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ABOUT THE JOURNAL
Asdl Jos KX FHAF), A propos du journal, O JKYPHAJIE, Sobre la Revista

The Global Comparative Education is an open-access, peer-reviewed journal that aims to
contribute to the comparative education literature by creating spaces to present critical
analyses of the differences and commonalities within education worldwide (formal, informal,
and non-formal), with an explicit focus on increasing and widening social justice globally,
keeping in mind that for instance UNESCO to which WCCES is affiliated declared education
a human right more than half a century ago. The Journal welcomes article submissions in
the six UN languages: Arabic, Chinese, English, French, Russian, and Spanish.

The Journal seeks articles that are diverse in numerous aspects and perspectives including,
but not limited to: theories, methodologies and methods, pedagogical
practices/tools/resources, policies, and scope/nature of comparison (e.g., geographically,
culturally, linguistically, economically, historically, and population (gender identity, race,
ethnicity, sexual orientation)) and any other grounds of differentiaon as they relate to
educational processes, especially with comparative perspectives. Special focus will be given
to providing space for historically under-represented areas of comparative education and
transfers of knowledge (e.g., Global South to Global North). Global Comparative Education
is the official journal of the World Council of Comparative Education Societies (WCCES).
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REAMAIAZRM (P, FAHRMIEGHA)  EKERHEE> 2ERLERE

BESHKESHNBTHS.

A PROPOS DE LA REVUE

Education Comparée Mondiale est une revue accessible et évaluée par les pairs ayant pour
but de contribuer a la littérature relative a 1'éducation comparée en offrant des espaces pour
présenter des analyses critiques des différences et des similitudes au sein de I'éducation
(formelle, informelle et non formelle) dans le monde entier, en mettant un accent explicite sur
le renforcement et I'¢largissement de la justice sociale a I'échelle mondiale, tout en mettant
l'accent sur le renforcement et I'¢largissement de la justice sociale a 1'échelle mondiale, et en
gardant a l'esprit que, par exemple, 'UNESCO a laquelle WCCES est affilié, a déclaré
'éducation comme un droit de 'homme il y a plus d'un demi-siécle. La Revue accepte des
articles présentés dans les six langues de 'ONU: l'arabe, le chinois, l'anglais, le francais, le
russe et l'espagnol.

La Revue recherche des articles variés dans de nombreux aspects et domaines, y compris,
mais sans se limiter aux: théories, méthodologies et méthodes, pratiques / outils / ressources
pédagogiques, politiques et la portée / la nature de la comparaison (par exemple, sur le plan
géographique, culturel, linguistique, économique, historique, et démographique (identité¢ de
genre, race, origine ethnique, orientation sexuelle)) et tous autres sources/
problématiques/questions de différenciation en ce qui concerne les processus éducatifs, en
particulier avec des perspectives comparatives. Une attention particuliére est accordée aux
régions historiquement sous-représentées en éducation comparée et aux transferts de
connaissances (par exemple les pays du Sud et du Nord). Education Comparée Mondiale est
la revue officielle du Conseil Mondial des Associations d'Education Comparée (CMEAC-
WCCES).

O KYPHAIJIE

Bceemupnoe CpaBuurtenbHoe OOpa3oBaHHE - 3TO pPELEH3UPYEMbI KypHal B CBOOOIHOM
JOCTYIIE, LENbI0 KOTOPOrO SBISIETCS BKJIAX B JIMTEpaTypy IO TeMe CpPaBHUTEIHLHOTO
00pa3oBaHMsl, yTEM MPEIOCTABICHUS KPUTHUECKUX aHATU30B 00 OOIIMX M OTJIMYUTEIbHBIX
yepTax B o0Opa3oBaHMM B MHPOBOM Macmtabe (B ¢Qopmatax o0s3aTeNbHOTO U
JOTIOJTHUTEIBHOTO 00pa30BaHMsl, a TaK e BHJIOB 00pa30BaHMs BHE ONPEAEICHHOr0 00pasia),
C aKUEHTOM Ha PACUIMPEHHE M YBEIMYCHHE COIMAJIbHON CIPaBEUIMBOCTU B TI00aTbHOM
Macimrabe, uMess B Buny, uro, Hampumep, KOHECKO, k kortopoit otHocutrcs WCCES,
o0bsiBIIIa 00pa3oBaHKME MPAaBOM 4eJOBeKa Oosee moiyBeka Haszan. JKypHal MpHUBETCTBYET
nyOnukanuu crareii Ha mectd s3pikax OOH: apaOckom, KHTalCKOM, aHIJIMHCKOM,
(bpaHIly3CKOM, pyCCKOM M UCTTAHCKOM.

JKypHan umier cratbu, KOTOpbIe Pa3HOOOPA3HBI 0 MHOTUM acleKTaM M B3IJISI/1aM, BKIIFOYas,
HO HE OrpPaHUYMBAsCh CIEAYIOIIUMH TEMaMH: TEOPUH, METOJNOJOTUU U  METOJIbI;
MeJarornyeckue MEeTOIMKH, HHCTPYMEHTBI I PECYPChI; 3aKOHOTIPOEKTHI; Pa3IMYHbIe 00JIaCTH
u chepsl A CpaBHEHUTEIBHBIX aHANU30B (Hampumep, reorpaduueckoil-, KyJIbTypHOM-,
JIMHTBUCTUYECKOU-, S3KOHOMUYECKOM-, UICTOPUUYECKOM HAMPABIEHHOCTH, & TAK YK€ BOIPOCHI
HapoJIOHACEJICHUsl, TaKWe KaK TEHJEpPHbIE U  PAcCCOBBIE pa3NuyMsi, OSTHHUYECKAs
MPUHAJJICKHOCTh, CEKCyalbHAash OpHUEHTAIUs), a TaKke JIo0ble Jpyrue OCHOBAHUS
muddepeHranuy, CBA3aHHBIE C 00pa3oBaTENbHBIMU  HPOIECCAaMH, OCOOEHHO CO
CpaBHHUTEIbHBIMU TiepcriekTuBamMu. (Oco0oe BHHMaHUE OyAeT yOensIThCcs O00JaCcTsIM,
HMCTOPUYECKH HEAOIPEACTaBICHHBIM B CPABHUTEIHLHOM O0OPa30BaHUU U BOIPOCAM Mepenadu
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3HaHuil (Hampumep, ¢ IOra Ha CeBep B T1I00adbHOM MOHMMAaHUM). Bcemuphoe
Cpasnumenvnoe Obpasosanue aensiemcs opuuuaibHbIM KypHanoM Bcemupnoro Cosera
O6mectB CpaBaurensHoro O6pazosanus (WCCES).

SOBRE LA REVISTA

Educacion Comparada Global es una revista de acceso abierto, de revision por pares cuyo
objetivo es contribuir a la literatura de la educacion comparada mediante la creacion de
espacios para presentar andlisis criticos de las diferencias y de los aspectos comunes dentro
de la educacion en todo el mundo (formal, informal, y no formal), con un enfoque explicito
en incrementar y extender la justicia social globalmente, teniendo en consideracion por
ejemplo que para UNESCO, de quién el WCCES is afiliado, ha declarado a la educacion
como un bien social hace mas de medio siglo. La revista da la bienvenida a la presentacion de
articulos en los seis idiomas de la ONU: Arabe, Chino, Inglés, Francés, Ruso y Espatiol.

La revista busca articulos que sean diversos en numerosos aspectos y perspectivas,
incluyendo pero no limitandose: teorias, metodologias y  métodos,
practicas/herramientas/recursos pedagogicos, politicas, y el alcance/la naturaleza de la
comparacion (p.ej., geografica, cultural, lingliistica, econémica, histérica y de poblacion
(identidad de género, raza, origen étnico, orientacion sexual)) y cualquier otro campo de
diferenciacion en relacion a los campos educativos, especialmente con perspectiva
comparada. Se prestard especial atencidbn en proveer espacio para aquellas areas
historicamente sub representadas en educacion comparada y en la transferencia de
conocimientos (p. Ej., Sur Global hacia Norte Global). Educacion Comparada Global es la
Revista Oficial del Consejo Mundial de Sociedades de Educacion Comparada (WCCES).

vi
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Editorial

N’Dri Assié-Lumumba
Cornell University

It is with great pleasure to present to you the second issue, Vol 2 No 2, of our peer-reviewed
Global Comparative Education: Journal of the WCCES. 1 would like to reiterate that the
Journal publishes articles submitted in any of the six official languages of the United Nations:
Arabic, Chinese, English, French, Russian, and Spanish and it appears twice in March and
September annually.

It is worth recalling that the first issue (Vol 1 No 1) was released during the 52" Executive
Committee meeting and conference in Corte (Corsica, France), and the second issue (Vol 2 No
1) at the 53" Executive Committee the first WCCES symposium and the first retreat in
Johannesburg (South Africa). This third issue (Vol 2 No 2) is released while we are preparing
the 54" Executive Committee meeting in conjunction with the second WCCES symposium on
“Immigrants and Comparative Education: Call to Re/Engagement.” Both will be held on
January 14-15, 2019 and hosted by the UNESCO International Bureau of Education (IBE).

This issue comprises of four regular articles (three in English and one in French), one article
on the profile of a comparative educator, and five book reviews.

I would like to acknowledge again all the contributors to this issue and express our gratitude to
those who continue to devote considerable time toward the production of each issue, including
this one: Eve Coxon, Aicha Maherzi, Kanishka Bedi, and Greg Misiaszek and his team that
produced the translation of the abstracts and helped format the layout. I wish to thank the
members of the Advisory Board and the Editorial Committee. I would also like to thank many
other colleagues who are not on the editorial committee, but enthusiastically served as
reviewers.

I wish to express special thanks to James Jacob who, in addition to serving as associate editor
assisting with the copyediting of the accepted contributions in English, continued to play a
crucial role as the WCCES Historian by working on the Journal’s regularly scheduled entry on
profiles of notable comparative education scholars. For the profile in this issue, I would like to
thank Mark Bray, a comparative education scholar who has played major roles, including as
Director of the Comparative Education Research Centre (CERC), UNESCO Chair Professor
in Comparative Education at the University of Hong Kong, past President of Comparative and
International Education Society (CIES), and past Director of Comparative Education Society
of Asia (CESA).

I am also pleased to announce that several colleagues have expressed interest in playing
specific roles in support of the Journal. They will be listed soon, once we finalize their
respective appointments process. However, we need more assistance with reviews, edits and/or
translations in the different languages.

Finally, as the holiday season is upon us, I would like to take this opportunity to extend to the
comparative education community and all our readers our best wishes for 2019.
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La colonisation en Algérie: une répression systématisée et durable contre
I’indigéne, son éducation, sa culture et son identité

Aicha Maherzi

Présidente, Mediterranean Society of Comparative Education

Notre contribution se focalise sur la question suivante: comment la colonisation
en Algérie a mené de pair la répression a outrance de la population indigene et la
destruction de leur éducation et de leur culture? En nous appuyant sur des
témoignages de 1’époque coloniale et sur des documents récents qui ont traité¢ du
sujet, nous tenterons d’analyser 1’action coloniale qui s’était érigée dans ce pays
en un véritable systéme organisé et programmé pour réprimer a tous les niveaux
la population autochtone dont les noms patronymiques, la langue, I’enseignement
et la culture furent les cibles constantes. L’occupation de I’ Algérie s’est faite avec
des violences rarement connues dans I’histoire des hommes. C’est tout ce systeme
de répression délibérée, de volonté d’anéantissement de 1’autre que nous tenterons
d’analyser sur un plan historique, sachant que la tache est monumentale et que
nous ne ferons en vérité qu’entrevoir quelques traits des faits et méfaits coloniaux
en Algérie. Concernant les méthodes de destruction des populations autochtones,
de son éducation, de sa culture et de son identité, celle-ci était devenue un terrain
d’expérimentation pour les autres colonies francaises. Nous tenterons de rendre
compte de ce qu’a ét¢ donc ce systéme colonial dans sa réalité. Les indigeénes
furent pris au piege d’une véritable machine infernale qui les broyait. C’est donc
de cette systématisation de la répression, de la destruction physique, morale,
éducative, culturelle et identitaire qu’il sera question dans notre modeste analyse
qui se terminera par une interrogation majeure: quelle histoire des peuples doit
transmettre 1’école aux générations qui lui sont confiées pour que I’expression «
plus jamais ¢a » ne demeure pas un veeu pieux et pour que la paix ne sera pas pour
le futur un vain mot?

Mots clefs: Colonisation, Indigeéne, Répression, Justification, Représentation, Disqualification,
Dépossession, Dépersonnalisation, Destruction, Education, Culture, Identité, Ecole, Science,
Histoire.
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Our contribution focuses on the following question: How did colonization in Algeria lead to the
excessive repression of the Indigenous population and the destruction of their education and
culture? Based on testimonies of the colonial period and recent documents that have dealt with the
subject, I will try to analyze the colonial action that was erected in this country in a structured and
programmed system to repress all the levels of the Indigenous population whose names, language,
education and culture were the constant targets. The occupation of Algeria emerged from violence
rarely known in the human history. This system of deliberate repression and the will to annihilate
the other, will be analyzed based on the history - knowing that the task is immense and that we
will only, in fact, see only some features of the facts and colonial misdeeds in Algeria. With regard
to the methods of destruction of Indigenous peoples, their education, culture and identity, this had
become a field of experimentation for the other French colonies. I will try to report what this
colonial system has been actually. The Indigenous were trapped in a real infernal machine that
crushed them. Thus, this systematization of repression, of physical, moral, educational, cultural
and identity destruction will be discussed through our modest analysis, which will end with a
major question: What history of peoples must transmit education to generations so that the term
"never again" does not remain wishful thinking and that peace will not be a vain word for the
future?

Ham Bxuiiag cocpemoToueH Ha CIEAYIOIEM BOINpoce: KakuM 00pa3oM KOJOHH3aumus B AJDKHpE
IpHUBeNa K Ype3MEPHBIM PENpPECCHsM B OTHOIIEHHUM KOPEHHOTO HACENCHHS U PA3PYLICHHIO HUX
oOpazoBanust W KynbTypbl? OCHOBBIBAasSCh Ha CBHJIETEIHCTBAX KOJOHHAIBHOTO MepHOAa H
HEJaBHUX JOKYMEHTaX, IMOCBSIIEHHBIX 3TOMY BOIPOCY, MBI IONBITAEMCS NPOAHAIN3UPOBATH
KOJIOHHAJIbHbIE ~JICWCTBHS, KOTOpblE OBUIM TPENNPUHATHI B 3TOM CTpaHe B paMKax
CTPYKTYPUPOBAHHOW M MPOrpaMMHON CUCTEMBI, HANPABICHHOW Ha IMOAABICHHE BCEX YPOBHEH
KOPEHHOTO HaceJIeHUsI, YbH UMEHA, SI3bIK, 00pa30BaHUE W KYJIBTYpa ObUIN MOCTOSHHBIMH IIEIISIMU.
Oxkxynanys AJpKUpa BO3HUKIIA W3-32 HACWIMSA, PEAKO U3BECTHOTO B UCTOPUU UYEJIOBEUECTBA. JTa
CcHUCTEMa TIpeIHAMEPEHHBIX pernpeccMd ¥ BOJMS K  YHWYTOXKCHHUIO JPYTHX  OyAyT
MIPOAHAIM3UPOBAHb Ha OCHOBE HMCTOPWH-3HAs, YTO 33ja4a OTPOMHA M YTO MBI YBHIHMM JIMIIb
HEKOTOpbIe 0COOEHHOCTH (PAKTOB 1 KOJIOHHAIBHBIX 3JI0JESTHUH B AJpKupe. UTO KacaeTcst METO/I0B
YHHYTOKEHUS! KOPEHHBIX HApOJIOB, X 00pa3oBaHUs, KyJIbTYPbl H CaMOOBITHOCTH, TO 3TO CTaJIO
00J1acTBI0 HKCIIEPUMEHTOB Uil APYrHX (paHIly3cKnx KoJIoHMH. MBI mocrapaemcs pacckasars,
Kakoi OblIa 3Ta KOJOHHWANbHAas CHCTeMa Ha caMoM Jeinie. KopeHHbIe >KHTENn OKas3ajich B
JIOBYIIKE HAcTOSIIEH aJCKOW MalnHBI, KoTopas WX pas3laBwia. TakuMm oOpasom, 3Ta
CHCTEMaTH3alusl Perpeccud, (HPU3NUECKOro, MOpPAIbHOTr0, 00pa30BaTENBHOTO, KYJIBTYPHOTO H
CaMOMJICHTU(QHKAIIIOHHOTO YHUYTOXEHHUsI OyZeT o0CyKJaThcs B paMKax HaIlero CKpPOMHOTO
aHaJIN3a, KOTOPBIA 3aBEPILUTCS IJIaBHBIM BOIIPOCOM: KaKasl HICTOpHUS HAPOJOB JOJDKHA IepeaBaTh
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o0pazoBaHUE IMOKOJEHHSM, 4TOOBI TEPMHUH "HHKOTrZHA OoJbIe" HE OCTaBaICs XKEIATEIBHBIM H
4TOOBI MHUp HE OBUT HAIIPACHBIM CIIOBOM IS Oyay1ero?

Nuestra contribucion se centra en la siguiente pregunta: ;Como llevo la colonizacion en Argelia a
la represion excesiva de la poblacion indigena y la destruccion de su educacion y su cultura?
Basada en testimonios del periodo colonial y en documentos recientes que han tratado este tema,
vamos a intentar analizar la accion colonial que se erigié en este pais en un programa sistematico y
estructurado para reprimir todos los niveles de la poblacion indigena cuyos nombres, lenguas,
educacion y cultura han sido los blancos constantes. La ocupacion de Argelia surgié de una
violencia rara vez vista en la historia de la humanidad. Este sistema de represion deliberada y la
voluntad de exterminar al otro seran analizados en base a la historia, sabiendo que la tarea es
inmensa y, de hecho, solamente podremos ver algunas caracteristicas de los hechos y de las faltas
coloniales en Argelia. Con respecto a los métodos de destruccion de los pueblos indigenas, su
educacion, cultura e identidad, éste ha sido un campo de experimentacion para las otras colonias
francesas. Intentaremos informar lo que este sistema colonial ha sido en realidad. Los indigenas
quedaron atrapados en una verdadera maquina infernal que los aplastd. Por lo tanto, esta
sistematizacion de la represion, la destruccion fisica, moral, educativa, cultural y de identidad se
discutira a través de nuestro modesto analisis, que terminard con una pregunta importante: ;Qué
historia de los pueblos debe transmitir la educacion a las siguientes generaciones para que el
término "nunca mas" no sea una ilusion y que la paz no sea una palabra vana en el futuro?

“La conception assimilatrice de la colonisation...aboutit en fait a réserver les avantages métropolitains aux colons et a détruire la civilisation des
colonisés. Le phénomene d’acculturation me parait fondamental. Les coups portés a la civilisation musulmane qui constitue un bloc, ont été sans
doute ressentis plus profondément que 1’exploitation économique.” C. A. Julien interviewé in Jeune Afrique: p.63 du 08-06-1974.

“Toutes les populations qui n’acceptent pas nos conditions doivent étre rasées. Tout doit étre pris, saccagé, sans distinction d’age ni de sexe:
I’herbe ne doit plus pousser ou ’armée frangaise a mis son pied...Voila mon ami comment il faut faire la guerre aux Arabes: tuer tous les
hommes jusqu’a 1’age de quinze ans, prendre les femmes et les enfants, en charger les batiments, les envoyer aux iles Marquise ou ailleurs. En un
mot, anéantir tout ce qui ne rampera pas a nos pieds comme des chiens.” Montagnac, L.-F. De, 1998. Lettres d’un soldat. Algérie (1835-1845).
Ed. C. Destrimeau.

Introduction

Dé¢s son arrivée en Algérie, la colonisation a mis en place un systéme de répression a outrance
contre la population indigéne, spoliant ses terres, massacrant ses tribus, interdisant sa libre
circulation, détruisant son systéme d’enseignement, briilant ses archives et ses bibliotheques (les
soldats s’en servaient pour se chauffer et pour préparer leur repas) et transformant sa vie en
véritable enfer. Paralléelement a une violence continue d’une rare intensité, elle s’est attelée a
détruire son identité en s’attaquant a son éducation et a sa culture. C’est dans un objectif
d’anéantissement total de 1’autre qu’elle a ceuvré ainsi durant cent trente-deux ans (de 1830 a
1962). Ce n’était pas une guerre ponctuelle mais un acharnement continu contre I’existence-
méme de cet autre. L’exterminer, a été non seulement envisagé mais mis en pratique pour une
grande partie de la population. Des expéditions militaires tuaient en masse, hommes, femmes et
enfants sans distinction, rasaient les villages, empoisonnaient les puits, brulaient les récoltes,
poursuivaient les fuyards qui se réfugiaient dans les grottes dont on fermait les entrées avec des
fagots de bois auxquels on mettait le feu. C’est ce que la colonisation appelait « des opérations
de pacification » du pays. Au nom de la paix et du bien-étre du colon, toutes les exactions étaient
permises!

Notre contribution vise a revenir un peu sur ce systéme basé sur de multiples et récurrentes
violences contre I’indigéne algérien qui, dépouillé de ses biens et de ses terres les plus fertiles,
rejeté de la sphére citoyenne, fut déclaré incapable de pensée, d’éducation et de culture. Son
infériorisation va passer par la volonté tenace de I’effacement de son systéme d’éducation et de
sa propre identité. Sa langue fut interdite d’enseignement et son éventuel acces a 1’instruction
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dans les établissements frangais, rencontra une résistance des colons qui avaient peur de I’effet
de I’appropriation du savoir par les colonisés. Ils avaient peur de I’éducation car c’est de cette
derniere que nait chez I’individu, le désir de se libérer du joug de la domination. L’éducation est
la clef de la liberté et de la dignité. Le prix Nobel, Amartya Sen base ses travaux sur la liberté et
I’éducation est traitée de fagon secondaire dans ses écrits. Or, I’expérience de I’histoire de
I’humanité, a démontré que c’est I’éducation qui précede la liberté et la prépare. Sans instruction,
sans savoir, sans culture, I’homme est a la merci de la domination et de la misére. Le savoir
libére celui qui le posseéde. L’éducation éléve les peuples vers la dignité, le progres et la
civilisation. La colonisation frangaise a compris cela et s’est acharnée a détruire en profondeur
les acquis éducatifs et culturels de I’indigéne algérien. C’est surtout grace a cela qu’elle a pu
durer presqu’un siecle et demi en Algérie.

Le colon avait un probléme de communication avec ses sujets auxquels la loi des travaux forcés
s’appliquait. Ne voulant pas s’abaisser a apprendre la langue du dominé, il a pu « franciser » une
petite partie de la population locale pour en faire I’intermédiaire entre lui et ses serviteurs. Des
¢écoles primaires pour enfants indigénes - devant transmettre le minimum du programme qui était
destiné aux enfants européens - ont pu voir le jour pour fermer aussitot leurs portes, faute de
budgets et surtout de volonté coloniale. Une farouche opposition argumentait en effet que la
France en Algérie n’avait besoin que de bras a exploiter et non d’esprits qui réfléchiraient et qui
a un moment ou un autre pourraient se retourner contre elle. De rares indigénes comme les
enfants de Caids et de petits « notables » conquis a sa cause, nommes ainsi pour mieux imposer
sa loi et dominer la population sur place, eurent acceés a I’école. La grande majorité de la
population fut abandonnée a 1’ignorance, a 1’exploitation et a la répression continue. Les grandes
famines firent le reste (celles de 1834, 1837, 1851, 1867, 1868, 1893 et autres).

Pour justifier la fermeture des écoles destinées aux enfants indigénes, la colonisation prétendait
et affirmait que c’était la faute des parents algériens qui refusaient d’envoyer leur progéniture a
I’école. N’importe comment, dans ce pays devenu terre désormais frangaise, les lois de Jules
Ferry (qui fut d’ailleurs lui-méme, contrairement a ce que nous pourrions penser, un défenseur
ardent de la colonisation) ne furent tout simplement pas appliquées pour les enfants de ceux
qu’on appelait les Musulmans d’Algérie qui n’avaient de toute fagon aucun statut. Leur
progéniture n’était pas digne d’instruction. La France qui prétendait civiliser les peuples
sauvages des terres qu’elle occupait, refusait I’instruction aux enfants indigénes.

Nous nous baserons sur des témoignages de la colonisation elle-méme et sur quelques documents
récents qui ont tenté de faire la lumiere sur une histoire complexe, sensible, honteuse pour
I’humanité, et qui souléve encore aujourd’hui des réactions a fleur de peau parce que I’histoire
demeure somme toute tue, occultée et non encore totalement dévoilée. Les livres scolaires dans
la France d’aujourd’hui, tentent de camoufler aux enfants ce que fut 1’Algérie pour la France:
une source d’enrichissement au détriment des Algériens qui subirent un systéme répressif durant
132 années.

Nous analyserons 1’action répressive et continue sur le plan physique et moral, de 1’indigene
considéré des le départ comme ignorant et inculte. Et comme la colonisation considérair que
toute race dépourvue de civilisation « doit nécessairement disparaitre » (1), il était appelé a
mourir par les armes ou par la famine. Nous reviendrons sur les concepts qui ont ét¢ mis en
pratique par la colonisation pour inférioriser I’indigéne et I’opprimer. Nous verrons aussi
comment la science est venue au secours de la colonisation pour justifier ces procédés de
répression, de dépossession des biens de ’autre, de destruction de son identité et de tout ce qui
pouvait constituer son humanité. En dernier lieu, nous traiterons de la question délicate de
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I’éducation et de la culture avant la colonisation et durant son occupation de 1’Algérie de 1830 a
1962.

I - Une destruction programmée
1 - Lorsque la répression a outrance devient une « nécessité »

Les actes barbares envers toute une population, reposaient sur des bases dites scientifiques qui
prouvaient son infériorité et son appartenance a I’espéce animale. On ne peut pas traiter sur un
méme pied d’égalité, les civilisés que sont les Blancs et les « hordes d’anthropophages » qui
existaient dans ce pays, dit Bodichon, un docteur respecté par ses clients colons auxquels il
délivrait en méme temps que des ordonnances, des livres de conseils pour exterminer les
indigeénes : « a quoi reconnait-on qu’une race humaine est vouée a la destruction par un décret de
la Providence ? » pose-t-il la question a laquelle il répond en donnant des détails de
I’infériorisation de cette derniére. Il affirmait, et il n’était pas le seul, que la civilisation y
gagnerait si I’extinction de cette race devenait réalité. (2)

Les indigénes, devenus indésirables sur leur propre sol, étaient chassés et pourchassés comme
des bétes sauvages. Leur destruction faisait partie d’'un mouvement de sélection normal dont le
militaire frangais et le colon étaient chargés d’appliquer. C’¢était “un mal nécessaire” que de les
faire disparaitre. L’exemple des Indiens américains et celui de la place devenue libre apres leur
massacre, est évoqué par les théoriciens de la colonisation comme Tocqueville et autres. Ne
devaient survivre que les races supérieures, fortes et civilisées. Il était du droit du Blanc,
d’affamer et de tuer les indigeénes, de les briler, de les fusiller ou de les sabrer. C’était dans
I’ordre normal et 1égitime des exactions coloniales.

Lorsqu’ils ne sont pas massacrés, ces indigenes étaient repoussés vers les terres les moins fertiles
qu’ils tentaient tant bien que mal de cultiver. Ils devaient en plus payer un impdt sur les grains.
Ils avaient également I’obligation de prendre en charge les agents du gouvernement qui les
requéraient a tout moment pour accomplir des travaux de toute sorte. Leur existence se justifiait
uniquement par leur asservissement total a la colonisation. Celle-ci leur niait d’emblée tout droit
a une vie humaine digne, puisqu’ils ne sont de toute facon pas des étres humains. Ils sont
inférieurs aux citoyens francais et a tous les Blancs en général. Alors méme que leur pays fut
déclaré¢ terre frangaise, ils ne pouvaient prétendre a aucun des droits francais. Sujets de la France,
ils ne jouissaient pas des droits individuels et politiques des Frangais.

Le sinistre Code noir de 1785 qui fut promulgué en plein si¢cle des Lumiéres, sous le régne
Louis XIV, (proclamé lui-méme « Le roi Soleil »), pour régler la vie des esclaves de la
colonisation frangaise, inspira le Code de [l’'indigénat qui fut créé au départ spécifiquement pour
les autochtones algériens. Ce Code promulgué le 28 juin 1881, est une institutionnalisation des
inégalités entre les citoyens francais et leurs sujets algériens. Il imposait les travaux forcés pour
ces derniers et le moindre écart de leur part était passible d'emprisonnement ou de déportation. A
partir de 1887, il a servi comme modele d’Apartheid pour le reste des colonies frangaises
(I’Indochine, I’ Afrique de 1’Ouest, la Nouvelle Calédonie, etc.).

C’est une montagne de lois racistes qui n’ont rien a envier a celles du Code Noir. Ce systeme
d'inégalité totale et de répression injuste et 1égale, fut appliqué jusqu’en 1946 alors que les
accords de Genéve du 23/04/1938, avaient mis fin aux travaux forcés. Les lois internationales
sont tout simplement ignorées et bafouées. L’intérét de la France prime.
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Réguliérement punis, les indigeénes n’étaient pas jugés par un tribunal mais par un simple agent
administratif qui pouvait comme bon lui semblait, les punir en pronongant un simple verdict qui
les condamnait au mieux a la prison, au pire a la mort. Arrivait-il & un seul individu d’étre
soupconné de désobéir un tant soit peu a une loi de ce Code? La sanction collective tombait tel
un couperet: sans jugement aucun, sans tribunal ni état d’ame, toute la famille et toute la tribu
¢taient sanctionnées par une saisie de leurs biens, par I’emprisonnement de leurs membres, par
un feu mis a leurs habitations ou par des exécutions sommaires collectives.

Toutes les méthodes de destruction et de massacre furent mises en pratique pour le moindre
prétexte et trés souvent d’ailleurs, sans aucun prétexte sinon celui d’extermination. Le général
Bugeaud (1784-1849), héros national de la France d’alors, reconnu pour ses faits et méfaits, pour
ses crimes de guerre de conquéte, eut droit a des croix d’honneur et a une reconnaissance infinie
de la patrie. Lui qui pronait I’extermination des indigeénes et s’appliquait avec son armée a la
réaliser! Ses actes inhumains et barbares, ses tueries gratuites et ses paroles de haine, étaient
connus de tous et ne génaient ni les colons qui s’en réjouissaient sur place ni la Métropole qui
I’en récompensait généreusement ainsi que ses vaillants soldats. Revenant de leurs expéditions
punitives, ces derniers ramenaient par exemple comme trophées, des colliers d’oreilles arrachées
a leurs victimes. On mettait en concurrence ceux qui avaient le plus de « perles enfilées”. La
barbarie s’en donnait a cceur joie et I’héroisme de Bugeaud est dans tous les esprits des colons.

Que de légions d’honneur, que de croix de reconnaissances, que de cérémonies, que de
remerciements de la part des pouvoirs successifs de I’Etat frangais accordés a ses militaires qui
pratiquaient les pires des exactions sur des étres humains que la déclaration des droits de
I’homme de 1789 disait pourtant protéger! Aujourd’hui, ceux qu’elle choyait et récompensait
pour leurs actes criminels, seraient traduits devant la Cour internationale de la Haye pour
répondre de leurs crimes odieux contre I’humanité.

La population indigéne comptait trois millions d’individus en 1830. Elle fut réduite en quinze
ans, a deux millions. Un génocide non reconnu parce que ceux qu’on tuait a tour de bras et de
canon, n’étaient pas considérés comme des €tres humains.

Tout en réprimant ces indigénes, la colonisation réalisait qu’elle avait besoin de leurs bras pour
la production des biens agricoles. L’exploitation des terres fértiles requérait en effet la force de
travail de ces indigénes qui seront soumis aux travaux forcés. On disait alors que si « I’Arabe
n’existait pas, il fallait ’'inventer. »

Ces pratiques barbares ne choquaient pas les Francais surtout intellectuels, dignes descendants et
héritiers du siécle de la raison et des Lumieres. Louis Salins Molins a analysé avec beaucoup de
clairvoyance et d’objectivité, comment cette raison fut outragée lors de ce méme siécle, avec le
Code noir sous le bras de philosophes considérés définitivement comme “lumineux” et
illuminant avec leurs belles idées, la France et la terre entiére! (3) Nous y reviendrons.

Comme pour ’esclavage, la principale raison qui prévalait a cette situation, était d’abord d’ordre
¢économique. S’approprier les biens des races inférieures était 1’objectif fondamental de la
colonisation. La France avait besoin d’exploiter les terres de 1’ Algérie fertile dont I’abondance,
notamment en blé exporté, lui valut dés I’époque romaine, le nom de « Grenier de I’Europe. » La
convoitise était le mobile premier du rejet et de 1’exclusion des authoctones et de leur massacre
en masse récurrent. De par leur infériorité et de leur état sauvage, ils étaient indignes de posséder
cette terre si riche.

Au début du XIX° siecle, la France subissait une crise économique et sociale grave dont elle
n’arrivait pas s’en sortir. La conquéte de 1’ Algérie fut une belle aubaine. Tocqueville, I’auteur de



Mabherzi, A. Volume 2, Numéro 2, Septembre 2018

De la Démocratie en Amérique, constatait que les problémes sociaux de la France qui dormait «
sur un volcan » avaient trouvé une solution dans la colonisation de 1’Algérie. (4) Cela le fut
effectivement puisque les pauvres, les misérables, les va-nus pieds - qu’un siécle auparavant
Voltaire désignait par le terme de « canaille » - étaient affamés et malades. Ils n’avaient plus rien
a perdre et leurs révoltes successives menagaient de faire vaciller le pouvoir en place. Il fallait
s’en débarrasser a défaut de les éliminer. L’ Algérie fut malgré eux, leur destination privilégice.
Elle fit miraculeusement leur fortune et celle de la France entiére.

Cet admirateur de la démocratie qu’il voulaitimportait en France, cet intellectuel de renom qu’est
Tocqueville, travaillait en fait uniquement pour “I’entre soi” au détriment des autres. Il était
heureux pour la France qui a trouvé une solution a I’importante crise qu’elle traversait. Il disait
quebien vu que celle-ci et les problémes financiers et sociaux de la France, pouvaient étre résolus
grace a cette colonisation. Il ne se souciait guére des crimes qui sont commis par cette derniere.
La fin justifait les moyens.

Tous ceux qui pouvaient menancer la France de I’intérieur, les « gueux », les misérables qui
encombrants le pays, les bagnards, les exclus de la société francaise, les Alsaciens mécontents de
leur sort d’alors, et tous ceux qu’on considérait indésirables, furent ramassés et expédiés dans des
bateaux entiers vers le nouveau paradis nommée Algérie. Ils devenaient du jour au lendemain
propriétaires terriens et maitres des indigeénes qu’ils se mirent trés vite a réprimer, eux qui étaient
si opprimés chez eux. Ils exploitérent la force de leur travail, les poussant sous la menace de
mort, a servir le développement de la colonie et la prospérité de la France. Les militaires étaient
la pour les épauler, les sécuriser et les encourager a devenir les seigneurs des lieux au détriment
des indigenes qu’ils massacraient en masse lors des insurrections et lorsqu’ils n’obéissaient pas
aux lois des nouveaux venus.

2 - Des crimes contre ’humanité assumés

Mais il n’y avait pas que ce seul facteur socioéconomique qui jouait un rdle dans le
comportement inhumain de la colonisation envers les indigeénes. Celui du racisme déclaré et
ouvertement assumé et celui de la haine de I’autre, étaient aussi importants que le premier facteur
car il s’agissait de nettoyer 1’Algérie de tout ce qui n’appartenait pas a la race supérieure des
Européens. Les inégalités entre celle-ci et le reste des autres races, avaient été établies par des «
scientifiques », admises et reprises allégrement par la colonisation qui s’en servait pour pratiquer
toute sorte de dépassements en maticre des droits de ’homme. Ainsi des lois injustes et séveres
contre les races inférieures dont faisaient partie les indigénes d’Algérie, étaient permises et
méme encouragées. Le méme Tocqueville, dira: « L’Européen est aux hommes des autres races,
ce que ’homme lui-méme est aux bétes. »(5) Exactions, assassinats, razzias, tout était permis et
admis comme nécessité absolue. De toute facon, les jeux étaient faits en Algérie. Point de retour
en arriére quoiqu’ait colité la conquéte de cette terre. Le Ministre des Affaires étrangeres, Guisot,
lancera a ce propos a I’Assemblée nationale a Paris: « je dis qu’il n’y a pas a hésiter... vous
I’avez conquise, vous la possédez, il faut que vous la gardiez, que vous la dominiez et que vous
I’exploitiez » (6)

Il fallait une répression féroce a 1’égard des indigénes qui étaient un obstacle a ce que la
colonisation, appelait « la pacification ». Il fallait les assujettir en les privant du minimum vital.
11 fallait s’attaquer a leurs moyens de subsistance, comme 1’ont fait les Etats Unis avec les Noirs
et les Indiens d’Amérique, recommandait Tocqueville, député alors a la méme Assemblée
nationale. (7) Il conseillait aussi de leur couper tout moyen de communiquer entre eux,
d’empécher leur commerce, de détruire leur ville, de leur rendre impossible toute production
utile. Voila un programme que 1’armée frangaise dont il défendait et excusait les actes, n’a pas
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hésité a appliquer avec zele. Selon lui, la législation s’appliquant aux Européens devait étre
différente de celle qu’on devait appliquer aux indigénes. Les régles ne pouvaient en aucun cas,
étre les mémes puisqu’il s’agissait de deux races différentes, ’'une supérieure et l’autre
inférieure. A propos des méthodes de 1’armée frangaise « qui briile les moissons, qui vide les
silos...et qui s’empare des hommes sans armes, des femmes et des enfants » il dit: « ce sont la
selon moi, des nécessités facheuses, (soulignés par nous) mais auxquelles tout peuple qui voudra
faire la guerre aux Arabes sera obligé de se soumettre. » (8) On coupait les figuiers, les oliviers
et méme les cactus. Le sabre et la famine, étaient deux armes efficaces pour « pacifier » ce pays
de sauvages!

