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Introduction

in 1997 there were 2.6 million public school teachers, The U.5. Department of
Education estimates that the nation's schools will hire 2 million new teachers by
2007.

—U.S Department of Education

In fall 1997 William was five, and he was finishing his first week in kinder-
garten. First-year teacher Tracy Barnett was also finishing her first week, as
William’s teacher. When she announced that it was time for the class meeting,
William asked, “Why do we have to do that again?” Mrs. Barnett answered
obliquely with a question of her own, “Why, William, if we don’t hear all the
children’s voices, how will we change the world?” William rolled his eyes up-
ward, sighed with exasperation worthy of a teenager, and took his place in the
circle. One week later, on a Monday morning, William walked into class and
straight up to his teacher’s desk. “Mrs. Barnett, what are we going to talk about
today to change the world?”

In 2002 William was a fifth grader. This year his little sister entered kinder-
garten, but Tracy Barnett was not her teacher. Barnett had become a special ed-
ucation resource teacher at her school. Instead of spending her days with
twenty rambunctious five-year-olds, she now works one-on-one with troubled
learners. True to her commitment, she is determined that her students under-
stand that they, too, are amazing learners who can strive to change the world.

By the year 2007 Tracy Barnett and others new to teaching at the turn of the
twenty-first century will compose about half of all the public school teachers in
the nation. During the course of their careers, these teachers will touch the lives
of millions of children and adolescents with their skills, their knowledge, their
talents, and their passion. This could be a good time to change the world.

The Book’s Perspective

This book provides a comprehensive look at teaching for twenty-first century
American schools. It is both practical and foundational. The chapters are

.
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XIV  INTRODUCTION

organized around conventional topics—schooling, learning, curriculum, in-
struction, classroom management, and so on—with two themes that weave
these chapters into a coherent story. The first theme is that learning is a social
and cultural activity. The second theme is that the United States is a multicul-
tural society. You will note, however, that there is no separate chapter here on
multicultural education. Rather, we treat diversity as an integral part of all ele-
ments of education—of learning theory, curriculum and instruction, classroom
management, assessment and testing, grouping, and the school culture.

The historical, philosophical, and sociological foundations of education are
emphasized throughout the book. However, as with multicultural education,
we do not include separate chapters on these foundations. While Chapter 1,
“Schooling: Wrestling with History and Tradition,” is heavily grounded in the
history and ideas that help explain today’s schools, the foundations are most
powerful when people can use them to make sense of contemporary practices
and concerns. For this reason, each chapter includes the history, philosophical
positions, and social theories that help illustrate that chapter’s topic—some-
times presenting entirely new background information and sometimes offering
a new view of information presented earlier.

This book has a point of view. It takes the position that a hopeful, demo-
cratic future depends on whether all students learn and experience academic
rigor and social justice in school. If only a few citizens have such teaching when
they are small children, young boys and girls, and teenagers, there is no hope
for change—just more of the same. This book aims to help teachers know why
they should, and how they can, pursue social justice teaching and have suffi-
cient hope to pursue it relentlessly.

We hope the book will help educators act on a commitment to social justice
schooling. We define a social justice perspective on education as one that does
three things: (1) It considers the values and politics that pervade education, as
well as the more technical issues of teaching and organizing schools; (2) it asks
critical questions about how conventional thinking and practice came to be, and
who in society benefits from them; and (3) it pays particular attention to in-
equalities associated with race, social class, language, gender, and other social
categories, and looks for alternatives to the inequalities. Acting to achieve social
justice in schools is a struggle sustained by hope. Lacking hope, many thou-
sands of promising teachers quit the profession within their first few years, un-
able to see how they can make a difference in students’ lives. This book helps to
build a foundation for hope by helping teachers understand and critique “com-
monsense” views of schools and conventional practices.

If good teaching and rigorous academic achievement do not reach every
student in every class, we lock out the possibility of both social justice and ex-
cellence, even for a few. A common point of view, not ours, is that excellent
teaching and social justice are distinct—that it is sufficient for good teachers to
possess appropriate professional skills and impart the culture’s knowledge and
values to students. Daily consideration of social justice may or may not charac-
terize such teachers, just as a passion for social justice may or may not charac-
terize a good lawyer or businessperson. Again, this is not our perspective.
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Throughout, we emphasize research and historical analyses that show how ex-
cellent teaching requires social justice.

