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Abstract 
Reflecting on teachers’ work based on the specific realities of each territory or local 
context, and from different public policy perspectives, remains a highly relevant topic. 
This paper proposes to analyze and reconsider teaching practice by taking local realities 
into account, addressing it across different policy levels: general public policy, educational 
policy, and teacher-specific policy. A qualitative and interpretive approach is adopted; 
therefore, a documentary analysis is conducted in which the meanings and interpretations 
attributed to various experiences are described, analyzed, and interpreted. The units of 
analysis underpinning the study include institutional discourses on teachers’ work, 
conceptions of teaching embedded in policies, teaching experiences in territorial 
contexts, and public policy guidelines, among others. The paper provides findings that 
contribute to understanding how the social, economic, and cultural conditions of the 
context influence the way teaching work is carried out. Among the conclusions, it is 
highlighted that teaching must be analyzed from different angles: general regulatory 
frameworks, an understanding of the territories where teaching is practiced, and the need 
to rethink it in order to promote a more comprehensive, situated, and contextualized 
understanding of teachers’ work. 
Keywords: Teaching, public policy, educational policy, teacher policy, territory. 
 

1. INTRODUCTION 
 
Teaching, despite the multiple definitions that recognize it as a social practice responsible 
for transmitting knowledge from one generation to another (González, 2024; Vásquez, 
2018; 2015; 2016; Durkheim, 1999), cannot be reduced solely to this function. It has also 
been historically shaped around its professional, labour, and political demands 
(Bocanegra, 2010; Peñuela, 2008; Castro et al., 2005; Castro, 2007; Popkewitz, 1995; 
Coral, 1980; Fecode, 1982). However, contemporary educational policies have tended to 
delimit teaching as a technical form of social action, subject to measurement, evaluation, 
and quantifiable control (Tello, 2011; Tello, 2013; Tardiff, 2012; UNESCO, 2011, 2013; 
Cox et al., 2011; Cuenca, 2015; Van Zanten, 2011). 
In addition, teaching outcomes are increasingly incentivized through national and 
international awards and recognitions (Varkey Foundation: Global Teacher Prize, 2022; 
Fundación Compartir, 2014), introducing logics of competition and performance. 
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Likewise, teaching is now considered an instrument for the acquisition of goods and 
products within the learning and competency market (UNESCO, 2015; Mahatma 
Gandhi Institute, 2022). More recently, the shift toward coaching has reinforced a 
pedagogy centred on motivation and training aimed at achieving excellence (Fundación 
Compartir, 2014), oriented toward the development, management, and consumption of 
skills linked to entrepreneurship and innovation, facilitating individuals’ insertion into the 
market of services, new technologies, and digital finance (Bedoya, 2018; Blondeau et al., 
2021). 
 

2. BACKGROUND 
 
For more than four decades, numerous studies in Ibero-America have defined teaching 
as the activity responsible for the transmission of social knowledge, understood through 
different analytical categories: the issue (Castro et al., 2005; Peñuela et al., 2008), the 
situation (Coral, 1980; Parra, 1997; Tenti, 2006, 2007), the profession (Ibarra, 2010; Nóvoa, 
2009; Pulido et al., 2005; Tardiff, 2012), working conditions (Castro, 2007; Popkewitz, 1995; 
Palamidessi, 2003), precarisation (Rodríguez, 2009; Vaillant, 2004), and, for other authors, 
the limits of militant practice (Coral, 1980; Le Bot, 1985; Parra, 1997; Rodríguez, 2009). 
This set of perspectives has made it possible to consolidate a field of knowledge about 
teaching that situates it as a historical, political, and social relationship, shaped by disputes 
over its status, recognition, and material conditions of existence. 
Within the analysis of these categories, teaching appears as a practice whose common 
denominator refers to the relations inherent to political economy. From this perspective, 
it is either defended and claimed in response to its devaluation, or it is framed as an 
activity under question, conditioned in its transition between occupation, profession, and 
professionalism. Thus, across different historical moments, teaching has been 
understood as a subordinate social trade, subjugated or undervalued, and more recently, 
precarised. For some, it is an occupation that must be socially defended through union 
organization or activism (Murillo, 2001; Dal Rosso, 2011); for others, it is an activity that 
must be revalued and dignified. In both cases, critical approaches have constituted the 
main theoretical support. 
However, this article proposes shifting the gaze toward another problem: the conditions 
for the transmission of social knowledge and the political powers that make it possible, 
in particular historical moments, to teach, educate, or learn. The aim is to interrogate 
teaching as a situated social production, by revealing the historical practices through 
which this activity has been constituted. It is therefore important to take distance from a 
certain disciplinary complicity with the injunctions of public policies promoted by 
international organizations, multinational corporations, business leaders, governments, 
foundations, and unions, which seek to impose a particular “truth” about what teaching 
should be. 
From these diverse social fronts, teaching has been represented sometimes from the 
frontier of its claims, sometimes from its dignification, and sometimes from the assertion 
that social improvement depends on strengthening it. This reveals that teaching activity 
is constrained within categories such as training, career, and salary, which must be 
defended or reaffirmed, either through union struggle or through alignment with specific 
economic and social models (Vásquez, 2015b; 2016; 2018; 2022). Although relevant, this 
framing limits the analysis to a horizon that privileges the defense or revaluation of the 
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occupation, leaving in the background the interrogation of the political rationalities that 
constitute it. 
