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Scope

“Curriculum” is an expansive term; it encompasses vast aspects of teaching and
learning. Curriculum can be defined as broadly as, “The content of schooling
in all its forms” (English, p. 4), and as narrowly as a lesson plan. Complicating
matters is the fact that curricula are often organized to fit particular time frames.
The incompatible and overlapping notions that curriculum involves everything that
is taught and learned in a particular setting and that this learning occurs in a limited
time frame reveal the nuanced complexities of curriculum studies.

“Constructing Knowledge” provides a forum for systematic reflection on the
substance (subject matter, courses, programs of study), purposes, and practices
used for bringing about learning in educational settings. Of concern are such
fundamental issues as: What should be studied? Why? By whom? In what ways?
And in what settings? Reflection upon such issues involves an inter-play among the
major components of education: subject matter, learning, teaching, and the larger
social, political, and economic contexts, as well as the immediate instructional
situation. Historical and autobiographical analyses are central in understanding the
contemporary realties of schooling and envisioning how to (re)shape schools to
meet the intellectual and social needs of all societal members. Curriculum is a social
construction that results from a set of decisions; it is written and enacted and both
facets undergo constant change as contexts evolve.

This series aims to extend the professional conversation about curriculum in
contemporary educational settings. Curriculum is a designed experience intended to
promote learning. Because it is socially constructed, curriculum is subject to all the
pressures and complications of the diverse communities that comprise schools and
other social contexts in which citizens gain self-understanding.
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PREFACE

In a recent book entitled, / Love Learning; I Hate School: An Anthropology of
College (2016), Susan Blum declares that higher education as we know it, is destined
for obsolescence, because the very foundations on which the system is pillared, are
fatally flawed. She adds that because higher education is a system, it cannot be
fixed piecemeal and only radical transformation will rescue it from extinction. While
this somewhat pessimistic pronouncement is not new, there is a growing impatience
amongst beneficiaries of this outmoded system we know as higher education, which
fails to meet the promise of liberation through education. Although the prospect of
radical reform seems laden with misguided optimism, we should remind ourselves
that change we thought impossible did occur (but not as we expected). For example,
in South Africa there was a time when white men in dark suits met in the Orange Free
State (now Free State) to make decisions about the curriculum for whites and non-
whites (then referred to pejoratively as coloureds, coolies and natives/bantu). The
undesired non-whites were split into two groups: tolerable lighter skinned persons
(coloureds and coolies) and intolerable dark skinned persons (natives/bantu). Race-
based physical separation was instituted. Phenotype was linked to intelligence,
ability, knowledge and beauty and whiteness was set up as the marker of the best
of these qualities. Curriculum became the tool to entrench apartheid idealism,
conceptions and practices. Superior resources and structures and sophisticated
curricula were offered to Whites (with immoral untruths about the darker races
based on the dubious ideas of eugenics) while a restricted curriculum and variable
basics (more for the tolerables and less to none for natives) were provided for non-
whites. Some changes have taken place with the installation of a democracy-for-all
government. Much still remains the same. While some discourses have changed,
some beliefs have remained stubbornly resilient. For example, race categorisation,
gender inequalities, poverty, rising unemployment, cultural hegemony and so on
continue to frame identities, cultures and practices. Perhaps there is truth in Fernand
Braudel’s avowal that “history may be divided into three movements: what moves
rapidly, what moves slowly and what appears not to move at all”.

We could argue, perhaps, that what appears to move rapidly or slowly has not
moved at all. For instance, from 1994 (freedom from apartheid) a number of rapid
curriculum reforms were undertaken in South African general education, namely,
Outcomes-based education, and the National Curriculum Statement, the Revised
National Curriculum Statement and Curriculum and the Assessment Policy Statement
aimed at improving educational standards and outcomes. Many argue that none of
these reforms has succeeded in extricating education from the shackles of Bantu
education because the policy reforms were politically rather than pedagogically driven,
while the politics of epistemology were rarely contemplated by the new regime.

vii



PREFACE

In higher education and training, one of the first of post-apartheid policy moves
was the establishment of the national commission into higher education in 1994,
which arose out of the noble project to transform the unequal and divided higher
education sector. This was followed by the Higher Education Act of 1997; the
Further Education and Training Act (1998); Education White Paper 4 on Further
Education and Training (1998) and the National Strategy for Further Education and
Training (1999-2001). The initial policy impetus for a re-envisioned system that
would redress inequities gave way to managerial discourses in the early 2000s and
beyond. The furious and sometimes frivolous policy process was accompanied by
a range of regulatory institutions, systems and frameworks including the National
Qualifications Framework, the South African Qualifications Authority, the three
Quality Councils and the National Skills Authority, and the National Student
Financial Aid Scheme.

Despite these grandiose installations, it is becoming abundantly clear that the
higher education sector lacks a primary ingredient: systemic coherence. As we
slowly confront the damaging effects of racism, we appear to be constructing new
forms of apartheid. Similarly, curriculum tinkering has not provided the foundation
to escape our past or to refashion a viable future devoid of violence, hatred and
intolerance. Perhaps we underestimated the length of time required for a society to
be transformed. The recent dominant narrative in higher education transformation,
encapsulated in the violent resistance to western and colonial symbols in
institutions, appears to detract from the more fundamental crisis of indolence and
our failure to confront the real challenge of curriculum transformation. It is this
reality that has propelled our work as academics and researchers over the years
and, a turn to our own histories of involvement in higher education illuminates
the point.

Michael Samuel spent his early years in Stanger (north of Durban). He had
aspirations to become an architect, studied it for a while, dropped out and became a
schoolteacher instead. He began his employment in a state school, moving thereafter
to an élite private school before joining the former University of Durban-Westville
(UDW) in 1989.

Rubby Dhunpath entered higher education in the tumultuous year of 1976 and
despite participating in the endemic student protests against the discriminatory
curriculum, he qualified as a schoolteacher and taught at various schools in Durban,
before resigning as a deputy principal to enter higher education. In 1996 he enrolled
for the MEd degree, followed by the PhD in education, both studies supervised by
Michael Samuel. Rubby moved on to become head of the unit for language and
literacies at the Human Sciences Research Council in Pretoria.

By contrast, Nyna Amin grew up in Pretoria and always wanted to be a medical
doctor, but teaching was one of the few options available for a black female at the
time. She started her professional life as a teacher in Pretoria before moving to her
marital home in Durban. In 1999, she enrolled for the MEd degree at UDW, followed
by a doctoral qualification which she obtained through a Fulbright Fellowship

viii
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which provided exposure to a global curriculum experience at the Michigan State
University. Michael Samuel was a co-supervisor of her doctoral thesis.

Ironically, UDW, a bush college set-up for those of Indian origin, was the
intellectual space of our initial meetings and subsequent friendship and research
collaborations. Over the next few years, all our careers converged at the University
of KwaZulu-Natal (UKZN). Michael became Dean of Education, Rubby, returned
to UKZN as the Director of Teaching and Learning and Nyna, was promoted to
Associate Professor in Education Studies. Each of us was involved in curriculum
work (amongst a host of other roles and functions). Michael, after international
explorations of alternative post-independence teacher education curriculum policy
choices in developing world contexts, was a member of the Ministerial Task
Team which provided the foundations for the construction of a post-apartheid
national teacher education policy framework. Rubby contributed to activating an
environmental ethos for researching the scholarship of teaching and learning, an
endeavour embraced by academics across the disciplinary sectors of the university.
The Teaching and Learning office and the annual teaching and learning conference
evolved to become the catalyst for generative, multi-disciplinary scholarship. Nyna
was tasked with setting up the framework for reconceptualising teaching practice
for first year undergraduate students and the new BEd curriculum. All three editors’
involvement in designing and supporting innovative Masters and Doctoral education
programmes is also noted. We participated in various teaching and research activities
and associated programmes attached to the annual teaching and learning conference.
Curriculum was at the heart of our work and aspects thereof, troubled us sufficiently
to publish in journals and write books. But it was the keynote address delivered by
Gayatri Spivak at the Eighth Teaching and Learning in Higher Education Conference
in 2014 that provided the language and made explicit the reasons for the futility of
our attempts to bring about real transformation through curriculum intervention, and
served as impetus for this book.

Drawing on her experiences of repaying ancestral debt to the lowest of the low
and poorest of the poor in India, Spivak explained the mammoth task of rewiring
their damaged cognitive structures which was caused by her ancestors. Spivak’s
allusion to cognitive damage found resonance with the audience. She argued that
many are complicit in their capitulation through learned obedience and servitude
to not question the organs of power. In exploring the role of the curriculum she
challenged the audience to consider the limits of economic and social empowerment.
She offered her comments about approaching indigenous knowledge systems and the
relationship between quality in education and the democratic imperative. ‘Undoing
cognitive damage’became the mantra of the conference and a by-line for this book.

Spivak’s address was suitably complemented by William Pinar, another keynote
speaker at the conference. Pinar posed the question, “what knowledge is most
worthwhile?” with reference to recent attempts to reform the curriculum in South
Africa and the implications for substantive change. He argued that cognisance of
multivariate contexts is crucial for curriculum reform. Indeed, one element — such
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as structure — cannot be cast as the key contributor to educational accomplishment.
In the workshop that followed, Pinar turned his attention to repositioning students as
central to curriculum reform as they defined the context, conviction and incorporation
of diversified worldviews. His comments suggested that higher education curriculum
designers need to be attuned to the pedagogy of listening: in effect, being sensitive
to forces which include recognising state technologies as agents of the marketplace.
Simply responding to students’ demands is also to be challenged as students too
may be similarly seduced by simplistic econometric and individualistic rationalities.
A recurrent theme that emerged through the conference debates was the concern
that curriculum reform should not be confined to just the formal, taught components
of higher education. A key ingredient of curriculum reform was the acceptance
of unarticulated theoretical and implicit philosophical orientations of the course
designers who infused their brand of intellectual, ideological, political, social and
cultural worldviews in the curriculum. Curriculum, we believe, should transcend
the narrow prescripts of content and pedagogy, and we should sustain enquiry of
the institutional conditions that support intellectual labour. It is our responsibility to
ensure that higher education curriculum shapers (academic staff, managers, leaders,
co-workers and students) produce curricula that will inspire the next generation of
thinkers who will contribute to the quality of the society which we will co-habit in
the future.

We must remember that readings of the context are not limited to the textual
products engaged during lecture interactions or in the course materials; they are
equally accessed through the multiple texts that characterise the higher education
environment: its architectural environment; its marketing and imaging material;
its artistic and creative works; its utilisation of spaces; and they are limited by
the absence and omissions of alternative texts. Textual materials are harbingers
of legacies, ideologies and values of preferred authorities and hierarchies. As a
complex space, the curriculum of higher education is accessible and speaks directly
to those who share its ideologies and values whilst alienating those who contest its
worldviews.

These keynote addresses have inspired and complemented the multitude of
curriculum questions that punctuated the parallel sessions, the TV interviews and
corridor conversations. For example, chapters include debates about whether the
new delivery media of information communication technology embraced almost
unquestioningly into the university pedagogical terrain are driving distorted
conceptions of advancing teaching and learning. Other debates include the
acknowledgement of human diversity beyond race, gender and class, to include
the absent human rights of queers within formal curriculum spaces. These are just
some of the ways of undoing cognitive damage.

Our aim in this book is to offer to readers philosophical, practical and future
directions of writings on shifting the curriculum that foster undoing cognitive
damage. We hope that it will stimulate debates about the importance of curriculum
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redesign as we enter a critical, even dangerous, period (in South Africa) of ideological
warfare being waged on university campuses. Through our damaged lenses, clouded
with the muck of old thinking so out of sync with the aspirations of the contemporary
youth, we have not been able to respond appropriately, or to understand (nay, a
refusal to understand) the attacks on higher education. The younger generation
is suspicious of our motives, our ideals and values. We need to look again at our
curricula, to be aware that there is a range of alternative perspectives to be engaged
with. We anticipate that this book will inspire critical possibilities for curriculum
change in higher education. Change, of course, as Mahatma Gandhi reminds us,
begins with us.

This anthology is about disruptive shifts to vitalise the higher education
curriculum. It critically questions whether already enacted alternative curriculum
interventions have indeed assisted to undo cognitive damage in higher education.
Have the curriculum disruptions enabled re-defining who we are and who we want
to become as knowledge activators? We leave it to readers to judge our musings,
interventions and (mis)directions.

Finally, this anthology represents over two years of reworking and re-designing
as the key themes emerged across and between chapters. The book took shape in
the first instance by identifying possible authors. Delegates who presented papers at
the conference were invited to write chapters. Later, the invitation was expanded to
include authors who were making significant strides in adapting their pedagogies to
embrace more critical conceptions of curriculum.

A NOTE ON THE PEER REVIEW PROCESS

The book is a product of deliberations at the 2013 Teaching and Learning in
Higher Education Conference hosted by UKZN, and chaired by one of the editors.
As a post-conference activity, delegates and other curriculum specialists in higher
education were requested to critically analyse and reflect on their philosophical and
theoretical perspectives and practical experiences of curriculum innovation and
change in their diverse disciplinary contexts.

Authors submitted their draft chapters to the editorial committee, which made
final selections based on relevance to the theme and potential to advance thinking
in the domain of higher education curriculum. Each of the chapters was subject to
a double, and in some instances, triple-blind peer review process. An attempt was
made to include at least one national and one international reviewer.

As a consequence of the review, four chapters were excluded from the collection.
Following consultations between the editors and authors, authors were given an
opportunity to revise their chapters. Each author submitted a final draft manuscript
incorporating reviewers’ comments which was circulated to the editors for further
critique. The final manuscript was then sent to the publisher which subjected it to
their own publisher peer-review process.
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PART ONE
PHILOSOPHICAL MUSINGS



NYNA AMIN, MICHAEL ANTHONY SAMUEL AND
RUBBY DHUNPATH

1. UNDOING COGNITIVE DAMAGE

INTRODUCTION: THE ENCHANTED LOOM
(Re)presenting the Human Brain

In the book, Man on his Nature, Charles Sherington (1942) compared the complex
structures, networks and functions of the human brain to a jacquard loom thus,

The great topmost sheet of the mass, where hardly a light had twinkled or
moved, becomes now a sparkling field of rhythmic flashing points with trains
of traveling sparks hurrying hither and thither. The brain is waking and with
it the mind is returning. It is as if the Milky Way entered upon some cosmic
dance. Swiftly the head mass becomes an enchanted loom where millions
of flashing shuttles weave a dissolving pattern, always a meaningful pattern
though never an abiding one, a shifting harmony of subpatterns.

The brain, Sherington (1942) implied, was more beguiling, more sophisticated and
more exquisite than the most complex loom known to humans at that time, and his
description conveyed the idea that it was some kind of magical, mystical machine
toiling away, powering the mind with its neural electrical impulses. For Sherington,
the quote settled the debate begun by Descartes (1984/1641) of the separation of
mind (non-physical/immaterial) and brain (physical/material) by making explicit the
connection of the one with the other. Sherington, it must be noted, was referring
to the physiology of the brain, that organ that humans are born with, which he
surmised, functioned in the same way in all persons. He assumed that the brains of
all individuals are enchanted looms that continuously weave meaningful patterns.
We know now that each brain is unique to each individual (Caine & Caine, 1991,
p. 95), weaving meanings via neural concatenations and making interpretations in
relation to external contexts.

As a response to likening the brain to a loom, the following questions which
the various chapters in the book engage with are pertinent: Meaningful to whom?
Meaningful in response to what? Does harmony of subpatterns translate into
harmonious co-existence? Perhaps, a very brief tour of the brain is necessary at this
juncture.

M. A. Samuel et al. (Eds.), Disrupting Higher Education Curriculum, 3—16.
© 2016 Sense Publishers. All rights reserved.
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The Brain

The brain, it transpires is twice the size of the heart, weighing approximately 1.3kg and
comprises about 100 billion neurons (Ornstein & Thompson, 1984). Tightly coiled to
fit into the restricted space of the skull, it is divided into two by a thick band, the
corpus callosum, giving rise to the flawed idea of a left and a right brain rather than an
interactive one (Gazzaniga, 1985). Damasio’s (1994) work also shattered the myth of
two functionally differentiated brains, a left (rational/language processor) and a right
(emotional/creative) brain, showing instead that it does not work in isolated cortices;
interconnections form neural highways that are linked for functional efficiency.
What is known, too, is that the enchanted loom is fragile and can be physiologically
damaged which can result in, for example, paralysis (inability to move), aphasia (word
comprehension impairment) and apraxia (speech impairment). Equally true is brain
plasticity (see e.g. Diamond, 1988). The brain can recover from trauma, regenerate
and compensate for lost neurons. How and why this happens is not always clear. Some
aspects of the brain are still mysterious. For example, it is not obvious why some
people develop Alzheimer’s disease (a total breakdown of the mind, dissociation
with reality and fragmentation of memory) or manifest psychological conditions like
neurosis (considered a mild psychological disorder like the compulsion to wash hands
excessively) or psychosis (a severe psychological disorder like schizophrenia) or why
some individuals breakdown emotionally and become depressed while others manifest
an optimistic and resilient attitude. What we do know, however, is that the brain can
be impaired physiologically, psychologically, emotionally or cognitively through
internal malfunctioning, trauma or degeneration, which, we want to emphasise, are
not the foci of this book; instead we are concerned about cognitive damage in the
absence of physiological malfunctioning, trauma or degeneration.

Cognitive Damage in the Absence of Physiological Damage

In this section we explore the ways in which the brain, as an organ of learning, is
complicit in acquiring and actioning life to its detriment. For example, recalibration
of the brain is possible because teaching is done verbally and, as argued by Korzybski
(1948), language is used to create non-existent realities that can lead to confusion,
alienation and delusion:

These ‘philosophers’, etc., seem unaware, to give a single example, that by
teaching and preaching ‘identity’, which is empirically non-existent in this actual
world, they are neurologically training future generations in the pathological
identifications found in the ‘mentally’ ill or maladjusted. As explained on page
409, and also Chapter XX VI, whatever we may say an object ‘is’, it is not,
because the statement is verbal, and the facts are not. (p. xxix)

It seems then, that ‘neurological training’ occurs when teaching is inefficient and lacks
sophistication such that what is cannot be differentiated from what it is not. Thus we
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are concerned that the function of learning can rewire intraneural connections, revise
the weave patterns and rescript meaning making in numerous ways that are often not
beneficial for all communities. For instance, formal, informal, intrinsic and extrinsic
learning and external forces like culture, society, and institutions of education,
influence sense of self in ways that are hazardous for some yet advantageous for
other individuals. A case in point is the manifesto for a new world order, passionately
argued by Monbiot (2004) in The Age of Consent:

Throughout history, human beings have been the loyalists of an exclusive
community. They have always known, as if by instinct, who lies within and
who lies without. Those who exist beyond the border are less human than those
who exist within. (p. 8)

The art of dismembering and fragmenting communities and to isolate and separate
one from another appears to be some kind of intuitive knowing inherent in human
beings. But is it? Could it be the result of retroactive memory transmitted through the
genes? Or, to appropriate Zizek’s (2008) description, could intuition be an “apparition
of the Real’ (p. 59), an illusion of capturing verbally that which is elusive?

We are concerned too, that the history of human development is also a history of
the failure of the enchanted loom to withstand the debilitating effects of distorted
constructions of reality, and of its failure to resist historical repetition and, in so
doing, it has mediated the reproduction of damaged rationalities for centuries,
reminiscent of Nietzsche’s (1974) idea of “eternal recurrence” (section 341). Finally,
we are concerned that the enchanted loom, which has enthralled and mystified human
beings for millennia as the seat of intellect, is so vulnerable to cognitive damage.

COGNITIVE DAMAGE: AN ETERNAL DOOM?
Cognitive Damage Explained

By cognitive damage we mean the following: to accept and inhabit impositions that
are antithetical to sense of self; the inability to recognise the ways and means in
which the individual/self is marginalised, erased, rendered invisible, treated unjustly,
oppressed, silenced, suppressed, censored, disregarded, ignored, mistreated, rendered
powerless or enslaved; giving in to practices and structures of hegemony; obedience
and acquiescence to imposition of these various forms of subjugation, the inability
to overcome/resist these impositions when aware; and, the absence of agency, revolt
or retributive action.

Cognitive damage, we argue, is not only a pathology of the downtrodden, the
powerless or the subjugated individual, it is also manifested by those who hold and
abuse positions of authority; promote hegemonic worldviews; suppress resistance
and revolt against tyranny; mask the ways in which systems and structures privilege
a few at the expense of the majority; and by those who maintain the status quo.
Furthermore, between the oppressed and the privileged, lies a third category of
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cognitive damaged: the so-called neutrals, that is, those who are not oppressed but
are witnesses to oppression, yet indifferent or silent.

In effect, we want to know the reasons for the uninterrupted continuation of
cognitive damage and, more importantly, how to undo it. The itemised listing of
manifestations of cognitive damage would be regarded by Althusser and Balibar
(1997) as symptomatic readings thereof. Peering beneath the symptoms, which are
superficial in nature, is the first step, perhaps, to undoing cognitive damage. We
begin the discussion with ‘discourse’ and ‘representation’ because words and visuals
are powerful tools used to construct reality and they are also used in human learning.
This will be followed by a discussion of the roles of ideology and hegemony to
create and sustain cognitive damage.

Discourse, Representation, Reality and Cognitive Damage

Depending on one’s theory affiliation, discourse could be, for example, narrowed to
text and context (Fairclough, 1992) or widened to include the totality of the field of
discursivity (Laclau & Mouffe, 1985). There are other articulations of discourse and
discourse analysis (see e.g. Foucault, 1986, 1991; Koselleck, 1985, 1989; Luhmann,
1993, 1995) which we will not visit here as the first two mentioned are sufficient
for the point we are making. What is common to the approaches is the attention to
power relations that underpin the way we talk, describe and make meaning of the
world we inhabit. Talking and meaning making are not neutral because they are
implicated in the construction, reconstruction, revisioning and rearrangement of the
world. Words, uttered by the powerful are potent, whilst the disempowered may be
ignored or silenced. Critical analysis of discourses can reveal the ways in which
power circulates, coagulates or bleeds out. We are inclined towards the discourse
analytics of Laclau and Mouffe (1995).

We begin with an analysis of the 1955 Bandung Conference of Afro-Asian
countries to exemplify how discourse constructs the world in unanticipated ways. The
conference gave rise to the notion of 7hird World to mean an alliance emancipated
from Eastern and Western bloc influences (Spivak, 1994). Brought together to
promote political self-determination, cooperation and to resist colonialism, the
29 new decolonised states assumed that the third way would symbolise its power
as a unified group (the Non-Aligned Movement). Instead, Third World became a
one-sided, pathological synonym for countries depicted as poverty- and disease-
stricken, economically needy, under-developed and backward. Hierarchically,
it was construed as subordinate to the First and Second Worlds. The designation,
Third World, constructed to represent an agentic, autonomous unity, resistant to
the dominance of the First and Second Worlds, delivered instead, a pre-packaged
concept to the powerful which was then deployed to subvert one of the intentions
of the Bandung Conference. The Third World thus became associated with notions
of weakness, subservience and pessimism. That all three worlds contained elements of
development and under-development was conveniently ignored and the construction
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reduced to essentialised pathology. Instead the reality that was being resisted was
installed as the only meaning that could be attached thereto. More than sixty years
later, the substituted reality persists; it will take many more years before it is revised.
The example demonstrates that once labelling or categorisation or classification
occurs, new realities which differ from those originally intended can result. The
formation of BRICS (the alliance made up of Brazil, Russia, India, China and South
Africa) is one such attempt. But here again, one can recognise the desire by BRICS
countries to escape the pejorative realities associated with and, simultaneously, to
distance themselves from the Third World.

We could shift the debate from geopolitical spaces to more familiar, local grounds
(institutions of learning) and encounter the same game of domination by some
and oppression of others. The production of inequalities within the structures of
education is related to social class, economic and cultural capital (Bourdieu, 1973,
1977, 2006), succinctly captured here by Reimer (1973):

The school system has thus amazingly become, in less than a century, the major
mechanism for distributing values of all kinds among all the peoples of the
world, largely replacing the family, the church, and the institution of private
property in this capacity. In capitalist countries it might be more accurate to
say that schools confirm rather than replace the value-distribution functions of
these older institutions. Family, religion and property have such an important
influence on access to and success in school that schooling alters only slowly
and marginally the value distributions of an earlier day. Jefferson put it well
when he said, in arguing for public schools, that by this means we shall each
year rake a score of geniuses from the ashes of the masses. The result of such
a process, as the English aristocracy learned long before Jefferson, is to keep
the élite alive while depriving the masses of their potential leaders. (pp. 26-27)

Based on the aforementioned, discourse, we can agree, are all types of interactions
that are non-innocent, political constructions of understanding the world, emanating
from unequal relations of power. It is a constitutive force; representation is a similar
force as articulated by Escobar (2012, p. 10):

[R]egimes of discourses and representation ... can be analyzed as places of
encounters where identities are constructed where violence is originated,
symbolized and managed.

