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Preface

What are public schools for in a democratic society? What should
they be for, and for whom? Whose interests are served and whose
should be served in a system of compulsory education? What is the
nature of the relationship between the interests of the individual,
the family, the community, the state, and society? Are there reasoned
answers to these and like questions, or is there just an assortment of
value positions, each as “‘good’’ as the other? Or, to put it another
way, are there not fundamental normative positions derived from
moral and ethical argument that serve to ground appropriate an-
swers to crucial educational questions such as these?

These questions and more are the subject of inquiry in The
Moral Dimensions of Teaching. The chapter authors are all agreed
that the answer to the last question is yes, and their arguments,
taken as a whole, spin a web of normative intrigue from the recon-
ceptualization and reconstruction of professionalism in teaching, to
the proper role and function of American public education, to the
inherent moral and ethical relationship between those who teach
and those who are taught.

But why a book of this nature at this time? Questions about
virtue and moral character—not only of individuals but of institu-
tions—were perhaps more central to academic and public conversa-
tion several decades ago than they are now. When it comes to insti-
tutions of higher education, there appears to be an increasing
tendency to label such matters “purely philosophical” and relegate
them to esoteric niches in the graduate curriculum. Many educators
and much of the community generally have come to eschew discus-
sion of all matters moral and ethical concerning public schooling,
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xii Preface

preferring to focus instead on literacy and numeracy (as if such
decisions did not rely on normative argument).

Teaching the young has moral dimensions, however, simply
because education—a deliberate effort to develop values and sensi-
bilities as well as skills—is a moral endeavor. The teacher’s first
responsibilities are to those being taught.

And teaching the young in schools adds dimensions to this
moral responsibility, which teachers share with parents. All cul-
tures seek to ensure that the young will learn whatever values, ritu-
als, skills, and modes of behavior are deemed to be in the best
interests of the group or the whole. Various formal, informal, and
nonformal educative means are established to effect this encultura-
tion. In the United States, this is done primarily through a system of
compulsory schooling that most children enter at the age of five or
six. Until the twentieth century, the goals set for this system had far
more to do with educating the young for economic and civic respon-
sibility than with educating them for personal development and
freedom.

This charge to schools, in a system of compulsory atten-
dance, enormously compounds the moral responsibilities of teach-
ers, as the chapters of this book reveal. The lives of public school
teachers, in particular, would be simplified if the fit between par-
ents’ expectations and state directives to schools were neat. Schools
and the people in them are caught up in a host of contradictions
and the inevitable conflicts between individual and group interests
and well-being. One would hope that teachers and administrators
are well prepared to deal with these contradictions and conflicts in
steadfastly fulfilling their educational mission. Unfortunately, they
are not.

Background

This book grew out of a comprehensive study of conditions
and circumstances pertaining to the education of educators in the
United States. In 1985, the book’s editors created the Center for
Educational Renewal in the College of Education at the University
of Washington, with the aim of bringing about renewal in both
schools and the programs that prepare teachers for them. Although
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extensive research into schools had already provided ample evidence
of their problems and shortcomings, there was no comparable body
of data about the education of teachers and school principals. We set
out to ameliorate this situation through the Study of the Education
of Educators.

Part of our work involved us in an examination of the educa-
tion of workers in professions such as law, medicine, architecture,
and public health. At the same time, there was increasing interest
among major actors in the educational reform movement in ensur-
ing professional status for teachers and teaching. We noted that this
interest focused almost exclusively on the special knowledge and
technical skills likely to characterize “professionals”’—and the suc-
cessful demonstration of these on tests. Largely missing from the
dialogue and from major reports was any reference to the moral
dimensions of teaching and a profession of teaching. Simultane-
ously, both scholarly books and articles and popular media were
revealing growing, deep concern over widespread moral decay in
every aspect and at every level of our society. A rhetoric of educa-
tional reform centering almost exclusively on the instrumental role
of schools in creating jobs and on the technical competence of
teachers appeared to us to be at best shortsighted and at worst off the
mark.

Initially, we viewed the moral imperatives of education and
schooling as one of four major themes on which to build a teaching
profession and from which to derive the components of teacher
education programs. Then we came to see that moral imperatives
pervade the whole. Recognized and taken into account, they provide
greater strength to the several themes. If these imperatives are ne-
glected and ignored, the whole is weakened to such a degree that
teaching becomes an occupation recognized at most for its technical
expertise but not granted the public esteem that professional status
requires.

In the questions to be addressed in our surveys and inter-
views, we included several designed to reveal the degree of awareness
and commitment to these moral responsibilities in colleges and
universities preparing teachers. Our fears were confirmed. First of
all, teaching in our elementary and secondary schools is demeaned
because it is held in low regard on university campuses and, indeed,
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in many schools and colleges of education. Relatively few teacher
education programs offer courses addressing the role of the schools
in a democratic society, the moral process of becoming humane, and
some of the conflicts involved in squaring the educational needs of
students with the special interests of the larger community. Few
such programs are infused with a sense of moral mission. Further,
only in a few of the settings we visited was there any structure
designed to promote the inquiry that such a mission entails.

Given the general absence of the development of moral char-
acter as a goal of teacher education and the dominance of a behav-
ioristic and technical approach to formal and informal socialization
processes for those about to enter teaching, one would be surprised
to find in schools ongoing dialogue and decision making in the
moral domain.

