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Abstract

What | attempt in this dissertation is to make coherent sense of a body of work produced
with others over a period of ten years. This was a decade in which the progressive
principles that inform my work were being progressively pushed back by an in@basin
nihilistic neoliberalism across the Western world and a peculiarly retrogressive

manifestation (The Govist turn) in the UK. In the most extreme case a book that was

conceived as creatively and playfultdy rei

out al most to be the subject’'s epitaph as

run thing. | hope in passing to consider the impact of this context but also to argue that
the context of writing this commentary, at the time of a global panderhas probably
added more significantly to its value, which | measure only pragmatically, of ideas being
produced in a way that is useful to other people. As the pandemic has exposed our
flawed models of education far more powerfully than | could mysedieed have myself,

so it has also provided an imperative for affirmative critical action.

I hope this work can make a small contribution to that process in suggesting ways in
which we might fundamentally pertHfatoeasont he
there is a more heavily weighted focus on the ways in which my more recent publications
constitute a hardly intended deconstruction of the dominant educational paradigm and
tentative presentation of an alternative in four steps. As this heenban interpretation
of the work inspired by this process alone, | have tried also to make the creation of the

commentary an active element of the final version. In this | am partly acknowledging the

influence of Barthes’ dyanoofushibsookwn ewayrt kh,y

would like to think that the structures, fluidity and playfulness of the commentary also

convey something of the whole project.
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Pete Bennett: The Published Work considered bydbmmentary

Bennett, P, Kendall, A and McDougal(2011)After the Media: Culture and Identity in the
21st CenturyLondon: Routledge.

1 Extract from Introductionf1]
1 Extracts fromBennett, P. (2011power after the medi&Chapter )}, Genre after the
media(Chapter2) andldeology after the mediéChapterd) [2]

Bennett, P and McDougall, J (ed@013Bar t he s’ Myt hol ogi es Today:
Contemporary Culture. New York: Routledge Research in Cultural and Media Studies.

1 Bennett, P. (2013parthes after Barthef@Chapter 30) [3]

Bennett P & McSRAwg@a lilsS EX Y( 2AR#63)MIodustidn) & dzo 2S00 Q

1 Bennett, P. (2016A\fter the Subject: Towards a Real Ref¢@hapter 10[4]

Bennett, P. & Smith, R. (Ed.) (2018) Identity and Resistance in Further Education, London:
Routledge

. Bennett, P. & Smith, R. (2018\Wh o i s it wihat | <cldemi® and | | me
resistance in further educatioj®]

. Bennett, P. & Smith, R. (20X@dnclusion: Identity and the collective purpose of
further education6]

. Bennett, P. (2018) KI NI OGSNJ . dzA f RAy3aY K2g I dO2YY2RI

Bemett, P. (2019Why We Should Never Become Classroom Manag&sbinson, D. (Ed.)
Classroom Behaviour Management in Further, Adult and Vocational Education: Moving
Beyond Control8]

Bennett, P. & Wright, V (202&)F { Ay 3 | 06 A R ¥ 2aNthedfit 8skdhsménd RS & A 3

around student agengyn Mawani, S. & Mukadam, A (EdStudent Empowerment:
Reflections of Teachers and Students in Higher Educ@stin: Logos Verldg]

Bennett, P, McDougall, J and Potter, (2020) The Uses of Media Litebauydén;
Routledge

. Bennett, P (2020Fhapter Two: Landscape with Figuf&g]

. Bennett, P. (2020xhapter Nine: Unbent Springs: A Note on a Scepticism without
Tension11]
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. Bennett, P. (2020xhapter 10: Unbent Springs: A Note on the Uprooted and the
Anxious[12]

Bennett P, Scott H and Wilde J, (203@ganger in a strange langreclaiming the terrain for
a disorientating dilemma and the possibility of forgiveniesSaliban's Dance: FE after the
Tempest. Editors: Orr K, Daley M, Petrie J . Londor|QEPres§l 3]

Note

All of the work included here is seéithored with the exception of thextracts from

introductions/ framing chapters ([1],[5],[6]) which were-eathored with Julian MacDougall

[1] and Rob Smith ([5],[6]) and the two-eout hor ed chapters ([ 9], [ 13
pro rataagainst the word count.



[7]

PROLOGUE

IN WHICH SOME PRINCIPLES ARE PROPOSED, PUBLISHED WORKS ARE
CONTEXTUALISED AND A HISTORICAL CONTEXT ESTABLISHED

“But | ’ve always had a sound instinct about
having always believed that publishing is seless if not an intellectual crime, or rather a

capital of fence agai nsQoncre@t el l ect.” (Thomas

“1 sit i n on &stredt uncdrtan add afraidsas al the Hojes recede of a low

di shonest d&Septenberl, 103duden,

The purpose of this prologue is to offer an overview of the work and a feeling for it before

the presentation in a series of '‘episodes’ o
extended commentary on each sedniportand wor k.
element for me as is the fact that the published work has to be able to speak for itself. This
commentary will attempt to find useful contexts for the work and may at times operate

more as a companion piece. For reasons that willbecongercle | " m not i ncline

in the best position, to explain.

A theory of Prdexts

“The | iving can assi st tAMsiol magination of t
In recent years, my publishers Routledge have been reluctant to allowgumtation
apparentlybeca se copyright rulings on ‘“fair use’ |
grounds that ®“the purpose and character of
case that | had to seek special permission to usetg@xes in therecentHoggart bookThe

Usesf Media Literacypn t he grounds that part of the °
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was a partial recreation of his seminal wdrke Uses of Literacfor example by using the

same chapter titl es.-quotdswaevigaltehis intetloraand Hoggar t
approach: so important indeed that in my chapters the first port of call is a discussion of

these significant contexts, which might also function as overtures for the chapters or, to

extend a musical analogy, ‘themes’

The film director Quintendrantino has spoken about how choosing the theme song of a
film, which plays over the opening credits
movie, find t heThenmsMason, 2008)! thinkithese prajuwotateoris (
perfformasimi ar functi on, c¢creating what Tarantino
here is intellectual, cultural and often ideological. That is certainly the case with Richard
Hoggart, whose work Kate Pahl described as
communityw i ting and thinking about culture” (i
whom the theme music is somewhat caustic and problematic. In the key chapter with the
painterly picturesque title, ‘Landscape wit
provided bya fragment from The Waste Land. This establishes a position that impacts

any reading of the whole chapter, adding a dimension to the experience of the text which

my own rereading of Hoggart also tis¢o activate.

In the context of the Hoggart fenagiring | write of the pretexts as establishing a
relationship “between the interpreter and t
key chapter is the |lyric to Pulp’™s Britpop
equally provocative. As such itgmides a source of intellectual and creative energy,
Tarantino sees it as a ‘“trigger’, which mot
reflects the approach embodied in the published work and articulated most notably by

Ranciere, which suggeststha “ “ Ther e i s a perceptible text
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found and that can only be found by doing away completely with hierarchies between

di fferent | evels of knowledge, politics, so
2016: 29). One dhe functions of the preexts is to argue for this texture and for a

range of sources on the basis that “there a

understand based on those resonances..” (i bi

| write this early because the point of this prologue is to set a tone and a context, perhaps
even a flavour and the work and this commentary are littered with these changes of
mood, these tonal gesturesicross thepiece these subtextsare torn fromliterary texs,

a satirical novelsong lyrics and Tas well as philosophical and academic sourc&sd
everywhere they make the case for an incorrigible plurality, crazier than you think, in a
style that is consciously allusive. Here is the beginning efalication of method which

is also at times also largely an account of time spent thinking and writing.

The truth is that, like Ranciere (2016:26)] j ust t hrew myself into
of fairly scattered leads that came at me fromallsi s ” . And here | go a
bizarrely the stirred up papers and |l ittle

things you feel by trawling a bit randomly after stirring up a mass of papers and after
consulting almanacks or the little pghlets of mad inventors or corny little vaudeville
acts”( Ranciere, 2016: 26) . This seems an
commitment,“ t o | i ve to the full the contradictio
sarcasm t he coartdes, 1972 1h0).of trut h”™ (B
This commentary provides a series of contexts for the published work catalogued above and
delivered alongside. Perhaps the most significant of these contexts is the historical, both in
terms of the simple chronology of the writing bailso in terms of the significant trajectory

of educational policy over the last thirty or so years. The low dishonest decade that frames
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the work here has not led to a world war but it has had catastrophic consequences for our

public systems of educationindeed, the pandemic has brought this neoliberal project in
education most associated with Michael Gove
to a kind of crisis as alarmed parents have for the first time tasted the fruits of programmed

learning.

Looking Back Over My Shoulder

“There is no wound that time gi vAlumthat i s n

At a recent Team Exchange Day, the latest manifestation of Inservice Training (INSET) we
were asked as University teachers, planning forftltare, to consider where we were in

1990, professionally and intellectually. My response was decidedly on the one hand
personal and emotional and yet on the other staged and symbolic: both inconceivable and
yet completely coherent. In 1990 | was teaching secondary college and in my not

entirely reliable account we were coming to terms with the educational disaster which was
the 1988 Education Reform Bill. And much of the work done or described here suggests |

still am!

| started teaching in a secongaschool in 1985 and started writing for publication in the

late nineties. All of my work both as a teacher and as a commercial and academic writer is
coloured by my suspicion of and opposition to this model of curriculum and assessment.

My firstten yeas asa writer (1992 009) coi nci ded with New Labo
model, particularly with reference to the introduction of the Curriculum 2000 initiative

which introduced a two stage A level. The work addressed here which has been produced in

the | ast decade, coincided with the “doubling

|l ed to Michael Gove's controversial ref or ms
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that ‘academic subjects’ wer emofabavalidatiogi ven t h
since the Second World War in a programme of reform bizarrely oblivious to the world

pupils and students now inhabit” (Bennett, 2

Barthes declared iMythologiesthat he was frustrated everywhere to see History
presented as Nature éBthes, 1972). Though the work collected here has, as a primary
strategy, the employment of mythic (largely literary and popular cultural) narratives to
‘“mythify the myth’, it does this in a consci
usefulto establish here. The thirty five years | have spent in education as a practitioner,

always as a teacher and for two decades as a published writer, offer a useful case study in
what C. Wright Mills called "t hne (eWwrvigglhapi ng
Mills, 1959: 13). | experienced them decidedly in two phases decisively punctuated by

Mi chael Gove' s reforms which firstly endange
Communication and Culture that |-emthored and ran for AQA between 1999 a2l 9.

This project provided me with an unprecedented opportunity to render principles as

practice on a national scale. It remains my most significant educational intervention as

teacher, writer or academic.

Communication and Culture was the name giveouo development in the noughties of A
level Communication Studies into something more like Cultural Studies. It was predicated

on critical theory (and the ideas of theorists) but as something to be used rather than

remembered and used onacoursecontenhi ch was summed up as ‘th
practices of everyday | ife’ ( MPEL) . OQur bel
everyday people or they will cease to exist?’

glorious conflict withThe Ddy Mailand the Campaign for Real Education. The former
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condemned us i n prlienvtelanidn obneliinnge aa st e€eanna gher ”
because it “entails a study of celebrity bod
and hairlsegagtliesdg .onlISye those el ements of the <c

simple prejudices they att acKissohin‘the BackRowe mat e

oftheMovies and asking students to describe “the
and friends” before claiming without justifi
academic rigour?’ Meanwhil e, as ever, they
anger for the fact that “pupi | sicaigntcaorng f or "
investigate sources such as "CD recordings"™

other than Nick Seaton, of the Campaign for Real Education, who said: "Many parents and
employers will consider this a waste of school time and expeadklevel covering 'culture’

to concentrate on great literature, art or music."(Roberts, 2008). AQA offered a fairly bland
defence suggesting that "Communication and culture is a dynamic area of study with a
strong contemporary orientation,” but addirtbat "A central theme of the specification is

an exploration of the meanings and practices of everyday life." It said much about the
subject and the autonomy we enjoyed as course designers and exam setters in those days,
that our immediate response was &et this critical response as an exam question! More

than ten years latelThe Daily Mails a set text in A level Media Studies, required reading.

The Curriculum 2000 initiative offered to the largely working class students | taught in the
postindustrialBlack Country a considerable amount of purchase on their potential for
achievement inside of a traditional, academic brand. It also offered equally unprecedented
opportunities for my ceauthor and myself to put into practice a range of ideas and
commitment involving a cultural literacy which had little or nothing to do with cultural

capital (save for critiquing Bourdieu’s pren
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teaching, student achievement (recorded as exam scores) significantly improved,
particularly in Arts/Humanities. Freed from the tyranny of three hour endpoint exams,
these products largely of white working class and Asian heritage backgrounds were better
able to show their knowledge and understanding and build achievement across more

focused module assessments.

In our subject the focus was on the student as cultural studies practitioner, offering active
readings of everyday life predicated on a range of critical theories, which were to be used,
not learnt. This also meant providing a ceelthat was much more responsive to the needs
of Higher Education in its development of critical autonomy, particularly through
coursework provision that allowed both for creative work and substantial academic writing.
It was ironic then that one of thstated reasons of the latest reforms (2618) was the
apparent failure of AS +A2 to adequately prepare students for university. An extra irony

was the blanket opposition of the HE Sector to these reforms.

Looking back over a longer period the furtherimpc at i ons of New Labour

with and indeed extend the model of accountability and control instituted in the Education

Reform Bill of 1988 are clearer. Bar ker exp
reforms, followed by New Lalbor * s determination t o identi
performance, created therefore, a coercive, tdpwn, compliancal r i ven system” (

2008: 674). Predicated on the need to furnish comparable data (those much derided and

di vi si ve ‘| sredhesl refoemanitiatige’metastasised during the nineties, fed
by an ever more reliable *blood’ smampaged y i n t
interference in curriculum via for example t

epgi fication’ (knowledge as a I|ist). I n t he
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these | ists were ‘checkabl e’ at every | evel
ask, “lIs there something | shoul eatanymarw?"” T
traditional, not least because they put an apparent end to traditional linear A levels and the
opportunity that it offered for some of us to work progressively was unprecedented.
However, the model it reinforced became ultimately the vehiolearry all of this innovative

work away. Sometime later it became clear to me that | have been working with the fallout

from 1988 for the whole of my career, firstly with misdirected momentum and latterly with

considerable friction.

For what was happeng structurally to the curriculum was also being played out across the

postc ompul sory sector within the context of “n
sector education” through neoliberal assumpt
with economic evaluation” (Bennett & Smith,

backdrop to all of the published work selected here. Moreover, it is a constant struggle
because “A common response to thevenlmormi t ed ga
thorough, even more rigorous reform to trans

(Barker, 2008: 673).

Paradise By the Dashboard Light

“1f man is incapable of changing reality, he

One way to place thig a broader context is to offer a case study which records how these
attitudes were ‘let in’. I received a journ
a numeracy teacher in a large local college. He described a meeting with his line manager

which | still find emblematic of the state of the FE sector at the moment of writing. Itis a
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conversation that is likely to have gone on in many schools and colleges. Here is the full
nerved version of wemata nrce snega hashoftem eslish’'rmorehri ecs u |
than teaching to the test (Barker, 2008). The journal writer stressed the cheerful way this

communication was undertaken.

My day was spoilt by a ‘“little chat’ reques
‘“How many students have you in your <c¢class t
17’ | replied with knitted brow.

“Jolly good, they must all pass’ , he respon
‘Well yes, I ' m sure they’'l |l all do their be
‘“Yes, I know t hat , nibwethavd th putythermin a sepaeate foonp a s s«
and give them a hand’ (Ok, so you’'re gettin

we can give you more teaching hours next yea

This conversation expresses pregisghat was and is happening everywhere but more

i mportantly ‘“how’ it has happened and i s hap
rather than a bang. The common sense of wanting students to succeed works progressively

not only as a means of control balso ironically to make that success less meaningful. Ball
(2003: 215) somewhat darkly identifies the f
is that it does not simply change what people, as educators, scholars and researchers do, it
changeswh t hey are”. Hence the work throughout

students that who they are is both saletermined and specific. It reminded me of an
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epi sode of t h erhesPrisorem shaw whichwaired alnsost précisedy across

the ecstatic faultline of the countercultural moment between the releas8efgeant

Peppeand t he Summer of Love in 1967 and Dub<cek
to the Prague Spring and all manreérstudent unrest thereafter. As a beneficiary of that

moment when society briefly embraced the insistent present and, realising there is no other

day, decided to try it another way. | can only admit a vested interest. For | am a child of

Plowden at least symbolically, that other significant event of 1967 and for many the

apotheosis of progressive, humanistic, even humane education in England. In this | seek the
longer view, as the hawk sees it and the persistent presence of hope whose resources are

always easy to find.

The Prisoneis the story of a secret agent who wants to reclaim himself from a life of

patriotic skulduggery but is offered instead only a retirement of comfortable confinement in
‘“The Village’ and a nu mhyeisindivmualtyo HeciseNairhberh i s 1 d
Six and each episode’s credits end with him
which is greeted every week with maniacal mocking laughter. It is tempting perhaps to see

this as a metaphor for the position di¢ contemporary teacher, beset by calls to duty and

the constraints of | ocal despots. I n the ep

the chance to speed | earn’ by a Big Brother

looking straightforwardlynilitary in what turns out to be a clever sleigptth and (it ' s r e

a different kind of ‘general’ that carries t
vill age to emphasis the satirical ctharacter
promises a “3 year course in 3 minutes”. Ho

risible in 1967 comes shockingly into view. Here is a powerful reinforcement of my

argument elsewhere that one of the implications of the neoliberal turn is tihe risible has
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become respectable and reason has become unreasonable. And this joke very quickly turns

out not to be funny anymore and precisely because it is too close to home and too near the

bone:

Figure 1: Is the satire of 1967, the common trofi2013?

There are three elements of the poster that offer an insight into the way we learn now (or

do not). First comes the offer of 100% entry and 100% pass, also hilarious in 1967 and a
commonplace by the end of the last millennium, an expectation evEme words at the
bottom of the poster then become chilling.

Barker’'s (2008) arguments around education p

unattainable”, a process of elyimrecesgorkbyn t hat h
Matt hew Cl ar ke. Usi ngEy&SWaa3hgllarkekenpiorestioek ™ s f i na

pattern of ‘fantasies and disavowals that <ch
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deplorable track record, in other words educationpglic s hi st ory of “infl al
both the fulfilment of the child and the development of society [that] are endlessly broken

in practice’ (Donald in Clarke, 2020; 152) .

Clarke argues with great energy t llahatwet hi s n
can see at work ikyes Wide Shig also at work in the tensions between the official,

idealistic, but fantasmatic, face of education policy discourses and the often disavowed

violence and domination inhering in and resulting from educatiomcgaihen it attaches

itself to these fantasies..” (Clarke, 2020: 1
semiologically as an empty signifier, “empt.i

simultaneously quilting together and articulating a number ofastkignifiers, such as

weal th”, ‘success’, excellence’, ‘“aspirati
represent an idealised universal value, binding state, nation and society together in the

name of a fullnes$o-c 0 mebid). (

In Search bSigns that Dissimulate Nothing

If we see this across a period of time it is clear that Clarke and Barker are recording a

process familiar to Baudrillard as the Precession of the Simulacrum. For Baudrillard we

inhabit a hypetreality constituted by signthat simulate rather than represent and there is

a movement from ‘signs that dissimulate some
not hi ng’ (Baudrillard 1994, 6). These ‘si mul
signifiers in reladnships ever more removed from reality, which Baudrillard describes as a

precession:

e ‘1t i1is the reflection of a basic reality
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e |t masks and perverts a basic reality
e It masks the absence of a basic reality
e It bears no relatironitoianytsealwint puwkatss o

(Baudrillard, 1994: 17)

As | write el sewherereaflheyfisstthbhasuvabaly, oh
geographically and culturally situated” (Ben
convincingaccoun of the | ong term i mpact of educati
and ‘education’. Clarke cites Zizek in devel
signifier’ suggesting ‘a signifier whose sig

nobody really knows what it means, but each of them somehow presupposes that others

know it, that it has to mean “the real thing
2020:153154) . Cl arke points out trratatbutaEmpty si gr
fundament al aspect of any (political) order

congruent also with the performative el ement

term | use to signify the possibilities that remain for teacherstd o good’ ) t hat ¢
with the broader reforms, the ‘“terrors’ of w
others (Ball, 2003; O Leary, 2013; Smith & C

performative is not only about performing,igt also norreferential, a key element also of
simulacra. Indeed what Butler, somewhat uncomfortably spells out about gender is easily
applied to the account we are exploring of the reductive reconstitution of the teacher and

the educative act:
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“ b e c geaderds not a fact, the various acts of gender creates the idea of gender, and
without those acts, there would be no gender at all. Gender is, thus, a construction that

regularly conceals its genesis” (Butler, 198

Much of the work collectedhere and expl i ci t | Mythdogieytiskereggged pr o) e
in the task of exposing these processes whereby the manufactured behaves as if it were
organic. This is prompted by Barthes but 1is
ultimate ethical tasks that of truly awakening: not only from sleep, but from the spell of
fantasy that controls us even more when we a
and this dimension ofhe Prisoners i nsi ght ful <critiquegescaped
on the specific, the importance of subjectivity and agency as the only viable response to the
‘“general’ (rather than the Generall!l). It is
Butler’s work on gender : ;uBdencdnstraintidalyanch at i s
incessantly, with anxiety and pleasure, but if this continuous act is mistaken for a natural or
linguistic given, power is relinquished to expand the cultural field bodily through subversive
performances o fler\i238: b3)u Bende Clarkedires’ a(b®adside against

the ‘paradoxi cal suggestion’ , i mplicit in n

comparative notions |1|i ke excell ence’ can be
(Clarke, 2020152) . This is also the point that Bartranal make about teaching excellence

in higher education which Readings had been arguing more than twenty years before would

lead to a hollow redundancy (in Bartram et al, 2019). Yet still the world pursube as

TeachingExcellenceFrameworkfollowsthe ResearchExcellenceFramework remorselessly

in pursuit ofthe Knowledge Exchanggamework.
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This generality predicates the final and perhaps most gallingly pertinent and alarming of the

poster tr oep’es :As" Twiutsht ThéerdungelBeokekmow ik this case

what ‘get with the mission’ entails: this 1is
(Biesta, 2005). Rat her, as the r atiesomal | e a
to operate, as Peim suggests, “as a Heidegge

ultimately of faith (Peim, 2012: 32). This n
when a system, designed to help, becomes disconnected from the Lifkvitandeed

becomes pathological, hence justifying Ball’
engenders (Habermas, 1990). The playwright Edward Bond said something similar and

perhaps on a more relatable scale about organisations:

“Not al | sbavenamulture. Some only have an organisation. The members of an
organisation are often only monkey people, who can organize and run advanced

technologies and elaborate institutions and governmetaut t hese t hings don
culture. Anorganisatio i s concerned only with efficiency

(Bond, 1976:xii).

Across over thirty years the ndiberal project of reform has sought ever greater

efficiencies of purpose with wetlocumented consequences. There is a good dedlisfin

our contextualizing of our collectidn RSy G A G & I (Béhnetr & &nditid, A0H8Y. O S Q

Though it might sometimes appear that resistance is futile, the very character of the

reconstitution of education and teaching allows much room for renegotmatiBor if
education, I|ike gender is “in no way a stabl
acts proceed; rather, it is an identity tenuously constituted in thaue identity instituted

through a stylized repadtiietsi orf dfr aamctf 9.r 'matt h eon
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found in the arbitrary relation between such acts, in the possibility of a different sort of

repeating, in the breaking or subversive rep

This may focus on the production of sulijeity as a site of resistance, the ways

neol i ber al speaks‘arddabsehsough sut language, purposes, decisions and

social relations (Ball, 2012 in Ball & Olmedo, 2013). It may expose the implications ef a test
based seHperpetuating, avowdly rationalist and academic approach to reinventing
standards, “leading to increased selection a
‘academic’ in secondary schools” (Gillborn,

noteworthy that despitehe claims that educational rigour operates from a detached

neutrality that “of the five principal ethni
1980s, only one groupwhites—have enjoyed consistentyean-y ear i mpr ovement ’
(Gillborn, 2005: 494 . I n fact the consciously provocat

despite a rhetoric of standards for all, education policy in England is actively involved in the
defence, |l egitimation and extensiaangthd whi t e

fact that education policy is ideologically constructed as a screen to obscure-the re

entrenchment of traditional power . This ch
di savowal, which in turn takes blgysttmwhichom Bar
“l'i ke a turnstile is always presenting eithe
and as Barthes points out “truth is no guara
perpetual alibi”. Liketedutiatiahwawscbaseapo
di sposal” (Barthes, 197 2: 122) .

