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scope and currency and range of research and theory reflect and contribute significantly to the ongoing
internationalization of curriculum studies and its growth as a field worldwide.

Certain concepts reverberate through the chapters—among them technology, assessment, and globaliza-
tion—but are sounded through structures (schools, policies, and practices) specific to each nation. However
hounded it may be by globalization, the curriculum remains nationally based, locally enacted, and expe-
rienced in concrete classrooms in specific nations, regions, and localities; its tendencies toward cosmo-
politanism or provincialism cannot be ascertained apart from studies of national context: historical, social,
and cultural. That is why this handbook is organized by country and emphasizes history. At a time of both
consolidation and expansion, it captures the rapidly accelerating internationalization of curriculum research
as nationally distinctive fields engage in disciplinary dialogue with each other.

Changes in the Second Edition:

* Five new or updated introductory chapters pose transnational challenges to key questions curriculum
research addresses locally

* Countries absent in the First Edition are represented: Chile, Colombia, Cypress, Ethiopia, Germany, Iran,
Luxembourg, Nigeria, Peru, Poland, Portugal, Singapore, South Africa, Spain, and Switzerland

* Forty-four new or updated chapters on curriculum research in 34 countries highlight curriculum research
that is not widely known in North America

As the main text in courses devoted exclusively to internationalization and globalization in curriculum
studies or a supplemental text in general curriculum courses, this handbook contextualizes national school
reform efforts for prospective and practicing teachers in the United States and elsewhere. As a personal and
pedagogical resource, it is an indispensable volume for curriculum studies scholars and students around the
world.
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Introduction

WiLrLiam F. PINAR

I suggest that internationalizing curriculum inquiry might
best be understood as a process of creating transnational
“spaces” in which scholars from different localities collab-
orate in reframing and decentering their own knowledge
traditions and negotiate trust in each other’s contributions
to their collective work.

Noel Gough (2003, 68)

Readers of the first edition (2003) will notice that a num-
ber of countries absent in that volume are represented
here: Chile, Colombia, Cypress, Ethiopia, Germany,
Iran, Luxembourg, Nigeria, Peru, Poland, Portugal, Sin-
gapore, South Africa, Spain, and Switzerland. There
are new chapters of introduction by Tero Autio, Daniel
Trohler, and Hongyu Wang and updated or new chap-
ters by Cameron McCarthy (coauthored with Ergin
Bulut and Rushika Patel) and David Geoffrey Smith.
All other essays are updated or written anew: chapters
on Argentina, Brazil, China (with a separate chapter on
Hong Kong), Ireland, Israel, Italy, Japan, Mexico, the
Netherlands, Romania, South Korea, Sweden, Taiwan,
Turkey, the United Kingdom, and the United States. Due
to space limits, those chapters' that were not updated do
not appear here.

For this second edition, I sought reports from countries
whose curriculum research is not widely known in North
America. [ sought additional chapters from Europe where
curriculum research has a long (if differently formulated)
history. Today, as the chapters on Brazil, China, and South
Africa suggest, North America is not necessarily the epi-
center of curriculum research. Contemporary curriculum
research may have originated in the United States, but its
recontextualization worldwide in nations with distinctive
histories and cultures underline its localized and recon-
structed character.? The particular—here the national
and regional—remains primary despite globalization and
its common denominators: technology, science, and the
myth of progress. The distinctiveness of national his-
tory and culture continue to structure the curriculum as

it is enacted in concrete classrooms in specific nations,
regions, and localities.

Due to this situatedness of curriculum research, I wanted
introductory chapters that challenge the provincialism
that localism can invite. These chapters pose transna-
tional challenges to key questions curriculum research
addresses locally. I intended no alignment between the
two sections—the introductory essays and the chapters on
countries—but instead what the great Canadian curricu-
lum theorist Ted Aoki called “creative tensionality.”* From
that generative unstable state, concepts can be reconceived
according to—perhaps in contradiction of—local circum-
stances, calling on intellectually and ethically engaged
researchers to critique the course on which their field and
their nation’s school curriculum is moving.

While the handbook originates in North America and
is published by a British company, it encourages “post-
colonial” networks that ignore bifurcations such as
“center-periphery.” Intellectual liaisons across the South
and East would produce handbooks in multiple languages,
emphasizing concepts theoretical and practical that report
and recommend curriculum research far from London
or Vancouver. The creation of such networks is already
underway within the International Association for the
Advancement of Curriculum Studies (www.iaacs.ca) with
its affiliated organizations, the IAACS journal, and trien-
nial TAACS meetings.* This handbook represents, then, a
moment of both consolidation and expansion, indicative
of arapidly accelerating internationalization of curriculum
research as nationally distinctive fields engage in discipli-
nary dialogue with each other.

Five Chapters of Introduction

More and more, young people will have to negotiate a

world that is truly cosmopolitan—a world where one must
co-exist with difference—not simply control it.

Cameron McCarthy, Ergin Bulut, and

Rushika Patel (this volume)
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Informing such disciplinary dialogue are politics, culture,
and history, each of which complicates the conversation
and often in welcomed ways. Engaging in complicated con-
versation is our professional calling. The concept of calling
informs our profession’s ethics, our commitment to study,
and to teach as we engage in academic research to under-
stand curriculum. Such a situated sense of professional
ethics incorporates the concept of the “moral,” a term so
often “atrophied,” Tero Autio points out, when translated
into English as “moralistic.” In his opening chapter, Autio
suggests that it is the “moral” that “makes education educa-
tive,” as students and teachers engage in ongoing judgment
of what knowledge is of most worth, when, and why.” “At
best,” Autio continues, “the moral shifts teaching from trans-
mission to transformation,” as the curriculum is no longer
test preparation but a “complicated conversation where all
the participants at every level think about the basic cur-
riculum question of the worthwhileness of the content and
subject matter just taught and addressed.” Autio locates this
conception of curriculum within the various Didaktik tradi-
tions in Europe, suggesting that their aim is “to encourage
thinking, to make subjective yet knowledgeable judgments
and decisions, to think against the subject matter, to think
against oneself, to transcend, to transform.”

“This is the moment in which we live,” Cameron
McCarthy, Ergin Bulut, and Rushika Patel point out; it
is one of “radical reconfiguration and renarration of the
relations between centers of power and their peripheries.”
Especially within systems of surveillance, globalization
accelerates. To illustrate, McCarthy and his colleagues
point to “new biometric technologies of information”—
face scanning, finger printing, and DNA sampling—now
“techniques of immigration control, surveillance and
policing.” Economic data gathering can also function as
surveillance, and there is a “feverish rise” of “economic
speculation, risk and economic deregulation.” Focused
on race, McCarthy and his colleagues suggest “think-
ing about race in isolation remains counterproductive.”
Indeed, their “central purpose” in this chapter is to reflect
on the “present historical conjuncture” within which
“race” is structured through contradictory processes of
globalization, localization, migration, and technologies
of surveillance. McCarthy and his colleagues identify
“three neoliberal tendencies” that characterize the pres-
ent moment: 1) virtualization, 2) vocationalization, and
3) fiscalization. While underway worldwide, these three
tendencies achieve actuality locally, as the essays in his
handbook demonstrate.

Today “race” is organized, McCarthy and his coauthors
suggest, through “popular culture, identity, and state-pub-
lic policy.” Any conception of racial identity restricted to
“origins,” “ancestry,” and “linguistic” or “cultural unity”
is now shattered, disintegrated by “hybridity, disjuncture,
and re-narration.” Culture is now severed from place, as
“migration, electronic mediation, and biometric and infor-
mation technologies” proliferate and intensify. Given the
“existential complexity” of the “lived” experience of “real

existing racialized subjects,” McCarthy and colleagues
conclude, “our research imaginations on race are in sore
need of rebooting.”

For David Geoffrey Smith, the “debacle” of neoliber-
alism—privatization, standardized tests, and instruc-
tional technologies, all rationalized by the concept of
“development®—leaves educators with the resounding
pedagogical question: “how can the shape and character of
education be reimagined . . . in the face of the dissipation of
its basic operating assumptions?” It is this question Smith
posed to his students at the University of Alberta, and in this
chapter he details the issues and readings through which he
and his students addressed it.”

Smith invited his students to confront the crisis of the
present through consideration of the wisdom traditions, East
and West. These we study, he points out, within a culture
of distraction, a self-undermining tendency encouraged by
capitalism. “Within the operation of capital,” Smith explains,
“cultivating distraction is foundational to all marketing
psychology, and the maintenance of distraction is an abso-
lute requirement for product innovation and production.”
Distraction is built into the technological infrastructure of
so-called school reform.® Smith discusses the demands to
devalue face-to-face teaching in favor of online learning, a
presumably “progressive” and “student-centered” recasting
of teaching that undermines the very concept of professional
identity. Erudition—having something to “profess,” Smith
reminds, takes years of ongoing study—is replaced with the
acquisition of “skills”” and provision of “simple facilitation.”
Indeed, “if learning means only the acquisition and accu-
mulation of information,” Smith points out, “teaching in the
traditional sense becomes superfluous.”

Ongoing analysis of neoliberalism is imperative, but
for David Geoffrey Smith, so is the “postcritical” moment
when one labors to work through the current crisis, and,
crucially, on a human scale. “It is precisely here,” Smith
reminds us, “that wisdom traditions have the most to say,
and their voice is virtually univocal: To heal the world I
must engage in the work of healing myself. To the degree
that I heal myself, so will my action in the world be of
a healing nature.” Such healing means “becoming mind-
ful,” what Smith regards as “the ultimate condition of
our freedom as human beings.” A “turn” to “wisdom,”
he continues, “is a deeply political act, an act of cultural
insurrection, because it refuses to take seriously the seduc-
tions of secondary gods.”

While not always a political undertaking, attentiveness
to our “inward freedom” is one lasting legacy of German
educational thought, as Daniel Trohler reminds. Nation-
ally specific genealogies are integral to understanding
curriculum research internationally, Trohler demonstrates,
as present-day schools and educational policies become
intelligible only when their (sometimes religious) prehis-
tories are excavated. He makes the contrary case as well:
“in order to reconstruct the past (as key to self-awareness)
comparison is a precondition.” Indeed, Trohler continues,
“probably the most noble effect of learning other systems
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of reasoning across times and spaces is this chance of
becoming aware of ourselves as historical and cultural
constructions.”!?

In her reflection on the marginalization of “nonvio-
lence,” Hongyu Wang reminds us of “our own implication
in the logic of control that renders nonviolence unthinka-
ble and unimaginable.” It is, she notes, “long overdue” for
the field of curriculum studies “to embrace nonviolence
as an educational vision.” It is a vision that could inform
our daily practice as educators, including, Wang notes, our
intellectual and organizational work in curriculum stud-
ies.!! Wang addresses the “nonviolent relational dynamics”
of the intersecting domains of local, the national, and the
international.'? Like David Geoffrey Smith, Wang draws
upon wisdom traditions as well as examples of interna-
tional nonviolence activism in envisioning ‘“nonviolence as
a guiding principle for internationalizing curriculum stud-
ies.” Central to the conception of nonviolence that Wang
elaborates is an embodied sense of “interconnectedness”
that affirms “compassionate” and “affiliating” aspects of
humanity. Such affirmation of “fellowship” and “shared
life” she finds in several philosophical, religious, and ethi-
cal traditions, including the Christian principle of “love
your enemy,” the African notion of ubuntu, the Chinese
notion of Tao, as well as in indigenous peace-making tra-
ditions in North America. Referencing the role of gender
in violence and nonviolence, Wang cautions that we must
not now resort to another mode of “domination” to destroy
violence, “but we must work through it.” Recalling the sim-
ultaneity of self-healing and political insurrection Smith
invokes, Wang asserts that nonviolent activism is “both
internal and external.” It is “fundamentally an educational
project.” Wang emphasizes that “inner peace is the basis
for outer peace.” “Ultimately,” she notes, “violence and
nonviolence are felt by the individual body, and the funda-
mental task of education is personal cultivation.”!?

Thateducation is simultaneously personal and collective
is a point Wang affirms by quoting David Geoffrey Smith’s
call, in his chapter in the first edition of this handbook,
for engaging “a new kind of global dialogue regarding
sustainable human futures” and for forming “a new kind
of imaginal understanding within human consciousness”
(2003, p. 35). “Responding to such a call,” Wang sug-
gests that the “grassroots movements and organizational
efforts of nonviolence education locally, nationally, and
internationally provide such a vision for internationalizing
curriculum studies.” Through such multi-placed, multi-
tiered “grassroots” and “organizational” efforts to enact
such an “imaginal understanding,” we can internationalize
curriculum research in nonviolent ways.

Thirty-Nine Chapters on Thirty-Four Countries

[Clurriculum must address identity and nationalism
directly in a way that is invested with, rather than divested
of, emotion and passion.'*

Cynthia Chambers (2003, 246)

In her updating of the 2003 chapter on Argentina, Silvina
Feeney acknowledges that the “almost uninterrupted
succession” of curriculum reforms imposed by the State
since the 1990s has “not been matched” by a corresponding
increase in theoretical research. But empirical research has
proceeded, focused on the “impact” of curricular reforms
in Argentine schools, especially on the daily labor of teach-
ers and principals. The curriculum is the site of schools’
daily activities, “determining their aims and providing
guidelines for teachers’ action.” Sociology—specifically
the contributions of Bernstein'®> and Bourdieu—has
been influential, but curriculum history is also present
in the Argentine field. Mainstream curriculum research,
however, follows state policy and exhibits a “technical”
orientation. Perhaps distinctive to Argentina, there are
what Feeney terms “outreach magazines”—she names
Novedades Educativas as an example—that feature “rec-
ommendations on how to implement the new curricula”
or “research findings” that address teaching problems.
Perhaps this apparent “democratization” of curriculum
research will support not only state-sponsored “reform.”

In their chapter in the first edition, Alice Casimiro
Lopes and Elizabeth Macedo emphasized the Brazil-
ian field’s porous boundaries and its hybrid character.
Curriculum research focused on literacy, knowledge,
interdisciplinarity, and culture as well as on specific cur-
ricular innovations, specific subjects (often informed by
varieties of constructivism), and new technologies. Today,
Lopes and Macedo report, this multiplicity of theoretical
approaches remains the case. There continues to be what
they term a “theoretical dispersion,” including a “crosso-
ver” of research “aiming at improving teacher activity” in
classrooms, in “specific subjects,” but also encompassing
“school culture or schooling as a whole,” as well as theo-
retical studies of politics, culture, history, daily life, and
the dynamics of knowledge. Lopes and Macedo view this
plurality as the “appropriation” and “reinterpretation” of
a wide range of scholarship (including that in sociology
and philosophy). They conclude that there is no epistemo-
logical consensus concerning what constitutes knowledge
about curriculum.

The “incorporation” of poststructuralism in the Bra-
zilian field precipitated a “hybrid process” with “critical
perspectives.” Lopes and Macedo do not judge this
“hybridity” as a problem to be overcome. In political
terms, the “subject” is construed as “capable of transcend-
ing the structure, while it can only act because this same
structure constitutes itself.” Because the subject is consti-
tuted by lack, it is compelled to undertake “political action
for social transformation.” In this formulation, “politics
is not designed by centrality of the utopian project, with
a predefined meaning. Politics is the terrain of conflict,
contingency, and undecidability.” Rather than foreshad-
owing the end of politics, Lopes and Macedo predict a
“hyper-politicization” of curriculum research. No longer
a “project of knowledge to be universalized,” the curricu-
lum becomes the “space-time of cultural boundaries in
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which one disputes the significance of the world.” What
“hyper-politicizes us,” they conclude, “is the possibility
of inventing today, without guarantees, what will be the
past for the future that we desire, without much clarity
on where this desire will be. This ability empowers us as
agents of this invention, in which the meaning of who we
are as subjects is always postponed.”

In her chapter for the first edition, Silvina Moraes
focused on the 1996 Brazilian curriculum reform. In her
updated chapter, Moraes reflects on what has happened
during the last decade. “[W]e can say,” she reports, “that
there has been effort in overcoming the positivistic,
fragmented and alienated conception of science that domi-
nated the school curriculum.” The “traditional, obsolete”
curriculum—in which students worked only individually
memorizing concepts that had “no connection with their
lives or even their remotest interests”—is being “replaced
by a more contextualized, integrated, interdisciplinary
curriculum.” The reform is “slowly (and painfully) being
accepted.”

Globalization, Moraes asserts, “incorporates the con-
cepts of diversity and sustainability, conceiving the world
as an interconnected whole.” It affirms the “fundamental
interdependence of all phenomena, and the fact that, as
individuals and societies, we are all connected and depend
on the cyclical processes of nature.” Moraes has found
Habermas’s conception of dialogical rationality useful
in addressing issues of cultural and epistemic complex-
ity, as “intense dialogue” is prerequisite to understanding
curricular questions of “integration, inclusion, multicul-
turalism, empowerment, critical thinking, intersubjectivity
and interdisciplinarity.” Only through such complicated
conversation can one “contemplate” the multiplicity of
“interests” and “voices” that comprise the curriculum in
Brazil.

In Chile, Claudia Matus Canovas reports, neoliberal-
ism has been associated with educational reform since
the Dictatorship. Then the Chilean system was remodeled
after the so-called free market, shifting funds, oversight,
and accountability from government to individuals and
corporations. For-profit education, high-stakes testing,
and accountability now dominate discussions. At pres-
ent, there are three major curriculum reforms operating
at the same time, Canovas continues, organized around
“abilities, themes, and attitudes.” The latter, she argues,
represents a form of “affective regulation” in the service
of the State’s strategy “to secure its economic future, and
at the same time to secure the well-being of its popula-
tion.” This regulation risks rendering the school as another
“totalizing” institution. In such circumstances, Cénovas
is clear that “we must recognize and act on connections
between classrooms and societies in a critical and creative
way, particularly in these neoliberal times.”

In China, it seems the future will be achieved through
the reactivation of the past, a view I embrace (2012). In
conducting curriculum research in China, Zhang Hua
and Zhenyu Gao explain, one seeks “curriculum wisdom

embodied in the true, the good, and the beautiful, and
understanding curriculum history, reality and process.”
History and wisdom are thus intertwined: “Curriculum
wisdom is also a historical being.” Historicity becomes
crucial because the “history of curriculum discourse dwells
in the reality of curriculum.” Zhang and Zhenyu draw upon
three wisdom traditions in China—Confucianism, Taoism,
and Buddhism—to provide visions of “society, nature, and
self respectively.” These traditions surface in the “domi-
nant paradigm” of curriculum research in China—that of
“curriculum development.” The dominance of curriculum
development is due in part to China’s present engagement
in “an unprecedented curriculum reform.” Given these
present circumstances, they conclude, “how to develop cur-
riculum effectively is an urgent call for Chinese scholars.”

The present may be focused on curriculum devel-
opment, but the future of the Chinese field will include
“understanding curriculum.” To understand “what it
means to know” and “to be educated” in China will fol-
low, Zhang Hua and Zhenyu Gao suggest, from sustained
reflection on “our own traditions” as well as “international
conversation.” Neither can be conducted, they continue,
“without cultural, political, economical, global, and spir-
itual understandings of curriculum.” Such understandings
incorporate immersion in the everyday life of schools but,
Zhang and Zhenyu appreciate, “to understand curriculum
at a deeper level must be accompanied by the difficult task
of transcending the direct and instant needs of curricu-
lum practice so that the critical and creative potential of
theory can be released.” The future of curriculum research
in China is promising, as “the Chinese curriculum field
will keep up with its good tradition of historical studies,
attempt to inform curriculum research by traditional cur-
riculum wisdom, participate and contribute to worldwide
curriculum discourses, reflect on the reality of curricu-
lum practice, and construct its own distinctive curriculum
theories.” Zhang and Zhenyu conclude: “China has now
entered into a ‘golden age’ of curriculum studies.”

The situation is quite different in Colombia, as Juny
Montoya-Vargas makes clear. There, curriculum as a
concept was discredited by its association with “foreign
interests” and the “industrial era and its preoccupation with
efficiency.” Despite the shift in the U.S. field—from cur-
riculum development to understanding curriculum—many
scholars prefer the concept of “study plan” to “curricu-
lum,” as the latter term still implies the “technical control of
education.” Despite this legacy, Montoya-Vargas believes
that the concept of curriculum has a “promising future”
in the work of those teachers and researchers devoted to
the “development” of “participatory forms” of curriculum
design; ‘“‘socio-culturally relevant curricula”; “problem
and project-based” curricula; and curriculum structured
by flexibility, interdisciplinarity, and integration.

In Cyprus, Nikoletta Christodoulou acknowledges,
history and politics have also been formative in curricu-
lum thought and research, both which developed “rapidly
within periods of turmoil.” A formalized field remains
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absent and, as a result, curriculum continues to be regarded
as a “set of technical guidelines,” objectives, and strategies
for teaching and learning. There is no systematic effort
to “understand curriculum” in its various dimensions and
“explore the ways in which ‘what knowledge is of most
worth’ can be answered.” Despite this history and present
circumstances, Christodoulou’s presence promises a more
complicated future for the Cyprian field.

The Ethiopian tradition in education includes indig-
enous education, Woube Kassaye explains, evident in
both Church and Quranic schools, wherein the curricu-
lum is “unchanged and uncontested.” The medium of
instruction in the Church curriculum was Geez, while
in Quranic schools it was Arabic. After modernization,
English has predominated, but more recent policies have
endorsed a multilingual curriculum. Kassaye provides not
only a history of these developments but focuses on the
2010 Curriculum Framework for Ethiopian Education:
KG-Grade 12. Kassaye draws a map of the contemporary
field, identifying sites of support for curriculum develop-
ment and research at universities, research centers, and
government agencies. The Ethiopian Curriculum Studies
Association also provides crucial support and advocacy
for scholars and researchers. With such infrastructure in
place, the future of curriculum research seems promising.

Education in Finland, Antti Saari, Sauli Salmela, and
Jarkko Vilkkild explain, represents a “singular concoction”
of Bildung from Germany and (after World War II) the
Tyler Rationale from the United States. The latter empha-
sized behaviorally defined, measurable aims of education,
easily incorporated into capitalism’s market model. The
“challenge” today, Saari, Salmela, and Vilkkild assert, is
constructing a “new communal and collective public space
for free self-expression.” The past may provide passage, as
they suggest “we might extract from what is still powerful
in the Bildung—tradition, a vision of an autonomy that is
aware of historical traditions, while being able to trans-
form them into something new. This understanding might
open up a space for freedom.” The liberty sustained study
of the artes liberales enables, Saari, Salmela, and Vilkkila
suggest, an “inner freedom.” “An individual controlled and
regulated by the economy,” they warn, “will never be free,
and no educational system governed by the economy can
produce freedom.”

In Germany, curriculum, evaluation, and control are
interrelated. Wolfgang Bottcher’s title summarizes pres-
ent circumstances—dominated by “standards” and a new
governance structure following participation in PISA!*—
but he reminds readers of the past. In the 1960s, Saul B.
Robinsohn had reintroduced the term “curriculum.” While
Robinsohn acknowledged the worth of ancient think-
ing and ancient languages, it was ‘“change” that drove
reform, especially in science, technology, and globaliza-
tion. Bottcher recalls Wolfgang Klafki’s emphasis upon
“global and epochal key problems,” among them peace-
keeping and international understanding, human rights,
social inequity, technology assessment, equality between

men and women, labor, environment protection, and the
pursuit of happiness. After PISA, the curriculum debate
has become “trivial,” inadequate for the “complexity” of
“global problems to be solved.” The test-driven curriculum
not only trivializes but contradicts what Bottcher points
out is the very rationale for “standards-based reform,”
namely the reduction of inequality. It is not the students’
purposes “reform” serves, “but, rather, the purposes of
testers and politicians who can, after Germany has gained
a few places in the education rankings, fool an innocent
public believe that this was the effect of smart politics.”

In her analysis of “competence-oriented curriculum
reform” in Germany, Charlotte Rhner works historically
as well. But it is the present that compels her attention, and
so it is curriculum debates after TIMMS!? and PISA on
which she dwells. “All efforts,” she writes, focus on how
the ““skills” children bring to school can be improved. “In
particular,” Rohner continues, “the initial language skills
of children from families with a migration background . . .
have become a focus and have resulted in extended lan-
guage support measures at the prep-school institutions of
all federal states.” While enjoying only “average” success,
these measures served as the “starting point for a compre-
hensive reorientation of elementary education.” In 2004,
there was for the “first time” a “binding agreement among
all federal states and the field of schooling and youth aid
on the tasks of prep-school teaching and support.” Also
referencing Klafki’s key contribution and continuing rel-
evance, Rohner points out that contemporary concepts of
competence emphasize “cognitive” tasks and problems of
“learning,” in sharp contrast to Klafki’s more sophisticated
and multimodal formulation. Such a constricted concep-
tion has been accompanied by curriculum development as
“informed arbitrariness” in the service of a “nationwide
orientation” and ““standardization.” A “critical analysis” of
“curriculum discourse,” Rohner concludes, “must still be
developed.”

“What makes Asian countries successfully produce
children with high aptitude for science, reading, and math-
ematics?” asks Edmond Hau-Fai Law. Countries with a
“Confucian heritage overemphasize examinations, accord
excessive priority to rote learning and memorization,” and
they “depend heavily on teacher talk and transmission
models.” This is a paradox, Law notes, as Confucian per-
spectives in fact contradict these practices, valuing, instead,
“thinking, investigation, authentic learning, the experi-
mental nature of learning, self-reflection, application, and
a personal attitude toward learning.” Law associates these
ancient concepts of learning and pedagogy with “modern”
progressive education.

In contrast to those Western countries where public
debates over curriculum have been absent, Law reminds
readers of the July 29, 2012, protest against Beijing’s 2013
curriculum reform. Approximately 90,000 protestors—
including students, parents, and teachers—took to the
streets to decry what they perceived to be an ideologi-
cal assault on the historic diversity of the Hong Kong
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curriculum. Because Beijing wants to “engineer a strong
sense of national identity with Mainland China,” includ-
ing “recognition of the Communist Party as the legitimate
and sole representative of the Chinese people,” the school
curriculum in Hong Kong is now a “battleground”
between ‘“‘contrasting ideologies that are deeply rooted
in two different cultural and political traditions.” Perhaps
paradoxically, curriculum research in Hong Kong, while it
tends to be “closely related with key policy directions and
reform agendas,” is not openly “political.” It is instead pre-
occupied with “learning and assessment, decentralization,
and distributed models of teacher curriculum deliberation
and empowerment.” Started in the 1970s, this “search”
for an “effective and quality” curriculum “continues to
the present.” The standardization implied in this research
tradition is mediated, Law suggests, by “negotiating” a
curriculum for the “diverse needs of different ethnic and
cultural groups.” He concludes: “I believe that the search
for a diverse curriculum is the search for a curriculum that
allows for a postmodernist Hong Kong.”

Curriculum research in Iran, Mahmound Mehrmoham-
madi reports, proceeds with the “intention of detecting,
disclosing and codifying the seemingly strong curricu-
lar current that exists at the deeper layers of education.”
Efforts are now underway that “would give voice to the
now silenced practiced curriculum discourse.” In a nation-
ally recognized project known as the Iranian Curriculum
Encyclopedia (ICE)—an initiative of the Iranian Cur-
riculum Studies Association (ICSA)—an entire section
is devoted to reflecting on “schools’ innovative curricu-
lar experiences.” As is the case in the United States and
elsewhere, in Iran, curriculum specialists’ “participation
in policy formation and policy evaluation is quite negligi-
ble.” The “centralized curriculum system” has a “negative
structural impact” on the “development of the curriculum
field.” It appears that in Iran, the paradigm of the field is
“understanding curriculum” rather than systemic “cur-
riculum development.” Mehrmohammadi appreciates this
issue as one of “disciplinarity.”

In recent decades, Kevin Williams and Elaine McDon-
ald report, curriculum inquiry in Ireland has been “vigorous
and extensive.” As elsewhere, curriculum research in Ire-
land is interdisciplinary, with contributions coming from
curriculum specialists, philosophers and sociologists as
well as from those “not directly involved in the academic
study of education,” including industry representatives.
“One irony of curriculum inquiry,” Williams and McDon-
ald note, is both Left and Right “share the same critical
view of the ‘system.” ” It fails to do enough for the dis-
advantaged, the Left complains; it fails to be responsive
to the needs of industry, complains the Right. Williams
and McDonald focus on the former, and specifically the
issue of “inclusiveness,” a concept that underpins the five
themes they examine.

In Irish curriculum inquiry, Williams and McDonald
report there is a “commendable emphasis on research
evidence rather than anecdote and impression in policy

development.” Inquiry is “seeking to analyze how the cur-
riculum is defining and giving practical content to cultural
identity and aspirations.” Indeed, the school curriculum
is “theorized” as an “instrument of public policy through
which the country’s self-understanding is expressed and
communicated to the young generation.” In studying
curriculum, Williams and McDonald conclude, “we are
therefore also studying ourselves.”

In their updated chapter on curriculum research in
Israel, Yehoshua Mathias and Naama Sabar acknowledge
that curriculum is often the reflection of power struggles
among various groups. But it is not only a “reflection”
they note: “curricula are not merely reproductions of what
is taking place in other sectors, but are also influenced
by autonomous educational factors.” While its cultural,
religious, and political elements are obvious, the state
curricula have not been “uniform,” as the State Educa-
tion Law “recognized that the religious had the right to
pedagogic autonomy.” As a consequence, there have been
“differences” between state elementary school curricula
and those in religious schools, “particularly in regard to
the scope and content of the study of Jewish Law (written
and oral).”

Even in its early years, the state acknowledged “the
need to adapt curricula to the special needs of the Arab
population.” While the language of instruction in schools
in the Arab villages may have been Arabic, Mathias and
Sabar report, the state “refused to recognize the right of
Israeli Arabs to nurture their national culture.” Reform
followed in the mid-sixties, influenced by trends in the
United States “following the launch of the Sputnik,” and
“intensified by The Six Day War in 1967.” From this time
onwards, the curriculum emphasized economic and tech-
nological topics.

Investments in science, technology, and economics
are insufficient. Ideological “polarization” as well the
“strengthened status” of “national and cultural minori-
ties” underline, Mathias and Sabar point out, the “political
shortcomings of a uniform curriculum.” Now the Minis-
try of Education is attempting to expand its attention to
“cultural disparities.””® Indeed, the ‘“new core curricu-
lum,” they report, attempts to “instill” the “knowledge”
and “skills” youth need in a “technological globalized
economy’ as well as “nurture a cultural platform based on
the perception of Israel as a modern, national, Jewish and
democratic State.” The question of its success, Mathias
and Sabar acknowledge, remains “open.”

Despite an “unusual diversity” of people, Italy, Paula
Salvio points out, has “fallen into step with what is per-
ceived as a global market demand for a unified curriculum
that is homogeneous with the rest of the continent, as made
evident, to provide one example, by its participation in the
PISA program.” How will such standardization impinge
upon the evolving “idea” of Italy? Salvio recalls the
Riforma Gentile of 1923, set in motion by Mussolini’s first
Minister of Public Instruction, Giovanni Gentile. Gentile
abolished instruction in all languages other than standard
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Italian: “The belief that the individual practices his or
her individuality by merging with the state, Italy, was, of
course, a hallmark of Italian fascism.” With Italy’s defeat
in World War II and a subsequent sense of “lost greatness”
associated with memories of a “mythic Roman past,” the
postwar Italian curriculum communicated a “heroic vic-
timhood” that effaced the facts of Italy’s colonialist past.
Not until the student protests of the 1970s were high-school
textbooks revised. As elsewhere, in the 1980s, neoliberal-
ism arrived, embraced by Right and center-Right political
parties. “No one is quite sure what PISA measures,” Salvio
sagely asserts, “but what we do know is that PISA is a
private corporation sponsored by the Organization for
Economic Co-Operation and Development (OECD) and
supports the OECD’s promotion of STEM curricula (sci-
ence, technology, engineering and mathematics).” What is
not valued by such “corporate auditing systems,” Salvio
continues, is the “art” of “cultivating historical conscious-
ness . . . that would illuminate rather than obscure aspects
of Italy’s history of colonization.”

Competition has once again intensified in Japanese
school culture. Tadahiko Abiko cites the 2003 PISA scores
as cause. National standards were revised, and what had
been the maximum number of school hours became a rec-
ommended minimum. Since reform, violence has escalated
in Japanese schools, including an increase in the incidence
of bullying. Reforms now follow one after the other.
The fact remains, Abiko rues, that university entrance
examinations still convert the school curriculum into test-
preparation. It is no occasion for the “healthy growth and
development of students.” Perhaps the disasters of 3/11
will prompt people to “think about formal education more
deeply,” Abiko hopes.

Controversies over the curricular treatment of Japanese
history and minority groups, Shigeru Asanuma acknowl-
edges, couple with strict discipline and intense pressure
to excel in university entrance examinations to create an
image of education in Japan. Less known internationally
is the “very flexible” and “progressive curriculum pol-
icy” that has been administered in recent decades. Three
concepts—Living Power, Relaxation, and Education for
Mind—informed Japanese curriculum reform in 1990.
These concepts continued those 1980s reforms that empha-
sized individual development (Koseika) and globalization
(Kokusaika), reforms contesting “traditional” conceptions
of curriculum and instruction emphasizing “rote learning”
and “factual knowledge.” Since 2011, however, it has been
“Back to the Basics” in Japan. “There is no rationality in
this transition,” Asanuma observes.

In the aftermath of PISA, Thomas Lenz, Anne
Rohstock, and Catherina Schreiber report that curriculum
deliberation in Luxembourg became centralized and more
“scientific.” Both developments represented a “rather radi-
cal break with the past” as during the past two centuries
curriculum research in Luxembourg occurred in schools
and had not been “scientific.” Indeed, practitioners con-
ducted curricular discussions in Luxembourg. Subsequent

efforts to follow international reforms were “contradicted”
by “national and local” classroom practices “prevalent at
least since the founding of the nation in the early 19th
century.” Trilingual, the state recognizes Luxembourgish,
French, and German as official languages, and the school
system incorporates all three. A distinction between “real-
istic” Volksbildung and “humanistic” Bildung is inscribed
in the Luxembourgish curriculum and structures cur-
ricular debates. From the beginning, Lenz, Rohstock and
Schreiber report that the authorities have “fostered differ-
entiation: social and regional, in language teaching and in
moral and science education.” Since Sputnik, conserva-
tives have fought to preserve the “humanistic educational
ideal,” emphasizing the “dangers” of new technologies
and hoping to avoid the “American way.” Now a multicul-
tural society, Luxembourg struggles to integrate migrant
children into the trilingual education. “It is yet uncertain,”
Lenz, Rohstock, and Schreiber conclude, “how the PISA
studies will affect the Luxembourgish curricula and the
school system as a whole.”

There have been three phases in the history of curricu-
lum research in Mexico, Frida Diaz Barriga reports. In the
1970s, the work of Tyler and other Americans espousing
a “technologic-behaviorist approach” was “imported.”"®
In the 1980s, a complication of the field occurred, as
critical pedagogy, constructivism, interpretative school
studies, and studies of professional training and prac-
tice displaced technologic-behaviorism. The third phase
started in the 1990s and is characterized, Diaz Barriga
explains, by globalization-associated curriculum reforms
and models, including neoliberal notions of innovation
and accreditation. There are now theoretical interests in
postmodernism and poststructuralism as well. “This last
phase,” she concludes, “seems to have reached a stage
of internationalization with important strains among the
global, national and local spheres.” After Garcia-Garduiio
(2011), Diaz Barriga references processes of “accultura-
tion” and “satellization,” concepts denoting legacies of
colonization.

As in South Korea and elsewhere, there is an ongoing
recontextualization of imported theories. In Mexico, Diaz
Barriga reports, a “hybridization” occurs as ‘“‘structures
and practices that stem from diverse origins can combine
in order to create new entities in a kind of crossbreed-
ing process which is never free from contradictions and
exclusions.” Such hybridization encourages “‘cosmopoli-
tanism” that, within the Mexican field, is associated with
“multicultural perspectives, openness to diversity and the
balance between local and universal values.” Diaz Bar-
riga concludes: “Despite the acknowledged polysemy
of the term ‘curriculum,’ this term is still the intellectual
and organizational focus of educational processes in the
teaching institutions, the ground where goals, contents and
processes are defined and discussed and is, after all, the
space where groups and actors compete for the power.”

Wedged between Continental and Anglo-Saxon spheres
of influence, the Dutch, Willem Wardekker, Monique
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Volman, and Jan Terwel remind, have found their own
way. Dependence on foreign trade has translated into a
curriculum emphasizing foreign languages, not national-
ism. “Dutch thinkers,” Wardekker, Volman, and Terwel
write, “seem to have engaged mainly in connecting and
‘trading’ in ideas formulated elsewhere.” This “commer-
cial” history may also explain why curricular conflicts
have tended to be resolved “by pragmatic compromise
rather than by open conflict.” Conflicts have tended to be
more religious than class-based, as Protestants and Catho-
lics each comprise approximately one third of the Dutch
population. Only in the second half of the twentieth cen-
tury has secularization provided a third alternative. Today,
there are state-funded Islamic schools.

The Dutch state cannot prescribe detailed curricula
or textbooks, and so schools are largely autonomous in
their choice of books marketed by independent com-
mercial publishers or created by the teachers themselves.
There is a state institute for curriculum development
but, Wardekker, Volman, and Terwel note, its influence
is limited to creating examples of curriculum; it has no
power of enforcement. In recent years, the institute has
gained influence by coordinating and directing curriculum
deliberations; the educational publishing houses remain
powerful. Curricular change occurs by changing the con-
tent of examinations. When the PISA ratings dropped,
fears of economic decline were invoked, and this cam-
paign translated into an increased curricular emphasis on
Dutch, English, and math.

For 150 years, the curriculum in Norway served the
cause of nation-building, Kirsten Sivesind and Berit
Karseth explain, but in recent decades this “tradition” has
been “challenged” by Europeanization and globalization.
Curriculum guidelines have shifted from being “content-
oriented” to being “learning-oriented,” evident in the 2006
“Knowledge Promotion” reform which, Sivesind and
Karseth report, “aimed to strengthen the core aspects of
learning rather than detailing curriculum content.” Despite
present circumstances, one strand of curriculum research
in Norway is “historical-descriptive,” focused on both the
history of educational movements and ideas as well as sys-
tems and institutions. Contemporary Norwegian research
also focuses on the school subjects and on curriculum
development. In addition, there are studies that link spe-
cific questions of curriculum reform to a “wider societal,
cultural and educational frame of reference.” Curriculum
research in Norway has, to a “high degree, been open to
international influences.” As in other countries, this open-
ness has its dangers; in Norway, the “restrictive function of
assessment in education hinders the use of differentiated
theoretical perspectives.” Sivesind and Karseth “question
how new policies reduce the complexity that has charac-
terized the curriculum for decades. For this reason, we
question how much knowledge and learning can be stand-
ardised without losing meaning and purpose.”

In Nigeria the concept of curriculum remains “narrowly
conceived,” Rosita Okekenwa Igwe reports, “associated

with design, planning, implementation and evaluation.”
Researchers labor to implement Universal Basic Education
(UBE), dedicated to “eradicate illiteracy, ignorance and
poverty as well as stimulate and accelerate national devel-
opment, political consciousness and national integration.”
The Nigerian curriculum is conceived to enable children
to achieve approriate levels of literacy. “Each graduate,”
Igwe summarizes, “should be useful to himself and to soci-
ety at large by possessing relevant ethical, moral and civic
values.” These “expansive” objectives have extended the
curriculum, now including woodwork, home economics,
electrical electronics, agricultural science, and technology.
Especially technology is emphasized, and Igwe reports
that Nigeria’s “huge” investment in science and technol-
ogy is reflected in enrollments in tertiary institutions,
where 60 percent of students are studying one of the sci-
ences. Questions of gender and sustainability also inform
curriculum development. It is “culture,” Igwe asserts, that
“is the substance of education.”

Affirmations of culture are present in Peru, Lileya
Manrique, Diana Revilla, and Pilar Lamas report, even
if reforms have emphasized economic modernization.
Despite these circumstances, the curriculum remains com-
mitted to principles of “ethics, equity, inclusion, quality,
democracy, interculturality, environmental awareness,
creativity and innovation that promote the production of
new knowledge in all the fields of knowledge, art and cul-
ture.” As in Mexico, the concept of “study plans” takes
precedence, as the concept of curriculum kept “its regula-
tory character.” During the 1990s, curriculum was defined
as “competencies” regulating teaching practice. “Curricu-
lar sustainability requires certain conditions,” Manrique,
Revilla, and Lamas appreciate, and “one of them is not to
be subject to the continual changes of government.” They
supplement that important insight with an affirmation of
“the participation of the different social stakeholders to
ensure a consensually-built proposal.” Also crucial to cur-
riculum is clarity for teachers. “Finally,” they affirm that
“the curriculum needs to have a sense of pertinence that
will decisively incorporate the perspective of intercultural
education, so needed in this country.”

During the first decades of the last century, Aleksan-
dra Luczak reports, the Polish school curriculum stressed
young citizens’ obligations to the nation. These were not
narrowly conceived but asserted a “comprehensive” edu-
cation that emphasized “social, artistic, academic and
physical development as well as self-development.” After
1939, Luczak reminds, “education in Polish was banned
and punished with death.” Despite this disaster, “during
the war clandestine classes were organized all around the
country.” Today, economic issues influence education in
Poland “to a great extent,” and technology is emphasized.
Officials demand closer relationships between education
and business.

Polish students seem to prefer the liberal arts, however.
History courses have been bleached of Soviet influence
and once again feature Polish content. Religion returned
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and PISA scores improved. Citing the problem of unem-
ployment, the Ministry is now emphasizing vocational
subjects: information technology (IT) studies, physics,
mathematics, environmental protection, biotechnology,
and chemistry. Study of these subjects promises “mobil-
ity,” but “internationalization at home” is also important,
expressed in “international curricula, foreign visiting aca-
demics, the requirement for Polish students to take some
courses in a foreign language, and the development of an
European dimension in curricula.” Luczak is optimistic:

New curricula that are being at the moment introduced
will definitely serve the students well preparing them for
the challenges of the job market and enabling offering
them the advantages of mobility and internationalization
across Europe which draws on the best European tradi-
tion going back to Golden Ages and the times of Nicolaus
Copernicus when the value of obtaining knowledge and
experience at several academic centers was appreciated.

The Portuguese curriculum, José Augusto Pacheco and
Filipa Seabra report, is a “broadly political project dis-
guised as a shared technical consensus.” The academic
field of curriculum studies consolidated in the 1990s,
especially at the Universities of Lisbon, Minho, and Porto.
While there is a “significant theoretical production,” the
predominant discourse of curriculum research is “techni-
cal” and “school-based,” focused on politically motivated
“reforms.” Neither Pacheco nor Seabra is submerged in
present circumstances; they imagine a future when the
curriculum serves “as a point of departure rather than a
destination, implying a conversation, namely a national
and international conversation, supported by Portugal’s
membership to the European Union.”

In Romania, Rodica Mariana Niculescu explains, the
curriculum is based on “borrowed, transformed and assim-
ilated models” with “many hybrid features, but still very
Romanian.” Like the nation itself, Niculescu continues,
the curriculum contains traces of Latin and Greek cultural
influences on one hand, and of Slavonic culture on the
other. The recent history of curriculum in Romania has
been marked by a series of reforms, of which Niculescu
is quite critical. “In spite of several good points,” she
writes, the National Education Act (2011) “does not offer
a sound educational policy base for an adequate curricu-
lum reform.” Institutionalized during the last two decades,
curriculum theory, Niculescu worries, is insufficiently
internationalized and is too often only “added” to tradi-
tional studies in “pedagogy.”

Russia’s renowned writers, Vladimir Blinov reminds,
addressed questions of education. Pushkin, Dostoyevsky,
and Tolstoy “departed” from official pronouncements and
endorsed “being open to the world.” After 1917, commu-
nism superseded humanitarianism, “subjecting the school
to a new ideological setup,” converting Russian “schools
of study” into Soviet “schools of labor.” In the first few
years after the Revolution there remained an openness to

the world, including to U.S. progressive ideas. (The Dalton
plan and Kilpatrick’s project method were imported
and adapted.) In post-Soviet Russia, Blinov reports, the
curriculum has become increasingly aligned with “struc-
tures of the shifting economy,” emphasizing technology.
There have been efforts to redress this imbalance; Blinov
cites the 1990s prioritizing of the humanities, a curricu-
lar response, he suggests, to the “facelessness” of Soviet
schools. Today, the Russian curriculum is faced with two
challenges: the creation of a “civil society” and contribut-
ing to an economy not based on the oil and gas sector.
“At the heart of these processes,” Blinov explains, “lie the
actions aimed at coping with the consequences of totali-
tarianism, the psychology of which has wormed its way
incredibly deeply into the national consciousness, assim-
ilating all forms of mimicry and touching on the moral
values of both adults and children.” There is an optimis-
tic scenario, Blinov concludes, one derived from Russian
history, one that encourages Russians to “learn now from
other countries, selecting and then implementing the best
examples and practices.”

Singapore faces a past it wishes to supersede as well.
The “centralized, standardized, top-down system,” with
its emphasis on “socialization” and “rote learning” and
its “quiescence of students”—once considered “crucial”
to the “state’s agenda of economic growth and nation
building”—is now, Viniti Vaish reports, an “impediment.”
In the present postindustrial moment, policy-makers agree
that a radical transformation is required, one marked by
a shift from an “efficiency” to “ability-driven” school
system. Now conducting research where “the old effi-
ciency-driven system is still in place,” Vaish is confident
that “holistic” reform can transform “every single aspect
of the school ecology,” taking Singapore’s school system
from “good” to “great.”

Recounting the recent history of curriculum research
in South Africa, Lesley Le Grange emphasizes the early
1990s National Education Policy Initiative (NEPI). Twelve
reports were produced, including one on curriculum. These
were followed by three iterations of outcomes-based edu-
cation (OBE): Curriculum 2005, the Revised National
Curriculum Statement (RNCS), and the National Curricu-
lum Statement (NCS). The introduction of OBE generated
a broad public debate and stimulated curriculum research.

OBE was wholeheartedly embraced and severely criti-
cized; the Minister of Basic Education signed its death
certificate in 2010. In the new national curriculum—the
Curriculum Policy and Assessment Statement (CAPS)—
“outcomes have been removed.” In Le Grange’s judgment,
outcomes-based education has been a “red herring,” and
its removal will not guarantee that classroom practices will
improve. He provides a map of the South African field,
noting, in particular, those whose research is informed
by Basil Bernstein and those committed to decoloniza-
tion. Invoking Deleuzian language, Le Grange expresses
hope that the “tribes and their territories” will become
“deterritorialized” in order to ‘“enable complicated
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conversations to occur between South African curriculum
scholars on local soil that will invigorate lines of flight and
the transformation of the field.”

South Korea, Yonghwan Lee reminds, enjoyed its own
“unique” educational system for thousands of years. In
this system, the humanities—not vocational or technical
subjects—were prized. Western missionaries changed
everything as they communicated their “belief not only
in God but also in the superiority of their own culture.”
Western-style schools followed. One of the most “notice-
able features” of twentieth century curriculum reform is,
Lee emphasizes, that “major political transitions were
always followed by reforms of national curricula.” Curric-
ulum reforms legitimized new governments and reflected
changing curricular theories. “Every national curricu-
lum since 1945, Lee argues, has been the “result of the
subtle, sometimes very odd, combination of these two
purposes.” Given the centralized, authoritarian assertion
of school reform, Lee concludes, “there was, and still is,
little room for teachers, students, parents, and even cur-
ricular theorists.”

Young Chun Kim, Dong Sung Lee, and Jae Hong Joo
start their story in 1945 when Korean scholars were sent to
the United States to study curriculum. Upon their return,
curriculum studies were established. “Since then,” Kim
and his colleagues report, the South Korean field has been
influenced “principally” by the United States. From Tyler,
Taba, and Bruner in the 1970s to “reconceptualist” dis-
courses in the 1980s, U.S. curriculum research has been
determinative. More recently, however, Korean scholars
have not only translated U.S. research, they have been
reconstructing it according to Korean traditions and cir-
cumstances. Kim and his colleagues call for postcolonial
curriculum research, encouraging teachers, researcher,
and students to “decolonize” consciousness. Postcolo-
nial curriculum research requires the formulation of new
curriculum languages that address the unique legacies,
present circumstances, and future prospects of the Korean
nation. While focused on the nation, the postcolonial
Korean research will not be nationalistic, Kim and col-
leagues insist. It will embrace internationalization. They
suggest the Korean experience of colonization and decolo-
nization might inspire colleagues worldwide to undertake
their own post-colonial campaigns to reconstruct curricu-
lum research.

In Spain, César Coll and Elena Martin explain that the
curriculum has proved pivotal in adapting the education
system to the “new democratic order.” Most curriculum
research has been focused on “curriculum change in
pre-university teaching.” The curriculum model adopted
there was “based on a set of social constructivist-oriented
psychopedagogical principles” focused on the “abilities”
of students that the curriculum should cultivate. These
abilities, involving “all areas” of human development,
constitute the “starting point” for choosing curricu-
lum content. What is to be incorporated into the school
curriculum is that knowledge that contributes “most” to

developing abilities with the “greatest social relevance.”
This model means a “more open curriculum,” offering
teachers “greater autonomy”’ but accompanied by intense
assessment. The Instituto Nacional de Calidad y Eval-
uacion (National Institute for Quality and Assessment)
was established in 1993.

Spanish schools have seen an increase in students’
ethnic, cultural, and linguistic diversity. This fact has
strengthened the link between curriculum revision and reg-
ulatory policies. Citing the first edition of this Handbook,
Coll and Martin acknowledge a “similar association” in
other countries and regions, but, they add, “this relation-
ship is particularly strong in the case of Spain.” In addition
to the “huge increase in immigrant students,” Coll and
Martin reference “the increased use of digital information
and communications technologies (ICT)” requiring the
incorporation of new content and competencies into the
school curriculum. Interculturality and ICT are “two cen-
tral themes shaping the field of curriculum in Spain,” but
for Coll and Martin, three other research areas may prove
more significant: 1) assessment, 2) competency-based cur-
riculum, and 3) what to teach and learn in schools.

Understanding curriculum research in Switzerland,
Rebekka Horlacher and Andrea De Vincenti note, is com-
plicated by terminology. The two common terms used in
German, “Lehrplan” (instruction plan) or “Lehrplanung”
(instruction planning), are included in the concept of
curriculum, but they do not exhaust its meaning—never
mind that Switzerland is officially quadrilingual (German,
French, Italian, and Romansh) and that even German
terms in Switzerland may not coincide “fully” with their
meanings and historical resonance in Germany. Horlacher
and Vincenti remind that the Lehrplan is “strongly tied”
to German culture, linked with German understandings of
“good life” and the “good citizen,” concepts that cannot be
comprehended apart from Bildung.

The curriculum movements of the 1970s and 1980s
shifted the emphasis from “inputs” to “outcomes,” ration-
alized by theories of “human capital” and conceived
in terms of “standards” and “competencies” that made
“measurement” a “core mission.” Efforts to supersede the
“humanistic Lehrplan discourse,” Horlacher and Vincenti
report, “must be given a failing grade.” “It is precisely
in this thematic area,” they conclude, “that curriculum
research has the opportunity to establish itself as a com-
petent interlocutor in questions that relate to education,
schooling and the future of our society, without the need
for a moralistic discussion or one that is confined to the
logic of numbers.”

During the last decade in Taiwan, Hwang, Jeng-
Jye; Chang, Chia-Yu; and Chen, Derwen report, a
“localization-indigenization movement” has affirmed the
inclusion of Taiwanese culture in the curriculum. With
the prominence of multiculturalism, curriculum research
is now forefronted among the education sciences in
Taiwan. “At present,” Hwang, Chang, and Chen explain,
“how to design models for multicultural curriculum from
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kindergarten to university . . . are all on the agenda of
curriculum study.” Multicultural models must also address
the concerns of the aboriginal Taiwanese. Commitments
to gender equity challenge gender stereotypes and prej-
udice in schools. As in Korea, the fact of “international
marriages” poses curriculum questions, as do continuing
concerns for “environmental protection, sex education,
parents’ education, human rights education, drug edu-
cation, information education, moral education, career
education, marine education, etc.”

There is considerable infrastructure in support of such
curriculum research and development. Hwang, Chang, and
Chen report that there are several institutes and centers of
curriculum and instruction. There is as well the Association
for Curriculum and Instruction, a national and nongov-
ernmental academic organization that has published the
Curriculum and Instruction Quarterly since 1998. Envi-
sioning the future, Hwang, Chang, and Chen suggest that
curriculum study in Taiwan still needs to: (a) establish
more research organizations to coordinate national, local,
and school-level projects; (b) coordinate the efforts of
existing institutes, schools, and nongovernmental agen-
cies; (c) invite more colleagues for international and
interdisciplinary collaboration; and (d) form systemic and
integrated research projects through teamwork. “The task
of curriculum study belongs to not only learned scholars,
but also to teachers,” Hwang, Chang, and Chen conclude,
as the “aim of curriculum study is to establish theory and
improve practice.”

In his chapter on curriculum research in Turkey before
2000, Stimer Aktan reports that religion informed educa-
tion in the Ottoman Empire. “The verses of the sacred
scripture of Islam,” Aktan reminds, “emphasize the impor-
tance of knowledge, wisdom, reading, intellectuality and
comprehension.” The “sayings of the Prophet Muham-
mad,” he continues, which “praise reading and learning,
provide rationale for the importance attached to education
in Islam.” Despite nineteenth-century demands for socio-
economic development, Islamic influence remained strong,
indicated in Regulations introduced in 1892 emphasizing
Islamic curriculum. “The duties of the teacher were not
restricted to instruction,” Aktan explains, as “the teacher
was also required to serve as a role model to the students,”
teaching “obedience” to the sultan and the state as well as
to one’s parents, elders, and teachers. Aktan concludes that
the “predominant force in curriculum theory through the
end of the 19th century and early years of the 20th century
was Islam.”

After the establishment of the Republic in 1923, Aktan
continues, “the answer given to the curriculum ques-
tion “What knowledge is of most worth?” changed, now
informed by positivism and secularism.” No longer ethical
exemplars, teachers constituted “a scientific and cultural
army” considered even “more important than the mili-
tary.” This association of education and military training
was reflected in the curriculum. Despite this militarization
of education, the Republican government invited John

Dewey to study Turkish education. Dewey arrived in Tur-
key on July 19, 1924, and remained four months, after
which he filed the report he had prepared for the Ministry
of National Education. Dewey’s influence was discern-
ible, but the 1936 curriculum, while claiming a pragmatist
perspective, was, Aktan judges, “more ideological than
democratic.”

World War II was a “turning point” for curriculum
research in Turkey, Aktan writes. During the first years
of the Republic, concepts originating in Continental
Europe—especially in Germany—had dominated. After
1945, Turkish attention turned toward the United States,
where students were sent for advanced study in education.
U.S. experts traveled to Turkey and positivist models of the
social and behavioral sciences became prominent. “Curric-
ulum,” Aktan notes, “became a technical field composed
of curriculum development and assessment rather than an
academic field of study.” Micro-curricular topics—among
them teaching and learning, technology, and assessment—
preoccupied the now “technical-scientific-rationalist”
field. Macro-curricular concerns—such as gender, ideol-
ogy, curriculum history, and the role of government—were
exported to other specializations.

This exclusion of macro-curricular concerns remains
the case today, Aktan complains: “Tyler’s Rationale and
its variations remain to be the predominant paradigm.” He
blames the training post-World War II students received
in the United States. While the 1970s, reconceptualiza-
tion of U.S. curriculum research installed the significance
of macro-curricular perspectives there, not so in Turkey.
Key curriculum questions—especially historical and
theoretical questions—remain the province of other spe-
cializations, even other academic disciplines such as
political science, history, and philosophy. There are hope-
ful signs, Aktan suggests, among them the 2009 founding
of the Turkish Curriculum and Instruction Association. As
well, “criticism of the educational sciences in general and
the fields of curriculum and teaching in particular may
provoke a reconstruction of the curriculum field in Tur-
key.” Aktan looks to a redefinition of the Turkish field as
“multidimensional” and no longer exclusively a “subspe-
cies of the school and of teaching.”

The 2005 curriculum, Dilek Goziitok reports, failed to
“serve the general objectives of Turkish National Educa-
tion.” In that document, nationalism is condemned, and nor
is there adequate appreciation for Turkish language, his-
tory, and culture. “No matter which globalization process
we are experiencing,” Goziitok reminds, it is “the nation”
that provides its history and present circumstances. The
2005 curriculum was the first national curriculum pre-
pared in Turkey without the participation of curriculum
specialists. The education law of March 30, 2012, Gozii-
tok continues, “passed by the government using repressive
methods, was harshly criticized by academics of educa-
tional sciences, teacher associations and the Opposition
party.” Since 2000, Turkey has deemphasized its own
distinctiveness by adopting “other countries’ programs”
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while inserting “religious values” into the curriculum.
“Unable to resist these developments,” Goziitok laments,
“leaves scholars uneasy.”

In his reflection on curriculum research in the United
Kingdom, Ivor F. Goodson points to the “obsessive
contemporality” of our time, “allied with a belief that
past curriculum traditions could, given conviction and
resources, be transcended.” There has been, Goodson con-
tinues, the refrain of “innovation,” endless endorsements
of “radical change in education,” and repeated promises of
“revolutionizing classroom practice,” all accompanied by
constant confidence in “redrawing the map of learning.”
Not only is the past effaced in such phraseology, so is the
present, including the power of the teacher, often inflated
to ensure her or his culpability should test results disap-
point. These circumstances have histories, as Goodson’s
crucial contribution makes unmistakable.

The history of curriculum research in the United States
is structured by three paradigmatic moments: (a) the
field’s inauguration as and paradigmatic stabilization as
curriculum development (1918-1969), (b) the field’s recon-
ceptualization (1969-1980) from curriculum development
to curriculum studies, its research organized around under-
standing curriculum (1980-2001), and (c), most recently,
the field’s internationalization (2001-), which I construe as
ethical engagement with alterity, accenting the concept of
“understanding” with history, activism, and the forefront-
ing of difference.

Epilogue:The “Obsessive Contemporality’ of
Our Time?

Historical study has a valuable role to play in challenging,
informing and sometimes generating theory.
Ivor F. Goodson (this volume)

While certain concepts reverberate through these
chapters—among them technology, assessment, and
globalization—these are sounded through structures spe-
cific to each nation. These structures—schools, policies,
and practices—become intelligible to researchers when
studied historically. However hounded by globalization, the
curriculum remains nationally based and locally enacted
and experienced. Whether that fundamental fact supports
tendencies toward cosmopolitanism or provincialism can-
not be ascertained apart from studies of national context:
historical, social, and cultural. That is why this Handbook
is organized by country?' and emphasizes history. In politi-
cal terms, such an organization challenges the “obsessive
contemporality” that effaces history and thus renders glo-
balization “reasonable.”

Globalization is rationalized, Stephen Carney, Jeremy
Rappleye, and Iveta Silova explain, by technology, science,
and the myth of progress. One such rationalization—‘world
culture theory”—is challenged by the evidence, e.g., the
“local enactment” of global demands (Carney, Rappleye,

and Silova 2012, 367). The “evidence” cited by world culture
theorists does not support claims of a “world culture,” Car-
ney, Rappleye, and Silova (2012, 368) conclude; instead, it
tends to “produce them.””> What the evidence makes clear
is not the achievement of globalization that world culture
theory imagines but the “incompleteness, pragmatism, and
chaos of so much education reform” (Carney, Rappleye, and
Silova 2012, 385). These present circumstances represent
not failures of implementation but recontextualizations of
imported”® models of “reform.” Future research, Carney,
Rappleye, and Silova (2012, 387) recommend, is better
focused on “how” and “under what conditions ideas travel,
transfer, and take form as practices.” Several of the chapters
in this handbook do just that.

Not only does the local contradict world culture theory,
so does the theory’s retrospective historiography. This
“harmonizing” method, Daniel Trohler (2011, 182) points
out, starts with positing a globalized world and then works
from present to past: from modernity and secularity back-
ward to Christianity (see Trohler 2011, 188—189). Another
form of “Whig” history, Trohler (2011, 182) notes that
this grand narrative displays a “teleological progression”
towards ever-increasing “individual liberty” and “enlight-
enment,” formulated as liberal democracy and scientific
progress. If the present is posited as following the past,
however, a more complicated reality is revealed.

Working retrospectively, however—as Daniel Trohler
(2011, 183) explains—world culture theory miscon-
strues globalization as a “linear process” that became
evident during the nineteenth century, when the various
nation-states emerged not from internal or indigenous
processes but from ‘“exogenous” ones instead (2011,
184). Rather than embedded in national histories and
cultures, national education systems were—in this
tale told backwards—‘“homogenized” by global mod-
els that became institutionalized through projects of
“development.” These processes of homogenization
and standardization accelerated and expanded through
technological means, including organized international
networks of communication (see Trohler 2011, 184). This
“transnational process,” Trohler (2011, 185) notes, “was
accompanied by universalization of the notion of devel-
opment,” which by the 1970s became the “core concept
of modernity par excellence.”

Modernity is now construed, Trohler (2011, 185)
observes, as the “permanent” obligation of “continuous
self-development,” a national undertaking that (over)relies
on the educational system. Although crippling questions
remain concerning the alleged link between educational and
economic-social-political development,> these have not
been acknowledged in demands for “development.” The on-
world society, Trohler (2011, 185) argues, “requires both
the nation-state and its overcoming in the age of globaliza-
tion.” Perceiving this apparent paradox requires bifocality,
conveyed in the concept of “glocal” (see Mathias and Sabar,
this volume).
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The paradox of “glocal” is evident in Hongyu Wang’s
theorization of the term “international” as “in-between” and
as “fluid spaces” wherein “multiplicity” and “differences”
are neither “excluded” nor “self-contained.” In contrast to
“globalization,” the “internationalization” of curriculum
studies, Wang underscores, “supports the decentering of
both the national and the global through a focus on inter-
action and relationship that leads to the transformation
of both locality and globalness.” The ‘“‘shared meaning”
world culture theorists project on the actually existing
world of endless difference is, as these chapters testify,
enacted locally through academic study, teaching, and
research. Shared meaning is not enforced by standardized
testing, but rather is constructed in complicated conversa-
tion informed by our expertise—theoretical, practical, and
historical—and animated by our professional ethics.

Contesting the neocolonialism of globalization, such
cosmopolitan curriculum research is “glocal” and is
characterized by nonviolence, “a thread,” Wang reminds,
“that weaves through many non-Western and Western
countries and cultures,” and in so doing “may heal the
divide between East and West, North and South, or the
first, second, or third world.” Expressive of the “vital, life-
affirmative, and best part of each culture,” nonviolence,
she suggests,“may have the potentiality to unite us across
differences to cocreate more compassionate and creative
expressions of humanity.” That “shared meaning”* would
surely be knowledge of most worth.

Notes

1. T was unable to secure updated reports from Australia, Botswana,
Canada, Estonia, France, Malaysia, Namibia, New Zealand,
Sweden, and Thailand.

2. This fact is evident in the chapters organizing curriculum research
by country, but even these chapters are “local” as somewhat dif-
ferent portraits would be painted by different individuals. These
reports would also shift if aligned with regions or linked with
other countries. As in currency exchange markets for instance,
it would be valuable to map the Portugal-Brazil “cross” or a
Switzerland-Singapore “cross’ and not only in English. If UNESCO
honored dialogical encounters rather than authoritarianism through
standardized testing, it would sponsor a series of conferences and
translate into various languages studies of these nationally distinc-
tive fields and their “crosses” with others. “Resonance” is a more
appropriate concept for me than “cross” as I am less interested in
determining an “exchange value” of concepts than their localized
recontextualization and reconstruction.

See Aoki (2005 [1986/1991], 161-165).

4. The last meeting was held in Rio de Janeiro in July 2012, chaired by
Professors Elizabeth Macedo and Alice Casimiro Lopes. In 2015,
the meeting moves north to Ottawa—to be chaired by Professor
Nicholas Ng-A-Fook—before returning to Asia in 2018.

5. Unless otherwise indicated, all quoted passages come from this
handbook.

6. Daniel Trohler also acknowledges the central role this concept has
played in rationalizing neoliberalism (see Trohler 2011, 184).

7. This is a unique form of curriculum scholarship, composing essays
in the form of elongated syllabi, theorizing a course—an instance
of curriculum—and specifying its answers to the canonical curricu-
lum question: What knowledge is of most worth? It is an innovative
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example of the synoptic text, a genre specific to curriculum studies
in North America (Pinar 2012, 61). Smith juxtaposed two courses—
one on globalization and one on the answers to the questions it
poses, e.g., the wisdom traditions—into one, as he describes in his
chapter.

“The curriculum,” Silvia Moraes points out in her chapter,
“always has its feet in a nation/country and today, more than ever,
it also means having eyes and ears outside frontiers. We are all
situated in a particular culture, speaking a particular language,
belonging to a certain family and at the same time we are con-
nected to a larger world, portrayed in the daily news, Facebook,
Twitter, e-mail.”

For curriculum as meditative inquiry, see Kumar (in press).

As Trohler (2011, 192-193) writes elsewhere: “As there seem to be
no Archimedean point from which we can perceive the subject of
inquiry objectively, the inquiry needs to address the researcher as
well—not in order to eliminate the researcher’s own worldview and
epistemological frame but in order to become aware of it.”
“Because curriculum is the heart of education,” Wang explains,
“nonviolence needs to be at the center of curriculum studies.” If we
affirm a “new internationalism,” she continues, “then nonviolently
mobilizing organic relationships within and across the local, the
national, and the international becomes important.”” Wang asks us
to “envision nonviolent relationality as the central thread of inter-
nationalizing curriculum studies.”

Indeed, “the simultaneity of the local, the national, and the inter-
national dynamics is important for orienting curriculum studies
towards nonviolence education,” Wang suggests.

Not only is social justice intertwined with subjectivity, so is his-
tory, as Trohler (2011, 193) appreciates: “I see no other way than
to historicize not only a topic but the construer of the topic as
well.”

This passage occurs in a paragraph wherein Chambers has ref-
erenced Canadians’ discomfort with nationalism. The complete
sentence reads: “Richardson (1997) ironically suggests that nation-
alism has become the ‘new love that dare not say its name,” and
argues that if Canadians are to create a shared public space, that
is tolerant of difference and inviting to youth, curriculum must
address identity and nationalism directly in a way one that is
invested with, rather than divested of, emotion and passion” (2003,
246). The Richardson reference is: Richardson, G. 1997. “The Love
That Dare Not Speak Its Name: Nationalism and Identity in the
Alberta Social Studies Curriculum.” Canadian Social Studies 31
(3): 138-141.

As in South Africa, if there in racialized ways. See the Le Grange
chapter (this volume).

Program for International Student Assessment

The Trends in International Mathematics and Science Study
(TIMSS) provides (presumably) reliable and timely data on math-
ematics and science achievement.

Since the late 1980s, Mathias and Sabar report, “it has become
common knowledge within the educational field that the recogni-
tion of the civil and cultural rights of Arab Israeli citizens is one of
the decisive tests of the country’s democratic-pluralistic character.
This recognition has mainly become manifest in Civics studies,
where educational efforts in Israel are concentrated on nurturing
universal, democratic values.”

Such work was imported forcibly, part of the U.S. campaign to “re-
educate” Mexicans away from the Communist threat the Cuban
Revolution posed. See Pinar 2011, 209.

The phrase is Ivor Goodson’s (this volume). My term is “present-
ism” (2012, 58-58), but both reference the same phenomenon.

It is “too early to mourn the Nation-State’s demise,” Mathias and
Sabar appreciate, “since it is quite often the driving force behind
standardization and reforms” (this volume). Because the State
continues to play a “dominant role in defining the educational curric-
ulum, allocating hours, mobilizing pedagogical and organizational
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reforms, evaluating achievements and training and supplying the
educational system’s workforce,” it is the State, Mathias and Sabar
point out, that maintains the power to “interpret” what is meant by
“global educational reform.”

First outlined by John Meyer in the 1970s, world culture theory’s
central theoretical claim, Carney, Rappleye, and Silova (2012,
368) explain, was that educational “expansion” was not espe-
cially responsive to the political, economic, and social structures
of individual nation-states, but to global demands for world
society. Carney, Rappleye, and Silova (2012, 371-373) outline the
intellectual history of world culture theory, working from Weber
through Parsons, referencing its revisions and additions (such as
globalization as “shared meaning”: see 2012, 374). As have Dan-
iel Trohler (see 2011, 184) and others (including myself: Pinar
2011, 51-52), Carney, Rappleye, and Silova (2012, 377, 379) are
critical of the research of Ramirez and his colleagues, not only
methodologically but also due to its apparent endorsement of
standardization as effective, efficient, and equitable (see Carney,
Rappleye, and Silova 2012, 383). Carney, Rappleye, and Silova
(2012, 387) advise “all scholars to look inward and question the
values embedded in their own science.” Interesting, that admo-
nition—"“look inward”—coincides with Trohler’s (2011, 193)
conclusion: “Doing history is essentially the self-discovering of
one’s own standpoint.”

Sometimes forcibly so, as in Mexico in the 1960s: see Pinar 2011,
209.

See Coyle 2007, 51.

How would such shared meaning come about? “We believe the
study of the genesis and consolidation of an international cur-
riculum field may contribute not only to analyses focused on
specific settings,” José Augusto Pacecho and Filipa Seabra (this
volume) write, “but also for the construction of an international
field built upon the diversity and the recognition of realities
that, in many ways, are intersected. The internationalization of
curriculum studies represents the contestation of globalization,
defined as common parameters through which national govern-
ments predict educational policies and practices of curriculum
control or as circuit for the global flow of commodities, culture
and communications.”
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The Internationalization of Curriculum Research

TEro Autio

My main motive in the first edition of the Handbook
was to introduce the two major transnational curriculum
theories and practices, Anglo-American Curriculum and
European-Scandinavian Bildung-Didaktik, and demon-
strate their intellectual affiliations and commitments by
situating them within broader theoretical and historical
frameworks. The subtitle of my chapter (Autio 2003,
301-328) “The Confinements of Rationality in Curricu-
lum Studies,” displayed my interest to articulate how “very
different intellectual systems” (cf. Westbury 1998, 48)
those two are and what kinds of education policy, curricu-
lum theory, and practice implications they contain in their
respective baggage. I still attach my point to this difference
because the gap during the first decade of the millennium
between those educational curriculum ideas seems, on one
hand, to deepen by the dominance of the American reform
model. On the other hand, some countries more or less
(consciously) affiliated with German-Scandinavian edu-
cation models and not faithfully following the American
reform formula of accountability and standardization are
doing better in (questionable) international comparisons,
like PISA, which is a surprising side product of their system
that was not at all designed for tests or external compari-
sons but rather for education process without exaggeration
of assessment and control (like Finland). The international
comparisons in their present, “evidence-based” forms are
the symptoms of a worldwide educational disease caused
precisely by the same education logic that guides those
comparative surveys rather than being diagnosing, ame-
liorating, or improving education measures.

From the Anglo-American point of view, the last
10 years have experienced a continuity of highly instru-
mental education and curriculum policy that even the
change in the U.S. governmental education policy from
the Republican No Child Left Behind to the Democratic
Race to the Top policy programs has left education policy
in the same if not a worsening state.

17

The continuity between No Child Left Behind and
Race to the Top discourages those who expected sharper
ideological differences between the Bush and Obama
administrations. In certain areas—financial regulation,
health care reform, consumer protection—there are
significant differences. In military matters, there is less
difference—the phased withdrawal of the U.S. troops from
Iraq and Afghanistan proceeds slowly—and in educational
matters not at all (Pinar 2012, 17).

Pinar is not entirely happy with the field of curricu-
lum research in the United States, either, which still, in
the aftermath of Reconceptualization, has seemed to make
remarkable intellectual advancements in the field by intro-
ducing many new insights and “post” approaches into the
field.