Obviously, there are significant ideological differences in how people view
educational practices both past and current. These ideologies are often consistent
with political positions that bear the traditional political labels of conservative,
moderate, liberal, and radical; and, as in politics, the ideological boundaries in
education are often hard to pinpoint. Education uses similar labels and others—
such as “progressive,” “back to basics,” and “traditionalist.” If we had to label
this book’s perspective, we would call it “social progressive.” Its roots lie in John
Dewey’s turn-of-the-twentieth-century learning theories and political senti-
ments, and its current frames of reference are the sociocultural and democratic
theorists who are Dewey’s intellectual descendants at the start of a new century.

Once labeled, however, educational perspectives are easily caricatured. Ad-
versaries use the caricature in the manner of a straw man logical fallacy (con-
structing the opponent’s argument in the worst possible light and then
attacking what they, themselves, have constructed). Such has been the case with
Dewey’s progressive educational ideas and with current sociocultural theories.
Over the years, educators have enacted a good many wrongheaded schooling
excesses—many under the banner of progressive or child-centered education.
Although the ideas of Dewey and of today’s sociocultural theorists and teach-
ers bear little resemblance to these caricatured practices, critics attempt to dis-
credit—with some success—today’s progressive reforms by portraying them as
having a soft, “social agenda” free of rigorous academic content and skills. To
these potential charges, we will leave it to the reader to decide whether the evi-
dence we present would lead to “ratcheting up” or “dumbing down” the aca-
demic learning opportunities and outcomes for all students.

Unlike some introductory education texts, this book doesn’t simply offer a
smorgasbord of theory for readers to browse and then choose whatever suits
their appetites. We try to help readers understand what is good in education
and dissuade them from simply getting good at what is popular. So, for exam-
Ple, when teachers are troubled by misbehaving students, whether they should
(a) struggle to build a caring classroom community or (b) work to perfect “as-
sertive discipline” routines is not a neutral choice in this book. The correct an-
swer to the “quiz” is (a): build a caring classroom community. It is correct
because theory and substantial research evidence reveal how caring classroom
communities support high-achieving, socially just, intrinsically motivated
teaching and learning and reduce unproductive student behavior. Assertive dis-
cipline, on the other hand, is a commercially hawked scheme to control behav-
ior, and it promotes an authoritarian, anticommunity, and less intellectually
challenging classroom. Furthermore, it has no support in sound educational re-
search and theory. It is neither honest nor objective to describe popular teaching
practices in a neutral manner if they do not stand up to the standards of social
justice or education research. We do not believe that the world is a neutral place
or that teaching is a neutral profession.

Making choices on behalf of children and social justice requires personal
qualities of integrity, decency, and the capacity to work very hard. We find these
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qualities in abundance in people who choose to be teachers. But making social
justice choices also requires teachers to have a professional groundwork of so-
cial theory and educational research to make their efforts credible to others and
sustainable for themselves. We would be very pleased if this book helps teach-
ers get started in that direction.

Overview of Chapters

Each chapter describes a particular domain of school knowledge and practice.
Throughout the chapters, we include the observations of first-year teachers—in
their own words. We would expect these teachers to be struggling with lesson
plans, discipline, paperwork, time management, school bureaucracy, and so on.
And, of course, they are. But please listen carefully to their voices. What is cru-
cial is not that they struggle, but the quality of the problems with which they
struggle. For example, Dung Lam, first-year teacher of ninth-grade mathemat-
ics, confronts the problem of students who “are restless and would rather do
other work or chat with their friends.” She is devastated, not by students who
do not behave, but by her own part in the “horror” of lessons that make it “so
tempting and easy to cheat.” “Sad and angry because this math year is virtually
wasted,” Dung Lam began teaming with a veteran teacher to revise the cur-
riculum. These teachers belie one criticism of a social justice emphasis to a
teacher’s career—that these are soft “do-gooders” whose social agenda wipes
out their obligation to teach. For readers who might need to ask, yes, these
teachers have high expectations for their students; and the teachers are, indeed,
very competent. They are among the most sought-after teachers in their com-
munities because they expect their students to learn by thrusting themselves
into a better, more humane, more equitable future.