Clarke also critiques thissgifer pet uati ng system t hatzer@er ar di

game”, |l aunching a scathing attack on the 20
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2016),Educational Excellence EverywhereMo st t el | i n g leducatoeispoi nt s

never defined or debated in the policy document, in terms of its aims and purposes,

although assertions are made about how it u
engine of social justice and ectedombiec gr owt h
system doubling down, because here ‘“educatio

“good education equal s good’ (i . e. high, ri
and thus success for oneure dhustbenntesnal maokete f r om

which promise to drive up standards increase only the secmnomic and educational

pol arisation of schools (Gorard et al.:2002)
‘“excell ence’ adtldy ciué €arke is untestraifed: t h a t
“This | eaves the notion of emnferentialteem®a&leas a ¢

2003: 55; Readings 1996), masking the fact that all it does to describe a school or education
system as excellentis to say thatitisdxdeent at being excellent (R

2020; 156)

Here is more mythology and more darker purpose since even the neoliberal straitjacket

which is the national default can be eased a
academies to ustheir freedoms to innovate and build more stretching and tailored

curricula, to meet the particular needs of their pupils or their local area or the particular

ethos of the school’™ (Clarke, 2020; 159). A
stat ements i s an attachment to outdated notio
“to which teaching needs to be accommodated

‘freedom’ to exercise ‘“choi ce’ ,—andwithatrlig@e r to
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chancesmor e efficiently than was possible in tF

bureaucratic interferdénce and central prescr

The inconsistencies here are laughable but tragedy is often preceded by farce. With

aspirationand achievement irreconcilable in the current climate of remorseless
competition, the system sets of on what Bern
unattainable” (Barker, 2008). Barker attemp

painstakingly deenstructing the premises on which the original act was predicated. He is

keen to remind us of the “contested, politic
that as a result *“the cons e-gstnatedt(AppleBIini t s di
Barker, 2008: 675). Barker is devastatingly s

designed mainly for those with good general intelligence and leaves many unable to

improve beyondawell ef i ned cognitive cei Ifformagce, whi ch
tables promote therefore a distinctive, unac
is clear both about “the raw incompatibility
data that are “invalid, d.HeagteesavithlTRrupa(B0®8: of t e n
678) that “it is unrealistic to expect the e
relative performance of students from i mpove
sobering suggesting that educators are beirecptl in an impossible (yet highly charged)
position: “their imposed mission increasingl
holygratl i ke sol ution to our problems (Thrupp, 2
evi dence s ug g eatpoleymaking dppafatusdaad its rranifold agencies have
themsel ves become an i mportant obstacle to i

(Barker, 2008: 679).
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This is a potted history of our current predicament and a context fdhatll have

pubi shed, both submitted and ot her wise. I
our wars, our elections, our cultureare not fossils embedded within the earth's geological
strata” and “history is not t haatwhichocats |
here with us in the present” (Colquhoun,
to the critic Mark Fisher’s final | ectur
untimely suicide. These thoughts about histooyme , channel |l ed thro
explorations of postapitalist desire, from the Hungarian literary critic, Georg Lukacs who
wrote that “it is only in history in the
what is qualitatively new that theequisite paradigmatic order can be found in the realm of
things” (Lukacs, 1923: 144). Thi s seems
cal l itself ‘research’: “the uninterrupt
2021:27). Lukcs argues that history only happens when things change, which seems
propitious in 2021. | accept, with appr

new’ but also that the work might contri

of the unceasing overthrow of the objecti

Not Ceasing From Collaboration

“You've been with the professors

t as

i es
202
es,

ugh

ed o

opri

but e

And they've al | |I|Belladeotla ThiomMgn | ooks” ( Dyl an:

Like Lukacs, | am irredeemably committedhe collective and all the work, including this
commentary, submitted towards the award is a result of genuine, whekertedly
committed collaboration. Indeedhe principle and practice of collaboration is a central

part both my published work andhése responses to it as a matter of both propriety and
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philosophy. Though the vast majority of my writing is single authored, there are only a

couple of ceauthored chapters, this writing of mine is always contextualised by some

project or other, some ctdctive endeavour, most of which | am alsedroving and ce

directing. It is this collaboration that principally defines and confirms the writing as research
because theses contexts are the projects to which my induvial contributions lend their

weight. If this is sometimes and somewhat in tension with the principle of individual
contribution sought here then so be it. Tho

are made clear in the details of the Published Work and will be clarified beloweansiah

to use we ' , us and our goes beyond the
speaks of a larger, deeper and richer principle of collaboration which involves the desire to

be involved with others in common enterprise. This work is@urd continues to be so.

More prosaically you can see these collaborations chiefly in two sets. Firstly there are those
centring around myself and Professor MacDougall (Julian) and involving the professors

Kendall (Alex) and Potter (John) at either efidhe period. These are focused on Media

Education and Literacy: unsurprisingly sinceweai t Routl edge’ s Resear
there are my collaborations with Professor Smith (Rob) (we are working on our second book
project currently) and with my wi colleagues, which are equally predictably focused on

F.E. and Teacher Education. Neither of these strands is dominant, though the strong

emergence of the second strand is felt markedly in Episode Five. This is a collective of sorts,

bound together bya good old cause and my story is also theirs.
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1
IN WHICH A DEBATE IS HAD ABOUT RESEARCH: WHAT IT IS, WHAT IT DOES A

HOW IT MIGHT BE HARNESSED

“1*"m forced to produce a discourse with sigt
from time to time because people want you t

understand it.” (Ranciere, 2017: 33)

“ Al Met hod i s S$ontagtl1998:mM76) ( Mal | ar mé i n

This consciously episodic commentary requires both a methodological context and a
rationale. I n this ‘“episode’ I will attempt
which this commentary is addressed represents about diathe work | have produced and
make public in the last decade. Hopefully, this edit constitutes a coherent account of some
of what | have been thinking and doing across a decade which has proved problematic to
those ideas | am most keen to develop andrpote. My published writing in the decade
preceding that was a series of text books and resource books, chiefly for A level, written out
of my own experience as a teacher and as a senior examiner for the AQA examination board.
In this period the wind ws metaphorically with me as the Curriculum 2000 experiment
brought with it a new desire for breadth, indeed for the kind of interdisciplinarity which | had
long been seeking. Even the regulators seemed supportive of creative developments. The
work coveredby this commentary (20:21) seems by comparison something of a rearguard

action, engaged in what Brendan Bartram charitably calls a project of productive subversion.
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Like Barthes | am suspicious of the ideaefivie a ‘' body’ of wilghtk , bec
continuously, endlessly, TBwrihesag 262a: pé¢4sd
found myself better understanding my earlier work and in the casAftdr the Mediajust

beginning to understand it. Therefore, it is appropriate that thmescale of the award should

|l ead back to that poi nt since that wor k wa
bewil dered and driven” (ibid). What | real |
problematic term) is to appreciate the fential patterns, the themes perhaps, that recur

across the various projects.

When Does Selbtudy Become Research?

“The subject of my research oddly though wuna

If the work is to be taken seriously as research, whichimu st b e, ‘“project’
start, since as the Prologue explained, these works are essentially parts of projects building

to a ‘project of pr o) -stedy @he autobiographidalieementwfs t i f i
social scientific reseah), CWr i g h't Mills writes that “perso

merely as troubles, but must be understood in terms of public issues and in terms of the

problems of historyma ki ng” but al so that “the human m
revealed br el ati ng them to personal troubl es and
(1959: 226). Here is the call for social sci
and the range of their intricateaeymaelsjaisi ons”
own methodol ogi st!” (1959: 123) and that I n
probl ems; rat her , probl ems must prescribe me

‘“teaching itself, t he ' pmrootb | vehmest awaer kess,s elnu ti @



[29]

on? As such this work i s cent r-astalblishingcaonc er r
debate’s conditions of intelligibility”, t h
arguments might c o(Rana@erey2806;dy make sense”

In his essariters, Intellectuals, Teachers Bar t hes opines that “betw
teacher and the intellectual there i s hardl.y
separate” (i1 n Sontakep up furtBed Bhder adpropitjous subheadmg, h e t
‘" RESEARCH’ suggesting that “’ Research’ s
constraint of certain social conditions, we give to the activity of writing; research here moves

onthe side of thewritingsi an adventure of the signifier, |

1993; 386) . I would Ilike to explore and embr
it searches for it must not forget its natur
This is congruent with Raecr e’ s noti on of Univer sal Teachi

and explication of much of my work:

“This is the way that the ignorant master ca
one: by verifying that he is always searching. Whoever laoksway s f i nds. He
necessarily find what he was looking for, and even less what he was supposed to find. But he
finds something new to relate to the thing that he already knows. What is essential is the
continuous vigilance, the attention that neveubsides without irrationality setting 4/

something that the learned one, like the ignorant one, excels at. The master is he who keeps
the researcher on his own rout e, the one th
(Ranciere, 1991: 33)

Ofcoursé¢ hi s al so chimes well with his friend Bi
“We can | ook at |l earning as responding to w

irritates and disturbs us, rather than as the acquisition of something that we wadgsess.
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While learning as acquisition is only about getting more and more, learning as responding is
about showing who you are and where you stan
This suggests a tentative methodol orgegntwhi ch
contribution: the notion that research is *“t
that requires the decisioma ki ng competence of the research
offers to me here at the point of proposal is a methodology thaghmhencompass both my

attempts to understand’ the work and the wo
writing is, for better or worse, |ike “all/l r

When asked what it is | do in the context of fw@duction of work, | am happiest with the

designation writer However, if pushed | h
partly as a front. Although | accept that the speculative is an epistemological stance, | warm

to Heideggeepissbemoksogy WwWhbich he c¢claims “con
never gets round to cutting” (in Inwood, 200

to prioritising what needs to be thought about.

Il n terms of ‘t eac hieadgto bettrowglhtbout is/thad teaching itselfc i p a |
needs to be thought about as something more than a functional (hence neutral) conduit that
needs to be lubricated and regularly cleared/ cleaned. In preparing his call for the cessation

of the teaching of @ading in 1970, Postman (1970: 1) offers a precise account of what is at
stake, firstly in overview: “AIl educational
they are designed to produce one sort of human being rather than another whiclsasy tan
educational system always proceeds from some model of what a human being ought to be

i ke” . This he then presents in terms of
arrangement of seats in a classroom, to the rituals practiced in the @uam, to the

textbooks used in lessons, to the dress required of both teachers and students, to the tests
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given, to the subjects that are taught and, most emphatically, to the intellectual skills that

ar e pr o(Postihan,d1970:2). Here is the chalee ( Wr i gh't Mi | | s’ ‘O
‘“troubl es’) of addressing the research subj
unpublished contribution to an internal autoethnographic project:

My current model for conceptualising/ theorising/ exposing/ expomgdidramatizing* the

job/ business/endeavour/ vocation* of being a teacher concerns, | guess, a particular and
personal (perhaps idiosyncratic) element/ manifestation/ extension* of reflective practice.

This takes the form of a ritual question, formulateither in situ or an imagined version of

this and the question is “What the fuck am I

Some examples of the falsely obvious

My conscience and my history

The myths that make me sing! (Nick Burbridge)

Too often these questits are not raised and the whole education debate is conducted as if

all the conventional rules of argument are suspended on the grounds that while everybody is
entitled to an opinion, we all know how it comes out (in the wash?). In this bizarre -hyper

reality where suspicion of pedagogy is combined with an obsession with technique,
complexity is replaced by longwindedness and theory is decried as abstracted and
‘“unrealistic’ . This of course allows the un
a developed country where the achievement of
the achievement of those with Special Educational Needs than it is to the general population

(and there are suspiciously no public statistics on the achievemeheadvantaged). These

facts create a context, | hope, for my gall when | hear an Education Secretary, desperate for
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exams to be sat in 2021, suggest that exams offer the best opportunity for children from less
advantaged backgrounds. However, my galllyederives from the fact that it is still possible

to circulate these ideas, which | identify as classic Barthesian myths because this for Barthes

is the very point: *“However paradoxical It
distort, nott o make di sappear” (Barthes, 1972, 120)
‘l ess advantaged’ students have someti mes pa

have in the world this excuse for inequality that mostly functions as a way of keepgng th
guestioning away from the real problem. Thinking because some disadvantaged kids pass
tests that exams are good for disadvantaged kids puts the focus squarely on how to help the
other kids to pass and dismisses the alternatives fiendishly. Thisiglseea t hfea ¢ ibrag’k
part of the myth also insinuates that ‘I ess
treatment in teacher evaluations which in turn confirms the need for an exam. In this way

the circle is closed, access is denied andauitigism is taken to be an attack on those clever

working class kids who are doing it for themselves. Peim has this as an aspect of what he calls
‘“the myth of soci al salvation’, a spectral
Barthesexplaim, myth “i s a | anguage which does not
which give it its sustenance an insidious, degraded survival, it provokes in them an atrtificial
reprieve in which it settl es ¢ omfarthest1842)] vy , It
132).

This reflective surface will require something more robust than common sense. As Peim
advises, “Knowi ng t he object di fferently f
intervention of theory-or thinking—to reveal dimensions that namount of data production

can give access to” (Peim, 201 8; 39) . ' n t hi

be as a mythologist seeking to reflect on educational myths in the way Barthes reflected in
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the fifties on some myths of French life.hel preface to the first edition oMythologies
describes my position with troubling accurac
starting point of these reflections was usually a feeling of impatience at the sight of the

'naturalness' with whik newspapers, art and common sense constantly dress up a reality

which, even though it is the one we |ive 1in,
1972: 10). He goes on to write resentfully
tuun” and about wanting to “track-godswithout- i n tF

saying, the i deol ogical abuse whichMyth n my

Todayhe delivers the promised end, the consequences of these decorative digplidgcting

sombrely that “myth acts economically: it ;
organi ses a world which is without contradic
143).

All of our projects are directed towards the fosteriafjthese kinds of positions or creating
opposition and challenge to the myths of education around subject disciprmsdText)[4],
classroom management (in Robinson, 2019)[8], academic ritual (New Mythologies)[3],
teacher autonomy (ldentity and Resistancej[pb and assessment (work with Victoria
Wright)[9]. My next project with Rob Smith is entitl&tie Murder of Englishan attempt to

test Barthes advice that “the best weapon
and to produce an artificial myt h: and this
(Barthes, 1972: 134). These projects are not acaderaeses, their aim is to be educative
acts and interventions. This is wBgrthes New Mythologiefinds itself at a key moment in

a PhD submission in Education because the Barthes it reimagines is the one | celebrate in the

book’s |l ast BsBeagpepnceéet hafgereatBopublic teacher
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Teaching as thinking in an open genre

“Gli mpses do ye seem to see of that mortally
is but the intrepid effort of the soul to keep the op@mdependence of her sea; while the
wil dest winds of heaven and earth conspire |

(Melville: Moby Dick)

Writing here alongside a body of published work that in my first edit was 140,000 words |
understand withbb ut a | simplicity the challenge i mpl.
i mplies production or the creation (invent.
Barthes not only provides a prototype, the mythologist (if there ever is one) that elheav

of assumptions, he who might ‘“mythify the

suggestions for how we mighty go about our teacherly business. In his inaugural lecture, he

of fers the notion of “looseni mg, dafef Ipiorwgero
teaching inevitability contains, in “present
1993; 476) . Barthes’ mo d e | here is “digress
excursion” (i bid). The egui vebgmenbafieord whb

least as a useful option, not least because this work is at the very least a series of parts (and

series i n itself is a |l oaded term). The w
ofpublishhg events and at that | evel “buil ds’ but
only complex and various (and inevitably in the simplest sense compromised by factors such

as ‘opportunity’) but al so subj etcandfallmessa v ar i

of time.
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This is perhaps also the best account, because most precise (there are many others), of the
working premise of the material collected here, both the published work which seeks to
explore, advocate and demonstrate this approach #md commentary which is also trying

to provide access to all of this. All those theorists and practitionerspted here are co

opted, usually because they are already there in some form or other. This means that the key
theorists acknowledged here Wihostly also feature with more specific focus.

I stand with Ranciéeére on the matter of ‘“inst

assertion that things go wrong precisely whe

butofexplainiy and understanding” (Ranciere, 2010:
teacher makes more sense in the context of

and common minds there are stories, for rat
“Iinequality is no more a given to be transfo
transformed through knowledge” (ibid). Her e
or it is not.

This *“presentation of eaenvidionsdpossibilisesforresdarshan b e st

education informed by postmodernism, pestructuralism and deconstruction which

Stronach and MacLure (1998) promise in their provocatively titled sourceBdakational

Research Undondt is the intentionofth s comment ary al so to “praci
to educational research?” (Stronach & MaclLur
unwillingness to even construct an approach,

an engagement wit experience that has no rules. This means a starting point which is

neither the commencement of a battl e nor a

MacLur e, 1998; 10). Their modest proposal ai
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andsinpl y to ‘engage’” (Stronach & MacLur e, 19
extraction:
“To take part without knowing in advance, h

terms on which the engagement has been struck, or even who stands lora t ground”

(Stronach & MacLure, 1998; 11)

This is an approach memorably encapsulated by writer Stephen Moffat and delivered by that
muchal t ered Gallifreyan time traveller, The D

keeping an oHoewevreirnd”as Stronach & MacLure e:

a tricky business. They pidtleraaheidr opepl ogas
the collection is prefixed by Derri euastss exho
should open up” (Derrida in Stronach & Mac!

tentative about the existence of the mythologist. Having discovered Stronach & MacLure

after completing and publishing a body of work, | find neverthetkas| have in my various
collaborations unwittingly committed to the project, or denial of one, which they advocate or

at |l east insinuate. I recognise, for exampl e

uni fying thread?” tpraetisalitd @ desiré to puadecornsteuctisni taswomk n

or at | east to bring it to bear in the mun
(Stronach & MaclLur e, 1998; 2) There i s al s
t hat “ t hatisopenedis atuallyt dr also a dislocation, a denial of the spaces that

insul ate the disciplines and fields from one
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Stronach & MacLure focus on Derrida’s insist
the deconstructive act?’ (Stronach & MaclLur e
‘“exorbitant’, “an attempt to get out of the
relation to the space that is protected, closed off by disciplinaryiinistut i ons” ( Der r i

162 in Stronach & MacLure, 1998; 3). In their tellingly fragmented, even episodic, first chapter
described both tentatively and precisely as
their mission to open up space which mustdeefacto | oc at e d -existinghhighny a pr e
complicated space [ ..] a | oophole that is pr.
kind of pocket secreted within the old sense
12). Much of the work aembled here, particularly and perhaps most explicitly where we
purport-ethagbonérea previous theoretNIKBEaAOQOnbS&¢

Mythologie9 seems to embody this notion of loopholes and pockets.

In this commentarythe useof theory is a largely conscious act of infidelity at least to

mainstream educational theory and research. For, like Derrida and Peim | am keen for theory

“to provide a hermeneutic | ever or aggravat
positionst h a't di sciplinary authorities have <cre.
embedded and taken for granted may seem to b
the distortion, which so enraged Barthes al
resi stance to theory as part of the ideol ogi

2018; 45)"°

Here is the opportunity for the introduction of theory as one form of disruption, impurity

and anomaly into a systemrwlser ¢ tihn nRBear tl loesse’ t
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they once were made” (Barthes, 1972, 142).
myths of contemporary education which assume that knowledge can be transferred and
learning can be objectified. Like Derrida, oedries of choice are most often literary and

cul tural. As Stronach and MacLure point oul
t hat for Derrida constitutes its power to qu

MacLure, 1998; 12). ey t e xt h daweof Gesrewbiah t consideadn swork of

postst ructuralism with its insistence on ‘part
is law, the law is madess. (Derrida, 1980: 81). My work on genre after the media diigs t
“elliptical, irreverent and at times darkly

welcome provocation in a critical region that seems sometimes overrun with complacency

and insularity (ibid.: 59)”. H&trawaghsahdc ¥
figures’, such as the cyborg, addressed in E
the |l egislative and discriminative programme

The play’s the thing

“Go play boyt,heprl apyl.ay sY oaunrd mo ¢pKISa y AtydicS'NIXES hed K-

For Peim “Deconstruction teaches that neithe
and that “thinking is, as deconstruction cl

216). Howevg lest this should seem unnecessarily academic, Peim also insists that most

i mportantly “Deconstruction is what puts p |

is vital to understanding my own work, built as it is on anachronism, playfulness a

instinctiveness. Hence pl ay’ I's a first pr
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Play is the disruption of presence. The presence of an element is always a signifying and
substitutive reference inscribed in a system of differencestaednovement of a chain. Play
is always play of absence and presence, but if it is to be thought radically, play must be
conceived of before the alternative of presence and absence. Being must be conceived as
presence or absence on the basis of the pobsibdf play and not the other way around.

(Derrida, 1978: 292)

For Pei m, “The history of philosophy, from &
partial answers, partial solutions, partial insights and explorations into those issues that

remain live for us in all our present efforts to wrestle with knowledge and its production as

researchers” (Pei m, 2018; 5) This puts th
‘“subjectivity’ and ‘agency’ , "dwleed gea™nsdmd
deconstruction of the false division betweer
21) . Peim also invokes Derrida’s notion of
being haunted by t he ytelpng adtion & bpplipdates the’study af p ar t
pedagogical practice wherein the pedagogical past oftce e ms t o signi fy *
incomplete, unfinished and, therefore, perhaps in a curious way, something that, although

past, is yet to.cdmeis(Poitmdi201&ulTI9)XX o ider
presence, both haunting and haunted, but al s
emancipatory or progressive pedagogies (Peim, 2018; 80). Peim suggests we might imagine

“this spampl et eness as the space of the que

“The spectre forces us to rethink our assumg

this productive restlessness is present both here and in the work to which it refers.
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This playful, but edgy incompleteness, brings in the final formative influence on both the

shape of this commentary and indeed of my work (and the subject of my Masters dissertation

35 years ago): the German dramatist Bertolt Brecht. Incidentally, ly isatref that Brecht is

in fact the prototype for Barthes’ mythol ogi
at the time of writingMythologies Walter Hinck (1997) in his classic study of Brebine (
Dramaturgie des spaten Brechtsritesof Breht needi ng his art to ha:

functi on (“eine bestimmte gesellschaftlich

problems, to be useful. These solutions though were always provisional and capable of

improvement. Hinck writesthat a s ol uti on i s sought but only
sense of a provisional solution” (“wird eine
unbeschl ossenen Sinne einer Ausl 6sung”) . Th

areretr ned to again and again and strocturesfthBr ec ht '’
commentary which his influence has urged me
(advisor on theatre) p oi ntThe MeasingkaufriBlodiese c ht ' s
Brecht “cuts his plays wup into a series of
progresses by jumps” (Brecht, 1965; 75). Thu
finding out “what sociathey phbhyabfFéerssi ghtds
“the relationship of the epi sodB.sThissedameatr con
|l east a reasonabl e model for the intellectu
here. And that sense of criticels f ur t her extended with referer
theoretical work,A Short Organon for the Theatvehich suggests that if the episodes are

firstly played simply one after another:
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“Then the story wunreel s i nualascemes nethin thed ownt or y
meaning; they yield and stimulate a wealth of ideas; and their sum, the story, unfolds
authentically without any cheap ghervading idealization (one word leading to another) or
directing of subordinate purely functional compent parts to an ending in which everything

is resolved” (in W llet, 1964; 279)

¢

Il think this story/ commentary al so unr eel s

to allow the individual scenes to Harwllt ai n t
“stimulate a wealth of ideas?”. The techniqqu
to Brecht i n bot h i ts f orm and -effectsnct i on

(Verfremdungseffekieto set critical distance between the theatre audiencel avhat was

being presented on stage is essentially a mythological approach. It creates myths, consciously
wrought but also transparent and available for examination. For Brecht this is a matter of
form and content allowing the intended disruptions to seuctural, textural, linguistic and
narrative. Much of the writing referred to here also plays with the disruption of the text for
some fine purpose and, as with Brecht, that purpose is educational: something is there to be
‘“taught’ anudyplays wesercalldéhrstuché se @ @hi ng pi eces’ ).

of the theatre as a laboratory within which pressing political and social issues could be

addressed but also where solutions might be found.