Opprimer, liquider en masse hommes, femmes et enfants, affamer la population sur tout le
territoire en lui arrachant ses terres, en brilant son cheptel et ses potagers, devenaient des actes
nécessaires et vivement recommandés. Une nécessité par laquelle devait passer ’armée francaise
qui maintenait la terreur et la répression de facon continue. Cette barbarie était ouvertement
excusée, encouragée et applaudie a Paris par des députés a I’ Assemblée national, haut lieu des
droits de ’homme!

L’Etat colonial avait droit de vie et de mort sur I’indigéne. Internement administratif,
responsabilité collective, saisie de ses biens, destruction de ses moyens de subsistance devaient
I’affaiblir et le soumettre définitivement. Il s’agissait de préserver la colonisation. Tous les
moyens €taient permis et leurs résultats loués par des intellectuels et des politiques de tout bord.
Paris, capitale de Lumicéres et de la célebre Révolution de 1789, promulguait des lois et donnait
des conseils pour honorer son systéme de répression et broyer toute une population. L’indigéne
devait obéir ou périr.

ITI — Le coup le plus dur
1-1a destruction délibérée de I’identité de I’indigéne
Durant cent trente-deux ans, la population en Algérie était restée divisée en deux parties:

-celle des Européens minoritaires malgré la politique de peuplement menée par la France qui
intégrait toutes sorte d’aventuriers venus des pays européens (des Espagnoles, des Italiens, des
Maltais et autres). Tous devenant citoyens frangais a part entiere parce qu’appartenant a la race
des Blancs qui devait étre privilégié¢e et dominatrice;

-et celle des indigénes majoritaires, infériorisés, appauvris et serviteurs habitant [’humiliation et
I’indignité. Ils subissaient une politique d’asservissement que Frangois Chervériat (9) compare a
celle des serfs de I’époque féodale. Ils ne pouvaient ni circuler librement sur ce que fut leur
propre terre, ni s’établir quelque part, ni accueillir un étranger dans leur foyer sans autorisation
de I'occupant. Prisonniers dans leur pays, ils ne communiquaient que trés peu entre eux et ne
connaissaient que la misere et les ordres du colon.

Mais le coup le plus dur que la colonisation leur a infligé, c’est la création d’un Etat civil pour
effacer leur identité. Une vaste entreprise de dénigrement de I’ Autre et du refus de le reconnaitre
comme sujet/citoyen a part enticre, avait ét¢é menée durant toute la colonisation. Une riche
littérature officielle, de militaires, d’intellectuels, de particuliers, et de voyageurs a la recherche
d’exotisme, traduisaient ainsi une volonté délibérée de lui faire inculquer son infériorité.

Laisser en vie ce qui restait de cette population indigéne, ne signifiait pas pour autant I’arrét des
répressions, les assassinats individuels ou en masse, se continu¢rent durant toute la durée de la
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colonisation car I’indigéne a été dés le départ considéré comme I’ennemi a abattre en toute
circonstance et avec n’importe quel moyen. Sa présence était dangereuse pour la race supérieure.
Les femmes blanches devaient étre protégées de ce fléau qu’est I’Arabe. Elles ne devaient
surtout pas se laisser approcher par ces barbares qui risquaient de contaminer la race pure des
Occidentaux.

Cette fagon d’agir et cette vision allaient avoir des effets non seulement sur les relations qui
seront toujours conflictuelles entre colons et colonisés mais aussi sur I’avenir de la colonisation
elle-méme. Victime d’une humiliation séculaire, de représentations négatives, de dévalorisations
constantes, de répressions récurrentes, 1’indigéne n’a eu de cesse en effet de s’insurger contre les
conquérants. Il n’avait plus rien a perdre. « Mille cavaliers ne sauraient dépouiller un homme nu
» disait Fromentin dans Une année dans le Sahel. (10) La France ne dormait en Algérie que d’un
seul ceil. Elle maintenait la répression méme en temps de calme, craignant I’ennemi qu’elle n’a
pas réussi a totalement exterminer.

Signalons que ses craintes ¢taient justifiées par le fait que les Algériens ne désespérerent pas de
chasser leurs bourreaux. Il est connu que lorsqu’on opprime un individu, un groupe, une
communauté, une population, un effet de boomerang finit par se produire. La violence regue est
alors un jour ou I’autre renvoyée a son auteur premier car la haine appelle la haine et la violence
ne peut produire que de la violence en retour. D’insurrection en insurrection, les indigeénes
finirent par se soulever pour de bon mais 1a n’est pas I’objet de notre analyse. Des écrits
nombreux existent sur le sujet du soulévement de 1954 en Algérie et de la guerre de sept ans qui
s’en suivit et qui finit par vaincre les colonialisme.

2 - La constitution d’un Etat civil et ses implications

La constitution d’un Etat civil dés 1882 avait pour objectif apparent, le controle des indigénes
mais la domination des terres faites et sa justification établie, 1’instauration de cet Etat civil
devait atteindre I’identité¢ du moi de I’indigéne dans sa profondeur. Certes, I’armée et les impOts
allaient en étre les principaux bénéficiaires, mais c’était surtout un grand coup porté a la
personnalité de I’autochtone algérien.

Les bureaux arabes qui furent créés pour contrdler la population autochtone, étaient chargés aussi
de I’enregistrement de ces derniers dans I’Etat civil. L’indigene, devait déclarer obligatoirement
mariage, naissance, divorce et déces. Des sanctions pénales étaient prévues s’il ne s’y conformait
pas. Ceux qu’on désignait par “les Musulmans d’Algérie” avaient déja leurs noms
patronymiques. Ils se retrouverent affublés pour la plupart d’un autre nom patrimonial. Les
agents chargés de I’enregistrement de cet état civil, donnaient des noms d’animaux, des noms
insultants, des sobriquets & des gens qui ne demandaient pas a étre renommés. Ils devaient
désormais s’entendre appeler « Kebch ou Mouton », « Ras al-Atrous ou Téte de bélier », «
Boumaaza » ou le pére de la cheévre », « Majrab » ou Teigneux », « Aayab ou Boiteux, » «
Boukhnouna » ou Morveux », « Khamouj » ou Saleté, etc. (11)

La France, en créant cet Etat civil spécialement pour les indigénes, avait en vérité perfectionné
les formes de leur aliénation. Ce ne sont pas uniquement leurs terres et leurs biens qui furent
saisis. C’était leur propre moi qui fut atteint profondément. Dans son ouvrage: Dépossession du
monde (1965 : 92), Jacques Berque analyse ce théme de la dépersonnalisation et de 1’aliénation
qui « rend compte d’autres aspects plus amers »(12) car ’asservissement s’incrustait dans 1’ame
méme de I’individu qui finit a la longue par prendre I’habit que lui a préparé I’autre, qui rentre en
quelque sorte dans le moule que lui a fabriqué son dominateur.
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Ces noms injurieux, inventés de toute piece par le colon, marquaient le sceau de la pire des
aliénations. C’était une opération voulue d’une rupture avec le lignage habituel et une exclusion
du champ de la parenté ascendante. C’était une coupure aussi avec 1’appartenance au genre
humain puisque I’inscription dans 1’espéce animale est confirmée par l’enregistrement qui
donnait désormais ’autorisation officielle de désigner 1’autre comme un aniaml ou simplement
comme une entité « puante, morveuse, sale et corrompue. »

L’Etat civil indigéne, est celui de la stigmatisation, de I’esclavage, de ’humiliation et de la
perversion. Il constituait un véritable coup de massue pour I’identité algérienne. L’estime de soi
qui valorise en général I’individu, avait été en quelque sorte broyée. Son absence, crée des
troubles psychiques que le psychiatre Franz Fanon a bien analysés et dénoncés dans son oeuvre.
Comment un individu peut-il avoir une image positive de soi-méme lorsqu’il a intériorisé ce que
I’autre lui renvoie une image négative et dévoyée de sa propre identité, lorsque cet autre le voit et
le désigne par un nom qui signifie par exemple: géniteur d’une chévre (Bou Maaza) ou d’un
bouc (Bou Atrous) ou au mieux d’une vache (Bou Bagra)?

Les Algériens contournérent comme ils purent cet état de fait, celui de la dégradation et de
I’indignité, en continuant a s’appeler entre eux par leurs noms d’origine et en ne déclarant
souvent ni la naissance ni la mort de leur progéniture. Découverts dans leur désobéissance a la
loi, ils étaient évidemment punis sévérement.

Apres I'indépendance, quasiment toute une génération s’était retrouvée sans date de naissance.
Ils étaient tous « présumés » et on fixait leur venue au monde par rapport a un événement
important. Certains étaient ainsi rajeunies de quelques années, d’autres étaient vieillis. Les
parents qui comprirent qu’il fallait désormais s’inscrire et inscrire leurs enfants dans I’Etat civil
de leur pays libéré se repéraient a des moments marquants qu’ils avaient vécus: un tel serait né «
« ‘am ej-jerad » ou « I’année des sauterelles », un autre serait né « ‘am ech-char » ou « I’année
de la famine » et un autre est venu au monde « ‘am al guirra » ou « I’an de la guerre. »

Ceux qui avaient demandé une inscription sur 1’Etat civil algérien, s’étaient retrouvés
pratiquement tous inscrits comme « présumés » de telle ou telle année, sachant que dans 1’esprit
collectif de ceux qui se souvenaient uniquement d’un événement marquant lorsque leur enfant
¢tait né, le temps n’était pas celui du calendrier mais pouvait s’étendre sur plusieurs années a la
fois. « «’am al guirra » ou « I’an de la guerre » par exemple, était d’une durée égale a celle de la
deuxiéme guerre mondiale. Cette situation concernait une bonne partie de la population indigéne
n’était pas inscrite dans les registres de 1’Etat civil instauré par la France. Ceux qui n’ont pas pu
y échapper parce qu’ils n’ont pas pu se sauver des souks ou on les ramassait dans des camions
pour les amener devant les bureaux arabes se faire enregistrer de force, ont vu le picge se
refermer sur eux et ils n’avaient le choix que de s’entendre appeler par le colon par une insulte,
par un nom d’animal ou une simple injure. Une maman disait que sa fille était née “lorsque les
feves, avaient la grosseur d’un ongle!” Le flou et I’incertitude entouraient ainsi la date naissance
des générations nées sous I’occupation.

L’enregistrement dans I’Etat civil spécifique aux indigenes, n’eut pas de succes auprés de ces
derniers qui le fuyaient au risque de subir la foudre du colon dominateur. Clandestins sur leur
propre territoire, ils évitaient au maximum d’avoir affaire a ’administration coloniale. Ceux qui
ont été pris au piege de celle-ci, furent touchés au plus fort de leur perxonnalité. Leur situation
n’a d’ailleurs pas fini d’étre complexe méme aujourd’hui car récupérer a tout point de vue leur
identité, leur pose probléme ainsi qu’a leurs enfants. Se faire appeler a 1’école « Saleté » ne va
pas de soi, surtout dans les cours de récréation ou les élééves ne pratiquent génralement pas la
compréhension entre eux. Les tribunaux sont appelés au secours par certains concernés pour
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changer ces appellations aberrantes, mais beaucoup abandonnent par habitude, par hébétitude et
surtout par manque de moyens. Le nom en Islam étant trés important et le prénom I’est
¢galement. Chaque musulman a le devoir de nommer sa progéniture de facon agréable et positive
et le Coran dit au verset 11 de la sourate 49: « ne vous dénigrez pas et ne vous lancez pas
mutuellement des sobriquets.”  Les sopbriquets et le dénigrement s’étaient pourtant
institutionalisés pour les authoctones de 1’Algérie francaise. L’image que le colon s’était faite
d’eux, s’est concrétisée sur le terrain par un Etat civil méprisant et injurieux que 1’Algérie
indépendante devrait d’ailleurs réviser de facon officielle et génralisée avec 1’accord des
concernés, sans que ces citoyens soient obligés de débourser des sommes €énormes aux avocats
qu’ils solliciteraient.

Le plus grand mal du colonisé, disait Frantz Fanon, « est d’exister dans le regard du colon » (13)
Regard qui atteignait son psychisme, ce qui le renvoyait souvent au silence et a une posture
immobile que le méme colon interprétait comme étant celle de la paresse et de la fainéantise
“naturelles” disait-il, chez les Arabes. Fromentin, homme de lettres et artiste de renom, qui avait
débarqué en Algérie des la conquéte frangaise, ne donnait pas le méme sens a ce phénomene
qu’il avait remarqué et qu’il admirait parce qu’il considérait que c’était la une forme de
résistance silencieuse qui se maintenait dans la durée. Dans Regards croisés (1992) nous avons
expliqué la position anticolonialiste de cet artiste a une période ou il était de bon temps de se
proclamer anti Arabe et anti Islam et ou ceux qui désapprouvaient les méthodes barbares de la
colonisation, étaient considérés comme des traitres. Ils étaient en vérité, si peu nombreux car la
frénésie colonialiste ne laissait pas de place a la raison et encoré moins a I’empathie.

L’action de dépersonnalisation est une agression caractérisée contre 1’élément primordial qu’est
I’identité de tout individu. Le nom patronymique est une donnée anthropologique fondamentale
ou ce dernier puise son énergie et ou toute sa dynamique identitaire se joue. La coupure de
I’Algérien de son lignage, 1’effacement délibéré de son ascendance, le reniement par 1’autre de
ses racines, la contestation totale de son étre, devaient remettre en question I’équilibre de sa
personnalité et I’estime de soi. Une résistance par I’attachement a sa religion et a sa culture, était
souterraine. Elle se maintenait vaille que vaille, de facon clandestine, dans les zaouias ou
confréries, dans les écoles coraniques privées et dans les foyers ou les enfants recevaient
I’essentiel oralement de I’éducation islamique et des bribes de leur histoire.

N’importe comment, cette volonté d’anéantissement de 1’étre profond de l’indigene, a été
longtemps « pourvoyeuse des hopitaux psychiatriques » (14) Cest a ce titre que le psychiatre
Frantz Fanon a procéd¢ a la déconstruction de la psychiatrie coloniale qui était en vogue alors et
qui portait le pompeux titre de « ’Ecole d’Alger. » Elle continua & fonctionner avec les mémes
schémas racistes jusqu’aux années soixante-dix du si¢cle dernier ou le colonis¢ fut déclaré
comme congénitalement débile alors que c’était la colonisation elle-méme qui était en cause.
L’effroi colonial a causé des traumatismes inconmensurables et difficiles a réparer selon le
méme docteur qui adressa une lettre de démission du poste de directeur général de 1’hdpital
psychiatrique de Blida, au gouverneur général d’alors. C’était en pleine tourmente de la guerre
d’Algérie. Il argumenta avec courage et humanité, que tant que I’oppression et la répression
coloniales s’exercaient sur les indigénes, les efffets dévastateurs sur ces derniers ne peuvaient
étre soignés. La pathologie disparaitraient avec celle de la colonisation elle-méme. Il devint dés
lors “un traitree et une persona non grata.

Pour Frantz Fanon, qui a tiré ses conclusions en se basant sur son son exercice de médecicin
psychiatre et sur ses observations sur le terrain, les malades indigénes avaient perdu tout repere.
Leurs troubles psychiques étaient dus a la colonisation elle-méme, & son aveugle et durable
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répression et a sa volonté continue d’effacer leur identité premiére. Dans sa lettre de démission
de la direction de I’hdpital psychiatrique de Blida qui lui avait valu toutes les inimités coloniales,
il affirmait que tant que la colonisation existait, tant que la répression continuait, parler de soins
psyciatriques est un non sens et une aberration puisque la cause profonde des troubles était 1a,
presente, tenace et bien ancrée dans D’esprit de cet indigene. La réhabilitation et la
réappropriation de son moi, son équilibre psychique ne peuvent se réaliser que lorsque cette
cause disparaitra totalement. Ce qu’il a osé¢ dénoncer, a été considéré comme un crime de lese
majesté. Il en paya les frais.

III - L’indigene « as-sujet-ti »
1-L’indigéne disqualifier et dépossédé ’autre de sa qualité d’humain

Nous I’aurons compris, I’indigéne ne pouvait durant la colonisation, prétendre a 1’état d’un sujet
indépendant, d’un individu équilibré, digne, responsable et libre. Il avait perdu non seulements
ses biens et ses terres mais aussi son nom d’origine, sa langue et sa culture. Il n’était plus sujet,
mais objet sur lequel on agissait.

Le sens du terme sujet est polysémique. Lorsqu’il s’agit de désigner un sujet a part enticre, cela
renvoie a une construction sociale et psychologique et non a un état figé. Il est intimement li¢ a
I’identité de I’individu qui est elle-méme un construit évolutif, un processus et non un attribut «
congelé » définitivement. La langue francaise est déroutante pour un non-averti car un méme
mot peut signifier, selon le contexte, la chose et son contraire. Ce qui n’est pas le cas en langue
arabe par exemple ou le “fa’il” ou “sujet”, demeure toujours “sujet”, I’auteur incontesté d’une
action donnée. Il y a d’autres termes pour désigner son état lorsqu’on exerce sur lui une
quelconque action. Il devient alors “maf’oul bihi” (ou “objet sur lequel on agit”). En frangais, il
n’y a pas cette diffférentiation terminologique et le mot « sujet » peut désigner les deux
situations: tantOt celui qui agit et tantdt celui sur lequel on agit. Celui qui agit est un sujet
supposé étre libre. Celui sur lequel on agit est par contre dépendant et souvent soumis a I’autorité
d’un tiers qui en a fait son objet.

La définition du Larousse affirme que le sujet est 1’individu qui est capable de pensée et de
conscience mais il y est ajouté que lorsqu’on dit qu’il est sujet de quelqu’un ou d’une autorité,
cela signifie qu’il y est soumis. C’est I’exemple de la sujétion a un pouvoir, a une autorité, a un
dominant. Il s’agit 1a de contrainte, d’assujettissement a une nécessité qui lui est extérieure.
C’était le cas de I’ Algérien colonisé qui de sujet et d’acteur a part entiere dans le peil sens de la
langue arabe, était devenu dans le contexte colonial, objet sur lequel on agissait librement sans
prendre aucune considération sur son appartenance au genre humain.

Lorsqu’on dit: il est sujet de tel ou tel verbe d’action, on notera qu’il est acteur et qu’il est normal
qu’il agisse. Le “il” porte ici I’entiere responsabilité de son action; il est de ce fait considéré
comme ayant des devoirs et des droits. Il est libre. Or, dans ’ordre des choses et des intéréts
coloniaux, droits et devoirs citoyens, n’étaient pas accordés au “sujet” indigene parce que dernier
¢tait assujetti au pouvoir frangais et au bon vouloir du colon qui lui, demeurait sujet a part
entiére, dominant et dominateur.

L’expression « sujet colonial », référe donc ici a un état d’assujettissement et de soumission au
colonisateur.Les indigénes étaient des sujets de ces derniers et leur destin leur échappait,
dépendant entierement de son autorité qui en faisait de simples objets, des instruments a son
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service, de simples bras, des bétes de somme, excercés pour les travaux forcés. Telles étaient les
représentations des « sujets » colons quant a leurs « sujets » indigénes.

Signalons que les représentations, ne sont pas la réalité de I’objet vu mais seulement I’image que
nous nous faisons de la réalité de cet objet. Re-présenter un objet c’est le présenter a nouveau,
c’est le re-produire non pas a I’identique mais a notre fagon propre, c’est lui donner notre version
de sa personne, c’est lui imposer notre cachet, celui de notre contexte, de notre idéologie et de
notre maniére de voir, de concevoir le monde. La France concevait le monde colonisé comme sa
propriété privée et en faisait ce que bon lui semblait selon I’image qu’elle s’en était faite et
qu’elle a forgée sur le terrain en s’aidant de son éducation et de ses “sciences”. Elle le re-gardait
selon la construction qu’elle s’en est faite et comme elle le voulait et non comme il était
réellement.

Comme souligné, plus haut, ces représentations ne sont pas banales sur plan de 1’action exercée
sur le psychisme des individus devenus “sujets assujettis”. Elleq lui sont néfastes au plus haut
degré car ce dernier s’y voit et finit pas adhérer a I’image qu’on lui renvoie. C’est 1a I’explication
du malheur de son existence dans le regard du colon.

2 - Re-garder I’objet indigéne

Re-garder I’objet, c’est le garder a nouveau, c’est se I’approprier, c’est le re-présenter, lui donner
son empreinte, c’est le colorer de son imagination, de ses convictions, de son idéologie, de ses
pensées. Que reste-t-il alors de la réalité de 1’objet lui-méme? Une image! Une image dénaturée.
(15) Dans les verbes re-présenter, re-produire, re-garder, la présence du préfixe « re »
compromet en elle-méme cette réalité car le sujet se rapporte a un objet par 1’acte de la pensée
elle-méme ou les choses se travaillent pour donner ensuite forme a I’image de cet objet qui a été
donc a été re-vu, re-gardé, re-produit selon notre angle de vue. Il se donne en fin de compte a
voir, tel qu’il n’est pas dans sa réalité premicre. C’est une falsification a son insu, de sa réalité.

Il faut ajouter a cela que tout « regard » posé sur un individu, une communauté, une population,
est le produit non pas d’une seule personne mais en trés grande partie, celui de la société dans
laquelle vivent les différents individus, “re-gardeurs.” Cela renvoie a 1’idée de sens et de valeur
que nous donnons aux choses et aux étres humains et qui nous est inculquée de fagon explicite
ou implicite par notre éducation et notre contexte familial et social. Pour I’Algérie coloniale,
c’était dans I’air du temps et dans I’ordre des choses de déconsidérer, de mépriser, de railler et
d’exclusre ceux qui ne s’inscrivaient pas dans les critéres de la « Blanchitude ou Whitness »,
cette construction sociale propre a I’Occident. (16)

C’était dans la normalité du regard occidental de déconsidérer 1’altérité assujettie. Pour féter le
centenaire de la colonisation (1930), les Francais de toutes les régions et de toute catégorie
socioprofessionnelle, affluaient de partout pour visiter les pavillons ou 1’on exposait des étres
humains amenés des colonies pour distraire la galerie et leur montrer la gloire de leur pays. On y
exhibait tels des animaux, outre les Noirs, des indigenes d’Algérie et d’ailleurs qu’on amenait
avec leurs tentes et leurs miseres, pour amuser le regard de ces spectateurs habitués depuis trés
longtemps au mépris de ’autre, a I’exotisme et aux curiosités coloniales. Les spectateurs ravis,
regardaient et s’amusaient de ces spectacles qu’offraient ces “sujets,” bizarres, étranges,
sauvages, inférieurs a eux puisqu’ils ne leur ressemblaient pas. L’égo est flatté, hypertophié, il
sombre dans 1’aveuglement. Quoi de plus « naturel » que de se sentir supérieur a tout ce zoo 0%
I’autre est déshumanisé? L’image sur cet autre, se construit par ce que la société nous suggere et
nous impose souvent malgré nous. Les risidus de cette image sont encore d’actualité. Qui a dit
que nous avons radicalement changé quant a notre perception d’autrui?
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Le regard que nous portons sur les objets ne reléve donc pas seulement de notre ressort mais
aussi et avant tout de celui de la société qui I’a forgé insidueusement en nous et des valeurs
qu’elle nous a transmises et qui nous ont imprégnés ’intérieur. Il est vrai que nous sommes le
produit de notre contexte. Mais ce regard n’est pas une fatalité. Un travail sérieux sur ce construit
social, sur nous-mémes est posible, faut-il encor¢ le vouloir.

Notre liberté s’inscrit dans ce dépassement-certes difficile mais réalisable - de ce que nous avons
recu comme préjugés, stéréotypes et clichés sur 1I’Autre que nous rejetons parce qu’il nous est
différent. C’est la remise en question de ce que nous sommes et de ce que nous avons vécu
comme expériences négatives pour 1’altérité que nous pourrions découvrir qucelles-ci sont
contraires aux valeurs humaines et surtout qu’elles peuvent facilement se retourner contre nous-
mémes. Il s’agit d’un travail d’un travail en profondeur sur mous-mémes pour extirper
définitivement de nos profondeurs, ce construit social, cette négation de I’autre. C’est un travail
qui requiert clairvoyance, sens critique, exigence et volonté sans faille Et surtout beaucoup
d’humanité. Ce sera 1’ceuvre d’abord de I’éducation d’ou la nécessité¢ d’une réforme globale des
systémes éducatifs qui doivent prendre en charge 1’objectif principal du respect de la personne
humaine, la non-violence par I’apprentissage de la différence de I’altérité qui est d’abord. Car
I’autre est un “je” et ce n’est pas seulement un jeu de mots.

Beaucoup d’expressions désignent cette €ducation a 1’autre qui demeure malgré des efforts
certains d’individus, d’associations, d’Ong, d’organisations internationales comme 1’Unesco,
I’Unecef, demeure un veeu pieux. L’éducation interculturelle, 1’éducation a la paix, I’éducation
comparée, 1’éducation transversale, 1’éducation internationale, I’éducation au vivre ensemble,
visent toutes le méme objectif: le respect d’autrui non pas dans ses agissements négatifs mais
dans ses différences anthropologiques, culturelles et cultuelles. Celles-ci sont une richesse pour
notre humanité en désarroi parce qu’elles ne sont pas intégrées comme apprentissage officiels
dans les cursus scolaires et par conséquent, ignorées par les enfants qui reprocuisent ce que leurs
ainés leur montrent comme refus de I’ Autre. Ces enfants, doivent apprendre trés tot a respecter
I’altérité¢ qui fait partie d’eux-méme et dire a la maniere de Certeau « si tu m’es différent, tu
m’enrichis. » (17)

C’est aussi dans cette reconstruction de nos représentations que nous pourrons réclamer notre
humanité. Elle s’y réalise grace a un regard qui saura qu’en dénaturant et en diminuant cet autre,
c’est nous-mémes que nous renions et rejetons. Dans toute son ceuvre, le méme Frantz Fanon cité
plus haut, interrogeait a juste titre 1’étre humain en général en I’interpelant ainsi: « si tu ne
réclames pas I’homme qui est en face de toi, comment veux-tu que je suppose que tu réclames
I’homme qui est en toi ? »

Dans le cadre de la colonisation, il va de soi que c¢’était une époque ou toute une société
consentait et participait a renforcer les images négatives sur 1’autre, cet indigene ou ce Negre
qu’elle cotoyait, dont elle s’était approprié les biens et la force du travail. Cet autre qu’elle a
asservi par I’oppression parce qu’il ne lui renvoyait pas sa propre image et qu’il n’était pas dans
cette « mémeté » qu’explique Michel Foucault a propos de Don quichotte de Cervantes dans son
ouvrage Les mots et les choses. « Mémeté » qui s’inscrit dans I’errance et la folie et dont I’ego se
rélétant dans une goutte d’eau, se croyait maitre des océans.

III - Légitimation de I’infériorisation de ’autre par la science

1 — Les actes barbares de la colonisation trouvent leur justification
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La colonisation s’est faite en plein XIX° siécle, celui du scientisme triomphant qui a établi entre
autres « vérités » et a coups d’études « sérieuses » que I’humanité n’est pas une mais divisée en
plusieurs classes inégales. Des classifications et des hiérarchisations des étres humains
s’¢élabor¢rent en toute bonne conscience et « objectivité » par des pseu-do savants et
académiciens pour ne pas dire par des charlatans dangereux. C’est I’ethnocentrisme dans toute sa
gloire qui se justifiait par I’infériorisation de 1’autre. C’est la montée des idéologies racistes qui
avaient pris racine bien avant le XIX° si¢cle avec 1’avénement de I’esclavagisme et qui y ont
trouvé terrain favorable a leur pleine expression. Les siécles précédents ont vu en effet prospérer
I’esclavage des « Negres », exploitables a merci pour la production du cacao et de la canne a
sucre. Ils étaient sanctionnés au moindre écart par des coups de cravache et/ou par la pendaison
pure et simple au gré de I’humeur de leurs maitres qui abusaient par ailleurs sexuellement de
leurs femmes porteuses de leurs semences vouées plus tard aux travaux forcés et a I’esclavage.

Au XIXI° sieécle, Ernest Renan, intellectuel francais de renom, qui avait obtenu tous les honneurs
de la part de sa mére patrie et dont 1’anti sémitisme et 1’islamophobie et le racisme étaient
notoires, disait: « nous aspirons non pas a 1’égalité¢, mais a la domination. Le pays de race
étrangere devra redevenir un pays de serfs, de journaliers agricoles ou de travailleurs industriels.
Il ne s’agit pas de supprimer les inégalités parmi les hommes, mais de les amplifier et d’en faire
une loi. » Pour lui, la race supérieure, celle des maitres et des soldats, « c’est la race européenne.
» (18) C’est si clair et si tranché! C’est surtout surprenant de la part d’un philosophe chantre de
la raison et des lumieres!

Le racisme de ce XIX° siécle, suivait en toute logique et en toute bonne conscience son
prédécesseur qui, comme signalé plus haut, avait innové en promulguant le fameux Code noir,
qui bien ancré dans les esprits, autorisait toutes les dérives, honorait ses chantres et justifiait tous
les actes inhumains commis par 1’esclavagisme et la colonisation. Son aboutissement est la quasi
extermination de plusieurs populations dont I’algérienne n’est pas des moindres.

Depuis 1830, I’Algérie se peuplait d’enfants blancs, « héritiers des Romains » comme
I’affirmaient des écrivains colonialistes, des intellectuels et des politiciens parisiens. Enfants
blancs qui devaient remplacer ceux des indigénes. Beaucoup prédisaient qu’a 1’image des
Indiens d’ Amérique, ces derniers étaient appelés a disparaitre totalement. Plus de dix millions est
le nombre total des autochtones, passé de vie a trépas par la main de la France meére des droits
des humains.

2 - Systématisation de la disqualification de ’autre.

Le verbe dis-qualifier signifie la dépossession d’un objet ou d’un individu, de sa qualité premicre
qui le caractérisait et le valorisait. Concernant 1’individu, il s’agit de celle qui fait de lui une
personne a part entiére. Une personne qui appartient a une histoire, a une culture, qui a dans son
for intérieur, une estime de soi et qui se réfere donc a une identité individuelle et collective en
construction sensée étre toujours positive.

Disqualifier quelqu’un vise a lui renvoyer une image négative de lui-méme, a le mépriser, a le
dénigrer et a le rabaisser pour mieux le spolier de son identité, de ses biens, pour mieux
I’exploiter ou simplement I’¢liminer lorsque sa présence devient génante.

Le verbe dé-posséder lui-méme, lorsqu’il s’applique a quelqu’un, veut dire enlever a ce
quelqu’un ses biens et/ou le priver de ses droits les plus élémentaires. C’est lui nier sa qualité de
sujet humain, responsable et libre tout simplement. Cette dépossession fut le cas pour les
indigénes algériens et pour tous ceux que les Frangais ont soumis a leur dictat colonial de par le
monde.
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Parmi les tares les plus condamnables chez I’indigéne, son appartenance a la religion musulmane
est la plus manifeste. La haine que le colon vouait a cette derniere n’est pas nouvelle. Depuis son
avenement, celle-ci fut la cible de préjugés et de stéréotypes les plus extravagants. Elle est
percue par le colonialisme comme étant une barriére a « la pacification » de I’Algérie puisque
I’indigéne s’y accrochait pour résister a sa domination.

Tout ce qui constitue les caractéristiques a 1’éducation, de la religion et de la culture de
I’indigéne, est rabaissé et mis en opposition aux valeurs ¢élevées des spécificités de 1I’Européen
défini d’abord comme Blanc et supérieur de par cette blancheur associée a I’intelligence, au
savoir, au progres et a la civilisation. Cette blancheur est surtout associée a la pureté de la race.
Elle est surtout déterminante quant a la hiérarchisation des étres humains. (19) Sur la base d’une
simple donnée biologique, de la simple couleur de la peau, s’était écahafaudée et construite une
idéologie des priviléges sociaux et autres. Encore aujourd’hui, la « blanchitude » revendique ses
droits « naturels » sur tous ceux qui ne bénéficient pas génétiquement de la « Whitness. » Au
debut du XXI° siecle, un laboratoire américain, “prouvé “scientifiquement” 1’infériorisation des
Noirs, en faisant une étude longitudinale sur deux groupes d’enfants orphelins, Blancs d’un coté
et Noirs de ’autre, placées dans des familles de catégorie socioprofessionnelle a niveau égal.
Devenant adultes, le premiers se sont intégrés facilement a la société alors que les seconds ont
sombré dans la déviance et la délinquance. Ce que ce laboratoire a omis de dire et de décrire, ce
sont entre autres (en dehors de la catégori socioprofessionelle) les critéres précis a partir desquels
ces familles ont été choisies et les diverses méthodes avec lesquelles celles-ci. “éduquaient” ces
enfants a la couleur de peau différente. Quelles étaient par exemple leurs relations affectives
avec ces orphelins? Comment surtout les re-gardaient-elles? Les questions sont nombreuses et
les racines du racisme sont profondes et difficiles apparemment a déraciner.

3 - Démonstration de ’'infériorité de I’Indigene

Comme signalé plus haut, le XVIII® siécle, chanté jusqua ajourd’hui, comme étant celui des
Lumiéres et de la raison raisonnent et résonnante dans le monde entier, devenait obscur, injuste
et tortionnaire, esclavagiste et assassin lorsqu’il s’agissait de voir et de gérer I’altérité. Voltaire
par exemple, avait affirmé que le climat n’avait pas d’influence sur les individus puisque « des
Negres et des Négresses, transportés dans les pays froids y produisent toujours des animaux de
leur espece. » (20)

Le XIX° siécle, héritier d’idéologies séculaires racistes développées largement par ses
prédécesseurs, est le pere de de I’hygiénisme et de 1’eugénisme, cette pseudo-science enfantée a
sa démesure. Sa toute puissance et son pouvoir de décider de la vie ou de la mort de populations
entiéres qui ne faisaient pas partie de la race supérieure, lui venaient aussi de sa certitude d’étre
le seul & posséder La civilisation et La modernité qu’il dit vouloir un certain moment, apporter
aux peuples sauvages, les deux notions elles-mémes s’opposant a 1’ignorance et a la barbarie de
ces derniers.

Le « nous » de I’Occident rationnel, moderne, policé, libre et civilisé, se percevait comme étant
unique et supérieur aux autres. Il est toujours mis en opposition a « eux », ces peuplades
dominées parce qu’« incivilisables.» La civilisation était associ¢e (et I’est toujours) au progres
qui lui, découlait de la croissance de la production de biens matériels qui a son tour, résultait de
I’état d’avancement de la science et de la technique auxquelles les indigénes ne peuvaient
prétendre parce que dénués d’entendement.

Ce que ce terme de « civilisations » ne dit pas, ce qu’il occulte, c’est le prix tres fort qu’ont da
payer ces “sauvages pour son édification. Le progres dont s’enorgueillissaient les « civilisés »
n’aurait pu en effet étre acté si ’exploitation des biens et de la force du travail de plusieurs
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générations d’esclaves et de colonisés dans le monde n’ont pas eu lieu. Le développement
¢conomique occidental, repose en fait sur la misére des autres, sur le cadavre des millions détres
humains, sur I’injustice et le calvaire séculaires subis par les dominés qui étaient voués aux
travaux forcés et dont les biens ont été pillés par les dominateurs.

Pour justifier cette injustice criante, cet enfer sur terre vécus durablement par les autres, des
“savants” sont donc venus au secours de ceux qui les exploitaient, les toruraient et les
assassinaient, commettant ainsi mille et un crimes contre 1’humanité. Une taxonomie raciale fut
¢tablie par la “science” servile du méme siecle. Gustave Le Bon (21) dans son ouvrage Lois
différentes de [’événement des peuples, affirmait haut et fort qu’il existe quatre races: les
primitifs (les Australiens), les inférieures (les Negres), les moyennes (les Chinois, les Arabes, les
Mongols), et les supérieures (les peuples indo-européens). Tout est dit et les choses sont claires,
la race des Blancs est la meilleure. C’est celle qu’il faut préserver au détriment de toutes les
autres. Apres elle le déluge.

A noter que I’appartenance de 1’Arabe aux « races moyennes », ne sera pas respectée par la
colonisation en Algérie. L’Arabe fut abaiss¢ d’un cran, réduit et classé dans la catégorie des
Negres, ces derniers de la clase des « inférieurs. » Une riche littérature va voir le jour pour
confirmer et conforter cette « vérité » si reposante pour les esclavagistes et les colonialistes de
tout bord. Sera démontrée alors son incapacité a la réflexion, a la logique, a la théorisation, a la
rationalisation, a la pensée et a la conscience. L’école, les mass media de 1’époque, la littérature
de voyage, celle des journaux intimes, celle des souvenirs de passage dans les colonies, celle des
écrits scientifiques ou de romans éloquents, vont contribuer a asseoir définitivement I’image
dégradée de ’autre, ce Noir esclave séculaire, cet Arabe colonisé. Le cinéma viendra plus tard
relier ces préjugés pour bien les ancrer dans l’inconscient collectif des Francais et des
Occidentaux bien assis dans leur convictions et préjugés racisites. Rares sont ceux qui, parmi les
intellectuels d’alors, ont dérogé a la régle de dénigrement et d’infériorisation des populations
vouées au moins au mépris, a I’humiliation et au travaux forcés et au plus au massacre et a la
disparition.

