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go in any one unidimensional direction. Even more waoH.Sbr m&.mn C Jmﬁuﬂmﬁ 3
multiple examples demonstrate that the success of mﬁu.mmo?mﬁ<m po .QMM

is never guaranteed. This is crucial in a time érn.b it is easy to lose sig m

of what is necessary for an education worthy of its name. =

i iti i alled “optimism, but without
Why taking a position that might be ¢ : . » |
illusions” is important will become clearer in the next chapter where I _U ro ﬁ_ ucin @ _ n mﬂ ua _ _.H_ es:

discuss in much greater depth not only the effects of the forces of con-

i dernizati &nwo:nwnmmpmwﬁnmnomommnroow.gh&mo . ﬁ“o:mm—)\m.ﬂ_,\m Z_OQmﬂsmNm.ﬂmO—J

weaknesses of many of the ways the supposed alternative—“critical N _UO_ _ﬁ< a _JQ V—‘. a ﬁ.ﬂ_ ce
pedagogy’—deals with them. .

GRITTY MATERIALITIES

For the past two or more decades, even before the new hegemonic bloc
Thave been describing assumed power, a body of literature in education
has grown that has sought to help us think politically about curriculum,
teaching, and evaluation. I myself have participated in the building of
these critical perspectives. Much of the literature on “critical pedago-
gies” has been politically and theoretically important and has helped us
make a number of gains. However, given what I said in the past two
chapters, this literature has some characteristics thar limit its effective-
ness in mounting serious challenges to what is happening all around us.
It too often has not been sufficiently connected to the ways in which
the current movement toward conservative modernization both has ai-
tered common-sense and has transformed the material and ideological
conditions surrounding schooling. It, thereby, sometimes becomes a
form of what best be called “romantic possibilitarian” rhetoric, in which

R
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the language of possibility substitutes for a consistent tactical analysis of
what the balance of forces actually is and what is necessaty 10 change it.!

1n this chapter, I examine in even more detail the ways in which the
social and cultural terrain of educational policy and discourse has been
altered “on the ground” so o speak. ] argue that we need to make closer
connections between our theoretical and critical discourses on the one
hand and the real ransformations that are currently shifting educational
policies and practices . fundamentally rightist directions on the other.
Thus, part of my discussion is conceptual, but part of it appropriately
is more empirical than in Chapter 2 in order for me to pull together
what is known about the real and material effects of the shift to the right
in educaton.

My focus on the “gritty materialities” of these effects is not meant to
dispaiss the importance of cheoretical interventions. Nor is ft meant to sug-
gest that dominant discourses should not be constantly interrupted by the
creative gains that have emerged from various neo-Marxist, feminist,
postmodern, poststructural, postcolonial, queer, and other comIMUAItES.
Indeed, critical pedagogies require the fundamental interruption of com-
mon-sense. However, while the construction of new theories and utopian

visions is important, it is equally crucial to base these theories and visions

in an unromantic appraisal of the mmaterial and discursive terrain that now

exists. Common-sense is already being radically altered, but not in direc-
dions that any of us on the left would find comforting. Without an analy-
is of such transformations and of the balance of forces thar bave created
such discomforting alterations, without an analysis of the tensions, differ-
ential relations of power, and contradictions within it, we are left with in-
creasingly elegant new theoretical formulations,
understanding of the field of social power on which they operate.2

RIGHT TURN

In his influenial history of curriculum debates,
documented that ed

but with a less than elegant

Herbert Kliebard has:
ucational issues have consistently involved major

]
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3 | n_m& who are committed to the ideology and techniques of accountabil
£ M%MME@MMHH and “management.” Although clear tensions m._“wnwo“pl
| o &cnwn.é_ &5 mEm. mw._rmbnn,._w general its overall aims are to provide
P nOOb n.prn_EODm believed necessary both for increasing inter-
| H._ HomemnmNoHMwnnﬂé.mDQm“nw_..om“, and discipline and for returning us to a
B past of the “ideal” home, family, and school.

(+4

as th i ide i i
b Mmm ﬁrwn_u guide its economic and social welfare goals. They include
the dramatic expansion of that eloquent fiction, the free market; the

né outside the school; the lowering of people’s expectations for eco-

cmhnw_n w.nnznqw the “disciplining” of culture and the body; and the po
1zation of what is clearly a form of Social Darwinist thinking mw nW‘
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recent popularity of The Bell Curve so obviously and distressingly indi-

cates.®

The seemingly contradictory discourse of competition, markets,and |

choice on the one hand and accountability, performance objectives, stan-
dards, national tesung, and national curriculum on the other has created
such a din. that it is hard o hear anything else. Even though these seem
to embody different rendencies, they acrually oddly reinforce each other
and help cement conservative educational positions into our daily lives.”

While lamentable, the changes that are occurring present an excep-
tional opportunity for serious critical reflection. In a time of radical so-
cial and educational change, it s crucial to document the processes and
effects of the various and sometimes contradictory elements of the con-
servative restoration and of the ways in which they are mediated, com-
promised with, accepted, used in different ways by different groups for

their own purposes, and/or struggled over in the policies and practices
of people’s daily educational lives.8 I give a more detailed sense of how
this might be happening in current “ceforms” such as marketization and

national curricula and national testing in this chapter. For those inter-
ested in critical educational policies and practices, ROt ©0 do this means
that we act without understanding the shifting relations of power that
are constructing and reconstructing the social field of power. While
Gramsci’s saying “Pessimism of the intellect, optimism of the will” has
a powerful resonance to it and is useful for mobilization and for not los-

ing hope, it would be foolish to substitute thetorical slogans for the fuller &

analysis that is undoubtedly required if we are to be successful.

NEW MARKETS, OLD TRADITIONS

g TR

Historically, behind a good deal of the New Right’s emerging discursive

ensemble was a position that emphasized “a culturalist construction of

the nation as a (threatened) haven for white (Christian) traditions and
values.”® This involved the construction of an imagined national past.
that is at least partly mythologized, and then employing it to castigat®
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th
Mm _uMM.mmHM. ﬂmmb\ McCulloch argues that the nature of the historical im-
wwqm ) mMn Mo ing has changed. Dominant imagery of education as be
safe, domesticated, and progressive” Qmm i i ;
: , t is, as leading roward
mﬂmnmmm .E.E social/personal improvement} has shifted Homvnnocum
t Rmﬁoabm..n.mﬁmwmmn_. and regressive.”!0 The past is no longer the
source of mﬁgrﬂ.& but a mark of failure, disappointment, and loss. This
is seen most ﬁS&M in the arracks on the “progressive orthodoxy” that
mcwwomn&% DOW Ieighs supreme in classrooms in many nations.!!
GB”MM MMM%W :_“wﬂ%mmm[ﬂrocmv much the same is echoed in the
. Australia, and elsewhere—Michael Jones, th iti
| . , the political ed-
itor of The Sunday Times, recalls the primary school of his %m%. o

Pri .
QMHEV\. Mrnw.woo_ was 2 happy time for me. About 40 of us sat at fixed wooden
with ink wells and moved from them only with grudging permission

Teacher sat in a higher desk in fi
: ront of us and moved onl th
board. She smelled of scent and inspired awe.12 o theblace

ameWM_”bE of Enﬁmmroa invoking discipline, scent (visceral and almost
), and awe is fascinating. But he goes on, lamenting the past

thirty years of “reform” tha
] ) t transformed prim h ]
his own children’s munm.unﬂmmbnmv uOﬂnm says: p ary sc ools. mwn%ﬂm of

My chi o

S% QHEEH spent their primary years in a showplace school where they

mnMn owed to wander around at will, develop their real individualicy and
odge the 3Rs. It was all for the best, we were assured. But it was not.!?

mOH o b 3
Jones, the “dogmaric orthodoxy” of progressive education “had

led di i
led directly to educational and social decline.” Only the rightist reforms

msututed in the 1980s and 1990s could halt and then reverse this de-

.dine.14 Only then could the imagined past return.

EHHH_MUM MM MMMMM _Mhumﬂw@ mm._m on this side of the Atlantic. These sen-
Wl B e o t HM. wMT lic pronouncements of such figures as
m_n..é i, Hnmu E.D.. irs ..?.a and o&.ﬁ? all of whom seem to be-

gressivism is now in the dominant position in educational




e

68 - Educating the “Right” Way

policy and practice and has destroyed a valued past. All of them believe
that only by tightening control over curriculum and teaching (and stu-
dents, of course), restoring “our” lost tradirions, making education more
disciplined and competitive as they are certain it was in the past—only
then can we have effective schools. These figures are joined by others
who have similar criticisms, but who instead turn to a different past for
a different future. Their past is less that of scent and awe and authority,
but one of market “freedom.” For them, nothing can be accomplished—
even the restoration of awe and authority—without setting the market
loose on schools so as to ensure that only “good” ones survive. ’
We should understand that these policies are radical transformations.
If they had come from the other side of the political spectrum, they
would have been ridiculed in many ways, given the ideological tenden-
Gies in our nations. Furthes, not only are these policies based on a 10-
manticized pastoral past, these reforms have not been notable for their
grounding in research findings. Indeed, when research has been used, ic
has often either served as a thetoric of justification for preconceived be-
iefs about the supposed efficacy of markets or regimes of tight ac-
countability or they have been based—as in the case of Chubb and Moe’s
much publicized work on marketization—on quite flawed research.!>
Yet, no matter how radical some of these proposed “reforms” are and
no matter how weak the empirical basis of their support, they have now
redefined the terrain of debate of all things educational. After years of
 conservative attacks and mobilizations, it has become clear that “ideas
chat were once deemed fanciful, unworkable—or just plain extreme” are
now increasingly being seen as common-sense.16
Tactically, the reconstruction of common-sense that has been ac-
complished has proven to be extremely effective. For example, clear dis-

cursive strategies are being maw_o%& here, ones that are characterized

by “plain speaking” and speaking in a language that “everyone can u-

derstand.” (I do not wish to be wholly negative about this. The impot-
educators;

cance of these things is something many “progressive”

including many writers on critical pedagogy, bave yet to understand.}”.
These strategies also involve not only presenting one’s own position & :

e AN T,
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o
common- i itly i i
mon-sense,” but also usually tacitly implying that there is some-

thing of a conspira ,
cy among ones opponents to deny the truth
only that which is “fashionable.”!® As Gillborn boﬁ% nortosy