However, it must be pointed out that the epidic structure used here is an organising device
such that the episodes proper are not only the published works but more tellingly the
constituent parts of the development of a coherent ethical praxis. This work will create (as far
as possible) a coherembmmentary, drawing together these quite different projects. The

selection of work is presented and gl oss et
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development but merely to record the sense that each new attempt was at least conscious of
those which ame earlier. That process begins with a consideratiolftér the Media in

Episode 2.

Although | can openly restate my delight at perpetual production, | feel too the wisdom of

Eliot’s patient restatement of the | arger

“Ther e i shttoracbver whahhas been pst
And found and lost again and again: and now, under conditions

That seem unpropitious. But perhaps neither gain nor loss.

For us, there is only t he(T.SHlgtThe Gour QUanes r e st
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WHY AFTER THE MEDREPRESENTS A VIABLE STARTING POINT IF NOT

CONSCIOUSLY SO

“How to write, given all the snaMiyes set by

blindly. At every moment of the effort, 8st bew

This episode attempts to establish our 2011 publicafidter the Media(Bennett, Kendall &
McDougall, 2011) as the foundation of these explorations and of the approach that has
been subsequently taken and the influence, particularly of Barthesjsrtridnsition to a

model of writing presented in the previous episode that is central to both this commentary

and indeed the work it references.

It is also a long term project. As an undergraduate and then a postgraduate student, | wrote
dissertationseni t 1 ed * Art against | deology’ and ‘1 d
prompted by Ernst Fischer’ s work. Both of th
which the dialectic might be kept in motion in the face of various kinds of friction using art

(and Brecht’'s art in particular) as an effic
hard because on rexamination | find that this endeavour is also central to all considered

here. In this Barthes becomes increasingly important, not least lseche perhaps most
effectively articulated the challenge, decl a
(Barthes, 2005). Michael Wood explores this in his eBsarych Lessorf2015), which firstly

decides to explore the possibility that Barthesg ht have meant exactly
then places this in the context of French writing and philosophy. Wood uses Badiou to

establish how in the French | anguage “the 1in
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start, a matter of democratizingsic us si on” but al so that “the p
political”(Wood, 2015 6) . For Badi ou, “Fren
everyone”, an instinct that the work consi de
aclean,univesal view” (Wood, 2015; 7).

|l nterestingly, Wood explicitly | ocates this
though conceding that this implies a “style
truth and convictiont”’anclet, inso aulnscoe ratbaoiuntt y* No...
assembly of some sort to vote” (Wood, 2015:

here, accumulating not only evidence but also political intent. It also inevitably creates a
relationship withthelangages i n which it travels since, ¢
performance of a language system (la langue, comme performance de tout language)
neither reactionary nor progressive” (cited i
‘f adawitstpreci sely not in the sense that it pr
compels speech” (cited in Wood, 2015: 9).
This calling down of speech is tempered by a
sl eeps that monstd2015;18). Barthesiwmte df geiotics ag &Vo o

science to study the production of stereotypes, while Nietzsche warned that the truth was
not hing more than “the solidification of ol d
After the Media(2012), our first bookength intervention in the theory and practice of

education, which is the focus of this episode, was pitched as follows:

“This provocative text considers the state o
demolition of the traditional media paradigrand engages with the new, active consumer

culture.
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Media Studies, particularly within schools, has until recently been concerned with mass

media and the effects of ‘the media’ in soci
blurred the boundaries beteen the audience and the media, the status of this area of

education is threatened. Whilst some have called for a drastic rethink (Media Studies 2.0),

others have called for caution, arguing that the power dynamics of ownership and

gatekeeping are left tact.

This book uses cultural and technological change as a context for a more forensic
exploration of the traditional dependence on
unit. It suggests that it would be liberating for students, teachers and acadamitepart

from such a model and shift the focus to people and how they create culture in this

contemporary ‘mediascape

After the Mediawas our first large scale attempt to address these problems, these issues
and because we weglttclefarflyi t‘mendrmhesukern man”

towards what Barthes call s salutary tricker
all ows us to understand speech outside the b
And as Wood poiwnegs tohiits t'rBiack édreys, gtihi s | ur e,
(Wood, 2015: 10).

In establishing a form of writing and a rationale for this form that is properly speculative and
exploratory, Barthes is an essent emdtosource.

the truth anew and just telling us the truth

trumps mere being. Wood cites Barthes decisively:
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“ have always wanted to argue with my mood s
scene of the text with my individuality; but on the contrary, to offer, to extend this
individuality to a science of the subject, a science whose name isoffitjear t ance t o m

(cited in Wood, 2015: 11)

Rethinking the Subject

“And so we seek to reformulate the study of

recourse to any notion of “the media’ as a s

Macdougall, 2011: 7).

This is not about resolution but rather abou
is a discussion, a quarrel, a summary, a gist, a plot, a thesis, a set of reasons, and much
more” (Wood, 2015: 11): there iagumendsandi ct ory
style is part of the meaning. The absence of resolution is clearly a conscious position which
requires us all to decide what we will take
knowing and to do somet hi nfg 14y Thiskhimreswith k nowl ed

Ranciere’s ignorant school master who is “for
transmitting of knowledge” (Ranciere, 2010:
in his consideration oef [B.a]r tah edsi aalse c'tiinc itahne” f

non-dialectical nature of language (Stafford, 2017: 97).

Stafford establishes a position which provides a useful gloss on our own attemptéftem

the Mediaonwar ds using Bart hes’ srthor®wbaudkhHereg of t he
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Ri mbaud’s famous decl aration, “we must be co
moderne’) becomes “we must be dialectical” (
The passage is important for understanding the limaia§ and opportunities afforded by a

model of writing as research since | anguage

cannot be so itself: language is a representation without perspective, except precisely for

the author’ s; buds thhiemsaalltfh,orhediddes tnoti zdi al

(Stafford, 2017:97) .

Stafford usefully suggests that it 1is the p
outside world that counts for more than the
(Stafford, 2017: 97). These positionings are vital to our writing projects which are invitations

to positions negotiated between convenors and participants (even when these are the same
people) and then between participants and the rainy, stony world. Andyswvith the
understanding that ‘The study of -Streygsim | eads
Stafford, 2017: 103). And literally in writing this | discover, or at least realiseAftetthe

Mediais properly a study of myths. Our hypothesie r e i s t hat “the insti
practices of teaching about popular culture must be understood as a technology for the
naturalisation of specific reading and writing practices, particular ways of making meaning

and understanding the world whichare'fa f r om neutral ™ (Bennett et
is to understand that the paraphernalia of Subject Media, and other related critical

disciplines; genre, ideology, representation and all the rest are properly myths in the

Barthesian sense. In additiowhat the book presents as demystification is further proof

that “every mythology is the palpable surfac
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And if it is true for the objects of study traversed by ten years of writing endeavour, it must

be true when the medium becomes the message:

“The object of study is never given without
as a meetingpoint [croisement], and which is falsely symmetrical, of a number of terms

(this is the ancient notion of chiag), whereby rhetoric becomes a veritable dialectical
instrument; this is because only form is able, in the final instance, to correct the inability of

|l anguage to make sense of the object’s moven

generallyofitsb her | ogic” (Barthes cited in Staffor

Promising a new start

“ln that year there was an intense visitatio

After the Medir e pr esent s an appropriate starting po
was the fir$ opportunity we had as academics to write at book length, openly and

speculatively. As such, this commentary allows an opportunity to retrospectively set the

work in its contexts. Partly as a result of this we gave ourselves a broad specification to

write a manifesto of sorts:

“In this book we offer an extended deconstruction of what we call subject mettha
institutionalised framing of the study of popular cultur@nd we argue that new media and
technology do not provide in themselves a paradignit $hat necessitates new kinds of

pedagogy” (Bennett, Kendal | & McDougall, 201
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The el ements here include the ‘deconstructio

to the very centre of educat i omrada, follosviege ar ¢ h,

Hei degger, means a restless commitment to th
commi t ment’ finds-exitistfhngsctcomaitgeency avetil
mediaorasac al | ed * Di gi t al iAdgpEprogréssive premeadcipatayt e s o me

pedagogy. Education remains incredibly resistant to the apparently democratizing or indeed
|l i berating i mpact of the then newly contract
AND consumer ) : you yhmnminve! ke weyeavttingsthen, and $til s h o w

do, as doubters not believers but always determined nevertheless to get pastpesse

“lnstead we suggest that in fragmenting the

study or an employmergector, these new digital media have simply opened our eyes to

thealwaysal r eady dubi ous nature of that idea. So
media studies has been too concerned with ‘1t
andweextnd t hat idea in relation to the broade]

(Bennett, Kendall & McDougall, 2011: 1)

In this we are concerned already, although this would become much clearer later, to baffle

pedagogi cal | ogi ¢ wh i wlthnotbse untlecstoddafx wdreanotn t hat
explained” in order to “demonstrate an incap
parade of key myths, each “a key concept fro

‘“vertical di scouibid(g’. (Bernmstseiwamay WEeOConfirm
“lts topography is that of top to bottom, fr

search for and creation of flattened hierarchies becomes a central theme and intention in
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time but first there is a need to change the paradigms. This must begin with the monolithic

Subject Media which will in the fullness of time stand for all subject disciplines as

technologies of subjection, producing that telling combination of docility and productivity.

BEven in a subject invented to |l egitimize the
observe, even within such hybridity, the preservation of an unhelpful set of precepts for

medi a education which we call SulR¢le2)tTheMe di a”

problem here is obvious:

These consist of the construction of *‘the
|l ooked at ‘critically’”™ and desired as a dest
the text—inherited fromthe sociocultural framing of English teaching and the confining of

empirical engagement with people (in their situated weaving of media activity into their

everyday lives and the performance of identities) and the maintenance of a modernist
conceptionofr epr esent ati on that wultimately serves
of the (ideal) subject.” (ibid.)

On the other hand, *“The incomplete project w
‘“the media’ from t he equdtttleaospate for & debatewldichl vy we
will wultimately allow a new dispensation to
i nexpert ' . This is a matter | argely of find
analytical) in order to prepardite gr ound for a second set of s
of culture and identity after the media, engaging with questions of narrative, audience and
technol ogy whil e avoi dBemett, Kefdall & MoDowgalj2011:0f * k n
14). Theseae essentially explorations of what Rar

premi se constructed by “discourses of school
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notions of what can be known in the worl d” (
“ S u b pseacatlesnic disciplines are produced by contingent cultural practices as forms of
identity, knowledge and | egitimation” (op. ¢

and a discourse constructed from and framed by its entire history, and in partitud

inherent tensions between its ‘spirit?’ (a so
participant community) and its ‘“word’, how i
manageid)).” The principal I Ssue sgosseisecessarily

necessarily concerned with the exercise of power both within and beyond its formulations

which relate to not only the status of the subject but also its proposed and performed

content and its project of ema(bd). Iptiiswapn and
the chall enge is Barthes’ notion of baffling
“which can only be really embodied not by en
by making these competing discourses a centragéabjt of study (Fraser, 1

Kendall & McDougall, 2011: 17).

This project now seems entirely in keeping w
since it is concerned to explore “the dynami
power and resistance are continually negotiating spaces wherein new dispensations can be
formul ated” and to consider whether we can *
emanci pat or(Bennete Keadgllo&gWeDougall, 2011: 18). This emancipatory

pedagogy is predicated on the rejection by disruption of a dominant discourse which is
vertical (top to bottom). Ranciere sees the

epitome of the traditional, here stereotypical, teaching act. He seesthisdarkly “ a r adi c &

point of departure, or a new birth, as soon as it is not a matter of telling and interpreting,
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but of explaining and understanding” (Ranci e
also significantly clearer thakfter the Mediacan marmge at this point. We have clues but

they are broader:

To a woman with broadband, everything looks like a social network. It is this shift of

intellectual cargo that provides us with things to explore. Whereas all the other models lead

to a new point of bcus, this shift is of the focus itself. Suddenly this feels like an act of

emanci pation rather than appropriation, a re

Kendall & McDougall, 2011: 20).

Ranciere, on the ot her hisimpinciplsinfioite,ftis bhecaask i n g ;
its primary function is to infinitize the Ve
4). He also offers an unwitting critique of our approach, offering stories in preference to
reasons There is certalyp an explicit statement of intent in our ambitious manifesto but

al so at times we do protestlhnoembmuadi. nFotrhex"
we better maintain ‘expertise’.” and then in
nott o be abandoned oBennethkendall&yMcZoonghlly 281d:22).”If the

proof of the pudding is to be found in the eating, then it has to be admitted that the loosening

of authority, particular academically, proved something of an issuedonéext where we

ourselves perhaps felt we had something to prove.
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Learning our Lessons

“1t”s blood we want, not bl oody cl everness

Though the book received supportive and generally positive reviews, there is always an
understanding that describing a project as

substantially has not delivered. So too per

‘A timely, vital, and passionate challenge to the institutions of media tegchims book
argues that many tenets of cultural studies havetadl-often gone missing here. Focusing

on today's media students and their favoured texts, technologies, and fandoms, the authors
inspire a peoplecentred rather than textcentred approach. fie end result? You might just
think differently about media studies after After the Media." (Matt Hills, Cardiff University,

UK)

Liz Roberts, in th®ledia Education Journaffered exactly the endorsement we were looking

for, suggesting thafthe contentmay be weighty and the arguments academic but it is also

very readable, being enlivened with apt and entertaining quotations from both poets and
theorists [ ..] what I's most impressive is th
change as opportunyt , as | iberation not threat, the fo
the medium and the message but had this been the case, there would have been little to

learn. Better to say, that these were our aspirations and continue to be so.

A fairer and moreuseful evaluation was provided by Professor Rodrighemt in the
International Journal of Media and Cultural Politid&hile advocating the book as

“recommendabl e for any reader who does not
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media literacy and mdia effects under the current conditions of remixed popular self
produced culturescapesin particular, those who always wanted to know a little more about
media culture and n e vAmatalsh eecognisesthe cemtral khallengdR o d r i
andflav t hat “ Af tsamashtupokboth] éheories and conditions, in one single

vol ume?” .

However the most telling response of all came in Ehgopean Journal of Communication
which completely understood and appreciated our arguments, offering thack with great

clarity:

“Their pol emical intent in this is that the
our focus to be far wider, on everyday social life and the ways in which various cultural

products are interwoven with it, mediate it and certain ways connect with it. Media

studies itself, and especially in its more textualist modes, is too narrow, too

circumscribed by simply taking ‘the media’

This is only partly what Bennett, Kendall and McDougall are argigngm addition to

this they see medi a as an artificial cons¢

studies, endorsing a normative discourse which insulates attention to the media text

from the theorizing of everyday life and obstructs thimiabout culture and identity in

new ways. What they mean by after in the

shift, heral ded by some putative prosumer
what they seek to provoke is not a paradighift, as if a whole new way of seeing is
required. What they arafter is refusal to separate media off from everything else,
refusal to see ‘'t hepowmedul andrefusal$o pandentotext t hi ¢ or

centri sm.
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However, theyweree nc o mpr omi sing in their critique of
memorably criticising the authors for “inter
“Unfortunately, Bennett, Kendal | and Mc Do u ¢

excessively anduncritically on existing cultural theory, particularly that informed by
poststructuralism, without properly showing its relevance. Somewhat paradoxically, they fly

in the face of their pedagogy of the inexpert by interlarding their text with so many kigpwi
references and quotations that are not adequately integrated into their own discussion.

There are also inconsistencies and contradictions, as for example when they claim to oppose
epochalist thinking but then deoktara wetwheca
98), which might lead the reader to think they have acquired the ultimate expertise, that of

knowing the future.”

Ambition also often means that too much has been attempted, that next time it must be

done differently. The challengef dhe multi-function text with a complement also of

different audiences is to have an impact broad enough to allow for the next level of argument

to employ discrete approaches particularly in terms of theory and practice. This is the lesson
|learnttostne e xt ent and the next two book project
( NI KSaQ adadaykahd pratticéD@ing Text: Using media after the sub)ect
respectively. Other writers/intellectuals/ teachers were enlisted in each case as writers
rather than academics in cases where these things were incompatible (and not only because

some of them were not academics). Though Professor McDougall and | acted as editors in
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both cases, neither of these was in any conventional sense an edited collgcfidapisodes

3 and 4). They were writing projects, concer

In all of thisAfter the Mediafeatures and functions as a kind of spawning pool, teaming with

a kind of inconsistent energy which pulses out across thseguent work, which in its turn

returns, at least as a gesture, to the motherlode. A brief examination of the extracts
provided, for example from the chapter on genre is enough to appreciate the viscosity of the
material, which is heavily theoretical amshchored to an exemplification through popular

cultural texts. Seeking an audience of teachers as much as academics, this chapter explicitly
“constitutes our attempts to suggest how gen
operating diaad’'t’er( Beren entet |, Kendal | & McDougal

to address this via a Derridean tour de f o

tranqui l categories of genre theory’ and pe
thing i t engender s’ (Derrida, 1980)"” (i bid,) S
register. So too this: “Here in the "“blink o

encounter the redemptive feminine challenging the opposition of the laws ofineaand

hi story imposed by phall ocentri sm: replaci n
feminine)” (i bi d) . It wi || be interesting
whether my latest three handeiThe Uses of Media Litera¢3020), compares because, as

this commentary will endeavor to evidence, these two books are very much the base camp

and latest staging post of my ongoing project.

There is much idfter the Mediathat has been reused and developed elsewhere, material
for the bricoleurcertainly. Here it is about returning the focus to the cultural contexts in
which media products are consumed, attempts to rejuvenate genre as a useful but tired

aspect of t he t heoretical framewor k.s Der
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‘“participation without belonging’, an act th
anomaly and monstrosity” (Derrida, 1980: 65)

that. Although we called for textual adventurers, in retrospect theenimportant work was

to render genre as “‘discursive practices’
certainties’ but also to ‘summon up these ¢
examined” (Bennett,, Ke n ddllisluse&to Mmrdeo thigharhet , 2 01

“analysing genres must consider the processe
el ements which fal/l under <categorical rubri
2011: 40). This may with hindsight betati| e mor e attainabl e than a
However, what we’d gained was confidence an:q
the ambition, or perhaps gall, to take on the autkgwd Barthes, whose reimagining is the

subject of Episode 3.
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3

WHERE BARTHES IS CELEBRATED, CHALLENGED AND ULFIMATELY |
IMAGINED AND IN WHICH ATTEMPTS ARE MADE TO MAKE KNOWLEDGE
FESTIVE AND AT LEAST FIVE DIFFICULTIES ARE ENCOUNTERED IN TRYINC
WRITE THE TRUTH.

“ Rreading mythologies while working on the expled English edition last year brought
home to me why the text is still relevant: while much separates the 1950s from the present,
Western culture remains riddled with appeals

endures. But a euphoric alternativages inMythologies  ( Badmi ngt on, 2010)

.t o combat | ies and ignorance and to write

(Brecht, 1966).

If After the Mediahad put down a foundation for a kind of career in writing actively and
energetically but also increasingly purposef
thing’”, then the recasting of Barthesdmarks
At some level an act of great impudence (ambition should be made of sterner stuff), it

gat hered together a collection of Cul turall
Petley, Stafford, Wall, Brooker) more than ably supported by an arraytivfigiastic cultural
commentators and dared to take up Barthes’s
the 1970 edition. Barthes explains “why | h
it is “not because whatsappegheéed! heBaharbbast, h

it is with the conviction, extended, mor e th
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and “semiological analysis” have become “ mo
(ibid). Moreover, Barthesargge, and i n my writing this is ke
locus wherein a certain liberation of 'the significant’, in our country and in the West, may

wel | be enacted” (ibid).

FNIKSE3Q adidK2f23AS4& ¢2RI & YBewst &AMEBbagallz T / 2y
2013) was a project to remakdythologiesma i nt ai ni ng t he parameters
English edition (in terms of both wordage and number of contributors). Its pitch remains as

follows:

This is Barthes’ s e mi reraporaryt conteixt by @mntemaagaryn e d |
academics. Through a revisitingMythologies a key text in cultural and media studies, this

volume explores the value these disciplines can add to an understanding of contemporary
society and culture. Leading academitmiedia, English, education, and cultural studies here

are tasked with identifying the new mythol
original interventions. The contributions in this volume, are readings of contemporary
culture, each engagingith a cultural event, practice, or text as mythological. These readings

are then contextualized by an introduction

responses and an essay at the back of the I
Todaywith a reflection on the contemporary provenance of both Barthes and his most
famous book. Thus the book is at | east two t

Mythologesand a book about Barthes’ | egacitgal an ex

writing, and a book about contemporary culture.
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In some ways the best account of the challenge we had taken on is contained within the most
impudent part of the project, my unapologetic attempt to deliver on our promise (to
Routledge at least) of a -Wlown dritical essay that woulekvisit/renew/update/develop,

Barthes's powerhouse coma@iliKb utdzdoZndzNREKOM e Tto d
McDougall, 2013: 147). This was not made any more manageable by my immediate

evocation of Barthes himself calling for ‘¢t
seed of the future is nothing but the most profound apocalypse ofghee s ent ’ (Bart

1972: 158). This wakll or cure: thankfully the latter because time spent with Barthes is

wonderfully restorative.

More Questions than Answers

“The significance of ontology, or of the on

nature” (Peim, 2018: 27).

One of the premises of the project was to as
today? What constitutes theory? And who has
(Bennett & McDougall, 2013:3) with the expectatithat we would confirm the value of a

certain kind of attitude to a certain kind of theory. With hindsight, it is easy to see this as an
aspect of the argument that was later articulated by Peim (ano®Barthes Mythologies
Todaycontributor) that someimes theory is required if surfaces are to be negotiated (Peim,
2018: 38 ). He r e -inhabireng ef a casonical textponeswhichdahis Storely e

described as *one of the founding texts of ¢
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147), which gives the whole projegbda wassehe

whole issue of theory and its practiceanc ademi ¢ and critical cont e

What also went into the writing of I NI K S & Q veagain KteritnZeRdrtdvgave in the

form of a paper presented to the internati o
which happened in 2012 to be at the Sorbonne of all places. Presenting a paper on Barthes
within sight of the Eiff&IThT csvirgallyrdmpty-sigmn de f t |
-is ineluctable because it means everything”
event in the way that reimagininilythologieswas probably meant to be, complicated by

that whiff of celebrity that Morrissey writing in better times warned leads us headlong into

harm. While there, Professor MacDougall and | both bought copies in the original French of
Mythologiescomplete with theemblematic Citroen cover, which neither us are ever going

to read: pure(ly) symbolic objects.

