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Abstract

Pinar recasts curriculum development and design from the sphere of the procedural — that
is, principles and steps to follow regardless of the specificities of place and time — to ongoing
forms of intellectual engagement with one’s distinctive situation, however complex and
contested that situation is, however tragic one’s history, however conflicted the present might
be. Such curriculum development requires a different set of concepts and practices from those
many know take for granted, e.g. objectives to be implemented through curriculum design and
teaching for the sake of assessment. Instead of objectives to be assessed, Pinar positions as
primary the historical moment, situated as history is in national history and culture. In North
America, this means includes articulating how the present becomes embodied in individual
subjectivities, and how one might study both through academic knowledge in complicated
conversation with those in classrooms.
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Oz

Pinar, program gelistirme ¢alismalarini yer ve zaman gozetilmeksizin ele alinan bigimsel
uygulamalardan, bireyin karmasik ve tartismaya agik ayirt edici durumu, trajik gecmisi ve
catismal1 bugiiniiniin siiregelen entelektiiel yapilarla iligkisi boyutuna tagimaktadir. Boyle bir
uygulama hedeflerin 06l¢me-degerlendirme amach hazirlandigr gibi diisiinceleri kabul
edenlerden farkli kavramlar ve yontemler talep etmektedir. Hedeflerin degerlendirilmesi yerine
Pmar milli tarih ve kiiltiirde yer alan tarihi anlari ilk siraya koymaktadir. Kuzey Amerika’da bu
yontem simdinin bireyin 6znelliginde nasil sekillendigini ve bireyin akademik bilgisiyle
karmasik diyaloglarda ge¢misi ve simdiyi birlikte nasil irdeledigini kapsar.

Anahtar sézciikler: Alegori (kinaye), analoji (benzerlik), program gelistirme, narsizm
(6zseverlik), 6znellik
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2 W. Pinar

Introduction

In the United States, we have suffered a history of curriculum development predicated primarily on
functionality. Over the past century there have been several such formulations — each is associated with a
key theoretician (Jackson, 1992) — that link the curriculum to the economy and to society. In both cases
these links are future-bound, although curriculum conservatives — focused on the ancient languages and
cultures — did survive in the U.S. through the 1920s, resurfacing briefly (mostly rhetorically) in the 1980s.
To achieve these functional objectives, curriculum development became primarily procedural and
systematized, starting with objectives, and thanks to Ralph Tyler, ending with assessment. In linking
objectives to assessment, teaching was reduced to implementation.

Severed from schools by the Kennedy Administration’s 1960s national curriculum reform,
curriculum development as an academic specialization gave way (in the U.S.) to understanding
curriculum (Pinar, 2008). Curriculum reform gave way to concern not with the intellectual content of the
curriculum (as it tended to be in the 1960s national curriculum reform) but with so-called standards
during the 1980s. The rhetorical preoccupation with standards gave way to accountability since the 2001
inauguration of George W. Bush (Ravitch, 2010). Curriculum reform has been replaced by what I call
school deform, in which the centerpiece of the school - its curriculum - is rendered only a means to an
ends: student scores on standardized tests (Pinar, 2012a).

While globalization has accelerated trends toward curricular standardization — driven by
presumably culture-free, so-called skills-based competencies called for by the so-called global
marketplace — it has hardly expunged what is distinctive in local, regional, and national life. Even the
same curriculum concepts connote different realities given the distinctiveness of our national and
regional situations, and in five — two of which are now ongoing — studies I have attempted to portray this
fact. While a curriculum of functionality driven by exams was instituted in post-Apartheid South Africa,
for instance, it was perceived (at least at first) not as the handmaiden of international corporations and
right-wing politicians (as in fact it is in the U.S.) but of democratization and black empowerment (Pinar,
2010). In Brazil, in the large cities, a tripartite jurisdictional structure (federal, state, municipal) not
necessarily coordinated with itself, enables teachers opportunities for refashioning the curriculum
according to their specific situations. This complexity of jurisdiction has contributed to sophisticated
curriculum field structured by a distinctive set of curriculum concepts, such as enunciation and the
quotidian (Pinar, 2011). The history of curriculum studies in Mexico tragically different, despite the heroic
efforts of intellectually sophisticated scholars to rethink their circumstances (Pinar 2012b). Projects in
China and India are now underway.