To point out that the primary sectors of scholarship in the US
field—eftorts focused on power, identity, and discourse—
are exhausted is not criticism but, rather, acknowledgement
of their success. Their basic assumptions—that power pre-
dominates, that identity is central, and that discourse is
determinative (e.g. our research provides only narratives,
never truth)—are widely shared. While each conception of
curriculum is in tension with the other, the three share the
same tendency toward totalization. Power, identity, and
discourse are no longer conceptual innovations or provo-
cations precisely due to their taken-for-grantedness. As
assumptions, these concepts circulate as accepted truth—
even the poststructuralist truth that there is no truth!—and
have thus become abstractions split-off from the concrete
complexity of the historical moment. . . . In their triumph
they have become markers of our defeat: our expulsion
from the public sphere. (Pinar 2013, 7)

Pinar’s argument for intellectual reconstruction of the
curriculum field in the United States (that, of course, is
not restricted to the United States only) emphasizes two
points: the study of the past of the field and even more the
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international scholarly exchange of research, ideas, and
concepts.

New concepts are required for the reconstruction of cur-
riculum studies in the United States, but these be found not
in the present, but in the field’s past, and not only there.
This time the future of the US field may not be found in the
US at all, but elsewhere, both geographically and cultur-
ally. (Pinar 2013, 7)

In this chapter, I will make an effort to contribute to this
requirement “both geographically and culturally” by updat-
ing here and there my former chapter in the Handbook’s
first edition. In my country of origin, Finland, (I work cur-
rently in post-Soviet Estonia), we have a kind of nationally
distinctive curriculum cocktail between Anglo-American
curriculum and German Bildung-Didaktik in use from the
beginning of official education in Finland—the first educa-
tional legislation for compulsory schooling is from 1921.
The German-Scandinavian terminology and concepts
related to education are never very exact in the Anglo-
phone analytical-philosophical and empirical-analytical
sense—a kind of index of the complicated understanding
of education. There are a host of overlapping, imbricated,
or discrete concepts that in English refer to education and
curriculum: Bildung, Paedagogik, Didaktik, Erziehung,
Lehrplan, and also Curriculum.

Bildung can be referred to as a theory of education with
a two-layer sense and in with a broader meaning than the
English “education.” Bildung, at least in its Finnish inter-
pretation, “sivistys” (Saari et. al, this volume) means to
become, first, socialized to one’s culture through school and
other official curricula, and then, second, individuated by
one’s own studies, activities, and hobbies and “transcend-
ing” (the Hegelian Aufhebung) the official education and
curriculum. The final, ideal aim of Bildung, or “sivistys,” is
the individual’s competence to be able to lead public life;
to participate in a knowledgeable way in cultural activi-
ties, public affairs, and politics; and to critique—ideally to
reconstruct—society by transforming one’s self through
continuous study and different, idiosyncratic activities.
This educational and curriculum ideal prevailed in Fin-
land between the World Wars. After World War II and the
defeat of the Nazi régime, the ideas and models of educa-
tion were sought not from Germany but from the United
States; nevertheless, education in Finland has maintained
a hybrid nature in terms of American and German—and
Scandinavian, particularly Swedish—influences.

As a kind of umbrella term, Bildung becomes a general
theory of becoming human, with secularized theological
connotations. Another major German concept, Didaktik,
refers more closely to the Anglophone concept of curricu-
lum; it can denote curriculum theory, “general didactics,”
but also curriculum practice as Fachdidaktik, subject mat-
ter or content or pedagogic issues related to teaching. As if
these concepts weren’t complicated enough, pedagogy can
also be considered the theory of (institutional) education

and also refer to educational practice. Hermeneutics is
the intellectual core of all variants and schools of thought
in Bildung-Didaktik traditions. Didaktik or “didactics”
is often recoded in U.S. or U.K. circumstances as dull,
authoritarian, strictly disciplinary and moralistic, patroniz-
ing, and a drill kind of approach to education and teaching.
Didaktik, even “general didactics,” draws on a broader
concept, Bildung, comprised of four constitutive elements
that form the basic structure of any curriculum (Lehrplan:
literally “teaching plan”) in the Bildung-Didaktik sense.
These are (see Klafki 1991) moral, cognitive, aesthetic,
and practical elements. The cognitive, aesthetic, and
practical belong to the domain of instrumental rational-
ity (Verstand), they serve as means to some external goals
rather than being ends in and of themselves.

The key point is that the moral element belongs to the
non-instrumental domain and rationality (Vernunft) of edu-
cational reality, and I am suspecting that the term “moral”
is atrophied in “moralistic” terms in English translations.
The “moral” makes education educative in the real sense
of the term; other elements are weighed by the moral and
judgmental faculties of the teachers and students alike.
At best, the moral shifts teaching from transmission to
transformation; the curriculum content is not delivered
with tests in sight, but renders, in principle, every single
lesson a “complicated conversation” where all the par-
ticipants at every level think about the basic curriculum
question of the worthwhileness of the content and subject
matter just taught and addressed. Ideally, the educational
and educative aim of the moral in Didaktik traditions is to
encourage thinking, to make subjective yet knowledgeable
judgments and decisions, to think against the subject mat-
ter, to think against oneself, to transcend, and to transform.
I think we all have happy memories of such moments at
school or elsewhere.

Such educational thought and practice is aversive, even
immune, to the mentality of “teaching to the test.” The
moral serves as a yardstick of education and curriculum
policy level as well as a total judgment of the worthwhile-
ness of reform. My speculation is that the so-called Finnish
exceptionalism manifested in unintended consequences by
Finnish education policy in otherwise questionable inter-
national comparisons rests on this understanding in which
education reforms are embodiments of this primal image
of basic educational and pedagogic process. This thinking
is greatly intellectually indebted to the Finnish national
philosopher, Johan Vilhelm Snellman (1806—1881), who,
and this is my speculation that I hope to explicate in the
future, both rejected psychologism and transcended and
superseded the tacit and totalizing instrumentality of the
subject in Hegel’s account of the unfolding of the Spirit
where the individual subject remains subordinated to
Objective Spirit (particularly nation-state) and Absolute
Spirit (world historical forces) (Snellman 1841; Salmela
2012). This abstract sounding philosophy has far-reaching
consequences when engaged with Snellman and the Bil-
dung tradition, with open-ended concepts of the individual
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in general and the intellectual positioning of the teacher in
society in particular. At the practical reform level, Sahlberg
(2011) demonstrates how education reforms in Finland
against the neoliberal mainstream thus far focus on pro-
fessionalizing teachers’ work, developing educational
leadership in schools, and enhancing trust in teachers and
schools.

Thus, one of the most decisive and significant differ-
ences from the traditional Anglo-American curriculum is
implicated in the conception of the teacher—basically,
how the profession is intellectually and organizationally
designed within the education system and curriculum the-
ory; how her or his professional autonomy, professional
judgment, and freedom is defined and supported; and how
and at what academic or non-academic level teacher edu-
cation is organized. Bluntly put, is the teacher implicitly
or consciously defined as a passive agent of the system
(what s/he never is in reality!); an assumed conduit for
external administrative, political, and scientific ideas,
disciplines and mandates like in “implementation” poli-
cies; or an academically educated intellectual whose most
significant work is trusted, supported, and encouraged
by surrounding culture and society? The image of the
teacher is most crucial because that image is, consciously
or unconsciously, always embodied in curriculum and
education policy decisions on local, regional, or (trans)
national levels; how we think about the teacher constitutes
and even determines the basic mentality and atmosphere
of our education systems. (That is the blessing of our
postmodern, individualized times; we can decode directly
the political and psychological state of the organization
through the interpellation of the individual without medi-
ating or interfering structures.)

Signs of Shifts?

These images and conceptions are reflections of and
engagements with intertwined historical, political, and
theoretical ideas. I prefer to limit my brief account on
the two differing notions of subjectivity/the subject in
those two “narratives” that debatably have far-reaching
consequences in education and curriculum policies and
practices. The decisive concepts that render Curriculum
and Bildung-Didaktik “very different intellectual sys-
tems” are the mutually differing concepts of freedom and
rationality that, as such, are intertwined and constitute the
theoretically and historically variegated scaffoldings of
the subject.

Partly caused by the succession of deadlocks and failures
of Anglophone education reforms in the United Kingdom
and United States and elsewhere in the world where those
reform models have been copied, there is perceivable in the
literature a determined desire to find alternative imageries
of curriculum theories and practices. Now in its worldwide
instrumental excesses, “education reform,” in the succinct
characterization of David Berliner, as “the hardest science
of all” (in Lather 2010, 93) renders the Constitutive Other

even for the most detached (from school curriculum)
curriculum theory. Berliner’s appreciation captures the
double meaning of “the hardest.” On the one hand, there
are the simplistic, evidence-based, de-intellectualized, and
uninspiring imaginings of neoliberal educational reforms
where the numbers (Taubman 2009) and routinized sta-
tistical mathematics that render the first “hardest.” On the
other, Berliner’s judgment would seem to imply the real
“hardest”: the intellectual and political complexity of the
reform task in the face of which the neoliberal, economist,
and political efforts has proven its limits in the recognition
of the requirements of successful reform.

The effort to give identity to curriculum theory in the
1970s in the increasingly instrumental context—known
in retrospect as the Reconceptualization—by introducing
theory into the field that effectively demonstrated since
then the complexity of education and schooling allows
us to speak now in another and debatably more original
sense about education reform as “the hardest science
of all.” Yet, the challenge of “hard” is conceived almost
in fundamentalist spirit of repositivization, or rather,
even more simplistically, re-‘digitization’ of education
research in numbers where only the bottom line matters:
even the abstract, decontextualized, universalized learning
discourse by educational psychology is not fashionable
anymore in favor of learning outcomes as numerical test-
ing scores. This shift toward results and “outcomes’ marks
education policies worldwide. The behaviorist black box
of human consciousness, even without bothering to refer
to it or naming it as such, at this historical juncture is here
again, and the ever-frustrated hopes of raising test scores
would render the political and educational goal as the
global simulation of education proceeds. The accountabil-
ity and standardization have been reaching their extremes
that, in a bigger picture, denote the demise of democracy
for totalitarian capitalism. The marriage between eco-
nomic liberalism and political democracy seems to be
destroyed by their incestuous offspring neoliberalism.

Meanwhile, the mismatch between advancing theory
and education policies is deepening. Still, there are some
signs of changing times that would give some cautious
hope for finding alternative forms of education policy
and bridging the glaring gap between internationally and
intellectually vibrant dynamics of curriculum theories and
simplistic education policy efforts on schooling, teaching,
and learning. In the Anglophone world, there is widely rec-
ognized the urge to move toward the “Post-Standardization
Era” (Hargreaves et. al 2011), but the obstacle among
many of the post-standardization reform advocates is their
strict intellectual adherence to top-down methodology,
“system,” and “evidence” at the cost of experience and,
by implication, implicit and structural distrust of teachers.
There are promising attempts to cope with the necessary
“messy side” of the reforms (Lather 2010)—the “messy”
that is now discarded by the methodology of evaluation
ushered to simplified policy decisions and “teaching by
numbers” (Taubman 2009).
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These detrimental effects of instrumental, neoposi-
tivist “what works” reforms recognized now by reform
researchers themselves have long ago shaped the critique
of curriculum theorists, starting from the late 1970s and
summarized in a comprehensive theoretical mapping of
the possibilities to conceive of the curriculum field in 1995
by Pinar, Reynolds, Slattery, and Taubman’s Understand-
ing Curriculum. The topical point of that massive volume
is to show the limitations of the psychologized curriculum,
the four-step Tyler Rationale as its icon, and pave the way
for curriculum not only as a organizational centerpiece of
education but as promoting the conceiving of the genuine
intellectual complexity of curriculum. This nexus between
organizational and intellectual is of utmost importance
in any teacher education curriculum and the cornerstone
of any successful education reform. Like in any teaching
process, curriculum is always “threaded through the sub-
jectivity of the teacher” (Pinar 2011), likewise education
reform is always “threaded through,” translated, and rein-
terpreted by the “targets” or the “objects” of the reform:
schools and teachers. The popular but misguided notion
of “implementation” as a “term referring to any tool or
mechanical device used for a particular purpose,” even as
a metaphor, poorly catches the actual, non-mechanical,
complicated process.

The recognition of the complexity of education in its
myriad manifestations is in process also in the Anglophone
world, though not in actual reform practice (see Pinar’s
[2013] critique of President Obama’s education policy and
reforms). In total, that recognition and “Such critique asks
how social science might serve us better than the parade of
behaviorism, cognitivism, structuralism, and neopositiv-
ism that have all failed successfully study human activity
in a way modeled after the assumedly cumulative, predic-
tive and stable natural sciences” (Lather 2010, 37 [my
italics]).

One of the most intriguing processes in that sense of the
“post-parade” is taking place in China as the huge country
is liberalizing and modernizing its education systems and
developing curriculum theory and practice internationally
receptive and well-informed but adjusted to the national,
regional, and local traditions, circumstances, and future
projections. China’s modernization and its impact will not
just be economic, but essentially cultural.

The reason for China’s transformation . . . has been the
way it has succeeded in combining what it has learnt
from the West, and also its East Asian neighbors, with its
own history and culture, whereby tapping and releasing
its native sources of dynamism. We have moved from the
era of either/or to one characterized by hybridity. (Jacques
2012, 562)

China’s hybrid modernization may signal a cultural
feedback to Western notions of modernity and a future of
the emergence of contested modernities. If we think the
Enlightenment of the great educational project, China’s

modernization, and its global cultural impact would imply
the urge for the reconsideration the European Bildung/
Didaktik as well as Anglo-American Curriculum as two
(Western) master narratives of curriculum theory.

In the ongoing research process lead by William Pinar,
Curriculum Studies in China: Intellectual Histories, Pres-
ent Circumstances, the papers by Chinese curriculum
scholars bear witness to the decisive turn away from the
similarly authoritarian Soviet model and the globally
spread U.S. reform model of accountability, standardi-
zation, and teaching-to-the-test—all based on superficial
and misguided notions of human psyche; human activity;
and on narrow, disciplined instrumental rationality. Intel-
lectually profiled, emerging Chinese curriculum theory
and practice seem to be affiliating with the North Ameri-
can postreconceptualization Currere and older European
Bildung thought localized and hybridized by the Chinese
wisdom traditions: Buddhism, Confucianism, and Taoism.
The particularly interesting feature in current Chinese
emphases on curriculum theory is its intellectual recon-
sideration and affiliation with the traditional Eastern
wisdom traditions (Zhang, forthcoming in Pinar’s Cur-
riculum Studies in China) that, as such, works like an
antidote to simplified instrumentality and the “teaching-
by-numbers” mentality in education policy and practice.
Zhang’s engagement with curriculum theory echoes the
hybrid resonance with the Eastern wisdom traditions and
the European Bildung tradition based on classical German
idealism with the Pinarian North American reappraisal:
“No Freedom, No Curriculum” (Zhang, forthcoming).

After the collapse of the Soviet Union and against the
atrophy of liberalism and democracy by neoliberalism
and neoconservatism in the United States, educationally
manifested in the totalitarianism of accountability and
standardization, the Chinese opening might shed new
light into the world of education. Also, the ongoing school
reforms in China resonate the renewed sense of marriage
between agency and freedom so vital to successful edu-
cation via the recognition of intellectual and practical
positioning of the teacher as main curriculum theorist and
practitioner in the workable education system. The vital
role of any single school in society is emphasized, like
recollecting the teaching concept in John Rawl’s Theory
of Justice in a school context: a society/school system is
as strong as its weakest element. For instance, Yuting Chen
(forthcoming in Pinar’s Curriculum Studies in China)
speaks powerfully against the grain of Western top-down
reforms controlled by standardization and accountabil-
ity by alternatively accounting for the vital role of the
school unit as the “Reform Subject” when schools’ role is
transformed from the target of implementation, standardi-
zation, and accountability, “[F]rom Follower to Creator,”
to the active agent of reform. At large, so it seems to me at
the moment, the simultaneous enthusiasm, careful analy-
sis, and creation of multilayered, synthesizing flows of
information and knowledge as the core of the dynamics
of the modernizing Chinese education system might, in
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its part, arguably create the conditions of possibility for
alternative, contested modernity after all the Western ones
and “post” ones since the Enlightenment. The big cultural
shifts are often marked by the shifts in educational ideas
and logics.

In the Western world, there is a certain tradition of
resonance to the emerging Chinese educational insights
and reappraisals. On one hand, the desire for the shift to
the “Era of Post-Standardization” among Western reform
scholars (Hargreaves et. al 2011) at a practical level and,
on the other hand, theories that would vitally inform that
shift: the North American Reconceptualization and its
aftermath, signal a reconsideration of German Bildung
theories as Western variants of “wisdom traditions” histor-
ically drawing on ancient Greece and medieval mysticism.
German national identity, according to Jiirgen Habermas
(1996), “irreversibly tainted since the Holocaust,” is
reflected in the cessation of German curriculum theory
(“general didactics”):

In Germany, it has become quiet around general didactics.
The controversies of the late 1960s and early 1970s have
died down; the theoretical situation has been basically sta-
ble for decades. . . . this is surprising because one might
perhaps expect, given the widespread talk about the crisis
in instruction, in school, and the teaching profession, that
the wheat of didactics would bloom on a theoretical level.
Just the opposite is the case! In general didactics, there
has been no theoretical discussion worth speaking of for
around 2 decades. . . . genuine theoretical discussion has
been largely replaced by the development and defense of
certain teaching methods on a more practical level. (Ter-
hart, 2003, 25-26)

Yet, those intellectual resources and concepts avail-
able in the German tradition and which are already
implicitly at work and incorporated into efforts to move
beyond Anglophone standardization and accountability
in China’s reforms and selectively established in other
areas in the world—some Canadian provinces, Finland,
and Singapore—are in need of intellectual rehabilitation
through reappraisal. “One hundred years ago”, writes
William Pinar (2011, xiv), “Americans traveled to Ger-
many . . . to study concepts of education. It seems to me it
is time again to selectively incorporate German concepts
in North American practices of education.”

The concept that would make the difference is freedom
and its highly consequential embodiments in all elements
of education: from a single teacher and school to national
curriculum design and education policy adopted.

In the German Didaktik tradition (see Klafki 1991)—
that was uniquely reinterpreted and re-developed in the
Finnish context by J. W. Snellman (1806—-1881; see Saari,
Salmela, and Vilkkila this volume)—each individual is
ideally seen as a cultural and social force by becoming
socialized into one’s culture by education and then being
able to transcend one’s culture by individuation and study
(Aufhebung). In this view, individual freedom as necessary

for individuation is always constituted and restrained but
never completely determined by the effects of external and
internal power and influences. Judith Butler’s account
of “subjectivation,” drawing on Foucault and Althusser,
reactivates the conception of freedom and autonomy of an
individual in Bildung-Didaktik:

[S]ubjectivation . . . denotes both the becoming of the sub-
ject and the process of subjection—one inhabits the figure
of autonomy only by becoming subjected to a power, a
subjection that implies a radical dependency. . . . Subjec-
tion is, literally, the making of a subject, the principle of
regulation according to which a subject is formulated or
produced. Such subjection is a kind of power that not only
unilaterally acts on a given individual as a form of domi-
nation, but also activates or forms [bilden in German, my
addition] the subject. Hence, subjection is neither simply
the domination of a subject or its production, but desig-
nates a certain kind of restriction in production. (Butler
1997, 83-84)

This North European conception of individuality, where
intersubjectivity precedes subjectivity, contrasts with the
view of individuality based on the Anglophone liberal
political theory that ideal(istical)ly prefer to seeing indi-
vidual freedom as liberated from any external restraints
whatsoever, particularly economic and political ones.

Liberal political theory adopts its model of freedom and
individuality from Galileo Galilei’s (1564—1642) mechan-
ics that broke the Aristotelian thinking about the movement
of a particle. For Galilei, movement is not something in
need of explanation, but it is the status quo, the basic state
of affairs. According to Galilei’s intellectual breakthrough
in physics, all particles are in free motion if nothing pre-
vents them from their smooth movement. Thomas Hobbes
(1588-1679) in his famous Leviathan (1651/1962) trans-
formed Galilei’s idea of free motion into the idea of human
freedom. Free motion is paralleled by the capacity of a
human subject to freely act upon her will. Hobbes writes
that freedom essentially means the absence of resistance
or interference. Hobbes began with his notions of Freedom
and Will, an unprecedented strong tradition in political
theory. His concept of freedom has been the prevailing
preconception in liberal political theory over three centu-
ries. Complemented by John Locke’s theory of pleasure
as the meaning of life (Autio 2006), freedom means lib-
erty to act upon one’s will and desire without obstacles.
Society, and the nation-state as its instance, in this liberal
conception always denote a serious limitation and obstacle
to freedom.

We could say that this Hobbesian-Lockean view has
been realizing in full force in the current economic glo-
balization after the collapse of the Soviet Union. The
presence of the Soviet system kept the Western world in
a kind of moral hostage: America was never fully certain
about the superiority of the capitalist system (cf. the Sput-
nik shock) before the collapse of Communism, and that
event launched an unprecedented political euphoria that
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has reshaped all the social institutions across the world:
education is no exception. In Hobbesian terms, this neo-
liberal revolution consciously set the “free motion” of
the economy as the first priority on the political agenda,
or actually the political was replaced and subsumed by
the economic. The prime model even for public sector
organization, too, was and is the American business cor-
porate enterprise. In the Hobbesian sense, society and the
nation-state (so central for Bildung) with their traditional
institutions dictate only detrimental restraints for eco-
nomic freedom.

Along with the atrophy of the public sector at large,
education is also imbued with the corporatist vocabulary
and economic imaginaries and discourses. Parents and
students are clients or consumers of educational services;
business managerialismis replacing educational leadership
proper in schools (Rajakaltio 2011). Morality, responsibil-
ity, vocation, desire for knowledge, and intellectual and
aesthetic curiosity as prime concerns of education are
replaced by “accountability,” production-line-discourses
of “quality” instituted by the vast array of surveillance and
assurance systems (Autio 2006; Kelly 2009; Pinar 2011,
2012b).

The production line and factory model of education has
roots in nineteenth-century America, related to the demo-
graphic factors on the one hand, and to the urgent needs of
industrialization on the other. Immigration that increased
the population in the New York City tenfold between 1800
and 1850 (Westbury 2000) made it impossible to even
imagine of any kind of uniform national identity. Unlike in
Europe, where the nation-state created the “objective struc-
ture” of education as an embodiment of the “conformity of
wills,” the United States had to resort to science, namely
(educational) psychology, in its effort to create a sense of
belonging among its population. Educational psychology,
but also psychoanalysis to some extent (Taubman 2009),
worked in tandem in order to produce normalcy and pre-
diction of behavior as the substitute for the lacking shared
sense of national belongingness. Psychology, rather than
solely being an “objective” academic field of study, ideo-
logically neutral and universalizable in terms of its results,
was primarily a political construct in the U.S. context to
govern the masses. Quoting my 2006 Presidential Address
lecture to the American Association for the Advancement
of Curriculum studies, William Pinar notes that:

Autio claims [American Herbartianism] reduced the com-
plexity of education to “proceduralism” and instrumentality,
rationalizing sequence that, in the US context, became
behavioralized. . . . Autio suggested that bureaucratic—
administrative control became restated, in the United
States, as the prediction of behavior. (Pinar 2011, 185)

Pinar emphasizes the historical continuity of the U.S.
mainstream educational logic: “Since No Child Left
Behind, ‘behavior’ itself has been reduced to test-taking.
It is in this sense that I have asserted that accountability in

the United States is a form of neo-fascism” (Pinar 2012a,
185).

The succession of the American educational logic from
psychology to bureaucratization and, increasingly, to the
present form of commodification and privatization instead
of conceiving of education as a public good has been
spread out across the education world after the collapse of
the Soviet Union. This Anglo-American education policy,
with its international followers, that could be summarized
at the school and teacher level as the neoliberal educational
doctrines of “teacher-proof curricula,” “accountability,”’
and “teaching to the test,” is just the contrary to many
best-achieving countries (e.g., Finland and Singapore)
in numerous international educational comparisons—the
same countries that perform well on international ratings
of economic competitiveness, too. This educational logic
spreading from the Anglophone world and creating broader
international interest to large-scale reform on the basis of
“outcomes,” tests, and standardization has exposed its sys-
temic shortcomings in international comparisons.

The ironic effect of international interest in large-scale,
corporate, and business models of educational reform,
according to the U.S. scholar of education policy and
teacher education, Linda Darling-Hammond, is that

... it has exposed the how the countries and systems that
have actually been the most successful educationally and
economically are ones that provide greater flexibility and
innovation in teaching and learning, that invest greater
trust in their highly qualified teachers, that value curricu-
lum breadth, and that do not try to orchestrate everything
tightly from the top. (Darling-Hammond 2011, xv, in
Hargreaves et al.)

The globalized American mainstream model of edu-
cation and curriculum policy and practice has proved
detrimental to the goals of education proper. The radical
turn of mind in one of the most powerful advocates of
accountability, privatization, and standardization move-
ment in education, Diane Ravitch, is an authoritative sign
of the urgency to rethink the task of education in national
and transnational contexts—and an expression of the need
to learn from countries that have followed different, more
creative and non-standardized paths. Ravitch wrote in the
Wall Street Journal on March 9, 2010:

By the time I left the government service in January 1993,
I was an advocate not only for standards but for school
choice. I had come to believe that standards and choice
could coexist as they do in private sector. As No Child
Left Behind’s (NCLB) accountability regime took over
the nation’s schools under President George W. Bush and
more and more charter (private) schools were launched,
I supported these initiatives. But over the time, I became
disillusioned with the strategies that once seemed so
promising. I no longer believe that either approach will
produce the quantum improvement in American education
that we all hope for. . . . In short, accountability turned
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into nightmare for American schools, producing graduates
who were drilled regularly on the basic skills but were
often ignorant almost everything else. Colleges continued
to complain about the poor preparation of entering stu-
dents, who not only had meager knowledge of the world
but still required remediation in basic skills. This was not
my vision of good education. . . . The current emphasis
on accountability has created a punitive atmosphere in the
schools. . . . Schools are often the anchor of their commu-
nities, representing values, traditions and ideals that have
persevered across decades. . . . The best predictor of low
academic performance is poverty—not bad teachers.

Two Very Different Intellectual Systems

Despite their variegated current manifestations and
national idiosyncrasies, many national curriculum theo-
ries and designs worldwide outside Germany and the
United States have drawn their initial theoretical and
organizational inspirations from these two predominat-
ing discourses. The ideas presented 2002 in the Didaktik
and/or Curriculum by Gundem and Hopmann rekindled
some interest in the Didaktik tradition—especially in the
U.S. context—arguably for the first time since the Ameri-
can Herbartianism at the turn of the twentieth century. lan
Westbury (1998, 47-78) sees in his chapter Didaktik and
Curriculum Studies these two traditions “embedded in
very different practical, cultural and structural contexts.
They are very different intellectual systems developed out
of very different starting points, and seek to do very differ-
ent kinds of intellectual and practical work.” He attempts
to outline a theoretical framework that would offer “a way
of seeing a constructive complementarity between the
two traditions.” This interest in promoting Didaktik in the
Anglo-Saxon tradition of curriculum grew into another
book-length historical and theoretical account in English
by Ian Westbury, Stefan Hopmann, and Kurt Riquarts
(Eds.) (2000), Teaching as a Reflective Practice: The
German Didaktik Tradition. That book finished in the early
1990s started a research project between Didaktik and Cur-
riculum. Apart from the general mapping of the trends and
traditions in respective intellectual traditions in the pro-
ject, one theme was emphasized especially lan Westbury’s
(in Gundem and Hopman 2002, 47-78) instructive contri-
bution to it, where he analyzed both the commons interests
and differences in both traditions. One of Westbury’s main
concerns focuses on the void of the active and profes-
sionally independent role of the teacher in the American
educational policy and educational settings as well as in
curriculum theory more generally, and for that “void’ he
seeks remedies from the traditions and practices of Didak-
tik theories. “It is their view of the teacher, and the role of
the teacher within their theoretical and institutional sys-
tems,” Westbury (1998, 53) writes, “which represents the
most dramatic difference in viewpoint between Didaktik
and curriculum studies.” Westbury’s criticism based on the
institutional history of the American school systems shows
the detriments to education and teaching that follows when

teachers’ work is subdued mainly and mechanistically to
the systemic interests. He writes (1998, 52):

Thus, from the origins of curriculum work in the urban
school bureaucracies of the 19th century, through the
period of reform of the 1920s and the 1930s which cre-
ated the modern comprehensive high school, through the
curriculum reforms of the Sputnik era to the concerns of
today with nation-wide systemic “reform” and the national
curriculum, the focus has been on public needs and on the
adjustment of the system to the perceived public “needs”
of each time. Within the perspective of the curriculum,
teachers are always . . . the invisible agents of the sys-
tem, to be remotely controlled by that system for public
ends, not independent actors with their own visible role
to play in the schools. They are seen as “animated” and
directed by the system and not as sources of animation
for the system.

Westbury’s critique continues to maintain that to focus
on “systemic technologies” of perpetual school reforms
tends tacitly to emphasize that “the curriculum and
its transmission, teaching, is ideally ‘teacher-proof.” ”

Thus both traditional curriculum theory and “practical”
curriculum work have seen the abstracted teacher as a (if
not the) major brake on the necessary innovation, change,
and reform that the schools always require, a “problem”
which must be addressed by highly elaborated theories and
technologies of curriculum implementation. Teachers are
seen as the conservative source of the “failure” of much
innovation. It is the task of teacher education to prepare
teachers as effective vehicles for delivering the curriculum
and its goals to students by equipping them with the most
effective methods for delivering that content. It was and is
not their task to reflect on that content (53).

Westbury locates the broader concerns of actual
practices of educational and curriculum policy visible
worldwide in the Anglophone curriculum.

It could be contended, however, that it is not as much
the curriculum itself as its theoretical amenability to the
uses of broader political initiatives of neoliberalism where
curriculum is employed as its operational core in educa-
tion. In this context, however, education loses its Deweyan
specificity as an institution and practice as it comes to be
drawn to the universal regime of other organizations, a
regime of corporate managerialism where, parallel to the
economic profit-loss, the bottom line discourse equals the
educational-organizational performance of the individual:
success-failure in accountabilities and tests in the context
of the neoliberal Evaluative State.

In the American case, the dominant idea of animating
the curriculum idea has been organizational, focusing on
the task to of building systems of schools that have as an
important part of their overall organizational framework
a “curriculum-as-manual”, containing the templates for
coverage and methods that are seen as guiding, directing,
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or controlling a school’s, or a school system’s, day-by-
day classroom work. These manuals replicate, in place
after place, the somewhat open categories of the national,
institutional curriculum; but, it is seen a major responsi-
bility and task of each school system to decide, for itself
and after appropriate public deliberation, what the larger
national curriculum means for this place in the light of
its circumstances. The resulting curricula are sometimes
progressive in spirit and sometimes not so progressive, but
that difference is not essential. What is essential is the idea
that public control of the schools means that, whatever the
character of the curriculum that is developed for a school
or school system, teachers as employees of the school
system have been, and are, expected to “implement”
their system’s curricula—albeit with verve and spirit—just
as system’s business officials are expected to implement a
system’s accounting procedures or pilots are expected to
implement their airline’s rules governing what they should
do. . .. Teachers are, to use Clandinin and Connelly’s . . .
apt metaphor, seen as more or less passive “conduits” of
the system’s or district’s curriculum decisions. Curricu-
lum as a field of study with in American education has
traditionally sought to address, and to prescribe for, the
problems involved in developing and implementing cur-
ricula seen in this way. (Westbury 2000, 17)

Conceived as Westbury does, the remedies for the detri-
ments of the Anglo-American curriculum theory offered
by the Didaktik discourses to orchestrate the curriculum,
the teacher’s work, and the school seems prima facie
appealing:

In the German case, on the other hand, the state’s cur-
riculum making has not been seen as something that
could or should explicitly direct a teacher’s work. Indeed,
teachers are guaranteed professional autonomy, “free-
dom to teach”, without control by a curriculum in the
American sense . . . Didaktik is centered on the forms of
reasoning about teaching appropriate for an autonomous
professional teacher who has complete freedom within the
framework of the Lehrplan to develop his or her approach
to teaching. Didaktik, as a system for thinking about the
problems of curriculum, is not centered on the task of
directing and managing the work of system of schools
or of selecting a curriculum for this school or this dis-
trict. Instead Didaktik . . . provides teachers with ways
considering the essential what, how, and why questions
around their teaching of their students in their classrooms.
These are, of course, the core issues that are the heart of a
reflective practice of teaching! Within Didaktik the range
of possible answers to these questions is further elabo-
rated to become, in turn, frameworks for structuring, and
sometimes assessing, the larger rationales teachers have
for their classroom work. The centrality, Didaktik gives
such rationales for teacher thinking reflects its starting
point that every teacher must, necessarily, assume a role
as reflective educational (and curriculum) theorist in order
to teach anything, anywhere. . . . As I have suggested, it
is these starting points around Didaktik, and the ways in
which they are elaborated and worked out in relation to
the idea of Bildung, that makes this tradition so interesting
to those from outside its northern and middle European

worlds. Didaktik offers ways of thinking about issues that
have been, to this point, barely identified, and certainly not
elaborated, in American educational theory. We argue . . .
that a better-developed relationship between curriculum
and Didaktik would promise a great deal for Anglo-Saxon
educational theory, curriculum studies, and teacher edu-
cation. However, seeing the promise of Didaktik takes
work—because as Reid . . . pointed out, the Didaktik
tradition, like the curriculum tradition, is rooted in the
particularities of a national history, national habits, and
national aspirations. (18—19)

Westbury’s account implicates not only the issue of the
role to which the teacher refers, not just to the unfertile
comparative benchmarking of the national systems, but to
the need for the understanding of broader political, cultural,
and educational genealogies. What is implicitly at stake
in Westbury’s analysis is the aspiration toward academic
freedom of teachers that would be at least in principle
manifest in Didaktik practice. But as McKernan (2008,
51) poignantly remarks, “There is a huge difference in the
freedom to plan curriculum enjoyed by college faculty and
those who labor in schools . . . schoolteachers in both sides
of the Atlantic today perform more as functionaries in a
top-down bureaucracy.” I like to add that it has been that
way throughout the history, and the Didaktik tradition does
not make any exception. Schoolteachers have never and
nowhere been able to follow their educational interest in
the spirit of academic freedom, and the teacher education
curricula has hardly ever sufficiently provided them with
the respective intellectual resources: “The school has been
considered the real space and the university the theoretical
space” (Baker 2001, 41). Consequently, Pinar (2004) dis-
cusses “the deep-seated and pervasive anti-intellectualism
in the field of education, obvious in teacher education,
and expressed in the anti-theoretical vocationalism found
not only in that field” (9). The question of the academic
freedom of schoolteachers deserves serious scholarly
attention in the times when “teacher educational policy
has been managerial and technical-rational . . . when there
is an unreal rhetoric of excellence that does not have any
fidelity with education practice in schools, . . . policies that
fly in the face of true autonomy and teacher professional-
ism” (McKernan 2008, 55).

Westbury’s keen enthusiasm about Didaktik raises
questions of more profound theoretical affinities and his-
torically longer roots than just the professional status of
the teacher. In the Didaktik texts there echoes more gen-
erally, without always explicitly articulating it, the voice
of the German Idealism where the discourse between the
balance between freedom and rationality creates the core
of modern mentality and its cultivation in educational
settings: To liberate oneself, in Kantian terms, from the
“self-induced tutelage,” a sapere aude (dare to use your
own reason)—attitude, to become human would mean to
become free, but within the parameters of reason. Yet, to
find a balance between freedom and reason is an arduous
personal, organizational, and political dilemma where
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the conditions, as well as the obstacles, of possibility for
becoming a free, autonomous subject are formed by the
existing society as Kant’s account implicates as a kind of
history of the present in terms of curriculum and Didaktik
debate:

One of the greatest problems of education is how to unite
submission to the necessary restraint with the child’s
capability of exercising his [sic!] free will—for restraint
is necessary. How am I to develop the sense of freedom
in spite of the restraint? I am to accustom my pupil to
endure the restraint of his freedom, and at the same time
I'am to guide him to use his freedom aright. Without this
all education is merely mechanical, and the child, when
education is over, will never be able to make a proper
use of his freedom. He should be made to feel early the
inevitable opposition of society, that he may learn how
difficult it is to support himself, to endure privation, and
to acquire those things which are necessary to make him
independent. (Kant 1991, 27-28).

The German program of modernity explicitly geared to
education that Kant articulates in the late-Enlightenment
context and what culminated in Hegel, who sees the whole
world history as a process of becoming where Spirit frees
itself through the constant interplay between subjective,
objective, and absolute realms of Spirit manifested itself in
the spheres of individuality, family life, bourgeois society,
and the state (Hegel 1905). German Idealism and how Hegel
envisioned the social and political processes anchored to it
foreshadowed Marx’s and Engel’s materialistic and criti-
cal theories between the economic basis of society and its
embodiments in human consciousness. The multilayered
educative dynamism manifested in the German Idealism
discourse of permanent becoming and its often critical and
variegated receptions formed the mental landscape and
intellectual heritage of Western thought—and as such it set
the educational potential in the [-World (Ich — Welt) frame-
work, which is both the bottom-line denominator of the
theoretical commitments in Didaktik theories and the basic
nexus for more nuanced and specified educational and cur-
riculum theorizing (see Klafki 2000, 85-107). Basically,
this framework between subjectivity and its belonging still
provides a structuring but critical vocabulary for the cur-
rent social, educational, and philosophical thought from
post-structuralism to postcolonial and subaltern studies.
Yet, paradoxically, the dynamism of permanent “becom-
ing” of a human as a resource of Didaktik, resting on the
pillars of classical German idealism, which took seriously
the view that intersubjective, I-World relationships con-
stitute our subjectivity and thus avoided “in advance” the
fatal flaws of atomistic individualism in liberal political
and psychological theory, seems to have been exhausted
(Terhart 2003, 25-26).

The suffocation of the theoretical conversation in
Didaktik and its respective collapse into the “culture of
method” (see the genealogies of this phenomenon: Autio
2006, 34-57; Doll 2005, 21-75)—against the abundance

of historical resources of German intellectual history—is
quite surprising. The consideration of the distinctive epis-
temic qualities of the human and cultural studies that led
to the conclusion that those disciplines should not to be
understood as sheer copies of the natural sciences was a
result of the succession of German “critiques,” the condi-
tions of possibility of variegated forms of human reason:
theoretical, practical, aesthetic, and historical, from Kant
to Wilhelm Dilthey (1833-1911). The original of Didaktik
in its most influential, hermeneutically inspired form was
theoretically sketched just by Dilthey in his hermeneutic
efforts (Dilthey, 1910/1981). The cessation of the theoreti-
cal conversation during the last decades around Didaktik
might have something to do with the obvious reluctance
regarding “post” approaches of any kind. This in turn might
have related to the German genealogy of rationality, its
theoretical affinities, and its institutional manifestations.

Emerging Challenges for Didaktik and Curriculum
and Their Neoliberal Offspring

The concept of rationality in Bildung and Didaktik, as
in German social theorizing more generally, featured in
Habermas’s theory of communicative action (Haber-
mas 1984, 1987), deals with egalitarian practice rather
than instrumental efficacy. Instrumentalism is there in
Habermas’s theory, but it is immersed and contextualized
within the ideals of communicative action and democratic
practice, which in turn is located within the discourse of
universalized nation-state. This ambivalent stance on not-
simply-calculative, comprehensive yet tightly controlled,
nation-state bound notion of rationality present in theo-
rists from Kant to Habermas might be one reason for the
seeming German intellectual embarrassment, manifest
also in the exhaustion of Didaktik discourses, with post-
modern or post-structural or any other “post”-theorizing.
In Habermas’s eyes, for instance, the Grand Narrative of
modernity is still unfinished under the authority of reason
conceived of as egalitarian practice (Habermas, 1996): the
world is not ready and the End of History was just one
phase of continuing discursive debate in the Habermasian
“still unfinished project of modernity.”

The intellectual atmosphere is very dissimilar in France,
where the vast array of the postmodern contributions by
Baudrillard, Derrida, Foucault, Irigaray, Lyotard, etc.,
can be conceived of as an effort to register and resist the
long French intellectual history reconceived as obsessed
with instrumental rationality, starting from the Cartesian
method or French Enlightenment “I’homme machine”
kind of fantasies and rationalities of human progress.
French postmodernism and post-structuralism is in one
sense a reaction against absurdities and excesses of instru-
mental rationality as a part of the larger transformation of
human sciences, where the organization of knowledge and
its epistemological premises and régimes, was questioned,
as in Foucault’s re-visioning of Enlightenment science as
deeply invested in the project of control (Foucault 1989).
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Against these general European developments, the
American Reconceptualist turn in the Curriculum tradition
(Pinar et. al 1995) most interestingly manifests historical
and intellectual crosscurrents that resonate like an instance
of the Hegelian cunning of history, between Didaktik
tradition with its original disinterest in instrumentality,
empiricism, and Explanation in favor of humanities, arts,
cultural studies, and Understanding—and at the same time
strongly advocating French “post” approaches.

In their “pre-post,” modernist forms, both curriculum
traditions, Curriculum and Didaktik, are intellectual heirs
of the Enlightenment, yet in different ways. I have else-
where (Autio 2006, 99-124) tried to depict the locales of
control in respective traditions and their mingled intel-
lectual undercurrents between “conformity of wills” and
“prediction of behavior” as competing strategic political
alternatives to massifying schooling in the nineteenth-
century United States. History tells us that the U.S.
solution was to choose psychology as the core discourse
about the curriculum when there was no hope to find con-
formity of wills amidst nationally and culturally disparate
immigration masses.

In the Anglo-American Curriculum tradition, individu-
alization takes place in terms of collective interests stated
and organized top-down, from the normalizing pressures
of scientific universalism generated by the psychological
discourse of a “learner” intertwined with the social require-
ments to rule-obeyant behavior as a citizen. As such, a
close affinity between Weberian instrumental rationality
and the Tyler Rationale, “the bible of the curriculum field,”
could form. In the Tyler Rationale, a four-step model of
education based on means-ends logic, faithful to the self-
understanding of the modern era, instrumental rationality
manifests itself on the one hand through empiricism—it
is through “truths” as they are related to the existence of
states of affairs in the world. On the other, instrumental
rationality is featured through effectiveness, through inter-
ventions in the world with whose help states of affairs can
be brought into existence (see Habermas 1984, 8-9). By
psychologizing subjectivity and curriculum, stripped out
of metaphysical, moral, or political considerations, the
Tyler Rationale would form a kind of circular reasoning in
curriculum planning (“Curriculum Development”), where
educational-psychological goals are constantly revised
and shaped with the most recent empirical findings and
empiricist fashions (“brain-based,” “evidence-based,”
“research-based,” etc.) and with improvised “skills and
competencies” rather than analyzed current “needs” of
society. This double-bind between psychologized sub-
jectivity and society are to be tested against its effective
applicability indicated as preferred behavior changes in
students (Autio 2006, 114).

If the pinnacle of the regulation of selves in the Ameri-
can curriculum was a “learner” around whose behavior
the empirically produced psychological discourse would
legitimize the universal features of the subject and, con-
sequently, administrative standardization of education and

its systems, a different but discursively similar project of
control is manifest in Didaktik discourse. “Conformity of
wills” was a more convincing form of political and edu-
cational thinking among more homogenous German and
Scandinavian populations as common history and national
language, similar geographical locales, and shared contes-
tation between religious and cultural values bind people
together. In this context, the nation-state as a particular
form of organization of the interactions became possible
and desirable.

Thus the directions of trajectories curriculum and
Didaktik created for governing the formation of subjectiv-
ity were opposite: in the U.S. context from micro to macro
spaces, in Didaktik vice versa, reproducing and reclaiming
the old Greek microcosmos—macrocosmos model of paid-
eia, where macrocosmos is eventually drastically reduced
to the secularized nation-state as the container of educa-
tional ideas and innovation, and as a locus of control.

The curriculum of the German Bildung-Didaktik tra-
dition, by intertwining if not spiraling subjectivity and
society together through imposed national ethos, has
constituted instrumentality by its claims of unspeci-
fied notions of human nature, humanistic values, and
by its special emphasis on the role of the nation-state as
an “objective structure® of education. The tradition may
appear as a powerful discursive attempt to inculcate in the
teacher’s mind and behavior not only the procedural tenets
and prescriptions of the tradition but even to subordinate
their pedagogic intentions and will to the speculative and,
in the context of globalization, increasingly untenable val-
ues manifested in the mythical “inner form of the State,”
where “the state is the pure form of Bildung”: . . . the
state as an educating entity is school and is represented
by the singular order of educational processes within it”
(Weniger 2000, 120, italics in original).

Genuine professional consideration, necessary free-
dom, and self-responsibility are subtly but effectively
harnessed, through the doctrines and discourses of the
essentialized and unified self, to the interests of the nation-
state intensified by humanist science and ethics. This rigid
institutional and intellectual framework strives toward
governing subjectivity via the subtly mixed discourses
of nationalism and humanity (Autio 2006, 5-6). Yet, the
role of the nation-state as the moral framework as well
as the financial and material guarantee of Bildung is no
longer self-evident. Nation-state policy is subordinated to
claims of a global economy, the result being the adoption
of corporate logic as the operational philosophy and policy
of nation building. In this rhetoric, education worldwide
under the reifying and colonizing effect of the (educational)
market is converging toward a standardized performativity
culture where there is decreasingly space for the humanist
or national values promoted by the Didaktik tradition. The
onto-epistemological kernel of the educational discourse
in both curriculum traditions becomes visible: Individu-
alization and standardization go hand in hand, though in
different guises and at different levels.
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For curriculum theory, the question for the emerging
educational scaffolding for subjectivity and its belonging
still remains after the crisis of the double nexus of psy-
chologization and the nation-state, when different forms of
postnationalism and respective forms of belonging chal-
lenge the conventional locales of curriculum theory. This
means that curriculum theory would necessarily detach
itself from intellectually supporting intensified bureau-
cratic structures that are always reinvigorating themselves
in renewed guises, most recently introducing “quality
assurance systems” and other organizational corporate
imitations, administrative structures, and discourses that
are spreading institutional mistrust as well as doubling
and externalizing the control already inherently in the
processes of learning, teaching, education, and study.
Emerging discourses of belonging transcend those flaws
based on atomistic individualism of liberal political theory
present in traditional Tylerian curriculum, or the German
nationalistic-humanistic Didaktik discourse, or likewise
the current self-aggrandizing, autarkic rhetoric of neolib-
eral individuality a la Margaret Thatcher: “there is no such
thing as society, but just a set of potentially entrepreneurial
individuals . . .” (Lash and Urry 1994, 6).

Transformations in successive historical patterns to
define subjectivity, agency, or self have been traveled
through the Didaktik conformity of wills to behaviorist-
cognitive prediction of behavior to neoliberal individual
performativity (Autio 2006, 155): from the nation-state
citizenry of Didaktik to the behavior of a learner in Curric-
ulum to the capacity of the individual to deliver “learning
outcomes” at the lowest cost in neoliberal education dis-
course. The shifts in educational emphases reflect and draw
on the shift in the scope of science traditionally under-
stood: “‘performativity’ rather than ‘truth’ has become the
criterion of scientific knowledge” (Lyotard and Luhmann
in Crook et al. 1992, 216). The emphasis is on the produc-
tion of individuality in the collectivist terms characterized
not only by the quest for objectivity and universality, but
also by the other extreme of unfettered neoliberal relativ-
ism and individualism:

Not only the subject of the psychological laboratory, but
also the humanist self, is ahistorical and asocial. The ideal
self has freed itself from tradition and authority and dis-
sociated itself from the society it inhabits. (Kvale 1997,
42-43)

And,

neoliberal economics rest upon the autarkic human self,
it assumes that individual alone can master the whole of
their lives, that they can derive and renew their capacity for
action from within themselves. Talk of “self-entrepreneur”
makes this clear. Yet this ideology blatantly conflicts with
everyday experience in . . . the worlds of work, family
and local community, which show that individual is not
a monad but is self insufficient, and increasingly tied to
others, . . . The ideological notion of the self-sufficient

individual ultimately implies the disappearance of any
mutual sense of obligation. (Beck et al. 2002, xxi)

What might then be the further conditions of possibil-
ity for subjective belonging in the context of globalization
characterized by the exhausting or untenable intellectual
resources offered by the discourses of traditional critical
theory, academic psychology, the nation-state, or of the
outcomes and performance-oriented society governed
by the rules of economic globalization? The common tie
of Western rationality in these otherwise very disparate
discourses still is “the unified, monolithic, essentialized
subject, capable of fully conscious, fully rational action,
a subject assumed in most liberal and emancipatory dis-
course” (Lather 1997, 103).

The New Belongings of Subjectivity

Despite the fundamentalist kind of return to the modes of
instrumentality in education and curriculum policy mani-
fested in quality and performance discourses as new locus
of external control and supported by the neo-objectivist
attachment to psychological and sociological theories, the
basic structure in educational and curriculum theories, the
relationship between the individual and society, has been
drastically deconstructed by the processes of globalization.
Even more, it has been radically renting asunder the very
basis for social scientific research in general. In education,
the traditional manner of thinking, either in terms of individ-
ual psychology or discrete, geopolitical territories, remains
largely untenable in the face of youth culture, economic
upheavals and instabilities on the free market, immanent
prospects for eco-disaster, and rapidly shifting techno-
logical possibilities. The fading of the main framework of
research, the nation-state, as a discrete territorial space and
as a unit of analysis, is the case with other social sciences,
too. The modernist discourse of the nation-state in the social
and educational sciences, that assumes a container theory
of society (see, Beck 2000, 23-24), became an absolutely
necessary concept in and through the work of the classical
theorists. Beyond all the differences, such classical social
theorists as Emile Durkheim, Max Weber, and even Karl
Marx shared a territorial definition of modern society, and
consequently, a model of society centered on the national
state. This view where society equals a nation-state as a
center of social, political, and educational activity—and
as a unit of scientific analysis—has today been shaken by
globality and globalization. In the past, all kinds of social
practices—production, culture, language, labor market,
capital, and education—were stamped and standardized,
defined and rationalized, by the nation-state—or at least
were labeled as national economy, national language, lit-
erature, public life, history, national education, and so on.
The categories of the state’s self-observation became the
categories of empirical social science, so that sociologi-
cal, psychological, and other social scientific definitions
of reality confirmed those of bureaucracy (Ibid., italics
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added). Today, the beginnings, endings, and interconnec-
tions of those activities such as production and education
clearly exceed the borders of any one place, complicating
if not obfuscating the role of nation-states and “the indi-
vidual” in governance in general.

These recognitions are extremely important. It has
led to revision of how to account for who and where we
are: neither subject-formation (psychological accounts of
development or theories of Bildung) nor nation-formation
in terms of container theories of society suffice in the
context of globalization. Important reinterpretations have
emerged through the field of curriculum studies already
since the 1970s when the Reconceptualization Movement
(Pinar et al. 1995) uncharacteristically in regard to the oth-
erwise reactive and anti-avant-gardist and anti-intellectual
tradition in education research was among the first to
recognize the need for a paradigm shift implicated by
the linguistic turn and postempiricism, not only for edu-
cation, but for human studies and social sciences alike.
The Reconceptualization Movement encouraged theoreti-
cal curiosity that created a springboard for more genuine
interdisciplinary discourses in the field of curriculum
studies that broke the tight boxes between the divisions of
educational research as history, philosophy, psychology,
and sociology of education, and was instrumental in rec-
ognizing the partisan alliance between empiricist science
and (state) bureaucracy.

Through a closer look at “post” approaches to the reality
of fragmentary and dissensual identification and subjecti-
fication processes, the presupposition of coherent, fully
formed identities that psychological, humanist, and nation-
state-centered theories of education and curriculum held
are already crumbling. Important reinterpretations have
emerged through the field of curriculum studies, especially
since the 1990s and urged consideration of the different
planes upon which the inter-linkage between subjectivity
and society can be understood in the context of the myriad
of role options and of the recoding of citizenry of globality.
As an implication informed by the big pictures of cur-
riculum studies, the method-driven didactical models are
being replaced by the more diversified and hybrid notions
of learning, teaching, and knowledge-production—paying
critical attention to multiple intelligences, psychoanalytical
accounts, different learning styles, constructivist teaching
strategies, virtual learning environments, and integrated
curricula, to name a few.

The lesson of those shifts was that neither nation nor
state nor isolated individual are still available categories
for organizing education. Globalization is undermining the
project of modernity by disembedding the political project
of the state from the cultural project of nationhood. The
most striking feature of these new discourses is the con-
tested nature of national belonging. National culture has
lost its integrative function, and the nation has been decon-
structed in contemporary public discourse. As a result, the
nation code is opened to new interpretations arising from
global cultural opportunities. This has loosened or even

decoupled the tie between citizenship and nationality; citi-
zenship is no more unequivocally definable by nationality
as a result of the growing presence of transnational pro-
cesses in peoples’ lives as well as the result of the impact
of globalization on the nation-state. While the nation-state
is still the single most important geopolitical unit, it has
not been able to reverse the worldwide swing towards
transnational politics with new forms of citizenship, for
instance, cultural citizenship, ecological citizenship, and
technological citizenship with respective new rights and
responsibilities. The classical duties of citizenship are no
longer simply framed in terms of the obligations of the
citizen to the state, which has been one of the classical
frames of reference in traditional educational theories,
but they concern responsibility for humanity, for future
generations, all of which are increasingly wrapped within
responsibility for nature and environment. Political, social,
and cultural globalization contribute that participation in
political community no longer occurs exclusively on the
national level. The new forms, flexibilities, and differen-
tiations of citizenship separate it from nationality at the
same time when there appear ruptures between nation and
state (see Delanty & O’Mahony 2002, 173-175).

The dissolution of modern society and the social as a
unit of analysis, fully-fledged in globalization, was fore-
shadowed already in the discourses of modernity and its
rational embodiments. The intensified individualization
is tied to globalization and has become, consequently, but
somehow paradoxically, “a structural characteristic of
highly differentiated societies” (Beck and Beck-Gernsheim
2002, xxi, italics added). This paradox, explaining the social
by individualization, could be accounted for as an index of
the completion of those modernist theories of society that
took for granted the coherence of the idea of society as an
institutional embodiment of a rational, transparent actor.
In more recent approaches to social theory, “society as a
fixed and objective reality has been replaced by global flows
and mobilities, networks between diverse things, by forms
of collective action, communities of interest, cultural dis-
courses, self-constructing systems.” . . . The contingency,
transience, and uncertainty that has been a feature of recent
theorizing, especially while related to the processes of glo-
balization “highlights the multiple ways social reality is
continuously created in processes that cannot be reduced to
either agency or structures” (Delanty and Rumford 2005, 2).

What would be, then, the mediations between the sub-
jective and the social that are not fixed or reducible to
institutional structures under the manifold conditions of
globalization—and that would recreate education and cur-
riculum as social and cultural reconstruction in societies
that can no longer be easily regulated by neo-objectivist
imaginings of modernist science and the nation-state? A
closer look of the recent study at the prehistories of the
nation-state reveals that many forms of national con-
sciousness have emerged out of polyethnic contexts, that
polyethnicity was actually the norm in history until the
arrival of the nation-state.
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Reacting against the view that in fact the identities that
did evolve in the last 200 years were predominantly pri-
mordial and exclusivist, several theorists have emphasized
the hybrid nature of nationalism. Thus, rather than look-
ing beyond nationalism for a cosmopolitan future, these
figures see within nationalism the signs of a more reflex-
ive and hybrid consciousness, but one which cannot be
understood as liberal patriotism. (Delanty and O’Mahony
2002, 182)

Thus, in a closer post-structural and postcolonial scru-
tiny, the nation itself shares the qualities of the narrative to
a much larger degree than the former approaches to social
sciences circulating around, consolidating, and reproduc-
ing the nation-state bureaucracy would admit.

The postcolonial view of the nation defies more effec-
tively the narratives of closure that were at stake in the
heydays of the nation-state, when society was to be con-
ceived of as a closed territorial and cultural container. The
nation is a narrative and discursive construction that does
not exist outside language and imagination. The experi-
ence of difference underlies all kinds of identity, including
national identity. This means that the nation today as a mul-
ticultural society is always beyond a narrative of closure,
and it is constantly transgressing boundaries, when new
peoples and different kinds of meanings are incorporated,
and, at the same time, as a parallel process, the self must
define itself to another as a process of hybridity within self/
other, inside/outside discourses (see ibid.). In these recodi-
fication processes, nations and selves as unified or unitary
and their hegemonic status are becoming more and more
contested as a normative basis of nationalism and national
identity. For instance, like Delanty and O’Mahony (183)
argue, referring to Paul Gilroy’s The Black Atlantic,

the diasporic identities are not purely negative conditions,
or shaped entirely by the dominant culture, its elites as
well as publics, but instead are dynamic. Black conscious-
ness . . . is transnational, drawing from the Caribbean, the
United States, Africa and Britain. In other words, many
forms of consciousness are formed in the context of social
relations that are located in transnationalized and margin-
alized contexts. . . . To reveal how the nation can be reread
in terms of hidden histories involves a deconstructive
approach, which also has a constructive moment in bring-
ing to consciousness subaltern voices. In another sense it
is an attempt to “rescue history from the nation.”

In Europe, the old nationalisms give way to new inter-
pretations of postnationalism within the culturally more
porous frames of the nation-states. In Ireland, for instance,
postcolonial Derridean perspectives have informed a new
Irish postnationalism with the demise of the older forms of
nationalism. This move “is characterized by a shift in the
nation code from the state to culture and the rediscovery
of the marginality as legitimate difference and the self as
hybrid” (Ibid. 182).

In Germany, in a different way, Jiirgen Habermas has
advocated in the context of public debates about the future

of the German national identity, “irreversibly tainted
since the Holocaust,” the view that the only viable form
of national identity is one that is based on identification
with the principles of the constitution. The abstractness of
moral universalism drawing on universal human rights is
balanced by the cultural distinctiveness of the processes
of globalization. This view of cosmopolitanism, rooted
in the concrete contexts as the realities of globalization,
“is always more than the homogenous standardization”
unlike the older Kantian decontextualized cosmopolitan-
ism, because “it involves a wide range of responses from
the lifeworld.” In the context of multicultural societies,
national identity cannot be based on any single ethnic or
cultural identity any more than it can resist the reflexiv-
ity and self-confrontation that is irreversibly integral to
all aspects of life. In these new deconstructions of the
nation code, “the emphasis is on a transnational, postco-
lonial cosmopolitanism in which, under the conditions of
globalization, national identities are reconstituted as sites
of resistance. Like nations, cosmopolitanism becomes
pluralized and instead of being founded on an ideal of
unattachment, the new cosmopolitanism is a rooted one”
(Delanty & O’Mahony 2002, 183).

These hybrid forms of subjectivities with their intra-
national recodings, rooted in local contexts but being
marked by global impact, is looking for their normative
basis, however, more on the malleability of culture than
the rigid bureaucratic structures of state or polity. Still, the
cultural and psychological inertia guarantees that transna-
tional forms of identity, despite their “under the permanent
construction” character and due to their global sensitivi-
ties, “are a good deal more stable than the postmodern
accounts suggest” (Ibid. 186).

These new constellations between subjectivity and the
nation-state informed by a vast array of “post” theories
confirm the observation that “nationalism was one kind
of reaction to the particular constellation of social, politi-
cal, and cultural forces that shaped modernity” (Delanty
& O’Mahony 2002, 169). The same is true of the partisan
role of the social sciences that were instrumental in the
modernist nation building and its political authority. The
respective view on education in particular as a modernist
enterprise having drawn mainly on national, even nation-
alistic, views based on the unitary notion of the self and
a container imagery of society have, as indicated shortly
above, become highly contested in recent social and cur-
riculum theory.

While this contestation is increasingly intensified by the
ambivalent process of cultural, political, and economic glo-
balizations in education and curriculum policy worldwide,
this ambivalence and variety is still viewed as reducible
towards uniformity, ironically, from a theoretically artic-
ulated concern for diversity. In a sense, such precepts
uncritically reclaim the historical and cultural presupposi-
tions and limitations of Anglo-American Curriculum and
European Bildung/Didaktik traditions. Or, more likely,
such precepts are losing the intellectual heritage of those
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traditions; they are not any more in accordance with the
psychological, humanist, or bureaucratic tenets of the self
and society, but rather, being articulated in terms of eco-
nomic competitiveness and individual performativity, as a
conflated theory of individualized society and of the col-
lectivized self accordingly.

Apart from the shifting intertwinements between the
nation-state, nationalism, related issues of cosmopolitan-
ism, and the neoliberal political penchant for conflating
totalitarianism as a kind of fundamental attack upon the
world particularly through education by colonizing the
language and models of action by its economistic prem-
ises, the theoretical and political urge increases to take
into (re)consideration at more deeper level a fundamental
nexus between psyche and society. This concern through
psychoanalysis has been on the research agenda of many
curriculum and education scholars (e.g., Britzman 2006,
2011; Pinar throughout his prolific research career; and
most recently, Taubman 2009, 2011). The barren and most
disinformative view of human psyche provided by edu-
cational psychology and a host of learning and cognitive
theories, as extended and embodied institutionally in edu-
cation reforms, latest in our times reveal their politically
manipulative, psychologically, and intellectually impover-
ishing and standardizing maneuvers in the name of science
and scholarship.

Psychoanalytically informed accounts of human
psyche, manifested in the works of, for instance,
Castoriadis (1997), Elliot (2004), Kristeva (2001), and
Laplanche (1999), which underscore the radical creativ-
ity, imagination, and incessant psychic work of the mind
are radically at odds with the mainstream “learning” theo-
ries of educational and cognitive psychologies as well as
with instrumental logics of education policies that provide
hardly more than lip service for the vital question of the
subject in education.

Those psychoanalytical insights, together with the
Eastern wisdom traditions or the basic Bildung or Cur-
rere concepts, are not just things to be “implemented” and
amenable to educational and political institutionalization;
their task is not so much to serve the systemic interests
only but to better and, in a relational way, enhance under-
standing of the complicated conversation of education and
curriculum by informing the field by contesting cultural,
political, international, and intellectual resources avail-
able. The enhancement of imagination, fantasy, and the
complexity of the incessant internal psychic work in all of
us, the real substance of education, curriculum, and learn-
ing (theories), would strategically and potentially prove
fruitful given the disappearance of big political and social
vistas by neoliberal globalization. When economic ration-
alism has debased our sense of community and common
good, destroyed our public language, flattened the public
imagination, and is opening doors for the emergence of the
dark forces of totalitarianism more broadly than the pre-
sent systems of accountability and standardization already
do in their intolerant, exclusive, and punitive practices,

we need more intellectually, economically, and politically
honest theories of learning, curriculum, and reform than
the present ones of perverted liberalism and conservatism.
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Race and Education in the Age of Digital Capitalism

CAMERON McCArTHY, ERGIN BULUT, AND RUSHIKA PATEL

It is very important. . . to keep track of the metaphors
Stuart Hall
(http://www.darkmatter101.org/site/2007/02/28/
stuart-hall-globalization-cartographies-of-power/)

Introduction

A fundamental rigorism scars and constrains most
contemporary writing on racial antagonism. This is
manifested in a methodological nationalism that creates
limited horizons of examination of race relations and
applies, too often, strategies of insulation and partition-
ing of racial analysis from other critical discourses that
might materially strengthen and deepen our understanding
of contemporary developments within late modern socie-
ties (McCarthy, Rezai-Rashti, & Teasley, 2009; Wallace,
1990). In other words, there is a profound methodological
isolationism associated with contemporary scholarly treat-
ments of the topic of race. This is particularly the case with
respect to discourses and practices, such as multicultural-
ism, that separate the discussion of race from other critical
intellectual traditions, such as Marxism, feminism, and
post-structuralism (McCarthy, 2011; McCarthy, Giardina,
Harewood, & Park, 2003). In what follows, we will situate
the topic of race within the context of a discussion of glo-
balization and neoliberalism, focusing particularly on how
developments associated with these dynamic processes
present us with new philosophical and practical challenges
in addressing the topic of race within the school and the
university in the new century.

There are at least two reasons to deal with the issue of
race in new terms and far from the logics of methodological
nationalism (Chernilo, 2006), taking especially movement,
policy, and technology into serious consideration. First of
all, we argue that such a theoretical and methodological
move is particularly important against the background of
policy-making and the historical positioning of non-white
populations within the United States and their constantly
shifting representation and location within the labor force
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and educational strata. For a powerful example of how
racial dynamics are impacted by globalization, neoliberal-
ism, and 9/11, let us consider historical contradictions and
re-articulations in the model minority thesis as it is applied
to South Asians. The model minority discourse emerged
with the multicultural paradigm of the 1960s when it attrib-
uted the success of Asian Americans to a relatively superior
cultural value and belief system. Not coincidentally, it
emerged at a time when there was major anti-Black and
Latino backlash as well as a desire on behalf of the State to
recruit a labor force that would allow the United States to
compete with the USSR for the role of global superpower.
When the discourse showed up in the U.S. popular media,
the majority of Asian immigrants were at least middle class,
skilled male workers and students who came to the United
States through selective immigration policies that filtered
labor into the high tech U.S. industries. Because of these
immigrants’ class position and level of education and train-
ing in countries such as India, China, and Korea, they had
a competitive edge against U.S. non-white working class
and poor groups from the very beginning. Their success
relative to other working class and non-white racialized
groups can be completely attributed to their class status in
the mother country, as opposed to some innate or cultural
superiority, as the model minority thesis and its promoters
would have it. Those Asian families who did not succeed
in the high tech industries or who became female heads of
household occupied class positions and a quality of life that
was similar to other poor or working class minority groups.
However, the discourse of model minority rendered them
invisible from the welfare policy outlook, and this contra-
diction becomes even more apparent as neoliberalism has
become the dominant economic and cultural logic of the
last 30 years.

9/11 and the so-called War on Terror raised the stakes
even higher. South Asians were racialized almost over-
night, and the Muslim population was targeted within the
media—with Muslims and Sikh South Asians experiencing


http://www.darkmatter101.org/site/2007/02/28/stuart-hall-globalization-cartographies-of-power/
http://www.darkmatter101.org/site/2007/02/28/stuart-hall-globalization-cartographies-of-power/

Race and Education in the Age of Digital Capitalism 33

the worst of the backlash. The model minority discourse
of authenticity is used even more desperately, particularly
intra-racially, to create lines that deflect the impact of a
heightened climate of racism and patriotism back onto
Arabs and Muslims. Because South Asian youth are racial-
ized as model minorities from a multicultural education
policy outlook, their actual educational, social, and eco-
nomic needs become erased and invisible and they often
slip through cracks in the education system.

The second issue we want to consider as the background
to this chapter is the emergence of digital technologies and
their assertion to claim truth and representation at a time
of neo-conservative and racist attacks on the gains of the
Civil Rights movement. To put it more simply, digital tech-
nologies and the belief that they can truly mediate “reality”
have become dominant when claims for a post-racial soci-
ety are forcefully (and in reactionary ways) made. Take,
for example, the astounding analysis of Anna Everett
(2012) who attributes the election of Barack Obama to
his tech-savvy personality and the youthful energy in his
campaign to deploy social media. Nevertheless, it is also
again through practices of new media that online racism
has erupted to the digital public sphere. It is through new
media outlets and user-generated content that Obama’s
“race-neutral” personality is challenged, and the Presi-
dent is even accused of being racist. Following the lead of
Anna Everett (2012), let us further take the discussion to
the convergence of video games and education. In the con-
temporary context, digital technologies not only “herald”
the end of a racialized society but also are regarded as the
tools to make the United States rise like a phoenix from
its ashes. For instance, U.S. president Barack Obama has
recently endorsed two competitions as part of his “Educate
to Innovate” campaign, stating “our success as a nation
depends on strengthening America’s role as the world’s
engine of discovery and innovation.” Named “The National
Stem Video Game Challenge,” the campaign aims to foster
interest in such areas as science, technology, engineering,
and math by exploiting students’ desire for video games.
One needs to note that this campaign is sponsored by such
giant institutions as Entertainment Software Association,
Microsoft, and the AMD Association in partnership with
the Joan Ganz Cooney Center and E-Line Media. The cam-
paign website is designed to appeal to enthusiasts, with the
slogan “Are You One of the Nation’s Middle School Top
Game Designers? Our Nation’s Leaders Want to Know.
Design a Game, Have Fun, Take the Challenge,” with dif-
ferent font sizes and design tricks. The website invests in
racial codes and desires in that it includes a picture of a
black girl with a cell phone in her hand and smiling, while
her picture is positioned next to the list of sponsors. It is
also worth quoting the website as to why games are used
in these efforts to inculcate certain skills:

The success of complex video games demonstrates that
games can teach higher-order thinking skills such as stra-
tegic thinking, interpretative analysis, problem solving,

plan formulation and execution, and adaptation to rapid
change. These are the skills U.S. employers increasingly
seek in workers and new workforce entrants. These are the
skills more Americans must have to compete with lower
cost knowledge workers in other nations."'

The dynamic video on the website of this campaign
features participants and winners, some of whom had the
chance to meet President Barack Obama, who addresses
these young students and states that ““You guys inspire me.
It is young people like you that make me so confident that
America’s best days are still to come.”? Then, we seem to be
witnessing the convergence of the nation-state’s desire to
respond to the gradual transformation of global capitalism
in a multipolar world and the supposedly neutral character
of education through which racial logics are being materi-
ally reconfigured. Nevertheless, games are not just about
teaching hard core skills that are crucial in the global labor
market. Apart from math and science, digital games are
also deployed in relation to more social realms in order to
“Save Darfur,” to understand malaria in Africa (Deliver
the Nets), or to eradicate hunger in the Third World (Free
Rice). In other words, games have become educational and
are used to teach youth history or contemporary political
problems.

This chapter, then, is formulated against the backdrop
of important changes in social dynamics taking place on
a global scale—dynamics that have profound implications
for racial affiliation and “its” cultural and social uses in the
new century. In the early 1990s, scholars such as Michael
Omi and Howard Winant (1994), Cornel West (1993), Jurjo
Torres Santomé (2001), and Ernest Cashmore (1997) began
to call attention to the increasing pattern of instability and
uncertainty in the processes of racial affiliation and com-
munal identification that had become apparent at beginning
of that decade. The postwar political terrain, defined since
the 1960s by civil rights struggles, the feminist movement
and the anti-war movement, the mobilization of “solid
identities” (Asante, 1993, 2007), and clear lines of col-
lective struggle now seem to be warping into something
else. The ideological, social, and economic cement that
had held together advanced capitalist societies such as the
United States had begun to crack and fall apart. Much of
this uncertainty has been informed by the material reality
of economic downturns in industrial economies and the
continued influx of immigrants from the former colonies
of imperial powers right into the heart of the major institu-
tions, cities, and new industries of the metropolitan center.
Added to these economic reconfigurations is the omnipres-
ent simulation that surrounds life under late capitalism.
Indeed, as David Harvey (2003) argues, new ICTs con-
stitute the privileged technology of neoliberalism and are
indispensable for enabling mobility of capital, while only
selectively enabling the movement of labor and resistance.

This intensification of multiplicity in demography, cul-
ture, technology, and economy posed serious philosophical
and practical challenges to schooling. These multiplicities
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cut at right angles to and against the grain of enforced
boundaries of culture and the disciplinary insulation and
confinement that had marked and continue to mark the
production of knowledge within schooling. In the process,
the power and reach of scholarship on racial antagonism
was particularly undermined. Paradoxically, the confine-
ment and parochialism within the disciplines were not
just features of the old established knowledges, but rather
characterized new discourses, such as multiculturalism,
which rigorously avoided an engagement with critical
knowledges, privileging instead a managerial discourse of
cultural sampling in which all contending ethnic groups
would be given their preserve in the heavenly disposition
of the curriculum (Appadurai, 1996). This full scale retreat
from critical discourses was also associated with an even
more vigorous retreat from popular culture and what was
deemed to be its corrosive hold on the young (McCarthy,
Hudak, Miklaucic, & Saukko, 1999). A great battle over the
iconography and representation of the present and future
and the ethnicization of culture was taking place as modern
life was being reordered by globalization, mass migration,
and the amplification and rapidity of movement of images
around the world. Ironically, educators seemed to be out to
lunch, overtaken by events, insisting on old ways of nego-
tiating difference and school knowledge and clinging on to
a transcendent, idealized sense of the past as the fruition of
Western Civilization and Western Culture (Ravitch, 1990).