For this reason, the article proposes moving through other spaces from which to think 
about teaching: political spaces. This implies recognizing the conditions for the 
formation, existence, and transformation of governmental techniques that take the 
population as their object, political economy as their overarching form, and security 
apparatuses as their essential technical instrument (Foucault, 2006). The goal is to 
investigate the rationalities that guide the selection of the knowledge to be transmitted 
and the intentions of institutions, collectives, and subjects that intervene in teaching 
activity. The aim is not only to show how society selects certain kinds of knowledge, but 
also how it configures what we call teacher policy: the way in which curricular knowledge is 
articulated with modes of government, interests, and strategies. From the perspective of 
knowledge, the analysis examines how it is prioritized and organized in curricula; from 
the perspective of conduct, how mechanisms and techniques seek to formalize practices 
and introduce behaviors consistent with an ideal model of society. 
The proposed trajectory addresses the problematizations that emerge between public 
policy, educational policy, and teacher policy. In doing so, the paper distances itself from 
a certain “academic Marxism” that seeks in economic conditions a reflection in 
consciousness (Foucault, 1996), and adopts instead the concern that we know economic 
structures better than political power relations (Foucault, 1996). The analysis is therefore 
oriented toward the power relations that condition the existence of knowledge about 
teaching, with its discursive regularities, objects, concepts, and specific strategies. Rather 
than describing the integration of knowledge under socioeconomic conditions or 
teachers’ working conditions, the paper assumes that discourses do not merely reflect 
reality, but also construct it (Fairclough, 2001). From a genealogical perspective, the issue, 
the situation, and socioeconomic conditions represent only part of the problem. 
Teaching, as the practice of articulating social knowledge, entails the formation of 
subjects and conduct—that is, a teacher policy. 
This gives rise to questions: why are analyses of political practices as configurators of 
objects and strategies for governing teaching scarce in Latin America? Why are the arts 
of governing teaching not examined? What technologies of power seek to impose certain 
practices? Are there forms of knowledge that silence ethical or aesthetic modalities 
exercised in school settings? The aim here is not to reiterate the widely studied society–
education–work relationship (Coral, 1980; Jiménez & Estrada, 1993; Nóvoa, 2009; Tenti, 
2006, 2007; Tardiff, 2012), nor to describe in a linear way figures such as the preceptor 
or the trainer. Nor does the article assume teaching as a direct relation to rent and capital, 
or as a training device for economic growth, although historical examples exist, such as 
teacher-training colleges (normales), conceived as state devices for producing teachers. 
The paper also distances itself from Marxist analyses of value theory and labour (Frigotto, 
1984) and from debates on surplus value and the social function of the teacher (Marx, 
2002; Torres, 2000; Avalos, 2011; Tenti, 2006). It does not adopt the reading of teaching 
as a mere transmitter of class ideology (Marx, 1848), nor the discussion of state education 
and productive labour (Marx, 2002). Beyond teaching as exchange value or indirect social 
function, the interest lies in teacher policies. The focus is on the government of teaching: 
the rationalities, mechanisms, and procedures that seek to conduct it,  religious practices 
of spiritual care, bodily disciplines, timetables, surveillance, hygiene, normalization, and 
technical training. From teaching as a mediation between the individual and society, the 
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article seeks to show how, for example, in the first half of the twentieth century labour 
became a measure of value and educational policies oriented the training of “personnel” 
(OIE, 1934), turning teaching into a resource for producing vigorous subjects for the 
factory, the army, or the family. 
We thus witness the invention of the educator as both object and instrument of 
government. Training the educator entails transforming them into a technician of 
population management, an actor who acts in the name of the State. The challenge is to 
show how certain forms of knowledge construct discursive regimes in which objects and 
subjects are produced, controlled, and redistributed (Foucault, 1992). In sum, the 
purpose is to describe the governmental practices that define and attempt to impose rules 
for the formation, existence, and disappearance of the teacher as a singular modality of 
social discourse in Colombia—that is, to analyze teacher policy as a specific field of 
knowledge and power. 
 

3. METHODOLOGY 
 
The study process is developed from a qualitative approach with an interpretive 
orientation, based on documentary and critical analysis, since it is inspired by genealogical 
and archaeological perspectives for analyzing power and knowledge, as proposed by 
Foucault (1996) and Popkewitz and Brennan (2000). In this way, through archaeological 
analytics, the study describes the integration, dispersion, and articulation of teacher-
policy authorship and discursive formations. This approach makes it possible to 
understand teaching not only as a formal practice, but as a set of situated experiences, 
discourses, and practices configured in relation to public, educational, and teacher 
policies. It does not seek to measure impacts or evaluate efficiency, but rather to analyze 
the discourses, conceptions, and practices that shape teaching, as well as the knowledge–
power regimes that influence its production and its interpretation across different 
territorial contexts. 
