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EDUCATORS' PERCEPTIONS OF THE CHANGES
IN THEIR CURRICULUM BELIEF SYSTEMS

OVER TIME

MICHAEL SCHIRO, Boston College

Do schools as a collective unit of educators change their beliefs about
curriculum and instructional issues over time in such a way that the quality
of education they offer improves? This is one of the significant questions that
both professional educators and the American public must answer. Some say:
Yes. Our schools have changed their beliefs about curriculum and instruction
over the years, and the changes are for the better. A larger percentage of
children is in schoolfor more years of their life than ever before, children are
being exposed to a broader range of ideas than ever before, and the majority
of them are learning more than ever before. Others say: Yes. Ourschools have
changed their beliefs about curriculum and instruction over time, but the
change has been for the worse This is partially because educational expecta-
tions for our schools have lowered and as a result, schools demand less of
themselves and their students. Still others say: No. Our schools have not
changed theirphilosophical underpinnings in anyfundamental way over the
years. The negligible changes we see must be interpreted from Sarason's
perspective that "the more things change the more they stay the same. " ' The
insignificant changes taking place within our schools are simply natural
'swings of the pendulum" that are inherent in our educational system.

A related question is: Do the educators who run our schools-both
teachers and administrators-change their beliefs about curriculum and
instructtonal issues over the span of their careers? This is a critical question
to answer if we want to answer the larger question mentioned above. It is also
a critical question to answer If we want to understand what is occurring in
our schools or if we want to learn how to influence change systematically
within our schools.

This research investigates educators' perceptions about the types of
changes that occur within their beliefs about curriculum over time. It specifi-
cally examines the changes in curriculum teology--or philosophy-that

'Seymour B. Sarason, The Culture of hbe School and the Problem of Change (Boston Allyn
and Bacon, 1971)
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occurred during the careers of 76 educators. It explores both the frequency
of and reasons for change. The major findings are the following:

* Educators make changes in their curriculum ideologies about once
every four years.

* The first such change occurs about three years after entering the work
force.

* The most frequently noted events associated with change are changing
the school or grade in which an educator works, noting and responding to
previously unknown needs of the children or community, and changing jobs
from teaching to administration.

A major observation accompanying these findings is that it is changes in the
ordinary everyday relationships and events in educators' lives that act as the
prime stimuli for change in their curriculum and instructional belief systems,
and not the extraordinary intrusions of curriculum consultants, new textbook
series, or other such "change-oriented" curriculum events. In addition, this
research describes different ways educators conceptualize the relationships
between their curriculum beliefs and those of other educators.

THEORETICAL FRAMEWORK

In A Place Called School John Goodlad indicates that over the last 300
years, four major goals have come to compete for attention within American
schools.2 They are

(1) academic .. embracing all intellectual skills and domains of knowledge,
(2) vocational . developing readiness for productive work and economic

responsibility,
(3) social and civic . preparing for socialization into a complex society, and
(4) personal emphasizing the development of individual responsibilit, talent,

and free expression 3

Each of these goals is supported as the primary goal of education by both a
substantial segment of our society as a whole and by a substantial group of
teachers. 4 Goodlad further points out that a discrepancy exists between what
teachers perceive to be the proportionate emphasis upon each of these goals

'John I Goodlad, A Place Called School (Nem York. McGraw Hill Book Company, 1984),
p. 39

'Ibid, p 37
'Ibid, p 65
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and what they would prefer was the proportionate emphasis in the schools
where they work (see Table 1). t

Educators find themselves immersed in constant debate and disharmony
over critical philosophical and ideological issues concerning (1) the compet
ing struggle among the academic, vocational, social, and personal goals for
influence over their school curricula, (2) the discrepancy between perceived
and preferred goal emphases for their schools, and (3) their actual ability to
choose which goals or combinations of goals they will promote This debate
and disharmony render them receptive to frequent changes in the educational
goals they support.

At one level, the issue for educators is which of the goals they will
emphasize in their curriculum and instructional endeavors At a deeper level,
the issue is which one of four curriculum ideologies they will subscribe to in
order to give meaning to their curriculum and instructional endeavors Here,
the phrase curriculum ideology means a practical philosophy that influences
educators' day-to-day behaviors toward curriculum issues This study will label
the four ideologies Scholar Academic, Social Efficiency, Social Reconstruction,
and Child Study. These ideologies roughly parallel the academic, vocational,
social, and personal goals for schools. The curriculum ideologies are major
conceptual systems that have competed for educators' allegiance and control
over their endeavors for most of this century. These ideologies go beyond
the philosophical realm of beliefs about "what should be," for they are the
conceptual systems that dictate "how one should behave" when confronted
with curriculum and instructional tasks. Each ideology is more akin to a
pedagogical subculture than to a goal; for each has its own set of beliefs about
the nature of knowledge, learning, teaching, children, and evaluation, as well
as its own set of goals, slogans, heroes, values, and myths.

The Scholar Academic ideology is concerned with maintaining "cultural
literacy" by having students study the content and modes of inquiry of tradi-
tional academic subjects. The Social Efficiency ideology is concerned with
conditioning students to learn the skills they need to perform as efficient adult

Table 1. Teachers' Perceived Goal Emphasis in Their Schools
Versus Teachers' Preferred Goal Emphasis for Their Schools

(in Percentages)5

Social
School Level Academic Vocational and Civic Personal

Elementary 785vs. 48.9 32vs 35 12.2 vs 140 61 vs 335
Junior High 644vs 467 107vs. 101 163vs 139 87vs 293
SemorHigh 522vs 456 230vs 148 180vs 90 68vs 297

Slbid., pp. 63, 64, 39.
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members of society. The Social Reconstruction ideology attempts to help
students understand the crises facing our society, develop a value stance
toward those crises, and learn to act to alleviate the crises and thereby bring
into existence a better society. The Child Study ideology places the child m
the center of the educational endeavor and is concerned with helping each
child grow into a unique individual with a healthy self-concept.

In the past, curriculum theorists have mapped the curriculum field as a
whole, describing the nature and evolution of each of these curriculum
ideologies.6 In Figure 1, the contents of the curved line depict all of the
possible ideological stances that educators can hold with respect to curricu-
lum, and the four points represent the ideologies just mentioned.

Curriculum theorists thus far have described the contents of this set of
curriculum beliefs and noted that the density of this set of beliefs is greatest
near the points representing the ideologies and most well defined and consis-
tent at those same points. This study goes further by examining both educators'
perceptions of how these four curriculum ideologies have affected their
ideological stance throughout their careers and how events within their lives
have affected their choice of, and interpretation of, curriculum ideologies.

Figure 1. The Four Major Curriculum Ideologies

6
5ee, for example, Michael Schiro, Cwuriculum For Better Scools. be Great Ideological

Debate (Englewood Cliffs, NI Educational Technology Publications, 1978); Elliot Eisner and
Elizabeth Vallance, Conficting Conceptionsof Curriculum (Berkeley: McCutchen, 1974); William
Schubert, Curriculum. Perfpectlve, Paradigm, and PossibiliOt (New York. MacMillan, 1986)
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METHODOLOGY AND POPULATION

Data for this study were collected from '6 students enrolled in 1989 in
graduate courses in curriculum theory taught by two full-time faculty members
at Boston College.' During the courses, each student was given an ideological
preferences inventory to help clarify his or her ideology and was exposed to
the four ideologies. At the end of the courses, each student was required to
write a "curriculum ideology life history " The histories traced the evolution
of the students' ideologies from the time they decided to become an educator
until the present. (Special emphasis was to be placed on describing the events
that enabled them to formulate and change their ideological stances ) They
were also asked to draw a "diagram" that illustrated this history

The 76 educators studied in this research included the following sub-
groups, some of which overlap. 39 administrators (grades K-12) from coun-
tries with English as the native language (U S A, Canada, Great Britain, Austra-
lia); 21 teachers (grades K-12) from countries with English as the native
language, 9 educators employed in higher education, 1'7 Catholic school
educators (grades K-12) enrolled in Boston College's Catholic School Leader
ship Program, and 17 senior-level school administrators (grades K-12)
enrolled in Boston College's doctoral level Professional School Administration
Program. Two subgroups that are not differentiated in the study from the total
population include educators from countries where English is not the native
language (5 persons) and educators employed in nonschool settings (2 per-
sons). The total population included 30 males and 46 females, 5 people under
the age of 30, with the youngest being 26; and S people with 5 or fewer years
of full-time educational work experience, the shortest being that of a school
principal with 2 years experience. The administrator subgroup included 4
superintendents, 7 assistant superintendents, 17 principals, and 4 assistant
principals.

The reliability of the author's interpretation of data within this study was
checked in three ways: (1) a second person collected and tabulated data from
23 of the life histories and compared it to the author's data;8 (2) the findings
were submitted to 23 of the participants, who were asked to what extent the

'The author and Dr Kilburn Culley
'Mrs Christine Moynihan, a doctoral student at Boston College, performed this reliabilrty

check The only significant difference in the data related to the number of people who were
counted as having a "change of school or school system contribute to a change in curriculum
ideology In examining the difference in the scoring of the ideology life histories, the reason for
the difference became obvious. when a "change m school" and another event simultaneously
contributed to a change in ideology, Mrs Moynihan counted only the "other contributing factor,"
while this author counted both. For example, If an educator moved from teaching in a school in
an affluent suburb to teaching in a school in a poor urban community and changed ideology
because of the differing needs of students, this author attributed the change in ideology to both
a "change in school" and the "needs of children," while Mrs. Moynihan attributed it to only the
"needs of children."
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findings within the study corresponded to events within their lives; 9 and (3)
similar courses were taught to 24 Boston College graduate students in 1991,
with one minor difference. After writing their curriculum ideology life history
essays, these 24 students were asked to analyze their own essays, set up their
own sets of reasons for why they changed their ideologies, and tabulate their
findings. This allowed both for the data in this study and for the category
system used In analyzing the life history essays to be examined from a new
perspective. All checks for reliability indicated that the findings within this
study were accurate reflections of its partcipants' interpretations of their lives.