Trés nombreux sont en effet, sont ceux qui ont été les porte-paroles de cette idéologie raciste
qu’ils répandaient a la volée. Convaincus de la supériorité de la race blanche, ils ont glorifié
I’action de I’esclavagisme et du colonialisme, usant de leur rang, de leurs productions
“intellectuelles” et profitant des avantages que cette propagande pouvait leur apporter comme
titres honorifiques et comme récompenses matérielles. La figure d’un Ernest Renan déja cité, est
a ce niveau édifiante. Savant et orientaliste de renom, ayant préparé sa thése sur le philosophe
rationaliste arabe Ibn Rushd dit Averroés - n’ayant d’ailleurs pas adopté les idées d’ouverture a
I’autre de ce dernier — démontra une grande virulence quant a I’Islam, aux peuples sémites et a
I’altérité en général. Cet intellectuel respecté et admiré par toute une époque, comblé par les
honneurs de la République, dira en 1871 que « la conquéte d’un pays de race inférieure par une
race supérieure qui s’établit pour le gouverner n’a rien de choquant. » (22) Il blamera ceux qui
prétendraient a la conception de « races égales » et il estimera en toute bonne conscience et
ouvertement que « la régénération des races inférieures ou abatardies par les races supérieures est
dans D'ordre providentiel de I’humanité» (23) Ainsi fut justifié D’injustifiable. En Algérie
I’indigéne de seigneur chez lui, devint par I’effet d’une idéologie raciste et suprématiste, un
portefaix, un cireur ou un journalier agricole soumis a des lois intransigeantes en matiere des
droits des colons, hier rejetés chez eux et dont la France s’était débarrassés parce qu’ils lui
posaient de réels problemes. Des terres fertiles, méme celles qui appartenaient aux « habous » -
biens de main morte, donc intouchables en principe - leur furent distribuées. L’Algérie? Terre
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vierge qui, sans propriétaires dignes de ce nom, n’attendait que ces colons auxquels on a fait
traverser la Méditérranée de gré ou de forcé, pour I’exploiter!

Un écrivain frangais, Louis Bertrand (1866-1941), membre de 1’Académie francaise, dont
I’ceuvre est complétement tombée en désuétude, prit 1’ Algérie ou il sé¢journa peu pourtant (1891
et 1900), comme sujet de prédilection de ses romans. Il écrivait et dissertait abondamment sur
I’origine « romaine » de ce pays. Il chantait le sang romain, effacant au passage l’existence
méme des indigénes algériens. Dans son ceuvre pourtant si prolixe, n’apparaissaient en effet que
les populations européennes, seules dignes d’intérét. Pour lui, la colonisation frangaise n’a fait
que reconquérir un héritage ancien qui lui venait directement des Romains. L’Algérie est la
continuation de cet héritage et seuls ses descendants européens sont des citoyens a part enticre,
dignes de respect et de tous les droits. Il lui arrivait quand il évoquait rarement les autochtones,
de les comparer a de simples moutons. (24)

La bestialisation de 1’Arabe était devenue chose courante. L’infériorisation des races autres
qu’européennes, est établie par la science comme indiqué plus haut. Pour nommer 1’ Algérien, on
puisait dans les noms accordés a I’espece animale. Pour le décrire on « se référe constamment au
bestiaire » affirmera plus tard le méme Frantz Fanon. (25)

Bestialisés, les indigénes sont de plus per¢us comme possédant des caractéres naturels de
perversité extréme. Ils sont inutiles, néfastes, instinctifs, sensuels, portés a la débauche, dépravés,
homosexuels, prédateurs, etc. Ils ont en outre un organe sexuel hypertrophi¢ d’ou leur
hypersexualité anormale. Le Docteur Jacobus résume ces caracteres dans son livre L art d’aimer
aux colonies. (26) Il nous apprend que I’indigéne algérien n’a pas qu’une sexualité débridée. Il se
définit aussi par ’absence totale de morale. Sa religion qui le pousse vers les passions et les
pratiques déviantes, son inconscience et son inconsistance font de lui un animal dangereux qu’il
convient d’¢loigner par tous les moyens de la race supérieure qui est d’origine européenne,
entendue comme étant saine et inscrite dans la modération et la morale.

Les propagandistes de la colonisation, ne tarissent pas d’éloges sur la race supérieure et
accablement I’indigene de tous les maux. Il porte en lui - et ¢’est congénital - une odeur fétide et
repoussante, cause de troubles sexuels trés graves qui risquent de compromettre I’intégrité
physique et psychique des femmes européennes. Femmes qu’il convient de protéger d’une
quelconque proximité avec ce grave danger. Sa puanteur se réfléchit sur lui et provoque une
nocivité sur le plan sexuel. Les maladies vénériennes elles-mémes sont 1’ceuvre des indigénes. La
syphilis est « arabe ». Ce mal apparaissait comme inconnu de I’Europe considérée chaste et
propre méme si celle-ci était hantée depuis trés longtemps par ces maladies dites honteuses
contre lesquelles toute lutte s’avérait vaine puisqu’on ne leur avait pas trouvé de remede et les
citoyens francais qui les contractaient alors, les transmettaient a large échelle. (Corbin, A. 1989)
(27)

Il était connu aussi que ce sont les femmes indigénes - que les jeunes et purs Européens
fréquentaient dans les lieux de perdition - qui étaient responsables de ces maladies. Ce sont elles
qui compromettaient la santé de la race blanche. Pierre Loti (1897) nous décrit longuement les
conséquences néfastes de ces relations et leurs ravages sur des marins frangais et sur leur
descendance. (28) Il fallait par conséquent proscrire les métissages qui représentaient une vraie
menace de dégénérescence de la belle et saine race européenne.

Ces représentations négatives ne sont pas la création de la colonisation elle-méme comme nous
I’avons souligné. Elles lui ont préexisté. Les préjugés et les stéréotypes sur 1’Arabe et le
Musulman, existaient depuis les croisades, La « science » avait vérifié¢ leurs fondements et
justifié leur usage commun. Cette science si stre de ses vérités, si despote dans ses dogmes et si
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tyrannique dans ses conclusions, a été par la suite magistralement dénudée pour ainsi dire, par
des savants, cette fois, des vrais et non des moindres, tel que S. J. Gould. (29) Ce dernier s’est
attelé dans un ouvrage devenu céleébre La mal Mesure de [’homme (1997) a détruire justement
cette théorie biopolitique inventée de toutes pieces par une époque férue de racisme et de
xénophobie, avides des richesses de 1’autre. Il a mis @ mal ces pseudo-vérités séculaires qui ont
handicapé I’humanité entiére. Il démontré leurs futilités, leurs mensonges et leur impact sur les
populations. Ces études prétendument scientifiques ustifiaient le racisme et la xénophobie. Leurs
dont conséquences ont été désastreuses pour I’histoire des hommes.

IV - La science au secours des crimes de la colonisation

1 - Des certitudes et des preuves de I’ethnopsychiatrie

Pour revenir a la colonisation francaise en Algérie, ce pays qui a servi de laboratoire pour les
autres colonies francaises et autres, des « savants » vont étudier de prés I’indigéne sur le plan
ethno-psychiatrique et mettre donc en évidence ses caractéristiques animales et sa nature
perverse. C’est ainsi que sous la direction du docteur Antoine Porot (1876-1965), est née «
I’Ecole d’Alger » citée plus haut qui s’attellera a prouver scientifiquement que 1’ Algérien est non
seulement inférieur a I’Européen mais qu’il est de nature violente et définitivement incapable de
rationalité et d’avancement intellectuel.

L’auteur publiera en 1918 un livre intitulé Notes de psychiatrie musulmane. On y trouve
consignée une taxonomie qui établit que 1’objet de son étude qu’est le Musulman d’Algérie, est
dépourvu d’intelligence et de morale. Il est en outre démuni de lobe frontal et se distingue par
I’absence de conscience de soi. Guidé par ses seuls instincts, « ¢’est un débile hystérique, sujet
de surcroit a des impulsions homicides imprévisibles. » (30) Il y est ajouté qu’il a une
impulsivité criminelle et insiste que le fait que son cortex cérébral est peu développé. Cet étre
primitif est dominé « comme chez les vertébrés inférieurs, par I’activité du diencéphale ». (31)
Sa vie est végétative et instinctive. Bref, cet étre si inférieur a 1’étre humain, porte en lui des tares
irréversibles et il est voué a demeurer animal. C’est pourquoi toute tentative de le civiliser
demeurera vaine.

Dans les années cinquante du si¢cle dernier, Frantz Fanon se penchera sur la production de cette
¢école et, arguments a 1’appui, réfutera la doctrine du « primitivisme » du docteur Etienne Porot
qui continuait pourtant a avoir un succeés considérable. Il soulignera notamment que les travaux
de ce dernier et de ses ¢éléves ont passé sous silence des données fondamentales et qu’ils n’ont
pas pris en compte par exemple les profonds bouleversements que la colonisation avait fait subir
a I’Algérien en le dépossédant de ses biens, de sa langue, de sa culture et de tout ce qui peut
constituer son identité et son équilibre. Il relévera dans les écrits de ces spécialistes, la non
référence au milieu socioculturel hautement perturbé par les préjudices subis par 1’indigeéne, en
particulier la mise a mal de I’estime de soi. Il démontrera les effets néfastes produits dans la
conscience de I’Algérien par cette dépersonnalisation qu’a entrainée la colonisation. (32)
L’auteur est un connaisseur, un scientifique, un homme engagé dans la recherche de la vérité,
pour la justice sociale et pour les droits de I’homme. Il s’engagera effectivement aux cotés des
Damnés de la terre qui étaient hier des étres humains et que la colonisation a affaiblis et
déshumanisés.

2 - Chercher la principale cause de la déchéance des Indigenes
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La violence et la stagnation observées chez l’indigéne, avaient des causes précises, dont la
principale serait la religion musulmane comme nous I’avons souligné. C’est elle qui serait a
I’origine du mal inguérissable qu’il porte en lui. « Aprés avoir rempli ses devoirs religieux, en
accomplissant des actes de pure forme, le musulman se laisse vivre...Il n’a pas de ligne de
conduite morale, pas de conscience individuelle; c’est pourquoi il se refuse I’étonnement et ne
cherche pas a comprendre; c’est pourquoi il ne tire pas de conclusion morale des faits dont il est
témoin » (Porot, E. 1918). (33) Saucicres, H. (De), dans: Esquisses sur la Province d’Alger.
Scenes et meeurs arabes (1853: 6,11) (34), parle du « souffle stérilisant de 1’islamisme ».
L’indigeéne est démuni de toute logique, de toute raison, il n’est point sujet mais objet sans
conscience. Tocqueville dira qu’« il y a peu de religion aussi funeste aux hommes que celle de
Mohamet. » (35) Montesquieu avait lui-méme, un sie¢cle auparavant, affirmé que 1’« esprit
destructeur de la religion mahométane, (était) favorable au despotisme le plus violent » (36) «
L’Arabe est sot a jamais » s’écria, indigné V. Hain (1832) dans son ouvrage 4 la nation, sur
Alger. (37) En outre, « il est paresseux, fainéant, arriéré, incapable de modernité » dira Stéphane
Gsell, professeur au Collége de France, qui ajoutera que « ses traditions sont archaiques. » (38)

C’est donc I’Islam qui aurait généré la barbarie et dégénéré 1’indigene. Il représenterait 1’obstacle
le plus puissant a la civilisation. E.F. Gautier, (1930), dans Un siécle de colonisation, Etudes au
microscope, (39) évoquant le premier contact de I’Européen avec ces barbares rétifs a toute
civilisation, dira a propos de leur religion: « c¢’était le tout premier choc. Non pas 1’Islam de plus
tard, troublé et désorganisé¢ doutant de soi, mais I’Islam solidement assis...sur son orgueil
intégral. C’était tout de méme autre chose que les Peaux rouges de I’Amérique, les magnésiens
de I’ Australie, les Bachimes, les Hottentots et les Neégres de I’ Amérique. » (40)

« Les indigenes font de toute fagon partie de ces peuples qu’on ne peut pas changer » disait le
docteur Bonnafont (1846) dans ses Réflexions sur I’Algérie, particulierement sur la Province de
Constantine. (41) « Ils ont des mceurs simples et féroces qui se sont conservées intactes en
traversant les si¢cles » notait encore V. Hain. Ils stagnent parce qu’ils sont incapables de
changement. Buffon dans son Histoire naturelle, dira qu’ils sont irresponsables, incapables de
travailler et qu’ils ne sont bons qu’a gaspiller les richesses naturelles. La preuve? « Le sillon du
laboureur arabe est tortueux, celui du paysan francais est droit. » (42) Ernest Mercier (1887)
dans son ouvrage La question indigene en Algeérie au commencement du XXe siecle, affirmait
qu’il y a dans ce pays deux catégories de population: « les citoyens francais et les sujets frangais
» qui eux, doivent étre surveillés pour éviter « I’insécurité, le vol et le brigandage ». (43) Ces
derniers sont inhérents a la race inférieure qu’ils cotoient de loin, la réprimant sana cesse, pour la
calmer et éviter que ses vices se déchainent sur les colons qui eux, comme prouvé, appartiennent
a la race, saine des Blancs dominateurs, ces premiers de la classe de vivants sur terre qui ont le
droit de réprimer et de sanctionner individuellement ou collectivement les races inférieures.

C’est ordonnance de Bugeaud qui est a 'origine de la sanction collective qui engage la
responsabilité des tribus en cas d’écart de la part d’un seul individu. Ces étres sont tres
dangereux et « il faut les corriger par une justice sévere » écrit Mercier, E. (ibid. :102) car ils «
ont besoin d'étre gouvernés » et « ce sont de grands enfants incapables de se conduire seuls » et
qu’ « il faut les mener fermement, ne supporter d'eux aucune incartade et mater les intrigants et
les agents de démoralisation » Il s’agissait, dit-il, de leur montrer « l'exemple constant de notre
supériorité morale ». (44) On ne peut étre plus clair dans le monde de la non clairvoyance.

« C’est la civilisation qui marche contre la barbarie », écrivait en 1841 Victor Hugo a propos de
la colonisation de 1’Algérie. « C’est un peuple éclairé qui va trouver un peuple dans la nuit ».
(45) C. Richard, nous confirme dans son Etude sur I’insurrection du Dahra, p. 36 que « I’Arabe
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encore une fois, est a I’opposé de la Logique et du Rationnel contrairement au Chrétien qui est le
bon sens méme. » (46)

V - La délicate question de I’éducation

1 - L’éducation en Algérie a la veille de la conquéte frangaise

L’alphabétisation des indigeénes était quasiment généralisée a I’arrivée des Frangais. Au XIX°
siecle, dans 1’Algérie ou, de I’aveu méme de témoins frangais, 1’éducation était plus « avancée
que celle des Frangais » comme en témpoigne le Duc D’Aumale lui-méme. (Archive d’Aix en
Provence). (47) Des son installation dans le pays, la colonisation va détruire systématiquement
tous les acquis éducatifs et culturels existants, pour prétendre ensuite avoir trouvé en arrivant,
matic¢re d’éducation, de cultura et de civilisation, Tabula rasa. Elle n’y aurait rencontré que des
barbares, des sauvages « incivilisables. »

Parmi mes colons et mes généraux acquis aux méthodes répressives coloniales, des voix
s’éleverent pourtant contre 1’ignorance dans laquelle la colonisation a plongé la population
indigéne. Un général de la conquéte, avait méme écrit a son gouvernement a Paris pour tirer une
sonnette d’alarme, indiquant que « ce peuple qu’on a maintenu dans 1’ignorance, finira un jour se
révolter contre nous! (48) Sa prédication s’est réalisé car les insurrections ont sillonné la
présense francaise en Algérie et finirent par chasser ceux qui ont cru en I’éternité de leur
présense tyrannique. Montesquieu disait: “méme un vers de terre, quand on lui marche dessus, il
se redresse.”

L’organisation de I’éducation formelle en Algérie était la méme que celle des institutions
¢ducatives du reste du monde musulman qui comprenait le “kuttab” (niveau primaire), les études
dans les mosquées et les “madaris” (secondaire et supérieur).

L’enseignement supérieur fut réglementé dés le Moyen age, grace aux premicres institutions
universitaires fondées par le vizir Nidham al-Mulk au 12° si¢cle dont le mod¢le fut adopté par le
monde occidental grace sa transmission par 1’Italie et I’Espagne a la Sorbonne qui I’étendit a
Oxford et aux autres universités. Nous continuons aujourd’hui encore, a utiliser sur le plan
international cette organisation dans les universités. (49)

L’éducation formelle était gtatuite. Elle était structurée et subventionnée par les finances
générées pas les « habous » ou « waqf » qui désignait les biens de main morte. Ce sont des dons
qui ne peuvent &tre ni vendus ni cédés en héritage. Ils doivent financer des ceuvres pieuses et/ou
des institutions éducatives. Les « waqf ou awqaf» au pluriel, sont terres fertiles, des biens
immobiliers, des bains maures, des marchés, des animaux, etc. Un enseignement du niveau
secondaire était souvent dispensé dans les mosquées parallélement a celui de la « madrasa » et
dont la construction et 1’entretien relevaient aussi du méme « waqf. » Les « madaris » (pluriel de
« madrasa » qui désignait: 'université¢) fonctionnaient dans quasiment toutes les grandes
agglomérations et dispensaient un enseignement religieux et profane. (50)

-Les acteurs étaient formés par un corps administratif, avec un responsable a sa téte, aidé d’un
personnel gestionnaire, par celui des enseignants comprenant les professeurs, leurs assistants et
des lecteurs et des enseignés eux-mémes qui veanient de tous les milieux riches ou pauvres. Ces
derniers devaient répondre a une réglementation de leur vie dans 1’établissement qui les
accueillait. Ils étaient hébergés, nourris et avaient droit a une aide financicre.
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-Les objectifs étaient essentiellement la formation des cadres juridiques et des enseignants qui
bénéficiaient au sein de la poilation d’un grand prestige. D autres cadres divers y étaient formés.
-Les contenus étaient de deux sortes: les disciplines des sciences religieuses et celles des
sciences dites étrangeres ou « dakhila », héritées des autres civilisations.

-La durée des études était de quatre années.

-L’évaluation se faisaient au niveau de chaque discipline eneignée par un cheikh ou savant qui
attribuait aprés examen, une licence ou « ijaza » (pluriel: “ijazat”). L’étudiant pouvait suivre
différents cursus et obtenir plusieurs « ijazat » dans plusieurs spécialités.

Lorsqu’un étudiant achevait son cycle en Algérie et désirait poursuivre des études poussées en
théologie, il quittait son pays et allait parfaire ses connaissances a ['université des Qarawuiyine a
Fés ou vers celle de la Zaytouna a Tunis ou méme a d’Al-Azhar en Egypte. Ceux qui en
revenaient étaient auréolés, respectés comme des « oulama », (pluriel de « ‘alim » ou savants).
Ils occupaient alors des fonctions d’enseignant, de Cadi, d’imam ou autres.

A coté des « madaris » il y avait un enseignement des « zaouiyas » ou confréries, trés vivant. Les
¢tudiants apprenaient les sciences religieuses en priorité, se formaient a I’histoire et la poésie
soufie. Ils bénéficiaient également de la gratuité de I’enseignement. Le « mourid » ou disciple
¢tait initié au soufisme et pas uniquement. Il recevait un enseignement par exemple en
mathématiques et en sciences étrangeres. (51)

Dans la culture algérienne comme dans tout le monde musulman, le respect envers la science et
les savants était quasi religieux; 1’apprentissage de la science est lui-méme une obligation
religieuse. Le petit algérien apprenait tres tot a respecter le «‘ilm » ou le « savoir » méme si lui-
méme n’est pas destiné a devenir savant. La société dont I’organisation était souvent tribale,
s’accordait sur des valeurs éducatives communes qu’elle inculquait trés tot a ses membres. Un
savant peut sauver I’ame de sa famille au moment du jugement dernier, dit la sagesse populaire.
Le Prophete de I’Islam avait dit qu’il préférait la mort de toute une tribu a celle d’un seul savant.
La science est sacrée. Son respect ainsi que celui de ses savants, témoigne d’un acte de foi.

L’enseignant bénéficiait d’un statut privilégi¢ et les parents encourageaient leur progéniture a
s’instruire et « a rechercher la science méme en Chine » comme le leur recommandait leur
religion. La premicre sourate du Coran, débute par cette injonction: « lis! » Il y a propos du
savoir, une chanson populaire ancienne qui est encore dans la mémoire des Algériens. On peut
traduire ainsi son début: « 6 pere Salim, ou est ta parole donnée hier a propos de mon fils qui lira
la « lawha » (tablette) et qui deviendra un jour savant ? » Elle ne dit pas « qui deviendra riche »
mais exprime I’amour que les Algériens vouent au savoir et aussi leur plus grand souhait pour le
futur de leur enfant : savoir lire d’abord la « lawha » ou cette tablette qui est une planche sur
laquelle on apprend a écrire les premieres lettres de 1’alphabet arabe et par la suite les versets
coraniques, la grammaire et d’autres disciplines, pour ensuite pousser trés loin ses études et
devenir un « ‘alim » ou savant. La colonisation va briser ce réve et casser tout ¢lan vers le savoir
et la science.

2 - Destruction de I’enseignement et de la culture Arabes

L’éducation et la culture sont deux entités contre lesquelles la colonisation a lutté férocement en
Algérie ou elle a mené parallelement deux guerres, I’une avec des armes et ’autre avec la
destruction délibérée de ces deux ¢éléments clefs pour toute ouverture et pour tout
développement. L’éducation transmet la culture et cette derniére nourrit 1’éducation. Leur lien
intime fait qu’en « abattant » 1’une, 1’autre tombe automatiquement. Sans culture, il n’y a pas
d’éducation et sans éducation, la culture décline et finit par disparaitre puisqu’il n’y a plus de
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transmission. Ibn Khaldun parle de « Sanad » qui est la chaine des transmetteurs. Si celle-ci se
rompt, le contenu de 1’éducation et la culture et la cultura elle-méme, disparaissent totalement.
(52) La France coloniale s’est attaquée essentiellement a ce « Sanad » qu’elle a rompu et la
majorité des indigénes étaient tombés dans I’illettrisme et 1’analphabétisme, sources eux-mémes
d’ignorance, d’obscurantisme et de misere.

Les Algériens considéraient que ’apprentissage de la langue arabe était obligatoire car celle-ci
est le véhicule de la Parole divine qu’est le Coran, qui 1’a choisie et rendue ainsi sacrée. La
colonisation était venue bouleverser cet ordre a la fois linguistique, culturel et cultuel.
S’appuyant sur ’arsenal idéologique du racisme, 1’occupant décida que la population indigene,
n’était apte a aucun apprentissage et que I’enseignement de la langue arabe devait disparaitre.
Elle s’attaquera donc dés son arrivée, a détruire 1’éducation et la culture et ce dans 1’objectif
d’effacer tout ce qui peut rappeler les traces d’une civilisation ou d’une religion. C’est a ce prix
que I’occupant pouvait prétendre a la totale maitrise du terrain et déclarer par la suite que la
colonisation était venue sur sa terre pour « civiliser » des sauvages qu’elle a considéré d’ailleurs
contradictoirement, incapaples d’apprentissage ou d’une assimilation quelconque en maticre de
civilisation justement.

L’enseignement qui se faisait en langue arabe, qui formait des élites conscientes et responsables,
fut brusquement interrompu. Plus de “sanad” donc, plus de transmission d’un savoir quel qu’il
soit. La régression ne tarda pas a se manifester sur tous les plans. Les enseignants qui furent
chassés ou tués, aucune transmission dans ce sens ne pouvait se faire. Tres vite le terrain fut vidé
de tout ce qui pouvait donner a constater une quelconque instruction aux enfants indigenes.
L’ignorance et I’obscurantisme s’étaient répandus et seule des petites écoles coraniques sans
moyens, continuaient tant bien que mal a survivre un peu partout, de fagon quasiment
clandestine.

Cet état inquiétait certains hauts responsables militaires frangais comme nous 1’avons signalé. Ils
voyaient en I’ignorance plutdt un danger pour I’établissement pérenne de la France en Algérie.
C’est ainsi que P. Foncin (1883, p.705) se posait cette question en désignant par le « nous » les
Frangais: « qu’est devenue [D’instruction musulmane en Algérie? L’avons-nous réformée?
L’avons-nous remplacée? Ni I’un ni 1’autre. Nous I’avons laissée périr presqu’entieérement: nous
nous sommes contentés de fermer les zaouias les plus dangereuses: nous n’avons ni soutenu ni
sérieusement inspecté, ni amélioré I’enseignement. Qu’avons-nous fait a sa place? Peu de chose.
» (53) Rien ou le contraire en vérité, ¢’est-a-dire la destruction de 1I’enseignement des indigénes.

Un fidele soldat indigéne, « assimilé » au départ et qui échappa miraculeusement grace ¢ une
volonté tenace, a 1’engrenage de 1’analphabétisme et de ’ignorance, a fait la guerre pour la
France et ayant appris parfaitement la langue frangaise, il était devenu en plus, grace a sa propre
détermination, un parfait germanisant. Il s’était par la suite consacré a I’enseignement. Serein au
début quant aux intentions de la colonisation, il fut rattrapé par le temps de la désillusion. Décu
et choqué par les massacres continuels de ses coreligionnaires perpétrés par la France, il a fini
par prendre conscience de la plaie profonde que constituait la colonisation pour son pays. Voici
ce qu’il constate dans 1’un de ses ouvrages: « La paralysie intellectuelle provenait depuis 1830 de
la fermeture générale des écoles arabes non compensée par [’ouverture ¢équivalente
d’établissements frangais pour tous les enfants d’dge scolaire. On tenait ces enfants dans
I’analphabétisme complet par désir aveugle d’exploiter leur ignorance des traditions nationales,
et surtout par crainte raciste de les voir évoluer dangereusement » (54)

Avant I’arrivée des Francais dans leur pays, les Algériens parlaient I’arabe et I’écrivaient
couramment a coté de 1’utilisation orale des dialectes et du berbére. Cela n’arrangeait pas les
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affaires de la colonisation qui y voyait un danger pour ses intéréts. Si elle laissait cet état de fait
se prolonger normalement, il devenait évident que toutes les théories d’infériorisation de I’autre,
n’auraient jamais fonctionné. Si I’indigéne avait conservé sa langue, son instruction et sa culture,
qu’il avait continué a évoluer grace a I’éducation, c’était la une fagon de sonner le glas pour la
colonisation. Il fallait donc détruire dés le départ ce qui pouvait nuire a la domination et a
I’exploitation des terres et des hommes. Les Algériens perdirent 1’'usage de leur langue arabe
avec la destruction de son enseignement. Ils perdirent du coup le savoir qui est libétateur pour
I’homme. Le colonialisme voulait aussi par cet acte, les éloigner de la connaissance de leur
religion, au grand bénéfice pour la « pacification. » Sans attache, isolé de son passé, de ses
coreligionaires, de sa langue, du savoir, de sa culture et de sa religion, I’action de domination et
de destruction était plus facile & mener par les conquérants.

La destruction de cette langue devint donc effective par I’interdiction de son enseignement et de
ses structures. Le méme Tazrout M. dira: « L’arabe littéraire qui s’écrit, apparait lui-méme brimé
et interdit...la seule langue littéraire officielle aujourd’hui en usage est donc le frangais, qui est
baragouiné¢ par une minorit¢é d’autochtones...qui est ignoré totalement par la majorité des
musulmans. » (55)

Des tentatives seront entreprises par la suite pour appliquer les lois Jules Ferry sur cette terre
mais ou les indigeénes ne bénéficiaient pas du statut de Francais. La scolarisation des enfants des
autochtones, rencontrera cependant, une opposition farouche de la part des colons qui craignaient
que I’instruction émancipe ses colonisés et développe en eux le sentiment de liberté. Dans tous
les cas de figure, il fallait maintenir la population indigéne dans I’ignorance. L’école n’était pas
faite pour eux et leur role devait se limiter a servir la France coloniale. Effacer pour I’indigéne, le
lien qu’il avait avec son passé et sa culture, ’empécher de s’instruire, ¢’est 1’affaiblir pour mieux
I’asservir.

Un probléme se posa par la suite pour le colon qui devait s’adresser au colonisé pour se faire
obéir. « La communication » devait s’établir grice a des intermédiaires car lui-méme ne
s’abaissait pas a apprendre 1’arabe. On décida de « franciser » quelques enfants indigeénes en leur
créant spécifiquement une école pour ne pas les mélanger aux enfants européens. Ils devaient
bénéficier du strict minimum du programme des écoles francaises. A coté du frangais, on innova
en introduisant quelques heures d’enseignement de ’arabe dialectal, une forme parlée et trés
appauvrie de 1’arabe littéraire qui lui, se pratiquait oralement et par écrit. (56) Des manuels
scolaires furent inventés dans ce dialecte. Mais, comme nous I’avons signalé plus haut, ces
¢coles ne firent pas long feu, faute de budget et a cause de I’opposition des colons surtout pour
les raisons que nous avons expliquées.

Les enfants indigeénes apprenaient auparavant deés 1’age de trois ans le Coran par ceeur. C’était
une initiation a la religion mais en méme temps un apprentissage de la langue arabe. Il assimilait
une somme importante de mots sachant le Coran compte en contient cinq. Un acquis
considérable a un age ou I’on assimile facilement les apprentissages et une base importante pour
le reste des études. La colonisation faisait la chasse aux enseignants de cette maticre clef pour
I’avenir de la langue arabe.

Dépossédés de leur terre et dépourvus de ’enseignement de leur propre langue, les indigénes
s’étaient retrouvés dans 1’obscurité. Le célébre écrivain algérien Kateb Yacine exprima sa double
aliénation en écrivant : « Ainsi avais-je perdu a la fois ma mere et son langage, les seules trésors
inaliénables et pourtant aliénés. » (57) La mére étant le symbole de la patrie également.

Déposséder tout un peuple de sa terre, de son enseignement d’origine, de sa langue, de son
éducation, de sa culture, le maintenir volontairement dans 1’ignorance n’ont pas sans
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conséquences sur le destin son propre destin et sur I’avenir de la colonisation elle-méme. Celle-ci
a du prendre fin contre sa propre volonté et a I’indépendance du pays presque 90°/° de la
population algérienne était analphabéte. Une autre histoire va commencer méme si elle sera
marquée par les stigmates de la colonisation. Elle demande a étre traitée dans d’autres chapitres
pour comprendre comment évolue 1’histoire entre 1’ Algérie et son ancien colonisateur et voir si
les relations bilatérales iront réellement vers une paix durable.

Conclusion?

Apres ce bref apercu sur le systéme colonial construit sur des bases racistes, qui avait mené en
paralléle durant presque un si¢cle et demi, une répression de la population algérienne et une
destruction de son éducation, de sa culture et de son identité, il nous est difficile de conclure car
le sujet tant il est vaste. Le traiter dans sa globalité, demanderait plus de temps et plus de
moyens. Nous avons tenté¢ de le déconstruire pour le rendre plus lisible par le biais de
témoignages anciens et d’écrits récents. Sous-jacentes a notre modeste article, se posent deux
questions: le mutisme et les non-dits qui entourent 1’histoire de 1’Algérie sous la domination
frangaise, seront-ils un jour dépassés pour dévoiler les vérités historiques et surtout, sera-ton en
mesure d’enseigner ces vérités a 1’école? Aujourd’hui, a cause de la non réponse a ces deux
interrogations « le passé n’est méme pas passé» comme le disait Faulkner. Il faut signaler que
des écrits louables sur le sujet sont publiés par des chercheurs indépendants mais leurs ouvrages
ne sont pas exploités pour 1’enseignement de 1’histoire a I’école. L’histoire de la colonisation en
Algérie, est effectivement occultée dans I’institution scolaire en France dont le role est pourtant
d’apprendre a ses éleves au moins I’histoire de leur pays. Pays qui comprenait également la terre
de I’ Algérie.

Aujourd’hui, profitant de silence/ignorance volontaire ou non, certains esprits vont jusqu’a nier
les crimes de la colonisation et des députés iront méme jusqu’a voter une loi qui acte « les
bienfaits de la colonisation » en Algérie. Celle du 05 février, n’a pas été annulée malgré la
protestation vigoureuse de plusieurs personnalités intellectuelles et politiques. Les anciens
colonisés devraient étre reconnaissants a la colonisation et les petits Frangais ne sauront pas qu’il
s’agit plutot de méfaits et de crimes contre I’humanité et ne se poseront la question par exemple
du pourquoi de la présence chez eux d’une importante immigration venue d’Algérie. « Le passé
est ’avenir du présent » dira I’historien Marc Bloch. Et n répétons surtout pas que le silence est
d’or. Il enfante 1I’incompréhension et 1’ignorance. S’observent d’ailleurs ces derniéres années en
France, une certaine « libération de la parole » xénophobe et raciste.

Seul le silence est grand? Le poéte n’a toujours pas raison. Le silence peut étre ravageur.
Victimes de ce silence qui a engendré leur ignorance, des éléves d’une classe d’un lycée frangais,
ont refusé¢ récemment de lire un roman qui traite de la guerre d’Algérie sous prétexte que «
I’auteur n’est pas francais et que I’histoire ne concernait pas la France » écrit a I’auteur, leur
professeure consternée qui avait invité I’écrivain a les rencontrer. Elle ajoute: « il y a eu une
levée de boucliers... (ils ne savaient pas que I’ Algérie était francaise) et il y a du vocabulaire en
arabe...Un ¢éléve a refusé de lire pour ne pas prononcer le nom ‘Messaoud’ des propos racistes
ont été prononcés. » Sous le choc, I’enseignante a rappelé la loi a ses €léves et a convoqué une
rencontre avec leurs parents. (58)

Ces mémes ¢leéves ne sont pas des enfants mais des adolescents trés proches de I’age adulte. Ils
termineront leur cycle d’études secondaires dans un an. Ils ont passé 11 ans de leur vie scolaire
sans avoir appris que 1’Algérie fait partie de leur histoire, qu’elle a bel et bien été francaise
durant cent trente-deux ans. Cet exemple témoigne de I’orientation en mati¢re de 1’enseignement
quant a cette discipline dite histoire. Maherzi, A. (59) C’est 1a aussi une maniére d’ignorer
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I’autre. Apprendre aux éléves ce que cet autre a enduré comme injustices et souffrances
séculaires, c’est le préparer a la non-violence et a un vivre ensemble harmonieux.

Pour I’écriture de I’histoire elle-méme, il y a une voie intéressante qui se dessine depuis les
années quatre-vingt du siecle dernier. C’est celle du courant World History avec I’Indien Sunjay
Subrahmanyam, (60) qui travaille avec d’autres historiens dans le sens de 1’écriture d’une
histoire qui prendrait en compte la « pesée du monde » et non pas celle d’un seul pays ou d’une
région au détriment du reste de I’humanité. L universalisme de I’histoire telle que présenté par
I’Occident en général, demande a étre revisité quant a ses visions ethnocentristes, a ses certitudes
et a ses dogmes. Une écriture innovante en méthodologie qui ferait une place aux phénomeénes
transnationaux, qui compare les sources d’origine diverse, en reconstituant « les chaines de
causalit¢ », en les soumettant a une rigoureuse vérification et a une critique objective. Les
mensonges et les parties pris dont souffrent les petites histoires qu’on apprend aux écoliers qui
font I’impasse de pans entiers du passé, qui falsifient ou taisent les vérités, n’auront plus de place
ni dans les livres scolaires et seront dénoncées par les chercheurs et leurs lecteurs.

Pour I’heure, la France et I’ Algérie se font face géographiquement sans vraiment arriver a effacer
les stigmates d’un passé occulté et non pris en charge par 1’école des deux cotés. Leurs relations
ne sont souvent pas au beau fixe et influent sur les centaines de milliers d’immigrés algériens
vivant dans 1’ancien pays de la colonisation. Le passé est certes encore douloureux mais cela
n’excuse pas les représentations négatives qui résistent au temps et qui, a défaut d’une éducation
a Daltérité - qui implique une écriture commune et objective de 1’histoire et son enseignement a
I’école - tendent a s’implanter dans les esprits, alimentant préjugés et exclusions, poussant aux
extrémismes et a toute sorte de dérives. Le seul remeéde efficace a notre sens, et nous ne
cesserons de le répéter, est dans 1’éducation qui seule, a la faculté de changer les mentalités et

d’assurer le vivre ensemble entre les individus d’une méme société et la paix entre les peuples.
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Identity discourse and Jordan’s double-shift schools: Constructing nation
and citizen in a Syrian refugee host states

Patricia K. Kubow
Indiana University

This article traces the discourse on Syrian refugees in the host state of Jordan,
the country with the highest per capita ratio of refugees in the world. Through
its double-shift system, Jordanian students are taught in the morning and Syrian
refugee students in the afternoon. Although students in both shifts learn
Jordan’s national curriculum designed to produce loyalty to the nation-state,
little is known about the civic identities of Syrian children and youth, especially
that of boys. Educational reforms and development literature in the Middle East
often target boys as a population to be monitored, and for which public
schooling is paramount so they will not be enticed by radical ideologies leading
to violence and extremism. The theoretical construct of borderlands is used to
depict the physical and social or affective space shaping civic identities as a
result of displacement and conflict migration. The findings from an empirical,
qualitative study conducted with Syrian urban male students in four public
schools in Amman reveal civic identities informed by pan-Arab and Islamic
sensibilities. The article, in effect, is a call toward a theory of child voice
through comparative education research that explores the conditions in which
children and youth attempt to build their civic identities.

