
VERSION: August 2026

EdWorkingPaper No. 26-1549

Ethnic Studies Courses Across California High 

Schools: A Mixed-Method Analysis of 

Teacher-Intended Curricula

Ethnic Studies courses, which center the counternarratives of racialized communities, are rapidly 

expanding across California in advance of a high school graduation requirement for the class of 2029-30. 

However, content and pedagogical guidance for practitioners remains limited. To learn how teachers 

throughout the state have aligned Ethnic Studies courses with existing principles defined by scholars, we 

conducted a mixed-method content analysis of 298 course syllabi submitted to the University of 

California, Office of the President between 2019-2022. Course syllabi exhibit the strongest alignment with 

hallmarks demonstrating student agency, drawing on student experiential knowledge, and promoting 

structural analysis. Syllabi show weaker alignment with hallmarks that expand beyond the oppressed view 

of marginalized communities and those that emphasize community engagement. We find statistically 

significant variation in alignment patterns across course classification and public versus private schools. 

These findings highlight the need for additional localized support to ensure high-quality Ethnic Studies 

development and implementation across the state.

Suggested citation: Lopes, Jomar, Olivia Woolsey, Courtney Quach, D. Adams, D. Henderson, Isabel Kim, M. McGlothan, Fernando 

Millsap, Kenyon Pitts, J. Rinke, Andrew Penner, and Emily K. Penner. (2026). Ethnic Studies Courses Across California High 

Schools: A Mixed-Method Analysis of Teacher-Intended Curricula. (EdWorkingPaper: 26-1549). Retrieved from Annenberg 

Institute at Brown University: https://doi.org/10.26300/ngm6-c347

Jomar Lopes, Olivia Woolsey, Courtney Quach, D. Adams, D. Henderson, Isabel Kim, M. McGlothan, 

Fernando Millsap, Kenyon Pitts, J. Rinke, Andrew Penner, and Emily K. Penner

University of California, Irvine



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 1 

 

 

 

Ethnic Studies Courses Across California High Schools:  

A Mixed-Method Analysis of Teacher-Intended Curricula 

 

 

 

 

 

Jomar Lopes, Olivia Woolsey*, Courtney Quach, D. Adams, D. Henderson, Isabel Kim, M. 

McGlothan, Fernando Millsap, Kenyon Pitts, J. Rinke, Andrew Penner, and Emily K. Penner 

 

University of California, Irvine 

 

*Corresponding author: owoolsey@uci.edu 

 

 

Acknowledgements: The authors are grateful to David Frank, Jennifer Gomez, Keramet Reiter, 
members of the 2025 UCI Sociology honors cohort, and attendees of the UCI School of Education 
poster session and the Pacific Sociological Association undergraduate research roundtable for 
questions, comments, discussions, and support. We are also grateful to the High School 
Articulation Team at the University of California Office of the President for their assistance with 
providing the course syllabi data and to Dr. Rachel Baker for her dataset containing information 
about the distance between California high schools and institutions of higher education. Much of 
the data for this paper was coded by UCI sociology honors students as part of their honors thesis 
project. 
 

 



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 2 

 

Abstract  

Ethnic Studies courses, which center the counternarratives of racialized communities, are rapidly 
expanding across California in advance of a high school graduation requirement for the class of 
2029-30. However, content and pedagogical guidance for practitioners remains limited. To learn 
how teachers throughout the state have aligned Ethnic Studies courses with existing principles 
defined by scholars, we conducted a mixed-method content analysis of 298 course syllabi 
submitted to the University of California, Office of the President between 2019-2022. Course 
syllabi exhibit the strongest alignment with hallmarks demonstrating student agency, drawing on 
student experiential knowledge, and promoting structural analysis. Syllabi show weaker alignment 
with hallmarks that expand beyond the oppressed view of marginalized communities and those 
that emphasize community engagement. We find statistically significant variation in alignment 
patterns across course classification and public versus private schools. These findings highlight 
the need for additional localized support to ensure high-quality Ethnic Studies development and 
implementation across the state.  
 
 
Keywords: Ethnic Studies, Course Syllabi, Disciplinary Conceptualizations 
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Introduction 

Ethnic Studies courses – courses that prioritize the “first person [counter]narratives of 

communities of color within critical discussions of power” (Tintiangco-Cubales & Duncan-

Andrade, 2021) – are rapidly expanding across California high schools. Though historically driven 

by student demands for access to relevant, community-centered learning experiences (Hu-DeHart, 

1993), Ethnic Studies recently gained considerable institutional support. In 2021, citing Ethnic 

Studies’ potentially transformative effects on students’ social and academic outcomes, California 

Governor Gavin Newsom formally authorized AB 101, mandating Ethnic Studies as a state-wide, 

high school graduation requirement for the class of 2029-30 (Office of the Governor, 2021). The 

adoption of the graduation mandate contributed to the proliferation of Ethnic Studies courses in 

California K-12 schools (Tintiangco-Cubales & Duncan-Andrade, 2021; Penner & Ma, 2023).   

Despite this groundswell of support, the graduation requirement has since been called into 

question due to the lack of additional state funding to support course development and teachers as 

many offer the course for the first time (Rosales & Thornton, 2025). Moreover, an abundance of 

research suggests “scaling,” or expanding curriculum access across contexts is wrought with 

difficulties (Coburn, 2003; Cohen & Ball, 2007; Firestone, 2015; Fullan, 2000; Smith & O’Day, 

1991). Between variation in teachers’ sense making of reform (c.f., Coburn, 2001, 2003), 

fragmented instructional guidance (i.e., varied disciplinary frameworks, scarce textbook 

availability; c.f., Young and Kolluri, 2025), and unequal district-level support (c.f., Ball et al., 

2011; Spillane et al., 2002), it remains unclear how Ethnic Studies has thus far been implemented 

and what conditions make robust implementation more likely. Without an understanding of this 

process, California is at risk of adopting Ethnic Studies programs that fail to replicate the social-
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emotional and academic gains observed in high-quality district-level implementations (Bisht et al., 

2025; Bonilla et al., 2021; Dee & Penner, 2021; Sleeter, 2011).  

This study aims to address this gap in our understanding of Ethnic Studies implementation 

across the state by exploring the following research questions:  

(1) To what extent are Ethnic Studies courses throughout California aligned with core 

hallmarks of Ethnic Studies teaching and content? 

(2) How does the alignment of Ethnic Studies syllabi with disciplinary hallmarks vary 

within and across California regions over time?  

(3) What factors predict stronger Ethnic Studies syllabi alignment with disciplinary 

hallmarks? 

To answer these questions, we conduct a mixed methods analysis of high school Ethnic 

Studies syllabi submitted by teachers to the University of California Office of the President 

(UCOP) between 2019-2022. Syllabi across subject areas are submitted every year to verify that 

they meet alignment expectations for the University of California (UC) A-G entrance 

requirements. The syllabi for our sample were submitted across a variety of subject areas within 

the A-G content areas. They were identified for our sample because they contained specific key 

words signaling they could potentially meet a proposed Ethnic Studies requirement (Area H) for 

admission into the University of California system (Lee, 2022). We evaluate these course syllabi 

for their alignment with Ethnic Studies’ disciplinary ideals as inductively generated by Sleeter and 

Zavala (2020) from their review of the field. To understand key tenets of Ethnic Studies, Sleeter 

and Zavala’s (2020) seven hallmarks articulate a set of core elements structuring effective courses.  

We find that Ethnic Studies’ syllabi show the strongest alignment with hallmarks that 

support student agency, drawing on student experiential knowledge, and promoting the 
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macrostructural analysis of social systems. Conversely, hallmarks emphasizing community-level 

problem identification and engagement towards solutions (praxis) show relatively weaker levels 

of alignment. Results from a series of regression models examining the factors predicting 

alignment with disciplinary hallmarks show that group specific Ethnic Studies courses (e.g., Asian 

American Studies) had lower alignment scores than general Ethnic Studies courses, and that public 

schools had higher alignment scores than private schools (who voluntarily adopted the course). By 

contrast, we found no evidence of significant differences in course alignment across county-level 

political characteristics, year of submission, region, or racial demographics of the school from 

which the syllabus was submitted. Our findings extend the growing body of Ethnic Studies 

implementation literature by providing novel insights into how teachers are incorporating Ethnic 

Studies hallmarks across the state, illuminating the need for infrastructure across California regions 

to strengthen course alignment with disciplinary ideals and improve student access to well-

designed courses. 

 

Background 

Ethnic Studies from Higher Education to K-12 

Before being implemented in schools at any level, Ethnic Studies was taught in the home by 

families and in marginalized communities (Ethnic Studies Collective, 2025). With similar goals of 

critically addressing systemic barriers and uplifting personal histories, communities shared 

cultural knowledge through informal Ethnic Studies. The discipline of Ethnic Studies emerged in 

higher education in the 1960s in response to scholar- and student-led protests demanding more 

equitable learning experiences for students of color (Hu-DeHart, 1993). These protests, led by the 

Third World Liberation front—a multi-ethnic student coalition— problematized the Euro-centric 
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perspectives that characterized their schooling experiences. Protestors particularly called for 

greater access to higher education for racially minoritized students, increased representation of 

racially minoritized faculty, and a curriculum that valued marginalized historical narratives and 

community-based pedagogies (Tintiangco-Cubales et al. 2014; Gonzales et al., 2009; Third World 

Liberation Strike Demands, 1969). Such efforts ultimately culminated in the first College of Ethnic 

Studies at San Francisco State University in 1969, and the gradual adoption of Ethnic Studies 

courses across California and U.S. universities (Daus-Magbual et al., 2023; Tintiangco-Cubales et 

al., 2015; Sacramento, 2019; Cabrera and Meza, et al 2013).  

Although Ethnic Studies’ formalization in higher education strengthened the discipline’s 

academic legitimacy, its diffusion into K-12 settings remained markedly slow and uneven, in part 

due to limited empirical support (see Sleeter, 2011, for a review). Early research supporting Ethnic 

Studies was often limited to qualitative, case-study evaluations of culturally responsive teaching 

practices (Belgrave et al., 2000; Lewis et al., 2006), or correlational studies, documenting positive 

associations between culturally relevant course materials and student engagement (Bean et al., 

1999), content relatability (Brozo et al., 1996), and motivation (Rickford, 2001). Yet, without 

stronger empirical evidence, the development of K-12 Ethnic Studies remained primarily driven 

by localized community interest. 

Research emerging in the 2010s began to draw stronger empirical claims around Ethnic 

Studies course-taking. Morel and colleagues (2019; as cited by de Los Rios et al., 2015) found that 

Ethnic Studies’ pedagogies improved students’ sense of identity and confidence with writing; 

similarly, Cabrera and colleagues (2014) found positive associations between Mexican American 

Studies course-taking and student academic outcomes on reading, writing, and math assessments. 

Dee & Penner (2017) and Bonilla, Dee, & Penner (2021) extended this evidence base by providing 
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causal evidence linking the encouragement to take Ethnic Studies in San Francisco Unified School 

District with increases in overall GPA, increased attendance rates, and graduation credits earned. 