The research method used in this study is the biographical method, as
described by Denzin.to Curriculum theorists, including Connelly and Clan-
dinin and Butt and Raymond have discussed the applicability of the biographi-
cal method to the field of curriculum." As described by Denzin, the "biograph-
ical method... involves the studied use and collection of personal-life docu-
ments, stories, accounts, and narratives which describe turming-point moments.
in individuals' lives.""

2
The documents used in this study were the written

curriculum ideology life histories, the diagrams of those histories, and, when
available, the curriculum ideology preference inventories, cumculum vitae,
and conversations and interviews with participants. The use of these multiple
documents allowed for a triangulation, or cross referencing, of data that

'Sixteen of the 23 partilpants who were surveyed about the aocurac. of the interpretation
of the data responded They responded by circling a number on a 5-point scale, where 5 was
"closely corresponds to my life," 3 was "roughly corresponds to my life," and I was "no
correspondence to my life' To the question Do you think that the findings relative to the rate
at vhi.h edu.aturs change their curriculum ideology' losel) correspond to events within your
own life, correspond roughly to events within your own life, or do not at all correspond to events
within your life?" participants responded with a mean of 3.9 and a median of 4. To the question
"Do you think that the findings relative to the 'reasons why educators change their curriculum
Ideology Clsel) currespond to events within yout own life, correspond rughl) to events within
your own life, or do not at all correspond to events within your life?" participants responded
with a mean of 3.9 and a median of 4.

"°Norman K. Denzin, Interpretatwe Biography (Newbury Park, CA. Sage Publrcatons, 1989),
Norman K Denzin, The Research Act (Englewood Cliffs, NJ. Prentice Hall, 1989), ch. 8

"F Michael Connelly and D. Jean Clandinin, Teadhers as Curriculum Planners. N&ratiies
of ~Eerience (New York: Teachers College Press, 1988); F. Michael Connelly, and D Jean
Clandinin, "On Narrative Method, Biography and Narrative Unities in the Study of Teaching," 7he
Journal of Educational Thought 21 (No. 3, December 1987): 130-139, Richard L Bun and
Danielle Raymond, "Arguments for Using Qualitative Approaches in Understanding Teacher
Thinking. The Case for Biography," ournal of Cumrculum 7heorzring 7 (No. I, 1987): 62-93;
Richard L Butt, Danielle Raymond, and Lloyd Yamagishi, "Autobiographic Praxis. Studying the
Formation of Teachers' Knowledge,"Journal ofCurriculum 7herizing 7 (No 4, Winter 1988):
87-164 See also L Berk, "Education in Lives. Biographic Narrative in the Study of Educational
Outcomes," Journal of Curricrdum Tbeorizing 2 (No 2, 1980). 88-155; Madeline Grumet,
"Supervision and Situation. A Methodology Qf Self-Report for Teacher Education," Journal of
Curriculum Theorizing 1 (No 1, 1978): 191-257; William Pinar, "Life History and Educational
Experience,"ournal of Curriculum Theorizing 3 (NO. 1, 1981): 159-286.

iNorman K Denzin, Interpretative Blography (Newbury Park, CA: Sage Publications, 1989),
p. 13
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permitted a more accurate description of a life than a single document.'3 The
use of written, diagrammatic, and, where possible, oral data, was considered
important because the different media permitted participants to portray their
lives in different ways The "turning-point moments in individuals' lives"
are the composite sets of experiences that lead individuals to change their
curriculum ideologies. These are the events or cumulative sets of events
placed within a temporal framework that "alter the fundamental meaning
structures in a person's life"' 4 through which curriculum and instructional
events are given meaning.

The research method of this study provided participants with a contextual
framework to give meaning to the components of their lives that relate to
curriculum and instructional events. Participants were introduced to the four
curriculum ideologies mentioned above through lectures and discussions,
took a written inventory that represented to them their curriculum and instruc-
tional beliefs in terms of the meaning structure defined by these ideologies,
and read books and articles written by advocates of each Ideology. They also
read analyses and critques of each ideology and participated in debates during
which they had either to defend or attack each ideology. This took place
in an environment that attempted to avoid showing favoritism toward or
discrimination against any ideology or participants who held any ideology.
Participants were thoroughly familiar with the contextual framework within
which this study took place and were under no external pressure to subscribe
to an) one ideology. The intent was to provide participants with a theoretical
context that could give meaning to their lives and then have them explore
their lives within that contextual framework in order to extend the meaning
of the theoretical construct. This is in contrast to the purpose of others who
have used the biographical method within the field of curriculum as a ad)
of understanding the experiential knowledge of classroom participants" or
"for purposes of understanding classroom actions."" For them, "the starting
point for inquiry is a practical event rather than a working theory."'"

"Curriculum ideology life histories and the accompanying diagrams were frequently not in
agreement, possibly because they provided different media for portrayinga life Where documents
did not match in one to one correspondence, a single composite document was cutnstrucoid,
in which contradictions, irregularities, and discontinuities among individual documents were
accounted for The data for this study were then abstracted from the composite document

" Norman K Den;n, InterprelativeBiography (Newbury Park, CA Sage Pubhlications, 1989)
p 70.

'`F Michael Connelly, and D Jean Clandinn, "On Narrative Method, Biography and Narrative
Unities in the Study of Teaching," The Journal of Educational 7hought 21 (No 3, December
1987). 131, 134.

'
6
Ibid., p. 131- Note that whether one uses the biographical method to elaborate upon theory

or practice, both the interpreter and the writer of the biography understand events and give
meaning to events from within a contextual structure. As Norman K. Denzln expresses it in his
Interpretative Biography (Newbury Park, CA. Sage Publications, 1989): "No self or personal.
experience story is ever an individual production. It derives from larger group, cultural, ideologli
cal, and historical contexts ... To understand a life, the epiphanies and the personal-experience
and self stories that represent and shape that life, one must penetrate and understand these larger
structures They provide the languages, emotions, Ideologies, taken-for-granted understandings,
and shared experiences from which the stories flow" (p 73) The research herein reported has
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CURRICULUM LIFE HISTORIES

Let us now examine five types ofdrawings that educators used to describe
how their curriculum ideologies have changed throughout their careers.
These drawings, called ideology life history diagrams, provide an overview of
the kinds of data this research is based on and show the range of illustrations
educators have invented to portray their lives." They are presented in a
"cleaned up" format that maintains the structural integrity of the originals
while altering such things as uneven line quality, spatial orientation, particular
life events, or comments that might identify their authors.

Figure 2 portrays what I call "Life History as a Trip." This educator began
teaching at the 1st grade level with a close affiliation to the Scholar Academic
ideology (position I). Experience in teaching children gave this educator an
increased desire to nurture children's individual needs, and he moved away
from the Scholar Academic ideology toward the Child Studyideology (position
2). When he changed the grade he taught from Ist grade to 5th grade, the
increased emphasis on academics and classroom control caused him to mnove
to a combination of Scholar Academic and Social Efficiency ideologies (posi-
tion 3) Another change of grade level that accompanied a change of school
and community placed him in a position where he vacillated between the
Scholar Academic and the Social Efficiency ideologies before subscribing to
the Social Efficiency position, a position supported by the parents of the
children he taught (position 4). When he moved again, from an urban to a
rural community, he found himself working in a school and for a principal
who believed in "open education" and the "progressive approach", as a result
he moved his ideology toward the Child Study position (position 5). When
his job changed from teacher to school principal and he moved from a rural
to a suburban school, this educator moved toward the Scholar Academic
ideology, an ideology that reflected the desires of upwardly mobile suburban
ites who wanted their children to attend the "best" colleges (position 6).
Another relocation allowed this educator to serve as the principal of a school
on a Native American Indian reservation. In this position he saw how problems
of alcoholism, unemployment, and drugs were daily concerns of the children.
Because most children and parents on the reservauon did not possess self-
esteem, the child-centered ideology became primary for this educator during
the first year at this location (position 7). Upon learning more about the needs
of the Native Americans, this educator moved toward the Social Reconstruction
ideology, for he felt he needed to help the Native Americans reconstruct the
social conditions under which they lived, rather than simply nurture them.
Hie realized that these children had to do something for their people. They

made the participants in the research familiar with the theoretical context being explored, in
order to enlist them into being elaborators of that theoretical context

"Students, in fact, Invented a wider range of illustrations than those presented here Thts
researcher, however, found it difficult to interpret illustrations of flowers and rainbows of balloons
in changing colors.
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Figure 2. Life History as a Trip
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I: First three years of teaching 1st grade
2: Fourth to seventh years of teaching 1st grade
3: Three years of teaching 5th grade
4: Four years of teaching junior high in a large urban school
5: Five years of teaching junior high in a small rural school
6: Five years as principal in an affluent suburban junior high
7: First year as principal at the Indian reservation
8: Second to fifth years as principal at the Indian reservation

had to become the leaders of their people to combat the serious problems
on the reservation (position 8).