Chapter 1, “Schooling: Wrestling with History and Tradition,” explains how
and why Americans are so conflicted as they both pursue and avoid the “com-
mon school.” We probe four deeply held modern beliefs—based on the myths
of merit, efficiency, competition, and progress—that insulate schools from the
most promising research and practices that support all children learning well.
First, merit is the belief that people deserve what they have, and if they have lit-
tle, that is all they deserve. Second, factory efficiency is the belief that rational, sci-
entifically run organizations geared to produce the greatest returns, outcomes,
or “bottom line” benefit everyone working within that system. Third, market-
place competition claims that social benefits are fairly and justly distributed
through unfettered competition. And, fourth, progress suggests that current
practices result from a progression of improvements, which require only further
improvement and “fine-tuning.” The chapter concludes with arguments that
each of these cultural beliefs has been tested in schools and is collapsing under
global postmodern demands for a skilled, flexible, and diverse citizenry. Meet-
ing these twenty-first-century demands in the democratic spirit of the common
school requires the preeminence of a fifth cultural belief that comes to Ameri-
cans from our shared heritage of slavery, struggle. Struggle is the directing of
one’s unflinching commitment, endurance, and hope in order to achieve social
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justice. In a world that does not promise moral victories, struggle promises a
moral journey.

Chapters 2 and 3 explore theories of learning in their historical, philosoph-
ical, and social contexts. These contexts matter since humans quickly shape
“scientific” findings to conform to prevailing social beliefs. Ours is a cultural
and scientific heritage that too often clings to unproductive—frequently racist—
psychological theory, often leaving little room for the hopeful and accurate the-
ories that would allow schools to teach well and equitably. The challenge here
is twofold. First, teachers need a critique of traditional psychology to help them
examine school practices and to scour their common sense for naive or destruc-
tive theories that govern learning—particularly conceptions of intelligence. This
is primarily the intent of Chapter 2, “Traditional Learning Theories: Transmis-
sion, Training, and IQ.” Reaching back to the European Enlightenment, we ex-
amine the hallmarks of belief that set the philosophical stage for the next three
hundred years of Western thought. We then turn to the nineteenth century for
the earliest attempts to study human behavior scientifically, and we continue
with the twentieth-century emphasis on the social and scientific consequences
of laboratory experimentation and scientific testing and measurement.

Chapter 3, “Contemporary Learning Theories: Problem Solving, Under-
standing, and Participation,” asks readers to consider emerging theories that
permit and direct us to equitable teaching. The most educationally relevant of
these theories weave together knowledge from social science theory and re-
search including sociology, anthropology, psychology, and education. Recent
advances in these fields present learning as something that each learner must
actively construct. We rely on empirically grounded work emphasizing that “in-
telligence” is constructed in developmental and social contexts. Within these
contexts the overlapping notions of learning, intelligence, and knowledge, are
given shape and power by the experiences, histories, languages and cultures of
diverse groups of students.

Chapters 4 and 5 tackle the most enduring question of schooling: What
should the curriculum be? Chapter 4, “Curriculum: Philosophy, History, and
Politics: What Should Students Learn?,” looks beneath the superficial consensus
that all children need reading and writing, mathematics, science, and whatever
else it takes to be responsible citizens. Like everything else about schools, the
American curriculum is deeply rooted in history and politics, as well as in the
intrinsic human eagerness to learn. Debates about what content best serves stu-
dents and society and how teachers should organize and present that content
reflect starkly different views of the nature of knowledge, the nature of humans,
and the nature of a good society. Today, fierce political battles overwhelm pro-
fessional curriculum debates. Political conservatives argue that schools must
continue to transmit traditional knowledge, while political progressives assert
that schools must reflect the multiple American cultural and linguistic tradi-
tions. Chapter 4 reviews these issues and sets the stage for the current contro-
versies over local and national “standards” in the school subjects.

