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1. Raisngthewallsup: atechnical approach to school

It is overdl accepted that the generdisation of the school as a public inditution
occurred at the time of the Industrid Revolution and, within a certain extent, as an answer to
the demands imposad by the new working and socid conditions. In fact, the digolacement of
greetly massve populaions from the countryside to the surroundings of indudrid towns
obliged the date authorities to pay more attention to the problems raised by neglected children
and unoccupied adults. It became necessary to “store’ and “inbox” them, in order to conform
them to the new indudrid order. As A. Toffler says it was necessary to adapt them to a
repetitive work in aworld full of smoke, noise and machines, alife in overpopulated ambients
and collective discipling, where time was supposed to be regulated by the factory whidle
ingead of the sun cycle (Toffler, 1971). Inthis particular context, the “massteaching”, literdly
ingoired by Taylor's scientific management modd (1985. Orig. ed. 1911), should be the right
answer for the educaion of a new type of man the sysem needed. The idea of gathering
crowds of pupils (raw-materid) to be processed by teachers (workers) in a centra school



(factory) was a demondration of an indudtrid genius, according Toffler.

So the school we now have - it is not to be forgotten - was born to perform a well
determined misson: to Smply operate (trandform) the pupil with the maximum of effidency
and the minimum of cods in an entrepreneurid, commerdd or indudrid logic, Sressng the
technicd rationdity of the process product relaionship, aming & efficiency and productivity
(Beyer & Ligton, 1996).

Within this context, it is underdandable that “teaching” became the centrd interest for
the curricullum desgn to be goplied a schools Paticulaly in the USA, and under the
influence of Johann Friedrich Herbart (1776-1841), German philosopher and educator,
known as the “father of scientific pedagogy”, one asssted, from the middle of 19" century, to
the emergence of a new pedagogica areareated to the teaching organization, associated to a
specific object of study and research: the curriculum. In spite of John Dewey’ s works on The
absolute curriculum, in 1900, The curriculum in elementary education, in 1901, and The
child and the curriculum in 1902, Franklin Bobbit's publications (The Curriculum, in
1918, and How to make a curriculum, in 1924) were consdered as the great |landmarks for
the definition of a new aea directly concarned with “teeching” and its “sdentific
management”, according to an ordered and sequentid design to reach clear, observable and

meesurable objectives.

Raph Tyler later acknowledged these principles, in 1949, with his book Basic
principles of curriculum and teaching, in acontext of sruggling for the supremacy in spdtid
competition by the two political and military blocks resuiting from the 2™ World War. The
care with the organization of teaching became more accurate then. This author raised four
badc questions, each one focussng on a certain phase of the process of curriculum design:

1. What are the purposes of the school ?

2. What educationd experiences are related to those purposes?
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3. What are the organizational methods, which will be used in rdation to those

purposes?
4. How will those purposes be evauated?

Hilda Taba, with her Curriculum Devel opment — Theory and Practice published in
1962, made use d the same sort of technica gpproach, dthough presenting seven phases for
the congruction of a coherent and sequentid curriculum:
1. Thediagnosis of needs;
The definition of objectives;
The sdection of contents;
The organization of contents;
The sdection of learning experiences,
The organization of learning experiences;
The definition of what isto be assessed and processes and meansto do it.

N o gk~ W DN

These principles gave form to the so-cdled Rationale Tyler viewed as alinear and
prescriptive theory of teaching, basad on a quite trangparent definition of objectives in terms
of observable behaviours, under the presuppostion that it was the only way to get an
objective evduaion of the results. It was thought that only this way would give the western
world the posshility to react to the soviet leadership symbolicaly conquered with the
launching of the firg Sputnik, in 1957.

Such a behaviouridic idea of curriculum would later be radicalised with Robert
Mager's works, which demanded not only the definition of the externa behaviours, but aso
the definition of the criterion (level of desired quantity or/and qudity) and the condition under
which they had to be shown. That was the time of the burdt of the taxonomies of objectives,
as thoe of Bloom et al. (1956), Kratwohl (1964) and Harrow (1972), for example,
supporting the well-known “Pedagogy for the Objectives’, which inundated the educationd
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literature with the illuson of a merdy adminidrative and technica curricular theory turned to
theingde of the school. The teacher was a mere technician of instruction whose role was to
trandate generd gods and ams determined dsewhere into behavioura concrete objectives to
operate within the classroom. But he didn't raise questions about what he was supposed to
teech.

