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ENTRY

“The rhizome pertains to a map that must be produced, constructed, a
map that is always detachable, connectable, reversible, modifiable, and
has multiple entryways and exits and its own lines of flight” (Deleuze &

Guattari, 1987, p. 21).



DIANA MASNY

1. CARTOGRAPHIES OF BECOMING IN EDUCATION

Theory and Practice

INTRODUCTION

Cartographies relate to mappings and mappings relate to the rhizome.
Cartographies are captured through the rhizome, “movements mn diverse
directions instead of a single path, multiplying its own lines and establishing the
plurality of unpredictable connections in the open-ended smooth space of its
growth” (Semetsky, 2008, p. xv). This book has no beginning, no end. It enters
in the middle of a project on a plane of immanence and a continuous interplay of
concept creation and rhizomic mapping. What Deleuze and Guattari contributed,
not only to philosophy but also to life and living, is concept creation.
A rhizomatic map with its relationality to geophilosophy highlights segmentary
lines that leak and emit lines of flight, in other words, concept creation through
territorialization, deterritorialization and reterritorialization. Contributions to
cartographies come together in this innovative volume to explore transversality
in education.

Deleuze and Guattari were concerned about how the social sciences as well as
natural sciences explored problems in terms of closed hierarchical systems,
which they refer to as a tree or an arborescent system (tracings). They were
interested in open, rhizomatic systems/maps. They could not and would not
underestimate the power of arborescent systems/tracings. How to live with the
latter? This was their response: “The important point is that the root-tree and
canal-rhizome are not two opposed models: the first operates as a transcendent
model and tracing, even if it engenders its own escapes; the second operates as
an immanent process that overturns the model and outlines a map . . .” (Deleuze
& Guattari, 1987, p. 2). Tracing and maps are not a dualism; rather, the
relationship of the tracing and the map refers to “paradoxical forces at work
together in an assemblage” (Deleuze & Guattari, 1987, p. 12). There exist tree or
root structures in rhizomes; conversely, a tree branch or root division may begin
to burgeon into a rhizome (Deleuze & Guattari, 1987, p. 15).

The contributors to this book have put the tracing on the map. They come
from Australia, Canada, New Zealand, Portugal, and the United States. In
structure, this book is a rhizome and contains many entryways. One entry deals
with Politicizing Education with contributions from David Lines, Jason Wallin
and David Cole. Another entry highlights Affect and Education with

D. Masny (ed.), Cartographies of Becoming in Education: A Deleuze-Guattari Perspective, 3—16.
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contributions from Inna Semetsky and Mia Perry. The next entry, Literacies and
Becoming, contains contributions from Elizabeth de Freitas and a collaborative
text from Maria Lourdes Dionisio, Rui Vieira de Castro and Ana Sofia Arqueiro.
What follows is an entry on Teacher-Becomings with contributions from Francis
Bangou and Taylor Webb. Finally, an entry, deterritorializing boundaries, by
Graham Livesay, and Cameron Duff follows. In keeping with multiple literacies
theory (MLT) and its overall conceptualization of multiple literacies (Masny
2010), Knight provides readers with art installations interspersed throughout the
book. A postscript by Diana Masny on multiplicities and transcendental
empiricism in research is included. Moreover each entry way provides a quote
from Deleuze, and Deleuze and Guattari that emits a line of flight, a creative
response by the different contributors. While each contribution is set within a quote
related, for instance, to affect, most authors in the book would include affect. Since
the concept of affect is virtual, it actualizes differently in each chapter.

This collection is transdisciplinary comprised of chapters from diverse fields:
education (math, literacies, curriculum studies), teaching, film studies,
performance studies (dance, music, visual arts), architecture and health sciences.
Each domain has educative value and therefore this book moves away from a
restrictive field of education. In other words, education flows through all fields.
Therefore this collection of original essays takes up the challenge of
deterritorialization by mapping becoming through rhizomic cartographies.
Rhizome and becoming cannot be controlled; instead they create unpredictable
lines of flight. How might this be taken up?

In education, theory and praxis are intertwined. However, Deleuze (2004)
calls for a theory and praxis to be lived in a different way:

For us, the relationships between theory and praxis are more fragmentary
and partial. In the first place, theory is always local... The rule of
application is never one of resemblance. In the second place, as soon as a
theory takes hold in its own domain, it encounters obstacles, walls,
collisions, and these impediments create a need for a different theory to be
relayed by the theory to be relayed by another kind of discourse....Praxis is
a network of relays from one theoretical point to another, and theory relates
one praxis to another. A theory cannot be developed without a wall, and
praxis is needed to break through. (p. 206)

Praxis is a system of relays in an assemblage, in a multiplicity of bits and
pieces both theoretical and practical. For us, the intellectual and the theorist
have ceased to be a subject, a consciousness, that represents or that is
representative...who speaks? Who acts? It’s always a multiplicity, even in
the person who speaks or acts. We are all grupuscles. There is no more
representation. There is only action, the action of theory, the action of
praxis, in the relations of relays and networks (p.207).

This quote from Deleuze becomes a connection to MLT. In several publications
(Masny 2006, 2011, 2012), I have explicated the link of MLT, theory and
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practice. MLT generates a toolbox highlighting that a theory has to work and it
has to be seen to work. MLT has become an avenue in which the concept of
reading has been flipped on its head by deterritorializing reading in accordance
with an open ahierarchical system that flows regardless. Each lived process with
MLT is a singular event but at the same time expresses multiplicities within. In
this book, different authors have made connections to their field and MLT. MLT
happens. It is both theory and practice: “... If there is no one to use it, starting
with the theorist himself, who as soon as he uses it ceases to be a theorist, then a
theory is worthless, or its time has not yet arrived. You don’t go back to a theory,
you make new ones, you have others to make.... A theory won’t be totalized, it
multiplies” (Deleuze, 2004, p.208).

POLITICS AND EDUCATION

The chapter by David Lines entitled Deleuze and music education is devoted to
music and how music teaching and learning could be conceived and practiced in
light of rapid changing contexts of urban and digital music life and learning.
Deleuze and Guattari (1987) challenged concepts about music education by
describing music to be rhizomic. According to Lines, the present system of
music learning is modular and insular in that each music subdomain area tends to
ignore the broader conditions of its own practice and obscures the
transdisciplinary connections that may be present. The problem is in the overall
conception: predetermination and perspective of music learning. Today’s
educated musician is primarily seen as a technician who renders skillfully
technical craftsmanship within the confines of genre-specific music pieces.
Moreover, rules guiding the formation and production of the music piece has
suppressed more fluid forms of music production: improvisation. Such concerns
in music education become intensified in “neoliberal educational frameworks
that serve to atomise curricula and reduce pedagogies to methodical and linear
presentations of new material” (p. 27).

These rigid lines within the rhizome emit lines of flight to become alternative
pathways to received ways of thinking. What is important here are the directions
of new flight rather than predetermined pathways. The Deleuzian music educator
looks forward to the emergent and moving flight paths that come out of music
learning experiences: the music event 7n situ. The mapping of a rhizomic music
event establishes and documents what vectors of connection constitute the event,
that is, the historical vectors that have preceded its formation and the present
connections that form its current constitution.

A Deleuzian concept of music also takes into account “intensities”. Intensity
is virtual and helps explicate moments of force when one force overcomes
another force due to its level of intensity. The chapter explores intensities
through sound and sound study, an educational force that opens up prospects of
transdisciplinarity and affect. Sound study in cinema and digital internet for
example have much to offer education as a whole. Within the context of
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contemporary music culture and neoliberal educational policy and practice,
Deleuze’s concepts challenge music teacher thinking and action. The rhizome
provokes preconceptions of music education and stimulates new thinking about
how it can be thought about and practiced. Cartographies become a response to
explore difference with a degree of affirmation and openness that is not always
apparent in neoliberal sites of education.

The chapter by Jason Wallin entitled Get out fiom behind the lectern: Counter
cartographies of the transversal institution focuses on material experimentations
with transversality to propose a new way of “thinking life” with educational
institutions. Wallin creates a relationship between “transversal thinkers” who are
concerned with the idea that the institution must be remade: Guattari, Oury, Neil,
Celestin. While at LaBorde Guattari mobilized a new tool for the material
transformation of institutional life: virtual ecology of institutional life. The
transversal institution is not simply about decolonizing and deterritorializing the
institution. Guattari (1972, 2000, 2009) wanted that the institution undergo a
liberatory revolution. The chapter begins with a tool for rethinking the material
organization of the school: linking transversality with conceptualizing
curriculum theory. Transversality pertains to the ways in which institutional
“group-subjects” might be liberated from under repressive or stultifying forms of
institutional organization. Group-subjects have a revolutionary potential
according to Guattari. They almost-always pertains to the organization,
regulation and management of multiplicities. As Aoki (2005) writes, pedagogy
pertains more to the formation and conceptualization of assemblages as it does
the orthodox scene of student-teacher transference. Wallin provides an account
of concepts Guattari created at LaBorde, one being the molar image of
institutional life with its “institutional sedimentation of vertical power relations”
another being institutional blinkers (p. 37). Guattari advocated transversal
unblinkering of institutional group-subjects and the concomitant displacement of
authority in the therapeutic relationship. Aoki (2005) raised concerns that the
ecology of institutional life is already foreclosed by a series of blinkers that
constrict disciplinary thought within highly coded territories of knowledge and
production. Transversality functions as a tool for desedimenting the territory of
curriculum and instruction (Aoki, 2005). Moreover, Aoki advocates a
multiplicity of curriculums “as many as there are teachers and students”.

Guattari’s reconfiguration of LaBorde would include incorporating radical
pedagogy conceptualised by Freinet who would employ transversality as a tool
for promoting group-subject proximity to institutional life and remap the
institution “by unblinkering the desiring-production of the institutional group-
subject” (p. 46). Herein, Wallin creates connections with MLT. Wallin concludes
by suggesting that a transversal pedagogy implemented at Laborde orients
thought away from “a treatment of ‘individuals’ in lieu of a schizoanalysis of
what institutional assemblages are capable of producing” (p. 48).

In the chapter entitled Deleuze and the subversion(s) of ‘the real’: Pragmatics
in education, David R. Cole asks what is the sense of real for Deleuze and how
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the concept of the real helps us to understand education. These questions are
taken up with data from Sudanese immigrant families in Australia, creating new
lives on a new continent and as part of a different society. This study signals a
Deleuzian inspired take on ethnography that is “unethnographic”. Moreover, the
chapter pushes the study beyond applicative dualisms. The concept of the real
takes on critical importance for within “the ‘field of the real’ lies the sometimes
dormant forces and factors that determine the possibilities of the truth” (p. 53). In
other words, there are “elements within what is happening to the Sudanese
families that act as markers or portals to the real of the Sudanese, and these can
be reformulated as empirical evidence for claims about how to aid with their
education in Australia” (p. 53). The real in a way refers to a multi-layered
construct that includes the thoughts of everything that has happened to them
(including the imaginary) before they arrived in Australia. The “givenness of
their lives is opened up and explored...with the aim of discovering an unknown
point in empirical investigation, where the Sudanese-Australian real is emergent
and the incipient learning may be understood in terms of multiple literacies and
pragmatism in education” (p. 54).

AFFECT AND EDUCATION

Inna Semetsky explores the concept of bricolage created by Deleuze and Guattari
(1983) and refers to a schizoanalytic and transgressive mode of production. Their
concept became an alternative to the concept of the pathological schizophrenic in
the context of a rational dualism. For Deleuze and Guattari a schizophrenic
problematises the centrality of Cartesian subject by virtue of participating in the
reality of what is produced. Anti-Cartesian subjectivity, a mode of intensity
participating in schizoanalysis enables the integration of the unconscious or the
unthought into rational thinking at the level of the body. This integrative method
which both de- and re-territorializes one's subjectivity is cartography.

Semetsky highlights the importance of the fold to confront the dualism
between thought and the unthought dimension exemplified in Cartesian
substance dualism between body and mind. Learning, for Deleuze, is embedded
in the experimentation on ourselves in practice whenever mind becomes
extended to the level of the body. This is bodymind learning that encompasses
multiple bodily affects at the level of the unthought and the unconscious.
Semetsky contends that “multiple parameters of the unconscious implicit in
experiential encounters create novel relations in our real experience, because as
dynamic forces they are capable of affecting and effecting changes, thus
contesting the very identity of subjects on the road to individuation” (p. 79).

The unthought inhabits the plane of immanence and informs our immediate
practical actions. Body and mind form a “both-and” assemblage conducive to
experimental and experiential, bodymind, learning. The chapter analyses in detail
Deleuze’s example of swimming (in Difference and Repetition). 1t is in the real-
life experiential singularity within an encounter with actual waves, in which the
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virtual idea of swimming subsists, that we can experiment with this idea and
comprehend its meaning through practical encounters, by means of creating a
bodymind assemblage. The creative, transformative, and evaluative element
embedded in Bodymind learning is necessarily characterized by new percepts
and new affects in practical life. Subjectivity constitutes itself via the
cartographic method of mapping a territory of problems and events. Subjectivity
depends on our learning from unfolding experience.

Mia Perry addresses the bodymind assemblage through performance creation.
Her chapter intersects Deleuze and Guattari’s social theory with nomadic thought
characterized by the rhizome and MLT in order to think nomadically through an
experience of collaboration and improvisation in classroom-based devised
theatre creation. Devised theatre can be considered a postmodern or
“postdramatic” genre of theatre generally based on subjectivities and
circumstances of the artists/students involved, living textualities. Devised theatre
refers to a plurality of processes of experimentation and sets of creative
strategies. Perry takes up “the production and performance of devised theatre as
an anomalous place of learning (Ellsworth, 2005) with unique affordances in
terms of its pedagogical potential” (p. 94). The project deploys an embodied
pedagogy and Deleuze and Guattari’s theory of nomadic thought. Accordingly,
the focus is on the student and participant, body/mind/self in motion (Ellsworth,
2005) in the context of a non-representational perspective of analysis,
understanding pedagogy to be lived and experienced by means of forces of
affect, sensation and interrelation.

