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bestowed is illusory. Real power motivates its holders to question structures and
experiences and enables people to challenge them when appropriate, knowing
that the power they hold allows them to influence those events and structures.
Illusory power, like a hologram, often looks like the real thing. However, it
needs an external power-source to maintain and direct its illusion. Power
remains with the external source.

In the CHART project, knowledge and skill are seen to be the possessions of
academic, cultural, or business experts. The project removes teachers from their
schools where they enjoy some status and control, transforms them into
students, inferior nonexperts who are to learn from the experts, and gives them
knowledge and skills to apply to curriculum writing. Knowledge and skills are
portrayed and treated as something that experts have and which teachers can
“get” only from these experts. And, the “getting” doesn’t make the receiver an
expert — the knowledge and skills still belong to the expert. It is not surprising,
then, that the teachers who participated in CHART saw their roles as one of
reorganizing or rewriting curriculum instead of creating it. In such a top-down
project, teachers don’t see themselves as experts, as knowledge creators, as
questioners of knowledge; their role is to receive what more powerful others
consider to be knowledge and skills. They are not given power over knowledge,
limiting them to being receivers and reproducers of knowledge rather than
producers of it.

Not having power over knowledge also limits teachers’ views of students as
learners. Instead of students being perceived as creators or sources of
knowledge, they are seen as receivers of it. This raises the question of where
curriculum should originate. In CHART, it begins in a place external to the
classroom, far separated from the students who will be its recipients. CHART
removes teachers from their schools, arguing that teacher self-esteem will be
enhanced in an environment more business-like and adult than schools can
provide, and that from a nonschool environment connected to business, cultural,
and academic institutions, teachers can get a wider perspective on curriculum
and teaching. This wider perspective, unfortunately, focuses attention away from
students. Curriculum comes to be created not for students, but to meet the
requirements of business, cultural, and academic institutions. In such a context,
curriculum does not start with and grow from the experiences and knowledge of
students or of their communities, nor with the community of the classroom
which includes the teacher.

Because projects like CHART are initiated by agencies outside the school
system, they reinforce the idea that schools and schooling cannot change except
through external interference, and they reinforce teachers’ views that they are
powerless to initiate change. Teachers see that real change requires large sums
of money as well as the power held by outsiders and upper-level school
administrators. They learn to think of the changes they make in their classrooms
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as being unimportant in the large scale of things. Worse, they may not be
motivated to make any changes at all unless those changes are initiated
externally.

Most externally motivated projects like CHART do not continue beyond the
short-term of administrative support and funding. Various reasons have been put
forward to account for this fact, such as lack of institutionalization of the
project, lack of leadership preparation for local takeover, lack of local
administrative commitment and support in terms of both leadership and funding.
It is likely that all of these reasons play a role. However, to the list can be added
that they give teachers who are the implementors only illusory power, power
conferred, that disappears as its external source disappears.

Unlike top-down projects such as CHART which begin with the assumption
that teachers lack power and knowledge, bottom-up approaches like that
described by Connelly and Clandinin in Teackers as Curriculum Planners:
Narratives of Experience begin with the assumption that teachers possess both—
that they just need to learn how to take advantage of what they already possess
in the case of personal practical knowledge or of what they have access to in the
case of inservice sessions, pedagogical and research literature, other teachers,
academics, and experts. Teachers already possess power so the authors make no
claim to be “empowering” teachers. This power is real in that the teacher
determines, after experience and reflection, the curriculum for his/her classroom.

Connelly and Clandinin credit Dewey for their belief that experience is
fundamental to all education and argue that there is “tremendous power and
potential [for reform of schooling] in the experience of classroom teachers” (p.
xv). Not only do the personal and professional experiences of teachers give
shape to the classroom curriculum, but they have the potential to transform
classroom practice. They say, “We understand how spirited teachers may
revolutionize their practices through reflection on their own experiences and
new ideas, and how they can transform new ideas into powerful curriculum
programs through this reflective process” (p.xv). The book is written for
teachers (preservice, novice, experienced) and its purpose is to give teachers the
understandings and tools they will need to reflect on their experiences.

After an introductory Part I which briefly develops the idea that curriculum is
what is experienced in the classroom, Connelly and Clandinin present the
narrative approach to understanding curriculum. Part II prepares teachers for
reflecting on their experiences. It presents a critical review of the literature that
deals with teachers’ knowledge, values, and beliefs (the personal) as a means of
introducing the idea that narrative is the embodiment of personal practical
knowledge. The rest of Part II is devoted to teaching teachers how to reflect on
their personal knowledge, discussing the various means of recording experience
for private reflection (journal, biography, picture and document analysis) and for
recording experience for shared reflection (storytelling, letter writing,





















The Journal of Educational Thought, Vol. 25, No. 1, April 1991 69

If they [teachers] were to be treated as servants then they would organize, if
their pay was low then they would strike, if they were penalized and wished to
renew their fight for a new education then they would vote for or join the
Labour Party. (p.xi)

Teacher unions/federations have been critical factors in the working lives of
teachers. They have won important salary, benefits, and working conditions
packages for teachers, protecting them from firings by including due cause and
seniority clauses in contracts, and protecting the profession by insisting that the
unqualified not be allowed to teach. They have also operated in the larger
political arena by responding to educational policies on behalf of teachers.

The interplay of past contemporary forces shown by Lawn led to the
formation of these unions/federations; the present contemporary interplay may
lead to their restructuring just as it seems to be leading to a restructuring of the
educational system. The professionalization of teachers may create a different
role for teacher union/federations, a more professional role, one where they
become protectors of the profession, of membership, professional practice, and
professional standards.

At the same time as books such as these being reviewed here are being
written, read, reviewed, and their contents discussed and argued about, the
education system is responding — devising solutions and implementing
changes. Because it is a system connected to all other systems and, as such, in a
constant state of change, it cannot be rationally planned. Instead, it can be
influenced. However, to influence requires power. The issue is the same one it
has always been: control of education. This time there is a chance for teachers to
emerge as professionals able to exercise personal, institutional, and professional
power. These powers will not come easily and will require that teachers and
their organizations engage in struggle. They will have to move quickly not only
because reform initiatives move quickly but because new influences like the
well-publicized impending teacher shortage have the potential to divert the
struggle from one over control of education to one of control over professional
qualifications. This is a struggle that teachers might better engage in from a
position of some control.

What is not adequately dealt with in any of the books reviewed here is that the
educational system is part of a political and economic system. In the case of
modern industrial societies, it is a system which is characterized by inadequate
health care for some segments of the population, overcrowded jails, the jailing
of Blacks (one in four American Black males in their twenties undergoes
incarceration), Hispanics and North American Natives, economic opportunity
unevenly distributed by race, sex, and socioeconomic status, a growing gap
between the haves and the have nots, overcrowded cities, a drug problem of
crisis proportions, a growing number of homeless, etc. Although social problems
like these receive media attention, none of them (except perhaps the drug
problem) has received the solution-intense attention that the educational system
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has received. Surely these social problems are as serious as any problems
displayed in education. Reform initiatives will only be successful to the extent
that they involve all who have a stake in the outcomes and to the extent that they
are viewed within social, political, and economic matters.

Salina Shrofel
University of Regina

References

Adler, M.J. (1982). The Paideia proposal. New York: Macmillan.

Apple, M. (1988). Teachers and texts: A political economy of class and gender relations
in education. New York: Routledge.

Fairclough, N.(1989). Language and Power. London: Copp Clark Pitman.