This reactionary framework still mars innovation in
schooling today. But what then had appeared in the begin-
ning of the 1990s as emergent cracks in the racial order and
the scholarly paradigms that had been advanced to under-
stand these developments had by the end of the last century
grown into a full-blown metamorphosis in the terms and
conditions in which race could and would be articulated
and struggled over. No longer could the old defenders of
the status quo school curriculum comfortably hold West-
ern Culture before the onslaught of racial and ethnic
multiplicity like a vast antiballistic shield of protection. No
longer could liberal and progressive scholars comfortably
“place” culture with race into predictable multicultural
slots. For as Ernest Hemingway’s narrator had noted in a
moment of premature exultation in For Whom the Bell Tolls
(1940/1996, p. 159): “time . . . stopped . . . the earth moved
out and away from under them. . . > Culture and identity
had been dirempted from place. And, the cultural poros-
ity precipitated by the movement of people, economic and
symbolic capital, and the proliferation, amplification, and
circulation of images across the globe now deeply unsettled
ethnic enclaves, even the dominant Eurocentric preserves.
This is the moment in which we live—a historical moment
of radical reconfiguration and renarration of the relations
between centers of power and their peripheries.

Nothing has more powerfully illustrated and under-
scored this for us in the United States than the radical,
historical, and earth-shattering events of 9/11. For if there
is anyone who still resists the ideas of globalization, trans-
nationalism, postcolonialism, and their implications for

how we live with each other in the modern world, their
implications for the taken-for-granted organizing catego-
ries such as “race,” “nation,” “state,” “culture,” “identity,”
and “Empire”—the idea that we live in a deeply intercon-
nected world in which centers and margins are unstable
and are constantly being redefined, rearticulated, and
reordered—then, such a person must have been awakened
from their methodological slumber by the events of 9/11
and all that has followed afterwards. The critical events
of that day—the attacks on the World Trade Center and
the Pentagon and the crescendo of the fallout attendant
to these extraordinary acts—threaten to consume us all.
It is striking, in the language of Michael Hardt and Anto-
nio Negri’s Empire (2000), how fragile modern forms of
center-periphery arrangements of imperial rule are. It is
striking—with the intensification of representational tech-
nologies, mass migration, the movement of economic and
cultural capital across national borders, and the work of
the imagination of the great masses of the people (the sorts
of things that Arjun Appadurai talks about in Modernity at
Large [1996])—how radically compressed and annihilated
are time and space—how it is now possible to send shock
waves from the margins to the epicenters of the modern life
in the world in which we live. These aftershocks and mul-
tiplier effects now sustain themselves indefinitely. Indeed,
in addition to all the destabilizing effects and modulations
taking place within the U.S. metropolis itself—the dec-
laration and prosecution of the war on terrorism, the war
on Iraq (now firmly shifted to Afghanistan under the
Obama administration), and the attendant pacification at
home, the extension of the policing powers of the state,
economic tremors of recession, deflation and downsiz-
ing across corporate enterprises, the daily hemorrhaging
of the U.S. labor force as lay-offs continue unabated—
there are extraordinary ripple effects around the world.
All of these developments have complicated the matters
of race, identity, and representation considerably. And we
see, for example, new, very tenuous, alliances built under
the symbolic umbrella of the flag and patriotism sucking
in otherwise excluded racial minorities, such as African
Americans and Latinos, along with traditionally hegem-
onic Anglos, into a newly expanded cultural dominance
built around jingoistic symbolism and service to country.
This has only consolidated with the wars of the twenty-first
century—Iraq, and now Afghanistan. This process of new
temporal and spatial configuration in certain contexts (con-
texts such as the constantly rising concerns about national
security) is effectively displacing “others,” namely, Arab
Americans,’ for instance, who are now being declared in a
wholesale manner as the newly conspicuous enemy within
and abroad. We have seen, with the war on terrorism, the
war with the Taliban in Afghanistan, and with Iraq, greater
extension of regulation and surveillance at home in the
United States as concerns and alarms are raised about
the security of our borders, particularly the one to the
south shared with Mexico. New biometric technologies
of information gathering associated with face scanning,

9 < 9% ¢
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finger printing, and DNA sampling are being integrated
into techniques of immigration control, surveillance, and
policing as the United States attempts to widen the net
of national security to the entire globe (Gates, 2011). We
have been witnesses, too, to new, radically destabilizing
logics of accumulation occurring in the U.S. economy and
society—Ilogics that were not stanched by 9/11 and the war
on terrorism but enabled and facilitated in part by these
developments as a sort of distractive cover story, as Naomi
Klein notes in her book, The Shock Doctrine (2007).
This is the feverish rise of an economic model defined by
speculation, risk, and economic deregulation. This model
upended the production of things, discarding the Fordist
factory at its core, investing instead in brand share, stocks,
and speculative maneuvers—broadly speaking, in imma-
terial production, liquid modernity, temp work, and the
discarding of investment in human labor. Nevertheless,
the “dismantling” of the factory did not necessarily bring
the end of work or the affluent society much heralded
by those like Daniel Bell (1973) or Richard Florida (2005).
On the contrary, electronic mediation and amplification of
mass-produced images across national borders caused the
diffusion of work into the minute details of the everyday
aesthetics and consumption. As a number of scholars have
pointed out (Papacharissi, 2010; Nakamura & Chow-
White, 2011; Terranova, 2000; Peters & Bulut, 2011;
Everett, 2008; Andrejevic, 2007; Boyd, 2011; Fuchs,
2011; Dyer-Witheford & de Peuter, 2009), new forms of
racialization and extraction of surplus value have invaded
the domain of leisure. This is precisely why we contend
that educators and critical scholars of race need to engage
with such changes and understand how thinking about race
in isolation remains counterproductive.

The central purpose of this essay, then, is to bring con-
centrated theoretical, methodological, and policy reflection
on this present historical conjuncture characterized by new
dynamics associated with racial formation and structuration
and their broader connections to the crises in the accumu-
lation, legitimation, boundary maintenance functions of
modern states as they are impacted by logics associated
with globalizing capital, information and surveillance tech-
nologies and network systems, and the movement of people
and cultural and economic capital across borders. For some
time now, scholarship on racial antagonism in education
and society has not quite kept pace with these extraordinary
developments in the historical moment in which we live.
Indeed, it might be argued that there is a growing atrophy
of critical theoretical and empirical work on race within the
educational field and the social sciences generally.

In what follows, we interpret and confront this con-
text—this network of new relations that defines race
relations and schooling in our times. This is a context
shaped by neoliberalism as a specific political economic
interpretation and articulation of globalization and mul-
tiplicity in the modern world—the world we live in. It is
a context that has generated a set of dynamics that has
affected the transformation of modern subject relations

to the state and society at the dawning of the twenty-first
century. We, modern citizens, more than ever, are being
seduced, inducted, and incorporated into ever-larger dis-
cursive systems and materialisms—Ied forward as much
by the state as by multinational capital. We are being
seduced by large-scale programs of renarration, of affilia-
tion, and exclusion, holding out the possibility of identity
makeovers, place swapping, and material exchange and
immaterial rewards. Our daily lives are being colonized
by massive systems of textual production that trans-
gress the boundary lines between private and public life
and that seem to have at the same time the ambition to
conquer all of global and planetary space. Here we are
talking about the continuing war on terrorism, new inter-
operable information technologies aimed at gaining fuller
access to human characteristics for the purpose of sorting
human bodies in a vast domestic and international pro-
ject of surveillance and human capital extraction, the rise
of state-driven post-Fordist authoritarianism in the name
of national security, the human genome project and the
dream of human perfectibility, the aspirations of corporate
American sports like basketball and football to conquer
the globe, one brand name after another, and one world
series at a time.

How might we understand these developments? How
might we theorize their conjunctural relationship to
schools? What general organizing principles or terms
might we deploy to both sum up these developments and
identify their dominant vectors? It is not enough, as Den-
nis Carlson maintains in Leaving Safe Harbors (2002), to
offer generalizing formulations at the level of abstraction
of the mode of production. Neither is it enough to seek to
isolate the variable of race from the other complicating
factors of modern life in the pursuit of some vain form
of methodological individualism and identity politics of
clarity and authenticity. We need to pay proper attention
to patterns of historical incorporation and the work of cul-
ture and identification practices in specific institutional
contexts and programmatic applications.

Neoliberal Re-Articulations

One dominant but underdiagnosed complex or network
of relations affecting schools can be conceptualized and
identified as neoliberal re-articulations and transforma-
tions. It is this context of neoliberal hegemony itself and
its relationship to what Michel Foucault (1991) has called
government (i.e., the regulation of conduct of popula-
tions through systems of administration, the generation
of media-driven discourses of truth, and the promotion
of the self-management of everyday life) that we must
examine in order to better understand the specific impact
of current political, cultural, and economic forces on edu-
cation, understood here as a public good. We must try to
understand, particularly neoliberal governance, its par-
ticular interpretation of globalization and multiplicity,
and its transforming impact on schools. (We are arguing
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here that we have a neo-liberal dominance in the United
States that has not been displaced by the arrival of Barack
Obama to the White House—that, in the university con-
text, for example, these logics are intensifying).* One
way of talking about neo-liberalism as it has arisen in the
social science and political science literature of the last
two decades has been to define neoliberalism in terms
of the universalization of the enterprise ethic (Miyoshi,
1998). This is to see its logics in the context of the stra-
tegic translation of globalization by multinational capital
and the usurpation of the role of the state in a broad range
of economic and political affairs. Within this framework,
neoliberalism is simply a new form of liberalism that
marks the emergence of the new Right and its distinctive
fusion of the political and economic that integrates eight-
eenth- and nineteenth-century notions of free market and
laissez-faire into potentially all aspects of contemporary
life. This is marked by policies since the Anglo-American
pact of Ronald Reagan and Margaret Thatcher of extensive
deregulation of the economy and markets, the overturn-
ing of Keynesianism, and the disinvestment of the state
in projects of welfare for the minority and working class
poor. It is defined further by the systematic reordering of
state priorities in which the state’s accumulation function
is predominant in the modern systems of rule and subor-
dinates the processes of legitimation and the democratic
involvement of citizens. Of course, many corporations like
Nike, Starbucks, and Disney have appropriated Keynesi-
anism, rearticulating “it” as an ironic substance or residue
in the form of philanthropy and thereby morphing them-
selves into the role of state-like promoters of ecumenical,
feel-good affiliation, self-help forms of involvement in
community, and so forth. Disney, in fact provides a super
model of community (“of the way we are supposed to
be”) in the form of the fabricated town, Celebration—the
new urbanist heaven in Central Florida that Andrew Ross
(1999, p. 228) insightfully calls “Privatopia.” For as the
state disinvests in the public sphere, corporations move
in to redefine community in neoliberal terms, absorbing
and folding philanthropy into cause-related marketing, the
building of new synergies and brand share, and the whole-
sale appropriation of ethnicities in the cultivation of new
products, new consumers, and new niche markets (King,
2003, 2008). If we were to follow the ideological direction
of neoliberal projects such as Teach for America and the
No Child Left Behind Education Act for example, by this
logic, then, IBM and Xerox, Bill Gates and, earlier, Ross
Perot can do more for schools than the government or the
state or we the intellectuals in the university—*"“the bright
but useless ones.”

The second logic of neoliberalism, we want to argue,
operates decisively through culture, at the point of inte-
gration of modern subjects into social institutions and the
architecture of domestic and institutional space. Here,
neoliberalism strategically addresses the new post-Fordist
subject, the new cultural citizen of mobile privatization

who exists within the self-contained unit of the home,
of the school, and so forth, and who mediates his or her
environment through the new smart technologies driven
by computer hardware and software—the smart Zenith
TV and VCR that we can program, the remote control,
the cell phone, video/digital games (hand-held or console-
based), and the ultimate phenomenon since 9/11 of the
flag car® as the symbol of the nation riding on the back
of the mobile patriotic citizen, the moving ground, so to
speak, of a popular post-Fordist authoritarianism (Roman,
2005). These new technologies have helped to elaborate
a discursive order and rearticulate time, duration, and the
rhythm of production, consumption, and leisure in the
constitution of our everyday lives, mobile and sedentary.
We now have the ability to look out from within, to be
vicariously active, and to move while staying completely
in place, to intercourse with the world while hiding in the
light and in a state of retreat. The surveillance camera,
the scanning machine, the cable network uplinks in the
school now allow us the illusion of control over environ-
ment while we monitor, often ourselves, from the safety
inside. It is through these new social densities associated
with electronic mediation, computerization, and the new
digitally and genetically driven biometric technologies of
surveillance, identification, and verification that neoliber-
alism operates as a supported master code translating the
new terminologies of the Age associated with globaliza-
tion, movement in stasis, place-swapping, and identity
makeovers.

The university and schooling are not inured from
these dynamic material practices associated with neolib-
eralism. There are three dimensions of neoliberalism or
the universalization of the enterprise ethic that we argue
are transforming the racialized context and life world of
schools and universities—understood as institutions for
the optimization of the public good—molding culture,
economy and politics, and ideology into a template of the
new educational order. These three neoliberal tendencies
can be identified as follows. First, there is virtualization,
or the process of managing the university as an online
community and a paperless world. Second, there is voca-
tionalization, or the insistence on consistently derived and
derivable returns on education. The third tendency in the
process of educational neoliberalization is the practice of
fiscalization, or bottom-line budgeting as the ruling meas-
ure of viability of all departments and units of educational
institutions. Nancy Cantor and Paul Courant (2003) under-
stand these trends as fiscal and budgetary dilemmas; we
see them here as deeply cultural in the sense that they set
off particular configurations of interests, needs, desires,
beliefs, and system-wide behavioral practices in the life
world of universities and schools with respect to ethos and
milieu and the organization of knowledge, the regulation
of individual and group relations in these institutions, and
the sorting and sifting of social and cultural capital. We
will discuss very briefly below some of the main features
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of these neoliberal trends in schooling, highlighting their
impact on racial relations in education. First let us talk
briefly about virtualization.

Virtualization The first trend that we want to discuss is the
rise and intensification of virtual interactions in our educa-
tional activities, our online proclivity towards information
craving, speed, efficiency, optimization, and maximiza-
tion that now, as a set of dispositions, is rapidly displacing
face-to-face interaction and embodied decision making
and community feeling in our institutions. Education in
its virtualizing tendency is susceptible to the “Internet
paradox”—the other side of deregulation as the centrifugal
logic of neoliberalism and laissez-fair; that is, “dependence
on a social technology that often breeds social isolation”
and insulation of knowledges and disciplines as much as
it facilitates interaction (Cantor & Courant, 2003, p. 5).
This is not a Luddite argument; it is as Cantor and Courant
suggest, the proper concern that “the delivery of education
solely on the Internet may rob students of the experience
of the clash of ideas out of which emerges empathy with
others and a desire for compromise” (p. 5). The arrival of
the Internet for some heralded yet another clean techno-
logical break with past. But unlike car manufacturers and
fashion designers, we in the humanities need the past for
more than nostalgia and the ephemeral. We cannot jetti-
son it, ruthlessly bringing on stream the latest gizmo. We
need the past to study it, to better understand the present
and the future. This raises questions of the public sphere
and the fact that we have a multiplicity of publics in edu-
cational institutions in the Nancy Fraser sense—publics
where conversations are shorn off by essentialism and trib-
alism (Fraser, 1997). Virtualization has not lived up to the
promise of universalizing and transforming our particu-
larisms. Indeed, these ethnic particularisms, it might be
argued, have intensified in the generation of a great digi-
tal divide between ethnic groups and especially between
racial minorities and Anglos. The coming of the virtual
world may have heightened these latter tendencies—each
man turning his key of endless data, in his own door, to use
the imagery of T.S. Eliot (“And each man fixes his eyes
before his feet” [Eliot, 1954, p. 53]). Second, let us discuss
the matter of vocationalization.

Vocationalization As Masao Miyoshi (1998) warned
over a decade ago, in his essay “Globalization, Culture
and the University,” transnational capital has overridden
the line between the university and its outside, enveloping
its sinews, reorganizing its infrastructures, and closing the
distance between education and economy in the privatiza-
tion of the organization of knowledge. As Miyoshi argued,
then, students and administration seek to empty the rig-
orous content out of curricular knowledge, re-labeling it
“for sale.” The goal is to maximize returns on investment
as in the market: “our students’ course-taking preferences
often focus on areas likely to maximize future returns

(pre-professional, technology-intensive-globalization)”
(Cantor & Courant, 2003, p. 5). This investment in the
enterprise ethic within the university has meant that, on
many campuses, there has been an eroding of support for
humanities and humanistic social sciences. For example,
as Cantor and Courant have pointed out, “Representation
in superior humanities programs at public universities has
dramatically declined between 1982 [and the present]”
(p. 5). Indeed, it precisely these courses that provide the
best preparation for democratic citizenship and critical
thinking. Here, we have sacrificed this critical invest-
ment in knowledge for taking the pig to the market.
Vocationalization of school knowledge also has the effect
of marginalizing emergent knowledges such as African
American Studies and Asian American Studies or Latino/a
Studies as too ideological, too non-practical, etc.

Fiscalization There is also the matter of fiscalization of
the university and schooling, or the application of “bot-
tom-line” budgeting. We live in a context of budgetary
crisis within the economy generally and within education.
There are increasing demands for accountability and fis-
calization—the application of bottom-line rationality to
all education decision making. These pervasive measur-
ing, accountability, and feasibility pressures have forced
the humanistic disciplines and alternative postcolonial
and indigenous minority knowledges on the defensive.
Neoliberals have proven themselves masters at blurring
and bending political, ideological, and cultural faiths to
achieve viability. We live in such a time on campuses
across the United States where the pressure of rationali-
zation has placed humanistic programs in doubt, forcing
them to establish new codes and rules of the game. Even
programs such as literature, art history, philosophy, and so
forth that are unlikely ever to be profit-making enterprises
are feeling the pressure of the bottom line. We are trapped
in the market place logic of student credit hours and spon-
sored research objectives. More teaching, less pay! Our
relevant models are now the business school, the law
school, and the natural sciences. Wherever and however
money is to be made there lies justification and validation.
The immediate casualties are ethnic and area studies pro-
grams, interdisciplinary research, collaborative research,
and writing projects. The broader casualties are both our
minority and majority students, who now see their teach-
ers and academic mentors less as models of thoughtfulness
than as purveyors of knowledge fast food. Ultimately,
education as a public good is being compromised to pri-
vatization. Our greatest challenge, then, is to preserve the
autonomy of the teaching—learning process, the autonomy
of intellectual production, and the reproduction of critical
minority and majority scholars. All of this has hit minor-
ity education quite hard, making it difficult for subjugated
knowledges in the field of African American Studies and
other ethnic studies programs to gain sure footing, except
at the most elite universities.
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Researching Race in Transforming Contexts: Matters
of Culture, Matters of Identity, Matters of State and
Public Policy

An understanding of the neoliberal contexts of education
and society leads us to a third way or course of analy-
sis—away from the traditional opposition of theory versus
practice, abstraction versus concrete studies, and so forth
that now dominate both mainstream and radical approaches
to race. Our aim here is to eschew the customary tendency
to separate out these different strategies of race analysis.
Instead, we want to consolidate efforts of fellow travel-
ers in the postcolonial tradition, such as Stuart Hall (1980,
1996), Arjun Appadurai (2006), Gyatri Spivak (2012), and
Chela Sandoval (2000), aiming at models of research that
cut across and integrate the theoretical, the empirical, and
the practical. Moreover, to adequately address the com-
plexities of race in this contemporary historical moment,
students of race, cannot study race alone (Hall, 1980,
p- 339) but must pay greater attention to contextualiza-
tion, relationality, and conjunctural analysis. For, as Stuart
Hall maintains:

One needs to know how different groups were inserted
historically, and the relations which have tended to erode
and transform, or to preserve these distinctions through
time—not simply as residues and traces of previous
modes, but as active, structuring principles of the present
society. Racial categories alone will not provide or explain
these. (1980, p. 339)

Rather than offering vain formulations at the abstract
level of the mode of production, we call attention to pat-
terns of historical incorporation and the work of culture
and identification practices in specific institutional con-
texts as well as the spread effects across and beyond local
settings, linking the urban/local to the cosmopolitan/
global. Specifically, we want to focus on three critical
organizing categories through which we maintain neolib-
eralism has precipitated transformed circumstances for
the practical and theoretical appropriation of racial logics
in the new century. These central organizing categories
are: popular culture, identity, and state/public policy. We
foreground these categories here because we believe they
materially and discursively embody some of the principal
contradictions and tensions through which twenty-first
century race relations in education are expressed. And,
they ultimately force us to think about the operation of
racial logics beyond the school, into society and the glo-
balizing world context where the intersection of popular
culture, identity, and state/public policy constitute critical
fault lines through which the transformations and recon-
figurations concerning race relations in the new century
are being expressed.

Why then study culture? Why study identity? Why study
the state/public policy? What are the new developments
affecting these categories of social, political, ideological,
and economic organization through which contemporary

race relations are being reconstituted and renarrated? Let’s
consider the matter of “culture.”

Culture First, with respect to the organizing category of
popular “culture,” we believe that scholars must consist-
ently work toward the reformulation of this concept. We
must offer retheorizations and reformulations in ways
that are often not pursued in race-related debates in edu-
cation and the associated identity politics in which the
field is now conflagrated. One such area of debate, for
example, would be the canon versus multiculturalism.
The fact is that, though pivotal to such discourses, “cul-
ture” is significantly undertheorized. “It” is often treated
as a pre-existent, unchanging deposit, consisting of a rig-
idly bounded set of elite or folkloric knowledges, values,
experiences, and linguistic practices specific to particular
groups. Moreover, we argue that even the critical per-
spective of the cultural studies paradigm that some of us
continue to invoke, and in which culture is defined as the
production and circulation of meaning in stratified con-
texts, is also inadequate to a discussion of the new work
of culture in a globalizing and information age, especially
as it bears upon race. Instead, we maintain that it might
now be more useful to think about “culture” along the
lines suggested by Tony Bennett in “Putting Policy into
Cultural Studies” (1996) and The Birth of the Museum
(1995), as well as the work of Toby Miller (see his
Technologies of Truth [1998] and his discussion of gov-
ernmentality with Lawrence Grossberg in Bratich, Packer,
& McCarthy, 2003). These approaches combine the neo-
Gramscian understandings that underpin the cultural
studies paradigm with Foucauldian insight on the role of
the discursive and the cultural in the differential produc-
tion of citizenship and power discriminations in modern
society. Here, too, theorization of culture moves beyond
the “whole way of life” formulation in the Raymond
Williams sense (although his linking of culture to moral
sensibility and feeling and his discussion of hegemony as a
form of cultural saturation in The Long Revolution [1961]
clearly apply). Rather, we conceptualize culture as a set of
dynamic, productive, and generative material (and imma-
terial) practices in the regulation of social conduct and
social behavior that emphasize personal self-management
(i.e., the modification of habits, tastes, style, and physical
appearance) and the expanded role of civil society in the
state and vice versa in the rule of populations—*"“rule at a
distance.” This new emphasis forces us to link the cultural
and economic work of difference in education to broader
dynamics operating in society at large, to the politics
of popular culture and public policy, and to the imbed-
ded discriminations operating in the instrumental and
expressive orders of the racialized state. Racial logics are
articulated to the new cultural mobilizations precipitated
by globalization that work paradoxically to emphasize
locality, regionalism, sub-nationalisms, and the steady
marketization of difference into commodified culture
(Engel, 2007). Thus, local “taste” is also accessible as
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ecumenical form and address as groups in one location of
the world try on the garments of those dwelling in a com-
pletely different location. These cultural mobilizations
are also articulated to schooling as shrinking budgets and
revenues create desperate lines of competition over scarce
resources and heightened levels of conflict among new
and old ethnicities in the ethnoscape of the United States.
For example, early study-abroad Korean youth battle
the dominant culture but also with Latino and African
American youth over resources, language, and patriotic
affiliation. They battle, too, within their families as often
the early study-abroad child loses Korean language to
English. The logic of cultural hybridity as it is materially
articulated within the institution of schooling leads to a
form of cultural implosion, rather than the happy celebra-
tion of plurality so often found in the literature (http://
www.npr.org/2012/07/11/156377938/korean-families-
chase-their-dreams-in-the-u-s; http://www.umc.org/
site/apps/nlnet/content3.aspx?c=lwL4KnNI1LtH&b
=2789393&ct=11239457; http://thegrandnarrative.
com/2008/11/29/koreas-lonely-geese-families-more-of-
them-than-you-may-think/).

As with culture, the category of “identity” is critical to
the performance and impact of racial affiliation and antag-
onism in education and society. And like culture, identity
is also a material and imaginary terrain of struggle. How
then should we begin to talk about identity in the changing
circumstances affecting race in the new millennium?

Identity With respect to the second organizing category
to be foregrounded here—the category of identity—we
want to announce the end of its auratic status. We argue,
instead, that the notion of racial identity as residing in
“origins,” “ancestry,” “language,” or “cultural unity” has
been shattered, overwhelmed by the immense processes
of hybridity, disjuncture, and renarration taking place in
what Arjun Appadurai (1996) calls the new techno, media,
and ideoscapes now disseminated in ever-widening areas
and spheres of contemporary life. Migration, electronic
mediation, and biometric and information technologies
have separated culture from place. And, difference has
become an abstract value that can be dirempted from
specific groups and settings and combined and recom-
bined in ways that allow, for example, clothing designer
magnates like Tommy Hilfiger to appropriate elements of
hip hop culture, recombine semiotically these elements
into new forms of clothing fashion, and then sell these
new designs back into the inner city itself. These stylized
elements of black culture are further marketed, with over-
whelming success, to an ecumenical community of ethnic
cross-dressers. We want to conceptualize racial identity,
then, as a contextual performance “produced within
specific historical and institutional sites, within specific
discursive formations and practices, and by specific enun-
ciative strategies” (Hall, 1996, p. 4). Researchers must
pay attention, among other things, to the ways in which
minority urban cultural forms, linked especially to music

and sports such as basketball and football and now the
great spawning of digital games (cultural forms that are a
deeply important allure to school youth) are the vital car-
riers of the new messages of neoliberal imperatives now
operating in U.S. education and society and elaborated on
an expanded global scale (King, 2003, 2008). In looking
at the field of sport for guidance on the matter of racial
identity, we are also pointing to expanded terms of ref-
erence for understanding educational dynamics, pointing
beyond the walls of the institution of schooling itself to
the wider culture and society where we believe the prac-
tices of the entertainment media, cultural practices of
fashion and style, and the general circulation of popular
images serve to instruct and educate the young in patterns
of identity formation and forms of affiliation, forms of
inclusion and exclusion, and so forth. But it is not enough
to address the matter of race through the prism of culture
and identity, we also must look at the issue of stare and
public policy and the regulatory landscape in which racial
antagonism and forms of affiliation are administered and
modulated.

State / Public Policy What is the specific character of
the modern racialized state? Is it, for example, merely a
“traffic warden” equidistant from the ruler and the ruled
while regulating competing interests, as that venerable
group of mainstream social and political scientists such
as Gabriel Almond, Lucien Pye, Dennis Jupp, and W. W.
Rustow suggest? Or is it “instrumentalist,” in the lan-
guage of Ralph Miliband (1973), the blunt object of the
bourgeoisie. Or, just a little more mildly in Leninist ter-
minology, is it the “executive arm” (Lenin, 1917/1965)
of the ruling class? Is the state, yet, corporatist as Jurgen
Habermas’s student Claus Offe (1984) suggests—coordi-
nating the interests of the bourgeoisie and systematically
disorganizing the interests, needs, and desires of the
working class and racial minorities? Is the state a net-
work of organizations deeply invaded by civil society
and combative agents in the Gramscian model and thus
culturally surrounded as Rush Limbaugh argues in I Told
You So (1993). Is the state, yet again, interred in the Fou-
cauldian headless body politic, spreading its tentacles
throughout the social order by means of technologies of
truth, verification and identification, self-regulation, and
discrimination as the sources of a diffused program of
government and rule at a distance? There is no simple
answer to these questions about state governance. It may
be the state articulates policy along all these lines of reg-
ulatory practice suggested above. Nevertheless, these are
all vital questions bearing upon the modern expression
of racial antagonism in relation to which the state clearly
plays a role of coordinating dominant identities while
disorganizing subaltern ones. But contemporary research
seems to be pointing us in contradictory directions about
the nature of the state in light of the radical global trans-
formations that we argue are powerfully reconfiguring
modern race relations.
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On the one hand, scholars such as Henry Giroux (1996,
2012), Naomi Klein (2002, 2007), and Anthony Giddens
(1991, 2000, 2012) seem to be saying that, with respect
to the racially and socially disadvantaged, the state is
decomposing, disinvesting in programs of social welfare,
and giving way to the greater centrality of ironic programs
of altruism, volunteerism, and philanthropy mounted
by multinational corporations like Nike and NGOs like
Teach for America and AmeriCorps. These multina-
tional projects of volunteerism and strategic deployment
of welfarism are occurring in tandem with the altruistic
practices of segments of the highly commercialized U.S.
sports industry such as the NFL and NBA which, in turn,
target high school and college-age youth as part of a pro-
ject of image makeovers. These sports institutions have
as a critical goal image making in the form of refashion-
ing media-criminalized urban sports stars, reportraying
them as big brothers to inner-city children, thoughtful and
magnanimous gift givers to good causes like breast cancer
research, and positive role models for avid book readers
and the like (King, 2003). On the other hand, Michael
Apple (2005), Kelly Gates (2008, 2011), Andy Green
(1997), and Saskia Sassen (2002, 2003, 2007) seem to be
suggesting that the state is consolidating, digging itself
back into modernist borders that are paradoxically rein-
forced by the new post-industrial biometric information
technologies of surveillance and regulation, the extension
of surveillance cameras and metal scanning technologies
in schooling, and the like. They point, too, to the expanded
and critical role of the state in brokering the interests of
global capital as it seeks out new areas of value in the pro-
cess of opening up new markets and colonizing new labor
forces in the third world and in the periphery of the first.

But it may be the case that both sides of this story of the
recomposing state are valid. The U.S. state, for example,
is at one and the same time what Hardt and Negri (2000)
call a supra-national state, putting out fires in the racial-
ized Empire at great distances overseas (in places such as
Iraq and Afghanistan). Yet, at the same time, attempts at
pacification abroad involve a rigorous regime of controls
and intrusions at home in the name of domestic security,
revealing a state that is vulnerable, porous, and deeply
invaded. Indeed, when former President George W. Bush
talked about interdicting international terrorists, he talked
about this project in a policing, deer hunting, and “Wild
West” language of the lone star state of Texas. Clearly,
current President Obama represents a point of departure in
tone, but the idea of prevailing in this war against the ter-
rorism is still a deep investment of the U.S. state. The terms
have been too deeply set within the cultural dominance
for a radical revision. United States popular authoritarian
commonsense calculates its safety against Islamic asser-
tion and the Arab enemy at home and abroad. But the
logic of the U.S. racial state, biometric and biotechnologi-
cal, decisively expands abroad interdicting, policing, and
assisting (through treaties like NAFTA, for example) in the
reorganization of the economic formulas and Keynesian

arrangements of third world national economies in the
Global South in a broad range of areas—from telecommu-
nications and the clothing industry to vital areas important
to the poor, such as health care and education. The other
side of biometric paradigms of surveillance to protect U.S.
borders is the loosening of national control in third world
countries over significant sectors of their economies and
political and social life. A good example is the transfor-
mation that has taken place in the area of health care in
periphery states at the behest of liberalization and dereg-
ulation. This has meant the deepening integration of the
heath care of the poor and the middle classes in the Carib-
bean and Latin America into the health care industry and
privatizing formulas of the United States—a development
in which the pursuit of new areas of value by the capital-
ist health care industry in the United States is wreaking
havoc on what were formerly self-sufficient nationalized
health care systems in these third world countries, creat-
ing distortions, and deepening inequality of access for the
periphery poor.

Understanding these matters of context on a broad
scale is important for understanding the role of the state in
race relations in education. For example, the state’s com-
mitment to neoliberal governance is still under Obama
a matter of reality as documents such as the Patriot Act
remain in place and new policies such as Race to the Top
simply rework old ones such as No Child Left Behind.
The investment in charter schools, whose goal is the ideo-
logical demonstration project that public schooling is a
hopeless enterprise, is most powerfully illustrated in post-
Katrina New Orleans. There, overnight and under cover of
the trauma and dislocation of the effects of the hurricane,
the entire Orleans Public School District system was dis-
solved, and a system of charter schools was put in place.
Teachers’ contracts under the old system were terminated,
and they were forced to join the new charter-school one.
The broad project afoot to deepen the privatization of
education in the United States not only exists at the level
of schooling but exists in a more heightened form at the
university level, as well. This radical swing towards neo-
liberal privatization in the university is exacerbating the
problem of access for racial minorities and the working
classes. These developments underscore the point made
earlier—which is that the racialized U.S. state is intensely
global, acting through multilateral policies like NAFTA to
spread neoliberal principles and U.S. interests in an impe-
rialistic manner to periphery countries around the world.
But the U.S. racialized state acts narrow-mindedly at home
as well, organizing the elite interests of the wealthy and
disorganizing the identities and the interests of the white
working class and minority poor. All of this must be put
in the context of developments associated with globaliza-
tion, 9/11, the war on terrorism and the war on Afghanistan
and Iraq, and the great financial crisis precipitated by
speculative capital—developments that reveal in the most
fundamental sense both the strength and the vulnerability
of the U.S. racial state, the nativistic sense of boundedness
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and prerogative articulated by the U.S. state agents, as
well as the cultural multiplicity that continues to empty
itself out into the heart of the metropolitan center. We call
attention to these features of the racialized state and public
policy, recognizing that developments in the United States
are deeply connected to a wider world reality, linking up
the particularity of the local/urban realities to the global
and the planetary.

Conclusion: Race, Culture, Identity, Public Policy,
and Education

What we have tried to underscore in this essay, then, are all
the ways these tensions around culture, racial identity, and
public policy now play out vis-a-vis education. It is now
almost common sense that we live in an age of fundamental
insecurity and vulnerability. As Karen Ho (2009) insight-
fully demonstrates in her ethnography—Liquidated—of
investment bankers on Wall Street, job security is quite
a thing of the past and may not even apply to the “best
and brightest” of even Ivy League graduates, despite the
fact that they do prefer job-hopping at times. This has pro-
found implications for education. More and more, young
people must be prepared to live in a world that offers lit-
tle recourse to personal, social, or economic stability. As
Zygmunt Bauman puts it sharply in his conversations
with Riccardo Mazzeo, “Nowadays, it is not only people
who failed to make the right kind of effort and the right
kind of sacrifice who find the gates—expectedly—shut in
their face; people who did everything they believed to be
necessary for success are finding themselves—though, in
their case, unexpectedly—in much the same predicament,
turned away from the gates empty-handed” (Bauman,
2012, p. 68). Moreover, these young people cannot fall
back on ready-made and stable notions of self and com-
munity, as did previous generations (Grossberg, 2005;
Willis, 2003). As noted above, these too have been desta-
bilized by global forces, trajectories, flexible modes of
being, and digital technologies that label the current gen-
eration as Ni-Ni: “not in employment, not in education”
(Bauman, 2012, p. 72). Then, the traditional twin roles of
schooling—preparing youth for work and citizenship—no
longer provide clear mooring. If nothing else, our moment
is marked by difference and multiplicity along with the
accumulation logics of global capitalism. However, pub-
lic policy initiatives around schools and schooling have
tended to elide this complexity, opting instead to claim a
kind of fullness of knowledge and control over the cur-
ricula. One sees “resentment’” logics informing a range of
school activities today, from the cognitive and intellectual
to the political and social (McCarthy & Dimitriadis, 2007;
McCarthy, 1998).

First, public policy has placed schools under enormous
federal pressure to respond to standards, particularly around
Language, Arts, and Math. The most notable of these move-
ments, of course, has been driven forward by the No Child
Left Behind legislation and its policy offspring, Race to the

Top. The effects of this legislation have been broad and
deep, though they have been particularly profound on the
most vulnerable of public schools. At the most basic level,
a corporate language has overtaken school discourse, a lan-
guage that implies clear inputs and outputs and assessments
and measurements that can be correlated and compared
across disparate sites. A kind of technocratic approach
to schooling and curricula has thus come to the forefront
of public education today. While these impulses have of
course been embedded in school life for nearly 100 years
(Dimitriadis & Carlson, 2003), never before have they been
so clearly pedagogically out of step with and inappropri-
ate for the emerging social and cultural landscape young
people face. According to Hargreaves, students in our so-
called knowledge-society must learn to “create knowledge,
apply it to unfamiliar problems, and communicate it effec-
tively to others” (2003, p. 24). These require new modes
and approaches to teaching and learning—constructivist
and cooperative approaches that imply a range of learning
outcomes and goals. New testing regimes, in stark counter-
distinction, encourage just the opposite. They foster a kind
of rote drill-and-skill approach to teaching, one that helps
encourage “teachers to focus on low-level knowledge and
skills, resulting in less in-depth understanding and less
focus on higher-order thinking skills” (Jones, Jones, &
Hargrove, 2003. p. 40).

Second, contemporary approaches to difference seem
wholly informed by similar technocratic pressures. Narrow
notions of “multiculturalism” have taken over discussion
of multiplicity and complexity in our schools. Notions
of “cultural competence” have provided school adminis-
trators with a managerial language that looks to contain
difference, rather than engage it in productive ways. Work-
ing against the tide of difference, many such educators
have tended to draw a bright line of distinction between the
established school curriculum and the teeming world of
multiplicity that flourishes in the everyday lives of youth
beyond the school. These educators still insist on a project
of homogeneity, normalization, and the production of the
socially functional citizen. Such technocratic approaches
to difference insist on bringing the problems of multiplicity
and difference into a framework of institutional intelligi-
bility and manageability. Such approaches, however, are
not well suited to help young people navigate the com-
plex realities of our contemporary global terrain. More
and more, young people will have to negotiate a world
that is truly cosmopolitan—a world where one must coex-
ist with difference—not simply control it. Recent world
events have, at a minimum, complicated clear demarca-
tions between “here” and “there,” “self” and “other,” and
“first” and “third world.” Our evolved reality is quite dif-
ferent—that of eternal and complex encounters between
disparate ideas, ideologies, and peoples. Our schools must
therefore prepare students to be “world citizens” in the
most humble, partial, and reflexive sense of the term.

In sum, contemporary movements over racial antago-
nism in education can be regarded as attempts to control a
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reality that far outstrips administrative formulas and author-
itarian imaginative capacities. If nothing else, these efforts
to contain global complexity and difference both mask and
highlight widespread uncertainty about the role and func-
tion of formal schooling institutions today. It should not be
surprising, then, that many minority youth (but majority
youth as well) are turning away from school when they
look to the adult world to help them engage with the issues
and concerns most relevant in their lives. Indeed, as previ-
ously argued, (McCarthy, 1998), young people are turning
to popular culture and alternative schooling institutions in
the face of these realities. First, young people are using
a wide span of cultural forms to navigate their everyday
lives today, including popular music, fashion, dance, and
art. As several recent critical commentaries and ethnogra-
phies have demonstrated, we cannot understand popular
culture and young people’s identities in predictable ways
(Dimitriadis, 2001; Dolby, 2001; 2012). Ultimately, as
this work makes clear, we must ask ourselves what kinds
of curricula—broadly defined—young people draw on to
understand, explain, and live through the world around
them. This is messy terrain, one that exceeds a priori
notions about identity often privileged by educators. As
we have tried to make clear, the multiple uses to which
popular culture is put challenge and belie easy notions of
“cultural identification.” Young people in the United States
and around the world are elaborating complex kinds of
social and cultural identifications through music like hip
hop and techno in ways that challenge predictive notions
about texts, practices, and identities.

Ultimately, the enormous social, cultural, and mate-
rial dislocations of the last decade have destabilized any
certainty around the traditional twin roles of schools—
preparing young people for work and for citizenship.
This new landscape, we argue, demands a different set of
understandings as to what constitutes what some call “the
research imaginary” in education today (Dimitriadis &
Weis, 2007). How we contextualize and understand what
we envision as education and how we think about students,
particularly minority students, has implications for who
gets what type of educational experience and who gets
what type of access to schooling. This seems at the heart
of any discussion of youth culture today—the idea that
we no longer can claim fullness of knowledge over young
people’s lives, and that we need to renegotiate, in a very
fundamental way, what counts as “meaningful” education
for youth.

In this chapter, we have sought to expand these terms,
showing the ways in which the logics of neoliberalism
and globalization (and particularly after 9/11) are defin-
ing the new terms and new relations between education
and society. In many ways, society has imploded into
schooling and education has expanded deep into soci-
ety, where arguably film, television, the Internet, digital
games and media, popular culture, and popular music may
be the ascendant centers for educating the young about
each other and the foreigner in their midst and the world.

It is a context in which radically reimagined ways of theo-
rizing and researching racialization are sorely needed.
Against the existential complexity of the lived and com-
modified experiences of real existing racialized subjects,
their constantly transforming conditions of life, and the
fundamental problem of the social integration of modern
subjects into modern institution, our research imaginations
on race are in sore need of rebooting.

Notes

1. http://stemchallenge.org/resources/WhyGames.aspx

2. http://stemchallenge.org/Default.aspx

3. Actually, the “other,” the “enemy,” “the terrorist” is not so easily
defined in practice. As a consequence, national security policies
that attempt to “identify” the enemy at various ports of entry, immi-
gration and visa policies, the patrolling of the physical borders and
ports of the United States, etc. invariably end up netting innocent
Asians (sometimes Asian Americans) or Latinos and Latin Ameri-
cans who “look” like “Arabs” or even African people who are of
the Muslim faith. What 9/11 demonstrated is that the inside/outside
logic about the “enemy” could not hold up. And indeed, the very
effort of the Bush administration to cleave the other from the West
has proven to be wholly inefficient and, perhaps, unwise.

4. For instance, let us think on President Barack Obama’s media per-
formance with respect to student loans, where he jams the news
with Jimmy Fallon. When one reads the comments on YouTube
(http://www.youtube.com/watch?v=vAFQIciWsF4), what is strik-
ing is not the racist attacks on Obama. Rather, the re-articulation
of race with the neoliberal moment and how the audience reacts
to Obama’s unwillingness or slowness (or maybe just the political
stance he wants to deploy) to respond to student loans is astound-
ing. The audience has complex remarks that range from the camera
move from Fallon to Obama (hence from White to Black as they
call it) to political commentary and debates with respect to out-
sourcing of jobs from the USA, as well as accusations towards
people for being stuck in race. One needs only to read the com-
ments to understand the white male anxiety towards the multiplicity
and difference and their re-articulation with global capitalism that
we want to underline throughout this essay.

5. “Flag car” as used in this text refers to the phenomenon, popular
among a significant sector of the U.S. public after to 9/11, to attach
a flag to their family vehicle in a manner akin to that of lead car
in the procession of a head of state. Of course, this act was both
popular and deeply commercialized (http://www.youtube.com/
watch?v=0I0_jNPpXBQ&feature=relmfu) but at the same time, it
served and continues to serve as a vent for popular jingoism and
nationalistic expression of solidarity.
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Wisdom Responses to Globalization

Davip GEOFFREY SMITH

To seek enlightenment by separating from this world is as
absurd as to search for a rabbit’s horn.

Hui Neng, founder of Ch’an [Zen]

Buddhism, seventh century CE

We are drowning in propaganda. . . . It’s threatening our
lives, cutting off our air.

Mark Crispin Miller, Professor of Media,

Culture and Communication, NYU [2011]

Distraction is the cause of the intellect’s obscuration.
Peter of Damaskos,
eleventh century Greek Orthodox theologian

The wise are mightier than the strong . . . [and] the tongue
of the wise brings healing.
Proverbs 24:5 and 12:18

Wisdom is proven right by all her children
Jesus of Nazareth

Introduction

This chapter is essentially a report on a graduate seminar
I developed at the University of Alberta over the past five
years. The title of the chapter is the title of the current
seminar course. Actually, the course began as two separate
but consecutive courses, Globalization and Education and
Teaching as the Practice of Wisdom. In the first, we stud-
ied the burgeoning literature on globalization from the mid
1990s to the collapse of global markets in 2008. The sec-
ond course was a kind of experiment to see if a collective
reading and reflection on global ancient wisdom tradi-
tions (Buddhism, Taoism, Indigenous knowledge, Sufism,
sapiential biblical literature, etc.) could be made to speak
directly to the practices of education in today’s secular,
materialist, and technocratic environment. Two years ago |
collapsed the two courses into one to make a conversation
between the two topics more direct, even urgent.

45

The financial crisis of 2008 exposed the fallacies of the
dominant version of globalization, namely neoliberalism,
a so-called philosophy whose genealogical godfather was,
ironically, Friedrich Nietzsche, but whose more contem-
porary theorists in the realm of economics and social
policy were Fredrich Hayek and his American expositor,
Milton Friedman. The ideas of both men anchored the
economic and social reforms implemented in Britain and
the United States by Margaret Thatcher and Ronald Rea-
gan, respectively, beginning in the late 1980s. Under the
logics of market deregulation, withdrawal of government
support for a plethora of social services in the name of pri-
vatization, celebration of the autonomous self-interested
individual, unfettered domestic and international com-
petitiveness, and the reduction of education to the training
of “human capital” for the global market, neoliberalism
has now found itself facing the inherent venality and
unsustainability of its basic presuppositions, linked to its
contemporaneous sibling, neoconservatism.

Neoconservatism was/is another so-called philosophy
that saw the end of the Cold War and bipolar world as
an opportunity for the world’s last remaining superpower
(so self-defined at the time) to assume unilateral control
over the rest of the world, quite literally. This vision was
articulated through such documents as The Project for a
New American Century and a theory of “Full Spectrum
Dominance” (Engdahl 2009). The essential hubris of both
neoliberalism and neoconservatism led the United States,
and its ally Great Britain, into two disastrous wars in
Afghanistan and Iraq, creating not just their mutual eco-
nomic bankruptcy (a $16 trillion debt in the United States),
but, perhaps more important, to the exposure of their moral
and philosophical bankruptcy.

The social and cultural implications of the failures of
neoliberalism and neoconservatism have yet to be worked
out, and currently a global vacuum in both philosophy and
politics is emerging from the exhaustion, even death, of this
former “order,” with no comprehensive global planning or
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strategizing possible under a condition now characterizable
as civilizationally pluralistic, with Asian, African, and Latin
American countries seeing new opportunities for global lead-
ership, or at least more autonomy within a reconfigured world
order. The contemporary global space may in fact be in the
midst of World War IV (the Cold War being WW III), waged
on five fronts: a paranoid Western civilizational campaign
against Islam characterized as “Islamofascism” (Podhoretz
2008); a U.S. war against Russia and China based on a
struggle for global domination (Bzrezinski 2012); a global
struggle for control of essential natural resources, especially
petroleum, but also minerals such as coltan required for cell
phone manufacture (Engdahl 2009); and a global war over
currency; that is, which currency (dollar, euro, yuan, etc.)
will control the global market (Engdahl 2009).

The “neo” debacle, then, is symptomatic of a much
larger problem, which is the erosion of the possibility of
a unipolar world dominated by only one “civilization.”
The question is, pedagogically speaking, how can the
shape and character of education be reimagined not just in
the aftermath of the “neo” debacle, but, more specifically,
in the face of the dissipation of its basic operating assump-
tions? This is no small matter, since neoliberal reforms in
education have now become entrenched in most societies
of the Western world, to say nothing of their cultural inter-
twining among ideological acolytes in countries such as
South Korea, Zimbabwe (neoliberalism co-opted by a fun-
damentalist African nationalism, Mugabeism [see Hwame
2012]), and the new China. Privatization, site-based man-
agement, funding tied to performance on standardized tests,
teaching reduced to “facilitating,” economistic assessment
of all human values, children viewed as an “investment”
in the future, education reduced to an “industry” for global
export (U.S. and British satellite campuses springing up
everywhere), research and development geared largely for
achimerical “new knowledge economy,” and the ascendant
subordination of traditional understandings of pedagogy
to new instructional technologies—all of these features of
the contemporary educational landscape find their basic
scaffolding in the economic philosophy of neoliberalism
and the political charge of neoconservatism.

Part of the problem is that all of these developments
have ridden on the rhetorical coattails of long-accepted
philosophical tropes: democracy, freedom, human rights,
and the rule of law. The fact is that these rhetorical flour-
ishes have now been revealed as consistently operating as
a mask to cover both global and domestic imperial ventur-
ing, most often today in the name of an Anglo-American
constructed “War on Terror,” that what has been inspired is
not just an epistemological crisis, but also moral and indeed
mental ones. The epistemological crisis is a symptom of
the War on Terror through the saturation of the public
domain with false information (propaganda) to support
it (see Harvey 2011; see also multiple links on global-
research.ca). Under such a condition, how can I any longer
trust what I think I know? The moral and mental crises are
inspired, at least in part, by the emergence of surveillance
culture (Google Earth, the Patriot Act, tracking technology

in vehicles, “backdoor” monitoring chips in computers,
etc.), itself a feature of the War on Terror, producing what
is now understood as a “Culture of Fear” (Fisher 2011),
a symptom fully reflected in popular video games such
as World of Warcraft, Hollywood movies such as Enemy
at the Gates and Independence Day, and the preponder-
ance of crime-show television programming. The moral
crisis is reflected also in political cynicism and a sense of
helplessness produced by the split between the rhetorics
of possibility and the crushing realities of everyday life.
Mental illness is now the fastest growing medical condi-
tion in North America (Whitaker 2010).

The point is, a schizoid situation has now been created
for teachers, parents, and all people of good will, since
the values of neoliberalism and neoconservatism, as domi-
nant economic, social, and political ideologies, are largely
unworkable and unsustainable in the context of localized
communities, for which schools, classrooms, and families
are the foremost expression. Insofar as both neos are also
incipiently recipes for war, local communities increasingly
find themselves faced with new forms of aggression in
behaviorally defiant students, in self-interested client-
service provider relationships, in the monetarization of
human values, in the hyper-competitiveness of a dualistic
axiology (I have to “get” you before you “get” me), and
so on. What happens to practices of forgiveness, compas-
sion, forbearance, generosity, and good will when these
are defined in the new dispensation as human weak-
nesses, not worthy of serious support or consideration?
Or is the situation today such that in public I need to be
tough, self-interested, competitive, and paranoid, while in
my family, school, or classroom I must shed all this and
become sweet, gentle, accommodating, forgiving, gener-
ous, and supportive of others? Who can survive such a
dichotomous understanding of the world? Why should
anyone be expected to accept this as “normal”? What form
of pedagogical insight can address this situation in a way
that is genuinely helpful both for teachers and students?
Is there not a way of seeing the world more comprehen-
sively, more wholly (lit. healthily < OE health, “whole”),
indeed as holy, in a way of caring that is not naive but
wiser and more attuned to a deeper truth of things? A
recent joint study by the Rotman School of Management at
the University of Toronto and the University of California,
Berkeley, has revealed a direct relationship between exces-
sive wealth accumulation and moral indecency: The rich
are more prone to lying than the poor (Mittelstaedt 2012).

For those of us living within the Anglo-American nexus,
a basic difficulty is that we are ignorant of the inherent
rules of operation that define the conduct of daily life, with
economics, since the nineteenth century, regarded as pro-
viding a transcendental logic deemed superior to all others
for solving human problems (Polanyi 1944/2001). This
ignorance does not mean that most people cannot parrot
“the Law of Supply and Demand,” discuss the meaning of
“Market Share,” or confidently declaim “Let the Market
decide!” What it does mean though is that when cognitive
saturation by such clichéd understanding is taken as the
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real or true condition of our lives, an attendant disability
also arises; namely, the failure or unwillingness to per-
ceive or appreciate the deep human liabilities that accrue
when economic determinism is deferred to as god. Most
poignantly, the liabilities include (a) the inability to imag-
ine life differently, (b) a contiguous difficulty in seeing
the connection between philosophical pathology (as it
might be termed) and pathologies in the social and cul-
tural realm, and (c) an acceptance of human victimization
as an “unfortunate but inevitable” byproduct of an operat-
ing paradigm that tolerates no criticism of itself. Political
philosopher John McMurtry (2002) has summed all this
up very well: Contemporary economic theory is embedded
in “an acculturated metaphysic that has lost touch with the
real world outside of its value program” (136).

Hence it is, then, that in the graduate seminar I col-
lapsed the two themes of globalization and wisdom. I saw
the necessity for careful deconstruction of the philosophi-
cal principles guiding the neoliberal and neoconservative
globalization agenda along with an opening of ancient
global wisdom traditions for their insight on what it means
to live “well” together on the earth as our planetary home.
If globalization theory, and its base in market economics,
is constructed as a form of philosophy, then, as educational
philosophers, we must live up to our philosophical calling
as “lovers of wisdom” (Gk. phileo, “to love,” + sophos,
“wisdom”) and not just live as passive enablers of a decay-
ing worldview.

Understanding the Character and Liabilities of a
Transcendent Market Logic

It is not the place here to review all of the material that we
read in the course to better understand how human val-
ues have come to be monetarized to the extent they have,
a condition in which “everything is for sale” (Kuttner
1999), even our emotions, which in the realms of both
pedagogy and retail are prized only if we can show that we
are relentlessly happy and upbeat (see Hochschild 2003).
I will, however, draw attention to some particularly help-
ful material that we have read. Jerry Z. Muller’s (2003)
The Mind and the Market: Capitalism in Western Thought
is a brilliant, beautifully lucid, and accessible genealogi-
cal study of the evolution of market logic in the Western
tradition. The journey moves from the classical republican
visions of Greece and Rome that stigmatize merchants
as being involved in “material” practices rather than the
more elevated work that involves mind and spirit; through
the age of Christendom under the Roman Catholic church
when usury—Ilending money at interest—was regarded as
a mortal sin; eventually to the radical (neo)liberalism of
Hayek (1944/2007), the guiding mentor whose ideas led to
the collapse of global financial markets in 2008, a collapse
from which there will likely never be a recovery to prior
conditions, according to Mark Carney, former Governor
of the Bank of Canada. I have summarized much of this
evolution in a previous paper titled “Can Wisdom Trump
the Market as a Basis for Education?” (Smith 2011).

One particular theme from Hayek is worth noting
given the current exposure of the compensation lev-
els of financial elites during the market meltdown. Like
Nietzsche before him, Hayek believed in leadership by
elites and that the gifted few should be entitled to the spe-
cial privileges that their creative work has accomplished.
Democracy is a problem for those Hayek called the “Orig-
inals,” the rare breed of truly creative thinkers whose
ideas should be given free reign for the genuine advance-
ment of society. Indeed, it is the dynamic and resourceful
few who must force the less resourceful to adapt through
what Hayek called “impersonal compulsion.” This in turn
creates what Nietzsche termed (Ger.) ressentiment, or
resentment, among those “who must be content with a
smaller reward” (in Muller 2003, 358); hence today the
Occupy Movement, articulating a revolt of 99% of the
population against the top 1%.

Canadian philosopher John McMurtry has written a
series of books that deconstruct Market Logic as a form
of “Moral Syntax.” In Value Wars: The Global Economy
Versus the Life Economy (McMurtry 2002), he illumi-
nates how the global market mindset is “self-referential”
to the point that “facts do not deter its certitude” (12).
The “inconceivable is now normalized,” contained in
the paradox that we are “destroying life to save it” (28)
through, among other things, environmental plunder in
the name of progress. The following is worth quoting at
length:

Humans are value-bearing beings and their ultimate
ground of value is life itself; but because the ruling eco-
nomic order has no life-coordinates in its regulating
paradigm, it is structured always to mis-represent its life-
blind imperatives as life-serving. . . . Thus, the freedom of
unfreedom, the terror of anti-terrorism, the peace-seeking
of war are, like the life-endowing properties of dead com-
modities, contradictions which are generated by the global
market system’s syntax of meaning itself. (55)

In pedagogical terms, the problem with this “fanatic
value-set” is that it “has no feedback loop whereby its life-
destructive effects can register on its bearers” (51).

Clearly insinuated in McMurtry’s work is the way that
a transcendent Market Logic operates hypocritically, with
a deliberate but hidden nonlinkage between its promises
and its deliveries. This hypocrisy is well worked out by
writers such as David Macarov (2003) in What the Market
Does to People: Privatization, Globalization, and Poverty,
which shows the Social Darwinism that is necessarily at
work for the market to survive in its current form. Soci-
ety must be constructed on a bifurcation between winners
and losers. Losers in turn can never be allowed to win.
Hence, the unrelenting continuance of poverty in Afri-
can countries; the residual White Supremacist character
of the International Banking system (now under chal-
lenge by organizations such as Brazil, Russia, India, and
China [BRIC]) and the Shanghai Cooperation Organiza-
tion [SCO] of China, Russia, Kazakhstan, Kyrgyzstan,
Tajikistan, and Uzbekistan; Libya’s Muammar Gaddafi’s
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attempt to establish a Pan-African currency against the
dollar and euro based on the Gold Dinar (Wile 2011)—
which resulted in the NATO-led revolt against Gaddafi in
2011; and the ongoing use of Anglo-American models of
education in so-called developing countries with develop-
ment a euphemism for the “colonization of the mind” (Wa
Thiongo 2011) etc. etc.

John Perkins (2006) addressed this hypocrisy directly.
In his bestseller, Confessions of an Economic Hit Man,
John Perkins tells of his life as a career operative of a shell
company tied to the highest levels of the American govern-
ment, in turn linked to the world’s largest corporations and
financial institutions. In his own words:

Economic hit men (EHMs) are highly paid profession-
als who cheat countries around the globe out of trillions
of dollars. They funnel money from the World Bank, the
U.S. Agency for International Development (USAID), and
other foreign “aid” organizations into the coffers of huge
corporations and the pockets of a few wealthy families
who control the planet’s natural resources. Their tools
include fraudulent financial reports, rigged elections, pay-
offs, extortion, sex, and murder. They play a game as old
as empire, but one that has taken on new and terrifying
dimensions during this time of globalization. (xi)

The basic purpose and strategy of EHMs is to seduce
world leaders into borrowing billions of U.S. dollars to
construct massive infrastructure projects in their home
countries in the name of “development.” This borrowed
money is then paid back to U.S. contracting companies
such as Bechtel, Enron, and Halliburton, all of them linked
to the deep sinews of Washington power. Debt becomes
the key instrument of political control over the countries
concerned. The new infrastructure then allows ease of
access to and exploitation of desired natural resources.

Korean economic historian Ha-Joon Chang (2012)
has written a whimsical yet serious book titled 23 Things
They Don’t Tell You About Capitalism. He examined the
splits between promise and reality within the economic
globalization paradigm. For example, in common dis-
course about economics, even in university courses, we
are not told that there is no such thing as a free market,
free market policies rarely make poor countries rich,
more education in itself is not going to make a coun-
try richer, and good economic policy does not require
good economists. The last point is relevant here to the
extent that within a fuller context of what is “required,”
humanly speaking, economic matters might indeed be a
very subordinate concern.

In the most recent offering of the course, we have used
David Harvey’s (2011) The Enigma of Capital and the
Crises of Capitalism as a basic text for gaining understand-
ing of some of the fundamental contradictions of capital’s
operation, including the creation of credit society to fund
imperial wars, the politics of criminalization and incarcer-
ation of the poor as a way of dealing with unemployment,

and an undermining of the meaning of work through the
fetishization of technological and organizational inno-
vation. Given the rhetorical urgency for teachers and
professors to technologize their teaching practices, Har-
vey’s words seem sagacious:

The “fetishism” (of technologization and innovation) is
fed upon to the degree that innovation itself becomes a
business that seeks to form its own market by persuading
each and every one of us that we cannot survive without
having the latest gadget and gismo at our command. . . .
Opposition arises because the more workers are posi-
tioned as appendages of the machines they operate, the
less freedom of maneuver they have, the less their skills
count and the more vulnerable they become to technologi-
cally induced unemployment. (91-96).

As a 65-year-old academic myself, whose research,
writing, and teaching have most typically involved work-
ing with written texts and face-to-face engagements with
students, the pressure to technologize most of these tra-
ditional aspects of professorial life into online learning,
Moodle course management systems, and so on has
inspired a certain crisis of identity, since having some-
thing to “profess” (a quality of scholarly being that takes
years to develop) has given way to skills of simple facilita-
tion. Indeed, it can be argued that if learning means only
the acquisition and accumulation of information, teach-
ing in the traditional sense becomes superfluous. Today,
access to information is ubiquitous, and in many ways,
if not most, this is a positive development, although the
multiple ways the new technologies of information both
frame and monitor what can be known is a feature yet to
be investigated and theorized adequately. No, teaching and
the teacher only matter if education is about something
much more profound, which is the cultivation and embodi-
ment of sagacity and discernment, which in turn sponsor
genuine humility (hence “humanness” < L. humus) in
the face of our species-specific love of ignorance in the
name of knowing. Paradoxically, it takes years of study
to learn an essential and abiding truth: As human beings,
we don’t really know very much. When knowledge and
its production are reduced to economic interests alone,
qua The New Knowledge Economy, the very concept of
knowledge metastasizes into a commodity form that nec-
essarily stands apart from any necessary embodiment in
a knower. It need not make any difference to the “I” that
knows. “I”” can simply pick and choose anything I think I
need to know to achieve predetermined “ends” or goals
that “I”” have predetermined to be necessary for the pres-
ervation and continued success of “my” predetermined
self-identity. Needless to say, this is all true of self-defined
cultures, societies, tribes, and groups just as much as it is
of individuals, and it speaks of how, in the name of pro-
gress, the new knowledge economy, often referred to as
a “knowledge revolution,” is actually a very conservative
development. Hence it is that in most wisdom traditions,
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problematization of the concept of the ego, or identity, is
the highest priority, along with suspicion of the ego’s use
of knowledge as power. As Taoist philosopher Lao Tzu put
it two and a half millennia ago, “Whoever wishes to rule
the country with knowledge alone will destroy the coun-
try” (in Henricks 1989, 32).

To conclude this discussion of Market Logic and its
vulnerabilities, a few final points need to be made.

1. As writers such as John Gray (1998) and David Har-
vey (2011) have argued, today it is no longer appropriate
to think of “capitalism” as a purely Western phenomenon,
since countries around the world have taken up Market
Logic but are reimagining or redeveloping it out of the
context of their own historical and political experience. So
Chinese capitalism, for example, still retains the residues
of its earlier socialist revolution tied to the interests of “the
people” commanded by a strong centralized government.
The political infrastructure of Japanese capitalism is still
controlled by ancient warlord families such as Toyota,
Honda, and Mitsubishi. More important though, linger-
ing within these newer capitalisms are, on the one hand,
remembrances of historical suffering under the foot of
Western imperialism and, on the other, ongoing respect for
ancient sources of traditional wisdom rooted, in the Asian
case, in Confucian philosophy, itself a product of both
Taoist and Buddhist insight. In the African context, the so-
called African Renaissance relies not just on commitments
to economic development, but also on forms of traditional
wisdom now generically termed Unhu Ubuntu (see Battle
2009, Connell 2007, and Swanson 2007). These Asian and
African examples signal a point that I will develop later;
namely, the importance of understanding wisdom as an
imminent, indwelling reality rather than as just one more
concept in competition with a global plethora of other
concepts.

2. A second point is related to the first. David Harvey
(2011) has astutely recognized that attempts at radical
social reform usually founder because leaders fail to rec-
ognize the complexity of the situations with which they
are dealing. Certainly this is true in most attempts at cur-
riculum reform. Specifically, Harvey (123ff.) suggested
that seven clear “activity spheres” that are always in play
need to be addressed comprehensively. These spheres are
technologies and organizational forms, social relations,
institutional and administrative relations, production and
labor processes, relations to nature, reproduction of daily
life and species, and, finally, mental conceptions of the
world. What I and the graduate seminar attempt to do is
place “mental conceptions of the world” at the forefront of
consideration, since how we imagine the world, the nature
of reality, and the meaning of good living all lie at the heart
of our intentions and actions on a daily, minute-by-minute
basis, and they both inflect and infuse all other aspects of
human activity. Hence, our “mental conceptions” must be
the first to gain our attention if we are to imagine the world
differently. It is precisely here that wisdom traditions have

the most to say, and their voice is virtually univocal: To
heal the world I must engage in the work of healing myself.
To the degree that I heal myself, so will my action in the
world be of a healing nature. Presuppositions are at work
here, of course, the most significant being of an essential
dialogical co-creating unity between self and other. The
concept of a pure, independent, autonomous ego (indi-
vidual or collective) that lies at the heart of the Western
tradition’s self-definition is nothing but a grand illusion, to
be held responsible for so much of the violence perpetrated
in its name. The point here is that the Western conception of
Reason, as Logos, is better understood to imply dia-logos,
a process whereby no one person or group can ever claim
possession of truth in its fullness. Something unknown and
at work is in every knowledge claim. Hence it is then that,
no matter where one finds oneself within the seven “activ-
ity spheres,” one lives and acts within a consciousness of
one’s essential openness and incompletion. This in turn is
the ground of human hope; namely, a recognition that the
constraints of certainty are delusional, there being always
a Way that is fuller, deeper, truer, a condition that only
“we” can create, but a “we” possible only to the degree
that each of us has relinquished our “I”’. How is this “Great
Relinquishment,” as Chan master Hui Neng (1969) once
called it, possible? I will explore this question later. Again,
one implication of this is how authentic social change rests
most effectively on the operation of immanent action rather
that action “upon” the world taken from a conception of the
world as “other” to myself. Authentic social reform is like
leaven, intimately intermixed in the bread of life rising as a
source of human nourishment.

3. One of the biggest challenges in taking on a transcen-
dentalized Market Logic is to denaturalize it; it is not to be
accepted as the natural basic condition of human life. Any
reading of economic history quickly reveals this, although
to raise a challenge today is often to invite ridicule. Part
of the difficulty is that the preferred option of modern eco-
nomic theory is to pose as a science, with science itself
posing as the basis of secular certitude. In the nineteenth
century, John Stuart Mill (1874/2010), like others of
his time, looked for a “scientific” basis for conceptions
of human life. He argued “in the abstract” that Political
Economy must

presuppose an arbitrary definition of man, as a being who
invariably does that by which he may obtain the greatest
amount of necessaries, conveniences, and luxuries, with
the smallest quantity of labour and physical self denial
with which they can be obtained in the existing state of
knowledge. (144)

Mill’s point was later interpreted by economist Gary
Becker (1992 Nobel Prize winner in economics and recip-
ient from George W. Bush of the Presidential Medal of
Freedom in 2007), as a celebration of the human being
as “self-maximizing” animal. This became part of the
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justifying rationale of radical free market economics (see
Becker 1976). Social theorist Raj Patel (2009) has recently
provided evidence for the inadequacy of Becker’s view,
in particular on the matter of human generosity and altru-
ism. He cited, for example, Martin Broken Leg’s 1999
study of generosity amongst young people in Native
American cultures compared to youth under the spell of
consumer capitalism. Patel also noted preliminary neuro-
science experiments that suggest that in fact humans have
evolved “complex behaviors that include in-built desires
for altruism and fairness” and not just for selfishness and
avarice (32). The point is that it is possible to imagine
communities and cultures built on values other than self-
maximizing individualism and that the time may be ripe
for such imagining.

4. A fourth and final point marks a transition from
our discussion of globalization, Market Logic, economic
theory, and so on to a serious consideration of wisdom
traditions. It arises from a recognition that Market Logic
has its roots in the resolution of specifically religious con-
cerns, thus it is very appropriate to resuscitate religious
sensibilities, in the name of wisdom, to address our con-
temporary global concerns. Capitalism in its many forms
(finance capitalism, merchant capitalism, asset trading,
state capitalism, etc.) is intimately linked historically to
the two great monotheistic traditions of the West, Judaism
(see Muller 2010) and Protestant Christianity (see Weber
1920/1980; Tawney 1926/1960). What needs to be decon-
structed, wisdomly, is how these traditions are plurivalent
rather than monolithic, so that conceptual archeologi-
cal work can tease out the moral and ethical dimensions
of both traditions that are still alive and well, serving in
counterbalance to the hard-line greed and avarice that have
come to be celebrated as indeed sacred virtues in contem-
porary times.

It needs to be recognized also that imperial conquest is
written into dominant narratives of both traditions, from
the military conquest of the “Promised Land” possibly
ca. 1300 BCE (“Do not leave alive anything that breathes”
[Deuteronomy 20:16]) to the Christian exhortation to
“make disciples of all nations” (Matthew 28:19), but so
too do those same traditions preserve a deeper contempla-
tive voice that actually indicts the narratives of domination
(“My house shall be called a house of prayer for all peo-
ples” [Isaiah 56:7]). The West can save itself and work to
construct a more peaceful polyvalent world to the degree
that its deeper heart of wisdom can be brought forward.
I have tried to address this issue somewhat in my 2011
paper. Max Weber (1920/1980) in his classic The Prot-
estant Ethic and the Spirit of Capitalism argued that the
Protestant Reformation of the sixteenth century overturned
the spirituality of the Middle Ages by converting orare est
labore to labore est orare. By this maneuver, the begin-
nings of entrepreneurialism were given spiritual meaning.
Instead of prayer (orare) being a meaningful form of
work (labore), work itself became celebrated as a form
of prayer. Indeed, today “work™ is fetishized to the point

that questions of its meaning and place in the development
of human dignity have been supplanted and charged into
an abstract concept of “labor,” identified as human capi-
tal within the paradigm of economic globalization. Can
the practice of prayer, better understood as meditative or
contemplative practice, be revivified as being of legitimate
assistance in the building of a more just, humane world?
If so, how?

The Turn to Wisdom

According to a Pew Research Center poll in December
2011, only 50% of Americans now believe in capitalism,
with 40% reacting to the term in strongly negative ways.
Only 25% trust banks to do the right thing to solve the
current financial crisis (Kristof 2012). Rick Groen (2011),
film critic for Canada’s national newspaper The Globe and
Mail, noted the pervasive atmosphere of the films of 2011
to exude “a pervasive sense of loss.” Again, it is as if an
old order is dying; but what can or will unfold from its
expiration? Is it possible to turn to the sages of the past and
present for a voice of wisdom to guide the way forward,
if indeed forward, with its links to ideological understand-
ings of progress, is something to be desired? One option
must not be chosen, even though it seems to be the pre-
ferred option of so many today who are calling for a return
to wisdom: We cannot begin by trying to escape our cir-
cumstances; we must find new life in the middle of our
circumstances, in medias res, as hermeneutical philoso-
phers like to say. As British social theorist Glenn Rikowski
(in McLaren 2006) has insisted, “We are capitalism” (78),
capitalism-is-us. It has taken up residence in our bones,
our brains, our muscular tissues, and in the structures of
everyday life, from commuting, to eating, to playing, to
how and why we “educate.” It cannot be run away from,
only better understood so that new dreams may emerge
from the fetters of the taken-for-granted.