2. A poalitical approach demoalishing the school walls

In spite of aAl the hard task of planning drategies, methodologies, techniques and
resources to work at school, as a confined space, | dare to say that it had little to do with the
essence of the curriculum. In fact teacher Smply put into practice didactics rules, not having in
mind influences played by other sysems from the outsde, which srongly interacted with
school. Based on some curriculum critica theories, this paper proposes to demalishthewalls
of an apparently safekeeping building. They seem to be quite important to me, aslong asthey
face knowledge differently, trying to rdae it with ideologica, culturd and economic forcesin
the society in order to deeply understand the reasons lying under the education organization.
With these theories, knowledge stops being consdered as something sacred and untouchable,
to become relative and questionable, thus making the school wallsfal down.

Having ther roots in the critical andyss performed by Frankfurt School, wherein the
thirties of 20" century critical thinkers as Theodor Adomo, Walter Benjamin, Erich Fromm,
Jirgen Habermas, Max Horkheimer and Herbert Marcuse were determinant, these theories
darted looking a the curricdum worked a school as a result of a certain sdection made by
someone who detains power. In ther opinion the sdection of knowledge (among a broad
universe condtituting the curriculum) is, only for that reason, an operaion of power. AsT. T.
Slva sys, while “The traditiond theories were theories of acceptance, adjusment and
adaptation. The criticd theories are theories of misrugt, questioning and radica change”
(2000: 27). Making use of J MacDondd's terminology (1995), we can sy they are the
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“framework theories’, which, in oppostion to the “curricular engineering theories’, are
grounded on the complex reationship between curricllum and ideology, curriculum and
culture, and curriculum and power.

For example, Louis Althusser’ sessay on |déolagie et appareils idéologiques d Etat,
in 1970, andysad the relationship between culture and economy, in a more subtle way then
the one proposed by the traditiond Marxism. Using an argumentation founded on the concept
of “ideology”, he tried to demondtrate how this*“ideology” is Sronger than the materid power
of economic bads for the maintenance of the status quo. Also being influenced by Freud and
Lacan, he consdered that the “ideology” acts in an unconscious way, giving us the feding that
we are responsble and fredy choose to believe what we beieve. In fact it isa sort of a
defence mechanism, which prevents us from facing exploitation, oppresson and dominetion,
thus making us dienated from that redlity. But even so the “ideology” has a materid exigence
for him. In his opinion, it is a practice with lively and concrete dimensons it has cusoms,
rituas, patronised behaviours and ways of thinking the State makes use of for the maintenance
of dominant cdlasses in power. On the one hand, the control of the State is performed through
the repressive forces (courts, police, prisons, amy, etc.): the Sate repressive goparatus. On
the other one, there are the so-cdled State ideologica gpparatus. politica parties, schools,
church, family, media and so on. According to this author, these dructures give us the
impresson that we fredy choose a st of ideas, which in fact are imposed to us. And the
school gppears as one of the State ideologica apparatus, which assure the reproduction of the
dready exiding reations of power and exploitation among the socdd dases on a
presuppostion of inequity of opportunities in order to build individuds identities in
conformity with predetermined cdls
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Ferre Bourdieu and JeanClaude Passeron have aso sudied the role played by the
schoal for the maintenance of the status quo, equaly focussing ther attention on the culture
transmitted by the schoal. In 1964, with Les Héritiers, les éudiants et la culture, they
darted to Satidicdly andyse the access to higher education drawing the condusion that the
French universty mainly welcomes the “heirs’ of socid privileges They dso reflected about
sudents and teechers attitudes that contribute for the configuration of hidden rules in the
universty “game’. Rather than economic inequities, they tried to put the role of culturd
heritage into evidence, having in mind al that subtle capitd meade up of knowings (know how
to do and how to say), dl those that children of upper classes owe to the familiar environment.

