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~ he call for educational reform has gained the status of a recurring
national event, much like the annual Boston Marathon. There

d  have been more than 30 national reports since the beginning of
the 20th century, and more than 300 task forces have been developed
by the various states to discover how public schools can improve
educational quality in the United States.! But unlike many past edu-
cational reform movements, the present call for educational change
presents both a threat and challenge to public school teachers that
appears unprecedented in our nation’s history. The threat comes in
the form of a series of educational reforms that display little confi-
dence in the ability of public school teachers to provide inteHectual
and moral leadership for our nation’s youth. For instance, many of
the recommendations that have emerged in the current debate either
ignore the role teachers play in preparing learners to be active and
critical citizens, or they suggest reforms that ignore the intelligence,
judgment and experience that teachers might offer in such a debate.
Where teachers do enter the debate, they are the object of educational
reforms that reduce them to the status of high-level technicians carry-~
ing out dictates and objectives decided by “experts” far removed
from the everyday realities of classroom life.” The message appears to
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- "want to call the proletarianiz

be that teachers do not count when it comes to critically examining
the nature and process of educational reform.

The political and ideological climate does not look favorable for
teachers at the moment. But it does offer them the challenge to join in
a public debate with their critics as well as the opportunity to engage
in a much-needed self-critique regarding the nature and purpose of
teacher preparation, inservice teacher programs and the dominant
forms of classroom teaching. Similarly, the debate provides teachers
with the opportunity to organize collectively so as to struggle to
improve the conditions under which they work and to demonstrate to
the public the central role that teachers must play in any viable attempt
to reform the public schools.

In order for teachers and others to engage in such a debate, it is
necessary that a theoretical perspective be developed that redefines the
nature of the educational crisis while simultaneously providing the
basis for an alternative view of teacher training and work. In short,
recognizing that the current crisis in education fargely has to do with
the developing trend towards the disempowerment of teachers at all
levels of education is a necessary theoretical precondition in order for
teachers to organize effectively and establish a collective voice in the
current debate. Moreover, such a recognition will have to come to grips
not only with a growing loss of power among teachers around the basic
conditions of their work, but also with a changing public perception of
their role as reflecti ion

1 want to make a small themetlca] contribution to this debate and
the challenge it calls forth by examining two major problems that need
to be addressed in the interest of improving the quality of teacher
work, which includes all the clerical tasks and extra assignments as
well as classroom instruction. First, I think it is imperative to examine
the ideological and material f()iCCb that have contributed to what 1
of teacher work; that is, the tendency
to reduce teachers to the status of s;pec;ah ed technicians within the
school bureaucracy, whose function then becomes one of managing
and implementing curricula programs rather than developing or criti-
cally appropriating curricula to fit specific pedagogical concerns.
Second, there is a need to defend schools as institutions essential to
maintaining and developing a critical democracy and also to defending
teachers as transformative intellectuals who combine scholarly reflec-
tion and practice in the service of educating students to be thoughtful,
active citizens. In the remainder of this essay, 1 will develop these
points and conclude by examining their implications for providing an
alternative view of teacher work.
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TOWARD A DEVALUING AND
DESKILLING OF TEACHER WORK

One of the major threats facing prospective and existing teachers
within the public schools is the increasing development of instrumen-

tal ideologies that emphasize a technocratic approach to both teacher

preparation and classroom pedagogy At the core of the Cuucnt empha-
sis on ins rumental and pragmatic factors in school life are a number of
1mporh t__pedagogmal assumptions. These include: a call for the sepa-
ration of conception from execution; the standardization of school
knowledge in the interest of managing and controlling it; and the
devaluation of critical, intellectual work on the part of teachers and
students for the primacy of practical considerations.?

This type of instrumental rationality finds one of its strongest expres-
sions historically in the training of prospective teachers. That teacher
training programs in the United States have long been dominated by a
behavioristic orientation and emphasis on mastermg subject areas and

methods of teaching is well ciocumentLd The implications’ of t’n:a,"

appmach rmdé” [e*fr"by y: LlChnCl are wor th mpeatmg)

Underlying this orientation to teacher education is a metaphor of
“production,” a view of teaching as an “applied science” and a
view of the teacher as primarily an “executor” of the laws and
principles of effective teaching. Prospective teachers may or may
not proceed through the curriculum at their own pace and may
participate in varied or standardized learning activities, but that
which they are to master is limited in scope {e.g., to a body of pro-
fessional content knowledge and teaching skills) and is fully deter-
mined in advance by others often on the basis of research on
teacher effectiveness. The prospective teacher is viewed primarily
as a passive recipient of this professional knowledge and piays
little part in determining the substance and direction of his or her
preparation program.”