The quotation is a stark revelation of the outcomes of contested spaces marked
not only by face-to-face socialisation but by a more insidious figuration, namely,
representation. Representation takes many guises (word texts, photographs,
paintings, drawings and collages) to describe reality, portray a thing/event/action in
a particular way or to act on behalf of others. Acting on behalf of others, we want
to make clear, should not be confused with the notion of political representation —
speaking for those who cannot be present (Pitkin, 1967). In fact, acting on behalf of
others often misrepresents individuals, rendering them invisible or insignificant or
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creating vulnerabilities that disadvantage them even more. For example, Monbiot
(2004) presented a convincing case to show the ways in which big organisations,
created to cushion the financial weakness of poor countries, exacerbated their
financial woes:

The two international bodies which are supposed to help struggling economies
both to avoid and emerge from debt are the International Monetary Fund and
the World Bank. That they have failed is not difficult to see; even after receiving
debt relief, several poor nations are spending more on interest payments than
on primary education. Indeed the majority of their clients have fallen much
further into debt than they were before these bodies intervened. ... Indeed, it
is demonstrable that the nations which have most obediently followed their
prescriptions are among those which have suffered the most violent economic
disruptions. (pp. 141-142)

We must remember that the ‘donor’ institutions and the ‘helped’ nations are governed
by people who exemplify cognitive damage. How else can we explain the madness
of organised and legitimised compliance on such a large scale? Cognitive damage
operates not only at an individual level, it is systemic too, and it is the empty promise
conveyed by an empty signifier like ‘debt relief’. In fact ‘debt’ is incurred by poor
nations while international bodies get ‘relief’. In this instance, the reality created by
words is an illusion because the sutured terms, ‘debt relief”, mask their split affinities
in favour of one and detriment to the other, echoing Korzybski’s assertion that,

[t]he present analysis shows that, under the all-pervading aristotelianism in
daily life, asymmetrical relations, and thus structure and order, have been
impossible, and so we have been linguistically prevented from supplying the
potentially ‘rational’ being with the means for rationality. This has resulted in
a semi-human, so-called ‘civilization’, based on our copying animals in our
nervous process, which by necessity, involves us in arrested development or
regression, and in general, disturbances of some sort. (p. 62, italics in original)

It seems our capacity to be rational is compromised by power relations and cognitive
damage. Structures like patriarchy (which authorise male authority over women and
children), schools (which privilege some knowledge and not others) and political
arrangements (which determine legality/illegality), are implicated in classifying
and sorting human from non-human, good from bad, male from female and so on,
promoting the notion of a binary world comprising us and them. Since both sides
of the binary are cognitively damaged, it matters not that one could cross over from
them to us or us to them. The damage remains, but disadvantage is displaced by
privilege or vice versa.

The exposure of inequality, disadvantage and impotence described through its
various mechanisms will lead invariably to the idea that human life is predicated on
the principle of inequality, privileges for a few and disadvantage for the majority.
We agree. Despite the installation of democracy in South Africa, discriminations of
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various sorts continue to haunt us regarding access to technology, age, ability, career
choice, class, culture, economic status, education, ethnicity, family structure, food
choices, gender, health, heritage, land ownership, language spoken, marital status,
nationality, occupation, political affiliation, race, religious belief, residential area,
sex, sexuality, skin colour, shopping habits, social networks, and so on. Multiple
categories could either enhance or jeopardise access to privilege. For example, a poor,
black female could experience a life of suffering or escape suffering by marrying a
rich, educated male or marriage creates the condition for suffering to be displaced by
patriarchal dominance and physical violence. Most of those who are dispossessed,
disadvantaged and deprived endure discrimination, rejection and marginalisation in
many more than three categories. To complicate matters, some individuals may be
privileged in some and disadvantaged in other settings. Spivak (2006) warns us too
that the marginal (of any category or combination) are not a homogeneous group. So
long as we are not disabused of our flawed thinking about what counts as important,
that is, that all humans count, there will always be those who suffer and those who
prosper. A paradigmatic shift (towards post-humanism) will require a revision of
what counts: all living and non-living things count. Based on history, we are rather
sceptical, though seriously concerned, about human capacity or desire to embrace
more than self-interest. Our education, formal and informal, has failed us thus far.
It has failed thus far to undo cognitive damage.

Ideology, Hegemony and Cognitive Damage

Ideology (Marxian notion of a coherent system of political ideas) and hegemony
(Gramscian notion of manufacturing consent), we argue, are the principle causes
of cognitive damage and are the most pervasive invisible forces that structure the
possibilities and limitations of being human. Being human should not necessarily
be interpreted as positive as the unfolding argument will demonstrate. A ‘being’
could be constructed as subhuman, inhuman, superior human, inferior human, barely
human or half-human depending on who is the articulator. Ideology and hegemony
are serviced through language. Language not only constructs and structures the
world; it is also important for conveying ideological and hegemonic articulations,
not by those whose articulations hold sway but through the co-option and complicity
of those at the receiving end. Co-option and complicity are possible because of
distorted perceptions of our place in the world.

One of the clearest descriptions of ideology (though he did not name it so),
anonymous authority was offered by Erich Fromm (1941) in Escape from Freedom.
The excerpt below captures his explanation of how anonymous authority differs
from external authority:

In external authority it is clear that there is an order and who gives it; one
can fight against the authority, and in this fight personal independence and
moral courage develop. But ... in anonymous authority both command and
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commander have become invisible. It is like being fired at by an invisible
enemy. There is nobody and nothing to fight back against. (p. 190)

Anonymous authority, however, is not sufficient in itself to grasp the nature of
ideology for there is implied a consciousness of being ‘commanded’. Ideology (and
hegemony) operates on a horizon beyond consciousness. For clarity, we turn to
Zizek (2008), who, by contrast, makes apparent the insidious nature of ideology by
expanding on Marx’s thesis thereof,

‘they do not know it, but they are doing it’. The very concept of ideology
implies a kind of basic, constitutive naiveté, the misrecognition of its own
presuppositions, of its own effective conditions, a distance, a divergence
between the so-called social reality, and our distorted representation, our false
consciousness of it. (p. 24, italics in original)

Misrecognition of social reality is crucial for domination and exercise of power
because it appears that the reality experienced is natural. Since the sources that
power ideology and hegemony are invisible, those being manipulated give
in to subjectivations that others them at worst or disadvantages them at best.
Misrecognition is supported by fictions (master narratives) that are received
as truths. These fictions are expressed in multiple ways, e.g.: abnormalisation
(homosexuality); normalisation (gender roles); standardisation (IQ tests);
naturalisation (patriarchy); doxa (religion); marginalisation (the homeless,
the poor) subalternisation (the dispossessed and disempowered); surveillance
mechanisms (schools and prisons); technologies of the self (self-surveillance); and
governmentality (population control). Through these various means it becomes
possible to capture the imagination of the masses, to colonise their minds and to
hold them hostage to beliefs and practices that undermine and subjugate them in
ways that appear to be legitimate. Through these means, decisions are imposed,
policies are legitimised, beliefs are inculcated, and practices are established whilst
the imbibers of these beliefs and practices, no matter how abhorrent, are blind to their
manipulation, co-option and complicity in their own domination and subjugation.
Blindness, false consciousness, misrecognitions and compliance are learnt in
homes, schools, churches and organisations (amongst many more structures) over
time, setting up the conditions for cognitive damage.

The education we offer rarely reveals the hidden forces and mechanisms that
construct our world and our place in it. The fields of psychology, anthropology,
history, geography, biology and economics often present knowledge not as contested
but as true. Where and when contestations are offered, they are often memorised
for examination purposes (and forgotten soon thereafter) while thinking tools to
reveal practices of hegemony, or to uncover ideological beliefs are largely absent
in our curricula. We should not be surprised by the null and hidden curricula in our
education systems as curriculum planners are also cognitively damaged. So are we
doomed to being cognitively damaged? We think not.
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UNDOING COGNITIVE DAMAGE: A CHANCE TO BLOOM?

The most important question we pose in this chapter in particular, and in the book in
general, is this: Can cognitive damage be undone? Postman (1996) gives us an idea
of what it might mean to bring about change:

of course there are many learnings that are little else but a mechanical skill,
and in such cases, there may be a best way. But to become a different person
because of something you have learned- appropriate an insight, a concept, a
vision, so that your world is altered- that is a different matter. (p. 3)

The answer he posits is ‘learning’ acquired through education. Education need
not be formal; it can and should occur through multiple fora in multiple spaces.
Unfortunately, those most affected by the present world order are those most likely to
be deprived of the following: access to radical ideas and education; access to portals
of power; access to structures of support; access to health and medical care; access
to basic amenities; access to courts of law, and access to psychological well-being
(respect and dignity). Re-envisioning education and reconceptualising curriculum
may be some alternatives at hand. But could we make a radical shift, a shift that
alters our world? We turn again to Postman (1996) for direction. He provides a
provocative example of what should be asked “in each subject of the curriculum”
(p. 128) to make education relevant and authentic, and more importantly, to rescript
the master narratives that construct knowledge as truth:

Describe five of the most significant errors scholars have made in (biology,
physics, history, etc.). Indicate why they are errors, who made them, and what
persons are mainly responsible for correcting them. You may receive an extra
credit if you can describe an error that was made by the error corrector. You
will receive extra extra credit if you can suggest a possible error in our current
thinking about (biology, physics, history, etc.). And you will receive extra extra
extra credit if you can indicate a possible error in some strongly held belief that
currently resides in your mind. (Postman, 1996, p. 28)

We know too that the world, as we have argued before, is constituted by language. To
radically transform the current order will require the capturing of concepts, to attach
new meanings thereto and to refuse that which is given. Negation, however, is easier
said than done. To dislodge internalised oppression will require the Freirian notion
of enlightened empowerment termed conscientizado (Freire, 2000) and interpreted
as,

learning to perceive social, political and economic contradictions, and to take
action against the aggressive elements of reality. (p. 35)

It will also require reflexive practice by those who can bring about change. The
chapters in this compendium make various arguments and recommendations, and
suggest implications for curriculum redesign, revision and reconceptualisation that
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can be seen to be in alignment with Freire’s conscientisation agenda: to read the
word, to read the world, to transform the world. We know that we face enormous
challenges on many fronts but we cannot give in to pessimism. It is heartening to
note that most of the chapters in this book provide empirical evidence that there
are possibilities through curriculum intervention to undo cognitive damage and to
bloom.

THE ARCHITECTURE OF THIS ANTHOLOGY

The chapters of this anthology are organised into three overlapping sections:

Part One (Philosophical musings) draws on a range of and introduces key
constructs for the analysis of the higher education curriculum. The debates include
an analysis of the ways the present education curricula (its disciplines and bounded
categorisations), our social structures and operations, and the distribution of
knowledge and power are implicated in producing, entrenching and supporting
“cognitive damage”. Rather than fatalistically capitulating to these forces of
oppression, the option for strengthening our capacity is offered via acknowledging
the conscious critical activation needed in curriculum actions (Nyna Amin, Michael
Anthony Samuel and Rubby Dhunpath). Furthermore, the analysis explores how
those on the peripheries may be complicit in their own oppressions (Gayatri Spivak).
Agency, we know, can be self-realised and expressed in a range of ways, including
destructive acts of resistance or, ideally, for productive transformation through
curriculum intervention.

This section also probes whether universities can still be regarded as concerned
sources of practical, reliable and relevant scholarship. Has the purpose of higher
education to generate discerning judgement and innovative epistemologies been
relegated to the periphery in the era of global capitalism (Chatradari Devroop)?
The curriculum of higher education could also be characterised as subtly promoting
the delusion that even the aesthetics can be programmed and deployed through
technologies (Dennis Schauffer). Which codified knowledges are being celebrated
and cultivated via higher education curricula? Does the study of disciplines, for
example, architecture, subtly promote outdated notions of modernist fetishes
(Franco Frescura)?

These philosophical musings challenge architects of the higher education sector
to generate mature curricula that speak against a world made up of isolated entities.
Such discrete boundaries are exploited to service rampant competition between
one individual and another and, furthermore, to alienate individuals from their
environment. How does the curriculum of higher education shift from protecting
securities of bounded selves to one that troubles knowledges, and that is cognisant
of interconnected selves and relationships? Troubling knowledge has relevance
not just for academic interdisciplinary pursuit, but is also relevant for all domains
of life (Kriben Pillay). New modes for exploring how we produce relationships
within higher education curriculum are explored as a form of “de-pathologising and
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decolonising mentalities”, creating a “relationship of labouring of affinities”, and
generating “complicated conversations” (Mershen Pillay).

Further philosophical insights are offered about the limitations of a humanist
anthropocentric way of thinking (Bert Olivier). The loss of focus on the “reign of
the human” is reinterpreted as a gain, prompting a shift towards a posthumanist,
post-anthropocentric approach in a variety of disciplines, not just in the humanities,
but across the landscape of higher education curriculum. Using film studies
as metaphors for curriculum analysis, and drawing on Deleuze and Gattari’s
work, this section evokes an interpretation of “becoming other” and “becoming
animal”.

The juxtaposition of these multi-disciplinary inputs provides a rich collage of
theoretical insights, establishing lenses through which to critique our research
engagement in curriculum development and analysis.

Part Two (Curriculum shifts) explores the enactment into practice of alternative
curriculum approaches when designing or analysing the higher education curriculum.
What shifts are already under way through the curriculum choices course designers
and policy-makers are engaging? What is the influence of curriculum shifts? Can
the shifts extend beyond the confines of policy implementation studies, or the
investigation of the pedagogical readiness of the actors within the higher education
system to chart new directions? How can curriculum shifts redefine the expanding
field of curriculum studies?

The examples are drawn from troubling the instrumentalistic and managerialistic
interpretations of national policy implementation analysis studies (William Pinar).
It shifts conceptions of community service pedagogies beyond patriarchal, parochial
and patronising preoccupations, instead, offering the need for dialogical spaces in
pedagogies of dialogue and listening (Julia Preece).

This section also expands the notion of the curriculum beyond classroom-based
course designs and pedagogies. Instead, it argues that the institution is continually
communicating a quiet curriculum via the ways in which it chooses to profess
historical interpretations of itself, its shifting identities and its (dis)connectedness
to the social, temporal and cultural-political spatiality. Textual representations of
historicity and spatiality, by varied individuals of an institution across time, constitute
another dimension of the higher education curriculum studies landscape (Michael
Anthony Samuel). These multiple readings problematise the quality of relationships
that the university higher education system sets up within the institution itself, and
between the institution and its surrounding communities. It invokes alternative
vocabularies to consider higher education pedagogy as recursively dialogical,
mediating adaptive leaderships in re-negotiating its power relations across different
spaces and social actors: the general public, the targeted working environments
of graduates, other higher education institutions, the nation state and international
collaboration partners (Hyleen Mariaye).

The section also deals with curriculum innovations in interdisciplinary studies
such as gender, health sciences and religious studies. Exposure to alternative
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multidimensional readings across bounded categorisations influences how students
of different religious positionalities and perspectives choose to activate new
directions for research (Sarojini Nadar & Sarasvathie Reddy). The section addresses
marginalised groups such as gays, lesbians, bi-sexual, transgendered and inter-sexed
individuals as exemplars of re-defining an extended notion of what constitutes the
discipline of curriculum studies. How individuals of different generations interpret
these reformulations in a master curriculum studies programme is explored (7habo
Msibi). This section also provides an intellectual response to developing marginalised
languages as a corpus for university teaching and learning. Developing marginalised
languages provides counterpoints to the argument that African languages are not able
to sustain higher education curriculum restructuring endeavours. A strengthened,
co-ordinated effort at multiple levels of the higher education system is required to
activate an alternative that is operationally and philosophically coherent (Langa
Khumalo). The section concludes with a critical examination of the potentialities
and limitations of technological innovation in enhancing the quality of university
pedagogies and curriculum design. We can easily become seduced into believing
that technology would resolve many of our current challenges in higher education,
but caution is advised about how it is appropriated to service particular agendas
(Craig Blewett).

Part Three (Mis) directions?) charts a prospective agenda drawing on explicit
strategies at an institutional level to engage with the project of systemic curriculum
reform. The strength of advocating a systems-wide institutionally-led curriculum
development process is counteracted in the closing chapter which privileges
the value of a “curriculum without borders”, and “working with uncertainty” as
valued orientations for quality curriculum change. The presentation of a theoretical
framework drawn from curriculum explorations in teacher education and medical
education for activating a more socially-just, socially-responsive (and seemingly
“incoherent knowledge space”) in a/an (de)intellectualised, complexified higher
education curriculum, is offered as new directions for curriculum theorising and
design (Nyna Amin).

Finally, this book makes a case for a new language to engage alterative
reconstructions of higher education curriculum. Part One develops the vocabulary
for critiquing cognitive damage; Part Two explores how these changes are being
enabled and constrained in higher education in curriculum spaces; and Part Three
marks the shift to a confidence in a borderless curriculum.

Multiple levels of reformatting and strengthening will be necessary to address
the reconstruction of higher education curriculum (See Figure 1.1. below). The
diverse competing forces impacting on the design, delivery and transformation
of the higher education curriculum at personal, institutional, programmatic and
national/international levels are invoked here illustrating the multiple levels of
responsiveness required, and the intersected-ness and blurring of boundaries across
these considerations theoretically, politically, epistemologically, contextually and
methodologically.
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Figure 1.1. Blurred and intersecting boundaries: Competing agendas driving higher
education curriculum reform

REFERENCES

Althusser, L., & Balibar, E. (1997). Reading capital (B. Brewster, Trans.). London: Verso.

Bourdieu, P. (1973). Cultural reproduction and social reproduction. In R. Brown (Ed.), Knowledge,
education and cultural change. London: Tavistock.

Bourdieu, P. (2006). The forms of capital. In H. Lauder, P. Brown, J. Dillabrough, & A. Halsey (Eds.),
Education, globalisation and social change. Oxford: Oxford University Press.

Bourdieu, P., & Passeron, J. (1977). Reproduction in education, society and culture (R. Nice, Trans.).
London: Sage.

Caine, R., & Caine, G. (1994). Making connections: Teaching and the human brain. Menlo Park, CA:
Addison-Wesley Publishing Company.

Damasio, A. (1994). Descartes’error: Emotion, reason and the human brain. New York, NY: Putnam.

Descartes, R. (1984). Meditations on first philosophy. In R. Descartes (Ed.), The philosophical writings
of Rene Descartes (R. S. J. Cottingham, Trans., Vol. 2, pp. 1-62). Cambridge: Cambridge University
Press.

Diamond, M. (1988). Enriching heredity: The impact of the environment on the anatomy of the brain.
New York, NY: The Free Press.

Escobar, A. (2012). Encountering development: The making and unmaking of the Third World. Princeton,
NIJ: Princeton University Press.

Fairclough, N. (1992). Text and context: Linguistic and intertexual analysis within discourse analysis.
Discourse and Society, 3(2), 193-217.

Foucault, M. (1986). The archeaology of knowledge. London: Tavistock.

Foucault, M. (1991). Nietzsche, genealogy, history. In P. Rabinow (Ed.), The Foucault reader. London:
Penguin.

15



N.AMIN ET AL.

Freire, P. (2000). Pedagogy of the oppressed (30th Anniversary ed.). New York, NY: Continuum.

Fromm, E. (1941). Escape from freedom. New York, NY: Holt, Rinehart & Winston, Inc.

Gazzaniga, M. (1985). The social brain: Discovering the networks of the mind. New York, NY: Basic
Books.

Korzybski, A. (1948). Science and sanity: An introduction to non-Aristotelian systems and general
semantics (3rd ed.). Fort Worth, TX: International Non-Aristotelian Library Publishing Co.

Koselleck, R. (1985). Future past: On the semantics of historical time. Cambridge, MA: MIT Press.

Koselleck, R. (1989). Language, the unknown. London: Prentice Hall/Harvester Wheatsheaf.

Laclau, E., & Mouffe, C. (1985). Hegemony and socialist strategy: Towards a radical democratic politics.
London: Verso.

Luhmann, N. (1993). Risk: A sociological theory. New York, NY: Walter de Gruyter.

Luhmann, N. (1995). Social systems. Stanford, CA: Stanford University Press.

Monbiot, G. (2004). The age of consent: A manifesto for a new world order. Hammersmith, London:
Harper Perrenial.

Nietzsche, F. (1974). The gay science (W. Kaufmann, Trans.). New York, NY: Random House.

Ornstein, R., & Thompson, R. (1984). The amazing brain. Boston, MA: Houghton-Mifflin.

Pitkin, H. (1967). The concept of representation. Berkeley, CA: University of California Press.

Postman, N. (1996). The end of education: Redefining the value of school. New York, NY: Vintage Books.

Rafaty, R. (April, 2014). Who will educate the educators? An interview with Gayatri Spivak. Kings
Review. Retrieved February 19, 2016, from http://kingsreview.co.uk/magazine/blog/2014/04/24/who-
will-educate-the-educators-an-interview-with-gayatri-spivak/

Reimer, E. (1973). School is dead. Hammondsworth, Middlesex, England: Penguin Books.

Sherington, C. S. (1942). Man on his nature. Cambridge: Cambridge University Press.

Spivak, G. C. (1988). Can the subaltern speak? In C. Nelson & L. Grossberg (Eds.), Marxism and the
interpretation of culture (pp. 271-313). Urbana, IL: University of Illinois Press.

Spivak, G. C. (1995). Translator’s preface. In M. Devi (Ed.), Imaginary maps (G. Spivak, Trans.,
pp. xxiii—xxix). London: Routledge.

Spivak, G. C. (2006). In other worlds: Essays in cultural politics. New York, NY & London: Routledge
Classics.

Zizek, S. (2008). The sublime object of ideology. London & New York, NY: Verso.

Nyna Amin
School of Education
University of KwaZulu-Natal, South Africa

Michael Anthony Samuel
School of Education
University of KwaZulu-Natal, South Africa

Rubby Dhunpath

University Teaching and Learning Olffice
University of KwaZulu-Natal, South Africa

16


http://kingsreview.co.uk/magazine/blog/2014/04/24/who-will-educate-the-educators-an-interview-with-gayatri-spivak/
http://kingsreview.co.uk/magazine/blog/2014/04/24/who-will-educate-the-educators-an-interview-with-gayatri-spivak/

GAYATRI CHAKRAVORTY SPIVAK

2. HUMANITIES, DEMOCRACY AND THE POLITICS
OF KNOWLEDGE IN HIGHER EDUCATION

INTRODUCTION

This chapter is divided into three somewhat disjointed parts. I have not tried to create
artificial transitions. The first section is an edited transcript of only part of what
actually happened at the podium. The second part is something like a prepared paper.
The third part is answers to a series of questions generated by the abstract I had sent.
I have not deleted all repetitions. I wanted to keep the aura of the classroom.

AT THE PODIUM: SPEAKING THEN AND THERE

Universities are a great weapon for us. The university needs to be used. Yet when a
vision is institutionalised, it is the laws of institutionalisation and disciplinarisation
that take over rather than the power of the vision itself. The beginning of what seems
like success is actually the beginning of problems. That is the theme of this chapter.

Another sub-theme might be the lesson of being folded together with your enemy,
being com-plicit, folded together, not complicit in the sense of conspiratorial or
involvement in something underhanded. Often we teach in a knowledge-managed
way against our best convictions because we want to keep the job; we are folded
together with what we want only to oppose. That is the first rule of forging a strong
critique, not us and them, but the fact that we are in it together. No excusing but
also no accusing the protocols of whatever it is that we are critiquing so that we can
locate the point in the system that can turn it around, for use.

Let us go back to the theme: What seems like success is the beginning of problems.
‘Can the Subaltern Speak?’ an essay that you mentioned when you introduced me,
became for me a problem that led to a beginning (Spivak, 1999). To evaluate the
place of French theory in my vision of myself at that time of my life, I turned toward
my own class, which is the sort of comfortable middle class although the woman
that I was dealing with was certainly less comfortable than we were by then. Broadly
speaking, then, I turned toward my own class, I turned to my own caste, and I turned
to my family. That was where I turned. But the woman who was my example was a
special kind of subaltern that Antonio Gramsci, the Italian activist who defined the
concept, could only imagine when he was in prison being looked after by a woman
whose sister, his wife, was exiled in her own country as a member of the OGPU, the
Soviet security and intelligence agency.

M. A. Samuel et al. (Eds.), Disrupting Higher Education Curriculum, 17-30.
© 2016 Sense Publishers. All rights reserved.
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In the classic Gramscian definition, the subaltern is a social group, not single.
And secondly, a subaltern is someone who is denied access to the structures of social
mobility. In 1986 I began to try Gramsci’s idea of the production of the subaltern
intellectual without specifically thinking of Gramsci except as internalised through
teaching. His idea had been to make the super-educated traditional intellectual,
namely myself, instrumental in learning to learn how to teach cognitively damaged
minds. So when you say ‘teaching and learning’, for me, since I am not an
institutional philosopher of education, it is the lessons learnt from these fifty years of
institutional teaching at Columbia and at reputable universities in the United States
but also in the lowest sector of the electorate in India, my country of citizenship,
landless illiterates, so-called untouchables, people who do not know the word that is
used by the upwardly class mobile movement, a Sanskrit classical language word —
Dalit —which is used outside to recognise such groups. Judging from these two ends,
my lesson is: learn to learn how to teach this specific group. I should like to think
that I am what in theoretical language would be called the dangerous supplement,
showing that the toolkits and templates produced by knowledge management are
incomplete, that they must be exceeded by learning the specific mind-set of a group,
opening up homogenising statistics.

