in how one can use CRT and
Bordeaux thought side by side. racial realism and race center. There are crt analysis centers of race and racism, but also involved with how race intersects with other identities and forms of dependency (Solórzano &amp; Yosso, 2002). This concept assumes that black students, for example, are not all the same, and have different experiences depending on
their unique mutual constituent identities of gender, class, gender and other identities (Crenshaw, 1991). But besides the concentration of race and racism, CRT analysis also works in the context of racial realism. In educational literature, racial realism is often understood as acceptance of the permanence of racism in society and education (see Patton,
2016). Derek Bell, who coined the term racial realism, argued that a de facto racial perspective enabled us to avoid despair and free us from imagining and implementing racist strategies that could and even triumph (1992, p. 373-374). Bell used legal realism, a pragmatic form of understanding of the law, as a model for building racial realism. Like legal
realists (Miles and Sonsten, 2008), critical race scientists often understand racial realism in different ways. Bell's understanding of racial realism, for example, is sometimes criticized for being too pessimistic and inevitable (Powell, 1992). Critical race theorists are therefore on a fine line between promoting inevitable scepticism of racism everywhere and
insisting that racism can be eliminated (Harris, 2011, p. 349). A racially realistic perspective in higher education can free scientists from imagining new questions, methods and research sites that could provide a broader scope for analyzing the experiences of black students. In other words, questions about the permanence of racism such as do race and
racism play a role in higher education? These are really questions that I answer in the affirmative. With the acceptance of racism as a reality, research can go beyond proving that things and the search for negative racial forces or confrontations. Racial realism can be used to show many ways - from positive to negative to mundane - that matter to race in the
daily lives of students. Evaluation of empirical knowledge. Critical legal grants have been limited in their analysis of inequality by neglecting to listen to the living experiences of marginalized persons oppressed by structural racism (see Yosso et al., 2004). CRT acts as a corrective. Similarly, CRT scholars in education believe that empirical knowledge and the
history of students of color can provide a valuable insight into the study and elimination of educational inequalities. The voice of ethnically marginalized groups, through the counter-narrative and, more generally, qualitative methodologies, can complicate and/or refute prevailing narratives about marginalized peoples (Delgado &amp; Stefancic, 2012;
Solorzano, 1997). Critical race scientists take seriously the voices of people of color who suffer from educational inequalities, arguing that we must look at experiences and responses to racism, sexism, class and Latinos in and out of schools as correct, appropriate and necessary models of data (Solórzano &amp; Yosso, 2002, p. 37). Given their unique
position, their voices, experiences and stories — often obscured by the attitudes of dominant groups — can highlight the realities of race and racism. For example, while the majority of students may be satisfied with student services and feel a great sense of engagement with campus (Harper Hurtado, 2007), the CRT lens examines how ethnic minorities
experience the campus and just how race teaches their experience. In this way, capacity development researchers can use the individual experiences of marginalized people to analyze and criticize institutional policies and initiatives. Possible limitations. In educational literature, CRT is sometimes limited in its analysis of 1) agency and 2) diversity within the
group. CRT Analytics Agency, I highlight more depth later, revolving around student resistance (Solórzano and Bernal, 2001). However, less work examines the student agency without focusing on repressive structures. Another possible limitation of CRT analytics is the examination of diversity within the group. While CRT clashes with some intersecting
identities (such as race and gender), some researchers have noted the difficulty of theory in dealing with class differences between races (e.g. Leonardo, 2013). Similarly, crt, related to diversity within the group, is limited in its analysis to deal with the ideas or perceptions of racial minorities that are related to ideas opposed by CRT (e.g. color blindness or
disability-based assumptions for people of color). CRT usefully identifies people of color, such as Supreme Court Justice Clarence Thomas, who published the existing deficit, Accounts of people from the same ethnic groups (e.g. Solarzano and Yoso, 2002). CRT's analysis, however, is limited in its exploration of how people of color come to adopt such
narratives and beliefs. The work of Bordeaux's theory of practice focuses on social and cultural reproduction and, specifically, the power and structures that perpetuate inequality (1986). His theory helps to understand how groups in power, such as the wealthy and/or influencers, remain in power, and how the objective societal structures that exist for all
