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and empathy with diverse student bodies, the dominant values inherent
within their cultures, and the motivations that drive their gender, class, and
race subjectivities and intersubjectivities (Kanpol, 1991, pp. 144-145).

Teacher-centered cultural politics seeks to understand what it means
for teachers and students to be both similar and different: Certain
questions must be asked and answered. For instance: How is a student
culture both similar to and different from that of teachers and other
students? How are these similarities and differences negotiated at the
school site with students and staff members? How do these similarities
and differences relate to relationships with students and curricular choice?
How much should teachers promote or obscure their own values for the
sake of mainstreaming multiple cultures into the dominant culture? For
whom are these decisions made? How do they affect gender and racial
concerns? Am I, as teacher, considerate of and fair to students with
different cultural traits?

Cultural politics includes the teacher acting as both mediator and
change agent. For example, a teacher cultural politician will seek to
undermine inequities that may appear because of cultural differences. Such
a change agent seeks to base decisions and policy concerns on the cultural
differences that arise in schools. The teacher cultural politician has the
ability to negotiate a viable and just society. This becomes the central
concern for cultural politics.

Teacher cultural politics, then, is a movement by teachers toward a
curriculum that doesn’t deskill, but rather reskills. As opposed to
deskilling, reskilling presupposes that teachers have control over the
content (and values therein) that they teach. Additionally, reskilling places
the teacher at the helm of transformative thought and counter-hegemonic
pedagogy and logic. This reskilling within the context of a pragmatically
driven curriculum opens the doors to teacher cultural politics in the most
radical sense possible. Thus, the curriculum can be used as a pedagogical
tool for teachers to become cultural politician change agents.
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even less by following a curriculum that is not on their intellectual
levels.

A student responded to Ms. A’s curriculum:

She lets us do things the other teachers don’t. We don’t take dumb
tests .... She’s good, lets us read what we want.

Ms. Y, the eighth grade social studies teacher and "activist” outside and
inside the school among the eighth grade teachers, raised the complex
issues of race and prejudice with her students and used this as a part of
her curriculum. In part, this was the result of a sexual assault issue at the
school through which Ms. Y and Ms. A were persuaded to challenge the
school administration’s handling of the situation. The issue of gender
rights became the central concern for these teachers. This was based on
their caring and attachment qualities. In some ways, the sexual assault
issues led Ms. Y to change or modify her curriculum. Clearly, the official
curriculum was the vehicle for the dissemination of factual knowledge.
However, Ms. Y cleverly added supplementary material to raise students’
awareness of their own prejudices. For example, after seeing the movie
"Mask," Ms. Y asked if any of the students were prejudiced (Kanpol, 1991,
p. 142).

Student (1): I guess, well we all have a few prejudices, I mean,
um, do we like everything, um, and everyone in
this school?

Ms. Y: What are some of your prejudices?

Student (1): I'm a hood. T don’t like the preps. All they do
is work; they nerds.

Ms. Y: What makes you better?

Student (2): He’s not better. He’s the same. We are all the

same. We do things differently.

Ms. Y’s "hidden curriculum” (in this case, her deviation from the official
text-standardized curriculum) was concerned with the rights of students to
be treated equally and with respect, regardless of race or sex.
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I observed how a three-week global education project evolved and
became a shared group activity. The emerging themes of understanding
different points of view, building empathy, creating community, and
resisting individualism predominated in Betty’s hidden and pragmatic
curriculum. In a class exercise designed to introduce students to the notion
of difference, Betty placed a number of items on a round table at the front
of the class. The students listed everything they saw from where they were
seated. After five minutes the class came together to talk about what they
had seen.

Betty:

Student (1):

Student (2):

Betty:

Student (1):

Betty:

Student (3):

Betty:

Student (4):

Student (5):

Betty:

Student (6):

Betty:

What did you discover?

I can’t see from a distance.

That nobody’s perfect.

Would you like to have had a perfect list? How
would you feel about not seeing everything?
Good about it? Upset?

Upset. Cheated because some people saw
different things and we were all sitting at different
places.

What would you have wished you had done?

I felt mistreated.

How could you get all the information?

Look differently.

Look for different points of view.

How many points of view are there?

Many, at least two. You can see different things
if you stand in different places.