Chapter 5, “Curriculum: The Subject Matters,” spells out how the profes-
sional and political curriculum debates surface in four major academic content
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areas, shaping what and how students learn in each. The standards movement,
along with the emphasis on testing-based “accountability” has brought under the
glare of the political spotlight discussions to determine exactly what math,
language arts, science, and social studies students should learn. One side—
political liberals, social progressives, and most experts on teaching the subjects—
argues that a socially just curriculum provides every child access to the most
important ideas of the core disciplines. This happens, they contend, when teach-
ers emphasize meaning-making and understanding, and recognize that facts and
skills can best be learned in the context of these important core ideas. The other
side—political conservatives, traditionalists, and some scholars in the subject ar-
eas—focuses first on the mastery of basic facts and skills. They insist that basic
facts and skills are prerequisite to complex ideas. These disputes have been in-
tense and often referred to as history, science, math, and phonics “wars” as they
are fought by local school boards and state and national policymaking bodies.

Chapters 6 and 7 explore classroom practice. Chapter 6, “Instruction and
Assessment: Classrooms as Learning Communities,” begins with pictures of
past classrooms that, as archaic as they sound, have disturbingly familiar fea-
tures. As in many of today’s classrooms, the teachers’ job was to transmit
knowledge to students in an orderly sequence of steps. However, the narrow,
unidimensional design of such lessons leads most students to conclude that
they're just not very smart. In contrast, cognitive and sociocultural research
presses teachers to focus less on transmitting knowledge than on developing
learning relationships with students. These relationships allow students to en-
gage knowledge in ways that transform their thinking, promote their develop-
ment, and over time help them realize their potential to be fully participating
members of the culture. Teachers who want to change the world strive to make
their classrooms places where both they and their students can be confident
about everyone’s ability to learn. They structure active and interactive learning
activities and assessment tasks that make learning accessible to culturally and
linguistically diverse groups of students.

Chapter 7, “Classroom Management: Caring and Democratic Communi-
ties,” surveys the legacy of management, discipline, and control that many con-
temporary teachers still rely on to organize classroom life. It also reviews a
second tradition—caring and democratic classrooms—that, while less common,
also has deep American roots. This second tradition is generally consistent with
cognitive and sociocultural learning theories. The chapter concludes by calling
attention to the important contributions of critical theorists who address class-
room issues of power and domination and how teachers may respond to these
issues as they attempt to make their classrooms socially just. This work argues
that classrooms must allow children to experience democracy as well as learn
about it, if they are to learn to be members of a culturally democratic community.

Chapter 8, “Grouping and Categorical Programs: Can Schools Teach AJl
Children Well?,” deals with the often-controversial ways that schools respond
to differences in students’ abilities, achievements, and behaviors. Schools com-
monly categorize and separate children into groups that appear to be similar—
or homogeneous—in order to address their needs. Many times, these practices
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limit rather than expand students’ learning opportunities, and children of color
and those from low-income families disproportionately feel these negative ef-
fects. The chapter overviews the history and social theory that link race, class,
and culture to these seemingly objective and technical practices of schooling. It
also explores how educators attempt to give students the attention and re-
sources they need without isolating and alienating them from the mainstream.

Chapter 9, “The School Culture: Where Good Teaching Makes Sense,” iden-
tifies theory and research-based characteristics of schools that support excellent
and democratic learning and teaching. These characteristics include opportuni-
ties to learn, an environment that makes learning seem inevitable, structures
that allow teachers to know their students and their community well, and con-
ditions that allow teachers to care and work hard. These cultural elements are
necessary conditions for teachers to challenge all their students to do rigorous,
intellectually demanding work. The chapter describes several current, progres-
sive reform projects based around inquiry—a mode of conversation that elicits
from all members of the school community their understanding of the school’s
environment for rigorous and socially just learning. These inquiry-based school
reforms help individuals clarify others’ and their own perceptions and help
translate shared beliefs and values into democratic action.

Chapter 10, “Connections with Families and Communities,” is new to this
edition. In this chapter we consider two dominant (and contradictory) com-
plaints about parents: (1) They neglect their responsibilities to participate and
support their children’s schools; and (2) they are disruptive and overly involved
in schools. We also examine four types of constructive engagement: (1) parents
supporting the work of schools; (2) schools serving families’ and communities’
need for health and social services; (3) bridging the cultures of home and school
through curriculum; and (4) engaging parents directly in schools through com-
munity empowerment. The chapter argues that however teachers engage with
families, their efforts will be most constructive if they enable them—poor, mid-
dle class, and rich—to exercise their rightful power over schooling as citizens
who are responsible for the education of all children, not simply as parents
looking our for their own children’s interests. This means that parents who ed-
ucators consider to be too involved, as well as those who seem not involved
enough, must develop a very different concept of involvement. They must also
come together with parents of different racial groups and socioeconomic posi-
tions and act together as citizens on behalf of all children.

