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CHAPTER I 

THE·SITUATION: EDUCATIONAL REFORM 

AND THE THEORY OF KNOWLEDGE­

CONSTITUTIVE INTERESTS 

Introduction 

Educational reform has been a process which has, even 

if unreported, been in development or discussion in educa­

tional systems around the world. Historians have documented 

the changes of the world and nations. The study of educa­

tional history has indicated that as a nation changes, so 

too, do the schools (Good and Teller 1973, 3). 

The catalyst for reform in education is a determination 

that a change is needed in the current structure or conduct 

of the institution. To·more. clearly understand the concept 

of educational reform, the term reform must be defined. The 

root word, "form", is "the shape and structure ,of something 

as distinguished from its substance." For anything to be 

reformed, it must be "improved by the removal of faults or 

improved by conduct or character" (Guralink 1984, 502). 

School reform has been a topic of recent discussion in 

America and in the state of Oklahoma. While school reform 

is an ongoing process in theory, the process is accelerated 
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or decelerated by certain international, national and local 

phenomena. The decade of 1980 to 1990 has provided an 

acceleration of the school reform process in America and in 

the state of Oklahoma. The current school reform interest 

in Oklahoma began in 1980 with the enactment of legislation 

designed to change the teacher education/cert~fication and 

staff development program in Oklahoma. The most recent 

national school reform movement began with the national 

publication of a "A Nation at Risk" in 1983. This report 

left no doubt that the current educational systems of Amer-

ica were perceived by some as a failure. 

Our nation is at risk. Our once,unchallenged preeminence in 
commerce, industry, science, and technological innovation is 
being taken over by competitors throughout the world .... We 
report to the American people tl).at while we can take justifiable 
pride in what our schools and colleges have historically ac­
complished and contributed to the United States and the well­
being of its people,, the educational foundations or our society 
are presently being eroded by a rising tide of mediocrity that 
threatens our very future as a nation and a people. (National 
Commission on Excellence in Education 1983, 12) 

2 

Study and reflection of this passage helps to point out 

the wide scope of schools as an institution and its impor-

tance at the national level. It must be argued, however, 

that schools are not primary ~nstitutions but, rather, 

represent secondary institutions. This is proposed because 

of the nature of schools being a workhorse for other social 

institutions. Indeed tasks and policies are passed on to 

the schools to implement. National reports serve a very 

clear purpose in developing the tasks for schools to carry 

out. The importance of the national school reform reports 



which have surfaced during the 1980's cannot be overlooked 

nor underestimated. 

It is important that we focus on reports of this type since 
they act to alter the very discourse of education. The terrain 
of the debate shifts from a concern with inequality and democra­
tization (no matter how weak) to the language of efficiency, 
standards,- and productivity._ Alterations in the terrain of 
debate affect our collective memories in major ways. We lose 
sight of the years of effort it took to establish the progres­
sive tendencies that do exist within state institutions such as 
schools, and these changes provide an ideological horizon 
against which we locate the policies and practices of curriculum 
and teaching. Thus, these documents are not only useful in­
dicators of ideological shifts. 'They are themselves part of the 
cultural production 'of such altered public discourse and as such 
need to be seen as constitutive elements of a particular hegemo­
nic project. (Apple 1987, 200) 
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Just as national educational reform reports have played 

a role in the current national focus on school reform, so 

too, have Oklahoma state report9 played a similar role. The 

most recent state educational reform report, "Oklahoma's 

Public Education: A Blueprint for Excellence" (1989), also 

describes the wide cultural scope of importance of Oklahoma 

educational reform. 

Oklahoma is a relatively new state which maintains much of 
its cultural identity in the face of a rapidly changing nation 
and world. It is a relatively rural state, even though a clear 
majority of its citizens now live in and around its urban 
centers. It is a state whose economy has been heavily resource 
based -- agriculture and energy -- and is now moving, along with 
other states, toward a more commercial and service-based econ­
omy. The changes in economic focus have resulted in changing 
educational needs within the state. Where Americans in general 
and Oklahomans specifically could, in past years, rely on hard 
work and dedication, a higher order of skills is now required. 
In the evolving information-based economy of which Oklahoma is a 
part, like it or not, our citizens must be able to read, think, 
compute and communicate if we are going to prosper (or even 
survive). Oklahoma does not have the luxury of saying, "No 
thank you!" to the rest of the world. We are part of a global 
economy and even as we seek to retain our individual identity we 
must accommodate ourselves to a changing set of rules and 
requirements. -(Task Force 2000 1989, 4) 
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Reflection on the national and state educational reform 

reports leads this writer to believ~ that educational reform 

is much more than reform of educational programs. It does, 

indeed, represent'a reflection of American and Oklahoman 

culture. 

While specific factors of culture, such as political 

influence, legal influence, and-economic influence are major 

contributors to'educational change, the totality·of these 

influences must be considered in,the process.of educational 
, ' 

reform. Indeed, culture is difficult to study. 

If. culture is a major influence of educational reform 
' ' 

in America and in Oklahoma, then reform, itself is a mirror 
-, 

of culture. The .class~oom teach~r, then, becomes the image 

the student sees as.- he stands 'before the mirror. 

The importance of 'this image cannot be disputed. This 

importance has led this writ~r to engage in the description 

of Oklahoma classroom teachers as they-relate to the con-

struction of educational reform. This description will 

consider culture as a' component of educational reform, 

national school reform proposals, Oklahoma school reform 

proposals, the' view of the ,teacher of schoo.l reform measures 

and the theory of knowledge-constitutive interests as it 

applies to teachers. 

The remainder of the first ·chapter will be devoted-to 

establishing the background from which the des_cription will 

be developed. 
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Culture: Its Role In School Reform 

The nature of culture begins with the assumption that 

it is essential to all individuals. Culture could, in fact, 

be the sum total of individual belie.fs and practices. ·This 

statement can be made because of the building nature of 

culture and its ability to endure. Culture is the direct 

result of any group of_ individual's history and their reac­

tions to the society in which they live. From this interac­

tion, tradition and current practices are evident. 

Culture has been defined by anthropologists as "the 

totality of learned attitudes, values, beliefs, traditions, 

and tools shared by a group of people to give order, con­

tinuity, and meaning to their lives" (Kroeber and Kluckhohn 

1952). Ricardo Gar.cia, having summarized many definitions, 

suggests the following descriptions of culture._ They in­

clude: "culture as having discrete elements, culture as a 

process that functions at varying levels of explicit and 

implicit realities, culture as a process that is learned and 

taught, and culture as a process of shared gratification" 

(Garcia 1982, ·22). A final,, and. most important, definition 

offer-ed by Frank Boas states: "Culture may be defined- as the 

totality of the mental and physical reactions'~and activities 

that characterize the behavior of the individuals composing 

a social group .. It also includes the products of these 

activities and their role in the life of the group" (Boaz 

1938, 159). What makes this definition so important is its 



closeness to what many believe to be the purpose of educa­

tion. That is, to provide experiences from which reactions 

and products can be derived and then implemented in the 

individual's life. 

6 

After defining culture it is still necessary to look at 

its structure. In order to facilitate further examination, 

it seems appropriate to consider a structural framework 

proposed by Ralph Linton (1936). Linton has ~proposed that 

the elements of culture can~ be classified into' three catego­

ries. These categories are Universals, Specialties, and 

Alternatives. The Universals of a culture are the values, 

beliefs, and customs that are prevalent within the adult 

population. While a certain group may generally share the 

same values or customs, a different group, or culture, may 

have total disregard for .the same value. 

While a group may hold the same universal values, it 

may be divided into several sub-groups by differences found 

in individual reactions or prdducts. Linton calls this ele­

ment, Specialties. It is in this area that a culture can 

allow for vocational differences and those found between 

social classes. Even though the groups hold the same gener­

al beliefs, the sub-groups still possess characteristics 

which make that sub-group unique to the culture as a whole. 

Linton's third element is called, Alternatives. These 

are the beliefs and customs that differ from the established 

values. These alternate beliefs come about due to the need 

of the individual or group to solve a problem. While the 



alternate belief is not shared by the entire group, it is 

also not shared by any existing sub-group. It is in this 

manner that culture may change over a long period of time. 
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This description of culture serves to provide a clearer view 

of how the process of educational reform is related to the 

cultural processes of a nation. 

One of the greatest problems .facing·the·implementation 

of educational reform is being aware of the values which are 

being emphasized in the process. 

Schools exist for some purpose. At least those who pay the 
bills and make educational policy think they·do. In any society 
one might assume that a central function of schooling is to 
socialize students to the knowledge and values considered 
important in that society. This assumes, of course, both that 
there is some consensus on which knowledge and values are most 
important and that the schools can teach them. 
(Selakovich 1984, 29) 

Indeed the task of determining cultural values in the 

process of educational reform is, at best, difficult. What 

represents, perhaps, an even greater challenge is attempting 

to distinguish "whose" values are being identified. As 

Linton points out, there are true divisions from which 

cultural values originate. If true change is to occur over 

time, it would most likely originate, in the "·Alternatives" 

category. Action originating from the "Universals" category 

would not be change at all since it represents that which is 

already consensus. The dilemma, it seems, rests in the 

"Specialties" category. Whichever sub-group happens to be 

most persuasive or powerful at any one time would have 

dramatic influence on the nature of the make-up of educa-
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tiona! systems. As the sub-groups come in and out of power, 

changes could occur in the values of the culture. This is 

as evident during the 1980's as at any other time. 

Capitalizing upon the waning confidence of the general public 
and a growing number of teachers in the effectiveness of public 
schools, the new conservatives argue for educational reform by 
faulting schools for a series of crises that·include everything 
from growing trade deficit to the breakdown of family morality. 
As is the case with many public issues in the age of Ronald 
Reagan, the new conservatives have seized the initiative by 
framing their agreements in a terse rhetoric that resonates with 
a growing public concer~ about downward mobility in hard econo­
mic times, that appeals to a resurgence of chauvinistic patriot­
ism, and that points toward a reformulation of education goals 
along elitist lines. (Giroux and McLaren 1986, 217) 

This description helps to point out the very clear 

division between "Specialty" groups. Barbara Finkelstein 

(1984) discusses this issue in terms of political and econo-

mic groups, both of which have had their influence on Ameri-

can culture and education reform. 

Contemporary reformers seem to be recalling public education 
from its traditional utopian mission-to nurture a ~ritical and 
committed citizenry that would stimulate the processes of 
political and cultural transformation and refine and extend the 
workings of political democracy. . . . Reformers seem to 
imagine public schools as economic rather than political in­
struments. They forge no new visions of political and social 
possibilities. Instead, they call public schools to industrial 
and cultural service exclusively. . . . Reformers have dis­
joined their calls for educational reform from calls for a 
redistribution of power and authority, and the cultivation of 
cultural forms celebrating pluralism and diversity. As if they 
have had enough of political democracy, Americans, for the first 
time in a one hundred and fifty-year history, seem ready to do 
ideological surgery on their public schools-cutting them away 
from the fate of social justice and political democracy com­
pletely and grafting them onto elite corporate, industrial, 
military, and cultural interests. (Finkelstein 1984, 280-281) 

It is by the domination of change brought about in the 

"Specialties" category·that the individual becomes lost in 

the process of change and educational reform. For true 

cultural change to take place there must be a conscientiza-



tion of individuals. In other words, a process must allow 

"men, as knowing subjects to achieve a deepening awareness 

both of the socio-cultural reality which shapes their lives 

and of their capacity to transform that reality" (Freire 

1970, 221-22). 

Freire goes on 'to elaborate on man's relationship to 

his world and the culture he encounters. 

It is as conscious beings that men are not only in the world, 
but with the world, together with other men. Only men as "open" 
beings, are able to achieve the complex operation of simul­
taneously transforming the world, by their action_and grasping 
and expressing the world's reality in their creative language. 

Men can fulfill the necessary condition of being ~ith the 
world because they are able to gain objective distance from it. 
Without this objectification, where by man also objectifies 
himself, man would be limited to being in the world, lacking 
both self-knowledge and knowledge of the world. (Freire 1970, 
452-53) 

It is because of this view of man and his relationship 

to culture that this writer believes the key to cultural 

change and educational reform is in each individual. Thus, 

teachers become a focal point of cultural action and educa­

tional reform action in the schools. 

Oklahoma teachers have faced a tremendous amount of 
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dialogue and school reform proposals during the 1980's, from 
,, ' 

both the national level and the state level. As study of 

these teachers unfolds, it is necessary to review the gener-

al content of these reform proposals from both national and 

stat€ sources. 
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National Educational Reform Proposals 

When looking at the current status of the national 

educational reform movement, there appears to be at least 

two prevailing lines of thought. The first is that there 

should be a national agenda for the rebuilding of the Ameri-

can public school system because of a drastic change needed 

in the nations ',s ecpno~y. 

We do not believe the education system needs repairing: we 
believe it mus't be rebuilt to mate~ the drastic change needed in 
our economy ..•. The 1980's will be remembered for two develop­
ments: the beginning of a sweeping reassessment of the basis of 
the nation's economic strength and the outpouring of concern for 
the quality of American education. The connection between these 
two streams of thought is strong and growing. (Carnegie Forum 
Task Force 1986) 

The seconq point of view,sees the current national 

educational reform movement in a much different light. This 

viewpoint centers around tJ:t,e disagreement on the dissatis­

faction of the public with the schools in America. 

The idea that most pe'ople believe schools are in disa,strous 
shape is, I think, quit~ ,mi,stakim. 'If anything, people exhibit 
a rather mindless, ill-informed satisfaction about the schools. 
This is why our political system avoids challenging the basic 
assumptions and merely strengthens and extends them: or schools 
are basically OK: let's just push them a little harder, add an 
eighth period to a seven period day, add thirty days to a 180 
day-a-year schedule, test the kids more. That approach certain­
ly does not suggest people are tremendously upset with the 
schools as they are. (Sizer 1984) , 

Regarqless of which viewpoint a person would agree 

with, it has to be agreed that the national eduqational 

reform movement has produced a "recent tidal wave of school 

reform" (Danner 1984, 40). 
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In order to better understand the concept of national 

educational reform, a brief historical description will be 

offered culminating with a description of the key education­

al reform measures :proposed dur£ng ,the 1980's. 

As educat'ion began in Ame~ica, ~ t was founded and 

implemented because of social reformers. T~e early Ameri­

cans were coming to find freedom for' their particular reli­

gious and political beliefs. Their schools served as a way 

to pass these values on to their, _children and reflected what 

was deemed to be educationally_ appropriate. Most schools 

consisted of education for males in t_he,-'classical subjects. 

As America's needs changed so did the structure and the 

content of the schools. By the 1800's, educators were 

calling on the schools to in~truct in the practical sciences 

and agriculture. The New Harmony_ school was started in 

Indiana by Robert Owen in 1825. This school provided in­

struction for a group of students in the manual arts and the 

sciences. Earlier in 1823, The Gardner Lyceum was estab-

lished and was considered to. be the first school of agr~cul-

ture. Perhaps the greatest, sch~ol reform of the time, 
•, ' 

ho~ever, occurred as more students were ,offered the oppor-

tunity to attend school (Good and Teller 1973, 121-22). 

After the turn of the century, education began to be 

effected by the country's transformation during the indus-

trial revolution. 
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Historians of education .agree that American education went 
through a kind of metamorphosis after the turn of this century 
..•. Even a cursory examination of the work of educational 
reformers during this period, however, indicates that influen­
tial leaders differed widely in the doctrines they espoused and 
in the pedagogical reforms they advocated. (Kliebard 1975, 51) 

While'John Dewey represented-the progressive view of 

education, ~t was not the most prevalent idea at the time. 

Educators seemed to be more persuaded to a strong and power-

ful bureaucratic model of education which was ·a-lso very 

prevalent in the business and industry community. The 

educational leaders of this movement were led by the works 

of Fredrick Taylor and John Franklin Bobbitt. Taylor was 

the leading proponent of the scientific management theory. 

Taylor's chief concern was for efficiency. Whatever the 

task, the best way was the way. that resulted in the most 

efficient use of man, materials, and time. The ultimate 

goal of this method of organization was productivity. The 

individual was looked ~pon as si~ply one of the elements of 

the system. The notion' of scientific management and its 

application in the schools was well stated by Ellwood Cub-

berly in 1916. 

Every manufacturing establishment that tu~ns out a standard 
product or a series of products of any kind,-maintains·a force 
of efficiency experts to study methods of procedure and to 
measure and test the output ,of its works. Such men ultimately 
bring the manufacturing establishm~nt large returns, by intro­
ducing improvements in processes and procedure, and in training 
the workmen to produce larger and better output. Our schools 
are, in a sense, factories in which the raw products (children) 
are to be shaped and fashioned into products to meet the various 
demands of life. The specifications for manufacturing come from· 
the demands of twentieth-century civilization, and it is the 
business of the school to build its pupils according to the 
specifications laid down. This demands good tools, specialized 
machinery, continuous measurement of production to see if it is 
according to specifications, the elimination of waste in manu­
facture, and a large variety in the output. (Cubberly 1916, 338) 
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Bobbitt held these same views and began to implement 

the scientific management model into curriculum development. 

One major task was to eliminate the "waste and the playful-

ness" from the schools. Bobbitt advocated trained special-

ists who would determine the methods· of teaching and the 

characteristics of the teachers for efficient implementa-

tion. Quality control was advocated and was to be achieved 

through quantitative measurement of the product (learning). 

After measuring a student's achievement, Bobbitt advocated 

directed training (compensatorY teaching). He stated: 

The curriculum of the directed training is to be discovered 
in the shortcoming of the individuals after they have had all 
that can be given through undirected training. (Bobbitt 1912, 
260) 

In expanding on these ideas of management and curricu­

lum, other educators developed the notion of "curriculum 

steps" and "objectives". While there was some disagreement 

among educators as to the merit of this theory, the position 

was not altered, and formed the basis for reform in the 

early part of this century. Indeed, as this century has 

progres'sed, other ideas have .been attempted. The end result 
' . 

of these ideas, however, has not made a great impact on the 

current trend of national educational reform. 

As has alreadr been alluded to, the current national 

educational reform.movement had its beginning with the 

publication of "A Nation At Risk". This report, written by 

the National Commission on Excellence in Education (1983), 

set off a serious debate about the condition of American 



schools and, in fact, had a great impact on educational 

thought. 

What is most surpr~s~ng, however, is the fact that "A Nation 
At Risk", unlike most government reports, actually provoked 
significant changes in school policy, what the Department of 
Education called •a tidal wave of school reform". (Danner 1984, 
40) 

The spark "A Nation At Risk" emitted, caused an ava-

14 

lanche of national and state educational reports to follow. 

These reports included follow up reports by the National 

Commission on Excellence in Education, the Carnegie Founda-

tion, the Rand Corporation and many others. While some of 

the specifics differed between reports, many recommendations 

and philosophies were common. 

As of 1984, forty-one states had followed the reports' 

recommendations and had 'stiffened graduation requirements, 

enacted stricter student evaluation and testing programs and 

lengthened the amount of time spent on instruction either 

through a longer school day, a longer school year, or both 

(Danner 1984, 41). 

A report written in 1986 by the Carnegie Forum's Task 

Force on Teaching as a Profession entitled, "A Nation Pre-

pared: Teachers for the 21st Century", outlined further 

reform measures directed primarily toward teachers. These 

reform measures consisted of the following major elements: 

- Create a National Board for Professional Teaching Standards, 
organized with a regional and state membership structure, to 
establish high standards for what teachers need to know and be 
able to do, and to certify teachers who meet that standard. 
- Restructure schools to provide a professional environment for 
teachers, freeing them to decide how best to meet state and local 
goals for children while holding them accountable for progress. 
- Restructure the teaching force, and introduce a new category of 
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Lead Teachers with the proven ability to provide active leadership 
in the redesign of the schools and in helping their colleagues to 
uphold high standards of learning and teaching. 
- Require a bachelor's degree in the arts and sciences as a 
prerequisite for the professional study of teaching. 
- Develop a new professional curriculum in graduate schools of 
education leading to a Master in Teaching degree, based on sys­
tematic knowledge of,teaching and including internships and 
residencies in the schools. 
- Mobilize_ the nation's resources to prepare minority youngsters 
for teaching careers. 
- Relate incentives for teachers to school-wide student perfor­
mance, and provide schools with the technology, services, and 
staff essential to teachers productivity. · 
- Make teachers' salaries and career opportunities competitive 
with those in other. professions. (Carnegie Forum on Education 
1986, 47-48) 

Even as this writing is taking place, nati.onal educa-

tional reform measures continue to be discussed. President 

Bush has just concluded an educational summit from which 

seven general .goals for school improvement were proposed. 

These proposals included recommendations on student readi-

ness to start school, student performance on international 

achievement tests, reduction of student dropout rates, 

improvement of student academic performance, functional 

literacy of adult Americans, training a competitive work 

force, providing a supply of qualified teachers and technol-

ogy, and the establishment of safe disciplined and drug-free 

schools (Education USA 1989, 44). 

While this description of national educational reform 

has been brief, it is hoped that it has provided insight 

into the total process of educational reform. A review of 

the literature pertaining to national school reform propos-

als shall follow in Chapter II. 

Just as there are an abundance of ~ational educational 

reform proposals being considered, there are also a great 
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amount of Oklahoma state educational reform proposals being 

considered. The following section will be devoted to a 

brief description of Oklahoma educational reform proposals 

during the 1980's. 

Oklahoma Educational Reform Proposals 

To propose that the state of Oklahoma is currently 

addressing its most serious attempt at educational reform 

cannot.be documented. The general consensus, however, among 

many professional educators and private citizens is that 

educational reform has never before been approached with as 

much "vigor, urgency, publicity, politics, risk, and econom­

ic impact" in the state of Oklahoma (Oklahoma Academy on 

State Goals 1989). ' 

Oklahoma, as a state, has followed much of the same 

historical development in education as has the nation. 

After 1980, Oklahoma has engaged in frequently recommending 

educational reform measures for· school improvement. These 

recommendations have typically come from the State Depart­

ment of Education, the state legislature and, most recently, 

from Task Force 2000, a specially formed committee to study 

Oklahoma education. While many school reform measures have 

been enacted in the state, some commentators insist that the 

propqsals have been less thaft effective because of a lack of 

adequate funding. Howard Barnett Jr., a member of Task 

Force 2000, spoke about this problem with funding as well as 
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the urgency of the entire reform process in Oklahoma School 

reform. 

There is general consensus that education in the United 
States is in critical condition. The president's recent educa­
tion summit underlined the risk that we face as a nation if we 
do not drastically improve our education system. 

But as the task force's report states, "In Oklahoma, the , 
challenge is more immediate and the outcome even more critical. 
If we do not find a way to create a measurably superior system 
of elementary and secondary education, we may we!l be relegated 
to a kind of domestic Third World status." 

Why is,this so? Very simply, it is because Oklahoma has for 
years underfunded its education system. As the report states, 
"Quality education cannot be purchased at a discount."', 

As important, the'world of work is changing. An education 
system which prepared workers for the assembly line of the 
industrial age is not preparing people to work in the emerging 
information age. The world is changing and education must too. 
(Barnett 1989) 

Much of the reasoning in th~ pursuit of Oklahoma school 

reform stems from the economlc survival of the state itself. 

In 1987, John Folks, State Superintendent of Schools pro­

posed that education should be improved for the purpose of 

' '' 
building a stronger, economic climate in the State along with 

providing more employment opportunities to the citizens of 

the state of Oklahoma (Folks 19,87, 3). 

Task Force 2000 has also established goal statements 

which reflect the current reasoning behind the need for 

Oklahoma educational reform. 

No longer will Oklahomans be dependent upon the production 
and the price of oil and gas or on the production and price of 
agricultural products. Further, we will no longer depend on 
recruiting or enticing major companies to locate in Oklahoma in 
order fo~ Ok+ahomans to be successfully employed. The intellec­
tual capital resulting from our education system will assure the 

, economic success of our citizens. This' outstanding system will 
develop graduates who: (1) know our heritage and the heritage 
of other, cultures and have discovered the interconnective nature 
of our world; (2) can think critically and integrate ideas; (3) 
have the motivation for lifelong learning; (4) possess self­
esteem and are tolerant of others; (5) are responsibly engaged 
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in their communities; and (6) are overall prepared to be produc­
tive workers, committed citizens and better people. (Task Force 
2000 1989, 3-4) 

Within this context, since 1980 the state of Oklahoma 

has enacted and legislated school reform measures in the 

general areas of teacher education, certification, teacher 

testing programs, entry year programs for first year teach-

ers, staff development, redefinition of basic curriculum, 

school testing programs, kindergarten screening, class size 

reduction, gifted and talented programs, teacher plans, 

Oklahoma School of Sciences and Mathematics, revision of 

school funding, school district annexation elections, volun-

tary school consolidation, school performance indicators, 

school district accounting, A.I.D.S. education, alcohol and 

drug abuse prevention, and health insurance for school 

district employees. 