I was looking at your Quality Enhancement Project (CHE, 2014) and it is very
good material. The framers really want to help the students; they want to bring
students success:

The focus is necessitated by the combination of low participation rate, only
17% of 20-24 year-olds in 2011, low throughput rates, and stark racial bias in
student success. (Grayson, 2014, p. 2)

No one can fault this. On the other hand, for speed and convenience the framers
went to John Kotter’s work, which was developed within a business context and
then expanded into other contexts with no real care for specificity. Although in
the published literature, we read: “much of it can be adapted to a higher education
context,” I would demur. The way in which one leads and succeeds in business is
good with these kinds of knowledge management toolkit-type systems. That sort of
success is not the success in preparing the ground with damaged cognitive systems.
To insert the disenfranchised into entreprencurship without subject-formative
training is a sure formula for corruption and violence, in spite of the occasional
Horatio Alger story aired on television or social media.
When at home, I work with my teachers and supervisors, I tell them,

I have come to repay ancestral debts. I am a good person. My parents were
incredibly good people, plain-living, high-thinking, anti-casteists, against
religious sectarianism, they were very solid people, but two generations of
good people are nothing in the context of thousands of years of cognitive
damage. We brought you up by denying you the right to intellectual labour,
brought you up for manual labour, punished you for intellectual labour and,
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indeed, bred in you obedience. I want you to know that I am your enemy
because history is larger than personal goodwill and I want you to be able to
work without me.

Now this particular situation, learn to learn how to teach, they know what I am
talking about. Everything is shared. My education teacher, the education director,
has had seven years of schooling. My ecological agriculture director has had four
years of schooling, nothing but elementary schooling and really bad education like
everybody else in class apartheid, so that their capacity for unconditional intellectual
labour has been destroyed. Some of the illiterate ones are smarter, and they are
smart because they have not been ruined by bad education. In such a context,
when you take knowledge management, what I am obliged to say is that it actually
impoverishes, existential impoverishment for the sake of convenience, it actually
destroys the possibility of education in the broader sense. It is a formula for success
where the specificity of groups is generalised as in the Kotter expansions and success
is measured in soft statistics.

Rubby Dhunpath gave me ‘Democracy and Humanities,” as the title. And I am
indeed talking about the connection between humanities and democracy which
is the task that the framers of the Quality Enhancement Project have set out for
themselves, not corporate financial success. It is the humanities, with its other-
directed methodological focus which can promote in the student the intuition that
democracy is not just me, me, me, autonomy and freedom — it is a deep aporia, a deep
contradiction — it is also at the same time equality for people who are completely
dissimilar to me, rogues and thieves, anybody, they are the same as I am.

Human rights initiatives are concerned with promoting justified self-interest of
victims but that does not produce a just society for all. Democracy has at its heart this
intolerable contradiction, which is why democracy has to be worked at. I am talking
about humanities teaching in that context, I am not talking about how you teach
everything. I am just talking about this slow cooking of the soul as it were, without
which you cannot use systems. Your students can then use knowledge management
systems critically (a hope) because a basis has been built — which can only be slow
— upon which the management takes hold within a different epistemological pattern,
not on top but on tap (a hope). There is no other way. Speed is essential, yet in order
to be able to use speed right rather than just for hacking, or pornography, or all kinds
of piracy and theft, or killer drones, or the transformation of space into a business
enterprise, you have to prepare the ground first with humanities teaching which does
not have to prove itself in a world that can only value digitality. Digitality is like a
dangerous horse. You have to know first how to ride.

Quality and development are compromised and existentially impoverished by a
complete confidence in so-called toolkits and templates. I was looking at the picture
of national and local coordination in the Quality Enhancement Project literature that
I was studying and I am certain that it is not going to rearrange desires so that a
democratic society is possible. Yet most of the Kotter statements are psychological
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and behaviourist in nature. Many would argue that those premises and conclusions
resulting from it are based on a rather crude model of the human mind, not including
the specificities of the class-racialised other. When the Kotter project says something
as broad as ‘incorporating the changes into the culture,” it should seem like a joke
in the South African context. You can only try — repeat, try — to do this if you have
earned the right to enter that other space. That is, training in literary reading. Not just
reading novels but teaching reading so that you hang out in the space of the other. It
is taught negatively today only within groups that practice genocide. And we do not
try to create a world that will not want to kill.

THE PREPARED SPEECH: AS THE OCCASION WAS IMAGINED

Terrorism teaches us how political economy, using the ideology of race, caste, or
religion, can destroy teaching and learning. And its opposite, the ‘rule of law’ that
arises because barriers between national capital and global capital are removed, and
the state is run to manage the global economy rather than specifically to look after
its citizens, attempts to enhance teaching and learning by producing toolkits that
also limit teaching and learning. In the previous section, I discussed the Quality
Enhancement Project, because that has come down on your university. In fact, that
sort of initiative exists in selected places everywhere, globally, today.

The official descriptions of the project say that there should be a national focus
on improving teaching and learning, particularly at the undergraduate level, which
accounts for over 80% of student registrations. This focus is necessitated by the
combination of low participation rate, only 17% of 20 to 24-year olds in 2011, low
throughput rates and stark racial bias in student success “...[T]he next cycle of
activities would be formulated as the Quality Enhancement Project (QEP), with a
focus on student success across the entire higher education sector...” Although John
Kotter’s work was developed within a business context, much of it can be adapted to
a higher education context. Kotter identifies eight steps for leading change:

1. Establishing a sense of urgency: Help others see the need for change and they will
be convinced of the importance of acting immediately.

2. Creating the guiding coalition: Assemble a group with enough power to lead the
change effort, and encourage the group to work as a team.

3. Developing a change vision: Create a vision to help direct the change effort and
develop strategies for achieving that vision.

4. Communicating the vision for buy-in: Make sure as many as possible understand
and accept the vision and the strategy.

5. Empowering broad-based action: Remove obstacles to change, change systems
or structures that seriously undermine the vision and encourage risk-taking and
non-traditional ideas, activities and actions.

6. Generating short-term wins: Plan for achievement that can easily be made visible,
follow through with those achievements and recognise and reward those who
were involved.
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7. Never letting up: Use increased credibility to change systems, structures and
policies that don’t fit the vision. Hire, promote and develop people who can
implement the vision. Reinvigorate the process with new projects, themes and
change agents.

8. Incorporating changes into the culture: Articulate the connections between the
new behaviours and organisational success, and develop the means to ensure
leadership development and succession (Grayson, 2014, p. 3).

After this comes the typical diagram (Grayson, 2014, p. 7):

Process for each phase of the QEP [indicating] institutionally-based...and
nationally-coordinated activities.

When I spoke at the education ministry in West Bengal about the problem of teaching
English, they were ready to make for me just such a toolkit, explainable by just such
diagrams. And our love affair with ‘heritage’ work — following the orders of the
World Monuments Fund — uses just such broad generalisations for absurd systemic
change.

As 1 have already pointed out, quality and development are compromised
and existentially impoverished by a complete confidence in so-called toolkits
and templates. The desire for such speedy solutions must be rearranged with the
training of the imagination to understand that the toolkit closes off the contingent
and therefore change. One must teach how to make toolkits as halfway houses to
be undone by the contingent rather than offer toolkits for a solution to the problem
of action. A ‘dangerous supplement’ must persistently (important word) be put on
these kinds of successful systems — successful because reductive and easy — in order
to bring in the incalculable because toolkits stop the contingent. Indeed, there is no
computer that can catch the contingent (Rousseau as cited in Derrida, 1967, p. 229).
One of the problems with toolkits is that they make teaching ‘easier’. Far away from
radical solidarity tourism, teachers of language, as well as the teachers of literature
from whom they are hierarchically separated, no longer confront the challenge of the
unexpected. We might want to remember that the teachability of literature is not only
in its categorisability, but in the fact that it can open us to a contingency that escapes
all knowledge management. I am not a romantic. I certainly do not suggest that we
g0 back to the primitivism of emoting over global communities that I witness at many
international conferences where I am invited because I am seen as a ‘postcolonial’
person. We want to combat orthodox Linguistics and Anthropology, colonial
disciplines, in the same way that I am trying to combat from the inside the discipline
of literary reading becoming colonial as it allows itself to be quantified, rather than
rise to the insistent defense of the humanities as instrument and weapon (Spivak,
Resisting trivialization, 2014). The seduction of digital humanities makes us forget
that the greatest usefulness of the humanities is to upload the computer in the brain.

In John Kotter’s list, as in the Social Covenant approved by the World Economic
Forum (their point in common being a corporate interest in social change), there
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are two kinds of items: one talking the talk (basic human values), the other walking
the walk (‘good’ jobs for non-graduates; strong technical education opportunities;
apprentice schemes, a pro-active tax and incentive system and 2 1st century industrial
strategy). One cannot walk the walk by merely agreeing to do so. It is a collective
decision, not merely something enforced from the top. One must learn the habit of
thinking about other people as equal though not same, described in the previous
section as housing the aporia of democracy. Here I point out that this is also exactly
the situation between the reading pupil and the one who produced the literary work.
This is the kind of democratic training that the humanities can provide.

In addition to university teaching, largely in the United States, I have also given
time and skill (not just money and site-visits) for 30 years, training teachers and
children at six small elementary schools established by me among the landless
illiterate in western West Bengal. Much of what I say is tested there.

Normally our desire is to do things ourselves or for ourselves. In good literary
teaching, the student is taught carefully to hang out in the space of the other —
understand what s/he confronts in terms of the unknown person who wrote what
s/he confronts. This is the secret of the ethical and the democratic. One has to stay
with it, not follow easy steps so that one can say ‘I have helped you’. The long-
term implementation of any plan for building a just society through education calls
for the teaching of the humanities at all levels and in all places so that the desire
for social justice can inhabit souls long-term, not always susceptible to evaluation
by checking statistically how each item on a list is institutionally fulfilled. Huge
and detailed country-by-country statistical tables are no doubt useful, but, in terms
of sustaining an improved world, we have to look at the fact that nations are not
monolithic abstract averages, and that evaluations are remote fact-gathering which
often do not reflect everyday reality.

We teachers of the humanities — literature and philosophy — at our best train the
imagination into knowing ourselves differently, and knowing the world differently,
so that our students and we ourselves want to do the good things contained in the
Covenant rather than having to be checked following enforcement.

Today the emphasis in education is acquiring digital speed. In order to be able to
use the digital for social justice, the soul has to be trained slowly, and that is where
literary training as I have described it comes into play. Recently, at the celebration of
the Nigerian writer Chinua Achebe’s life, the positive effect of his literary writings
was repeatedly emphasised. With my experience of work in Africa, I was obliged to
say that, below a certain class line, Nigerians had no idea who he was and what he
wrote. The task therefore was to expand the circle of Nigerians who could not only
read, but also learn from the literary.

I am remembering the tremendously bright student Rahul Lohar in Shahabad
whom I kept pushing to make his head work to think of what it was that the
measurements in feet, used to calculate its area — what indeed it was that these
units measured. To engage one’s head for intellectual labour when it has not been
millennially allowed to one’s social group is indeed comparable to accessing the
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text of the other in oneself. It is the ‘literary’ practice for the ethical, quite distinct
from the internalised obligation to serve and from conscientised violence. It does
not resemble the ‘literature’ that the dominant assigns as a proper name. I would not
push the student of middle-class parents in this way. Intellectual labour is historically
available there, and can be joyful. But this is a son of landless illiterates and his
entire life is lived on other terms. And indeed I believe from his extraordinarily
impulsive responses, interrupting other teaching, that he was fully alive to this. This
is the ‘literary”’ for the child because it gives the same practice as does literature for
trained elite readers like ourselves and our elite students.

Only one of my six rural schools was taught by two caste Hindu men. The junior
teacher, hardly capable of teaching Classes Infant, One, and Two, bought a B.Ed
degree by scraping together 100,000 rupees. He will go on ‘training’ for two months
and hopes to slide into a job of high school teaching through this bribe, although that
job actually costs between Rs. 1,500,000 and Rs. 1,600,000, as he innocently told me.
The very evening that I got this news, I was dining with Santosh Karmakar, a leftist
high school teacher who is also part of the rural landed gentry, and his daughter, who
is also getting a B.Ed degree, at Viswa Bharati University (established by the national
hero Rabindranath Tagore) who told me that her training required 1400 hours of
exams during the one year course, two months of practice teaching at a high school,
to be observed by a registered examiner, and so on. Much harder than the B.A., she
told me. Now you see how the teachers of the children of the gentry are prepared, for
quality (although corruption has entered even here); and how the subaltern children’s
‘teachers’ are prepared — these are the years of schooling that are counted on the
Human Development Index to assess a country’s ‘development’. The subaltern must
be kept in a situation of only manual labour — bribed with sports and the famous
hundred days of employment programme — so that we can keep the largest sector of
the electorate as victims of epistemic and physical violence, in order to produce votes.
Democratic judgment in the marginal or the subaltern is a fearful thing (Panda, n.d.)

‘Why is there such an upsurge of interest in knowledge?’ asks Prusak (1997,
p. vii), editor of Knowledge in Organizations, citing the Pre-Socratics. Such a
question ignores the plain fact that the word ‘knowledge’ has changed since the Pre-
Socratic era. (There was, of course, no English at that time. And, if we are thinking
the world, we must — absolutely — remember the many languages that make meaning
for its peoples. As a doctor working in Kenya who refuses to be a top-down health
worker remarked: “The people will understand Swabhili, but you can’t speak to their
heart unless you speak their language: ‘I’m getting what you’re saying, but I’m not
taking it in’”. That is a basic human value: talking to the heart. If you think it is
inconvenient, as it is, indeed, don’t dream of improving the world.) Real knowledge
depends on cooking the soul with slow learning, not the instant soup of a one-size-
fits-all toolkit. The world is not populated by humanoid drones. You cannot produce
a toolkit for ‘a moral metric,’ or, if you do, you will be disappointed.

In Nigeria and Kenya, some of us facilitate a project for databasing all the
unsystematised mother tongues of sub-Saharan Africa. I know the situation in South
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Africa is different. But I would like to share with you some of the things we think
together.

Intellectual labour begins with the training of children, slowly. This is what
creates the pool of secondary and tertiary students, away, one hopes, from the long-
established hierarchies. And it has been abundantly demonstrated that, an at least
bilingual primary education lays the foundation not only for learning other languages
(including mathematics, digitality, English, of course, and the like); but also connects
the world of social justice and general social welfare with the earliest stages of a
child’s development. The ‘global’ languages are first language to only a part of the
world. They have an intrinsic connection to them. Others, and we are talking race,
class and gender here, suffer a loss of connection with their infancy language and this
is an ethical loss as significant as climate change for the world’s future.

These languages are not dying and in need of preservation. They are flexible —
because not separated by 19th and 20th century colonial disciplines of linguistics
and anthropology. They are alive and inter-comprehensible, and in use for electoral
campaigning, at least in sub-Saharan Africa. We make use of this existing resource,
quite distinct from the past-oriented preservation of endangered languages. We give
health, education and agricultural workers future-oriented access to these crucial
instruments of successful delivery; the living mother tongues of Africa. The goal of
our longitudinal research is to create a multi-portal global access platform, which
allows researchers to document, explore and provide portals for the community and
for the workers in the field. Its broader consequences will embrace innovative legal
research in access portals and international research in oral history and language study.

Higher education based on such bilingual primary education is richer and more
appropriate to the effort to break the old class solidarities. The impossible goal is not
to keep reproducing the old class solidarities through access to higher education but to
expand the scope of higher education by integrating it with a holistic and classed vision
of the entire education spectrum. When development thinkers such as Mkandawire
(2015, p. 19) quite correctly ask for higher education aid, they must take this into
account otherwise, the African ‘private sector’ will be described as essentially ‘unlikely
to finance more than a quarter of the major investment needs’. We are training an
expanding private sector. This is why their desires must be re-arranged and I have tried
to outline briefly why emphasis must be put on the study of the humanities.

ANSWERS TO THE PRE-SENT QUESTIONS

How can the humanities produce the intuitions of democracy in the broadest possible
race, class- and gender-diversified sector of the population?

No society ‘develops’ if its inhabitants are not introduced to the practice of
freedom, which is rather different from the establishment of rights by intervention
on the part of elected representatives, agitation by constitutional activists, or public
interest litigation through national or international interest. However poor and
oppressed the groups you teach, the contradictory habits of no competition yet class
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struggle, absolute equality yet gender preference, no encouragement to leadership
yet problem-solving in every detail of classroom practice: all of these must be
encouraged. They change as we go up in level, of course. Teaching justified self-
interest — as in collective bargaining, human rights interventions or Occupy Wall
Street — does not necessarily lead to a just society.

What Is It to Teach the Humanities?

Democracy is now equated with an operating civil structure, the functioning of a
hierarchised bureaucracy, and ‘clean’ elections. We have plenty of examples around
the world, that unrelenting state violence on the model of revenge and retaliation
can co-exist with so-called democracy. Revenge is indeed a kind of wild justice
that proves that no retribution is adequate to the outlines of the tribute. It has
nothing, however, to do with a vision of social justice, which builds itself on its own
indefinite continuation. It nests in all children’s, and therefore everyone’s, capacity
to use the right to intellectual and imaginative labour, not just in ease and speed of
learning. This is why it is not enough to compartmentalise ‘higher education,” which
also preserves class. And, in order to be supple enough to become ‘real’ rather than
merely powerful, statistical evaluation by way of toolkits should not be replaced or
opposed, but supplemented, by the humanities style reading skills, not confined to a
charmed circle, circulating in its own circuit, quite apart from R&D and policy, also
circulating in its charmed circuit, apart from the readers. Humanities, in my sense,
are a form of imaginative activism that must permeate qualitative and quantitative
welfare and economic disciplinary training as well as human rights training.
Currently, it is the last group that shares something with the humanities, at least
in select elite universities in the United States. In these programmes, human rights
legalisms trump the slow reading skills of the humanities.

What Is the In-Built Aporia of Democracy?

An aporia is a situation where two right solutions cancel each other out. Yet one
solution must always be(come) chosen in every contingency. This is the in-built
and definitive aporia within democracy: it is autonomy (freedom from), liberty; and
others (freedom to), equality: us and them. Irreducibly, democracy is the aporetic
site of liberty and equality and the children in democracies must be trained into
it. There is nothing but obstacles in its way. I speak of class apartheid; of which I
have given a concrete example above. Look now at an example from the top: when
I explained to a graduate student from a Latin American country that the so-called
‘terminal M.A.’ (no financial aid, no access to the PhD stream) at U.S. Research 1
universities was a fundraising mechanism, he told me “with globalisation everything
has changed, we don’t mind buying the brand name for future advancement”. This is
why I chose as title for my Netaji oration in Calcutta, my hometown: ‘Freedom After
Independence?’ Freedom to, after Freedom from.
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Otherwise, a regenerated Khilafat movement (1919-1924) — ISIS founding a
new Caliphate (Khilafat) — legitimises the politics of the Sykes-Picot conversation
which wrote the map of the ‘Middle East’ by reversal and the complex history
of metropolitan minority identitarianism and heritagism draws thousands of
‘democratic’ Arab Spring Tunisians and Muslim Europeans/Americans, and
women into it. (‘Heritagism’ in West Bengal and continental Africa seems so far
to be ignorant of its global politics.) No awareness of aporia here. Only liberty as
identity. Our task is rather to rearrange the desire for the transcendental, persistently
(important word), from belief to imagination, from rational choice to the class-
specific diversified literary rather than offer ‘clash of civilisations’ style comments
such as ‘they do not share our values’ (Canadian Foreign Minister on CNN) or ‘they
have no human values’ as offered by a Silicon Valley executive and a politically
correct female staff member at a Council on Values meeting (James, 2008). The New
Social Covenant of the World Economic Forum wants to perform some movement
of change in an altogether confused way (giving them the benefit of the doubt). It
therefore requires the literary — as training for the ethical — as a method. In a world of
the denial of intellectual labour — in a recent Education Supplement of The New York
Times, a piece advising recent graduates on entering the professional schools begins
with the words: “We are not talking humanities’ — its fashioners will not accept
this (‘Going professional: The ins and outs,” 2014). Development can be in any
direction, it does not bring with it a value system — it is an unconditional thing, but
is always constrained by conditions, and in our world by economic considerations.
It is what I call ‘sustainable underdevelopment,” because it is often the level of
development that is kept at a minimum so that profit maximisation can be sustained.
The word ‘sustainable’ is also open-ended and does not carry any conditions within
it. As for democracy, it is the only system of government that is hospitable to all
ways of thinking and therefore cannot be driven if the electorate is not educated in a
judgment that can be directed toward others. This, again, is the aporia or double bind
between liberty, which is supposedly unconditional, and equality, which imposes
a condition to be aware that others, even completely unlike you, are supposedly
imaginable by you as equal. When I work this through the formula ‘other people’s
children’, I am told that that is a liberal bio-political notion. But we should be able
to think the child as absolute event without compromising reproductive rights or
human beings’ right to choose. The first is unconditional, like justice; the second, an
important condition, like Law.

How Do We Confront the Inevitable Corporatisation of the Entire
Education System?

By the persistent construction of a critical mass. Antonio Gramsci’s ‘New Intellectual’
is a permanent persuader. We must continue to speak out; that humanities training will
never generate income for the university directly. It is rather an epistemological and
ethical health care for the society at large. These are the fully prepared global citizens
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and leaders that one imagines as all philosophers assume a rational being. Material
conditioning of the intending subject cannot otherwise be grasped. The relationship
between the imagination and intention hosts the right to abstraction, so long denied to
the subaltern and so fast disappearing under rational choice, behaviourist economics
and knowledge management among the elite. Resources should be spent to make
the humanities a more attractive choice for interested students so that the number
of such persons in society increases significantly. If international socialism died of
an ecthics-shaped hole — in other words, no development of a new approach to the
ethical — global capitalism, although it is not as embarrassed to talk the ethical talk,
will continue to /ive with the same terminal disease — an ethics-shaped hole, while
millennial history is legitimised by reversal.

Let us get back for a moment to the World Economic Forum, wanting to
turn capitalism toward social justice. I have pointed out already that their good
goal, in itself revealing more and more ideological roadblocks, has inadequate
imaginative resources. But they do acknowledge complicity — we alone have
done this. Unfortunately, the strongest tradition of amelioration for them is what
any serious examination must call sustainable underdevelopment, which is what
quality promotion by knowledge management helps sustain further. Sustainable
underdevelopment. Education by statistic and risible do-good projects by the
digitised under-thirties.

What Is the Role of the Curriculum?

Not much. Because of the stratification of society, a regularised curriculum is only
good for mainstreaming. But a customised curriculum is also a waste of time. It is
the method of teaching/reaching that is important — an uncoercive re-arrangement of
desires — reaching the cognitively damaged epistemic instrument.

Of new textbooks?

How not to use the computer. The West Bengal State Education Commission has
produced an excellent set of primary school textbooks. Subaltern teachers find them
very hard to teach because they do not resemble the old awful ones. I went to the
director of the textbook programme to help him with news from below. He said we
are trying to win back the English-medium school children, the children, in other
words, of the rich and of the upper middle class. No time for the subaltern.

What are the limits of economic empowerment? The inability to think of income
as instrument, and not only for self-enhancement. ‘Development’ is the economic
transition into the circuit of capital with insufficient attention to subject-formation.
Ethics as such cannot be practiced affer business, or the business of medicine-as-
triage, has been sustained. Ethics are unconditional.

How are we to approach indigenous knowledge systems? By entering their
protocol and earning the right to rearrange from within, learning from mistakes.

How do we gauge ‘authenticity’ in knowledge? By noticing the manner of the
production of detail.
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What is the relationship between quality in education and the democratic
imperative? Content and form.

What Is the Relationship between Class, Race, and Liberal Education
in Our Countries?

Liberal education is a place of struggle. Within the colonial system liberal education
was imitative, class-divisive. With no unmediated control over the national system
it produced a useless class. We undo poison with poison here. Poison can become
medicine. This is not a ‘critique of Eurocentrism’. In the rural schools I try to make
the groups friendly with the wretched map of the world on the back cover of the
geography book. I point at the north western corner of the huge Eurasian continent on
the terrible map and tell them that that is Europe and that though so small, they won.
I discuss with them how they won (since capital-production is not a crime) and even
use such mid-Victorian examples as James Watt watching the lid dance on the pot of
boiling water. I remind myself not to be an ‘improver’ like the colonialists and discuss
with the co-workers (male and female teachers and supervisors) from the community
the fact that I am not drawing profits from the work for and with them. Although they
are not well acquainted with the world map and know nothing about colonialism, and
have not seen any factories of any significant size, they do understand what profit or
munafa is. 1 try to give them the sense of the cultural capital I acquired because I teach
them and try moralistically to avoid its extreme results by not having a webpage.

What Is the Relationship between a Will to Social Justice and Enforcement?

The first has to be produced long-term, customised, and full of uncertainty. The
second is a short-term necessity ultimately productive of a culture of fear and fully
compromised when the enforcers on the ground are victims of class apartheid.

What Is It to Interpret a History of Violence and Use It without Accusation or
Excuse within the Broadest Interpretation of the Academy?

The French philosopher Jean-Paul Sartre, himself a strong anti-colonialist among
the colonisers, read the book Fanon wrote in the last 10 weeks of his life, knowing
that he was marked for death by acute leukaemia, even as he was being hounded
by the colonising government of France, as an endorsement of violence itself
— not reading between the lines, where Fanon insists that the tragedy is that the
very poor are reduced to violence, because there is no other response possible to
an absolute absence of response and an absolute exercise of legitimised violence
from the colonisers. Their lives count as nothing against the death of the colonisers:
unacknowledged Hiroshimas over against sentimentalised 9/11s. Here the lesson of
Gandhi regarding the power of passive resistance and the contrastive lesson of Israel
in the exercise of state legitimised violence drawing forth violence in extremism is
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useful today. Fanon’s own warning is contained in 4 Dying Colonialism. Against
the grain of his optimism of the will, he writes: “it is no longer the age of little
vanguards” (Fanon, 1965, p. 1).

