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Editor's Note

This issue of the JCT centers on questions of knowledge.
power, authority, and social responsibility. These questions are
addressed within various modes of discourse. ‘

The question of authority in teaching, especially with
student teachers, is discussed within the framework of literary
criticism in JoAnne Pagano's essay. Authority located outside
of the teacher is just one of the many issues that Professor
Pagano articulates.

Protectionist and participatory definitions of democracy
and their implications for questions of education in Appalachia
are discussed in George Wood's essay. Dr. Wood's concermn
about the nature of a democracy is of general concern to all of
us involved in education.

In my piece, I try to begin to understand the nature of
teacher texts and basic competency exams and their impacton
questions of controlling teachers from the outside. I:Iow are
teachers losing the ability to conceptualize their curriculum?
This is one of the major issues | attempt to understand.

Richard Butt, Dannielle Raymond and Lloyd Yamagishi's
essay deals with the uses of autobiography. They corfceptualize
some intriguing notions. Their concepts of autobiographical
praxis and autobiographical praxeology provide many new
insights into the autobiographical literature. -

The expanded “Letters” section in this issue provides us
with a wide range of reactions to an ASCD publication entitled,

Social Issues and Education: Challenge & Responsibility. I think
you will find the breadth of reactions quite telling.

- W.M.R.—

Pagano 7

Essays

THE NATURE AND SOURCES OF
TEACHER AUTHORITY*

Jo Anne Pagano
Colgate University

In The Concept of Mind Gilbert Ryle introduced two distinc-
tions which have since become commonplace in discussions of
curriculum and teaching. These are the distinctions between
knowing how and knowing that and achievement or occurrent
words and task or dispositional words. In making the first
distinction Ryle was concerned to abolish the “intellectualist”
doctrine that knowing is the apprehension of truth. Instead, he
argued that we quite sensibly use ‘know’ when we are referring
to a person’s learned capacity for and tendency to engage in
certain kinds of performances, and that these performances
are no different in kind from ‘mental’ performances. The second
distinction makes the point that words having to do with
cognition can be categorized as either achievement words or
task words, but that again whether we are talking about
achievements or tasks we are not picking out two different
kinds of things. Achievement words, words such as “solve,”
“know,” “find,” “see.” etc. are episodic and descriptive of
temporally isolated occurrences; task words, words such as
“puzzling,” “learning,” “searching,” and “looking,” are disposi-
tional and imply that the actor has acquired certain tendencies

which are aroused or activated in appropriate circumstances.
Achievement words denote the successful outcomes of tasks.!



Editor's Note

This issue of the JCT centers on questions of knowledge,
power, authority, and social responsibility. These questions are
addressed within various modes of discourse.

The question of authority in teaching, especially with
student teachers, is discussed within the framework of literary
criticism in JoAnne Pagano's essay. Authority located outside
of the teacher is just one of the many issues that Professor
Pagano articulates.

Protectionist and participatory definitions of democracy
and their implications for questions of education in Appalachia
are discussed in George Wood's essay. Dr. Wood's concern
about the nature of a democracy is of general concern to all of
us involved in education.

In my piece, I try to begin to understand the nature of
teacher texts and basic competency exams and their impact on
questions of controlling teachers from the outside. How are
teachers losing the ability to conceptualize their curriculum?
This is one of the major issues I attempt to understand.

Richard Butt, Dannielle Raymond and Lloyd Yamagishi's
essay deals with the uses of autobiography. They conceptualize
some intriguing notions. Their concepts of autobiographical
praxis and autobiographical praxeology provide many new
insights into the autobiographical literature.

The expanded “Letters” section in this issue provides us
with a wide range of reactions to an ASCD publication entitled,

Social Issues and Education: Challenge & Responsibility. I think
you will find the breadth of reactions quite telling,.

—-WMR—

Pagano 7

Essays

THE NATURE AND SOURCES OF
TEACHER AUTHORITY*

Jo Anne Pagano
Colgate University

In The Concept of Mind Gilbert Ryle introduced two distine-
tions which have since become commongplace in discussions of
curriculum and teaching. These are the distinctions between
knowing how and knowing that and achievement or occurrent
words and task or dispositional words. In making the first
distinction Ryle was concerned to abolish the “intellectualist”
doctrine that knowing is the apprehension of truth. Instead, he
argued that we quite sensibly use ‘know’ when we are referring
to a person’s leamed capacity for and tendency to engage in
certain kinds of perforrnances, and that these performances
are no different in kind from ‘mental’ performances. The second
distinction makes the point that words having to do with
cognition can be categorized as either achievement words or
task words, but that again whether we are talking about
achievements or tasks we are not picking out two different
;ldnds (.).f things. Achievement words, words such as “solve,”
know,” “find,” “see,” etc. are episodic and descriptive of
temporally isolated occurrences; task words, words such as
“puzzling,” “learning,” “searching,” and “looking,” are disposi-
tional and imply that the actor has acquired certain tendencies
which are aroused or activated in appropriate circumstances.

Achieverment words denote the successful outcomes of tasks.!



8 Journal of Curriculum Theorizing

Our borrowing of these distinctions in the field of education
has been useful to a point. The means-end rationality which
dominates both curriculum and teaching is well-served by
these distinctions; however, the means-ends rationality itselfis
too limited to be the sole organizer of a discussion of teaching.

“Teaching” as an achievement word clearly has a rather

restrictive reference. Simply as a matter of logic, teaching,
regarded as an achievement, can be said to have occurred only
in circumstances in which it is deemed successful. Clearly
such restrictiveness violates ordinary understanding. In fact,
we talk about teaching in all sorts of contexts when the sought-
for learning does not occur. Ineffective teaching is still teach-
ing. It would be nonsense for me to say of something1did in the
classroom last week on observing the results of today’s exami-
nation, “I thought I was teaching, but 1 was mistaken.”

Ryle’s distinction permits us to try to isolate the activities,
the tasks, implied by the successful outcome of teaching. In
Ryle’s account as it is understood by educators, the disposi-
tional definition of teaching becomes the “heedful” application
of acquired skills in order to achieve some specified educational
purpose. A teacher is one who employs skills appropriate to
achieving a particular end, i.e. the student’s learning X.

The word “task,” and indeed, the means-end rationality in
which the concept is embedded, is misleading in away that has
critical consequences for the practice of teaching. A task is
typically imposed from without: it is not merely necessary but
is also desirable that tasks be prosecuted in a routinized
unself-conscious fashion, A task, moreover, often signifies an
obligation which, if not unpleasant, provokes minimal per-

sonal engagement. If teachingis a task it is a very peculiar sort -:_

of task.

should be something more than a goal-directed response
tendency, something more than “knowing what to do in order

to.” Teaching should comprehend the teacher's warrant and |

-

Teaching is not simply (or perhaps even simply not) a ;
question of technique employed in the prosecution of some ¢
task. Teaching is dispositional, but that disposition is or }
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authority for teaching what he teaches. The Rylean formulati
of teaching is, of course, compatible with a linear c:haracteriz(;n
Eit;r; ;)"f thﬁ act: Atsaches Xto B, where, before X, weinsert eit.he;
| hat or “how t(:). This linear perspective suggests that once X
- :en identified and the logical means for transferring X
- :;le ;oﬁ:t;ﬁn::ﬁer; is nothing more to be said. This
at pers)
observes, that the achievement-tgsk é)ies‘t:itriz‘:;ioﬁ'egb?:; efﬂg
exclude certain activities from the “task” definition of teac;:is;lg
but it gives us no clue as to what specific acts to include.? '
o l\lerany writ::rs have argued that a linear model of teacinng
e ulaming s i1_1adequate. In a recent article, Neil Hertz
ormulates the linear model and claims that the apparent
s::;igs lilsai? fact a proportion. The teacher is to his discipline, to
%Iha :ha :‘;ﬂm;s and texts, as the student is to the teach(':r.a
oAt x PPENs wi . enwe multiply out the proportion? We are left
" e student's relation to the discipline. Does that mean
Si;t :.n dt;he successful outcome of teaching the teacher has
mé)ﬂ}; . sappeared, been cancelled out? In a sense yes, but not
Wittgenstein argues that all kno
thi-ough Pafucipation in language gam;gegt%:t i:ammacqt;ir;c}
;o ves t.he: mastery of technique.” Mastering a technique
owever, is something more than simply learning how to dc;

something or learning to supply certain facts in appropriate

circamstances. A person who is a full initiate into a language

. game, a master of some technique, knows-how-and-that

Enowing anything at all is knowing how to do something. What

§ ﬁe fulkl1 initiate knows how to do is to participate in experience
| such a way as to create new facts. Initiation into a language
. game results in the formation of a structured set of expecta-

tions, a theoretical framework, which tells us which facts may

. be selected from experience and how these facts are to be

shaped.+
The teacher's knowledge is a system of activity from which

" he derives certain pro
'. positions regarding the world. The sys-
. tem of activity from which the student will eventually be aﬁe
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to create information himself, thereby enabling him to disp;,rnse
with the teacher.s The teacher does not simply trz-ansfer X bon;
himself to his students, he draws his students into a we tvgo
belief out of which what is known is constnfcted. There ar; 2
language games into which the teacher im‘tiates the st:.: c;:n t
the discipline and its texts, and classroom life. For the stu er;t
to become a participant in these language games hlfn ma\;1 :
acquire certain facts regarding the nature of the discip ake oy
the nature of classroom life that will enable him to alrln f:: : t:
appropriate moves in those language games. 1 Shtthn:n i
those language games as texts to make the poir_lt thatthe -
learned are interpretive strategies, that teaching i.s asys e:;llar
activity involving the constitution of texts witlnn pa:'tic .
interpretive frameworks. Through interaction with the teac k
the student comes to produce texis within the frameworl
employed by his teacher. But the teacher does not agam su:rlg 3{
transfer an interpretive framework to his students: the g 11:
tured set of expectations that informs his own work is so deep 3{
ingrained in him that for the student he is and rema-i?s preseer:ct
in the text. As a teacher he has a “radical nearness to the ’}h
because those expectations are embedded in who he is. The
process of initiation involves the student’s corrfing to appro:d(i
mate the teacher's being in relation to the disciplinary an
clmsvzzo;:::;tsad what the teacher teaches, but why does he
teach? The answer is related to his standing with res.pect tq his
discipline. In an article examining Roland Barthes teaﬂcﬁi
Steven Unger calls the teacher “the professor t?f desires. -
is it the teacher desires? The act of teaching is an act of love,
a sexual act in that its end is generative. The teacher seekcsl
through his love to unite two loved objects— the student anks
the word. From this union comes the world. The teacher sete
to create the world.” He does so by drawing his students into 13.
system of interpretive activity that will enable them to f:oop: .
ate with him in producing his texts. In that the teacher ci;?:;: ?S
love employs the arts of persuasion, the practice of tea g
the practice of rhetoric.
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As Plato argues in the Phaedrus, when rhetoric is reduced
to the disinterested application of technique, rhetoric is de-
based. In the first section of the dialogue, Phaedrus tells
Socrates of the substance of a talk he has just heard given by
the sophist Lysias. Lysias claimed that one should surrender
oneself only to those who are not in love and never to those who
are. There are several reasons given in support of this recom-
mendation. All of these reasons relate to the central observa-
tion that the lover is ruled by passion to the extent that he
himself often describes his condition as a sickness or a folly (i.e.
he is not in control of himself), whereas the non-lover is always
regulated by reason, in control of himself and so will in all
things work to increase the profit of those who act on his
judgment and advice.

Socrates replies in, for him, typical fashion by defining
love. Love is a kind of desire. He then explores all of the
unhealthy destructive desires— domination, contempt, conde-
scension—to reach Lysias’ conclusion that the non-lover,
therefore, must possess all of the virtues opposite to these
destructive desires.

We are not surprised, however, when Socrates immedi-
ately confesses a reservation. We know, as Phaedrus seems
temporarily to have forgotten, that Socrates never settles so
comfortably into any conclusion but that he is apt soon to
discover himself mistaken. But, says Socrates, is love nota god,
and how can that which is inspired by the divine be evil? Now
Socrates suggests a distinction— that between the evil lover, a
seducer merely, and the noble lover who is in all things to be
preferred.

In Lysias’ talk the lover had been represented as mad, as
suffering a disturbance of the soul and the non-lover as sane,
Socrates invokes in opposition the concept of divine madness
and proclaims “the superiority of heaven-sent madness over
mad-made sanity.” There is a notable difference between
madness arising from human ailments and “a divine distur-
bance of our conventions of conduct.” While the two kinds of
madness may often appear indistinguishable, the noble, or
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divinely inspired, lover joins passion for a loved one with
seeking after wisdom. Whether a lover is an evil seducer or a
noble lover depends on the nature of the god whose follower he
is. The noble lover is a follower of the god Truth.

In the second part of the dialogue Socrates reveals that his
discussion of the lovers is a metaphor for writing and speaking,
for the practice of the art of persuasion. Phaedrus claims that
the orator need not understand what is truly just; he need only
know what is thought to be just by those in power for it is on
this that persuasion depends. Socrates responds that unless
the orator understands what is truly just, he is in danger of
becoming an evil speaker, one who tries to persuade his
listeners that what is evil is good and what is good evil.

The function of rhetoric, Socrates says, is to influence
men's souls, and this can be done for good or evil. The false
dialectician, the speaker who influences for evil, mistakes
certain skills for the art of rhetoric. The art of rhetoric is
compared with the art of medicine in that the application of
medical skill requires understanding of the thing treated. If the

speaker does not possess the same sort of understanding of his
art as the doctor of his, he can only say, “I have the skill of
speech, but one musn't believe all that one is told.”

Ignorance of the difference between understanding and
skill leads men to elevate the merely plausible over the true.
Socrates shows the effect of this by pointing to the law courts.
In the courts, he notes, even facts are thrown out when they do
not comport with probability. This is the most grievous error
into which the non-lover is likely to fall, confusing as he does
his skill in using the techniques of persuasion with the
goodness or truthfulness of that to which he is trying to

persuade others.®
When we set out to teach others we set out to change them,

to persuade them to a point of view, Perhaps itis not overstating

to say, uncomfortable as it may make us to say it, that the
function of teaching is to change the souls of men. That such
is our aim must be admitted when we allow that our disciplines
represent ways of seeing and recommend ways of being in the
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world, and that to initiate students into our disciplines is to
bring them to different ways of seeing and being. We persuade
them, when we are successful, to accept interpretations (ide-
ally to construct interpretations of experience) which were not
only previously unavailable to them but which may conflict
with readings of experience previously settled on. Thus when
we begin thinking of teaching as the practice of rhetoric we
confront a moral problem.

It will not do simply to distinguish the skills and activities
of teaching from those of other activities, useful though it may
be to do so. We need still to distinguish good teaching from bad
teaching. Bad teaching can and often does mean something
other than failure of achievement or misapplication of skill.
Another way in which we can be bad teachers is by teaching our
students bad things. Humans learn, and by implication are
taught, to be racists, fascists, and philistines. The judgment
that some teaching is good teaching is more than an observa-
tion that certain skills were employed toward some end or that
some end was achieved. When we consider the moral dimen-
;i%?s;i g?i:hhi:lfl. ‘lf;nowilx:g what to do’ is phenomenologically

e from * ¢

o moras JaetBstion. owing why.' The issue becomes one
The disposition to teach springs from a commitment to
initiating others into interpretive frameworks believed to be
worthwhile, good, even sometimes true. Scheffler and Peters
have criticized the Rylean perspective precisely because it
cannot accommodate the ethical aspect of teaching.? And yet if
“the teacher is to be a noble lover, to paraphrase Socrates, a
true teacher,” one worthy of being heeded, his passions ml:nst
be joined to the pursuit of wisdom. If passion is not joined to the
pursuit of wisdom, if the teacher looks only to his skill and the
;sults attained, he may say as does the false dialectician, “I
= ac;v;:ow to teach, but one may not believe everything one
For us what does the pursuit of wisdom amount to? How

do we ascertain the true nature of our texts. From where comes
our authority to persuade, our warrant for believing that we are
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noble lovers and not evil seducers? We have not the authority
of divine inspiration of the gods available to Socrates. Once we
give up the objectivist metaphysics Ryle has persuadet_d us to
relinquish, the pursuit of Truth becomes an idle pasttime.

The moral nature of our enterprise against the bgckground
of a world view that no longer admits of appeal to divinity asa
source of certainty in secular matters, renders our authority as
teachers, our right to influence, problematic. That teachers do
perceive their authority as problematic has become abun-
dantly clear to me not only from my own experience as a teacher
but from that of my student teachers as well. The plea | hear
most commonly is “What right do 1 have?”

Making up atest—whoamlIto make up a test? Talking with
John about it. About understanding yet not really fully
understanding why a person gets a B, B+ or B-. Never
understanding as a student why a B+ and n:::t an A-is so
much better. A B+ is not a B- —it's better— it's nicer and a
B- is not a C. How much of it depends on your mood? Am

I as objective as I can be? Isit possible to be as objective as

1 want to be? {student journal)

The student teachers I work with are seniors and fifth-year =

MAT students at a small northeastern liberal arts college.
These are among the few students at the university in any one

year who choose teaching as a profession; most follow in their =

parents’ professional footsteps and choose more lucrative and
prestigious careers. Those who choose teaching do so fo’r
reasons which they confess, apologetically, to be “idealistic.

One of the first things students are asked to .do in their F
methods course is to imagine themselves teaching and to

describe a particular situation. Their projections of these

scenes disclose two things: a delight in and commitmf:nt to e
their subjects, and a complete lack of awareness.that their r(:nwn .
high school experience need not be representative or the ta:. 3
They imagine themselves as egalitarian apd non-authori‘ - :
jan, friends to their students, understanding and supportive. =
They imagine their students choosing to read and constructa 4

—— Pagano 15

renaissance masque rather than memorizing Shakespeare,
enacting a revolution rather than taking notes from a text or a
lecture, doing independent research on self-generated topics,
translating literature into dance rather than writing about it.
They imagine their students as themselves, already formed and
with their tastes and dispositions.

The student teaching experience violates all expectation.
The students at many of the schools in which they do their
teaching are predominantly from low-income farming families.
Many of those above age 16 remain in school only so that their
families can continue to receive Aid for Dependent Children.
Many begin a work day at 4 a.m. with farm chores and must
return home immediately after school to work on the farm.
Schooling is a priority neither for them nor their parents. They
claim it is irrelevant to their present or future lives. They read
peorly, sometimes not at all, are ignorant of many of the things
which a middle class student takes for granted, and are
interested primarily in dating, hunting, and sports. Most of
their teachers have long ago relinquished any ambitions of
teaching them anything but the “basics.” The most ambitious
hope teachers hold for the majority of their students is that
teenage pregancy will not interfere with their achieving diplo-
mas, and that the diploma will signify achievement of some
minimal level of literacy and knowledge of the adult world.

The student teacher who begins a lesson with, for example,
the goal of helping students to develop a connoisseur’s delight
in Tolkein's use of language (Tolkein was chosen because he is
thought to be “relevant” to adolescents) is first astonished by
his students’ ignorance and imperviousness to the charms of
literature, and then despairing as he confronts the apparent
contradictions among his own commitments.

In his education courses the student teacher has dedicated
himself to the conviction that education should be meaningful
and useful to students, that course content should reflect the
concerns of adolescent life, that education should be based on
free choice, and that, therefore, student choice must be hon-
ored. But the literature teacher loves his literature and is
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t living a meaningful human life requires more
m:;ct}llieracy,gand the social studies teacher has chosen
his field from the conviction that students must 1eamhfto
confront and think critically about the dilemmas of modern life.
One of the things they quickly learn is that their students ani
critical: they are critical of ERA, anti-gun legislation, tIt)xmir
choice, disarmament movements, etc. They cling to what the: %
aspiring teachers see as misconceptions of the unenlightene
bad old days. The student teacher must chfront exu'emt:
issues of authority and responsibility if he seriously confron
his desire to change his students’ attitudes to knowledge and
to the world.

What right do 1 have? Here I am sitting up here on the ng
just because my father has a lot of money. Sitting aroutf:ﬁ_
talking about democracy and morality and art and s ;
and then thinking I can go out and decide for other people
and tell themn what they should think. (student journal)

What good is it? They're right. Why should they care about
independent clauses or symbols of death in Poe? What
kind of stupid question—what does death look like? Who
Cares? Why should they even be here? Whodo think I am?
(student journal)

These self-doubts are not simply provoked by exposure to

what is for my students an extreme break from anything they |
have known before. Some of my student teachers are placedin =

situations more congruent with their expectations, and these

express the same sorts of doubts regarding the legitimacy of

their authority.

I really believe (I think) that I want my students to write
their own thoughts. But then how can i punish‘them with 3
a low grade when they do. How do I know that I'm not just
disagreeing? If I believe that everyone has something
valuable to say and that there are no right and wrong 3
answers in literature, what makes my thoughts and feel- i
ings any more ‘right’ than theirs? How can I criticize. I say E

et
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I'want them to discover their own feelings, and then I find
myself not liking what they discover so I'm critical and I
start suspecting them of not being honest. It's what I've
always hated in lit. courses. How can everything be equally
valid and some things be wrong? (student journal)

The emphasis I want to place on individual interpreta-
tion—how can this possibly be considered ‘education?
After all, most of my educational life has been spent
rephrasing someone else's ideas, so where do I get off
undoing all this? (s.j.)

This authority crisis is generated by a confrontation, for
the first time in the concrete world, with the interpenetrating
problems of interpretation and subjectivity. There exists a
tension between ideas to which student teachers have been
persuaded in their college classrooms and their teaching
ambitions. Subjectivists and relativists all, they find that they
do not really believe that all activities and all ways of life are
equally worthwhile; they do not really believe that all work is
equally good or that all student interpretations of texts are
equally valid. And what they want is for their students to accept
their views of what is worthwhile. They are at home, intellectu-
ally, with the notion that the structure and content of knowi-
edge, whether scientific, social, or aesthetic, is socially and
historically conditioned, rooted in an interested and subjec-
tively apprehended worldview. Deprived of a world in which the
“merely subjective” is clearly demarcated from the “objective,”
the entire world comes to be seen as “merely subjective.” Since
we have grown up believing authority to derive from “objectiv-
ity,” in place of divinity, when the objective world is relin-
quished so also is authority in it and responsibility for it. We
hear regularly from our students, “Well, but it's all just what
someone thinks, after all.” But the comfortable relativism they
wear to thelr college classes shrinks uncomfortably in the
climate of the secondary school.

Our problem of authority can best be confronted and
resolved if we adopt the characterization of teaching which I
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have been urging throughout this paper. This characterization
renders teaching a practice comparable in important respects
to the practice of literary criticism. We might even say, as a
matter of fact, that literary criticism is the paradigm of teach-
ing.

Both teaching and critical work are fundamentally in-

volved with the interpretation of texts and the communication _:

of those interpretations through language. Both teacher and

critic are engaged in producing communities of readers who =
share their interpretations, in trying to persuade others to =
accept their beliefs. Moreover, the problem of authority
emerges in the same form in both practices. What legitimates
one interpretation over another? Now, the problem for the
literary criticis not so pervasive or urgent asitisforthe teacher, |
since for the teacher, classroom life itself is interpreted and

becomes a text within which other texts are produced.

In = book called Is There a Text in this Class? Stanley Fish
tackles the problem of the authoritativeness of interpretations
and the warrant for persuasion in a manor similar to the way

I have been talking about teaching. Fish recounts several |
amusing anecdotes to make the point that interpretation is the &
deployment of a structure of expectations and constraints |
imposed not by an independent text but by the reader. Among
these anecdotes is the following: .
At the conclusion of the first class meeting of the semester, |

an undergraduate approaches the professor {not Fish) with the;
question, “Is there a text in this class?” The professor informs’
her that it is the Norton Anthology, to which she responds, *No, §
no. I mean in this class do we believe in poems and things, or:
is it just us?” To which Fish's colleague responds, “Oh I see.”
You're one of Fish's victims. Yes, there are poems; they have.
meanings, and, furthermore, I'm going to tell you just what?
those meanings are.” i
The point of the anecdote is not to point out the humorous;
consequences of a theoretical disagreement among the litera-
ture faculty at Johns Hopkins. The point is to show how muchs
stage setting is required forevena seemingly obvious question
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tobe un'derstood correctly. Fish argues that that is because th.
:htzdeexr;;sagues;ion does not have a meaning in itself, In u':cinz
hange etween the student and h :
cally F1:.-‘.h shows how the eventual un(?litilgﬁgis:; goi'n:l:i;
fntudents question required the professor to exchange one
: rmr::;;:amewark for another. The question is first inter-
R an institutional framework, but is finally seen to
€ a question situated within a particular literary disagree-
ment, Which frame?vork is deployed depends on which as-
sumptions or constitutive propositions are activated. In the
example given, the student’s identity is shifted from “s.tud t:
seeking-information” to “one-of-Fish's-victims” as th inen )
pretive framework is shifted. © e
mus?ih s general position regarding critical work is that texts
e X tfo ﬁdg’stood as experiences producing particular
e n: Se ects rather than as “a repository of extractable
eand mg; hi;lce the reader is a member of an interpretive
pomm ty having shaf'ed interests and assumptions, it
y appears that unimpeachable evidence groundin 'in-
terpretation is to be found in texts. But Fish argues eEf:hm:

. agreement among interpretations is not even really agreement

about what is in the text; it is instead agreement on strategies

for producing texts. Hence the possibility of literary disagree-

ment as well as agreement. The proper focus of the critic is not

. on W:la:ri: in the text, but on what the text does to the reader.
: InWhath structure of expectation and constraint does it mobilize
1 o & e reader and what interests and assumptions does the
o :ir in turn deploy in shaping the interpretation. For Fish
B sm is the production of texts and “all [texts] are about the
_ :‘ea er so that the experience of the reader rather than the text
E tself is the proper object of analysis.”

Fish refers to his model of criticism as a persuasion model

- and opposes it to what he calls the demonstration model. Th
i difference between these two models is the same as th:
difference between standard views of teaching and the on
. adopted in this paper. In the demonstration model: )
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...Critical activity (for us teaching is controlled by free-
standing objects in relation towhichits accounts are either
adequate or inadequate; in the other model critical activity
is constitutive of its object. In the one model the self must
be purged of its prejudices and presuppositions so as to see
clearly a text that is independent of them: in the other,
prejudicial or perspectival perceptionis all there is, and the
question is from which of a number of equally interested
perspectives will the text be constituted.'

Critical paradigms, understood within a persuasion
model, appear to be entities rather like Wittgenstein's language
games. The paradigm is what makes possible the picking out
of facts to support interpretations, but picking out facts is
possible only because an interpretation has already been
assumed. The interpretive framework tells us which facts to
select and how to shape them.

Teaching models and paradigms are constitutive of class-
room reality and of facts about students in the same way that
critical paradigms or interpretive frameworks are constitutive
of literary texts. The same relationship holds between the
methodological canons of the disciplines taught and the con-
tent of those disciplines. The persuasive intent of our activity
is that our students will come to cooperate with us in producing

our texts. That is the object of our desire, But how are we to 1

become noble lovers?

We seem still not to have dispatched the problem with ;
which we are primarily concerned. It seems uncomfortablethat =

we have no answer to the students’ "What right do I have?”

One solution is simply to ignore, and by ignoring, deny the

problem. Such deniat is characteristic of most talk about

teaching. The passion and engagement of the heart of teaching
are treated, if at all, as incidental. The language of teaching is

the language of the non-lover who may, through ignorance,

become an evil seducer. The singular achievement of the ,_'
contemporary social science perspective in which most think- =
ing about teaching is grounded is its success in purging the =
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language of passion and authort
ty from our thinkin
acting. Authority is located outside the teacher in tea%hil;g
manua.lf written by experts and in “what the research demon-
zﬁl;ates. “The research,” and the various experts’ readings are
en fo::'al granted in such a way as to confer on them a kind of
1ila.naemsegctg:“res ag:f:ho:nty. ’lge experts’ words become the things
. After all, as Geoffrey H
e bl ey Hartman observes, technique
One may suspect at first that in givin,

g up a demonstration
&nodel for a persuasion model we will have lost a great deal. By
enying privilege to any point of view it seems that we deny the

possibility of justifying any point of view. In f; i
.Infact,
have given up nothing at all. e Fishnotes, ve

We have everything that we always had— texts, standards

norms, criteria ofjudgment, critical histories and soon Wt::
can convince others that they are wrong, argue that .one
interpretation is better than another, cite evidence in
support of interpretations we prefer; it is just that we do all
those things within a set of institutional assumptions that
can themselves become objects of dispute. Rather than a
loss, however, this is a gain, because it provides us with a
principled account of change and allows us to explain to
ourselves and to others why, if a Shakespeare sonnet is

only 14 lines long, we haven't been able t.
. t
four hundred years. (p. 367) st itrignt afer

It allows us to explain why, when we ha
: ve demonstrated
much to be the case about teaching learning, we have gees::
unable to get it right. The point is that we are no worse off than
we ever were. The position taken with respect to the nature of
texts need have no practical consequences, if by “practical” we
Eean that we are now required to settle on any particular
befterporerizut}’le sira;;fyﬂi. What we do have that we did not have
e pos ty of criticizing th

el g those strategies as part of

Since the interpretation is situated within a set of institu-
tional assumptions, within a language game, the critic's au-
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thority derives from his status as a full initiate 1nto‘ that
language game. He represents for the community an “ideal
reader.” His readings are legitimate because they embody the
institutional assumptions which permit the enterprise to pro-
ceed. The authoritativeness of the texts he produces, the
“objectivity” of his readings, derives from his radical nearness
to the text.

But we have a problem in justifying our teaching texts that
we do not confront in doing literary criticism. For one thing the
rhetorical force of our texts, while dynamically similar to that
of literary texts, carries rather more serious ethical implica-
tions. In the first place, not all readers of the classroom text
have the same latitude as does the critic-reader of a literary
text; our students are not free toreject our texts without serious
consequences to themselves. For another thing our rhetoric
also persuades the student to adopt a particular sociomoral
and political, as well as aesthetic, consciousness. This means
that the critic-reader of the classroom is not only free to judge
the prevailing institutional assumptions underlying interpre-
tation, he must do so. But since judgments can only be made
within some interpretive framework, we must employ a frame-
work that makes visible the institutional assumptions direct-
ing all of our everyday interpretive strategies. We must develop
a critical perspective that turns back on itself, making strange
the conventional effects of our ways of reading and producing
texts.

To know something is to engage in an activity. One of the
activities in which we engage is judging. To judge is to partici-
pate in a language game. In order to be a participant in the

practice of judging, one must know that some things are better
than others— that is something that we cannot meaningfully

doubt. .
The solution to our problem that I am offering is a recom-

mendation that we as teachers approach our disciplinary and =
teaching texts as critics of the conventional effects produced.

In reading our classrooms and in persuading our students to

our inferpretations of texts we should pose two questions.
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What does this work do to the reader? Is this an effect that we
should want to produce? I am suggesting ultimately an ethical
Interpretation because I see the activity of persuading others to
one’s own view of school knowledge as sufficient to change the
world in which the other comes to know himself as a knower-
actor as to change the other. We are engaged in constituting
both the intellectual and the social worlds in which we and our
students live. The first legitimation of our authority is that we
approach our work with commitment and love, for the work and
for the student. Our question now is how are we to know that
that which we love is truly good?