Together, this emerging body of research provided provocative empirical support for what many 

Ethnic Studies proponents had long contended— namely, that culturally relevant learning 

experiences could yield valuable social and academic outcomes. 

These early insights persist throughout the nascent literature. Studies examining K-12 

Ethnic Studies courses demonstrate the positive effects of Ethnic Studies course-taking on 

measures of critical consciousness and self-reflection (Luntao et al., 2023; Pinedo et al., 2024), 

racial-identity development (Gillespie et al., 2024), academic engagement and attainment (Bonilla 

et al, 2021), and holistic student well-being (Cunanan et al., 2023; Sleeter and Zavala, 2020). In 

sum, the culminating body of literature underscores the promise of Ethnic Studies as both a socially 

conscious and academically enriching K-12 intervention, capable of providing students with 

culturally enriching learning experiences, and reducing deeply entrenched, opportunity gaps (Gay, 

2002; De Los Rìos et al., 2015; Lopez et al., 2022). 

 

California’s Model Curriculum: Another Curriculum up for Debate 

In an effort to harness these gains and broader community advocacy for Ethnic Studies courses, 

members of the California legislature commissioned the development of a state-wide Ethnic 

Studies model curriculum in 2016 (AB 2016) to be voluntarily adopted by districts. However, the 

state’s model curriculum was met with considerable backlash around content perceived as anti-

white, critical of global events, or related to indigenous ways of knowing (Cunanan et al., 2023; 

Bell et al., 2022; Sacramento 2019). After multiple revisions, the state's Ethnic Studies Model 

Curriculum (ESMC) was formally adopted in March of 2021, offering teachers state guidelines, 
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organized around the state's six core principles (i.e., the “6C’s”).1 Shortly after, in October 2021, 

California Governor Newsom signed AB 101, making Ethnic Studies a state-wide high school 

graduation requirement for the class of 2029-30.  

This legislative authorization has contributed to the proliferation of Ethnic Studies courses 

across the state, and has also surfaced tensions and controversies around what constitutes high-

quality Ethnic Studies instruction. Indeed, Ethnic Studies scholars and practitioners have 

historically drawn from a wide range of epistemological traditions (Black, Asian, Latinx, Native 

American Studies), which differ in the extent to which they prioritize elements explicated in the 

ESMC such as critiques of systemic issues and community focused praxis (Reyes McGovern and 

Buenavista, 2016; Sleeter and Zavala, 2020; Tintiangco-Cubales et al., 2015). Compounding this 

epistemological fragmentation, Ethnic Studies remains deeply contested with proponents 

describing the discipline as a “liberatory project,” and critics characterizing the discipline as 

ahistorical, racially divisive, and/or anti-American (Sleeter, 2011; Delgado, 2012; Cabrera et al, 

2014).   

Although these concerns surrounding Ethnic Studies are often characterized as unique, 

perhaps due to its explicit exploration of race and power (Sleeter & Zavala, 2020), controversies 

surrounding curricula and standards can be found in many disciplines. For example, during the 

late 20th century, “math wars” arose in response to the Standards, a mathematics instruction 

reform emphasizing mathematical reasoning, conceptual understanding and students’ 

mathematical self-concept over traditional mathematics’ instruction focus on procedural fluency 

and rote memorization (Schoenfeld, 2004). Similarly, debates around reading instruction (i.e., the 

reading wars and the science of reading; Castles et al., 2018; Semingson & Kerns, 2021) pit whole-

 
1 The 6 C’s are detailed further in Appendix Table 1. 
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language or phonics-based approaches against one another, resulting in wide-spread legislation 

requiring phonics instruction in teacher education programs, even as many educators advocated 

for a balanced approach (Baumann et al., 1998). In this way, contemporary tensions between 

Ethnic Studies and traditional History-Social science curriculum mirror earlier debates over how 

more established disciplines should be taught (Banks, 2012). Nevertheless, epistemological 

fragmentation and ongoing disciplinary contention is likely to shape how practitioners from across 

varied regional and socio-political contexts understand and intend to implement the discipline at 

scale. 

Conceptual Framework 

To understand whether Ethnic Studies syllabi across the state aligned with prevailing disciplinary 

hallmarks, this paper brings together insights from the literature examining how policies and 

curricula scale and Ethnic Studies content and pedagogy. We draw on Remillard and Heck’s 

(2014) conceptualizations of “teacher-intended curriculum” — which position course syllabi as a 

lens into teachers’ interpretations of course content— and Sleeter and Zavala’s (2020) inductively 

generated Ethnic Studies hallmarks. By situating our analysis at the intersection of these 

frameworks, we provide novel insights into teachers’ breadth and depth of engagement with Ethnic 

Studies principles across the state and identify the considerations likely to shape future course 

development. 

 

Syllabi as Evaluative Material 

Following Remillard and Heck (2014), we conceptualize syllabi as the teacher-intended 

curriculum, which represent “the interpretations and decisions teachers make in order to envision 

and plan instruction.” Although syllabi do not capture teachers’ day-to-day instructional decisions, 
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course syllabi function as “structured documents” that can provide insight into “teacher 

knowledge, beliefs about, and [appropriate pedagogical] practices” (Remillard and Heck, 2014 p. 

714). Scholars have thus used course syllabi to analyze portrayals of marginalized communities 

and their histories (Caputo-Levine & Lynn, 2022; Kinkaid and Fritzsche, 2022; Schroeder et al., 

2021), identify trends in formal syllabi components (e.g., syllabi disclosure of university policies; 

Doolittle & Siudzinski, 2010), and most pertinent for this study, to examine teachers’ multicultural 

education conceptualizations (Gorski, 2009; Weiler & Brinegar, 2024). These course syllabi thus 

provide insight into teachers’ instructional priorities and pedagogical orientations, as reflected in 

how they articulate and plan their courses (for similar methods and content analyses, see Jiménez 

& Lerch, 2019; Porter, 2002; Polikoff et al., 2011; Cateté et al., 2018; and Stegeman et al., 2016). 

 

Ethnic Studies Hallmarks 

To date, there are various approaches to understanding the field of Ethnic Studies (Tintiangco-

Cubales et al., 2015; Reyes McGovern and Buenavista 2016; Sleeter and Zavala, 2020). Here, we 

draw on Sleeter and Zavala’s (2020) Ethnic Studies hallmarks to understand syllabi alignment with 

core disciplinary goals. In their review of the field, Sleeter and Zavala identify seven disciplinary 

hallmarks that characterize effective, enacted Ethnic Studies. These include: (1) fostering 

criticality, or student capacity for examining the role of societal structures in shaping group 

experiences and outcomes; (2) exploring counternarratives or under-represented perspectives that 

challenge  the neutrality of historical constructions; (3) employing intersectional analysis to 

examine how different aspects of identity shape group experiences and; (4) culturally responsive 

teaching, connecting course material to students’ lived experiences and cultural frames of 

reference. Additionally, effective Ethnic Studies courses (5) treat students as intellectuals, 
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respecting and fostering student choice, curiosity, and thinking; (6) support students in reclaiming 

their cultural identities, by fostering student knowledge of where they come from and the historical 

contributions of their communities and; (7) encourage students to engage in community responsive 

change efforts, by employing practices that bridge classrooms to communities and social 

movements.  

Although scholars including Tintiangco-Cubales et al., (2015), Reyes McGovern and 

Buenavista (2016), and others have outlined alternative descriptions of the key dimensions of 

Ethnic Studies pedagogy and practice, we utilize Sleeter and Zavala’s (2020) Ethnic Studies 

hallmarks due to their specific focus and elaboration on content and pedagogy. Sleeter and 

Zavala’s hallmarks represent a comprehensive and readily available curricula frameworks for 

guiding teachers’ Ethnic Studies practice prior to the completion of the state's model curriculum 

and during our analysis period.2 Importantly, there is substantial conceptual coherence between 

California’s Ethnic Studies Model Curriculum (CAESMC) and all dimensions of Sleeter and 

Zavala's Ethnic Studies Hallmarks (see Appendix Table 1 for comparisons).  

Existing research that examines individual district Ethnic Studies programs also points to 

the importance of one or more of these hallmarks or similarly identified core Ethnic Studies 

principles (Young & Kolluri, 2025; Acosta & Mir, 2012). For example, Nygreen et al. (2025) 

describe observing lessons on colonialism that engage in criticality, culturally relevant content, 

and community. Likewise, Kolluri and Edwards (2023) unpack the significance of 

counternarratives to Ethnic Studies courses as well as the tensions that arise in determining how 

to incorporate them into the curriculum. Each of these single-district examples provides evidence 

 
2 We opted not to use other frameworks, such as McGovern and Buenavista Ethnic Studies tenets, which were in an 
unpublished presentation, or California’s liberated model curriculum, which was being revised at the time of our 
analysis. 
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of how Ethnic Studies hallmarks shape curricula and students’ classroom experiences in their 

respective locations. However, it remains unknown whether Ethnic Studies implementations 

across the state also align this closely with some or all of the course hallmarks identified in the 

literature.  

Data and Methods 

To understand Ethnic Studies course syllabi alignment with prevailing hallmarks, we 

conduct a mixed-method content analysis of teacher-submitted course syllabi from across 

California between 2019-2022. These syllabi were identified by UCOP as potentially satisfying an 

Ethnic Studies requirement for college admissions across the University of California (UC).3 Such 

courses included keywords like “Race” or “Ethnic” in their course titles. Using a PDFreader, we 

identified 4,285 Record IDs or syllabi titles that made it past the initial UCOP criteria screening 

for inclusion across each year (1,279 in 2019-20; 1,344 in 2020-21; and 1,662 in 2021-22). From 

this sample, our research team identified “unique Ethnic Studies courses” within and across each 

year, excluding syllabi with duplicate titles and course overviews, as well as “blank” syllabi that 

were missing all key data points (course objectives, readings, assignments). This reduced our 

sample from 4,285 courses to 716 unique courses (220 in 2019-20, 209 in 2020-21, and 272 in 

2021-22). The majority of these dropped syllabi were not blanks, but duplicates of the same content 

distributed by a curriculum company. One of these organizations may have multiple Ethnic Studies 

courses that they have sold to districts across the state to use. These schools submitted identical 

content to UCOP, which we then dropped all but one to identify the unique syllabi. The “blank” 

syllabi contained only contextual information which included the record ID, school name, district, 

 
3 This potential requirement (Area H) was being considered, but was not adopted (Kodialam, 2024).  
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honors type, length of course, grade level, and course subject. We coded syllabi with as little as 

the course overview so that we would not drop any unique syllabi. 

To prepare our dataset for mixed-methods analysis, we then stratified the syllabi by year 

and by region, obtaining an analytic sample of 300 unique syllabi and further ensuring at least 20% 

of syllabi submitted from each region across 2019-2022 were represented (Sharma, 2017).4 Figure 

1 depicts the ten California Census regions we used to stratify our sample.  