Why Is National Liberation Not a Revolution?

Working within the problems created by a postcolonial nation which brings back the
pre-colonial problems that the great historian Fernand Braudel called longue durée
or long term: “structures which lie invisible below the surface of social activities,”
many of us think that the real disaster in colonialism lies in destroying the minds of
the colonised and forcing them to accept mere violence — allowing no practice of
freedom, so that these minds cannot build when apparent decolonisation has been
achieved. From the example of mature leaders such as Du Bois and Mandela, we
know or can at least have the feeling that Fanon would have gone in that direction.

In the postcolonial world, hero worship and ancestor worship stand in the way
of the production of the will to social justice. Those of us interested in building
postcolonial democracies think that these heroes should be slowly and carefully
transformed into teaching texts. In the case of Nelson Mandela, for example, the
strongest teaching element is the unconditional ethical — the risky imaginative
activism that dares to say yes to the enemy. If one enters the protocol of the heroic
life with critical intimacy, reading its text as the symbolic — telling us about the
subject’s relationship to the imaginary — the greatest collective imaginary of colonial
oppression being precisely the dream of liberation — it is possible, again with the
greatest care, not to exclude the transformation of the longue durée into historical
symptomaticity of even the most extraordinarily heroic among us, to make the hero a
human warning for those of us who are merely human without the heroism. This is a
transformation of the imitatio Christi idea of role-model, today emphasised in faith-
based leadership initiatives. We cannot forget that this is the substance of the greatest
genre the world has, not confined to Hellenic culture alone: tragedy, the tragic hero
of history. The leaders of liberation are obliged to produce an ‘orientalist’ version
of the new nation, today spawning an unscrupulous use of the idea of homeland,
heritage and history to justify and legitimise xenophobia, tyranny and the doctrine of
ethnic purity for which women are often asked to bear the responsibility.

What I am insisting on, then, is that consciousness is material. Epistemology
— the way we know — is historically affected. The vanguard cannot instil class
consciousness among the masses as if the masses are a monolithic blob. Quality
promotion knowledge management style legitimises this by reversal. To pay
attention to this is not an academic luxury. On the contrary, to think of the education
of the largest sector of the electorate as if their millennially ravaged epistemologies
resembled that of the middle class activist or the elite philanthropist is mistaken
and/or a sure road to celebrity. This is a material lesson — routinely dismissed by
mechanical leftists as too ‘nuanced’ or ‘individualistic’, and by the knowledge
managers as impractical, inefficient.
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What is the role of Epistemological Change Clustered Within Education in Notions
of Identity and the Broader Public?

I don’t know.

How Do We Combat the Anthropocene?

By assuming that the literary-ethical suspension in the space of the other is to de-
humanise, because the ‘natural’ tendency of human activities is to accelerate the rate
of species extinction, unless we want to mooch over being-human in the face of the
Anthropocene. We can no longer work with the race-class-determined binary opposition
of free will and fatalism that runs our world today, with the so-called abstract workings
of capital running a deconstruction, which is called ‘development’ by way of alibi.

Over against this, I focused on ‘planetarity” because it reduced the importance
of the human (Apter, Lezra, & Wood, 2014). Now even planetarity has been
compromised as space becomes a business enterprise.

I say then to students and teachers of the humanities present in this room:
understand that your professional teaching and learning skills offer a supplement
— an incalculability that may seem dangerous to those who want to disavow the
unexpected that is the harbinger of change. Efficient tests to measure success are
useful but they can only reproduce the status quo, dazzlingly dressed as ‘imagination’.
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CHATRADARI DEVROOP

3. ‘SENSING’ THE CURRICULUM

The Role of Aesthetics in Higher Education

INTRODUCTION

Throughout the 20th century the critical capacity of the university migrates into
three surrounding institutions — technocracies, commercial sites of innovation and
civil society. Technocracies,! which apply expertise to the management of society,
replace the university’s knowledge-management function. They establish and
test norms while building critical consensus through their jurisdictions and hence
become the sources of today’s reliable knowledge. Since the Cold War, this process
includes the requirement that public administrations also manage risk. This demands
that technocracies apply their fund of knowledge strategically, and carefully analyse
and critically assess the results. Compared with the reach and significance of such
knowledge-management, universities cannot compete as the primary source of
reliable knowledge today, nor of its upkeep and revision.

Research, innovation and ideas resulting from relentless questioning, have
migrated from the graduate school to the research and development resources of
Global Capitalism. To ensure against stagnation and to smooth the business cycle,
self-questioning has assumed incalculable importance to successful investment. In
business practice every aspect, whether on a particular, or a global scale, is subject to
an on-going drive for improvement, to provide innovations to manage and pre-empt
crises. Without this effort, the reinvestment of profit becomes impossible. Hence,
the new centre of gravity of research, and its derivations, falls within the private
sector; where it is owned and transacted as intellectual property. Compared to this,
university research and preparations in the best graduate schools are generic portals.”

Where once faculties of Law, History, Humanities and the Arts were the hosts of
scholarship on their society’s behalf, and derived from this a number of perspectives
able to inform public opinion, now this is the task of the social and specialist media.
Not only do they extract the information, or profile events on which public opinion
is based, but they assess and incorporate this rapidly informed public opinion into
their focus and into the platform of their varied constituencies. The encyclopaedic
and systematising functions of university disciplines can no longer steer public
debate, but only participate in it as one of many fluid constituents. Academics scan
the dynamic media-based debates for clues to inform their own future research, and
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hence contribute to public opinion as members of that public. Their attempt to add a
space for critical reflection and the gravitas of scholarship, is threatened with rapid
obsolescence and may suffer from an inability to canvass and represent their student
audience in matters of concern as they are raised.’

Given this scenario, in which the university has lost authority and ability to
lead in the normative rationality of expertise and standards, in innovation and
application, and in the foundations of public debate, the question is, what can it still
assert in the realm of its societies’ rational practices, quests for knowledge and key
critical debates? If it cannot match the scope and momentum of the agencies that
manage society, in both discovery and discussion, what can it contribute besides
teaching the beginnings of these tasks, to young people who will eventually be
recruited into them, at more specialised and realistic levels? Faced by a marginal
role, some universities have offered their knowledge content free online* on the
assumption that it is not teaching or learning that gives them unique value, but rather
the opportunity to network with prestigious future employers: running technocracy,
private research and development, or the media. Will the university live on purely
as a talent scout, a brokerage or one way of predicting future performance in the
concrete areas where social action is restructured, knowledge reformulated or
critical opinion developed?

The question arising in this chapter, is what form a curriculum can take if a
university is relegated to a recruitment and recommendation role? Is its function to
identify, groom and showcase talent, or does it still have a place that technocracy,
capitalist intellectual property and mediatised public opinion do not occupy yet? If
the university is no longer the most concentrated source of practical competence,
epistemological ability and the exercise of discerning judgments, can its former
prestige be recovered by rethinking its task from the perspective of experience?
This perspective can no longer, without qualification, lead directly to rational action,
reliable knowledge and reflective insight: it may however, be able to ground itself in
the aesthetic profile of experience and restate from there, the competences desired
for its graduates, that is, develop its curriculum.

WHAT CAN A CURRICULUM DO?

It is important to try isolating the nature and function of a curriculum beyond the
management imagery in which it is often shrouded today. There it becomes one
factor among many, ensuring the optimal throughput of students from registration to
graduation, measuring the relevance of learning to performance in labour markets,
or to meeting sector needs. Internally, the curriculum is the field of adaptation, where
students are put through equestrian-like hurdles made up of norms isolated from the
subjects where they arose. The curriculum increasingly functions as the pretext for
testing and assessing, for placing students within an ability range, then projecting
their capacity to negotiate the next ‘equestrian courses’ all the way to doctoral level,
where the requirement of originality, mysteriously becomes the norm.
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Any shrewd student of curricula may detect in this management and performance
vocabulary, the attempt to draw closer to the perceived workings of technocracy,
research-hubs and the media. Such entities are all monetised and carefully managed.
However, they merely use their reproducible aspects, their structure and sustainability,
as a basis for reformulating and revising their tasks in the world.

Universities cannot act as flexibly, and despite no longer being our primary
managements of practice, innovation or critical opinion, they assume a responsibility
for managing students. From a content perspective, they try to instil sound habits
of judgment and learning; from a form perspective they are a professor’s way of
producing more professors.

The relations between the curriculum and learning have become opaque. Content
has become the pretext for setting a number of performance challenges to students,
who are assessed according to an ability to negotiate difficult tasks and no longer by
what they know. The university of hard-knocks has become considerably softer and
often stands better equipped than nine-tenths of today’s campuses. Perhaps never
before in history, have knowledge, technique, criticism and judgment been more
widely dispersed, more difficult to encapsulate and evaluate, especially according
to the kinds of yardstick encountered in university examinations or doctoral theses.

Is the curriculum therefore, the one asset the university possesses, controls and
carries into the future, or is the university’s single greatest limitation, the maintenance
of the illusion that it can appropriately compress and express the sum of the world’s
reliable decision-making, critical self-evaluation and high-level judgments? Would
the university not function better without its distinctive and possibly redundant
curricular component; should it rather pursue the option of outsourcing these
functions to other agencies’® in society, which have proved to be their more effective
custodian?

One may predict academic indignation at this suggestion. It would be claimed that
the university exercises a unique additional capacity, which technocracy, capitalism
and the public realm do not. This capacity is critique, and it is never made clear
whether universities exercise this because they access perspectives other institutions
do not, or because the nature of the university ensures that everything taught,
discussed, or used as reference within it, is done so critically.

DEVELOPING CRITICAL CAPACITY

The university’s claim to assume a critical role on behalf of others and of society,
highlights the complexity, easily obscured, behind its habitual claim to represent
critique. Its critical stance came into existence under exact and unlikely conditions,
mainly through the prestige of Immanuel Kant.® His three Critigues (2002a, 2002b
and 2002c¢) are programmes for objective knowledge (2002a), rational action (2002b)
and the productive application of judgment (2002¢). They are not methods, like those
found amongst his 18th century philosophical precursors, but enquiries into the
conditions under which any method is fruitful or futile. Mostly this involves mapping
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limits, not seen as restrictions upon knowing, acting morally or judging fruitfully,
but as the basis for valid thought. Hence Kant’s work is sometimes accurately
referred to as the critique of finitude, as the reconsideration of limits as productive.
As the most comprehensive philosopher of his day, Kant’s procedures reverberated
powerfully in the debates and resolutions serving to found the 19th century German
university. Unlike post-revolutionary American and French universities, Germany
still anticipated its revolution when it designed its higher education reforms. Unable
to draw upon a society modernised by change, it relied on the projection of cultural
and civic motifs, and in particular drew upon the critical programmes of Philosophy
as the blueprint for its university. A century later Marx (1998) and Nietzsche (1980),’
came to see German Culture, and the institutions derived from it, as a liability; an
ambiguous utopia inhibiting future progress on account of its perfection.

The Kantian Critiques (2002a, 2002b and 2002¢) provided powerful accounts of
the institution’s purpose: to maintain the ideals and procedures of a critical rationality
within their appropriate productive limits. As long as a university maintains such
distinctions and limits, it should be able to host powerful, promising and universal
processes of critique. These provide the permissible themes of enquiry, and
the forms and content of research; critique itself becoming in this way the path
of learning, the curriculum. This investment of the German university in an ideal
system of knowledge, made institutionalisation and critique synonymous® — so much
so, that when Michel Foucault studied normative rationality in Western society in
Madness and Civilisation (1988), The Birth of the Clinic (1994) and The Order
of Things (1994), he could do so almost entirely, by mapping its institutions: The
Mental Asylum, the Medical Clinic and the Museum.

Universities suspect that the technocracies, and the capitalist and civil societies
surrounding them, carry out and extend the tasks and potentials contained within
Kant’s Critiques rather more efficiently. But they also feel that the dynamism and
flexibility of these ‘para-academic’ agencies, causes them to lose contact with their
own form, and hence with their basis for demarcating knowledge in keeping with the
requirements of critique; falling short of its requirements of purity and universality.
In short, universities contrast themselves, and their rigorous control over their
departments and divisions, to the pragmatic justifications exhibited all around them.
This gives them the impression that they may engage in the critique or clarification
of all processes involving knowledge, belief and judgment, without possessing the
content that informs these powers, but by interrogating them critically, purely as to
their form and hence their justification.

Those who are familiar with Kant’s work realise that it still acts as a yardstick
for the understanding of knowledge and learning. Kant divides our aspirations, to
know and to act autonomously, into three categories. He shows that the kind of
competence, concepts and skilled judgment necessary to derive reliable knowledge
from nature, differs from the capacities needed for rational and just action. Hence,
the distinction in focus and approach between his Critique of Pure Reason (2002a),
setting out conditions for objective knowledge or science, and the Critique of
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Practical Reason (2002b), that identifies the conditions under which actions are
brought into consideration, and justified. In the differences between these treatises
on how reason is assessed and applied, are the differences between the Faculties of
Science and Engineering, and those of Law and the Humanities. For Kant, blurring
the distinctions between the two Critiques (2002a and 2002b), in search of a common
foundation or method, would only result in fruitless debate, and this would also
include utopian universities pursuing inter-disciplinary objectives, thereby creating
irresolvable rivalry between the Sciences and the Humanities.

There is however, a third Critigue (2002¢) that deals with the conditions under
which the power of human judgment, which is inextricable from our freedom
and autonomy, could be fruitfully exercised. This question goes beyond the role
of judgment in Science, as exemplified by experiment and consensus-seeking
argument, or in politics, morality and social justice, where the very identity of
an action depends on the way we judge it. The Critiqgue of Judgment (2002c)
seeks, from the outset, those strange and difficult examples that we cannot avoid
encountering but where we are obliged to take some position, and hence may or
may not anticipate fruitful results. Revealingly, Kant chooses to discuss aesthetics
(a judgment derived through the use of the senses) along with organic form (with its
explanation by aims rather than causes, involving us simply because we are alive)
and history (considered as a cultural creation). It ought to be clear that neither the
sensory, nor the living or the historical, may be usefully observed by the Natural
Sciences, or become the theme of political or civic deliberation. Many may ask
which university faculty derives its rationale from Kant’s Critique of Judgment? In
other words, what activities in the university are apprehended through the capacity,
accuracy and sophistication of judgment alone? Where are such pivotal judgments
cultivated or taught?

Again, the answer can be approached along divided lines. Institutionally,
universities have offered courses in Aesthetics, have hosted Medical Schools
and Departments of Biology, and have also housed historians. Doctrinally, Kant
has provided the mapping for these terrains, and a means of navigating them in
accordance with self-critical aims. In other words, he seeks to provide us with the
only thing that critical thought does provide, that is, a way of avoiding the errors and
illusions arising from the misuse or misapplication of our own faculties. A critique
of any kind cannot give us the subject matter of aesthetics, of an enquiry into the
living or into history, for this is left to scholars and their subjects, but it can inform
us as to how to conduct ourselves on these terrains, in a way that will keep us free
from avoidable mistakes and illusions that result from misusing our own conceptual
resources.

From this heady combination of the brave new 19th century university faculties
and Kant’s three critical appraisals of the scope and limits of reason, all universities
in the German mode have the impression of dealing with two distinct resources: the
empirical and documentary contents of knowledge, which are subject to the usual
criteria of authenticity, validity, reliability and sample representativeness, but also to
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the transcendental architecture of judgments, categories and concepts, which only
critique, the self-reflection of these capacities on their own workings and limits,
can refine. The university is, therefore, uniquely placed in knowledge, between a
voracious expansion of its content and on-going critical refinement of its form.

Having shown the only three ways in which it is worthwhile having an exercise of
reason, Kant also laid out the three possible areas of fruitful activity for a university,
in so far as it aims to distinguish itself from a dogmatic or doctrinal approach, or a
process fuelled entirely on the basis of common sense and widespread public belief.
And so, in this context, we ask ourselves whether the Aesthetic, which the university
can only host and comprehend as an exercise of the power of judgment, but not as an
objective subject matter or rationally resolvable dispute, might be the right therapy
for that ageing relative: the curriculum?

MAKING A WORLD SAFE FOR THE CURRICULUM

The marriage between a powerful conception of experience with the kinds of
judgment it supports, and an ideal institution designed to house it, could easily have
become a failed experiment if it were not built on already receptive foundations.
Compared with the project of Philosophy, the university is an invention of recent
times. The oldest university in Europe is barely a millennium old. It was not of
course devised according to the principles of Kantian Critique, or even by reviving
the model of the Ancient Academy.’ It resulted from a religious rivalry between the
Papacy and Bologna Cathedral, the latter being well funded and hence threatening to
develop into the more influential religious centre. The Papacy barred Bologna from
doctrinal teaching and as a result, its vast collection of manuscripts, assembled for
this purpose was monetised. Scripts could be rented to copy from the library. This
took the form of a lecture; in which a reader sounded the text, providing commentary
where necessary to an audience of writers: copyists conscientiously duplicating the
content in the core and the reflections in the margins. This reservoir for duplication,
no longer part of religious media, had to be located and approved by the city and, in
this way became the university, liable to local taxation and rules, from which foreign
students, who made up the main body of the student constituency, were exempt. Thus
the notion of ‘academic freedom” was established, as the right to travel and copy
under the protection of, but without obligation to, Europe’s major cities (Norman,
2016). In the 18th century, preceding the era of Kant and the modern university, this
original written stockpile had mostly reappeared in print, and the need for copyists
of manuscripts vanished. Hence the student was no longer a ‘writer who listens’ but
a ‘reader who discusses’. The library came to be a royal and later national stockpile
with its value determined by its comprehensiveness. The role of scholarship, which
now unites teaching and learning, is to discover order in collections of books, which
represent knowledge, but also in collections of things, which may be drawn together
from any quarter of the globe. Objects are not independent but demand to be arranged
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intelligibly in collections under royal custody, which not only contained the codes
and transcripts of the laws, but also aimed to gather samples, examples and tokens of
every kind together to further the aim of understanding them through their potential
organisation. All intellectual debate concerned the results and methods of such
organisation, and gave rise to an ambition to classify texts and paintings according to
their order of prominence, into a canon, but similarly to organise all representations
of fact and experience into their logical and inherent structure, such that any one part
of the tabulation could serve as the key. This is the era of comprehensiveness, of the
encyclopaedia, of distinctions that could be gradually but infinitely perfected: the
scholar became a curator.

Communicating between these qualitative and quantitative logics required a
universal language able to express both, such as Gottfried Leibniz (1976) sought. In
its unambiguous ciphers, all images, relations, sounds, words and concepts would
become related. It is not difficult to see in this system and ideal of learning, the
persistence of the library, of a certain kind of collection, of an underlying media
system and model, idealised and captured in the different fields and quests for order
and inter-communication. The scientific or learned correspondence aimed to capture
this ‘order’ within as few steps as possible, to demonstrate the extent to which
orders could be enlarged by scholarly correspondence and hence consensus or by
compilation of types and tokens.!* !

This early phase of The Enlightenment would be turned inside out, like a glove,
by Kant, who introduced the theme of productive limits into the unlimited task of
ordering and redesigning the infinite range of learning, around the finitude of the
experiencing subject. It was no longer possible to believe that knowing could be
exhaustive, but only to make the most of finite access to reality and to extend this
platform by the art of skilful and principled judgment. It is this limiting perspective
that Kant identified, around which he proposes the three domains of reasoning
from which fruitful outcomes could be expected. For the Critique of Pure Reason
(2002a), Nature is the finite constraint, since our contact with it is never exhaustive,
even under the most ingenious of laboratory conditions. Freedom is the constraint
on Practical Reason, on all matters of action, since there is no consensus that can
hope to encompass all future discontents or desires of autonomous people, who
are prepared to remodel the framework which publically identifies their actions.
In the exercise of judgment, from which aesthetics and the non-scientific, non-
political curriculum must derive, the limiting circumstance is that any judge may
not disentangle themselves from the thing to be judged: if it is history, then we
are aware of ourselves as part of that history, beings carried along by that which
we are attempting to act in with understanding. If it is our living totality, then we
must be aware that life gains access to itself as a phenomenon through our lives.
In aesthetics, and all experience falling within its scope, we cannot find a subject
matter beyond the range of our senses, and our discriminations within them, provide
aesthetics with an object.'?
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CONSTRAINED CHANGE WITHIN THE FINITE

From within the productiveness of finitude, the 18th century aim to survey all thought
and knowledge from a universal vantage point, has to be abandoned. Instead the
processes and conditions under which something can be introduced into experience
and become realised there, as objective, moral, or reflexive, is the focus. The German
university tries to become these processes and conditions, or at least to emulate them
in institutions in a way that is aligned to Kant’s specifications. Thus, the Natural
Sciences proceed within the narrow and conservative margin of the laboratory and
the scientific communiqué, through which theory establishes comprehensive contact
with Nature, and all evidence becomes reliable through a broadening consensus.
These delicately balanced processes proliferated into Inorganic and Organic
Chemistry, Experimental Physiology, and Neuro-Anatomy, as well as a Physics of
Energy and fields far beyond Newton or Lavoisier’s'® horizons: not on the basis
of extended subject matter but purely by maintaining the fruitful processes and
conditions of discovery. This was Kant’s first Critique in action expressed through
the university’s willingness to host its principles in institutions such as experimental
laboratories and university presses. In the Humanities, manuscripts and books of
previous eras became subject to philological scrutiny, once they were standardised
by critical editions in print. A perspective was established in which thought and
sensibility came to be seen as evolving within words and grammars in their time-
bound particularity: this particularity and flux was only visible against the fixed
standardised background of print. In this way Culture acquires both its interpretability
and its norms. In the fields of Law and Civics, the State begins to appear as an
entity brought about by contingent and local forces, idiosyncratic pacts and customs
all struggling to attain a universal recognition. States acquire a style and even a
body, Politics becomes an art or at very least a craft: eventually the question would
be posed whether one State could ever understand another or whether their mutual
conditions of survival and reproduction could coexist. In this reflexive mode history
and life become the basic instruments for understanding the political, and the civic
and the laws are overshadowed by norms. In this way the first two Critiques clearly
establish a point of view as well as a manner of proceeding whose fruitfulness is
judged by the new objects of enquiry that it seems to bring into view throughout
the 19th century. The university becomes more the place where themes are conjured
and allowed to evolve or be sustained in accordance with their fruitfulness. Only the
finitude of this perspective separates it from suspicions of speculation and instead
provides it with the honorific mission called research. This was the yield of the first
Western experiment in radical self-reliance, in which our conduct in research and
our discipline in judgment, is as important as the result: as the subject under study.
The university is an institutional setting in which judgment must be exercised in
order to bring about a subject matter but such judgment is rational, objective, just,
defensible or astutely interpretative only in so far as it remains as close as possible
to constitutive constraints and is prepared at any time to invoke them. Critique is
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traditionally the art of being able to identify and express these productive limits and
bring them to bear creatively in areas to which they have not yet been applied.

Does the Aesthetic thrive in this exacting climate? As the most intuitively
accessible of Kant’s three examples of reflexive judgment, how does the Aesthetic
satisfy the criterion of being a productive judgment? To an earlier era, the unavoidable
entanglement of judged and judge, would have appeared as a ‘vicious circle’, a
sealed zone, with no evident entry, resulting only in scepticism towards engaging
life, history and the senses with the prospect of a definite outcome. Kant’s insight,
which today still dominates our historical, vital and aesthetic imagination surpasses
speculation by making mutual entanglement productive, by treating it as a finite
limit rather than a paradox. Operating in such domains gives rise to a process of
judgment that yields, if not the fields called history, life, or sensation, or forms of
action orientated by these, then at least, the possibility of productively rearranging
their problems and hence arriving at an objective interpretation.

THE MEDIUM OF THE UNIVERSITY

While reliable interpretability of this kind was established by Kant’s Critique of
Judgment, and snatched from the limbo of speculation, the German university
provided every inducement and resource for applying such principles through its
eagerness to curriculate the study of Art, Music, Architecture and Archacology
alongside the histories of such endeavours and complementary to this, to establish
the Human Sciences at the peculiar convergence of the remaining Kantian motifs
of historical understanding and the logic of life. While, Kant’s solution alone
provided the possibility of such interpretative pursuits their real impetus and
proof of concept came from a civil servant, a serial seducer, a poet and playwright,
Johann Wolfgang von Goethe." Kittler (1992), shows that within Goethe’s
significance several movements in German culture are bundled: learning to read
through interior sonification or vocalisation, instead of phrase memorisation or
rote learning, construing the other of speech and thought as the mother tongue and
embodying it in the figure of women teaching speech within the maternal bond.
Like Kant’s Critiques, Faust (2001) takes its departure in the encyclopaedism of
18th century learning, which it turns into an epic journey collected in experience,
a passage through styles, times and worlds in which the personae, the characters
behind writing, are evoked and brought into fleshy and often disastrous encounters.
Thus eclecticism becomes the source of coherence in Faust (2001). All that
is required, is that this romantic conquest of the book as the territory for inner
experience, for fictional speech, becomes adapted to the sober purposes of the
university in pursuit of the Kantian promise that reflexive judgment becomes living
interpretation.

Kittler, like other astute readers of Foucault, will find in Kant and Goethe
disruptive and divided figures straddling what The Order of Things (1994) shows
as the gap between Age Classique, and the Modern. Such figures seem either
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overwhelmed and bizarre or simultaneously prophetic and archaic, like Cervantes’
Don Quixote (2005), or Hofrat Schreber (2002). They exhibit unique powers of
synthesis as in Velazquez (Brown, 1986) or Giorgio Vasari (2008): the source of
all subsequent fusion of individuals and historical narratives. In this perspective it
matters little whether Kant first saw the possibilities of interpretation as a reflexive
synthetic judgment, or Goethe provided the necessary genres in which interpretative
experience could unfold and became commonplace.