The study considered as units of analysis the incorporation of both normative 
frameworks and institutional discourses, academic production, and situated practices, in 
order to identify the tensions, forms of resistance, and adaptations that emerge in 
teaching as a historical and social practice. This makes it possible to recognize that 
teaching is not reducible to a set of regulated functions, but that it is configured through 
the interaction between public policies, pedagogical knowledge, and teachers’ concrete 
experiences, all of which are traversed by regimes of knowledge and technologies of 
power. In coherence with the above, the exclusion criteria discard approaches centered 
on quantitative measurement, administrative efficiency, or decontextualized analysis, 
since such perspectives limit the understanding of the political and social processes that 
structure teaching activity. Thus, the research directs its analysis toward teaching as a 
socially and politically situated practice, whose regulation, meaning, and transformation 
can only be understood by articulating norm, discourse, and practice. 
The methodology comprises the following phases: 
o Information gathering: conducted through the archaeological analysis of policy 
archives and documents (recommendations, laws, decrees, programmes, minutes, 
resolutions, communications, among others). 
o Exploratory phase: includes the identification of discursive orders, which make visible 
the relationships between policy and territory. 
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o Definition of the sample through purposive selection: involves defining the policy 
modalities, their properties and characteristics—that is, the policy series. 
o Guiding themes: based on the exploratory phase and the definition of the purposively 
selected documentary sample, guiding themes are established and the conditions of 
existence, emergence, and possibility of policy themes are analyzed. 
o Establishment of describable systems: an analysis is conducted of policy discourses, 
as well as the division and organization of guiding themes. Cross-analyses are then carried 
out between thematic series and series of thematized records. In other words, 
relationships emerging within fields of political discourse are established. The 
correlations made visible therein configure “describable systems, that is, sets of 
relationships in which discourses are not only articulated but also practiced in the 
territory” (Ríos et al., 2010, p. 9). In our case, this refers to the description of policies, 
understood as a problematization between teaching and territories. 
 

4. RESULTS 
 
4.1 Public Policy  
What differences exist between public policies, educational policies, and teacher policies? 
Some authors define public policies as the symbiosis between political science and public 
administration emerging in the aftermath of World War II (Ball & Mainardes, 2011), or 
as an approach in which the social sciences are put into practice (Reis, 2003). In this view, 
public policy would be responsible for identifying, formulating, implementing, and 
evaluating the actions of the State, governments, or civil society in public affairs (Meny 
& Thoening, 1992). 
Defining public policy as a measure of actions upon the public sphere from the mid-
twentieth century onward involved the relationship between epistemic areas such as 
jurisprudence, administration, law, and sociology, which tended toward the constitution 
of a discipline of its own: the policy sciences. This discipline, argued for by European 
and North American academies, would redefine the social sciences through the re-
elaboration of knowledge about the public sphere, demanded by the renewal of a 
historical context that required a different rationality to confront challenges such as the 
reordering processes imposed by urban-industrial life in post-war contexts (Ball & 
Mainardes, 2011). 
In this way, the social sciences first shifted toward re-signifying action upon the public 
sphere. This meant moving from disciplinary areas proper to political science—strongly 
influenced by political and legal philosophy—toward a sociological approach that 
developed a discipline oriented to solving public problems through planning, 
multidisciplinarity, and the establishment of laws and norms according to social 
characteristics and values (Easton, 1968; Kingdon, 1984). Second, the policy sciences 
reconciled “two rationalities: scientific and academic knowledge with the empirical 
production carried out by governments” (Souza, 2007, p. 67). Third, authors such as 
Easton (1968, 1992), Allison (1971), Lindblom (1991), and Kingdon (1984) would 
represent the elaboration of three initial streams of public policy within a first period of 
public policy studies, or within a set of surfaces of emergence, instances of delimitation, 
and the delimitation of the policy sciences. 
As a discipline concerned with governmental actions in the public sphere, Easton (1968) 
proposes analyzing actions as functional parts of social and political systems. He 
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denounces the failure of political science as a discipline in search of a universal reason 
for political facts. By contrast, the policy sciences would enable the study of government 
and its acts in society: “What might be called a science of pure politics is the result of a 
retreat in which there has hardly been any science applied to government, to a public 
application worthy of that name” (Easton, 1968, p. 36). It is as if the study of politics had 
no meaning unless it were through the application of State action to social life; as if public 
policies aimed at the “knowledge of certain social behaviors and values in which the State 
intervenes” (Easton, 1992, p. 9). 
The policy sciences would form part of a discipline with “objects and political relations 
of human beings insofar as behaviors, methods such as systems analysis, and a specific 
method for analyzing behaviors” (Easton, 1968, p. 47). That is, as a discipline, public 
policy is the social science of behaviors regarding the public sphere implicit in the social 
and political system. For this, Easton defines instruments such as a body of regular 
propositions about political behavior, quantification, systematization, integration, and 
techniques that define the functions of those behaviors and the decisions and actions of 
public policy. 