learn the subjective behaviors of individuals. Bordeaux focused on the work, behavior and struggle of agents, as well as the role of community structures and the personal history that shaped those works (Gonzalez, 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2 014; 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2014; 2 0014; 2 0014; 2
Lizardo, 2012). Basic concepts, basic assumptions and limitations. Most education analyses focus on cultural and social capital (Lareau &amp; Weininger, 2003; Yeosu, 2005), yet other pieces of his toolkit are equally important (Emirbayer &amp; Johnson, 2008). The capital, field, and habit, which I describe below, are the three theoretical tools Bordeaux
uses to explain the practice. Capital. Bordeaux is credited with being the first to consider social capital (Portes, 1998), and uses his concept of cultural capital extensively and cites it in educational research (see Baez and Mosupa, 2009; Edgerton and Roberts, 2014). But instead of being a symbol of the situation, capital can be understood as a toolkit (see
Edgerton and Roberts, 2014). By highlighting the key concepts that make up social and cultural capital, the qualities that make up these tools can be explained. Social capital refers to the type, quality and quantity of resources within the network, as well as the maintenance and size of the network (Portes, 1998). The government's efforts to address the
problem of the new system of government and the development of the national economy have been a challenge. The government's decision to re-establish a new government in 2010 is a major concern for the Government of The United States of Great Britain and The United States of Africa. For example, black students who have enrolled in white-dominated
private middle schools may have some cultural capital, or a set of skills and habits, so that they can easily adapt to elitist secondary institutions. However, cultural capital is linked to the time period and location. Thus, context is required when applying bordeaux's theory of social and cultural capital to an educational issue (Bordeaux, 1984; 1984; 1984; 1984,
1984; 1984, 1984, 1984; 1988; 1988 4, 1984; 1984, 1984; 1984; 1 Bordeaux and Petron, 1990; Edgerton and Roberts, 2014; Baez and Musauba, 2009). Bordeaux uses the field concept to interact with context. Fields.Fields consists of complex relationships and has specific forms of cultural and social capital (Edgerton and Roberts, 2014). Bourdieu (1984)
resembles fields and spheres, or social squares that have Often implicit, rules or principles. Field examples can be any social scientist and can extend anywhere from classrooms, to organizations, to university campuses, to higher education in general. In these areas, agents engage in the pursuit of discrimination and competition for capital or power
(Bordeaux, 1984, p. 226). The value of social or cultural capital depends on the field. Bordeaux and Wakwant note that capital does not exist and works only in relation to the area (1992, p. 101). In addition to certain rules of the field, and private field capital, one's behavior in this area is determined by the representative habitus. Habitus is described as the
behaviors one learns at an early age as a result of the social class, culture and family. Since one has always been and can change, depending on what a person faces, indicating the interaction between the possible and the potential (Pinto, 1999). In other words, habitus mediates the relationship between subjective and objective structures. Objective
structures include circumstances that exist as a reality for all, while self-structures include individual actions taken by people. Objective structures make up a lot of one agency. Habitus gives one a sense of the game in the field, or le sens pratique, which roughly translates into a cognitive method that does not necessarily contain knowledge of its own
principles (Bourdieu, 1990, as reported in Reay, 2004). One's habits appear to others in the same field whether or not one belongs. Bourdieu (1984) uses a useful example of handwriting to describe the context of a particular and unconscious nature of habitus. Like handwriting, habitus is expressed differently depending on the field (e.g., paper, cloth, or
whiteboard), but it still carries a distinctive style. Bordeaux's workforce is to explain why some groups engage in specific behaviours, while others do not do so (Bordeaux, 1990). Bordeaux noted that the language of practice could be understood as [habitus] + field = practice (Bourdieu, 1984). Hotsos determines the capital one brings to a special field, which
remains a subsequent practice. For example, capital can be widely understood as the skills and ammunition needed to manage the obligations of being a college student. Bourdieusian analysis sees students as agents with the ability to succeed academically and develop capital, or despite objective structures. However, the groups of agencies they show are
formed by objective structures. Possible limitations. Bordeaux's analysis of education has at least two possible limitations: 1) dealing with reflexivity and 2) accounting for the racial context of the Bordeaux framework in the United States has been criticized for insisting that the average person lacks awareness of his or her social mind. Daily situations (e.g.