Literature only emerges with all its modern characteristics after Goethe and Kant:
earlier writing and publishing of the 18th century, irrespective of genre, was not
interpretable as either fiction or non-fiction in the contemporary sense of the terms
but only as a contribution to the refinement of order and exploration of places, pre-
established in the library, in the museum, in nature, in discourse and in all the other
expressions of this ordering. In this context, reflexive judgment is conceivable only
as a freakish or curious loop and complication on the surface of representations and
words, which are the representations of representations. Nor is it possible to imagine
language, whether written or spoken as latently about inner experience, since such a
distinction between inner and outer, cannot be posed in the 18th century.

When considered in contemporary terms, the imaginative skills required of
all reading, the reconstruction through inner sonification, sustained coherence,
anticipatory projection of form, all seem to point towards and fortify the realm of
the aesthetic. Therefore, the curriculum, which is nothing more than the form of
the 19th century university, encompasses every implication of Kant’s three broad
programmes. Where it is not explicitly the pursuit of experimental enquiry into Nature
or juridical enquiry into the institutional forms of action, it is by default reflexive and
unfolding under the protective logic of interpretable senses, life and histories.

A better model of reflexive mode of scholarship might be the 19th century
orchestral score, which is of course a product of the same media regime as the
one subtending the university yet only belatedly becoming part of the academic
programme. Here alphabetisation and sonification are elaborated in separate
steps if music notation along with mathematical notation is seen as flanking and
supplementing the phonetic alphabet. In the case of the composer the sonification
is silent and internal, whereas the performer, the primary reader is literally called
upon to reproduce the aural profile through a specialised instrument that serves for
its decoding. To the interpreter of 19th century music it appears as two interlocked
circles, the one apparently sustained by the composer’s experience and imagination,
the other laboriously brought into being by skilled instrumentalists complying
with a book full of specific instructions. Each circle serves as a norm to the other:
performers use the composer’s experience as that which is to be aimed at while the
composer uses the intricacies and techniques of performers as principles through
which to select communicable elements in their own experience. This ensures that
music in the Western era of symbolic notation remains an object of interpretation at
all times and that this interpretation always departs from alternate yet complementary
bases. Orchestral music thus provides a model of the 19th century media network,
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dramatising its contrast and splitting its various sutures wide apart. Towards the
end of the 19th century, Mallarmé would see in Richard Wagner the principle and
destiny of 19th century poetry (Lees, 2007), but by then Wagner had already crossed
the divide from score to multimedia and Mallarmé would be confronting the enigma
of the typewriter.

Within the hybridisations and enlargements of reflexive judgment and along
the paths of every kind of symbolic notation, musical, phonetic or mathematical, it
would seem that fresh objects of realisation and interpretation could be discovered
ad infinitum. 19th century scholarship, which is so close to the domains of cultural
invention in the 19th century, can rightly be called ‘Romantic’, or ‘Historicist’ or
even ‘organic,” as never before or since has the passage through the media system
of making and of understanding been so intertwined. The aesthetic curriculum or
‘curricular-aesthetics’ might have expanded in all possible ways, up to the present,
and formed the habitual basis of our self-conceptions or self-image, had it not been
for a further and unexpected media change.

AESTHETIC RELOCATION

The German university implements the prospects, domains and ambitions of critical
philosophy in its faculties, departments, programmes and outlook. This has the
ironic consequence of displacing philosophy from the university curriculum, since it
has become so thoroughly implemented as its form. It is within this instability that
one of the key themes of Kant’s Critique of Judgment, the sensory order, becomes
a topic for scientific investigation and hence brutally migrates across faculties and
also Critiques. The Psychophysics laboratory establishes itself in the experimental
order of investigating Nature as fact. The objectivity it pursues, derives from the
relationship between stimuli (which can be exhaustively defined by Physics and
produced on demand by physical apparatus) with the subject of such stimuli (the
volunteer, producing reports on what is experienced, while engaging strictly at the
level of their sensory physiology). The early investigations of Wilhelm Wundt,
Gustav Fechner and their cohorts (Wozniak, 1995), indicate most strongly the ways
in which the senses and their owners deceive one another. Optical colour mixing
through spinning discs, illusions of movement through lines of flashing light,
inability to estimate relative size, disorientation with respect to the vertical, these
were the early themes of the Psychophysics curriculum. What had begun as a rather
routine investigation into the correlation between stimulus and sensation, a metric
or scaling of such things as reaction time, produced what was surprisingly an ever-
growing catalogue of illusions, of systematically faulty perceptions, that could be
produced on demand under laboratory conditions. Barely a century after Kant had
criticised 18th century metaphysics as being the illusion of objectivity, researchers
like Helmholtz conversely established the objectivity of illusion.

The immediate products of Psychophysical Science, were prostheses for the
sensory-impaired: the typewriter, enabling the blind to write by touch, or innovations
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in hearing aids. These worthy technologies, with their theory, quickly extended to
include media systems, extending the principles and mechanisms of the prosthetic into
the first technological media. The film fully exploited the illusion of motion created
by successive ‘still’ images, the gramophone took the techniques of writing sound
directly into mechanical oscillograms, based on bristles inscribing moving cylinders
of soot into the realm of a storage media, and acoustic playback. These illusions of
movement or of speech completely altered the relationship between the symbolic
aspects, and their possible content, for now a content of film or of a gramophone
recording could be completely explained by the causal relation of apparatus to object
— a galloping horse, an oncoming locomotive, or even Edison, shouting: ‘Mary had
a little lamb’. Sensation could be stored across time, and produced later, on demand,
without the requisite of coding or decoding in a symbolic medium. This apparently
commercial and technical event liquidated the aesthetic academy.

The aesthetic now establishes itself in a non-interpretable format, entirely of
its own, which addresses the senses and the physical world directly in the same
dimension, as revealed by Psychophysics, but is free to produce phenomena, rather
than merely provide their investigation. With interpretation and judgment displaced,
along with the symbolic media, discussion of the technological media unfolds
within their technical specifications. A demand to master this vocabulary, which
is not interpretative but wholly descriptive and procedural, is placed on the critic
and on the creator alike. Now they speak in identical terms; the one is no longer
able to explicate the other. Hence, the earliest discussion of film did not take on an
aesthetic connotation, but rather specified effects and outcomes in terms of making
and process. What seems like a ‘poetics of film’ in Vertov and Eisenstein (2008)
is a formulation of recipes for achieving and later naming and describing, certain
technical effects. By the time the earliest audio recording session took place around
the acoustic horn (and string instruments themselves sprouted horns in order to find
their place within it), the interpreter had already given way to the producer. It would
require the flamboyance of Glenn Gould" to inculcate this change in over-subtle
consumers of music, eager to extend their 19th century ‘sleepwalk’ through to the
realm of the un-interpretable technological media in which Edison, and not Kant or
Goethe, provided the relevant vocabulary and experiential access.

All of the singular or defining events of Modernism, would have this character of
extracting vocabulary from objective characteristics of the technological medium.
Even abstraction in painting, which had detoured through the mystical vocabularies
of theosophy, and other promising realms of an order beyond experience, would
find Klee and Kandinsky providing it with its definitive vocabulary, in the form of
techniques, which assembled together formed part of the Bauhaus Curriculum. The
Thinking Eye (2013) and Point and Line to Plane (2013), are also the manifestos
of a curriculum freed from aesthetics, interpretation and judgment, and indeed
from reliance upon experience in its 19th century sense, in favour of an absolute
concentration of the specifics of the medium and an attempt to redefine Art, in its
technical sphere.
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CONCLUSION

The question raised by the 21st century university, is how to differentiate itself
from its powerful surrounding institutions, which are normative, explicative,
relentlessly questioning, knowledge-managing and that actively shape and reshape
judgment. The title and theme of this collection imagines the aesthetic as a resource,
which the university might use, once more, to distinguish itself from technocracies,
capitalist innovation and mediatised civil society. Underlying this hope, is the belief
that aesthetic and critical deliberations are somehow synonymous. They are, but
not in the ways their contemporary champions imagine, for critique introduces the
aesthetic and both play a foundational role in the establishment of the 19th century
academy, and in the interpretative and humanistic legacy that it continues to promote
today.

From the perspective of the present, however, the conditions under which the
critical academy and the realm of interpretable experience, assigned to the aesthetic,
coalesce, are well explained as effects of a prevailing media network. They represent
a response to its changes, and possess no longevity per se. Critique and the aesthetic
in which it finds its purest exercise as reflexive judgment, may not be coherently
reformulated, let alone called upon as benchmarks or resources, beyond the advent
of the technological media. Whether this is to be regretted, tolerated or embraced is
a matter for further discussion, but clearly echoes throughout the work of Foucault
and of Kittler, who are today’s access to Kant’s project. Critique and aesthetic can
only be revived in closest proximity to their indispensable media regime of symbolic
notation: they are indigenous to the era of the book and vanish with the dawn of
post-symbolic media whose first task was to disaggregate the book and its modes of
understanding. By turning inner experience inside out and making it available within
the machine, they also displaced access through interpretation and put in its place
a new figure for a new kind of interpretation: the unconscious. Like ‘old software’
now archived along with its hardware, critical reflection within the university and its
basis, the interpretative stance cultivated through reading and writing, can only be
accessed as a whole, meaning that a critical academy only exists for us in the past,
purely in the perspective of a media archaeology.

NOTES

' On contemporary technocracies and the scope of their knowledge see Roberto Esposito Bios (2008)

(especially Chapter 3).

On the centrality of question driven innovation to Capitalisms viability see Jon Elster Explaining

Technical Change: A Case study in the Philosophy of Science (1983).

3 On the notion of ‘matters of concern’ see Graham Harman Bruno Latour: Reassembling the Political
(2014).

4 See Massive Open Online Courses (MOOCS) by Harvard University, Massachusetts Institute of
Technology and the like.

> The other agencies in society would be those such as knowledge-management systems and the
generation of expertise in technocracy, the analytic and reverse engineering capacities of private

Y
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sector Research and Development and its ability to select research avenues which efficiently prime
innovation, and the mediatised foundations of civil society able to interrogate public opinion
thoroughly through their resources of rapid feedback and massive data mining.

¢ Immanuel Kant (1724-1804) was a modern German philosopher.

7 Karl Marx (1818-1883) and Friedrich Nietzsche (1844-1900).

8 See Mary Douglas How Institutions Think (1986) on the impossibility of separating form from content
in cognitive performance and cognitive performances from institutional relations.

®  Founded by Plato (428/427 BC-348/347) ca. 387 BC in Athens, sustained by Aristotle (384-322 BC)
and upon the former’s death by Speusippus (347-339 BC).

10" Both Sir Isaac Newton (1643—1727) and Carl Linnaeus (Carl von Linné) (1707—1778) are two such
early examples.

" A pioneering study of this epoch from a non-philosophical and non-scientific history point of view is
Svetlana Alpers’ The Art of Describing. Dutch Art in the Seventeenth Century (1984); on the relations
between knowledge and print see Elizabeth Eisenstein’s Printing Press as an agent of Change (1979)
and Bruno Latour’s Drawing Things Together (1986).

12 Kant refers to this process as “reflective judgment.” Judgment based on an anterior judgment over
which the exerciser of the judgment has no control but simply inherits as a result of existing in history,
being alive or having senses.

13 Sir Isaac Newton (1643—1727) and Antoine Lavoisier (1743—-1794).

14 Johann Wolfgang von Goethe (1749-1832).

15 Pianist Glenn Gould (1932-1982) was one of the most celebrated artists of the 20th century.
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DENNIS SCHAUFFER

4. RE-HUMANISING THE CURRICULUM IN A
NON-AESTHETIC EMBODIED SOCIETY

INTRODUCTION

This chapter explores what defines the distinguishing characteristic of human
beings which marks us as distinct from other entities. Some argue that our capacity
to engage in non-dual thought marks ourselves as definitive. This non-dualistic
capacity is however, often not foregrounded within the dichotomous decisions we
make within our current education system which seems to be overly-concerned with
facilitating the integration into a dominantly normative, econometric, individualistic,
linear rationalist and non-aesthetic embodied society. Advances in curriculum
design and delivery are frequently imitative of a capitulation to the exponential
rise of de-humanised technologies as unquestioned hallmarks of an evolving
educational quality. But our educational curriculum could produce an alternative,
could build capacity to regain our humanity aesthetic. This chapter will argue that
our curriculum is capable of its reassertion of our non-dualistic meaning-making
capacities, activated through a reassertion in our complex integrated and non-binary
selves. This is what Schiller (1902) about a century ago, referred to as an ethical turn
towards an aesthetic state of mind, of being and becoming.

DEFINING CURRICULUM POWERS

It is already well-established that any curriculum entails a selection of courses thought
to be desirable to induct new cohorts of learners into the valuing systems of those
who govern the management of the knowledge. The conception of what knowledge
is most valued shifts in accordance with the specific socio-cultural and historical
context and the stages of perceived development of the targeted learners. Its content,
form and media are never neutral. These stimulate the recurring classical curriculum
questions which are foci of educational studies. These include: who determines the
suitability of those who serve on such decision-making bodies, and what guides the
choice of such bodies in selecting what is included and/or excluded in the syllabi that
underpin the courses that constitute the curriculum? Who establishes the benchmarks
of quality? The power to define the curriculum entails the power to define the nature
of the society in which one resides, its present and its future, and therefore it is not
surprising that different organs of power are specifically interested in defining and
redefining the nature of the educational curriculum through the formal and informal
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structures of society. In medieval times this role was constituted by the Church who
had jurisdiction of accepted knowledges. Today, the powerful barons of industry and
economics, abetted by the efficiency rationalities of superfast advanced technologies,
perhaps have more authoritative say over curriculum decision-making, even though
they may/may not overtly appear as instrumentally connected into the formal
education system. What reach do politicians assert in this curriculum contestation
of powers? Whose capacity to define is most powerful? From where, or from what
does this authority derive to redefine the nature of the curriculum selections? What
unexpressed tacit philosophical and theoretical worldviews underpin the decision-
making? Do academics, teachers and education managers, as valued knowledge
custodians and producers, have much sway to re-direct, or challenge normative
tendencies? What consequences does the assertion of a more technologically-driven
activity networked society have on the quality of the human aesthetic enterprise?
Are we as humans indeed advancing (as some would lead us to believe), or perhaps
are we becoming less humane? And why does it matter anyway?

A purely quantitative analysis of the funding income generated into the higher
education system to activate the science, technology and mathematics (STEM)
education disciplines suggests that these disciplines are the valued ones to be
elevated. They notably assert more powerful space within higher education planning,
administration, research and management discourses. Often this preference is argued
to be commensurate with the contribution that STEM disciplines make to drive
manufacturing, industrial and business enterprises, and that they are the activators
of economic development. Much foregrounding of issues surrounding the quality of
the STEM curriculum emerges, where conscious effort is directed towards finding
better strategies of improving access, processing and throughput of its students. This
is sadly to the neglect of the arts and humanities which have become blurred and
smudged as higher education curricula foci. Concerns are offered about redirecting
over-enrolled arts and humanities into instrumentalist STEM-valued, ‘productive’
career-directed opportunities. This we believe, is having an effect of prioritising the
rationalistic discourses usually characteristic of the STEM disciplines as a preferred
language of future growth and prosperity. Consequently, the aesthetic, intuitive
and instinctive capacities promoted by the arts and humanities, are becoming
eclipsed. One of my favourite quotes of uncertain authorship but sometime attributed
to Albert Einstein celebrating this latter human aesthetic capacity suggests:

The intuitive mind is a sacred gift and the rational mind is a faithful servant.
We have created a society that honors the servant and has forgotten the gift.

THE INTELLECTUAL SERVANTS

Setting aside the metaphysical allusion it would appear that our society and the
educational institutions that supposedly cater for its intellectual and skills needs have
indeed honoured the servant and have been assisted in this through the exponentially
expansive use of technology-assisted learning devices such as smart boards, language
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laboratories, virtual classrooms and other online learning resources, including
the World Wide Web and smartphones. This technological trajectory is about to
incorporate a new generation of neuroprosthetics that will change our concepts of
knowledge and skills acquisition and might irrevocably change the nature of learner
and learning (Harch & Dhillon, 2004). It would certainly have a lasting revolutionary
effects on the concept of learning and the nature of pedagogy. But we are not there
yet. Despite the development of the Braingate technology' and the current work on
a brain implant to translate languages,’ we are still some way off being able to send
students through the doors of a university lecture room that has been converted into
a medical implant laboratory, to have an information chip inserted into the brain that
will instantly convert a student into a mathematics genius, a physics luminary or
a fluent speaker, reader and writer simultaneously of Russian, Chinese Mandarin,
Hebrew, Classical Greek, Sanskrit, Urdu, isiZulu and Norwegian. The creation of
the necessary information chips is relatively easy but where and how to insert these
into the appropriate centres of the brain is a problem, as not enough is known about
the functioning of the brain.

The deficit in our knowledge of the brain was addressed directly by President
Obama in April 2013 in a press conference where he announced the commencement
of the White House Brain Initiative,® anticipated to be the next significant step in
the understanding of human biology after the successful sequencing of the human
genome and stem cell cloning. When it comes to application all the most sanguine
aspirations relate to biomedical and neuro-motor advances and to computational,
language and factual learning skills (all commercially exploitable, useful
acquisitions). One might question, whether any government or organisation would
be prepared to invest billions in discovering which part of the brain is responsible
for creating aesthetic sensibility. Whilst the technological advances seem to know
no boundaries, one wonders whether a chip could ever be devised that would enable
someone to play classical music superbly and not just with technical brilliance.
Could there ever be a chip for acting Hamlet, delivering a poem by Dylan Thomas,
singing like Caruso, painting like Picasso or dancing like a Dervish? Despite the talk
of educating the whole person and of striving towards holistic education, the sun
seems to be setting on that grand endeavour and seems to be about to rise on a world
populated by posthuman cyborgs. The new dawn has already been presaged by many
including Katherine Hyles (1999) in her book, How we became posthuman: Virtual
bodies in cybernetics, literature and informatics. Hyles articulates her understanding
of the term posthuman as follows:

I understand human and posthuman to be historically specific constructions
that emerge from different configurations of embodiment, technology, and
culture. My reference point for human is the tradition of liberal humanism; the
posthuman appears when computation rather than possessive individualism
is taken as the ground of being, a move that allows the posthuman to be
seamlessly articulated with intelligent machines. (Hayles, 1999, pp. 33-34)
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SUPERHUMANS AND POSTHUMANS

In answer to the moral and ethical concerns that are being anticipated by the possible
fundamental shift in mankind’s ontology, an academic, Verner Vinge, pointed out that
this would be no more than the natural and historical human tendency to entropy; the
propensity to push the boundaries of human possibilities for complexity of order and
enhancement of intellectual capacity. In 1993 Vinge wrote in a web article “Within
thirty years, we will have the technological means to create superhuman intelligence.
Shortly after, the human era will be ended”. That leaves us only seven years to get
adjusted to the new era. If this prognosis is accurate then we can already answer the
opening question: it won’t matter at all, because the entire concept of a curriculum
based upon human needs would have changed fundamentally.

What then, one might ask, supersedes humans? Dualists of course will regard this
entire discussion as absurd because human consciousness, is socially constructed
and the spirit, soul, or life force are of supernatural origin and not ‘embodied’ in the
human brain. It would, in consequence be impossible for man to transplant or replicate
human consciousness. Vitalists would say that uploading was a priori impossible.
The original cyborg (cybernetic organism) anticipated by Heidegger involved
a human being with bodily functions enhanced and controlled by technological
devices. Already we are familiar with pacemakers (artificial heart valve pumps) and
at many centres experiments with and research into the use of nanotechnology has
commenced. The race is on to produce a nanobot (a microscopic robot built by means
of nanotechnology)* to undertake simple internal operations within animal and then
human bodies. Of course, the scale of the prototypes at the moment is far from
being ‘nano’ (one billionth of a metre in size) and it will require the achievement
of practically applied nanotechnology for molecule-by-molecule manufacture of
nanobots small enough to be injected into the human body, and once inserted to
replicate themselves in sufficient numbers to maintain, repair, diagnose, cure and
even enhance bodily features and functions. Some commentators have begun to ring
alarm bells by asking what would happen if the process of self-replication went out
of control? If this led to the destruction of the human host this would be referred to
as the ‘grey goo’ scenario. If the process led to the take-over of the natural ecology,
then reference would be made to the ‘black goo’ scenario. Alan Goldstein in a very
readable posting in a blog on the I, Nanobot — New Scientist — tribe.net refutes the
idea of tiny robots being used for the above mentioned purposes:

(T)hey will not be tiny robots. That mechanical fantasy, promulgated by
proponents of ‘Drexlerian’ nanotechnology who appear devoid of even the
most rudimentary knowledge of chemistry, has been decisively refuted by
people who actually build the components for nanobiotechnology systems.
People like the late Nobel Prize-winning chemist Richard E. Smalley and the
great Harvard bioorganic chemist George Whitesides. What will really go
into our bodies, or out into the environment, will be hybrid molecular devices
composed of both synthetic and biological components. These ‘devices’ will
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have been fabricated to specifically exchange chemical information with
biological or ecological systems, they will not be nanobots, they will be
nanobiobots — and those three letters make all the difference. (Goldstein, 2006,
online)

Does this mean though that the human race is prepared to be snuffed out with no
more than a whimper? Does it even appreciate the potential danger it is in? It is easy
to simply dismiss all the talk of cyborgs, posthumanism, the singularity, and so forth,
as fanciful themes for science fiction novels, comic books and the film industry but
there are some sobering thoughts to consider:

Sceptics maintained that manned flight was impossible, but in 1903 the Wright
Brothers recorded the first powered flight in an ‘aeroplane’ that cost less than
$1000 to manufacture. In just 66 years, technology had advanced to such a degree
that it was possible to launch a rocket to the moon, carrying three people, at a
cost of over $7 billion. In 2015, just two weeks after announcing the intention to
send a manned mission to establish a human colony on Mars in 2022, over 78 000
people volunteered for the one-way trip to the Red Planet;

The first hand-held cell phone call was made by Martin Cooper in the USA in
1983. The phone could make and receive calls — and that was it. Now, just over
30 years later, teachers face classrooms full of students with affordable smart
phones in their pockets, that have more power and connectivity and functions
than the most sophisticated valve computers of the past that weighed tons, filled a
room, required air conditioning to operate, and cost millions. Within twenty years
scientists working at MIT predict that cell phones will be obsolete and messages
and images will be communicated using encephalographic brain waves instead,
In the last twelve years we have seen the development of the camera phone, the
introduction of the social media site Facebook, UTube and Google Maps. We are
now fast approaching what is being called the “Internet of Things” which will link
smart sensors, cameras, software, and massive data bases via wearable, embedded
and implantable computing devices that can tap into artificial intelligence enhanced,
cloud-based information storage sharing holdings with augmented reality;

On the medical front, the first pancreas was transplanted in 1966, the first heart
transplant took place in 1967, liver transplant in 1967, monkey head transplant
in 1970, lung transplant in 1981, hand transplant in 1998, partial face transplant
in 2005, penis transplant in 2015, and the first human head is about to be
transplanted by Dr Sergio Canavera. If that sounds fanciful, a minor prelude to
this event occurred on 22 May 2015 at the Houston Methodist Hospital when
James Boysen received a “craniofacial tissue transplant at the same time as a
kidney and pancreas transplant” (The Guardian, Friday 5 June 2015, online). This
was the world’s first skull and scalp transplant;

Human cloning remains a hotly debated issue since the first cloned creature, the
sheep known world-wide as Dolly made headlines in 1996. The ethical issues
raised by embryonic stem cell research will keep us occupied for a while yet;
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* Something that many seem to regard as being on the lunatic fringe (like human
flight in the past) is Whole Brain Emulation (WBE) or mind uploading which
could herald the dawn of sentient machines. Apart from the dualist objections
previously mentioned there are other sceptics who feel that the task of uploading
a human brain is of such a complex order as to place this forever beyond human
technology. Whilst no one can be certain that this task will ever be achieved the
possibility does seem to gain credibility from steps in this direction either already
taken, or envisaged. In 1954, Vladimir Demikhov grafted the head and upper body
of'a puppy onto the neck of a fully grown dog. The world was shocked and morally
outraged but the USA government was also concerned that America should stay
ahead of the game in all scientific endeavours. It was not surprising then that after
Dr R. White completed studies to be a brain surgeon at Harvard Medical School
in 1960, he obtained government funding to establish a brain research centre at
County Hospital in Cleveland, Ohio. On 4th March 1970, White successfully
transplanted the head of a decapitated rhesus monkey onto the body of another
decapitated monkey. The head soon regained consciousness and attempted to
bite the finger of the experimenter (an action that most people I think would
applaud as being both understandable and justifiable). The spinal cord could not
be attached and so the animal was in effect a paraplegic. Ray Kurzweil in Live
forever — Uploading the human brain...Closer than you think, makes reference
to a condemned killer who in 1993 gave permission for his brain to be invasively
scanned and now all ten billion bytes of his scanned brain are accessible on the
internet. Whilst you can see every neuron and every neurotransmitter in each
synapse-thin layer, the scan is not yet at a high enough resolution for a re-creation
to take place. Further experiments in 1997 enabled White to achieve respiration in
the receptor monkey, but the problem of attaching nerve tissue to the spinal cord
successfully remained elusive. Presumably this problem has now been resolved.
We live in interesting times indeed!