Figure 3 portrays what I call "Life History as a Set of Influences." As a
teacher of a single academic subject to 7th and 8th grade students between
1965 and 1970, this educator was most heavily influenced by the Scholar
Academic ideology. In 1970, teaching 5th grade, he became increasingly aware
of the needs of the "whole child" across all academic subjects and within the
context of peers and family, and became heavily influenced by the Child Study



Figure 3. Life History as a Set of Influences
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ideology. This ideology continued to influence him for another eight years,
although the socio-political events associated with the Vietnam War resulted
in his being highly influenced by the Social Reconstruction ideology during
the early 1970s. With a change of job from regular classroom teacher to special
education teacher in the mid 1970s, this educator had to follow state and
federal mandates and create behaviorally oriented individual education pro-
grams (IEPs) for children. As he did so he began to subscribe to the Social
Efficiency ideology. Upon becoming a school principal In the mid-1980s,
being freed from the constraints of conceptualizing education through the
lenses of IEPs, and being pressured by veteran teachers to reevaluate the
importance of imparting knowledge to children, this educator gradually came
under the influence of the Scholar Academic ideology, while the Social Effi
ciency ideology exerted increasingly less influence over him.

Figure 4 portrays what I call "Life History as a Composite of Ideologies."
In 1971, as a student teacher, this educator's ideological orientation was
primarily Child Study. (From her drawings her orientatton was determined
to be Child Study, 70%, Social Reconstruction, 19%, Scholar Academic, 10%,
and Social Efficiency, 1%.) During her first full-time lob as an elementary

Figure 4. Life History as a Composite of Ideologies
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1983-88: College dean
1988-89: Doctoral student & college dean
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school teacher, she modified her views slightly (Child Study, 60%, Social
Reconstruction, 30%, Scholar Academic, 5%, and Social Efficiency, 5%).
Between 197, and 1979, she left teaching to obtain a master's degree in
sociology This altered her ideology dramatically, because of the academic
atmosphere of the university, which she resented, and the social and political
contexts she found herself in as a student (Child Study, 19%, Social Reconstruc
tion, '0%, Scholar Academic, 10%, and Social Efficiency, 1%). Returning to
teaching and changing grade levels from elementary school to junior college
equalized the influence of the four ideologies (Child Study, 30%, Social
Reconstruction, 30%, Scholar Academic, 20%, and Social Efficiency, 20%).
When she became a college dean in 1983, the managerial demands of her
administrative position influenced her to subscribe to the Social Efficiency
ideology (Child Study, 25%, Social Reconstruction, 10%, Scholar Academic,
20%, and Social Efficiency, 45%). Upon entering a doctoral program in 1988,
while still a college dean, this educator altered her ideological orientation in
a manner similar to the way she had after entering her master's degree
program, hence, the influence of the Social Reconstruction ideology
increased, with a corresponding decrease in the ideology that had major
influence over her during the previous period in her life (Child Study, 25%;
Social Reconstruction, 50%; Scholar Academic, 10%; and Social Efficiency,
15%). This increase in the Social Reconstruction ideology seemed to be a
reaction to being a student within the socio-political context of an academic
university.

Figure 5 portrays what I call "Life History as a Portrayal of Internal
Change." During the 1960s, as an elementary school special education teacher

Figure 5. Life History as a Portrayal of Internal Change
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me me me
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working with poor children in an urban ghetto, this educator adopted the
Social Reconstruction and Social Efficiency perspectives. Her students lived
in a world of poverty and violence, and she knew that she wanted something
better for them. Thus, she worked hard to provide them with the literary tools
they would need to escape from their poverty by transforming their world
into a better place to live. During the 1970s, her life took an interesting turn
when she bore two children and adopted two war orphans. Caring for these
children as well as teaching part-time influenced her curriculum and instruc-
tional beliefs. While her children were growing up, she worked part-time in
a Montessori school and learned to enjoy letting youngsters make their own
decisions about what they wanted to do. The Child Study ideology in this
context had a deep influence on her. At the same time, she worked to establish
an alternative school for dropouts. Here, Social Reconstruction was a motiva-
ting ideology in her work with adolescents. The Social Efficiency ideology
took a position quite peripheral to her life because of her growing dislike of
IEPs. The early 1980s took this educator out of the traditional school arena
and into church activist work. By the mid-1980s, however, she was back in
public education as a high school assistant principal in charge of student
services, staff-student relations, and management. The managerial demands
of the assistant principal position enabled this educator to readopt compo-
nents of the Social Efficiency ideology and add it to her acceptance of the
Social Reconstruction and Child Study ideologies.

Figure 6 portrays what I call "Life History as a Vector Analysis of Influences
on an Educator." Between 1962 and 1966, the primary influence on this
kindergarten teacher was the Child Study ideology (position 1). After changing
teaching levels from kindergarten to high school in 1966, the major influences
upon her were the Scholar Academic and Child Study ideologies, with the
Scholar Academic ideology having more influence than the Child Study ideol
ogy because of the academic orientation of her high school (position 2). In
1968, she became a special education teacher and was heavily influenced by
the Social Efficiency ideology (with its accompanying IEPs), even though the
Scholar Academic and Child Study ideologies continued to assert a minor
influence over her (position 3). In 1971, she left teaching for a year to study
at a university with a mentor, who influenced her to take a socially active role
in addressing the injustices done by schools to special education students. As
a result, she became influenced primarily by the Social Reconstruction and
Child Study ideologies, with a little pull from the Social Efficiency Ideology
(position 4). Returning to teaching in 1972 and continuing as a special educa-
tion teacher until 1977, this educator became increasingly influenced by the
Child Study and Social Efficiency ideologies, and the influence of the Social
Reconstruction ideology decreased (position 5). In 1977, this educator
changed her job from teacher to director of special education. She became
increasingly influenced by the Social Efficiency ideology as she attended to
her management tasks, although the Child Study ideology continued to have
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Figure 6. Life History as a Vector Analysis
of Influences on an Educator
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1. 1962-66: Kindergarten teacher
2: 1966-68: High school teacher
3. 1968-71: Special education teacher
4. 1971-72: University study
5 1972-77: Special education teacher
6 1977-85. Special education director
7: 1985-89: Assistant superintendent

a large influence over her (position 6). In 1985, this educator accepted a job
as an assistant superintendent, where she had to deal with all students in her
school system and not just special education students. Concern for the aca-
demic needs of all the children in the school system led her to become
increasingly influenced by the Scholar Academic ideology. At the same time
the influence of the Social Efficiency ideology decreased, as IEPs mandated
by the government for special education students no longer claimed her
attention (position 7).
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Figures 2 through 6 show five ways that educators portrayed how their
curriculum ideologies changed during their careers. They have been
described as "life histories," conceptualized as a "Trip," "Set of Influences,"
"Composite of Ideologies," "Portrayal of Internal Change," and "Vector Analy-
sis of Influences." These drawings show that educators perceive changes in
their ideologies during their careers and that events that precipitate change
include such things as changing the school or community an educator works
in, changing the grade level taught, and changing jobs from teacher to adminis-
trator.

Figures 2 through 6 also demonstrate one of the types of data this research
iS based on: the life history diagram. The curriculum ideology life history
essays that educators wrote told their stories in essay form, usually in much
greater detail on both their ideological perspective at any one time in their
lives and the reasons they attributed for each ideological change.

RESULTS

The findings of this study fall into three groups: (1) those relating to the
rate at which educators change their ideologies; (2) those relating to the
reasons why educators change their ideologies; and (3) those relating to the
different conceptual levels at which educators think about issues related to
curriculum ideologies

Findings Related to Rate of Change

Do educators perceive themselves as changing their curriculum ideolo-
gies after entering the work force? If they do, with what frequency do they
percilve themselves as changing? All educators in this study reported making
significant changes In their curriculum ideologies since entering the work
force as full-time educators. The shortest amount of time reported before the
first change in ideology was a few months, the longest was 18 years.

Table 2 presents data collected from the ideology life histories that
indicate the frequency with which educators perceive themselves as changing
curriculum ideology.

The data in Table 2 indicate that educators not only change their curricu-
lum ideologies, but that they do so more often than might be expected. The
mean number of changes in ideology for the study population as a whole was
2.9 changes, with a median of 3. Note that administrators have a higher mean
(3.6) and median (3) number of changes than do teachers (who have an mean
of 2.4 and a median of 2). One possible explanaton is that administrators had
spent a mean of 17.3 years working as educators, while the teachers had spent
a mean of 12.9 years.

The study population as a whole reported spending a mean of 4 years
within a single ideological framework before changing to another curriculum
ideology. Note that the median number of years between changes for the total
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Table 2. Frequency with Which Educators Report Changes in
Curriculum Ideology for the Total Study Population and

Selected Subgroups

Total Admin Teacher Hi. Ed Catholic Sr. Admin.

Number of persons 76 39 21 9 17 23
Total number of ideology 221 142 51 18 56 83
changes
Mean number of changes 29 36 24 2 3-3 36
Median number of changes 3 3 2 2 3 4
Mean number of years 4 41 4.2 31 41 46
between ideology change
Median number of years 3 5 3.5 35 3 3 4
between ideology change
Mean number of years to 3.1 2.5 4 6 1.2 39 27
the first ideology change
Median number of years to 2 2 3 1 3 2
the first ideology change
Mean number ofvears n 142 17.3 129 89 161 19
education

Note Subgroups overlap and do not add up to total population

population is 3.5 years; for Catholic school educators it is 3 years; and for
senior school administrators it is.4 years. That educators perceive themselves
as changing their curriculum ideologies this frequently was a surprise to the
researcher. It may mean that educators are considerably more open to change
than many change agents believe. It also suggests that it may take more time
for an educator to change than some change agents desire.