It is important to acknowledge national history and culture (and to also acknowledge that these are
themselves contested concepts and realities) in order to understand school curriculum and the academic
field that studies and develops it. Today I offer you one way to recast curriculum development and
design from the realm of the procedural — that is, principles and steps to follow no matter where you are
— to ongoing forms of intellectual engagement with one’s distinctive situation, however complex and
contested that situation is, however tragic one’s history, and stressful the present might be. Such
curriculum development requires a different set of concepts and practices from those many of us know so
well, e.g. objectives to be implemented through curriculum design and teaching for the sake of
assessment. Instead of objectives to be assessed, we might think about the historical moment, including
how the present becomes embodied in our individual subjectivities, and how we might study both
through academic knowledge in conversation with those around us. I realize that such language derives
from culturally specific traditions and addresses nationally specific situations, but that acknowledgment
is for me part of the rationale for curriculum development, design, and research situated in and
addressed to the particular, in part through studying larger circles of influence: the regional, national,
and global situations.
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So what I describe to you today is less addressed to the country where I work — Canada — than it is to
the country of my birth and residence, the United States. Most recently the problems of political
polarization and economic destabilization structure the present moment there. While each of these has its
own history and complexity, I link both to what I discern as deeper interrelated problems of presentism
and narcissism in American culture, themselves intertwined with the crisis of advanced capitalism.
Allow me to explain.

While U. S. historian Christopher Lasch’s (1978) portrait of what he termed “the culture of
narcissism” seems overdrawn it is, in my judgment, largely accurate. “The intense subjectivity of modern
work, exemplified even more clearly in the office than in the factory,” Lasch (1978, 102) observed, “causes
men and women to doubt the reality of the external world and to imprison themselves... in a shell of
protective irony.” Exhausted by an unrelenting daily psychological intensity and an acute, even physical,
sense of threat, many retreat from a public sphere that no longer seems safe, let alone supportive or
worthy of their emotional investments. In the apparent safety of private life, however, many discover no
solace. “On the contrary,” Lasch (1978: 27) notes, “private life takes on the very qualities of the anarchic
social order from which it supposed to provide a refuge.”

With no place left to hide, many retreat into—and, Lasch argues, become lost in—themselves. The
psychoanalytic term for this personality disturbance is narcissism, not to be confused with being
egotistical or selfish (see Lasch 1984: 18). Recoiling from meaningful engagement in the world, the
privatized self atrophies—Lasch (1984) uses the term minimal to denote that contraction of the self
narcissism necessitates—and becomes disabled from distinguishing sharply between self and other. The
past and future disappear in an individualistic obsession with psychic survival in the present. As Lasch
(1978: xvi) suggests: “The narcissist has no interest in the future because, in part, he has so little interest in
the past.” How might we teach to restore temporality — a sharp sense of the past, enabling discernment of
the present and foreshadowings of the future — to the complicated conversation that is the school
curriculum? My answer is allegory, a concept enabling us to understand, and engage in, subjectively
situated, historically attuned curriculum development and design.

Etymologically, “allegory” means to “speak publicly in an assembly.” This definition forefronts its
pedagogical and communicative nature. A speech at once concrete and abstract, allegory tells a specific
story that hints at a more general significance. Its characters are at once particular and symbolic,
simultaneously historical and metahistorical, even mythological. Understanding curriculum allegorically
self-consciously incorporates the past into the present, threaded through one’s subjectivity.

Allegory acknowledges academic knowledge as important for its own sake, even as it implies its
educational significance. Allegory underscores that our individual lives are structured by ever widening
circles of influence: from family through friends to our fellow citizens, all of whom personify culture,
symbolize society, embody history. But allegory’s movements are not only outward, they are inward, as
allegory provokes reflection on, say, the sciences not only as specific academic disciplines with distinctive
intellectual histories and present circumstances, but also as social, in the public interest. Science is
subjective as well, however subtextual and indirectly subjectivity is expressed (Shapin, 2010).