This is 2 powerful technique. First, it assumes that there are 1o genuine ar-
m.:.Emna against the chosen position; any opposing views are thereby po-
sitioned as false, insincere or self-serving. Second, the technique wnnmmwa
the speaker as someone brave or honest enough to speak the (previously)

unspeakable. Hence, the moral high :
> ground is assumed
further denigraced.!? umed and opponents are

. It is hard to miss these characteristics in some of the conservative
r_wwnmmsmn wwn_.. as Herrnstein and Murray'’s publicizing of the unthink-
M.. e H,W#M_Hr m_u.oﬁ genetics and .mmﬁn_.:mmbno or E. D. Hirschs latest

ough” discussion of the destruction of “serious” schooling by progres-

sive educators.20
MARKETS AND PERFORMANCE

claim that the invisible hand of the market will inexorably lead to bet-

RH&HW. As Roger Dale reminds us, “the market” acts as 2 metaphor
cather o . .
an an explicit guide for action. It is not denotative, bur con-

. H._oBﬁ.?o. H.r:mq it must itself be “marketed” to those who will exist in it
._ wsn_ live %Fr:u effects.?! Markets are marketed, are made legitimate
bya depoliticizing strategy. They are said to be natural and neutral mbnm
.Mwwogan_ by effort and merit. And those opposed to them are by umamT
tion, hence, also opposed to effort and merit. Markets, as well, are sup-
.,.”.WH”MM_W. Ha.mm subject to political interference and the weight Mm
. E&MMMMH mz.onm&_wwmm. Plus, they are grounded in the rational choices
e actoss. Thus, markets and the guarantee of rewards for
and merit are to be coupled together to produce “neutral,” yet pos-
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itive, results. Mechanisms, hence, must be put into place that give evi-
dence of entrepreneurial efficiency and effectiveness. This coupling of
markets and mechanisms for the generation of evidence of performance
is exactly what has occurred. Whether it works is open to question. In-
deed, as I shall show shortly, in practice neoliberal policies involving
market “solutions” may actually serve o reproduce—not subvert—tra-
ditional hierarchies of class and race. Perhaps this should give us reason
to pause???

Thus, rather than taking neoliberal claims at face value, we should
want o ask about their hidden effects that are t00 often invisible in the
chetoric and metaphors of their proponents. I shall select a number of
-ssues that have been given less attention than they deserve, but on which
there is now significant research.

The English experience is apposite here, especially since proponents
of the market such as Chubb and Moe rely so heavily on it24 and be-
cause that is where the tendencies I analyze are most advanced. In En-
gland, the 1993 Education Act documents the state’s commitment to

marketization. Governing bodies of local educational authorities (LEAs)
were mandated to formally consider “going GM?” (that is, opting out of
the local school system’s control and entering into the competitive mar-
ket) every year.25 Thus, the weight of the state stood behind the press
toward neoliberal reforms chere.26 Yet, rather than leading to curricu-
lum responsiveness and Jiversification, the competitive market has not
created much that is different from the traditional models so firmly en-
crenched in schools today.27 Nor has it radically altered the relations of
inequality that characterize schooling.

In their own extensive analyses of the effects of markerized reforms
“on the ground,” Ball and his colleagues point to some of the reasons
why we need to be quite cautious here. As they document, in these sit-
uations educational principles and values are often compromised such
that commercial issues become more important in curriculum design
and resource allocation.28 For instance, the coupling of markets with the

Jemand for and publication of performance indicators such as “exami-

naton league tables” in England has meant that schools are increasingly
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_owEmm for ways to attract “motivated” parents with “able” children. I
this way, schools are able to enhance their relative position in _OMMP i
rems of competition. This represents a subtle, bur crucial shift i -
wrM&'oua that is not openly discussed as often as it should _u“mm“”
M._.d HW: needs to student performance and from what the school does
or the m.E&Q; to what the student does for the school. This is als
companied too uncomfortably often by a shift of resources awa an-
mJ&mEm who are labeled as having special needs or learning diffi ME iy
with some of these needed resources now being shifted to Smhwnm and
public relations. “Special needs” students not only are ex e o
also deflate test scores on those all important league tables pensive, b
TEMOM_M mooEHM HM_MWMMMHAM ”n &mwnimho awpmbmmn public impressions,”
o attract the “best” i
Bhnnwn& teachers.?? The entire enterprise m%&ﬂ“m<“o”wwﬂﬂw” o
metric and a new set of goals based on a constant mﬁ.mib to 4&» bﬂz
matket game. What this means is of considerable import muoﬁ Hw i
terms of its effects on daily school life but in the ways all vom nEon.% N
mmm a transformation of what counts as a good society and a res : mHmM_T
citizen. Let me say something about this generally. o
. I bo.ﬁon_ earlier that behind all educational proposals are visions of
just society and a good student. The neoliberal reforms I have vaM : M i
cussing construct this in a particular way. While the defining onHMnﬁnm-
WMO me nmo.rvﬁ&.mmn_ is largely based on the central tenets of n_mmmmnm
eralism, in particular classic economic liberalism, there are crucial dif-

ferences between classical liberalism and neoliberalism. These differences
- are absolutely essential in understanding the politics of education and

the tran i ion i
sformations education is currently undergoing. Mark Olssen

clearly details these differences i
. ces in the followi .
ing in its entirety. ¢ following passage. It is worth quor-

. _..MMQMW n_m.sm_m& liberalism represents a negative conception of stace power
t the individual was to be taken as an object to be freed from the in-

" terventi i i
: ons of the state, neo-liberalism has come to represent a positive con

ception of the state’s role in creating the appropriate. marker by providing
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itive, results. Mechanisms, hence, must be put into place that give evi-
dence of entrepreneurial efficiency and effectiveness. This coupling of
markets and mechanisms for the generation of evidence of performance
is exactly what has occurred. Whether it works is open to question. In-
deed, as I shall show shortly, in practice neoliberal policies involving
market “solutions” may actually serve to reproduce—not subvert—tra-
ditional hierarchies of class and race. Perhaps this should give us reason
to pause??

Thus, rather than taking neoliberal claims at face value, we should
want to ask about their hidden effects chat are too often invisible in the
rhetoric and metaphors of their proponents. 1 shall select a number of
;ssues that have been given less atrention than they deserve, but on which
there is now significant research.

The English experience is apposite here, especially since proponents

of the market such as Chubb and Moe rely so heavily on it24 and be-
cause that is where the tendencies I analyze are most advanced. In En-
gland, the 1993 Education Act documents the state’s commitment to
marketization. Governing bodies of local educational authorities (LEAs)
were mandated to formally consider “going GM? (that is, opting out of
the local school system’s control and entering into the competitive mar-
ket) every year.?s Thus, the weight of the state stood behind the press
coward neoliberal reforms there.¢ Yet, rather than leading to curricu-
lum responsiveness and diversification, the competitive market has not
created much that is different from the craditional models so firmly en-
wrenched in schools today.?” Nor has it radically altered the relations of
inequality that characterize schooling.

In their own extensive analyses of the effects of markerized reforms
“n the ground,” Ball and his colleagues point to some of the reasons
why we need to be quite cautious here. As they document, in these sit-
uations educational principles and values are often compromised such
chat commercial issues become more important in curriculum d
and resource allocation.?8 For instance, the coupling of markets with the
demand for and publication of performance indicators such as “exami-

nation league tables” in England has meant that schools are increasingly
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Hwﬁbm momr ways to attract “motivated” parents with “able” children. In
s way, schools are able to enhance thei i .

2 eir relative position in local sys-
nawﬁm. of competition. This represents a subtle, but crucial shift in MMT
wEMmHmiwm that is not openly discussed as often as it should be—from
M _..Mbﬁ needs to student performance and from what the school does
or the m.ﬂimuﬁ to what the student does for the school. This is also ac
MM;;MMMW_&WSO cwn_uuooﬂmonmg% often by a shift of resources away from

s who are labeled as having special ne i
. eds or learning difficult
with some of these needed reso i rketing and
: urces now being shifted to marketi
public relations. “Special needs” s e
tudents not only are expensi
also deflate test scores on those all important Hnmmzw tables pensive b
. HHMomM only M_Mnm this make it difficult to “manage public impressions,”
ut it also makes it difficult to attract the “best” !
est” and most academicall
Hm“.ﬂ& annrnnm.wm The entire enterprise does, however, establish a DQM
BMH W_n and a new set of goals based on a constant striving to win the
mat et mmme. What %Hm.BnmEm is of considerable import, not only in
: s 0 nw, effects on daily school life but in the ways all of this signi
es a transformation of what counts as i -
es a good society and a responsibl
n_ﬂwhb. Let me say something about this generally. ’ )
. bo.ﬁ& earlier that behind all educational proposals are visions of a
just society and a mowm student. The neoliberal reforms I have been dis-
cussing construct this in a particular way. While the defining character

. dstic of neoliberalism is largely based on the central tencts of classical

liberalism, i i i
, in particular classic economic liberalism, there are crucial dif-

= mnnmbm.wm H_uag_qnon classical liberalism and neoliberalism. These differences
- are absolurely essential in understandin itics

- : g the politics of education and
the transformations education is currently undergoing. Mark Olssen

clearly details these differences in the following passage. It is worth quot-

Ing in its entirety.