It is not easy to speak about wisdom without insinu-
ating that one knows what it is. Any such insinuation is
itself simply foolish if not highly dangerous. “If you meet
the Buddha, kill him” is an adage well known in Bud-
dhist circles. In other words, if you think you have finally
found what you have been looking for, let it go; otherwise
it could quickly turn into another illusion to cling to in
the name of enlightenment. In the Western tradition, from
the pre-Socratics to Plato, wisdom was understood as a
unified understanding of “the highest principles of things
that function as a guide for living a truly exemplary human
life” (Delaney, in Audi 1999, 976). Later, Aristotle split this
into a distinction between theoretical wisdom (Gk. sophia)
and practical wisdom (Gk. phronesis), the former an abil-
ity to see into the true nature of things, and the latter an
ability to use the mind (Gk. phren) to discern appropriate
modes of action in specific situations. All of these under-
standings have certain parallels as well as divergences in
other global traditions. In the Hindu and Buddhist “Ways,”
wisdom is equated through the term prajna (Sk.) with
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“consciousness.” In Hinduism, prajna denotes the con-
dition, whereby Self-Consciousness (Sk. atman) unites
with Ultimate Consciousness (Sk. brahman), producing
the deepest composure in all experience, since the basic
alienation inhering in a conceived separation between Self
and Other is transmuted into a singular unified field of
unselfconsciousness or self-forgetfulness. Through such
experience one is genuinely free to act without guile or
self-interest.

In Mahayana Buddhism, prajna, as wisdom, is one of
the six “perfections” (Sk. paramita, lit. “reaching the other
shore”) indicative of full enlightenment, marked by insight
into the true nature of things; namely, their nonreducibility,
or emptiness (Sk. sunyata), with no human concept able
to contain things in their essence. Hence, here, emptiness
does not mean void or vacuum, but indeed full potentiality,
since, the certainties of Western science notwithstanding,
life exists nonconditionally; it simply is.

The earlier remark about composure is important
across a wide range of global wisdom traditions, because
it points to how stillness/peace is both the mark of wisdom
and the ontological state out of which appropriate (wise)
action arises most effectively. In early Gnostic Christianity
(second to fourth centuries CE), salvation (Gk. soteria) was
interpreted as “being at rest.” Indeed, Jesus, as a messianic
wisdom teacher (Borg 2008), explicitly declared “Come
to me . . . and you will find rest” (Matthew 11:28-29).
In Taoism human effort is directed to finding the “still
point” from which all of life radiates and attuning oneself
with it. In Islam, the Arabic word wagt conveys much the
same meaning. The various Orthodox traditions (Greek,
Russian, etc.) emphasize hesychastic experience, the
experience of stillness that implies not quiescence or pas-
sivity but, rather, openness and deep, active listening (Gk.
hesychia). In the Hebrew tradition, we are exhorted to “be
still” to “know” life more comprehensively (Ps. 46:10).

What is implicit in these various calls to stillness or
composure is an appreciation of how distraction lies at the
root of our deepest human ills. Within the operation of cap-
ital, cultivating distraction is foundational to all marketing
psychology, and the maintenance of distraction is an abso-
lute requirement for product innovation and production. If
people could learn to be happy with the car, the clothes,
the house, the spouse, the school, the neighborhood, and
so forth that are currently part of their lives and not find
them somehow unsatisfactory or disposable in very short
order, even though still perfectly functional and of ongo-
ing value, well, the whole economic system would fall
apart without much delay. Manufacturing would decline,
retail services would shrink beyond current comprehen-
sion, engineering sciences, most of the trades—indeed,
every single product or activity that relies on demand
turning into the cultivation of supply would fall into much
more limited use. Economic historian J. K. Galbraith once
remarked, perhaps tongue in cheek, that the entire field
of contemporary psychology rose to prominence when it
became more difficult to sell an automobile than to make

one. The point is, learning how the human mind operates,
its suggestibility and capacity for fantasy, and indeed its
delusion, lies at the epistemological heart of capitalism—
in other words, knowing how to keep people constantly
dissatisfied with their lives and in search of fulfillment
through an endless chain of inherently unsatisfying yet
full-of-promise material, aesthetic, and even ‘“spiritual”
objects. Hence, the call to wisdom is also a call to mindful-
ness, to the end of distractedness, a form of “recollection,”
as Benedictine spirituality names it, a recovery of oneself
in deeper unity with the essential nature of the world. This
recovery or finding of one’s deepest self is at the same time
a form of losing oneself in the fullness of Being, or what
in Buddhism is called the “Ocean of Dharma.” Dharma
(Sk.) can be translated as “the Law of Life,” but also “that
which carries and sustains us.” To become mindful is to
learn to be sustained by Life in its truest sense, the sense
that lies beyond language, culture, and tradition. In effect,
becoming mindful is the ultimate condition of our freedom
as human beings. It also identifies the way in which a turn
to wisdom is a deeply political act, an act of cultural insur-
rection, because it refuses to take seriously the seductions
of secondary gods.

One key aspect of cultural life certain to diminish under
a condition of less distraction is an obsession with for-
mal health care. This is because mindfulness is intractably
linked to the welfare of the body’s central organ, the heart.
In Chinese, heart and mind share the same word, /’sin.
In the Greek tradition, too, this link is well understood.
Noted at the beginning of this essay is a quotation from
eleventh-century Greek orthodox sage Peter of Damaskos.
Peter’s work can be found in volume III of the Philokalia,
a compendium of Orthodox spirituality from the fourth to
fifteenth centuries (see Palmer, Sherrard, and Ware 1990).
Philokalia literally means “love of the beautiful, the true.”
Peter declared, “Distraction is the cause of the intellect’s
obscuration,” “forgetfulness is the greatest of evils,” and
“stillness [marks] the beginning of the soul’s purification
[and is] the first form of bodily discipline” (182). When
Peter referred to the “intellect’s obscuration,” he used
the Greek word nous for intellect rather than dianoia,
which refers to the functioning of the intellect to formu-
late abstract concepts and then arguing on the basis of this
to conclusions reached through deductive reasoning. The
intellect, as nous, is the highest human faculty through
which a person begins to “know God”; that is, the real-
ity that transcends all concepts, hence enabling perception
of the inner essences or principles of created things, and
our participation in them. Even more important, nous also
constitutes the innermost aspect of the heart and is some-
times called the “organ of contemplation,” the “eye of the
heart” (for further discussion see Palmer, Sherrard, and
Ware 1990, 360).

“Distraction is the cause of the intellect’s obscuration.”
Is it possible to grasp the utter importance and relevance of
this elusive saying? Obscuration literally means “darken-
ing” (L. obscurus, dark). So, when our minds have become
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darkened through “distraction,” we are in deep trouble.
When our highest human faculty has become subjugated
and dominated by nonsensical phantasms perpetrated by
intense and powerful media, when education reigns as a
project of human engineering to serve only the material
prospects of the market, when we invite violence into our
minds and imaginations as a form of entertainment—in
short, when distraction rules—we become “forgetful of
Being,” as Heidegger put it, and there is only one possi-
ble consequence as a long-term phenomenological reality:
We start losing our minds. And when we have lost our
minds, “darkness covers the earth, and gross darkness
the people” (Isaiah 60:2), as the Hebrew prophet Isaiah
declared sapientially some two and a half millennia ago.
In North America, antipsychotic drugs now outsell all
other medications, including those for heart disease and
stroke. There is a now a psychosis at the heart of West-
ern “civilization,” induced by the lies and duplicities the
corporate and financial elites use to protect their interests,
even in universities. A new epistemology is needed that
begins with an understanding of the essential unity of the
world, an understanding to be gained through piercing the
superficial veils of difference to a comprehension of our
lived interdependence within a unified field always lying
anterior to anything you or I might say about it. This is
the mystical vision that underwrites virtually all wisdom
traditions of the world, articulated in the coincidentia
oppositorum (coincidence of opposites) of medieval phi-
losophy and the Taoist intuition of yin/yang.

How is this comprehension to be cultivated? If composure
is the mark of wisdom, meditation or meditative sensibility
is its modus. Unfortunately, the common stereotypes of peo-
ple engaged in meditation include monks sitting for hours in
a meditation hall, or a practitioner perched on a mountain-
top in a yogic position, or someone in a trance disengaged
from the realities of everyday life. These stereotypes are
unfortunate because they hide the deeper meaning and pur-
pose of meditation behind a misunderstanding of meditation
as a form of detachment. In The Miracle of Mindfulness:
An Introduction to the Practice of Meditation, Vietnamese
Zen master Thich Nhat Hanh (1999) illuminated the ways
that meditative practice needs to be cultivated as a prac-
tice of ordinary daily living, a form of mindful attention to
the objects and conditions of life that are always ready at
hand, from dishes in the sink, to peeling an orange, to sit-
ting in a traffic jam. The basic truths of life are revealed
in the simplest, most common details of living, not (just)
in cataclysmic events that in any case are themselves sim-
ply culminating agglomerations of seemingly incidental
events over time. Hence, Hui Neng, the seventh-century CE
founder of Chinese Ch’an Buddhist, could declare, “To seek
enlightenment by separating from this world is as absurd as
to search for a rabbit’s horn” (34). Rabbits don’t have horns:
Searching by disengagement from the world is not just a
futile exercise, but also misguided.

In English the word meditation has an interesting
Proto-Indo-European etymological root—med—which

is linked to many other Latin words lying in the heart of
English, such as medicus, a physician; mederi, to heal; and
it links to meter and measurement (see etymologyonline.
com). In the practice of meditation, there is therefore a
triple linkage: mindfulness as an act of healing gained
through a taking stock of oneself, of one’s culture; an act of
“measurement” that begins by a kind of ritual “stopping”
(Trungpa 1988, 78) of the ordinary flow of consciousness
to attend to the things of the world as they arrive in con-
sciousness Now. In a way, meditation is the practice of
facing oneself and one’s culture precisely in the things and
events of the world that lie at hand. There is a parallel
insight to this in the Hebrew tradition of prayer, with the
Hebrew word [’ hitpalel, translatable not just as “to pray”
but also “to judge oneself.” As Rabbi Hayim Halevy Donin
(1980) expressed it, “All prayer is intended to help make
us into better human beings” (5). Even more profoundly,
in the Hebrew Mishnah of Talmudic law, the term mav’eh
is used as a synonym for a human being, which is derived
from the same linguistic root as “to pray.” In other words,
as Nosson Scherman (2011) said, in the Talmud the human
being is “the creature that prays” (XII).

Attention to the material body as the site of one’s
salvation (composure, healing, self-facing, etc.) is well
understood in the Hebrew tradition as a preliminary
requirement of prayer, of being human. The garment
that the praying person puts on, the tallit, is composed of
stringed fringes, with each string representing “my two
hundred and forty eight organs and my three hundred and
fifty-five sinews” (Sherman 2011, 4-5), each organ repre-
senting a positive commandment, each sinew a negative
one. To wrap oneself in the tallit is therefore to signal a
recognition that whatever salvation might mean, it takes
place through my body, my embodied being. Certainly
salvific events might take place “outside” of me, in other
places and persons, but for salvation to mean anything to
me, somehow it must register in my body, my materiality.

Hence it is, then, that in the graduate seminar one of the
assignments is to engage in encounter studies. Students
are encouraged to consciously stop and take notice of daily
encounters that register on the body and then mindfully
unpack what is personally “at work™ in the encoun-
ter, and also to explore how the encounter fans out into
broader cultural implications. Ordinary daily encounters
are emphasized rather than grand or earthshaking ones,
although those can be important as well, constructed as
all grand events are from the minutiae of daily, largely
unnoticed phenomena. Examples of encounter studies
include losing one’s keys, being approached by a homeless
person, standing at the cashier line in the grocery store,
sitting in one’s car in a traffic jam, a teacher’s experience
of being “talked back to” by a defiant student, etc. etc. In
each of these cases, through class dia-logos (lit. submit-
ting our individual reasoning to a collective attunement
to a more transcendent Logos [or Word, or Tao, or Way];
that is, the very manner of the world that makes indi-
vidual reasoning possible) we are able to consider them
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not defensively, ideologically, or from the point of view
of self-interest, but phenomenologically, how they simply
register in experience. But equally important, as the phe-
nomenological experience arises, so too arise questions
of experiential origin and queries as to why we live in
this specific way, materially speaking, and considerations
about living differently. Being stuck in a traffic jam on the
way to school invites one to consider the many political,
economic, and cultural interpenetrations that are involved
in such an experience—the domination of public space
by the automobile and its links to global wars over petro-
leum resources, to name obvious examples. One student
happened to be stuck behind a school bus on the way to
school, and the question arose, “What do students learn
from being bused to school?” “They learn how to com-
mute” was one response.

If the actualities of the encounters put us in touch with
the material arrangements (political, economic, cultural)
of our personal and collective situation, equally important
from a wisdom perspective is how we respond to them
affectively, mindfully, and hence, in a way, pedagogically.
What is to be learned about our human nature from such
experiences—and it is on this matter that the wisdom of
millennia can come into play—and not just leave us aban-
doned to personal subjectivity? Buddhist theory identifies
three “poisons” to which we most commonly fall victim:
greed, anger, and delusion (see Loy 2003 for further elabo-
ration). Greed is about always wanting “more,” but always
within the same psychic grammar as one’s current condi-
tions, so that instead of satisfying desire, it only intensifies
it. In Seoul, South Korea, traffic jams are a perpetual prob-
lem. One proposed solution has been to build a second
level of highway on top of existing ones. If one form of
punishment fails to change a defiant student’s behavior in
desired directions, another form of punishment may be
tried, perhaps in the name of “behavior management.” In
both examples, for any true healing to take place, it is the
fundamental assumptions that need to be examined, the
very desire for “more.”

Anger is the most typical response of ego frustration
and can be caused by other people or circumstances that
get in the way of the ego’s desire. This is the foundation
of war perpetrated by those who believe in the possibility
of their own pure identity. “The world would be a wonder-
ful place if I could just get rid of you!” Stuck in a traffic
jam on one’s way to school is likely to produce anger
that arises from the frustration of not being able to fulfill
one’s sense of parental or professional responsibility. “The
whole class is waiting for me!” “I don’t want Jason to miss
his math test!” Wisdomly, by putting the ego to rest, one
can see more clearly that the situation isn’t actually about
oneself at all and, out of the ensuing sense of relief, one
can also see more clearly the absurdity of what is occur-
ring. Laughter might even be the result. Wisdom teachers
are known for their sense of humor.

Delusion refers to the condition that pervades all
unmindful experience and is sometimes called simply

“ignorance” (Sk. avidya). Primarily, ignorance is the result
of being trapped in cultural and parochial understandings
and accepting them as universal truth. Aristotle defined
this as “bad infinity” (Gk. pleonexia), a seduction into
infinite desire incapable of restraint. Today I received in
the mail a glossy magazine celebrating the “good life.”
Pictures of beautiful young women and men draped in
the finest clothes, images of expensive cars, exotic vaca-
tion locales, and so on—all of these were put forward as
something to be desired by anyone who might wish to call
themselves successful in life. What is important is not to
simply dismiss this as delusional per se (recall the long,
deep, philosophical respect for the link between truth and
beauty), but to underscore its onesidedness, or better, its
incompleteness. In the same mail arrived letters solicit-
ing financial support for an Alzheimer’s disease care
facility, for assistance for War Amputees, and for the Big
Brothers/Big Sisters organization, which assists children
in difficulty. These letters serve to remind us that the truth
of life, indeed its beauty, has to be found somehow in
acknowledging and embracing such human suffering as
well if life is to be appreciated in its fullness. In fact, by
acknowledging such suffering, one can turn it back on the
images of success in the glossy magazine. Who in fact are
these “beautiful people,” and what are their lives really
like? They may be called “models,” but what is it that they
actually model? Perhaps more than anything, they are
modeling the duplicity of the image.

The Buddha began his life as a young prince, having
everything of a material nature that he might desire, yet
he knew intuitively that this could not possibly encompass
the full range of human possibility, so he felt compelled
to leave his environs and embark on a long search for the
deeper truth of things. The purported failures of public
schooling might have something to do with this under-
standing of delusion. If educational theory and practice
cannot articulate this multidimensional nature of reality,
celebrating only successes of a culturally parochial kind,
schools become places of suffocating oppression, both for
successful students and for those less so. For the latter,
the oppression is obvious. Less obviously, successful stu-
dents may be oppressed by their ignorance of, or ignoring
of, the “other” side, which ignorance they may have to
face later as they encounter life’s inevitable paradoxes and
difficulties.

What is meant by the term wisdom traditions when it is
used in the context of appealing to wisdom as a source for
pedagogical, indeed social and cultural, insight? The ques-
tion pulls us into some very murky water, as issues arise
regarding the commensurability of meaning across massive
differences of historical and geographical experience. Is it
possible, or even realistic in any sense of that word, to talk
about Taoism, Buddhism, Confucianism, Sufism, sapien-
tial Biblical literature, Indigenous knowledges, the African
unhu ubuntu renaissance, to say nothing of the Western
traditions of wisdom from ancient Greece through writers
such as de la Rochefoucauld (1681; see Willis-Bund and
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Friswell 1871), Schopenhauer (1851/1973), and Nietzsche
(1878/1996), all in the same breath, as if they each speak
with the same essential voice? In a way, the question
invites a further one, whether the commonalities in human
experience in the world outweigh the differences, and it
might be true to say that the contemporary period is unique
in providing access to wisdom traditions from around the
world through textual translations and enhanced mobil-
ity of persons, so that articulating the commonalities
may become increasingly possible. Even though persons,
groups, and cultures find themselves at different times
and places on the planet and hence have different mate-
rial bases out of which experience of the world arises, it is
still the same planet for everyone, an insight only recently
reinforced through images of earth from outer space. Like-
wise, while living in a desert is a very different experience
from living in a tropical environment and an urban life is
quite different from a rural one, human struggles reveal a
remarkable commonality across the entire range. How can
I be happy? What do I do about feelings of jealousy and ill
will? How to deal with relationships among both friends
and “enemies”? What is a moral life, and how might I
live it? What is my responsibility to the common good
in the midst of immense political corruption? How might
future civic leaders be “educated” to serve well? These are
all questions that global wisdom traditions try to address,
each in its own way. The point is, there is indeed great
commonality across wisdom traditions, and, historically,
there has been widespread intermingling of the same, as
the desire for practical guidance bears its witness across
time and space.

As biblical scholars have noted, for example (see
Herbert 1963), most of the sapiential literature of the
Hebrew bible can also be found in the wisdom literature
of ancient Sumeria, Babylonia, Egypt, and Ugarit from
as early as the third millennium BCE, thus forming a com-
monality of tradition not claimable by any one tradition
alone. Again, this speaks to the fact that wisdom, as basic
human prudentiality and the power of discernment into
the true nature of things, is actually no unique respecter
of any one particular tradition, even though different
traditions make their own interpretations out of their
own circumstances. As Jesus of Nazareth expressed it,
“Wisdom is proven right by all her children” (Lk. 7:35).
The remark was a response to a query as to why, in his
personal lifestyle, he was not more ascetic, a common
stereotype assigned to people pursuing wisdom. Jesus’
point is that wisdom practice is not about asceticism or
nonasceticism, but truth seeking and one’s collective
life with others. The Tibetan teacher Chogyam Trungpa
(2001) spoke of honoring “crazy wisdom”—that some-
times the face of wisdom seems crazy, absurd, wild, even
conspiratorial. Today, many of our best wisdom teach-
ers may in fact be “conspiracy theorists” who have seen
through the charade of propaganda surrounding 9/11 and
the War on Terror, scholars such as David Ray Griffin
(2011) and Peter Dale Scott (2010).

In the biblical tradition of the West, wisdom is some-
times regarded as “God’s Consort,” with the Greek
translation of wisdom as the feminine “Sophia” naming
the Wisdom of God. Philo, the Hellenized Jewish philos-
opher of the first century CE, equated Wisdom with the
Logos—in a sense, the mind of divinity active in the world
and present in human beings as they “think through” the
Logos to solve their problems (lit. dia-logos, “dialogue”).
In one of the creation stories of Genesis (there are actually
two), an oft-neglected aspect of a famous verse implies
quite directly the masculine-feminine unity of both divin-
ity and humanity. Genesis 1:26-27 reads, “Let us make
humankind in our own image, . . . so God created male and
female.” I like to think, therefore, that the call of wisdom
in the biblical tradition is in fact a call for the feminization
of that tradition against hyper-patriarchy and masculo-
centrism. The call of wisdom is the call for balance in
human affairs, as the Taoists have always insisted, and this
is most poignantly revealed in the profoundly intimate
interdependence between men and women as co-creators
of human experience. It is an unfortunate historical turn
that gave precedence to the other creation story of woman,
with Woman taken from Man’s (lit. Heb. Adam) rib, to
become a perpetual “side issue” of the masculine agenda
(see Genesis 2:18-23).

When we look at the various modalities of wisdom
literature, it is possible to see that the way the questions
are taken up is quite different from the usual analytic
and hyper-rationalistic formality one usually finds in the
social science and humanities disciplines of the Western
academy, for example. Whether it be the ancient morality
tales of Aesop’s Fables, using the character traits of differ-
ent animals to illustrate the virtues and foibles of human
beings, or the stories and ceremonial practices of Indig-
enous people that reveal the continuity between material
and spiritual realms, or the aphoristic guiding of Hebrew
Proverbs, the paradoxical puzzles of Zen koans, or Taoist
principles of harmony and balance—all of these speak in
a way unique to wisdom; namely, as a call to consider
the auspices of our living. If the existential questions of
capitalism are “How can I/we become rich?” “How can I/
we gain a competitive advantage over others, and maintain
the same?” “How can I/we secure the material resources
of the world before anyone else?”” and so on, the respon-
sibility of wisdom is to emphasize the narrowness and
existential poverty of such preoccupations and point to
something deeper, something more nurturing and mutu-
ally sustaining.

In the graduate seminar, no attempt is made to harmo-
nize all of the different traditions into a single voice, but
simply to allow each tradition to speak to us as directly
as possible. I like to use the analogy of a person lost in
the desert and dying of thirst. Imagine yourself in such a
condition. As you are about to die, a stranger appears who
offers you a drink. What are you going to do? Of course,
you are going to accept the drink! If someone offers me
a drink when I am dying of thirst, I do not ask, “Are you
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a Jew, a Christian (Catholic, Orthodox, or Protestant?),
a Muslim, a Buddhist, a Taoist?” No. First I accept the
drink. Questions of origin, politics, interpretive contesta-
tion, and so on can all come later, but only after the fact of
my resuscitation.

When I began teaching wisdom traditions in my own
faculty of education, I described the inaugural course as
“Teaching as the Practice of Wisdom,” emphasizing the
matter of practice both in the sense of both practical action
and trial and error experiment. Wisdom is both a product
of teaching (one learns over time how to teach well), just
as wisdom is a prevenient guide for the teacher based on
years of experience. Teachers are always practicing, with
perfection an ever-elusive goal that teaches true humility.
In the Greek Orthodox tradition, humility is the true mark
of wisdom. Indeed, no one is exempt from the true dif-
ficulties of trying to live a more ethical, disciplined, and
mindful life. One can study and practice for a lifetime but
still “fall” into habits of thought and action that dimin-
ish human life rather than dignify it. As the Philokalia’s
Peter of Damaskos noted of the biblical tradition, most of
the exemplary figures, from Moses through King David
to Peter, the first Christian Pope (< Gk. pappas, “father”),
displayed serious weaknesses of character at certain points
in their lives. More important, though, is that they strug-
gled to the end of their lives to overcome their weaknesses
to be able more faithfully to fulfill their respective human
callings. To “fall” is not the issue; to rest complacently
in one’s fallen condition out of pride, stubbornness, self-
justification, or even inordinate guilt is a greater missing
of the point of life, which is the literal meaning of “sin”
(< Gk. hamartia). In the sixth century CE when Benedict
of Nursia (later “St. Benedict”) was developing his first
monastic communities in Italy, as one way of dealing with
a rotting-out Roman empire, curious passers-by would
often ask, “What do you and members of your commu-
nity do all day?” Benedict would reply, “We fall down,
then we get up. We fall down again, then again we get up,
fall again, get up, fall, get up, fall, and still try to get up”
(see deWaal 1989). According to contemporary Buddhist
teacher Sayadaw Pandita (1992), the mark of maturity
on the spiritual path is not whether one falls or makes
mistakes; maturity is marked instead by increased speed of
recovery time. In other words, it is important not to nurse
grudges, hold anger internally for long periods, or engage
in unconstructive behavior as a matter of habit. Learn to
read one’s responses quickly, for what they are; learn from
them and, by so doing, redeem them through more posi-
tive action.

Contemporary Chinese scholar Zongjie Wu of Zhejian
University has recently published a stunningly brilliant
piece on the problems of teaching Confucianism in
today’s Chinese schools (see Wu 2011). A neo-Confucian
renaissance is taking place all over China as part of an
effort to recover a deeper sense of authentic Chinese
identity in a globalizing world. As Wu pointed out, how-
ever, educational theory in China today has fallen victim

to the precepts of Western modernity, based primarily on
linguistic theories of “representation” whereby language
is taken to represent the “real” world and students are
required to learn what is real. Hence, in Chinese class-
rooms today, students are required to memorize and
recite Confucian sayings, but in a way that completely
violates the spirit and truth at the heart of Confucian-
ism itself. There is a reason that Confucian literature,
like most wisdom literature in the world, is mainly in the
form of aphorisms, brief conversations, axioms, verses,
and stories rather than complicated and convoluted argu-
ments: because the aim is to be suggestive, hinting, and
open, rather than pedantic and heavy handed. The point
is to open a space where students can begin to consider
the auspices of their lives, and this is best done through
a simple remark or point that offers itself for reflection
in the context of the students’ life situation. Wisdom
language points to the much larger and fuller “remain-
der” of everything that is “said”; it opens out into the
authentic silence beyond formal language, to where the
actual possibility of finding one’s self might be found,
paradoxically in the very way that one can be liberated
from it. It is appropriate to quote Wu at length here, given
the importance of the point:

For Confucius, learning is a constant modification of
self by day-to-day engagement towards a Junzi (good
person), a process of gradually becoming shining but
silent. However, a discourse that constitutes today’s
pedagogic practice is dominated by the concept of learn-
ing as accumulation of representational language, which
makes learning a process of collecting facts and propo-
sitions—as many as possible. For the Chinese ancients,
the purpose of memorizing the classics is to catch spir-
itual enlightenment by removing the shadow of language.
Memorization is to make language ready for decoding
meaning in everyday life. What is memorized is not the
ideas, facts, theses, or truths, but the nets, the traps which
have to be fore-taken, fore-grasped so that the fish and
rabbits could be caught. Once a rabbit is caught, the trap
is forgotten. Forgetfulness is the only reason that students
have to memorize. . . . [Today] the memorization of lan-
guage is no longer for its ancient use of uncovering the
ineffable, the secrets of life, but to grasp the illusion, the
false consciousness residing entirely in the signification
of signs [i.e., things only seemingly made “real” through
processes of representation]. (566)

Iindicated earlier that there is no attempt in the seminar
course to harmonize all traditions into a single unity. We
read primary sources such as the Tao te Ching, the Confu-
cian Analects, Indigenous knowledges such as that found
in the work of Dooling and Jordan-Smith (1989), and fem-
inist Buddhist scholarship such as that of Charlotte Joko
Beck (2007) and Pema Chodron (2004). Increasingly,
however, sources can be found that helpfully attempt to
pull together multiple traditions in a way that can speak
of Wisdom’s commonalities. Jack Kornfield’s (2000)
After the Ecstasy the Laundry: How the Heart Grows
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Wise on the Spiritual Path is a text I have used to great
benefit over the past several years and to which students
have responded very favorably. In a concluding statement
of my own, I simply identify here seven characteristics
of Wisdom traditions as I have come to learn them after
years of study, and then I will attempt to relate them to the
practice of pedagogical wisdom. I have worked out some
of these themes more fully in Smith (2011); unfortunately,
there is not enough space to elaborate them here in detail,
so0 in brief:

1. Wisdom acknowledges the inherent unity of birth
and death. While Vietnamese master Thich Nhat Hanh
(1988) once remarked that “birth and death are fictions,
and not very deep” (10), our mortality is encoded in the
very fact of our birth, so that if we choose to live as if we
will never die, our living will be somehow dishonest, just
as a preoccupation with death will also produce just a half-
life. Living in the inherent unity of birth and death means
always accepting one’s situation in the “now” as the site in
which the fullness of human experience is always already
present. There is an ancient Buddhist saying, “Life cannot
be made more perfect,” which means not that life is with-
out difficulties and problems, but that the full range of its
possibilities is always present, immanent in every present
moment. A culture obsessed with “progress” such as that
of the West, easily pathologizes death and dying as a prob-
lem, when actually acceptance of one’s mortality is the
key to wholesome living. Ironically, the two defining fea-
tures of human experience, birth and death, both reveal the
limits of human choice and hence render the “Choice The-
ory” favored by the Western liberal tradition of education
somewhat illusory. Pedagogically, inducting children into
a belief that life is a matter of will, and willpower, under
the guise of clichés such as “You can do anything in life
that you want to do if you work hard and put your mind to
it” can be a recipe for despair in the face of failed dreams.
Similarly, preoccupations with goal-setting, curriculum-
by-objectives and so on are not ill-advised in themselves
but quickly become so if they evolve into blinkered con-
straints against the fullness of life’s beckoning.

2. Wisdom contradicts values of power by revealing the
paradoxical nature of experience. This theme reveals itself
in many different forms and ways. Here is one example: In
classical Christian theology is a term, “The Happy Fault,”
that respects the relationship between the breaking of a
taboo, or law, and the foundation of love in mercy and
forgiveness. The primary example begins with the Genesis
myth of Adam and Eve (Gen. chs. 2 and 3). The Creator
God tells them they are free to do anything except eat of
the tree of knowledge of good and evil, lest they die. Of
course, they succumb to temptation, ironically because,
among other things, the tree was “to be desired to make
one wise”—an important caveat against seeing wisdom as
an object of desire; also to be noted is the link between
death and the assumption of power in moral reasoning.
Instead, somehow, the story implies, the free life of the
genuinely human resides not in the power of judgment,

but in faith in a prevenient order never fully transparent to
human “knowing.”

The Genesis story attempts to account for the origin
of the human experience of alienation from perfect exist-
ence, from paradise (hence, for example, the ordinary but
universal experience of frustration and anger), and the
embarkation on the long journey to return “home,” the
myth of eternal return, as philosopher of religion Mir-
cea Eliade (1954/2005) called it. This hope for a return
to perfect life provided, and still provides, the messianic
vision of Judaism, eventually taken up in the Chris-
tian tradition of Jesus being the messiah, literally, “the
anointed” (Heb. masiah), with the act of anointing denot-
ing kingship within a new dispensation marked by mercy,
forgiveness, generosity, and so on. Jesus’s words such as
“Judge not . . .” and “The rain falls on both the just and the
unjust” (Mt. 7:01 and 5:45, respectively) is a form of call
back to what is formally termed the prelapsarian (before
the lapse) human condition, life before the breaking of the
taboo. “The Happy Fault,” therefore, names the paradox
that breaking a taboo provides the necessary condition for
the revelation of mercy, forgiveness, generosity, and so on.
Without breakage there can be no reconciliation; a mistake
is the requirement for rectification.

This paradox is widely understood by teachers who can
stand the test of time. Rules, regulations, expectations, and
standards, even—all of these are an inevitable part of any
human community made up of diverse personalities, his-
tories, and ethnic and cultural origins. However, any rule,
law, or taboo will eventually be broken. But such breakage
also provides the necessary condition for reconciliation
under a broadening of understanding, a bearing of witness
to authentic compassion, and a sharing of mutual forbear-
ance. Under neoliberal policies, the rising call for “zero
tolerance” regarding aberrant student behavior are deeply
regrettable as signs that the adult world is losing a sense
of its own complicity in the construction of youthful dif-
ficulties and the subsequent collapse of compassion as an
essential element of human dignity. Ironically, paradoxi-
cally, tolerance itself easily slips into dogma when taken
as a literal code, thereby losing its character as a “field”
through which the complexities, ambiguities, and uncer-
tainties of life can reveal themselves for mutual edification
between teachers and students of life’s deeper meanings.

3. Wisdom fractures the temporal enframing of conven-
tional interpretation. The Western tradition has two basic
concepts of time, chronometric and kairotic. The former
is derived from the Greek god Chronos, famous for eat-
ing his own children lest they grow up to usurp his power.
Chronometric time is the measured time necessary for
scheduling, planning, and anticipating and is most com-
monly experienced through an instrument called, tellingly,
a “watch.” Chronometric time is the principle form of time
for the operation of capital and efficient labor/productivity
ratios. Under capital, “Time is money,” so time is not to be
“wasted” on tasks not related to production. In educational
circles, even today, one hears of students’ “time on task,”
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as if overt behavior “on task” were the most important
measure of pedagogical efficiency, rather than dreaming
or wondering.

What is occluded under the reign of chronometric time
is kairotic time (< Gk. kairos), which can roughly be trans-
lated as cosmological time, which is always everywhere
in operation behind the scenes of ordinary human action.
Think of the million-year frames of geologic time, for
example, or the light-years of space. More experientially,
kairotic time registers when we speculate that some-
thing happened when “the timing was right,” a moment
not measurable to a single source by any instrument, but
intuitively understood as arriving when various elements
converge to give cause.

Under the reign of kairotic time, many things might
seem to be dead, inert, or inconsequential, when all of
a sudden there may be a bursting forth to reveal dimen-
sions of their nature heretofore ignored. I used to teach
in Southern Alberta, Canada, a semi-desert area where a
certain flower blooms only every 60 years. For 59 years
the plant lies dormant, almost invisible, and seemingly
dead. Kairotic time provides a reminder that much of life
is like this; it lies hidden, dormant, awaiting its appropri-
ate moment. Teaching mindful of kairotic time appreciates
how many gifts of young people are sensitive to conditions
of revelation; the gifts will not reveal themselves if the
conditions of the time are not right. This is one reason that
wise teachers constantly discipline themselves to a kind of
“karmic attunement,” attending to the young not according
to a “watch,” but according to a sensitive attunement to
life’s broader rthythms, paradoxes, and indeed mysteries.

4. Wisdom understands the natural world as pedagogi-
cal. To be natural means to “be born” (< L. nasci nat), so in
a sense every human being is part of nature. It is a conceit
of Western self-consciousness to conceive of a human-
nature separation, a situation that turns nature, under the
exigencies of capital, into either a romantic love-object
(e.g., eco-tourism or exotic travel) or a brute object that
requires domestication, exploitation, or both. The cultural
loss is the pedagogical wisdom only a mindful attending to
human nature in its unified sense can produce. The recov-
ery of this wisdom has a number of requirements, one of
which is related to my suggestion above about kairotic
time. Learning to let nature speak to us means silencing
any predisposition to speak before plants, animals, moun-
tains, and rivers have spoken to us. This may sound absurd,
but it is best understood through the practice of silence in
nonhuman settings. One may go into the woods to com-
mune with nature only to find it silent, without realizing
that such a perception is only a symptom of the noise
already existing in one’s own head or a feature of the way
the noise of one’s simple presence forces everything else
into silent hiding. Instead, sit down, be silent, be still, be
patient, and learn to be amazed.

To learn from nature means to be present to it, both
within oneself and in relation to everything else. Under
conditions of illness, attending to the body mindfully can

produce forms of insight into those same conditions not
available to conventional interpretation. Observe how a
tree bends to accommodate a neighbor, and learn some-
thing about generosity. Listen to birdsong, and hear how
every song is a response to someone else’s song, and learn
the inadequacies of the concept of personal autonomy. Sit
around a campfire on a romantic evening, and suddenly
observe the eyes of a mountain lion gleaming in the sum-
mer moonlight, focused directly on your beloved, and
from your terror learn respect for the territory of others.

The death of multiple species, to say nothing of the
demise of languages and cultures under the juggernaut of
Western theories of “development,” is a form of speaking
back to those same theories. If the speech is not heard,
beware of the consequences. When the Western powers
first invaded Iraq in 2003, T asked one of my Chinese doc-
toral students what he thought of such action. He was also
a Taoist Tai Chi Master, quite famous in his homeland. His
response? “The West is digging its own tomb.” Of course,
given the inherent unity of life and death, this prognosis
can be taken as another example of paradox: The more
one tries to secure one’s interests, the more insecure they
become, and the so-called war on terror becomes itself a
form of terrorism.

5. Wisdom honors the intermingling of implicate and
explicate orders. In a way, this is implied in everything that
I have discussed so far. More deliberately, the continuity
of implicate and explicate orders has been articulated by
Bede Griffiths (1989), a Benedictine monk who went to
India in 1955 to search for the common ground of spiritu-
ality between East and West. The explicate order is easily
understood as the world that lies at hand, available for
empirical investigation and comment. The implicate order
is everything else that is “implied” in the explicate order.
Needless to say, the implicate order is vast, infinite, inca-
pable of human measurement; yet still, it is “here,” in this
thing or that, explicitly. Even more important though is
how the relationship between the orders is deeply politi-
cal, insofar as the explicate is always subordinate to the
implicate. In Hinduism, this lies at the heart of the San-
skrit understanding of language: The Word (Sk. vac) lies
subordinate to Silence, the uttered to the yet-to-be-uttered
(see Padoux 1990).

By honoring the continuity between these orders, wis-
dom finds its voice in the politics between the said and
the unsaid, the visible and the invisible. It does not rest in
an easy acceptance of conventional interpretations, in the
awareness that no matter what is said, there is still more to
be said, waiting in the wings, so to speak. Hence, vigilance
and wakefulness are common hortatory terms in wisdom
literature. A true teacher is one who honors not just the
child who is “present,” but also the human being who is
yet-to-come.

This theme has another connection, which is to the
importance of Place in the unfolding of Wisdom’s call.
Earlier here I noted distraction as a cause of human emo-
tional and intellectual darkening. Phenomenologically,
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in terms of experience, constant motion and moving are
deeply contributive to such distraction. This can be called
the condition of placelessness and explains why operations
of displacement and destabilization are common military
strategies in contemporary warfare. In the Benedictine tra-
dition, on entering the order, every monk makes a “Vow of
Stability,” a commitment to this place as the place where
the journey into truth will occur. The understanding is
that indeed any place can suffice for the work of such a
journey when it is appropriately understood as containing,
paradoxically, in its singularity everything that is neces-
sary for truth’s fuller unfolding; that is, for the revelation
of the implicate in the explicate. It is interesting to note in
the contemporary resurgence of Indigenous knowledges
the importance attached to Place, not simply as politi-
cal possession of land, but as the necessary condition for
sacred understanding. As Indigenous scholar Keith Basso
(1996) expressed it, “Wisdom sits in places.” How might
schools be such places?

In closing, the following remarks may be appropriate.
According to Thai teacher Ajahn Chah (2002), the primary
vision of wisdom is for us to become “fearless,” which
involves the long and difficult work of learning to know
“phenomena as they are” (93). As noted earlier, Michael
Fisher (2011) has characterized the pervasive atmos-
phere, particularly in Western societies, as a “Culture
of Fear.” It may be, therefore, that the first responsibil-
ity of wisdom work is, as Chah suggested, to examine
the phenomenon of fear itself, and specifically what it is
that is feared, the specific sources of fear. In the context
of this paper, fear of the consequences of the collapse of
Market Logic as a recipe for human well-being is under-
standable since the failure of Market Logic (see Kevin
Mellyn’s [2012] Broken Markets) inspires a fear of loss
of everything promised through utopian market rhetoric;
from more efficient schools; better health care; more indi-
vidual wealth; more celebration of personal autonomy;
firmer, more secure global dominance in the name of
freedom, democracy, and the rule of law; and so forth.
Following Chah, I suspect the way forward lies in two
unified paths. One is the urgent need to rethink economic
theory around, not profit taking and wealth accumulation,
but what economic historian Robert Heilbroner (1999)
described as “the art of human provisioning,” a work
that under positive interpretations of globalization will
necessarily involve what Pasha and Samatar (1996) have
called “intercivilizational dialogue.” A starting point for
this, I believe, will involve a recognition of the respec-
tive poverties of every civilizational tradition, rather than
starting from triumphalist national and ideological affir-
mations, which only put others on the defensive. To begin
by affirming our mutual poverty inspires an openness to
the relative contributions of others, as well, importantly,
openness to mutual criticism.

A second path may be the one that confronts fear itself,
and its existential auspices. This is the work of wisdom that
I have tried to articulate, stumblingly, here. The primary

human fear, said Freud, is the fear of insignificance, or
self-annihilation. Ironically, regarding the condition of
human insignificance relative to the vastness of cosmic
realities and the loss of self within the interpenetration of
all phenomena, it is recognition of this very conditioned-
ness that is the necessary starting point of sagacious living.
“Reverence for the Lord is the beginning of wisdom,” says
the Hebrew writer of Proverbs (1:7). This language can
be de-theologized to name the phenomenological experi-
ence of an immanent transcendence in life that inspires
both wonder and genuine humility in the face of all-that-
is. Japanese Zen scholar D.T. Suzuki (1994) decried the
“homocentric fallacy” (65) lying at the heart of the West’s
self-narrative. Learning to live together on the planet, in
peace, may require a relinquishment of this fallacy in
the name of a more comprehensive view. Maybe there
are signs of progress. Nietzsche’s “Death of God” in the
nineteenth century could only result in Foucault’s “End of
Man” in the twentieth, since the death of an anthropomor-
phic god merely announces the death of an anthropogenic
self-fantasy. Constructively, this may mark “the end of
the world as we know it” in the twenty-first century, as
the R.E.M. song says. The best sentiment may lie in the
remainder of the song’s line, “and I feel fine.” That the
end of the world as we’ve known it is at hand may be true,
arguably, depending on who the ‘we’ is. It is the world
yet-to-be-known, however, that is the source of our hope,
insofar, as the sages say, “that which you seek, you already
are” (Loy 2000, 228).
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Why and How?

DANIEL TROHLER

“Education” is a tricky notion because it refers at least to
two practices that are clearly distinct, but also interrelated.
First, it indicates a set of formal and informal social prac-
tices; second, it refers to a distinct academic discipline in
which research activities are designed to generate academic
knowledge about these formal or informal social practices.
The blurred boundaries between these two practices—social
practice and research activity—have obscured the fact that
in different cultural and/or national systems, the mutual
relationship between these two practices have been and still
are constructed in different ways. Whereas in the United
States, for instance, research aims at generating knowledge
about social practices in order to make them more efficient,
in Germany, for example, research tends to clarify educa-
tional ideals in order to transcend social practice.

One of the effects of these different cultural and/or
national understandings in the relationship between the
two practices related to the notion of “education” was
that, for instance, educational discourse in the United
States was, when facing immigrant problems in the large
cities around 1900, inclined to think about the interrelation
between education and democracy. Democracy was con-
strued as “social progress,” including in terms of mutual
interaction and communication: John Dewey’s publication
The School and Society is paradigmatic (Dewey, 1900).
A comparable approach to education cannot be found in
Germany. Neither before nor after 1900 did democracy
or social progress play an important role in German edu-
cational discourse. Instead, philosophers postulated the
concept of Bildung (see Horlacher, 2012), the ideal of
inward self-realization as counter-thesis to a world that
was understood as dangerous: diverse, plural, and demo-
cratic (Trohler, 2012).

Whereas the American tradition of research in edu-
cation—oriented towards service of social progress
emphasizing social unity in diversity—depended on expe-
rience, knowledge stemming from experience, and mutual
exchange of this knowledge, the German discourse in
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education—oriented towards inward unity understood as
opposed to external plurality—depended on inward trans-
formation by the aesthetic education, especially Greek
art and German E-literature (Goethe most prominently).
The “E” in E-literature derives from the German adjec-
tive “ernst” (serious, earnest) and is opposed to the “U,”
deriving from the German adjective “unterhaltend” (enter-
taining, amusing):' Bildung is the earnest process of the
aesthetic education of the soul, with the aim of transform-
ing an uneducated soul to an aesthetic unity. Given this aim,
it is no coincidence that Plato’s educational philosophy—
foremost developed in his Republic, with its emphasis on
neployoye (periagoge),? played in Germany an incompa-
rably more important role than in France, in the United
Kingdom, or in the United States. The aim of education
is the transformation of the soul in the (educational) pro-
cess from an enchained state to the encounter of the very
cause and recognition of eternal truth. In this “transforma-
tion,” the soul of the student accesses the sun, which has, in
Plato’s metaphysics, two fundamental functions: it is onto-
logically the cause of everything (by virtue of its energy)
and epistemologically the cause of knowledge (by virtue of
its light) (516¢, 518c, 537d). In other words, in order to (get
to) know the ultimate cause and truth of everything, one has
to transform his/her soul through education.

The difference between the United States and Germany
is not restricted to educational theories; it includes the
self-construction of scholars in education, too. Whereas a
characteristic autobiography of an educator in the United
States is likely to focus on learning and advancement in
knowledge, German autobiographies of educators narrate
their lives as stories of sacrifice and salvation (Trohler,
forthcoming). Differences in education or educational the-
ories encompass more fundamental ways of interpreting
the world, the child, and the ideal citizen. Understand-
ing education—or understanding curriculum (Pinar et
al., 1995)—means to understand the cultural construction
of the child and the future citizen; and to understand this
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cultural construction as a construction asks for recon-
structing its genealogy.

The following deliberations make this thesis explicit.
First, I will examine the already indicated general differences
between the United States and Germany with specific regard
to curriculum research. I deduce from these an epistemolog-
ical problem in curriculum research, namely cultural and/or
national narrowness. Then I advocate a difference between
trans-nationalization as relevant to curriculum policy and
internationalization as a promising research paradigm to
understand curriculum, delimiting differing cultural and/or
national constructions of curriculum, and the reconstructing
of their genealogies. Fourth, I suggest a concrete approach to
perform this research on curriculum, namely to understand
curricula as educational designs to create future citizens
along lines of dominant perceptions of sameness and dis-
tinction. Finally, I summarize my arguments in regard to
international research on curriculum research.

International Variety in Understanding Curriculum

Plato’s unmatched popularity in German idealism in phi-
losophy and philosophy of education promotes, as Plato’s
allegory of the cave tells us, the freedom of the soul—an
idea that echoes in Luther’s theology, leading him to the
dualistic conclusion that the freedom of the soul was an
“inward freedom,” opposed to “outer freedom,” which is
political freedom.> The idea of a higher-ranking inward
freedom (as opposed to outer freedom) has been a paradigm
in German philosophy ever since, and it was John Dewey
who, in his lecture series German Philosophy and Politics
(Dewey, 1915), identified the willingness of Germans to
march for the emperor with this dualism and its emphasis
on inward (rather than political) freedom. Be that as it may,
the fact is that the German tradition aimed at transform-
ing the soul, and in so doing, devalued that knowledge to
be learned at school. Knowledge (and certainly empiri-
cal knowledge) is not the important issue but the inward
transformation of the soul. The well known historian of
education, Heinz-Elmar Tenorth, said in accordance with
this German tradition in an interview on August 15th, 2011:
“Bildung is what remains if we forget everything that we
ever learned in school” (Tenorth, 2011).

It is not surprising, then, that in Germany, research on
education questions of curriculum or syllabus are side
issues. A more or less continuous research tradition under
the catchword “curriculum” has never existed, and the
interest in relevant research abroad has been marginal.
Ralph W. Tyler’s Basic Principles of Curriculum and
Instruction (Tyler, 1949), for instance, was not translated
until 1973 (Tyler, 1973), taking the 31st printing of 1971
as its basis. (The 45th printing in 1989 seems having been
the last one in the United States, whereas the German
translation never enjoyed a second printing.) In the same
manner, none of the three editions of Herbert Kliebard’s
The Struggle for the American Curriculum 1893-1958
(Kliebeard, 1986) has ever been received in Germany, and

almost the same applies to Michael Apple’s Ideology and
Curriculum (Apple, 1979) or to the classic Understanding
Curriculum, edited by William F. Pinar et al. first in 1995.

Accordingly, institutional support for curriculum studies
does not exist. “Departments of Curriculum and Instruc-
tion,” easily found in the North American contexts (the
most famous of all probably in Madison, Wisconsin), do
not exist in Germany, and the counterpart of the American
Educational Research Association (AERA) in Germany,
the DGTE (Deutsche Gesellschaft fiir Erziehungswissen-
schaft [German Educational Research Association]), has
no comparable division to the AERA-division B Curric-
ulum Studies. The lack of relevant chairs in curriculum
research expelled interested scholars from Germany: Ste-
fan Hopmann taught, after having completed his studies
in Germany, first in Trondheim and Kristiansand, Norway,
and since 2005 in Vienna, Austria (Hopmann and Riquarts,
1995), and Moritz Rosenmund as a Swiss has made his
career in Switzerland and has been teaching since 2009 in
Vienna, Austria, too (Rosenmund et al., 2002).

There was only one time that “Curriculum” became
more broadly accepted in Germany, and that was after 1961,
when the OECD urged the member states to found national
institutions for the dissemination of their educational ide-
ology. The Germans founded the Max Planck Institute for
Human Development in 1963/1964, and one of the first
directors was Saul Benjamin Robinsohn, a Jew who had
fled Germany in 1933 (to Jerusalem), returning to Germany
25 years later, in 1959, as director of the UNESCO Institute
for Education (UIE) in Hamburg* before being appointed to
the Max Planck Institute for Human Development in Ber-
lin. With reference to relevant research in the United States,
the United Kingdom, Sweden, and the Soviet-Union, Rob-
insohn developed the theoretical fundaments of curriculum
research, often criticizing the traditional liberal arts curric-
ulum (“Lehrplan’) in Germany (see the R. Horlacher and
A. De Vincenti’s contribution “From Rationalist Auton-
omy to Scientific Empiricism: A History of Curriculum in
Switzerland” in this volume). His widely read publication
Bildungsreform als Revision des Curriculum [Educational
Reform as Revision of the Curriculum], first published
in 1967 (Robinsohn, 1967), had five editions and several
printings, the latest in 1981. Robinsohn died in 1972, and
a year later, Tyler’s Basic Principles of Curriculum and
Instruction was published in German. A decade later, the
notion of curriculum vanished.’

Epistemological Problems

These comparative points concerning “curriculum” in the
United States and in Germany serve to identify an epis-
temological problem in understanding curriculum, for
they demonstrate how research itself can be bound to the
respective cultural or national preferences. Today, there is
hardly any doubt anymore that curricula are cultural con-
structions, as Thomas S. Popkewitz states: “Curricula are
historically formed within systems of ideas that inscribe
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styles of reasoning, standards, and conceptual distinctions
in school practices and its subjects” (2001, p. 151). Being
unaware of the overall cultural dispositions behind the
individual curricula, research runs the risk of reinforcing
cultural or national conditions of curriculum constructions
rather than identifying and analyzing them (Cowen, 2011).
Comparing curricula means, therefore, not to state more or
less obvious differences (for instance in timetables), but to
compare different “power” systems and thus “systems of
ideas,” and that is exactly where Foucault, not much of a
comparatist at all, leaves us a bit out in the rain.

The major epistemological problem is how to design
and conduct research on curriculum (be it national or
international) without being blindly trapped by one’s own
cultural or national “systems of reasoning.” Transcend-
ence (idealism’s solution since Plato) has been identified
as culturally biased, too (see, for instance, Dewey’s Clif-
ford lectures in 1929, The Quest for Certainty),® and it
would be intellectually rather easy to identify Immanuel
Kant’s ideal of a pure reason (theoretical and practical) as
a Pietist reaction against the progress of the natural sci-
ences in order to save the “purity” of the inner soul, called
reason. In other words, the quest for an Archimedean point
is a cultural construction itself and the Foucauldian refer-
ence to inescapable power systems is of little help.

Between the illusion of transcendent idealism and the
fatalism of inescapability, there seems to be only one way
out of the dilemma, and it is certainly an imperfect one.
The idea is to combine two different ways of compari-
son in the analysis of “systems of reasoning” (Popkewitz
2010, p. 15), namely synchronous and diachronic analyses.
Synchronous comparison—so far dominant—compares
elements within one space of time; the model in the United
States would be, probably, Horace Mann’s Report of an
Educational Tour in Germany, and Parts of Great Britain
and Ireland (Mann, 1846) or something like Curriculum
Reform in the Early 1960s in the United States and Soviet
Union. There are diachronic comparisons of elements
between several selected spaces of time—e.g., the Cur-
riculum Before and After the Second World War in either of
these countries, or the impact of the OECD in curriculum
construction of the European nation-states in after 1960
(OECD, W. Stoke, H. Lowbeer, and J. Capelle, 1966).

The latter of these would be normally subsumed within
curriculum history, which, traditionally, has not been very
comparative. Bernadette Baker has advanced the notion of
New Curriculum History (Baker, 2009) in order to open
historical enquiries into comparisons—and vice versa to
lend traditional un-historical comparisons more historical
depth. If curricula are, according to Popkewitz, historically
formed within systems of ideas, research cannot but pro-
ceed with historical methods, understanding curriculum
genealogically. In order to escape the risk of any historical
research—reinforcing the same cultural convictions that
brought forth the curricula—then research must take a
synchronic comparative stance in order to gain emancipa-
tory energy. William Pinar’s genealogy of whiteness of the

Western culture in his Race, Religion, and a Curriculum
of Reparation is an impressive example of transcending
taken-for-granted assumptions for the “practical” use of
teaching in schools (Pinar, 2006).

The problem is that curriculum research is—by nature of
its object—inclined to be caught by the taken-for-granted
assumptions behind the object of study: “More than other
fields perhaps, curriculum studies tend to be explicitly
situated within the national borders in which they are
conducted” (Pinar, 2003, p. 2). In other words, a German
theory on the course of study in primary school had to
be aligned with the German Volk and the German nation,
as the eminent German educational theorist Wilhelm Rein
stated in his important Encyclopedic Handbook in Edu-
cation (Enzyklopddisches Handbuch der Piddagogik) in
1906. All the aforementioned difficulties in developing
curriculum are “solved” if the curriculum designers con-
sider that the “becoming of the individual personality is
nourished by the becoming of the national culture” (Rein,
1906, p. 551). Accordingly, a German scholar at the same
time could not avoid reaffirming that more than fifty per-
cent of the curriculum of the Upper High School had to
be devoted to Greek and Latin, simply because he himself
had undergone this curriculum and became socialized with
the cultural ideal of Bildung that depended on competen-
cies in Greek and Latin (Trohler, 2012).

Trans-Nationalization as Process and Inter-
Nationalization as Research Paradigm

To escape this (often unintended and unconscious) nation-
alism, researchers have recommended the use of the notion
of globalization or at least refer to globalization as a phe-
nomenon, whereas William Pinar suggested using the
less intrusive notion of “international.” The decision has
fundamental epistemological consequences: “It is a ques-
tion contextualized in our national cultures, in the political
present, in cultural questions institutionalized in academic
disciplines and educational institutions. It is question that
calls upon us to critique our own national cultures” (Pinar,
2003 p. 3). Observing the difference between curriculum
policy and curriculum research, it is easy to underline
Pinar’s epistemological argument in favor of the notion
of “international” over “global,” and history shows why.
The first acknowledged comparatist in education was the
French officer, diplomat, and man of letters, Marc-Antoine
Jullien, living an extremely eventful life between the French
Revolution and Napoleon’s Empire. In 1816, he initiated a
comparison of the educational systems in Europe, in a first
step in the twenty-two cantons of Switzerland, parts of Ger-
many and Italy, and, in a second step, of all other European
nations (Jullien, 1817). Antecedent to his initiative was the
end of the Vienna Congress (1815), bringing the old politi-
cal structures of the dynastic territorial powers to an end
by defining clearly territorial boarders of the nation-states.
Despite the Vienna Congress and its program labeled
“Restoration,” Europe was not the same anymore: the new
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nation-states had to define their legitimation (mostly the
common language), their fundaments of cohabitation (con-
stitutions), and how they wanted to integrate people into the
new entities (the new mass schools and also the army). The
question was how to organize the new mass schooling as
guarantor of the nation building and national unity. Marc-
Antoine Jullien suggested a systematic approach of what
today is called “best practice.”

In his preliminary sketch of this comparative endeavor
(which was never completed), Jullien summarized a
European feeling after the end of the Vienna Congress in
1815: after almost a quarter of a century of wars, no one
expected progress anymore by military conflicts, but rather
by improved education. In this process of educationalizing
social problems (Trohler, 201 1) Johann Heinrich Pestalozzi,
with his institute in Yverdon (Switzerland), had become
a star in the European scene, courted by kings, dukes,
wealthy parents, and the like (Horlacher, forthcoming).
Marc-Antoine Jullien himself had sent his own children to
Pestalozzi and published on the educational enterprise of
the Swiss (Jullien, 1812 a, b) and served as member of the
economic committee in Pestalozzi’s institute. Legitimizing
his comparative endeavor, Jullien wrote: “The reform and
improvement of education, true bases of social develop-
ment, first source of habits and opinions, exerting powerful
influence over the whole life-span, are a generally accepted
need, almost by instinct, in Europe” (Jullien, 1817, p. 7,
freely translated here). Comparative education should,
therefore, “indicate the means to satisfy these needs in the
surest, most efficient, and most rapid way” (Ibid.).

The method for this attempt was—in the tradition of
the French enlightenment—to generate a “Tables com-
paratives d’observations,” a synoptic-comparative table
of observations of educations systems.” This table should
serve to judge “those who progress,” “those who step
back,” and those who don’t move in either direction. Fur-
thermore, the table would serve to identify which parts of
the individual systems are the weakest and why; why they
obstruct religion, social, and moral development; and how
one can overcome these obstacles. In other words, such
a table would indicate which “branches offer improve-
ments susceptibly being transported from one country
to another, with the modifications and changes that the
local circumstances would suggest” (p. 9, freely translated
here). Comparative education serves the development of
the national or even local systems and assumes a trans-
national character, for it transfers “foreign” models to
other countries.

Although the nation-states—feeling the need to install
mass-education after the Vienna Congress in 1815—
aimed to emphasize the uniqueness of their respective
nations, the practice of peering around the borders was
much more than an exception. The French school law, for
instance, developed by Condorcet in 1792, was almost lit-
erally translated into German during the Helvetic Republic
in 1798, where it was somewhat more successful than in
France. And when the Dutch King in the 1830s insisted

that the German speaking segregated southern parts of the
United Kingdom of the Netherlands—the newly founded
Belgium—should stay independent as Grand Duchy of
Luxembourg, then Luxembourg had first to erect a con-
stitution and then a school law. This school law brought
together ideas from the Dutch law of 1814, the French law
of Guizot 1833, and the Belgium law from 1835, the lat-
ter two depending on the Dutch law of 1814, which in
turn, had affinities with the French law of 1792 (Thyssen,
forthcoming). Trans-national exchange was common in
the process of nation building: successful models else-
where were always perceived as successful in the eyes
of the observer and translated into the national needs and
circumstances.

These undeniably trans-national practices in curricu-
lum development have led scholars to detect the effects
of “cultural principles exogenous to any specific nation-
state and its historical legacy” (Meyer and Ramirez, 2000,
p. 115) on national educational systems. The genesis of
these trans-national “exogenous” cultural principles was
detected in the time years ahead of the Reformation, “per-
haps 1500” (Meyer et al., 1987, p. 23), when, according to
the authors, the church had become “trans-national” and
thus able to comprise a multitude of cultures symbolically.
This historical narrative enables these scholars to construct
the narrative of globalization that resembles a postMarxist
idea of development by interpreting diversities as antith-
eses that are synthesized and historically interpreted as
“globalization” (Trohler, 2010). “Globalization” is then
less a concept of history than of history of philosophy,
obscuring the difference between trans-national policies
and international research. However, today we are asked
to take the step “from curriculum development to under-
standing curriculum” (Pinar et. al., 1995, pp. 3-11), from
the concern for t€yvn (téchne) to the concern of TioTiuUN
(episteme).

National-Cultural Aspirations, the Cradle of the
Citizen, and Curriculum

When after the Second World War the Germans were in
the need of—among many other things—reconstructing
their school system, one of the speakers at a teacher’s
association in Bremen reminded his colleagues that the
curriculum as a whole reflects the ideal of citizenship. He
said: “All the schools have to emphasize citizenship educa-
tion and democratic attitudes by their curricula, textbooks,
and teaching aids and the organization of the schools
itself. . . . The curricula must have the aim of fostering the
mutual understanding and respect of the modern people
and has therefore also to foster the modern languages, too”
(Berger, 1947, p. 17, freely translated here).® Such citizen-
ship education is clearly not limited to specific aspects of
the curriculum, such as civics or democratic education, but
related to the whole curriculum. The modern school and
its curriculum aimed, as stated in a Memorial of the Grand
Duchy of Luxembourg in 1828, to serve as the “cradle of



64 Daniel Trohler

the citizen” (Witry, 1900, p. 34), and the same idea Ben-
jamin Rush, one of the Founding Fathers of the United
States, expressed in his Thoughts Upon the Mode of Edu-
cation Proper in a Republic a year before the ratification
of the Constitution (Rush, 1786): “A form of government
we have assumed has created a new class of duties to every
American,” Rush emphasized, and that the United States
needed now “an education of our own’ in order to generate
‘patriotism.” ” Religion is a self-evident part of the ongo-
ing citizen: “A Christian cannot fail of being useful to the
republic,” and the Bible must be part of the curriculum
(p. 12). Physical education is crucial (p. 15), music as well
(p. 16), but Latin and Greek excluded (p. 18). In contrast,
eloquence and history (p. 19) are important for the con-
verse of men into republican machines (p. 17), economy,
too, and also chemistry, military exercises, and “the nature
and variety of treaty” (pp. 20f.).

When Marc-Antoine Jullien published his project on
comparative education in 1817, he thought in the catego-
ries of French cosmopolitanism. Together with many other
contemporaries he recognized the educational need of the
newly “born” nation-states after 1815, but in his optimism
he underestimated the cultural differences between the new
autonomous territories. Blinded by French enlightenment
and its belief in the positive effects of knowledge and reli-
gion, Jullien ignored the differences in the political, social,
and economical visions of the formally similar nation-
states, and education was designed to emphasize these
differences, most of all teacher education. It is no coinci-
dence that in the curriculum of teacher education towards
the end of the nineteenth century the subject history of
education—basically invented for teacher education—
was the major subject in implementing national-moral
values. Accordingly, the German histories of education
emphasized almost exclusively German heroes of educa-
tion (often by naturalizing the Swiss Pestalozzi), whereas
the French histories of education copied formally the
German model but replaced the German by French heroes
of education (often by naturalizing the Swiss Rousseau)
(Trohler, 2006).

These differences make sense, because behind them
we find different ideals of citizenship. The American cit-
izen is culturally distinct from the citizen in Canada or
in the United Kingdom, and the French citoyen is some-
thing distinct, too, and the same applies to the German
Biirger. Lexically spoken, the Biirger means citizen, and
the citizen means citoyen, but semantically they are very
different. The difference is not linguistic in the sense of
natural languages, but linguistic in the sense of ideological
languages that usually have (nowadays often hidden) reli-
gious roots, whereby the different denominations reveal
themselves in the different cultural traditions of education
and curriculum: The differences between the United States
and Germany, mentioned in the beginning, are to a large
extent expressions of the differences between American
reformed Calvinism and German Lutheranism (Trohler,
2011).

These differences become evident, for instance, in the
four completely different ideological constructions of
the Biirger in Germany, the former German Democratic
Republic, Austria, and Switzerland. These differences have
long historical roots. The Swiss Biirger, for instance—
ideologically much closer to the U.S. citizen than to the
German or Austrian Biirger—represents a concept of
being fundamentally responsible for the common good
and quite the opposite of a subject. The German Biirger
has always been basically compatible with the status of
subject. Therefore, the Biirger’s reference group is not
the state but the private family. The difference becomes
particularly obvious with regard to the public interpreta-
tion of politics. Recently, when President Barack Obama
introduced universal health insurance, he was labeled a
socialist by many right-wing citizens in the United States.
However, when the first chancellor of the German Empire
at the end of the nineteenth century, Otto von Bismarck,
introduced the same issue, it was in order to prevent the
workers turning to socialism, and Bismarck was success-
ful because the German Biirger expected as a matter of
course broad protection by the state, rather than feeling
responsible to provide this protection him/herself (Trohler,
Popkewitz, and Labaree, 2011, pp. 3f.).

It is differences like these that cause today’s empiri-
cal comparative research severe problems for they cannot
work with the traditional binary coding of input and output.
For example, when in the 1990s comparative study of civic
education in six countries (Hahn, 1998; Mellor, 1998) and
the International Association of the Evaluation of Educa-
tional Achievement (IAEEA) study of the relation of civic
education and citizenship identity in 28 countries (Torney-
Purta et al., 2001) had to interpret their results, they were
indignant because the German results did not correlate at
all with the enormous German effort in citizenship edu-
cation. These “failings”—in contrast to other countries,
there were hardly any effects in Germany despite the
immense inputs—show the limits of this kind of quantita-
tive empirical comparative research, ignoring the different
ideals of citizenship across the different cultures/nations.
It results in confusion about “illogic” data: “Whether they
are rooted in culture, history, or some aspects of schooling
is not evident,” the Hahn (1999, p. 246) concluded. The
results appear to be some sort of a “combination of all
those factors,” which cannot be operationalized by empiri-
cal research. The problem is, Hahn goes on, rightly, that
what works in one political culture with its “distinct set
of values” cannot simply be adopted in another with “dif-
fering traditions, values and meanings” (p. 231). That is
exactly the problem of comparative research, especially in
national ventures such as curriculum.

Outlook

Curricula of the modern mass school have been designed
for two purposes: for creating the national citizen, and at
the same time for creating different social citizens. The
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first purpose reflects the fact that, in their constitutions, the
new nation-states were obligated to define their autonomy
by fashioning from the former inhabitants (noblemen,
clergy, bourgeois, and peasants) the same kind of national
citizen. The second purpose was to assign social differ-
ences, and this assignment had two principles, the liberal
principle of meritocracy and the conservative principle of
schooling children with respect to their presumed future
social roles: curricula could differ along the lines of gen-
der, between urban and the rural, or according to dominant
regional economies (for the case of Luxembourg, see
Schreiber, 2012).

The tension between the ideal of national homogeneity
and the need of social diversity created either by meri-
tocracy or predestination in school can, together with the
textbooks and the organizational establishment of dif-
ferent school branches and rules of transitions between
these branches, serve as Ariadne’s thread of curriculum
history. In the United States the comprehensive public
school system expresses the reformed Protestant idea of
earthly equality, whereas the high rate of private schooling
expresses the old monarchical desire of social distinction.
In contrast, the German state-run Vorschule (literally:
pre-school) was the essential alternative to the primary
school, but subject to tuition (expensive!). It had Latin in
its curriculum, and promised access to the Gymnasium, the
Upper High School, itself the precondition for entering a
University. This sequence reflected the aristocratic denial
of earthly equality, a denial that had been sustainably rein-
forced by Luther’s political theology.

Understanding curriculum encompasses more sources
than those directly connected to schools or to educational
policy, and it encompasses a longer history than the his-
tory of modern schooling and the need of comparing
internationally different genealogies. Regarding Quen-
tin Skinner’s assertion that “to learn from the past—and
we cannot otherwise learn at all—. . . is to learn the key
to self-awareness itself” (Skinner, 1969, p. 53), I would
add that in order to reconstruct the past (as a key to self-
awareness), the comparison is a precondition—and vice
versa: probably, the most noble effect of learning about
other systems of reasoning across times and spaces is
this chance of becoming aware of ourselves as historical
and cultural constructions. It seems to me that this effect
should not be undervalued when it comes to international
research that aims at more than to reinforce cultural pref-
erences to which we have become accustomed in one way
or another.

Notes

1. In Germany, the same distinction plays in the realm of music.
E-music is often restricted to the music of Joseph Haydn, Wolfgang
Amadeus Mozart, or Ludwig van Beethoven, whereas U-music
covers all the popular and commercial music such as the Beatles,
Bruce Springsteen, or Stefani Joanne Angelina Germanotta (alias
Lady Gaga). It has to be admitted, however, that these distinctions
are increasingly challenged.

2. In his famous allegory of the cave, Plato refers to the need of
“reprayoye ong el wvynl” (“Periagoge holes tes psyches”). In
the English translation it is given as: “turning round of a soul” and
in the German translation it is given (here translated into English)
as “transformation” of the soul.

3. Luther’s disdain for political freedom was the cause of a dispute
between him and the Zurich reformer Huldrych Zwingli, who was
much more in the tradition of classical civic humanism (classical
republicanism) than the Augustinian monk Luther. Many of the
English Reformers, before they left as “puritans” to the American
colonies, received Zwingli’s political theory of a republic.

4. “It was UNESCO’s commitment to post-war Germany, expressed
during its 5th General Conference held in Florence in June 1950,
which led to the creation of the UNESCO Institute for Education
(UIE). . . . UIE was intended as a vehicle to promote human rights
and international understanding. The first meeting of the Governing
Board was held from 17 to 19 June 1951 in Wiesbaden. . . . During
that meeting, the Governing Board members drafted the statutes
and appointed Professor Walther Merck, Chair of Comparative
Education at the University of Hamburg, as Director” (http://uil.
unesco.org/about-us/news-target/history/e031759c1al4f14ad80fb
5fd40c321b7/) (28 December 2012). Walther Merck had been the
very first appointed professor in comparative education at the Uni-
versity of Hamburg in Germany (1950).

5. For three of four decades after 1960, the notion of “Allgemeine
Didaktik” (General Didactics) tried to build a bridge between the
German ideal of Bildung and the school curriculum. It was mostly
appreciated and popular in the context of teacher education. See,
for instance, Klafki 1963 or Meyer 1994.

6. And Dewey’s critique is embedded in reformed Calvinist Protes-
tantism (Trohler, 2006).

7. The model was the Tableau économique or Economic Table, first
described in 1759 by Frangois Quesnay, with which he laid the
foundation of the Physiocrats’ economic theories.

8. I wish to thank my colleague Sabine Doff (University of Bremen)
for this hint.

References

Apple, M. (1979). Ideology and curriculum. London, UK: Routledge and
Kegan Paul.

Baker, B. (2009). New Curriculum History. Rotterdam, the Netherlands:
Sense Publishers.

Berger, W. (1947). [Rede vor dem Lehrerverein am 3. Dezember 1947].
Staatsarchiv Bremen, Germany, 4,111/1-18.

Cowen, R. (2011). Edging closer to the hero, the barbarian, and the stran-
ger. A note on the condition of comparative education. D. Trohler and
R. Barbu, (eds.), In Education Systems in Historical, Cultural, and
Sociological Perspectives (pp. 21-36). Rotterdam, The Netherlands:
Sense Publishers.

Dewey, J. (1900). The School and Society. Chicago, IL: University of
Chicago Press.

Dewey, J. (1915). German Philosophy and Politics. New York, NY: Holt.

Dewey, J. (1929). The Quest for Certainty. A Study of the Relation of
Knowledge and Action. New York, NY: Minton, Balch and Co.

Hahn, C. L. (1998). Becoming Political: Comparative Perspectives on
Citizenship Education. Albany, NY: SUNY Press.

Hahn, C.L. (1999). Citizenship education: an empirical study of policy,
practices and outcomes. Oxford Review of Education, 25 (1 and 2),
pp. 231-250.

Hopmann, S. and Riquarts, K., (eds.) (1995). Didaktik and, or Curricu-
lum. Kiel, Germany: IPN.

Horlacher, R. (2012). What is Bildung? Or: Why Pidagogik cannot get
away from the concept of Bildung. In: P. Siljander, A. Kiveld, and
A. Sutinen, (eds.), Theories of Bildung and Growth. Connections
and Controversies between Continental Educational Thinking and
American Pragmatism (pp. 135-147). Rotterdam, the Netherlands:
Sense Publishers.


http://uil.unesco.org/about-us/news-target/history/e031759c1a14f14ad80fb5fd40c321b7
http://uil.unesco.org/about-us/news-target/history/e031759c1a14f14ad80fb5fd40c321b7
http://uil.unesco.org/about-us/news-target/history/e031759c1a14f14ad80fb5fd40c321b7

66 Daniel Trohler

Horlacher, R. Forthcoming. Do educational models impose standardiza-
tion? Reading Pestalozzi historically. In Thomas S. Popkewitz, (ed.),
Rethinking The History of Education: Transnational Perspectives On
Its Questions, Methods and Knowledge. New York, NY: Palgrave.

Jullien, M.-A. (1812a). Esprit de la méthode d’éducation de Pestalozzi
suivie et pratiquée dans l’institut d’Yverdun, en Suisse. Milan, Italy:
Imprimerie Royale.