The problem seems to be that acquaintance with the truly
good is as impossible as acquaintance with the true interpre-
tation. The way out of this dilemma traces Fish's €scape route.
Stephen Toulmin proposes what he calls a “good reasons”
approach to ethical judgment. The function of ethical deci-
sions, say Toulmin, is to bring us nearer to forming an ideal
society. The ideal one is one in which harmony among all
interests is attained. Practices worthy of adoption are those
which would “genuinely lead to deeper and more consistent
happiness” for everyone.'* As teachers we can ask ourselves do
the practices, language games, interpretive frameworks into
which we initiate our students help us to approach this ideal?

I am currently working with my student teachers helping
them to become critics. I ask them to look at their classrooms
as texts, both those in which they are teachers and those in
which they are students. For each “reading” they are required
to answer several questions. These same questions are also
applied to teaching materials and texts. They begin by asking
“What does this work do to me? How does it affect me?” Then
they are asked to imagine themselves as their individual
students with those students’ biographies and social histories
and to ask the same questions. The examination proceeds by
looking at the kinds of expectations formed by the reader, the
ways in which these expectations may have been formed, and
the ways in which they are met and violated. From there we ask
who is the “ideal reader” of this text? What is the nature of the
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community within which his interpretation must be consti-
tuted, and what are the institutional assumptions within
which the ideal reader’s interpretation is shaped. Finally, the
critic reader asks does this way of proceeding advance us
toward a goal of harmonizing interests? Who is helped and who
is hurt by our practices?

It may seem that we have not extricated ourselves from our
earlier relativism. We are still practicing within a framework.
But that we cannot imagine a rational argument against
harmony in the world should leave us content with the frame-
work we have. As Fish observes, although one may entertain
relativism as an intellectual doctrine, finally it is impossible for
anyone to be a relativist.
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Education in Appalachia:
Power, Powerlessness and the School Curriculum!*

George H. Wood
Ohio University

If Appalachia’s problems are to be solved it will be done because
we understand our past and because we begin to find out who
really controls this country. We need to know who really has
economic and political power in Appalachia,

Mike Clark, (1974, p. 6)
Appalachian activist

Where I really needed an education is when a highly skilled
educated man is shootin’ his mouth and knockin' me down
with some goddamn big words that I don't understand and the
skillful way he does it I know nothin’ about.

Joe Begley, Kentucky
(Terkel, 1980, p. 205)

Pray for the dead and fight like hell for the living.

Mother Jones,
Union Organizer

Often referred to as America's own Third World, the
Appalachian region reflects capitalism at its worst. A regiocn
which is rich in natural resources yet populated by those living
in some of the most dire poverty imaginable. Hungry children
g0 to school with the sons and daughters of coal barons and
cannot begin to imagine the opulence around them. While a
large minority of the population is unemployed some residents
reap an income boosted by labor-eliminating technology. But
the contradictions expand beyond mere economics. Political
and cultural life also seem irrevocably locked into the paradox
of haves and have nots in a society which holds nominally to a
credo of political and social equality.
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Appalachia is one of the most culturally rich and diverse
regions in the United States. Music, dance, and the visual arts
have permeated the definition of what Appalachia is and was.
Yet the culture at large seems most interested in portraying
cultural stereotypes, which demean the region. Comic strips
such as “I'l Abner” and “Snuffy Smith” portray Appalachian
mountain residents as lazy, moonshine-drinking, ne'er do
wells. Popular television shows “The Beverly Hillbillies” and
“Hee Haw” portray a culture out of joint (read backwards) with
the rest of society. Even the music of Appalachian is relegated
to comic portrayal. Clearly, some cultures count for more than

others.

fueled with money and influence from King Coal. For most

Appalachians democracy is nothing more than a cruel jokeas

the important social issues are removed from politics alto-

gether. In this area government is something done tothe people 1

rather than by the people.

If anything is to be done about these conditions it must
come from Appalachians themselves. This paper is concemmed
with how the public schools, as both the most pervasive and
perhaps most revered social institution in the Appalachian
region, have hampered such an effort and might indeed facili- =
tate it in the future. To fully explore such a question requires 4
that schools be examined within the paradox of their dualroles
of serving both the state and students: On one hand expected
to be the primary social institution concerned with the welfare 8

of students while, as creatures of the state, also expected to

respond to the demands of the existing social order. That these =
two aims are often mutually exclusive seems fairly self evident

as has been explored in a variety of forums (see, for example,

Apple, 1983, Giroux, 1983a, 1983b; Giroux and Purpel, 1983; &
Karabel and Halsey, 1977; Bowles and Gintis, 1976; Youngand |
Whitty, 1977; Wood, 1984). What is important to recognize in
this discussion is the intensity of this paradox in Appalachia. |

Frequently, the state/child paradox can be overlooked by
the schools. When the state is able to provide for both the .

Political power in Appalachia flows from political machines _'
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gilay:;:ilo e::ld tsa’iﬁtual needs of the populace the paradox
st. When those deprived of these s
oppressed beyond dissent the paradox can be ?;z:eiled;;rvf
it;ve;'(; whccl-:n the oppressed recognize their condition the .school
. rced to choose between serving the state or serving
pa,ladmnchia.- gmfh is the question that faces educators in Ap-
pat beh.';lvi :r thz ::Eﬁ :o pc;rpetuate the forms of knowledge
produce the structures of powe:
m?:;'n:z? ilt'l Appalachia or will they attempt tcl: do ;1?::
Sible to oppose the dominant

sion in taking the side of children? e
= d’(l)‘l':: lia?;.; is an attempt at answering the above question.
S c‘}n X eel; an t?nnalﬁis of the historical role of schooling

: iocating that role within current curricular
theorizing in order to understand the deep structurescand

E meanings of education in the region. Next, efforts at reforming

the Appalachian school need to be examined and the rationality

. of that reform exposed. B

: - By examining current reform

;. led by the Appalachian Educational Laboratory and ﬂ)eeg;;t::
; lachian Regional Commission, the continuing limitations of the

curri i
culum will be explored. Finally, informed by the foregoing

. tritique, an attempt to build a curriculum to facilitate demo-

cratic change in Appalachia will be proposed. This curricular

¢ framework will focus on the critical literacy skills, cultural

capital and civic courage needed for a democratic renewal in

. Appalachia,
Schooling and the Perpetuation of Inequality

Scholarship of the past two decades has demonstrated that

i :hc:o(cl)ling ¢an only be understood when its nature is linked to
S e;:f}:;r :htructures of the culture at large. That is, the
-~ schooling provides the tools with which to under-
! its content. Unfortunately, most of what has passed for

. scholarshi
f oot p on Appalachian education lacks exactly such a

Frequently the contextual theme of educational analysisin

3 Appalachia islocked into a blind functionalism in which merely
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“more education” (read schools, teachers, books, computehzr'ls)
will lift the region out of poverty. Even the critics of sfcho:)i g
in Appalachia have not put schooling in the context oi ;tﬂ? eg;
socially sedimented meanings illuminating any poss! - tiyther
change. Thus, these critiques have a tendency to fall i:; 3 :} er
a romantic emotionalism (Branscome, 1983: Clark, 165- I_:oﬁ'
psychologically individualistic approach -ﬂyel{er. 1965; anﬁ‘;
1971). While certainly the best of the critics in the :‘ic;lm e
tradition (Branscome 1983, 1974) have seen schooling as &
function of power relations, they have done little to unde;s fand
that relationship with an eye toward altering it. The psycho ftg;
cal approach has usually avoided even this anal.ys}isin(:. en
ignoring the power and poverty relationships whic l?ian
schooling.? Such commentary has forcetfl many Appalacti 20
activists and scholars to rethink traditional ass:llré) I:; s
about schooling in the region and to that an historic 1;1 h
owed. However a more complete understanding of schooling .
Appalachia would move beyond these perspecti}res at.l;ll d
through drawing on the aforementioned schol?.rshlp se:a
schools as a mediator of regional cultural rt?lai.:onships. od
Primarily, four functions of cultural mediation illumina e; ,
by this work help us understand particular manife.-stati(?l'rfos.:’IS
schooling. First, it seems clear that traditionally the :ﬂ —
have operated to support and legitimate the d(_)minant ct thé
social and economic order. What makes this importan alred
aspects of the social order that seem most clearly reﬂect;ﬂctg
schools. In a state which pays frequent lip- service to po g,
equality and, at a minimum, equality of social opportuni::iy. 5
schools instead reinforce political, cultural, social, ar; 8:131
nomic inequality. Thus, one of the most crucial curren soc; o~
roles of public schooling seems to be the reproduction

unequal social order. While there are important limitations ;0 -
reproductive theories of education, they have at least 1;11a tg 1
clear the ways in which schools play a social role acceptable :

the dominant culture.

The second function of schooling appears to be the tez::nh— _
ing of a limited, very limited, vision of democracy. Removing §
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€conomics from politics, imposing only particular cultural
configurations as being appropriate:; limiting student and
teacher participation in school decision making, glorifying a
hierarchical, rule-governed administrative organization; and
avoiding in the curriculum any mention of citizen action or
resistance, schools seem to limit our vision of democracy to an
occasional trip to the ballot box. Gone is the active participant;
enter the passive consumer. How this role fits with our current
conception of democracy, and how this conception of democ-
racy is limited in ways opposed to democracy in its best sense
will be discussed below. What is important to note here is that
by adopting such a limited sense of democracy, schools often
play a social role characterized again (as above) as supporting
the existing social order— even when doing so0 is not in the best
Interest of students.

The third function of schooling is reflected in the positivis-
te, pseudoscientific nature of much of what passes for teach-
ing and learning. Curriculum reflects only “truths” handed
down from authorities in the field. Knowledge is reified and
human agency is removed from considerations of how one
“knows.” A steady stream of objective facts are given students
who are never encouraged to see knowledge as a contested
terrain. Teaching as well ceases to be a creative activity, but is
Instead a cookbook process based upon ‘scientific’ methods. As
Apple (1982a) has pointed out, the curriculum has become
“teacher-proofed” and thus reflects a world where all the
Important issues are resolved (see also Sirotnik, 1983; Good-
lad, 1983). Creative thought, critical inquiry, reflective think-
ing all seem unnecessary in a society where the problems are
merely technical. The social role of the school seems best
described as working to de-politicize questions of value, social
policy, and cultural goals by substituting a faith in science and
technology. These twin cures for all of our ills are not subject
to citizen control, but are best placed in the hands of experts

removed from the sphere. Again, schools function to support
the dominant, unequal social order by limiting the democratic
sphere to contain only choices between competing elites, not

- between snmnatingn cania? coos.
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Finally, schooling works to elevate par!icular culttl)zrai
forms at the expense of others. Not only are chf)1ces made flf:]‘;s
modes of speech, thought, and behavior but h1st01:yas we Las
under the ruberic of neutral cultural norms. While the s o.:::i
claims to be merely presenting a previously agreed u;éc:ll tzfal
generally resolved cultural heritage it is in fact dt_)ing 2
violence to the diverse traditions of political resistance, ec :
nomic conflict, and social creativity, are seen as only dml?nf
and best rejected. This process is easily seen in the worl 0r
social linguists who link language forms to social fgg)
(Bernstein, 1977; Dillard, 1972; Baratz, 1969: Shuy., :
More importantly, the notion of cultural capital, thos? mear(:f
ings, symbols, and objects that legitimate particular 101‘1:1118 !
social action (or inaction), emerges from this work help: gt u
understand the role schools play as a cultural modera ori.:
Moderating the struggle between oppressed and dominans

cultures, schools lead students to see the dominant n::ulturtt;l'f:l :
the norm and any of their own lived cultures t.haftvary fromkn
norm as deviant. Thus, they reject the very heritage they know
and take a second class position in a culture imposed upon
ﬂlenz‘;iven these functions, it seems clear that for tl‘ue momg.nt
schools have accepted as resolution of the state/child para o:;
the side of the state. Only by ignoring the unequal outcomis ol
schooling as demandeq by the culture at large can educal f:(s)
continue to play the social role currently employed. ‘I‘hi?d nt?] o
argue that educators have, in fact, literally abandone et
charges to serve the needs of the state. Rather, by serving

state they seem to believe that they are meeting the needs of 4 i

students in the best possible manner. This becomes clearer

when we look at the current democratic rationality thz}t cetlg- . :
tures our vision of democracy and demands schooling for the @

status quo.

Contemporary democratic theory

Establishing what we mean when we talk about democracy 4
is essential to locating a democratic role for schooling. What E
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does it mean to invoke democracy as an organizing principle for
social life? What forms of power sharing are invoked by
democratic norms? Leaving aside the question of institutional
structures, can we establish the theoretical and normative
parameters within which democratic power sharing is to
occur?

Democracy is a term frequently invoked as both an organ-
izing principle for our collective social lives and as rationale for
public education. Yet often absent from discussions relying
upon democracy is a definition of the concept itself. It is
seemingly assumed that the way our social and political
structures currently function suffices as an operational defini-
tion of democracy. What such assumptions miss is the fact that
competing versions of democracy exist, each with its own nor-
mative framework within which to judge the democratic or anti-
democratic nature of social institutions. The two major ver-
stons of democratic theory are the classical, or participatory,
and contemporary, or protectionist. Before moving to a discus-
sion of schooling for democracy the nature of democratic theory
will be outlined and an attempt to claim one as a legitimate
basis for civic education will be made.

Current, contemporary democratic theory has come forth
In an attempt to eliminate the felt instability of classical
democratic theory. According to Pateman (1970) recent demo-
cratic theory has at its heart two crucial concerns: first, that
classical theory, which rested heavily upon public participa-
tion in the governing process, is obsolete due to the inability of
the populace to participate politically, second, the fear of
totalitarianism based upon the belief that mass participation
in political affairs would predicate a collapse into instability.
These arguments draw heavily from the experience of the
Weimar Republic in which it is claimed that increased political
participation by low socio-economic status groups supposedly
not possessing a democratic attitude brought about a collapse
into totalitarianism. How is this argumnent translated into
democratic theory for the modern world?

Primarily, contemporary democratic theory has rested
upon the tenets of empirical science. Schiimnetar (1042} fires
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argued that classical democratic theory rested upon empiri-
cally unrealistic grounds which ignored the unden:nocratic
attitudes among the populace. Given such an attitudinal
problem, fundamentally a desire to absolve oneself of chision‘-
making responsibility in favor of the decisions of a ‘leader’,
Schumpeter proposed that democracy could best function as
a competition between decision makers for public support.
Thus, classical theory was abandoned for a theory based upon
popular selection of elite decision makers (who seem to mi‘rror
members of the economically elite classes) as opposed to direct
ision making itself.
dle:(:lzlontinuinggtlm transformation from participatory to pro-
tective democratic theory Berelson (1952), in agreement with
Schumpeter, argued that not only were the masses willing to
abdicate decision-making responsibilities, but were generally
politically apathetic. Citizens took little or no interest in
decisions which did not directly influence them. Thus, non-
participation takes on a positive dimension asit prevents those
with limited interest and expertise from creating undue stress
on the system. Through limiting demands and thus conflict the
stability of the democratic system is presenfed. In fact, those
very elements which have the least democratic attitudes, lower
socio-economic status groups, participate less than anyone
else as they have less at stake (generating more apathy) than
segments of the populace.
oﬂ'xe]r)amgr(r; 956) complgted the transition of democratic theory
from participatory to protectionist. His argument was that the
most important or distinguishing element of a c_lemocratlc
system is the election process through which non-elites choose
governing elites. These representatives of the public then set

and act upon a political agenda through which all major public 2 :
decisions are made. The role of the public is to verify that their 8§
political elites are protecting self-or group-interests. In this way 1

democracy is best seen as a protectionist scheme, devoted to :
the selection of elites who protect the rather stable interests of
the electorate. The role of the citizenry in this model is the r
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making of leadership choices, not decision themselves, in order
to protect their perceived interests (see also Sartori, 1962).
Not only are citizens removed from direct decision-making
in protectionist theory, the very ranges of what are considered
political issues is severely limited. Those issues which deal with
the very structure of the capitalist order, private ownership of
capital, distribution of income and wealth, plant relocation,
etc., are deemed not to be part of political debate. Rather, the
interests to be protected must operate within the existing
economic structures, Again, the dual concerns of stability and
efficiency predominate contemporary theory. The assumption
is that excessive debate over the very nature of the economic
system would not only threaten the system's stability, but
would additionally hamper the efficient economic machine.

The argument can be made that contemporary democratic
theory is an accurate description of the current American
political context. Indeed, those who gain the least from the
current economic and social order are the least likely to vote.
The social system is thus guaranteed relative stability as issues
of concern to non-voters, frequently economic, which might
Involve an alteration of existing economic structures, are not
addressed. Additionally, the role of citizens in Western democ-
racies is largely limited in attendance at the ballot box. Direct
action on social issues such as picketing, protesting, and
democratic take-overs is widely discouraged as counter-pro-
ductive or only symbolic. Finally, while voters may pick politi-
cal leaders they are mute when it comes to the selection of
economic decision makers.

Most recently, such an analysis of democracy has been put
forth by one of America’s leading conservatives, George Will
(1983). Will argues that non-voting is a virtue, indicating
general satisfaction with the way things are and preventing the
intrusion into the electoral process by those with a non-
democratic attitude. Recent attempts to increase voter turn-
out are wrong headed and can only lead to the experience of the
Weimar Republic. The best democracy seems to be the least
democracy as Will states:
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In two presidential ballotings in Germany in 1932, 86.2
and 83.5 percent of the electorate voted. In 1933, 88.8
percent voted in the Assembly election swept by the Nazis.
Were the 1932 turnouts a sign of the health of the Weimar
Republic? The turnout reflected the unhealthy stakes of
politics then: elections determined which mobs ruled the
streets and who went to concentration camps.

The fundamental human right is to good government. The
fundamental problem of democracy is to get people to
consent to that, not just to swell the flood of ballots. In
democracy, legitimacy derives from consent, but nonvot-
ing is often a form of passive consent. It often is an
expression not of alienation but contentment...the stakes
of our elections, as they affect the day-to-day life of the
average American, are agreeably low. (p. 96)

Schools, operating as guasi-reproductive institutions,
work to produce students “safe” for such a protective syst.em.
By generally endorsing the system and glorifying limited
democracy, giving the impression that all “real” knowledge is
objective and thus best used by impartial technocrats to solve
public problems, and legitimatizing a culture that comfortably
functions in such a limited democracy schools work to encour-
age passive citizenship.

The Appalachian context. f
The Appalachian region provides the classic example o
non-particl;i)gatory democgrlacy. It is a situation in which glaring
inequities are met for the most part with quiescence rather
than rebellion (Gaventa, 1980). Protectionist democratic theo-
rists would explain this phenomena through assuming thelack
of visible conflict reveals a general concensus that “things are
alright the way they are.” However, this hides more than it
reveals. One is faced with explaining why individuals in this
context do not act out in their own self interest or accepta social

orderwhich does violence to their lives. Classical democratic : ]

theories cannot explain this (Lukes, 1974; Bachrach, 1969;
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Bachrach and Baratz, 1962, 1970) as issues of the meaning of
power and powerlessness escape them.

Our first step in understanding the historical role of
schools in Appalachia is to understand how power functions in
the region. John Gaventa's work on the nature of power and
powerlessness in Appalachia (1980) illuminates precisely the
relationships concerning us here.* He claims that understand-
ing the relationships mentioned above requires an explanation
that sees that

...in situations of inequality, the political response of the
deprived group or class may be seen as a function of power
relationships such that power serves for the development
and maintenance of the quiescence of the non-elite. The
emergence of rebellion, as a corollary, may be understood
as the process by which the relationships of power are
altered. (1980, p. 4.)

This demands that the context within which quiescence takes
place be explored for the ways in which power operates as
ideology.

Gaventa finds exactly such an understanding of power
with Lukes' (1976} third-dimension conception of power rela-
tons. Lukes argues that one-dimensional power, utilized by
contemporary democratic theorists such as Dahl, et.al., focus-
ing as it does on overt political behavior (primarily voting)
misses the genesus of such behavior in the deeper meanings
individuals attach to such action. Further, even the two-
dimensional theorists, such as Schattschneider (1960), Par-
enti {1970}, and Bachrach and Baratz (1962, 1970), who focus
on how power operates to limit the scope of political processes,
thus making decisions through non-decisions, do not reveal
why those oppressed by such non-decisions do not rebel, It is
only when power is seen in its third dimension, as ideology, that
Lukes believes we can understand the maintenance of inequal-
ity.

As Gaventa points cut, in Lukes’ conception of power as
ideology power is more than merely the achievement of desired
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ends. It is additionally the ability to shape both directly and

indirectly the very wants of the dominated classes. That is, the

ability of dominant class to perpetuate the mytl}s. symbols,

and cultural meanings which shape and determine what tl?e

dominated classes see as necessary and/or possible. This is

done while limiting the range of acceptable social, cultural

and/or economic alternatives which might generate resistance

llion.

and ‘;'::111): is precisely the way Gaventa witnessed power at work
in Appalachia. The dominated population quiesces to tl.leir
oppression as they believe there is literally no' alternative.

Combining the knowledge of the ‘failure’ of previous ?ppc?si-
tional or defiant activity with the influence of socializing
agencies such as the local political party, the church, the
welfare office, the media, and the schools dominated Appala-

chians accept the hegemonic capitalist ideology of the region
{and the nation). An ideology that celebrates private profit as it
vilifies individual failure. That embraces a democratic credo
while it closes off most areas of public concem from pOpl..llaI
control. And that justifies disparities of wealth on the basis of
internal differences such as virtue, honesty and thrift (Ryan,
1982). That such beliefs have no grounding in reality makes no
difference. What does matter is that these beliefs, widely_he.ld
and shared by the dominated Appalachian classes,_ bf)th limits
the possibilities of resistance while it legitimates existing social
relations. _

It is within this context that the works criticized earlier
(Looff, 1971; Weller, 1965; Coles, 1971) begin to make sense—
the behaviors they characterized as “fatalistic™ or “backwards
seem a natural and logical response to these power relations.
If indeed the current social arrangements are legitimate, and if
they came about through some type of fair competition for
limited resources, then one can only accept one’s lot in life and
be resigned to carry it out. How has schooling in Appalachia

a part of this process? _
beer;t sgems clear ﬂgat schools in this region have not varied in
function from those of schooling generally as pointed out
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above. But the relationship of power and powerlessness in the
extreme in this area demonstrates most clearly how schools
can perpetuate an hegemonic ideology that runs against the
best interests of students. The way in which Appalachian
schools have embraced the needs of the state while often
turning their backs on the needs of Appalachia’ s children is
perhaps their saddest legacy.

The most obvious way in which Appalachia schools play a
reproductive function is in the cultural domain. The Ap-
palachia region is as culturally diverse and rich a region as
exists within the boundaries of the United States. Yet only
certain elements of that culture penetrate the walls of the
schools, while others are deliberately kept out. In particular,
the culture of the mine owner, banker, and supermarket owner
is embraced while that of the miner, farmer, or clerk is rejected.
In fact, the very musical forms, folktales and historical narra-
tives which often celebrate resistance in Appalachian (Cara-
wan and Carawan, 1982; Batteau 1979-80) are expressly kept
from students. Rather, schooling both historically and recently
is devoted to eliminating such vestages as ‘backward,’ ‘limiting’
culture in favor of ‘Americanizing’ Appalachian youth. What
this usually means is instilling in children the beliefin the work
ethic, faith in capitalism and/or acceptance of the status quo.
The irony of this, as Miller puts it is that:

In Appalachia we have the spectacle of folklorists, musi-
cologist, antiquarians, and linguists delightedly collecting
the dialect in song, story, and conversation while down at
the schoolhouse or over in the country-side consolidated
educational plant, of which everyone is so proud, teachers
are solemnly funeralizing the very language the collectors

so relish and pass around themselves or export. (1977, p.
16.}

Secondly, students in Appalachia are given little hope that
they might alter the social relations which surround them. In
fact, their region is often pictured as something to which social
reform is done and accepted passively. Educational media,
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both print and film, recounts wave after wave of do-good

reformers with sights set on saving the Appa.lachian poox:

(Munn, 1965; West, 1983; Egerton, 1975; Wmsnant,_ 1980;

Branscome, 1977). Also recorded is the con.t.inued failure of
such reform, the return of the do-gooders to friendlier confines,

and the passive hopelessness of the populace. Not only are ftlmtgy
and their families caught in the dialectical nightmare of the
American dream, there appears to be no way out—no dawn
ore 'I‘hegcircle is complete for the oppressed o.f Appalachia
when the schools pass on the protectionist version of .de'moc-
racy. Their role of choosing elites which represent their m-ter-
ests merely reflects the essence of their powterlessness. lee.n
that no such elites offer themselves, the logical conclusion 1sf
that the concerns of the poor Appalachians are not concerms o

the society at large. Demands they might make on the system
are not, in fact, legitimate and thus should not be voiced.

In these ways, and more to be seen, schools Play a central
role in the reproduction of an ideology of domina.ltfon. Stripping
students of the cultural tools which would legltlmate opposi-
tion and limiting both their vision of altermative future_s and
political action, the schools of Appalachia play a part in the
reification of the social relations of power and powerlessr'less.
What [ want to argue is that schools, primarily educators within
them, might indeed alter their roles as to work to help the
oppressed amass the symbolic resources to mount futhne
struggles for economic and social justice. In order to fully
understand this role it is first necessary to loock at recent
attempts to bring about such a change. Informed by the
failures of such work an alternative role for educators is
presented in the final section of this paper.

The A.R.C. and A. E. L.: Maintaining a Tradition

The two agencies most recently involved in Appalachian
school reform have been the Appalachian Rf:gional Commis-
sion (A.R.C.) and the Appalachian Educatmnal_ Laboratory
(A.E.L.). For the past twenty years these agencies, first the
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AR.C. and then the A.E.L., have been involved in trying to
improve the education of Appalachia’ s children. While not
arguing a causal relationship, given the steady decline in the
welfare of the people of the region and the concurrent lack of
organized response to such conditions one can only assume
that these efforts have fafled. Failed, that is, if the role of
schooling is to empower people to run their own lives. However,
examining the public pronouncements, reports, and actual
work of these agencies it seems clear that they define theirroles
well within the reproductive function of schooling outlined
above. In what follows the indicators of such a function will be
examined with the intent of informing alternative roles for
schooling and educators in Appalachia,

It has been clear from the outset that the goal of both the
A.R.C. and A.E.L. for schools was and is vocational training.
They have rationalized their adherence to the needs of the state
(manpower training) by claiming to serve children through job
preparation. This focus can be seen in a series pronounce-
ments eminating from both of these groups. With regardstothe
A.R.C., a Pre-A.R.C. staff memo focusing on the needs of the
region cited as the major problem facing youth:

Inadequate resourced to train and retrain both the youth
of the Region and those whose jobs were displaced by
changing technology. (P.A.R.C., 1963}

Additionally, from the Educational Advisory Committee of the
ARC.:

The A.R.C. has agreed that the priority points of interven-
tion lie in:

A. Child development and early childhood education
(prenatal through grade 4 or age 10).

B. The restructuring of all school curricula to greater
occupational relevance to provide career orientation
and work experience as early as possible...

C. The provision of greater job-relevant opportunities for
training from high school through adult programs.
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{Remaining points D., E., and F. have to do with admini-
stering education). (Education Advisory Committee,

1971). -
These statements are illustrative of what David thsx;larét
(1980} points out to be the fundamental character ofthe A.R.C.

's highway, industrial development, and voca-
&fla?l:c?uiaﬁ%lri prggrams (its earliest and larg.efst) .remam
the most substantial evidence that instead of initiating and
controlling enlightened and innovative developmc::lf, the
Commission acts primarily as a rationalizer and facilitator
of conventional private development. (1980, p. 153)

In the face of the need for better jobs with securit”y and good
benefits the A.R.C. went about creating “better” workers.
Acting upon the recommendations of its Education Advisor;_r
Committee that A.R.C.'s first and entire thrust was on voca
tional education. The various alterations in 1':he curriculum
recommended and funded were not only voca'ltxona.l.. but ‘froca—
tional in precisely the sense discussed earlier— with a _ t(;cl::;st
upon preparing docile workers for the need;; 'of a capi =
economy. As Whisnant points out after mg a vanetg o
A.R.C. educational programs, “...the Commissxon_gravitg:e °
approaches to education not in conflict with t;i;her ﬁ: :x_
pressed wishes of industries or a narrowly technocra . 'pt
proach to human problems” (1980, p. 164). Protectionis

dux. '
dem’?‘:lzagl:lrf. seems to be clearly the intellect}:lal god-child of
the A.R.C. A simple survey of the organization’ s 1‘..5)83 annual
report reveals the following institutional priorities:
- Computer programs for basic skills remediation

1
- A study of why adults go back to schoo o
- Developing materials on school-family communication

- Career exploration materials for junior high school stu-
dents o

Note how these ‘reforms’ are situated complef.ely within the

bounds of the reproductive functions of schooling in a protec-

tionist democracy. They consist of purely technocratic answers
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to cultural problems with the intent of legitimizing existing
social and economic order.

Least we suppose that 1983 was an unusual year for the
A.E.L., a search through A.E,L. publications would yield a
similar programmatic focus. Not a word is mentioned about
Appalachian culture or the region’s power relations. Instead,
we get pages of self-congratulatory articles on successful
inservice sessions, the need for computers in every school, and
the development of still more vocational education. In fact,
were it not for the occasional use of the word Appalachia one
would be hard-pressed to identify from where the materials are
coming or to whorn they are addressed.s

One must raise questions about such educational strate-
gies in aregion strapped by structural unemployment, political
powerlessness, and cultural domination. Rather than attempt
to develop an educational program primarily in the interests of
children, the dominant order is accepted and handed on to
students. The reproductive nature of such reform goes almost
without statement. If the goal of schooling is to be nothing more
than helping students compete for an inadequate supply of

Jobs, the AR.C.andA.E.L. are doing the region a service. If not,
they are wasting valuable dollars in a lost cause.

The reproductive nature of A.R.C. and A.E.L. work is
further seen in the nature of a democracy they perpetuate.
Purely by their nature, made up of outsiders with only a
passing interest in the region, and their orientation to change,
dictated and administered by “experts”, they promote a passive
form of democracy (Bray, 1975: Egerton, 1975). Little, if
anything, is said about educational needs in the region by ‘local
folks’ in publications or reports of these groups (excepting the
local superintendent or other expert authorities). Reform is
never seen as a process involving the local residents as active
initiators.® Rather, they are passive, willing, consumers of the
medicine for their ills administered by Washington or Char-
leston.

Earlier powerlessness in the region was described as
reflecting Luke's third function of power. Such reform efforts
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are an excellent example of how such power works. Ec_iuca—
tional reform is dictated from ‘above’ without consultation of
initiation by the ‘needy’. The agenda is present, and when put
into operation clearly intended for the good of all. When
students fail in such reformed schools it can only be due to
some innate attribute which has permanently relegated them
to second-class status. Thus, in a blizzard of educational
jargon the poor, the oppressed are denied even a voice, a voice
they are convinced against their own good to abandon, in the
f their children.
ed‘-mFinallatlony‘? the cultural imperialism of reproductive schooling
is seen in much of the work of the A.E.L. and A.R.C. This is not
so much an act of commission as one of omission. One can
search far and wide for any mention of Appalachian cultural
forms which might aid students in establishing their own sense
of place with no success. The solutions to the problems in
Appalachia, educational and otherwise, are purely technical.
The appropriate application of technical knowledge (again by
experts) will resolve unemployment, environmental degrada-
tion, and poverty. Nothing is said about historical work in the
region to oppose the structures of domination (through. aboli-
tionists, unions, farmers movements, and poor people’s cru-
sades). The uses of history and culture to illuminate these
struggles over economic, political and social power are never
seen as part of the campaign to uplift the ignorant Appalachian.
Perhaps some of this omission is due to the fact that much
oppositional behavior in the region has focused on the very

el oA
interest which support the A.R.C. (business, governmen 3
times even corrupt unions) and occasionally the A.R.C. itself :

(Egerton, 1975; Land Study Task Force, 1981). But perhaps
even more of it is due to seeing in schools only tools for
perpetuating order, not fomenting disorder.