Keywords: identity discourse, nationalism, Jordan, Syrian refugees, double-shift schools
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Cet article retrace le discours sur les réfugiés syriens dans 1’Etat hote, la Jordanie, ot le taux de
réfugiés par habitant est le plus élevé au monde. Grace a son systeme de double vacation, les
¢léves jordaniens apprennent le matin et les éléves syriens réfugiés I’aprés-midi. Bien que les
¢leves des deux groupes apprennent le programme national jordanien congu pour susciter la
loyauté envers 1’Etat-nation, on en sait peu sur 1’identité civique des enfants et des jeunes
syriens, en particulier celle des garcons. La littérature sur le développement et les réformes de
I'éducation au Moyen-Orient cible souvent les garcons en tant que population a encadrer, et pour
laquelle I'éducation publique est primordiale pour ne pas étre séduite par des idéologies
radicales menant a la violence et a l'extrémisme. La construction théorique des zones
frontaliéres est utilisée pour décrire l'espace physique et social ou affectif qui faconne les
identités civiques a la suite du déplacement et de la migration conflictuelle. Les résultats d'une
é¢tude empirique et qualitative menée aupres d'étudiants urbains syriens dans quatre écoles
publiques & Amman révelent des identités civiques fondées sur des sensibilités panarabes et
islamiques. L'article, en effet, est un appel a une théorie de la voix des enfants par le biais d'une
recherche en éducation comparée qui explore les conditions dans lesquelles les enfants et les
jeunes tentent de construire leur identité civique.

B craree mpocnexuBaeTcst JUCKypC O CHPHHCKUX O€XEHIaX B NMPHHHMAIOIIEM ToCyIapcTBE
Hoprannu-cTpane ¢ caMbIM BEICOKMM B MHpE TIOKa3aTeneM OeXeHIeB Ha aynry HaceneHus. [1o
CUCTEME JBOWHONM CMEHBI MOPAAHCKUE YYEHHMKH YYaTCsi YTPOM U CHUPUICKHE CTYIEHTHI-
OexeHIbI THEM. XOTsl yJaruecst 00enX CMEH y4arcsl 110 HOpJaHCKOW HaMOHAJIbHOW yueOHOM
mporpamMme, HIpPU3BaHHOW OOECIICUUTh JIOSUIBHOCTh 110 OTHOIICHHIO K HalWOHAILHOMY
roCyJapcTBy, Majli0 4YTO M3BECTHO O TIpakJaHCKOM HAECHTHUYHOCTH CHPHICKHX JAeTell u
MOJIOICKH, OCOOEHHO MAaJIBYHMKOB. Pedopmbl o0pa3oBaHMs M JHTeparypa IO BOIIPOCaM
pa3BuTHs Ha bmmxHeM BocToke 4acTO OpHEHTHPYIOTCS Ha MaJbUMKOB Kak Ha HacEICHHE,
KOTOPOE JIOJDKHO KOHTPOJIMPOBATHCS, M JJIsI KOTOPOTO TOCYAApCTBEHHOE 00pa3oBaHNE HMEET
MIEPBOCTETICHHOE 3HAYCHHUE, TI03TOMY MX HE COOJa3HAT paauKajbHbIE HICOJIIOTHH, BEAYIIHE K
HAaCWJIMI0 W DJKCTpeMusMy. TeopeTndeckas KOHCTPYKLUS IOIPAaHUYHBIX TEPPUTOPHIA
UCTIONB3yeTCS Al  OTOOpakeHHs (HU3MYECKOTO W COLMAIBHOTO WM  a(EeKTHBHOTO
MIPOCTPAHCTBA, (POPMUPYIOIIETO TPAXKAAHCKYIO HACHTHYHOCTh B PE3YJIbTATE MEPEMELICHUS U
MUTpali KOHQUIMKTAa. Pe3ysnbTaThl 3MIMPHYECKOTO KaueCTBEHHOTO HCCIIEJOBaHMS,
IIPOBEACHHOTO CPEU CUPUHCKUX TOPOJICKUX YUAIUXCA-MY>KUUH B YETBIPEX TOCYAAPCTBEHHBIX
mKonax AMMaHa, CBUACTENBCTBYIOT O TIPaXJAaHCKOM MIEHTHYHOCTH, OCHOBAHHOW Ha
[Tanapabcknx M MCIIAMCKHX YYBCTBax. JTa CTaThsl, IO CYTH, SIBISIETCS MPH3BIBOM K TEOPHUHU
JIETCKOTO TOJIOCa ITOCPEACTBOM HCCIICIOBAHUI CPaBHHUTEIBHOTO 00pa3oBaHUs, KOT/a
HCCIIEAYIOTCSl YCIIOBHS, B KOTOPBIX JE€TH U MOJOAEKb IBITAIOTCS IOCTPOUTH CBOIO
IpaXIaHCKYIO UAEHTUYHOCTD.

Este articulo describe el discurso sobre los refugiados sirios en el estado anfitrién de Jordania,
el pais con la mayor proporcion de refugiados per cépita en el mundo. A través de su sistema
de doble turno, los estudiantes jordanos reciben clases por la mafiana y los refugiados sirios por
la tarde. Aunque los estudiantes de ambos turnos aprenden el plan de estudios nacional de
Jordania disefiado para producir lealtad al estado-nacion, poco se sabe acerca de las identidades
civicas de los nifios y jovenes sirios, especialmente de los varones. Las reformas educativas y
la literatura sobre desarrollo en Medio Oriente a menudo van dirigidas a los varones como una
poblacion que debe ser monitoreada, y para la cual la educacion publica es primordial para que
no sean atraidos por ideologias radicales que conducen a la violencia y el extremismo. La
construccion teorica de las zonas fronterizas se utiliza para representar el espacio fisico, social
o afectivo que configura las identidades civicas como resultado del desplazamiento y la
migracion de conflictos. Los resultados del estudio empirico y cualitativo realizado con
estudiantes urbanos de sexo masculino sirios en cuatro escuelas publicas en Amman revelan
identidades civicas informadas por las sensibilidades panarabes e islamicas. El articulo, en
efecto, es un llamado a una teoria sobre la voz infantil a través de una investigacion de
educacion comparada que explore las condiciones en las que los nifios y jovenes intentan
construir sus identidades civicas.
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Introduction

According to the United Nations High Commissioner for Refugees (UNHCR, 2015), 60 million
people have been displaced by conflict internationally, more than at any point since the Second
World War (Culbertson & Constant, 2015). The United Nations has described the present
Syrian conflict as the worst humanitarian crisis in the first part of this century (The Lancet,
2014). From 2011 to 2015 in Syria, 23 million people were displaced, including 7.6 million
internally and 4 million externally as refugees; thus, at least one-half of Syria’s population has
been displaced by the Syrian civil war (UNHCR, 2015). After the almost 5 million Palestinian
refugees (Nebehay, 2015), “this makes the Syrian refugees the second-largest refugee
population in the world” (Culbertson & Constant, 2015, p. 1).

Jordan has the highest per capita ratio of refugees in the world (Jordan Times, 2016). Jordan
has 9.5 million people (53% male and 47% female), of which 2.9 million are non-citizens,
including refugees as well as legal and illegal immigrants (Ghazal, 2016). Refugees in Jordan
are mainly from Palestine (over 2 million), Syria (1.4 million), and Iraq (1 million) (UNRWA,
2015). Syrian refugees now compose 20% of Jordan’s population and, unlike Iraqi refugees,
have fewer financial assets and need greater social assistance. Syrian refugees to Jordan come
primarily from Deraa (47%), Damascus (20%), and Homs (17%), and over half of the refugees
(52.4%) are under 18 years of age (Ahmadzadeh et al., 2014). Though refugees in Jordan
maintain their refugee status with limited rights even after decades in the country, little is
known about civic identities and the role of public schooling in identity formation.

It is estimated that more than 80% of Syrian refugees in Jordan live in urban areas rather than
in camps, and about 28% are registered as inhabitants in the capital Amman, the highest cost
city in the Arab world. According to the UNHCR (2015), two-thirds of Syrian families in
Jordan’s urban areas live below the absolute poverty line. Most alarming is that the majority
of Syrian refugees in Jordan’s urban areas are school-aged children (approximately 200,000
between 6 to 17 years old). The refugee crisis has led to overcrowded public schools and a
double-shift system with Jordanian students taught in the morning and Syrian refugee students
in the afternoon.

The absence of legal status or a foreseeable route to citizenship in Jordan raises a dilemma for
educating Syrian and other refugees for citizenship (Kiwan, 2018). Jordan’s public schools are
tasked with developing in youth the shared values of tolerance and self-worth as global citizens
rooted in Arab and Islamic identity (Abdullah II ibn Al Hussein, 2017). There are over 500
public schools that have been double-shifted to address the needs of Jordanian and Syrian
refugee students (RAND, 2016). Double-shift schools, though, are not a new phenomenon in
Jordan, as double-shifts had previously been applied to address classroom overcrowding and
lack of school buildings for Jordanian students. Alarmingly, school dropout rates among
Syrian refugees are twice the national average in Jordan compared to other host countries. As
economic conditions continue to deteriorate in Jordan, there is concern that Jordan’s host
refugee status may fuel other national grievances and protests against government policies,
with consequences for students and the nation.

Globally, the conditions in which children and youth attempt to build their citizenship are not
well understood (Swartz & Arnot, 2013). In Jordan, young people are being called upon to
develop civic competence while also forging a stable political future in the midst of poverty,
social need, and mass immigration or displacement due to conflict and unrest. However, the
constructions of citizen identity that young urban male Syrian refugees hold about themselves,
each other, Jordan, the Middle East, and their world are largely unknown. The focus of this
article therefore is to trace the identity discourse and attendant narrative of “nation” and

33



Kubow, P. K. Volume 2, Number 2, September 2018

“citizen” within public (government) schools in Jordan. This work begins with defining
identity and examining Jordan’s educational foundations, rooted in Islam and Arabism, which
serves as a discourse of belonging in the refugee host state. The concept of “borderland” is
then applied to understand the urban Syrian refugee experience in Jordan. Finally, the findings
from an empirical, qualitative study conducted at four public schools in Amman (three of which
are double-shift) reveal how the civic identities of 44 Syrian refugee students in basic education
(grades 6-10) are informed by pan-Arab and Islamic sensibilities. The goal of this study is to
inform larger citizenship theory and identity discourse in Jordan and elsewhere through
comparative research that considers the voices of Arab children and youth.

Defining identity in a refugee host state

The concept of identity or hawiyya (in Arabic) captures the notion of being—one’s essential
nature. Gecas and Burke (1995) conceive of the self as interdependent, contextual and
relational, and permeable as opposed to independent, autonomous, and bounded. While
identity refers to the characteristics that define who or what a person is (such as individuality
and selthood), the term is also associated with identification, recognition, naming, placing,
discerning, and distinguishing one person or thing from another. For Norton (2013), identity
refers to “how a person understands his or her relationship to the world, how that relationship
is structured across time and space, and how the person understands possibilities for the future”
(p. 45). Having a sense of identity allows children and youth to stand out as individuals, to
develop a sense of well-being and importance, and to feel comfortable with various groups and
cultures. This kind of education is seen to foster positive social engagement, academic
achievement, and a defined purpose, all of which can have a stabilizing effect on society and
provide a defense against vulnerable youth being given to extremism.

Identity can also signify a close similarity or affinity between people—a sameness or oneness.
When extended to discussions of the nation, identity building is central to national development
and support for, alignment with, closeness to, or congruence with the aims and purposes of the
state. Ozkirimli (2005) contends that nationalism is distinguishable from other political
discourses due to the intersecting dimensions of the spatial, the temporal, the symbolic, and the
everyday. The spatial dimension links physical territory to the conception of the modern
nation-state as opposed to traditional forms of governance and collective social life (Phillips,
2013). The temporal dimension links the nation’s past with the present and envisions a
collective future. The symbolic dimension, through icons, symbols, and invented traditions,
constructs “a collective consciousness or national subjectivity” (Ozkirimli, 2005, p. 190), while
the everyday dimension links the daily behavior of its population to the production of the nation
(Phillips, 2013).

Castells (2010) theorizes identity formation by identifying three types of identity: legitimizing
identity (reinforcement of the status quo), resistance identity (oppositional response due to
stigmatization by the mainstream), and project identity (orientation toward social change)
(cited in Yenkin, 2015). Power functions not only at the macro level, but also in the everyday
social encounters, for instance, between students with differential access to material and
symbolic resources (Norton, 2013). Contemporary debates about nation and citizen in the Arab
world have not bifurcated state identity (hawiyya wataniyya) and Arab nationalism (gawmiyya
arabiyya) but rather have focused on the meaning of a state that has both a national identity
and an Arab identity (Telhami & Barnett, 2002, cited in Phillips, 2013). Gerges (2013), for
example, has argued that Arabism, or the bond that exists between Arabic-speaking peoples,
has created a durable sense of belonging transcendent of national boundaries.

The Jordanian identity promoted by the late King Hussein and the present monarchy under his
son King Abdullah II is based on three distinguishable facets, namely Islam, Arabism, and
Jordan’s tribal character (Phillips, 2013). The regional role that Jordan plays as host to refugees
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fleeing turmoil has the potential to destabilize the country politically and economically and to
challenge Jordanian collective identity (Thompson & Arsalan, 2007). The Jordanian
government therefore is concerned with national security and identity formation for purposes
of social cohesion. Jordan has used “an identity discourse in which a layer of Arab identity has
been constructed, reproduced and disseminated daily” (Gerges, 2013, p. xiii). As such,
Jordan’s public schools are involved in the identity formation process.

Brand (2006) and Massad (2001) assert that nation-building efforts position Jordan as a
colonial creation under threat. In the opening of his speech to the newly-elected parliament in
1997, King Hussein referred to the country of Jordan as “the family or the tribe”” whose purpose
is to maintain its ideals, protect its “noble values”, and move “its beautiful traditions and
generous customs forward” (El-Sharif, 2015, p. 19). Jordan’s “fuzzy nationalism” is the result
of what Frisch (2002) regards as four disparate elements: lineage and family, civic identity,
pan-Arab identity, and religion. Kubow and Kreishan (2014) have argued that “hybridity”
though may be a better term to describe the cultural flows and interactions between nationalism
and Arabism and tradition and modernity in Jordan. King Hussein’s promotion of a multi-
layered identity or fuzzy nationalism included religious and national elements, while his son
King Abdullah II through his “Jordan first” campaign has more clearly asserted state
nationalism over other identities (Phillips, 2013).

Attention to identity discourse within and outside of the nation’s double-shift schools is key to
understanding the attitudes, lived experiences, and markers of identity that shape Syrian
refugee students’ relationships between self and society. The views of children and youth,
however, rarely inform educational policy and practice, much less policy discourse on
nationalism or personal and collective identities. While the Arab Barometer survey has
produced scientifically reliable data on the politically relevant attitudes of citizens aged 18
years and older in the Middle East-North Africa (MENA) region, there has not been a similar
survey for the school-aged population (6-17 years old). Moreover, the various iterations of the
IEA Civic Education Study of school-age students internationally never included an Arab
country. Elsewhere I have argued for a theory of child voice to inform educational policy and
practice by considering students’ perspectives on society, citizenship, and identity based on
their own lived experiences (Kubow & Ulm, 2015). This article, in effect, is a call towards a
theory and practice of child voice, whereby the knowledge and experiences of children and
youth feature largely in the values and visions for the future and used to inform and direct
national policies. Before turning to the voices of Arab children and youth, the educational
foundations of Jordan’s national curriculum are explored.

Jordan’s educational foundations: Islam, Arabism, and belonging

The educational system in Jordan is comprised of two years of preschool education, 10 years
of compulsory basic education, and two years of secondary education followed by the Tawjihi,
the General Certificate of Secondary Education Exam. Education Law no. 3 of 1994 mandates
that all Jordanians, irrespective of gender, complete 10 years of basic education. The language
of instruction in Jordan’s public schools is Arabic, though Jordanians, Syrians, and other Arabs
speak different Arabic dialects. Although basic and secondary education is free of charge in
Jordan’s public schools, costly private schools are preferred over free public schools in
Amman. Thus, students from lower middle and poor socioeconomic backgrounds, including
Syrian refugees, largely attend public schools in Jordan (Davis, 2012), with the Ministry of
Education providing teaching and learning services to the majority of students (70%) in the
country.

Public schooling, therefore, plays an important nation-building role, linking the monarchy and
the people in a colonial creation (Anderson, 2005) and seeking to catalyze social development
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and progress (Cantini, 2016). In 2003, Jordan began a nation-wide effort to improve the quality
of its educational system through an “Education Reform for the Knowledge Economy”
program (Kubow, 2010). His Majesty King Abdullah II identified a number of development
priorities: “strengthening social identity and integration, linking education to labor market
needs, increasing political participation, and dealing with the many effects of globalization”
(Thompson & Arsalan, 2007, p. 51). In 2007, concepts of democracy and human rights were
introduced into the curricula and national, ethnic, and humanitarian dimensions were
emphasized (Abbas, 2012).

Like all public schools in Jordan, the double-shift system seeks to strengthen the government’s
legitimacy through a national curriculum premised on five educational foundations:
intellectual, social, national, ethnic, and humanitarian. The intellectual foundations that guide
schooling are based upon “faith in God and in the ideals of the Arab Nation” (al-Sheikh & al-
Khalailah, 2012, p. 157). Islam—as an intellectual, moral, and behavioral system—fashions
the conscience of the student to the community, nation, and Arab world, while the social
foundations seek to balance political, social, and economic rights with duties toward social
justice, cooperation, and shared responsibility. Through the curriculum’s national foundations,
students learn about Jordan’s system of governance, including the parliament and monarchy,
and through ethnic foundations they learn that the Arabic language is central to their identity
and unity. Attention is given to important historical events (e.g., the Great Arab Revolt),
national historical sites, and the Arab nature of Palestine. Finally, through various subjects
(i.e., history, geography and civic education, Islamic education, artistic education, physical
education, and music education), the intent of the humanitarian foundations is for students to
be open to other peoples and cultures and to develop a global outlook to meet the needs of the
modern world (al-Newashi, 2012).

Textbooks and teaching pedagogies are considered “powerful tools in the transfer of national
identity, values, desired principles, symbols, and stereotypes” (Firer & Adwan, 2004, p. 14).
For more than a quarter century in Jordan, Islamic studies rather than civic education was used
to foster religious identity and social belonging; it was not until 1989 and 1992, respectively,
that civic education was made part of the national curriculum in elementary and then secondary
education (al-Sheikh & al-Khalailah, 2012). Textbooks used in the advanced level of basic
education (grades 8-10) focus on Arab-Islamic civilization and its values, the Great Arab
Revolt, and the nation’s constitution. An analysis of Jordan’s history textbooks by al-Khalidi
(2012) revealed that most of the content featured males rather than females as societal actors
and contributors (al-Khalidi, 2012). After grade 3, public school students attend single-sex
classes. Other contemporary scholarship (Adely, 2012; Droeber, 2005; Jansen, 2006) has
asserted that more is going on in schools than mere replication of the status quo through the
national curriculum; rather, young people in Jordan are resisting and transforming schools’
social reproductive roles and power relations (Cantini, 2016). Because people’s identities are
multiple and not solely or necessarily tied to political belonging in a single nation, a
reconceptualization of citizenship is needed (Osler & Starkey, 2005).

Jordan’s borderlands: The urban Syrian refugee experience

Anderson’s (1991) thesis of nationalism portrays nations as “imagined communities” whose
members view themselves as being in communion with others whom they have never met
(Phillips, 2013). Nationality is often assumed to be the identity that rises above other identities
(e.g., familial, tribal, ethnic, and religious). In Jordan, nationality has yet to transcend other
identities to command allegiance to the nation-state (Muralidharan, 2012). Secularism as a
kind of civic nationalism that locates the nation within a liberal construction of autonomy and
rights seems to be at odds with cultural nationalism (Muralidharan, 2012). Culture—defined
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as a system of ideas, beliefs, and values—enables the interpretation of human experience and
a filtration through which understandings pass (Ramondo, 1991).

Nationalism, as such, is embedded in the politics of culture (Ozkirimli, 2005; Phillips, 2013).
Phillips (2013) argues that the government of Jordan has fostered and disseminated a distinctive
state identity to the population, and “the discourse built has been deliberately ambiguous and
multi-faceted involving state, Arab and, at times, religious identity” (p. 28). Jordan’s multi-
layered identity is tied to rule legitimation and support for its domestic and foreign policies “in
the absence of a democratic mandate” (Phillips, 2013, p. 3). This argument is similar to that
levied by Ayubi (1995) who claims that Arab nationalism has always been “a
kulturnation/never a staatsnation, with little focus on the reality of what a united Arab state
would look like” (p. 46). Thus, Jordan’s official identity discourse as a refugee host state

combines state nationalism and national Arabism to fit the politics of the day (Phillips, 2013).

The concept of borderland(s) offered by Anzaldta (1999) speaks to both a physical and a social,
affective space that constructs identity anew as a result of displacement, movement, and
interaction. In the case of registered Syrian refugees, about 49% live in two of Jordan’s
northern governorates bordering Syria, namely Mafraq (26%) and Irbid (23%); the main host
governorate is Amman (28%), with the remaining 23% residing in nine other governorates
(Ahmadzadeh et al., 2014). The immense pressure placed on the Jordanian government
necessitated a $150 million loan in 2014 to cover 80% of the costs of the Syrian refugee crisis,
with the remaining 20% financed by the international community (Yukhananov, 2013;
Alvdalat, 2015; Culbertson & Constant, 2015). The largest international donor to Jordan for
aid to Syrian refugees is the United States Agency for International Development (Culbertson
& Constant, 2015). Increasingly, Jordanian citizens view Syrian refugees as placing greater
strain on Jordan’s resources (Shteiwi, Walsh, and Klassen, 2014). Many Jordanians fear that
“resources are being channeled away from their needs to meet the needs of the growing Syrian
refugee communities, in education as well as other sectors” (Culbertson & Constant, 2015, p.
69). Consequently, the government of Jordan has stipulated that international contributions
must be split 60% to Syrians and 40% to Jordanians in order to benefit local host communities
as well (Ahmadzadeh et al., 2014).

The term borderlands refers to both “the physical, geographic borders of nation-states and less
tangible borders that involve imagination and experience” (Krupar & Prins, 2016, p. 204).
Borderland represents “a place of encounters between identities and capacities, meaning, and
knowledge that permeates educational institutions and programs” (Giroux, 1997; cited in
Krupar & Prins, 2016, p. 196). Borderlands therefore transcend the political border between
states to create a social and physical space with its own unique historical and social dynamic
(Baud & Van Schendel, 1997; Krupar & Prins, 2016) within a refugee host state. Due to
extended displacement in Jordan, some Syrian families have reduced their food consumption,
sold belongings, and taken their children out of school (Dineen, 2013). Wells and colleagues
(2016) cite a myriad of psychosocial needs for Syrian refugees, including: environmental
stressors (e.g., limited finances, housing, and work rights; discrimination; economically
necessitated marriages; and interrupted education); psychosocial impacts (e.g., frustration and
boredom; social isolation); distress (e.g., anger, fear, sadness; loss of hope and concentration);
and symptoms (e.g., functional impairment). Panter-Brick and colleagues (2017) found that
Syrian refugees aged 11-18 drew personal strength from seeing education as important and
maintaining their ambition.

As Krupar and Prins (2016) make clear, the border is internal (within a person) and external
(physical). In the case of double-shift schools in Jordan, the separate shifts place Syrian refugee
students on the physical and figurative margins of Jordan’s education system, fostering (apart
from the passing times between the morning and afternoon sessions) physical separation and,
for some, social exclusion. The national curriculum also serves to reinforce Jordanian as
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opposed to Syrian identity and history. Although almost 70% of Jordan’s population is less
than 30 years of age, “there seems to be little to no specific attention to youth in educational
spaces” (Cantini, 2016, p. 2). The study of education in Jordan and the Arab region has focused
mainly on policy-oriented research, leaving the lives of young people largely unexplored
(Adely, 2009). “Given the centrality of educational spaces” (Adely, 2009, p. 373), especially
government (public) schools, and given that “ideological and material dimensions go hand in
hand in co-creating the meaning, and the effects, of education” (Cantini, 2016, p. 22), research
that explores identity formation of Arab children and youth in urban borderlands in host refugee
states is urgently needed.

During the 2013-2014 academic year, the number of Syrian refugee students enrolled in public
primary and secondary schools in Jordan was 100,381 outside camps and 20,174 inside camps
(Ahmadzadeh et al., 2014). By 2015, there were 125,000 Syrians in Jordan’s public schools.
The cost to educate one Syrian student that year was $1,544; the cost to educate all Syrian
refugees in Jordan’s public schools was $193 million (Culbertson & Constant, 2015). For
Syrian refugee students, Jordan’s double-shift schools are often located far away from their
homes, making transportation expensive and sometimes unsafe. An outcome of the double-
shift system is a reduction in instructional time for all students—Jordanian and Syrian alike,
with approximately 4.5 hours of learning time per shift.

More Syrian refugee girls than boys are enrolled in Jordan’s public schools. The Ministry of
Education does not allow those who have been out of school for three or more years to enroll
in Jordan’s public schools, and some youth who have missed a year or more of school feel
embarrassed to be in classrooms with younger children (Culbertson & Constant, 2015). Labor
laws prevent Syrian refugee adults from being hired as teachers in Jordan’s public schools, and
unemployed, inexperienced, and recent university Jordanian graduates are often hired to teach
Syrian refugee students in the afternoon shifts. Inexperienced teachers, though, may be
preferred to no learning opportunities or the protection a school can provide (Culbertson &
Constant, 2015). It is projected that Syrian refugees may remain in Jordan for 20 years or more
(Culbertson & Constant, 2015), which means more young people will compete for work,
university, and public resources (Carrion, 2015).

Male Syrian refugee experience in urban double-shift schools

This section discusses the findings from eight focus groups conducted with 44 Syrian refugee
students (grades 6-10) at four, all-boy schools in two different education directorates in
Amman, Jordan.! Focus groups or “group depth interviews” are composed of a selected group
of people who share their beliefs on a particular topic. The role of the moderator is to elicit
responses that enable participants to consider their experiences and perspectives (Krueger,
1988; Morgan, 1988). Focus groups are especially effective for obtaining data from children
and youth, as peer interactions lead to insights and opportunities for students to agree, expound,
or counter the points they hear.? Other benefits are that groups can be assembled on short notice
and data obtained quickly, resulting in fewer interruptions to the school day.

L This research is part of a larger qualitative study that examined constructions of citizen
identity in male and female Jordanian and refugee students in 10 primary and secondary
public schools in Amman, Jordan. Nine of the 10 schools were newly established double-
shift schools.

2 The researcher has had success conducting focus groups with children and youth in diverse
international contexts, including South Africa (Kubow & Berlin, 2013; Kubow & Ulm, 2015)
and Jordan (Kubow, 2010; Kubow & Kreishan, 2014).
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I spent five months in the field and presented myself as an American professor interested in the
views of children and youth regarding citizenship and identity in Jordan’s double-shift schools.
Institutional Review Board (IRB) approval was obtained from the researcher’s home
institution, as well as approval from the Hashemite Kingdom’s Ministry of Education (MoE).
The MoE notified the school principals about the approved research, and the school
administrators then identified classes and interested students who came to a designated room
in the school for the focus group. Child assent for study participation was obtained by reading
an IRB protocol aloud to students that introduced me, the study, and the research process.
Students had the opportunity to ask me questions about the study and to assent to participation
by staying in the room or leaving. Those who chose to participate were assured that there were
no right or wrong answers, and that they could respond if they wanted to (or not) to any question
during the focus group. The Syrian refugee boys, who ranged in age from 12-16 years,
discussed issues of citizen identity, Syria, and schooling in their host nation of Jordan. The
focus groups were conducted in Arabic with an interpreter who immediately shared the
responses in English, enabling my direct interaction with the students and opportunities for
immediate clarification, elaboration, and follow-up questions. The focus groups were digitally
recorded and ranged in length from 30-60 minutes.

Double-shifts were created at Schools 1-3 to address overcrowding, with Syrian refugees
educated in an afternoon shift separate from Jordanian students taught in the morning shift.
School 4 has only one-shift due to a preference at the school for Syrian and Jordanian students
to be mixed. The afternoon shift at School 1 serves grades 1-10. Nineteen Syrian boys (7 boys
in grade 6; 6 boys in grade 7; 6 boys in grade 8) participated in focus groups at School 1. At
School 2, the afternoon shift serves refugees in grades 1-8. Fifteen Syrian boys (7 boys in
grade 7 and 8 boys in grade 8) participated in focus groups at School 2. School 3 serves
refugees in grades 1-11. Five boys (3 in grade 9 and 2 in grade 10) participated in focus groups
at School 3.3 At School 4, the 20-25 Syrian students attend one-shift with Jordanian students.
Five Syrian boys in grade 9 participated in a focus group at School 4.

Data was transcribed verbatim from Arabic into English by a Jordanian transcriber with
exceptional expertise. I drew upon Rubin and Rubin (2012) to ascertain emic codes emerging
from student responses and etic codes from key concepts in my review of the literature. I also
considered how students’ responses converged or diverged (Charmaz, 2005) among their peers.
Separate debriefing meetings were held with each of the three female Jordanian interpreters
and the one female Jordanian transcriber to uncover additional contextual and cultural
meanings in the data.

School 1

At School 1, Syrian refugee boys in grade 6 liked the afternoon shift because they feel
comfortable with each other, do not have to use the Jordanian dialect, and come ready to learn
and are not sleepy. The boys’ opinions differed, though, as to how effective teaching is in the
afternoon shift. When I asked about the meaning of the word “nation,” the boys viewed nation
as the Arab nation or Arab world, as opposed to one specific nation such as Syria or Jordan. A
pan-Arab identity was supported by their metaphorical reference to “one hand,” which they
said represented collaboration and unity of the Arab nation—one body with no differences
among the separate Arab nation-states. Only one of the seven boys viewed “nation” as Syria.
Democracy was understood as “freedom” (male 7) and freedom as not being made “to do
something you don’t want to do” (male 2). Outside of school, the boys said they play soccer,

3 The two focus groups conducted with male refugee students at School 3 included Iraqis and
one Libyan student. For purposes here, only the data from the Syrian refugees is reported.
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basketball, volleyball, karate, and PlayStation. When I asked how it felt to participate in the
focus group, the students said it was good to “empty our hearts.”

Similar to grade 6, the Syrian boys in grade 7 at School 1 were positive about the afternoon
shift, reporting that they felt comfortable learning among Syrians and that they had time to
study and play in the morning before school. The seventh graders, like their younger peers,
also viewed “nation” as the Arab “world” (male 5)—“one united nation” (male 1 and male 6)
composed of “people who follow the Prophet [Muhammad]” (male 5). The boys described the
Arab world as people who are “strongly attached to each other” (male 3) and bound by the
religion of Islam. The seventh graders said they are not learning about contemporary Syria in
school because of the war and they are not learning about America or any other Western
country. Rather, the boys reported that the curriculum focuses on ancient Arab civilizations,
the wonders of the world, the traditions of Jordan and its national anthem, and respect for
people.

When I asked the Syrian eighth grade boys to describe their experience in the afternoon shift
at School 1, one boy (male 4) poignantly replied:

It is very difficult, as we have come here from Syria, to a different environment
and a different situation. The school shift is very long, and the school is far
away from home. We attend school all days of the week, except for Fridays.
We stay at school until a late hour of the day, until after sunset. You rarely find
Syrian students who live at a close distant from their schools.

Despite these drawbacks, the students said they are achieving higher scores in their classes in
the afternoon shift compared to previously when they were in the morning shift with Jordanian
students.

The eighth graders at School 1 said they are learning about the history, traditions, and cuisine
of Jordan, about the monarchy and civilizations that lived in Jordan, and about democracy in
Jordan. As one student summarized: “The food, independence, wars, customs and traditions,
that’s it” (male 5, grade 8, School 1). In relation to their democratic knowledge, the boys spoke
of the system of governance, types of councils, the three authorities (executive, legislative, and
judiciary), and parliament’s two houses (the senate and the representatives), but not about their
role as civic participants. Aside from some attention to Syrian authors and poets, the boys
reported learning nothing about Syria in school. When I asked how that makes them feel, they
replied:

Male 5: We feel lost.

Male 3: If somebody asks you something about Syria, you don’t know the
answer.

Male 4: When someone is an expatriate living away from home, how do you
expect him to learn about his country? Some of us left Syria when we were in
Grade 1 or 2, and some of us had not been enrolled in schools.

Male 1: Some of us were not aware of anything—where they are, where they
were; they don’t recall what it [Syria] looks like.

For these boys, their hope is for the liberation of Syria so that they can “go back home” to see
their relatives, to “rebuild our country” (male 4), and to “help those who are oppressed” (male
3).

The eighth graders at School 1 also shared that schooling in Jordan, unlike Syria, focuses on
religion, which they view as a good thing. When asked about the word “nation,” the boys
spoke of cooperation, unity, “the nation of Muhammad, meaning Islam” (male 3), “being one
person” (male 5), and “being one hand” (male 3). Male 1 explained that “to be as one hand
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and one body; actually it is a metaphor, if a problem in the body, then all go down” (male 1).
I then asked them what the characteristics are of an Islamic nation, to which they replied:
“memorizing the Qu’ran” and “helping those in need.” As male 4 elaborated: “The stronger
people help the weaker ones; the values and ethics are important. Religion is how you treat
others. For example, he’s Christian and I am Muslim, but there shouldn’t be any difference
between us” (male 4). For these boys, “foreigner” was understood as Westerner, and they said
they are not learning about the West in the school curriculum.

School 2

Syrian refugees in grade 7 at School 2 described their schooling experience in Jordan as
learning about “how to get along with other people” (male 5), meeting new friends, and “when
you have a good teacher at the school, you feel that they are like a father to you” (male 6). The
boys said they had Jordanian friends in the morning shift and that they go to their homes and
play together outdoors. In their host nation school, they are learning about Jordan’s unique
archaeological sites (Petra, Jerash, and the Dead Sea), Jordan’s values, customs, and traditions,
and the monarchy and system of rule. In their Social Science class, the boys said they are
learning that dialogue is important to resolving disputes and that they should seek the help of
authority figures rather than taking matters into their own hands. Male 6 said there used to be
fighting in the school, “but the school is sorting things out.” When I asked the group about the
values that Syrians hold, male 7 replied that, “we understand each other and hold Islamic
values.” To be Arab, according to the boys, is to be Muslim, to pray and fast, to speak Arabic,
and to “know that Arabs have a long history” (male 7), having “made their way through from
humble beginnings to now being advanced and up to date with modern technologies” (male 6).

At School 2, the discussion among Syrian eighth graders focused on Jordan’s peace and
security and commonalities among Arabs, as opposed to differences between Syrians and
Jordanians. One student (male 7) expressed his appreciation of King Abdullah II because
Jordan is a secure and safe place to live, and he was grateful for the kindness and support shown
by “our Jordanian brothers” who have helped him and other Syrian refugees adjust to life in
Jordan. A peer (male 8) supported that view:

When we were in Syria, we were displaced, and we were living in fear. There
was no safety or security. But when we arrived in Jordan, we felt the safety and
stability the country offers. People welcomed us not as displaced people or
refugees, but as neighbors and brothers.

For the eighth graders at School 2, being Arab and descendants of Prophet Muhammad “is
something to be proud of” (male 7). When I asked if one could be an Arab and not Muslim,
the students said “yes.” The values that hold Arabs together, according to the boys, are
common traditions and customs, “they share one world/homeland” (male 8), and that Arab
hospitality is a “deeply-rooted trait” (male 5). To illustrate the latter, male 8 told of an incident
when someone attempted to kill Prophet Muhammad, but the killer had a change of heart due
to the kind way the Prophet treated him.

School 3

Being Syrian is a source of pride for the ninth grade boys at School 3 because they are part of
the Arab world. Honesty and truthfulness, as well as helping the elderly and those with
disabilities, were cited as Islamic values. An Arab Islamic identity was also central to these
students, as illustrated in the following comment by male 8:

Arab values are deep rooted, and we were raised to respect those values. The
Arab world is our origin and history, and, if we let go of that, we let go of
ourselves and our existence. And if we let go of our religion and Islamic values,
we let go of everything that makes us who we are.
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These young people value their religion and spoke at length about it. When I asked the boys
to share their views about the conflict in Syria, male 8 was very passionate in his response,
perceiving the war as God’s judgment on those who have strayed from Islam:

The war is part of a worldwide purification process. Some Syrians, not all, were
criminals and murderers and had deviated from God’s teachings. Now you see
Syrians closer to God, praying and being faithful so that God will save them.
Some wars are a curse to humanity, but this war in Syria is serving to purify the
people. Now people are closer to God, so that God will help them.

His peer (male 4) disagreed, stating that, “the war doesn’t differentiate between criminals and
good people or children. Islam did not teach us to bomb everybody. Those criminals can be
judged by God, or they should be sent to court.” However, male 8 insisted that due to the war,
“people are placing their faith in God to bring better days and alleviate their suffering.” Male
7 also disagreed with his peer’s statement because “God teaches us to be thankful in good days
and bad days.” Due to his family’s experience in Syria however, male 8 was adamant that the
Syrian war was serving a purifying function:

All those who disagree with me have not experienced what I saw. My father
was arrested, and [a] few days later he was wounded in the head and was kept
in ICU [intensive care unit] for a long time. My uncle was at home when the
police held him and beat him. He had wounds and broken limbs and had to go
to the hospital for two months. My maternal uncle was shot in the leg. This
uncle used to have tattoos, but, after the incident, he had his tattoos removed
because tattoos are against the teachings of God, so it was his way to repent and
ask God’s forgiveness. Not everybody has experienced such kind of incidents,
and some lost faith because of such incidents. But, through my experience, this
war turned people into believers in God. My uncle also became more patient
and accepted his fate (his injury). So again, war purifies people. In Ghouta,
people became strong believers. War should not last long, I agree with my
colleagues, but when there’s war it triggers people to ask for forgiveness and it
brings them closer to God.

