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Series Editors' Foreword 

As edtors of V\iestview"s series The Edge: Critical Studies in 
Educational Theory, we asked Henry Giroux to put together a series of 
his most definitive essays from the past fifteen years so that education 
and cultural smdies scholars collfd gain a sense of the roots and pro- 
gmssion of his work, Pedagop and the Polisics @Hope is the product of 
that request. Giroux's work is so prodigious and multidimensional that 
the effort to select a manageable but comprehensive sampling of it be- 
came a frustrating chore: '4How can we leave out the essay on the Frank- 
furt School?" or '" itdo? understand why the essay on the critique of re- 
production theory was deleted" became common questions and 
observations in our deliberations. To do justice to the variety of dis- 
courses that Giroux has dmkvn upon or the various theoretical advances 
he has offered in his relatively short career would require a QuintiZ- 
ianesque multivolume set. VVe yielded to the demands of practicality; 
Pedagoa and $he P0liti:ies s f H o p e  is the result of our csnferences. We 
hope that readers will And the work inctuded here as compellirlg and in- 
sightful as we do, As this volume illustrates, Giroux is undoubtedly one 
of the most creative educational thinkers of "re last third af the twenti- 
eth cerrtury, and his innwatiwe scholarship and ixlflrlence will continue 
into the twenv-first century and beyond. 

Giroux's passion and genius r e v o l ~  around the strugge for a radical 
democracy both in the United States and in the world at large, Radical 
democmcx as he uses the term, involves the effofi to expand the possi- 
bility for social justice, freedom, and egalitarian social relations in the 
educational, economic, political, and cultural domains that locate men, 
women, and children in everyday Lik, Thus, Pedagog and Ile Polilics of 
Hope documents the development of Giroux" trademal-k language of 
critique and possibility and the ways be deploys it in the effort to expose 
the forces that undermine education for a critical democracy In the 
cantext of recent U.S. history such forces have Rsurished in the cocaan 
of Keaganism; ixldeed, it is in this envirunmezrt that GiruuxPs insufgelrt 
analyses take shape. In the Age of Reagan, Giroux's iaroduaion of 
Frankhrt School critical theory into the discourse of educational schol- 
arship struck a responsive chard with those offended by duplicitous 
rigllt-wing proclamations of an oppression-clean& history of Arrreri- 



can education, Cirowr's abili"ly to name the ever-so-subtle ways in which 
power operated to undermine the dignity and mobility of marginalized 
strtdenrs was unprecedented in educational scholarship. Deftly deploy- 
ing critical theory with its nondogmaic discourse of social transhrrrra- 
lion, emancipation, and perpetual sel.f".critique, Giroux in his early work 
demonstraed the power of social theory in generating traxlsernpirical 
understanding of sociopolilicd and educational processes. Via the ap- 
plication of critical theory's immanent critique and dialecticai thought, 
Giroulc unmasked forms of domination for edrlcators of all ideological 
stripes. 

He undelrstood that somewhere in the relationship among powex; ide- 
olog?r, and sdzooling the crisis of historical consciousness was macer- 
batcd, Isolating what he labeled the cukure ofpositivism, G i m u  delin- 
eated its irrational rationality characterized by an emphasis on 
prediction and technical control. W e n  combined with the rejection of 
the interpretive dynamics of hermeneutics, this culturc: of positivism 
transmogrified into a dominant ideological form. Although he was con- 
sistently clear on the issue, many of Giroups readers were unable to ap- 
preciate the distinction belween the culturt: of positivism as ideologicd 
form and positivism as a specific philosophical movement, Such a dis- 
tinction is crucial to the understanding of Giroulcs unhue contribution 
to educaiond critique and analysis, In the cultu~f: of positivism educa- 
tion becomes a form of social regulation that guides humans toward 
destinies that preserve the status quo, Reflection on the formation of 
subjectivity or analysis of ""what is" vvis-8-vis ""what should be'% dis- 
missed from the positivistic culture. In other words, consciousness of 
historical forces and their relationship to everyday life has no place in 
the ecllnocraric rationality of the culture of positivism 

Thus, as Girsux observed schooling through the prism of Frankfurt 
theory in the late 19'10s and early 1980s, he came to understand the con- 
ceptual corner into which radical critics had painted themselves. 
Though they undelrstood that schools were sites of oppression in which 
race, class, arzd gender inequities \yere perpetuated, they were able to 
appreciate neirher how student and teacher subjectivities were con- 
structed nor the self-determination (agency) such constructions made 
possible, At the same time, of course, Gimulc was acMety aware of the in- 
ahiliry of mainsream educalional crilics to understand how ideologicd 
and structural forces influence the nature of educational experience, 
Viewed in this contea, Girom5 theoretical innovation became more ap- 
parenl: Agencies of socinlization (in parlicular, schools) do not: under- 
mine the possibility of a radical democracy merely by preparing stu- 
dents for vocations that help sustain the dominant mode of economic 
producion; at the same time, schools and other agencies of socializa- 



tion are never autonomous from dominant economic and other social 
(white supremacy and patriarchy; h r  example) structures. Appreciating 
the emerging poststructuralist contribution to social theory, Girou un- 
derstood that the forces that sub\rert radical democracy ahays exist in a 
dynamic, ever-shifting relationship with those that support it-indeed, 
he insisted, the nature of their connection is historically specific, If edu- 
cators are ever to make sense of education and its relation to the vicissi- 
tudes of the democratic struggle, they will have to develop a complex 
apprehension of how indiGduals receive the messages sent by the forces 
of domination and, in particular, how they mediate the ideological rep- 
resentations and material practices that formulate their lived experi- 
ences. Respecting individualskgency, Giroux wanted to h o w  how indi- 
viduals and groups produce meaning on extant social, economic, and 
political terrains and how such production relates to the struggle for 
radical democracy, 

By the early 1980s Giroux's theoretical infrrastructure was taking 
shape, Throughout the decade, as his familiarity with the emerging 
post:modern critique deepened, Girom fine-tuned his insigh& concern- 
ing modes of reception and mediation and their relation to the con- 
struction of consciousness and the production of subjecti-vity. His early 
fascination with British cultural studies-especially the work of Ray- 
mond Williams, Richard Jahnson, and Stuart Hall-led Girow to con- 
nect his study of subjectidty; power, and pedagogy to issues of Xanwage, 
discourse, and desire. He made use of the best of ~errtieth-century edu- 
cational scholarship-including the progressivism of John Dewy, the 
t ransg~ssiw pedagogy of Prrulo Freire, and the insights of the cunicular 
reconcegtualists-to transcend the notion that powr  is merely the dis- 
tribution of polilical and economic resources. Employing and exlending 
this battery of theoretical sensibitities, Giroux conceptualized power as a 
concrete set of practices that produces social forms through which dis- 
tinct experiences and subjectivities are shaped-a position that empha- 
sized again the receptiw and mediative dimensions of the process. Such 
dimensions, he understood, pointed to the importance of pedwogy nor 
only in educalional theory but in social theory in generd; this finding 
would become increasingly relevant to students of education, sociology, 
and cultural studies in the 1990s. 

In this context, Giraux andyzed the relation between the critical post- 
modern feminist theory that began to emerge in the mid-1980s and his 
theoretical project. Recognizing in the work of lane Flax, Seyla Ben- 
habib, Cora Kapfan, Meaghan Morris, Linda Nicholson, Nancy Fraser, 
1,inda Hutcheon, and many others a means of traversing the conceptual 
minefield formed by the binary opposition between modernism and 
postmodernism, Gira~ur lisened carefrrlly to the fcrninisl conversation. 



In their attempt to develop a political voice the postmodern feminists 
had adeptly freed themselves from the mademist-postmodernist bina- 
rismn, On the one hand, they pledged a modernist allegiance to equality, 
justice, and freedom; on the other, like critical postmodernists, they ex- 
posed madernism's exaltation of the universal aver historically and cul- 
trlrafly specific ways of seeing, and they raised doubts about its scientific 
claims to objectivity and truth, This synthesis, when combined with 
Giraux's interpretation of critical theory Dewyan progressivism, British 
cultural studies, Freirian liberation, curricular reconeeptualization, and 
the domain of pedagaw, set the stage h r  a radical democratic prnxis 
that was cantextually sensitive and politically trrrnsbrmative, At this 
point Girou was theoretically equipped to make use of the post-eolo- 
nial critiques of the Eurocentric position that Western culwre was the 
barometer of civilization and produced a transhistorical educational 
canon, Thus, buoyed by postmodernist feminist theory; Giroux began to 
contemplate the means and melhocts of producing new academic dis- 
courses and unprecedented knowledge forms, 

In addition to shedding light on the social and political silences in 
school discoumes, knowledge, and materials; the rcthsal to include vari- 
ous disciplinary perspectives; the denial of human agency; and the 
common tendency to legitimate dominant power relations, Girom by 
his theoretical innovations generated new ways of viewing education 
and schooling. The result was an ever-evalGng critical pedagom-a crit- 
ical postmodern and xntlXricrtltura1 pedagogy. Such a "'critped" "viewed 
teachers as irllellectrtals who were empowered to crclate and paicipate 
in a radical democracy Consistently refusing to offer a simple blueprint 
of how to institute a critical pedagogy in schools around the world, 
Girolur emphasized the contextual specificity of each applica.ion of the 
process over the presence of common themes, Expanding this postmod- 
ern insight, Giroux's eevol-\ring criticat pedagog began increasingly to 
focus on issues of diffemncc: in a politically transforrnatiw .frame. %tally 
concerned with the complex: ways that race, class, and gender identities 
of student and teaches are constructed, he connected them to larger 
public struggles. The postmodern concern with historical and social 
specificity mowd Giraux to focus on the pedagogical terrain of pokver, 
howledge production and transmission, identitylsubjectivity farsna- 
tion, and sacializaion in relation to the rekrent of a radicd democracy 
He understood that the pedagogical process was expanding into new 
cdtural spaces created by techolog?l, necessitating new modes of ana- 
lyzing the politics of education, In this context the process of represen- 
tation-by which the world is delineated, depicted, schernatized, and 
inscribed with meaning-was increasingly raking place a m n d  the do- 
main of pleasure, accompanied by affective and emotional investments. 



At this juncmrc: Girow joined Comes with cultural studies scholars in 
the eflort to legitimize popular culhure as an academic concern. As a pri- 
mary prodrtcer of pleasure, popular culctrre is a powerful pedagogical 
agent for representing the worid in ways that both disempower and em- 
powel= Frankfurt School critics had Isng maintained that culture is a po- 
litical entiq; operaling on that assumption, Girolu~ set out to bring ettl- 
tural studies insight into the analysis of popul~r  culture as a 
pedagogicallpolitical locale, Rehsing to merely mimic cultural studies" 
emphasis on the popular, Giroux has refocused cultural studies around 
his long-time concern with radictrll democracy, He thereby mwed ~ ' o  the 
center stage of cultural studies, as his innovative work within the field 
raised larger questions of justice, liberty, artd ec[ualil-y Using the inter- 
disciplinary and transdisciplinary tools of cultural studies to translate 
theory into democratic practice, Giroux continues to expand the intel- 
lectual envelope in his search for new modes of academic enterprise, In 
this way, his work in the 1990s has provided new underslandings of the 
pedagogtxcal process, new insight into pleasure, nekv maps of desire, and 
fresh interpretations of the relation among reason, emotion, and domi- 
nation. Ironically Giroux has thus helped return culltlral studies to its 
pedagogical roots-as exemplified by Raymond Wilfiams's studies of 
adult education and the roites of democracy and social change in the 
academic process, 

It is this reestablishment of the study of pedagog that this book, as 
well as Girolu;?~ work in general, addresses, If pedagogy involves the pro- 
duction and transmission of knowledge, the constmction of sulojectivity, 
and the learning af values and beliefs, then educational scholarship over 
the past kalf-century has tpicalfy been nonpedagagical. As Girou rein- 
serts pedapgy into educational studies, he incorporates it into the cul- 
tural studies agenda. Examining how people learn, make emotional in- 
vements ,  and negotiate the world around them, pedagaa is central to 
any discipline that smdies educational and culturd processes vis-h-vis 
the making of meaning, Pedagogical study may be even mare important 
to political actiGsts, dedicated to self- and social empowerment, the cre- 
ation of communi.gr, and the establishment of principles of justice and 
democracy; As Giroux conceptualizes it: within the theoretical kames of 
political modernism, critical postmodernism, and postmodern femi- 
nism, pedagogy becomes an indispensafule tool in the struggle iror a rad- 
ical democracy, Indeed, without an understanding of how power is 
viewed by men, women, and children in specific settings, our under- 
standing of social change remains crude, clumsy, and prone to essen- 
tialist simplification. The production, transmission, and reception of 
knowledge is always problematic; to assume otherwise, to dismiss the 
smdy of pedagogy and its polilical ramifications, is to turn one's back on 
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Schooling and the Culture of 
Positivism: Notes on the Death 
ofrristory 

l'l.lerr? is no netrtl-~tl material ofhistclly History is noda 
spec?ctdekfor us hecatlsc? if is our ozurz liuing our ozurz vicjl%nce 
and our OWR helie@.l 

One of the more .fundamental questions raised by educaton in recent 
years focuses on how public school classroom teachers might develop 
an orientation to curriculum development and implementafion which 
acknowledges the important underlying ethical and normative dimen- 
sions that structure cltassroom decisions and experiences, The absence 
of such art orientation has been well nored.2 For exmple, in differcltnt 
waJ";s both phenomenological and neo-Marxist perspectives on educa- 
tional thougilt and practice have poimed to the &heoretic&, ahistorical, 
and ttnproblematic view of pedago~y that presently characterizes cur- 
ricuiurn development particularly in the social sciences, 

Same phenomenological critics have charged that teaching prmices 
are often rooted in "common sense" assumptions that go rcllatively un- 
challenged by both teachers and students and serve to mask the social 
eonstruetion of diEerent forms of knowledge, In this view the focus of 
criticism is on the classroom teacher who appears insensitive to the 
complex transmission of sociatly based definitions and expectations 
that function to reproduce and legitimize the dominant cuitture at the 
level of cfassraom instmction.3 Teachers and other educational workers, 
in this ease, often ignore questions concerning how they perceive their 
classrooms, how students make sense of what they are presented, and 
how knowledge is mediaed between teachers (themselves) and stu- 
dents. 

On the other hand, some neo-Marxist critics have attempted to ex- 
plain h w  the politics of the dominant society are linked to the politicd 



4 I Sclzooling and the Galture of Posil-ivislsvn 

character of the classroom social encounter, In this perspeaive the 
focus shifts from an exclusix concern with how teachers and students 
construct howledge to the ways in which the social order is legilirnated 
and reproduced through the produelion and distribution of "accept- 
able" bowledge and cliassroorn social processes.TThs, neo-Marxist ed- 
ucators are not simply concerned with how teachers and students view 
knowledge; they are also concerned with the mechanisms of social con- 
trol and how these mechanisms .furnetion to legitimate the beliefs and 
values underlpng wider societal institutional arrangements. 

Both views have led to a greater appreciation of the hermeneutic and 
political natitzre of public school pedagom. Vnhrtunately; neither view 
has provided a thorough understanding of how the wider "culture of 
positivism," with its limited bcus on objectivity, efficiency:, and tech- 
nique, is both embedded and reproduced in the form and content of 
public school. curricula. While it is true that some phenomenologists 
have focused on the relationship between the social construction of 
cliassroom knowledge and the major tenets of positi~sm, they have gen- 
era@ ignored the forms and social practices involved in its transmis- 
sion. On the other hand, vvbiIe neo-Marxist critiques have emphasized 
the ideological undel-pi-nnings of classroom social practices, they have 
done so at the cost of providing an in-depth analysis of how specific 
farms of knowledge are produced, didributed, and legitimated in 
schools,5 

W i l e  it is clear that the hermeneutic and political interests expressed 
by both groups must be used in a complementary fashion ta analym the 
interlocking beXielFs and mechanisms that mediate between the wider 
cdt~rt3 of positivism and public school pedagogy, the conceyt.ctal hun-  
dation and d i ~ i n c t  .focus for such an anaIysis need to be l'urtber devel- 
oped, This paper attempts to contribute to that development by exam- 
ining the culture of positivism and its relationship to classroom reaching 
through the lens of a recently focused social and educational problem, 
the alfeged "Eoss of interest in history'' among American students and 
the larger public, This i m e  provides a unique vehicle for such an analy- 
sis, because it presenb a common denominator through which the con- 
nection between schools and the larger society might be clarified. 

Within the last decade a developing chorus of voices has admit'red to the 
publick ggrowing sense of the "irrelevance" of history Some social critics 
have decried the trend while othelrs have supported it, For instance, the 
historian, David Donald, believes that the ""dath of history" is related to 
the end of the "age of abundance." History, in Donald's view, can no 
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longer provide an insighful perspective for the future. Voicing the de- 
spair of a dying age, Donald resigns himself to a universe that appears 
unmanageable, a sociopotitical miverse that has nothing to learn from 
history Thus, he writes: 

The '"essons" aught by the h e r i c a n  past are today not merely irrelevmt 
but dangerous, , . . Perhaps my most useful function wauld be to disen- 
thrdiII (students] from the spell of histomy, to help them see the irrelevance 
of the past,. , , (to) remind them to what a limited extent humans control 
their own destiny6 

Other critics, less pessimistic and more thoughthl, view the ""death of 
history" as a crisis in historical consciousness itself, a crisis in the abil- 
ity of the American people ta rclmember those '"essons"" of the past that 
ifllurninate the developmental preconditions of individual liberty and 
social freedom, These critics view the "crisis" h historical conscious- 
ness as a deplorable social phenomenon that buttresses the existing 
spiritual crisis of the seventies and points to a visionless and politically 
reactionary future, In their analyses the "'irrelevrnce of hislory" argu- 
ment contains conservative implications, implications which obscure 
the political nature of the problem: the notion that history has not be- 
come irrelwant, but rather that tzisrorical consciousness is being sup- 
pressed. To put it anolher way, history has been stripped of its critical 
and transcendent cantent and can no longer proGde society with the 
historical insights necessary for the development af a collective critical 
consciousness. In this view the critical sense is inextricably rooted in 
the historicaf sense, In other words, modes of reasoning and interpreta- 
tion develop a sharp critical sense to the degree I-hat they pay &"rmion 
to the Bow of history. W e n  lacking a sense of historical developmenl, 
criticism is often blinded by the rule of social necessity kvbich parades 
under the banner af alleged "natural laws," The assauft on historical 
sensibility is no small matter. Marcuse claims that one consequence is a 
form of false cansciousness, ""the  pressi ion sf society in the formation 
of concepts . . . a confinement of experiexlce, a restriction of meaning,"7 
In one sense, then, the call ta ignore history represents an assault on 
thinking itself* 

W i l e  it is true that both radicals and conservatives have often drawn 
upon hismry ~ . o  sustain their ~spect ive points of view this should not: 
obscure the potentially subversive nature of history Nor should it ob- 
scure the changing historical forces that sometimes rely upon "history" 
to legitimate existing power structures, Historical consciousness is ac- 
ceptable to the prevailing dominant interest when it can be used to but- 
tress f i e  existing social order, It becomes dangerous wtzen its truth con- 
tent highlights contradictions in the given society. As one philosopher 
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writes, "1Remembmnce of the past might give rise to dangerous insights, 
and the established society seems to be app~hensive of the subversive 
content of memorya"@ 

The suppression of history has been accurately labeled by Rtissell Ja- 
coby as a form of "social amnesia,'' "'"Social amnesia is a society's rrepl-es- 
sion of its a m  past . . . memory driven out of mind by the social and 
economic dynamic of this socieqP'3 JacobyPs analysis is important be- 
cause it situates the crisis in histoy in a specific sociohistoricd context. 
If Jacaby is right, and I think he is, then the "crisis" in historical con- 
sciousness, at feast its underlying ideological dimensions, can be ex- 
plained in hist~rical and political terms. This perspective can be put into 
sharper focus if we begin with an explanation of the changing nature of 
the mechanisms of social control m r  the last sixty years in the Urlited 
States, To do this, we will have to turn briefly to the work ofthe late Xtd- 
ian theorist, h t o n i o  Gramsci, 

Gramsci was deeply concerned about what he saw as the changing 
modes of domination in the advanced industrial societies of the Mlest. 
He claimed that with the rise of modern science and technology, social 
control was exercised less through the use of physical fame [army, po- 
lice, etc.) than. through the distributl'on of an elaborate system of norms 
and imperatives. The latter were used to lend institutional authority a 
degree of unity and certainv and provide it with an appamnt universd- 
iry and legitimation. Gramsci called this form of control "ideological 
hegemony;" a form of control which not only manipulated conscious- 
ness but also saturated and constittlted the daily experiences that 
shaped one's behaviorr,IQ Hence, ideological hegemony referred to those 
systems of practices, meanings, and values Fvhickr p r o ~ d e d  legitimacy ta 
the dominant society" institutional arrangements and interest. 

Gramsci's analysis is crucial to understand how cultural hegemany is 
used by ruling elites to reproduce their economic and political powel: It 
helps us ~ . o  focus on the mphs and social processes that characterize a 
specifk form of ideological hegemany; particularly as it is distributed 
through different agencies of socialization such as schools, families, 
trade unions, work places, and other ideological state apyaratuses,ll 
Thus, the concept of cultural hegemony proGdes a theoretical hunda- 
tion far examining the dialectical relationship bemeen economic pro- 
duction and social and cultural repradrraion.'" At- the core of this per- 
spective is the recognition that advanced industrial societies such as the 
United States inequitously distribwe not only ecanorrlic goods and ser- 
vices but also certain forms of cultural capital, i.e., "that system of 
meanings, abilities, language forms, and tastes that are directly and in- 
directly defined by dominant groups as socially legitimate,"Kj This 
should not sugge& that primary agencies of socialization in the United 
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Slates simply mirror the dominant mode of economic production and 
function to process passive human beings into future occupationail 
roles. This over-determined view of sociatization and human nature is 
both wLgar and mystiQing, m a t  is suggested is that the assumptions, 
beliefs, and social processes which occur in the primary agencies of so- 
cialization neither "nrirror'kiber societal interests nor are they au- 
tonomous from them, In other words, the correspondences and contra- 
dictions that mediate between institutions like schools and the larger 
socieq exist in dialecticd tension with each other and vary under spe- 
cific historical conditions.14 

It is within. the parameters of the historically changing dialectical rela- 
tionship between power and ideology that the social basis for the mist- 
ing crisis in historical consciousness can be located. Moreczver, it is also 
within this relationship that the role schooling plays in reproducing this 
crisis can be examined. Underlying the suppression of historical con- 
sciousness in the social spherclt and the loss of interest in history in the 
sphere of schooling in the United Stares at the present time are the rise 
of science and technoloa and the subsequent growth of the clrlttrre of 
positivism. It is this historical development that will be briefly traced 
and analyzed behre the role that public school pedagog plays in repro- 
ducing the crisis in historical consciousness is examined, 

With the development of science and new technology in the United 
States in the early part of the tliiventieth century both the pattern of cul- 
t m  and the existing concept of progress changed considerably, Bodt, of 
these changes set the bundation for the suppression of historical con- 
sciousness, As popular culture became more standardized in its attempt 
to =produce not only p o d s  but also the needs to constlme those goods, 
"industrialized"' culture reached into new forms of communication to 
spread its message. Realms of popular culture, formerly limited to dance 
and dime store novels, were n w  expanded by almost all of the media of 
artislic exprctssion.ls The consolidation of culture by new technologies 
of mass communicration, coupled with newly found social science disci- 
plines such as social psychology and sociology, ushered in powerful, 
n w  modes of administration in the public sphere.16 

mentieth century capitalism gave rise to mass admrtising and its at- 
tendarlt gospel of unending consumerism, All spheres of social exis- 
tence werr: now inhrmed, though far fiom entirely controlled, by the 
newly charged rationality of advanced industrial capitalism. Mass mar- 
keting, for example, drastically changed the realms of work and leisure 
and, as Stuart Ewerl has pointed out, set the stage for the contestation 
and control over daily life. 

Durhg the 1920"sthe stage was set by which the expmding diversiq of cor- 
porate organization might do euIturd battle with a population which was 
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in need of, m d  dernmding, social chmge. The sage was in the heatre of 
daily fife, and it vvas ~ t f i i n  the intimacies of that realiv-productive, cul- 
rural, social, psychologicd-that a corporate piece-de-theatre was being 
scripted.17 

m i l e  indtlstrialized culture was radicdly aansforming daily life, sci- 
entific management was altering traditional patterns of work. For in- 
stance, the integration, of skill and imagination that had, once character- 
ized craft production gave way to a fragmented work process in which 
conception was separated from both the execution and experience of 
work. One result was a fragmented 1.21ol-k process that reduced labor to a 
series of preordained and lifeless gestures.18 

Accompanying changes in the workplace and the redrn of leisure was 
a form of technocratic legitimation based on a positivist view of science 
and technology This form of rationality defined itself throllgft the al- 
leged unalterable and producive effects the developing forces of ech-  
nolog and science were ba.ving an the bundatians of twentieth century 
progress. mereas  progress in the United Stales in the ei&teenltt arzd 
nineteenth centuries was linked to the development of moral self-im- 
provement and self-discipline in the interest of building a better society; 
progress in the twemieth cerrtury was stripped of its concern with ame- 
liorating the human condition and became applicable only to the realm 
of material and technical gromh.'g m a t  was once considered humanly 
possible, a question invokng values and human ends, was now reduced 
to the issue of what was technically possible. The application of scien- 
tific methodoloa to new forms of technolam appeared as a social force 
generated by its a m  laws, laws guverned by a rationality that appeared 
to exist above and beyond human eontrol.20 

Inherent in this notion of progress and its underlying technocratic ra- 
tioxlaliq is the s0urc.e of logic that denies the importance of historical 
consciousness. Moreover, this form of rationaliv serves to buttress the 
status quo by undermining the dialectic of human potential and wilX, AS 
a mode of legitimarion, this form of rationalig has become the prevail- 
ing cultural hegemony las the prewijing consciousness, it celebrates the 
continued enlargement of the comforts of life and the productifity of 
labor through increasing submission of the pubtic to laws that govern 
the kchnical masery of both human beings and nature. The price for 
increased productiGty is the continued refinement and administration 
of not simply the forces of production but the constitutive nature of 
consciousness itself. For enmple, in spite of its o w  clitim~, posiCiviSl 
rationality contains a philosophy of history that "robs" 'history of its crit- 
ical possibilities, Thomas McCarthy kvrites that this philosophy of bis- 
tory "is based on the questionable thesis that human beings control 
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their destinies to the degree to which social techniques are applied, and 
that human destiny is capable of being rationally guided to the extent of 
cybernetic control and the application of these techniques.""" If critical 
consdousness, in part, represents an ability to think about the process 
as well as the genesis of various stages of reflection, then this notion of 
history contains few possibilities for its development as a critical and 
emancipatory force. 

This form of rationality now repEsents an integral part of the social 
and political system of the United Sraes and, as noted previously, can 
be defined as the culture of positivism, Ifwe are to understand its role in 
suppressing historical conscisusness, the culture of pasitidsm must be 
viewed through its wider lilnction as a dotninam ideology, powerfully 
communicated througb various social agencies, The term '"positivism" 
has gone through so many changes since it was Erst used by Saint- 
Sirnon and Conlte that it is virtually impossible to narrow its meaning to 
a specific school of thought or a well-defined perspective. Thus, any dis- 
cussion of positivism wit1 be necessarily broad and devoid of clear-cut 
boundaries. I[-Jowev.er, we can speak of the culture of positiGsm as the 
legacy of posilivistic tfiought, a legacy which includes those convictions, 
attitudes, techniques, and concepts that still exercise a powerful and 
pervasive influence on modern thought."" 

""Culturn of positivism," in this contea, is used to make a distinction 
between a specific philosophic movement and aform of cultura11 hege- 
mony. The distindion is important because it shiBs the focus of debate 
about the tenets of positivism horn the errain of philosophy to the field 
of ideology. Far our purposes it will be usehl to indicate some of the 
main elements of ""positiGsm." This wilt be followed by a short analysis 
of how the clulture of positivism undermines any viable notion of critical 
historical consciousness, 

The major assumptions that underlie the culture of positivism are 
drawn from the iogic and method of inquiry associated with the natural 
sciences.zs Based upon the logic of scientific methodology k~ith its inter- 
est in explanation, prediction, and technical control, the principle of ra- 
tionality in the natural sciences was seen as vastly superior to the 
hermeneutie principles underlying the speculative social sciences. 
Modes of rationality that relied upon or supported interpretative proce- 
dures rated little scientific status from those defending the assumptions 
and methods of the natural sciences, For instance, Theodore Abef 
echoed a sentiment about hermeneutic understanding that still retains 
its original force among many suppoflers of the culture of positivism, 

Primarily the operation of Verstekaen {understanding human behavior) 
does two things: It relieves us of a sense of apprehension in connection 
vvith behavior that i s  unfamiliar or unexpected and i t i s  a source of 
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""hnches," which help us in the formulation of hypotheses. The operation 
of Verstehen does not, however, add to our store sf knowledge, because it 
consists of the application of howledge aiready validated by person& ex- 
perience; nor does it serve as a means of verification. The probabllify of a 
connection can be ascert&ned only by mems of objective, experiment&, 
and stafisticai tesfs.24 

Given the positidst emphasis on technical control and coordination, 
it is nor surprising that the role ofiheory in this perspective functions as 
a foundation to boos  scientific melhodology, At the heart of this per- 
spective is the assumption that theory plays a vital role in manipulating 
certain variables to either bring about a certain stare of affairs or to pre- 
vent its occurrence." The basis for deciding what state of affairs is to be 
brought about, or the interests such state of affairs might sewe, are not 
questions that are given much consideration, Thus, theory, as .viewed 
here, becomes circumscribed within certain 'hethodalogical prolribi- 
tions.""" It ~rvas Aupst Comte who laid the foundation for the subordina- 
tion of theory to the refinement of means when he insisted that theory 
must be ""Eomded in the nature of things and the laws that govern them, 
not in the imaginary powers that the human mind attributes t s  itselfp er- 
roneously beliwing itself to be a free agent and the centes of the uni- 
verse,"= ?at is missing from Comteps perspective can be seen when it 
is instructively compared to the classical Greek notion of theory In clas- 
sical thought, theory was seen as a way merl could free themselves from 
dogma and opinions in order to provide an orientation far ethic& ac- 
tion.28 In other words, theory kvas ~ e w e d  as an extension of ethics and 
was lilrked to the search for truth and justice, The prevailing yosirivist 
consciousness has forgotten the hnction that theory once served, 
Under the prevailing dominant ideolof;~~b, theory has been stripped of its 
concern with ends and ethics, and appears "unable to free itself from the 
ends set and given to science by the pre-given empiric& reaIity'Q2 The 
existing perspective on theory p r o ~ d e s  the background b r  examining 
another central tendency in the culture of positivism: the notion that 
knowledge is value h e .  

Since tl-teory functions in the interest of technical progress in the cul- 
t m  of positivism, the meaning of knowledge is limited to the reatm of 
technicaf interests, In brief, the fuuindalion b r  knowledge is drawn fiom 
two sauxes: "the empirical or natural sciences, and the formal disci- 
plines such as logic and m&hematics,'""c"n this scheme bowledge con- 
sists of a realm of "objeaive facts" to toe collected and arranged so they 
can be marshalled in the i n t e ~ s t  of empirical verification. Knowledge is 
relevant to the degree that it can be viewed ". . . as description and ex- 
planation of objeclified data, conceived-a priori-as cases of instances 
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of possible laws.'""xhus, knowledge becomes identified with scientific 
methodology and its orientation towards se1f;suhsistent facts wl~ose 
law-like connections can be grasped descriprively. Queslions concern- 
ing the social constmction of howledge and the constitutive interests 
behind the selection, organization, and evaluation of '%brute facts" are 
buried under the assumption that bowledge is objective and value free. 
Information or "'data" taken fiorn the subjeaive world of intuition, in- 
sight, philosophy and nonscientif"rc theoretical frameworks is not ac- 
howledged as being relevant. Values, then, appear as the nemeses of 
"faac~s," and are viewed at besh as interesting, and at worst, as irraiond 
and subjective ernotionat resp~nses~32 

The central assumption by which the culture of positiGsm rational- 
izes its position on theory and knowledge is the notion of objectivilgi, the 
separation of values from knowledge and methodological inquiry alike, 
Not only are "facts" looked upon as objective, but the researcher himself 
is seen as engaging in value free inquiry, far rclmoved from the untidy 
kvorld of beliefs and values. Thus, it appears that values, judgments, and 
normative-based inquiry are dismissed because they do not admit of ei- 
ther truth or falsiv, It seems that empirical verification exacts a heavy 
price from those concerned about "the nature of truthe9'33 

The severarlce of howledge and research from value claims may ap- 
pear to be admirable to some, but it hides more than it uncovers, Of 
course, this is not to suggest that challenging the value-neutrality claims 
of the culture of positi~sm is tantamount to supporting the use of bias, 
prejudice, and superstition in scientific inquiry, Instead, w h a  is es- 
poused is that the very notion of objectidty is based on the use of nor- 
mative criteria established by communities of scholars and intelIeetuaf 
workers in any given field. The point is that intellectual inquiry and re- 
search free from values and norms is impossible to achieve. To separate 
values from facts, social inquiry from ethical considerations is pointless, 
As Woward Zinn points out, it is like tl..ying to draw a map that illustrates 
every detail on a chosen piece of terrain.34 But this is not just a simple 
matter of intellectual error; it is an ethical failing as well, The notion that 
theory, facts, and inquiry can be objectively determined and used falls 
prey to a set of values that are both conservative and mystiQing in their 
political orientation. 

While it is impossible to provide a fully detailed critiqrre of the as- 
sumptions that underlie the culture of positi~sm, it is appropriate to 
focus on how these assumptions undermine the development of a criti- 
cal historical consciousness and further selTe to diminish public corn- 
munication and political action. Consequently; it is important to look 
briefly at how these assumptions filnction as part of the dorninam ideot- 

Functioning both as an ideolog and a productive farce in the inter- 
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est of a ruling elite, the culture of positivism cannot be viewed as simply 
a set of beliefs, smoothly functioning so as to rationalize the existing so- 
ciety It is more than that, The point here is that the culture of positiGsm 
is not just a set of ideas, disseminated by the culture industry; it is also a 
material force, a set of material practices that are embedded in the rou- 
tines and experiences of our dairy lives.:" h a sense, the daily rhyrhm of 
our lives is structured, in part, by the technicd irrlperaiws of a society 
that objectifties all it touches, This is not meant to suggest that there are 
no contradictions artd challenges to the system. They exist, but aXl too 
often the contradiclions result in chdlenges that lack a clear-cut politi- 
cal focus, Put anather way challenges to the system often hnction as a 
cathartic force rather than as a legitimate form of proleg; not infre- 
quen*, they end up s e r ~ n g  to maiMairl the very conditions and con- 
sciousness that spurred them in the first place. Within such a posture, 
there is little room for the development of an active, critical historical 
consciousness. 

The present crisis in historical consciousness is linked to the Ameri- 
can pub1ic"seepening commitment to an ever-expanding network of 
adminislrative systems and social cowrot technologies, One conse- 
quence of this has been the removal of political decisions from public 
discourse by reducing these decisions to technical problems answerable 
to technicat solutions. Underlying this crisis are the major assumptions 
of the culture of positi~sm, assumptions which abrogate the need for a 
viable theory of i d e o l o ~ ~  ethics, and politicd action, 

Silent about its own ideology, the culture of positivism provides no 
concepttzal insight into how oppression might mask itself in the lan- 
guage and lived experiences of daily life, "Imagining itself valuable only 
to the extent that it escapes historyp'3"sthis form of raionality prevents 
us from using historical consciousness as a vehicle to unmask existing 
forms of domination as they reproduce themselves through the "facts" 
and common-sense assumptions that strucltlre our view and experi- 
ence ofthe world. The flight from history is, in reality, the suppression of 
history. As Workeimes writes, "gain and again in history, ideas haw 
cast off swaddling clothes and stmck out against social systems that 
bore them."n The logic of positir;.ist thought suppEsses the critical hnc-  
tion of historical consciousness. For underlying all the major assump- 
tions of the culture of positivism is a common theme: the denial of 
human. action grounded in historical insight and committed to emanci- 
pation in all spheres of human activity; M a t  is offered as a replacement 
"is a farm of social engineering analogous to the applied physical sci- 
ences."% It is this mry denial which repEsents the essence of the p=- 
\railing hegemonic ideology, 
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Instead of defining itself as an historically produced perspective, the 
culture of positi~sm asserts its superiority thrauglx its alleged suprahis- 
torical and supracultural posture, Theory and method are held to be his- 
torically neutd .  By maintaining a heavy silence about its own guiding 
interest in technical contral, it k l f s  prey to what Husserl once called the 
fallacy of objectivism." Unable to refleet on its a m  presuppositions, or 
to provide a model for critical ~l'lection in general, it ends up uncriti- 
cally supporting the status quo and rejecting history as a medium for 
political action, 

As the fundamenel dominant myth of our time, the positivist mode of 
rationality operates so as to undermine the value of history and the im- 
portance of historical consciousness in other significant ways: First, it 
fosters an undialectical and one-dimensional view of the world; second, 
it denies the kvodd of politics and lacks a vision of the future; third, it de- 
nies the possibiliw that human beings can constitute their o m  reality 
and alter and change that reality in the face of dorninatiofl 

Wrapped in the logic of fragmentation and specialization, positidst 
rationality divorces the "fact" from its social and historical context and 
ends up gloriEying scientific merhodolow at the expense of a morc: ratio- 
nal made of thinking, Under these conditions the interdependence of 
howledge, imagination, will, and creativiq are lost in a reduction of all 
phenomena to the rule ofthe empirical funnulation. 

Rather than compl-ehending the world holisticalty as a network of in- 
terconneetions, the h e r i c a n  people are taught to approach problems 
as if they existed in isolation, detached from the social and political 
forces that give them meaning. The central Fdiling of this mode of think- 
ing is that it creates a form of mnnel vision in which only a small seg- 
ment of social reality is open to examination. More imporlank it leaves 
unquestioned those economic, political, and social structures that 
shape our daily lives, Divorced from history, these structures appear to 
have acquired their present charackr naturdly, rather than having been 
constructed by historically specific interests, 

It seems clear lhat the mode of reasoning embedded in the culmre of 
positivism cannot reflea upon meaning and value, or, fur that matter, 
upon anyrthing that cannot be verified in the empirical tradition, Since 
there is no room for human vision in this perspective, historical con- 
sciousness is stripped of its critical hnclion and progress is limited to 
terms acceptable ta the status quo, Yet, as Horkheimer points out, it is 
the contradiction b e m e n  the existent society and the utopian promise 
of a better life that spurs an interest in both history and historical 
prog-ress," The suppression of mankind" Iongixlg for justice and a better 
world are the motive forces that usurp the meaningfizlness of history 
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and an historical consciousness. These forces are an inhemnt part of the 
logic of positi~st rationality; 

The culture of positivism rejects the Eutltre by celebrating the present, 
By subditucing what is for what should be, it represses "erlricrj" as a cate- 
gory of life and reproduces the notion that society has a life of its own, 
independent of the will of human beings, The neutralization of ethics ef- 
fectively underscores the value of historical consciousness as well as 
public discourse on important political issues. Instead, we are left with a 
mode of reasoning that makes it exceptionally difficult for humarl be- 
ings to struggle against the limitations of an oppressive society42 

Finally; inherent in this perspective is a passive model of man. The 
positivist view of knowledge, "facts," and ethics has neither use nor 
room h r  an historic& reality in vvbich man is able to constitute his own 
meanings, order his own experience or struggle against the forces that 
prevent him from doing so, Meaning, like "time and memory3" "comes 
objectified in this tradition and is eliminated as a radical construct by 
being made ta exist independently of human experience and intention. 
In a society that flaexls conrradictions and elinzirlates evattraive and 
intellect uaf conflia, the concept of historical consciousness appears as 
a disturbing irrationality Marcuse puts it welf: 

Recowition and relation to the past as present counteracts the functiond- 
izatiltion of thougl-tt by and in the established realiw. It militates against the 
closing of the universe of discourse and behwior; it renders passible the 
development of concepts which de-stabilize and transcend the closed uni- 
verse by comprehending it as historical universe, Confronted with the 
given society as object of its reflection, critic& thought becomes historic& 
consciousness; as such It is essentidtily judgment.4" 

X have argued so far that the loss of interest in history in the public 
sphere can only be viewed within the context of existing sociopolitical 
arrangements; and that what has been described as a marginal problem 
by some social critics, in essence, represents a kndarnentat, pmbfem in 
which the dominant cuitture actively functions to suppress the develop- 
ment of a critical historical consciousness m o n g  the populace.& This is 
not meant to imply a conscious conspiracy on the part of an "in3sibIe" 
ruling elite, The very exieence, interests, and consciousness of the dom- 
inmt class is deeply integrated into a belief syscerrl that legitimizes its 
rule, This suggests that existing institutional arrangements reproduce 
themselves, in past, f i rm& a form of culmral hegemony, a positivist 
world view7 that becomes a form of self delusion, and in addition, leaves 
little room b r  an oppositional historical consciousness to develop in the 
socieq at large, In other worcis, the supp~ssioxl of historical conscious- 
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ness worh itself out in the field of ideolom In part this is due to an un- 
derlying ""slf-perpetuating"" logic that shapes the mechanisms and 
boundaries of the cultrtre of yositvism. This logic is situaed in a struc- 
ture of dominance and exists to meet the most fundamental needs of 
the existing power relations and their corresponding social 
forrnalions.45 It appears to be a logic that is believed by the oppressed 
and oppressors alike, those wlro benefit from it as well as those who do 
not. 

I now want to examine how the culture of gositiGsm has influenced the 
process of schooling, particularly in rcttation to the way educators have 
defined the history "crisis" and its relationship fa educational theory 
and practice at the dassmom level. I: will begin tzy analyzirlg how the na- 
ture of the loss of interest has been defined by leading members of the 
educational establishment, 

Unlike critics such as Laseh and Marcuse, American educators have 
defined the "loss of intewst" in history as an academic rarher than polit- 
ical problem. For instance, the Organization of American Historians 
published findings ixldicatirag that history was in a crisis, and that the 
situation was 'hationwide, afkcting both secondary schools and higher 
education in every part of the country.""" According to the OAH report, 
the vaLue of history is being impugned by the growing assumption on 
the part of many educators that history is not a very practical subjeck 
m a t  is meant by practical appears problematic. For example, the Ari- 
zona Basic Goals Commission urged teachers to make history more 
practical by placing a stress on ". . . positive rather than negative aspects 
of the American past, eschew conflict as a theme, incuIcate pride in the 
aecompIishments of the nation and show the influence of rational, cre- 
ative, and spiritual forces in shaping the nation's grovvt:h."97 

For other educators, making history practical has meant reversing the 
growing diGsions and specializations in history course offerings at all 
levels of education. This group would put back into the curriculum the 
broad-based history courser; that were offewd in the 1950s. In this per- 
spective, the toss of interest in history among students has resuiled from 
the fragmemed perspective provided by specialized offerings iin other 
disciplines, Warren L. Hickman sums this position up we11 when he 
mites: 

The utiliq of history is perspective, and that is in direct opposition ta spe- 
cialization at the undergraduate level, Histoy's position in the curriczrIum, 
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and its audience, have been eroded steadily as specidtlization, fragmenta- 
tion, and proliferation of its ofrerings have increased.48 

Both of these responses view the loss of interest in history as a purely 
academic problem. Sevefed from the socio-economic context in which 
they operate, schools, in both of these cl-iews, appear to exist above and 
beyond the imperatives of power and ideoloa. Gken this perspective, 
the erosion of inerest in history is seen in isolation from the rest of soci- 
ety and the ""problem" is dealt with in technical rather than political 
terms, i.e., history can be rescued by restrueluring courses in one way or 
analher, These positions, in fact, reprctsent part of the very problem they 
define. The loss of interest in history in schools is due less to the changes 
in course structure and ofrerixlgs, though these have some effect, as 
much as it is due to the growing effect of the culture of positiwism on the 
process of schooling itself, and in this case, particularly the social stud- 
ies field. It is to this issue that we will now turn, 

Classroom pedagogy in varying degrees is inearicably related to a 
number of social and political facton, Same of the more important in- 
ctude: the dominant societal rationality and its effect on curriculum 
thought and practice; the system of atlitudes and values that govern 
how classroom teachers select, organize and evaluate knowitedge and 
classroom social relationships; and, finality, the way students perceive 
their classroom eqeriences and how they act on those perceptions, Ey 
hcusing on these limited, but nonetheEess, important areas we can flesh 
out the relationships betvveen power, i d e o l o ~ ~  and social studies peda- 
gow 

As 1 have pointed out, within the United States the social sciences 
hawe been modeled largely against the prevailir~g assumptions and 
methods of the natural sciences," 11n spite of recent attacks on this 
mainstream pe~pective, the idea of social science conceived after the 
model of the natural sciences exerts a strung influence on contemporary 
educational thought and practice. Hismrically, the curriculum field, in 
general, has incl-easingXy endeavored to become a science. That is, it has 
sought to develop a rationalify based on olbjectidty; consistency, "hard 
data," a d  replicabiliw As Wafter Feinberg writes, 'The social scientists 
and policy makers who laboured in the field of education in this century 
were born under the star of D a r ~ n ,  and , . . this influence was to have a 
prohund impact upon the direction of educational theory"s@ 

Mareovex; in the seventies, as financial aid to education has decreased 
and radical critics have dwindled in number, the positivist orientation to 
schooling appears to be stronger than ever. Calls for accountability in 
education, coupled w3th the back-ts-basics and systems management 
approaches to education haw strengthened rather than weakened the 
traditional positi\rist paradigm in the curriculum field. As William Pinar 
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and others have pointed out, the field is presently dominated by tradi- 
tionalists and conceptual-empiricistsf and white both groups view CUT- 

riculrlazx in different ways, ndther group steps outside of the positivist or 
technocratic world view.51 

These two groups must be vriewed in something other than merely de- 
scriptive, categaricat terms, Both the assumptions they bold and the 
modes of inquiry they pursue are based upon a world view that shapes 
their respective educational perspectives. Moreover, these world cl-iews 
precede and channel their work and influence the development of pub- 
lic schoal curricula." This suggests that, whether adherents to these po- 
sitions realize it or not, their theoretical frameworks are inherently valu- 
ative and political; thus, they share a relationship to the wider social 
order. Thomas Popkewitz captures the essence ofthis when he writes; 

. . . educationd theory is a farm of political. affirmation. The selection and 
organization of pedagogic& activities give emphasis to certain people, 
events and things, Education& theory is potent because its language has 
prescriplcive qudikies. A theory "guides" indi~duals to reconsider .their per- 
sonal wsld in Light of more abstract concepts, generalizations and prhci- 
pies, These more abstract categories are not neutral; they @ve emphasis to 
cert&n institutional relationstlips as good, reasonable and Legitimate. Vi- 
sions of society, interests ta be favored and courses of cnetion to be followed 
a e  sust&ned in Itistow.ss 

One way of looking at the political and valuaiwe nature of edtlcarional 
thought and practice is through what Thomas Kuhn has called a ""par- 
digm." A paradigm refers t s  the shared images, assumptions, and prac- 
tices that characterize a community of scholars in a given. field, In any 
specific field one can find diEerent paradigms; Ihus, it is rctasonable to 
conclude that any fieid of study is usually marked fay competing intetlec- 
tual and normative perspectives, As Kuhn has written: paradigm 
governs, in the first instance, not a subject matter but a group of practi- 
tioners."s4 

The concept of paradigm is important not merely because it guides 
practitioners in their workt it also iltustrates that pwadigms are related 
to the nexus of social and political values in the larger society That is, 
the genesis, developmem, and effects of a given paracligm have to be 
measured against wider social and cult~iral commitments. In a simple 
sense, a paradigm might be vriewed as in opposition or in support ofthe 
dominant ideolow? but it cannot be jEmged independently of it. Educa- 
tional workers in public: education are not only born into a specific his- 
torical context, they embody its history in varflxlg ways both as a state of 
cansciousness and as sedirnented experience, as a felt reiltity. To what 
degree they cn'ticdly mediate that hismry and its altendant ideologg: is 
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another issue. Thus, educational practitioners can be viewed as not only 
products of history but as producers of histoy as welt* And it is this dy- 
namic process of socialization that links them and the schools in which 
they work to the larger societysVinally it is iznpoflant to stress that ac- 
knowledging the social and cultural basis of the character of different 
modes of pedagogy is important but incomplete. This approach must be 
supplemented by analyzing the assumptions embedded in a given edu- 
cational paradigm against larger social and political intel-ests. Questions 
which arise out of'lhis type of analysis migltt: take the following brm: 
What interest do these assumptions serve? m a t  are their latent conse- 
quencesPMat are the material and intellectual h x e s  that sustain these 
assumptions and their corresponding paradigm? 

Both the traditionalists and conceptual-empiricists in the curriculum 
field share the basic assumptions of the culture of positidsm, Further- 
more, these assumptions shape their view of social science knowledge, 
classroom pedagow, as well as classroom evaluation and reseamh. In 
briefp both groups support a form of positivist rationality in kvbich it is 
assumed that: (I) The rlatlrral sciences provide the ""dedrrctive-nornolog- 
ical" mmadel of eqlanalion for the concepts and techniques proper for 
social science. (2) Social science ought to aim at the discovery of jawlike 
propositions about human behavior Fvhich are empirically testable, (3) 
Social science modes of inquiry can and ought to be objective. (4) The 
relationship between theory and practice in the social science domain is 
primarily a technical one, i.e., social science knowledge can be used to 
predict how a course of action can best be realized. 15) Social science 
procedures of verification and falsification must rely upon scientiEc 
techniques and "hard, data," which lead to results that are value free and 
inlersubjectively appIicable.sG 

At the core of this social science paradigm is a p~occupation with the 
instrumental use of knowledge. That is, knowledge is prized for its con- 
trol value, its use in mastering alt dimensions af the classroom environ- 
ment. In this perspective, technical rationality esct-rews notions of 
meaning that cannot be quantified and objectified, This becomes clear 
when we examine the relationship bet\nleen theory and practice in the 
culture of positivism as it affects the cuniculurn field in general. For in- 
stance, traditionalists in the curriculum field like Robert Zais, Glen Nass, 
and John McNeil, whose influence an public school pedagogy is no 
small mattel; view theory as secondary to meeting the existing needs 
and demands of social practitioners, In this case, theoretical formula- 
tions used in the shaping af curriculum development, design, and eval- 
uation are guided by assumptions that bend to the dictates or exigencies 
of administrators and teachers in the ""real" world of public school edu- 
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cation, In this perspective, the ""ion link"" between knowledge and prac- 
tical needs dissolves theory into utility57 

W i l e  the tradirionalists may be viewed as atheoretical, the cancep- 
tual-empiricists acknowledge the impoflance of theory in curriculum 
wark, but limit its meaning and importance by subordinating it to tech- 
nical interests, The conceptual-empiricists have de-veloped an approach 
to curriculum which "celebrates" rigorous and systematic research, The- 
ory is used to generate and accumuliate '"hard data" and knowledge. The- 
ory, in this serrse, is linked to forms of explanation that are subject only 
to the criteria of empin'cal verification or refutation, Theory, as used in 
this paradigm, capitalizes upon one type of experience, As Habermas 
wires: "'Orsly the controlled observation of physical behavior, wXlich is 
set up in an isolated field under reproducible conditions L-7y subjeas in- 
terchangeable at will, seems to permit intersubjectively valid judgments 
of per~eptions.'~SB 

CentraZ to this h r m  of rationaliw in the curriculum field is the notion 
of objectiaty. and neutrality. Guided by the search for reliability; consis- 
tency, and quantitative predictions, positivist educational practice ex- 
cludes the role of values, feelings, and subjectively defined meanings in 
its paradigm. Normative criteria are dismissed either as brms of bias or 
are seen as subjective data that conaibute litrle to the goats of schooling. 
Criticism of this sort is oEten couched in calls for morc: precise methods 
of pedagogy W Tames Popham, a leading spokesman for systems analy- 
sis methods, illustrates this position when he writes: 

I believe that those who discourage educators from preciseIy explicating 
their education& objectives are often permitting, if not promoting, the 
same kind of unclear thinking that has led to the generally abysmal. qualiv 
of education in this country.s" 

More guarded critics such as Ceorge Beartchamp achowledge that 
normative based curriculum theories have their place in the field, but, 
true fa the spirit of his okvn \riebv, he reminds us that "we" need ta "grow 
up in the use of conventional modes of research in curriculum before we 
can hope to have the ingenuity to develop new ones."sn In both 
Popham's and Beauchamp" arguments, the underlying notion oftbe su- 
periority of efficiency and comral as educational goats are accepted as 
given and then pointed to as a rationale for curriculum models that en- 
shrine them as guiding principles. The circularity. of the argument can 
best be gauged by the nahre of dle ideofow that it Chinfy camouflages. 

Missing from this form of educational rrttionali~ is the dialectical in- 
terplay among knowledge, power and ideolog, The sources of this fail- 
ing can be Qaced to the confusion b m e e n  objectiviq and objectivism, 
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a conl'usion which, once defined, lays bare the consewtive ideologicd 
underpinnings of the posi t i~st  educational paradigm. Tf ofsjectiaty in 
classroom teaching refers to the attempt to be scrupulously careful 
about minimizing biases, false beliefs, and discriminating behavior in 
rationalizing and developing pedagogical thought and practice, then 
this is a laudable notim that should gowern our work, On the other 
hand, objectivism rc;?fers to an orientation that is atempoml and ahistor- 
ical in nature, Tn this orientation ((fact" becomes the foundation for all1 
forms of krzowtedge, and values and intentionality lose their political 
potency by being abstracted from the notion of meaning. m e n  objec- 
tirsism replaces objectidty; the ~ s u l r ,  as Bernstein points out, "is not an 
innocent mistaken epistemological doctrine,""" It becomes a potent 
form of ideolog that smothers the tug of conscience and blinds its ad- 
herents to the ideological nature of their own hame of reference. 

Objectivism is the cornerstone of the culture of positivism in public 
education. Adulating "facts" and empirically based discourse, positivist 
rationality p r o ~ d e s  no basis for acknowledging its own historically con- 
tingent character, As such, it represents not only an assault on critical 
thinking, it also grounds itself in the politics of '"what is." As Gouldner 
points our, "& is the tacit affirmation that 'what is,' the status quo, is ba- 
siciilty sotlnd,"= Assuming that problems are basically kchnocratic in 
nature, it elevates methodofoa to the status of a truth. and sets aside 
questions about moral purposes as matters of individual opinion. 
Buried beneath this "end oE ideotog?r"?hesis is a form of posirivist peda- 
gogy that Qcitly supports deeply conservative views about human na- 
ture, society, knowledge, and social action. 

Objectivism suggests more than a false expression of neutrality, In 
essence, it tacitly reprctsents a denial of ethical walucs. Its commitment 
ta rigorous techniques, mathematical expression and lawlike regulari- 
ties supports not only one form of scientific inquiry but social forma- 
tions that are inherclnlly rclyressive and elitist as well. Its elimination of 
"iddeoXof;~~"" woltks in the service of the ideology of social engineers. By 
denying the relevance of certain norms in gtliding and shaping how we 
ought to live with each other, it tacidy supports principles of hierarchy 
and control. Built into its objective quest for certainty is not simply the 
elimination of intellectual and valuative conflict, but the suppression of 
free will, intentionality, and collective struggle. Cleariy, such interests 
can move beyond the culture of positi~sm only to the degree that they 
are able to make a distinction bemeen emancipatory political practice 
and technological administrative control. 

Unfortunately, "methodology madness" is rampant in public school 
pedagaa and has resulted in a form of curricula design and implemen- 
tation that substitu@ technological control for democratic processes 
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and gods, For instance, FenwickW English, a hrmer superintendent of 
schools and curriculum designex; provides a model 1For curriculum de- 
sign in which technique and schooling become synonymous. Echoing 
the principles of the scientific management movement of the 1920s, 
EngXish states that there are three primary developments in ctln.iculum 
design, These are worth quoting in full: 

The first is to establish the mission of the school system in terms that are 
assessable and replicable. The second is to effectively and efficiently con- 
figure the resources of the system to accomplish the mission. The third is to 
use feedback obtained to make adjustments in order to keep the mission 
vvithin agreed-upon costs.63 

In perspectives such as this, unhrtunately pewasive in the curricu- 
lum field, manipulation takes the place of learning, and any attempt at 
intersubjective understanding is substituted for a science of educational 
technology in which "choices exist only when they make the systems 
more rational, efficient, and controllable.""" h a critical sense, the 
Achilles heel of the culture of positivism in public school pedagog is its 
refusal to achowledge its own ideology as well as the relationship be- 
tween knowledge and social control, The claim ts  objectiv-ism and cer- 
tainty are themselves ideological and can be rno& clearly revealed in the 
prevailing view of school knowledge and classroam social ~lationships, 

The way knowledge is cl-iewed and used in public school cliassrooms, 
particularly at the elementarjr through secondary levels, rests on a num- 
ber of assumptions that reved its positivist idedogical undevinnings. 
In other words, the way classroom teachers \riew knowledge, the way 
knowledge is mediated &rough specific classroom methodologies, and 
the way students are taught to view hawjedge, stmcture classroom ex- 
periences in a way that is consistent with the principles of positiasm. 

In this view* howledge is objective, ""bounded and but there."'"" Class- 
room knowledge is ofterr treated as an external body of information, the 
production of which appears to be independent of human beings. From 
this perspeclive, objeaive howledge is viewed as independent of time 
and place; it bwames universalized, ahistorical hawledge, Wlo~aver, it 
is expressed in a langrtlage that is basically technical and allegedly value 
free, This language is instrumen&f and defines hovvtedge in terrns that 
are empirically verifiable and suited to finding the best possible means 
for goals that go unquestioned," Knowledge, then, becomes not only 
countable and measurable, it also becomes impersonal. rFea&ing in this 
pedagogicd paradigm is usudly discipline based and treats subject mat- 
ter in a compartmentalized m d  atomized fashion.67 

Another impor"rm point concerning bowledge in this view is that it 
takes on the appearance of being conlea free. That is, knowledge is di- 
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vorced from the politicaI and cultural traditions that give it meaning. 
And in this sense, it can be viewed as technical knowledge, the knowl- 
edge of instruarrentaitity.6W St-anley Aronowitz points out that this form of 
empiricist reasoning is one in which "realiw is dissolved into object- 
 hood,"^ and results in students being so overwhelmed by the kvol-td of 
"factst' that they have "enormous difficul-t-y making the jump to concepts 
which confiovert appearances."70 

By resigning itself to the registering of "facts," the positivist view of 
howledge not only represeras a false mode af =awning that under- 
mines rctflcctive thinking, it dues this and more, It is also a form of legiti- 
mation that obscures the relationship betliiveen "valued"" knowledge and 
the consteXIation of economic, political, and social interests that such 
knowledge supporls. This is clearly reveated in a number of imporlant 
studies that have anallyzed how knowledge is presented in elementary 
and secondary social studies teabooks.71 

For emmple, Jean Anyon found in her analysis of the content of ele- 
mentary social studies textbooks that the ""kowledge which 'counts' as 
social sl-tldies knowledge will tend to be that howledge which pravides 
liorrnal justification for, and legitimation of, prevailing institutional 
arrangements, and forms of canduct and beliefsEs."~~ In addition to point- 
ing out that social studies textbooks provide a systematic mposure to se- 
lected aspects of the dominant cullmre, she found that material in the 
texts about dominant institutional arrangements was presented in a 
wily that eschewed social conflict, social injustice, and institutional Go- 
lence. Inslead, social harmony and social consensus were the pivotal 
concepts that described American society; Quoting Fox and Hess, she 
points out that in a strrdy of 58 elerrlemary sucial studies textbooks used 
in eight stales, the United States political system was described in one- 
dimensional consensual terms. 'Teople in the textbooks are pictured as 
easily gerting together, discussing their differences and rationally arriv- 
ing at decisions, . . . (Moreover), everyone accepts the decisions.'"" 
These textbooks present a problematic assumption as an unquestioned 
truth: conflict arld disserrr among different social groups is presented as 
inherenlly bad, Not only is American society abstracted from the dic- 
tates of class and power in the consensus view of history; but students 
are viewed as vaf ue receiving and value transmitting persons.74 There is 
no roam in consensus history for inteuectual, moral, and political con- 
flict. Such a view would have to treat people as u ~ l u e  eueati~g agents. 
While it is true that some of the newer elementary and secondary texts 
discuss controversial issues more often, ""scial conflict" is still 
avoided.75 

Popkewitz has argued cogently that many of the social studies cur- 
riculum projects that came out of the discipline-based curriculum 
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movemem of the skties did more to impede critical inquiy than to 
promote it. Based on fundamentally flawed assumptions about theory 
values, kxrovvledge, and imructional techniques in social studies curric- 
ular design and implemenution, these projecs "ignored the multiplic- 
ity of perspectives found in any one disciplinee"7~6ith the social nature 
af conflict and skepticism removed from these projects, ideas appear as 
inert and ahistorical, reified categories whose underlying ideology is 
only matched by the tunnel Irision they produce. 

Human intentionality and problem solrairrg in. these texts are either ig- 
nored or stripped of any vrabte, critical edge, For instance, in one set of 
texts pioneered under the inquiry method, comparative analysis exer- 
cises are undercut by the use af socially constructed biases built into de- 
finitional terms that distort the subjecs to be compared. In analyzing 
the political systems of the United States and the Soviet Union, the 
United Sates is labeled as a ""democratic system" and the Soviet tlrlion 
as a ""tatalitarian state."77 Needless to say$ the uncriticized and simplistic 
dichotomy revealed in categories such as these represent nothing other 
than an updated version of the wlgar "(democracy" vs. ""communism" &- 
chotomy that characterized so much of the old social studies of the 
1950s and early 1960s. M i l e  the labels have changed, the underlying 
typifications have not. W l l a  is new is not necessarily better, The ""al- 
leged" innovative discipline-centered social studies curriculum of the 
last fifteen years has based its reputation on its claim to promote critical 
inquiry, Instead, this approach appears to have created "new farms of 
mystification which make the social world seem mechanislic and prede- 
terministic."78 

A more critical view of howledge would define it as a social construc- 
tion linked to human intentionality and behavior, But if this view of 
knowledge is to be translated into a meaningful pedagogical principle, 
the concept of knowledge as a social construd will have to be linked to 
the notion af yowr. On one level h i s  means that classroom howledge 
can be used in the interest of either emancipation or domination. It can 
be critically used and analyzed in order to break through mystifications 
and modes of false reasoning.79 Or it can be used unrefiectively to legit- 
imize specific sociopolitical interests by appearing to be value free and 
beyond criticism. If the interface betvveen howledge, powr, and ideol- 
o w  is to be understood, knollvledge will have to be defined not only as a 
set of meanings generated by human actors, butt also as a cammunica- 
tive act embedded in specific forms af social relationships, The princi- 
ples that govern the selection, organization, and control of classroom 
knowledge have important consequences for the type of classroom en- 
counter in which such knowledge wiIl be distributed, 
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The poin is that the notion of "objectilied" knowledge as it operates in 
the classroom obscures the interplay of meaning and intentionality as 
the foundation for all forms of howledge, Absent from this perspective is 
a critical awareness of the vaving theoretical perspectives, assumptions, 
and methodologies which underlie the construction and distribution of 
howledge," Utlnformnately, the notion of "objectified" bowtedge repre- 
sents more than a conceptual problem; it also plays a decisive role in 
shaping classroom experiences. Thus, one is apt ta find classroom sirua- 
tions in which "objective'3nformation is ""ipartially" ~ l a y e d  to "able" 
s m d e n ~  willing to "leard' it. Wilhin this pedagogicd framework, what is 
deemed ""tegitimate" "buc school knowledge is o-EQen matched by mad- 
els of socialization that reproduce authoritarian modes of communica- 
tion, Regardless of how a pedagogy is defined, whether in traditional or 
progressive terms, if it fails to encourage self-reflection and communica- 
tive interaction, it ends up providing st-tlden& with the illusion rather 
than the substance of choice; moreover, it ends up promoting manipula- 
tion and dengng critical reRtection.8Ulternative forms of pedagomp such 
as those developed by Pauto Freire, not only emphasize the interprerive 
dimensions of knowing, they also highlight the insight that any progres- 
sive nation of learning must be accompanied by pedagogical relation- 
ships marked by diatogtre, queaioning, and communication,"" This view 
of knocvledge stresses structuring classroom encounters that sy~rhesize 
and dem~nstrate the relationship between meaning, critical thinking, 
and democratized classroom encounters. 

The role that teachers play in the schooling process is not a mechanis- 
tic one, To the degree that they are aware of the hidden assumptions that 
underlie the WE of the howledge they use and the pedagogical prac- 
tices they implement, classroom teachers will be able to minimize the 
kvorst dimensions of the cu1tut.e of positiasm. More specifically# under 
certain circumstances teachers can work to strip away the anexamined 
reality that hides behind the objectivism and fetishism af 'Tacts" in posi- 
tivist pedagogy In doing so, the fixed essences, the invariant structrtzres, 
and the commonsense knowledge that provide the foundation Tor much 
of e,uisting public school pedagogy can be shown for what they are: so- 
cial constructs that serve to m ~ t i @  rather than illuminate reality. 

But at the present time, it appears that the vast majority of public 
school teachers have yet to step beyond the taken-for-granted assump- 
tions that shape their view of pedagogy" and structrtzre their educational 
experiences. Mass cldture, teaching training institutions, and the power 
of the state all play a powerftll role in pressuring teachers to give un- 
questioning support to the basic: assump"cians of the wider dominant 
culture, M ~ n e  Greene captures part of this dpamic when she wites: 
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It is not that teachers consciously mysziQ or deliberately concoct the p s i -  
tive images that deftect critical thought. It is not even. that they themselves 
a e  necessarily s a n g ~ n e  about the hedth of the socieq. Often submerged 
in the btrreaucracies for which they w r k ,  they simply accede to what is 
taken-for-grantecf. IdentiQing themselves as spokespersons for or repre- 
sentatives of the system in its locad mimifestations, they avoid interrogation 
and critique. They transmit, often tacitly, benign or neutral versions of the 
social r e a 3 i ~  They may, deliberately or not, adopt these to accommodate to 
h a t  they perceive to be the class origns or the capacities of their students, 
but, whether they are moving those young people towads assembly lines 
or administrative oflfices, they are likely to present the world around as 
given, probably unchmgehle m d  predefined.83 

For many students, the categories that shape their learning experi- 
ence and mediate their relationship between the school and the larger 
societ:y have little to do with the value of critical thinking and social 
commitment. In this case, the objectification of knwledge is paralleled 
by the objectif cation of the students themselves. There is little in the 
positivist pedagogical model I-hat encourages studenls to geneme their 
own meanings, ta capitalize on their own culfural capital, or to partici- 
pate in evaluating their own classroom experiences. The principles of 
order, control, and cerlainq in positivist pedagogy appear inherently 
opposed to such an approach. 

In. the objectified brms of communication that characterize positivist 
public school pedagogy, it is difficult for sludexrts to perceive the socially 
constructed basis of classroom knowledge. The arbitrary division be- 
tween objective and subjective knowledge tends to remain undetected 
by students and teachers alike, The results are not inconsequential, 
Thus, though the routines and practices of classroom teachers and the 
pel-ceptians and b e h a ~ o r  of their students are sedimented in varying 
layers of meaning, questions concerning how these layers of rrleanixlg 
are mediated and in whose interest they function are given little atten- 
tion in the learning and research paradigms that dominate public 
school pedagua at the present time. The behawioral and management 
approaches to such pedagow, particularly at the lewt of middle and 
secondary education, reduce learning to a set of practices that neither 
define nor respond critically ta the basic normative categories that 
shape day to day classroom methods and evaluation procedurcls. As C. 
A, Bowers kvrites, ". . .. the cZassroom can become a precarious piace in- 
deed, particularly when neithm the teacher nor sttrdent is fully aware of 
the hidden cukural messages being communicated and reinCorc.ed,"w 

The objectification of meaning results in the objectificatisn of 
thoughl ilself, a posture that the culture of positi\lism reproduces arzd 



26 / Schooling and the Culture of Positivism 

celebrates in both the wider sociew and in public schools, In the public 
schools pl-evaiting research procedures in the curriculum field capitalize 
upon as well as reproduce the most basic assumptions af the positiGst 
paradigm. For instance, melhodological elegance in educational re- 
search appears to rate higher esteem than its purpose of truth value, The 
consequences are not lost on schools. As one critic points out: 

Educational research has socid and poIiticaI ramifications which are as im- 
portmt as the tests of reliahilim First, people tacitly accept institutiand as- 
sumptions, some sf which are defined by schsaX professionds themselves 
Achievement, inteuigence and ""use of time" are accepted as useful vari- 
ables for stating problems about schools a d  these categories provide the 
basis for reseach. Inquiry enables resewchers to see how school categories 
relate, but it does not test assumptions or implications underlying the 
school categories. For example, there is no question about the nature sf the 
tasks at which children spend their time. Research conclusions are con- 
ceived within parameters proGded by scExooI administrators, Second, re- 
seahers  accept sacid myths as mord prescriptions. Social class, social oc- 
cupation [engineer or machinist) s r  divorce are accepted as information 
which sholafd be used in decision maklag, These assumptions mdntain a 
moral qudiv and criteria Mlfiich may justi@ social inequitli~, Tl~ird, the re- 
search orientation tacitly directs people to consider school failure as 
caused by those who happen to come to its classes. Soeid and educationat 
assumptions are unscru tinized.85 

It does not seem unreasonable to conclude at this point that critical 
thinking as a mode of reasoning appears to be in eclipse in both the 
wider society and the sphere of public school education. Aronowitz has 
written that critical thought has lost its contemplative character and 
""has been debased to the level of technical inlelligence, subordinate to 
meeting operational problems.""" M a t  does this have to do with the 
suppression af historical consciousness? This becomes more clear when 
we annlyze the relationship between critical thinking, historical con- 
sciousness, and the notion, of emancipation. 