Looking back this ‘sense of occasion’ is ne

as later in the book, the Barthes myth but also compared Bartheslae tower | could see

from the window: *‘no glance he fails to touc
writing 1it, t hat “this project, to extend t
subject of the “tower "hiansde|ldppl“iyeosu intu stto.. Byeer
speak, identify yourself with it” (ibid)

claimed to present “a theoretical eval uati ol

Bart hes’' fdvythologies(tli M3, 01979) were ‘reimagined
and students from (and for) the contemporary
& McDougal |, 2016 a: 55) . Part of the “di s
predicatedon t he composition of t Ridentifiedvpublighedr t i ci p

experts’ from the field of art, media and c
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teacher coll aboration, both workinkhd).Re the s
examining the evidence with the advantage of hindsight, | can see that the central questions
considered have continued to be important in my writing (and teaching and thinking): What

is a myth today? What constitutes theory? And who has the autthto impose theory on
contemporary reality (which the documentary fimaker Alexander Kluge argued could only

be represented as the historical fiction i
from a Reader in Film studies l-edited in h e ’-zzeerr o0’ decade which al :

following from the Vietnamese filrmmaker and literary theorist Trinh T. Minte:

“Truth has to be made vivid, i nteresting; [
audience of the evidence, whose da®ence in it allows truth to take shapBocumentary
the presentation of actual facts in a way that makes them credible and telling to people at

the time (Willam Stot) ( Bennett et al, 2006: 212)

There is much here which has resonance, for the whobgept of writing as research, for
Badiou’s assertion that alll French philosopt
Barthes, whom Sontag treats as a writer and

knowl edge festive” (1993: 464)

What ceremoly else? Clearly the decision to rewrite Barthes is a conscious performance with
inevitable farreaching consequences for our direction of travel which the article (not

published until 2016) partly explicates and otherwise intimates:
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“The tension in our wor k ar-iMgtwowgiesinathar t he ' us

words, what we want to do with theory, and do with Barthes, by problematizing how

theory ‘gets done’, nevertheless tshamrg s‘ foue e
rein’” to write a contemporary mythology of a
Barthes’ equivalents, and students the privi
‘“capture’ myth in between anidéntites (and st@miesc ont e xt

told implicitly) of our contributors-understanding themselves as academics, writers,
students becomi ng acade mifamesthe preséntatosand mor e o0

remediation of art andett&WtDougall,e0l6an65)e ver yday |

What | personally derived from the experience was a sense of purpose, a degree of licence

and a way of happening (a mouth!), having di
Barthes today? Barthes is a form of speech, amodeiofgni f i cati on” ( Bennet
I n short, for the writer it is “to be define
consciousness’™” (ibid). |l was to be a mytho

predicted a fewldinfgf i ulntoites n imet hod” ( Bar

“still remains basically one of being exclud
nothing; at the most, itunveilsor does it ?” and “must become ¢
community)ithe wants to | iberate the myth” (ibid).
behalf he professes to act, the mythologist’

sarcasm” (op. cit..: 157) .
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Standing in the Hall of Fame

“You t ook me tBor oaa drweasyt atuor asnhto wo fnfe whRen)y ou ar «

As | mentioned earlier,itimy opi ni on t hat one of Barthes’ i

the mythologist’s job description is Bertolt
the mBtbsht’ s own set of requirements for th

demanding. His five difficulties (Brecht, 1966) are really prompts for a set of interesting

gualities
1. The Courage to Write the Truth

2. The Keenness to Recognize the Truth

3. The Skill to Manipulate the Truth as a Weapon

4. The Judgment to Select Those in Whose Hands the Truth Will Be Effective

5. The Cunning to Spread the Truth Among the Many

Interestingly, my first outing as a mythologist was in response to an invitagidghdMedia

Education Research Jourtalinduct Barthes, and specificaljythologies into a tentative

Media Studies theoretical canerwith mock seriousness which was not quite sarcastic but

certainly ironic. This was prompted by the insistence obarth member, Dan Laughey,

that Subject Media/ Media Studies would never have a settled identity in the academy until

it identified a critical canon on which it ¢
and the MERJ proposed a regular feature wiresmme of his proposals were inducted

and the idea of the canon itself was problematised. Given the natural resistance of the

area to most kinds of canonical authority, it is hard not to see Laughey as something of a
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contrarian, always spoiling for aght and in this persona a somewhat useful contributor to

this account of writing as research. He was also a contributor to the Barthes book.

Seeing the canonical as problematic is all very well but deep into a commentary which

seems keen to identify kagfluences, might be a good place to remember &feer The
Mediareview that concluded® Unf or t unately, Bennett, Kendall
their purpose by relying excessively and unc

Laughey’ @ mamiomn bafsed on key thinkers’ was
people are/were but what contribution they offered to the long tradition of media

thought” ( http://danlaughey. com). MERJ' s s
wi t h D aonissnother madtter,ibut we are interested in his provocatidhat there
should, or can, be, a ‘canon’ for a discipl:@i
practitioners as more of a ‘“horizontal disco

resistant o a grand narrative of (with the except

l'ist but is credited) white male thinking an

But this was not Laughey’s concern and given
seminal work in the broad field of media, communications and cultural studies the

newly titled *Laughey’s Canon’ section of th
happy to be forthcoming. What sprang to mind wéfederstanding Mediay Marshall

McLuhan Televisiorby Raymond Williams, ariythologiesby Roland Barthes and these

were i mmediately all ocated ‘Mythologiesandwithit whi c h

a sort of citation which read, “Thesxe semina
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regardless of how long ago they were written, demand respect and attention, stand out

from the rest and stand the test of time” (L

What | wrote was somewhat different and at least to me both then and now more useful
because it concerreeboth the relationship of Barthes to the ongoing work and the
relationship with Barthes as emblematic of the ongoing work. This is also played out in and

through myBarthes after BartheBnale, which | consider my most ambitious writing

projectwhichpm sues Barthes with al/|l it hepgtedf or ‘ so
Brecht’'s imagined epitaph: “He made suggesti
is similarly pragmatic: “I can only repeat t

let’s go on” (Barthes in Sontag, 1993: 419).
cannon, or anybody el waconseheramrelatiacnsomguch i s es

suspicion of these kinds of authorityA couple of extracts might clarify this:

“1t’'s doubt ful whet her Barthes would have se

canon as an achievement. He was dubious enough about the process by which his writing

might become hiseuvre whi ch he descri bed as a “move fr
the transcendence of a unitary, sacred produc
wrote, “in writing as in a perpetual product

of seduction which no legal defence of the subject | fling upon the pageany longer
hal t” . One of his notions of a ‘“new | inguli

solidification of old metaphors’, that 1t wo
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their densification t hr oangnhobaourse,hsijustsuchran c a l di

‘ol d metaphor’ (Bennett, 2013: 95) .

The canon is also a myth par excellence, although frustratingly not one of which either

Barthes or our contemporary ‘reimaginers re
pract i ce, or “signifying consciousness”, rat hece
a suitable case for treatment. Walking throu
canon may hel p t Mythplogiesin‘theihpepec paces, Btdricallyrantd
ideologically. Barthes presents myth as a second order semiological system, which depends
firstly on signification taking place, a sign being produced. This sign then becomes the
signifier for a second order transaction wherein meaninggbetce s f or m; i n Bar t h
“the meaning |l eaves its contingency behind:
hi story evaporates, only the |l etter remains”
example concerns a young Black soldier salutiregricolour, but it might just as well be

t he ' el Mythtlagiesnd ©Dlie canon. For Barthes the m
i mpoverished”: the myth is not a purified es
nebulous condensation whose unity anchenence are above all due to its

function” (Barthes, 1972: 118) . And its func
Whatever its origin, the myth works through
salute” |l oses its history, I s“VYchangeddi nhoo
eternal reference”, meant to both represent

myth i s a double system and “myth is a value
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it from being a perpéesudkesalebt®o(bpthciburyl
‘“honoured’ texts, the canon does seem “a sor
presents alternatel yBarhteh ense,anlin7g2 :andl 21)s. f olr
‘el sewher e’ at ordower indits asgumian lof’durgble guality,)a. M

ti mel essness’ proved paradoxically by the t

Bart hes’ identification of myth as both sto
perfect foilthatr Watrh hmyt h batrtbi ngs appear to

themselves” (op. cit.: 143).

At the same time, we were laying down a critical attitude and a method that runs through
the work right up to the 2020 publication dfhe Uses of Media Literacy a f u-rt her

i magining’: more mythologizing. No sl eep ti

Barthes After Barthes

“The ghost of Roland Barthes is suitably per

Though Barthes was variously <classified, Der

Barthestrave sed periods systems, modes, phases i
recognise in each of these their necessity or richness, their critical value and light, in order

to turn them against dogmat i sMytholdqgiPsether i da, 19
best weapon against myth is perhaps to myt hi

solidification, their densification througho

Barthes admits to “a mythol®mgyr owdl a&ihms mywWhatl



[69]

is to live to the full the contradiction of my time, which may well make sarcasm the

condition of truth” (Barthes, 197 2: 10) .

One further interesting challenge which the project threw up and which my subsequent work
has sometines pursued was to do with the potential limitations of conventional academic

modes of address. Whilst the invitation was open, the editorial process exerted some

influence on the collection we wanted such
with the scope of the first English version e
wer e. As a result, there are ‘readings of c
collection. They may be published elsewhere, or not at all. Other esgays e ‘ r ef ocCc U S ¢
cut down or extended, to comply with our edi
be | ess ‘academic’ . This was a point of col

writing a referenced article and then deconstructing it:

“To this end, we asked authors to bracket
paraphrase, to show how they have mined a
contemporary myth. We allowed minimal footnotes, because Barthes used these, but we
reserve the luxury of academic references to ourselves in this article, imposing a scholarly

authority with this apparently more scientif

wor |l d’ partly of our own const‘rkucaw’onmyatnhd ttad
than Barthes did or could. Our only recourse
The article also includes a useful summary

di scourses we identify are not ‘organic
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“Thesex 28r t*’ essays can be arr antgeeamporaht o f o
di scourse, in which Barthes’ approach i s mai
encoding, in which Barthes is more pticabmi nent
di scourse of ‘“unmasking’ towards a form of
di scourse“ (Bennet$0).& McDougall, 2016a:59

Laughey’ s brutal but beauti ful contribution
discourse of unmaskn” and i s an angry response to the
contemporary north “as dar k, seedy, rundown,
persists in the contemporary <collective i ma
emerged fromb el ow and within, propagated by north

(ibid). Laughey travels efficiently through this landscape by way of the Yorkshire Ripper and
David Peace’ s acclaimed Red Riding Qudrtet o
collective memory. This brings him to the most infamous Ripper who, of course, is Jack and
for Laughey “no mere myt h; he has become a I
while Sutcliffe’s crimes “areala™ nd( iwkeird) .hoThii

a telling conclusion which visits the Whitechapel area of London, where Jack the Ripper is

suspected to have worked, now a tourist attraction, and shuts down with these words:

“The great mur der er s o fike éverything else in that greaticitye c e | €
Yorkshire, understandably, has no plans for a similar visitor attraction. Not even a century of

myth-makingand mytr e ma ki ng wi | | change its mind” (ib
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Laughey brings us decisively back to the issue: thisoistabeaning and the recovery of the

hi storical di mensi on. Barthes’ assignment
since, as he says, “the mythologi st i's excl
professes to actMor(eBawdrhe“st, he 9hWa2v.o0cl 58hi.ch he
of the community is absolute for him, it fills his assignment to the brim: he must live this
assignment without any hope of going back or
158). The anxiety fdBarthes, and the challenge for a reimagined project of education is that
“The fact that we cannot manage to achieve m
gives the measure of our present alienation: we constantly drift between the object and its
demystification, powerless to render its who

feels that we are condemned for some ti me Yy
whereas others later will argue it is the absence of a fix on the tresl will come to

characterize postmodernity. However, what t
“a reconciliation between reality and men, k
object and knowl edge” ( Baavduhwoudld alsd @ taken upl 6 2 ) .

vigorously and imaginatively in our next projePiping Texwith its practical reconciliation

of competing ideological elements.
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4

WHERE PRACTICE IS PUT BEFORE THEORY, THE SUBJECT FREE CURRICUL
EXPLICATED ASBOWING FOR ONCE BEATS TELLING,: DOING TEXT IN HARD
TIMES.

“Zeigenistmehralsséin ( * Showing trumps being’ : Brecht’

“1f he had only Il earnt a |little | ess, how i
" ( Di dHerd Tinsep

While the Barthes project addressed theory with theorifisjng Texaddresses practice
with practitioners:

This collection remagines the study of English and Media in a way that decentralises the
text (e.g. romantic poetry or Film Noir) or media formats / platforms (e.g. broadcast media
/ new media). Instead, the authors work across boundaries in meanirtgdaiatic contexts
that reflect the ways in which people engage with reading, watching, making and listening
in their textual lives. In so doing, this project recasts both subjects as combined in a more
reflexive, critical space for the study of our everydagial and cultural interactions.

Across the chapters, the authors present applicable learning and teaching strategies that
weave together art works, films, social practices, creativity, viral media, theatre, TV, social
media, videogames and literatur€he culmination of this range of strategies is a reclaimed
blue skies approach to progressive textual education, free from constraining shackles of
outdated ideas about textual categories and value that have hitherto alienated generations
of students and bth English and Media from themselves.

By 2016 | had not only lost the fight to maintain the A level in Cultural Studies | had also co
written and developed, but had also been-opted into the fight to preserve, the tenth
biggest A level subject, Med&tudies. Appropriate then that in that year Media was almost
deleted, | was writing a concluding chapter to a research project that was proposing, in a
much more positive sense, opportunities to
was titled,After the Subject: Towards a Real Refpatitle that shifted meanings during the

process as partly explained in the introduction:
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When this project was conceived in 2013, this chapter, always tentatively enfifted

the Subject: Towards a Real Refpwas imagined very differently. Firstly, it was until

quite recently going to be the opening salvo in a speculative assault on the curricular

status qug a manifesto of sorts, a set of principles to inspire a range of teacherly folk to

imagine a life (andurriculum) beyond the confines of subjects. It was also, though,

largely unwittingly focused on the secondary and tertiary curricula and the provenance/
redundancy of subjectsers e at the very moment that ‘ acade
given their most substantial poshortal revalidation since the Second World War in a
programme of reform bizarrely oblivious to t

(Bennett, 2016: 149).

Bathes undoubtedly also extends a considerable influence over the next two research
projects which both ended up in publication as versions of the edited collection but were
both examples also of the ‘“writing as rese:;
practised a degree of continuity whereby practices were theorised and theories put into
practice. Thus iDoing Textve engaged with practitioners about the potential opportunities

of fered by these open emanci pat oreyr td p parnoda cihr
Hard Times Todagalled for academic practice in understanding the ways in which popular
culture was responding to that which our C |
(Bennett & MacDougall, 2017). Doing Textve explicitly identiffBar t hes “as much

a transitional figure and are keen not to saddle him with every limitation of every lightly taken
position” (Bennett, 2016: 157) but we are al
points for what happens after sarcastoes prove to be a condition of the truth. Having

flirted for years with the notion of education as a discursive project, an extended
conversation, I was al ways bot h intrigued
communication. On the contrary, we hateo o much of 1 t” and wul ti ma

rejoinder: “We | ack creation. Resistance to
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Thus | see in retrospect much of what | was doing both as a writer and teacher as part of
what | calut abhlies ‘Duenlaetutzriiabn pr oj ect .Doing hi s be
Text our rebooting of the curriculum project

notion of the rhizome,co pt ed by Cor mi er as ‘ The Rhi zomat

“ T h &ome metaphor, which represents a critical leap in coping with the loss of a canon
against which to compare, judge, and value knowledge, may be particularly apt as a model

for disciplines on the bleeding edge where the canon is fluid and knowledge is7iagno

target” (Cormier, 2008 ).
These ‘assemblages’ , these ‘“multiplicities’
insist they have to be, “but we don’t know vy

attributed, that is, after it has beee | evated to the status of a

Guattari, 2004:4). They are also consciously methodologies mindful of their respective

functions: “To attain the multiple, one mus:
(Deleuze & Guattari, 2@0: 2 2 ) . As Del euze and Guattari c
variation, expansi on, conquest, captur e, of

produced, constructed, a map that is always detachable, connectible, reversible, modifiable,
andhasmuti ple entryways and exits and its own |

21). New territories often need not new maps but rather new cartographies.

Employing practitioners, in this case unpublished practitioners, as wat®archers to
reimagine a curriculum postubject is a somewhat risky business but as Biesta has argued,
“even i f one engages in neatly organised fo
2005: 77). And th®oing Texproject was profoundly a form of learningrfme in all the

ways Biesta suggests that learning might happen:

“Not only is there a risk that you won’'t | ea
ri sk that you wil/ l earn things that you cou
youcaul dn’t have i1 magined that you would have
you will | earn something that you rather did

example. To engage in learning always entails the risk that learning maahavgact on

you, that | earning may change you. (Bi est a,
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The point of this work, of all of my writing over two decades, was always that it would be
useful, reflecting Brecht’'s epitaph on a mor
them out”. However the very diodndeda amt Kin
speculative invitations was a real learning experience for me, making me very seriously
reconsider the importance of practice. This perhaps seems odd given | had been involved in
teacher education for a decade by this time and as a writer @ssnsibly an academic

working in an Institute of Education. Perhaps | was experiencing something of that identity
conflict which later became the premise of our most explicitly praeticeen collection,

which pitched together identity and resistancéhat book derived from a conversation about

King Lear which in turn was prompted by a paper Ben Andrews and | publigiethirMusic

Studies the only peerreviewedHeavy Metal Journal whi ch referenced ‘ un
man’ and was prefaced with a |ine of Barthes
you think I am not”™ (Barthes, 1972: 122) .

less gleeful glossonliquid identit “ who i s it can tell me who |
“Lear’s shadow”. This bar b Doig Tegxtend ih@apicilarc | os er
with reference to Chris Waugh’s wuplifting ac

Londonboys which engaged me first as lilacs to my dead land.

Let Slip the Blogs of Waugh

“A multiplicity has neither subject nor obj e
Waugh was assigned the starting point *“Conne
practical insistence which still takes me aback, like Dylan plugging in at the Manchester Free

Trade Hall. Here is somebody making a change rather than merely talking about it:
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“Agency Students in my secondary Ersggdnd sh cl ¢
work in an open online community. We shifted our work online in pursuit of a set of key

goals.”™ (Waugh, 2016: 119)

The writer CS Lewis is credited with the ide
it from one of his students and therare plenty of occasions when as a writer you find your

ideas confirmed in the work of others. The Waugh piece had a greater impact than this,
because it took ideas we had been merely exploring and folded them into a coherent,
exploratory practice. Famoving online was not about embracing modern technology but

about our desire to increase their agency a
experience a more authentic reflection of how they engage with the world and we aimed to
raisetheiraut onomy in the process” (Waugh, 2016:
shift the locus of control, and responsibility, in the classroom from the teacher, to the space

bet ween us and the students”™ (ibid)bookThis w
launch at Goldsmiths and captivated an audience of academics and PGCE students,
privileging “the cor e-—taret esftaucdte nafs ' o wword&kql loau
(Waugh, 2016: 119). As a determined collaborator with all of my studenssreimforced

my | ong term project to counter the culture

expense of the experience) with a culture of

Waugh negotiates this via an online blog which firstly rendersanyvwwrka a f | ui d, i nt

entity” open to the interventions of “Teac
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audi ence and critics” Faothorsbuildsha sensevofatlyeir awh a 't “ t
agency in the world and (Waugh, 2006p149). Waughhaéssy may
has something to embody that “resistance to
of a di smissal of the notion that school pr

authenticity’ si mpl yo da/say what h leave wanted to sag/db ma n a

decisively:

“To wus, and our student s, the classroom i s
experience is rich, complex, unpredictable and frequently demands everything of us. We
don’t come oma orddn e becrdady Sos Sorae imperceptible future, we come

to luxuriate in the now. This being the case, it becomes inevitable that the product of our

time in the classroom, often a text, should also be invested with a status and integrity that

befits the setting from which it arose. In this way, students create text that has purpose

beyond the instruments and culture of the &ed

There is also that el ement of rowi nbgth back’
Biesta and Ranciéere, of thinking the unthinkable and discovering it not unthinkable but rather
unthought or not permitted to be thought. This is what is happening when Ranciére

confronts the idea that believing in the equality of intelligences mighthought unfeasible.

We must therefore reverse the critics guest
of intelligence thinkable? And how could this opinion be established without disrupting the
social order? We must ask the opposite questitow is intelligence possible without

equality?
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For Waugh it is the moment that he says with
of writing text in order to achieve a grade
league tables,thif eel s | i ke the *“Til/l human voices wa

“Our students <create texts to communicate I
imagined lives. They write to record experiences and sometimes to help themselves to think
through a complicated idea. We work to help them to create texts that achieve these
objectives, and as part of this, we will employ the tools we have created to measure and
acknowledge thresholds through which the students may pass in their development as

wr it ergh’2016:\A24u

The juxtaposition of Ranciére and Waugh i s ¢

promise that:

“Teachers and students ali ke can now be regse
and intentional countepractices, and alays able, in principle, to resist aspects of the kinds
of managerialism, instrumentalization and commaodification they face daily, and to construct

strategic interventions.” (Leask, 2012: 68).

Moments of Gentle Apocalypse

“We teach t o c hoakigdel9as:h)e wor |l d” ( Br

This is a call to arms and one that | have tried to answer via a more determined focus on
teaching and teachers. As Leask (2012:69)

free’; we can al ways r euwctst‘;arotusr oofn gloiivwign g’a s

the manifold expressions of fascism’ t hat
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and even ourselves.”’ Waugh is an architect
contexts of all, a contemor ary English school cl assroom.
student s’ connected texts” in the face of

bizarrely reinforced the discreteness of subject just under a hundred years after Alfred North

Whitehead (1967: 7) put this model to bed:

“Ther e i s o-mattgr fooedueatis,uahd tratastLife in all its manifestations.
Instead of this single unity, we offer childreAlgebra, from which nothing follows;
Geometry, from which nothing follows; Sege, from which nothing follows; History, from
which nothing follows; a Couple of Languages, never mastered; and lastly, most dreary of all,
Literature, represented by plays of Shakespeare, with philological notes and short analyses

of plot and characterd be in substance committed to memory. Can such a list be said to

represent Life, as it is known in the midst
It is in the midst of Iliving |ife that Waugh
assessmenwheraen “Li ke everything else in the

processes orbit around the primary text, validating aspects and skills demonstrated, but

never overshadowing it or exerting so much of a gravitational force as to distort its central

pur pose, as defined by the author” (Waugh,
educative experience in a present most haunted by the spectre of the past but where the

horror of the performative is redeemed. For as Waugh shows, what Butler diygszgy/s

about the performative <charteachering . of Foe n Bairt |
gender is a series of acts whose constant repetition creates the illusion that an underlying

nature exists: so too the illusion of a proper education. Thesans however that however



(8]

oppressive those repetitions are, they can easily and quickly be changed: the object can be
subjected to a subversive destabilizati@ulve et coagula Brecht talked in his later years
about the art of forgettingdie Kunst de¥ergessensas a preequisite for making new work.
This forgetting of those things that we have come to accept as given strikes me even now

with the clarity of Barthes remar kabl e epit

“ Speaki nugngaterdoveniherd should resemble the comings and goings of a
child playing beside his mother, leaving her, returning to bring her a pebble, a piece of string,
and thereby tracing around a calm centre a whole locus of play within which the pebble, the

ssring come to matter |l ess than the -4fHt husi a:

Something is starting to make sense here as
of my own; both this commentary and the wider excursions over the lotiger. It is that

“the student’s connected text has its own in
by its audience and author as it might be by
text allows for it to reach an audience, be archivied future reference, be modified,
replicated, contested” (Waugh, 2016: 122) .
worse, has been the central theme of this commentary and, in a personal sense, its
revel ation, even a etehfulfdits humarapurpose, whateverthate c t e d
may be” (ibid). Lisa Jeffrey, who worked wi
insistently that we should stop saying, “1s

“what ' s (Banedettigk DeHar?, 1996) Itis a simplicity evident in the Barthes earlier
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and in Waugh’s simple deconstruction of the

they can write. They write to think, to reco

And recognising this makes it straightforward to understand the increasing influence of

Ranciere who argues that “Politics revolves
it, around who has the ability t8.Raeree’'asid th
(1991, 20009, 2012) ‘“ignorant school master’ [

be one st ep ah e adktancing kmwledgetbecausente stddent: r e

.i's the one who does not k owiw heudtleetones he do
who knows how to make it an object of knowledge at what point... knowledge that cannot
simply be ordered in accordance with the as

(Ranagre, 2009: 89).

Key to this is the transparent eeptance of the profoundly unequal pedagogic relation,
pedagogic practices and values from which must emerge a more radical pedagogy which can

no | onger maintain that *‘stupefying distance

“The i smolmaateris named thus... because he has uncoupled his mastery from his
knowledge... he does not teach his knowledge, but orders them to venture into the forest of

things anders199inl4). ” ( Ranci
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Towards a Real Reform

“We must make wohiks tworl d worthy of its child

One interesting way to think about this was prompted by an invitation | received to
participate in a colloquium at Edinburgh University which called for a response to the work
of the Czeckborn philosopher Vilem Flusser and specifically his notion of artistic
interventions as ‘extended gestures’. My o w

Barthes work coupled with some

literary critical work on the poet Nick Burbridge with whom | wais an editor, but | now

better see how this also contributed to the momentum gathering in what now more clearly

to me seems like a body of work. Seeing the work for a moment as an extended gesture is
persuasi ve. The pr omiystonce indexicgl ara yet, foreFlussérs ¢ ot
“a movement .. for which there is no satisfac
instinctive and contrivedistl|l Dethida®sxeadtit
Br ec ht Gestusad thé poinise of primal human contact, what Baudelaire describes

as “the emphatic truth of gesture in the gr ¢
This is the energy that my chapter seeks to embody calling for participation in what Ranciére

hascalld a ' “factory of the sensible.. the for ma

habitat, by the weaving together of a plural

This commentary at times does feel like it is scratching this way and that withiting

exactly wupon the spot bogged down in the for
the fanciful. It is not always as it woul ¢
i sland.. " possessed’ by his o ©988: 178).0A premigeoa nd | €

the colloquium was a desire to attend “to t
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interaction, i n order to create a space for
elected to the Chair of Semiology at the €gé de France in 1977, Barthes made it his priority

to ‘“renew’ “the manner of presentation of t|
the discursive forms. | asked then and have not stopped asking: What are we making and

why does it matter? Absict? Paper? Talk? Teach? Session? Lesson? Telling? Text?