[Figure 1 here] 

We subsequently excluded two course syllabi with school identifiers that revealed that they 

were not from California high schools, one from a K-8 school and the other from an online course 

housed in Nevada. Table 1 below shows the average student characteristics of our sample from 

each region. It includes average school size in the region, as well as racial demographics. 

[Table 1 here] 
 

 
Analytic Strategy 

Qualitative Rubric Development and Application 

To analyze syllabi alignment with core disciplinary principles, we used deductive and 

inductive coding techniques to develop a “general purpose [Ethnic Studies] rubric,” an analytic 

tool designed to capture Ethnic Studies constructs across a range of assignments (Stegeman et al., 

2016). Rubric development occurred in five phases, and the final rubric that we used to code syllabi 

is presented in Table 2.  

[Table 2 here] 
 

 
4 The California Census divided the 58 counties in the state into 10 regions for resource distribution and 
organizational purposes. The 10 regions include Superior California, North Coast, San Francisco Bay Area, 
Northern San Joaquin Valley, Central Coast, Southern San Joaquin Valley, Inland Empire, Los Angeles County, 
Orange County, and San Diego Imperial. 
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During phase 1, our initial research team of three (one undergraduate student, one graduate 

student, and the project PI) deductively coded a subset of course syllabi in our analytic sample 

(N=10) for all seven of Sleeter and Zavala’s (2020) Ethnic Studies hallmarks. These constructs 

served as our rubric’s “evaluative criteria,” or deductive theoretical codes, and are represented as 

the columns at the top of our rubric (Stegeman et al., 2016).   

Researchers independently bucket coded this subset (N=10) of syllabi at the paragraph-

level (Saldaña, 2021) to capture full assignment descriptions and rationales, and to develop a 

preliminary understanding of how well Sleeter and Zavala’s hallmarks mapped onto course syllabi 

content. For example, syllabi instances that discussed social identity and its interactions with social 

stratification (i.e., inequality) were coded as Multiplicity and Intersectionality, and Criticality. 

During weekly team meetings, researchers shared independently developed memos in comparative 

data matrices describing their rationale for bucket code applications within each syllabus. This 

allowed us to align our understanding of our guiding constructs, to develop general coding 

parameters for when to apply (or not apply) particular bucket codes and ensure that coders had the 

same understanding of the constructs (Andrade & Du, 2005).   

During phase 2, we tested the deductive codes against an additional 35 course syllabi, 

continuing to write memos and fill in comparative data matrices (McCarthy et al., 2021). Here, we 

observed qualitative differences in how deeply syllabi occurrences engaged with each hallmark. 

For example, in some occurrences under Community Engagement students were tasked with 

conducting interviews with family members for the purpose of writing an essay, while others 

required students to interview community members with the goal of understanding and addressing 

local needs (e.g., organizing food banks, volunteering in community organizations). To make sense 

of these differences, we identified exemplar and anti-exemplar occurrences across each of our 
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constructs that we perceived to be most and least aligned with Sleeter and Zavala’s (2020) 

description of their hallmarks. These were used as conceptual anchors, aiding our research team 

in creating initial “levels of theoretical engagement” in our rubric (between 0-3), with 0 indicating 

absence, anti-exemplars being ranked as 1’s (indicating surface-level engagement), and exemplars 

rated as 3’s (indicating deep engagement). Course syllabi that were qualitatively distinct from “1” 

but failed to meet the threshold for a “3” were rated as 2 (indicating moderate engagement with 

disciplinary hallmarks). 

To further develop and refine our rubric’s correspondence to hallmark depth, we conducted 

a round of second-level analysis in which we inductively sub-coded all deductively coded 

occurrences at the sentence-level. Inductive codes that were consistently present across all three 

coders, were added to their respective constructs’ quality definition as descriptors. For example, 

in our inductive coding of the Criticality code, we noticed three recurring inductive codes: 1) 

structural language (e.g., patriarchy, classism, systemic racism); 2) texts written from critical 

theoretical perspectives; and; 3) opportunities for students to reflect on and change their social 

worlds (praxis). Table 3 provides a coding example for Criticality with excerpts from a syllabus. 

See Appendix Tables A2 through A7 for coding examples for the additional six hallmarks. 

[Table 3 here] 

These inductive codes were then corroborated with Sleeter and Zavala’s hallmarks and 

assigned a level of engagement (0-3) based on their articulated theoretical centrality. Structural 

language was placed at a lower level as its presence may signal a superficial adoption of critical 

terminology rather than a substantive shift in pedagogical orientations; contrastingly, praxis was 

placed at the highest level of engagement, reflecting theoretical articulations that position 

reflection and action as the ultimate aim of critical Ethnic Studies courses (see Table 2 for rubric 
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definitions). Importantly, for a syllabus to receive a 3 in Criticality, all three inductive elements, 

structural language, critical texts, and praxis, were required to be present throughout the syllabus. 

This process was repeated for the remaining six hallmarks.  

During phase 3, we iteratively refined vague rubric language, and “quantified” some 

dimensions to communicate clear expectations and reduce subjectivity amongst our raters 

(McCarthy et al, 2021; Tan, 2020). Terms such as “at times,” “some”, and “most” in our rubric 

were replaced with more precise language like “at least one instance.” Although quantified rubrics 

risk scoring a syllabus with multiple-surface level activities as higher than one in-depth, long-term 

project, our rubric aims to balance both frequency and depth of engagement with key Ethnic 

Studies hallmarks. 

During phase 4, we recruited and trained an additional 5 undergraduate students so that our 

team was now composed of 6 undergraduate students, 1 graduate student, and the project PI. Every 

week, triads/dyads composed of at least one experienced coder from the original team 

independently coded syllabi. During whole group meetings, we compared trainees’ codes and final 

scores (i.e., alignment with each hallmark) to those of more experienced coders to improve 

trustworthiness; in cases where there were coding disagreements, coding justifications (direct 

evidence from syllabi) were compared, and syllabi were assigned a final score via consensus 

discussions. Where appropriate the rubric was further refined to improve clarity and ensure that 

coders understood the constructs before team consensus coding discussions. After the rubric was 

refined and finalized the research team coded our initial sample of 150 syllabi, with each syllabus 

scored by two coders who reached a consensus score via dialogic processes. In cases where 

disagreements persisted, a third coder who was a member of the core team reviewed the syllabus 

independently and the three coders discussed the syllabi until reaching a consensus. 
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 During phase 5, we expanded our research team and trained an additional 6 coders, 

following a similar training and coding process. The expansion of our team increased the original 

scope of our study, from 150 to 300 course syllabi, with analysis concluding once the full corpus 

of data was coded and assigned a final score. 

[Figure 2 here] 
 
Quantitative Analysis 

Upon completion, we merged our course syllabi data with a dataset created to understand Ethnic 

Studies adoption trends across California (Penner and Ma, 2023). This dataset contains a wide 

range of information from 2018-19, including considerations such as the regional political context, 

district and school urbanicity, neighborhood characteristics, proximity to nearest college (UC, 

CSU, CC), total student enrollment, school-type classification (private, charter, traditional public), 

staff and student demographics, and other relevant school-level characteristics. In cases where 

school-type classifications and racial demographic data were missing, we used information from 

the Private School Universe Survey (NCES, 2021). 

We utilized Principal Component Analysis (PCA) to identify relationships between our 

seven hallmarks and to determine whether there were multiple constructs underlying them or a 

singular unifying construct. The analysis yielded one principal component with an eigenvalue 

greater than 1 accounting for 53% of the variance. The second principal component had an 

eigenvalue of 0.85 and accounted for 12% of the variance. All of the hallmarks loaded onto the 

first principal component at less than .5, falling between .31 and .44. This demonstrates that there 

is one component that accounts for the majority of the variance thus there is an underlying factor 

correlating the hallmarks (see Appendix Table 8 for additional details). The other components had 

an eigenvalue of less than 1 and are disregarded.  
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We report basic descriptive statistics on the degree to which courses align with each Ethnic 

Studies hallmark, and provide this for each region and by other key characteristics of the course. 

We then examine whether various features of the school context predicted high-integrity (meaning 

more highly aligned with the hallmarks) Ethnic Studies courses using a series of Ordinary Least 

Squares regression models. These models predicted overall average scores, as well as individual 

hallmark scores, as a function of school demographics, size, location, school type, course 

submission year, course length, course classification and distance to higher education using a 

model of the following form: 

ESs = α + β1Races + β2Enrollments + β3Republicans + β4Distance_UCs + β5Distance_CSUs + β6Distance_CCs + β7Privates + 

β8Charters + β9Others + β10Course_Lengths + β11Course_Classifications+ ηs +θs + εs 

where ESs is an indicator for the average or hallmark score from a specific school’s (s) syllabus; 

Races is the percent of students at a school self-reporting as Black, Hispanic/Latine, Asian, Filipino, 

Pacific Islander, American Indian/Alaska Native, and Multiracial); Enrollments is school enrollment; 

Republicans is percent of the county that voted for a Republican presidential candidate; Distance_UCs, 

Distance_CSUs, and Distance_CCs are the distance in miles from the nearest University of California, 

California State University, and community college, respectively; Course_Lengths is an indicator for 

courses that were less than a full year (with full year courses serving as the reference category); 

Course_Classifications compares general Ethnic Studies courses (the omitted category) to Group 

Specific (e.g., Asian American Studies), Multi-Group Literature (e.g., Ethnic Literature), Multi-

Group History (e.g., Race and Gender in U.S History), and Other (e.g., Artivism: Ethnic Studies 

in the Visual Creative Arts); and Privates, Charters, and Others are a series of indicators for whether a 

school was a private, charter, or other non-traditional public school (e.g., continuation schools and 

adult education centers), with traditional public schools serving as the reference category. We also 
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include region (η) and year fixed effects (θ) and cluster our standard errors by school because some 

schools submitted multiple courses selected for our sample during this panel.  

Findings 

We find that the alignment of Ethnic Studies high school course syllabi with Ethnic Studies 

hallmarks varies widely across courses, and that there are statistically significant differences across 

school type and course characteristics. Below, we describe the variation we observe in syllabi 

alignment, provide insight into the contextual predictors of highly aligned courses, and conclude 

with implications for future policy, practice, and research. 

 

Syllabi Alignment with Disciplinary Hallmarks 

We begin by examining course syllabi’s alignment with core Ethnic Studies hallmarks across 

California’s ten regions in the aggregate between 2019 and 2022.  As shown in Table 4, the mean 

alignment score averaged across all hallmarks was 1.67 (SD = 0.67). This suggests that course 

syllabi across California, on average, were weakly to moderately aligned with Sleeter and Zavala’s 

(2020) disciplinary hallmarks. However, we begin to see notable variation in course alignment 

when examining the mean scores of each hallmark in the aggregate. 