Alternatives in the Appalachian Contex

i bandon the
How might public schooling in Appalachia a
reproductive role which it has assumed? In this concluding
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section mechanisms of achieving an alternative role for schools
in the region will be explored. To do this the paradigm of
participatory democracy which informs the role I see for
education in our democracy is set forth. The ramifications for
this in terms of educators working with parents, the ways in
which teachers see their students’ behavior, and the curricu-
lum at large will then be explored.

Participatory democratic theory. Above it is argued that
current democratic theory and practice are locked within a
protectionist rationality. That rationality favors Iimiting par-
ticipation in governing process to the elite and narrowing the
scope of those issues deemed worthy of the political process.
The social toll of our protectionist theory is becoming all too
clear. Millions of the culturally disenfranchised recognize that
they are not wanted or needed by the political system and
abandon it. Elections have become merely fund-raising con-
tests and politics seem to be mainly an attempt to bring out the
darker side (the racist, sexist, fearful, selfish side) of the
electorate’s protectionist nature.

An alternative understanding of democracy, which em-
braces power sharing, is the classical, participatory framework
upon which the dream of American democracy rests. Pateman
(1970) demonstrates such a framework’s rationale from
Rousseau's The Social Contract: (1) Participatory systems are
self-sustaining because the very qualities required of citizens
if such a system is to work are those that participation itself
fosters; (2) participation increases one's “ownership” over
decisions thus making public decisions more easily acceptable
by individuals® and (3) participation has an integrative func-
tion— helping individuals establish the feeling that theybelong.
These premises were further developed by John Stewart Mill
{1963, 1965) and G.D.H. Cole {1920). Mill argued that the
primary consideration in judging a society or government to be
good was the effect that system had upon individuals. Rather
than concern himself with efficiency, as contemporary theo-
rists do, Mill argued that participatory democracy fostered
within individuals the psychological attributes needed in self-
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governance. In addition, Mill and Cole argued that these
characteristics are best developed at the local level. Through
such local participation citizens come to their own decisions on
an immediate level and develop those skills and attitudes
necessary for self-governance at the national level.

What particularly is meant in referring to attributes
needed for self-governance? J. S. Mill argued that an active
character would emerge from participation and Cole suggested
that a non-servile character would be generated. What this
means is that individuals should have the confidence that they
indeed are fit to govern themselves. The term often utilized to
describe such a state is known as a sense of political efficacy.
That is, as Campbell, et al. (1954} have pointed out, the belief
that individual political action does not have an impact on
decision-making and thus it is worthwhile to perform one’s
civic duties. There is empirical evidence to suggest that partici-
pation does enhance feelings of political efficacy. Studies by
Almond and Verba (1965), Carnoy and Shearer (1980), and
those cited by Wirth (1983), point out that participatory models
in local governments, workplaces, and associations do lead to
higher levels of participation in self-governance increased a
sense of control over the immediate political environment and
a concurrent desire to participate in controlling the national
political agenda.

Let us be clear about what is meant in these theories and
studies when the term participation is utilized. Three condi-
tions must be obtained: First, the participants must be in the
position of decision-maker rather than decision influencer;
second, all participants must be in possession of, or have
access to, the requisite information on which decisions can be
reached: and third, full participation requires equal power on
the part of participants to determine the outcome of decisions.
When individuals experience participation in this sense at a
local level the research suggests that they will gain a greater
sense of political efficacy in the national arena (see also Boyte,

1980).
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This implies that contrary to claims made by contemporary
protectionist theorists, democracy best functions as a lived
process of participation. A process in which citizens do not
merely choose between elites but actually transform them-
selves through debate and contestation over public issues.
This was the original vision of democracy upon which the
foundations of our political practice were laid {more on this
below}. Additionally, as has been pointed out in Wirth's (1980)
review of workplace democracy it is a vision of democracy which
continues to be relevant as it humanizes shared social spheres,
empowers democratic citizens, and leads to more effective and
efficient decision-making. Most certainly, ongoing debate into
how such participation is to be facilitated in our evolving
Society is necessary (see Cohen and Rogers, 1983). The point
here is that participatory theory holds us closer to a democratic
society than does protectionist theory.

Educators need to realize that the social role they play
depends upon the conception of democracy, participatory or
protective, they choose; a choice between two polar opposites.
On one hand rests a conception of democracy within which the
participation of the minority elite is crucial and the non-
participation of the pathetic ordinary man is necessary to
maintain the system's stability. On the other hand democracy
is conceived as encompassing the broadest participation of the
people working to develop political efficacy and a sense of
belonging in order to further extend and enhance more partici-
pation.

It is only when educators claim this participatory under-
standing of democracy as the rationale for their practice that
they will be able to legitimately challenge the current reproduc-
tion nature of schooling. Adopting such an orientation would
invoke a curriculum which enhances each individual's ability
to critically examine his/her world, explore alternative forms of
social organization, and perhaps work to change the current
social order. A curriculum based on participatory democracy
would indeed call forth what Dewey (1949) claimed was the
primary educative function of the schools, “the freeing of
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intelligence” (p. 62). For it is only in the participa;:;{. tli:
opposed to protectionist, conception of democracy e
intelligence of all the members of the culture, both co ec7 y
and individually, is brought to bear on social problems. .
Teachers in general, and in Appalachia parﬂcularly.timiil;le
be persuaded to adopt participatory democracy as a ration: '
for two reasons. First, their own working conditions, exem][;
fied by teacherproofed curriculums, external demaélds o:_'
standardized competency tests, and the increasingly ureetx;:
cratized school organization, forces teachers to confrc:;llic:1 Z
stifling nature of the current social rationality. If they o::odi sc-:S
how a participatory alternative would alter those con1 tifo;1 é
freeing teachers and students to take greater contro ({ar
classroom, teachers might see its utility for the culture at bgeé
Second, it is only within the participatory society that th‘;‘r es
hopes teachers have for their students can be realized.i ﬂgz
my work with both pre-and in-service teachers.my senseis t
they indeed hope their students will become literate, comfhas
sionate, and self-directed human beings. Hower. when ﬂiy
put those ideals up against our current social order Ian_d 3
social conditions in schools) too often such goals are sa(.:nﬁce p
for job-training, regimentation, and rote memory. _Th-e vision o
a participatory society, on the other hand, legm.xmzes many
teachers’ hopes for their students and this practice.

If, for these reasons, teachers adopted a participatory
interpretation of democracy, what would tl.ns mean peda(ljgog:;
cally? How could teachers change the practice so that Stl‘l en s
coming out of schools would both be pr_:epared to live in znn
willing to work for a participatory society? While operlr-.t.:l g
within the current protectionist reality how might teac ;:rs:
students and parents work for an education with a participa
tory heart?

The public, parents, and schools.

the schools as the
Parents in Appalachia have long seen

salvation of their children. Even today, after.some fifty years og
compulsory schooling which has dismally failed the children o
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poor Appalachians, parents in the region maintain a faith in the
transformative power of schools. Those doubting this faith
need only witness the ongoing column of Mountain Life and
Worlk {the main periodical covering citizen action in the region)
or such dramatic gestures as the Lincoln County, West Virginia
taxpayers suit for equal funding for education, This parental
involvement can be repressive in and of itself, as in the rather
Inflammatory book-banning case in West Virginia (Watras,
1983). However, understood within the larger context of power
and powerlessness in Appalachia this parental concern could
be seized upon by those interested in an educational transfor-
mation.

Yet little is said in the plans of radical educators about
parents. School boards are belittled as tools of local elites and
educators often see parents as more of a hinderance to educa-
tion than a proponent of the same. Faced with rejection of tax
increases at the ballot box it is easier just to ignore parents than
deal with the sources of their discontent. Unfortunately, the
dissatisfaction many parents feel with education in the region
Is thus being co-opted by recent reports critical of schooling.
With no alternative at hand, parents and the community at
large readily grasp at the recommendations of the National
Commission Educational Excellence ( 1983} for merely more of
the same (Sirotnik, 1983).

Recent reports on the “failure” of schooling may, however,
be advantageous for teachers working to change the social role
of schooling in Appalachia. Building upon increased parental
concern with the failure of public schooling to provide children
with a better life, alternative curriculums and pedagogies
might get a hearing.* Initially, this means working together
with parents, both learning and teaching, to uncover the roots
of power and powerlessness in the region. To discover jointly
how merely more the same means preparing most children for
dead-end jobs, unemployment, or (at best?) high-paying haz-
ardous work. Such collaboration could bring together parents
(with the hopes they have for their children) and teachers {with
the artificial limits put on their craft) in a political alliance that
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could challenge current schooling practices with the pedagogic
and curricular alternatives outlined below.

A pedagogy for democratic empowerment in Appalachia
could begin with what parents have long understood with
which radical educators seem loathe to discuss—the basic
academic skills. If Appalachians are to create a potential
counter-ideology which embraces widespread democratic
participation they must be able to manipulate communicatge
and analytic symbols in ways that enable them to challenge the
dominate elite.® It is not possible for students to comprehend
a new world view, to critically analyze their place in society, to
resist in a positive way the demands of a fundamentally
unequal social system without having obtained the basic
academic skills. This is not to argue for the totality of the basics,
overwhelming every other facet of the curriculum, or for a rote
memory approach that merely forces stud.ents to accept,
predigested, the rudiments of workbooks, dittos, and drills.
Rather, it suggests that basic literacy skills understood as the
comprehension, not mere memorization, of the way in which
language, numbers of logic function, be the basis for any social

ools.
role gi?heajlcﬁnderstandmg would move beyond mere literacy
to critical literacy if Appalachian schooling in the basics could
be informed by the work of Paulo Freire (1970). Working with
impoverished Brazilian peasants, Freire drew directly from
their experience to teach academic skills. Rejecting a banking
approach to education utilized by most programs for basic
literacy, he felt that information could not be deposited in
students' heads for withdrawal later but shoulfl be drawn out
of their daily lives. Of course, the dominate reality of their lives
was their economic, political, social and cultural oppression. It
was by concretizing these experiences through the written
word that peasants not only learned how to read but how to
oppose the structures enslaving them. A critical consciousness
of the world about them was gained while obtaining basic

literacy skills.
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Students in Appalachia can use the conditions of their

daily existence in the search for critical literacy. Uncovering the
ways in which select social and economic areas are removed
from democratic decision-making students can name, thus
potentially oppose, limits on democracy. Appalachia provides
educators with a wealth of such constraints. While rich in
natural resources, the Appalachian region continues to be one
of the poorest in the country. One of the main tools used to
exploit the region is known as a broad-form deed, clauses of
which entitle those holding title to minerals to remove them in
any way they see fit— including strip-mining. Further, many of
these mineral rights deeds grossly undervalue the raw materi-
als to be removed. Utilizing these deeds as a basic element of
the curriculum one can teach reading (vocabulary), math, law,
econornics, etc. and at the same time open up the ways in which
these documents deprived the people of the region of their rich
birthright. Additionally, exploring how these documents are
able to survive legal challenges and do not become a part of
political discourse not only teaches “subject matter” but raises
questions about the legitimacy of the entire political system.
Thus, students become critically literate— not cnly able “to
read” and “do math”, but able to penetrate the very structures
which oppress them. This is the first step towards a pedagogy
for democratic participation.

It is exactly such a process that Myles Horton at the
Highlander Center in Tennessee pioneered in the struggle for
economic and political justice in Appalachia (Adams, 1972).
For over four decades the regular people of Appalachia, dravm
together in a quest for workplace, racial, or economic Justice,
have come to Highlander to discuss their problems and learmn
from one another. The method is deceptively simple: people
who share common problems live, work and play together— in
a democratic fashion with the objective of finding mutually
acceptable methods of resolving their plight. In a seminar-type
setting the problem faced is discussed with participants draw-
Ing upon their varied experiences to add detail, depth, and
variety of understanding. At this point, “experts” may be called
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upon to help educate the participants as to the technical nature
of the problem, perhaps a doctor describing the effects of “black
lung” or an economist on land prices. However, the expertisnot
called upon to prescribe a solution, that is also drawn from the
participants themselves. All are called upon to relate past
experiences with strategies for change, project potential ways
for dealing with the problem at hand, and to agree upon a
collective strategy. The method has been amazingly success-
ful— yielding both the leaders and makers of the union move-
ment and the civil rights movement (Rosa Parks and Martin
Luther King, Jr. among others) in the south. Recently, High-
lander coordinated and supported the Appalachian Land
Study Task Force citizens concerned with land ownership
patterns in Appalachia. This work was used to fight for the
structuring of tax assessments in West Virginia which will
increase aid to schools in poverty stricken areas. The task is to
translate this to the public school context.

Next, if students are to develop the civic courage that
makes it possible for them to act democratically it is necessary
that they understand their histories. When students become
aware of the worth of their own histories they can come to value
their own perceptions and insights. They will not have to rely
upon the history of the dominant culture to validate their
experiences and truths. Rather, they can look to themselves as
useful members of a cultural tradition that empowers them to
speak with their own voices. This has been the experience of
minorities in this country as they have worked to recover a
sense of their own worth through an understanding of their
value to the culture at large. Teachers need to incorporate such
an historical perspective within the curriculum for all children
so that this sense of self-worth will permeate their social
actions.

Such work, which celebrates the contributions of working
people, women, and minorities, to our general cultural pool

would provide students with there own “cultural capital.” A £

concept that illuminates the way in which one's stock of
cultural understandings empowers them to act, cultural capi-
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tal has traditionally been utilized to understand how students
stockpile the symbols, meanings, understandings and lan-
guage of the dominate culture. Here it is being argued that
students could stockpile an alternative ‘bundle’ of cultural
capital. These symbols, etc. would be taken from the ‘people’s
his'tories' of groups and individuals who have striven and are
striving to expand the meaning of democracy. Already existing
curricular materials {Cluster, 1979; Cooney and Michalowski
1977: Zinn, 1980) which focus on the struggles of Americar;
men and women to expand the terrain of freedom and to
improve the qualities of their lives could be employed to
demonstrate to students actions taken by those in situations
analagous to theirs. Such material could operate to change the
curre.nt way students are led to view social history as linear
conflict free, dominated by white males, and oceuring almos£
without human agency (Fitzgerald, 1979). This alternative
stock of cultural capital would indeed encourage and empower
;s'::gentts to speak with their own voices as they link their own
otheg_ o the struggles for a possible alternative future by
Currently we are engaged in two projects
sense of cultural capital among Appla]la(j:hiant:ttcxzztlut;e %:
first involved a summer workshop in which students wrot-e and
performed a musical tracing the evolution of their town. During
the one month preparation period students visited and dis-
cussed various sites which were instrumental in the commu-
nity history: the site of the local mine disaster, a strip mine, one
room schoolhouse, etc. The resulting production focuse;i on
the degire and struggle of people in the area to gain control over
their lives in the face of the elements and the mine owners
The second project focuses on a consolidated elementa.ry
school in a small Appalachian town. A group of local citizens
banded together to form a local historical group around the
memory of the town's first library (the first library in the
Northwest territories). One of the elements of this project was
to involve the school children. To do this the students are
spending time with long term residents of the town, learning its
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history. In all of these sessions the focus is on the possibilities
of the town and the ability of the townspeople to survive both
al and man-made adversity.

natuBroth instances provide examples of how schools might
strive to instill a sense of collective history and self-under-
standing. Though limited, first steps, these programs provide
something of a model. It seems to us that to actfually work to
develop this sense the curriculum must use tangible objects as
well as symbolic materials, must draw from human. as well as
physical resources, and needs to focus on the difficulty of
struggle as well as the potential for triumphal struggle. These
items can work to empower our students to bring about social
change (see also Miller, 1977 and Berry, 1968).

It is not enough to merely arm students with the intellec-
tual tools and cultural understandings for them to transfm:'m
rejection into resistance and action. Educators concerned with
participatory democracy must go one step further and arm
students with the understanding that there are other ways to
organize social life. Allowing students to continue to think that
current social arrangements are merely “natural”, causes the
critical movement of moving from critique to change to be lost.
Further deceiving students into believing that they can alter
existing social arrangements by merely voting in preferred
ways misses the powerful forces lined up behind the status
quo, ready to defend cuirent arrangements in the face of any
frontal attack. Providing alternatives and means of obtaining
them is especially relevant in Appalachia where power is 50
deeply ideological and hidden. In presenting alternatives to
students teachers should honestly face the fact that change
only occurs with struggle and sacrifice, and hope that they can

t accordingly.
* Such alt%)'rnatives and struggle should draw both from
within and without the Appalachian context. Generally, the
alternatives should help:

...students understand that socialism, comn'ufn.ism. anar-
chism, and other noncapitalist forms of organizing human
life are serious. and must be thought about: and that
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people have a right to choose the social systems they
believe will meet their needs and the needs of their commu-
nities. Young people also ought to be given an opportunity
to know that people fight for such abstractions as justice
and for such concretions as the elimination of poverty and
oppression. (Kohl, 1980, p. 64)

Within the Appalachian context this means that the struggle of
whites and blacks for economic and social justice in the region
become a part of the curriculum. From the ongoing work of the
Highlander Center to the union struggles in the coal fields
students should hear about, read about, and see attempts at
acquiring political power for and by common folk. Such move-
ments as the Tenant Farmers’ Union, the founding of the
United Mine Workers, Appalachian abolitionists, and the cur-
rent poor people’s movements in many communities should be
studied as ways in which justice and equality are fought for. By
presenting these victories, albeit limited, as part of the current
fabric of Appalachian social relations students are given con-
crete models to follow and expand.

Finally, students need to study and come to hold those
civic values that are conducive to a democracy including
Justice, freedom, equality, diversity, authority, privacy, partici-
pation, due process, personal obligation for the public good,
and international human rights (Butts, 1982). But it is not
enough to merely teach students to embrace such values.
Rather, they should first be linked to democracy and then
students should attempt to see how such values are treated in
the culture. Through the examination of their own lives and
that of others they should directly face the powerful forces lined
up against justice, freedom, equality and the rest. In contrast
to this students should be given examples of lives lived in
pursuit of these goals by peoples of both sexes, all colors, and
any creed. Examples of such forces and lives abound in
Appalachia and should be utilized to demonstrate both the
reality and possibility of life in the region. Thus, students will
be given not only the tools for transformation, but the alterna-
tives available, values to strive for, and the courage to under-
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take such a role— that of living and behaving democratically in
an undemocratic society.

Conclusiorn.

Is it possible to put such a curriculum into place in the
hills, mountains and valleys of Appalachia? As alluded to above
we are currently engaged in just such a project. It has moved
fitfully, hindered primarily by our own limitations as teachers
and the slow process of coming to truly “know” an area as
diverse as Appalachia. Yet we find ourselves encouraged and
inspired by two factors.

First, it is clear that such a curriculum for democratic
empowerment has worked in a variety of fashions throughout
the region. The primary example is the Highlander Folk School
and Myles Horton's previously mentioned work with people
striving to take back control of their lives. There has also been
the well-known work of Eliot Wiggington and the Foxfire Project
in Rabin Gap, Georgia in which culture is both content and
form. What remains for us to discover is if these experiences
can be generalized and expanded to facilitate flowering of

articipatory democracy.

P Segondr.ywe are c?;xstantly impressed by many of the
teachers we work with. So often pictured by the educational
reformer as brutish louts who are hellbent on hurting children,
we find many teachers anxious to engage in work which will
improve the quality of their students lives. They too are
frustrated by the limitations placed upon their work by the;
demands of the state. And they are anxious to recover the “art
of teaching which works to uncover the self-transformative
power in every child in order to equip him/her with the tools to
construct their own reality. How we speak directly to these
desires is often elusive. Yet we find by being directly involved,
in the classroom, playground, or staff meeting we have begun
to both understand the reality of these teachers and make
ourselves understood. In this on-going way we continue to
dialegtically sort out the needs and demands of the Appala-
chian context.
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The success of these pedagogical tools proposed for the
region cannot be measured by test scores. Rather, it will be
measured by the civic courage demonstrated by the students,
teachers, and parents who are touched by such pedagogy. It is
that courage that is so solely lacking in Appalachia today. A
courage often displayed in the past and ready for a reawaken-
ing in the present.

End Notes

'Support for research on this project has been generously
provided by the Appalachian Fellowship project at Berea
College, Berea, Kentucky, and the OChio University College of
Education Faculty Development Fund, Athens, Ohio. The
opinions herein are solely those of the author and are not
necessarily endorsed by ejther funding agency.

This paper is inspired by the tireless work of my wife,
Marcia Burchby, who works with and teaches Appalachian
children and from whom I learn daily.

*Loofe (1971) does a much better job in locating the
psychological problems he found in his work within the context
of Appalachia (see also Coles, 1971}, However, the focus is still
onindividual contexts and not on that of the culture as a whole.
This is not to argue that attempts to alter or uplift individual
contexts is unimportant, indeed it is crucial (see particularly
Looff, 1971, pp. 93-106; 153-174). However to understand and
alter an institution which plays the massive social role schools
do requires a full understanding of the cultural context as a
whole and the groups of individuals that are situated in that
context. That is what this section of the paper attempts to
uncover.

*The carefully and thought-provoking comments of an
anonymous JCT reviewer caused me to drop a rather lengthy,
awkward, and perhaps incorrect summary of the scholarship
referred to. This included a discussion of revisionist educa-
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tional history, reproductive theory, and the new sociology of
education. Indeed, the paper is better off without this discus-
sion and readers wanting to trouble themselves with this
background should see Wood, 1984 or Giroux, 1983b.

“This section on power in Appalachia borrows extensively
from Gaventa’ s book {1980) and discussions with the author.
Readers are urged to consult Gaventa’ s piece in its entirety.

SReaders are directed to the A .E.L. publications The Link
and Research Within Reach documents to check the validity
of my claims.

¢In this way the colonial motif is maintained. The outsiders
train those members of the indigenous population who are
willing to take the place of middle level managers of inequality
and oppression (Fanon, 1963).

*The discussion of participatory democracy offered here is,
at best, merely a sketch of a variety of works. Readers inter-
ested in further examining the concept shouid see the citations
listed as well as Benello and Rovssopoulos (1971), Verba and
Nie (1972), Golembiewski, Moore, and Rabin (1973), and Lukes
(1977). Further, given the evolutionary nature of both our
technological society and governing structures forms of partici-
pation are continually being developed and experimented with
(see Wirth, 1983; Cohen and Rogers, 1983; Carnoy and
Shearer, 1980).

®This failure of education in Appalachia has been
extensively documented in a series of articles by Alan DeYoung
and his colleagues (1983a, 1983b, 1981).

%This is similar to Gramsci's (1971) argument for the
creation of organic intellectuals and education for the op-
pressed masses (see Entwistle, 1979).
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Freedom from Control:
Toward an Abolition of Teacher Materials
and Minimum Competency Tests*

William M. Reynolds
University of Wisconsin-Stout

Introductory Remarks

According to a recent article entitled “Deschooling by
Default: The Changing Social Functions of Public Schooling,”
employers in the capitalistic system need a new type of worker.
A worker is needed who is at once smart {“broad general com-
petencies”) and docile (“one who has internalized the model of
hierarchal social relations as personal dispositions’).! The way
to obtain this type of worker is to make the conception of
education equal to a basic skills type curriculum. This maylead
to the job of training these particular skills not in a publicly-
funded school situation, but in an industrial setting, Hence,
there is a possibility of a deschooling situation.

The article mentions teachers being part of the movement.
But the role of teachers in this narrow type of education must
be emphasized. In order for this system to function- this type
of minimum competency education or back-to-basics educa-
tion— teachers have to be an integral part of its implementa-
tion. Teachers must be smart and docile workers, also. In this
paper it will be explored how teachers can become this type of
intelligent and obedient worker. It will be explored by analyzing
how teacher texts and mandatory state exams exert a form of
“technical control™ over teachers. The analysis will be limited
to English teachers and their materials, but it may provide
impetus for other subject area teachers as well,

This type of technically controlled pedagogue can never
hope to initiate any form of emancipatory education. Whether
this education brings the student or teacher to an awareness
of class and conflict or a type of authentic individualism, it can
never materialize as long as teachers are deskilled laborer
using prepackaged kits for competency-based education,
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of minimum competency education or back-to-basics educa-
tion— teachers have to be an integral part of its implementa-
tion. Teachers must be smart and docile workers, also. In this
paper it will be explored how teachers can become this type of
intelligent and obedient worker. It will be explored by analyzing
how teacher texts and mandatory state exams exert a form of
“technical control™ over teachers. The analysis will be limited
to English teachers and their materials, but it may provide
impetus for other subject area teachers as well,

This type of technically controlled pedagogue can never
hope to initiate any form of emancipatory education. Whether
this education brings the student or teacher to an awareness
of class and conflict or a type of authentic individualism, it can
never materialize as long as teachers are deskilled laborer
using prepackaged kits for competency-based education.
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As an educator it is essential for me to do a study of this sc::r;
to free myself and possibly fellow colleagues from the imd;;oti
control of teacher manuals, trendy programs, and ll(l;azlcounzz
test criterion. Even though as educators n\;rebareal"llz . ‘:e eoept

iti ec
1e for a designated performance, it is only
tal?i: aspectof c%:)lminance that it exists. If we never critiqu:;khes?
subjects, the blame rests on us. It is time to question the taken
-granted in teacher materials. _
or gIr-Iopefully after an analysis of this type. teacher; c:; I:;ihas‘il'sl
i ith “teacher-proo
move toward doing away with “teac
;nnag invent their own. Some conclusions about predeierminend :ﬁ
i i i These are no
imposed materials will be given. are
:Eggestli)ons. There will, indeed, be other possibilities. I hope
this type of research will bring them to light.

The crucial problem, I believe, is the prot?lem of challen:gfi;:f
what is taken for granted and transmitted as tz;_lgarlx x
granted: ideas of hierarchy, of deserved deficits, of de agir

gratifications, and of mechanical time schemes in tension

with inner time.?

Theoretical Matters

To adequately understand how English and othetr :iiluscai;
tors have become consumers of packaged teacher mz;l emmu..01
is necessary to understand the concept of techni;:gd Son
developed by Richard Edwards in his'book Contes oty
A A ::1” Orgnk:icihu; t:r;entrol of work in the:

S0 necess to unders

ifvi:’n?jleﬂ:l centu:;};.s explained by Hrflrry Bravennanhein mLc;bn;r
and Monopoly Capital: The Degradation of Wo.ﬂcdm ttri Toents
eth Century. Both of these volumes deal with indus

opment but the ideas expressed in both can to some degreebe =

applied to pedagogy.

When we begin to talk about teacher texts and textliogll;s; 1

in general, it is essential that we argi ;:;)gmzane c; gi ?n?e?‘i:tems i
terials ar .

extbooks as well as teacher ma ;
;‘ranees FitzGerald in America Revised gives an excellent E

o5 e
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account of how this is true. Textbook publishers are in capital-
ist business. They produce what sells and what makes a profit.
Teachers are consumers. They have been immersed in a
consumer consciousness developed by industrial capitalism.
Even though the consumer culture has been questioned and in
Some cases rejected, it still is a major facet of American life.
Consumerism is as Stuart Ewen describes it in Captains of

Consciousnessa‘ldvertishg and the Social Roots of the Con-
sumer Culture.,

.2 world view, a ‘philosophy of life.’ But it was not a world
view which functioned purelyin the economic real— selling
of goods. While it served to stimulate consumption among
those who had the wherewithal and desire to consume, it
also tried to provide a conception of the good life for those
who did not...Only in the instance of an individual ad was
consumption a question of what to buy. In the broader

context of a burgeoning commercial culture, the foremost
imperative was what to dreqm.+

When this idea is applied to pedagogy, it changes from “what
to dream” to what to teach. Not only do ads attempt to sell
textbooks to English teachers, but they also try to emphasize
what should be taught. This is done fairly subtly by saying in
effect this is what you want your students to learn.

C. Wright Mills in an essay entitled “The Professional

Ideology of Social Pathologists” brings out an interesting point
concerning textbooks,

By virtue of the mechanism of sales and distribution,
textbooks tend to embody a content agreed upon by the
academic group using them.5

This information raises some crucial questions. Why is certain
content appearing in certain ways in English teacher texts?
Why are certain content items designated to be taught in
certain ways? These questions must be answered if as profes-
sionals we hope to understand our field in a broader social
context. In essence, we should be asking ourselves why do we
teach the material we teach and should we be teaching it?
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To fully answer these questions the concepts of technical
control and scientific management must be understood. Per-
haps, the best way to understand this control is to look at what
Harry Braverman says about scientific management.

Scientific management was brought into being in the late
1800s by Fredrick Winslow Taylor. As the movement in labor
“progressed” from craft guilds with master craftsmen who had
knowledge of the total production process to factories with a
division of laborers who only knew a segment of the production
process, aneed for managers who could keep control grew. This
led to tyrannical and often cruel managers.

...early management assumed a variety of harsh and
despotic forms, since the creation of a ‘free labor force’
required coercive methods to habituate the workers to
their tasks and keep them working throughout the day and
the year...the modern industrial proletariat was intro-
duced to its role not so much by attraction or monetary
reward, but by compulsion, force and fear.s

The type of relation of production that comes out of this
situation of an obvious coercive environment is antagonistic. It
seemed that the capitalist managers had to begin to use more
subtle means of control. This is the point where Taylor's
theories of management enter the labor relations problem.
Taylor tried to make it lock like scientific principles were being
applied to management while in actuality they were positing
ideas for more effective covert and overt control.

1t does not attempt to discover and confront the cause of

this condition, but accepts it as an inexorable given, a E |
‘natural’ condition. It investigates not labor in general, but 8

the adaptation of labor to the needs of capital. It enters the
workplace not as the representative of science, but as the

representative of management masquerading in the trap-

pings of science.”