The project unfolded with a group of grade 9 drama students in a public
secondary school in Western Canada. Over a year with the class, the qualitative
methods in fieldwork consisted of improvisational and systematic elements with
a strong awareness of roles (researcher, facilitator, teacher, and director) and
multiplicities in the data generation. Perry worked with the drama teacher to
develop a program of devised theater. The program consisted of the development
of creation tools; spectatorship and performance creation and production. As
individuals assemble in relation to others, to ideas, and to experiences, forces
emerge that give rise to new action, thought, feeling, and movement. These
processes can be described in terms of rhizomatic lines, deterritorialization and
reterritorialization. The rhizome allows forces of sensation, interrelation, and
affect to emerge at the foreground of the analytical lens. This chapter includes a
description and exploration of a structured improvisation process and
surrounding discussions. Perry concludes with two issues: the role of body and
that of consensus and dissensus in education. The author calls for a non-
representational perspective on learning that demands an engagement with the
body in conjunction with the mind and self (subjectivities). The experience of the
mind/body/self in the process of character development and performance is one
of hybridity, synchronicity, and change. The body becomes an effective tool in
engaging embodied pedagogies as well as in research and in analysing learning
and creative experiences. In the conclusion two issues come forth: the first the
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interrelation of the body/mind. The second issue relates to consensus and
collaboration. Education thrives on and promotes consensus. “The culture of
consensus in education emerges as a striation in classroom space” (p. 105).
Consensus becomes the great leveler and “unifies the creative space, quickly
creating segmentation around that which is agreed upon” (p. 106). What does
consensus produce?

With MLT, reading is a move away from the exclusivity of the printed
material. Materiality expresses in different ways. In the series contributed by
Linda Knight entitled, Ca/r/tographies of Desire: Knitting as theorizing on
productive forces in education, reading, reading the world and self happens
through art and art-based education research. Knight’s work is interspersed
throughout the book with each entry beginning with the title Knitted Images.
Knight provides an account of the complex relationships between different ways
of knowing to work through and push MLT (Masny, 2008). Her art, a/r/tography
(Irwin & Springgay, 2008), is a process for theorizing and interrogating networks
of activity emitted from teaching, researching, creating and focuses on ways of
doing. In this book, the readers will be able to read various visual art pieces that
reveal themselves through the entire book. There will be knotted cardigans and
baby trousseaus: forms of skin-making, that is, a covering and close mapping, a
cartography of the body frame. They envelop and when they are taken off are
pregnant with becoming, with the movements they flowed through, undertook
with the body within them. They are brimming with forces, shiftings, and
manipulations. A series of knitted skins: bodies without organs (Deleuze &
Guattari, 1987) are recent works that form physical manifestations in the
exploration of deleuzguattarian concepts. These are literally bodies without
organs but offer residence to the field of “immanence of desire” (Deleuze &
Guattari, 1987, p.170). Deleuze and Guattari (1987) discuss the extreme
desirings of masochists, drug users, schizophrenics and lovers. The knotted body
shell resonates with “intensive principles of organs, with their positive indefinite
articles, within a collectivity or multiplicity, inside an assemblage” (p. 182).
Knitting takes on embodied practice ad becomes research, investigation, and
theorization.

The knitting of the wool, the looping, crossing, hooking connects to the
project rationale and engages in rhizomatic ca/r/tographing of the body
without organs. Knitting brings forth thinking about teacher desires,
potentiality, and of socio-historical feminine associations of wrapping,
enveloping, and nurturing the young. The production of knitted body shells
enables a corporeal theorizing on the teacher, and the desirings and
constituted forces (such as curriculum, student, classroom, controller,
pedagogue) that act as motivations and assemblages of influence. (Linda
Knight, personal communication)
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LITERACIES AND BECOMING

The entry on Literacies and Becoming is mapping a cartography of reading,
reading the world and self when MLT intersects with Deleuze and Guattari. Here
once more, literacy in the broader scope exceeds what is traditionally considered
reading. In the chapter, Literacies in the workplace: Social conditions, practices,
and meanings, Maria de Lourdes Dionisio, Rui Vieira de Castro and Ana Sofia
Arqueiro focus on adult literacy. The discipline of adult literacy continues to
exist because of one might argue is related to the dualism promoted through
literacy/illiteracy. In Portugal, several ongoing adult education programs are
echoing, and producing “adult literacy crisis”. The “deficit” of reading and
writing skills among adults is often considered a fact that school-like language
programs can surmount. It is not unusual that private corporations develop their
own educational programs for raising the literacy levels of their workers. In this
text, the authors discuss some data from a research project developed at two
factories located in the north of Portugal. The project generated evidence about
the multiple and often conflicting literacies in which people engage, and invest
(Masny, 2010), in their working lives, as well as about the social distribution of
different literacies. It also highlighted the purposefulness of the uses of texts by
people and the challenges people face when encountering new literacies that aim
at structuring social and labor relationships.

This chapter by Elizabeth de Freitas entitled, Mapping the materiality of
mathematical discourse, intersects the work of Deleuze, Deleuze and Guattari,
and Massumi to focus on how content and expression are assembled in
classroom “communication”. De Freitas presents the tension in mathematics that
Deleuze and Guattari describe in terms of “royal” or “major” mathematics and
alternative lineages of mathematics, “nomadic” or “minor”. In math education,
royal mathematics continues to dominate and underpin contemporary approaches
to mathematics curriculum. DeFreitas provides a brief review of the tensions
with Plato, the materialists, Desargues, Monge and Poncelet. The tensions
between axiomatics and destabilizing nomadic mathematics persists. De Frietas
sheds light on ways of deterritorializing the rigid/sedemented terrain of
mathematics and re-territorializing it as nomadic flow by re-thinking the
relationship between language and mathematics. Verbal communication on
thinking out has become an important aspect of math education. There is the
perspective that a math problem is resolved first in the mind and then an external
expression is presented. However, in deFreitas words, the concept of thinking
remains, often reducing the concept of thought to a form of inner speech There
are also socio-constructivists who maintain that solving and expressing an
answer to a math problem is first and foremost a social activity (Vygotsky).
However, deFreitas contends that in this perspective there is no “thinking as a
radical asignifying creative act, nor for the indisciplines at work in language
where the nomadic erupts and pursues a line of flight” (p. 117). In practice,
mathematics remains the immaterial conceptual content that is grven shape and

10
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matter through language-use. Deleuze and Guattari argue against the concept of
communication, offering instead the concept of expression (or expressivity) that
better captures the materiality of language. This new approach in the study of
mathematics classrooms is supported though the analysis of a short video of
classroom interaction. DeFreitas argues that mathematical thinking can be
reconceived as a highly material activity that is constantly re-assembling the
nexus of expression and content. In this way, the chapter pursues what Bogue
(2009) describes as one of the important strategies of MLT, that being its focus
on the potential of “micro-level negotiations of group interactions” to disrupt
institutional constraints (p. vii).

TEACHER-BECOMINGS

Francis Bangou and Taylor Webb describe a becoming and an actualization of
teacher education that goes beyond what is to what could be. Francis Bangou’s
chapter, Reading ICT, second language education and the self: An agencement,
describes a research project with students becoming teachers and the impact of
working with technology in a second language classroom. What happens in the
process of becoming teacher in an agencement (assemblage) that includes an
incorporeal transformation through teacher education and technology. With the
increasing use of Information and Communication Technologies (ICT) in
education, teacher education programs have provided learning environments
where pre-service teachers learn how to teach with digital technology. The field
of Second Language Education (SLED) is also adopting ICT in the teaching of
second languages. ICT and digital technology have transformed the field. The
chapter then maps out a research event: MLT, the study on pre-service teachers
and ICT. Bangou initially worked with an earlier version of MLT to explore the
notion of technological literacy through a year-long ethnographic study of two
second language pre-service teachers who learned how to use ICT to teach
Spanish. Since that time, Bangou goes on to describe how MLT and him as part
of an assemblage have become other than through smooth spaces. Accordingly,
this chapter is an agencement (Deleuze and Guattari, 1987) of the lines that have
been crisscrossing between Deleuze and Guattari, MLT, ICT, (SLED), and the
researcher over the last couple of years. In this chapter, MLT (Masny, 2008;
Masny, 2011; Masny & Cole, 2009) is the lens with which to describe the
experiences of three second language pre-service teachers who learned to
integrate ICT into their practice. Moreover, the concept of agencement, central
to this study, is presented. Then, the methodology will be described and the
experiences of the three pre-service teachers will be presented through small
stories. The Master of Education (M.Ed.) program where this research took place
constituted a regime of agencements (Deleuze & Guattari as cited in Macgregor
Wise, 2005) where becoming technologically literate happened through reading,
reading the world, and self(ves). The analysis provided the impetus to push
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further MLT, deterritorialize the teacher education program’s technological
curriculum and create lines of flight.

Taylor Webb’s chapter entitled, °Nial-a-pend-de-quacy-in’: Teacher-
becomings and the micropolitics of self-semiotics, is unusual. It comes out of
research of engagement in a micropolitics of self-semiotics within the smooth
and striated spaces of curriculum policy. Webb argues that professionalization
needs to account for teacher-becomings rather than, and only than, teacher-
beings. Becoming in this context refers to investment in the teaching body:
subject desirings and desiring subjects. Webb contends that teachers are
constantly in the process of becoming — always in the middle — and that they
cannot achieve a presumed state of identity because of the immanence of subject
desirings. Subject desirings and desiring subjects are found throughout the work
of teaching in curricula and policies. The author has selected examples from
research to illustrate how teachers “read” subject desirings, and, subsequently,
read desiring subjects. These examples connect with the concepts of multiplicity,
rhizome, difference, assemblage, and rhizome. These concepts are central to
becoming.

In one example, subject desirings produced a “multiplicity of (at least) three
teacher-becomings: (a) teacher-in-dependence, (b) teacher-in-adequate, and (c)
teacher-in-denial” (p. 166). In relation to the rhizome, teacher-becomings sought
smooth spaces of creative autonomy, professionalization, and expert when
teachers re-wrote the curriculum policy based on an alternative definitions of
being effective and becoming professional. With regard to difference, the
micropolitics of becoming attempted to control and suppress difference.
Moreover, Webb proposes that the assemblage of nral-a-pend-de-quacy-in
is a powerful way to understand teacher-becomings. Assemblage assists
understanding teacher-becomings “as powerful combinations of the self
expressing itself in particular ways and for particular reasons” (p. 174). The
chapter concludes with a discussion on how MLT (Multiple Literacies Theory)
assists teachers to “read” the desires circulating throughout their work and their
selves (Masny, 2006; Masny and Cole, 2009; Masny, 2011).

DETERRITORIALIZING BOUNDARIES

The chapter by Graham Livesey, Shifting boundaries in environments and
organizations, draws from Deleuze and Guattari’s concepts of smooth and
striated space, the rhizome and assemblage theory. Readers will view boundaries
that are immanent to and becoming with education. The concept of boundary
provides potential avenues in mapping cartographies of becoming in education.
Deleuze and Guattari’s concepts of smooth and striated space, the differences
between nomadic and state (urban-agricultural) territorial systems, provide a
basis for examining the operation of boundary systems, as does their concept
of assemblage with its territorial function. The chapter examines (1) the
boundary systems of human modified environments, and the (2) territorial and
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organizational aspects of these systems, and, by implication, (3) the way
environments have been constructed, and the way that organizations operate; this
will culminate with the proposition that (4) a movement towards the
boundaryless is desirable.

This chapter enters in the middle with differing ways to delimit the world
according to differing modes of survival, in the structuring of human societies, in
organizing land, and in the construction of shelter. There is a close functional
and ecological relationship between the structure of human organizations and the
structure of spatial territorial systems. This can involve the blurring of spatial
and organizational boundaries, on a continuum from an effective ecological or
organizational alignment to the hardening of boundaries, possibly even structural
collapse. Boundaries refer to linear elements in a landscape or organizational
system. As relationships between territories in the system change, so does the
overall balance in the system. Flows of economic, social, political, and
ecological factors are continuously being redirected.

Drawing from Deleuze and Guattari’s assemblage theory and the discipline of
landscape ecology, the functions of a boundary are a habitat, a zone that can
support a variety of organisms; a filter that establishes how adjacent territories
and organizations interact; a conduit that regulates the flows of materials,
organisms, energy, information; a source that gives off things, a process of
deterritorialization and reterritorialization as part of an assemblage and a sink
that absorbs things. The chapter exits with a proposal for boundaryless
conditions in order to work with complexity, ambiguity, continually changing
circumstances, and new modes of functioning. This concept of the boundaryless
organization is reminiscent of the organization of nomadic cultures and animal
packs, as conceptualized by Deleuze and Guattari.