The mean number of years that educators spend in full-time employment
(usually as classroom teachers) before making their first change of curriculum
ideology was 3.1 years. The median was 2 years. These numbers are lower
than the corresponding ones for the mean and median number of years (over
the length of an entire career) spent within one curriculum ideology before
moving on to another ideology. In many ways, these lower numbers make
sense, for the first several years in teaching are tumultuous ones, when
educators must confront the discrepancies between their personal expecta
tions as new teachers and the realities of the classroom. In this study, 24%
of the educators reported that confronting the discrepancies between their
expectations and the realities of teaching motivated their first change in
ideology. What is surprising is that the mean and median numbers of years
before the first change in ideology for administrators is so much shorter than
for teachers. The means differ by 2.1 years, and the medians differ by a full
year. Why should school administrators tend to make their first change in
ideology in so much less time than teachers? Could it be that one of the
attributes of educators who become administrators is that they have the
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flexibility to more easily confront and quickly adjust to the "realities" of the
educational workplace than those who remain teachers2

One of the few trends to emerge from this study that focuses on a singular
curriculum ideology points to events occurring during the first change in
ideology. (See Table 3.) At the time of the first ideology change, 55 3% of the
educators in this study moved away from the Scholar Academic ideology,
18.4% moved toward the Scholar Acadermic ideology, and 26.3% changed
their allegiances among the other choices. This seems to indicate that when
an educator first changes ideology, the ideology change is most likely to be
away from the Scholar Academic ideology. Perhaps the reason is that many
new teachers, who have just recently graduated from college, model their
ideologies after those of their college professors, who are primarily within
the domain of the Scholar Academic ideology Perhaps adherence to this
ideology does not serve K-12 educators as well as it serves college educators

Findings Related to Reasons for Change

Twelve major reasons for ideology change, or events that formed turning
points in educators' lrves and stimulated a change in curriculum ideology,
emerged from reading the life histories. They are (1) changing the school in
which an educator works; (2) changing the grade level at which an educator
works; (3) addressing and responding to the needs of the children or commu-
nity served; (4) working with a mentor (often for several years); (5) responding
to social trends or socio-political occurrences (these could include education-
based social trends, such as the popularity of learning centers, or socio-
political occurrences, such as the Vietnam War); (6) attending graduate school;
(7) interrupting one's career temporarily (for example, to be a full-time
mother, work in business, or travel abroad; career interruptions varied in
length from 4 months to 20 years); (8) changing from onettype of teaching
job to another (for example, moving from being a classroom teacher to being
a special education teacher or a guidance counselor); (9) changing from
teaching to administration; (10) changing from one type of administrative job
to another (for example, moving from being a school principal to an assistant

Table 3. Percentage of Educators Moving Toward or Away from
the Scholar Academic Ideology, or in Directions Irrelevant to It,

During the First Ideology Change

Direction of Move Total Admin. Teacher Hi. Ed. Catholic Sr. Admin.

Move toward Scholar 18.4% 17.9% 14 3% 33 3% 35.3% 87%
Academic
Move awa, from Scholar 553 51 3 57 1 444 353 609
Academic
Neither 26 3 308 286 22 2 29 4 30 4
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superintendent), (11) confronting teaching realities, and (12) confrontng
administrative realities. Assorted other reasons for change included changing
the academic subject taught, having a first child, becoming comfortable with
oneself as a teacher, having a change in school principal or superintendent,
taking a sabbatical year, changing the country of residence, or having a signifi-
cant religious experience.

A count was kept of the number of times each reason for change was
given as a major influence that stimulated an educator to change his or her
ideology. The results appear in Table 4.

The most frequently mentioned event that accompanied a change of
ideology for the total study population was the changing of the school or
school system in which an educator worked. This accounted for 16.5% of the
events precipitating a change in ideology. While a change in school or school
system may not have been the direct cause of an educator's change in ideology,
the event of changing school or school system was frequently the precipitating
factor that forced a change in the educator's ideology. This is because a change
in school or school system can place an educator in a situation where a new
group of children or a new school community must be dealt with, a new
grade taught, or a new occupational role assumed (such as when a teacher
becomes an administrator).

A change of school or school system was mentioned more frequently by
teachers than administrators as causing a change in ideology (19.8% versus

Table 4. Frequency of Events that Stimulated Ideological Change
(in Percentages Rounded to the Nearest Tenth)

for the Total Study Population and Selected Subgroups

Event Total Admin. Teacher Hi. Ed. Catholic Sr. Admin.
School change 16.5% 158% 19.8% 18.2% 286% 15.4%
Grade change 10 89 12.4 9.1 143 57
Children & community 128 12.3 19.8 91 131 138
needs
Mentor 2 5 3 9 0 0 1 2 5 7
Social trends 4 4 39 74 0 4.8 4 9
Graduate school 7 5 6 4 8 6 4 5 71 4 9
Career Interruption 7 2 4 4 8 6 18 2 4.8 1 6
Job change:teacher-teacher 4 7 3.9 74 4 5 3.6 24
Job change.teacher-admin 115 16.3 1.2 9 1 8.3 17.1
Job changeadmm..admin. 4 4 69 0 0 0 10.6
Confront teaching realities 6.2 7 4 4 9 4 5 6 8.1
Confront admin realities 4 4 4 9 2 5 91 24 5.7
Other 81 4 9 12 4 13.6 6 41
Number of Events Counted 321 203 81 22 84 123
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15.8% of the tunme) and more frequently by Catholic school educators than by
the total study population (28.6% versus 16.5% of the time). Perhaps the
reason why administrators mentioned this less frequently than teachers was
because of the relatively large number of times they mentioned "changing
one's job from teacher to administrator" (16.3% of the time). Perhaps the
reason why Catholic school educators mentioned this more frequently than
the total study population Is because religious orders may move nuns from
school to school more frequently than the general population moves from
city to city.

The second most frequent reason given for changing curriculum ideology
was the needs of children or community served. This includes working within
a school that has a changing student population (as has occurred in many
urban areas over the last 30 years); changing the type of children one teaches
(for example, shifting from regular education to special education), visiting
children's homes and families, and dealing with parental pressure. This reason
was mentioned 12.8% of the time for the total population. Its frequency
supports our current understandings of the complex ways that American
schools are responsive to, embody, and reflect both the general culture and
the local communities in which they are located.

A change in grade taught was the third most frequent reason given for a
change In Ideology. It was mentioned 10% of the time for the total study
population, 12.4% of the time for teachers, and 14.3% of the time for Catholic
school educators. Changing the grade taught is mentioned almost as frequently
as a cause for changing ideology as changing the school or school system in
which an educator works and only slightly less frequeptly than the needs of
children or community served.

Examination of ideological life histories seems to indicate that moving
from teaching a lower grade to teaching a higher grade pushes teachers to
adopt aspects of the Scholar Academic ideology. The reverse (moving from a
higher to a lower grade) nudges teachers to adopt aspects of the Child Study
ideology.

Taken together these three change factors-school change, grade change,
and needs of children and community served-account for 39.3% of the
reported reasons for change. School change and grade change account for
26.5% of those reported. Why is this significant? The curriculum ideology life
histories indicate that the school system an educator works within, the school
environment an educator works within, the grade level an educator teaches,
and the children and community with whom an educator works have powerful
influences on an educator's curriculum ideology. When a change takes place
in these things, the educators undergoing the change frequently face turning
points in their lives that leave them open to change their curriculum and
instructional beliefs. The life histories indicate that the normal everyday curric
ulum and instructional expectations and atmosphere within which educators
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work-the "hidden curriculum"-have an enormous impact upon educators'
curriculum and instructional belief systems.

Educators in this study indicated that a school system's curriculum and
instructional stance can be heavily influenced by its superintendent, that a
school's curriculum and instructional stance can be heavily influenced by Its
principal, and that a change that results in a new superintendent or pnncipal
having a different curriculum ideology than the old one can influence them
to change their curriculum and instructional ideology. Educators m this study
indicated that a school's curriculum and instructional stance can have an
enormous effect on those working within the school, and that by moving
between schools that have different "hidden curriculums," they frequently
face turning points in their professional lives that can cause them to change
their curriculum and instructional beliefs.

Teachers indicated that the curriculum and instructional practices at a
particular grade level within a school can be heavily influenced by the beliefs
of other teachers teaching at that grade level. Such influence can exert enor-
mous presure for conformity on a teacher moving to a new grade level,
resulting in a change in his or her curriculum ideology. The curriculum
ideology life histories also indicate that the curriculum and instructional
expectations of a class of children and their parents can have an enormous
influence on a teacher (or administrator) who teaches (or oversees) that class.
When a teacher (or administrator) confronts a class of children and their
parents with radically different expectations than previously experienced, this
can create a turning point in educators' lives that can result in changed
curriculum and instructional beliefs.

The school system, the superintendent, the school, the principal, the
grade level, one's fellow teachers, and a class of children (and their parents)
all carry powerful social, political, ideological, and physical influences that
affect educators' everyday work environments, and that can, in turn, affect
their curriculum and instructional beliefs when they change work environ-
ments. The stability of these ordinary everyday relationships in educators'
lives helps them maintain an ideological stance. Changing these ordinary
everyday relationships frequently presents educators with turning points that
can act as the primary stimulator for change in their curriculum and instruc-
tional belief systems.

Administrators report that 16.3 % of their reasons for change are attribut-
able to moving from teaching to administration..Because this usually occurs
only once during an administrator's career, more useful questions to ask are
( 1 ) what percentage of the administrators in this study associated a change of
ideology with moving from teaching to administration, and (2) what percent-
age of the administrators in this study reported a change in ideology due
either to moving from teaching to administration or to changing from one
type of administrative job to another?