The policy sciences would be consolidated as a discipline within a context of public policy 
reorganization, through the definition of objects, concepts, propositions, rules, 
techniques, and instruments, under the condition of the type of behaviors related to 
public affairs. The deployment of this type of analysis/action within a system of 
behaviors is the movement that constitutes what is called the social sciences in practice, 
from the mid-twentieth century onward. Easton (1968) proposes a functional-systemic 
policy approach that balances the political system through the set of actions and political 
decisions involved in public affairs, so that the State and governments determine public 
actions. 
Lindblom (1991), for his part, proposes the incremental approach, defined as the public 
policy process through which social goals and ends are achieved by relating alternatives 
to the means necessary to reach them. That is, public policies would not follow a systemic 
or rational sociological model of policy production, but rather a comparative perspective 
based on continuous and limited successions through which policies gradually change 
their decisions incrementally. In other words, they are established through a reduced 
diagnosis of existing policies; the history of decisions is evaluated in greater detail; 
information is gathered about successes and failures; and “policies are gradually adjusted, 
step by step, to society’s goals and to the objectives of government” (Lindblom, 1991, p. 
16). 
Allison (1971) presents the rational approach, in which policy decisions are made on an 
economic basis related to identifying problems, alternatives, and the maximization of 
objectives, so that control is established between inputs (human, physical, and financial 
resources, etc.) and outputs (built infrastructure, children or young people enrolled in 
school, among others). Kingdon (1984) describes the public policy formulation process 
as composed of three policy processes: identification of public problems, construction 
of alternatives, and the political process, or power struggles to impose interests and 
implement them. 
The policy sciences thus emerge as a discipline of planning the public sphere for the 
reorganization of social affairs through the formulation of behaviors, actions, 
comparisons of decisions, planning, identification, formulation, implementation, and 
evaluation of political acts upon society. Public policies, whether as streams or 
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approaches within the social sciences focused on public actions, or as social sciences 
brought into practice, demonstrate a highly specific applicability in the definition and 
analysis of each action upon the public sphere. 
Another approach to analyzing public policy is that proposed by Fairclough and 
Fairclough (2012), who develop the political analysis of discourse. This approach 
involves describing forms of argumentation as a mode of action used by agents or actors 
in the production of policies, as a decision-making space for constructing a given policy: 
“We orient political discourse analysis to the claim that political discourse is 
fundamentally argumentative and primarily involves practical argumentation; political 
discourse analysis could focus on the analysis of practical argumentation” (Fairclough & 
Fairclough, 2012, p. 2). 
Political discourse analysis is thus proposed from the practical modalities of 
argumentation, that is, from deliberation as the producer of particular policies. To this 
end, they propose a theoretical framework constituted by the structure and forms of 
argumentation, and a methodology based on the analysis of argumentative practices. This 
would correspond to the analysis of political/argumentative discourse within the genre 
of policy documents, interviews, and publications across different media involved in the 
processes of producing a given policy. 
For Fairclough and Fairclough, deliberation is the field of policy production. In that field, 
the authors describe: “Conducting a set of values, objectives, and interests over things or 
persons” (Fairclough & Fairclough, 2012, p. 11). To demonstrate this, they begin from 
the Aristotelian ethical basis that deliberation is nothing more than the political result 
produced between decision and action (Aristotle, Book III, 1112a), in which political 
narratives are constituted through instances, actors, or agents that generate certain types 
of responses and effects, interpretations, and representations, where deliberation is the 
result or product of public policies developed through the deliberation of discourses. 
The political discourse analysis proposed by the authors—argumentation/deliberation as 
analysis of the set of practical reasons of politics and deliberations, would be related to 
classes of argumentative genres of discourse, whether epistemic, political, 
communicational, among others (Fairclough & Fairclough, 2012), which make use of 
narrative, prescriptive, descriptive, or explanatory strategies. The study argues that a 
model of political discourse analysis should consider, first, a problematic domain 
composed of circumstances, objectives, and values, subjected to deliberation and to the 
argumentative and counter-argumentative practices of subjects—ultimate agents who are 
themselves the product of discourses and deliberative practices. Second, this deliberative 
process of discourse provides both the policy process and the set of political analyses 
and facts traced by the authors through three pathways: political discourses of 
domination, manipulation, and ideologies. More than a political discourse analysis, the 
authors propose a rhetorical analysis model. 
A methodology for teacher policies is not in line with linguistic analysis or language 
analysis; it is not limited to lexical analysis, nor is it merely linguistic or rhetorical. Teacher 
policies seek to exceed these domains in order to describe how the formation of concepts 
and discourses is linked to an obsession with ordering concepts and objects into forms 
of discourse; how constructing strategies to privilege certain forms of knowledge over 
others is related to describing concealments, silences, impositions, and resistances 
through which particular forms of order are organized, forms we defend or oppose due 
to their character of uncertainty, difference, multiplicity, or verisimilitude. 
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In this sense, teacher policies will analyze “discourses as a series of elements operating 
within a general mechanism of power, as a series of political events through which power 
is linked and oriented” (Foucault, 2010, p. 254). It is, therefore, about modalities of 
government that construct forms of teaching and attempt to guide it, and to incite it to 
guide a particular model of society. 