Meanwhile the chapter by Cameron Duff, Learning to be included, proposes a
pedagogy of signs and events grounded in an ethology that Deleuze derives from
Spinoza in which affect plays a primordial role in how bodies relate to each
other. Such an “affective pedagogy” should in turn, create a novel ethics of the
sign whereby the becomings that Deleuze (1994) regards as central to all life
may be accelerated or promoted through learning. Deleuze (1994) considers
learning to be a rupture or shock in which a body, whether human, animal or
vegetal, opens up to forces of difference and becoming. Learning occurs on a
line of becoming as a body is transformed in the affects, percepts and concepts it
may establish relations with. As Duff asserts, learning is less cognitive and more
how bodies learn as their capacities for affecting and being affected are transformed
by the array of entities they encounter. Learning is a process of becoming sensitive
to signs and events; learning how to be affected by them, and to affect them. This
chapter endeavours to “express a literacy of signs and events in the course of
exploring the mechanisms by which bodies learn to territorialise place, amid the
processes by which places territorialise bodies” (p. 177). A Deleuzian literacy of
signs and events should help to establish an“ethico-ethology” of place capable of
explaining the becomings that transform bodies and places alike. Through an
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analysis of qualitative data among individuals recovering from a mental illness,
Duff contends that recovery is a process, an open extended event, by which the
recovering body becomes sensitive to an array of signs emitted in diverse
internal, intermediary and external milieus. The always unfinished event of
recovery links diverse human and nonhuman signs, bodies and events in the joint
expression of an enhanced capacity to affect (and be affected by) other bodies
and signs. One of the most important of these capacities in the context of a
body’s recovery from mental illness is the capacity to affect place in the
expression of belonging to, or feeling included in, the socius.

INTERMEZZO

This entry consists of a contribution by Linda Knight entitled Knitted Images:
Cartographies.

POSTSCRIPT

In the postscript by Diana Masny, becoming thousand little sexes. this is not my
father’s paradigm is an interesting title inspired from Deleuze and Guattari
(1987) and the second half from an article by Patti Lather (Lather, 2004). The
context for this contribution relates to experiences in publishing so-called
empirical data working with Deleuze, Deleuze and Guattari and transcendental
empiricism: rhizoanalysis. Throughout the years, evaluations received from peer-
reviewed journals and edited volumes have created a rupture concerning how
evaluations function and what they produce. This chapter is a deterritorialization,
that is, an event mapping educational research with cartographies of becoming.
This rhizomatic chapter has multiple entries. The first entry is multiple,
Transcendental empiricism: immanence, palpation and representation. The next
entry introduces the concept of the rhizome, a non-metaphor. The rhizome entry
creates links to multiplicities; entry for the rhizome is composed of multiple
lines/roots. In addition, the entry on multiplicities is designed to draw out the
conventional dualism, deterritorialize the concept and reterritorialize on a plane
of AND. And the next entry highlights the theory and praxis of MLT. Prior to
deterritorializing the concept of methodology, a received view of methodology is
briefly reviewed: objectives, research questions, theory, method (data collection),
data analysis (interpretation of findings), and conclusion. In conventional
reporting of a study, it is important to establish its significance/relevance. An
important aspect of this article is that there are multiple approaches to
rhizoanalysis. The rhizoanalysis is presented here is one involving creation and
experimentation within the assemblage at this time. In addition, this chapter
stands as an alternate way to do research, one that does not function in relation to
“my father’s paradigm”. The next entry becomes an exit, an infermezzo that
opens up educational research and exceeds anything lived, a becoming-research
event. Throughout the chapter, readers will find reviewer inserts, that is,
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paraphrases or indirect passages of reviewer comments that are part of the
assemblage. While these reviews are authentic, they are not attributed to a
particular person, journal or book. The reviewers are familiar with the work of
Deleuze, Deleuze and Guattari.

What of the “thousand little sexes”? Deleuze and Guattari (1987) state:
“...love itself is a war machine endowed with strange and somewhat terrifying
powers. Sexuality is the production of a thousand sexes, which are so many
uncontrollable becomings...” (p.277). Becomings conjugate with smooth space.
This chapter and this volume map becomings in education, a deterritorialization
of the father paradigm-dualism-OR. What is interesting, remarkable and
important are untimely and uncontrollable thousand lines of flight emitted
through the rhizome.
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LINDA KNIGHT

2. KNITTED IMAGES

Corporeal Theorising

Feeling the wool and needles and constructing the knitting is very different to
looking at knitting or thinking about knitting. Creating with the material slows
everything down enough to enable significant connection with the process.

Knitting as a mode for researching involves corporeal activity/philosophy that
foregrounds a physical rationality, and this offers critical investigation of
knowledge conventions that hierarchize intellectual activity as something that
seeks to justify or clarify via a cerebral mode of presenting reasonable and
rational arguments.

D. Masny (ed.), Cartographies of Becoming in Education: A Deleuze-Guattari Perspective, 17-19.
© 2013 Sense Publishers. All Rights Reserved.
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ENTRY: POLITICIZING EDUCATION

“It is so difficult to say how someone learns. there is an innate or

acquired practical familiarity with signs, which means that there is
something amorous — but also something fatal — about all

education.” (Deleuze, 1968/1994, p.23).
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3. DELEUZE AND MUSIC EDUCATION

Machines for Change

INTRODUCTION

The philosophical oeuvre of Gilles Deleuze and his co-author Felix Guattari
provides an interesting and provocative set of ideas that challenge prevailing
thinking about music education. Deleuze and Guattari’s writing on music is
perhaps best embodied in their seminal text A Thousand Plateaus: Capitalism
and Schizophrenia (1987). In this work music is described as a “rhizome”, or
weed, “that has always sent out lines of flight, like so many transformational
multiplicities” (Deleuze & Guattari, 1987, pp. 11-12). The rhizome is a type of
plant that spreads out over new ground forming a matrix of shoots and runners
across the ground. Each new growth in the rhizome plant establishes a new
direction of movement, transforming the ground cover with a new “line of flight”
(ibid.). The rhizome provokes a different kind of thinking about education in
and through music. It helps us rethink our prevailing conceptions of music and
education. The rhizome provokes our preconceptions of music education and
stimulates new thinking about how it can be thought about and practiced. In
short, it is a ‘machine’ for thinking about change. This chapter explores this new
kind of thinking inspired by Deleuze and the kind of disciplinary change such
thinking provokes in music education.

In recent years the concept and practice of music has been the subject of
inquiry in Deleuzian scholarship (Buchanan & Swiboda, (2004). In music
education, the field of inquiry is now developing with Deleuzian thinking from
both music and education writing coming together in provocative revisionary
treatments of knowledge and practice. Leppdnen (2011) reconceptualises the
meanings of music engagement of young children in playschool environments.
She uses Deleuze to rethink the child as an inventor who immerses herself in
different becomings in music that is “apprehended as a participatory multimodal
space” (ibid. p. 480). Gould (2007) uses Deleuze to re-envisage the positionality
of minoritarian groups (sexual preference, ethnicity) in music education contexts
that form new expressions of resistance and nonlinear becoming. Lines (2008)
uses Deleuzian concepts to explore and critique the use of creativity in
education, especially in neoliberal contexts, and to suggest innovative concepts
of educational practice based on music improvisation. These and other

D. Masny (ed.), Cartographies of Becoming in Education: A Deleuze-Guattari Perspective, 23-33.
© 2013 Sense Publishers. All rights reserved.
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bourgeoning studies are beginning to find Deleuzian expression in music
education thinking and practice.

DICIPLINARY CONTEXTS OF MUSIC EDUCATION

Music education is a field that has well-established ideas about what constitutes
effective learning in and through music. These ideas are embodied in music
education research, teaching practices and the world-views of music teachers.
Views of effective and successful music education practice are also connected to
particular conceptions of music itself as a traditional and historical art-form
embedded in the fabric of western society. Western music has a strong history of
learning going back to the beginnings of the modern university and compelling
traditions of composing and performing music pieces. The present day field of
music education is vast and encompasses a wide range of contexts such as early
childhood centres, schools, universities, community groups, institutional
orchestras, private instrumental training, informal popular music settings, digital
music communities and so on. Despite the fact that each music education context
has its own unique conditions and musical expectations, music education
thinking tends to be dominated by persistent and reactive ways of thinking that
are based on certain conceptions of music, music pieces and musicians. The
Deleuzian concepts explored in this chapter provide challenging alternative
pathways to these persistent ways of thinking.
Schwarz, Kassabian and Siegel (1997, p1.) note:

The study of music is ancient, but the disciplined study of music dates back
only some two centuries...In the course of the 20™ century, musicology,
ethnomusicology, theory, and composition have become separate
disciplines, each to be mastered, taught, and perpetuated by their own
professional societies.

As a field of study, institutional music education has in modern times been
insular and introspective, in and of itself, remaining as it were untainted by the
interests and provocations of other educational domains. The study of music has
been primarily concerned with the demands of music itself as “tonal moving
forms” (Hanslick, 1986) or “humanly organised sound” (Blacking, 1973)
concentrating on both formalist and human-centred expressions of music study
like performing, composing, and music scholarship. Within this has been further
separation resulting in processes of rationalisation—a kind of inner ‘sorting and
ordering’ of different subdomains of study. Music education has become very
fractured in this way, perhaps in part due to the perceived need for concentrated
study on specific aspects required in each subdomain. Along with the fields of
composition and performance these subdomains are identified today with labels
such as musicology (tending towards western, historical music study),
ethnomusicology (non-western music study), music education (pedagogical
concerns in music) and more genre-specific subdomains like jazz studies, poplar
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music studies, rock studies and so on. While these separate forms of study are
more obvious in tertiary music education, vestiges of them remain in primary
and secondary school music education through the influences of teacher
graduates working in those areas.

The problem with the present system of modular and insular music learning is
that each music subdomain area tends to ignore the broader conditions of its own
practice—and obscure the transdisciplinary connections that may be present. The
end result of this is a very inward looking form of study that is confined to the
mastery of certain music-centred goals and objectives. This kind of pedagogy
can be highly attuned to functionality and pragmatic to the point of being
machine-like in its delivery. The narrowing of the concept of music education to
the technical pragmatics of the classroom can mean it loses its own natural
interactive space with its own subject. In this educational environment a form of
nihilism (Bowman, 1995) may become manifest, where the perceived values of
music education become devalued and completely drained.

A key concept pivotal to modern music education is the idea of the music
‘piece’ or composed work. The piece (or ‘track’ as it is known in recorded
music) is a central object of interest and focus for both the musician and
educator. The idea of music pieces presupposes some degree of authorship (the
composer), namely the person or group who conceives of the arranged selection
of musical notes. Music pieces are often notated or coded in some way so as to
preserve their specific detail and organization. They are also performed and
recorded so that their explicit detail can be reproduced for an audience of
listeners. The dominance of the concept of the music piece is readily apparent in
music education'. Music educators work diligently and obediently towards
achieving high-quality reproductions of pieces played and sung accurately by
their students. The need for quality music reproduction also produces demands
for students to acquire performance skills. Many pieces demand high-level
physical and musical abilities for playing and singing music. Similarly
composition students of all kinds (in different genres) work hard to find new and
innovative arrangements and assemblages of notes as they bring forward original
compositions. Different compositions tend to fall into specific genre patterns and
historical periods. Under the prevailing ways of thinking in music education, the
existing repertories of music provide a benchmark for learning about composing,
performing and understanding music. Interestingly the rules guiding the
formation and production of the music piece has suppressed more fluid forms of
music production like improvisation practices, which have become more popular
in recent years.

The problem with the dominant focus of music pieces is that in everyday
thinking, music becomes first and foremost an object for public display. The
emphasis in terms of study becomes chiefly concerned with creating, producing
and appreciating each piece. In such circumstances the temporal flow of the
music experience becomes less important than the weightier focus on the musical
object—the piece—that is composed, performed, and appreciated (or not
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appreciated). As an object of study the music piece also becomes an object of
inquiry, something that is studied most often in its notated form as an intricate
system of note relationships and patterning. In its performed state it can be
reflected on and evaluated for its emotional and formal qualities as an example
of a fully formed, complete, authored work. These educational foci have been the
mainstay of music analysis and aesthetics studies in western musicological
contexts for decades.

A related pivotal idea in modern music education is the notion of the
specialized skillful music performer. This is primarily the very individualized
idea of the skillful craftsperson that spends years perfecting his or her craft. The
emphasis here is on the developing individual musician. The required level of
expertise demands hours of dedicated time working on this mastery—and this
involves time not spent on other learning activities. The emphasis on the
development of highly tuned technical skills in music is akin to that of sports
training where repetitive drills build expertise and physical responsiveness. The
development of technical skill forms a prime focus for many music educators
who take their students through training regimes designed to perfect their
technical playing and singing skills.

These dominant discourses and patterns of behavior inform the training of
music students in many educational contexts. They lead to well-played music
pieces and skillful efforts of well-trained musicians; we enjoy performances at
school and in professional concerts and we buy hi-fi recordings of the music.
The music school’s emphasis on perfecting the craft of music making is
understandable and defendable given that the reproduction of well-played and
well-sung pieces requires a suitable amount of dedicated, systematic training.
The problem of this unilateral approach lies not in the activity itself, but in the
overall conception, predetermination and perspective of music learning. The
emphasis on music pieces and skillful master-performers in music education is
overstated to the degree that more nuanced understandings of music education
are often left behind, forgotten, or even ignored. Today’s educated musician is
primarily seen as a technician, a skillful renderer of technical craftsmanship
within the confines of genre-specific music pieces. The modern music technician
learns pieces skillfully and then performs them to selective audiences. Under
such circumstances there is little potential for crossover from genre to genre or
audience to audience. As a result specialized technicians of music end up playing
to selected audiences who have high expectations about what they are going to
hear.

The domains and subdomains of music have flourished in and around the
dominant ways of thinking that have pervaded music learning. Music students
have been molded and shaped by the ruling disciplinary frameworks of the
methodologies and ideals of institutional music education. Music students have
been subject to this molding within a broader paradigm of modernism in
education and the arts. These music students learn to play by the rules of
their musical education systems. They submit to the dominant discourses of
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individualism, performativity”, aesthetic high art standards and technical-
functionality in music production.