269



270 Educators' Perceptions of the Changes in 7heir Cupriculum Belief Systems

Approximately 80% of the administrators in this 4tudy mentioned that
they changed ideology upon moving from teaching to administration. Eigh-
teen of the 39 school administrators (46%) changed their ideological prefer-
ence toward the Social Efficiency ideology shortly after taking their first
administrative position, while only 6 (15%) moved awvay from the Social
Efficiency ideology (see Table 5). These data seem tp indicate that if an
educator moves from teaching to administration and e:periences a resultant
change in curriculum ideology, the change is more litely to be toward the
Social Efficiency ideology than away from it or in any ( f the other six major
directions (which occurred 39% of the time). This trend is associated with
only the first administrative position that educators accept.

The influence that taking on a new administrative position can have on
an administrator's ideology can be seen by combining the percentages for
changing from teaching to administration (16.3%) and :hanging administra-
tive position held (6.9%). In sum, 23.2% of the reported c ranges of curriculum
ideology for school administrators were due to a change in the type of job
performed.

Usually we do not systematically and purposefully move educators from
one job to another, whether the move is to or from teaching, administration,
teacher training, curriculum coordination, or special education. Doing so
might provide educators with new perspectives that right in turn provide
turning points that influence how they view curriculum and instructional
issues. Noting that almost one quarter of the reported clanges in curriculum
ideology for school administrators were due to a change in the type of job
performed would point to "changing the type of job performed" as a very
powerful change strategy available to educational change agents. It might also
indicate that we should be open to, take seriously, and work hard to facilitate
shifts of professional responsibility requested by educators, whether those
shifts be in grade level, school, type of student, or type of job.

The total study population reported that only 6.2% of the changes in
ideology over the length of a career were due to confronting the realities of
the teaching profession. However, looking at the first change in curriculum
ideology experienced, 18 of the 76 educators (24%) reported that their first

Table 5. Percentage of School Administrators Moving Toward or
Away from the Social Efficiency Ideology, or in Directions

Irrelevant to It, During the First Ideology Change After Taking
Their First Administrative Position

Direction of Move Administrators

Move toward Social Efficiencyldeology 46%
Move away from Social Efficiency Ideology 15%
Other changes or no change of ideology 39%
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ideological change took place primarily because the nature of the job forced
them to "confront the realities of teaching." This included confronting such
things as classroom control issues, appropriate grade level content, teacher-
principal authority relationships, and the limits on teacher time and energy.'8

For new teachers, "confronting the realities of teaching" is a major cause of
change in curriculum ideology. One can only wonder why it is mentioned
more frequently by administrators than teachers as the reason for a change
in ideology.

Three of the five educators from non-English-speaking countries who
took part in this study reported that their first change in ideology resulted
from confronting the American educational system, and in particular, the
ideological options available to American educators. This availability can have
an impact on educators from countries where such options are not so readily
available, openly discussed, or supported by substantial segments of the popu-
lation.

The results of the student-analyzed data-data collected at a later time
when another group of graduate students analyzed their own life history
essays (see Methodology and Population)-are presented in Table 6. The
category system generated by the graduate students to explain their reasons

Table 6. Frequency of Events that Stimulated Ideological Change
(in Percentages Rounded to the Nearest Tenth) for the

Comparison Population

Event Total

School change 15.1
Grade change 16.1
Children & community needs 10.8
Mentor 4.8
Social trends 3.8
Graduate school 108
Career change. in or out of education 5.9
Job change: teacher - teacher 32
Job change teacher - administrator 5.4
Confront teaching realities 4.8
Personal life events 10.8
Change subject taught 1.6
Staff development within school 1.6
Working on curriculum development 5
Other 4.8
Number of events counted 186

"Although some of these might be attributed to "responding to the needs of children and
community." the educators in this study spoke about "confronting the realities of teaching" m
very different ways from "responding to the needs of children and community." The former were
spoken about in terms of confronting naiveanddysfunctional beliefs formulated prior to entering
teaching; the latter were spoken about in terms of altering workable sets of beliefs that were
grounded in experience as new experiences presented themselves
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for changing their ideologies and the data they compiled support the findings
of this study-with one important exception. These graduate students created
a category delineating personal events that occurred outside of their profes
sional life and that formed turning points stimulating them to change their
curriculum and instructional belief systems These personal events included
having children, having children enter school, marriage, divorce, mid-life
crisis, death of a close relative, and a close call with death What is particularly
important about this reason for change of curriculum ideology is that it points
out that educators' personal lives and professional lives cannot be treated as
completely disjointed realities. The change agent who is aware of the personal
events occurring within an educator's life can direct the energy generated
from personal turmoil toward helping that individual change his or her
curriculum and instructional beliefs, if the change agent desires to do so.
Either unfortunately or fortunately, change agents tend to excuse educators
who are undergoing significant changes in their personal lives from profes-
sional growth rather than seeing changes in personal lives as facilitators of
professional growth.

Findings Related to Conceptual Level of Curriculum Thbought

Curriculum research in the past has described the different curriculum
ideologies. This research has examined how educators change their curricu
lum belief systems from one ideology to another over the span of their careers.
Reading the curriculum ideology life histories that emerged from this study
brought to light another issue: Are there different conceptual levels at which
educators hold a curriculum ideology that influence both their understanding
of their ideology and how they relate to educators who hold different ideologies'

The curriculum ideology life histories and discussions with students
indicate that two types of growth take place in educators' curriculum belief
systems. One leads educators to new curriculum ideologies; the other leads
educators to a more mature (deeper, more sophisticated) level of understand-
ing of curriculum meanings. The levels of curriculum understanding can be
viewed as "stages" of intellectual development, each of which describes one
of the four ways in which educators deal with the fact that curriculum ideolo
gies other than their own exist.

The levels of sophistication educators exhibit in thinking about the curric-
ulum issues influenced by their ideology are somewhat similar to William
Perry's levels of intellectual development,"9 with some important differences
Following are brief descriptions of what have thus far been identified as the
conceptual levels educators use while thinking about curriculum issues.

'9William Perry, Fonns of Intellectua and Etbal Developmen in ibe College Years (New
York. Holt, Rinehart and Winston, 1970)
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Dualistic. Educators believe, understand, and value only one ideology,
using a dualistic perspective of right versus wrong: those currcular behefs
that agree with their own are correct and good, and those that are different
from their own are incorrect. At one substage educators see only two sets of
curricular beliefs: those similar to theirs and those that are different. At another
substage educators perceive a variety of different curriculum belief systems,
but they still believe, understand, and value only one curriculum belief system
from a dualistic perspective.

Relativistic. Educators perceive a variety of curriculum ideologies, and
they operate from a relativistic viewpoint that gives equal value to each way
of viewing curriculum issues. Here it is held that everyone has a right to their
own opinion, that no opinion is better than any other, and that curriculum
ideologies cannot be measured against any absolute scale of value. At this
stage educators have the ability to identify and understand the language and
images of each curriculum ideology they recognize.

Contextual. Educators perceive a variety of curriculum ideologies, each
of which they view as best for accomplishing certain goals or purposes. At this
stage educators have the ability to express curricular opinions using the
language and images of each ideology they recognize. They switch their
ideology depending upon the nature of the curriculum task they are engaged
in or the ideology of the group or individual they are speaking with. Here the
ideology is valued because of its utility in accomplishing certain tasks or
purposes better than others.

Hierarchical. Educators can differentiate between a variety of well-
defined, viable ideologies while making a personal and thoughtful commit-
ment to only one. The educator can use other ideologies to further his or her
endeavors and can discourse with educators who hold different ideologies
using their language and images, while still advocating his or her own curricu-
lum beliefs.

To illustrate the type of statements that led to the construction of these
levels of curriculum understandings, the following excerpts from a curriculum
ideology life history essay are offered:

I am a chameleon. I often wondered, but I never believed it ... I have been called
flexible; I have been called adaptable; I have been called a survivor; but I am a
chameleon, one who changes (color if one is a lizard) in reaction to situations .. I
discovered my new self when I traced my life history through the perspective of
curriculum ideologies. My span of review encompasses 30 years, and my [life historyl
diagram reveals more than a few stops at each of the curricular Ideologies along the
way ... I am, perhaps, at this venerable age, understanding for the first time, that there
are four (or even more) different approaches to curriculum. More importantly, I, again
for the first time, see how each of those approaches, while built of theory, becomes
"popular" in response to a societal stance or need. Up to this point, I merely thought
that I was altering methodologies in response to student needs, when in fact, I was a
victim of society's tugs, my own desire to be continually competent, and a lifelong
frustration with sameness. I ain a chameleon!
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... In 198[- I became a superintendent of schools, and my authority, as well as
my vision, was broadened.. In retrospect, it would seem that any adherence, however
temporary, to any curricular ideology was, perhaps, a kneelerk reaction When the
school committee or community called on me to provide an answer, I moved in the
direction of greatest benefit. Some might say that I was a politician in that respect, and
I might agree, except that I know that I was running hither and yon lust trying to figure
out what I was doing ... As a budgeteer, I heartened to the Social Efficiency way of
thought, at an elementary PTO meeting, paint me Child Study with a tinge of Scholar
Academic, in giving a seminar to high school kids, the SocialReconstructionist reigns
supreme; and when comforting the high school staff and lack of scholarship in this
generation, that old Scholar Academic emerges like a taken-for-granted wife.'