Jullien, M.-A. (1812b). Précis sur institut d’éducation d’Yverdun en
Suisse, organisé et dirigé par M. Pestalozzi. Milan, Italy: Imprimerie
Royale.

Jullien, M.-A. (1817). Esquisse et vues préliminaires d’un ouvrage sur
I’ éducation comparée. Paris, France: L. Colas.

Klafki, W. (1963). Studien zur Bildungstheorie und Didaktik. Weinheim,
Germany: Beltz

Kliebard, H.M. (1986). The Struggle for the American Curriculum
1893-1958. Boston, MA: Routledge.

Mann, H. (1846). Report of an Educational Tour in Germany, and Parts of
Great Britain and Ireland. London, UK: Simpkin, Marshall, and Co.

Mellor, S. (1998): What’s the Point? Political Attitudes of Victorian Year
11 Students. Melbourne: Australian Centre for Educational Research.

Meyer, J. W., Boli, J., and Thomas, G. W. (1987). Ontology and rationali-
zation in the Western cultural account. In G. M. Thomas, J. W. Meyer,
F. O. Ramirez, and J. Boli, (eds.), Institutional Structure: Constitut-
ing State, Society, and the Individual (pp. 12-38). Newbury Park,
CA: Sage.

Meyer, J. W., and Ramirez, F. O. (2000). The world institutionalization of
education. In: J. Schriewer, (ed.), Discourse Formation in Compara-
tive Education (pp. 111-132). Frankfurt am Main, Germany: Lang.

Meyer, M.A., (ed.) (1994). Aligemeine Didaktik, Fachdidaktik und
Fachunterricht. Weinheim, Germany: Beltz.

OECD, Stoke, W., Lowbeer, H., and Capelle, J. (1966). Curriculum
Improvement and Educational Development. Paris, France: OECD
Publishing.

Pinar, W. F. (2003). The Internationalization of Curriculum Stud-
ies. Retrieved from http://www.riic.unam.mx/01/02_Biblio/doc/
Internationalizaton_Curriculum_W_PINAR_(MEXICO).pdf

Pinar, W.FE. (20006). Race, Religion, and a Curriculum of Reparation:
Teacher Education for a Multicultural Society. New York, NY:
Palgrave Macmillan.

Pinar, W. F,, et al. (1995). Understanding curriculum: an introduction
to the study of historical and contemporary curriculum discourses.
New York, NY: Peter Lang.

Pinar, W.F.,, Reynolds, W.M., Slattery, P., and Taubmann, P.M., (eds.)
(1995). Introduction: From curriculum development to understanding
curriculum. In: W.F. Pinar, W.M. Reynolds, P. Slattery, and P.M.
Taubmann, Understanding Curriculum: An Introduction to the Study
of Historical and Contemporary Curriculum Discourses (pp. 3—11).
New York, NY: Peter Lang.

Pinar, W.F.,, Reynolds, W.M., Slattery, P., and Taubmann, P.M., (eds.)
(1995). Understanding Curriculum: An Introduction to the Study of
Historical and Contemporary Curriculum Discourses. New York,
NY: Peter Lang.

Plato (1966). The Republic. Cambridge, UK: Cambridge University
Press.

Popkewitz, T.S. (2001). The production of reason and power: Cur-
riculum history and intellectual traditions. In T.S. Popkewitz, B.M.
Franklin, and M. A. Pereyra, (eds.), Cultural History and Education:
Critical Essays on Knowledge and Schooling (pp. 151-183). New
York, NY: RoutledgeFalmer.

Popkewitz, T.S. (2010). Comparative studies and unthinking compara-
tive “thought.” In: M. A. Larsen, (ed.), New Thinking in Comparative
Education: Honouring Robert Cowen (pp. 15-28). Rotterdam, the
Netherlands: Sense Publishers.

Rein, W. (1906) Lehrplan. In: Encyklopddisches Handbuch der Pida-
gogik, Band V (pp. 528-551). Langensalza, Germany: Hermann
Beyer and Sohne.

Robinsohn, S. (1967). Bildungsreform als Revision des Curriculum.
Neuwied a. Rhein, Germany: Luchterhand.

Rosenmund, M, Fries, A.-V., Heller, W., (eds.) (2002). Comparing Cur-
riculum Making Processes. Bern, Switzerland: Lang.

Rush, B. (1786, 1965). Thoughts upon the mode of education proper in
a republic. In: F. Rudolph, (ed.), Essays on Education in the Early
Republic (pp. 9-23). Cambridge, MA: Harvard University Press.

Schreiber, C. (2012). Comme compagne de I’homme, comme épouse et
notamment comme mere. Staatsbiirgerinnenerziehung in Luxemburg
zwischen rhetorischer Homogenitit und curricularer Heterogenitét.
Hémecht. Revue d’histoire luxembourgeoise, 3, pp. 5-21.

Skinner, Q. (1969). Meaning and understanding in the history of ideas.
In: History and Theory 8(1), pp. 3-53.

Smeyers, P., and Depaepe, M., (eds.) (2006). Educational Research: Why
What Works® Doesn’t Work. Dordrecht, the Netherlands: Springer.
Tenorth, H.E. (2011). “Bildung ist, was iibrig bleibt.” Retrieved from

http://www.zeit.de/2011/33/Interview-Tenorth

Thyssen, G. Forthcoming. The stranger within? On the idiosyncrasy of
Luxembourg’s early primary school system in the light of develop-
ments in neighbouring countries (c. 1794-1844). Paedagogica His-
torica.

Torney-Purta, Judith, Lehmann, Rainer, Oswald, Hans, and Schulz,
Wolfram. (2001). Citizenship and Education in Twenty-eight Coun-
tries. Civic Knowledge and Engagement at Age Fourteen. Amster-
dam, the Netherlands: IEA.

Trohler, D. (2006). The formation and function of histories of education
in continental teacher education curricula. Journal of the American
Association for the Advancement of Curriculum Studies 2, Retrieved
from http://www?2.uwstout.edu/content/jaaacs/vol2/trohler.htm

Trohler, D. (2010). Globalizing globalization: The neo-institutional con-
cept of a world culture. In T. S. Popkewitz and F. Rizvi (Eds), Glo-
balization and the Study of Education. 2009 Yearbook of the National
Society for Studies in Education, 108, pp. 29-48. New York, NY:
Wiley.

Trohler, D. (2011). Languages of Education. Protestant Legacies,
National Identities, and Global Aspirations. New York, NY: Rout-
ledge.

Trohler, D. (2012). The German idea of Bildung and the anti-western
ideology. In: P. Siljander, A. Kiveld, and A. Sutinen, (eds.), Theories
of Bildung and Growth. Connections and Controversies Between
Continental European Educational Thinking and American Pragma-
tism (pp. 149-164). Rotterdam, the Netherlands: Sense Publishers.

Trohler, D. Forthcoming. Truffle pigs, research questions, and histories
of education. In: Thomas S. Popkewitz, (ed.), Rethinking The History
of Education: Transnational Perspectives On Its Questions, Methods
and Knowledge. New York, NY: Palgrave.

Trohler, D., Popkewitz, T.S., and Labaree, D.F. (2011). Children, citi-
zens, and promised lands: Comparative history of political cultures
and schooling in the long 19th century. In: D. Trohler, T.S. Popke-
witz, and D.F. Labaree, (eds.), Schooling and the Making of Citizens
in the Long Nineteenth Century. Comparative Visions (pp. 1-27).
New York, NY: Routledge.

Tyler, R. (1949). Basic Principles of Curriculum and Instruction. Chi-
cago, Ill: University of Chicago Press.

Tyler, R. (1973). Curriculum und Unterricht. Disseldorf, Germany:
Schwann.

Witry, T. (1900). Statistique historique du Grand-Duché de Luxembourg:
La situation de I’enseignement primaire dans le Grand-Duché de
Luxembourg pendant la période de 1815 a 1900. Luxembourg, Lux-
embourg: V. Buck.


http://www.riic.unam.mx/01/02_Biblio/doc/Internationalizaton_Curriculum_W_PINAR_(MEXICO).pdf
http://www2.uwstout.edu/content/jaaacs/vol2/trohler.htm
http://www.zeit.de/2011/33/Interview-Tenorth
http://www.riic.unam.mx/01/02_Biblio/doc/Internationalizaton_Curriculum_W_PINAR_(MEXICO).pdf

S

A Nonviolent Perspective on Internationalizing
Curriculum Studies

Honcyu WaNG

I have not the shadow of a doubt that any man or woman
can achieve what I have, if he or she would make the same
effort and cultivate the same hope and faith.

—Mohandas K. Gandhi

Nonviolence as a political movement has dramatically
drawn worldwide attention in recent years. Curiously
though, compared to the proliferation of such discussions
in political and social realms, there is a relative silence on
the role of nonviolence in the realm of education, except
on those occasions when tragedies occur (for example,
see the special issue of Harvard Educational Review, Fall
2007). Perhaps this silence is due to the narrow definition
of nonviolence as peaceful uprising against social injus-
tice, dictatorship, and colonization. Perhaps it is due to
the nature of schooling which, in many nations, is incom-
patible with the message of nonviolence (Galtung, 2008).
Perhaps the silence is due to misunderstanding nonvio-
lence as soft and passive. I also think, perhaps it is due
to our own implication in the logic of control that renders
nonviolence unthinkable and unimaginable. Whatever
the reasons may be, it is time for the field of curriculum
studies to embrace nonviolence as an educational vision.
It is long overdue. The recent internationalization of cur-
riculum studies through the intellectual and organizational
work of the International Association for the Advancement
of Curriculum Studies (IAACS) and its various national
affiliates provides a creative site for cultivating such a pos-
sibility. But it is a possibility that can only be realized by
laboring in the field nonviolently.

Since the notion of nonviolence is underdeveloped in
the field of education, I will start this chapter with con-
ceptual issues; then I will discuss three approaches to
nonviolence education; and finally, further address the
nonviolent relational dynamics of the local, the national,
and the international. This work draws upon not only
international wisdom traditions but also international
nonviolence activism to envision nonviolence as a guiding
principle for internationalizing curriculum studies.

67

What is Nonviolence?

Both as an idea and a way of life and co-living, nonviolence
has existed throughout human history in many different
traditions (Lynd & Lynd, 2006; Smith-Christopher, 2007;
Zinn, 2002). As an English translation of the Sanskrit
word, Ahimsa, however, nonviolence is less than a cen-
tury old (Nagler, 2004). An important principle in Indian
traditions including Hinduism, Jainism, and Buddhism,
Ahimsa means doing no harm and being kind to all liv-
ing beings. Ahimsa is the absence of violence in word,
thought, and deed, and its basis is the unity of all life.
Michael Nagler (2004) argues that the English translation
of Ahimsa, due to the negation of himsa (which means
desiring or intending to harm), conveys a negative sense of
the term “nonviolence.” As a result, the positive quality of
nonviolence is somewhat obscured in its English transla-
tion. However, “unlike the English situation, in Sanskrit
abstract nouns often name a fundamental positive qual-
ity indirectly, by negating its opposite” (p. 44). Sunanda
Y. Shastri and Yajneshwar S. Shastri (2007) affirm that
“Ahimsa is a positive doctrine of love, friendship, and
equality among all living beings of the universe” (p. 59).
Here we can see that nonviolence is a way of living every-
day life, not merely a response or reaction to violence or
war in dramatic situations.

Arguing that nonviolence is fundamentally a positive
force, Nagler (2010) further defines it as:

a powerful method for harmonizing relationships with
people, and other forms of life, for the establishment of
justice and the ultimate well-being of all parties. It draws
its power from awareness of the profound truth that all
cultures, modern science, and common experience bear
witness: that all life is an interconnected whole—is one.

Based upon a sense of interconnectedness, nonvio-
lence evokes the compassionate and affiliating aspects
of humanity to not only transform negative energies
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or dissolve violence but also enact mutually beneficial
relational dynamics for the well-being of all members
in a community, including nonhuman life. This sense of
affirming fellowship and shared life can be found in many
philosophical, religious, and ethical traditions such as
the Christian principle of “love your enemy,” the African
notion of ubuntu in its relational ontology (Tutu, 1999),
the Chinese notion of 7ao in the interdependent movement
of opposite forces (Wang, 2004; Zhu, 2009), or various
indigenous peace-making traditions in North America
(Smith-Christopher, 2007).

Affirming the human capacity for nonviolence does
not deny the existence of psychic and social violence in
multiple dimensions across different scales. Just as many
a spiritual tradition has a core principle of nonviolence,
there is always a contested interpretation of the same
tradition through violence as well (Smith-Christopher,
2007). Much of psychoanalysis is based upon the notion
of psychic aggression as part of humanity. Current social,
cultural, and ecological disasters are testimonies to various
forms of violence. Precisely because we have coexisting
narratives of violence and nonviolence, the aspect that
is actualized in reality more fully will depend on which
course—nonviolence or violence—we choose to follow. If
we intentionally cultivate nonviolence to its full potential,
the world will become more nonviolent and loving.

The root cause of violence is dualism (of mind and
body) and the sense of separateness (of self and other) (Bai
& Cohen, 2008; Shastri & Shastri, 2007). Control of and
domination over the other (whether this other is individual,
group, nation, or an ecological other) as the result of such
a dualistic split feeds the cycle of violence. Here violence
does not merely refer to physical violence but includes
many realms, such as intellectual, emotional, spiritual,
social, and cultural violence (Wang, 2010), and includes
both individual and structural violence. To treat the root of
violence, to dissolve its fundamental mechanism, and to
work through the knot of violence take nothing less than
nonviolence. In the case of gendered violence, for exam-
ple, Allan G. Johnson (2005) argues, “there is no way
around or over [patriarchy]—the only way out is through”
(p- 232). We cannot ignore the social reality of patriarchy,
neither can we use another mode of domination to destroy
it, but we must work through it. To undo the mechanism
of violence in its domination, we must confront and tran-
scend the psychic and social dualism in such a way that the
cycle of control and domination can be broken. Racism,
sexism, classism, homophobia, colonization, imperialism,
and other forms of violence are all caught in such a cycle.
Only nonviolent pathways can work through violence to
unravel the knot and carve out lines of interconnections.

As a positive force, nonviolence is both active and
receptive. One of the misconceptions about nonviolence
is that it is too soft and passive. So entrenched in the logic
of control and aggression, especially in the United States,
we often associate the evocation of nonviolence with
being soft, despite the long-standing American tradition

of nonviolence in feminist, civil rights, and other social
movements (Cooney & Michalowski, 1987; Howlett &
Lieberman, 2008). A person, a group, or a nation is either
tough or soft, and there is no other alternative. But there
are alternatives: nonviolence activism (Sharp, 2005;
Stiehm, 2006; Zinn, 2002) is based upon compassion.

Nonviolence is not soft but radical in its denouncement
of all forms of violence: Even though political leaders
repeatedly evoked the ideals of democracy, justice, free-
dom, or even peace to lead armies into war, none of them
could use the ideal of nonviolence as an excuse. Nonvio-
lence does not accept sacrificing others’ interests in order
to serve one’s own interest in any disguised way. And its
active nature blends with its receptive quality to form a par-
ticular mode of strength capable of enduring attacks from
inside and outside. Without the capacity for receptiveness,
there is no capacity for compassion. In our dualistic world,
we split active and passive, or aggressive and receptive,
as if the two poles cannot be compatible. But reception
is an action, and it takes more effort for such a response
than for an impulsive aggressive reaction. By combining
activeness with receptiveness, nonviolence shows us a dif-
ferent path, a more sustainable and humane way.

Nonviolence can be enacted not only from bottom to
top, but also from top to bottom as a way of governing. The
modern use of the term “nonviolence” has mainly referred
to grassroots political uprisings against authority, such as
Indian independence and American civil rights movements.
But Nagler (2004) points out that nonviolent governing has
existed. His examples include the Emperor Ashoka, who
based his rule on Buddhist nonviolent principles (p. 111—
117), or William Penn’s governance of the Delaware Indian
tribe by nonviolent principles (also see Lynd & Lynd, 1995,
p. 1-3). My example is Taoism in China, which historically
played the role of restoring the economy and society when
a new dynasty was established, such as the successful res-
toration policy of the Han Dynasty leading to peace and
prosperity in its initial periods (Cai, 2002).

Such a vertically downward motion has significant
implications for establishing nonviolent pedagogical
relationships and educational communities. Only if the
teacher, as the authority, practices and embodies non-
violent principles, despite institutional constraints (e.g.,
the hierarchical system of schooling in most countries),
can it become possible to educate about, for, and through
nonviolence. Ultimately, every member of a community
becomes an important site for enacting nonviolent dynam-
ics. Nonviolence is situated in the web of relationships, not
only vertically, but also horizontally, between and among
different individuals and groups. When it becomes the
major orientation of a community in all directions, non-
violence can be fully practiced and have rippling effects.

Nonviolence is “a feminist issue” (Pinar, 2009, p. 68).
Jane Addams’ intellectual and life history, both in estab-
lishing Hull House to engage a democratic, communal life
and in leading peace movements at national and interna-
tional levels, demonstrate this fact (Knight, 2005, 2010).
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It was women who joined together during the First World
War across enemy camps, ignoring the battle lines of
the war, to work together for peace and to pressure their
respective governments to negotiate, leading to the estab-
lishment of the Women’s International League for Peace
and Freedom. As its president, Jane Addams called for
creating new channels to establish a “new international-
ism” (Knight, 2010, p. 202) for peace. Addams’ effort was
not an isolated act, as Ian Harris (2008) points out: “many
leading peace educators in the early twentieth century
were women” (p. 17).

A twenty-first century example is the Liberian Wom-
en’s peace movement, which, in 2003, ended a bloody civil
war of more than a decade’s duration (Disney & Riticker,
2008; Gbowee, 2011). Their nonviolent protests, organ-
ized efforts, and persistent involvement in democratic
elections not only ended the civil war but also elected the
first female president in Africa in 2005. These nonviolent
activists understood that peace is not a discrete event, but
a process of daily engagement in democratic life. In this
case, motherhood subverted patriarchal warfare through
women uniting together across class and religious dif-
ferences to work for peace. The notion of maternity here
is not the traditional notion of isolated reproduction and
care-giving in a nuclear family, but a communal notion
of motherhood working for social change. Danielle Poe
(2010) gives another example of a mother, Naar-Obed,
who participated in nonviolent activism and was held in
prison, away from her two-year-old daughter (who was
cared for by her partner and the community).

Women’s influence has also been reflected in the for-
mation of philosophical thought. According to Xiaopeng
Zhu (2009), in contrast to Confucianism, which followed
the hierarchal and patriarchal society of three ancient Chi-
nese dynasties, especially the Zhou, Taoism went back
even further, before the Zhou dynasty, to reach into mat-
rilineal culture. If so, it would not be surprising that the
Tao Te Ching emphasizes the power of the feminine and
maternal, not only incorporated into Chinese literary and
philosophical traditions, but also directly embodied in a
long history of women intellectuals’ works (Wang, 2008).

The gendered implications of nonviolence require
a separate essay, but I can point out here that the inter-
connectedness and compassionate aspects of femininity
(existing in men as well) should be embraced by both
women and men in order to create a more loving society.
Mohandas K. Gandhi’s grandson, Arun Gandhi (2003),
credited three women for influencing his grandfather’s
commitment to nonviolence: his mother, Putliba, who
taught M. K. Gandhi “inner discipline that comes through
spiritual awareness” (p. 28), a babysitter, Rambha, who
taught him how to overcome fear, and his wife, Kastur,
who taught him about nonviolent responses in her own
relationships with him. While Gandhi fought for inde-
pendence from British rule, he also fought against the
oppression of women and “untouchables,” insisting that
any source of oppression cannot be tolerated.

Nonviolence is both internal and external, and it is
fundamentally an educational project. In fact, many philo-
sophical, cultural, and spiritual traditions emphasize the
internal search for peace and nonviolence as the bridge to
collective efforts to transform the world. As Christopher
Key Chapple (2007) explains Jainism, its emphasis is on
personal discipline and strict observance of the nonvio-
lence ethic, and public engagement is secondary. In Islam,
according to Rabia Terri Harris (2007), the word * jihad,”
quite contrary to the Western public understanding of it as
“holy war,” means struggle or effort, including “the Greater
Struggle—the inward effort” of confronting ourselves and
“the Lesser Struggle—the outward effort of confronting
social injustice” (p. 108). The emphasis, again, is on the
effort to transform oneself first. In Confucianism, Taoism,
and Buddhism, inner peace is the basis for outer peace.

The important role of education is made evident in
such an emphasis on personal transformation as the basis
for social transformation. Education here is defined in a
broad sense as cultivating nonviolent orientations from
within and transforming internal negative energies, not in
the narrow sense of schooling, although school curricu-
lum should be part of the project. (Unfortunately, school
curriculum mostly focuses on warfare and other forms
of violence versus peace and nonviolence: see the Gem-
stone Peace Education Team’s work, 2008). If we read the
biographies or autobiographies of nonviolence and peace
activists—Jane Addams (Knight, 2005, 2010); Nelson
Mandela (1994/2003); Martin Luther King, Jr. (1998);
Mohandas Gandhi (1927 & 1929/1993); and Leymah
Ghowee (2011), the leader of Liberian women’s peace
movement—we can see that all have gone through an
internal journey before and during their engagement with
political activism. For instance, both Jane Addams and
Leymah Ghowee had to undo gendered violence imposed
upon their lives in different historical periods and in differ-
ent forms. Their inward journeys were painful at times, yet
illuminating of an upward movement of the human spirit.
It is this type of education that we should advocate in our
educational work both in and outside of schools.

While unlearning is an important part of learning to
shed the effects of violence both internally and externally,
could we also teach our children and youth nonviolent
principles? What might happen if the content, purpose,
and means of education were united through nonviolence?
If we participate in internationalizing curriculum studies,
is not nonviolence education an inspiring vision for which
we can work together? An educational project of nonvio-
lence involves intellectual, emotional, social, and spiritual
cultivation of personhood situated in history and culture,
and the message of nonviolence should be embodied in the
heart of curriculum studies.

By defining the notion of nonviolence, I hope that by
now it is clear why I advocate nonviolence in internation-
alizing curriculum studies. Simultaneously incorporating
the ideals of democracy, justice, or equality and going
beyond their individualistic basis (see Ted Aoki’s [2005]
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analysis of these ideals as rooted in the individual), non-
violence constitutes an inherent mechanism for working
through violence for a better life for all members of this
world and this planet. Not negating the importance of those
ideals that come largely from Western political and social
history and have become the shared heritage across the
globe, I see nonviolence as a thread that weaves through
many non-Western and Western countries and cultures and
thus may heal the divide between East and West, North
and South, or the first, second, or third worlds. It belongs
to the vital, life-affirmative, and best part of each culture
and may have the potentiality to unite us across differences
to co-create more compassionate and creative expressions
of humanity.

Different Approaches to Nonviolence Education

Nonviolence education is closely related to peace educa-
tion. Humans have taught each other how to solve conflicts
without violence throughout history, but peace studies as
a formal program was historically rooted in international
studies and initiated after World War II (Harris, 2008;
Hakvoort, 2010). To a great degree, peace education is
about establishing nonviolent international, cross-cultural,
and multicultural relationships in the midst of conflicts
(Bajaj, 2008; Lin, Brantmeier, & Bruhn, 2008; Iram,
Wahrman, & Gross, 2006; Salomon & Cairns, 2010a).
As scholars suggest (Galtung, 2008), peace education has
lagged behind peace research and peace movements, but it
has developed rapidly for the past several decades.

There are many definitions of peace education but, as
Gavriel Salomon and Ed Cairns (2010b) point out, the
underlying idea is that “peace education is to negate vio-
lence and conflict and to promote a culture of peace to
counter a culture of war” (p. 4). Peace education involves
cultivating knowledge, skills, and attitudes that can lead to
peace rather than to violence through a formal curriculum
or community-based activities (Gemstone Peace Educa-
tion Team, 2008; Hakvoort, 2010). Education for and
about peace is its primary message. Originally dealing
with the causes of war and its prevention, peace educa-
tion has recently evolved to embrace new paradigms that
locate unity (Danesh, 2010) or harmony (Brantmeier &
Lin, 2008) as the center of attention and shift the focus
from negation to creation. As Edward J. Brantmeier and
Jing Lin (2008) argue,

Peace is to be understood as both a process and result of
balance and harmony that is negotiated and renegotiated
over time. It inherently transcends duality and dichotomy.
In other words, peace is not “lack of” this or “absence of”
that, but a balance, harmony, and interplay of opposites
that constitute a living, ongoing interdependent dynamic.
(p. xv)

This definition of peace is compatible with the concep-
tion of nonviolence rooted in nonduality. Within peace

studies literature, nonviolence is often perceived as a means
through which to achieve the end of peace; nonviolence
education is considered one aspect of peace education (de
Rivera, 2010). But I approach nonviolence, a nondualistic
cultivation of interconnectedness and creativity, as funda-
mental, not merely instrumental, to all education. I think
that the content, means, and purpose of education should
be united through nonviolence, and that the message of
nonviolence must permeate all dimensions of education
to fully play out its potential. Moreover, I prefer ““ non-
violence” rather than “peace” due to its clear-cut position
against all forms of violence, which includes “negative
peace,” which Martin Luther King, Jr. (1961/1986, p. 50)
defined as repressive acceptance of racial oppression. Fur-
thermore, I think nonviolence has a broader meaning and
significance for education while peace is usually perceived
as an opposite to war.

Nonviolence-oriented education requires a radical
approach of curriculum transformation. We usually per-
ceive violence as physical aggression, but violence is much
more than physical, and many practices at schools are
impositional rather than educational, such as the labeling
and tracking of students, concentrating on students’ intel-
lectual development at the expense of emotional growth,
constraining their freedom to explore through standardi-
zation, teaching narrow-minded ethnocentric nationalism,
and glorifying war, to list just a few. To contest such impo-
sition and to challenge its basis in dualism, the educational
system, teaching contents, and pedagogical relationships
all need to undergo transformation to locate wholeness,
integrity, complexity, embodiment, and freedom at the
center of educational practices. When the integrative
power of nonviolence plays out in multiple dimensions
of education, differences do not lead to violence but to
the expansion of horizons of students to adopt new lenses,
form new relationality, and acquire new knowledge. Even
if conflicts emerge, they can be resolved peacefully, as evi-
dent in the three approaches to nonviolence education that
I review next.

Human Rights

At the beginning of the United Nations’ International
Decade for a Culture of Peace and Non-Violence for the
Children of the World, the UNESCO published Jean-
Marie Muller’s (2002) “Non-Violence in Education.”! This
philosophical text represents a vision that many conflict
resolution education and human rights education efforts
adopt, initiated by various international organizations.
Based upon the Universal Declaration of Human Rights
in 1948, teaching the ethics of non-violence to children
and students is based upon “respect for and the dignity of
each and every human being” (p. 8). Associating nonvio-
lence with democracy and human rights, Muller (2002)
further claims that “all anti-democratic ideologies are
associated with the ideology of violence” (p. 9). Defin-
ing the notion of violence and non-violence, he suggests
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that nature and culture are not opposite to each other, and
human nature is not a given but interacts with culture,
and that the important issue is “which part of ourselves
we decide to cultivate, both individually and collectively”
(p. 60; emphasis in original).

The question of what to cultivate is essentially related
to the question of education. Educators need to teach chil-
dren how to think critically, how to embrace democratic
values, and how to find alternative ways to solving con-
flicts constructively. In dealing with bullying and violence
at school, Muller emphasizes the role of mediation and
by-stander intervention. When everyone participates in
breaking the cycle of violence, bullying and violence are
less likely to happen, or when they happen, they can be
resolved in educative ways. Muller also argues that the his-
tory of non-violence is absent from school textbooks and
official speeches but must be taught if we want to create
a culture of nonviolence to replace a culture of violence.

This assertion of everyone’s rights and following non-
violent and constructive ways of dealing with conflicts is
an individual-oriented approach. While creating a culture
of non-violence emphasizes the role of a community, the
community is perceived more or less as the sum of individ-
ual persons. This orientation comes predominately from
the principles of Western philosophy, even though Muller
also explicitly draws upon Ghandi’s principles. Ghandian
nonviolence is based upon the notion of the unity of life,
in which relational dynamics are essential, characterizing
the second approach, as I discuss next.

Relationality

While Indian educational history embodying the principle
of Ahimsa has existed for a long time, modern schooling
in India has been westernized. However, Takuya Kaneda
(2008) identifies four modern educators—spiritual lead-
ers—who set up residential schools compatible with
traditional teachings of Ahimsa but different from the main-
stream schools in the twentieth century. I briefly review the
nonviolent principles of their educational efforts.

Ravindranath Tagore’s (1861-1941) experimental
school, Santiniketan, was located in a peaceful environ-
ment away from busy city life in order for students to
experience oneness with nature. Tagore emphasized the
role of meditation and aesthetic sensitivity with a school
life filled with creative artwork such as poetry, painting,
music, dance, drama, and literature. For Tagore, “the true
principle of art is the principle of unity” (quoted in Kaneda,
2008, p. 178). Sri Aurobindo (1872-1950) thinks that
“nurturing inner peace is an essential part of an integral
education” (Kaneda, 2008, p. 180). His integral education
is fivefold, including physical, vital, mental, psychic, and
spiritual education. The role of silence and stillness for
achieving a peaceful mind is emphasized, and the growth
of inner peace is the goal of education.

Jiddu Krishnamurti (1895-1986) emphasized the
importance of the individual’s inward transformation,

argued for “the necessity to be aware of violence within
our minds” (p. 182), and called for going beyond nation-
alism, organized religions, and identity politics, which
lead to conflicts and violence (also see Kumar, in press).
In Rishi Valley School, simple lifestyles, optional yoga
classes, farm work, and community service (Kaneda,
2008; Piirto, 2008) all contribute to students’ well-being.
Sri Sri Ravi Shankar (1956-), a contemporary leader, has
conducted various educational endeavors to help children
and teens to “effectively handle stress and negative emo-
tions such as fear and anger and to live harmoniously with
others” (Kaneda, 2008, p. 184). He advocates educating
children holistically through the interconnectedness of
body and mind. He believes that the natural tendency of
our consciousness is “essentially to be at peace” (p. 185).

From these modern and contemporary examples, we
can see that the underlying message is the nonduality of
body, mind, and spirit and the wholeness of life. When
such nonduality is at the center of education, the unifying
force of life—nonviolence—permeates students’ intellec-
tual, emotional, social, and spiritual life. Here, personal
cultivation goes hand in hand with going beyond a sepa-
rate sense of the individual self to be in communion with
others and with nature, through stillness, meditation, yoga
practices, and aesthetic activities. While such an orienta-
tion happens in alternative school settings, these leaders
don’t present “systematic curriculum structures to embody
their educational visions” (Kaneda, 2008, p. 188) but adopt
various forms as beneficial for integrating body and mind,
and self and other. In other words, the principle of nondu-
ality can be implemented in regular schools if the vision
of nonviolence is shared by teachers, staff, and adminis-
trators. Many reform efforts across the globe focusing on
educating “the whole child” are compatible with such an
orientation.

Community

Based upon the nonviolent principles of Gandhi and Martin
Luther King, Jr., community-based efforts through youth
outreach programs, extracurricular activities, or internet-
mediated global nonviolence youth alliances have been a
mode of nonviolence education in the United States and
international settings. Although they don’t receive main-
stream attention, their influences have been spreading and
profound. These efforts involve public lectures by nonvio-
lence and peace leaders, film discussions, art exhibitions
or concerts, workshops about nonviolent principles and
practices, and other forms of public education. Sometimes
students can obtain school credit for taking such work-
shops, and teachers also can participate in the professional
development workshops to learn the lessons of nonvio-
lence and how to incorporate them into the curriculum.
Different projects have used different creative strate-
gies. For instance, the Teens on Target program in Oakland
first trains high school students on violence prevention and
then lets them teach middle school students, with the hope
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that the message of non-violence will have more influence
when it comes from peers (Federis, 2012). Another exam-
ple is the nonviolence education and training provided by
the Martin Luther King, Jr.’s Center for Nonviolent Social
Change. The King Center has been developing its K-12
school curriculum, “which strives to not only describe Dr.
King’s life and accomplishments, but to impart his timeless
teachings of nonviolence and service” (see http://www.
thekingcenter.org). Educators around the world can learn
how to weave the message of justice, peace, and nonvio-
lence into their daily teaching through its online resources.
Some centers or institutes, such as the Metta Center for
Nonviolence Education (www.mettacenter.org), oriented
by Gandhian nonviolent principles, use webcast courses
to reach a wider audience.

Such community-based efforts are not new; they have
had a long history. The women’s settlement movement,
such as Hull House in the Progressive era, is a good exam-
ple. The educational function of Hull House was to create
a democratic, communal life in a poor neighborhood
through classes, activities, and services for immigrants.
Through many years of dedicated work, Jane Addams was
able to “perceive the connections between different kinds
of oppression” (Knight 2010, p. 96), including the links
between social injustice in the domestic realm and war-
fare in the international realm. Thus she advocated “newer
ideals of peace” (Addams, 1906/2007), which reject a
“peaceful” society based upon class and gendered oppres-
sion or conquest of other nations, but favor a dynamic
notion of peace as “the unfolding of worldwide processes
making for the nurture of human life” (p. 131). Her peace
activism at various levels was guided by this vision. The
community-based education at Hull House still has much
to offer for nonviolence education.

Today, very few U.S. school programs adopt the lan-
guage of nonviolence, although individual teachers
sometimes choose to integrate teachings about Ghandi
or King’s nonviolent resistance movements in their cur-
riculum (Coghlan, 2000; Gill, 2000; Fishman, 2003).
Educational activities that are not school-based can
become powerful sites for spreading the message of non-
violence, and the collaboration between community and
school can infuse positive energy into schooling.

These three approaches intersect between and among
one another, and nonviolence education activism usually
blends different approaches. While the starting point might
be different, be it individual, relationality, or community,
the issue is how to deal with differences nonviolently to
promote the welfare of all students. Respect for others as
individuals must be combined with the effort to transcend
ego boundaries; otherwise, such a respect can easily retreat
into self-defense. We need to combine all approaches to
fully realize the potential of nonviolence, not only in dis-
solving violence but also in fostering an open-minded and
loving community that does not lead to violence in the first
place. Histories, principles, and practices of nonviolence
must be taught; educational violence at schools must be

deconstructed; and a shared vision of a nonviolent world
must be fostered. Only through a systematic re-envisioning
of education can nonviolence education be fully imple-
mented. But we can start from different beginnings, small
or big, and proactively infuse nonviolent principles into
different dimensions of education.

Nonviolent Relationality and Internationalizing
Curriculum Studies

Because curriculum is the heart of education, connect-
ing macro and micro levels, nonviolence needs to be at
the center of curriculum studies to influence the educa-
tional network. If we cultivate a “new internationalism,”
as Addams challenged us to do, then nonviolently mobi-
lizing organic relationships within and across the local,
the national, and the international becomes important. To
envision nonviolent relationality as the central thread of
internationalizing curriculum studies, I discuss the issue
of power, identity, and difference in their relationships
at various interactive levels of the local and the global as
follows.

In the first edition of this Handbook, William F. Pinar
(2003) discusses the importance of focusing on education
and curriculum, rather than international political ten-
sions, for the internationalization of curriculum studies.
If we have scholars acting as if diplomatic representatives
of their own countries, the intellectual and educational
possibility will be lost in power struggles. Actually, in
political and social movements, the egocentric pursuit
of political authority and control, either for an individual
or for a group, can hardly lead to any success. Ghandi
(1942/2007) specifically points out that the nonviolence
movement is “not a program of seizure of power” but “a
program of transformation of relationships” (p. 40). In the
Liberian women’s peace movement in 2003, they adopted
the strategy of not criticizing the political policies of the
dictatorship—even though there were more than plenty
to criticize—but demanding of peace unyieldingly and
wholeheartedly (Disney & Riticker, 2008; Gbowee, 2011).

Paradoxically, the key to winning social and political
victories in nonviolence movements is to abandon the
politics of power struggle and instead to mobilize every
participant in the powerful process of transforming the
nature of relationships from dominating/being dominated
to organic interconnectedness. If we cannot go beyond the
confinement of national, group, or individual self-interest,
there is no possibility of achieving “heart unity” with oth-
ers who are distant or/and different from us. Here it is
essential not only to dwell in international space, but also
to move towards transnational space.

The inter-space and trans-space are both important for
creating nonviolent dynamics of the local, the national, and
the global through transforming relationships. The term
“international” acknowledges the “in between” fluid spaces
where multiplicity and differences are neither excluded nor
self-contained. Moreover, internationalization as a concept


http://www.thekingcenter.org
http://www.mettacenter.org
http://www.thekingcenter.org

A Nonviolent Perspective on Internationalizing Curriculum Studies 73

supports the decentering of both the national and the
global through a focus on interaction and relationship that
lead to the transformation of both locality and globalness.
To borrow the language of chaos and complexity theory
(Doll, 2012), the newness of the global comes from a
dynamic interaction of local parts. Also as Peter Hershock
(2009) argues, it is a fallacy to assume that “whatever is
good for each and every one of us (individually) will be
good for all of us (communally or ecologically)” (p. 156)
since what is good for the local may become detrimental
to the ecological or the global. Therefore, the global as the
whole is more than the addition of the national or the local,
but emerges from interactive dynamics and is marked by
organic relationality.

Noel Gough (2003) suggests that “internationalizing
curriculum inquiry might best be understood as a pro-
cess of creating transnational spaces in which scholars
from different localities collaborate in reframing and
decentering their own knowledge traditions and negoti-
ate trust in each other’s contributions to their collective
work™ (p. 68). The very usage of “trans-” indicates both
an intense experiencing of the boundary and an effort to
go beyond that boundary. Such transnational spaces not
only sustain hybrid movements but also support embodied
work to negotiate collaborative trust. Nonviolence edu-
cation must be an embodied process. Sherry B. Shapiro
(2002) asserts that it is the joy and suffering of the human
body that extends “beyond the boundaries of nationality,
race, ethnicity, gender, social class, or sexual or religious
preference—all the ways of marking ourselves off from
others” (p. 149). Peace and nonviolence education need to
sensitize us to the collective body, and pedagogically we
need to begin with the body as the connector between the
public and the private, and between social identity and a
wider shared experience.

In such dynamics of international and transnational
movements, identity is destabilized, power struggles are
displaced into fluid modes of relationships, and nonviolent
relationality across differences become multidimen-
sional—both horizontal (among the local) and vertical
(between the local and the global), and both top-down
(from the global to the individual body) and bottom-up
(from the local to the international)—to form a network
of nonviolence. Instead of intensifying the fragmentation
(due to dualism) that marks the fragility of the modern life
we share, the nonviolent modes of relationality we choose
to establish can contribute to the integrative potential of
the network.

For the dynamics of intergroup relationships within
the national, I reference the American field of curriculum
studies as an example due to my familiarity with it. Pinar
(2013) identifies “power, identity, and discourse” as the
key concepts of the reconceptualized curriculum field
in the United States, but he suggests that these concepts
have become assumptions—due to their success—and
that these newly taken-for-granted concepts have ten-
dencies toward totalization and reductionism. Now the

assumption that “power predominates, that identity is cen-
tral, and that discourse is determinative (e.g. our research
provides only narratives, never truth)—are widely shared”
(p. 8). Accepted as given, they have become “abstractions
split off from the concrete complexity of the historical
moment” (p. 8) and exhausted in self-referentiality. Ironi-
cally, the central emphasis of identity leads to the casualty
of individual agency and subjective specificity.

As both an observer and participant of the American
field of curriculum studies who came from China in 1996,
I also would like to add another causality: organic rela-
tionality. The complexity and richness in the singularity of
each individual or group coexists with the complicated and
organic relationality of humanity and life, and when one
side of the coin is undermined, the other side deteriorates
as well. While Pinar (2013) discusses the proliferation
of “uncertainty” and “dispersion” in post-structural dis-
courses and their effects, I also think the distance between
self and other stretched by the post-structural discourses
of otherness and the unknown Other may lead to the dif-
ficulty of not being able to bring self and other back into
the fabric of relationality (Wang, in press). In addressing
“difference-centered politics of recognition and respect,”’
drawing upon the Buddhist philosophy, Peter Hershock
(2009) argues for “a concerted shift from considerations
of how much we are the same or different from each [sic]
another to how we might best differ for one another”
(p. 160; emphasis in original).

In a nondualistic, nonviolent view, subject and object,
body and mind, and self and other exist interdepend-
ently. Hershock’s perception of differences as essential
for mutual contribution and shared welfare, as some-
thing positive that should not be erased or elevated, but
as a part of a relationship network, is a challenge not only
to the liberal notion of the individual as autonomous,
but also to the identity politics of static diversity or the
postmodern radicalization of singularity. The nonviolent
relational dynamics of “differing for” rather than “differ-
ing from” are particularly imperative under the context
of a profoundly shared sense of crisis in American public
education. While particular differences such as racial or
gendered differences must be discussed, the discussions
need to orient towards changing our ways of relating to
others and addressing the root course of social violence,
rather than fixing on any particular social identity. Nonvio-
lence cannot exist without social justice, but social justice
for one group at the expense of the welfare of others does
not do justice to the shared human struggle for the com-
mon good of all.

Confronting the crisis in American public education, I
suggest that challenging the violence of the conservative
forces and working through the depressive position of edu-
cators in relation to the external attack from non-education
sectors, we are called to form nonviolent relationships
among different social groups and their affiliated scholarly
camps. Identity-based struggles, when contextualized in
the interconnected web of life, have played a progressive
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role in the field. However, without contextualizing and
complicating one’s own investment in a broader project
of education for all, without taking a step back from one’s
own particular subjective positioning to see a bigger pic-
ture, any fixation upon one group’s struggle—along or
within the lines of either race, gender, class, sexuality,
nation, or other social factors—at the expense of the col-
lective good arrests democracy as an unfulfilled dream.

If we can initiate and participate in nonviolent dynamics
of “differing for” an educationally informed, compassion-
ate community across local and national borders, we are
also challenging the international domination of American
politics, along with its domestically repressive educational
“reform” demand for raising test scores and maintaining
global control. This suggestion is certainly not about sub-
suming diversity into uniformity, as any network has room
for breaks and fragmentations. The organic relationality
of nonviolence welcomes differences and does not avoid
conflicts because it has the ability to stretch, transform,
and rebuild.

Moving from the national to the international level,
the dualism of “us” versus “them” has played a violent
role in global relationships, and the possibility of moving
beyond such a fixed boundary depends upon our capac-
ity for refusing to dehumanize the other, both the friendly
other and the hostile other. Through the psychoanalytic
notion of “the stranger to ourselves,” Julia Kristeva (1993)
invites us “to recognize ourselves as strange in order better
to appreciate the foreigners outside us instead of striving
to bend them to the norms of our own repression” (p. 29).
If we are aware of our subconscious rather than repress-
ing it, aliens are no longer a threat to us. Kristeva believes
that a transnational or international position is situated at
the crossing of boundaries, which simultaneously affirms
and transcends national borders. The idea of nation “at the
same time affirmed as a space of freedom and dissolved in
its own identity” (p. 32) affirms both the protective func-
tion of identification and the necessity of border-crossing.
Situated at the fluid border, “nations without nationalism”
support nonviolent relationality.

At the boundary of conflicts, international—or inter-
group which is often related to international—education
for peace and nonviolence has focused particularly on
bringing citizens, teachers, students, and youth together
from opposite sides in conflict situations, such as Pal-
estinian and Israeli teachers (Bar-On & Adwan, 2006),
dialogues and multilogues between Indians and Pakistanis
in cyberspace (Naseem, 2008), German-Jewish life-story
workshops (Bar-On, 2010), promoting peace in Northern
Ireland (Gallagher, 2010), and Americans and Muslims
in international hosting programs (Radomski, 2008).
Sometimes tensions are related not only to national/
ethnic conflicts but also religious conflicts in intercultural
contexts. The assumptions of bringing people from oppo-
site camps together is to engage them in dialogues and
trust-building for challenging biases and prejudices and
promoting empathy for others’ pain.

While different modes of curriculum are adopted for
these projects, I highlight one case here. A project of
developing a joint school textbook through the efforts of
peace educators working with both Palestinian and Israeli
teachers was initiated in 2001 in the midst of violence
between these two countries. Because developing a joint
narrative of their histories that can be accepted by both
sides is impossible, the project adopts the strategy of pre-
senting “at least two competing narratives to account for
their past, present, and future” (Bar-On & Adwan, 2006,
p.- 310) and both narratives are presented in the joint cur-
riculum so that students on each side can learn the two
storylines of the history rather than only the familiar sto-
ryline of their own country. The team working on this
project includes two cofounders of Peace Research in the
Middle East—Sami Adwan and Dan Bar-On—two history
professors, six Palestinian history and geography teachers,
six Jewish-Israeli history teachers, and six international
delegates, as well as one Jewish-Israeli observer. The col-
laborative nature of this project is reflected in the choices
of team members, and teachers first worked together to
develop narratives around certain historical milestones and
then implemented this curriculum in their teaching. The
workshops that teachers participated in, sometimes inter-
rupted by violent episodes between the two countries, not
only involved the activities of developing narratives, but
also involved sharing their own stories. The role of emo-
tional work, essential to peace-building efforts (Yablon,
20006), is evident in this case, and nonviolence is a whole-
being experience that involves the intellect/emotion/soul
and the conscious/subconscious/unconscious.

In 2003, the curriculum that had been developed in
Hebrew, Arabic, and English was carried out in teachers’
classroom. According to teachers’ feedback, Bar-On and
Adwan (2006) report:

In general there was a surprise effect by presenting the
two narratives, a surprise that created interest and curi-
osity. We could feel a general feeling of ownership and
accomplishment of the teachers from both sides, in spite
of the deteriorating external situation. They felt that they
are creating something new for the future, which no one
tried to do before. (p. 316)

This team of teachers and researchers ran various per-
sonal risks to carry out this program: curfews, border
checkpoints, and fear of shootings or suicide bombing.
I think their courage to organize themselves to educate
against the grain for nonviolence is not only inspiring for
the future but also transformative of the present. Although
Bar-On and Adwan (2006) perceived this project as in
the “intermediate phase” that would lead to a joint narra-
tive in the future when peace is reached between the two
countries, I find the juxtaposition of two conflicting narra-
tives generally applicable for international, intercultural,
and transnational projects that are not necessarily situated
in hostility and war. Juxtaposition without final solution
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(Miller, 2005) in North American curriculum studies has
become an acceptable way of allowing ruptures and differ-
ences to both mutually challenge each other and bring out
the unknown potential from each other. Juxtaposition can
be an effective strategy of nonviolence education.

As we can see here, the simultaneity of the local, the
national, and the international dynamics is important for
orienting curriculum studies towards nonviolence educa-
tion. The case discussed above, even though involving
a limited number of participants (a dozen educators and
hundreds of students), mobilizes all levels of interaction
towards nonviolent relationality, against the official curric-
ulum of violence. Participants were dealing with religious,
cultural, national, and ethnic conflicts all at the same time,
but they persevered and were able to negotiate out of the
conflicts a space that recognizes differences and opens their
students’ eyes to another view of the shared world. Not just
in wartime, but in time of peace, such a spirit of nonvio-
lent sharing across differences is also important. Whatever
starting point we can begin with, teaching against the grain
for nonviolence, as difficult and at times dangerous as it is,
can spread its influence throughout the network because
nonviolence speaks to the humane aspect of life.

Ultimately, violence and nonviolence are felt by the
individual body, and the fundamental task of education
is personal cultivation. When we discuss global issues,
it is relatively easy to forget the embodiment of interna-
tional, transnational, and global in each particular person,
but that is the site for education, curriculum, and peda-
gogy. One of the differences between education and social
movements is that nonviolence movements need mass
action to have an effect on society, but education can
work on the site of an individual student through an indi-
vidual educator’s efforts. Such an effect of education is
necessarily long-term, through the interplay between the
personal and the global. While mobilizing and transform-
ing the social occurs through destabilizing the personal,
personal transformation is possible only through partici-
pating in societal reform and global change (Ye, 2005). In
today’s world, the international is not an abstract concept
but is embedded in the daily fabric of our lives in both
the “real” and virtual world. If we work together to find
diverse ways of engaging personal cultivation for, about,
and through nonviolence at various levels of education,
we can carve out pathways from the difficulty of the pre-
sent moment—competition-oriented national educational
reform—towards new possibilities.

In the first edition of this Handbook, David Geoffrey
Smith (2003) critiqued the neoliberalism embedded in
the tide of globalization, but he further called for engag-
ing “a new kind of global dialogue regarding sustainable
human futures” and for forming “a new kind of imagi-
nal understanding within human consciousness” (p. 35).
Responding to such a call, I suggest that the grassroots
movements and organizational efforts of nonviolence edu-
cation locally, nationally, and internationally provide such
a vision for internationalizing curriculum studies. Martin

Luther King, Jr. (1960/1986) stated half a century ago:
“The choice today is no longer between violence and non-
violence. It is either nonviolence or nonexistence” (p. 39).
This call is more urgent today. As educators, are we will-
ing to take on the challenge?

Notes

1. “Non-violence” is the term that Muller uses in his writing. The
connotations of “non-violence” and “nonviolence” have a certain
difference with the former emphasizing more the negation of vio-
lence and the latter the integrative potential of nonviolence. I use
both terms in this chapter, following respective uses of different
authors/activists, which often indicate their (different) orientations.
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Curriculum Studies in Argentina

Documenting the Constitution of a Field

S1LvINA FEENEY AND F1rAviA TERIGI

Introduction

Today it is possible to clearly visualize the constitution
of a field of curriculum studies at an international level.
Many are works which, since the 1970s, disclose the main
production centers of curriculum studies and the different
theoretical approaches characterizing the field. Moreover,
the creation of specialized journals and magazines and the
organization of national and international congresses are
evidence of the consolidation of this field.

We consider curriculum studies as a discipline or field,'
in which not only is an object (the curriculum, understood
as a text containing a generalized prescription for schools)
produced, but discourse on such curriculum is produced
as well: expression of problems, debates, and topics that
make an impact on practice.

Although the curriculum subject has been present
within the academic circles of Argentina for some time,
we can assert that there are some distinctive signs of the
constitution of a field that are still missing. For example,
there are still no specialized publications on the subject.
Under the label “curriculum studies,” there are often
works of a disputable specialty. However, there are few
universities in which there are departments specialized in
the subject, which is often presented rather as a matter of
Didactics which, in the local tradition, is focused on the
topics related to the theory of education or educational
procedures, or of educational policy with its focal point
on normative analysis and on macro-educational relations.
The curriculum could be considered as an object belong-
ing to both fields, but we should not overlook the fact that
such a fate would imply the suppression or reduction of
some of its central aspects, particularly its connections
with a diverse and complex field of culture.

At the same time, the centrality that the curriculum
design has gained as a tool for policies of reform of the
educational system in our country, has promoted multi-
ple experiences of curriculum design, some works on
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curriculum assessment, and the formation of teams for
research on processes for the implementation of curricu-
lum changes.

In this work, our goal is to present the main issues
regarding discourse on curriculum that we have surveyed
for the period 1983-1998 and to attempt an assessment of
the curriculum field in Argentina.

On the Surveyed Documentation

Within the proposed frame of concerns, we began the
work of collecting the local materials with the objective of
covering the majority of the production of discourses on
curriculum for the period 1983—-1998. In the last 40 years,
we have witnessed a real explosion of theoretical pro-
duction in the international curriculum field, strongly
innovative from the conceptual point of view. Argentina,
which throughout this century has been able to receive and
put itself on a par with every intellectual innovation, has
been late in incorporating those related to curriculum, even
relative to other Latin American countries such as Mexico
and Brazil. If the years of the military dictatorship were
unfavorable for these incorporations, later we understood
that, with the beginning of the democratic transition in the
year 1983 and the consequent additional need for restruc-
turing in the education field, a favorable atmosphere was
created for the incorporation of a series of foreign pro-
ductions that were extremely useful for the analysis of the
problems of local curriculum practice.

In this work, attention shall be paid to theoretical
discourses in those texts that may express ideas and knowl-
edge specialized in the matter in question, generated within
what Bernstein (1993) calls Primary Context. According to
Bernstein, the primary context of production is the place
for the development and production of cultural texts, ideas,
and specialized knowledge, which will be selected for
their transmission. In the secondary context, contents are
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reproduced and transmitted through institutions (schools,
high schools, universities, and institutes), levels, and spe-
cialists (teachers, professors); thus postulating a third type
of context (called recontextualization) in which the organi-
zation of the texts that will be used in the secondary context
is based on the production of the primary context.

Although the curriculum field as a whole may be
formed by the three types of contexts defined by Bernstein
(1993), if we truly want the creation of a field of studies at
a national level, it is essential to understand the role of the
primary context of production, and that context is the main
objective of this work. Regarding this subject, the corpus
analysed includes the discourses on curriculum—in their
primary context—produced by Argentine educationalists
during the period 1983—-1998, which are circulated in the
following formats:

* Books (published in the country by publishers special-
ized in education).

* Magazines specialized in education (in this country,
there are no magazines that are specialized in curricu-
lum, as is the case in other countries). Many of these
magazines belong to Departments or Institutes for the
Research on Education Science from different national
universities of this country.

 Other periodical publications, with significant levels of
reception at the different levels of the school system.

It was also absolutely essential for us to retrieve docu-
ments prior to the time period to be studied, that is, before
1983, and to carry out interviews with some educational-
ists, with the objective of rebuilding pedagogic traditions
that may have influenced the consolidation and present
condition of the curriculum field in this country.

Before presenting the characteristics of the curriculum
discourse in Argentina, we will allow ourselves a brief
digression on the role that—in our opinion—curriculum
studies have played in the broadest field of education. And,
in turn, this digression will allow us to better understand
how the discourse on curriculum has settled in Argentina.

The Growth in Curriculum Studies: Towards the
End of Educational Utopias?

It seems reasonable to assert that the growth in curriculum
(the focal point of the education reforms in Western coun-
tries since the 1980s) and in curriculum studies expresses
some kind of response to the criticism issued about the
function and the value of school. We agree with Dussel
when he says that “Recovering the cultural contents and
the notion of transmission within the teaching activity
seem to be relatively agreed ways to face the extended cri-
sis of school systems” (Dussel, 1997:11).

In his work “The End of Educational Utopias,” Mariano
Narodowski (1999) performs an analysis of the transdis-
cursive paradigms of modern pedagogy and points out
several features of postmodern pedagogy. This analysis
is very interesting when it comes to considering the field

of curriculum studies in Argentina. The author holds that
the characteristic devices of modern pedagogy have under-
gone a sort of mutation in the so-called postmodern era.

One of the characteristic devices of modern pedagogy is
that of educational utopias. The function that these utopias
provide is to delimit great finalities that guide the order
of practices and tend to legitimate different proposals. In
modern pedagogy, it is possible to find two dimensions in
the formulation of utopias: one related to social order and
the other related to the education activity itself.

During the last years of the twentieth century, we can
see a growing vacancy of utopian postulations that may
tend to provide totalizing responses. A review of current
pedagogic literature shows that pedagogy has lowered its
strongly disciplinary tone, which used to guide and, at the
same time, properly establish what was right, what was fair,
and what was true in the education of children and young
people. It seems that the crisis in school culture entails
the possibility of conciliation between the traditional
ideological antagonists, those who are now adversaries,
exponents of difference, tolerant, and respectful of the oth-
ers. Whereas old modern educationalists objected to being
combined with the others because that would, presumably,
diminish their critical capacity, educationalists of the post-
modern condition of culture opt for certain positionings as
long as they can maintain their identity.

We could say that, at the beginning of this century,
there are two different theoretical paths. One recognizes
its origin in the critical theories of education. On this path,
the sociopolitical utopias of pedagogy—although they
are no longer totalizing—have burst out in favor of the
understanding of singular elements: class, ethnic group,
gender, and cultural option. What the utopian scholars
once wanted to discipline within a uniform frame must
now be respected and preserved.

On the other path, the utopia of “what for” shuts itself
away within the utopia of “how.” Along this line, some edu-
cationalists attempt to build an educational will capable of
rationally directing the education of children, stimulated
by new technologies, by scientific achievements in the
field of cognitive psychology and, often, by the prescrip-
tions about what to teach and how in the curriculum.

An event that clearly shows the tension between the
paths to be followed is the case of the change in the title
of the journal Curriculum Studies to Pedagogy, Culture
and Society. In the words of Hamilton (1999), one of
the important reasons for the change in the title is that
the Anglo-American conceptions of curriculum have
become both limited and limiting. Since Curriculum Stud-
ies was established in 1993, the theorizing on curriculum
has become numb. It has lost contact with more profound
topics that for centuries have inspired pedagogy and
didactics. It has been reduced to issues on the content of
education and its distribution within school classrooms.
The idea that a curriculum might be a vision of the future
and that, in turn, matters of the curriculum might be
related to human education, has become peripheral. The
short-term question—what should they know?—came to
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replace the strategic curriculum question: what should
they become?

The curious aspect of this is how different countries of
Latin America have gradually taken a stand as regards cur-
riculum studies. Regarding this subject, the cases of Brazil
and Argentina, for our region, are really significant examples
of very different theoretical positions in curriculum studies.

Tomaz Tadeu da Silva (1999a), one of the most impor-
tant curriculum theorists in Brazil, suggests a curriculum
conception based on a dynamic notion of culture, under-
stood in terms of creation; in terms of production within
a context of negotiation, conflict, and power relations. In
another one of his works together with Moreira (Moreira
and da Silva, 1999) the authors mention subjects and
issues—old and emerging—in the field of curriculum in
Brazil. Among them, the concept of hidden curriculum, not
from the point of view of its frequent and easy use—which
has led to a certain trivialization of the concept—but with
the purpose of denaturalizing and historicizing the curricu-
Ium in order to propose alternatives that may transgress the
existing curriculum order. They also express the need to
review the disciplinary structure that seems to be one of the
untouchable elements of the curriculum, especially for the
purpose of understanding that this is one of the problems
that has had such a profound impact that it contributes to the
indifference that the school curriculum shows to the ways
in which “popular culture” (television, music, videogames,
and magazines) is presented to young people and to adults.
It also highlights the role of new technologies, not only as
regards the transmission of knowledge, but as regards the
specific contents of knowledge as well.

Although these debates have taken the center stage
within the field of curriculum studies today, they can only be
slightly related to certain issues that are part of the curricu-
lum discourse in Argentina. We can assert that the situation
of the “Argentine field” is rather different from the subject
matters that are characteristic of its international peers.

Main Notes of the Discourse on Curriculum
in Argentina

What are the central issues and debates in the field of
curriculum studies in Argentina? What is the role of
curriculum specialists? What are the features of the intel-
lectuals and scholars who work in this field?

Between the years 1983 and 1998, 29 books on curricu-
lum were published and 25 articles on this subject were
written in academic magazines specialized in education.
The progression year by year tells us that, for the studied
period, the publication of books on curriculum has only
recently begun to show a significant increase in volume
since the year 1994, with a similar situation in the case of
magazine articles.

If we analyze the list of authors of books and magazine
articles, we will not find significant recurrences. There are
only a few cases of authors who have published articles
in magazines about something which, prior to or after its
publication, became a book on that subject matter.

If we consider the subject matters, in our country there
is a concentration of theoretical production on curriculum
in the subject matters of design, development, and innova-
tion of the curriculum.

Up to the present day, we have seen a significant separa-
tion of knowledge as regards the curriculum: the surveyed
discourses account for a wide range of subjects with little
development about the theoretical problems of the field.
Two types of recurrent subjects appear: one that involves
prescriptions about the construction of curriculum design,
and another that is the subject of curriculum innovation.

If we consider the field conceptualization by Bourdieu®
as regards curriculum studies, the interchange among
producers of curriculum discourse in Argentina becomes
difficult since there are no game rules that are common
to all of them: there is no “single market” where intel-
lectual production may circulate. Moreover, the limits that
separate them from other similar fields are not clear: for
example, from Didactics, or from Educational Sociology,
or from Educational Policy).* We can also say that there
is no degree of accumulated capital, a specific capital, the
possession of which may act as a requirement for entering
into the field.

All of this reveals a weak structuring and a low relative
autonomy of the field of curriculum studies in Argentina,
which have such an impact that the decision about what is
researched and how and the assessment of those productions
is imposed from the outside, from other disciplinary fields
with a greater tradition in our country, such as Didactics, for
instance. This characteristic, which we shall call “‘satelliza-
tion,” of the discourse regarding curriculum in Argentina, is
the fundamental feature that allows us to identify the type of
discourse productions by Argentine educationalists.

As we have mentioned earlier, the majority of the pro-
ductions on curriculum, according to their subject matter,
can be grouped in matters of design or matters of curricu-
lum innovation. This seems to be clearly in keeping with
the issues mentioned by Mariano Narodowski as regards
pedagogy in the postmodern era: concerns focused on
how, with a real interest in finding ways to perfect prac-
tice, infallible methods, and educationalists considered as
specialists. This trend is partly justified by the big move-
ment of Education Transformation, which has settled in
our country since the year 1989 and in which everything
related to curriculum policies has played a central role.

Probably, this may also be related to the “satellization”
of curriculum studies, which have been included within
disciplinary fields with a greater tradition in our country.
Understood in terms of negotiation, conflict, and power—
as mentioned by Tomaz Tadeu da Silva(1999a)—the
characteristics of the production on curriculum are gov-
erned by the theorizing practices’ that are considered as
valid by Didactics. If we are within the paradigm of how,
we can expect the production on curriculum to be focused
fundamentally on matters of argumentative logic of a tech-
nical nature.

Certain conditions of the professional field explain the
situation of curriculum theorizing in Argentina. As we have
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said earlier, our country has few university departments on
this issue, and curriculum is usually approached within the
programs of education policy or didactics, the specialists
of which are generally interested in research subjects that
contribute little to the specific study of curriculum issues.
Moreover, there are even fewer research projects, and there
are absolutely no specialized magazines that may encour-
age specific production. For those who are interested in the
curriculum field, the best opportunity for development has
been professional activity, insofar as academic centers pay
little attention to this matter.

On the other hand, the processes of educational reform of
the nineties have triggered the work of curriculum elabora-
tion, so that today, there are many professionals who have
taken part, at least once or for a while, in the elaboration of
a curriculum. As a result, curriculum issues have strongly
become part of the contemporary pedagogic agenda. Today,
we talk about curriculum and about curriculum devices,
whereas years ago we talked about planning, minimum
contents, or study plan. Within the frame of the reform pro-
cesses, the curriculum is outlined as a specific object that is
becoming the focal point of relevant analyses. It is also pre-
sented as a set of contents in the training of future teachers
and professors, which is in line with its importance for the
understanding of contemporary education processes.

It would be beyond the scope of this work to perform
a detailed analysis of the consequences that this prolifera-
tion of curriculum design works has had in the production
of a normative nature on the processes of curriculum elab-
oration. Our goal is to focus on specialists and not, at this
stage, to analyze the Curriculum Reform. Along this sec-
ond line, it would be essential to resort to the analysis of
the texts elaborated by the Federal Education Council and
other technical entities in education in our country.

However, it is necessary to point out that the grow-
ing political importance of curriculum and its impact
on the configuration of new professional entities do not
have a recognizable correlative in curriculum production.
In particular, there has been little change, in the case of
Argentina, in the situation that Feldman and Palamidessi
(1994) defined once as a normative weakness of curriculum
theorizing: the reform processes have not even produced
recognized design procedures, parameters for the assess-
ment of curriculum policies, or research programs aimed
at producing knowledge on the curriculum processes in
their different areas.

Recent Productions

Education discourses and theories regarding education are
placed within the frame of Social Sciences and are affected
by the controversy that has developed around knowledge,
science, the notion of reality, the methodology problem,
scientific validity, and conceptual rigor, which, although
we shall not explain specially, we cannot refrain from
mentioning.

The set of meanings that appears in Social Sciences
and in education as a part of them requires a conceptual
approach that may bear in mind its complexity: like any
discourse on education, the discourse on curriculum refers
to an object that implies a social action and, because of
that, it articulates different functions related to practice,
and it uses a type of code that characterizes it.

Understanding that messages overlap and have referents
in different areas and that despite that they still become a
type of knowledge, which means realizing that the visions
generated from a center tend to deny the differences; that is,
the others. In the case to which we refer, this allows us to
understand why, in our country, the discourse on curriculum
appears as a satellite of the didactic and political discourses.

However, it is our intention to point out the lack of con-
tinuity that is present in what we could consider as the
transdiscursive paradigm of curriculum studies in Argen-
tina. Ruptures regarding certain subject matters that are
beyond the purely technical question (in line with the para-
digm of how) and that do not refer to matters of ethnic
groups or gender or are related to singularities.

Regarding this subject, there are many works which,
since the 1990s, have begun to account for a growing con-
cern about the generation of a space of production and
research on curriculum studies in our country, though late
compared with other countries in our region. These schol-
ars® point out the need to encourage the consolidation of
a space to consider curriculum in Argentina which, as we
have attempted to show, cannot be replaced with other aca-
demic traditions.

All of these works have been frequently published in
academic magazines or in papers in congresses rather than
in a “book” format. Authors who are mostly young work
on different subject matters and from perspectives that
are different from one another. Some of them are more
focused on theoretical issues concerning the normativ-
ity of the curriculum, issues related to teaching practices
regarding curriculum. Others are definitely in favor of the-
oretical reflections and practical actions about what they
call “curriculum in action.”

If a place can be defined as a place of identity, rela-
tional and historical, how can we relate this concept to the
issue we are dealing with? By showing the possibility of
another interpretation of the search for a place for curricu-
lum knowledge in Argentina: trying to understand what
this knowledge is generated around, its genealogical con-
struction referring to an instrument (curriculum design),
and understanding Didactics as a field for reflection, which
is the constituent element in the constellation of curricu-
lum knowledge in Argentina.

Update’

It has been 10 years since we presented some ideas in an
attempt to build up the map of the Argentine body of work
on curriculum on the basis of the fundamental idea that
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curriculum is a field of study and practices of paramount
importance within educational sciences. The almost unin-
terrupted succession of educational reforms revolving
around curriculum that have been imposed by the State
since the 1990s has not been matched by an increase in
the theoretical body of work regarding curriculum. On
the contrary, a noticeable fragmentation can be observed
in the knowledge related to curriculum, manifested in a
wide range of underdeveloped topics regarding theoretical
problems in the field.

When extending the analysis to the 2000-2010 period,
most of the local theoretical body of work can be placed
within the curricular design and innovation category. In
line with the concerns that have marked the thinking of
curriculum in Argentina from the beginning, the pedago-
gists’ theoretical body of work was linked mainly to the
subject of the design and innovation of the curriculum.
Still, certain emphases can be pointed out that relocate the
body of work in the following dimensions:

1. The impact of curricular reforms on school teachers’
and principals’ work has been dealt with in a signifi-
cant number of published papers. Among them, the
following stand out:

* Papers analyzing the meaning teachers attach to
the modifications triggered by curricular innova-
tions. They analyze the way curricular innovation
may or may not foster some kind of change in the
teachers’ work perspective; they aim to show the
new key points in the curricular discourse and pol-
icy (Feldman, 1990, 1994; Gvirtz and Palamidessi,
1998; Terigi, 1999; Lucarelli, 1993; Poggi, 1995;
Gvirtz, 1997; Amantea, Cappelletti, Cols, and
Feeney, 2006; Zoppi, 2008).

» Papers warning against the advancement of less
explicit codes of curricular preparation and admin-
istration. These papers highlight the need to adopt
a regulatory perspective strengthening the ability
to actively intervene in the regulation of practices,
contrasting it with a perspective that supports the
convenience of an implicit intersubjective agree-
ment and favors it over the explicit statement of
arguments and over the value of the regulatory
agreement. Some problematic issues are raised
as to the new curricular body of work, related to
the visibility, consent, and regulatory framework.
(Feldman and Palamidessi, 1994)

2. The curriculum as text (project) regulating peda-
gogical activity. The curriculum shapes the project
on the whole, organizing the school’s educational
activities, determining their aims, and providing
guidelines for teachers’ actions. It results in a series
of philosophical, pedagogical, and psychological
principles that display the general orientation of a
country, region, or institution’s educational system.
The aim of curricular design is to make the project

explicit in advance, i.e., to set out its objectives and
action plan orienting the development of the educa-
tional activities as a whole. Understood as a written
project, the curriculum is a guide and help for those
who are responsible for carrying it out.

3. Papers gathering the approaches of educational soci-
ology—specifically the contributions of Bernstein
and Bourdieu. Also, those papers introducing the
perspective of curriculum history. All of them are
positioned in the productive dialogue between the
pedagogical theories, the curriculum, and the history
of education in the country.

Finally, there is a relevant body of work that has been
written in outreach magazines that have a large readership
in the educational system. These texts feature recommen-
dations on how to implement the new curricula or they
spread research findings from the perspective of special
didactics. Along this line, the magazine Novedades Edu-
cativas stands out. It is a magazine published monthly
and is of interest to professors, teachers, principals, and
supervisors at all educational levels and is also of interest
to students of teacher training courses and of courses of
studies such as educational sciences, psychology, psycho-
pedagogy, and social work.

The materials published in it anticipate macro- and
micro-educational situations; contribute elements for
analysis; suggest opportunities for actions and resources
as well as innovative didactic strategies; provide infor-
mation on alternative experiences and projects as well
as updates and training; cover national and international
events; feature articles on and interviews with foreign
important figures; and provide information on courses,
workshops, conferences, and seminars. Teachers, experts,
researchers, and institutions are continuously being
invited to submit their articles, papers, experiences, and
proposals for publication in the magazine so as to be
shared with their fellows.

The magazine Novedades Educativas has supported
the educational transformation that took place in 1993 and
is currently supporting the succession of policy revisions
by means of articles written by pedagogists, professors,
or other actors in the educational system. Since then, the
magazine has devoted several issues to curriculum, laying
special emphasis on some articles that translate curricu-
lum-related news into real experiences that can be applied
in the classroom embracing the special didactics perspec-
tive as their linchpin.

Although the introduction of curriculum theory in
Argentina has been marked by the rational technical
approach adopted by official discourse, some local authors
give an account of the impact the critical approach has
on the curriculum when it comes to dealing with topics
related to the processes of university curriculum design
and initial education teacher training. There are not many
papers within the Argentine curriculum-related body of
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work that take a critical perspective; however, a series of
papers can be highlighted that follows up Barco’s concern
with design processes in the area of university curriculum
or Remedi’s and Furldn’s concern with teacher training
processes. Along these thematic lines, we can highlight
the work of researchers from several national universities:
La Pampa National University, Entre Rios National Uni-
versity, Del Centro National University and Buenos Aires
University.

Notes

1. The aspects which, according to Schwab (1964) define a theoreti-
cal discipline are: (a) Which are the limits of the discipline field;
(b) Which are the ways in which evidence is provided and the
veracity of certain statements or generalizations; that is, what kind
of methodology is legitimate within a certain field of research,
which Schwab calls syntax and; (c) the identification of basic con-
cepts which guide the research and give rise to generalizations of
different types; that is, the substantive structure of the discipline.
Schwab, J. 1964: “Structure of the disciplines: Meanings and sig-
nificances.” In The Structure of Knowledge and Curriculum. Rand
McNally: Chicago.

2. According to Bourdieu (1995), a field can be defined as a network or
a configuration of relations among positions. The field can be com-
pared to a game: thus, there are bets resulting from the competition
between the players, an investment in the game, the players become
trapped by the game. And if there are no antagonisms, sometimes
ferocious, between them, it is because they place a belief in the
game and the bets, an acknowledgment which is not called into
question (the players, by participating in the game, accept that such
a game is worth playing). In every field there are valid and efficient
cards—called victories—the relative value of which varies accord-
ing to the fields and according to the successive states of a single
field. In every field, there is also a capital that is the efficient factor
of a given field and allows its holder to exercise a power, an influ-
ence, to exist in a determined field.