The ninth grade Syrian boys at School 3 were in agreement that the teachers in the afternoon
shift are compassionate and try to encourage them because the teachers believe the war has had
adverse effects on them. The boys were uncertain as to what the future holds for them, speaking
of extended family members who have immigrated to the U.S. and Europe and parents who are
seeking to immigrate. For male 8, his family looks at their time in Jordan “as a holiday or
vacation, in the hopes that things will get better in Syria and we can go back.” Taking
inspiration from the Qu’ran, he believes that:

Syria will be back to what it used to be, but it has to be purified first.
Palestinians left their homeland 23 years ago, and they thought that they would
go back in a few days, and they have not returned even until this day. Islam
said that eventually the Jews will leave Palestine, and the Palestinians will
regain their country. (male 8, grade 9, School 3)

School 4

In contrast to a Syrian tenth grader (male 2) at School 3 who said he had time to study prior to
the afternoon shift, Syrian boys in grade 9 in the one-shift at School 4 said they have been
taunted by Jordanian students who call them by their country of origin (“Hey, Syrians!”) rather
than by their names and who mimic their Syrian accent (male 2). The Syrian boys said that if
a Jordanian student has a father or mother who is Syrian then that makes them feel a connection
with their Jordanian peer. They also shared that their parents are stressed about life in Jordan
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and are applying for immigration to the U.S. As male 1 summarized, “We have no future in
Jordan.”

One Syrian ninth grader (male 2) at School 4 felt only a “very minimal sense of unity” among
Arabs, having previously enrolled at a double-shift school where teachers were uninterested in
delivering lessons. This made going to school there useless and his eventual move to the one-
shift school a necessity. As mentioned across all of the focus groups, ninth graders at School
4 said, “there’s no mention of Syria at all in the school” (male 2). When I asked if the school
should talk about Syria, he replied that Jordanians would say to Syrians that “now you are
better than us” (male 2) because you have your own curriculum. Thus, the boys concluded that
a separate curriculum for Syrians will not happen; rather, “we learn about the history of Jordan,
the geography, and the climate, etc. You forget there’s anything named Syria” (male 2).
Because the school does not focus on the war in Syria, the students say they learn about it from
social media, mainly Facebook.

The Syrian ninth graders at School 4 had a lengthy discussion about the Syrian war. For male
1, “The people [in Syria] got divided into two fronts: some want their freedom, and others are
okay with the status quo” and “each party wants to be in the right” (male 2). Male 4 spoke of
“the interference of neighboring countries and others,” citing Iran, Russia, and Turkey as
meddling in Syria. His peer (male 2) stated that, “It’s no more a civil war in Syria; it’s a war
among other countries on Syrian land without destroying their own.” The boys said there is
nothing left in Syria, as homes are destroyed, and it will be difficult for people there for a long
time. Despite the hardships, the ninth graders said that maintaining their Syrian identity was
important to them. For male 4, “being Syrian means belonging to my country, preserving our
identity. And no matter what happens, I will continue to love Syria, and I will not give up on
it.” While one student (male 4) claimed that, “Bilad Al-Sham [the Levant] is all the same.
Bilad Al-Sham should stay as one hand. The Prophet has urged this unity,” some peers
disagreed as to whether Jordan is one (or unified) with Syria.

Their experience at the “mixed” one-shift school with Jordanian students has not made the
ninth grade Syrian boys feel as if they are truly integrated or that they fully belong. The Syrian
students spoke of how Jordanians like to pick fights with them:

For example, I would be sitting somewhere, and a Jordanian would shove me,
and I don’t respond. Then he shoves me again and again until a fight ensues.
They feel that we are taking their space, that we are intruding on their country.
They have reason to feel this way. (male 2, grade 9, School 4)

In addition to being made to feel “that we are consuming their resources,” said male 4, “if we
get into trouble with anybody, we can be deported right away.” Overall, the boys feel that
learning about the history of Jordan will not prepare them for the future, especially if they move
to another country. Thus, schooling should focus on “the history of other Arab countries and
countries of the world” (male 2).

Conclusion

Because schools are microcosms to view larger social forces and to understand how those
forces manifest in students’ civic identities, there is great need to study the impact of public
schooling on identity formation for Syrian refugees in Jordan’s urban, double-shift schools.
Focus group data from four public schools in Amman reveal that an Arab Islamic identity is
strong among most Syrian refugee boys who, for the most part, view schooling as heavily
focused on Jordanian history and historical sites but devoid of attention to the West and other
Arab countries, including Syria and the on-going war there.
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The conflict in Syria is a delicate issue, and Arabs are divided as to how they view the events.
Jordan is torn between its position of helping an Arab neighbor and maintaining its relations
with international allies. While some believe that Syrian President Bashar al-Assad is a dictator
who is killing his people, others believe that foreign powers are having a proxy war in Syria
and are fighting over Syria’s resources. Both sides look at the involvement of the U.S. and
Russia, among others, differently, with many seeing it as interference in Arab affairs.

Further research is crucial to understand the kind of identity and community constructed by
Syrian refugee students in host countries. A key question to explore is the role that refugee
students in Jordan and elsewhere play in legitimizing, reproducing, critiquing, and challenging
identities promoted by public schooling in those host nation-states. For the majority of Syrian
boys in my study of public schools in Amman, the identity narrative is a pan-Arab and Islamic
one. Adherence to a national identity promoted by the state of Jordan or allegiance to Jordan
may not be forming, despite the national curriculum that focuses heavily on the history,
historical sites, and heritage of Jordan. However, more comparative research on youth identity
is needed.
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Geographical inquiry as a transcultural vehicle for education in sustainable
development: The centrality of a new vision
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Early debates around the concept of sustainable development were defined by
discussion around the degree to which both natural and human environments
were included. At the 1987 World Commission on Environment and
Development, it was decided that the natural environment should be seen as an
integral part of human existence, and not some entity that was related, yet
divorced, from it. However, more recently, the idea of sustainable development
has tended to be centred mainly around its natural environmental applications
at the expense of the human, framed within the context that the world's natural
environments, along with their associated resources, need to be used and
managed in such a way as to make them available for future generations.

Educational approaches that emphasise this prevailing, one-sided, largely
dehumanised notion of sustainable development have consequently tended to
be more scientific in nature, revolving around an understanding of the mutual
dependence between the four spheres of the natural environment: the biosphere,
atmosphere, hydrosphere, and lithosphere. The existence of people as a key
aspect of the equation has been lost or diminished, as exemplified in the argued
negation of climate change as an issue by various conservative political forces
around the world.

This paper argues that the decline in the teaching of school geography as a
discipline in countries such as Australia has contributed greatly to this distortion
of education of sustainable development. It contends that the features of the
geographical approach to inquiry, particularly in its wider conceptualisation of
fieldwork (Kidman & Casinader, 2017), and centred on human-physical
interaction within places, provides a much more effective means of developing
a sustainable development education, one that is more cogniscent of the deeper
aspects of the concept. The tramscultural context that is enabled by a
geographical approach enables learnings about human interactions with the
natural environment to be seen, diminishing or minimising the elements of
contemporary cultural imperialism that have continued to affect the sustainable
development debate.
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Les premiers débats sur le concept de développement durable ont été définis par une discussion
sur le degré d'implication des environnements naturels et humains. Lors de la Commission
mondiale sur 'environnement et le développement de 1987, il a été décidé que I'environnement
naturel devrait étre considéré comme faisant partie intégrante de 1'existence humaine et non
comme une entité liée, bien que séparée de celle-ci. Cependant, plus récemment, 1'idée de
développement durable a eu tendance a étre centrée principalement sur ses applications
environnementales naturelles aux dépens de I'homme, circonscrit dans le contexte ou les
environnements naturels de la planéte, ainsi que leurs ressources, doivent étre utilisés et gérés
de manicére a les rendre disponibles pour les générations futures.

Les approches éducatives qui mettent en avant cette notion dominante, largement déshumanisée,
du développement durable ont par conséquent tendance a étre de nature plus scientifique, axées
sur une compréhension de la dépendance mutuelle entre les quatre spheres de I’environnement
naturel: la biosphére, I’atmosphere, 1’hydrosphere et la lithosphére. L'existence de la population
en tant qu'aspect essentiel de I'équation a été perdue ou réduite, comme en témoigne la négation
argumentée du changement climatique en tant que question soulevée par diverses forces
politiques conservatrices a travers le monde.

Cet article affirme que le déclin de 1'enseignement de la géographie scolaire en tant que
discipline dans des pays tels que l'Australie a largement contribué a cette distorsion de
I'éducation au développement durable. Il soutient que les caractéristiques de 1'approche
géographique de I'enquéte, notamment dans sa conceptualisation plus large du travail sur le
terrain (Kidman & Casinader, 2017), centrée sur l'interaction homme-physique dans les lieux,
constituent un moyen beaucoup plus efficace de développer une éducation pour le
développement durable, celui qui est plus conscient des aspects plus profonds du concept. Le
contexte transculturel rendu possible par une approche géographique permet de mieux
comprendre les interactions entre 'homme et I'environnement naturel, diminuant ou minimisant
les éléments de I'impérialisme culturel contemporain qui ont continué d'influencer le débat sur
le développement durable.
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[NepBbIe 00CY>XAEHUS KOHIETIIY yCTOHYNBOTO Pa3BUTHS ONPEIEIISUIUCH TEM, B KAKOH CTETIEHH
YUHUTBIBAINCh KaK IPUPOAHBIE, TaK U aHTponoreHHele ycinosus. Ha ceccunm BceemupHoit
KOMMCCHH T10 OKpY Xaromiel cpezie ¥ pa3BuTrio 1987 roga ObU10 IPUHSATO PEIICHHE O TOM, YTO
NPUPOJHYIO Cpely cIeIyeT paccMaTpUBaTh KaK HEOTHEMIIEMYIO YacThb YEJIOBEUECKOIrO
CYLIECTBOBaHMS, a HE Kak HeKoe o0pa3oBaHHE, CBSI3aHHOE C HEW, HO OTJEJICHHOE OT Hee.
Opnako B mocnegHee BpeMs uies YCTOMYMBOIO Pa3BUTHSA, KaK MPABUIIO, COCPEIOTOUUBAETCS
TJIaBHBIM 00pa3oM Ha ee NPUMEHEHWH B NPUPOJHOH cpeze B yIiepO MHTepecaM YeloBeKa B
KOHTEKCTE TOr0, YTO IPUPOHAS CPElA MUPA HAPSIy CO CBA3aHHBIMU C HEHl pecypcaMu JOIDKHA
WCTIONIb30BAThCS U YIPABISATHCS TAKUM 00pa3oM, 4TOOBI CIeNIaTh €€ JOCTYIMHOM 11 Oy IyImnx
MOKOJICHUI.

OO0pazoBartenbHbIe TOXO0/Ibl, KOTOPBIE MOIYEPKUBAIOT 3TO Ipeobiaaromniee, OJHOCTOPOHHEE,
B 3HAUYNTEIILHOM CTETICHH JIETYMaHN3UPOBAHHOE MIOHSTHE YCTOMYMBOTO Pa3BUTHSL, KaK IPABUIIO,
HOCSIT Ooyiee HAy4HBIH XapakTep, BpaIlasch BOKPYT IOHMMAHUS B3aWMHOM 3aBUCHMOCTH
MEXIY YeTHIpbMsI cepaMul MpUpOIHOH cpenpl: Orocdepoil, armocdepol, rugpochepoii u
srocepord. CyliecTBOBaHHE JIOJEH Kak KIIOYEBOIO acleKTa 3TOro YpaBHEHHS OBLIO
YTpaueHo WM YMEHBIIEHO, O YeM CBUJAETEIbCTBYET apryMEHTHPOBAHHOE OTpHIAHNE
Pa3IMYHBIMA KOHCEPBAaTHBHBIMH IIOJIUTHYECKHIMH CHJIaMH BO BCEM MHpE HPOOJIEMBI
W3MEHEHHS KIMMara.

B HacrosmieM JOKyMEHTE YTBEP)KAAeTCs, UYTO COKpalleHHE NPErojaBaHus IIKOJIbHOU
reorpady Kak JUCLHUIUIMHBI B TaKMX CTpaHax, Kak ABCTpaius, B 3HAYUTEIHHOH CTEIICHH
CHOCOOCTBOBAJIO TAKOMY MCKa)KCHMIO 00pa3oBaHMs B 00JIaCTH YCTOHYMBOTO pa3BUTHs. B Hem
3asBJIAETCS, YTO OCOOCHHOCTH reorpaUuecKoro 1moaxo1a K pacciaeJOBaHHIO0, OCOOCHHO B €T0
Oosiee mMpPOKOI KoHIenTyanmn3zauu padorsl Ha Mectax (Kidman & Casinader, 2017), u ¢
YIOpOM Ha B3aMMOJICHCTBHE MEXIy JIOJbMH M (U3MYECKUMH OOBEKTaMM, 00ECHEUHBAIOT
ropaszo Oosee 3¢dexTHBHBIE cpercTBa pa3paboTku 0Opa3oBaHMS B 00JIACTH YCTOWYHBOTO
Pa3BUTHS, KOTOPOE B OOJIBILICH CTENEHN YUUTHIBAET Ooee IITyOOKHe aclIeKThl 3TOW KOHIICTIINH.
TpaHCKyIBTYpHBI KOHTEKCT, KOTOPBIH obOecnednBaeTcs reorpaguyeckuM MHOAXOIO0M,
TI03BOJISIET YBUJICTh 3HAHHS O B3aMMOJICHCTBHUHU YEJIOBEKA C OKPY’Karole Cpeaoi, yMeHbIIas
WIN CBOJAS K MHHHUMYMY 3JIEMEHTHI COBPEMEHHOTO KYJIBTYPHOTO HMIIEpPHAIU3Ma, KOTOpPBIE
MIPOJIOJDKAIOT BIUSTH Ha 0OCY’KIEHHE BOIIPOCOB YCTOWYHNBOTO Pa3BUTHSI.

Los debates iniciales alrededor del concepto de desarrollo sustentable se definieron por
discusiones en torno al grado en que fueron incluidos tanto los entornos naturales como los
humanos. En la Comision Mundial sobre el Medio Ambiente y el Desarrollo de 1987, se decidio
que el entorno natural debia considerarse como parte integral de la existencia humana, y no
como una entidad que aunque relacionada, estaba divorciada de ella. Sin embargo, mas
recientemente la idea de desarrollo sustentable ha tendido a centrarse principalmente en sus
aplicaciones ambientales naturales a expensas de lo humano, enmarcada en el contexto de que
los entornos naturales del mundo, junto con sus recursos asociados, deben utilizarse y
gestionarse de tal manera que estén disponibles para las generaciones futuras.

Los enfoques educativos que enfatizan esta nocion predominante, unilateral y en gran parte
deshumanizada del desarrollo sustentable consecuentemente tienden a ser de naturaleza mas
cientifica, y giran en torno a la comprension de la dependencia mutua entre las cuatro esferas
del entorno natural: la biosfera, la atmoésfera, la hidrosfera y la litosfera. La existencia de
personas como un aspecto clave de la ecuacion se ha perdido o disminuido, como se ejemplifica
en la negacion argumentada sobre el cambio climatico como un problema de varias fuerzas
politicas conservadoras en todo el mundo.

Este documento plantea que la declinacion en la ensefianza de la geografia escolar como
disciplina en paises como Australia ha contribuido enormemente con la distorsion de la
educacion sobre desarrollo sustentable. Sostiene, ademas, que las caracteristicas del enfoque
geografico en la indagacion, particularmente en su conceptualizacion mas amplia de trabajo de
campo (Kidman & Casinader, 2017), y centrada en la interaccion fisico-humana en algunos
lugares, proporcionan un medio mucho mas efectivo de desarrollar una educacion para el
desarrollo sustentable que sea mas consciente de los aspectos mas profundos del concepto. El
contexto transcultural que habilita un enfoque geografico permite apreciar aprendizajes sobre
las interacciones humanas con el entorno natural a ser visto, disminuyendo o minimizando los
elementos del imperialismo cultural contemporaneo que han afectado continuamente el debate
sobre desarrollo sustentable.
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Introduction: Underneath the radar — a dilemma for education for sustainable
development

Educationally, it can be argued that one of the enduring legacies of the late 20th century was
the establishment of sustainability as a conceptual theme (Firth & Winter, 2007). What appears
to have been forgotten, however, in an age where the idea of sustainability is frequently
considered as a stand-alone concept in primary and secondary education, is that its original
emergence entailed a far more complex and interwoven entity than its current mono-
dimensional image might imply.

Historically, it can be said that the concept of sustainability surfaced in the 1980s as being
innately associated with the improvement of quality of life for people in a region. The two
ideas were incorporated into the notion of sustainable development, or the consideration that
countries needed to improve the growth of their economies and societies in a such a manner
that made it possible for such improvement in living standards to continue in future generations
without losing the quality of environmental conditions that had enabled that economic and
lifestyle growth in the first place. However, as this paper will assert, the connection with human
existence as an equal priority in the context of sustainability education has become less visible,
to the point where the original cultural essentiality of sustainability, as part of sustainable
development, has been lost to a large degree. The shift, or divergence, has been best
encapsulated by the emergence of two supposedly competing global acronyms EfS (Education
for Sustainability) and ESD (Education for Sustainable Development). The reality, we argue,
is that EfS is a misleading redundancy, because of a more comprehensive and realistic
conception and implementation of sustainability education within the parameters of ESD.

Such a position is not a promotion of an argument that the integral importance of the health of
the natural environment should be downgraded in any way. The notion of environmental
sustainability, or at least the need to be concerned about the way in which the natural
environment was being used, or abused, has a long history (see, for example, Vogt 1949), but
it is our view that, as a high-profile matter of public debate, the concept became more prevalent
in the mainstream literature in the early 1970s. It is at this time that writers such as John
Passmore (1974) were being very direct in their concerns about environmental stability and the
imperative that humans needed to see themselves as ‘stewards’ of the Earth, and not just
unthinking users.

By the 1980s, the notion that the long-term health of the environment needed to be taken into
account as part of any national development plan for economic growth had begun to take hold.
The necessity of working globally to improve people's living conditions came to the fore of
international consciousness, underscored by the declaration of the Third Development Decade
(1981-1990) and the World Decade for Cultural Development (1988-1997) by the United
Nations. For many working in the field of Sustainable Development, the 1992 Earth Summit
in Rio de Janeiro (more formally known as the United Nations Conference on Environment
and Development), along with the declarations of unified action, marked the high point of
global cooperation and agreement, and a significant stage in people-environment relationships,
as it “was the starting point for the international acceptance of the model of sustainable
development as a combination of developmental and environmental effects, including social
and economic dimensions” (Schreiber & Siege, 2016, p. 30).

However, we would argue that, in terms of Sustainability Education, a far more fundamental
and significant event was the earlier 1987 World Commission on Environment and
Development. The publication that derived from that work, Our Common Future, or the
Brundtland Report (World Commission on Environment and Development, 1987), became the
catalyst for young researchers and activists in the field, and was the first document to fully
encapsulate and elucidate the dimensions of what was meant by ‘sustainable development’.
Most significantly, the document highlighted that the natural environment was not merely an
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entity in itself, but an integral part of human existence, related to it and yet separate. Sustainable
development was, therefore, a holistic concept that incorporated both the world of human
endeavour and the natural/physical environment in which human lives operated.

Similar emphases were to be found in other contemporaneous documents as global affairs
became more saturated with incipient worldwide environmental concerns, such as global
warming and the greenhouse effect. A common theme was the necessity of finding a balance
between the needs of a growing population and a pressurised physical environment, such as in
Agenda 21 (United Nations, 1992)—itself a direct consequence of the Rio Summit—and the
Belgrade Charter, which acknowledged the need for both individual and collective
responsibility in meeting these challenges (UNESCO, 1977).

Unfortunately, whilst this all-encompassing perception of sustainable development has been
maintained in statements of global policy (for example, UNESCO, 2017) notions of school-
based sustainability education have become increasingly divorced from this developmental
context. With a few major exceptions, which will be addressed later in this article, in the reality
of the classroom, EfS has replaced ESD, resulting in an incomplete and ill formed knowledge
and understanding about the nature of sustainability itself.

Consequently, this paper argues that a new approach to sustainability education is required,
one that brings it back more into the original scope of ESD. Through a combination of
conceptual, philosophical and document analysis that frames a case study of Australian
curriculum against a global context, it argues that the most effective way for achieving this is
to place sustainability education within a geographical approach to learning rather than the
interdisciplinary path promoted to date. Aside from its greater conceptual affinity with
sustainability education, the discipline of Geography facilitates a more culturally responsive
approach to sustainability education through its incorporative relationship with
transculturalism, a new lens on demographic cultural diversity that is arguably more aligned
with the realities of a global society in the 215 Century. It is this set of principles that will be
the focus of the rest of the paper.

Sustainablity development education in the school context

In order to understand some of the reasons why this shift from an emphasis on ESD to EfS has
occurred in many regions and not in others, it is pertinent to consider the broad outline of
national curriculum policy in an exemplar country; in this case, Australia. In essence,
explanations for this ‘unfocusing’ of ESD and a re-centering on EfS can be linked to changes
in the perceived significance of Geography within the school curriculum. In Australia, the
1990s saw a reconstruction of school curriculum away from what were seen as the more
traditional disciplines in an attempt to encourage students to see their learning as being more
relevant to their lives (Casinader, 2015). Integration of disciplines was seen as the key, but
what eventuated did not show an accurate understanding about the nature of disciplines and
how they worked cognitively; there was little evidence that its collective designers and writers
understood what is now being referred to as discipline-based inquiry literacy (Kidman &
Casinader, 2017).

It is not within the scope of this paper to discuss the wider reasons surrounding these decisions,
but it is arguable that the impact was most keenly felt within Australian school geography
education. Essentially, the long-established conceptual basis of the discipline was that it acted
as a bridge between the natural and social sciences or Humanities, in which the focus was on
the interactions between people and the environment through the lens of areal differentiation;
the spatial paradigm, or the intellectual perspective that phenomena on the Earth can be divided
into distinct regions that have common characteristics. Moreover, rather than being a mere
‘agglomeration of pieces of the systematic sciences’ (Hartshorne, 1949, p. 460), Geography is
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able to integrate a wide range of human and physical phenomena in making sense of the real
world; it is an ‘integrating [science] concerned with studying the world’ (p. 463). All
information in a place or region being studied is of interest to the geographer, for ‘[there] are
no set rules for determining which phenomena ... are of geographic significance. That must be
determined, in any particular case, on the basis of the direct importance of the phenomena to
areal differentiation’ (p. 464). To have Geography divorced from its scientific roots, and
integrated into an unsympathetic social science construct was effectively a dismissal of
Geography’s inherent disciplinary value.

Consequently, under the false illusion that the process would enable students to relate their
education to the real world, integrated learning areas were created largely on the basis of
content as the arbiter; the more significant parameters, such as the nature of conceptual thinking
and disciplinary inquiry processes, were put to one side. In Australia, in the mid 1990s,
Geography, History and Civics were combined into Studies of Society and Environment
(SOSE), despite their lack of intellectual overlap, in the construction of the National
Curriculum Statements and Profiles. This aborted attempt at a national curriculum still resulted
in States adopting its principles in their own curriculum frameworks (Clements, 1996;
Casinader, 2015). This shift towards an outcomes-based curriculum based on Key Learning
Areas (KLAs) sparked considerable debate on both sides (see Tudball, 2008; Marsh, 2010). In
so doing, however, the impact on geography teaching in Australia was marked. The
environmental emphasis became highlighted above all other conceptual bases of Geography,
and the breadth of the subject as a specific school discipline began to decline in importance
(Casinader, 2015). In light of the present push for STEM, or the integration of the Science,
Technology, Engineering and Mathematics in school and tertiary courses, it is interesting to
note that, at the time, a similar integration of disciplines on the Science front was deemed
unnecessary. This can be seen as being largely due to a perceived hierarchy of school subjects,
in which the Sciences were—and, arguably, still are—deemed to be more difficult and more
deserving of their own disciplinary space than the Humanities.

This collapsing of disciplinary boundaries in terms of ESD aligned closely with a persistent
drive for EfS as opposed to ESD. Advocates argued that sustainability education was only
likely to be effective and needed to be taught in an interdisciplinary manner—an approach that
has been promoted consistently by global bodies such as the United Nations (2017). In this
paradigm, to be taught effectively, sustainability needs to be embedded in non-disciplinary
education so that it is seen as being embedded in the complexity of daily life. The difficulty
with such a rationale is two-fold. Firstly, it does not take into account the educational
imperative behind successful sustainability education; that is, it needs to be taught in a learning
context that consciously highlights its interdependent human-environmental nature. As was
demonstrated in the 1990s Australian SOSE experience, in which the authors were deeply
embedded as school Geography and Science teachers, the environmental emphasis in EfS had
a paradoxical effect. Environmental issues on their own, without explicit consideration of
human interaction, came to be seen as the responsibility of Science teachers, along with much
of the physical environmental work previously covered by Geography.

This de-emphasis of the more scientific aspects of the geographical discipline saw its role
within SOSE education contract to one that was more focused on the human aspects of society.
In short, Geography lost the right and ability to explore and teach the duality of people-
environment interactions that helped to identify it as a discipline. In the process, any chance
for accurate EfS Development was lost, for EfS was far more concerned with the environmental
than the human aspects of the equation. As writers such as Huckle (1991) and Fuller (2010)
have argued, such highlighting of the environmental was a political decision rather than an
intellectual, educational one, explicitly designed to take advantage the contemporary
prominence of ecological issues. In the process, the existence of people as a key aspect of the
sustainability equation has been lost or diminished, a pattern more widely reflected in the
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current negation of climate change as an issue by conservative global political forces,
regardless of the weight of scientific evidence that might exist regarding its impact on people
in regions such as Oceania (IPCC, 2014a, 2014b) The scientific debate around climate stability
has become more important than the issues of cultural sustainability that are inextricably
associated with it. As a result of, or perhaps alongside, these trends, the direction of ESD has
become lost in an interdisciplinary maze. Sustainability is now perceived more as being a
scientific endeavour, framed around an understanding of the mutual interdependence of the
four environmental spheres: the biosphere, atmosphere, hydrosphere and lithosphere.

Given these shifts, it is not surprising that school-based sustainability education has tended to
occur within Science classrooms, implying a standard scientific approach to inquiry-based
learning in which the laboratory - the site of experimental learning, has precedence. Studying
the environment in the field is much less of a priority (Kidman & Casinader, 2017). In other
words, there has been a further separation of the notions of sustainability and sustainable
development, which we argue is both a conceptual and practical non-sequitur. The arguments
in favour of the separation of sustainability and sustainable development tend to revolve around
a belief that the two are separate ideas. For instance, Maude (2014, p. 19) argues that
sustainability ‘is the state or condition of being sustainable’, whereas ‘sustainable development
is a process of economic and social change designed to produce an environmentally sustainable
economy and a just society’. However, such a separation tends to de-emphasise the reality that
sustainability without a context lacks any substantive value; it has to be considered within the
framework of human existence to have meaning. The differentiation ignores that human and
environmental conditions of life cannot be disaggregated, for they are mutually interdependent
and symbiotic.

In Australia, the interdisciplinary approach has been largely maintained to the present. Within
the structure of the Australian Curriculum, introduced in 2010, sustainability is structured as
one of the three cross-curriculum priorities, to be addressed across all learning areas; it is not
a learning area in itself. The emphasis within sustainability learning in terms of content remains
the perspective of the physical environment. Consequently, in the Australian Curriculum,
Geography might have regained its disciplinary integrity and its conceptual identifier as the
bridge between the human and the physical environment, albeit without some of its past
critically evaluative edge (Casinader 2016a) but the preferred interdisciplinary approach to
EFS is still reflected in the references that are made to sustainability in the curriculum
frameworks of several learning areas, especially Science and Geography.

However, the interesting point about this aspect is the way in which the sustainability concept
is dealt with across the two disciplines (ACARA, 2018a). Geography has 24 content descriptors
related to sustainability in its framework across the full spectrum of primary school and
secondary school up to Year Ten, compared with only five in Science, which are primarily in
the early secondary years. It suggests strongly that geographers, at least, see themselves having
a stronger place in sustainability education than science educators, a viewpoint that has been
reflected in other research (see Casinader & Kidman, 2018). It is a position, nevertheless, that
needs to be aggressively maintained if ESD is to regain its rightful place as the primary frame
for effective sustainability education.

Educating for sustainable development: A revised approach

To teach sustainability effectively as a concept, therefore, requires it to be taught within the
concept of sustainable development, and this, in turn, necessitates an educational disciplinary
approach that encompasses the essentiality of the people-environment interaction to the notion
of sustainability, along with the consideration of the quality of both the environment and
people's lives. Consequently, it is our contention that it is far more appropriate for
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sustainability education to be framed within a geographical disciplinary framework than to be
considered and implemented within that of Science.

The reasons for this assertion lie both in the nature of the geographical discipline itself and in
its conception of educational inquiry. Conceptually, Geography’s disciplinary heart remains its
focus on the interactions between people and their environments at a variety of scales.
Furthermore, its construction of inquiry contains two aspects that are not found in disciplines
such as Science. Firstly, the endpoint of geographical inquiry it is not simply an evaluation of
what has occurred, as is advocated in scientific inquiries (Kidman & Casinader, 2017), but is
more a reflection and prediction as to what might or should exist in the future; in other words,
the notion of long-term sustainability is seen as being integral to the geographical purpose.

Secondly, this fundamental disciplinary notion of evidence-based reflection enables an inquiry-
based geographical pedagogy that is centred on what exists, and what should or might exist, in
the real world. The very core of a ‘geographical inquiry literacy’ (Kidman & Casinader, 2017)
is an understanding that geographical investigations start from the premise that the discipline
is concerned with all the elements that are found within a place, whether they are positive or
negative in nature, human or physical:

the ‘place’, in all its forms and natures, is the focal point of the discipline and
inquiry, and so geographical inquiry is able to, and indeed, demands, both an
acknowledgement and incorporation of scientifically-constructed methods
of data collection and a reflexive self-engagement by the investigator(s) into
the nature of that place, leading to its own form of place-responsive
pedagogy on the part of the educator. (Kidman & Casinader, 2017 p. 137)

There is no inherent selection in the data gathering process that might be predetermined, for
example, by the scientific hypothesis. All data gathered is assumed to be of possible relevance,
and therefore it is not rejected until analysis has taken place. Geography is the ‘only subject
that shows the ways in which ... the earth and social sciences are combined and even
intertwined’ (Birkenhauer, 2002, p. 273)

The collection of data in the field, as opposed to experimentation in the laboratory, is central
to the geographical paradigm. The geographical fieldwork imperative (Kidman & Casinader,
2017) enables an understanding of the transformation or development of a landscape as it has
been modified by people; that is, the very interaction that is the core of the sustainability
concept. The gathering of data in that field work is not confined to a set of predetermined
hypotheses, as is more common in scientific inquiry, but is instead framed by a wider
conceptualisation of fieldwork as a dynamic, all-encompassing form of inquiry learning,
concerned with ‘the acquisition of deep and intimate knowledge of the land, or site, under
investigation’ (Kidman & Casinader, 2017, p. 130). It is this capacity to observe the real world,
in all its variety of people-human interactions, sustainable or not, that is at the heart of
geographical inquiry and that also makes it ideally suited to the study of sustainability as part
of an investigation into sustainable development, in which the notions of the existence of
people in the natural environment are considered within a long-term context.

Towards a transcultural literacy within ESD

The reframing of ESD within a geographical context also enables the inclusion of a
complementary perspective that has been de-emphasised, if not ignored, within the relevant
literature. In a world of increasing societal cultural diversity, the enunciation of ESD education
has been essentially expressed in culturally neutral terms; that is, on the assumption that
sustainability and sustainable development are universally interpreted in the same way. Even
UNESCO publications (for example, 2005) have not defined what ESD is or how it should be
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interpreted, a reflection of the possibility that globally devised goals may not always be
appropriate for local national ESD priorities (Couch, 2017). In part, it is arguable that this has
been encouraged by the strict boundaries of truth and falsehood in data/evidence that is part of
the scientific paradigm and mode of inquiry. However, the complex variation and cultural
attitudes across the world mean that there is an equal, inevitable and inescapable variation in
the interpretation of what is meant by sustainability and sustainable development. The
advantage of a geographical context for ESD is that it is able to accommodate such differences.
Geography, as a discipline, is attuned to a newer construction of cultural perspective, that of
transculturalism, one that is more aligned with, and accepting of the complex cultural realities
of the 21st Century and the multifarious sustainability perspectives that derive from that.

Within an educational context, the use of the term ‘transcultural’ is relatively new. It is based
on the position that current approaches to cultural perspectives in education are founded on
two concepts that predates contemporary globalisation in their origin; multiculturalism and
interculturalism (Casinader, 2016b). It is argued that both these terms were formulated in an
age when global exposure to cultural difference was very limited by existing communications
technologies and the construction of national and global societies. The modern technological
revolution, initiated by the public introduction of the Internet in the early 1990s, has seen a
shift from nationally based economies to a far more complex and intertwined global economy,
in which global mobility and demographic patterns reflect a world in which societies are now
increasingly culturally diverse and exposure to difference is now the norm, not the exception.

Whereas multicultural and intercultural approaches to education are based on a highlighting of
the differences between peoples and between places, the notion of transculturalism builds upon
its predecessors to emphasise that cultural variation is now ‘expected’ between and within
places; cultural difference is not viewed as a problem or exception that might need to be
countered in some way (Casinader, 2016b). Cultural diversity is seen as an opportunity for new
possibilities, not in terms of the identification of the ‘Other’. People who have developed a
transcultural capacity are able to seamlessly transition within, across and between different
cultural environments and places, whether in work or life. It is not a competence that can be
acquired by undertaking a qualification, but an attitudinal shift that involves a change in one's
cognitive framework, a shift that research suggests can be facilitated by globalising experiences
at home or abroad that demand individuals having to respond to culturally unknown
environments on a personal level (Casinader, 2017; Casinader & Clemans, 2018).

The holistic nature of the geographical perspective, in its observation of difference within a
place is both expected and acknowledged as being significant, provides the perfect conceptual
environment for transcultural attitudes to be recognised, as well as being utilised in more
specific fields such as ESD. This nested relationship between the geographical paradigm and
the observation, acknowledgement and celebration of difference is not new; the gathering of
information about places, and the reflection of what was similar and what was different to the
‘known world’, has been part of the discipline since the years of its disciplinary creation and
consolidation through the work of European explorers dating back to the ‘Reconnaissance’
(Livingstone, 1992), if not before. There is a synergy between both Geographical inquiry
literacy and Transcultural literacy, which assumes and accepts that cultural imaginaries other
than the dominant one in a particular place exist, looking beyond variance itself to the normality
of that difference. Transcultural literacy incorporates an engagement with and an absorption of
the cultural imaginary of others, including any cultural perspectives on ESD that might differ
from the predominant attitudes.
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The manner in which transcultural literacy can be said to be nested within geographical inquiry,
and therefore ESD, is illustrated in Figure 1. Within a place, or what might be termed a regional
space of any scale, Geography’s holistic and egalitarian treatment of all data within that place,
both human and/or environmental, generates a series of multiple connectivities that takes into
account aspects relating to both cultural and environmental being, or the existence of the
interplay between the human and environmental. The process and approach of geographical
inquiry provides a toolbox, through which each of these patterns of connections can be
observed and analysed. Similarly, transculturalism, using its mindset in which difference is
the standard and not the exception, gathers in different forms of cultural existence, taking into
account variations that may or may not be influenced by variations in environmental context,
building a holistic picture of a place through its human-environment interactions. These
variations may, and do, also include cultural differences in what might be valued within the
concept of sustainability.

Consequently, the most significant advantage and benefit of using Geography as the vehicle
for ESD lies in its embedded transculturalism, if taught in a manner that highlights the
discipline’s focus on the people-environment interaction. Sustainability, when taught within a
paradigm that is constructed within a Euro-American perspective on national development, as
has been the predominant past practice, lacks relevance and meaning to those who live outside
that context. For example, Professor Konai Helu Thaman, in her keynote presentation at the
2017 Oceania Comparative and International Education Society Conference, highlighted that
the United Nations Decade for ESD had had little impact in the Pacific because it was not
inclusive of indigenous knowledges and priorities (Thaman, 2017). In her view, the dimensions
of ESD needed to be culture-specific, and therefore context-specific. In the case of the Pacific,
this meant the underlying principles of Pacific Island knowledge systems, such as respect and
a preference for collectivity, needed to be used as the vehicles of ESD in that region. In addition,
in conference discussion, Thaman also highlighted the relevance of Geography as a
disciplinary vehicle for ESD in regions such as the Pacific, for its focus on the dual people-
environment interaction was itself a direct reflection of the inherent holistic approach to life
that underpins Pacific culture (communication talk).

Implications for ESD
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The main advantage of an Education for Sustainable Development that is situated within a
geographical disciplinary framework, therefore, rather than a scientific or interdisciplinary one,
is that it utilises the synergy and symbiosis between Geographical inquiry and Transcultural
literacy. By accepting complex diversity as the norm of human society within their conceptual
outlook, they acknowledge and respect the existence of variations in how the notion of
sustainable development might be perceived. Any patterns of people-environment interaction,
whatever might exist, are accepted as being the reality that needs to be responded to, and not
treated in a reductionist pattern.