Given the exponential rate of technological advancement, with the above
mentioned being just a smattering of examples, there is not a single field of human
endeavour that will not be touched by scientific and technical effort. The field of
education will not be exempt from this melee. Since Noam Chomsky’s critique of
language learning via audio-lingual methodology (including language laboratory
use), a number of alternative approaches have been proposed. In broad terms the
latest theories incline towards ‘inculcation’ and sub-conscious acquisition as distinct
from conscious learning. The problem with CALL (Computer Assisted Language
Learning), which has grown in popularity since the 1990s, is that it is, despite its
inter-active elements, a conscious approach and the inter-active element is at best
at one removed in its two-dimensional transmission of language information from
the natural three dimensional social learning context for language acquisition. The
popularity of CALL rests on its ability to handle a large number of learners at any
one time and it can also be employed in distance learning; two undeniable and
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highly persuasive advantages when one considers the massification of education.
One could add to this the advantage of easy self-assessment. This makes it easier
to handle more learners as the tutor is only capable of monitoring a limited number
of learners at any one time. Ultimately, from an institutional point of view it is the
most cost-effective method of language teaching. It is NOT necessarily, however,
the most pedagogically sound or advisable method and one could possibly raise
an cthical issue here regarding the expediency of cost-effectiveness as opposed to
pedagogical integrity. What applies to language learning can be generalised to all
aspects of the curriculum that make significant and increasing use of technological
approaches for teaching and learning.

It seems inevitable that artificial intelligence will soon outstrip human intelligence
(if intelligence is the capacity to assimilate, order, react to, compute, and forecast
data) and it is certainly possible to conceive of machines capable of reading and
understanding printed materials. Personally I could, grudgingly, entertain the
possibility of a machine with uploaded human intelligence displaying, in its way,
human-like feelings. Machines that play music are hardly a new phenomenon and
with a set of musical parameters and definitions, why should future machines not be
capable of producing original works? The same goes for drama, fine art, and even
(when robotics reach that stage) a dancing robot. This raises the question: Is there
anything that a machine could not ultimately take over from human consciousness?
Some have argued that artificial intelligence cannot produce anything new in the
sense that it must proceed from information already programmed into the system.
But a similar argument can be used to claim that human imagination, which is the
source of novelty, cannot create anything completely new because it only recycles
bits and pieces from experience and reassembles these in ways that are innovative.
How this, in turn, relates to that which is instinctive and intuitive is taken up in the
reference to rasa in the next paragraph.

I imagine a robot playing the Shakespearian character, Hamlet. I have no doubt
that the robot ‘performer’ would be word perfect. The emotional expression revealed
through tone of voice, focus, gestural and postural semiotic signs could conceivably
be programmed randomly to select subtle differences of interpretation ensuring that
no two performances of the same role would ever be the same. Audience reception,
both audible and visible, could be factored in to provide a causal link to variations
of mood, pitch, pace, projection, emphasis, and so on. Performing and visual artists,
however, know instinctively that there is another level of involvement not covered
by the aforementioned. I say instinctively because we are speaking in a western
language that has no adequate equivalent to the eastern concept of rasa, which
makes talking about the issue very problematic. The nearest I can get to interpreting
this concept is to say that rasa is the inspired feeling that an artist imbeds in an
artefact in such a way that it is communicated intuitively to the informed, sensitive
individual who experiences the particular artefact through the emotions. From a
different mindset one could pose a question such as: How could a robot access the
swadharma of Hamlet? (i.e., what he is compelled to do by virtue of his fate). Access
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could only be via the gunas which Bharucha defines as “the innate psychobiological
traits which are the heritage of an individual’s previous lives” (1993, p. 71).

Of course in a humanist debate (as I understand humanism) such esoteric
considerations are out of order, unless the concept of humanism is revisited to
incorporate the metaphysical. At the end of this chapter I suggest an alternative
way to address the problem that might be more acceptable. Rasa theory aside then,
it would appear that there is an inexorable march towards the partial fusion of
humans with machines or being totally subsumed by them. Hayles (1999, p. 291),
however, reminded us that

Although some current versions of the posthuman point towards the anti-
human and the apocalyptic, we can craft others that will be conducive to the
long-range survival of humans and of the other life-forms, biological and
artificial, with whom we share the planet and ourselves.

Whilst this may be a comforting rejoinder, there remains a sense of unease reflected
in films such as The Fly, Robocop, Star Wars, and so on. It is no longer a case of
boy meets girl and after some suitable dramatic complications, boy gets girl. Now
it is a case of man makes machine and after suitable dramatic battles, man conquers
machine, or vice versa, or even having fallen in love, the machine seeks human
status through the acquisition of human emotion.

Not that the concept of human bodies fusing with non-human forms is new. The
concept is as ancient as the myths and legends of our earliest civilisations. Ganesha
has the head of an elephant, Pan was half man and half goat, centaurs are fusions
of man with horse, and a mermaid is the fusion of woman with fish, and so on.
Transmographication in literature is reasonably common with Dracula’s ability to
become a bat, and Renfield’s ability to become a werewolf. The Dracula tale is
interesting from another point of view in that, as a vampire, he is described as being
un-dead. Would un-dead be a suitable term to apply to those machines with uploaded
human consciousness, and would they only be regarded as ‘dead” when the system
crashes without a backup?

It is significant to note that in myth, legend, and in literary works that precede the
concept of the cyborg, humans fuse with other living entities in the main (some with
trees, the sea or mountains), but not with machines created by human technology.
It is not in my view the prospect of men fusing with machines per se that is the
cause for the current unease, it is instead the threat of alienation and displacement
of the human being from a position of control and violation of human dignity. When
Galileo in the 17th century proposed that the earth moved around the sun and was
therefore not at the centre of the universe, religious authorities were immediately
outraged. Copernicus, some ninety years earlier, had proposed that the world was
round, not flat, and that it revolved around the sun. His writings were, predictably,
banned by the all-powerful Catholic Church and were only unbanned in 1835.
Others who agreed with Copernicus were either silenced (Tycho Brahe) or arrested
and burned at the stake for heresy (Giordano Bruno). The prospect of God’s finest

54



RE-HUMANISING THE CURRICULUM IN A NON-AESTHETIC EMBODIED SOCIETY

creation, man, not being at the centre was as much a challenge to orthodox belief
of its time as Darwin’s Origin of the Species proved to be later. With modernism
and humanism man was firmly in charge and responsible for a godless world. Even
the transhuman retains control, but in posthumanism, at least in one interpretation
of the term, humans seemingly capitulate and vest effective control to machines.
Consequently, an over-arching question arises: What qualities are unique to human
beings (if any)? In other words: What distinguishes human beings from all other
entities?’

NON-DUALISM, UBUNTU AND EASTERN PHILOSOPHIES

Without going through all the discounted definitions involving ‘tool using animals’,
‘opposable thumbs and non-opposable big toes’, ‘language users’, and ‘creatures
of compassion’ and without a redefinition of humanism in general or a reversion to
something like Kierkegardian Christian humanism, one cannot seek a metaphysical
answer to the question in terms of ‘soul’ or ‘spirit’. These scientifically unproven
concepts aside, I do believe that a possible alternative answer could be found in the
non-western mindset. To have to fuse with a machine in order to achieve immortality
or heightened intelligence would make no sense to a person with the kind of
traditional African mindset which has already collapsed the duality of individual
and society. This is captured in the isiZulu expression ‘Umuntu ngumuntu ngabantu’
with the denotation ‘a person is a person because of people’ and the connotation
‘an individual is an individual in relation to their contribution to the social good’.
Compare this to the individualist ideology embedded in Descartes’ ‘Cogito ergo
sum’ (I think therefore I am). The duality of life and death has also been collapsed
in the notion of the amadlozi (ancestors). The so-called death of a person in such
belief is simply a point of transition between being a person and being an ancestor.
In an animist way, the ancestors inhabit trees, rivers or rocks. As far as heightened
intelligence is concerned, it can be acquired by direct reference to the ancestors via
prayer, sacrifice, trance, or through dreams, or drugs. The idea would be equally
illogical to anyone who believes in reincarnation as distinct from resurrection in a
Christian sense. The western mindset is characterised by linear logic grounded in
dualism and western religion is equally linear in the sense that it proceeds from a
notion of creation to apocalyptic eschatology.® The eastern mindset by contrast is
cyclical and non-dualistic in nature. In his criticism of Peter Brook’s nine-hour film
of the great Hindu epic, the Mahabharata, Bharucha comments:

If Brook had given some importance to the cyclical nature of time that pervades
the Mahabharata, he would have rejected the validity of dramatizing the epic
in a predominantly linear narrative. Nothing could be more foreign to the
Mahabharata than linearity...” What one misses ... is the sense of time that
transcends chronology, time that stretches to infinity...[In Brook’s film] time
is truncated into blocks of action, acts and scenes that have definite beginnings
and ends. (1993, p. 75)}
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Bharucha illustrates the difference between linear and cyclical mindsets because
for the linear mind the whole is the sum of its parts, but for the cyclical mind the part
is a microcosm of the whole. Differentiation of mindsets is dealt with extensively
by Marimba Ani in Yurugu. Of the western mindset she writes, “linearity was
fundamental to the system of ‘logic’ that Aristotle introduced, which was thereafter
equated with truth” (Ani, 1994, p. 68). She then quotes Vernon Dixon who

characterises European (Aristotelian) logic as ‘either/or logic’ which is based
on the laws of absolute contradiction, and on the exclusion of the middle
ground. He says that ‘either/or’ logic has become so ingrained in Western
thought that it is felt to be natural and self-evident. He contrasts European
logic with what he calls the ‘diunital logic’ of the African world-view, in which
things can be ‘apart and united at the same time’. According to this logic,
something is both in one category and not in that category at the same time
[Umuntu, ngumuntu, ngabantu], This circumstance is unthinkable given the
European world-view. (Ani, 1994, p. 68)

Earlier Ani quoted De Lubicz’s description of the rational European search for
universal truth as “research without illumination”. For him the basis of all scientific
knowledge or universal knowledge is intuition. “Intellectual analysis is secondary
and will always be, at best, inconclusive” (1994, p. 67).

My point is that a human being has a choice and is capable of both linear and
cyclical thought. Are both being catered for in the curricula of schools, training
institutions and universities? With most of the encouragement in education being
vested, understandably, in science and technology, are we not, by implication,
discouraging teaching and learning in aesthetic education which is, ironically, the
area of enquiry that speaks to our unique humanity? Revisiting the opening question,
one could say that, “Who decides what is and what is not to be included in the
curriculum” is, therefore, of supreme importance and, yes, it does matter because the
essence of humanity is being questioned.

The kind of advanced intelligence in a super-computer that is envisioned as a site
for possible attempts to upload human consciousness would still operate through
a fundamental dualism of bi-polar antimonies (opposites). In essence, a computer
recognises 0 and 1. Instruct a computer to collapse the duality and it would freeze.
How then would it be possible for a computer operating on on/off signals to become
non-dual in thought? My assertion is that currently, the human being is the only entity
with the capacity for non-dual, cyclical perception and thought. 1 believe this to be
true despite John McCarthy’s challenge to Hubert Dreyfus to put money on him not
being able to write logical formulas for ambiguity tolerance.’ The point is that this
has not as yet been achieved. When it is achieved, we are definitely in trouble! The
same applies to non-linear mathematics and science because these fields still rely on

...cleverly conceived computer-based numeral simulations giving insights into
problems that are at present intractable. (Campbell, 2006, online)!'?
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Whether uploading will ever become a reality remains, for the moment, an open
question, but with the example before us of Wilbur Wright, who once declared
that man would never fly, we would be wise to keep an open mind on the subject.
Considering also that the time between the Wright brother’s famous flight and man
setting foot on the moon was a mere sixty years, and the fact that technology is
advancing at a demonstrably exponential rate, who knows where we will be in 2066.

CONCLUSION

Having placed faith and trust in the assertion that linear logic, western science, and
technology can in the end explain all things,'' western humanists are fast approaching
the position in which a ‘yes’ or ‘no” answer will have to be given to the question: Is
there any unique, inimitable quality possessed by Homo Sapiens alone? A capacity
for non-dual thought is what I propose ironically enough to back up a positive
answer to this essentially dualist question. The implications are profound and, if
accepted, there would be a need to redefine humanism while the ripple effects on
education, teaching and learning would be shattering. A negative response will have
equally profound implications for, with no apparent claim to any unique quality,
human kind might very well be logically advised to follow the yellow brick road to
the mechanical wizard that will make it possible for us to leave our human bodies to
live an idyllic, super-intelligent, disease-free life in hedonistic virtual reality forever.
What posthumanists regard as the dark days of man’s ignorance, used to be referred
to as heaven, moksha, nirvana, or some other culture-specific term. The posthuman
version though will be a godless existence without transmographied beings with
wings. But, it is also useful to bear in mind that this ‘yes’ or ‘no’ answer will only
be required of those with linear mindsets. The rest will be left to carry on in their
non-linear, cyclical way, pursuing strangely similar though radically different ends;
an entirely appropriate position to be in for a non-dualist... myself now among that
number until the inexorable tide of changing insights and awareness sweeps me
away to welcome new perspectives. I wonder what a postposthuman perspective
will involve?

Could it possibly involve a re-incorporation of the aesthetic world of creativity,
imagination and fantasy into the new perspective? Perhaps a re-reading of Schiller
is called for.

NOTES

Braingate “relies on a direct link to the motor cortex by an implantable chip which then works to
collect neural impulses and translate them to an external monitor. This then reads the transmission and
performs the desired action” (Martin, 2005, online).

See http://glossynews.com/science-and-technology/201104010530/nano-chip-brain-implant-allows-
users-to-instantly-speak-foreign-language/

BRAIN is an acrostic for Brain Research through Advancing Innovative Neurotechnologies.

See Massachusetts Institute of Technology as an important example.
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> In all of this discussion the term ‘man’ and ‘mankind’ are used. The implicit sexism in the use of such
terms could derive from the establishment of the Bible and Christianity with the Council of Nicaea
in 325AD. The Nicene Creed did not accept that women had souls. The church only accepted that
women had souls in 1545. www.churchinhistory.org/pages/booklets/women-souls-1.htm
Whilst the phrase ‘apocalyptic eschatology’ is used here in the sense of ‘catastrophic end of the
world’, and in some religions the destruction of the planet (or of all life on earth) is in some way or
another predicted, this does not necessarily imply that the human race will not survive in some new
form (Collins, 2007).
The objection could be raised of course that the Mahabharata also has a beginning and an end
and, within the work there are narratives that are linear, but this is to miss the point. It confuses
the pointing finger with the direction indicated. The same kind of objection is sometimes raised
to Ionesco’s attempt to deal with linguistic absurdity in a play such as Rhinoceros. The play script
employs meaningful words in meaningful linguistic structures. The reflection of linguistic absurdity
is nevertheless conveyed if one does not prioritise form over content. The play script should be read
as a meta-absurd document in the same way as the Mahabharata should be read as a meta-cyclical
document.

8 Earlier Bharucha suggests: “If Brook had been concerned with the context of the Mahabharata, he
might not have attempted to summarise the entire ‘story’ within nine hours. For an epic that is fifteen
times longer than the Bible, nine hours is really not that long; in fact, it is pitifully short. To attempt
an encapsulation of the Mahabharata in its entirety is a hubris of sorts, but to limit that encapsulation
to nine hours is the reductio ad absurdum of theatrical adaptation. It would have been better for Brook
to focus on a few scenes” (Bharucha,1993, p. 74).

% McCarthy, J. (2006). The Degenerating Research Program [online]. Retrieved on 15 June 2015 from:
http://www-formal.stanford.edu/jmc/reviews/dreyfus/node4.html

10" Campbell, (2006) [online] Retrieved on 24 June 2015 from: http://chaos.aip.org/chaos/
staff.jsp. Accessed 24/06/06
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FRANCO FRESCURA

5. VISUAL COGNITION AND THE STRUGGLE FOR
THE SOUL OF ARCHITECTURE

INTRODUCTION

It is a truism that change and the inevitability of change is one of the givens of
human society, yet it remains one of the most difficult and most painful processes
known to us. Whether it is brought about by the introduction of new ideas, new
practices, or new technologies, the need to meet changing social or environmental
conditions is constantly with us and, as the cliché suggests, is as inescapable as death
and taxes. Despite the fact that many changes are not revolutionary in nature, but
are merely the result of an evolution of ideas whose time have come, acceptance
is seldom immediate, it is usually slow, and is commonly preceded by anxiety and
even violence. As a result, we now use periods of transition as an acceptable means
of minimising the impact of change

When dealing with the collateral issues of change, disciplines from divergent
backgrounds often find that they share in a number of commonalities. Since the
1970s, for example, a number of feminist authors have questioned whether feminist
mothers were capable of raising gender-liberated sons in a society that remained
essentially patriarchal in nature (Dworkin, 1978). More recently a number of
feminist researchers have commented on the fact that,

(t)he work of raising anti-sexist sons has proven to be more difficult and
daunting than the task of rearing feminist daughters. The task of raising a
new ‘generation of men’ is seldom supported by fathers or the world at large.
Furthermore, many mothers worry that their feminine/feminist sons may find
themselves misfits in a patriarchal society. (Thomas, 2001, pp. 121-140)

Concerns of a similar nature were also voiced by Hassan Howa in the 1970s when
he stated that there could be “no normal sport in an abnormal society” (Black &
Nauright, 1998, p. 73), and that such changes would not become possible without a
radical reconfiguration of South African society taking place. Since 1994 it has also
become obvious that these changes could not be legislated into being.

Today architectural education finds itself in a similar quandary: nearly fifty years
after Amos Rapoport published his seminal work House Form and Culture (1969),
South African schools of architecture are still graduating students who, contrary to
all they have been taught, continue to follow modernist patterns of architectural
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practice, unencumbered by thoughts of cultural colonialism, environmental
degradation, globalisation and historical context.

As in the case of genderised and racial patterns of behaviour, the answers to such
questions probably lie in the nature of society itself, which is normally monolithic
and bound by social inertia, and is thus resistant to most forms of non-revolutionary
change. Faced with a society which has been hardened by a century of systematic
exposure to racial and patriarchal values which appear to have found a natural home
in the modernist movement, architectural education in South Africa has found it
difficult to make headway against social values that predicate an anti-historicist
and supposedly culturally neutral philosophy. In reality cultural neutralism is an
oxymoron, and is merely another means of maintaining the status quo.

While many architectural educators in institutions of higher education have
attempted to introduce the values and practices inherent in a context-based design
methodology, architectural institutes remain firmly bound to the precepts of a
service-orientated industry. Their corporate philosophy is modernist, their journals
publish glossy modernist buildings with little intellectual substance, their prizes are
awarded to modernist designs, and their architect-in-training programme is intended
to induct young graduates into the modernist compound.

They have been assisted in this by the fact that many architectural educators
were, at one stage, required by universities to continue in private practice while
teaching academic courses. In many cases the idea of a private architect who is a
part-time teacher has created a dichotomy in the educational system which has left
many architecture students in a quandary as to which set of values to follow: practice
or theory. The choice has invariably fallen on the practice side, the non-intellectual
side, the side that passes off the aesthetics of modernism as architecture.

In this chapter, I examine the rise of the architect as a heroic figure in the
field of creative thought, and the concomitant rise of modernist attitudes in the
profession. I argue that cognitive and contextual thinking has always been a
component of architecture since time immemorial, but that the rise of a modernist
architectural philosophy during the early 20th century has led to the suppression
of historical, regional and cultural identities, and to the alienation of architecture,
and architects, from their wider social contexts. Finally, I posit that the future of
Architecture as a positive force in the design of built environments rests with a
return of undamaged cognitive domains of our educational process. It follows that
this future lies in academia and not in the mono-dimensional values of a service-
orientated industry.

THE PROCESS OF TRANSMISSION OF ARCHITECTURAL IDEAS

The generation of form, be it in art or architecture, is the outcome of a cumulative
historical process whereby the foundations of the new are firmly planted in the rubble
of the old. Whether the ideas of one generation are transmitted to the next through
material inheritance, ideological constructs, or even a mystical process of osmosis,
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the transfer of concepts, forms, textures and tastes runs like a thread through history,
linking one era to the next, passing its aesthetics and building methods through
learnt patterns of behaviour, regional traditions, marriage custom, social mores and
economic activity. The transfer need not be made as part of a transformative or
evolutionary act, but it may also be revolutionary in nature. Whatever its form, it is
the result of a reaction, for or against, a previous order and remains firmly based on
historical precedent.

Few of these aesthetic patterns ever become the subject of documentation or
formal research. Mostly they are accepted as being just so, and as such remain part
of an unspoken traditional knowledge system, much like codes of etiquette or the
social taboos of a society. Their existence is acknowledged in custom but they are
seldom codified, representing values held in common by the group, and often gain
the status of tribal secrets. In many cases they perform the role of a shibboleth,
separating strangers from the inner group.

It follows that over a period of time, aesthetics should become subject to a
symbolic language, an order or a maniera, a way of doing things, whereby specific
methods of representation are assigned social, group or national identity. As a
language they have their own idioms and structures and, like most languages, are
transmitted as part of early cognitive learning behaviour, which is later reinforced
by apprenticeship or a structured educational system.

It is my contention that the built environment as a whole constitutes a cognitive
language of forms, of textures and of spaces, which is untaught and little recognised,
but is omnipresent in any built environment, and is transmitted from one generation to
the next by social custom, use and values. The failure by most schools of architecture
to recognise the existence of a language governing the built environment probably
contributes to a state of ambiguity in our students with regard to their own cognitive
heritage and the values that they are then expected to apply as part of their university
training and professional practice. This probably accounts for the sense of frustration
that many architectural students repeatedly express today towards the modernist and
anti-historicist system of architectural education they are expected to follow.

TEACHING THE CONVENTIONS OF SPACE AND FORM

Traditionally histories of architecture have followed a pattern of analysis which
forefronts the outward aesthetics of a building while largely ignoring the use of
the space it encloses. This is demonstrably wrong, for while the appearance of a
building can provide valuable clues as to the era it was built in, the region where it
is located, and the technology of its builders, such analysis fails to take into account
critical factors like social hierarchy, symbolic meaning, sacred axes, gender roles,
site orientations, and the correlation between assumed culture and architectural
features. Indeed, if symbolic representation is at all acknowledged, it is normally
treated as an idiosyncratic reflection of the individual case rather than as part of an
overriding whole.
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In reality sufficient historical evidence exists to show that the outward appearance
of a building can be manipulated to reinforce political rivalries, tribal loyalties or
family connections. Thus any theory which attempts to equate aesthetics to the
culture of its builders must be rejected.

On the other hand, it will be found that the use of space, symbolic or otherwise,
acts as a direct reflection of the spatial norms and economic activities of a people,
and is therefore a more reliable guideline as to their cultural norms. Indeed, were we
to take the latter assumption to its natural conclusion, it can be shown that the spatial
architecture of a people is a direct reflection of their cosmological belief structures.
A number of case studies can be quoted to prove this point, but for our purposes here
just two will suffice.

The Egyptian Concept of Heaven and Earth

An Egyptian creation myth tells how “before the existence of the sky, before the
existence of the earth, before the existence of men, and before the existence of
death” was Nun, a nothingness or void (De Beler, 2004, p. 71).

Within that void lived the snake Kamatef, who thought himself into being out of
the Nun. Thus, from early times the power of creation, or the birth of original thought,
was believed to be divine. Kamatef gave birth to the god Irta, who then went about
the business of creating the known universe, including Ra, the sun god, and all other
deities. Having brought order to the world out of chaos, the three, Nun, Kamatef and
Irta all retired to long sleeps. However, they left behind the concept of a nun, or an
area of darkness and chaos, which remained central to Egyptian belief systems.

The idea that knowledge, inspired by Ra, could banish the forces of evil, ignorance
and darkness remained a powerful force in local mythology where Egypt, located
at the centre of the known world, represented knowledge, order and hence culture,
whereas all lands beyond were seen to belong to a nun, where disorder and ignorance
prevailed. The task of Pharaoh was to keep the nun at bay and to ensure that the
balance between order and disorder was maintained.

Should the pharaoh fail in this task then his status as a leader was called into
question. The job description of a pharaoh, therefore involved a fair measure of
magic and ritual, as well as the ability to implement the construction of capital
works, where worship could take place. Temples were metaphors for the primeval
swamp and incorporated many of the features, in a symbolic manner, of the creation
myth (Davies & Friedman, 1998, p. 14). These were carried over to other aspects of
Egyptian architecture and town planning.

The South African Homestead

The close relationship between power, faith and architecture, is further illustrated
by indigenous settlement in southern Africa. Amongst Nguni, Sotho and Tswana-
speaking groups, the prevalent settlement form is the circle. At its centre is the
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cattle byre which is also the place for men to gather, and for burial of the deceased.
Therefore, it is a place inhabited by ancestors, where wisdom resides, where laws
are formulated and where tradition is maintained. It is a place where surplus food
is kept and which is deeply associated with the concept of life. In other words, it
represents the inner core of their society. Gathered around it, in a wider circle, are the
dwellings of the various wives placed in alternating descending order from the top
where the Great Hut, the residence of the First Wife, or the father is sited. Although
the settlement as a whole comes under the nominal leadership of a father or husband,
this broad belt about the inner core, is governed by the women. Beyond this second
circle will lie a belt which the women keep free from all vegetation before reaching
an area where nature is allowed to govern. Beyond this, the landscape is considered
to be the home of wild animals, enemies, and the preserve of lawlessness, danger,
hunger and death. Therefore, the relationship existing between inner core and the
wider world beyond is one of order versus disorder. This space is mediated by
women thereby giving them a direct voice in the affairs of the group.