Such concerns within the discipline of music education become intensified in
neoliberal educational frameworks that serve to atomise curricula and reduce
pedagogies to methodical and linear presentations of new material. Students
learn through these methods obediently complying with the forces of
credentialism and risk management. According to Peters (2005, p. 123), the
notion of a type of entrepreneurial self pervades the thinking and practices of
neoliberal sites of education where the individual becomes a key player in an
underlying philosophy of consumerism and life-long protectionism.

For many career music educators, the goal of rendering and facilitating quality
learner performances and beautiful or innovative learner-compositions continues
to determine their priorities as teachers. Despite this, there may be an imbalance
between what is done and the reasons for the doing. In the extreme, while
student performances are usually quite laudable, an overreliance on ‘excellence’
at the expense of ‘significance’ can have a weakening and disowning effect on
those involved. In other words, well-performed pieces can be delivered in
unethical circumstances where student performers are detached from the musical
and cultural meaning of the musical episodes with which they are a part. Further,
neoliberal educational policies and standards can push music education classes
into repetitive task-modeling with atomistic assessment methods and within
severe time restraints fuelled by school league tables and the related need for
good examination grades. In such educational settings common in secondary and
tertiary education, learning in music can become reduced to performative tasks—
in getting work completed for assessment purposes and in responding to tightly
framed criteria. In this sense, music can be a subject in education where ‘the tail
can wag the dog’ as it were. These pressures impact on music teachers and call
for innovative ways of thinking about music learning. Deleuze’s concepts assist
in the revaluation of music teacher thinking and action within the context of
contemporary music culture and neoliberal educational policy and practice.

MUSIC AND DELEUZIAN CONCEPTS

As discussed in the introduction of the chapter, Deleuze and Guattari’s (1987)
concept of the rhizome refers to the weed-like rhizome plant that grows in
different directions across a garden depending on the circumstances of it’s
structure, form and environment. The rhizome suggests a different view of music
education than what is commonly presented in western culture. Rather than
seeing ‘music knowledge’ as tree-like—what Deleuze calls aborescent—with a
firm root structure, solid trunk and branches and leaves (as in disciplinary,
institutional music education which draws its source from prevailing mentalities
of music), the rhizome offers a contrasting stance on knowledge. A disciplined,
rooted and rationally ordered music education system is one kind of thought
system that may impact on a given music learning situation, whereas a
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rhizomatic pedagogy will embrace the different and emergent ‘shoots’ or
characteristics that come forward in a given musical experience. As mentioned,
rhizomatic knowledge is recognized by its “lines of flight” (Deleuze & Guattari,
1987, p. 11), that is, by the directions of ‘intensity‘ or ‘sensation’ that come forth
out from a music event. What is important here are the directions of new flight
rather than predetermined pathways of curricular flight. The Deleuzian music
educator looks forward to the emergent and moving flight paths that come out of
music learning experiences. This is one of the main ideas behind Deleuze’s
rhizomatic provocation—to focus on the emergent new rather than the
systematic old. Taking on the idea of the rhizome in music education means
crafting a whole new vision of what is taking place in the music event.

Rhizomes have “neither beginning nor end, but always a middle (milieu) from
which it grows and which it overspills” (Deleuze & Guattari, 1987, p. 21).
Always in the middle, the Deleuzian music educator is aware of the historical
past and the prospective future in relation to the immediate musical events they
are immersed in. The emphasis here is on the receptivity of the musician-teacher
to the changing historical conditions that work in synergy with musical affect.
This way of thinking recognizes music more as a cultural machine of change
than as a performance of musical ‘objects’ or pieces. It relates to an attitude or
disposition that is about knowing music as a historical vector and about looking
for new vectors of change; of looking for the growth and areas of ‘overspilling.’
This is a pedagogical disposition ‘of the moment’, where the music educator
tunes into the changing music-learning landscape and undertakes pedagogical
action in response to their attunement. The rhizomatic music educator identifies
particularities and becomings in a music-learning happening and acts
accordingly. This requires a certain kind of ‘active’ ethical disposition.’

Music unfolds in time and exemplifies to us the movement and fluidity of the
musical event. The music piece then, as we know it, becomes an event that
occurs at a given time, in a given environment. The rhizome can be thought of as
a matrix of possibilities or a connection of a “thousand plateaus” (Deleuze and
Guattari, 1987) unfolding in both singular and collective themes. In this sense a
music piece is not an autonomous ‘original’ experience but is indebted to the
historical vectors that have preceded its formation and the present connections
that form its current constitution. These vectors and connecting features make
music musical-they bring out the interesting differences in musical moments that
cause us to take notice.

The mapping of a rhizomatic music happening carries with it the notion of
territory. From each music event, a temporary musical “territory” (Deleuze and
Guattari, 1987, p. 316) draws out specific configuration of affect. Deleuze and
Guattari write creatively about this, citing the expressive songs of birds as
instances of territorialisation (p. 314). They also identify the processes of
deterritorialisation and reterritorialisation in the movements of territories. The
emphasis is on the shifting nuances of musical connection. The function of
deterritorialisation is the “movement by which ‘one’ [territorial element] leaves
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the territory” (p. 508). Reterritorialisation is when the line of flight leaves the
territory altogether transmuting and building another territory. There is
autonomy and detachment in expression (Bogue, 1997). “Becoming expressive”
(Deleuze and Guattari, 1987, p. 316) intensifies the line of deterritorialisation
leading to newer changes and developments. A bird could be said to become
expressive and deterritorialised when its initial territorial bird song is transmuted
and begins to take on an expressive function with new tone qualities in a line of
flight away from the initial territorial function. With these Deleuzian notions in
mind, one can envisage a concept of music without borders. In fact, what
constitutes music thought in this way is its fluidity and translucence; its capacity
to engage, process and transform its vectors of sound-induced meaning. This
understanding of music has resonance for music education and liberates it from
the inherent dualism: learning on the one hand and music on the other.

Returning to the previous discussion on music education we can see that a
specific territorial concept of music has been in play in western music—the
formal territory of the music piece. The formal configuration of the piece in
modernist music is seen as being specifically pertaining to the systematic
configurations of pitches, rhythms and harmonies. A music territory in the
Deleuzian sense is something quite different and requires some conceptual
adjustment. Music in this new sense is much more than the formal configurations
of musical notes, it is much more expansive than that. Rather, the Deleuzian
music territory is momentary and temporal and always moving into paths of
deterritorialisation and reterritorialisation. A good way to understand this is to
consider the temporal musical moment as the main point of educational focus.
Further, musical moments establish relational alliances—between elements that
make up the whole event. To understand this fully one needs to move beyond the
formal configurations of music and establish and document what vectors of
connection constitute the event.

A useful example is that of the community choir. Recently there has been a
resurgence of interest in unaccompanied group singing mainly among adult
singers who feel the need to participate in musical activities in social settings.
For many community choirs, the emphasis and enjoyment of the music
experience comes from not only note learning (ie. specific music pieces sung by
the group) but from the social connections and sharing opportunities afforded by
the choir. The musical territory of the choir includes the sounded melodies,
rhythms and harmonies of the choir pieces, but also takes into account the
motivational, communal, emotional and ritualistic aspects of choir practices and
performances (eg. sharing wine together and performing at the funeral of a choir
member’s friend). The territory also includes the physical demands of choir
events, the mental learning patterns of rehearsals and the historical meanings
embedded in choir pieces, be they gospel pieces, South African pieces, popular
or commercial pieces and so on. The shades and nuances of each interactive
moment constitute the configured territories and the changes to those territories
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and bring the participant into a fuller understanding of the dynamism of the
choir.

A Deleuzian concept of music will also take into account his notion of
“intensities”. They are what Deleuze calls the changing “modes of intensities”
(Deleuze, 1995, p. 99) that help us “go beyond knowledge and resist power”
(ibid.). Intensity is a virtual idea that helps explain moments of force when one
force overcomes another force due to its level of intensity. As an ephemeral art,
music has much synergy with this notion given that music as sound is unseen
and capable of enacting on a situation and changing it by means of suggestive
force or affect. Intensities also have no specific identity as such and thus break
down any sense of disciplinary or historical characteristics that may inhibit an
understanding of an educational field like music (for instance ‘music’ has a
strong association with the idea of the ‘music piece’).

The idea of ‘sound’ or ‘sound-arts’ is perhaps a simpler way to think about
music as modes of intensities. A focus on sound has certain advantages over
more established and conventional educational investigations in historical music
studies. One of the main advantages is the way sound study crosses disciplinary
boundaries due to its more ‘general’ focus than specific studies in music. The
interdisciplinary nature of sound, as a concept, thus provides more opportunities
for alliances, links and connections to be discovered beyond the metaphysical or
technical narratives that can plague established music disciplines. The key point
here is to discover the potential of ‘sound study’ as an educational force that
opens up prospects of interdisciplinarity and affect. Rather than focusing
primarily on music in terms of subjects and objects, the study of sounds as
modes intensities assists a less anthropomorphic conception of the music
learning experience.

Sound study has much to offer education as a whole, notwithstanding its
affinity with the places and spaces that predetermined disciplinarity never selects
or finds. Sound has become a medium of immense significance given its
presence in cinema and digital internet platforms such as youTube on the
internet. Whereas “sound allowed cinema to refer to other, more indeterminate
spaces...within the visible space of the screen” (Connor, 2000), sound in
education offers opportunities for the exploration of imagination and nuance in
thought and perception. The “radical heterogeneity of sound” (ibid.) that is
exemplified in Deleuze’s provocation of ‘intensities’ opens up opportunities to
explore difference with a degree of affirmation and openness that is not always
apparent in neoliberal sites of educational performativity. Sound, as “diffuse and
intermittent bodiliness” (ibid.) has a budding inclination for elasticity and
mutation; it offers the potential for different perspectives and identities to emerge
in transient and changeable events that are commonplace today.
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CONCLUSION

In Deleuze’s book Nietzsche and Philosophy he discusses, in one section,
Nietzsche’s views on the nature of art. He says:

Art is the opposite of a ‘disinterested’ operation: it does not heal, calm,
sublimate or pay off, it does not ‘suspend’ desire, instinct or will. On the
contrary, art is a ‘stimulant of the will to power’, something that excites
willing’. The critical sense of this principle is obvious: it exposes every
reactive conception of art. (Deleuze, 1983, p.102)

Like Nietzsche, Deleuze has an interest in art as an active cultural force—as
something that invents “new possibilities of life” (Deleuze, 1983, p. 103). As
Deleuze notes, this is the opposite of what one might term as disinterested as
aesthetic theory might hold. Deleuze holds a particular view of art and he is not
reticent in critiquing commonplace ‘reactive’ conceptions of art that can serve to
inhibit the stimulating and powerful attribute of art that affects life’s moments.
As an art form with a traditional history of art-making, music offers the prospect
of stimulating new possibilities of life. Reactive music education—forms of
music study that serve to shut down or systemize new learning possibilities—has
been a dominant discursive block in traditional music. Deleuze’s provocative and
stimulating concepts offer fresh ‘active’ insights into what could be a more
culturally resonant kind of music education, a music education that seeks out the
connectivity between sound learning and other forms of learning.

Here in the statement above, art is not a detached object hanging on a wall
ready for contemplation, or a composer’s score yet to be realised in a musical
performance. Rather, art is thought about in a particular and special and
functional way. Deleuze’s kind of art acts as a ‘stimulant’ or trigger—as
something that is able to mobilise and action movement and change. According
to Deleuze, art is that which comes forth and changes the world from which it
arises—it forcefully challenges that which is normal or everyday. By embracing
art as a stimulant of energies and forces, Deleuze exposes what he terms as
‘reactive’ culture, that is, cultural forms which respond conventionally to other
more active, stimulating forces.

Deleuzian concepts discussed in this chapter provoke changes in thinking
about music education beyond the disciplinary contexts common in music study
today. They act as machines of change for the thinking musician and music
educator. Concepts like the rhizome, territory and intensities force the reader to
reconsider fundamental views about the nature and value of music. They assist
the music educator in helping them to understand how to manage and work more
imaginatively with music in diverse pedagogical contexts, such as urban diverse
communities and virtual internet communities. These ideas seem to be more in
tune with a forward thinking music education that is responsive to changing
contemporary conditions of music and sound in the present day.
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NOTES

See Music Matters by David Elliott (1995)

Performativity is used here to describe the efficiency of inputs and outputs as defined by J.F.
Lyotard in the Postmodern Condition (1984).

See Semetsky & May (2008), Deleuze, ethical education and the unconscious in Nomadic
education: Variations on a theme by Deleuze and Guattari.
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4. GET OUT FROM BEHIND THE LECTERN

Counter-Cartographies of the Transversal Institution

Deviating Currere

As a tool for rethinking the material organization of the school, the concept of
transversality might be introduced by way of a specific problematic linked
to the conceptualization of currere in curriculum theory. Following the
reterritorialization of the concept as a tool for resingularizing life in schools
(Pinar, 1974), Pinar and Grumet (1976) mobilize currere against the specific
problem of the subject’s becoming within the institution. What curriculum theory
should attempt to do, Pinar and Grumet argue, but “transfer [its] attention..to the
ways in which a student uses... and moves through [institutional forms]” (p. 2).
Following this challenge, Toward a Poor Curriculum mobilizes currere as an
analytic tool for thinking ‘the course to be run’, or rather, for negotiating the
institutional background that both informs upon and is productively informed by
the institutional subject.