This is not to say but there should be no debate as to which sustainable practices might have
more long-term effectiveness, or which approaches might be less self-centred and more
relevant to the future of global society rather than a local one. However, effective ESD cannot
take place in a fully universal way, in all regions of the world, unless an acknowledgement of
cultural difference as a positive is first established. In short, Geography as a discipline has the
capa01ty to bring differing pomts together into the one frame of reference; for it is ‘a way of
giving voice ... is apparent in its focus on the earth's diversity rather than on its regularities’
(Gade, 2011, p 168).

Consequently, Education for Sustainable Development that takes place within the disciplinary
framework of Geography has a more solid and productive curriculum and pedagogical housing,
as it is incorporated within a transcultural frame of reference. Together, they form a natural
nexus within a purposeful fieldwork imperative, viewing the people-physical differences
within a place as positives that are inherently connected in multiple ways and that cannot be
separated easily.

References

Australian Curriculum Assessment and Reporting Authority [ACARA]. (2018a).
The Australian Curriculum V8.3. Sydney: Australian Curriculum, Assessment and
Reporting Authority,

Australian Curriculum Assessment and Reporting Authority [ACARA]. (2018b). The
Australian Curriculum: Geography V8. 3.. Australian Curriculum Assessment and
Reporting Authority.

Australian Curriculum Assessment and Reporting Authority [ACARA]. (2018c). The
Australian Curriculum: Science V8. 3.. Australian Curriculum Assessment and Reporting
Authority.

Birkenhauer, J. (2002). Proposals for a Geography Curriculum '2000+' for Germany.
International Research in Geographical and Environmental Education, 11(3), 271-277.
doi:10.1080/10382040208667491

Gade, D. W. (2011). Curiosity, Inquiry, and the Geographical Imagination. New York: Peter
Lang.

Casinader, N. (2014). Culture, Transnational Education and Thinking: case studies in global
schooling. Milton Park, Abingdon: Routledge.

Casinader, N. (2015). Geography and the Australian Curriculum: Unfulfilled Knowledges in
Secondary School Education. Geographical Research, 53(1), 95-105. doi:10.1111/1745-
5871.12081

Casinader, N. (2016a). Transnationalism in the Australian Curriculum: new horizons or
destinations of the past? Discourse: Studies in the Cultural Politics of Education, 37(3),
327-340. doi:10.1080/01596306.2015.1023701

59



Casinader, N. & Kidman, G. Volume 2, Number 2, September 2018

Casinader, N. (2016b). A Lost Conduit for Intercultural Education: School Geography and the
Potential for Transformation in the Australian Curriculum. Intercultural Education,
27(3). doi:10.1080/14675986.2016.1150650

Casinader, N. (2017). Transnationalism, Education and Empowerment: The Latent Legacies
of Empire. Milton Park, Abingdon: Routledge.

Casinader, N., & Clemans, A. (2018). Building the transcultural capacities of preservice
teachers to support their employability in a globalised world. Intercultural Education.

Casinader, N., & Kidman, G. (2018). Fieldwork, Sustainability, and Environmental Education:
The Centrality of Geographical Inquiry. Australian Journal of Environmental Education,
34(1), 1-17. doi:10.1017/aee.2018.12

Clements, M. A. K. (1996). The National Curriculum in Australia. Education Research and
Perspectives, 23(1). Retrieved from retrieved from http://pandora.nla.gov.au/nph-
wb/19991214130000/http://www.ecel.uwa.edu.au/gse/erp/vol23nol/clements.html

Firth, R., & Winter, C. (2007). Constructing education for sustainable development: the
secondary school geography curriculum and initial teacher training. Environmental
Education Research, 13(5), 599-619. doi:10.1080/13504620701659079

Fuller, R. J. (2010). Beyond Cliché — Reclaiming the Concept of Sustainability. Australian
Journal of Environmental Education, 26, 7-18. doi:10.1017/S0814062600000793

Hartshorne, R. (1949). The Nature of Geography. Lancaster: American Association of
Geographers.

Huckle, J. (1991). Education for Sustainability: Assessing Pathways to the Future. Australian
Journal of Environmental Education, 7, 43-62. doi:10.1017/S0814062600001853

IPCC. (2014). Climate Change 2014: Impacts, Adaptation, and Vulnerability. Part A: Global
and Sectoral Aspects. Contribution of Working Group II to the Fifth Assessment Report
of the Intergovernmental Panel on Climate Change [Field, C.B., V.R. Barros, D.J.
Dokken, K.J. Mach, M.D. Mastrandrea, T.E. Bilir, M. Chatterjee, K.L. Ebi, Y.O. Estrada,
R.C. Genova, B. Girma, E.S. Kissel, A.N. Levy, S. MacCracken, P.R. Mastrandrea, and
L.L. White (eds.)]. Cambridge, United Kingdom and New York, NY, USA.

IPCC. (2014). Climate Change 2014: Impacts, Adaptation, and Vulnerability. Part B: Regional
Aspects. Contribution of Working Group II to the Fifth Assessment Report of the
Intergovernmental Panel on Climate Change [Barros, V.R., C.B. Field, D.J. Dokken,
M.D. Mastrandrea, K.J. Mach, T.E. Bilir, M. Chatterjee, K.L. Ebi, Y.O. Estrada, R.C.
Genova, B. Girma, E.S. Kissel, A.N. Levy, S. MacCracken, P.R. Mastrandrea, and L.L.
White (eds.)]. Cambridge, United Kingdom and New York, NY, USA

Kidman, G., & Casinader, N. (2017). Inquiry-based Teaching and Learning Across
Disciplines: comparative theory and practice in schools. Basingstoke: Palgrave
MacMillan.

Livingstone, D. N. (1992). The Geographical Tradition. Oxford: Blackwell.

Marsh, C. (2010). Studies of Society and Environment (SOSE): does it have a future? Ethos,
18(4), 10-14/34.

Maude, A. M. (2014). Sustainability in the Australian Curriculum: Geography. International
Research in  Geographical and  Environmental  Education, 27, 19-27.
doi:10.1080/10382046.2013.858437

Passmore, J. (1974). Man's Responsibility for Nature. London: Duckworth and Co Ltd.

60



Geographical inquiry as a transcultural vehicle for ESD Volume 2, Number 2, September 2018

Schrieiber, J., & Siege, H. (Eds.). (2016). Curriculum Framework Education for Sustainable
Development (2nd ed.). Berlin/Bonn: Cornelsen/Engagement Global gGmbH.

Thaman, Konai Thelu. (2017). Keynote Address: Whose Sustainable Development? A Pacific
Perspective on education for sustainable development. Paper presented at the OCIES
Annual Conference: Education and Sustainable Development in Oceania and Beyond,
University of New Caledonia

UNESCO. (1977). The International Workshop on Environmental Education: Belgrade,
Yugoslavia 13-22 October 1975. Paris: UNESCO.

UNESCO. (2017). Education for Sustainable Development Goals. Paris: UNESCO.

United Nations. (1992). Earth Summit: Agenda 21 - United Nations Conference on
Environment & Development, Rio de Janeiro, Brazil, 3 to 14 June 1992. New York:
United Nations.

Vogt, W. (1949). Road to Survival. London: Gollancz.

World Commission on Environment and Development (1987). Our Common Future. Oxford:
Oxford University Press.

About the Authors

Niranjan Casinader

Dr Niranjan Casinader is Senior Lecturer in the Faculty of Education at Monash University,
specialising in curriculum, pedagogy and Humanities education through the lenses of culture
and problem solving. A geographer by training, he worked in school education for over 30
years before entering academia. In a corollary to his focus there, his research and publications
are centred on the relationships between education, culture, thinking, development and
globalisation, both contemporary and historical. Current projects include studies into the
transcultural capacity and the inquiry literacy of teachers in schools, building upon his model
of Cultural Dispositions of Thinking. He has been professionally recognised for his educational
work, both locally and internationally.

Gillian Kidman

Gillian Kidmanis an Associate Professor of Science Education at Monash University,
Australia. Her teaching and curriculum design is award -winning and she was a Lead Writer
and Senior Advisor for Australia’s National Curriculum - Australian Curriculum:
Science (Science Inquiry Skills strand). She is the Co-Editor of the journal International
Research in Geographical and Environmental Education (IRGEE) and is the Australian
Representative — Steering Committee, International Geographical Union-Commission
Geographical Education (IGU-CGE) and Group Leader - Sub-Committee for Diversifying
Research, (IGU-CGE). Gillian has research and teaching interests in the sciences and
humanities, with a particular interest in inquiry forms of teaching and learning as well as the
potential inquiry pedagogies have for the integration of Science with other disciplines.

61



Global Comparative Education: Journal of the WCCES Volume 2, Issue 2, September 2018

Framing post-SDG prospects for ‘education for development’

Roger Dale
University of Bristol

This paper sets out possible ways of improving and deepening our theoretical
analyses and understandings of what is generally referred to as ‘aid for
education in the developing world’, with a particular focus on the Sustainable
Development Goals, especially in the area of SGD 4, which focuses on
education. The analysis is based on an attempted reformulation of the nature
and understanding of ‘aid for education in a period of globalization’. This is
necessary because the use of single, apparently generic, terms conceals deeper
and differently formulated conceptions of the analysis of education at a global
scale. This reformulation, which takes up the first half of the paper, is based on
the distinctions between two common approaches to the issues, taking the lenses
of ‘the world’ and ‘the global’, and the less common approach of ‘the planetary’
(as enabling a focus on the nature of the SDGs). A key rationale for this
approach is the confusion and ambiguities that accompany many attempts to
understand and explain the ‘supranational’. These distinctions are then related
to current theoretical and empirical analyses of the SDGs. The paper concludes
by arguing that the ‘official’ ways in which they are analyzed within the
programme, and the assumptions and emphases of the dominant analyses,
essentially preclude critically-focused analyses.

Keywords: sustainable development, global, world, planetary, aid for education
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MKIER T, AXRE, “BEN WA HTERRTZENRER. & F AR
s, REEEAR ERRSEHHENERDTITIE.

Cet article expose les moyens d’améliorer et d’approfondir nos analyses théoriques et notre
compréhension de ce que 1’on appelle généralement «1’aide a 1’éducation dans les pays en
développement», en accordant une attention particuliére aux objectifs de développement
durable, en particulier dans le domaine du développement durable 4, qui met l'accent sur
I'éducation. L’analyse repose sur une tentative de reformulation de la nature et de la
compréhension de «l’aide a I’éducation en période de mondialisation». Cela est nécessaire, car
I’utilisation de termes uniques, apparemment génériques, cache des conceptions plus profondes
et formulées différemment de 1’analyse de 1’éducation a 1’échelle mondiale. Cette
reformulation, qui occupe la premiére moiti¢ du document, est basée sur la distinction entre
deux approches communes des problémes, prenant les perspectives de "monde" et de "mondial",
et de 1'approche moins connue de "planétaire" (permettant de se concentrer sur la nature des
ODD). La confusion et les ambiguités qui accompagnent de nombreuses tentatives de
compréhension et d’explication du «supranational» constituent 1’'un des principaux motifs de
cette approche. Ces distinctions sont ensuite liées aux analyses théoriques et empiriques
actuelles des ODD. L’article conclut en affirmant que les méthodes «officielles» de leur analyse
dans le programme, ainsi que les hypothéses et les priorités des analyses dominantes, excluent
essentiellement les analyses axées sur la critique.

B HacTosmemM JOKYMEHTE H3JIaraloTCsl BOSMOXKHBIC ITYTH COBEPIIICHCTBOBAHUS U YTITyOJICHUS
HAIIIETO TEOPETHUYECKOTO aHAN3a M IMOHUMAHUS TOTO, YTO OOBIYHO MUMCHYETCS "TIOMOIIBIO B
eNsx 00pa3oBaHUS B Pa3BUBAIOINMXCS CTpaHax', ¢ yaeleHueM ocoboro BHUMaHUA Llemsm
ycroitunBoro pasutus (L[YP), ocobenno B obmactu LIYP 4, B k0oTOpoit 0OCHOBHOC BHUMaHHE
yaensercss o0pa3oBaHUIO. AHallN3 OCHOBAaH Ha TOMBITKE MEpeOPMYITHPOBKH CYIIHOCTH U
ITOHUMAHWS TTOHATHA "TMOMOIIb B 00pa30BaHUM B MEPHOA IIO0anH3anuu’, 9T0 HEOOXOAMMO,
ITOCKOJIBKY FWCITONb30BAHHUE CIUHBIX, Ka3aJloch ObI, OOIMMX TEPMHHOB CKpBHIBacT Ooee
rITyOOKHE U MTO-pa3HOMY COPMYIIMPOBAHHBIC KOHIICIIINH aHAIN3a 00pa30BaHus B TII00ATEHOM
Macmtabe. OTa mepedopMyITHpOBKa, KOTOpas 3aHHMAcT IEPBYIO TOJOBHHY JOKYMECHTA,
OCHOBaHA Ha PA3IUYMAX MEXAY JBYMS OOIIMMH IOAXOJaMH K TpoOiieMaM, TPHHUMAs BO
BHUMaHue "Mup" 1 "TI00aNsHBIN", 1 MEHee 00U ToAX0 T "TIaHe TApHBINA" (KaK BO3MOXXHOCTH
cocpenorounthes Ha mpupone L[YP). KimodeBbiM 000CHOBaHHEM TaKOTO MTOIXOAA SIBIICTCS
IMyTaHUIA U JIBYCMBICICHHOCTD, COMPOBOXAONINE MHOTHE TOMBITKA TOHSITh U OOBSICHUTH
"HagHaMOHAIbHOE". DTH pPa3nUyusl 3aTEM CBSI3aHbl C TEKYIIUM TEOPETHYECKUM U
sMmnupuueckuM ananuzoM L[YP. B 3akmioueHue B JIOKyMEHTE YTBEPXKIAETCs, UTO
"o¢unuansHeIe" CIIOCOOBI MX aHallM3a B paMKax MpPOTPaMMBI, a TaKXKe IMPEIIOJIO0KCHUS U
aKIEHTHl  JOMHHHUPYIOIIMX  AHAJIU30B MO  CYLIECTBY  HUCKJIIOYAIOT  KPUTUYECKU
c(hOKyCHpPOBaHHEIN aHAITU3.

Este documento presenta posibles formas de mejorar y profundizar nuestro entendimiento y
analisis tedricos sobre lo que generalmente se denomina “ayuda para la educacion en el mundo
en desarrollo”, con un foco particular en los Objetivos de Desarrollo Sustentable (ODS),
especialmente en el area del ODS 4, centrado en la educacion. El analisis se basa en un intento
de reformulacion de la naturaleza y la comprension de la "ayuda para la educacion en un periodo
de globalizacion". Esto es necesario porque el uso de términos unicos, aparentemente genéricos,
oculta concepciones diferentes y mas profundas del analisis de la educacion en una escala
global. Esta reformulacion, que ocupa la primera mitad del documento, se basa en las
distinciones entre dos maneras comunes de enfocar el tema, tomando las lentes de "el mundo"
y "lo global", y la perspectiva menos comun de "lo planetario" (como habilitando un enfoque
en la naturaleza de los ODS). Una razén fundamental para este enfoque es la confusion y las
ambigiliedades que acompaiian a muchos intentos de entender y explicar lo "supranacional".
Estas distinciones se relacionan con los analisis teéricos y empiricos actuales de los ODS. El
documento concluye con el argumento de que las formas "oficiales" en las que se analizan
dentro del programa, asi como las suposiciones y el énfasis de los analisis dominantes,
esencialmente excluyen los andlisis centrados en la critica.
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Introduction

My objective in this paper is, ambitiously, twofold, aiming to advance on the one hand some
possibly novel theoretical and methodological propositions, and on the other, some rather more
empirically-based theoretical considerations concerning the educational components of the
Sustainable Development Goals (SDGs).

One interesting, and quite widespread response to the arrival on the scene of the SDGs has been
to compare them with the preceding, but far from forgotten, Millenium Development Goals
(MDGs), many of whose melodies continue to linger on in the current discourses. However,
when [ began to think back even further, to the time before the MDGs, to Education For All
(EFA) and all that, I was struck by the surprising elements of continuity over the decades that
seemed to crop up. Perhaps, though, it should not have been so surprising, because it is
relatively easy to discern key threads running through all these various iterations and forms of
what we still find it easy to think of and refer to as generic forms of ‘development’ and ‘aid’,
which move roughly from the North to the South of the planet. It sometimes seems that it is
only the modalities of ‘development’ and ‘aid’ that have changed; the division of the labour of
‘aid’ seems to have broadly persisted despite a range of related changes, of donors and
recipients, and the activities of major international organizations.

That said, what I want to begin by arguing is that while what we see when we look back over
the recent decades of ‘aid’ and ‘development’ is a quite impressive display of apparent
continuity, certainly of language, that continuity is to a considerable extent nominal rather than
substantial. As a result, it serves to not only disguise, but to significantly distort the extent and
nature, and the forms and consequences, of the ‘real” changes that have taken place.

Consequently, I want to begin this paper by tentatively advancing an approach that may more
usefully reveal something of the nature and extent of the changes that have taken place over
recent decades in the area of ‘aid for education’.

The way that I will seek to do this is by comparing three different ways of conceptualizing the
current state of ‘development aid for education’. In essence, I will be trying to argue that these
superficially similar, but fundamentally different, understandings and constructions have for
some time distorted the picture of what is going on, and that it is crucial to thoroughly
distinguish them from each other, especially in terms of the ways that they identify and act
towards different political and institutional bases and assumptions about the nature of the
relationships between superficially similar, but fundamentally different practices and
meanings.

As well as practices and meanings, there is a major and extremely important recognition to be
made when we address issues such as the nature and significance of the modes of global
governance of education, in, around, and through, projects like the MDGs and the SDGs,
internationally and on a global scale. And that is that the very terminologies we use to describe
these phenomena structure the ways that such issues can be understood. We are confronted by
a myriad of apparently similar terms for describing what is going on—globalization,
internationalization, transnationalization, etcetera, with typically very little specification of
what, if any, perceived need to distinguish between them exists, and perhaps a tacit assumption
that the best way to deal with them is to accumulate them. However, if we see them as lenses
that selectively incorporate and identify particular features of each term’s meaning and use,
then we may be in a better position to elaborate and compare them.

Moreover, it is a major part of my argument here that there are indeed major—and highly
significant—differences between the ways in which we refer to what we might regard most
neutrally as the ‘supranational’ level. This level is referred to in numerous ways—
globalization, internationalization, world, regional, hemispheric, etcetera—each term of which
individually seems in some way to narrow and define the scope of the activities they describe.
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And indeed, my first, and most important, argument is that it is crucial to recognize that these
different characterizations do point to significant differences in the ways that we approach them
analytically. They mean/imply different things, and consequently we need to distinguish
between them carefully.

So, the main argument I want to make here is that the optimal way of categorizing these
characterizations of the activities. It is to distinguish these terms on the basis of what we can
describe as different ‘lenses’, and that, in turn, the perceptions generated by the lens will add
to our understanding of the nature of what is referred to as the ‘global’, which is, in effect, the
main objective of this paper.

Employing different lenses

The value of employing these lenses is the construction of a set of extremely important
distinctions that emerge when we address issues such as the nature and significance of the
SDGs internationally, or on a global scale so that the lens-dependent terminology structures
the ways that such issues can be understood and made comparable. It is a major part of my
argument here that there are major and highly significant differences between the ways in
which we refer to the supranational level—global, world, planetary—all of which seem in some
way to narrow and define the scope of the activities they describe.

So, in an essentially theoretical and methodological effort to get ‘behind’ this confusing array
of terms and their different meanings, I will advance, very tentatively, the
world/global/planetary distinction for different bases of naming and pursuing, and hence being
able to compare, the issues that confront us, and the analytic consequence or impulsions of that
distinction, which identifies and distinguishes the three sets of political/institutional
arrangements (there is no implied ranking of significance in this order).

It is crucial, however, to recognize that, as previously stated, these different characterizations
and changes do mean/imply different things, and until we find an effective way to distinguish
between them, our analyses will be less than complete.

The fundamental basis of the conceptualization rests on arguments made some time ago,
comparing two conceptions of the relationship between national and transnational spheres in
education. These were referred to as respectively composing a ‘Common World Education
Culture’ (CWEC) and a ‘Globally Structured Agenda for Education’ (GSAE) (Dale 2000),
which were to be contrasted with each other in the ways that they referred to the ‘supranational’
level.

The labels attached to the two approaches are intended to be relatively self-explanatory. The
proponents of the CWEC argue that since at least the middle of the nineteenth century, ‘a
rationalized world institutional and cultural order has emerged which consists of universally
applicable models that shape states, organisations and individual identities....” As the leading
proponents of the CWEC put it, nation states did not emerge from ‘internal ideas’ but rather
were framed by ‘cultural principles exogenous to any specific nation state and its historical
legacy” (Meyer & Ramirez 2000, 115), while what we are calling the CWEC rests on ‘a world
cultural preference for market systems and political democracy (Meyer et al. 1997, 167)

Two other notable aspects of WCT for our current purposes are the singularity of the cultural
core of the program, and the almost entire exclusion of any reference to capitalism, or indeed
to political economy at all—though, very significantly for what we are trying to argue here, the
nation state figures very prominently. By contrast, the GSAE identifies an agenda for
education, on a global scale, that is structured on the basis of a capitalist logic; the purpose is
to tie the education system into the logic and practices of capitalism.
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The basis, nature and purpose of the distinction between the ‘world’ and the ‘global’ in that
approach should now be clear. The ‘world’ is seen in CWEC as the composite of the nation
states found on the Earth, which are seen to be linked by the common thread of a transnational
conception of education and its relationship to the state, while the ‘global’ in GSAE refers to
the activities of a global capitalist economy which shapes education in particular ways.

The ‘WORLD’

It may be useful to begin with what is perhaps the commonest of the three forms, with the label
‘world’ probably the most recognized, in many languages, means we have of apprehending the
wide scope and range of activities and experiences that we share as inhabitants of the Earth.
However, one important point to be made here is that for some of the arguments [ will deliver
below, the terms ‘world’ and ‘global’ can be used as both noun and adjective (as in ‘world
record’, for instance, or ‘global climate’). So, at one level, what I have in mind in the way I
will refer to ‘world’ is as a means of characterizing what in one usage may be conceived of as
the ‘international system of states’, based on membership of the United Nations, as the most
complete catalogue of the political entities making up, and dividing, the total population of
Earth into at least (largely) formally free, autonomous and sovereign nation states. (To be sure,
there are a few exceptions to be considered here, such as, for instance, ‘stateless’ people, but
the existence of that distinction demonstrates the pervasiveness and embeddedness of the
category as a whole.)

We have also noted above, the senses in which ‘the world’ is recognized/constructed by the
CWEC approach, based on very particular criteria of what counts as education and its
transnational reach, and forms of performance.

Within this world-international sphere many hugely significant relationships are experienced
and transactions carried out, but the fundamental basis on which this international system of
states rests, is that relations between these countries are based on their membership of the
United Nations (and its constituent bodies) and that membership cannot be withdrawn, except
in the case of two countries both claiming to represent a particular population or territory (as
happened to the expulsion of the Chinese nationalist regime in 1971). And while this in no way
means that all members are treated ‘equally’, acknowledged ‘country-hood’, as signaled by
membership of the UN, remains the fundamental basis of their collective common-ness. It is
on the basis of their ‘country-hood’ that this membership becomes eligible for particular types
of recognition and entitlement. Crucially, all member countries are formally (as in the right to
vote, for instance) equal, though their UN membership for instance makes some countries
eligible to receive ‘aid’ of various kinds (though we should note that countries can withdraw
or be expelled from UN agencies; the withdrawal of the United States from UNESCO, for
instance, is possibly the highest profile example of this).

We might also recognize that it is at this level that we find the idea of ‘nation-hood’, which
may or may not overlap with country-hood (which can lead to a range of ‘local’ difficulties).
And the specific point—which is highly relevant for the arguments I will be making later—is
that the formal recognition of individuals in the current world is largely bestowed through the
status of (national) citizenship, which might, therefore and crucially, be seen as the basis of the
political ‘equivalencing’, or homogenizing, of the Earth’s population (or at least of those
deemed fit to receive such a status, albeit one that we might see as being under some challenge
from the level of the global).

Below the level of the world (and the regional), we have, of course, individual nation states,
with massively different capacities to impact—and be impacted on by—the world. The
significance of individual state interventions in and on the world creates a range of hierarchies
that do not necessarily overlap—take for instance North Korea’s possession of nuclear capacity
but otherwise limited impact on the world. And the level of the national state is still the main
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arena in which ‘international’ as well as ‘national’ politics take place. It is through the
relationships between states that most of the world’s formal cross-national political exchanges
take place, while the nation remains as the main repository of personal and political attachment,
and formally the basis of differential levels of attachment through citizenship, with the real
denizens of the world found in the body/bodies of ‘stateless’ people.

However, having underlined the fact of formal equivalence of countries on the basis of their
UN membership, it is crucial to stress that this equivalence remains formal, and that benefits—
and penalties—accruing from that membership continue to frame, and to divide, ‘the world’ in
various ways.

Indeed, it is at the level of involvement with UN activities that the limitations of merely formal
membership of the world become most apparent. Such membership does not mean equal
involvement and acknowledgement and certainly not equal treatment. It is at the level of the
world that we find the greatest levels of activity and international stratification through, for
instance, activities as different as warfare and humanitarian intervention.

Such membership also extends very unevenly to the conditions under which poorer countries
experience being in the ‘world’, demonstrating the purely formal nature of their membership
of the ‘world community’, and their adherence to a CWEC, a background that is crucial to the
accounts given in this paper.

It is similarly important to register here that the lens of the ‘world’ rests on a broad idea of the
common condition of mankind— and also, taking a big leap here, from the basic species to its
assumed shared and reciprocal claim to a set of fundamental rights that all mankind shares as
a part of their common humanity. As the universal (NB) Declaration of Human Rights (which
might be seen as the best measure and guarantor of the ‘world’ as a collection of states) puts it,
‘the recognition of the inherent dignity and of the equal and inalienable rights of all members
of the human family [emphasis added] is the foundation of freedom, justice and peace in the
world’. Though notably this kind of ‘rights’ talk, and the assumptions on which it stands, sits
in some fundamental tension with the ‘shared planet’ lens.

Two points should be made here. One is the question of equivalence, which is raised by the
numerous different forms and practices taken by ‘globalization’. The clearest example is the
formal equivalence of all member countries of the UN, at the level of ‘the world’. The other is
the equivalence-ing of national education systems by such mechanisms and modalities as PISA,
which have come to be assumed by, and are keys ways in which these activities may be referred
to as ‘global’, especially in the sense of global capitalism, since they stretch far beyond and
more deeply across the activities of the ‘world’ as I have just referred to it.

The ‘GLOBAL’

As possibly the commonest way of referring to the supranational sphere, the ‘global’ is
understood in many different ways, even if the differences are not often fully investigated.
There are good reasons for this. In particular, we should note that focusing on lenses such as
the ‘world’ and the ‘planet’ leaves a significant remainder for understanding each of them
separately from different perspectives. Crucially, the lenses of neither the ‘world’ nor the
‘planet’ focus directly and explicitly on the ‘activities’ revealed by the ‘global’ lens which most
significantly shapes our lives in the world and on the planet. In particular, neither is easily able
to fully recognize the nature and scope of these activities at the global level; that is, those that
drive capitalist economic activities on a global scale.

There are two keys ways in which these activities may be referred to as global, especially in
the sense of global capitalism. One is that they stretch far beyond and more deeply across the
activities of the ‘world’ as I have just referred to it. However, more importantly, the activities
we refer to as global are highly influential on, but not reducible to, what goes on in the ‘world’
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(of nation states). In a nutshell, what I mean by the ‘global’ refers to the scope of economic
activities that take place on the planet, and to the dominance it grants social imaginaries that
emphasize necessity and obscure options for political choice. That is to say, these activities
extend into, and beyond, the scope of individual states, and are scarcely controlled by it.

And it not just the need to characterize the sphere and geographic spread of those activities that
leads me to refer to them as belonging to the category ‘global’, but the nature of the activities
that we have come to see as driving what we separately and collectively experience as shaped
at this global level.

At base, the ‘global’ does not represent the universal human interest, but the interests of
capitalism; it represents particular local and parochial interests which have been globalized
through the scope of its reach. Effectively, it is not too great an exaggeration, given the
experience of the Crash, to suggest that effectively the ‘world’ needed to administer the
‘global’, to save it from itself. Any direction that is exercised over its activities comes from
(very largely private) international organizations and corporations, whose capacity to flourish
even after the Crash was evidence of their power vis a vis even the most powerful states.

However, and closer to the themes of this paper, we do find different understandings of these
issues in the MDGs and the SDGs. It seems clear that the MDGs are in formal conception much
closer to the ‘world’, in the sense of the ‘international’. They were set up and largely run by
the main international organizations—UNESCO, World Bank, OECD, etcetera.

Further, in the case of the MDGs, there was less sense of the structural causes of
underdevelopment (which are associated with the kinds of differences mentioned here); rather,
we tend to find more or less undifferentiated conceptions of poverty, and underdevelopment,
with an absolute development goal in the form of universal primary education. That is to say,
there was no recognition of, or response to, the (globally-generated) structural (political-
economic) causes of underdevelopment, which are, however, addressed by SDG targets 10.5
and 10.6 in their identification of the global-level responsibility to address such inequalities.
Similarly, but somewhat in contrast, the SDGs seek ‘inclusive and equitable quality education’
(though this itself can be interpreted in different ways). This is a very important example of the
differences between the two approaches, and especially of the potential of not treating all “at-
risk’ countries as if they were identical for all main purposes.

Crucially for the argument here, the SDGs introduce an idea of ‘relativity’. We see here strong
justification for Philip McMichael’s (2017) argument that ‘while Development once meant [in
the MDGs?] improvement on the past’, it now refers [in the SDGs?] to ‘how to make the
future’. More than this, Heloise Weber (2016) has drawn attention to the key distinction
between entitlement and goals; the former are fundamental rights that ought not to be denied
to anyone and should be politically protected and secured. By major contrast, goals are
‘aspirations’ that may or may not be realized. Access to them is typically through markets, very
different from an entitlement, and if we look at the wording of the aims and intentions of the
goals, it seems very unlikely that everyone will be able to realize their rights. Weber also
introduces the ‘ladder’ metaphor, where inequalities are effectively conceived of in terms of
rungs on a ladder; the ladder facilitates the relative comparison of goal attainments, but also
permits the continuous deferment of reaching substantial goals for the society because
development is always conceived relative to whomever or whatever occupies the upper rungs.

The ‘PLANETARY’

More recently, alternative ways of conceiving of and framing the ‘world’ and the transnational
have emerged, many of which involve embracing them in ways that are quite distinct from the
international system of states. That is, at the opposite end of the scale from the UN, and its
shaping membership conditions, the issues we are studying also include what we might call the
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sphere of the ‘planetary’. This essentially constructs the planet itself as a complex, extensive
and potentially fragile whole, with ‘Earth’ not reducible to, but nevertheless, in different places,
a ‘victim’, or ‘beneficiary’, of different forms of human activity, especially as it is currently
enacted.

It is represented in our common species being, and on the basis of ‘ecological’ rather than
political-economic concerns.

Put extremely simply, the planetary lens focuses on the sustainable production and distribution
of particular forms of ‘common’ (in the sense of being available to all) goods, which are judged
and selected, not on the capacity for profit, or international diplomacy, but on the basis of their
impact on, and consequences for, the planet; especially as mediated through the activities of
the ‘world’ and the ‘global’. This brings them into sharp conflict with both the global, whose
central focus is on the profitable production, distribution and exchange of any and all goods
and services, and the world, which instantiates the problem of multiple political and economic
‘splinterings’ of the planet.

The crucial point here, certainly in terms of the SDGs, is that the planetary does not have the
same sort of political-economic interests as are associated with the world and the global. It is,
in a sense, sui generis. The point and purpose of the planetary in the context of this paper is
that it is associated with an explicit (capital-lettered) goal that is to be sustainable.

These tend to come to prominence with an accompanying assumption (or hope) that the
members of the ‘global community’—who, crucially, are not confined to the members of the
UN, but include, significantly, especially active national and international NGOs—will
recognize and act on the understanding that the future of the planet represents a quite different
set of issues from membership of the UN. Fundamentally, it seeks to relegate ‘social’ or
‘political’ boundaries of all kinds.

However, at the same time, and as we shall see in the next section, there are rather more, and
somewhat different, sets of assumptions about the relationship between the ‘planetary’ and
both the ‘world’ and the ‘global’, where ‘a hard economic line divides the social ideals of
planetary citizenship from the business of globalisation’ (Adams and Carfagna, 2006, (quoted
in Haigh, 2008, p 428). Similarly, Haigh argues that ‘[although] education for planetary
citizenship provides the dream for internationalization, economic globalization dictates
practice’ (2008, p. 428).

As was registered above through the ‘World’ lens, it is also important to register in relation to
the ‘Planetary’ that the idea of the common humanity of mankind, as represented in our
common species being, might presume a shared and reciprocal claim to a kind of ecological
equivalent of the universal (NB) Declaration of Human Rights; acknowledged is that the
assumptions on which it stands sit in some fundamental tension with the ‘shared-planet’ lens.

As indicated by possibly the most engaged writer in this area, Martin Haigh (2014, p.3),
‘education for planetary whole earth consciousness’ ranks eighth out of eight of the possibilities
of national and global cooperation in Higher Education’.

SDGs in practice

The SDGs represent a noticeable break with earlier leading paradigms of sustainable
development, including the MDGs. As Van Zanten and von Tulder (2018, p. 209) put it, ‘They
instigate a shift from state-centred, duty-based and negatively framed agreement, aimed at
‘developing countries’, to a partnering-centred, opportunity-based and more positively framed
ambition aimed at developed as well as developing countries’. Noteworthy, too, is the emphasis
placed on corporate efforts in realizing SD. As UN Secretary General Ban KI-Moon
commented, ‘Governments must take the lead in living up to their pledges. At the same time, |
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am counting on the private sector to drive success’. Furthermore, Helen Clark, at the time head
of UNDP, added that ‘the new SD programme cannot be achieved without business’ (quoted
in van Zanten and von Tulder, 2018, ibid).

In terms of the wider arguments advanced here about the relationships between the conceptions
of world, global and planetary, the SDGs, in both conception and practice are a very good
example of the nature of, and the power of, ‘the global’ over ‘the world” and ‘the planetary’. By
contrast with the idea of education as a human right, the forms taken by education, and the
ways they are rendered in the SDGs, represent a very good example of the power of the global
over both the world and the planetary.

In a powerful and valuable discussion of the relationships between the SDGs and
‘business’ under this new agenda, Scheyvens and colleagues (2016) point out that ‘there are
expectations that businesses, government and civil society actors will be equally [emphasis in
original] responsible for progressing a more sustainable path forward’. This
follows Ban’s claim that the agreement to the SDGs represented a ‘paradigm shift for people
and the planet (UN 2014, para 24, quoted in Scheyvens et al., 2016, p. 371). The SDGs are
seen to represent ‘potentially a new way forward for development policy and practice, with an
emphasis on a broad range of global goods and targets for the world to aim for by 2030’
(Ibid.). Moreover, whereas in the SDG document economic growth remains a central element
of the post 2015 agenda, ‘it is now embedded within a concern for inclusive growth, and as a
means to address inequalities: the private sector is seen as ideally placed to contribute to these
goals around prosperity and inclusive economic growth’. Also stated is thatthe close
involvement of the private sector in the SDG process ‘reflects a conscious shift in the past
decade that has seen the private sector become more entwined in the world of development
policy and planning’ (p. 374), such that ‘the post-2015 era presents an historic opportunity for
the international business community to contribute to the attainment of worldwide
sustainability and development objectives’ (UN Global Compact, 2013; Sheyvens et al., 2016,
p. 375).

The authors go on to give further examples of the penetration of business into the SDGs, but
of particular importance here is their discussion of the failure of the SDGs to recognize (or
perhaps to notice) that the structural causes of poverty are not addressed. Nor have they been
confronted with ‘critical arguments that offer more rigorous and sustained understandings of
inequalities, including deprivations of basic life sustaining needs and fundamental entitlements
(Weber, 2015, p. 660). This may be seen as a very useful

elaboration of some of the key features of what we are referring to as the ‘global’. While noting
that ‘governments and NGOs have roles to play in addressing social and environmental
challenges’ (Scheyvens et al., 375) as one leading proponent of the business case puts it,
‘... they cannot replace the private sector doing what it does best—innovating and delivering
market-based solutions’ (Kramer, 2014, quoted in Scheyvens et al., p. 375)

Having considered the broader and more abstract ways in which the SDGs were formed, I will
turn now to consider some of the ways that they have been put into practice, with a particular
focus on relating the practices to the broader arguments above. There is a rather large
and wide range of literature focusing on what we might broadly call the ‘implementation’ of
the SDGs, and I will seek to focus here on how some of the issues adumbrated above have been
addressed in that literature.

I will take for this purpose one especially well informed analysis of the issues which is very
much in line with the arguments set out above. Argued is that ‘the majority of scholarship tends
to concern itself with measuring or collating goal performance ... [while] the analyses
discussed here explore SDG as an intrinsically political construct and are less concerned with
technical aspects than with the kinds of epistemological, hegemonic, or political economic

70



Framing Post-SDG prospects for ‘Education for Development’ Volume 2, Number 2, September 2018

assumptions built into them and the ensuing effectiveness they will have in terms of addressing
or perpetuating the historical impoverishment of large groups of people living in
poverty’ (Gabay and Ilcan, 2017, p. 337).