Not only did Taylor want to simply maintain authoritative '

control over the worker, but he wanted to take any decision
about the work process away from the worker.
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Management, he insisted. could be i

5 5 only a limited and
frus:u:ated undertaking so long as it left to the worker any
decision about the work. His system was simply a means
forrfmanageme?t to achieve control of the actual mode of
performance of every labor activity, from the simpl

most complicated.? v plestiothe

So, ;‘alylor wanted control over the work force by having a
ontrol o “deci
control ver the “decisions that are made in the course of
Braverman summarizes Taylor' i
B ylor's ideas into three bast
principles. Taylor's work is very complex and has many 1nilpsli‘f

cations, but for the purposes of this pa; z
Ciples are crucial. paper these three prin-

1) The dissociation of the labor process from the skills of
the workers. !,
g} '{J‘he se;pfhration of conception from execution.!
se of the monopoly over knowledge to control
step of the labor process.! g ol each

The first principle of the process of scienti

ntific management
is that the knowledge of the labor process should be tal%en out
of the minds of the laborer and kept in the hands and minds of
management. So the process depends less on the workers than

on management, As Taylor in Principle ;
ment stated: iples of Scientific Manage-

The managers assume...the burden of i

S gathering together
all of the traditional knowledge which in the past hag been
possessed by the workmen and then of classifying, tabu-

lating, and reducing this knowle
s g wledge to rules, laws, and

The second principle takes all the conception, planning, or

brain work away from the laborer and places it in the hands of
management. This is because, as Braverman so aptly says:

For if the workers' execution is guided by their own
conception, it is not possible as we have seen, to enforce
upon them either the methodological efficiency or the
working pace desired by capital.
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As the direct result of this, the laborer not only loses control of
their instruments of production but also their own work and
the manner of its performance.'s
The final, and most insidious principle of management
(control), is that every single step of the laborer’s work is
manipulated.
The work of every workman is fully planned out by the
management at least one day in advance, and each man
receives in most cases complete written instructions,
describing in detail the task which he is to accomplish, as
well as the means to be used in doing the work...This task
specifies not only whatis tobe done, but howitis tobe done
and the exact time allowed for doing it.1

The worker then becomes controlled. He is simply carrying out
a type of prepackaged task. The managers become then the
task masters.

These principles can be applied to a variety of levels of
labor. It will be seen that a profession like teaching can be
scientifically managed.

He (Taylor) believed that the forms of control he advocated
could be applied not only to simple labor, but to labor in its
most complex forms, without exception...”

The book, Contested Terrain: The Transformation of the
Workplace in the Twentieth Century by Richard Edwards,
elaborates on the characteristics technical control. Edwards
delineates three aspects of control.

1) The direction of work tasks.
2) The evaluation of work done.
3) The rewarding and disciplining of workers.*

These aspects, again, are applied to industry but can have a
bearing on pedagogy.

The first aspect discussed by Edwards “the direction of
work tasks” discussed the fact “that the worker loses control of
the pace and sequence of the task as the job is mechanized.™®
This is the result, according to Edwards, of a “capitalist design
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not anything inherent in the machinery.™ Edwards uses the
Ford assembly line as an example of this process. The super-
visors lost the providence of directing the work task,

The line now determined the pace and the foreman had
merely to get the workers to follow that pace.x

The line or mechanization solved the principle of direction of
work tasks.

The evaluation of the work done by the laborers becomes
a technical process also by means of “automatic testing of the
product.™=

In more sophisticated applications, automatic testing
provides continuous management information about pro-
ductivity, labor costs, spoiled work, wastage, and so on. All
this provides top management with much quicker feed-
back for the monitoring (and control) of the production
process,

In this dazzle of new technology the workers are almost lost
from sight. With their activities and productivity con-
stantly being directed and monitored by the computer
hierarchy, workers find even less opportunity to exercise
any control over their work lives. Their immediate oppres-
sor becomes the programmed control device, the program-
ming department, the printout— in short, the technology of
production. In this enviconment, the human hierarchy and
the capitalist organization of production that has produced
the technology appear to recede. Control becomes truly
structural, embedded in that hoary old mystification.
technology.?

The rewarding and disciplining of workers is the third
aspect of a system of control emphasized by Edwards. The most
effective disciplinary weapon that can be used by management
is the termination of employment. In order for this method of
disciplining to work, there needs to be surplus labor force. The
process of technical control made this availability of surplus
workers an ongoing process.
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lus
Technical control both continued the need for surp
labor as a ready disciplinarian and strengthened its deriva-
tive, the increasing interchangeability and homogenizing
of the labor force.

These aspects of technical control can be applied to other
levels of employment and they will be shown to apply to
teachers as well as blue collar auto workers. Management has
now been able to ultimately control workers while escapl-ng
blame. The workers blame the machine for control. In teaching
the teacher text becomes the line and means _of control.
Perhaps one important question is “Who is controlling the line

(machine}?”

Applications: Teacher Texts and Minimum Competency Tests

Any analysis of teacher texts in English is limited in the
sense that only a small number of texts can be analyzed from
the innumerable stacks of material produced every year. Butit
might be advantageous for teachers to analyze their texts to see
exactly what they are teaching and why. For the purpose of this
analysis I have chosen two literature texts, a Scholastic Litera-
ture Unit Teacher's Notebook entitled Tomorrow: Sclence Fic-
tion and the Future and Scott Foresman's Guide to Accompany
Album. [ have also chosen Helping Student Writers, Grades
Seven Through Twelve produced by the New York State Educa-
tion Department. It will be made clear that these teaching
materials are indeed a method of technical cont.rol'. They are
equal to the type of instruction cards sometimes given to' the
worker by the manager. The reason for this type of control is to
produce a smart—docile teacher (Wexler et. al.). It seeks to
avoid a reflexive, demystifying, aware and awake pedagogy. It
is hoped that by proving to a small degree how some of these
texts are no better than production line controls educators will
remove them from their shelves and create their own materials

methods of teaching.
and It must be pointed out there is resistance on the part of
some teachers to these types of materials. But it is not a unified
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or widespread rejection and confrontation with control. The
texts sell. The subject of resistance to forms of control espe-
cially in the area of teacher texts and mandatory state exams
would certainly be a productive avenue for research.

If we begin to analyze teacher texts as methods of scientific
management and technical control, it does not take long before
they are rejected.

Scholastic Literature Units 5100 (1972 }

When an analysis of actual teacher texts are pursued, itis
amazing how closely they follow the major principles of scien-
tific management and technical control.

In the Scholastic Literature Units 5100 there is a preface
for the teacher entitled “Theme Unit Teaching in English: Guide
to Teaching a Scholastic Literature Theme Unit.” It is a perfect
example of the “disassociation of the labor process. The pro-
ducers of the unit’s hand out a formula for success.

Scholastic Literature Theme Units make unit teaching
manageable: Teachers face many difficult and time-con-
suming problems when they prepare their own theme
units so as to integrate literature and language skills. But
Scholastic Literature Units eliminate all the preparatory
work by providing an effective working program in a
convenient Teacher’s Notebook; ditto-masters that con-
tain quizzes, student work schedules, and suggestions for
oral presentations; posters for motivation and discussion:
an abundance of good books; and related student work
material— all within a framework that brings the excite-
ment of paperback books into the language arts classroom.

The individual teacher selects from the materials provided
in the Teacher's Notebook those lessons and activities that
fit the individual needs and abilities of his students.

In this case the text publishers have the monopoly of knowi-
edge. The teacher thus becomes nothing more than a deskilled
laborer or docile worker and picks from designated options. The
teacher no longer makes the options but simply selects.
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This monopoly of knowledge enables the textbook publish-
ers to, as Braverman explains, control every step of the labor
process. The text also contains one of the crucial aspects of
technical control, the direction of work tasks.

The Scholastic Literature Units 5100 Teacher’s Notebook
contains a large number of lessons. Taking one lesson at:
representative of all of them, it is interesting Eo peruse i
contents. The particular lesson is ironically titled “How Are Our

ntrolled.” -
Iivei}?: lesson plan starts out by giving a systematic listing of
what is to be done in the lesson.

A. Introduce Dramatic “Warm-Up” Activities
B. Discuss “The Class of ‘99"
C. Finish Reading Play Aloud and Discuss
D. Assign Homework: SL 4 26 -
is reminiscent of a written out set of instructions for a blue
'clz‘tl:lilz.:'safuto worker. It not only tells the teacher w.hat-to teach,
but also how to prepare for the lesson with its “Preclass
Preparation” instructions. If this is not enough to convince that;
most skeptical reader of the possibility of control, the actu
lesson certainly will.
proggar.:: of management's concerns is how lon_g will each task
take. These Scholastic Unit lessons are designed to last a
certain amount of time. Most of them are to last one clas;;
period. So, the element of timme management is taken care of.
The idea of controlling every aspect of the teaching (labor)
process is very evident in these lessons. The lessons not only
tell teachers what to do, but Orwellian as it may seem theiy
actually tell teachers what to say and how to respond. This is
done in a seemingly organized and innocuous way through a
script.
2. SAY: Will you all show me now by facial expression what
a happy person looks like. (Pause) Good. Now change {;mr
faces so that they become sad faces. (Pause) “Good. ov;
show me by facial expression a look that says, “I am bcu'til
with what is going on in this classroom.” (Pause) Very good.
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I'see that some of you yawned and some of you closed your

eyes as if you were going to sleep, and some of you looked
around the room.>

After reading this, it seems Iudicrous and even humorous. But
the humor dies away when one considers how many teachers
use these types of materials and the potential consequences.
The remaining portion of the lesson is filled with further
examples of this type.

It is apparent that if the English educators were to follow
this type of plan they become nothing more than smart, docile
workers scientifically managed and technically controlled.

But the control does not stop at this point. Not only are the
teacher’s everyday activities are controlled by these types of
lessons, but even the tests on designated material are made up
for the teacher. So, not only are we following instructions for
how to teach and what to teach, but someone else is telling us
what is important to remember from what we've been told to
teach.

Something becomes fairly obvious to this analyst. The
managers, whoever they may be, have successfully diverted
blame for control away from themselves and onto the teacher
texts. The teacher text, in essence, has become the production
line and as educators we blame the wrong villain. Text publish-
ers are simply members of the corporate— liberal ideology in
America and wish to maintain the status quo by controlling
what is taught and how it is taught while appearing to be on the

side of concerned education. They are escaping blame for
control. :

Guide to Accompany Albumn

It might be helpful in an examination of the issue of
deskilling and managing teachers through a technical means
to critique a typical teacher's handbook from a widely used
series entitled The Signal Series. This gives a more balanced
view of teacher texts.

Many of the sections of this “guidebook” are typical of the
vast number of teacher texts available in English education. An
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in-depth study of a large number of these teacher texts has
never been attempted and would certainly be a productive
avenue for research.

The Album guidebook begins by singing its own praises in
a section called, “Program Highlights” subtitled, “Special
Benefits for the Teacher.” One of the “benefits” listed is cer-
tainly connected to a type of control.

Practical teaching ideas and complete questions and an-
swers to all text materials make the teacher’s Guidebook a

valuable teaching tool.*

The producers of the Guidebook have taken the basic concep-
tion aspect of teaching (what to teach) and turned it into a set
of instructions to simply be carried out. This takes the most
creative and potentially emancipatory cognitive processes
away from the teacher and gives them to the textbook produc-
ers. The teacher becomes nothing more than a line worker
carrying out a set of preplanned instructions. The Guidebook
does not stop at this. It becomes even more devious. It becomes
a “time study” process.

A chart at the beginning of each unit includes suggested
teaching times for all selections, review, mini quizzes, and
skill sections included in the unit, The time estimates are
based on the length and difficulty of selections as well as
the activity and discussion suggestions included in the text
and Guidebook. Teaching all Album lessons will require
approximately 170 class periods. Criterion Referenced Test
E, used to diagnose students; problem areas at the begin-
ning of the school year, requires an additional 10 class
periods.

The chart also indicates what skills are applied in the
teaching suggestions, text questions, and exercises for
each selection.®
The teacher text, then, not only tells the English educator what
to teach but also how and when to teach the designated
materials. Where is the opportunity for an individual teacher’s
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critical thinking and planning? In this particular teacher text
the answer is an obvious, nowhere!

The Guidebook also has “check tests.” The teacher does not
even have to deterrnine what is important for each story
because the Guidebook does it for them.

’I‘-he Check Test, which is intended as a preliminary to class
discussion, provides a quick checkup to determine
whether students have read the assignment,s

The content stressed is not up to the teacher, but the producers
of the teacher text. The Check Test below is typical.

CHECK TEST (Part 1)
Answer Yes or No.
(Y} 1. Mann was driving through mountaino

us country.
(N) 2. The truck was hauling a load of logs. try
(N} 3. Mann forced the truck off the road as he passed it.
(N} 4, ;I‘he truck drove on as Mann skidded into the cafe

ot.
(Y) 5. Mann felt that the other customers were watching
him as he entered the cafe.s

Another important section of the Guidebook i -
Tactics Reading Objectives” section. In this porﬁzflhgf tsligntg
alist of 90 behavioral objectives can be found for the course of
work. The educator has lost the ability to determine the
objectives of his course. It is set up for him. The managers
(textbook publishers) have successfully taken the conception
process away from teachers and in a scientific management
sense are able to control every step of the teaching process.

The chart on pages 78 and 79 is representative of the
charts beginning every unit. These charts are again atypeofin-
struction sheet. They tell the teachers what and when to teach
the prepackaged material.

One final comment on this particular and representative
teacher text is necessary. There may indeed be resistance to
t1‘.::1is l:ypetof tl;l:te:ihm. But the tendency may very well be for

acher to e the effortless meth
pe e o od of simply following
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Aprox.
Selection and Class
Text Pages Form |Reading Skills |Comment Period
|
Travad for a Tory |Story | Word Attack In this true story 2
by Robert (Context. of the Rev. War,
Edmond Alter Dictionary) an innocent man
12-19 is condemned to |
an inhuman im- i
prisonment, from |
which he must es-
cape or die.
Beware: Do Not poem |Inferences. Central | The speaker in this 1
Read This Poem Focus, Figurative |selection compares
by Ishmael Reed Language the very poem we
20-21 are reading to a
sinister mirror.
Daily Life Under- |diary |Word Attack (Con- | Mrs. Lough- 11/2
ground excerpt | text, Dictionaty, borough's personal
| by Mary Ann Inferences account of the seige
Webster Lough- of Vicksburg is a
borough story of the survival
23-27 of human dignity
arnid the nearly |
overwhelming
indignities of war.
Duel story | Word Attack (Con- | Abusiness tripbe- | 3
by Richard text, Sound, Dic- | comes a living
Matheson tionary}, Central nightmare for the
28-41 Focus main char. when a '
huge truck inexpli-
cably and ruthlessly
pursues him on a
lonely highway.
The Hold-up poem |Inferences, To the speaker 1
by David Imagery bemused by the
Wagoner shadows of a lamp-
42-43 lit street, even a
hold-up becomes a
source of wonder-
ment

“Danger.”
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| - .
Selection and |3’£
Text Pages Form |Reading Skills  Comment Perlod
(B);'I the Stdewalk | story Word Attack (Con- | As he lies dyingofal 11/2
eeding text, Structure, stab wound, a teen-
by Evan Hunter Sound, Dictionary}, | aged street gang
44-50 Inferences, member discovers
| Imagery who he really is.
The Murder of story | Word Attack In this mystery 1 o
WGeorgeh {Dictionary), story, the narrator
‘ashington Inferences, Judg- | comes upon a letter
i gyorlzllchard M. ments dated near the be-
Mg gn ginning of the
American Revolu-
tion, in which a
cook confesses to
having murdered
Gen. Washington.
Review
N 1
Mini Quizzes 1 Minj Quizzes 1 1
and 2 and 2 test know-
56-57 | ledge of the con-
tent and vocab-
ulary of
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Regents Competency Test in Writing: .
“Helping Student Writers, Grades Seven Through Twelve

Possibly one of the most blatant attempts at contr_olling
instructors as well as instruction in English education is the
Regents Competency Test in Writing. This test is comprised of
three writing tasks. These tasks include: a business lette.r. a
report, and a persuasive composition. How these three particu-
lar tasks were arrived at is a bit of a mystery.

This test and its implementation are certainly a means of
management and control of teachers as well as students. ‘I.‘hey
are responsible for all the aspects of technical control explained
by Edwards and for the principles of scientific management

lained by Bravermarn.
=P In an ir}:teresting booklet entitled Regents Examinations
and Competency Tests: School Administrator's Manual 1981
Edition produced by the New York State Education
Department's Bureau of Elementary and Secondary Testing
Programs there is a very revealing statement.

Purpose of the examinations

...they provide schools with a basis for evaluating the

quality of the instruction and learning that ha\_re taken

place. They are used by school personnel to identify major

learning goals, offering both teachers and pupils a guide to

important understandings, skills, and concepts.®

The exams not only give specific tasks to teach, but also
contain a major element of control. Edwards calls this, “the
evaluation of work done.” In contemporary educational jargon
it is called “accountability.” A teacher's evaluation can now
depend on howwell he can carry out predetermend tasks given

to him as written instructions. The teacher in this situation =

begins to sound like an unskilled laborer.
The narrowing of the content of traditional subjects has

been reinforced by the political demand for accountability. ' :
Teaching by objectives has been one response to the k1
demand for accountability. Competency-based education
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(CBE} employs these objectives not only in response to
political demand but also in rationalizing the teaching
process as the production of instrumental competencies.

It can be demonstrated that not only do the tests exert this
kind of predetermined teaching task but also a book entitled,
Helping Student Writers: Grades Seven Through Twelve exerts
control or management.

The book begins with “Guidelines for Organizing Writing

Programs.” In this section there is an emphasis on basic skills
and conformity.

Improving one's writing ability involves developing in-
creasing skill and sensitivity in selecting from and combin-
ing these variables to shape particular pieces of writing. It
also involves learning to conform to the conventions of the
printed language appropriate to the age of the writer and
to the form, purpose, and tone of the pieces of writing.*

Following this statement of intent which obviously takes the
conception process away from the teacher, there is a list of
“Standards for Basic Skills Writing Programs.” This gives 19
standards for the teacher to follow. Again, conception is
removed from execution.

Perhaps, the most disconcerting section of this manual of
Instruction is the section entitled, “Activities and Strategies.”
This section of the book is similar to the teacher texts analyzed
earlier in this paper. The methods of scientific management
and technical control are applied to the teaching process. In
this text, again, the conception process is taken away from the
individual teacher (worker) and he is reduced to carrying out
prepackaged instructions.

The section begins by saying that these suggested activities
were:

...suggested by participants in various workshops led by
members of the Bureau of English Education. Others have
been adopted from other sources and many have been
devised by members of the Bureau.*
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This is an attempt to give these deskilling type of instructions

some form of legitimacy but for this writer it falls far short.
One sample of this type of instruction sheet demonstrates

how demeaning these types of books can be.
Have students analyze instructions by underlining key
words and discussing their application to the task. This
analysis should be applied to other assignments as well as
writing assignments so that the student gets in the habit
of analyzing instructions.

If the student did not follow directions for a task, ask him
or her to write the instructions for the task he or she did do.
Have the student compare these with the original direc-
tions.s”
These types of instructions go on for twenty pages or more. The
smart docile teacher only needs to read the instructions and
they will tell him how to teach and what to teach.

It seems that one crucial idea behind the Regents Compe-
tency Test in Writing is to bring some control over teachers and
what they teach.

When the English teacher’s job becomes instruction in

effective letter writing (to the exclusion of expressive

composition and literature), then the English class no
longer offers an occasion for unwanted attitudes and

disposition.*

Conclusions

After an analysis of these teacher texts and materials it
seems, though there is resistance on the part of some teachers
to this type of instruction, the dominant ideology is continuing
to make it more difficult to resist. In this particular period of
conservative restoration resistance becomes hidden and must
be covert. As Edwards discusses, there are sufficient numbers
of surplus teachers on the market and a teacher who questions
the taken-for-granted is easily replaced. The competency test
movement is an excellent example of how conception is taken
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:huf;y frortn lt;a'f‘hecr; and they are literally forced to teach what
are told. Teachers are also held accountabl ching
what they are told. © fortea

This tendency to control teachers through management

techniques and to make them intelligent obedient workers
helps to insure that no type of alternative teaching gets
accomplished. No teaching that runs counter to the dominant
ideology of corporate capitalism can gain a foothold. Pedagogy
that is emancipatory, that frees the individual, that makes that
individual aware is difficult to achieve when the teacher is
locked into an instruction sheet type education. Obviously,
there are many alternatives to this type of education. it would
be as ludicrous to prescribe steps in this alternative education
as it is to follow the steps in the instruction manuals produced
by the textbook companies.

This alternative education should be conceived in the mind
of the individual teacher, so that conception is directly tied into
the teaching process. Again, whether the pedagogy is politically
liberating and/or leads to an awareness of self or group, it
should not be forced upon the teacher but evoive from the
teaching.

Perhaps Jerry Grotowski in Towards a Poor Theatre sum-
marizes the opposite of the smart docile pedagogue. Grotowski
in talking about actors in this passage, but I have substituted
the word “teacher”.

The main point then is that a teacher should not try to
acquire any kind of recipe or build up a ‘box of tricks.’ This
is no place for collecting all sorts of means of expression.
The force of gravity in our work pushes the teacher towards
an interior ripening which expresses itself through a
willingness to break through barriers, to search for a
‘summit’, for totality.s
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Preface

The knowledge that teachers have about educational prac-
tice, and the enormous potential power of that knowledge to
inform practice, is undervalued both by themselves and by
the rest of the educational profession. As a result there are
too few occasions for teachers to share with each other and
make public their deeper understanding of their work.
Teachers rarely make these occasions for themselves be-
cause they do not consider that what they know has value
in this way, Nor does the rest of the educational community
encourage them to do so.

...in their usual role as audience, they have few opportuni-
ties to see the more reflective, knowledgeable side of their
colleagues...

The result is that the profession has not yet acquired a

collective body of knowledge based on teachers’ individual
contributions...

--.Many teachers pay no attention to research even in those
areas in which that attention would be rewarded. This is
largely in response to the fact that research is not written for
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their consideration. Researchers ignore teachers; teachers
ignore researchers right back.

As aresult educational research currently contributes litge
to improving teacher's practice (Evans et al. 1981, pp. 8-9).

ove rationale was not specifically elaborated for auto-
biog’rr:;r?igal inquiry into teachers’ thought and actions, but for
teacher-initiated research in general. We would argue, homé
that the type of autobiographical inquiry that we f:xplore s
paper represents one of a number of pot'entmlly po::m
approaches to teacher-initiated research. It is not surp gé
then, that the above quote captures, eloquently, tht? :larii °
starting point from which our project in autobiographic
quiry, a case study of which is reported in this paper, was

commenced.
Introduction

There continue to be compelling reasons why curriculum
and pedagogy used in classrooms need to be changed. This :s
particularly true if education is to play a necessary and vital role

i i iety in overcoming the &%
in assisting our young people and soc
serious problems that plague today's world. Unfortunately, &

during the last thirty or more years most attempts at educa-

tional reform which involve significant changes at the classroom
level have had limited impact on education practice (Fullan,

1982).

Purpose

This continued failure calls for the creation of fresh approaches |

to research into understanding the phenomena of the clz::sﬁsl-1 ¥
room, better ways of generating profession?l knowledge us e

to the practice and improvement of tegchmg, and suc:lz.ies:an
approaches to reform and change. In this paper we dl?:borauw
approach which may achieve these goals through a c?knowledge 3
approach to autobiographical inquiry into teachers :
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e e

and its formation. We conceptualize teachers’ knowledge in
terms of the biographical character of the interaction of person
and context over time. We use one paradigmatic case study and
data from two others to illustrate our method, the nature of
teachers’ knowledge, and how it might develop.

Assumptions
The assumptions on which our approach is based are:

1. The teacher is the major actor and arbitrator within the
many influences that impinge on classroom curriculum,
pedagogy, and change.

2. The teacher possesses knowledge built up through
experience of personal interactions in real situations of
a personal, practical, and professional nature,

3. This knowledge is neither purely theoretical nor not
purely practical in nature but a synergy of both.

4. Within the context of teacher knowledge, then, the
relationship between theory and practice is horizontal,
dialectical and interactive, whereby each is of equal
value, each informs the other, each beinga different facet
of the same phenomena.

5. In order to understand how reformers, administrators,
and researchers might work with teachers in facilitating
classroom change and educational reform itisimportant
to understand how teachers experience their working
realities, how they act within their classrooms and how
they got to be that way through personal/professional
developments and changes,

6. Inquiring into the nature of these phenomena requires a
collaborative and dialogical approach among teachers
and researchers within which the expression of the
teacher's perspective and voice is facilitated. The ap-
proach which best facilitates this type of inquiry is
biographical in character (Butt and Raymond, 1987).
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ose of the research project from which this case study
’il;hgrgﬂ is to reveal the substance, nature, and characteristics
of teachers' knowledge and, as important, to reveal the process,
sources, influences by which this knowledge came to be the wag
it is. Understanding the way teachers think, act, fgel. and
intend, how their practical knowledge develops over time an
how it interacts with classroom phenomena will enable, it is
hoped, teachers and researchers to collaboratively evolve more
fruitful and mutually agreeable approaches to classroom
change and educational improvement.

Epistemological Rationale
In laying out the theoretical perspectives we have evolved to
frame our work, we think it is important to note that aﬂl'ulaisfe
perspectives are significantly influenced by the individu t(e)
histories of the authors. Whereas we do not have the spaceth
enlarge on that point here, it is addressed indirectly within the
nature of our writing which is referred to throughout ﬂl’j:ifs
section. Elsewhere, we have briefly sketched how. our life
histories relate to the theoretical gesrgpecti\ies?erem (Butt,
nd, McCue, and Yamagishi, 1986, pp. 1-3).

Rayr‘;?se?where we have identified three major interrelated crises
that have plagued education. They are: a crisis _of scfho}arly
inquiry, a crisis of professional knowledge, and acn'sis o cll;e l:rr?
(Butt and Raymond, 1987). We see the crises in scholarly
inquiry, caused basically by an over-reliance on logical positie\;
ism, as currently being overcome by a return to the neglect .
ground of educational reality through the complementary us;:lg
both quantitative and qualitative approaches that focus on the

phenomena of education in a direct and holistic way. In thisway, 3

lex interrelatedness of classroom activities
;hnii(ily:;l:inci;ﬁ:lrzcﬂons and the situation—spef:lﬁc nature o_f
teaching are better respected. As well, we think these n:g-
proaches permit both the uniquenesses within and cormmo
ties across classrooms to be reflected.

The crisis in professional knowledge, related to the forego- 2 |
ing prbblems of scholarship, finds its root cause within a ]

Butt, Raymond, and Yamagishi 91

Préoccupation with the discovery or invention of sure-fired
models which would guarantee generalizable problem solutions
(Schon, 1983). This preoccupation with prescription has led to
the formation of bodies of professional knowledge which have
been largely ignored by professionals-in-action since they have
found that little of this prescriptive technology is appropriate to
specific situations whose nature is uniquely personal, instinc-
tive, intuitive, reflective, and practical (Eisner, 1979, 1983;
Schwab, 1969, 1971). The solution of practical problems drives
more from reflection-on-action, reflection-in-action, profes-
sional intuition, craft and art, and the special knowledge held by
the teacher. The nature, then, of professional action, especially
teaching, requires us to focus primarily and initially on the
qualitative rather than quantitative nature of practice, in order
to derive professional knowledge useful to both scholars and
practitioners.

Given this background, it is not surprising that we have
experienced a crisis of reform. Firstly, most attempts at educa-
tlonal reform in the last several decades have relied on prescrip-
tive science and technology. Secondly, the hidden relationship
between theory and practice in prescriptive science, that theory
Is superior to practice and must be directly applied to the
practical in order to improve practice, became embodied in the
human interactions between reformers and teachers. The rela-
tionship of outsiders (reformers) to insiders (teachers) was a
vertical and unequal one (Butt and Olson, 1983; Butt, 1985a).
Teachers were not able to Participate in determining the
changes that were thrust upon them. Reformers did not work
with teachers in understanding classroom reality. In general
they were ignorant of the culture of the school and classroom
(Sarason, 1971). It is within this broad context of crises in
scholarly inquiry, professional knowledge, and educational
reform that we locate three interrelated concerns that fuelled
our interest in the study of teachers’ personal practical knowl-
edge.

First, and foremost, critical assessments of the reasons for
the limited impact of curriculum innovations on classroom
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practice have pointed to the reformer’s neglect of the f:entral role
of teachers’ intentions and pedagogical expertise in effecting
significant classroom change (Aoki, 1983; Butt and Olson,
1983; Elbaz, 1983a; 1983b; Werner, 1982). The develo;:)ment of
more adequate views of curriculum development and implem-
entation thus calls for a shift of focus and of approach in the
study of classroom change; instead of adopting an outsider’s
perspective whereby researcher, reformer or innovator gener-
ated criteria are used to make judgements about change, we
need to ask the teachers themselves what classroom'change
means for them, from their own perspective and criteria. In so
doing, we need to develop research approaches that allow the
teacher’s knowledge of classroom realities to emerge. '
Studies ofimplementation that attempt to take theteacher’s
point of view more seriously suggest that implementation be
envisaged as staff development (Fullan, 1982, 1985; Guskey,
1985) and that traditional professional development models
should undergo important revisions. This second area of con-
cern has indeed for sometime been the object of vituperative
comments from both practitioners and researchers. Teacher
professional development efforts, the key to school improve-

ment, have been “so frustratingly wasteful as the thousands of &

workshops and conferences...led to no significant change in”
practice when the teachers returned to their classrooms.

(Fullan, 1982, p. 263). In-service education has disregarded the

teacher as an active learner and has based its’ interventions on
less than adequate, if any, conceptions of how learning occurs

throughout her/his career:

...teachers expressed the feeling that there is no continuity _
in teacher development, they usually added that there was ¢
simply a smorgasboard of workshops. Workshops were |

often characterized as “101 tricks for Monday morning” and

while there may be some value to learning some tricks early
in your teaching career, you rapidly outgrow that stage |

(Flanders, 1983, p. 148).

Maore recent points of view on classroom change thus think 3
of implementation as a learning process in which teachers are T
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seen as adult learners (Fullan, 1982, 1985: Ingvarson and
Greenway, 1982). For instance, Fullan (1985) and Guskey
(1985) suggest that teachers do not learn when staff develop-
ment efforts focus first on initiating changes in beliefs, attitudes
and perceptions. Cognitive and attitudinal changes would occur
only after modifications in classroom practices have led to
significant and desirable changes in classroom related events
(e.g. student learning outcomes, involvement in activities, atti-
tudes towards school). However valuable, these suggestions are
still tainted with a preoccupation for the “effectiveness” of
implementation efforts; the changes in teacher beliefs, atti-
tudes, practices and behaviors are those deemed desirable by
program developers. Seeing the teacher as an adult learner
entails acknowledging that she holds an articulate and elabo-
rated practical knowledge of classroom practice that, if exam-
ined on its’ own grounds, might not be organized in terms of
“beliefs,” “attitudes,” “instructional practices” (Elbaz, 1983a;
Raymond and Hensler-Mehu, 1984a, 1984b). Seeing the
teacher as an adult learner implies that teachers will seek a kind
of knowledge that can, in some way, be incorporated in the
structure of knowledge they have developed; it also means that
they will learn in several ways, from several sources and in
various manners at different moments in their careers. Evidence
from studies of teachers’ professional life cycles document
important changes in teachers’ concerns (Adams, 1982: Ball
and Goodson, 1985; Fuller and Bown, 1975; Newman et al.
1980a, 1980b) and relationships with colleagues (Gherke, 1981;
Huberman and Shapira, 1983; Newman et al. 1980a 1980b)
that suggest differentiated learning interests and processes
throughout their careers. Huberman's (1984) interviews with
150 teachers indeed indicate that most teachers see themselves
as achieving mastery of different pedagogical competencies at
various moments in their careers, while, even late in mid-career,
still lacking proficiency in certain areas (teaching children with
learning problems, individualization of instruction, working
with heterogeneous groups of students). Huberman also ob-
serves that at various moments of their professional lives,



94 Joumnal of Curriculum Theorizing

teachers will seek for different sources of knowledge, with a
preference for informal discussions with selected and available
colleagues.