[Figure 3 here] 

As shown in Figure 3, none of the seven hallmarks have more than 40% of syllabi that are 

highly aligned. However, five of the seven hallmarks (Curriculum as Counter Narrative, Students 

as Intellectuals, Culturally Responsive and Mediated Pedagogy, Criticality, and Intersectionality 

and Multiplicity) have more than 50% receiving scores of 2 or 3, suggesting moderate or high 

alignment across those hallmarks. Of these, four (Students as Intellectuals, Culturally Responsive 

and Mediated Pedagogy, Criticality, and Intersectionality and Multiplicity) have relatively few 
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zeros, indicating that relatively few syllabi failed to engage with that hallmark altogether. By 

contrast, 18% of syllabi have no alignment with the Curriculum as Counter Narrative hallmark. 

Although relatively few syllabi completely fail to engage with the Reclaiming Cultural Identities 

hallmark (4%), just over half (51%) of the syllabi demonstrate only weak engagement with this 

hallmark. Finally, we find that Community Engagement is the hallmark that syllabi are least likely 

to include: over half of the syllabi (56%) have no engagement, and only 7% exhibit high alignment. 

To the extent that syllabi correspond to teacher practice, they suggest that many students 

are in courses that are only partially aligned with Ethnic Studies hallmarks. For example, the 

distribution of scores for Student as Intellectuals suggests that most Ethnic Studies courses provide 

weak-to-moderate opportunities for students to develop key academic skills (e.g., writing, 

comparative analysis), to reflect on experiential knowledge, and to leverage their academic agency 

as indicated by opportunities for student choice. Similarly, the Criticality and Intersectionality 

scores suggest that California Ethnic Studies and related courses often provide weak-to-moderate 

opportunities for students to engage with a set of structural language and theoretical lenses needed 

to interrogate existing social systems and to understand how said systems intersect to create unique 

layers of experience for marginalized groups. It is important to note that these syllabi indicate that 

there are relatively few courses where students move beyond identifying social problems to change 

their immediate social environments. That is, intersectional analysis was oftentimes “de-

personalized,” with students learning about how systems shape minoritized communities with 

relatively few opportunities for students to reflect on how existing social structures shape their 

personal experiences or how they might respond.  

This lack of opportunities for students to engage in action to change their immediate social 

environments was further corroborated by our analysis of the Community Engagement hallmark, 
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which highlights that few students across California were provided with opportunities to 

meaningfully engage with their communities. As the majority of our syllabi lack these experiences, 

we conclude that Community Engagement is absent in the majority of high school Ethnic Studies 

and related course classrooms.  

Although rarely entirely absent, Reclaiming Cultural Identities is another hallmark that 

lacks deep engagement, as half of the syllabi that cover this hallmark do so only superficially. 

Courses would often explore historically oppressed and contemporary group identities, and 

highlight positive cultural referents, but there were relatively fewer examples of syllabi (n=54) 

working to develop cross-group solidarity or providing opportunities for students to learn about 

their hyper local contexts. This dearth of localized learning needed for a 3 in Reclaiming Cultural 

Identity is consistent with the lower mean scores seen in Culturally Responsive and Mediated 

Pedagogy, which also requires teachers to actively solicit students’ hyper local experiential 

knowledge.  

Overall, scores from these syllabi indicate that Ethnic Studies and related courses in 

California are somewhat aligned with disciplinary ideals, but that there is substantial room for 

improvement. Comparing across hallmarks, we see that California Ethnic Studies courses are more 

closely aligned with hallmarks emphasizing student choice and academic skill development such 

as critical thinking and systemic analysis. However, Ethnic Studies courses earn the most zeros in 

hallmarks that center community engaged pedagogies pushing students to reflect on and change 

their immediate social worlds. Weak alignment in such areas deviates from disciplinary ideas 

around critical pedagogy, in which schooling moves from an academic exercise to a vehicle for 

community empowerment. 
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Syllabi Variation by Regions, and School and Course Features  

We next examine variability in hallmark alignment across regions and by school types (private, 

charter, traditional public, and other), course length (full year and less than a year), course 

disciplinary classification (comparative ethnic studies, group specific, multi-group history, multi-

group literature, and other), and over time. Table 4 shows the mean alignment scores for each of 

the seven Ethnic Studies hallmarks across region and other predictors of interest.  

[Table 4 here] 

Looking first at region, we see that the North San Joaquin Valley5 region is the highest 

scoring region with an average score of 2.06, and has the highest average alignment on six of the 

seven hallmarks (Reclaiming Cultural Identities being the sole exception). Perhaps surprisingly, 

we find that syllabi from the Los Angeles and San Francisco Bay Area regions were relatively low 

(only the North Coast had a lower average score).6 Both Los Angles and the Bay Area were early 

adopters of Ethnic Studies and played a key role in the origins of Ethnic Studies. Community-

based organizations and grassroots movements in these areas were fundamental to the 

implementation of Ethnic Studies in higher education and have long been proponents of their 

integration into K-12 schools. These results suggest that a dense ecosystem of community-based 

organizations does not necessarily translate into high school courses that are aligned with Ethnic 

 
5 The North San Joaquin Valley region includes Alpine, Amador, Calaveras, Madera, Mariposa, Merced, Mono, San 
Joaquin, Stanislaus, and Tuolumne counties 
6 To understand a possible explanation for these unexpectedly low scores, Appendix Table 9 presents regional 
differences separately by school type, yielding similar findings across sectors, but with private schools consistently 
having lower scores than other sectors. Our San Francisco Bay Area sample included more syllabi from private 
schools than public schools, and Los Angeles had more syllabi from charter schools than public schools. Given the 
substantial differences between private and public schools (and, to a lesser extent, charter schools and public 
schools), one potential explanation for the relatively lower than expected regional scores might be related to the 
regional school composition. Appendix Table 9, however, suggests that this is not the case. It is nonetheless 
important in interpreting the results to note that SFUSD schools represent a small fraction of the schools from the 
San Francisco Bay Area region, which includes Alameda, Contra Costa, Marin, San Francisco, San Mateo, Santa 
Clara, and Solano counties. Although San Francisco Unified School District is the largest district in this region, our 
sample only includes 4 syllabi from the district ranging in average scores from 1.71 to 2.29. 
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Studies hallmarks. We see that this is the case even for hallmarks like Community Engagement 

where we might expect this ecosystem to be most salient, as syllabi from the Los Angeles region 

have the lowest average levels of community engagement at 0.43. Comparing across disaggregated 

hallmark scores by region broadly, we see some evidence of regional variability (see Table 6 below 

for results from a multivariate regression framework).  

Table 4 also reports mean alignment by course characteristics like length of course, subject 

classification, and school type. We find that syllabi from private schools consistently exhibit less 

alignment with Ethnic Studies hallmarks than traditional public schools, with syllabi from charter 

schools falling somewhere in between private and traditional public schools. We also see 

pronounced differences by course length, with year-long courses typically exhibiting higher levels 

of alignment with hallmarks than partial-year courses (though as we see below in Table 6, these 

differences are only statistically significant in two of the seven hallmarks).  

Because Ethnic Studies requirements could potentially be met through courses across many 

disciplines, we examine whether there are potential differences in alignment by course 

classification. Among our sample of 298 course syllabi, 43% of courses were General Ethnic 

Studies courses, while group specific literature (e.g., “Asian American Literature”) and group 

specific Ethnic Studies classes (e.g., “African American Studies”) represent 37% of the courses. 

Multi-group, comparative literature courses exhibited the highest average score, with an average 

score of 2, and General Ethnic Studies was the next highest, with an average score of 1.87. Group 

Specific courses (e.g. Asian American Studies) performed the lowest with an average of 1.45, 

excluding the “Other” category.  

 

Predictors of Syllabi Alignment & Depth 
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We build on these bivariate analyses with multivariate regression models that examine the 

relationship between district and school level characteristics and course syllabi alignment scores. 

Table 5 predicts average alignment scores (i.e., scores averaged across all hallmarks), using a series 

of three models: a baseline model, a model that adds region fixed effects, and a final model that 

includes both region and year fixed effects.  

[Table 5 here] 

Table 5 presents regression results that examine the degree to which Ethnic Studies course 

alignment levels are predicted by the racial composition of students, school size, course length, 

course classification, distance to higher educational institutions, school type (e.g., private or 

charter school), the percentage of voters for a Republican presidential candidate in the county, 

region, and year. We find no relationship between average Ethnic Studies alignment scores and 

student racial composition, school size, the percentage of voters for a Republican candidate, year, 

distance from a higher education institution, or regions.7 We find stark differences between public 

and private schools, with public-school Ethnic Studies courses averaging significantly higher 

levels of average alignment than private schools (which were adopting the courses voluntarily). 

We also find that Group Specific courses (e.g., Asian American Studies) have significantly lower 

levels of alignment than General Ethnic Studies courses. 

We build on these analyses by providing estimates predicting alignment with each hallmark 

separately in Table 6. We again see that private schools reflect lower alignment scores in their 

Ethnic Studies courses, as they scored significantly lower on three of the seven hallmarks (Students 

as Intellectuals, Criticality, and Community Engagement). These negative coefficients 

 
7 In addition to testing whether specific regions vary from Los Angeles (our omitted category) in the regression 
model, we also conduct an F-test that confirms that the region indicators are not jointly significant (F(9, 214) = 1.11 
Prob > F = 0.3586).  
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demonstrate that private school Ethnic Studies courses lack alignment with a substantial number 

of Ethnic Studies hallmarks. We find no significant differences in hallmark scores for charter 

schools as well as schools in our Other category.  

[Table 6 here] 

Looking at our other school-level predictors, we find that larger schools have significantly 

higher scores for three hallmarks: Students as Intellectuals, Criticality and Reclaiming Cultural 

Identities. As with the overall results in Table 5, however, we find that relatively few dimensions 

of the social and demographic context of high schools significantly predicted hallmark scores. 

Percentage of American Indian and Alaska Native students predicted greater alignment in three 

hallmarks, and lower alignment in one. Also, a greater percentage of Pacific Islander students 

predicted greater alignment in one hallmark. Although we find some significant coefficients when 

examining individual hallmarks, we do not find evidence of systematic patterns related to school 

racial/ethnic composition. 

Turning to distance from a CSU and community college, we find that being further from a 

CSU predicts significantly higher scores in Intersectionality and Multiplicity, and being further 

from a community college predicts significantly higher scores in Criticality. However, being 

further from a community college did predict significantly lower alignment scores in 

Intersectionality and Multiplicity. Thus, in spite of the important role that California State 

Universities played in the founding of Ethnic Studies, we find little evidence that proximity to a 

CSU contributes to high school Ethnic Studies course alignment, but rather the opposite in one 

hallmark. 

Although we find relatively little regional variation when we examine scores across all 

hallmarks, when we look at individual hallmarks, we find that four of the ten regions had at least 
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one instance of significant hallmark-level score variation. These results do not follow a clear 

pattern (e.g., we do not see statistically significant results indicating that one region is consistently 

higher across hallmarks) but do provide evidence of regional variation in adoption. By contrast, 

our results examining changes over time in both Tables 5 and 6 find no significant changes in 

hallmark alignment across the three years of our panel.  