With La réproduction. Eléments pour une théorie du systéme d’ enseignement,
published in 1970, they searched to demondrate the connection between the school success
and the privileged socid Stugtions, the same way as the one between the schod failure and
the poor socid contexts. In their opinion, school confirms and reinforces the upper classes
culture, disguisng a socia sdection under the form of a technicad assumed objectivity. This
way, the school legitimates the reproduction of sodid hierarchies through schoal hierarchies
and the assessment plays a fundamentd role in dl this process, assuming itsdf as neutrd,

scientific and technicdly rigorous.

In La digtinction. Critique sociale du jugement (1979), they tried to demondrate
thet “didinction” is not something to be teken for granted (“naturd refinement”) but it results
from a process of condruction. Based on empirica data collected in the sixties, they have
conddered that taste, for example, in the gppreciation of art, food, music, sports or other

culturd goods, is an “acquired culturd competence’, used to legitimate socid differences.
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According to ther theses, there are two different syslems of socid hierarchies in modern
societies: the economic one, where each one's postion and power is determined by money
and property (economic capitd), and the culturd or symbolic one determined by the amount
of culturd or symbolic capitd a person has. the exterior gppearance, honour, prestige, way of

being, way of taking, etc. The ssparation among classes is reproduced by the habitus, the
sodid order subjectively interiorised (“symbolic violence”) which makes one internally judtify

and accept as legitimate ways of culturd expresson built by the dite. And the schodl, in spite
of prodaming its function of democratic indrument of socid mohbility, legitimates and, a a
cartan extent, perpetuates chance inequities for its pupils because “dl pedagogic action is,

objectivdy, symbalic violence insofar as it is the impodtion of a culturd arbitrary by an

arbitrary power.” (1979: 46).

Chrigian Bauddot and Roger Edtablet, as Bourdieu and Passeron's disciples, dso
andysed the reproduction of the exidting society through schooling process. Characterisng
thisingtitution as bourgeois and capitaist in L’ école capitaliste en France, in 1971, they tried
to demondrate how some subject-matters, like History, Geography and Socid Studies, are
more permegble than others to the dissemination of certain atitudes among the pupils, suchas
the conformity to roles of submisson and subordination, in the case of working classes
children, at the inverse extent of the promation of control and leedership roles in the children

of the dasses owning means of production.

On the other dde of the Atlantic, Samud Bowles and Herbert Gintis have dso
dedicated themsdves to this type of discusson with their Schooling in capitalist America,
published in 1976. Nevertheess they moved the emphasis from the subject matters the pupils
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learn, towards the way they experience the socid rdaions a school, having in mind their
adjustment to a structure of a society copied from the economic world. “The correspondence
between the socid rdation of schooling and work accounts for the ability of the educationd
system to produce an amenable and fragmented labour force. The experience of schoaling,

and not merdly the content of formal learning, is centrd to this process.” (1976: 125).

Alerting to the dissonances exigting between the North American governmert systems,
badcaly democratic, on the one Sde, and the economic sysems, essantidly dictatorid, on the
other Sde (dictatorid, in their opinion, because the workers are not alowed to participate in
the decison meking), they drew the attention to the role played by the school, saying thet it
legitimates the myth of a technocratic and meritocratic society, by training the younggters for
socid relations of domination and subordination, characteridic of the economic life. Only a
deep andyds of what happens & an underground leve, the leve of hidden curriculum, can
reved in ther opinion how certain attitudes are worked, like obedience and respect for the
authority, for example, given that they are consdered adequate for the maintenance of asocid

dratified Sructure.

Another example is Paulo Freire who faced education in generd as a palitical process
rather than a pedagogica one. In his Pedagogy of the Oppressed (1971) he systematized the
foundations of his theory. For him, Man's ontologica vocation is to be a Subject who acts
onto the world, having the posshility to change it; the more ignorant he might be, the more
deep ingde the “slence culturé’ he might live, heis able to regard the world in a critical way,
in a“didogicad” meeting with the other. Since he gets the necessary and adequate insruments
for that meeting, the Subject can gradudly be acquainted not only with his socid and persond



9

redity, but dso with the exiding contradictions. This process of becoming aware
(“conscientisation”) ams & providing the oppressed the necessary ingruments of reading and

writing for their own liberation.