Mﬁhwmﬂw &mmmn_rn& liberalism represents a negative conception of state power
oo M.,.w Sm n”m:& Wwas 10 ._uo n&.ﬁm as an object t be freed from the in-

: of the state, neo-liberalism has come to represent a positive con-
ception of the state’s role in creating the appropriate market by providing
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OF course, it needs to be said that working-class, poos, and/or im-
migrant parents are not skill-less in this regard, by any means. (After all,
it requires an immense amount of skill, courage, and social and cultural

depressing material condi-

resources to survive under exploitative and
tks and contacts, and an

sions. Thus, collective bonds, informal netwo
ability to work the system are developed in quite nuanced, intelligent,
and often impressive ways here.)35 However, the match between the his-
unded habitus expected in schools and in its actors and those

torically gro
of more affluent parents, combined with the material resources available

to more affluent parents, usually leads to 2 successful conversion of eco-

nomic and social capital into cultural capital. 3¢ And this is exacdly what

is happening in England and elsewhere.

These claims both about what is happening inside of schools and

about larger sets of power relarions are supported by even more recent

synthetic analyses of the overall results of marketized models. This
research on the effects of the tense but still effective combination of neo-
liberal and neoconservative policies examines the tendencies interna-
tionally by comparing what has happened in a number of nations—for
example, the United States, England and Wales, Australia, and New
7 ealand—where this combination has been increasingly powerful. The
results confirm the arguments 1 have made here. Let me rehearse some

of the most significant and discurbing findings of such research.

It is unforrunately all too usual that the most widely used measures

of the “success” of school reforms are the results of standardized achieve-

ment tests. This simply will not do. We need to constantly ask what

reforms do to schools as 2 whole and to each of their participants,
including teachers, stadents, administratoss, community members; lo-
cal activists, and so on. To take one set of examples, as marketized “self-
managing” schools grow in many nations, the role of the school principal
is radically transformed. More, not less, power is actually consolidated
within an adrninistrative structure. More time and energy is spent on
maintaining or enhancing 2 public image 0
time and energy is spent on pedagogic and cu

same time,

f a “good school” and less -
cricular substance. At the

ceachers seem to be experiencing not increased autonomy -

ity
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and professionalism, but intensification.?” And, oddly, as noted b
schools ﬁr.mn.an?nm become more similar, and BuoR noVMHB.HoHM o
&ﬁnmu .ﬂmm.ﬂ.ﬁon&v whole-class methods of teaching and a _mMs.M_MMM ﬂEM
tradition o
fracicon nomwb& often monocultural) curriculum.?® Only directing our
: . est scores would cause us to miss some truly profound
ormations, many of which we may find disquieting, ’ -
. wmubo of the reasons these broader effects are so often produced is th
Hno n_“owb HHHS%M countries, neoliberal visions of quasi markets are cmc&w”
rmiommu Homm A W:HOMMMMMHMMMDﬂMmmﬁn. 8& regulate content and be-
national systems of assessment. The no”MMmﬂwv E.EE..E wwmunr:.n_m“ m..Dm
WM“MW .ﬁrmm mw it is not absolutely necessary HrMumMnrMMMHWWMMMHM
in a1
combis M B Mﬂ _..aorvnnm_aa has characteristics that make it more likely
that an mBHu rm&.m on the weak state and a faith in markets will cohere
i H“m_ mM_Mm on %Hﬂoum state and a commitment to regulating
This is _.wmn_ m,pmb -
| Hhishpar MH : MH MMM vanm_MmMr of the Enﬂm&hm power of the “evalua-
e e’ and ers of the .Bm.bmmonm_ and professional middle
. ﬁ“ %Mﬁﬂmﬂﬂﬁ.w:m signifies what initially may seem to be
: dencies. At the same time as the state a
© o ppears to be de-
mm_w“pw WMMM,_M MMMHMQMMHM m.am autonomous meﬁmowmmrﬁ are ﬁrnn“M.
scves increasingly co RM " ng in a market, the state remains strong in key
liberalism and its faith EHMM“._MMMMMMM mwww mh.wmzw.ﬂn_wnam e
ndivi i
rent forms of neoliberalism is the Fﬂﬁm noEBmgwuHomNWMMMM“WWM.

eoliberalism does indeed demand the constant production of evidence

.. : HMMMMM not ﬁ.z.&\ mwmm education become a marketable commodity like
1o cars in which the values, procedures, and metaphors of busi-

A ]

~for indi ? is is i
formance indicators.™! This is ideally suited to the task of providing a

-nechanism for the neoconservative artem 0 nn_@ what knowledee

: Pts t0 Speci g

values, and behaviors should be standardized and officiall mwmb& M.m “1 ,
y e-

..ﬁmHHu » H -
. gtumate,” 2 point I expand upon in the next section of this chapter.
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Tn essence, we aie witnessing a pro

cess in which the state shifts the

blame for the very evident inequalities in access and outcome it has

promised to reduce, from itself onto

:ndividual schools, parents, and

children. This is, of course, also part of a larger process in which dom-

inant economic groups shift the

blame for the massive and unequal ef-

fects of their own Bﬁmﬁ&& decisions from themselves onto the state.
The state is then faced with a very real crisis in legitimacy. Given this,

we should not be at all surprised that
this crisis outside itself.5
Of course, the state is not only cl

the state will then seek to export

assed but inherently sexlgendered

and raced as well.#3 This is evident in Whitty, Power, and Halpin's ar-

m..E.DnDHm.

management of s
ols become increasingly dominan

They point to the gendered nature of the ways in which the
chools is thought about, as “masculinist” business mod-
¢4 While there is a danger of these

claims degenerating into reductive and essentializing arguments, there

is a good

deal of insight here. They do cohere with the work of other

scholars inside and outside of education who recognize that the ways in

which our very definitions of public

and private, of what knowledge is

of most worth, and of how institutions should be thought about and
run are fully implicated in the gendered nature of this society.®> These

broad ideological effects—for exam

ple, enabling a coalition between

neoliberals and neoconservatives to be formed; expanding the discourses
and practices of new middle-class managerialism; the masculinization
of theories, policies, and management tall—are of considerable import
and make it harder to change common-Sense in more critical directions.

Other, more proximate, effects nside schools are equally striking. For
nstance, even though principals seem o have more local power in these
supposedly decentralized schools, because of the cementing in of neo-

conservative policies principal

s “are increasingly forced into a position in.

which they have to demonstrate performance along cenrally prescribed

curricula in 2 context in which they have diminishing control.”4¢ Because -
of the intensification that 1 mentioned before, both wnwuﬁm&m and teach-
workloads and ever-escalating de-

ers experience considerably heavier
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HHMm omMuMm Mnn““ﬁw_unwﬁw a never-ending schedule of meetings, and in
1y cases mm oy nmm scarcity o.m resources both emortional and physical.47
o ﬁ?n“BNHWQ ﬁ_nh. M&amﬁnw in mHHmHme m.b nearly all of the countries
e not encourage &ﬁwwm_a\ in curriculum, pedagogy,
alternatives mvbm msnnnmwmﬂ.ﬂwﬂnwoﬁ”maw Mﬂ Em.ﬂnmn_ s Ore
2 At and incre: of dominant models. Of equal sig-
noﬁ%wwmm& 2o MWMMMMMW “nMoMHMHMMm&mQQoQ in access and out-
. e return to “traditionalism” led to a i :
“».MMN%& more nmmn.m._ models of teaching QQMMWMMMW“W hﬂ”&% .
M,_&ﬁ ..me_ HMMMFMMMM M.Mmpnu”. aTtempt to _H.Euw through the possibilities Hm
culture SmUSges ane QHE& nﬂ&m@omﬁm in schools. It both reintroduced
e bg e school E..ﬁ lessened the possibility that de-
fracdngwouid oc “q r._oﬁ emphasis was given to “gifted” children and
el 3 ile mEmm.bﬁm who were seen as less academicall
ble > ere Qn@w less attractive.” In England, the extent of this émM
ovh MMOHHUHW HMM_M_M\H &H in &a alarming rate of students being ex-
— A“eroE‘nw.»ﬂmGE mﬂm ”rhwr was caused by the intense pressure to
powerful in marketized contexts WH_HMMS%MNMMHMUMM.%B mM e
m@w& ﬁwo .vo commercial rather than educational, "4 T
@FMQ MMW own m%&%ma. of these worrisome and more hidden results
, Power, and Halpin and others demonstrate that among the n_mbu

*_gerous effects i i
- gusd MM quasi markets are the ways in which schools that wish to
maintain or € i iti
ance their market position engage in “cream-skimming,”
>

ensuring that particular kinds of students with particular characteristics

are i .
areaccepted and particular kinds of students are found wanting. For some

. .
_ ._ -

-able
.., v , as were students from some Asian communities. Afro-Caribbean chil
: en were ofien clear losers in this situation.>0 -

S
o far I have focused largely on England. Yet, as I mentioned in my

- introd ;
....%Hm&:Mo.M points, these H.boﬁwn_mba are truly global. Their logics have
3 pidly to many nations, with results that tend to mirror those I



T ——

78 - Educating the “Right” Way

have discussed so far. The case of New .No&mnm is ﬂ% VM_.,M HMMMMW
since a large percentage of the momapﬁwon of inﬁ p lan e
i the nation has a history of racial tensions and 1nequ: o
Hn“..“no&nm the move toward New Right policies occurred faster there mMm
&Mmérnnm. In essence, New No&E.& vmnﬂwa Mﬁ FWOHMHMM WHHHMMWNH
e o e EMMMMMnWM WMHQMHWONH&Q“ Lauder and