Our discussions with students, faculty members, supervisors
of student teachers, and others convinced us that our earlier decision
to go ahead with this book was a good one. The findings, conclu-
stons, and recommendations resulting from our study are soon to be
reported in another volume, which will not include extensive expla-
nation of what we mean by the moral dimensions of teaching. Yet
these discussions revealed the necessity for elaboration. As Hugh
Sockett points out in Chapter Seven, we lack the necessary vocabu-
lary for moral discourse. The Moral Dimensions of Teaching, along
with a few other recently published works, is designed to provide
educators and future educators with part of that vocabulary and
particularly with a feeling of need and a desire to participate with
colleagues in the necessary dialogue.

While first drafts of chapters were being completed, two of
the editors of this volume had a unique opportunity to engage in a
year-long moral dialogue with a group of prospective school princi-
pals in the context of a seminar. In planning the program, the
faculty agreed on the moral dimensions of the principalship as a
theme not only to integrate the whole but also to be addressed
specifically and directly. Subsequent discussion in the seminar
focused on the different chapters of this book as each became
available.

Sockett’s observation regarding the lack of a vocabulary for
moral discourse was confirmed early on with this group of carefully
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selected, experienced practitioners. At the outset, they found the
issues to be intriguing and new—even somewhat foreign. Although
they seemed to sense the significance and meaning of what they
read, they had varying degrees of difficulty in expressing reactions
to what the authors had written. Classes were organized according
to the principle of distributed practice—that is, participants in the
seminar had plenty of time to complete the readings over the two to
three weeks between sessions. We were into the fourth session—that
1s, into the third month of the seminar—before a few members of the
group began to contribute to the dialogue freely, comfortably, and
with some passion. By the seventh month, almost all were connect-
ing the readings and the discussions to situations that they were
encountering in their apprenticeship roles in schools. While several
still found the concepts to be awkward and not easy to convey in
their own words, there was general agreement that the theme had
been powerfully integrative.

The editors, all of whom took part in the visits and inter-
views at the teacher education settings, believe that what this group
of experienced educators went through over a year should have
begun in their initial teacher preparation programs. For them to
have come so late 10 rigorous discourse about the moral dimensions
of their work and profession is a serious indictment of the teacher
education enterprise. In another volume, we will make recommen-
dations designed to rectify this failing, discussing moral imperatives
ranging from the responsibilities faced by a college or university in
educating teachers to the responsibilities that must be assumed by
the teacher education faculty. We hope that the ten chapters in-
cluded in this book will prove useful, particularly to those educators
who take our recommendations seriously.

Overview of the Contents

Chapters One through Four center on notions of profession
and professionalization as applied to the occupation and act of
teaching. John 1. Goodlad opens the discussion in Chapter One
with a consideration of the historical and political context in which
we might view teaching as a moral matier, the multilayered nature
of the teaching act, and the efforts to professionalize teaching. In
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Chapter Two, Roger Soder decries the rhetorical grounding claimed
by teachers in their professionalization attempts; he argues that
claims based on the moral imperatives of teaching would be more
accurate and more telling.

In Chapter Three, Barry L. Bull focuses on the relationships
between teacher autonomy, licensing, freedom, and teaching as a
public profession; he argues that freedom to teach the young is
potentially self-defeating and risk-laden and that the office of the
schoolteacher may thus legitimately be limited to those holding
licenses, but he also argues that full professionalization of teaching
is not justified. Gary D Fenstermacher, in Chapter Four, examines
the basis for teacher professionalization claims and concludes that
teaching is indeed a moral endeavor; he argues that teaching should
avold the hierarchical differentiation and distance from clients that
characterize other professions.

The next five chapters shift the focus to the school and the
classroom. In Chapter Five, Walier Feinberg addresses the moral
responsibility of public schools from a historical and philosophical
perspective and evaluates recent works that attempt to recapture a
sense of the moral mission of American education. Kenneth A.
Strike, in Chapter Six, directs our attention to the legal and moral
responsibilities of teachers; in his discussion of the ethics of teach-
ing, he addresses critically the central claims of the advocates of
values clarification, as well as those of Lawrence Kohlberg and Nel
Noddings. Hugh Sockett, in Chapter Seven, focuses on professional
accountability, pointing up the tension between the need for public
control and the need for professional autonomy; he suggests that
such accountability be conceptualized as contingent on trust, public
and professional partnership, and recognition of the moral agency
of the teacher.

In Chapter Eight, Christopher M. Clark asks us to consider
the relationship between the teacher and the taught in the class-
room. He provides case descriptions to illuminate how decisions
and actions with serious moral implications look and feel in con-
text. Following along similar lines, Bruce R. Thomas, in Chapter
Nine, discusses the moral universe of teaching through a presenta-
tton of three individual case studies and a consideration of the
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meaning of the Eight-Year Study; ultimately, Thomas tells us,
schools depend on the moral agency of the individual teacher.

In the final chapter, Chapter Ten, Kenneth A. Sirotnik posits
that teaching has five ethical roots: inquiry; knowledge; compe-
tence; caring; and freedom, well-being, and social justice. Drawing
on the previous nine chapters, as well as on findings from the Study
of the Education of Educators, he reflects on the meaning and im-
plications of the moral dimensions for schooling, teaching, and
preparing to teach.

Seattle, Washington John 1. Goodlad
December 1989 Roger Soder
Kenneth A. Sirotnik
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