Education is, from this point of view, a cultura action, which has much to do with the
process of criticd “conscientisation”. As a problematisng and not banking concept
(transmisson meaning deposit), education becomes an ingrument for palitica organisation of
subordinated socid dasses, thet isto say, of the oppressed ones. Defining consciousness with
the adjective “critical”, he dlocatesit into a adium that is beyond the pontaneous sphere of
perception of the redity. The consciousness becomes criticd when Man assumes a truly
epigemologicd atitude of searching knowledge, fully immersed in the phenomenologica
essence of the object he wishesto andyse.

In the saventies as well, there came in England a movement which would be known as
the “New Sociology of Education” (NSE), led by Michad Y oung, who in 1971 published a
book with the significart title of Knowledge and Control: New Directions in the Sociology
of Education, made up of chepters written by himsdf and others like P. Bourdieu, B.
Berngtein, G. Edand and N. Keddie, for example. As suggested by the title, the fact of dso
rasing questions about the neture of the knowledge tranamitted by the schoal, this movement
confronted the sociologica approach used until then, which seerched schoaling failure reasons
in the so-cdled home crcumdatances, like home culture, language and environment. Insteed of
thet, the NSE turned its focus of attention into the curriculum itself, making it respongble for

the production of socid inequities.
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Having Lyotard's post-modernism and Foucault, Derida and Barthess pos-
dructurdism as theoretica references, this movement considered that the idea of Subject
liberation through an educationd transforming project presupposes a “greet narrative’ or
meta- narrative on education (an ided vison about education). For the post-modern and post-
Sructurdigt criticiam, this type of explanation might be dangerous and totditarian, due to the
disagtrous consequences one might draw from it: in the political areg, it legitimated the

totditarian regimes, and in education, the excluson of culturad differences.

Based on a gmilar argument, the NSE rejected the “great narratives’ of school
curriculum knowledge, trying to study the reasons why certain knowledges are sdected and
the process they pass through until they become school subject matters. According to this
point of view, the curriculum sociology would study the rdaions of power existing amnong the
various subject matters and areas of knowledge: Why should some have more prestige than
others? Why should some have more time dlocated in the schedule than others? Why should
some be object of forma assessment and not others? Which dass interests, professond and
inditutiona ones, would be involved in this power game?

While these critical postions regarding the school and the curriculum were discussed
within aress coming from sociology a@d philosophy, another movement, rgecting Tyler's
curriculum engineering, started gppearing in the USA and in Canada, with names as James
MacDondd, Dwayne Huebner, Maxine Greene, Michad Apple, Henry Giroux and others
under the leadership of William Pinar. Trying to understand the “essence’ of education and
refusng the curriculum concept as a technique, this movement a a beginning Sage gave a

grester emphads to the credtivity, arts and humanities, spiritud and aesthetic vaues, those
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aspects connected with a perspective of persond and inter-subjective nature rether than
politicd one, based on phenomenologicd, hermeneuticd, psychoandyticd and auto-
biographica theories.

In fact the so-caled movement of curriculum reconceptudization gppeared in a more
systematized way, from the | Conference on Curriculum, which took placein the University of
Rochegter in New York, in 1973. The conference book organised by William Pinar was
ggnificantly cdled Curriculum Theorizing: The Reconceptualists later published under the
titte of Curriculum Sudies. The Reconceptualization. It was the fird time that from the
ingde of the curriculum area Some voices came to demolish the walls of a school faced as a
place for technicd and adminidrative teaching activity. From this movement of
reconceptudization however, two authors left the phenomenologicd and hermeneuticd
andyss behind to primaily focus onto the politicdl Sde of the curriculum and school
knowledge: Miched Apple and Henry Giroux.

Reecting againg the overvaue confared to the language in the condruction of
meanings, Michad Apple says it is important not to forget that the world ingde and outsde
schoal is not only atext. In spite of accepting the worthy eements post-modernity brought to
the andysis of education, he derts to the eventua dangers of exaggerating their use in the data
interpretation. The idea is not to subgitute a great narrative by another one after dl. Works
like Ideology and Curriculum (1979), Education and Power (1985), Teachers and Texts
(1988), Official Knowledge (1993), Democratic Schools (1995) and Cultural Politics
and Education (1996), are some of the books from whereit is possible to read his concern

for a more far and democratic education. Being openly againgt the neo-liberd perspective,
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which thinks the world as a vast supermarket, reducing democracy to the “consumer’s free
choice’ in a free market, M. Apple and J. A. Beane dert for the fact that “the ideds of
education, whether men are taught to teach or to plough, to weave or to write, must not be
dlowed to dnk into sordid utilitarianism. Education must keep broad ideds before it and

never forget that it is dealing with souls and not with dollars’ (1995: 21).