The problem of how the subject negotiates institutional formations renders
currere more than autobiographical. That is, in distinction to currere’s
autobiographical grounding and emphasis on individual psychodynamics, its
germinal conceptualization commences a way of thinking qualities of exchange
and connection between the subject and the institutional milieu with which it
becomes. Put differently, the problem against which currere is mobilized in
Toward a Poor Curriculum might not be exclusive to the way in which a
bracketed subject orients themselves to the symbolic laws of the institution
(Pinar and Grumet, 1973). Instead, what might be relaunched in Pinar and
Grumet’s conceptual reterritorialization of currere is its function as a tool for
apprehending the ways in which institutional organizations affect subjective
perceptions, habits and mobilities. As Guattari (2009a) develops, the institution
is not merely a background to subjective action. As students know well, the
effects of institutional organization inform upon potential behaviours and
becomings (Genosko, 2002). While ostensibly moot, this understanding would
entail thinking the connection between a runner and their course (currere) as one
that avoids devolving upon the experience of the individual. Rather, to run the
course (currere) is already a matter of constituting an assemblage, hence
producing a different kind of onto-ecology or counter-cartography for thinking
institutional life. Such an emphasis on counter-cartography, or rather, alter-
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cartography, is a key characteristic of Multiple Literacies Theory (MLT), which
shifts the educational terrain by rendering collective desire into a productive
pedagogical force for the transformation of ossified organizational and
conceptual dynamics (Masny and Cole, 2009; Masny, 2012). MLT promulgates
an approach to pedagogy that productively deviates from the idea that the
individual constitutes the basic unit of education. Rather, it begins with the
Deleuzeguattarian idea that classroom life is always-already a matter of
collective becomings.

To rethink currere as a tool for analyzing the function(s) of the institution
marks a potential entry point into transversal thinking. Delinked from the
analysis of personal psychology, transversality pertains to the ways in which
institutional ‘group-subjects’ (a formation developed later) might be liberated
from under repressive or stultifying forms of institutional organization. This
conceptualization follows from Guattari’s (2009b) militant institutional activism
in which the group and not the individual would become the focal point for
institutional transformation. This is not to say that in Guattari’s focus on group
formations, the individual is jettisoned (Bryx and Reynolds, 2012). Rather, “the
[individual] functions, as Genosko aptly explains, as a liberating mirror through
which individuals produce new singularities resulting from intersubjective
relations, collective affects and enunciation, explorations of desires and passions,
among others” (p. 296). Today, Guattari’s analytic emphasis on the revolutionary
potential of group-subjects maintains its import for educational thought insofar
as schooling almost-always pertains to the organization, regulation and
management of multiplicities. As Aoki (2005) writes, pedagogy pertains more to
the formation and conceptualization of assemblages as it does the orthodox scene
of student-teacher transference. Here, an underanalyzed aspect of Aoki’s (2005)
thought experiment on how science might be taught as a humanity pertains to the
setting in which such thinking might be most vigorously commenced. That is,
Aoki’s experimental rethinking of science pedagogy is not operationalized
within the school board room, but rather, through the carnivalesque and singular
affects of Bourbon Street. As Aoki suggests through the incorporation of this
background component, currere is already imbricated within the form of
institutional organization. Following, the organization of life in the image of
such institutional forms must be rethought if curriculum is to be liberated from
its overdetermination.

The Institution Made me 11l

Guattari’s work with Jean Oury at the La Borde psychiatric clinic would reveal a
key problematic against which transversality would be composed. For Guattari,
it was not simply the case that the ‘mentally ill” were being cured at institutional
clinics. Rather, what Guattari’s work within the psychiatric institution would
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reveal was the more pervasive problematic of illness becoming an effect of the
institution itself. Within the traditional psychiatric setting, Guattari observed,
patients “[lost] their characteristics, becoming deaf and blind to all social
communication” (Guattari, 2009a, p. 177). Working against such horrific
institutional effects, Guattari would begin to articulate the ways in which the
institution had failed to treat the patient and further, the ways in which it had
effected the production and acceleration of patient neurosis. In Guattarian terms,
a key factor to the production of institutional illness would figure in the
institutional sedimentation of vertical power relations. That is, Guattari would
detect within the psychiatric organization the hierarchical arrangement and
bureaucratic isolation of ‘specialist’ roles ultimately informing upon the
alienation of institutional subjects. In this ‘molar’ image of institutional life born
from the vertical production of power relations, the function of doctors, nurses,
cooks, patients, and others would become non-proximal or rather, confined to
their ‘specialist functions’ within the institutional order (Deleuze & Guattari,
1987). This non-proximal sedimentation of the institution would become a key
feature of institutional alienation through which subjects would become confined
and isolated to their stratified and regulated positions. Amongst psychotic
patients, Guattari (2009a) observed, the verticalization of subject roles produced
paranoia, misunderstanding, and feelings of isolation from institutional life.
Under such conditions, patients regressed into non-communicative and
sometimes violent states (Guattari, 2009a). In turn, staff armored themselves
against the depressive detachment of their patients while protecting themselves
from their own sense of alienation within the institutional order. This
territorialization would establish new forms of reactivity and isolationism
reifying the problem of verticality. That is, the repetition of obligatory and
largely predetermined institutional roles within the segmentary structure of the
organization not only ensconced stercotypes and entrenched institutional subjects
within ‘specialist’, non-proximal compartments, but further, produced a reactive
scenario of identitarian territorialization “worse than resistance to analysis” for
its absolute indifference to becoming (Guattari, 1973, p. 79). Coupled with the
organizational “segregation of inmates...locked rooms, severely limited
freedoms, [and] intense surveillance”, the institution would become less oriented
to treatment than its absolute obstruction (Genosko, 2002, p. 68).

The stratification of institutional life Guattari witnessed in the psychiatric
institution was not limited the sedimentation of molar roles and the non-proximal
or alienated segmentation of institutional life. Manifesting in face-to-face
therapy, the institutional focus on transference rethought the patient in relation to
her/his capacity to assume and incorporate the superegoic components of the
analyst. Put differently, the model of transference informing the doctor-patient
relationship would produce a hierarchized exchange of psychical components
through which the desire of the patient would become captured and reenunciated
via the analyst as the subject-supposed-to-know (Guattari, 2009a). In Guattarian
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terms, this orthodox image of institutional transference is born through the
territorialization of the therapeutic scene upon the authority of the analyst.
Producing a dispensation toward the “elitization of analysts”, Guattari (2009b)
would critique transference for overemphasizing the logos of the therapist and
its subsequent sublimation of patient pathos under the analysts’ enunciation
(p. 42). Exemplifying this transferential capture-apparatus, Deleuze and
Guattari (1987) recount Freud’s clinical work with Sergei Pankejeff (Wolf
Man), whose articulation of a dream in which he is pursued by wolves is
recoded upon the Oedipal, or familial (mommy-daddy-me) mytheme. Rather
than acknowledging the non-human intensities or unique social assemblage
that populates Pankejeff’s dream of a wolf-pack, Freud reterritorializes the
enunciation upon the familial order, hence delimiting the patient’s enunciation
by colonizing it within a signifying regime regulated by the analyst. This
superegoic overcoding does not amount to a cure. Rather, as Guattari would
remark on Freud’s treatment of Little Hans, signs of pathological fear would
emerge only after the commencement of face-to-face treatment (Guattari, 1972).
The policing force of the superego had effectively made the patient worse.

For Guattari, the superego remains an institutional problematic. More
specifically, Guattari’s composition of transversality as a tool for revolutionizing
the institution is oriented to nothing less than the decolonization of desiring-
production from under the regulatory injunctions of the superego, or rather, the
institution’s introjection by superegoic policing (Genosko, 2004, p. 66). While
Guattari’s development of an institutional counter-cartography would be
actualized through his militant interventions at La Borde clinic, he would witness
similar depressive symptoms inhering the function of the prison, the factory, and
the school. Within each of these institutional structures, Guattari detected
symptomologies extensive of vertical stratification, the bureaucratization of
educational experts, and a general cutting-off of group-subjects from the broader
social fabric. As a corollary to the symptoms Guattari attributed to the
verticalization of the psychiatric institution, contemporary reports issued by the
mental heath advisory of Britain’s’ National Union of Teachers suggest that
educators are facing the highest rates of suicidal ideation, fear of surveillance
and sense of powerlessness in the modern history of the profession (NUT Health
and Safety Unit, 2008). In the United States, The National Commission on
Teaching and America’s Future (NCTAF) have similarly reported that a
combination of abysmal working conditions and alienating institutional
dynamics have lead to an unsustainable scenario in which one-third of all
teachers new to the profession voluntarily leave within their first five years of
practice (NCTAF, 2012). While these statistics point to a complex socio-political
imbroglio, they concomitantly suggest ways in which the organization of the
educational institution functions to produce stultifying affects and forms of
illness distinct from the rhetoric of ‘bad’ or ‘unfit teachers’ which has hitherto
masked this growing problematic.
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Unfree School

The revolutionary educational thinking of A.S. Neill (1992) would point to the
effects of such regulatory systems upon the psychical development of children
and youth. In his experimental work at Summerhill, Neill argued that the
organization of schools around the primacy of the boss, the maximization of
knowledge acquisition, and the insertion of the body into habitual routines failed
to alleviate the psychical and emotional damage produced by institutional life.
Following Wilhelm Reich’s psychoanalysis of group dynamics, Neill would
argue that the institution functioned to produce the conditions of repression
optimal for subjective self-enslavement and the production of neurotic and
unfree subject-territories. For Neill, Reich’s (1970) question of how one could
get to the point of willing their enslavement (More taxes! Less bread!) points not
to ignorance, but the contraction of desiring-production with highly coded
subjective arrangements and enunciative potentials (Deleuze & Guattari, 1983,
p- 29). Neill would point to such overdetermination through the implicit
psychical dependency education places on the authority of ‘bosses’. That is,
insofar as education is organized under an institutional superego, the potential
for student autonomy and autonomous manifestations within the school would be
functionally crippled. Neill would advance this critique by citing education’s
overwhelming focus on knowledge as a vehicle for restricting the school’s
capacity to instantiate new subjective and enunciative formations. Schools, Neill
would insist, are organized for the regulation of difference within narrowly
defined or ‘blinkered’ constrictions of potential. Such emphasis not only
functions to delimit the referential universes available to institutional subjects,
but further, inculcates thought and action along highly habitualized circuits of
production. Against this institutional background, Neill would concomitantly
probe the failure of institutional organizations to acknowledge their repressive
power effects upon the lives of the institutionalized. These conditions would
constitute an untenable problematic against which Neill would begin the
experimental task of rethinking the school in a manner capable of releasing
blocked or otherwise overregulated institutional energies. In a reference bearing
fidelity to Deleuze and Guattari’s entreaty on the powers of the schizo over the
repressed desires of the neurotic, Neill (1992) provoked: “I would rather see a
happy street-sweeper than a neurotic Prime Minister” (p. 10). As Guattari would
similarly remark, Neill would see as a central problematic of schooling the
‘blinkering’, or more specifically, the narrowing of institutional life according to
the stratified edicts of both the National Curriculum and the vertical
overdetermination of the institutional-object itself. Herein, Neill’s diagram of the
pre-world war II educational paradigm would fulminate on an image of the
school-as-barracks, the teacher as superegoic drill-Sargent, and the institutional-
object as a mechanism for containing, ordering, and regulating the desire of the
student (Foucault, 1975). “Not only are prisoners treated like children” Deleuze
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writes, “but children are treated like prisoners...[they] are submitted to an
infantilization that is alien to them” (cited in Foucault, 1977, p. 210).

The stratified image of institutional life against which Neill would rethink the
function of the school finds its presupposition in the early theoretical works of
Bobbitt (1924) and Tyler (1949), in whose Fordian image the student is always-
already the product of State thought. Preoccupied with the organization of
educational experience and the conformity of student behaviors to pre-
established norms, the canon espoused by early curriculum rationalists would
begin by answering the question of what a school might do by installing
teleological aims connecting thought and action to pre-established norms, orders,
and subjective formations (Bobbitt, 1924; Tyler, 1949). Such modelization
would not only inform the cognitive or epistemological transmission of
institutional contents, but facets of affect, percept, and volition informing upon
the material reality of student and teacher subject-groups (Guattari, 2009a). “It
may be no exaggeration” Neill writes, “to say that all children live in a life-
disapproving atmosphere [in which they become] prone to obey authority, [fear]
criticism, and [become] almost fanatical in [their] desire to become normal,
conventional, and correct” (p. 95). Herein, Neill alludes to the institutional
production of “seriality” articulated by Sartre, for whom institutional habits and
neurotic forms of repetition were symptomatic of the ways in which vertical
organization functioned to segment group potentials (Guattari, 2009b, p. 180).
That is, the serial, or otherwise ritualized image of quotidian life produced by the
regulated segmentation of the institution delimited and repressed the potential for
varied group arrangements by ‘blinkering’ group-subjects into practico-inert
formations (Guattari, 2009b). The ‘illnesses’ Neill detected within the
organizational cartography of the orthodox school would similarly allude to the
problem of ‘blinkering’ as a cutting off of education from a virtual ecology
through which it might be materially rethought (Guattari, 1995).

Transversal Maneuvers

Genosko (2002) defines “[t]ransversality [as] the tool used to open hitherto
closed logics and hierarchies” (p. 78). In Guattari’s hands, transversality
becomes an tool for liberating the expressive potentials of institutional life. More
specifically, Guattari operationalizes transversality toward the desedimentation
of subject roles and the universalization of institutional semiotics informing upon
institutional subjectivizing processes. At La Borde, the verticalization of subjects
posed a particular problematic insofar as it functionally alienated the patient
from the social fabric of the institution. As Guattari would argue, this extreme
‘blinkering’ of both doctors and patients into crystallized roles would effectively
undo the attempt at patient rehabilitation. In its place, Guattari would witness a
general mistrust of institutional staff, a despondency born from the patient’s
alienation from the policies of the clinic, and in extreme circumstances, the
regression of patients and emergence of new neurosis. Mobilizing transversal
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thinking against the overstratified routinization of the clinical model, Guattari
would rethink the institution by drawing clinical staff into direct and non-
hierarchical relationship with patients. Waging a critique of the institution from
within, Guattari and Oury would help produce a transversal cartography dubbed
‘the grid’ (la grille), a rolling system of work rotation in which medical and non-
medical clinical personnel and patients would work in heterogeneous groups to
perform clinical duties. ‘The grid” at La Borde would draw new group-subject
cartographies by modulating universes of reference.