4.2 Educational Policy 
Teacher policies differ from educational policies insofar as the latter are understood as 
“government action programs, structured around values and ideas, directed at school 
publics, and implemented by the administration and by education professionals” (Van 
Zanten, 2011, p. 640). From this, it can be inferred that governmental actions upon 
subjects and contexts represent a determinism of educational actions and their actors, by 
the mere fact of being constituted as governmental policies, in which the following 
indeed occurs: 
“Recompositions between the local level and political and administrative units, as well as 
according to establishments, and with a predominance of justification rather than true 
hybridization […] but it produces numerous perverse effects from the point of view of 
the effectiveness of the educational system” (Van Zanten, 2011, p. 645). 
Teacher policies question the protagonism of the State as a linear and dominant instance 
of educational policy. They also question the “perverse effects” produced when 
government policies are not fulfilled within educational systems, and, even more, whether 
they are fulfilled in school settings. On the contrary, teacher policies will show that, to a 
large extent, plans, programs, projects, among others, prove to be failures (Grinberg, 
2008). 
In relation to approaches for analyzing educational policies whose argument is grounded 
in the elaboration of policy from texts and discourses, from contexts and processes, 
teacher policies respond that they do not merely comprise the analysis of political events 
through the determination of the space and time in which policies are produced as an 
analytic of public policy-making, as proposed by S. Ball (1995; 2006; 2011). 
The policy analysis proposed by Ball “policies as text and policies as discourse” (Ball & 
Bowe, 1998; Ball, 1995, 2006; Ball & Mainardes, 2011), constitutes the performativity of 
political events, or the production of policy, as the analysis of texts and discourses as 
singular events. These unfold through cycles of policy production under contexts of 
influence, text production, practice, and strategy, through scenarios in which they occur 
and are offered to political analysis (Ball & Mainardes, 2011). 
Policies as text would be the set of political practices constituted by actions and political 
facts expressed in agendas and in the different legislative procedures as they move 
through different contexts, processes, and political arenas for the formulation of a given 
policy (Ball, 1995; Ball & Mainardes, 2011). For example, the process that runs from 
contexts of influence, under which political initiatives are subjected to parliamentary 
formulation processes in legislative and executive instances, up to the acts developed in 
the different pathways of policy implementation among certain interest groups: “Text 
policy comprises the product of compromises in several specific phases: an initial one of 
influence in the formulation of legislative micro-politics, in parliamentary processes, and 
in the policies and micro-policies of articulation with interest groups” (Ball, 2006, p. 44). 
Text policies therefore represent the facts and actions recorded in the processes, 
contexts, and arenas of educational policy production, what Ball refers to as policy facts 
and events. Policies as discourse are defined as the production of policy as objectified 
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and executable; when implemented according to certain strategies of power, they 
constitute a political practice applicable in the manner of true knowledge: “We need to 
appreciate the ways in which policies narrate, collect, and assemble exercises of power 
through the production of ‘truth’ and ‘knowledge’ as discourse” (Ball, 2006, p. 48). Such 
policies as discourse are expressed in the formulation of laws and norms, which would 
encompass the meaning of discourse, its truth and knowledge, along with strategies of 
selection, classification, analysis, and description of facts and texts that would express 
forms of analysis and categorization of a political exteriority upon which interpretation 
and meaning are conferred. 
Ball therefore proposes a political analysis perspective defined by cycles in which facts, 
texts, discourses, and practices shape processes of policy production as truthful 
discourse. This means that discursive events and practices move through cycles and 
contexts of policy production; that is, policy analysis consists of interpreting actions, 
situations, conditions, means, norms, and ideologies configured through contexts of 
influence, text, actions and acts, contexts of practice, effects, and strategies, as discourses 
(Ball, 2006). 
Actions, events, and processes correspond, therefore, to policies as text, to facts, 
according to Ball. Policy analysis of those facts, their formulation, obeys policies as 
discourse, which would be what grants meaning to policy analysis insofar as they 
constitute “first-order theorisations” (Ball & Mainardes, 2011, p. 69). This is nothing 
more than establishing a direct relationship between policy cycles and the expected 
construction of social orders of justice, equity, legitimacy, participation, etc. In his policy 
cycle analysis proposal, Ball puts forward a critical social analysis of political facts and 
texts, and their movement through cycles of policy formation, proposing them as social 
“discourse” policies. 
If approached from space and time understood as texts, contexts, processes, and 
discourses, Ball does not develop a discourse analytic, but rather proposes a policy 
analysis based on a critical approach to the formation of knowledge inspired by Kant 
(2006). This consists of elaborating a reasoned critique of phenomena that occur in a 
given space and time, which would correspond to “policies as texts”, that is, what appears 
in the fields of perception and sensibility, in a defined and measurable space and time. In 
Ball’s political analysis, these are the facts, phases, and contexts of policy: his analysis of 
policy as text. Then, “policy as discourse,” constituted by the analysis of political 
phenomena occurring in particular processes, is treated as noumenon, as what is thought 
and named, as policy discourse. 