I

The problems with this approach are evident in John Dewey’s argu-
ment that teacher training programs that emphasize only technical
expertise do a disservice both to the nature of teaching and to their stu-
dents.” Instead of tearning to reflect upon the principles that structure
classroom life and practice, prospective teachers are taught methodolo-
gies that appear to deny the very need for critical thinking. The point is
that teacher education programs often lose sight of the need to educate
students to examine the underlying nature of school problems. Further,
these programs need to substitute for the language of management and
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efficiency a critical analysis of the less obvious conditions that structure
the ideological and material practices of schooling.

Instead of learning to raise questions about the principles underly-
ing different classroom methods, research techniques and theories of
education, students are often preoccupied with learning the “how to,”
with “what works,” or with mastering the best way to teach a given
body of knowledge. For example, the mandatory field-practice semi-
nars often consist of students sharing with cach other the techniques
they have used in managing and controlling classroom discipline,
organizing a day’s activities and learning how to work within specific
time tables. Examining one such program, Jesse Goodman raises some
jmportant questions about the incapacitating silences it embodies.
He writes:

There was no questioning of feelings, assumplions, or definitions in
this discussion. For example, the “need” for external rewards and
punishments to “make kids Jearn” was taken for granted; the educa-
tiopal and ethical implications were not addressed. There was no dis-
play of concern for stimulating or nurturing a child’s intrinsic desire to
learn. Definitions of geod kids as "quiet kids,” workbook work as “read-
ing,” on task lime as “Jearning,” and getting through the material on time
as “the goal of teaching”—all went unchallenged. Feelings of pressure
and possibie guilt about not keeping to time schedules also went unex-
plored. The real cancern in this discussion was that everyone “shared.””

Technocratic and instrumental rationalities are also af work within
the teaching field itself, and they play an increasing role in reducing
teacher autonomy with respect to the development and planning of
curricula and the judging and implementation of instruction. This 1s
most evident in the proliferation of what has been called “teacher-
proof” curriculum packages.” The underlying rationale in many of
these packages reserves for teachers the role of simply carrying out
predetermined content and instructional procedures. The method and
aim of such packages is to legitimate what { call management pedago-
gies. That is, knowledge is broken down into discrete parts, standard-
ized for easier management and consumption, and measured through
predefined forms of assessment. Curricula approaches of this sort are
management pedagogies because the central questions regarding
learning are reduced to the problem of management, i.e., “how to allo-
cate resources (teachers, students and materials) to produce the maxi-
mum number of certified . . . students within a designated time.”® The
underlying theoretical assumption that guides this type of pedagogy is
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that the behavior of teachers needs to be controlled and made consis-
tent and predictable across different schools and student populations.

What is clear in this approach is that it organizes school life
around curricular, instructional and evaluation experts who do the
thinking while teachers are reduced to doing the implementing.
The effect is not only to deskill teachers, to remove them from the
processes of deliberation and reflection, but also to routinize the
nature of learning and classroom pedagogy. Needless to say, the prin-
ciples underlying management pedagogies are at odds with the
premise that teachers should be actively involved in producing cur-
ricula materials suited to the cultural and social contexts in which
they teach. More specifically, the narrowing of curricula choices to a
back-to-basics format, and the introduction of lock-step, time-on-task
pedagogies operate from the theoretically erroneous assumption that
all students can learn from the same materials, classroom instruc-
tional techniques and modes of evaluation. Th
come from different histories and embody differ
suistic practices, cultures and falents is strategically ignored within
the logic aﬁﬁnﬁécom'ltability of management pedagogy theory.

FTEACHERS AS TRANSFORMATIVE INTELLECTUALS

In-what follows, T want to argue that one way to rethink and restruc-
ture the nature of teacher work is to view teachers as transformative
intellectuals. The category of intellectual is helﬂpfui in a number of
ways. First, it provides a theoretical basis for examining teacher work
as a form of intellectual Tabor, as opposed to defining it in purely
instrumental or technical terms. Second, it clarifies the kinds of ideo-
logical and practical conditions necessary for teachers to function as
intellectuals. Third, it helps to make clear the role teachers play in pro-
ducing and legitimating various political, economic and social interests
through the pedagogies they endorse and utilize.