1 t

inei . ds. Paradoxically, they have a negative, o
dedline in educational standards. Yar o ge ﬁon.Em.q”Jmm
they “trade off the opportunities
privileged.”*! The combina-

a positive, effect on the performance
and minority populations. In essence
of less privileged children to those %How&\ g e v o
dion of neoliberal policies of marketization and the ne A
” i ore in the nu ,
ison ds.” abour which I say m :
hasis on “tougher standards, i secon
. tes an even more dangerous set of conditions. Lauder and Hug
crea

analysis confirms the conceptual and empirical arguments of M&WWMHM
and others that markets in education are not o&.% Hmmwoum_omﬁ Mm Mn e
duce both the sphere of the state and of public control. They area
o ¢ by the middle class to alter the rules of competition
e y " mﬂwa_w ﬁwm the increased insecurities their children face. _.wu\
R . middle class parents can raise

n for blue collar
uvmu

hang] jection to schools,

changing the process of s : :

the stakes in creating stronger mechanisms of nxa.ﬁm_ow e

and post-colonial peoples in their struggle for o@c&ﬁﬂo owwm rronio

d not only mirror what #;
The results from New Zealan u s o
that the further one’s practices .

where, but also demonstrate ] 1 o T
i i ied i ketizing principles, the wo ;

logics of action embodied in market: nciples the Home 1 b
i stematically privilege fami :

B e gﬁwﬁw@hwhosmv their knowledge and material re-

1 i SES .
$OCLOSConOomIc Status ( . s
urces. These are the families who are most likely to exer
$0 .
Rather than giving large nu

. or of color the ability to ; :
MMMMHWMWH public schools and schools with mixed populations. Inas

exit, it is largely higher SES families ﬁro
itu-

ation of increased compeution,

mbers of students who are working class, .

this in turn ?cm:n.mm a spiral of decline

1

oA
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again systematically disadvantaged and schools with higher SES and
higher white populations are able to insulate themselves from the effects
of market competition.? “White flight” then enhances the relative sta-
tus of those schools already advantaged by larger economic forces;
schooling for the “Other” becomes even more polarized and continues
a downward spiral .54
Having said this, however, we need to be cautious not to ignore his-
torical specificities. Social movements, existing ideological formations,
and institutions in civil society and the state may provide some support
for countervailing logics. In some cases, in those nations with stronger
and more extensive histories of social democratic policies and visions of
collective positive freedoms, the neoliberal emphasis on the market has
been significantly mediated. Hence, as Petter Aasen has demonstrated in
Norway and Sweden, for instance, privatizing initiatives in education
have had to cope with a greater collective commitment than in, say, the
United States, England, and New Zealand.55 However, these commit-
ments partly rest on class relations. They are weakened when racial dy-
namics enter in. Thus, for example, the sense of “everyone being the
same” and hence being all subject to similar collective sensibilities is chal-
lenged by the growth of immigrant populations from Africa, Asta, and

.. the Middle East. Greater sympathy for marketized forms may arise once

the commonly understood assumptions of what it means to be, say, Nor-
wegian or Swedish are interrupted by populations of color who now claim

- the status of national citizenship. For this reason, it may be the case that
4. the collective sensibilities that provide support for less market oriented
- policies are based on an unacknowledged racial contract that underpins
i theideological foundations of a national “imagined community.”56 This,

- then, may also generate support for neoconservative policies, not because
of neoliberalism's commitment to “perpetual responsiveness,” but rather
‘as a form of cultural restoration, as a way of reestablishing an imagined
‘past when “we were all one.” Because of this, it is important that any
analysis of the current play of forces surrounding conservative modern-
Ization is aware of the fact that not only are such movements in constant
-motion, but once again we need to remember that they have a multitude
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of intersecting and contradictory dynamics including not only class, but
race and gender as well.57

Most of the data 1 have drawn upon come from schools outside the
Gb.:&mﬁﬁomu &%o;mﬁ&ﬁ should malke us stOP dead in our tracks and
mé.ﬁwmmB.

sious thought to whether we want to procee
Gl sits at the centet of much of

give some Very s€
Yer the United States s
charter schools and their

jlar policies here-
the discussion in this literature. For example,
Jand are also put under critical .

equivalents in ¢he United States and Eng
e careful not to OVEIStaie this,

¥
=
L3
&
%
f

scrutiny. In both places, while we need to b
they tend to attract parents who live and work in relatively privileged .
that any new opportunities

communities. Here, 100 «1¢ would appear
Emvmwbm colonized by the already advantaged, rather than the Josers

identified by Chubb and Moe.”?8

Tn the process, this critical research sugge
similarides berween advocates of school effectt
commirted to neoliberal «reforms.” Both tend
ools such as povertys

ternal characteristics of sch

to ignore the fact that
mo:.mwn& and economic

h more of the variation

power, and so on consistently account for muc
things like organizational features or those

in school performance than

characteristics that supposedly guarantee an “effective school.™?
The overall conclusions are dear. “{In] current circumstances choio
is as likely to reinforce hierarchies as t improve educational oppo
nities and the overall quality of schooling.”¢? As Whitcy, Power, a0

Halpin putitin their arguments

against those who believe that what?
sing in the emergence of “choice” prograrms is the postm

are witnes
ern celebradon of difference:
There is a growing body of empirical evidence that, rather than ben¢
pasental choice and school a6t

the disadvantaged. the emphasis on

further disadvantaging those least
most disadvantaged groups, s OPP

from schools at the bottom of the status hierarchy,

ust a more sophisticated way of reproduding

f school and the people who

able to compete i the market

osed to the few inds iduals who
the new arrang
seem to be ) adicional
o oan different tYPeES © arcend ®
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Ew Oh.. mrmm c .. .
ritical informati .
Henig's insightfu ation gives us ample re
sad irony ommﬁrn l argument I quoted in the previous nrmmm,on nmu nnWomm
over-identifica current education-reform movement is MHHQ at “the
ideas, the Tm&ﬁro%bwmﬁmnroo?nromom proposals rooted in BHW ﬁrhnﬂmw
pulsc to consid R et-based

roblem er radical refo .

P s may be channelled into initiatives that mH”MHM mmn_m anon_&
erode the po-

gmm.— m .

This is not to dismiss ei
o dismiss either the possibility or necessity of school
ool re-

focusing on th

€ €X0 :

AP genous socioeconomic features -

zal pal features, of “success » ot mnﬂmu_% the orga-

schools can all schools succeed. Elimi-

‘pating poverty through .
. m.—..ﬂm..ﬁﬂH mncome .ﬁm.ﬂ.. e .
ty, establishing effecti
g effective and

m

] H . . -
N.H.w&.

%.mamn_maob that so clearly sdll ch i
SR characterize daily life in many nati
e body and nc_ﬁhm%m_ HM Munﬁwm 10 be soen as pary & chwﬁhwwwmmﬁﬁm
cimsabuanive progress be Ma|os@ by tackling these issues to M_H_
" W:Bm e. Cm_.nmm discussions of critical mnamm@o i,
e e g of s a recognition of these realities, they too >
These ccnptfo mn&bbm that schools can do it alone. ’ -
n._.nw . mbm.&amm mM. Hn Bm&.o more understandable in terms of
part of mobility str e relative weight given to cultural e
i ”mm._mm wo&m&.& The rise in importance of n“ i
Hient away from MM:MH ons in such a way that there is a R_MMM&
s eansred barge MMMM,. Hownoﬁ.w.pnmo: of class privilege (whe .
vol-mediated forms ow. n_mHmm HMW__QLEQH@V cronomi ?.owmnnww
stmultaneousl ge. Here, ‘the bequeathal .
cational H&Eﬂ%ﬂﬁﬁ&.ﬁm transfigured _u%&n EEMM?
i the mars e bom.ﬁm& This is 7or a conspiracy; it is not nnow._:
ng:chain of relativel y use thac concepr. Rather it s the res H.
e e S.M MES_..poEocm connections between &maﬂn”ﬁ
daily events as we anMn_&u end cultural apital operating &:w
Sme s L € our respective ways in the world, i
orld of school choice. e
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Thus, while not taking an unyieldingly determinist position, Bour- based on competitive individualism.%6 And in this com th
dieu argues that a class habitus tends to R?o&cha the conditions of its eral outline of the winners and 1 . h oo et e
_ and losers Aas been identified iri
empirically.

own reproduction “unconsciously.” Tt does this by producing a relatively

coherent and systematically characteristic set of seemingly natural and m_

unconscious strategies—in €ssence, Ways of understanding and acting

e

NATIONAL STANDARDS, NATIONAL CURRICULUM

T

on the world that act as forms of cultural capital that can be andareem- ¢ AND NATIO
ployed to protect and enhance one€’s status in 2 social Geld of power. He £ NAL TESTING
aptly compares this similarity of habitus across class actors to hand-  : I showed in the previous section thar ther
o : e are i
wring: . meMﬁ QM dynamics operating in neoliberal RmOMMMbmWMM WWHMMMM MMM
reased survei ; . ’
Just as the acquired disposition we call “handwriting,” that is 2 particular texts, BﬁWMMMMHnMW‘HWMMWM o .5 the fact that in many con-
way of forming letters, always produces the same “writing’—that is, graphic £ cies for “producers,” for those pro mBNNE& bya et of particular poli-
lines that despite differences in size, matter, and color telated to writing These policies have been mu..o%m_ essionals working within education.
surface (sheet of paper ot blackboard) and implement (pencil, pen, or +  strumental in reconstituting noBM.bnmmEmﬂoQ mb.ﬁ_ have been quite in-
chalk), that is despite differences in vehicles for the action, have an imme- - age between national tests and owimnmmn. >m E.ﬁrn case of the link-
diately recognizable affinity of style or 2 family reseroblance—the practices - " Jeague tables, they have been or. _UQH o“ﬁm:nn indicators published as
of a single agent, o, HOre broadly, the practices of all agents endowed with f . supervision, regulation, and nxﬁm”“ n_. GMHWMHEQ ) Mo:nM fm for exema
E ent of per ormance®” and

similar habitus, owe che affinity of style that makes each a metaphor for the
others to the fact that they are the products of the implementation in dif-
ferent ficlds of the same schemata of perceprion, thought, and action.®

have increasin .
§700 external - » and cuituk capital. This concern for
e H.mmHMob m.mm regulation is not only connected with a strong
* people nommwc&%nﬂww (e.g., teachers) and to the need for ensuring that
" linked both to ﬁrw HHOnMMMM mnmn._mom out of themselves. It is also clearly
_past of high standards, disci a_,.sﬂé sense of a need to “return’” 10 2 lost
rofessional mi > O P 59.».5@ and “real” knowledge and to the
professional middle-class’ own ability to carve out a sphere of authority

