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the dynamo in the process” (Graves, 1983, p. 277) and that "voiceless” texts
are in important ways also lifeless texts.

It is worth pointing out again that what too often gets overlooked in
discussions of this sort, and what literary theorists have long been at pains
to demonstrate, is that the illusion of spontaneity, reality, or human identity
can be textually produced and that it is a function of our literary
competence as readers that we come to understand that certain textual
conventions signal reliability or unreliability, sincerity or untrustworthiness
in a narrator (Booth, 1961, 1988; Culler, 1975). The points arising from
this that are germane to Clandinin’s project are therefore twofold. First,
voice may be an unhelpful and misleading metaphor for beginning to think
about the value of teachers’ stories because it is premised on a view of
language as a transparent medium which provides an unobstructed view of
an authentic human presence. Rather, if we follow through on the premise
that all stories of teaching are constructions and hence are texts produced
by human acts of intention with an eye to their shape, manner, style, and
effect, we will be that much closer to considering their broader value as
particular kinds of stories. The curricular significance of these stories is
that the authors draw emblematic attention to the ethical dimension of
teaching as "storied experience" (Connelly & Clandinin, 1991). In this
respect one can scarcely disagree that Angela, the student from whose
journal entry Clandinin quotes in her paper, is "unique ... as a person"
(1992, p. 60); but her story, as a story, borders on the banal and is one
we've all surely heard many times before. While Angela’s discovery of the
usefulness of journals as a curricular tool may have come as a welcome
surprise to her, I submit that its more general contribution to "how
curriculum is made and lived out in classrooms” (p. 60) lies not in its
uniqueness but in its typicality and familiarity as a story of a particular
kind, in this instance as a minor epiphany on Angela’s larger spiritual quest
to make sense of herself and her work with her students. Thus, if teachers’
experiences are to become texts in the pages of our research journals, their
force as suasive acts of communication would entail that as writers teachers
must make provision to ensure that their readers are led to accept the form
of their texts at the same time that they are led to accept their view of
schools and teaching as both recognizable and plausible (Chatman, 1990).
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become skilled at creating reading positions for their audience from which
both the form and the content of their stories can be judged both plausible
and coherent. If research journals make up the discursive sites where
teachers’ stories are to appear and if publishing these stories is to be a
"first step in creating a collaborative agenda for educational research shared
with teachers” (Clandinin, 1992, p. 61), then everyone, teachers and
researchers alike, needs to evince a greater concern for a rhetoric of
inquiry, that is, "with the gestalt created through considerations of ... our
methods of sense-making, our metaphors and other figures of speech, and
our ethical, moral and political interests” (Sirotnik, 1991, p. 253). One way
of evincing a concern for how the multiple images and stories of teaching
that circulate in our culture and that do the work of shaping teachers’
perceptions of their profession is to examine the extensive literature that
already fills the archives of what Schubert and Ayers (1992) call "teacher
lore."

Stories of Teaching as Secular Scripture

As I see it, one of Clandinin’s main concerns is that for too long the
work of teachers has been written about by others rather than by teachers
themselves. This insider focus is required presumably because it is thought
that more conventional kinds of research present the possibility of being
both irrelevant to the needs of teachers and at the same time exploitative
in that publishing research findings generally advances the researcher’s
career but rarely advances the teacher-subject’s (Hammersley, 1992).
However, this is not the place to begin an excursion into the politics of
personal knowledge or the teacher-as-researcher movement; rather, it is
important to reiterate that there already exists in the public domain an
extensive literature by and about teaching that forms what Schubert and
Ayers are calling "teacher lore." The contours of this public textual
territory have been shaped over time by a variety of forms: novels, films,
ethnographies, biographies, autobiographies, and investigations of the "new
journalism." These stories and representations of teachers and teaching
have been written for audiences larger than a dissertation committee; as
Schubert puts it, they are texts that have "[made] it out of specialized,
intellectual bookstores and into regular bookstores" (1992, p. 141). These
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novelist and the social researcher construct their stories by the use of
archetypes and metaphors” (Postman, 1988, p. 14). Thus, as novelists, if
Dickens gives us Gradgrind as the archetype of the hide-bound teacher of
"facts, facts, facts," while Spark gives us Jean Brodie as the archetypal
fascist who creates a cadre of elite students as members of her own
personality cult, just as surely Ashton-Warner has given us the teacher as
archetypal earth mother and Kozol the teacher as political activist on
behalf of children as the oppressed victims of "the system.” Consequently,
a major reason why I would welcome the appearance of stories of teaching
in our research journals is that it would be a public sign that teachers are
acting in the important capacity as "creators and narrators of social myth"
(Postman, 1988, p. 17) and in this capacity, like moral theologians, that
teachers have taken on the task of "[rediscovering] what people once were
told and need to be told again" (p. 18). As moral theologians, teachers
would then be charged with the responsibility of constructing stories of
teaching that bear emblematic testimony to the consequences of curricular
decisions, of creating images and pictures of educational environments that
might change the way we think about our schools and classrooms, and of
extending the imaginative boundaries of what can be said and thought
about teaching as a caring profession.

In making a case for the recovery of the sources of teacher lore I am
getting at something of which Clandinin (and her colleague Connelly) are
fully aware, for they have spelled out in detail elsewhere many of the
caveats as well as many of the hopes that they entertain for the use of
narrative inquiry as a research methodology and for the place of story
more generally within education. In one of their more recent statements,
Connelly and Clandinin (1991) favor the use of narrative inquiry that
produces stories which are "explanatory [and] invitational” (p. 135), stories
that are to be judged "good" by a reader when "a reader of a story
connects with it by recognizing particulars, by imagining the scenes in which
the particulars could occur, and by reconstructing them from remembered
associations with similar particulars" (p. 135). Thus, the writing of
narratives of teaching, narratives which are to be judged good by readers
on the plausibility and associative power of their representations, is offered
as part of the "dialectical balancing act” (p. 136) between the writer and the


