Somet hing woven! This is the i ssue (The Derri
Law of Genréd 1 980) , an oft quoted but I|ittle explo
whichst al ks “anticipation’ and requires every
calls genre a “principle of contamination.. a
the |l aw is madness”’. Il t i sandiaoueattemptsto hi s * |
define a context for discussion. Derrida po
the role of order’s principle” but goes on t

provocative way. Derrida frees the creati@et from appropriation, offering participation
without belonging, with genre working “withi

(Derrida, 1980: 65). So too, these extendin

Yet this commentarys itoael acat  siwhe cthe m/t t @ong

and classification and is therefore “stubbo
‘gesture’ (l'i ke teaching or presenting) pr e
address this power. lam partyx per i menti ng here with Barthe
means fragmentati on, in teaching digression/

extending gesture’ does reach beyond the FI

it will also wak back to this.
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| understand that what is happening here may be seen as a series of potential starting points

which constitute in a consciously contrived way my life and work, my interests, my research,

my tastes, my experiences, though nuanced with tlegion of an intellectual/critical/
aesthetic I|ife. Let’' s <call them ‘gestures’,
method: they are in some important (or at least relevant) senseoudisembodied. In what
respect <can t healied? Isghe embadieé gesturebakvaye arsbcial act? Is

this the epitome of the ‘“meaningful act, t

“Every poem Litle Gidding)e parthea was therd early, writing Writing

Degree Zerdpi s ‘' series opener’ that “The Novel i s
memory into a useful act, duration into orie
more pertinently he continues, “Bunthetfuii s tr a
view of society” (ibid), what Plath’”s Lady

day/ To the same pl ace, ladyllamarys ame f ace..” ( Syl
Thus we contrive in our *‘fict iattemmstoengage, ti c al
to bear ‘a Ilittle more reality’. |l ndeed, E
((Mall armé in Sontag, 1993: 476) . This ' mel

| anguages i's ful |y eateviarityef onelaaguage te anathreryis, in e | at i
the |l ong run, untenabl e” (i bid) . I n such ci

of gentl e apocal ypse”:

“There i s an age at which we teach what we
teach what wedo not know; this is called research. Now perhaps comes the age of another

experience; that of unlearning, of yielding to the unforeseeable change which forgetting
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i mposes on the sedimentation of the knowl edc

(in Sontag, 1993: 478)

Resistance is sometimes about forgetting, about letting go of old tensions to seek new forms

of placidity and energy.

“Writing”, Barthes wrote, “ makes knowl edge

the dead. Flussr ° s point about hands not working cr

is entirely in Iline with Barthes’ desire tha
a society produces stereotypes”. eredgpgisher e |
the word repeated without any magi c, any er
“canonical, constraining form of t he signi
truth” (Barthes, 1990: ) . And eldetbg i‘'d h'emwtal
utters’

The writerly text, for Barthes, is one that repositions readers in a way that both challenges

and productively disorientates them. Jouissance is the disturbingly transformative pleasure

we get, in significantly different ways,oim that experience, which is partly always about
confronting the wunresolved as unresolvabl e.

culminates (so too a life of poems) in the following:

The moon has nothing to be sad about,
Staring from her hood of bwe.
She is used to this sort of thing.

Her blacks crackle and drag.
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Here is the creative gesture in all of its glory and ambiguity, infinitely and exquisitely
extended. And the wultimate horror and pl eas

the ghost and the quick shape, in joy or grief.

Interestingly, Batt e s wr ote early that “Writing is no v
it i's not an open route?”, rather-cOwratned” i
(Barthes, 1977:1in Sontag, 1993: 39). Wr i tin
isan act of will, which must be all the stron
write is a form of work?” (Lombar do, 2010: 24
commentary and the *‘ publ i shedomedthekatter. ahis t he p

condition of compl ete si mpl iitleGiddingfsahicht i ng n
that we are trying to ‘embody’, songs, as |
“Notion of a t ext enjimthewbstpersonal say, the ralatidneoideyeryw o v
kind of bliss; those of life and those of the text, in which reading and the risks of real life are

subject to the same anamnesis” (in Sontag, 1

Sontag suggest s t hacomnirtaryt i, previsional.oShé also reflectsa s t +

on Barthes’ met hod which above all defies cl
“He al ways wrote fl at out , was al ways conce
inventiveness seems not justafut i on of Barthes’ extraordina

writer. It seems to have almost the status of a positi@s if this is what critical discourse

must be.” (Sontag, 1993: wviii)
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After all, Barthesian not i danghereédertasaxcredtveand
participant, as an inventor of meaning. Criticism alters and relocates meaning: to write is a
dramatic art: “Let the essay avow itself al-:
immediacy, exchanging the anxiety aitiipation for the thrill of engagement, of immersion

in the ‘' game

“The semiologist is, I n short, an artist .. H
and wants to make others savour and understand. The sign, at least the sign he sees, is

always immediate, subject to the kind of evidence that leaps to the eyes, like a trigger of the

i magination..” (in Sontag, 1993: 475)

And it i1s this generosity that persists: t hi
Eliot’s Thunder defines us:

Theawf ul daring of a moment’s surrender

Which an age of prudence can never retract

By this, and this only, we have existddhé Wastelang

And as with writing so also teaching. Thoug
calls explicitly fot r e a | ’ reform, it is drawing on the ¢
practitionerresearchers capted to the project whose spirit and example makes the case

more clearl y. As such it’s a great advertis

transformaive, subject that was to be the focus of the next development.
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5

IN WHICH FURTHER EDUCATION IS CONSIDERED IN AN AGE OF ANXIETY A

AUTONOMY IS SOUGHT RATHER THAN GUARANTEED AND STUDENTS

BECOME LEARNERS AND STOP LEARNING

“Cul ture is the rational c r lat@ductionrio Thef human
Foo)
LEAR: Who is it that c¢ anKinglear) me who | am?”

This episode and the next one address our badéntity and Resistance in Further
Educationhere through an exploration of the project itself via a consideratiorhef t

opening and closing chapters and in the next episode via my own work on

accommodati on’ . Both episodes relate to a

In recent years, Furtherdacation has reached a crossroads, with questions being asked
about its function, aims and focus, as well as querying the role of the FE teacher, the
key aspects of the curriculum and which values should inform FE pedagegyity and
Resistance in Furén Educatiorexplores these questions and effectively conveys the
sense of uncertainty that those in the field are experiencing today.

Connecting Higher Education and FE practitioners and researchers, the book gathers a
collection of essays covering a ganof topics, including: the journey from student to
teacher, critical reflective practice as a way of organising identity, vabased teacher
education and policy critique. In keeping with the themes of resistance and creativity,
the chapters draw on aide range of theoretical, as well as literary, perspectives to

offer answers. Problematising relationships between the teacher and the institution

and the teacher and government, the book argues that the profound challenge to
teacher s’ v a éstirelsits eespdnse irdaecritital coliegiality.

This book will be of great interest to academics, researchers and postgraduate students
engaged in the study of further education, educational policy and teacher education. It
should also be essentiadading for practitioners and policymakers.
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The Preparation of the Collection

“Most things are never meant.” (Larkin, Goin

This episode reflects on a book collection that represents a transition for both my published

work and indeed my interestnd it has strangely proved to be the most difficult episode to

write. This feels much to do with the discrepancy | feel between its theoretically pivotal

position in the grand narrative and the way | remember it and feel about it. My first

attempttofu 'y articul ate this ended up on the cul
crash’”, i1if only because it ploughed reckl ess
straightforward account of the genesis of the project. It also failed to address my

complcated feelings about it. On reflection, it may be th@gntity and Resistande my

|l east favourite *“album’ but perhaps the gest
been involved in. Certainly the collectteome-project began as less than botimdeed it

emerged explicitly from the desire within the pesdmpulsory education (PCE) team at

Walsall campus to create an impetus which might encourage a group of teacher educators

who were all experienced FE teachers to promote writing about thiseseed corner of

education. In some sense therefore it was both the least and most convincing example of a

project in this collection. Il ts gestation
mani festation when it kwasvajsusntotk movand | ays a‘sP et
for the writings of colleagues members of the wider partnership and progressively students,

by which | mean student teachers and students who were teachers.

Rob Smith got properly involved when we started to g@ne writing but what became this
project spanned his promotion and migration to another provider and his work with Vicky

Duckworth on tihreaigri niinnsgpiFrEE:ngt r‘aResf or mi ng | i v
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Duckworth’”s wor k was aanwhatwe wantedt@do maearlyv e i nf |
every way and then what we did. Duckworth was an energiser across this period along with
Petrie, Daly and Orr (201220) but also in her bodkearning Trajectories, Violence and
Empowerment amongst Adult Basic Skillarhersshe provided a particular kind of example

by predicating her exploration of adult literacy on the experiences of 16 adult learners.

This was a key statement because it put ideas about situated literacy to work decisively in

context, predicated on aapproach which listened to those who had hitherto been only,

even i f sympathetically ‘categorised’. Thi s
photographs, which Duckworth, wusahanmotger Ri chards
personhow it bisto fees o met hi ng” ( Ri chardson, 2003: 190
about showing not telling. Looking now from a distance it is easier to seedemiity and
Resistancemerges, if haphazardly within an informal network of these kinds of

interventions andnterventionists. The Duckworth book is important in this respect

because of its patient authority, based on research over six years and its devastating
simplicity: “This book seeks to highlight ho
shaped bythp ubl i ¢ domain and the private domain”(
ultima thuleof educational provision, the furthest point that can be reached of the already
underresearched andundes x pl or ed, even recently named ‘L
Duckworth makes her stand and urges us to join her, merely by reminding us how much

there is to do.

By predicating her study on Basic Skills students, a group whose status and apparent
capacity to involve themselves in anything as sophisticated as reseasctleaaly displayed

on their label, she implicitly makes the case for a transformative pedagogy that starts with a
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revolution in our heads. This i s an i mport a
equivalent moment in Media and Cultural Studies and tleelnof Angela McRobbie. In her

much-cited paper on readings dfackigthe magazine aimed at teenage girls and named

after its editor the writer Jacqueline Wilson), McRobbie, while conducting a rigorously

Feminist critique of its constructions of adoleaté&eminity, more importantly

acknowl edges that “until we hlackieandancourtee ar er i
its ideological force our analysis remains esiged (McRobbie, 1982: 283). What was also

i n Duckworth’”s bo o kghoundnoject ais anwemargy dnd gohesesnthe h r o u
transforming |lives project, was her belief t

transforming if appropriate mechanisms are put in place to push open spaces that create a

meaningful enquiry intopeopl’ s | i ves” (Duckworth, 2013: 2).
“Most |l earning is not the result of instruct
participation in a meaningful setting”.

Reading Sue Middleton’s i ntr ondownderstandhowwo Lef e

the work behind me (nominally in Media and Cultural studies) connectsldetfitity and

Resistancend t he forthcoming assaults on what Le-

pedagogic illusion” ( LefdbwmeehodDORi ké68pPuck
and hopefully ours, is “to highlight the par
everyday |ife” (ibid). This is also the app

active in the student uprisings in Paris in 1968

“One of the rare things I did in 1968 was ta

a few meetings inside the factories. That movement ran completely counter to Marxism
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both as we'd learned it and as we taught it. That's why | espegatlinvolved in what

seemed to me important, that is, meeting wor

This led Ranciére to the confirmed position, adopted in practice by Duckworth and

consciously in my own work, that ®6There is n
di scourse”™ (op. cit: 22) . He embodies an wun
willingness to embrace “events that happen a

have to do with barriers that you see and that you transgress, grgss/er from one side to

the other 25)ap. Saicth. :* tZ4d4ansgressions, | ike Dt
Princesses’ tri-R®, grgforR&neidraaitemptetd demdlish th dausdd
hierarchy, “to brhag' sutnsat akelhei b{epwoci d. 1

approach is textual: “1 took worker's texts

in their texture and their performance and n

Reframingdentity andResistancén this context is an interesting experience: a genuine
rediscovery of the energy expended by a range of contributors over a long period of time.
This was definitely a problem for me at the time, the feeling of something tentatively and
sometimes expediently being put together rather than having its own momentum: pieces,
not even chapters written both for and before a collection at times more imaginary than
imagined. Then, after Rob Smith came more decisively on board, the project was bolstered

by voices of f’ and vital ones: Joel Petri e,

always more focused and measurBdncing Princesséss er i e s’

|l now recognise, as others more unapologetic

collection which was written across a chaotic period in FE typified by increased
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managerialism and significantly decreased fu
teacher s’ responses and their often dogged i

adapting to changing circumstances has taken on simultaneously noble and tragic

di mensions” (Bennett & Smith, 2018: ) . Howe
will forever be tempered by a genuingrofe traged
this project. David Wi se, the “teacher, col

dedicated had time within this protracted process to contract a virulent form of cancer,
which he fought bravely for two years before it claimed him in April 2H& was about my

age with a young family and the illness seemed to come without warning out of a clear blue
sky: he found a lump on his neck just as we were leaving for the summer holidays: teachers
eager for a chance to recharge batteries. David had Iséightly sceptical about the

project: he suspected my fondness for continental theory would render the book too
abstract. Even my working title, taken frdfing Learcaused him to cast the tolerant ironic
eye. He suggested, even insisted, that our prdpsk would be to make a book that FE
teachers would want to read since it was about them, for them and partially by them. |
think we only achieved that in part, which is a regret of mine. We were better at showing
that a range of contributors could bevolved and that does have a lasting legacy in the

work of our team and partnership.

The Meanings and Practices of Everyday Life

“1f we entirely embrace the struggl e, mi r acl

Despite my reservations, | find coming back to it a muchtgresense of the authenticity

and i mmediacy of the volume, delivered *‘fron
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grounded in practice and pragmatism with a feeling for the everyday which links straight

back to Lefebvre’' s great project:

“To st udygayis to @wishdowleange it. To change the everyday is to bring its
confusions into the light of day and into language; it is to make its latent conflicts apparent,
and thus to burst them asunder. It is therefore both theory and practice, critique at@hac

(Lefebvre, 2002: 209)

l't°s also a collection that burns with a des
teachers and students alike. | t addr esses i

human nature i s ‘ peednagwhgeinc a lployl ipcryo dauncde dp'ai nT h

creativity and resistance’, there is specul
ourselves otherwisea ‘ade enated’ or | i berated subjecti
Lefebvre is also a useful commentator the business of teacher autonomy in neoliberal

ti mes. He distinguishes between ‘dressage,

3845) with dressage as “training’” or *“drill?”

Obedience” (Lef ebvr e, stape@iétian adsesgsmeatientated EEa s i n g |

(see also Foucault, 1977). Our contributors also pitch education as other than this, opening

out possibilities, engaging students in ‘rea
ought to centre on concreterpblems that are both practical and theoretical, both empirical

and conceptual” (Lefebvre, 1969: 157) . Li ke
‘“contradictions’ which “give rise to problen
Middletonar gues t hat when “Teachers and students
everyday |ife” then “Critique iIis a pedagogy’

of the collection.
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In an interview in 2002, Ranciére is challenged to explain why heedteraching, given

that one of his constant concerns “has been
mastery, particularly theoretical, pedagogic
This is a pertinent question also for my own work, whichcanscs | y champi ons Ra
approach and is therefore subject to the same implied criticism. Though my career has

been very different to the philosopher’ s, hi

“l1 became invol ved aherrst:stanaemwstudert. il agoneof.. | am

those people who is a perpetual student and whose professional fate, as a consequence is

to teach others. ‘“Teaching’ obviously impl:
implies in some way a positionkfn o wl e d g er, e s et aeracchheerr’ i mplies tt
adapting a position of institutional mastery

(Ranciere, 2017: 115)

Il n explaining his teaching history, Ranci eere
di visions into |evels (advanced, intermediat
people of all different | evels, in the belie

Ranciére, 2017: 116). Ranciére is looking back at a radical ptheticeas not without
consequence: his department at Paris VIl lost degree accreditation for more than a decade
, hot least for refusing to set exams (Ranciére, 2016: 18). This is no dilettantism: there are

always very real risks when something is reallgtake.
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The myth of austerity strikes at the home of the second chance

“HOWARD: Cause you’' ve gott a DeahofaSalesimansi nes s

In his Preface tddentity and Resistan¢&ir Alan Tuckett signposts all of the salisstes.
Firstly t he context: “Constant changes i n
increasingly intrusive inspection regime, all backed by policies derived from a political
nostalgia for the Britain of the fifties, and a narrow privileging of acadennrricula for young
people” (Tuckett, 2018: xii) . Then he unde
needs of learners with the performance required by the State through its funding and

i nspection mechani sms”ntwhiol & hbeeitn gl e* sotfr a rhgl
he beautifully embodies our messagp@tionof Thi s
the case for creativity and imaginative enquiry in postnpulsory education, and for the
recognition of the key rolef professional teachers, and those that train them, in securing

the spaces for that creativity to flourish”

My influence on the Introduction is very clear in the Barthesian reading of the myth of

austerity. | also explored this #ie same time elsewhere in a collection on popular culture
(Bennett & MacDougall, 2016) where | was als
neoliberalism with its “pervasive atmosphere

culture but also thee&gulation of work and education, and acting as a kind of invisible

barrier constraining thought and action” (Fi
This is a book though about teaching and par
teaching as a form of affrmative action Ther e i s critique certain

uncomfortable insights but countering
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these, maintain a commitment to creativity, to practical solutions, to

producing resources of hope” (Bennetpar& Smit
excellene, t he | atest appearance of a ‘“natwural or
( Fisher 2009 : 17), proposing a mythic ‘Age

precipitated age of anxiety’”. The point how

Though thes pressures may have caused teachers in further education to question their

sel fhood, their values and principles, and i
become the order of the day: “a sense of ins
Lippvetsky 2005 : 13). However, the greater
further education is in short supply” (Benne
and creates “the groundwor k to mdabogatve hi nki ng
praxis “as informed, committed action which
i mproving the relations of those involved” (

given that even FE’ s pr osuedc olhSIP cohfa nbceei’ n gh atsh eb «

“.has suddenly become a second chance chief]

socal l ed “l earners’ i ncluded/ processed/ manac
‘“accounted for’ t h&Smith;2018:6¢ at ed’ .” (Bennett

This is what Kendall calls playing out “the
teachers, *“disciplinekndwiwhg cahn dc hree makiitm g s“t s

meaning making and taking in ways that repositibe subject within the alternative kind of

postst ructurali st paradigm we have sought” (Ke
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Emancipatory practices: the pedagoqy of the inexpert

“Nothing you can do but you can AlYoaNeadlshow t

Love

Kendal | seeks, as | do, to |l ocate potenti al
our sel ves ag aKemsllt 201t1:h2@4), tprnmove rbéyond the structures and
ideologies which make the classroom a place of fictitious accounts ofingeanaking . It

can be argued that the pedagogy advocated here and across my more recent work takes this
partly as its starting point, in instituting the classroom as a place of transversality, of crossover
points and agreeing that the jurisdictions sounding secalled learners (students and
teachers) are reconsidered. Kendall ' s route
authorship which she reminds us Foucault def
in our culture, one lints, excludes, and chooses, the free manipulation, the free composition,
decomposition and r(Eoccaut,pl@od:illbitedinBermétt, Kiendallt i on ”

and McDougall, 2011: 225)

Here is the parallel with authorial authority and the pminenceof pre-existent meanings:

“the school master’s explanatory |l ogic presen
This is a paradox which Ranciere’s ignorant
and inequality are not states but opimos , i ndeed *‘axioms’ that miog

Verifying equality as an axiom thus requires a method which is predicated on a particular kind
of i gnorance, which is an ignorance of i nequ

totheigmr ant person not from the point of Vi ev
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person’ s knowl edge; the one who is suppose
i nnumerable things” (Ranci er e, 2010: 5)

This is in many ways isofhéeéhtouneéapieon’ of pt
understanding of “t he ki nds of contingent,
experiences of young people” in these hypern

a dialogic conceit at once both agentive arelationally situated (Bennett, Kendall and
McDougall, 2011: 225).

Although much of this contemporary pedagogical practice appears to offer a student
centred approach, focused on individual capability and need and working to counter
disadvantage, thenprovement offered comes from an improvement plan validated

‘el sewher e’ . What i s not addressed is the a
educational sphere of operation: “The studen
how it is know, who it is known by, whether it is worth knowing, or that there might be
alternative {Bawet Kendall knd BeDougadl,”2011: 229). This returns us

to notions of the classroom as a place of *t
jurisdictions surroundingsoal | ed | earners (students and te

(Ranciere, 2016: 32) Itis here where a circle of power might intersect a circle of

powerlessness because, as Ranciere makes clear:

“t he rel at i @articuaf. The drclecoé mwerlessnessig ajways already there:
it is the very workings of the social world, hidden in the evident difference between

i gnor ance Rancire, 491N ce”

Any alternative pedagogy will want to address the workiofgthe social world by verifying

an equality which is otherwise put off into the future.
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Not hing can be taken for granted: Ranci ere a
The circle of power, on the other hand, can only take effect by beingpadé | i ¢ . ” Al s

i nterestingly he adds that al so It can only

|l find it pertinent that “The circle of po
and “can only appear as xperigneelhawlcestagny haianda n ab
which is a feature of some of my work, indeed perhaps a reason for it. Perhaps this is

inevitable I f “discourses organized with th
method of equality has been instituted whi ch we “find the right

themsel ves understood by others (Ranciere,

Kendall locates the inexpert teacher at a distance from a mastery model of specialist content
knowledge, embracingaeoonstructi vi st et ihmodigmgpbut’ mod&
aware that “a pedagogy founded on this set
pedagogy based on this kind of understanding would of necessity be process rather than
cont ent (Benmet, rKkendadl 'and McDougall, 201232). | find the spirit of my
subsequent work in this area in Kendall s in

reading of teacher i dentity against the grz:

with and most importantlynexperti€ in the particular textual fields of learners and the ways

they make texts matter” (i bid). Here is that
constant thread I n t his commentary, - althot
ethnographic storstelli ng” and the need to “accept and en

unknowabl e | earning spaces that emerge” (o0p.
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Resistance is fertile

“The curriculum is so much necessary raw mat
growingplanand f or the soul of the child.” (Jung,

Never mind the high risk tests, the pedagogy we are proposing is a reproach to programmed
leaning and therefore a genuine commitment on the part of teachers resisting a neoliberal
‘“project’ ' nd hadai“nst cwhadti it i s to be human”
is still widely believed that those who speak out in cultures like these are often victimised

and lose their jobs.

The use of Virilio in the chapter reinforces the dislocation betwdwenslystem and the
educational lifeworld, seeing this as a spectacle of Roman proportions complete with

essenti al test s/ trials “because as turnst.

resources” (Bennett & Smith, 2018: ):

“Whoever c onaryrpassessestit.iPessesseon af tertitory is not

primarily about laws and contracts, but first and foremost a matter of movement and

circulation” ( Virilio in Armitage, 2000 ).

The job of recovery, reinforced hopefully from our experience of the pandesnic,reclaim

the landscape and its features from the experience of merely travelling through and around

it He warns of “this government of differen
i ncarcerating and accel e2006t 8).Tle stakesarefpigh and pe
since the cost is paid in the principles of a humanistic, liberal education. Some like Tuck have

decl ared the system an unwor kabl e framewor k

Tuck 2014 324) ihdistid asrdeatysl ei ebkeirnagl ”i s(m b“iads. )n Al |
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challenging times and FE teachers didn’t ask
“first go’ and ‘last chance’ and here they n
st at i thé perdformative institution is only capable of reflecting back a performative
shadow of themselves” these practitioners fi
stand (Biesta, 2006) which are predicated not on ontologies of identity but rather on the
strength of the collective. As Rob Smith wr

guideline, these teacher find an affirmatio
others: their students but also other staffpossibly at departmental l&l, or with individual
allies in the workplace; or even, as in the case of this book, with others of like mind outside

the institution (Bennett & Smith, 2018: ).
witness to ‘'t he watlyat things nlight change witiva wish thatin h e h o p

doing this, things might change.