A review of these programs and a review of the current 

Oklahoma school reform proposals will follow in Chapter II. 

In continuing the background information which forms 

the basis for the study of educational reform, attention 

must now be focused on the source of implementation of the 

proposed reform. This source is the teacher. 

The Teacher's Role in Educational Reform 

A very paradoxical situation exists in describing the 

teacher's role in school reform. Ernest Boyer, president of 

the Carnegie Foundation, very clearly points out this dilemma. 
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Whatever is wrong with America's public schools cannot be 
fixed without the help of those in the classroom ... Yet in most 
states, teachers have been front-row spectators in a reform 
movement_ in which signals are called by governors, legislators, 
state education officials - those far removed from the field of 
action (Boyer 1988, 13). 

If, as Boyer states, "teachers overwhelmingly control 

the place where education truly takes place" (Boyer 1987, 

28), there becomes a very great need to examine the role of 

classroom teachers as they contribute to the construction of 

Oklahoma educational reform. 

For the most part, looking at Oklahoma teachers as a 

powerful force in determining educational reform policy, or 

for that matter, looking at these teachers as individual 

curriculum decision makers in·their own classroom, has not 

been adequately discussed. The rationale for this statement 

comes from this writer's belief that a majority of reform 

literature discusses teacher programs, teacher skills and 

teacher be~aviors. Very little discussion addresses the 

disposition of teachers as ·they engage in the construction 

of educational reform. · The term disposition refers to 

habits of mind, or characteristic ways of looking at an 

environment. There is a big difference between-havi~g the 

skill to teach and having the disposition to teach. 

Early attempts at looking at the dispositions of class-

room teachers by this writer have led to frustration. This 

frustration has been manifested in a search for new solu-

tions to new problems and has been complicated by an abun-

dance of "blank faces" when questions arise that require 

critical thinking and decision making. It is as though the 



20 

very ones who should make decisions have become deskilled 

and are no, longer able to do so. 

Part of the reality of this observation is due directly 

to the school reform movement· .i. tself. 

Instead of addressing .these· issues (emphasis on quantifica­
t-ion, lack of control over curriculum, isolation from peers and 
condescending treatment), many of the reforms taking place at 
the state level further consolidate -administrative structures 
and prevent teachers from collectively and creatively shaping 
the conditions under which they work ..• Within this paradigm, the 
development of curricula is increasingly left to administrative 
experts or simply adopted from publishers, with few, if any, 
contributions from teachers who are expected to implement the 
new program. In its most ideologically offensive form, this 
type of prepackaged curriculum is rationalized as teacher-proof 
and is designed to be applied to any classroom context regard­
less of the historical, cultural and socio-economic differences 
that characterize various schools and students. (Giroux and 
McLaren 1986, ·219) 

What further complicates this reality is that, even 

though teachers wish to _have more control ove~ the prescrip­

tive nature of their profession (Darling-Hammon 1985, 209), 

they are not consciously opposed to the technical control 

imposed upon the pr·ocess. Michael Apple states: 

A crucial fact that is often neglected in the debate over 
procedure is that "scientific" outlooks have become so ing~ained 
in our consciousness that-they have become values (Apple 1975, 
123). 

Because values form t~e basis for action and because of 

the tmportance of addressing educational questions in a 

"critical" manner in Oklahoma, it is necessary to know about 

the dispositions that teachers bring with them into the 

classroom and use to construct knowledge. These disposi-

tions serve as key elements in the construction of values. 

These values, then, lead to the determination of a.teacher's 
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knowledge. The prevailing dispositions become extremely 

important when the teacher's role as the "reformer" and the 

"reformed" are discussed. 

By definitio,n, educational reform should not alter the 

substance of education. Reform might be an easier process 

if there was agreement on the "substance" of education. 

Education, thus, is not a fixed c~ncept but rather a cul­

tural construct. Educational reform, then, becomes a way of 

organizing educational practices which allow for this con­

struction. 

Knowledge-Constitutive Interests 

A fra~ework for constructing knowledge of educational 

practices is provided by the theory of knowledge-constitu­

tive interests propos~d by Jurgen Habermas (1972). Habermas 

proposes this theory as ~ way o~ explaining how fundamental 

human interests influence how knowledge is constituted or 

constructed. It is from the con,struction of this knowledge 

that values are developed, and it is from these values that 

action is taken. The controlling interests in the construc­

tion of knowledge and values serve to influence the actions 

which are taken. "Interest in general is the pleasure that 

we connect with the existence of an object or an action" 

(Habermas 1972, -198). , Habermas explains that, fundamen­

tally, what gives pleasure is the presence of conditions 

which will enable the species to reproduce its~lf. Grundy 

discusses the concept of interests by stating: 
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Interests, in general, are fundamental orientations of the 
human species and pure interests are fundamental rational 
orientations. This does not mean just that human beings have a 
fundamental orientation towards rationality, but rather that the 
fundamental interest in the preservation of life is rooted in 
life organized through knowledge as well as action. Put simply, 
even something as basic as the survival of the human species is 
not a matter of instinct and random_behaviors. It is grounded 
in knowledge and human action ... T~at is, rationality can be 
applied in a number of different ways to ensure self-preserva­
tion. The manner in which rationality manifests its~lf will 
determine what a social group is prepared to distinguish as 
knowledge. (G~undy 1987, 9) 

Habermas has identified three basic cognitive inter-

ests: technical, practical, and emancipatory. The techni-

cal interest is concerned with the need of the species to 

survive, reproduce itself and promote aspects of human 

society which have. been deemed as the most important. The 

technical interest is seen i_n the. empirical-analytical 

sciences and favors a disposition of control and management 

of the environment. ,This control is derived from knowledge 

which is arrived at. th~ough observation. Knowledge then 

becomes predicted and is justified by the degree to which it 

can be observed. 

The action associated'with technical interest is con-

trol (Habermas 1971, 91). In general, .the technical inter-

est is "a fundamental interest in controllingthe environ-

ment through rule following action based upon empirically 

grounded laws" (Grundy 1987, 12). 

While the basic disposition of technical interest is 

control, the disposition of a practical interest is under-

standing (Habermas 1972, 310). This understanding is not a 
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technical one but, rather, one which allows for understand-

ing of the environment so that interaction with that envi-

ronment may occur. 

The practical interest is grounded in the fundamental need of 
the human species to live in and as part of the world, not to 
be, as it were, in competitio~ with the environment for sur­
vival. (Grundy 1987, 13) 

The central question of practical interest moves away 

from what a person can do toward what a person ought to do. 

This question is addressed by the individual becoming focus­

ed on the meaning of'each situation then deciding on the 

"right" action to be taken. Interest in the right action, 

then, is what Habermas calls the practical interest. 

The process of making meaning of actions is best asso-

ciated with the historical-hermeneutical sciences. 

The historical-hermeneutical sciences gain knowledge in a 
different methodological framework than the empirical-analyt­
ical. Here the meaning of the validity of propositions is not 
constituted in the frame of reference of technical control ... 
Theories are not constructed deductively and experience is not 
organized with regard to the success of operations. Access to 
the facts is provided by the understanding of meaning, not 
observation. The verification of lawlike hypothesis in the 
empirical-analytic sciences has its counterpart here in the 
interpretation of texts'. (Habermas 1972, 309) 

The dispositio~, then, of the practical interest is in 

interaction for understanding. This interaction, however, 

is not objective. Rather, it is grounded iri subjective 

action with the environment. The knowledge constructed from 

this practical interest is found through the understanding 

of meaning, not through observation of actions. 'The practi-

cal interest is defined as "a fundamental interest in under-



standing the environment through interaction based upon a 

consensual interpretation of meaning" (Grundy 1987, 14). 
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The third fundamental human interest identified by 

Habermas is the,emancipatory interest. Although all of the 

cognitive interests are fundamental in nature, Habermas 

explains that these interests can be stimulated by either 

inclination or by principles of reason. Most people would 

associate interest with inclination or desire. This posi­

tion, however,, would leave the thought that people are non­

rational in nature. Given the premise that people are 

intrinsically motivated, or at least strive to be, Habermas 

contends that this rational inclination procures a more 

fundamental interest than that generated by inclination 

(Habermas 1972, 198ff). 

The emancipatory interest, then, is seen by Habermas as 

the most fundamental interest. While emancipation is de­

fined by Habermas as "ind~pendence from all that is outside 

the individual," it mus't also be stated that individual 

freedom can never be separated from the freedom of others. 

This individual freedom is derived from self-reflection and 

is grounded in the,critical science theory. 

Critical theory explains how coercion and distortion 

operate to inhibit freedom. This critical thought must take 

the position of "authentic insight". Each individual or 

group must believe that certain knowledge is true and also 

true for them individually. 

The disposition of the emancipatory interest is em-



powerment. Through self-reflection individuals are empower­

ed to take control of their lives and move towardcautonomy 

and responsibility. The emancipatory interest is defined as 

"a fundamental interest in eman,cipation and empowerment to 

engage in autonomous action arising out of authentic, criti-

cal insights into the social construction of human society" 

(Grundy 1987, 19). 

Focus Of The Study 

The theo~ of knowledge-constitutive interests has 

great implications for a better understanding of Oklahoma 

teachers' roles as they engage 'in the construction of educa­

tional reform. It'is at this personal level of interaction 

between individuals, culture and educational reform that the 

focus of study wil"l be concentrated. Political implications 

will result from a study of classroom teachers' knowledge­

constitutive interests in that a locus of control of politi­

cal power might become evident in the educational reform 

process. Cultural implications will be evident as the 

cultural role of the teacher surfaces during study. Most 
' r l ' 

importantly, however, are the personal impl,i~ati'ons of the 

study which will describe the teacher's role as a person 

engaged in the construction of Oklahoma educational reform. 

These implications become extremely important as the 

state of Oklahoma continues its transition from rural to 

urban society. It is in this transition that the individual 



teacher becomes the predominant focus in the process of 

educational reform. 

Thus the new style of political life found in transi­
tional ·societies is not confined to the manipulative 
role of its leaders, mediating between the masses and 
the elites. Indeed the populist style of political 
action ends up creating conditions ·for youth groups and 
intellectuals to ~xercise political participation toge­
ther with the people. Although it is an instance of 
manipulative paternalism, populism offers. the possibili­
ty of a critical analysis of the manipulation itself. 
Within the whole play of contradictions and ambiguities, 
the emergence of the popular masses in transitional 
societies prepares the way for the masses to become. 
conscious of their dependent state. (Freire 1970, 465) 

It is the pursuit of this consciousness that should 
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guide individual teachers in their involvement in the Okla-

homa educational reform process. Oklahoma teachers are 

"knowing subjects." It is hoped that this study will pro-
, '' 

vide information as to the interests which constitute these 

teachers' knowledge resulting in the conscientization of 

Oklahoma teachers. By becoming aware of the cognitive 

interests which are present in the classroom, and reflecting 

upon their personal dispositions, teachers can make better 

curriculum decisions and participate more appropriately in 

the school reform process. 

This.writer will engage in the descriptive study of the 

knowledge-constitutive interests of Oklahoma classroom 

teachers as they participate in the construction and imple-

mentation of Oklahoma school reform. 

This descriptive study will begin based upon the theo­

retical framework presented in this chapter. Chapter II 

will include a review of the literature on national and 
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Oklahoma educational reform recommendations since 1980, the 

roles and views of the teacher associated with these reforms 

recommendations, and the theory of knowledge-constitutive 

interests as it applies to teachers engaged in the educa­

tional reform process. Following this review of literature, 

Chapter III will describe the method of the study. Chapter 

IV will present the description of the results of the study 

and will focus on the critical analysis of the results as it 

relates to the teachers' knowledge-constitutive interests in 

the state of Oklahoma. Chapter V will summarize the study 

and identify areas for further consideration. 



CHAPTER II 

A REVIEW OF LITERATURE: EDUCATIONAL 

REFORM, TEACHERS, AND KNOWLEDGE­

CONSTITUTIVE INTERESTS 

Introduction 

As has been proposed in Chapter I of this study, the 

construction of Oklahoma school reform and the knowledge­

constitutive interests of the· teachers engaged in this 

construction, takes ,into consideration a great amount of 

information. Because it is felt by this writer that this 

process of construction of school reform cannot be viewed in 

isolation, it becomes necessary to review literature in 

several areas. The review will focus on the time period 

beginning in 1980 and continuing through 1989. This chapter 

will review the school reform proposals made at the national 

level, review the school reform proposals made in the state 

of Oklahoma, review the roles and views of the teacher 

associated with these reform recommendations, and review the 

theory of knowledge-constitutive interests as it applies to 

teachers engaged the educational reform process. 

28 
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National Educational Reform Recommendations 

Since the 1983 federal report, "A Nation At Risk", the 

national educational reform movement has flourished. "A 

Nation At Risk" calle~ the nation's attention to the opinion 

that schools-had sunk to levels of mediocrity and that the 

country was threatened (National Commission on Excellence 

in Education 1983). This report led the way as many other 

reports by other groups followed suit in proposing changes 

in the American education system. The Carnegie Forum's .. Task 

Force on Teaching as a Profession (1986) proposed that the 

system did not need repairing but rather needed rebuilt to 

match the drastic change needed in America's economy. 

Since these early reports, there has been a sustained 

drive for excellence in the schools. With all this effort, 

however, there is .still a large gap between the rhetoric of 

the reports and results ·from them (Boyer 1989). Kearns 

(1988) proposed that the first wave of school reform has 

left only incremental changes in education and has left an 

outmoded educational structure in place. Gallup polls in 

1987 and in 1989 seem to ve~ify that th'e public has ·also 

noted little change, and that not much progress has been 

made in school reform (National Association of Elementary 

School Princippls, 1989). The usual response to these polls 

at the national level, has consisted of writing more reports. 

Table I depicts a chronological order of thirty-seven 

national reports which give specific recommendations for the 
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national reform of education (Northwest Regional Education 

Laboratory 1987). These recommendations have become the 

focus of the national educational reform movement. While 

there is disagreement over the merits of the recommendations 

and even the direction that they are leading (Update 1989), 

educators at the front of the national reform movement 

believe the public is less concerned about local control 

than about national results. They believe that if the 

nation is at risk, then the nation should respond (Boyer 

1989). 

It is at this point, that it seems appropriate to 

review the many recommendations which have come from various 

national educational reform reports. For purposes of organi­

zation and understanding the following sections of review of 

the national educational reform recommendations will utilize 

Table I. Each report has been numbered and reform recommen­

dations cited will be followed by the numbers of the reports 

which include the recommendation. The national reform 

recommendations can be grouped into the categories of school 

leadership, teachers, curriculum and instruction, school 

equity, and school restructuring. 



Reference 
Number 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

Year of 
Report 

1980 

1982 

1982 

1983 

1983 

1983 

1983 

TABLE I 

NATIONAL EDUCATIONAL REPORTS 

Title of Report 

Why Do Some Urban Schools Succeed?' 

The Paideia Proposal: An Educational 
Manifesto 

The Reports: Challenge and Opportunity 

High School: A Report on Secondary 
Education in America 

Academic Preparation for College: 
What Students Need to Know and Be 
Able to Do 

Educational and Economic Progress 
Toward a National Education Policy: 
The Federal Role 

Action for Excellence: A Comprehensive 
Plan to Improve Our Nation's Schools 

Author/Organization 

Phi Delta Kappa'Study of 
Exceptional Elementary 
Schools 

Mortimer Adler 

Ad Hoc Committee on Phi 
Delta Kappa's Response to 
Reports on the State of 
Education. 

Ernest Boyer 

The College Board 

The Carnegie Corporation 

Education Commission of the 
States 

w 
....... 



Reference Year of 
Number Report 

8. 1983 

9. 1983 

10. 1983 

11. 1983 

12. 1983 

13. 1983 

14. 1983 

TABLE I (continued) 

Title of Report 

A Summary of Major Reports on 
Education 

Educational Reform: A Response From 
Educational' Leaders 

Reform of Public Education: A Synopsis 
of studies 

Merit Pay Task Force Report 

_Almanac of National Reports 

A Nation At Risk: The Imperative for 
Educational Reform 

. Educating Americans for the 21st 
Century: A Plan of Action for 
Improving Mathematics, Science and 
Technology Education for All American 
Elementary and Secondary Students So 

. ·That Their Achievement is the Best 

Author/Organization 

Education Commission of the 
States 

Forum o·f Educational 
Leaders 

James Haget 

u.s. House of 
Representatives Committee 
on Education and Labor 

National Association of 
Secondary School Principals 

National Commission on 
Excellence in Education 

National Science Board 
Commission 

w 
N 



Reference 
Number 

15. 

16. 

17. 

18. 

19. 

20. 

21. 

22. 

Year of 
Report 

1983 

1984 

1984 

1984 

1984 

1984 

1984 

1985 

TABLE I (continued) 

Title of Report 

Making the Grade 

Action in the States 

A Place Called School: Prospects for 
the Future 

Make Something Happe~: Hispanics and 
Urban High School Reform 

The Educator's Digest of Reform: A 
Comparison of 16 Recent Proposals 
for Improving America's Schools 

A Celebration of Teaching: High 
Schools in the 1980's 

Policy Options on Quality Education 

Investing in our Children: Business 
and.the Public Schools 

Author/Organization 

Twentieth Century Fund Task 
Force on Federal Elementary 
and Secondary Education 
Policy 

Educational Reform Reports 

John Goodlad 

National Commission of 
Secondary Education fqr 
Hispanics; Hispanic Policy 
Development·Project 

Sara Lake 

Theodore Sizer 

Task Force on Education 
Quality of the National 
Association of State Boards 
of Education 

Committee for Economic 
Development w 

w 



Reference Year of 
Number Report 

23. 1985 

24. 1985 

25. 1985" 

26. 1985 

27. 1986 

28. 1986 

29. 1986 

30. 1987 

31. 1987 

TABLE I (continued) 

Title of Report 

. Reconnecting Youth: The Next Stage 

. of Reform 

.The Great School Debate: Which Way 
for American Education · 

Barriers to Excellence: Our Children 
a;t Risk 

·Unlearned Lessons: current and Past 
Reforms for'School Improvement 

.•. the best of education: Reforming 
America's Public Schools in the 1980's 

Tomorrow's Teachers: A Report of the 
Holmes Group 

Educational Reform for Disadvantaged 
Students: An Emerging crisis 

Children in Need: Investment 
Strategies for the Educationally 
Disadvantaged 

Challeng~s to Urban Education: Results 
in the Making 

Author/Organization 

Education Commission of the 
States 

Beatrice and Ronald Gross 
· ( eds.) 

National Coalition of 
Advocates for Students 

Barbara Presseisen 

'william Chance 

The Holmes Group 

Henry Levin 

Committee for Economic 
Development 

The Council of the Great 
City Schools 



Reference 
Number 

32. 

33. 

34. 

35. 

36. 

37. 

38. 

Year of 
Report 

1987 

1987 

1987 

1987 

1987 

Not Cited 

Not Cited 

TABLE I (continued) 

Title of Report 

The National Forum for Youth at Risk: 
Participants Handbook 

New Schools for the Disadvantaged 

.•. And Justice For All: The NEA 
Executive Committee Study Group 
Reports on Ethnic Minority Concerns 

Making America Work: Bringing Down 
the Barriers 

Dealing With Dropouts: The Urban 
Superintendents' Call to Action 

America's Competitive Challenge-­
.· The Need for a National Response 

Improving our Schools: Thirty-Three 
Studies That Inform Local Action 

Author/Organization 

Education Commission of the 
States/Interstate' Migrant 
Education Council 

Henry Levin 

National Education 
Association 

National Governors 
Association and Center for 
Policy Research 

Office of Educational 
Research and. Improvement 

Business - Higher Education 
Forum 

Marilyn Clayton Felt 

Source: Northwest Regional Educational Laboratory. "Summary of National Reform 
Recommendations." Prepared for the Chicago School Reform Project. December 31, 
1987. 

w 
U1 
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School Leadership 

The national reports consider the principal of the 

school almost exclusively when reporting on school leader-

ship. The reports generally see the principal as a key 

person in the implementation of schoo'l 'reform. The primary 

message in many reports is that principals ,need to improve 

their skills (1,7,16,21). Principals can improve these 

skills by being responsib~e for improved training. Princi-

pals should receive the same core courses as teachers (4), 

and should attend academies or other pilot programs to learn 

management skills (16,21). Some reform reports suggest that 

states should set high standards for training principals 
r 

(7,16,21) and that principals should confer with one another 
~ 

often (36). 

In recruiting princi~als, women and minorities should 

be attracted to the profes~ion (19,21), and these recruits 

should be pursued vigorously by states and local districts 

(21,25). The salary of principals should be related to 

their responsibilities and performance (7,21). At the same 

time sch?ol leaders are being paid better, they are also 

being monitored more, closely tor higher standards (7,16,21) 

and that, in general, administrative evaluations need to be 

improved (11). 

Principals should spend more of their time being head 

teachers in their schools (2) and should be responsible for 

the instructional programs in the school (7) as well as the 

budget and teacher selection (4). 
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Teachers 

Boyer (1989), has proposed that teachers should be 

given more dignity and status and that a program of recogni­

tion, recruitment and renewai must be expertly implemented. 

The Carnegie Task Force on Teaching as ~ Prof~ssion (1986) 

contends t;hat, in order to bring teachers to the front of 

the education process, professional 'entry standards must be· 

raised, and o'ther reform reports add· that academic compe­

tence and aptitude'for teaching should be mandated (7,13,14, 

21,28). In order to recruit teachers who. are masters of 

knowledge; scholarships, loans, and other university incen­

tives should be offered (4,9,11,21) (Kearns 1988). While 

standards are being raised, states and local districts must 

improve teacher recrui'tment ( 7 '9' 11' 15' 28) especially for 

minorities ( 35). 

At the same time that national educational reform 

reports call for raising.starida-rds of teachers entering the 

profession, they also call for ,teachers themselves to raise 

their personal expectations of the profession and their 

students ( 4). Recognizing that_ the'se· higher standards might 

actually decrease the number of teachers available for 

employment, several reports suggest that certification 

processes should e~courage qualified people from other 

professions to serve in the schools (4,7,13,14,21). 

In addition to raising entrance standards, many reports 

also address staff development and college training for 
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teachers. These suggestions begin with proposing that the 

states- update and restructure the teacher train-ing program 

content of instruction (7,11,27) and that these programs be 

reviewed in three to five year cycles (21). 

The criteria for judging these programs should focus on the 

performance of the graduates (13). 

Several national educational reform reports go into 

more depth as to the content of teacher training programs. 

Some reports call for "academic core" learning areas (4,14), 

while others offer that a liberal arts education is better 

for teachers, including elementary science and mathematics 

teachers (2,14). Even more specific recommendations include 

that all teachers be computer literate (14) and that the top 

scientific minds should be enlisted as teachers (6,11). 

Teacher training programs are seen as needing to better 

address multi-cultural·issues in schools. Reports advocate 

providing more training in this area along with focusing on 

their unique learning styles (25,31,34). 

Inevitably, most educational reform reports must 

address how all of·its recommendations for increased teacher 
' ' 

requirements are 'going to be funded. While specific 

suggestions vary, it is generally argued that the method of 

pay and reward systems·· of teachers should be improved 

(2,4,6,7,9,11,13,16,21,22,,31)., ·Some incentives for teachers 

have included forming a national master teacher program with 

salaries up to $40,000 (15), forming a "teacher excellence 

fund" for teachers to carry out special projects, and 



establishing two-week professional development terms which 

would include study, travel, and extra pay (4). 

39 

While there is some agreement that the teaching 

profession needs higher compensation, there is, never-the­

less, disagreement on how teachers should "earn" the pay. 

Some reports have argued that merit pay has failed in prac­

tice (9) and, that to increase the pool of highly qualified 

teachers, across-the-board increases should be mandated 

(9,21). It has been proposed that the average salary should 

be increased 25 percent over inflation during a three year 

period (4). 

Another viewpo~nt advanced by some national educational 

reform reports for teacher compensation centers around the 

concept that teachers should be rewarded only for excellent 

performance (11). This viewpoint advocates that salary, 

promotion, tenure, and re-employment should be tied into 

evaluation systems that include peer review (4,9,13) and is 

tied into teacher performance (11). In addition, career 

ladders should be used to distinguish between instructors, 

experienced teachers, and master teachers (4,7,9,13,16,17, 

28). Further, incentives should be given to teachers who 

are employed to teach in critical areas of need (7,9,13,14). 