This very connection of habitus across fields of power—the ease of
bringing one’s economic, social, and cultural resources t0 bear on “mar-
kets"—enables a comfort between rmarkers and self that characterizes the
middle-class actor here. This constantly produces differential effects. These
effects are not neutral, no matter what the advocates of neoliberalism sug- -
gest. Rather, they are themselves the results of 2 particular kind of moral-
ity. Unlike the conditions of what might best be called “thick morality’
where principles of the common good are the ethical basis for adjudi
cating policies and pracrices, markets are grounded in aggregative prifi-.
ciples. They are constituted out of the sum of individual goods an
choices. “Founded on individual and property rights that enable citizens
to address problems of interdependence via exchange,” they offera prime
“hin morality” by generating both hierarchy and divisi

i .

mmmnwwnﬁnwo mﬂﬂwwm M...oﬂ its own noﬂawga:ﬁ 1o management techniques and
e me bonﬂm_uow& efficient management plays a prime role here,
one thac o rmm%onno on_ ls and Doomoawgmﬁwm alike find useful.
O curre ﬂﬂ_s the relationship between the state and “pro-
ﬁﬂumzm_% mﬂﬁawnﬂwnvg mw_n“o“nwéﬁn_ a &E& strong state that is in-
teduced professional power and mﬂzwm Momnmmh boﬁ.ﬂmw._% A
oy sional . agerialism takes cente
gﬁ“ﬁaﬂ&&ﬁ G.Hmnm&% nrm.Hmnn_ with “bringing about the QH”HNM

2n; tion that shifts professional identities in order to make them

example of
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. . d and external judgement.” It aims w0 Although the national curriculum now so solidly in place in England
more responsive to client mmamb . fundamental alterations in profes- and Wales is clearly prescriptive, it has not always proven to be the kind
justify and to have people internalize d discourages dissent$? of straitjacket it has often been made out to be. As several researchers have
siopal practices. It both rmhbnmmnm. oﬂanmﬂ an en a general set of market- documented, it is not only possible that policies and legislative mandates

There is no necessary contradiction berwe mmlumcnw as voucher and are interpreted and adapted, but it seems inevitable. Thus, the national
izing and deregulating Eﬁonnmﬂ pw.m m.HMMm processes—such as plans cutriculum is “not so much being ‘implemented’ in schools as being
choice EPMT»D& aset oM%MW»MH&HW n MMQ ting 7® “The regulatory ‘recreated,” not so much ‘reproduced,’ as ‘produced’.”74
for national or state stan > g

B
i
'
I
£
H

intain ¢ ¢ over the aims and processes In general, it is nearly a truism that there is no simplistic linear model
form permits the state to maintamn mﬂon_”mmnr ism.”7t Such “steerage at of policy formation, distribution, and implementation. Complex me-
of education from within the Bﬁwﬁ BM QMHM s mm national standards, diations always occur at each level of the process. A complex politics
a distance” has often been ./ﬂnmﬂam in suc - HEW of all of these are being ¢ goes on within each group and between these groups and external forces
narional curricula, and national HmmﬁHm. omn.Eb& and state levels cur- in the formulation of policy, in its being written up as 2 legislative man-
pushed for in the wam& rares ,UM_ mmyunodﬂoﬁm&o some of which  date, in its distribution, and in its reception at the level of practice.”
rently and are the mﬁ_c_mnn of considerable e of the tensions within the ¢ Thus, the state may legislate changes in curriculum, evaluation, or pol-
curs across ideological F.unm and shows moav ella of conservative mod- ¢ icy (which is itself produced through conflict, compromise, and politi-
different elements contained under the umbx - cal maneuvering), but policy writers and curriculum writers may be
ernization. call tional curriculum and especially . unable to control the meanings and implementations of their texts. All
1 have argued that paradoxt %M " od most essential steps toward - texts are “leaky” documents. They are subject to “recontextualization”
a national ﬁnmmmm. wuwmnpa are ﬁrwﬂw 3 mo&mm the mechanisms for com-  {-- at every stage of the process.”s
increased marketization. ,me%smo‘n p Y Pr e markets work as markets.” £ . However, this general principle may be just 2 bit too romantic. None
parative data that “consumers RES o arative base of information - - of this occurs on a level playing field. As with marker plans, there are very
Absent these mechanisms, there is 0o ooBmm_vu out these regulatory forms 7 real differences in power in one’s ability to influence, mediate, transform,
for “choice.” Yet we do not have to mMmMnH discussed in the previous sec- - or reject a policy or a regulatory process. Granted, it is important to rec-
in a vacuum. Like the Eworvnwb B“M e England; and, once again, im- ognize that 2 “state control model”—with its assumption of top-down
dion, they too have been institute 5& - Bumwmﬁm duly cautious in “linearity—is much too simplistic and that the possibility of human
portant rescarch is available that can anc ..~ agency and influence is always there. However, having said this, this
going down this pach. o th ¢ of national or state standards, - should not imply that such agency and influence will be powerful.””
One might want to HUEH q SMM.HMHU or state tests would provide the . The case of national curriculum and national testing in England and
national or state currcuia,

rms are sup-
nditions for thick morality. After all, such regulatory Hnmn“r 2 QM
o 1 at also cre-
posedly based on shared values and common mnbﬁﬁﬁbﬂ.w e
1 i i cern can be deba
i hich common issues of con ;
ate social spaces In W, | o
made subject to moral interrogation.”? Yet what counts as e
» ,nd how and by whom it is actually determined, is ratne _
mon,

thin than thick.

- Wales documents the tensions in these two accounts. The national cus-
M.._..mnEE.D thar was first legislated and then imposed there was indeed
 struggled over. It was originally too detailed and too specific and, hence,
was subject to major transformations at the national, community, school,
and then classroom levels. However, even though the national curricu-
lum was subject to conflict, mediation, and some transformation of its
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content, organization, and invasive and ;mmensely time consuming
forms of evaluation, its utter power is demonstrated in 1ts radical re-
very process of knowledge selection, organization,
and assessment. It changed the entire terrain of education radically. Its

more copstraint than scope for discretion.”

subject divisions “provide
The “standard atrainment targets” that have been mandated cement

chese constraints in place. “The imposition of national testing locks the
national curriculum in place as the dominant framework of teachers’
work whatever opportunities ceachers may take to evade or reshape it.”78
Thus, it is not sufficient to state that the world of education is com-
multiple influences. The purpose of any serious analysis is
to go beyond such overly broad conclusions. Rather, we need to “dis-
criminate degrees of influence in the world,” to weigh the relative effi-
cacy of the factors involved. Hence, although it is clear that while the
narional curriculum and national tests that now exist in England and
Wales have come about because of a complex interplay of forces and in-

fluences, it is equally clear that “seate control has the upper hand.””?

The national curricula and national tests 4id generate conflict about

:ssues. They did partly lead to che creation of social spaces for moral ques-
tions to get asked. (Of course, these moral questions had been asked all
along by dispossessed groups.) Thus, it was clear to many people that the
creation of mandatory and reductive tests that emphasized memory and
raction pulled the national curriculum in a partic-

f encouraging a selective educational market in

configuration of the

plex and has

decontextualized abst

ular direction—that ©
which elite students and elite schools with a wide range of resources would
be well (if narrowly) served.80 Diverse groups of people argued that such
reductive, detailed, and simplistic @m@ﬂ&b&%mw& tests “had the po-
tential to do enormous damage.” a situation thar was made even wo
because the tests Were so Onerous in terms of time and record keeping:

Teachers had a good deal of support when

IS¢

as a group they decided to
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merous dangerous L
against ﬁranw did r»“““w%nmﬂ.mnaana within it, organized activity
: %Mﬁmﬂuwwewma_w the story does not end there. By the mid-1990s
s ot o».MoﬁEBSS wmn_&.naﬂnmﬂ on such regulatory forms m.w
e eas st the M&JH and reductive testing, it had become clearer by
At aE.mMMn Ms@gnun of testing and the specification of con-
craditional wm&mw ” w% ﬂr.omn.dqro were ideologically committed to
e idual offoors o m_wnm ku to ﬁ_.uo idea of more rigorous selection.82 The
tinuing merm&mM 0 .Bmﬁnn& pwm ideological. They include 2 con-
practice of most Howﬂr trying 8.?.9.3&@ the “rigor [that is] missing in the
in tests of this kind” NMM_H.r.n : MHMHU& progress mao_n@ by what is testable
bl o st ot o e oo
M: MM “Wn away professional control of public services and nmﬂmwwmmww
The M MMHBQ control through a marker structure.”83
mmomwmﬁmmnmww Mm&mw extremely thorough review of recent assessment
b tappend mmm in mn_;mymnm and Wales provide a summary of what
obvious that mrm Mwm mb& Murphy argue that it has become increasingly
R mﬂom mmmnmmBnH.ﬁ program attached to the national
ing and the BME.M ane mare n_oESmm& by traditional models of test-
o Ac the sam ptions mvo.E wnmn?bm and learning that lie behind
¢ ime, equity issues are becoming much less visible

“E" Inthecal R
calculus of values now in place in the regulatory state, efficiency,

speed, and ¢

mﬂ p um cost control replace more substantive concerns about social

and educational just b

ind educa M& al justice. The pressure to get tests in place rapidly has

peant ¢ ¢ speed of test development is so great, and the curricu

L assessment -

mand asocsm n&mumnm.mo. regular, that [there is] little time to carry

e yses and trialing to ensure that the tests are as fair as

»

s to all groups.”84 Echoes of these very same effects

osibe o al groups.™ . are seen
ug major cities in the United States as well. The conditions for

boycott the »dministration of the test in 2 remarkable act of public
protest. This also led to serious questioning of the arbitrary; inflexibles
 national curriculum. While the curriculumn is sdl
and the assessment system does still contain 1%

and overly prescriptiv
inherenty problematic
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which the metaphors of free market, merit, and effort hide the differ-
ential reality that is produced. While on the one hand this makes a $O-
cially and culturally critical pedagogy even more essential, it also makes
it much more difficult to actually accomplish.