Reason

S not the need: nothing wil/l come of

“1f man is incapable of changing reality, he

Given that | am also both pragmafand a practitioner, it is inevitable that these positions

involve me in collisions of various kinds with pretty much every aspect of formal education

as practised angewlerse wheawve uinmeatubked possi
(Gallagher & Ggenblatt, 2000: 60) Memory of WB Yeats)). The truth is that, as Deleuze
points out, the creation of the rhizome | mp
connectable in all of its dimensions; it is detachable, reversible, susceptible to constant

modification. It can be torn, reversed, adapted to any kind of mounting, reworked by an
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individual, group, or soci al formati on” ( De
distinction is made by Deleuze between a map and a tracing, which followsdetamenined

path that is familiar to conventional educational models predicated on learning outcomes

and prescribed content. Furthermore, Del euz

do with performance, whereas ompeteaceéehy @i kb

My argument I's that my work with students,
nonhierarchical, nonsignifying system withou
to do with surveying, mapping, even realms that are yettmeo” (op. ci t . 22) .

why my own university rejected my application to the Higher Education Academy twice (via

written submission and ‘professional conver
outcomes’, modul e gapgpdeda, ethe. i mpdovement e
assessment : |l coll aborate with my students i

up degree | run has neither assessment objectives or learning outcomes which are known to
students nor any mark schee that might be useful to them. (No student has asked me for a

mark scheme in seven or eight years.) Interestingly, the students seem to do very well and
the external examiners are always very happy with the work commenting only on my refusal

to ever sayhow work might be better!

Like Ranciére | am concerned with an immanent present where intensity is always a feature

of intellectual endeavour:

“1"ve never been able to work the way you d
amass data and then pcess it. | just can't do that. The way | work is not by gathering data
that | then process afterwards, but by managing to attain a certain level of intensity.

Something | eaps out as Del euze would say *‘fo
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When Icame to survey the territories of FE what leapt out was the transformation of the
physical | andscape. Across the very period
aware of the decline in the degree thy whi ch
colleges, there had been a massive investment in high quality archiesigned

accommodati on. Once again sarcasm had beco
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IN WHICH THE DECONSTRUCTION OF THE EDUCATIONAL PARADIGM IS BEG

IN EARNEST WITH BAONSIDERATION OF THE FE STUDENT AS

UNRECONSTRUCTED AND UNACCOMMODATED

“Wor st of all, the schools are using these
politically disaffected, and the economically disadvantaged, among cthartheir place. By

taking this tack, the schools have become a major force for political conservatism at a time
when everything else in the culture screams

1970: 9)

The abstract for my assault on the premise that better accommodatneans better

‘accommodation’ states:

Il n his seminal essay “Building Dwelling Thir
for a relationship between ideas about ‘' dwel
capable of dwelling, only theracn we bui |l d” (Hei degger, 1971:
task is “to trace in thought the nature of d
of dwelling in our precarious age-Compulsdiyei degg

educationthe most demonstrative sign of investment in recent times has been an investment
in “building’” and this chapter to some exten
of dwel |l i ng” to explore the extent ndlyo whi c

accommodating.
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Taking these observations as a starting point, this chapter develops a critique of rdmgititly

FE colleges in Birmingham and the Black Country.

The guiding principle of our influential 2018 collectiddentity and Resistan¢cedubbed
“vibrant, political, theoretically and criti
paper | published with Ben Andrews in the peeviewed journaMetal Music StudiesThat

paper was about the inappropriacy of wetleant attempts to accommoda the musical sub

culture Heavy Metal and its adherents within enclaves/ archives/ sanctuaries which also

doubled up as places to take Metal seriously: the focus was on the attempts Birmingham (and

the wider postindustrial Midlands) has made, andconttne t o make, t o depi c
Home of Metal . That paper was prefigured b
myth as alibi, asevarevol vi ng turnstil e: “ am not whe
t hink | am not ") Hei alsotthe sitsation bf & Futther Ed@&tion sector

occupied by a neoliberalism impatient to-opt the world.

However, the other prompt proved even more prescient and this was metaphorical since the

paper also started ficolarhetttn e heat h’, i ndeed a

“At the very centre of Shakespeare’s King L

Heath’” and in the centre of that a hovel whi
and cl eansing. He has epopretgrbefarwrenchbad
styled ‘Poor Tom o’ Bedl am and seen through
an | magac ®od mhacmat ed man” . When he emerges h

Tom (actually the nobleman Edgarinapapeni n di sgui se) decl ares

madness”. (Bennett & Andrews, 2015:200 )
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Exploring this as a spatial metaphor, an issue of inappropriate occupation/ appropriation and
accommodation wor ked v e fggnre,veentelved favativelyt, imi s o ut
antagonism, that *‘Fuck you’' vibe”. However,
also prompted a potential reconsideration of how the contemporary student, whatever their
subcultural allegiance, was being accommodated in an dgeauntability and austerity

which appeared also to be renegotiating the identities of their teachers. At the time, the

Black Country was alive with talk of migration plans and it seemed strangely appropriate that

when like Lear they found themselvegiiansit between relative hovels and relative palaces

t hat many teachers could easily feel the r e:s
t el l me who | am?’” And perifeaps < dhme Fwedeé s
whispered in the distured atmosphere of mistrust defining the times by their own anxiety

and /or critical grasp: “Lear’s shadow”.

This was also a project driven by my work on
seems to embody the ‘' my tdudaton whichpPeim hael aleady | e n c e
visited asnytthhefmasutrerni me... a series of speci
di fferences” (Pei m, 201 2: 32) . -gehre @arthiHe a v y
historically but also socially and politicalhs a kind of industrial folk music spectrally

providing anthems for a doomed generation of failed factory fodder in jpuistrial

| andscapes that Owen Hatherl ey has identifie

These places are entirelythoseh at ‘' deserve’ a Newbuil d™ or a

“Something has happened to them. They have b
industry, and then they lost it.. They are n

2012: 37)
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Hatherley is concerned that these innerty postindustrial landscapes have been exposed to

a new kind of (al most I roni c) ‘“regeneration’
there, has uprooted and repl acedagindtiopnofaat bes't
heritage ‘curation’””(Andrews & Bennett, 201¢

Thus the heavy (and ugly) materiality of the powtustrial cityscape is superimposed with

“the new i mmateri al e c on anedirtoaaetaf meambrial posesd ust r
The Newbuild™ fits beautifully into this

reaching outside regional identities into a futuristic hyperreality. One way to read this is via

Lefebvre’ s | ddecio ofsgaceand the vered ipsue of who might own and

use it. Lefebvre finds a better creative return from unappropriated, unowned spaces created

and then overlooked by | ate capitalism s acgq
arguing tha t “the concept of space |links the ment
cult Amalefvs & Bennett, 2015: 202) . This ov
“distribution of the sensible”, whichhe“revea

community based on what they do and on the time and space in which the activity is
performed” (Ranciere, 2006: 12) . For Ranci é
which determines “what i s seen lantheablityéot c an
see and the talent to speak, around the properties of space and the possibilities of
time” (i bid). For Ranciere, the radical j
intelligibility”, and t hi sterédrouté¢here @waossthehen t

| andscape of the conurbation by cat hedral s
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In search of monuments of unaging intellect

“The Spectacle i s not a collection of i mages

i mages” (Debord, 1967) .

This debate was enjoined in thé&entity and Resistanceroject appropriately by
practitioners, largely indeed a community of practice/ partnership of teacher educators. As

the question was going to be about how teachers in FE might have agency, it pcataimh

for them to be front and centre. In the context of the politics of austerity, managerialism had
become an orthodoxy in college cultures and

economic strategy, and mo#®26).code rolled int

As such, a context was shaking the sector with budgetary cuts more stringent than in any

other sector of education so the premises on which teaching and learning had been
progressively deprofessionali sedrylel8afse i ncr
surveillance was extended to teachers as well as students and the reform of GCSE and A level
took on a retrogressive tone, according to o
a series of discussions that have been ongoing for gome[the book] updates and upturns

some of that discussion mapping the possibil

(Dennis, 2020).

Although the collection did intend, like Carol Taylor in her recent work on HE teacherliness,
“t o f irather, hold gnto and cherish, an educative space from which to contest
perceptions that the intensification of market conditions in higher (cf further) education

inevitably brings a deformation and derogat
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(Tayla, 2016: 231), my personal intentions went beyond this. | was determined that my

resistance, across a broader project of wroi
deconstructing the mythic qualities of the neoliberal faux consensus was to be no mere

intellectual conceit or sleighdf-h a n d . Fi sher (20009: 17) 1 n hi e
argues that “emancipatory politics must al wa
must reveal what is presented as necessary and inevitabletaolbea e conti ngency”
i mportant guestion concerns where practical
didn't want to work on a philosophical t hemi

(Ranciere, 2016: 7)

Ultimately this becomes fo@ed increasingly in my work on the job of returning the human

participants (teachers and students alike) to their central position redeeming even the

travestied ‘|l earner’” tag that has sought to
“untpaemed participation in a meaningful setti
restoration of the practice of ®&andad 2010y, see

5) through the conscious di s mtgularihegualgy thatf st r u
nor mal pedagogi cal |l ogic orchestrates” (op.
by the right kind of context, indeed Thomas
l earning doesn’ t ted tha theekinds of places tratFE bappgrgs e svere

bound to be i mportant. What might places wh
when it considers itself equal to any other

1991: 39) looland feel like?

They would clearly be spaces which would rea

they are and whiesta, £00%: b2, yeacketsaamddstudents alike for if the
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former are not free what chance is there for the latte@* course it is impossible to ignore

the tenor of these hypermodern times where
mi nds” (Lipovetsky 2005, 13) and FE has dec
incongruous architectural novelties dreed from any purpose. However, this often
undermining uncertainty does not excuse us from what Taylor (2016: 2) persistently reminds

us is our professional obligatom egar di ng a col |l aborative prax

action which embodies certaiethical qualities oriented to improving the relations of those

invol ved” . This wil! need more than cl eani
problem implicit in “the gift of education..
segnent s of the population it i's al so, at the
2012: 38). Entering a system where you are i
sal vation and realignment” (i biotonthateverm dy st
|l earner counts translates quickly into ‘ever

~

Zi zek’s waking nightmare of a

society of p
society without history”e (nZaitzieoknal 2 0e0d5u)c.at i W

(“correlated with the great economic nati one

management ", producing “the distribution of
|l abour”, then something has to change

Il n 2018 we risked the term ‘“identity’, put
throughout the book. Perhaps now we might pr
teachers primarily are) Pei m t aldbjsectifieaiomut , *“ a
of the subjective” (Pei m, 2018: 19), acknowl

identity. I n Ranciere’ s sense the book 1is



(117

constructed by participants who are defined in their peigation as practitioners but also

writers and commentators, which means subjects in their own right (write). This process of

subjectivization in words i's a principal m
t he fir st aconhfirstly'otcBrs in jhe sense of taking the floor and speaking,

that's the exercise of a capacity that was not acknowledged in the name of a subject who

isn't one” (Ranciéer e, 2016: 72) . Ranciere 1
whichkecomes “a practi cal refutation of the hie
and the noisy voice” (Rancier e, 2016: 72)

Foucault did with Deleuze about canvassing
matters isn't simply the fact that prisoners speak for themselves and aren't spoken for by
spokespeople; it's the fact that people who didn't speak now speak and that these people

who didn't speak have a t he otheprogdisdhatebgeni son”
working on for twenty years (and still anthis is central to the chapter | have just finished

writing for ourMurder of Englisiproject) are always concerned with speaking and writing in

this sense and removing obstacles to tHeae employment. Such obstacles typically include
curriculum, assessment, institutions and teachers! Unimpeded this process becomes that

whi ch Ranci ére describes as “the political t
words that aren't yourshat already exist, the subversive act being appropriation of those

wor ds (Ranci er e, 2016: 73) . What is requi |
might just be making you feel welcome and validated merely by being here so that you might
think yau r per sonal experience worth somebody el

loose commitmenttosele x pr essi on but to an appropriat:i
tell your personal experience differently, to subjectify daily experience and phrasiag

| anguage that i's no |l onger the | anguage i s
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community does become the curriculum and their weavings (texts) become the course text
(and coarsdextus) while the course conforms respectfully to its landscapes but still makes
its mark, opening a vista of possibilities. Students here are workers whose texts are like any

other:

“But after all/l |l " ve al ways sor tlhedrchwiwoek ed | i
over to bring out a sensible world that's unstable: on the one hand | took worker's texts as
being the same as any other texts to be studied in their texture and their performance and

not as expressions of something else (Ranciéere, 220)6:

All this has implications for the takdor-granteds of contemporary education, for example

the division of teaching and | earning into |
levels (advanced, intermediate etc) cuts across most conmeatistructures and makes this
opinion both admirable and problematic: “In
levels in the belief that each student does what he or she can do and wants to do with what

| say. (Ranciere, 2017: 116)

Our colection of Lears did take the floor, an aspect of the project that wasnse#ived, to
“speak of a beleaguered experience, about st
connect it to a role they recognise, while external forces attempt to wresgiency away

from them”. The battle for their souls th
the courage to realise that the performative repetition of acts is immanent capable of
resequencing. Though Shradical sumanegsm &iellisg aL e ar |
broader recovery of forgotten values and cultural paraphernalia, our contributors have

sought identities that are connected to others: to their students, to their colleagues inside

and outside of their work settings. This toashoffered access to currently unfashionable
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i deas, for example of the col | e2ywritewabouto r ‘o f
“an affirmation of themselves through their
other staff—possibly atlepartmental level, or with individual allies in the workplace; or even,

as in the case of this book, with others of

2018: 12).

The state of dwelling in our precarious age

“Days are whemkaywe | i ve” (Lar

‘/ KF Ny OGSNJ 60dzA f RAy3aY K2g I 002 Y¥2KRlelrAityad nd & (pk
‘“fraternal’ recognition but also a first tr
belly of the beast by exposing the potential pathology of the ooafe institution by

exploring the Heideggerian premise that ‘“inh
therefore with those developments of human
proposing that we mightctwomkdAt Edaannd bmestt
the chapter subjects the Newbuild™ to a kil
chapter attempts to answer Heidegger’'s (1971

i n our precari ous oangtee?x’t, saolrtehloyu gthe swietdh ibny at hce

standard: “Only if we are capable of dwellin

|l f the German poet HOl derlin is to be believ
exploreaste chapter suggest-act“bdbt maphbbithag’'ths
up with those developments of human potenti
Smith, 2018: 14). However, on closer examination | tend to find a little less thatshe

eye for while “these building ‘“projects’ pr
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significance of PCE 1 n our ti me” they seen
proportions implicit i n Hei deggthese lgeralyar | i er
monumental constructions and staring into the towering atria, the human is all too easily lost

to a feeling closer to awe’ which may be a
24) does well to remime fulsi phaitdé Thfe sprey ac
doubts on the repeated claims of government s
what is created depersonalises the process or appears to be for somebody other its student

body. Inasectorbesetbnud er f undi ng and mass producti on,

to prove that nothing is wrong, indeed the future is spectacularly here.

I f the project of FE has traditionally beeil

in a different key by the preence of a cohort required’ t C
educational journey, then these monumental structures are difficult to read from the point

ofvi ew of the *“hard to reach’. As the chapt
they hopetof i nd an appropriate *‘ pitheyaré mtinteGdBce nnet t
to overawe the ambitions of the adult | earne
the medieval cathedral, which at | eaant was

uncompromi sing and unc o (op.cita99). hesds nqi antedsy jibeo s a |

against the posturings of power, but rather a concern for the way power is exercised. If the

built environment <const i t utecsiques passessiogihein ul t ° s
own specificity in the more general field of
going on in the monument al Newbui | d™?

My hypothesis that the Newbuild™ as “a form

about education which reveals much about the functions and priorities of contemporary



(116

education, has hardly been damaged by the subsequent pandemic. This tragedy has proved
ominous too for the town centre camthers, exnp
half-emptied tower block. The desperation of senior managers to repopulate these places in

the face of the clear success of remoter forms of learning tells its own story, not least that

this is not about learning. Lockdown and social distancingfamia the absence of a

‘“col |l ege’ , the community of schol ars (teach
collectively imagined rather than an executive decision, no longer a convincing manifestation

of the corporate ‘' sandseapget The @nie js hererfar & rethirk withe i n

t hese i nteresting spaces’ finally being ask
may be a cal l to colleges to act more signitf

meet and supportvith equipment and other resources. As ever circumstance had made a

much greater dent in the credibility of the
of “col oni al war ehouses which, with their d
(IndaHo u s e, Orient House)"” giving no outward
management” and of the Nelwi Baridld ™ gen d oani cfi

past: ask not what your college can do for you, rather ask what you can do for youecblleg

(Bennett & Smith, 2018: 102). These may indeed be places to learn but only if they are not

pl aces where |l earning is ‘contained’ or even
was “places in which | earning dand createdo wl e d g
irrespective of the posturings of policy an

than then! In the next episode, | take this argument into the heart of the classroom.
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IN WHICH FURTHER DECONSTRUCTION OCCURS OF THE EDUCATION

PARADIGM AS CLASSROOM MANAGEMENT IS EXPOSED AS A MYTH AN

CONTROL IS SUPERSEDED

“The multiple must be made”. (Del euze & Gua

My chapter,Why We Should Never Be Classroom Manadgasnett, 2019) concerns the

myth of classroom management:

Thisc hapter offers a geneal ogi cal account of t
management’' as manifest in schools, the Educ
Education departments. Geneal ogy here is one

flushing out assumptions; claims about what is right and what is wrong and judgments

based on second order political positions. It does not believe that history is going

somewhere or indeed has come from anywhere, but it does seek to identify the contingent

events which may have prompted one course of action over other possibilities (Kendall &
Wickham 1999: 231). In 2014 Ofsted published a repdrowlevel disruption in

classrooms: below the radawhich underlined the degree to which a neoliberal,

retrogressie agenda had gripped English educati on.
nature and extent of lowevel disruptive behaviour in primary and secondary schools in
England’ was widely reported with the headl:]
losing up to an hour of learning each day in English schools because of this kind of

di sruption in classrooms’ (Ofsted 2014: 5).

An unfortunate bypr oduct of Gove’'s ruinous curricul

addressed ‘teachi ngstsimore imporanttwassthe’'resuofgcingnotad i ng t
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manner of other discredited educational practices. This was partly facilitated by an appeal
to tradition that paradoxically denied the significance of historical context as if these
transplanted ideas were soe how ‘transcendent’ | beyond his
Later in this commentary we wi |l be remindeodc

education in its time, which also reaches back to a hundred years of criticism of this

thoroughly misa k en academi c model . This is about t
does not happen. |t woul d be just as fool
performing” education systems | i ke those of

I n fact Gov e’ adedbyastutlentofiearlypmodecnailstbryy is colonialist in its
character, although this is colonisation in reverse: the imposition of a set of chauvinistic,
nationalistic and pseudacademic procedures without any reference to those who were to

be educ#ed in this way. This act of occupation required no negotiation, A level reforms were
opposed for example by all of our elite universities but resistance would need teachers to act
as the occupying force and teachers are all too aware of context andrewdnd the real
concerns and needs of students. It was all too easy in this way to see the coming catastrophe

for at a moment when curriculum needed to be more responsive to the contemporary

|l earner, It suddenly t ook and@mmitedissicaddoa t o b e
package of eternal truths. This was a consc
and of the ‘general’ over the '‘specific’

Believing is Seeing

“How many times can a man tur n (bylas, thZaiy Q pkye

the Wind
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What is being rejected in these reforms, which is why | consider the approach at best pseudo
-academic, is evidence and particularly theory. To ignore pretty much everything that has
happened in Western philosophy for fiftggrs is one thing, missing the impact of the digital

age is risible. You might wave away Berard
smiling, lonely monad who walks in the urban space in tender continuous interaction with

the photos, thetweetste games t hat emanate from a perso

as a suitable case for treatment’ but to pr
wish it had not is criminal. Lipovetsky offers an interesting place to start, unless you see the

foll owing as a set of maladies which can be

Hypermodern individuals are both better in
adult and more unstable, less ideological and more in thrall to changing fashionsppere
and easier to influence, more critical and m

(Lipovetsky 2005: 5)

Whether or not the curriculum starts here (and now), it has to face up to the fact that this

will be part of the landscape through vehi it travels. Teaching a course, a teacher has no

alibis, no el sewhere at his disposal. Face
them' without ever having been “for them at
lesstimefortalmg, thinking and building relations,

them, beat them!

At this point, there is admittedly no great enthusiasm for the return of corporal punishment,
but there are plenty of teachers teaching ordered groups of adwgedakids, whose
informed selfinterest at least understands that a bad curriculum is better only for the

advantaged! On this basis, these kids are at least prepared to sit through the sorry rituals of
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disengagement, those with less reason to be cheerflll prpbably say so. In true full
blooded Foucauldian irony, although this is the theory they are keen to ignore, the field is
then turned over the gurus of behaviour management who having supported a curriculum
that has made these kids mad, are given theit to tell you what to do about it. If only
these kids would listen! Who can we blame? We could ask teachers to do a bit more and tie

both them and teacher educators up for years by pretending behaviour is a problem that can

be solved by strategies

One such academic gur u’ / behaviour czar

autistic son and perhaps much else. His-sethpor t ant -Wwawebndi sowpt
actually a war on being young and alive, where fidgeting and asking too masyicnse
constitutes aberrant behaviour (Bennett (T)
Inspection about the soldier punished for being dirty on parade when the dirt, it turns out

was blood, his own:

He told me, afterwards, the damnéd spot

Was blood his own. 'Well, blood is dirt,’ | said.

'‘Blood's dirt," he laughed, looking away,

Far off to where his wound had bled

And almost merged for ever into clay.

"The world is washing out its stains,' he said.

‘It doesn't like our cheeks so red:
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Young blood'#s great objection.

But when we're duly whitevashed, being dead,

The race will bear Fielllarshal God's inspection.' (Wilfrid Owdnspection

Readi ng Bennet tDeselopging pebavibur mahagethéni dbntent for initial

teacher training (ITT) is a profoundly dispiriting experience. Even the letter of
recommendation reads agtherworldly. “ The princi pal aim was to
receives a core minimum of the best training available to them in order to be as classroom
readyastmand circumstances permit” (Bennett, 20
as a quartermaster checking out boxes of teacherly ammunition before the onslaught of Zulus

at I sandlwana in the twilight of empwa e and

include defeats?) There is al so a no cont e

curriculum’ which in Bennett’s version are p
Responses: iii. Relationships (Bennett, 2016: 56): Howyptdely compare to those

proposed by Thomas (2012: 12) who finds that

are most important f or Jwiuhe genpfieatbop bfa€edsnos uc c e s
hel p” . He al so addsoftressponsi bility as a func
Al | this is partly a context for the chapt
Manager s’ , whi ch was ¢ ommi-isekiamdnofted expressed he | i
opposition to ‘behaviour managementyodfmypartic

colleagues looked perplexed when | told them the title of the volu@lagsroom Behaviour
Management in Further, Adult and Vocational Education: Beyond Cprtreassured them

that it was about problematising these issues and, in my chapteaiticplar, opposing the



[122]

current models. In the original proposal, the title of the chap®@ehaviour in institutions:
what lies beneath and aroundgflected a focus on a postructuralist reading but evolved

to become more combative and direct.

The chater proceeds from a reading of the 2014 Ofsted published report already cited,

which | consider represents much that is currently wrong about English education. It even
prompted headlines about “l ost l earning tim
pandemic has only made these claims even more risible. More damningly it is also exposed

as a very poor piece of research, at best *‘h
behaviour is considered disruptive provide their parents with reasomsiticise teachers. |

read the issue partly as a mythology since the simplicity (and sometimes simmudedness)

of much of the debate around *behaviour’ a
economically’ to render taeed muthl leokirtgiintbesaves ur f a c

narcissistically. Not for the first time, neoliberal educational initiatives are found to operate

wi t hin a “society of pur e meani ngl ess hi s
simultaneously champiohisgothe study of *‘re
Wor king genealogically on a ‘vast accumul ati

experiential, the chapter attempts to read the subject in its broader contingent relationships

and how these had purchase on the renegotiation of thes rofl teacher from educator to
‘classroom manager’' . |t was i mportant to tur
children are in schools, how they should behave there and what role teachers play in these

i mportant ritual glfecognBmeyownexperiencedn0129¢ of mdetiny the

‘ ma n a g e rof-hansl faeeitogféce in FE when told that we were all managers now, a

proposition we found preposterous and said so. In 2020, understanding the teacher as a
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technician of gemémts'sr maomd maanaadept manager
commonplace, though one which many teachers think compromises the teaching function.
This explains my urgent need to write, to assuage the guilt of not opposing these issues

earlier, when they were merely niculous. Since then this technical role has it seems become

central, be it steal thily, to the reconstit
resources within the context of the industr.i
at odds wih student s, ironically reconstituted a

publication these arguments have been confirmed by the response made to the cancellation
of A level and GCSE exams: in most colleges teaching on exam courses stopped immediately

and the students were learners no more!