Given the large number of different comparisons that we are making, it is of course possible 

that some of the individual relationships that are significant may be spurious. As we are estimating 

217 coefficients in Table 6, we might expect between 8 and 9 coefficients to be significant just by 

chance. However, for many predictors we find higher rates of significant coefficients than we 

would expect just due to chance. For student racial composition we find 5 out of 49 coefficients 

are significant, for school type 3 of 21 estimates are significant, for school size 3 of 7, for distance 

to a CSU and community college 1 of 7, and 4 of 63 coefficients for region are significant. These 

results suggest that although no single predictor explains the presence (or absence) of all seven 

hallmarks, multiple factors collectively help us understand the conditions that shape Ethnic Studies 

syllabi and their alignment with existing scholarship (Sleeter and Zavala, 2020). Future research 

aimed at developing a more nuanced conception of when and how different aspects of context 

shape the alignment of Ethnic Studies courses offered with specific hallmarks will be important 

for better understanding these processes.  

Turning to course-level considerations, we find courses that are less than a full year have 

significantly lower alignment scores than full year courses in two hallmarks. Although we find no 

significant differences in overall average score, these courses score significantly lower in Students 

as Intellectuals and Community Engagement. For course classification, we use General Ethnic 

Studies courses as a reference group and see that Group Specific courses have significantly lower 
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alignment scores for five of the seven hallmarks (Students as Intellectuals, Culturally Responsive 

and Mediated Pedagogy, Criticality, Reclaiming Cultural Identities, Community Engagement). 

The Multi-Group History courses also scored significantly lower for Culturally Responsive and 

Mediated Pedagogy and Intersectionality and Multiplicity. These course characteristic findings 

demonstrate that General Ethnic Studies courses and full year courses are more aligned with the 

seven disciplinary hallmarks than group-specific courses or single semester courses.  

The results are also informative regarding which factors are not closely related, and the 

patterns for which we see little evidence. For example, in the results discussed above we do not 

find that syllabi from schools located closer to CSU’s were more closely aligned with Ethnic 

Studies hallmarks, or that syllabi from schools in Los Angeles or the San Francisco Bay Area were 

more closely aligned. We likewise find no evidence that the political context relates to hallmark 

scores. That is, it does not appear to be the case that counties with a higher percentage of voters 

for a Republican candidate differ in their schools’ syllabi from those with a higher percentage of 

Democratic voters. Given the (mis)conceptions of Ethnic Studies as representing “woke” politics 

due to its critique of power and colonial relationships, one might expect the political context to 

shape course alignment. However, our results do not support the idea that political party 

preferences of the school context predict either overall average alignment or individual hallmark 

scores, even for hallmarks that measure critiques of current systems of power, youth participatory 

action research, or positive understandings of minority identities. 

 

Discussion 

Drawing on 298 syllabi from high schools across California, this study provides a snapshot of 

California's K-12 Ethnic Studies content coverage in Ethnic Studies and related courses. Our 
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findings indicate that in the aggregate these courses are somewhere between weakly (i.e., a score 

of one) to moderately (a score of two) aligned with Ethnic Studies disciplinary hallmarks. We find 

evidence of substantial variation across school types, so that the average Ethnic Studies course in 

traditional public schools is moderately aligned with Ethnic Studies hallmarks, while the average 

course in a private school is only weakly aligned.  This highlights an important difference in course 

quality between public school settings where the graduation requirement would take effect and 

private school settings where the course would remain fully optional. 

Within schools, we found that Comparative Literature courses and General Ethnic Studies 

courses were the most aligned with disciplinary hallmarks, with Ethnic Studies general courses 

performing the highest in Community Engagement and Intersectionality. Furthermore, we find that 

year-long Ethnic Studies courses outperformed half-year courses. Taken together, our findings 

illuminate the salience of structural analysis and community-based pedagogies found in public 

schools’ Ethnic Studies programs, and point to the disciplinary value of yearlong Ethnic Studies 

courses.   

While weakly-to-moderately aligned in the aggregate, the disaggregated data highlights a 

more nuanced understanding with both positive and negative variation by hallmarks across 

regions. For instance, while regions were relatively consistent in their weak-moderate alignment, 

North San Joaquin Valley scored higher in five of the seven disciplinary hallmarks suggesting 

program strengths that stakeholders can learn from. Conversely, areas that we might have expected 

to have syllabi that were well-aligned with disciplinary hallmarks like the San Francisco Bay Area 

and Los Angeles both scored relatively low, suggesting opportunities for program growth and the 

potential need for program support.  

Finally, we find that county-level voting trends did not predict significant differences in 
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Ethnic Studies syllabi alignment. This undermines evidence suggesting political contexts are 

negatively shaping Ethnic Studies course syllabi due to associations with Critical Race Theory 

(Bell, 1980, 2018). We do, however, theorize that the granularity of voting data could be obscuring 

syllabi alignment trends. We utilize county-level political results whereas district-level voting data 

could reveal “micro-political” climates, and paint a more nuanced understanding of the role of 

political context in shaping teachers’ course ideation.  

Although this study provides the first broad overview of the alignment of high school 

courses with Ethnic Studies hallmarks, it is important to note its limitations. First, we evaluated 

course syllabi submitted to the UC Office of the President, where schools get courses approved for 

the UC admissions course requirements. Although our data collection process yielded a rich set of 

teacher-submitted syllabi from across the state, teachers were only required to submit course 

syllabi for approval if they wanted courses to count towards UC admissions, potentially 

contributing to self-selection bias (Bethlehem, 2010). Moreover, the initial pool of courses from 

which we drew our sample included courses that the UCOP identified as courses districts might 

have been able to use to meet a requirement that was being considered, but was not ultimately 

adopted because they covered topics like race/ethnicity or said something like Ethnic Studies in 

the title. Thus, although most schools want as many of their courses to count towards UC 

admissions requirements as possible, Ethnic Studies was not an A-G requirement for the UC, and 

schools may have written these syllabi to meet A-G requirements for “U.S History” or “English”, 

without explicitly aiming to develop an Ethnic Studies course.  

Similarly, although syllabi provide valuable insights into teachers’ understanding of 

disciplinary ideals via planned content objectives and assignments, syllabi cannot fully capture the 

curriculum as enacted (Fullan & Pomfret, 1977). That is, teacher-syllabi represent idealized, and 
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at other times politically negotiated, course overviews and progressions, and thus cannot fully 

capture the day-to-day activities in teachers’ classrooms nor the full breadth of interactions with 

students. Indeed, while course syllabi could be indicative of teachers’ enacted practice, syllabi also 

could be capturing shifts in technical syllabi language, rather than deep change in core beliefs, 

pedagogical strategies, and relational dynamics (Pak et al., 2020). This limits our ability to make 

definitive statements about enacted course quality, and our results should therefore be understood 

with this caveat in mind. 

Finally, our rubric was designed primarily to measure Ethnic Studies syllabi alignment 

with hallmarks outlined by Sleeter and Zavala (2020). This means that our rubric is most sensitive 

to capturing qualitative distinctions in Ethnic Studies courses, which often have a unique set of 

institutional language, and is less sensitive to distinctions in adjacent courses (i.e., African 

American Literature, Asian American Art, and Race & Social Movements).  

As schools intensify their efforts to develop and expand Ethnic Studies course offerings–

whether or not AB 101’s graduation requirement still takes effect–it is increasingly important to 

understand how well these courses align with Ethnic Studies courses, and to provide a guiding 

framework for Ethnic Studies educators. Given the various definitions of Ethnic Studies, 

curriculum development is a challenge for Ethnic Studies teachers. As a field that faces a 

contentious sociopolitical climate and minimal state guidance, Ethnic Studies educators can draw 

upon the approach used here as a resource tool to guide their classroom instruction. Our study 

reveals that the alignment of course syllabi varies substantially, with many courses only weakly 

aligned with Ethnic Studies hallmarks. Further research could expand on this work and explore 

whether this trend remains consistent years after AB 101 was formally adopted.



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 31 

 

References  
 

Acosta, C., & Mir, A. (2012). Empowering young people to be critical thinkers: The Mexican 

American studies program in Tucson. Voices in Urban Education, 34(Summer), 15-26. 

Andrade, H. L., & Du, Y. (2005). Student perspectives on rubric-referenced assessment. 

Ball, S. J., Maguire, M., & Braun, A. (2011). How schools do policy: Policy enactments in 

secondary schools. Routledge. 

Banks, J. A. (Ed.). (2012). Encyclopedia of diversity in education. Sage Publications. 

Baumann, J. F., Hoffman, J. V., Moon, J., & Duffy-Hester, A. M. (1998). Where Are Teachers’ 

Voices in the Phonics/Whole Language Debate? Results from a Survey of U.S. 

Elementary Classroom Teachers. The Reading Teacher, 51(8), 636–650. 

http://www.jstor.org/stable/20201982  

Bean, T. W., Valerio, P. C., Senior, H. M., & White, F. (1999). Secondary English students' 

engagement in reading and writing about a multicultural novel. The Journal of 

Educational Research, 93(1), 32-37. 

Belgrave, F. Z., Chase-Vaughn, G., Gray, F., Addison, J. D., & Cherry, V. R. (2000). The 

effectiveness of a cultureand gender-specific intervention for increasing resiliency among 

african american preadolescent females. Journal of Black Psychology, 26(2), 133-147. 

Bell Jr, D. A. (1980). Brown v. Board of Education and the interest-convergence dilemma. 

Harvard law review, 518-533. 

Bell, D. (2018). Faces at the bottom of the well: The permanence of racism. Hachette UK. 

Bell, R., Perez, N., & Ruiz, M. O. (2022). Ethnic Studies Today: Battles and Possibilities. 

Humboldt Journal of Social Relations, 44, 65–70. https://www.jstor.org/stable/48724520 

 

http://www.jstor.org/stable/20201982
https://www.jstor.org/stable/48724520


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 32 

 

 

Bethlehem, J. (2010). Selection bias in web surveys. International statistical review, 78(2), 161-

188. 

Bisht, B., Bonilla, S., Kim, H. E., & Penner, E. K. (2025). Cultural Relevance at Scale: The 

Effects of an Ethnic Studies Expansion on Academic Outcomes. Society for Research on 

Educational Effectiveness. 

Bonilla, S., Dee, T. S., & Penner, E. K. (2021). Ethnic studies increases longer-run academic 

engagement and attainment. Proceedings of the National Academy of Sciences of the 

United States of America, 118(37), e2026386118. 

https://doi.org/10.1073/pnas.2026386118 

Brozo, W. G., Valerio, P. C., & Salazar, M. M. (1996). A walk through Gracie's garden: Literacy 

and cultural explorations in a Mexican American junior high school. Journal of 

Adolescent & Adult Literacy, 40(3), 164-170. 

Cabrera, N. L., Meza, E. L., Romero, A. J., & Cintli Rodríguez, R. (2013). “If there is no 

struggle, there is no progress”: Transformative youth activism and the school of ethnic 

studies. The Urban Review, 45, 7-22.  