Inspired by a Kantian critique, Ball seeks to determine the indeterminable: that 
educational policies would be produced under spaces and times, in texts, scenarios, and 
cycles that would determine both political facts and their analysis, both the facts called 
text policies and the political analyses called discourses (Ball, 2006). Ball’s political 
analysis is one of spaces and processes, which corresponds to Kant’s thesis that 
knowledge is produced through the critique of reason about what occurs in the 
space/time of sensibility. For us, what remains missing is a discourse analytic, and even 
more, an analysis of educational political practices. 
For a teacher policy methodology, political discourse analysis does not correspond to the 
movement of enunciative events through the binary analysis model between space and 
time, cycle and context, text and discourse, horizontality and circularity, in which one 
would move “from phenomenon to noumenon.” Nor does a teacher policy methodology 
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correspond to the establishment of direct relations between texts, contexts, and 
discourses. Even less does it correspond to the process in which “data as information are 
elaborated about a reality through a conceptual process” (Flores, 1994, p. 16), as if 
complex political relations represented the interpretation of a direct relation between 
signified and signifier; as if the challenge were the deciphering of a positivity resting 
between “informational content, records on physical supports, expressions in forms of 
language, and elaborations from reality” (Flores, 1994, p. 26). 
Or as if political data and events were the result of processes of organizing and classifying 
information; or as if textual categorizations could make documents have direct meanings 
and analyses with documentary contents, with discourses and practices. Or as if the 
relationship between text, discourse, and events replaced the linguistic relation between 
signified and signifier; as if, for political discourse analysis, there existed a relation that 
allowed one to move “from the utterance to the utterable through interpretation” 
(Aquino & Mutti, 2006, p. 681). 
Let us say that taking texts and deducing contexts, spaces, and inferring times, meanings, 
and concluding signifiers, discourses, and discovering social forms, is part of a type of 
analysis which, under a certain critical social approach to discourse, establishes relations 
between facts and the meaning of interpretation between “the linguistic and the social 
and the historical, in which language is not only a linguistic form but also a material form 
of ideology. Beyond this, it is in the contact between the historical and the linguistic that 
the specific materiality of discourse is constituted” (Pêcheux, 2002). 
Teacher policies do not deploy their analytic instruments as a direct relationship between 
texts, contexts, and discursive meanings, as if there were a relation between words and 
things, between utterances and discursive meanings; as if “in the contact between the 
historical and the linguistic, the specific materiality of discourse were constituted” 
(Aquino & Mutti, 2006, p. 680). In this regard, we ask: what is the place of the practices 
of the knowledges to be transmitted, and of the modalities and behaviors through which 
they are carried out in school? What strategic struggles are developed to obtain certain 
domains, and what is the result upon different forms of subjectivation? 
Whether as texts or as discourses, political facts and events do not obey a direct relation 
between materialities and their contexts. The methodology proposed by teacher policy 
does not refer to the problem of finding a correspondence between space and time, 
between fact and discourse. It is not a grammatical problem, nor does it seek to carry out 
policy analysis on a linguistic basis founded on the relation between signified and 
signifier. 
This interpretive strand is also raised by Charaudeau and Maingueneau (2008), from a 
discourse analysis perspective that assigns meaning to the grammatical unit within the 
linguistic ordering of sentence composition—that is, by defining discourse analysis 
through a grammatical relation between the utterance and its place in the sentence. 
 
4.3 Teacher Policy 
With regard to the production of educational policies concerning teachers, Vaillant states, 
in relation to Latin America: “the State is not only the main employer of teachers, but it 
is also the one that has the authority to set the rules of the game and working conditions” 
(Vaillant & Rossel, 2006, p. 19). Teacher policies are not interested in engaging in an 
analysis in which government actions are understood as the superior institution of 
decisions, executive actions, and administrative actions within a state system; nor do they 
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grant the State excessive importance in the domain of teaching practices. Governments 
may attempt to do so, but social results show that they do not dominate with such 
solvency or horizontality, and in multiple examples it is shown that their reforms are a 
failure (Grinberg, 2008). 
Teacher policies may acknowledge the transition between forms of 
analysis/action/intervention of public policies regarding the delimitation of social 
actions, and they may also recognize the concrete contributions of different approaches 
to public policy analysis, forms of knowledge, in defining their contexts and processes as 
boundaries for the application of certain systemic, incremental, or rational positivities, in 
relation to public problems conceived as objective, tangible, and easily identifiable 
realities in public action (Easton, 1968; Lindblom, 1991; Kingdon, 1984). 
However, teacher policies are interested in how these public and educational epistemic 
currents are constituted; how they obey the construction of different social regimes of 
truth and particular political technologies of government; and how, in specific spaces and 
historical periods, specific practices of teaching in Colombia are formed, exist, and 
disappear. Likewise, they are interested in how these practices shape and are shaped by 
particular knowledges and powers: formations, disjunctions, dispersions, modifications, 
or dissolutions of teaching. 
Teacher policies do not refer to conceptions of public policy analysis from systemic, 
functionalist, and/or pragmatic tendencies. They recognize the contributions that policy 
sciences have made to the history of political analysis, as a mobilization of European and 
North American social sciences toward the establishment of concrete alternatives for 
public policies aimed at reorganizing the public and the social in a postwar period. 