Gabay and Ilcan go on to broaden the conversation to take account of ‘knowledge production,
modernity, colonialism, exclusion, citizenship and other conceptual insights’ (Ibid.). That is to
say, they problematize the Goals as an instrument, rather than taking them for granted, or at
face value, and as we noted above, the ways we see things changes how we evaluate them. So,
they focus on the SDGs ‘in relation to how they can: define the units of what can be said and
what can be done; shape development logics through notions of division and forms of
exclusion; construct political problems as technical problems; create certain spaces of
imagination as a field of activity; and endorse particular ideas and forms of knowledge in
models for sustainable development’ (Ibid.).

I have quoted this passage at length, because it does seem to come to grips with the ‘real’ issues
surrounding the SDGs; that while changes may be heralded and lauded, we need to know by
whom, and with what intentions and likely consequences; and to consider processes as well as
practices, and outcomes as well as outputs (the difference being that outputs are ‘what has been
‘done’/created, and outcomes are the consequences of that) which is crucial in this context.
Target setting is a very important example of output creation; it does not take into account what
the intended purposes—rather than just practices—of an initiative are, or of what (if any) its
outcomes/consequences are—and crucially, ‘for whom’.

We might see this as an excellent example of Robert Cox’s celebrated
distinction between ‘problem solving and ‘critical approaches, where problem solving
approaches ‘takes the world as it finds it, with the prevailing social and power relationships
and the institutions into which they are organised, as the given framework for action. The
general aim of problem-solving is to make these relationships and institutions work smoothly
by dealing effectively with particular sources of trouble’ (Cox 1981, 128-129). A
critical approach, however, ‘does not take institutions and social and power relations for
granted but calls them into question by concerning itself with their origins and how and whether
they might be in the process of changing.... Critical theory is directed to the social and political
complex as a whole rather than to the separate parts’ (Cox 1981: 129).

As Gabay and Ilcan put it, (2018, p. 338), [what is needed is to] ‘look beyond international
development policy as a banal set of technocratic fixes (‘outputs’, in the terms used here),
while Liverman (2018, p. 8) points out that Gabay and Ilcan also criticize the universalism of
the SDGs, ‘and the ways in which individuals have been made into objects in need of help and
then constructed as active subjects, responsible for their own development and then managed
through partnerships, capacity building and big data that make and remake and relabel bodies
and communities’.

In a somewhat similar way, Sexsmith and McMichael (2015) reflect the different conceptions
of the ‘world’, the ‘global” and the ‘planetary’ being advanced here. In particular, they find it
‘extremely puzzling that SDG visioning continues [after the end of the MDGS] to assign
principal responsibility to the state [in our terms, ‘the world’] for post 2015 development—
criticisms of the world model analyze whether the world community has succeeded in
reimagining development for the post 2015 period in a way that accommodates the global
dimension of these circumstances and possible solutions ....[while] ... within the state system
at large, the conventional paradigm fractures the possibility of combined global responses as
states inevitably make appeals to different development stages with responsibility unevenly
shared across different states’ (p. 584).

There are a number of somewhat contradictory accounts of the remit for the SDGs, and how
systematically that has been interpreted. As Brisset and Miller (2017, p. 197) put it: ‘the
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emphasis on targets of quality education and equitable access to education is a significant
improvement over the MDGs, which focused more on enrolment rates and educational access
as opposed to education quality and equity, despite these improvements, the notion of quality
remains vague’. In addition, ‘“While target 4.1 does seem to specify that it is up to national
governments to determine ’relevant and effective learning [although how are they supposed to
do that is not made clear], what the outcomes might look like remains ill defined’. Their most
powerful criticism of the practice of the SDGs, however, is that while they promised to
eradicate global poverty and fight inequality, ‘By failing to explicitly recognize other forms of
knowledge, ways of life and conceptions of development, the SDGs are firmly rooted in a pro-
growth Western conception of education’.

And they continue by suggesting that ‘It is only by challenging and expanding the definition
of quality education—one that questions who is taught and how—that education can truly have
an impact on other areas of development, thereby contributing to a more holistic and integrated
approach to achieving sustainable development’ (p. 201).

Concluding  their  critical  discourse  analysis of  ‘Education under the
SDGs’ Brisset and Mitter (2017, p. 200) comment that, ‘Ultimately, while SDG4 does make
attempts at presenting a transformative approach to education by recognizing the role of
education in promoting sustainable development, peace and gender equality (among others),
these objectives are not placed at the heart of the goal: more emphasis appears to be placed on
the economic gains of education’.

The view here, however, is that the problem runs much deeper than that. It is possible and very
useful to distinguish two bases of such allocations, what are referred to
as distributional and relational paradigms. In the former, the basis of distribution of a good or
service derives from membership of particular aggregates of individuals possessing particular
assets—of income, prestige, qualifications, etcetera, (which may be all they have in common);
rewards are distributed on the basis of these qualities or possessions. The matter at issue in
distributional approaches is the procedures through which they are implemented, which create
a hierarchical continuum of income and prestige. And the significance of this distinction
becomes clearer when instead of thinking about it in relatively ‘objective’ ways, we recognize
that the distributional pattern is what underlies the inequalities we recognize, but feel helpless
in the face of; the distribution essentially takes ‘meritocratic’ forms, letting us know that we
are where we are as a result of the ‘normal and fair distribution of goods and services.

By contrast, the relational approach focuses on the relations of control and subordination
which are established through the particular forms taken by the allocation processes. It points
to the elements of conflict between different social groups involved in any such process as
crucial to the outcomes of the processes. It contrasts the hierarchical system of income and
prestige which underlies the distributional paradigm, with systems of oppression and privilege,
which are based on conflict between social groups.

This conception can be further elaborated through the work of the English sociologist, John
Goldthorpe (2010, p. 732-3), who argues that ‘inequality can also be thought of, at a deeper
level, in terms of social relations in the context of which individuals are in some sense
advantaged or disadvantaged’. Social stratification then refers to inequality that is of a
structured kind or, that is, to inequality insofar as it is not merely a matter of individual fortune
but rather inherent in prevailing forms of social relationship that have in some degree an
institutional basis. The positions that individuals hold within forms of social stratification will
be major determinants of their life-chances and life-styles and will also condition many of their
important life-choices. In turn, social stratification can then be seen as crucial to the
understanding of the different kinds of inequality that are observable at an attributional level.
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Final comment

I would like to close this paper by introducing what I consider to represent an extremely
important way of analyzing, understanding and critiquing the analyses of the relationships
between the SDGs and education topics, why they are as they are, and how they may be
overcome. This most telling and important summary of this state of affairs, based on a political
analysis of social and political relations, has been outlined by Heloise Weber, in Walker and
colleagues (2018, p. 100).

‘In the case of the post-2030 Sustainable Development Goals (SDGs), there is an explicit
prescription that the [further] commercialization of public goods and services provides the
most appropriate framework for poverty reduction and development’ (Ibid.). It is, though,
important to recognise that the SDGs include a (unique) commitment to free education.
However, as Weber notes, ‘[this] commitment sits alongside education being subject to
privatization under the GATS of the WTO’. She continues: ‘The SDGs include a subtle and
understated, yet arguably highly suggestive and consequential, reference to security and
“order.” This link to “peace and order” can be reasonably read as disconcerting at the very
least, since it may all too easily serve to undermine legitimate political protest and resistance
against denials of fundamental entitlements to live dignified lives’ (p. 100) ... while .... the
way in which such insecurities are framed as a threat to the global North deliberately
disarticulates the fact that experiences of insecurity and inequality in the South are (and have
been) deeply connected to the affluence and well-being of others, especially (though not
exclusively) in the global North’ (p. 101).

The politics that underpins analysis inflected to Modernization Theory is constituted by how
“description and prescription” converge in understandings and explanations of insecurity and
inequality in a way that inverts causality: “poverty is a threat, and poverty is the source of
poverty.” The critical point advanced here is about deliberately shifting the analytic to
processes and relations through which in/security is experienced and contested and,
importantly, constituted’ (Ibid.).
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Wisdom, knowledge, and the postcolonial university in Thailand by Zane Ma
Rhea. New York: Palgrave Macmillan, 2017. 266 pp. ISBN 978-1-137-38292-4

The notion of wisdom has made a comeback into the scholarly literature in education and also
in philosophy. Not so long ago it is usually thought of as too vague to produce any tangible,
measurable outcome. After all to operationalize wisdom, breaking it down to a set of
objectively measurable benchmarks, does not seem to be a wise thing to do. In philosophy, the
notion of wisdom usually receives some acknowledgment of its importance out of respect for
the ancients, but then it is often brushed aside, being thought of as too vague to the given a
precise definition and supplanted by the notion of knowledge which can be thoroughly
analyzed. However, wisdom was the highest goal of education for the ancients. Plato, for
example, puts wisdom as the highest achievement attainable by a human being. For Plato
wisdom is not any kind of knowledge, but Knowledge of the Good, the kind of knowledge that
fully integrates ‘knowing that’ and ‘knowing how’, i.e., descriptive and ethical knowledge. In
this case, virtue is indeed knowledge, and this is an embodiment of wisdom. And more recently
(but stil more than 50 years ago), Alfred North Whitehead characterizes wisdom as the kind of
knowledge that makes sense of the plethora of information that is available. In The Aims of
Education, he writes: “Now wisdom is the way in which knowledge is held. It concerns the
handling of knowledge, its selection for the determination of relevant issues, its employment
to add value to our immediate experience” (Whitehead, 1967, p. 30). For Whitehead, then,
wisdom represents a secondary form of knowledge, knowledge of how to organize the already
existing knowledge and of how to find “value” to our immediate situation. What is shared by
Plato and Whitehead is that wisdom is a reflective activity. Instead of going about one’s life
rather mindlessly, only employing knowledge to respond to one’s environment, wisdom
enables one to think reflectively about one’s own knowing and to make sense of it all.

Zane Ma Rhea’s new book further extends the notion of wisdom to include the tradition of
wisdom coming from the East, notably Theravada Buddhism as practiced in Thailand. The
book is a welcome addition to the discussion on wisdom, especially how we can bring back
wisdom into the program of modern education in a country such as Thailand, which has lost
much of the tie with its own spiritual tradition due to the influx of globalization and
neoliberalism. Not only Thailand will benefit from the book, however; the West itself has also
lost much of the connection with its own wisdom tradition. Ma Rhea’s book thus fills an
important gap in the literature where those in Thailand (and other countries in Asia and the
non-West in general) can learn to look back to their own wisdom tradition to find what is
valuable, enabling them, according to Whitehead, to make sense of the deluge of knowledge
and information. Moreover, those in the West can also learn from the book to look back toward
their own wisdom tradition, especially that of the Greeks, to find an antidote to the prevailing
atmosphere that emphasizes knowledge for material gains almost exclusively.

What makes this book even more valuable is its discussion of the teaching of Theravada
Buddhism as well as the Thai indigenous repertoire of local knowledge as a source of wisdom
for Thailand. Wisdom, or panna, in Buddhism is the highest form of knowledge, one that is
necessary for attaining Liberation (nibbana), the ultimate goal of becoming a Buddhist. One
who has attained wisdom in this sense would thus also know how to behave in any situation
and wisdom here is also a thorough merging of both epistemic and ethical ideals, which is
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similar to the Platonic ideal mentioned earlier. More practically speaking, Buddhist wisdom
functions as an aim of education when it provides a channel for the student/practitioner to
reflect on the meaning of what is going on around her, to make sense of it all. Local wisdom is
also important as a source of useful knowledge, especially of local herbs and plants, and it can
also function as a reminder that there is more to wisdom than knowledge coming from the
West. Ma Rhea discusses how Thai universities have tried to cope with the problem of finding
for a balance between local and Buddhism on the one hand and scientific and technological
knowledge coming from the West. Thai leaders since the middle part of the 19m century have
grappled with this problem, resulting mostly in the policy of adopting technical knowledge and
skills while largely avoiding the philosophical thinking that lies at the foundation of such
knowledge (Hongladarom, 2002). This could be an explanation of the notion of “adaptive
balancing” discussed in Ma Rhea’s book (for example at p. 204). What we can learn from
studying this adaptive balancing (or what Rattana Lao calls “the culture of borrowing”; see
Lao, 2015) is that it requires wisdom to be able to discern what should be chosen and adopted
into the repertoire of a culture’s knowledge and skills and what should be avoided. This wisdom
is changing fast, however, as Thais are becoming more aware that what they have avoided in
the recent past in fact is very important and is indeed indispensable if they are to remain in the
globalized arena of economic and technological competition.

The book consists of eight chapters. What ties them together is the argument that local and
spiritual wisdom (Buddhism in this case) should be re-integrated into the curricula of the
modern university. Not only in the form that treats Buddhism (and the other spiritual traditions)
as an antiquated relic studied objectively from the outside, but as a living tradition that must be
internalized by the students themselves. Chapter One introduces the main idea of the book.
Chapter Two and Three talks about the wisdom tradition and Thai universities respectively.
Chapter Four to Six together talk about the role of the university in modernity and the relations
between Thai and Australian universities. Chapters Seven and Eight form the basic argument
of the book, that of reintegrating what Ma Rhea calls the “postmodern” wisdom into the
mainstream program of study within the university. The wisdom is “postmodern” in the sense
that it is a reaction to the modern, and neoliberal, attitude of requiring everything to be
measurable and responsive to the market. A strong point in the book is that Ma Rhea does not
simply praise the Thai traditional wisdom, but she in fact reports that even the Thai academics
themselves are critical of their own tradition, while accepting that it is important as a source of
their own cultural identity and cannot be ignored.
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Dignity of labour for African leaders: the formation of education policy in the
British Colonial Office and Achimota School on the Gold Coast by Shoko
Yamada. Research and Publishing Common Initiative Group in Bamenda
Cameroon, 2018

History and culture can be a potent means to trace and understand the roots of contemporary
educational discourse regardless of whether certain historical understandings are authentic or
not. Shoko Yamada’s Dignity of labour for African leaders: the formation of education policy
in the British Colonial Office and Achimota School on the Gold Coast achieves this. The book
demonstrates how historical and cultural analyses make sense of past and contemporary
educational discourses, policies and practices in Africa, particularly in the Gold Coast (Ghana).
Historical data, philosophies, and personal narratives as well as the process of educational
borrowing are vital to understanding British colonial education in Africa and its legacies.

The ten chapters of this book critically examine the discourse on education for colonised
Africans in London and the Gold Coast Colony, (now known as Ghana). Yamada argues that
terms such as ‘adaptation’ and ‘character training’ provoked a sense of legitimacy, suggesting
that the accepted education policy was based on a winning exemplar elsewhere. Yamada, a
professor of comparative education and African Studies at Nagoya University, Japan, and an
education specialist with expertise in the fields of history, educational development in
contemporary Africa, and donors’ aid policies on education in developing countries, tackles
the dearth of scholarship “on the jargon of colonial education, ‘adaptation’ and ‘character
training’ from the perspective of educational philosophies’” (p. 280).

The book, based on the author’s PhD dissertation, focuses on the period between 1910s and
1930s which witnessed an increase in British authority over its colonies and a formalisation of
its management in various fields, including education. Part I forms the analytic framework
which outlines the author’s methodological approach. It also gives an overview of the history
of education and politics in colonial Africa, using theories of global exchanges of ideas and
transfer of educational models. In Part II, the global level discourse is analysed through context,
structure, actors and norms, while Part III examines the national and institutional level in the
Gold Coast Colony and Achimota School utilising the same dimensions of analysis (context,
structure, actors and norms). Part IV concludes by setting the history of Achimota and British
colonial education within the context of vocational and general secondary education in Ghana
and globally.

Yamada frames the analysis within the context of the Memorandum on Education Policy in
Tropical Africa and the Achimota School. Both represent “the windows through which
observers can capture the intentions of actors, norms they relied on in promoting their positions
and the politics of decision making” (p. 4). Analysing both also demonstrates how the global
and local intersect. Using data generated from documents and interviews, she analyses the
process that shaped education policy for British Africa in the colonial capital of London, and
Africa’s response to a colonialist-initiated policy. She competently explores the manner in
which the policy was altered through local intervention. The case of Achimota School
powerfully exemplifies what was regarded as ‘good’ education for Africans and how it was
realised.
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In exploring the context which conditioned the global discourse, Yamada examines areas such
as the political economy of the inter-war period in Europe; interventionist government and
scientific planning; education in the systemic web of colonialism; Pan-Africanism and
inspirations for nationalism in Africa; and overlapping spaces of global influence as well as the
influence of American educational philosophy. She considers the role of the Phelps-Stokes
Commission’s report in 1922; the collaboration between colonial government and Christian
missions, and between Africans and the private sector; and the building of an administrative
system, all of which helped shape The Memorandum on Education Policy in Tropical Africa
created by the British Colonial Office in 1925. The book also discusses the philosophical
sources of inspiration for British colonial education in Africa (American progressive
educational philosophies; the American black industrial education; British vocational
education; and Victorian moralism, which instilled character training in education). Yamada
expertly demonstrates how multiple interests and ideas shaped the Memorandum.

Yamada’s analysis of the national discourse on education within the political context of the
Gold Coast is illuminating. She shows that Africans’ dependence on the discourse of
revivalism was as ambiguous as the Europeans’ discourse of civilisation, and that the interests
of African educated nationalists were at variance with those of traditional chiefs. She argues
that while key concepts of the educational discourse in the Gold Coast Colony paralleled that
in the metropole, education practices diverged significantly. Consequently, she challenges
dependency theories that contend that the voices of the colonised were marginal within the
discourse. The assumption that Africans were excluded from education policy making in the
Gold Coast is erroneous since they were active participants in the policy process. Achimota
School as an experiment manifested character training and adaptation, the two key tenets of
colonial education in the early 20th century. Both were intimately linked as the goal of
adaptation in education was to form the character of individuals, who were not estranged from
their own societies.

Public response in Ghana after independence led to external influences on the educational
system including the vocational secondary education policies. The analysis of ‘adaptation’ in
post-colonial Ghana at the secondary education stage and the effects of global discourse on
educational policy in Ghana render this book relevant to contemporary education processes.

Overall, Yamada successfully charts a rich historical piece as far as British colonial education
in Africa is concerned making this study a strong contribution to the field of the history of
education and educational policy and development. The strength of this book further lies in its
painstaking examination of the rich body of records left behind by the participants in British
colonial education. The book is enhanced by well-documented photographs, interview excerpts
and personal narratives, providing the reader with a vivid picture of processes in the past that
left a lasting legacy on modern-day education in Ghana/West Africa.

The author’s argument against the dependency theorists’ view that Africans were marginalised
in the discourse occasionally leads her to lose sight of the fact that the context within which
the various actors were engaging was far from a level playing field, and was rife instead with
unequal power dynamics and tokenism from the powers that be.

Nonetheless, this book is a significant addition to the field of the historiography of education
policy formulation and practices in Africa, making it an essential read for students, academics,
education experts, and development practitioners.

Emefa J. Takyi-Amoako
Oxford ATP International Education
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Reinventando Freire (Reinventing Freire), edited by Moacir Gadotti and
Martin Carnoy, published by Instituto Paulo Freire (Sdo Paulo) and Stanford
University.

To commemorate the fiftieth anniversary of the publication of the book Pedagogy of the
Oppressed by Paulo Freire, Moacir Gadotti of the Paulo Freire Institute in Sdo Paulo and
Martin Carnoy of the Lemann Center at Stanford Graduate School of Education, organized a
series of articles around Paulo Freire, his ideas and his practical experiences in education.

The articles, written by authors who are close, and not so close, to this 50 year-old story, led to
an exceptional book, which is dense and fruitful; affective and critical; historical and
philosophical; pedagogical, in the Greek sense of the word. A book that guides the reader on
the international paths of the ‘inédito viavel’ that became the theory, practice, philosophy and
epistemology of education of this Brazilian scholar turned into a universal phenomenon.

The book presents a demanding task for the reader because it is about the trajectory of the
Pedagogy of the Oppressed and all other Freire's works, as well as the works of his most
dedicated thoughtful commentators or his more severe critics; moreover, the full bibliography
of references is extensive. Also demanding because it refers to the implementation of his ideas
in context, and the gaps therein, reverberating to the current challenges in education, both in
developing countries and in developed countries, at the political moment of the changing world.

The reading is demanding, too, because Freire's ideas compel the reader to be confronted with
practice. They are theoretical ideas that use the practical action to be informed and that return
to the practice to be constituted as a reflexive action. The reader is invited to engage,
permanently, in this movement.

Elements such as the trajectory of each author of the articles and the influence of Freire's work
on his/her own work (and in some cases on her/his personal life); the carefully selected
quotations that bring Freire's thought into dialogue with each author - the comings and goings
to/from Freire's work for a better understanding of the arguments and ideas that are
synthetically articulated -; extended and deepened concepts, throughout the book (e.g., Freire's
work on decolonialism and postcolonialism), are characteristic of Reinventando Freire and
require of the reader, more time for reading and engaging in hard intellectual work, as he/she
delves deeper into the texts.

Reinventing Freire is a fertile material for evaluation and comparison, once again, of Freire’s
significant contribution to progressive and popular education in the twentieth century and of
what remains to be done in the twenty-first century. It is a true review of the circulation and
reception of the work of Freire himself and of the effective work of the Paulo Freire Institute.

Reinventando Freire evokes ideas and challenges for the present and the future. It is a piece of
work with theoretical and practical remembrances, carrying the sense of living the moment of
the crossing. It is a planetary collective with 29 articles from different parts of the world, which
is organized in five parts that point to different dimensions such as basic and higher education,
Freirian praxis and other possible pedagogies, and actualities and rediscoveries.
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The subtitle of the book, intentionally conveying a delimitation to the praxis of the Paulo Freire
Institute in Sao Paulo, Brazil (such institutes exist in Argentina, Italy, Spain, the United States,
India, Taiwan, Cape Verde, and others), is not a trivial detail. This movement materialized in
the institutes and a network for innumerable practices inspired by the work sown by Freire in
his written ideas and encounters constituted Freire’s perennial reinvention.

The founding moment of the institutes took place in 1991, with Paulo Freire, in Los Angeles;
an idea sprouted in Brazil and materialized through the dedicated work of its founders and
extraordinary people who produce the work of the Paulo Freire Institute. Reinventing Freire is
an inventory of the living construction of the Freirian rhizome.

The organizers take the correct route to offer articles that give an account of the planetary
dimension of Freire's work. The book includes articles by authors from the various nations
influenced by Freire’s work, as a thinker, during these decades and where Freire, the wanderer,
spent time during his interventions and seminars or fieldwork emanating from the constructive
practice of his theorizing.

However, without compromising the quality of these phenomenal works, the articles will need
a better revision for future editions. Clearly, some texts were written prior to this collection.
On page 26, for example, Cortella's article states that the Pedagogy of the Oppressed will
celebrate its 40 anniversary this year, yet Reinventando Freire celebrates the work’s 50th
anniversary. Certainly, this is a lapse, but should have been corrected. Here and there, some
sections seem truncated, perhaps by translation, and a good textual review can eliminate such
shortcomings in a new edition. Print quality also needs to improve: the font is small, the print
is too light, and the spacing between the lines is too narrow, which makes the reading - already
long and challenging - quite tiring. Make yourself comfortable in order enjoy the full reading!

Instead of reading the book in one breath, I recommend ignoring the organization of the index
and engaging in a step-by-step compilation of articles, by title, toward a reading selection.
Then, go ahead and savor the path made by the intertextuality of the work of this Brazilian
thinker in the many resonances he establishes with people committed to the pedagogy of those
who suffer some kind of oppression, of any quality.

Reinventando Freire is a must-read book for anyone who wants to build knowledge in
education and knows that relevant knowledge is dialogic, without excluding any perspective
that will advance it. You will have extraordinary insight into the work of Paulo Freire who, in
the end, was not alone in such work.

Ana Elvira Steinbach Torres
Universidade Federal da Paraiba and University of California, Los Angeles
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Editor, Global Commons Review
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I'ocynapcTBeHHO-4aCTHOE MAPTHEPCTBO B NPO(eCcCHOHAIBHOM
o0pa3oBaHMHU: MOAX0bI K peasu3anuu Ha npuMepe Poccun, CIIIA n
Kuras.

O0630p crareii u3 61oka Kpyruslii cTon: nepunut KBaatuuIUpoOBaHHBIX KaJpOB U
roCyJapCTBEHHO-YAaCTHOE MAapTHEPCTBO B MpodeccruoHansHOM oOpa3oBanun. (JKypnan
Hogoit sxonomuueckoit accounanuu Ne4, 2017 r.).

B nanHom Oyioke craTeil aBTOpBHI pacCMAaTpPHBAIOT MpoOJIeMy peanu3auuu pedopMm U
HKCIEPUMEHTOB B CpeJHEM podeccroHaIbHOM 00pa3zoBanuu Ha npumepe Poccun u Kuras, a
TaKXe ONBIT BHEApEHUs ayanbHbIX (popm oOyuenus B CoeauneHnsix Illtatax. OcHOBHBIE
M3MEHEHMs B JAaHHBIX CTpaHax CBS3aHbl C  TIPOGKTOM  BHEIPEHUS  CHCTEMBI
MIPAaKTHOOPUEHTHUPOBAHHOTO O00pa30BaHUSl MO TNPUMEpPY HEMENKOH CHCTEMBl IyalbHOTO
0o0pa3oBaHMsl, B paMKax KOTOPOH rocyIapcTBO U OM3HEC MPUHUMAIOT COBMECTHOE YYacTHE B
BBIpAaOOTKE M peaju3aluu o0pa3oBaTeNbHBIX Mporpamm. Ocolasi IEHHOCTh JaHHBIX paldoT
3aKJII0YAaeTCs B TOM, YTO aBTOPHl PACCMATPHUBAIOT HMHCTUTYLHOHAIbHBIE H3MEHEHUS U
BO3MOYKHOCTH B CTpaHaXx C pa3lMYHON HWHCTUTYLMOHAIBbHOM cpenoil. JlaHHble pabOTHI
SBIISIIOTCSL  PE3yNBTAaTOM pealu3alliil  HCCIIE0BaTENIbCKOro mnpoekra «l'ocynapcTBeHHO-
YacTHOE MApTHEPCTBO B CPeAHEM NPOo(ecCHOHATbHOM 00pa3oBaHMU: HA MpumMepe GupMm B
Poccun u Kuraey», nognep:xannoro rpantoM Poccuiickoro Hayunoro ®onpa.

B nanHO# penieH3nn MHOIO OyyT pacCMOTPEHBI CIEAYIOIINE CTaThU:

A.A. SxoBneB, Crpoc Ha TMOBBIIICHHE KBATU(UKALUU PAaOOTHUKOB, JIOBYIIKA CPEIHETO
J0XO0/a» U MEPCIEKTUBBI JOTOHAIOIIET0 pa3BuTus B PD.

N.B. AobGankuna, ®.®. NynweipeB, A.M. Ilabanun, Ymnpasnenue cucremoit CIIO: ot
OFO/PKETHOM 3aBUCHMOCTH K MOJIEJIH TOCYAapCTBEHHOYACTHOTO MAPTHEPCTBA.

T.®. Pemunrron, ['ocymapctBenHo-yacTHele mapTHepcTBa B cdepe CIIO: anmanTanms
HEMELKON MOJETH yajJbHOro 00pa30BaHMUA.

[To Anr, KoopauHanus TOCYIapCTBEHHO-4aCTHOTO TMapTHEPCTBA B cdepe CpeaHero
npodeccnoHanTbHOT0 00pa3oBaHus: onbIT Kurasi.

N. Mapkec 11, IlpodeccuonanbHoe oOpazoBaHME W MEXaHU3MBI IOCYIapPCTBEHHO-YACTHBIX
[IapTHEPCTB B POCCUUCKUX PErMOHAX.

[Tpexne Bcero, JTaHHBIHM MUKIT pabOT MPEICTaBIAET HHTEPEC B KAYECTBE MOMBITKH PACCMOTPETh
MPOIIECCHI, MPOUCXOIAIINE B POCCHICKOM CpeaHeM MpodecCHOHaTbHOM 00pa30BaHUM, C
TOYKHM 3PEHUS €ro BKIIOYEHHOCTH B MEXKIYHApPOIHBI KOHTEKCT pELICHUS MPOOIEeMBI
MPEOI0TICHUS KaJIpOBOTO neduiuTa, u B O0COOCHHOCTH, nedumuTa
BBICOKOKBAIU(UIIUPOBAHHBIX pabouux KaapoB. bomnbimas dYacte paboT MOCBAIICHA
JeTaTbHOMY PAacCMOTPEHHMIO MMEHHO POCCHUHCKOTO KOHTEKCTa, HO JAaHHBIH KOHTEKCT HE
paccMaTpUBaeTCsl U30JIMPOBAHHO, a BBICTPOCH B KOHTEKCTE aKTyaJbHBIX MPOOJIEM JJOBOJIBHO
00JIBIIIOTO KOJIMYECTBA CTPAH.
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Tax B craTes A.A. SIkoBneBa, AupekTopa MexayHapoJHOro LIEHTpa U3yUYEHUsI HHCTUTYTOB U
paszButus HUY BIIID, nmocesmena mpobiieMaTUKe JIOBYIIKH CPEIHEr0 10X0/Aa, B KOTOPYIO
I0NaJl PbIHOK TPyJa B HACTOSILEE BPEMsI, B TOM YMCJIE U B IUIAHE HEXKEJAHUS MPEANPUATUN
MHBECTUPOBATh B MOATOTOBKY MOTEHIMAIBHBIX paboumX KaapoB, UMEs PUCK MOTEPSTh UX
BCJIEJICTBHE 3apIUIATHOTO JEMIIMHTA CO CTOPOHBI (PMPM-KOHKYpeHTOB. B nanHoil pabote He
TOJIBKO OTMEYAIOTCA TPOOJIEMbl, C KOTOPBIMH CTaJKHUBACTCSI POCCHICKasg cHcTeMa
o0pa3oBaHMsl B YAaCTHOCTH M PBIHOK TpyJa B OOIIEM, HO M BapHaHThl W3 pelieHus.. B
YaCTHOCTH, ONUPAsICh Ha pabOTHl BEAYIIMX HccienoBaTeiel JaHHOH MpoOIeMaTHKH, B YHCIIEe
KOoTOpbIX podeccop Puuapn @. Houep (yausepcurer Imopu, CIIIA) u nmpodeccop ben Poce
[naiinep (Maccauycerckuii yausepcuret, CIIIA), aBTop 06003Ha4aeT KOHKPETHbIE BEKTOPHI
U JpaiBEpPBI 110 BBIXOAY U3 CIOKUBIICHCS CUTYALUH.

. Mapkec, TOLIIEHT (aKyIbTeTa COIMAIbHBIX HAYK U HAyYHBIH COTPYIHUK MeXTyHapOIHOTO
LIEHTpa M3y4eHUs MHCTUTYTOB U pa3Butus HUY BIID, pa3BuBas npobieMaTuKy JOBYIIKU
CpEeIHEro 10X0/1a, B CBOeH paboTe onmuchBaeT Ooee riIyO00KUid, NeTaTu3UpOBAHHbIN OIX0/ K
peanu3aly MAapTHEPCKUX IPOrpaMM B CpeiHeM MNpodecCHOHATBFHOM 00pa3oBaHUU 10
OTAENBHBIM POCCHICKUM pernoHaM. Ocobast ICHHOCTb JAHHOTO UCCIIEAOBAHMSI COCTOUT B TOM,
9TO OHO Oa3upyeTcs Ha [aHHBIX EXKETOAHBIX OTYeTOB 1654 yupexAeHHl CpeaHEero
npoeCCUOHATBHOTO 00pa30BaHUSI BO BCEX POCCUHCKUX PETHOHAX, KOTOPHIC IO3BOJIMIN
aBTOPY BBIACIIUTH KJIACTEPhl U THIBI COTPYAHUYECTBA YUCOHBIX 3aBEJICHUI C KOHKPETHBIMU
MPEANPUATUIMH, a TAaKXKE OTPACIsIMH - OT MEHEE 3aTpaTHBIX 110 BPEMEHM M MaTEpHUaIbHO-
(¢uHAHCOBBIM pecypcam 10 Hanbojee MPOABHUHYTHIX (HOpM.

ABTopckuii kosuiektuB MHctutyta obOpasoBanus HUY BIID B muue U.B.AGankuHOM,
@.0. [lyneipea u AWM. IlaGanuHa AeTanbHO MPOAHATU3MPOBAT SBOJIONMIO YIPABICHHUS
CUCTeMOH cpeaHero npodeccruoHanbHOTO 00pazoBanus oT 1990-x 10 HACTOSIIETO BpEMEHHU.
LleHHOCTh NaHHOW pPa0OTHI 3aKIIOYAETCS B TOM, UYTO aBTOPHl HE TOJBKO IMPOCIEIUIN
HBOJIIOIHUIO  aIMHUHHUCTPATUBHO-OIOPOKPATHUECKUX MPOLEAYyp, HO M IPOaHATIU3UPOBAIU
IIPUYMHBI JaHHBIX U3MEHEHUH, a TAKXKe UX MOCIEACTBUS ISl PETHOHAIBHBIX CUCTEM CPEHETO
npoeccnoHaIbHOTO 00pa30BaHHUS.

BTopeiM CMBICTIOBEIM OJIOKOM B COOpPHHMKE BBICTYNAIOT KEWChl HM3MEHEHUH B CHUCTEME
MOJTOTOBKH BBICOKOKBAJIM()UIIMPOBAHHBIX KaJpOB JJIS PA3IMYHBIX OOJIACTeH YKOHOMHMKH B
CIODA u Kwurae. Tak, x crtarbe npodeccopa Kutaiickoro MHCTUTYTa (PUHAHCHPOBAHUS
obpazoBanus [lekunckoro ynusepcuteta Ilo Sur ananusupytotcst ¢popmbl napTHepcTa 171
00pa3oBaTENBHOIO YUPEKACHUS ¢ 257 TMPOU3BOJACTBEHHBIMU MPEINPUATUSIMHE B PA3TUUYHBIX
npoBuHIMAX Kurtas. OcoOblii mHTEpec AaHHOW pabOTHl MPEACTABISET TO, YTO OHA CTaja
pE3yJIbTaTOM MCCIEA0BAHUMN, TPOBEIEHHBIX B METOAMUYECKOM ITAPTHEPCTBE C POCCUNCKUMU U
aMEpUKAaHCKUMH KOJUIETaMH, W paccMaTpuBaeT M3MEHEHHE B CXO0XKEH C POCCUHCKON
MHCTUTYLIMOHAJILHOM Cpele B paMKax BHEIPEHMs, Tak e Kak MU i Poccuu, HOBBIX
TEXHOJIOTUH roCy1apCcTBEHHO-4aCTHOTO MapTHEPCTBA. bojee Toro, kak ykas3siBaeT mpogeccop
[To Sur, cama cucrtemMa y4pexIeHHH cpenHero mnpodeccuoHanbHOro oOpa3zoBaHus ObLIa
CO3/1aHa 110 MOJEJIN, KOTOpas Ha TOT MOMEHT yike cyiiectBoBaia B Coserckom Corose. Takum
o0pa3oMm, B JOMOJHEHHE K MPEIbIAYIIMM, JaHHas paboTa MO3BOJIAET CPABHUTH pa3lIndue
noaxo10B B Poccun u Kurtae B pamkax cXoux 00pa3zoBaTeIbHbIX HHCTUTYTOB 10 PeaIH3aliu
HOBOMH /17151 3TUX UHCTUTYTOB KOHIICTIIIUN OTHOIICHUH Y4eOHBIX 3aBE/IEHUI ¢ rOCyIapCTBOM U
OusHECOM.

B cratbe mpodeccopa yHHMBepcHTEeTa OMOpPH, BEIYIIETO HAYyYHOTO COTPYAHHKA
MexayHapoaHOro LEHTpa H3y4YeHUs HMHCTUTYTOB U pasBuThs Tomaca Pemunrrona, Ha
npumepe CIIIA mokazaHbl XapaKTepHbIE OCOOCHHOCTH MApTHEPCTB C 3JIEMEHTAMH 1yallbHOTO
0o0pa3oBaHMUsl HA MECTHOM YPOBHE, KOTOpbIE OOBEIUHSIOT 0Opa3oBaTebHbIC YUPEKICHUS,
rOCYJapCTBEHHbIE CTPYKTYpPHl M (HUPMBL, a TaKke OOCYXKIAIOTCS IyTH, BeIylIHe K
(dbopMHpOBaHUIO TAKMX MAPTHEPCTB. B nanHO# cTaThe, Kak U B paborax Mapkeca u SIkoBieBa,
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o0o3HaueHa mpoOieMa MPEOAOJIEHUSI TOCYJapCTBAaMH JIOBYLIKM CPETHEro Ja0Xojaa u
3HAYUTEIBHOTO HEPAaBEHCTBA KadecTBa CpPEJHEro Npo(ecCHOHANTBHOTO O0O0pa3oBaHUS B
3aBHCUMOCTH OT OTPACIIU U TUTIOB (PUPM, C KOTOPHIMU COTPYAHUYAIOT yueOHbIe 3aBeieHus. B
pabore T.Pemunrrona yxxe Ha TpUMEpe aMEPUKAHCKOW CHUCTEMBI  IOJTOTOBKH
BBICOKOKBAIM()UITUPOBAHHBIX Pa0OYMX KaJPOB MOKa3aHbI CXOJHBIE MPOOIEMbI, C KOTOPHIMU
CTaJKMBaeTcs oOpa3oBaTelbHas CUCTEMa NPU  TOMBITKE BHEJAPEHUS  JyalbHOTO
(MIpaKTUKOOPUEHTUPOBAHHOTO)  OOy4YeHHS B  HE3aBUCHMOCTH OT  TOCYAapCTBEHHOU
MPUHAAICKHOCTU. B TOM 4mcie, K TOZ0OHOTO po/ia CI0KHOCTSAM OTHOCSTCS HEOOXOAUMOCTh
CO3JIaHMsI HOBBIX OPTraHM3ALMOHHBIX (OPM, MPEOJOJCHHUS PHUCKOB JJIsI MHBECTHPOBAHHUS
OPEANpUATHSIMA B CHCTEMY MOJITOTOBKM KaapoB, IudQepeHIranus 53TUX pPHCKOB B
3aBUCUMOCTH OT KOHKPETHOM IPOU3BOJCTBEHHOM OTPAC/IM, a TaKKe CTUMYJIUPOBAHUE
MHHUIIMATUBBI CO CTOPOHBI YUYEOHBIX 3aBeIEHUI ObITH OoJiee MPAKTUKOPUEHTHPOBAHHBIMU U
TOTOBBIMHU IIEPECTPAUBATh CBOM IIPOrPaMMBbI I10J HYXKIbl TOTO WJIA UHOTO CEKTOpA B JIHULE
KOHKPETHBIX (pupm.