Although these data present some important limitations,
such as the use of researcher generated categories in order to
create general patterns and minimize individual configurations,
they are useful to broaden the scope of questions asked about
teachers by innovation-minded curricularists. A thorough
acknowledgement of the teacher as learner and of classroom
change as a learning process calls, then, for an understanding
of the phenomenology of the teacher's professional develop-
ment, of the genesis of her personal practical knowledge.

Our third concern is political in nature as well as in its’
implications. All their lives teachers have to confront the nega-
tive stereotypes— “teacher as robot, devil, angel, nervous Nellie”
(Newman et al. 1980b)— foisted upon them by the American
culture. Descriptions of teaching as a “flat occupation with no
career structure, low pay, salary increments unrelated to merit
have been paralleled with portrayals of teaching as “one great
plateau” where “it appears that the annual cycle of the school
year lulls teachers into a repetitious professional cycle of their
own” (Newman et al. 19803),

Within the educational community, the image of teachers as
semi-professionals who lack control and autonomy over their
own work and as persons who do not contribute to the creation
of knowledge, has permeated and congealed the whole educa-
tional enterprise. Researchers have torn the teacher out of the
context of the classroom, plagued her with various insidious
effects (Hawthorne, novelty, Rosenthal, halo), parcelled out into

discrete skills the unity of intentional and action present in
teaching practices. Researchers who view knowledge solely as

empirical or analytic (Elbaz, 1983) preclude the acknowledge- *
ment of, and responsive inquiry into, the nature of the teacher’s :

personal professional knowledge.
Pre-service teacher education has served to prepare the

ground for such a view to take hold in the teachers themselves,

Plagued by the “lack of an agreed upon knowledge base that
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creates a vacuum into which marches technological neutrality”
(Lather, 1984, p.2), the pre-service curriculum, often attacked
as intellectually empty and pedagogically unsound, extols the
“correct -method" over freedom of though, the ailthority of
;cience overu critical examination of established models of
quiry and “reduces the intrinsic ambiguity of teachin
through a technological mindset that deintellectualizes teachg
it';lrs ?n% )dfpoliticizes the inherently ideological activity of teach-
: g u;_>u -" Shaped by their training to look outside of themselves
bor ths about their own reality and further “deskilled” by the
r;r;at;c;it;zeaioex:l c::f tf(::lilching that isolates them into the class-
atate of e th:é:; ers find themselves at mid-career in a

...does not come from overtaxin i

g one's intellectual an
mental capacities...but from not being able to use thosg
abilities to handle difficult emotional and managerial prob-
lems (Freedman, 1983, p. 27).

The view of teachers implicit in the social context of education
thus contributes to their disempowerment by limiting their
;zg:m;ﬁes to develop and exhibit the knowledge and intelli-
f oo the are necessary in working effectively with groups of
More positive outlooks on the teacher in alternative m
;)f curriculum development (Connelly, 1972), studies of wr:-ietli
um practice (Reid and Walker, 1975 in Elbaz, 1983) and
conceptions of teaching (Hunt and Gow, 1984; Bussis Chitten-
den and Amarel, 1976) have recently contributed to t.he elabo-
ration of studies depicting teachers as active holders of knowl-
edge, as well as agents in the reality of the classroom. These
studies provide a foundation for the emergent evolutior; of the
notion of the knowledge that teachers hold and use. In our view.
they mig.ht also do more than that: the conceptualization ot:
teachers’ knowledge from the teacher’s perspective, while possi-
bly co”ntrlbuting to the enhancement the teacher's “profes-
slonal” status, or the fuller use of the human resources teachers
bring to their work can also be seen as an eminently emancipa-
tory and political endeavor. The study of experiential knowledge
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where an understanding of the search for individl';tal meaning is
critical, will expose the teacher’s voice, in both its alienated and
unadulterated modes, to the researcher and the teacher herself.
The collaborative study of personal professional knowledge
provides teachers with the power to transcend their present
situation and take control of their own lives. It helpsresearchers
to liberate themselves from stultifying conceptions of research
and to become literate in classroom reality. This locates it within
an emancipatory epistemological and practical approach to
curriculum inquiry. From the personal vantage point of individ-
ual teachers the placing of teaching at the center of practice,
reform, and research is an existential issue. From the perspec-
tive of teachers in general, representing the collective knowledge
of teachers as a legitimate and worthwhile body of -knowledge is
a political issue. Making relationships between insiders and
outsiders in a horizontal and collaborative learning enterprise is
an issue of power. Moving from existing alienating practices o
teacher and school-based approaches mum regarded as an
acher e werment and emancipation.
1ssu'?‘::ct§er thinki”r?go action, and knowledge are of vital impor-
tance in the endeavor to understand how classrooms are the
way they are. How teachers’ thoughts, actions, and knowledge
have evolved and changed throughout their personal and pro-
fessional lives will help us understand how classrooms have
come to be the way they are and how they might become
otherwise. In considering how to approach understanding these
issues it was essential to ask what methodology could carry, in
the most authentic way, the teacher’s voice (Butt and Raymond,
1987). The notion of teachers’ voice is important in that it carries
the tone, the language, the quality, the feelings, that are
conveyed by the way a teacher speaks or writes. In a political
sense the notion of the teacher’s voice addresses the right to
speak and be represented. It can represent both the unique

individual and collective voice; one that is characteristic %

teachers as compared to other groups.
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A Conceptualization of Substance and Method

The biographic character of teachers’ knowledge

In order to understand the knowledge that teachers possess

itis imperative that we know it in the way that individualteacher
does. More importantly, as outsiders and researchers, we need
to understand how teachers evolve, develop, and change their
practical knowledge in the way that they perceive their experi-
ence of it. These arguments bring with them a regard for and
interest in the teacher as a unique person, and the teacher as a
learner who possesses a special type of knowledge. We see ones’
architecture of self (Pinar, 1986)— the private person— as sig-
nificantly influenced and shaped by experiences of context and
situation. In turn, in cyclic fashion, how a person acts in a
situation and context may shape and influence it. Given this
background and our interest in the teacher as person and adult
learmer, we choose to conceptualize the cyclic relationship
between person and context in terms of Dewey's theories, as
interpreted and adapted from a conceptual theory of informal
education (Butt, 1978) and a biographic conception of education
(Berk, 1980). Dewey (1963, p. 55} saw personalexperience as the
prime source of education, and saw the values, interests, and
abstractions of individuals other than the learner as a potential
source of distortion if they obstructed individual learners in
making their own sense of their world. Dewey's criteria for the
worth of a particular experience for leamming were interaction,
continuity, and wholeness. The more deeply a learner interacts
with objects and others in a situation, the better the experience
and learning; also, the more continuous and whole a sequence
of activities is, the better the experience (p. 40). If successive
experiences are well integrated with one another, the learning
and knowledge that results are equally well integrated. But from
whose perspective do we judge the quality of interaction, whole-
ness, continuity and integration of experience? Obviously the
interests of the learner are paramount here. Despite Dewey's
Interest in socialization for democracy he did say:
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is, I think, no point in the philosophy of progressive
gniz:ltion which is s%under. than its emphasis upon the
importance of the participation of the learner in the fon:l;-
tion of the purposes which direct his activities in the
learning process (p. 67).
Here we encounter, then, unique personal intentionality (Butt,
1978). The form of education that stays with us and inform?r 0111;
subsequent choices and actions is that which results I::
experiences which have a telling impact on our person. thaa;
similar vein, Rogers (1969) argues that only experiences
involve the learners’ genuine self result in any learning of lasﬂ:lfg
significance. Learning which is of importance can only be seli-
discovered and self-appropriated; it is most telling when exlpe-
riences emphasize the self, personal relevance, interest, invc; gg—
ment, activity and feelings, as well as cognition (Rogers, lfr :
Pp- 151-157). As well, Dearden (1968, p. 38) extrapolates 0:;
Dewey to emphasize intentionality and the value of reﬂecliiixc;;l
and on experience to state that “nothing is of value to us est;
it can enter our experience in such a way which enables us

realize what is valuable in it.” The knowledge that results from ; a

those personal experiences, and reflection in and on them, is

what we see as personal knowledge. We apply these notions of o

significant learning through experience resulting in personual\l
knowledge to the teacher as a person and the teacher as adult
learner. We gain personal knowledge throughout our lives. Ex-

periences prior to teaching shape what Pinar (1?86] calls the _.
architecture of self, which consists of the contribution of the |

many elements of the private existential person, such as beliefs,

rinciples
values, dispositions, feelings, guiding images, p o
whether e.xpl;icit. implicit, tacit or intuitive. Of specific interest &5

to us, as well, is the personal, practical and professional knc;vrv;l&
edge that evolves through the teachers’ interaction with, w0
experience of the classroom, school, and broader educatio

context. We think that the above experiential concept_ualizatlon . s
of learning is an appropriate framework through which to vie\g
how teachers evolve their own special ways of thinking an 8
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acting in the classroom, how they continue to learn to be
teachers and evolve their own particular knowledge.

We wish to emphasize the biographic nature of teachers’
knowledge in one final way that is drawn out of the Deweyan
sense of experiential learning and personal knowledge by Berk
(1980). Berk (p. 88) quotes John Dewey’s definition of education
which “is the reconstruction or reorganization of experience
which adds to the meaning of experience, which increases
ability to direct the course of subsequent experience.” Berk (p.
89) contends that this definition of education and the nature of
Dewey’s other major concepts of experience, interaction, conti-
nuity and wholeness make his conception of education bio-
graphic.,

Studying teachers’ knowledge

Berk (1980) suggests that if we wish fo study the nature of
quality of the education of particular learners that we should
properly use biographic means of inquiry. We have transposed
Berk's suggestion as to how one can discern what is educative
in students’ lives and applied it to our interest in teachers'
learning to become, and in being, teachers. How teachers,
through experience, both in their private lives and in profes-
sional contexts, have educated themselves, and been educated,
as teachers, can be answered through biographical inquiry. It
permits us to make sense of individual experience, to discover
the educational significance of a teachers’ experiences; and to
discover the quality of experience through its relation to previ-
ous and later experiences (p. 93).

A person interacting with situations in particular contexts
gives rise to experience and the evolution of personal knowledge,
In order to understand how a person thinks, acts, feels, and
intends, and how a person knows what they know, it is neces-
sary tounderstand the relationship and tensions among context
and individual lives (Goodson, 1980, p- 2) not only as related to
the present but the past, as well. To understand ones’ present
situation one needs to bring forward prior related experience
(Pinar, 1978). In order to understand a teachers’ knowledge with



respect to classrooms we need to understand the _contexts
within which they currently work— that is their working reali-
ties, both in the collective sense and in the existential sense.
Seeing the pressure of the formal situation and the force of the
inner private definition of the situation (Goodson, 1980, p. 2)
enables us to see relationships and tensions that contribute to
thoughts, actions, and the shape and shaping_ of a teachers’
knowledge. Of equal importance are past experiences:

...which will give us the details of that process whose
character we would otherwise only be able to speculate
about, and the process to which our data must ultimately
be referred if they are to have theoretical and not just
operational and predictive significance. It will describe
those crucial interactive episodes in which new lines of
individual and collective activity are forged, in which new
aspects of the self are brought into being.” (p. 6)

Emerging notions of teachers' knowledge

The nature of the personal knowledge that teachers possess
and exhibit has been conceptualized in whole or in part in a
growing number of ways. Besides, in Pinar's {1986) notion of
architecture of self, which is the private and personal self that
teachers bring with them into teacher, Pinar (1978) also used
the idea of currere, the course of life's experiences, pa_st.
present, and future whereby the individual interacting with
context continually lives out and evolves the architecture of self.
He emphasizes particularly the existential and psychoanalytic
elements of the self. We consider the architecture of self that a
person brings from life prior to teaching as important in its
formative influences on how teaching is experienced and recon-
structed. As well, we consider the continuing evolution of the

architecture of self outside and inside teaching, after engaging 4

in a teaching career, as of parallel importance within the

knowledge that a teacher develops. In contrast tonotionsrelated

to the private personal knowledge that teachers possess, con-
ceptualizations of a teachers’ knowledge that obtain in the
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classroom include such notions as theories-in-use, curricula-
in-use, as well as more specific notions such as professional
craft knowledge (Brown and Mclntyre, 1986), personal practical
knowledge (Clandinin, 1985a, 1985b), functional paradigms of
teachers’ (Crocker, 1983), practical knowledge (Elbaz, 1983),
teachers implicit theories (Hunt, 1985, 1987), professional
knowledge and reflection-in-action (Schon, 1983) and pedagogi-
cal content knowledge (Gudmundsdottir and Shulman, 1986).

Of the many conceptualizations of a teacher's knowledge
that pertain to classroom practice, personal practical knowledge
most closely approaches our conception, outlined in the last
several pages, of the knowledge that teachers evolve and pos-
sess. As well, through our experience in working with teachers,
it appears to be the most intuitively powerful notion, not onlyin
the way that it attributes knowledge to the person of the teacher,
but also in its emphasis on the context of practice and action as
an influence and stage for thoughts, actions, feelings, and
Intentions of teachers. The notion of personal practical knowl-
edge also embodies, through seeing its expression as minded
action, an integration of theory and practice, a relationship
important to overcoming the theory/practice dilemma, alluded
to earlier, in professional knowledge and approaches to reform.

It is important to note at this point, however, that all the
foregoing notions of teachers’ knowledge, including personal
practical knowledge, firstly, have not clearly identified the
biographic nature of teachers’ knowledge, secondly, have not
identified an interest in the formation of teachers’ knowledge,
thirdly, have not utilized a fully biographic means of inquiry.
While the notion of personal practical knowledge most closely
approaches our conception of teachers’ knowledge there are
some significant differences. As we continue to evolve our
autobiographical conceptualization of teachers’ knowledge in
this paper we will do so through a dialogue with Clandinin and
Connelly's (Clandinin, 1985a, 1986b; Clandinin and Connelly,
1985, 1985/86, Forthcoming; Connelly and Clandinin, 1984,
1985, 1987) evolution of the notion of personal practical knowl-
edge. We think that the contrapuntal nature of this discussion
will clarify and strengthen what we wish to convev.
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Autobiographic praxis (Note 3) and personal practical knowledge

At the outset we should state that our epistemological and
conceptual frameworks support the synergy of personal knowl-
edge and practical knowledge into the genericnotion of personal
practical knowledge. The particular way in which Clandinin and
Connelly conceptualize personal practical knowledge is not
sufficient, however, for our purposes.

To serve our purposes of conveying how we wish to concep-
tualize teachers’ knowledge it is useful to view the teacher as
being an intentional actor who, with others, creates a cultural
and social ecology that shapes and influences particular con-
texts, events, situations and interactions. Of equal importance,
however, especially with respect to teachers’ knowledge, is the
individual and collective intentionality of teachers which acts in
cyclic relationship with context to express actions. It is out of the
whole cultural and ecological breadth of context interacting with
the intentionality of living, working, and acting that each
teachers’ unique knowledge is expressed— in the present. How
this knmowledge is held, however, may be different from how the
contingencies of the situation and context might shape its
expression in the classroom, This shaping, due to present
contexts, may cause adjustments in the elements of a teacher’s
personal practical knowledge for the future— which is the evo-
luticnary nature of such knowledge. It is clear, then, that the
make up of teachers’ knowledge, as held, can be seen as being
influenced by the personal biographical stream of cyclic inter-
actions of context and personhood of the teacher in the past.
This kmowledge disposes each of us as teachers to interact with,
treat, regard, and be shaped by present context in particular
ways. It is from this depth of personal history and experience,
both in terms of the teachers’ personal private world, the social
world, and the professional world that a teacher’s knowledge

emerges, representing, if you will, individual and perhaps

collective pedagogical niches.

Our concerns, as related to our purposes and interests, with
teachers' knowledge as conceptualized by Clandinin and Con-
nelly in comparison with the view of teachers' knowledge we 3
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have developed so far, relate firstly to its narrowness of scope in
comparison to the breadth referred to above: secondly to the
shallowness with which it treats the personal; thirdly its am-
biguous treatment and lack of explicit conceptualization of the
biographical; fourthly its neglect of the process of formation of
teachers’ knowledge; fifthly the lack of consideration of the
stream of social/institutional contexts that shape teachers’
knowledge and its expression, and finally preoccupation with its
expression in present action. These criticisms have implications
not only for how we regard substance of personal knowledge,
but also for process of formation, as well as, therefore, important
considerations as to the modes of inquiry we use to illucidate
teacher knowledge. Substance, formation, and methodology are
inextricably entwined through the common element of biogra-
Phy. We will examine how these concerns can be taken account
of by showing how teachers’ knowledge can be construed, in
terms of substance, process and methodology; through the
common laws of biography.

Autobiographical meaning, inquiry and image

In 1983 at the founding conference of the International
Study Association in Teacher Thinking we commented (Butt,
1883, 1984; Butt and Raymond, 1987), on the fact that many
qualitative studies, including specifically the work of Connelly
and Clandinin (1983, 1984); and Clandinin (1983), were implic-
itly biographical in nature. Consequently, we emphasized that:

The problem here is, without being acknowledged as biog-
raphy and guided by its principles and processes, these
efforts might not take full advantage of the biographical
approach... The biography forms an important aspect of
these and many other studies is testimony to its usefulness,
as instinctively recognized by researchers. It is important,
however, that this aspect of the work be explicitly acknowl-
edged so we can begin to make judgements as to how
biography might be most fruitfully used in education (Butt,
1984, p. 99).
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In their work to that point Connelly and Clandinin (1983, 1984;
Clandinin, 1983) had not addressed the role and place of
biography in the terms of substance, formatio::i. and methodol-
ogy with respect to their conception of teachers’ knowledge. This
issue might be considered of particular importance since per-
sonal practical knowledge emphasizes the personal and experi-
ential. It also uses terms such as narrative and narrative unity
which are both literary and biographic in nature. In Clandinin’s
(1985a, 1985b), later work on perscnal practical knowledge
where she lays out her conceptualization of the notion, the lack
of explicit treatment of biography is again evident despite the
fact that she makes use of fragments of biographical data in
understanding teachers’ knowledge. At the Annual Conference
of the Canadian Society for the Study of Equcation we explicated
through one particular autobiographical study (Butt, 1985b;

see also Butt, Raymond and Ray, 1986; forthcoming) the folly of

i der to discemn
not fully exploring biographical experience in or
and understand substantive elements of personal practical

knowledge as well, we tried to show how the autobiographical :
interpretation of one's life course revealed the formation of a -1
teacher’s knowledge in order to demonstrate the importance of

autobiography in understanding how teachers came to know |

their classrooms (Butt and Raymond, 1985).

We portrayed the above contentions through a collaborative
interpretation of Ray's autobiography. Ray, a junior high school
teacher, has a strong image of haven that guides his approach i
to pedagogy and curriculum whereby he attempts to provide a |

classroom that addresses his student’s personal needs first. He

tries to provide a space where they are sheltered from the '.
extreme buffetting they might receive in the world outside. He =
believes that taking care of personal needs first frees them to

better deal with the prescribed curriculum. Initially Ray helps

us understand his image of haven through a vignette of a young |

student who he encountered who was never able to participate S8

. t 3
in physical education since he seldom had gym clothes af ;
sch%o{SFurther investigation unearthed an alcoholic father who
abused his children. The children slept outside in the car to 3
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avoid him on many occasions, so did not have open access to the
home. Ray certainly provides us with a vivid illumination of his
wish to provide a haven. We might be tempted to leave our
understanding of haven in these terms related to school and the
recent past. Later, within his autobiography, however, we see a
new and deeper understanding of his image. Ray, himself, had
an alcoholic father who left the family when he was sixyears old.
His mother, a teacher, an older brother and he moved very
frequently from town to town. His mother was very often his
teacher. To be seen as having no favorites she was very harsh
with him. His older brother, in his role as oldest male, was too.
This exploration of Ray's personal history, his private
architecture of self, brings a richer understanding of the image
of haven as a personal search in Ray’s own life that he uses to
identify with the personal needs of his Jjunior high students. This
example points to the need to use biographical means of inquiry,
an examination of the span of a person’s life, to more fully reveal
the formation, in terms of process and substance, of a teachers’
knowledge. We have used other autobiographical examples to
lllustrate the above point (Raymond and Butt, 1985: Butt,

¢ Raymond, McCue and Yamagishi, 1986). Glenda’s interest in
§ self-determination for her E.S.L. immigrant and refugee chil-
¢ dren was only fully illuminated through her autobiographical
{ portrayal of her personal liberation earlier in her life. Lloyd’s

Image of family and interest in upward mobility for his lower
socioeconomic pupils can only be thoroughly understood

through the cultural lenses and early experiences of his J apa-
. nese Canadian family.

Later Clandinin and Connelly (1985/86, p. 4-8: see Note 5;

P- 134} address biography; while acknowledging some similari-

ties as to what “narrative inquiry” holds in common with
biography, they go on to outline differences. In the end, however,
they state that biographical methodology is not part of narrative
Inquiry.
...because narrative is concerned with classroom under-
standing, most of our fieldnote and interview data are
devoted to organizing classroom records and reflection on
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em. Only a small proportion of these recor_ds are given
f)l:rer to ch noting of biographical underpinmngs. Admift—
tedly, the biographical material is of not less significance tc;:
this. But the biographical material is not ¢ollected wi
biographical ends in mind. It is collected as explanatory
material, recovered as various narrative unities are trace(‘i.
In this, biographical material is used as it is in Shaeffer’s
psychotherapy, not for the sake of con'structing a biogra-
phy. but for the sake of telling a client’s story with a new
meaning, (1985/86 p. 15; 1987, pp. 136-137)
What is clear from the above quote, however, is that Clandﬁ
and Connelly neither see themselves as practicing biogra;:lhx
inquiry, nor by implication, do they see it as important to ﬁg sc;
Our work pursues biography for the sake ?f construc;-h g
biography and for the sake of telling teachers’ stories wi b i::ev;
meaning. Autobiography is both the means to understan " gu-
teacher's knowledge and the end in itself, since it is a symbo .
zation of that knowledge and how it was formed. In their wor
Clandinin and Connelly do not focus on the process of format:;n
of personal practical knowledge as being important trt.\in e
understanding of a teacher’s knowledge. Within otper writings,
however, Clandinin and Connelly describe narrative-in-action
as “the expression of biography and history...in a particulal-'
situation.” (Connelly and Clandinin, 1985, p. 194). Further
more, they claim “the notion of na.rraﬁvsz unity high]ights oult:
interpretive interest in the personal biographical orlgin:1 oo
school practices” (Clandinin and Connelly, 1985, p.4). They als

claim (p. 4) that “we demonstrated how Phil ‘knew’ Bay Stlrleet
School, our research site, as a community and we showed ov.; 8
his image of community was a crystallization, a re-collection, 0. .

i f his life.”
the eriences contained in the narrative unity o
e’lzl:f:': relationship, then, between biography and both the

substance and means of inquiry into personal px:actical l&now;l;
edge appears to be somewhat confusing and ambxguo:l;. e sor |
autobiography together with the context as be.ing e maj i

roots of current action. That autobiography, which focuses o .
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ateacher’s past professional and Private worlds, is the source of
understanding of responses and actions in present context is
emphasized by Greene (1978).

I'take from the philosopher Maurice Merleau-Ponty the idea
that the life of reason develops against a background of
perceived realities, that to remain in touch with one’s own
original perceptions is to be present to oneself. A human
being lives, as it were, in two orders— one created by his or
her relations with the perceptual fields that are given in
experience, the other created by his or her relations with a
human or social environment. It is Important to hold in

mind, therefore, that each of us achieved contact with the
world from a particular vantage point, in terms of a particu-
lar biography. All of this underlies our present perspectives
and affects the way we look at things and talk about things

and structure our realities. To be in touch with our land-

Scapes is to be conscious of our evolving experiences, to be

aware of the ways we encounter the world,

As Smith (1986) points out,

...blography ‘structures the pedagogic relation. It gives
meaning to the question: What is good teaching?

How personal is the personal

Clandinin and Connelly do not emphasize the biographical.
Yet they do, in a recent article entitled What is “personal” in
studies of the personal?(1986), emphasize the personal. Within
this article they critically appraise a number of studies of
teacher thinking with respect to the issue of “the personal.” They
conclude (p. 32) that there appear to be three general compo-
nents in how teacher thoughts are imagined to be composed—
practical actions, biographical history, and thoughts in isola-
tion of the former two— most of the studies, they say, focus on
the third. Exceptions are noted. They included Pinar (1981), and
Grumet (1979) in biographical studies, as well as their own

- work— called narratively oriented studies— which they claim

includes all three components in combination.
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The first point we wish to make here is that the group of
studies they have chosen toreview is severely restricted. Despite
the fact that they say (p. 32) “this set of studies on the personal
has only a small tradition on which to draw” tl}ere are other
studies that would be highly pertinent to review here. The
reconceptualist curriculum group has, for more than ﬁfteel}
years, emphasized the personal and personal emancipation o
teachers. As well, scholars in phenomenology of education have
long emphasized the same essential interests. Besides providing
a rich epistemological and conceptual rationale for examining
the personal perspectives of teachers, this work may also have
been a source of studies that could have been included in the
analysis. (See the Journal of Curriculum Theorizing; Pinar (1988)
and the human sciences jourmal Phenomenology and Pedagogy.
Work report by Huberman, Ball and Goodson ci.ted elsewhere in
this paper are also pertinent here.) This Pomt is especia]ly
important since the article does conclude with sugge::stwns for
a variety of generic possibilities for research all of I:Dhtch pertain
to autobiography and biography. This conclusion is. made,
however, without raising the issue that an adequate epistemo-
logical rational and conceptual framework wou%d need to be
evolved in undergird such biographical work vtnth respect to
teacher thinking and teacher knowledge. It is particularly

evident, then, that the conceptual status of Clandinin and
Connelly’s work would need to be elaborated and reconceptual-
ized to account more fully and less ambiguously for the central
role of biography in both teacher’s knowledge and methodolo-

gies used to discern it. What is also clear from Ray’s, Lloyd's and &

Glenda's autobiographies is that Clandinin and Connelly’s in-

vestigations of the personal in personal practical knowledge |

could be more extensive.

Within Context

Our efforts so far have focused on the need for a deeply
personal understanding of the formation of a teacher’s knowl- &

edge. It is, however, the interaction of person and context over

many years that produces the experience that influences the &9

oo dtmen AL dlan mmahitanticwa af calf and tearhare’ tnnwledge &
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that is brought to bear on current contexts and actions. We
need, then to acknowledge the importance of context in the
interactive and dynamic process of formation of a teacher's
knowledge. As we noted earlier, Clandinin and Connelly’s
conception of personal practical knowledge does not sufficiently
address the breadth and richness of context that characterizes
the biographic formation of teachers’ knowledge. There are
various ways in which we can view past and present contexts
and theirinfluences in a person’s life. In a Deweyan sense we can
reflect on and reconstruct our sense of our experience and, as
well, the sense of Schon (1983) we can reflect on our actions in
experience. How each of us experiences our self can be consid-
ered, then, as perhaps a crucial primary context and reflection
can be considered as a crucial primary educative process. We
might call this the existential or intrapersonal context. Other
interrelated contexts that need to be considered include the
interpersonal, the cultural or collective (see Olson, 1986: 1987),
the practical, the professional, the institutional, and the socie-
tal. The interpersonal-social context includes relationships with
significant persons including parents, mentors, particular
pupils, colleagues, and peers— including small groups who
work and interact closely together. In over fifty autobiographies
of teachers that we have already collected, the interpersonal has
provided both powerful positive and negative experiences that
have heavily influenced teachers’ knowledge both within private
and professional contexts. The cultural or collective relates to,
for example, the culture of the school (Sarason, 1971) or other
collective expressions of values and norms that might run
across schools in, for example, a local early childhood teachers’
group. In private life, cultural and collective contexts could take
the form of ones ethnic, religious, or other such group expres-
sion. The practical relates to the day-to-day reality of the work
of teaching. It is this context—the classroom, school, and
community—that requires the teacher to express herself
through practical action. The professional context includes
what the teaching profession and educational system purports
to expect of teachers as well as actual role, function and
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development. This context in interaction with others gives rl;(.;:
to the teachers career pathways (Ball and Goodson, 1985) whinal
may be related, as well, to transpersonal and transprofessio
phenomena such as adult life and teacher professional develog—
mental phases and stages of readiness (Huberman et al. ‘::gm
1983; Huberman, 1984, 1986). The institutional context,
manifests itself through the educational system, its organiza-
tional and bureaucratic structures, roles and relaﬁ?nships. also
significantly influences and shapes how a teacher’'s knc;wledcﬁf
might evolve. These influences include the placement of tea ;
ers in particular contexts, workload patterns, prescription of
curricula, testing of achievement, as well as the relationships o.
those outside the classroom to those inside (Butt et al. 1983;
Butt, 1985a). This context brings with it influences related to
autonomy, authenticity, compliance, power, control, alril;l ﬂ:lm}
fore the legal and political dimensions of professional life. ﬂ;)
these contexts lie within the broader societal context—the
historical streams and flows of which also influence how we
ct as teachers.
ﬂnn\l;f:nrg:st, then, look at all the breadth of past contextual
experience that has entered the depth of history in order to
understand what pedagogical niche a person has arbitrated
among the multifarious influences, intentions, and feelings with

nly comfortor fit, 48
respect to teaching. By niche we do not mean o
butp also habit (Sarason, 1971} as well as the relationships and

tensions between the individual life and its contexts, such as

between the pressure of the formal situations and the force of the &
inner private definition of the situation (Goodson, 1980/1981, &

p. 2.

Limitations of action

deal with problems associated with depth of personal ¥
natu?:: ‘;:;eacher's kfmowiedge. breadth of contextual influences,
and the issue of life history, it is not surpr.ising that we sct:
limitations within Clandinin and Connelly's met‘hodologéiext P
preocgupation with present action and the classroom cox:l usé i ]
Though they are beginning to deepen their interest in, an i
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of, biographic material (Clandinin and Connelly, 1986, pp. 32-
33) the starting point and major emphasis in methodology is still
oriented to action (p. 29-31). The assumption, however, that a
teacher’s knowledge is adequately revealed as minded action is,
we think, problematic. It presents a significant number of
potential weaknesses that narrow what might be discerned as
teachers knowledge through limiting the visibility of the archi-
tecture of self,

Our first peint is that elements of personal knowledge held
bya teacher may or may not be expressedas minded action. This
point is vividly portrayed in our work through Ray's story (Buit,
Raymond, and Ray, 1986, forthcoming) which clearly describes
a variety of contexts, both in the present and the past, within a
significant proportion of which he did not or could not manifest
much of his image of haven and the preferred teaching style
associated with that image. Because particular “thoughts”
aren't expressed in action in a particular context doesn't mean
they aren't there, or that they cannot be expressed. Similarly, a
particular element of a teacher's knowledge may be held as
highly significant by a teacher but may not be expressed in a
particular context because of inappropriateness of the events
and situations that arise. These Particular events or situations
may not be characteristic of the context or may be rare in any
context. These particular non-expressed elements may, how-
ever, form an important part of the architecture of self, Further-
more, particular contexts, events, and situations may permit

only partial expression, or may shape and skew expression, so
that it cannot be taken at face value.