Reay, 2004; Sayer, 2005). Secondly, the Bordeaux framework was designed in accordance with the French context of dominance and societal reproduction, which focused on class (Baez and Mosupa, 2009). In the United States, at present, many other identities identify and shape inequality, including racial, gender, religious and sexual identity. Per itself, the
Bordeaux framework is not designed to analyse inequality in the American context. The qualities, functions and history of the two theories are certainly unique. Given both of the frameworks' limitations mentioned above, which I explain in recent sections, I suggest that CRT and Bordeaux may play complementary roles in a more thorough and comprehensive
analysis of certain topics of race and education. In the following, Bourdieu developed a conversation with CRT, addressing Bourdieusian's analysis of the supposed weakness of framing the deficit, as well as how to use the two frameworks in the study of black students attending HWIs. Bordeaux has put into conversation with the critical race theory
mentioned in more than 1,500 scientific works since its publication, and perhaps the most famous example of the discourse between CRT and Bordeaux is Tara Yusso's culture of who has capital? Discussion of the theory of a critical race for community cultural wealth (2005). Yeosu argues that popular concepts of cultural capital make students of color as
white, middle and upper-class students as a rich culture. The dominant forms of cultural capital, the standards of white, middle and upper-class students, are celebrated and emphasized in school, while non-mainstream cultural forms are unrecognized, unappreciated, and sometimes viewed with a view. Yeosu points out that the traditional understanding of
Bordeaux's theory was wrongly seen as cultural capital as evidence of how educational success rather than criticism of education and society (2005). She says some scholars then attribute achievement gaps to the inability of minority students to assimilate, or to adopt the dominant cultural forms and practices offered by middle-class white students. Based
on this misinterpretation of Bordeaux, scientists may suggest that students of color simply abandon their cultural practices and adopt white and middle cultural norms in order to increase academic achievement. Emphasizing that these understandings of cultural capital draw students of color from a deficit-based point of view (Valencia, 2012), Yeosu provides
an enlightened framework by CRT, community cultural wealth, to better understand, assert and harness non-dominant forms of capital, or cultural wealth found in marginalized communities (2005). Consider Yeosu's position as a researcher in critical race, spread cultural capital as a conceptual framework in educational literature, and challenge popular
misconceptions of cultural capital A valuable theoretical step. Yeosu (2005) provides critical criticism necessary for misinterpreting Bordeaux's traditional works. However, her work was in conversation with bordeaux's traditional credits, not bordeaux's theory of societal cloning, per se. Bordeaux's theory, of course, is more than just its criticism and
misunderstanding. However, some researchers interpreted Yusso's criticism of Bordeaux's disability-based interpretations as a critique of Bordeaux's work in general (e.g., Hughes and Giles, 2010; 2010, 2010; 2010; and 2010, 2010 0, 2010; 2010, 2010, 2010, 2010, 2010; 2010; 2010; 2019, 2010; 2011 Martinez, Chang, Wilton, 2017. Samuelson and Litzzler,
2016). As a result of the preponderance of flawed misinterpretations of Bordeaux, Yosso's criticism of these interpretations, and the practical benefit of societal cultural wealth, a theoretical discourse has yet to emerge between Bordeaux's theory of practice. My point here is not to challenge or question the value of community cultural wealth. I am according to
Yosso's criticism of the prevailing understanding of cultural capital on all accounts. However, while the usefulness of community cultural wealth is evident on the basis of its continued use as a generative framework for analysis in education research, I suggest that Bordeaux and CRT can be used in a different and useful way that takes into account the
interaction between race, structure and agency. First, however, he showed the ways in which the CRT and the Bordeusian approach were consistent. Then I describe how I use Bourdieu and CRT side by side. The match of Bordeaux and CRT given that Bordeaux and CRT sometimes depicts the odds, I first show how, in some respects, is aligned. Although
the frameworks are distinct, they are neither competitive nor contradictory. I even claim that the two theories are compatible and can even inform each other. Both frameworks engage in (a) criticism of deficit-based thought; (b) and (c) implemented in policy frameworks, including b) demystifying the reproduction of society; and (c) describing the interaction