California Census 2020. (n.d.). California Regions Map. https://census.ca.gov/regions/ 

Caputo-Levine, D., & Lynn, V. (2022). Constructing the ghetto: an analysis of the representation 

of Black urban communities in urban and community sociology courses. Race Ethnicity 

and Education, 25(4), 526-545. 

Cateté, V., Lytle, N., & Barnes, T. (2018). Creation and validation of low-stakes rubrics for k-12 

computer science. In Proceedings of the 23rd Annual ACM Conference on Innovation 

and Technology in Computer Science Education (pp. 63-68). 

https://census.ca.gov/regions/


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 33 

 

 

Castles, A., Rastle, K., & Nation, K. (2018). Ending the reading wars: Reading acquisition from 

novice to expert. Psychological science in the public interest, 19(1), 5-51. 

Coburn, C. E. (2001). Collective sensemaking about reading: How teachers mediate reading 

policy in their professional communities. Educational evaluation and policy analysis, 

23(2), 145-170. 

Coburn, C. E. (2003). Rethinking scale: Moving beyond numbers to deep and lasting change. 

Educational researcher, 32(6), 3-12. 

Cohen, D. K., & Ball, D. L. (2007). Educational innovation and the problem of scale. Scale up in 

education: Ideas in principle, 1, 19-36.  

Cunanan, G., Concordia, A., & Jaco, T. (2023). Ethnic Studies as Social Movement: Resistance 

in the Face of Public Reaction. Journal of Asian American Studies 26(2), 233-241. 

https://dx.doi.org/10.1353/jaas.2023.a901071.  

Daus-Magbual, A.S., Daus-Magbual, R.R., & Daus, L.A. (2023). Growing Teacher Activists: 

Pin@y Educational Partnerships' Community ACTion Praxis. Journal of Asian American 

Studies 26(2), 243-254. https://dx.doi.org/10.1353/jaas.2023.a901072.   

Dee, T. S., & Penner, E. K. (2017). The Causal Effects of Cultural Relevance: Evidence From an 

Ethnic Studies Curriculum. American Educational Research Journal, 54(1), 127–166. 

https://doi.org/10.3102/0002831216677002 

Delgado, R. (2012). Precious knowledge: State bans on ethnic studies, book traffickers 

(librotraficantes), and a new type of race trial. NCL Rev., 91, 1513. 

https://doi.org/10.3102/0002831216677002


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 34 

 

De los Ríos, C. V., López, J., & Morrell, E. (2015). Toward a critical pedagogy of race: Ethnic 

studies and literacies of power in high school classrooms. Race and Social Problems, 

7(1), 84-96. 

Doolittle, P. E., & Siudzinski, R. A. (2010). Recommended syllabus components: What do 

higher education faculty include in their syllabi?. Journal on Excellence in College 

Teaching, 21(3). 

Ethnic Studies Collective, (2025). High School Ethnic Studies: A Resource Book. Barnes & 

Noble Press. 

Fullan, M. (2000). The return of large-scale reform. Journal of educational Change, 1(1), 5-27. 

Fullan, M., & Pomfret, A. (1977). Research on Curriculum and Instruction Implementation. 

Review of Educational Research, 47(2), 335-397. 

https://doi.org/10.3102/00346543047002335 (Original work published 1977) 

Gay, G. (2002). Preparing for culturally responsive teaching. Journal of teacher education, 

53(2), 106-116. 

Gillespie, S., Morency, M. M., Chan, E., & Ferguson, G. M. (2024). Psychological and academic 

adaptation through universal ethnic studies classes: results of a natural experiment. 

Journal of Youth and Adolescence, 53(11), 2572-2588. 

Gonzales, D. P., Tintiangco-Cubales, A., Salunga, N., Schroeder, S., & Daus-Magbual, R. 

(2009). Our history of Ethnic Studies: Stories from San Francisco State University. In A. 

Tintiangco-Cubales (Ed.), Pin@y Educational Partnerships: A Filipina/o American 

Studies sourcebook, Volume 2: Filipina/o American identities, activism, and service 

(Vol. 2, pp. 73–86). Santa Clara, CA: Phoenix Publishing House International. 



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 35 

 

Gorski, P. C. (2009). What we're teaching teachers: An analysis of multicultural teacher 

education coursework syllabi. Teaching and teacher education, 25(2), 309-318. 

Hernández, S., Lash, N., & Roberts, B. (2025, January 16). Sage Hill School - Private School 

Demographics. ProPublica. https://projects.propublica.org/private-school-

demographics/schools/sage-hill-school-BB020327 

Hu-DeHart, E. (1993). The history, development, and future of ethnic studies. The Phi Delta 

Kappan, 75(1), 50-54. 

Jiménez, J. D., & Lerch, J. C. (2019). Waves of diversity: Depictions of marginalized groups and 

their rights in social science textbooks, 1900–2013. Comparative Education Review, 

63(2), 166-188.  

Kinkaid, E., & Fritzsche, L. (2022). The stories we tell: Challenging exclusionary histories of 

geography in US graduate curriculum. Annals of the American Association of 

Geographers, 112(8), 2469-2485. 

Kwon, S. (2021). Ethnic Studies Legislation: State Scan. Region 15 Comprehensive Center. 

Kodialam, S. (2024, December 26). UC faculty delay proposal for ethnic studies requirement for 

incoming students—Daily Bruin. Daily Bruin. https://dailybruin.com/2024/12/26/uc-

faculty-delays-proposal-for-ethnic-studies-requirement-for-incoming-students 

Kolluri, S., & Edwards, L. (2023). Ethnic studies: From counternarrative to curriculum. The 

Urban Review, 55(1), 50-69. 

Lewis, K. M., Sullivan, C. M., & Bybee, D. (2006). An experimental evaluation of a school-

based emancipatory intervention to promote African American well-being and youth 

leadership. Journal of Black Psychology, 32(1), 3-28. 

https://dailybruin.com/2024/12/26/uc-faculty-delays-proposal-for-ethnic-studies-requirement-for-incoming-students
https://dailybruin.com/2024/12/26/uc-faculty-delays-proposal-for-ethnic-studies-requirement-for-incoming-students
https://dailybruin.com/2024/12/26/uc-faculty-delays-proposal-for-ethnic-studies-requirement-for-incoming-students


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 36 

 

Lopez, F., González, N., Hutchings, R., Delcid, G., Raygoza, C., & López, L. (2022). Race-

reimaged self-determination theory: Elucidating how ethnic studies promotes student 

identity and learning outcomes using mixed-methods. Contemporary Educational 

Psychology, 71, 102119. 

Luntao, L., & Anderson, M. W. (2023). Ethnic Studies as Anti-Segregation Work: Lessons From 

Stockton. Colum. L. Rev., 123, 1507. 

Morel, R. P., Coburn, C., Catterson, A. K., & Higgs, J. (2019). The Multiple Meanings of Scale: 

Implications for Researchers and Practitioners. Educational Researcher, 48(6), 369-377. 

https://doi.org/10.3102/0013189X19860531  

Nygreen, K., Altshuler, D., Arce, J. A., Valdiviezo, L., & Green, K. (2025). Ethnic studies 

classrooms as contradictory spaces: Implications for ethnic studies teacher preparation. 

Critical Studies in Education, 1-17. 

Pak, K., Polikoff, M. S., Desimone, L. M., & Saldívar García, E. (2020). The Adaptive 

Challenges of Curriculum Implementation: Insights for Educational Leaders Driving 

Standards-Based Reform. AERA Open, 6(2). https://doi.org/10.1177/2332858420932828 

Pinedo, A., Kubi, G., Espinoza, A. J., Gonzalez, J., & Diemer, M. A. (2024). Ethnic studies and 

student development: Cultivating racially marginalized adolescents’ critical 

consciousness. Developmental Psychology.   

Polikoff, M. S., Porter, A. C., & Smithson, J. (2011). How well aligned are state assessments of 

student achievement with state content standards?. American Educational Research 

Journal, 48(4), 965-995. 

Porter, A. C. (2002). Measuring the Content of Instruction: Uses in Research and Practice. 

Educational Researcher, 31(7), 3–14. http://www.jstor.org/stable/3594399 

https://doi.org/10.1177/2332858420932828
http://www.jstor.org/stable/3594399


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 37 

 

Penner, E. K., & Ma, D. (2023). Access to Ethnic Studies in California Public Schools. 

EdWorkingPaper No. 23-886. Annenberg Institute for School Reform at Brown 

University. 

Remillard, J. T., & Heck, D. J. (2014). Conceptualizing the enacted curriculum in mathematics 

education. Enacted mathematics curriculum: A conceptual framework and research 

needs, 121-148. 

Reyes McGovern, E., & Buenavista, T. L. (2016). Ethnic studies with K-12 students, families, 

and communities: The role of teacher education in preparing educators to serve the 

people. XChange: Publications and Resources for Public School Professionals: Ethnic 

Studies K, 12. 

Rickford, A. 2001. “The effect of cultural congruence and higher order questioning on the 

reading enjoyment and comprehension of ethnic minority students.” Journal of Education 

for Students Placed at Risk 6(4): 357–387 

Rosales & Thornton, 2025. “What is happening to ethnic studies in California?” 

https://edsource.org/2025/what-is-happening-to-ethnic-studies-in-california/743329 

Sacramento, J. (2019). Critical Collective Consciousness: Ethnic Studies Teachers and 

Professional Development. Equity & Excellence in Education, 52(2–3), 167–184. 

https://doi.org/10.1080/10665684.2019.1647806  

Saldaña, J. (2021). Coding techniques for quantitative and mixed data. The Routledge reviewer’s 

guide to mixed methods analysis, 151-160. 

Schoenfeld, A. H. (2004). The math wars. Educational policy, 18(1), 253-286. 



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 38 

 

Schroeder, S., Murray-Everett, N. C., Gates, J., & Shear, S. B. (2021). Informing, transforming, 

inquiring: Approaches to elementary social studies in methods course syllabi. The 

Journal of Social Studies Research, 45(2), 102-117. 

Semingson, P., & Kerns, W. (2021). Where is the evidence? Looking back to Jeanne Chall and 

enduring debates about the science of reading. Reading Research Quarterly, 56, S157-

S169. 

Sharma, G. (2017). Pros and cons of different sampling techniques. International journal of 

applied research, 3(7), 749-752. 

Sleeter, C. E. (2011). An agenda to strengthen culturally responsive pedagogy. English teaching: 

Practice and critique, 10(2), 7-23. 

Sleeter, C. E. (2011). The academic and social value of ethnic studies: A research review. 

National Education Association Research Department. 

Sleeter, C. E., & Zavala, M. (2020). Transformative ethnic studies in schools : curriculum, 

pedagogy, and research  / Christine E. Sleeter, Miguel Zavala. Teachers College Press. 