Can you see everything when you are really close?
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Students:

Betty:

Student (1):

Betty:

Student (7):

Betty:

Student (8):

Student (1):

Betty:

Students:

Yeah.

What can you tell me about your point of view?
What can change your point of view?

When you look different?

If T put more makeup on or dress differently,
does that change my point of view? What can
you do to change your point of view?

Use your imagination.

Can you learn to like someone and accept their
point of view?

Yes, by sharing with them your ideas, to take
them as your partners.

Yes, by working with them.
How do you feel about different points of view?

Good.

Betty then asked for similarities and differences between and among
people. After the students had listed a number of similarities and
differences, the conversation continued:

Betty: Are we the same?

Student (9): We all work.

Student(10): Poor people don’t.
Student (5): We all have some money.

Betty: Do we all have money? I want to know similar
things, not that all people have money.
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In all, Betty taught that members of different groups have different points
of view and that people in different countries have different customs and
habits. In closing she commented:

You need to pat yourselves on the back, support and encourage
everyone, and say you're doing a good job. Remember, in this
exercise we learn about different points of view, different countries.
We don’t just memorize the different facts about the countries. We
must be on task and check our feelings, that everyone is feeling
good about themselves. You all have important jobs to do. Let’s
get to work and do our research on different countries.

Study Three

Five teachers were studied at Chapel High School during the 1989/1990
academic year (Kanpol, 1992). I found that the teachers used an expanded
pragmatic curriculum, one that constantly deviated from the official
standardized version; the ensuing problems of gender, empathy, difference,
inequities, and understanding others (those who are marginalized and
oppressed in society) were emphasized. Often, this pragmatic curriculum
took precedence over the official curriculum.

The building of empathy with student similarities and differences was
a major emphasis in this curriculum. Two instances are described below.

Joan, an English as a Second Language (ESL) as well as an English
teacher, developed empathy in two ways. First, she never shied away from
telling her students about her own life story — how as a child she faced
situations similar to theirs and how she had to "work hard to achieve as
well." Second, she placed a great emphasis on understanding the "other."
In a class discussion emanating from the official text about civil rights and
handicapped persons Joan commented:

Slaves had no rights. Just imagine yourselves ... coming home and
one of your family was sold. It’s unbelievable to think that
happened.

Then Joan asked, "What is a handicap?"
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Don’t forget your good qualities. Choose the good things America
has to offer you. Then you’ll be unique. This is how I feel. Just
because you are different doesn’t make you worse. We are richer
because of our differences.

This deviation from the official curriculum as a way to penetrate her
students’ feelings and thought structures was further amplified in a
discussion on conflict based on The Lady or the Tiger, a story that was part
of an official text for this ESL class.

Sarah, who believes that conflict must be related to students’ personal
lives, commented:

I give them a conflict situation before we read on conflict such as
if we have a small house or my two ways of solving conflict are
presented — fight or flight. So I say it’s better to work things out
and fight out conflict. They have many of the same conflicts as
when I came from Egypt. I am a role model for them. I also
suffered just like these kids. I was in a similar situation — had to
make a choice — fight or flight. I know what they went through.
I interrelate personal conflict with the general conflict they face
every day. As immigrants they will always have these conflicts.

Much of the official curriculum that Sarah chose had to do with potential
conflict situations. The following discussion is based on The Lady or the

Tiger.
Sarah: What is the meaning of conflict?
Student (1): A problem.
Sarah: A problem that arises from what?
Student (2): A difficult decision.
Sarah: Very good, a conflict that arises from a difficult
decision.
Sarah: There’s one thing very important about this story.

What is it?
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Conclusion

Hilebowitsh, Corrigan, and Apple have masterfully portrayed the varying
systematic weaknesses that have historically been found in teacher work.
Clearly, state-mandated and controlled standardized curriculum and
standardized testing imply that teaching exists in a socio-political climate
where the ideology of the curriculum and instruction division work to
deskill teachers. As a result teachers are obligated to consent to being
technicians or regulators of state control and manipulation.

If teachers are to be reskilled rather than deskilled, educators will have
to consider seriously other avenues of curriculum usage. That is not to say
that official curricula must be totally abandoned as wrong or not having
legitimate claims to knowledge. Rather, standardized curricula must be
examined for their claims to truth and objectivity.