In contrast to contextual and situational appropriateness,
a teacher can make a personal decision not to express a
particular element of her personal knowledge in an appropriate
situation for all sorts of reasons. These may range from compe-
titlon from other alternatives for action, fear of political, existen-
tial consequences, exhaustion or indeed, whim. As well, we have
not clearly refined the role of the ideal within teachers’ knowl-
edge. We might strive for the manifestation of an idea! but the
structure of context, situation, and events and/or our own lack
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of skills may not allow it to reach full expression in action. It
does, however, remain as an influencing orientation on what we
do. A related matter is that particular elements of a teacher’s
knowledge may be more abstract and/or aesthetic such as
certain images, metaphors, or symbolic dreams which by their
very nature have an indirect but strong and complex link to
particular actions or practices. We cannot discern these very
easily from actions. Also, in real terms, a one-to-one synergy of
thought and action occurs, in action, in fleeting moments. Our
observations of action, then, need to be guided by a thorough
understanding of the teacher’s autobiography as it pertains to
teaching to be able to see those moments. There are also
elements of a teacher’s practice that consist of routines and
habits, some of which have been carefully thought through and
evolved, some of which have been intuitively authored, some of
which have been unthinkingly adopted or mimiced, and some of
which have been shaped by past and present contexts. Of these
habitual actions, the proportion which represehts unexamined
habit may not lead us to a teacher’s knowledge.

Do, then, actions speak louder than words or thoughts? Our
response, following the above arguments, might be “only if we
know a person's thought.” But, then it is not only actions
speaking and not all of our most important thoughts are or can
be spoken in actions. The potential visibility of thought-in-
action is restricted. Actions sometimes do not express thoughts;
they obscure as well as reveal. Ordinary actions may obscure
extraordinary thoughts. Similar actions of different people may
mean different thoughts, or little thought.

From the foregoing discussions, the value of a deep and

comprehensive autobiographic understanding of a teacher’s

thoughts in contrast to, and as well as, action is revealed. The

virtually important distinction between the personal knowledge 18§
that is held by a teacher and that portion which is expressed in & ;
action is also made. We feel that the notions of teacher's knowl- &
edge should not be restricted, conceptually or methodologically, £
only to that which is currently expressed-in-action by the ‘2
teacher in a particular context. To hold and to express knowl- S

Butt, Raymond, and Yamagishi 113

edge means to be its author. For us, then, authentic teachers’
knowledge is grounded in the autobiographical story- the per-
son. The manner, however, in which the story is “edited” and
currently “published” in action depends on the present context,
events, and the situation.

The diglectic as problematic

Clandinin (1985a) characterizes the notion of personal practical
knowledge as embodying a dialectical view of theory and prac-
tice. She also characterizes her relationship with the teacher,
between the “researcher and the researched” (p. 365) as a
dialectical relationship. The dialectical relationship is seen as “a
particular form of social action that creates dialectical confron-
tations and produces intersubjective meanings (Dwyer (1979) in
Clandinin, 1985a, p. 365). Following our discussions, however,
we wish to point out that there are other important related
interactions that need to be explicitly characterized. Those
include: Though and action of the teacher (as distinct from
theory and practice), the interaction of person and context,
teacher's knowledge held and expressed, and the past and the
present. How might these be dialectical and, indeed, problem-
atic? Clandinin and Connelly's (forthcoming) work does not
highlight these relationships; particularly the problematic
aspects that we have identified here. They make the point (p. 7)
that, in criticizing Dewey’s and Schon’s problematic views of
classroom life, “we believe that many educational situations are
better understood in non-problematic terms; terms such as
rlimtgals. habit, routine, cycle, rhythm, personal philosophy and
ge.

Firstly, we find the categorizations of personal philosophy
and image as non-problematic, in and of themselves, as inap-
propriate. As well, embodying personal philosophy and image in
action is one of the major problems of teachers’ practical
situations. Secondly, ritual, habit, routine, cycles, and rhythms
while potentially being non-problematic can also be unexam-
ined habits {Sarason, 1971), actions that are “cultural artifacts”
or elements of technical rationality, all of which might bear little
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relationship to “mindedness”, either of action of the personal
practical knowledge that a teacher holds. The so-called non-
problematic can be, then, problematic in the sense that they are
taken for granted; they need to be unpacked, in a phenomenol-
ogical sense, from the present and the past, to see what they
reveal.

From within this expanded view of both the dialectical and
problematic nature theory and practice, thought and action,
person and context, teachers’ knowledge held and expressed,
and the past and the present, we see Clandinin and Connelly’s
work as overemphasizing the non-problematic. Their accounts
of narratives-in-action have a partiality of view that has not
included highly telling formative existential and contextual
events, issues and tensions of classroom life and personal
history (Goodson, 1980-81). These issues are more visible in
autobiographical accounts than in an action-grounded method-
ology such as that of Clandinin and Connelly. Action, as we have
shown, offers a restricted window into the personal practical
knowledge held by the teacher. There is a dialogue in Clandinin
and Connelly’s work between the expanded dialectic elements
mentioned above, including biography. This conversation,
however, is limited, by expression-in-action, to truncated ex-
erpts from the full depth and breadth of the autobiographical
story.

Collaboration:
Facilitating voice and avoiding substance abuse

A most important concern relates to the fact that teachers’
knowledge is supposed to be knowledge as it is possessed by the
teachers. It is essential then that it is portrayed and construed
in ways that reflect how the teacher knows, sees and perceives
it. It should carry the teacher’s voicein all, or as many respects,
as possible. If we are to know what a teacher knows inside her
head, and, ifits expression is sometimes constrained by c?ntmd.
the only way we can know it is through the teacher’'s own

commentary, preferably unfettered and unshaped by others’. If &8

we are to try to know parts of a teacher’s personal knowledge
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through her actions, then the only way we can know it is through
the teachers’ commentary on her own actions, again unfettered
and unshaped by others’ questions, ideas and interpretations.
If we are to know how this knowledge came to be the way it is,
again in the eyes of the teacher, we need the same type of
autobiographical commentary. What is pertinent in thought
and action needs to be identified, as far as is possible, by the
teacher.
Within Clandinin and Connelly’s anthropologically inspired

participant-observation in which they see a dialectic relation-
ship between “the researcher and the researched” (Clandinin,
1985a, p. 365) the conversations about activity appear to be
initiated by the researcher’s inquiries based on her observations
(p- 367). Those inquiries are based on what the researcher
percetves as important, of interest, as indicating personal knowl-
edge worthy of further investigation. These inquiries and frag-
ments of biography are as likely to be colored with the
researcher’s prior dispositions as the teachers. These “narrative
unities” could be as much perhaps those of the researcher as the
teacher. Despite Clandinin and Connelly's (1986, p. 13) claim

that the knowledge that they construct is neither objective nor
subjective, the teacher and her actions remain objects of in-

quiry. In fact, their perception of strength in methodology

through their type of collaboration and, indeed, joint negotiation
of meaning through a dialectic relationship could be construed

as a weakness that dilutes the teacher's voicing of her own

knowledge in her own way. So we see especially the personalin
personal practical knowledge being constrained in yet another
way by Clandinin and Connelly's method.

The type of collaboration engaged in, then, in attempting to
discern a teacher's knowledge is a sensitive matter of great
importance. This has been the case with our work in collabora-
tive autobiography. Clandinin and Connelly’s (1985/86; see
Note 5: 1987) state that “The autobiographer reports to himself
with perhaps, prods and suggestions by the researcher and the
biographer elicits a record which may be constructed through
Interview or by the participant in the absence of the researcher”
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(1985/86 p. 13; 1987; p. 136). This is a superficial characteri-
zation of the nature of the collaborative relationship that is
fostered when autobiogrpahy and biography have been used in
education generally (see Abbs, 1974) for phenomenoclogical
inquiry (see for example Hultgren, 1987; Weber, 19§6: Carson,
1986) and in the strong and long tr?dition of ltlnogi:g:fuila;
inquiry in history, literature, and sociology, as well as
m%dlzzation (sc:z for example Grumet 1979; Berk, 1980; Butt,
Raymond, McCue, Yamagishi, 1986; Butt, Forthcoming; Butt
ond, 1987).

and Cl?'laaﬁunn and Connelly (1985/86, p. 13; see Note 5; 1987,
p- 136) go on to counter claim that:

In narrative, however, researcher and participant enter into
a collaborative relationship of classroom work. The signifi-
cance of this is that qualitatively different kinds of knowl-
edge claims result: claims which are tacit (Polanyi, 1958)
moral and emotional.

To imply that autobiographical work does not reveal the moral
and emotional is inaccurate. We suspect that these facets of
personal knowledge come through more clearly and authe.nt.i:
cally in autobiographical inquiry than in “narrative inquiry.
Since our particular approach to collaborative autobio_graphy
presents rich opportunities for the individual to re-examine and
reconstruct their own perceptions of personal experiences; the
personal interacting with self— the intrapersonal—is the ulti-
mate context and interaction in discovering persona'll knowl-
edge. This involves perhaps being objective about one’s subjec-
tivity; the subjective and objective are unified more personally:
we think, than the claim for narrative inquiry (1985/86; p. 14;
1987, p. 136). As well, there is the suggestion that the autobi-
ographer being “independent” of the researcher-- separate—is
not desirable. Surely this is to deny the value of knowing, as far
as is possible, the teacher's own unadulteratec_l voice. Are we
then paradoxical in speaking about collaborative autobiogra-

phy? Not really. The task becomes one of facilitating the process 3
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of the autobiographical impulse and expression, autobiographi-
cal interpretation and reconstruction of experience, without
Interfering with the substance of the teacher's story.
Our approach to collaborative autobiography involves, as

we mentioned before, a group of graduate students working
together. Through that process there is ample encouragement
and facilitation of the process of autobiographical expression
and interpretation by peers involved in similar realities whoe use
similar language and queries of themselves and others, The
process is also aided by the instructor giving, as a co-investiga-
tor, his own examples and vignettes of autobijographical in-
quiry— taking his turn as one of a group of presenters. This
process, and the continuing autobiographical writing of the
participants enables, encourages, and provides a supporting
framework for us to write our own stories, in our own words,
constructing our own frameworks, as far as possible. It presents
the “whole” story— not just fragments derived from what is most
obvious in action. The group, class, and assignments take the
teacher away from the frenetic classroom and provide a struc-
ture for reflection-on-action over time, as opposed to the quicker
responses required by participant-observation and interviews,
These autobiographies do present vignettes of action—but
teacher’s views of them as they perceive them, As well as the
Problematic, contrary to the claim of Clandinin and Connelly
(1985/86, p. 13; 1987, PPp. 135-136) our teacher's stories do
address the routine, habitual, mundane and the day-to-day
aspects of classroom working reality. In the university seminar
phase of the research, all teachers and the instructor are
researchers; each participant is the expert with respect to self.
Individually, we write our own song and lyrics, name, concep-
tualize, identify themes and patterns about what we want in the
way that we want. We take an idea catalyzed by others only if it
speaks to our individual story. This phase then has character-
ized an emphasis of collaboration as Jacilitation of the autobio-
graphical process.

Only after each participant has had a significant opportu-
nity to draft, redraft and evolve an autobiographical account of
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classrooms to explore practice. In contrast we have also devel-
oped a methodology in which an ethnographic study serves as

a base to subsequent full inquiry into the teacher’s pedagogical
biography of classroom practice.

Teachers’ knowledge reconsidered

There are major differences in epistemological and concep-

tual roots between Clandinin and Connelly's and our conceptu-
alization of teachers’ knowledge. There are also major differ-
ences in the methodological approaches that we have evolved to
discern the knowledge that teachers hold. Our work is charac-
terized by: the deeply personal notion of the architecture of self
{Pinar, 1986) created through interaction of person and context
that the private person brings to the public act of teacher: the
integration of this personal knowledge with the professional
knowledge that evolves out of personal interaction with profes-
sional contexts; and how the teacher perceives and holds this
knowledge. Besides substance, we are interested in how this
knowledge is evolved and formed. Our particular interests are in
the biographic formation of teachers’ knowledge both in the
sense of process, and in the sense of substance and structure.
A third important interest which relates both to ongoing bio-
graphical process of formation of teachers’ knowledge and its
practical manifestation or expression—is the relationship
among knowledge held, expressed and context. The final inter-
est is in creating unity between the foregoing three foci and
methodology through the practice of autobiographical inquiry
both outside and inside the classroom.

We have a phrase that names ang integrates these four lived
Interests of biographic substance, process, the relationship
between knowledge held and expressed, and methodology. It
contains the potentially synergistic, dialectic, and problematic
Interactions between person and context, thought and action,
experience and reflection. It reflects the relationship between
past, present, and future. The term praxis better reflects those
interactions than the word knowledge. It also reflects the
dynamic nature of teachers’ professional craft as well as its
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ing evolutio nature better than the somewhat static or
?i::gg cfmotaﬂorr:i? knowledge. Praxis, as substance and proc-
ess, includes actien, reﬂection-on—actign. refl_ectlon-in—acl:li:ln.
thought, thought-guided-action and achon—gmde'd-ﬂmugrl;xh g
cyclic unity which occurs both inside a teacher’s personhoo
and in action. The term autobiography reflects how we thinkcu 3
teacher's knowledge is held, formed, and how it can be studie
or understood. Autobiographic Praxis, then, is the term Wt;r use
for our conceptualization of teachers’ knowledge. Moving ondl
praxis to praxeology brings with it the meanings' of studyﬂilna% aﬂr;e
understanding, and the theory of human action. so ; °
phrase autobiographic praxeology, refers to our methodology. "
means the study of teachers’ knowledge, the process of how
has been and is being elaborated, how it is expressed through
autobiographical inquiry (Lather, 1986, Note 4).

Autobiographic Praxis:
Questions, Method, and Lloyd's Story

i four research into
The following major questions are the focus o 0
the nature of teachers’ knowledge as revealed by their autobio
graphies:

Questions of Substance

teacher's autobio-
1. What might the central aspects of a
graphic praxis be interpreted to be at the present stage of
professional personal life and in the present context? Wha

forms do they take?

2. What are the major elements of a teachers’ present profes-
sional personal context?

3. What are the major elements of a teacher’s past personal

and professional life that are relevant to autobiographic &

praxis?
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Questions of Formation

4. How do elements of current context interact with and shape
autobifographic praxis and its expression?

5. What are the major sources of or influences on autobio-
graphical praxis from the past?

6. How have elements of a teacher's perceived past influenced
the formation of autobiographic praxis? How are antece-
dents related to subsequent elements?

7. What crucial life episodes occurred in which new lines of
activity were found or new aspects of the self brought into
being? How and why?

With respect to the dynamic interplay between person and
context over time, we have speculated that a framework of
particular contexts are pertinent to autobiographic praxis in
teachers. They include: intrapersonal (existential), interper-
sonal, cultural (collective), practical, professional, institutional,
and societal contexts. These contexts might be from either the
private or professional domains of a person’s life. It will be
interesting to attempt to discern which, if any, of these contexts
are pertinent in Lloyd’s and others’ stories, indeed, whether or
not the framework appears to be of use? As important, if not
more so, is the question of what is Lloyd's existential response
to issues that various contexts raise? A final set of questions
might be addressed that relate to current interactions of person
and context. Which interactions contain issues that are not
resolved— that is, which interactions are problematic? How does
ateacher live with these? Which interactions contain issues that
require continuing resolution— that is they are dialogical or
dialectical in nature? In which interactions is there a significant
degree of congruence between person and context— that is the
interaction is synergistic?

We do not delude ourselves to think that we can answer or
even address all of these questions. In a sense then they
constitute an ideal set which give our inquiries direction. We
regard the case study as an exploration which will obviously
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need refinement to adequately address the above queries. ge
also need more data, some of which we are gathering at the
moment. But, at this stage, at least, we wish to po'rtraybi (f
potential of this approach to understanding teachers’ autobio

graphic praxis.

Evolving teachers’ stories
We have been enabling teachers to construct personal and

professional autobiographies through a graduate c?urs;ﬂin
curriculum studies. We work through four phases of ac kjnty
and writing: a depiction of the context of their current “::; %
reality, a description of their current pedagogy and cumnalumd
in-use, an account of their reflections on their past perso ar;l
professional lives insofar as they might relate to an ugderstan ;
ing of present professional thoughts and actions a:l éuﬁnallture gras
projection into their preferred personal/profession o 8
related to a personal critical appraisal of the previous e
accounts. The process of the course is based on a collabora
social learning approach best characterized by Jaime Diaz.

Social learning necessarily implies relationship “fith ot.hetrhs:
not only as an object of knowledge but as companions on de
road in the same process— to think with others; to decide
with them; to act in an organized way with them. It isda
horizontal, pedagogical relationship in which all are consid-
ered capable to give and receive; therefore all are mastgs
and disciples, parents and children. The group is the
educator wholeads the members along the road to maturity.
It is no longer a vertical relationship in which the teacher
monopolizes knowledge and decisions (Diaz, 1977).

The course is described in detail elsewhere (Butt, Forthcoming)
but the following brief synopsis will characterize its main

elements. Each member of the group (including the instructor) i

presents excerpts of exploratory writing on each assignment.

The rest of the group ask questions, share points of similanti % ..
and difference in experience, in order, through dialogue an

g e T EERRS T _...--lt__--"‘d

discussion, to gain a deeper understanding of each presenter, to F :-
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assist each presenter to clarify their own understandings, and,
as importantly, to catalyse each member of the group in their
efforts to address each assignment. To facilitate a high quality
of personal reflection, sharing and collaboration, a number of
conditions are essential to the Process of the course. They
include making “I” statements, accurately identifying and de-
scribing feelings, being frank and honest about oneself, engag-
ingin non-critical acceptance of others, and providing confiden-
tiality. Participants are reminded that they have complete
control over the level of disclosure they decide to manifest about
personal and professional aspects of their lives. There are a
number of different situations within which different levels of
disclosure are possible. They include the public discussion in
class, private conversations with a friend or friends in or outside
the class, discussion with the instructor, the written biography,
and of course, what one discloses to oneself. The experience of
the course, then can manifest itself at multiple levels. The final
written autobiographies, then, are individual and personal, but
they evolve as well from a collective and collaborative process.

Interpreting the autobiographies

A significant proportion of what can be interpreted from a
person’s autobiography with respect to the nature of events,
relationship between events, thinking, action and meaning lies
within what is written by the author. In this sense each
autobiographer has the major role in the process of interpreta-
tion. The first two authors of this paper, in attempting to further
elaborate interpretative accounts have taken measures to re-
present the teacher's perspective and voice in several ways. The
first author participated in the course process as the facilitator
and so was exposed to the social education that provides a
context from which to interpret autobiographies. As well, the
first author engaged in an exercise of “rewriting” the autobiog-
raphies used as illustrations in this paper in the form of
summaries in the third person, using, as far as posstble the
language, words, and concepts of the teacher. This exercise was
thought to enable a deeper appreciation of the text in a verbatim
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sense and also was throught to discourage interpretive concep-
tualization which was premature— prior to a thorough under-
standing of the text. . ‘
These summaries were shared with our autobiographical
co-investigators who validated the accounts. There were go
major disagreements as to text. Some suggestions were made
with respect to confidentiality of certain aspects of the accounts.
Visits were made to the field to compare the images held by the
first author of the teacher and their classrooms to ?ctual
realities. There was a high degree of congruence— sufficient to
attest to the basic validity of the accounts. Participa‘nt-observa'a-
tion is now ongoing in order to examine how this teacher’s
knowledge is expressed in action. The second author interpreted
the autobiographies independently as a second reader of the
text. The second author also wrote a descriptive summary of the
autobiography. This summary carried the concepts, categories,
phrases, and expressions used by the teachers. Then, the
second author used a form of charting, in order to highlight
important elements in the accounts as Well as relationships
identified by the teachers in their own renditions. Interpretive
ideas were noted as they pertained to the nature, sources of in-
fluences, change, and evolution of the teacher’s pex:sonal prac-
tical knowledge. It was then possible to see' potential relation-
ships among specific elements of the teacher’s current pedagogy
and biographical influences and, at the same time, t‘o identify
the most potent influences from the past. Following this process
a joint description and interpretive summaries were con-
structed. This account was subjected to validity checks by the
researchers and our teachers co-investigators.

A Paradigmatic Case: Lloyd's Story

Lloyd is a 38 year old teacher with 12 years .of teachingf
experience. He currently teachers grade six pupils, most o
whom are of average or below average ability. He has been
teaching in his current school for the past 11 years. Four years

ago he was made administrative assistant. Lioyd is a Japanese - { )
Canadian whose family was interned during the war and

o o g S
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resettled in Southern Alberta. He is the third youngest in a
family of ten children. He is married with three children,

Working Reality

In his current working life Lloyd experiences pressure from
several sources: covering the curriculum at the upper elemen-
tary level, dealing with the many non-curricular tasks and
interruptions that significantly diminish curriculum time,
dealing with intercollegial relations, coping with the pressure of
being scrutinized “in the fishbowl,” and dealing with perceived
expectations of being an administrator. We will deal with these
here only insofar as they relate to curriculum and pedagogy.

Lloyd documents over 40 non-curricular activities as well as
the continued flood of forms to fill out, record keeping, distribu-
tion of letters and advertisements that take away teaching time,
Lioyd is peeved that charitable and service agencies constantly
bombard schools with ideas they would like to promote for their
Own reasons and that schools provide an easy access to large
numbers of people, a captive audience, and impressionable
minds. These activities take away precious time, energy and
attention from the official curriculum and ...“leave me less time
to cover any nice-to-knows.”

Lloyd reveals his feelings regarding intercollegial matters
when he expressed his dissatisfaction with his peers who bitch
about interruptions but who do not have the collective will to do
something about it at staff meetings. He seethed inside when he
experienced their apathy, lack of dialogue and discussion. In his
early years of teaching he described himself as a radical outspo-
ken loner whose opinions were non-conformist and unpopular,
so much so that he began to question his own Judgement. To
understand this more fully however, we need to g0 back to
Lloyd'’s early years of teaching when he encountered Mrs. S. .an
elderly teacher who was two years away from retirement.

This elderly teacher...was very set in her ways, having
taught a great number of years. As she always liked to put
it, “T'm very experienced, you know.” During our initial
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meetings, Mrs. S., Joan (the other third grade teacher) and

I got along quite amicably. However, one thing was wrong—

Mrs. S. seemed to be dominating the meetings and my

suggestions counted for very little. In fact, whenever I

suggested a new or interesting (in my opinion) way to handle

problems or impending situations, she would cross her
arms and state emphatically and in a condescending tone
of voice, one of her patented retorts— “Fve tried that before
and it doesn't work...too much time and energy
required...no way!"... and finally the ultimate putdown—

“You're just a pup...I guess you'll just have to learn the hard

way!” 1 assumed the other teacher had locked horns with her

a few years earlier, as she kept very quiet during these

skirmishes and just nodded in agreement regardless of who

was on the floor at the time. In a very short time, these
supposedly constructive sessions became increasingly less
productive and longer silent periods became more the rule
than the exception. It was surely a classic case of “new” vs

“old” and no party could ever lay claim to victory (L.C. p. 16-

17).

Lloyd was disappointed that these grade level meetings were
not focussed on professional growth. He became more frus-
trated and very aggressive in attempting to sway Mrs. S., but it
was like tackling an immovable object. This experience left a
scar that was to last for a long time. When Lloyd moved schools,
though not by choice, he changed.

1 became a “closet teacher,” in that I would listen to
suggestions, not offering any suggestions, and then “do my
own thing.” I found great success with this mode of operat-
ing and up to a few years ago, I hesitated to share any of my
strategies/worksheets/lessons I developed on my own.
Becoming an administrator forced me into sharing, for I
wanted to provide teachers with access to as many re-
sources as possible— the better the programs they had, the

better it was for the school. It also started to make me feel :
worthwhile and proud when teachers tried some of my ideas =

and they actually worked for them as well (L.C. p. 18).
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Another sense of pressure for Lloyd is that teachers are
forever scrutinized by students, parents, colleagues, adminis-
trators, consultants, central office personnel and other admin-
istrators— and sometimes unfairly judged. He feels like a gold-
fish in a bowl. One example Lloyd gives of this phenomenon is
the increasing use of test scores, not only as a way of measuring
student achievement but also inevitably by some persons as a
way of assessing teaching competence, without taking other
variables, such as socio-economic status, into account.

Lloyd feels fortunate that his students, though regarded as
having some problems, have produced acceptable test scores
but feels “under the gun” that they must score well and rues the
day when they come up short. Will it be interpreted as inade-
quate performance on his part? If so, Lloyd feels he would have

to eliminate valuable ‘nice-to-know’ things like drama and
computers.

To cope with this anxiety I've decided not to play the game
and will continue to operate my program as it is, until such
time as I have to answer to my superiors for my test scores
(L.A. p. 6).

Social development of students

The description opens with a vignette wherein a colleague of

Lloyd's angrily requests to talk with him about the behavior of
his class.

As she stormed away, my innocent-looking children stared
at me with disbelief. “Boy, is she ever mad at you,” volun-
teered Sara sympatheticaily. “At me?” I questioned. “I'd say
she was quite upset with you students,” I added.

I guess it was lecture time again. My students’ overall work
habits, attitude, and general conduct had not been upto par
since the Christmas break and a gentle reminder during the
first week back must have been ineffective...“Now, give it to
me straight,” I ordered.

“I guess some of us weren't being very responsible stu-
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dents,” offered Blake. The rest of the class nodded their
heads in agreement.

ell, people,” I began, “let’s review my rules and your own

g.”‘lwﬂupzb?ectives tiat you established at the beginning of

the year.” I felt a little better, for they were now able to admit

their mistakes (L.B. pp. 2-3). .

only two rules. No one will speak when someone else

f: C:Irrdegg; speiking. and homework must be completed. He has
few rules for several reasons. The more rules you have, the more
vigilant you must be in enforcing them. Too many x:ules can v;lork
against you since the students will always be test'mg to see ﬂ?v.;
far they can go. As well, since the rules are Lloyd's he feels tha
lack of ownership on the part of the student would make them
too hard to enforce if there were too many.

On the other hand, I have my students develop their own
personal growth objectives at the start of the year and
although these are their own goals, I find that I am the one
who must help train them and help carry them out. These
goals can cause frustration at times, but nonetheless are
stressed whenever possible. These goals are: strive for
excellence, respect each other as persons, work asa team
and help each other, be responsible for ovm actions and
accept the consequences, be self-disciplined.

When I dispense my responsibility lecture, I deal with key
concepts SI:JCh as {self-respect. self-discipline, maturity,
pride, teamwork, commitment and responsibility. Typi-
cally, there is total stillness in the room as I finish my
monologue some 30 minuteslater. The students are usually
a little subdued, appearing to be deep in thought, and
hopefully, pondering the virtues of my lecture. Most titr;;i
I even get a collective apology and I feel really confident

I have reached them (L.B. p. 4.

i that is the most
Lloyd prides himself in having one of the classes
resi;oxl':sible. trustworthy, and disciplined in the.school. He also
feels part of the reason for this, besides his disciplinary skill, is
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that he has good rapport with his students due to his personal-
ity. He shows warmth through talking to them not at them,
through joking around, through physical contact, and feels his
small stature lessens the physical distance between them.
Having a well disciplined class also brings pressure. At timnes he
fears that his classroom has become a dumping ground for
students with every conceivable weakness...acadermic, social,
disciplinary, and emotional. The principal and parents request
placements. He wonders whether he is a social worker or a
teacher— whether to go into counselling fulltime, therefore not
having to plan lessons and teach curriculum! He worries about
burn out, especially when some classes don't catch on quickly
and require repeated reminders like his current class.

At times, when I feel I am failing in my attempts tc make
them what I want them to be, I really get upset with them
and myself and “lower the boom.” 1 fully realize that I am
foisting my own personal values on them and am constantly
fighting their collective values, or at least, their form of
presentation, which have been acquired from their respec-
tive homes and are certainly more deeply ingrained than
mine. However, I believe strongly in my values and because
I'am a strong role model for these students, I will continue
to try to influence them. There is an inherent danger in this
attitude, I realize, as we saw in the recent case of Jim
Keegstra of Eckville, Alberta.

Overall, I do see definite progress with individual students
during the school year. The satisfaction I get when they do
indeed develop and grow— evidenced when they make re-
turn visits, make some kind of success in their lives, or I
receive feedback from parents—make it all worthwhile, |
have made a difference! (L.B. p. 6)

In making sense of how he came to think and act this way in
terms of what he calls social development in the classroom,
Lloyd posits several shaping influences.
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Family

Lloyd sees his parents and family as having a major effect on his
teaching. Throughout his life, his parents have repeatedly
stressed the concepts of respect, responsibility, commitment,
self-discipline, teamwork, trust, and right and wrong. They had
the ability to ingrain these values without spanking or verbal
abuse. They were good role models and used the identical
lectures that Lloyd uses nowwith his own children and his class.
Lloyd sees himself using the same concepts in the classroom
and, as a professional, insists on the same high level of organi-
zation, efficiency, commitment, and standards of work that his
parents exemplified in their community work for himself and his
students.

For Lloyd, when he was growing up, the focus at home and
elsewhere was collective family life, whether working hard as a
team to “pull and top™ sugar beets to get out of old shacks and
beet farms to a better life, or other doing projects. The notion of
family and team work also comes through from Lloyd's back-
ground due to being the third youngest of ten siblings. A rough
early life required them to care for, stick up for and help each
other. Rules and organization, including not speaking when
others were, were a necessary part of such a large group of
siblings!

This feeling of family has also filtered down into my class-

room. I stress to all my students that everyone is important

in the classroom and no one student is the most important.

I make sure that everyone has equal opportunity over the

course of a week to assist in the daily routines, such as

passing out books, being messengers, getting the flouride
rinse, etc. I also like to stress the notion that each member
of the class is responsible to the class as well as to himself.

Developing a feeling of sticking together, helping and caring
for each other—a feeling ! had in my family—is also pro-
moted in my classroom. I always stress in my lectures to my

students on the subject of family, that they may not &
appreciate their parents/siblings right now, but sooner or

i
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later, they come to realize their value. Their family make up
their true “best friends” who are there when needed— blood
Is thicker than water...(L.C. pp. 4-5).

Cultural Deprivation

My parents, like all others of Japanese ancestry, were
relocated and placed in internment camps during the
Second World War. Allowed to take only as many personal
possessions as they were able to carry, they lost virtually
everything they had worked for in this “Land of Opportu-
hity,” except their dignity. From living in nice, clean homes,
they were coralled into prison-type camps and later shipped
to farms in Southern Alberta where they lived in “beet
shacks” with few of life's amenities. Through all this, my
parents were able to maintain their sense of objectivity to
channel all their energies into gaining acceptance and the
respectability that they desired (L.C. pp. 1-2).

Lloyd’s family successfully worked and earned its way out of the
beet farm shacks and into the city.

...our quest for respectability was not an easy one, At that
time. There were very few Japanese Canadians willing to re-
side in Lethbridge for they were like “bananas™— yellow on
the outside and white on the inside— and were not able to
hide from the glaring eyes and sharp tongues of some
bigotted people. I am certain that my sensitivity towards
students of visible minority groups— like Native Indians,
Vietnamese, Japanese, Chinese and Pakistanis— is a direct
result of the many instances of discrimination I personally
faced some 20 years ago (L.C. p. 6).