Teacher policies constitute another interpretive place for teacher-related political events, 
not necessarily corresponding to approaches of analysis that explain them through 
analyses of time, space, and events as analyses of texts and discourses (Ball & Mainardes, 
2011), nor through diagnosis, formulation, implementation, and evaluation as an analytic 
of the actions and events of incremental policy (Easton, 1968; Lindblom, 1991; Kingdon, 
1984). That is, they do not obey a pragmatics of effectiveness nor a neo-functionalism. 
They also differ from the analysis of political actions as an inference within space and 
time of the causality of actions upon the public, as the determination of the set of political 
events and occurrences in agendas, cycles, or policy processes (Lindblom, 1991; 
Kingdon, 1984). 
Teacher policies are responsible for describing the conditions of existence, dispersion, 
disjunction, and modification of teaching practices and experiences in societies across 
specific historical discontinuities. They must analyze the formation of forms of teaching 
on the basis of the relationship between knowledges, behaviors, instances, and subjects 
that form them and through which they are formed—those social subjects who attempt 
to determine and formalize teaching as a political practice. In this sense, “it would be 
fitting to make the effort to analyze public policies as political practices” (Reis, 2003, p. 
13). 
Likewise, they recognize the development of critical, social, and economic studies 
produced in Ibero-America, which define, through the categories of vocation–teaching–
occupation; profession–education–educator; professional–learning–manager, some of 
the main foci for analyzing teaching activities (Tenti, 2006, 2007, 2008; Tardif, 2012; 
Nóvoa, 2009, 2014; Fernández, 1991, 1998; Peñuela et al., 2008). These appear to be part 
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of the set of categories through which a particular version of teaching has been 
constructed in the region. 
Teacher policies do not refer to a political administration of teachers that would have to 
do with technical factors applied to cost–benefit, cost–efficiency, cost–effectiveness 
analyses, or the elaboration of social indicators, that is, analyses conducted from 
sovereign positions. Instead, they seek to analyze how these administrative, economic, 
sociological disciplines, among others, attempt to shape regimes of knowledge and 
government over teaching, and how modalities and political teaching practices are 
produced. 
Nor do they consider as the ultimate purpose of public policies the social implementation 
of ideals of justice and equity, typical of certain shared foundations and assumptions, 
with their respective differences, both in critical theory and among neo-functionalists. 
Not because teacher policies exclude them, but because among their objectives is to show 
how these others are part of conditions of existence that contribute to shaping them, 
through historical and social processes specific to relations of knowledge transmission 
and modalities of governing conduct through instances, subjects, discourses, experiences, 
and practices. 
If teacher policies are the set of relations between the social knowledges to be 
transmitted, and if they are the set of behaviors that a society, in a given period and 
historical situation, privileges in its attempt to form and constitute an ideal type of social 
subject, the present text is not oriented only toward what is formulated by public policies 
or educational policies. It therefore refers to the set of experiences and practices of 
teaching in the everyday unfolding of school life, understanding by practices and 
experiences those that differ from what is formalized by public and educational policies, 
curricular guidelines, programs, and projects. These practices may be constituted by the 
set of rarities manifested in the daily life of classrooms and beyond them, in which 
transmission and the formation of social subjects, rather than dispersing into social 
formulations, undergo disjunction and dilution in the school space. That is, teacher 
policies will have as their task the interpretation and description of the singularities 
carried out in territories by subjects, collectives, communities, and social actors. 
The work of teacher policies will be to investigate teaching as an experience of 
multiplicity, located at the limits of the outside of formulated policies. It must locate 
situated practices on the ground of the classroom and beyond it. It will pay attention to 
the interpretation of those practices that resist the formulations that attempt to dominate 
school and extra-school everyday life, and in which exercised knowledges resist and 
create from chaos, insurrections, which, when attempting to implement their 
exteriorizations, disperse, become disjunctive, or are modified. 
Teacher policies will understand that school everyday life unfolds under urgencies, and 
that it is exercised by each school subject under prior learnings and socio-economic, 
affective, violent, or even market-driven anxieties that are not properly school-based. In 
such conditions, each subject makes of teaching, the action of pedagogy and education, 
a singular medium of subjectivation: sometimes for self-realization, at other times for 
distancing, for shaping their territory, for expressing a claim, a resistance, or the 
construction of lines of flight of subjectivities according to the differentiating conditions 
of place, situation, or social context, and the emergence of subjectivities and/or 
singularities. 
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Teacher policies will ask about the conditions of subjects, about the situations of the 
communities in which they act, about dispersions, disjunctions, and lived experiences of 
school life, as well as about local, regional, national, and international contexts that 
condition their situated action in the territory. In this sense, we ask: could the excess of 
public and educational policies, of formulations, methods, and procedures, upon teaching 
be an excessive demonstration of what communities themselves produce in their 
territories? And if so: would an epistemological development of teacher policies not be 
pertinent? 
If teaching approaches the multiple and indeterminate set of experiences and practices, 
as a set of experiences that obey production carried out by subjects in situations, contexts, 
and territories that condition them, in modalities of resistance, but also of creation, then 
would it not be this set of relations that rethinks what is said and formulated in school 
by public policies, educational policies, instances and their norms, and the entire juridical 
grid that attempts to define the conducts and behaviors of teaching, and what is socially 
established about it? 