If we think of emancipation as prmis, as both an understanding as 
well as a form of action designed to oveflhrw structr_lres of domination, 
we can begin to illuminate the interpiay between historical conscious- 
ness, critical! thinking, and emancipaory behavior, At the level of under- 
sanding, critical thinking rctpresents the atsliliv to step beyond com- 
monsense assumptions and to be able to evafuaile them in terms of their 
genesis, development, and purpose. In short, critical -I-hinking cannot be 
viewed simply as a farm of progressive ~asoning;  it must be seen as a 
.fundamental, political act. Tn this perspective, critical thinking becomes 
a mode of reasoning that, as Merteau-Ponty points out, reyresenls the 
realization that i'l am able," meaning that one can use individual capaci- 
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ties and collective possibilities ""t go beyond the created structures in 
order to create otherseW"s TCl";tical thinking as a political act means that 
human beings must emerge from their o m  ""submersion and acyuire 
the ability to irlvervene in reality as it is unveiled."~~ Not only does this 
indicate that they must act with others to intewene in the shaping of 
history; it also means that they must ""escape" from their o m  history, i.e., 
that which society has made of them, As Sartrc: writes, '"you become 
kvhat you are in the context of what others have made of you,"m This is a 
crucial point which links praxis and historical consciousness. For we 
must turn to history in order to understand the traditions that have 
shaped our individual biographies and intersubjective relationships 
with other human beings, This critical attentiveness to one's own history 
reprctsens an important element in examining the socially constructed 
sources underlying one's formative processes, To become aware of the 
processes of historical self-formation indicates art important beginning 
in breaking through the taken-for-granled assumptions that legitimize 
existing institutional arrangements.90 Therefore, critical thinking de- 
mands a form af hermeneutic understanding that is historically 
grounded, Similarly, it must be stressed that the capaciv Eor a histori- 
cally grounded critique is inseparable &am those conditions that foster 
coXlecfive communication and critical diatogue. In this case, such condi- 
tions take as a starling point the need to delegitimize the cutturcl of pos- 
itidsm and the socia-economic structure it suppofis, 

Schools play a crucial, thou* far from mechanistic, role in reproducing 
the culturt: of positivism, m i l e  schools function so as to mediate the so- 
cial, political, and economic tensions of the wider society; they do so in a 
complex and contradictory fashion, This is an essential point. Schools 
operate in accordance, either implicitly or explicitly, with their estab- 
lished roles in society But they do so in terms not entirely determined 
by the larger society. Diverse institutional restraints, different school 
cultures, varied regional and community forces, diEefent social forma- 
tions and a host of other factors Xend varflzlg degrees of autonomy and 
complexity to the school setting, All of these factors must be analyzed 
and taken into account if the mechanisms of domination and social 
control in: day to day school life are to be understood.91 

Moreuver, the assumptions and methods that characterize schooling 
are themselves representations of the historical process. But the mecha- 
nisms of socid control that characterize school fife are not simply the 
factuaf marlifeslations of the culture of positivjsm, They also represent a 
historical condition that has functioned to transform human needs as 
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we11 as buttress dominant social and political institutions. Put another 
way; the prevailing made of technocratic rationality that permeates both 
the schools and the larger society has not just been tacked on to existing 
social order. It has developed historically over the last century and with 
particular intensiv in the last fifty years; consequendy; it deeply satu- 
rates our collective experiences, practices, and routines, Thus, to over- 
come the culture of posi.eivism means that social studies educat-ors will 
have to do more than exchange one set of principles of social organiza- 
tion far another, They will have to construct alternative social forma- 
tions and world views that affect both the consciousness as weH as the 
deep viral structure of needs in their students.g" 

Unfortunately, classroom teachers and ettrriculurrl developers, in gen- 
eral, have been unaware of the historical nature of their o m  fields, This 
is not meant to suggest that they should be blamed far either the present 
failings in public education or the suppression of historical conscious- 
ness and critical thinking in the schools, It simply means that the perva- 
siveness of the culture of pasitiasm and its attendant commonsense as- 
sumptions exert a povverful mode of influence on the process of 
schooling. Moreowr, this andysis does not suggest that there is little that 
teachelrs can do ta change the nature of schooling and the present struc- 
trlre of socieq. Rachers at all levels of schooling represent a potentially 
powerful force for social change. But one thing should be dear, the pres- 
ent crisis in history; in essence, is not an academic pmblem but a politi- 
cal problem. It is a problem that speaks to a form of technological domi- 
nation that goes far beyond the schools and perrrreates every sphere of 
our socid existence, There is a lesson to be learned here. M a t  cZassroom 
teachers can. and must do is work in their respective roles to develop ped- 
agogical theories and mecf.lods that link self-refieclion and understand- 
ing Mr;ith a csmmitment to change the nature of the larger socie.fy, There 
are a number of strategies that teachers at akl levels of schooling can use 
in their classrooms. In general terms, they can question the common- 
sense assumptions that sl-xape their okvn lives as well as those assump- 
tions that influence and legilirnize existing forms of public school class- 
room knowledge, teaching styles, and evaluation. In adopting such a 
critical stance while concsmitantly reconstructing new educational the- 
ories and practices, classroom teachers can help to raise the political 
consciousness of themselves, their felIow teachers and their students.93 

In more specific terms, social studies teachers can treat as problem- 
atic those socially constructed assumptions that underlie the concerns 
of curriculum, classroom social relalionships, and classroom evalua- 
tion. They can make these issues problematic by raising fundamental 
questions such as: (2)  m a t  counts as social slctdies knowledgeU(2) Wow 
is this knowledge produced and legitimized? (3) m o s e  interests does 
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this knowledge sense? (4) Who has access to this howledgeU(5) Mow is 
this knowledge distributed and reproduced in the classroom? (6) M a t  
kinds of classroom social relationships seme to parallel and reproduce 
the sociaI relations of production in the wider society? (7) How do the 
prevailing methods of evaluation serve to legitimize existing brms of 
howledge? (8) What are the contradictions that exist bemeen the ideot- 
o w  embodied in edsling farms of social studies h w l e d g e  and the ob- 
jective social reality? 

Similarly; questions such as these, which focus on the production, dis- 
tribution, and evalucrion of classroom knowjedge and social relaion- 
ships, should be related to the principles and practices that characterize 
institutional arrangemen& in the larger soci*, Moreover, these ques- 
tions should be analyzed before social studies teachers stmcture their 
classroom experiences, In other words, these are important subsequent 
questions that should provide the Eoundaion for educational theory 
and practice. It is important to recognize that these questions can be- 
come an important force in helping teaclhe= identify, understand, and 
generate those pivotal social processes needed to encourage students to 
become active participants in the search for howledge and meaning, a 
search designed to foster rather than suppress criticat thinking and so- 
cial action, 

While it is tme that such action will not in and of itself change the na- 
ture of existing society it will set the foundation h r  producing genera- 
tions of students who might. As indicated, an important step in that di- 
rection can begin by Linking the process of classroom pedagogti ta wider 
structural processes, To do s s  wilt enable educators to dewlop a better 
understanding of the political nature of schooling and the role they 
might play in shaping it. The relationship between the wider culture of 
positidsm and the process of schooling is, in essence, a relationship be- 
tMJeen ideoloa and social control, The dynamic: at work in. this relation- 
ship is complex and diverse. To begin to understand that dynamic is to 
understand that history is not dead, it is waiting to be seized. Marcuse 
has stated elegantly what it means to ""smember history." 

All reification is forgetting, . . . Forgetting past suffering and past joy alien- 
ates life under a repressive reailiw principle, In, contrast, remembrance is 
frustrated: joy is overshadowed by pain, Inexorably so? The horkon of his- 
tory is still open. If the remembrance of things past would become a motive 
power in the struggle for chmging the world, the struggle would be waged 
for a revolution hitherto suppressed in the previous EstoricaI revoIutions.9" 
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Culture and Rationality in 
Frankfirt School Thought: 
Ideological hundations for a 
Theory ofsocial Education 

History and Background 
The Inslitute for Social Resear& ('The Inslil-ut Fur Sozialhrschtlng] was 
oBcidly cmated in Frankfurt, Germany in Febntary 1923 and was the 
original home of the Frankfurt School. Established by a wealthy grain 
merchant named Felix Wit, the Institute eventually came under the di- 
rectorship of Max Horkheirrzer in 1930. Under HorkheimerS directorship 
mast of the members who later became famous joined the Institute, 
These included Erieh Fromm, Werbert Marcuse, and Tkeodor Morno, 
As Martin fay (1973) points out in his now famous history of the Frank- 
furt School, 

If it c m  be said that in the early yews of its histow the Insaitut concerned it- 
self prinnaril.v Miith an andysis of bourgeois sociey's socio-economic sub- 
structure, in the yeas after f 930 its prime interests lay in its culturd super- 
st-rzlcfure, (p. 211 

The changing of the Institute's theoretical focus was soon followed by a 
geographical shift in its Iscation, Threatened by the Nazis because of the 
avowedly Marxist orientation of the Irtstitutek work and because most of 
its membelrs were Jews, the Institute kvas forced to relocate fo r  a short 
time in Geneva in 1933, It was moved to New York City in 1934, where it 
was housed in one of Columbia University's buildings. Enligraion to 
New York was hllokved by a stay in 1,os Angeles, California, in 1941; and, 
by 1953, the Institute was reestablished in Franhrt ,  Gerntany.1 

The strenghs and weaknesses ofrhe Franklirrt School prOjea become 
intellligibfe only if seen as part of the social and historical cantext in, 
which it developed. In essence, the quegions it purstled, along with the 
forms of social inquiry it supporled, represent both a particular moment 
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in the development of Western Marxism as well as a critique of it. React- 
ing to the rise of Fascism and Naziism on the one hand, and the Fdilure 
of orthodox Mar~sxn an the other, the FranHurt School had. to refashion 
and rethink the meaning of domination and emancipation. The rise of 
Stalinism, the failure of the European or Mlestern woking class to con- 
test capitalist hegemony in a revojtutivnary manner, artd Che power of 
capitalism to reconstitute and reinforce its economic and ideological 
control forced the Frankfurt School to reject the orthodox reading of 
Mans. and Engels, particularly as it had developed through the conven- 
tional wisdom of the Second and Third Irtlernationals. It is particularly 
in the rejection of certain doctrinal Marxist assumptions, developed 
under the historical shadow of totalitarianism and the rise of the con- 
sumer sociew in the West that Markhelmer, Adorno, and Marcuse at- 
tempted to construct a mare sufficient basis for social theory and politi- 
cat, action. Certainly such a basis was not to be found in standard 
Marxi& assumptions such as: a) the notion of historical inecritability, b) 
the primacy of the mode of prodrlction in the shaping of history; and c) 
the notion that class struggle as well as the xnechaxlisms of domin&ion 
take place primarily within the confines of the labor process. For the 
FrankJixrt School, orthodox Marxism assumed too much while simul"f- 
neorrsly ignoring the benefits of setf-criticisxn, Et had fizited to develop a 
theory of consciousness and by doing so expelled Che human subject 
from its own theoretical calculus. Thus, it is nor surprising that the focus 
of the Frankfurt School's research damplayed the area of political econ- 
omy and hcused instead of the issue h w  subjeaiviq was constituted, 
as well as on the issue of how the spheres of culture and e-veryday life 
represented a new terrain of domination. It is against this historical and 
theoretical landscape that we can begin to abstract categories and 
modes of analysis that speak to the nature of schooling as it pl-esently 
exists, and the possibifities it contains for developing into a force for so- 
cial change. 

Rationality, Theory, and the Critique 

Fundamental to an understanding of the Frankfurt School's view of the- 
ory and their critique of instmmentd reason is their analysis of the her- 
itage of Enlightenment rationality Echoing Nietzsche's (1957) warning 
about humanityhnbounded faith in reason, Morno and Horbeimer 
(1972) voiced a trenchant critique of modernity" unnswerving faith in the 
promise of Enlightenment rationality ta rescue the world from the chains 
of superstition, ignomce, and suffering. The problematic nature of such 
a promise marks the opening lines of Dickleclic: ofEnlightennzeyz2: (1972): 
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In the most generd sense of progessjive thought the Enlightenment has al- 
ways aimed at Xiberating men from fear and establishing their sovereignty 
Yet the fully enlightened earth radiates dismter triumphmt, (p, 3) 

The faith in scientific rationality and the principles of practical judg- 
ment did not constitute a legacy that developed exclusively in the 17th 
and 18th centuries when people of reason united on a vast intelleel~al 
front in order to master the world through an appeal to the claims of rea- 
soned dlougtl(, According to the FrankEllr'c School, the legacy of scientific 
rationality represented one of the eentrd themes of Wedern thought and 
extended as far back as Plato (Horkheimer, 1974 pp, 6-77). Habermas 
119731, a Xaler member of the FrankEurl School, argues that the progres- 
sive notion of reason reaches its highest point and most complex expres- 
sion in the work of Karl Marx, after which it is reduced from an all en- 
compassirlg concept of rationalil-y I;o a particularized instrumem in the 
service of industrialized society kcording to Habermas (19732, 

Qn the level of the historical self reflection of a science with critical intent, 
Marx h r  the last time identifies reason with a co tment to rationality in 
its thrust against dogmatism, Xn the second half of the 19th century; during 
the course of the reduction of science to a productive force in industrid so- 
ciety, positivism, historicism, and pragmatism, each in turn, isolate one 
part of this all encompassing concept of rationality The hitl-rerto undis- 
puted attempts of the great theories, to renect on the complex of life as a 
vv"hole is hencehrth itself discredited as d o p a  . . . the spantaneiv of hope, 
the art of taking a position, the experience of relevance or indgference, and 
above all, the response to suffering and oppression, the desire for adult au- 
tonomy, the vd1 to emancipation, and the happiness of discovering one's 
identiv-all these are dismissed for aX1 time from the obligating interest of 
reason, (pp. 262-263) 

Marx may haw employed reason in the name of critique and emanci- 
pation, but it was still a notion of reason that was limited to an over-em- 
phasis on the labor process and the exchange rationality that was both 
its dri-Fbing force and ultimate mystification, In contrast to Marx, Adorno, 
Workheirrzer, and Macuse believed that "the fateful process of rationnl- 
ization" Welllmel; 1974, p. 133) had penetrated at1 aspects of everyday 
life, wh&her it be the mass media, the school or the workplace, The cru- 
cial point here is that no social spherct was free from the encroachmen& 
of a form of reason in kvhiich ""all theoretical means of transcending real- 
ity became metaphysical nonsense" "orheimer, 1974, p. 82). 

In the Frankfurt Schoolps vlew, reason has not been stripped perma- 
neatly of its positive dimensions. Mareuse, far instance, believed that 
reason contained a critical element and was still, capable of reeonstitut- 
ing history or, as he put it, ""reason represents the highest poeentiality of 
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man and existence; the two belong together" "arcuse, 1968, p. 136). 
But if Eason was IQ presewe its promise of creating a mare just societys 
it would have to demonstra'le its power of crilique and negativity, Ac- 
cording ta Adorno (19731, the crisis of reason taktes place as society be- 
comes more rationalized because under such historical ci~urnstances it 
loses its critical faculty in the quest fur social harmony, and as such, be- 
comes an instmment of the existing society As a result, reason as insifSht 
and critique turns into its opposite, i.e., irrationality, 

For the Frankfurt School the crisis in reason is linked to the crisis in 
science and the more generd crisis of society Horheirner (1972) argued 
that the starting point br understanding ""re crisis of science depends 
on a correct theory of the present social situatiod' ((p. 9). In essence, this 
speaks to two cnxcirlt aspects of Frartkfurr School thought. First, it argues 
that the only solutim to the present crisis lies in developing a mare fully 
self-consciaus notion of reason, one that embraces both the notion of 
critique and the element of human will and transformative action. Sec- 
ond, it means entrusting to theory the task of rescuing reason from the 
logic of technocratic rationality or positivism, It was the Frankrrlrt 
School's view that positivism had emerged as the final ideological ex- 
pression of the Enlightenment, The victory of positivism represented 
not the high point but the low point of Enlightenment thought, Wher  
than being the agent of reason, it became its enemy and emerged in the 
20th century as a new form of social administration and domination. 
Friedman (1981) sums up the essence of this position: 

To the Prarrkfud School, phaosophicd m d  practical positivism constituted 
the end point of the Enlightenment, The social Function of the ideoiogy of 
Positivism was to deny the critic& faculq of reason by dowing it o d y  the 
ground of utter faci1il-y to operate upon, By so doing, they denied reason a 
critical moment, reman, under the rule of Positivism, stmds in awe of the 
fact. Its fmction is simply to characterize the fact. Its task ends when it has 
afirmed and explicated the fact. . . . Under the rule of positiviism, reason 
inevitably stops short of critique. (p. 1 18) 

It is in its critique of posithistic thought that the Frankfurl School 
makes clear the specific mechanisms of ideological control that perme- 
ate the consciousness and practices of advanced capitalistic societies. It 
is also in its critique of positivism that it develops a notion of theory that 
has major implications for educational critics, But the route to under- 
standing the latter necessitates that one first anaifyze the Frankfurt 
School's critique of positivism, particularly since the logic of positivist 
thought (though in varied farms) repl-esents the major theoreticat impe- 
tus that currently shapes educational theory and practice, 
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The Frankfurt School defined positivism in the broad sense as an 
amalgam of diverse traditions that included the work of Saint-Simon 
and Cornre, the logical positivism of the Vienna Circle, the early Wittgen- 
stein, and the more rclcent hrms of Logical empiricism and pragmatism 
that dominate the social sciences in the West* M i l e  the history of each 
of these traditions is complex and cluttered with detours and quatifica- 
tions, each of Zhem has supported the goal of developing forms of socid 
inquiry patterned after the natural sciences and based on the method- 
ological tenets of sense observation and quantification, Mareuse (1964) 
provides both a general definition of the notion of positivism as well as a 
starting point for some of the reservations the Frankfurt Schoat ex- 
pressed regarding its mvsl basic assumplions: 

Since its first usage, probably in the school of Saint-Sinnon, the term '"psi- 
tiGsm'%has encompassed ( 1 )  the vdidation sf cognitive thoul;lfit by experi- 
ence of facts; (2 )  the orientation of cognidve thought to the physicd sci- 
ence as a model of certaine and exactness; (3) the belief that progress in 
knowledge depends on this orientation. Consequently, positivism is a 
st-rzlggle against aJ1 metaphysics, trmscendentalisms, and iidedisms as ob- 
scurantist and regressive modes of thought, To the degree to which the 
given redig is scientif cdly comprehended and transformed, to the degree 
to which sociefy becomes industrial and technological, positi~sm finds in 
the socieq the medium for the realization (and vdidation) of its eoncepts- 
harmony between theory and practice, truth and facts. Philosophic 
thought turns into dfirmative thought; the philosophic critique criticizes 
within the societal framework and stigmatizes non-positive notions as 
mere speculation, drems or fafanrrzsies. (p. 172) 

Positivism, according to Workheimer (1972), presented a view of 
knowledge and science that stripped both of their critical possibilities, 
Knowledge was reduced to the exclrssi\re p r o ~ n e e  of science, and sci- 
ence itself was subsrtmed within a medrodolog?r that limited "scientic 
aaivilg: to the description, classification, and genemlization of phenom- 
ena, with no care to distinguish the unimportant from the essential" Q. 
5). Accompanyjtrg this view is the notion that knowledge derives from 
sense experience and that the ideal it pursues takes piace "in the form of 
a mathematically formulated universe deducible from the smaltest pos- 
sible number of afioms, a system which assures the calculation of the 
probable occurrence of at1 events" "(~forkheimer, 1972, p. 138). 

For the Frankfurt School, positiGsm did not represent an indictment 
of science, instead it echoed Nietzche's (11966) insight that "it is not the 
viaory of science that is the distinguishing mark of our nineteenth cen- 
tury but the vrictory of the scientific method over science" (p. 814). Sci- 
ence, in this perspective, was separated from the question of ends and 
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ethics, the lafier being rendemd insignificant because they defied "expli- 
cation in terms of mathematical structures" "arcuse, 1964, p. 1471. Ac- 
cording to the Frankfurt School, the suppression of ethics in positivist 
rationaliv precludes the possibility Tor self critique, or more specifically, 
the questioning of its own normative structure, Facts become separated 
from values, objectivity undermines critique, and the notion that 
essence and appearance m q  not coindde is lost in the positivist view of 
the world. The latter point becomes particularly clear in the Vienna Cir- 
cle pronouncement: "The view that thought is a means of k r r o ~ n g  more 
about the world than may be directity observed . . , seems to us entirely 
mysterious" "ahn, 1933, p. 91, For Adorno, the idea of value freedom 
was perfectly suited to a perspective that was to insist on a universal 
form of knowledge while it simultaneously rel'ztsed to inquire into its 
okvn socio-ideological development and function in. society. 

According to the Frankfurt School, the outcome of positivist rational- 
ity and its technocratic view of science represented a threat to the no- 
tion of subjectiety and critical thinking. By functioning wjthin an opera- 
tional context free from ethical commitments, positivism wedded itself 
to the immediate and "celebrated" the world of "facts," The question of 
essence, or the difference betliiveen the world as it is and that which it 
could be, is reduced to the merety methodological task of cotleaing and 
classifiing that which is, the world of facts, In this schema, '"nnowledge 
relates solely ta what is and to its recurrence" W(~ox;kheimel; 1972, p, 2081. 
Questions concerning the genesis, development and normative nature 
of the conceptual systems that select, organize and define the facts ap- 
pear to be outside ofrhe concern of positidst rationality. 

Since it recognizes no factors behind the "fact," ppusitivism freezes both 
human beings and history In the case of the latter, the issue of historical 
development is left aside since the historical dimension contains trufXls 
that canrlot be assigned "to a specirrt fact-gathering branch of science" 
adorno, quokd in Gross, 1979, p. 340). Of course, positivism is not im- 
pervious to history because it ignores it, i.e., the relationship between 
history arzd understanding. On the contrary, its key notiorls regarding ob- 
jectivlty, theory, and values as welt as its modes of inquiry are both a con- 
sequence and a hrce in the shaping of history fn other words, positivism 
may ignore history but it cannot escape it, Wb& is important to stress is 
that fundamenal categories of socio-historic& development are at odds 
with the positivist emphasis on the immediate, or, more specifically; that 
which can be expressed, measured, and calculated in precise mathemat- 
ical hmulas.  Wssell facoby (1 980) points concisely to this issue in his 
claim that ""re natural reality and natural sciences do not know the fun- 
damental historical categories: consciousness and self consciousness, 
subjectiviq and objeaivity, appearance and essenceP"(p. 30). 
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By not reflecing on its paradigmatic premises positivist thought ig- 
nores the value of historical consciousness and consequently endangers 
the nature of critical thinking itself. That is, inherent in the very struc- 
ture of positi~st thought, with its emphasis on objectivity and its lack of 
theoretical grounding regarding the setting of tasks QHorkbeirner 19"12;), 
are a number of assumplions that appear to preclude its ability to judge 
the complicated interactions of power, knowledge and values and to re- 
flect critically on the genesis and nature of its own ideological presuppo- 
sitions, Moreover, situated d thin a number of false dualisms (facts vs, 
values, scientific knwledge vs. norrrrs, and description vs, prescription) 
positidsm dissolves the tension betliiveen potentidiv and actuality in all 
spheres of social existence, Thus, under the wise of neutrality; scientific 
hawledge and all theory become rational on the grounds of whether 
they are efficient, economic or correct. Xn this case a nation of method- 
ologicd correctness subsumes and devalues the complex philosophical 
concept of truth. As Mamttse points out, "the fact that a judgment c m  be 
correct and nevertheless without truth has been the crux of formal, Xogic 
from time immemorial" "(quoted in Arato and Gebhardt, 19'78, p. 394). 
For instance, an empirical study that concludes that native workers in a 
colonized country work at a slower rate than imported workem who per- 
form the same job may provide an answer that is correct, but such an 
answer telts us little about the notion of domination or the resistance of 
workers under its skyay; That the native workers may slow down their 
rate as an act of resistance is not considered here, Thus, the notions of 
intentionaliq and historical context get dissolved within the confines of 
a limiting quantifying methodolau. For Adorno, Mareuse, and 
Horkheimer, the fetishism of facts and the belief in. value neutrality rep- 
resented more than an episemological et-ror; mart? irnporlantly, such a 
stance served as a form of ideological hegemany that infused pasi t i~st  
rationality with a political conservatism that make it an idealogicat prop 
of the status quo. The latter should not suggest an intentional suppore 
h r  the status quo on the part ofthe indi~duals who wo& vvithin a posi- 
tivist ralionality, Instead, it suggests a particular retationship to the sta- 
tus quo which in some situations is a consciously policLca1 one, while in 
others it is not, In other words, in the latter stance the relationship to the 
stams yuo is a consemalive one, but it is not self-consciousty recognized 
by those who help to reproduce it. 

The Frankfurt School's Notion of Theory 
According to the Frankfurt School any understanding about the nature 
of theory had to begin with a grasp of the relationships that exist in soci- 
ety betrvveen the pagicular and the whole, the specific and the universal. 
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This position appears in direct contradictim to the empiricist claim that 
theory is primarily a matter of classil"ying and arranging facts. In reject- 
ing the absolutizirlg of facts, the Frankfurt School argued that in the rela- 
tion between theory and the wider society mediations exist that hnc-  
tion to give meaning not only ta the csnstirurive nature of a fact but 
also to the very nature and substance of theoretical discourse. As 
Marbeinzer (1972) writes: 

The facts of science and science itself are but segments of the life process of 
societJP, and in order ta understand the significance of facts s r  of science, 
generally one must possess the key to the historic& situation, the right so- 
cial theory, Cp. 159) 

This speaks to another constitutive element of criEical theory. If theory 
is to move beyond the pasi t i~st  legacy of neutrality; it must develop the 
capacity of a meta-theory, That is, it must acknowledge the normative 
intewsts it repmsents and be able to reflea criticalty on both the histori- 
cal development or genesis of such intel-ests and the limitations they 
may present within certain historical and social contexts. In other 
wards, "methadological correctness" does not provlde a guarantee of 
truth nor does it raise the fundamental question of why a theory func- 
tions in a given way under specific hislorical conditions to serve some 
intewsts and not others. Thus, a notion of self critique is essential to a 
critical t h e o ~ .  

A third constitutive element for a critical theory takes its cue from 
NietzcheS dicmm that 'k great t ruh  wants to be criticized not idolized" 
(Quoted in Arato and Gebhardt, 1978, p, 3831, The Frankfurt School be- 
lieved that the critical spirit of theory should be represented in its un- 
masking litnction, The drivlng brce of such a function was to be found 
in the Frankfurt School" notions of immanent criticism and dialecticd 
thought, Immanent critique is the assertion of difference, the refusal to 
collapse appearance and essence, i.e., the willingness to analyze the re- 
ality of the social object against its possibilities. As Adorna et all. (19x6) 
mote: 

Theofy . , , must transform the concepts which it brings, as it were, from 
outside into those which the object has of itselff into what the object, left to 
itself, seeks to be, and confront it with what it is, It must dissolve the r ig idi~  
of the ternpordly and spatidly fired object into a field of tension of the gos- 
sible and the real: each one in order to e ~ s t ,  is dependent upon the other. 
In other words, theoq is indisputably criticd. (p. 69) 

Dialectical thought, on the other hand, speaks to both critique and thea- 
retical reconstruction (Giroux, 1980). As a mode of critique it zmcovers 
values that are often negated by the social object under analysis. The no- 



GaEture and Rklti~nci!iE"~ in, Frankfikrt School 1 43 

tion of dialectics is critic& because it reveals "the insufficiencies and irn- 
perfections of%nished' systems of thought. . . it reveals incompleteness 
where completeness is claimed. It embraces that which is in terms of 
that which is not-, and that which is real in terms of potentialities not yet 
realized" weld, 1980, p. 177'1. As a made of theoretical reconstruction, 
dialectieal thought points to historical analysis in the critique of con- 
formist logic, and tmces out the '"inner history" of the latter's categories 
and the way in which they are mediated within a specific historical con- 
text, By looking at the social and politic& consteltations stored in the 
categories in any theoryp Adorno (1973) believed that their hisory could 
be traced and thus their existing limitations remaled. As such, dialecti- 
cal thought reveats the power of human activity and h w a n  knowledge 
as both a product and Tome in the shaping of social rctality, but does so 
not simply to proclaim that humans give meaning to the world, a posi- 
tion that has always plagued the sociology of knowledge (Adorno, 1967). 
Instead, as a fonn of critique, dialectical thought argues that there is a 
link betliiveen. knowledge, power, and domination. Thus it is aeknawl- 
edged that some knowiedge is false, and that the ultimate puryose of 
critique should be critical &inking in the interest of social change. Far 
instance, as Z mentioned earlier, one can exercise critical thought and 
not fall into the ideological trap of retaivisrn in which the notion of csi- 
tique is negated by the assumption that all ideas should be given equal 
weight, Marcuse (1960) points to the connection between thought and 
action in dialectical thought: 

Dialectic& thought starts with the experience that the world is unfree; that 
is to say, man and nature exist in conditions of dienation, exist as 'other 
than they are,' Any mode of thought which excludes this contradiction from 
its logic is faulty logic, Thought kcorresyoncEs2to reality only as it transforms 
reiutiv by comprehending its contradictory strzncture, Here the principle of 
dialectic drives thought beyond the limits of philosophy. For to compre- 
hend realiq mems to cornpr&end Mrhat things really are, m d  this in turn 
means rejecting their mere factuality. Rejection is the process of thought as 
well as of action. . . . Dialecticd thought thus becomes negative in itself. Its 
function is to break down the self-assurmce and self-contentment of com- 
mon sense, to undermine the sinister confidence in the power m d  lan- 
guage of facts, to demonstrate that unfreedom is so much at the core of 
things that the development of their internal. contradictions leads neces- 
sarily to qualitative change: the explosion and catastrophe of the estab- 
lished state af agairs. (p. ix) 

kcording to the Frankfurl: School all thought and theory art? tied to a 
specific interest in the de-velapment of a society without injustice. The- 
ory, in this case, becomes a transformative activiity that views itself as ex- 
plicitly political and commits itself to the pwection of a hturr: that is as 
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yet unlirlfilted. Thus, critical lheory contains a transcendent element in 
which critical thought becomes the precondition for human freedom. 
Rathm than proclaiming a positivist notion of neutralit?l; critical theory 
openty takes sides in the interest of stmgglirlg for a better world. In one 
of his most Pdmous early essays comparing traditional and critical the- 
ory, I-llormeimer (119'121 spelled out the essenttiak value of theory as a po- 
litical endeavor: 

It is not just a research hypothesis which shows its vdue in the ongoing 
business of men; it is m essenrid element in the historicd effort to create a 
world which satisfies the needs a d  powrs of men. However extensive the 
interaction between the critical theory and the special sciences whose 
progress the theory must respect and on wEch it has far decades exercised 
a Xiberating and stimulating influence, the tbeofy never aims simply at an 
increase of hodedge  as such, Its god is man's emancipation from slavery; 
(p. 2451 

Finally there is the question of the relationship between critical the- 
ory and empirical sttrdies, In the ongoirlg debate over theov and emyir- 
ical work, the same old dualisms appear, though in recyded brsns, in 
kvhich one presupposes the exclusion of the other,;? One manifestation 
of this debate is the criticism that the Frankfurt School rejected against 
many educational critics who have drawn upon the work of the Frank- 
furt SehooE.Voth sets of criticisms appear to have missed the point. 
CertainlS, it is true that Eor the FranMurt School the issue of empirical 
work was a problematic one, but what was called into queslion was its 
universalization at the expense of a more comprehensive notion of ra- 
tionality. In writing about his experience as an American scholar, 
iacforno 0969) spelled out a view of empirical studies that was represen- 
tative of the Frankfurt School in general: 

My own position in the controversy bemeen empiric& and theoretical so- 
ciology . . . I may sum up by saying that empirical investigations are not 
only legitimate but esserrtid, even in the realm of culturaf. phenomena, But 
one must not confer autonomy upon them or regard them as a universal 
key. Above all they must terminate in theoretic& kknwledge. Theory is no 
mere vehicle that becomes supernrlous as soon as data are in hand. (p. 
3532 

By introducing the primacy of theoretical knowledge in the realm of 
empirical investigations, the Frankhrt School also wanted to highlight 
the limits of the positivist notion of experience, where research had to 
confine itself to controlled physical experiences that would be can- 
ducted by any researcher, Under such conditions, the research experi- 
ence is limited to simple observation. As such, generalizable and ab- 
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stract methodology follows rules that prctclude any understanding of the 
forces that shape both the object of analysis as welf as the subject con- 
ducting the research, En contrast, a dialectical notion of society and the- 
ory would argue that obsefvation cannot take the place of critical rclflec- 
tion and understanding. That is, one begins not with an observation but 
with a theoretical framework that situates the obsemation in rules and 
conventions that give it meaning while simultaneously acknowledging 
the limitations of such a perspective or framework, A further qualifica- 
tion must be made here. The Frankfurt School's position on the relation 
between theory and empirical sudies helps to illuminate its view of the- 
ory and practice. Once again, critical theory insists that theory and prac- 
tice are interrelaed, but it catltions about calling for a specious uniq. As 
iacfvrno (19731 points out, '"lhe call for the univ of theory and pra"tice 
has irresistibly degraded theory to the servants's role, rerno~ng the very 
traits it should have brought to that uniq, The visa stamp of practice 
which we demand of ali theory became a censor" place. k t  whereas 
theory succumbed in the vaunted mixture practice became nonconcep- 
tual, a piece of the politics it was supposed to lead out of; it became the 
prey of power" [p. 143). Theory, in this case, should have as its goal 
emancipatory practice, but at the same time it requires a certain dis- 
tance from such practice, Theory and practice represent a particular al- 
liance, not a uniQ in vvhich one dissolves into the other. The nature of 
such an aifiance might be better undelrstood by ifluminating the draw- 
backs inherent in the traditional anti-theoretical stance in American ed- 
ucation in Ll"hich if is argued that concrete experience is the great 
"teachereP'4 

Experience, whether on the part of the researcher or others, contains 
in itself no guamntees that it will generate the insights necessary to 
make it transparent to itself. Zn other words, while it is indisputable that 
experience may provide us with knowledge, it is also indisputable that 
knowledge may distorl rather than illuminate the nature of social realitJl 
The point here is that the value of any experience "will depend not on 
the experience of the subject but on the muggles around the way that 
experience is inrevrered and defined" [Bennet, 1980, p. 126). Morctovcr, 
theory cannot be reduced to the mistress of experience, empowered to 
provide recipes for pedagogical practice, Its real value lies in its ability to 
establish the possibiiities for reflexive thought and practice on the part 
of those who use it, and in the case of teachers, it becomes invaluable as 
an inamazxent of critique and understanding. As a mode of critique and 
analysis, theory hnctions as a set of tools inextricably affected by the 
context in which it is brought to bear, but it is newr reducible to that 
c o n t e ~ .  It has its a m  distance and purpose, its o m  element of practice, 
The crucial element in both its production and use is not the strucure at 
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which it is aimed, but the human agents vvho use it to give meaning to 
their lives, 

In conclusion, Adorno, Horbeimer and Mareuse p r a ~ d e d  forms of his- 
torical and sodological analyses that pointed to the premise as well as 
the Iimitatians ofthe existing dominant rationality as it developed in the 
20th century, Such an analysis took as a starting point the con~ct ion  
that for self conscious human beings to act collectively against the 
modes of technocratic rationality that permeated the work place and 
other socio-cultural spheres, their behavior would have to be preceded 
and mediated by a mode of criticd analysis. In other words, the precon- 
dition for such action was a form of critical theory; But it is important to 
stress that in linking critical theory to the goals of social and political 
emancipation, the FranHurt. School redefined the very notion of ratio- 
nality Rationality was n~ longer merely the exercise of critical thought, 
as had been its earlier Enlightenment counterpart. Instead, rationality 
now became the nexus of thought and action in the interest of the liber- 
ation of the csmmunity or society as a whole, As a higher rationality, it 
contained a transcendent project in which individual freedom merged 
with social freedom, Marcuse (1964) articulated the nature of such a ra- 
tionality in his claim that: 

A, it offers the prospect of preserving and improving the pmduc- 
tive achiewments of civilization; 

B, it defines the established totality in its very stntcture, basic terr- 
dencies, and relations; 

C. its realization offers a greater chance for the pacification of exis- 
tence,  thin the framework of institutions which offer a greater 
chance for the .free development of human needs and faculties. 
(p. 220) 

rt School's Analysis of Culture 
Central to the Frankfurt School's critique of positivist rationality was its 
andysb of culture. Rejecting the definition and role of cu l~ rc :  found in 
bath traditional sociological accounts and orthodox Marxist theory; 
Morno and Horheimer (19721, in particular, developed a view of cul- 
ture that assigned it a key place in the development of historical experi- 
ence and everyday life. On. the other hand, the Frankfurt School rejected 
the mainstream sociological notion that e~llmre existed in an au- 
tonomous fashion unrelated to the political and economic life processes 
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of societSi, In their view, such a pervective neuralized culture and, in 
doing so, abstracted it from the historical and sscietal context that gave 
it meaning. For Adorno (1967) the truth value of such a view was shot 
through with a contradiction that reduced culrure to nothing more than 
a piece of ideological shorthand since: 

It overlooks what is decisive: the role of ideolaa in social conflicts. To sup- 
pose, if only methodologiedly, mything like m independent logic of cul- 
ture is to collaborate in the hypostasis of ct~lture, the ideological ~ ~ " O L O P ~  

peudm. The substance of culture . . . resides not in culture alone but in re- 
lation to something extern&, to the material life-process. Crrlture as Marx 
observed of juridicid and political systems, cannot be fully 'understaod ei- 
ther in terms sf itself. . . or in terms of the so-called universal development 
of the mind.' To ignore this . , , is to make ideology the basic matter and to 
establish it firmly. (p, 29) 

On the other hand, while orthodox Marxist theory established a rela- 
tionship betliiveen culture and the materid forces of society; it did so by 
reducing cultcrre to a mere ream of the economic realm, In this view* the 
primacy of economic hmes and the logic of scientific laws took prctce- 
dencle over any concern with issues concerning the tenain of everyday 
life, consciousness, or sexuality aronowitz, 19811. For the Frankfurt 
School, changing socio-economic conditions had made traditional 
Marxist categories of the 1930s and 1940s untenable, They were no 
longer adewate for understanding the integrzltion of the working chss 
in the West or the political effects of technocratic rationality in the cul- 
tural realm. 

Within the Frankfurt School perspective the role of culture in Western 
society had been modilied with the transfarrrration of critical Enlighten- 
ment rationality into repressive forms of positiast rationality. As a result 
of the development of new technical capabilities, greater concentrations 
of economic power, and more sophisticated modes of administration, 
the rationali-t;y of domination increasingly expanded its influence to 
spheres outside of the Ioeus of economic production. Under the sign of 
Taylorism and scientific management instrumental rationaliw extended 
its influence from the domination of nature to the domination of human 
beings. As such, mass cultural institulions such as schools took on a new 
role in the first half of the 20th century as ""bth a determinant and fun- 
darnentat, component of social consciousness" fimnowitz, 1976, p. 20). 
According to the Frankfurt: School, this meant that the cultural realm 
now constituted a centml place in the production and transformation of 
historical experience. Like Gramsci 419"11, Adorno and Horkheirner 
(1972) argued that domination had assumed a new form, Instead of 
being exercised primarily through the use of physical force (the art-ny 
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and police), the pawer of the ruling classes was now reproduced through 
a form of ideological hegemony; that is, it was established primarily 
through the rule of consent, and mediated via cultural institutions such 
as the schools, the family; the mass media, the churches, etc. Briefly put, 
the colonization of the workplace was not supplemented by the cola- 
nization of all other cultural spheres (Aronowitz, X973; Enzensberger, 
1974; and Ewen, 197631. 

According to the Frankfurt School, culture-like everything else in 
capitalist soeieq-had been turned into an object. That is, under the 
dual rationdities of administration and exchange the eIements of cri- 
tique and opposition, which the Frankfurt School believed inherent in 
traditional culture, had been lost, Moreover, the objectification of cul- 
ture did not simply result in the rep~ssion of the critical elements in its 
form and content, such objectificatisn also repl-esented the negation of 
critical thought itself. In Morrao's (1975) words: 

. . . culture, in the true sense, did not simply accommodate itself to human 
beings;. . . it &ways simultaneously raised a protest against the petrified re- 
lations under which they lived, thereby honoring them. Insofar as culture 
becomes wholly assimilated to and integrated into those petrified relations, 
human beings are once more debased. (p. 13) 

As far as the FranHurt School was concerned the cultural realm has 
become a new locus of control for that aspect of Enlightenment ratio- 
naliq in which the domination of nature and society proceeded under 
the guise of technicd progmss and economic g r o ~ h .  For Marno and 
Horkheimer C19"12) culture had become another industry one kvbich not 
only produced goods but ajso le&itim&ed the logic of capitat and its in- 
stitutions, The term, ""culturn industry,'" was coirred by Morno as a re- 
sponse to the reification of culture and it had two immediate purposes. 
First, it was coined in order to expose the notion that "culture arises 
spontaneously kom the masses themselves" "wenthal, 1979, pp, 
388-3891, Second, it pointed to the concentration of economic and po- 
litical determinants that controI the cultural sphere in the interest of so- 
cial and politicd domination. The term "irrdustry'9n the metaphor pro- 
vided a point of critical analysis, That is, it pointed not only to a 
cancentration of political and economic groups who reproduced and le- 
gitimated the dominant belief and value system, it also referred to the 
mechanisms of rationalization and standardization as they permeated 
everyday life, Or, as Adorno (1975) put it, ""the expression 7ndustry3s not 
to be taken literally It refers to the slandardization of the thing itself- 
such as the Mlestern, familiar to every ma~egoer-and to the rational- 
ization of distribution techniques . . . [and] not strictly to the produc- 
tion process" ((p. 14). 
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At the core of the theory of culture advanced by Horkheimer, Adorno, 
and Marcuse was an attempt to expose, through both a call for and 
demonstration of critique, how posirivist rationaliq maniks(ed itself in 
the culfural realm. For inslance, they criticized certain cullural products 
such as art for excluding the principles of resistance and opposition, that 
once informed their relationship to the world while simultaneously 
helping to expose it [Horbeimer, 1972). Likevvise, I'or Marcuse (119781, 
"the truth of art lies in its power to break the monopoly of established re- 
ality (i.e., of those who established it) to define what is real, In this rup- 
ture . , , the fictitious world of art appears as true reality'-(p, 9). The 
Frankfurt School argued that in the one dimensional society art col- 
lapses, rather than highlights, the distinction bet-bveen reality and the 
possibi1if.y of a higher tmth or better world, In other words, in the true 
spirit of positivist harmany, art becomes simply a mirror of the existing 
reality and in doing so aff-irms it. Thus, either the memory of a historical 
truth ar the image of a bet&r way of life is rendered irrlpoent in the ultra 
realism of the Warhol Campbell soup painting or the Stakhanovite 
paintings of socialist realism. 

The diclates of positivist mtionaliq and the attendant mutilation of 
the power of imagination are also embodied in the techniques and 
forms that shape the messages and discourse of the culture industry, 
Whether it be in the glut of interchmgeable plots, gags, or stories, or in 
the rapid pace of a film3 development, the logic of standardization 
reigrrs supreme. The message is confol~mi~, and the medium Eor its at- 
tainment is amusemenl, which proudly packages itself as an escape 
from the necessity of critical thought. Under the sway of the culture in- 
dustry; style subsumes substance and thought becomes an after- 
thoufit banished from the temple of official culture, Mar~use (1972) 
states this argument as welf as anyone in his comment: 

By becoming components of the aesthetic form, words, sounds, shapes, 
and colors are insulated against their familiar, ordinary use and 
hnctisn;, , . This is the achievement of style, which is  the poem, the novel, 
the painting, the cornpasition. The style, embodiment of the aesthetic 
form, in subjecting rediy to another order, subjects it to the laws of beauty 
True m d  false, right m d  wrong, pain a d  pleasure, calm m d  violence be- 
come aesthetic categories Mi.ithin the frametvork of the oeuvre, Thus de- 
prived of their (immediate] realiw, they enter a different context in which 
even the ugly cruel, sick become parts of the aesthetic harmony governing 
the whole. (pp. 88-9915 

Inherent in the reduction of culture of amusement is a significant 
message, one which points to the root of the ethos of positi~st rational- 
ity i.e., the stmcturat division between work and play Within the latter 
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division, work is confined to the imperatives of dnxdgeryp boredom and 
powerlessness for the vast majority while culture becomes the vehicle by 
which to escape from such toil. The povver of the Frankfurt School's 
andysb lies in its exposure of the ideological fraud that constitutes this 
division of labor, Rather than being an escape ham the mechanized 
work process, the cultural realm becomes an extension af it, Adorno and 
Morbeimer (1972) write: 

husement  under late capitdism is the prolongation of work, It is sougf-itt 
after as an escape from the mechanized work process, and to recruit 
strengrl-r in order to be able to cope with it again, But at the s m e  time 
mechanization has such power over a mm's leisure and happiness and so 
profoundly determines the manufactwe of musement goods, rhar his ex- 
periences are after images of the work process itself, The ostensible content 
is merely a faded background; what s i d s  in is m automatic succession of 
standardized operations, (p, 137) 

The most radical critique of the didsion of labor among the three the- 
orists under study finds its expression in the work of Werbert Marcuse 
(1955, 1969). Marcuse (1969) claims that Marism has not been radicd 
enough in its attempt to develop a new sensibility that would develop as 
"'an instinctual barrier against cruelty, brutaliq, ug1liness'"p. 3). Mar- 
cuseS 11955) point is that a new rationality which takes as its goal the 
erotization of Xabox "and the deveiopment and fuEfiXlmenr of human 
needs" @. 205) would necessitate new relations of production and orga- 
nizational structures under which work could take place. This should 
not suggest that Marctlse abandons all forms of authority or that he 
equates hierarchical relationships with the realm af domination, On the 
contrary he argues that w r k  and ptay can interpenerrale each other 
without either losing their primary characte~ As Agger (19"i") points out: 

Marcuse is . . . saying that, . . work and play converge ~ t h o u t  abandoning 
the "work' chxacter of work itself He retains the ration& orgmization of 
w r k  ~ t h o u t  abandoning the Marxian goal of creative praxis, As he [Mar- 
cuse) notes . . . "hierarchical relationships me not unfree per se.' That is, it 
depends upon the kind of hierarchy which informs relationships . . . Mar- 
cuse . . . suggests two things: in the first place, he hints at a theory of work 
which rests upon the merger of work and play components, His views in 
this regard are captured in his vision of the kel-~tization of labor.' In the sec- 
ond place, Marcuse hints at a form of organizationill rationafiq which is 
nondominating. (p. 194) 

According to Marcuse (1964) science and technology. have been inte- 
graed under the inzprirll of a dominating rationality that has penetrated 
the wortd of communicative interaction (the public sphere) as well as 
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the world of wrk. It is worlh mentioning that Habermas (19701, in con- 
trast, a r p e s  that science and technology within the sphere of work are 
necessarily limited to technical considerations, and that the latter orga- 
nization of work represents the price an advanced industrial order must 
pay for its material csmhrt.  This position has been challenged by a 
number of theorisrs including Aronowifz (1980) who aslutely argues that 
Waberrrras separates "'communications and normative judgments Crom 
the labor process" @. 801, and in doing so '%ad ceded to technological 
consciousness the entire sphere af rational purposive action [work]" 
(pp. 81-82). In opposition to Habermas, Marcuse (1964) argues that rad- 
ical chmge means more thm simply the creation of conditions that fos- 
ter critical I-hinking and communicative competence, Such change atso 
entails the transformation of the labar process itself and the ksion of 
science and technalom under the guise of a rationality that stresses CO- 

operation and self-management in the interest of a democratic c a r n u -  
nity and socid freedom, 

M i t e  there are significant di.flte1-enees among Adorno, Horkheimer, 
and Marecrse regarditlg their indictment of positivia rationativ ancl 
their respective notions about what constimtes an aesthetic or radical 
sensibility; their vriews csnmrge on the existing repressheness underly- 
ing positivist rationality and the need for the development of a collective 
critical consciousness and sensibiliv that would embrace a discourse of 
opposition and non-identity as a precondition of human freedom. Thus, 
for them, criticism represented an indispensible element in the struggle 
for emancipation, and it is precisely in their call far criticism and a new 
sensibiliv that one finds an analysis of the nature of domination that 
contairls invaluable insigfxts for a theory of social education. The analy- 
sis, in this case, includes the Frankfug SchoolPs theory of depth psychof- 
om to which X WlI now briefly turn. 

The Frankfurt School's Analysis 
of Depth Psychology 

As I have pointed out previously, the Frankfurt School faced a major 
contradiction in attempting ta develop a critical tradition within Marxist 
theory, On the one hand, the historical legacy since Mam had witnessed 
increased material production and the continued conquest of nature in 
both the advanced industrial countries of the West and the countries of 
the socialist bloc as well, In both camps, it appeared that the objective 
conditions that promoted alienation, despite economic gromh, had 
deepened. For example, in the West the production of goods and the en- 
suing commodity fetishism made a mockery of the concept af the good 
life, reducing it to the issue of pu~has ing  power, In the socialist bloc, the 
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centralization of political p w e r  led to political repression inslead of po- 
litical and economic freedom as had been promised. Yet in both cases 
the consciousness of the masses failed to keep pace with such condi- 
tions. 

For the Frankfurt School it became clear that a theory of conscious- 
ness and depth psychology was needed to explain the subjective dimen- 
sion of liberation and domina.ion, Marx had provided the political and 
economic grammar of domination, but he relegated the psychic dimen- 
sion to a secondary status and believed that the latter would follow any 
significant changes in the economic realm, Thus, it was left to the Frank- 
furt School, especially Marcuse (1955, 1964, 1969, 19"10), to analyze "the  

formal structure of consciousness in order to discover how a dehuman- 
ized socieq could continue to maintain its control over its inhabitants, 
and similarly; how it was possible that human beings could participate 
willingly at the level of we-cyday life in the reproduction of their own de- 
humanization and exploitation. For answers, the Frankfurt School 
turned to a critical study of Freud, 

If a general, theory of culture had been fashioned from the tools of so- 
ciological and historical andyses, it remained to merge Marx with Freud 
in order to complete the task. But the notion of depth psychology as a 
social and political category did not make its first appearance in the 
work of the Frankhrt School; its historical, political and theoretical 
roots were first established in the early works of Wilhelm Reich (1949, 
19'10,1969, 1970,1971). Reichs work is important because it exercised a 
strong influence on figures such as Erich Fromrn, who w s  one of the 
first members of the Frankfurt School to display a serious interest in 
Freud" swork, Moreover, the work of Reich and Fromm influenced in 
both a positive and negative rrlanner the m y  in which Adorna, 
Horkheirner, and Marcuse developed their own perspectives on 
Freudian psychology; 

Historical Background to Depth Psychology 
Wilhelrn Reich (1949, 1V0) began with the assumption that the rise of 
authoritarianism in Europe in the 1920s and the willingness of sections 
of the working class to participate in such movements could not be ex- 
plained by the breakdown of social relations into merely economic and 
political categories, m i l e  the latter were clearly important in any dis- 
cussion of domicr&ioxl, such categories did not address the question of 
how domination was internalized by the oppressed, Put another way, 
such categories could not prodde an answer to the question of how it 
was possible that the oppressed could participate actively in their own 
oppression, 
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In attempting to answer the above questions, Reich's early work pro- 
vided both a critique of orthodox Marxism and an elaboration of the role 
that Freudian t2rought might play in deepening and extending a critical 
Marxist perspective, For Reich, as well as b r  the Frankfurt School, 
"ccfude" Marxism had eliminated the notion of subjectiaty and as such 
had blundered both theoretically and politically. That is, theoretically 
European Marxism in the early 1920s had failed to develop a much 
needed political psychology because of its indifference to the issues of 
subjectiviq and the polities of everyday life, On the other hand, it blun- 
dered politically because by abandoning a concern for issues such as 
human motivation, the nature of human desire, and the importance of 
human needs as fundamem1 components of a theory of political 
change it had 'kunendered" to Hitler and Fascism the opportunity to 
mobilize both working class and middle class groups by engaging their 
ernolions and appealing through propagandistic techniques to impor- 
tant psychic needs, i.e., solidarity, communiQ, nationdism, self-identi~, 
etc. Reich (19"11) is worth quoting on this issue: 

One element in the hndamentd cause of the failure of soeidism-only an 
element, but m important one, no longer to be ignored, no ionger to be re- 
garded as secondaq-is the absence of an eEective doctrine of political 
psychoioa. . . . This shortcoming of ours has become the greatest advan- 
tage of the class enem~r, the d&tiest wapon of fascism. While we pre- 
sented the masses with superb historic& malyses m d  economic treatises 
on the contradictions of imperidism, Hi"cler stirred the deepest roots of 
their emotional being. As Marx would have put it, we left the prais  of the 
subjective factor to the idealists; we acted Like mechanistic, economistic 
materialists. (p. f 9) 

For Reich, the obstacles to political change could, in part, be over- 
come by delineating "rhe exact place of psychomalysi Evidxin Marxism" 
(Jacoby, 1975, p. 90). In Reicb"s; (1972) terms, this meant uncovering the 
way in which concrete mediations, whether they be in the form of dis- 
course, social relations, or the productions of the mass media, func- 
tioned so as to produce the internalization of values and ideologies that 
inhibited the development of individual and collective social conscious- 
ness, Central to ReicWs (1970, 19"7) early focus on explaining the role of 
psychoanalysis within a Maxist pervective was his emphasis on char- 
acter structrtzre, the role of the family as an oppressive agency of social- 
ization, and the importance of sexual repression as a basis for authori- 
tarianism, 

In briet Reich (1949) arwed that the patriarchal family under capital- 
ist social relations "creates those character forms which it needs for its 
presemtion" ((p. xxii). In this case, Reich believed that the family was a 
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microcosm of the dominant socieq and that through its pevetrration of 
sexual repression it created personality structures receptive to aurhori- 
tarian ideologies and movements, As Reich (19'70) puts it: 

Authoritarian. socieq's fi@t against the sexzlaliv of children and adoles- 
cents, and the consequent strugge in one's a m  ego, takes place within the 
frmework of the authoritarim family, which has thus far proven to be the 
best institution ta carry out this fight successhXXy. . . it is the authoritarian 
family &at represents the foremost m d  most essentid source of reproduc- 
tion of evev kind sf reactionary thinking; it is a factory where reactionary 
ideoloa m d  reactionq structures a e  produced. Hence, the "deguarding 
of the fam2y,' i.e., of the authoritarian and large f a d y T  is the first cdturd 
precept af every reactiorrw policy. (pp. 56,CiO) 

M i l e  members of the Frankfurt School saw both the role ofthe family 
and the importance of sexual repression in generating fascism in more 
expansive and dialectical terms, they wem strongly influenced by Reich's 
formulations on the role and natitzre of depth psycholou in providing 
the basis for a more criticd Marfism. 

As one of the first members of the Frankfurt School to 
display a sustained interest in Freud's work, Eriefa Framm occupies an 
imporlant place in the attempt to locate psychoanalysis within a Marxist 
hamework. Like Reich, Frornm was interested in Freud" attempt to re- 
veal those linkages bemeen the indi~dual  and societJr that illuminated 
the dynamics of psychological repression and social domination. As 
such, Fromm's [C19"10) early work on the patriarehical family as well as his 
modifications of Freud's ahistorieal view of the unconscious exercised a 
significant influence an Adorno, Horkheimer, and Marcuse. Equally im- 
portant is the negative influence that Fromrn had on latter theorists. As 
Fromm (1941, 1947) later rejected many of his early formulations re- 
garding Freud's work, particularly as he shifted his focus from a psychol- 
o a  of the unconscious to one of the conscious, from sexuality to moral- 
ity, and from repression to personality development (facolby, 19"75), the 
Frankfilrt School began to Eashion their own diverse versions of 
Freudian theory in reaction to Fromm's revisionist reading of psycho- 
arraf-ysis, 

Adorno, Horkheimer, and 
M a c u s e  on Depth Psychology 

For the Frankfurt School, Freud" m&e.fapsycholom provided an impor- 
tant theoretical foundation for reveathg the imerplay between the ixldi- 
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vidrlal and society Morc: specifically, the value of Freudian psychology in 
this case rested with its illumination of the antagonistic character of so- 
cial reality As a theoretician of contradictions, Freud praGded a radical 
insight into the way in vvhich society reproduced its powers both in and 
over the indiGduat. As Tacaby (1975) puts it: 

Psychomdysis shows its strengeh; it demystifies the cIahs to liberated v&- 
ues, sensitiGties, emotions, by tracing them to a repressed psychic social, 
m d  biological dimension . . . it keeps to the pulse of the psychic uncler- 
ground. As such it is more capable of grasping the intensikng social unrea- 
son that the conformist psycholagies repress m d  forget: the bmbmism of 
civ2ization itself, t-he barely suppressed misemy of the living, the madness 
that hamts sociew (p. 18) 

The Frankfurt School theorists believed that it was only in an under- 
standing of the dialectic betvveen the individual axld society that the 
deplh and exrent of domination as it existed both within and outside of 
the individual, could be open to modification and transformation. Thus, 
for Adorno, Horbeimer, and Marcuse, Freud" emphasis on the con- 
stant struggles between the individual's desire for instincltlal gratifica- 
tion and the dynamics of social repression proGded an indispensible 
clue to understanding the nature of soci* and the dynamics of psychic 
domination and liberation, Adorno (1967) points to this in the following 
comments: 

The only tfotilliq the student of socieq can presume to know is the antago- 
nistic whole, and if he is to attain to totality at aXX, then. only in contradic- 
tion. . . . The jzring elements that make up the individual, his 'properties," 
are invariably moments of the social totafity. He is, in the strict sense a 
monad, representing the whale and its contradictians, wi.fhout however; 
being at any time consci~us of the whole, (pp. 74-77] 

In order to explorcl the deprlr of the conflict between the individual 
and societys the Frankfurt School accepted with some major modifica- 
tions most of Freud's most radical assumptions. More specifically, 
Pireud's theo~tical  schema contained three important elements fur de- 
veloping a depth psycholam. First, Freud proGded a formal psychologi- 
cal structure for the FranHurt School theorists to work with, That is, the 
Pireudian outline of the structure of the psyche with its underlying strug- 
gle betkveen eros (the life instinct), the death instinct, and the outside 
world represented a key conceprion in the deptft pspdology developed 
by the Frankfurt School. 

Secondly; Freud" studies on psychopathology; particuEarly his sensi- 
tivity to httrnanityPs capacity for self-destructiveness arzd his focus on 
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the loss of ego-stabili~ and the decline of the influence of the family in 
contemporary sociev, added significantly to the Frankfurt School analy- 
ses of mass socieq and the rise of the audloritarian personaliq. For the 
Pirankfurt School, the growing concentration of power in capitalis soci- 
ety along with the pervasive intervention of the state in the affairs of 
everyday life had altered the dialectical role of the aaditional Eamily as 
both a positive nrzd negative site for identiQ formation. That is, the brn- 
ity traditionally had provided, on the one hand, a sphere of warmth and 
protection for its members, while, on the other hand, it also functioned 
as a repository Eor social and sexual repression. But under the develop- 
ment of advanced industrid capitalism, the latter dual function of the 
family was gradually giving way to functioning exclusively as a site for 
social and culturd reproduction. 

Finally; by focusing on Freud's theory of instincts and metapsychol- 
op;y, rhe Frankhtrt School devised a -I-heoretical Eramework for unravetirrg 
and exposing the objective and psychological obdacles to social change. 
This issue is important because it proGdes significant insights into how 
depth psycholow might be useful for developirlg a more comprehensive 
theory of social education, Since there we= some major differences be- 
tween Padorno and Horkheimer, on the one side, and Mareuse on the 
other regarding Freud" theory of instincts as well. as his view of the rela- 
tionship between the individual and s o c i w  1 will tmat their rclspective 
contributions separately 

Adamo mdl H a r b e h e r  
on Depth Psychology 

iacfvrno f 19681 was quick to point out that while Freud's denunciation of 
'"an's suxzfreedom" over-identified with a particular historical period 
and thus ""petrified into an anthropologieait constant" (pCp, 811, it did not 
seriously distma from his greatrless as a theo~tician of eontmdictions, 
That is, in spite of the limitations in Freudian theory; Adorno and 
Horheimer firmty bel.ieved that psychoanalysis provided a strong theo- 
retical bulwark against those psychological and sociat theories that ex- 
alted the idea of the ""itegrated personality" and the "wonden" of social 
harmony. True to Adorno's [E19681 view that '"every image of man is ideol- 
o w  except the negative one" (p. 841, Freud's work appeared to transcend 
its own  shortcoming^ because at one level it personified the spirit of 
negation, Adorno (1967, 1958) clearly exalted the negative and critical 
lieatures of psychoanalysis and saw them as major theoretical weapons 
to be used against every form of identity theory; The goals of identity 
theory and revisionist psychology were both politicat arzd ideological in 
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naturt?, and it was precisely through the use of Freud's metapsychology 
that they could be exposed as such. As Adorno (1968) put it: 

The goal of the keli integrated personali*ty?is objectionable because it ex- 
pects the indi\ridual to establish an equilibrium bemeen. conflicting forces 
which does not obtain in existing society. Nor should it, because these 
forces are not of equd moral merit. People are taught to forget the objective 
conllilicts Mrhich necessarily repeat themselves in eveq individual instead of 
being helped to grapple with them. {p, 83) 

Wi le  it was cIear to the FranHurZ. School that psychoanalysis could 
not solve the problems of repression and authoritarianim, they be- 
lieved that it did provide important insights into how ""people become 
accomplices to their o m  subjugation" menjamin, 1977, p. 22). Yet, be- 
neath the analyses put hrth on psychoanalysis by Adorna (1967, 1968, 
19'12, 1973) and Worheimer (19"7) there lurked a disturbing paradox, 
While both theorists went to great lengfbs to explain the dynarnics of au- 
thoritarianism and psycholagical domination, they said very little about 
those formal aspects of consciousness that might provide a basis for re- 
sidance and rebellion. That is, while Freudian psyehologp in their view 
registered a powerhl criticism of existing society in exposing its antago- 
nistic character, Ebrmeimer and Morno failed to lacate in either indi- 
viduals or social classes the psychological or political grounds for recog- 
nizing such contradictions and acting to transhrm them. Consequently 
Morno and Horkheimer provided a view of Freudian psychology that 
consigned Freud to the ambiguous slatus of being a radical as m 1  as a 
prophet of gloom. 

If Adorno and Worbeimer viewed Freud as a revolutionary pessimist, 
Marcuse (19551 read him as a revolutionary utopian. That is, though 
Marcuse (1955) accepts most ofF;1.eudts most csntroversial assumptions, 
his interpretation af the latter are both unique and proweative. In one 
sense, Marcuse's (1955, 1968, 19'10) analpis contained an origin$ di- 
alectical tliivist in that it pointed to a utopian integration of Marx and 
Freud. W i l e  Marcuse (1955) accepted Freud's view of the antagonistic 
relations between the individual and society as a fundament& insight, 
he nevertheless a l t e ~ d  some of Freud's basic categories and in doing so 
situated Freud's pessimism  thin a historical context that revealed its 
stmngths as weft as limitations. In doing so, Mizrcltse was able to illumi- 
nate the importance of Freud's metapsychoEogy as a basis for social 
change, This becomes partimtarly clear if we examine how Marczrse 
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(1955, 1968, 1970) reworked Freud's basic claims regarcfing the life and 
death instincts, the struggle between the indi~dual  and society, the rela- 
tionship bemeen scarcity and social repression, and, finally, the issues 
of keetlom and human emancipation. 

Marcuse (1955, 1964) begins with the basic assumption that inherent 
in Freud" theory of the unconscious and theory of the instincts the the- 
oretical elements for a morcl corrrprclhensive vim of the naturct of indi- 
cridual and social domination could be found. Marcuse (2955) points to 
this possibiliq d e n  he writes: 

The struggle against freedom reproduces itself in the psyche of mm, as the 
self repression of the repressed indi\ridud, and his self repression in turn 
sustains his masters and their institutions. It is in the rnentaf dynamic 
which Freud unfolds as the dynamic of civilization, . . . Freud's metapsy- 
cholom is m ever renewed attempt to uncover, to question, the terrible ne- 
cessity of the inner connection between civilization and barbarism, 
progress and suffering, freedom and unhappiness-a connection which re- 
veals itself ultimately as that belev~een Eros and Thanatos. (pp. 16-17) 

For Mareuse (1955, 1970) Freudian psychology posited, as a result of its 
analysis of the relationship between ci~lization and instinctual repres- 
sion, the theoretical basis for understanding the distinction beween so- 
cially necessary audlority and authoritarianism, That is, in the interplay 
between the need b r  social Iabor and the equally importat need for 
sublimation of sexual energ, the dynamic connection betvveen domi- 
nation and freedom, on the m e  hand, and a~lhority and authorilaI.ian- 
ism, on the other, starts to become discernible, Freud presented the 
conflict taemeen the indiGdualFs instinctual need for pleasure and the 
sociew's demand Tor repression as an insoluble problem rooted in a 
transhistorieai struggle; as such, he pointed to the continuing ~pressi-ve 
transformation of eros in society along with the g r o ~ n g  propensity for 
self destruction. M a ~ u s e  (1970) believed that the "Freudian conception 
of the relationship between civilization and the dynamics of the in- 
stincts [was1 in need of a decisive correction" (pCp. 20). That is, whereas 
Freud (1949) saw the increased necessi"ly for social and instinctual re- 
pression, Marcuse (1955, 1970) argued that any undelrstanding of socid 
repression bad to be situated within a specific historical context and 
judged as to whether such systems of domination exceeded their 
bounds, To ignore such a distinction was to brk i t  the possibility of ana- 
lyzirrg the difference between the mereise of legitimate authority and it- 
legitimate brrrrs of dominaion. For Mtircuse (19551, Freud had hiled to 
cap"rre in his analysis the historical dynamic of organized domination 
and thus he gave it the slatus and digniq of a biological devdopment 
that was universal rather than historicaly contingent. 
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W i l e  Marcuse (1955) accepts the Freudian notion that the central 
conflict in society is between the reality principle and the pleasure prin- 
ciple, he rejec& the position that the latter had to aqust to the former, In 
other words, Freud (1949) believed that "the price of civilizaion is paid 
h r  in forfeiting happiness through heightening of the sense of guilt" Q. 
114). This is important because at the care of Freud's notion that hu- 
maniq was hrever condemned to diverting pleasure and sexual energ  
into alienating Iabor was an appeal to a transhistorical "truth: that 
scareiq was inevitable in socieq and that labor was inherently alien&- 
ing. In opposition to Freud, Marcuse ( 1955) argued that the rclality prin- 
ciple referred to a particular form of historical existence when scarcity 
legitimately dictated instinctual repression. But in the contemporary 
period, such conditions had been supemeded and as such abundmce, 
and not scarcity; characterized or informed the reality principle govern- 
ing the adwnced industrial countries of the VVest. 

In order to add a more hitly historical dimension to Freud's analysis, 
Mareuse (1955) introduced the notions of performance principle and 
surplus repression, By arguing that scarcity was not a universal aspect of 
the human condition, Marcuse (1955, 1970) claimed that the moment 
had arrived kvithin the industrial West when it was no longer necessary 
to submit men and women to the demands of alienating labor, The ex- 
isting rt3aliQ principle, which Marcuse (1955) labeled as the perbr- 
mance principle, had outstripped its historical function, i.e., the sub- 
limaion of eros in the interest of socialty necessary labor, The 
perhrrrlance principle, with its emphasis on technocratic rclason and 
exchange rationality; was, in Mareuse's (41955) terms, bath historically 
cantingent and soeialXy repressive. As a relatively new mode of domina- 
tion it tied people to values, ideas and social practices that blocked their 
possibilities I"or gratification and happiness as ends in themselves. 

In short, Marcuse (1 955) believed that inherent in Marxk view of soci- 
eta1 abundance and Freud's theory of instincts was the basis I'or a new 
perkrmance principle, one that was governed by the principles of ss- 
cially necessary labor as well as by those aspects of the pleasure princi- 
ple that integrated work, play, and sexudity This leads us ta Mareuse's 
second important nation, i.e., the concept of surlplus rep~ssion. The ex- 
cessiveness of the existing nature of domination could be measured 
through what Marcuse (1955) labelect as surplus repression. Making a 
distinction between socially useful repression and surplus repression, 
Mareuse (1955) claims that: 

Within the tot& structure sf the repressed personali~, surpilus repression is 
that portion which is the result of specific societal conditions sustained in 
the specific act of domination. The extent of this surp2us-repression pro- 
vides lihe samdard of measurement: the smaller it is, the less repressive is 
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the stage of civfiizatiorr. The distinction is equivalent to that between the 
biological and the histsricd sources of human suffering, (pp, 87-88) 

According to Marcuse (1955, 19701, it is within this dialectic& inter- 
play of the personality structrtzre and historically conditioned repression 
that the nexus exists for ~ncwering the historical arzd contemporary na- 
ture of domination. Domination in this sense is twice histon.cal: first, it 
is rooted in the historically developed socio-economic conditions of a 
given society; second, it is rooted in the sedirnented history or personat- 
ity stmcturc: of individuds. In spe&ng of domination as a psy chologicd 
as well as political phenomenon, Mareuse (1955, 1970) did not give a 
blank check to wtzolesale gratificaion, On the contrary, he agreed with 
Freud that some forms of repression wem generdly necessary; what he 
objected to was the unnecessary repression that was embodied in the 
ethos and social practices that characterized social institutions such as 
the school, workplace, and family. 

For Marcuse (1969) the mast penetrating marks of social rep~ss ion  
are generated in the inner history of indi~drtals, in the "needs, satisfae- 
tions, and values which reproduce the servitude of human existence" (p. 
6). As such needs are mediated and reinfoxed through the patterns and 
social routines of everyday life, and the "false" needs that perpetuate 
toil, misery, and aggressiveness become anchored in the personality 
structure as second nature. That is, the historical character of such 
needs is ""frgotten" and they become reduced to pallerns of habit. 

In the end, Marcuse (1955) grounds even Freud's important nation of 
death instinct (the autonomous drive that increasingly leads to self de- 
struction) in a radicd problematic, That is, by claiming that the primary 
drive of humaniv is pleasure, Marcuse (1955) redefines the dealh in- 
stinct by arguing that it is mediated not by the need for self destruction, 
although that is a form it may take, but by the need to resolve tension. 
Rooted in such a perspective, the death instinct is not only redefined, it 
is allso politicized in that Marcuse (1955) argues that in a non-repressive 
socieq it would be subordinated to the demands of eras, As such, Mar- 
cuse (1955, 1969) ends up supporting the FrarzkIirrt School's notion of 
negative thinking, butt with an important qualification, He insists on its 
wtue as a mode of critique, but he equally insis& that it is grounded in 
socio-economic conditions that can be transformed, Thus, it is the 
promise of a better .future rather than despair over the existing nature of 
socieq that informs both Mareuse5 work, and its possibifities as a mode 
of critique far social educators. 

The relevance of Mareuse's analysis for educational theory becomes 
obvious in the mare recent work of Pierre Bourdieu (19"7a, 197%). 
Bourdieu argues that the school and other social institutions legitimate 
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and reinforce through specific sets of practices and discourses class 
based systems of b e h a ~ o r  and dispositions that function to reproduce 
the existing dominant society; As such, Bourdieu extends Mareuse" in- 
sights by pointing to a notion of learning in which a child internalizes 
the cultural messages of the school nor only via the latter's official dis- 
course (symbolic mastery), but also through the messages embodied in 
the 'insignificant' pracices of daily classroom life. Bourcfieu (1977b) is 
worth quoting at lengglh on this issue: 

[Schools] . . . set such a store on seemingly most insignificant details of 
dress, bearing, physicd m d  verbal manners, . . . The principles embodied 
in this way are placed beyond the grasp of consciousness, and hence can- 
not be touched by voluntary, deliberate transformation, cannot even be 
made explicit. . . . The whole trick of pedagogic reason lies precisely in the 
way it extorts the essentid white seeming to demand the insignificant: in 
obtdning respect for farms m d  forms sE respect which constitute the most 
visible and at the same time the best hidden manifestations to the estab- 
lisÎ ted order. [pp, 94-95] 

Unlike Bourdieu, Marcuse believes that historically conditioned 
needs that function in the interest of domination can be changed, That 
is, Marcuse (1.955) argues any viable form of political aaion must begin 
with a notion of politicd educa.ion in which a new language, qualita- 
tively different social relations, and a nekv set of values would have to 
operate with the purpose of creating a new environment "h which the 
nonaggressive, erotic, receptive heulties of man, in harmony with the 
consciousness of freedom, strive for: the pacification of man and nature" 
(Marcuse, 1969, p, 3 0 .  Thus, the nation of depth psychology developed 
by the Franklirrt School not only provides new insights into how subjec- 
tivities are formed or how ide~logy functions as lived experience, it also 
provides theoretical tools to establish the conditions for new needs, new 
syslems of values, and new social practices that take seriously the im- 
peratives of a critical pedagogy; 

Conclusion 
m i l e  it is impossible to elaborate in any detail what the implications of 
the work of the Frankfurl: School might be for theories of social educa- 
tion, T can point briefly to some general considerations. T believe it is 
dear that the thottgirlt of Ihe Frankha School provides a major challenge 
and stimulus to educationd theorists vvho are critical of theories of social 
education that are tied to functionalist paradigms based on assumptions 
drawn from a posi t i~st  rationality, For instance, against the positivist 
spirit that infuses existing educational theory and practice, whether it 
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takes the form of the Tyler model or various systems approaches, the 
Frankfurt School offers an historical analysis as well as a penetrating 
philosophical framework that indict the wider culture of positivism, 
while at the same time providing insights into how the latter becomes in- 
coqorated within the ethos and practices of schools. Though there is a 
growing body of educational literature that is critical of positivisl ratio- 
nality in schools, it lacks the sophistication found in the work of the 
Frankfurt School, Moreovec even some of the better histories of crrtrricu- 
turn theory and social education have failed to analyze the positivist un- 
derpinnings of cumiculuim development within a wider hismricd con- 
text, one that demonstrates the relationship between. the dominant 
culture of positivism and the mechanisms of schooXing (Giroux, 1981a 
and Wexler, 1996). Similar@, the inlpolrlance of historical consciousness 
as a fundamental component of critical thinking in the Frankhrt School 
paradigm creates a minable epistemological terrain upon which to de- 
velop modes of critique t h a  illuminate the interaction of the social and 
the personal, on the one hand, and history and private experience on the 
other, Through this form of analysis, dialectical thought replaces posi- 
tivist forms of social inquiry, That is, the logic of predictability, verifiabil- 
ity transferability; and operationalism is replaced by a dialectical mode 
of thinbng that stresses the historical, relational and normative dimen- 
sions of social inquiry and school knowledge. 