Lloyd's own experience of cultural deprivation enables him to
relate to the children in his class, most of whom could be
described in similar terms or, at least, socio-economically
deprived. He can empathize with their lot and feels that “with a
Joint effort we will have a smooth-running operation with a
common goal— to moveupward” (L.C. pp. 4-5). The common goal
obviously includes Lloyd himself, Becoming an administrative
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assistant was very important. Lloyd also is highly motivated to
do a good job to be the best teacher, a good administrator and
also to be seen to be doing a good job so that he migh‘t becom.e
a principal of his own school. He also concludes in his autobi-
ography that:
“You've come a long way, baby.” As I reflect back on the
many trials and tribulations I have encountered over the
years, I feel very fortunate to have come this far— from a
borderline delinquent to a respected teacher and adminis-
trator. I am sure that many of my former teachers and
companions are amazed that I changed so drastically from
when they knew me. In this same vein, however, | am sure
that these same people are not even aware that each and
every one of them have had an effect on my current pedagogy
(L.C. p. 21).

Academic Development
I am a stickler for mandated curriculum for the following
reasons:

1. I have made a habit from my earliest teaching days to
refer to the curriculum guide and follow it like the
Gospel.

2. 1 want to avoid criticism from my students’ subsequent
teachers.

3. Iwant my students to have an easy transition from grade
to grade.

4. 1 want to have the black and white data to justify my
programs to administrators, parents, students and
other outside groups (safety measure).

5. I have made a commitment— however covert— to superi-
ors that I would teach the curriculum guide and having
a well-developed sense of right and wrong, I just do not
‘want to eliminate any areas (L.B. pp. 14-15).

AR
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Earlier Lloyd had also written that he didn't want authority
figures to come down on him for failing to cover the curricula,
that nothing should be left out in a system of progression, and
that he found it challenging to learn and cover all curriculum
areas since it gave him a sense of knowledgability (L.B. p. 2).

However, | must admit thatI do deviate from the curriculum
guide, in that, my practical knowledge influences how much
time and detail I will use in covering certain areas. For
example, I will spend much more time than recommended
with numeration, operation and problem-solving concepts
than the areas of measurement and geometry. In essence,
I am making a decision for the students, saying that the
former is much more important and useful than the latter
(L.B. p. 15).

Lloyd has a plethora of language arts materials which he has
used throughout the last five years. He had gradually grown
away from using the teacher’s guide so closely, tending to pick
and choose on the basis of relevance and suitability.

The recommended math textbook lacks sufficient practice
examples and also seems to make too many presupposi-
tions as to previous experience and therefore creates a lack
of sequence or a sense of progression...

However, whenever I am teaching a subject for the first time,
I follow a prescribed text, providing me with a vehicle to
learn the subject matter. I may or may not leave the text,
depending on its value and whether or not I am able to find
and develop my own materials...

As in most of my subjects, I use the text as only a guide and
add a lot of supplementary activities of my own. Generally
speaking, I place stock in my own materials moreso than a
prescribed text (L.B. p. 16).

Lioyd uses his own and other tests quite frequently, including
pre and post tests since: growth can be measured from start to
finish; problem areas can be diagnosed:; any concept worth
teaching is worth testing; children need to write tests so as to do
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well in external assessment; also Lloyd does not want his
teaching to be labelled by unfavorable test scores.

Lloyd’s pedagogy in maths reflects a variety of strategies and
resources that would need to be well planned. One girl, however,
despite this apparently excellent instruction did not grasp the
concept. Lloyd could not understand how Jayne could not have
comprehended since...

Her pretest paper showed she needed only a slight reviewon
the area and perimeter of squares and rectangles, but a
great deal of instruction dealing with triangles and circles.
Thewhole class had spent 51 /2 hours of intense work trying
to learn, practice and review these concepts. We had spent
15 minutes watching a filmstrip, 1/2 hour using toothpick
“manipulatives,” two hours on the computer center, an
additional hour with students at the blackboard solving
teacher-directed questions. The remaining time was spent
working on practice questions. We were now ready for post-
tests, or so I thought (L. B. pp. 6-7).

Lloyd describes how he eventually asked another pupil to
attempt to explain the concept to the girl having difficulty. She
apparently did quite easily!

Lloyd's social studies approach uses research-oriented
activities— the type of inquiry approach recommended by the
curriculum guide. He describes how, at this stage, some stu-
dents are able to write their own research questions. They are
able to go to the wide variety of materials that are available in the
classroom and pursue specific information that would answer
their questions. Lloyd provides ongoing help in a private cormer
of the room for those who need help in developing their ques-
tons.

Lloyd's description of his approach to maths and social
studies illuminates his teaching style which is characterized by
structure, organization, flexibility, sequential order, and pro-
gression. Lloyd finds he prefers teaching in a block approach
with sequential order and progression starting from the basics
then proceeding in increasing levels of difficulty to more complex

e,
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concepts. His flexdbility is illustrated by the incident with Louise,
as well, Lloyd has to be flexible with respect to interruptions
from the principal or colleagues with respect to administrative
matters, and also by the way he makes curriculum decisions as
to what to emphasize and how to use resources.

Lloyd also mentions that his lectures (as we know from
social development) are very important and serious in nature.

My students have come to know that when [ sayitis timeto
listen, they know that something I am about to say is of
importance. That is not to say that my lectures are not
spiced up with interesting anecdotes or appropriate jokes,
for I firmly believe the need to keep students alert and
“hanging on every word" so they retain the message [ am
sending (L.B. p. 14}.

Lloyd emphasizes language arts skills in all his classes and
again uses a wide variety of instructional strategies and re-
sources in a carefully structured but flexible way. He uses
drama and role playing throughout the curriculum as a valuable
expressive learning tool and tries to provide life experiences
whenever possible to make the curriculum relevant.

Given this teaching style and emphasis, it is not surprising
that Lloyd plans and prepares for teaching very thoroughly. He
examines the curriculum carefully, works out long, medium,
and short term plans. He plans lessons in comprehensive detail
including instructions to be followed.

As to the human and emotional side of his teaching Lloyd
tries to be patient, understanding, and sympathetic to the needs
of his students. He also wants them, and pushes them, to strive
to pursue their individual capabilities, using praise as a moti-
vational tool. Lloyd also spends significant time and energy in
developing relationships and good rapport with his students. He
tries to talk to each student in a personal way each day if
possible, and tries to manifest his warmth for his students in a
variety of ways including jokes and hugs; he also plays games
in the school yard when he has time.
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Influences of the past

Lloyd locates his general attitude towards mandated cur-
riculum in his parents’ emphasis on right and wrong (you are
required by law to teach the curriculum), commitment (com-
plete the curriculum as prescribed), and survival (if you teach
what you are supposed to you don’t get into trouble), and in his
striving to gain acceptance and respectability. The theme of
upward mobility can be picked up again, here, from the previous
section. The necessary striving for success as a member of a
minority group combined with the strong work ethic of the
Japanese culture contributed to what Lloyd calls his great
obsession, This relates not only to his attitude to curriculum but
the total teaching job, including thorough preparation and very
detailed plans.

Lloyd arrived at his first full time job with “an inner drive and
gustotobecome the best damn teacher in the world!” (L.C. p. 13).
He was obsessed with being the best using all his energy and
time, even at the expense of his family and friends. Everything
revolved around the realm of education. It became more than
Just a preoccupation.

Each day, for the first seven years of my teaching career was
like a ritual. I would arrive at school an hour before the first
bell and leave about an hour and one half at the close. This
made it a solid 71/2 hours of productive and instructional
time at school, not including noon hour extra curricular
supervision which occurred at different intervals during the
year, After my evening meal at home, I would then settle
down in my den and fly through yet another five to six hours
of marking, creating worksheets and drawing up new and
innovative lesson plans. I also studied the Alberta Program
of Studies and the Alberta Curriculum Guides like a monk
would study his Bible. I was ready (L.C. pp. 13-14).

Even though he felt emotionally and physically drained at
each day's end, the many instant rewards from the students
plus requests from parents to have their children in his class,
made:it rewarding and provided motivation for Lloyd to pursue
“being the best.”

P il
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Lloyd's emphasis on language skills can be related to his
éxperience as a child in school for whom English was a second
language. Lloyd floundered for the first few years of schooling
due to language difficulties and lack of a person to direct him at
school. In fact he can hardly recall any teachings during that
first few years. He went through a period where he was embar-
rassed when his parents came to school when, with his parents,
he accidentally encountered friends, as well, he didn't bring
friends home, due to his parents inability to speak English
fluently. The teaching of language skills in his class are influ-
enced by his parents’ lack of English and Lloyd learning it as a
second language; its importance is deeply ingrained.

Lloyd's beliefs and practices regarding the provision of a
carefully and logically sequenced set of concepts with clear
structure and organization, and the use of rote memory types of
activity on occasion, relate to his own first four years of school,
as well as to a particular teacher whom he calls his “white
mother.” These historical events, as well as his personal invoive-
ment in a project on Objective Based Education in Mathematics,
contributed to evolving such beliefs that some content must
have priority— the basics must be taught and mastered first,
and skills must be presented according to difficulty level.

Understandably, with Lloyd's language problem, his first
years of school were very difficult. He remembers having to
struggle and agonize over simple concepts himself. But this
changed significantly in the fifth grade with Mrs. Hunt.

My struggles as a student were nearly at an end after the
fifth grade, thanks to a kind, young, energetic lady who
brought everything all together for me and made me into a
conscientious student. Mrs. Hunt taught in a very struc-
tured manner, was sensitive to our needs as students, and
always had interesting lessons, however basic. She had
many motivating techniques and was probably the single
most important factor in my appreciation for handwriting,
reading, neatness and order. To this day, I attempt to
influence my students to do likewise. Since I learned most
of my skills, it seems, from Mrs. Hunt, I still can remember
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some of her strategies, many of which were of the rote
memory type of activities. This has led me to believe that
with students who are unable to conceptualize data (such
as I was in those days), the use of a similar approach is
effective. I try to use it with my modified students and it
seems to be working (L.C. p. 9).

His own suffering— culturally and economically— has made him
try to be a patient, understanding, and humanistic teacher. At
the same time as being humanistic and remembering to teach
basic knowledge through logical, sequential order, he illumi-
nates this with life experiences through discussions, pictures,
role playing, and drama. The human side of teaching, particu-
larly the emotional, has been helped by his wife.

In addition, the old adage “behind every successful man is
awoman,” was very true for me. I feel fortunate and thankful
that my wife was so supportive during these growing years.
Her patience and understanding often permitted me to use
her as a sounding board. More specifically, she helped me
sort out my own feelings and emotions, and this awareness
has carried over into my classroom. My students and I have
established a mutual understanding that emotions and
feelings are something real to be dealt with and not ignored.
She also taught me that we can learn from each other and
that an open line of communication is a must if learning is
to take place. This is one of the first things I establish with
my students as well as with other students and teachers in
the school (L.C. p. 15).
Reflecting on his own pedagogy. Lloyd is quite pleased and
comfortable with his current style; in fact he realizes it hasn't
changed appreciably over the last few years. When changes did
occur they were subtle and a result of changes in the mandated
curriculum, a change in grade level, or through the effects of
technology. Lioyd will not change his style of teaching until it is
deemed ineffectual as determined by student reaction, test
results, parental attitudes, and external evaluators.
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...changes in my curriculum programming are determined
by curriculum changes mandated by the “powers that be.”
They are the ones who keep in touch with ever-changing
societal needs and I need not worry personally about them

Regardless of its value to me, I will teach the mandateci
curriculum because they are the dictators and I am the
facilitator. However, to what degree I teach the curricula is
;1 decisioll: that rests solely on my shoulders. As mentioned

an earlier paper, I do not follow the prescrib.

of time in the mathematics curriculupm gmd;dgl::;fg?ntz%:
time to numeration and operations than to measurement
and geometry. This is a key point, for it tells me that
although I am a puppet, I still have access to the strings and

can determine how much change I want (L.B. p. 2).

Collaborative Interpretive Analysis
Substance

Lloyd’s autobiographic praxis seems to embody and be embod-
fed by the notion of basics for the 3 S's— survival, safety
succes‘s. These three aims relate simultaneously to Lloyd him:
self, his personal and cultural history, his career progression
and to his socio-economically disadvantaged pupils. These alsc;
relate to his response to the intrapersonal, interpersonal, cul-
tural, professional, institutional and practical contexts. 'fhese
aims are perceived by Lloyd as very strong mutual interests
which he translates into a common goal— to move upward.
Lloyd., in order to pursue this goal of upward mobility with his
pupils, has a strong image of family in his personal practical
gowiedge. It embodies and generates a significant amount of
d:s ::_);:}t;rft and process of curriculum and pedagogy for his

The notions of safety, survival, and success include
acceptance; positive feedback is necessary to indicate both
acceptance and success. We can see how Lloyd feels quite secure
and successful with his students from their feedback and that
of their parents, so much so that a major vignette he uses to
show his usually successful pedagogy involves him heing un-
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successful. This relates to the interpersonal context. When we
move to a second potential source of acceptance and success—
colleagues—we hear the story of Mrs. S. and apathetic col-
leagues— negative feedback. Lloyd withdraws for a number of
years until his colleagues within the collective context of the
Objective Based Education Project give him very positive feed-
back and acceptance— the problem was, though, that teachers
in general resisted implementing project materials; another
source of frustration for Lloyd. Lloyd also feels a lot more
comfortable sharing his ideas now he is an administrator. By
now, success as a teacher has given him the confidence t1‘1at his
ideas are worth sharing with his colleagues combined with t:he
fact that success in becoming an administrator g.ives him
legitimizing authority. This relates to both the professional and
institutional contexts. _
Lloyd's personal and cultural background, and his striving
for the 3 S's, underpin his obsession with hard work, and
constant pursuit for acceptance and competence for both
himself and his pupils. Lloyd's autobiographic praxis integrates
three main themes in order to provide for pupil acceptal'.xce.
safety, survival, and success. Firstly, socialdeuelc?pmentdenves
directly from his personal background and family life, but he
relates it to the practical context of the need of his lower socio-
economic pupils for upward mobility. He examines this first; it
is considered at least, if not more, important as academic
development which relates to the institutional press ‘of the
mandated curriculum. The values and ideals that Lloyd identi-
fies as the fundamental content of his social development
curriculum provide personal anchorage points of which- Lloydis
certain. They relate to Lloyd's personal and cultural identity;
they have also provided Lloyd, himself, with safety, survival, and
success. They bring Lloyd as a person into the classroom and
provide for authenticity and continuity as they are applied to his
pupils. The words used to describe his pedagogy in the socli;d
development aspect of his curriculum should also be notice. He
enforces, reinforces, trains, repeats, ingrains, stresses, and
emphasizes. A pedagogy that seems to be oriented towards long

o
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term goals (personal growth objectives) would, therefore, be
characterized by repetition, emphasis, training, and reinforce-
ment, It seems that relentless effort must be exerted in this
pedagogy of ingrainment for essential social development. It is
understandable, then, that Lloyd wonders if he is a teacher or
a social worker. Yet, if he gave up this aspect of his personal
practical knowledge, he would be giving up the part of himself
that represents an appeal to the authentic part of his culture
and his experience that gave survival, safety, and success, and
that binds him to his students’ lives.

The second theme that is integrated into Lloyd’'s autobio-
graphic praxis evolves out of academic development, This knowl-
edge and practice evolves from family values, his experience as
a learner, and through complying, for safety and survival
reasons, to curriculum guidelines. He covers institutional re-
quirements with regard to the curriculum, but integrates
demands from the practical context through interpreting and
including what he thinks are the basics in a logical, well
planned, sequenced, structured and organized fashion. His sort
of kids, from his experience, need to know this material to make
sure they move up; they also learn it better if it is formulated in
the above manner. We also find Lloyd using many pedagogical
ideas from the current professional literature where they fit his
predispositions and where they work for his style and pupils.

The third theme is what one might characterize as the
transformational medium of Lloyd's autobiographic praxis. This
is very much an intrapersonal and cultural response to the
interpersonal context. The first two themes involving “ingrain-
ment” of acceptable social values and learning the basics
through a structured and sequential approach, in their own,
might make Lloyd's pedagogy seem dry, boring, and traditional.

This however, is not the case. Third theme can be called the
humanside of his teaching praxis. It appears to derive both from
the image of family and Lloyd's background as well as being
acceptable ways of teaching according to the modern theories of
learning implicit in his curriculum guidelines, and the nature of
children. Lloyd and his class, together as a team in an active
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way, provide the experience necessary for skill developme.nt.
Through this approach there are opportunities for interaction
and concrete experiences. He emphasizes establishing warm
and friendly relationships with children as individuals and
provides opportunities for expression of self and emotion
through various means. Lloyd, through his past suffering, is
able to identify and empathize in a very human way with his
students. In the end, this human side is the predominant flavor
of his pedagogy that they experience. They are part of the
nurturing family which has the necessary structure and direc-
tion.

Formation: Souces and Process

Lloyd’s social development curriculum is rooted directly in
the set of personal, cultural and familial values emphasized by
his parents. These were reinforced by the fact that they were
successful in helping the family be upwardly mobile. Lloyd's own
family experiences live on as an active image in his classroom.

His academic curriculum and teaching style are evolved
from several sources. His parents moral sense contributes to
curriculum coverage: their work ethic and other values com-
bined with the need for safety, survival, and successful upward
mobility are evolved and transformed through Lloyd's personal
obsession with being the best. This also translates into finding
what is acceptable from external guidelines, policies, and other
resources.

Personal experience as a learner, the early struggles jointly
with his white mother provide the source of an interest in
structure, sequence, and organization. The early family experi-
ences of suffering and working through cultural deprivation and
language difficulties also provide strong roots for the human
element, as well as the academic element, of Lloyd's autobio-

aphic praxis.
& leoyE's early life (persons, experiences, family) are the
ultimate roots of Lloyd's thoughts and actions. Later, profes-

sional, influences, academic knowledge and experience serve
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mainly as substance into which he infuses his personal knowl-
edge from the early years into his form of professional knowl-
edge. His experience with socio-economically deprived children,
with his peers in the Objective Based Education project for
example, served to reinforce the periodically experienced inter-
est in fundamentals, structure, sequence, and organization.
Other sources of professional development have served more
immediate instrumental, technical, and acceptance needs.

Lloyd's autobiographic praxis was evolved in a professional
sense very early in his career through his hard work at becoming
his personal interpretation of what external sources and inter-
nalized cultural and familial values might see as “the best
possible teacher™. Following this early development of teaching
competence, Lloyd claims he has changed very little. If he has
changed he has done so in response to mandated policies,
changes in roles, or through technical elaboration of existing
skills such as determining, structuring, and sequencing cur-
riculum content, and designing effective tests through the
Objective Based Education project. Experiences such as these
allow Lloyd to become more explicitly what he already is.
Following, then the relatively rapid initial formation of his auto-
biographic praxis which combines the personal with the man-
dated through practical experience, Lloyd's professional devel-
opment mainly involves incremental elaboration of original
patterns. In a sense, we see the domination of his professional
knowledge by his private architecture of self, personal rather
than public contexts over time, and his intrapersonal response
to them. Despite Lloyd's apparent compliance to the prescribed
curriculum, it is paradoxically evident that Lloyd, the person,
holds sway in the balance of multifarious pressures, his image
of family providing the personal glue in the interpersonal,
practical, and professional context of the classroom.

The problematic, the dialectic, the synergistic

What Lioyd finds problematic emanates, for the most part, from
outside the classroom over which the classroom teacher has
little or no control. The dysfunctional values and problems that
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his students bring with them, the fishbowi-like scrutiny from
many stakeholder groups, the way that the pressure and
inappropriateness of external tests together with bombard-
ments from external agencies on a captive audience interrupts
and steals time away from parts of the curriculum that are of
interest to his students, all trouble Lloyd with respect to his
teaching. In his drive, as well, for professional development and
upward mobility he discovers that intercollegial relationships
can be a source of frustration as well as acceptance and
professional development, whether related to cynicism, apathy,
lack of professional commitment, or the implementation of
innovations. Similarly, Lloyd has been irritated by the fact that
the horizontal nature of education leaves few opportunities for
relatively rapid upward mobility. He has learned, however, to be
more patient and live with that dilemma, enjoying both the
worlds of teaching and administration as an assistant principal.

Other dilemmas, paradoxes, and issues that he holds a
balanced resolution for in a dialectical manner, include the
tension between the prescribed curriculum, his own curricu-
lum-in-use, and children’s interests and needs. He has been
able to fashion a pedagogy and curriculum-in-use that can
contain all three, sometimes conflicting interests. He is able,
through his hard work, to treat and cover the curriculum like the
Gospel, avoid criticism, provide his pupils with skills that help
them in the transition to the next grade, have his colleagues and
parents request the education he provides, in order to justify
and be accountable for what he does. As important as academic
development, he works well with the moral and social develop-
ment of his lower socio-economic children, constantly, through
ingrainment and human worth, working to help them modify
their values and self concepts to include tools for safety,
survival, and success.

In contrast to some other teachers who work with lower
socio-economic areas, Lloyd does not find his teaching context
or his students problematic. In fact, because of Lloyd's back-
ground, his intentions may be thought to be congruent with

theirs. He provides an environment which is open, human, and
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warm, where, within reason, he and his pupils are able to b

. ewho
they are in an authentic manner, while they work together, as
a team and a family to become better through a common focus
on safety, survival, and success.

Interpretation of Other Teachers’ Autobiographic Praxis

At this point we wish to bring our consideration of the
nature, sources, and formation of teachers’ knowledge to inter-
I];;lretaut-i:‘olans of data from two other teachers' lives which further

ustrate and support aspects of our conceptuali
autobiographic praxis. pinalization of

Glenda

This capsule of Glenda's autobiographic praxis has been
interpreted from her personal story (Butt, Raymond, McCue
Yamagishi, 1986) as to how she evolved her practice as an E.S.L'
teacher of mainly refugee and immigrant children. The content.
of Glenda's knowledge of teaching is seen within her current
context which includes children of minority cultures and inter-
cu!tural education. Its roots, however, evolved from an early
childhood romantic fascination with far off lands, later made a
more human and personally experienced phenomenon, both in
the sense of how minorities might experience oppression, but
most important how Glenda felt when in the same positlon: Her
experience in becoming a self-determined person out of the
“foreign” and “oppressive” cultures of Pakistan, the diplomatic
service, and the traditional woman'’s role provides a core expe-
rience and image in her architecture of self that brings her to her
worllcnu;ilth her students and their lives.

er work, there are structural continuums from
to the ideal. Though the gap Presents a dilemma, tgfe;f:laal
appears to use the tension created as energy to move gradually
from the real to the ideal. There are three terrains within which
she has real-ideal continuums, along which she aims to prog-
ress. One concerns the primitive dress, diet and dance approach
to multicultural education and the ideal “vegetable soup” form
in intercultural education. Another is her own professional
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competence which ranges in the past from, inadequacy and
incompetence, towards a future whereby she will have evoived
her skills to be able to work effectively within an intercultural
notion of education. The third is the broader context of the
school, school board, and society. This framework, regardless of
the content of Glenda's autobiographic praxis, characterizes it
as much as a process as anything else. We see her moving along
a developmental continuum in an open and dynamic way. Her
knowledge is self formed out of personal and professional expe-
rience, moved along by a strong sense of responsibility to herself
and to others as well as a desire to succeed. As a result of this
process, her autobiographic praxis, so far, is undergirded by
several key factors. Emotionally, Glenda is able to understand
and empathize with her students. She is able not only to accept
but value them as individual humans with personal stories but
also with their cultural and linguistic backgrounds as well. This
is manifested in a central way in her curriculum and pedagogy.
Her curriculum is based on themes which are of importance and
interest to her pupils. The themes are evolved and shaped
according to the responses of her students. Her job, to enable
her students to communicate in the English language, she links
directly to them through regarding them as already possessing
expertise in communicating in another language which can be
manifested in English if they are given the right support,
opportunities, and a comfortable enviornment. Her classroom is
small, cozy, with a hexagonal table as the center of everyone's
activity. There is a plethora of resources from which selections
in support of a variety of activities are made, depending on the
theme, to enable all sorts of self-expressive communication to
occur. Glenda regards the learning of communication skills
developmental and self correcting. She does not have detailed
plans, just a general idea of where each theme might go within
general classroom routines. She doesn't therefore, use behav-
ioral objectives, grammar drills, phonics and the like.

Glenda claims that her pupils have taught her what her
curriculum and pedagogy should be. In that sense she lives the
notion of teacher as learner, not only in her personal but also in
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her pedagogical life. The relationship in the classroom then is
horizontal in the sense that everyone participates in some sense
in discerning where to go. and what to do next--important
ingredients in reducing alienation and increasing the opportu-
nity for self determination. Glenda hastens to add, however, that
this hasn’t been easy. She still has difficulty leaving “the teacher
as dispenser of wisdom and knowledge” to trust in her students.
Her father and the romantic fascination with other lands
contributed an important predispositional interestin E.S.L. and
intercultural education on Glenda's part. Ted Aoki, as teacher,
and a mentor image, served an important transitional catalyst
in moving Glenda from a distant other focused/directed frame-
work of multiculturalism to be personal, human, and authentic
view of minority persons and herself. These incidents and
persons, though significant, only presage the major source of
Glenda's teacher’s knowledge which is herself. The key, for
Glenda, and in her view, for her pupils, is self-directedness. This
involved putting significant others in facilitative relationship to
self as opposed to a source of self. The major sources, then, of
Glenda’s autobiographic praxis are rooted in personal and
professional experiences that gave rise to her self-directedness.
These occurred at the nadir of her anomie. Following the
“stagnant period” of being a suburban wife, having children,
teaching what she didn't want to teach (home economics) she
was alienated further by being immersed in a “foreign culture,”
the artificial diplomatic life, and being still a traditional wife and
woman. Many conflicting sets of rules, none of them hers, gov-
ermed her life leaving her powerless and inauthentic. At this
critical point in her life, in Pakistan, she had a hysterical
tantrum about not being allowed to be issued a hall table lamp
by the diplomatic service due to her husband’s junior rank. In
a sense the hall table lamp, as a symbol, encapsulates and
represents, at once, the depths of other-directedness and the
decision to liberate and author herself and to begin to under-
stand other people (minorities) in their own terms too. Her
personal development intertwined with that of others through
her explorations of the people and culture of Pakistan, as well as
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through her explorations of the role of women in different
cultures while teaching. She returned the texts of others, in a
literal and metaphorical sense, to the storeroom and proceeded,
with her students, to examine and create texts of her own and
their own. She no longer rubbed and polished Aladdin’s lamp in
the hope of magic or treasure, but created her own.

The foregoing discussion of the nature and sources of
Glenda’s autobiographic praxis has also characterized, in a
general sense, its change and evolution. The watershed experi-
ences which enabled Glenda to become self-initiated and self-
determined constitute a revolution of her disposition and activi-
ties with respect to her own life. This facilitated the commitment
and energy for the evolution of a basic framework for curriculum
and pedagogy in intercultural education over an exhausting but
satisfying three/four year period which she continues to evolve.
She acknowiedged her inadequacy, lack of competence and the
uselessness of particular theories and set about a process of
practical self-education and professional development in the
three terrains of her professional life. She did this through
observation, questioning, experience, reflection on experience,
and the careful selection of courses, workshops, and confer-
ences that met her needs providing a coherent curriculum for
professional development. This occurred in the absence of
mandated curricula and tests. Glenda would not change her
way of working even if a mandated curriculum and tests were
now imposed. This evolutionary and developmental process
continues in all three terrains. Glenda has already embarked on
activities involving a school-based approach whereby she, with
her colleagues in a cooperative team, are evolving their own
version of intercultural education.

We see from this interpretive capsule of Glenda’s autobiog-
raphy the key role of her responses within the existential or
intrapersonal and cultural contexts in transforming other per-
sonal and interpersonal forces into dispositions that carry
directly into the practical, professional, institutional, and socie-
tal contexts. Through very intense personal professional activity
she created her own autobiographic praxis within the practical
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requirements of teaching E.S.L. children through a thematic,
child-centered activity to reflect very powerful intrapersonal
themes.

Like Lloyd, Glenda experiences her main stress from
sources outside the classroom, though hers are different,
coming more from the institutional and societal contexts, al-
though she does hold intercollegial relations as potentially
troublesome. What she finds problematic are the racists bigot-
ted attitude of society at large and the naive sense of what
multicultural education is within the school system. She is not
subject to the pressures of external testing and accountability
like Lloyd. She has no prescribed curriculum to cover. She is left,
therefore, to elaborate a curriculum-in-use and pedagogy with
her pupils through a dialogical process.

As with Lloyd, Glenda has synergistic combinations of her
personal intentions with those of her students. Her autobio-
graphic praxis enables her to identify with the situations of her
students. It provides a bridge between teacher and students that
binds them together in the mutual interest of self-determina-
tion.

Ray

Ray’s praxis is summarized in the following interpretive capsule
derived from data within his story (Butt, Raymond, and Ray,
1986, Forthcoming). In contrast to Lloyd and Glenda, Ray’'s
autobiographic praxis in a junior high school social studies
setting manifests itself differently in the different class contexts
in which he works. His held classroom image, as we described
earlier in this paper is to provide a haven in which pupils could
attend to their own personal needs in an empathetic and caring
climate. Manifesting this image, however, rooted in Ray’s per-
sonal life history, proves problematic. Firstly, it heightens his
already alienated response to an inadequate prescribed curricu-
lum and external testing which replaced his own individualized
program, in that it pressures the teacher to mold students to suit
the curriculum rather than vice-versa. Secondly, the nature of
the subject matter, nature and behavior of students, optional
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nature of the curriculum in some classes all influenced whether
or not he was able to teach in his preferred student-oriented
style and express his image of haven. Early in his career, with
flexible curriculum frameworks, and few external exams, Ray
developed his own personal curricula for his classes using an
individualized activity-oriented pedagogy. As well, he taught
physical education and was involved in part-time coung:lling.
This context enabled him to evolve a pedagogy that provided for
pupils personal needs as well as acadermic development. He was
more able to express his image of haven. Following, however,
increased accountability measures, the introduction of more
closely prescribed curricula, external tests, and a move com-
pletely into social studies, the person-context interaction be-
came problematic. All of his work in individualizing curricula.
was lost and became devalued. He had to teach someone elses
curriculum. His pedagogy retrenched to the didactic mode; his
pupils were less motivated. In time he had to use more authori-
tarian discipline measures which were inauthentic for him and
not at all in tune with the notion of haven. The mix of generally
problematic characteristics of his current classes leaves Ray
with one optional course in which he evolved the curriculum
which has pupil-oriented active pedagogy and paradoxically one
compulsory course with a prescribed curriculum which, due to
the highly able and motivated nature of his students allows for
him to be what he wants tobe as a teacher. Therest of his classes
produce significant problematic interactions between himself
and the requirements of the practical and institutional contexts.

Summary

Emerging out of an interest in creating better ways to facilitate
futures-oriented classroom change through self-initiated pro-
fessional development and collaborative approaches to school
improvement, we have attempted to portray how teachers can
become co-researchers with each other and those outside the

classroom in inquiring into the nature, sources, and modes of
evolution of the personal professional knowledge that they

possess and use.
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In this paper we have evolved a conceptualization of both the
nature of teachers’ knowledge and how it has been formed and
expressed. As well, we have shown how a method for inquiring
into how teachers think and act and how they came to be that
way can be evolved so as to be congruent with the nature and
evolution of teachers’ knowledge, at the same time as providing
for the expression of the teacher's voice as a co-researcher. We
have provided the reader with qualitative data in the form of a
case study of one teacher and two interpretive capsules of two
other teachers personal and professional lives in an attempt to
illustrate the potential of our conceptual framework and
method. It is hoped that the language of this research will speak
to, and engage, not only teachers, but other stakeholders in
education, to broaden the ownership of education research and
collaborative inquiry.