We thus see that a simple bundle of concerns should lead to rethinking any study on the 
formation, permanence, and historical and social dispersion of teaching, as action and 
diaspora of the transmission of certain social practices. These would surpass the school 
instance, subjects, and the knowledges of education and pedagogy, not only because of 
the crisis of education, nor because of digital education catalyzed by the pandemic, nor 
because of youth demands claiming the fulfilment of basic educational rights, nor 
because of the marketing arsenal of educational goods offered by the most diverse social 
institutions, national and international, private and public, which do not cease to offer 
formulations, recommendations, and responses that insist on orienting teaching as a 
market good. 
Teaching will therefore be, up to this point, what communities in their territories already 
exercise; and for those who interrogate it, it will be what has not yet been said about it. 
Perhaps what has not been said about it corresponds, among other things, to polysemic 
and multi-practical categories, since it turns the transmission of knowledges and the 
modalities of social conduction of subjects into axes and objectives of government. And 
it is precisely there, in territories, where teaching events constitute, through teaching 
practice, differentiations, subjectivities, and singularities, what becomes the object of 
teacher policy. 
 

5. CONCLUSIONS 
 
Analyzing and describing, in policy terms, teaching and territories, as a problematization 
of public policy, educational policy, or teacher policy, has implied establishing, as a 
current pivotal point, the territories themselves. This means that public, educational, and 
teacher policies must be rethought through territorial perspectives such as gender, 
sexuality, ethnicity, religiosity, vulnerability, violence, poverty, exclusion, inequality, 
among other forms of territorial conditions that gravitate between the personal and the 
collective. 
Territories, understood as public, educational, and teacher policy that revolves around 
difference, are approached here without any interest or pretension on the part of policies 
to appropriate the subject and to constitute plans, programs, and projects through 
socially determined agendas imposed upon the territory. Rather, it goes beyond not only 
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a policy, and not only the construction of a social right: teaching and territory go beyond 
policy as the government of others, particularly in what concerns policies of domination 
over a given territory. 
Second, this approach is not interested in the machinery of public and educational 
policies that, in the name of inclusion, differential approaches, flexible curricula, rural 
education, indigenous education, intercultural education, education for persons with 
disabilities, among others, reproduce certain social plans, programs, and projects in the 
name of diversity. 
Third, a problematizing relationship between teaching and territories must descend into 
the pores—and why not, into the subsoil—of experience as it is, in order to understand 
how it functions in thought and action, and to discover what is orthodox and differential, 
moral and ethical, in the daily production of territorialities. That is, instead of being 
rooted in the old tensions of “everything for everyone,” it should instead produce a 
territorial teaching for each territory in particular. In sum, by territories we understand a 
multiple focus of singular domination of differences. Thus, our task—if not the 
fundamental one—will be to liberate subjects and collectives from their strongest 
relations: to free themselves from the social wrappings—public policies—that prevent 
them from being and discovering what the territory truly is, through the unveiling of 
what it seeks to recognize for itself with passion and febrile mobilization; through the 
will and capacities it possesses and must enhance; through the construction of a 
singularity and/or territorial difference in the common world and with the territory itself. 
Perhaps the contemporary challenge, when it comes to rethinking teaching and 
territories, education and pedagogy, is that, by inhabiting chaos and multiplicity, one 
rescues from there the objects of those monstrous experiences, the subjects and ethical 
and aesthetic subjectivities, in order to bring them closer to the frontiers of education as 
ways of potentiating the boiling up of differences in subjects, collectives, and territories. 
At least with respect to life as lived in territories, it is not a matter of the unity of the 
subject, nor of communities, nor of the construction of our own subjective modeling, 
nor of common practices. It is no longer a matter of being objects or subjects; it is a 
matter of becoming multiple events. It is a matter of difference and multiplicity—that is, 
of understanding territory as the diaspora of differences. 
It is not, therefore, about establishing models of transcendent subjects in their religion 
and morality, nor universal in their social form and function, nor outside the common 
so that they may affirm themselves. It will not be enough to step outside consumption 
and the market. Perhaps it is not about public policies, nor educational policies. It is now 
about life, the living being, creation in the nakedness of its territorial potency (Foucault, 
2007; Agamben, 1996). It is about the multitude (Hardt & Negri, 2004), about other 
logics of meaning and difference (Deleuze, 2012) that go beyond the practices of being 
a subject, subjectivity, or singularity. It is about the unparalleled set of differences: 
producing experiences without object or subject. It is about territories of forms and 
relations with oneself and others based on difference. 
The differences of territories are the staging of creative teaching machines that update 
forms and modes, knowledges, instances, norms, subjects, and subjectivities, around the 
questioning of relations with the real, as the production of multiplicity and differentiation. 
That is, creative analytics of territorial experiences as tools for asking, for ceasing to be 
what we are from identity and place; for inquiring into the network of situations in which 
they are found: communities, streets, countryside, neighborhoods, and the local and 
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regional contexts that condition them to create themselves in living, and to make that 
creation their territorial way of life and teaching practice in exercise. 
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