B 3aknroueHne XoTenoch Obl OTMETUTH, UYTO JAHHBIA OJIOK CTaTei MPEACTaBIseT OJUH W3
HEMHOTHX IPUMEPOB PACCMOTPEHHSI B PaMKax COTJIACOBAHHOM METOJIMKHU HCCIIECIOBAHUSA,
.AKTYaJIbHON MEXTyHApOIHOUW MPOOIEeMbl TIOJIOTOBKH BBICOKOKBATU(UIIMPOBAHHBIX KaIpOB
C pPa3NWYHBIX TOYEK 3pPEHUS W C BKIIOYCHHEM B JAaHHBIH (OKYC CTpaH C pa3TUIHON
MHCTUTYLMOHAJIBHOW Cpenoi. be3ycloBHO, MBI HE MOXKEM TOBOPUTH, YTO KaxJas CTpaHa
paccMOTpeHa C OJWHAKOBOW JeTaiau3alueii, HO OmpeleleHHas IICHHOCTh ITaHHBIX padoT
COCTOMT B TOM, YTO IOCTAaHOBKA MPOOJEMBI MO3BOJSET MPOCICIUTH Pa3IWYHBbIE U 0OIIUe
MOIXOJIbI K BHEAPEHUIO HOBOMW ISl BCEX CUCTEMBI TPAKTUKOOPHUEHTUPOBAHHOTO 00pa30BaHUs
BHE 3aBHCHMOCTH OT ()OPMBI MIPABJICHUS U MHCTHTYIIHOHATBHBIX OCOOCHHOCTEH.

bazasiiok Baagumup Huxkosaesuu (Bazavliuk Viadimir)
MexayHapoaHOr0 LIEHTPA U3yYEHUs HHCTUTYTOB U pa3BUTHs, HanroHanbHbIN
UCCJIEI0BATEIbCKUN YHUBEPCUTET
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Profile of a Comparative and International Education Leader:
Mark Bray!

W. James Jacob
Collaborative Brain Trust, USA

Mark Bray’s profile is a biographical sketch of his contributions to the field of
comparative and international education (CIE). This profile also documents his
distinguished career in which he rose to senior leadership positions in higher
education and international development organizations including UNESCO.
Mark served as President of the World Council of Comparative Education
Societies (2004-2007), Director of UNESCO’s International Institute for
Educational Planning (2006-2010), and as President of the Comparative
Education Society of Hong Kong (CESHK) and the US-based Comparative and
International Education Society (CIES). The article is based on multiple data
gathering techniques and oral interviews. Highlights include a review of some of
Mark’s key career milestones, leadership positions and accomplishments, as well
as several publications that that have helped shape and impact CIE worldwide.

Keywords: Mark Bray, Comparative and International Education, CESHK, CIES, Shadow
Education, UNESCO, Comparative Education Methodology, WCCES
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AFALIGK, EREERRD IR —LE XA EEE, RSERAAREL, LR ASED

! This profile draws on interviews conducted by the author with Mark Bray on 13 March 2014, 30 September
2014, and 7 November 2018. All the uncited direct quotes in this profile derive from these interviews.
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BEF IR IEEK CIE B8 THIRYD.

Le profil de Mark Bray est une esquisse biographique de ses contributions au domaine de
I’éducation comparée et internationale (ECI). Ce profil témoigne également de sa brillante
carriére au cours de laquelle il a occupé des postes de direction dans I’enseignement supérieur
et les organisations de développement international, y compris ’'UNESCO. Mark a été
Président du Conseil mondial des associations d’éducation comparée (2004-2007), Directeur
de I'Institut international de planification de 1'éducation de 'UNESCO (2006-2010) et Président
de I’ Association d'éducation comparée de Hong Kong et I’ Association Américaine d’éducation
comparée et internationale. L'article est basé sur de multiples techniques de collecte de données
et d'entretiens oraux. Les points saillants comprennent un examen de certaines des étapes clés
de la carricre, des postes de direction et des réalisations de Mark, ainsi que de plusieurs
publications qui ont contribué a transformer et a étendre I’ECI dans le monde entier.

[Ipodwmre Mapka bpest npencrapnser coboit OMorpaduaecKuii O4epKk ero BKJIaga B 00JacTh
CPaBHHUTEJIFHOTO M MeXIyHapomHoro oOpazoBanusi (CMO). OToT mnpodunb Takxke
JOKYMEHTHPYET €ro BBIIAIOUIYIOCS Kapbepy, B KOTOpPOHl OH TOAHAJNCS Ha BBICIINE
PYKOBOAALINE JOJDKHOCTH B BBICIIEM OOpa30BaHWM M MEXKIYHApOIHBIX OPraHM3aIUAX II0
pazsutHio, Bkiatrodas FOHECKO. Mapk cinyxui B kadecTBe npesuaeHTa BeemupHoro coserta
oOmecTB cpaBHHUTENFHOrO oOpazoBanusi (2004-2007), nupextopa MeXIyHapOJHOTO
nacruryra FOHECKO no mnanupoBanuio obpaszoBanust (2006-2010), a Takke B KadecTBe
npesuzaeHta OomectBa cpaBHUTENIEHOTO 00paszoBanust I'onkonra (CESHK) n Amepukanckoro
o0ImecTBa CpaBHUTEIHFHOTO M MexayHapoaHoro oopasosanus (CIES). CraTes ocHOBaHa Ha
MHOTOUYHMCIICHHBIX MeETO/aX cOopa JaHHBIX M YCTHBIX HMHTEpBbIO. OCHOBHBIE MOMEHTEHI
BKJIIOYAIOT B ce0s1 0030p HEKOTOPBIX KIIFOYEBBIX ITAINOB Kaphepsl Mapka, ero pyKOBOASAILINX
JIOJDKHOCTEH M JOCTIDKEHHMH, a TakKe HECKOJIbKO MyONMKalui, KOTOphIe IOMOIIIH
chopmuposats 1 BimsiHne CMO Bo BceM Mupe.

El perfil de Mark Bray es un bosquejo biografico de sus contribuciones a la educacion
internacional comparada (Comparative and International Education - CIE). Este perfil también
documenta su distinguida carrera, en la que ascendié a posiciones de liderazgo en educacion
superior y en organizaciones internacionales de desarrollo, incluyendo la UNESCO. Mark
ocupo los cargos de Presidente del Consejo Mundial de Sociedades de Educacion Comparada
(2004-2007), Director del Instituto Internacional de Planificacion Educativa de la UNESCO
(2006-2010), y Presidente de la Sociedad de Educacion Comparada de Hong Kong (CESHK)
y de la Sociedad de Educacion Internacional Comparada (CEIS), con sede en Estados Unidos.
El articulo se basa en multiples técnicas de recoleccion de datos y entrevistas orales. Como
puntos destacados del articulo se incluyen una revision de algunos de los principales hitos de la
carrera de Mark, las posiciones de liderazgo y los logros obtenidos, asi como varias
publicaciones clave que han ayudado a moldear al CIE y a darle impacto en todo el mundo.

Mark Bray’s influence as a leader in the field of comparative and international education is
inspirational. After childhood and youth in southern England, Mark turned toward a life in
international education after graduating from secondary school. He held significant positions at
a young age, and maintained leadership roles throughout his distinguished career. Mark bridged
the divide between scholar and practitioner by working both in and from several flagship
universities (namely the Universities of Edinburgh, London, Papua New Guinea, Hong Kong,
and most recently East China Normal University). From these academic locations Mark also
worked in prominent international development organizations including UNESCO. He also
held significant leadership positions in professional bodies including Presidency of the World
Council of Comparative Education Societies (WCCES). This biographical narrative of an
individual’s career path may bring wider understanding of the contexts for development of the
field of comparative and international education (CIE).
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Background of Early Years in England

Mark Bray grew up in post-War England in the 1950s and 1960s. He was born in 1952 in the
south of the country, and was the third of four siblings. He recalls a frugal existence. “I
remember getting hand-me-downs from my older brothers, which was normal; and families
commonly reknitted jumpers as the children got bigger.” Nevertheless, the environment was
culturally rich, and during the economically-easing 1960s his family could even afford some
vacation travel in Europe through which he gained some international exposure.

Today, Mark’s siblings all live in different countries. “Our family became highly international,”
Mark recounts. From a monolingual culture mostly focused on England, Mark’s generation has
become multilingual and global. Such generational shifts are of course far from unique; but the
contrast between Mark’s intercultural and international focus and that of his parents struck
Mark strongly when he reflected on it during the interviews. All of Mark’s own schooling was
undertaken in England, but almost all his career has been abroad.

Charting a Course in CIE

Immediately following his secondary schooling, Mark took a break from full-time education
and at the age of 17 went to Kenya as a Youth Service Abroad volunteer teacher in a rural
harambee (self-help) secondary school. One of his elder brothers had followed this route, and
encouraged Mark to do the same. The time in Kenya exposed Mark to a very different culture,
and was not only a distinct formative experience but also a springboard to a lifelong career in
comparative and international education (CIE). “My experiences in Kenya profoundly changed
my perspectives on the world,” he recalled.

Mark then studied economics at the University of Newcastle upon Tyne, receiving his BA in
1973. His main social group was with international students alongside British counterparts who
like him had first-hand and deep experience of other countries. By that time, Mark had been
“bitten by the travel bug.” He used his summer vacations for travel in North and Sub-Saharan
Africa, exploring further cultures and “learning through comparing.”

In 1973, Mark returned to Africa for a two-
year posting, this time with Voluntary Service
Overseas, as a community secondary school
teacher in Kwara State, Nigeria. Because he
already had experience in East Africa, Mark
wanted to work in West Africa. He was among
the staff that launched this rural school,
teaching English, economics and various other
subjects as the need arose (which was
frequent). Mark recalled the deep immersion in
the Nigerian culture as often challenging but
very meaningful. As in Kenya, the school was
in a remote location with rough roads and no
electricity. The pair of experiences helped to
give Mark a sense of what it was like to be a minority in other cultures and contexts.

State, Nigeria, 1974. Photo courtesy of Mark Bray.

During his second year in Nigeria, Mark applied for an interdisciplinary Masters program in
the Centre of African Studies at the University of Edinburgh, Scotland. There he met Kenneth
King, who later became his doctoral advisor. “During the program my focus shifted from
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economics to education because of Kenneth King,” Mark reflected. “He was a very active and
inspirational, with remarkable knowledge of Africa and the wider development community.” 2

Having written a Masters dissertation about preparation of Nigeria’s Universal Primary
Education (UPE) scheme which was launched in 1976, Mark desired to extend the work in
doctoral study. Kenneth King encouraged this, and Mark became his first PhD student. They
decided that the best vantage point to observe the unfolding UPE scheme would be through
return to Nigeria for a teaching position. Thus, Mark’s second extended stay in Nigeria was as
an economics teacher at the Federal Government College, Kano, while simultaneously enrolled
as a doctoral student at the University of Edinburgh. In Kano, Mark was responsible for School
Certificate and Higher School Certificate classes in economics.

Returning to the UK in 1977, Mark learned
that his mentor would go on leave for two
years (which later became three and a half) to
work for the International Development
Research Centre (IDRC) in Canada. Kenneth
suggested that Mark might apply for the
position that he would temporarily vacate at
the University of Edinburgh. Mark was
surprised at this suggestion, and recalls telling
Kenneth that he was much too junior. Kenneth
encouraged Mark to apply anyway.

Mark (second right) with his advisor, Kenneth King (center), Mark did apply, was interviewed, and
?‘;‘718f&‘)‘gggigiﬁii“gsN‘i‘;ﬂt{h]grgl'“versny of Edinburgh, informed that he did not get the job having

ranked third among the three interviewees. He
accepted the logic of this decision—and then about two weeks later found his balance
challenged by the news that the first two candidates had declined the offer and therefore that it
fell to him. Still pursuing his doctorate and in his mid-20s, he felt somewhat out of his depth.
“Whereas I had been the student just months before, all of the sudden I was put in the
prestigious position of being a university lecturer for the same courses I had recently taken
myself,” Mark recalled. He taught courses about education in less developed countries at the
MEd, MSc, and postgraduate diploma levels.

Mark rose to the challenge, and especially after the first year found confidence in what he was
doing. Alongside, he continued work on his doctoral thesis which he submitted in 1979. Having
done so and needing a break, he rewarded himself with a diversifying travel experience, this
time to India where his younger brother was following Mark’s tracks as a volunteer teacher
after university graduation. After revisions, the thesis was approved in 1980 and published the
next year with the title Universal Primary Education in Nigeria: A Study of Kano State. Thus
appeared Mark’s first book, today placed chronologically on his shelf alongside 57 others.

When Kenneth King did in due course return to his post at the University of Edinburgh, Mark
continued his geographic and cultural diversification first with a three-months assignment in
Pakistan and then with a three-years appointment at the University of Papua New Guinea
(UPNG). Pakistan had transitioned from the colonial era in the immediate post-war era, but the
colonial transition in Papua New Guinea was much more recent. In Papua New Guinea Mark
noted greater similarities with Sub-Saharan Africa in the nature and levels of development.

The post at UPNG was funded through a World Bank project and provided close links with the
National Department [Ministry] of Education and with provincial governments. Mark’s main

2 For a collection of Kenneth King’s published works, with a Foreword by Mark Bray, see
King (2019).
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role was in-service training of provincial education planners — for which he characteristically
took every opportunity to travel in order to see the country and understand local conditions.
Within his first year he had visited all 19 provinces, many of them several times and
extensively. He also took every opportunity to visit neighboring countries. During his tenure in
Papua New Guinea, Mark also served as an Education Planning Adviser for two specific
provinces (East New Britain and North
Solomons), and continued his writing and
research. His second book (1984) was entitled
Educational Planning in a Decentralised
System: The Papua New Guinean Experience.
It made an impact far beyond Papua New
Guinea itself, in part because it was well
grounded in practical realities and also
because it was an early contributor to wider
discussion of decentralization when it became
a major theme on international development
agendas.

Mark returned to England in 1984 as a
Lecturer ajt the UHIVGI‘SI‘[y of Lonqon Institute Allan Sail (first left — a colleague in the educational
of Education. He was employed in what was  planning team) and Mark Bray (second left) with local
initially called the Department of Education in  Villagers, visiting remote Papua New Guinea schools, 1982.
Developing Countries (EDC) and then, aftera | "0t courtesy of Mark Bray.

reorganization, the Department of International and Comparative Education (DICE).

However, Mark stayed in London for only a year and a bit. In 1981 he had visited Hong Kong,
accompanying a colleague from the University of Edinburgh who was conducting research
there. Mark had met Ora Kwo, who taught in the Department of Professional Studies in
Education at the University of Hong Kong. When they decided to get married in 1986, Mark
moved to Hong Kong for his next (lengthy) period of immersion in a different culture. For a
while, Mark was a househusband and took a Cantonese language course while he explored job
possibilities and also took intermittent consultancies in countries as diverse as China, Malta,
Indonesia, New Zealand and Sudan. In 1987 he considered himself extremely fortunate to
secure a post in the Department of Education at the University of Hong Kong.

The post that Mark secured at HKU was at the Lecturer level. After two years he was promoted
to Senior Lecturer and then a year later to Reader. Subsequent posts included Head of the
Department of Education (1991-1995), Professor (1996-1999), Chair Professor in Comparative
Education (1999-2012), Dean of the Faculty of Education (2002-2006), and UNESCO Chair in
Comparative Education (2012-2018).

Since 2018, the status of Emeritus Professor at HKU has permitted Mark to take on other roles.
Most prominent among them has been Distinguished Chair Professor at East China Normal
University, Shanghai. “China is in an exciting stage of internationalization,” Mark explained.
“It is a pleasure to work there with a very dynamic team.” He added that Shanghai has about a
dozen graduates from his doctoral and masters supervision; and, reflecting on the past, observed
that Shanghai is a very different city from the time of his first visit with Ora in 1983.

Institutional Roles and CIE

During the early stages of his career, Mark considered himself more focused on development
studies and what would commonly be called international (or foreign) education than on
comparative education. Later Mark shifted towards explicit comparisons and to leadership with
professional bodies associated with the field of comparative education.
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Among Mark’s major achievements has been the establishment and development of the
Comparative Education Research Centre (CERC) at HKU. The Centre is well known in the
international community, especially because of its publications and projects and also because
of contributions to multiple generations of postgraduate students.

CERC was established in 1994 during the time that Mark was Head of the HKU Department
of Education. Mark worked closely with a colleague, Lee Wing On, who himself had
comparative interests demonstrated in recent publication of a book based on his doctoral thesis
from Durham University in England (Lee 1991). They decided that Wing On would become
the founding Director, with Mark and others providing strong support.> Mark took over the
Directorship in 1996, having by that time handed over the Headship of the Department of
Education to a colleague, and remained Director until the beginning of 2002 when he was again
called to major Departmental administrative duties.

A major driving force for CERC was Hong Kong’s political environment during the 1990s.
The timetable had been set for the departure of the British colonial administration and the
resumption of Chinese sovereignty on 1 July 1997, and a major question concerned what could
be learned from experiences elsewhere. Thus the first two volumes in the CERC Studies in
Comparative Education, which became a prestigious series in the field, focused on this theme
(Lee and Bray 1997; Bray and Lee 1997). The theme was explored further in 1999 when Macau
underwent its political transition from Portuguese to Chinese administration (Bray and Koo
1999). Through these and other publications, CERC sought to provide an Asian flavor and
indeed provided another center of gravity for the field which had hitherto been dominated by
North America and Western Europe.

Figure 1: A Framework for Comparative Education Analyses:
The Bray and Thomas Cube

Nonlocational Demographic Groups

j2]
Level 1: Wprld Regions/Continerjts /ﬁ/
3 1 2
Qo Level 2: Cquntries | /3/
3 , £
?; Level 3: States/Provinces ©
§ Level 4: Districts Eg’/ v
o I £
3 328
£ | Level 5: Sghools ; '5_8 o
e 5 ®
5 3 Qp\) .\Q'Q\
S Level 6: Classrooms s c_,0°
Q _— S S— &,
o
Level 7: Individuals S
L i v

Source: Bray and Thomas (1995), p. 475.

Also worth mentioning during this period was Mark’s paper co-authored with R. Murray
Thomas and published in the Harvard Education Review, which included what is now widely
known as the Bray and Thomas Cube (Figure 1). The article commenced (Bray and Thomas
1995, p. 472) by observing that:

? For a history of CERC, including its leadership, structure, role, and impact, see Manzon
(2015).
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Comparison is the basis of almost all forms of inquiry. However, the field of
educational studies known as comparative education has historically been
defined in a somewhat limited way.... [The] chief focus in comparative
education literature has been on countries and world regions, and ... this has
tended to lead to unbalanced and incomplete perspectives. On the other side of
the coin, ... much research in other fields of education has been undesirably
localized in focus. In many of these studies, unbalanced and incomplete
perspectives have resulted from the lack of an international dimension.

The cube showed ways in which perspectives could complement each other in multilevel
analysis. Bray and Thomas recognized that it could not cover every category of comparison,
but the cube became a classic in the field of comparative education. Moreover, the article has
been widely utilized in other fields (see e.g., Ballantine 2001), and in 1996 received the award
from the American Educational Research Association (AERA) as the “Outstanding
International Study of the Year.”* Bray explored further the value and limitations of the cube
in his book Comparative Education Research: Approaches and Methods, which was co-edited
with two colleagues who became CERC Directors after he had stepped down in 2002. The book
has so far appeared in two editions (Bray, Adamson and Mason 2007/2014) and 10 languages,’
and is a core text for university courses in many countries.

Returning to the theme of Mark’s institutional career trajectory, in 2006 he moved to Paris as
Director of the UNESCO’s International Institute for Educational Planning (IIEP). The IIEP
had been founded in 1963 by Philip H. Coombs,® and is the oldest and most prestigious of
UNESCO’s institutes in the education sector. Mark was only the eighth person to serve as
Director. He was granted leave of absence from HKU, initially for three years and then for one
more to complete a four-year term. The IIEP provides research and training worldwide within
the UNESCO framework.

Mark observed that because the IIEP has its
own Governing Board, it is to some extent
protected from the more politicized
UNESCO dynamics in UNESCO. He
enjoyed the IIEP work, seizing the
opportunities to interact with government
policy makers and planners across the globe.
Whereas his previous academic appoint-
ments had mainly afforded relationships with
counterparts in universities, the IIEP’s
primary partnerships were with ministries of
education.

1

While at the IIEP, Mark developed his work Mark Bray (left) with Raymond Wanner (right), Chair of the

on the so-called shadow education system of gffmgs Vefgﬁﬁgintoaﬁ%Pz(g;egs; trgcgfsgonzoiﬁigg E'f
private supplementary tutoring. Several  Coombs Room in IIEP. Photo courtesy of Mark Bray.

years earlier, the IIEP had published his

booklet in the prestigious series “Fundamentals of Educational Planning” entitled The Shadow
Education System: Private Tutoring and its Implications for Planners (Bray 1999b). The

metaphor of the shadow was used because the supplementary sector to a large extent mimics

4 The award followed nomination by the International Studies Special Interest Group.

> The languages are Chinese, English, Farsi, French, Italian, Japanese, Korean, Portuguese,
Russian and Spanish.

¢ Coombs was a significant a visionary in the field of education, especially known in academic
circles for his book The World Educational Crisis (Coombs 1968).
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the mainstream: as the curriculum in the mainstream changes, so does that of the shadow. That
book was the first global study of the phenomenon, and is a foundation item in what is now a
considerable literature. “I did not invent the term ‘shadow education,’” Mark recalls, “having
encountered it in Japan, Malaysia and Singapore. But I did play a major role in popularizing
it.” Indeed the vocabulary is now widespread, not only from that 1999 book but also, among
others, from sequels in Mark’s work.

In 2007 Mark organized an IIEP Policy Forum which led to a volume entitled Confronting the
Shadow Education System: What Government Policies for What Private Tutoring? (Bray
2009). That book had even greater impact than the first. Mark observed that:

Back in 1999, many people had responded along the lines of “That’s interesting,
but it is not us: it is you people over there, in Hong Kong, Japan, Korea and
elsewhere in East Asia.” But a decade later, people responded that that is us.
Shadow education had more obviously become a global phenomenon. And the
comparative analysis was valuable to policy makers and planners who had
previously felt isolated as if the phenomenon only existed in their countries.

An indicator of the extent to which the work was valued is provided in the number of
translations. The 1999 book was published in six languages, but the 2009 book appeared in 20.
In most cases the translations reflected demand in the countries themselves rather than the
provision by UNESCO, and some of the languages are relatively uncommon for such
international comparative work.’

During his tenure, Mark also gave keynote addresses in every major global region on topics
that included good governance, research methods, and financing of education. “It was very
stimulating to be at UNESCO,” Mark recalled, “and exciting to operate on the global stage.”
ITEP further broadened Mark’s international network and influence. Mark helped to monitor
and further shape UNESCO’s Education for All (EFA) agenda. He also contributed actively to
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7 The 1999 book has been published in Azeri, Chinese, English, Farsi, French and Japanese.
The 2009 book has been published in Arabic, Armenian, Azeri, Bangla, Chinese, Farsi,
French, Georgian, Hindi, Kannada, Korean, Mongolian, Nepali, Polish, Portuguese, Sinhala,
Spanish, Urdu and Uzbek.
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UNESCO?’s priorities for Small Island Developing States (SIDS), including through a 2009
IIEP Policy Forum in conjunction with UNESCO’s World Conference on Higher Education
(see Martin and Bray 2011).

Returning to HKU after IIEP brought Mark back to the frontier of university teaching. Further,
Mark’s experience at UNESCO added prestige to HKU. Most obvious was the creation of the
UNESCO Chair in Comparative Education, approved in November 2011 and officially
launched in May 2012 in the presence at HKU of Tang Qian, UNESCO’s Assistant Director-
General for Education, and other senior colleagues. The model had been created in 1992 as a
bridge between UNESCO and the academic world, and the network of “critical friends” enabled
UNESCO to secure independent expertise from the research community and elsewhere. The
Chairs existed in all domains of UNESCO work (i.c., Education, Science and Culture), but this
was the first to be labeled a UNESCO Chair in Comparative Education.

Mark’s expanded and deepened network and experiences also strengthened other CIE aspects
within the Faculty of Education, including in the Comparative Education Research Centre of
which Mark resumed the Directorship following his return from Paris. New thrusts included
not only the UNESCO foci but also an expanded Master of Education (MEd) program in
Comparative and Global Studies in Education and Development (CGSED) which attracted a
multinational and dynamic annual intake. Mark also built up a Special Interest Group in shadow
education. PhD students during the next eight years focused on Bangladesh, Cambodia, China,

Eritrea, Georgia, Hong Kong, India, and Myanmar, and Postdoctoral Fellows focused on China,
Cambodia, Dubai, Iran, Japan and Taiwan. Many MEd students also focused on shadow
education in their dissertations, adding for
example Azerbaijan, Uganda, and Uzbekistan.

Among the specific events during this period
was a celebration of CERC’s 20" anniversary.
The five Directors to date attended, ® and
Maria Manzon, whose doctoral thesis had
become an influential conceptual book
(Manzon 2011), prepared an institutional
history of CERC to show its leadership and
evolution in changing environments (Manzon

2015). The cake-cutting component was led
by CERC’s capable secretaries: Emily Mang
who had faithfully served CERC and its
mission for 17 years, and Zhang Wei who had
taken over from her.

215 L \l
Twentieth Anniversary Year of the Comparative Education
Research Centre at the University of Hong Kong, 2015. From
left: Maria Manzon, Zhang Wei, Lee Wing On, Mark Bray,

Bob Adamson, Mark Mason, Yang Rui, and Emily Mang.
Photo courtesy of Mark Bray.

Work with Comparative Education Societies and the World Council

Mark attended his first WCCES Congress in Prague, Czechoslovakia, in 1992. During the
Congress Mark met then WCCES President Wolfgang Mitter, Secretary-General Raymond
Ryba, and other prominent leaders. Raymond Ryba needed an Assistant Secretary-General to
help manage the World Council affairs, and invited Mark to take this role. One reason why
Raymond Ryba needed help was that his health was precarious, and his death in 1996 left a
major gap. Mark did not feel ready at that stage to move into the Secretary-General position,
and like many colleagues was glad that Vandra Masemann was willing to do so (Monks and
Jacob 2018). Mark continued as Assistant Secretary-General for four years, and then in 2000

8 They were Lee Wing On (1994-1996), Mark Bray (1996-2002), Bob Adamson (2002), Mark
Mason (2002-2008), Yang Rui (2008-2010), and again Mark Bray from 2010 onwards.
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took over from her. In this role he supported David Wilson as President of the WCCES and
then, from the time of the 2001 World Congress in Korea, Anne Hickling Hudson (Jacob 2017).
From the Korean Congress he edited a special double issue of the International Review of
Education that was then republished as a book and translated into nine languages (Bray 2003).°
Such dissemination helped the WCCES indeed to see itself as a World Body with participation
from scholars in some of the relatively minor language groups as well as the major ones.

Anne Hickling Hudson’s presidency lasted from the 2001 Congress in Korea to the 2004
Congress in Cuba. Mark was nominated as her successor, and then elected—by that time having
a dozen years of intimate knowledge of WCCES procedures and history. Since the WCCES
was unable to appoint a replacement Secretary-General at such short notice, Mark proceeded
with both roles until 2005 when Christine Fox was appointed to the position. The term of the
Presidency was again for three years until the 2007 Congress in Bosnia and Herzegovina, at
which point Mark handed over to Crain Soudien but remained a member of the Executive
Committee for a further three years in the role of Past-President. Subsequently Mark became
the WCCES-UNESCO Liaison Representative, and only in 2016 concluded his service on the
WCCES Executive Committee after a period exceeding two decades. Thus, Mark was indeed
a major figure in the WCCES development, part of which was chronicled alongside the roles
of others in the book of histories that he co-edited with Vandra Masemann and Maria Manzon
(Masemann et al. 2007).

Mark also played major roles in other societies. One was the Comparative Education Society
of Asia (CESA), which had been founded during CERC’s inaugural symposium in 1995
(Mochida 2007). Mark had been part of the 1994 planning meeting convened in Japan, and was
a member of the Board of Directors from 1995 to 2001 and again from 2012 to 2017. He was
also a loyal participant in the CESA biennial conferences, presenting keynote addresses in 1998
(Mainland China), 2001 (Taiwan), 2003 (Indonesia), 2005 (Malaysia), 2007 (Hong Kong), and
2012 (Thailand).

Secondly, Mark has always been an active member of the Comparative Education Society of
Hong Kong (CESHK), of which he was President from 1998 to 2000. The CESHK had been
founded in 1989, and for much of its history CERC has been the Secretariat. The CESHK

Constitution declared the society’s objectives to be:
e to promote the study of comparative education in Hong Kong;

e to disseminate ideas and information, through seminars and publications and other
means, on recent developments, in Hong Kong and abroad, of comparative
education scholarship; and

e to liaise with other scholarly associations of comparative education and of other
areas of educational research, in Hong Kong and abroad.

In their account of the CESHK history, Wong and Fairbrother (2007, p. 251) noted that:

The fifth President of the society, Mark Bray (1998-2000), at that time Director
of the Comparative Education Research Centre (CERC) at the University of
Hong Kong, revitalised attention to these objectives. Bray had a distinct mission
of taking the CESHK further beyond the local context, which was partly
achieved through the links with the WCCES. Bray’s address at the CESHK’s
10" anniversary conference (Bray 1999a) highlighted the impressive output of
Hong Kong scholars in the prominent English-language and Chinese-language
journals of the field.... Hong Kong scholars, Bray pointed out, were doing much
to promote the visibility of Hong Kong itself, and also mainland China, Macao

? The original book was in English, and the translations were in Bosnian, Bulgarian, Chinese,
Farsi, Hungarian, Italian, Japanese, Russian and Spanish.
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and Taiwan, in the international literature. He added that they had particular
strengths in being able to publish in Chinese-language as well as English-
language journals.

However, Wong and Fairbrother added, Bray also underscored the need for stronger attention
to methodology and urged CESHK scholars to reach further beyond local case study research
into the broader conceptual arena. During his presidency, the CESHK began its tradition of
holding conferences on a regular annual basis rather than on a somewhat ad hoc pattern.

The third WCCES member in which Mark has played a major leadership role is the US-based
Comparative and International Education Society (CIES). This is the oldest and largest of the
WCCES member societies, having been established in 1956 (Epstein 2016; Swing 2007). With
only one gap, Mark has attended every CIES annual conference since 1987 and has found these
events invaluable for networking and professional development. The Bray and Thomas cube
was one product, since the seed for the idea had been sown during a CIES conference.!”

Mark was been approached several times over the years to stand for election for the CIES
Presidency, and always refused because of other commitments. Finally, in 2014 he did agree
to stand, and was elected. The CIES had previously had Presidents based in Canada as well as
the US, but had not had a President outside North America. Since Mark was not a US citizen,
he also was not linked by nationality. In these respects, therefore, his election brought a
departure from traditions. Fortunately, in the internet era it was still possible to convene Skype
meetings with the Executive Committee and Board of Directors, albeit at inconvenient hours
for some of them; and colleagues familiar with US and politics advised him on those
dimensions.

The CIES system is for the elected candidate to proceed in a four-year sequence from Vice-
President to President-Elect, President and then Past-President. One of the greatest tasks for the
President-Elect is organization of the annual conference. For Mark the event fell in 2016, which
was the Society’s 60" anniversary year and thus set the theme of “Taking Stock and Looking
Forward.” To achieve geographic balance with immediate predecessor conferences, Mark
initially wanted the event to be on the West Coast of the US. However, no appropriate venue
was available, and he therefore decided on Vancouver, Canada. A 60" Anniversary book of
histories edited by Erwin H. Epstein was commissioned for the CERC-Springer series and given
to each of the 2,700 conference participants. The conference indeed reflected meaningfully on
the nature and evolution of the CIE field, at least as viewed from North America.

Following the tradition, towards the end of the Vancouver conference Mark transitioned from
President-Elect to President. Major duties during the months that followed included
appointment of a new team to the professional secretariat. Of course many other routine matters
demanded considerable attention in a body as large as the CIES. Mark was glad to hand over
the baton during the 2017 conference in Atlanta, USA, during which he presented his
Presidential Address. Building on parts of his work over the decades, commencing with his
PhD thesis about UPE in Nigeria and then turning to the research on shadow education, his
address was entitled “Schooling and its Supplements: Changing Global Patterns and
Implications for Comparative Education” (Bray 2017).

Alongside CESA, CESHK and CIES, Mark has assisted many other societies. For example, he
has delivered keynote addresses for conferences of the:

e Association Francophone d’Education Comparée (AFEC),

e Australian and New Zealand Comparative Education Society (ANZCIES),

e Bulgarian Comparative Education Society (BCES),

1R, Murray Thomas was also a regular participant of CIES conferences, and had been CIES
President in 1985/86.
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China Comparative Education Society (CCES),

Comparative Education Society of the Philippines (CESP),

Czech Pedagogical Society — Comparative Education Section (CPS-CES),
Gulf Comparative Education Society (GCES),

Indian Ocean Comparative Education Society (IOCES),

International Society for Comparative Adult Education (ISCAE),

Japan Comparative Education Society (JCES),

Sociedad Argentina de Estudios Comparados en Educacion (SAECE), and
Sociedade Brasileira de Educagdo Comparada (SBEC).

Once again, this list underlines his global role in developing the field.

Conclusion

Throughout his academic career, Mark has considered the universities that employed him not
only to be excellent places to work in but also excellent places to work from. As indicated, over
the decades he undertook multiple short-term assignments for such bodies as the Asian
Development Bank, Commonwealth Secretariat, UNESCO, UNICEF, and the World Bank.
Mark also worked with many national governments and non-governmental organizations
(NGOs). Recalling a phrase used by David Wilson, a predecessor President both of the WCCES
and of the CIES, Mark felt that “this has given me an academic-practitioner perspective in
which I have worked on both sides of the road. I have been able to cross the road between
conceptualization through academic writing
and the world of government ministries and to
some extent schools.” He added that the
grounding of his early career in rural Africa
had been invaluable for understanding of
developmental contexts away from cities and
centers of administration.

Mark has also carried far-reaching
impact through the professional bodies in the
field. During his decades as Assistant
Secretary-General and then Secretary-
General and President of the WCCES, he
helped to plant and watered seeds for societies
that grew and flourished. Among them was
the Turkish Comparative Education Society
(TUKED), which hosted the World Congress =~ WCCES Congress in Istanbul, 2010. From left: an interviewer

in 2010. During that event Fatma Gok, the from the press, Mark Bray, Fatma Gok (WCCES Vice-
President and Congress organizer), and Susan Robertson

COI’IgI‘GSS organizer and WCCES YICG- (University of Bristol, UK). Photo courtesy of Mark Bray.
President, was among people who paid tribute

to Mark and his role. Equally, as noted, he played a foundational role for CESA, and then
helped it to grow and develop. Similarly, when he took over the CESHK helm he set traditions
that have been sustained during subsequent decades. The CIES is a much older and larger body
with many dedicated contributors over the decades, and so the nature of Mark’s CIES
leadership was somewhat different but again of lasting significance as the Society proceeds
through its seventh decade. And alongside these bodies, Mark has helped other societies as
reflected in the long list above.
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A different, albeit related, side of Mark’s impact has been through his scholarly publications.
To date he has published 58 books, among which translations have appeared in 28 languages.
He has also (co-)authored over 160 peer-reviewed journal articles, and 120 book chapters; and
the CERC Studies in Comparative Education series has 36 volumes to date.

Looking back at his career, Mark felt very fortunate to have had many great opportunities and
the energy to seize them. The world has greatly changed since the 1970s, not only through
technology but also through geopolitical shifts. Combining continued links with HKU as an
Emeritus Professor and a new role in Shanghai as a Distinguished Chair Professor at East China
Normal University, Mark feels at the forefront of some of these shifts in what has been widely
called the Asian Century (e.g., Johnson et al. 2015).

Answering a question about opportunities for younger generations, Mark responded: “I see
huge opportunities, but they may be very different from what they looked like when I embarked
on my career.” CIE opportunities differ depending on each country. There has been a major
shift in recent years in the international influence from the West toward the East. “For instance,
when I travel to China and to other countries I can see the differences.” Where there was once
strong funding and support for CIE in traditional strongholds like the United States, United
Kingdom, Canada, and much of Europe, East Asian countries such as China, Japan, Korea and
Singapore have are now exerting leadership. Mark has been glad to have been part of this shift,
especially in Hong Kong but also elsewhere.
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