In concluding the section of national reform reports 

that deal with teachers, a final area of concern centers 

around the worklife of the teacher. These items include the 

proposal that teachers should be treated as professionals, 

given autonomy and included in decisions that concern them 



(36). Mention,is also given to the idea that teachers 

should be 'less isolated, and efforts should be made to 
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involve them in more integrated interaction with the school 

environment (17). If the work_environment of teachers needs 

to be improved,as proposed by some-reports (11,28), then 
~ I '' 

school drscipline must be addressed by establishing and 

implementing drastic conduct codes whic~.are fair, and firm 

(7,9,11,13,36). The suggestions for.the ,improv~ment of the 

teacher's workday also include lengthening the employm~nt 

year ( 14), including 20-day summer planning periods , ( 17), 

and including ·dai:lY planning periods ( 4). 

Just as the national education reform reports have made 

recommendation~' for teachers, t~ey have also had much to say 

about the content of instruction in the classrooms. 

Curriculum and Instruction 

The importanqe of the'area of curriculum and instruc-

tion in national educationa'l reform has fluctuated during 

the period of the 1980's. This fluctuation in the level of 

importance, however, ha~ not affected the number of propos­

als recommended by ~aridus reports .. In response to the 

recent release of the National Governors Association's 1989 

report: "Results in Education-" , Iowa Governor, Terry 

Bradstad proposed that the changes in American schools will 

"matter very little if what is being taught and how it is 

being taught remains unchanged" (Bradstad 1989). 

While there appears to be little disagreement that 
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school curriculum is important in the reform of education, 

there is great debate over the role of national curriculum 

reform. There has been a call for a "nat;ional literacy" in 

schools (Hirsch 1988) and a recent push to establish a 

national ag~nda. for school reform· (Boyer 1989). 

On the other hand·, two-thirds of the teachers believe 

that a national curriculum is not the answer (Instructor 

1987), and that a national focus misses local initiative and 

professionalism (Noblit 1986). 

Most national educational ~eform reports have not 

specifically addr~ssed the i~sue of the_ location of develop­

ment of the curriculum. They.do, however, make ~any general 

recommendations. Many of the reports begin with statements 

about the expectations schools should have for their currie-

ulum. 

Communities and states should have clear~y defined 

skills that the schools. ar~ to teach ( 7, 31), and that these 

skills would be better defined if educational priorities 

were evaluated (16,22,23). The purpose for these proposals 

is centered arQund the desi~e for education to develop the 

potential for every student (22). This potential, however, 
' . 

is most commonly reduced to high expectations for students 

(36) as measured by their movement through an intense and 

productive academic ex~e.rience (1:6,31,37). With an increas­

ed_ amount of time being spent in core subjects (16,21)_with 

higher academic standards (21,31), mastery, not age, should 

then guide promotion from grade to grade (7,13,21). 
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The national educational reform reports have not typi­

cally ended with mere recommendations for higher standards. 

They have also outlined specific course content and require-

ments. With the recent "back to basic" movement, there is a 
"" 

thought by some in the ·public that scho9ls do not pay enough 

attention to the teaching of basic skills (Bennett 1988). 

Most of the emphasis on basic skills has been directed to 

the curriculum-areas of math and science. Many reports have 

recommended specific lengths of time· for study in these 
' ' 

areas (4,5,6,9,'13,14). Other areas qf study, however, have 

not been omitted from the list of recommendations. The 

study of English, history, social studies, foreign language 

and writing are also_pointed to as needing mandated study 

(4,5,13,14,15). A~ong with this call for traditional cur­

riculum study~ comes recommendations that "soft" nonessen-

tial courses be eliminated p ,14,17). 

Within this context ·of higher a·cademic expectations 'and 

raised graduation requirements (14,16), the idea has emerged 

that the whole child must be addressed in terms of the 

school, the family, ,and the communi~y (~0,35) .. _ Reform 

reports call for 'programs for Hispanic students (18,34), 

pre-school programs (22), bilingual study (18 25), racial 

awareness (25,31,34), drug and alcohol programs (31,35), and 

an increased ¢mphasis on extracurricula~·activities (16, 

30). 

It is paradoxical that while national school reform 

reports call for certain areas of curriculum to be empha-
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sized, the end result of this national process is that 

"everything" is important. This points out the dilemma some 

educators have with a "back to basics" emphasis. It can be 

perceived as being "one-tracked" (Roberts 1985) and is 

repetitious. It also emphasizes narrow skills and isolated 

facts (National Governors Association 1989). 

Even.with the existence of this difference of agree­

ment, national educational reform reports continue to "cover 

all the bases." 

Assessment of curriculum has become a highly publicized 

aspect of educational reform and has centered, primarily, on 

testing for minimum competency, promotion, graduation, 

remediation, and state mandated achievement comparisons of 

schools (7 ,14,16 1 21,25,27 ,35'). In all of the emphasis for 

testing, there exists one report recommendation that propos­

es more attention be given to the purposes and relevance of 

student testing (27). This recommendation does not stand 

alone, however. There is a thought that many tests are 

working against the very reforms being proposed and do not 

promote a thinking curriculum (Resnick 1989). 

For the curriculum recommendations proposed to-be mean­

ingful in practice, further proposals have been made for 

school instruction. Instructional programs are recommended 

to increase motivation and achievement (35). This motiva­

tion is addressed in a number of proposals. These include 

giving students and parents choice in program options (35), 

encouraging a greater variety of teaching styles (2,4,36), 



providing flexible schedules for students with special 

problems (7,30), and providing mentor programs for student 

role models in business (17,23,35,36). 
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With the proposal of changes in curriculum and instruc­

tional programs, many reform reports'go beyond student 

performance and turn their attention to the concept of 

educational equity. 

Educational Equity 

While many national educational reform reports call for 

improved student performance and raised standards on one 

hand, many also'propose, that for some special populations, 

programs of remediation, alternative school settings, and 

work study programs should be offered to students to assist 

them in meeting school standards (9,21,25,29,36). This call 

for equity is prompted, in part, by much publicity and 

national attention given to the literacy rate in America. 

According to Kearns (1988), there are 700,000 illiterates in 

the country. These 700,000 are often considered disadvan­

taged, and some reform reports suggest that goals should be 

st~rted early for these identified students (29). These 

same reports call for more interaction with family and 

community service (Boyer 1989), and communicate the idea 

that such programs must be accompanied by increased funding 

tied to accomplishing performance goals (29). 

While minorities and/or non-English speaking students 

may also be considered to be disadvantaged, they are singled 
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out as often needing supported programs (29,36). These 

programs are followed by recommendations for proposals to 

help dropouts have opportunities to complete their education 

(4,35,36). 

Restructure of Schools 

The central theme, by definition, behind school reform 

is change for the improvement of the school. Much of what 

has been proposed ~y national educational reform reports 

cannot take place without a great deal of change. Much of 

this change can be directed to the structure of schools as 

an organization. The primary purpose for this restructuring 

should be the improvement of student performanc~ (Council of 

Chief State School Officers '1989). 

This restructuring should include redefining the pur­

pose and organization 'of the way schools are staffed,' man-

aged, and financed (30). -These changes should identify and 

support academically gifted students (7,21) while at the 

same time solve the problems of the disadvantaged (23,30). 

Among the suggestions for accomplishing these diverse objec-
' -

tives are residential ~cad~mies (4), schools within schools 

(4,17), non-graded schools (17), summer programs, alterna­

tive learning environments (29,'36), and magnet schools (16, 

36). It is further asserted that if sqhools cannot respond 

to reform measures they should be closed (36). 

The current cry for school restructuring rests on_ the 

premise that the public should be able to choose which 
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schools their children attend. Two-thirds of those inter­

viewed in a recent Gallup poll indicated that they wished to 

have more choice of the schools available to them (National 

Association of Elementary School Principals 1989). The 

issue of school choice has' created a variety of responses 

from educators. Current Secretary of Education, Lauro 

Cavazos (1989), has called ,parental choice the "cornerstone 

for restructuring schools." 

On the Qther hand, Finch (1989), contends that school 

choice is not a new idea and that this choice creates an 

educational system of inequity. Information recently re­

leased indicates that several states are considering school 

choice issues. However, the Iowa School Board Association 

(1989) reports, that in Iowa, where school choice is an 

option, only three in one-thousand students have taken steps 

to change school districts. 

In addition to the parental choice issue, site-based 

school management is seen as a critical element in the 

restructuring of schools (Boyer 1989). This concept of 

site-based management is accompanied by a call for greater 

trust in the initiative of individual schools, teachers, and 

administrators (2,17,22,36). This trust should be included 

in the concept of shared decision making in which princi­

pals, teachers, parents; students, and other school person­

nel participate together as a team (30,36). 

While a segment of educational reform ideology advo­

cates the expansion of the concepts found within site-based 



management theory, other segments continue to promote the 

idea that national and state involvement are desired in 

producing appropriate goals. An analysis of the many, and 

often contradictory, national educational reform reports 

would cause an educator to wonder about the nature of cur­

rent national educational goals, or, whether or not, they 

should even exist. 

National Educational Goals 

Historians and social scientists have discussed the 

role of the nation in the educational process. The focus 

here, then, will not be to argue one side or the other in 

the debate over local versus national educational involve­

ment as recently discussed at President Bush's national 

educational summit. 
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While the call for presidential involvement in educa­

tion is frequently heard (Boyer 1989), the reasons for these 

calls are less frequently announced. Many of the publicized 

reasons for national involvement are reduced to funding 

issue~ with the federal government being seen as the solu­

tion. 

Another, much broader, national ideology of education 

centers around the concept of schools seen as a foundation 

of democratic society. This foundation should reject the 

notion that work is the most important outcome of education 

and promote the importance of a greater degree of self­

understanding for the purpose of self-government (Carnegie 
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Forum's Task Force on Teaching as a Profession 1986). In 

this case, knowledge and the process of learning become the 

primary focuses of the educational process. The success of 

the educational system, then, depends on the whole society 

coming to place a higher emphasis on not just schooling, but 

on learning. 

It is argued, however, that the issues of national 

focus and democratic education are much more than just 

school and learning issues. "Family stress, social aliena­

tion, and cultural dislocat~on do not exist in a vacuum. We 

need to look at the economic context of education" (Bastain 

1988, 29). Such c~lls for study have, however, fallen by 

the wayside in the.debate. President Bush (1989) has called 

for the study to end and the action to begin. This action 

has recently centered around a consensus that national 

performance goals are needed for schools (Bush 1989). This 

consensus, however, has been limited to the notion that 

there should be national educational goals for the purpose 

of establishing an educational vision (Mills 1989), and 

there continues to be debate and disagr~ement as to the 

scope and focus of the national educ'ational goals. 

Much of the c~ll for national educational goals has 

resulted because of information that indicates school reform 

over the past five years has not been perceived as effective 

by the general public (National School Public Relations 

Association 1987). Boyer (1989) has also called for a 

"national agenda for school reform." 
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These calls for national education goals have resulted 

in an educational summit conference between state governors 

and President Bush. This summit produced the following 

general educational goals. The goals included the readiness 

to start school, the performance on international achieve­

ment tests, the reduction of the dropout rates and improve­

ment of academic performance, the functional literacy of 

adult Americans, the training level guaranteeing a competi­

tive work force, the supply of qualified teachers and tech­

nology, and the establishment .of safe, disciplined and drug­

free schools (National School Public Relations Association 

1989). 

It is within this context of national educational 

reform that educators in the state of Oklahoma currently 

find themselves. .If~ as has earlier been proposed, the 

national reform reports constitute a language for education­

al reform, then the states function to solidify this lan­

guage at a more "local" level.· 

Attention will now be turned to a review of the educa­

tional reform ~ecommendations in the state of Oklahoma. 

Oklahoma Educational Reform 

Recommendations 

Educational reform in the state of Oklahoma can be 

summarized by one common term. That term is legislation. 

Just as educational issues are identified at the national 

level, they are also selected and identified at the state 
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level. This process of issue identification appears, to 

this writer, to take on the appearance of politics. Most of 

the state initiated educational reform disc'ussion originates 

in the office of the State Superintendent of Public Instruc-

tion. As a state political of·ficer, the State School Super-

intendent becomes responsible for providing for the "leader-

ship and direction" of the state's public school system 

(Folks 1985). In establishing this direction; state reports 

are provided which single out educational issues for con­

sideration at the state level. These issues, in return, 

create a state language of educational reform. Some terms 

gain in popularity ~hile others fade away. As terms of 

educational reform gain in popularity, their future, or 

fate, is determined politically by acts of legislation. 

Indeed, it appears that whether educational change occurs, 

or not, depends more on legislative debate than on educa-

tional debate . 

.. .. Improving the educational programs offered by Oklahoma 
public schools has been an objective of the Oklahoma State 
Legislature throughout the 1980's. Efforts to improve the 
educational program in Oklahoma have characteristically been 
employed within what could be called a "power strategy" of 
improvement, i.e. ,·a strategy th~t emanates from the top down 
.. :.usually this strategy takes the form of legislation, court 
orders, or directives from superordinates. (Floyd and McKeon 
1989) 

Educational reform then, in the state of Oklahoma can 

be reviewed by taking a look at educational legislation. A 

review of educational legislation in Oklahoma will show that 

much has been changed during the 1980's. 



Review of State Educational 

Reform Legislation 

Recently, the Oklahoma Education Association and the 

Oklahoma State School Boards Association (1989) prepared a 

report summarizing the educational legi~lation during the 

1980s. The following review of state educational reform 

legislation is adapted from that report. 
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Teacher Education, Certification, and Testing Programs. 

In 1980 a program increasing the requirements for teachers 

was passed in ~rder to better screen education applicants 

and to provide more field-based experiences for education 

students while in college. This program was later expanded 

in 1985. The legislation included testing teachers in the 

content of their teaching field(s) before awarding a license 

or standard certification. The teacher testing program has 

been in effect for all graduates of teacher education progr­

ams since February, 1982". After October 1, 1986, any educ­

ator applying for a 'new teaching certificate must pass the 

appropriate test in order to add the new certificate. 

A total of 86 separate tests have been developed and 

approximately 4000,teachers or prospective teachers are 

tested each year. The passing rate currently stands at 76 

percent. 

') 
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Entry Year Teacher Assistance Program. Legislation 

mandated that, beginning with the 1982-83 school year, every 

beginning teacher would be given guidance and assistance by 

a committee consis,ting of a teacher consultant, a school 

administrator, and an educator from an institution of higher 

learning. 

Staff Development. Beginning in 1980, all teachers and 

administrators were required to continue professional devel­

opment beyond initial certification. This has been imple­

mented by requiring local school districts to design a four 

year staff development plan which is,submitted annually to 

the State Board of Education for approval. These plans are 

to be developed by local committees comprised mainly of 

teachers. 

Redefinition of Basic Curriculum. The state Department 

of Education developed a curriculum review model in 1980 

which consisted of step~by-step suggestions for five main 

curriculum review areas. These areas were identified as 

curriculum philosophy, desired student learner outcomes, 

program evaluation, identification 6f specific skilis and 

concepts, and program course descriptions. A statewide 

curriculum review identified suggested learner outcomes by 

grade level for basic skill areas. In 1982, the Legislature 

redefined basic skills as math, reading, science, social 

studies and language arts. In addition, local boards have 

been required to annually review the district's curriculum. 
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Oklahoma School Testing Program. In 1985, a stan-

dardized, norm-referenced test was required for all students 

in grades 3, 7, and 10. In 1989, these tests were expanded 

to students in grades 5, 9, and 11. In addition to the 

norm-referenced tests, writing a~sessments were added for 

7th and lOth grades beginning in 1987 and 1988. "This was 

then followed by the addition of a criterion-referenced test 

requiremen~ for high school,graduation in 1993 .. While most 

Oklahoma students have performed abovexhe national average 
~I l ~ < ~ 

on most areas of the test, test scores have been used to 

prescribe local remedial programs, used in required school 

improvement plans, and used ~o.publicize performance to the 

public. 

Kindergarten Scr.eening. Initiated in 1985 and fully 

implemented in 1986, all schools have been required to 

screen kindergartep students for their ability to do first 

grade work. This screening is, to be done at the local site 

by local staff or by staff.at a Regional Education Service 

Center. 

Class S!z~·Reduction. . ' 
While the reduction of class 

size has been included in several pieces of legislation, the 

original program to .reduce class size in grades 1 through 3 

to a maximum of 20 students by the '1989-90 school year has 
- ' 

been slowed down because of budgetary constraints. In 1989, 

the Legislature set class size limits for grades 1 through 3 

at 21 pupils for the 1990-91 school year. Kindergarten 
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class size is also to decrease to 22 students by the 1992-93 

school year. Local school districts are financially penal­

ized for being aboV,e class size limits. 

Teacher and Administration Evaluation. During 1985 the 

State Department of Educati9n developed criteria for effec­

tive teachi~g practices based upon research information. 

This criteria was then followed by ongoing training work­

shops for administrators ce~tering on the evaluation of 

teachers usin9 the criteria. 

School Improvement Plans. Since 1986, each local 

school district has been required to write a plan for school 

improvement to be implemented'over a four year time period. 

The plan is to be evaluated a11-d updated each year and must 

address test scores from the,testing program and.instruc­

tional programs in the basic sl;c,ills. 

Gifted and Talented Students. Schools are now required 

to have programs and 'policies tor serving the 38,000 gifted 

and talented students in the state of Oklahoma. To accom­

plish this, additional funding.has been alloca~ed in the 

school funding formula to serve students who excel in crea­

tive thinking, visual and performing arts, or-specific 

academic areas. 

Oklahoma School of Science and Mathematics. In 1983, 

the Legislature authorized the development of a school as as 

a full time residential program for high school juniors and 



seniors with exceptional ability in math or scienc~. The 

school will begin accepting students in 1990 and will pro­

vide summer institutes as well as enrichment and staff 

development programs for staff and students of the state. 

55 

Voluntary School Consolidation~ To encourage school 

consolidat-ion in Oklahoma, 1989 l'egislation provided funding 

incentives for .small school districts which consolidate. 

These funds are to provide assistance in text book supplies, 

course offerings, .arid construction costs. 

School Perfo·rmance Indicators. Beginning in 1989, the 

State Board of Education will develop and publish a set of 

indicators which will allow for the comparison of school 

district and school site outc6mes. Those indicators will be 

weighted to take into consideratiqn social and economic 

factors and must include test scores, dropout rates, class 

sizes, and percentage of graduates continuing their educa­

tion or·going into employment.· Schools performing in the 

lowest one-fourth of Oklahoma schools on the student testing 

program will be declared "academically at risk" and will be 

subject to state level evaluation and intervention. 

State School Reform Legislation Conclusion. The legis­

lated educational reform measures presented in the previous 

sections provide an overview of the educational issues being 

discus~ed in the state of Oklahoma. A comparison of these 

issues and the national educational reform recommendations 
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proposed by the national school reform reports further 

reveals the "trickle down" theory of educational reform. 

While this writer believes that much of Oklahoma's educa­

tional legislation can be attributed to ideas outside of 

Oklahoma education, it must be noted that, at least recent­

ly, an attempt has been made by Oklahomans to look at Okla­

homa's educational' system. 

Task Force 2000 was appointed by the Oklahoma Legisla­

ture in 1989 to study and make recommendations for the 

improvement of education in Oklahoma. With the work of the 

task force completed, the recommendations which have come 

from it serve a purpose similar to that of "A Nation At 

Risk". The task force report, "Oklahoma's Public Education: 

A Blueprint for Excellence" (1989), establishes, through its 

recommendations, a basis from which discussion can begin on 

the reform of Oklahoma education. 

A Review of Task Force 2000 Recommendations 

Because of the comprehensive nature of this educational 

reform report and the fact that its release has occurred at 

the time of this study, it is important that the report be 

reviewed. Task Force 2000 was formed by legislative mandate 

as a result of a special session of the Oklahoma Legislature 

called by Governor Henry Bellmen in August, 1989, to address 

Oklahoma's public school system. The task force was charged 

with studying the current status of Oklahoma public educa-



tion and bringing forth recommendations for improvement in 

that system. 
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Task Force 2000 has stated that the time has come for 

radical change in Oklahoma education. This change, however, 

cannot be viewed as the traditional action of mandating 

changes in the educational process. The focus should shift 

to results. While specific recommendat-ions are given to 

direct these results, it is the Task Force 2000 report's 

intent that local educators, especially teachers, will 

determine the way in which the results are arrived at and 

will be held accountable for them. ·While this is a noble 

intent, it, nevert~eless, can be relegated by legislative 

action to another set of state mandates. 

Table II, beginning on the following page, provides a 

condensed view of the areas of education which were identi­

fied by Task Force 2000 as needing changed and the general 

recommendations given for initiating that change. 

While this table addresses recommendations for action 

within the report, it is not the writer's intent to ignore 

the philosophy stated in the report. This philosophy, 

however, can better be described within content found in 

subsequent sections and chapters of this writing. What must 

be pointed out, though, is that the vast majority of litera­

ture and action from the Task·Force 2000 report deals almost 

exclusively with the action recommendations and very little 

with the philosophy of implementation. 



Report Topic 

Early Childhood 
Education 

curriculum 

Testing 

Teacher/ 
Aqmin:istrator 
Evaluation 

TABLE II 

TASK FORCE 2000 EDUCATIONAL REFORM 
RECOMMENDATIONS 

Report Recommendation 

-Required half-day kindergarten attendance 
-Required offering of ~ull-day kinde~garten 
-Required offering of preschool program 
-Funding of preschool materials 
-All newly hired early childhood teachers must be early 
chil4hood specialists 

-curriculum Development Committee 
-New Health. curriculum 
-New curriculum is fully in place 
-Tui,tion funding for concurrent enrollment in colleg£:3 

-Supplemental "customized" testing 
-Education of the public about student testing and 
inqicators program 

-No pass no play 

-Replace teacher tenure with expanded due·process 
-Allow for teacher dismissal for educational deficiencies 
-Establish ·peer review panels in districts 
-Liability protection for peer review panelists 
-state Department to train peer review panelists 
-Administrator Evaluation Committee established 
~Administrator training program 

School Year 
Initiated 

1991-92 
1993-94 
1993-94 
1993-94 
1993-94 

1990-91 
1992-93 
1993-94 
1990-91 

1991-92 
1990-91 

1992-93 

1990-91 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 

lJl 
CD 



Report Topic 

Accreditation 

Consolidation/ 
Reorganization 

Class Size 

Length of 
Instructional 
Day/Year 

Parental. 
Involvement 

TABLE II (Continued) 

Report Recommendation 

-Ad-option of new accreditation standards for high schools 
-Al~ high schools required to meet new accreditation 
standards 

-Adoption of new accreditation· standards for elementary, 
middle and Jr. High Schools · · 

-Provide additional incentive funds for voluntary 
consolidation 

-Require school board members to have high school diploma 
or··GED 

-Expanded school board member training 
-Legislative review of statutes .related to school boards 

-Redefinition of current class size limits 
-New class size ratio 

-School year lengthened to 190 days 
-Move all extracurricular activities outside of regular 
school hours 

-Increased use of parent/school contracts _ 
-Require parents to attend one teacher/counselor 
co~ference each semester 

-Parental role awareness training for teachers 
-Establish parent training program 

School Year 
Initiated 

1990-91 
1994-95 

1990-91 

1990-91 

1990-91 

1990-91 
1990-91 

1990-91 
1993-94 

1990-91 
1990-91 

1990-91 
1990-91 

1990-91 
1991-92 



Report Topic 

Deregulation/ 
Choice 

Technology/ 
Innovation 

Office of 
Accountability 

Compensation 

Vocational and 
Technical 
Education 

TABLE II (Continued) 

Report Recommendation 

-Committee on Deregulation established 
-Begin deregulation of schools 
-Implement an open transfer (choice) plan 
-Establish forum through which appeals regarding educational 
tr~nsfers can be heard -

-Additional funding provided for technology and innovation 
-Upgrading of school administration through computer use 

-Establish Position of Assistant Superintendent for 
Accountability , 

-Accountability oversight Board 
-Constitutional amendment to make the State Superintendent 
appointed 

-$1500. average pay increase for teachers each year for 
4 years 

-committee on incentive pay-
-Incentive pay for teachers and administrators 
-Additional funding for hiring teacher's assistants each 
year for 5 years 

-Provide tuition money for teachers taking college courses 

-Apply 11core 11 curriculum to vocational students 
-Provide students with "hands on" career exploration 
activities 

-Teacher training program on new technologies 

School Year 
Initiated 

1990-91 
1991-92 
1992-93 
1990-91 

1990-91 
1990-91 

1990-91 

1990-91 
1990-91 

1990-91 

1990-91 
1990-91 
1990-91 

1990-91 

1993-94 
1991-92 

1990-91 
O'l 
0 



Report Topic 

Teacher Training 

Other Issues 

Educational · 
Service Areas 

Unfunded 
Mandates 

Funding Equity 

TABLE II (Continued) 

Report Recommendation 

-Review of current teacher training practices 
-Program to encourage minorities to become teachers and 
administrators 

-Financial assistance for prospective teachers 

-Abolish corporal punishment 
-Renew efforts to help dropouts 
-Reporting requirements on home schools 
-Reduce maximum attendance age from 18 to 16 
-Incr~ase number of professional personnel in schools 
-Encourage innovative educational strategies 
-Develop alternative certification program 

-Development of regional educational delivery system plan 
-Implementation of regional educational service area plan 

-Provide funding for unfunded mandates _ 
-Legislation to prohibit enactment of education mandates 
without funding 

-Distribute school land monies through the formula 
-Distribute ~ublic Service .monies through the -formula 
-Direct gross production revenues through the formula 
-Direct all other state revenues through the formula 
-Distribute textbook monies through the formula 
-Abolish "hold harmless" funding 
-Distribute all excess and ad valorem revenue through the 

formula 
-Transfer fee for capital costs 

School Year 
Initiated 

1990-91 
1990-91 

1990-91 

1990-91 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 

1990-91 
1992-93 

1990-91 
1990-91 

1990-01 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 
1990-91 

1990-91 



TABLE II (Continued) 

Report Topic Report Recommendation 

-Increase economically disadvantaged student·weight/formula 
-Implement isolation factor in school funding formula -
-Delete small school weight in formula 
-Review current formula weights relative to special 
education · 

Other Funding -spend $5Q million from rainy day fund on textbooks, 
supplies and instructional equipments 

School Year 
Initiated 

1990-91 
1990-91 
1990-91 
1990-91 

1990-91 

-Spend $20 million from rainy day fund for ad valorem reform 1990-91 

Capital Needs 

-Complete implementation 9f computer appraisal.system 
-Make provisions for special students that are placed in 
schools 

-Repeal personal household property tax 

-state bond issue of $200 million to assist with school 
capital needs 

-Constitutional amendment to allow 50% majority in school 
bond elections. 