In addition, the Frankhrt School's theory. of culture offers new con- 
cepts and categories for analyzing the role that schools play as agents of 
social and cultural reproduction. By illuminating the relationship be- 
tween power and culture, the Frankfurt School provides a perspective 
on the way in which dominant ideologjes are constituted and mediated 
via specific cultural formations. The concept of culture in this sense ex- 
ists in a particular relationship to the material base of society; and the 
explanatory power of such a relatiorrshig is to be hund in making prob- 
lematic the specific content of a culture, its ~lat ionship to dominant 
and subordinate social groups, the socio-historical genesis of the ethos 
and practices of legtinsaing cultures and their role in constimting rela- 
tions of domination and resistance. Fur example, by pointing to schools 
as cultural sites that embody conflicting political values and practices, it 
becomes possible to investigate how schools can be studied as an ex- 
pression of the wider organization of society, paflicularly with respea to 
the class and gender based nature of the cantent, methods and modes 
of educational research that characterize school life.. Mareuse's ((L9642 
study of language, Aclorno9s (1976) andpsis of the sociology of music, 
and Horkheimer's (1972, 1974) investigations into the normative 
grorlnding of theory provide a number of theoretical construcls through 
which te investigate the socially constrlrcled nature of school experi- 
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ence and to weigh the truth claims inherent in such expen.ences against 
the reality of the existing society 

The treatment of culture as a political entity in the work of the Frank- 
furt School also points to a mode of analysis by which educators can de- 
velop theories of social education that give a central role to the history 
or culmral cayital that students from different groups bring Evith rtlern 
to the school. IS: is no small maller to argue that students need to affirm 
their own histories through the use of a language, set of practices, and 
subject matter that dignifies the culmral consmcrs and experiences 
that make up the tissue and texttlrr: of their daily lives, Once the affirma- 
tive nature of such a pedagogy is established, it becomes possible for 
students, esgeeiallly those students who have been traditionally voice- 
less in schools, to learn the skills, knowledge, and modes of inquiry that 
wi11. alllow them to analyze critically what role the existing society has 
played in both shaping and thwarting their aspirations and goals. More- 
over, it is impofiant that such students come to grips with what this so- 
ciety has made of them, how if has incorporated them both materially 
and ideologjcally, and what it is they need to affirm and reject in their 
own hismries in order to begin the process of stmggling Eor a self-man- 
aged existence. 

Unlike models of a functionalist orientation, whether they be drawn 
from a consewtive or radical orientation, the Fmnkfrtrt School5 theory 
ofcu1tul.e also stresses the importance of consciousness and subjectivit-y 
in the process af learning and self-formation. While it is true that 
lacforno, Marcuse, and HorMreirrler placed a heavy might on the notion 
of domination in their analysis, and the integration of the masses into 
the existing socieq, 1 believe that such an emphasis was meant to high- 
light the bmes of social and political domination at a time when it was 
difficult to understand or ewn recognize the natitzre of such domination. 
Such an analysis was not meant to domglay the importance of human 
intervention or the possibilities b r  social change; in fact, the notion of 
hope and the possibility of transcendence were embodied in the Frank- 
furt School's notion of critique. That is, inherent in the latter view was 
the idea that a better world was possiMe, that people could speak, act, 
and think in terms that spoke to a qualitatively better life. Thus, the no- 
tion of critique and the demlapment of an active critical consciousness 
were pointed to and focused on as the preconditions for cultural and 
political mobilization. 

Finally, it is clear that almost all theories of social education are too 
cognitive. They lack a depth psychology, as well as an appreciation of a 
sensibility that points to the importance of the sensual and imaginative 
as central dimensions of the schooling experience, The Frankfurt 
School's notion of depth psycholof~y~ especially Marcuse's work, opens 
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up new terrain h r  developing a critical pedagow, In other words, it 
speaks to the need to fashion new categories of analyses that will enable 
educators to become more howledgeable regarding how teachers, stu- 
dents, and other educationd workers become part of the system of so- 
cial and cultural reproduction, particularly as it works tl~rough the mes- 
sages and values that are constituted via the social praaices of the 
hidden curriculum (Giroux, 1981~). By acknowledging the need for a 
critical social psychology; educators can begin to identifi how ideolo- 
gies get comituled and they can then identify and reconstruct social 
practices and processes that tore& rather than continue existing forms 
of social and psychological domination. 

The task of translating the work of the Frankfurt School into terms 
that inkrm and enrich educational theory and practice will be difficult, 
especially since any attempt to use such work will have to begin with the 
understanding that it conrains shortcomings and that in addition such 
work cannot be imposed in grid-like fashion onto a lheory of social edu- 
cation. For instance, the Frankhrt School theorists did not develop a 
comprehensive theoretical approach for dealing with the patterns of 
conflict and contradictions that existed in various cultural spheres; 
moreover, they never developed adequately the notion of dual con- 
sciousness, That is, the contradictory modes of thinking that character- 
ize the way most people view the world were not explored adequaely 
nor were such modes of thinking analyzed ca~fulliy enough with respect 
to the value they mi&t have for de-veloping coumer-hegemonic strug- 
gles, As such, the notion of resistance ~llas underplayed by the Frankfurl 
School, 

Any attempt to read the work of Adorno, Mareuse, and Horbeimer, 
then, must be done crilically and then it must be applied selectively 
kvithin the specificity of the context in which it will be used, It should 
atso be srressed that beyand the complearity and shortcomings inhercsnt 
in such work, there are the structural and political constraints that may 
prevent teachers and others from incorporating it into their educational 
experiences. To use such work presupposes the development of a mode 
of radical pedagogy that might encounter enormous resistance and 
even endanger one's job. These constraints cannot be taken lightly; even 
though s ~ ~ c h  risks are irlvolwed in all struggles that alternpt to strive for a 
better sociev and world, Thus, the condirlorls under which this work is 
ta be used have to be given serious thought or one may fill into the trap 
of either expecting too much too soon from such work or one may at- 
tempt to abstract it from the context in which it is to be used and be un- 
able to deal with the way in which such a context might resist or alter the 
nature of such a theoretical approach. If ane is to avoid the pitfalls of ei- 
ther a false utopianism or an equally false despair, the theoretical in- 
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sights gleaned from the work of the Franhrr: School must be mediated 
by the ideological and material conditions that give meaning to specific 
school settings and classroom sites. Finally, il is irnportaxll: to note that 
while schools are not the sole sites for implementing social change, they 
do offer an important terrain on which to proGde future generations 
EVirll new  way^ for thinking about the building of a morij just socieq. The 
work of the Frankfug School provides a major contribution to educators 
who want to play a role in helping students think, and struggle in the in- 
terest of a better world. 
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Ideology and Agency in 
the Process of Schooling 

EDIICPir"Ie)Mm 'FHECIIXY A I D  PIUe'11Clt.i stand at an impasse. 
Despite the important outpouring of work in the last decade on such 
topics as the hidden curriculum, class and gender reproduction, ideof- 
ogy and culture, and lheories of the state and schooling, educational 
theorizing remains trapped in a dualism that separates issues of human 
agency from stmctural anatyses, Both traditional and radical perspec- 
tives on schooling are caught in a theoretical straiqackel that either sap- 
presses the significance of human agency and subjectivity; or ignores 
those structural determinants that lie outside of the immediate experi- 
ences of teachers, administrators, students, and other human actors. 
The absence of a full consideration of the dialectic: between conscious- 
ness and structure in the work of radical educational theorists is at the 
root of their failure to develop a morr: critical theory of schooling, This 
becomes particularly clear in those modes of discourse that presuppose 
that schools are memly agencies of social and cultural repmdrtction. In 
these all too familiar accounls, power and agency are altributes almost 
exc2usiveXy of the dominant classes and the institutions they control. 
Even where resistance, agency, and mediaion appear in accounts of the 
"excluded majon.ties'9in the schools, such constmcts are situated within 
the context of a paralyzing pessimism that often consigns them to the 
logic ddefeat and domination rather I-han to the imyeratiwes of struggXe 
and emancipation (Girowr, 1981). 

Central ta the demlapment of a radical pedagogy is a reformulation of 
this dualism bemeen agency and structure, a reforrntllatiun that can 
make possible a critical interrogation of how human beings come W- 
gether kvithirz historically specific social sires such as schools in order to 
both make and reproduce the conditions of their existence, Essential. to 
this project is a fundamental concern with the question of how we can 
make schooling meaningfin1 in order to make it critical, and how we can 
make it critical in order to make it emancipatory. X will argue in this 
essay that the precondition for the development of a critical lheory of 



"7 2 1deobgy and Agenv in, the Procm of SchoaEing 

schooling is a reworking of the notion of ideologp; i is through a fuller 
understanding of ideology that a theory. can be developed which takes 
seriously the issues of agency, stmggte, and critique, It is to an explo- 
ration of this issue that I wilt now turn, 

Ideology and Educational Theory and Practice 
The relationship between ideology and schooling is problematic. In 
part, this results from the powrful influence that technocratic rational- 
ity has exercised hidoricdly on the development of educational theory 
and practice. Within this tradition, the fact that schools are both idea- 
logical afid irlarltctional sites has been ignored, W;dded to the celebra- 
tion of facts and the management of the "visible,'>asili-rrist rationality 
excludes from its perspective those categories and questions that point 
to the terrain of ideology, Fixated on the logic of immediacy, such theo- 
rists found rehgc in the world of appearances and thus rclfused to inter- 
rogate the internal logic of the- curriculum in order to reveal its hidden 
meanings, strucrttred silences, or unimnded trudls, Notions such as 
"essence," "I'alse consciousness, and immanent critique were sakIy 
tucked away in hvor of the discourse of administration, management, 
and efficiency Coxlse~emly, there has been little roam within the logic 
of dominant educational theory and prizctice to deconstruct the estab- 
lished meanings and received practices that characterize the dq-to-day 
workings of schools, 

From a radically diRerent perspet;ive, Marxism has had a long and ex- 
tensive tradition in which ideolaf;35" has played a significant role as a crit- 
ical concept in the ongoing critique of capitalisxn and its institutions, 
However, within that trizdition the meaning and applicabijity of the no- 
tion ofideolom has remained elusive and equivocal (Surnner, 1979; h r -  
rain, 1979). The result has been that Mamist thought, with few mcep- 
tions, has failed to develop a systematic treatment of the concept; 
consequently; the concept of ideology as a heuristic and criticd theoret- 
ical tool has not played a roite consistent with its potential in radicaI the- 
ory and practice, 

The Marxist tradition is not informed by a unitary concept of ideol- 
op;y; one finds instead a plethora of ixlterpretations and malyses of the 
meaning and value of the concept. h a n g  these wide ranging interpm- 
tations there are hints and fleeting images of what the theoretical terrain 
of ideology might look like; needless to say, if the relation between 
schooling and ideology is to be tmder&ood, the most important of these 
theoretical insights need to be identified and integrated into a more 
comprehensive theoretical framework, Thus it is important to interro- 
gate the dominant Marxist versions of ideology in order to see what is 
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missing from them. This in turn demands a brief crilical analysis of 
some of the assumptions that underlie the ofrcen contradictory and com- 
plex tre-ent of ideology in current Mardst social theory, 

I think it is accurate and fitting ~ . o  begin by arguing that ideology in the 
most traditional and orthodox Mamist- sense has been primarily con- 
cerned with relations of domination rather than with the reIations of 
struggle and rctsislanee. One consequence has been a host of interprclta- 
tions that define ideology in largely pejorative terms: as false conscious- 
ness (Marx, 19"i"), as nonscientific beliefs (Nthusser, 19691, or as a set of 
beliefs that function so as to legililnize domination (Waiberrrras, 1975). In 
these interpretations, ideology Etas operated at such a high level of ab- 
straction that it praGdes few clues as to how subjectivities are consti- 
tuted in schools; by denying the cornpla and contradictory nature of 
human. consciousness and b e h a ~ s r ,  these accounts suppress the possi- 
bilities of mediation and resistance, Ideology has also been treated by a 
smaller number of Marxist theorists in the positive sense as a set of be- 
liefs and modes of discourse constructed to satisfy the needs and inter- 
ests of specific groups. For example, Lenin (1.971) viewed ideolow as a 
positive force to the degree that it provided the working class with the 
attitudes and skius necessary for self-determination. Similarly; Gouldner 
(1976) has made one of the most compelling attempts to rescue ideology 
from its pejorative status by arguing that all ideologies contain the pos- 
sibility b r  dwelaping a critical view of the world. Howevelr, in addition 
to the queslion of whether ideology is to be viewed in a positive or pejo- 
rative light there is a related question as to whether ideolog should be 
criewed primarily in objective or subjective terms. For instance, both AE- 
thusser (1969,1971.) and Volosilrov (19731 view ideology as having a ma- 
teriality rooted, rclspeclively, either in practices produced in Ideological 
State Apparatuses such as schools, or in the materiality of language, rep- 
resentalions, and "'signs." For bath Xtthusser and Volosinov, ideologies 
addwss and constitute the humm subjea, But the human subject is the 
missing referent here, as are relations of struggle waged outside the 
"textt" among real human beings who bleed, cry, despair, and think, On 
the other hand, the subjective and psychological character of ideology 
can be found in the work of critical theorists such as Mareuse (19641, or 
in the work of czllturafists such as Wltictms (19'1'7) and Thompson (1966). 
In these perspectives, either ideology is situated within the psgrchic 
structitzre of the oppressed or it is the central, active force constituted 
through shared experiences and common interests. 

In the Marxist tradition, then, there is a central tension between a 
criew of ideology as an all-encompassing mode of domination and a view 
of ideolom as an active force in the construction of human agency and 
critique. Similarly, there is a tension between the notion of ideolog as a 
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material force and ideology as a mode of meaning, Each of these posi- 
tions is by itself "cearetically flawed, and each alone is only partialty use- 
hrll in providing a criticd theory of ideology for radical educaors. In 
order to constituk a theory of ideology as the basis for a critical theory 
of schooling, it wilt be necessary to situate it within a theoretical per- 
spective that takes seriously rhe nation of human agency, struggle, arzd 
critique. 

Ideology: Definition, Locations, and Features 
Any definition of ideoloa has to wrestle not only with the question of 
what it is but also with the question of what it is not, I want to begin with 
the latter point. One view of ideology in particular that must be aban- 
doned before the concept can be rescued from its own history is the AI- 
thusserian notion that i d e o l o ~  exists in materid appar-ses artd has a 
mderiaf existence. As Johnson (1 979a) points out, Althusser's argument 
transhrms a ""genuine insight" into a ""rcklless hyperbole" Q. 591. To 
argue that ideologies are located in concrete social practices and have 
specific el'fects on such practices is art important insight, but to s t ~ t c h  
the meaning of ideology to make it synonymous with, the material world 
so generalizes the concept as to render it meaningless as an analytical 
tool. Moreover, this definition of ideology falsely collapses the distinc- 
tion between ideological struggle and material struggle. That is, it con- 
fuses slruggjes over meanings, discourse, and representation with strug- 
gles over the concrete appropriation and control of capit"!, terrilory, and 
other such resources, Of course, both hrms of struggle are related, but 
they cannot be collapsed into each other. For example, schools are ettt- 
tural apparauses involved in the production and transmission of ide- 
ologies. Xt is one thing to talk about the school as a site where conflicting 
ideologies are fbught over, a site where a conflict is waged over relations 
of meaning; it is mother rhing altogether to view schools as political and 
ecsnornic institutions-material ernbodirnents of lived experience and 
historically sedimented antagonistic relations-that need to be seked 
and controlled by subordinate groups so they can be used in the inter- 
ests of stlch, groups, 

The distinction b w e e n  i d e o l o ~  and the materiality of culmre is an 
important one; it cannot be reduced to a simple dualism of ideas coun- 
terposed t~ materid reality, The relation is more complex than this. On 
the one hand, ideolow can be viewed as a set of representations pro- 
duced and inscribed in human consciousness and behavior, in dis- 
course, and in lived experiences, Qn the other hand, ideology is can- 
cretized in various "texts," material practices, and material forms, 
Hence, the character of ideology is mental, but its effects are both psy- 
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chologicd and behaviural; they are not only felt in human action but are 
also inscribed in material culture, Thus, ideolam as a construct includes 
a notion of mediation. that does not limit it to an ideal form (Arono~tz, 
1981). I want to argue that ideology has an active qualim the character 
of which is defined by those pmcesses "by kvbich meaning is produced, 
challenged, reproduced and transformed" "arrett, 1980, p, 917"). Within 
this perspective, ideology refers to the production, consumption, and 
rep~sentatiton of ideas and behavior, aXX of which can either distort or iX- 
lulrtixlate the nahre of real@, As a set of meanings and ideas, ideologies 
can be either cohemnt or contradictory; they can function within the 
spheres of both consciousness and unconsciousness; and, finally; they 
can exist at the level of critical discourse as we11 as Fzrithin the sphere of 
taken-Ear-granted lived experience and practical behavior (Buurdiett, 
197°C B~ourdieu & Passeron, 1977; Giddens, 19799; Mareuse, 1955). The 
comyleliiq of the concept is c a y t u ~ d  in. the notion that while ideology 
is an aclive procew hvolving the production, consumption, and repre- 
sentation of meaning and behavior, it cannot be reduced to either con- 
sciousness or a system of practices on the one hand, or to either a mode 
of intelligibili~ or a mode of mystification on the other. Its character is 
dialectical, and its theoretical strengh stems both from the way it shuns 
reductionism, and from the way it bridges the seemingly contradictory 
moments mentioned above. 

But a number of quaXifications must be made if the definition of ideol- 
ogy developed thus far is to be prevented from collapsing into the kind 
of sociology of knowledge that, as Adorno (1961) remarks, suffers from 
the wakness of calling "exrphing into question and criticizing noth- 
ing" @. 37). While the charaaeristic feature of ideology is its location in 
the category of meaning and thou* production, its critical potential 
only becomes fully clear when it is linked to the concepts of struggle and 
critique. Wftexl linked to the notion of struggle, ideologr illuminates the 
important relationships among power, meaning, and irztemst, This sug- 
gests at one level the important insight prodded by Marx in his claim 
that ideologies constilae the medium of swuggie among classes at the 
level of ideas (Marx 1969b), as well as the correlary insight provided by 
Gramsci" (12971) comment that ideologies 'brganize masses, and create 
the terrain on which men. move, acquire consciousness of their position, 
struggle, etc." (p. 377). 

Both Marx and Gramsci suggest that any theory of ideolaa has to in- 
clude a theory of power, one that takes as its central concern social an- 
tagonisrrls and class struggle. The linkage of ideology and struggle 
points to the inseparability of knowledge and povver; it emphasizes that 
ideology refers not only to specific forms of discourses and the social re- 
lations they structure but also to the interclsts they hrther (Gouldner, 
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1976). Thus, when Marx (1969a) linked ideolog to the section$ inter- 
ests of dominant groups in society he pointed to a form of ideology cri- 
tique whose function is, in part, to uncover: class-specific mystification 
and to point to concrete struggles aimed at the overcoming of class 
domination. 

This form of ideology critique indicates the need to peneeate beyond 
the discourse and consciousness of human actors to the conditions and 
hundation of their day-to-day experiences, Critique in this sense func- 
tions to uncover fjlsifications and to identify the conditions and prac- 
tices that generate them. Ideology critique in this instance centers 
around a critical analysis of the subjective and objecti.vc: forces of domi- 
nation, and at the same time reveals the transformative potential of alt- 
ternative modes of discourse and social relations rooted in emancipa- 
tory interests. T t i i s  also important to argue that ideology critique 
involves more than critically analyzing modes of howledge and social 
practices in order to determine whose interests they sewe, It is isnpor- 
tant ta recognize that in addition to its functional role in the construc- 
tion and maintenance of the power af dominant social formations, ide- 
ology operates as a relatively autonomous set of ideas and practices, 
whose logic cannot be reduced merely to class interests. Again, its 
meaning and syecificity cannot be ehausted tzy defining its knctional 
relation to class interests and stmggle, In this case, ideology critique not 
only focuses on whether a specific ideofoglir linnctions so as to serve or 
resist class ar ather forms of domination; an the contrary; it also identi- 
fies the contents of the ideologies in westion and judges the "truth or 
falsity of the contents themsel-ves" "dorno, 1973, p, 131). That is, if the 
notions of ideolou and ideology critique are really to serve ernancipa- 
tary class interclsts, ultimately they cannot be sepamtcd from the ques- 
tion of truth claims. It is important to maintain this understanding of 
the transfarmaive and active quality af ideology wlzen we consider the 
link b e m e n  ideology and human agency h both the medium and the 
outcome of Eived experience, ideoloa .Functions not only to limit human 
action but also to enable it. That is, ideology both promotes human 
agency and at the same time exe~ises  force over individuals and groups 
through the ""weight" i t  assumes in dominant discourses, selected forms 
of soeio-historical knowledge, specific social relations, and concrete 
material practices. Ideology is something we all participate in, and yet 
we rarely understand either the historical constraints that produce and 
limit the nature of that participation, ar what the possibilities are for 
going beyond exlisting parameters of action in order to think and act in 
terms that speak to a qualitatively better existence, The nature of ideol- 
om and its itsehlness as a critical constmct for radical pedagogy car1 be 
further iHuminc?ed by focusing on its location and functions within 
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what I choose to call its operational field. In the most general sense, ide- 
ology operates at the level of lived experience, at the Ievel of representa- 
tions embedded in various cultural artifacts, and at the level of messages 
signified in material practices produced within cefiain historical, exis- 
tential, and class traditions. X want to examine briefly the relations be- 
meen i d e o l o ~  and each of these respective locations while concentral-- 
ing primarily on how ideology funaions at the level of lived experience. 
In doing so, X will hrther delineate a notion of i d e o l a ~  critique and its 
retevmce to radical pedagoa. 

Ideology, Human erience, and Schooling 
Central to understanding how ideology hnctions in the intewst of social 
reproduction is the issue of haw ideoloa works on and through individ- 
uals to secure their consent to the basic ethos and practices of the domi- 
nant socieq, Equally irnpoflant for an understmding of how ideology 
.functions in the interest of social transhrmation, is the issue of how ide- 
ology creates the terrain for reflection and transformative action, I do 
not believe that the concev of ideology can be located eiher  in the 
sphere of consciousness, as in traditional Marxism, or exclusively within 
the realm of the unconscious, as Althusser (1 969,1971) and his followers 
argue. Foljowing Gmmsci (19'71), 1 want to argue that human behavior is 
rooted in a complex nexus of structured needs, common sense, and crit- 
ical consciousness, and that ideolow is located in all of these aspeds of 
human behavior and thought so as to produce multiple subjectivities 
and perceptions ofrhe world and everyday life. The interpace of ideology 
and indiGdual experience can be located kvithin three specific areas: the 
sphere of the unconscious and the structure of needs; the realm of com- 
man sense; and the sphere of criticaX consciousness. Needless to say; 
these areas cannot be neatly defined nor do they exist in isolation, But 
by using them we can move from an analysis focusing on whether con- 
sciousness is true or false, to the more fundamental issue of what con- 
sciousness is and how it is constitLlled. Moreover; the argument that ide- 
ology exists as part of the unconscious, common sense, and critical 
consciousness points to an ideological uni-vene in which contradictions 
exist both in and outside of the individual. This is similar to Williams's 
(1977) argument that the ideological field in any given society includes 
contradictions within and between what he calls emerging, residual, 
and dominant ideologies. Meaning as it is produced and rectiived within 
this complex of ideologies and material forces is cleariy not ~ d u c i b l e  to 
the indiddual but has to be understood in its articulation with idealogi- 
cat and material forces as they circulate and constitute the wider socieq. 
In other words, ideolow has to be conceived as both the sorrree and ef- 
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liect of social and instimtional practices as they operate within a sociev 
that is characterized primarily by relations of domination, a society in 
which men and women are basically unfree in both objective and sub- 
jective terms. This becomes clearer i h e  emmine the relations between 
ideoloa and these three spheres of meaning and b e h a ~ o r  separately 

Ideology and the Unconscious 
Traditional M a r ~ s m  limited the parameters of ideolou almost exctu- 
sively to the realm of consciousness and the notion of domination, Lost 
from these approaches was any attempt to anatyze the effects of ideol- 
ogy on the body and the s trumre of personaliv* In other words, there 
were very few attempts to examine how ideology produced effects at not 
only the level of knowledge but also at the level of needs and desires, 
Locked within a theoretical straitjacket that defined ideology as 
"merely"' oppressive, orthodox Marxism failed to explore either how 
people acted against their own interests, thereby sharing in their own 
oppression, or what compelled them to stand up and resist oppression 
in the face of intolerable odds, Foucault (1980) raises this point 
poignantly in his comment: ' M a t  enables people . . . to resist the Gulag 
. . . what can give Ithem] the courage to stand up and die in order to 
utter a word or a poem?" '(p, 1361. 

Within the last few decades, Marcuse (29551, Althusser (19691, and 
others have aerxlpled to reconstmct the meaning of ideology and to 
demarcate its location and effeas so as to include the spherclt of the un- 
consciousness and the structure of needs, Althusser's ((2969, 197l.1) insis- 
tence that ideology is grmnded unconsciously represenls a major con- 
tribution in redefining the meaning and workings of the concept. It 
points to the limits of consciousness in explaining the nature of domina- 
tion while simultaneously pointing to the power of the material prac- 
tices and social relations through which people live their experiences 
and generate meanings. But although Althusser provides a service in 
linking ideology to the unconscious, he is still trapped withi11 a notion of 
domination that leaves litde room for resistance, or, for that mater, for a 
dialectical notion of ideoIam. 

The work of the Frankfurt School, especially Mareuse's ((1955) analysis 
of how idealow becomes sedimented as second nature in the strucmre 
of needs represents a much m o ~  productive starting point for inmsti- 
gating the link between ideology arzd its unconscious grounding, Mar- 
cuse claims that domination is rooted historicdly not only in the socio- 
ec~nomic conditions of society, butt also in the sedimented history or 
structure of needs that constitute each persons disposition and person- 
ality For Marcruse, ideolow as reprctssion is a historical conslmtct rooted 
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in the reified relations of everyday life, relations charaaerized by ""the 
submission of social reality to forms of calculabiXity and control'' peen- 
berg, 1981, pp. 62-53). Lukaes (1968) points to the social character of re- 
pressive ideology in his notion of reification, in which concrete relations 
between human beings are made to appear as objectified relations be- 
tMJeen things, Morno (196"7--1958) and Mareuse (1955) capture the sub- 
jective dynamic of reification in the concept of second nature. For them 
ideoloa as reification implies a mode of unconsciousness in which the 
fli-ricdty contingent nature of social ml&ions under capitalisrrl has 
been ""fargotten'hnd takes on the appearance of mflhic permanence 
and unchanging reality; Tdeolaa as second nature is history congealed 
into habit, rooted in the very strucmre of needs, Thus, ideology not only 
shapes consciousness but also rclaches into the depths of personality 
and reinfol-ces through the patterns and routines of everyday life needs 
that limit "the free self activiq of social indi~duals and . . . their quafita- 
tively many sided system of needs" (Heller, 1974, p, 104). 

Unlike Atthusser (19"i"l) and Bourdieu (19771, who cast the connection 
between ideology artd the unconscious in modes of ironclad dotnina- 
tion from which them appears no escape, Mamuse (1955) and Heller 
(19%) treat the linkage dialectically and posit its emancipatory as well 
as dominating possibilities. For inslance, both theorists argue that since 
needs are historically conditioned they can be chmged. Moreover, the 
unconscious grounding of ideology is rooted not only in needs that are 
represshe but also in needs that are emancipatory in nature, i.e., needs 
based on meaningfrtl social relations, comrnunig, freedom, creative 
work, and a fulfy developed aesthetic sensibili"ry; This emphasis on the 
cantradictory nature of needs reveals the tensions within the personal- 
ity stmaure as well as the corresponding tensions in the larger society, 
Inherent in these contradictory tensions is the possibility of the full and 
many-sided development of ""radical" needs and the elimination of the 
conditions that reprclss them, Thus, ideolow as located in the uncon- 
scious is both a moment of self-creation and a force for domination. 

A number of important questions emerge from this analysis, tbvo of 
which will be explored below. First, what elemenb of ideolog critique 
can be developed from the analysis provided by the Frankfurt School 
theorists and Heller? Second, what is the relevance of this type of ideol- 
o w  criEique for a theory of schooling? 

The critique of ideology as grounded in the uncanscious proddes the 
basis for an analysis of those aspects of everyday life that structure 
human relaions in order to rewd their historical genesis and the inter- 
ests they embody. m a t  appears as ""natural" must be dem~tified and 
rewded as a historicd production both in its content, with its unreal- 
ized claims or distorting messages, and in the elements that structure its 
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form, Ideology critique becomes historical in a double sense: on the one 
hand, it reaches into the history of social relations and remals the truth 
or falsiq of the underlying logic that structures such relations; on the 
other hand, it probes into the sedimented history of the personality and 
attempts to illuminate the sources and influences at work in the very tis- 
sue of the need and personalil-y structure, In addilion, it poims to the 
importance of identiQing, analyzing, and transbrming those social 
practices that sustain the gap between econamic and cultural wealth 
and the reality of human impoverishment. Furthermore, ideology cri- 
tique wilhin this perspective s u g g e s ~  the impoflance of educating peo- 
ple to recognize the interest structure that limits human freedom, while 
simultaneously calling for the abolition of those social practices that are 
its material embodiment. Heller (1974) is quite correct in arguing that 
h r  radical needs to be developed, individuals and groups have to nur- 
ture an ongoing self-critical awarc3ness of their existence while at the 
same time developing qualitative@ d i f f e~n t  social relations to sustain 
them. 

m a t  is crucial to recognize is the role that needs play in structurhg 
our behavior, whether it be in the intercltst of social and cultural repro- 
duction or in the interest of self-determination. If we are to take human 
agency seriously, we mus( acknowledge the degree to which historical 
and objective societal forces Ieave their ideological imprint upon the 
psyche itself* To do s s  is to set the groundwork for a critical encounter 
bemeen oneself and the dominant society and to achowledge what 
this society has made of us and what it is we no longer want to be. Fi- 
nally; ideoloa critique as it is applied to the unconscious grounding of 
human behavior becomes mearlirlgfEtl only if it is ultimately explored in 
relation to consciousness and the possibiliw of a. critical monitoring of 
the relationship betliiveen consciousness and the structures and ideolo- 
gies that make up the dominant socieq. 

The implications of this hrrn of ideolog cririque for educat-ional the- 
ory and practice center primarily around the detrelopment of a depth 
psychology that can unravel the way in wtzieh historically specific expe- 
riences and traditions get produced, reproduced, and resisted at the 
level of daily school life, This approach points to two mrSljor concerns, 
First, it points to the need to identify the tacit messages embodied in the 
day-to-day routines that stmcture all aspects of the school experience 
and to uncover the emancipatory or repressive intel-ests they serve, It 
also suggests developing a mode of critique that comprehends the 
forces at work that mediate between the stmctural relations of schooling 
and their lived effects. Students bring different histories with them to 
school; these histories are embedded in class-, gender-, and race-spe- 
cific interests that shape their needs and behavior, often in ways they do 
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not understand and oRen in ways that work against their own interests, 
To work with working-class students, for instance, under the purported 
impem of a radical pedagom would mean not only changing their con- 
sciousness, but simultaneously developing social relations that sustain 
and are compatible with the radical needs in which such a conscious- 
ness would have to be grounded in order to be meanin@ul. A case in 
point would be developing a pedagogy that made wrk-Ing-dass sexism 
an object of analysis and change* It would be essential that such a peda- 
gogy not only imerrogate the language, ideas, and relations that are in- 
forrrred by the logic of sexism, but that it be developed within classroom 
social relations based on nonsexist principles and concerns, Second, 
this approach to radical pedagogy pain& to the need for an nnderstand- 
ing by teachers of the relation between cultural capital and ideology as a 
basis for confirming the experiences that students bring with them to 
the school, Students must first view their owrl ideologies and cultural 
capital. as meaningful before they can critically probe Ihern. The point 
here may be o b ~ o u s ,  Students cannot learn about ideolog simply by 
being taught how meanings get socially conslructed in the media, and 
other aspects of daily life. Working-class students also have to under- 
stand how they participate in ideollom through their own experiences 
and needs, It is their o m  experiences and needs that have to be made 
problematic to provide the basis for exploring the interface bemeen 
their own lives and the constraints and possibilities of the wider society 
Thus, a rrrdical pedagogy must take seriousfy the task of providing the 
conditions for changing s-ctbJeaiviV as it is consitrrted in the indhid- 
ual's needs, drives, passions, and intelligence as well, as chmging the po- 
litical, economic, and social foundation of the wider society; 

In short, an essemial aspect of radical pedagogy centers around the 
need for students to interrogate critically their inner histories and expe- 
riences. It is crucial for them to be able to understand how their own ex- 
periences are rt?inbrr;ed, contradicted and suppressed as a result of the 
ideologies mediated in the material and intellXectuaX practices that char- 
acterize daily classroom life. Clearly, this form of analysis is not meant to 
reduce ideology and its eEfec~s to the sphere of the unconscious; rather it 
is ta a r p e  for its importance as a major component of educational the- 
ory and radical praxis, For it is in the dialectical relations between con- 
sciousness and unconsciousms on the one hand and experience and 
objective reality on the other that the basis for criricd thought and ac- 
tion has to be grorlnded and developed. The prevailing system of needs 
in capitalist s o c i e ~ ,  or any repressive society, must be understood in 
terms of its historical genesis and the interests it embodies and sewes. 
For radical educators, this is the first step in breakjng with the logic and 
institutions of domination. This must be followed by a radicaliz;lt-ion of 
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consdousness and the reconstruction of social relations that materially 
reinforce the logic of emancipatory interests, 

Ideology and Common Sense 
One of the major contributions of Mans. was his insight that canscious- 
ness has to be explained as part of the historical mode of one's eGstence, 
That is, thought and its production cannot be separated from one's 
world; more specifically, forms of consciousness must be recagnked as 
forms of life that are social and historical in nature. At the same time 
Marx (2969b) was equally insistent that while cansciousness is an essen- 
tial component of any aclivity, a critical analysis of sociely has to took 
beyond the level of lived ibelefs and examine the social relations in 
which these beliefs are embedded. For Marx (1969a), Gramsci (1971), 
and otherwestem Marxists, ideology was not eAausted through its rep- 
resenlations in the unconscious. m i l e  the latter is an irngortmt ideo- 
logical sphere it is not the only one. To reduce ideology exclusively to the 
realm of the unconscious is to leave human agents ~ t h o u t  the benefit 
of critical or any other consciousness, Cramsci (197 11, in particular, pro- 
vides insight into the location and effects of ideology in the sphere of 
common sense he called contradictory consciousness, He begins with 
the important assumption that human consciousness cannot be 
equated kvith, or exhausted in, the Isgic of domination. On the contrary 
he views consciousness as a complex combination of good and bad 
sense, a contradictory redm of ideas and behavior in which elements of 
accammadation and resistance exist in an unsteady state of tension, 
More specificallyp common sense in the Gramscian view pain& to a 
mode of subjectiviq characterized by forms of discursive consciousness 
imbued with authentic insigbts into social reality as welt as distorting 
beliefs that serve to mystify and legitimate that reality, In addition, corn- 
mon sense effects and manifests itself in nondiscursive behavior 
marked by the same csmhination of accommadation and resistance, 
However, both discursive and nondiscursive common sense function 
without the benefit of critic& interrogation, It is the grounding of com- 
mon sense in an uncriticaI made of mediation, a made of mediation 
which is unconscious of its rdation to the larger social totalit?r, that is its 
singular characteristic, 

Common sense represents a Iirnited mode of self-consciousnw, one 
that is contradictory in nature and ill-equipped to grasp either the force 
that constitutes it or its ellfects on the social totdity However, Cramsci's 
nation of common sense must be distinguished from views of ideology 
that exist soIely in the unconscious or from norions of false conscious- 
ness. Common sense reprctsents a realm of consciousness informed by a 
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complex of contrasting subjectivities, Disorder rather than harmony 
characterizes common sense; it contains a dialectical interplay of hege- 
monic and insightfttl beliefs and practices. Wi le  agency does not disap- 
pear in this account, it tacks the self-consciousness needed to resolve its 
contradictions and tensions or extend its partial insights into a coherent 
critical perspective through which it can engage its own principles, 
Gramsci (1971) points to this issue in his comment on contradictory 
consciousness: 

The active mm-in-the-mass has a pmcdcitl activiviq, but has no clear theo- 
retical. consciousness of his practicd activify, which nonetheless involves 
understanding the world in so far as it transforms it. His theoretical eon- 
sciousness can indeed be historically in opposition to his activity. One 
might almost say that he has mo theoretic& consciousnesses (or one eon- 
tradictory. consciousnessf : one which is implicit irz his actiGty and which in 
reality unites him with ail his fellow workers in praicticai transformation of 
the red vvsrtd; and one, superficicutiy explicit or verbd which he has inher- 
ited from the past and uncriticdy absorbed, [p, 333) 

Underlying Gramscips discussion of the relationship between ideology 
and common sense are a number of assumptions and implications that 
have relevance for educational theory and practice, First, Gramsci res- 
cues the human subject by positing a notion of ideologp that does not 
obliterate the mediating faculties of ordinary people, At the same time 
he recognizes that while dominaion pre-exists, its e fkas  and outcomes 
are open-ended. Thus, contradictory consciousness does not point pri- 
n3arily to domination or confusion, but to a sphere of contradictions 
and tensions that is pregnant with possibilities for radical change, In my 
view, ideology becomes a critic4 constmct to the degree to uvhich it re- 
veals the trutl~s as well as the concealing function of common sense as 
outlixled by Gramsci. Second, Gramsci's notion of ideology and common 
sense addresses an important dialectical relation between discourse 
and practical actidty. In this view, ideolog exists not only on the Xewl of 
speech and language, but also as lived experience, as praclical conduct 
in everyday life. M a t  Gramsci argues for is a mode of analysis that un- 
covers the contradictory moments in discourse so that they not only can 
be used to reveal their own uxlderfpng interests but also can be restruc- 
tured into a form of critical consciousness that can "make coherent the 
problems raised by the masser; in their practical acti~typl QKarabel, 1976, 
p, l69). In this way, common sense becomes subjected to a critical inter- 
rogation via its own thought processes and practical activity as these 
constitute and reproduce the conduct of everyday life In pedagogical 
terms, this suggests taking the qpil'icatioxls of educaioxlal discourse 
and their attendant social relations and stripping them of their objective 
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or so-calted natural character. Instead of being treated as a given, they 
must be ~ e w e d  tvithin historical and social relations that are produced 
and socially constructed. This leads to a final insight about common 
sense, one that is drawn directly from the work of such Fmnkfufl School 
members as Adorno, Horkheimer, and Marcuse. 

For the FranHurt School, the notion of common sense could only be 
understood by analyzing its dialectic4 relation to the wider social total- 
ity. lnherentt in the form and substance of common sense was the logic 
of commodity structure: that is, common sense was constituted by 
taken-for-granted categories and practical activily divorced from the 
agents and conditions that produced them. Social practices and cate- 
gories appeared objectiried, as unquestioned givens cut off from the 
socio-historical processes and imerests through which they had 
evolved. Within this perspective, ideoXog critique functioned both to 
unmask the messages revealed in common sense and tu interragale the 
truth claims and the societal functions of the interests that structure 
common sense. There is an important dimension of idealom critique in 
this formulation, one that is ixldispensable far a radical pedagogy. Radi- 
cal praclice begins, in this case, with a break from the positivist empha- 
sis on immediacy; an immediacy which, as Schmidt (1481) comments9 
"daily deludes indi~duaXs ~ t h  a nature-like invariance of their life rela- 
tionships'7p. 104). Ideology critique assumes an added dimension in 
this case, In other W O ~ S ,  it posits the need for a historical conscious- 
ness, one that begins with an analysis of the reifications of daily life and 
takes the rigidfied, congealed relations that reduce teachers and stu- 
dents to ""berxrers" of history as the basis for probing into history and dis- 
cociering the conditions that generatecl such conditions in the first place, 
Historical c~nsciolrsness as a moment of idealow critique and radical 
pedagogy; within this perspective, functions "so as to perceive the past 
in a way that bakesj the present visible as a revolutionary moment?' 
(Buck-Morss, 1981, p. 61). This leads us to the relationship b-een ide- 
o lou  and refiective csnsciousness, the most potentially radical of the 
three spheres in which ideolow is located. 

Ideology and Critical Consciousness 
The notion that ideolom has as one of its impoflant features a critic& 
'boment" that situates it in the realm of critical thinking presents a di- 
rect challenge to those theories of ideolom which either reduce ideology 
to false consciousness or disparage it by contrasting it to wftat is termed 
science. X tvant to argue here that ideoloa can act as a critical moment 
in the production ol meaning by illuminating the rules, assutmptions, 
and interests that stmcure not only the rhinking process but also the 
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material such processes take as an object of analysis. The ideological di- 
mension that underlies all critical reflection is that it lays bare the his- 
torically and socially sedimented values at work in the construction of 
knowledge, social relations, and material practices. In other words, it 
grounds the production of knowledge, including science, in a normative 
framework linked to specific interests, As A r o n o ~ t z  (11980) makes clear, 
those who argue for the sciencelideoliogy division reproduce the very 
notion of ideology they critique, i.e., ideology as mystification. He 
wires, "The concept of the scienceiideoXogy anl-inomy is itself ideologi- 
cal because it faih to comprehend that all howledge is a product of so- 
cial relations'' (p. 97). 

To locate a theory of ideoloa in the sphere of critical consciousness 
highlights the normairre basis of all knowledge and points to the active 
nature of human agents in its constructian. The underlyjng grammar of 
idealow finds its highest expression in. the ability of human beings to 
think dialecticdly. To view both the object of analysis and the processes 
inwlved in such analysis as part of a complex made of producing mean- 
ing represents not sinxpty the active side of ideology but its most critical 
dimension, Thus, ideolog implies a process uvheft?by meaning is pro- 
duced, represented, and consumed. The critical aspecmf that process 
represents a rdexive itnde_r&anding of the interests embodied in the 
process itself and how these inerests might be transformed, challenged, 
or sustained so as to promote rather than. repress the dynamics of criti- 
cal thought and action, Ideolog?r in this sense suggws that all aspects of 
everyday life that have a semiotic value are open ta refleaion and cri- 
tique just as it points to the need for a critical attentiveness to aft aspects 
of self-expression, 

Through ideology critique, critical thinking is made more than an in- 
terpretative tool; it is situated within a radical nation of interest and so- 
cial transformation, Critical analysis, in this case, becomes the distinct 
but important precondition for radical prais, with a twofold puvose. 
On the one hand, it folEows Adornog ((1973) insistence that the task of 
ideology critique is the explosion of reification, a breaking through of 
mystifications and a recognition of how certain farms of idealow serve 
the logic of domination. This means not only analyzing the hidden ideo- 
logical etetnen& in m y  object of analysis, whether it be a school curricu- 
lum or a set of social relations, and revealing their social frtnction; it also 
means releasing their unintentional truths, the supp~ssed  utopian eXe- 
ments contained in what they include as well as what they leave out, 
This involves breking apart or deconstmcting the ideas and stmcturing 
principles in a cultural artifact and then placing them in a different 
framework that allows one to see the limits of specific ideas and formal 
properties, while simultaneously discovering the new and vital elements 
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in them that could be appropriated h r  radical purposes, For instance, in 
looking at most literacy models, a radical educator would have to first 
identify the ideology that informs their content arld methodology, It 
might then be possible to appropriae cefiain fundamental aspects of 
the models butt within a theoretical framework in which literacy is 
treated not merely as a technique but as a constitutive process of can- 
strutting meaning and criticdly interrogating the Eorces that shape one's 
lived experiences. This points to the second aspect of ideology critique 
that I alluded to earlier, that such a critique must be informed by a spirit 
of relentless negativity, one that promotes the critical independence of 
the subject as well as the restructuring and t r a n s f r t o  of an oppres- 
sive social mality, I d e o l o ~  critique as a form of critical canscioclsness 
opposes the knowledge of technocmtic rationality, and implies instead a 
dialectical knowledge that illuminates csntradictions and informs the 
critical judgments needed for indivictual and social action. 

The link bec\?veen ideology and the notion of truth is not to be found in 
the peddling of prescriptions or in a deluge of endXess recipes; instead, it 
is located in what Beqarrlin (1969) has called the distmce between the 
interpreter and the material, on the one hand, and the gap b e ~ e e n  the 
present and the possibility of a radically different future on the other. 
The value of viewixtg idealag as a coalrplekv process in the production 
and critique of meaning becomes morc: concwte through an examina- 
tion of how meaning functions as a constitutive force in the structrtzring 
and mediation of representations in school artifacts and in cIassroom 
social relations, 

Ideology, Representations, and 
Glmsraom Matedd Practices 

In order to grasp fully the relationship betLveen agency and structure as 
part of a radicd pedagoglii a theory of ideologp must be capable of com- 
prehending the way in which meaning is csnstructed and materialized 
 thin "texts," "that is,  thin cultural farms such as films, books, cur- 
riculum packages, fashion styles, and so on. Thus, ideology critique is 
not limited to the hidden or cl-isible processes in the realm ofsubjecti~ty 
and behavior but is extended to the ""study of observable material 
processes-the manipulation of signs in specific ways and specific con- 
texts" mennett 1982, p, 281, The work of VoXosinov QX9"13), EGO Q19761, 
Colivard and Ellis (19771, and kess  and Hodge (1979) has been invalu- 
able in this regard in emphasizing the relative autonomy of the repre- 
sentations that construct the limits and parameters kvirhin which mean- 
ing is produced, negotiated, and received by individuals, Of course, in 
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this stmcturalist approach, ""signs" constitute consciousness and the no- 
tion that signs could be both the medium and the product of conscious- 
ness is denied. In other words, ideology as representations of expressed 
waq"s of thought, experience, and feeling is not given very much theoret- 
ical weight, This is clearly captured in Volosinov's claim that "hndiddual 
consciousness is not the architect of the ideolagical superstructure, but 
only a tenant lodging in the edifice of ideological signs" [hlosinov, 

p, 6). But while it is true that representations and signs address (in- 
terpolate] and situate individuafs, the human beings they address are 
more than just a reflex of the texts in question. Human agents always 
mediate the representations and material practices that constitute their 
lived experiences &rough their own histories and their class- and gen- 
der-related sttbjectivities. This is true within the parameters defined by 
the school, the hmily; the workplace, or any other social site. m a t  is 
needed to offset the one-sided theov of ideology provided by many 
structuralists is a mart? fully developed theory of mediation and recep- 
tion (Barrett, 1981), Such an approach would link agency and structure 
in a d.teory of ideology so as to treat dialectically the rotes of the individ- 
ual and group as producers of meaning within already existing fields of 
representations and practices. As Johnson (19"i"b) suggests, failure to 
address this question means that we run the risk of getting trapped in 
modes of struauralist analysis that overlook "'the moment of self cre- 
ation, of the affirmation of belief, or the g i ~ n g  of consent" Q. 234). 

The starring point for developing a more dialectical theoq of ideology 
and schooling rests with the acknowledgm~ that individuals and so- 
cial classes are both the medium and the outcome of ideological dis- 
courses and practices, Meanirlg is located both in the various dirnen- 
sions of subjectivity and behavior and in "texts" and classroom practices 
that structure, limit, and enable human action. The theory of ideological 
processes that follows draws on the concepts of reproduction, prodrac- 
tion, and reconstmction, all of which will be delineated within the con- 
text of t he analysis p ~ s e n t e d  below, 

Reproductiorz as used below refers to texts and social practices whose 
messages, inscribed within specific historical settings and social con- 
texts, .function primarily to legitimate the interests of the dominant so- 
ciaX order. I want to argue that these can be characterized as texts and 
social practices about pedagow (Lundgren, 1983) and refer primarily to 
categories of meaning constructed so as to legitimize and reproduce in- 
terests expressed in dominant ideologies, The acts of conception, and 
construction, and production that characterize texb a b o ~  pedagogy 
usually have little to do with the contexts in which such texts are ap- 
plied, and the principles that structure them almost never lend them- 
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selves to methods of inquiry that encourage dialogue or debate, Such 
texts and practices objectiwly represent the selection, fimtion, and le- 
gitimation of dominant traditions. For instance, both the form and the 
content of such texts tend to treat teachers and students as reified ele- 
ments in the pedagogical process, Even in the more sophisticated ver- 
sions of such texts such as the f3umanities units Buswell (1980) exam- 
ined, the logic of pollverlessness prevailed, albeit in recycled forms, She 
kvrites: 

The texts directed pupas to books and information kept elsewhere which 
vvas part of the aim of teaching them to ""Xearn." But a ""grti~ular'~ answer 
was still required m d  finding it becme a complicated orienteering exer- 
cise conducted tlzrou* the printed word whereby acquiring any content 
was made more difficult, The emphasis in all the units wm on following the 
precise instrznctions and replicating what someone else had prod~fced, very 
little creatiViV was required, (pp, 302-3031 

This reified view of knowledge is a classic example of IF"reire3 ((1973) 
"'banking modet" of schooling and is found not only in the slructuring 
principles that inform such texts but also in their content as well. Brown 
(2982) in. an extensive examination of recent children's i~istory books at- 
tempted to find tex& that did the following: (a) recognize human 
agencli;, (b) relate past experiences to the present so as to stimulate intet- 
lectrtzal curiosity, (c) link material conditions to social ~lat ions,  (d) p=- 
sent history as more than ""dfessed up'qgures and Pacts, and, finally, (ef 
tmat history as open-ended and subject to in te rp~ta ion .  m a t  he actu- 
ally found were books that contained an anti-urban bias, promoted 
their con*rrl: in "'corntnercsial smdio aest:fietics,'kcelebrated technology 
outside the human relations in which it hnctioned, and collapsed his- 
tory into great moments, while simultaneously using a language that 
suppressed codiet.  

There is a grwing amount of research that points to the increased use 
o f p r e ~ a c ~ g e d  curriculum materials that accentuate delivering instruc- 
tion while at the same time remoGng conception and critique from the 
pedagogical act. Apple ((1 982) argues that such curriculum materials 
represent a new form of control over both teachers and students, one 
that indicates a process of deskilling and the emergence of more power- 
l'ul farms of rationdity that embody changing modes of control within 
the nature of capitalist relations of production, Control in this ease is re- 
moved from face-to-face contact and is now situated in the impersonal 
processes and logic of highly rationdirred managerial relations, The ef- 
fects of these pl-epackaged materials on schooling repl.esent a new di- 
mension in the reproduction of texts and material practices about peda- 
gom. This is evident in Apple" ((1982) claim that 
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Slcills that teachers used to need, that were deemed essential to the craft of 
vvsrkixrg with children-such as curriculum deliberation and planning, de- 
signing teaching a d  curricuiw s&afegies Tor specific groups m d  individu- 
als based on intimate knowLedge of these peopfe-are no Longer as neces- 
sary. With the large-scale inaux of prepackaged material, planning is 
separated from execution, The planning is done at the level of production 
of both the rules for use sf the material and the materid itself. The execu- 
tion is cxried out by the teachem: In the process, what were previously con- 
sidered vatuable skills slowly atrophy because they are less often required. 
Cp. 146) 

Each of these examples provides a made of ideology critique that re- 
veals how reproductiw ideologies work. Buswell illtrstraes how specific 
principles sructure the text and classroom socid relations so as ta legit- 
imate modes of learning that promote passivity and rule follo\ving 
rather than critical engagement on the part of teachers and smbents. 
Brown (lL981) bath pointdo the stmcturd silences in a text, those ideas 
and values that are left out and thus rendered illegitimate, and at the 
same time analyzes the social frrnction of the existing text. Apple, on the 
other hand, shows how the principles that strucmre the production and 
use ofcun.iculum materials are rooted in specific intel-ests that reinforce 
a diGsion of tabor that separates conception from execution at the level 
of teacllirlg itself. In all of these cases texts about pedagog~: frtnction so 
as to suppress human agency while at the same time legitimating the 
power and control of the dominant classes. f?owewer, what is missing 
from these analyses and what is needed to complement them is a histor- 
ical critique that moves beyond simply registering the ideologies em- 
bedded in the form and content of curriculum materials and practices, 
It is imperative to link such ideological rctpresenlations to historically 
constituted social refations as they appear in schools, For example, Bar- 
rett (11980) illuminates this issue when she argues that female models are 
more persuasive to male customers than male models in similar roles 
are to @male customers because the female stereotype bears the weight 
of social relations that have a Xong history; Clearly, the only way to un- 
derstand such stemotypees to situate them in the social rctlatiuns that 
have constituted them historically; 

But as importmt as this mode of ideology critiwe is, it has failed to 
develop a lheoy ofprudu&ion. That is, it has failed to analyze how re- 
productive ideologies as they exist in texts and social practices get medi- 
ated, f_t is particularly important to achowledge that texts are always 
mediated in some fashion by human subjects. Meanings are always pro- 
duced by human agents when they confront and engage cultural forms 
such as curriculum texts, films, and so forth, As k n o t  and m i t t y  (1982) 
and fameson (1979) have stressed, educational meanings and practices 
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are ""read" by teachers and sttidents through interpretative and selective 
principles that bear the weighmof pre-existing situations and constituted 
ideologies. The relation betMleen inscribed rnessages and lived effects is 
a tenuous one indeed and cannot be viewed through a reductionist logic 
that collapses one into the other. The way in which a teacher or student 
engages a text or specific social relation is, in fact, a "function of his or 
her place in socielgr"' (DarrHt, 1980, p. 87). This form of ideology critique 
must locate the various ideological discourses and multiple subjectia- 
ties that construct and constitute meaning for students from different 
class-, gender-, and race-specific backgrounds (Therborn, 1981). This 
demands being attentive to the cultural capital that characterizes differ- 
ent student mperiences and to the ways in which studerlts actually pro- 
duce meanings via their historical, positional, kmily, and class back- 
grounds. By penetrating these ideologies and cultural forms it becomes 
possible for teachers to unravel the mediations that give meaning to 
school experience and to understand h w  they might lirnction in the in- 
terest of accommadation, resistance, or active change. 

This leads to my Anal point regading the relations among ideology, 
texts, and social practices. Tlre principle of reconslr"ucliol"z shiAs the the- 
oretical terrain .from the issues of reproduction and mediation to a con- 
cern Tor criticat appropria'rion and transformation. This suggests a mode 
of ideology critique in which the interests that underlie texts, rctpresen- 
tatians, and social practices would be not only identified but also de- 
constructed and refashioned with the aim of developing social relations 
and modes of knowledge that serve radical needs, The task of recon- 
struction is not simply to analyze knowledge and social relations for ei- 
ther their dominating ideologies or their subversiwe unintentional 
trttths, but to appropriate their material elemem, skills, and critical 
knowledge in order to restructrtzre them as part of the production of new 
ideologies and collective experiences. Thus, knowledge production is 
linkcl to transformative activities and is situated. within a problematic 
that takes as its ultimate aim the development of forms of radical pra is  
both  thin and outside of schoals, Brenkman (119"79) captures a critical 
aspect of this issue in his call for the development of a Marxlst culturitf 
hermeneutics: 

Its project is twafold. Interpretations which read cultural texts in relation to 
their historic& situations m d  efkcts must conserve or subvert memings 
according to fkiteir validify not for an already constituted tradition but for a 
corrrmuniry in process, And, secan&y* interpretation must be connected to 
the project of reclaiming language practices that unfold the horizon of this 
communiw. Such a hermeneutics becomes valid only as it serves to con- 
st-i~uct opposition& culturd experiences, an oppositionat public sphere. It 
Eras a pofitieal task, The dominant tendenw of our cultural institutions and 



irdeotogy and Agenv in the Process of Schooling I 9 X 

practicee.f"rom the orgmization of the learning process in the schools m d  
the academic modes of knowledge which support them to the mass medi- 
ated forms of commmicafion which pre-empt spe&ng itseK-is to under- 
mine the very possibiliq for human beings to interpret the discourses that 
fomd their identides, shape their interactions m d  regulate their actiGties. 
Only a process of interpretation which comters this tendencyf actively and 
practicdly, can preserve the possibilities of a historical consciousness 
founded on collective experience. (g, 1091 

A reconstructive perspective wouitd promote the conditions necessary 
for the development of what Lundgren (1983) calls texts for pedagow. 
These would be curriculum materials and school practices appropriated 
andlor produced by the teachers and educators who use them. Such 
texts refer to both a process and a product. AS a process, such texts em- 
body and demonstrate principles that link conception and execution 
while simultaneously promoting a critical attentiveness to forms of 
knowledge and social practices informed by principles that promote en- 
lightenment and understanding. Such texts would be attentive to proce- 
dures that locate knowledge in specific historical contexts and wouitd at- 
tempt to uncover the human interests in which it is grounded, As 
products, such texts become the medium for a critical pedagogy aimed 
at pmviding st:ndents with the knowledge, sELls, arzd critical sensibility 
they need to be able to think dialecticdly, That is, studeats need to be 
able to grasp the wa3r;~ in which the conct-ete world opposes the possibif- 
ities inherent in its a m  conditions; they need to be able to reach into 
history so as to transform historical into critical thought; and finally, 
they need to be able to penetrate critically the categories of common 
sense and begin to move beyond a world constimted throu& such cate- 
gories. In short, whereas texts cabout pedagow, along with the social re- 
lations engendered by them, are rooted in the Isgic of authoritarianism 
and control, texts f i r  pedagog cowain intereas that may promote 
modes of schooling based on the crilical dirrrensiarrs of an emancipa- 
tory idealog, 

Ideology is a crucid construct for understanding how meaning is pro- 
duced, transformed, and consumed by individuals and social groups, As; 
a tool of critical analysis, it digs beneath the phenomenal forms of class- 
room howledge and sociaX practices and helps to locate the structurhg 
principles and ideas that mediate bemeen the dorrrinmt society and the 
e-veryday experiences of teachers and students. As a political construct, 
it makes meaning problematic and poses the question as to why human 
beings have unequal access ta the intellec~tlal and material resources 
that constitute the conditions for the production, consumption, and 
distribution of meaning. Similarly; it raises the question of why certain 
ideologies come ta prevail at certain times and wt-lose interests they 
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serve. Hence, ideology " " s e w  to the notion of power by accentuating 
the complex ways in which relations of meaning are produced and 
fought over. 
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Authority, Intellectuals, and the 
Politics of Practical Learning 

WE LIVE, ~ ' r  A ,KIME WHEN DEMOCMCY is in retreat. Nowhere 
is this more obvious than in the current debate sumounding the relation- 
ship bemeen schooling and authority. As is the case with most public is- 
sues in the age of Reagm, the new consemtiws have seized the inilia- 
tive and argued that the current crisis in public education is due to the 
loss of au'tlnorig. In this discourse, the call for a reconstituled authority 
along conservative lines is coupled with the charge that the crisis in 
schooling is in part due to a crisis in the \yider culture, kvhich is presented 
as a "'spiritual-moral"" crisis, The problem is clearly articulated by Diane 
Ravitch, who argues that this pervasive "toss of arrthori~" stems from 
confused ideas, irresolute standads, and cultural relati.irism.f As a form 
of legitimation, this view of authority appeals to an established czrttural 
tradition, whose practices and vdues appear beyond crilicism. A~thor iq~  
in this case, represents an idealized version ofthe American Dream remi- 
niscent of nineteenth-century dominant culture in which the tradition 
becomes sgmonymous with hard work, industrial discipline, and cheerful 
obedience, Xt is a short leap between this ~ e w  of the past and the new 
conservative vision of schools as cmcibtes in which to forge indus(ria1 
soldiers fueled by the imperalives of excellence, competition, and down- 
home characte~ In effect, far the new conservatives, learning approxi- 
mates a practice mediated by strong teacher authority and a stcrdent will- 
ingness to learn the basics, adjust to the imperatives of the social and 
economic order, and exhibit what Edward A, Wpne  calls the traditional 
moral aims of ""promptness, truthfulness, courtesy, and obedience,""" 

What is most striking about the new conservative discourse on 
schooling is its rehsal to link the issue of authority to the rhetoric of 
freedom and democracy, In other words, what is missing from this per- 
spective as welf as from more critical perspeclives is any attempt to rein- 
vent a view of self-constituted authority that expresses a democratic 
conception of collective life, one that is embodied, in an ethic of sofidar- 
ity social transformation, and m imaginative vision of citizenship." be- 
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lieve that the established view of authority tells us very little about what 
is kvrong with schools, But it does point to the absolute necessity for crit- 
ical educators to fashion an alternative and emancipatory view of au- 
thority as a centrd element in a critical theory of schooling. Agnes Meller 
states the problem well when she argues that "it is not the rejection of all 
authorities that is at issue here, but the quality of authority and the pro- 
cedure in which a u t h o r i ~  is established, observed and tested."Wel1erps 
remarks suggest a dual problem that critical educators w3ll have to face. 
First, they will need a reconstmcted languagr: oE critique in order to 
challenge the current consemtive offensive in educa.ion, Second, they 
wiff need to construct a fanwage of possibility that proGdes the theoret- 
ical scaffblding Por a poltics of practical learning. In both cases, the 
starling point for such a challenge ceners around the imperative to de- 
velop a dialectical view of authority and its refationship to public educa- 
tion, Such a view of authority must both serve as a referent for critique 
and pravide a programmatic vision for pedagogical and social change. 

Nyberg and Farber point to the importance of making the concept of 
authority a cenaal concern for educators by suggeging that ?his ques- 
tion of how one shalt stand in relation to authoriv is the foundation of 
educated citizenship: Its importance cannot be overemphasirrr;edd"5 I 
wmt to devefop this position by arguing that if all educaors have either 
an implicit or an explicit vision of Mlro people should be and how they 
should, act kvithint the context of a human community, then the basis of 
authority through which they structure cfassroom life is ultimately 
rooted in questions of ethics and power, Central to my concern is devel- 
oping a view of authariv that defines schools as part of an ongoing 
movement and aruggle for democracy, and teachers as intellecmals 
who b a h  inlraduce students to and legitimall: a pmicular way of life. In 
both instances, I want to fashion a view of authority that legitimates 
schools as democratic, counterpublic spheres and teachers as transfor- 
rnatiw imeltectuals who work toward a realization rclgarding their views 
of community, social justice, empowerment, and transformation. In 
short, I want to broaden the definition of awbority to include educa- 
tional practices that link democracy, leaching, and praaical learning. 
The substantive nature of this task takes as its starting point the ethical 
intent of initiating students into a discourse and a set of pedagogical 
practices that advances the role of democracy within the schools while 
simultaneously addressing those instances of suffering and inequality 
that stmcture the daily lives of millions of people both in the United 
States and in other parts of the world. 

In developing my argument, T will focus on four csnsiderations. First, T 
will rewiew briefly some major traditional views surrounding the reta- 
tionship between aulhority and schooling. This wilt be followed by a ra- 
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tionale for giving the concept of authorig a central role in edtrcationd 
theory and practice. Here I wiIl argue far an emancipatory view of au- 
thority, one that p r o ~ d e s  the ontological. grounding for a critical form of 
teacher work and practice. Next I will present the broad theoretical out- 
lines of a transhrmative pedagogy that is consistent with an emancipa- 
tory view of authority; finally; I will argue that the notion of authority has 
to be considercld within a wider set of economic, political, and social 
practices in order .for teachers to step out of their academic boundaries 
and enter into alliances with other progressive groups. It is crucid that 
this emancipatory view of authority become a part of an ongoing social 
movement whose purpose is to analyze and sustain the struggle for crit- 
ical forms of education and democracy, 

The Discourses of Authority and Schooling 
The concept of authority can best be understood as a historical con- 
struction shaped by diverse traditions that contain their own values and 
views of the world. In other words, the concept of authority like any 
other social category of importance has no universal meaning just wait- 
ing to be disco-vered. As a subject of intense battles and conflicts among 
competing theoretical perspectives, its meaning has often shifted de- 
pending on the theoretical context in which it has been employed, 
Given these shifting meanings and associations, it becomes necessary in 
any a t tmpt  to redefine the centrality of authority for a critical pedagogy 
to intermgate the way in which the concept has been treated by preced- 
ing ideological traditions. TdeaXEy, such an analpis should take into ac- 
count the status of the truth cltaims that particular views of authority re- 
fleet as welt as the instilrttional mechanisms that legitimate and sustain 
their particular version of reality Only then does it become possible to 
analyze authorilty within such diverse ideological traditions for the pur- 
pose of revealing both the interests they embody and the cluster of 
pobver relations they support. M i l e  it is impossible within this article to 
provide a detailed analysis of the various ways in which authority has 
been developed within competing educational traditions, 1 want to 
highlight some of the more important theoretical considerations inher- 
ent in conservative, tiberal, and radical analyses. For it is against this 
generd set of criticisms that an argrmlent for the primacy of authoriq in 
educational discourse can be situa"td. 

In the new conservative discourse, authority is given a positive snean- 
ing and is often related to issues that resonate with popular experience. 
As an ideal that often embodies reactionary interests, this position legit- 
inxaes a view of cult-ure, pedagogy; and politics that focuses on tradi- 
tional values and norms. Authori~y in this view prclsenls a rich mix of 
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resonant lhemes in which the notions of family, nation, duty, self-re- 
liance, and standards often add up to a warmed-over dish of Parsonian 
consensus and cultural reproduction. In educational terms, school 
knowledge is reduced to an unproblematic selection from the dominant 
traditions of "Western" culture, Rathex: thm viewing culture as a terrain 
of competing knowledge and practice, conservatives frame "culture" 
wilhirl the axis of historic& ceflainty and present it as a storehouse of 
twasured goods constituted as canon and ready ta be passed ""dwn" to 
deserving stltdents.6 Na suryrisingly, peclagom in this inslance is often 
reduced to the process of transmitting a given body of knowjedge with 
student learning squarely situated 'm, ""mastering" the ""basics" and ap- 
propriate standards of bebaGor, 

If the new conservatives view authority as a positive and inhemndy 
traditional set of values and practices, 1el"fis.t educatarrs almost without 
exception have taken the opposite position. In this view, authority is fre- 
quently associated with an unprincipled aulttoritarianism while free- 
dom is sometl-xing that is defined as an escape &orn authority in general. 
Authority within this perspective is generaUy seen as syrlonymorls with 
the logic of domination, This position has been endlessly repeated in 
radical critiques in which schools are often portrayed as factories, pris- 
ons, or warehouses for the oppressed, While there is a strong element of 
tmlh in the notion that schools comribute to the reproduction of the 
status quo, with all of its characteristic inequalities, it is nevertheless in- 
accurate to arwe that schools are merety agencies of damination arzd 
reproduction. Missing from this discourse is any understanding of how 
authority might be used in the interests of an. emancipatory pedagogy; 
The agony of this position is that it has prevented radical educators from 
appropriating a view of authoriq that provides the basis Eor a progmm- 
matic discourse kvirhin schools. One consequence of this position is that 
the Left is bereft of a view of authority that aZXows for the development of 
a theoretical strategy through which popular forees might wage a politi- 
cat struggle within schools in order to accumulate power and to shape 
school policy in their o m  interests, The irony of this position is that the 
Lef 'S politics of skepticism translates into an anti-utopian, overbur- 
dened discourse that undermines the possibility of any type of program- 
matic political action.7 

Liberal theorise in education have provided the most dialectical view 
of the relationship between authority and education, This tradition is 
exemplified by bnne th  D. Benne, who has not only argued for a dialec- 
tical view of authority, but has also atlerrlpted to display its relevance for 
a critical pedagog. Benne first defines authority as ""a function of con- 
crete human situations in which a person or group, EulfiXling some pur- 
pose, prqject, or need, requires guidance or direction from a source out- 
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side himself or itself, . . , Any such operating relationship-a triadic rela- 
tionship bet%veen subject(s), bearer(s), and field(s)-is an authority rela- 
tionship.""we elaborates on this general definition by insisting that the 
basis for specific forrrrs of authority can be respectively hund in sepa- 
rate appeals to the logic of rules, the kurowXedgealaiXity of expertise, and 
the erftics of democratic comrnuniq, Bexlne then makes a strong case 
for grounding educational aulllority in the ethical practices of a corn- 
munity that takes demacracy seriously He simultaneously points out 
the strenghs and weahesses of forms of authority based on either rules 
or experlise, and rigfilly argues that the highest lbrms of authoriw are 
rooted in the morality. of democratic communiq. Benne's article is im- 
portant not only because it provides a working definition of authority 
but also because it points to ways in which the latter can be useful in de- 
veloping a mare humane and critical pedagam. At the same time, it it- 
lustrates some weaknesses endemic to Xiberaf theory that need to be 
overcome if the concept of authoriq is to be ~constnxckd in the inter- 
ests of an emancipatory pedagoa. 

First, while Benne makes an appeal to the ethics and imperatives of a 
democratic communio, he exhibits an inadequae understanding of 
haw power is asymmetricaliy distributed within and betliiveen different 
communities, Because of his failure to explore this issue, he is unable to 
illuminate how the material and ideolagical grounding of domination 

against the nation of authentic community through hrms of au- 
thoriq that actively produce and sustain relations of oppression and 
sufliering, In other words, Benne posils a formal dialectical theory of au- 
thority that, in the final instance, remains removed ham the lived socid 
practices of students. As a consequence, we get no sense of how author- 
ity functions as a specific practice wilhin schools shaped by the histori- 
cal realities of social class, race, gendex; and other powerhl socioeco- 
nomic forces that sometimes prevent authentic forms of authority from 
emerging within public education, Simply put, Benneps aanalysis repro- 
duces the shortcomings of liberal theory in general; that is, he unduly 
emphasizes the positive aspects of audlority and in doing so ends up ig- 
noring those "messy webs" of social relations that embody hrrns of 
struggle and contestation. By rehsing to acknowledge relations of dam- 
ination and resistance, Benne presents a view of authority that appears 
abstract and disconneckd from the stmggles that define schools in their 
particular historical locations and specificily We are left with a notion of 
authority trapped in the reitied realm of abstract formalities, 

Second, Benne provides us with little understanding of how educa- 
tional authority can be linked to the collective struggles of teachers both 
 thin and outside of schools. His attempt to Xink authority to the notion 
of cornrnuniCy neither informs us as to how teachers should organize in 



the interests of such a community, nor provides any rekrents for indi- 
cating what particular kinds of community and forms of sub jec t id~  are 
worth fighting for, 

In the end what most conservative, radicd, and liberal educational dis- 
courses manage to establish are either reactionary or incomplete ap- 
proaches to developing a dialectical view of atlthority and schooling. 
Conservatives celebrate authority, linking it to popular expressions of 
everyday life, but in doing so they e x p ~ s s  and support =actionay and 
undemocratic interests, On the other hand, radical educators tend to 
equate authority with fonns of domination or the loss of freedom and 
consequently. fail to dewlop a conceptual: category for constructing a 
programxn&ic fanpage of hope and sl-ruggle. rib their credit, they do 
manage to p r o ~ d e  a language of critique that investigates in concmte 
terms how sch001 authority promotes specific forms of oppression. Lib- 
erals, in general, proGde the most dialectical view of authority but fail to 
apply it in a concrete way so as to interrogate the dpamics of domina- 
tion and freedom as they are expressed  thin the asymmetrical relations 
of power and privilege that characterize various aspects of school life 

It is at this poiu  that I waw to move to a more programmatic dis- 
course on authority* fn doing so, Z tvant to appropriate the mast progres- 
sive elements in a theory of authority from the political traditions I have 
discussed above, At the same time, I want to construct a rationale and 
new problematic for making an emancipatory view of authority a cen- 
tral category in the development uf a critical theory of schooling. 