Critical social theorists in education have the potential to expose the
gaps and crevices of a potentially emancipatory curriculum by asking
questions and searching for answers. Why and when do teachers deviate
from official curriculum usage? What do they do when this occurs? Is this
deviation conscious or unconscious? How do teachers relate their
curriculum to other teachers? Where is teacher group solidarity created
concerning curriculum use?

Only when these kinds of questions are explored in depth will
educational researchers, theoreticians, and practitioners be able to build
curricula that are concerned with student and teacher realities. This will
involve serious consideration of creative and critical reflection about
curriculum, Only then will teachers be able to reskill themselves and
become the transformative intellectuals that Giroux (1988) has described.

Note: The names of schools and teachers in this paper are fictitious.
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BOOK REVIEWS

Gorham, E.B. (1992). National service, citizenship, and political
education. Albany: State University of New York Press, 282
pp., $49.50 (hardcover).

Professor Gorham’s original and provocative book deserves to be far more
widely read than, at U.S. $49.50, it probably will be. Its relevance has been
enhanced by the accession of the Clinton administration in the United
States, which campaigned strongly for a program of National Service —
while some five years ago the Democratic Leadership Council, the source
of Clinton’s basic policies, developed the Nunn-McCurdy Citizenship and
National Service Bill (SR3-1989), some form of which may well have been
passed before this can be printed.

In his introduction, Gorham asserts:

This book is not really about national service. It is about ideology,
discourse, and political organization ... In November, 1990,
President Bush signed into law the National and Community Service
Act of 1990, but it contains only the rudimentary structures and
funding of various programs that could affect the lives of thousands
of people .... Many criticize the program, but much of this criticism
is well-worn: National service violates freedom or rights, it is a
costly government program, it presages a draft, it threatens union
jobs, etc., etc. While these are powerful critiques of the program,
all fail to grasp what I take to be its fundamental nature: An
institutional means by which the state uses political discourse and
ideology to reproduce a postindustrial capitalist economy in the
name of good citizenship. (p. 1)

Indeed, this seems self-evident when you think about it. But it isn’t;
academics rarely analyze a social process in terms so pejorative to pervasive
mainstream values. Gorham provides the evidence needed to advance his
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Furlong, Jean-Paul Sartre, and Otto Weininger, among others. Third, by
omitting the literature on dramatic education, Howard’s discussion of
"From Image to Action” is inadequate (pp. 47 et seq.). But his sections on
useful imaginings (pp. 14-19), expression (pp. 27-37), and heuristic
imagination (pp. 43 et seq.) should be recommended to all graduate
students of education.

Personally I find part 2, "Ways of Learning," less interesting. This is
not to say that other readers will agree with me for it is coherent and
linked to the whole. My attitude, I suspect, is due to Howard’s separate
discussions of learning by instruction, practice, example, and reflection. My
own inclinations are specifically holistic and, if I am eating a cake, I like
it to be unified and not in lumps.

Finally, the publishers are to be congratulated on the overall
presentation of this volume. It is not usual in the economics of the
recession to find a significant, softcover, nonfiction book given plenty of
"air" around the type and spare pages for reader’s notes. These qualities
help to make the book "a really good read."

Richard Courtney
Jackson’s Point, Ontario

Pratte, R. (1992). Philosophy of education: Two traditions.
Springfield, IL: Charles C. Thomas, 326 pp., $58.75
(hardcover).

Professor Pratte has attempted to unite certain features of Ordinary
Language Philosophy (one type of analysis) with certain features of
Normative Philosophy. The first set of features he calls a "bag of skills"
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One can find numerous cases where the two are not necessarily related and
some where a nonnecessary or contingent relation can be found.

Most readers will not find much to object to in what is said about
language uses and concept analysis. The author does, however, follow an
older work by Israel Scheffler too closely in what he says about definitions
(pp. 22-27). He discusses descriptive definitions without first discussing
ways in which things can be described. He does not show how to analyze
and test such definitions. He discusses stipulative definitions rather well,
but he fails to show adequately that programmatic definitions can be
prescriptive, emotive, and propagandistic. In a controversial field such as
education it pays to examine definitions to find if they are partisan or
propagandistic and to reveal what is implicit in them. Other forms of
definitions, especially contextual ones, could have been shown.