1992-93 
1990-91 

1990-91 

1990-91 

Source: Task Force 2000. "Oklahoma's Public Education: A Blueprint for Excellence." 
November, 1989. 
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National educational reform recommendations, in gen­

eral, and state educational reform recommendations specifi­

cally, have great impact on teachers and teacher's work. 

The study will now turn its attention to the classroom 

teacher a~d the views of the teacher on educational reform 

recommendations and the reform process. 

Teachers' Views on Educational 

Reform Recommendations 

There seems to be a discrepancy between what the role 

of the teacher should be in educational reform and the role 

the teacher actually takes in the educational reform pro­

cess. On one hand, the teacher is seen as the predominant 

factor and key individual in the educational reform process 

(Boyer 1987). On the other hand, the most highly qualified 

teachers are more dissatisfied with their work because of a 

lack of administrative support, more bureaucratic inter­

ference in their work, and the. ·lack of autonomy in their 

work (Darling-Hammond 1984, 13). 

Both of these factors pose spec~al points of interest 

for study. This 'paradoxical situation will be reviewed 

through the literature in this section. The example cited 

above by Boyer is seen. in other educational reform reports. 

Particularly, the Carnegie Task Force on Teaching as a 

Profession (1986) has stressed that the role of the teacher 

in the process of improving education becomes more impor­

tant, not less important. Along with this call for more 
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emphasis on the importance of the classroom teacher, there 

also exists a feeling that the individual school should be 

more involved in the educational reform process (Wise 1988). 

Regardless of these views, the literature indicates most 

educational reform discussion has been initiated at the 

state and national level. The Carnegie Fou?dation for the 

Advancement of Teaching (1988) has stated that true excel­

lence occurs' when reform reaches the classroom level but is 

surprised to find that teachers on~y give the national 

school reform movement a grade of "C". 

The reason for the Carnegie Foundation's surprise is 

because their research had shown great support from teachers 

for reform ideas (1988). This writer is not nearly as 

surprised to find that teachers would support dialogue at 

the national and ~tate leVcel, yet be less supportive of its 

effect in the classroom. This information, however, does 

point out a contradiction which would be surprising for the 

general examiner. How can teachers indicate agreement with 

the same items of reform which they say are not effective? 

A closer look at this dilemma will begin with educational 

reform-issues which teachers support. 

A nationwide teacher opinion poll done by the National 

Education Association (1979) found that teachers generally 

felt that basic skills were being taught and that a stu­

dent's lack of performance was due primarily to an abse~ce 

of home support. These teachers felt that the number of 

students in classes needed to be decreased, there needed to 
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be stricter discipline rules.and attendance requirements, 

parents needed training in assisting studeBts at home, and 

there needed to be higher standards in student performance. 

While the teachers in this study thought student performance 

was important, they considered standardized testing as 

having no effect on teaching if they were ~liminated from 

schools. The teachers felt ~that scores become an "end" in 

themselves. 

Despite this, a Carnegie surv~y in 1988 states that 

student testing has become one of the most remarkable out­

comes of the reform movement. In this study, "Report Card 

on School Refo~: The TeaGhers Speak" (1988), it is re­

ported that sixty-three percent of the teachers indicated 

that their student testing has increased because of state 

and district regulations. 

This Carnegie report seems to justify the concept that 

as reform proposals' are identified nationally they are also 

given attention at local schools~ The Carnegie Foundation 

(1983) has called for clearly established school goals and 

now reports that more than three-quarters of the teachers 

surveyed said:go~ls at their schoolwere better defined than 

before. The same number also said that student expectations 

were higher. 

Two-thirds of the teachers in the survey were of the 

opinion that student achievement had gone up in core sub­

jects, while at the same time increasing ·core requirements 

in sixty percent of the schools. While these numbers would 
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appear to be positive, they must be balanced by the fact 

that they have occurred as a result of outside control and 

have resulted in sixty percent of the surveyed teachers 

stating that "red tape" and state regulation has increased. 

Despite seemingly positive reports about national 

reform measures, another survey of 22,000 p~blic school 

teachers done by the Carnegie Foundation does not report 

teacher satisfaction with reform proposals. "The Condition 

of Teaching; A State by State Analysis" (1988), reports that 

teachers are frustrated by their "powerlessness" in teaching 

and most teachers are not asked to participate in major 

school decisions such as teacher evaluation, staff develop­

ment, school budget, and student promotion. 

Even though many teachers welcome the development of 

new curriculum, they also hope that the opportunity will 

allow the use of creativity and judgment (Instructor Cur­

riculum Po~l 1987). These wishes of teachers for more 

judgment opportunities are often ignored and are substituted 

with more state regulation (Goldberg 1987, 373). While the 

cry is sounded by reformers for teacher empowerment (Bi­

couraris 1989), (Boyer 1988), teachers are paying the price 

for school reform with less freedom (Carnegie Forum's Task 

Force 1986). Could it be, then, that the real issue in 

school reform has less to do with regulation and more to do 

with the way a teacher thinks about himself as a profes­

sional (Boyer 1987)? 

Perhaps, then, the educational reform movement has 
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concentrated on items that actually make less difference in 

the education of students. This same thought may help to 

explain why the school reform movement of the early 1980's 

is the same reform movement of 1989. This "top-down" ap­

proach to educational reform serves to not necessarily make 

schools more interesting places or help to change schools in 

a positive way. They, instead, promote the continuation of 

trends that have already had a number of negative effects on 

schools and teachers (Apple 1~87). 

While the number of educational reform recommendations 

has steadily increased over th~ decade of the 1980's, in­

cluding the desire for more teacher autonomy and empower­

ment, a question remains. What is the teacher currently 

feeling and thinki'ng? It is, at least, co11ceivable that the 

secret to educational refqrm lies more in teacher disposi­

tion than in regulati9n. 

The next section will explore the theory of knowledge­

constitutive interests as it relates to teachers engaged in 

the process of,educati'onal reform. 

Teachers and The Theory of Knowledge­

Constitutive Interests 

The intent in this section will not be to review the 

theory of knowledge-constitutive interests as developed by 

Habermas (1971) in its entirety but rather to use the liter­

ature as a guide in relating how the theory can enter into 

the dilemma facing teachers as they engage in the education~ 
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al reform process. While Habermas has much to say about the 

nature of knowledge, Shirley Grundy has much to say about 

how the Habermas theory emerges in the actions of teachers. 

Much of this section will focus on the work of Grundy as 

written in Curriculum! Product or Praxis (1987), and at its 

conclusion should provide the reader with a broader under­

standing of the issues facing teachers as they engage in 

educational reform. 

Knowledge 

As teachers proceed in the educational reform process, 

it is almost as if there is little debate over the concept 

of knowledge .. However, upon closer examination, there 

appears to be a general lack of agreement over just what 

knowledge is. On the other hand, perhaps the definition of 

knowledge is not what is at issue, but, rather, the way an 

individual perceives knowledge. 

In its narrowest sense, knowledge is merely a "body of 

facts, etc. accumulated by mankind: (Garlink 1984). Even in 

this defi~ition the public's emphasis seems to be on the 

"facts". The "etc." seems to get lost in interpretations. 

Further examination of the word "knowledge" reveals that it 

occurs through a process. The act of knowing requires 

understanding and the amount of knowledge would be influ­

enced by the amount of understanding. Grundy (1978, 8) 

relates that there is a view that knowledge exists in isola­

tion and is left to be discovered. This view of knowledge 
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is predominant in the educational reform recommendations at 

both the national and the state level. Indeed, examination 

of the educational reform recommendations previously pre­

sented in ·this chapter will show an emphasis on information 

and regulation. This emphasis does not change information, 

but it does have .a tremendous effect on teachers . 

.•.•. The result is that many of the educational r~forms 
appear to reduce teachers to the status of lQw-~evel- employees 
or civil servants whose main function is to. impleme-nt· reforms 
decided by expe~ts in the upper levels of st~te and educational 
bureaucracies. Furthermore, such ref.orms embrace technological 
solutions that undermine the historical and cultural specificity 
of school lif_e ... (Aronowitz and Giroux 1985, 23) 

Indeed, this has not been a recent development. Henry 

W. Holmes, Dean of Harvard University's Graduate School of 

Education, criticized a 1930 National Survey of_ The Educa-

tion of Teachers as proposing that teachers were "routine 

workers under expert direction" and that the report failed 

to support teachers as critical thinkers (Counts 1976, 4). 

The focus on the specitic information and technical 

aspects of educational practice and reform have led, then, 

to a way in which knowledge is perceived by teachers. 

Schelling (1958, 299) proposed that a rush from the theoret­

ical to the practical resulted in a shallowness of action 

and knowledge. This thought was based upon the premise that 

if the action were_guided by the desired product and not the 

idea behind the action, the true amount·of action is dimin-

ished. It is in this context that Habermas contends "the 

only knowledge that can truly orient action is knowledge 

that frees itself from mere human interests and is based on 
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ideas - in other words, knowledge that has taken a theoret-

ical attitude" (Habermas 1972, 301). 

While knowledge-constitutive interests were reviewed in 

Chapter I, there become some related issues and concepts 

which should be expqnded here. 

Knowledge-Constitutive Interest 

Interest-has previously been described as the pleasure 

that is connected with an action (Habermas 1972, 198). Yet, 

the manner in which the interest is arrived at will deter-

mine what develops as rational knowledge (Grundy 1987, 9). 

The technical, practical, and ernancipatory interests 

identified by Habermas and d~scussed in Chapter I are ob-

vious when the a~tions of teachers are looked at. This 

section will continue by'examining, in more detail, the 

technical, practical, and emancipatory interests which serve 

to constitute a teacher's knowledge and are evident in a 

teacher's actions. 

Technical Interest. Evidence of the technical interest 

in the knowledge of teachers engaged in eduGational ,,reform 
' ' < ' 

is found primarily in the logical-positivist way in which 

questions are locke~ at and at which teacher actions are 

aimed. Current school reform and research reports are 

dominated by positivism concerned with empirical results and 

the ability to generalize behavior to the school population. 

The volumes of recommendations reviewed 'in the current 
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reform reports emphasize standardized testing, more course 

requirements, and student and teacher competencies. These 

are all outcomes of the techn~cal language of positivism and 

focus on the end product. When the technical interest is 

emphasized or is p~edominant, the resulting action is deter­

mined by the skill of the teacher. 

Grundy (1987, 22-23) has used Aristotle's work, 

"Nicomachean Ethics", to look at the question of human 

action and the dispositions which influence that action. 

The action to be made (poietke) is influenced by the skill 

(techne), of the practitioner and the guiding idea (eidos) 

of the action. When the action (poietke) is informed by 

technical interest (techne) the product of the action takes 

on the skill. In other words, when teaching is ,informed by 

the skill of the teacher, the product (education) takes on 

the appearance of,the thi~gs done by the teacher. If the 

skills which have been emphasized are testing, knowing 

facts, managing records, and the like, these will also be 

the products of eduction. Through this approach, teachers 

become "de-skilled in decision making and re-skilled as 

educational managers" (Grundy 1987, 32-33). This re-skill-

ing intensifies the "control" aspect of the technical inter-

est and, over time, establishes a shift in the role of the 

teacher. 

The rash of reform proposals for reorganJ.zJ.ng schools points 
to a definition of teacher work that seriously exacerbates 
conditions which are presently eroding the authority and intel­
lectual integrity of teachers ..• (Giroux and MacLaren 1986, 218) 
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As this intellectual integrity is eroded, teaching 

pedagogy is reduced to enactment of text book lesson plans, 

and teaching is further reduced to work for clerical tech­

nicians (Aronowite and Giroux 1985, 24). This "production" 

model of education becomes what Apple (1979) calls a "mecha­

nistic portrayal of the social function of schooling". What 

is seen as a product oriented process actually becomes a 

reproductive proces~ and allows no room for change or im­

provement in education (Green 1986). It would seem that the 

technical interest involved in educational reform would, in 

fact, prevent the very thing it was designed to do; improve 

education. If a teacher were to address this apparent con­

tradiction he/she would have to include the presence of 

another knowledge-constitutiye interest. That interest 

would be the practical interest. 

Practical Interest. From an earlier section it has 

been established that practical interest is concerned with 

making judgment by the person taking action through under­

standing of the meaning of a situation (Grundy 1987, 57). 

This process of making meaning through,interpretation and 

deciding about action is grounded in hermeneutical inter­

pretation. It is critical in making practical decisions to 

know both the meaning of the rules and the situation in 

which they are to be applied (Grundy 1987, 59). While 

technical interest is primarily concerned with skill, prac­

tical interest is concerned with judgment through under-
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standing. The judgment here, does not, however, connotate 

simple yes or no answers. It also does not represent a set 

of rules or norms that are true for every instance. Gadamer 

(1979) has likened judgment to taste. 

(Taste] cannot be separated from the concrete situation on 
which it operates and cannot be reduced to rules and concepts ... 
It constitutes a special way of knowing. It belongs in the area 
of reflective judgment .... Both taste and judgment are evalua­
tions of the object in relation to the whole to see if it fits 
with everything else, whether, then, it is "fitting•. (Gadamer 
1979, 36) 

The combination of knowledge with judgment creates 

"strategic" actions (Habermas 1971) and reflects "good 

actions" rather than "correct actions". These actions, 

then, are characterized by choice and deliberation since 

"right cannot be fully determined independently of the 

situation" (Grundy 1987, 63). 

What further complicates the practical inter.est is that 

the results of its actions can never be completely known in 

advance. Practical action is a risk, and it becomes even 

more of a risk in education because it deals with action 

among people, not objects. 

Practical interest/ then, has a very defi.nite role to 

play in the current school reform movement. It must be 

played, however, by the right people. The teachers are the 

individuals who must be first in asking the questions which 

promote deliberation. It is through asking these questions 

that teachers can begin to change the nature of their work 

and improve education. If deliberation does not take place, 

Apple (1986, 212) contends that "technique wins out over 



substance, and education is turned into nearly a parody of 

itself." 

Even when deliberation occurs, it must result in per­

sonal meaning for'the teacher and result in the personal 

good of the participants in the action (Grundy 1987, 65). 
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What might the influence of the practical interest of 

knowledge be. on educational reform? · It would surely shift 

the focus from regulation to understanding of educational 

goals. A teacher who is influenced by practical interest 

will reject the notion of righ~ answers for the sake of 

right answers.~ and will adopt such a program only if meaning 

of the content can be made personally. Teacher or student 

empowerment,and .critical thinking are a myth if they are 

accompanied, by m~ndates from the outside. 

While the practical inter~st is in opposition to the 

technical interest, the practical must be developed to a 

point beyond that of thinking a~d understanding. It is at 

this point that emancipatory interest ca·n result. 

Emancipatory Interest. While technical interest pro­

motes a pre-conceiv:ed method of. educational, delivery_, the 

practical interest encourages development from the edu­

cational situation in an interactive manner. Emancipatory 

interest at work not only points out constraints and in­

equities, it strives to overcome them (Schubert 1986, 314). 

For this emancipatory action to occur, there must be a 

"transformation in the way in which one perceives and acts 
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in the world" (Grundy 1987, 99). The action which results 

from this transformation and becomes a critical pedagogy is 

praxis. This form of pedagogy places the control of knowl-

edge with the group that is applying the knowledge (Grundy 

1987, 104). 

Praxi's is not a linear action in which. practical inter-

est determines emancipatory·interest. It is, rather, an 

interest which builds from interaction. Paulo Freire's work 

proposes several concepts which help explain the concept of 

praxis and emancipatory interest. Freire claims that men's 

activity consists of action and reflection. This action is 

found through interaction in the "constructed world" and is 

not absolute (Gruridy 1987, 105). 

A key element in emancipatory interest is speech and 

the concept of dialogue. 

As we attempt to analyze dialogue as a human phenomenon, we 
discover something ~hich is the essence of dialogue itself: the 
word. But the word is more than just ·an instrument which makes 
dialogue possible .... ther,e is no true word that ls not at the 
same time a praxis. Thus to speak a true word is to transform 
the wor1d .... Human existence cannot be silent, nor can it be 
nourished by false words, but only by true words, with which men 
transform the world. (Freire 1972, 60-61) 

The words that· Freire -speaks of must,· however, be de-

livered to those with problems. This is not done just to 

communicate, but to ·move to action. What is most important 

to note is that .a la·ck of action causes frustration and 

ultimately can lead to self-destruction. 

The emancipatory knowledge-constitutive interest looms, 

in many instances, as an unknown idea in the minds of teach-
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ers. It is almost as if the concept of emancipation does 

not exist in the political and social works of education, 

yet, as Shankara, a ninth century Hindu philosopher said; 

"knowledge alone effects emancipation. As a fire is indis-

pensable to cooking, So knowledge is essential to deliver-

ance." 

The unknown nature of emancipatory interest is not by 

accident, but rather, a res'ult of hegemony . 

. . . . . hegemony acts to "saturate" ~mr very consciousness, so that 
the educational, economic and social world we see and interact 
with, and the common sense interpretations we put on it, becomes 
the world "tout court", the only world. He~ce hegemony refers 
not to congeries of meaning that reside at the abstract level 
somewhere at the "roof of our brain". Rather it refers to an 
organized assemblage of meanings and practices, the central 
effective and dominant system of meanings, values and actions 
which are "lived". (Apple 1979, 5) 

The conflict between the emancipatory interest and 

hegemony at work in the school,s may or may not be known. 

Enlightenment through dialogue, then, becomes an important 

first step. However, emancipation does not come from en-

lightenment. It comes through individual, autonomous action 

(Grundy 1987, 113). The review of literature in this chap-

ter has come the full circle from information to a call for 

action. 

Conclusion 

Teachers find themselves in a hegemonic institution 

called school. Their knowledge of the school "culture" is 

constituted by technical, practical and emancipatory inter-

ests. 
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The technical interest is represented by the educa­

tional reform recommendations so widely proposed and docu­

mented. The practical interest is manifested in the struggle 

of teachers to understand educational reform and to act on 

that understanding, while the emancipatory interest fluc­

tuates from the unknown to the imaginary. 

The actual relationship of these inter~sts to each 

other has been well developed in the literature, and refer­

ences in the previous sections can serve as a beginning for 

further study. The actual relationships and existence of 

these knowledge-constitutive interests in the lives of 

teachers has not been as frequently studied. If true educa­

tional reform is to happen, it must proceed at the level of 

the individual. The study of teachers and knowledge-con­

stitutive interests must occur to begin a process of en­

lightenment culminating in critical praxis. 



CHAPTER III 

METHODOLOGY 

· Introduction> 

Earlier, in Chapter I, a relationship between culture 

and educational reform was presented. This presentation 

centered around the concept that educational reform was a 

direct reflection of culture in general. It has been fur­

ther asserted that culture represents the total knowledge 

people use to interpret their experiences and generate 

personal action (Spradley 1980, 6). The meaning of this 

knowledge, as ·personally derived, becomes a critical element 

in the individual's behavior. Symbolic interaction, a 

theory that attempts to explain individual behavior in terms 
' ' 

of the meanings of knowledge, proposes that: 

... human beings a~t toward things on the basis of the mean­
ings that the things have for them, that meaning of such things 
is derived from, or arise out of, the social interaction that 
one has with one's fellow, and that meanings are handled in, and 
modified through, an interpretive process used by the person 
dealing with the, things he encounters. (Blumer 1969, 2) 

To study, then, the knowledge-constitutive interests of 

teachers in the classroom as they engage in the construction 

of Oklahoma educational reform, the meaning of the teachers' 

78 
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knowledge of educational reform must be described and inter­

preted. 

The meaning of a teacher's knowledge, as related to 

, Oklahoma educational reform, could be studied in two ways. 

One way would be to observe teachers' actions resulting from 

this knowledge~ .. The other way would be to listen to what 

teachers have to say about Oklahoma educational reform. It 

has been propos~ed that "language is the- primary means for 

transmitting culture from one generation to the next, much 

of any culture is encoded in linguistic form" (Spradley 

1983, 7). 

In order to desc~ibe the knowledge-constitutive inter­

ests of teachers as they engage in the construction of 

Oklahoma educational reforin, an attempt to derive meaning~~ 

that teachers~give to' the educational~reform movement has 

been initiated through the use of a semi-'structured inter­

view process. The goa.l', then, of this process of study is 

to describe the knowledge-constitutive interest of Oklahoma 

classroom teachers through the interpretive understanding of 

dialogue. 

This method~ of study has emanated from the belief that 

cultural/educational. study is the~ product o-f human minds and 

is therefore t:_on~ected to our minds including the subjec­

tivity, emotions, and values. The result of this type of 

study, then, must be descriptive as opposed to predictive 

in nature (Smith 1983, 7). 
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Instrumentation 

To describe the knowledge-constitutive interests of 

Oklahoma classroom teachers, dia~ogue with those teachers 

must be initiated. The ins~rument chosen to initiate this 

dialogue was a semi-structured ·interview. In this study, a 

semi-structured interview is one in which there are 'iden-

tified questions which are asked of each teacher., but the 

questions, or comme~ts, of either.person are not limited to 

the identified questions. While these questions are asked 

in a standard sequence, other·questions or comments may be 

inserted at any time by the teacher or the interviewer. 

This freedom of qu~stioning and responding allows both 

parties to clarify·meaning and develop understanding of that 

which is being said. Schwab· (1970) refers to this process 

as "reciprocity through deliberation." 

The combination' of. the' structured questions along with 

the opportunity for·free exchange of dialogue is what makes 

this interview process semi-structured. 

~n developing the interv~ew's structured questions, 

much reflection was given to the type of qu~stions that 

should be asked of'all teachers. Effort was made to struc-

ture the content of the questions so as not to lead the 

teacher to any particular conclusion. Thus, the questions 

were generated in an attempt to begin the.dialogue in each 

question from the teacher's point of. view. The focus of 

knowledge, then, was from within the teacher and not, as 
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much, from the question asked. The initial interview ques­

tions are found listed in sequence on the next page in Table 

III. 