Authority and Schooling: A Rationale 
It is important for educators to develop a dialectical view of authority for 
a number ofreasons, First, the issue of authority serves as both the refer- 
ent and the ideal for public schooling. That is, as a Eorm oEl@timation 
and practice necessary to the ongoing ideologicd and materid produc- 
tion and renewal of society, the concept of authority provokes educators 
to take a criticalty pragmatic Sance regarding the purpose and function 
that shooling is to play in any given socielgr. As a form of legitimation, 
authority is inextricably related to a particular vision of what schools 
should be as part of a wider community and society; In other words, au- 
thority makes both visible and problematic the presuppositions that 
give meaning to the officially sanctioned discourses and values that le- 
gitimate what Foucault has cdled particular "mtzteriat, historical condi- 
tions of possibility [along with] their governing systems of order, appro- 
priation, and exclusion.""" 

Second, the concept of authority raises issues about the ethical. and 
political basis of schooling. That is, it calls into serious question the role 
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that school administrators and teachers play as inteIlectuals in both 
elaborating and implementing their particular views of rationality; in 
other words, such a concept defines what school authority means as a 
particular set of ideas and practice within a hismrically defined context. 
In short, the category of authority reinserts into the language of school- 
ing the primacy of the political, It does so by highfighting the social and 
political function that educators serve in elaborating and enforcing a 
particular view of schooX authority. 

Third, the concept of authoriq provides the theoretical feverage to an- 
alyze the relationship belween domination and power by both raising 
and analyzing the difference between the shared meanings that teachers 
elaborate in order justiQ their view of authority and the effects of 
their actions at the level of actualized pedapgical practice. In this case, 
authority provides both the referent and the critique against which to 
analyze the diEerence between the legitimating claims for a particular 
form of authorig and the way such a claim is actually expressed in daily 
classroom life. 

Educational theorists such as Nyberg and Farber, Tozer, and others 
have rightly argued that the relationship b e m e n  authority and democ- 
racy needs to be made clear if schools are to play a fundamental role in 
advancing the discourse of freedom and critical citizenship,lo In what 
foltws, 1 want to advance and eqartd the logic of this argument within 
the parameters of the rationale 1 presented above, but in doing so, T am 
going to move from a rattler general interrogation of the value of author- 
ity to a more specific and committed plea, In other words, I will argue 
that the concept of authority is fundamental for developing a radical 
theory of schooling and for coxltributing to what I call the education of 
teachers as transformative intellectuals and the development of schools 
as democratic public spheres. 

If the concept of authority is to provide a legitimating basis for re- 
thinking the purpose and meaning of prtblic educaion and radical ped- 
agog, it must be rooted in a view of community life in which the moral 
quality of everyday existence is linked to the essence of democracy,fl 
lauthoriq in this view becomes a mediating referent h r  the ideal af 
democracy and its expression as a set of educational practices designed 
to empowr students to be critical and active citizens, That is, the pur- 
pose of schooling now becomes fashioned around two central ques- 
tions: m a t  kind of society do educators kvant to live in and what kind of 
teachers and pedagogy can be both infarmed and legitimated by a view 
of authority that takes democracy and citizenhip seriauslfl Such a view 
of authority points to a theory of democracy that includes the principles 
of representative democracy, workersYemocracy, and civil and human 
rights. It is, in Benjamin Barber's terms, a view of authority rooted in 



""strong democracy'hnd is charactefized by a citizenry capable of gen- 
uine public thinking, political judgment, and social action.lz Such a view 
of authority endorses a concept of the citizen not as a simple bearer of 
abstract rights, privileges, and immunities but rather as a member of 
any one of a diverse number of public spheres that prodde a sense of 
comrnund vision and civic courage, Sheldon Wlin  is worth quoting at 
length on this issue: 

A polilicd being is not to be defined as. . . m abstract, disconnected bexer 
of ri&ts, privileges, and immunities, but as a person whose efistemce is To- 
cated in a pmtieda place and draws its sustenmce from a circumscribed 
set of relationships: family, friends, church, neighborhood, workplace, 
community, tom,  city These relationships are the sources from which po- 
litical beings draw power-symbolic, material, and psyct~ological-and 
that enabfe them to act together, For true potitictll power involves not only 
acting so as to effect decisiive chmges; it also mems the capaciq to receive 
power, to be acted upon, to change, and be changed. From a democratic 
perspective, power is not simply force that is generated; it is experience, 
sensilsiti;cy, wisdom, even melacholy distilfed from the diverse relations 
m d  circles we move vvithh.13 

The notion of authority is important, in Wotin's case, because it con- 
nects the puvose of schooling to the imperatives of a critical democ- 
racy and proGdes a basis from which to arwe for schools as democratic 
pubXic spheres. That is, schools can now be understood and con- 
structed within a model of authoriw that legitimates lhenl as places 
where students Zearn and calXectivety struggle far the economic, potiti- 
cal, and social preconditions that make indi~dual  freedom and social 
empowerment possible. Within this emancipatory model of authoriw a 
discourse can be fashioned in which educators can struggle against the 
exercise of authority often used by conservatives to link the purpose af 
schooling to a truncated view of patriotism and palriarcby that func- 
tions as a veil for a suffocating chauvinism, In its emancipatory model, 
authority exis& as a terrain of struggle and as such reveats the dialecti- 
cal nature of its interests and possibilities; moreover, it provides the 
basis for viewing schools as democratic public spheres within an ongo- 
ing wider rnovemerrt and strug&le Eor democracy For radical educamrs 
and others working in opp~"-iEional social movements, the dominant 
meaning of authority must be redefined to include the concepts of free- 
dom, equality, and democracy," Furthermore, the more specific con- 
cept of emancipatory authoriq needs to be seen as the central category 
around kvhich to constru~t a rationale far defining teachers as transbr- 
mative intellectuals and teacher work as a form of intelZectual practice 
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related to the issues, problems, concerns, and experiences of everyday 
life* 

It is important here to stress the dual nature of the emancipatory 
model of authoriw I have been presenting, On the one hand, this model 
proGdes the basis for linking the purpose of schooling to tl-re impera- 
tives of a critical democracy, a position I have already discussed, On the 
other hand, it establishes theoretical sllippofl for andyzing teaching as a 
form of intellectual practice; moreover, it provides the ontological 
grorlnding for kachers who are willing to assume the role of transforms- 
tive intellectuals, 

The concept of emancipatory authority suggests that teachers are 
bearers of critic& howledge, rules, and values I-hrough which they can- 
sciously articulate and problematize their relationship to each other, to 
students, to subject matter, and to the wider community Such a view of 
author@ challenges the dominant view of teachers as technicims or 
public servants, whose role is primarily to implement rather than con- 
ceptualize pedagogical practice, The category of emancipatory author- 
ity dignifies teacher work by viewing it as a form of intellectual practice, 
Within this discourse, teacher work is vlewed as a form of intellectual 
labor that interrelates conception and practice, thinking and doing, and 
producing and irrlylelnexrrirlg as imegated activilies that give teaching 
its dialectical meaning. The concept of teacher as intelleclual carries 
with it the imperative to judge, critique, and reject those approaches to 
authority that reirlforce a technical and social division of tabor that si- 
lences and disempowers both eachers and students. In other worcts, 
emancipatory authority establishes as a central principle the need for 
teachers and others to critically engage the ideological and practical 
conditions that allow them ta mediate, legitimate, and l'unclion in their 
capacity as authority-minded intellectuals, 

Emancipatory aulhority also provides the theoretical scafhlding for 
educators to define themselves not simply as intellectuals, but in a morct 
committed fashion as transhrmative intellectuals. This means that such 
educators are not mereify concerned with forms of empowerment that 
promote inditlidual achievement and traditional forms of academic suc- 
cess, Instead, they are also concerned in their teaching with linking em- 
powerment-the ability to think and act critically-to the concept of so- 
cial transformation. That is, teaching for social transformation means 
educating students to take risks and to struglTfe within ongoing relations 
of power in order to be able to alter the grounds on which life is lived, 
iacting as a lransformative inteilectual means helping students acquire 
critical knowledge about basic societal strutctrtzres, such as the economy, 
the state, the work place, and mass culture, so that such institutions can 



be open to potential transformation. Doug m i t e ,  the Australian educa- 
tar, is instructive on this issue: 

In the broadest sense it is education-the bringng of knowledge into socid 
life-hich is central to a project which c m  turn possibilities into actudi- 
ties, Radicliil teachers have not made a mistalre in being too radical, but in 
nor being radical enough. The task is for teachers, with others, to begin a 
project in which the forms of social institutions and work are considered 
m d  transformed, sa that the notion of cui.h;tre may come to include the de- 
veropment of social structures. The true nature of curricufum . . . is the de- 
velopment of that knowledge, thought and practice which is required by- 
young people to enable them to take part in the production and seproduc- 
tion of socialt. life and ta come to know the character of these processeats 

As trans.flormative intellectuals, teachers need to make clear the na- 
t m  of the appeals to author@ they are using to legitimate their peda- 
gogic& practices. In other wards, radical educators need to make clear 
the political and moral referents for the authority they assume in teach- 
ing particular forms of knodedge, taking a stand against forms of op- 
pression, and treating students as if they ought also to be concerned 
about the issues of social justice and political action, In my view, the 
most important referent for this particular view of authority rests in. a 
commitment to a fonn of solidarity that addresses the many instances 
of suffering that are a growing and threatening part of everyday fife in 
hericai  and abroad, Solidarity in this instance embodies a particular 
kind of commitment and practice. As a commitment? it suggests, as 
Sharon Mletclh has pointed out, a recognition of and identification with 
"the perspective of those people and grollps who are marginal and ex- 
ploited."ls As a form of practice, solidarity represenb a break from the 
bonds of isolated individuality and the need to engage for and with op- 
pressed grollps in political struggles that challenge the existing order of 
society as being institutionally repressive and unjust, This notion of soli- 
darity emerges from an affirmative view of Xiberation that undersco~s 
the necessity of working collectively along-side the oppressed. It is also 
rooted in art acknowledgement thar:'?rulh"" is an outcome of particular 
power struggles that cannot be abstracted from either history or existing 
n w o r b  of social and politicd control. This posirion suggests that onePs 
beliefs are always subject to a critical analysis and that the process of 
learning how ta learn is allways contingent on the recognition that one's 
perspective can be superseded, The politics of such a skepticism is 
firmly moed in a view of authority that is not dependent merely on the 
logic of epistemological arpments, butt is deeply forged in ""a creation of 
a polities of truth that defines the true as that which liberates and fur- 
thers specific processes of liberatiane"17 
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Bansformative intellectuals then need to begin with a recognition of 
those manifestations of suffering that constitute historical memory as 
well as the immediate conditions of oppression. The pedagogical ratio- 
nality at work here is one that defines radical educators as bearers of 
'Mangerous memory;" intellectuals who keep alive the memory of 
human suffering along with the forms of knowledge and struggles in 
which such suer ing  was shaped and contested, Dangerous memory 
has two dimensions: "that of hope and that of suffering . . . it recounts 
the history of the marginal, the vanquished, and the oppressed,""" and 
in doing so posits the need for a new kind of subjectivity and commu- 
nity in which the conditions that create such suffering can be eiimi- 
nated. Miehel Foucault describes the political project that is central to 
the meaning of dmgerous memory as an affimation of the insurrection 
of subjugated knowfedges-those forms of historical and popular 
knowledge that have been suppressed or ignomd, and through which it 
becomes possible to discover the ruptural effects of conflict and strug- 
gle, Uxxderly-ing this view of dangerous memory and subjugated knowt- 
edge is a logic that provides the basis on which transformative intellee- 
tuals can advance both the language of critique and the language of 
possibility and hope. Foucaujt is worth quoting on this issue: 

By subjugated knowledges I mem two things: on the one hand, 1 m refer- 
ring to the historic& contents that have been buried and disguised. . . blocs 
of historical knowledge which were present but disguised &thin the body 
of functionalist and systematising theory and which criticism . . . draws 
upon and reveals. , , . On the other hand, I believe that by subjugated 
knowledges one should understand something else, something which in a 
sense is altogether different, namely* a whole set of knowledges that have 
been disqualified as inadequate to their task or insufficiently elaborated: 
naive Ilmowledges, located XQW d a m  sn  the hierarchy, beneath the required 
level of cognition of scientificity, E also believe that it is through the re- 
emergence of these low-ranking knodedges, these unqualified, even di- 
rectly disqudified knowledges . . . which involve what I would call a popu- 
lar knowledge . . . a particular, Local, regional knowledge . . . which is 
opposed by evemhing around it-that is through the re-appearance sf this 
knowledge, of these lac& popular knowledges, these disqudifiied knovoll- 
edges, that criticism performs its work.19 

I have spent some time developing the rationale that teachers might 
use for legitimating a form of authority that both defines and endorses 
their role as trarrsfarmative inteXXeetrrafs, I believe that it is in this cambi- 
nation of critique, the reconstruction of the relationship between 
knowledge and power, and the commitment to a solidarity with the op- 
pressed that the basis exists for a form of emancipatory authority that 
can structure the philosophical and political basis for a pedagogy that is 



both empowering and transformative, Of course, developing a legiti- 
mating basis for a form of emancipatory authority does slat guarantee 
that a transformal-iw pedagogy will follow but it does provide the prin- 
ciples for making such a transformative pedagogy possible* Further- 
more, it establishes the criteria for organizing cunicula and cZassroom 
social relaioxls around p a l s  designed to prepare smdexlts to relate, un- 
dersrartd, and vdue the relation between an existentially lived public 
space and their own practical learning. By public space X mean, as Han- 
xlah Arendt did, a concrete set of learning conditions where people 
come together to speak, to dialogue, to share their stories, and to strug- 
gle tagether within social relations that stxtenghen rather than weaken 
the possibilit-y for a a i w  citizenship.zo 

School and classroam pmctices in this sense can be organized around 
hrms of learning in which the knowledge and skills acquired serve to 
prepare students to later develop and maintain those counterpublic 
spheres outside of schools that are so vital for dewloping webs of soli- 
darity in which democracy as a social movement operates as an active 
force, Maxine Greene, in her usual eloquent manner, speaks to the need 
for educators to create such public spaces in their own classrooms as a 
pedagogical precondition for educating students to struggle in an active 
democracy, 

W need spaces. . . for expression, for freedom. . . a public space . . . where 
living persons can come together in speech and action, each one free to ar- 
ticdare a distinctive perspective, all of them granted equal worrb. It must 
be a space of dialogue, a space where a web of relationships can be woven, 
m d  where a common world can be brought into being m d  continudly re- 
newd. . . . There must be a teachable capacity to bring into being . . . a 
public composed of persons with mmy voices m d  mmy perspeaives, out 
of whose muldpXe intellgences may still emerge a durable and wrthwhile 
common world, If educators can renew their hopes and speak out once 
again, if they em empowr more persons in the multiple domains of possi- 
bility; vve shall not have to fear a lack of productivi~, a lack of d i g n i ~  or 
standing in the world. We will be in pursuit of the crucial values; we will be 
creating our a m  purposes as we move.21 

Emancipatory Authority and 

Central to developing a critical pedagogy consistent with the principles 
of emancipawry authority is the need for radical educators to recon- 
struct the ~ l a t i o n s  between knowledge, power, and desire in order to 
bring together what lames Wanald refers to as two o&en separate strug- 



Autf%oriq, irntellectuals, and Politllcs afLearni~zg / X07 

gles Lllithin schools: the changing of circumstances and the changing of 
subjecti~ties.22 Xn the first case, the central. issue that needs to be ex- 
plomd by educators is identiQing the kinds of materiat and ideological 
preconditions that need to exist for schools to become effective. This 
issue covers a wide range of concerns such as active parent invol-vement 
in the schoots, adecjum health care and nutrition for sttrdents, high err- 
dent morale, and adequate financial resources.23 M1 of these fa(3tors rep- 
resent resources through which power is exercised and made manifest. 
Power in this sense refers to the means of get"ring things done, arzd as 
Foucault claims, '"consists in guiding the possibility of conduct and 
putting in order the possible outcome to go-vern, in this sense, to struc- 
ture the possible field of action of othersaBf24 

Far teachers, the relationship between authority and power is mani- 
fested not only in the degree to which they legitimate and exezise csn- 
trol over students (a central concern of conservatives), but equally im- 
porlan through the capaciljJ they possess to influence the conditions 
under which they work. X have written 011 this matter etsewhere and will 
not pursue it here in any detail," but it is important to stress that unless 
teachers have both the authority and the power to organize and shape 
the conditions of their work SO that they can teach coElecti-veXy; produce 
alternative curricula, and engage in a form of emancipatory politcs, any 
talk of developing and implemenling progressive pedagogy ignorcls the 
reality of what goes on in the daily lives of teachers and i s  nonsensical. 
Simply put, the conditions under wi-rich teachers work are currently 
ovegaing and demeaning, and need to be ~structrrred so as to both 
dignify the nature of their work and allow them ta act in a creative and 
responsible fashion, 

The major issues I will focus on here concern the ways in which teach- 
ers can empower their students through what they teach, haw they 
teach, and the means whereby school ktlowlecfge can be made worth- 
while and interesting at the same time. Central to both concerns is the 
linking of power to knowledge. This raises the issue regarding the kinds 
of knowledge educators can provide for students that will empower 
them not only to understand and engage the world around them, but 
also to exercise the kind of courage needed to change the wider social 
reality when necessary. 

Radical educators need to begin with a certain amount of claritgr re- 
garding the kind of cun.icultrtm they want to de\reEap at the different lev- 
els of schooling. In my mind this shauld be a curriculum that gives a 
central place to the issue of "real" democracy, In developing such a 
bcus, radical educators must rework those aspects of the traditional 
curriculum in which democratic possibifities exist, but in doing so they 



must also exereise an incessant critical analysis of those inherent char- 
acteristics that reproduce inequitable social relations. At issue here is 
the need for radical educators to recognke that power relations exist in 
correlarion with forms of school knowledge that both distort the truth 
and produce it, Such a consideration not only suggests that any attempt 
at developing a curriculum for democratic empowerment must examine 
the conditions of knowledge and how such knowledge distorts realiv; it 
also suggests that radical educators reconstitute the very nature of the 
howjedgelpower relationship, In doing so, they need to understand 
that howledge does mort: than distort, it also produces pmicular farms 
of life; it has, as Foucault points out, a productive, positive function." Gt 
is this prodrtctive funclion of knowledge that must be appropriated with 
a radical intent. It is irnpoflmt to recognize that while radical educators 
often refuse, subvert, and, where necessary critically appropriate domi- 
nant forms of howledge, this does not mean that they should continue 
working exdrrsively within the language of critique. On the contrary, the 
major thrust of a critical pedagag should center around generating 
howledge that prc3sems concrete possibilities for empowering people. 
To put it more specifically, a crirical pedagogy needs a langrtage of possi- 
bilityp one that provides the pedagogical basis h r  teaching democracy 
while sintultaneously making schoolixlg more democraic. 

In general terms, a crieical pedagogy needs to focus on what Colin 
FIetcher calls themes .for: democracy and democracy in learning.2T In the 
first instmce, the ettrriculrlm incorporates themes that recognize the ur- 
gent problems of adult life. Such krlowfedge irlcludes not only the basic 
skilfs students will need to work and live in the wider society; but also 
howledge about the social forms through which human beings the, be- 
come conscious, and sustain themselves. This indudes knowledge 
about powr  and how it works,zw as welt as analyses of those practices 
such as racism, sexism, and class exploitation that structure and medi- 
ate the encounters of everyday life. Of course, the point here is not 
merely to denounce such stereotpes butt rather to expose and decon- 
struct the processes through which these dominant ideological repre- 
sentations are produced, legitimated, and circulated in society In many 
respects, the curriculum should be built on knowledge that starts kvirh 
the problems and needs of students. It must, however, be so designed 
that it can provide the basis for a crilique of dominant forms of h o d -  
edge. Finally; such a curricuEum should provide students with a lan- 
gtrage through which they can arzalyze their okvn tived mlations and ex- 
periences in a manner that is both affirmative and critical. R. W Connell 
and his associates in: Atlstralia prodde a clear analysis of the theoretical 
elements that characterize this type of curriculum in their formulation 
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of the kinds of knowledge that should be taught to empower working- 
class children. They write: 

It proposes that working-class kids get access to formal knowledge via 
learning which begins with their own experience m d  the circumstmces 
which shape it, but does not stop there, This approach neither accepts the 
existing orgaization of academic knowledge nor simply iinvel-ts it. It draws 
on existing school knovolledge and on what working-class people already 
how, m d  orgmkes this sefectisn of information around problems such as 
economic suwival and collective action, handling the disruption of house- 
holds by unemployment, responding to the impact of new technolou, 
managing problems of personall identiq and association, understanding 
how schools work and why.29 

A curricu;lum based on an emancipatory notion of authority is one in 
which the particular forms of life, culture, and interaction that students 
bring to sct-lool are honored in such a m y  t h a  students can begin to 
view such knowledge in both a critical and a useh1 way. All too often 
students from the working class and other subordinate groups react to 
dominant school knowledge and ideas as if they were weapons being 
used against them. On the other hand, currieuEa developed as part of a 
radical pedagogy privilege subordinate krlowledge forms axld recon- 
struct classroom life as an arena for new hrms of sociality. That is, in- 
stead of a stress on the indiMdualistic and competitive approaches to 
learning, students are encouraged to work together on projecrs, both in 
terms of their production and in terms of their evaluation, This suggests 
that students must learn kvithin social h rms  that allow them to exel-cise 
a degree of self-consciousness about their own iflteractions as class, 
gendered, racial, and ethnic subjects. In addition ~ ' o  analyzing problems 
and issues that apply to the immediate contexts of studentsYives, a rad- 
ical pedagogy needs to critically appropriate forms of knowledge that 
exist outside the immediate experience of students' lives in order to 
broaden their sense of understanding and possibility This means that 
students need to learn and appropriate other codes of experience as 
well as other discourses in time and place that extend their horizons 
while csnstandy pushing them to test what it means to resist oppres- 
sion, work collectively, and exercise authoriq from the position of an 
ever-developing sense of knowledge, expertisep and commitment, 1t also 
means providing the pedagogical conditions far raising nekv wants, 
needs, and ambitions, and real hope, but always in a context that makes 
such hope realizabte. 

Gi.ving students the opportuniq to Iearn by understanding the media- 
tions and social forms that shape their own experiences is important not 



merely because this p r o ~ d e s  them with a critic& way to understand the 
familiar terrain of everyday practical life, It is aXso part of a pedagogical 
strategy that &temp& to both recover and engage the experiences that 
students exhibit so as to understand how such experiences have been 
accomplished and legitimated wjthin specific social and historical con- 
ditions. I want to stress that the issue a6 student experience must be 
seen as central to a critical pedagogy, It is essential that radical educa- 
tors understand how student experience is both canstructed and en- 
gaged, because it is through such experiences that students produce ac- 
counts of who they are and constilute themselves as particular 
indi~duals. Student experience is the stuff of culture, agency; and self- 
produelion and must play a definitive rote in m y  emancipatory curricu- 
lum, It is therehre imperative that radicaf. educators learn how to under- 
stand, legitimate, and interrogate such experience, This means not only 
understanding the cultural and social forms throu* which smdents 
learn how to define themselves, but also learning how to critically en- 
gage such experiences in a way that rehses to disconfirm them or ren- 
der them illegitimate, tCrlowIedge has first of all to be made meaningful 
ta students before it can be made crilical. It never speaks b r  itself, but 
rather is constantly mediated through the ideological and cultural expe- 
riences that students bring to the classroom, To ignore such experiences 
is to deny Ihe grounds on which students learn, speak, and imagine. Jti- 

dith MlilXiamson puts this issue as welt as any-one: 

Wdter Benjamin has said that the best ideas are no use if they do not make 
something useful of the person who holds them; on an even simpler level, X 
would add that the best ideas don? even exist if &ere isn't myone to hold 
them, Ifwe cannot get the '"radicaX curriculum" across, or arouse the neees- 
sary interest in the "'basic skiUs,'%ere is no point to them. But in m y  case, 
which do W ultimately care more about: our ideas, or trhe child/ student we 
a e  tqing to teach them to?"" 

Students cannot learn ""usel"m11yp' unless teachers develop an under- 
standing of the various ways in which subjectivities are constimted 
through different social domains, At stake here is the need far teachers 
ta understand how mperiences produced in the various domains and 
layers of everyday life give rise to the diRerent ""voices" smctexrts use to 
give meaning to their own worlds and, consequently, to their own exis- 
tence in the larger society Unless educatolrs address the question of how 
aspects of the social are experienced, mediated, and produced by stu- 
dents, it wilt be difficult for radical educators to tap into the drives, emo- 
tions, and interests that give stlbjectiaty its own unique '"vice" and pro- 
vide the momentum for learning itself. 
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Emancipatory Authodty, Teachers, 
and Socfd Movements 

1 want to conclude this article by arguing that teachers vvho want to 
function as transformatirre intellectuals who legitimate their role 
throu* an emancipatory form of authority will have to do more than 
gain hrther conbol of their working conditions and teach critic& peda- 
gow. They will have to open up ewry aspect of formal education to ac- 
tive, poplllar contegation m d  to other front line-groups and con- 
stituencies, This includes community members, parents, suppo't staff, 
youth-advocacy groups, and others with vital interests in the schools. 
There are a number of reasorrs for arguirlg this position. First, it is im- 
possible to argue for schools as democratic, counterpublic spheres if 
such institutions narrowly define and exclude various community 
groups from talking about educational concerns, Second, any notion of 
educational reform along with its recortstfuaed view of authority and 
pedagogy needs to focus on the institutional arrangements that struc- 
ture and mediate the role of schooling in the wider society; Reforms that 
limit their focus to specific school problems or the politics of instruction 
ignore the ways in kvhich public education is shaped, bent, and ma-ved 
by wider economic, political, and social concerns, Third, radical educa- 
tors need to make alliances with other progressive social mwements in 
an effort to ct-eate public spheres where the discourse of democracy can 
be debated and kvtaere the issues that arise in such a context can be col- 
lectively acted on, in a political fashion if necessary 

Teachers must be willing and prepared to make their schools mare re- 
sponsive to the wider community, In daing so, they will have to redefine 
the role and nature of auChority as it is currently constituted around the 
ideology of professianalism, an ideology that is largely shaped by 
unions, which often define tbemsefws in opposition to wider school 
constituencies and communiry demands. As it stancts, teachers tend to 
legitimate their roles as professionals through appeals to knowledge and 
expertise rhat is highly exclusionary and mdernocratic. Professionalism 
as it is presentiy defined has little to do with democracy as a social 
movement. By creating active, organic links w3th the community; teach- 
ers can open their schools ta the diverse resources offered by the corn- 
muniey. In doing so, they cm give the s&ools access to those cornmu- 
niry traditions, histories, and cultures that are often submerged or 
discredited within the dominant school culture, It is an unfortunate tru- 
ism that when communities are ignored by the schools, students find 
themselves situated in institutions that deny them a voice. As Ann Bas- 
tion and her colleagues argue: 



School isolation works to deny students a link between what they learn in 
the classroom and the environment they function in outside the school, 
The lack of relevance and integration is particulwly acute Tor minoriq m d  
disadvantaged students, whose social a d  cultural background is not re- 
flected, or is negatively renected, in stmdard curricda based on a vv"hite, 
middle-class mainstream a d  on elitist structures of achievement. Isola- 
tion aXso denies communities the integative and empowering capacities of 
the school as a communi-t-y institution, IsoIation denies schools the eneraf 
resources, and, ultimateXy, the sympathies of community" members.31 

Community involvement in the schools can help to foster the neces- 
sary conditions for a constructive, ongoing debate over the goals, meth- 
ods, and sewices that schools actually provide for students in specific 
localities. Moreover, it is essential that teachers take an active role in or- 
ganizing with, pal-ents and others in their communities in order to re- 
move political power: from the hands of those political and economic 
groups and institutions who exercise an inordinate and sometimes 
damaging influence on school policy and curriculurn.3" 

If radical educators m going to have m y  significant effect on the un- 
equal economic, politicd, and social arrangements that plague schools 
and the wider: society, they have no choice but to actively engage in the 
struggle for democracy with groups ouzside of their classruorns. Martin 
Carnrzy reinhrces this point by arguing that democracy has not been 
created by inteliectuals acting kvirhin the confines of their classrooms. 

Democracy has been developed by social movements, a d  fkitose Intellectu- 
als m d  educators who were able to implement democratic reforms in edu- 
cation did so in part through appeals to such movements. If the working 
people, minorities, and women who have formed the social movements 
pressing for greater democracy in our sociefy cannot be mobilized behind 
equdity in education, with the increased public spending that this requires, 
there is absolutely no possibiliq &at equaiiv in education wjlt be imple- 
mentedes3 

Teachers need to define themselves as transformative intellectuals 
who act as radical teachers and edttcawrs. Radicd teacher as a caegory 
defines the pedagogical and political role teachers have within the 
schools while the notion of radical education speaks to a wider sphere of 
intervcmion in which the same concern with authority, knowledge, 
power, and democracy redefines and broadens the political nattzre of 
their pedagogical task, which is to teach, learn, list:en, arzd mobilize in 
the inlerest of a morc: just and equitable social order, By linking school- 
ing to wider social movements, teachers can begin to redefine the na- 
trlre and importance of pedagogical gruggle and in doing so provide the 
basis to fight br forms of emancipatory authority as a foundation br the 
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establishment of freedom and justice. Nyberg and Farber have per- 
hrmed a theoreticat s e r ~ c e  in raising the importance of atnthority for: 
educalors, The next task is to organize and struggle for the promise 
ernancipawry authority offers to the schools, the community, and the 
wider society as a whole. 

I want to thank my colleawe and friend Peter McLaren for the comments and 
critic& reading of this article, Of course, 1 am solely ~sponsible forits content. 
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Radical Pedagogy and the 
Politics of Student Voice 

W~I'HIN ' 1 l - E  IAS'I" DECADE, P U B I C  schooling in the United 
States has been criticized quite strongly by bath radical and conserva- 
tive critics, Central to both positions has been a caneern with what has 
been called the ~producive  theory of schooling. Accorcting to the re- 
productive thesis, schools are not to be valued in the traditional sense as 
public spheres engaged in teaching auctems the knowledge and skills of 
democracy. On the contrary schools am to be viewed in morct instrrt- 
mental terms and should be measured against the need to reproduce 
the nlues, social practices, and skiills needed for the dominant corpo- 
rate order. Of course, conservative and radical critics have taken oppos- 
ing positions regarding the significance of schooling as a reproductive 
public sphere, For conservaths, schools have strayed too far from the 
logic of capital, and because of this, are now held responsible for the 
economic recession of the X9"10s, the lass of foreign markets to interna- 
tional competitors, and the shortage of trained workers for an inereas- 
ingly complex technological economy Conservatives have fu&her ar- 
gued that schools need to rehrm their curricuia in order to serve the 
carporate interests of the dominant society more failthfully.1 Undedprrg 
this theoretical shoflftand is the demand that schools place a greater 
emphasis on character formation, basic skills, and corporate needs, 

Radical educators, on the other hand, have used the reproductive the- 
sis to criticize the role that schools play in American socieq In generd 
terms, they have argued that schools are 'keproduetive" in that they prs- 
vide differeM classes and social groups with forms of howledge, skills, 
and culture that not only legifimate the dominant culture but also track 
students into a labar bree differentiated by gender, racial, and class 
cansiderations," 

Despite their difl;emnces, both radicals and conservatives alike have 
abandoned the Dehveyian, vision of public scl-xoats as democratic 
spheres, as places where the skills of democracy can be practised, de- 
bated, and andyzed, Similarly, both share a disturbing indifference to 
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the ways in vvhich students mediate and express their sense of place, 
time, and history and their contradictory; uncertain, and incomplete in- 
teractions with each other and with the dynamics of schooling. In other 
worcts, both radical and conservaive ideologies generally fall to engage 
the politics ofwice and representation-the forms of narrative and dia- 
logue-around which students make sense of their lives and schools. 
While this is an understandable position b r  conservatives or for those 
kvbose logic of instrumentallism and social control is at odds with an 
emancipatory notion of human agency, it represents a serious theoreti- 
cal and political failing on the part of radical educators. 

This failing is e ~ d e n t  in a number of areas. First, radical education 
theory has abandoned the language of possibility for the larlguage of cri- 
tique. That is, in viewirlg schools as primarily reproductiw sites, it has 
not been able to develop a theory of schooling that offen the possibility 
for counrerhegemonic struggle and ideological battle. Lllithin this dis- 
course, schools, teachers, and students have been written off as mere 
extensions of the logic of capital. Instead of viewing schools as sites of 
contestation and conflict, radical educators often provide us with a sim- 
plif ed version of domination that seems to suggest that the only politi- 
cal alternative to the current role that schools play in the wider society is 
ta abandon them altogether. Since they view schools as ideologically 
and politically averbrrrc-lened by the dominant society, lhey find unprob- 
lematic the moral and political necessity of developing a programmatic 
discourse for working within them, Thus, the role that teachers, sm- 
dents, parents, and community people might play in waging a political 
battle in the public schools is rarely explored as a possibility One conse- 
quence is that the primacy of the political in this project turns in on it- 
self and the defeatist logic of capitalis domination is acceped as the 
basis for a '"radical" "eory of schooling. 

Second, in their failure to develop an educational theoq that posits 
real altern,?ives within schools, radical educators remain politically 
powerless to combat the conservative forces which have adroitly ex- 
ploited and appropriated popular concerns over public education, In 
other words, the educationat Left not only misrepresents the nature of 
school life and the degree to which schools do not merely ape the logic 
of corporate intereas; it also unwittingly reinforces the conservaive 
thrust to fashion schools in their own ideological terms. In short, radical 
educators have failed to develop a language that engages schools as sites 
of possibility, that is, as places where students can be educated ta take 
their places in society Erom a posilion of empowerment raher than fiom 
a position of ideological and economic subordination. 

The major problem that I want to inquire into in this essay is one that 
is centraf ta any legitimate notion of radical pedagow-that is, how to 
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develop a radical pedagom that acknowledges the spaces, tensions, and 
possibilities h r  struggte within, the day-to-day workings of schools. Un,- 
derlying this problematic is the need to genwate a set of categories that 
not only provides new modes of critical interromtion but also points to 
alternative strategies and modes of practice around which a radical ped- 
agogy can be realized, 

The basis for such a task lies at the outset in redefining the concept of 
pokver with respect to everyday experience and the construction of 
classroom pedagogy and student voice, For radical educators, power has 
to be understood as a concrete set of practices that produces social 
hrms through which different experiences and modes of subjectidties 
are constructed. Power, in this sense, incltudes but goes beyond the ca l  
for institutional chnge  or for the distribution of political and economic 
resources; it also signifies a level of conflict and struggle that plays itself 
out around the exchange of discourse and the lived experiences that 
such discourse produces, mediates, and legitimates. 

Another mrSljor assumption here is that discourse is both a medium 
and a product of powr. Xn this sense, discourse is intimately connected 
with those ideological and maerial farces out of which individuals and 
groups kshion a "voice," As Baikhtin (1982 3 puts it: 

hnguage is not a neutral medium that passes freely and easily into the pri- 
vate praperv of the speakerg intentions; it is popdated-overpopulated- 
~ 6 t h  the intentions of others. Expropriating it, forcing it to submit to one's 
own intentions m d  accents, is a dificulr and carnphcated process. (g, 249) 

Xf language is inseparable ham lived experience and from how people 
creae a distinctive voice, it is also connected to an intense struggte 
among different groups over what will count as meaningful and whose 
cultural capital will prevail in legitimating particular ways of life. Within 
schools, discourse produces and legitimaes conf gurations of time, 
space, and narrative, placing paaicular renderings of ideolog, behavloe 
and the repl-esentation of everyday l i fe in a privileged perspective, As a 
"technotog of powr," &scourse is given concrete expression in the 
forms of knowledge that constitrre the formal curriculum as wetl as in 
the structuring of cllassroom sociaX relations that constitute the hidden 
curriculum of schooting. Needless to say, these pedagogical practices 
and forms are "'read"' in differem ways by teachers and studenrs. 

The importance of the relationship between power and discourse for 
a radical pedagogy is that it provides a theoretical grounding for interro- 
gating the issue of how ideology is inscribed in those forms of educa- 
tional discourse through which school experiences and practices are or- 
dered and constimted, Moreover, it pain& to the necessiq of accounting 
theoretically for the ways in which language, ideology, history, and expe- 
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rience come logether to produce, define, and constrain paflicular forms 
of teacher-student practice, The value of this approach is that it refuses 
to remain trapped in modes of analysis that examine sl:rtdent voice arzd 
pedagogic& experience from the perspeclive of the reproductive thesis. 
That is, power and discourse are now investigated not merely as the sin- 
gte echo of the logic of capital, but as a polyphony of voices mediated 
within different layers of reality shaped through art interaction of domi- 
nant and subordinate hrms of power, By recognizing and interrogating 
the different layers of meaning and struggle that make up the terrain of 
schooling, radical educators can fashion not only a language of critique 
but also a language of possibility; The remainder of this essay wilt engage 
that task, First 1 will criticaljy analyze the twa major discourses of main- 
stmam educational theory At the risk of undue simplification, these are 
characterized as consewative and liberal pedagogical discourses, Then II 
1CibiU attempt to develop a discourse appropriate for a radicd pedagogy, 
one that draws heavily upon the works of Paulo Freire and Mikhail 
Bahtin, 

Csnsemadve Discstzrse 
mdl Educatisnd Practice 

Schooling and Positive Knowledge 
Conservative educational discourse often presents a view of culture and 
knowledge in which both are treated as part of a storehouse of artifircts 
constituted as canon, W i l e  this discourse has a number of eharacteris- 
tic expressions, its most recent theoretical defence can be found in Mor- 
timer I, Adler's The Paidei~ Proposal, Mler calls Ear the schools to iznple- 
ment a core course of subjects in ali X2 years of public schooling, His 
appeal is to forms of pedagogy that enable students to master skills and 
specific hrms of understanding with respect to predetermined forms of 
knowledge. Tn this view, knowledge appears beyond the reach of criticd 
interrogation except at the level of immediate application. In other 
worcfs, there is r t ~  mention of haw such knowledge is chosen, whose in- 
terests it represents, or why students might be interested in acquiring it. 
In fact, students in this perspective are characterized as a unitary body 
removed from the ideological and material forces that construct their 
subjectidties, intel-ests, and concerns in diverse and multiple ways. 

1 would argue that the concept of difference in this approach becomes 
the negative apparition of the "'other.?' This is particularly clear in Adler's 
case since he dismisses social and cultural differences among students 
1Cibith the simplistic and reduetionistic comment that "despite their man- 
ifold indi~dual  digerences the children are aft the same in their human 
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nature" "(1982, p, 42). In this view, a predetermined and hierarchically 
arranged body of knowledge is taken as the cultural currency to be dis- 
pensed to all children regadless of their diversity and interests, Equally 
impoflant is the fact that the acquisition of such howledge becomes 
the structuring principle around which. the school curriculum is orga- 
nized and particular classroom social relaions legitimaed. It is worth 
noting that it is exdusively an appeaf to school knowledge that consti- 
tutes the measure and worth of what defines the learning experience, 
That is, the value of both teacher and student experience is premised on 
the transmission and inculcation of what can be termed ""positive 
knowledge," Consequendy, it is in the distribution, management, mea- 
surement, and legitimation of such howledge that this type of peda- 
gogy invests its energies, Phil Cusick (1983) cornmen& in his edlno- 
graphic study of three urban secondary scboals on the problematic 
namre of legitimating and organizing shoal prdaiees arollrld the no- 
tion of ""positive knowledge3': 

By positive knowledge I mean that which is generally accepted as haGng an 
empiric& or traditional base. . . . The assumption that the acquisition of 
positive howledge can be made interesting and appealing in part under- 
lies the laws &at compel everyone to attend school, at feast until their mid 
teens. . . . The conventional assumption would have it that the curricuXum 
of a school exists as a body of knowledge, agreed upon by staff and ap- 
proved by the general communif-y and by district authorities who have 
same expertise, m d  .that it renects the best &inking about what yomg peo- 
ple need to succeed in our socieq. But X did not find that. (pp, 25,71) 

What Cusick did find was that school knowledge organized in these 
terms was not compelling enough to interest many of the studens he 
observed. Moreover, educators locked into this perspective responded 
ta st:wdexlt disinteresk violence, and resistance by shifting their can- 
cerns-from actually teaching positive knowledge to maintaining order 
and control, or as they put it, ""keeping the lid on." Cusick is worth quot- 
ing at length: 

Not only did the administrators spend their time on those matters [admin- 
istration m d  controll, they &ss tended to evduate other elements, such as 
the perhrmmce of teachers, according to their abilify. to maintain order. 
They tended to =range other elements of the school according to how they 
contributed or failed to contribute to the maintenace of ordem: The out- 
standing exmple of &at was the implementation in both urbm schools of 
the five-by-five day, wherein the students were brought in early in the 
morning, given five periods of instruction with a few minutes in between 
and a fifteen-minute dd-morning break, a d  released before one o'clock, 
There were no free periods, study hafts, cafeteria sessions, or assemblies. 
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No occasions were &owed in which violence could occur, The importance 
of maintaining order in those public secondary sehaoXs could not be un- 
derestimated. (p, 108) 

Within this brm of pedagogical practice, student mice is reduced to the 
immediacy of its perfarmance, existing as something to fie measured, 
administered, registered, and controlled. Its distinctiveness, its disjurrc- 
tions, its lived qualiw are all1 dissolved under an ideo10gy of control and 
management, In the name of efficiency, the resources and wealth of stu- 
dent life hisories art? generally i g n o ~ d .  A major problem with this per- 
spective is that the celebration of positiw knowledge does not guaran- 
tee that students will have any interest in the pedagogical practices it 
produces, especially since such knowledge appears to have little con- 
nection to the everyday experiences of the students themselves. Teach- 
ers who structure classroom experiences out of this discourse generally 
face enormous problems in the public schools, especially those in urban 
centres. Boredom andlor disruption appear ta be primary products, To 
some extent, of course, teachers who rely upon classroom practices that 
exhibit a disrespect for students are lhemselves victims of labor condi- 
tions that virtually make it impossible for them to teach as critical edu- 
cators, At the same time, these conditions are determined by dominant 
intewsts and by discourses that provide the ideological legitimation for 
promoting hegemonic classroom practices, In short, such practices not 
only invoke spbo l i c  violence against smdents fiy devaftling the cul- 
tural capital which they possess, they also tend to restrict leachers to 
pedagogical models that legitimate their role as witlite collar cIel.ks. Un- 
fortunately, the notion of teachers as clerks is part of a long tradition of 
management models of pedagogy and administration that has domi- 
nated American public education. 

Needless to say, conservative educational discourse is not all of one 
piece; .here is mother position within this perspeaive that does not ig- 
nore the relationship between knowledge and student experience. 11: is 
to this position that X will now turn, 

Schooling and the Ideology of Positiue Thinking 
In another impo't.ant variation of consewtive educational theoryp the 
analysis and meaning of experience shift from a preoccupation with 
transmitting positive knowledge ~-o developing forms of pedagoa that 
recognize and appropriate cultural traditions and experslences that dif- 
krent students bring to the school set"cng. The theowtical cornerstone 
of this position is developed around a modified view of the concept of 
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culture, That is, the static notion of culture as a storehouse of traditiond 
knokvledge and skills is replaced here by a more anthropological ap- 
proach, 

In its revised form, culture is viewed as a form of production, specifi- 
cally, as the ways in which human beings make sense of their lives, feel- 
ings, beliefs, thoughts, and the wider sociev. Within this approach, the 
notion of differcltnce is &ripped of its "otherness" and accommodated to 
the logic of a "polite civic humanismf' (Corrigan, 1985, p. 7'). Difference 
no longer synlbolizes the threat of disnrprion. O n  the contrary, it now 
signds an invitation for diverse cultural groups to join hands under the 
democratic banner of an integrative pluralism. The specific ideology 
that defines the relation betvveen difference and pluralism is central to 
this version of conservative educational thought in that it legitimates 
the idea that in spite of differences maniksted around race, ethnicity; 
language, values, and life sqles, there is art underlying equaliq among 
differcltnt cultural groups that allegedly disclvows that any  one of them is 
pridleged. At work here is an attempt to subsume the notion of differ- 
ence within a discourse and set oE practices that promote harmony, 
equality* and respect within and bet~veen diverse culturitf groups, 

This is not meant to suggest that confiict is ignored in this approach; LfI 
am not suggesting that the social and political antagonisms that charac- 
terize the refaionship between differclnl cultural groups and the larger 
society are altogether denied, On the contrary such problems are gener- 
ally recognized but as issues to be dismssed and overeome in the ixrter- 
est of crealing a ""happy and cooperative class," which will hopefrrtly play 
a fundamental role in bringing about a '"happy and cooperative world" 
CjeRcoate, 19'79, p. 122). Within this context, cultural representations of 
diffemee as coy1flict and tension only become pedagogically workable 
within a language of unity and cooperation that Xegitimates a false and 
particularly "cheery" view of Western civilization. Consequently, the 
concept of difference turns into its opposite, fur difference n w  be- 
comes meaningful as something t s  be  salved within relevant forms of 
exchange and class discussions, Lost here is a respect for the autonomy 
of d i f f e~n t  culturitf logics and any understanding of how such logics op- 
erate kvithin asymmetrirzal relations of power and domination. In other 
words, the equality that is associated with different forms of culture 
serves to displace polilical considerations regarding the ways in which 
dominant and subordinate groups interact and struggle both in and 
outside the schools, 

The pedagogical practices deriving from this notion of difference and 
cultural diversity are suffused with the language of positive thinking. 
This becomes clear in curriculum projects developed around these 
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practices. These projeclts generally structure curriculum problems so as 
ta include references to the conflicts and tensions that exist among di- 
verse groups, but rather than educating smdems ~-o the ways in which 
various groups struggle within relations of power and domination as 
these are played out in the larger social arena, they subordinate these is- 
sues to pedagogical goals that attempt to foster a mutual r"espect and 
understanding in the interest of nalional uniw The apologetic nature of 
this discourse is evident in the kinds of educational objectives that 
structure its classroom practices. The comp1exit-y and sweat of social 
change are quietly ignorcld. 

In more sophisticated versions, conservative educational theory rec- 
ognizes the existence of racial, gender, ethnic, and other types of cortfli~t 
among different groups but is more ideolugically honest about why they 
should not be emphasized in the school curriculum. &pealing to the in- 
terests of a "common culture," this position calls for a pedagogical em- 
phasis an the common interests and ideals that characterize the nation. 
As one of its spokespersons, Nathan Glazer Ql9"1], puts it, the choice of 
what is taught "must be guided, . . by our conception of a desirable soci- 
ety of the relationship between what we select to teach and the ability of 
people ta achieve such a society and live tagether in it" Q. 51). m a t  is 
troubling with this position is that it lacks any sense of culture as a ter- 
rain of struggle; moreover, it does not pay any atrention to the relation- 
ship between knowledge and powel= Tn fact, underlying Glazer's state- 
ment is a facile egalitarianism that assumes but does not demonstrate 
that all groups can aclively paflicipate in the development of such a so- 
ciety. m V e  appealing to a fictive harmany, his unitar_?d. ""our" mggests an 
unwillingness to either indict or imerrogae existing st-ructures of dorni- 
nation. This harmony is nothing more than an image in the discourse of 
those who do not have to suffer the ixrjustices experienced by subordi- 
nated groups, In short, this version of consemative educational theory 
falls prey to a perspective that idealizes the future wlrile stripping the 
present of its deeply rooted contradictions and tensions. This is slat 
merely the discourse of harmony; it is also a set of interests that refrlses 
to posit the relations between culture and pawer as a mord question de- 
manding emancipatory political action. 

Liberal discourse in educational theory and practice has a long associa- 
tion with various tenets of what has been loosely called progressive edu- 
cation in the United States, From John Dewey to the free school move- 
ment of the sixties and seventies to the present emphasis on 
muitticulturalism, there has been a concern with taking the needs and 



Rada"cak Ped~gogy and Politirrs of Sttcdent Wice / X27 

the cultural experiences of sllrdenls as a starting point for developing 
relevant forms of pedagogy3 Since it is impossible to analyze in this 
essay all of the theoretical twists and turns this movement has taken, I 
want to focus exelusively on some of i t s  dominant ideological tenden- 
cies and the way in which its discourses structure the experiences of stu- 
dents and teachers. 

Liberal Theov as the Ideology ofDeprivation 
In its most comrnon-sense farm, liberal educational theory favors a no- 
tion of experience that is equated either with "fulfilling the needs of 
kids" or with developing cordial ~ l a t i o n s  with studenrs so as to be able 
to mainlain order and control in the school. In many respects, these two 
discourses repl-esent different sides of the same educational ideolog~r, In 
the ideology of ""need fulfillment," the category of need represents an ab- 
sence of a particular set of experiences, In most cases, what educators 
determine as missing are either the cul.l;urally specific experiences that 
schoal authorities believe students must acquire in order to enrich the 
quality of their lives or the l'undamental skills that they will 'hneed" in 
order to get jobs once they leave school. Underlying this view of experi- 
ence is the logic of mltural deprivation theory, which d d n e s  education 
in terms of culturitf enrichment, remediation, and basics, 

In this version of liberall pedagoglir, there is little recsgnition that what 
is legitimated as privileged schoot experience often repmen& the en- 
dorsment of a pariliculnr way of life, signified as superior by the "re- 
venge" that befalls those who do slat share its attributes. Specifically; the 
experience of the student as "other" i s  cast as deviant, unde~rivileged, 
or '"incultured." Consequently, not only do students bear the sole re- 
sponsibility for school Pdilure, but also there is little room for questian- 
ing the ways in whidl administrators and teachers actually create and 
suslain the problems they attribute to students, This view of strtdents, 
particularly of those from subordinate groups, is mirrored by a refusal to 
examine the assumptions and pedagogical practices that legitimate 
forms of experience embodying the logic of domination, One giaring ex- 
ample ofthis was brought to me by a secondary school teacher in one of 
my graduae courses who constantly referred to her working-ctass stu- 
dents as " l w  life," In her case, there was no sense of how language was 
actively csnstructing her relations with these students, though E am sure 
the message was not lost on them. One practice that sometimes 
emerges from this aspect of liberal educational ideology is that of blam- 
ing students for their perceived problems while simultaneously humili- 
&ing them ixl an effort to get them to participate in classroom acrivities, 
The following incident captures this approach: 
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The teacher, after taking attendance for B._Ereen minutes, wrote a few 
phrases on the board: "dam and Eve," "spontaneous generation," and 
""evolution," m d  told the students that: "For the next forty minutes you are 
to write an essay on how YOU think the world started, and here are three 
possibilities which, you h o w  we discussed last week. I did this with my 
college prep class and they liked it. . . . It wilX do you good. Teach you to 
think for a change, which is something you don't do often." "(~usick, 1983, p. 
55) 

Liberal Theory as the Pedagogy of Cordial Relations 
m e n  students refuse to surrender to this type of humiliation, teachers 
and school administrators generally face problems of order and control, 
One response is to promote a pedagom of cordial relations. The cIassic 
instance of dealing with slctderlcs in this approach is to try to keep them 
""happy" by either indulging their personal interests throu& appropri- 
ately developed modes of "low status'' howledge or by developing good 
rapport with them. Defined as the "other," "students now become objects 
of inquiry in the inefed of being understood so as to be mort? easily con- 
trolled, The knowledge, for example, used by teachers with these stu- 
dents is often d r a m  from cultural forms identified with class-, race-, and 
gender-specific interests. But relevance, in this instance, has little to do 
with emancipatory concerns; instead, it translates into pedagogical prrxc- 
tiees that attempt to appropriate forms of student and popular culture in 
the interests of maintaining social control. Furthermore, it provides a le- 
gitimating ideolog for forms of class, race, and gender tracking, The 
practice of tracking at issue here is developed in its most subtle form 
through an endless series of school electives that appear to legitimate the 
cultures of subordinated groups while actually incorporating tlifexrz in a 
trivial pedagogical fashion. Thus, working-class girls are "advised" by 
guidance teachers to take "Girl Talk'" while middle-class smdents have no 
doubts about the importance of taking classes in literary criticism. In the 
name of relevance and order, worEng-class males are encouraged to se- 
lect ""industrial arts'hwhile their middle-dass counteqms take courses 
in advanced chemistry These practices and sociat forms along with the 
diveqent interests and pedagogies they produce have been analyzed ex- 
tensively elsewhere and need not be ~ p e a t e d  here." 

Liberal Theory and the Pedagogy of Child Cenhedness 
In its theowtical forms, liberal educational discourse proGdes a "sup- 
portive" "ew of student experience and culture, Within this perspective, 
student experience is defined by the individualizing psycholog of "child 
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centredness.'Wnderstood as part of a 64natura1p~ unfolding process, it is 
not tied to the imperatives of rigid disciplinary authority but to the exer- 
cise af self-control and self-regulation, The focus af analysis in this dis- 
course is the child as a unitary suibjec, and pedagogical praaices are 
structured around encouraging ""t"taaXthy9' expression and harmanious 
social relations, Gemrat to this problemaic is an idealow that equaes 
freedom with "the bestowal of love" and with what Carl Rogers (1969) 
has called 'knconditional positive regard'' and "emphatic understand- 
ing,'The liberal pedagogical canon demands that teachers emphasize 
self-directed learning, link knowledge to the personal experiences of 
students, and attempt to help students to interact with one another in a 
positive and harmonious fashion. 

How smdent experiences are developed within this perspective is, of 
course, directly related to the larger question of how they are con- 
structed and understood within the multiple discourses tbat embody 
and reproduce the social and culfural relations of the larger society" This 
issue is not only ignored in liberal taiews of educational theory; it is ig- 
nored in conservative discourses as well. The silence regarding forms of 
race, class, and gender discrimination and how these are reproduced in 
relations between the schools and the lal-ger social order is what links 
conservative and liberal theories of education, constituting, what I call, 
the dominant educational discourse. Though I have already criticized 
some of the assumptions that inform the dominant educational dis- 
courses, It want to elaborate an these before X turn to how a radical peda- 
gogy can be fashioned out of a theory of cultural politics. 

Domirtant Educational Discaurse 
The dominant educational discourse falls prey to a deeply ingrained 
ideological tendency in American education as well as in the main- 
stream social sciences to separate culture from relations of power. By 
analyzing culture uncritically either as an object of-veneration or as a set 
of practices tbat embody the traditions and values of diverse groups, 
this view depoliticizes culture. More specifcdly, there is no aaempt to 
understand culture as shazd and lived principles characteristic of dif- 
ferent groups and cltasses as these emerge within inequitable relations of 
power and fields of stmtggle. Actually, ccufl-tlrr: remains unexplored as a 
particular relation between dominant and subordinate groups, ex- 
pressed in antagonistic retaions that embody and produce particutar 
forms of meaning and action, In eHect, these discourses exclude the 
concepts of "horninant" and ""subordinate" culture altogether and by 
doing so fail to recognize the effect af wider political and social forces an 
all aspects of school organization and everyday classmom life. 
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By refusing to acknowledge the relations between culture and power, 
the daminant educational discourses fail to understand how schools are 
impticaed in reprodtlcing oppressive ideologies and social practices. 
Rather, they assume that schools can andyze problems faced by differ- 
ent cultural groups and that out of such analyses students wilI develop a 
sense of understanding and mutual respect that will in some way iXlflw 
ence the wider sociew But schools do morcl than innuence socieq; they 
are also shaped by it. That is, schools are inextricably linked to a larger 
set of political and cultural processes and not only ~ f l e c t  rhe an tap-  
nisrrls embodied in such processes but also embody and reproduce 
thern. This issue becomes clearer in statistical studies that reveal that 
"one out of every four students who enrols in ninth grade (in the U.S.) 
drops out before high school graduation. Drop out rates for Black stu- 
dents are just under twice as great [as those] for M i t e  students; those 
for Hispanic students are just over t ~ c e  as great, . . . In 19711,51 percent 
of all Wi re  and 50 percent of all Black high school graduates went to 
coltege* In 1981, the rate of young Black high school graduates enroEEed 
in college had fallen to 40 percent, in October of 1982, it fell to 36 per- 
cent'"NCAS, 1985, p. X). 

The ideological importance of these statistics is that they point to ide- 
ological and material practices that are actively produced within the 
dq-to-day activities of schooling but originate in the wider socierp They 
also point to the silence on a number of questions pertaining to how 
schools produce class, race, and gender differentiations and the funda- 
mental antagonisms that s&ucltlre them. One issue the staristics point 
to is haw wider forms of political, economic, social, and ideoEog'real 
domination and subordination mi&t be invested in the language, texts, 
and social practices of the schools as well as in the experiences of the 
teachers and students themselves. An equally important concern cen- 
tres around the issue of how power in schools is expressed as a set of re- 
lations that mats  same groups as privileged while disconfirming others. 
Some important questions that could be pursued here include: M a t  is 
the ideology at work when children are teaed in a language they do not 
understand? m a t  interesrs are being sustained by tracking black chil- 
dren who have no serious iwrtelIectuaX learning disabilities into classes 
for the educable mentally handicapped? M a t  are the ideologies under- 
lying practices in urban schools whew the drop-out rates are 85 percent 
h r  Native Americans and betwen "1 and 80 percent for Puerto Rican 
students (NCAS, 1985, pp, 10, 14, 16)"lpfhe important point illuminated 
by these figures is that dominant edtrcationd discourses lack not only 
an adequate theory of domination butt also a critical understanding of 
how experience is named, congructed, and legitimated in schools. 
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Another major criticism of dominaw educational discourses focuses 
on the political nature of school Xanguage. Defined primarily in techni- 
cal terms (mastery) or in terms of its communicative value in developing 
didogue and transmitting inbrmation, language is abstracted from its 
political and ideological usage* For instance, language is pridleged as a 
medium for exchanging and presenting howledge, and, as such, is ab- 
stracted from its constitutive role in the struggle of various groups over 
different meanings, practices, and readings of the world. Within domi- 
nant edrrcarional theory, there is no sense of how langttage practices can 
be used to actively silence some students or of how favoring particular 
hrms of discourse can work to disconfirm the traditions, practices, and 
values of subordinate language group" ssirnilarly, there is a fitilure to 
have teachers acquire irorms of language literizcy that would translate, 
pedagogically, into a critical understanding of the structure of language 
and a cayaciv to help students validale and critically engage thdr own 
experience and cultural milieu, 

It is not surprising that kvithjn dominant educational discourses, 
questions of cllltrrral diifiitrence are sometimes reduced to a sirlgle em- 
phasis on the learning and understanding of school knowledge, in par- 
ticulztx; as pl-esented thmugh the form and content of curriculum texts. 
Lost here are the ways in which power is invested in institutional and 
ideological hrces that bear down on and shape social practices of 
scbaoling. There is no clear understanding, for example, of how socid 
relations operate in schools through the organization of t h e ,  space, and 
resources, or the w w  in which different groups experience these rela- 
tions via their economic, political, and social locations outside of 
schools. Dominant educational theory not only fails ta understand 
schooling as a cultural process that is inearisably linked to wider socid 
forces; it also appealrs incapable of recognizing how teacher and student 
resistance may emerge in schools as part: of a refusal either to teach or to 
accept the dictates of dominant school culture (Giroux, 1983)" 

In more specific terms, dominant educational discaurses fail to ana- 
lyze how the school as art agent of social and cultural control is medi- 
ated and contested by those whose interests it does not serve. In part, 
this is due to a functionalist view of schooling which sees schools as 
serving the needs of the dominant socieq without questioning either 
the nature of that society or the effects it has on the daily practices of 
schooling itself* The theareticall price paid for this type of hxlctionallism 
is high, One consewence is that schoofs are seen as if they were re- 
moved from the tensiorls and antagonisms that charaaerize the wider 
society. As a result, it becomes impossible to understand schools as sites 
of strugl31e over power and meaning, Furthermore, there is no theoreti- 
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caf room in this approach to understand why subordinate groups may 
actively resist and deny the dominant culture as it is embodied in vari- 
ous aspects of classroom life, 

Radical Pedagogy as a Fo of C d $ w d  PaIftics 
In this section, I want to develop a perspective that links radical peda- 
gogy with a form of cu;ltural politics. In doing so, T want to draw princi- 
pally from the works of Paulo Freire and Mibail Babtin and attempt to 
construct a theoretical model in which the notions of stnrggle, sltldent 
voice, and critical dialogue are central to the goal of developing an 
emancipatory peclagoli;y."ahtinps work is important because he views 
language usage as an eminently social and political act linked to the 
wa3r;~ individuals define meaning and author their relations to the world 
through an ongoing didogue with others. As the theoretician of differ- 
ence, dialogue, and polyphonic voice, Babtin righlly emphasizes the 
need to understand the ongoing struggle between various groups over 
language and meaning as a moral and epistemolot;ical imperative, Ac- 
cordingly, Bakhtin deepens our understanding of the naure of author- 
ship by prodding analyses of how people give value to and operate our 
of diflerem layers of discourse, He also points to Che pedagogical signifi- 
cance of critical dialogue as a form of authorship s i x e  it provides the 
medium and gives meaning to the multiple mices that constru~t the 
""texts" constitutive of everyday life. 

Paulo Freire both extends and deepens Bakhtinp; project. Like Dabtin, 
Freire offers the possibility 1For organizing pedagogical experiences 
within social forms and practices that ""speak"' to developing more criti- 
cal and dialogical modes of learning and struggle. But Freirek theory of 
experience is rooted in a view of Xanguage and culture that links dia- 
lowe and meaning to a social project emphasizing tfie primacy of the 
political, In this case, 'kmpowerment" is defined as central to the collec- 
tive struggle far a fife d thout  oppression and exploitation. 

Both altttlors employ a view of language, dialogue, chronotype, and 
diflierence that rejects a totalizing view of history Both argue that a criti- 
cal pedagom has to begin with a dialectical celebration oftbe laneages 
of critique and possibility-an approach which finds its noblest expres- 
sion in a discourse integrating critical analysis with social transforma- 
tion. Simitarlyb both authors provide a pedagogical model that begins 
with problems rooted in the concrete experiences of everyday life, In ef- 
fect, they provide valuable theoretical models from which radicd educa- 
tors can selectively draw in to develop an analysis of schools as sires of 
conflict actively involved in the production of lived experiences. 



Rada"cak Ped~gogy and Politirrs of Sttcdent Wice / X33 

The work of Freire and Bakhtin points to the need to inquire into how 
human experiences are produced, contested, and legitimated within 
everydq classroom life. The theoretical importance of this analysis is 
linked directly ~ . o  the need for radical educators to fashion a discourse in 
kvhich a more esmpl-ehensive politics of culture, mice, and experience 
can be developed, At issue here is the recognition that schoots are his- 
torical and stmcturd errrbodirrlents of ideological forms of culture; they 
signify ~ a l i t y  in wa3r;~ that are often experienced differently and actively 
cantested by various indiGduals and groups. Schools, in. this sense, are 
idmlogical and political terrains out of vvhich the dominant cullrtrt? in 
part produces its hegemonic "certainties"$ut they are also places where 
dominant and subordinate voices define and canstrain each other, in. 
battle and exchange, in response to the socio-historical conditions "car- 
ried" k the institutional, textual, and Xived practices that define school 
culture and teaeherlstudent experience, In other words, schools are not 
ideologically innocent; nor are they simply reproductive of dominant 
social relations and interests, At the same time, schools produce forms 
of political and mora1 regufation intimately connected with the tech- 
nologies of power that '"produce qnlrnetries in the abilities of indiwlclu- 
aIs and groups ta define and realize their needs" Uohrxsan, 1983, p. 1. 1). 
More specifically, schools establish the conditions under which some 
individuals and groups d e h e  the terms by whicl.1 others live, resist, af- 
firm, and participate in the csnstruction of their own identities and sub- 
jectivities. Simon (1988 illuminates quite we11 some of the important 
theoretical considerations that have to be addressed *thin a radical 
pedagogy; He i s  worth quoting at length on this issue: 

Our concern as educators is to develop a way of thinking about the con- 
struction m d  definition of subjectiviv within the concrete social forms of 
our evewday e~stenee  in. a way that grasps schooling as a cuIturd a d  po- 
litical site that [embodies) a project ohregulation m d  trmsformation. As 
educators W are required to take a position on the acceptabai*cy of such 
forms, We also recognize that while schooling is productive it is not so in 
isolation, but in complex relations with other forms organised in other 
sites, . . . [Moreover,] in vvsrking to reconstruct aspects of schooXing [educa- 
tors should attempt1 to understand how it becomes implicated in the pro- 
duction of subjecti\rities [and] recognize [how] existing social forms Iegiti- 
mate m d  produce real inequities which serve the interest of some over 
others and that a trmsformative pedagow is oppositional in intent a d  is 
threatening to some in its practice. (pp 176-1 771 

Sirnon rightly argues that as sites of cultural produelion schools em- 
body representations and practices that construct as well as block the 
possibilities for human. agency arnong studen&, This becomes clearer if 
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we recognize that one of the most impoflant elements at work in the 
constructian of experience and subjectiv-ity in schools is Ilanwage: lan- 
guage intersects with power just as particular linguistic fo rm structure 
and legitimate the ideologies of specific groups, hnguaige is intimately 
related to power, and it constitutes the way that teachers and students 
define, mediate, and understand their relation to each other and the 
larger society 

As Bakhtin has pointed out, language is intimately related ta the dy- 
namics of aitthorshiy and voice,"t is  thin and d.trough tanpage that 
individuals in particular historical contexts shape values into pmicrxlar 
brms and practices, As part of the production of meaning, language 
represents a central. force in the strugge for voice, Schools are one of the 
primary public spheres where, through the inRuence of authority, resis- 
tance and dialogue, language is able to shape the way various individu- 
als and groups encode and thereby engage the world. In other words, 
schools art? places where language projects, imposes, and constnlcts 
particular norms and brms of meaning. Xn this sense, language does 
more than merely present ""ixrformation"; in actuality; it is used as a basis 
both to "instmct" and to produce subjeetivities, For Balibtin, the issue of 
language is explored as part of a politics of strugge and rep~sentation, 
a politics farged in the relations of power pertaining to who decides and 
legislaes the territory on whicl~ discourse is to be defined and negoti- 
ated, The driving mamenttzm of voice and of authorship is inseparable 
from the relations between indiwiduals and groups, In Bahtin's terms, 
""the w a d  is a mo-sided act, It is determined . , . by those whose word it 
is and for whom it is meant, . . . A word is territory shared by both ad- 
dresser and addressee, by the speaker and his interlocutor" "olosinov 
[BnWlltinj, 1973, pp. 85-86). At issue here is the criticd insight that stu- 
dent subjecti.viities are demloped across a range of discaurses and can 
only be understood within a process of social interaction that "'pumps 
energy Cram a life situation into the verbal discourse, , , , endowiing] 
everflhing linguistically stable with living historical momentum and 
uniqueness" "olosinov [BabtinX, 1976, p. 106). 

VVlth the a b m  theoretical assumptions in mind, I want now to argue 
in more specific terms h r  a radical pedagogy as a form of cultural poli- 
ties, In effect, X want to present the case for constructing this pedagogy 
on a critically affirmative language that allows us to understand hocv 
subjecti~ries are produced; such a pedagogy makes problematic how 
teachers and students sustain, or resist, or accommodate those lan- 
guages, ideologies, social processes, and mphs  that position them 
within existing relations of power and dependency; Moreover, this peda- 
gogy points to the need to develop a theory of politics and culture that 
analyzes discourse and voice as a continually shifting balance of re- 
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sources and practices in the stmggle wer specific ways of naming, orga- 
nizing, and experiencing social realiq Discourse can be =cognized as a 
form of cultural production, tinking agency and s&ucture through pub- 
lic and prime represenetions that are concrekly organized and struc- 
tured within schools. Furthermore, discourse is understood as a set of 
experiences that are lived and srrfkred by individuals and groups within 
specific contexts and settings, Within this perspective, the concept of ex- 
perience is linked to the broader issue of how suwectidties are inscribed 
within cultural processes that develop with regard to the dynamics of 
production, tmnsformatian, and struggle. Understood in these terms, a 
pedagogy of cultural politics presents a two-fold set of tasks for radical 
educators, First, they need to analyze how cuitturaX production is orga- 
nized within asymmetric& ~ l a t i o n s  of power in schools. Second, they 
need to construct political strategies h r  participating in social struggles 
designed to fight for schoots as democratic public sphercss. 

In order to rclalize these tasks, it is necessary to asess  the politic& lirn- 
its and pedagogical potentialities of instances of cultural production 
that coxlstilute the vasious processes of schooling. It is important to note 
that I am calling these social processes "instances of cultural produc- 
tion" mther than using the dominant leftist concept of reproduction. 
W i l e  the notion of reproduction points adequately to the nrious eco- 
nomic and political ideologies and interests that are recondituted 
within the relations of schooling, it lacks a comp~hensive, theoretical 
understanding of how such interests are mediated, worked on, and sub- 
jectively produced. 

A radical pedagam that assumes the form of a: cultural politics must 
examine how cultural processes are produced and transformed  thin 
three parlicular, though related, fields of discourse, These are: the dis- 
course of pradaeti:l"an, $he discsu rse of text al~alysk, and tke discou of 
lived cultures, Each of these discourses has a history of theoretical devel- 
opmenl in various models of leftist analysis, and each has been sub- 
jected to intense discussion and criticism. These need not be repeated 
here.7What I want to do is to took at the potentialities eAibt'ted by these 
discourses in their interconnections, particularly as they point to a new 
set of categories for developing educational practices that empower 
teachers and students to take up emancipatory interests, 

Educational Practice and the Discourse of Production 
The discourse of praduaion in educationat theory has focused on the 
waJ";s in which the structrtzral forces outside the immediacy of school life 
construct the objective conditions within which schools function, This 
srategic framework can provide us with illuminating analyses of the 
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state, the workplace, hundations, publishing companies, and other em- 
bodiment~ of political interest that directly or indirectly influence 
school policy. Moreover, schools are understood  thin a larger network 
that allows us to analyz them as historical and socid constructions, as 
embodiments of social forms that always bear a relationship to the 
wider socieq. A fundamental task of the discourse of production is to 
alert teachers to the primacy of identibing practices and intercltsts that 
legitimate specific public representations and ways of fife, To attempt to 
undersland the process of schooling without taking into consideration 
how these wider forms of production are constmctecl, manifested, and 
contested both in and out of schools is inconceivable kvithin this dis- 
course. This becomes obvious, for instance, if we wish to analyze the 
waq"s in which slate policy embodies and promotes particrular practices 
that legitimate and render pri~leged some hrms of knowledge over oth- 
ers, or some goups over others.8 Equally significant would be an analy- 
sis of how dominant educational theory and practice are constructed, 
sustained, and circulated outside of schools, For instance, radical edu- 
cators need to do more than idexltify the language and values of corpo- 
rate ideologies as they are manifested in school curricula; they also need 
to anailyze and transbrxn the processes through which they are pro- 
duced and circulated. h o t h e r  important aspect of this approach is that 
it points to the way in which labor is objectively constntcted; that is, it 
proGdes the basis for an analysis of the conditions under which educa- 
tors work and the political importance of these conditions in both limit- 
ing and enabling pedagogical practice. This is especially importmt for 
analyzing the critical possibilities that exist for public school teachers 
and students to act and be treated as ixrtellectualts, or, to put it in the 
worcfs of C. W. Mills, as people who can get ((in touch with the realities of 
themselves and their world" "(2979, p, 3"IQ). 

I would like to stress, howewr, that if teachers and students work in 
crvercrowded conditions, lack time to work collectively in a c ~ a t i v e  fash- 
ion, or are shack-ted by rules that disempower them, then these condi- 
tions of labor have to be understood and addressed as part of the dy- 
namics of r h r m  and struggle (Aronowitz Rt Giroux, 1985). The 
discourse of production represents an important starting point lFor a 
pedagogy of cutlural polrics because it evaluaes the relationship be- 
tween schools and wider structural forces in light of a politics of human 
digniq-more sgecificailly, a politics fashioned around the ways in 
which b a n  digniq can be realized in pubtic spheres designed to pro- 
vide the material conditions for work, dialogue, and self- and social red- 
ization. Accordingly; these public spheres represent what Dewey; Mifls, 
and others have called the conditions for freedom and praxis, political 
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errlbodiments of a social project that takes liberation as its major goal 
(see Dewy, 1984). 

Radical Pehgow and the Discourse 
of Textual Analysis 
Pinother impoflant element in the development of a radical pedagogg: 
kvhich 1 describe as the discourse of textual analysis, refers to any form 
of critique capable of analyzing culmral forms as they are produced and 
used in specific classroomse The purpose of this approach is to provide 
teachers and students with the critical tools necessary to analyze those 
socially constructed representations and interes& that organize yarticu- 
lar readings of curriculum materials. 