Within the rolling rotation schedule of the Labordian grid, group-subjects
would alternate between manual and intellectual labor. A group-subject might at
one point perform medical care duties while at another, assume responsibilities
for housekeeping or maintenance. At certain times, a group-subject might be
involved in the facilitation of clinical workshops while at another, function to
organize art and theatrical activities (Dosse, 2011). Within the grid, patients
would work alongside clinical staff and hitherto “‘untouchable’ doctors at tasks
for which neither possessed ‘specific’ expertise. In this vein, ‘the grid’ became
an experiment in assessing the permeability of space through which patients,
doctors and other clinical staff became productively delinked from their
bureaucratic segmentation within the clinic’s organization. This transversal
remapping of the institution would dilate the potentials for movement amongst
patients, some of whom would come to assume administrative duties in the daily
decision making of the clinic. Herein, the transversal relations produced by the
work rotation schedule produced a militant critique of professional roles and
qualifications sedimented within the wvertical institution. For example, a
particular rotation in the grid would see patients assuming responsibility for the
distribution of medications, hence demystifying the role of clinical staff and
disalienating the patient from the fabric of the organization (Dosse, 2011).
Further to this effect, Guattari was instrumental in the establishment of a
patient’s club where non-medical personnel, clinical staff, and patients could mix
(Dosse, 2011). The patient’s club at La Borde would be more than a transversal
meeting space, however. It would establish its own forms of transversal relation
to the clinic’s newspaper, La Borde Eclair, hence producing a new forum for the
enunciations of the club’s unique group-subject.

Object Modification and the Group-Subject

Guattari’s militant revolution of the clinic would induce the transformation of the
institutional-object. By operationalizing the transversal potentials of the
institution, Guattari would counter-actualize those isolating and compulsive
habits intimate to the disempowerment of clinical staff and patients. As Oury
challenged, the clinic should not resemble a “shoe factory” ordered by way of
specialist roles, rigid forms of management, and routinized modes of production
(cited in Dosse, 2010, p. 45). To liberate life from such forms of habituation,
Guattari would relaunch the mediating objects of the institution into new modes
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of material arrangement. Drawing from Winnicott’s analysis of institutional
pedagogy, Guattari would refocus treatment at La Borde upon the collective, or
rather, upon the operationalization of a space for collective creativity and the
concomitant release of institutional energies from under the varied effects of
verticalization (Genosko, 2002). Rather than relying upon the authority of the
analyst to ‘reorient’ patients to the Symbolic order, treatment at La Borde would
proceed by conceptualizing the subject as always-already a group phenomenon
(Guattari, 2009b). Simply, the subject is always-already a ‘group’ effect. No
longer thought as an egology (personological and egoic), Guattari would
relaunch subjectivity along ecological lines capable of thinking the group-subject
as an ecological assemblage born from differences of group association,
connection, and alliance (Guattari, 2000).

Eschewing the psychological image of the egoic whole over subjective ‘part-
components’, Guattari (2000) would commence a mode of therapeutic action
sensitive to the heterogencous ecology of the subject and those institutional
objects that palpate the subject’s becoming. As the experimental revolution of La
Borde clinic would demonstrate, such ecological thinking would be commenced
via the transversal unblinkering of institutional group-subjects and the
concomitant displacement of authority in the therapeutic relationship. As
Guattari argues, the dyad model of transference particular to clinical treatment
not only suppresses transversality by reducing it to a two-part (superego-ego)
system, but establishes the conditions for the patient’s rehabilitation upon a
potentially destructive and retraumatizing signifying regime alienating them
from the fabric of social life. Against this, transversality aims to instantiate new
territories or autonomous social refrains oriented to a modulation of the group-
subject’s association to daily life (Guattari & Rolnik, 2008). Following, the
patient’s reterritorialization at Le Borde would be commenced within an open
space for creative enunciation immanent to the non-hierarchical tasks of ‘the
grid” and indefinite space of the patient’s club. Yet, La Borde’s therapeutic
ecology would extend its emphasis on heterogeneity even further. Mobilizing
transversality as a material weapon, Guattari and Oury would recreate La Borde
as a baroque institutional space “always in search of new themes and variations
in order to confer its seal of singularity...[and] permanent, internal re-creation”
(Guattari, 2009a, p. 182).

Resingularization I: Aoki

To redeploy Oury’s challenge for education necessitates rethinking the
institution from under the image of the ‘shoe factory’. Such a task becomes
crucial insofar as education constitutes a “true [factory] where labor power and
the socius as a whole is manufactured” (Guattari, 2009b, p. 47). Of course, the
image of the school-as-factory maintains contemporarily through the
standardization of institutional life, its a priori arrangement of subjects and
regulation of transversal potentials via grade-grouping, achievement tracking,
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and the alienation of students from both the mediating object of the curriculum
and the institutional superego, whose rules and values they are meant to
incorporate. Corollary to the overdetermination of institutional organization,
much contemporary curriculum thought continues to derive from the image of
verticalization Guattari found detrimental to group-subject autonomy and health.

Drawing from Deleuze and Guattari’s (1987) conceptualization of molarity,
Aoki (2005) argues that curriculum thought inheres an implicate archi-tecture, or
rather, an arborescent schema through which it becomes easily adapted to
instrumentality, epistemic territorialization and superegoic injunction. This is to
say that for Aoki, the ecology of institutional life is already foreclosed by a series
of blinkers that constrict disciplinary thought within highly coded territories of
knowledge and production. It is in this way that Aoki’s thought experiment on
how the sciences might be taught as a humanity necessitates accessing a virtual
ecology unthought by the arboreal or otherwise hierarchical schematization of
curriculum and instruction. Aoki’s thought experiment is not simply novel, but
rather, linked to the problematic of student dropout rates from Canadian post-
secondary science faculties. Corollary to the symptoms Guattari recognized
within the verticalization of the clinic, dropouts articulated their non-proximity
to curriculum as a major factor in their decision, citing that the work demanded
by the institution was “irrelevant to...human crisis in these times” (p. 200).
Further, the dropouts highlighted by Aoki pointed directly to the highly
‘blinkered’ organization of the institution, citing that the image of life advanced
within institutional space overemphasized instrumental skill acquisition and the
routinization of experimental method.

Aoki’s thought experiment aims to rethink the mediating objects of
pedagogical thought along similar lines, drawing the question of how the
sciences might be taught in relation to a heterogencous ecology populated
by unforeseen disciplinary alliances and a-signifying references. As Aoki
challenges: “How would it be if we brought together a scientist, a novelist, and a
bottle of scotch at a café on Bourbon Street?” (p. 201). While Aoki eschews the
transversal assemblage of science, literature, alcohol, and Bourbon Street as a
joke, this belies the fact that this composition begins to articulate the conditions
under which thought and action might be freed. Specifically, Aoki mobilizes a
lesson from Le Borde by producing a transversal exchange between the ‘expert’
scientist and the literary fabulist. Moreover, while Aoki avoids specifying the
intent behind the incorporation of alcohol into the transversal exchange, one
could imagine that its function is oriented to a general decrease of superegoic
inhibition and concomitantly, an increase in flows of exchange. While mentioned
previously, Aoki’s focus on the background, or rather, the mediating setting
upon which to recommence the question of how science might be taught is
instructive. That is, through the selection of Bourbon Street, Aoki incidentally
suggests the necessity of a carnivalesque semiotics no longer caught within
ossified patterns of meaning and interpretation. In this vein, Aoki’s thought-
assemblage detects a virtual ecology maximizing the coefficients of transversal
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exchange across heterogeneous territories. As Deleuze and Guattari (1983)
advocate, a detour through other disciplines, styles of thinking, and group-
subject assemblages is necessary in order to clear up those ‘false problems’
borne from closed territories of thought. It is here that Aoki’s approach to
counter-actualizing the pedagogical image of science education bears fidelity to
Multiple Literacies Theory (MLT). As Masny and Cole (2009) articulate, MLT’s
focus pertains to desedimenting habits of thought and action in education
through the material production of innovatory assemblages and practices.
Forging new circuits of enunciatory expression distinct from the overcoded
concept of ‘educational literacies’, MLT aims to promulgate a new literary
ecology through which the subject and its relation to the world might be thought
anew.

Aoki’s concern is less one of producing a specific image of science education
than of creating the conditions for how it might be thought as a singularity.
Herein, transversality functions as a tool for desedimenting the territory
of curriculum and instruction, producing in lieu of its sedimented
overdetermination (how the life of the institution ought to go) an unanticipated
nuptials for a discipline yet to come. Ultimately, the tool of transversality
functions as an implicit reference throughout Aoki’s curricular scholarship
insofar as his challenge entails a radical deterritorialization of the arborescent or
vertical legacy inhering institutional curriculum and subsequently, the detection
of a virtual ecology for thinking the lived-curriculum as a baroque creation.
Hence, where the bureaucratic curriculum-as-plan is destratified through its
transversal invasion by the group-subject desires of a singularity (a class, for
example), what remains is not the curriculum, but for Aoki, a multiplicity of
curriculums “as many as there are teachers and students” (p. 426). Via the
transversal unblinkering of the curriculum and instruction archi-texture, Aoki
palpates a virtual ecology for educational thought delinked from subsisting
territories and hence, the presumption of what subjectivities and modes of
enunciatory production are possible in the first place.

Resingualization II: Freinet

Guattari’s transversal reconfiguration of Za Borde would ultimately point to the
rarity of singularities. As Guattari would challenge, what potentials exists to
counter-actualize the clinic, the prison, or the school against schemes of “auto-
centered” disciplinary power, the “phenomena of practical and theoretical
domination”, or the production of “subjugated groups” into highly coded vertical
formations (Sauvagnargues, 2011, p. 174)? Against this image of desingularized
or universalized life, Guattari initiates the radical task of redirecting the
institution toward its permanent molecular revolution, or rather, a permanent
reinvention aimed at freeing group-subject assemblages from oppressive forms
of routinization and habit (Guattari, 2009a). Against the freezing of the
institution, Guattari’s militant organization, the Federation of Study Groups in
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Institutional Research (FGERI), would produce active allegiances with primary
school teachers from the Freynet movement. Already actively engaged in
rethinking the institutional along the lines of pedagogical psychotherapy,
proponents of Freinetian education along with the FGERI helped to uncover the
failure of institutions to make their organization a focus of analysis and material
transformation. As the FGERI would detect, institutional power effects would be
obfuscated through the ‘individualization’ of the subject, its diagnosis, and
subsequent  ‘treatment’ within a dyadic model of transference. Herein, the
FGERI would task itself with overcoming the encasernée scolaire (school-as-
barracks) and its segmentation of group-subjects into strictly ordered roles and
functions (Genosko, 2009). In this vein, the project of the FGERI would be
oriented to the analysis of institutional assemblages and their effects on
subjectivity.

Both the FGERI and Oury’s Group for Therapeutic Education (Groupe
d’éducation thérapeutics, GET) would draw upon the radical pedagogy of
Célestin Freinet in their material revolution of institutional organization and
recommencement of institutional group-psychotherapy. As an institutional
militant and agitator, Freinet’s molecular struggle against formal educational
methods would eschew the universalization of education and its alienation of the
institutional subject from the social fabric of the institution. Toward this material
revolution of the institution, Freinet would nascently employ transversality as a
tool for rehabiliting group-subject proximity to institutional life while collapsing
the student-teacher dyad and its presumption of a superego for guiding student
identificatory processes. Freinet’s intervention would come in three conjoined
formations.

To begin, Freinet would incorporate the use of a school journal, or rather, an
enunciatory vehicle for group-subject interest and commentary on issues of local
and regional concern. Occurring every other day, the interscholastic exchange of
the journal would reach upwards of twenty different schools and social groups
(Acker, 2007). Through this transversal exchange, Freinet aimed to adjust the
general dissociation of schools and students by opening the potentials for
following each others’ lives and forming collective movements relative to shared
experience and desire. The second transversal vehicle in Freinet’s pedagogy
would be operationalized via the incorporation of a printing press. The function
of the press would be two-fold, enabling the mass production and exchange of
the school journal while concomitantly reterritorializing the group-subject as a
collective formation. Herein, the press functions as a circuit for the creation of
highly singular group formations particular to group-subject desire. In this vein,
Freinet resisted the territorialization of the classroom printery as a mechanism
for the ‘official’ work of the institution. This was accomplished through a third
innovation of creating of a cooperative student council whose task it was to
oversee the journal in a manner adequate to the singularity of the group-subject.
Herein, Freinet’s institutional revolution would extend to transcendent
knowledge, supplementing the ‘school journal’ and its enunciation of group-
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subject desire in place of ‘official’ textbooks (Acker, 2007). That is, rather than
being derived transcendently, Freinet would rethink institutional life through the
transversal potential of the classroom press as a mediating object for the
permanent revolution of educational contents.

Freinet would abandon preordained lessons in lieu of rendering group-subject
enunciation into a transversal curriculum. The function of this transversalization
is clear: Freinet’s adjustment of institutional blinkering is connected to the task
of overturning an impersonal curriculum and the ossification of student
production under the regulatory gaze of the institutional superego. Indeed, what
becomes evident in the counter-actualizing image of pedagogical life created by
Freinet is its focus on creating a “collectivity sensitive to heterogeneous
components as well as local conditions that would otherwise be steamrolled if
one arrived with prefabricated interpretive grids” (Genosko, 2008, p. 66).
Through the transversal force of the classroom printery, Freinet reorients
schooling to the singular events informing upon the group-subject. In part,
Freinet’s transversal remapping of the institution commenced by unblinkering
the desiring-production of the institutional group-subject operationalizes a new
educational politics. Replacing “official schoolbooks [and classes] with student-
produced material”, Freinet overturns the education of children and youth as it is
imagined by the elite (p. 83).