Basil Bernstein’s discussion of the general principles by which knowl-
edge and policies (“texts”) move from one arena to another is useful in

understanding this. As Bernstein reminds us, when talking about edu-
ch three fields. Each field has

cational change, we must be concerned wi

its own rules of access, regulation, privilege, and special interests: (1) the
field of am_.,omﬁnaosg where new knowledge is constructed; (2) the field
of “reproduction” where pedagogy and curriculum are actually enacted
in schools; and, between these other o, (3) che “recontextualizing”
feld where discourses from the field of production are appropriated and

then transformed into pedagogic discourse and recommendations.3

alization of knowledge for educational

This appropriation and recontextu
pusposes is itself governed by two sets of principles. The firs—deloca-

that there is always a selective appropriation of knowledge

tion—implies
and discourse from the field of production. The second—relocation—

points to the fact that when knowledge and discourse from the meOm
production is pulled within the recontextualizing field, it is subject to
ideological cransformations due to the various specialized and/or polit-
:cal interests whose conflicts structure the recontextualizing field.86
A good example of this, one that confirms Gipps and Murphy's
analysis of the dynamics of national curricula and national testing dur-
ing their more recent rerations, is found in the process by which the
content and organization of the nandated national curriculurn. in phys-
ical education were struggled over and ultimately formed in England.
In this instance, a working group of academics both within and out-
side the field of physical education,
supported schools, well-known athletes,

teachers) was formed.

The original curriculum
atively mixed educationally and ideologically, taking account 0

policies that arose from the group were rel-

headmasters of private and state-
and business leaders (but 7

£ the field -
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of production ‘1 .
no%ﬁﬁ.bnn_ _uoﬂroMMMMM_MMm@ Michin .wruﬁn& education. That s, they
conservative restomation progressive a.mmBona and elements of the
olined ficlds From che b Mm éom as academic perspectives within the spe-
way from report to RSBHQMQ..IoﬂQQ, as these policies made their
to action, they steadil ob& ations and then from recommendations
phasis on efficiency, UMMMMBMEMQQ to restorational principles. An em-
control of the body; ,mbm o ; mbm .m@umonﬁmbnn testing, on the social
the middle-class omquabD an.Hwncmé Do_..E,m ultimately won our. Like
not 2 conspiracy: Rathes, g of the market discussed earlier, this too was
nation.” That is, it was n, . M_a o he Hn.mEH of a process of “overdetermi-
- combination nwmmunmn ot due to an imposition of these norms, but to
SR vcEMMHM in mwa recontextualizing field—an economic
savings had to be sought .n%an MHm was under severe scrutiny and cost
posed to “Frills” and noEWMQM ere; government officials who were op-
of the recommendations ( Y E.n ervened to institute only a selection
fessional academics” pre mmMMMMWMMMonw that &_M not come from “pro-
sive, or child- ; ogical attacks on critical, progres-
e o chid cncred spprouches 0 plyi] hucatons i 5
the recontextualizi agmatic. ese came together in
tive @&b&m_“ m““”m M&m .mbm voﬁm.m ensure in practice that Woﬁn??
it fom e Ha_nmnnw_u& in policies and mandates, and that
ere seen as too ideological, too costly, or too impracti-

- cal.¥” “Standards” iti
_ were upheld; critical voices were heard, but ultimately

o littde effect; i
; the norms of competitive performance were made cen

~tral and
and employed as regulatory devices. Regulatory devices served to

privilege specific groups in much the same way as did markers. If this i
. If chis is

the case in physical ion, i

. ysical education, it is not hard © i

! . ; , o predict what is h -

. Mmgmwm m,_: happen in those curriculum areas that are monwmh_m M w% mbm
en higher status, and where the stakes seem higher as émm, o

level or at the level of curri

rriculum planni
- : | planning. What has ha i
ENMM_W themselves in the United States and elsewhere when mMMMHM& .
g1 standards, curricula, and tests are actually instituted? o
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CREATING EDUCATIONAL TRIAGE

Analyses here in the United States have begun to document similar kinds
of effects.88 However, unforcunately, the predominance of relatively un-
reflective and at times almost self-congratulatory policies around mar-
kets, standards, testing, and reductive forms of accountability is exactly
that here—predominant. Even given the exceptional work that is being
done, for example, by Jeannie Oakes, Amy Stuart Wells, and others on
the bidden effects of some of these kinds of policies and practices, and

even given the fact that there are numerous examples of extremely ef-

fective schools in our urban and rural areas that succeed through using

much more democratic and critical models of curriculum, 8»&.5@. and
evaluarion, it still feels as if one has to constantly swim against the tide
of conservative modernization.

Given this state of affairs, itis now even more important that we pay

a¢ demonstrates what can happen in situations

atrention to material th
where the stress on higher standards and higher test scores hits both the

realities of schools and the different populations they serve. David Gill-
born and Deborah Youdell's volume Rarioning Education is just such a
book.2° Tt goes into even more detail about the powerful, and often dam-
aging, effects on teachers and students of our seeming fascination with
ever-rising standards, mandated curricula, and overemphasis on testing.

The volume is based on in-depth research on the equivalent of middle
ols in England. It decails the overt and hidden effects

and secondary scho
of policies that are currently being undertaken in the United States as well

These include such things as creating a situation where the tail of a high-
stakes test “wags the dog’ of the teacher, pressuring schools to constandy
show increased achievement scotes

what the level of support or the Imp

show “improvement” on these tests with severes
Of course, there are poot schools and there
in schools. However, the reduction of education 10 §

on such standardized tests no marter -
overished conditions in schools and

local communities, to publicly display such results in 2 process of what -
might be realistically called shaming, and to threaten schools that do not’

anctons or loss of contiol
are ineffective practices
cores on what ar
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often inadequate measur
; es, often used in technicalk
o ‘ _ . y and educati
” .MWM%NWW Nﬂﬁ for comparative purposes, has some serious _M%MMW.
: . What these consequences ar i -
dosnces, What these cons e provides the context for the story
In man fons; ]
Bmﬁ.onnobw ways, mh&sa“.ah Education provides what might be called
‘ MQ of school life. It examines the ways in which certai ﬁtm
ued commodities are accumulated b i e o
e y schools in a time of i
Wonﬂ:uon for scarce resources. In this case, the noBBo&mwﬂw mwm.ohg :
es : .
RnOMMMHm NEM. M._o resources are both numbers of students and w“hm_uwn
on of being a “good” school. T ’ .
this is whar they call the “A-C nnonomw% Wn wushers vy of describng
In Engl i i .
o M: NMMW mu in the Gp_ﬂan.w States, schools exist in what is really a
plerarehce MHEW a market, in prestige and reputation. They are <M
mob&%mmﬂ %M er ow students who get passing scores on particular na-
Hon e m.r.nrm national tests are made public as a form of “leagu
ables Mq HH .mnwoo_m are rank-ordered according to their Hm_mﬁ?am_..ma
Bo:w " Eo HMEHW large numbers of students getting grades A-C m_..-
ghly valued than those with students whose rates of passing E.M

. less——even th
i ough everyone taci
itly knows that there i
ere is a very strong

relationship between school results and poverty. (We need agai
d n to re-

= ,. . C! TﬂH i i Ty
.. mem n H_u.m ..m.wﬂwmﬂnn._. MHMHmmu m.OH munm.a—m.wmu H—HNH pover QNmLm.mem much
e N 1 i
o morc Om the variance in mﬁWOO— m.n—,wamcoaﬂbﬂ ﬂTNU. an mnHHOO— refe Im v
4 O .