The settlement itself is usually sited facing east on a downhill slope and the
dwellings themselves will not look to the centre but to the rising sun. This transitional
beltruled by women hinges about a vertical central axis which separates the settlement
into a left-hand and a right-hand side. This arrangement can be considered to be the
axis of power, the axis of inheritance, and the axis of entry whilst the relationship
between wives inside the circle also governs the laws of family succession.

A second axis, or rather a cross-axis, then governs the rules of residence where the
permanent members of the family, the parents, reside on the top, whereas children
and visitors to the group, who are considered to be impermanent, reside at the bottom.
A further element may be perceived to exist in the relationship between men and
women. Traditionally gender politics have held that women occupy a lesser position
in rural society but in fact such relationships are much more sophisticated and open to
interpretation. The central area, normally held to be the preserve of men in the group,
is not as well defined as gender distinctions would seem to indicate. It is true that
women who are still of a child-bearing age are not allowed into the central area, but
older women whose age of menstruation has passed, are considered to be an integral
part of meetings of the men held to discuss important group issues (Frescura, 1983).

Such spatial organisation is not unique to pre-industrial society, and might go a
long way to explain the sense of disorientation, and even alienation that one feels
when visiting an alien built environment. James Deetz once described a visit to
Boston, or Rome or Florence as “comfortable, like slipping your foot into an old
slipper”, whereas he found new cities such as Tel Aviv (Israel) and Phoenix (USA)
to be alienating environments (Personal communication, San Francisco, 1986).

THE DICHOTOMY OF MODERNISM

Traditionally modernist architecture has come to be characterised by cubic, white,
flat-roofed forms, usually set in an arid landscape, and has come to reflect the
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theories of social engineering prevalent in Europe during the early 20th century.
The first model was put forward in 1904 by French architect Tony Garnier whose
socialist utopian design for Une Cite Industrielle became the first of a series of
housing schemes aimed at working class families, whose rules of behaviour related
to the individual’s material needs and moral values were firmly entrenched in its
town planning regulations (Garnier, 1917). It was followed by a number of similarly
utopian designs most of which, fortunately, never progressed beyond the drawing
board.

Despite its utopian aspirations, the concepts of architectural modernism were also
linked to a number of totalitarian ideologies of the 1920s and 1930s. Individual
members of the Congres Internationaux d’Architecture Moderne (CIAM), for
example, took up an unequivocal socialist stance and, as a group, modelled
themselves as an architectural counterpart of the Comlintern, a Russian-based
committee established with the objective of promoting international communism.
Italian fascism embraced modernism as the “revolutionary architecture of a
revolutionary movement” (Falasca-Zamponi, 1997, p. 16), while crypto-Nazi
architect Mies van der Rohe tried, without success, to persuade Hitler that modernism
embodied the vigour and spirit of the German national socialist movement
(Hochman, 1989).

Ironically when Van der Rohe emigrated to the United States in 1937, he was
welcomed with open arms into the American multi-national corporate establishment.
Even more ironically the Soviets decreed an end to modernism in 1934, the Nazis
criminalised it in 1937, and American Senator George Dondero denounced it as a
communist plot in 1949. American architect Philip Johnson, whose own philosophy
was very similar to that of Mies, put it aptly when he said “Nazis, schmatzis, Mies
would have built for anyone” or, more to the point, “Whoever commissions buildings
buys me, I’m for sale. I’'m a whore. I’m an artist” (Hochman, 1989, p. 283).

When it came to state-sponsored architecture a similar confluence of attitudes
emerges. Hitler propounded in 1943 that,

(t)he spirit of our times is embodied here ... in this eternal monument to
German rebirth, in this stone symbol of German greatness, German vitality,
and German culture. (Goodman, 1971, pp. 104—-105)

His sentiments sounded startlingly similar to those voiced by President John
Kennedy only nineteen years later, in 1962, when he stated that,

(t)he policy shall be to provide requisite and adequate facilities in an
architectural style and form which is distinguished and which will reflect the
dignity, enterprise, vigour and stability of the American National Government.
(Goodman, 1971, pp. 104-105)

Such coincidences did not stop with Kennedy. In 1969, Daniel Moynihan, President
Nixon’s chief planner-in-residence, addressed the Joint American Institute of
Architects and the Royal Architecture Institute of Canada, bemoaning,
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a steady deterioration in the quality of public buildings and spaces, and with it
a decline in the symbols of public unity and common purpose with which the
citizen can identify, of which he can be proud, and by which he can know what
he shares with his fellow citizens. (Moynihan, 1969)

Unknowingly he was echoing the words of Adolf Hitler who, some years earlier had
written in Mein Kampf'(1925) that,

(o)ur cities of the present lack the outstanding symbol of national community
which, we must therefore not be surprised to find, sees no symbol of itself in
the cities. The inevitable result is a desolation whose practical effect is the total
indifference of the big-city dweller to the destiny of his city. (Goodman, 1971,
pp. 104-105)

So perhaps Mies van der Rohe was right: Modernism did reflect, after all, the
vigour and spirit of the national socialist movement. Such apparent ambiguities can
probably be attributed to the fact that, from a theoretical standpoint, modernism is
open to very broad definition: a doctrine, ideology or system of ideas, principles
and values subscribed to by all those who consider themselves modern architects,
artists, designers and writers. Because these disciplines encompass a wide range of
concerns, this has made modernism difficult to describe, even within one discipline
itself. The divergence of schools that have evolved within modern art, for example,
means that not only has modernism been subjected to a wide range of interpretations,
it has also been subject to a measure of historical evolution within the movement
itself. This means that, over the years, a number of tensions and debates, often at
odds with each other, have developed within these disciplines.

In architecture modernism has implied, at different times, concerns for urbanism,
technology, the dehumanisation of the built environment, the honest use of
building materials, and the harnessing of architecture to parallel forces of social
justice and social change. In 1923 one of the modernist movement’s better-known
propagandists, Charles-Edouard Jeanneret, known to his contemporaries as Le
Corbusier, proclaimed that “it’s architecture or revolution” (Le Corbusier, 2007,
p. 307). He argued that, by using improved design techniques and more efficient
means of industrial production, architects could bring about improvements in
the social order, thereby removing the causes of social unrest. This belief placed
modernist architecture firmly in the camp of social engineering, an ideology
embraced by a number of totalitarian regimes during the 20th century. Consequently,
it became the preferred state architecture of pre-Stalinist Russia, fascist Italy,
communist China, Ceausescu’s Romania and, later on, apartheid South Africa.

One of the features of modernist architecture has been its self-proclaimed
recognition of regional and vernacular architectures, and its promotion of their
environmental design adaptations. Critics have pointed out that, in retrospect, this
was based on a Eurocentric geographical pre-determinism favoured in the 1930s
(Forde, 1934) which fore-fronted elements of the natural environment, such as found
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materials and climatic conditions, but generally refused to enter the wider house
form and culture debate which developed during the 1960s and 1970s.

In reality modernist recognition of vernacular forms has seldom exceeded the use
of fenestration and the occasional sun-protection device, and has wholly ignored
the social and cultural implications of built space. Few modernist architectural
historians, it seems, have been able to perceive that the countries where modernism
was promoted as a state architecture have also been the most active in the
suppression of ethnic minorities, and that the destruction of historical and vernacular
built environments were a necessary prerequisite in the suppression of regional
identities. During the 20th century Russia, China, and Romania followed similar
policies of rural collectivism, requiring the demolition of historical villages and
the centralisation of farm workers in newly-built and remarkably similar regional
administrative centres. In this way modern architecture was used as a unifying force
against ethnic divisionism, with the concurrent destruction of regional symbols and
identities.

In the final analysis, however, the longest-surviving legacy of modernist
philosophy has been in the field of education, social identity and social change, where
the laudable concepts of equal human rights, a break with previous discriminatory
structures, and nation building have been translated into an anti-historicist disregard
for older built environments. The idea that all people are born equal has been
reconceptualised as all people are born the same, thus disregarding the variables of
personal identity, aptitude and talent. Change in ideation has had wide repercussions
in architectural education, professional practice, and the conservation of historical
built environments.

By comparison, postmodernism arose during the latter part of the 20th century,
largely as a reaction to the modernist school of philosophy. Central to its processes
is the sense that the revolutionary energy which had characterised the early years
of modernism had hardened into conventional artistic procedures and institutional
conventions. More importantly postmodernism rejected the sterile and seemingly
facile use of cubist forms and turned for inspiration to the neglected traditions of
Art Noveau (also known as Jungenstyl), and Art Deco, stating that a language of
the arts was inherent in the popular understanding of both art and architecture, and
that both could only be returned to public ownership through the re-instatement of
such a language. This was supported by a revival of the historicist and conservation
movements of the 1980s which sought to recycle old and often neglected urban
neighbourhoods in the face of demolition and modernist-driven town planning
developments.

It is necessary to point out that any references in this chapter to the theory of
postmodernism bear no relationship to the brand of architectural postmodernism,
sometimes referred to as PoMo, put forward in the 1970s by Michael Graves, Robert
Stern and Charles Moore. The latter was a glossy supplement to the modernist menu
rather than a serious challenge to its elitist modernist precepts. As such it has been
ignored.
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STRUCTURALISM VS POST-STRUCTURALISM

Structuralism is a method of enquiry which proceeds from the premise that cultural
activity can be analysed objectively as a science (Leach, 1970, p. 21). Structuralists
usually attempt to identify the elements in their area of specialisation which abide
by the rules of unitary organisation. Once these elements are found, they are located
within a framework or an inter-connected grid. The relationships are then held to
constitute the overall structure which is assumed, ultimately, to be at the root of the
cultural phenomenon. Once this structure is established, all activity in this field can
be explained in its terms. Because of this, some of its practitioners have been led to
assign to it the status of an objective science.

However, this position is contradicted by structuralism itself, where the use of
deconstruction as a means of arriving at the constituent elements of a structure,
establishes a position whereby the constituent elements themselves are subject to
textual, contextual and inter-contextual readings of a non-objective nature. This,
then, establishes the premises of poststructuralism and deconstruction, which use
structuralism as a starting point but do not accept its basic tenets. Nonetheless
structuralism remains an important method of analysis in western academia,
probably because of its acceptance of humanist principles.

The turn towards deconstruction and poststructuralism appears to have had little
effect in disciplines traditionally covered by its parent theory, and in architecture,
at least, a reversal since the 1980s to the phenomenology of the early modern
movement appears to have privileged structuralism in the curriculum of design and
history in western schools of architecture. Nonetheless the teachings of the House
Form and Culture movement linger on and the concept of architecture as a text has
become an important component of archaeology and of history of architecture as
separate academic disciplines.

Poststructuralism is a general term used to describe, often dismissively, the work
of a wide range of discrete thinkers, including Barthes, Derrida, Foucault and Girard.
The word was coined to refer to the intellectual movements that emerged from a
colloquium held at John Hopkins University in 1966. Perhaps the most influential
voice to arise from this event was that of Derrida whose work has stressed the
reading of objects, words and events as texts, subject to sub-texts, silences and the
inter-contextuality between texts, and even the texts and their readers themselves.
Unfortunately, it is often identified exclusively with deconstructivism or, more
misleadingly, it has been loosely equated with postmodernism.

Arising out of any discussion on texts and subtexts, a number of other theories also
become pertinent to this theme. Linguist Noam Chomsky, has argued that the ability to
learn a language is wired to the human brain. Although this was developed specifically
in the context of verbal and spoken language, the theory he puts forward is equally
applicable to cognitive, spatial, symbolic and manufactured forms. This has led to the
study of symbols, or Semiotics, which argues that everything has meaning beyond
simple outward appearance, and thus that a value-free built form or space cannot exist.
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It is possible to factor into this debate a number of other theoretical frameworks,
such as historical materialism, Marx’s arguments about structure and superstructure,
Africanism, feminism and post feminism, and ultimately critical theory, but it is
beyond the scope of this brief chapter to do so. Nonetheless these are theories that
are relevant to the architecture debate but, whose study, as will be shown later, is
sadly missing from the architectural curriculum.

THE RISE OF ARCHITECTURAL HISTORY

The separation which exists today between client and builder, or consumer and
producer, may be traced back to the early Italian Renaissance when the partnership
between the two parties in the construction process began to diverge. Traditionally,
in folk architecture, it was common for both roles to be embodied in the same
person, and even when separation began to take place, the owner was literate in
the construction process and often had the choice of participating in it. During the
Middle Ages the role of a master builder began to emerge, usually in the person of
a master carpenter or master stone mason, leading to the point where a specialised
designer was needed to conceptualise the building as a whole, interpret its technology,
and represent the interests of the client. On a building site they were referred to
colloquially as Mastro, meaning master or teacher. It was thus, one building at a
time, that the myth of the architect as a virile, potent and invariably male force began
to assert itself (Frescura, 2011).

This had not always been so. The prevailing idea in pre-industrial society was
that everyone could draw, or paint, or build, but there were some who could do
so better than others. As a result, the distinctions between crafter, artist and client
were relatively permeable. Today we know that in the early days of the Renaissance
a Florentine could walk into an artist’s workshop and commission anything, from
a decorated button to a masque costume, from a painted altarpiece through to a
marble tomb (Cronin, 1967, pp. 165-166). Although such people were bound by the
strictures of the male-dominated guild system enough examples have been recorded
to show that women, mostly the wives and daughters of master-crafters, could find a
place in an artist’s studio or a building site (Frescura, 1995).

Because everyone could participate, and had the visual literacy to comment,
artists and architects were working in a critical constituency knowledgeable in the
idioms then in use, and able to appreciate the language of artistic forms and the
nuances created by the artist. Vasari tells us that once, after Cimabue had completed
a painting of Our Lady, the panel was considered to be so magnificent as to be
“carried to the sound of trumpets and amid scenes of great rejoicing in solemn
procession” from his house to the Church of Santa Maria Novella where it was
installed (Vasari, 1987, p. 53). Similarly, a building such as Durham Cathedral
would have provided generations of townfolk with a template of the new technology
being used as well as a yardstick against which all other building could be
measured.
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When construction of the duomo at Santa Maria Novella, in Florence, was
reaching completion in 1445, its designer, Filippo Brunelleschi, was awarded by his
grateful city an additional payment for the work, over and above his normal salary as
construction supervisor. The second sum was in recognition of his genius for having
invented the dome, and for having resolved a problem which other talented minds of
his time had failed to achieve (Vasari, 1987, p. 155). By the 16th century artists and
architects of known merit such as Michelangelo Buonarotti and Rafaello d’Urbino
were regularly referred to by their contemporaries as “il divino”, the divine one, to
describe the fact that their talents were of such high order that they could only be the
result of divine gift.

Asarchitects began to be lionised by fashionable society, and their interests became
ever more identified with those of the people they served, the rich and the politically
powerful, they found that their voices on matters of aesthetics were becoming
increasingly authoritative. As a result, the 16th and 17th centuries saw the rise of
a new class: the architectural theoretician, comprised of architects who engaged in
the practical production of buildings, but who also wrote about building. This was
not a new phenomenon and can be traced back to Roman times. Vitruvius lived in
the reign of Augustus, and his ten-volume treatise, De Architectura, was originally
published in about 30BCE and was rediscovered by the Florentine humanist Poggio
Bracciolini in 1412. Its obscure text and sweeping pronouncements had a strong
appeal for the Renaissance intellect, and it rapidly became the most influential book
on architecture of the time, being used as reference by Brunelleschi, Leonardo da
Vinci and Michelangelo, among many others (Cronin, 1967, p. 203).

It was followed in 1452 by Leon Battista Alberti with a seven-volume De Re
Aedificatoria, Francesco di Giorgio Marini’s Trattato di Architettura in 1462, and
in 1464, a twenty-five volume LibroArchitettonico by Antonio di PietroAverlino,
better known as Filarete. Later, Andrea Palladio’s I Quattro Libridell Architettura,
published in 1570, found a wide following both in Italy and abroad (Kruft, 1994).

More notable still were two architects who never built at all. Gianbattista Piranesi
trained as an architect and was once described by a contemporary as “the best
architect in Rome ... who never built a proper house” (Penny, 1978, p. 5). Instead he
learnt the craft of etching and engraving, and having set up a studio in Rome, from
1748 to 1774 made a living by producing a series of large-format views of Rome,
Le Vedute di Roma, which sold well to European upper class visitors and proved
highly influential in moulding the aesthetic tastes of its ruling classes (Kruft, 1994).
In 1750 he produced a series of sixteen imaginary views of prisons, known as the
Carceri d’Invenzione, whose soaring vaults and mighty subterranean perspectives
were to prove an important influence, shortly before WWI, on the proto-fascist
futurist movement and the drawings of Antonio Saint’Elia.

Probably one of the most notable architectural theorists of the industrial era is
Etienne-Louis Boullee, a French neo-classical architect who built little of note, but
whose drawings of monumental imaginary buildings and sweeping urban vistas
materially affected the planning of many capital cities such as Washington, Brazilia,
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Paris and Beijing, and whose vast architectonic visions played an important role in
formulating Nazi dreams for a reborn Germania (Spotts, 2003).

Not unexpectedly, the work of artists and writers also became the study of
historians, and from the 16th century onwards a series of scholars and architects began
to record events in the profession, beginning with Vasari (1511-1574), followed by
Johan Winkelmann (1717-1768), Heinrich Wolflin in Berlin (1864—1945), and Alois
Riegl, Franz Wickhoff and the Vienna School of the 1930s (Kruft, 1994).

They all shared in a number of common features: they followed phenomenological
and structuralist philosophies, they reduced the aesthetics of a region or an era to a
common style, and they held the buildings of the rich and powerful to represent the
pinnacles of human cultural achievement. Because of their ideas an estimated 97%
of all world architecture was relegated to the ranks of the primitive, the miserable,
and the ugly. In essence they gave architectural significance to the concept of a class
struggle.

Despite the vast changes taking place in the socio-political fabric of 19th century
Europe, until the late 1800s its buildings were dominated by Greek aesthetics and
Roman building technology based upon a powerful idiom of axes and cross axes
punctuated by vertical elements. Like Italian palazzi, its buildings stood on rusticated
bases and were terminated by projecting cornices, had a mandatory Piano Nobile,
and their facades were articulated by applied pilasters and regular fenestration, and
had central doorways and junctions marked by quoins, turrets, pinnacles or other
devices. Proportions were commonly determined by geometrical principles and
formulae, and architects played complex intellectual games meant to tease, stimulate
and delight their audiences. Summerson has described it as “a classical language
of Architecture” (1964, p. 7) and many of its principles can be traced back to the
Flavian amphitheatre, the Colosseum in Rome, completed in 82 CE.

However, by the end of the 19th century architects were finding that the lessons
provided by classicism were not giving them the means of coping with the added
inputs of revolutionary new building technologies, the ergonomics of design, and the
recognition of climatic variables. The proportions of classical orders were no longer
able to offer the guidelines towards what was obviously becoming a new order of
architecture. A new and modern architecture was emerging which would, inevitably,
require a new language of expression.

Initially the buildings of the modern era could permit themselves the luxury of
using old idioms, and the first skyscrapers in Chicago and Buffalo continued to be
designed with a rusticated base, a symbolic Piano Nobile of four to six floors, and a
set of multiple upper storeys finished off with a well-defined projecting cornice. The
aesthetic and symbolic links to the Renaissance palazzo before them are too obvious
to elaborate. Before long though, the economics of construction and the use of new
materials, glass, steel and concrete, began to establish a rationale of their own and
the symbols of the classical orders were rapidly swept aside.

It was at this point that a new order, a new language of architecture began to
emerge, based upon the rational use of new materials, new forms and new textures.
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Leading the way in this new typology was the skyscraper, a building type which
arose in North America to meet the needs of an emerging corporate culture requiring
centralised management, concentrated lines of communication and the optimal use
of urban land in Central Business Districts (CBDs). This new architecture was made
possible by the introduction of steel-framed building technology and the invention
of the lift. Arguably this worked well in the provision of office and commercial
facilities, but when architects attempted to use the same technology to provide
housing, the concept of high-rise living immediately created a class of social
problems unique to high-rise accommodation.

The first generation of modernist architects were trained in the classical orders,
understood the concept of an architectural language, and their buildings successfully
transitioned from past traditions to the present. Their client base, as well as
the general public, were literate in the old and were thus able to understand the
nature of the new: after all, the language remained the same, it was just a matter of
adapting to new forms and new materials used in a new manner. The subsequent,
and more radical generations of modernist designers that followed them after WWI
however, rejected historicism and any links to the past, and in twenty years sought
to replace the language and traditions established by 200 generations of builders
over a period of 5000 years with new ones of their own invention. For a time,
avant-garde Schools, such as the Bauhaus, in Germany, dropped Architectural
History from the curriculum, but were eventually forced by circumstances to
reinstate it.

What could not find translation in any manner, and was destroyed in the process
of transition, was the tradition of artigianato, of building artisans and skilled crafters
whose plastering, wood-carving, stone-cutting and wrought iron work had made
previous architectures possible. Within a generation centuries of building skills were
irreparably lost, and by the time this was realised, traditional building practice had
become an expensive optional extra. More importantly, this was a link between the
general public and the building site which had allowed them an understanding of the
processes of construction. The departure of the building artisan as an appreciated and
honoured member of the community reduced these connections, and hence the levels
of understanding existing between users and the design process, and ultimately with
designers themselves.

In the social and economic upheavals that filled the inter-war years, the general
public, who looked to architecture to provide it with the stage set for their everyday
lives, might have been forgiven for allowing these changes to pass with little
comment. Their sense of the aesthetic would have been sustained for a while by
the Art Deco movement of the 1930s, whose language of articulated forms and
decorated surfaces was new and yet made comfortable reference to the historic past,
but in the austerity that followed 1945 all of that was swept aside and all that was left
were brutalist buildings of barren concrete, steel and glass, bereft of any decoration
and functional textures that might have allowed for contextual readings. The new
language of architecture became the non-language of architecture, and the public
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was faced with new idioms that it neither understood nor liked. The press attempted
to follow these events and for a while even supported the wholesale destruction of
historical environments for the sake of modernity. Eventually they gave up, and by
the 1970s had retreated into the comfortable sentimentality of pre-1920 architecture,
which they still understood and could appreciate.

In this way each succeeding generation of architects created its own exclusive
compound, invented its own separate language, predicated an aesthetic that was
uniquely its own, bred its own chroniclers, and derided all those who stood beyond
the compound walls, leaving behind a bemused public.

Perhaps the Abbe Laugier was also concerned with the future of architecture as a
whole when, in 1753, he asked in obvious anguish,

(s)hall we never see an architect brave enough to rise above the false prejudices
learned in the schools of architecture? (Laugier, 1977, p. 149)

Certainly Amancio d’Alpoim Guedes could not have been too far behind him when,
in 1977, he proclaimed that,

I claim for architects the rights and liberties that painters and poets have
held for so long. Architecture is not apprehended as intellectual experience
but as sensation — an emotion. Buildings must become presences — be like
vast apocalyptic monsters or gently floating albatrosses. Buildings should be
so invented as to be remembered forever like the temples of India and the
pyramids of Egypt. (Guedes, 1977, p. 5)

HOUSE FORM AND CULTURE

Working on the premise that the built environment is a manifestation of a people’s
culture, Amos Rapoport concluded that the history and theory taught at schools of
architecture was “concerned with the study of monuments...the work of men of
genius, the unusual, the rare” (Rapoport, 1969, p. 1). As a result, architecture has
come to celebrate the buildings of a small elite, while ignoring the self-built, the folk
vernacular and the traditional; in other words, the buildings that to this day constitute
the bulk of the human built environment.

Galvanised by the publications of Papanek (1971), Oliver (1968, 1971, 1975),
Brunskill (1971), Hall (1959, 1966, 1976), Schumaker (1973) and Guidoni (1978),
as well as the work of Fathy (1973) and Venturi (1966), the academic and cross-
disciplinary study of indigenous habitats began to gain ground. Most importantly,
the idea that such environments are the product of a clear and cognate language of
architecture became accepted in hitherto modernist academic environments. In South
Africa at least one university, the University of the Witwatersrand, incorporated the
subject in its curriculum; in History of Architecture at a first year level and in the
History of Human Settlement in Fourth Year. Later on the universities of Cape Town,
Natal and Port Elizabeth followed suit with similar courses. Occasionally the subject
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was allowed to spill over into the teaching of Architectural Theory and the design
studio, hitherto the strict preserve of modernist thought.

At an international level it appeared that the House Form and Culture movement
had gained international academic acceptance, and for a while its annual meetings
regularly featured papers from Paul Oliver, Labelle Prussin, Jean-Paul Bourdier,
Soheir Hawas, James Deetz, Ron Lewcock and, of course, Amos Rapoport and
Victor Papanek. What brought them together was a common belief that indigenous
architecture offered a number of important lessons which could find application
in the modern practice of architecture, in research and research methodology, and
in defining the role that community-based architects could play in economically
disadvantaged societies. The term barefoot architecture became a popular point of
reference in discussions on low income and self-built housing schemes.

At the same time the movement created a forum for the presentation of gender-
based studies, research into traditional green building technologies, the documentation
of oral histories, and the importance of traditional knowledge systems. Eventually
each one of these hived off to establish its own field of expertise, but their origins
may be traced to events in the 1970s and 1980s. These constituted new directions in
the architectural curriculum, thus establishing a narrative which infused concerns of
social justice into the curriculum and challenged the legitimacy of modernist thinking.