The second chapter is devoted to "Statements: Claims and Disputes."
A statement is what is asserted by a sentence (p. 35). Statements asserted
for general acceptance stake claims (p. 36). Pratte identifies six types of
statements which he calls imperatives, preferences, value judgments,
empirical statements, analytical ones, and metaphysical ones. Some
philosophers, however, may only consider truth functional propositions to
be genuine. Sentences, as opposed to statements, serve other purposes in
language. Imperatives, value judgements, and some metaphysical remarks
may not be true or false in the usual sense. Pratte believes that
metaphysical sentences are about a supernatural realm of existence, have
no agreed-upon meaning, and cannot be verified (pp. 55-58). He does not
consider the possibility that some metaphysical sentences could be about
conceptual frames of reference rather than about supernatural existence.
Finally, the distinction between real and verbal disputes is explored and the
role of statements in teaching is discussed.

In chapter 3, "Justification Strategies of Clear Thinking," Pratte finds
justification to be "one of the most daunting and vexing of any [problems]
facing someone writing a philosophy of education book" (p. 63). He easily
distinguishes justification as giving good reasons for acts as opposed to
offering excuses (p. 66). He finds reason giving to be within a social
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Although Pratte goes to some length to explicate such concepts as
"person” and "respect” (p. 101) he seems to agree with W.B. Gallie that
some concepts, especially normative ones, are essentially contested (p. 101).
Applying moral principles with concern and tolerance and striving to make
punishment fit the circumstance of the offense raises questions of fairness.
Can unequal treatments of whatever kind be rationally justified? Pratte
cites the U.S. Public Law 94-142 called Education of All Handicapped
Children Act of 1975 as a case of unequal treatment. He does not
consider the educational benefits or educational faults of the act but only
justification for it in terms of least restricted environment (p. 111). Finally,
he uses the distinction between respect and esteem to show that educators
should respect all persons but bestow esteem only where it is due (pp. 118-
122).

The mediating factors in moral life for Pratte seem to be concern,
caring, and toleration. These are the topics, along with self-development,
that comprise chapter 5. The theme is that teachers need to be reasonable,
concerned, caring, and tolerant people if they are to cultivate these same
dispositions in their students (p. 123). It seems that "modelling," as Pratte
calls it, is fundamental to teaching moral dispositions. In short, as long
believed, morals are best taught by example and by doing rather than by
formal instruction or moral preachment. Nevertheless, Pratte strongly
advocates an ethical ideal, not merely for personal life but for social life
as well. This ideal, he believes, is best illustrated in prosocial behavior and
community service (pp. 147-155). In this regard, he attempts to unify what
he believes are disparate normative traditions, individual morality, and
social justice (p. 155).

In the third part Pratte attempts to use analytic methodology and values
in dealing with education. He explicates the meanings of "education,”
"schooling," and "indoctrination." There are, of course, different meanings
in different contexts of use. There are also a number of justifications for
each context. Pratte does not critically examine definitions of concepts to
show partisan uses or meanings but he goes to some length to justify
education. He analyzes the concept of "schooling” and notes that the
actual conduct of schooling was compulsory, sequential, and selective
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consideration of human dignity, respect for persons, concern, caring, and
tolerance. Authority, power, and freedom bring to mind questions of
authoritarianism and indoctrination. Pratte uses distinctions between being
an authority and being in authority and between expert authority and
authoritarianism in discussing the role of teachers and school personnel
(pp. 239-240). The role of teachers in relation to students and to
administrators is examined.

Authority in paternalistic institutions such as schools follows from the
functions of authority and power with regard to child care and schooling
of the young. Pratte analyzes concepts such as "paternalism,” "privacy," and
"rights." The problem of justifying paternalism with attending restrictions
of freedom and curtailing rights turns about the immaturity of school
children and the inherent imposition of schooling by uses of authority and
power of school personnel. Privacy is called an important aspect of
personhood and self-development (pp. 283-286); however, schools as
custodial institutions do not often respect privacy of individuals. Pratte
explores both the moral and legal right to privacy which leads to analysis
of other rights and to the role of teachers in respecting rights of students.

"

Viewing the book as a whole, it is a large and detailed work in
philosophy of education, even a textbook on one kind of philosophy of
education. It is, however, a book that teachers, school administrators, and
school board members should study. Pratte has brought many years of
experience and a thorough knowledge of philosophy of education to bear
upon schooling.

George L. Newsome Jr.
University of Georgia