Future research must confirm the existence of this system of levels
of curriculum understanding, must elaborate upon the nature of the levels
described, and must explore the usefulness, adequacy, and dynamics of this
system. The naive belief that this is a system in which educators at the hierarchi-
cal stage necessarily produce better instructlon and curriculum design than
those at the dualistic stage will most certainly be rejected. The hypothesis
might be confirmed that educators at the hierarchical and contextual stages
are more effective in working on curriculum with the diverse groups of adults
found In most American schools than those at the dualistic stage. Important
issues to examine are (1) Is this a system of hierarchical levels, in which
movement to a "more mature" level prevents regression to a "less mature"
level, or is this a system in which educators can move from one position
to another depending upon their circumstances? and (2) Are these stages
coordinated with more general levels of psychological development that take
place in educators' personal lives?

RELATION TO RESEARCH ON EDUCATIONAL DEVELOPMENT

What do these findings mean within the context of existing research on
how educators change over timer The most distinguishing factor of this
research Is that it explores a new area of educator development. the develop-
ment of educators' curriculum and instructional beliefs This research exam-
ines educators' conceptual development over the span of their careers as it
relates to changes in their curriculum Ideologies, changes that relate to issues
such as "What type of knowledge is most worth teaching in schools?" and
"What is the role of the student in the learning/teaching environment?" Other
research has looked at adult psycho-social development (Erickson, Levinson,
and Gould, for example), conceptual development (Perry and Kohlberg, for
example), career development (Super and Crulckshank, for example), and

'Quoted with permission
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the development of teacher concerns (Fuller and Bown, for example). 2 This
research represents the first attempt to examine the changes in educators'
assumptions about curricular issues over the span of their career.

There are a number of ways in which this research reinforces and is
reinforced by existing research in the fields of developmental psychology,
career development, and teacher development. First, this research indicates
that educators can change their curriculum beliefs during their careers. In
fact, educators frequently do change their curriculum belief systems, with a
change taking place about once every four years. This is one of the basic
assumptions of life-span psychology as it relates to people from birth to
death.2 2 Some psychologists suggest that most people go through major peri-
ods of change at intervals of between five and seven years, with transition
periods that involve times of turmoil and uncertainty taking up almost half of
their adult life.23

Second, this research shows that most of the changes in educators' curric-
ulum beliefs occur because of related changes in their professional or per-
sonal lives. These include changing the grade level taught or having children
who experience difficulties in school. Educators' curriculum belief systems
are in dynamic interaction with both the professional and personal dimensions
of their lives, and changes in either of these can impact their curriculum
beliefs. This is closely related to one of the basic assumptions of life-span
psychology, which asserts that changes in adulthood occur both in the per-
sonal and professional dimensions of peoples' lives and that significant
changes in one dimension impact on the other dimension because all dimen-
sions of a person's life are in dynamic interaction. 2 4 This is also related to
assumptions of adult psychology that assert that adult development can be
viewed from a number of different perspectives (cognitive, psychoanalytic,

2 Erik Erlkson, Childhood and Society (New York. Norton, 1950), Daniel J. Levinson, The
Seasons ofa Man's Life (New York: Knopf, 1978); Roger C Gould, Transformations: Growth and
Change inm Adult Life (New York Simon and Schuster, 1978), William Perry, Formsof Intellectual
and Ethical Development in the College Yeart (Nem York. Holt, Rinehart and Winston, 19'0),
lawrence Kohlberg, "Moral Stages and Moralization The Cognitive Developmental Approach,"
in Moral Development and Behavior. Theory, Research, and Social Issues, ed. Thomas Likona
(New York. Holt, Reinhart and Winston, 1976); Donald E. Super, The Psaholog) of Careers New
'turk Harper & Row, 1957), Donald Ri Cruickshank, William D Armalme, Penelope A Reighart,
Randy L Hoover, Andrea F Stuck, and Rob Traver, "As Teachers Mature," The ClearingHouse 59
(April 1986): 354-358, Frances Fuller and Oliver Bown, "On Becoming a Teacher," Teacher
lducatton, Seventyfourth learbook of the National SoietO for the Stud) of Educatton, pan 2
(Chicago University of Chicago Press, 1975).

'Donald R Cruickshank, William D. Armaline, PenelopeA Reighart, RandyL Hoover,Andrea
F Stuck, and Rob Traver, "As Teachers Mature," The Clearitn House 59 (April 1986). 354-358,
Los Thies-Sprinthall and Norman A Sprinthall, ' Experienced Teachers Agents for Revitalization
and Renewal as Mentors and Teacher Educators," Boston LniversiO journal of Educaton 169
(No 1, 1987) 65-79

"Daniel J Levinson, "A Conception of Adult Development," American Psychologist 41 (No.
1, 1986) 3-13.

"Donald KR Cruickshank, William D. Armaline, Penelope A Reighan, RandyL Hoover, Andrea
F Stuck, and Rob Traver, "As Teachers Mature," The Clearing House 59 (April, 1986): 354-358.
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personality, physical, social, etc.), that adults simultaneously develop differ-
ently within each of these developmental schemes, and that different aspects
of adult growth are in dynamic interaction.2 s

One interesting hypothesis to pursue in the future is the following:
Because educators undergo a varietyof overlapping developmental transitions
during adulthood, they may benefit from different types of staff development
opportunities appropriately matched to their developmental needs. For exam-
ple, at one stage of development educators may be best served by identlfying
with a mentor, while at another stage they may be best served by being a
mentor.' Another interesting hypothesis is this: If we assume that educators'
professional and personal lives are in dynamic interaction, then we can capital-
ize on transitions and crises in educators' personal lives to help them grow
professionally. For example, we should no longer automatically think of
exempting educators undergoing family crises, such as divorce, from perform-
ing well professionally, but rather should view such crises as powerful turning
points that might help them reconceptualize their professional endeavors.

Third, this research shows that there are many ways and reasons why
educators change their curriculum belief systems. Although there is no single
pattern of movement among ideologies that all educators follow, there are
some specific patterns of ideology change that accompany specific turning
points in educators' lives (for example, when educators move from teacher
to administrator and their curriculum ideology moves toward the Social
Efficiency ideology) An interesting hypothesis to pursue in future research is
that changes in educators' curriculum belief systems are likely to be temporally
coordinated with changes in stages of psycho-social development, stages of
career development, and stages of teacher concerns. This would occur
because major transitions in educators' lives are likely to have reverberations
throughout different aspects of adult development.

Fourth, this research indicates that changes in educators' curriculum
belief systems occur at different times during their lives. The occurrence of
ideological change vanes in terms of time of onset, duration, and sequence.
There is not a single age or time at which change takes place or at which a
specific change takes place. Chronological time is not a significant indicator
of what happens in adult development in the same way It is a significant
developmental indicator of what is occurring in children. This is consistent
with many views of adult development, in which it is assumed that adult
growth is controlled as much by social, professional, and personal experiences
and transitions as it is by biological clocks.2 7

Zlbid.
"Sarah L Levne, Understanding Life Cycle Issues A Resource for School Leaders, Boston

Uniersiry Journal of Education 169 (No 1, 1987) 7-19
'Alice B Sargent, and Nancy K Schlossberg, "Managing Adult Transitions," Training and

Detelopment Journal (December 1988)- 58-60
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Fifth, this research indicates that the growth that takes place in educators'
curriculum belief systems is of two types, one leading to new curriculum
ideologies, and the other leading to a more mature (deeper, more sophisti-
cated) level of understanding of their curriculum ideology in relation to other
ideologies. The former is characteristic of growth within a developmental
stage, while the latter is characteristic of growth between developmental
stages. These two types of growth are different; both are worthwhile and
meaningful. The significance of both types of growth has been identified and
discussed within the literature on developmental psychology.

IMPLICATIONS

What are the implications of this research for education? This question
will be answered from three points of view: (1) by examining what 23 of the
participants in this research said when they were shown its results; (2) by
using this research to briefly comment on two educational traditions that
relate to the issues of how to improve schools and foster educators' growth;
and (3) by the author offering his observations.

Implications Perceived by Administrators

The 23 senior administrators who participated m this study were given
a preliminary version of this paper and asked what its implications were for
them as administrators. They directed their answers to their concern about
how schools could be supportive of the changes in educators' cumculum
Ideologies that take place over time. They offered the following suggestions.

(1) Supporting and respecting educators as they rethink their curriculum
and instructional beliefs and try out new curriculum and instructional proce-
dures with children is critical.

(2) Helping educators view themselves as engaged in an ongoing process
of formulating their curriculum and instructional beliefs is critical to helping
them rethink those beliefs.

(3) Moving educators from one grade level to another and from one
school to another should help them reevaluate and clarify their curriculum
and instructional beliefs.

(4) Engaging teachers in administrative responsibilities and school-
based decision making might help them reevaluate and clarify their curricu
lum and instructional beliefs.

(5) Asking administrators to be more engaged in the process of helping
other educators rethink their curriculum and instructional beliefs should help
those administrators reevaluate and clarify their own beliefs

(6) Understanding how frequently and why educators change their cur-
riculum and instructional beliefs should empower administrators to be more
aggressive and effective change agents.
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This list contains two types of suggestions. One is directed toward sup-
porting educators as they change their curriculum beliefs (1, 2, and 6) The
other is directed toward placing educators in new relationships in their work
environment in such a way that they are forced to reexamine their curriculum
and instructional assumptions and either change them or reconfirm them (3,
4, and 5). The 23 senior school administrators who provided these suggestions
believed that school administrators, in their role as change agents, must both
support educators as they grow and find ways to challenge educators to grow
However, supporting educators while they grow seems to be more appealing
than placing educators in situations that will force growth.

Implicationsfor Educational Change Theory

Two different traditions that deal with educational change relate to the
implications of this research for education One tradition is grounded in the
question: How can we intervene in schools in order to change them and the
educators who work in them? The other tradition is grounded in the question:
How can we intervene in the lives of adults in order to promote their growth?