It is clear with a Iittle thought that the
dispensation, which Tuck (2014: 326) has compared to settler colonialism wherein
undesirabl e el emert d haerig ‘emdnadednenutss birth
science of Dbehaviour management really mean
unworthy subject’ (Tuck 2014: 341) which am
educational outcomes thoughow with a better excuse. The need to resist has never been

greater nor the need for vigilance in the context of the rationality and indeed reasonableness

of much that is being proposed: Tuck (2014) calls outrsegffilated learning by asking, as
withsef-service tills in supermarkets’”, who is b
In redefining the contemporary teacher around ideas of mastery and control, the reformers

have reconstituted teaching and learning in terms of two kinds of disciplimieh Foucault

shows are essentially the same: in controlling their charges and marshalling their subject

knowledge, teachers show the seliscipline essential to their professional code of practice.
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This is the moment we hear the key turn in the door@and turn once only and appreciate
Eliot’s economy: “We think of the key, each
pr i sThelWastd Land. The issue of not ‘managing’ is
the autonomy of teachers anoecause the whole process of progressive education depends

on it: ‘“To emanci pate an ignorant person, on

onesel f’ (Ranciere 1991: 15)

Il n this context Foucault makes paaiicreasds s ens e
the forces of the body (in economic terms of utility) and diminishes these same forces (in
political terms of obedience)” (Foucault 19G¢
the best/worst of both worlds. The chapter continues #il avitnesses to these issues that

“a centralised predetermined National Curri
Peim suggests that *‘Education tells us both
be’ (Peim 2013: 88Ri,nguhwhe,ouwmrt'‘hleeat mams’ ar

what they need to know and even more importantly plot how they are meant to develop so

their progress can be monitored and managed”

This is a chapter about creating the conditidosa feasible future, such that Berardi thinks
has been lost by young people partly because of a failure of education to deal with the
“l asting damage in the material structures o

syst ems o frpetnated by corgorate gapitalism and neoliberal ideology (Berardi

2011: 8). For Berardi we have failed to prov
public sphere and forms of collective i magin
risk’ tests and manufacture fear. Reading H

di scussing a cont empor ar ystress ‘the enaportarece of wh o



[129

examinations, of the piingp of knowl edge and of recei ved
technique of apparent learning, of the acquiring of facts rather than of the handling and use

of facts’ i's a galling indication of where m
good intentions. Since 2010 we seem to have doubled down r#ith@rcome to our senses.

The classroom manager 1is irredeemably a Fou
uni ver sal reign of the normative is based” a
his gestures, his behaviour, his aptitudes, likiavements (Foucault 1995: 304). Discipline

is here a form of power which works through line of sight, not physical force. Foucault is also

precise when it comes to examinations (o

management mdi mptoiprud adutonshat “‘“The exam t
objects and forces them within a comparative
into the exercise of power’ (Foucault 1995:

aremadevisbl e and di sempowered : i ncorporated r

2019: 1314). | will return to Hoggart in earnest in Episode Nine.
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IN WHICH TESTING IS PUT TO THE TEST AND MORE ASSUMPTIONS OF T
EDUCATIONAL PROJECT ARE CALLED INTO NQUESTICALLY AND

CREATIVELY.

‘“lt is true that we don’t know that men are
our opinion, and we are trying, along with those who think as we do, to verify it. But we know
that this might is the very thingthaha kes a soci ety of humans po

73).

" Since you're not here to learn anything, but to be taught so you can pass these tests,
knowledge has to be organized so it can be taught, and it has to be reduced to information

so it can be orgamed do you follow that? In other words this leads you to assume that
organization is an inherent property of knowledge itself, and that disorder and chaos are
simply irrelevant forces that threaten it f

(Wiliam Gaddis)R

Our chapterMaking a bid forutopia comes from a two volume col
around student empowerment in HEtawani, S. & Mukadam, A. (Eds.) (202@)dent
Empowerment: Reflections of Teachers and Students in Higher Edudimpitch of this

two volume collection runs as follows:

Student Empowerment in Higher Education brings together the accumulated knowledge
and experience of many accomplishe@dthers and students from higher education

institutions around the world, and has much to offer those who are engaged in higher
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education, as students, teachers or support staff. The authors offer personal reflections in
teaching, learning, mentoring, assment, hand®n activities, course design and student
identities in higher education across the globe, supported by academic research and

scholarship.

One of the many tales of Einstein’s genius,
records that the man whose brain Barthes mythologised suggested that, given an hour to
save the world, he would spend tditeeprbblemn’ s sh
Here is the great issue of assessment in context: we know what Einstein means but we
operate a system dependent on answers rather than questions and most often memory
rather than thought. Even the tEinstein myth, that he struggled at subl and specifically

in maths, which is largely untrue, plays into this paradox. In fact, as Brown clarifies in his

book “Reflections on Relativity”, Einstein’s
university and was predicated on the tensiobhstween the programmes he was being

of fered and the work he was interested in dc
the degree depended only on these *‘validate:
borderline and academic positions wer@uhd for every member of the graduating class in

the physics department except him. Brown offers this as a kind of occupational hazard for
anyone too interested in being an independer
his formal work justasmic as he had to, and found his r1 et
2020: 253) . However, Einstein himself did re
the final exams “had such a detriment al ef f

scientificpp bl em di stasteful to me for an entire Ve
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that “As soon as he’'d been away from the co
that he could stand once again to think about science, he resumed hidisdfed stude s ”

(Brown, 2020: 255) . Ranciere also reflects
turned into an analysableobj ect ; “ al so di scovered the

competitions which is the ritualistic quality, both in terms of setting you umg #hen

humiliating you” (Ranciere, 2016: 2). As a t
change: “Consequently | was forced to do th
when | was young, since | didn't have time to come up with anythiegt t er ” ( Ranci ér
15).

Richard Hoggart can give you more than a hundred years of this, both memorably rinsing our
assessment ed system for which the i-mot Hegbae has b
1957: 298) and finding an even more precisidictment from the philosopher Herbert
Spencer fifty vyears before him. Spencer con
their manner’ , which may for some be rigour
‘“encourage submi asli wd 1 endepteindietnyt Jarcdtiei ty’
298). Indeed, somewhere between these two points such educational wisdom was enshrined

in the Norwood Report (1943) which informed the 1944 Education Act and stated quite

simply:

“1t 1 s t lsohoolttogosokide thé godl dne the stimulus, in the way most appropriate
to it, without the aid of an external examination which pervades the consciousness of pupil
and teacher [ ...] “ At present the examinatio
otherwise it confines experiment, limits free choice of subject, hampers treatment of

subject s, encourages wrong values in the cl a
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So much for high risk assessment:

“Originality is replaced by unedésahatnof they ; t he
teacher; every effort is subservient to the examination, in order that arhallk, estimated

by those to whom the pupils is an examination number, may be stamped upon a pupil on the

result of single judgement on the examinable portion loiE work at a particular

moment . ” ( Nor wood, 1943: 32)

I n the year when exams were cancelled (2020)
can examine better than the teacher, who knows the child; and a method of examination by

the teacher, combined wit school records, could be devised which would furnish a
certificate giving information of real importance to employer or college or profession, and

yet would preserve intact the freedom of the school and would rid teacher and pupil of an

artificial restra nt | mposed from without” (ibid)?

My feeling is that there can be no sound justifications for formal assessment until something
fundamentally changes at the heart of a system that favours throughput over exploration,
cooperation and consolidation. Thgrather the point Postman (1970) was making about

the teaching of reading 50 years ago, the reasons for doing it must be rediscovered. Perhaps

the pandemic might prove to be a watershed moment, relieving the occupation and offering
redress tarkKiassenwsmenst of the way we | earn
possesses it. Possession of territory is not primarily about laws and contracts, but first and

f oremost a matter of movement and circulatio
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Certai nl vy Il hdeceta bendecomgrhodified and, as Biesta powerfully argues, a
| anguage recl ai med for education: he is ‘aga

assessment. We have allowed a redescription of the process of education in terms of an

economic ransaction in which it is “a commodity
or educational institution and to be consume
this ‘“the mar ket model’ and expteaherevalue xact |

(and standards) reside in the market place and test scores determine the success of students,
teachers and systems alike. Moreover, we
democratic di scus gBiestay 2085b @0y t Antlesdis deepset, even’

universities increasingly conform to the inanities of learning outcomes and assessment
objectives. Against this Biesta offers a brighter set of guiding lights: trust without ground,
transcendental violence (teachers asking theiclift questions), and responsibility without
knowledge: commitments not commodities. Trust is vital because there is no education
possible until the learner is prepared to take a risk and this risk has nothing to with passing

or failing highrisk assessmes but the risk that:

“You won't | earn what you wanted to | earn.. c
have i magined that you would | earn.. or .. that
want to learn, something about yourself, foremp | e. ” ( Bi esta, 2005: 61

Ultimately, the greatest risk is that learning may have an impact on you, that learning may
change you: assessment will only have validity when it incorporates itself into this project.
Presently, assessment compromises the tithstt is required if enough people are going to

embrace risk, making the risk a consequence rather than an essential component and

dromol ogi cal related to your position in
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entered. The beauty of learning ootmes and assessment objectives is a fraudulent beauty

because it delivers only a projection of learning, a simulation of experience as transaction.

For, as Biesta points out ®“to suggest that
|l earnersa doy’ risu by engaging in education,
known and specified in advance, i's a gross

(Biesta, 2005: 61)

Reestablishing the Objectives of Assessment

“Nice day to s tWhitetWeddiggai n” (Billy 1 dol ,

Our chapter takes this as a starting point, when describing the attempts Victoria Wright and
| made inMaking a Bid for Utopi&o modestly negotiate unhelpful assessment models. In

the modular assessnm¢ we describe, there is also a complete commitment to bring

‘“transcendent al vi ol ence’ t o any assumpti o
something ‘“external’ |, “somet hing which exi st
result of learning, be o mes t he possession of the | earner

Extending Criticalityand our chapter our model of learning is explicitly understood as
“responding to what is other or different, t
than as the acquisition of something that we
Ranci ere’s “radical poi nt of departure” of
explanation and understanding; stories for children and common minds. Ibisdtsm of

responsibility for “the subjectivity of the

uni que, singul ar being” (Biesta, 2005: 62)

that they can only come into presence if we do too. Enyaatcon starts with the teacher.
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The chapter’s title embodies both this c¢commi
guotation helps to position the approach, it is from the athnographer Madison Spry

(2016: 42):

“Making a bi d frabact. ltcansiders the tiumphsaand tramegressions of the

past, articulating them in the present whil e

However, the chapter is not at all fanciful, it is largely an account of the process of negotiating
systems ad procedures in order to move assessment safely to a different position, inhabiting

a different perspective and fulfilling a different role. It provides accounts of how ideas around

a ‘rhizomatic model of educat i lecamecorficalyn out i
and how more schematic maps led to the discovery of other territories. It tells also of how

we relaxed into it and offered trust without ground. Whether session, seminar or assessment,

these are event s’ , tehceuntpruthegasetprofosed, advestised e d u ¢ a
and then they happen and we trust they will. This equality is essential to both the module

and the approach. The key is the flier; unassessed but every student buys into the game, now
theirs as much as ours. Thé&scoming into presence, the prompt | provide is for Pablo

Fanque’ s Fair: “For the benefit of Mr. Kite,

BeatlesBeing for the Benefit of Mr. Kijte

Ranci ere argues that “Ther e insst an inggoalitynreadd me n €
domi nation, those who want to be right” (Ran
Aware that “as subjects of education, assess
we compromise its ‘dark greed’'twiaut co1Wabanr

simply subjects, but we are subjects in dial
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30) .7 And it i's Madi son who must have the

expression of our aspiration:

‘1l keep my Hanmdcs and my eyeb @ thp theory. | am playful, but | am not
playing. | do not appreciate carelessness. | pay attention. | do not let go or look away, because

| have learned that all the meanings, languages, and bits of pain will come into clarity and
uti ity |Ii ke a | iberation song. I need this

2016: 176177)
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IN WHICH HOGGART IS REVISITED, RENEWED AND EXTENDED AS A MEANS

RECONSTITUTING THE CURRICULUM PARADIGM.

“Cul t ur e (Ragnordwdliams)a r vy " ’

ANDREA: Unhappy the land that has no heroes

GALILEO: No, unhappy the land that needs heroes (Brecht, Life of Galileo)

Here Brecht speaks to many of the issues of this section. | used the exchange first to open a
chapter | wrote on sperhero movies for a Cultural Studies collection, which argued that these
may indeed be troubling times:

“if Brecht’'s Galileo is correct then we may
Ger manglicKlich carri es al souctkhye’ ,c osninnoctea ta corno s su ntlh
this century we have been beset in film and on TV witha glutof saper o * product s’

(Bennett, 2017: 81)

However, the resonances in this segment are rather different, both more varied and more
contradictory,which is inevitable when the central issue is the challenges faced and largely
avoided by contemporary forms of formal education in addressing the needs of working class

education student s, now referred to rather e
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‘“di sadvantaged’ . Of course the statistics f
from our poorest neighbourhoods has always been a cause for concern, much political intent and

action with negligible results but perhaps most interestang the accounts of those who did

make the trek from ‘“nowhere’ to the Russell
‘res€atehsi ve’ uni ver sities. The common t hr
their ‘“more adyvatnhtea gseedn's ec | cafs sbhreaitnegs ‘ilsuc ky’ r

people who head organisations which might appear superficially to help them, like the Social

Mobility Commission, merely tell them they must learn to be middle class (Maslen, 2019).

Setting Hoggarin a contemporary context

“Don’t talk to me about sophistication, | ove

Research is fairly clear that the attempts of society to address apparent working class
underachievement in education are frankly abject in thailure, despite a massive investment

of time, money, effort and ideas. However, we have been slow to let evidence stymie political

ideol ogy. A survey of research of 2010 1I|i st
run’ , most odgularecycled aa feasiblesirttervéntions. They included targeting

high achievers, ‘raising aspirations’ and pr
“a focus on attainment, rather than0O:8ngageme

The focus on aspirations has been a favour

need for specified groups to #aim higher’ b

scathing about what he dubs the myth of social salvation, whicbleen si der s educa

1] 1]

mo st sinister moti f"” since as t he soci ol o
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apparatuses of education are clearly desi gne
bruising retort is providing by the skinhead in TonyHai son’ s epi c of wor ki

V:

Aspirations, cunt! Folk on t'fucking dole
‘ave got about as much scope to aspire
Above the shit they're dumped in, cunt, as coal

Aspires to be chucked on t'fucking fire. (Tony Harrisn,

Morwena Griffthshas uggest ed that “For any group of pe
the first need is to have a say and be |liste
Special Needs and Inclusion Studies but for me also signalling a much more geadrirn

i nvol vement'’ that must mean more than ‘comp

honouring Rendodn’s insistence that “past ex
regarded] as strengths to be respected and woven into the fabrknoiledge production and

di ssemination, not as deficits that must be
63) and Ranci ére’ s desire for the student to
This struggl e which i :neaeldsdl utselpy arycetd aluduti r

Harrison’s poem as the clever working cl ass
Leeds University, contemplates the places he will remember all his life in the crisis of the demotic
desecrationofhipar ent s’ grave. The scene is dramat

and stands adjacent to EIl and Road, where “L

after week”, one reason the graves and8HIdaube
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Contemplating the working class perpetrator, indeed summoning him, Harrison has a familiar

project, contemplating redemption. Finding a UNITED on the gravestone, he hopes to provide a

higher meaning. There is almost a teacherliness in hesrgdts to regale the delinquent with his
own feeble acts of rebellion to which the
poem, yer wanker you!"’ All this is buil di
poem and our undestanding of what it really means to consult your constituency. After an
extended heated exchange, the poet calls upon the vandal to claim his work , having faced the

ultimate provocation:

Yer've given yerself toffee, cunt. Who needs
Yer fucking poufy wals. Ah write mi own.
Ah've got mi work on show all ovver Leeds

Like this UNITED 'ere on some sod's stone.

The climax though is thoroughly transformative, underlining what is at stake in the broadest
sense:

He took the can, contemptuous, unhurried

And clared the nozzle and prepared to sign

The UNITED sprayed where mam and dad were buried.

He aerosolled his name. And it was mine.

The rest of the poem is a mature reflection on the consequences of this imaginative encounter.

Critically Ranciere would describe it as a

method of equality because it simultaneously destroys thexdnichies between the different

s k
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levels of reality and discourses and the usual methods for judging whether a phenomenon is
significant” (Ranciére , 2016: 67). A scene
meanings can be condensed around tdentral issue which is the issue of the distribution of the
sensible world” (ibid). Harrison’ s refl ecti
political but know for certain that “the sup
of as tenacious an application to working with words as another might show to working with
tools; that the inferiority of someone el se
compel hi m t(Rancéee e 1091h74)r Amceitris’perhaps moreaappt to the poet,

that “particular application of the power co
person feels when he withdraws into that privacy of consciousness where lying makes no
sense” (i bid). Al s o t hw®a paricularipesition,dut ts meantto“ ma n
be happy in himself, independently of what f
for the education of t henedownseffereddbgever netvipg ge d’ t

inappropriate versions of a Natal Curriculum that confirmed their disenfranchisement from

1988. Rat her this by far it seems than prop
research suggested were | argely untried appr
engagement ad ownership byworking | ass young people” and the

knowledges of workinglass young people (Perry & Francis, 2010: 3).

Myths of origin and signs of reality

“History is the nightmare frWysewhi ch | am tr

All of this made the Hoggart reimagining a very obvious next thing to do, since it potentially

combined a consideration of the contemporary state of the working class with debates about
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curriculum and method. Moreover, writing as | am in Black HistorytMongave pause for

thought around other significant curricular blindspots and perhaps more simply, the
identification of significant individuals, w
terms we are not ent intferimgbetanse thewoirklwas Thi s was
reconsidering was a key text from one of my own intellectual heroes. Richard Hoggart was
regularly on TV and radio when | was growing up as a working class kid in the Black Country,
rather interested in ideas. Listening him demonstrated to me that you could be intellectual in

any voice that was your own and that it was possible to talk about literature with a regional

accent. In my first college teaching job, | was reassured to find among the fairly meagre

departmentala s set s, a hardback copy of Hoggart’'s b
a good omen. Hoggart was also connected in my mind with Raymond Williams, another
transitional figure for me whom | read avidly and have been reading ever since.m#ithade

me rethink or indeed think about how literature could be understood within the patterns of
everyday |life and its structures of feeling
relationships: not feeling against thought, but thoughtasé&h d f eel i ng as t hou

1977: 132) which become increasingly significant in our version of the digital age. Way back at
the start of my career, the open access sixth form college | worked at had an exchange with the
third best sixth form collegyin Cambridge. In what | can only describe as a culture shock, | took a
minibus load of working class kids from the industrial Midlands to the tended lawns of
Cambridge where their first port of contact with their Cambridge contemporaries was to amaze
them with the UB40s they were using to claim benefits. This was a genuine cultural exchange
with our students also bringing them up to

Ten’ , ‘“The Earth Dies Scr eami toakuspanting onth®i gni n
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Cam while we, when they came to us, took them to the recently opened museum devoted to our

industrial past.

These experiences are certainly factors in the Hoggart project, prompted by-awtlwor Julian

Mac Dougal | "hatTeeWsey & siteracgght be a fertile place for another

reimagining, which effectively meant a reconsideration eevaluation of a text in a
contemporary context. I was convinced i mmed
structure and chpter titles to keep us focused on the original as well as its implications.

Actually, the long term encounter with my hero turned out to be slightly less palatable than | had
thought, largely because of the offhand misogyny that | encountered in neagly ehapter and

his shocking condescension towards anything new and most things young. Though it is
methodologically flimsyThe Uses of Literagffectively founded British Cultural Studies and

there is much still in the book to build on not least hisntissal of the very academic models of
education that have enjoyed a pestortal disinterment in the last decade. The absence of any
consideration of the female experience, potential or indeed presence is inexcusable and that is
not to disown Hoggart fobeing a product of his times. His misogyny came both from his

historical context and inevitably his social background. Despite this, Lynsey Hanley and Kate Pahl
whose work has done much to begin to redress this imbalance and on much more significant
methodological footings have both testified to the continuing importance of Hoggart. Writing in

the week of Hoggart’s death in 2014, Hanl ey

Classics edition confessed that:

“My i ntell ect ua lestdkeudefihed Ipymis writing, @rd @lk | tan say to anyone

who has yet to read his work is: do it now. We still need voices like his to articulate what is
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wrong, right now, with an official and media language that wilfully ignores the malign effects of

class and poverty.” (Hanley, 2014)

Similarly, in the Afterword to our book Pahl shows great affection for the innovative qualities of

the work and its usefulness. Hoggart came a
terraced houses belovedb®yoggar t ” According to her, *“His
the families’” terraced houses, close to wher
(Orwell, 1937) and I|listened to storiesl&of ne
Potter, 2020: 131). She also says that “Hog
a new kind of writing” which | entirely agre

because its method is mine also. It is discursiteraky in its style and determined to tell a good

story: at worst almost picaresque!. This perceived weakness is also, for Pahl a strength:
“Hoggart’'s work, when | encountered it, was
thanthemanyacaemi ¢ books in the tradition of the N

(Bennett, McDougall & Potter, 2020:132)

No More Heroes

“The future is not an obvious concept, but a

12)

The final manifesttion of the hero motif in this part of the work comes from the work of Franco
“Bi f o’ Berardi, whose darHkreeq2015p seldctsrioousthe ac c o n
heroes of the end of history: suicide bombers and serial killers, committers ot @tkwcities.

What links these is the sense of the implications of loleeel sociepolitical atrocities
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perpetrated by gl obalisation on society’s ne
protection that lessen anxiety and insecurity, which has tesluih a generation robbed of an

idea of the future (Berardi, 2011). For Berardi, the future is always inscribed in the present and
therefore a failure to acknowledge this, as education has failed to, looking instead into the past

for models, is potentidy catastrophic. Central here in my work is the implication of a curriculum

‘ L]

fixated on facts and technicalities and in
education that protests its apparently neutrality a little too much. With a focusskilling

those whose futures have otherwise been compromised by neoliberal policies so that they might
more efficiency mirror, the flexible model o
hierarchy, a critical education can be rationed to thegho really need it. At some level this is

elegant but it not only ignores the traditional values of liberal education and liberal democracy

but also the rainy, stony world that it has otherwise insulated itself from.

Although Berardi is a marginal vejgarticularly in the theornphobic context of English

education, Hoggart has been continually in print for over sixty years. Moreover, as we have seen
across the work considered here, this critique goes forcefully back into the twentieth century. If
you want to really be alarmed, read Neil Post
the fiftieth anniversary of its original pub
Postman implores educators to embrace the contemporary lifelladf its inhabitants, rather

than clinging on to an archaic limiting literalogsed culture that maintains certain kinds of

hierarchy. It is this, he argues, which sets limits of citizens who are offered a literacy based on

their status and likely functon because It i s probably true
cannot be governed unless he can read forms, regulations, notices, catalogues, road signs, and

the | i ke” (Post man, 1970:
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Part of the controversy Postman caused was by indictingaiteprojects aimed at urban Blacks

which offered a debilitating level of literacy which prepared people only for low level jobs (think

of a course called Amazon Warehouse Engli sh!
that the main reason ndidle- class whites are so concerned to get lowaass blacks to read is

that blacks will remain relatively inaccessible to standaraind beliefs unless and until they are
minimally I|iterate” (Postman, 19maybetod) . How
dangerous, politically, for any substantial minority of our population not to believe that our flags
are sacred, our history is noble, our government is representative, our laws are just, and our
institutions are viramért (omisgddmebodyhiesl &’ s e
gualification that goes down to grade G [in old money] to unwittingly celebrate the degree to
which this |iteracy is at | east i nappropriat
everyone. For those of us whbibk words might mean something, accommodate implies

making room for people and their stuff and valuing both:

“Worst of all, the schools are using these i
politically disaffected, and the economically disadkeayed, among othersdin their place. By

taking this tack, the schools have become a major force for political conservatism at a time when

everything else in the cul tur e (Postmaed9@ 9)f or r
Our failure to heed Pésman’ s war nings or indeed embrace t
have a curriculum haunted by the past has do
description of an underclass with a minimal education but newly and differently empowered by

social mediao as to be in many ways beyond the control of the social system but not the
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influence of the market. I nterestingly the
the i dedroth’” posxploited by the-ammhismgance of
mavericks like Cummings, are crises of the mainstream media and the intellectual classes.
Having failed to educate a generation, we cannot be surprised if they choose to educate
themselves, both on and off the information superhighway. Negotgtitis multiplicity with an
impaired education that at best pretended there were discrete answers is bound to create an

anxiety which leads to more primal allegiances.