Practicing a form of institutional schizoanalysis, Freinet would rethink the
task of education as one oriented to both the analysis of life in schools and the
creation of new group-subject potentials for the liberation of life from under the
stultifying power of verticalization. Mobilizing the school journal, local printery,
and cooperative council on matters of editing and publication, Freinet would
promulgate a pedagogical singularity oriented to the affirmation of collective
autoproduction and the counter-actualization of institutional anguish and
hopelessness. Herein, Freinet would affirm the “technical and political choice” of
the school printery as a “molecular revolutionary activity” for the creation,
possession, and communication of collective enunciation freed from
transcendent models and a priori superegoic imperatives (p. 68). What is most
original about Freinet’s use of the printing press “is its role in mediation” and
further, its creation of “a transversalizing space in which material hierarchy is
restructured...and existing institutional structures at all levels from the classroom
through the school board...are called into question” (pp. 67—68). Yet, Freinet’s
production of a ‘transversal’ educational space is more than critical insofar as it
actively produces new forms of social arrangement and processes for subjectivity
delinked from an image of how pedagogical life ought to go. Where Multiple
Literacies Theory (MLT) functions by detecting and affirming affective flows of
desire in the classroom, it bears fidelity to the radical institutional revolution at
the heart of Freinet’s work. That is, akin to Freinet, MLT affirms that flows of
social desire are always-already operative within the classroom and further, that
desire constitutes a productive and connective force in learning literacies
(Masny, 2006; Masny, 2010). Connecting desiring-flows to enunciatory vehicles
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of production, MLT aims to palpate desire into the social organization the
classroom, effectively reterritorializing the life of the classroom into a singularity
distinct from education n general (Masny and Cole, 2009; Cole, 2009).

Resingularization III: Oury

How might a group be moved out of serial being? (Genosko, 2002). As Genosko
articulates, this concern is intimate to Guattari’s interest in transversality and its
potential to remedy the organization of the group-subject according to external,
or otherwise superegoic power. That is, the liberation of the institutional group-
subject necessitates analyzing the conditions of group unification in the first
place. Where the unification of the group-subject would be accomplished
through the instantiation of an external organizing metric, Guattari (2009b)
would detect the production of practico-inert forms of being or what he would
dub ‘subjected groups’. At La Borde, such practico-inert formations would
inform upon the clinic’s nurses insofar as their roles were ossified according the
“psychopharmacological imperatives of the institution” through which the
function of their clinical role would be routinized and structured independent of
other group functions and institutional spaces (Genosko, 2002, p. 84). While
functionally unified, the nursing staff at La Borde would be subjugated under the
edicts of their role presupposed by drug manufacturers, diagnostic taxonomies
and orthodox wuniversity training. In part, what would be required to
deterritorialize the serial role of nurses at La Borde would be the instantiation of
a “common praxis” borne through both the work rotation (la grille) and
reconfigured relationship to patients (Genosko, 2002). At other points, the
transversal desedimentation of the nurses’ practico-inert group formation would
be accomplished through the transformation of the institutional backdrop. Rather
than distributing medications in the infirmary, nurses moved their practices to
new clinical sites such as the dining hall (Genosko, 2002). By altering their
relationships to clinical space, Guattari detected a transformation in group-
subjectivity. Minimally, the nurses at La Borde began to transform the
assemblage of practices into which they had been locked, hence commencing a
more experimental and varied approach to their clinical practice and group-self-
definition.

The liquidation of seriality at La Borde would be affected through a
transversal approach to pedagogy. Where Guattari saw in the university the
creation of conditions for the overidentification of residents with the medical
hierarchy, La Borde’s work rotation schedule would pedagogically intervene by
placing residents alongside their teachers in both medical and non-medical tasks
(Genosko, 2009). Breaking apart the territories of transferential reference
produced in the university, La Borde’s transversal pedagogy would produce new
conditions for relation, dialogue, and behaviour. In thinking a transversal
pedagogy of the institution, both Jean and Fernand Oury would draw upon the
institutional militancy of Freinet to emphasize the import of a mediating object
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between analyst and analysand or otherwise, its corollary in the teacher student
dyad. For Freinet, Oury, and Guattari however, it should be said that the
mediating institutional object is always one that is more than an object. For
example, in Freinet’s incorporation of the classroom printery, Oury’s
reorientation of pedagogy in terms of ‘labour tasks’, or Guattari’s militant
support of Radio Alice, the object would constitute a circuit for a new social
assemblage oriented to auto-production and the instantiation of new group-
subjectivities. It is on this point that the transversal pedagogy of La Borde orients
thought away from a treatment of ‘individuals’ in lieu of a schizoanalysis of
what institutional assemblages are capable of producing.

It is such an orientation that inheres the militant work of Fernand Oury and his
criticism that the founding of modern education is premised upon the botched
conceptualization of the student as a passive receptor of the institutional
superego with which it is impelled to identify. A contemporary of Freinet and
brother of La Borde founder Jean Oury, Fernand Oury would compose a form of
‘institutional pedagogy’ oriented to the material revolution of institutional
organization. In an innovation that would subsequently form a ‘core’ aspect of
A.S. Neill’s Summerhill ‘free-school’, Oury would draw upon Freinet’s notion
of cooperative student council (counsil de cooperative). Distinct from
contemporary notions of classroom democracy founded upon anonymity and
bureaucratic constraint, Oury’s particular conceptualization of the cooperative
council focused upon the enunciation of student feedback pertaining to
classroom life (Genosko, 2009). Non-anonymously, the class would advance,
refine, and defend issues proximal to the fabric of their group-subject experience.
Put differently, Fernand Oury’s ‘institutional pedagogy’ would rehabilitate the
severed relationship of students from the fabric of the institution by tethering the
enunciations of the cooperative council to tangible transformations of
institutional life (Guattari, 2000). In this vein, Fernand Oury would relink
institutional pedagogy to its experimental potential to modulate the organization
from within. Transversally, the school would be opened to its immanent
molecular revolution.

Guattari would encounter Fernand Oury at the age of 15 as a member of the
youth hostelling movement (Guattari, 2009a). This encounter would spark
Guattari’s militant activism insofar as the youth hostelling movement would bear
upon the production of collective autonomy and group-self-definition apart from
superegoic injunction. Comprising a para-scholastic education, the youth
hostelling movement shifted the backdrop of pedagogical experience upon a
quasi-nomadic heterogeneity born from the experience of collective caravan
travel. Such heterogeneous experience would subsequently be drawn back into
relationship with the school. That is, Fernand Oury would rethink ‘institutional
pedagogy’ as a transversal space between the youth hostelling movement of
post-war France and the function of the school as a space for auto-production
and group enunciation. In this vein, Oury’s transversal approach to education
would produce a connection between the social fabric and the life of the school.
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Counterposed to the contemporary cutting-off of the school from collective
social action and politics, Oury’s ‘institutional pedagogy’ jettisoned the false
demarcation of social space as something peripheral to the school, mobilizing
para-scholastic activity as a school curriculum and classroom life as a site for the
enunciatory production of new social formations. Herein, both Fernand Oury’s
‘institutional pedagogy’ and Jean Oury’s material experimentations with the
organization of the clinic were commencing a rhizome (n-1) by subtracting an
external organizing principle in affirmation of a heterogeneous multiplicity
(Deleuze and Guattari, 1987).

Following Singularities

It is Aoki (2005) who suggests that the task of education should not only entail
the affirmation of the singular, but further, the active composition of
singularities. This, of course, has nothing to do with the ‘individual’ or the
elevation of the neo-liberal self-styled subject as an aspirational model. Rather,
Aoki’s focus on singularity advocates for the practical analysis of social
assemblages for the maximal liberation of life from under subjective and
enunciatory constraint. Where Guattari points to the contemporary sclerosis of
the singular within institutional life, it is through schizoanalysis or rather, the
practico-material analysis of what social assemblages produce and are capable of
producing that opportunities for transversal exchange or molecular revolution
might be detected (Sauvagnargues, 2011). This is one of the key challenges
advanced in Roy’s (2004) 7eachers in Nomadic Spaces, where the conventional
organization of the school relative to the “possessive individual” and the
specification of its role is transversally relinked to the “pack” formation denied
in Pankejeff’s (Wolf Man) dream (p. 109). Akin to Guattari’s analysis of the
clinic, Roy’s detects in school life the necessary articulation of a virtual ecology
or qualitative multiplicity for expression and reference. Where this virtual
ecology is severed, Roy articulates, teachers and students encounter a kind of
institutional “insanity” marked by a symptomatic adherence to fixed positions
and the presumption of personal ownership over scholastic knowledge, skills,
and attitudes (p. 110). Mobilizing transversal thought against this institutional
myopia, Roy articulates the case of a high school where students design and
offer semester-long courses in areas of collective interest and further, where
forms of collective mentorship emphasize listening to students without grafting
their enunciations into preexisting interpretive grids. To paraphrase Deleuze
(cited in Foucault, 1977), if one were to heed the protests and questions of a
[kindergarten] student, the educational complex would be revolutionized. Where
life in schools is deintensified through arboreal ossification, Roy contends, the
institutional must be relaunched through its virtual ecology, or rather, its
molecular potential for counter-actualization. In lieu of the molar ‘individual’
and its neuroticized attachment to the institutional superego, Roy advances a
‘transversal pedagogy’ through the heterogeneous and connective potential of the
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pack, swarm, or open system where concepts are brought into relation with
circumstances rather than essences (Watson, 2009). Continually overturning
centralizing powers, masters of authority, and the conditions for fascism born
through the habituation of thought and action, ‘transversal pedagogy’ challenges
education to get out from behind the desk, to form “new lines of allegiance” and
“new spaces of freedom” (Guattari and Negri, 2010, p. 116).

The task of creating such a school is, of course, not an easy one. As Guattari
writes, La Borde would continually face the challenge of overly territorial staff,
the overidentification of doctors with the medical hierarchy, and the continual
threat that transversal group-subjects would become subjected under external
metrics of organization (Guattari, 2009b). Habits of individuality borne from
university training continued to inform the self-willed isolation of staff into
practico-inert roles, while in-fighting threatened to dissolve transversal “packs”
and the heterogencous universes of reference produced therein. Even the
transversal desedimentation of the institutional structure would not, in itself,
amount to liberation. As Deleuze and Guattari (1987) warn, “[n]ever believe that
a smooth space will suffice to save us” (p. 500). Even at La Borde, the
formation of groupuscles and micro-fascisms would continually challenge the
therapeutic project. Against these territorial edifices however, Guattari would
follow Oury’s challenge that ‘institutional pedagogy’ should remain vigilant over
its desiring-machines, or rather, the arrangement of institutional organs of
production and anti-production. Here, Guattari emerges as a revolutionary
counter-cartographer of the finest order, mobilizing an ethics of experimentation
for remachining the productive potential of institutional life. Drawing upon the
tool of transversality, Guattari advocates a way of operationalizing a revolution
of organizational life through the careful reinvention of institutional ontology.
Drawing life from behind the analyst’s couch and teacher’s desk, Guattari’s
militant ethics posits new ways of living sensitive to the virtual ecology
entwined to the actual. Indeed, we do not yet know what an institutional body
can do. As Guattari demonstrates, the creation of the institution is a matter for
practical experimentation - it must first be made. This is to recommence eco-
pedagogy as a mode of material expression for the task of institutional
revolution.
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DAVID R. COLE

5. DELEUZE AND THE SUBVERSION(S) OF
‘THE REAL’

Pragmatics in Education

INTRODUCTION

This paper puts Deleuze to work in education. The field of educational studies is
open to new ways of understanding and conceptualising knowledge, such as
those that we derive from Deleuze, to the extent that this new knowledge can be
used for educative purposes. However, this statement of educative intent means
that humanism and morality could immediately take us away from the focus of
investigation (see Denzin, 2003); because new knowledge in education is subject
to the duality of questions about application. The point of this study is to push
the empirical nature of the work done to the limit, and beyond applicative
dualisms; in order to understand what is happening to two Sudanese families in
Australia, as they start their new lives on a new continent and as part of a
different society. In this writing, two Sudanese families are examined for their
notion of the real as a part of their everyday lives in Australia. I have located the
notion of the real as being of critical importance to this process of examination,
as within the ‘field of the real’ lies the sometimes dormant forces and factors that
determine the possibilities of the truth. As Jeffery Bell (2011) has argued: “For
Deleuze, the real is to be associated with processes that constitute the givenness
of objects rather than with the constituted, identifiable objects and categories
themselves,” (p. 4). This statement means that there are elements within what is
happening to the Sudanese families that act as markers or portals to the real of
the Sudanese, and these can be reformulated as empirical evidence for claims
about how to help with their education in Australia. The real, in this sense, is not
the perspective or viewpoint of the Sudanese in Australia, but a multi-layered
construct that includes the thoughts of everything that has happened to them
before they arrived in Australia. One might cogently argue that to state the
empirical facts of the dislocation, refugee status and resettlement of the Sudanese
according to the humanitarian programme in Australia is an expression of lack.
The truth of ‘the real’ for the Sudanese families from a Deleuzian perspective
lies in their thought processes and multiple creation(s) of new, unstable
mechanisms for coping with displacement. The field of inquiry is open and
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includes the anomalous, exceptional or extraordinary, which may or may not be
directly expressed in words and artefacts. This study signals a Deleuzian inspired
take on ethnography that is 'unethnographic' in the sense that the Sudanese
families are not considered to be marginalised or ‘ethnographic others’ to the
mainstream, or representative of a purely qualitative study of Sudanese family
life in Australia. Rather, the givenness of their lives is opened up and explored
through this work, with the aim of discovering an unknown point in empirical
investigation, where the Sudanese-Australian real is emergent and the incipient
learning may be understood in terms of multiple literacies and pragmatism in
education.