The first approach to school change suggests that school improvement
and teacher growth can be encouraged by inserting into schools curricular,
instructional, or administrative innovations; by providing schools with curricu-
lum consultants, coordinators, or instructors; or by having school personnel
engage in other kinds of "change-oriented" curriculum events, such as work-
ing on curriculum committees 28 Here the school in which the educator works
and the educator's position in that school are left largely unchanged while a
new element is introduced into the work environment.

The research reported in this paper would question the effectiveness of
this approach in changing educators' curriculum belief systems Of course,
changing educators' belief systems may not be the purpose of such innova-
tions, but then the following question must be asked: Will the innovation
introduced to a school accomplish its desired effect if the educators who use
it do not change their curriculum and instructional beliefs, or is one of the
inherent components of most significant educational innovations their attempt
to redefine the relationships between teacher, student, and content in such a
way that educators must change their curriculum and instructional beliefs in
order to use the innovations appropriately?

ZFor discussions of this approach to change, see Hollis L Caswell and Associates, Currculum
Improement in Public Scbool Systems (New York: Teachers College Press, 1950), Marcella R
Lawler, Curriculum Consultants at Work (New York. Teachers College Press, 1958), John I
Goodlad and Robert H Anderson, The Nongraded Elementary School (New York: Harcoun,
Brace, and World, 1959), Roben R. Leeper, ed. Strategy for Curriculum Chbange (Washington,
D.C.. Association for Supervision and Curriculum Development, 1965), Marcella R. Lawler, ed
Strategiesfor Planned Curricular Innoation (New York Teachers College Press, 19'0), Everett
M Rogers, Diffusion of Innovatlions (New York: Free Press, 1983).
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The curriculum ideology life histories collected for this research indicate
that innovations, such as those mentioned above, are not nearly as powerful
m changing educators' thoughts as other mechanisms, such as changing the
grade an educator teaches, changing the school an educator works in, or
changing an educator's job from teacher to administrator, where the changes
are carefully planned for and resulting growth appropriately supported Chan
ging the underlying structure of a school (which is difficult to achieve) or an
educator's relationship to that structure (which is not difficult to achieve) are
more powerful events than simply adding an innovation to a school.4

One can only wonder how the research on school change would differ
if the following question was asked by researchers in this field: How, about
once every Jfive years, for those educators for whom it would be belpful, can
certain of the regularities of educators' everyday lives be changed in ways that
willforce them to reevaluate their curriculum beliefs; and then bow can one
systematically direct, encourage, andsupport the resultinggrowtb that is likely
to take place as educators rethink their basic assumptions about curriculum
and instructional issues?

Inherent in this question are numerous concerns. First are concerns
related to the finding that most educators change their curriculum beliefs. Do
change agents want to become actively involved in helping educators shape
their new beliefs? If they do, what are the most powerful strategies available
that will allow one to systematically direct, encourage, and support educators
as they change their belief systems; what are the possible positive and negative
consequences of using each type of change strategy; and are change agents
willing to put the requisite time, money, and effort into implementing their
change strategies?

Second are concerns related to the finding that most educators change
their curriculum beliefs about once every four years. Do change agents want
to let the changes take place according to some indeterminate timetable, or
do they want to take responsibility for forcing the changes to take place
according to a specified timetable? If change agents let changes take place
according to some indeterminate timetable, they may not be present or may
not nouce when an educator is going through change and thus may miss the
opportunity to intervene in the change process. If the change agent alters
certain of the regularities of educators' everyday lives in ways that will force
them to reevaluate their curriculum beliefs according to a specified timetable,
this may allow the change agent to control some of the variables that can affect
how an educator's curriculum beliefs are changed. If the change agent wants
to control the timetable, how can the change agent determine when it is

'it must be noted that this research examines how educators change their curriculum and
mstrucmonal belief systems, while the research on school change focuses on a much broader
range of concerns, mcluding changing the activimues that children engage in. These are verM
different types of concerns.
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appropriate for a change to take place in an educator's beliefs? Is this determl
nauon based on individual assessment, or are fixed schedules established for
everyone? If fixed schedules are established for everyone, how frequently
should the regularities of educators' everyday lives be changed in ways that
will force them to reevaluate their curriculum beliefs? Is once every three
years too short and once every eight years too long? Are there different
timetables for teachers and administrators, for elementary teachers and high
school teachers?

Third are concerns related to the finding that most educators will change
their curriculum beliefs about four times during their careers. If change
agents are going to help educators reformulate their beliefs, how should they
determine in which specific direction an educator's beliefs should change,
Here there are at least three choices: movement toward a new set of beliefs,
recommitment to an existing set of beliefs with a new perspective or under-
standing of those beliefs, and return to a previously abandoned set of beliefs.
All are options, although some may bring about more productive growth
than others for certain types of individuals working within specific learning
environments. One major distinction that must be considered is that growth
and change are not the same; change can lead in directions other than growth
Another major distinction that must be considered is the difference between
growth that leads to a new ideology and growth that leads to a more mature
level of understanding of curriculum ideologies. Both are important types of
growth.

Fourth are concerns related to the finding that changing certain regulari-
ties of educators' everyday professional life can have a relatively powerful
impact on them in terms of impelling them to redefine their curriculum and
instructional beliefs Is it appropriate to change the regularities of every single
educator's everyday life in ways that will force a reevaluation of curriculum
beliefs' Are there some educators for whom forced change would be helpful
and others for whom it would not be helpful? Considering the literature on
change theory, should we not trear educators who are "innovators," those
who are the "great majority," and those who are "laggards" differently, each
according to their strengths and weaknesses?' Are there not other ways of
differentiating among individuals in determining how they should be treated?

The research on programs that promote adult growth in educators has
been summarized by Thies-Sprinthall and Sprinthall in a critique of what
works and what does not work:

To sum up a large body of research, adults remain largely unchanged from most
conventional educational and therapeutic experiences. In-service education for teach-
ers may result in the acquisition of a few skills, but nothing that would support
significant personal/psychological growth Similarly, we know that short term human
relations type workshops, T-groups, weekend retreats, and the like have no noticeable

"Everett M. Rogers, Diffusion of Innovations (New York- Free Press, 1983)
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long term effects upon adult stage growth. Even the most traditional approaches to
adult treatment such as long-term psychotherapy have such a modest advantage over
control groups (e.g., a 10% Improvement) that it could hardly qualify as a promising
techniques

Adult growth is possible, but we have not yet solved the problem of how
to intervene in adult lives to systematically promote growth, in particular,
cognitive growth, in areas such as the development of educators' curriculum
belief systems.32 Thies-Sprinthall and Sprinthall do think that adult growth can
be nurtured, through planned educational programs that have the following
characteristics:

(a) significant role-taking expenences in complex human "helping" tasks, (b) careful
reflection and reading, (c) balance between action and reflection, (d) contriuity, and
(e) instructor support and challenge."

One can only ask how this list would change if researchers studying how to
promote adult professional growth were to come to terms with the research
finding that the behavior of educators is largely defined and held in check by
the social systems of the schools in which they work The research into the
design of programs to promote educator growth seems to accept as a given the
educator's professional work environment. What would happen if educational
programs were designed to change significantly the structural relationships
of educators' work environments by changing such things as grade taught,
school, or type of work?

Educational Implications

What are the implications of this research for education? I believe there
are two malor implications. First, educators' curriculum belief systems develop
over time, their belief systems develop in response to professional and per-
sonal transitions that occur in their lives, and the major professional transitions
that foster their growth are those that alter the everyday regularities that the)
experience as they work in schools. These transitions change educators'
structural relationships to the environments in which they work-transitions
such as changing the grade level taught (and thus also the age of the children
and the colleagues with whom one most closely works), changing the school

31
Lois Thies-Sprinthall and Norman A Sprinthall, "Experienced Teachers: Agents for Revital-

ization and Renewal as Mentors and Teacher Educators." Boston UnivsyJoumnal of ducaton
169 (No. 1, 1987): 71.3

"Paul sates and K Warner Schaie, "On the Plasticity of Intelligence in Adulthood and Old
Age, Where Horn and Donaldson Fail," Ama*an PSyCbologs 31 (No. 10, 1976): 720-725; Lois
Thies-Sprinthall and Norman A Sprinthall, "Experienced Teachers: Agents for Revitalization and
Renewal as Mentors and Teacher Educators," Boston UnftverstyJouwn of Education 169 (No.
1, 1987): 71.

;Lois Thies-Sprinthall and Norman A Sprinthall, "Experienced Teachers: Agents for Revital-
ization and Renewal as Mentors and Teacher Educators," Boston Unhvityjournal ofEducation
169 (No 1, 1987). 71, 83.
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in which one works (and thus the colleagues with whom one works and the
community m which one works), and changing the type of job one performs
(where, if the change is from teacher to administrator, the authonty and power
relationships among peers change). The significance of this finding is that if
one wants to motivate educators to change their curriculum belief systems,
one powerful way of doing this is to change the everyday regularities that
structurally define how they fit into their work environment. Changing the
grade level at which an educator works, the content an educator teaches, the
school an educator works in, or the job an educator performs has far more
potential for facilitating growth in curriculum beliefs than half a day off from
teaching each week to attend inservice workshops, a salary increase, the
chance to work on a curriculum committee with a special curriculum consul-
tant, or a special commendation for work well done.

The challenges for the administrator who wishes to facilitate growth in
this way are (1) to select carefully the new work environment into which an
educator will be placed so that environment will support the desired type of
growth, (2) to support and respect the educator as curriculum and instruc
tional beliefs are rethought and new curriculum and instructlonal procedures
are experimented with, (3) to help educators view and value themselves as
continually engaged in the process of formulating curriculum and instruc-
tional beliefs, and (4) to see and to treat each educator as an individual who
holds curricular bel.efs for good reasons based on events that have occurred
over a cumulative life span.