Because of the importance of the structured questions, 

two pilot study interviews were conducted. The results of 

these interviews prompted the interviewer to re-arrange both 

th~ way the questions were stated and the order in which 

they were asked. This was made necessary because of re­

quests by the teachers to restate the question or clarify 

the question's meaning. Since there_was a reluctance to 

establish prior interviewer meaning to the questions by 

design, the questions were re-organ,ized to maximize the 

teacher as the initiator of per·sonal meaning and dialogue. 

The results of thip re-organization generated the structured 

questions in the interView. These questions are found 

listed in Taple IV. 
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TABLE III 

INITIAL QUESTIONS OF SEMI-STRUCTURED INTERVIEW 

Sequence of 
Question 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

Interview Question 

What is the purpose of education? 

What does educational reform mean to you? 

What .reform practices ·have you implemented in 
your classroom that were suggested by someone 
else?· 

Why were these changes needed? 

What changes have you personally made in your 
classroom? 

Why we~e.these changes made? 

Describe any roles you have played in educa­
tional reform decisions at the local, state, 
or national level. 

What role do you feel you should play in con­
structing educational reform? 

What have you done in your classroom when 
asked to implement a new reform measure? 

If you could make any changes in your class­
~oom·you wished, what would they be?-

' -

Use a metaphor to describe the education proc­
ess as it is. 

Use a metaphor to describe the education proc­
ess as it should be. 

If there is a difference between the education 
process as it is and the way it should be, 
explain what you are doing to change the proc­
ess. 
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TABLE IV 

FINAL QUESTIONS OF SEMI-STRUCTURED INTERVIEW 

Sequence of 
Question 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

Interview Question 

What is the purpose of education? 

Much has recently been said about school re­
form. What does the term, educational reform, 
mean to you? 

How do you decide what things to do, or to 
teach, in your classroom? 

What factors influence whether or not you make 
a change of some kind in your classroom? 

Describe any roles you have played in educa­
tional reform decisions at the local, state, 
or national leyel. 

What roles do you feel you should play in the 
construction of .educational reform in Oklaho­
ma? 

What have you done in your classroom when 
asked to implement a riew reform measure? 

If you could make any changes in education you 
wished, what would they be? 

· Use a metaphor to describe the education proc­
ess as it is. 

Use a metaphor to describe the education proc­
ess as it should. be. 

If there is a difference between the education 
process as it is and the way it should be, ex­
plain what'you are doing to change the process. 



Selection Of· Subjects 

The subjects of the study were drawn from the popula­

tion of Oklahoma classroom teachers in Tulsa County. In 

selecting the ~ample, several factors were considered. 
' ' 

It was, and is, not the intention of the study to 
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generalize any findings or to,_ necessari-ly,, generalize 

meaning to other populations as a result of the study. The 

descriptive nature of the study, then, relates only to that 

population which was selected. · 

Another factor considered,was the availability of a 

large concentration of diverse teachers within a manageable 

physical distance from the interviewer. 

A factor which had_ influence on narrowing the scope of 

the population was the size of,the sample to be selected for 

study. The pilot interViews ,provided-information in this 

regard. Each interview, when completed, consisted of eleven 

to sixteen pages of information from which description was 

to ta~e place. The magnitude of quantity and the .desire to 

adequately manage the dialogue focused the study sample at 

twenty (20) teachers. 

The final determination was made that the study sample 

would be comprised of twenty (20) regular subject, elemen-

tary and secondary, classroom teachers from Tulsa, County, 

Oklahoma, employed during the 1989-90 school year. 

The twenty (20) ~eachers to be interviewed were select­

ed randomly from each independent and dependent school 
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district in the county. The number selected from each 

district was determined by the number of teachers employed 

in the district as a percentage of the total number of 

teachers employed in Tulsa County. This percentage was then 

multiplied by twenty ( 20) to arrive at the number of -teach-

ers selected from that district. Table V, on the following 

page, shows a breakdown of the ~eacher sample numbers per 

district. Bec'a:use of the small pe;rcentages involved in' 

small school districts, certain districts were grouped 

together for the purpose of sample pelection. 

As the number· of teachers· from each district was selec-

ted, a directory list of teachers f·rom each district was 

obtained. .Working with one district at a time, the direc-

tory pages were randomly assig;rred numbers by random drawing. 

The teacher's names on each,page were also assigned a number 

by random drawing. The numbers available for random assign-

ment were determined individually for each page based upon 

the total number of teachers on the page. A table of random 

numbers (Kerlinger 1973, 712) was then used to select a 

directory page and an appropriate teacher from the selected 

directory page. This process was repeated for each district 

until the sample was sele~ted. Because some school dis­

tricts were small and did not have a staff large enough to 

be represented exclusively, these districts were grouped 

appropriately and treated as one district in the selection 

process. This grouping is shown in Table V. 
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TABLE V 

COMPOSITION OF STUDY SAMPLE BY SCHOOL DISTRICT 

School 
District 

Total Percentage Of :Number of Teachers 
Teachers County Teachers I In Sample I 

I 
I 

Tulsa 2,105 .41 8 

Broken Arrow 766 .15 3 

Union 517 .10 2 

Jenks 427 .08 2 

Sand Springs 351 .07 1 

Owasso 2,'67 .05 1 

Bixby 142 .03 1* 

Collinsville ·108 .02 0* 

Glenpool 100 '. 02 0** 

Skiatook 97 .02 0** 

Sperry 50 .01 1** 

Liberty 44 .009 0*** 

Berryhill 40 .008 1*** 

Leonard 30 . 0_06 0*** 

Keystone 25 .005 0*** 

Mingo 16 .003 0*** 

Totals 

16 5,085 99.1 20 

* These districts were grouped together for purposes of 
selection of te~chers. The number of -*'s' indicate which 
districts were.grouped together. 

Source: 
Oklahoma Educational Directory, Oklahoma Department of 
Education, 1988-89. 
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Historical Factors At Implementation 

As with any social phenomena, educational reform and a 

teacher's knowledge of it does ~ot occur in isolation. 

There are several factors which are continuously at work. 

These factors ~are. cumulative in nature and serve to influ­

ence the educational reform process. It is important to 

present these historical and situational factors in an 

effort to assist the reader in understanding the context of 

the descriptions offered by teachers. 

A primary factor of importance which, no doubt, has a 

large influence on the interests of educational reform lies 

in the political area. . At the, 'time the study was imple­

mented the Oklahoma Sta~e Legislature had concluded a spe­

cial session of the' legislature caLled by the Governor for 

the sole purpose of dealing w~th public school funding. 

During this special sess'i.on in A:ugust of 1989, the legisla,­

ture faced'its challenge by calling for a task force to 

study education in the State of Oklahoma-and to bring forth 

a recommendation to the legislature. This act resulted in 

the formulation of Task Force 2000 and temporarily delayed 

action to increase the state and local funding of public 

education. This sp~cial session began with optimism by 

professional educators and was seen as a step in the right 

direction. Opposition was soon to emerge, however, because 

the issue of increased school funding, very quickly, became 

an issue of taxation and property tax reform. The appoint-
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ment of Task Force 2000 seemed to quiet the issue, at least 

temporarily. The task force was comprised of both educators 

and leading business leaders in the state. 

As the task force began its work there was much discus­

sion and input received from educators on educational issues 

which needed to be addressed, but very little input from the 

public on the taxation issues. Some on the task force 

became concerned during open hearings that the discussions 

were dominated by educators (Harman 1989). This process, 

then, seemed to present an unclear image to teachers. 

Education was to be studied and reformed, but those knowing 

most about the.subject were those that were criticized for 

speaking out. It was during the formulation of the Task 

Force 2000 report that the emphasis on a shortage of school 

funding shifted to a call for school reform. The task 

force, however, did not lose sight of the problem at hand 

and in addition to making educational reform recommendations. 

also made significant taxation recommendations. 

The Task Force 2000 report was released in November, 

1989 and was well received by most in the education profes­

sion. It was ·less enthusiastically received by the legisla­

ture because it called for increased taxation and tax reform 

in addition to school reform. 

The state legislature again convened in December to 

take legislative action on the Task Force 2000 proposals. 

The work done was once again subject to the political proc­

ess. The interviewing process was completed as the Task 
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Force 2000 proposal was presented to the legislature. 

During the period of study another factor which might 

have influenced the teachers' interests in educational 

reform was the media. Becaus~ the study sample was con­

ducted in Tulsa County, most of the media coverage was 

generated from a local source. This fact provided, at 

least, for similar information being presented to the sample 

from the media. This is not to say that all subjects re­

ceived the same information from the media, but just that 

all subjects were exposed to media from the same source. 

While the political process and the media have been 

singled out as historical factors influencing the interests 

in educational reform, it must be restated, here, that this 

writer's opinion is that study cannot be isolated to specif­

ic historical factors but, rather, is influenced by the 

totality of culture. In this regard, knowledge-constitutive 

interests of teachers while engaged in the construction of 

educational reform are influenced by all that is perceived. 

As an example, few would argue that the political process as 

outlined above does no~ represent a dire~t influence on the 

process of educational reform. That proce.s_s, however, can 

be perceived by teachers in many ways. This perception is 

influenced by the teacher's knowledge of other factors such 

as the past actions of the Oklahoma legislature, the teach 

er's personal financial position, the number of years the 

teacher has ~orked in Oklahoma, or even the geographical 

areas in which the teacher has lived. 
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The purpose of this section, then, has been to call the 

reader's attention to the present political process and 

resulting media coverage present at the time of study. This 

should assist the r~ader in better understanding of the 

descriptions offered by this study. 

Procedure 

After completing the random sample selection proces,s, 

two pilot interviews were conducted fqr the purpose of 

refining the interviewing instrumentation. This process of , 

developing the instrument used during the interview has been 

discussed earlier in this chapter. 

Each of th~ twenty (20) ,teachers selected were con­

tacted by phone. It was exp~ained that a study was being 

conducted on school reform, and that they had been randomly 

selected to share their' ideas and views with the interviewer 

during an interview which consisted of some universal ques­

tions but allowed for other questions or comments by -either 

participant. The teacher was told that the purpose of the 

intervie~ questions were to provide a basis for dialogue to 

develop on educational reform. The ·teacher was read the two 

questions dealing with metaphors, {Table IV, number 9 and 

10), but no other questions were ·revealed. 

After the brief de~cription of the study was presented, 

the teacher was asked if they wished to,participate, and 

upon agreement, a time for the personal interview was ar-

ranged. 
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Each interview began formally with a statement describ­

ing the intent of the interview. 

I am very excited that you are sharing your time and ideas 
about educational reform with me. I am not looking for any 
"answers" to my questions but have +ather listed some questions 
to help guide our dialogue. I am really interested in what you 
have to say and do not want to miss a word or thought. I would 
ask your permission to record our 'discussion. The thoughts you 
share with me and your identity will remain confidential, and I 
will be pleased to share the study with you upon its completion, 
at your request. Do you have any ideas before we begin? 

The opening statement was then followed by the first 

question. Each question was asked i'n sequ~ntial order, 

however, other questions or comments were added between 

standard questions to facilitate dialogue and to promote 

reciprocity. 

Each interview was taped and was transcribed to print. 

For purposes of organization of information, each question 

was transcribed individually for each interview. This type 

of organization allowed for questions to be looked at both 

in terms of the interests of the individual teacher and in 

terms of the interests of teaching as a profession. 

Each transcript was studied and specific language 

and/or language themes were identified which were inter-

preted, by the writer to be inf 1 uenced ._by technica.)., practi-

cal, and emancipatory knowledge-constitutive interests of 

the teacher. Chapter IV will provide a more detailed ac-

count of this prc;:>cess of des-cription. 
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Limitations Of The Study 

Much care should be taken by the reader in responding 

to this study of knowledge constitutive interests. Because 

the study is descriptive in nature, the reader must be aware 

from the beginning that ge~eralization is not attempted nor 

desired. What is desired, is for the reader to use the 

information in the study in a way which will promote expan­

sion of knowledge for each reader in whatever area that 

becomes relevant. 

This is a difficult disposition to maintain for a 

reader who has been accustomed to the quantitative research 

which occupies much print space. The limitation here is 

that the nature of the research, or its intent, can be 

understood in a manner 'not intended by the writer. This 

limitation is brought about by the disposition of the reader 

as they experience descriptive and qualitative research. 
'' 

There could be limitation of the study as to the scope 

of the study sample in the mind of the reader. Again, this 

is a self-imposed limitation in the mind of the reader, and 

in some cases, the writer'. There is a desire to be as 

thorough and complete as possible when describing culture. 

Therefore, a narrow s~mple scope must be looked upon as a 

beginning of study which will hopefully lead others to look 

at themselves, and others, in an effort to collectively 

recognize the aspects of the culture being described. In 

reality, it is through individual consensus that the "big 
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picture" is described. This is in direct opposition to the 

notion that one study can be so all-encompassing as to 

describe that which exists in its entirety and that it is 

"true" for all. 

Summary 

This chapter has provided the reader with a description 

of the methodology of study·used to describe the knowledge­

constitutive interests of classroom teachers as they engage 

in the construction of Oklahoma educational reform. It is 

hoped that the semi-structured interview process and its 

subsequent description in the next chapter will provide the 

reader with a cognitive conflict which will serve as a basis 

for.the expansion of individual knowledge of the reader. 



CHAPTER IV 

RESULTS AND DISCUSSION .OF 

TEACHER INTERVIEWS 

Introduction 

The sample of teachers selected and the subsequent 

interview with each teacher preceded without negative inci­

dent. Each teacher contacted agreed to participate in the 

interview with the exception of two. One teacher, an ele­

mentary level instructor, declined, stating that she did not 

"know enough" to participate. The second teacher, a second­

ary instructor, indicated she was "too busy" to schedule the 

interview. These incidents did not create problems in 

completing the selection proc'ess. 

Table VI indicates the make up of the sample of teach­

ers interviewed and is offered on the next page as demo­

graphic information. 

An interview conducted during the study has been tran­

scribed and is included in the appendix as an example. 

It was proposed at the end of Chapter III that it was 

hoped the following sections of this chapter would create a 

cognitive conflict within the reader. Such a desire by the 
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TABLE VI 

STUDY SAMPLE DEMOGRAPHICS 

Teacher Interview School District Gender Grade Level Years Experience 

1 Tulsa Female Elementary 6 

2 Tulsa Female Elementary 3 

3 Tulsa Female Secondary 12 

4 Tulsa Male Secondary 5 

5 Tulsa Female Elementary_ 21 

6 Tulsa Female Elementary 2 

7 Tulsa Female Secondary 6 

8 Tulsa Female Elementary 10 

9 Broken Arrow Female Secondary 4 

10 Broken Arrow Male Secondary 7 

11 Broken Arrow Female Elementary 17 

12 Union Female Elementary 3 

13 Union Female Elementary 9 
\.0 
U1 



Teacher Interview Sch-ool District 

14 J·enks 

15 Jenks 

16 sand Springs 

17 owasso 

18 Bixby 

19 Sperry 

20 Berryhill 

Totals: Interviews - 20 
Districts 9 
Males 4 
Females - 16 
Element;.ary - 13 
Secondary 7 

TABLE VI (Continued) 

Gender Grade Level 

Male Elementary 

Female Ele'llleutary 

Female Elementary 

Female· Secondary 

Female Elementary 

Male Secondary 

Female Elementary 

Average Years Teaching Experience: 8.1 years 

Years Experience 

4 

14 

8 

5 

0 

7 

19 
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author is motivated by the personal belief that, through 

critical analysis, the reader may make meaning from the 

presentation of interview results which is independent of 

the conclusions reached by the author. In aiding the criti­

cal intent of interpretation, id~as or interpretations of 

the teacher's l~nguage will be proposed for the purpose of 

emphasizing cognitive conflict. 

There wer~, in fact, cognitiv~ conflicts which evolved 

during the int~rview process. These conflicts will be 

highlighted in further sections but are mentioned here to 

emphasize the cr~tical aspect-of dialogue. 

The dialogue generated during the interviews centered 

around the eleven· questions proposed in Chapter III. These 

questions can be grouped into four concept areas. The first 

concept has to do with the teacher's "idea" of what,educa-

tion is and is addressed by the question asking the purpose 

of education. Dialogue in this area helps to clarify the 

"guiding idea" behind 'the teacher's work and provides a 

basis from which to deliberate on the other areas of ques-

tioning. 

The second concept area pertains to making decisions 
I I I " 

about the actions which take place in the classroom. These 

actions are revealed through dialogue in questions three and 

eleven. These questions add~ess how actions in the class­

room are decided upon and how a teach~r changes actiort if 

there is a conflict as to the purpose of the action. This 

area provides dialogue which speaks to the knowledge-con-



stitutive interests as they relate to decisions on actions 

taken in the classroom. 

The third concept area addressed deals with Oklahoma 

educational reform and represents dialogue from interview 

questions two, five, six, seven, and eight. This area 

combines the teacher's "idea" of educational reform, the 

roles the teacher plays, or should play, in the process, 
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actions which have resulted fro~ mandated reform and a 

vision of what should be changed in the Oklahoma educational 

situation. Dialogue in this.area will provide the basis for 

the interpretation of how Oklahoma educational reform is 

constructed. 

The fourth concept area uses metaphors to address many 

of the same issues as discussed in the previous three areas. 

The use of metaphors here attempts to discus·s Oklahoma 

education in a "non-educational" language. Comparisons of 

this dialogue with previous dialogue should be useful in 

providing opportunity for critical understanding of teach-

er's knowledge-constitutive interests in the classroom. 

The remainder of this chapter, then, will address the 

dialogue generated in the four concept areas of the "idea" 

of education, decisions and action in the classroom, teach­

ers engaged in Oklahoma educational reform, and the meta­

phoric language of Oklahoma education. 
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The "Idea" of Oklahoma Education 

The dialogue in this area generated three distinct 

aspects of the purpose of education. First, there was an 

action verb which indicated what ~he teacher or school was 

to do in the proce~s of education. The- second area which 

emerged, cente~ed around "why" the action of the teacher or 

school should take place, and the final area dealt with the 

desired action of the studen~ or a result of education. 

A tendency,' here, would be to treat each area separate-

ly. This approach, however, would inevitably result in 

lists. Lists are not what are important in this type of 

study, rather, meaning in context is the goal of interpreta-

tion. 

As teachers expressed their "ideas" on the purpose of 

education, it was ~at-surprising that several indicated that 

the purpose wa'S to teach. What.was interesting, however, 

was that there was no reference to student learning. The 

one reference to learning was that "students should know 

what to learn." This is a very content, product, oriented 

statement an9, was meant to deal·more with "what" is learned 

rather than the student's 'role as a learner in the educa-

tiona! process. 

This "teaching" oriented idea-seems to solidify a tech-
" 

nical disposition in that the "fa,ct." to be learned is pre-

dominant over the act of learning itself. This concept also 

has technical implications for knowledge as well. 
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One teacher commented "I think.that's what education 

is; just being able to know where you go to look for what 

you want to know." This statement seems to perpetuate the 

notion that there is a body of knowledge that exists outside 

of the individual and that all the individual needs .to know 

is where to find that body of knowledge. 

Other action words which seem to s~pport this disposi­

tion were found in many interviews. -The words develop, 

prepare, maintain, give, and make appeared in the review of 

dialogue on the purpose of education. Again, these words 

seemed to indic~te that the student needed acted upon by the 

educational system. The purposes for this action appeared 

in several phrases in the interviews. Teach~rs indicated 

that students "must be able ·to be trained," "must be able to 

function in society," "be successful and self-motivated 

when they get older;" and "give society what society gives 

to them." These statements· further reflect the technical 

interest at work in determining what teachers value as 

knowledge. A further statement proposed that education 

should "prepare students to be good productive adults." 

Again,· these statements refer to the interest that proposes 

the concept of a developed, "good" society which is pre­

determined and is available for those students who are 

"educated." 

In most of the cases where these.phrases were used, 

students were seen as the receivers of that which was given 

by education. A critical situation was noted in this dis-
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cussion of the purpose of education. In the majority of 

dialogue, teachers did not internalize the process of educa­

tion to the teacher. Even though many of the statements 

indicated "doing" something "to" students, the source of the , 

action was not identified as a person but, rather, was a 

result of the process of education. So, while teachers did 

not see students as active participants in education, they 

also did not refer to themselves as active participants. 

This disposition, or attitude, is 'of the same type 

referred to by Habermas (1971) when he spoke about the 

rational behavior of individuals. When a teacher's knowl­

edge is controlled by technical interest, the teacher would 

feel less involved in the world. Their primary concern is 

for their survival within the culture. The interview dia­

logue included a statement that students should learn "to 

live with people, get along, and survive." This idea of the 

outcome of education is a class~c example of the technical 

interest in education. 

All the interview dialogue, however, was not technical. 

There were some references to language which can be attri­

buted to a practical interest. 

One interview in particular pointed to the purpose of 

education being to "provide experiences" in order for 

"judgments to be made about living." This was to be ac­

complished through the "sharing" of experiences by both the 

teacher and the student. The result of this effort was that 

students would have a "good feeling" about what they had 
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done. 

This concept of judging what is "good", results from a 

much different knowledge-constitutive interest. It is from 

the individual's ~nteraction and "sharing" in the environ­

ment that knowledge influences action. It is within this 

context that Habermas (1971) proposed that the pracnical 

' ' 
knowledge-constitutive interest was present when. the indi-

vidual existed as·a part of society, not ·in. competition with 

it. 

The "'idea" of education in this interview was seen as 

important because·"there are other things in the world just 

as important as getting a job." 

It should be inferred by the reader here, that the 

amount of discussion.of this practical interest ~s related 

more to frequency of this dialogue in the interView than to 

its importance in the study. 

In summarizing the "idea" or purpose ~f Oklahoma educa-

tion it should be pointed out that there was no dialogue 

which represented the presence of emancipatory interest 

influencing knowledge. The calls for action in the majority 

of the interviews_focused on c~nforming to rules-of society 

which are comprised of pre~dgtermined values as determined 

by culture. 

This conforming attitude is maintained by a technical 

interest influencing the knowledge of teachers and is evi-

denced by the frequent language of "production" and "prod-

uct" in the teacher interviews. A critical point to keep. in 
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mind here is that, in the case of school reform, change 

cannot occur through reproduction of the system or institu­

tion needing changed. 

With the purpose or "idea" of Oklahoma education having 

been discussed, the focus now shifts to how Oklahoma teach­

ers decide what actions to take in the classroom. 

Teacher Decision Making and Teacher 

Action in the Classroom 

This section of the results of the teacher interviews 

focuses on how teachers decide what to do in their class­

rooms each day. Another very important aspect of these 

decisions, however, is the teacher action which results from 

these decisions. The following discussion, then, will 

concentrate primarily on these two concepts. 

The response most often appearing in the dialogue deal­

ing with making decisions about what to do in the classroom 

was related to students. Many teachers indicated that their 

classroom decisions could be made by "getting to know the 

students". Through dia~ogue, it was explained that knowing 

a student usually referred to knowing what the student's 

skills were. Further, there was only infrequent mention of 

students' strengths. Most comments were directed toward 

what a student "needs". This disposition was clearly one of 

deficit teaching. In other words, teachers seemed compelled 

to find the weaknesses of the students and adjust their 

teaching because of deficits. This need to find deficits in 
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students was related often during the interviews as teachers 

saw themselves spending much of their time "finding out what 

their students needed." 

This deficit model of teaching·provided no dialogue as 

to the individual nature of the students .. Indeed, teachers 

seem to think ,of students as abilities or skills. This view 

had great bearing <;m how teachers said decisions were made 

in their classroom. It was almost as if the students dic­

tated the decision 'to the teach~r because· of their educa-

tional "need. " 

Teachers reported, in fact, that much of what they do 

in their clas~room .is decided for them. "Part of it is 

decided for us. Th~ children are placed in your. room. You 

have no control ove:r:·who you get.or what you get." 

When questioned further about the implications of the 

above statement on. class.roo~· decision m~king, teachers often 

stated that their a'ction focused on whatever. area of subject. 

matter the "class as a. whole was having difficulty with." 

Student's needs were npt the only reason ,teachers gave 

for making their' classro.om decfsions. T~acliers interviewed 

related that curriculums and textbooks played a very impor­

tant role in making classroom decisions. The predominant 

theme, here, was that .the curricullim and textbooks came from 

outside of the classroom. 

Teachers proposed that their curriculum was set for 

them by state department officials or by ot~er groups of 

teachers. "Basic curriculum is set by groups, and even 
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though they are teachers, it is still set for you." Para­

doxically, teachers appear to desire curricular control from 

the outside. One teacher stated, "Ever since I've been 

teaching, I don't feel like I've been led enough ... Sometimes 

you almost feel like you're playing god because you have to 

make a lot of decisions on.your o.wn." 