3. It is appropriate to mention the impact of the disciplinary field of
Education Sociology and the Education Policy in the configuration
of the “field” of curriculum studies in Argentina. However, it is the
central objective of this analysis to refer to the relations that link the
“field” of Curriculum with that of Didactics.

4. Satellite: (From the Latin “satelles”: member of an escort). It is
applied to the state or country that is theoretically independent, but,
in fact, subject to the tutelage of another more powerful, generally
its neighbor. From Moliner, Maria (1994): Diccionario de uso del
espaiiol Madrid, Gredos, vol. II. In the field of curriculum, pow-
erful countries would be represented by Didactics and Education
Policy, whereas the Curriculum would act as a satellite.

5. In the words of Carr (1996), “. . . One of the ways in which we
can begin to take an interest in the relation between theory and
practice as a public process is to consider theory and practice in
terms of social relations and social structures. We could begin by
contemplating these social relations in terms of roles . . . it is not
only about separating the places and times in which to theorize
from the places and times of practice. . . . The analysis of theory
and practice in terms of roles quickly becomes confusing when we
think about the complexity of the relations between the theories and
practices of the so-called theorists and the theories and practices of
the so-called practicalists. We need to clarify exactly what practices
(and whose) and what theories (and whose) are considered in each
moment” (Carr 1996, 33).

6. Some of them are: Sonia Araujo, Marfa Cristina Davini, Silvia
Duluc, Inés Dussel, Daniel Feldman, Mariano Palamidessi, Liliana
Petrucci, Daniel Sudrez, Flavia Terigi, and Ana Marla Zoppi.

7. This update for the second edition of the Handbook was composed
by Silvina Feeney.
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The Curriculum Field in Brazil Since the 1990s

ALICE CASIMIRO LoPES AND EL1ZABETH MACEDO

Introduction

When we earlier discussed the scope of the curriculum
field in Brazil in the 1990s (Lopes and Macedo, 2003),
we stressed the difficulty of defining the boundaries of the
field and from then on defended its hybrid character. At
the time, we emphasized how the curriculum descriptor
encompassed a multiplicity of educational research in the
country, and we used as an example of this multiplicity,
the fact that the database of research groups from a major
Brazilian founding agency (CNPq) includes 117 entries
for the curriculum descriptor, encompassing literacy,
knowledge and culture, specific curricular innovations,
new technologies, interdisciplinarity, theoretical and prac-
tical discussions, and studies on teaching specific subjects,
mostly supported by constructivist approaches.

After more than 10 years, the plurality of theoretical
approaches and objects of study remains characteristic of
the field. The same survey in the CNPq database shows
that 614 groups do research described as related to curricu-
lar discussions or including lines of research in curriculum
studies. Besides indicating the growth of the field, these
data show that thematic dispersion continues. There is a
crossover of both, research aiming at improving teacher
activity in the classroom or in specific subjects involving
school culture or schooling as a whole and investigations
that produce curriculum theory to analyze the different
aspects linked to politics, culture, history, the school daily
life, or the dynamics of knowledge.

We interpreted this plurality as being a result of the
appropriation and educational reinterpretation by a wide
range of sociology and philosophy authors, and it led us to
conclude that it did not fit an epistemological priori defi-
nition of what came to be knowledge about curriculum,
capable of providing predefined boundaries to the field,
regardless of the social practices of legitimization of the
knowledge. We support our study using the concept of
Bourdieu’s intellectual field (1983, 1992, 1998) to argue
that the curriculum field was constituted as a space in
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which different social actors, holders of certain social and
cultural capital in the area, legitimized concepts of curric-
ulum theory and disputed among themselves the power of
defining authority in the area. As an intellectual field, we
understood the curriculum field as a producer of theories
about school curricula, legitimized as such by competi-
tive struggles in the field and their products being, what
Bourdieu terms, objectified cultural capital.

Using this concept, we analyzed the social production
of the field focusing on articles, chapters, reports, papers
presented in events by group leaders, organized in theoret-
ical trends which were capable of bringing together other
researchers around them. We understood that the dominant
power relations in the field are what caused certain contri-
butions to prevail according to their specific interests and
goals. So, our focus then was on social actors with legiti-
macy attained by the presence in institutionalized bodies
and thus capable of having authority to talk about curricu-
lum and also allow other actors, related to them in research
groups, to do the same.

Bourdieu’s perspective contributes to an understanding
of the character of social construction of knowledge about
curriculum and also dispels the classification of curricu-
lar trends reliant on methodological forms or choices of
objects of investigation. Such an approach avoids the reifi-
cation of traits that epistemological theories emphasize by
not understanding knowledge as legitimized by the internal
logic of research, dissociated from power issues. However,
the concept of the intellectual field remains supported by an
idea of structure able to maintain some degree of essential-
izing subjectivities operating within it. The focus on actors
or social groups active in the field entails establishing their
identities as reflections of a given social reality. Actors and
social groups are therefore analyzed as constituted iden-
tities. As much as this reality is understood as a social
construction, identities assume the category of epiphenom-
ena of this reality, making the relational dimension between
identities, reality, and their mutual constitution disappear.
This approach also helps to minimize the importance of the
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political game because the investigation remains focused
on politics as a result of the rational action of essentialized
identities, disconnected from power, conflict, and ontologi-
cal dimensions that update society instituting a difference
(Marchart, 2007; Mouffe, 2005).

Using the theory of discourse and postfoundational
approaches that currently guide our investigations, we
argue that, to overcome these traces of essentialization
still internalized in this first interpretation of the intel-
lectual field of curriculum, we must consider the actors
and social groups as being subjectified in mutual rela-
tions developed in the political struggle for defining
what curriculum means. It is a discursive struggle which
momentarily develops the equivalence between different
subjects depending on the antagonism to chains formed
by differential elements expelled from a given articulation.
For these equivalences, discourses are constituted as inevi-
table temporary fixations.

Laclau (2005) argues that discourse is the primary
terrain of constitution of objectivity because the constitu-
ent elements do not pre-exist the relations of discursive
formation. The relations of combination and substitution
between the elements are made while the discourse is pro-
duced. One can assert that all identity, all subjectivity is
relational, always a process that depends on acts of power,
and therefore, exclusion. In representing signifiers—such
as, for example, curriculum—in a certain way, some mean-
ings are excluded; other possibilities of subjectivity cease
to operate. The full significance is impossible, making any
totality the flawed result of a hegemonization because it is
always constituted by lack.

In questioning the focus of social science research in
the social group, by this being a unit of analysis that does
not incorporate the relational approach and the dynamics of
articulation, Laclau (2008) defends the focus on demands.
Valuing the characteristic ambiguity of the term—as an
affirmation of a need through a request and as a claim to
a right—the author develops the difference between iso-
lated demands, differential particularities that may or may
not be satisfied, and demands that, once being articulated
by equivalence, could constitute a particular subjectivity
in political struggle. The equivalence between demands
ensures an articulation to the extent that explicit needs in
a request are assumed as rights to be claimed in a process
that constitutes the social. Thus, the claim is not expressed
in isolation, but through the process in which social needs
are rendered equivalent by being conceived as rights denied
by an exterior that, in this way, also contributes to define
rights as such. Every exterior is institutive of the border and
identities arising from the articulation, but in this case, the
identification is not due to some kind of essence, but to the
absence that is expressed by the antagonistic exterior.

In shifting this interpretation to the curriculum field,
we chose to consider the curricular demands as our unit
of analysis. Instead of social actors being the centers from
which emanate the approaches and curriculum options
that vie for legitimacy, these approaches and curriculum

options—understood as demands—are produced in the
quest for ensuring certain political purposes of the cur-
ricular field. In this way, they constitute the subjectivity of
social actors and their integration into communities.

The formation of a community curriculum around these
equivalent demands implies at the same time the antagonism
to what is excluded and an opposition to the particularities.
It is by the permanence of this opposition that the game
of difference remains, and the community does not settle
once and for all. The undecidability of the structure remains
because the antagonism has no a priori determination, no
objective sense: it blocks identities and expresses their con-
tingency at the same time that it constitutes them.

The history of the curriculum field can only be the accu-
mulation of sedimentation, always supplemented, which
we call traditions (Mouffe, 1996). When we analyze the
field and elaborate a paper like this one, we state names,
and thereby, subjectify certain groups, building what we
call the curriculum field. We know that this construction
is dependent on our research and our own performance in
the field. The actions in founding agencies, as peer review-
ers, in student advising, in dissertation exams and teacher
selection, and in writing papers are themselves forms of
hegemonizing certain meanings for curriculum, which we
now treat as the expression of this field.

Set apart from the pretension of totality, we try to ana-
lyze some of the articulations constituted, through which
we are also subjectified. We highlight the clash between
post-structural and critical approaches, and within, we
place specific demands around certain themes: knowl-
edge, culture, everyday life, and politics. We understand
these themes as discourses, articulations among cur-
ricular demands with some level of equivalence capable
of hegemonizing certain practices, in which differences
remain operating. We try to give some visibility to this
game between equivalences and differences. Thus, the
chosen themes put together different theoretical discourses
about curriculum in the decades under consideration. They
intersect each other, they dialogue with each other, the
frontiers fade between them. Each theme can be under-
stood as a product of an articulation between different
demands about curriculum that caters to certain political
goals.

To do this, we started exploring the prevalence of
critical theory in the 1980s and 1990s, the transition to
post-structuralism and the various appropriations of post-
structural and postfoundational thought. Next, we analyzed
the sedimentation around the themes already highlighted,
considering the political purposes that ensure these discur-
sive articulations.

Hybridity Between Critical and Post-Structural
Perspectives

In Brazil, the 1980s were marked by the ending of a military
dictatorship that had lasted for 15 years and was charac-
terized by strong economic dependence on international
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organizations, alignment with the United States in regard
to foreign policy during the Cold War, and an internal
nationalist stance in the name of national security. In the
educational field, an entire technical tradition introduced
in the country by international agreements during the dic-
tatorship began to be replaced by Marxist authors. The
Tylerian rationale, as well as perspectives related to the
cognitivism of Bruner and Ausubel, fell into crisis, not
exactly by their exhaustion, but by political changes
through which the country had passed. It was a transition
advocated much more in the political field, unlike what
had happened in the United State, where, although there
was a socio-political environment favorable to the debate,
it also took place in the educational field. In short, we can
say that the field resurged in the 1980s, marked by the
New Sociology of Education (NSE), by North American
Marxist authors like Henry Giroux and Michael Apple, by
the resumption of the thought of Paulo Freire, and by the
historical-critical pedagogy, the latter an educational rein-
terpretation of the Marx dialectical method.'The dialogue
also encompassed authors from the field of sociology and
philosophy, such as Pierre Bourdieu, Antonio Gramsci and
Henri Lefebvre.

Apart from the theoretical debate in the field, curricular
policies of the 1980s were also marked by Marxist theo-
ries. In the early 1980s were the first direct elections of
state governors and then of mayors. The opposition to the
dictatorship made virtually all executive leaders, and in
the field of education, many state and/or municipal cur-
ricular proposals were constructed in dialogue with critical
theory, especially with the historical-critical pedagogy and
the Freirean approach. The debate between these two theo-
retical lines was dominant in the field during the 1980s.

In the early 1990s, the globalization discourse and so-
called neoliberalism, hegemonic in different parts of the
world with the end of the Cold War, was introduced more
strongly in Brazil. The barriers against imports decreased
significantly, stock markets fell, the concern with the con-
trol of public spending increased, and alignment with the
global economy was considered urgent. In terms of cur-
riculum policies, the decade saw increasing attempts by
the central power to control the curriculum, this control
based on the establishment of competence for the inter-
national market and the national (and even international)
evaluation of school performance. This movement in the
field gave rise to a production focused on criticism of
State intervention curricula as well as various aspects that
this intervention involved. The main theoretical matrix
of these complaints was critical. For the most part, this
production was not clearly derived from research but had
political intentions for questioning and dismantling State
intervention.

At the same time, in the first half of the decade, the
field held the critical benchmarks of the 1980s. Reviews
of critical authors—Ilike Young, Apple, and Giroux—were
frequent. Studies on the selection, organization, and distri-
bution of knowledge, emphasizing topics such as ideology

and power, were central, focusing formal curricula more
clearly. Studies of the schooling constituted a second
group of concerns, especially the work of authors who
were devoted to the analysis of everyday school life as a
space for the construction of curricula. In this case also,
the dialogue preferred was in some way connected to the
critical theory of Lefebvre and Bourdieu.

Gradually, the hegemony of Marxist thought shared
space with post-structural perspectives more generically
postmodern.? As of the mid-1990s, it was already possible
to observe race and gender issues being part of the agenda
of the field, but especially the questioning of Modern meta-
narratives, and an increase in Foucault studies. Authors
such as Deleuze and Guatarri, Morin, de Certeau, and
Foucault himself started to tense the Marxist hegemony
in the field. Especially important in this regard, was the
work of Tomaz Tadeu da Silva who brought to the discus-
sion, through countless translations and papers of his own,
the transition between critical theory and postmodernism,
as well as a large number of Foucauldian studies in the
curriculum field. Throughout the second half of the 1990s
and a considerable part of the next decade, Silva retained
strong participation in the publishing market, coordinating
numerous collections for various publishers.

The trajectory of Silva’s work is very expressive of the
movement of the field throughout the 1990s. At the begin-
ning of the decade, the main focus of the author (Silva,
1992) was the analysis of the processes of selection, organ-
ization, and distribution of school knowledge and the place
of curriculum in the dynamics of production and reproduc-
tion of capitalist society. At this point, the author did not
just defend Marxist perspectives like he repudiated post-
modernism as an ideology associated with the triumph of
the right. In 1993, however, Silva (1993) began a process
of dialogue between critical and postmodern perspectives,
identifying ruptures and continuities between them.

Although over the decade and the subsequent one, Silva
has moved away from the idea that, in addition to rupture,
there are similarities between postmodern perspectives
and critical theories, this position initially advocated by
the author was (and still is) one of the strongest marks
in the curriculum field since the 1990s. Critical theory
and postmodernism—and even post-structuralism—have
coincided more or less consciously in the curriculum field
in Brazil. The theoretical movement of Silva, who in the
early 1990s sought to reconceptualize some central cat-
egories of critical thought in the light of post-structural
and postmodern perspectives, can still be felt in many
current discussions of the field. Therefore, it is worth rees-
tablishing how themes dear to the Marxist discussion of
the curriculum field were reread, by Silva, according to
such views, in a double movement that emphasized the
continuities at the same time that it sought “to expand” the
way they were perceived.

Silva (1993) highlights the criticism of meta-narratives
and of the idea of truth as relevant contributions of postmod-
ern/post-structural thought. Still very early, Silva pointed
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out the constitutive character of language in relation to real-
ity and stressed the relationship between knowledge and
power. The ramifications of this set of issues for the curric-
ulum field were explored, however, still in little depth. The
author emphasized the impossibility of limiting interests
involved in the selection and organization of knowledge
to an economic realm, introducing concerns such as race,
gender, and sexuality among those that should be subject to
attention in the curriculum field. Assuming the discursive
approach, Silva also accentuated the idea that the Marx-
ist concept of ideology presupposed true knowledge—and
one unitary idea of truth—and defended the idea that all
narratives were partial, there being no privileged position
(class) for delivering discourses. Accordingly, there would
not be a privileged epistemological point of view, but dif-
ferent non-equivalent discourses, to the extent that the
power relations are asymmetrical.

Despite the defense of a relativistic and unrealistic
perspective of knowledge, Silva approached it from the
concept of social construction of knowledge, present in the
work of Young (1978) and the NSE. Although noting that,
to the NSE, knowledge remains intersubjectively shared
as a referent, the author claims that the post-structuralist
theories are not that innovative. They would deal only with
the passing from weak relativism to strong relativism. To
the author, the process of valuing differences would be
present at the NSE, being radicalized in the post-structural
approach.

This approximation is important, insofar as it explained
Silva’s position that post-structural theories were valued,
using as a reference some central projects of critical
theory, especially its political project. The contradictory
movement undertaken by the author in defense of this
project would represent an important hallmark of the
curriculum field in Brazil. In presenting the postmodern
critique to meta-narratives, Silva stressed the impossibility
of a future project or an education for liberation or eman-
cipation, as critical theories have proposed. He denounced
this claim as a meta-narrative that oppressed the complex-
ity and diversity of the world. In this line of reasoning,
the author criticized modern pedagogy for presupposing
the subject as unitary consciousness, homogeneous and
centered, advocating subjectivity as fragmented, decen-
tralized, and contradictory. At the same time, however, the
author pointed out that the risks to postmodernity, when
highlighting micro-narratives, constituted in a conserva-
tive movement, even bringing it closer to neoliberalism
(Silva, 1995a). In contrast, he proposed a commitment to
a critical educational project.

Silva’s thought, during the first decade of the 2000s,
headed towards attitudes clearly more post-structural, with
a further deepening of relations between knowledge and
power, around Foucault, and between knowledge and rep-
resentation. Also, the theme of identity and difference, and
its unfolding of the concept of culture, is developed by the
author. References to Derrida (Silva, 1993), Deleuze and
Guatarri (Silva, 2005), and even Nietzsche (Silva, 2001)

make the post-structural turning point of the author more
visible, from which he abandons the position that there
is continuity between critical theory and post-structural
thought.

It is not our objective, therefore, that the exercise of
emphasizing the continuity between critical theory and
post-structural thought in Silva’s initial work is seen as
critical to the author. This type of association was carried
out by different authors (Giroux, 1998; Beyer and Liston,
1993; Shapiro, 1993) when entering the post-structural
perspectives in the curriculum field, not being exclusive
to Silva’s work. Our intention is to simply understand
a very present feature in this field in Brazil, namely the
blend between post-structural/postmodern concerns and
elements of critical theory, especially the defense of an
educational project and a certain degree of universalism
or weak relativism. This blend will be our guiding princi-
ple as we explore those that constitute the main curricular
demands of the field in Brazil.

But before we move on to such topics, it is worth
exploring, even in general terms, the movement of the
field from the late 1990s. The post-structural/postmodern
turn constituted a mark in the curriculum field in Brazil
from the second half of the 1990s. For one thing, although
critical theories may appear to inform the bulk of research
on curriculum developed in the country, the control of
publications and spaces for the dissemination of academic
production by hegemonic groups ensures greater visibil-
ity to discussions with a post-structural basis. Secondly,
the updating of some post-structural concerns—covering
topics that are associated with some of society’s demands
for attention to culture and difference, for example—make
its incorporation inevitable, in very different ways, to the
theoretical production of the field. Regardless of the ways
in which the dialogue occurs between the field and post-
structural, postmodern, and postcolonial studies, since the
turn of 2000, writers such as Michel Foucault, Jacques
Derrida, Boaventura de Souza Santos,> Michel de Certeau,*
Edgard Morin, Gilles Deleuze, Homi Bhabha, Stuart Hall,
and Ernesto Laclau have become frequent references.

The analysis of the themes that become more central,
articulating demands of different groups, now suggests
substantial changes compared to previous decades. The
focus on culture, multiculturalism, and discussions of
identity and difference has become one of the most promi-
nent, as well as the most discursive approach of curricular
policies (Carvalho, 2011). Studies of everyday school life
and of alternative curricula to what is called official power
have expanded from the late 1980s and assume a more vis-
ible critique of Modern thought. Discussions about school
knowledge remain important, but come to negotiate with
post-structural concerns and the centrality of culture in
contemporary societies.> Following the trend of the pre-
vious decade, the discourses of emancipation based on
critical knowledge and perspectives exclusively based on
the analysis of the social through economic structure were
virtually abandoned.
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This movement of incorporating post-structural/post-
modern theories and concerns did not eliminate, however,
categories and commitments of critical theories. As we
point out in Silva’s early work, one of the more central
commitments has been a social change that may somehow
be produced by curriculum. The relevance of this commit-
ment is presented in the same way explained by Silva in
the early 1990s: a supposedly inexorable trend of nihil-
istic post-structural and postmodern thought. Thus, the
repertoire of post-structural meanings appears imbricated,
in a more or less diffuse way, to the utopia that curricu-
lum may come to constitute an alternative space for the
expression of innovative and destabilizing subjectivities of
hegemonic discourses. To do this, a subject is designed—
a teacher, a student, a practitioner, a cosmopolitan, a
counter-hegemonic person, an anti-neoliberalist—able to
work in this direction and constitute this curriculum.

Although the subjects projected are diverse in many
different authors, the idea that education is an instrument
capable of producing social change, undertaking a utopian
project, remains. The defense of a schooling project aimed
at social change is perhaps the strongest expression of
critical theories in a field that is characterized by the incor-
poration of increasingly sharp post-structural/postmodern
thought. This is a strongly hegemonic meta-narrative in
the struggles for meaning of what comes to be curriculum.
We will take, for the remainder of this text, four themes
that express the articulation of recent demands of the cur-
riculum field in Brazil—knowledge, culture, everyday life,
and politics—seeking to discern the post-structural/post-
modern shift and prevalence of this meta-narrative.

Knowledge

During the 1980s, the debate about curricular knowledge
was central, involving the clashes between the histori-
cal-critical pedagogy of Dermeval Saviani and popular
education nucleated by Paulo Freire. Agitated by politi-
cal differences in conducting the struggles of the Left in
the country, the most compelling debate in this period
oscillated between the different ways of interpreting the
knowledge of students constructed in social practices.
The followers of Saviani argued that popular education,
in the name of a process of conscientization, neglects sys-
tematic knowledge, undermining the possibility of critical
view of the working classes. That is why they considered
the systematic knowledge as a condition to this criti-
cal view. In turn, popular educational theorists criticized
that historical-critical pedagogy excessively values the
academic knowledge, thus running the risk of separat-
ing the transmission and production of knowledge. These
discussions, even if they did not necessarily develop in
a curricular register, greatly influence the debates of the
field, whether by agreement with one of two positions, or
by opposition to the limits of both.

Thus, curriculum thought in the early 1990s is marked
by issues related to critical perspective around knowledge

as a significant—the connection between legitimate
knowledge, hegemony, and processes of economic exclu-
sion; reasons and effects of the unequal distribution of
knowledge, the naturalization of academic knowledge as
being more valid and more accurate; and questioning the
selection of school knowledge. Authors such as Michael
Apple, Michael Young, Henry Giroux, Paulo Freire, and
Ivor Goodson are the basis of many studies about school
knowledge and the critical-historical perspective, although
questioned for keeping the reification of knowledge and
an evolutive claim of student knowledge through school-
ing remains a reference, explicit or not. There are several
studies in which the main concern is to challenge the nat-
uralization of disciplinary organization and of centrality
in the logical sequence of content (Santos and Moreira,
1995; Moreira, 1995, 1996). Studies that question the hier-
archy between scientific knowledge and school knowledge
through the defense of cultural diversity that can provide
to the different knowledge cognitive configurations and its
own social purposes begin to appear (Lopes, 1999). To the
extent that the post-structural studies are incorporated into
the field, there is a certain shift towards discussions about
culture.

One would expect that over the years, with the deepen-
ing in postfoundational and postcolonial theories, the shift
would be radicalizing and that knowledge would lose its
centrality, passing to be considered one more of many dis-
courses that socially dispute the possibility to hegemonize.
However, considering the studies clearly post-structural
that begin to emerge in the mid-1990s and the following
decades, knowledge still remains a major theme. Interdis-
ciplinarity, different school subjects, planning, and other
pedagogical devices are, among others, some of the privi-
leged themes in the studies of the post-structural matrix,
especially until the early 2000s.

Even more unexpectedly, the defense of knowledge as
a central concern of the field has gained strength since the
mid-2000s. Unlike what happens with a similar defense
conducted by Young (2000, 2009), in Brazil, the critical
matrix, although prevalent, is articulated to post-structural
discussions. It is even possible to say that the defense of
knowledge becomes even more powerful by the articu-
lation between critical and post-structural studies. It is a
defense that attempts to contemplate broader demands, in
conceiving that school quality should include, in an asso-
ciated way, legitimate knowledge and all demands of the
difference associated with discussions of culture (Moreira,
2010).6

In this direction, the importance of knowledge is advo-
cated in the construction of an autonomous identity of the
student and its centrality in curriculum studies, as well
as on behalf of the growing importance that knowledge
plays in contemporary societies, its centrality being sup-
ported in schools (Moreira, 2000; Garcia and Moreira,
2003). At times, there is the return to the idea of “knowl-
edge as knowledge,” questioning its possible limitation as
a tool for formation, awareness, individual promotion, or
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greater humanization of man (Moreira, 2007). To develop
this argument, even theoretical discussions of Dewey are
retrieved in order to emphasize that even progressivism
does not neglect the logic of the disciplines in the defense
of a student-centered curriculum or activities. In response
to the growth of cultural studies, the risk that post-structural
and postmodern studies entail a devaluation of content is
emphasized (Moreira, 2007). To the extent that the forma-
tion of knowledge is characterized as a political formation
capable of acting against economic and social exclusion,
devaluation that postcritical discourse supposedly makes
of politics is connected to a devaluation of knowledge.

Multiculturalism, the concern with analyzing issues
of diversity in school that is placed beyond the teaching
of subjects and deconstructing boundaries between high,
popular, and mass culture is also articulated in this dis-
course (Canen and Moreira, 2001). Also, blended questions
arise around fragmentation of identity and epistemologi-
cal relativism betting on utopias of social transformation
through the effects of knowledge on students. The logic of
articulation of these discourses, on the one hand, is merely
additive—the school has to take account of teaching while
incorporating a contemporary multicultural agenda. On
the other, it seems to develop in order to seek by all means
to defend a quality public school, despite being hybridized
projects that are based on political struggles with different
perspectives.

Thus, there is a slide between a description that takes
into account the challenges of postcritical theory and belief
in a modern project of overcoming the crisis of modern
society. This hybridity remains the same in most current
studies that try to maintain the centrality of knowledge
and school subjects from a matrix that articulates theo-
retical traditions of the history of school subjects, cultural
studies, and theory of discourse (Gabriel, 2008; Gabriel
and Ferreira, 2011). A theoretical proposal is to operate
with the significant “disciplinary knowledge” in its vari-
ous contingencies, in this case considered historical, like
a trace of a sense of the past that is still active at present.
An attempt to move away from what makes the meaning
of subject/school knowledge and science/modern school
equivalent is carried out by weakening the political role
of what is meant by school. But equally, a departure from
the perspectives that understand curriculum as culture, is
attempted by considering, almost tautologically, that in
this focus, curriculum loses its strength (knowledge itself).

The field keeps the focus on the purpose of political
democratization of public school and its almost man-
datory connection with knowledge is established. The
significance of school, knowledge, and discipline are seen
as able to unite democratic demands that are considered
interesting to invest in, given the social policies and the
policies in the field itself.

The discussion about knowledge in the curriculum field
during this period starts, therefore, oscillating between
relativism of acceptance of multiple knowledge sources
as equally valid epistemologically and the universalism

to consider the existence of some knowledge with a truth
value higher than others, based on the most diverse cri-
teria, but in general, linked to emancipatory, democratic
purposes, or social change. Based on this discussion, indi-
viduals that dominate knowledge considered legitimate
and those that dominate delegitimized knowledge are
placed on opposite sides. Also placed on opposite sides, in
an absolute way, are the subjects who select the knowledge
of the curriculum and the subjects that are submitted to a
selection made previously and can only resist or succumb
to that given selection. In turn, curriculum is understood
as a product of the selection of knowledge, making culture
only a contested set of this knowledge.

With the entry of post-structural studies in the field, the
debate becomes more complex, questioning fixed identi-
ties of subjects starts to coexist with democracy projects
that still presuppose that, in some way, a fixed meaning,
and thus, knowledge—and the subject formed by this
knowledge—to act in this utopian struggle.

As developed in other matters, such clashes spread in
both discussion of culture and politics as well as in every-
day life discussion, so that knowledge eventually becomes
central, even when seeking to question it.

Culture

As we have seen, from the second half of the 1990s, knowl-
edge as a central theme of the curriculum field in Brazil
begins to lose ground to culture at the same time the curric-
ulum field is experiencing the transition between critical
theory and post-structural perspectives. Even though both
are different movements, they are strongly interwoven in
the recent history of the field in the country. As part of
the appropriation of post-structural and postmodern per-
spectives, initiated in the 1990s, the contact of the field
with cultural studies, largely marked by such theoretical
perspectives, widens. Even critical theory, which has been
applied to the curriculum field in Brazil since the 1980s,
came to incorporate, in later decades, the discussion of cul-
ture in a more central way (Apple, 1995; McLaren, 1991).
It is important to note that the theme of culture has always
been present in the appropriation of critical theory in the
curriculum field. The NSE and Michael Apple, for exam-
ple, bring the contribution of Raymond Williams marked
by discussion of culture for the study of the processes of
selection and distribution of knowledge. The option of
Henry Giroux for the Frankfurt School walks in the same
direction towards valuing culture. It is, however, a read-
ing of culture that emphasizes the structural relations of
society.

The shift that takes place based on the discussions of
postmodernism and post-structuralism concerns the cen-
trality of culture in the contemporary world, as well as its
dimension of language. In a text of great influence on the
curriculum field in Brazil, Hall (1997) distinguishes two
dimensions of this centrality. There is a substantive dimen-
sion that stems largely from the transformation of the
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traditional spheres of society—economic, social, political,
and cultural—that can be assimilated into a critical frame-
work like what Apple and McLaren do, as well as Moreira
(1999) does, in the curriculum field in Brazil. Hall (1997)
calls the second dimension, the cultural turn, designating
the displacement of cultural studies towards post-structural
approaches, which is present in post-structural (Silva,
1994, 1995b, 1999a, 2000a, 2000b, 2001); Corazza, 2006;
2008; Paraiso, 2007; 2010) and post-colonial approaches
(Macedo 2009, 2011a, 2011b).

In a synoptic text of the field published in 1994, cul-
ture emerges as a central theme of the critical analysis of
curriculum, along with ideology and power, and the lin-
guistic turn is identified as an emerging issue in education
(Moreira and Silva, 1994). Discussions about globaliza-
tion, about the increased contact between cultures, on the
fragmentation of contemporary societies, as well as the
broadening of the demands of minority groups, precipi-
tate concern about multiculturalism and interculturalism.
The universalization of education had also presented a new
challenge to curriculum theory since the late 1980s. Thus,
studies on multiculturalism become one of the most rel-
evant topics for the field. The North American discussion,
already quite present in organized movements, is also a
preferred dialogue of the field, which defends proposals
called by McLaren (1997) critical multiculturalism in a
work of great influence in Brazil. Surveys on the pen-
etration of discussions on multiculturalism and cultural
diversity in theory, curricular policies, and in schools are
conducted by different research groups on curriculum
and start to impact the theoretical production of the field
(Moreira, 2001; Moreira and Macedo, 2002; Canen and
Moreira, 2001).

In general, this production blends critical thought with
postmodern concerns, in line with what Hall calls sub-
jective dimension. This mix is, in many cases, accepted
by researchers themselves (Moreira, 1998), which oper-
ates on the assumption that society is multicultural and
that the school needs to meet the challenges that plural-
ity represent. The restlessness that drives the multicultural
discussion of the field in Brazil can be summed up in the
idea that, in a multicultural society, the various groups hold
power differently within the social game. So the differ-
ence, assumed as positive, is associated with an inequality
that needs to be fought. The curriculum needs to realize,
at the same time, the respect for diversity and the school’s
commitment to promoting social justice.

Although easily understandable in a country where
there are large numbers of citizens below the poverty line,
without access to minimum living conditions, the relation-
ship between the acceptance of cultural diversity and the
promotion of social equality makes explicit the power of
critical thought. The cultures take on a double meaning:
they are discursive productions, but they are also real, rep-
ertoires of meanings produced historically and shared by
groups constituted previously. Social practices produce
meanings, but at the same time, are taken as historical

constructs, showing up the permanence of the critical dis-
course of the NSE that had great influence on the field
in the 1990s. Despite cultural groups having lost their
class character, being defined by affiliations such as race,
gender, sexuality, and religion, the concern for equality is
presented as economic, which ultimately replaces, in other
words, the primacy of the economy on the culture.

Even with equality and social (and economic) justice
being on the horizon, at some moments, cultural aspects
are emphasized in the discussion about multiculturalism.
The relations between cultures and the tension between
universalism and relativism (Candau, 2000; Silva, 2000c)
are highlighted, the dialogue between cultures as a way
to overcome relativism is defended (Moreira, 2002), and
intercultural methodologies for school work are proposed
(Candau, 2006, 2009). At other times, culture and school
knowledge draw close, whether by proposal that the con-
tent selection of school subjects traditionally found in the
curriculum contribute to destabilize the dominant Euro-
centrism by its confrontation with other logics (Macedo,
2004) or by taking up the idea of curriculum as a selective
tradition of culture (Moreira, 2004). In the latter sense,
from the late 2000s, the defense of the primacy of knowl-
edge to the field is reintroduced, at times in association
with discussions of culture (Gabriel, 2008) and at other
times in a polarized debate that disqualifies culture as a
relevant theme (Moreira, 2004, 2010).

In regards to the second dimension of the centrality of
culture defined by Hall as cultural turn, the links with post-
structuralism are clearer, although there are slides toward
critical theory, especially at the political level (Macedo,
2006a). Such slides involve the defense that teachers
take a critical role—based on moral, political, and ethical
decisions—regarding the curriculum as a way to facilitate
the combat against a social epistemology that discursively
limits the chances of conceiving this world outside of a
neoliberal and neoconservative context (Silva, 1999a).
Nevertheless, at the epistemological level, the importance
of the theme of culture is, by far, sustained in the field by
demands of groups with a post-structural matrix.

Since the entry of post-structuralism in the curricu-
lum field in Brazil, culture has been defined as a central
theme. The research produced at Federal University of Rio
Grande do Sul (UFRGS) in the second half of the 1990s
as well as the texts translated and published in the early
works of disclosure of post-structuralism in the curricu-
lum include culture as a privileged theme. Cultural studies
based on the post-structural perspective become one of the
important landmarks in the curriculum field in Brazil. The
consequences of globalization on culture, emphasizing its
potential to homogenize and the possibilities of escape,
regulation of subjects operated by artifacts like Disney
movies or Hollywood, and pedagogical devices as dis-
course regulators are a relevant part of the production of
the time. Assuming the risk of generalization, we can say
that more deterministic post-structural readings are privi-
leged, especially the denouncing of regulatory processes.
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At the turn of the 1990s into the new century, post-
structural discussion had become firm in the field, and
culture started to be related to the production of meaning,
developed within a linguistic system. Realistic concep-
tions of knowledge and essentialist views of culture are
criticized, and culture is defined as a productive, creative
practice that is constructed through social relations which,
by their nature, are always marked by power. It is not,
therefore, a productive practice. The subjects, when pro-
ducing meanings in culture, seek to obtain certain effects
of power. These effects are most effective when they fix
positions of subjects, create hierarchies, and favor asym-
metries, being connected to the production of identities.

With such an understanding of culture, power, and its
links with the construction of identities, studies in the
curriculum field look to establish connections between
curriculum, practices of signification, and representa-
tion (Silva, 1999a) and between curriculum and identity
(Silva, 1999b; 2000b). Curriculum is defined as a practice
of signification, but also with the use of the metaphor of
representation, as a system of signification (Silva, 1999a).
Curriculum would be one of the systems of meaning
that produces a representation of the world, imbricated
in relations of power. A power that defines discourses
and constrains what can be represented, thus generating
effects related to defining the identity of the subjects. As
a practice of signification and representation, curriculum
is then a productive practice of meanings and representa-
tion, which occurs within asymmetrical social relations,
aiming at power effects among which stands out the pro-
duction of social identities (Silva, 1999a, 1999b, 2000a).
Unlike the initial studies of the field, there are no refer-
ences to cultural artifacts—curriculum acts as culture, and
culture is the very production of meaning within a system
of meanings—indicating more consistent appropriation of
the post-structural turn.

With the further consolidation of post-structuralism
and the centrality that culture takes in the field, throughout
the 2000s, other thematic approaches emerge, especially
postcolonialism of the post-structural matrix. Ultimately,
hybrid processes—by which cultures are constituted—
gain prominence, trying to escape the notion of culture as a
shared repertoire of meaning or put in a word like “thing.”
In particular, Stuart Hall and Homi Bhabha become impor-
tant references for the field in dialogue with both studies
in/of/with everyday life (Ferraco, 2011; Carvalho, 2009)
and discussions about the difference (Macedo, 2006a,
2006b, 2006¢, 2009, 2011a).

Regarding the latter, it is important to highlight the
approaches and ruptures between studies of postcolonial
matrix and those developed with a focus on multicultural-
ism. Discussions about the difference can be understood
as a development of multicultural studies, which, with dif-
ferent theoretical contributions, focus on the discussion of
cultural plurality. There is, however, a number of studies
of difference that depart from critical theories, problema-
tizing how stereotypes that mark the difference act in

curricula (and in curricular policies) expelling everything
that does not fit within the symbolic limits established by
the cultures (Macedo, 2006a, 2006b, 2009, 2011a). It is
important to stress that even though the studies are more
markedly post-structural, they remain concerned with
agency issues and with excessive relativism, making links
with concerns related to critical theories explicit (Macedo,
2006¢).

Studies of cultural difference assume the links between
curriculum, culture, and practices of signification and rep-
resentation as already described. From the dialogue with
Bhabha, curriculum is defined as enunciation practices
that create a third space, ambivalent, and where the differ-
ence can emerge (Macedo, 2011b). Curriculum is seen as
instituting practice that takes into account the reiteration
of traces of supposedly shared meaning, such as strategy
of representing authority, without these meanings being
taken as transparent or mimetic. The notion of culture that
underlies this conception is therefore a hybrid, an ambiv-
alent region that articulates tradition and a performative
project that, with its mere existence, denies such tradition
(Bhabha, 2003). The focus is not, however, on subordinate
practices that would allow the difference to be perceived,
but in curricular discourses aimed at controlling it or in
articulations around the power of meaning that seek to
fix temporary preferential meaning in very specific his-
torical and cultural formations (Hall, 2003). In this sense,
one bets on the possibility of symbolic displacements, via
deconstruction, that reinserts the game of cultural differ-
ence, from the deferral of meaning, in a discourse intended
to be unitary.

The movement from knowledge to culture as a key
signifier in the field is homologous to the one from criti-
cal theory to post-structural approaches. Though culture
has always been a theme related to curriculum, in critical
matrix it is a repertoire from which knowledge is selected,
and knowledge would be the central theme. Only by the
end of the 1990s, culture appears in the curriculum field
in Brazil as a key theme in the same movement that gives
prominence to post-structural approaches. The relation-
ship between knowledge and culture is not, however, one
of substitution. As culture gains prominence, it spreads
its importance beyond the post-structural approach and
becomes a disputed signifier that different groups try to
fulfill with diverse meanings. It starts to be considered in
discussions about knowledge, as well as in studies in/of /
with everyday life and curriculum politics. In this move-
ment, culture can be treated, in plural, as diverse repertoires
of meanings or as a signifying practice, being understood
in a critical or post-structural matrix. Awkwardly, it can
even reinforce the defense of universal knowledge as an
answer to culture centrality in the field, blamed for not
taking economic inequality as relevant. Thus, what cul-
ture means in the curriculum field in Brazil also slides
between critical and post-structural approaches, though
its centrality was marked by the growth of post-structural
perspectives.
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Studies in/of/with Everyday Life

Studies in/of/with everyday life constitute an important
part of curricular production in the curriculum field in
Brazil.” They date from the 1980s, when they were tied
to discussions on teacher education carried out during the
development of new regulatory frameworks for Brazilian
education at the end of the dictatorship. Following trends
of the 1980s, the main theoretical dialogues were given, at
that time, by critical authors, especially Pierre Bourdieu
and Henri Lefebvre. Despite the theoretical references of
the group being altered over the years, the focus remains
on the refusal to deal with the separation between school
and other life contexts of individuals. With regard to early
work on teacher education, this implied the articulation of
spheres, later called contexts, which, inhabited by the sub-
jects, intertwine in a complex fabric. In appointing such
contexts—the practices of academic formation, everyday
pedagogical practices, the practices of government poli-
cies, the practices of collective movements, the research
practices in education, and more recently, the production
practices and “uses” of media and the practices in cities—
another central aspect towards the approach becomes
explicit, which is the importance of practice as the the-
oretical locus of knowledge production (Alves, 1998a,
1998b). Over the years, other contexts were added to the
discussion, and studies in/of /with everyday life focused
more explicitly on explore the relationship between them,
developing the idea of daily living networks of knowledge
and practices. The contexts are understood as that which
constitute the subjects in their networks of subjectivities.

The visibility of studies in/of/with everyday life
expands from the 1990s, which mirrors a general trend of
the field in Brazil. It is from this decade on that theoretical
work on curriculum broadens, as well as the consolidation
of the graduate school program with a focus on research.
At the end of the decade, the theses defended in studies
in/of/with everyday life gain greater prominence.® The
increased visibility of studies in/for/with everyday life
comes with an expansion of objects in which they engage,
as well as of the theoretical dialogues they establish. The
fundamental reference to Lefebvre is replaced by Michel
de Certeau, especially the work The Practice of Everyday
Life,° seconded by postmodern/post-structural authors
such as Edgard Morin, Michel Foucault, Gilles Deleuze,
and Felix Guattari, as well as by Portuguese sociologist
Boaventura de Souza Santos.

The dialogue with the sharply post-structural/postmod-
ern matrix, much like in the curriculum field in Brazil,
brings some inflections to the discussion of studies in/of/
with everyday life. In theorizing about the articulation of
everyday contexts, the metaphor of network and the con-
cept of rhizome are used, making the new theoretical links
explicit. Understanding that curriculum and educational
training are depositories of Modern ideals—following
principles of linearity, order, and hierarchy, typical of
Enlightenment science—daily life researchers propose that

schools are thought from the notion of social practice, in
which knowledge is produced according to everyday logic.
To the extent that contemporary relations tend to greater
fluidity, horizontality, creativity, and collectivization, they
advocate that knowledge related to everyday actions should
gain emphasis in relation to scientific knowledge.

Despite the centrality in everyday action, a consider-
able part of the discussion of studies in/of/with everyday
life refers to the issue of knowledge, stating the relevance
of this topic for the curriculum field debate in Brazil. The
very concern, self-defined as understanding the ‘“‘episte-
mology” of everyday practice with regard to educational
spaces, already demonstrates the dialogue that the studies
are establishing in the field. The tension that they aim to
introduce refers to the very concept of knowledge, taken in
a broad sense as to what is woven into complex networks
that interpenetrate different contexts of social practice.
This knowledge is described by Certeau as interwoven by
means of tactical use of that which is already existing, fol-
lowing the path of certain improvisation. It is knowledge
that refuses the pretension of the whole and is punctual and
spreads out in the networks where it is practiced. It con-
stitutes itself like practitioner tactics and is not necessarily
represented by a text or articulated discourse, but by deci-
sions and actions that “take the opportunity” to emerge
(Alves, 1998c¢).

So, for studies in/of/with everyday life, the curriculum
is what is practiced by individuals in the space-times in
which they are being educated. It’s an “everyday creation
of those who make the schools and . . . practice thatinvolves
all the knowledge and interactive processes of pedagogical
work done by students and teachers” (Oliveira, 2004, p. 9).
This creation includes all the multiple contexts in which
individuals are constituted as networks of subjectivities.
Therefore, the formal curricula, scientific knowledge, and
hegemonic practices are in the school as well as the beliefs
and knowledge that the subjects bring, within themselves,
from elsewhere. Obviously, at one time or another, some
knowledge/skills have more power and are mobilized by
subjects in the weaving of their alternatives. The forms
of its use cannot be predicted when much can be studied
after they happened. This study involves a researcher (also
a practitioner) who intends to capture everyday life in his
own chaotic logic, without trying to tame it (Alves, 2011).

The movement of studies in/of/with everyday life clearly
illustrates the trajectory of the curriculum field in Brazil
over the past decades, from a critical matrix to structural-
ist and post-structural perspectives. This passage is made,
however, without two main pillars of critical thought being
abandoned, which are certain realism and the utopia of
emancipation. As for realism, it is necessary to empha-
size that such studies incorporate the critique of realism,
refusing to see reality as transcendental, hovering above
the everyday weaving of knowledge. Paradoxically, it does
not escape from the idea that knowledge needs and can
refer to a reality. There is a concrete reality to be captured,
narrated.
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It is, however, the defense of a utopia of emancipation
that most clearly approximates the studies in/of/with every-
day life of critical theory. Any appreciation of everyday
knowledge and questioning of Enlightenment science aims
to understand how individuals are constructed as autono-
mous beings and how curriculum produces emancipatory
practices in heavily regulated environments. By recogniz-
ing spaces and emancipatory practices in everyday school
life, created by teachers in their uses and practices, a peda-
gogy of emancipation can be developed. Going further,
a possible institutionalization of emancipatory practices
can contribute to wider social and emancipatory processes
(Oliveira, 2005, 2011). The visibility of emancipatory
alternatives in everyday life would allow institutionalizing
counter-hegemonic curricular acts/knowledge.

Also, in regard to emancipation, studies in/of/with
everyday life seek dialogue with historical relevance of
knowledge for the curriculum field. Citing Boaventura de
Sousa Santos, Oliveira (2005) defends the realization of cur-
ricular experiences focused on knowledge-emancipation,
defined in terms of dominant knowledge-regulation. Thus,
an emancipatory project is not an absolute standard to be
achieved, but something that is established in the compara-
tive relationship with devices that regulate society.

Therefore, also with regard to emancipation, studies
in/of/with everyday life approach critical theories para-
doxically. They use concepts such as counter-hegemony
and social change, but the focus on everyday life and on
the subjects moves them away from a structural view of
society. Emancipation is not an a priori design, but a con-
struction; emancipatory utopias are practiced daily and
need to be leveraged so that others can be invented. Thus,
the future inventions inscribe the real and emancipatory
that already takes place in daily life. They are utopian,
as in critical concepts of the Modernity, but their plu-
ral character allows questioning the essentialism just as
critical theories conceive them, for example, society and
school. The invented future is plural by unpredictability,
plurality and finitude that are given in daily life. In this
sense, the emancipatory project is a project empowering
practitioners—everyday individuals—to the extent that
social change is no longer tied to a power structure far
from everyday lives.

Politics

The curriculum field in Brazil before the 1990s does not
give prominence to policy!® debates, partly because its
constitution in a critical perspective is made, based on the
affirmation of the context of the practice of schools, in
appreciation of the curriculum in action. To the extent that
the concept of dominant educational policy in the country
has Marxists and State-centric foundations, investigating
policies has long been considered synonymous with inves-
tigating centralized regulatory provisions, distant from
curricular practice, and therefore, not part of the interests
of the field in focus .

In the 1990s, with the broadening critique of neoliber-
alism, globalization, and the effects that marketplace logic
and new forms of management culture generated in Educa-
tion, the focus on curriculum policy spread, especially by
way of critical essays to national curricular parameters for
fundamental education!' (PCN/Paramétros Curriculares
Nacionais), published under the government of Fernando
Henrique Cardoso (1995-1998 and 1999-2003) and mod-
els of school management by use of total quality models.

The process of preparing the PCN was considered
authoritarian and vertical for not counting on the broad par-
ticipation of the educational community (Moreira, 1995,
1996; Silva, 1996). These policies, following the hegemonic
critical thought of the time, were assessed as neoliberal and
were analyzed as forming an economic, pragmatic, mar-
ket- and consumer-oriented mentality in order to achieve
profit-generating productive ends. Generally speaking,
complaints were about the lack of commitment of the State
with funding education, centralized control of the curricu-
lum, and the influence of international organizations like the
World Bank in defining curricula. Curricular reforms have
also been interpreted as technocratic, by the high degree of
association with Tylerian-like principles, although articu-
lated to constructivism. An example of this articulation
was found in the thought of César Coll, one of the leading
consultants of Brazilian curricular reforms for fundamen-
tal education in the 1990s (Moreira, 1997). Many works
criticized the notion of competence applied to curricula
(Lopes, 2001) and the principles of inter/transdisciplinarity
and contextualization used by the proposals (Domingues,
Toschi, and Oliveira, 2000; Lopes, 2002). They were also
highlighted as major drawbacks in curriculum policy, the
naturalization of traditional contents, constituent of official
knowledge in the terms of Apple, as well as the claim of a
consensus in relation to knowledge, aiming for a common
culture, and silence about the conflicts between knowledge
in society (Moreira, 1995, 1996). This criticism was asso-
ciated to allegations that teachers were being disqualified,
and there was an intensifying of teaching work, mainly due
to the expansion processes of student and school assess-
ment (Silva, 1996).

Such formulations are anchored in the main authors
of critical theory. Among those who stand out is Michael
Apple, who had his major publications on the subject trans-
lated into Portuguese.'> The political analyses assumed
the view that there was a center of primordial power—the
agencies that control the international flow of capital, the
State, the government (at any level), and the capitalist
economic structure—to determine policy. With this, the
thesis of McDonaldization of the world—as established
by George Ritzer—was reinforced due to globalization
conceived as capable of saturating the social fabric of the
capitalist world.

Curriculum reform in England, under the governments
of Prime Ministers Margaret Thatcher (1979-1990) and
John Major (1990-1997), was also emblematic in the
process of transforming the public education system by
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introducing neoliberal principles. With this, the spread of
texts by English authors, not necessarily linked to the cur-
riculum field, was favored with criticism of educational
reforms in the United Kingdom, such as Stephen Ball. Ball
(1994), taking on an eclecticism between critical and post-
structural studies, gained prominence in curriculum policy
studies in Brazil, mainly in the 2000s.

With Ball’s appropriation for studies in curriculum
policy, the displacement of Apple’s more structured and
State-centered analysis developed to more discursive
analyses. Analyses that are more complex are developed,
trying to account for local recontextualizations of global
guidelines (Lopes, 2004, 2005; Macedo, 2009). This does
not mean in the field, however, an abandonment of critical
approaches since there is an agreement with its political
purposes and with the possibility of denunciation of exclu-
sionary processes.

The curriculum policy thought in Brazil, maybe even
more visible than in relation to other issues, assumes a
hybrid character and articulate principles of the State-
centered view of Brazilian authors of the historical-critical
matrix, such as Saviani and Frigotto, and Apple’s Marx-
ist theoretical contributions with the discursive approach
of Stephen Ball (Moreira, 2000; Garcia, Hypdlito, and
Vieira, 2005). At the same time, the focus is directed to
multiculturalism, ambivalence, difference/diversity, and
identity, and it slides to an analysis that separates poli-
cies and practices and language and practices, particularly
when seeking to maintain a critical attitude regarding gov-
ernment decisions considered exclusionary or neoliberal.
Such slides are explicit even in texts that analyze the dif-
ference (Moreira, 2002).

The hybridization between critical and post-structural
trends also develops by means of associations between
Apple and Foucault, mediated or not by a reading of Ste-
phen Ball’s works that value approaches that are more
pronounced by the critical perspective (Bowe, Ball and
Gold, 1992; Ball, 1998).

The regulation of the State is, in this case, interpreted
based on market categories, management, and performa-
tive quality, understood by Ball as technological shaper
of reform (Hypdlito, 2010). In some analyses, they seek
to emphasize that the regulation of teaching also involves
construction practices in schools and the life stories of
teachers, and is subject to reinterpretations (Hypdlito and
Vieira, 2002; Vieira, Hypdlito, and Duarte, 2009). While
not being denied fissures or objections in the social fab-
ric, it is argued that the asymmetries of power become the
hegemonic right and are able to impose their conservative,
neoliberal, and managerial agenda (Hypdlito, 2012).

Thus, the concepts of identity, discourse, fabrication
of mentalities, devices, and regime of truth coexist with
the prospect of regulation that tends to saturate all social
spaces, without large margins for reinterpretations and
loopholes, even more striking than in Ball and Foucault,
for being influenced by Apple’s critical formulations and
from the historical-critical perspective in Brazil.

It is interesting to find that Ball was also appropriated
by authors who developed a more expressive path towards
postfoundationalism. The research groups we coordi-
nated and incorporated the cycle approach of policy and
interpretations of policy as text and as discourse (Ball,
1994; Bowe, Ball and Gold, 1992). However, rather than
emphasizing its analysis of regulation and the international
connections of meaning production of these processes,
we turned to the further development of inter-relations,
structure, and action (Lopes, 2006; Dias and Lopes, 2009;
Macedo, 2006b, 2006¢). In our early work, we also more
strongly assumed this hybrid cut between post-structural
theories and purposes focused around social justice and
freedom, as formulated by Ball. But, while the Marxist
authors questioned Ball about theoretical pluralism and the
space given to discourse, we worked towards challenging
the idea that his appropriation of post-structuralism is not
sufficiently radical to overcome the dualities as much as we
thought necessary, particularly in respect to the relationship
between structure and action (Lopes and Macedo, 2011).

Many times, the shifts from structural to post-structural
and postfoundational theoretical perspectives reconfigure
what is called by politics without abandoning some con-
cerns developed by critical thinking in curriculum studies,
such as discussions about school subjects and about the
curriculum canon (Lopes, 2011). In these studies, how-
ever, politics lose a rational, deterministic and objectivistic
dimension and are understood as a game of uncertainties
and indefinitions by which one can be subjectified. This
approximates politics to culture, turning curriculum into
a cultural politics. Curriculum policy is no longer under-
stood as a dispute over the selection and the organization
of school contents, but as a frontier space-time where
meaning is produced in a context of power (Macedo, 2009,
2011a).

Conclusions

We try to demonstrate throughout this chapter that the
incorporation of post-structuralist theoretical contributions
in the curriculum field started through a hybrid process
with critical perspectives. In general, this hybridity is not
always assumed and explicitly justified by the authors,
but even so, we find that the arguments are sought in both
theoretical registers, trying to account for a political pur-
pose of social change. A set of post-structural categories
is operated so that the focus remains to train the subject to
be capable of performing under this change.

The idea of change becomes a utopian horizon, emp-
tied of exact meaning, but related, even if vaguely, to the
destructuring of the social classes, to ensure the democra-
tization of school and society, and to question the social
and cultural exclusion at all levels. Traces of a redemptive
education, capable of ensuring a utopian future, remain in
distinct ways in the different issues addressed.

Even in discussions that take on the death of the subject,
the end of utopias, the questioning of the fixed projects,
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and epistemological parameters rooted in the idea of sci-
entific truth, one can identify a link between curriculum,
school, and project of identity aiming for social change.
At times, this association still considers that there is an
identity of knowledge that ensures change, which implies
that the subject remains being conceived as having some
knowledge presumed as emancipatory. Subject and iden-
tity can be thought of as plural and contested, knowledge
can be understood under erasure or even questioned on
behalf of other ways of conceiving it, beyond the mod-
ern paradigm, yet it is expected that the school, at some
level, will fulfill its political purpose of social transforma-
tion, and that purpose is the justification for the theoretical
hybridity.

In this way, the critical tradition would remain the
guardian not only of our diffuse flags—equality, social
justice, and democracy—but our forms of agency. The
relationship between structure and agency would remain
operated by the logic that there is a societal project to be
guaranteed through another understanding of the world,
another discourse, to be constituted in curricular practices.
The nihilism of some postmodern positions, restricted by
the contingency of molecular actions, would then be tack-
led by fixating, on some level, a political position that is
supposed to unify democratic demands.

We do not consider that this hybridity is a failure, a
mistake, or even an evil to be overcome. We also believe
that social changes are necessary. We argue, however, that
the most radical expansion in post-structural approaches
depends on the problematization of the reasons for main-
taining these traits of critical traditions supplemented to
postcritical meanings. It depends on understanding the
agency in another dimension.

We therefore propose that one of the aspects to be
considered is the fact that the appropriation of post-
structuralist analysis of culture has been more striking
than in the analysis of politics. Even though political stud-
ies have broadened, they remain, oftentimes, operating
with politics, as if it were the Other of culture, as if the
appropriation of post-structural approaches were not able
to modify our ways of doing politics.

This goal made us look for other references that
attempted to account for this relationship, a move that
caused us to approach Laclau’s theory of discourse. Deep-
ening the discursive approach, we argue that the space for
disagreement and change in social relations is enhanced
through the formation of discourse as a decentralized
structure, provisionally formed by a given hegemonic
articulation. The discourse tries to produce closures of
significance, to stem the flow of differences and build a
provisional and contingent center in the significance. The
decentralization of the structure, however, is guaranteed
in the field of discursivity that always holds the possi-
bility that unforeseen new meanings will destructure the
discourse.

What ensures, in turn, that the discourse has a pro-
visional and contextual center is the articulation around

fighting an antagonist of the possibility of identity
constituted by discourse, an exterior that sets the articu-
lation itself. In this articulation, subjects are constituted
by processes of identification marked by contingency,
to the extent that decisions are made without any a pri-
ori rational basis that defines a presumably correct or
more appropriate direction for the political process. This
subject, constituted in political action, is capable of tran-
scending the structure, while it can only act because this
same structure constitutes itself. Instead of considering the
subject complete—unlienated, emancipated, illustrated, or
conscious—it is a precondition for political action, we see
that the split subject, a subject constituted by lack, is the
condition for the action. In view of the foundations of this
discursive structure, being empty places, is that the politi-
cal action for change—the agency—turns into a constant
attempt to fill this void structure, which is the subject of
conferring the fixation of meanings to these grounds, even
if in a precarious way. In these constant attempts, we exert
political action for social transformation.

This perspective opens the possibility of understanding
the relationship between structure and action in a nondi-
chotomous and nonessentialist way. In this sense, politics
is not designed by centrality of the utopian project, with
a predefined meaning. Politics is the terrain of conflict,
contingency, and undecidability. All political projects
understood as a conflictual production, indeterminant,
without a prefixed direction, as signification in which one
bets today to produce unpredictable effects in the future.
Curriculum, as cultural policy, would keep the same
dimension of conflict and indeterminacy.

We would not have, therewith, the end of politics, as
may be thought by those who see a way in structural deter-
mination to conceive the possibility of political struggle.
Rather, we believe that we are betting on a hyperpoliticiza-
tion of the curricular field. Instead of this being a project
of knowledge to be universalized that attempts to forge the
identities of the students in the present for the society of
the future, curriculum is the space-time of cultural bound-
ary in which one disputes the significance of the world.
As we have already said in other ways in other texts, what
hyper-politicizes us is the possibility of inventing today,
without guarantees, what will be the past for the future that
we desire, without much clarity on where this desire will
be. This ability empowers us as agents of this invention,
in which the meaning of who we are as subjects is always
postponed.

Notes

1. Historical-critical pedagogy is a current Brazilian pedagogy
expressed in different areas of education whose representative is
Dermeval Saviani, one of the most important Brazilian educators
working with research and graduate studies since the 1970s.

2. We are not considering that post-structural and postmodern per-
spectives are the same (Peters and Burbules, 2004) but that they
come close many times in the curriculum field in Brazil.

3. Santos operates an eclectic theoretical framework that merges criti-
cal theory, postmodernism, and postcolonialism.
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4. While the author cannot be considered post-structural, the use made
of his work, associated with post-structural authors like Deleuze,
in the curriculum field in Brazil led us to include him in this list of
references.

5. Regarding the thematic, we highlighted in the first edition of this
Handbook, the discussion of the history of curriculum, which still
remains to be developed, especially by Ferreira, 2007 and Selles
and Ferreira, 2010, has been less present in the curriculum field.
Also, Foucaultian studies, named there as post-structural, developed
at Federal University of Rio Grande do Sul, lost power in the field.

6. This articulation is also evident in the curricular proposals prepared
under the direction of the Ministry of Education (Macedo 2012;
Lopes, Dias, and Abreu 2011).

7. See Oliveira, Alves, and Ferraco in Pinar (2011).

8. With the publication of two series of books called The Meaning of
School (O sentido da Escola) and Culture, Memory and Curriculum
(Cultura, memdria e curriculo), coordinated by Nilda Alves, the
first in partnership with Regina Leite Garcia.

9. It was originally published in French as L’invention du quotidien.
Vol. 1, Arts de faire’.

10. In Portuguese, the word politica means the conceptions of politics
and policy in English. So, in this paper, we use the term policy when
we write about curriculum policy and the term politics as a blend of
politics and policy in English.

11. In Brazil, fundamental Education is mandatory for children ages
6-14.

12.  Gimeno Sacristan, a Spanish researcher of curriculum, is also trans-
lated in Brazil at this time.
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Curriculum Tendencies in Brazil

S1via EL1ZABETH MIRANDA DE MORAES

Introduction

In the first edition (Moraes, 2003), I presented the cur-
ricular and administrative reform that the Brazilian
public school system had undergone since 1996 when the
National Curricular Parameters were launched. The reform
has been structured around three main axes: 1) the new
interdisciplinary vision of knowledge; 2) the inclusion of
ethics, cultural pluralism, environment, health, and sexual
orientation as transversal themes; and, to implement these
changes; 3) a democratic and autonomous administration
of which a fundamental element is the development of a
pedagogical project by each school. It has been the mission
of the Ministry of Education and Culture (MEC) to univer-
salize education and build higher standards for schools. In
this chapter, I discuss what has succeeded so far and the
directions the reform has taken. I will also attend to new
tendencies in the university curriculum.

Going Beyond Fragmentation and Alienation

For a start, we can say that there has been effort in overcom-
ing the positivistic, fragmented, and alienated conception
of science that dominated the school curriculum. The tra-
ditional, obsolete view of students working individually
and memorizing concepts that had no connection with
their lives or even their remotest interests (Moraes, 2003)
is being replaced by a more contextualized, integrated,
interdisciplinary curriculum.

A study undertaken in Fortaleza schools (Moraes, 2008)
showed that the space accorded interdisciplinary work has
grown, and the transversal themes—ethics, cultural plu-
ralism, and environmental education—are being included
in textbooks and becoming an integral part of curriculum
practice. The National Curricular Parameters have contrib-
uted to this change because they organize the curriculum
into areas—Languages, Codes and their Technologies,
Natural Sciences, Mathematics and their Technologies,
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and Humanities and its Technologies—emphasizing the
development of skills and competences.

The reform is slowly (and painfully) being accepted.
Since it requires much discussion in the search for consen-
sus, it is natural that it demands more effort than simply
updating curriculum programs and contents. In many
cases, the process of collectively planning a pedagogical
project has occurred but its implementation delayed due to
the radical changes it required in the curriculum structure
and rationality—a shift towards a Habermasian rationality
no longer basing itself on subjectivism and individualism
but on granting voice to all participants in acts of commu-
nication in an atmosphere of collaboration and solidarity.

Interdisciplinarity is not new. One of the starting points
of interdisciplinarity is the Frankfurt School: philosophers,
sociologists, social psychologists, and cultural critics who
worked in the period before and after the Second World
War at the Institute of Social Research. Among these
legendary theorists and scholars were Friedrich Pollock,
Henryk Grossmann, Arkadij Gurland, Franz Neumann,
Otto Kirchheimer, Theodor Adorno, Walter Benjamin,
Leo Lowenthal, Max Horkheimer, Herbert Marcuse, Erich
Fromm, and Felix Weil.

During the 1930s, Horkheimer became the director of
the Institute and laid the foundation for collective work,
innovative for his time, known as “interdisciplinary mate-
rialism.” Researchers from different disciplines worked
collaboratively and with unity ensured by the reference to
the work of Karl Marx (Nobre, 2004). This new research
paradigm was then called “critical theory” and had four
main characteristics: it was interdisciplinary, reflective,
dialectical, and critical.

The Frankfurt School approached questions of moral-
ity, religion, science, reason, and rationality from a
variety of perspectives and disciplines simultaneously.
They believed that bringing different disciplines together
would yield insights impossible to obtain within narrow
and increasingly specialized academic domains; they also
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challenged the empirical approach to the natural sciences
widely seen as the only valid one. Their reflectiveness was
thought to unmask the positivist view of knowledge; dia-
lectics regarded knowledge as part of an ongoing dynamic
historical process in which we view the world; the critical
aspect was that theory was not just to determine what was
wrong with contemporary society but also to identify pro-
gressive aspects and tendencies within it to help transform
it for the better (Finlayson, 2005).

In 1961, Georges Gusdorf submitted a proposal for
interdisciplinary work in UNESCO that would bring
together scientists from different areas to develop a pro-
ject focused on the convergence of the human sciences
(Fazenda, 2010). Another event pertinent to this trend
was the international seminar on interdisciplinarity held
in Nice in 1971, promoted by the OECD (Organization
for Economic Cooperation Development), which issued
a document that would become the first systematization
of the concept of interdisciplinarity, L’ interdisciplinarité:
Problemes d’enseignement et de recherche dans les uni-
versités (Apostel, 1972).

Atthat time, Jean Piaget launched the concept “transdis-
ciplinarity” as a step subsequent to the interdisciplinary
perspective: without disciplinary boundaries—still present
in the concept of interdisciplinarity—transdisciplinarity
should stimulate connections and interconnections within
a total system, without the established borders between
disciplines. Transdisciplinarity would be “a superior stage,
which will not be limited to recognize the interactions and
or reciprocities between the specialized researches, but
which will locate these links inside a total system with-
out stable boundaries between the disciplines” (Piaget in
Nicolescu, 2006, p.1).

One of the most significant contributions in this
regard—widely known and quoted in Brazil—was the
presentation of a document entitled Interdisciplinarité et
Sciences Humaines published by UNESCO in 1983 and
elaborated by Leo Apostel, Jean Marie Benoist, Tom Bur-
ton Bottomre, Kenneth Ewart Boulding, Mikel Dufrenne,
Mircea Eliade, Celso Furtado,! Georges Gusdorf, Daya
Krishna, Wolfgang J. Mommsen, Edgar Morin, Massimo
Piatelli-Palmarini, Mohammed Allai Sinaceur, Stanislav
Nikolaevitch Smnirnov, and Jun Ui. The collection dealt
with meeting points and cooperation of disciplines that
make up the humanities, the influence they exert on each
other, and their various points of view. Several contributors
were also interested in the relations between natural sci-
ences and humanities. It is a study that identifies important
concepts about the nature and scope of interdisciplinar-
ity. It establishes a distinction between interdisciplinarity
and transdisciplinarity. The first involves, in effect, the
encounter between and cooperation of two disciplines or
more, bringing these disciplines (at the level of theory or
empirical research) their own concept maps—the ways
they define problems and their research methods. The sec-
ond implies that contact and cooperation between different
disciplines takes place mainly when these disciplines have

evolved to adopt the same set of fundamental concepts or
some elements of the same research method.

Although the text expresses various views about the
topic, Buttomore identifies some common points: for there
to be interdisciplinarity, there must be disciplines; inter-
disciplinarity develops from the disciplines themselves,
without one being able to predict or plan its develop-
ment, but it can also change these disciplines, bringing
sometimes—even if only temporarily—a certain unity
of knowledge, or generating new disciplines. Like spe-
cialization and formation of disciplines, interdisciplinarity
has always played an essential role in the development
of knowledge: it has revealed new problems and incited
experts to offer new types of analysis.

The key discussion about interdisciplinarity was put
forward in 1976 with the publication of Hilton Japiassi’s?
book Interdisciplinaridade e patologia do saber (Inter-
disciplinarity and Pathology of Knowledge), part of his
doctoral thesis in philosophy (Epistemology and His-
tory of Sciences) at Université des Sciences Sociales de
Grenoble (France) entitled L’épistémologie des relations
interdisciplinaires dans les sciences humaines (1975). As
George Gusdorf acknowledges in the preface, Japiassu
calls for the awakening of an interdisciplinary conscious-
ness, a proposition for a new pedagogy that has the mission
to promote the dimension of totality in knowledge through
the conversion of consciousness and science.

Ivani Fazenda® is another Brazilian scholar whose first
theoretical contribution was a master’s degree thesis about
integration and interdisciplinarity that was published as
a book in 1979 with the title Integracdo e interdiscipli-
naridade no ensino brasileiro: efetividade ou ideologia
(Integration and Interdisciplinarity in the Brazilian Teach-
ing System: Effectiveness or Ideology). In Fazenda
(2010), she discusses the impact of this new perspective in
the educational field by examining propositions within the
context of the Brazilian educational reforms.

Another contribution of this decade was brought by two
surveys developed by Fazenda (1987-1989, 1989—-1991)
more related to teaching practice. This study profiled the
existence—in many Brazilian schools—of the teacher
working with an interdisciplinary approach. Although
intuitively, without explicit knowledge of the principles
of interdisciplinarity, this teacher has been working alone,
without support from his/her peers, and having to deal
with teaching conditions often adverse in nature. Still, in
an attitude of resistance, this teacher seeks to innovate in
his/her practice through solitary research, methods, and
techniques that are more convenient to his/her action.

In subsequent research, Fazenda sought to develop a
methodology for interdisciplinary work that addresses the
public school teacher in the process of continuous edu-
cation. The objective of this study was to help teachers
become aware of the meanings of their practices that they
might not have noticed. The teachers perceive themselves
as subjects of their practice, based on reports and records of
significant events they experienced as they worked. Only
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after this work of self-awareness and reflection on their
practices did teachers begin to think and recognize the
principles of interdisciplinarity in the heart of this practice
and could reconcile the theory/practice relationship.

The findings of Fazenda’s studies showed a state of
confusion and epistemological immaturity that ended up
in a reform proposal without a theoretical basis and criteria
to encourage effective changes towards the construction of
an interdisciplinary perspective. The alienation and imbal-
ance in the beginning of the reform caused not only the
indifference on the part of educators at the time in under-
standing the merit of an interdisciplinary approach, but
also the impoverishment of school knowledge. The Brazil-
ian education project of the 1970s led to fragmentation—a
theoretical and conceptual poverty that condemned us to
20 years of stagnation (Fazenda, 2010).

As Freire (2011) points out, one of the reasons for this
chaotic situation is that the constituent elements we know
that serve as a basis for the epistemology permeating the
interdisciplinary proposal do not apply. In the disciplinary
conventional proposals, variables are relatively predicta-
ble within one scientific field, whereas in interdisciplinary
undertaking, variables are unpredictable and easily enter
other areas requiring an effort of scientists to look at his/
her ordinary object from other conceptual and methodo-
logical perspectives. The consolidation of this perspective
is a project for life and requires space and time within
individual institutions (i.e., solitary research, methods, and
techniques do not last very long). Freire concludes that
this new attitude requires individual and collective efforts
towards a dialogue between subjects and peers within the
scope of institutions, which imply discussion and negotia-
tion regarding not only the theoretical but also the political
and economic arenas.

The Environment as a Main Interdisciplinary Theme

Environmental education was adopted by the United
Nations in 1974 when the organization established the
International Environmental Education Programme
(IEEP). In Brazil, the Environment has impelled interdisci-
plinarity at all levels—oral and written discourse. Themes
such as Amazonia, climatic and global changes, species in
risk of extinction, nuclear versus hydroelectric energy, the
forest code, and the emphasis on the production of petro-
leum-based instead of public transportation and railroads
demand integrated, multireferential perspectives within
educational, political, and economic institutions.

In the National Curricular Parameters, the environ-
mental perspective concerns the search for collective and
personal ways of establishing economical, social, and cul-
tural relations to promote good life quality for everyone in
the present and future: it consists of looking at the inter-
relation and interdependence of the various elements in
the constitution and maintenance of life on this planet. In
terms of education, it fosters the need for commitment to
the principles of dignity, participation, co-responsibility,

solidarity and equity among humans, and to extend respect
and commitment to life of all living beings.

In the Science National Curricular Guidelines for grad-
uation courses (DCN—Diretrizes Curriculares Nacionais
de Ciéncias—www.mec.gov.br), environment is acquir-
ing disciplinary status—Environment Sciences (Ciéncias
do Ambiente)—as well as that of a transversal theme.
Post-graduate programs in environmental sciences have
been created in many Brazilian universities and research
centers. CAPES (Coordenagdo do Aperfeicoamento do
Pessoal do Nivel Superior [Coordination of Higher Edu-
cation Personnel Improvement]), which plays a key role
in the expansion and consolidation of post-graduate stud-
ies in the country, has recently created an interdisciplinary
area where projects and courses are continuously being
approved.