Chapter 11, “Teaching to Change the World: A Profession and a Hopeful
Struggle,” draws parallels between teachers’ work in American schools, John
Dewey’s progressivism, Paulo Freire’s pedagogy of hope, the nation’s social
movements for civil and human rights, and Cornel West’s prophetic pragma-
tism. The chapter grounds this struggle for high-quality and socially just school-
ing in current thinking about the future of democratic institutions in our
postmodern world, and in the experiences of first-year teachers engaged in that
struggle. It also describes the pressures that plague the teaching profession and
details ways that committed new teachers do maintain their hope, their strug-
gle, and their commitment to change the world,
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Digging Deeper: Going Beyond the Text

Each chapter ends with a section called “Digging Deeper.” Here we identify
scholars who are studying or working on practical applications of the issues we
raise, and we list a few of their books and articles that you might find interest-
ing and useful. In some chapters, we also list professional organizations and ac-
tivist groups working to make education policy or school practices more
consistent with and supportive of socially just teaching. Wherever possible, we
provide Internet sites that are good starting points for pursuing additional
resources.

Perspectives of Those Engaged in Hopeful Struggle

The words of the first-year teachers whom we cite throughout the book come
from the comprehensive portfolios they presented for their Master’s Degree in
Education at UCLA. We recommend that all potential teachers write about their
experiences, thoughts, and observations. Whether a personal journal, or a port-
folio that presents a full record of a teacher-candidate’s intellectual and profes-
sional growth, a written record inevitably provides wonderful opportunities for
reflection.

The Reader’s Perspective

You will find that this book does not offer chapter-end questions and does not
wrap up chapters with lists of “main points” to tell readers what the chapters
say or mean. Instead, readers must furnish what the book itself cannot pro-
vide—lots of discussion and elaboration. Readers need to become engaged in
the social learning the book describes in Chapters 3 and 6 and elsewhere. The dis-
cussions in those chapters apply to mature readers as well as to elementary and
secondary school students.

Readers will find that reading and discussion groups or “book clubs” are
excellent structures for forming and revealing their own perceptions as they
pursue this book’s issues in depth. A “jigsaw” approach with several people re-
sponsible for different supplemental articles or bodies of research and practice
can enable readers to support or scaffold their own and others’ sense-making.
Readers who are fortunate to have access to other readers with diverse back-
grounds, experiences, cultures, and lifestyles will have especially enriched
learning opportunities.

Of course, there are some questions that, if not specific to a particular chap-
ter, have good generic potential for sparking the reader’s thinking. For example,
What memories of your own schooling or other experiences does the book stir
up? What connections can you make to your other knowledge? What makes
you angry? What sounds reasonable, but you can’t believe it is true? What have
you always known, but you didn’t know you knew it? What do you imagine
your acquaintances would think about the material? And, of course, what are
your questions?
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Teaching

Finally, we suggest that a teacher’s most important skill is finding the intelli-
gence and understanding the knowledge that each student possesses. This is no
easy matter when teachers are culturally very similar to their students; and,
when the teacher is culturally different, it is a real challenge. To perfect this skill
is a legitimate and fulfilling life’s work. Mary Ann Pacheco, one of the first-year
teachers you will meet in this book, put it this way:

4

| began the year afraid, and gradually developed a more solid sense of who | was, what
my profession meant to me, and what | wanted for my studente whose lives | would
touch forever. Ferhaps my views and practices will change in the future, perhaps they will
not. What is important is that | developed a new identity through teaching, and this will
sustain me. | expect that from a career in which | deal with real and diverse lives every
day.