Study enables one to articulate the singularity of public forms, requiring one to discern their histories
and present associations. Study, then, becomes sensible not in an “environment,” the long-time term of
preference for a social and behavioral science that has too often stripped History from its efforts to
understand what it observes. Rather, study proceeds in situation. As Madeleine Grumet (1978: 281)
pointed out decades ago, “environment” implies a blank slate, without history and empty of human
intention, while “situation” specifies how what we confront is filled by legacy, meaning, and aspiration.

And while it is no metaphysical bedrock, nevertheless it is each of us - the “I” - who testifies to the
reality within and around us. “[N]either neither transcendent nor in process of self-realization,” Roberts
(1995: 7) explains, each of us (as individuals, as collectivities) “is rather bound up with some specific
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4 W. Pinar

situation that is historical.” I endorse the concept of allegory because it forefronts both History and
questions of its representation as central to understanding self and society.

Historical facts are primary, but it is their capacity to invoke our imagination that marks them as
allegorical. Their meanings are not confined to the past; they leak into our experience of the present.
Those meanings are to be articulated, in solitude through study, with others in classrooms and online, but
such facts cannot be definitive, as they do not belong to the present. Bringing the past into the present
while rigorously refusing to conflate the two incurs that “creative tensionality” (Aoki, 2005 [1985/1991] :
232) inherent in a historical sensibility, or what Peter Seixas (2004) terms “historical consciousness.” Such
a sensibility enables us to be attuned to the specific while not losing sight of its antecedents and
associations.

For Walter Benjamin, Rauch (2000: 186) reminds, allegory was a “model to represent the historical
moment in terms of how a text affects us as readers even though we cannot determine its meaning.” Such
a model derived from Benjamin’s conviction that the cultivation of historical sensibility depended in part
on the literariness of language and “its redemptive or memorial capacity in rhetorical structures” (2000,
186). Those structures are aesthetic of course, but what accords them immediacy and meaning is their
saturation by the subjectivity of those who study them, whether in solitude or in assembly. Through
allegory we can build passages from the particularity of our situations to the alterity of others. For
Benjamin, Rauch (2000: 213) suggests, history became accessible through allegory.

It is the reciprocity, then, between subjectivity and history that structures allegory, which is why
school curriculum guidelines must never be more than guidelines. Subjectively situated, historically
attuned teachers must be free to follow wherever their imaginations and instincts lead them, acutely
aware of the disciplinary knowledge which structures their ongoing inquiry and testimony. Like speech,
allegory is not only self-referential; it extends beyond itself to comment on, to connect to, what is past in
the present. An allegory-of-the-present combines the uniqueness and authenticity that Benjamin
associated with the “aura” of an individually crafted work of art with the tradition such subjectively
saturated art incorporates. The teacher is in this sense an artist and complicated conversation is the
teacher’s medium.

Allegory, then, achieves significance through its “combinatory structure” (Rauch 2000: 188), through
both its internal elements (how the story that is told is told) and its positioning in disciplinary, subjective
and social structures. Rauch (2000: 231 n. 7) thinks of these allegories as “hieroglyphs,” as “fragmentary
remnants of historic cultural context which is lost” the juxtaposition of which can create a “chaotic”
image (Benjamin’s “dialectical image”) of one’s “historical experience.” Teachers and students themselves
can decide how much “chaos” and how much “continuity” is appropriate, both intellectually, and in
making learning psychologically manageable. As teachers know, intellectual labor is also an emotional
undertaking.

Allegory begins in the teacher’s study, where it is transposed into curriculum design, or less
formally, teaching (not necessarily “lesson”) plans, as what we choose to start classroom dialogue. It
might be helpful to the teacher to reflect on what her or his intentions are, but “objectives” are hardly
primary concerns. What matters is how complicated the conversation becomes. Allegory “ends” in what
students make of such knowledge, a fate hardly removed from the province of the teacher but never
definitively dependent on the teacher. Even the most creative and provocative lessons can fall flat, as
anyone knows. Attempting to force students’ engagement (let alone learning) becomes autocratic if not
mediated by the subjective knowledge teachers have of the individuals in their classroom. Moreover,
what students make of their study may not be known, and then only by the students themselves, for
years. Specific “core standards” such those enforced by the Obama Administration (Lewin 2010, July 21)
— with the expectation that these will then be learned by students because teachers have taught them —
amount to magical thinking, an example of how denial and obfuscation have predominated in U.S. school
reform since the 1983 A Nation at Risk.
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What determines when juxtaposed elements that comprise the curricular “hieroglyph” stretch
credulity? There are logical relations between elements that cannot be violated at whim, but even
apparently illogical relations can become credible when contextualized specifically. The great Weimar
cultural critic Siegfried Kracauer (1995: 234) pointed out:

The more reality opens itself up to man, the more foreign to him the average world with its
distorted conceptual petrifactions becomes. He recognizes that a boundless plentitude of qualities
inhabits each phenomenon, and that each is subject to widely differing laws. But the more he
becomes aware of the many-sidedness of things, the more it becomes possible for him to relate
them to each other.

In that first sentence, Kracauer is acknowledging what has become in our era a commonplace: that reality
is socially constructed. Of course, that hardly means that it is immaterial or always elusive (even if finally
mysterious), but it does underline that everyday life is not only what it seems, that ordinariness contains
and expresses elements not on the surface, elements that, despite their apparent difference, could also be
related to each other, although not necessarily due to contiguity.

Difference becomes intelligible within relations of resemblances, as Kaja Silverman (2009: 74)
specifies through the concept of analogy, that which “links us to other beings — what makes all of our
stories part of the same great book. But analogy is also internal to our own being — what connects the
person we were yesterday with the slightly different person we are today.” I emphasize that these two —
sociality and subjectivity — are themselves analogous. As teachers, individuation denotes the
developmental — and professional - undertaking of sculpting the specificity of our individuality, however
informed it inevitably is by sociality, through study and participation in the complicated conversation
that is the curriculum. In so participating, Silverman (2009: 65) makes clear, we

connect our lives to many others — to lives that are over, and to lives that have not yet begun,
as well as to those proximate to us in time and space. Rather than a self-contained volume,
authorized by us, our history is only one chapter in an enormous and ever-expanding book,
whose overall meaning and shape we cannot even begin to grasp, let  along determine.... This
volume is written from the inside, through the analogies we acknowledge and those we refuse.

Working from within, specifying the singularity of situations through threading the needle that is our
individual subjective experience, we affirm resemblance through difference. Simultaneously abstract and
concrete, past and present, such pedagogical labor is allegorical, communication informed by academic
knowledge.

While undistorted and unconstrained speech may not be possible, communication through
understanding is. As James W. Carey (1992: 25) realized: “reality is brought into existence, is produced,
by communication—by, in short, the construction, apprehension, and utilization of symbolic forms.” The
reconstruction of reality is, in this sense, intellectual labor. We cannot know what intellectual labor will
bring; like the future, serious and creative thought is often enigmatic, sometimes contradictory, even
incalculable. While curriculum as complicated conversation in the service of social and self-reflective
understanding will transform the present, it will not do so in predictable ways, certainly not according to
politicians’ often self-serving and ideology-laden agendas.

Curriculum theory and the complicated conversation it supports seek the truth of the present, not its
manipulation for job creation. Economics is an important curricular topic, but it becomes so in the name
of understanding and critique, not entrepreneurship. Intellectual agency is preferable to
entrepreneurship. Curriculum conceived as conversation invites students to encounter themselves and
the world they inhabit (and that inhabits them) through academic study, through academic knowledge,
popular culture, all threaded through their own lived experience. Forefronting test scores on
standardized test scores cuts this thread.
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How does quantifying educational experience end educational experience? Even private “thought
is predominately public and social,” Carey (1992: 28) reminds. Standardized tests undermine those lived
links between the spoken word (the classroom is by definition a public square) and the inner
conversation (carried on in rooms of one’s own). When guided by a thoughtful, imaginative, and
knowledgeable teacher (these are not specifiable behaviors!), connecting the two spheres—inner and
public speech—supports subjective and social reconstruction. Why are these reciprocally related
processes central to the education of the public? “"Reality," Carey (1992: 30) explains,

must be repaired for it consistently breaks down: people get  lost ~ physically and
spiritually, experiments fail, evidence counter to the representation is produced, mental

derangement sets in — all threats to our models of and for reality that lead to intense repair
work.