The draft of the National Curricular Guidelines for
Environmental Education (Diretrizes Curriculares Nacio-
nais para a Educacdo Ambiental—DCN/EA) have now
been presented to the educational community. According
to the document, Environmental Education must adopt a
systemic complex-curricular approach, e.g., integrated,
cross-inter-and-transdisciplinary, continuous and perma-
nent in all areas of knowledge, curriculum components,
and educational and academic activities, emphasizing
the nature and source of life and the environment related
to other dimensions, such as ethnic and racial diversity,
social justice, health, gender, labor, and human rights,
among others. It must encourage the development of criti-
cal thinking through scientific, socioeconomic, political,
and historical studies from the environmental dimension,
valuing participation, cooperation, sense of fairness, and
responsibility. It must encourage research and appropria-
tion of pedagogical tools and methodologies that improve
environmental citizenship, with the active participation
in decision making and with individual and collective
responsibility, in relation to the local, regional, and global
environment.

Several international science and educational meetings
have also been giving space to education in environmen-
tal discussions. I have recently participated in two of
them—the European Geosciences Union (EGU) General
Assembly, in Vienna, Austria, in April of 2011; and the
Planet under Pressure (PuP) Conference 2012 in London
in March of 2012—that show a search for dialogue across
knowledge areas. The environment appears in most dis-
courses as a main concern.

As it was stated in the EGU General Assembly ses-
sion Science in Tomorrow’s Classroom, we must bring
novel approaches and ideas for students to appreciate the
importance of science in their daily life. Teachers and edu-
cators need their knowledge-base regularly updated and
instructional strategies that will help their students criti-
cally evaluate scientific information brought to them by
media. The higher education system needs strategies to
attract future scientists, and scientists need guidance on
how best to interact with schools so their contributions
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can be valued. Communications addressing activities in
the framework of Education for Sustainable Development
(ESD) were particularly welcome. At this session, I pre-
sented a poster entitled Building interdisciplinary thinking
through thematic projects (http://meetings.copernicus.org/
egu 2011).

At the Planet under Pressure (PuP) Conference (http://
www.planetunderpressure2012.net/index.asp), the ses-
sion in which I participated had the theme Transforming
our way of living—Collective action for the transition to
a sustainable society: Building the research and action
agenda. The central question was Why has so much
knowledge and publicity at multiple levels about sustain-
ability led to so little action and what shall we do about
it? The argument was that much of Global Environmental
Change research to date has focused on understanding
the dynamics that drove our planet to the present predica-
ment; much less effort has been devoted to thinking about
how to effect a transition from the present to a more sus-
tainable state.

The starting points for discussing the framing, scope,
methods, and collaborative partnerships to address the
central question of the session were: 1) Nature of tran-
sitions: time scales of transition; direction of driving
forces; and adapting to local circumstances; 2) Instan-
tiation: normative goals; and values, economics, and
institutions in multiple cultures; 3) Initiating and gov-
erning change: design for emergence; scaling and
polycentricity; innovation for sustainability; planetary
boundaries and human boundaries; and building agency
and energy for change; 4) Culture change: levers of
cultural shifts; consumerism; peer pressure; economic
metrics and assumptions; inertia and path dependence;
and 5) Education: belief and cognition; models for cop-
ing with complexity; and learning to learn and change.
The poster I presented—Learning to cope with complex-
ity through thematic projects—was included in topic
number 5. In both posters, the examples of thematic
projects were related to the environment.

Brazil hosted the United Nations Conference on Sus-
tainable Development, Rio +20, from June 13-22, 2012,
in Rio de Janeiro (http://www.uncsd2012.org/ri020). It is
known as Rio +20 because it marks the twentieth anniver-
sary of the United Nations Conference on Environment
and Development (Rio, 1992) and should help define the
sustainable development agenda for the coming decades.
The objective of the conference was to renew political
commitment to sustainable development, through the
assessment of progress and gaps in the implementation of
decisions made at the major summits held on the subject,
and through the discussion of new and emerging issues.
The conference had two main themes: green economy
in the context of sustainable development and poverty
eradication and an institutional framework for sustain-
able development. Universities and research centers are
getting organized in order to participate in this major
event.

The Dialogue Between Education and Science

The disciplinary developments of science have brought us
many advantages, and specialization resulted in greater
depth and concentration of researchers throughout our his-
tory. We argue that disciplinarity is a condition sine qua
non of interdisciplinarity since we can only establish rela-
tions between areas if we have a good knowledge of our
field of study. What is being proposed today is to have a
more integrated view of human beings and nature as insep-
arable elements.

There is some polarization between the supporters of
the disciplinary and interdisciplinary approaches: the first
fear a merger of specialties while others advocate a recon-
sideration of the limits of areas. In Campos (2000), a group
of researchers suggested the organization of knowledge in
terms of nuclei and fields. The core, the nucleus, stands for
the identity of an area and professional practice, and the
field is a zone of imprecise limits where each discipline
would seek the support of other disciplines to accomplish
its tasks.

Morin (2000) points to the fragmentation of dis-
ciplinary knowledge and, on the other hand, realities
or problems increasingly polidisciplinary, transversal,
multidimensional, transactional, global, and planetary.
Kleiman and Moraes (1999) show that, instead of cor-
recting these flaws, our educational system emphasizes
them. Lessons are confined to 50 (45, 40, 35) minutes,
subjects, grade levels, and program units. A topic that can
be treated in combination is approached by each teacher
as if there is no relationship between areas: water is H,0
in chemistry; lakes, rivers and seas in geography; solid,
liquid and gas in physics; seas and rivers navigated by
our forefathers in history; and the percentage of water in
our body in biology. Is it the same water or are they dif-
ferent? And we go on fragmenting the liquid of life as if
it were made up of independent elements, unrelated to
one another.

In the process of evolving from a fragmented, alienated,
and linear curriculum in which most school teachers had
been educated, one thing became clear: it is necessary to
start putting the reform into practice at the university and
overcome rooted traditional disciplinary practices. In the
Programme for International Student Assessment (PISA
2009), Brazilian students showed a low level of scientific
literacy: the capacity to use scientific knowledge, to iden-
tify questions, and to draw evidence-based conclusions
in order to understand and help make decisions about the
natural world and the changes made to it through human
activity. It therefore showed certain lack of dealing with
complexity.

Not long ago, science was seen as existing only inside
university walls. The present situation shows a growing
interest in diminishing the distance between science and
society. Nowadays, scientific centers have been contract-
ing journalists to divulge research results to the general
public.


http://www.uncsd2012.org/rio20
http://www.planetunderpressure2012.net/index.asp
http://www.planetunderpressure2012.net/index.asp
http://meetings.copernicus.org/egu2011
http://meetings.copernicus.org/egu2011
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At present, my research group is engaged in a study—
Interdisciplinaridade no curriculo de formagdo docente
(Interdisciplinarity in teachers’ education curriculum)—
where we focus on the building of interdisciplinary
thinking through thematic projects at teachers’ graduate
and post-graduate courses at the Federal University of
Ceard. Our purpose is to investigate how participants per-
ceive, conceptualize, accept, or reject interdisciplinarity
and what possibilities it offers in our curriculum.

Practicing Interdisciplinarity with Future
Science Teachers

This session presents a study conducted with 105 Fed-
eral University of Ceard students of physics, chemistry,
mathematics, biology, literature, engineering, history, and
geography, i.e., an interdisciplinary group par excellence.
They were asked to momentarily abandon disciplinary
thinking—this is an important part of the activity—and
develop topics under the perspective of different learning
theories: Howard Gardner’s multiple intelligences, Philip
Phenix’s theory of meaning and Paulo Freire’s education
for critical consciousness.

Divided into groups of six to eight, at the end of two
lessons, they were supposed to come up with a consensual
theme and decide which of the three theories they would
be using in their projects. The themes chosen varied: evo-
lution, energy, biodiesel, the universe, ethanol, television,
industrial waste and the environment, Amazonia, hunger
around the world, pollution, consumerism, the use and
abuse of cellular phones, and others. The next four lessons
were dedicated to group work in the classroom and in the
virtual learning environment TELEDUC where they were
asked to plan every step of their project in order to present
at the end of the month in the form of a seminar. Here are
some examples of the thematic projects developed by the
student-teachers.

Television under the Perspective of Gardner’s Multiple
Intelligences (MI) Following the work performance of
adults who had been weak students, Howard Gardner was
surprised by the success of several of them in real life. He
then began to question conventional forms of assessment
that reflect only the prevailing conception of intelligence
in school, limited to the valuation of logical-mathematical
and linguistic competences. He extended the concept of
intelligence, defining it as the ability to solve problems
or develop products that are valued in a cultural environ-
ment or community. According to Gardner, except in cases
of injury, everyone is born with the potential of multiple
intelligences. From relationships with the environment,
including cultural stimuli, we develop some more and let
others improve. This gives each person a particular profile,
which denies the possibility of measuring intelligence by
conventional methods, especially the famous test of 1.Q.
(Intelligence Quotient), which considers only logical-
mathematical and language skills (Gardner, 1995).

For curriculum planning and development Gardner pre-
sents nine different intelligences to account for a broader
range of human potential in children and adults: Linguis-
tic, Logical-mathematical, Spatial, Bodily-Kinesthetic,
Musical, Interpersonal, Intrapersonal, and Naturalist.

Taking the Multiple Intelligences theory as a frame-
work, the UFC student-teachers proposed a project around
the theme Television. It was planned for a period of four
weeks of middle school timetable, and the idea was to use
an important part of young people’s lives—hours spent
watching TV—as an opportunity to learn and criticize the
type of programs offered by the TV networks. The fig-
ure below shows some initial ideas that can be expanded
throughout lessons and homework.

Phenix’s Realms of Meaning as a Path Towards Inter-
disciplinarity As Philip Phenix sates, “it is not easy to
sustain a sense of the whole. Many a person pursues his

Television and Gardner’s multiple intelligences

Interpersonal
The influence of

television in
family/interpersonal
relations (Do Not
disturb, I’'m watching
the soap operal!)

Verbal/Linguistic
Verbal and gestural
language acquired
under the influence
of television (fads,
slang) poems

Visual/Spatial

Live news about distant
people; forms of visual
arts, cultural and
stylistic aspects of other
places; images related
to historical facts,
regions, economies

Figure 8.1 Television and Gardner’s multiple intelligences.

Naturalist
TV programs on
climate changes;
Amazon
devastation

Bodily-kinesthetic
Bodily practices in

different cultures;
games, dance
performances,
Olympics, World cup

Logical/mathematics
Data on types of
programs watched by
students, time spent
(percentages, graphs)

v
Access to musical
diversity, music
programs (what kind
of music is played in
these programs?
What does this
mean?)

Intrapersonal
Analyze changes in

behavior under the
influence of television
(fashion, language,
gestures, beliefs,
political choices,
worldview)
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own limited calling with scarcely a thought for his place in
the total drama of civilized endeavor. . . . This limitation of
outlook is evident in education” (1964, p. 3).

A comprehensive outlook is necessary for all intelligent
decisions. A person is essentially an organized totality and
not just a collection of separate parts; so must be the cur-
riculum. Society, as well as individuals, depends upon
principles of community. A curriculum planned as a com-
prehensive design for learning contributes a basis for the
growth of community, while an atomized program of stud-
ies engenders disintegration in the life of society.

Human beings are essentially creatures who have the
power to experience meanings, and human existence con-
sists in a pattern of meanings. General education is the
process of engendering essential meanings. Six fundamen-
tal patterns of meaning emerge from the distinctive modes
of human understanding: symbolics, empirics, esthetics,
synnoetics, ethics, and synoptics. Each realm of mean-
ing and its constituent subrealms may be described by
reference to its typical methods, leading ideas, and char-
acteristic structures. A curriculum developing these basic
competences is designed to satisfy the essential human
need for meaning.

TABLE 8.1
Phenix’s Realms of Meaning

A study of the logical patterns of the disciplines shows
that they may be divided into nine generic classes on the
basis of their logical structure. Every cognitive meaning
has two logical aspects, namely quantity—singular, gen-
eral, and comprehensive—and quality—fact, form, and
norm. The nine generic classes of meanings are obtained
by pairing the three quantity aspects with three quality
aspects in all possible combinations: general form, gen-
eral fact, singular form, singular fact, singular norm,
general norm, comprehensive fact, comprehensive norm,
and comprehensive form.

The figure below summarizes Philip Phenix’s theory.

One of our most interesting projects had Global Warm-
ing as its central theme and was based on Phenix’s theory.
The figure below indicates some ideas that served as start-
ing points in the discussion about the topic.

Amazonia as a Main Interdisciplinary Theme The fate and
destinies of the Amazonian region have been an important
part of the Brazilian scientific, political, economical, and edu-
cational agenda. Scientific publications, the new forest code,
conferences, congresses and seminars, and graduate and post-
graduate courses curricula have nurtured the discussion.

Logical classification of meanings

Generic classes

Quantity Quality Realms of meaning Disciplines

General Form Symbolics Ordinary language, mathematics,

nondiscursive symbolic forms General Fact Empirics Physical sciences, life sciences, psychology,

social sceinces Singular Form Esthetics Music, visual arts, arts of movement, literature

Singular Fact Synnoetics Existential aspects of philosophy, psychology, literature,
religion

Singular General Norm Norm Ethics The varied Special areas of moral and ethical concern

Comprehensive Fact Norm Form Synoptics History Religion Philosophy

Phenix, P. [1964] Realms of Meaning. New York: McGraw-Hill.

EMPIRICS
Variation of global
temperature in 20-50
years; graphs

SYMBOLIC
Symbols that tell
the story: CO,,
°C,IPCC, MCT

ESTHETICS
Images and
videos

ETHICS
Human responsibility ;
what can we do to
prevent it?

SYNNOETICS
Convincing others:
respect and
relationships
SYNOPTICS
What is GW; green
house effect; polluting
gases

Figure 8.2 Global warming and the realms of meaning.
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Amazonia is the largest remaining expanse of tropical
rain forest on Earth, harboring approximately one-third of
all Earth’s species. Although the rain forest’s area is so
large that it reaches out into several different countries,
most of its area is located within the Brazilian territory.
Despite many decades of scientific study in Amazonia,
only a small fraction of its biological richness has been
revealed. Therefore, projects like the Large-Scale Bio-
sphere-Atmosphere Experiment in Amazonia (LBA), the
International Geosphere-Biosphere Programme (IGBP),
and the Center for Earth System Science (CCST) of the
National Institute for Space Research (INPE) have con-
stituted a scientific means of taking hold of a territory
coveted by half of the world.

The LBA Project encompasses several scientific disci-
plines, or components, and focuses on the question “How
do tropical forest conversion, regrowth, and selective log-
ging influence carbon storage, nutrient dynamics, trace gas
fluxes, and the prospect for sustainable land use in Ama-
zonia?” The project studies physical climate, atmosphere
chemistry, carbon storage and exchange, biogeochemis-
try, landface hidrology and water chemistry, land use/land
cover, and human dimension (http://daac.ornl.gov/LBA/
Iba.shtml).

The International Geosphere-Biosphere Programme
(IGBP) was launched in 1987 to coordinate international
research on global-scale and regional-scale interactions
between Earth’s biological, chemical, and physical pro-
cesses and their interactions with human systems. Its aim
is to provide the knowledge, expertise, and coordination
to identify and assess risks posed to society and ecosys-
tems by major changes in the Earth’s biological, chemical,
and physical cycles and processes and communicate
this to society (http://www.igbp.net/4.2709bddb12c08a
79de780001044.html). The Brazilian Regional Office of
IGBP was responsible for the coordination of a large part
of the Planet Under Pressure conference in London.

The Center for Earth System Science (CCST) of the
National Institute for Space Research (INPE) has the mission
of generating interdisciplinary knowledge for national devel-
opment with equity and reducing environmental impacts on
the planet Earth. Its objectives are to conduct studies to eval-
uate impacts of global environmental change and regional
systems in socio-economic and environmental developing
technologies for monitoring, mitigation, and adaptation to
environmental changes (especially those associated with
implications for national development and quality of life)
and train human resources in seeking practical solutions to
global environmental problems that resonate in Brazil and
South America. The Doctoral Course in Earth System Sci-
ence is aimed at training high-level human resources to meet
the institutional, national, and scientific demands related
to impacts, vulnerabilities, social processes, and policies
associated with regional and global environmental changes
(http://www.ccst.inpe.br/index.php#).

Scientific publications of the CCST and INPE have con-
tributed to this interest in the Amazon. E. M. Arraut et al.
(2010) studied the habitat of the manatee, an emblematic

animal of the Amazonian river that is at great risk. The
authors concluded that the species may be at greater risk
than previously thought because migration and low water
levels make manatees particularly vulnerable to hunters.
Moreover, due to the flooding regime of Amazonian rivers
being strongly related to large-scale climatic phenomena,
there might be a perilous connection between climate
change and future prospects for the species. Their experi-
ence reveals that the success of research and conservation
of wild Amazonian manatees depends on close working
relationships with local inhabitants.

J.M. Arraut* et al. (2012) sought to provide a frame-
work for the study of large-scale moisture transport over
South America, with emphasis on the role of Amazonia:
Is Amazonia a source of moisture for the atmosphere?
When? Where? What is the importance of the mois-
ture flow that goes over Amazonia and interacts with its
hydrological cycle to the moisture supply of the subtrop-
ics? The authors introduce the concept of aerial rivers
to describe the main pathways of moisture flow in the
atmosphere, drawing an analogy with the surface rivers.
The analogy is extended to aerial lakes to describe sec-
tions of a moisture pathway where the flow slows down,
broadens, and becomes more concentrated, as is the case
over Amazonia.

In Alves (2012), the integration of natural and social
sciences has been recognized as a key aspect of Earth Sys-
tem research, a cross-disciplinary field involving the study
of the geosphere, biosphere, and society. Also, because
of societal and political correlates between environmen-
tal change and socio-economic development, the study of
the earth system has been increasingly ascribed social and
political dimensions, contributing to put the collaboration
with the social sciences more and more in evidence.

Science student-teachers have been bringing up Ama-
zonia in many thematic projects they present. There is a
lot of information about Amazonia, and the idea is to help
students learn to find what they need in order to have a
more integrate and complete picture of the theme.

Education for Critical Consciousness Paulo Freire
(1921-1997) was a Brazilian educator who has deeply
influenced the pedagogical thinking of the last and present
centuries. His Pedagogy of the Oppressed is currently one
of the most quoted educational texts.

The term conscientizacdo (critical consciousness) is
a fundamental aspect of Paulo Freire’s concept of popu-
lar education.It implies that we go beyond the sphere of
a spontaneous apprehension of reality to reach a level in
which reality becomes an object subject to analysis. It
refers to learning to perceive social, political and econom-
ical contradictions and to take action against oppressive
elements of reality.

Critical consciousness can be developed through the
identification of “generative themes” which compose what
Freire calls the “thematic universe”—the complex of gen-
erative themes with which individuals break the “culture
of silence.” The task of the teacher is to discover, together


http://www.ccst.inpe.br/index.php#
http://www.igbp.net/4.2709bddb12c08a79de780001044.html
http://www.igbp.net/4.2709bddb12c08a79de780001044.html
http://daac.ornl.gov/LBA/lba.shtml
http://daac.ornl.gov/LBA/lba.shtml
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EMPIRIC: influence on the world climate;
endangered species

SIMBOLIC: Production of texts
about the topic (poetry,

chronics, essays); devastation
figures

ESTHETIC: Objects made with recycled

material; theater presentation;
Dances and rituals

ETHICS: the new forest code
(laws); individual attitudes such as
identifying illegal wood

SYNOETHICS: Self-evaluation
about daily actions concerning preservattion

AMAZONIA /

SYNOPTICS: Amazonian legends;
History of tribes that inhabit the region;
Religious entities

Figure 8.3 The Amazonia project.

Figure 8.4 The Water Project.

with the students, the generative themes that constitute
their thematic universe. They will then be discussed and
investigated by the students freely and creatively

The project illustrated below, based on Freirés theory,
was aimed for secondary school students. The topic Water
is present in every school curriculum, establishing a close
relation between natural and social sciences and at the
same time favouring critical thinking.If you take just one
of the topics—diseases caused by polluted water—vari-
ous questions arise: What is polluted water? Why is it
that some people do not have access to clean water while
others have plenty? What kind of diseases are caused by
polluted water? How is water distributed? Who controls
it? In what geographical regions does this problem remain
unsolved?

Participants are usually asked to express their views
about the process of becoming interdisciplinary via
TELEDUC. They state their definitions, acceptance or
non-acceptance of the idea, the type of education they are

having in their specific courses/areas, how they see the
university science curriculum, and how different areas
should communicate. The findings indicate that one basic
obstacle lies in the organization of academic work and the
emphasis on memorization instead of knowledge produc-
tion. Also, university teacher’s traditional education limits
their holistic-integrated thinking.

As far as the students are concerned, what we have
seen in our classrooms is that they develop creative and
good quality projects demonstrating acceptance and rapid
assimilation of interdisciplinarity. Another conclusion
from this study is that the formation of interdisciplinary
thinking cannot focus only on matters to which the soci-
ety demands solutions, since such matters are highly
influenced and dictated by the economic and mediatic
agenda. It is necessary that the students develop a criti-
cal-social perspective of knowledge, which causes them
to reflect on the directions and uses of science (Moraes
2012).
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Building a Vision of Global Citizenship

In Moraes (2003), we discussed the idea of a vision of
democracy and citizenship as an ideal to be attained by our
public schools. Vision was defined as the result of daily
activities and experiences that shape the way that teachers
perceive their tasks and their school: a shared reality with a
comprehensive and dynamic nature that implies reflection
and understanding of the future of an organization (Staes-
sens and Vandenberghe, 1994). As we have evidenced
in our thematic projects, this vision-building has taken a
direction towards the attainment of a global citizenship by
school and university students and teachers.

As Bellamy (2008) states, “citizenship has traditionally
been referred to as a particular set of political practices
involving specific public rights and duties with respect to
a given political community. . . . It also provides a mecha-
nism for citizens to promote their collective interests and
encourages rulers to pursue the public’s good rather than
their own” (p. 3)

It requires a democratic environment: totalitarian
regimes do not allow citizens to have rights, just duties
(in fact, they must fulfill some specific duties determined
by dictators. We Brazilians have much experience in it).
Today, only about 120 of the world’s countries (64 per-
cent) are electoral democracies. Out of these, only 22 have
been continuously democratic for a period of 50 years or
more (Ibid.). Although the number of voters’ democra-
cies has grown since the Second World War, voter turnout
has declined. In spite of citizens’ general dissatisfac-
tion with politicians and the representative regime, they
continue to approve of democracy itself, as it has been
shown in the World Values Survey of 2000-2 (http://www.
worldvaluessurvey.org).

A vision of global citizenship is being constructed
among members of social systems who communicate
and share comprehension and decision making. Global
citizenship can be seen as an empty or floating signifier
(Laclau, 1990), the signifiers being those filled with differ-
ent meanings according to the discursive contexts in which
they are inserted. Its universality requires them to plunder
the precise contents. “Demand will have to be emptied of
its relationship with specific meanings and is transformed
into a pure signifier . . . a signifier that loses its direct refer-
ence to a particular meaning “(Ibid., p.25).

Considering the different discursive contexts that are
presented in the current scenario, we risk a definition of
global citizenship we have grasped in our thematic pro-
jects: a new planetary collective consciousness of which
themes revolve around environmental issues, racial and
religious issues, social injustice, the abuse of political
power among other types of power and manifested in
street protests, the Internet, the media more independent
in certain political institutions such as the United Nations
Organizations (UNO), the Hague Tribunal, World Social
Forum, Greenpeace, Avaaz, etc.

As Smith (2003) argues, there are three forms of glo-
balization operating in the world: Globalization One,

the revival of radical liberalism, or neoliberalism; Glo-
balization Two, the various ways people are responding
to Globalization One through acts of accommodation or
resistance; and Globalization Three, the conditions that
may be emerging for a new kind of global dialogue regard-
ing sustainable human futures. “As a species, we may be
imagining ourselves in new ways, especially with respect
to issues of identity and citizenship.” (p. 35)

Global citizenship is directly related to the idea of nor-
mative universalism, defined by Habermas (1995) as the
improvement of international political institutions so that
they can meet the universal search for technical and politi-
cal solutions to global problems. For the philosopher, we
lack a critique of capitalism to help us reflect on the poli-
cies and capacities for action that need to be made globally
in order to tame the economic system.

We can risk saying that there has been a worldwide
attempt to rehabilitate the public sphere since it is being
constantly and consistently menaced by the market econ-
omy and by corruption. The public sphere is a realm of
social life in which something approaching public opin-
ion can be formed. The question that we asked at the time
(Moraes, 2003) was whether contemporary democracies
allow the possibility of structuring a public argumenta-
tive praxis that links the validity of the action norms to a
rational justification, originated from citizens’ free discus-
sion. What we see now is an expanding public sphere in
action, once again bringing back the idea of global citizen-
ship as it has been shown in events like the Forum Social
Mundial (the first one was in 2001 in Porto Alegre, Bra-
zil), the Arab Spring, the Occupy Wall Street Movement,
and manifestations in public squares in France, Spain, and
Greece. No wonder The Protester was chosen as Time
Magazine’s Person of the Year (Dec 14, 2011).

Street protests have accompanied our recent history. In
the 1960s they were against the Vietnam War (in 1968 we
had the famous riots in Paris and Mexico), in the 1980s
there were protests against nuclear weapons and against
tyranny in Tiananmen Square. In Brazil, in 1992, school
and university students, “the painted-face generation” as
they became known, dressed and painted in the colors of
the Brazilian flag, took to the streets to protest and call
for the impeachment of President Collor de Mello. Collor
had entered the presidential race known as the “maharaja
hunter,” because of his promise to chase corrupted public
officials. However, his mandate was marked by a series of
scandals and allegations of corruption. He resigned from
the presidency, was found guilty by the Senate, and sen-
tenced to disqualification from holding elected office for
eight years.

Concluding Comments

There is a consensus that the physical sciences, social sci-
ences and education need one another and that working in
collaboration ends up being far more effective than delim-
itating territories and guarding borders. This has been
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largely evidenced in the vast literature and in the words of
the students after completing their thematic projects.

Some of the changes that have been occurring in Bra-
zilian school and university curricula are intended to
overcome our traditional fragmentation, alienation, and
individualism. Interdisciplinarity, critical contextualiza-
tion, and group work have proven not only possible but
also highly desirable in order for us to cope with the
increasingly globalized educational scenario and its con-
tradictions: products, cultural trends, fashion, music,
claims and demands, scientific findings oscillating between
nationalisms and internationalisms, local and global, and
theory and practice.

The curriculum always has its feet in a nation/country
and today, more than ever, it also means having eyes and
ears outside frontiers. We are all situated in a particular
culture, speaking a particular language, belonging to a
certain family, and at the same time we are connected to a
larger world, portrayed in the daily news, Facebook, Twit-
ter, and e-mail. The challenge is to find balance between
these sometimes opposite poles.

The student-teachers who attend the university night
courses at the Faculty of Education, Federal University of
Ceard have to cope with a very hard daily routine. They
are struggling to earn a decent living during the day—
most of them already teaching at schools—and at night
attend courses believing a university degree will matter
somehow. This reality has of course influenced my view of
curriculum, teaching, and education in general.

Once, reporting on Phenix’s integral and comprehen-
sive theory of curriculum, a student exemplified his vision
of totality: he witnessed a couple of his colleagues being
robbed but, since he also knew the thieves (they lived in the
same area as him), he could not make up his mind whether
he should interfere and call the campus police officer. He
was afraid that later on he would suffer for denouncing
them. In the meantime, the police officer appeared but
could not prevent the robbers from escaping with the sto-
len objects. Then, the student reported, he remembered
Phenix’s definition of Ethics—*the varied special areas of
moral and ethical concern”—and decided to tell the officer
that, if asked, he would identify the thieves, as long as his
anonymity were kept. After this episode, I reconsidered
my own vision of totality and decided to emphasize even
more thematic projects having as theoretical framework
Paulo Freire’s education for critical consciousness and
Phenix’s realms of meaning, so that the knowledge dis-
seminated by the university somehow makes sense and is
not situated in an abstract, merely intellectualized sphere.

According to students’ testimony, in an interdisciplinary
process, the contents acquire a global dimension, which
reinforces the connection between theory and practice.
It is global because it is whole and planetary. This con-
struction of knowledge must be collective and egalitarian,
however, respecting and valuing the talents and specifi-
cities of each person. Interdisciplinarity is a formative
element of an environment of participatory construction,

reorganization, reflection, and integration. The traditional
school approaches concepts in a way that causes complete
divergence between reality and the contents. In science,
it is relatively easy to identify topics that fit into inter-
disciplinary practices because nature does not follow the
analytical framework of human conventions.

Global citizenship as a trans/interdisciplinary theme
incorporates the concepts of diversity and sustainability,
conceiving the world as an interconnected whole. It recog-
nizes the fundamental interdependence of all phenomena
and the fact that, as individuals and societies, we are all
connected and depend on the cyclical processes of nature.
Habermas’s dialogical rationality is proving itself very
useful for addressing issues that require approaches from
different cultures and areas of knowledge. The currentideas
of integration, inclusion, multiculturalism, empowerment,
critical thinking, intersubjectivity, and interdisciplinarity
in the curriculum presuppose intense dialogue in order that
we come up with agreements which contemplate multiple
interests and voices.

Eduardo Galeano, in an interview on a Spanish radio
station in Puerta del Sol, Madrid, (http://www.youtube.
com/watch?v=380-6vS7p50) when thousands of people
took to the streets to celebrate the first anniversary of the
Indignados movement, came up with a beautiful metaphor
to express his hope and optimism, in spite of the chaotic
scenario: every time he sees himself in the middle of a con-
centration of beautiful youngsters struggling for a better
future, he thinks that there is another world waiting; “The
present world is pregnant with a new one,” says Galeano.
Our challenge as educators is to help deliver the baby.

Notes

1. Celso Monteiro Furtado (1920-2004) was an important Brazilian
economist and one of our most distinguished intellectuals dur-
ing the twentieth century. His work focuses on development and
underdevelopment and on the persistence of poverty in peripheral
countries throughout the world.

2. Japiasst is a Brazilian philosopher and university professor who
has published and translated from French books and articles on
interdisciplinarity.

3. A professor at the Catholic University of Sao Paulo (PUC-SP).

E. M. Arraut and J. M. Arraut are brother and sister.

References

Alves, D. (2012) Two cultures, multiple theoretical perspectives: the
problem of integration of natural and social sciences in Earth system
research. In Stephen S. Young and Steven E. Silvern, (eds.), Inter-
national Perspectives on Global Environmental Change. INTECH
Open, 2012. Access Publisher http://www.intechopen.com/books/
international-perspectives-on-global-environmental-change

Apostel, L. (1972) Linterdisciplinarité : probleémes d’enseignement
et de recherche dans les universités. Paris: Organisation de coopéra-
tion et de développement économiques (OCDE), 1972.

Apostel, L. et al. (1983) Interdisciplinarité et Sciences Humaines, Paris:
UNESCO, Presses Universitaires de France.

Arraut, E.M. et al. (2010). The lesser of two evils: seasonal migrations
of Amazonian manatees in the Western Amazon. Journal of Zoology,
The Zoological Society of London, pp. 247-256.


http://www.intechopen.com/books/international-perspectives-on-global-environmental-change
http://www.intechopen.com/books/international-perspectives-on-global-environmental-change
http://www.youtube.com/watch?v=38o-6vS7p50
http://www.youtube.com/watch?v=38o-6vS7p50

Curriculum Tendencies in Brazil 111

Arraut, J.M. (2012) Aerial rivers and lakes: Looking at large-scale mois-
ture transport and its relation to Amazonia and to subtropical rainfall
in South America, American Meteorological Society.

Bellamy, R. (2008). Citizenship: A Very Short Introduction. Oxford:
Oxford University Press.

Campos, G.W.S. (2000). Satide publica e saide coletiva: campo e niicleo
de saberes e préticas. Ciéncia e Saiide Coletiva, abril-junho, Ano/
vol. 5, n°002.

Fazenda, 1. (1979). Integracdo e interdisciplinaridade no ensino bra-
sileiro: efetividade ou ideologia. Sdo Paulo, Edi¢oes Loyola.

Fazenda, 1. (2010). Interdisciplinaridade: Histdria, teoria e pesquisa.
Campinas: Papirus

Finlayson, J.G. (2005). Habermas: A Very Short Introduction. Oxford:
Oxford University Press.

Freire, L.A. (2011). O desenvolvimento da compreensdo interdisci-
plinar discente em cursos de formagdo de professores: construcao
de significados e sentidos. (Developing students’ interdisciplinary
understanding: building signifiers and meanings) Master’s degree
thesis Faculdade de Educag@o, Universidade Federal do Ceara.

Freire, P. (2005). Pedagogia do oprimido. Rio de Janeiro: Paz e Terra.

Gardner, H. (1995). Inteligéncias muiltiplas: a teoria na pratica. Porto
Alegre: Artmed, 1995.

Habermas, J. (1995). Interview given to Barbara Freitag and Sérgio Paulo
Rouanet, Jornal Folha de SdoPaulo, Caderno MAIS!, 30/05/95.
Japiassu, H. (1976). A interdisciplinaridade e a patologia do saber. Rio

de Janeiro: Imago.

Kleiman, A., & Moraes, S.E. (1999). Leitura e Interdisciplinaridade:
tecendo redes nos projetos da escola. Campinas: Mercado de Letras.

Laclau, E. (1990). Nuevas reflexiones sobre la revolucién de nuestro
tiempo. Buenos Aires: Nueva Visién

Moraes, S.E. (2003). In search of a vision: how Brazil is struggling to
envision citizenship for its public schools, In Pinar W., (ed.), The
International Handbook of Curriculum Research. New Jersey: Law-
rence Erlbaum Associates.

Moraes, S. E (2005). Interdisciplinaridade e transversalidade mediante
projetos temadticos, in Revista Brasileira de Estudos Pedagdgicos
(RBEP). Brasilia: Instituto Nacional de Estudos e Pesquisas Edu-
cacionais Anisio Teixeira (INEP), Vol. 86 Maio-Dez,, pp. 213-214.

Moraes, S.E. (2008). Avaliagdo curricular em escolas publicas de For-
taleza. In MORAES, S.E. (org.) Curriculo e Formagdo docente: um
didlogo interdisciplinar. Campinas: Mercado de Letras.

Moraes, S.E. (2011). Building interdisciplinary thinking through the-
matic projects. Poster presented at the European Geosciences Union

General Assembly (EGU 2011), Vienna, Austria. Retrieved from
http://meetings.copernicus.org/egu201 1

Moraes, S.E. (2012). Learning to cope with complexity through thematic
projects. Poster presented at the Planet under pressure conference
2012. London, UK. Retrieved from http://www.planetunderpressure
2012.net/index.asp

Morin, E. (2000) Os sete saberes necessarios a educagao do futuro. Sao
Paulo: Cortez

Nicolescu, B. (2006). Transdisciplinarity: past, present and future. In
Moving Worldviews—Reshaping Sciences, Policies and Practices for
Endogenous Sustainable Development. Holland, COMPAS Editions,
2006, edited by Bertus Haverkort & Coen Reijntjes.

Nobre, M. (2004). A teoria critica. Cole¢do passo a Passo. Rio de
Janeiro: Jorge Zahar.

Phenix, P. (1964). Realms of Meaning: A Philosophy of the Curriculum
for General Education. New York: McGraw Hill.

Smith, D. G. (2003). Curriculum and teaching face globalization. In Pinar,
W., (ed.), The International Handbook of Curriculum Research. New
Jersey: Lawrence Erlbaum Associates.

Staessens, K., & Vandenberghe, R. (1994). Vision as a core component
in school culture. Journal of Curriculum Studies, 26(2): 187-200.

Documents and Websites

CAPES (Coordenagdo do Aperfeicoamento do Pessoal do Nivel Supe-
rior) www.capes.gov.br

Center for Earth System Science (CCST) http://www.ccst.inpe.br/

Diretrizes Curriculares Nacionais de Ciéncias http://portal.mec.gov.br/
index.php?option=com_content&view=article&id=12991.

Eduardo Galeano’s interview, Puerta del Sol, Madrid http://www.youtube.
com/watch?v=380-6vS7p50

Instituto Nacional de Pesquisas Espaciais (INPE) http://www.inpe.br/

International Geosphere-Biosphere Programme (IGBP) http://www.
igbp.net/4.2709bddb12c08a79de780001044.html

Large-Scale Biosphere-Atmosphere Experiment (LBA) http://daac.ornl.
gov/LBA/Iba.shtml

Ministério da Educacdo http://www.mec.gov.br/

Minuta (draft) das Diretrizes curriculares nacionais de Educacdo Ambi-
ental http://portal.mec.gov.br/index.php?option=com_content&view=
article&id=15993&Itemid=1098

Parametros Curriculares Nacionais http://portal.mec.gov.br/seb/arquivos/
pdf/livro01.pdf.


http://portal.mec.gov.br/seb/arquivos/pdf/livro01.pdf
http://portal.mec.gov.br/index.php?option=com_content&view=article&id=15993&Itemid=1098
http://daac.ornl.gov/LBA/lba.shtml
http://www.igbp.net/4.2709bddb12c08a79de780001044.html
http://www.youtube.com/watch?v=38o-6vS7p50
http://portal.mec.gov.br/index.php?option=com_content&view=article&id=12991
http://www.planetunderpressure2012.net/index.asp
http://portal.mec.gov.br/seb/arquivos/pdf/livro01.pdf
http://portal.mec.gov.br/index.php?option=com_content&view=article&id=15993&Itemid=1098
http://www.mec.gov.br/
http://daac.ornl.gov/LBA/lba.shtml
http://www.igbp.net/4.2709bddb12c08a79de780001044.html
http://www.inpe.br/
http://www.youtube.com/watch?v=38o-6vS7p50
http://portal.mec.gov.br/index.php?option=com_content&view=article&id=12991
http://www.ccst.inpe.br/
http://www.capes.gov.br
http://www.planetunderpressure2012.net/index.asp
http://meetings.copernicus.org/egu2011

9

Curricular Landscapes, Neoliberal Densities

Curriculum Reform and Research in Chile

Craupia Marus CANOVAS

This chapter examines the effects of neoliberalism in
the production of students’ and teachers’ subjectivities
at present in Chile. Neoliberal contexts for education, as
particular narratives about the relationships between the
economic model, social formation, and the state and its
institutions, produce effects on the ways changes in schools
are imagined. I pay attention to the ways neoliberalism has
expanded its power through normative ideas about the rela-
tionship between education and the market, transforming
notions of knowledge, learning, and teaching. These mean-
ings are legitimized through discourses of educational
reforms that imply specific ways to organize and produce
identities in the curriculum. In this way, the market’s inter-
ests can relate to the school’s objectives in such a way that
this alignment seems desirable and inevitable.

I consider the educational reform history in Chile since
the dictatorship in which the implementation of neolib-
eral practices on educational arenas has been promoted
(Carcamo-Huechante, 2006; Harvey, 2007). Among the
several consequences of political decisions made at that
period of time, the educational system was restructured
into a market-like organization that resulted in the shifting
of funds, oversight, and accountability from government
to individuals and corporations. For-profit education, high-
stakes testing, and accountability systems are now common
ways to talk about education in Chile. There is no doubt that
the privatization of the school system has transformed eco-
nomic, cultural, and political understandings of education.
As a response to these practices, student strikes have been
happening for the last six years' now, in which students
have articulated their disapproval of neoliberal practices
and demonstrated how the market ideology has failed to
deliver on its promises. While all the problematics of the
neoliberal agenda cannot be described here, the assump-
tion that a greater economic reward for the whole society
will result from having individuals pursuing their own eco-
nomic interests (Hursh, 2008) has become the impetus for
counter-movements. Students’ social movements provide
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critical accounts of the several social and cultural effects
of undelivered neoliberal undertakings. Because of the
long and well-recognized history of neoliberal practices,
educational policies in Chile cannot be understood nor con-
ceptualized out of the frame of neoliberal thought.

In this chapter, I am going to provide a brief story of the
curricular trajectories in Chile since the Dictatorship, with
special attention to the ways subjectivities have been cre-
ated in educational policies for specific purposes; then, I am
going to offer a short description of neoliberal assumptions;
and finally, I present a discussion on how new curricular
reforms recently implemented in Chile emphasize the pro-
duction of the educated subject as one who fits the demands
of the market through the uses of affect. I use the conceptu-
alization of affect to frame the uses of “attitudes” pertaining
to each discipline in the new Chilean curriculum as a way to
create “regimes of affect” (Madra, n.d.) to produce subjec-
tivities in neoliberal times. I will exemplify how the current
elementary curriculum in the areas of history, geography,
and the social sciences produces students’ subjectivities
today and how these relate to neoliberal demands.

Historical Trajectories

The ongoing processes of reform of the educational sys-
tem in Chile have always emphasized the recognition
of schools as key institutions in the reconstruction of a
democratic society. These modernization efforts have been
executed within different political contexts: starting in the
dictatorship period (1973-1990), followed by what was
nominated as Democratic governments or transitional
governments (1990-2005), then the first elected Social-
ist female President (2006-2010), and finally the present
government run by a right-wing President from the corpo-
rate world (2010-2014). As expected, educational reforms
under these governments have had their own emphases
and tones. Nonetheless, it is necessary to mention that
those prescriptions dictated by the Organic Constitutional
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Law of Education under Pinochet’s dictatorship did define
an administrative structure and a way to organize the edu-
cational system so that coming reforms were forced to
follow those prescriptions. It was not until 2009 that the
Organic Constitutional Law of Education was revised and
a new Constitutional Law of Education (2009) was prom-
ulgated. This law provides a new curricular language, but
the structure and administrative way to organize the edu-
cational system is still untouched.

During the dictatorship period (1973-1990), the
modernization process in education was focused on the
transference of the administrative and financial manage-
ment system of education from the Ministry of Education
to the municipal system and to private corporations. Among
the consequences of this privatization process was adecrease
of educational quality, the loss of teachers’ work rights, a
decrease in public school enrolments, and an increase in
the number of students in the new private subsidized school
system. As a result of this free market opening in educa-
tion and the large economic motivations given to the private
sector to invest in education, the birth of a profitable edu-
cational business was generated along with the production
of new administrative profiles (such as, the sostenedores).
As expected, the subsidiary role of the State as a com-
pensator of inequalities was not directed to help those in
need, but instead supported the financing of programs and
projects carried out by the private sector. Moreover, all the
State roles until 1973, which by social definition included
public and free schooling, protection from unemployment,
old age pension, physical disability protection, retirement
pension, preventive medicine, and social housing, were
transferred, partially or completely, to the private corpora-
tion sector. As a result, to modernize education was and still
is a synonym for making education effective through the
incorporation of a knowledge value-added tax to consumer
goods and exports in order to make the Chilean economy
more competitive in the international scenario. The end of
the dictatorship in 1990 set up substantial and problematic
ways to think of and imagine educational reforms and the
cultural politics attached to them.

During the 1990s, a national mandatory curriculum was
promulgated as an effect of the workings of the Organic
Constitutional Law of Education emanated in the last
years of the dictatorship. This law established the Funda-
mental Objectives and the Mandatory Minimal Contents
to be covered in every school in the nation. The status of
the curricular process was constructed around discourses
of flexibility and the idea of teachers as autonomous pro-
fessionals. This was part of the official discourse, but what
happened is that teachers’ participation was reduced to
the practice of “adding” content besides those prescribed
by law in order to make it suitable to the particularities
of schools’ institutional projects. In this way, this reform
produced a new way to manage curriculum and teachers’
work more than producing a new frame for curricular
decisions, school organization, and valuation of teachers’
work.

A Landscape of the Present

At present, there are three major curriculum reforms
operating at the same time. As expected, these reforms
function at different levels of implementation, in differ-
ent sets of regulatory frames, with different outcomes
to accomplish, and, as an effect, with different ways to
produce student and teacher subjectivities. These subjec-
tivities are caught up within these discursive practices as
much as they are produced in everyday activities. What
matters to this analysis is how ideas about the educated
subject have been produced in curricular reforms in Chile.
The political incitement of the neoliberal agenda in Chile
has been sustained through multiple ways to construct
and justify the importance of becoming a “developed”
nation oriented with the corresponding impositions on
educational institutions. Therefore, the cultural politics
of how curriculum reforms have been shaped are highly
relevant.

It is important to note that these three curricula, as they
operate simultaneously, work independently as if they
were completely different systems functioning in different
segments of the schooling system. Thus, the curriculum
implementation landscape looks like this: the oldest cur-
riculum (Curricular Framework) was designed in 1996
under the restrictions of the Organic Constitutional Law
of Education promulgated under the dictatorship and func-
tions in the third and fourth years of high school; next,
the Curricular Adjustment of 2009 operates from the sev-
enth grade (elementary school) to the second grade (high
school); and finally, the new curriculum (Curricular Bases)
since 2012 operates from the first grade to the sixth grade
(elementary school). As important as it is, these new ways
to name and regulate knowledge in schools have created
new ways to imagine subjects. The Curricular Framework
and the Curricular Adjustment share one distinctive fea-
ture, which is that they use terms such as Fundamental
Objectives, Mandatory Minimum Contents, and Transver-
sal Fundamental Objectives to organize the document. In
contrast, the Curricular Bases document (2012) uses the
concept of Learning Objectives to reduce the prescription
in relation to content presented to teachers. As expected,
these different orientations to curricular processes lack
critical reflection on how they relate to the whole process
of democratization and change requested by the students’
social movements since 2006. I argue that despite the
internationally known political demands for better and
more democratic educational systems from Chilean stu-
dents in the last six years, those demands do not fit the
subject profile promulgated by educational policies.

On Neoliberal Densities

Duggan (2003) notes that neoliberalism’s main beliefs
operate through the idea that economic policy is a matter
of neutral and technical expertise. In this manner, expertise
is presented as separate from politics and culture (Duggan,
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2003, p. xiv). What matters here is to understand that the
creation of this disassociation between economy and cul-
tural dimensions permeates most of our daily decisions.
This is a kind of power that regulates aspirations, affects,
and trajectories for everybody. In this chapter, I contend
that curricular practices have not been oriented to reveal
the complexities of cultural politics of knowledge pro-
duction and circulation in schools. This is in part because
educational policies and reform practices construct schools
as producers of people “ready to operate in the world,”
which incites the revitalization of other dominant dis-
courses, such as competence, accountability, management,
and leadership, that inform most of the policies and school
reform discourses. Neoliberalization of the school system
(the same is true of higher education) is accompanied by
an increasing lack of interest on issues of gender, race,
sexuality, and ability, among others, to explain inequalities
in educational provision, educational opportunities, and
the creation of critical social exclusions and polarization.
For instance, most of the educational policies addressing
issues of “diversity” name disabilities and special edu-
cational needs as the only dimensions to refer to when
addressing the production of difference in schools (Matus
and Infante, 2009). As an effect, “difference as diversity”
is imagined as “something to be managed” by teachers
with the problematic consequences from the production of
essentialized differences in school practices. At the same
time, under these cultural frameworks, teacher-training
programs do not problematize content in their curricular
trajectories but rather reduce it to the provision of tools
and strategies to deal with those “identified differences.”

After all, neoliberal assumptions, such as faith in the indi-
vidual as a rational chooser within markets, have become
ingrained as the rationale for educational policies, and as
a consequence, the “market’s requirements” are imagined
and lived as real, necessary, and inevitable. Hence, these
ideas require that subjects and populations are thought of in
a way that does not intervene with the markets’ demands.
Hursh (2008) explains: “Under neoliberalism the individual
is no longer merely a rational optimizer but conceived as
an autonomous entrepreneur responsible for his or her own
self, progress, and position” (p. 39). In what follows, I am
going to present how the history, geography, and social sci-
ences elementary curriculum imagines the educated subject
and uses affect to foster specific identities and new configu-
rations of the social.

The Uses of Affect and the Production of the
Educated Subject

The current curriculum (Curricular Bases) is organized
around three main dimensions, namely abilities, themes,
and attitudes. Interestingly, attitudes have become an
important component of new ways to organize the national
curriculum. In fact, there is a list of attitudes pertain-
ing to each of the disciplines of the curriculum; one can
find specific attitudes for language, specific attitudes for

mathematics, etc. For instance, language requires that stu-
dents (a) exhibit positive dispositions and interest to share
ideas, experiences, and opinions with others and (b) show
empathy towards others considering their particular reali-
ties and where these realities are located. In mathematics,
some of the required attitudes are (a) to exhibit an orderly
work style; (b) to be flexible and creative when search-
ing for solutions to problems; (c) to be positive towards
one’s own abilities; (d) to express ideas and listen to oth-
ers’ respectfully, etc. (Ministry of Education, Curricular
Bases, 2012). This is particularly relevant because it
gives a different tone to the ways policies are imagined
to train students. It means that the child is not only teach-
able and has individual characteristics and attributes such
as “learning abilities,” and recognizable “developmental
stages,” but also the student can feel, act, and develop spe-
cific attitudes depending on the content delivered in her/
his classroom.

History, geography, and the social sciences are impor-
tant curricular components when defining where students
learn about their own and others’ positions in the world.
For instance, essentializing and homogenizing prac-
tices related to the concept of culture have been widely
problematized in areas such as anthropology and critical
theory. Nonetheless, the notion of culture in the production
of multiculturalism, particularly in elementary school text
books, is still romanticized (McCarthy, 2005). The notions
of a “multicultural society” in the official curriculum is
still used as a tool to essentialize cultures presented as an
extension of what it is called civic education, and it creates
ideas such as “there are other cultures in the world and we
should respect them.” In other words, experiences embod-
ied in these marginalized identities produce the reiteration
of a conception of culture as a collection of objects and
folkloric and aesthetic practices. This convenient way to
homogenize identities in discrete units and communities
has critical effects on the ways people think about them-
selves and others.

As an example I am going to discuss an interview
excerpt conducted with a female elementary teacher in
2011 in Chile. She was interviewed to provide insight on
how in-service teachers understand “inclusion practices”
in schools. This interview excerpt needs to be read in the
context of a Chilean educational system whose popula-
tion has changed considerably by the increasing number
of immigrants from other countries, particularly, Peru,
Colombia, and Ecuador. In this interview excerpt, the
teacher refers to the immigrant students who attend her
school:

“These little kids we receive in this school are very poor,
and I believe that what happens is that they remind us
about our origins, particularly those who are black and
got straight hair. Those kids who come from abroad, par-
ticularly Peruvian kids are black, short, got straight hair. I
have heard other colleagues referring to these students as
‘black and short students.” ”
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In a different line from the same interview she states,

“I have heard many teachers in this school saying that Peru-
vian students are monkeys, that they look like monkeys,
that they are like monkeys. So, I believe that these kids
represent something you want to forget, or something you
don’t want to be or wouldn’t have been. I think these stu-
dents remind you about your human condition. Maybe that
is why there is so much rejection towards them. And yes
discriminatory issues are big problems in schools today.”

This way of thinking is only possible within a particular
idea of culture, in which subjects are normalized and, as
a consequence, a regulation of difference is produced.
To present these excerpts is to exemplify how systems of
understanding difference are performed in today’s Chilean
schools and to show the effects of neutral ways of address-
ing the construction of difference.

Returning to the history, geography, and social sciences
elementary curriculum, the introduction of the document
presents some details of the curricular content related to
“citizenship competences” and “respect and valuation of
human diversity.” In relation to citizenship competences,
it states,

“It is crucial that students recognize themselves as citizens
and develop favorable dispositions towards community life
practicing its inherent values as they are members of a dem-
ocratic society. One of the main objectives is that students
recognize ideals and practices in which citizenship and the
State are based on, and to acquire the necessary tools to
participate in society actively, informed, and responsibly”
(Ministry of Education, Curricular Bases, 2012).

On a different paragraph and in relation to human diversity
it states,

“. .. this content also intends to be a contribution to the
conscious valuation of human and cultural diversity of
the present world and to achieve a more inclusive society
in which differences are appreciated. It is expected that
students are able to recognize diversity richness and to
understand that gender, ethnic origin, beliefs and social
status, among others, are not objects of discrimination or
areason to make differences in terms of opportunities for
everyone. Thus, the three disciplinary axes [meaning his-
tory, geography, and social sciences] are complementary
to develop this objective. For example, for students to
know different past and present cultures and their relation
to their geographic environments constitutes a valuable
learning experience, since it allows students to know
and value human and cultural diversity, widening their
world vision and through this they discover other ways
in which different societies have faced and currently face
problems and challenges common to all human beings”
(Ministry of Education, Curricular Bases, 2012). This
way to frame issues such as citizenship and diversity
are problematic in at least two ways. First, it creates the
expectation of societies as uniformed entities and whose
progress can be sustained mainly through the “good

behavior” people may exhibit. There is no problema-
tization of issues related to power and the constitution
of notions of citizenship and how these ideas constitute
themselves systems to reason hierarchies, social orders,
and the preservation of hegemonic ideas of society.
Second, and as problematic as the first, the hygienized
notion of diversity presented as neutral proposes the per-
petuation of the division “Us/Them” in which there is
no reference to the constitution of categories and how
they have come to be essential in positioning ourselves
and others in different social and cultural realms. These
two concepts together reproduce the idea of a student
who requires no more than a “good disposition” to fol-
low what “society demands.”

In what follows, I am going to focus on those attitudes
listed in the history, geography, and social sciences cur-
ricula. These attitudes are presented as part of the civic
education programs implemented from first to sixth grade
in elementary school. To start with, I mention a very curi-
ous and clarifying note presented on the first page of the
document. It states,

“In the present document, terms such as ‘the teacher,” ‘the
student,” ‘the classmate,” to refer to men and women and
their respective plurals (like any other terms used in the
school context) are used in an inclusive manner [meaning
that women are included when referring to “the student”
or “the teacher” which, in Spanish, is masculine].® This
decision is based on the idea that there is no universal
agreement in relation to how to refer to either female or
male in Spanish and other similar expressions. These for-
mulae suppose a graphic saturation that may interfere with
reading comprehension” (Ministry of Education, Curricu-
lar Bases, 2012).

This note is particularly relevant because, on one side, it
proposes that “gender neutrality” (meaning only mascu-
line) is possible and agreed upon, and on the other side,
this convenient neutrality supposes an epistemological
place of equality that stands outside of the politics of the
construction of gender and its effects. As an introductory
paragraph, it sets out the tone of neutrality as constitutive
of the way to reason subjectivities in today’s curriculum.

In the section where the civic education objectives are
formulated, there is an explicit reference to learning “civic
virtues” and how they relate to the practice of specific
“habits,” such as politeness; collaborative actions within
the community; and attitudes of tolerance, respect to com-
munity life, responsibility, honesty, and personal effort.

For instance, this is one of the objectives presented for
first-grade students:

“[Students are expected] to show attitudes and execute
concrete actions on their nearby communities (family,
school, and neighbourhoods) that show respect for the
other (e.g. listening to the other attentively, being polite
with others, etc.); empathy (e.g. helping others when
necessary, do not discriminate others because of their
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physical aspect or customs, etc.); responsibility (e.g.
assuming responsibilities in their homes and classrooms,
taking care of their and others’ belongings, taking care of
public spaces, etc.); explaining and applying regulatory
norms to secure good community life and self-care in their
families, school, and public spaces” (Ministry of Educa-
tion, Curricular Bases, 2012).

Tolerance, responsibility, “respect” for “expressions of
diversity,” and empathy put forth as civic virtues position
school subjects and communities in such a way that differ-
ence, conflict, and social and cultural hierarchies operate
normatively, and this normativity is rendered as invisible
(Brown, p. 4). For instance, the omission of how social
and cultural differences are constructed and circulated per-
petuates the imagination of a citizen-to-be who needs to
exercise certain “habits” to accept the established hierarchy
and to prefer the status quo. Leaving the individual to
manage her/his own character and encouraging ideas per-
taining to self-responsibility and empathy “engenders an
entrepreneurial spirit within the individual and throughout
the community” (Carlson, 2009, p. 261).

With different intensities, affective regulation through
the integration of attitudes related to each discipline has
become a strategic component of a self-portrayed sensi-
tive government. The ways to present citizens’ attributes
in elementary school curriculum as attitudes students must
exhibit show how these practices not only use affect to
control and monitor behaviors and personal relations but
also how affect facilitates the circulation of naturalized
cultural logics and ideological structures through public,
common, and obvious knowledge. In understanding affect,
I use Brian Massumi’s (2002, 2005) distinction between
affect and emotion. He states that emotion refers to the
speakable whereas affect denotes a force, a potential that
is expressed through the ways we attend and perform life.
This is particularly important since the proposed attitudes
for students to learn create specific ways of knowing and
orienting desires in life.

On a different section of the list of attitudes to teach
elementary students in history, geography, and the social
sciences, there is an emphasis on self-care, health, and
hygiene issues. These curricular proposals are oriented
to regulate children’s behavior through the controlling of
their conduct because, if not, they would not respond to
what society demands. What is important in this way of
producing ideas of future citizens is that for students to
learn how to take care of their bodies is connected to the
State’s failure to provide required conditions for commu-
nities, for instance, health related policies. To promote
self-care in the curriculum shows how the State is using
“attitudes” as strategies to secure its economic future and,
at the same time, to secure the well-being of its population.

Lastly, the idea of the citizen as a problem-solving indi-
vidual is also relevant in this curriculum. It states,

“[The student should] solve conflicts applying strategies
such as; to determine the cause of a given problem, to

propose possible solutions to it, to dialogue with others to
find a common point of view, and to vote for possible solu-
tions showing respect and empathy for those involved in
the discussion to improve community life in the classroom
and in the school community.”

This is relevant since it prevents future citizens from
depending too much upon state welfare institutions. To
make students act individually with the corresponding
cultural and social reward for these actions is to secure a
specific way to relate to the State and its institutions. As
Carlson (2009) states,

“Making the student the owner, or sovereign of his/her
work, and making the teacher the coach, or pastoral guide,
represents a strategic way to produce neoliberal subjects
who are independent, entrepreneurial subjects equipped
to take care of themselves, and by doing so, allows the
state to function. The school provides social insurance
against the future risk of dependence on state institutions”
(p. 263).

I have used notions of civic education presented in the
elementary school curriculum as a good case by which to
exemplify the extension of the advancement of notions
of privatization and personal responsibility within a neo-
liberal oriented government (Duggan, 2003). Teaching
attitudes related to self-responsibility and problem solving
in the history, geography, and social sciences elementary
curriculum circulates the idea of reliance on oneself rather
than others and offers a frame to consequently position
students and families in charge of their own progress in
schools. To show how curriculum is used to produce and
reinforce particular meanings about society, the citizen,
and communities and how they relate to specific ways to
value and reward “good behaviour” is a way to present the
potential of today’s educational policies. The instrumental
way to frame social and cultural issues in contrast to any
reflection on how, for instance, constructions of race, social
class, gender, and the like might inform the causes of these
relations suggests the creation of a specific civil order with
a particular social subject, with a specific orientation to
politics and to the state. Therefore, as expected, these atti-
tudes to be learned by children in schools act as demands
for assimilation of certain values, assembling specific
subjectivities and actions in such a way that they are felt
and lived as truths. Curriculum imposed upon children
establishes easy-to-recognize connections to a homogene-
ous web of affects, desires, and possibilities. In this case,
normative ideas of social order and of citizens act in such
a way that they give each other impetus. Moreover, these
affective potentials create a circuit of bodily performances:
right attitudes connect to right behaviors, right behaviors
secure good relations to institutions, and as a result, out-
comes are easily recognized as social and cultural rewards.
Attitudes, then, become the abstract tracing behind what
we recognize as good behavior, right practices, and social
and cultural rewards.
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I present this as one relevant moment in the con-
struction of the educated subject in Chile where affect
connects specific attitudes with knowledges and produces
specific social and cultural paths to follow. In this chap-
ter, I have shown how neoliberal imperatives are lived
in the curriculum through the production of connections
and imaginations about the right way to behave, to feel,
and to live. In this manner, the curriculum is understood
as a rigid surface from where social and cultural bodies
can be justified, sorted out, and penalized. The neoliberal
agenda and its “ideology of neutrality” (Wayne Ross,
2008, p. 371) directly determine the way that certain
things are less likely to be taught in schools and that there
is a common way to think about who we are and who we
may become. If the promise of democracy is still a desire
and schools are still thought of as important institutions
in constructing democratic societies, we must recognize
and act on connections between classrooms and socie-
ties in a critical and creative way, particularly in these
neoliberal times.

Notes

1. Even though the students” movements started in 2001, more visible
organization has been happening since 2006. For more details, see
Falabella, 2008.

2. Institutional agents with administrative responsibilities in charge of
schools” management with no required instruction on educational
matters.

3. To make the reference to both feminine and masculine in Spanish,
one has to make the distinction. For instance, in the case of naming
a female teacher it would be “la profesora,” the male teacher would
be “el profesor.” To make it shorter, some people write the distinc-
tion and it looks like this: “el/la profesor/a”. This graphic saturation

is what the quote references.
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Curriculum Studies in China

Retrospect and Prospect

ZHANG Hua AND ZHENYU GAO

The issue of curriculum occupies a central position in
educational systems. The most basic and broad project in
educational reform in contemporary China is curriculum
reform, which calls for serious curriculum research. The
process of curriculum research is a process of seeking
curriculum wisdom embodied in the true, the good, and
the beautiful, and of understanding curriculum history,
reality, and process. To be in search of curriculum wis-
dom and curriculum exploration constitutes our vocation
as Chinese curriculum scholars. Therefore, we intend to
make a historical reflection of ancient curriculum wis-
dom, depict a comprehensive picture of the development
of curriculum studies in the twentieth century, and look
ahead into the prospect of curriculum theory in contem-
porary China.

Three Kinds of Curriculum Wisdom in China

Curriculum wisdom is being in-the-world. It has local
character. In this era of globalization, it is particularly
important to understand the locality of curriculum wis-
dom (Smith, 1997, 2000). The idea of place is important
in the seeking of curriculum wisdom. Curriculum wisdom
is also a historical being. The history of curriculum dis-
course dwells in the reality of curriculum. The conception
of historicity becomes also important.

Chinese cultural traditions are nurtured and shaped by
three main philosophies: Confucianism, Taoism, and Bud-
dhism. Correspondingly, there are three main traditions
of curriculum wisdom in China: Confucianism, Taoism,
and Buddhism. When we explore these three traditions of
curriculum wisdom, we are not limited to what ancient
philosophers said about education. We intend to under-
stand what curriculum meanings and curriculum questions
can be derived from the discourses of ancient philoso-
phers. In other word, we base our study in hermeneutics,
not positivism.

118

Confucian Curriculum Wisdom The Chinese term for cur-
riculum is ke-cheng. The term curriculum (ke-cheng) first
appeared in Confucian classics during the Tang Dynasty.'
There are two syllables in the word ke-cheng. Before the
Tang Dynasty, these two syllables ke and cheng appeared
independently. According to the most authoritative book
of Chinese etymology, Xu Shen Exploring Etymology of
Chinese Words (in the Eastern Han Dynasty), ke means
“function” and cheng means “many persons gathering in
one room and sharing.” Both the original meaning of ke
and the original meaning of cheng are very different from
today’s meaning of curriculum.

The first man who created the word ke-cheng (cur-
riculum) was Kong Yingda. One of the most famous
Confucian philosophers in the Tang Dynasty, he is the
author of Understanding the Five Confucian Classics. In
it, he discusses some of the important Confucian classics:
Book of Songs, Book of Changes, Book of History, Book of
Rites, and Spring and Autumn Annals. While explicating
one sentence from Book of Songs,? he created the word
“ke-cheng” (curriculum). In the Book of Songs (The Lesser
Odes: Slanderous Talks), it is written:

Magnificent indeed is the temple,
Which has been constructed by the moral person.

Kong Yingda explained this sentence as follows:

It is the moral person

Who must plan, supervise, and uphold the curriculum
(ke-cheng).

That is legitimate.

In ancient China, “temple” did not only suggest archi-
tecture, it also symbolized a ‘“‘great cause,” or “great
contribution.” So, curriculum (ke-cheng) originally pointed
to “temple,” signifying “great cause,” “great contribution.”
In the Tang Dynasty, curriculum was not limited to school
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curricula, it included all the great undertakings in society
(Zhang, 2000c, p. 66).

One of the greatest Confucian philosophers in the Song
Dynasty,? Zhu Xi, frequently used the word ke-cheng (cur-
riculum). In Complete Works of Zhu Xi On Learning, he
wrote, “You should provide plenty of time for students,
and make good use of the time to teach the curriculum.”
He also said, “You should develop curriculum not in many
books, but focus on what’s chosen for learning.” Zhu Xi’s
conception of curriculum is limited to school curriculum.
School curriculum is a “great cause” (Zhang, 2000c, p. 66).

How can we understand the temple metaphor in Con-
fucian conceptions of curriculum? What is the meaning
of “great cause”? To answer, we must turn to Confucian
metaphysics. What are the intrinsic features of Confucian
metaphysics? Confucian metaphysics are moral meta-
physics. Confucian metaphysics are based on morals. If
we have to summarize Confucian metaphysics, we can
say: Cosmic order is moral order. Because Confucian-
ism is moral metaphysics, Confucian philosophy is also
a philosophy of the subject. This “subject” integrates and
internalizes the heaven (tian). This is the Eastern sub-
ject, Chinese subject, not the Western subject. The most
important theme of Eastern culture is the unity between
the subject and heaven. That is the most crucial difference
between Eastern culture and Western culture (Mu, 1997).

The very nature of the subject is “benevolence” (ren).
Benevolence is the core idea of Confucius and of the most
important Confucian classic The Analects. According to
Xu Shen’s Exploring Etymology of Chinese Words, the
original meaning of benevolence (ren) is intimacy. Inti-
macy is not limited to family relatives. It is extended to
the society. Confucius said, “Benevolence is to love all
men” (Yan Yuan, The Analects). Benevolence is not lim-
ited to human society, either. It is extended to all beings.
Xunzi said, “Benevolence should be extended to loving
all things.” Through benevolence and caring, the world
goes into a new state of the “unity between heaven and
man.”

How does Confucianism view being (ontology)? Being
is the “unity between heaven and man.” In the first chapter
of The Doctrine of the Mean is written the following:

What is endowed by heaven is called the nature; to fol-
low that nature is called the way; to cultivate the way is
called education. One cannot depart from his way for a
moment, what can be departed is not the way. A moral
man is always discreet and vigilant when he is beyond oth-
ers’ sight, apprehensive and cautious when beyond others’
hearing. One should never misbehave even when he is in
privacy, nor should he reveal evil intentions even in trivial
matters. So a moral man remains circumspect especially
when he is alone.

Confucians paid great attention to “remaining circum-
spect especially when one is alone.” That means the unity
between heaven and man is a process of conscious moral
practice.

What does Confucianism say about the question of
becoming (cosmology)? In The Doctrine of the Mean
(Chapter 26) is written the following:

The way of the universe can be completely described in
a single sentence: as it is constantly taking honesty as the
only proper course, its way of bringing up all things is
extremely subtle because it creates one thing as the only
thing, and it creates things unpredictably.

What an insightful description of the way of creation!
The world is an organism, not a clock. Every thing is the
only thing. All things are co-emergent. This is the cosmol-
ogy of Confucianism.

What curriculum horizons can Confucianism open up
for us? First, Confucian curriculum is based on moral
metaphysics. The unity between heaven and man is the
basic platform for understanding curriculum. The ideal of
unity between heaven and man is the highest level that
curriculum can attain. To cultivate moral persons is the
purpose of curriculum. Is this ideal mysterious or unreach-
able? No. According to Confucianism, the state of unity
between heaven and man is possible through ordinary life.
Confucius said, “Is benevolence indeed so far away? If we
really wanted benevolence, we should find that it was at
our very side” (Shu Er, The Analects). When we cultivate
our benevolence from ourselves, we are starting the jour-
ney to this ideal state.

Second, curriculum is a social, political text. Con-
fucianism emphasizes the idea of mean-harmony
(zhong-he). It has founded a sociology of mean-harmony.
Confucius said, “How transcendent is the moral power of
the mean! That it is but rarely found among the common
people is a fact long admitted” (Yong Ye, The Analects).
The Doctrine of the Mean (Chapter 1) extended Confu-
cius’ thought:

Feelings like joy, anger, sorrow and happiness are in the
state of the mean when they are kept in heart; they are in
the state of harmony when expressed in conformity with
moral standards. The mean is the fundament of everything
under heaven, and harmony the universal law. With the
mean-harmony, the heaven and the earth move orderly,
and everything thereon grows and flourishes

So, Confucian curriculum is also based on the sociol-
ogy of mean-harmony. This curriculum sociology focuses
on balance, harmony, interaction, and communication.
This is quite different from the various conflicting curricu-
lum discourses in the Western world (Pinar et al, 1995,
Chapter 5).

Finally, according to Confucianism, curriculum is a
moral event. Curriculum research is a values-laden pro-
cess. Every aspect of the curriculum process as well as
curriculum research is permeated by values and moral ele-
ments. So, efforts to find universal and value-free laws and
models of curriculum development are naive, even impos-
sible, considering what this ancient wisdom teaches us.
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Confucian curriculum wisdom is a curriculum dis-
course based on moral metaphysics. To build a harmonious
society and eventually reach the state of unity between
heaven and man—these are the basic and ultimate aims
of curriculum research and curriculum processes. This is
the meaning of “great cause” and what the temple meta-
phor implies. Confucian curriculum wisdom is of growing
interest in Chinese contemporary curriculum theory. Sev-
eral Chinese curriculum scholars have begun to explore the
contemporary meaning of Confucian curriculum wisdom,
among them are Wang (1999) and Zhang (1996, 2000a).

Taoist Curriculum Wisdom In order to understand the
essence of Taoist curriculum wisdom, we need focus on
Taoist metaphysics. What is the intrinsic feature of Tao-
ist metaphysics? In one word, Taoist metaphysics is the
metaphysics of Nature. In The Book of Laozi (Chapter 25)
is written the following:

Man follows the way of Earth,
Earth follows the way of Heaven,
Heaven follows the way of Tao,
Tao follows the way of Nature.

If man does not go against the way of Earth, he will be
safe. If Earth does not go against the way of Heaven, it
will be complete. If heaven does not go against the way of
Tao, it will be in order. To follow the way of Nature is the
intrinsic character of Tao. So, in the Taoist view, Nature
is the noumenon of the cosmos. What is the meaning of
Nature? Nature is a transcendent spiritual state of freedom,
independence, and autonomy. Tao is not only the core of
Nature, but it is also the realization of Nature. In the first
chapter of the Book of Laozi is written the following:

The Tao that can be spoken of is not the eternal Tao;

The name that can be named is not the eternal name.

The nameless (wu- ming) is the origin of Heaven and Earth;
The named (you- ming) is the root of all things.

Therefore, the subtleties of Tao are always apprehended
through their formlessness,

The limits of things are always seen through their form.
These two (wu and you) have the same source but different
names.

Both of them can be called profoundness (xuan),

The most profound, the door of all mysteries.

This is the meaning and character of Tao. As the realiza-
tion of Nature, Tao (the Way) is dynamic and moving. It is
the origin and mother ground of all things. Tao has double
character: wu (no-thing) and you (being). When artificial
things are excluded, a pure, vacant, and quiet spiritual
state will manifest. This state is called wu (no-thing). Wu
is the basis for the change of all things. Wi, as an infinite
and universal state, has a tendency to point to a certain
being. So wu generates you (being). You is the concrete
content of wu. Laozi said, “All things under Heaven come
into being from you, and you comes into being from wu”

(Chapter 40). Wu is one, you is many. There is a dialecti-
cal thinking in Taoism. Wu is the wu of you. You is the you
of wu. The dialectical unity of wu and you is called xuan
(profoundness). Xuan (profoundness) is the realization of
Tao. Profoundness is the door to all mysteries. According
to Taoism, Nature is the unity of Tao, Heaven, Earth, and
Man. Taoism also honors the state of unity between heaven
and man.