By viewing teachers as intellectuals, we can illuminate the impor-
tant idea that all human activity involves some form of thinking. In
other words, no activity, regardless of how routinized it might become,
can be abstracted from the functioning of the mind in some capacity.
This is a crucial issue because by arguing that the use of the mind is a
general part of all human activity we dignify the human capacity for
integrating thinking and practice, and in doing so highlight the core of
what it means o view teachers as reflective practitioners. Within this

nt.experiences, lin-
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discourse, teachers can be seen not merely as “performers profession-
ally equipped to realize effectively any goals that may be set for them.
Rather jthey should] be viewed as free men and women with a special
dedication to the values of the intellect and the enhancement of the
critical powers of the young.”*

Viewing teachers as intellectuals also provides a strong theoretical
critique of technocratic and instrumental ideologies underlying an
educational theory that separates the conceptualization, planning and
design of curricula from the processes of implementation and. execu-
tion. It is important to stress that teachers must take active responsibil-
ity for raising various questions about what they teach, how they are to
teach, and what the larger goals are for which they are striving. This
means that they must take a responsible role in shaping the purposes
and conditions of schooling. Such a task is impossible within a division
of labor in which teachers have little influence over the ideological and
economic conditions of their work, This point has a normative and
political dimension that seems especially relevant for teachers. If we
believe that the role of teaching cannot he reduced to merely training
in the practical skills, but involves, instead, the education of a class of
intellectuals vital to the development of a free society, then the category
of intellectual becomes a way of linking the purpose of teacher educa-
tion, public schooling and inservice training to the very principles
necessary for developing a democratic order and society.

I have argued that by viewing teachers as intellectuals those per-
sons concerned with education can begin to rethink and reform the
traditions and conditions that have prevented schools and teachers
from assuming their full potential as active, reflective scholars and
practitioners. It is imperative that 1 qualify this point and exténd it

“burthor T Believe that it is important not only to view teachers as intel-
lectuals, but also to contextualize in political and normative terms the
concrete social functions that teachers perform. In this way, we can be
more specific about the different relations that teachers have both to
their work and to the dominant society.

A fundamental starting point for interrogating the social function of
teachers as intellectuals is to view schools as economic, cultural and
social sites that are inextricably tied to the issues of power and control.
This means that schools do more than pass on inan objective fashion a
common set of values and knowledge. On the contrary, schools are
places that represent forms of knowledge, language practices, social
relations and values that are representative of a particular selection and
exclusion from the wider culture. As such, schools serve {0 infroduce
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and legitimate particular forms of social life. Rather than being objective
institutions removed from the dynamics of politics and power, schools

actually are contested spheres that embody and express a struggle over
what forms of authority, types of knowledge, forms of moral regulation
and versions of the past and future should be legitimated and transmit-
ted to students. This struggle is most visible in the demands, for exam-
ple, of right-wing religious groups currently trying to institute school
prayer, remove certain books from the school library, and include cer-
tain [ormﬂ; of 1ehg10us teachmg)s in the science eurrlcula Of course, dif-

mleie%t glmgps who bdxeve ‘that tﬁe
studies, courses on the. envuonment or black history. In short schools
are not neufr ﬂ ‘sites, and [eachers cannot assume the posture « of being
neutral either.

In the broadest sense, teachers as inteflectuals have to be seen in
terms of the ideological and political interests that structure the nature
of the discourse, classroom social refations and values that they legiti-
mate in their teaching. With this perspective in mind, 1 want to con-
clude that teachers should become transformative intellectuals if they
are to subscribe to a view of pedagogy that believes in educating stu-
denis to be active, critical citizens.

Central to the category of transformative intellectual is the neces-
sity of making the pedagogical more political and the political more
pedagogical. Making the pedagogical more political means inserting
schooling directly into the political sphere by arguing that schooling
represents both a struggle to define meaning and a struggle over power
relations. Within this perspective, critical reflection and action become
part of a fundamental social project to help students develop a deep
and abiding faith in the struggle to overcome economic, political and
social injustices, and to further humanize themselves as part of this
struggle. In this case, knowledge and power are inextricably linked to
the presupposition that to choose life, to recognize the necessity of
improving its democratic and qualitative character for all people, is to
understand the preconditions necessary to struggle for it,

Making the political more pedagogical means utilizing forms of
pedagogy that embody political interests that are emancipatory in
nature; that is, using forms of pedagogy that treat students as critical
agents; make knowledge problematic; utilize critical and affirming dia-
logue; and make the case for struggling for a qualitatively better world
for all people. In part, this suggests that transformative intellectuals
take seriously the need to give students an active voice in their learning
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experiences. It also means developing a critical vernacular that is atten-
tive to problems experienced at the level of everyday life, particularly
as they are related to pedagogical experiences connected to classroom
practice. As such, the pedagogical starting point for such intellectuals
is not the isolated student but individuals and groups in their various
cultural, class, racial, historical and gender settings, along with the
particularity of their diverse problems, hopes and dreams.

Transformative intellectuals need to develop a discourse that
unites the language of critique with the language of possibility, so that
social educators recognize that they can make changes. In doing so,
they must speak out against economic, political and social injustices
both within and outside of schools. At the same time, they must work
to create the conditions that give students the opportunity to become
citizens who have the knowledge and courage to struggle in order to
make despair unconvincing and hope practical. As difficult as this tack
may seem to social educators, it is a struggle worth waging. To do oth-
erwise is to deny social educators the opportunity to assume the role of
transformative intellectuals,
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