Another contradiction was noted in whether, or not, the 

teacher viewed the curriculum and textbooks as a set of 

rules. While many,teachers felt comfortable with making 

changes in the material presented in textbooks based upon 

students' needs, the same teachers·would often qualify their 

statements. As an·example, one, teacher expressed, "I don't 

feel like I have to go straight through it (a textbook) ... 

Usually I do go pretty much through the text as presented. 

I try not to go too far off on a tangent because I do feel 

like I'm going to have to justify everything that I'm doing. 

It does need to be justified. I don't want to be off in 

left field somewhere." This statement seems to reflect the 

disposition that while teachers recognize control in their 

work, they require it as a form of justification. Indeed, 

deciding what to do in the classroom can be an easy deci­

sion. As one teacher suggested, "It's easy. You just 

follow the book." 

In the absence of outside curricular control, one 

teacher responded by saying, "When I started I didn't have a 

curriculum, so I wrote my own and the school accepted it. 

They didn't give me any basic ideas of what we needed ... I 
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would have used a state curriculum if I could have had one." 

As dialogue continued as to the possible reasons for 

this desire to follow a curriculum or ~ textbook, many 

teachers eventually mennioned achievement testing. It is 

noteworthy that the teacher who h?d written her own cur­

riculum did no.t feer that tests were that· import.ant. Other 

teachers, however, indicated that achievement testing had a 

great influence on making classroom decisions. Some dia­

logue indicated that teachers "would not teach,the same way 

if there was rio test." Other dialogue proposed that testing 

not only altered the teacher's method, but it also created a 

negative school attitude for students. Teachers contended 

that "finishing the test meant finishing the year," and "it 

makes it seem like 'you .h'av:e. to cram everything in before the 

test and the rest o~ t~e·year is for nothing." 

Dialogue about making decisions regarding what to do in 

the classroom has focused on student needs, curriculum, and 

textbooks. Interpretation of this dialogue leads the writer 

to propose that, just as in the case of the purpose of 

education, the majority of the teachers' knowledge is in­

fluenced by technical interest. This is validated, in the 

writer's opinion, by the continued reference to .. student 

products in terms of skills and outcomes, outside control of 

curriculum and textbooks, and the lack of mention of per­

sonal interaction in the decision making process". Teachers 

seemed to actually desire to implement that which had been 

dictated, even though it bothered them that it had been. 
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Teachers, in fact, did not appear to want to make decisions 

and even lacked confidence as to whether they could make 

them. 

All of these items stem from. a technically controlled 

workplace and result in the continuation of a teacher dis-

position as described within this section which emphasizes 
< r ' ' , ' 

product outco~e, a deficit model of teaching, and the prole-

tarianization of the teaching profession. 

Even the dialogue which moved toward practical interest 

was stifled by technical control as it moved toward practi-

cal action by teachers. 

One teacher remarked that "decisions should be made in 

the classroom based upon past experiences." This teacher 

expressed that·she had wanted to change her reading instruc-

tion methodology but was "af:rraid of the accountability of 

something new. " She said she wa.s "frustrated because the 

students could be more excited about reading, but that the 

new approach probably would not raise test scores." 

While the teacher quoted above did not attempt to 

change curriculum, the practical interes:t, may have a more 

direct impact on methodology decisions. A teacher indicated 

in dialogue that the weather, school climate, and even world 

wide events might help determine how the teacher would 

decide what to do in the classroom. The teacher proposed, 

that after.considering all factors, a teacher might change a 

lesson at any time. She said: "Some days when the weather 

is changing, kids can really bounce off the wall. They 



108 

literally do and you know they are not going to sit and 

conjugate verbs. So I change the lesson." This attempt at 

action based upon understan~ing is entirely individual on 

the part of the teacher and seems to be confined to the 

classroom. 

It was pointed out to the interviewed teachers that 

they were aware of,the amount of control present in the 

classroom and the teachers agreed that, while they accepted 

it, they were, not necessarily_, in favor of it. The teach­

ers were then asked in the interview what they were doing or 

could do to change the situation. The responses were typi­

cal of an alienat.ed worker (Bullough 1982). 

Responses were generally that there was not much that 

could be done. "I can't. think of anything to do other than 

to offer my opinion." A more general response was "very 

little can be done.·" Paradbxically, the teacher still feels 

that she can change. One teacher remarked, "I can change 

but I can't change the system. We have no control and we 

haven't been asked. The only power I have is controlled 

inside the classroom." On one hand, the. t.eacher recognizes 

a problem with control and states that she can change. On 

the other hand, no action for cpange can be suggested by the 

teacher because she can not change the system. This would 

seem to be a perfect example of the "de-skilling" principle 

advocated by Apple (1975). Another example of teacher 

dialogue further expands upon the changing of a teacher's 

values. "That's what f,rustrates me. I don't think I can 
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change it. That's the part that I believe ought to be done 

for me. I'm forced to decide priorities and I'm not good at 

that. I don't like it and I feel bad about it. I feel 

guilty. I can't help everybody." 

In conclusion of this section, it is evident that 

teachers consider student needs, the curriculum, and text­

books when decisions are made to do thfngs:inside_the class-
' c 

room. While, the teachers feel there is a lot of control 

exerted on these factors, they fail to be able to propose 

actions which could improve or replace these controlling 

interests. Ironically, change and improvement are the major 

components of education reform. The next section of the 

discussion of the study results will focus on how the teach-

er views Oklahoma educational reform. 

Teacher's Perceptions of Oklahoma 

Educational Reform 

This section serves to 'prov'ide a description of how: 

Oklahoma teachers view the concept of education reform in 

, the state. The study focuses· here on four areas of inter-

est. The areas provide a description as to how educational 

reform is defined by the classroom teacher, provide a des-

cription of the roles the t~acher currently plays, and 

should play in school reform, provide a description of what 

the teacher personally will do when reform mandates are 

issued, and provide a suggestion of changes which should be 

made in the Oklahoma educational system. From these des-
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criptions, an opinion of how Oklahoma educational reform is 

reviewed and constructed will be developed to facilitate 

understanding of the concept of Oklahoma school reform. 

A View of Oklahoma Educational Reform 

Teachers interviewed typically had a general idea of 

what the term ~eform means. The primary term mentioned in 

the interviews was "c~ange." ~at the ch~nge results in, 
'' 

however, was not a consensus. 'While one teache.r proposed 

that reform was "maJ,ting changes of ·some type to, hopefully, 

improve" others stated that reform was "doing something 
' ~ •' 

different .. " The i~~a of changing and restructuring was seen 

as a way of "making new, again."- There is, however, dis-
' ' 

agreement as to whether change i"s made for the improvement 

of the Oklahoma educational sys;tem or whether it exists as a 

function of burea~cracy. 

"Reform means more things we're going to have to do for 

less .... ! think if they (the legislature) ever spent one day 

in the classroqm, they might have a different viewpoint 
'' 

about things . .,· 

Teachers viewed Oklahoma educational reform as·"a top­

down procedure meant tq produce a be17_ter product. II Once 

again, the terms "produce" and "product".are-mentioned. The 

important concept here is that the teachers in the interview 

believe that r~form is a function mandated from outside of 

·the education experience. A teacher remarked that "reform 

is someone who has never been in the classroom trying to 
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figure something out .... It's a big drastic change." Notice 

here how teachers begin to stop talking about reform as an 

event and personalized it to·a human function of the legis-

lature. "Someo:p.e in the l~gislature is going to decide the 

best way for me to teach. I resent it. T~~y do it because 

they don't respect us." 

It is extr~ely cl.ear to this writer that the teachers 

interviewed did not' see themselves as a part of the educa-

tional reform process. Teachers succeeded in making this, 

poi.nt by stating, :·I don't think' it means -the same thing 

they (the legislatur~) do. They think it's public rela-
- .' 

tions. I don't think ~hey consider the student. They are 

looking at paper ins·tead of the· whole process." 

The views previously e~pres9ed continue to indicate a 
' -

pervasive technical interest. This inte~est clearly d?mi-

nates how the teacher comes 'to "know" about educational 

reform. There were no statements which indicated practical 

interest and certainly no ~vide~ce of emancipatory interest. 

In fact, the interests alluded to in the dialogue indicate 

action which occurs fo~ the purpose of contr~lling te~chers' , , 

and students' act.ions instead of providing for free action. 

The Roles Played by Tea6hers in Oklahoma 

Educational Reform 

The concept of educational reform as an outside process 

was reinforced by the views held by teachers concerning 

their indiyidual roles in the process of educational reform. 
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Almost unanimously, there were two responses regarding 

the teacher's roles in educational reform. Teachers thought 

of themselves as not playing any role at all and serving on 

professional organization committees as their contribution 

to educational reform. 

Teachers stated frequently that they had "no influence" 

on educational .. reform and contended, ·~r don't think I play 

any roles." This attitude was.expressed by a majority of 

the teachers interviewed. 

The roles teachers felt they played dealt almost ex­

clusively with pa~ticipating in' formal committees at the 

local organizational level. "I vote and ser:ve 9n textbook 

committees, but other than that, I don't play any roles in 

reform." Another teacher explained, "I;ve tried to be 

active in the (local) organization, but I feel like we're 

weak and we don't get· backing." 

Another thought. along these same lines was expressed by 

a teacher that stated, "I've no.t' been real active, but I'm 

. very proud of others for doing it. ·I'm just not a .very good 

person for doi.ng it. "· 

The predominant view here is that teachers are not 

members of the educational reform.process as individuals. 

There appears to be agreement that there is a need for 

teachers to be involved, but teachers have been unable to 

identify that role as it applies to them individually in 

their classroom. 

One departure from this view was expressed by an ele-
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mentary teacher. She stated that she "had been a role model 

for another teacher and through this interaction both she 

and the other-teacher had been able to change some things 

for the better." She tempered the statement, however, by 

stating further that "sh~ could only be an ~nfluence in her 

own room because being an educator is an overwhelming job." 

This instance indicates some practical inte~est influ-

encing the teacher's decision on what role to play. It must 

be pointed out, however, that this teaGher'~ attempt at 

understanding was still being limited by a pervasive sense 

of "outside" control. 

The teacher's view of the 'roles that teachers should 

play in educational reform does not differ tremendously from 

that which has alre~dy ~een p~esented. It is important, 
. . 

however, to present -dialogue of' these views to help demon-

strate the teacher ''s idea of what is appropriate for the 

teacher to do. 

The type of role ~ncountered most often is the role 

that will be called "the role of non-existence." Some 

teachers have not even thought about what their action 

should be in regard·to educational reform. These teachers' 

remarks consist of "I don't know," and "I don't know how I 

could play a role." Beyond thinking or considering a role 

of action, a teacher commented that: "I got into teaching 

so I wouldn't have to worry about areas other than the 

classroom and I shouldn't be involved outside of it." In 

other words, some teachers do not consider it their respo~-
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sibility to participate in educational reform matters. 

Other teachers feel that participating in educational 

reform action is desirable except that they think other 

teachers should do it. "Other teachers lobby and stuff like 

that and I support them. I'm j'ust ,'not good at it." This 

statement reflects the recognition of the action as being 

necessary but does not recognize,the personal involvement of 

the teacher. Part of this personal denial might be attrib- , 

uted to the lack of power or support that teachers feel they 

experience. Teachers have expressed that "one person does 

not have power to inf 1 uence others" ; , "there is n6 support 

for what a teacher thiriks"; and "teachers don't feel like 

they are important in the process." 

Some teachers, then, believe that "the role of the 

teacher is very important ahd that teachers should play a 

greater role in educational reform." They see this role 

beginning in :the classroom but feel like it stops -,there -

because "there is a sense of no power over what you do in 

your life." 

The value and the 'knowledge of educational reform is 

definitely constituted through regulation. The concept of 

change for the better does not se,em to include the teacher 

as an "actor" but, rather, as the "q.cted upon." This lack 

of personal involvement exemplifies the'technical interest 

which is encountered in the process of educational reform. 

Inde~d, that which is regulated as a matt~r of habit does 

not receive personal attention nor action from those being 
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regulated. In other words, teachers who have not partici­

pated in the construction of school reform will find it 

difficult to imagine what that participation might be. 

Teacher Action Toward Reform Mandates 

The message presented by teachers in this area of the 

interview was clear and almost unanimous. "When it comes to 

mandated reforms I may not agree, but I'll probably do it 

anyway." Because most teachers indicated that they had and 

would follow mandated educational reforms, attention turned 

to the feelings and reasons teachers gave for this unques­

tioned loyalty. 

Many teachers rationalized their action when questioned 

further in the interview.. They responded that they "may not 

want to but will do it because sometimes you have to do 

things you don't agree with. You go along because you don't 

want to rock the boat." Another example comes from a teach­

er who says: "We are told what.the reforms are and we try 

to do it in the classroom. Sometimes it's good to change 

when you don't agree with it." 

While it may be worthy to try something different, the 

effort should be made for the purpose of understanding and 

judgment of the action not solely for compliance. The 

result of understanding in teaching is action. The result 

of compliance is reproduction of action. One teacher stated 

that: "I'm a "yes" person. That makes me really mad. So, 

I'll do it (reform) as quickly and easily as I can so I can 
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get back to w0rk with my kids. Things that come in Jrom the 

outside don't make positive differences in student's lives." 

It might follow, then, that as more reform is mandated 

through state regulation, less positive action will occur in 

the classroom. 

This phenpmena of.increased mandated educational reform 

evoked another teacher to propose that: "I might quit. It 

depends on how much of it (reform mandates) I can incor­

porate without makLn.g myself miserable." This statement 

reflects the frustration associated with the professional 

expectations of the profession when subjected to the regula­

tion of the action of the professional. Such frustration 

has been voiced by some teachers but ignored by others. 

Teacher Recommendations for Change 

The recommendations that teachers interviewed suggested 

were similar to those that have been proposed by Task Force 

2000 for the improvement of education in Oklahoma. 

Several teachers indicated that there needed to be an 

increase in parental involvement. The involvement the 

teachers spoke of here was of a philosophical nature, how­

ever. The teachers felt like parents are not as supportive 

of the "idea" of education as once was the case. The pres­

ent values toward education suggest that "schools are ex­

pected to do it all. I feel like in today's society our 

main problem in education is lack of parent interest in 

school." No matter how good a job the school does, one 
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teacher felt that "kids will not do a very good job unless 

they know their mother and father are interested." 

Along with this increase in parent interest in educa-

tion, some teachers felt that there,were sam~ things that 

should be done to put emphasis on education in the minds of 

students. A teacher proposed that "no'kid ,would get a 

drivers license until age 18 and that students could not 

hold a job other than school." The teacher further proposed 

that if a student must help support his family "welfare 

payments should be made according to school attendance and 
,,, ' ~ 

that the student be paid for attending school." On the 

other hand, another teacher proposed that the schools would 

be more respected if all students "paid tuition to attend 

school." 

Some teacher~ thought that changes should be made in 

the curriculum orgc:tniza'tion in the schools. The primary 

recommendation was :that there needed to be access to a 

variety of programs,in·all schools, and that these programs 

needed to be more "experience oriented." Along these same 

' ' 
lines, the,programs would not represent just content. They 

would also represent different teaching methodology. One 

teacher gave an exallJ.p'le of including more "hands-on" experi-

ences in science and math classes at all levels. This same 

interview produced a bold recommendation that ~·achievement 

tests should be done away with." This recommendation was 

made because the teacher felt like achievement tests were 

being used for things other than individual student assess-
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ment. In fact, there was a belief expressed that the pur­

pose of testing, as it is now implemented, had very little 

to do with the individual student. 

In addition to these curricular items, several sugges­

tions were made regarding-the re-structuring of schools. 

The most frequent recommendation that came 'fro~ the teacher 

interviews de.alt with the issue of class sizes. ·- Unanimous-

ly, teachers felt like education could be improv~d for 

students if class sizes were smalle~ at both the elementary 

and the secondary levels. Teachers. _felt like this single 

recommendation would have a much greater impact on the 

quality of teaching and learntn.g in the classroom. This was 

felt to be true because "teachers are being asked to do more 

and more each year. With a smaller class size students can 

better assess the content and b,e given the special attention 

they need." 

Along with the smaller class size, a few teachers 

recommended that "the length of the school year be increased 

to provide for the delivery of a wide range of programs." 
' ~ - -

Teachers proposed.that there was a shortage of materials and 

supplies in the schools. This shortage helps to'prevent'the 

creation and developme~t of "hands-on" programs and, in 

fact, promotes a _standard curriculum and .methodology for all 

students. Teachers did not see this as a positive trend. 

A review of the suggestions that teachers proposed as 

changes in the schools seems to indicate that there should 

be no disagreement as to the direction of ed,ucational reform 
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in Oklahoma. Many of the suggestions presented here are 

also presented by national and state school reform reports. 

Another possibility exists, however, in the explanation of 

this agreement. When the entire set of.interviews is looked 

at, it becomes evident that teachers do not see themselves 

as participants in the school reform process in Oklahoma. 

In fact teachers often inferred that they were not capable 

of changing the educational process .. This writer's opinion 

is that all of these dispositions are the result of a tech­

nical interest dominating the knowledge of the teacher. 

Another result of this domination is that teachers tend to 

repeat the language that accompanies this technical disposi­

tion. 

The next area of the teacher interviews attempts to 

diminish the tendency to reproduce language constituted by a 

technical interest·in the description of Oklahoma education. 

Metaphors of Education 

The teacher interview was designed to create dialogue 

centered aro,und the use of metaphors. Metaphors were to be 

used by the teachers to discuss education "as it is," and 

education ~as it should.be." Throrigh the use of a "differ­

ent language, a "different" view of education might, also, 

emerge. 

There were a variety of metaphors used to describe 

education as it is currently perceived by Oklahoma teachers, 

however, using metaphors was not a easy task. Several 
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teachers, even when given advance time for preparation, were 

not able to verbalize education in metaphoric terms. 

Table VII, beginning on the next page, identifies the 

metaphors that were suggested to describe education as it 

currently exists, an4 the knowledge~constitutive interest 

which seems to be implied. 

A review 'Of these metaphors provides insight for under­

standing how education is viewed in Oklahoma. This view is 

most definitely influenced by a technical knowledge-con­

stitutive interest. In almost all cases, the metaphors did 

not allow for any individual action for the improvement of 

the situation. All actions were controlled from outside of 

the individual. Examples of this were found in the metaphor 

describing education as "a prolonged illness." There is 

obviously a problem that exists (the illness), but it cannot 

be diagnosed. Even though many suggestions are given, the 

"illness" never gets better. After a while, the actor 

become disillusioned and "gives up." 

While the met:aphor of the barge "going ~lowly down the 

river" proposed that the "trip never ends", the me-taphor of 

education as a "road" hinted that, even when decisions were 

made, it did not matter what direction of travel was chosen. 

"Nothing changes regardless of the action taken." 

Three other metaphors deserve special attention because 

of their graphic description of the type of control and the 

helplessness associated with that control. 

Education was viewed to be "like a kite with a whole 



TABLE VII 

METAPHORS: OKLAHOMA EDUCATION "AS IT IS" 

Metaphor Used Knowledge-Constitutive Interest 

- It is an illness. A prolonged illness that you 
have not had any success dealing with. You have 
all sorts of suggestions, and in the end there is 
nothing. You still don't know what the problem is, 
you don't know what kind of treatment to go 
through, and you just give up after a period of 
time. 

Education is like planting a garden without regard 
to the type of seed planted, the time of the year, 
or the special growing conditions needed. We just 
plant the seeds all at'the sa~e time, water them 
a little, and harvest what ever there is~ 

-Education is the road down which the ills of, 
society travel. Whatever is wrong with society 
must go down the road and it is the road's respon­
sibility to carry these ills to some unknown desti­
nation. The road never ends. Reform is the "Y" 
in the road. You go in a different direction but 
nothing changes. 

Education is like a barge going slowly down a 
channel. It is a tedious trip'and there is no 
destination, yet the trip never ends. 

- Technical interest is pre­
dominant because the situa­
tion is controlled from the 
outside. There is no action 
which can be taken by the 
person to improve the situa­
tion. 

- Technical interest is pre­
dominant because there is a 
pre-determined course of 
action. 

- Technical interest is pre­
dominant because of the idea 
that nothing changes regard­
less of the action taken. 

Technical interest is pre­
dominant because there is no 
control over the destination. 



TABLE VII (Continued) 

Metaphor Used 

- Education is a kite with a whole lot of people 
pulling on the string.~ The kite cannot fly where 
it might. 

Education is like a slowly sinking ship. .. Things 
are piled up on the ship, and things continue to 
be added. The ship never sinks. 

- Education is like several builders working on the 
same house without using a blueprint. Each has 
building skill, but their visions of the house are 
not the same. Someone needs to tell them what 
kind of house to build.-

- Education is like the monkey house at the zoo. 
Everybody is looking at you and you don't know 
what they're looking at. They seem to be happy 
when you imitate their actions. 

- Education is like a run-away train. You're not 
sure where you are going to end up when the train 
stops. 

- Education is a beautiful sailboat without a breeze. 

Knowledge-Constitutive Interest 

- Technical interest is pre­
dominant because others are 
keeping the kite from going 
where it may. 

Technical interest is pre­
dominant because there is no 
hope offered to improve the 
load on the ship. 

Technical interest is pre­
dominant because the builders 
need to be told what to build. 

- Technical interest is pre­
dominant because of the desire 
to imitate other's behavior. 

-·Technical interest is pre­
dominant because of no control 
over the final destination. 

- Technical interest is pre­
dominant because, even though 
there is nothing wrong with 
the boat, it cannot move ~n 
the direction chosen. 
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lot of people pulling on the string." The visual image 

portrayed here is one of ultimate control. As people would 

pull on the string, the kite would respond by coming down. 

As the pressure on the string decreased, the kite might rise 

higher. So too, the "string pullers" have ~ tremendous 

effect and control on education._. As the winds of society 

blow and the strings are pulled by the politicians, the kite 

(education) remains at the command of the physical and 

technical elements. 

Education was also 'viewed a~? being like a "monkey house 

at the zoo." This metaphor expertly revealed the notion 

that, like monkeys, schools are positioned inside society's 

cage, and there are an enormous number of folks who like to 

stand around and watch 'whatever is going on. 

would have the monkeys do a different trick. 

Each observer 

In the end, 

the monkeys imitate,. as many behaviors as they can. The 

schools, then, in an attempt to please, seek to imitate the 

behaviors that are shown to them. 

The metaphor tha~ most exemplifies the impact of the 

technical interest on knowledge, however, is the "beautiful 

sailboat withou-t; a ·breeze." Total frust;ration and helpless­

·ness becomes common because, even though there is "nothing 

wrong with the boat", it cannot serve its function and move 

purposefully. The boat is, therefore, totally dependent on 

whether the wind blows or not. In the case of education and 

educational reform, it becomes very difficult to know wheth­

er or not the sailboat is functioning properly when someone 
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keeps messing with the wind. 

These few examples, taken from Table VII, result in 

judgment that the Oklahoma teacher's knowledge about educa­

tion is constituted predominantly from a technical interest. 

The view of education, as described by the interviewed 

teachers, can be more fully developed by interpreting the 

metaphors that Oklahoma teachers used to describe education 

"as it should be." Table VIII, which follows on the next 

page, highlights the metaphors used by the teachers inter­

viewed, and proposes the knowledge-constitutive interest 

which is judged to be predominant. 

Not all teachers were able to use a metaphor to des­

cribe education as they thought "it should be." In some 

cases, the teachers did not change the metaphor in terms of 

the predominant knowledge-constitutive interest. Indeed, an 

aspect of technical interest helps to preserve the interest 

itself and diminishes the "knower's"'ability to recognize 

any other interest present. The possibility, then, of 

alternative inter~sts influencing'th~ constitution of knowl­

edge lessens as the technical interest begins to determine 

the values of the "kriowe:t." 

There were, however, metaphors which demonstrated a 

clear movement away from, a technical interest toward a 

practical and an emancipatory interest. Three of these 

metaphors will be expanded upon in the text. 

In a "spin-off" of the "illness" metaphor previously 

discussed, education was viewed as a medical operation in 



TABLE VIII 

METAPHORS: OKLAHOMA EDUCATION "AS IT SHOULD BE" 

Metaphor Used Knowledge-Constitutive Interest 

- Education is like an operation. The doctors get 
together and find out what is causing a problem. 
Then they take care of the problem. Sometimes they 
succeed and sometimes they don't. At least they 
agreed on how to proceed. -

- Education is like a garden that is planted and 
nurtured according to each specific variety of 
seed. 

- Education is like a spark. 

- Education is like an exploration ship. You have 
a goal but you have to make many decisions and 
changes along the way. 