How does Taoism view becoming? In the Taoist view,
the nature of every thing is good. The nature of every thing
should be kept and actualized. So Taoism advocates the
principle of actualization. For Taoism, it is not so much
to say “creating” a thing as to say “returning” to a thing.
Laozi said (The Book of Laozi, Chapter 16):

Try the utmost to make the heart vacant,

Be sure to hold fast to quietude.

All things are growing and developing,

And I see thereby their cycles.

Though all things flourish with a myriad of variations,
Each one will eventually return to its root.

This return to its root means “tranquility,”

It is called “returning to its destiny.”

“To return to its destiny” is called “the eternal,”

To know “the eternal” is called “enlightenment.”

Not to know “the eternal” and to act blindly (will necessarily)
result in disaster.

Returning to the root of a thing and returning to its des-
tiny is the process of actualization. This is the essence of
growth and development.

How can we interact with things? The main points are
wu-wei (doing nothing), jing-guan (tranquil observation),
and xuan-lan (profound insight). Wu-wei means not to act
blindly, but to realize Nature, to attain the state of Nature.
Wu-wei is not inaction, but to act with Taoist wisdom.
Laozi said, “Tao invariably does nothing, and yet there
is nothing left undone” (The Book of Laozi, Chapter 37).
“Doing nothing and nothing left undone” concentrates
Taoist practical wisdom. Jing-guan (tranquil observa-
tion) and xuan-lan (profound insight) are the methods of
understanding. To understand things is to be integrated
with things. In order to attain this ideal state, we should
“make the heart vacant,” “hold fast to quietude,” “keep the
unity of the soul and body,” and “achieve gentleness like
an infant.” Laozi wrote (The Book of Laozi, Chapter 10):

Can you keep the unity of the soul and the body without sepa-
rating them?

Can you concentrate the vital energy, keep the breath and
achieve gentleness like an infant without any desires?

Can you cleanse and purify your profound insight without
any flecks?

Since both Confucianism and Taoism honor the state of
unity between heaven and man, what are their differences?
First, the Confucian unity between heaven and man is the
inevitable outcome of moral metaphysics. Confucianism
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bases the unity between heaven and man on morals. It
focuses on the harmony of human relations. Taoist unity
between heaven and man is the metaphysics of Nature.
Taoism bases the unity between heaven and man in Nature.
It focuses on the state of Nature. Second, Confucianism
emphasizes benevolent action as the way to realize the
unity between heaven and man. Taoism, on the other hand,
proposes that the state of wu-wei is the essential way to
achieve the unity between heaven and man. The state of
unity between heaven and man is not an artificial product,
but an internal quest and an inevitable outcome of Nature
and Tao.

What curriculum horizons does Taoism create for us?
First, if we understand curriculum as a Taoist text, we
should borrow Taoist metaphysics of Nature to reflect
on today’s curriculum field. Do not more and more mis-
cellaneous school materials go against Nature? Are not
increasingly abstract curriculum discourses artificial?
According to Taoist curriculum theory, all the school
materials and curriculum discourses need to be thoroughly
deconstructed.

Second, what Taoist curriculum wisdom provides for us
is the meaning of Nature. The educated man, according to
Taoist curriculum wisdom, is authentic man (natural man).
From John Dewey (1897, 1899, 1902) to Ralph Tyler
(1949) through today, paradigms of curriculum develop-
ment have been based on anthropocentrism. This paradigm
posits nature as being conquered, dominated, and utilized
by human beings. The anthropocentric character of cur-
riculum development is one of the main reasons leading to
curriculum alienation. Taoist curriculum wisdom based on
the teleology of nature can open up a new vision for cur-
riculum development and curriculum theory.

Finally, can we introduce the methods of jing-guan
(tranquil observation) and xuan-lan (profound insight) to
the methodology of curriculum research in order to tran-
scend the positivist character and technical orientation in
present curriculum research? We think Taoist methodology
and the Western qualitative methodology (for example,
phenomenological methodology) point out new directions
for curriculum research.

Buddhist Curriculum Wisdom In all the traditions of
Chinese wisdom, Buddhism is the most complicated and
abstruse. If Western philosophy has been struggling with
the wisdom of being and self-identity, Buddhist philoso-
phy, on the contrary, has been struggling with the wisdom
of non-being. That is the intrinsic feature of Buddhist
philosophy (Mu, 1997, 1998). So the general principle of
Buddhist philosophy is causal occasioning (yuan-qi) and
nature emptiness (xing-kong). Causal occasioning means
that all beings come into existence dependent on condi-
tions. Nature emptiness means that all beings do not have
eternal nature and they keep changing. All beings are causal
occasioning because of nature emptiness. The nature of all
beings is empty (kong) because of causal occasioning. In
the Buddhist view, all things that Western philosophy has

been pursuing (essence, being, self identity, personality,
independence, freedom, God, etc.) and the pursuit itself
are attachments needing to be emptied. When the Sixth
Patriarch, Huineng, died, he told his disciples, “You should
behave as if I were alive: sit decorously together, neither
rush about nor refrain from movement, think neither of life
nor of annihilation, neither of coming nor going, neither of
right nor wrong, neither of abiding nor departing. Just be
still. That is the supreme Way” (Platform Sutra). So when
all the attachments and blind will are thoroughly emptied,
the supreme Way will manifest itself.

How does Buddhism view becoming? Because all
beings are causal happenings as such, all beings imme-
diately emerge and immediately disappear. That means
all beings change and transform forever. The time when a
thing emerges is the time when the thing disappears. The
body, thinking, feeling, and behavior of human beings
are not eternal. So, the world is always changeable, like
floating clouds and flowing water. What can we do in
this changeable world? The only choice is to know our
own mind, discover our nature, and attain the moment of
enlightenment in seeing Buddha. Huineng said (Platform
Sutra):

Without enlightenment, a Buddha is just like any other
man; but in a moment of enlightenment, any man can
become a Buddha. This means that the Way of Buddha
is in one’s own mind. So why do we not discover our
own nature of suchness in the instant of revelation in our
minds?

“The nature of suchness” means to treat the world as
such. Embrace the world and let it go. “The nature of
suchness” means the pure and tranquil mind, the non-ego
self. In the moment of enlightenment, you see Buddha, all
things in the world come from the same source, and they
return to the One.

What curriculum horizons can Buddhism expand?
First, Buddhist curriculum wisdom can help us to purify
today’s curriculum field. There are many external wills
controlling the curriculum field—among them political
interests, economic interests, cultural hegemony, and so
on. On the one hand, “everything for children’s interests!”
is demanded. On the other hand, children’s rights are sold
by imposing adults’ benefits and wills. In the process of
curriculum reform, more often than not, adults’ obses-
sion with national interests, technological advancement,
and scientific superiority are projected onto our young
children, forcing them to carry unbearably ‘“heavy”
schoolbags. What would it be like if both the attachments
to selves as human beings and the attachments to selves as
things were emptied in the curriculum field?

Second, in the view of Buddhist curriculum wis-
dom, “the educated man” is the enlightened man. The
enlightened man is not a knowledge cabinet, but a man
of spirituality. Wonder, awe, reverence, imagination, tran-
scendence, quietude, empathy, and caring are essential



122 Zhang Hua and Zhenyu Gao

elements of spirituality. Can we find them in our curricu-
Ium? Our curriculum is so disenchanted. Both curriculum
theory and curriculum practice need to be re-enchanted if
we do not want to produce one-dimensional persons and
dull souls.

Finally, Buddhist pedagogy is quite instructive and
enlightening. It is a real pedagogy of wisdom. For exam-
ple, “to teach through the mind not through the written
word,” “Zen meditation,” “to know your own mind and
to discover your own nature,” and “to work things out for
yourself” express the core of pedagogical wisdom and
make today’s technology-oriented instructional methods
look simple, dull, and impoverished.

In the Western curriculum field, there are wonderful
studies on Buddhism. For instance, David Smith’s (1996,
1999) exploration on the question of identity in the conduct
of pedagogical action and Hwu Wen-Song’s study (1998)
on the comparison of Zen/Taoism and post-structuralism
(1998) are fascinating. We believe David Smith’s study is
a milestone in the East/West dialogue of the curriculum
field.

Relationship of the Three Kinds of Curriculum Wis-
dom A spiritual state of unity between heaven and man
is the common theme of Confucian, Taoist, and Buddhist
curriculum wisdom. What is the educated man? Confu-
cianism understands the educated man as a moral man.
Taoism understands the educated man as a natural man.
Buddhism understands the educated man as an enlight-
ened man. In other words, Confucianism, Taoism, and
Buddhism realize their ideal of spiritual state of unity
between heaven and man from the angle of society, nature,
and self, respectively. But confirming relatedness and co-
origination as the essence of the world is the common
intrinsic character of the three theories of wisdom.

If we want to utilize and learn from Chinese ancient
curriculum wisdom to inform contemporary curriculum
theory and practice, it is necessary to transform our tradi-
tions and ask questions relevant to our own time: How can
we get rid of instrumental rationality (the logic of con-
trol) and imbue the present with wisdom? How can we
create possibilities of dialogue between Chinese curricu-
lum wisdom and Western curriculum theories and form
a dynamic relationship between the two? How can we
create possibilities of dialogue among Confucian, Tao-
ist, and Buddhist curriculum wisdom in order to provide
fertile soil for its further growth into contemporary Chi-
nese curriculum studies? How can we create possibilities
of dialogue between the ancient curriculum wisdom and
today’s curriculum practice in order to provide insights to
transform curriculum practice?

Five Stages of Contemporary Curriculum Studies

During the twentieth century, with the tortuous journey
of social changes and educational development in China,
Chinese curriculum studies has experienced the following

stages: learning from the United States, learning from the
Soviet Union, the re-emergence of the curriculum field,
and seeking for the independence of Chinese curriculum
studies.

Stage I: Learning from America; Making the Curricu-
lum Field Relatively Independent (1900-1949) During
the first half of the twentieth century, the main social
and historical mission of Chinese people was to ‘“save
the nation from extinction.” A group of persons with
breadth of vision looked on education as a main way to
save the nation from extinction. This function of educa-
tion was embodied in the national spirit of reconstruction.
The core of spiritual reconstruction was “democracy” and
“science.” The concrete strategies of reconstruction con-
sisted of two aspects: one, plunging into rural areas and
organizing educational activities in accordance with the
semicolonial, semifeudal Chinese social reality; the other,
drawing fully on the experience of Western educational
ideas and institutions, of which the United States was a
representative, and transplanting American educational
culture into China.

In early twentieth century America, with the rapid
growth of educator training programs during the “pro-
gressive period” and the increase in curriculum-making
literature, “curriculum studies” became a professional
field within the education sciences. Franklin Bobbitt’s The
Curriculum, published in 1918, was generally considered
as the inauguration of curriculum as a field. At almost
the same time, Chinese scholars undertook curriculum
research in China. These studies included:

(1) Translating the U.S. curriculum literature into Chi-
nese. Bobbitt’s The Curriculum was translated by Zhang
Shizhu and published by Commercial Press in 1928. It
was part of the series of translation works entitled Modern
Famous Works of Education and was widely read. Another
Bobbitt book—How to Make a Curriculum, first published
in America in 1924—was translated by Xiong Zirong and
published by Commercial Press in 1943. F.G. Bonster’s
The Elementary School Curriculum was translated by
Zheng Zonghai and Shen Zishan and was published by
Commercial Press in 1925. These translations widened the
horizon of Chinese curriculum research.

(2) Research concerning the general principles of cur-
riculum development. The earliest Chinese curriculum
scholars not only attempted to learn from U.S. curriculum
studies, but they also explored the general principles of
curriculum development in the context of Chinese cur-
riculum reform. As early as in 1923, Chinese scholar
Cheng Xiangfan’s An Introduction to the Elementary
School Curriculum was published by Commercial Press.
Although focused on elementary school curriculum, this
work contributed greatly to the study of general principles
of curriculum development (Cheng, 1923), and only five
years after Bobbitt’s The Curriculum. Wang Keren’s The
Principles and Methods of Curriculum Construction was
published in 1928; it explored the general principles and
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methods of curriculum making (Wang, 1928). Zhu Zhix-
ian’s Research on the Elementary School Curriculum was
published by Commercial Press in 1931, which systemati-
cally elaborated the conceptions, principles, and strategies
of curriculum making (Zhu, 1931). Zhu published another
book with the same title with the same press in 1933 and
another book with the same title in 1948, therefore mak-
ing a considerable contribution to the field of curriculum
studies. Xiong Zirong’s The Principles of Curriculum
Construction was published by Commercial Press in 1934;
it expounded the function, research fields, and principles
of modern curriculum making as well as school curricu-
lum making strategies at different levels. It was one of the
most systematic works compiled and written by Chinese
curriculum scholars in the first half of the twentieth cen-
tury (Xiong, 1934).

(3) Further research on specific fields of curriculum
studies. Early curriculum research in China did not only
study the general principles of curriculum development,
it connected the study of general curriculum development
principles with the study of particular principles of spe-
cific fields. During this period, Chinese scholars studied
in depth the questions of elementary school curriculum
development in connection with practice and published
a great number of research achievements. The study of
elementary school teaching materials occupied several
curriculum scholars’ attention (Sun, 1932; Zhu, 1932; Wu
and Wu, 1933; Yu, 1934; Wu, 1934).

(4) Research on curriculum history. Chinese curricu-
lum research emphasized the study of curriculum history
and connected curriculum development with the study
of curriculum history. As early as in 1929, Xu Zhi’s The
Evolving History of Chinese School Curriculum explored
Chinese curriculum history, attending to well-established
Chinese curriculum traditions. Sheng Langxi (1934) wrote
The Evolution of the Elementary School Curriculum,
which focused on the history of elementary school curric-
ula. Chen Xia’s The Developing History of the Elementary
School Curriculum in Modern China was published by
Commercial Press in 1944. These works laid a foundation
for the study of Chinese curriculum history.

These early studies of Chinese curriculum theory and
history not only emphasized theoretical construction, but
also addressed practical needs. They not only respected
Chinese traditions, but also made use of American cur-
riculum theoretical achievements. They not only explored
the general principles of curriculum development, but also
studied the issues of specific curriculum fields. Respond-
ing to the need of educational reform, curriculum research
was fully developed and expanded Chinese educational
theory. Curriculum research enjoyed substantial achieve-
ments, becoming a conspicuous, relatively independent
research field during this period. It might not be an exag-
geration to say that curriculum research in China led
the world during the first half of twentieth century. At the
least, it was not far behind the most advanced field in the
world. Unfortunately, this great tradition did not continue,

and curriculum research in China almost became extinct
during the second half of the twentieth century.

Stage II: Imitating the Soviet Union; The Curricu-
lum Field Is Replaced by the Instructional Field
(1949-1978) A new period of socialism started after the
People’s Republic of China was founded. China mod-
eled herself after the former Soviet Union and built up a
highly centralized socialist system. Although a great diver-
gence in ideology occurred later between China and the
former Soviet Union, a highly centralized socialist sys-
tem remained intact in China. A socialistically planned
economy lasted for almost 30 years in China. Under this
system, education was regarded simply as social super-
structure, so it had no independence and could only act as
the mouthpiece of economy, the loudspeaker of politics,
and the defender of culture. In a planned economic sys-
tem, central authorities determined curriculum—the core
of education—and curriculum specialists could not deal
with curriculum development issues directly. Curriculum
administration was also centralized. The authorities man-
aged curriculum by bureaucracy through a centralized
“teaching plan,” “syllabus,” and “textbook;” principals
and teachers had no power to make curriculum decisions.

During this period, education research followed the
Soviet Union model, composed of four sections: foun-
dations, instruction, moral education, and management.
Curriculum was treated as teaching content within the
instructional section. Since curriculum was made by
the central government, it was unnecessary for others to
explore its values, orientations, and principles of design.
What was needed was to rationally interpret the curricu-
lum documents, such as teaching plans, syllabi, textbooks,
and so on. Curriculum studies disappeared. Curriculum as
content was separated from instruction: curriculum was
aims and orientations while instruction was processes and
means.

During this period—from 1949 to 1978—curriculum
studies blossomed in the Western world. In the year when
the People’s Republic of China was founded, one of the
most famous American curricularists, Ralph Tyler, who
is praised as “the father of modern curriculum theory,”
published Basic Principles of Curriculum and Instruction.
The book was called “the Bible” of curriculum develop-
ment and indicated that curriculum development had
reached a new stage. But the achievement of curriculum
studies in Western countries was kept from coming into
China for almost 30 years due to ideology. The tradition
of curriculum research in the first half of twentieth century
was discarded. Chinese curriculum research declined and
fell behind the Western world.

Stage III: The Resurgence of the Curriculum Field
(1978-1989) After the Third Conference of the Eleventh
National People’s Congress, China began the new period
of all-round societal recovery, of which economic develop-
ment was the core, with reform and opening to the outside
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world accented. This provided new opportunities and
challenges for education. In 1985, the Central Committee
of the Communist Party of China declared its Decision
about Educational System Reform. It attempted to change
malpractice of the educational system (such as too many
regulations and restrictions and inflexible management
under centralized control) and enlarge the grass-roots power
of educational institutions, making principals responsible
for schools. In 1986, China promulgated the Compulsory
Education Law. To implement the decree, An Instructional
Plan for Full Time Students at Primary Schools and Junior
Middle Schools in Compulsory Education was drawn up in
1988. In 1986, a significant event happened in the history
of Chinese curriculum development. The first authoritative
organization for the examination of subject matter was set
up: the National Committee for the Examination of Sub-
ject Matters in Elementary and Secondary Schools. The
Committee enacted a curriculum policy of one guideline
with many textbooks and with examinations and subject
matter development separated. Since localities now had
the power to make their own decisions to develop cur-
riculum materials, the tide of curriculum and instructional
reform surged.

When curriculum implementers have the power to
make their own decisions in curriculum development,
the importance of curriculum theory becomes obvious.
In this stage, the curriculum field started to recover in
China. First, specialized academic periodicals and aca-
demic organizations focused on curriculum research and
development were established. In 1981, the first organi-
zation whose main mission was to conduct research on
curriculum theory and guide the practice of curriculum
development—the Study Workshop of Curriculum and
Subject Matters in the People’s Educational Publishing
House—was founded. This study workshop established
the first academic curriculum journal Curriculums, Sub-
ject Matter, and Instructional Methods. This journal
studied not only the general foundations of curriculum
and instruction, but also the specific principles of subject
curriculum and instruction; it became an important the-
ory frontline in curriculum studies. In 1983, the Chinese
Ministry of Education approved the founding of the Insti-
tute of Curriculum and Subject Matter, under the control
of the Chinese Ministry of Education and the People’s
Educational Publishing House. The original Study Work-
shop of Curriculum and Subject Matter was upgraded to
the Institute of Curriculum and Subject Matter. The study
of curriculum and subject matter was strengthened not
only in quantity but also in quality. In addition to spe-
cialized curriculum academic organizations, specialized
scholars engaged in curriculum studies in many educa-
tional departments and institutes of educational sciences
at many universities. The Specialized Committee for
Instructional Theory in Chinese Educational Academy
undertook curriculum research, too. Curriculum sec-
tions were established in many academic educational
periodicals.

Second, foreign curriculum research was reintroduced
to China. In 1985, the People’s Educational Publishing
House started to publish a Curriculum Research Series.
Curriculum research from England, Japan, America, and
the Soviet Union were translated into Chinese, among
them Lawton’s Theory and Practice of Curriculum Studies
(1978) and Beauchamp’s Curriculum Theory: Meaning,
Development and Use (1961). These works supported the
recovery of the Chinese curriculum field.

Third, several important academic achievements con-
cerning curriculum were accomplished. During this
resurgence of curriculum studies as a field, many influ-
ential academic works were published (Dai, 1981; Chen,
1981; Shi, 1984; Chen, 1985; Wang, 1985; Xiong, 1985;
Ban, 1988; Zhong, 1989b). These works analyzed the
subject and scope of curriculum research, explored the
direction for the future development of curriculum theory,
discussed the basic questions of curriculum development
and reform, and did critical research concerning current
conditions. They established curriculum theory as an inde-
pendent field within the education sciences.

The call of curriculum reform provided the basic
animation for this resurgence in curriculum research.
Given this call, the development of curriculum theory
was mainly to respond to the urgent needs of curriculum
practice. Although scholars appealed for the independ-
ence of curriculum theory from instruction, professional
activities and academic research were not enough to
achieve it. At large during this period, research on cur-
riculum theory occurred mainly within the framework of
instructional theory.

Stage 1V: The Re-independence of the Curriculum Field
and Its Initial Prosperity (1989-2001) Chinese reform
has accelerated since 1989. Society has turned its atten-
tion to building a socialist market economy. Curriculum
reform at elementary and secondary schools caught on like
fire in Shanghai and in Zhejiang Province as well as other
places. After more than 10 years of curriculum reform and
research, the time for curriculum theory to become inde-
pendent from instructional theory had arrived.

The year 1989 was an important year in the history of
Chinese curriculum theory. In March 1989, the People’s
Educational Publishing House published Chen’s Curricu-
lum Theory, the first systematic work on curriculum theory
in decades. Chen Xia (1989) had studied curriculum theory
extensively, drawing from curriculum theory in the former
Soviet Union and Western countries while at the same time
maintaining close ties with Chinese curriculum practice.
He identified the following aspects of curriculum: 1. The
intent, the subject, and the method of curriculum studies;
2. Histories of school curriculum in China and Western
countries; 3. Different schools of curriculum theory;
4. Factors influencing school curriculum development;
5. The position and role of school curriculum in culti-
vating the student as a whole person; 6. The relationship
between educational aims and natures, roles, types, devel-
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opment, implementation, and assessment of curriculum;
and 7. Directions of curriculum development.

In April 1989, the Shanghai Educational Publishing
House published Zhong Qiquan’s Modern Curriculum
Theory (1989a), the most complete, systematic and detailed
book dealing with the fundamental questions of curricu-
lum theory thus far. It can even be called an encyclopedia
of curriculum research. In this book, in a style of narrating
rather than assessing, Zhong presented the fundamental
achievements of curriculum theory and curriculum prac-
tice and their latest trends in Western countries, tracing
these back to Greco-Roman traditions and extending
into the late 1980s. He expounded the history and basic
schools of curriculum theory. He especially explored the
fundamentals of curriculum development and new forms
of curriculum. He also conducted cross-cultural and com-
parative studies on curriculum systems and policies.

Chen Xia’s Curriculum Theory and Zhong Qiquan’s
Modern Curriculum Theory share similar titles but demon-
strate different styles. The former explored the principles of
curriculum development in terms of the particular features
of Chinese educational practice; the latter investigated the
principles of curriculum development internationally. The
former proceeds via theoretical thinking and reasoning;
the latter illustrates principles based on evidence. The for-
mer was published in Beijing, the latter in Shanghai. Both
books replenished each other and laid the cornerstone of
Chinese curriculum theory. It can be said that these two
books, published separately in March and April of 1989,
symbolized the moment when Chinese curriculum theory
became independent from instruction.

Since then, Chinese curriculum theory sprang up like
mushrooms. Among its achievements are as follows: First,
research on general principles of curriculum development
was conducted by Liao Zhexun (1991), Jin Yule (1995),
Shi Liangfang (1996), Zhong Qiquan and Li Yanbing
(2000), and Zhang Hua (2000c; 2000d). This research
represented a platform for the conversation between cur-
riculum theory and practice. Second, research on specific
areas of curriculum theory was undertaken by Zhong
Qiquan (1993), Zhang Hua (2000a), Cui Yunhuo (2000),
Jin Yule (1996), and Huang Fuquan (1996). These works
provided depth to the study of Chinese curriculum. Third,
research on Chinese curriculum history was conducted,
as evidenced in Lu Da’s The Modern History of Chinese
curriculum (1994) and Xiong Chengdi’s Research on the
School Subjects in Ancient China (1996). Fourth, research
on subject curriculum was undertaken by Zhang Yongchun
(1996), Zheng Jun and Yu Guoxiang (1996), and He Shao-
hua and Bi Hualin (1996). The study of subject curriculum
in China is still at its beginning but has a brilliant future.
Fifth, we have introduced representative curriculum of the
world to China and launched international curriculum con-
versations between scholars in China and those in other
countries. The Institute of Curriculum and Instruction at
East China Normal University is the national center for
curriculum research. It is a window of communication

between China and many other countries in the curricu-
lum field. It has translated many contemporary curriculum
works, among them Doll’s A Post-Modern Perspective on
Curriculum (translated by Wang Hongyu), Smith’s Glo-
balization and Post-Modern Pedagogy (translated by Guo
Yangsheng), van Manen’s The Tact of Teaching (trans-
lated by Li Shuying) and Researching Lived Experience
(translated by Song Guangwen et al.), Pinar et al.’s Under-
standing Curriculum (translated by Zhang Hua et al.),
Pinar’s Curriculum: Toward New Identities (translated by
Chen Shijian et al.), and Noddings’ The Challenge to Care
in Schools (translated by Yu Tianlong). Meanwhile, Chi-
nese curriculum scholars are participating in international
conversations of curriculum discourse and trying to make
their own curriculum theories international (Zhang Hua
et al., 2000b). Sixth, curriculum theories were constructed
in a Chinese style. One of the founders of the Chinese cur-
riculum field, Zhong has been establishing a curriculum
theory for quality education (Zhong, 1994, 1995, 1997,
1999, 2000, 2001). His theory makes individual develop-
ment the core of curriculum and individualized curriculum
an important and necessary part of reforming curriculum
structure. Zhang based his curriculum inquiry on Chinese
ancient curriculum wisdom and contemporary Western
curriculum discourse. He has constructed a theory of lived
experience curriculum (Zhang, 1997, 1998, 1999, 2000a).
Wang conducted a study on the dialogue between great
Chinese Confucians such as Confucius, Zhu Xi, and the
great French philosopher Michel Foucault in an attempt
to build a theory toward a curriculum for creative trans-
formation of selfhood (Wang, 1999). These curriculum
theories contributed to a possible transition of the Chinese
curriculum field toward the paradigm of “understanding
curriculum” (Pinar et al., 1996).

Those works mentioned above are unprecedented
not only in scope but also in depth in the history of Chi-
nese curriculum theory. Under the contexts of long-term
curriculum reform and rigorous pursuit of continuous
curriculum research, the Chinese Educational Society
approved the founding of the National Committee of Cur-
riculum Theory in March of 1997. This is the first national
and professional academic organization for curriculum
research. It provided the organizational support to make
the curriculum field advance toward specialization and
independence.

Stage V: The Internationalization and Diversification of
the Curriculum Field (2001-2012) On June 7th, 2001,
the State Council of China issued The Guidelines for
Curriculum Reform of K-12 Education (Try-out Version),
which marks the starting point of the latest curriculum
reform that continues at present. This has trigged a wave
of learning from foreign curriculum theories among Chi-
nese scholars who are eager to build a new curriculum
system that creates a new generation of prosperity of the
state. However, their endeavors have never stopped at the
mere introduction and application of those theories, but
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rather are extended to the indigenization level, attuned to
the unique characteristics of Chinese educational context.
Meanwhile, traditional wisdom is being reconceptualized
in new ways so that their inner values can be identified
and preserved for the improvement of educational quality.
As a result, in the arena of curriculum studies in China,
varied theoretical discourses coexist and are engaged in
an ongoing conversation with each other. China has now
entered into a “golden age” of curriculum studies. In the
following text, we will select five of these discourses and
give readers a very brief introduction as to how they are
being developed among Chinese scholars.

Confucianism

As the mainstream ideology in the past thousands of years,
Confucianism has exerted its influence on every aspect
of Chinese society and constitutes an indispensible part
of our identity as Chinese. However, after undergoing a
century of humiliation, many Chinese intellectuals remain
hostile to Confucianism, regarding it a barrier to the mod-
ernization of the nation. During the past decade, whether
and how to bring Confucianism back to the front stage
appeared as an issue with which every politician, intel-
lectual, or civilian is concerned. In the field of curriculum
studies, the issue has attracted the attention of many schol-
ars. Among those reinterpreting traditional Confucianism
are Ma (2011) and Qin (2009), who state that, from the
perspective of Confucianism, the ultimate aim of curric-
ulum should be to cultivate virtue, not only intellectual
growth. The teaching principles of Confucius and Men-
cius recommend that we adjust teaching to suit the unique
requirements of each pupil and in accordance with his/her
aptitude, connecting learning and thinking, knowing and
practice, and providing methodical and patient guidance
to students (Liu, Chang, and Zheng, 2011; Wang, 2009;
Qin, 2009; Ma, 2011).

The thirst to revive Confucianism may involve misinter-
pretation, over-application, and the imposition of modern
terms on ancient Confucian figures. The doctrine of the
mean (zhong yong), viewed as the main moral principle
and methodology in Confucianism, is applied to represent
all types of balance or harmony: student’s subjectivity and
teacher’s domination, teaching subject knowledge and
developing creative thinking skills, and the predesigned
plan of one lesson and the emerging contents in the teach-
ing process (Hu, 2011). Praise and encouragement is one
of the pedagogical tactics of Confucius, but to generalize
from it as a means of making every student happy (Qin,
2009) would be misleading. In Confucius’ teaching, music
is not an amusement or device to enhance instruction, but
rather one of the fundamental subjects every disciple has
to learn in order to foster their humanity (Qin, 2009).

At the same time, not every inspiration of Confucian-
ism is uncontroversial. The doctrine of the mean might be
reduced in practice to an attitude of rejecting competition
and multiplicity, preventing the curriculum from producing

creative talents (Sun, 2010). With its universal aims of cul-
tivating humanity and participating in social governance,
curriculum could prove disadvantageous to the students’
free development based on their own interests, personali-
ties, and abilities (Wang, 2008). In addition, with regard to
the teacher-student relationship in Confucianism, though
associated with democratic and egalitarian features (Ma,
2011; Qin, 2009; Wang, 2009), several scholars still
accuse it of overemphasis on teacher’s authority and the
suppression of students’ dignity (Sun, 2010).

To our delight, the curriculum thoughts of varied Confu-
cian figures in history—Confucius, Mencius, Xunzi, Zhu
Xi, Wang Shouren, and Wang Chuanshan, to name a few—
have all been redefined according to the modern discourse.
And the dialogue between Confucianism and curriculum
studies as a research field and foreign curriculum theo-
ries begins to unfold. One of the forerunners, Zhang Hua,
has laid the theoretical foundation for the appropriation
of Confucianism in the development of curriculum the-
ory. He has tracked the original meaning of curriculum in
ancient Confucianism books and has underscored that to
understand curriculum as a Confucian text means to regard
curriculum as a moral enterprise constructed by moral cre-
ativity and a means to employ experiential metaphysics as
its research methodology (Zhang, 2004). The complemen-
tarity between Confucianism and postmodernism is also
rudimentarily analyzed in Fan and Jin (2007) and Li, Xu
and Feng (2006).

Taoism

Like Confucianism, Taoism is analyzed primarily through
its relationship with the current Chinese curriculum
reform. Theorists realize that Taoism, which already
shares many characteristics with the curriculum reform,
has special “bright spots” that can illuminate the enter-
prise of “reconstructing curriculum culture for basic
education” (Li, 2004; Wu, 2008; Li and Jin, 2005). Its
illumination focuses on the following three categories. (1)
The aim of curriculum reform. Following nature is the
key idea of Taoism. Nature’s rules do not need perfect-
ing. The universe works harmoniously according to these
rules; it is only when people exert their will against these
rules that harmony is harmed. Besides, humanity as a liv-
ing thing is inherently unified with the whole of nature
and contains the original will of the universe. And being
natural is humanity’s most fundamental attribute. Thus,
returning to nature is both the requisite for the develop-
ment of the universe and for the realization of humanity.
To achieve this aim, we have to uphold the principle of
wu wei, literally meaning “nonaction” or “action without
intention.” From this point of view, education should be
an activity respecting the nature of students and facilitat-
ing their natural development (Wu, 2008; Zhao, 2008).
And the ultimate aim of curriculum reform ought to be the
integration and harmony between the human and nature
(Li, 2004, p. 41).
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Taoism was severely underestimated in older times,
but now, curriculum researchers are re-evaluating its
epistemology and identifying its peculiar value. Zhu
(2001) and Li and Jin (2005) comment that the so-called
anti-intellectualism in Taoism had to do with Laozi and
Zhuangzi’s opposition to the concrete knowledge and rit-
uals governors manipulated to enslave their people and
remain their authority. Only the knowledge unfolding the
profound meaning of Tao and attending to human’s spirit-
ual life can be spoken of as real and trustable (Zhao, 2008,
p-93). If Confucianism is considered as a “moral philoso-
phy,” Taoism could be defined as a “spiritual philosophy”
(Li and Jin, 2005, p.33). Due to the tradition of examina-
tion in Chinese society, students have become the “slaves”
of book knowledge. This fact supports Chinese curriculum
theorists’ efforts to construct a new epistemology informed
by Taoism where curriculum knowledge becomes a “nutri-
ent” rather than the aim of learning, becomes a stimulus
to uplift students’ spirits instead of a means to control stu-
dents’ brains (Li and Jin, 2005; Wu, 2009).

(2) Curriculum implementation. In Taoism, nonexist-
ence has ontological significance. Laozi stated, “All things
under heaven sprang from It as existing (and named); that
existence sprang from It as non-existent (and not named)”
(The Book of Laozi, Chapter 40). Interestingly, Li and Jin
(2005) compare this idea to the technique of “white cloth”
in artistic creation, which helps to explicitly highlight the
theme of certain artifacts. Here is a new way of improv-
ing the creativity of curriculum they call “poetic imagery
of curriculum.” It means to consciously set aside “blank
space” between two lessons or two parts of the textbook
in order to raise students’ impulse of creation (Li and Jin,
2005, pp.34).

Laozi advocated that “The skillful traveler leaves no
traces of his wheels or footsteps; the skillful speaker says
nothing that can be found fault with or blamed” (The book
of Laozi, Chapter 27). He also said, “the sage manages
affairs without doing anything, and conveys his instruc-
tions without the use of speech” (The book of Laozi,
Chapter 2). These ideas are widely cited in Chinese lit-
erature to encourage school teachers to empower students
and be influential as a model of moral speech and behavior
(Zhao, 2008; Li and Jin, 2005; Shao and Liu, 2005). Mean-
while, in his classic The Book of Zhuangzi, Zhuang Tzu
told stories to indicate that everything and every person in
the world have their unique advantages and thus need to
be respected. This inspires researchers to deepen curricu-
lum reform by promoting personalized models of teaching
and learning (Chen, 2004; Xu and Zhang, 2009). Finally,
two principles proposed by Taoists are also applicable
to classroom teaching: the principle of “planning before
things happen” and the principle of “anticipating things
that are difficult while they are easy” (Shao and Liu, 2005;
Zhao, 2008).

(3) Curriculum management. Taoism’s technique of
state governance is wu wei as well. Laozi indicated that
“When there is this abstinence from action, good order is

universal” (The book of Laozi, Chapter 3). This has encour-
aged some scholars to rethink the current “three-layer”
system of curriculum management. Li and Jin (2005)
declare that the prevalent philosophy of curriculum man-
agement is still “control-based.” Therefore, they endorse
a new management philosophy in which the local educa-
tional bureaus and schools are regarded as subjects able
to initiatively and creatively make curriculum policies.
The model of the central government should be altered to
service-based (p. 35-36). However, Xu (2006) argues that
while underlining the significance of wu wei, Taoism has
intentionally overlooked the importance of the centraliza-
tion of power and weakened the function of administration
(p. 58-59).

Constructivism

Constructivism was first introduced into China in late
1980s and early 1990s. As a theoretical weapon to counter
the traditional curriculum system of China, constructivism
has been featured in thousands of academic and practi-
tioner journals and books and has played a significant
role in policy making and teaching in various educational
arenas (Yang, 1999; Zhu, 2010; Liu, 2012). Many other
educational ideas prevalent in China, such as subjective
education, student-centeredness, cognitive apprenticeship,
personalized learning, random access instruction, and
project/problem-based learning, are all generated from
or influenced by constructivism (Lv and Gao, 2007; Gao,
2001). Constructivism has become one of the cornerstones
of current curriculum reform.

Why is constructivism so famous and popular in China?
Several researchers have pointed out that in the current
developmental phase, the main problem of Chinese edu-
cation is its failure of producing creative skilled workers.
Among all theories, only constructivism suits the cultiva-
tion of students’ creative consciousness and ability, which
highlights learners’ subjective construction of knowledge,
encouraging contextual, cooperative, and problem-based
learning (He, 2004; Zhu, 2010). For others, the main
significance of constructivism is its revolutionary learn-
ing theory that positions students in the center, thereby
undermining the traditional teacher-dominated curriculum
system (Liu, 2012; Zheng, 2004; Zhang, 2003).

Because constructivism is not a unified perspective
and is redefined by educators with differing theoreti-
cal views and classroom practices, the debate around its
application to Chinese education seems unavoidable.
Among the primary issues are what constructivism means
to the teacher and what the teacher should really do in
constructivism-based practice. Some interpret construc-
tivism as discovery learning and that any conclusive
knowledge should not be directly lectured to students;
if any teacher dares to break this rule, they are in fact
objecting to the new curriculum reform (Chao, 2011;
Zhang, 2003). In this view, student-centeredness is
assumed as the main tenet of constructivism. Others try
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to reconceptualize the teacher-student relationship by cre-
ating a “teacher-as-dominator, student-as-subject” model.
They argue that without teachers’ designing every step,
constructivism-based teaching is hardly possible (He,
2004). Constructivism does not necessarily refer to dis-
covery or inquiry-based teaching, teacher instruction can
be constructed as well (Zhou, 2003); there’s no conflict
between students’ self-condition and their learning from
others (including the teacher and the textbook) (Zheng,
2004). Chao (2011) even declares that constructivism is
more applicable to high-level learning, not elementary
education.

Another controversial issue concerns the epistemology
of constructivism. Many educators present their strong
critique of constructivism’s denial of the objectivity of
knowledge and truth. Other scholars hold the opposite
position. They explain that constructivism reminds peo-
ple how knowing happens and what boundaries it has (Lv,
2009); it is no simple solipsism that denies the existence
of the real world and truth (Lv and Gao, 2007). Even with
varied versions of knowledge and the world constructed
by different individuals, a consensus can still be reached
among them (Chi, 2009).

On occasion, constructivism is construed as a cognitive
theory of learning, of which Piaget and Vygotsky are two
prominent pioneers, and then applied to different subject
areas (Liu, 2012; Lv, 2009). The different branches of
constructivism, such as social constructivism and radical
constructivism, still await a full investigation (Zhang and
Zhu, 2004). Since constructivism does not provide a series
of operating procedures for teaching and learning or a set
of standards by which it can be identified, many classroom
practices are described as constructivist simply because
teachers have allowed students to think or inquire by them-
selves (Zhou, 2003; Chao, 2011). It is urgent to establish a
constructive dialogue between Chinese culture and West-
ern constructivism so that more acceptable and appropriate
versions of constructivism can grow in Chinese soil.

Multi-Intelligence Theory

Howard Gardner’s multiple intelligence theory (MIT) was
first introduced at 1991, but it became a hot issue among
Chinese educators when the latest curriculum reform was
launched. Generally speaking, MIT is widely welcomed,
even adored; most Chinese scholars believe MIT is able
to provide valuable insights for curriculum reform. Mei
(2003) identifies four: (1) making an “entrance” for the
implementation of qualities education, (2) offering strat-
egies for curriculum innovation, (3) finding solutions to
the problems of curriculum evaluation, and (4) building
multiple teaching models. Wan (2009) provides two more:
(1) exciting students’ potentials and (2) facilitating teach-
ers’ professional development. While MIT is considered
illuminating for each aspect of curriculum change, schol-
ars are primarily concerned with its contribution to these
three fields.

The first is curriculum evaluation. Though the new cur-
riculum reform established a new evaluation system for
students’ all-around development, the real situation is that
most schools are still loyal to old ways of evaluation. He
(2010) and Li (2010) summarize four characteristics of
this evaluation practice: (1) the teacher as the only evalua-
tor, (2) the examination as the primary evaluation method,
(3) an overemphasis on students’ logical-mathematical
intelligence, and (4) the supremacy of scores. Hence,
MIT should continue to play the role of enlightenment
mentor. Specifically, the aim of evaluation should be to
understand the unique needs and learning style of each
student and create opportunities to fully develop their
potentials, rather than differentiate and paste labels on
students (Long, 2006). The methods of evaluation should
be diversified, including process-and-outcome evaluation,
performance-based evaluation and traditional tests, teacher
evaluation and peer evaluation, and appraising students’
learning portfolios, artifacts, and other personal produc-
tions (Li, 2010; Long, 2006). In addition to the academic
achievement—which usually reflects one’s linguistic and
logical-mathematical abilities—students’ bodily-kinesthetic,
spatial, interpersonal, intrapersonal, naturalistic, and exis-
tential intelligences should also be the objects of evaluation
(He, 2010; Long, 2006).

School-based curriculum is a brand new consequence
of the newest curriculum reform and this constitutes
the second field connected to MIT. Informed by MIT,
school-based curriculum should be diverse, contextual,
emerging, and personalized (Wu, 2006). It should address
the development of each student’s multiple intelligence,
select teaching materials accordingly, and combine vari-
ous means of instruction (Hu, 2011; Li, 2005). Then, the
views of school staff members of students, teaching, and
research can certainly be transformed (Xu, Lai, He, and
He, 2007). Although assessment of the concrete values of
MIT for school improvement is still rare, some schools
claim, citing some statistic data, that the achievement of
their students has significantly improved (Xu, Lai, He, and
He, 2007; Wu, 2006).

What does MIT mean to Chinese teachers? What chal-
lenges do teachers have to face if they truly accept MIT?
These are the questions the third field usually asks. MIT
is considered positive for the development of school-
teachers’ professional practice. It offers teachers a stage
of reflecting on their own intelligences and teaching and
students’ learning styles, motivating them to personalize
their teaching and classroom management and supporting
collaboration with colleagues (Li, 2008; Liu, 2002). But it
also challenges teachers to adopt new roles in classrooms:
facilitator, collaborator with students, observer and listener
of students, and developer of the multi-intelligence cur-
riculum (Dang, 2007). Often, due to internal and external
factors, teachers are unable to implement an MIT-based
curriculum. Teachers accustomed to playing the tradi-
tional authority role or those who are in the early stages of
their careers are believed to have strong resistance to MIT



Curriculum Studies in China 129

(Liu, 2002). The emphasis on logical and linguistic intel-
ligences and the score-dominated evaluation system can
act as barriers to experimenting with a multi-intelligence
curriculum (Yang and Zhang, 2006).

The localization of MIT in the Chinese educational arena
proves complicated. In terms of the classroom practice, two
types of “mutations” often occur: transcendental mutation
(adapting MIT to the changing educational conditions) and
reductive mutation (formalizing multi-intelligence teach-
ing) (Yang and Zhang, 2006). Many misunderstandings
prevail within MIT lab schools. Sometimes the nine intel-
ligences are taught simultaneously in a single short lesson,
and sometimes the study of basic subject matter is deliber-
ately ignored or becomes secondary (Chen, 2003). On other
occasions, MIT is misconceived as the aim of education, as
a “panacea” that is capable of solving all educational prob-
lems (Zhu, 2007). Several scholars, however, have begun to
rethink MIT from a cross-cultural perspective. Zhu (2007)
suggests that past application of MIT is the result of a “col-
lective unconsciousness,” of believing “the more updated
a theory is, the more scientific it is.” He advises research-
ers to explore more the interrelationship between Chinese
culture and MIT, and upon this build a truly Chinese multi-
intelligence curriculum. Li (2005) indicates that to make
the development of MIT school curriculum possible, we
have to separate ourselves from any Western MIT teaching
model and design a new version of curriculum adaptable to
the unique subculture of specific schools.

Postmodernism

The positive value of postmodernism to the new curricu-
lum reform is also universally recognized among Chinese
educators. This value has been generally summarized into
the following seven aspects: (1) curriculum foundation
(from closed to open), (2) curriculum aims (from unitary
to multiple), (3) curriculum structure (from independ-
ent to integrated), (4) curriculum content (from static to
dynamic), (5) curriculum implementation (from predeter-
mined to emerging), (6) student-teacher relationship (from
unequal to equal), and (7) curriculum evaluation (from
single to diverse) (Zhong, 2002; Li, 2009; Luan, 2011).
Postmodernism has made a significant impact on the policy
and practice of recent curriculum reform in China; several
famous experimental schools (such as Dulangkou Middle
School) are even identified as ideal applications of post-
modernism (Cui and Pan, 2008). Postmodern theory can
also prompt the healthy development of curriculum stud-
ies in China. Zhang (2004) argues that the postmodernism
could help Chinese curriculum researchers overcome the
simplicity tendency, build an attitude of critical thinking
and reflection, increase the social status of marginalized
cultures, eliminate gender discrimination, and facilitate an
equal conversation between curriculum researchers and
the subjects investigated.

However, as a foreign curriculum theory, postmod-
ernism is unlikely to take root in Chinese soil without

encountering resistance and dilemma. In the first place,
the complexity of the idea, the lack of a unified perspec-
tive, and the borrowing of too many terminologies from
other academic fields have made postmodernism difficult
for Chinese researchers to understand (Wang, 2003; Li,
2009). Secondly, informed by Marxism’s theory that eco-
nomic foundation determines the superstructure, many
scholars question the real benefits and applicability of
postmodernism to China (Zhang, 2003; Li, 2009). Due to
the failure of postmodernism to establish an operative sys-
tem of curriculum development, they argue that it’s hard
for Chinese educators to fully change their ideas and prac-
tice in the short run (Li, 2009). In fact, modernism is still
deeply ingrained in people’s minds in various regions and
schools (Chen and Liu, 2010). And at the policy level, the
definitive way of evaluating students’ achievements, that
is, examinations, particularly college-entrance examina-
tions, has never been replaced (Chen, 2012). At last, the
diversity, uncertainty, and de-authorization that postmod-
ernism advocates are basically contradictory to traditional
Chinese cultural beliefs (Li, 2009; Chen, 2012) and the
ideology of the current Chinese political system.

The reflection does not stop at the tension of postmod-
ernismas atheory and its practice in China, but has extended
to the inner problems of postmodernism per se. Zhang
(2004) criticizes that an overemphasis of postmodernism
could lead to a “swamp” of relativism and nihilism, a cha-
otic state of agnosticism, and an attitude of pessimism in
curriculum studies. Pointedly, Zhou (2003) comments that
the judgments of postmodernists are arbitrary and reflects
their “cultural interests” or “subjective experience;” and
the disconnection with the practical fields has made post-
modernism a cluster comprised of theorists, post-graduate
students, academic journals, and publishing houses. He
also mentions the possibility of postmodernism as a new
knowledge power and questions whether every student in
a different context should build their life hope upon the
“cultural emancipation” that postmodernism highlights.

Features of Chinese Curriculum Research 1Looking
back upon the one-hundred-year development of Chi-
nese curriculum theory, we can reflect on these four basic
features: (1) Curriculum research started early in China
and has undergone a very uneven journey. At the begin-
ning, Chinese curriculum research followed the example
of America, where the discipline of curriculum theory
was born. At that time, Chinese curriculum research kept
close ties with the advanced studies in the world. How-
ever, when China followed the model of the former Soviet
Union, the research tradition stopped. Chinese curriculum
research fell far behind the Western world. At the turn of
the century, the lost tradition of Chinese curriculum theory
was recovered, which made the curriculum field independ-
ent from instruction theory. Chinese curriculum research
will have a bright future.

(2) Chinese curriculum research is bound up with ide-
ology. Chinese curriculum theory was uneven because it
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was tied to the mainstream ideology during certain his-
torical periods. In the 1950s and 1960s, curriculum studies
were into policy annotation and could not be referred to
as a “study” at all. Of course, curriculum theory cannot
develop in a vacuum. It is not surprising that it is influ-
enced by certain ideologies. But it should keep its own
relative independence. Regarding the relationship between
the two, curriculum theory is not only influenced by ideol-
ogy, but it also can influence the development of ideology.
Interaction rather than one-way influence provides a good
basis by which to form a dynamic relationship between
curriculum theory and ideology.

(3) Chinese curriculum theory depends on curriculum
practice excessively. Curriculum research did not flour-
ish until curriculum reform demanded theory. To a certain
degree, curriculum theory followed the needs of curricu-
lum practice. The discipline of curriculum theory exhibits
a strong practicality. Undoubtedly, there exists an inher-
ent relationship between curriculum theory and practice.
However, without the critical ability to reflect on practice,
curriculum theory cannot be called “theory.” Without a
strong theoretical orientation, Chinese curriculum the-
ory cannot participate in reform and practice in creative
and critical ways. Therefore, Chinese curriculum theory
needs to be independent of curriculum practice rather than
dependent on it in a simple way.

(4) The Chinese curriculum field emphasizes the study
of curriculum history. The whole process of developing
Chinese curriculum theory is accompanied by the study
of curriculum history. Several great works of curriculum
history appeared during the twentieth century. During the
long history of Chinese civilization, curriculum discourses
arising in different historical phases interacted with each
other and formed vigorous curriculum traditions of cur-
riculum wisdom, influencing today’s curriculum theory
in an implicit or explicit way. Curriculum traditions are
the roots of today’s curriculum discourses. Therefore,
the study of curriculum history is an indispensable part
of discipline construction in curriculum theory and of the
development of curriculum practice. Chinese curriculum
researchers understood this point from the very beginning
and paid close attention to the study of curriculum history,
which may make its own contribution to curriculum theory
worldwide.

Prospects of the Chinese Curriculum Field

After exploring Chinese curriculum concepts, curriculum
wisdom, and curriculum studies, we can think about the
future of Chinese curriculum studies: First, the study of
curriculum development as the dominant paradigm of
Chinese curriculum research will last for a long time.
China is now engaged in an unprecedented curriculum
reform. How to develop curriculum effectively is an urgent
call for Chinese scholars. The Chinese curriculum field has
lost touch with the technology of curriculum development,

which needs to be rethought and re-utilized. Chinese cur-
riculum reform is confronted with many questions: How
to develop curriculum standards? How to develop subject
matters? How to define curriculum objectives? How to
select curriculum contents? How to organize curriculum
contents? How to evaluate curriculum? How to adjust
curriculum policy in order to adapt the need for new cur-
riculum? So, the study of curriculum development will
dominate the Chinese curriculum field or at least coex-
ist with the efforts of theoretical (such as cultural, social,
political, aesthetical, and spiritual) explorations of cur-
riculum in the near future.

Second, the paradigm of understanding curriculum is
the future direction of the Chinese curriculum field. In
China, the traditional study of education and instruction
that served mainstream ideology has come to a close. In its
place, the curriculum field has become a new and vigorous
research area. This area has assembled many research-
ers and nearly every teachers’ university or college has
established departments of curriculum and instruction or
centers for curriculum research. All these expansions and
transitions provide a solid infrastructure for possible new
theoretical explorations in an increasingly interdependent
and changing global society. We seek to understand what it
means for Chinese to know and to be educated based upon
reflection of our own traditions as well as international
conversation. Such an undertaking cannot be conducted
without cultural, political, economical, global, and spir-
itual understandings of curriculum. An understanding of
curriculum at a deeper level must be accompanied by the
difficult task of transcending the direct and instant needs
of curriculum practice so that the critical and creative
potential of theory can be released. The Chinese curricu-
lum field will keep up with its good tradition of historical
studies, attempt to inform curriculum research by tradi-
tional curriculum wisdom, participate and contribute to
worldwide curriculum discourses, reflect on the reality of
curriculum practice, and construct its own distinctive cur-
riculum theories.
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Notes

1. The Tang Dynasty ranged from 618 to 907.

2. Book of Song is a general collection of the most ancient Chinese
poetic works. This book consists of 305 pieces. All the poetic works
included in the book were produced over a period of about 500
years, ranging from the early years of the Western Zhou Dynasty
(the eleventh century BC) to the middle part of the Spring and
Autumn Period (the seventh century BC).

3. The Song Dynasty ranged from 960 to 1279.
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Curriculum Studies in Colombia

JUuny MONTOYA-VARGAS

Introduction: Understanding Curriculum

In this chapter, I will present the history and the current
state of the field of curriculum studies in Colombia, based
on the works of researchers and practitioners published
during the last five decades. To do so, I will critically exam-
ine the development of the curriculum in Colombia and the
meanings attached to this notion by educators and educa-
tional researchers. I will argue that a curricular approach
championed by governmental agencies along with value-
committed, ideological interpretations made by teachers
and researchers have made it difficult for the curriculum
field to take root and flourish in our soil. Finally I will
discuss recent developments that let us think that the field
of curriculum studies in Colombia is emerging, especially
in the higher education sector.

The notion of curriculum is ambiguous. In its most
simplistic sense it can be considered a synonym for the
term “course of study.” In this sense its use has been seen
as unproblematic since the sixteenth century in English
speaking countries (Hamilton, 1989 quoted by Pinar,
Reynolds, Slattery, and Taubman, 2000). In more recent
times, it has grown broader to include all the educational
experiences of students planned by schools (Posner, 1995).
Used in this sense, it becomes so broad that it risks being
equated with “education.” This lack of sharp boundaries
makes Latin American academicians uncomfortable with
the concept of curriculum because they see its mere pres-
ence as an “invasion” of the pedagogical field and as being
responsible for the “impoverishment” of our knowledge
about education (Diaz Barriga, 1996). Furthermore, in
Colombia, the curriculum is regarded as an ideological
tool used to displace the role of teachers and schools and
pass the control of education to foreign interests through
governmental agencies (Martinez Boom, Castro, and
Noguera, 2003).

It is true that a theory of curriculum, in a strict sense,
derives from the industrial era and its preoccupation with
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efficiency. Although the mainstream has been traditionally
concerned with curriculum development, alternative cur-
riculum theories have coexisted alongside this since the
last century. Moreover, since the 1970s, curriculum theory
has been concerned more with understanding and less with
planning. This shift is known as “the reconceptualization
of the field” and has opened up new opportunities to inter-
rogate and challenge more traditional views (Pinar et al.,
2000).

Today, curriculum plays an important role in the under-
standing of schools and schooling. It allows us to come to
terms with the relationships between educational actions
and the different contexts in which they take place, the
interactions among the different subsystems that oper-
ate within the educational system, and the relationships
between teaching and the school and society (Gimeno Sac-
ristan, 1991, 2010). Although the traditional view makes a
sharp distinction between university researchers as devel-
opers of curricula and teachers as their implementers,
from a critical perspective, the concept has the potential of
empowering teachers in their roles as designers, develop-
ers, researchers, and evaluators of the curriculum. Besides
that, concepts such as “operational curriculum” remind
us that even when acting as implementers, teachers are
the actual creators of the curriculum in the sense that the
decisions they make and their interaction with students
constitute the actual curriculum. In this sense, the curricu-
lum is always locally produced (Doyle, 1995).

Despite its great potential and explanatory power, the
concept of curriculum has not played an important role
in educational research in Colombia. As in other Latin
American and European countries, in Colombia, there has
been a strong tradition built upon pedagogical theories
and practices. Under this tradition, Colombian educators
and educational researchers were not used to the term
“curriculum” but employed terms such as “study plan”
or “program.” In this sense, “curriculum” is traditionally
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regarded as a concept introduced in our context 50 years
ago by governmental agencies under the American Devel-
opment Agenda for Latin America and the Third World
oriented towards the external and centralized control of
schools (Martinez Boom et al., 2003). Since then, “cur-
riculum” equals “curriculum planning and management,”
and in this instrumental fashion, the introduction of the
curriculum is regarded as overshadowing pedagogy and
the pedagogical field (Aristizdbal, 2008b).

In the following sections, I will present the history of
the curriculum in Colombia. I will take as breaking points
four major curricular paradigms that have been dominant in
our context at different historical moments: the traditional
school, the active or new school, the technical curriculum,
and the critical curriculum. Based on the interpretation of
how these different models competed for the control of the
field and, especially how the critics have resisted the con-
cept of curriculum, I then analyze the current state of the
field based on the official discourse about the curriculum
and the works of research and practitioner groups devoted
to the understanding and development of alternative cur-
ricular ideas, although not always acknowledged as such.
Finally, I present a summarized account of my argument
in the conclusions section.

A (Troubled) History of the Field

Historically, the intellectual dependency of Colombian
elites explains the dependency of the Colombian educa-
tional field. As a result of Spanish domination during the
colonial period, Colombia was ruled by “criollos,” a small,
white elite suffering from being European-born but living
outside Europe and transmitting this complexity through
education. Thus, according to Helg (2001), instead of
developing a sense of nationhood and building a national
identity, Colombian education has traditionally been based
on racial segregation and cultural dependency (p. 304).

Regarding the field of education, the sources of this
intellectual dependency were mainly from Western Euro-
peans, although in the last century, this tradition coexists
along with several U.S. theories. In the last half-century,
however, various Latin American authors and pedagogical
movements such as Paulo Freire and the Popular Educa-
tion movement are also recognized as authoritative sources
of pedagogical knowledge.

In an effort to identify the main sources of our edu-
cational thinking, Aristizabal et al. (2004) identify four
paradigms in the recent history of Colombian educational
thought: First, the German paradigm, in which pedagogy
is seen as the foundational science of education. Pedagogy,
according to this tradition, is anchored in philosophical
theories. Second, the French paradigm, which, after the
1960s, introduced the debate about the Sciences of Edu-
cation with a focus on sociology for the interpretation of
educational phenomena. Third, the Anglo-Saxon para-
digm, which allegedly gives a predominant place to the
concept of curriculum and makes pedagogy subordinate

to it (p. 8). Fourth, the Latin American paradigm, which
rejects the banking education model and gives importance
to the sociocultural context of educational practice (p. 9).

Approaching our history of education from a curricu-
lar perspective, in the following section I will present an
alternative view of this history organized around four
approaches: The Traditional School, the Active or New
School, the Technical Curriculum, and the Critical Curric-
ulum. Although each one of these curricular models can be
situated at a defined historical moment, they also overlap
in time as none of them completely displaces its predeces-
sors. These approaches are curricular in the sense that they
express the main educational ideals within the Colombian
society at different historical moments, although not all of
them correspond to the Official Curriculum if we under-
stand this as the curriculum mandated by the law or as the
curriculum enacted in schools.

The Traditional School “Traditional,” in our context,
means Roman Catholic. In 1887, under a recently enacted
Constitution establishing political centralization, Colom-
bia signed a Concordat with the Vatican. In 1903 the
Government made Catholic Pedagogy mandatory as the
official pedagogy for public instruction (Art. 1o. Ley 39 de
1903). At the time, Catholic Public Instruction was seen as
the only way to ensure a durable state of peace and to build
a national identity among a sparse population widely dis-
persed within a difficult geography (Quiceno, 1988, p. 60).

A characteristic of the Catholic school is its emphasis
on the discipline of the body and of the soul. External dis-
cipline was aimed to be internalized and converted into
self-restraint and self-control. If war was seen as a con-
sequence of a lack of education, peace would come from
an education focused on the discipline of work, hygienic
habits, obedience, and restraint (Quiceno, 1988).

According to Quiceno (1988), the inspection exercised
over teachers, students, and the rest of the school person-
nel was not just a legal figure, it embodied the character
of the Catholic replicated through the manuals, the school
register, the timetable, the attendance list, the organization
of the classroom, the emphasis on writing etc. (p. 39): “It
is a Pedagogy based on the imposition of positive laws, a
systematic plan aimed to drive life through the practical
paths of obedience to rules and authority, and the sacrifice
of whim and egoism” (p. 81).

The program of studies for primary schools was organ-
ized around four areas: moral, intellectual, civic, and
physical education. Moral education was considered the
most important of all (Decreto 491 de 1904, Art. 48). The
subjects taught were: religion, reading, grammar, arithme-
tic, writing, drawing, geography, national history, natural
history, chanting, gymnastics, and manual work. Second-
ary schools called “Normal Schools,” were aimed at the
education of primary school teachers (Art. 107).

Despite the emergence of progressive curricular and
pedagogical ideas since the 20s, far from being progres-
sive or child-centered, the prevailing curriculum and
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teaching practices in our schools have been traditionally
based on these Catholic values and rationale. An encyclo-
pedic curriculum and rote, mechanistic, teacher-centered,
and hierarchical teaching methods have prevailed within
our institutions since then. A remarkable exception to this
trend was the Active School (Quiceno, 1988).

The Active or New School The Active or New School was
a movement led by liberal, secular, and progressive educa-
tors opposed to the educational tradition represented by
the Catholic Church and anchored in the values of a rural
society. It was made possible thanks to the convergence of
different forces: First, the institutionalization in Colombia
of the social sciences (psychiatry, psychology, biology,
and sociology), the health sciences (medicine, physiol-
ogy, and hygiene), economic and administrative sciences
(engineering and agriculture), and the natural sciences
(astronomy, cartography, and chemistry). Second, the fact
that this new knowledge derived from experimentation
and not from tradition or sources of authority developed a
new way of thinking about education. In 1915, the journal
“Cultura” was founded and was devoted to the dissemina-
tion of these new sciences (Quiceno, 2003, p. 169).

By 1914, Agustin Nieto Caballero, who studied at
Columbia University with John Dewey and traveled
throughout Europe to become acquainted with the state of
the art of his time, founded the Gimnasio Moderno (GM),
a private school that was the first Active School in Latin
America. Through the works of its founder, the GM exer-
cised an influence beyond being an elite private school—it
set the standard for public education as well. Around the
same time, several modernizing forces exercised influence
over education: new educational institutions independent
from the Church were founded by liberals, the Ministry of
Public Instruction became the Ministry of Education, and,
finally, the arrival of the First German Educational mis-
sion in 1927 marked the institutionalization of the Active
School ideals and practices.

The Active School, in our context, emerges as the result
of different foreign educational influences and from our
own ideas, interpretations, and adaptations according to
our needs and context. One important antecedent is the
Individualism and Romanticism of Rousseau, Pestalozzi,
and Froebel; a second is in a strict sense the Active School
represented by the works of Montessori, Cleparede,
Dewey, and Decroly. Although belonging to a different
tradition, after the 40s and 50s, some educators even iden-
tify the Active School with the ideas of Freinet, Piaget, and
Wallon (Herrera, 1999, p. 29).

In Colombia, the Active School was the expression
of a rational pedagogy based on the knowledge of the
human sciences and used as an instrument to resist tradi-
tional discourse and the laws in force at that time. Since
then, pedagogy has been mainly the expression of a set
of actions, used more as a weapon, and has not necessar-
ily been consolidated as an intellectual disciplinary field.
In Colombia, pedagogy was synonymous with Active

School, built around the concepts of the individual, the
teacher, the child, and the citizen (Quiceno, 2003).

Unlike Catholic pedagogy, the influence of the Active
School was not experienced equally throughout the coun-
try. Most of the time, the influence of progressive ideas
and curriculum was experienced only by privileged elites,
while the rest of the country was subject to traditional edu-
cation based not so much on theoretical convictions but
as a consequence of the incapability of the government
to allocate resources, new materials, and state-of-the-art
teacher education and training (Helg 2001).

Thus, although the Active School was the official cur-
riculum for basic education until the end of the 40s, it was
resisted not only by the old authorities—the Church and the
conservatives—but mainly by parents from the rural areas,
all of whom having been educated within an authoritarian
model of education did not understand the emphasis on the
autonomy of the individual, child interest, inquiry-based
learning, experimentation and exploration of nature, etc.
In sum, the Active School lacked the resources both mate-
rial and cultural to continue (Sdenz Obregén, Saldarriaga,
and Ospina, 1997, pp. 385-386).

Despite these difficulties and resistance, the Active
School was the model for public education between 1935
and 1949 (Herrera, 1999). However, 1948 marks the begin-
ning of a period called “Violence” in Colombia, which
will affect the school curriculum. Originally “Violence”
was the expression of the confrontation between liberals
and conservatives, and also the origin of guerilla warfare
and the armed conflict between the State and subversive
groups. Conservatives blamed the Active School and its
libertarian methods and concepts for the lack of values
of “an undisciplined generation” (p. 258), and, when in
power, they replaced it with a school based on traditional
values (i.e., mandatory courses of civility and good man-
ners) and a behaviorist model. According to its critics, this
model was developed with the specific intention of “avert
thinking and training human capital instead of free citizens
or individuals” (Quiceno, 2003, p. 323).

The Technical Curriculum According to Helg (2001),
education was an interesting field of debate in Colombia
up to 1950. After that, Colombia decided to make use of
international missions to address its major social and edu-
cational problems. At the same time, the elites had access
to private schools and universities, contributing to the
abandonment of public education as an ideological bat-
tlefield (p. 16).

Between 1948 and 1968, instructional design and plan-
ning and programmed instruction were introduced in
nonformal educational scenarios outside the schools and
oriented towards segregated populations, such as illiter-
ate peasants and manual workers. This is the case of the
Popular Cultural Action program (ACPO), the National
Service for Apprenticeship (SENA), and the Popular Train-
ing Fund (FPC). It was through the action of the Third
German Educational Mission, derived from a cooperation
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agreement between the Colombian and the German gov-
ernment, that these techniques were introduced into the
schools (Martinez Boom et al., 2003, pp. 35-59).

In 1956, the Government launched the first “Five Year
Education Plan,” including Decree 1710 from 1963, man-
dating for the first time learning objectives for all primary
schools, and Decree 1955 from 1963, reorganizing Normal
Schools—high schools specialized in the preservice train-
ing of teachers and reforming their study plans (Martinez
Boom et al., 2003, p. 59).

Under the same Five Year Plan, an important attempt
to improve the quality of learning and teaching in schools
developed from the work of the Third German Educational
Mission. Thus, between 1968 and 1978, a group of Colom-
bian and German educators working together introduced
in Colombian schools the concept of instructional plan-
ning along with new teaching practices (Quiceno, Sdenz
Obregén, and Vahos, 2004).

Instructional planning was embedded within the peda-
gogical guides developed by the mission members. These
guides contained the curriculum along with the teaching
and learning activities that enabled teachers to deliver it.
The guides were distributed and teachers were trained to
use them all over the country. Although organizational dif-
ficulties made impossible to train and provide materials for
the entire teacher population, this system for curriculum
development and delivery was considered an unprec-
edented model in the history of education in Colombia
(Rojas de Ferro, 1982).

Aristizdbal, Mufioz, and Tosse (2008) analyze how
the period between 1960 and 1975 is characterized by
an emphasis on planning as the panacea to solve all the
problems configured by International Agencies around
the concept of “underdevelopment.” It is within this con-
text that Curriculum planning is recommended by the
international educational missions and adopted by our
government (p. 83).

In 1976, the Ministry of Education created the “Gen-
eral Direction for Teacher Training, Curriculum and
Educational Media” (Decreto Ley 088 de 1976). This
office formulated new curricula based on programmed
instruction and instructional design. These curricula were
generalized all over the country through a Regulation of the
Ministry of Education regarding the Qualitative Improve-
ment of Education (Decreto 1419 de 1978), better known
as “Curriculum Renewal”(Molano Camargo, 2011). The
primary focus of the program was the transformation of
basic and secondary education. Curriculum is defined by
this Decree as “the planned and structured set of activities
in which students, teachers and community take part in
order to achieve the aims and goals of education” (Deceto
1419 de 1978, Art. 2).

This program has been very important in the develop-
ment of curriculum and in the discussion among educators
because it made major changes in the system. The pro-
gram included curriculum development, teacher training,
and massive distribution of curricular materials. Curricu-

lum renewal was based on the procedures of Educational
Technology and Instructional Design. It followed the logic
of defining behavioral objectives, teaching and learning
activities, and assessment indicators to ensure their accom-
plishment (Martinez Guerra and Herrera Bobb, 2002).
According to Vasco (Molano Camargo, 2011), Edu-
cational Technology and Instructional Design were
interpreted by educational actors as a government strategy
used to consolidate the “Taylorization of education,” where
teachers and students are seen as mechanical operators of
curricula designed by third parties, with the consequent
loss of autonomy and the establishment of an instrumental
relationship between teachers and students (p. 185).

The Critical Curriculum 1If we understand curriculum as
all the educational experiences planned for students within
the context of educational institutions, there has been cur-
riculum in Colombia, as in any other country, since we
have had formal educational institutions. The concept of
curriculum, however, was not present in our schools until
the 70s. Since the term arrived, its meaning has not empha-
sized ‘“educational experiences” but “planning” instead.
As a consequence, the curriculum has been something
opposed to our educational culture and has generated a
huge resistance in educators and educational researchers.

Both researchers and practitioners have created an
alliance to oppose the notion of pedagogy to the notion
of curriculum. There has been a call to resist the curricu-
lum—the technocratic control of schools—and vindicate
the role of pedagogy, embodying the wisdom of teachers
about what to teach, how to teach, and what for. This oppo-
sition is considered to be at the heart of the Intellectual
Field of Education (in Spanish, CIE), the Field of Peda-
gogy (in Spanish, CP), and the Colombian Pedagogical
Movement (in Spanish, MPC), probably the most impor-
tant educational movement in recent years in our country,
which is aimed at repositioning teachers and pedagogy as
the center of the educational field and to resist the notion
of curriculum.

The Front of the Intellectual Field of Education Diaz
Villa (1993) describes the emergence of the Intellectual
Field of Education (CIE) as a process beginning in the 60s
with the Sociology of Education, a “subfield of research
and training conceptually dependent on Sociology” (p. 86)
that was never able to develop a theory of education from
a sociological perspective in Colombia because “research-
ers remained alien to the pedagogical field and teacher
education was too procedural and instrumental” (p. 87).
Only in the 70s was the structural critique devoted to the
study of the relations between social mobility and edu-
cation replaced by the study of schools as ideological
reproduction loci (p. 97).

According to Diaz (1993), the CIE was properly devel-
oped in the 80s around the interpretation of the cultural and
historical teacher movement and the criticism of and oppo-
sition to the rationalizing project of education taking place
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through instructional technology and curriculum reform
(p. 115). This movement was in part aimed at developing a
pedagogical project able to integrate theory, research, and
pedagogical praxis (p.114). Diaz calls this renewed interest
from the social sciences and philosophy towards peda-
gogy a “Pedagogical turn” (p. 115). This turn is based on
critical theory, Foucault and Gramsci, semiotics, linguistic
and pragmatic discourse analysis, and emancipatory theo-
ries. All of these theories stimulated the proliferation of
research projects and educational experiences integrated
with new ways of cultural and pedagogical action (p. 119).

The CIE has been configured mainly around the pro-
duction of a few research groups from major public and
private universities. Among these groups, one of the most
salient is the inter-institutional research group “History of
Pedagogical Practice” (GHPP), an ongoing collaboration
among four major public universities: Valle, Antioquia,
Nacional, and Pedagdgica (Martinez Boom et al., 2003;
Zuluaga and Ossenbach, 2004a, 2004b; Zuluaga and Ech-
everri, 2003; Zuluaga et al., 2003; Zuluaga et al., 2005).

The work of the group on educational research from the
National University,commonly known as “Federici Group”
(G. Zuluaga, 2000), is also important in this respect. This
group has tried to create alternative pedagogical and cur-
ricular visions based on the works of Bernstein, Kuhn, and
Habermas and others (M. Aristizabal et al., 2004, p. 14).
The Federici group was one of the greatest opponents to the
use of educational technology in education. Some of the
main problems associated with the concept of curriculum
are outlined below:

It is a rational action aimed at the production of outcomes
(instrumental rationality) and, as such, it displaces the
practical-moral dimension that has been prevalent in edu-
cational interaction through history; It assumes the division
of educational work (design v. implementation); It is sup-
ported by a pseudo-scientific rationale that validates it as
a fruit of human progress; It assumes the objectification of
educational subjects depriving them of human interaction;
It excludes the ambiguity innate to human interactions; It
is limited in its acknowledgement of conflicts inherent to
educational practice. (Mockus, 1987, pp. 141-142)

The Field of Pedagogy Zuluaga and Echeverri (2003)
found it important to differentiate the Intellectual Field
of Education (CIE) from the Field of Pedagogy (CP) to
reclaim the autonomy of pedagogy from the rest of the
social sciences, known as Sciences of Education, and to
be able to pro