The discourse of textual analysis not only draws attention ta the ide- 
ologies out of which texts are produced, but it also allows educators ta 
distance themselves from the text in order to uncover the layers of 
meanings, cantradictions, and differences inscribed in the form and 
content of classroom materials. The political and pedagogical impor- 
tance of this form of analysis is that it opens the text t ~ ?  deconstmction, 
interrogating it as part of a: kvider process of cultural production; in addi- 
tion, by making the text art object of intellectual ixlquiry, such an analy- 
sis pasits the reader, not as a passive cmsumer, but as an active pro- 
ducer of meanings, Tn this view, the text is no longer endokved with an 
authorial essence waiting to be translated or discovered, On the con- 
trary, the text becomes an enserrlble of discourses constituted by a play 
of contradictory meanings, same of which are visibly privileged and 
some of which, in Machereyk terms, represent "a new discourse, the ar- 
ticulation of a silence" (11978, p. 6). Critical to this perspective are the no- 
tions of critique, production, and difference, all of which provide impor- 
tant efernerlts for a counterhegernorlic yedagogicd praelice, Belsey 
(1980) weaws these elemena together in her crilique of the classical re- 
alist text: 

As an deernative it was possible to recognize it [classical reiutist text] as a 
construct and so to treat it as available for deconstruction, that is, the 
mdysis of the process a d  conditions of its construction out of the avail- 
able discourses. Ideoloi;~;y, masquerading as coherence and plenitude, is in 
reality inconsistent, limited, contradictory, m d  the redist text as a citxystral- 
lization of ideoloa, participates in this irzcompleteness even whiXe it di- 
verts attention from the fact in the apparent plenitude of narrative closure. 
The object of deconstrzncting the text is to exmine the process of its pro- 
duction-not the private experience of the indi.\ridud author, but the mode 
of production, the materids and their arrangement in the work, The aim is 
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to locate the point of contradiction within the text, the point at which it 
transgresses the limits wethin which it is constructed, breaks free sf the 
constr&nts imposed by its own rerilist form. Composed of contradictions, 
the text is no Longer restricted to a single, harmonious and authoritative 
reading, hstead, it becomes glurd, open to re-reading1 no longer an object 
for passive conslrrnption but an object of work by the reader to produce 
meaning. (p. 104) 

This is a particularly important mode of analpis for radical educators 
because it argues against the idea that the means of representation in 
texts are merely neutral conveyors of ideas, Furthermore, such an ap- 
proach points tu the need for cadrxt systernaic analyses of the way in 
which material is used and ordered in school curricula and how its "sig- 
nifielrs" "register particular ideological pressures and tendencies. Such an. 
analysis allows teachers and studenls to deconstruct meanings that are 
silenlty built into the structuring principfes of classroam meanings, 
thereby adding an important theoretieall dimension to anallyzixlg haw 
the avert and hidden curricula work in schools, 

At the day-to-day level of schooling, this type of textual criticism can 
be used ta analyze how the technical conventions or images within vari- 
ous forms such as rtarmtive, mode @address, and ideological reference 
aaerrlpt to construct a limited range of positions from wlrich they are to 
be read, Richad Tohnson (1983) is kvorth quoting on this point: 

The Legitimate object of an identification of ""positions" is the pa"E.ssures or 
tendencies sn  the reader, the theoretical problematic which produces sub- 
jective forms, the directions in Mrkrich they move in their force-once inhab- 
ited. , , , If we add to this the argument that certain kinds of text ("redism"") 
naturalise the means by which positioning is achieved, we have a dud in- 
sight of great hrce, The particular promise is to render processes hitherto 
unconsciously suffered (and enjoyed) open to explicit mdysis. (pp. 64-65] 

Coupled with traditionall brms of ideotog critique directed at the 
subject content af school materials, the discourse af text analysis also 
provides valuable insight into how subjectivities and cultural forms 
work within schools. The value ofthis kind of wol-k has been exhibited in 
analyses which argue that the principles used in the consmction of 
prepackaged curriculum materials utilize a mode of address that posi- 
tions teachers as mere impternenters of knowledge (Apple, 1983). This is 
clearly at odds with treating teahers and students as critical agents who 
play an active role in the pedagogical process, In one illuminating dis- 
play of this approach, iudith Williarnson (1978) has p r o ~ d e d  an exten- 
sive study of mass advertising, Similarly, Ariel Dorfmaxl has applied this 
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mode of analysis to various texts in popular culture, induding the por- 
trayal of characters such as Dona2d Duck and Babar the Elephant, It is in 
his analysis of Readers Digesz that Dorfman (1983) ehibits a dazzling 
display of the critical value of text anatysis, In one example, he analyzes 
how Readers Digest uses a mode of representation that downplays the 
importance of viewing bowledge in its historical and dialectical con- 
nections, He writes: 

Just as with superheroes, hawledge does not transform the reader; on the 
contramy, the more he [sic] reads the Digest, the less he needs to change. 
Here is where dl that fragmentation returns to play the role it was dways 
meant to play, Prior knowIedge is never assumed. From month to montrh, 
the reader must purify himself, suffer from amnesia, bottle the knowledge 
he" acquired m d  put it on some out-of-the-way shelf so it doesn't inlederr: 
with the innocent pleasure of consuming more, all over again. What he 
learned about the Romms doesn't apply to the Etruscms. Hawaii has noth- 
ing to do with Polynesia. KnoMrfedge is eolnsumed for its effect, for ""ihr- 
mation renewal," h r  tlte interchmge of bmditiew It is useful only insofz 
as it can be digested anecdotally but its potential for original sin has been 
vvashed clean along vvith the temptation to generate truth or movement- 
in other wrds: change, 

Inherent in all of these positions is a call for modes of criticism that 
promote dialogue as the condition far social action: dialoglxe, in this 
case, rooted in a pedagogy informed by a number of assumptions drawn 
from the works of BakX-ltin and Freire, These include: treating the text as 
a social construct that is produced out of a number of available dis- 
courses; Iscating the contradie"ciians and gaps kvithin an educational text 
and sitcrating them hismricatly in terms of the interests they sustain and 
legitimate; recognizing in the text its inemal politics of style and how 
this both opens up and constrains particular representations of the sa- 
cial world; understanding how the text actively works to silence certain 
voices; and, finally discovering how to release possibijities from the text 
that p r o ~ d e  new insights and critical readings regarding human under- 
standing and social practices, 

I also want to argue that in order to develop a critical pedagogy as a 
form of cultural politics, it is essential to develop a made of analysis that 
does not assume that lived experiences can be inferred arrtorrlatically 
from structural determinalians. In other words, the complexity of 
human. beha.vior cannot be reduced to determinants in which such be- 
havior is shaped and againa which it comimtes itself; wtzether these be 
economic modes of production or systems of textual signif cation. The 
way in which indidduals and groups both mediate and inhabit the cul- 
tural forms presented by such structural forces is in itself a form of gro- 
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duction, and needs to be analyzed through related but diEerent modes 
of analyses. Tn order to develop this point, I want to present brieRy the 
pedagogical implications of what I call the discourse of lived cuittures, 

Radical Pedagogy and the Discourse 
oflived Cultures 
Central to this view is the need to develop what X have termed the theory 
of self- production (see 'fournine, 1977). In the most general sense; this 
demands an understanding of how teachers and students give meaning 
to their lives through the complex historical, cultural, and political 
forms that they both embody and produce, A number of issues need to 
be developed within a critical pedagogy around this concern. First, it is 
necessary to acknowledge the subjective h rms  of political will and 
struggle that give mearlixlg to the lives of smdents, Second, as a mode of 
critique, the discourse of lived c u l t u ~ s  should interromte the ways in 
klihich people ct-eate stories, memories, and narratives that posit a sense 
of determination and agency; This is the cultural ""stuff"" of mediation, 
the conscious and unconscious material through which members of 
dominant and subordinate groups offer accounts of who they are in 
their different readings of the world. 

If radical educators treat the histories, experiences, and languages of 
different cuE"fral. groups as particularized forms of production, it be- 
comes Xess dil%icult to understand the diverse readings, mediations, and 
behaviors that, let us say, students efiibit in rclsponse to analysis of a 
particular citassroom text. In fact, a culturall politics necessitates that a 
pedagoa be developed that is attentive to the histories, dreams, and ex- 
periences that such students bring to school. It is only by beginning with 
these subjective krms that critical educators can develop a language 
and set of practices that engage the contradictory natrlre of the cultural 
capital with which students produce meanings that legitimate particular 
hrrns of life. 

Searching out such elements of self-production is not merely a peda- 
gogicd techniqtie for confirming the experiences of studenls who are si- 
lenced by the dominant culture of schooling. It is also part of an analysis 
of how powr, dependence, and social inequality enable and limit stu- 
dents around issues of class, race, and gender. The discourse of lived 
cultures becomes an "intenogative hamework"" for: teachelrs, illurninat- 
ing nor only h w  power and knowledge intersea to disconfirm the cuf- 
tural capital; of students fiom subordinate groups but also how they can 
be translated into a language of possibility, The discourse of lived cul- 
tures c m  also be used to develop a radical yedagom of popular culture, 
one that engages the knowledge of lived experience through the dual 
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melhod of confirmation and interrogation. The knowledge of the 
'bo.ther"" is engaged in this instance not simply to be celebrated but also 
to be interrogated with respect to the ideologies it contains, the means 
of represenlation it utilizes, and the underlying social practices it con- 
firms, At issue here is the need to link knowledge and power theoreti- 
calty so as to give students the oppormnity to underaand more critically 
who they art? as part of a wider social fornation and how they have been 
positioned and constituted through the socid domain. 

The discourse of lived cultures also points to the need for radical edu- 
cators to view schools as c u l ~ r a l  and political spheres actively engaged 
in the production and struggle for voice. Tn many cases, schools do nor 
allow students from subordinate groups to authenticate their problems 
and experiences through their o w  individual ancl collective voices, As I 
have stressed pl-e\l-isusty; the dominant school culture generally repre- 
sents and legitimates the privileged woices of the white middle and 
upper classes. In order for radical educators ta dernysiQ the dominant 
culture and to make it an object of political analysis, they will need to 
ma-r the "taxtguage of critical understanding," K they are to under- 
stand the dominartt ideology at work in schools, they will need to atlend 
ta the cl-sices that emerge from three different ideological spheres and 
settings: these include the school mice, the stzkdent mice* and the teacher 
mice. The interess that lhese different voices reprt?sent have to be ana- 
lyzed, not so much as oppositianal in the sense that they work to 
counter and disable each other, but as an interplay of dominant and 
subordinate practices that shape each other in an ongoing struggle over 
powelr, meaning, and authorship, This, in turn, presupposes the neces- 
sity for analyzixlg schools in their historical and relaional specificiq, 
and it points to the possibiliw for intervening and shaping school out- 
comes, In order ta understand the multiple and varied meanings that 
constitute the discourses of student voice, radical educators need to af- 
firm and critically engage the polyphonic languages their studens bring 
to schools, Educators need to learn ""re collection and communicative 
practices associated with particular uses of both written and spoken 
brms among specific groups" (Sola & Bennett, 1985, p. 89). Morewr, 
any adequate understanding of this language has to encompass the sa- 
cial and community relations outside of school life that give it meaning 
and dignity 

Learning the discourse of school voice means that radical educators 
need ta critically analyze the directives, imperatives, and rules that 
shape particular configurations of time, space, and curricula within the 
institutional and political settings of schaoXs. The category of school 
voice, for example, points to sets of practices and ideologies that struc- 
ture how classrooms are arranged, what content is taught, what generd 
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social practices teachers have to follow. Moreover, it is in the inerplay 
between the dominant school culture and the polyphonic repEsenfa- 
tions and layers of meaning of student voice that dominant and opposi- 
tional ideologies define and constrain each other. 

Teacher vaice renects the vafues, ideologies, and structuring princi- 
ples that give meaning to the histories, ettttures, and subjectivities that 
define the day-to-day activities of educators, It is the critical voice of 
common sense that teachers utilize to mediate between the discourses 
of production, of texts, and of lived cultures as expressed within. the 
asymmetrical relations of power characterizing such potentidly 'koun- 
terpublic" "spheres as schools, In effect, it is through the mediation and 
action of teachw voice that the very nalitre of the schooling process is 
either sustalined or challenged; that is, the power of teacher voice to 
shape schooling according to the logic of emancipatory interests is inex- 
tricably related to a high degree of setf-understanding regarding values 
and interests. Racher vaice moves within a contradiction that points to 
its pedagogical significance b r  marginalizing as well as empowering 
students. On the one band, teacher voice represents a basis in authority 
that can prclvide howledge and Eorrrrs of self-understanding afluwing 
students to develop the power of critical consciousness. At the same 
time, regardless of how polilically or ideologicatfy correct a teacher may 
be, his ar her "'voice" c m  be destructive for smdents if it is imposed on 
them or if it is used to silence them, 

Kathleen Weiter (19881, in her brilliant ethnography of a group of fern- 
inist school administrators and teachers, itlustrates this issue. She re- 
ports on one class in which a krnirtist teacher has read a selection ham 
The Au$abiogrca@y af Malmlun. X describing how a young Malcolm is 
told by one af his public school eachers that the most he can hope for in 
life is to get a job working with his hands, In reading this story; the 
teacher's aim is to illustrate a particular theory of socialization. John, a 
black sttident in the class, reads the selection as an example of outright 
racism, one that he fully understands in, light of his own experiences. He 
isn't interested in looking at the more abstract issue of socialization, For 
him, the issue is naming a racist eqericnce and condemning it force- 
hlfy MoElyp the teachex; sees John's questions as disruptive and chooses 
to ignore him. In response to her action, John drops out of the cltass the 
next day Defending her position, M o b  argues that students must learn 
how the process of socialization works, especially if they- are to under- 
stand fimdaxnentaf concepts in sociology, But in teaching this point, she 
has failed to understand that students inhabit multilayered subjectivi- 
ties which often promote contradictory and dierse voices and as such 
present diEerent, if not appositional, readings of the materials p r a ~ d e d  
in class, in spite of their nfleged worlb. In this case, the culture of the 
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teacher's voice, which is white and middle class, comes into conflict 
with that of the student voice, which is black and working class, Rather 
than mediating this conflia in a pedagogically progressive way, the 
teacher allowed her mice and authority to silence the student" anger, 
concern, and interests, 

I also want to add that the category of teacher voice points to the need 
for radical educators to join together in a wider social movement dedi- 
cated to restructuring the ideological and material conditions that work 
both within and oaside of schoolixrg, The notion of voice in this case 
points ta a shared tradition as well as a particular form of discourse, It is 
a tradition that has to organize around the issues of solidarity, strugge, 
and empowerment in order to provide the conditions for the particular- 
ities of teacher and sttident voice to gain the most emancipatory expres- 
sion. Thus, the category of teacher voice needs to be understood in 
terms of its collefiive political project as well as in relation to the ways it 
l'unctions to mediate student voices and everyday school life. 

In general terms, the discourse of critical understanding not only rep- 
resents an acknowledgement of the politics! arld pedagogical processes 
at work in the construction of forms of authorship and voice within dif- 
krent institutional and social spheres; it also constitutes a critical attack 
on the vertical orderirlg of realiq inherent in the unjust practices that 
are actively at work in the wider society, To redress some of the problems 
sketched out in the pl-eceding pages, f believe that schools need to be 
reconceived and reconstituted as "&moeratic counterpublic spheresp'- 
as places &ere students learn the skills and howledge needed to live in 
and fight for a vriable democratic society. Within this perspective, schools 
will have to be dxaracterized by a pedagogy that demonstram its corn- 
mitrrlent to engaging the views and problems that deeply concern stu- 
dents in their everyday lives, Equally important is the need for schools to 
cdtivae a spirit of critique and a respect far human di&xliq that will be 
capable of linking personal arld social issues around the pedagogical 
project of helping students to become active citizens. 

In concltusion, each of the three major discourses presented above as 
part of a radical pedagogy involves a different view of culrural produc- 
tion, pedagogical analysis, and political action. And while each of these 
radical discourses involves a certain degree of autonomy in both form 
and content, it is important that a radical pedagogy be developed 
around the inner eannections they share within the context of a cultural 
politics, For it is  thin these interconnections that a critical theory of 
structurct and agency can be developed-a theory that engenders a radi- 
cal educational language capable of asking new questions, making new 
comrnitmezlts, and allowing educators to work and organize Tor the de- 
velopment of schools as democratic countel-p.ublic spheres. 
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I. This position has a long history in American public education and is re- 
Gewd  in Raymond CaXlahan, The Cult ofEficievzcy (1962); Joe2 Spring, Eduea- 
tion and the R&e ofr-fie Corporate Qder f 1972); and Henry A, Girow, "'Public Phi- 
losophy and the Crisis in Education" ((19843, 

2. The mast celebrated =ample of this position c m  be found in Sarn Bowles 
and FIerbert Girztis, Sehooli~g in Capitalist Anzerica (1976). The literature on 
schooling and the reproductive thesis is criticaliy re~ewed in StanIey A r o n o ~ t z  
and Henry A, Girourr, Education Under Siege 11 985). 

3. T want to make clear that there is a major distinction between, the work of 
John Efewey, especially Democracy and Education (f9llii), m d  the hybrid dis- 
courses of progressive, educational reform that characterized the late 1960s and 
1970s in the United States. The discourse of relevance and integration that 1 m 
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Border Pedagogy in the 
Age of Postmodernism 

Border Pedagogy as a Counter-Text 
Border pedagogy offers the opportunity for students to engage the mull- 
tipfe references that constitute different cultural codes, experiences, and 
languages. This means educaing students not only to read these codes 
criticrxlty but allso to learn the limits of such codes, including the ones 
they use to constflrct their own narratives arzd histories. Partialiq be- 
comes, in this case, the basis b r  recognizing the limits built into all dis- 
courses and necessitates taking a critical view of autfnoriw Wthin this 
discourse, a student must engage knowledge as a border-crosser, as a 
person moving in and out of borrlers constructed around coortlirlates of 
difference and power (Hicks, 1988). These are not only physical borders, 
they are cultural borciers historically constructed and socially organized 
within maps of rules and reglltatiorls that limit and enable particular 
identities, indiddual capacities, and social hrms. Tn this case, students 
cross over into borders of meaning, maps of knowledge, social relations, 
and values that are increasingly being negotiated and reuvrieen as the 
codes and regulations which organize them become destabilized and 
reshaped, Border pedagogy decenters as it rernaps. The terrain of learn- 
ing becomes inesricably linked to the shiEfing parameters of place, 
identity; history; and power. 

Within critical social theory, it has become commonplace to argue 
that knowledge and power are related, though the weiglrlt of the argu- 
ment has often overemphasized how domination wol-ks through the in- 
tricacies of this mlationship (Foucault, 1977b). Border pedagoggi aEers a 
crucial theoreticd and political corfective to this insi&t. It does so by 
shiEcing the emphasis of the knowXedgelpowr relationship away ham 
the linlired emphasis on the mapping of domination to the politically 
strategic issue of engaging the ways in which knowledge can be 
remapped, reterritorialized, and decentered in the wider interests of 
rewriting the borders and coordinates of an appositional cultural poli- 
tics. This is not an abaftdonmenl of critique as much as it is an extension 
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of its possibililies. In this case, border pedago$y not only incorporates 
the postmadern emphasis on criticizing official texts and using alterna- 
tive modes of representation [mixing video, photography, arzd prixrf), it 
also incorporates popular culture as a serious object of politics and 
analysis and makes central to its project the recovery of those hrms of 
howledge and history that characterize alternative and oppositional 
Others (Said, 1983). Haw these culttiral practices might be taken up as 
pedagogical practices has been demonstrated by a number of theorists 
[Brodkey 8c Fine, 1988; CherryhoImes, 1988; Girollix & Simon, 1988; 
Scholes, 1985). 

For example, Roberf Scholes (31985) develops elements of a "boder 
pedagogy" around the notion of textual power, According to Seholes, 
texts have to be seen in historical and temporal terms and not tmated as 
a sacred vehicle for producing eternal truths, instead of simply impart- 
ing informarion to sttrdents, Seholes arwes that teadxers should replace 
teaching texts with what he calls teduafity m a t  this refers to pedagogi- 
cally is a process of textual study that can be identified by three forms of 
practice: reading, interpretation, and criticism, which roughly corre- 
spond to what Scboles calls reading within, van, and against a text. In 
brief, reading within a text means identifying the cultural codes that 
structure an aMharps work, But it also has the pedagogical value oE illu- 
minating fugher how such codes function as part of a student's own at- 
tempt "to produce kvritten texts that are "ithin3Ihe world constructed 
by their reading" [(p. 27). This is particularly important, Scholes adds, in 
giving students the oppofluniv to "retell the story, to summarim it, and 
ta expand it," hterpretation means reading a text along with. a variety of 
diverse interpretations that represent a second commentary on the text. 
At issue here is the pedagogical task of helping students to analyze texts 
kvithin "a network of relations with other texts and institutional prac- 
tices" m as to make avaitabfe to sl-tldents '"he whole ime&e&ual system 
of relations that conneels one text to others-a syslem that will fincllly 
include the student" own kvriting" "choles, 1985, p. 30). The first two 
stages of Seholes's pedagogical practice are very important because they 
demonstrate the need for studens to sufficienlly engage and disnnpr the 
text.. He wants students to read the text in terms that the author might 
have irgexlcied so as not to make the text merely a mirror image of the 
student's own subjective position, but at the same time he wants stu- 
dents to open the text up to a wide variety of readings so it can be ""sffi- 
ciently other for us to interpret it and, especially to criticize it" "choles, 
1985, p. 39). FinalQ, Scholes wants students to expLode the cultural 
codes of the text through the assertion ofthe reader's own textual power, 
to analyze the text in terms of its absences, to free "ourselves from (the] 
text [by] finding a position outside the assumptions upon which the text 
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is basecf'"(p. 62). Scholes combines the best of postmodern crilicism 
with a notion of modernity in his notion of pedagogy; He wants, on the 
one hand, to engage texts as semiotic ohjects, brrt on the other hand he 
employs a modernist concern for history by arguing that the point of 
such an interrogation is to "liberate us from the empirical object- 
whether institution, even, or indiviidual work-Esy displacing our atten- 
tion to its constitution as an object and its relationship to the other ob- 
jects constituted" "tholes, 1985, p. 84). 

Another =ample of how a postmodern pedagom of resistmce might 
inform the notion of border pedagogy can be h n d  in some of the re- 
cent work being done on educational theory and popular culture 
(Giroux & Sinnon, 1988; Girou & Sirnon, 1989). Two important issues are 
being worked out. First, there is a central concern for understanding 
how the production of meaning is tied to emotional investments and the 
production of pleasure, In this view9 it is necessary for teachers to ineor- 
porae into their pedagogics a theoretical understanding of how the pro- 
duction of meaning and pleasure become mutually constituri-ve of who 
students are, how they vim themselves, and how they construct a par- 
ticular vision of their frtlure. Second, rethinking the nab=  of how stu- 
dents make semantic and emotional investments needs to be theorized 
EZIithin a number of important pedagogical considerations, One such 
consideration is that the production and regulation of desirt: must be 
seen as a crucial aspect of how students mediate, relate, resist, and ct-e- 
ate particular cultural forms and forms of ho\ivIng, Another concmn is 
that popular culture be seen as a legilimate aspect of the everyday lives 
of students and be analyzed as a primary brce in shaping the various 
and often contradictory subject positions that students take up, Finally; 
popular cull-tlrr: needs to become a serious object of study in the oBcid 
curriculum. This can be done by treating popular culture either as a dis- 
tinct object of study within particular academic disciplines such as 
media studies or by drawing upon the resources it produces for engag- 
ing various aspects of the official curriculum (Giroux & Sirnon, 1988). 

In both of these examples, important elements of a border pedagogy 
informed by posmoderrl criticism point to ways in which those maser 
narratives based on white, patriarchal, and class-specific versions of the 
world can be challenged critically and effectively deterritorialized, That 
is, by offering a theoretical language Eor establishing new boundaries 
with respect to knowledge most often associated with the margins and 
the periphery of the cultural dominant, postmadern discourses open up 
the possibili(y for incorporating into the curriculum a notion of border 
pedagogy in which cultural and social practices need no Xsnger be 
mapped or referenced solely on the basis of the dominant models of 
Western cuture, In this case, knowledge Eorrrls emanating from the mar- 
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gins can be used to redefine the complex, multiple, heterogeneous redi- 
ties that constitute those relations of difference that make up the experi- 
ences of students who often find it impossible to define their identities 
through the crtlmral and political codes of a single, unitary culture. 

The sensibitity which informs this view of knowledge emphasizes a 
pedagaa in which students need to develop a relationship of non-iden- 
tity with respect to their own subject positions and the mulriple cultural, 
political, and social codes which constitute established boundaries of 
power; dependency, and possibility. In other words, such a pedsogy 
emphasizes .he nonsynchronous relationship b e ~ e e n  onePs social posi- 
tion and the multiple ways in which culture is constructed and read. 
That is, there is no single, predelermirled relationship bemeer1 a ml- 
tural code and the subject position that a smdent occupies. OnePs class, 
racial, gender, or ethnic position may influence but does not irrevocably 
predetermine how one takes up a pafiicular ideology, reads a parricular 
text, or responds to particular forms of oppression. Border pedagogy 
recognizes that teachers, students, and others often "read and wri* cul- 
ture on multiple levels5' mapfan, 198L pp. 18q. Of course, the different 
subject positions and hrms of subjug;ltiort that are constituted within 
these various levels and relations of culture have the potentiait to isolate 
and alienate instead of opening up the possibility for criticism and 
struggle. m a t  is at stake here is developing a borcfer pedagogy that can 
fruitfilly work to break down those ideologies, cultural codes, and socid 
practices that prevent st:wdems from recopizing how social hrms at 
particular historical conjunctures operate to repress alternative read- 
ings offheir okvn experiences, society, and the world. 

Border Pedagogy as Counter-Memory 
Postmodernism charts the process of deterritorialfizatian. as part of the 
breakdown of master narratives. It celebrates, in part, the loss of cer- 
tain.t-y and experience of defarniliariz-ation even as it produces alienation 
and the displacement of identities (Deleuze & Guattari, 198633. In oppo- 
sition to conservative readings of this shifiing destabilizing process, I 
believe that such a disruption of traditional meaning offers important 
insights for developing a theory of border pedagogy based on a post- 
modernism of resistance, But this lanpage runs the risk of undemtttiing 
its own political possibilities by ignoring how a language of difference 
can be articufaed with critical modernist concerns Tor developing a dis- 
course of public life It also i g n o ~ s  the possibilities for developing, 
through the process of eounter-memory; nekv and emancipatory hrms  
of political identity, Xn what folfovvs, X address some of the important 
work being dune in radical public philosophy and feminist theory, pay- 
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ing particular attention to the issues of identiv and counter-memory. 
The brief final section of this paper will offer some considerations of 
how the critical insi&ts of a postmodernism of resistance can be deep- 
ened within a theory of border pedagogy, 

Postmodernism has launched a major attack on the modernist notion 
of political miversality (Koss, 1988). By insisting on the rnultiyticity of 
social positions, it has seriously challenged the political closure of 
modernity with its divisions between the center and the margins and in 
doing so has made room for those groups generally defined as the ex- 
cluded others. In eEfect, postmodernism has rclasserred the importance 
of the partial, the Iscal, and the contingent, and in doing so it has given 
general expression to the demands of a wide variety of social move- 
ments, Postmodernism has also effectively challenged the ways in 
kvhich kvritten histoy has embodied a number of assumptions that in- 
form the discourse of Eurocentrism, More specifically, it has rejected 
such Eurocentric assumptions as the pretentious claim to "spenk"' for all 
of mankind [sic) and the epistemological. claims to foundationalism. 

L a c h  (1988) rightlirlly argues that m adequate ayproximalion of the 
postmodern eqerience needs to be seen as part of n challenge to the 
discourses of modernity; kvirh their "pretension t s  intelfectually dorni- 
nate the foundation of the social, to give a rational contmt to the notion 
of the to&litJr of history, and to base in the later the project of global 
human. emancipation" @p. "1-72). But 1,aclau also points out that the 
postmodern challenge to modernity does not represent the abandon- 
ment of ILs emancipatory values so much as it opens them up to a plu- 
rality of contexts and an indeterminacy "that redefines thern in, an un- 
predictable way" @(p. "72). Chantal Mouffe (119658) extends this insight and 
argues that modernity has two contmdictory aspects: its polilical project 
is rooted in a conception of the struggle for: democracy; while its social 
project is tied to a foundationatism which fuels the process of social 
modernizalion under "the growing domination of relations of capitalist 
production" (p. 32). For Mouffe, the modernist project of demacracy 
must be coupled with an understanding of the various social move- 
ments and the new politics that have emerged with the postmodern age. 
At the heart of this position is the need to rearticulate the tradition of 
liberv and justice with a notion of radical democracy; sinilarly, there is 
a need to articulate the concept of differclnce as more than a replay of 
liberal pluralism or a pastiche of diverse strands of interests with no 
common ground to hold them together, 

This is not a liberal call to harmonize and resolve differences, as critics 
like Elizabeth Ellsworth 62988) wrongly a rpe ,  but an attempt to under- 
stand differences in terms of the historical and social grounds on which 
they are organized. By locating differences in a paflicular hiswrical and 
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social location, it becomes possible to understand how they are orga- 
nized and constructed within maps of rules and rewtations and located 
 thin dominant social forms which either enable or disable such diflfer- 
ences, Differctnces only exist relative to the social Eorms in vvhich they 
are enunciated, that is, in relation to schools, workplaces, families, as 
well as in relationship to the discourses of history, citizenship, sex, race, 
gender, and ethnic=i@ To detach them Ilrom the discourse of democracy 
and freedom is to remove the possibility of either articulating their par- 
ticular interests as part of a wider struggle for power or understanding 
how their indi~dual  contradictory interests are developed with histori- 
cally specific canjunctitzres. At stake here is the need for educators to 
fashion a critical politics of difference not outside but  thin a tradition 
of radical democracy Similarly, it is imperative fur critical educators to 
develop a discourse of counter-memory,, not as an essentialist and 
closed narrative, but as part of a utopian project that recognizes ""the 

composite, heterogeneous, open, and ultim~ely indeterminate charac- 
ter of the democratic tradition" WoufEe, 1488, p, 41). The pedagogical 
issue here is the need to articulate difference as part of the construction 
of a new type of subject, one which would be both multiple and derno- 
eratic. Chantat, Mouffe (1988) is worth quoting at length. on this issue: 

If the task sf radical democracy is indeed to deepen the democratic revotu- 
tion m d  to link toge2her diverse democratic struggles, such a task requires 
the creation of new subject-positions that would allow the common articu- 
lation, for example?, of antiracism, mtisexism, m d  anticapitmiism. These 
st-rzlgges da not spontaneously converge, a d  in order to establish derno- 
cratic equivalences, a new ""common sense'J i s  necessary, which would 
transform the identity of different groklps so that the demands of each 
group could be articulated with those sf others according to the principle 
of democratic: equivalence. Far it is not a matter of establishing a mere al- 
liance betmen given interests but of actually modifying the very identiw of 
these forces. h order that the defense ofworkers<inrerests is not pursued at 
the cost of the rights of women, immigrants, or consumers, it is necessaq 
to establish an equivalence between these different struggles. It is only 
under these circumstances that struggles aggrzst [authoritarian] power be- 
come truly democratic. (p, 421 

How might the issue of democracy and diRerence be taken up as part 
of a border pedagogy informed by a project of possibility"r want to 
argue that the discourses of democracy and difference can be taken up 
as pedagogical practices through what Foucault calls the notion of 
counter-memory For Foucault j1977af, couner-memory is a practice 
klihicfi ""-tansfarms history from a judgment on the past in the name of 
the present truth to a kounter-memory' that combats our current 
modes of tmth and justice, helping us to understand and change the 
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present by placing it in a new relation to the past'ypp, 160, 163-164). 
Counter-memory represents a critical ~ a d i n g  of not only how the past 
informs the present but how the present reads the past. Counter-xrrem- 
ory provides a theoretical tool to restore the connection between the 
language of public life and the discourse of difference, It represents an 
attempt to rewrite the fanpage of resistance in terms that connect 
human beings within liarms of remembrance that dignify public life 
kvbile at the same time allowing people to speak from their particular 
hiaories and voices, Counter-memory refuses to treat democracy as 
merely inheriled knowledge; it attempts, instead, to link democracy to 
nations of public life that 'kfford both agency and sources of power or 
empowering inwstrxrents" me Lauretis, 198L pp. 25). It also reasserts as a 
pedagogical practice the rwriting of history through the power of stu- 
dent voice, This points to the practice of counter-memory as a means of 
constructing democratic social forms that enable and disable particular 
s-ttbjectivities and identities; put another way, democracy in this in- 
stance becomes a referent for understanding how pubXie life organizes 
diRertsnces and what this means for 'rhe ways in which schools, teachers, 
and sttidents define &emselves as political subjecls, as citizens who op- 
erate within particular configurations of power, 

In effect, the language: of radical democrav provides the basis for ed- 
ucators not only ~ . o  understand how differences are organized but also 
how the ground for such difference might be constructed kvithin a polir- 
ical idenliq rooted in a respect for democratic public life (Gironx, 
1988b). What is being suggested here is the construction of a project of 
possibility in pedagogical terms which is connected to a notion of 
democracy capable of mobilizing a variety of groups to develop and 
struggle Tor what Linda Alcoff (11988) calk a positive alternative vision. 
She writes, '%S the Ideft should by now have learned, you cannot mobi- 
lize a movement that is only and always againsl: you m s t  have a posi- 
tive alternative, a vision of a better future that can motivate people to 
sacrifice their time and energy toward its realization" "lcoff, 1988, pp. 
418-419). If the notion of radical democracy is to hnction as a pedagog- 
ical practice, educators need to allow students to comprehend democ- 
racy as a way of life that consistently has to be hutght for, has to be strug- 
gied over, and has to be rewitten as part of an appositional politics, This 
means that democracy has to be viewed as a historical and social con- 
struction rooted in the tension between what Brrrtce James Smith (1985) 
calls remembrance and custom, I want to extend SrnitXx"s arwarrent by 
developing remembrance as a form of eounter-memory and custom as a 
form of reactionary nostalgia rooted in the loss of memory 

Custom, as Smith (1985) argues, constructs su'iejects within a dis- 
course of continuiv in which knowledge and practice are viewed as a 
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matter of inheritance and transmission. Custom is the complex of ide- 
ologies and social practices that vriews counter-memory as subversive 
and critical teaching as rtnpatriolic, It is the ideological basis for forms 
of knowledge and pedagogy which refuse to interrogate public forms 
and which deny diEerence as a .fundamentat, referent for a democratic 
socieq According to Smith (19851, custom can be characterized in the 
folfwing manner: 

The dfection it enjoys m d  the aulhoritry it commands are prescriptive, The 
behavior of the person of custom is, by and Large, habitual. To the question 
'khy?" h [sic] is apt to respond simply, "This is the way it has always been 
done," , . . A creature of habit, the person of custom does not reflect upon 
his condition. To the extent that a customary. society ""cnceives" "of its prac- 
tice, it is likely to see it, s q s  Pocock, as ""an indefinite series of repetitions." 
If the customaly- society is, in reaIi9, a fluid order dways in the process of 
adaptation, its carrtinui@ and incrementdism give rise to perceptions of 
changelessness and of the simple repetition of familiar motions, . . . fn- 
deed, . . . custom operates as if it were a second nature. . . . Custom is at 
once both more a d  less inclusive than remembrance. It includes things 
that are remembered and things that are forgotten. It is aIrnost a definition 
of custom that its beginnings are Lost. {pp. 25-1 6 )  

Remembrance is directed mare toward specificity and struggle, it res- 
urrects the legacies of actions and happenings, it points to the multitrtde 
of voices that constitute the struglTfe over history and pokver. Its hcus is 
not on the ordinary but the ~txtrtrordinary. Its language presents the un- 
representable, not merely as an isolated voice, but as a subversive inter- 
ruption, a discursiw space, that moves 'k;agrxinst the grainn as it occupies 
"a view. . . carved in the interstices of institutions and in the chinks and 
cracks of the power-knwledge apparati" "(ne kumtis, 1987, p. 25). Re- 
membrance is part of a language of public life that promotes an ongoing 
didague bemeen the past, present, and future, It is a Gsion of optimism 
rooted in the need to bear witness to history, to reclaim that which must 
slat be forgaaen. Tt is a vrision of public life .cvhich calls .For an ongoing in- 
terrogation of the past that allows differem groups to locate themselves 
in history while simultaneously strugging to make it. 

Counter-memory p r o ~ d e s  the ethical and epistemologicall grounds 
for a polities of solidarity  thin difference, At one level, it situates the 
notion of difference and the primacy of the political firmly within the 
wider struggle for broadening and re~talizing democratic public life. At 
the same time, it strips reason of its universal pretensions and recog- 
nizes the partiality of all points of view In this perspective, the positing 
of a monolithic tradition that exists simply to be revered, reaffirmed, re- 
produced, ar resisted is unequivocally rejected, Instead, counter-mem- 
ory attempts to recover communities of memory and narratives of 
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struggle that provide a sense of location, place, and identity to various 
dominant and subordinate groups. Counter-memory as a form of peda- 
gogical practice is not concerned with simply marking difference as a 
hislarical constmct; rather, it is concerned with providing the grounds 
h r  self-rep~sentation, and the struggle for justice and a democratic sa- 
ciety Counter-memory resists comparison to either a humanist notion 
of pfuralism or a celeturation of diversity for its own sake. As both a peda- 
gogical and political practice, it attempts to alter oppressive relations of 
power and to educate both teachers and students to the ways in which 
they might be complicitous with dominant power relations, victimized 
by them, and how they might be able to transform such refations. AbduZ 
JanMohamed and David Lloyd (1.987) are in-uclive on what counter- 
memory might mean as part of discourse of critique and transforma- 
tion: 

Ethnic s r  gender difference must be perceived as one among a number of 
residual cultural elements which retain the memory of practices which 
have had to be and still have to be repressed in order that the capitalist eco- 
nomic subject may be more easily produced. . . . "'Becoming minor'' is not a 
question of essence but a question of positions-a subject-position that 
can only be defined, in the final analysis, in "'politicd" "rms, that is, in 
terms of the effects of economic exploi~tion, politic& dishanchisement, 
social manipulation, and ideologicaj domination on the cultural formation 
of dxzori-ty subjects and discourses. It is one of the centrd tasks of the the- 
ory sf minoritJr discourse to define that subject-position and explore the 
strengths m d  wehesses, the affirmations m d  negations that inhere in it. 
(p. l l f  

Remembrance as a b r m  of couner-memory attemps to creale b r  
students the limits of any story that makes claims to predetermined 
endings and to expose how the transgressions in those stories cause par- 
ticular brrrrs of suEering and harcfslrip. At the same time, remembrance 
as counter-memory opens up the past not as nostalgia but as the inven- 
tion of stories, some of which deserve a retelling, and wl.lich speak to a 
very diRerent f~ure-one in which democratic communiq makes room 
h r  a polities of both difference and solidarity; for otherness stripped of 
subjugaion, artd f-or others fighting to embrace their w n  interests in 
opposition to sexism, racism, ethnocentrism, and class exploitation. 
Counter-memory is tied in this sense to a \rision of public life that both 
resurrects the ongoing strllggle for difference and situates difference 
within the broader struggle Eor cultural and social justice. 

Counter-memory provides the basis and rationale for a particular 
kind of pedagogy but it cannot on its a m  articulate the specific ctass- 
room pmat;tices that can be constructed on the basis of such a rationale. 
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The formation of democratic citizens demands forms of political iden- 
tity which radically extend the principles of justice, liberty, and dignity 
to public spheres constituted by difference and multiple forms of com- 
munity. Such identities have to be constructed as part of a pedagogy in 
kvhich difference becomes a basis for solidarity and unity rather than for 
hierarchy, denigration, competition, m d  discrimination. It is to that 
issue that I will now turn, 

Border Pedagogy and the Politics of Difference 
15' the concept of border pedagogy is to be linked to the imperatives of a 
critical democracy, as it must, it is important that educators possess a 
theoretical grasp of Ihe ways in which difference is constructed through 
various representations and practices that name, legitimate, marginal- 
ize, and exclude the cuittural capital and voices of subordinate groups in 
h e r i c a n  society 

As part of this theoretical project, a theory of border pedagom needs 
to address the important question of how representations and practices 
that name, marginalize, and define differclnce as the devdued Other are 
actively learned, interiorized, challenged, or transfarmed. In addition, 
such a pedagogy needs to address how an understanding of these difkr- 
ences can be used in order to change the prevailing relations of power 
that sustain them, Tz: is also imperative that such a. pedagogy acknawl- 
edge axld critically interrogate how the colonizing of differences by 
dorrrinam groups is expressed and suslained through representations: 
in which Others are seen as a deficit, in which the humanity of the Oth- 
ers is either cynically posited as problematic or ruthlessly denied, At the 
same time, it is important to understand h w  the eqerience of margin- 
ality at the level af everyday life lends itself to forms of oppositionall and 
transformative consciousness. This is an understanding based an the 
need for those designated as Others to both reclaim and remake their 
histories, voices, and \risions as part of a wider struggite to change those 
material and social relations that deny radical pluralism as the basis of 
democraric politicat communil?;. For it is only through such an under- 
standing that teachers can develop a border pedagom, one which is 
characterized by what 'Teresa Be Lauretis (1 987) calls "'an ongoing effort 
to create new spaces of discourse, to rewrite culturd narratives, and to 
define the terms of another perspective-a view from kelsewhere3'7(p. 
25). This suggesrs a pedagom in wl.lich occurs a critical questioning of 
the omissions and tensions that exist between the master narratives and 
hegemonic discourses that make up the official curriculum and the self- 
representations of subordinate groups as they might appear in ""Forgot- 
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ten" or erased histories, texts, memories, expen.ences, and communilty 
narratives, 

Barder pedagogy both confirms and criricdly engages the knowledge 
and experience through which students author their own voices and 
construct social identities. This suggests taking seriously the knowledge 
and experiences that constitute the individual and collective voices by 
which students identiljr and give meming to themselves and others and 
drawing upon what they know about their okvn lives as a basis for criti- 
ciz,ing the dornixlant culture. In this case, slitdent mperience has to be 
first understood and recognized as the accumulation of collective mem- 
ories and stories that p r o ~ d e  students with a sense of familiarity; iden- 
tity, and practical howledge, Such experience has to be both affirmed 
and critically interrogated, In addition, the social and historical con- 
struction of such experience has to be al"iiirmed and understood as part 
of a wider struggle for voice, But it must also be understood that while 
past experiences can never be denied, their most debilitating dimen- 
sions can be engaged through a critical understanding of what kvas at 
work in their construction. It is in their criticat. engagement that such ex- 
periences can be remade, reterriton'alized in the interest of a social im- 
agery that dignifies the best traditions and possibilities of those groups 
who are learning to speak from a discourse of digniq and self-govm- 
nance. In her analysis of the deterriorializatiun of women as Other, 
Caren Kaplan. Q1988 astutely articulates this position: 

Recoflnizing the minor citnnof erase the aspects of the major, but as a mode 
of understmding it enables us to see the fissures in our identities, to un- 
ravel the seams of our fotirlities, . . . We must leave home, as it WR, since 
our homes are often sites of racism, sexism, and other damaging social 
practices. m e r e  W come to locate ourselves in terms of our specific histo- 
ries and differences must be a place with room far what can be salvaged 
from the past and made mew m a t  we gain is a reterritsrializatiorr; we 
reinhabit a world sf our making (here 'bour'7is expanded to a coalition of 
identities-nei.Cher universd nor paticulw]. [pp. 187-1 1381 

Furthermore, it is important ta exlend the possibilities of the often 
contradictory values that give meaning to students' lives by making 
them the object of critical inquiry-and by appropriating in a similarly 
critical Eashion, when necessary, the codes and knowledges that consti- 
tute broader and less familiar historical and cultural traditions, At issue 
here is the development of a pedagaa that replaces the authoritative 
langlxage of recitation with an approach that al1a:ws students to speak 
from their own histories, collective memories, and voices while simulta- 
neously challenging the grounds on which howledge and power are 
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constructed and legitimated, Such a pedagow cmtributes to making 
possible a variety of social hrms and human capacities which expand 
the range of social identities that sludents may carry m d  become, It 
points to the importance of underslanding in both pedagogic& and po- 
litical terms how subjectidties are produced within those social forms in 
which people move but of which they are often only partially conscious, 
Similarly, it raises fundamemal questions rctgarding how students make 
particular investments of meaning and affect, how they are constituted 
Evithin a triad of retaionships of knowledge, power, and pleasure? and 
why students should be indiEerent to the forms of authority, knowledge, 
and values that we produce and legitimate kvithin our classrooms and 
universiq. It is worth noting that such a pedagogy not only articulates a 
respect for a diversity of student voices, it also provides a referent for de- 
veloping a public language rooted in a commitment to social transfar- 
mation. 

Central to the notion of border pedagog are a number of important 
pedagogical issues regarding the role that teachers might play within the 
interface of modern and postmadern concerns that have been taken up 
in this essay. Clearly the concept of border pedagogy suggests that 
teachers exist within social, political, and cultural boundaries that are 
both multiple and historical in nature and that place particular de- 
mands on a recognition and pedagogical appropriation of diffe~nces, 
As part of the process of developing a pedagom of difkrence, teachers 
need to deal with the plethora of voices, and the specificity and organi- 
zaion of differences that constitute any course, class, or curriculum so 
as ta make problematic not only the stories that give meanings to the 
lives of their students, but also the ethical and political lineaments that 
inform their studenltsksubjectivities and identities, 

In part this suggests a pedagogy kvhich does more than provide stu- 
dents with a larlgrtage and context by which to critically engage the plu- 
rality of habils, practices, experiences, and desires that define them as 
part of a particular social hrmation within ongoing relations of domina- 
tion and msistance, Border pedagogy provides opporrnnities fbr teach 
ers to deepen their w n  understanding of the discourse of various others 
in order to effect a more dialectical understanding of their own politics, 
values, and pedague. m a t  border pedagogy m&s undeniable is the 
relational nature of onePs own politics and person& investments, But at 
the same time, border pedagogy emphasizes the primacy of a politics in 
which teachers assert rather than retreat from the pedagogics they uti- 
lize in dealing with the various diffe~nces represented by the srudents 
kvho come into their classes. For example, it is not enough for teachers 
to merely afirm uncritically their students%istories, experiences, and 
stories. To take student voices at face value is to run the risk of idealizing 
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and romanticizing them, The contradictory and complex histories and 
stories that give meaning to the lives of students are never innocent and 
it is imyortarlt that they be recognized for their corrtmdicl-ions as well as 
for their possibilities. Of course, it is cmtcid that critical educators pro- 
vide the ped;tgogical. conditions for students to give voice to how their 
past and present e ~ e r i e n c e s  ptace them within exisling relations of 
domination and resistance. Central to this pedagogical process is the 
important task of affirming the voices that students bring to school and 
challenging the separation of sct.ronl bowledge from the experience of 
everyday life (Fine, 1987). But it is crucial that critic& educators do more 
than allow such stories to be heard, 11: is equally important for teachers 
to help students find a language for critically examining the historically 
and socialb constructed farms by which they live. Such a process in- 
volves mare than "speaking" one's history and social formation, it also 
involvm engaging colleaively with others \izrithin a peda$ogicaI frame- 
work that helps to reterritorialke and rewrite the complex narratives 
that make up one's life, This is more than a matter of rekvriting staries as 
counter-memories, it is what Frigga Haug (1988) and her colleagrres call 
memory-work, a crucial example of how the pedagogical l'unctions to 
interrogate and retrieve rather than. to merely celebrate one's voice, She 
mites: 

By excavating traces of the motives fore our past actions, and comparing 
these with our present lives, we are able to expand the range sf our de- 
mmds and cornpetences. Admittedly, this is not as easy as it somds, Our 
stories are expressed in the language we use today Buried or abandoned 
memories do not speak loudy; on the contrary we c m  expect them to meet 
us vvirh obdurate silence, In recognition of this, we must adopt some 
method of mdysis suited to the resolution of a key question for women; a 
method that seeks out the un-named, the silent and the absent. Here too, 
our experience sf education maps out a ready-made path of andysis; we 
have been tau&t to content ourselves with decoding texts, Mrith search for 
truth in textual analysis, cornpiernerrted at best by the a u t h o r h m  andy- 
sis. "Re-learning'7n this context means seeing what is ast said as interest- 
ing, and the fact that it was not said as important; it invalves a huge 
mez%rodologic;tl leap, m d  demands more than a little imagination. (p, 65) 

The different stories that students from all goups bring to class need 
to be intermgated for their absences as well as their contradictions, but 
they also need to be understood as more than simply a myriad of differ- 
ent stories, They have to be recognized as being forged in relations of 
opposition to the dominant structr_lres of power, At the same time, dif- 
ferences amang stitzdents are not merely antagonistic as Liz EIIisworth 
(1988) has argtted. She suggeas not only that there is little common 
ground for addressing these differences, but that separatism is the onily 
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valid political option for any kind of pedagogical and political action. 
Regrettably; this =presents less an insight than a crippling form of polit- 
ical disengagement. It reduces one to paralysis in the face of such differ- 
ences, It ignores the necessiq of exploring diEert3nces for the specific, ir- 
reducible interests they represent, for the excesses and reactionary 
positions they may produce, and for the pedagogical possibililies they 
contain for helping students to w r k  with other groups as part af a col- 
lective attempt at developing a radical language of democratic public 
life, Moreover, E1lswortlt.E"~ attempt to delegitimate the work of other crit- 
ical educators by claiming rather self-righteously the primacy and sin- 
gularity of her own ideological reading of what canstitrxtes a political 
project appears to igrzore both the multipliciq of comexts and projects 
that characterize critical educational work and the tension that haunts 
all farms of teacher authority; a tension marked by the potential contra- 
diction betLveen being theoretically or ideologically correct and peda- 
gogicatly wrong, Dy ignoring the dynamics of such a tension and the W- 

riety of struggles being waged under historiealXy specific educational 
conditions, she degrades the rich complexity of theoretical and peda- 
gogicd processes that clramcferize the diverse discourses in the field of 
critical pedagom. Tn doing so, she succumbs to the famitiar academic 
strategy of dismissing others throllgh the use of stra 
mess iw  simplifications &ich undermine not only the strengths of her 
okvn work, but also the very nature of social criticism itself. This is '"heo- 
rizing" as a farm of ""bad hith," a discourse imbued with the type of ca- 
reerism that has become all too characteristic of marry left academics. 

At stake here is an important theoretical issue that is worth repeating. 
Knowledge and power come togelher not merely to reaffirm difference 
but also to interrogate it, to open up broader theoretical considerations, 
to tease out its limitations, and to engage a vision of community in 
which student voices define themselves in terms of their distinct social 
formations and their broader collective hopes. As leachers we can never 
incluskety speak as the Other (though we may be the Other with respect 
to issues of race, class, or gender], but we can certainly work wllh di- 
wrse Others to deepen their understanding of the complexiv of the tra- 
ditions, histories, knowledges, and politics that they bring to the 
schools. 'This means, as Abdul JanMohamed and David Lloyd (1987) 
point out, that educators need to  cognize the impoflance of develop- 
ing a theory of minority discourse which not only explores the strenghs 
and weaknesses, aff-irmations and negations that inhere in the subject 
positions of subordinate groups but also "invalves dravciing our solidari- 
ties in the form of similarities between modes of wpression and modes 
of struggle which aXl minorities separately mperience, and experience 
precisely as minorities" (fanMohanled & Ltoyd, 1987, p. II), Zit assume 
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such a position is not to practice forms of gender, racial, or class-specific 
imperialism as ElXsworth suggests; rather, it is to create conditions 
 thin particular institutions that allow students to locate themselves 
and others in histories that mobilize rather lhan destroy their hopes for 
the future, 

The theoretical sweep may be broad, the sentiment utopian, but it is 
better than wdlowing in guilt or refusing to light fur the possibility of a 
better world. Sentimentality is nu excuse for the absence of any crision for 
the future. Like Heehaxlgel in the painting "'Angus Novus," modernie 
provides a faith in human agency while recognizing that the past is offen 
built on the suffering of others. Xn the best of the Enlightenment tradi- 
tion, reason at least offers the assumption and hope that men and 
women can change the wodd in which they live. Postmodernism kays 
the boundaries of that world and makes crisible .clihat has ofen been seen 
as unrepresentable, The task of modernity with its faith in reason and 
emancipation can perhaps renew its urgency in a postmodern world, a 
world where difference, contingency; and power can reassert, redefine, 
and in some instances collapse the monolithic boundaries of national- 
ism, sexism, racism, and class oppression. In a world whose borders have 
become chipped and porous, new challenges present themselves not 
only to educators but to all those for whom coxltiirlgency and loss of cer- 
t a i q  do not mean the inevitable triumph of nihilism and despair but 
rafher a state of possibility in which destiny and hope can be snatched 
from the weakening grasp of modernity, We live in a postmodern world 
that no longer has any firm--t)M has ever flexingtooundaries, It is a 
time when reason is in crisis and new political and ideological. conditions 
exist for fashionirlg forms of struggle defirred in a radically difkrent con- 
ception of politics. For educators, this is as much a pedagogical issue as it 
is a political one, At best, it points to the importance of rewriting the rela- 
tionsllip between knowledge, power, and desire. It points as well to the 
necessity of rctdrlining the imporlance of difference while at the same 
time seeking articulations among subordinate groups and historically 
priwiteged groups committed to social transform&ions that deepen the 
possibiliv for radical democracy and human suAvaI. 
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Disturbing the Peace: 
Mrriting in the Cultural 
Studies Classroom 

IT 1s KE;;CC)MINC lNCREASINC;IAY MORE difficult to assess what 
Cultural Studies is either as a political project or as a postdisciplinary 
practice.Voor some theorists, it is precisely the emergence of Cultural 
Studies outside of the universiv and its articulation with various social 
movements such as feminism, rather than its academic location, that 
have helped to prevent it from being incorporated into the un iws iv  as 
merely an additive to the established canan.2 Far others, Cultural Stud- 
ies must be developed with regard not only to the changing natrlre and 
specificiv of the problems and conflicts it addresses, but also to the 
legacy of its history as a p~eminently political and appositional prac- 
tice," 

It is not my intention here to replay the debate regarding the real his- 
tory of Cultural Studies, though this is an important issue, Instead, I 
want to analyze how certain features of the history of Cultural Studies 
might inform its present and hture politics, More specificdly I wmt to 
focus on the importance of pedagog as a central aspect of CuEtural 
Studies and writing as a pedagogical practice, Xn doing so, I want to de- 
velop a notion of borcier writing as a form of cultural production foeed 
among the shifting borderlands of a politics of representation, identi-ty; 
and struggle, In part, I am concerned with a notion of cultural recovery 
in which the produaion of knowledge, subjectivily, and agency can be 
addressed as ethical, political, and pedagogical issues. Xn part, this sug- 
gests critically appropriating from Cultrtral Stlrdies the insi&hts it has ac- 
crued as it has mowd historically from its narrow concerns with class 
and language ta its mare recent analysis of the politics of race, gender, 
and colonialism. This is not meant to suggest that the history of Culmral 
Studies needs to be laid out in great detail as some sort of hundationd 
exegesis, On the contrary; Cultural Studies needs ta be approached his- 
torically as a mix of founding moments, transformative challenges, and 
self-critical interrogations (Nelson 32). It is precisely the rupttiring spirit 
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informing elemenb of its postdisciplinary practice, social activism, and 
historical awareness that prompts my concern for the cunent lacunae in 
Culmral Sludies regarding the theoretical and polftical importance of 
pedagogy as a founding moment in its legacy At the same time, it is im- 
portant ta stress that the general indiffe~nce of many theorists to peda- 
gogy as a form of cultural practice does an injustice to the political@ 
charged legacy of a l tura l  Studies, one that points to the necessi:y for 
combining sellJF-criticism with a cammitment ta transforming existing 
social. and political problems, 

Neither crilical educators nor Culturd Sludies theorists can ignore the 
relationship of pedagogy to Cultural Studies in the current historical 
juncture, Indeed, such indifference warrants a deep suspicion of the via- 
bility of the political project that informs such a view of Cultural Studies. 
Central to my analysis as well as to the politics of my own location as a 
teacher and cultural worker is the assumption that Cultural Studies 
must be grounded, in part, in a project that deepens and expands the 
possibilities for radical democracy both in the United States and abroad. 
Democracy in this sense is the discursive face and lived experiences of 
struggling to expand the conditions h r  social justice, freedom, and 
equality across all the mgor political and economic sphel-es that shape, 
position, and locate people in everyday life. It is within this project that X 
want to address the importance of writing and pedagogy as central ele- 
ments of an insurgent Cultural Studies, 

In what follows, I w m  to arwe that wtzile Cultural Stttdies represents 
an ensemble of diverse discourses, it is an important historical, puliticjl, 
and cuEturaX formation that points ta a number of issues that need to be 
a d d ~ s s e d  in pedagogical terms. I then want to provide a ratimaXe Eor 
re-inserting the language of pedagogy and politics back into the dis- 
course of Cultural Studies as part of a broader attempt to expand and 
deepen what 1 will call a pedagogy of Ctlflurat Studies. Finally, I will ex- 
plore how I take up the issue of pedagogy as a culturd practice through 
the use of kvriting in my class. In part, this section not only discusses 
border writing as a form of pedagogical practice, but also suggests a 
connection betwen some of the central themes of Guttural Studies and 
kvriting as a cultural practice. 

Cultural Studies and the Absence of Pedagogy 
It is generally argued that Cultural Sludies is largely defined throllgh its 
andysis ofthe inerrelationship between c-ttlfurcl and power, particularly 
with regard to the production, reception, and diverse use of texts, Texts 
in this case coxlaitute a wide range of aural, visual, and printed signi- 
fiers. These are oken taken up as part of a broader attempt to analyze 



haw individual and social identities are mobilized, engaged, and trans- 
hrmect within circuits of power informed by issues of race, gender, class, 
ethnicity, and other social formations. Atl of these concerns point to the 
intellectual and institutional borclers that police, contain, and engage 
meaning as a site of social struggle. Msreavec one of the emerging theo- 
retical features of Clrltrlrrrl Sttrdies is to refute the notion that the strug- 
gle over meaning is primarily about the struggle over language and tex- 
tuality4 Qn the contrary a number of Cultural Studies theorists have 
named terror and oppression in concrete terms and have addressed 
how domination is manifested in a variety of sites, on a number of dif- 
ferent levels, and haw it can be understood in historical m d  relational 
terms through a variety of articulations and categories.5 Xn fact, Cultural 
Studies draws its theoretical inspiraian from feminism, postmod- 
ernism, postcolonialism, and a host of other areas. Iawrence Grossberg 
claims that kltzlrat Studies as a strategic practice perhrms two firnc- 
tions: first, it keeps alive the importance of political work in an '"age of 
diminishing possibilities." That is, it radicrxlizes the nation of hope by 
polilicizing rather than romanticizing it. Second, it refuses ta immobi- 
lize a commitment to political work in the frozen theoretical winter of 
orthodoxy By responding to the specificity of history it leaves open the 
polilical carrography that inhrrlls how it names both its owrl strategies 
and the "world of political seuggle" we G o ~ u  Get Out 18). For Gross- 
berg, the nation that Cultural Studies is unstable, open, and always con- 
tested becomes the basis for its rewriting as both the condition for ideo- 
logical self-criticism and conslructing social agenls wilhin raher than 
outside historical struggles, Grossberg writes: 

[Cluiltural, studies assumes that history-its shape, its seams, its out- 
comes-is never guarmteed, As a result, doing culturd studies takes work, 
including the kind of w r k  deciding what cultural studies is, of making cul- 
turd studies over again m d  again. Guftural studies constructs itself as it 
faces new questions and takes up new positions, In that sense, doing cul- 
turd studies is dways risky m d  never totrzlly comfortable, It is frau@t with 
inescapable tensions (as well as with reai pleasures). Tn the U,$,, the rapid 
institutional success sf cultural studies has made it all a bit too easy, Chit- 
turd studies has to be wary of anything that m&es its work too easy, that 
erases the real battles, both theoretical and political, that have to be waged, 
that defines the mswers before it even begins. (18-19) 

1 want to take Grossberg at his word and argue that Cultural Strrdies is 
still too rigidly tied to the modernist, academic; disciplinary slmtcltlres 
that it often criticizes. This is not to suggest that it does nat adequately 
engage the issue of academic disciplines, In fact, this is one of its most 
salient characteriaics,W~ihat it fails to do is cdeicality address a major 
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prop of disciplinarity which is the notion of pedagow as an unproblem- 
atic mhicle for transmitting knowledge. Lost here is the attempt to un- 
derstand pedagogy as a mode of cultural criticism for queaioning the 
very conditions under uvhich howledge and identities are produced. Of 
course, theorists such as Larry Grossberg, Stanley Aranowitz, and others 
do engage the rela'rionshiy ZletLveen Cultural Strldies and pedagogy, but 
they constimte a small mirtorig.7 The hauming issue here is, what is it 
about pedagogy that allokvs Cultural Studies theorists to ignore it? 

One answer may lie in the reRlsd of Cultural Slzrdies theorists either 
ta take schooling seriously as a site of struggle or to probe how tradi- 
tional pedagogy produces particular hrms of subjecfifieation, how it 
constructs smclene throrrgfl a range of subject positions, Of course, 
within radical educational theory, there is a long history of developing 
critical discourses of the subject around pedagogical issues.8 

Another reason Cultural Studies theorists have devoted little attention 
ta pedagogy may be the disciplinary temrism that leaves the marks of 
its legacy on all areas of the humanities and liberal arts, Pedagogy is 
often deemed unworthy of being taken up as a serious subject, Even 
popular culture has morc: credibiliv than pedagow. This can be seen 
not only in the general absence of any discussion of pedagogy in Cu1- 
tural Studies texts, but also in those studies in the humanities that have 
begun to engage pedagogical issues, Esren in these works there is a will- 
ful rehsal to acknowledge some of the important theoretical gains in 
pedagaa that have been made in the last menty years.9 Within this si- 
lence lurk the irnperatiw of a disciplinary policing, a rehsal to cross 
academic borders, and a shoring up of the imperatives of originality, 
competitiveness, and elitism. Of course, composition studies, one of the 
fttw fields in the humanities that does take pedagogy seriously, occupies 
a status as disparaged as the field of educ;;ztion.'oThe legacy of academic 
elitism and professionalism still exercises a strong influence in the field 
of Cultural SLudies, in spite of its alleged democratization of social 
knowledge. 

Reclaiming Pedagogy 
In making my case for the importance of pedagogy as a central aspect of 
Cttfturat Studies, I first want to anabze the role that pedagog~ir played in 
the early hunding stages of the Birmingham Centre for Cultural Studies. 
1 then want to define more specifically the central. dimensions of peda- 
gogy as a cultural practice. But before I address these two importanl mo- 
ments of critical pedagof~y as a form of cultural polities, 1 tl~inlr it is im- 
portant to stress that the concept of pedagoa must be used with 
respectful caution. Not only are &ere d i f f e~n t  versions of what consti- 



tutes critical pedagogy, but there is no generic definition that can be ap- 
plied to the term. At the same time, there are important theoretical in- 
sights and practices that weave through various approaches to critical 
pedagow. It is precisely these insigh&, which o&en define a common set 
of problems, that serve to delineate critical pedagogy as a set of condi- 
tions articulated within. the context of a particular political project-a 
project that takes up these problems di-EEerently within the specificity of 
particular contexts. These problems include butt are not limited to the 
relationships beween knowledge and powe~; language and experience, 
ethics and authority, student agency and transformative politics, and 
teacher location and student formatians. 

This is precisely bow Raymond Wiliams addressed the issue of peda- 
gogy in his discussion of the emergence of Culturd Studies in Britain, 
For Williams, pedagog offered the opportunity to link culturaX practice 
with the development of radical cultural theories, Not only did peda- 
gogy connect questions of form and cantent, it also in~oduced a sense 
of how teaching, learning, textual studies, and knowledge could be ad- 
dressed as a political issue that foregrounded considerations of power 
and social agency According to Williams, Cttlfural Studies in the 1930s 
and 1940s emerged directly from the pedagogical wol-k that was going 
on in itdull Edtlcatioxl. The specificity of the content and context of 
adult education p r o ~ d e d  Cultural Studies with a number of issues that 
wem to direct its subsequent developments in Birmingham. These in- 
cluded the refusal to accept the limitations of established academic 
boundaries and power seuctures, the demand for linking literature to 
the life situations of the adult learners, and the call that schooling be 
empowering rather than merely humanizing. Williarns is quite adamant 
in refuting '"encyclopedia aaicles dating the birlh of Cultural Studies 
from this or that book in the late "fties." He goes on to say that: 

the shift of perspective about the teaching of art and literature and their re- 
lation to history and to contemporary society began in Adult Education, it 
didn't happen mywhere else. It was when it was t&en across by people 
vvith that experience to the Universities that it was suddenly recognized as a 
subject. It is in these and other sirngar ways that the contribution of the 
process itself to social change itself* a d  specificatlly to Learning, has hap- 
pened, f %ddt Education"; see &so "Fu.fureP95 1-62] 

For Williams there is more at stake here than reclaiming the hismry of 
Cultural Stlrdies, He is most adamant in making clear that the '%teepest 
impulse [informing Cultural Studies) was the desire to make learning 
part of the process of social change itself'" QU"Fture" E%). It is precisely 
this a e m p t  to broacten the notion of the potilical by making it more 
pedagogical that reminds us of the impoflance of yedagow as a cull-tlrd 
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practice, In this context, pedagol~y deepens and extends the study of 
cuiture and power by addressing not only how culture is shaped, pro- 
duced, circulated, and transformed, but also how it is actually taken up 
by human beings within spwific seQings and circumstances. It becomes 
an act of cultural pmduction, a form of "writing" in invbich the process by 
which power is inscribed on the body and implicated in the production 
of desire, knowledge, and values begins not with a paaicular claim to 
postdisciplinary knowledge but with real people articulating and rekvrit- 
irrg their lived experiences within, rather than outside, history, 

The importance of pedagoggl to the content and context of Cultural 
Studies lies in the relevance it has for illuminating how knowledge and 
subjectiviries are produced in a wr ieq  of sites including schools. Peda- 
gogy, in this sense, offers an articulatory concept for undersending how 
power and knowledge configure in the production, reception, and tmns- 
formation of subject positions, forms of ethical address, and ""desired 
versions of a future human communily"' (Simon 15). By mliring the ob- 
jecti-vity of knowledge and asserting the partiality of all hrms of peda- 
gogical au'thorit-y, critical pedagog initirltes an inquiry into the relation- 
ship between cultural work, authority, and the securing of paaicular 
cultural practices, and as a mode of cultural politics takes as an object of 
study the relalionship b e m e n  the possibilities for social agency ex- 
pressed in a range of human capacities and the social fonns that often 
constrain or enable them. 

The politics of critical pedagogy are radical but not doctrinaire, That 
is, critical pedagol~y self-consciously operaes from a perspective in 
which teaching and learning are committed to expanding rather than. 
restricting the oppormnities for sttrdents and otEters to be social, politi- 
cal, and economic agents. Rs agents, students and others need to learn 
how to take risks, to understand how power works differently as both a 
productive and dominating force, to be able to "read" the world from a 
variety of perspectives, and to be willing ta think beyond the common- 
sense assumptions that govern everyday existence, Critical pedagogy 
engages experience in order to inquire into the conditions of its produc- 
tion, authorization, and effects. m a t  is radical about the relationship 
between pedagogy and the issue of experience is that it addresses the 
inner workings of experience; how it hnctions to prodtlce knodedge, 
and how it might be implicated in the consmaion of fitnns of subjecti- 
fieation. Politicizing the relationship between thought and experience 
points to a pedagogical practice in which cultural workers can offer 
"~es t ions ,  analyses, visions and practical options that people can pur- 
sue in their attempts to participate in the determination of various as- 
pects of their lives, . . . Required is a practice rooted in an ethical-politi- 
cal vision that attempts to take people beyond the world they already 



know but in a way that does not insist on a fixed set of altered meanings'" 
QSiman 4&47f. 

Defined as an attempt to alter mperience in the imerest of expanding 
the possibilities far human agency and social justice, critical pedagogy 
makes vrisible the need for social relations that inform a number of con- 
siderations that cut across the diverse terrain of Cultural Studies. 

Writing as a Pedagogical Practice 
In what hllows, I want to describe haw I use writing as a pedagogical 
practice to transgress certain dominant assumptions about the meaning 
of schooling, the discourse of audxorit?l, tfre relationsfiiy betLveen Ian- 
guage and experience, and the role of social ~sponsibility wilhin the 
politics of my own location as a university teacher, Most of the classes I 
teach at Penn State University are graduate courses in education and 
Cttttural Studies. The students who take my courses art? mostly working- 
class males and femalles, generally between the ages of 25 and 60. Very 
few of the students are familiar with the theoretical discourses of Cul- 
tural Studies and critical pedagogy, In the past, I have tried to organize 
my courses around selected critical texts, combining introductory lec- 
tures with a seminar format in which students were asked to engage the 
texts actively by reading them oppositionally, T"hough this approach at- 
tempted to make the class more democratic, it failed to unsettle the 
kinds of social relations that characterize teacher-centered environ- 
ments, The reasons are numerous and they include the following, First, 
many students felt intimidated by the language of theory They often 
noted at some point in the class that the assigned texts were too difficult 
to read, they didn't understand their practical application to educalion, 
or they simply did not feel comfortable speaking through a discourse 
that seemed foreign to them Second, many slucienrs have not prob- 
lematized the ways in whicfr traditional schooling has shaped their per- 
ceptions of pokver, learning, and identity Many of the stitzdents in my 
classes believed that either their own voices did not count for much or 
that the only role for students in the class was to accept what was dis- 
pensed to them as knowledge rather than either raise questions about 
taking controt over the conditions of the production of knowledge or en- 
gage the classroom texts critically in light of their own experiences, his- 
tories, and concerns. Thirdly; whenever class discussion did occur it was 
more often than not dominated by males, especially white males, in 
spite of the fact that women often constituted wer 50% of my dasses, 
Moreover, when students did speak they often looked at me rather than 
direct their remarks to other students. In, this instance, they were posi- 
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tioning me as the authorizing agent for their discourse and for some 
kedback. 