- Educat~on is like a luxury ship that has every­
thing. It can go anywhere and has anything that 
the passengers may want. 

- Practical interest is pre­
dominant because the empha­
sis is not on the outcome. 
The emphasis is on consensus. 

- Technical interest is pre­
dominant because action is 
specified according to a set 
of conditions. 

Practical interest is pre­
dominant because the action 
which results from the spark 
depends upon interaction with 
the environment. 

- Practical interest is pre­
dominant because decisions 
and changes are made as the 
ship explores. 

Emancipatory interest is 
predominant because anything 
is possible depending upon 
the choices made by the 
passengers. 

1-' 
[\,) 
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TABLE VIII (Continued) 

Metaphor Used 

- Education is like a beehive. Everyone has a 
purpose and a product is produced. 

- Education is like an adventure. 

Education is like a ladder with no end to the 
number of steps that can be taken. 

- Education is like a football team. If you don't 
do your pe.r~c you're off the team. 

Knowledge-Constitutive Interest 

- Technical interast is pre­
dominant because action is 
pre-determined and produc~ 
oriented. 

EmancipatonJ interest is 
predominant because th~ 
action required results 
from risk taking based 
upon individual choice. 

Emancipatory interest is 
predominant because the 
action associated with a 
ladder is the result of 
bettering a position. 

- Technical interest is pre­
dominant because of a pre­
determined result requiring 
a specified action. 
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which "doctors get together to find out what is causing the 

problem." The next step, then, was to act upon, or "take 

care of," the problem. The important idea here is that the 

success of the procedure was not what was at issue. Indeed, 

"sometimes they ·· (the doctors) succeed and sometimes they 

don't." The teacher who used this metaphor held a belief 

that "consensus should be a goal of education." 

In this case, practical interest·was judged as influ­

encing the knowledge associated with this metaphor. The 

outcome was not valued as highly as the process of under­

standing for consensus. 

Another metaphor used was.very general, yet very 

revealing. It proposed that education should be "like an 

adventure." The factor that makes the "adventure" metaphor 

so important is that adventure requires dangerous actions, 

actions that create suspense. These actions require risks 

to be taken. Risks are .usually only taken when the possible 

benefit outweighs the consequence of the action. Risk 

taking, then, fosters the emancipation of the individual in 

that the risk is taken as a means of improving the individ­

ual's position in the world. 

Education is seen, then, as an opportunity to take 

risks and make decisions which have the potential of im­

proving the individual. · An emancipator:y interest can be 

identified, here, because of the action required of the 

individual. 

This same concept of emancipatory interest can be 
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viewed in the metaphor proposing that education should be 

"li,ke a ladder with no end to the number of steps that can 

be taken. " This metaphor, again, po·ints out the freedom 

involved in climbing as high or as low as the individual 

desires. This desire is influenced,by whether or not the 

individual may better his position in life or simply desire 
' 

a change. It should be pointed out, here, that the influ­

ence or dispo~ition for the individua+ to better himself is 

not a value free undertaking. Emancipatory action cannot be 

taken without regard·for the freedom of others. It is 

within this context, then, that knowledge, as influenced by 

an emancipatory interest, generates _freedom for all individ-

uals and increases the amount of critical action. The 

student in the "ladder" metaphor becomes the primary actor. 

The ladder does not determine what or how the student comes 

to "know", rather, the student interacts with the ladder 

according to a set of values which are continuously being 

tested through deliberation. Having reviewed the des~rip­

tions contain'ed in the interviews, attention must now be 

turned to the endeavor of "making meaning." Chapter V will 

draw conclusions from this action of study by attempting to 

address all of the pieces as a whole. It is hoped that 

these conclusions will stimulate understanding of the con-

cepts presented here, that actions can reveal themselves as 

possibilities for individual teachers, and that other 

implications for study will emerge. 



CHAPTER V 

CONCLUSIONS AND IMPLICATIONS 

American schools have been labeled "at risk." Oklahoma 

is on the verge. of relegating itself to a "type 'of t,hird­

world status." All this in the name of improving education? 

Or, is it a result of attempting to improve education. 

The concluded study of the construction of Oklahoma 

school reform and knowledge-constitutive interests in the 

classroom has set the stage for a discussion which might 

just as easily be held in a third-world country. ,'The dis­

cussion which will be presented here, however, centers on a 

topic as close as the evening newspaper, the next door 

neighbor and the nei,ghborhood school. 

For the past·ten years America, and the state of Ok-

lahoma, have experienced 'an emotional, social, and psycho-

logical phenomena known as school reform. Reform, in and of 

itself, would seem·to be a fairly· common· concept which 

centers around the process of looking· at something, making a 

judgment about it, and then acting according to the know­

ledge constructed during the experience. The dictionary 

simplifies the concept of reform even more. Certainly, 

individuals engage frequently in changing something because 

of a desire for something better. This has not been the 

129 
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case, however, with the construction of school reform in the 

state of Oklahoma. 

This thesis has described several aspects which combine 

to constitute Oklahoma school reform. These aspects include 

culture, the political system, and the professionals who 

implement the reform~ The concept of school reform has 

become such an important topic that political campaigns have 

been run with school reform as a major issue. This, how­

ever, has always been the case. 

Some of the very first, free, political action resulted 

in the establishment of schools and different kinds of 

school programs. The reason. for the development of these 

programs centered around typical needs of the culture. 

These reasons included the basic need for the culture to 

survive and reproduce itself. There were economic needs 

which were addressed, and there were political reasons for 

schools to exist. 

In early America, the Puritans valued their new way of 

life so much that they made sure their youth would receive 

the appropriate education so that their religious beliefs 

could be preserved. ,As time passed, schools were seen as 

ways to prepare young men to make a living. This required 

some change in the schools. There were.fierce town debates 

over whether the school master should continue to teach the 

classics or move more toward the "Franklin" curriculum which 

emphasized the trades and vocational preparation. Even 

Thomas Jefferson could continue to provide the traditional 
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English curriculum of horsemanship and Latin. He could, 

that is, until education became available to all and there 

were not enough laborers to tend the fields. Schools very 

quickly became tools for economic venture and even basic 

survival. 

These are just a few of the examples of early school 

reform. Are things that much different today? At first 

thought, the questi9n may seem absurd. Of course things are 

different. But are they really? The schools need to 

improve their science and math programs according to many 

experts who base their opinion on achievement and informa­

tion criteria. Do these same experts forget that this is 

the same country that decided to go to the moon and promptly 

went out and hired German scientists. Things should not be 

that much different now. The Japanese have the technology. 

We have the capital. 

The point, here, is that the assumption that America 

can buy whatever it needs is changing. It is changing 

because the traditional cultural values and actions are not 

being reproduced in the society. American culture is in 

direct competition with itself. It is this writer's belief 

that school reform is drawing the frustration of the people 

because of the need for a cultural reformation. The in­

stitution of the school is not the problem. The disposition 

of culture is the problem. 

Reflection on the current construction of Oklahoma 

school reform will help to make this point more vivid. 
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The construction of Oklahoma school reform has been 

shown to be _an effort· guided by a very clear disposition. 

The evidence of this disposition is present in political 

policy statements, economic condition-statements, and is 

even more clea~ly evident in our cultural values of control 

and production. 

As was discussed in this thesis, the current popularity 

of educational reform began in the early 1980s and is iden­

tified with the National Commission on Excellence in Educa­

tion report, "A Nation At Risk." It is not surprising that, 

even though this was an educational report, the most famil­

iar passage deals almost-exclusively with the country's 

industrial condition and the direct threat that competitors 

pose for our commerce. 

Educational foundations are identified as, eroding and 

one reason is proposed.to be poor technological innovation. 

In addressing poor innovation, for example, the educational 

reform reports attempted to set high standards and produc­

tion requirements. This emphasis on technical application 

became taken for granted and has permeated the schools just 

as it has the business community. It is ever present in the 

positivist way of approaching knowledge and reality. This 

technical disposition is in direct competition with the 

environment, and the primary concern is for survival. This 
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disposition is the same view of knowledge that prompted 

scientific management in the 1930s. This is the same move­

ment that gave us terms such as efficiency, production, 

waste, compensatory education and standardized measurement. 

The continuation of this line of thinking helped to estab­

lish a national educa-tional language. Soon, in order to be 

progressive, this language was adopted by the states. 

Indeed, a trickle-down language of education has become the 

state of Oklahoma's measuring stick. Many of Oklahoma's 

education documents present the same rationale for the 

reform of education. It ~s not surprising, then, to con­

tinue to see reports which c.all for increased accountabili­

ty, higher test scores, tougher certification requirements, 

and increased staff development and evaluation programs. It 

is extremely ironic that on the one hand, teachers and 

schools are under strict regulation, and on the other hand 

they are to foster·autonomous teacher behavior. It is this 

very example that appears to be the source of tremendous 

frustration for educators, students, and.those who would 

attempt to make meaning of it. 

In Oklahoma, the construction of educational reform has 

followed the same lines and methods as the national con­

struction. If it can be controlled, it can be reformed. 

Mandates are certainly the way to respond to the technical 

disposition. At least forty-one states have implemented 

educational reform measures similar to those proposed by 

Task Force 2000. This writer is not convinced that enough 
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success has been noted in other programs to endorse a pqsi­

tivistic educational system. Indeed, it seems strange that 

Oklahoma would'admonish educators that the schools should 

not prepare workers for assembly line jobs, yet the current 

reform measures as outlined in the thesis, closely resemble 

the same disposition and methodology utilized by Bobbitt and 
,. 

others during the industrial revolution. This historical 

approach to education has already had devastating effects on 

the educators of the state. 

There exists, heri, a hesitation to refer to educators 

as professionals. 'This hesitation has developed because of 

the ideas verified by descriptions of teachers interviewed. 

If anything, or anybody, has been relegated to a "third-

world status" it is ~h~ professional educator. A, form of 

proletarianization has been at work in Oklahoma schools and 

is evident from the descriptions obtained in the teacher 

interviews. If teachers are builders of educational reform 

in Oklahoma, they have been sub-contracted to another job. 

Teacher's responses in the interviews indicated that 

Oklahoma education,is something that comes,from the outside 

and acts upon the individual. In these cases, the students 

were seen as receivers of action and as raw products. The 

teachers, likewise,,, did not 'report themselves as being 

active participants in the educational reform process. 

Indeed, as previously discussed, teachers were not aware of 

any roles that they might play in the process of educational 

reform. This point might seem difficult to explain, but 



interview descriptions indicated that teachers do not see 

themselves as participants in this process anyway. 
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Educational reform was generally viewed as another 

"product" oriented activity where someone gets "acted upon" 

by someone else. This view of reform, along with the teach­

er's general agreement that a reform mandate would be fol­

lowed no matter what, verifies that a teacher's role in 

educational retorm is perceived to be submissive. It has 

been concluded, and will be proposed at this point, that the 

construction of Oklahoma educational reform has resulted in 

the reproduction of an educational philosophy which is 

counterproductive to the very goals it attempts to achieve. 

The problem, here, is not so much with specific reform 

recommendations as with the "guiding idea" or disposition 

that accompanies the positivistic approach to knowledge. 

Knowledge-Constitutive Interests 

in the Classroom 

It would be extremely repetitive to discuss the knowl­

edge-constitutive interests in the classroom in detail here. 

However, it is critically important that several points be 

made. 

First of all, the descriptions offered in the teacher 

interviews indicated that the teacher's knowledge in the 

classroom is constituted by technical interest in most 

cases. This statement is clearest when the education meta­

phors are interpreted. The technical interest was most 
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easily recognized as taking most measures of control, or 

autonomy, out of the hands of the teacher. Even though it 

was discouraging that teachers indicated a disposition of 

helplessness in many cases, it was encouraging to find that 

several teachers conceived of education as being different 

under other circumstances. 

A very important item will be presented at this point. 

It is,one thing to interpret metapho~s and indicate a knowl-

edge-constitutive interest as being predominant in that 

given situation. It is much more import~nt, here, that the 

reader grasp the effect that a consistent technical knowl-

edge-constitutive interest has on a teacher. In fact, the 

author believes that a teacher's instructional ability can 

' be enhanced through the awareness of the technical, practi-

cal and emancipatory knowledge-constitutive interests. 

In the instance of this study where there were descrip-

tions which were judged to be influenced by a technical 

interest, there were also strong indications of an alienated· 

worker. 

Bullough (1982 134), along'with others, found that 

there were indications of teacher alienation present in the 

worklife of teachers. , This alien,ation was discussed in 

terms of actions which indicated a movement away from alien­

ation. The key concept, here, is tha't action must take 

place in order for a disposition, or interest, to become 

known. The absence of action indicates death. There can be 

no value neutral action. Bullough identified four features, 
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proposed by Karl Marx in his Economic and Philosophic Manu­

scripts, as being indications of alienation. These were: 

(1) Estrangement of the worker from the product of his 

labor; (2) Estrangement from the ,act of production; (3) 

Estrangement from one's natural being, and (4) Estrangement 

from other men. 

When these features are considered, along with re­

sponses from the teacher interviews, it becomes-very clear 

that when a teacher's knowledge is constituted primarily by 

a technical interest, alienated actions are likely to occur. 

These actions were observed in instances where students and 

the act of learni~g were not mentioned in regard to the 

purpose of education. ,several teachers also indicated that 

their self-concept was not good. They were not good at 

playing roles in educational reform. This estrangement from 

their natural being, as well as the product of their work, 

also indicated evidence of alienation. Possibly the great­

est indication of alienation is evident in the fact that 

outside intervention was readily recognized by many teach­

ers, and even though this involvement was seen as a threat 

and mandates were made, the teacher would rationalize and 

support an action that they were opposed to. 

Suggestions for Further Study 

While engaged in the study of Oklahoma educational 

reform and knowledge-constitutive interests in the class­

room, several teachers became frustrated with themselves 
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because they were being questioned about the absence of 

action in the classroom for the purpose of initiating 

change. A sample of classroom teachers could be selected to 

participate in a proc~ss of dialogue and enlightenment 

regarding knowledge-constitutive interests. After an ade-

quate period of time, a comparison of dialogue from before 

the enlightenment and after the enlight~nment co~ld be des­

cribed. 

It would also be interesting to expand the concept of 

teacher alienation. Is it present in all teachers at some 

level? It is caree( oriented? 'Is it situational? Is it 

developmental? 

Implications of the Study 

There are several posLtive imp+ications which have been 

arrived at through the study of' the construction of Oklahoma 
' ' 

school reform and k~ow+edge-~onstitutive interests. 

Because culture, by'definition, is learned through 

values, how we learn or come to know something is just as 

important, and many times more important, as what we know. 
~ ~ - ' 

Culture's three parts: 'uni~ersals, Specialties, and Alter­

natives can be related to technical, practical and eman-

cipatory interest. When a technical interest influences 

knowledge, it represents the Universal area of culture and 

therefore compliance and reproduction result. A practical 

interest will generate activity in the Specialties area and 

can invoke action based upon understanding. The emancipa-
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tory interest would be found in the Alternatives category of 

culture and would indicate critical action or praxis. 

Teachers must·beco~e enlightened to the way knowledge-con­

stitutive interests can be.,recognized in their classroom. 

This is a critical. implication' because teachers are the 

focal point of all action in the classroom. It is at this 

point that teachers really are the key element in the pro­

cess of educational reform. Teachers must come tQ believe 

that compliance fosters reproduction,- Decisions, however, 

can be made through interaction·~ith the environment. 

Compliance is alwa1s a possibility. The key is that it is 

also a choice. Again,, the tho,ught process of choosing and 

taking action is the catalyst for change and educational 

reform. This act o,f deliberation allows the teacher to be 

"with" the world instead of "in" the world. 

By being enlightened, a teacher can begin to know why 

he acts as he does and also be able to verbalize it. 

Through this act of-verbalizat'ion and dialogue, a teacher is 

better able to understand cultural reality and, through 

action, can tr~nsform reality. 

This study should serve as a beginning point from which 

the teacher can organize educational practices for the 

purpose of constructing pklahoma educational reform. The 

first step toward an understanding of knowledge-constitutive 

interests would be to actually take a step "back" and criti­

cally deliberate on reality as it exists personally. A 

movement toward educational connoisseurship (Eisner 1985) 
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will go a long way in addressing many of the pitfalls asso­

ciated with the de-skilling nature of a technical disposi-

·tion. The resulting action will begin to reverse the trend 

of the teacher as a proletariat and provide ways to make 

meaning from difficult situations. It is to this end that 

we must all strive. 

Every idea is a source of life and light which 
illuminates the words, ··facts, examples, 

and emotions that are dead - or deadly -
and dark without them. 

Mortimer J. Adler 
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Question: What is the ·purpose of education? 

T: The way I think of it is to teach a child how to learn 
period. It's not facts. It's not memorizing certain 
material. It's teaching the child thinking skills so 
they can learn what it is in life that they need to 
learn. That's how I view it. I have a course of 
curriculum that I need to follow. 

I: You need to follow? 

T: Yes, I need to follow. 

I: Why do you need to, follow? 

T: Well because that's what has been dictated to me is 
that I need. The children need to know certain things 
by the time they are through my classroom. 

I: So somebody had decided that? 

T: Yes, that's in our curriculum, handbook and my children 
basically know those things. To me the easy part of 
teaching is getting them to know certain things. The 
difficult part is teaching them to think. Children 
don't seem to". I don't know if it is just the times 
we're living in·or·if it's just all children, but it 
seems like it is very difficult for a child. The kids 
that I have get very frustrated if they don't already 
know how to do,something. They don't want to think it 
through and they're scared of what's involved in think­
ing through a process. To me that's what education is, 
teaching them to think· and to learn. 

I: I was interested i~ what you said about the facts part 
being the easy part of teaching as far as you were 
concerned. I have sometimes thought that was, at 
least, the simplest part even as a learner. I guess we 
sometimes go in classes and· we want the teacher to tell 
us th~se little things that. they expect us, to know and 
if you can tell me 'that then I' 11 be all right, but 
don't give me an essay question. 

T: See that's exactly.what scared me to death all through 
school. Now I'm real big on teaching my children to do 
that. Maybe it's because I didn't have those skills 
when I was growing up. I didn't learn to do that until 
I was an adult, and ·I'm still afraid of it. I don't 
want these kids to be afraid to be creative and try to 
figure things out. But the facts part of it is just 
rote to me. 

I: I've wondered that and I don't know whether it's true 
or not that students now know less "information" than 
they knew before. I don't know if that's true or not, 
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but I know that a lot of people put that in writing. 
They act like they believe students aren't achieving 
basic information as well now as they used to. I 
wonder if it's true that the fact part, then, the 
memorization, is the easiest part. I wonder if that is 
why the students ~ave trou~le. 

T: I'm not sure I believe that. I never have. I believe 
that we're at a point where we'.re so much more sophis­
ticated in our meanp of evaluating what they know than 
we were 20 or 30 years ago. We have more data to base 
it on so we think they know less. I don't believe they 
do know less. I think they know more., 

I: Or maybe we manipulate that evaluation instrument. So 
you think it is ·a myth then? 

T: Oh, yes I do. I think these kids -know· at least what I 
do with them. r·had some teachers that I remember as 
good teachers, but I try to·do_ things with my kids. 

Question: Much has rec~ntly b~en said about reform in 
education. What does the term "educational reform" 
mean to you? 

T: I think of it two ways. Sometimes I think that when 
they're thinking of educational reform the legislature, 
or the people 'that are writing the bills and discussing 
all this, I think they're talking in terms of how-to 
better evaluate teachers. When I think of educational 
reform, I think of all it encompasses from funding to 
raising test scores. To me they're just looking at 
some real basic things 'when they talk about educational 
reform and I'm not real sure that I understand what 
educational reform is., I'll be real honest with you, 
to me everything needs to be changed. That's the way I 
look at it. I think they're a long way from where we 
need to be in this state. Sometimes I get very frus­
trated and wonder why I stay here, beca~se to me it is 
just backwards. It's like we're fighting .. Tpey're 
fighting us, they want us to do''a better job, but 
they're fighting us. They want the kids to know more, 
but they're not providing the means to do it with. So 
educational reform may mean different things to dif­
ferent people. I'm kind of confused on it myself. 

I: If we relate that back to what you said about the 
purpose of education and we think of it in terms of 
process versus outcome, are the reformers advocating 
reform of the philosophical nature of education or are 
they advocating reform from little pieces, little 
physical or technical aspects of education? 

T: I think they're looking at what looks good on paper. I 
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don't think they're looking at their whole process. 
That's the difference between a politician and a teach­
er maybe. I don't know. 

I: So if there is a real philosophical base and reason for 
education, and some process;.:or procedure, or mandate 
is decided upon that they're going to use, and they say 
this is going to reform education; if that is contra­
dictory to the philosophical nature of educat~on, that 
might, then, be one of the reasons we feel like when we 
do things, or we're asked to .do,things, they defeat the 
purpose they_were enacted for. · 

T: I agree wi_th that . 

I: It's like saying we want the students to think more for 
themselves. We want students tq become critical think­
ers. That's a big term, c'ritical thinking in schools, 
but yet the way we're going to do that, according to 
them, is to give them m~re memorization, more tests. 

T: Right, we want to be sure. I feel like the teachers, I 
mean, the difference in how I feel now and how I felt 
ten years ago.- Ten years ago I felt like that the test 
was a tool for the teachers and now I feel like the 
test is something ·that we're being pressured to make 
sure they do well on. I feel like we're being evaluat­
ed and assessed every step of the way by the test. I , 
didn't feel that way ten years ag9. Even in our school 
district, I think the pressure is on to teach the test. 

I: So you think some of the things you're doing in your 
classroom now are contradictory? 

T: Probably, yes. I don't f~el about them'because I think 
what I'm doing in class is in .the best interest of the 
students in the long run. 

Question: How do yqu decide what things to do , or teach, 
in your classroom? 

T: I make sure that I teach. I hav.e certain times of the 
week that I set aside for strictly creative type things. 
I have a very structured classroom and I try to get in 
my basic~ as quickly ~s I can so we can go on to other 
things. I do recognize that the basics have to be 
taught. The other thing I'm trying to ,do is realize 
that all children don't learn the same. The other 
fourth grade teacher and I are working together. We're 
trying to teach children through all the modes so that 
they get the information one way or another. I think 
that is part of the problem, that we're not reaching 
some of the kids simply because we are doing it audi-
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torily. 

I: Or the way the workbook says to do it. 

T: Right. Phonetically instead of visually. I'm trying 
very hard·to do a lot of hands on things. 

I: So you feel there are some things you have to do be­
cause of certain requirements, but then there are some 
other things that you 'feel you ought to do based on? 

T: Based on dev7loping the child's ability to think. 

I: Just your own opinions? Your own decisions? 

T: Right. I- think that is why I like teaching; I feel 
like I've established the fact that I can teach the 
basics. I've taught long enough that I don't have 
anybody watching me every step of the way to make sure 
that I give the children the information they need. 
Now I can enjoy using some other things that I feel are 
important in the classroom to. get that knowledge a­
cross. 

Question: What factors influence whether or not you make a 
change of some,kind in your classroom? 

T: Well, the actual ability· of my class as a whole deter­
mines that because I teach,a wide range of students. -
With only two classes, I have six in learning disabili­
ties, one in ESP, and about five that are medicated. I 
teach to all levels.so it depends on the ability level. 
It also depends on the'' ability of the ·class as whole to 
handle unstructured activities. I decide to make a 
change if· I see that the kids aren~t getting the infor­
mation by the way I'm presenting it. For instance 
we've been working on electricity, and we're learning 
to build series and parallel circuits. I started 
teaching Science last year after attending 'a two week 
Science class. I teach both sections the Sc,ience and 
last year's class picked it up with no problem at all, 
just building·the circuits and doing the work sheets. 
This year's class couldn't build the circuits because 
they couldn't yet see 'it, so'we are cutting the cir­
cuits and pasting the qircuits. _We're building it in a 
number of different ways because they're not getting it 
the first way'I presented it, so I'm doing it_hands on, 

_more, more, more hands on, visual. I'm trying to catch 
every possible way that they might understand it. 
They're finally understanding it, but it took me three 
weeks versus a week to teach it. It depends on the 
ability level of the kids, the ability to concentrate 
as a class. I have a very distractible class. They do 
not concentrate well at all, and they cannot handle any 
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I: OK, how much does somebody else telling you to do 
something in your classroom affect you? Do you find 
that happening very often, or do you feel the pressure 
of it out there, bu~ it doesn't a~fect you? 