between culture and structure. To be clear, I am not arguing that one can use any of the theories interchangeably, I am just suggesting that some of its qualities are in line with the justification for using both side by side. criticism of deficit-based thought. Bordeaux and Patron (1990), as Yeosu (2005) stated, were primarily critical of society and the way of
education in reproducing the hierarchy; Contrary to the explanations for Bordeaux's deficit, I claim that CRT and Bordeaux are similarly opposed to portraying marginalized groups that exclude the role of institutional structures, often repressive. Critical race theorists seek to challenge dominant ideologies that blame the victim, or suggest that the material and
negative conditions of disadvantaged and marginalized groups are the result of their own actions (Solórzano &amp; 2002; (Yeosu, 2005). Examples of blaming the victim or thinking about disability are an argument for anti-intellectualism in the black community as a reason for the low academic achievement of black students compared to their counterparts of
other races (e.g., Fordham and Ogbu, 1986). Dominant ideologies that use deficit thinking are often seen as a primary tenant of CRT (see Solórzano, 1997). In the spirit of challenging the ideology of disability and empowering marginalized peoples, Yeosu introduced the theory of community cultural wealth (2005). Bordeaux's deficit-based interpretation of
cultural capital may attribute low achievement or a sense of belonging in the academic context to the culture of black students. However, Bordeaux and Patron argue the opposite, saying: It is impossible to take culture as a whole concrete, integrally responsible for its cause (1990, p. 187). In all their work, they explain that objective circumstances or
structures often determine the personal status of peoples or cultural norms. Thus, repressive structures, not the oppressed, themselves, are the cause of their circumstances. Bordeaux, himself, viewed the work of sociology as the art of self-defense: I often say that sociology is the art of self-defense, a means of self-defense. Basically, you can use it to
defend yourself, without having the right to use it for unfair attacks (Sociology is the art of self-defense, 2016). As Yeosu (2005) noted, such unfair attacks, in the form of speech blaming victims and ideologies based on impotence, used the illegal appropriation of Bordeaux's theory or cultural capital as a justification. Continuation of Bourdieu analogy, CRT
and Bordeauxthought thought are closer to kung fu and karate, two unique martial arts, with similar goals of self-defense. Thus, while Bordeaux and CRT are certainly distinct, the frameworks are similar in their criticism of repressive structures and in their defence of the marginalized. Demystifying reproduction in society. Bordeaux and Patron (1990) said that
an educational system based on merit and equal opportunities, granted the privilege of not considering themselves privileged (p. 210). CRT and Bordeaux are united in highlighting the ways in which privileges and control work in society. CRT clearly shows how ideologies, phenomena or non-racial circumstances seem to be quite the opposite, i.e. they are
shaped by race, racism and white supremacy. In defiance of the critical race theory of dominant ideologies, one shows the manifestations of white privilege and refutes the claims made by educational institutions towards objectivity, merit, color blindness, racial neutrality and equal opportunity (Yeosu and Sollerzano, 2005, p. 122). Like much of CRT,
Bordeaux aims to demystify. While Bourdieu was primarily involved Class, and CRT with race, both frameworks are intended to show that educational institutions are not neutral, contributing to the reshaping of the ethnic and/or class hierarchy. In addition, both the CRT and Bordeaux framework sought to question the supposed merit of the higher education
system and the challenging frameworks that understood the system as the system required to be understood (Bordeaux and Patron, 1990, p. 159). The forces described by Bordeaux and the critical race theorists are different, bordeaux addresses the social class in France, the CRT, and white supremacy. However, both frameworks analyse the way in which

these forces are reproduced. In CRT, race and racism are seen as permanent, as they are often invisible material and are in many ways the world of modernity (Winant, 2012, p. 605). Bordeaux argued that, in the French context, the social class is an organization of society and has been reproduced generation after generation. In the social sphere, visible