Smith, M. S., & O’Day, J. (1991). Educational equality: 1966 and now. Spheres of Justice in 

Education, edited by Debra A. Verstegen and James Gordon Ward. New York: Harper 

Collins. 

Sonoma Academy. GreatSchools.org. (n.d.). https://www.greatschools.org/california/santa-

rosa/16758-Sonoma-Academy/    

Spillane, J. P., Reiser, B. J., & Reimer, T. (2002). Policy Implementation and Cognition: 

Reframing and Refocusing Implementation Research. Review of Educational Research, 

72(3), 387-431. https://doi.org/10.3102/00346543072003387 (Original work published 

2002)  

https://doi.org/10.3102/00346543072003387
https://doi.org/10.3102/00346543072003387


 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 39 

 

Stegeman, M., Barendsen, E., & Smetsers, S. (2016, November). Designing a rubric for feedback 

on code quality in programming courses. In Proceedings of the 16th Koli Calling 

International Conference on Computing Education Research (pp. 160-164). 

Tan, K.H.K. (2020). Assessment Rubrics Decoded: An Educator's Guide (1st ed.). Routledge. 

https://doi.org/10.4324/9780429022081  

Tintiangco-Cubales, A., Kohli, R., Sacramento, J., Henning, N., Agarwal-Rangnath, R., & 

Sleeter, C. (2015). Toward an ethnic studies pedagogy: Implications for K-12 schools 

from the research. The Urban Review, 47(1), 104-125. 

Tintiangco-Cubales, A., & Duncan-Andrade, J. (2021). Chapter 2: Still fighting for ethnic 

studies: The origins, practices, and potential of community responsive pedagogy. 

Teachers College Record, 123(13), 1-28. 

TWLF Demands, 1969, CES ARC 2015/1, Location 1:2 twLF box 1 Folder 2. Ethnic Studies 

Library, University of California, Berkeley. 

WSSD By the Numbers. The Waldorf School of San Diego. (n.d.). 

https://waldorfsandiego.org/our-school/wssd-by-the-numbers/   

Weiler, C., & Brinegar, K. (2024). From appreciating to disrupting: Interrogating equity-centered 

syllabi for middle grades teacher preparation. RMLE Online, 47(8), 1-24. 

Young, K., & Kolluri, S. (2025). Street-Level Educators: Freedom and Frustration among Ethnic 

Studies Teaching at the Margins of California Schools. The Urban Review, 57(5), 1477-

1500 

 

 

 



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 40 

 

Figures 

 
 
 
  



 HS ETHNIC STUDIES SYLLABI ACROSS CALIFORNIA – 41 

 

Figure 2: Rubric Development and Coding Process 
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Tables 

 
Table 1. Average Student Characteristics by Region 

   N (%) Total 
Students 

% White % African 
American 

% Asian % American 
Indian/Alaska 

Native 

% Two or 
More Races 

Regions 
 Superior California 
 North Coast 
 SF Bay Area 
 North San Joaquin Valley 
 Central Coast 
 Southern San Joaquin Valley 

 
30 (10.1%) 
21 (7.0%) 
51 (17.1%) 
20 (6.7% 

32 (10.7%) 
16 (5.4%) 

 
1,264.35 
621.71 

1,225.90 
1,596.05 
1,519.91 
2,152.44 

 
28.33 
45.72 
22.52 
17.48 
25.21 
14.04 

 
10.63 
4.39 
11.14 
6.79 
1.55 
8.80 

 
9.68 
1.73 
20.22 
13.20 
2.71 
5.46 

 
1.53 
15.49 
0.29 
1.06 
0.21 
0.80 

 
4.39 
7.10 
5.57 
2.10 
1.76 
1.22 

 Inland Empire 33 (11.1%) 1,559.64 14.26 6.39 3.25 0.43 1.79 
 Los Angeles County 44 (14.8%) 1,056.1 12.72 11.13 3.31 0.29 3.09 
 Orange County 21 (7.0%) 1,985.19 21.63 1.35 24.80 0.14 1.96 
 San Diego-Imperial 30 (10.1%) 1,202.32 33.82  5.76 6.69 2.20 6.55 
Total 298 (100.0%) 1,356.37 22.95 7.16 9.30 1.76 3.74 
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Table 2. Ethnic Studies Syllabus Rubric 

Hallmark 3-Strong Evidence 2-Moderate Evidence 1-Weak Evidence 
Curriculum as 
Counter Narrative 

-3+ perspectives from marginalized 
communities 
-1+ critical text or theory 
mentioned  
-Strongly and directly connects 
reading to the dominant narrative 
being challenged. 
-Tools for praxis 

-2+ instances of perspectives from 
marginalized communities 
-1+ critical text or theory 
mentioned 
-Vaguely connects reading to 
dominant narrative being 
challenged 

-2+ instances of perspectives from 
marginalized communities 

Students as 
Intellectuals 

-2+ instances of students as experts 
-1+ instances of reflection 
-1+ instances of experiential 
knowledge 
-3+ student choice assignments 
-1+ example or strong implication 
of sharing expertise beyond the 
classroom 

-3+ examples of skill development 
-1 example of content reflection or 
1 example of experiential 
knowledge 
-2+ student choice assignments 
 

-All activities insular to classroom 
-2+ examples of skill development 
 

Culturally 
Responsive and 
Mediated Pedagogy 

-3+ culturally relevant topics 
-3+ examples of reflection to 
personal/communal history 
-1+ example of hyperlocal 
communal reflection 

-2+ culturally relevant topics 
-2+ pieces of reflection connecting 
course to personal and/or 
communal history 
 

-2+ culturally relevant topics 
-No connection to personal history 

Criticality -3+ key terms alluding to structural 
forms of oppression and/or texts 
written by critical authors 
-1+ forms of critique and response 
to limiting condition/praxis 

-2+ key terms that allude to 
structural forms of oppression 
-3+ texts written by critical 
authors/perspectives 
-1+ critiques of limiting condition 

-1+ key terms that allude to structural 
forms of oppression  
OR 2 texts written by critical authors 
 

Reclaiming Cultural 
Identities 

-Historical +contemporary 
perspectives included 
-3+ positive cultural referents 
-1+ instances of reflection 
-1+ instance of building group 
pride/cross group 
appreciation/cross and intragroup 
solidarity 
-1+ integration of hyperlocal 
element 

-Historical and contemporary 
perspectives included 
-2+ positive cultural referents 
-1+ instance of building group 
pride/cross group 
appreciation/cross and intragroup 
solidarity 
 

-Mainly historical perspectives 
-Hyper focus on oppressed identities 
-No positive cultural referents 

Intersectionality 
and Multiplicity 

-3+ examples of intersectionality 
(explicitly discussed or strongly 
implicated) 
-1+ instance of reflection involving 
intersectionality 

-1+ instances of intersectionality 
implied/stated 
-2+ examples of intersectionality 

-1+ instances of intersectionality 
implied/stated OR examples or 
intersectionality 
 

Community 
Engagement 

-2+ instances of uni-directional 
engagement 
-2+ instance of bi-directional 
engagement 
-Engagement at community-level 

-1+ instances of uni-directional 
engagement 
-1+ instance of bi-directional 
engagement 
-Engagement at school-level 

-2+ instances of uni-directional 
engagement OR 1 instance of bi-
directional engagement 
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* p<0.05, ** p<0.01, *** p<0.001  
Standard errors in parentheses are clustered at the school level 

Table 5. Average Score Predictors with Region and Year Fixed Effects 
 (1) (2) (3) 
 No FE Region FE Region and Year FE 
Racial Demographics 
 % White Omitted 
 % African American 

 
 

-0.005 (0.004) 

 
 

-0.005 (0.004) 

 
 

-0.005 (0.004) 
 % American Indian 0.005 (0.003) 0.004 (0.003) 0.004 (0.003) 
 % Asian -0.002 (0.004) -0.002 (0.004) -0.002 (0.005) 
 % Filipino 0.006 (0.017) -0.007 (0.017) -0.008 (0.017) 
 % Hispanic -0.001 (0.002) -0.001 (0.003) -0.001 (0.003) 
 % Pacific Islander 0.030 (0.049) 0.054 (0.048) 0.054 (0.048) 
 % Multiracial -0.008 (0.010) -0.011 (0.010) -0.010 (0.010) 
 
School Type 
 Public Omitted 
 Private 
 Charter 
 Other 
 
School Characteristics 
 Total Enrollment 

 
 
 

-0.263 (0.140) 
-0.031 (0.100) 
0.109 (0.174) 

 
 

0.081 (0.055) 

 
 
 

-0.356* (0.145) 
-0.081 (0.104) 
0.124 (0.188) 

 
 

0.090 (0.059) 

 
 
 

-0.355* (0.146) 
-0.076 (0.105) 
0.121 (0.188) 

 
 

0.092 (0.059)  
 Distance to UC -0.003** (0.001) -0.002 (0.001) -0.002 (0.001) 
 Distance to CSU 0.004 (0.002) 0.005 (0.003) 0.005 (0.003) 
 Distance to Community College 0.010 (0.006) 0.008 (0.006) 0.008 (0.006) 
 % Vote Republican -0.000 (0.002) -0.002 (0.003) -0.001 (0.003) 
 
Course Length 
 Full Year Omitted 
 Less than Full Year 
  
 
Course Classification 
 General Ethnic Studies Omitted 
 Group Specific 
 Multi-Group Literature 
 Multi-Group History 
 Other 
 
Region 
 Los Angeles Omitted 
 Superior California 

 
 
 

-0.171 (0.091) 
 

 
 
 

-0.397*** (0.083) 
-0.036 (0.199) 
-0.226 (0.163) 
-0.526* (0.227) 

 
 
 

-0.134 (0.092) 
 
 

 
 

-0.374*** (0.083) 
-0.026 (0.205) 
-0.153 (0.181) 
-0.560* (0.243) 

 
 
 

-0.230 (0.211) 

 
 
 

-0.133 (0.092) 
 
 

 
 

-0.362*** (0.083) 
-0.029 (0.204) 
-0.149 (0.179) 
-0.547* (0.246) 

 
 
 

-0.226 (0.210) 
 North Coast  -0.167 (0.287) -0.161 (0.288) 
 SF Bay Area  -0.031 (0.142) -0.028 (0.144) 
 N San Joaquin Valley  0.114 (0.175) 0.122 (0.175) 
 Central Coast  -0.030 (0.159) -0.028 (0.160) 
 S San Joaquin Valley  -0.072 (0.191) -0.084 (0.189) 
 Inland Empire  -0.204 (0.171) -0.197 (0.173) 
 Orange  -0.100 (0.182) -0.100 (0.182) 
 San Diego - Imperial  0.141 (0.153) 0.137 (0.155) 
 
Year 
 2019-20 Omitted 
 2020-21 

   
 
 

0.056 (0.085) 
 2021-2022   0.075 (0.086) 
    
Constant 
R-Squared 

1.928*** (0.283) 
.2433 

2.055*** (0.314) 
.2654 

1.988***(0.322) 
.2676 

N 298 298 298 
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Appendix 
Appendix Table 1. Summarized Ethnic Studies Hallmarks 

Sleeter and Zavala (2020) McGovern and Buenavista (2016) California Ethnic Studies Model Curriculum 
Hallmarks Definition Tenets Definition CAESMC 6 C’s Definition 
Curriculum as 
Counter 
Narrative 

Honors knowledge 
production, interrogates 
white supremacist 
subjugation and 
misrepresentation, and 
challenges assimilationist 
ideals. 