Unfortunately, the group remained a loosely defined gathering of individuals
with no formal structuring or secretariat, and when the University of California
at Berkeley founded the International Association for the Study of Traditional
Environments (IASTE) in 1990, the focus of the group moved to the wider study of
human settlement. To all intents and purposes IASTE conferences became meetings
of the Built Form and Culture group in all but name. This was a natural progression
and followed the shifting emphasis demonstrated by conference papers and plenary
discussions where participants questioned the direction that their research was
taking, its relevance to architectural practice in developing economies and, more
realistically, its value to their future career paths.

Once again the intellectual lead fell to Amos Rapoport, whose position on
architecture since 1969 had gradually been coalescing around the idea that the built
environment was governed by a non-verbal language of communication, and that our
understanding of built forms, textures and spaces was guided by cognitive processes
of learning and transmission similar to those of language, mores, norms and culture.
Building on the work of Hall (1959), Rapoport stated that,

(p)hysical clues, such as walls, gates, colours and materials, and house styles,
reinforced by kinds of people, their dress, language, activities, sounds and
smells ... combine to communicate social meaning. (Rapoport, 1982, p. 149)

Given the popularity enjoyed by his first book, House Form and Culture, published in
the United States in 1969 but distributed widely overseas, it is difficult to understand
why Rapoport’s latter work did not enjoy greater currency in South Africa. Local
academics such as Harhoff and Radford had met him at conferences in the USA, and
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in 1985 he toured all the major schools of architecture at the invitation of the local
Institute of Architects. Unfortunately, his visit had been preceded in 1982 and 1983
by American postmodernists Charles Moore and Robert Stern, whose glossy pseudo-
intellectual rationalisation of the classical orders had found a wide following among
local students. By the time the varnish had dried on their postmodernist confections,
the study of vernacular environments had been superseded by the need to survive
the cultural boycott, and the social and economic upheavals of the 1980s and early
1990s. By 1994 the idioms of local architecture had been altered perceptibly by the
realities of a new, democratic South Africa.

JENKS’ SIX TRADITIONS

In 1973 architectural historian Charles Jenks categorised modern architecture into six
convenient traditions, including the Logical and Functional (Pier-Luigi Nervi and
Buckminster Fuller), the Idealist and Heroic (Le Corbusier and Mies van der Rohe),
the Self-Conscious (the Beaux Arts and Fascism), the Intuitive (the Bauhaus and
Art Deco), the Activist (Futurist and Communist), and finally the Unselfconscious
(Folk and Vernacular). The latter, he reasoned, constituted an estimated 80% of the
built environment (Jenks, 1973). Significantly, the first five categories make up an
estimated 95% of the architectural history syllabus taught at architectural schools
throughout Western Europe and North America.

Sadly, Jenks categorisation failed to include the Criminal and the Megalomaniac,
which might have listed Albert Speer’s plans for the building of Hitler’s Germania in
the 1930s, the planning of Brasilia in the 1950s, or the equally ill-conceived housing
project built at Pruitt-Igoe, in St Louis, in 1952, and demolished 20 years later. There is a
growing list of case studies illustrating the failures of modernism and social engineering,
but none are included in the education of young, would-be architects. On the other
hand, the theories propounded by their originators, such as Boullee, Niemeyer and Le
Corbusier, are still held up as seminal reference points of the modernist movement.

Similarly, when Jenks (1973) acknowledges the existence of a vernacular tradition,
he was making specific reference to urban vernacular, and his narrative was rapidly
subsumed into sub-plots of industrial, prefabricated and ranch-house traditions. In other
words, an architecture exemplified by Hollywood high-camp, Las Vegas kitsch, and
tourist theme parks. By contrast Pueblo kivas, Apulian trulli, Zulu indlu, and Mongolian
yurts do not feature in his modernist lexicon of forms, nor do the earth mosques of
Mali, the hand-hewn dwellings of Anatolia, or the monasteries of Nepal. Though Jenks
(1973) does make reference to the vernacular, it only to the vernacular traditions he has
personally invented. Nowhere in his book is the word cognitive to be found.

UNCHANGING PATTERNS OF EDUCATION

Historically, architecture used to be taught in the workplace, where a young student
was accepted into a practice as either a lowly-paid apprentice, or as an articled pupil
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who paid for his tuition. There he underwent training at a practical level and over
a period of four to six years gained experience until he could be entrusted with
increasingly greater responsibilities.

The first school of architecture in Britain to offer a structured programme of
education was the Architectural Association (AA) in London. Started by disgruntled
architectural assistants in 1847, it only began to offer a full-time four-year course
in 1889. Meanwhile the apprenticeship system persisted well into the 20th century,
while the accreditation of architects based upon practical experience and a portfolio
of work, had begun by the 1880s. By the 1920s most architectural education had
been absorbed into either the universities or the polytechnics, and in Britain the
Architects’ Registration Act of 1931 made registration with The Royal Institute of
British Architects (RIBA) compulsory for anyone wishing to use the title of architect.

It is evident, therefore, that from the outset architectural education has been in
the hands of practitioners, and even after its translation into an academic discipline,
its teaching has remained in the hands of people with a practical background and
variable levels of expertise as educators. It follows that the discipline has never laid
particular stress on either original research or higher academic degrees. Generally,
students were expected to pass through a vertically-structured studio system,
graduate, and move on into private practice, and although post-graduate degrees
could confer added social and professional status, they seldom translated into higher
incomes. A willingness to write, conduct research and read towards a higher degree
was, and still is, seen as the mark of someone wishing to progress into academia,
but there are no programmes in place to train succeeding generations of architectural
educators. Lecturers enter academia through an organic process of assimilation, but
senior positions are invariably given, as a matter of policy, to practitioners or former
practitioners with little didactic or research experience. This has ensured that biases
and practices of the past continue to be transmitted into the future.

Unfortunately, a succession of university administrations has been complicit in
the appointment of practicing architects to senior academic positions in architecture.
Panels interviewing candidates at a senior level invariably include at least one
representative from the local Institute of Architects, whose voice is influential in
subsequent confidential discussions. Often this results in the appointment of the
candidate with the best practice credentials, which are not equivalent to academic
qualifications.

Appointments based on practice rather than academic credentials has had
serious repercussions for architectural education as a whole. The appointment of
school leaders trained in a structuralist tradition with few academic skills or higher
tertiary qualifications has forced such people to move into an environment where
intellectual patrimony is at a premium, and has thus induced a state of insecurity
and an inherent feeling of inferiority in its incumbents. The fact that the professor of
architecture is often the only senior academic leader wearing an undergraduate gown
at a graduation ceremony does not go unnoticed among status-conscious colleagues.
The resulting sense of inferiority manifests itself in isolation from other academic
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disciplines, a failure to participate in the academic affairs of the university, a total
absence of research publications, and an unwillingness to appoint junior staff with
higher academic qualifications, leading ultimately to an inability to undertake post-
graduate supervision.

It also means that student admission policies are geared to accepting candidates
who will tacitly accept a structuralist approach to education, and graduate not as
community leaders, learned in matters of culture, aesthetics and social issues, but
as technicians, employed in larger practices and without the ambition to enter into
private practice.

CONCLUDING THOUGHTS

One of the unstated deductions of the House-Form-and-Culture movement relates to
the relationship existing between folk architecture and the high-design tradition of
a region. Poststructuralism acknowledges the fact that architecture cannot arise in
a vacuum, but is the result of any number of interacting factors which influence its
forms, textures and technologies. It follows then, that a high-design tradition must
be deeply embedded in the regional architectures that have preceded it, and that the
documentation of such buildings needs to be contextualised in its local historical and
cultural mien. Seen in these terms the vernacular built environment can be regarded
as the common matrix which gives rise to the high-design buildings so beloved and
admired by modern architectural historians. This means that the latter cannot be
studied without making reference to its populist roots.

The fact that modernist architectural historians continue to study high-design
architecture in isolation of its historical context gives rise to an insoluble conundrum.
The modernist world view does not acknowledge historical origins, and views all
architectural forms and textures to be the product of original thought, grounded only
in the mind of its originators. Its advocates believe that, by definition, architecture
can only be built by architects, and constantly need to revert to the manufacture
of anti-historicist myths to justify its existence. Postmodernism, on the other hand,
considers the vernacular to be but one of the contextualising factors which frame our
understanding of the built environment, then, now, and in the future.

Modernism cannot acknowledge the existence of an open-ended framework
for that would be an admission that historical processes are, indeed, at work. As a
consequence, modernism is constantly at odds with the vernacular, questioning its
status as a legitimate form of architecture. By definition then, the modern movement
cannot exist alongside its vernacular roots, as it is a painful reminder of its humble
origins. By extension, modernist philosophy cannot survive the probing questions and
analysis that are bound to arise in academia, and demands the removal of vernacular-
based subjects which promote cognitive processes of design and understanding, not
as a question of proven fact but as an act of faith.

This leads to the conclusion that the only way that historicist subjects can
survive the toxic air of a modernist compound is if they can find accommodation
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in a modernist and structuralist framework. History of Architecture, for example,
is explained as a series of encapsulated eras, normally defined as styles which, for
didactic purposes, are laid out sequentially like a set of beads, with no overlaps and
devoid of context. Theory of Architecture, on the other hand, is too open-ended to
fall into a set of neat categorisations, and is either avoided altogether or is limited
to the study of a small group of modernist texts. Little effort is made to locate
architectural thinking in a historical context, and the teaching of social theory, as
a subject, is virtually unheard of. Although post-graduate students are expected to
read more broadly at a master’s level, most graduate with no knowledge of research
methodology or field work.

This debate can thus be reduced to a simple choice: does the discipline of
Architecture continue to survive as a self-perpetuating fiefdom governed according
to principles defined in the 1950s to meet the needs of the 1920s, or does it accept
the realities of a changing academia, where research is underpinned by theoretical
grounding, where thinking cuts across the narrow lines defined by a single discipline,
and where the definition of ‘architectural work’ can be broad enough to encompass
any number of disciplines.

The idea that change can still be achieved by a slow evolutionary process may
no longer be feasible. The divergences between modernism and poststructuralism
became evident sometime in the 1990s, and while the introduction of a professional
Masters’ degree in architecture in South Africa early on in this century could have
brought about positive results, that opportunity has also been missed. Too many
Schools have merely changed the lipstick for their dancers, but continue to employ
the same old troopers to work the same time-worn dance routines.

Today the reputation of architecture as a profession in South Africa stands at an
all-time low in the forum of public opinion. State institutions and corporate clients,
eager for the cheap deal openly defy provisions in the Architect’s Act of 1999 by
employing unqualified firms to undertake work reserved for architects; the voice
of architects in the cultural affairs of the community has fallen silent; the historical
conservation movement has been killed off by state incompetence and commercial
self-interest; architectural books can only find publication as vanity printings; public
lectures and adult education courses on architecture are seldom, if ever, presented;
architects have been excluded altogether from the national housing debate, and multi-
disciplinary NGOs which once represented the interests of low-income communities
against dishonest builders have disappeared. Architects no longer appear on public
forums and their opinions are no longer sought by the press. Architectural students
generally cannot draw, and are seldom required to do so, and the concept of the
architect as a civic leader in matters of aesthetics, city planning, art, and any of the
skills that were once our own is no longer recognised.

Instead architects have become self-serving business brokers, grey-faced and
grey-suited civil servants, technicians doomed to sit in reception rooms while the
real decisions are taken in the board-room by accountants, lawyers and engineers.
In academia architectural research is looked upon as an activity slightly more
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elevated than stamp collecting, occasionally producing something rare and exotic,
but otherwise pedestrian and predictable. There is only one refereed architectural
publication in this country, and research articles have to compete for space with
glossy images of commercial projects.

The fault for this inexorable fall into hell must be laid at the door of modernism, a
philosophy which, in the name of progress and technological change, has encouraged
six generations of architects to produce a sequence of tired glass boxes, devoid of
character and unwilling to follow even the most basic of rules of urban etiquette
towards one another. Instead of hobnobbing with the great and inspiring, in the 20th
century architects have chosen to become the travelling companions of homicidal
mass murderers, delusional dictators, megalomaniac politicians, stupid industrialists
and greedy bankers. In short, they have befriended the very people that have landed
humanity in the social, political and environmental mess that we are in today. It is
no wonder then that, in 1963 Victor Papanek was led to exclaim that,

(i)n an environment that is screwed up visually, physically and chemically, the
best and simplest thing that architects, industrial designers and planners could
do for humanity would be to stop working entirely. (Papanek, 1971, p. xiii)

Dire as this scenario might be, a change of direction must eventually come, and if
the profession cannot bring about the necessary perceptual shifts, then ultimately
this role must devolve upon the universities. The Institute of Architects might
arguably know what is good for the profession, but academia is best positioned to
set intellectual standards. The question remains whether it is prepared to do so.

The choice ultimately is not a choice at all, but a simple matter of sound common
sense. Can intellectual compounds, or ghettos, that set intellectual standards that are
at such variance with the institutional norms of a national university have a place in
an academic institution? Sadly, I think that this choice has already been made.
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6. THE ILLUSION OF SOLID AND SEPARATE THINGS

Troublesome Knowledge and the Curriculum

If (man) thinks of the totality as constituted of independent fragments, then that
is how his mind will tend to operate, but if he can include everything coherently
and harmoniously in an overall whole that is undivided, unbroken, and without
a border then his mind will tend to move in a similar way, and from this will

flow an orderly action within the whole.
(David Bohm, 1980, p. xiii)

SECTION ONE

One of my prized magical illusions!' is an inexpensive effect that shows an apparently
solid box of playing cards that is contained within a card case. The box of cards can
be removed and opened and can be shown to contain a real playing card, which
the spectator sees, apparently as one of many. The box of cards is then returned
to the card case and in an instant... it has vanished. The astonishment that usually
accompanies this artful illusion arises because the spectator is given the close
appearance of solidity where there is none.

The mystery of the vanishing box of cards is the metaphoric subject of this
chapter on learning and the illusion of solid and separate things, and the challenge
this troublesome knowledge (Meyer & Land, 2003) poses for developing a mature
curriculum that speaks to a vision of life that is non-separate, rather than, as it is
currently conceptualised and experienced, a world of distinct, separate things that
needs to be manipulated and exploited in order to ensure the safety of the individual
in competition with other individuals and other life forms. While I feel that this
exploration has particular relevance for higher education, in actuality, it has relevance
for all the domains of life.

I make no apology for not strictly adhering to the accepted scholarly convention of
referencing every statement with the work of another specialist in the field, because,
in part, this is the problematic that this chapter questions. In brief, the apperception
of non-separation is an experiential, ontological insight; it is diametrically opposite
to the thought bubble of intellection, to which modern education pays so much
homage, but with clearly dubious results. In this inquiry, intellectual sense-making
is, at best, a tool to point to that which is beyond the conceptualising process. In this
regard, then, I am echoing Steven Harrison’s modus operandi in his engaging book
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The Happy Child (2002), where he openly states that there is “only passing reference
to expert theory on education” (Harrison, 2002, p. viii). This piece is not identical in
style to Harrison’s work; it does draw on the research of others where necessary, but
it certainly attempts to eschew the worst kinds of academic practice of creating the
illusion of authentic intellectual inquiry where there is none.

Harrison (2002, p. 101) also cautions against sophistry in education, and what he
has to say is so pertinently instructive:

In Socrates’ time, teachers — known as Sophists — gathered students by means
of impressive promises of knowledge and elaborate philosophies — for a fee.
Teachers were paid only if the students stayed, so the Sophists generally
gave long-winded, self-assured discourses using reason to prove just about
anything. Their legacy is the term sophistry, meaning deceptive reasoning, and
their shadow still falls on education today.

Socrates, in yet another expression of his greatness, refused all fees for his
teaching and continued to challenge the veracity and integrity of sophistry.
He was eventually put to death for his outspokenness, sending a clear signal
to everyone else that those in power would rather not deal with too many
questions.

Thousands of years later, Socrates’ questions and death still resonate through
our cultural milieu. Today, our educational institutions have largely forgotten
the importance of the question and have supported new and complex forms of
sophistry. Those in power have continued to make clear that questions are not
in favor.

It would be important to read this piece and ask if it is also just another form of
sophistry, or whether it poses a truly authentic question.

Non-separation Is Not New

At the heart of this inquiry is the radical assertion (but radical only to our
conventional way of experiencing self and the word) that the world is not just a
system of interconnected objects and processes — a concept that has been pioneered
by systems thinking for more than six decades — but that there is no separate, solid,
physical world existing independently of consciousness.

This is not a new perspective; it is there in all the wisdom traditions, especially
Buddhism, and in the West it was more prominently re-discovered by Bishop
Berkeley, but the dominant cultural narrative, as described in great detail by Charles
Eisenstein (2013) is that of separation. But we cannot continue with this story, which
we perpetuate in a myriad of ways? through one unquestioned perception — that
there exist separate and solid things apart from me (and I am another solid and
separate thing), — because this story is now threatening to annihilate us through its
core manifestations of greed, ill will and delusion (Loy, 2003), which in turn have
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structured all our systems: economic, political, cultural, educational and so on. This
is the common realist view of the world (Goode, 2012).

But the Problem Is...

The problem, for whatever reason that we would like to speculate upon, is that we
are not wired to easily experience the illusion of solid and separate things as an
illusion. At best, when one is not totally experiencing oneself as a separate, flesh-
encapsulated ego, there can be feelings of connection with others and with the world
in general. This in itself can be very transformative where we seem to naturally want
to give rather than take. But the story of separation, as real as the vanishing box of
cards, is very convincing, so we accept the illusion as real, because nothing really
tells us that it is otherwise, and in fact, all our social systems go to great lengths to
convince us of this reality; the greatest of them all being orthodox science, which has
rubbished most belief systems and validates what is apparently real, the solid box
of cards. But science is also schizophrenic; there are other sides to it that have been
whispering about alternative realities, but these, largely, have been muted, except
when co-opted by the New Age spiritual movements and presented in rather dubious
ways to assert all kinds of magical thinking. But the real magic — the real sleight
of mind — is in the uninvestigated perception itself. That’s how it always is with a
good illusion; the misdirection is happening right in front of you, but because it is
misdirection you will always see what the magician wants you to see.

For thousands of years it has been asserted that the magician who has been
misdirecting us is consciousness, but this need not concern us if we are to derive
extremely deep learning from this investigation, for any answer to the question of
consciousness would simply be a story, and any story can only exist where there are
apparently two, that is, the story and the storyteller. A story cannot exist without the
other. This inquiry is about the fact of One, and even this is not totally accurate.

Unpacking the Illusion

So, while there appears to be a world separate from me, what is the basis of this
assertion? The common response would be that I can see, hear, touch, taste and smell
the world (perhaps not always using all the senses at once at any given time). And
that is my so-called proof. And that is exactly what a magician relies on; an appeal
to your senses to convince you of one thing while, in fact, what you are convinced
of does not exist at all in the way that you apparently sensed. Like the solid box of
cards.

We could digress here and look at the numerous examples of psychological and
visual illusions that prove the above point, but there is no real need to, except to
point out that even these well documented illusions, while suggestive of cracks in
our perception of reality, are still grounded in scientific research held firm by the
core story of separation. The positive outcome is that the story is now beginning
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to undo itself, not because it wants to, but because an illusion cannot survive very
close scrutiny. In this case, the scrutiny is an intellectual deconstruction that requires
verification by paying close attention to the qualities of experience itself. There is
another, emergent, ontological awakening that provides experiential proof, but more
about this later.

This intellectual deconstruction is the primary objective for writing this piece;
to show that it is possible, using logic in a precise way, to perceive the operation of
the senses more closely. And here, science is helpful. It can prove that what I am
apparently seeing is being produced by the brain; that all experience is a sensory
production. I experience the world because I sense it. But it is here that this inquiry
takes a different path to that of science, because science, while acknowledging that
what is being sensed of the world is being produced by the brain, still, nevertheless,
accepts the premise that there is a self-existing world out there, and that what we are
experiencing is a reasonable approximation of it.

But here comes the difficult part: when you see that the levitating lady is not being
held up by any invisible wires or hidden contraption. She is really levitating! So, this
is where science has been missing the boat. (Perhaps, it’s not the scientific method
per se that has been missing the boat, but the all too human scientists who just flatly
refuse to disbelieve their senses, who are, like all of us, enamoured by the story of
separation that our senses enact.) We can now, on scientific evidence, accept that my
experience of the world is a sensory production, and that even my experience of the
world may not quite be the same as yours (e.g. colour blindness and other forms of
sensory anomalies), but we are convinced that there exists a separate, free-standing
world, made up of separate, free-standing objects. This is the truly great sleight of
mind, the great feat of misdirection. We are so busy looking at the appearance — it
is such an act of wonder — that we have never paused to look closely at the sensory
process that has produced the miracle.

Let’s take any object that you are now sensing. For instance, in front of me is
my cell phone, amongst many other things. [ know it has a certain shape and colour
because of the sense of sight. I also know it has a certain density and texture because
of the sense of touch. If I pick it up and smell it, it has a certain smell; if I taste it, it
has a certain taste. If it rings, I hear a sound. Collectively, the senses provide evidence
of a self-existing object that resides outside of this defined physical organism that 1
call ‘me’.

Now here comes the trick(y) part. All that I know of an object, any object,’ is
my sensing of it. That is, there is no cell phone — in sensing, in perception — that
exists independently of seeing, hearing, touching, smelling and tasting. The sensing
and the thing sensed are one seamless experience; the observer is the observed
(Krishnamurti, 1992). I am aware that I am stating this fact as if it’s the easiest thing
to comprehend; it isn’t. It requires deep contemplation to see the actuality of the fact
that there is no thing sensed apart from the sensor; that it is one unitary movement.
You are literally the world. This is so counter-intuitive that in some traditional
nondual teaching systems — whose pedagogic objective is awakening students to

84



THE ILLUSION OF SOLID AND SEPARATE THINGS

the actuality that there are not two separate things in reality — students were only
exposed to this knowledge when they were absolutely ready to investigate it. The
reader might want to engage with Greg Goode’s The Direct Path (2012), or Peter
Dziuban’s, Simply Notice (2013), both written for the modern mind.

The complaint that I often hear is that this is too philosophical. I think not. It
just appears almost impossible to grasp because it not only explodes the illusion of
absolute separation and differentiation, it also implodes that one thing that we dearly
hold to be solid, separate and (hopefully) permanent — the self. In Buddhist thought
this is the core delusion, out of which arises greed and ill will, the primary modes of
self-interest to protect myself in a seemingly hostile world. And yes, 1 submit that
the world appears hostile, but only because we are creating it in our own image; that
of never-ending separation. But no matter how we experience the world, it is still a
sensory appearance and there is no self apart from the appearance.

The Fact of One and the Appearance of Two

All this begs the question: so how do I realise this seamlessness of reality? The answer,
surprisingly, is not in any esoteric practices; by just paying attention to perception
itself, you will notice that the stuff of perception is awareness or consciousness,’
and that this field of perception is always undivided, always whole. You can look at
what appears outwardly as the most broken, ravaged scene imaginable, littered with
apparently separate objects, and the awareness of it all would still be seamless and
undivided. And, given our deconstruction of sensing, you would be intimately a part
of everything.

In conventional perception, we are absolutely convinced of the reality of the
two, and may consider oneness as a fanciful concept, perhaps true in some mystical
non-material dimension, but certainly not a fact of present experience. Yet, it is
the other way around. There is only the fact of One giving rise to the appearance
of two.

What Has This Got to Do with Learning?

Everything.

Firstly, we should be introducing this perspective into our education. We should
make the deconstructive analysis as robust as we can, and out of this we could start
introducing the experiential modes that prepare the ground for a transformative shift
in perception, so that I actually experience myself as awareness, and I actually see
that this awareness is the stuff of everything observed, including the observer.

Would we then behave in the ways that we do, enacting repeatedly the story of
separation, with all its unnecessary manifestations that are potentially turning life
into a wasteland?

The beauty of this perspective is that it is a scientifically verifiable mode of
experience, not another belief system. It is the end of belief, and therefore the end
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of the illusion of separateness. Of course, I'll still experience the appearance of
separation, but now I know how the trick works, and so I just marvel at the wonder,
the play, of it all.

There will still be unanswered questions. Life will be more of a mystery, not less.
We will still explore what appears to be real, if only to touch even more deeply the
unknowing that is Life. This unknowing is impossible for the mind to comprehend;
it is about ontological beingness with no epistemic qualities.

SECTION TWO
Shifting the Gaze

...we are not creative because our whole social and moral culture, as well as our
educational methods, are based on development of the intellect. (Krishnamurti,
1973, p. 117)

If the first section of this chapter was more expository using logic and a call to
directly investigate experience in unfolding the primary thesis of non-separation,
then this part, in addressing the vision of a transformative education, explores how
such an education may be served by the curriculum, and in what ways. And in setting
this context, it is pertinent to refer to this exploration as “troublesome knowledge —
knowledge that is ‘alien’, or counter-intuitive or even intellectually absurd at face
value” (Meyer & Land, 2003, p. 2).

To begin with, we must honour the current academic convention that privileges
theory by clearly stating that the core theoretical framework is nonduality (Bhaskar,
2012),° which is mainly associated with Eastern spiritual traditions such as Buddhism
and Advaita Vedanta (Loy, 1997). My own work on nondualism and educational
drama and theatre (Pillay, 2007) rests heavily on David Loy’s precise scholarship
into nonduality, but nowhere, in e