racism and speaking class can manifest itself in the social sphere, but scholars of both traditions argue that they are simply manifested in new and subtle ways, with similar repressive consequences (e.g., Bonilla-Silva, 2006; 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 2006, 20006, 2006, 20006, 20006, 2006, 2006,
20006, 20006, 20006, 2006, 20006, 20006, 2006, 2006, 20066, 20006, 20006, 2006, 20006, 20000, 200 The government's support for the government's work in the country is a good way to support the government's work. The interaction between practices and structures. Through CRT and Bordeaux, researchers can identify the overall structures and
institutions of individual sympers and their personal behaviors. While theorists use different conceptual tools, both camps of researchers may look to the micro to learn more about macro. In Borno and Patron, procreation in education, society and culture (1990), the authors examine how the French education system, which seems to be worthy of educational
standards that favour the education of upper-class students, has been enlightened. Scientists who derive from the Perdosian thought often study the behaviors or practices of the Muslim communities in order to learn how to reproduce the social status generation after generation. Similarly, critics analyse how the behaviours and experiences of individuals are
manifestations or consequences of racist structures. For example, Kimberly Crenshaw, a founding legal researcher in CRT, studied the experiences of black women who were victims of rape and domestic violence by men (1991). Crenshaw said their experiences were the result of racist and sexist policies, institutions, history and structures that were
intersecting rather than isolated and dismissive personal issues. Education scientists using CRT often study the ways in which people's daily experiences are the product of racist structures. From the relationship between the experiences of black students with racial petty abuse and the campus climate (Solórzano et al., 2000), to the analysis of campus
environments and ideologies that lead to parties of a racial nature (Garcia, Garibay, Herrera, and Geraldo, 2011), CRT is useful for analyses linking racial individual encounters to larger structures of racism. Bordeaux and critical race theorists are somewhat similar in their understanding of culture and structure. The role of culture is often the site of conflict in
the scientific and political sphere in terms of its role in disparities in academic achievement (see Hayes, 1994). Culture is a force that can influence students' academic success or failure, perseverance or attrition, participation or disengagement. While CRT and Bordeaux depict culture in different ways, none of the culture is seen as an entity of its own
making. The Bordeaux and CRT analysis deals with the interaction between culture and objective structure. Bordeaux, for example, tried to dissolve the duo between structure, culture or practice by using habitus (Wacquant, 2016). In race-critical analyses, however, the structure and practice concepts seem more varied. My point here, however, is to prove
that both theoretical approaches refuse to see behavior or culture in a vacuum separated from objective structures. Using Bordeaux's theory of practice and CRT at the Bordeaux concert, purdue responded to critics of cloning in education, society and culture in 1990 on the grounds that some scientists alike oversimplifyed and distorted his theory of cloning
(Bourdieu and Passron, 1990, p. He even acknowledged that the criticisms levelled at the various misappropriations of his work were entirely justified. More recently, scientists (e.g. Edgerton and Roberts, 2014; 2014; 2014; 2014; 1999, 2014; 2014; 2014; 2 LaRue Wininger, 2003; Emirbayer has identified &amp; Johnson, 2008) misappropriation of his theory
of cloning as well. Perdue's pervasive misinterpretations have led to the necessary criticism (e.g., Yosemite, 2005), but also to the preventive separation of Bordeaux's analytical potential for the study of black and other ethnic minorities in education. In this section, I examine how Bordeaux and CRT together can provide a stronger analysis of racial inequalities
in education. Both The Bordeaux and the critical ethnicists have what they earn from the other. How certain strengths of CRT showed the constraints of Bourdieu, and vice versa. What Bordeaux does to analyze K.K. and arm the theory of critical race with analytical tools to understand and explore the harmful effects and pernicious nature of racism and white