It became clear to me very quickty that in spite of my use of opposi- 
tional material and the seminar format of the class, 1 was reproducing a 
set of pedagogical. relations that did not decenter authority, that, on the 
contrary; undermined my efforts both to praGde students with the op- 
portunity to sgeakc in a safe space and to appmpriate p w e r  in the class 
in order to deconstruct the texts and engage in collective self-criticism 
and a critique of the politics of my location as a teacher, 

In the first serlleser of the 1992-1993 school year, I taught a new 
course called Postcolonialim, Race, and Critical Pedagogy. In this 
course, I attempted to address some of the above prablems by organiz- 
ing a series of pedagogical practices around particular wriling assign- 
ments that helped to create what can be called, to use Horni Bhabha's 
phrase, a ""tird space" in the classroom, But before I articulate the 
specifics of the pedagogical practices that I employed, I want to mention 
a specific tension that 1 had to address in the dassroom and in my own 
teaching, 

Like many teachers, academics, and other cul.tllrd workers, I felt that 
the mast substantive aspect of my pedagoa centered on defining my 
o m  gads for education along with the politics of my o m  location as a 
teacher. For example, my overriding pedagogical project was rooted in 
an attempt at majoriv democratic education, that is, an education 
whose aim was to advance the ideological and lived relations necessary 
for students at least to internogate the passibility of addressing school- 
ing as a site of ongoing struggle over the ""scia2 and political task of 
transformation, resistance, and radical democratization'' "utler 13). 
This is a project that has continually driven my own politics and pedn- 
gogy regadless of the specific courses X have taught in the university Xn 
looking back at this project, X have fewer resewations about its political 
importance than 1 do aboltt the pedagogical praclice of removing it from 
the actrtzal social krmations that shaped students%istories and lived ex- 
periences, which served to undo its most promising possibilities. In 
other wads, by not paying morcl attention to what it meant to give stu- 
dents more control over the conditions of their own knowledge produc- 
tion, I reproduced the binarism of being polilically enlightened in rrly 
theorizing and pedagogically wrong in my organization of concrete class 
relations. Overcoming this binarism was a mgor goal behind the reorga- 
nization of my pedagogy in the Postcolonialism, Race, and Critical Peba- 
gogy class. Developing a series of reading and writing activities as the 
basis of the new course helped me to .cvoltk through and resist the nega- 
tive effects of my o m  authority as a teachel: In wtla follows, I waxlt to 



spell out how I used border writing less as technical exercise in skill de- 
velopment than as a brm of cultural production that more closely artic- 
ulaed the relationship beween my political projea as a progressive 
teacher and the mderlying principles and practices that infurmed the 
organization and character of my class, 

My use of writing assignments was cjosely linked to getting s tudem 
to theorize their own eqerierlces rather than articulate the meaning of 
other peoples3Ihearies. The assignments were designed to get students 
to examine how representations signify and position students through 
the instittxtional and ideological authority they carry in the dominant 
culture, Molleover, the writing assignments kvere canstructed so as to 
give sl-tldems the opportunity to achlowledge I-heir uw:n emotional arzd 
affective investments in issues regarding race, colorrialism, and the poli- 
tics of representation. Tn addition, writing kvas used not merely as an 
ideological marker for locating specific biographical interests and forms 
of iderrlification; it was also viewed as a ruprtring practice, as an oppo- 
sitional pedagogy in which one pushes against the grain of traditional 
history, disciplinary structures, dominant readings, and existing rela- 
tions of power, 

Raymond WiIliams has rightly pointed out the need for cultural work- 
ers to be attentive to the formations out of which. specific projects arise. 
las part of m attempt not to rclproduce the legacy of those pedagogicd 
practices that positioned students as objects rather than as subjects of 
learning, I altenlpted to organize the writing assignments in my seminar 
around a number of Hructuring principles necessary for the success of 
my own political and pedagogical project. For instance, T introduced the 
course by talking about power in the classroom and how it was irnyli- 
cated in all aspeas of classroom teaching, including the development of 
a syllabus, the organization of cilassroorn relations, and the method of 
evaluation, I also made clear the rationale for the authority X exercised in 
the course and how that authority was intended to be used to expand 
rather than restrict the possibility for student agency In part, I made the 
form and content of my authority as a teacher visible in order to prob- 
lematize and debate the mord vision and social ethic I used ~ . o  justiq 
my organization of the syllabus and the pedagogical practices that in- 
formed my eitass. 

In doing so, I relinquished all claims to objectirrity, and I attemplcd to 
refute the traditional notion that teachers were disinterested, that 
howledge was unprobtematic, and that teaching was merely a method- 
olog?i for transmitting informat.ion to students. I argued that the latter 
positions were often used ta obscure the ideological and political inter- 
ests that regulated dominant versions of schooling and the role that 
teachers play in actively regulating the production of knowledge and 
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values. By presenting a view of schools as a site of conflict and contesta- 
tion, I attempted to open a space for students to engage political, social, 
and cultural differences in ways that highlighted pedagogy as an opposi- 
tional rather than merely a dominating practice. 

In addition, I stressed the need for social relations in the class that 
would give students the opportunity to produce and appropriate knowl- 
edge as part of an ongoing struggle to represent themselves in terms of 
their interests, lived experiences, and wider political concerns. Two is- 
sues derived from the more political and emancipatory theoretical in- 
sights of Cultural Studies guided my pedagogical concerns. First, I 
wanted to make clear that no pedagogical process could be located out- 
side of the intellectual and affective investments I brought to the class. 
Hence, the politics of my own location had to be subjected to extensive 
critique and dialogue in the written assignment and class debates. Sec- 
ond, the class had to become a site where writing offered the opportu- 
nity to "engage rather than displace the voices of aggressive, theorizing 
subjects [students]."" I further suggested that some of the major ele- 
ments structuring teacher-student relations in the class would be taken 
up around some of the following considerations: How do language and 
experience intersect? That is, how do different discourses shape, engage, 
and deconstruct the experiences and stories told by ourselves and oth- 
ers? Second, what conditions are necessary to develop a sense of politi- 
cal, moral, and social agency in the class? For example, what pedagogi- 
cal practices might be necessary to promote collaborative work? To 
engage dominant and subordinate traditions critically? To get students 
to question the partiality of both their own knowledge and the knowl- 
edge presented by the teacher? Third, how might teacher authority be 
manifested without being inimical to the issue and practice of student 
freedom? 

By making my own theoretical and pedagogical concerns visible at the 
beginning of the course, I attempt to be up-front about the parameters 
of the course, especially in a school of education where students often 
believe that they will not have to read intellectually challenging work or 
that educational theory is mainly about learning methodologies. But 
there is more at stake here than exercising authority in the spirit of pro- 
moting rigorous intellectual work and providing a c d  for self-discipline. 
I also posit the goals and project of the course as an invitation for the 
students to rethink how they might want to take up and transform cer- 
tain aspects of their own learning. For instance, in an effort not to re- 
move all traces of their own socially constructed voices, I asked students 
to form groups after my introductory remarks in order to respond to the 
issues I raised. I was particularly interested in whether the principles 
and rationale I offered for the course were suitable to their own percep- 



tion of the course, I also invited the students to suggest specific ~acfings 
outside ofthe assigned texts that we might take up in the class, 

Within an hour the students convened their respective groups and a 
debate took place aver the shape and format of the class, It became in- 
stantly clear to me that the students also wanted the class to be participa- 
tory, critical, and attemive to immediate and globat concerns regarding 
racial politics, and that they wanted both to provide their own list of 
readings lFor the course and to evaluate their own performance lFor a 
course &rade, Gently exercising my own authority I mediated their con- 
cerns with three qualificalions. First, I suggested that the course had to 
be organized around a series of writing assignments that reproduced the 
principles they had articulated in the discussion, Second, in order to re- 
lieve the immediate fear that smdenB oAen express about writing in a 
class, I suggested that as a major precondition for discussing the student 
writing presented to the class it was imperative Eor at1 of us to create the 
conditiorls for a "safe space" for each other. This means that since stu- 
dents often feel that their identities are on trial when they either speak 
from their witing or Share it with the rest of the dass, it is imperative that 
each student be given every oppofluniw to speak, argue, take risks, and 
position himlherself without fear of intimidation, humiliation, or our- 
right pedagogical terrorism from either the teacher or other students, In 
this case, issues of trust and ~ s p e c t  for difference become paramount in 
stmcturing classroom relations, In, addition, it was suggested that every 
&tempt be made to use student writing as a pedagogical toof to present 
one"srheoretical posirion, to promote class discussions, to engage other 
texts, and to work coXfaborativeXy with others, Third, while they would be 
given the opportunity to evaluate their owrr final projects, the projects 
sholltd be organized around an attempt to imegrate the theoretical dis- 
courses taken up in the class ~ t h  an analysis of some aspect of popular 
culttlre. For example, an individual or a group might decide to write 
about ~ O W  the legacy of colonialism frames much of the racial discourse 
in a film like G r ~ n d  Ganys~z, Students might also want to mix media in 
compiling a critical commentary on racism in the universitv; t o m ,  or in 
the national media. They miglrl also want to focus on popular magazines 
as a source of social knowfedge, use ethnographic approaches to con- 
ducting oral histories, or construct their o m  video, etc. 

As part of an attempl to pay close attention to the political and peda- 
gogical dynamics that structured the class, three mrSljor kvriting assign- 
ments were used to organize how texts were to be taken up arzd =writ- 
ten as part of a larger attempt to register differences, analyze diverse 
arguments, and cross disciplinary bordelrs, 

The writing assignments were organized in the rollowing wys ,  The 
initial three weeks of the course WE developed around andyzing the 
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reading material largely selected by the class, The readings were taken 
up through the thernatics of "Orientalism, Difference, and Multicultural- 
ism," ""'Pstcoloniatism, Race, and Feminism," and "Nationalism and the 
Politics of Speaking for Ofhers,'The class was divided into three groups, 
Each group was assigned the task of demloping position paperl's) on the 
readings for one of the three themes, The papers would then be dupli- 
cated for the rest of the class and used as a basis for dass discussion, 

Each group waked colllaboratively to produce a paper that was dugli- 
cated and read by the rest of the class the evening their respective read- 
ing assignment was due* The group assigned to present a paper for that 
class first talked about how they came to a d d ~ s s  a particular aspect of 
the assignment, how they worked out the collaborative process, and 
why they thought the issues they addressed wert? imporlant to them in 
terms of their awn experiences, For example, the first group developed a 
paper I-hat was a transcript of a dialogue they collectively held in analyz- 
ing certain aspecB of the readings on Orientalism and the politics of 
multiculturalism. The paper clearly demonstrated those issues over 
which indi~dual  members of the group disagreed, what concerns they 
shamd, and what questions they wanted to take up with the rest of the 
class, 21 is important to note that students who did not present a group 
paper during any one class meeting had to prepare journal entries on 
the readings assigned, and in doing so worked from their own notes in 
responding to both the group paper and other questions that arose horn 
the readings, Since the readings ranged from sources as diverse as Cor- 
nel West" '""The New Politics of Difference" ta Diane RaviticMs "Multicul- 
turallism," here  was a range of ideological positions to engage and make 
for a lively discussion, 

But in discussing the papers the emphasis was not merely on takng 
up conflicting positions. Students had t s  insert themselves into the texts 
by taking a position on the readings, talking about the consequences of 
their positions in terms of how they addressed questions of race, free- 
dom, justice, and so on. Moreover, the group constantly talked about 
how the university itself was implicated in reproducing some of the 
racial problems they discussed and how the racial problems in the 
schoolt articulated with and rnutitzally reinforced larger societal prob- 
lems. 

During the second part of the course, smdents paired up in groups of 
two and for the remainder of the course each group taught a particular 
text that was assigned for m y  one particular week. Books discussed 
ranged from There Ain't PJU Bhck in Ihe UFeioa Jack by Paul Gilroy to 
Black Lssks by bell hooks and Leavirli~g I-Cr Quest i~a by Paulo Freire and 
Antonio kundez. In this assigrlmexlt, studexlts had to "write" the book; 
that is, they had to present a paper that provided an exegesis, offer a crit- 



ical reading of the text's major assumptions, and analyze the relevance 
of the text t s  their own experiences as future educaton, Moreovex; they 
could present the anatysis in a variety of mixed forma& btlt had to use a 
substantial portion of their t ine for dialogue with the rest: of the class, 
The presentations were on the whole amazingly imaginative, Most stu- 
dents combined a short lecture with some other form of media to illus- 
trate their analysis of the texts, Most prepared open questions to partly 
structure the debates, and in same cases p r o ~ d e d  the rest of the class 
with alternative or supplementary readings. 

The third writing assignment was organized around a collaborative 
position paper based on applying some aspect of what they learned 
about race and pedagogy in the class to a prticular problem in the 
wider universiv community The activities undertaken ranged from an 
analysis of the textbooks used in the Xocal secondary school to an inter- 
rogation of the racial sensitivity seminars conducted by some b c u l ~  in 
the university. In each case, the s~derz ts  had little trouble in applying 
some of the theoretical issues they addressed in the class to wider prac- 
tical and pedagogical concerns. 

The final writing p"i&"cl in the class engaged writing as a pedagogic& 
practice by getting students not only to analyze popular texts that ex- 
tend the range of what constimtes social knowledge but also to be self- 
reflective about their m engagement with .fie course and what its im- 
plications wem h r  rethinking the ways in which power kvol-ks through 
diverse regimes of representation, irlstitutiranal structures, and the 
larger spaces of socid power. 

At1 of these kvriting assignments positioned students as cultural pro- 
ducers and enabled them to rewite their o m  experiences and percep- 
tions through an engagement with various texts, ideological positions, 
and theories, In all cases, there was an ongoing attempt to get the stu- 
dents to learn from each other, to decenter the power in the classroom, 
ta challenge disciplinary borcters, to create a bordertand where new hy- 
bridized identities might emerge, to take up in a probtematie way the 
relationship bemeerr language arld experience, and to apyropriae 
knowledge as part of a broader effort at self-definition and ethical re- 
sponsibility. Border writing in this case became a type of hybridized, 
border literav, a form of ettltural production and pedagogical practice 
where otherness becomes comprehensible, colleelive memory rewrices 
the narratives of insurgent social movements, and stitzdents travel be- 
meen diverse theoretical and cultrlral zones of diffemnce, and, in doing 
so, generate a space vvhere new intersections betwen identiq and cul- 
ture emerge. It is p~cisety in this space informed by the critical impera- 
tives of Cultural Studies, the ongoing demands of a restless critical peda- 
gogy, and faith in a project of possibili~ that teachers and studens can 
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rewrite, reaffirm, and struggle over the assumption t h a  the goal af 
achieving a mtxlriculrural, multiracial democracy in the United States re- 
mains the critical issue of modern politics and life, 

I. One of the most important critiques of Culturd Studies treating this issue of 
purpose and meaning has been made by Meagfnm Morris, 

2. This issue is taken up in Frankkin, Luq, and Stacey; see also Clarke, esp. 
chapt. 2; Parry; and Hall, ""CuIturd Studies and its Theoretical Legacies." 

3, See, for example, Nelson, XAXways AXreadyH";Nelson et aim, "Cultural S~tdies: 
An Introduction"; and Bennett. 

4. For expressions of this position see Grossberg, We Gatm Get Out; Hd1, 'Cul- 
ttlrd Studies m d  its Theoretical Legacies"; m d  Grossberg, "The Formation*" 

5, A number of writers in the Grassberg et af. anthoIog~r take this position, 
6, As a representative of this type of cridque, see my of the major theoretical 

sources of C-ulturd Strrdies, especially the Centre for Contemporay Cultural 
Studies in Birmingham. See Hall, ""6ltursrl Studies: Two Paradigms" and ""Cl- 
turd Studies and the CentreW"ichard Johnson; and Morris, 

7. See Grossberg et al, for examples; also, various issues of College Literature 
under the editorship of Kostas Myrsiades, It is quite reveitling to look into some 
of the latest books on Cultural Studies and see no serious engagement of peda- 
go@ as a sire of theoretic& and practical struggle. For example see Brmtlinger; 
Turner; Ctarke; Franklin et al. In Punter there is one chapter on identi@fng 
racism in textbooks. 

8. Wile there are too many sources to cite here, see Connell et a3,; Henriques 
et d.; Seas; Fine; Silrron; m d  Dsndd, 

9, For instance, while theoli.lsts such as Jane Tompkins, Geraid Graff, Gregosy 
Ul~ner, and others address pedagogical issues, they do it solely within the refer- 
enced terrain of l i t e rq  studies, Moreover, even those theorists in literary stud- 
ies who insist on the political naure of peda,gag~r generally ignore, with few ex- 
ceptions, the work that has gone on in the field for twenty years. See, for 
example, FeXman and Lamb; Henrieksen and Morgan; Don&ue and Qu&ndahil; 
Ullrrer; m d  Barbara Johnson. 

10. One interesting example of this occured when Gary Olson, the editor of 
the Journal sfilduanced Counposl'tl'ofz, interviewed facques Eferrida. He asked 
Derrida, in t-he context of a discussion about pedagow and teaching, if he knew 
of the w r k  of Paulo Freire, Derrida responded, ""This is the first time I"e head 
his name" "(OIn 133). It is hard to imagine that a figure of FreireGnternationd 
stature would not be known to someone in. literary studies who is one of the 
major proponents of deconstruction. So much for crossing boundaries. Glemly, 
Derxida does not read the radicd literature in composition studies, because if he 
did he could not miss the numerous references to the work of Freire m d  other 
critic& educators. See, for instmce, Atkins and lohnson; Brodkey; and Hurlbert 
and Blitz. 

11. The two considerations a d  quotation come from Morris 120). 



honowitz, Stanley. Roll Olrer Beet!tsven: Return ofCulturaE Str-Fe. Hmover: U P  of 
New England, 1993. 

Atkins, C, Douglas, a d  Michael L, Jshnsan. Writi~zg and Re~ding Diflerently: De- 
construction and the Teaching of Composition and Literature* Lawence: t) of 
Kmsas g f 985. 

Bennett, Tony. ""Ptting blicy into Cultural Studies," Grossberg, Nelson, and Tre- 
ichXer, Culttlral Studies 23-34, 

Brantrlinger, Patrick, CrwoeS Footprints: Cultural Studies isz Britai~z arzd America 
New York: Routledge, 1 990. 

Brodkey, Linda, Academic Writing m a Social Practice. Philadelphia: Temple U 8  
1987. 

Butler; fudith. ""Contingent Foundations: Ferninism a d  the Question of Post- 
modernism." Fernink& T~z~oriz inf:  the F"oll'tz'cal. Ed. Judith Butler and foan 
Scott. Mew York: Routledge, 1992, 

Clarke, John. New Times arzd Old Erzeml'crs: Essays on C u l t ~ ~ m l  Studies and Amer- 
ica, London: Harper Collins, 1 99 1 .  

ConneU, R. W., D. J. Ashenden, S, Kessler, a d  G. W, Bowset t, Making the Diger- 
enct3, Bastan: AXlen, and Unvvin, 1 982 

Donahue, Patricia, and Elten Quahndahl, eds. Reclaiming Pedagogy: Thcr 
Rhetoric ofthe Glmsroo~n. Carbandde: Southern Illinois UE 11989, 

Danald, James. Sentimental Education, London: 'irersa, 1992. 
Felmm, Shoshana, and Dori Lamb, Testimony: Crisis of Witnessing in Lifemtu re, 

Psycksana&sis, and History New l"ark: Routledge, 1992. 
Fine, MicheBe. Framirzg Dmpouts. Albmy: SU of New York E 199 1, 
FrankXin, Sarah, Celia Lury, and Jackie Stacey 'Terninism and Cultural S~tdies: 

Pasts, Presents, Futures," On-Centre: Feminism and Cultural Studies. Ed. 
Sarah Franklin, et d. bndan: Harper ColIins, 1992. 1-1 9, 

Grossberg, hwrence. "The Formation of Culturd Studies: h h e r i c a n  in Birm- 
ingham." Strategies 2 (1  889): 1 14-49. 

. Wr? Got& Get Out o;FTh& Placa New ?lark: Routledge, 1992, 
, Casy Nelson, and Paula A, Treichler, eds. Cullural Studies. New York: 

Routledge, 1992. 
Hall, Stuart. '"Culturd Studies and its Theoretical Legacies." Grsssberg, Nelson, 

and Treiehiler, Cultural Studies 2"1-86, 
. "Cultrrnll Studies a d  the Centre: Some Broblematics and Problems." 

Culture, Media, Language: Workitzg Papers in Galtural Studies. Ed. Stuart Hall, 
et d. London: Hutchinson, 1980. 

, ""GuXturd Studies: Two Paradigms." M d i a  Culture, and Society 2 (1  880): 
57-72. 

Henli.lcksen, Bruee, a d  Thais E, Morgan, Reorierz ton:  Critical Theories and 
Pedagogics. Urbma: U of EUinois P, 1990. 

Henriques, Julian, Wendy f-follway, Cathy Uxrvvin, Coux Venn, and Valerie Walk- 
erdine. Changing the Subject, London: Methuen, 1984. 

Hurlbert, C. Mark, and Michael Blitz, eds. Conzposir;ion arzd Resistarzce. 
Portsmouth: Heinernmn, 1991. 



Disturk?in;g the Peace / 179 

Jahnson, Barbma, ed. The Pedagogical Imperative: Teachiq m a Literav Genre. 
New Haven: Yde UF: 1983. 

Jahnson, Richard, "What Is Cultural Studies, Anyway?'?~ocia:aE Text 6.1 f 19871: 
38-40, 

Morris, Meaghm. ""Bandilry in Cdtwal Studies.'Wiscoml-se 10.2 f 1988): 3-29, 
Nelson, Gary "Mways Already Cultural Studies: TWo Conferences and a Mani- 

festo.'Y~our~zaE c?l) Midwest Modern Language Association 24.1 (Spring 1 99 1) : 
24-38. 

, Paula A, TreichXer, and Lawence Grossberg, "Cultural Studies: An Intrs- 
duction." Cultural Studies. Ed. Gay Nelson, Paufa A. TreicNer, m d  hwrence 
Grossberg. New York: Routledge, 1991. 

Cllson, Gary ""Jacques Derrida on Rhetoric m d  Composition: A G~nversation." 
(1rzter)vicrws:. Crm-Dis:sciplina~ Brspectives on Rheton'c and Literacy. Ed. G;;uy 
Qlson m d  Irene Gde. Cmbandde: Southern Illinois UP: f 991. 

Parry9 Benita. ""The Gctnfradicfions of Culttrrd Studies." Trarzsl'tions 53 11991): 
37-45, 

Punter, David, ed. Intr~ducti~n 10 Contemporary Cultural Studies. New York: 
bngman, 1986. 

Sems, J m e s  7: Gmtuing Up Gay in the Soath: Race, G e n d e ~  and I~urn@ys oft'hg 
Spirit, New York Harrit~gton Park, 1991. 

Shon,  Roger I. Teaching against tjze Cmin. Newfiork: Ber@n m d  Gamey! f 992. 
Tumep; Graerne. Britis/% C~~ltural Studies. London: Unwin Myman, 1990, 
Ullner; Cregow, AppElied Crammatsko~. Bdtimore: Johns Hopkins UP, 1 985, 
Williarns, Raymond, %dull Education a d  Sociaf Change." What l Came to Say 

hndon: Hutchinson-Radus, 1989.157-66. 
P- . "The Future of Cdtural Studies," The Polities of Modernisnz. London: 

Verso, 1989. 1 S 1-62, 



This page intentionally left blank 



P A R T  T H R E E  

Contemporary Concerns 



This page intentionally left blank 



Rethin king the Boundaries 
ofEducationa1 Discourse: 
Modernism, Postmodern ism, 
and Feminism 

Mapping the Politics of Modernism 
To invoke the term madernism is immediately to place oneself in the 
precarious position of suggesting a definition that is itself open to enor- 
mous debate and little agreement (Groz et al. 7-17; N e w a n ,  "Revising 
Modernism"") Not only is there a disagreement regarding the periodiza- 
tion af the term, there is enormous controversy regarding what it actu- 
ally refers to.1 To some it has become synonymous with terroristic 
claims of *ason, science, and totality (Lyotard). Ta others it embodies, 
for better or worse, various movements in the arts (N 
erPz Aura). And to some of its more ardent defenders, it represents the 
progressive rationality of communicative competence and support for 
the autonomous indivlldrral subject (Habermas, "Modernity versus Post- 
modernity"; "Moderrzitf'; Discoursr), It is not passible within the con- 
text of this essay ta proGde a detailed history of the various historical 
and ideologied discourses of modernism, even though such an analysis 
is essential to provide a sense of the complexity of both the categvry and 
the debates that have emerged around madernism.;? Instead I want to 
focus on some af the centrat assumptions af modernism. The value of 
this approach is that it not only serves to highlight same ofthe more irn- 
portant arguments that have been made in the defense of madernism, 
but also provides a fieoreticat and potitical backctrop for understanding 
some of the centrat %aturns of various postmodernist and kminist dis- 
courses, This is particularly important kvith respect to postmadernism, 
which presupposes some idea af the modern and atso of various femi- 
nist discourses, vvhich have increasingly been forged largely in opposi- 
tian to some of modernism" major assumptions, particularly as these 
relate to notions such as rationality, truth, subjectiviQ and progress, 
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The theoretical, ideological, and political complexity of modernism 
can be grasped by analyzing its diverse vocabularies with respect to 
three traditions: the social, the aesthetic, and the political, The notion of 
social moderniv corresponds with the tradition of the new, the process 
of economic and social organization carried out under the growing rela- 
tions of capitalist productian. Social modernity approximates what 
Matei Calinescu calls the bourgeois idea of rnodernilji, which is charac- 
terized by 

The doctrine of progress, the confidence in the beneficial possibilities of 
science and technology, the concern v&th time (a measurable time, a time 
that c m  be bought m d  sold m d  berefore has, iike m y  other cornrnodlf-y, a 
carlculable equivalent in money), the cdt  of reason, a d  the ideal of free- 
dom defined within the framework of an abstract Erummism, but also the 
orientation toward pragmatism and the cult of action and success. (41) 

Within this notion of modernism, the unfolding of hiswry is linked to 
the ""continual progress of the sciences and of techniques, the rational 
division of industrial work, [which] introduces into social life a dimen- 
sion of permanent change, of desruction of customs and traditional 
culture" "audrillard 65). At issue here is a definition of modernity that 
points to the progressive differentiation and rationalization. of the social 
world through the process of economic gr0"th and administrative ratio- 
nalization. Another characteristic of social modernism is the episterno- 
logicd project of e l w i n g  reason to an oxltological status, Moderrlisxn 
in this view becomes synonymous with civilization itself, and reason is 
universailized in cognitive and instrumental terms as the basis far a 
model of industrial, cultural, and social progress. At stake in this notion 
of moderniq is a view of individual and collective identity in which his- 
torical memory is devised as a linear process, the human subject be- 
comes the ultimate source of meaning and action, and a notion of geo- 
graphical and cultural territorialiv is constructed in a hierarchy of 
domination and subordination marked by a center and margin legiti- 
mated *rough the civilizing knowledgelpower of a yriviieged Errrocen- 
tric culture (Aronovvitz) , 

The category of aesthetic modernity has a dual characterizatisn that 
is best exemplified in its traditions of resistance and formal aestheticism 
(Newman, "Revising ModernismP'h But it is in the tradition of apposi- 
tion, with its all-consuming disgust with bourgeois values and its at- 
tempt through various literary and avant-garde movements to define art 
as a representation of criticism, rebellion, and resistance, that aesthetic 
modernism first gains a sense of notoriety. Fueting this aesthetic mod- 
ernism of the nineteenth and early twentieth centuries is an aliena- 
tion and negalive passion Lllhose nwelty is perhaps best captured in 
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Bakunin's anarchist maxim, "To destroy is to create" "(quoted in Cali- 
nescu 117'). The cultural and political lineaments of this branch of aes- 
thetic modernism are best =pressed in avant-garde movements ranging 
from the surredigs and the futurists to the conceptualist a&ists of the 
19"Is. Within this movement, with its diverse politics and expressions, 
there is an underlpng eommonality, an attempt to collapse the distinc- 
tion between art and politics and to blur the boundaries between life 
and aesthetics. But in spite of its oppssitional tendencies, aesthetic 
modernism has not fared well in the latter part of the mentieth century. 
Its critical stance, its aesthetic dependency on the presence of bourgeois 
norms, and its apocalyptic tone have increasingly become recognized as 
artistically fashionable by the very class it &tacks (Barthesf . 

The centrd elements that bring these two traditions of modernism to- 
gether constitute a powerhl force not only for shaping the academic 
disciplines and the discourse of educational theory and practice, but 
also for providing a number of points where various ideological posi- 
tions share a common ground, This is especially true in modernism's 
claim for the superiorit-y of high crrltcrre over popular cufture; its afTirma- 
tion of a centered if not unified subject; its faith in the power of the 
hi&ly rational, conscious mind; and its belief in the unequivocal ability 
of human beings to shape a better world. These is a long tradition of 
supporl for modernism, and some of its best representatives are as di- 
verse as Marx, Baudelaire, and Dostoevsky This notion of the self based 
on the universalization of reason and the totalizirzg discourses of eman- 
cipation have provided a cultural and political script for celebrating 
Western culture as synonymous with civiEizati~n itself, and for regarding 
progress as a krrain that onty needed to be mastered as part of the inex- 
orable m a ~ h  of science and history Marshall Beman exemplifies the 
dizzying heights of ecstasy made possible by the script of modernism in 
his own rendition of the modernist sensibility: 

Modernists, as 1 portray thern, are simultaneously at home in this world 
and at odds ~ 6 t h  it, They celebrate and identIj'Sb with the triumphs of mod- 
ern science, art, technoioa, communications, economics, poiitics-in 
short, with a11 the activities, techniques, and sensibilities that enable 
mmkind to do what the Bible said God could do-to ""make all things new." 
At the same time, however, they oppose modernizatiofi betrayal of its own 
humm promise and patentid, Modernists demmd more profound m d  
radical renetnrls: modern men and women must become the subjects as 
weU as the objects of modernization; they must learn to change the world 
that is ehaxltjrjng thern and to make it their o m ,  The modernist knows this 
is possible: the fact that the world has chtmged so much is proof that it can 
change still more, The modernist can, in Hegel's phrase, '"ook the negative 
in the face and live vvith it." The fact that "'all that is solid melts into air" is a 
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sowce not of despair, but of strength m d  affirmation. IT everything must 
go, then Iet it go: modern people have the power ta create a better world 
than the world they have lost, ( " m y  Modernism" H) 

QE course, for many critics of modernism, the coupling of social and 
aesthetic modernisnl reveals itself quite differently, Modernist art is crit- 
idzed for having become nothing morc: than a commerc.ia1 market .fur 
the museums and the corporate boardrooms and a depoliticized dis- 
course institutionalized  thin the universities. In addition, many critics 
have argued that under the banner of modernism, rc;?ason and aesthetics 
often came together in a technology of self and culture that combines a 
notion of beauty that is white, mate, and European with a notion of mas- 
tery that legitimates modern induseial technologies and the exploita- 
tion of vast pools of labor from the ' ' m ~ h s "  of second- and third-world 
economies. Robert Merrill gives this ar$umnent a special M s t  in claiming 
that the modernist ego, with its preknsions to infallibility and unending 
prog-ress, has actually came to doubt its own promises. For example, he 
argues that many proponerlts of modernism increasixlgly recognize that 
what has been developed by the West in the name of mastery actually in- 
dicates the hilure of modernism to produce a technology of self and 
power that can deliver on the promises to proGde freedom throu& sci- 
ence, techndof~y, and control. He writes: 

!A loss of faith in the promises of modernism) . . . is no less true for corpo- 
rate and governmentd culture in the United States which displays a . . . 
desperate quest far aestheticization of the self as modernist construct- 
white, male, Christian, industriizlist-through monumentaXly sqled office 
buildings, the Brooks Brothers suit f h r  male and female), designer food, 
business pmctices which amount only to the exercise of symbolic power, 
and most of dl, the Mereedes Benz which as the unification in design of the 
good (here functiand) m d  the beautiful m d  in production of industrial co- 
ordination, and exploitation of human Iabor is pre-eminently the sign that 
one has finally achieved liberation and mastery, "'made it to the top" [even if 
its s~l i s t ic  fines thematize what em ordy be called a fascist aesthetics), (h) 

Xr is against the claims of social and aesthetic modernism that the di- 
verse discourses of postmodernism and feminism have delivered some 
of their strongest theoretical and political criticism, and these will be 
taken up shortly But there is a third tradition of modernism that has 
been engaged by feminism but generally ignored by postsnodernism. 
This is the tradition of politic& modernism, Political modernism, unlike 
its related aesthetic and social traditions, does not focus on epistemo- 
logicd and cultural issues so much as it develops a project of possibility 
out of a number of Enlightenment ideals (Laclau, ""Politics"; Mouffe, 
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""Radical Democracy'332-34). It should be noted that political mod- 
ernism constructs a project that rests on a distinction between political 
liberalism and economic liberalism, In the latter3 freedom is conflated 
with the dynamics of the capitalist marketplace, whereas in the former, 
freedom is associated with the principles and rights embodied in the de- 
mocralic revolution that has progressed in the West over the last three 
centuries. The ideals that have emerged out of this revolution indude 
"the nation that human beings ought to use their reason to decide on 
courses of action, control their futures, enter into reciprocal agree- 
ments, and be rctsponsibte for what they do and who they are" (Warren 
ix-X), In general terms, the political project of modernism is rooted in 
the capacily of individuals to be moved by hunlaxl srtEering so as to re- 
move its causes; to give meaning to the principles of equaliQ liberty, 
and justice; and to increase those social farms that enable human. be- 
ings to develop the cayacilies needed to overcome ideologjes and rnate- 
rial forms that legitimae and are embedded in relations of dominalion, 

The tradition of political modernism has largely been taken up and 
deknded in oypositian to and against the discourse of yostrxrodemisxn. 
Consequently, when postmodernism is defined in relation to the dis- 
course of democracy; it is either pitted against the Enlightenment proj- 
ect and seen as reactionary in its political tendencies (Berman, Air;. 
Habermas, "Moderni~," Discozdrse), graEled onto a notion of economic 
liberalism that converts it into an apology for rich Western democracies 
(Korq, "Habermas" l'74-75), or portrayed in opposition to the emanci- 
pator): projet;& of Marxism (Eagleton; Anderson) and feminism (Hart-  
sock 190-91; Christian). In what follows, I want to examine some of the 
challenges that Jiirgen Habermas presents to various versions of post- 
modernism and kminisrn through his defense of moderrziq as an un- 
finished emancipatory project, 

Habermas and the Challenge of Modernism 
Habermas has been one of the most vigorous defenders of the legaq of 
modernism. His work is important because in liorging his defense of 
modernism as part of a critique of the postmodernist and poststruc- 
turalist discourses that have emerged in France since 1968, he has 
opened up a debate bec\?veen these seemingly opposing positions. More- 
over, Habermas has attempted to reTlise and reconstruct the eartier work 
of his Frankfurt School colleagues, Theodor Adorna and Max Hark- 
heimer, by revising their pessimistic views of rationality and democratic 
struggle, 

Habermas identifies postmodernity less as a question of style and cul- 
ture than as one of politics. Pastmodernism's rejection of grand n m -  
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tives, its denid of epistemological foundations, and its charge that rea- 
son and truth are always implicated in relations of power are Gewed by 
Habermas as both a retreat from and a threat to modernity, For him, 
postmodernism has a paradoGcal relation with modernism, On the one 
hand, it embodies the worst dimensions of an aesthetic modernism, That 
is, it extends those aspects of the avant-garde which "live (in] the experi- 
ence of rebelling agains all that is normative" (f"Modernitf 5). In this 
sense, postmodernism echoes surrealism's attempt to undermine the 
cultural autonomy of art by removing the boundaries that separate it 
from everyday life. On the other hand, postmodemism reprclsents the 
negation of the project of social modernity by rejecting the latter's lan- 
guage of universal reason, rights, and autonomy as a foundation for 
modern social life, k c o d i n g  to Habermas, postmodernism5 arwrrrent 
that realism, consensus, and totaliq are synonymous with tenor repre- 
sents a form of political and ethical ehaustion that unjustifiably re- 
nounces the unfinished task of the rule of reason (Comnzunlication 3-13). 

In Habermas" terms, the postmodernist thinkers are consewatives 
whose philosophical roots are to be found in various irrationalist and 
cower-Enligilenment theories that suggest a peculiar political kinship 
with fascism. Hence postmodernism undermines the still unfolding 
project of modernity, with its promise of democracy through the rule of 
reason, communicative competence, and cultural differentiation, Post- 
modernism is guilty of the dual crime, in this case, of rejecting the most 
basic tenets of the modernist ethos and failing to recognize its most 
emancipamry comribrrtions to contemporary life, In the first insunce, 
postmodernism recHessXy ovel-emphasizes the play of difference, con- 
tingency, and language against all appeals to universalized arld tran- 
scendental claims. For the postmodernist, theory without the parantee 
of truth redefines the relationship betwen discaurse and power and in 
doing so destabilizes the modernist faith in consensus and reason, For 
Habermas, postmodernism represents a revolt against a substantive 
view of reason and subjecti~ty and negates the productive features of 
modernism. 

Modernicy oRers Habermas the promise of integrating the differenti- 
ating spheres of science, marality, and art back into society; not through 
an appeat to power, but through the rule of reason, the application of a 
universal pragmatics of language, and the development of Corms of 
learning based on dictates of communicative competence, m i l e  he ac- 
cepts the excesses of technological rationality and substantive reason, 
he believes that only through reason can the logic of scientificltechno- 
logical rationality and domination be subordinated to the imperatives of 
modernia justice and moraXiQ (Kellner 262-66). Habermas admires 
Wstern culture and argues that ""burgeois ideds" contain elements of 
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reason that should be at the center of a democratic society. By these 
ideals, he kvrites, 

X mean the internal theoretical dynadc which eonstmt1y propels the sci- 
ences-m8 the self-refiection of the sciences as well-beyond the creation 
of merely technologiedly exploitable knowledge; furthermore, X mean the 
universalist foundations of law and n r o r d i ~  which have also been embod- 
ied (in no matter how distorted a d  imperfect a form) in the institutions of 
constitution& states, in the forms of democratic decisisnmaking, and in in- 
dividudistic patterns of idenriw formation; finatly, I mem the producrivif~r 
and the liberating force sf an aesthetic experience with a subjectiviw set 
free from the imperatives of purposive activiq and from the conventions of 
everyday perception, (""Ef~rinernent" B] 

Central to Habermas's defense of moderniq is his important distinc- 
tion bellnieen ixlstrumental and commnicative rationaliq. Instruxnen- 
tal rationality represents those systems or practices embodied in the 
state, money; and various forms of power which work through ""steering 
mechanisms" to stabilize society, Communicative rationality refers to 
the world of common experience and discursive intersubjective interac- 
tion, a world characterized by various forms of socializatian mediated 
through language and oriented toward social integration and consen- 
sus. Habermas accepts various criticisms of instrumental rationaliQ but 
he largely agrees that capitalism, in spite of its problems, represents 
more acceptable forms of social differentiation, rationalization, and 
modernizaion than have chwacterized past stages of socid and inslmt- 
mental development. On. the other hand, he is adamant about the 
virtues of communicative rationalify? with its emphasis on the rules of 
mutual understanding, clarity, consensus, and the force of argument. 
Habermas views any serious attack on this form of rationality as in itself 
being irrational. in effect, his nation of communicative rationality pro- 
vides the basis not only far his ideal speech situation but also far his 
broader view of social reconstruction. Rationality; in this case, with its 
distinctions beween an outer world of systemic steering practices and a 
privileged inner world of communicative process, represents in part a 
diGsiorx betkveen a world saturated with material power expressed in the 
evolution of ever-gro~ng and complex stlbspstems of rational modern- 
ization and one shaped by universd reason and communicative action. 
At the core of this distinction is a nation of democracy in which struggle 
and conflict are not based on a polities of difference and po\srer$ but on a 
conceptual and lingrxistic seareh for defining the content of \Nhat is m- 
tional (Ryan 27-45) e 

Habermass ddefense of modernity is not rooted in a rigorous question- 
ing of the relationship among discourses, institutional structures, and 
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the interests they produce and legilirrlate within specific social condi- 
tions. Instead he hcuses on linguistic competence and the principle of 
consensus, with its guiding problematic defined by the need to uproot 
the obstacles to ""distorted communication,'" This not only points to a 
particular view of power, p~fitics, and modernity; it also legitimates, as 
Starrltey Aronowitz points out, a specific notion of reason and learning: 

He [Habermas] admonishes us to recowize irnodernifqi'sl unfinished tasks: 
the rule of reason. Rather than rules sf governance based sn  power or dis- 
cursive hegernonies, we are d a r t e d  to create a new inraginq* one that 
would recogfize societies able to resolve socid conficts, at least provision- 
ally, so as ta permit a kind of collective ref1e~vil-y. Chwacteristically, Haber- 
mas finds that the barriers to Learning are not found in the exigencies of 
class interest, but in distorted communication, The mediation of communi- 
cation by interest constitutes here an obstacle to reine&ve knowledge. 'Tro- 
gressive" "societies are those capable sf learning-that is, acquiring knowl- 
edge that overcomes the limits of srrrztegc or instrument& action. (193) 

Habermask work has been both opposed and taken up by a number 
of critical and radical groups. We has been criticized by ferninis& such as 
Nancy Fraser (""Critical Theorynbnd embraced by radicals who believe 
that his search for universal values represents a necessary ingredient in 
the stmggle Tor human emancipation (Epslein 5456). In many respects 
his wri"cnrg proGdes a theoretical marker for examining how the debate 
over fotrndationalism and democracy on the one hand, and over a poli- 
tics of difference and contingency on the other, has manifeskd itself on 
the left as a debate among those who line up -for or against different mr- 
sions of modernism or postmadernism, 

A more constructive approach, both to the specillcs of Habermask 
kvork and IQ the larger issue of modernism, is that neither should be ac- 
cepted or rejected as if the only choice were complete denial or conver- 
sion. Habermas, for example, is both right and wrong in his analyses of 
modernism and postmodernism. He is right in attempting to salvage the 
productive and emancipatory aspects of modernism and to develop a 
uniQing principle that provides a referent point for engaging and ad- 
vancing a democratic society He is also right in claiming that postmod- 
ernism is as much about politics and culture as it is about aesthetics and 
style ffiuyssen). In this sense, Habermas provides a theoretical scnlice 
by trying to keep alive as part of a modernist discourse the categories of 
critique, agexrq, and democracy, Far better or worse, llaberxrlas injects 
into the modernia-versus-postmodernist debate the primacy of politics 
and of the role that rationality might play in the s e r ~ c e  of human free- 
dom and the imperalives of democratic ideology and struggte, As 
Thornas McGarthy points out, Habermas 
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believes that the dekcts of the Enlightenment c m  only be made goad by 
hrther enlightenment, The totdized critique of reason undercuts the ca- 
pacity of reason to be critical. It refuses to achawledge that madernizafian 
bears developments as w t l  as distortions of reason, h a n g  the former, he 
mentions the "un&a~ng"  a d  ""refIective refraction" of cdttlrd tmditions, 
the uiversalization of norms and generdization of values, and the tyrowing 
indi\riduatican of persond identities-all prerequisites for that effectively 
democratic organization of soeiefy through wEch alone reason can, in the 
end, become practical. f ~ i l  

It is around these concerns that postmodern theorists have chal- 
lenged same of the basic: assumptions of modernism. For Habermas, 
these challenges weaktln rather than mobilize the democratic tenden- 
cies of modernism. But as I hope to demonstrate in the mmainder of this 
essay Habermas is wrong in simply dismissing aXX -forms of postmod- 
ernism as antimodernist and neoconsemative, Moreover, given his own 
notions of consensus and social action, coupled with his defense of 
Western tradition, his view of moderniv is too csmplicitous w3th a no- 
tion of reason that is used to legitimate the superiority of a cufture pri- 
marily white, male, and Eurocentric. HabermasQposition is susceptible 
ta the charge not only of being patriarchal but also of not adequately en- 
gaging the relationship beween discourse and power axld the messy 
maferial relations of class, race, and gender. Postmodern and feminist 
critiques of his work cannot be dismissed simply because they might be 
labeled antimodern or antirationaIist. Xn what follow, E want to take up 
some of the challenges that postmodernism has developed in opposi- 
tion ta same of the central assumptions of modernism, 

Postmodern Negations 
If postmodernism means putting the World in its place , . . if it means the 
opening up to critic& discourse of lines of enquir?~ which were formerly 
prohibited, of evidence which was previously inadmissible so that new and 
different questions c m  be asked md new and other voices c m  begin ask- 
ing them; if it means the opening up of institutional and discursive spaces 
within which more fluid md plural social m d  sexurtl identities may de- 
velop; if it means the erosion of triangular formations of power and howl- 
edge with the expert at the apex and the "masses" at the base, if, in a word, 
it enhances our collective (and democratic) sense of poss1'17i/i@ then I h r  
one am a postmodernist, (F-febdige, Hiding 226) 

Dick Mebdigek guarded comments regarding his own relationship to 
postmodernism suggest some of the problems that have to be faced in 
using the term. As the term is increasin@y employed both in and out of 
the academy to designate a variety of discourses, its political and se- 
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mantic currency rclpeatedly becomes an object of conflicting fomes and 
divergent tendencies. Postmodernism has not only become a site of 
confdicting ideological strnggles-denounced by different fizctions on 
both the left and the right, supparled by an equal nurrlber of diverse 
prog-ressive groups, and appropriated by intel-ests that would renounce 
any claim to politics-its varied forms also produce both radical and re- 
actionary elements. Postmodernismk diRuse influence and contradic- 
tory character are eGderxt within many cultural fields-painting, archi- 
tecture, photography, video, dance, literamre, educaion, music, mass 
communisations-and in the varied contexts of its production and exhi- 
bition. Such a term does not lend itself to the usual topolog of cate- 
gories that serve to inscribe it ideologically and potitically within tsadi- 
tional binary oppositions. In this case the politics of postmodernism 
cannot be neatly labeled under the traditional categories of left and 
right. 

That many groups are making a claim for its use should not suggest 
that the term has no value except as a buzzword for the latest intellec- 
tual fashions, On the contrary; its widespread appeal and conflict-rid- 
den terrain indicate that something irrzporlmt is being hught over, that 
new hrms of social discourse are being constructed at a time when the 
intellectual, political, and cultural boundaries of the age are being refig- 
ured amidst significant historical shifts, changing power stmcures, and 
emergent alternative forms of political struggle, Of course, whether 
these new postmodernist discouses adequately articut- r&her than 
simply reflect these changes is the imporlant question. 

X believe that the discourse of postmodernism is warth struggling 
over, and not merely as a semantic category that needs to be subjected 
to ever more p ~ c i s e  definitional rigor. Bs n discourse of plurality differ- 
ence, and multinarratives, postmodernism resists being inscribed in any 
single articulating principle in order to explain either the mechanics of 
domination or the dynamic of emancipaion. At issue here is the need to 
mine its contradictory and oppositionall insights so that they might be 
appropriated in the semice of a radical project af democratic strugge. 
The value aP postmodernism lies in its role as a shifting signifier that 
both refiects and contributes to the unstable cultural and structural re- 
lationships that inereasin@? characterize the advanced industrial coun- 
tries of the Wst .  The important point here is not whether postmod- 
ernism can be defined kvithin the parameters of particular politics, but 
how its best insigtlts might be appropriated within a progressive and 
emancipatory democratic politics, 

T want to argue that while postmodernism does not suggest a particu- 
lar ordering principle for definng a particular political project, it does 
have a rudimenlary coherence with respect ta the set of "'problems and 
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basic issues that have been created by the various discourses of post- 
madernism, issues that were not particularly problematic before but 
certainly are now" "(E-Xutcheon, "'Problematic" 5). Postmodernism raises 
questions and problems so as to  draw and re-pmsent the boundaries 
of discourse and cultural criticism. The issues that postmodernism has 
brought into view can be seen, in part, tfzrough its various refirsals of all 
"natural laws" aand transcendental claims that by definition alternpt to 
'"escape" "am any type of historical and normative grounding, In fact, if 
there is any underlying harmony to various discourses of postmod- 
ernisrrr, it is in their rejection of absolute essences. Arguing along similar 
lines, LacEau claims that postmodernity as a discourse of social and cul- 
trlral criticism be@ns with a form of epiaemotogicat, ethical, and potiti- 
cal awareness based on three fundamental negations: 

The beginning of postmoderniq c m  . . . be conceived as the achievement 
of multiple awareness: episf exnological awareness, insofar as scientific 
progress appews as a succession of pwadigms whose transformation m d  
replacement is not grounded in any dgorithmic eertairzq; ethical aware- 
ness, insclfar as the defense and assertion sf values is grounded s n  arm- 
menfafive movements (conservation& movements, according to Rorty), 
which do not lead back to any absolute foundation; politicall awareness, in- 
sofa as historical achievements appew as the product of hegernonic and 
contingent-and as such, always reversible-articulations and not as the 
result of ilnmment laws of history. f "'Bu3ding9' 2 21) 

Laclan's list does not exhaust the range of negations that postmod- 
ernism has taken up as part of the increasing resistance to all totalizing 
explanatory systems and as part of the gowing call for a iangrtage that 
offers the possibility of addressing the changing ideological and stmc- 
turall conditions of our time. In what foll~ws, I wit1 address some of the 
important thematic considerations that cut across postmodernism, 
what I define as a series of postmodern negations. I will address these 
negations in terms of the challenge they present to what can be prob- 
lematized as either oppressive or productive features of modernism. 

Postmodernism and the Negation of Totality, 
R ~ ~ S O P Z ,  a d  Fau&atE"o~zal&m 
A central feature of postmodernism has been its critique of totality; rea- 
son, and universality, This critique has been most powrfulty developed 
in the work of Jean-Fran~ais Lyotarcf. In dewloping Iris attack on Err- 
lightenment notions of totality; Lyotard argues that the very notion of 
the postmodern is inseparable from an incredulity toward metanarra- 
tives. In Lyotard's view, "The narrative view is losing its Eunctors, its gmat 
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hero, its great dangers, its great voyages, its great goal. It is being dis- 
persed in clouds of narrative language elements-narrative, but also de- 
notaive, prescriprive, descriptive, and so on"' [miv). For Lyotard, grand 
narratives do not probtematize their owrl legitimacy; they deny the his- 
torical and social construction of their: own first principles, and in doing 
so wage war on difference, contingency, and particularity, Against 
Waberrrras and others, tyotard argues that appeals to reason and con- 
sensus, when inserted wjfhin grand narratives that unify history; eman- 
cipation, and krladedge, deny their o m  implicatiorrs in the production 
of knowledge and power, More emphatically Lyo&rcf claims that within 
such narratives are elements of mastery and csntral in which "we can 
hear the mutterings of the desire for a return of terror, for the realization 
of the fantasy to seize reality" 182). Against metanarratives that totallze 
historical experience by reducing its diversiv to a one-dimensional, all- 
errcomrlpassirlg logic, he posits a discourse of multiple horizons, the play 
of language games, and the terrain of micropolitics, Against the formal 
logic of identity and the transhistorieal subject, he invokes a dialectics of 
indeterminacy, varied discourses of legitimation, and a politics based on 
the '"permanence af difference.?' 

Lyatard" attack on metanarratives represents both a trenchmt form 
of social criticism and a philosophical challenge to all forms of founda- 
tionalism that deny the historical, the normative, and the conthgem 
Nancy Fraser and Linda NichoEson articulate this connection well: 

For Lyotard, postmodernism designates a general condition of contempo- 
rary Western civilization. The pastmodern condition is one in which "grmct 
narratives of Iegi*c.rmatiianF' are no longer credible, By "grand narratives" he 
means, in the first instance, overarching philosophies of history Iike the En- 
lightenment story of the gradual but steady provess of reason and free- 
dom, Hegel's dialectic of Spirit coming to k n w  itself, and, most important, 
Marx" drama of the forwwel march of human productive capacities via 
class conflict culminating in proletarian revolution. . . , For what most in- 
terests [Ly~tzdj  about the Enli@tenment, HegeEan, a d  M a ~ s t  stories is 
what they share with other nonnarrative forms of philosophy, Like histori- 
cal eepisternolo@iies m d  moral theories, they aim to show that specific first- 
order discursive practices are well hrmed and capable of yielding true and 
just results. True and just here mean something more than results reached 
by adherkg scrupulously to the constitutive rules of some given scientific 
and political games, They mean, rather, results that correspond to Truth 
m d  Justice as they redly ~e in .Ihemselves independent af contingent, his- 
torical social. practices, Thus, in Lyotard's csew, a metanarrative, . , . pur- 
ports to be a privileged discolarse capable of situating, chzacterking, mct 
evdilluating &l other discourses, but not itself infected by the ks to r i c i~  and 
contingency that render first-order discaurses potentially distorted m d  in 
need of legitimation, 186-87) 
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m a t  Fraser and Nicholson point out by implication is that postmod- 
ernism does mare than wage war on totdity; it also calls into question 
the use of reason in the serviice of power, the role of intellectuals who 
speak through authoriy invested in a science of truth and historyp and 
the forms of leadership that demand unification and consensus within 
centrally administered chains of command. Postmodernism rejects a 
notion of reason that is disinterested, transcendent, and universal, 
Rather than separating reason from the terrain of history place, and de- 
sire, postmodernism argrtes that reason and science can only be under- 
stood as part of a braader historical, political, and social struggle over 
the relationship between language and pokver, Within this context, the 
distinctions bemeen passion and reason, olbjectiviity and interpretation 
no longer exist as separate entities, but represent instead the effects of 
particular discourser; and forms of social power, This issue is not merely 
epistemological, but deeply political and normative. Gary Peller makes 
this point clear by arguing that what is at stake in this form of criticism is 
nothing less than the dominant and liberal commitment to Enlighten- 
ment culture, He mites: 

Indeed the whole way that we conceive of liberal progress (svercaming 
prejudice in the name sf truth, seeing through the distortions of ideolog~r to 
get at reality surmounting ignormce a d  superstition with the acquisition 
of knovvledge) is called into question. iPostmodernisrn] suggests &at what 
has been presented in our sacid-political and our inteHecturrl traditions as 
knowledge, truth, objectivity, a d  reason are actuaily merely the effects of a 
particular form sE socid world that then presents itself as beyond mere in- 
terpretation, as truth itself* (130) 

By asserting the primacy of the historical and the contingent in the 
construction of reason, authority; truth, ethics, and identity; postmod- 
ernism proGdes a polities of representation and a basis far social strug- 
gle, Laclau argues that the podmoderr1 attack on foundationalism is an 
eminently political act since it expands the possibility for argurnenta- 
tioxl and didogue. Moreover, by ackrtowledging questions of power and 
value in the construction of knowledge and subjectivities, postmod- 
ernisrn helps to make visible important ideological and structural 
forces, such as race, gender, and class. For theoris& such as Laclau, the 
collapse of Eaundationalism does not suggest a band relativism or the 
onset of a dangerous nihilism. On the contrary; he argues that the lack of 
ultimate meaning radicdizes the possibilities Tor human agency and a 
democratic politics: 

Abandoning the myth of foundations does not lead to nihilism, just as un- 
cet-fainv as to how an enemy will attack does not lead to passiGty. It leads, 
rathem; to a proliferation of discursive internventions and argments that are 
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necessw* because there is no extradiscursive realiq .that discourse might 
simply reflect. Inasmuch as argument and discourse constitute the social, 
their open-ended chmacter becomes the source of a greater activism and a 
more radical lbertarianism. H u m a f i ~ d ,  having &ways bowed to extern& 
forces-God, Nature, the necessary laws of History-can now at the 
threshold of postmodernify, consider itself far the first time the creator and 
constructor of its own history, {""f)olitics" 79-80] 

The poslmodern attack on totality and foundationalisxn is nor without 
its drawbacks. M i l e  it rightly Tvcuses on the importance of local narra- 
tives and rejects the notion that truth precedes the nation of representa- 
tion, it also runs the risk of bluning the distinction between maskr nar- 
ratives that are monocausal and formative narratives that p r o ~ d e  the 
basis for historically and relationally placing different groups or local 
narratives within some common project, "To draw out this point further, 
it is difficult to imagine any politics of differclnce as a form of radical so- 
cial theory if it doesn9t offer a formative narrative capable of analyzing 
difference within rather than against: unity. I will develop these criti- 
cisms in more detail in another section, 

Postmodernism as the Negation 
of Border Cultures 
Postmodernism offers a challenge to the cultural politics of modernism 
at a number of differcltnt levels, That is, it not only provides a discourse 
h r  retheorizing culture as hndamentali to the construction of politicat 
subjecls and collectiw struggle, it also theorizes culture as a politics of 
representation and power. Emily Hicks has presented the postmodern 
challenge to modernist culture as one framed within the contexts of 
shifting identities, the remapping of borders, and nonsynchronous 
memory. In her terms, modernist culture negates the possibiliv of iden- 
tities created within the experience of mutlltipXe narratives and "border" 
crossings; instead, modernism frames culture within rigid boundaries 
that bat-h privilege and exclude around the categories of race, class, gen- 
der, and ethnicity Within the discourse of modernism, culture in large 
par"rbecomes an o~aniz ing  principle for constructing borders that re- 
produce relations of domination, subordination, and inequality. In this 
case, borders do not offer the possibility of experiencing and positioning 
oursetves within a productive exchange of narratives. Instead, mod- 
ernism constructs borders framed in the langlxage of ttniversals and op- 
positions, Within the cultural politics of modernism, European culture 
becomes identified with the center of ci~lization, high culture is defined 
in essentialist &rms against the popular cull-tlrr: of the everyday, and his- 
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tory as the reclaiming of cricical memory is displaced by the prolifera- 
tion of images, Tn effect, postmodernism constitutes a general attempt 
to transgress the borders sealed by modernism, to proclaim I-he arbi- 
trariness of all boundaries, and to call attenfion to the sphere of culture 
as a shifting social and historical construction. 

I want to approach the postmodern challenge to a modernist cultural 
politics by factlsing briefly on a number of issues, First, postmadernism 
has broadened the discussion regarding the relationship betliiveen cul- 
trlre and power by illulninaling the changing condit-ions af knawlecfge 
embedded in the age of electronicdly mediated inhrmation systems, 
cybernetic technolagies, and computer engineering (Lyotard). In doing 
so, it has poimed to the development of new fo rm of howledge that 
significantly &ape lraditional analyses relevant to the intersection of 
culture, power, and politics. Second, postmodernism raises a new set of 
questions about how culture is inscribed in the production of 
centerimargin hierarehies and the reproduction of postcolonial forms 
of subjugation. At stake here is not only a reconsideration of the inter- 
section of race, gender; and class but also a new way of reading history; 
that is, pasmadernism provides forms of historical knowjedge as a way 
of reclaiming power and identity for subordinate groups (Spivak; Minh- 
ha). Third, postmodernism breab down the &&inetion bemeen high 
and low culture and makes the everyday an object of serious study 
(Callins) , 

In the first instance, postmadernism points to the increasingly power- 
l'ul and complex role of the new electronic medium in constituting ilrdi- 
cl-idual identities, cultural languages, and new social formations. In ef- 
fect, postmodernism has provided a new discourse that enables us to 
understand the changing nature of domination and resistance in late 
capitalist societies (Lash and Urr3i"). This is particularly true in its anally- 
ses of how the conditions for the production of knodedge have changed 
wifiin the last ltvo decades with respect to the elearclnic infornation 
technologies of production, the types of knowledge produced, and the 
impact they have had at both the level of evevday fire arld in larger 
global terms (Poster). Postmadern discourses highlight radical changes 
in the ways in which culture is produced, circulated, read, and con- 
sumed; moreover, it seriously challenges those theoretical models that 
have inadequately analyzed culture as a producive and constituting 
force within an inct-easingty global network of scientific, technological, 
and information-producing apparatuses, 

In the second instance, postmodernism has provided an important 
theoretical sewice in mapping the relations of the center and the pe- 
riphery with respect to three related interventions into cultural polities, 
First, it has ofkred a powedul challenge to the hegemonic notion that 
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Eurocentric culture is superior to other cultures and traditions by virtue 
of its canonical status as a uniwrsal measure of Western ci~lization. Tn 
exposing the particufariry of the alleged universals that constitute Eura- 
centric culfure, postmodernism has revealed that the '"lntth" of Western 
culture is by design a mefanarrative that ruthlessly expunges the stories, 
traditions, and voices of those who by virme of race, class, and gender 
constitute the "Other." Postmodernism's war on Wtaliq is defined, in 
this case, as a campaign against Western patriarchal culture and ethno- 
centricity (McLaren and Hammer), Tto the extent that postmodernism 
has rejected the ethnocentricism of VVestern c u f ~ r e ,  it has also waged a 
battle against those forms of academic knowledge that sewe to repro- 
duce the dominant Western culture as a privileged canon and tradition 
immune from history, ideology, and social criticism (Aronowitz and 
Girsux, Education), Central to such a challenge is a second aspect of 
post:modernism"s refiguring &he politics of the center and the margins, 
That is, postmodernism not only challenges the form and content of 
dominant models of knowledge, it also produces new hrms of knowl- 
edge I-hruugh its emphasis on breaking down disciplines and taking up 
objects of study that were unrepresentable in the dominant discourses 
of the Western canon, 

Postmodern criticism p r a ~ d e s  an important theoretical and political 
service in assisting those deemed ""Other" tto reclaim their own histories 
and voices, By problematizing the dominant notion of tradition, post- 
modernism has developed a power-sensitive discourse that helps sub- 
orctinated and exluded groups to make sense out of their own social 
w~l"Xds and histories while simultaneously offering new opportunities to 
produce political and cultural vocabularies by which to define and 
shape their individual and collective identities (Lipsitz 21 1-31]. At stake 
here is the ~kvriting of history within a politics of difference that substi- 
lutes for totalizing narratives of oppression local and muftipte narratives 
that assert their identities and interests as part of a broader reconstruc- 
tion of democratic public life. Craig Owens captitzres the project of possi- 
biliq that is part of reclaiming voices that have been relegated to the 
rrlarginal and therefore seem to be unrepresentable, While women 
emerge as the pridleged force ofthe marginal in this account, his anaty- 
sis is equally true for a xlltrnber of subordinated groups: 

It is precisely at the lfegislative frontier bemeen what can be represented 
and what cannot that the postmodernist operation is being staged----not in 
order to transcend representation, but in order ta expose that system of 
power that authorizes certain representations while blocking, prohibiting 
or invatidating others, Among those prohibited from Western representa- 
tion, whose representations are denied ail legitimacy, are women, Exclfuded 
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from representation by its very strucmre, .they return within it as a figure 
for-a presentation of-the unrepresentatale. 1591 

Postmodernism's attempt to explore and a&iculate new spaces is not 
without its problems. Marginality as difference is not an unprobtematic 
issue, and differences have to be weigfned against the implc&ions they 
have for constructing multiple relations between the self and the 
'Qther." Moreover, resis"rnce not only takes place on the margins butt 
atso at various points of entry  thin dominant institutions, Needless to 
says any notion of difference and marginality runs the risk of mystiEying 
as well as enabling a radical cultural politics* But what is crucial is that 
post:modernism does offer the possibility for developing a cultural poli- 
tics that focuses on the margins, for reclaiming, as Edward Said points 
out, "the right of formerly un- or misl-epresented human groups to speak 
for and represent themselves in domains defined, politically and intel- 
lectualfy, as normalty excluding them, usurping their signifying and rep- 
resenting functions, over-riding their historicaI reality" "uoted in Con- 
nor 233). 

This leads to a third dimension of a postmodern culturd politics. As 
part of a broader politics of difference, postmadernism has also focused 
on the ways in which moderrlig ftlrlcriorls as an ifnperiatist master narra- 
tive that links Western models of industrial progress with hegemonic 
forms of culture, identity, and consumption. Within this context, the proj- 
ect of azxoderniq relegates all non-Western cultures to the periyhew of 
cit.ilization, outposls of insignificam hiaories, cultures, and narratives, 

In the discourse of pastcolanial modernism, the culture of the "Other" 
is no longer inscribed in imperialist relations of domination and subor- 
dination through the raw exercise of military or bureaucratic power, 
Power now inscribes itself in apparatuses of cultural production that 
easily transgress national and czrttural borders, Data banks, radio trans- 
missions, and international communications systems become part of 
the vanguard of a nekv global netvvork of cultural and economic imperi- 
atism. n/loderniq now parades its universal message of progress through 
the experts and inteIlectuals it sends to Third World universities, 
through the systems of representations that it produces to saturate bill- 
boards all over tatin America, andlor through the advertising images it 
sends out from sateHites to the television sets of inhabitan& of Mrica, 
India, and Asia, 

Postmodernism makes visible both the changing technological namm 
of postcolonial imperialism and the new forms of emerging resistance 
that it encounters. On the one hand, it rejects the notion that the colo- 
niat relationship is an "uninterrupted psychodrama of repression and 
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subjugation" moth 250). In this perspective, there is an attempt to un- 
derstand how pokver is not only administered, but atso taken up, re- 
sisted, and struggled aver, The ""Olber" in this scenario does not sufIier 
the fate of being generalized out of existence, but bears the weight of 
historical and cultural specificity Tn part, this has resulted in a radical 
attempt to read the culture of the ""Other" as a construction rather than a 
description, as a form of text that evokes rather than merely represenb 
QTyEer; Clifford and Marcus; Clifford), Within this scenario, the relation- 
ship between the subjea and the object, between irlvention and con- 
struction, is never innocent and is always implicated in theorizing about 
the margins and the center, At issue here is an attempt to make prob- 
lematic the voices of those who try to describe the margins, even when 
they do so in the interclsts of emancipation and social justice (Minh-ha), 
This suggests yet another aspect of postcolonial discourse that post- 
modernism has begun to anatye as part of its o m  cultural poltics. 

In the podmodern age, the boundaries that once held back diversity, 
otherness, and difference, whether in domestic ghettoes or through na- 
tional borciers policed by c u w m  ofieiats, have begun to break down, 
The Eurocentric center can no longer absorb or contain the cullure of 
the "Other" as samething threatening and dangerous. As Renato Ros- 
aldo points out, ""te Third World has imploded into the metropolis, 
Even the conservative national politics of containment, designed to 
shield (usyrorn %t)em,%etray the impossibility of maintaining hermeti- 
calIy seaXed cultures" "(44). Culture in postcollanialt discourse becomes 
something that "'Olhers" have; it is the mark of ethr l ie i~ and diffemnce. 
m a t  has changed in this hegemonic formulationlstrate~ is that diver- 
sity is not ignored in the dominant cuittural apparatus, but promoted in 
order to be narrowly and rclductively defined through dominant sterclto- 
types, Representation does not merely exclude, it also defines cultural 
diEercsnce by aclimly constructing the identiq of the "Qther" fm domi- 
nant and subordinate groups, Postmodernism challenges pastcolonial 
discourse by bringing the margins to the center in terms of their own 
voices and histories. Represerrlalion, in this sense, gives way to opposi- 
tion and the struggle over questions of ident i~ ,  place, and values (Spi- 
vak; Minh-ha), Difference in this context holds out the possibility of not 
only bringing the voices axld politics of the "'Olher" to the centers of 
pawer, but also understanding how the center is implicaed in the mar- 
gins. Tt is an attempt to understand how the radicalizing of difference 
can produce new forms of displacement and more refined forms of 
racism and sexism Understandably, the best work in this field is being 
done by writers from the "margins." 

Finally, it is well known that postmodernism breaks with dominant 
forms of representaion by rejecting the distinction between elite and 
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popular culfure and by arguing for alternative sites of artistic engage- 
ment and forms of experimentation (Hebdige, H i d i ~ g  116-431, As an 
anti-aesthetic, postmobernism rejects the modernist notion of priv- 
ileged culture or art; it renounces "official" 'enters for '"housing" and 
displaying art and culture along with their interests in origins, peri- 
odization, and authenticity (Foster xv-xvi; Crimp). Moreover, postmod- 
ernism's challenge to the boundaries of modernist art and culture has, in 
part, resulted in nebv forms of art, kvri"fng, film-making, and various 
types of aesthetic and social criticism, For example, films Xike Wetherby 
(1985) deny the swucturr: of plot and seem to have no recognizable be- 
ginning or end; photographer Sherrie 1,e.virre uses a ""discourse of copy" 
in her work in order to transgress rhe notions of origin and originaliq. 
Witer James Sculley blurs .he Lines between writing poetry and produc- 
ing it within, a variety of representational forms. The American band 
Talking Heads adopts an eclectic range of aural and visual sig-nifrers I;o 
produce a pastiche of styles in which genrcls are mixed, identities shift, 
and the lines betliveen reality and image are purposely blurred (Hebdige, 
Hiding 233-44). 

Most importantly, posmodernism conceives of the everyday and the 
popular as worthy of serious and playful consideration. In the first in- 
stance, popular culture is analyzed as an, important sphere of contesta- 
tion, struggle, and resistance. In doing so, postmodernism does not 
abandon the distinctions that structure varied cultural forms within and 
among different levels of social pradice; ixlstead it deepens the possibil- 
ity for tmderstanding the social, historical, and politicd foundations for 
such distinctions as they are played out within the intersection of power, 
culture, and politics. In the second instance, postmodernism cultivates a 
tone of irony; parody, and playfulness as part of an aeshetic that de- 
sacralizes cultural aura and "greatness" white simultaneously demon- 
strating that ""comingency penetrates all identiq" and that '"the primary 
and constimtive character of the discursive is , , . the condition of aay 
practice" (Laclaut, '%Eluding" U ) ,  Richard Kearney has slated that the 
postmodern nolion of play, with its elements of undecidabiliq and poet- 
ical imagining, chatlenges constricted and egocentric levels of sellihaod 
and allows us to move tokvard a greater uxldelrstanding of the "Other": 

The ex-centric chaacteristics of the play pxadigm may be construed as to- 
kens of the poetical power of imaginat-ion to ~anseend the limits of egocen- 
tric, and indeed anthropocentric, consciousness-hereby exploring differ- 
ent possibilities of existence, Such ""possibilities" may well be deemed 
impossible at the level sf the established realiv. {36&67) 

Central to the postmodern rejection of elite cutture as a privileged do- 
main of cultural production and rctpository of ""tfih'" and civitization is 



202 1 Rethi~%kE"rzg the Boundlarlies of Discourse 

an attempt to understand modernist cultural practices in their hege- 
monic and contradictory manifestations, Similarly; postmadernism re- 
jects the notion of popular culture as structured exclusively through a 
combination of commodity production and audience passivity, a site 
both for dumping csmmercial junk and for creating consumer robots. 
Instead, postmodernism views popular culture as a tel-rain of accamrrro- 
dation and stmggle, a terrain whose structuring principles sholttd not 
be analyzed in the reductionistic language of aesthetic standards but 
rather through the discourse of power: and polities (Giroux and Sirnon, 
""Pdagoljy"'). Of course, it must be stated t h a  the postmodern elements 
of a culturall politics that T have proGded need to be interrogated more 
closely for their excesses and absences, and I will take up this issue in 
another section; but in what follows 1 will analyze the third postmodern 
negation, t hat ~ga rd ing  language and subjectidty 

Postmodernism, Language, and the 
Negation ofthe Humanist Subject 
Within the discourse of postmodernism, the new social agents become 
plural; that is, the universal agent, such as the working class, is replaced 
by multiple agerl& farged in a variety of struggles and social mummen&. 
Were we haw a politics that stmsses differences among groups, But it is 
worth noting that subjecti.Tsities are also constituted within difference, 
This is an ilnpoaant distinction and offers an important challenge to the 
humanist notion of the subject as a free, unified, stable, and coherent 
self. In fact, one of the most important theo~tical and political advances 
of postmodernism is its sQess on the centrality of language and subjec- 
tivly as new fronts from wlrich to rethink the issues of meaning, iden- 
tity, and politics. This issue can hest be approached by analyzing the 
ways in which postmodernism has challenged the eonwntional view of 
language. 

hstmadern discourse has retheorized the nature of language as a sys- 
tem of signs slructured in the infinite play of difference, and in doing so 
has undermined the dominant, positivist notion of language as either a 
genetic code structured in permanence or simply a linguistic, transpar- 
ent medium for transmitting ideas and meaning. Theorists such as 
facques Derrida, Michel Foucault, Jacques Lacan, and Laclau and 
Mouffe, in particular, have played a major role in rethearizing the rela- 
tionsbip among discourse, powel; and difference, For example, Derrida 
has brilliantly analyzed the issue of language through the principle of 
.clihat he calls '"ifldrance," This view suggests that meaning is the prod- 
uct of a language constructed out of and subject ta the endless play of 
differences among signifiers. What con&itLlles the meaning of a signifier 
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is defined by the shifting, changing rctlations of diffemnce that charac- 
terize the referential. play of language. m a t  Derrida, 1,acilau and Msuffe, 
and a host of other critics have demonstrated is "the increasing difficlde 
of defining the limits of language, or, morct accurately, of defining the 
specific identity of the linguistic object" "aclau, 'Tofitics" 6'7). But more 
is at stake here than theorerically dmoxrsrrating that meaning can never 
be fixed once and for all. 