Question White 
Supremacist Notions 
of Ideological 
Objectivity 

Critical examination of 
knowledge; What and 
whose knowledge is 
assumed as truth 

Center Center and place high value on 
the precolonial ancestral 
knowledge, narratives, and 
communal experiences of 
Native People/s and people of 
color and groups that are 
typically marginalized in 
society 

Students as 
Intellectuals 

Respecting and fostering 
students’ curiosity and 
thinking 

Anti-Essentialist 
Representations of 
Racialized 
Communities 

Studying racial groups 
through multidimensional 
and intersectional lenses. 

Connect Connect ourselves to past and 
contemporary social 
movements that struggle for 
social justice and an equitable 
and democratic society, and 
conceptualize, imagine, and 
build new possibilities for a 
post-racist, post-systemic-
racism society that promotes 
collective narratives of 
transformative resistance, 
critical hope, and radical 
healing 

Culturally 
Responsive and 
Mediated 
Pedagogy 

Drawing upon students 
lived experiences and 
sociocultural environments 

Community 
Grounded Praxis in 
teaching of content 

Curriculum grounded in 
local contexts, responsive 
to needs of community, 
communities as 
knowledge holders and 
creators, collective and 
individual empowerment. 

Cultivate Cultivate empathy, community 
actualization, cultural 
perpetuity,20 self-worth, self-
determination, and the holistic 
well-being of all participants, 
especially Native People/s and 
Black, Indigenous, and People 
of Color (BIPOC) 

Criticality Structural analysis of 
racism and colonialism that 
works toward dismantling 
multiple forms of 
oppression 

X X Critique Critique empire building in 
history and its relationship to 
white supremacy, racism, and 
other forms of power and 
oppression 

Reclaiming 
Cultural 
Identities 

Deep knowledge of where 
students come from and the 
historical contributions of 
their communities 

Individual 
empowerment and 
Collective self-
determination, and 
Social 
Transformation 

Knowledge of self and 
placing oneself in 
community. ARC (Access, 
Relevant, Communities) 

Challenge Challenge racist, bigoted, 
discriminatory, and 
imperialist/colonial beliefs and 
practices on multiple levels 

Intersectionality 
and Multiplicity 

Attending to students’ 
multiple social identities 
and their interactions 

X X Celebrate Celebrate and honor Native 
People/s of the land and 
communities of Black, 
Indigenous, and People of 
Color by providing a space to 
share their stories of success, 
community collaboration, and 
solidarity, along with their 
intellectual and cultural wealth 

Community 
Engagement 

Pedagogies and practices 
that bridge classrooms to 
communities and social 
movements 

X X X X 
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Appendix Table 8. Principal Component Analysis 
Principal Components/Correlation 
Component Eigenvalue Difference Proportion Cumulative 
Component 1 
Component 2 
Component 3 
Component 4 

3.71813                   
.848621 
.746231 
.567927       

2.86951 
.10239 
.178304 
.142207                           

0.5312        
0.1212  
0.1066 
0.0811                     

0.5312     
0.6524 
0.7590 
0.8401   

Component 5 .42572       .034473              0.0608        0.9009 
Component 6 .391247       .089123              0.0559        0.9568 
Component 7 .302124                        . 0.0432        1.0000 

 
Principal Components (Eigenvectors) 

    

Variable Component 
1 

Component 
2 

Component 
3 

Component 
4 

Component 
5 

Component 
6 

Component 
7 

Unexplained 

CCN 
SAI 
CRMP 
C 

0.3539  
0.4195 
0.4095 
0.4387      

0.2624 
-0.0476 
-0.1090 
-0.2284                           

0.5249        
-0.2066  
-0.2402 
0.1385                    

-0.6302     
-0.1088 
0.3276 
-0.0994   

-0.0702 
-0.4212 
-0.5318 
0.0350 

0.2086 
-0.7597 
0.5761 
0.0882 

0.2912 
0.1126 
0.2017 
-0.8469 

0 
0 
0 
0 

RCI 0.3068 0.6905 0.2371 0.5673 0.1767 -0.1267 -0.0610 0 
IM 0.3502 -0.5922 0.2944 0.2810 0.4672 -0.0947 0.3658 0 
CE 0.3492 0.1934 -0.6797 -0.2700 0.5330 0.1212 0.0839 0 
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Appendix Table 10. Average Score Predictors for Public 
Schools 
 Region and Year FE 
Racial Demographics 
 % White Omitted 
 % African American 

 
 

-0.005 (0.007) 
 % American Indian -0.001 (0.005) 
 % Asian -0.000 (0.007) 
 % Filipino -0.014 (0.021) 
 % Hispanic 0.004 (0.004) 
 % Pacific Islander 0.067 (0.109) 
 % Multiracial 0.046 (0.026) 
 
School Characteristics 
 Total Enrollment 
 Distance to UC 

 
 

0.075 (0.075) 
0.004 (0.003) 

 Distance to CSU 0.002 (0.004) 
 Distance to Community College -0.008 (0.009) 
 % Vote Republican -0.002 (0.005) 
 
Course Length 
 Full Year Omitted 
 Less than Full Year 
 
Course Classification 
 General Ethnic Studies Omitted 
 Group Specific 
 Multi-Group Literature 
 Multi-Group History 
 Other 
 
Region 
 Los Angeles Omitted 
 Superior California 

 
 
 

-0.235 (0.150) 
 
 
 

-0.228 (0.128) 
0.144 (0.250) 
0.039 (0.299) 
-0.501 (0.454) 

 
 
 

-0.179 (0.290) 
 North Coast -0.005 (0.516) 
 SF Bay Area -0.100 (0.297) 
 N San Joaquin Valley 0.101 (0.285) 
 Central Coast -0.096 (0.225) 
 S San Joaquin Valley -0.400 (0.274) 
 Inland Empire -0.315 (0.292) 
 Orange 0.140 (0.324) 
 San Diego - Imperial 0.243 (0.307) 
 
Year 
 2019-20 Omitted 
 2020-21 

 
 
 

0.128 (0.136) 
 2021-2022 0.170 (0.147) 
 
R-Squared 

 
.1918 

Constant 1.424** (0.515) 
N 165 
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Appendix Table 11. Average Score Predictors with Region and Year FE by Higher Education Distance 

   (1) 
Distance to UC 

(2) 
Distance to CSU 

(3) 
Distance to 

Community College 

(4) 
Distance to 

College 
Racial Demographics 
 % White Omitted 
 % African American 
 % American Indian 
 % Asian 
 % Filipino 
 % Hispanic 
 % Pacific Islander 
 % Multiracial 
 % White 
 
School Type 
 Public Omitted 
 Private 
 Charter 
 Other 
 
School Characteristics 
 % Vote Republican  
 Total Enrollment 

 
 

-0.004 (0.005) 
0.003 (0.004) 
-0.003 (0.005) 
-0.007 (0.018) 
-0.002 (0.003) 
0.057 (0.055) 
-0.018 (0.011) 

 
 

 
 

-0.523*** (0.154) 
-0.142 (0.115) 
0.036 (0.203) 

 
 

-0.002 (0.003) 
0.062 (0.058) 

 
 

-0.003 (0.005) 
-0.000 (0.003) 
-0.003 (0.005) 
-0.007 (0.017) 
-0.002 (0.003) 
0.081 (0.052) 
-0.018 (0.010) 

 
 
 
 

-0.492** (0.149) 
-0.141 (0.118) 
0.084 (0.204) 

 
 

-0.003 (0.003) 
0.093 (0.061) 

 
 

-0.003 (0.005) 
-0.001 (0.004) 
-0.003 (0.005) 
-0.006 (0.018) 
-0.002 (0.003) 
0.072 (0.054) 
-0.018 (0.010) 

 
 
 
 

-0.497** (0.152) 
-0.140 (0.119) 
0.082 (0.210) 

 
 

-0.002 (0.003) 
0.084 (0.063) 

 
 

-0.003 (0.005) 
-0.002 (0.004) 
-0.003 (0.005) 
-0.006 (0.018) 
-0.002 (0.003) 
0.077 (0.053) 
-0.016 (0.010) 

 
 
 
 

-0.485** (0.149) 
-0.127 (0.117) 
0.104 (0.208) 

 
 

-0.002 (0.003) 
0.093 (0.062) 

 Distance to UC 
 Distance to CSU 

-0.001 (0.001) 
 

 
0.006* (0.002) 

 
 

 
 

 Distance to Community College   0.008 (0.007)  
 Distance to College    0.014 (0.007) 
 
Region 
 Los Angeles Omitted  
Superior California 
 North Coast 
 SF Bay Area 
 N San Joaquin Valley 
 Central Coast 
 S San Joaquin Valley 
 Inland Empire 
 Orange 
 San Diego – Imperial 
 
Year 
 2019-20 Omitted 
 2020-21 
 2021-22 
 
Constant 
R-Squared 

 
 

 
-0.178 (0.209) 
-0.194 (0.282) 
0.014 (0.165) 
0.285 (0.157) 
0.011 (0.176) 
-0.156 (0.201) 
-0.102 (0.178) 
-0.148 (0.180) 
0.167 (0.172) 

 
 

 
0.112 (0.084) 
0.176 (0.089) 

 
1.916*** (0.302) 

0.1722 

 
 

 
-0.233 (0.211) 
-0.239 (0.261) 
-0.016 (0.162) 
0.192 (0.159) 
-0.037 (0.175) 
-0.221 (0.190) 
-0.241 (0.173) 
-0.163 (0.180) 
0.161 (0.165) 

 
 
 

0.102 (0.085) 
0.155 (0.090) 

 
1.821*** (0.306) 

0.1882 

 
 

 
-0.204 (0.208) 
-0.278 (0.274) 
-0.001 (0.162) 
0.244 (0.157) 
-0.016 (0.178) 
-0.184 (0.199) 
-0.154 (0.174) 
-0.141 (0.178) 
0.150 (0.171) 

 
 
 

0.107 (0.084) 
0.167 (0.090) 

 
1.831*** (0.308) 

0.1761 

 
 

 
-0.212 (0.209) 
-0.249 (0.258) 
-0.005 (0.161) 
0.242 (0.153) 
-0.021 (0.174) 
-0.180 (0.200) 
-0.187 (0.173) 
-0.139 (0.178) 
0.142 (0.168) 

 
 
 

0.104 (0.084) 
0.161 (0.089) 

 
1.775*** (0.309) 

0.1857 
* p<0.05, ** p<0.01, *** p<0.001  
Standard errors in parentheses are clustered at the school level 

 