supremacy (e.g. Solrizano, 1997, 1998). However, the agency does not arthroscopy. In CRT research in education, the agency is often recognized or considered by male, but an agency is rarely defined or studied in an accurate manner. Educational. He argues that the framework of resistance recognizes the human agency and can analyze how people
negotiate and challenge repressive structures. However, the concept of Solorzano and Bernal (2001) of the Agency is understood only through the lens of resistance. This framework is useful in analyzing practices that are clear responses to repression such as joining advocacy groups on campus or protesting. However, the framework has less usefulness in
analyzing other client behaviors that are not clearly associated with repression. For example, the resistance framework lacks the tools to analyze a black student's decision to participate in the Ncaa's class at a school, but skips black student union meetings. As such, one may hesitate to describe the overall experiences of black students and participate in HWI
along the spectrum of resistance. Undoubtedly, the study agency is not a simple task (see Emirbayer &amp; Mische, 1998), but the theory of practice in Bordeaux may help CRT provide another layer of nuance in studying the student agency and understanding their work in different contexts. Bordeaux's theory of practice is widely criticized for being
inevitable (King, 2000; 2000). Rey, 2004; Sollerzano and Bernal, 2001), however, when using the concept of field and habit, Bordeaux shares with the agency. The Agency, in the Bordeaux sense, does not exist within the individual, but within spheres, or in relationships between others and contexts (see Amerbeyer and Michi, 1998). Using the field concept,
CRT researcher may learn more about previously unexplored relationships that affect the experiences, practices and practices of black students (Emirbayer &amp; Johnson, 2008). For example, while most studies focus on students as analysis units (Harper, 2014), an informed field approach may examine students as well as other players -- faculty,
administrators, or campus police -- that affect black student practices and forms of participation in HWIs. How and why students interact with different actors in higher education can then be understood as a form of agency. What CRT does for Bordeaux's lack of reflection. Bordeaux argued that scientists should be wary of portraying all social factors in the
world (Bordeaux and Wakwant, 1992, p. 70), thus avoiding the academic tendency to unduly intellectualize the actions of participants. However, some researchers argue that in an effort to avoid overthinking people's behaviors, Bordeaux has underestimated the value of the average person's voices and abilities (Canary, 2005; 2005). Winant, 2012).
Bordeaux's own analysis of theory, rather than the voices of the participants, took precedence in his work. In this way, the theory of practice in Borodio has been criticized for underestimating the ability of the average person to understand his or her social situation (Reay, 2004). While useful in improving practice, the interaction between subjective procedures
and objective conditions, Bourdieu's concept of habitus, in particular, was criticized for the lack of reflexivity attributed to the agent (Sayer, 2005). Bordeaux's framework tends to overemphasize the role of the unconscious in habitus, thereby neglecting the reflexivity possessed by all humans and the practice (Reay, 2004; Sayer, 2005). In emphasizing the
ways in which structures and history shape the actions, tastes and actions of participants, some Bordeaux analyses inadvertently neglect to deal with how participants understand their actions and methods (Rey, 2004). However, according to CRT, by evaluating participants' calculations, we may learn more about their thinking processes and share their
reflection. Without discussing the feasibility of attributing the embodiment of structure to people's decision-making and actions, the Bordeaux analysis may not explore how people can feel their actions. CRT, however, may shake Bourdieusian's motivation to cover up the actors' consciousness and reflexes. As mentioned earlier, it holds the CRT certificate of
the participants' narrative knowledge and their stories of race as a legitimate source of data and the guiding analysis framework (Solórzano &amp; Yosso, 2002). F. E.B du Bois, who teaches his CRT work, and his concept of dual consciousness can also serve as a reminder to Bordeaux analysts to deal with the reflexivity of peoples. Du Bois (1969) said that
blacks in the United States must live a double life, both as blacks and as U.S. citizens. Unlike Bordeaux's Construction (1984) of habitus in excellence, Du Bois (1969) highlights the agent's consciousness and reflection: from this must create a painful self-awareness, a semi-obsessive sense of personality and a fatal moral hesitation of self-confidence (p.