The postmodern emphasis on the importance of discourse has also 
resulted in a mdor rethinking of the notion of subjectiviq. In particular, 
various postmodern discourses have ofkred a major cririque of the lib- 
eral humanist nation of sutbjectiaty; kvbich is predicated on the notion 
of a unified, rationat, setf-determining coxrscicrusness, In this view, the 
individual sllbject is .he source of self-knowledge, and his or her view of 
the world is constituted through the exercise of a rationat and aut- 
tonarnous mode of understaxldirlg and knowing. m a t  postmodern dis- 
course challenges is liberal hurrrmism's notion of the slrbjea '%S a kind 
of free, autonomous, univemal sensibility, indigereat to any particular 
or moral contents" @agl.eton 101). Rresa Ebert, in her discussion of the 
construction of gender differences, offers a succinct commentary on the 
humanist nation of identity: 

Postmodern feminist cultural theory breaks with the dominant humanist 
view . . . in which the subject is still considered to be m autonomous indi- 
vidual with a coherent, stable self constituted by a set of natural and pre- 
given elements such as biologicd sex. It &eorizes the subject as produced 
through signiQing practices which precede her and not as the originator of 
meairring. One acquires specific subject positions-that is, existence in 
meaning, in social xlations-being constituted in. ideolo@citlly structured 
discursive acts, Subjecti\rri~ is thus the effect of a set of ideologicali-y srga- 
nized signiQing practices through which the individual is situated in the 
wrXd and in, terms of which the world and oneh self are made intelligible. 
(22-23) 

The importance of pomodernism's rretheorizing of subjectivity can- 
not be overcltrnphasized. In this view suibjectiviq is no longer assigned to 
the apolitical waste land of essences and essentialism. S~~bjectiivity is 
now read as multiple, layered, and nonunitary; rather than being consti- 
tuted in a unified and integrated ego, the '"self" is seen as being 'kmsti- 
tuted out of and by difference and remains cantradietory" "(quoted in 
Grossberg 56). No tonger viewed as merely the repository of conscious- 
ness and creativity, the self is constmcted as a terrain of conflict and 
struggle, and subjectiety is seen as site of both liberation and subjuga- 
tion, Haw subjectivily relates to issues of identity, intexrlionality, and de- 
sire is a deeply politicaj issue that is inextricably related to social and 
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cultural forces that extend I'ar beyond the self-consciousness of the so- 
called humanist subject, Both the mry nature of subjectivit-y and its ca- 
pacities for self- and social determination can no longer be situated 
within the guarantees of transcendent phenomena or metaphysical 
essences, Within this postmodern perspective, the basis for a cultural 
politics and the slrmggite for power has been opened up to include the is- 
sues of language and identity In what hllows, I want to take up how m- 
ious feminist discourses reinscribe some of the central assumptions of 
modernism and postmodernism as part of a broader cuittural practice 
and political project. 

Pasmadern Pemf~llsm 8s PoIiGcal 
and E ~ f c d  Practice 

Feminist theory has always engaged in a dialectical relationship with 
modernism, On the one hand, it has stressed modernist concerns with 
equality; social justice, and h e d a m  through an ongoing engagement 
with subStantive political issues, specifically the rewriting of the histori- 
cal and social constmcfion of gender in the inerest of an emancipatory 
cultural politics, In other wads, feminism has been quite discriminating 
in its abiliq to sift through the weckilge of modernism in order to tiber- 
ate modernism's viaories, pmicularly the tmrealized potentialities that 
reside in its categories of agency; justice, and politics. On the other hand, 
postmodern feminism has rejected those aspects of modernism that 
exalt universal laws at the expense of specifici~ and contingency More 
specificatty; postmodern feminism opposes a linear view of history 
which Legitimates patriarchal notions of subjectiviq and society; more- 
over, it rejects the notion that science and reason have a direct corre- 
spondence with objectivity and truth. In effect, postmodern kminism 
rejects the binary opposition betmen modernism and postmodernism 
in favor of a broader theoretical agempt: to sicuate both discourses criti- 
cally kvithin a feminist political project. 

Feminist theory has both produced and profited from a critical aappro- 
priation of a number of assumptions central to modernism and post- 
modernism, The feminist engagement with modernism has been pri- 
marily a discourse of self-criticism and has served to expand radiedIy a 
plurality of positions within feminism itsett Women of color, lesbians, 
poor and working-class women have chalfenged the essentialism, sepa- 
ratism, and ethnocentricism that have been expressed in feminist theo- 
rizing, and in doing so have seriously tmderrrrined the Eurocenhist and 
tatalizing discourse that has become a political straiqacket kvithin the 
movement. Fraser and Nicholson offer a succinct analysis of some of the 
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issues involved. in this debate, particularly in relation to the appropria- 
tion by some feminists of ""qasi metanarratives": 

They tacitly prestrppose some co only held but unwarranted and essen- 
tialist assumptions about the nature sf burnan beings and the conditions 
for social life. In addition, .they assume methods mdlor concepts that are 
uninflected by temporality or historicity and that therefore function de 
facto as permment, neutral matrices for inquiry. Such theories, then, share 
some of the essentialist and historicitl katures of metmarratives: they are 
insufficiently attentive to historical m d  cultural diversifg"; and they fdsely 
universdize features of the theorist's own era, society, culture, class, sexud 
orientation, andlor ethnic s r  racial group, , , . It has became clear that 
quasi metmarratives h a p e r ,  rather than promote, sisterhood, since they 
elide differences among women and among the forms of sexism to which 
BiEferenr women are differentially subjiect. Likewise, it is increasingly ap- 
parent that such theories hinder aliiances with other progressive move- 
ments, since they tend to occlude: a e s  of dominagon other &m gender, In 
sum, there is a growing interest among feMnists in modes of theorizing 
that are attentive to differences m d  to culturd and historic& sspecifici~. 
(92,991 

Fashioning a lanwage that has been highly critical of modernism has 
not only served to make problematic what can be called totalking femi- 
nisms; it has also called into queslion the notion that sexist oppression 
is at the root of at2 hrms  of domination (Malson, et al. 5-91, Implicit in 
this position are two assumptions that have significantly shaped the ar- 
guments of mostly white, \Nestern women. The first argument inverls 
the orthodox Marxist position that regards dass as the primary category 
of domination, with all other modes of oppression being relegated to 
second place. In this instance, patriarchy becomes the pn'mary form of 
domination, while race and class are reduced to its distorted reflection. 
The second assumption recycles another aspect of orthodox Marxism, 
which assumes that the struggle wer power is exclusively waged among 
opposing social classes. The feminist version of this argument simply 
substimtes gender for class, and in doing so reproduces a form of "m- 
against-thern'9olitics that is antithetical to developing communiq 
within a broad and diversified public culture, Both of these arguments 
reyresesrt the ideotogjcal baggage of modernism. In both cases, dornna- 
tion is framed in binary opposi(ions which suggest that workers or 
women cannot be complieit in their own oppression and that domina- 
tion assumes a form that is singular and uneompXicated. The feminist 
challenge to this ideological stmiqacket of modernism is well expressed 
by beXE hooks, who avoids the politics of separatism by invoking an irn- 
portant distinction between the role feminis'rs might play in asserting 
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their own paaieular struggle against patriarchy and the role they can 
play as part of a broader struggle for liberation: 

Feminist effort to end patriarch& domination should be of primary con- 
cern precisely because it insists on the eradication sf exploitation and op- 
pression in the f a i l y  context m d  in all other intimate relationships. . . . 
Feminism, as liberation struggle, must exist apart from and as a part of the 
Iwger struggle to eradicate domination in all of its forms. We must under- 
stand that patriarchal domination shares an ideologicd foundation with 
racism and other forms of poup oppression, that there is no hope that it 
can be eradicated while these systems remain. intact, This knodedge 
should consistently inform the direction of feminist theory and practice. 
Unforttmately, racism and class elitism among women [have] frequently 
led to the suppression and distortion of this connection so that it is now 
necessw for 1Ferninis.t thi&ers to cril_lque a d  revise much feminist fl-teoq 
and the direction of the feminist movement. This eEort at re~sion is per- 
haps most evident in fl-te current widespread acknowledgement that sex- 
ism, racism, and class exploitadon constitute interlockhg systems of d a d -  
nation-that sex, race, m d  class, a d  not sex done, determine the nature of 
any female"sIdentit-y; status, a d  circumstance, the degree to which she ~ ~ 4 1  
or will not be dominated, the extent to which she will have the power to 
dodxzilte, (22) 

I invoke the kminist critique of modernism to make visible some of 
the ideo1ogieal territory it shares with certain versions of pastmod- 
ernism and to suggest the wider implications that a postmodern femi- 
nism has for developing and broadening the terrain of political stmggle 
and transformation. It is important to note that this encounter betliiveen 
feminism and postmodernism should not be seen as an effort to dis- 
place a feminist politics with a politics and pedagogy of poshnodernisrn. 
On the contrary I think kminism p r o ~ d e s  postmadernism with a poli- 
tics, artd with a grea deal more, m a t  is at stakt: here is using feminism, 
in the worcts of Meaghan Monris, as "a context in which debates about 
postmadernism might further be considered, developed, transformed 
(or abandoned)" Critical to such a project is the need to analyze the 
waq"s in vvhieh kminist theorists have used posmodernisnl to fashion a 
form of social criticism whose value lies in its critical approach to gen- 
der issues and in the theoretical insigttts it provides for developing 
broader democraic and pedagogical struggles. 

The theoretieat status and political viability of various postmodern 
discourses regarding the issues of totality, foundalionalism, ctllture, 
sut;?iectiviQ, and language are a matter of inknse debate among diverse 
kmixrist groups, I am little concerned with charting this debate or focus- 
ing on those positions that dismiss postmodernism as antithetical to 
lieminism, Instead I want to focus primarily on those feminist discourses 
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that acknowledge being influenced by postmodernism but at the same 
time deepen and radicalize the assumptions most important in the in- 
terest of a theory and practice of transformative feminist, democratic 
struggles.3 

Feminism9s relationship with postmoderni~m has been fruitful but 
problematic (E, Kaplan 1-61. Postmodernism shares a number of as- 
sumptions with various feminist theories and practices, For example, 
borl-r discourses view reason as plural and partial, define subjectiG.try as 
multilayered and contradictory? arld posit contingency and difference 
against various hms of essentialism. 

At the same time, postmodern feminism has criticized and extended a 
number of assumptions central to postmodernism, First, it has asserted 
the primacy of social criticism, and in doing so has redefined the signifi- 
cance of the postmadern challenge to hunding discourses and univer- 
sal principles in terms that prioritize political struggles over epistetno- 
logical engagements, Donna Haraway puts it well in her comment that 
"the issue is ethics and politics perhaps mare than epistemolog" "157. 
Second, postmodern feminism has refused to accept the postmodern 
vietn: of totdity as a uvholesale rt?jection of all forms of totality or meta- 
narratives, Third, it has rejected the postmodern emphasis on erasing 
human agency by decenterkg the subject; in reI&ed fashion it has re- 
sisted defining language as the only source of meaning, and in doing so 
has linked power not merely to discourse but also to material practices 
and eruggles. Fotrrth, it has asserted the ilnportarlce of difrtsrence as 
part of a bruader struggle for ideological and institutional change radzer 
than emphasized the postmodern approach to difference as either an 
aesthetic (pastiche) or an expression of liberal pluralism (the prolifera- 
tion of difference wilhout recourse to the language of power). Since it is 
impossible within this essay to analyze all of these issues in great detail, 
I will, take up some of the more important tendencies implied in these 
positions. 

Postmodern Feminism and the Primacy 
ofthe Political 

VVorking collectively tto confront difference, to expand our awareness of sex, 
race, a d  class as interlocEng systems of dodxziltion, of the ways we rein- 
force and perpetuate these structures, is the context in which vve learn the 
true meaning of solidzi@ It is this work that must be the 1Fomdation of 
feminist movement. Without it, we cannot effectively resist patriarchal 
domination; without it, we r e m ~ n  estranged m d  dienageel from one m- 
other. Fear of painfd confrontation often leads women and men acdve in 
feminist movement to avoid rigorous criticill. encounter; yet if we cmnot 
engage dideeticitlly in a committed, rigorous, humanizing manner, W can- 
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nor hope fs chmge the world. . . . m i l e  the srrug@e to eradicate sexism 
and seGst oppression is and should be the primary thrust of feminist move- 
ment, fs prepme ourselves politically .for this effort we must first learn how 
to be in solidarity, how to strug@e with one another. (hooks 25) 

hooks speaks eloquently to the issue of constructing a feminism that 
is self-consciously political. In solidari~y with a number of feminisb, she 
provides a much-needed corrective to the postmodern tendency to 
eclipse the political and eltlical in favor of epistemological and aesthetic 
concerns, Not only does she assert that intellectual and cultural work 
must be driven by political questions and issues, she also performs the 
theoretically important task of affirmix-rg a feminist politics that at- 
tempts to understand and contest the various ways in which patriarch 
is inscribed at every level of daily life, But what is diEerent and postmod- 
ern about hooks's commentav is that she not only arwes Tor a post- 
modern feminist practice that is appositional in its appeal "to end sex- 
ism and sexist oppression" "(231, she also calfs into question those 
feminisms that reduce domination to a single cause, focus exclusively 
on sexual diffemnce, and ignorr: women's difkrences as they inersect 
across other vectors of power, particularly with regard to race and class. 
m a t  is at stake in this version of postmadern feminist politics is an at- 
tempt to reaEiirm the centrdiv of gender struggles while simultaneously 
broadening the issues associated with sac17 struggles. Similarly; there is 
an attempt to conrlect gender politics to a broader politics of solidarity. 
Let me be more specific about some of these issues, 

CentraX to the kminist movement in the United States since the 1970s 
has been the importarlt notion that the personal is political, This arw- 
ment sugests a complex relationship betwen materid social practices 
and the construction of subjecti.vity through the use of fanwage, Mlithin 
this context, subjectiviity was analyzed as a historical and social constmc- 
tion, en-gendered through the historically weighted configurations of 
power, language, and social formations. The problematization, of gender 
relations in this case has often been described as the most important the- 
oretical advance made by feminists (Showdter), Postmodern feminism 
has extended the political signifiemce ofthis issue in important ways, 

First, it has strongfy argued that feminist malyses cannot dowrlplay 
the dialectical significance of gender relations, That is, such relations 
have to focus not only on the various ways in which women are in- 
scribed in patriarchal representations and relations of power, but also 
on how gender relations c m  be used to problematize the sexual identi- 
ties, differences, and cornmonalities of both men and women. To sug- 
gest that masculixliq is an unproblerrlatic caegory is to adapt an essen- 
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tialist position that ullimately reinfo~es the power of patriarchal dis- 
course QSbowaitter 1-3). 

Second, feminist theorists have redefined the relationship between 
the personal and the political in ways that advance some impo&ant 
postmodern assumptions, In part, this redefinition has emerged out of a 
g r o ~ n g  feminist criticism that rejects the notions that sexuality is the 
only axis of domination and that the study of s exua l i~  should be limited 
theoretically to an exc2usitii.e focus on how women's subjectivities are 
constructed, For example, theorists such as Rresa de Lauretis have ar- 
gued that central to ferninid social criticism is the need for feminists to 
maintain a "tension between [the personal and the political] precisely 
throu* the understanding oE identity as rnuttiple and even self-contra- 
dictory""("'Feminist" 9). To ignore such a tension offen leads to the trap 
of collapsing the political into the p e ~ o n a l  and limiting the sphere of 
polilics to the langttage of pain, arzger, and separatism. hooks elabaraes 
on this point by arguing that when feminists reduce the relationship be- 
tween the personal and the political to the mere naming of one" pain in 
relation to structures of domination, they often undercut the possibili- 
ties of understanding domination's multifaceted nature and creating a 
politics of possibility; She writes: 

That powerful slogan, ""the persona1 is politicall," addresses the connection 
between the self md political rediv, Yet it was often interpreted as mem- 
ing that to name oneQpersond pain in relation to structures of domination 
was not just a beginning stage in the process of coming to politic& con- 
sciousness, to awareness, but all that was necessamy. In most cases, n a i n g  
oneQersona1 pain was not suficiently linked ta overall education for criti- 
sail consciousness of collective poIitica1 resistance. Focussing on the per- 
sond in a framework that did not compel acknowledgement of the corn- 
plegrgr of structures of domination could easily lead to misnaing, to the 
creation of yet another sophisticated level of non or distorted awareness. 
This often happens in a feminist context when race mdlor class are not 
seen as factors determining the soclid constrznction of one's gendered red- 
ity m d  most importantly, the extent to which one will suffer exploitation 
and dodnation, (32) 

Xn this case, the csnstruction of gender must be seen in the cantext of 
the wider relations in which it: is structured, At issue here is the need to 
deepen the postmodern notion of difference by mdicalizing the notion 
of gender through a refusal to isolate it as a social category while simul- 
taneously engagirlg in a politics that aims at transfvrrniag self, cornmu- 
nity, and society Wirbin this context, postmodern feminism offers the 
possibility of going beyond the language of domination, angeli; and cri- 
tique. 
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Third, postrrlodern feminism atlempts to understand the broader 
workings of power by examining how it hnctions through means other 
than specific technologies of control and mastery (de Laurelis, 'Ikeh- 
rzologies). At issue here is understanding how p w e r  is constituted pro- 
ductively De 1,auretis demlops this insight by arguing that while! post- 
modernism provides a theorijtical service in recognizing that power is 
""productive of krtowledges, meanings, and values, it seems obvious 
enough that we have to make distinctions between the positive effects 
and the oppressive effects af such production" CE""Feminist" "18). Her 
point is important because it suggests that power can work in the inter- 
ests of a politics of possibility; that it can be used ta rewrite the narra- 
tives of subordinate groups not merely in reaction to the forces of domi- 
nation but in response to the construction of alternative visions and 
.futures. The exclusive emphasis on power as opp~ss ive  always runs the 
risk of developing as its political equivalent a mrsion of radical epicism 
and antiutopianisrrr, Postmodern Eenlinism oRess the possibility b r  re- 
defining both a negative feminist politics (Kristeva) and a mare general 
postmodern inclination toward a despair that dresses itself up in irony 
parody, and pastiche. Linda Mcaff puts it well in arguing, "As the Left 
should by now have learned, you cannot mobilize a movement that is 
only and always against: you must have a positive alternative, a vision of 
a better fumre that can motivate people to sacrifice their lime and en- 
e r g  tokvard its realization" "18-19). Central ta this calf for a language of 
possibility are the ways in which a postmodern feminism has taken up 
the issue of power in mort: expansive and productiw terms, one that is 
attentive to the ways in which power inscribes itself through the force of 
reason, and constructs itself at the levels of intimate and local associa- 
tions (Diamond and Quinby). 

Postmodem FeminzSsun and the Politics 
of Reason and Totality 
Various feminist discourses have p r o ~ d e d  a theoretical contmt and pol- 
itics for enriching postmodernism's analyses of reason and totaliw. 
Mereas postmodern theorists have stressed the historical, contingent, 
and cultural construction of reason, they have failed to show how reason 
has been constructed as part of a masculine discourse (Diamond and 
Quinby 194.--47f. Postmodern kminists have proGded a powerful chal- 
lenge to this position, particufarty in their analyses af the ways in which 
reason, language, and repmsentation have produced knowledgefpower 
relations, legitimated in the discourse of science and objectitr.ity, to si- 
lence, marginalize, and misrepresent women (fagger; Keller; Ilarding; 
Bike). Feminist theoriss have also modified the postmodern discussion 
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of reason in another two important ways. First, while recognizjng that $1 
claims to reason are partial, they have argued for the emancipatory pos- 
sibilities that exist in reflective consciousness and critical reason as a 
basis for sociaI criticism (Welch; de huretis, ""Fminist'"). In these terms, 
reason is not merely about a politics of representation structured in 
domination or a relativist discourse that abstracts itself from the dy- 
namics of power and struggle; it also offictrs the passibili~ far self-repre- 
sentation and social  construction. For example, Haraway has qualified 
the postmodern turn toward relatiri-ism by theorizing reason within a 
discourse of partiality that '"privileges contestation, deconstmction, pas- 
sionate construction, webbed connections, and hope for transfarma- 
tion of systems of knowledge artd ways of seeing" "(585). Similarty, hooks 
(105-19) and others have argued that feminists who deny the p w e r  of 
critical reason and abstract discourse often reproduce a cuXtura1 prac- 
tice that operates in the interest of patriarchy That is, this culture serves 
to silence women and others by positioning them in ways that cultivate 
a fear of theory; which positions in turn often produce a form of power- 
lessness buttressed by a powerful anti-intellectualism, Second, femi- 
nists such as f ane Flax have modified postmodernism's approach ta rea- 
son by arguing that reason is not the only locus of meaning: 

I cannot agree. . . &at liberation, stable meaning, insi&t, self-'~~.ndersfand-.derstand- 
ing and justice depend above all on the ""primacy of reason and intelli- 
gence." There are mmy ways in which such qudities may be attained-for 
example, political practices; economic, racial and gender equality; good 
chifdrearing; empathy; fantasy; feelings; imagination; and embodiment. 
On what grounds can we cIaim =ason is prl'vileged or primary for the self or 
justice~'%epIy'2202) 

At issue here is the rejection not of reason butt of a modernist version 
of reason that is totali;sing, essentialist, and politically repressive, Post- 
modern feminism has challenged and modified the postmodern ap- 
proach ta totality or master narratives on similar terms, M i l e  accepting 
the poslsnodern critiwe of rna&er narratives that employ a single stan- 
dard and claim to embody a universal experience, postmodern femi- 
nism does not define all large or formative narratives as oppressive, At 
the same time, postmodern feminism recognizes the importance of 
grounding narratives in the contexts and specificities of people's lives, 
communities, and cultures, butt supplements this distinctly postmadern 
emphasis on the contextual with an argument for metanarratives that 
employ forms of social criticism that are dialectical, relational, and 
holistic, Metanarrrxtives play an important theoretical role in placing the 
particular and the specific in broader historicd and relational contexts. 
To rejea all notions of totdity is to risk being trapped in particularistic 
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theories that cannot explain how the various diverse relations that con- 
stitute larger social, political, and global systems interrelate or mutually 
determine and constrain one another, Postmodern feminism recognizes 
that we need a nolion of large narratives that privileges forms of anaty- 
ses in which it is possible to make .visible those mediations, interrela- 
tions, and interdependencies that give shape and power: to larger: politi- 
cal and social systems, Eraser and Nicholson make very clear the 
importance of such narratives to social criticism: 

ERecfive criticism . . . requires an =ray of different methods and genres, It 
requires, at minimum, l ~ g e  narratives about chmges in social orgmiza- 
tion and i d e o l o ~ ~  empiric& m d  social-theoretical mdyses of macrostrue- 
tures and institutions, interactionist analyses of the micropolitics of every- 
day life, criticd-hermeneutical and institutional analyses of cuftural 
production, historically and eufturaltly specific socioilogies of gender. . , . 
The list csdd go on. (92) 

Postmodem FeminzSsun and the Politics 
of Difference and Agency 
Feminists share a healthy skeptidsm about the postmodern celebration 
of difference. Many feminist theorists welcome the postmodern empha- 
sis on the proliferation of Xocal narratives, the opening up ofthe world to 
clLtr~ral and &tlxlic differences, and the posiring of difference as a chat- 
lenge to hegemonic power relations parading as universals (Flax, 
'%qpEy9'; McRabbie; Nichof son; E, Kaptaxl; ]Idather). But at the same time, 
postmodern feminists have raised serious questions about bow differ- 
ences are to be tmderstood so as to change rather than reproduce pre- 
vailing power relations. This is particularly important since difference in 
the postmodern sense often slips into a theoretically harmless and polit- 
ically deracinated notion of pastiche. For many postmodern lieminists, 
the issue of difference has to be interrogated around a number of con- 
cerns. These include questions about how a politics of difference can be 
constructed that wit1 not simply reproduce forms of liberal individual- 
ism, or how rit. polities of diffe~nce can be ""r-written as a refusal af the 
terms of radical separation" Kaplan 194). Mso at issue is how to de- 
velop a theory of difference that is not at odds with a politics of sofidar- 
ity. Equally important is how a theory of the subject constructed in dif- 
ference migtlt suslain or negate a politics of human agency Kelatedly, 
there is the question of how a postmodern feminism can rcldeline the 
knowledgelpower relationship in order ta develop a theory of difference 
that is not static, one that is able to make distinctions betmen differ- 
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ences that matter and those that do not. All these questions have been 
addressed in a variety of feminist discourses, not all of which support 
post:modernistn. Inlha has increasingly emerged out of this engagement 
is a discourse that radically complicates and amplifies the possibilities 
h r  reconstructing difference within a radical political project and set of 
transformative practices, 

In the most general sense, the postmodern emphasis on difference 
sewes to dissolve all p~tensionts to an undifferentiafed concept of truth, 
man, woman, and subjectivity; while at the same time refusing to reduce 
difference to "opposition, exclusion, and hierarclic: arrangemen" [Mall- 
son, et al. 4). Postmodern feminism has gone a Isng way in framing the 
issue of difference in terms that give it an emancipatory grounding, that 
identiQ the "differences that make a differt?nce9' as an irnpofiant politi- 
cal act. In what follows, I want briefly ta take up the issues of difference 
and agency that have been developed within a postrIlodern feminist dis- 
course. 

ioan Wallaeh Scott has provided a major theowtical service in dis- 
mantling one of the crippling dicholoxzlies in which the issue of differ- 
ence has been situated. Rejecting the idea that difference and equality 
constitute an opposition, she argues that the opposite of equality is in- 
equality In this sense, the issue of equality depends on an achorprtedg- 
ment of which differences promote inequality and &ich do not. In this 
case, the category of difference is central as a political construct to the 
xlotian of equallv itself. The implication this has for a feminist politics 
of difference, according to Scott, involves two important theoretical 
moves: 

In histories of feminism and in feminist political strategies there needs to 
be at once attention to the operations of difference m d  m insistence on 
differences, but not a simple substiwufio of multiple for b i n q  difference, 
for it is not a happy pluralism we ought to invoke. The resolution of the "&if- 

a'homes neither from ignoring nor embracing difference 
as it is normativeily constituted* Instead it seems to me that the eriticd fern- 
inist position must always involve f ~ r o  moves: the first, systematic criticism 
of the operations of categorical difference, exposure of the kinds of exclu- 
sions m d  inclusions-the hierarchieeit constructs, m d  a refusd of their 
ultimate '%truth.'* A refusal, however, not in the name of an equdity that im- 
plies sameness or identiq but rather (;and this is the second move) of an 
equaliq that rests on differences-difkrences that confotmd, disrupt, and 
render m~biguous the meming of my fixed binay opposition, To do my- 
thing else is to buy into the politic& argument that sameness is a require- 
ment for equality, an untenable position for feminists (and historians) who 
know that power is constructed on, and so must be chlzllenged from, the 
ground of difference, (1 l?G-"i") 
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According to Scott, to challenge power from the ground of difference 
by focusing on both excEusions and inclusions is to avoid slipping into a 
facile and simple elaboration or romantieizatian of diffe-fence, In more 
concrete terms, E, Ann Kaplan takes up this issue in arguing that the 
postmodern elimination of all distinctions between high and Eaw cul- 
ture is important but erases the important differences at work in the 
production and efiibition of specific cultural works. By not discriminat- 
ing among diffemnces of context, production, and consumption, post- 
modern discourses run the risk of suppressing the diffL?rences at work in 
the power relations h a t  characterize these different spheres of culturd 
production. For example, to treat all cultural products as texts may situ- 
ate them as historical and social constructions, but it is imperative that 
the institutional mechanisms and power relations in which different 
texts are produced be distinguished so that it becomes possible to un- 
derstand how such texts, in part, make a difference in terms of repro- 
ducing paflicular meanings, social rcllations, and values. 

A similar issue is at work regarding the postmadern notion of subjec- 
tiviq. The postrrlodern notion that human subjectivities and bodies are 
constructed in the endless play of diffemnee threatens to erase not only 
any possibility for human agency or choice, but also the theoretical 
means for understanding how the body becomes a site of power and 
struggle around specific differences that do matter with respect to the 
issues of race, cliass, and gender. There is Xiate sense in many postmod- 
ern aceoulrrs of the ways in which different hisorical, social, and gen- 
dered representations of meaning and desire are actually mediated and 
taken up subjectively by real individuals, Individuals are positiarred 
Evithin a varieq of "sutaject positions,'%ut there is no serlse of how they 
aaually make choices, promote effective resistance, or mediate betvveen 
themselves and others. Feminist theorists have extended the most radi- 
cal principles of modernism in modif?J-ing the postmodern view of the 
subjecl. Theorists such as de huretis (Alicct: "Feminist,'Tec)titzzologies) 
insist that the construction of female experience is not constructed out- 
side of human ixltelr-t-ions artd choices, however limited, She arl;ues that 
the agency of su'ujects; is made possible through shifting and multiple 
forms of cansciousness, which are constructed through available dis- 
courses artd practices but are afways open to interrogation through self- 
analysis. For de Lalrretis and others, such as Alcoff, such a practice is 
theoretical and political. Alcoff's own attempt to construct a feminist 
identity-politics draws on de Lauretis" work and is insighlfill in its at- 
tempt to develop a theory of positionali.ly: 

The identity of a woman is the product of her o w  interpretation and re- 
construction of her Itisrag as mediated through a culturd discursive can- 
text to which she has access, Therefore, the concept of positionaliry in- 
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cludes two points: First. . . the concept af womm is a relational term iden- 
tifiable only with a (constantly moGngf context; but second, , , the position 
that women find themselves in c m  be actively utilized (rather than trm- 
scendedf its a Location h r  the construction of meaning, a place where a 
meming c m  be discovered (the meaning sf femdenessl. The concept . . . 
of positiondity shows how w m e n  use their positional perspective as a 
place from Mrhich vdues are interpreted and constructed rather than as a 
locus of an, already determined set of values, (434) 

Feminists have also voiced concern about the postmodern tendency 
to portray the body as so fragmenled, mobile, and botlndaryless that it 
invites confusion over how the body is actitzally engendered and posi- 
tioned within concrete configurations of power and forms of material 
oppression. The posmodem emphasis on the proliferation of ideas, dis- 
courses, and representations underplays bath the different ways in 
which bodies are oppressed and the manner in which bodies are con- 
structed differemiy tlrrorr* specific rnaferial relations, Feminists such 
as Sandra Lee Bartky have pro\sr'ded a postmodern reading of the politics 
of the body by extending bucaulr's notion in DJscdpline arad Punish and 
The Hismry ofSexua%lp of how the growh of the modern s u e  has been 
accompanied by an unprecedented attempt at disciplining the body. 
Bartb differs from Foucault in that she emplop a discriminating notion 
of difference by showing h w  gender is irrlplicated in the production of 
the body as a site of damination, strugge, and resistance, For example, 
Bartky points to the disciplinary measures of dieting, the tyranny of 
fashion and the insistence on slenderness, the discourse of exercise, and 
other technologies of control, She also goes beyond Foucault in alrguing 
that the body must be seen as a site of resistance and linked to a broader 
theory of agency 

hstmadern kminisrn provides a grounded politics that employs the 
m o a  progressive aspects of modernism and poamodernism, In the 
most general sense, it reaffirms the imporlance of difference as part of a 
broader political strugge h r  the reconstruction of public life, Xr rejects 
all hrms of essentiafism but recognizes the importance of certain for- 
matiw narratives. Similarly, it provides a lantguage of power that engages 
the issues of inequality and struggle. Xn recognizing the importance of 
institutional structures and language in the construction of subjectivi- 
ties and political life, it promaes social criticism that acknowledges the 
interrelationship betliiveen human agents and social structures, rather 
than succumbing to a social theory that lacks agents or one in which 
agents are simply the product of radical social theory imbued with a lan- 
guage of critique and possibility* Implicit in its various discounes are 
new relations of yarenting, work, schooling, play, citizenship, and joy, 
These relations link a politics of intimacy and solidarity, the concrete 
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and the general; it is a politics &ich in its various bms needs to be 
taken up as central to the development of a critical pedagogy That is, 
critical educators need to provide a sense of bow the most critical ele- 
ments of modernism, postmodernism, and postmodern feminism 
might be taken up by teachers and educators so as to ct-eate a postmod- 
ern pedagogical praaice, In ending 1 want to outline briefly what some 
of the principles are that inform such a practice. 

Toward a Postmodern Pedagogy 
As long as people are people, democracy in the full sense of the word will al- 
ways he no more than an ideal. One m;ly approach it as one would a hori- 
zon, in ways that may be better or worse, but it c m  never be fully attained. 
In this sense, you, too, are merely approaching democracy Vau have thou- 
sands of problems of all kinds, as other countries do. But you have one 
great advantage: You have been approaching dernocraq unhterrugted for 
more than 200 years, f Vaclav Havel, qtnoted in Oreskes 36) 

How on emth c m  these prestigious persons in Washington ramble on in 
their sub-inteXXectual way about the ""end of l~istory'? As I Iosk forward into 
the twenw-first cenmq 1 somelimes agonize about the times in which my 
grandchildren a d  their children will five, It is not so much the rise in popu- 
lation as the rise in universal. material expectations of the globe" huge pap- 
Lclation that will be str&nirzg its resources to the vemy limits, North-South 
antagonisms will certainly sharpen, and religious and national fundamen- 
titlisms will become more intransigent, The struggle to bring consumer 
greed  thin moderate control, to find a level of law g r o ~ b  and satisfaction 
that is not at the expense of the disadvmtaged mci poor; to defend the: en- 
vironment and to prevent ecological disasters, to share more equitably the 
world's resources m d  to insure their renewal-all this is agenda enough for 
the continuation of ""histoq." "hompson 120) 

A striking characteristic of the totalitarian system is its peculiar coupling of 
human demoralization and mass depolticizing, Consequently battling 
this system requires a conscious appeal, ta moraliw and an inevitable in- 
volvernent in politics. (Michna 44) 

All these quolations slress, implicitly or explicitly, I-he importmce of 
politics and ethics to democracy. In the first, the newb elected pmsident 
of Czechoslavakia, Vaclav HaveZ, reminds the American people while ad- 
dressing a joint session of Congress that democracy is an ideal that is 
filled with possibilities but that atways has to be seen as part of an ongo- 
ing struggle for freedam and human. dignity As a playwright and former 
political prisoner; X-lavel i s  a living embodiment uf such a struggle, In the 
second, E. P. Thompson, the English peace activist and historian, re- 
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minds the Americm public that history has not ended but needs to be 
opened up in order to engage the many problems and possibilities that 
human beings will have to face in the menty-first century, And in the 
third, Adam Michnik, a founder of PolandWorkers' Defense Commit- 
tee and an elected member of tlte Polish partiament, p r o ~ d e s  an omi- 
nous insiglr3t into one of the central feaures of totatitariarzism, wherfter 
on the Right or the Left. He points to a sociely that fears democratic pol- 
itics while simultaneously reproducing in people a sense of massive col- 
lectiw despair, None of these wilters is from the United States, and all, of 
them are caught up in the struggle to recapture the Enlifjbtenment 
model of freedom, agency; and democracy white at the same time at- 
tempting to deal with the conditions of a postsnodern world. 

All these slatements serve to highlighl the inabilie of Che American 
public to grasp the full significance of the democratization of Eastern 
Europe in terms of what it reveals about the nature of our own democ- 
racy In Eastern Europe and elsewhere there is a strong call Ibr the pri- 
macy of the political and the ethical as a hundation for denrocratjc pub- 
lic life, whereas in the United States there is an ongoing refttsal of the 
discourse of politics and elhics. Elected politicians from both estab- 
lished parties in Congress complain that American politics is about 
"'LriGalization, atomization, and paralysis," bliticians as diverse as Lee 
Atwater, the Republican Party chairman, and Miller Mondale, the for- 
mer Vice President, agree that we have entered into a time in which 
much of tfxe h m i c a n  public believes that "Btdl permeates evemhing 
, . . [and that] we've got a kind of politics of irrelevance" "reskes 16). AI 
the same time, a number of polls indicate that while the youth of 
bland,  Czechoslovakia, and East Germany are extending tfxe frontiers 
of democrat;& American youth art? both poorly motivated and largely ill- 
prepared to struggle for and keep democracy aXive in the twenty-first 
century, 

Rather than being a model of democracy, the United States has be- 
come indifferent to the need to struggle h r  the conditions that make 
democracy a substantive rather than lifeIess activity; At all levels of na- 
tionaf and daily life, the breadth and depth of democratic relations are 
being rolled back. Mle have become a society that appears to demand 
less rather than more of democracy Xn some quarters, democracy has 
aaually become sub\rersivc. mat does this suggest for developing some 
guiding prineipXes in order to rethink the purpose and meaning of edu- 
cation and critical pedagogy within the present crises? In what follows, I 
want to situate some of the work I have been developing on crirical ped- 
a g o g  over the last decade by placing it within a broader politicai con- 
text. That is, the principles that X develop below represent educational 
issues that must be located in a larger Eramework, of politics, Moreover, 
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these principles emerge out of a convergence of various tendencies 
within modernism, postmadernism, and postmadern feminism. M a t  is 
important to note here is the refusal simply to play off these various the- 
oretical tendencies against each other. Instead, I try to appropriate criti- 
cally the most important aspects of these theoretical movements by 
raising the queaian of how they contribute to creating the conditions 
for deepening the possibilities for a radical pedagogy and a political 
project that aims at  constructing democratic public life so as to extend 
the principles of freedom, justice, and ewaXig to all spheres of socieq. 

At stake here is the issue of retaining modernism" commitment to 
critical reason, agerxcly, and the power of human beings to overcome 
human suffering, Modernism reminds us of the importance of con- 
structing a discourse that is ethical, historical, and political (Giddens 
15I-73), At the same time, postmodernism provides a powerful chal- 
lenge to aU, totafizing discourses, places an important emphasis on the 
contingent and the specific, and provides a new Ihearcttical language for 
developing a politics of difference. Finally; postmodern feminism makes 
visible the importance of grounding our visions in a political project, re- 
defines the relationship bet\nceen the margins and the cemer around 
concrete political struggles, and offers the opportunity for a politics of 
voice that links rather than severs the relationship bemeen the personal 
and the politic$ as part: of a bruader stmggle for juslice and social trans- 
hrmation. A11 the principles dewloped below touch on these issues and 
recast the relationship bemeen the pedagogical and the political as cen- 
tral to any social movernenl that attempts to effect emancipatory strug- 
gles and social transbrmations, 

I, Education must be understood as producing not only ktlowlectge 
but also political subjec&, Rather than rejecting the language of politics, 
critical pedagogy must link public education to the imperatives of a crit- 
ical democracy (Dewey; Giroux), Critical pedagogy needs to be in- 
formed by a public philosophy dedicated to rclturning schools to their 
primary task: ifttrnishing places of critical education that serve to create 
a public sphere of citizens who are able to exercise power over their own 
lives and especially over the conditions of knowledge production and 
acquisition. This is a critical pedagogy defined, in, part, by the attempt to 
create the lived experience of empowerment for the vast majority. ln 
other words, the language of critical pedagogy needs to construct 
schools as democratic public spheres, In part, this means that educators 
need to develop a critical pedagogy in whi& the knowledge, habits, and 
skills of critical rather than simply good citizenship are taught and prac- 
ticed, This means providing stitzdents with the opportunity to develop 
the critical capacity to challenge and aarlsfbrrrl exisling social and polit- 
ical foms, rather than simply a d a p  to them, It also means providing 
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students with the skilts they wit1 need to locate themselves in history, 
find their own cl-sices, and p r o ~ d e  the convictions and compassion nec- 
essary Tor exercising civic courage, taking risks, and ftlrthering the 
habits, customs, and social relations that are essential to democratic 
public 1Forms. 

In effect, critical pedagogy needs to be grounded in a keen sense of 
the imporlance of constructing a politic& vision from which to develop 
an educational project as part of a wider discourse b r  re-vitalizing de- 
mocratic public life. A critical pedagogy for democracy cannot be re- 
duced, as some educators, politicians, and groups have argued, tu forc- 
ing students to say the pledge of allegiance at the beginning of every 
school day or to speak and think only in the dorninam English (Hirsch). 
A critical pedagow Eor democracy does not begin with test scares but 
with these questions: What kinds of citizens do we hope to produce 
through public education in a postmodern cu1ture"lat kind of society 
do we wmt to cmate in the contea of the present shilting cultural and 
ethnic borders? How can we reconcile the notions of difference and 
equality with the imperatives of freedom and fuaice? 

2. Ethics must be seen as a central concern of crieical pedagoggl. This 
suggests that educators should attempt to undelrstand more fully how 
diRerent discourses offer students diverse ethical referents for structur- 
ing their rcllationship to the wider socierp But it also suggests that edu- 
cators should go beyond the postmadern nation of undelrstanding how 
student experiences are shaped  thin different ethical discourses, Edu- 
cators mu& also come to view ethics and politics as a relationship be- 
tween the self and the other. Ethics, in this case, is nat a matter of indi- 
vidtlat choice or relativism but a social discourse grounded in struggles 
that refuse to accept needless human suffering and exploitation, Thus 
ethics is taken up as a struggle against inequality and as a discourse for 
expanding basic: human rights, 'T"kis points to a notion of ethics attentive 
to both the issue of abstract rights and those contexts that produce par- 
ticular stories, struggles, and histories, In pedagogical terms, an ethical 
discourse needs to regard the relations of power, subject positions, and 
social practices it activates [Sirnon), This is an ethics of neither essen- 
tialism nor relativism, Xt is an ethical discourse rooted in historical 
struggles and atrexrtive to the congruction of social relations free 01: in- 
justice. The quality of ehical discourse, in this case, is not simply 
grounded in difference but in the issue of how justice arises out of con- 
crete historical circumstances [Shapirof . 

3. Critical pedagogy needs to focus on the issue of difference in an 
ethieally challenging and politically transformative way. There are at 
least two notions of digerence at work here. First, difference can be in- 
corporated into a critical pedagogy as parr: of an attempt to understand 
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how student identities and subjectivities are constructed in multiple 
and contradictory kvays. In this case, identity is expiared through its own 
historicity and complex subject positions. The category of student expe- 
rience should not be limited pedagogically to students exercising self- 
reflection but opened up as a race-, gender-, and class-specific con- 
struct to include the diverse historical and social ways in which their 
experiences and identities have been constmcted, Second, criticat ped- 
a g o g  can focus on haw differences among groups develop and are sus- 
tained around both exlabling and disempowering sets of relations, In 
this instance, diEesence becomes a marker for undersending how so- 
cial groups are constituted in ways that are integral to the functioning of 
any democratic society, Examining differerlce in this context does not 
only mean charling spatial, racial, ethnic, or cultural differences, but 
also analyzing hislarieal difkrences that manifest themselves in public 
struggles, 

As part of their use of a language of critique, teachers can make prob- 
lematic how d i f f e~n t  subjectivities are positioned within a historically 
specific range of ideologies and social practices that inscribe students in 
modes of behavior that subjugate, infantifize, and corrupt, Similarb 
such a language can analyze how differences within and among social 
groups are constructed and sustained both  thin and outside schools 
in wcbs of domination, subadination, hierarchy, and exploitation. As 
part of their use of a language of possibility; teachers can explore treat- 
ing howledgeipower: relations in which multiple narratives and social 
practices are constmaed around a politics and pedagow of difference 
that offers students the opportunity to read the world diffe~ntly; resist 
the abuse of power and pri.vilege, and envision alternative democratic 
communities. Difference in this case cannot be seen as simply a politics 
of assertion, of simply affirming one's voice or sense of the common 
good; it must be developed within practices in which differences can be 
affirmed and transformed in their articulation with categories centrat to 
public life: democracy; citizenship, public spheres. In both political and 
pedagogicat terms, the category of difference m s t  be central to the no- 
tion of democratic community. 

4, Critical pedagog needs a language that allows for competing soli- 
darities and political vocabularies that do not reduce the issues of 
power, ju&ice, struggle, and inequaliw to a single script, a master n m -  
five that suppresses the contingent, the historical, and the e-veryday as 
serious objects of study (Cherryhalmes). This suggests that curriculum 
knowledge should not be tz-clated as a sacred text but developed as part 
of an ongoing engagement with a variety of narratives and traditions 
that can. be reread and reformulated in. politically different terms, At 
issue here is constructing a discourse of textual authori~y that is power- 
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sensitive and that has developed as part of a wider analysis of the strug- 
gle over culture fought out at the levels of curricula knokvledge, peda- 
gag ,  and the exercise of institutional power (Aronowitz and Girom). 
This is not merely an argument against a canon, but one that disavows 
the mry category Knowledge has to be =examined constantly in terms 
of its limits and rejected as a body of information that only has to be 
passed down to strrdenb, As Laclau has pointed out, setting limits to the 
answrs given by what can be judged as a valued tradition Qa matter of 
argument atso) is an important political act (""Blitics" "-78). What La- 
clnu is suggesting is the pmsiffili@ for strrdenb creatively to appropriate 
the past as part of a living dialogue, an affirmation ofthe muItipXicity of 
narratives, and the need to jrldge these narratives not as timeless or as 
monolithic discourses, but as social and histofical inventions that can 
be refigured in the interests of creating more democratic forms of public 
life, This points to the possibiltify of creating pedagogical practices char- 
aaerized by the open exhange of ideas, the proliferation of dialogue, 
and the material conditions for the expression of indi~duaf and social 
freedom, 

5. Critical pedagogy needs to creae new brrrrs of knowledge through 
its emphasis on breaking down disciplinary boundaries and creating 
new spaces where knowledge can be produced. In this sense, critical 
pedagogy must be reclaimed as a cultural politics and a form of counter- 
memory This is not merely an epistemological issue, but one of power, 
ethics, and politics, Critical pedagogy as a cultural politics points to the 
necessity of inserting the srug@e over the production and creation of 
knowledge into a broader attempt to create a public sphere of citizens 
who are able to exercise power over their lives and especialy over: the 
conditions of knowledge production and acquisition. As a form of 
counter-memory; critical pedagogy. starts with the e-veryday and the par- 
ticular as a basis for learning; it reclaims the historical and the poplar  
as part of an ongoing effofi to fegilinlate the voices of those who have 
been silenced, and to inform the voices of those who have been located 
Evithin monolithic and totalizing narratives. At stake here is a pedagogy 
that provides the knowledge, skills, and habils for studena and others to 
read history in ways that enable them to reclaim their identities in the 
interests of constftrcting hrrns of life rtzat are more democratic and 
more just. 

This struggle deepens the pedagogical meaning of the political and 
the polilicaf meaning of the pedaf;ogical. In the first instance, it raises 
impofiant questions about how students and others are constructed as 
agents within particular histories, cultures, and social relations, Against 
the monolith of culture, it posits the conflicting terrain of cultures 
shaped within asymmetrical rcllations of power, grouded in diverse his- 
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torical struggles. Similarly, cuIture has to be understood as part of the 
discoune of power and inequality As a pedagogical issue, the relation- 
ship between culture and power is evident in questions such as "Whose 
cultures are appropriated as our own? H w  is marginality normalized?" 
QPogker;vi@ 77)). To insert the primacy of culture as a pedagogical and po- 
litical issue is to make central how schools lilrtction in the shaping of 
parlicular identities, values, and histories by producing and legililnating 
specific cultural narratives and resources. In the second instance, assert- 
ing the pedagogical aspeas of the polirical raises the issue of how differ- 
ence and culture can be taken up a v d a g o g i c a l  practices and not 
merely as political categories, For example, haw does difference matter 
as a pedagogical caregory if educators and cutrural workers have to 
make knowledge meaningful behrct it can become critical and transfor- 
mative? Or what does it mean ta engage the tension between being the- 
oreticdly correct and being pedagogical@ wongl These concmns and 
tensions offer the possibility for making the ~lat ionship belvlleen the 
political and the pedagogical mutually informing and problematic. 

6. The Entiglllenrrlent notion of reason needs to be reformulated 
within a critical pedagoa. First, educators need to be skeptical regard- 
ing any notion of reason that purports to reveal the truth by denying its 
own historical construction and ideological principles. Neafon is not in- 
nocent, and any viable notion of critical pedagogy cannot exercise 
hrms of authority that emulate totalizing hrms of reason that appear t s  
be beyond criticism and diatogue. This suggests that we reject claims to 
objectiviv in hvor of paeiaf epistemologies that rctcognize the historicd 
and socially constructed nature of their own knowledge claims and 
methodologies. In this way, curriculum can be viewed as a cultural 
script that imroduces students to particular h n n s  of reason that stmc- 
ture specific stories and vva3r;s of life. Reason in this sense implicates and 
is implicated in the intersection of powr, knowledge, and politics. See- 
ond, it is not enough to rctject an essentialist or universalist defense of 
reason, Instead, the limits of reason must be extended to recognizing 
other ways in which people learn. or take up particular subject positions, 
In this case, educators need to understand morr: fuly how people learn 
through concrete social relations, through the ways in which the body is 
positioned (Grumet), through the congruction of habit and intuition, 
and through the produclion and investment of desire and affect. 

7. Critical pedagogy needs to regain a sense of alternatives by combin- 
ing the languages of critique and possibiliq, Pomodern. feminism ex- 
emplifies this combination in i s  critique of patriarch and its search to 
construct nekv forms of identity and social relations. It is worth noting 
that teachers can take up this issue around a number of considerations, 
First, educators need to constma a language of critique that combines 



Rethinkl"n,g the Boundaries aflliscoutlce 1 223 

the iswe of limits with the discourse of freedom and social resyonsihil- 
ity. In other words, the question of freedom needs to be engaged dialec- 
tically; not only as a matter of individual rights but also as part of the dis- 
course of social responsibility That is, whereas fieedorrr remains an 
essential category in establishing the conditions for ethical and political 
rights, it must also be seen as a force to be checked if it is expressed in 
modes of indi~dual  and collective behavior that threaten the ecosystem 
or produce forms of.vioience and oppression against indidduals and so- 
cial groups. Second, criticd pedagogy needs to explore in pragrarnlnatic 
terms a language of possibility that is capable of thinking risky thoughts, 
engages a project of hope, and points to the horizon of the "not yet," A 
language of possibiliq does not have to dissotve into a reified form of 
utopianism; inslead, it can develop as a precondition for nourishing the 
courage to imagine a d i f f e~n t  and more just world and to struggle h r  it. 
A language of moral and political possibility is more than an outmoded 
vestige of humanist discourse. It is central to responding not only with 
compassion to human beings who suffer and agonize but also with a 
pollcics and a set of pedagogical practices that can refigure and change 
existing narratives of domination into images and concrt?te instances of 
a future worth fighting for. 

A certain cynicism characterizes the langttage of the Left at the pres- 
ent moment. Central to this mindset is the refirsal of all utopian images, 
all appeals of ""a language of possibility" Such refusals are often made on 
the grounds that "aopian discourse" is a slrateljy employed by the Right 
and therefurr: is ideologically tainted. Or the very notion of possibiliv is 
dismissed as an impractical and therefol-e useless category To my mind, 
this dismissiwness represents less a serious critique than a rehsal to 
move beyond the language of exhaustion and despair, What it is essen- 
tial to develop in response to this position is a discriminating notion of 
possibility, one that makes a distinction between "@stopianV and 
utopian language. In the former, the appeal ~ . o  the futurt: is grounded in 
a form of nostalgic romanticism, with its call for a retitzrn to a past, kvbich 
more often than not semes to legitimate relations of domination and 
oppression, Similarly, in Constance Penfey's terms a '*@ystopian" "S- 
course often "limits itself to solutions that are either individualist or 
bound to a romanticized notion of guerrilla-like small-group resistance, 
The tme amp'rly of the utopian imagination is this; we can imagine the 
.future but we ca12not conceive the kind of collective political strategies 
necessary to change or ensure that future" 022). In. contrast to the lan- 
guage of dystopia, a discourse of possibility rjects apocalyptic empti- 
ness and nostalgic imperialism and sees history as open and society 
worth struggling for in rhe image of an alternative future. This is the tan- 
guage of the ""not yet," one in which the imagination is rdeemed and 
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nourished in the effort to constmct new relationships I'ashioned out of 
strategies of caltective resistance based on a critical recognition of both 
what society is axld what it might become, Paraphrasing Wafter Ben- 
jnrnin, this is a discoume of imagination and hope that pushes hiaory 
against the grain. Fraser iEluminates this sentiment by emphasizing the 
importance of a langtrage of possibiliw to the project of social change: 
""f allows h r  the possibility of a radical democratic politics in which irn- 
manent critique and transfigurative desire mingle with one another" 
Unruly PractE'ca 107). 
8. Critic4 pedagogy needs to develop a theory of teachers as tmnsfor- 

mative intellectuals who occupy specifiable political and social loca- 
tions. Naher than defining teacherskork through the narrow language 
of professionalism, a critical pedagogy needs to ascertain morc: carefully 
what the role of teachers might be as ctllturaX wol-kers engaged in the 
production of ideologies and social practices. This is not a call far teach- 
ers to become wedded. to some abstract ideal that removes them from 
e-veryday life or turns them into prophets of perketion and certainty; on 
the contrary, it is a call for teachers to undertde social criticism not as 
outsiders but as public intellectuals wlro address the social and politicd 
issues of their neighborhood, their nation, and the wider global world. 
As public and transformative intellectuals, teachers have an opportunity 
to make organic connwtions with the historical traditions that provide 
them and their students with, a voice, history and sense of belonging. Tt 
is a position marked by a moral courage arzd criticism that does not re- 
quire educators to step back from sociew in the manner of the "'ubjec- 
title" "leachex; hut to distance themselves from those power relations that 
subjugate, oppress, and diminish other human beings, "reaehers need to 
take up crilicisrrr from within, &I develop pedagogical practices that 
heighten the possibilities not only for critical consciousness but also for 
transformative action. In this perspective, teachers would be invoked in 
the invention of critical discourses and democratic social relations, Crit- 
ical pedagogy would represent itself as the active constructisn rather 
than the transmission of particular ways of life. More specificaffy, as 
transformative intellectuals, teachers could engage in the invention of 
languages so as ta p r a ~ d e  spaces for themseXves and their students to 
rethink their experiences in terms that both name relations of opgres- 
sion and offer ways in which to wercome them, 

9, Central to the notion of critical pedagom is a politics of voice that 
combines a postmodern notion of difference with a feminist emphasis 
on the primacy of the political. This politics eneils taking up the ~ l a -  
tionship between the personal m d  the political in a way tha"cdoes not 
collapse the political into the personal but strenglhens the relationship 
between the two so as to engage in rather than withdraw from address- 
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ing those institutional hrms and stmctures that contribute to hrms of 
racism, sexism, and class exploitation. This engagement suggests some 
important pedagogical interventions, First, the self must be seen as a 
primary site of politicizatim. That is, the issue of how the self is con- 
structed in multiple and complex ways must be analyzed as part of both 
a language of aEfirmation and a broader understanding of how identities 
are inscribed in and among various social, cultural, and historical for- 
mations. To engage issues regarding the construction ofrhe self is to ad- 
dress questions of history, culture, community, language, gender, race, 
and class, It is to raise questions rctgarding uvhat pedagogicd practices 
will allow students to speak in dialogical contexts that affirm, interro- 
gate, arzd extend their understandings of themselves and the gtobal con- 
texts in whicft they Live. Such a position rclcognizes that smdents have 
several or multiple identities, but also a%rms the importance of offering 
students a language that allows them to reconstruct their moral and po- 
litical energies in the service of crclatirrg a morc: just and equitable social 
order, one that undermines relations of hierarchy and domination. 

Second, a politics of voice musr offer pedagogical and political strate- 
gies that aErm the primacy of the social, intersubjective, and collective. 
To focus on voice is not meant simply to affirm the stories that students 
tell, it is not meant simply to I?;forify the possibiliq for narralion. Such a 
position often degenerates inta a form of naimissism, a cathartic experi- 
ence that is reduced to naming anger kvirhout the benefit of theorizing 
in order to understand both its underlying causes and what it means to 
work collectively to transform the structures of domination rctsponsible 
h r  oppressive social relations, Raising one's consciousness has increas- 
ingly become a pretelit Tor XeGtimating hegemonic forms of separatism 
bu~ressed by self-serving appeals to the primacy of experience. What is 
often expressed in such appeals is an anti-intellectualism that retreats 
from any viable form of politicd engagement, especially one willing to 
address and transform diwerse forms of oppression, The call simply to 
affirm one3 voice has increasingly been reduced to a pedagogical 
process that is as reactionary as it is inward-looking. A more radical no- 
tion of voice should begin with what hooks calls a critical allention to 
theorizing experience as part of a broader polli"rcs of engagement, Refer- 
ring specifically to feminist pedagogy, she argues that the discourse of 
confession and memory can be used to "shift the hcus away from mem 
naming of one's experience, . . . to talk about identity in relation to cul- 
ture, history, politics" 010). For hooks, the telling of tales of viclirniza- 
tion, the use of on& voice, is not enough; it is equally imperative that 
such experiences be the object of theowtical and critical analyses so 
that they can be connected to rather than severed from broader notions 
of solidarity, &rug@@, and politics. 
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Conclusion 
This essay attempts to introduce readers to some of the central assump- 
tions that govern the discourses of modernism, posmodernism, and 
postmodern feminism. But in doing so, it rejects pitting these move- 
ments against each other and tries instead to see how they converge as 
past of a broader politic4 project linked to the reconstruction of demo- 
cratic public life, Similarly, I have attempted here to situate the issue of 
pedagogical practice within a wider discourse of political engagement, 
Pedagogy, in this case, is not defined as simply something that goes on 
in schools, On the contrary; it is posited as central to any political prac- 
tice that takes up questions of how individuals learn, how knowledgc: is 
produced, and how subject positions are constructed. In this context, 
pedagogical practice refers to forms of cultural production that are inex- 
tricably historical and political. Pedagog is, in. part, a technology. of 
power, language, and praaice that produces and legitimates forms of 
moral and political regulation that construct and offer human beings 
particular Gews of themselves and the world. Such views are never in- 
nocent and are always implicated in the discourse and relations of 
ethics and povveli: To invoke the importance of pedagogy is to raise ques- 
tions not simply about how students learn but also about how educators 
(in the broad sense of the term) constmct the ideological and political 
positions from which they speak. At issue here is a discourse that both 
sitllates human beings wit-frin history and makes visible the limits of 
their ideologies and values, Such a posilion acknowledges the pastialiv 
of all discsurses so that the relationship between knowledge and power 
will alway~ be open to dialogue and criticd self-engagement. Pedagogy 
is about the intellectual, emotionat, and ethicd investments we make as 
part of our attempt to negotiate, accommodate, and transform the 
world in which we find ourselves. The purpose and vision that drive 
such a pedagogy must be based on a politics and View of authoricy that 
link teaching and learning to hrms of self- and social empovverment, 
that argue for forms of community life that extend the principles of lib- 
erty, equality, and justice to the widest possible set of instimtional and 
lived relations, 

Pedagogy as defined within I-he traditions of modernism, postmod- 
ernisrrr, and postmodern feminism oRers educators an oppofiunity to 
develop a political project that embraces human interests that move be- 
yond the particularistic politics of class, ethniciq, race, and gender, This 
is not a call to dismiss the postmodern emphasis on difference so much 
as it is an attempt to demlop a radical democratic politics that stresses 
difkrence within uniq  This effort means developirtg a public language 
that can transform a politics of assertion into one of democratic strug- 
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gle, Cenral to such a politics and pedagogy is a nolion of communiv 
developed around a. shared conception of social justice, rights, and enti- 
tlement. Such a notion is especially necessary at a tirne in our history in 
which. such concerns have been subordinated to the priorities of the 
market and used to legitimate the interests of the rich at the expense of 
the poor, the mernployed, and the homeless, A radical pedagogy and a 
transhrmative democratic polilics must go hand in hand in construct- 
ing a vrision in kvbich liberalism" emphasis on indi~dual  freedom, post- 
modernism" concern with the particuitaristic, and feminism's concern 
with the politics of the everyday are coupled with democratic socialism's 
historic concern with solidarity and public life, 

We live at a time in which the responsibilities of citizens transcend na- 
tional borders. The old modernist notions of center and margin, home 
and exile, and familiar and strange are breaking apart, Geographic, cul- 
tural, mci ethnic borders are giving way to shifting configllrations of 
power, comrnunilji, space, and tirne. Citizenship can no longer ground 
itself in forms of Eurocentrism and the language of calonialism, New 
spaces, relationships, and identities have to be created which allow us to 
move across borders, to engage difference and otherness as part of a dis- 
course of justice, social engagement, and democratic struggle, Acade- 
mics can no longer retreat into their classrooms or symposia as if these 
were the only public sphems available Eor engaging the power of ideas 
and the relations of power, Foucaultk nMon of the specific intellectrtzal, 
who takes up struggles conxleaed to prtictllar issues arld contexts, 
must be combined with Gramsci's notion of the engaged intellectual, 
who connects his or her kvork to broader social concerns that deeply af- 
fect bow people live, work, and surGve, 

But there is more at stake here than defining the role of the intellec- 
tual or the relationship of teaching to democratic struggle. The struggle 
against: racismt class structures, and sexism needs to move away from 
being simply a language of critique, and redefine itself as part of a lan- 
guage of transformation and hope, This shift suggests that educators 
must combine with Others engaged in public struggles in order to invent 
languages and provide spwes both in and out of schools that offer new 
opportunities for social movements to come together, By doing this we 
can rethink and reexperience democracy as a struggle over: values, prac- 
tices, social relations, and subject positions that enlarge the terrain of 
human. capacities and possibilities as a basis for a compassionate social 
order. At issue here is the need to create a polities that contributes to the 
multiplication of sites of democratic stmggles, sites that affirm specific 
struggIes while recognizing the necessity to embrace broader issues that 
both enhance the life of the planet and extend the spirit of democracy to 
a11 societies. 
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Rejecting certain conservative features of modernism, the apoliticd 
nature of some postmodern discourses, and the separatism characteris- 
tic of some versions of feminism, I haw attempted in this essay to ap- 
propriate criticdly the most emancipatory features of these discourses 
in the interest of developing a postmodern feminist pedagagy Of 
course, the list of principles I praGde is far from complete, but it does 
offer the oppoflrrnity for educators to analyz how it might be possible 
to reconceive as pedagogical practice some of the insights that have 
emerged from the discourses I analyze in this essay Far from being ex- 
haustive, the principles offered are only meant to provide some "fleeting 
images" of a pedagogy which can address major issues: the importance 
of democracy as an ongoing struggie, the meaning of educatirlg sttrdencs 
ta govern, and the imperative of cre&ing pedagogical conditions in 
kvhich political citizens can be educated within, a politics of difference 
that supports rather than opposes the reconstruction of a radical 
democracy 

1, Uick Hebdige provides a sense of the range of meanings, contexts, and ob- 
jects that can be associated with the postmodern: "the decor of a room, the de- 
sign of a building, the diegesis of a film, the construction of a record, or a 
"scratch' video, a W commercid, s r  an arts documentary, or the "intertextual" 
relations bef~reen them, the layout of a page in a fashion magazine or critical 
journdll, an mtiteleologicd tendency within epistemology, the attack on the 
betaphysics of presence," general attenuation sf feeling, the collective cha- 
grin and morbid projections of a post-War generation of Baby Boomers con- 
fronting disillusioned middle age, the "predicamenthf rertexivifii, a group of 
rhetorical rropes, a proliferation of surfaces, a new phase in comnlodity 
fetishism, a fascination for 'images,' codes and styles, a process of cultural, po- 
litic& or efistentid fragmentation axldlor crisis, the 'de-centering' of the sub- 
ject, m "ncredulir-~r towards metanwratives,' the replacement of unitary power 
axes by a pluralism of powerldiscourse formations, the Yinrplasi~n,' the col- 
lapse of cultural hierarchies, the dread engendered by the threat of nuclear self- 
destruction, the decfine of the UniversiqI the functioning and effects of the new 
miniaturized technolo@es, broad sacietal and economic shifts into a 'media,' 
"cansumer' or bnruItinional"ghase, a sense (depending on whom you read) sf 
)pllacelessness' or the abandonment of placelessaess (%critic& regionaiism'] or 
(even) a generalized substitution of spatid for temporal co-ordinates." (""Post- 
modernism" 7%) 

2. The now classic defense of moderniq in the postmodern debate can be 
found in Habermas ("Moderniq"; Bkeourse). For more extensive anabses of 
modernity, see Berman [Air); Lunn; Bernstein; Friisby; Kolb; ConnaBy; Lmsen. 
An interesting comparison of two very different views on modernity can be 
found in Berman ( " m y  Modernism") and Richad, 
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Insurgent Multiculturalism 
and the Promise of Pedagogy 

Multicrtl~ralispr~ has become a central discourse in the struggle over is- 
sues regarding nalianal identity* the constmction of historical memory, 
the purpose of schooling, and the meaning of democracy MlhiEe mast of 
these batles have been waged in the university around czlrricufunl 
changes and in polemic exchanges in the public media, today's cmtcial 
culture wars increasingly are being fought on two fronts. First, mullticul- 
trlralistn has become a "tug of war over who gets to create pb l i c  ~ u l -  
ture.""i~econd, the contesed terrain of multiculturalism is heating up 
between educational institutions that do not meet the needs of a mas- 
sively shil'ting student population arzd students and their families for 
whom schools increasingly are perceived as memly one morc: instru- 
ment of repression. 

In the first instance, the struggle over public culture is deeply tied to a 
historical legacy that affirms American character and national i d e n t i ~  
in terms that are deeply exclusionary; nativist, and racist, Echoes of this 
racism can be heard in the voices of public intellectuals such as George 
Will, Arthur Schlesinger Jr, and George GLlder, Institutional support for 
such racism can be hund in. neocansemative establishments such as 
the Qlin Foundation and the National Association of Scholars. 

in the second instance, academic culture has become a contested 
space primarily because groups that have been traditionally excluded 
from the public school curriculum and from the ranks of higher educa- 
tion are now becoming more politicized and are attending higher edu- 
cation institutions in increasing numbers. One cansequence of this de- 
veloping politics of difference has been a series of struggles by 
subordinate groups over access to educational resources, gender and 
racial equity; curriculum content, and the disciplinarybased organiza- 
tion of academic departments, 



While it has become commonplace &I acknowledge the confliaing 
meanings of multiculturalism, it is important to acknowledge that in its 
conservative and liberal forms multiculturalism has placed the related 
problems of white racism, social jusice, and power off limits, especially 
as these might be addressed as part of a braader set of political and 
pedagogical concerns, In what follo~m, I want to reassefi the inzpor- 
tance of making the pedagogical mort: political. That is, I want to ana- 
lyze how a broader definition of pedagogy can be used to address how 
the production of knowledge, social identities, and social relations 
might challenge the racist assumptions and practices that inform a va- 
riety of cultural sires, including but not limited to the pubIic and private 
spheres of schooling. Central to this approach is an attempt to define 
the pedagogical meaning of what I will call an insurgent mufticultural- 
ism, This is not a multiculturalism that is limited to a fascination with 
the construction of identities, communicative competence, and the 
celebration of tolerance, Instead, I want to shift the discussion of multi- 
culturaXism to a pedagogical terrain in. which relations of power and 
racialized identities become paramotrnt as part of a language of cri- 
tique and possibility 

Xxr part, this suggests constructing "m educational politics that would 
rewd the structures of power: relations at work in the racialhation of our 
social order'%hile sirrzultarreousity encouraging students to '"think about 
the inmntion of the category of whiteness as well as that of blackness 
and, consequently, to make visible what is rendered invisible when 
viewed as the normative state of existence: the (white) point in space 
from which we tend to identi&  difference,""^ part of a language of cri- 
tique, a central concern of an insurgent multiculturalism is to strip 
white supremacy of its legitimacy and authority. As part of a project of 
possibility, an insurgent multiculttutraXism is about developing a notion 
of radical democracy around differences that are not exclusionary and 
fixed, but that designate sites of struggite that are open, fluid, and that 
will provide the conditions for expanding the heterogeneity of public 
spaces and the possibility for "critical dialogues across different political 
communities and constimencies,"" 

I f .  . . one managed to change the eurrieufum in all the schools so that 
[Afro-Americans] learned more about themselves and their red eontribu- 
tions to this culture, you would be liberating not only [Afro-hericmsj, 
you'd be liberating white people whs know nothing about their own history. 
And the reason is that if you are ccornpeIled to lie about one aspect of my- 



badyts histoq* you must tie about it all, If you have to tie about my real role 
here, if you have to pretend that 1 hoed all that cotton just because T torred 
you, then you have done something to yourself. You a e  mad.4 

M a t  James Baldwin, the renowned Afro-American navelist, is sug- 
gesting in the mo& immediate sense is I-hat issues concerning multic~tl- 
turalism are filndamentally about yueslions of race and identi@ A more 
penetrating analysis reveals that multiculturalism is not only about the 
discourse of racialized identities, but is also fundamentally about the 
issue of whiteness as a mark of racial and gender privilege. For example, 
Baldwin. a r p e s  that multiculturalism cannot be reduced to an excllusive 
otherness that references Afro-hericans, Hispanics, Latinos, or other 
suppressed "minorities," as either a problem to be resolved through the 
call for benevolent assimiEation or as a thl-eat to be policed and elimi- 
nated. For B a l d ~ n ,  multiculturdism is primarily about whiteness and 
its claims to a self-definition that excludes the messy relations of race, 
ethnicity, powex; and identity Baldwin highlights how differences in 
power and privilege authorize who speaks, flow fully, under what condi- 
tions, against what issues, Eor wlrom, and with what degree of consis- 
tent, institutionalized support, In this sense, multicultrxralism raises the 
question of whether people are speaking \izrithin or outside a privileged 
space, and whether such spaces provide the conditions for different 
groups to listen to each other differently to address how the racial 
economies of privilege and power work in h e r i c a n  society; 

I want to argue that educators need to rerlrink the politics of nrulticul- 
turallism as part of a broader atkerxlpt to engage the world of public and 
gtobal politics. This suggests challenging the narratives of naional iden- 
tity culture) and ethniciq as part of a pedagogical effort ~ ' o  provide dom- 
inant groups with the knowledge and histories to examine, achowX- 
edge, and unlearn their o m  pritlitege. But more is needed in this view of 
multiculfuralism than decunsfnlcling the centers of colonial power and 
undoing the master narratives of racism. A viable mullticultural peda- 
gogy and politics must also amrm cultural differences while sirnultme- 
ously rclksirtg to essentialize and grant irrrmuniv to those groups that 
speak from subordinate positions of power. As Gerald Gra-fP and Bruce 
Robbins point out, the most progressive aspect of multiculturalism ""has 
been not to exalt group "parlicularism' but to challenge it, to cbdlenge 
the belief that blackness, kmaleness, or Afrkanness are essential, un- 
changing qualities.""" 

W h i n  the current historical con_juncture, the struggles over nationd 
identity, race, and what it means to be an 'fAmericann have taken place 
largely within discussions that focus on qzreaiorls of self- and social rep- 
resentation. While a politics of reprclsentation is indispensable in creat- 



ing a multicultural and multiracial society, educators must also address 
the systemic, structural changes that are needed to produce such a sa- 
cial order, Xn part, this demands an approach to muXticulturalism that 
addresses "the context of massive black unemployment, overcrowded 
schools, a lack of recreational facilities, dilapidated housing and racist 
policing."Wornel West builds upon this position by arguing thal white 
h e r i c a  needs to address the nihilism that permeates black communi- 
ties in the United States, He defines such nihilism as "the lived experi- 
ence of coping EvirEx a life of horrifyifzg meaninglessness, hopelessness, 
and (most imparlant) lovelessness,"'; In this scenario, the black commu- 
nity is depicted as a cu1tul.e that has lost the moral strengfi, hope, and 
resistance once provided by the institutions of black civil socieq: ""black 
families, neighborhoods, schools, churches, mosques."B 

X want to extend West3 arpment  and suggest that if the depiction of 
black nihilism is not to reproduce the culture of poverg thesis made 
popular among conservaives, then educators must aaempt to under- 
stand how white institutions, ethnicity, and public life is structured 
through a nihilism that represents another type of moral disorder, im- 
poverishment of the spirit, and decline of public life. In this analysis, 
cultural criticism moves from a limited emphasis on the effects of 
racism and the workings of black nihilism to the origins of racisnl in the 
political, social, and culturaf dynamics of white ""spremacy," More 
specifically; a critieal multiculturalism must shift attention away Ram 
an exclushe focus on subordinate groups, especidly since such an ap- 
proach tends to highlight their deficits, to one that emmines how racism 
in its various forms is produced historically, semiotically; and institu- 
tionally at various levels of socieq, This is not meant to suggest that 
blxks and other subordinate groups do not face problems that need to 
be addressed in the discourse of multicultutralism. Qn the contrary; it 
means that a critical anaIysis of race must move bepnd  the discourse of 
blaming the victim in which whites view multiculturalism as a code 
\yard for black lawlessness and other ""problems" blacks create for white 
&erica, Vie\king black people in this manner reveals not only white su- 
premacy as the discursive and institutional face of racism, but it also 
presents us with the challenge of addressing racial issues not as a 
dilemma of black people but as a problem endemic to the legacy cola- 
nialism rooted in "historical inequalities and longsranding cultural 
stereotypes."g 

In opposition to a quaint liberalism, a critical multiculturalism means 
morct than simply acknowledging difkrences and analyzing sereotypes; 
more hnda-mentally; it means understanding, engaging, and transform- 
ing the diverse histories, cultural narratives, representations, and insti- 
tutions that produce racism and other fiarrns of discrimination, As beEl 



hooks points out, b r  too long white people have imagined that they are 
invisible to black people. Not only does whiteness in this formulation 
cease to mark the locations of its own privileges, it reinforces relations in 
which blacks become invisible in terms of h w  they name, see, experi- 
ence, and bear the pain and terror of whiteness. hooks puts itssuc- 
cinetly: 

In white sugrernacist soclew white people can ""saTeX.y" hagine that they 
are invisible to black people since the power they have historically asserted, 
and even now eofiectiveliy assert over black people, accorded them the ri&t 
to control the black gwe. . . . [And yet] to name that whiteness in the black 
imagination is offerr a representation of terror. One must face written histo- 
ries that erase and deny that reinvent the past to make the present vision of 
racid tfharmony and pluralism more plausible. To bear the burden of mem- 
ory one must willingly journey to places long uninhabited, searching the 
debris of history for traces of the unhrgettable, ail knowledge of which has 
been suppressed. 