—Mary Ann Pacheco
First-year teacher, grades 1 and 2




Acbfww{eo{gmnts

The most immediate inspiration for this book was the courage, passion, and
hard work of the wonderful UCLA teacher education graduates whose words
and photographs appear throughout the chapters. We are enormously appre-
ciative of their commitment to students, their struggle to create democratic
schools and classrooms, and for their hard questions about how to make a so-
cially just education real. We are indebted to UCLA’s teacher education faculty,
notably Eloise Metcalfe, Jody Priselac, Shelia Lane, and others who read and
commented insightfully on the first edition, along with the novice and resident
teachers at UCLA during 1999-2002 academic years. Their responses provided
illuminating direction. McGraw-Hill editor Beth Kaufman remains a thoughtful
and energetic champion, even though she spends much of her time these days
with little Maisie. Cara Harvey and Jane Karpacz have ably assumed Beth’s role
marshaling the book through the complicated publication process. As with the
first edition, Laurie McGee fine-tuned our words.

Finally, we would like to thank the instructors who made helpful substan-
tive suggestions:

John R. Aston, Kenneth Gold,
Southwest Texas State University College of Staten Island
Deron R. Boyles, Sharon Hobbs,

Georgia State University Montana State University
Wade A. Carpenter, Grace C. Huerta,

Berry College Utah State University
Sheena Choi, Indiana University— Charles E. Jenks,
Purdue University, Fort Wayne August State University
Carlian W. Dawson, Vicki LaBoskey,
Purdue University, Norht Central Mills College

Rev. Joseph A DiMauro, Richard D. Lakes,
DeSales University Georgia State University
Louise Flemming, Luis F. Mirdn,

Ashland University University of California, Irvine



CraPTER 1: This is the Chapter Title XXIIL

James Mitchell, Alfred A. Rocdi, Jr.,
California State University, Dominguez Hills  Simmons College

Carolyn O'Grady Susan Marie Rumann,
Gustavus Adolphus College Northern Arizona University
Karina Otoya-Knapp Doug Sherman,

Bank Street College Portland State University
Jean Peterson, Barbara Tye,

Purdue University Chapman University

We are also grateful to many scholars who, over the years, have contributed
to the ideas and approach we take here. These colleagues’ rich ideas and gener-
ous conversations have shaped our thinking in subtle and not-so-subtle ways.
Among those, James Banks, Linda Darling-Hammond, Megan Franke, John
Goodlad, Andy Hargreaves, Peter McLaren, Doug Pollock, John Rogers,
Kenneth Sirotnik, Gladys Topkis, Amy Stuart Wells, and Anne Wheelock stand
out as mentors and friends. We have also learned a great deal about schooling,
multiple perspectives, and the struggle for social justice from former and cur-
rent doctoral students whose scholarly work has enriched our own, most no-
tably Susan Auerbach, Tony Collatos, Robert Cooper, Amanda Datnow, Diane
Friedlaender, Laila Hasan, Diane Hirshberg, Rebecca Joseph, Makeba Jones,
Michelle Knight, Ernest Morrell, Karina Otoya, Karen Hunter Quartz, Karen
Ray, Steve Ryan, Irene Serna, Jamy Stillman, Linda Symcox, Kevin Welner, and
Susan Yonezawa. Our appreciation to Jared Planas for his proofreading services.
Thanks, too, are due the many generous funders who have sponsored Jeannie’s
research.

Our family provides a solid rock of support for which we are always grate-
ful. Martin’s parents, Irene and Nathan Lipton, were enthusiastic cheerleaders
about the project, and Jeannie’s mom, Martha Nall, read carefully and made
thoughtful comments along the way. Jeannie’s dad, Ron Nall, had a sense of hu-
mor that still echoes, keeping us from taking ourselves too seriously. Our four
children contributed to the substance of this book in amazing ways: Lisa Oakes
brought her considerable expertise as a developmental psychologist and pro-
vided many helpful suggestions and examples for Chapters 2 and 3; Tracy
Oakes Barnett, now a special education resource teacher, offered inspiring an-
ecdotes and the constant reminder of how much fun teaching for social justice
can be; Lowell Lipton, teacher of rhetoric and composition, contributed a fresh
look at the postmodern struggle for meaning; and Ethan Lipton, a fellow writer,
extended knowing encouragement and good dinner company throughout the
writing process. Finally, Emily and Haley Barnett, Alison Luck, Max Lipton,
and the two expected new additions to our growing family remind us of why
this matters so much. We thank them all.

xxiii



Chapter 1
Chapter 2

Chapter 3

Chapter 4

Chapter 5
Chapter 6

Chapter 7

Chapter 8

Chapter 9

Chapter 10
Chapter 11

Bn'ef Contents

Schooling: Wrestling with History and Tradition

Traditional Learning Theories: Transmission,
Training, and IQ

Contemporary Learning Theories: Problem Solving,
Understanding, and Participation

Curriculum: Philosophy, History, and Politics:
What Should Students Learn?