221). By drawing on Du Bois and CRT, the Bordeaux scholar is better equipped to deal with the reflective nature of people's racial realities. What Bordeaux does to the CRT problem is non-heterogeneity. If the CRT researcher is inaccurate, the researcher may fall into the trap of authenticity, delegitimizethe voices of colored students who do not conform to
the principles of CRT. For example, CRT's analysis argued that college students who hated the CRT's Enlightened Diversity Course were unaware of the role that socialization and race played in their lives and unknowingly participated in the marginalization of people of color (Aleman &amp; Gaitan, 2017, p.1). Despite their potential criticism, the authors
failed to delve into the social reality and experiences of the students they study. Consider students of color who are similarly deviant or in opposition with assumptions held by CRT. By itself, CRT Limited conceptual tools to provide an accurate analysis of how students come to embrace such ideologies or beliefs. CRT research may also suffer from the
experiences of homogeneous black students. To be clear, CRT clearly states that black students are not all the same. However, while honoring and dealing with heterogeneity in blackness as an identity, CRT Research Science often draws the experiences of black collegians in HWIs in a painfully standardized way (Harper, 2008, 2012). Let us consider using
micro-assaults as a subject of study and concept in CRT research (e.g. Solarzano, Sega, Yoso, 2000). Although researchers criticize the Small Assault Research Project in analysing the exact ways in which racism manifests itself in daily interactions, they suggest that all ethnic minorities identify and test small attacks in a similarly negative way (see
Lilienfeld, 2017). Bordeaux can usually help in dealing with complex students, their different histories and social location. For example, what would make a researcher of a situation where a minority of black students view the racial climate on campus as positive while the majority of the black student population view the climate as hostile or cold? A critical
racing scientist may stop conducting an analysis there, simply identifying students who view the campus as being welcomed as untought. However, Habitus forces the critical race researcher to continue analyzing, examining how the experiences of K-12 students led them to feel welcome on campus. In other words, a black student who attended an elite,
mostly white private high school may have a habit of aligning with the elite HWI and thus feel at ease. What racial realism does to Bordeaux. While it was created with sufficient flexibility to be used in different contexts, Bourdieu is a cultural recopy in the French context in particular with a focus on class (Baez and Mosupa, 2009). But even in his work in
Algeria, Bordeaux did not attempt to engage in race (see Rey, 2004). An element, in the United States context, plays an integral role in domination (Bell, 1989, 1992; West, 1993), which forces the researcher to reshape a model of the dominant class. Without such a restructuring, the Purdosian concepts are not equipped to analyze race and racism, and thus
the special context of black students in HWIs. Neglecting race undermines Bordeaux's framework by simplifying the true complexity of his theory of practice. Bordeaux's theory of practice, which he learned of CRT, and racial realism in particular, may be more well-equipped to study the racial reality of black Collegiate. More than 80 years before Bell's essay
on racial realism (1992), Du Bois expressed a similar sentiment. According to Du Bois, blacks live under the color veil (1903). Any action taken by a black person seen through the veil Color, racist lens. I mention my description of Bordeaux in habitus analogy to handwriting; A distinctive method used by the agent, recognizable regardless of the circumstances.
Consider implementing the concept of color veil in the example of Bourdieu handwriting (1984); imagine that the writer's script is like most others, except in each case, whether on a blackboard, paper, or computer screen, the writing is red. If the color of the black line is used by the majority, the color, rather than the style, becomes a remarkable quality of the
red script. I'm using Bordeaux's example of handwriting here to show how an influential factor, such as race, may overcome other more accurate distinctions. In this way, the racial lye perspective teaches habits to meet the needs of the American context. For example, think of a second-year black-and-white student with similar educational backgrounds who
earned the same high degree in the business exam. Despite the similarities, non-black students, faculty and staff may look at the black student through a racist lens. Instead of a strong student, others may only see him for his race - as a black student. While Bourdieu can detail student backgrounds and behaviors, CRT can highlight how important race is in
developing behaviors as well as shaping capital. The compendium of Du Bois (1935), on social research in the early 20th century, made it clear that a review of literature in his Book Rebuilding Blacks in America was purely necessary to summon [white] American historians and accuse their ideals (p. 725). Scientists have also consistently ignored race and
racism in higher education research (Bonilla-Silva, 2006; Harper, 2012), the above-mentioned summons, led by critical race theorists, continues. Educational research owes many scholars, who have emphasized and analysed the importance of race, racism and blackness in particular in education (e.g. Bell, 1989, 1992; 1989, 1992; 1989; 1992; 1999; 1992;
1992; 1999; 1999 The government's support for the government's work in the country is a very good development. Because of their work, scientists are free to do something different -- accepting the humanity of black students and the permanence of racism as a given. Researchers, practitioners and policymakers alike will be more willing to serve students
through a better understanding of the racial reality of students. The stakes are high. However, the intersection of race, inequality and education is complex and constantly evolving. As such, the frameworks we use must be equally accurate and evolve to be better used in dealing with this complexity. Beginning a theoretical conversation between CRT and The
Bordeaux thought, this paper is an invitation for further work to consider how CRT has informed other theories to better understand the racial reality of education. Observes 1 historically white institution of higher education tradition, The symbols are largely designed for whites and (see Allen, Epps, Hanif, 1991). References Aleman, S.M, and Gitan, S. (2017).
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