The conceptualization of teachers’ knowledge that we have
evolved is based on the notion that teachers, as persons, bring
to teaching a particular set of dispositions and personal knowl-
edge gained through their particular life’s history. This set of
predispositions and personal knowledge that teachers bring
from their private lives to the public act of teachingis termed the
architecture-of-self (Pinar, 1986). This continually evolving
architecture-of-self is seen as having been learned or acquired
through a life history of personal experiences of the teacher as
person interacting with a variety of contexts, This process is
viewed as continuing into the professional life of the teacher,
who as an adult learner, continues to interact with a series of
personal and professional contexts resulting in the evolution of
a personal form of professional knowledge which guides the way
they think and act as a teacher. Teacher's knowledge, then, is
grounded in, and shaped by, the stream of experiences that
arose out of person/context interactions and existential re-
sponses to those experiences. This knowledge and predisposi-
tons to act in certain ways in the present moment is grounded
asmuch, if not more so, in life history than just current contexts
and action; it is autobiographic in character. It follows, then,
that autobiography forms one major mode of inquiry into teach-
ers’ knowledge.
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Of existing notions of teachers’ knowiedge none are concep-
tualized with autobiography as the central source of substance,
process of formation, and mode of inquiry. The closest notion to
our evolving autobiographic conception of teachers’ knowledge
was found to be personal practical knowledge (Clandinin,
1985a). Anumber of weaknesses were identified, however, in the
way that personal practical knowledge was conceptualized with
regard to substance, process, and method of inquiry. We
identified: a shallowness in personal practical knowledge in
terms of what is meant by personal; a narrowness in terms of the
notion of context as being limited only to the practical context
of classroom reality, both in terms of the present and the past;
an ambiguous characterization of the role of life history in the
substance and evolution of teachers’ knowledge; and concomi-
tant problems in the chosen methodology for discerning teach-
ers’ knowledge. We addressed these problems in twn and
attempted to illuminate how an automatic conception of teach-
ers’ knowledge and method could potentially overcome them.
We showed the depth of the personal and autobiographic roots
of teachers’ images that go far back beyond howthese images are
conceptualized in terms of classroom practice through Ray's
image of family. We conceptualized the breadth of context
pertinent to both the shaping of teachers’ knowledge and how it
might be currently manifest to include not only the practical, but
the intrapersonal (existential), the interpersonal, the cultural

(collective), the professional, the institutional, and the societal
arenas. These could be part of either private or public, present
or past terrains. In evolving the autobiographic nature of
teachers’ knowledge we tried to show the educational signifi-
cance of teachers’ experiences over time as a person and as a
professional in leading to the current form of a teacher’s
knowledge. This included the pertinence of the relationship of
previous to subsequent to current events as well as the stream
of harmony and tensions between contexts and individual lives
and crucial episodes which forged particular new aspects of
being. Along with the evolution of this autobiographic concep-

tion of the substance and process of formation of teachers’
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knowledge we evolved, in a parallel and integrated way, a
biographic means of inquiry into teachers’ knowledge. In con-
trast to Clandinin and Connelly’s methodology, we emphasized
the need for a fuiler autobiographical account of a teacher's life
history in order to better understand teachers' thoughts and
actions and how they came to be that way. We discussed
particular limitations of view in investigating teachers
knowledge primarily or only through present actions and prac-
tice which tends to suppress action to, and importance of, how
teachers think. For the same reasons, we also examined the lack
of attention, in “collaborative” research, to the unadulterated
expression of the teacher’s voice to minimize, as far as possible,
the inappropriate imposition of the outside co-investigators
frameworks on what is supposed to be an expression of the
teachers’ knowledge. These weaknesses in methodology could
be traced to limitations within an anthropologically inspired
approach to participant-observation as well as a Schwabian
type of focus on current practice within a narrow classroom-

based context which does not give due consideration to the

teacher as a thinking person. We try to point out, however, that
provided we, as co-researchers with teachers, have at some

stage a full understanding of the autobiographic nature of
teachers’ knowledge, we can profitably return to current prac-

tice with a better appreciation of the meaning of action, espe-

cially as it pertains to the synergistic, dialectic, and problematic

aspects of the practical expression of a teacher's knowledge in

cwrrent contexts. This would bring with it, as well, a fundamen-

tal view of problems of professional development, classroom

change, and school improvement,

As a result of the foregoing deliberation as to the nature,
sources, formation and mede of inquiry into teachers’ knowl-
edge we induced a term which would be an appropriate name for
our conceptualization of teachers’ knowledge. We tried to cap-
ture the character and dynamic synergy of both the substance
and process of teachers’ knowledge as well as its evolution and
expression throughout a teacher's life history through dialecti-
cal relationships between person and context, thought and
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action. That term is autobiographic praxis. Our method of
studying teacher’s knowledge is called autobiographical praxeol-
ogy.
We regard the case study and two interpretive capsules we

used to illustrate our conceptualization and method as only the

beginning of an attempt to evolve a method that can capture the

full conceptual view appropriate for autobiographic praxis.

There are undoubtedly many refinements necessary yet in

terms of method and procedure. Nonetheless the qualitative

data does address, in broad terms, most of what autobiographic

praxis and praxeology can be, and it does address the issues

raised with respect to teachers’ knowledge.

At the current level of development of the art, the craft, and
procedural activity within our method, we see a need for making
sure that we are relatively comprehensive in our collaborative
examination of important contexts, and responses to contexts,
over time. We need, as well, to develop ways to follow-up general
autobiographical inquiry with specific in-depth inquiries which
followleads into particularly telling contexts, responses, events,
sequences of events, and persons. We especially need to focus
on points in life histories where paths or contexts changed and
new practices or attitudes evolved. Within existing and future
methodological practices we need to carefully shape the process
of collaboration so as to better facilitate autobiographical recall
and expression in such a way as to maintain the authenticity of
voice. We need, as well, to evolve our methodology to best
examine the manner of expression of autobiographic praxis in
current contexts. These tasks are being engaged as our project
evolves,

We have not, as yet, written about ways in which autobio-
graphical data might be limited and the significant issues that
arise in methodologies for gathering such data, although we
have worked through many of them. This will have to be the
subject of future papers, as will the intriguing issue as to how
we can examine the collective voice of teachers. How can the
cultural knowledge of teachers be discerned through biographi-
cal means? Can we justify examining commonalities across

|
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teachers’ lives? If so, how can we present any commeonalities
that exist while simuitaneously respecting and representing
their uniquely personal stories?

Notes
1. Thisresearchis supported in part by a grant from the Social
Sciences and Humanities Research Council, Canada.

2. We wish to acknowledge Pat Panchmatia, Joyce Ito, Shari
Platt, Karen Karbashewski and Pam Attwell for typing many
drafts of this manuscript.

3. Autobiog'raphic praxis is the term we use for our notion of
teachers’ knowledge; it is explicated later in the paper.

4. Hwe conceptualize the formation of teachers’ knowledge as

nL::h only éaraxis but also a form of research, then Patti
er's discussion of Research as Praxis can be ve

fruitfully applied here. i

5. This 1985/86 conference paper by Clandinin and Connelly
entitled “On Narrative Method, Biography and Narrative
Upities inthe Study of Teacher” has recently been published
with substantially the same text and the same title with
Connelly as first author. See Connelly and Clandinin (1987}
in the Journal of Education Thought. The quotes and cita-
tions associated with these papers are double referenced.
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Religion blushing veils her sacred fires,
And unaware morality expires,

Nor public flame, nor private, dares to shine;
Nor human spark is left nor glimpse divine!
Lo! thy dread empire, chaos! is restored;
Light dies before they uncreating word;
Thy hand, great Anarch! lets the curtain fall
And universal darkness buries all.

Alexander Pope, The Dunciad

During the years of the Reagan era, a bone-chilling cold and
impenetrable mist left a land and many of its people in darkness
and despair. During this New Guilded Age, there were few
members of Wall Street or persons on Main Street who acted as
custodians of the public wealth. Dividends and potential re-
turns, not ethics and social responsibility, ruled the boardroom,
the parsonage, and the schoolroom. Rugged individualism not
democratic socialism was the creed of orthodoxy. Social status
not social change was the preeminent concern.

The full human and social costs of this administration’s
programs and policies will become visible only in the sobering
light of the coming years. Like the 1930s and the 1960s, the
1990s will be a decade of social renewal and criticism. Within
education, fundamental issues not technical questions will
become paramount. Concerns about educational equity, eco-
nomic justice, indoctrination, and social responsibility will be
hotly debated.
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This set of letters provides a unique opportunity for readers
of JCT to listen to anI:.arly round of this coming debate, Three
generations of curriculum scholars and workers, representing
differing educational views and life experiences, share their
insights about the social responsibility of educators as we near
the entrance way to a new era.

~J.T.8.—
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Accepting Responsibility
for Social Responsibility in Student Lives

William H. Schubert
University of Illinois at Chicago

Perhaps the most radical principle in all educational litera-
ture is John Dewey’s (1900,1902, 1913, 1916, 1938) progres-
sive organization of curriculum. Taken seriously and at the
depth of its intent, this principle is the seed of democracy. It is
the union of human interest and funded knowledge. As such it
provides situational answers to the basic curriculum question:
What knowledge and experiences are most worthwhile?

Dewey’s progressive organization of curriculum asserts that
pedagogical movement should proceed from the psychological
(human interest) to the logical (funded knowledge of the human
race). The assertion holds that momentary interest, personal
and social concern, should be respected as the starting point of
learning and growing. It should be respected, not merely as a
means of tricking despondent students into learning; rather,
personal and social concern should be seen in dialectical
relation with funded knowledge. This is achieved by enabling
learners to encounter the concerns or interests of one another.
Through such encounters they become aware of the fact that
they share deeper human interests, concerns, with many oth-
ers. Although momentary problems differ among individuals,
such problems usually symbolize a deeper strata of common
human interests. Robert Ulich referred to these as “The great
mysteries and events of life: birth, death, love, tradition, society
and the crowd, success and failure, salvation and anxiety”
(Ulich, 1955, p. 255). As common problems are posed (to use
Freirian, 1970, language), meaning is given to the larger realm
of funded knowledge. Funded knowledge, too, can be seen as
intersubjectively created (albeit from a greater contextual and
historical perspective) in much the same way that intensely
personal concern can be experienced as social concern among
peers. Thus, funded knowledge grows and is refined by personal
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interest and concern; in turn, funded knowledge enriches
personal interest and concern. In essence, the two offer the
potential of a mutually evolving critique through which both
individuals and the society can grow.

Disregard for the progressive organization of curriculum is
the great problem that I am convinced lies at the heart of the
social issues discussed in the ASCD publication, Social Issues
and Education (Molnar, 1987). We live in a society whose
dominant values contradict the progressive organization of
subject matter. Roots of capitalistic competition, authoritarian
management, and naive self-interest fundamentally contradict
much of the spirit of democratic cooperation and empathic
altruism. Only when education of the young provides the
experience of the latter, will society begin to assert a grasp
needed to climb from the mire of problems characterized in
Molnar's book; Nancy King's (1987) emphasis on play leads the
way, for in play we see a natural example of Dewey’s progressive
organization. At play, under the watchful concern of loving
adults, children proceed from momentary interest, to common
human interests, to funded knowledge. This pedogogical proc-
ess islead by experience rather than precept, immerses children
in democracy, and helps to develop empathic altruism, respect
for pluralism and diversity, and careful perception of conse-
quences vis-a-via the good life and the just society (Schubert,
Schubert, and Schubert, 1986). These qualities are basic to
social responsibility that has potential to overcome problems
vividly characterized by other contributors to Molnar's (1987)
book: tracking (Jeannie Qakes), eugenics (Steven Selden), eth-
nic prejudice (James A. Banks), gay and lesbian pre:-judice
{(James T. Sears), ecological disruption (Tony Wagner), illiteracy
{Harold Berlak), and inequity (Vito Perrone).

In conventional schooling and in most of society it is
assumed that the individual must learn to be a recipient of
pronouncement from authority for extrinsic social ends. In the
case of children and youth this state of opposition to progressive
organization is accentuated. Democracy for the young is hardly
entertaihed as even a possibility. Students at all levels, whether
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four years old and in preschool or forty and in graduate school,
are seen as in need of completion by expert designers. In
essence, personal concern and interest are deemed trivial by
comparison to that which authorities of all sorts can bestow.
This trivialization of the personal understandings and insights
of the young (or those defined as young by virtue of student
status} seems to be an almost universal phenomenon.

The greatest act of social responsibility for educators, then,
should be to acknowledge the existence of relevant and mean-
ingful concern in the life-worlds of their students. Such an
acknowledgement would go far to recover the sharing of basic
human interest and concern that schooling too often erodes into
insignificance.

Indeed, this erosion is at the root of all of the social issues
discussed in the ASCD volume. Many students have lost confi-
dence in the purposes and subject matter that grow from their
personal concerns and interests. They find themselves in situ-
ations where pursuit of their own purposes is not tolerated and
where they are expected to disregard their own concerns and
interests. Unfortunately, schooling often fosters the develop-
ment of both of these attitudes.

The kind of social responsibility that I advocate for educa-
tors resides in a community of shared interest, a public space,
in which pursuit of personal interest and concern is built upon
perceptive attention to the consequences of striving to create a
good and worthwhile life. My experience in parenting and in
teaching elementary school students indicates to me that chil-
dren are quite capable of this kind of educational responsibility,
and educators can make a major contribution to social respon-
sibility by simply helping students do what they are already

capable of doing—live with social responsibility in the class-
room,
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Social Responsibility

Paul Klohr
Professor Emeritus
Ohio State University

The new ASCD publication which Alex Molnar edits makes
me, an oldtimer in that organization, feel that some of the spirit
that was so vital in ASCD's early years is being regenerated. For
many of us, this spirit has been missing in the last fifteen years
as the association grew in size and its conferences and Publica-
tions became largely a matter of providing a little bit of every-
thing for everybody regardless of the values involved. The
dominant aim has seemed to be one of avoiding controversy. But
educators clearly cannot assume their responsibility with social
issues and at the same time avoid controversy.

JCT space does not allow me to comment on each of the nine
essays which focus on some of the most crucial issues of our
times-- essays that are exceptionally well done. However, I do
want toreflect on Jim Sear’s piece which will register high on any
educator’s scale of controversy. In his moving, yet factually
accurate, analysis of the need for educators to face up to their
social responsibility to provide human dignity and to further
social justice for gays and lesbians, he puts to the test the we-
don’t-want-to-understand-it, we-would-rather-fear-it attitude
so widespread in the general public and among educators.

Thetough task ofassessingthe meaning of one's sexuality—
anyone’s sexuality— has rarely been characterized by frank self-
examination and clear thinking. In the Ohio community where
Ilive and work, a conservative estimate indicates there are over
10,000 gay individuals. Young people are aware as never before
of the existence of a wide range of gay lifestyles. The old
stereotypes are being broken by the media and by gradual
changes in many communities. Students know about, or per-
haps have actually met, a young gay priest or a gay pro-football
Player who has made public his lifestyle. In effect, despite the
current AIDS panie, there is a change in the consciousness both



of the public and of gay men and women across the cor.;tr;txy ar;i);
just in colleges but also in the schools as well as in cities
smag;:::;e time for us to face these changes and to ask wh:ﬁ
they mean for us as educators. We dare not shirk thlils reisplzce
sibility. The five steps Jim Sears proposes are arn exce enalp ace
to start. Even if one does not agree that all of his progos ﬁso are
appropriate for each situation, they pr.ovide a sound, r:;t: lonal
base for initiating a dialogue with the view to creating ye
for action.

altemMzgn%: Greene says it better than I can when she analyzes
the role of foundational studies by asserting that our c;r:;;n
must remain normative, critical and even pplitical. In us%

about the empowering of teachers she insm.ts that v:e meak

empower them “to reflect upon their own life situation, to le)r 2

out in their own voices about the lacks that must beﬂ;‘ep deen:;

the possibilities to be acted upon in the name of what they

e, and just.”

dece';l‘l:'ish;gi‘;lﬂf view 1'1ndergirds Sears’ proposals and serves a:

a value position for the entire publication. I see th;zu zel\sred

contemporary re-statement of the values many of us Heved

ASCD stood for in its years of leadership on the cutting ebgr o

the profession. I might just again feel proud to be a membe

the association.

B
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Social Responsibility

William Van Til
Coffman Distinguished Professor Emeritus of Education
Indiana State University

Itis ironic that the people most likely to profess shock at the
openness, bluntness, and honesty of many views expressed in
Social Issues and Education are those who can readily defend
and explain away the duplicity, distortions, and lies of promi-
nent figures in the Reagan administration involved in the Iran-
Contra scandal. The authors do not evade some of our most for-
midable and least discussed issues, including the prevalence of
tracking; genetics and creationism in biology textbooks; homo-
sexuality; and the ignoring of equity in recent reform reports.
Hardy perennials among contemporary social issues are also
discussed: maldistribution of national and global wealth, the
nuclear threat, racial and ethnic discrimination, limited con-
ceptions of literacy, neglect of education and social services, ete.
The booklet's challenge to complacency and blandness is fre-
quently combatative and sometimes close to shrill. Its call for re-
sponsible reconsideration and action on controversial issues by
educators in their roles as educators and citizens is needed in
our times,

Embedded in editor Alex Molnar's introduction and his
impressionistic assembling of social data primarily from news-
baper sources are important policy recommendations: that
“creativity and critical thinking... are an integral part of educa-
tion”; that “as citizens” educators must “participate in formulat-
ing the very orders that society gives us” and must help shape
national social priorities; that “educators can make social,
political, and economic issues part of the ongoing dialogue
within their professional organizations,”

As one who fostered critical thinking as a teacher, action for
a better society as a citizen, and organizational commitment
through frequent service on ASCD Resolutions Committees and
elsewhere, I support such policies. Surely they are preferable to
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repeating the mistakes of some social reconstructionists of the
1930s who called for indoctrination rather than critical thinking
and who blurred necessary distinctions among educators' roles
as teachers, as citizens, and as members of civic and educa-
tional organizations. Molnar points out that “children need role
models”. Toni Wagner agrees and calls on “us to become role
models for what we teach, to be active citizens in our own schools
and communities.” Vito Perrone closes the booklet elogquently
with further support for these concepts.

It is heartening to note the rediscovery of responsibility for
both citizenship education and understanding of students by a
new generation of educators, typified by Toni Wagner who
skillfully illustrates her call for both education “for informed and
active citizenship” and for “understanding the interests, needs
and concerns of students”. Toolong has education been plagued
by either/or simplifications that ignore the interaction of social
and psychological foundations of education.

High among the crucial issues is the need for what James
A. Banks terms multicultural education, a movement that
engaged some of us in the 1940s under the label of intergroup
and intercultural education. His chapter calls for cultural,
national, and global identification and reconciles “attachment
to their cultural communities” with “strong commitment to a
nation’s political ideals and democratic values.” My quibbles are
few. Outstanding cultural pluralists such as the creator of the
concept, Horace Kallen, also reconciled cultural identity with
loyalty to democratic values. Banks might also indicate that his
category “White” on page 61 refers only to “Whites of European
descent”. Such quibbles aside, his chapter is the best short
statement of the case for multicultural education that I have yet
read.

The chapters that made me think hardest were those on
tracking and the responsibility of educators to gay and lesbian

youth. Their authors deserve the thanks of readers for bringing =

out of their respective closets these most neglected and most
misunderstood issues in today’s school and society.
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Critics may cite statisti
tained in this booklet, for s
They may quarrel with so

¢s which contradict figures con-
tatistics can serve varied purposes.

cial policies that are advocat
itly or implicitly by the authors, But the social issuesctah::;xtgg:s-

:ﬁff:ﬁi gir;(i)s; ?Secy I.‘)mtEt gc&?way. They have to be considered
5 , the edit
hoy o o or, and the authors have made

on in Educatio
Challenge & Responsibility. Soclal Issues and "
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The Social Responsibility of Teachers

Henry A. Giroux
Miami University (Ohio)

Alex Molnar's edited book, Social Issues and Education:
Challenge and Responsibility, contains a number of essays t’;lhat
deal with the discourse of teaching and social responsibility. The
book is important not enly because it remjn_ds us _that teach}:ri
perform a social function that is never politically 1.nnocent. u
also because it provides a variety of programmatic discoyr;ies
indicating what the substance of teacher social responsib t);
might actually be. Thus, the book embodies both a langua;}g;:r?k
critique and a language of possibility, one that attempts to :
risky thoughs and point to unrealized hopes. I want to (;Jl:ten
some of the themes in this book but only in the most gener way.
That is, I want to point to some theoretical signposts for engaggmg
the issue of what the social responsibility of teachers shou}d e.
In doing so, [ want to argue that the issue of social respons1bilt;1ty
has to be grounded in three particula; iiscourses. These are the

i es of ethics, democracy, and hope.
dlsc‘?‘?l?discourse of ethics represents an impgrtant startinﬂg
point for taking up the issue of teaching and social .respofnsib :
ity. It is important because it addresses thf: necessity of c;rmu
lating criteria on which to argue for and agmr_lst particular 10@5
of individual, social and institutional practices and the. c am:is
to authority through which such practices are legitm-latc; .
Moreover, the discourse of ethics points to the necessity for
educators and others to address the central contrladiction atthe
heart of any society, that is, the critical tension in society
between what is and what should be. In one sense, su<§1 a
discourse raises important questions rega..rdin-g not only how
actions and discussions can be problematized in morefxl terms.f
it also provides a basis for legitimating particular orn:is tl‘:e
authority and power. I believe that educators‘ should groun
issue of social responsibility in an ethic of n?.k and resistance%
In short, this view of ethics rest in a commitment to forms o

i MR e B
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solidarity that address the many instances of suffering that
constitute the ongoing, and ever-widening relations of everyday
life. This is an ethic that recognizes the importance of the
excluded others in society and atternpts to respond to their
suffering and exploitation through a politics of care and social
transformation. A politics of care refers quite simply to the
willingness to help and aid those who are suffering by both
addressing their immediate needs and also by fighting to remove
the social conditions that create such suffering. The politics of
transformation is linked directly to the second discourse of
social responsibility, the discourse of democracy.

The discourse of democracy suggests that the notion of
social responsibility be fundamentally rooted in a view of
democracy as both a moral ideal and as a referent for social
change. Seen as a social ideal, democracy becomes integral to
developing a public philosophy through which one can assess
the meaning and purpose of education as both a rationale and
practice for deepening the role that educators might play as
agents of public formation, agents designed to help students
understand what it means to exercise intelligence and civic
courage in the interest of developing democratic forms of public
life and community. The discourse of democracy, in effect,
provides the ideological basis for thinking critically about
schools as places that introduce students to particular ways of
life, that embody particular forms of community, and, legitimate
particular values and moral principles. It is through the dis-
course of democracy that teachers can be given the opportunity
to examine and interrogate the horizons of their own moral and
political expectations. In essence, such a discourse raises
serious questions about the role of teachers and students as
critically transformative citizens.

Finally, I think that the issue of teaching and social respon-
sibility needs to be grounded in a discourse of hope. Thatis a
discourse that keeps alive a redemptive and radically utopian
spirit for linking radical thought and action. In this case, to be
socially responsible, in part, means in the sense articulated by
Walter Benjamin, “brushing history against the grain”. At stake
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e willingness of educators at all levels of schooling to
g:;:li:pt: social \igil;ion and moral commitment to make publig
schools places where all children, regardless of race, class, an
gender can learn what it means to be able to participate in a
society that affirms and sustains the principles of equality,

freedom, and social justice.

[P P - Sa—
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Social Issues and Education:
Challenge and Responsibility
Alex Molnar, ed.

A Reaction
by
Louise M. Berman
Professor, College of Education
University of Maryland

After reading Molnar's Social Issues, I reflected upon the
book’s meaning for me, I would like to share three ideas that I
would like to see explored as a result of my thinking about the
boock.

First, the issues discussed in the book arise primarily from
the perspective of the scholar conducting critical analyses of the
human scene. For those who have not read the book, the issues
identified by the scholars included inequities caused by unequal
distribution of resources (Alex Molnar), classroom dilemmas
caused by tracking (Jeannie Oakes) and prevalent social atti-
tudes in textbooks (Steven Selden), perplexities regarding
groups of persons who diverge including ethnic groups (James
A. Banks) and individuals preferring gay or lesbian lifestyles
(James T. Sears). I could not help but wonder what the issues
would have been if students, teachers, community workers, or
parents had defined the issues. Would they have selected these
or similar issues? Might students, particularly in secondary
schools, be more concerned about problems of relations than
the ones defined in the book? I do not know, but I would like to
suggest that another time when educational issues are being
brought to the fore, the persons for whom education is being
designed serve in a central capacity in the issue identifying and
subsequently consciousness raising process. For example, high
schoolers might observe in classrooms and later be debriefed as
to what they perceive to be the issues.

Second, an issue involves alternatives, choices, decisions,
judgements. After reading Molnar, et al,, I had the feeling that
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the judgements had been made by the writers with(?ut their
sharing with the reader the alternatives they had considered in
arriving at their judgments. The topics the authc_)rs chose were
certainly pithy ones, yet I frequently was wishing that some
alternative positions on the matters considered had been given.
As the book currently stands, the reader is introduced to
persuasive and powerful positions. The book might have given
attention to helping the reader think through options relative to
the dilemmas and then been given the rationale for the positions
assumed by the writers. An exception to the advocacy stance
taken by most of the writers is the chapter b¥ Nancy I?.ing in
which she reports some original research on “Children’s Play
and Adult Leisure” but again, alternative positions are not given
as much attention as implications emerging from the research
study. In summary, then, readers of JCT might want to find
opportunities to deal with the very major topics .identiﬁed by
Molnar, et al. in a forum in which two or more possible positions
are given a hearing in additional to the sharply articulated
positions which Molnar and writers advocate. -

Third, the book treats themes which invite consideration for
schooling, Themes such as living on an endangered planet (Tony
Wagner), literacy in a democracy (Harold Berlak), and !:reatin.g
various kinds of personal and economic injustices and indigni-
ties surely necessitate developing curricula which give attention
to critical considerations in a democratic social order. What is
the meaning for curricular practice of the viewpoints expressed
in Molnar's book? A follow-up by persons concerned about. the
implications for the stances for practice would be appropriate.

Curriculum theorists, it would appear, need to live in two
worlds. In one world the inequities, discrepancies, problems,
and dilemmas of schooling are uncovered. In the other world,
theorists attempt to build curricula which possess tl"le potential
to create new social orders. The authors have dealt in a critical
manner with dilemmas confronting educators. But problems

can provide a basis for creative thinking and movement—a

possible next step.
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Social Responsibility
Ralph W, Tyler
Director Emeritus, Center for Advanced Study
in the Behavioral Sciences

ASCD is to be commended for sponsoring the publication of
Social Issues and Education: Challenge and Responsibility.
Educators will find this a useful book. We need to be reminded
of our social responsibilities in a society that seeks to become a
more fully democratic one. We are often so preoccupied with the
Pparticulars of the educational tasks for which we are responsible
that we forget our larger social responsibilities. Reading this
book should help to arouse us. The issues it examines are
significant and worthy of study and action.

However, it does not provide a comprehensive and balanced
treatment as might be required to challenge thoughtful reflec-
tion and informed action. There are three respects in which the
book falls a bit short of comprehensiveness and balancge. Several
of the chapters do not present evidence of the extent to which
their criticisms apply. Schools in America very widely in many
respects. Among the 16,000 school districts and tens of thou-

sands of schools there are large ones and small ones: urban,
suburban and rural ones; good schools and bad schools, and
they vary in many other respects. Hence when one criticizes
school practices it is necessary to state in what kinds or in what
proportion of schools their criticism applies. Otherwise we
cannot judge the seriousness or extent of the problem.

This definition of the issues was not followed by most of the
authors of this book and we may be misled if we assume that the
criticism discussed by the author applies to all or a large
proportion of the schools.

The report of the National Commission on Excellence, A
Natlon at Risk, suffers from its lack of data to support its analysis
of the problems or even to estimate their extent and seriousness.
For example, the problems of the schools in an inner-city district
are not the same as those in an affluent suburb.
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Asecondary shortcoming of the book is its lack of historical
perspective. When one compares the policies and practices of
the American schools in the colonial period, in the early 1800's,
in the period following the Civil War, in the first half of the
twentieth century and after the Civil Rights movement of the
1960's, one finds great changes in both policies and practices.
Most of these changes are in the direction of our national
aspirations for universal education. As an example the publicas
well as professional educators have slowly expanded the con-
cept of who should be educated in a democratic society, al-
though the concept of differential educability of different classes
of children prevailed for thousands of years and in my childhood
was supported by a belief in the results of so-called intelligence
tests, it is now the dominant view supported by experiment and
experience that all children are educable. As Dewey reported
from his experience in the Laboratory Schools of the University
of Chicago: “The problem is not the educability of children but
our ingenuity in finding learning experiences that stimulate
children to put forth the effort to learn.”

As an example of this lack of historical perspective, mention
is made in Chapter 3 about the teaching of eugenics in the
schools. One or two biology textbooks in the period immediately
after World War I included this topic but by 1930, no such topic
was treated by any of the textbooks that had wide distribution.
I taught high school in 1921-26 and found no references to
eugenics in the books I used.

A third shortcoming of the book is the treatment of issues
about which honest intelligent citizens have different points of
view as though there was only one proper point of view for the
educator. For example, the withdrawal of funds for school
lunches in poverty areas is treated as an example of indifference
toward the needs of poor children. In California, SDC conducted

a study of how the children used the free lunches and found that
they were unaccustomed to eating a proper diet at home and
disliked greens and other vegetables. In many cases they were
throwing the food around the room to show their distaste for a
proper diet. It cost the school more to clean up the mess than to
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ll:avg purchased the food. Many of us who are parents know how
ara it is to get children to eat vegetables when th eft
hamburgers with French fiies. & preer

As another example of an issue about w
thoughtful people differ is in the extent to ulrln;:hht?:;eflggn "
should try to protect itself from external attack. Some beli v
that little protection is needed, others recall how Chamberlaei‘xfle
Prime Minister of England returned from Germany with a non:
:ﬁ.-iue}s;ion Ppact signed by Hitler. Chamberlain announced “We

V€ peace in our time.” Three weeks later Hitler attacked
both the Eastern and Western fronts.

Finally, I am disappointed in the fact that little attenti
églavnera i;ltsome chapters to the question of what we as educz:‘.x;ri:
San @ re:prg::;; 111:1ht; sghools :?hore adequate in meeting their

» Une author quotes Counts,

;uggested that the school should be responsible for t‘)vt?i(l)di;];c;
3 ;\:;rssocial order. John Dewey responded to this suggestion in
in a speech he gave to the Michigan School Masters Club
;Iie said that the educators’ role is to help children learn tc;
fentify problems and seek to work out solutions to the problems

of concern to them so that as adults they will be sensitive to th
fro(t:)lrllems of that time and work constructively to solve them Tg
1:130(: t:ihnZT i:ttl)1 believe in our analyses of the problems is to
ondoc € them rather than educate them to be intelligent

TES able to work on the problems they encounter as adults
book l:::h comments are not intended to belittie the value of this
: i.d ther they are intended to suggest additonal factors to
l ons: :r in seeking to comprehend more fully the social prob-
€ms of our soclety and to plan effective and feasible attacks
upon these problems that are appropriate for educators wh
take their responsibility seriously. °