T: Well, I·'c;i be lying if I -said it didn't 'affect me. I do 
feel the pressure; however, my principal does not apply 
a lot of pressure to me ~n particular. I don't know 
how much pressure the other teache'rs feel, :but my 
principal has been very good in backing me qnd making 
me feel real confident in what I'm.doing so I don't 
·worry too 'much about that.·. It's like I feel the pres-
sure more from administration than I do from my own 
building principal though. 

I: OK, sq you feel it from a place removed from the 
school. It's out there and it~s probably expected, but 
so far you've kind of been sheltered from it, at least 
in your class? 

T: One of the things that bothers me, I don't remember 
which year it was, ,but one year the test scores came 
around building to_building and you had to sign your 
initials by your test scores. I thought, who cares? I 
don't exactly think it's fair to evaluate my class next 
to the upper level, fou~th grade class o~ the accelerat­
ed teacher at Garfield.when she's got the upper level 
of six classes and I've got two classes with an average 
range of children~ With what I've got, I think my test 
scores are real good with the kind of students I have, 
so I don't worry about that. I thought that didn't 
seem real professional to me, but I'm not making the 
decisions either so it didn't embarrass me. My test 
scores didn't embarrass me. It's just kind of, you 
know, what is the purpose of this? 

I: Yeah, you wonder. 

T: Yeah, that's pressure. That's pressure. 

Question: Describe ·any roles you have played in educational 
reform decision making at the local, state or national 
level. 

T: I feel like I've played some role within my building, I 
wouldn't say outside of that I have. 

I: What kinds of things? 

T: I think for one thing, and this is confidential, the 
other fourth grade teacher and I are working real, real 
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well together. I think I have been a good model for 
her. She's very creative and a very good teacher, but 
she lacks the sensitive side of education .. She lacks 
the humanist, the human characteristic, and there have 
been some complaints about per unfeeling attitude and 
things like that. She's come a. long way and I don't 
think that she has been knowingly patterning herself 
after me, but I think that she has started doing it. 
She is very creative, and I have learned a lot from her 
creative s'ide, so I think we have kind of balanced each 
other out. Part of it is tha-t I try n~w th'ings every 
year. My room in constantly changing and I've had a 
lot of kids two years in a row. I've assured the 
parents that they won't get the same thing the second 
year and they don't. They may get the basi"c _same 
curriculum that I have to do, but the way they learn it 
is going to be different becaus~ I try new things every 
year. I think a lot of teachers have started because 
of me and several other teache-rs in the building that 
do that have become less cycled in their t~aching 
methods. I think it is real easy for a teacher to go 
in and I .think just about any teacher that's worth 
anything can learn to teach basics. It's real easy to 
go in and do just'that much of your job and still get a 
good salary and have some decent test scores without 
really doing very much work outside of the 9lassroom. 
I think that I've encouraged some teachers to go a 
little beyond just teaqhing basics. 

I: Try some new things. Have you found any teachers that 
seem to be threatened by other teachers who.are strik­
ing out in different directions to find new methods, or 
when you have some success with something do you see 
colleagues being d,~fensive about it? 

T: Yes, I do. 

I: I guess what I'm looking f'or here is your op~n~on. Are 
teachers receptive to ~ark with each other in a com­
fortable relationship where they don't feel threatened 
or are more of them really threatened by performance by 
the teachers? 

T: That totally depends on where you're teaching. At the 
school where I am now, it's the best faculty I've ever 
worked with. I've only been at' three different 
schools, but it is the most receptive faculty I've ever 
worked with. I'd say that at the present time we don't 
have a teacher in the building that I would not be 
happy for my child to have. I don't dread making a 
decision every year because I'm that comfortable with 
this faculty. I see a lot of different types of teach­
ers in our building, but there's only been a couple 
that I've noticed some defensiveness. If you go to the 
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two week Science class and they don't go. Well, I 
couldn't go, and the excuses. It's like I don't care, 
this is something I did for me and my teaching. Har­
welden last summer and yeah, it was hard, but it was 
fun and I think' it was good for me. I saw a couple of 
them get a little pit defensive' about that, but they 
still a~e not teachers that I wouldn't be happy for my 
kids to have. It's a really good faculty~ I don't 
know if you can say that about every school. No! 

Question: What roles do you feel you should play in_ the 
construction of educational reform' in Oklahoma? 

T: I've come to' the conclusion that I'm a leader in some 
aspects, and in 9ome aspects I'm not. Politically I'm 
not a leader.· !"do go when we're asked to the Capitol. 
I've always· gone because I feel ,like we have to do 
that. We have, some teachers that don't and 1;.hat upsets 
me, be,cause I :think that is the least we can do is show 
up at something and show some interest. However, I've 
tried real hard to talk td parents more than just about 
how your kid's doing in school, but talk to parents 
about well what do you think needs to be done, to 
involve my parents, I think that is just a real small 
step, but it helps. It's helping in the reform within 
my classroom in my school, in helping me to know how I 
can be a better teacher and how I can make education 
better. I'm not totally,'you know, I'm not saying that 
our educational system is horrible. I don't believe it 
is. I think that i~achers do a lot of things that 
aren't recognized, -but I think we've got a _long way to 
go. We're not getting the support we need and I'm 
frustrated because I don't know that Oklahoma will 
ever, ever give us what we need. I don't feel confi­
dent in what I've seen ·happening at the state level. 

I: Yeah, me too. 

T: Let's move to California! 

Question: What will you do in your classroom when asked to 
implement an adopted reform measure? 

T: I might quit. 

' I: Well, there are a lot that are doing that. 

T: It depends on how much of it I can incorporate without 
making mys·elf miserable. I will evaluate it when I 
have to do it. If I still like my job I will stay, if 
teaching is still worth it to me. ·I can't guess at 
this point what it's going to feel like. If it is so 
structured in,such a way that I have no freedom to do 
the things that I think ar~ important and I no longer' 
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enjoy my job, then I may quit education. I don't want 
to. I love my job right now and as much as I think I 
would like to be a stay-at-home Mom that's kind of a 
battle I've fought all along. I love my job and when 
all those mandates come down I will try them. That's 
all I can say. I'll try to do.what has to be done, but 
if I don't have any freedom to do the things I think 
are important for kids then I will be gone. 

I: I am trying to remember, there might.ha¥e been a book 
that was called, was it "Teaching as a Subversive Ac­
tivity" or something like that? I can't remember the 
whole context. These teachers felt like the act of 
teaching was almost like a covert operation and I 
thought I heard you kind of saying the same things, 
that whether I'm able to stay in there or not with all 
these mandates,: is going to· depend on how well I can get 
around them. · 

T: Can I do them and still have the time and freedom to do 
what I think is important. 

I: So how much do they actually impact my daily reality 
inside that classroom? 

T: Weigh it and if the stress is more than I can handle, 
then I won't. 

I: And that's based upon,·possibly, experience. Teachers 
have indicated that.there·are some mandates that have 
effects in the classroom, there are others that are 
simply on paper that don't affect me at all. It's just 
a little paper program that I can fill out this and 
that's all of it, e>r is 1t·something that is really 
going to impact what I'm doing. 

T: After a few years ago when they came out with the 
minimum cr.iteria and all this, I got very upset. I 
stressed myself out over it and'now it's writing objec­
tives every week. I've condensed those suckers to 
where they're about this long, and it's not a big deal. 

I: Down to a science. 

T: Yeah, it's like no big deal and I worried myself over 
nothing. I was able to incorporate those and not worry 
so much about them. It wasn't that big a deal, so I'm 
trying not to think about what if we have to do such 
and such, because it may not affect me daily that much. 
If it doesn't, then I'm not going to let it change my 
career. 
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T: First and foremost, class si~e. That would be the very 
first thing that I would do. They keep coming out with 
require~ class sizes and ~pen they don't give you 
funding to do it. They end up having to change the law 
because nobody can possibly do it. I have 29 kids in a 
tiny classroom and I'm just pulling my hair out. It's 
just almost more than I can handle this.year. It's the 
largest class I've ever had in this small of a class-_ 
room. I've had 30 or more kids, 'but in' ·a· very nice, 
big room .. So that would be the. first thing I would do 
is class size immediately and then I really feel like 
if the teachers had a class, s-ize that was qcceptable 
they could do just about anything. I have a lot of 
confidence in the teachers that we have around here. I 
think the second thing is if I could change anything as 
far as education in general, I'would, of course, change 
funding. I'm not just talking about teachers' salar­
ies, although ·I used to thip.~ that was real selfish. I 
was placing that above my career, you know, that's more 
important than what I'm doing .. 'obviously I wouldn't 
have been in it this long _if I really felt that way. 
It's embarrassing that somebody can have as much educa­
tion as some of my colleagues have, not me necessarily, 
and be making the salaries'they're making after 15, 20 
years of teacliing. I, think that shows exactly the 
priorities of our society.-, Your management, your 
bankers and top management,, people dealing with money 
make big money, and I suppose that's just part of 
living in a free republic. 'I think our priorities in 
the United States are all.screwed up. When I think of 
something to compare it to, I think of professional 
athletes. That's just my little pet peeve and I think 
look at what we pay the~ and what we pay our teachers. 
That's 9mbarrassing. Funding for ·the teachers' salar­
ies, but also. for materials, class size, those things 
are the most important. I think if I had my class size 
down half, the materials would do. Sometimes you feel 
like you're looked down on. It's like what do you do? 
Oh, I'm a teacher. Oh wel-l, at least you get your 
summers off. 

I: Yeah, so why think about the changes you ought to make? 
Why is it important that teachers would say these are 
the changes I think we ought to make? Most teachers go 
into it real apathetically and what I wonder is do we, 
as a profession, impose a lot of that on ourselves? 
Are we relegated to such a blue collar status? I mean, 
we can call ourselves professional all we want to, but 
are we really in terms qf our respect from the com­
munity, our respect for ourselves? Do we really be-
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lieve that we ought to be doing these things and for 
some reason we're not, or do we believe we shouldn't be 
and if we should be doing them, if we should be saying 
what we think and engaging in some of these activities, 
and we should be thinking deeper than just this, why" 
are we not doing that? 

T: Well, I'll tell you which seems rea~ simple. Number 1, 
who's listening? Who cares? Number 2, it takes just 
about all I have to teach and prepare and keep caught 
up in the classroom, and be a wife and mother at home 
and it's like something has got to be slighted in order 
for me to get out and be political or to help in any 
other way. It's almost like to me being an educator is 
an over-whelming job and I see some other people doing 
it with much less stress,t~an I do. Part of the time 
it makes me angry, because I thlnk why don't I just 
take the easy way out ana gr~de my papers and go home 
and forget it. I simply don't have the energy to go 
any further. 'It's like I'm frustrated that I have to 
do that. I'm frustrated that we're not important 
enough"to the community and to the nation as a whole 
that they can give us what we need so we can do the job 
~hat they wan~ done for their children. If they want 
me to do the job that needs to be done with their kid, 
I don't have tJme to get out and rally ~or myself. 

I: It's almost li~e you're having-to do that job plus 
you're having to do some other jobs. 

T: Yeah, and to me that job, we shouldn't have to do that. 
I think society should do that for us. I have a high 
opinion of educators. I do .feel like we're profession~ 
als and I feel like we're not treated as professionals 
and I get angry about it. 

I: Is it like waging a revolution at the same time you're 
holding down a job? I mean I've often ~hought maybe in 
some of the countries especially lately where they've 
had the massive social and I guess militarj revolutions 
also, and I'm thinking there is really nothing dif­
ferent there. Those people have said we've had it with 
this and we're riot. going to do it anymore, this is what 
we're going to do. "They didn't get that done by doing 
that job and their job that they had at the same time. 

T: No, and how did they do it? 

I: It takes almost total commitment in time and energy and 
sacrificing of life in a lot of cases. 

T: Right, and the people that I see around here that are 
politically active they get a day off to go do it. You 
just can't do all the things that we need to do for 
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ourselves, and yet I don't feel like we should have to 
do it. I don't feel bad that teachers aren't getting 
out there and doing it. I think that when we're given 
an opportunity like during the summer to take a day and 
go to the capitol, yeah, I think we should do that 
every chance we get. I don't feel bad that I don't go 
spend my evenings doing some things for reform, because 
I'm going to slight my job at school and my family at 
home if·I'm going to do.those things. I feel like 
those things ought to be done for me. Maybe I'm wrong, 
maybe my expectations are too high. 

Question: Use a metaphor to describe the education process 
as it is today. 

T: Education is a sailboat without a breeze. 

I: All right. 

T: Is that simple enough for you? 

I: That's good. A lot of people are talking about boats 
and the breeze·represents, well, if you were in a tug 
boat you wouldn't have a motor. You wouldn't have a 
motor so you're in a sailboat though and you don't have 
a breeze, so without that breeze how do you ever get 
anywhere? 

T: I'm not sure that we are. Maybe I'm talking about as a 
whole. I'm not talking about a child getting any kind 
of an education. I'm talking about education in Ameri­
ca. We're not moving forward. I think we did move 
forward for a nUmber of years from where we started a 
hundred years qgo. We've moved forward, but I don't 
feel like in a number of years we've really moved 
forward. I don't think that means we are at the lowest 
point we could be, but we're just not going anywhere, 
we're at a standstill. 

I: OK, I buy that concept. ,Let's keep thinking about it a 
little. Let's put ourselves on the boat and let's put 
ourselves without a breeze and let's not worry that 
we're not going an~here. Let's figure out thought 
what it is we're doing during the day on that boat. 

T: Trying to stay afloat. 

I: OK, so we're going to be doing some maintenance types 
of things. We're going to be hoping that maybe the 
wind will start blowing. 

T: We're waiting for the breeze. 

I: OK, we're hoping the wind's going to blow, and if we 



159 

haven't had any wind we might not even care a whole lot 
which way it's blowing from, which direction. 

T: Right, we just want some movement. 

I: And so if we had a class full of students on that boat, 
what could we expect to do with them? 

T: Teach them some way to make the.bo~t move without the 
breeze on their own, which is what I feel like educa­
tors are doing. We're trying to figure out a way to 
keep edtication moving without proper fun~ing, without 
the backing from society·, you ·know. 

I: So in a way we may have to'figure out how to build a 
new boat that's going to work without any wind? 

T: Right, get some oars or something, or paddling. 

I: Well, the difference between t~at concept and the 
concept that ~omeone is activati,ng the wind or not, 
it's almost like we don't have any control over whether 
the wind blows o~ not in the example that you used. We 
still have some inner direction that we can go and we 
can do so:J[le other 'things, but let '.s suppose that we've 
got some wind but we don't have a sail that we can move 
around. If we can't move the sail or if we can't move 
the rudder, what are we dependent on to get where ever 
we need to go.' We're dependent on the direction. 

T: The way the wind i's blowing. 

I: I sometimes fe.el like we've got a whole lot of wind 
blowing, but we don't always know which way the wind is 
coming from and the school, the structure that we've 
got, the rudder or the sail is fixed in a'certain way 
that we're not able to adjust it to keep the school 
going in the direction that we need to go. What hap­
pens'is those.winds start ·changing direction, we get 
the school moved over here for.a while,., and then the 
wind changes and we go back over here for a while, and' 
then we may go.back here and then we may go there. 

T: Yes, but essentially we're standing still. 

I: So all that has happened and we're right back where we 
started? 

T: Yes, right back where we started from. Sure we move, 
three steps forward, two steps back, whatever, but it 
doesn't seem like we ever end up going very far. If 
you don't have a breeze you're going tQ float and move 
a little bit. 
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I: And that's what I've always wondered then about 
achievement test s9ores. Let's say we got what we were 
after. My ques~ion is, so what? If everybody, every 
kid in the whole world scored 95% on that 
achievement ~est, so what? 

T: Yeah, exactly what does the kid,know? 

I: What do~s it mean, what qoes it cause to happen in 
society? 

T: Well I can see the pressu're· that ·is being put upon us. 
I can see sometimes if we will give them-·wh~t they 
want, which is high test sc9res,-maybe they.will give 
us what we ·need to do the rest'· Maybe we have to play 
that game. ;I don't think that ~s the most important 
,thing and I'm kind of sick ,of hearing about-test 
scores, but maybe we need t6 just give it to them so 
they will give us what w~·need·and we can continue to 
teach what w~ want to teach. ' 

' I: Or we will figure out, you know., there, is another 
question whether we can give it to them.anyway. We 
maybe can manufacture them. 

T: -you can teach''the .;test, I. suppose, anybody can do that. 
So far I've refus~d but it depends on how much pressure 
they put upon me. ··. · 

' ' 'I > 

Question: Use a metaphor .tb de~cribe the- education process 
as it should be. 

T: Education is a'ladder by which people reach their 
potential. 

I: OK 

T: I just don't see my ··job is- there to teach a certain set 
ot facts_. I see my j'op is' to teach- the -kid how_ to 
learn and how to think so he can get where he wants to 
be in life, or where he needs to be, or should be. Of 
course, then you get into motivation-and what does the 
kid want for himself. ·I think if we teach them to 
learn and to think creatively,'cri:tica-lly, whatever, 
that the poten~ial is going to qe a lot higher for all 
society as a whole. · · 

I: Is the ladder any certain height? 

T: Oh no, it's like a'line. 

I: It just keeps going? 



161 

T: Yes, definitely. I always thought that was funny. A 
line is never ending and it is hard to explain to a 
kid. They're looking at this line and you're saying it 
is never ending a,nd they say, II sure it is, it's an inch 
and half long. 11 They_ don't se'e that. 

I: OK. I'm thinking of some ~hings that could happen on 
the ladder. I guess, as a student is going up the 
ladder, a rung could break? 

T: Sure it could, but if we're doing what we should be 
doing the student can get right back up and get back 
on. That's simplifying it a lot if,we're doing what we 
should be doing. I'll put it that way. Sometimes I 
think it's almost beyond our control in what a kid can 
do. 

I: Is it beyond the kid's control what he can do? 

T: Sometimes, yes, I think so. 

I: That was going to be my next question. What determines 
where a kid stops on the ladder and you've already said 
something that went along with that when you said 
sometimes it'p out of control. 

T: OK, we're back to what it is. 

I: What it should be.,, ,I'm thinking that a student should 
be able to go all the way to where ever it is he wants 
to go and it's entirely up to him. 

T: If it's as it- should be, ,then we have means to reach 
-that child. Of course, I 'immediately think of where 
you are. I'm talking about maybe I should not main­
stream kids, kids in a regular elementary school not 

.multi-handicapped kids,, not severely or profoundly 
_retarded. , I'm talking about potentially av~rage IQ's 
that may have severe learning disabi,lities. I think if 
all is as it should be we have the funding, the teach­
ers, the resources to reach that child and give them 
the opportunity to keep climbing the ladde~, their 
ladder may not,go as high as their neighbor's ladder. 
Maybe that's something I need to differentiate there. 
I didn't think it through that·much.' 

I: It's a good question though. 

T: Sure, and there you could get into a child who IQ was 
or whose potential was not even average, maybe their 
ladder. 

I: If you looked at the ladder, not in terms of total 
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height, but in number of rungs on the ladder, anyone of 
any ability could make a certain number of steps. 

T: Yes, I wasn't thinking of that because I was only 
putting myself -in the situation that I'm in now where I 
have at,least one.severely learning disabled child and 
I have a lot that go to learning disabilities. I'm 
thinking only as low as that child is; I'm not thinking 
past that because my experience isn't with other child­
ren. We go back to all children can learn something. 
Yes, they all can if education is as it should be 
they're going to learn. They're going to be able to do 
more than we're currently allowing them to do. Maybe_ 
there's more steps on somebody's ladder than -somebody 
else's ladder, but I think we should be able to reach 
all kids and I don't think we are now. I just got my 
29th student three weeks ago and she comes from an all 
day learning disabilities program in California. Our 
LD class is fu~l, much less a full day class. What am 
I going to be able to do for her when I've already got 
28 kids sitting in there 'that need me. Just how far 
can I stretch -myself? No further, so that ladder isn't 
going to go and I wrestle -with that everyday. I think 
I ought to be doing such and such for this child and 
unless we come up with the ability to reach these kids 
through additional teachers, additional funding, addi­
tional materials, her ladder is not going to go very 
high. ' 

Question: If there is ~ di'fference between the educational 
process as it is and the way it .~hould be, describe what you 
are doing to change·the process. 

T: That's what frustrates,me. I don't think I can change 
it. That's the part that I go way back to that ought 
to be done for me. 

I:' You don't know if you can change it. OK? What things 
really weigh- on yo~r mind that make you feel like you 
can't? · 

T: Time. 

I: So you feel that in order for you to do the things that 
you feel you need to do, to really make a difference in 
some of these tough situations to turn them around, 
there's a tremendous investment in time that you're not 
able to make in a typical day? 

T: Right. 

I: Based on the' fact that there isn't enough time in a 
day, or based on the fact that you would have to not do 
something else in order to do that? 
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T: Not do something else. I'm forced to decide priorities 
as far as children go and I don't like that. I'm not 
good at that. I feel bad about that. I feel guilty. 

I: Does it bother you? 

T: Yes, and that is something I don't handle well at all. 
I have to say the needs of my 28 others have to out­
weigh her needs and if I were her mother how would I 
feel? I'm not telling you I'm ignoring this child. 
I'm doing all I can in a very limited amount of time 
and it's not enough. It's not nearly enough. 

I: How do you find yourself dealing with the specific 
problem? Do you find yoursel-f playing to the middle of 
the class. -Do you feel like that you're not doing as 
much for the smarter ones as you could' and you're not 
doing as much ,for the lower functioning ones as you _ 
could? Do you -see yoursel.f spending .more time at one 
end and ignoring the other end, or do you go back and 
forth? 

T: I go back and f,orth. I was waiting for you to say 
something that I could relate to, because I go back and 
forth. I try_not to center on one high, middle, low 
because I've got children at all ranges and if I go 
back and forth, then I don't have to deal with the 
guilty feeling·like I never meet their needs. 

I: So there are times that you're really going to drop 
down to really get these kids involved at the risk of 
the other possibly being bored or saying this is really 
work. · 

T: That's why I've incorporated the task board this year. 
That was the only answer I could come up with on how to 
give the childr~n wh'o are· always finished an9, always 
have things to do. I do not believe in busy work. - I 
believe if the kid can 50 math problems' they can do 10, 
why do they have to do 50? So I'm not one to give long 
assignments which means I'm left with lots of children 
who are finished who need reinforcement of good ac­
tivities, things that I don't get to daily. That's 
what I'm trying to do now is to provide a way for the 
high ones to go on, continue to. learn and be reinforced 
while I'm working with low ones. Sometimes I think the 
middle child suffers. The children who get the very 
most are the low and then come the high and the last is 
the middle. The average kid to me gets the very least 
as far as education. The high kids get tons of field 
trips and tons of experiences, and we all know that 
those experiences are what make them learn better. Yet 
these kids already know how to learn better and they 
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get all the experiences. These kids need the experien­
ces so they can learn better, and they need it more 
than these kids do and they don't get it. These kids 
get the money and the special classes. I have a real 
hard time dealirig with three kids getting a teacher and 
an aide in a classroom. Probably most of us have more 
average children, and deal with wondering why your kids 
don't get some of the things, some of the money that is 
being spent at these other ends. I don't center on 
anyone an~ maybe I should. Maybe I should stick with 
the middl·e of the road and cat9h more, but I feel like 
as a parent I would want my child's needs met where 
ever they.wer~. So I try to meet th~ir needs, all of 
their needs, s.ome of the time. , 

I: By you doing the task board, isn't that in ~act your 
changing something from the way it is to the way it. 
should be? 

T: Oh, yes. 

I: Isn't that like saying in order for the sailboat to 
move because i·t dc;>esn' t have any wind right now, I'm 
going to do something to get it to move. I wonder how 
many things teachers actually are doing that have 
direct results' on changing the delivery of school work 
or changing the environment of schools that they don't 
even know that they're doing? 

' ' 

T: I see a lot of it going on in my building. I see 
teachers constantly reaching out and trying new things 
and we've now got task board in about half of our 
classes and got some other teachers interested. 

I: I wonder if we did think about it that would allow us 
to do even more than what we're doing or it would allow 
us to make better deci~ions as to how to use those few 
minutes that we have in 'the day that we don't have 
enough of. If we're doing these things, are-we doing 
them just by accident, or are we doing them by personal 
intuition, or are we doing them because we say somebody 
else do them, and we think, "hey" that is pretty neat. 
I ' 11 try that ! , · 

T: I'm doing some things like that oub of frustration. I 
don't mean out of a negative attitude. I mean out of 
frustration at not being able to do it all myself and 
realizing, finally, that I have to provide another 
means because I can't do it for all of them. 
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