DELEUZE AND ‘THE REAL’

What is real for Deleuze, and why is it important?' Critics of Deleuze have
targeted the notion of the real in Deleuze as being a weak point in his philosophy
(e.g. Zizek, 2004). The argument is that Deleuze’s promulgation of the real in
Anti-Oedipus, which was at heart a dissection and dissolution of Lacan’s
emergence of the Real due to a symbolic lack; sets the unconscious up as being
consummately productive, and it could be argued that this move reduces reality
to productive desire through human wanting. On one side of the critique of
Deleuzian production in the unconscious is the proposition that his philosophy
misrepresents the darker aspects of reality, especially those made real due to
depression, madness, suicide, nihilism, etc.; because to understand these mental
and social conditions precisely require ‘a lack’ and not a vitalistic idealism (see
Brassier, 2007, p. 201); and secondly, that the Deleuzian approach is unable to
truly think nature, due to the chaotic preponderance of desire which potentially
obscures and libidinalises the complex forces of nature, even those concerned
with decay and death (see Grant, 2006) or with the extinction of the human race.
To answer these important counterarguments to the real of and in Deleuze, one
must first go back to the period in his life where ‘the real’ was a vital player in
his thinking, and where he was grappling with its implications. I have identified
this period as being between the publication of the Logic of Sense and the joint
release with Félix Guattari of Anti-Oedipus, because this period signifies a
time when he was working closely with Lacan, Freud and psychoanalytic
interpretations of reality, and it was also the beginning of his ‘grand synthesis’
with Guattari.

Deleuze in the Logic of Sense is searching for the real through a
psychoanalytic ‘curtain’ that had been drawn by Freud, Lacan and Melanie
Klein. One’s desires as a young child, which lead to growth and development in
the psyche, are coopted and controlled by Oedipus according to Freudian
psychoanalysis. The Freudian analyst engages the patient in a narrative
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monologue whereby the Real emerges from the entanglement of adult and child
oedipalised sexualities and fantasy, until the therapeutically healed ‘ego’ is able
to emerge as whole and reborn; free from the initial psychic impingement and
impact of oedipal desire. Yet how do we know when this has happened? What if
the psychoanalyst becomes superimposed as the parent, and therefore coopts and
extends oedipal desire through analysis? How do we know the truth of the
patient’s monologue in the first place? Lacan set about refining and focusing the
Freudian story about the Real, in that he made ‘the Real’ a player in his
structural analysis of the psyche. In fact, Lacan (1966) called the link between
one’s desire and any articulation of this reality — the Real; to emphasise its
importance and to provide a symbolic marker in the ‘order of things’. For Lacan,
Oedipus is not a real/ impingement on psychic development, but it is a symbolic
artefact of living and desiring through language, whereby the mind has produced
a piece of dramatic attachment, embedding the Real as a lack in life, a fantasy, a
“object petit a™%.

Lacan’s influence can be felt throughout the Logic of Sense and Anti-Oedipus
as a symbolic and imaginary Oedipus is present in both texts, though subject to
the processes of nonsense and defamiliarisation by Deleuze. Lacan’s Real took
psychoanalytic practice away from the closure and potential tension of the
analyst-analysand relationship, and merged the psychoanalytic articulations of
the Real with symbolic renditions in public and social life (see Lacan, 1966).
Social critics of capitalism such as the early Zizek (1989) have used Lacan in
terms of explaining how the self under capitalism develops a symbolic and
ideological order that is crippled and reduced by alienation, isolation and ‘the
fetish’. The Real from Lacan serves in Zizek’s analysis as a means to explain
how desire is manipulated and aggrandised by the processes of capitalism and
‘the market’— essentially to sell products. Deleuze and Guattari (1984) do
something similar in Anti-Oedipus, though they go further than Lacan and Zizek;
in that ‘the real’ of desiring-machines and schizo-analysis inverts and rechannels
capitalist desire through synthesis, in order to deal with capitalism’s othering
effects’. Capitalism according to the real in Anti-Oedipus, does not
fundamentally incur a symbolic or linguistic lack in desiring (the Lacanian Real);
which could be located between the things one wants and the things that one is
able to get; but is part of a synthesis by which one may understand becoming in
the world. This is because according to Deleuze and Guattari (1984) the
apartness and confusion that capitalism incurs may be traced back to the first
developments and power structures in primitive societies. The real of capitalism
was already apparent in human society (Deleuze and Guattari, 1984), and has
been lodged in collective practises through the flows and material facts of
history, and the drives that these activities have created. Yet to get to this point,
Deleuze needed to work carefully through the Real of psychoanalysis and the
death drive as presented by Freud and Melanie Klein.
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The non-conformist, anti-herd real of Anti-Oedipus comes about after
examining the play of forces in the ‘death drive’, seen, for example, in their
construction of the Body-without-Organs®. The real of the Logic of Sense is a
paradoxical series of events that comes about as an accumulation of experience
and as a means to understanding how sense emerges under the influence of
synthesis. Key to this understanding is the ‘death drive’ and how it ultimately
overrides Oedipus both as an external influence (Freud) and as a symbolic
Other (Lacan). The death drive has a formative part to play in Deleuze’s
formulation of the real as it is fundamentally connected to one’s notion of life
and the in-between play of forces that life entails (see Deleuze, 1994; 2005).
Deleuze is here referencing Nietzsche, as a means to construct a philosophy of
the future that outmanoeuvres Oedipus, and to present a positive rendition of
the functioning of the drives (including death). Deleuze (1994) constructs
thinking as a ‘virtual real’, not as a reflection or copy of reality or in the actual,
but as a means to creatively inventing the world through the unconscious, and
by following the lines of power that pass through it (see Cole, 2011). This
philosophy of life critically includes reference to Spinoza and Bergson, as the
subject is redesignated through pre-personal affect and biological vitalism.
I believe that the realist criticisms of Deleuze’s philosophy as being unable to
explain the darker aspects of reality, as have been previously articulated by the
philosophies of Schelling (see Brown, 1972) or Schopenhauer (2007); are
unsustainable as Deleuze’s philosophy of life critically includes death, decay,
extermination, hopelessness and madness. Furthermore, the point that reality is
reduced to chaotic human desire, simple affirmation or ‘yeah-saying’ by
Deleuze is also far from the truth, as the proliferation of weird machines,
strange referents and peculiar scientists in his writings does not produce a
picture of ‘happy-clapping’ normative adherence. On the contrary, one begins
a search for anomaly when one engages fully with Deleuze. The real lies at the
edges of consciousness, as one grasps the influences of desire on perception, or
begins to understand how practices have been conditioned and controlled for
many years before one’s body has experienced particular affects. The real for
Deleuze is akin to moving to a foreign country and realising the overlay of new
experiences as a singularity: i.e. one’s difference becoming other and
reproducing itself without volition.

DELEUZE AND THE INVESTIGATIONS OF THE REAL

What are the consequences of ‘Deleuze’s real’ for empirical studies? In
Difference & Repetition Deleuze characterised his philosophy as transcendental
empiricism. This means that the real is out there in the world, beyond human
consciousness, yet also subject to the strange contortions and distortions that
human thinking can produce. This is the ‘virtual real’, wherein thinking can
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include the sometimes fraught machinations of the memory, the imagination,
affection and the playing with time and space of the creative unconscious
(cf. Deleuze, 1994). For example, if one is examining bacteria and its place in
the world, one is able to deploy the ‘virtual real’ as a means to extending
empirical observations to explain the unpredictable ways in which bacteria is
able to reproduce and relate to its outside. Deleuze’s philosophy opens up
scientific thinking, and produces resonance between precise observation and
documentation, and the modes of writing executed by, for example, Proust or
Joyce. According to Deleuze (1994), one is able to deploy calculus to
differentiate and to explain the processes of individuation that exist in the world,
and at the same time represent these modes of difference and change as being
unstable from within, or as creating inner caverns wherein secrets may be
withheld or half-truths come to light as fuzzy, unclear units of thought. An
example of such a ‘virtual real’, empirical experimentation and articulation; is
H.G. Wells’, The Island of Dr Moreaur.

At last the song ended. I saw the Ape Man’s face shining with perspiration,
and my eyes being now accustomed to the darkness, I saw more distinctly
the figure in the corner from which the voice came. It was the size of a
man, but seemed covered with a dull grey hair almost like a Skye terrier.
What was it? What were they all? Imagine yourself surrounded by all the
most horrible cripples and maniacs it is possible to conceive, and you may
understand a little of my feelings with these grotesque caricatures of
humanity about me. (Wells, 1896, p. 66)

This description allows us to get close to the ‘virtual real’ in thought and that is
available for empirical investigation. The ‘virtual real’ is ultimately a state of
absolute otherness, and is accompanied by fear, withdrawal and the requisite
questioning of assumptions about reality. In contrast to the description of
Deleuze’s thought as being primarily based on affirmation (see Massumi, 2002)
or the efficaciouness and artificial extension of human desire; the ‘virtual real’ as
described in this investigation, is when one is confronted face-on by a reality that
is alien, strange and impossible to fully embrace. To a certain extent, this
involves a type of manoeuvring in reality, to make sure one comes to the real as
an outsider, so that one does not reproduce normative assumptions or familial
perceptions of reality that are relayed through an ‘average consciousness’ or
‘everyday banality’. One could say that the use of the ‘virtual real’ is a means to
disentangle the influences of state science in terms of phenomenology and the
assumptions of psychological thought that have come to dominate investigations
of the real, especially in the humanities and education (cf. Woolfolk & Margetts,
2007). Putting oneself outside of psychological and phenomenological
paradigms for the investigation of the real is a risky move, yet one that could
prove to be invaluable to understanding the study of Sudanese migrants with
refugee backgrounds in Australia.
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Such an understanding about the Sudanese-Australians comes about because
the ‘virtual real’ designates a means to examining forces and relationships
that bisect, designate and run through the real. In contrast to actor network
theory (e.g., Latour, 2005), i.e. agentic relationality, or any form of social
constructivism in the humanities or the arts; the ‘virtual real’ is a form of
‘terrainic’ thought process, demanding that, as Manuel DeLanda has said, we:
“think like rocks” (see DeLanda, 2002, p.1) or beyond human agency’. One
could say this is a slow investigation of the real, allowing for and encouraging a
thoughtful sedimentation of the ways in which the real is immanent and
pantheistic for the Sudanese in Australia; i.e. the ‘virtual real’ of the Sudanese is
in everything they experience and attests to many Gods. In other words, we are
searching for the geo-plastic forces that are embedded in the creation of a new
vision for society by the introduction of the Sudanese-Australians. The meaning
that one might take from these forces can be particularly bent and misshapen,
and not respond to any form of equilibrium or constancy within the real. In
contrast to Jean Baudrillard’s construction of the real through contemporary
media networks and in forces such as the silent majorities (2007); the ‘virtual
real’ is not a plainly nihilistic rendition of reality, or a form of relativism or
chaos theory writ large through social intervention. However, the absolute loss of
meaning is not excluded from the ‘virtual real’, as the study of empirical
evidence may prove this to be the case, and the bottom-up pertinences of chaos
theory are largely adhered to in and through the ‘virtual real’. It could be stated
that the’ virtual real’ is akin to being able to put on glasses to see the truth of
quantum mechanics and how it acts in the world. One might argue that such a
process requires the cognitive ability to understand quantum mechanics in the
first place, and this could act as a form of subjectivation within the investigations
of the real. Yet this is a part of the slow revelations of the real from a Deleuzian
philosophical position (requiring difference). The layers of the real have to be
peeled away before any core concerns and drives can be understood. ‘Thinking
like rocks’ means that the focuses and linkages and intensive concentrations of
the study are paramount, especially if one wants the “virtual real’ of the Sudanese
to crystallise clearly.

SUDANESE IMMIGRANT FAMILIES: 2 CASE STUDIES®

The two Sudanese families (A & B) in this study have come to Australia over the
past ten years. The families have travelled from the far south (A) of Sudan, and
the central highlands (B), and these two places are separated by thousands of
kilometres, yet they have settled approximately thirty kilometres apart in the
western Sydney districts of Penrith and Prospect. The project has involved
filmed observations in English adult classrooms, interviews with the adult
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Sudanese English learners, interviews in the houses with the family members,
and giving the participants ‘flip cameras’ so that they can make short films about
their everyday lives in Australia. The project lasted eight months, with the
families working with the researchers’ to enable insights into their lives in
Australia and particularly with respect to their experiences in education. In the
first family (A), the male (Nallowa) has joined his wife and seven children two
years ago; he is an Arabic and Dinka speaker, and is learning English at the local
adult education centre (TAFE). In family (B) the couple, Ema and Serena, has
come to Australia three years ago, and they are both learning English at the local
TAFE centre. Family (B) has nine children, with the eldest still in Egypt. Family
(A) were much more forthcoming and ready to help with the research, which was
mostly due to the fact that Nallowa encouraged interaction between the
researchers and the family, as he saw advantage in taking part. Nallowa wore
suits to the adult English classrooms as we were filming and told the family
members what to do in the house when we visited. To understand the ‘virtual
real’ from his perspective, I would like to take a phrase from the interview
transcripts and dwell on it so that the synthetic connections may become
apparent in the construction of a Sudanese-Australian reality.

Nallowa said in the second interview: 