- Creates an econom i
e y that has cerrain characteristics. Students with pre
est scores are even more valuable. Students with predicred

lower ¢
- HHMMHMMMMM MMM MHDM.G.K% useful to the school’s place in the mar-
ever, are powerful. ?o“%ﬂ“”ﬂ:ﬁﬂﬂw o% m:nw e
on whom considerable resources . od st .mon:mmm .
et opsidemble resoute , energy, and attention are devored—
s Tho mﬁuanbﬁmnlno mnoH er vnﬂﬁwn passing grades and failing
e b en seen as middle-class “underachievers”—
great value in the school. After all, if this key group

can be pulled across the b i
o order into the A-C ;
sults will be thar much more positive. columa, the school re-
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What could be wrong with an increased focus on students on the
border? Here is one of the places where Gillborn and Youdell’s results
are ominous. In such an A—C economy, specific students are scen as
movable. Other students’ abilities are scen as increasingly fixed and less
worthy of attention. The class and race characteristics of these latter stu-
dents are striking. Poor and working-class students, students of African
and other ethnically “different” children are not valued com-

descent,
n this kind of market. Even though gender divisions were less

modities 0
pronounced in the schools that Gillborn and Youdell studied, divisions
strongly rooted in racializing and class-based structures were not simply

mirrored in the schools. They actually were produced in these institu-

tions.
Thus, policies that were put in place to raise standards, to increase

test scores, to guarantee public accountability, and to make schools more
competitive had results that were more than a little damaging to those
students who were already the least advantaged in these same schools.
Yet it was not only the students who witnessed these negative effects.
The voices of teachers and administrators indicate what happens to them
begin to harden their sense of which students are “able”
Jre not. Tracking returns in both overt and covert
black students and students in government-
are the ones most Jikely to be placed in those
career advice that nearly guarantecs that
and will confirm their status as stu-

as well. They too
and which students
ways. And once again,
subsidized lunch programs
tracks or given academic and
they will have limited or no mobility

dents who are “less worthy.”
Equally worth noting here is the specific way the A—C economy

works to choose those students who are deemed to have worthiness. Of-
ten, students whose behavior and test results are quite similar have very
different careers in the school. Thus, a black student and a white stu-
dent may be, say, on the border of the A~C/failing divide,

tions are all too often characterized by tacitly operating visions of
ity, ones that have been hardened by

of black student achievement and especially by the increased visibility

but the black

student will not be the beneficiary of the added attention. These situé- -
abil-

. » -
years of discourse on the “problem
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MMWW MMHW QMM Mﬂwmomn&% mmmnbmmo T.S& uldimately racist and empiri-
bencn backs d whies. s 1 et ot onty wold o ot
: . , IOt on
M_MWHMMM% mmpmm_nmmw make such a claim, but _.._._me MMW&HMMWM WMN_M
dsr manmm“b.ww m.w Enww.& The mmn.n that they reenter into our common-
s ng r_b schools in times of scarce resources and in-
cressed presr MB oMm ow deeply seated such preconceived notions are
i hesets of p o.um.&:nmﬁ.oﬂm may unconsciously mobilize in their
>uw © ¢ pragmatic in dealing with large numbers of students.
N mmnw omMM MMM»M% Tmm clearly indicated, students are not passive in
e encies. Indeed, as Gillborn and Youdell show, stu-
denes interp mmu n_nnmﬁmo_.r and on occasion, resist.” However, “the scope
e MQ&H y noannm_.b&w and pupils are clearly positioned
hich e M“WH:MH MMMMMHDMHH&_@W disciplinary discourses in
play little active role.”®2 In what i
wMMHMMWMMHMr Mm M%M Bown @wémnm_._ messages of the book, the mEMMH
T M._mm of this entire process in the following way. “It is
o HM processes n.um selection and monitoring that have
i € aim n..m heightening attainment are so frequently
- e M m”.ﬁwoénnm.w and mwBoﬂ?mﬂbm by the students.”93
b+ - teachers and schools MMMMMMMHMNMM&E% el unfaly o
ik in wa ivi
| WMMHMM& in terms ,wm class and race. If this MM“MMWMMMMM Mw HMM»MM
e mnnwwm“m%mw H Womowwm of this type may send is that not only is the
A ue Wo that schools themselves are prime examples
o that m_B._“_w Hamm..ouwa to those who already possess eco-
e capital. This is decidedly #o# the message that any
Jocy thatiss rious M_uoﬁ what might be called thick democracy wants
.,‘HF.SE o Due Emwm e Hﬁn our n_umn.#nb“ including many like Joseph,
e e rwmﬂ mBm Mﬁ are so mﬁ.ﬁu by the assumption that put-
e e r standards mb&.r_mrn?mﬂ_nmm testing will somehow
. y solve deep-seated educational and social problems. A close

“teading of Rationi .
oy g of Rationing Education should make us much more cauti
ut such unwarranted assumptions. o
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carch on the effects of all the ?nnwnwwwm is-
ms these worries. Linda ZnZQ.F pow-
what has actually happened in Texas
lving imposed standards mnnw cur-
and attacks on teachers pro-

Ao uncertain terms that the

Unfortunately, recent xes
sues in the United States confir
erful and detailed investigation of

2 -
when state-mandated “reforms. 1OVO :
ricula, reductive and competitive testng, .b

.. ;
fessionalism were instituted mnmﬂ”nmmmﬁw e S
i thar these poiicies
hildren and schools ¢ s e Suppose”
woh M ally hurt in the process 94 Similar tendencies toward p °
i d in the conservatve mod-
i ted in the
ing i ‘vies have been documen : : y
ducing inequalities . : SR
bﬁmﬂo& reforms in tax credits, tesung and curric
er

elsewhere.?5 Thus goeth democracy in education.

THINKING STRATEGICALLY

i i urrent educational
thi 1 have raised serious questions about¢ °
e eion ations. I have used re-

“ Y der way in a number of
HmmoHBm mmoMMMMuaﬁw% NM&QP the United States, and n_moéwﬂm
“ 1 cte
mom.Mnr GMMH some of the hidden differential am,mnnm&om Jwvnmbnbao
e inspi sals and neoliberal-, neo-
s neoliberal-inspired market proposals -
mﬂmﬁmm_w?w awbn_. Bﬁ&o-&pmm1598.@2._&.5%:& regulatory propos
CORSErvative-;

als. Taking a key from Herbert Kliebard's historical analysis, 1 have
s.

isi for dominion in the so
<M_05M.HM”HMHMQ and practice. In the process, T have aonﬁB%”MM MMH«.
) md.MM complexities and :mbalances in this field of power.
O

ities and imb :
Mwwmmomsn&ob of both dominant mnnr—mo%n& an
and ideologies and the s
suggested that the nrnﬁo_..wm&
agogy need to come 10 gHps Wi
ical conditions. Critical pedago
vacuum. Unless we honestly face these .
tions and think ractically about them, we Wl

d curricular forms

gy cannot and will not occu

alances result in thin rather chan thick morality and in

ocial privileges that accompany &a.n..r I rﬂM :
flourishes of the discourses of ndﬂn% w_o
1 :ne material and ideolog: -
th these changing o
profound righist transforma
{1 have licde effect either on |
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the creation of a counterhegemonic commonsense or on the building of
a counterhegemonic alliance. The growth of that odd combination of
marketization and regulatory state, the move toward pedagogic similar-
ity and “traditional” academic curricula and teaching, the ability of dom-
inant groups to exert leadership in the struggle over this, and the

accompanying shifts in commonsense—all this cannot be wished away.

Instead, it needs to be confronted honestly and self-critically.

Having said this, however, I want to point to a hidden paradox in
what I have done. Even though much of my own and others research
recently has been on the processes and effects of conservative modern-
ization, we should be aware of the dangers in such a focus. Research on
the history, politics, and practices of rightist social and educational
movements and “reforms” has enabled us to show the contradictions and
unequal effects of such policies and practices. It has enabled the reartic-
ulation of claims to social justice on the basis of solid evidence. This is
all to the good. However, in the process, one of the latent effects has
been the gradual framing of educational issues largely in terms of the
conservative agenda. The very categories themselves—markets, choice,
national curricula, national testing, standards—bring the debate onto
the terrain established by neoliberals and neoconservatives. The analy-
& sis of “what is” has led to a neglect of “what might be.” Thus, there has
1 ~ been a withering of substantive large-scale discussions of feasible alter-
. natives to neoliberal and neoconservative visions, policies, and practices,
-ones that would move well beyond them.96
. Because of this, at least part of our task may be politically and con-
ceptually complex, but it can be said simply. In the long term, we need
10 “develop a political project that is both local yet generalizable, sys-
‘tematic without making Eurocentric, masculinist claims to essential and
universal truths about human subjects.”” Another part of our task,
‘though, must be and is more proximate, more appropriately educational.
‘While I say more about this in my final chapter, defensible, arriculate,

d fully fleshed out alternarive critical and progressive policies and prac-
ces in curriculum, teaching, and evaluation need to be developed and
made widely available. But this too must be done with due recognition
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of the changing nature of the social field of power and the importance
of thinking tactically and strategically. Let me be specific here.

For example, in the United States the increasingly popular journal
Rethinking Schools has provided an important forum for social and ed-
ucational criticism and for descriptions of critical educational practices

d direcily by the work

in schools and communities. At times influence

of Paulo Freire and by educarors who have themselves elaborated and

extended it, and at other times coming out of diverse indigenous radi-

cal educational traditions specific to the United States, Rethinking Schools
uuch as the National Coalition of

and emerging national organizations s
Educational Activists bave jointly constructed spaces for critical educa-
ultural and political activists, cadical scholars, and othes to teach

1015, €
each other, to provide supportive criticism of one another’s work, and
o the destructive educational

to build a more collective set of responses t

and social policies coming from the conservative restoration.?®
1n using the phrase «ollective responses,” hOWever, I need to stress
that this phrase does not signify anything like “democratic centrism’ in
which a small group or a party cadre speaks for the majority and estab-
lishes the “appropriate’ position. Given chat there are diverse emanci-
patory movements whose voices are heard in publications like Rethinking
7ations such as the National Coalirion of Educa-

Schools and in organ
Gonal Activists—antiracist and postcolonial positions, radical forms

of multiculturalism, gays and lesbians, multiple feminist voices, neo-
Marxists and democratic socialists, amnamsmw and so on—a more appro-
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This is .
it i nMOM Hnww MM. MNM.WM MHM MM M_.”omo critical movements are being
by existing “mai » .. § to occupy the spaces provi
day?” during a cons 0 feachers questions about “What do I do on Mon-
many theorius of ¢ MMMM_& era. This space has too long been ignored by
markably successful. L mmn_m\m.o@m Some of these attempts have been re-
sional” organiztion 5 .M me give one example. One very large “profes-
and Curriculum Devel ¢ United States—he Association for Supervision
b utod cachvear elopment (ASCD)—publishes books that are dis-
o o mmMEES fts more than 150,000 members, most of whom are
D b o Mﬁmnoa in &Qﬂwbmﬁm middle, or secondary schools
largely technicist mbM VeI progressive organization, p referring to m.c_u:mr
cerned that its publi o.adﬁ_% depoliticized material. Yet it has been con-
culrarally Q..Eow._ o Mmﬂonm have not sufficiently represented socially and
s legitionacy 10 g.nMﬁoa. It, thus, has been looking for ways to increase
roblem and becatee mmn. range of educators. Because of this legitimacy
et of people wh of its large membership, it became clear to a num-
ple who were part of the critical educational traditions in Ha

o - Eﬁmﬂ. msﬂﬂm ﬁw.._.m.ﬁ mﬁ .—H—.—.mrn _vn 0. i _ _u n_
SN mu mm_.v._.n o CO. i 15
£ g&mw ”. _ . TIVINCE aoo to m:h_u i an
.”, ] u o ate HHHN.HQH.—D.H ﬁ_“wm.n ﬂ.cOG.._.& &.ODHOH_.mHHmHm HT.O m.OﬂE.mH —UHN.OH_..OM.— Suc-
.a.muu...u nm 1 ? i Wu I i .
nHHE,nm._. HHHOQ.W_.M Om nﬁHHHnEEH_. nﬂm.ﬂ,_”w.:”— Ew&. mem.—_.._.mﬁ_.OHH in mO_cEW.