It is worth noting rhat many educational commentators who address 
the issue of multiculturalism have ruled out any discussion of the rela- 
tionship between race and class and how they are manifested within 
n w o r k s  of h i e ra~hy  and subordination in and ollt of the schools, This 
parlicular silence, coupled wilh the popular perception bolstemd by the 
media that recent racial disturbances and uprisings such as the rape of 
the female jogger in Cemrd Park, the murder of Michael Jorctan's father, 
and the LA vrising can be explained by pointing to those involved as 
simply thugs, looters, and criminals, makes it clear why the mullticul- 
turaj, peril is often seen as a black threat; it suggests what such a belief 
shams wilh the dominant ideological view of the "other'hs a disruptive 
outsider. In. this scenario, multiculturaiism is seen as an impediment 
rather than an essential condition for the s u r ~ v a l  of democratic public 
life. 

To undelrstand fully the consewative response to multiculturalisnr, it 
is crucial to situate the debates around the politics of eulttxral difference 
wi.hin the broader assault on democracy that has taken place in the last 
decade. But before f address this issue, T want to suggest that public 
schooling and tzigfier educiition are crucial sites in wtzich the relation- 
ship bemeen multicul.l.txralisnruralism and democracy should be acknowledged 
and incorporated into the curriculum. A democratic or insurgent multi- 
clilturalism is one that offers a new language for studen& and others to 
move bet\.veen disciplinary borders and to travel wilihin zones of cull-tlral 
difference. This is a lanwage that challenges the boundaries of cultural 
and racial difference as sites of exclusion and discrimination white si- 
muttaneously rewriting the script of cultural difference as part of a 



broader attempt to expand and deepen the imperatives of a multicul- 
tural and mutltiracid democracy 

An insurgent multiculturalism takes as its starting point the question 
of what it means for educators and cultural workers to treat schools and 
other public sites as border institutions in which teachers, students, and 
others engage in daily acts of cuftural transla'rion and negotiation, Far it 
is within such institutions that students and teachers are ofkred the op- 
portunity to become border crossers, to recognize that schooling is 
really an introduclion to how culture is organized, a demonstration of 
who is authorized ta speak about particular forms of culture, wbat cul- 
ture is considered worthy of valorization, and wbat forms of culture are 
considered invalid and unworthy of pitblic meem. Drawing upon Hoani 
Bhabha, I want to contend that schools, in pm, need to be understood 
as sites engaged in the "strategic actiaty of %uthorizingkageney;" of ex- 
ereising arrthoriq "ro articulate and regulate incorlrmrlensuraE?le mean- 
ings and identities.'"Within this perspective, pedagogy is removed 
ham its exclusive emphasis on management and is defined as a form of 
politicat leadership and ethicat address, The pedagogical imperative 
here is to weigh cutfural diff;erences against the implicaions they have 
for practices that disclase rather than mystify, democratize culture 
rather than close it off, and provide the conditions for people to believe 
that they can take risks and change existing power relations. Translated 
into a critical pedagogical practice, multiculturalism pluralizes the 
spaces for exchange, understanding, and identity formation among a 
varieg of dominant and subordinate groups. It is precisely because of 
the possibility of rewriting dominant cutXturaI narratives and social rela- 
tions that multicult~lralisxn appears so threatening to conservatives and 
liberals. One of the most frank expressions of this position came &am 
the 197'5 Trilateral Commission report The Crisis of Demoeraq which 
boldly alleged that a substantive democracy represents an unwarranted 
challenge to government authoriq and existing configurations of power. 
Viekved in this context, the current assault on muXticulturalism must be 
underslood as a part of a broader assault on democracy itself. 

Multiculturalism and the Perils of Democracy 
Within the last decade, cultural authority and legislative policy have 
combined to extend massively the infiuence of domination to increas- 
ing numbers of suborclixlate groups in Axnerica. In the face of escataing 
povem, increasing racism, growing unemployment among "minorities,?' 
and the failure of an expanding number of Americans to receive ade- 
quate health care and educalion, the ReagarliBush admirlistraions in- 
voked a wooden morality coupled with a disdain for public Iik by blam- 



ing the nation's ills on the legislation of the Great Society, TV sitcom 
characters such as Murphy Brawn, and the alleged breakdown of family 
values, Witftin this scenario, povere is caused by the powerq of values, 
racism is seen as a ""black"" problem (lawlessness), and social decay is 
rectified by shoring up the nuclear family and social relations of the al- 
leged free market. 

At-Jandoning its rc.sponsibili(y for political and moral leadership? the 
kderal government, during the last decade, reduced its intervention in 
public life to waging war against Iraq, using taxpayershoney to bail out 
corrupt bankers, and slashing legislation that would benefit the poor, 
the homeless, and the disadvantaged, There is a tragic irony at work 
when a government can raise 500 billion dollars to bail out cormpt 
bankers and 50 billion to fight a war in Iraq (put in perspective, the corn- 
bined costs of these adventures exceeds the cost ofworld War XI, includ- 
ing veterans benefits) while at the same time rhat same governrnerrt cuts 
back h o d  stamp and school lunch program in a country in Ll"hich 
nearly one out of every four children under six live in poverty But there 
is more at stake here than simply the failure of moral and political lead- 
ership. The bmadth and depth of democratic relations are being rolled 
back at all levels of national and daily life. For example, this is seen in the 
gro\rving dispariq between the rich and poor, the ongoing attack by the 
government and courts on civil rights and the welfarcl system, and the 
proliferating incidents of racist harassment and cl-islence 011 college and 
public school sites, 

The rcltreat from democracy is ecrident also in the absence of serious 
talk about how as a nation, we might educate existing and future gener- 
ations of students in. the lanpage and practice of moral compassion, 
critical agenq, and public service. The discourse of leadership appears 
trapped in a terminology in which the estimate of a: good society is ex- 
pressed in indices I-hat meastlre profit margns and the Wow Jones Aver- 
age. Missing in this vocabulav is a way of nourishing and sustaining a 
popular perception of democracy as something that needs to be con- 
stantly struggled for in public arenas such as the schools, churches, and 
other sites which embody the promise of a muiltiracid and rnulticull-tlral 
democracy; 

This current assault on democratic public life has taken a new turn in 
the last few years, At one level, American conservatives have initiated a 
long-term project of discrediting and dismantling those institutions, 
ideologies, and practices that are judged iczcomyalible with the basic 
ideology of the market place with its mswerving cornmiment to the 
principles of indigdualism, choice, and the competitive ethic. Accom- 
panying this attempt has been a parallel effort to reprivatize and deregu- 



late schools, health care, the weIfare system, and other public services 
and institutions. 

Part of the attempt to rewite the terms of a discourse of democratic 
public life can be seen in the emergence of a new breed of inteleauals, 
largely backed by conservative think tanks such as the Madison Group, 
the Hoover Institrrte, Writage Foundation, and a host of other conserva- 
tive fottndaltons. With access to enormous cultural resources inhsed by 
massive financial backing from the Qlin, Scaife, and Smith Richards~n 
foundations, right-wing think tanks have b e p n  to mourn mammoth 
pltblic campaigns to promote their cullural revolution. Many of the 
major right-wing intellectrtzals who have helped to shape popular dis- 
course about educational reform in the last decade have reeeiirred exten- 
sive aid from the conservative hundations, These include inteIfectuals 
such as Diane Ravitch, Chester Finn Jr, Dinish D%~ouza, and Thomas 
Sawell; all of wf.lom have targeted public schools and higher education 
as two principjl spheres of struggle over issues of curricula reforrrr, pri- 
vatization, choice, and difference. To understand the model of leader- 
ship these intellectuaIs proGde, it is important to examine how some of 
their underlying ideological concerns relate to the broader issues of 
democracy; race, and public accountability, 

For many conservatives, the utopian possibilily of cutrural democracy 
has become dangerous at the current historical conjuncture for a num- 
ber of reasons, Most important, cultural democracy encourages a lan- 
guage of critique for underaanding and trmsforming those relations 
that trap people in networks of hierarchy and exploitation, That is, it 
proGdes normative referents for recognizing and assessing competing 
political vocabularies, the visions of the future they presuppose, and the 
social identities and practices they produce and legitimate. Clearly, such 
a position poses a challenge to right-wing educatolrs whose celebration 
of choice and the logic of the market place often ab-acts frc~edom fmm 
equaliw and the imperatives of citizenship from its historical grounding 
in the publie institutions of madern society. 

In fact, marty conservatives have been quite aggressiwe in rewriting 
the discourse of citizenship rzot as the practice of social rc;rsponsibitily 
but as a privatized act of altruism, self-help, or philanthropy* Tt is crucial 
to recognize that within this language of privaization, the disquieting, 
disrupting, interrupting difficulties of sexism, crime, youth unemploy- 
ment, AIDS, and other social problems, and how they bear down on 
schools and subordinated groups, are either ignored or summarily dis- 
missed as individual problems causedt in part, by the people who are 
crictimized by them, This position accentuates indiddual character fiaws 
and behaGoral impediments to economic and social mobility to elide 



the political and economic conditions that produce the context of vic- 
timization and the systemic pressures and limits that must be addressed 
to overcome it. By focusing on the privarized language of individual 
character, conservaives erase the moral and political otitigation of indi- 
criduals, groups, and institutions to recognize their complicity in creat- 
ing the racial problems that multicultrlrat critics have addressed, In this 
scenario, end up with a vision of leadership in which individuals act 
in comparative isolation and without any sense of public accountability 
This is why many right-wing educators praise the virtues of the competi- 
tion and choice but rarely talk about how money and pawer, when un- 
evenly distributed, influence '"whether people have the means or the ca- 
pacity" to make or act on choices that inform their daily lives.12 

Choice in this case serves to rewrite the discourse of freedom within a 
limited conception of individual needs and desires, What disappears 
from this view of leader&@ is the willingness to recognize that the h- 
damental issues of citizenship, democracy and public life can neither be 
understood nor addressed solely within the restricted language of the 
marketplace or choice. Choice and the market are not the sole eondi- 
tions of freedom, nor are they adequate to conslituting political subjet;& 
kvithin the broader discourses of justice, equality, and community In 
fact, no understanding of community, citizenship, or public culmre is 
possible without a shared conception of social justice, yet it is precisely 
the nation of social justice that is missing in mainstream discussions of 
multicuitturalism and school reform. 

Conservaiws not only view mukiculturalisrrr as a threat to naional 
identiw, they have actively attempted to remove it from the language of 
commurlity and social justice. Kallrer than assertirlg the primacy of the 
ethical in respondhg to the sufft;rlng of subordinated groups in America's 
schools and other sociaf institutions, conservatives have developed edu- 
cational and public policies that expand cost-benefit anclllyses and market 
relations at the expense of addressing major social problems such as 
racism, poverfyl crime, and unemployment. For example, it is worth nat- 
ing that 45 per cent of all "minority"' children live in poverty while the 
dropout rate among "minority'btudents has atlained truly alarming pro- 
portions, reaching as high as 70 per cent in some major urban areas. 
These problems are compotlnded by an rtnemplopent rrrte among black 
youth that is currently 38.4 per cent. In the face of these problems, conser- 
vatives are aggressively attempting to enact choice legislation that wu ld  
divert funds away from the public sdxools to private schools, Against 
these efljorts, it is worth noting, as Peter Drier pains out, that; 

since 1980 the federal government has slashed sueeess;fuI urban pro- 
grams-public works, economic development, health and nutrition, 



schools, housing, m d  job training-by more than 10 per cent. . . . In 1980, 
federal doIlars accounted for 14.3 per cent of city bbudgets; today, the kderd 
share is Xess than five per cent. . . . To avert fiscai collapse, many cities have 
been closing schools, hospitals, police and fire stations; laying off of essen- 
tial employees; reducing such basic s e ~ c e s  as maintenance of parks and 
roads; neglecting housing m d  hedth codes, m d  postponing or cmceling 
capital impravements.1" 

The daim by conservatives that these problems can be solved by rais- 
ing test scores, promoting choice, developing a national curriculum, 
and creating a uniform standad of national literacy is cmel and mean- 
spirited. But, of course, this is uvheft? the discourse of critical democracy 
becomes subversive; it makes vrisible the political and normative consid- 
erations that frame such reforms, It also offers a referent Tor analyzirlg 
how the language of excessive individualism and compelitiveness serves 
ta make social inequality inGsible, promoting an indifference to human 
misery, exploitation, and suffering. Moreover, it suggests that the lan- 
guage of excellence and individualism when abdracted from considem- 
tions of equaliv and social justice sewes to restrict: rather than animate 
the possibilities of democratic public like Increasingly, conservatives 
also have used the lanpage of individual rights; that is, the right of indi- 
criduals to think and act as they please, to a"rack any discourse or pro- 
gram that questions the existence of social inequalities, As Joan Seott 
points out, there is more at stake here than what the conservatives call 
the existence of dangerous orthodoxies in the university 

VVe are experiencing another phase of the ongoing Reagan-Bush revolution 
which, having packed the courts m d  prhsttized the economy, now seeks to 
neutralize the space of idealogical and cultural nonconformity by discredit- 
ing it, This is the context within which debates about politic& correctness 
and multictrItr~ralism have taken shape, 14 

Rather than engage the growing insistence on the part of mow and 
more groups in this eountrJr to define themselves around the specidicify 
of class, gender, race, ethnicity, or sexual orientation, consewatives have 
committed themselves simply to resisting and subverting these dewlap- 
m e m .  While conservatives rightjy recognize that struggles over the 
public school curriculum and the canon in higher education are heled, 
in part, over anxiety about the issue of national identity; they engage this 
issue from a largely defensive posture and in doing so appear to lack any 
understanding of how the curriculum itself is implicated in producing 
relations of inequality; domination, and oppression. For example, even 
moderate liberals who adopt a conservative stance on multicultural is- 
sues rt?sorl; to rhetoric.& swipes that share ideological ground with na- 



tivist writing against Catholics and immigrants in the 1920s. For exam- 
ple, Schlesinger refers to the multiculturalis& in the United States as 
part of an "ethnic upsurge" that threatens to become a full-fledged 
counterrwolution against the alleged common culture and the 'Rmeri- 
can ideal sf assimilation."" SchEesinger is quite clear, as are many of his 
consernative allies, that as soon as pubfie schools refuse to serve as vehi- 
cles for cu l tud  assimilation, they have betraqred their most impoflmt 
historically-sanctioned role. UnfortunateXy, Schlesinger does not see 
anylhixlg wong with the schools producing social identities in which 
culturn1 digerences are seen as a deficit rather than a strength. That the 
assimilation model of schooling maintains its hegemony through the 
racist, class-specific dynamics of tracking and cultural discrimination 
appears to Schlesinger to be lrnwoahy of critical attention. W e n  criticd 
mulltieulturalists criticize how the cuniculum through a process of ex- 
clusion and inclusion. privileges some groups over others, such critics 
are stlmmarliy dismissed as being political, partisan, and radically izni- 
American by critics such as SchXesinger. 

It is difficeufr to imagine what is either un.p&riotic or I-hredcmixlg about 
subordinate groups attempting to raise questions such as: ""li\j'hose expe- 
riences, histories, knowledge, and arts are represented in our educa- 
tional and cultural institutions? Wow fully, on whose terms, and with 
what degree of ongoing, institutionalized paflicipation and power?'"e 
Nor in a democratic society should subordinate groups attempting to 
fashion a pedagogy and potitics of irlclusivn and crrftural democracy be 
derisively labeled as particularistic because they have raised serious 
questions regarding how the canon and public school curriculum work 
to secure specific Ibrnls of cultrrral authoriv or how the dynamics of ettl- 
tural power works to silence and marginalize specific groups of stu- 
dents. Responding to these concerns, academic conservatives such as 
William Kerrigan simply recycle their owsl beliefs about the superiority 
of the established canon without reveafing the slightest element of self 
criticism, Kerrigan arwes that "an undergraduate education that sad- 
dles (my emphasis] students with keultural diversifybequirements en- 
courages them to flit incoherently fi-om this concentration to that 
major,"n That the knowledge that constitutes the academic disciplines 
is neither unive-csal nor the highest mpression of schalarshiy given its 
mtlrsion of women and ""minoritics'Voes not seem to bother Kerrigan. 
In this case, the claims that subordinate groups make upon the shaping 
of cultural memory and the promise of democratic pluralism are dis- 
missed by Kerrigan through the arrogank self-serving asseaion that "ed- 
ucators have become pathologically sensitim to complaints of ethno- 
centrism. Rather than elevating the minds of students from historically 
oppressed groups, the whole educational system is sinking."'" This 



emerging critique of schools and other cultural institutions is based on 
the elitist and racist assumptions that the enemy of democracy is not in- 
tolerance, strucmred inequality, and social illjustice, but culttlral differ- 
ences. 

In treating cultural narrative and national history in fixed and narrow 
terms, conservatives relinquish one of the most important defining 
principles of any democracy; that is, they ignore the necessiq of a de- 
mocratic society to rejuvenate itself by constantly reexamining the 
strengths and limits of its traditions. In the absence of a critical en- 
counter with the past and a recognition of the irrrpoflmce of culfuralf di- 
mrsity; multiculturaiism becomes acceptable only if it is reduced to a 
pedagog of reverence and trarlsxnission rather than a pedagogical prac- 
tice that puts people in dialogue with each other as part of a broader at- 
tempt to fashion a renekved interest in cultural democracy and the ct-e- 
&.ion of engaged and critical citizens, Bhikh Parekh righdy argues that 
such an uncriticat stance defines what he calk demagogic mutticultural- 
ism. For Parekb, the traditionalfistsF refusal of cultural hyhribity and dif- 
ferences and the fixity of identity and culture promotes a dangerous 
type of fundamentalism He writes: 

When a group feels besieged and afraid of losing its past in exetrage for a 
nebulous future, it lacks the courage to criticaIly reinterpret its fundarnerr- 
tal principles, lest it opens the door to 'kxcessive" "reinterpretation. It then 
turns its fundamerrtds into fundamenta~ism, it declares them inviolate and 
reduces &ern to a neat m d  easily enforc-ee&Ie packge of beliefs m d  ritu- 
ds.19 

PareWs fear of demagogic multiculruralism represerrts a pedagogical 
problem as much as it does a political one, The political issue is exrrrpli- 
fie$ in the consewative view. that critical multiculturalism with its asser- 
tion of multiple identities and diverse cultural traditions represents a 
threat to democracy As I have menlioned previously the fatal politicd 
transg~ssion committed here lies in the suggestion that social criticism 
itself is fundamentally at odds with democratic life, Indeed, this is more 
than mem rhetoric, it is a challenge to the very basic principles that in- 
form a democratic society. Pedagogically; demagogic multicuIturalism 
renders any debate about the relationship betvveen democracy and cul- 
tural difference moot. By operating out of a suClircating binarisrn that 
pits "us" against ""tern3' conservatives annul the possibility for dialogue, 
education, understanding, and negotiation, In other words, such a posi- 
tion offers no language far contending with culrures wlrose boundaries 
cross over into diverse spheres that are fluid and saturated with power. 
How this type of fundamentalism will specifically impact the schools 
can be seen in the increased cdfs for censorship as well as in the bleach- 



ing of the curriculum to exclude or underfepmsent the voices and histo- 
ries of various subordinate groups, 

Instead of responding to the increasing diversity of histories, ethnici- 
ties, and cultures complexly layered o\ier time, dominant instimtions 
and discourses appear increasingly indifferent to the alarming po-verty; 
shameh1 schoot dropout rate, escafating unemplopent and a host of 
other problems that accentuate the alienation, inequality, and racial 
segregation that fuel the sense of desperation, hopelessness, and disem- 
powerment felt by many "minorities" in the United States, It appears 
moralfy careless and politically irresponsible to define multiclttturalism 
as exclusively disruptive and antithetical to the most hndamental as- 
pects of Ameriem democracy, Such a position fails to explore the poten- 
tial that multiculturalism has as a critical referent fur linking di\rersity 
and cultural democracy while simultaneously serving to ignore the sa- 
cial, economic, and potitical conditions that have spurned the current 
insurgency among "minorities" and others around the issue of multicul- 
turalism. 

Toward an Insurgent Multiculturalism 
To make a claim for multiculturalism is not . . , to suggest a juxtaposition of 
several cultures whose frontiers remain intact, nor is if to subscribe to a 
bland "melting-pot'"pe of attitude that would level. all diRerences. It lies 
instead, in the intercultural acceptance of risks, unexpected detaws, and 
complefities of reitation bemeen break and  closure.^^ 

Mufticulturafism like arty other broadly signiQing term is multiaceerr- 
tual and must be adamantly chdlenged when defined as part of the dis- 
course of domination, or essentialism. The challenge the term presents is 
datlnting given the way in which it has been appropriated by various 
mainstream and orthodox positiorrs. For example, when defined in cor- 
porate terms it generally is reduced to a message kvithout critical content. 
Liberals have used multiculturalism to denote a pluralism devoid of his- 
torical conlextualization and the specificities of refations of power or 
they have depicted a vliew of cultural struggle in which the most hxlda- 
mental contradictions "implicating race, class, and gender can be har- 
monized within the prevailing structure of p w e r  relations.'QV~or many 
consewatives, muXticulturalisxnm has come to signify a disruptive, unset- 
tling, and dangerous force in American socieq, For some critics, it has 
been taken up as a slogan for promoting an essentialidng identiv poli- 
tics and various forms of nationalism. In short, mutltieultnralisxnralsm can be 
defined through a vari* of ideological constrrrcls, and signifies a terrain 



of stmggle around the reformation of historical memory, national iden- 
tity, self- and social representation, and the politics of diRemnce. 

Multiculturalism is too important as a political discourse to be exclu- 
sively appropriated by liberals and conservatives. This suggests that if' 
the cancept of multiculturatism is to become useful as a pedagogical 
concept, educators need to appropriate it as more than a tool for critical 
understanding and the plurdizing of differences; it mu& also be used as 
an ethical and political referent which alXokvs teachers and students to 
understand how power works in the interest of dominant social rela- 
tions, and how such relations can be challenged and transformed, In 
other words, an insurgent multiculturallism should promote pedagogi- 
cal practices that offer the possibility for schooXs to become places 
wberc: students and teachers can become borc-ler crossers engaged in 
critical and ethical reflection about what it means to bring a wider vari- 
ety of cultures into dialogtre with each other, to theorize about clrlttrres 
in the plural, within rather than outside ""antagonistic relaions of domi- 
nation and subordination."= 

In opposition to the Liberal emphasis on individual diversity, an insur- 
gent multicul~rdism also musl address issues regarding group differ- 
ences and how power relations hnction to structure racial and ethnic 
identities. Furthermore, cultural differences cannot be merely affirmed 
ta be assimilated into a common culture or policed through economic, 
political, and social spheres that restrict full citizenship to dominant 
groups, If multiculturalism is to be linked to renewed interests in ex- 
panding the principles of democracy to wider spheres of application, it 
must be defined in pedagogical and political terms that embrace it as a 
referent and pradice for dVic courage, critical citizenship, and demo- 
cratic struggle, Bhikhlr Parekh provides a definition that appears to 
avoid a stlper8cl'aI pluralism and a nation of multiculturalism that is 
structured in dominance, He wites: 

Mdticulturdism doesn't simply mem nmer icd  plurdiq of different cul- 
tures, but rather a c o m u n i q  which is creating, guaranteeing, encourag- 
ing spaces Gthin which different communities are able ta grow at their 
ovvn pace, At the s m e  time it means creating a public space in which. these 
communities are able to interact, enrich the existing culture and create a 
new consensud culture in which they recognize reflections of their own 
identiv.2" 

In this view, m~lticu!turalism becomes more than a critical referent 
for interrogating the racist representations and praaices of the domi- 
nant culture, it also provides a space in which the criticism of cultural 
practices is inextricably linked to the production of cultural spaces 



marked by the formation of new identities and pedagogical praaices 
that offers a powerht challenge to the racist, patriarchal, and sexist prin- 
ciples embedded in American society and schooling. Within this dis- 
course, curriculum is viwed as a hiera~hical and representational sys- 
tem that selectively. produces knowledge, identities, desires, and values. 
The notion that ctlrriczrlum represents knowledge that is objective, 
value free, and beneficial to all students is chdlenged forcefully as it be- 
comes clear that those who benefit from public schooling and higher 
education are generally white, middle-class studenrs whose histories, 
experiences, language, and knowledge largely cor thm to dominant cul- 
tural codes and practices, Nloreovelr, an insurgent multiculturalism per- 
forms a theoretical service by addressing curricuhm as a form of cuf- 
turaI politics wlrich demands linking the production and legitilnalion of 
classroom knowledge, social identities, and values to the institutional 
errvirorrmerrts in which they are produced. 

As part of a project of possibiliq, 1 want ~ ' o  suggest some general ele- 
ments that might inform an insurgent mulltictlltural curriculum. First, a 
multicuittural eurrietltum must be informed by a new itanwage in. which 
cultural differences are taken up not as something to be tolemred but as 
essential ta expanding the discourse and practice of democratic life. It is 
irnyortmt to note that mrtrtimlturalismn is not merely an ideological 
construct, it also refers to the fact that by the year 2010, people of color 
will be the numerical majority in the United States, This suggests that 
educators need to develop a fangtrap, vision, and curricrtllrln in which 
multiculturalism and democracy become mutually reinforcing cate- 
gories, At issue here is the task of reworking democracy as a pedagogical 
and cultural practice that contributes to what John Dewey once eaJIed 
the creation of an arliculate public. Manning Marable defines some of 
the essential parameters of this task. 

MuIticulturd politic& democracy means that this country was not built by 
m d  for only one group-Western Europeans; that our country does not 
have only one language-English; or only one religion-Christianiq; or 
only one economic philosophy-corporate capitalism. Muilticuilturaf 
democracy means that the leadership within our society should reRect the 
richness, caXors and diversity expressed in the lives of a11 of our people. 
Mdticulturd democracy dernmds new types of power shaing and the re- 
aIXocation of resources necessary to great economic and social develop- 
ment for those who have been systernaticdly excluded and denied.24 

Imperative to such a task is a reworhng of the relationship between cul- 
ture and power to amid what Homi Bhrzbha. has called ""the subsump- 
tion or sublation of social antagonism . . . the repression of social divi- 



sions . . . and a representation of the socid that naturalizes culturd dif- 
krence and turns it into a %econd"nature arprnent."25 

Second, as part of an attempt to develop a mufticuftural and multira- 
cial socieq consistent with the principles of a democratic socierp edu- 
cators must account for the Fdct that men and women of color are dis- 
propor"ronately underrepresented in the cufturat and public institutions 
of this country. P@ctag;ogically this suggests that a multicultural curricu- 
lum must p m ~ d e  students with the skills to analyze how various audio, 
visual, and print texts fashion social identities over time, and how these 
representations serve to minlbrce, chalfenge, or rctwrite dominant mord 
and political vocabularies that promote stereotpes that degrade people 
by depriving them of their history cufture, and identity, 

This should not suggest that such a pedagogy should solely concen- 
trate on how meanings produce particular stereotypes and the uses to 
which they are put, Nor should a multicultural politics of representation 
focus exclusively on producing positive images of sutoorctinated groups 
by recovering and reconstituting elements of their suppressed histories. 
M i l e  such approaches can be pedagogically useful, it is crucial for criti- 
cal educators to reject any approach to multiculturalism that amrms 
cultural differences in the name of an, essentialized and separatist iden- 
tity politics. Kaher than mcoverirrg differences that sustain their self- 
repraentation through exclusions, educators need to demonstrate how 
differences colXide, cross over, mutate, and transgress in their negotia- 
tions and struggles. Differences in this sense must be understood not 
through the h i @  of place or the romanticization of an essentialized no- 
tion of history and experience but through the tropes of indeterminacy, 
flows, and translaions, In I-his instance, multicuXturalism can begin to 
formuilate a politics of represenlation in which questions of access and 
cultural production are linked to kvhat people do with the signiwing 
regimes they use within historically-specific public spaces. 

While such approaches are essential to giving up the quest for a pure 
historical tradition, it is imperative that a multicultural curriculum also 
focus on dominant, white institutions and histories to interrogate them 
in terms of their injustices and their contributions for '*"fnmaniQ'This 
means, as Carnel West points out, that 

to engage in a serious discussion of race in America, we must begin not 
with the problems of black people but with the Raws ofherjicsurr sociev- 
flaws rooted in historical inequalities and Longstanding cultural stereo- 
types. . . . How we set up the terms for discussing racial issues shapes our 
perception and response to these issues, As long as black people are Gewd 
as "them,'J the burden fails on blacks to do aXX the ""cultural" and "morauls' 
work necessaq for healthy race relations. The implication. is &at only cer- 



rain he r icans  can define what it means to be Ameriem-and the rest 
must simply '%fir in.'QG 

In this sense, multiculturalism is about making vvbiteness visible as a 
racial category; that is, it points to the necessity of providing white stu- 
dents with the cultural memories that enable them to recognize the his- 
torically- and socidly-construcled naturcl of their own identities, Multi- 
culturalism as a radical, cultural polities should attempt to provide 
white students (and others) with the self-definitions upon which they 
can recognize their own complicity with or resistance to how power 
works kvirhin and across differences to legitimate some voices and dis- 
mantle others. Of course, more is at stake here than having whites reflect 
critically on the constmction of their own racial Eormation and their 
complicity in promoting racism, Equally important is the issue of mak- 
ing all stwdents responsible for their practices, particularly as these 
serve either to undermine or expand the possibility Por democratic pub- 
lic XiFe, 

Third, a multicultural curriculum must address how to articulate a re- 
lationship bemeen uniw and dirference that moves beyond simplistic 
binarisms, That is, rather than defining multiculturalism against unity 
or sixslytgr for diRererrce, it is crucial for educators to develop a unity-in- 
difference position in which new, hybrid forms of democratic represen- 
tation, participation, and citizenship p r o ~ d e  a forum for ct-eating unity 
withollt denying the particular, multiple, and the specific, In this in- 
stance, the interrdationship of diffemnt culturns and identities become 
bordertands, sires of crossing, negotiation, translation, and dialogue. At 
issue is the production of a border pedagogy in which the intersection of 
culture and identiq produces self-definitions that enable teachers and 
students to authorize a sense of critical agency Border pedagof~y points 
to a selflother relationship in which identity is fixed as neither Other nor 
the same; instead, it is both and, hence, defined within multiple fitera- 
cies that become a referent, critique, and practice of cuftural translation, 
a recognition of no possibility of fixed, final, or monologically authorita- 
tive meaning that exis& outside of history, power, and ideology. 

Within such a pedagogical cartography, teachers must be given the 
opportunity to cross ideological and political borders as a way of clarify- 
ing their own moral vision, as a way of enablng counterdiscourses, and, 
as Roger Sirnon points out, as a way of getting sttzdents '"beyond the 
world they already h o w  in order to challenge and provoke their inquiry 
and challenge of their eliisting views of the way things are and shoufd 
be.*pzT 

Uxlderlying this nolion of border pedagogy is neittter the logic of as- 
similation (the melting pot) nor the imperative to create cultural hierar- 



chies, but the attempt to expand the possibiliCies for different groups to 
enter into dialogue to understand further the richness of their differ- 
ences and the value of what they share in common, 

Fourth, an insurgent multiculturalism must challenge the task of 
merely re-p~senting cultural differences in the cun.iculrrm; it must also 
educate students of the necessiq fbr linking a justice of mltiyticity to 
struggles over real material conditions that structure: everyday life, In 
part, this means understanding how structurat imbalances in power 
produce reat limits on the capacity of subordinate grollps to exercise a 
sense of afllency and struggle. It dso means analyzing specific class, race, 
gender, and other issues as social problems rooted in real material and 
institutional factors that produce specific forms of inequality and op- 
pression. This would necessitate a muEticultural curriculum that pro- 
duces a language that deals with social problems in historical and rela- 
tional terms, and uncovers how the dpamics of power work to promote 
domination  thin the school and the wider society. In part, this means 
mutlltieulturallism as a curricula discourse and pedagogical practice must 
function in its dual capacity as collective memory and dternative recon- 
struction, History, in this sense, is not merely resurrected but interro- 
gated and tempered by "a sense of its liability, its contingency; its csn- 
s t r u c t e d e s '  Memory does not become I-he repository of registerkg 
suppressed histories, albeit criticallql, but of reconstructing the moral 
frameworks of historical discourse to interrogate the present as living 
histom 

Finally, a multicultural curriculum must develop, in public: schools 
and institutions of higher education, contexts that serve to refigure rela- 
tions b e m e n  the schoot, teachers, smilenrs, and the wider community. 
For instance, public schools must be wiHing to dewlap a crilical dia- 
logue between the school and those public cultures kvirhin the csmmu- 
nity dedicated to producing sttrden& wflo address the discourse and 
obligations of power as part of a larger atzempt at civic: renewd and the 
reconstruction of democratic life, At best, pawnts, social activists, and 
other socialfy-concerned community members should be allowed to 
play a format-ive role in crucial decisions about what is taught, who is 
hired, and how the school can become a laboratory for learning that 
nurtures critical citizenship and civic courage. Of course, the relation- 
ship between the school and the larger community should be made in 
the interest of expanding ""re sociaE and political task of transformation, 
resistance, and radical ddemoeratization,"~ In both spheres of education, 
the curriculum needs to be decentrdized to allow students to have some 
input into what is taught and under what conditions. Moreovelr, teachers 
need to be educated to be border crossers, to explore zones of cultural 
diflierence by moving in and out of the resources, histories, and n m -  



tives that provlde different smdents with a sense of idewity, place, and 
possibililry; This does not suggest that educators become tourists travel- 
irrg to exotic lands; on the contrary, it points to the need for them to 
enter into negotiation and dialogue around issues of nationalilgi, differ- 
ence, and identi-fy so as to be able to hshion a mare ethical and demo- 
cratic set of pedagogical relations between themselves and their stu- 
dents while simultaneously allowing students to speak, liskn, and learn 
differently within pedagogical spaces that are safe, affirming, question- 
ing, and errabling. 

In this instance, a curriculum for a multicultural and multiracial soci- 
ety p r o ~ d e s  the conditions for stitzdents to imagine beyond the giwn 
and to embrace their identities critically as a source of agency and possi- 
bility. In addition, an insurgent multiculturdism should serve to rede- 
fine existing debates about national identity while simuXtaneously ex- 
panding its theoretical concerns to more gtobat and internarional 
matters. Developing a respect for cullrtms in the plural demands a refar- 
mutlation of what it means to be educated in the United States and what 
such an education implies for the creation of new cultural spaces that 
deepen and extend the possibility of democratic public life, Mlzlticttltur- 
alism insists upon challenging old orthodoxies and reformulating new 
projects of possibility, It is a challenge I-hat all critical educators need to 
address. 
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Public Intellectuals and 
the Culture of Reaganism 
in the 1990s 

'f'fiere is a genuine crisb in e~Iucatil;m and ptlbltlc Eve 
ozrer wlketkpr we rmlEy are a dvilizcnfiorz and rufzef/zer 
rhere is acdyrhing in rhehnzerimn paqt zuorth 
rrarrsmicting. I n  sGhaols nrclurtd ciw C G O U P Z ~ ~ ,  
Ti&anksgivixtgand arl~er natio~tal holihys that once 
bourzd W f(~getfzer I~wvr? beer? tr~;1~sfory~11-"c;r'-~uI'fI~ drealy 
unriformr'@-l'rzto "r~zuln"c~~lrr~ml I.lolidaysFU wi!zett 
cjzr'ldren am asked Lo celebrf&& nothing more t.i"lurz fhdr 
awn erlz~zicip+nd, by implicadopz, their awn egos," 

- N r n  Ghpleh 

Schooling and the Culture of Reaganism 
Ncwr Gingrich's comments exempliQ for me the legacy of a historical 
era that has been Xabeled as the ctl1tutl-e of Reaganism.2 l' mention this 
historical period, beginning with the election of Rorlald Reagan to the 
presidency in the 1980s and continuing into the 1990s, because it inau- 
gurated a fundamental shift in the political and cultural realignments 
that has bad a major impact on b e r i c a n  public fife since the 1980s.3 
The a l lure  of Reaganism provided the historical, political, and social 
context that has mast deeply affected the various theoretical interven- 
tions E have made as a critical educator over the past sixteen years, The 
problems I have addressed regaruling schooling and public lifep the role 
of teachers as intellectuals, and the ct~1turaX politics of the curricuEutm 
have been forged in a language and set of assumptions shaped by the 
politics, institutional pressures, and policies that have dominated this 
historical era,Wy point here, of course, is that the act of theorizing can- 
not be abstracted from the conditions we inherit or from the problems 
that emerge in the Eace of specific historical canditions. 

Moreovex; I have always been less concerned with deellaping a body 
of scholarly work that simply sniped at those who loosely shared a sirni- 
lar ideological view of the world than with addressing, in a language of 
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critique and possibility, those politic&, theoretic&, and cultural I'orces 
that pose the greatest challenge to public schooling as a site for teaching 
students to take seriously civic responsibility artd the imperatives of a 
vit a1 democracy, 

Gingrich's comment also presupposes a neoconservatirre view of 
schooling, cultural difference, and public life that has dominated the 
counry since the Reagarr era, During this period youth, in particular, 
have experienced massive changes in nuclear famif-y life, caused by ris- 
ing poverq rates, the Bigfit of capital from rtrbarl centers, and the dis- 
mantling of policies designed to protea the poor, chifdren, and the el- 
derly, Furthermore, the forces of economic restructuring and 
deindustrializati~n have fargety replaced the manufacturing sector Evirh 
a proliferation of low-skil jobs and have conlribued to rising unem- 
ployment rates among young people, especially poor, urban black 
youth. More specificat!y, in. the past skteen years, we have witnessed a 
resurgent racim accompanied by an erosion of the saEety nets designed 
ta protect children ham povertyB disease, and homelessness. One tragic 
legacy of Reagan's cultural revolution is that youth, especially poor 
urban youths, have become scapegoats in the neoconsewiw attack on 
welfare, civil rights laws, and health care policies, Demanized in the 
press as thugs and criminals, young black males in particular have been 
blamed fsr the breakdown of public civiliw while young, unwed moth- 
ers have been targeted as the source of at1 social evils in American soci- 
ety.5 Beneath the moral panic, in. the atmosphere of which youth is 
blarrled fur the deterioration of public life, lies a different reatiw: 

In past-Vietnam h e r i c a ,  young people have experienced m erosion in 
their cultural prestige, their impact as a social force has diminished, they 
a e  losing ground in their ri&ts and civil liberties. The nature of the nuclear 
familyf the gobal economy and the world stage is in rapid trmsition, The 
American warking class is disappearing as a social entity. There now exists a 
permanent strbclass of herici tn citizens W call ""the homeless." Half the 
kids in Elmerica don't go to college, and the ones who do spend six years 
getting degrees, after wl~ich they cannot find jobs, or &ford housing, health 
care or cars," 

American yauth and public schools have not fared well under Keagan- 
ism. By calling into question the link between schooling and equity, con- 
sewatives have redefined the role of education in terms of privatization 
and standardization. Neoconservatives have attempted to make the 
public school an adjunct of the corporation, offering ifs s e ~ c e s  to the 
highest corporate bidder. Within this discourse, there is little room for 
lirlking equity with excellence, engaging the role that teachers might 
play as critical intellectuals, or decentering power in the classroom so as 
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to educate students about the relations between and vafues of civic and 
social responsibi1i"ry. The excerpt from NekG Gingrieh"~ To Renew Amer- 
ica baety conceals the neocorrservative view of national identity that, in 
its ethnocentrism and monoculturalism, is scornhl toward minorities, 
urban youth, cultural differences, and the democratic possibilities of 
public schoofing.7 Within this cultural and political hegemonic bloc, 
there has been a consistent attempt to remove schools from their role in 
educating students as social subjects who can take up the burdens and 
responsibilities of democratic public life, Instead, neoeonservatives 
have largely defined education using a monocultural and cmmercial 
logic by which pedagogy sewes primarily to produce consumers. 

The rejection of school as a democratic publie sphere has gone band 
in hand with the expanding emphasis on defining young people in 
terms of market values-as either consumers or commodities, M e n  not 
demonized, youth are viewd as mmely filling market ni&es in a com- 
mercial cultrrrc: that uses mass media, especially television, to sell young 
children and adolescents toys, clothes, and every other conceivable 
produet.8 Over the last sixteen years, many conservatives have relied 
upon the marktplace as a model when shaping and influencing school 
policy Corrporations such as mittZe Commuxlicatiotls have intel-vened 
in devetoying school curricrtla and have played a major rote in contract- 
ing services from public school districts. Furlhermore, there is an in- 
creasing trend takvard private corporation management of pubXic school 
systems on a for-profit basis, &coding to The Educarion Industry Di- 
rectoryp the for-profit education market rctpresents a potential $600 bit- 
lion investment opportunity and currently provides $30 billion in rev- 
enue for corporate interests,Wonservatives in the past decade and a 
half have also initiated policies advocating vouchers, privrztization, and 
charter schools, The first casualties in this scenario have been teachelrs" 
unions, teacher monomy, and children altending schools in economi- 
cally depressed areas. 

Opposing this conservative trend in education, T have attempted in 
my work to insert the political back into educational discourse by focus- 
ing on the relationship bemeen schools and sociee and knowledge and 
power and on the need for teachers to w o k  far a democratic and ethicd 
project. Mthough it is impossible to sum up in one chapter the diReferrt 
trajectories my work has taken over time, I will emphasize my finding 
that what is at stake in the neoconservative attack on education is the 
role that the universit?, and other schools might play as crucial public 
spheres, on the one hand, and what the responsibility of the academic 
as a public intellectual might be on the other. I will. focus on both of 
these issues as they apply to higher education, but I think that mmy of 
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the points to be developed could be applied just as readily to public 
schooling, 

Higher Education Under Assault 
In the past fifteen years, the debate about the role that university educa- 
tars might play as critic&& engaged public intellectuals has grown in- 
creasingly hostiXe. This is most ev;ident in. the barrage of attacks initiated 
in the popular press and by right-wing critics against multicrtltrrralism 
political correctness, and a variety of other forces that are allegedly un- 
dermining what the well-known journalist Ceorge Wif has called "the 
common culture that is the nation's social cement."l(" 

In their attack on the universily, and by default pttblic schooling, neo- 
consewatives imply that the university should not assume the role of a 
public sphere in wX.lich critics actively engage in addressing either the 
problems of the society or glubal issues, For neoconservative hardliners 
such as Chester Finn, Witliam Bennett, and other contributors to the 
Pd;a~i~nal Review, the New Republic, Education Week; and similar publi- 
cations, this position translates into the unproblematic assumption that 
social criticism has no place in the university and that those who engage 
in it represent either a new form of cultural barbarism or a wrsion of po- 
litical correctness that has no place in higher educ&ion.ll Mderate 
cansewatives and liberals take the mare cautious position that universi- 
ties should simply irnpaa knowled@ that widlstands currerlt political 
and cultural affairs, Others, such as Willon Kramer, go so far as to deny 
both the relevance of the university as a public sphere and the assump- 
tion that academics can operate as public intellectuals, W e  writes, ""The 
Great Mistake is to identib public intellectuals with academics, Most of 
the serious intellectual discourse hl: some time has not come out of the 
academy. The academy is intellectually dead."lz 

The crisis over whether the university should be a critical public 
sphere is also evident in the rhetoric of a currently popular group of di- 
verse public intelIectrlals located in and supported financial@ by the 
governmeN private foundations, and the popular press, Politicians 
such as brmer Secretary of Education Wiltiarn Bennett are now touted 
as exemplary inteXleetuals who will restore a traditional moral founda- 
tion to the commanding institutions of civic life. In Bennett's worldview, 
public culture is modeled on civic virtues found in the ninteenth-cen- 
tury McGuEey Readers, and responsible citizenship is embodied in the 
Hollywood film character Forrest Gump. 

In the sphere of mass culture, many journalists-apparently resentful 
that academics are addressing vital public issues-have invoked pop- 
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ulist notions of clarity and ""tthl'zllness" ta reaffirm themselves as the 
"real" voices of the people. One rather grotesque example is the reac- 
tionary TW talk show figure Rnsh Limbaugh. m a t  these coxlservatives 
share-beyond their c o r n o n  battle against the perils of deconstruc- 
tion, postmodernism, culturall studies, black studies, gender studies, gay 
and lesbian studies, post&rncturalism and other theosetical insurgen- 
cies-is the deep rooted belief that university academics have no role as 
critical public intellectuals. 

Hthough the theoretical particulars are different, a similar critique of 
intellectuals in the universiq has emerged among a number of proges- 
sive theoreticians, One popular example can be found in Russell Ja- 
coby5 The Last 1nt;ellectucrls; which considers the decline of public cub 
ture in the United States and the rise of academic intellectuals who 
alllegediy kvrite in arcane languages and largely forsake any Gable politi- 
cal intemention into public life.l"n this view, critical thought nurtured 
in the halls of higher education offers little in the way of understanding 
or promoting socid struggle, For Jacoby; the only real public intellectu- 
als were such nonacademics as Edmund Wilson, Lewis Mumford, 
Dvvighl MncDonald, and others who lived in such urban ceners as 
Greenwich Village and wrote h r  magaines such as the Partisan Review, 
According to Jaeoby, their breed has been replaced by academics who 
are nothing more than classroom technicians, speaking and writing in 
specialized languages that cut them off from viral public audiences and 
issues, Mthough it is true that the uniwrsity harbors academics whose 
work often degeneraes into an abaract and empty formalism, such a 
charge too easily slips into an overgeneralized critique that ignores the 
important work being done by educators at all levels of schooling, 
whose ""principal occupation is studying, reading, teaching, writing, 
publishing, [and] addressing the publlic" and who help students think 
critically ""about the affairs of this world and the broader context of 
things,'q"he backlash against critic4 intellectuals and educators has 
gained substantial currency under Reaganism and with the increasing 
rise of corporate culture in the United States; it is indicative of one di- 
mension of the crisis that higher education is facing. 

Higher Education as a Public Sphere 
I believe that higher education must be defended as a vital public sphere 
in its o m  right-that is, as a public sphere whose moral and pedagogi- 
cal dimensions help renew civic life. The university influences large 
numbers of people not on@ in terms of what they learn and how they lo- 
cate themselives in the context and content of specific knowledge forms 
but also in terms of their impact on a variety of institutions in public 
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liEe,lVor example, if cultural criics were more atlentive to what is 
taught in professions such as nursing, social wol-k, and education, they 
mi&t become more aware of the effect of such teaching on the thou- 
sands of teachers, health workers, and community members who do 
battle on the health, care, social sewice, and the public school fronts. 
Public schoafs, for instance, surely can be said to comprise a major pub- 
lic sphercl; yet hardly a word is ttltercld by radical or conservative critics 
about the crucial relationship betwen such schools and institutions of 
higher learning. Perhaps the mare important westion here is, m a t  si- 
lences will have to endure in the debate on higher education before aca- 
demic intellectuals are dismissed as irrelevant, ewn though much of the 
work that goes on in institutions of higher education directly impacts 
thousands of studenB whose work concerns public issues and the re?- 
newd of civil socieq. 

To elaborate further on the universiq as a crucial public sphere and 
the role of teachers as public intellectuals, I wilt analyze how some cul- 
turall studies scholars have attempted to address some of the same is- 
sues that conservatives and liberals have used to criticize hi&er ecitlca- 
tion. In addilion, I will argue that the absence of any serious discussion 
of pedagof~y in cultural stitzdies and in the debates about higher educa- 
tion has narrowed signidicantty the possibilities for redefining the role of 
educators as public intellectuals and of students as critical citizens ca- 
pable of governing rather than simply being go-verned. Schools in this 
view become more than museums, Sunday schoafs, or corporate train- 
ing cenlers.lWorr: specifically, I will stress the importance of pedagogy 
in the further development of cultural studies, the broader attempt to 
reform higher education, and the effort to educate youth not merely to 
adapt to the existing demands of the work force but to be critical cul- 
tural workers, willing to fight for a democratic society. With this in mind, 
I want to turn to the issue of cultural studies. 

Rethinking the Importance of 
Cudlturd Studies far Educaears 

Employing diverse discaurses and forms of cultural criticism, cultural 
studies p r o ~ d e s  a theoretical sewice to educators and others in the fol- 
lowing ways. First, it broadens our understanding of how politics and 
power kvork through institutions, language, representations, and cul- 
ture, across diverse ecanomies of desire, time, and space, In its critical 
andysk of culture and power, cultural studies has consistently empha- 
sized the interrelations of theory and context-specific studies to address 
issues ranging from adult literacy, class analysis, and youth subcultures 
to feminism, racism, popular culture, and identiv polilics. 



2fiO / Public IntellectuaIs and the Culture of Reaganisvn 

Second, cultural studies has reinvigorated academia with its transdis- 
ciplinary and transculturall approach ta scholarship, Tt has echoed WaX- 
ter Bexrjarnin" call upon intellectuals to assume responsibiliq for trans- 
lating theory back into a constructive praclice that transforms the 
everyday terrain of cultural and political power. bshing the boundaries 
of traditional disciplines and the frontiers of intellectual life, cultural 
studies presses "for new questions, new models, and new ways of study, 
testing the fine line betliiveen inte2lectrtz;xl rigor and social relevance*"l? 

Third, cultural studies provide theoretical frameworks for analyzing 
how power work through the popular and everyday to produce knowl- 
edge, social identities, and maps of desire, Crucial here is the ongoing 
theoretical artd pedagugical work af understanding how the new elec- 
tronic media deploy images, sounds, and other rclpresentational prac- 
tices that are redefining the production of knowledge, reason, and new 
forms af global ettfture, Abandoning the elitist distinction bemeen hi@ 
and popular culturt?, cullrtral studies has provided a llleoretical senlice 
by making the objects of everyday life legitimate sources of social analy- 
sis, Moreover, its emphasis on how meaning and power circulate in. the 
realm of the popular has not only challenged ovefcteterrnined lllearies 
of domination. by hcusing on the ways in which resistance maybe con- 
strued by popular culture; it has also focused new attention an the ways 
in vvbich dominant intellectual and institutional forces police, cmtain, 
and address meaning as a site for a variety of social strugges.18 

Fourth, in apposition to vanguard and elitist notions af the intellec- 
tual, cultural studies views intellectual work as tempered by hurrrilily, 
hi&lights its moral focus on suffering, and points to the need ?Ear public 
intellectnals to go beyond critique to offer alternative visiolrs and poli- 
ties. On one level, cultural studies is imporlant because it takes on the 
task of establishing and struggling o-ver institutional spaces and prac- 
tices that mi&t produce public intellectuaIs, But the determination to 
provide institutional spaces in which public intellectuals have a voice is 
matched by a cautious pedagogical regard for striking a critical balance 
bemeen producing rigorous imellectual work, on rhe one hand, arzd ex- 
e ~ i s i n g  authority that is firm rather than rigid and self-critical and con- 
cretely utopian rather than repressbe and doctrinaire, on the othelr, Stu- 
art HaXl is helpful here. He argues that in insisting on the vocation af 
intellectual life, cultural workers must "address the central, urgent, and 
disturbing questions of a sociew and a culture in the mast rigorous in- 
tellectual way we have available, Such a vocation is, above all, one of the 
principal functions of a universily, though university sdolars are not al- 
ways happy ta be reminded of it*' 'Ig 

For educators, cultural studies offers a broader understanding of how 
power insefrs itself into the cultural realm; it also raises irrlpoflant ques- 
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tions about the vocation of inteltec't-ual work, the relevance of interdisci- 
plinary inquiry; and the centrality of popular culture as a realm of eriti- 
cal analysis, But if educators are to not merely appropriate but take in- 
spiration from cultural studies as a Eorm of cultural craicism and 
pedagogical work, we will have to deepen and extend the democratic 
possibilities in this field as well as address some of its glaring absences, 
To be morc: specific, I believe that cultural studies has not adequately 
developed a notion ofrhe political as part of a wider project h r  social re- 
construction and progressive change. That is, it has failed to unite its dif- 
lierent theoretical considerations into a shared notion of public struggle 
and social justice for a comprehensive democratic politics. Although is- 
sues of racism, class, gender, textualit-4: national idexltiey, subjectiviQ 
and media culture must renrain central to any cultural studies dis- 
course, the issue of radical democracy must be located at the center of 
its politics, This is particularly important for educators who wish to ar- 
ticulate the dynamics and possibililies of schooling in larger pttble dis- 
courses, 

By using radical democracy as a political, social, and ethical referent 
in redefining education for a world made up of multiple and fractured 
public cultures, cultural studies con-fronts the need for constructing a 
new ethical and political langrtage to describe the problem and dlal-  
lenges of a newly consti.L.uted global publie. Within this postmodem pol- 
itics of diffewnce and the inct-easingly dominant influence of globaliza- 
tion, cultural studies needs to become sufficiently attentive to restoring 
the language of elhics, agency, power, and iidenliv in the wider effort to 
revitalize democratic public life. 

At stake here is the necessiq for cultural studies to proGde some com- 
mon ground on which traditional binarisms of marginlcenter, 
unityldifference, locajllnational, and publiclprivate can be reconsti- 
tuted through more compla representdions of idemificaion, belong- 
ing, and community. Cullural studies must continue to develop new 
theoretical frameworb for challenging the way we think about the dy- 
namics and effects of cultural and institutional power, This requirement, 
in turn, suggests the need Eor a discourse of ruptures, shifts, Ilows, and 
unsettlexnent-one that functions less as a politics of transgression than 
as part: of a concerted effort to construct a broader Gsion of political 
commitment and democratic stmggle, Culfural studies in this sense can 
.further expand its theoretical horizons by considering radical democ- 
racy in a wider discourse of rights and economic equaliq. In this con- 
text, culltlml studies offers the possibility for extending the democratic 
principles of justice, liberty; and equality to the widest possible set of so- 
cial relations and instimtional pmctices that corrstitute everyday life. Via 
the issue of radical democracy, culmml studies can brcehlly asserl: its 
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own politics by affiming the importance of the particlttar and the con- 
tingent whiIe acknowledging the shared political values and goals of a 
democratic socieq. 

In addition, although cultural sttidies theorists often call I'or interdis- 
ciplinary or transdiscip1inal-y work, they often fail to challenge a mgor 
assumption behind disciplinariv: that pedagogy is an unproblematic 
vehicle for transmiaing knovvledge. Lost in this notion is a rigorous and 
critical understanding of pedagom as a means of questioning the cul- 
tural conditions under which howledge and identities are produced.2" 
Unfortunately, unlike eady culmral sltldies theorists such as Raymond 
Witliams, the current crop of theorists inhabiting this diverse fie_td ex- 
hibits Iittle concern for the importance of pedagogy as a form of cultural 
practice and politics. Within this silence turks the often unconscious 
priateging of certain forms of academic capital, the seductive rewards 
of disciplinary policing, a refusal to cross academic borders, and a 
shoring up of academic camerism, competitiveness, and elitism, It ap- 
pears that the l egacy of the latter still exercises a strong influence on cul- 
trlral srttdies, despite its alleged democratizalion of social knowledge, 

The importance of pedagog~i to the content and context of cultural 
studies lies in the relevance it has far illuminating how power and 
howledge configure in the production, reception, and transformation 
of social identities, forms of ethical address, and ""desired versions of a 
.future human community""' Asserting that all forms of pedagogical au- 
thority are par"rial, critical pedagogy inquires into the relalionsfzig be- 
tween culturjl work, aulhorim experience, and securing particular cul- 
tural practices. In a cultural political mode, pedagogy studies the 
possibilities for social agency expressed in a rangc: of human capacities 
in light of the social forms that often constrain or enable them, 

In this form of pedagogy; intellectrtzals address what it means to con- 
struct social relations that enable students to speak dift'ererrdy so as to 
affirm and analyz their narratives, marked by consistencies and contra- 
dictions, Not only may students who have been traditionally marginal- 
ized thus be heard, they may be taken seriously as the implications of 
their discourse in broader hismrical and ideological terms are consid- 
ered.""~qualfy. important, howemr, is the need to proGde safe spaces in 
which students crass ideological and political borders to clarify their 
own moraf. visions, engage in counter-discourses, and, as Roger Simon 
points out, get "beyond the world they all-eady know in order to chal- 
lenge and provoke their existing views of the way things are and should 
be,"23 

Mlhether in schools or in other cultural spheres, pubtic intellectrtzals 
must struggle to create the conditions that enable students and others 
to become cultural producers who can rewrite their own experiences 
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and perceptions by engaging with various texts, ideological positions, 
and theories, They must construct pedagogical relations in kvbich stu- 
dents learn from each other, learn to theorize rather tfran simply ingest 
theories, and begin to address how to decenter the authoritarian power 
of the classroom. Students must also be given the opportunity to chal- 
lenge ctisciplinary borders, create phralized spaces from which hy- 
bridized identities might emerge, take up critically the relationship be- 
tween language and experience, and appropriate knowledge as part of a 
broader effort at self-definition and ethical responsibili@ What I am 
suggesting here is that public intellectuals move away from the rigid, 
ideological parameters of the debate about the curricuEum or canon. 
Mitlat is needed is a new language for discllssing knowledge and author- 
ity and the possibilily of giving students a role in deciding what is laugh$ 
and hctw it is taught under specific circumstances. The question is not 
meref_y; who speaks and under what conditions? It is also about bow to 
see universities (and public schools) as impoflant sites of stmggle over 
kvhat is taught and for control of the conditions of knowledge pradtrtc- 
tion itself. 

Now, 1 will shift my frame a bit to focus on some implications of the 
concerns X have addressed thus far and how they might be connected to 
developing an academic agenda for yitblic irlteUeaals in hi&er educa- 
tion, 

Public Intellectuals and the Politics of Education 
Institutions of higher education must be seen as deeply moral and polir- 
icat spaces in which intelfeclttals assert themselves not merely as pro- 
liessional academics but as citizens, d o s e  knowledge and actions pre- 
suppose specific visions of public life, community, and moral 
accotrntabitity, This view suggests that higher educaion be defended 
through intellectual work that self-consciously  calls the tension be- 
tween the democratic imperatives or possibilities of public institutions 
and their everyday realization, For instance, academics might develop 
their researeh programs, pedagogy, and conceptual framewafks in con- 
nection to cuXtura1 work undertaken by the media, Iabor organizations, 
or insurgent sociat movements. Such relationships sharrld allow public 
intellectuals to speak to a diwerse range of audiences from a number of 
public arenas, At the same time, such connections and alliances should 
not support the idea that higher education may define its public hnc-  
tion simply through its association with other public spheres. First and 
hremost, it must be defended as a viral public sphere in its own right, 
one that has deeytgr moral and educative dimensions that dirrsclfy irn- 
pact civic life. This defense must be maintained by academics redefining 
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their roles as public inteljectuals vvbo can move between academic insti- 
tutions and other public spheres in kvhich knowledge, values, and social 
identities are produced. 

If the universiv is to remain a site of critical thinking, collective work, 
and social struggle, public inteltectrtzals need to expand its meaning and 
puwose. That is, they need to define higher ectucatian as a resource vital 
to the moral life ofthe nation, open to working people and communities 
kvhose resources, knowledge, and skills have often been ~ e w e d  as mar- 
ginal. The goal here is to redefine the howledge, skills, research, and so- 
cial relations constructed in the university in order to more broadly re- 
construct a tradition that links critical thought to collective action, 
krtowtedge and power to a profound impatience with the s t m s  quo, 
and human agency to social respcmsibility 

Opposing this view, many neoconservatitres argue that university 
teachers who address public issues out of personal commitment either 
violate the spirit of academic professionalism or via ideology left over 
from the 196Qs, pl-esent a dangerous threat to the heedsm and auton- 
omy of the university, Ining Mristol implies as much when be charges 
that the gmatest threat to conservative hegemony comes from the cul- 
tural leftf which c~nsists of teachers and othelrs "from the so-called help- 
ing professions,'"2 This position rests on a deep suspicion of any at- 
tempt to enable educators to address pressing social issues in 
connection with their teaching. Attempting to license and rewlate criti- 
cal pedagogical praclice, consernatives argue that universities are apo- 
litical institutions whose primary goal is to creae a select stmta of tech- 
nical experts to run the commanding institutions of the state, to pl-epal-e 
stllden& for the workplace, and ta reproduce the alleged common wl- 
ues that define the "American" way of life.zVn this discourse, politics is 
subordinated to management, and politicat activit-y is displaced by the 
imperatives of objectivity and appropriate academic standards, 

Of course, many liberals also have argued that although universiv 
academics have the right to address public issues, they should do so 
from the perspective of a particular teaching rnethodulo~ or pedagogy 
rather than from a parlicltlar political project, Gerald Graff, for instance, 
has calEed for university educators to teach the conflicts, Grafrs position 
is that academics who teach about oppression presuppose some prior 
agreement among students that it actually exists before it can be dis- 
cussed. As for those ""radicaj" eedutcaton who address issues of human 
suffering and other social problems, he believes that they end up speak- 
ing ta the converted or use their authority to indoctrina* students, His 
is more than a cheap theoretical pronouncement; it is an idealogicallly 
loaded assertion based on a confusion between political education and 
politicizing education-one that needs ftiflher elaboraion,ze 



Pub Eic tntellectualf and the Culture of Reagani,fm / 2% 

Politicd education means teaching students to take risks, challenge 
those with power, honar critical traditions, and be reflexive about how 
authority is used in the classroom. A politicizing educa'rion refrtses to 
address its own political agenda and creates silences through an appeal 
ta a specious methodolom, objecti.vity, or a notion of balance. Politiciz- 
ing ecttlcation perpewates pedagogical terrorism; a political education 
improves the pedagogical conditions for students to understand how 
power works on them, through them, and for them in the s e r ~ c e  of con- 
structing and expanding their roles as critical citizens, 

In politicizing education, the language of objectiviv and melhociol- 
om runs the risk of replacing an ethical discourse concerned with the 
political responsibility of universiq professors, including the issue of 
haw they might help students identify, engage, and transform relations 
of power that generate the material conditions of racism, sexism, 
poverty, and other oppressive conditions." L~ackirlg a political project, 
the role of the university iMelfectual is reduced to a technician engaged 
in brmalistic rituals unconcerned with the disturbing and urgent prob- 
lems that confront the larger socieq 

In opposition to this view, I will argue that public intellectuals must 
combine the interdependent roles of critical educator and active citizen. 
They must find ways to connect the pmctiee of classroom teaching I;o 
the opemtion of power in the larger society I think Edward Said is on 
target when he argues that the public intellectual must function within 
institutions, in part, as an exile, as someone whose "'place it is publicly to 
raise embarrassing questions, to confront orthodoq and dogma, to be 
someone who cannot easily be co-opted by governments or corpora- 
tions,""" In this perspective, the educator as public intellectual becomes 
responsible for linking the diverse experiences that produce knowledge, 
identities, and social: values in the university to the quality of rnaral and 
political life in the wider socieq Vaclav I-lawel capmres this sentimem in 
arguing that intellectuals have a ~sponsibility to engage in practical 
politics, ta see "things in mare global terms, . . . build people-to-people 
solidarily.. . . . foster tolerance, strllggle against evil axld violence, pro- 
mote human rights, and argue Eor their indivisibiti~."~~ 

Intellectuals who feel an increased sense of responsibility for human- 
ity may not be able to and do not necessarily have to explain the prob- 
lems of the world in &rms that purport to be absolute or all encompass- 
ing. They also should not limit their responsibility to the university or 
the media, 011 the contrary, public intellectuals need to approach social 
issues with humiliq mindful of the multiple connections and issues 
that tie humanity together; but they need to do so by moving within and 
across diverse sites of learning as part of an engaged and praclical polf- 
tics that recognizes the importance of "'asking questions, making dis- 
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tinctions, restoring to memory all those things that tend to be m r -  
looked or walked past in the rush to collective judgment and action."30 

Within this discourse, the experiences that constitute the production 
of howledge, identities, and social values in the universiw are inextrica- 
bly linked to the qualiv of moral and political life of the wider socief-y. 
Thus, intellectuals engaged in it must challenge forms of disciplinary 
knowledge and socid relations that promote material and symbolic vio- 
lence, while remaining deeply critical of their okvn authority and how it 
structures classroom relatiarls and culcural practices. In this way, the au- 
thority they legitimate in the classroom w u l d  become both an object of 
self-critique and a critical referent b r  expressing a mare ""fiunbamentat, 
dispute with authority itself.":+l In addition, as public intellectuals, aca- 
demics must move beyond recognizing the pafliality of their own narra- 
tives to address more concretely the ethical and political consequences 
of the social relations and cultural practices generated by the forms of 
authority used in the classroom. 

As X pointed out erxrfier in, this chaptelr, if educatolrs are to hnction as 
public intellectuaIs they need to p r o ~ d e  the opportunities for students 
to learn that the relationship between knowledge and power can be 
emancipatory that their histories and experiences mattex; and that what 
students say and do counts in their strugge to unlearn dominating priv- 
ileges, productively reconamcl their relations with others, and trans- 
formt when necessary the world around them, More specifically; such 
educators need to argue for hrms of pedagogy that close the gap be- 
tween the university and the everyday life. Their curriculum needs to be 
organized around knowledge of the communities, cultures, and tradi- 
tions that give smden-t-s a sense of historyp identiw and place, h I sug- 
geseti in my analysis of cultural studies, I'm cealfing for tmnsgressing the 
often rigid division between academic culture and popularlapposi- 
tional culture and for expanding pedagogical practice as a form of cut- 
tural politics by making all h o d e d g e  subject ta serious anafysis and in- 
terrogation-and in so doing, making visible the operations of power 
that connect such howledge to specific views of authoriq and cultural 
practice. 

Educators need to construct pedagogical approaches that do mare 
than make learning comext-specific; in effect, they need to challenge 
the content of the established canon and, similarly, to expand the range 
of cultural texts that count as "really useful knowXedge," As pubtic intel- 
lectuals, university teachers need to use electronically mediated howl-  
edge forms that constitute the terrain of popular culture. 1 refer to the 
world of media texts-videos, films, music, and other mechanisms of 
popular culture outside of print. The content of the curriculum should 
affirm and critically enrich the meaning, language, and knowledge 
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forms that students actually use to negotiate and inbrm their lives. Aca- 
demics can in part exel-cise their role as public inteiiectuals via such cur- 
ricula, g i ~ n g  students the opportunity to understand how power is or- 
ganized through the enomous num'uer of e'"popularp' cultural spheres, 
ranging from libraries, m o ~ e  theaters, and schools to high-tech media 
conglomerrrtes that circulate s i p s  and meanings through newspapers, 
magazines, adveflisements, electronic progmmming, machines, films, 
and television programs. University intellectuals must draw a lesson 
from cuftural studies in extending the historical and relational definition 
of culturd texts while redefining in Toni Morrison's e m s  h w  "howl- 
edge, however mundane and utilitarian, plays about in linguistic images 
and forms cultural practices."~~ 

Mthough it is cenml for universily teachers to enlarge the curriculum 
ta reflect the richness and diversity of the students they actuaity teach, 
they atso need to decerlkr the curricutum, That is, studen& should be 
actively involved in governance, ""including setting leaming goats, se- 
lecting courses, and having their own, autonomous organizations, in- 
cluding a free press,"~Wot only does the distribution of povtier among 
teachers, students, and administrators prwide the conditions for stu- 
dents to become agents in their learning process, it allso provides the 
basis for collective learning, civic action, and ethical responsibility. 
Moreover, student agency emerges from a pedagow of lived experience 
and struggle, not from mere formalistic mastery of an academic subject. 

In addition, as public intellectuals, university teachers need to make 
cultural difference a defining principle of Emowledge produaion, devel- 
opment, and research. In an age of shifting dernographics, large-scale 
immigration, and mltltiraciat communities, universiq teachers musl 
make a firm commitment to cultural difference as central to the rela- 
tionship between schooling and citizenship. Doing so means disman- 
tling and decoxr~ructing the legacy of natjVism and racial chauvinism 
that has informed the rhetoric of school reform h r  the last decade.34 

The Reagan and Bush eras witnessed a full-fledged attack on the 
rights of minorities, civil rights legistaion, and affirmative action, ac- 
companied by the legitimation of curriculum reforms pandering to eth- 
nocentric interests, University educators can affirm their commitment 
to democralic puMk life arzd culmrd democracy by stmggling in arzd 
out of the dassroom in solidarity with other activisls to reverse these 
policies and make schools more attentive to the cultural resources that 
strtdenrs bring with them at ali levels of schooling, For instance, they can 
work to develop legislation that protects the civil rights of all groups. 
EqualIy important, the universie teachers should take the lead in en- 
couraging programs that open school curricufa to rhe narralives of cuf- 
tural difference, wiZhout falling into the trap of memly romanticizing the 
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experience of Otherness, At stake is the development of an educationd 
policy that places university education in a broader ethical and poltiticd 
discourse, one that both challenges and transforms those curricula re- 
forms of the past decade that are probuncity rincist in context and con- 
tent. In part, such a policy would change the terms of the debate over 
the relationship between schooling and national idemity, mwing away 
from an assimilationist ethic and the profoundly ethnocenric ljntasy of 
a common culture to a view of national identity that includes diverse 
traditions, histories, and the expansion of democratic public life. 

During the past fifteen years, I have been building upon my earlier 
studies of teachers as intellectuals in an attempt to reclaim a critical re- 
lationship between pedagogy and politics on the one hand and democ- 
racy and schooling on the other. At the risk of being too bold, I have sug- 
gested that educators need to become provocateurs; they need to take a 
stand while refusing to be invoked in eil-her a cyxlicalt relativism or doc- 
trinaire polilics. In part, I mean that central ~ ' o  intellectual life is the yed- 
agogical and political imperative that academics engage in rigorous sa- 
cial criticism while becocrlirlg a stubborn force for chalXe11ging false 
proph&s, deconstructing social relations that promote material and 
symbolic cl-iolence, and speaking the "truth" to dominant h rms  of power 
and authority At the same time, as I mentioned earlier such intellectuals 
musl be deeply crilical of their own authority and how it structures 
classroom relations and cultural practices.ss 

In critiquirrg onek a m  experiences, it is imperative to guard against a 
confessionalism by which the interrogation becomes tantamount to 
speaking a transparent version of the ""rru.tkr." Such self-reflexi~q must 
become part of a wider stral-et;y of crossing and transgressing the bor- 
ders between the self and others, theory and practice, and the university 
and everyday life, 

Finally, as public intelleetuats, university educators must bring to bear 
in their classrooms and other pedagogicat sites the courage, analyticat 
tools, moral rrision, time, and dedication required to return universities 
to their most imyor"rm task: creairlg a public sphere in wtzieh citizens 
are able to exercise power over their own lives and especialfy over the 
conditions of knowledge acquisition. Central to any such effort is the 
recognition that democracy is not a set of formal rules of participation, 
but the lived experience of enlpowermenl for the majority Moreover, 
the call for universities to operate as democratic public spheres should 
not be reduced to the call for autonomy for intellectuals or to the de- 
mand for equal access to schools, equal opportunity and measures of 
equality Autonomy and equality are crucial elements in the democrati- 
zation of schools, but they are not the sole elements in this process. In- 
stead, the rallying cry of university educators should concern empower- 
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ment Tor the vast miijori@ of studenb in this country who need to be ed- 
ucated in the spirit of a critical democracyas6 The challenge to educators 
is ever-present, and they must continue to renew their commitment to 
the struggle. 
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