Curriculum Content: The Subject Matters

Instruction and Assessment: Classrooms as
Learning Communities

Classroom Management: Caring and Democratic
Communities

Grouping and Categorical Programs: Can Schools
Teach All Students Well?

The School Culture: Where Good Teaching
Makes Sense

Connections with Families and Communities

Teaching to Change the World: A Profession
and a Hopeful Struggle

40

69

104

151

209

262

307

354

395

429



Contents

Introduction
The Book’s Perspective  xiii
Overview of Chapters ~ xvi
Digging Deeper: Going Beyond the Text  xx
Perspectives of Those Engaged in Hopeful Struggle  xx
The Reader’s Perspective  xx
Teaching  xxi

Acknowledegments

Chapter 1 Schooling: Wrestling with History and Tradition
The Teaching Challenge of the Twenty-First Century 3
A Brief History of American Public Schools 4
The Role of the Public Common School in Securing Democracy 4
Expanding Visions of Public Schools 6
The American Dilemma: Racial and Economic Privilege and
Common Public Schooling 9
School Finance: The Struggle for Equity and Adequacy 17
Metaphors and Myths That Shape American Schools 18
The Myth of Merit: “Any Child Can Grow Up to Be President” 18
The Factory Metaphor—Making Schools Efficient 22
The Market Metaphor—Excellence through Competition and Choice
The Myth of Progress 29
Hope and Struggle in a Postmodern World 32
Doing Democracy Is the Alternative to Myths and Metaphors 33
The Struggle for Socially Just Teaching 34
Digging Deeper 35

Chapter 2 Traditional Learning Theories: Transmission,
Training, and 1Q
The Bell Curve: Debates Rage about Intelligence and Learning 41

25

xiii

xxii

40

vii



VIII CONTENTS

One Side: Some Children Simply Aren’t Smart Enough 42
The Other Side: All Children Are Smart Enough, But Schools Aren't 42
Theories and Debates Drive Practice 43
Changing Conceptions of Learning 44
The Enlightenment: Reason for Thinking 45
The Nineteenth Century: From Reason to a Science of Psychology 47
The Promise of Scientific Schooling 48
Intelligence, Learning, and Merit: You Get What You Deserve 49
Who Is Deserving? 50
A Science of Intelligence 50
Readiness, Aptitude, and Ability: IQ in New Guises 55
Learning as Behavioral Training 56
Laboratories and Psychometrics: The Trappings of Science 57
Conditioning through Stimulus and Response 57
Learning as Pursuing Rewards and Avoiding Punishment 58
Schooling as Behavioral Training 58
Teaching as Transmitting Knowledge Scientifically = 59
Bloom’s Taxonomy 60
In Pursuit of Psychological Efficiency 60
Motivating with Rewards and Punishment 61
Controlling Misbehavior with Behavioral Training 62
The Limits of Transmission and Training 64
Behaviorism Ignores Thinking 65
Behaviorism Can’t Prepare a Nation of Problem Solvers 65

Digging Deeper 66

Chapter 3 Contemporary Learning Theories: Problem Solving,
Understanding, and Participation

Learning as Thinking and Understanding: 70
What's Going On in the Mind? 71
Learning Is Active 72
Learning Is the Construction of Meaning 73
Minds Develop in Stages 76
Stages and Personal, Social, and Moral Development 77
The Cognitive “Revolution” 79
The Mind as a Computer 80
What Makes a Mind “Smart”? 81
Brain Science and Learning 82
Learning Is Social and Cultural 83
Families, Communities, and Cultures 84
Learning through Participation 86
Learning Is Becoming Part of a Community 89
Who Is Intelligent? 93
Why Do Children Learn? 95
Intrinsic Motivation 95
Self-Concept, Identity, Motivation, and Learning 96

69