Referring to the socid and economic control developed by schoals, through smple
routines a the level of the hidden curriculum, Apple underlines the idea that schools dso
control knowledge. “Since they preserve and didribute whet is perceived to be ‘legitimate
knowledge' — the knowledge thet ‘we dl must have' . Schools confer culturd legitimacy on the
knowledge of specific groups. But this is not dl, for the ability of a group to make its
knowledge into ‘knowledge for dl’ is rdaed to that group's power in the larger politica and
economic arena. Power and culture, then, need to be seen, not as datic entities with no
connection to each other, but as attributes of existing economic relations in society.” (1990:
63-64). But there is a hope for change when he says that “schools are not ‘merely’
reproduction inditutions, where dl the knowledge administered, either explicit or hidden,
inexorably trandforms gudents in passve and conformed bengs, anxious to integrate
themsdves in an unequd sodiety. (... The sudents do not) passively interndize pre-designed
socid messages” (2001: 55). It is interegting to notice A. Gramsai’s idea of “resstance’
(1971) being contrary to the previous fatdis and inexorably reproducing theories firdly
described.

Henry Giroux is another example of a broader and critical view upon the schodl,
strongly supporting the permeghility of different socid trends into school. The son of French
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Canadian working dass immigrants, he early cared about the issues of ethnic, linguidtic,
economic and cultura diversity characterigtic of public schools nowadays and particularly of
North-American sodiety. Inspired in the British culturd gudies of Richard Hoggart and
Raymond Williams, Henry Giroux's culturd studies have to be interpreted a the light of a
post-modern debate. He criticises the modernist nature of public schooling because within the
discourse of moderniam, knowledge is dravn dmos exdudvey from a dassc European
modd of culture and civilisation, fragmented into autonomous and pecidized bodies. The
“adturd dudies’ derts teachers to the issues of multiculturdism, race, gender, identity,
power, knowledge, ethics and work, making them think about the ultimate gods of schooling.

From the various books and aticles published done or in co-authorship with S.
Aronowitz, A. Penna, W. Pinar, R. Smon, P. McLaren and others, it is possible to draw the
recurrent idea of a new post-modern culture, characterized by specificity, difference, plurdity
and multiple narrdives, that are dmost entirdy ignored by the schools. He gives a specid
atention to the so-cdled popular culture which is neglected by the school by wrongly
congdering it as vulgar and with no socid pregtige, and consequently unworthy of being
academicdly legitimate. All his works am a making teachers become aware tha thar pupils
carry with them diverse socid memories from the outsde of school, which are legitimate too.
So the pupils have the right to express and represent them in their process of learning and sdlf-

determination.

3. Conclusion
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To condude, it seems obvious thet the study and discussion of critica theories like the
ones | have been presenting (it does not mean that others could not be selected) provide good
ingruments for a degp comprehension of what redly occurs a& schod. Ther indusion in
teacher education programmes is supposed to train future teachers to be reflexive and critica
practitioners (Schon, 1987; Zeichner, 1993), that is to say, red professonds and not mere
puppets on a string pulled by anonym forces located somewhere out of their contral. If we
think about the demands of qudity in terms of knowledge and practice formulated by Europe
(see the “White Paper on Education and Training — Teaching and Learning — Towards the
Learning Society”, 1995), then we have to recognise it is urgent to educate teechers for
critica thinking, insead of mechanica and repetitive skills

In a school we dl want democratic and without walls, open to socid and culturd
diversty that characterises Europe today, we should gart “reeding” the curriculum no longer
as a merdy technicd, nontheoreticad and nonpoliticad subject-matter with the only task of
organizing the school sdf- centred knowledge. The schoal curriculum is a political artefact,
which is in interaction with ideology, socid sructure, culture and power. That is the reason
why | congder it isimportant teachers nowadays are able to undersand schools beyond their

wdls
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