: mu v -

~.and poor children and children of colot.

- - .
Ed

at what is happening is T call it a decentered unity.

priate way of looking
Multiple progressive projects, multiple “critical pedagogies,” are articy-

lated. Like Freire, each of them is related to real struggles in real insti-
cutions in real communities. We of course should notbe yromantic about
this. There are very real differences—political; epistemological, and/or

educational—in these varied voices. But they are united in their oppo

sition to the forces involved in the new conservative hegemo nic alliance

There gre tensions, but the decentered unity has remained strong enough
for each constituent group to support the struggles of the others.

“colleague i
ﬁ%@%@:ﬂo@m M_Mm HM wmwnm& to _,u;_.wmmr a book—Democratic School¥?—
i oMH ided clear practical examples of the power of Freirean
poynilar crics Mwwnomnram at du.qohw in classrooms and communities
§ e MOH only distributed to all 150,000 members o».,
o s Nmm ooo: s gone on to sell an additional 100,000 copies
o oty mcnnaw o copies of 2 <o_ﬁ.5m thar tells the practical stories o*..,
e el MM=®m~nm of critically oriented educators in real
e ¢ hands wm educarors who daily face similar prob-
: important intervention. While there is no guarantee
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that teachers will always be progressive (nor is there any guarantee that
those who are progressive around class and union issues will be equally
progressive around issues of gender, sexuality; and race), many teachers do
have socially and pedagogically critical intuitions. However, they often do

into practice because they can-

have ways of putting these intuitions 1
Due to this, critical theo-

not
not picture them 0 action in daily situations.
e nowhere to go in terms of their

retical and political insights, then, hav
embodiment in concrete pedagogical siruations where the politics of cur-

riculum and teaching must be enacted, This is a tragic absence and strate-

gically filling it is absolutely essential. Thus, we need to use and expand
the spaces in which critical pedagogical “stories” are made available so that
these positions do not remain only on the theoretical or rhetorical level.

The publication and widespread distribution of Democratic Schools pro-
expanding such spaces in ways that make

vides one instance of using and
Freirean and similar critical educational positions seem actually doable in

“ordinary” institutions such as schools and local communities.

Although crucial, it is then not enough to deconstruct restorational
The right has shown how important changes in
commonsense are in the struggle for education. Te is our task to collec-
tively help rebuild it by reestablishing a sense chat thick morality, and a
chick democracy, are truly possible today.

This cannot be done without paying considerably more attention t0
two things. The first—the material and ideological transforma
the right has effected—has been a key topic of this chapter. Yet another

policies in education.

element needs to
monic movements that connect educational struggles to those in other
ites and also assist both in creating new Stu

educational institutions themselves. In the current con-

ing ones within
servative context, some O
characteristics that make this an even more

In the past, [ have warned that the stylistic p
most “advanced” work forces the reader to do
ogism after neologism reigns supreme. As Den

difficult act, however.

argued elsewhere,

rmations that ~

be stressed—the building of large-scale counterhege- .

goles and defending exist-

£ the material on critical pedagogy hias

olitics of some of ouf :
all of the work.10! Neol- -
nis Carlson and 1 have.

102 the discourse of critical pedagogy in its Freirea®k:
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and femini ; :

oaa_woﬂmmm HHM% increasingly been influenced by postmodern the-
field and its politics, WMManMooWMMMw zmmﬂn_ﬁ”_ reconcepuislizing the

) up the discourse itici
MMH _Mr WWONHMHAW ﬂMo theoretical, abstract, esoteric, mbm% M”M MHMMMHM
on. Henry Omno:xmmu qumm_nm that teachers, students, and activists act
wary in critical pod ) .ﬂ.m have defended these discourses as neces-
ot 0 pesk M . Mwo_m& since to Bmonmﬂanﬂ the world one must first
This is undoubredly no“w_mmﬁ_NWM new Eamm. H..nmcwo new terms.” 103
took S.Wmn.H first Enomcnon._ OBM&MMMM% MMMMD ° o.ma . 88.&0.5 by
education in the early 1970s. fmasian theories into
Yet, having said this, given the very real

eaking” : success of the strat “blai
e mnn.*m.momw do wﬂﬁ power. Even though a good deal of
- fused and nomwah an v o wm t i conceptually and politically con-
.. ities of daily econo & ome .H.vm it &s disconnected from the gritey material-
Yo of it does Hoaﬁu&n“om% oww_n&u and educational/cultural struggles. Some
ditions of analysis b &o. HE.& at the expense of equally powerful tra-
| i does place mou”ﬂnm% In mw_ﬁnm_ economy and the state. And some of
8 ' edlities that set i emphasis on mrmu “post” that it forgets the structural
P Thus, as man n_% on real people in real institutions in everyday life.
*fort must be m?ww: H_.Esmbnmﬁoa WB.& argued repeatedly, much more ef-

A mo mecbn_ nrn. discourse of critical pedagogy in the
oo be nouwﬁmwm_u_o _B %Em.mu.& identifiable groups.1% Much of it needs
..mmrn_%l.oo:mbzw mNmHmBamEn of previous critcal traditions thar —
rpotane ] b toi n_:obno Q.Enmaob& and cultural activists. Just as
put into wmmomn_o“ .y L_Srmﬁ.ﬂ_mn& pedagogies actually look like when

uch more &&EwﬂM onYy ther heoreical elaborarions —needs to made
m@_imn e Mb Sﬂ have been apt to do. Unfortunately, when
gonm:.w ieadons ave had no mB&_.Bnmmﬁm of success in creating a
S nse about education (and even among many ed-

; » the linguistic styles of all too much critical work gets labeled as

arrogant” (sometimes a :
e ppropriately) and cuts itself
nrnm_ teachers and activists it wants to support off from many of the
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It is hard work not to be sloppy- It is hard work to write in such a
way that theorerical and political nuance are not sacrificed on the altar
of commonsense, but also in a way that the hard work of reading can
actually pay off for the reader her- or himself. And it is hard and time-
consuming work to write at multiple levels. But if we don’t, neoliberals
and neoconservatives will. And we will be much the worse for it. In this
cime of conservative restoration, the multiple projects of critical educa-
cion are indeed crucial. A good dose of reality will do no harm, and I
believe will actually make them more effective in the long run.

Although populism can and has been a double-edged sword, being
effective, then, requires a somewhat more populist set of impulses than
chose that have dominated critical pedagogy over the past years. How-
ever, the terrain out of which such populist forms grow is already being
occupied by a very different kind of “popular” consciousness. Nearly all
populisms are critical of elitist tendencies. Yet who and what actually
counts as elitism is part of 2 contested terrain. Unfortunately, in part be-
cause the left has evacuated that terrain, the kinds of populism that are
currently growing most rapidly are authoritarian in nature. While they

do cohere around themes that are based on “plain speaking” and “letting
the people decide,” they are all too often based on assumptions that God
has selected “the people” whose voices are more jmportant than anyone
else’s. As I noted in Chapters 1 and 2, authoritarian populism is an in-
creasingly powerful and persuasive social movement in many nations
throughout the world. Its sdherents have been integrated under the um-
brella of conservative modernization also in part because neoliberals and

neoconservatives have been able to tap into the strong undercurrents of .
populist resentment that exist among many Segments of the (especially) -

white population. The right has understood Gramscian strategies—and

has used them for retrogressive purposes. We shall now turn to the struc-

cures of the authoritarian populist world. No progressive counterhege-

smonic strategy, no critical pedagogy, can succeed unless it understands

the reality constructed by these groups. I devore the next three chaptens

co their history; to their economic, political, and cultural arguments; and

to their claims about educational policy and practice.

Chapter 4

o
o
'

Endangered Christianity

DARWIN, GOD, AND EVIL

s S : - T
1 ervatism, and the managerialism of the new middle class. We also need
. : ce

to think histori .
bout she fmpo MHM%MNH about particular theological impulses and
*gional relations int ow race, class, gender, and religious and re-
D eract over time. But this needs to be in such a wa
' nored. In ﬁrmmmMHoH mww contradictions of these relations are not mmv.‘

movemments. In OMN Mn mom:m _m.nm.n_w on the historical genesis of such
“jor elements within Mcnm_._ - cxamine Hrm.émva in which all of the ma-
1o their proponents, 96% HH”MHM religious beliefs can make sense
Then, in Cha seem repressive to an outsider.
chool mnbaawﬁ“mmmﬂwp”no“w””w o M owertu xesuls oftheir -
deolooi ’ ng—and critically analyze i ;
Eoﬂwwwwwmw N.MM_ %&cnmﬂoum_ impulses and 2 mEﬁvQﬁm its mmmwsm“““u

. .

‘the book OamanWMHHMDBH no._..anB_unH at the wﬁmmn of this section of

. admonition that there will be elements of good

P