It is important to note that the lob changes mentioned above are not the
only ones available or necessarily the best ones available to facilitate growth
in educators' curriculum belief systems. They are simply the ones mentioned
most frequently by the participants in this study. Other interventions that
change educators' relationships to their everyday work environment deserve
exploration, interventions such as assigning master teachers to be mentors
to novice teachers, "4 or giving teachers sabbatical fellowships to become
curriculum consultants to other educators within a school system or state (as
was done in Massachusetts with the Lucnetia Crocker fellowships).

It should also be noted that I am not suggesting that every educator
within a school system be randomly uprooted from his or her work every
couple of years, simply because it is believed that change brings growth (as
is occurring within some school systems). Change for the sake of change can
lead to a sense of isolation and alienation rather than growth. Carefully
selecting the educators who are going to be moved (It certainly makes no
sense to move a person who is already in the middle of a growth transition),
carefully planning the timing of the moves (once every two years, for example,
is far too short a period of time, for it does not give an educator sufficient
time to settle into a position and nurture growth that is taking place), carefully

4Ibid., pp 65-79.
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choosing where an educator is going to be placed when moved (moves
should place educators in work environments that nurture, rather than inhibit,
growth), and carefully deciding how to support an educator's growth while it
is taking place are all serious matters for consideration. Nurturing the growth
of all persons engaged in schooling-students, teachers, and administrators-
is critical to achieving successful schools and should be treated as such.

The second major implication of this research for education is that educa
tors must be viewed as capable of changing their curricular and instructional
beliefs in two different ways. one that can lead them to a new curriculum
ideology and the other that can lead them to a new conceptual level of
curriculum understanding-to a higher or lower stage in the above men-
tioned conceptual levels of curriculum understanding. Once we recognize
that these two ways of growing.exist, we can help educators develop not only
new curriculum ideologies, but also new levels of understanding about the
relationships among curriculum and instructional issues related to the ideolo
gies Why is it important for educators to be able to move to higher levels of
understanding? So they can more fully understand the curriculum context in
which they work, more effectively communicate with fellow educators, and
more fully implement their curriculum and instructional beliefs into their
daily endeavors.

It is my belief that most educators are currently at the dualistic or relativis-
tic stages of curriculum understanding. Being at these levels of understanding
inhibits educators from effectively communicating with each other and fosters
isolation among educators. It also makes it difficult for educators to work
together in groups (for example, on curriculum committees) where consen
sus must be reached (and, if it cannot be reached, a sense of professional
powerlessness results). One of the tragedies of our time is that scholars in
educational philosophy and curriculum theory have not formally noted the
existence of a set of intellectual levels that describe how educators conceptual
ize the relationships among curriculum ideologies. This is a tragedy because
the fields of educational philosophy and curriculum theory have not set as
one of their goals the design of instruction to systematically aid educators in
achieving higher levels of thinking about curriculum issues beyond the dualis
tic and relativistic stages, and thus they have not been able to help educators
achieve the sense of community or power they deserve. Positing a set of
intellectual stages at which educators can think about curriculum issues may
provide a first step in reconceptualizing the purposes of educational philoso-
phy and curriculum theory. Educators must master the languages and symbol
systems used within their profession to give meaning to practical educational
endeavors (the curriculum ideologies), must learn how to create constructive
meaning within their own ideological context, and must learn how to effec
tively relate to and communicate with educators who hold different curricu
lum ideologies. I suggest that goals such as these be incorporated into a new
agenda for the fields of curriculum theory and educational philosophy. Simply

283



284 Educators' Perceptions of the Changes in Their Curriculum Belief Systems

learning about the history of education, the thoughts of great educauonal
writers, or a single cumcular system that gives meaning to educational endeav-
ors is no longer sufficient. Educators must reach higher levels of thought
about curriculum issues and not just understanding about a broader range of
topics. We must deal with the failure of curriculum theory and educational
philosophy to help educators understand the cluster of curriculum ideologies
surrounding them, so that they can move beyond dualistic and relatvlstic
perspectives. Such movement will allow them to hold an ideological position
with commitment, understand colleagues' positions that are different than
their own, and speak with colleagues using various forms of curriculum
language to express their own beliefs in ways that foster communication
rather than alienation.

THOUGHT VERSUS ACTION

A major question must be addressed: if educators are changing their
curriculum ideologies sofrequently, why isn't there more change and diversity
in the overall curriculum and instructional environments found within
schools and classrooms? Goodlad considers the issue in Behind the Classroom
Door, a major study of American schools, when he states that "many of the
changes we have believed to be taking place in schooling [since 1955] have
not been getting into classrooms," and that American "schools and classrooms
were marked by a sameness regardless of location, student enrollment, and
'typing"'.35 What needs to be recognized is that a certain amount of change in
curriculum ideology is not necessarily mirrored by a similar amount of change
in educator behavior. In other words, a 50% change in curriculum ideology
may be reflected by only a 10% change in educator behavior.

Why would this be the case? Why would educators not change their
behavior to the same extent that they change their thoughts? There are many
possible reasons, including at least the following. (1) the American school
"system is geared to self preservation, not to self renewal," 6 and this inhibits
educators from doing things differently than they were done before, (2)
educators feel a lack of encouragement and support (social, administrative,
monetary, and physical) for deviating from the norm, (3) educators lack
superlative role models, and even if such role models have existed for an
educator, they make up the minority of people encountered in schooling,
with the most recent schooling frequently being at universities, which are
likely to be traditional educational environments, (4) students with whom
educators work tend to be conservative about doing things in ways that are
different from how their friends are doing them, and (5) parental demands

nohn 1. Goodlad, M. Frances Klein, and Associates,Bebindthe Classroom Door(Worthington,
OH: Charles A. Jones Publishing Company, 1970) p 9736Ibid., p. 99.
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for their children's education are often conservative and expressed with the
spirit of "If it was good enough for me, then it's good enough for my kids."

Finding ways to help educators implement their curriculum and inStruc
tional beliefs into their everyday practice must be one of the goals of our
educational system if we want educators to become self-actualizing profes-
sionals Simply helping educators to grow intellectually without giving them
the ability to practice their new beliefs does little to help upgrade the field of
education into a dynamic, relevant, and responsive profession.

LIMITATIONS

There are three major limits to generalizing the findings of this study.
First, this study concerned itself with educators' perceptions of changes in
their own curriculum belief systems. Whether or not an unbiased observer
who monitored an educator over the span of that educator's career would
come to the same conclusions is open to question. From the perspective of
biographical research methods, the data within this study are accurate to the
extent that biographies are, or can be, accurate representations of the lives
they represent." Second, this study focused on changes in educators' beliefs
about curriculum. It has not focused on how changes in beliefs are reflected
in changes in actions. It has made no attempt to examine how educators
might change such things as their teaching styles, instructional techniques, or
classroom management styles over the span of their careers. Third, the educa-
tors within this sample are not representative of educators as a whole: over
50% were administrators, about 50% were in doctoral programs within a
private university, and about 25% were nuns or priests who worked in Catholic
schools.

SUMMARY

In the past, curriculum theorists have identified four major compeung
ideologies at work within our schools that give meaning to the curriculum
and instructional endeavors of educators. In addition, they point out that
American schools operate in a state of ideological disequilibrium, in which
these ideologies constantly exert pressure on educators for their allegiances.
The questions of how the struggle among these ideological forces affects the
daily life of educators over the span of their careers and how changes in the
daily lives of educators affect their ideological orientation over the span of
their careers have not been addressed before now.

This research has shown that the ideological disequilibrium educators
find themselves in does have an effect on them. They change their ideologies
about once every four years. These changes are perceived to occur not primar-

3 'Norman IK Denzin, Inerpretative Biograpby (Newbury Park, CA. Sage Publications, 1989)
chs. 3 and 4.
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ily because of philosophical considerations, research findings, or specific,
preplanned, change-oriented curriculum interventions. Rather, they occur
primarily because of major intrusions into educators' lives that affect the social,
political, occupational, and physical environment in which they work. The
most frequently noted events associated with such change are (1) changing
the school or grade in which an educator works, (2) responding to previously
unknown needs of the children or community being served, or (3) changing
occupation from teaching to administration. This research has also noted
the existence of four levels of conceptual understanding at which educators
understand curriculum and instructional issues related to the curriculum
ideologies, and has labeled them the dualistic, relativistic, contextual, and
hierarchical levels of understanding.

A major observation that seems to accompany these findings is that it is
the ordinary everyday relationships and events in educators' lives that act as
the prime stimuli for change in their curriculum and instructional belief
systems, and not the extraordinary intrusions of curriculum consultants, cur-
nculum workshops, or other such change-oriented curriculum events. The
question for those wishing to understand and change schools is thus: How,
about once every fiveyears,for those educators for whom it would be helpful,
can certain of the regularities of educators' everyday lves be changed in ways
that willforce them to reevaluate their curriculum beliefs; and then how can
one systematically direct, encourage, and support the resulting growth that is
likely to takeplace as educators rethink their basic assumptions about curricu-
lum and instructional issues?
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In this treatise Popkewitz articulates several interrelated themes from his earlier
work the impossibility of the detached and neutral educational researcher, the
problem of social regulation through instrumental, technical, and administrative
reasoning to legitimate certain educational practices, the importance of the
historical/social context in studying the political sociology of teaching and
teacher education; the role of power in efforts at educational reform; and the
exploration of the social epistemology of educational knowledge
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