This creates a divide that is predicated to some degree on levels of education,evbitimore

mar kedly returns us to Hoggart’'s ‘“uz and the
at demonstrations on behalf of *‘others’. The
provide the ‘moderati on’ dnlaaduntefthefacathat on i s n
‘“education’ is meant to be neutral, or perha

responsibility. With the stage free for chancers like Farage and Johnson, the temperature went
up a couple of notches and anger boilddbody and was spilled. Al
reference to the centre they are apparently extreme from, making them less like us. However,
their ‘going too far’ i's rarely comfortable

the languae it employs. We must find another way.

Literacy and its uses

SPOONER: “ Al we have |l eft is the English | a

(Pinterbb 2 al y®Ra [ YR
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Thi s, for al|l I ts faul t s, higwdlingdesgtglstenttotte pr oj e
rhythms and patterns of everyday life and in his withering condemnation of academic systems of
education predicated on tests, Hoggart creates a context for this discussion. In the light of the

|l atest attempts dt h'alvev édleleinndg hi nking i nsteac
coheres around the idea of inclusion. But rather than inclusion being about bringing those from
the margins into the mainstream, partthegul ar |
the new inclusion will be rather about giving all a stake in what is known in what is learned and in
what is taught. This is involvement in the making of the curriculum, in that creation that Deleuze
said we lacked and which he hoped might provide e si st ance to the pres.
means having your work considered as an explicit part of any course, as part of the resource of
the course then commitments can be made to this which are as challenging as ensuring two
female directors in ewy German boardroom. The Hoggart book is a significant step in the
attempt to make a history of the present, to
classroom is not a place in which we prepare a life but a place where we go to luxuriage in t

now!

My contributions toThe Uses of Media Literaframe the project with chapter 2 bringing to the

fore Hoggart’s methodol ogy and st yonsciosly hey a

painterly’ addr es s Landsoppe Wiith Eigutesthe sensetfa c hapt er

composition masquerading as investigative do

15) . I also question Hoggart’s hypothesis co

presents as toxic when it would be eadierargue that late fifties, sixties and early seventies

proved an unprecedented period of working c

period northern working class accents were n
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problems wee perhaps further down the line when the age of massification gave way to
“something more fluid, globalised and digita

settl ement” (i bid).

This leads directly in the chapter to the issues of hypermodeamtythe work of Berardi and

Li povetsky but Hoggart’s concerns remain cen
the consensual hallucination that is cyberspace. There is a sense of place in Hoggart that holds
him in good stead in the deterdtialized contexts of the future. Hoggart also recognises the

psychological dimension, the damage that corporate capitalism and neoliberal ideology have

wreaked “in the material structures of the w
ofmankind” (Berardi, 2011: 8). This is Berard
fears for the result is the “absence of an a
i magination, palsy of the Thresee sag eofaldulitjha ot
‘“literacy’ can and will address i f we reanin
hi storical (and natwurally political) so that

done at dusk so thatou could appreciate the transmigration from the persistent glow of
foundry furnaces to the partly figurative fi

yet more ‘webs of significance’” (Bennett,

It is not diffcult to read the working class in this way, as dispossessed and occupied, returned to
reservations now the industrial revolution is finally over. What Hoggart clearly sees is a need for
an education founded on critlcalb ahdnknhgrpo

he believes was once supplied on tap’ by th

agencies of massification. This metanarrative sadly blinds him to potential of new largely oral
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cultures driving contemporary nsa or youth culture. Hoggart has theory but appears to
ultimately | ack faith. Whil e he knows that

survive change by adapting or assimilating w

(Hoggartl 9 5 7 : 32), he cannot quite back their ab
Abuses of Literacy’. He is however reading s
his picturesque portrayals, bxomavwdmayssenti a

ultimately pave the way for poverty porn
here that would add to the case ultimately for comprehensive education, predicated on the
notion that “school s saiatuhlid rwehfilcehc tt htehye hcagmpr

(Brighouse, 2002: 4). Here is a community that could provide a curriculum as any could. How a

proper appreciation of a burgeoning popular culture would have helped here.

The Great Sonq of Indifferentism

“ 1 dna if the government falls
Implements more futile laws
| don't care if the nation stalls

And | don't c artee Geeat Sang df Ihdifféer&@oeb Gel do f |

My other contributions to the book constitute the end of the Hoggart project so, like

Hoggart | am attempting to see through the i mg
our own. DJ Taylor described Hoggart’'s boo
which is an appreciation not so much of the

ability to critically evaluate his present times. What he raises in chapter 9, crisply
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encapsul ated in the key phrase ‘scepticism
succeeding decades. How do you prevent a critical reflective approach from turrong int

an easy mistrust of everything, even the verifiably true? Hoggart is thus to an extent
smelling *“truth decay’ |l ong before Rand hal
consumerism, even, or perhaps especially, i
individuals. This, of course, betrays a position that is often moralistic and compromised

by nostalgia which makes some of the writing feel like a natural history of the Hunslet

habitat. Hoggart writes as a conservationist at heart and this preventatiopting a

feasible political position. This is partly what makes the work of his contemporary

adherents like Lynsey Hanley so much more convincing, for she is able to declare of the

counci | estate she grew up on ngtobeBffadofii nghamn
unl ess you fear inequality” (Hanley, 2007;
this is not Hoggart’s story: he seems rathe

meritocracy, a telling critique turnechuse celebigYoung, 1973). He is as dismissive of

those of low intelligence as he is of women with a scepticism as loose as any he bemoans.

Hoggart ' s terma8rhainrthe faceiofsvhat he feels as fluid, uncertain and

unprincipled. He could not be eggted to see that in less than fifty years Virilio would be
declaring the “programmed end of the *hic e
can and a failure to effectively act *‘then’
comprehensive educatigrior example) must act as a spur for action now. As this digital

path leads to populism and Trump, we must put aside thekejf examples and embrace

the critique that continues to indict our project of mass education. Hoggart must be used

rather than excused or, worse, ignored. What is required is the promotion of what Peim
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calls “the thinking we do in contemplating
which we are currently unprepared for becau
pr ogr §Paimeg018: 236).

Here education needs to reclaim its place in the scheme of things by argument rather

than entitlement in the way that ideally classroom teaching should-pasidemic.

Hoggart too is essentially rpategueationimsglf t he “ o
into question” (Peim, 2018: 237), attemptin
more actively what calls us to thinking?”
having a stake in your education, not, as currently reeorexd, as a programme of

improvement. However, Hoggart is suspicious of equality because he reads it as a passive
element promoting indifferentism, rather than the starting point aside qua norof

critical reflection.

Reading Hoggart as a mythologistBra r t h e s terms, we are part.l

direction of our own travel , keen to pronm
act: founded on a responsible idea of language, mythology thereby postulates the
freedom of t h,&020: 4ltd)t Aghis CoBtempaorayt, Barthes could barely

have written a better summary of Hoggart the mythologist than this generic description:

“The mythologist is condemned to |ive in a
IS, at best, to b truthful: his utmost sociality dwells in his utmost morality. His connection

with the world is of the order of sarcasm”
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The disconnection that this implies, which enables the critique must be repaired if these

ideas are going to aesively involve (rather than redeem) those who never attend the
banquet. This reconnection will not be eas
through the web. Those calling for a media, even social media literacy that is technical

and academic i sk what Scott calls “a |literacy of
He finds more interest in the wilfully disconnected, online somnambulists who find
“within this withdrawal a form of resistanc
technolog just provides new ways to do old things, then the future is bleak. When you

have nothing to say, sometimes it is better to remain silent. As online learning seemingly
strives to reproduce indiscriminately every aspect and nuance of the classroomofnost

which are predicated on control, so the opportunity to try it another way seeps away.

And though everybody knows what has been revealed and that nobody would sanely go

back to what we had, those lessons can only be learned if those who have purchase on

change are also ‘woke’. Bperfeat ik the§ anthenaictc h had

masterpiece Sabbath Bloody Sabbath

“The race is run, the book is read, the end

The truth is out, their |l ies are old but t h

Addressing a new century typified by speed
the same as boarding a bandwagon: it may be a matter of an education that resists
“throughput’” and chooses instead t copepend i

with what they want to | earn. Li povetsky’s
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respect, if only because it challenges our own positionings on the Left and prods our own
cultural prejudices. Thi s Threughahe pursoitmle r ¢ h al
fashion people become complex selves, though this complexity differs radically from the
interior soulful selfhood of the past”™ (Lip
appreciation of the contemporary mind which itfindsb et t er i nf or med bu't
disorderly, more adult but also more unstable, less subject to ideologies but also more
dependent on fashions, more open but also more easily influenced, less extremist but

also more dispersed, more realistic but also mfuzzy, more critical but also more

superficial, more sceptical but also | ess m

By comparison | find Hoggart always honest
to set his intelligence aside and allow things todeme by others in other ways. From
Barthes we should have | earnt that i1t 1is

conveys but the discursive forms through wh

Hoggart finds more passion in Chapter 10ewlne enters for a final symbolic time the

ranks of the uprooted and anxious and sets out to set the record straight. Once again he

is in the ring on behalf of clever working class lads like himself, there is no broader

constituency. This is what my vassiof the chapter has to put right because this is a
context where, i n Butler’”s memorabl e phrase

regularly punished” (Butler, 1988: 522). Th

Bart hes’ commesedt hat m§nat mahct littl e atte
this case the norms of a culture in which B
"'man' has for the most part been presuppose

(Butler, 1988: 523)If our education is to be reconstructed on principles of social justice,

then i1t is, as Butler suggests, “the presup
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requires a critical genealogy of the complex institutional and discursive means by which it
isconstituted” (Butl er, 1988: 528) .

This is where a media literacy must start; not with a grammar of television but with an

I mmer sion in the way worlds are made, follo
into it, starting with a heap of fairlystcat er ed | eads that came at m
(Ranciere, 2016: 26). My chapter uses

Loof bo@0l®wd tsi on of the “male glance” to cut
silence and a contemporary complacency that still allows right wing MPs to call for a

minister for men! Here is the nechemical cleansing of the doors of perception in a

process once called education: “If our abil
by our visual habits, our abi | iinisfedldyoursee co
reading habits” (Loofbourow, 2018). The bo

“Regardless of the pervasive character of p
difference as an operative cultural distinction, there is nothing abdoihary gender

system that is given” (Butler, 1988: 530).
However, it is clear that education does little to help us break these cognitive habits. This

leads hopefully to a more emancipatory education which | explore through the rest of the
chapteralogp si de Hoggart’s repudiation of a tradi
decent juxtaposition. Donna Haraway per hap

point is to get at how worlds are made and unmade, in order to participate in the

processes, n or der to foster s onfdarrdwayr19B:6D)f | i f e
Hoggart talks finally and poignantly of “th
al | of us as individuals” and “tH®S7318.1i ef s

His finale is strangely contemporary, though its source, Bishop Wilson, is a quarter of a
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millennium ol d: |l present them as words tha

number of those who need to be awakened is far greater than that of thosenekd

comfort” (i bid). So we return to the presen
wo ke’ el ement i s also historical, recorded
bl ack, unionized mine wor ker demnhHamgoihgtan: “ Wa k

sl eep, but we’'ll stay woke up |l onger” (Redd
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POSTSCRIPT: IN WHICH AN END OF SORTS IS MADE

“There is only the fight to recover what has
And found and lost again and again: and now, under conditions
That seem unpirEaplokgn ous. ” (EIIiI ot ,

" .What the books can teach one

Is that most desires end up in stinking ponds

But we have only to learn to sit still and give no orders

And you offer us your echo and your mirror:

We only have to believe you, then you dare n
(Auden, The Sea and the Mirror)

This chapter briefly StrangeeimaStrahgendpistakenfrommi s * af
t he Tempesaccllaigme doft rainl ogy of books about F
Princesses’. It feels an appropriate place

‘Stranger in a strange land'reclaiming the terrain for a disorientating dilemma. This
chapter establishes the need fortmave new worldeyond the instrumentalist confines of
the vocational curriculumn the Tempest, Shakespeare exiles Prospero to an island in order

that he and we might | earn sometrfbli ng. Prospe
knowl edge’ (which cost him everything el se).
who assumes that | earning has to do with the

to discover that learning can also be a cumulative state of disoriiemasymbolised by the
storm that brings the sailors to the island.

The writers seek to usurp the controlled curriculum that dreams of nothing but lifelong
alienation and challenge the dogma that “the
agreewi h Zi zek, that “the fundament al l evel of
state of things but that of an (unconscious)
terrain must be built. We do so by destroying the appearance of naturak @ua by

explicitly questioning the responsibility we assume teachers have for the subjectivity of the
student, with Caliban and Miranda offering two very different kinds of subjectivity: THE

WILD AND THE FREE.

This isn’t over , cklesdfaitle, this adeestyre of theisignifier.cThe woik r e
continues, but this commentary must find a place to cease: some arbitrary spot. The
pandemic has been, | suspect, a productive time for writers and the next project is always
going to be the one thdinally makes things clear, that breaks the surface. The truth is that

al | t hat I have written since | was of fered
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wor k'’ (or at |l east a selection of 1 tAsl both h
began to excavate that which | thought had b
was writing ‘next’ was clearly influencing n
commentary and that this in turw waorlkei ng °

Since | first started thinking about my published work as something worthy of consideration,

| have extended the reach a couple of times as well as producing work which is outside of

the reach of this ‘retr osnakthefinalfeohtierofthiEhe pi ec
study was one of these extensions: it is slight but indicative perhaps of the opportunities

offered by the historical moment to think creatively about the future post pandemic. Here

is a commitment to a new terrain that mstibe built, a multiple that must be made.

However | also, belatedly see parallels in P
process since | too have been given a chance to step away in order that | might learn

something. | too have been allowghdeed required, to keep my (potentially verifiable)

‘“power ful knowl edge’ (which may indeed have
directed by the notion that | earning has to

have renewed my i¢h in the fact that learning can also be a cumulative state of

di sorientation, that space to play can be vi
thrives in an ongoing process of innerandotgek pl or ati on” (Bennett, S
98)

This I s Biesta's beauti ful risk:

“However, even i f one engages in neatly orga
Not only is there a risk that you won’'t | ear

that you will learn thingsthatyo coul dn’t have i magined that vy
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couldn’”t have i magined that you would have w
will |l earn something that you rather didn’t
example. To engaga learning always entails the risk that learning may have an impact on

you, that | earning may change you.” (Biesta,

Record of achievement?

“Eight miles high, and when you touch down /

The ByrdsEight Miles High)

In this at least | have succeeded, creating new knowledge of and for myself and changing

myself and the work in the process. As such this has been a privilege, an unprecedented
opportunity to step aside, to take a longer view and toeen When | try and make clear

sense of this, of course | struggle and anyw
lexicon of lunacy, emptied of any real meaning in contemporary educational discourse. Try

though | must, to say what might have been iesfed here in this work.

I n 1936 a period when he was “changing count
a poem which might help shape this simple re
be mentioned?’ . L i k e ritmgthoBgh with b tar gleated chahocen e a |
that his name on books *“woul d Whgshougmy nt ed i n
name be mentioned® The poem speaks without immodesty about the integrity of

intellectual and creative work, an importance thr@aches beyond individuals: his

conclusion is that he will be forgotten (as | will and more quickly). | would like to use
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Brecht’' s simple statements to endorse my own

simply and directly:

Firstly, there is thesystematic opposition to the ontotheological danger of ndiberalism
in all its manifestations:

“Because | praised the useful, which
In my day was considered base

Because | battled against all religions

Because | fought oppression or

For anot hBrecht,Wly&SlsoolchMy Name Be Mentiongd?

My work represents a sustained optimistic resistance to neoliberalism, which by implication
fulfils Deleuze's desired ‘resistance to the

than a fight to the dath, by which | mean a very serious business. Faced with governments

full of enthusiasm for what Matthew Cl arke s
meritocracy” (Clarke, 2020:155) I am happy
promise.Gir ke’ s example of a system in denial is

for instance, the role of middtelass values and socioeconomic power in educational
success are denied and reframed as purely personal characteristics of aspiration,aesilien
and resolve” (ibid ). With its focus on soc

with these simple deceits, since it can muster evidence as well as opinion, for which it too

earns the right to be disavowed. Add to this an unproblemdtiseme r gi ng o f good

education and good’ (i . e. hi gh, rising) res

problem.
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My work skirmishes with its shock troops, opinions masquerading as simple truths, a heady
concoction of commdrs,sdmxd sdnd ‘Afmomntgs i tfsa t r ¢
excellence consciously removed from its context and meaning in a landscape where the

number of students above average no longer equals the number below average but where

much store is set in having rigorostsndards in key subjects like mathematics.

It is this that constitutes the incompatibility that Tuck argues defines the relationship

bet ween Teacher Education and quality manage
make connections between curriculumn d st udent s’ |l ived experien
us just how much it is set up antagonistically to Teacher Education. Tuck describes
neoliberalism in eduscsatekomg”asimishistti agi ¢ haa
findings of her empirical ahtheoretical work. She also further seeks controversy, particular

within her own national context by theorising ndiberalism as the latest configuration of

settler colonialism. This notion has particular resonance for a Further Education sector

coonsed by a surveillance culture whose “righ
di scovery narratives” (Tuck, 2012). Even th
homel ands (Wolfe, 1999: 1)” feels otdrdl y f ami

who in bridging the gap from autonomy to autocracy have lost their footing and bearings.

Teacher Education instead promotes a healthier, more meaningful and no less demanding

sense of responsibility.

Indeed it has to do with trying to manufactuaa alternative which is based on the need to

be innovative, to take risks and to trust without condition. Ranciére reinforces the

i mportance of this when he writes, “To emanc
one need only be, emancipated oneséHat is to say, conscious of the true power of the

human Ranaete] 1(991:15).
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In some recent and as yet unpublished practitioner research which | supervised, Naomi

Knott set out to, in the broadest sense, triangulate the positions of ITE anayQudhin a

large general FE college in the West Midlands with a view to seeking grounds for

collaboration. What she discovered was plenty of personal and professional intent but also

an incompatibility, expressed clearest when each side sought cooperéitough couched

in the language of compromise and reconciliation, an intent that could be generalised but

not accommodat ed. Knott thinks this starts

| andscape” and new and mor ee nteiatnd n g'fsuill orse’t a

‘“territories’. This brings us back to Tuck’
danger that Teacher Education becomes a col o
dangerous elements can be tolerated and corralledtetthey can be assimilated!

I n the course of her research Knott records
‘“an effective partnership’ mut ated from a | e
(Knott, 2020). Finally she remdhes’d pgrhafti ¢uh
not a partnership but a treaty, a potential end of hostilities rather than a resolution of

differences. This clears the way for progress but also the uncomfortable discovery that such

a negotiation is, as far as ITE is concerned, a egot with Power, entirely free of the

rather fanciful notions of equality carried
the best run reservation the reality of powe
loaned not owned.

This is the cotinuing tenor of my work, the recognition that no compromise can be

reached, that , like any war, this must be pursed to its conclusion and that armies of

occupation must be persuaded or otherwise forced to withdraw. It remains in the ongoing

worklamdoi ng wi th Knott, in the “Murder of Engl
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trying to *soften’” and in the blogpost calli
cease delivered a few weeks before | ast week
This dovetails neatlynto the second aspect of my consistent striving:

Secondly, there is a resistance to all kinds of authority, of mastery and hierarchy

Because | was for people and

Entrusted everything to them, thereby honouring them (Brecht)

In an interview in 2002 Ramxe is asked what | would also see as the most pertinent
guestion. |l denti fying that Ranciere’s wor k,

condemn any posture of mastery particularly

the intervieweroffes , entirely reasonably: “So may | a:
(Ranciere, 2017: 115). Ranciere’s response
(i bid). He goes on to say that *“1 thought o
andletot her s know about his research” (op.cit.

perhaps less evasive because | am a teacher who simply disputes pretty much all of the

ways in which teaching is currently constituted. My work is at odds with models of

prof essi onalism enshrined in teacher standard:
decl arative will of conquerors, how they wi/l
269).

Enlisting Butler’s wor k on tdeehatpeachefr, ke mat i v e

wWo man is in no way a stable identity or |

rather it is an identity tenuously constituted in time, an identity instituted by the stylised
repetition of act s eteBautinése believel car8ré8latiely Qicklybe And

changed. These are the resources of hope: a commitment to the dialectic, or at least

di alogue in Bakhtin’s sense, as an ideol ogi
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(Bakhtin, 1981: 346). Bthis is not a given, it must be worked at because it is pitted forever
against the authoritative word that ®“deman
own; it binds us, quite independent of any power it might have to persuade us internally: we
encounter it with its authority already fusedto+#ti t demands our wuncondi't
(Bakhtin, 1981: 343). This is what | do and

how | do it,

Thirdly, I think there is meaningful method in the wethis is done
Because | wrote verses and enriched the language
Because | taught practical behaviour or

For some other reason. (Brecht)

McLuhan, whose work is likely to be the subject of our next reimagining, declared that

“Anyone who t stinctos between edacitien and edtertainment doesn't

know the first thing about either” (McLuhan,
the act of writing, continues to explore thi
frombeingasati c entity, with fixed meanings,” but
dynamically carrying and contributing to the

345). Bakhtin identifies the tension between centripetal and centrifugal patterns of

intent i on and action: “the former being the d
involving a range of possible truths and i nt
|l i ke Barthes to write “full oet ..(&aowtaygg, chbh @
viii). This is what | ’>ve maintained, for be

other way would make no sense. This is why the commentary is unapologetically playful,
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though certainly not lacking in seriousness, likedidan®| am playful, but |
(.Madison cited in Spry, 2016: 1167 7 ) . |l choose to believe |
peak of human achievement, only accessible when we are fully hudeasiriMensch spielt

nur wo er in voller Bedeutgrdes Worts Menschijst and t he o ndrigtnurdame we
ganz Mensch, wo er spieltjSchiller1975: 64)

My approach also seems congruent with that of Ranciére. There is lots more of this

obviously but one further area of revelation for manibat he says about method and style

of writing that at the very least resembles what | am attempting (perhaps not Flaubertian!):

“1 systematically avoided relationships of a
essentially of equivalences and dis@atents: a text cited, a commentary in the form of a

paraphrase that displaces it and starts a movement toward another scene; lots of nominal
sentences in the commentary, a sort of indirect free style that at its humble level seeks in
Flaubertian fashion tanscrew paragraphs so they can slide on top of each other. Obviously

that's not a formal principle of fluidity, it's a principle of egalitarian writing , doing away with

the hierarchy between the discourse that explains and the discourse that is exgpkiae

bringing out a common texture of experience and reflection on that experience which

crosses the boundaries between disciplines a
2016: 31)

|l wrote early in the commentary about sharin
endl essl vy, in writing as a perpetual product

understanding of earlier work might help rather than impede this commithfgnSontag,

ed.1993; 419). Because, commit we must; only perseverance keeps honour bright. And so
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we must return to whatever it is we're doing
the end of Fowl esTheFeepch ldeuteng @ Q& n PdsifdaliE@tiae |
life “not a symbol, is not one riddle and on

or to be given up after one losing throw of the dice, but is to be, however inadequately,

emptily, hopelessly, into the city'sion heart, endur ed. And out &

salt, estranging sea” (Fowl es, 1967: 467) .
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