Curricular standardization — especially when accomplished by standardized testing - is not repair work.
By silencing subjectivity and ensuring cultural conformity, the standardized test-making industry and the
politicians who fund it stop communication and enforce mimicry. The spontaneity of conversation
disappears in the application of "cognitive skills” to solve conceptual puzzles unrelated to either inner
experience or public life. Censored is that self-reflexivity dialogical encounter invites.

Under such political circumstances, the curricular task becomes the recovery of memory and history
in ways that psychologically allow individuals to reenter politically the public sphere in privately
meaningful and ethically committed ways. The public sphere becomes the “commons,” not another place
to plunder for profit. How to substitute social and subjective reconstruction for economic exploitation in a
historical moment consumed by the latter? It is not obvious (let alone easy) of course, but I suggest that
by studying the past students can begin to free themselves from the present. The great Italian filmmaker
and public intellectual Pier Paulo Pasolini understood:

Now I prefer to move through the past, precisely because I believe that the past is the only force to
contest the present; it is an aberrant form, but all the values that were the values which formed us—with
all that made them atrocious, with their negative aspects—are the ones that are capable of putting the
present into crisis. (quoted in Rumble 1996: 58)

Subjective reconstruction requires reactivating the past in the present,
rendering the present past. This is the labor of allegory.

Such allegorical labor is not only intrasubjective, as it precipitates social engagement. Such
complicated conversation within oneself and with others reinvigorates “the oral tradition, with its
emphasis on dialogue and dialectic, values and philosophical speculation, as the countervailing culture to
the technological culture of sensation and mobility” (Carey 1992: 135). Part of the project of currere —
curriculum conceived as a verb - is to contradict presentism by self-consciously cultivating the temporal
structure of subjectivity, insisting on the distinctiveness and simultaneity of past, present, and future, a
temporal complexity in which difference does not dissolve onto a flattened never-ending “now,” but is
stretched as it is spoken, reconstructing the present as temporally and spatially differentiated. Presentism
not only erases time but space as well, as place becomes nowhere in particular, cyberspace (Chun, 2006:
43). In the midst of such a cultural calamity, the education of the public requires, above all, the cultivation
of historicality.

To enact curriculum conceived as subjectively situated, historically attuned conversation means
associating academic knowledge with the individual him or herself, teaching not only what is, for
instance, historical knowledge, but also suggesting its possible consequences for the individual’s self-
formation in the historical present, allowing that knowledge to shape the individual’s coming to social
form. Doing so is an elusive and ongoing threading of subjectivity through the social forms and
intellectual constructs we discover through study, reanimating our original passions through acting in
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the world. “What we do in school in the classroom,” Alan Block (2009: 73) suggests, “is to forever pursue
lost objects,” and “this pursuit and effort is both an personal and a communal obligation.” In fact, he
adds, addressing teachers directly, “until we find our own lost articles and we ought not to undertake
assisting others” (2009: 77). I suggest this search can be conducted through assisting others.

Conclusion

[Elvery subject finds herself obligated to search for the future in the past.
—Kaja Silverman (2000: 49)

Procedures and principles remain important, but unless we can think our way through the structures
of the present, we cannot find our way to the future. Reactivating the past reconstructs the present so we
can find the future. In the United States, that means rejecting the Obama Administration’s school reform
initiative — the so-called Race to the Top — and encouraging teachers to engage in an ethics of intransigence.
They must appear to comply with federal and state guidelines, but, I suggest, professional ethics precedes
politics. As Franz Rosenzweig reminds us from the past: “vocation is more primeval than condition”
(Moses 2009 [1992]: 29). That affirmation of our calling takes historically shifting, culturally specific, and
subjectively situated forms. We share one planet yes, and the cultivation of cosmopolitanism (Pinar 2009)
— tolerance of, even hospitality toward difference and dissent — is key to our survival as a species, but
these require not curricular standardization but curricular differentiation, as working through the
legacies of the past enables finding the future. “Working through” is, in Dominick LaCapra’s (2009: 54)
cumbersome but clarifying definition,

is in general an articulatory practice with political dimensions: to the extent one works through
trauma and its symptoms on both personal and sociocultural levels, one is able to distinguish
between past and present and to recall in memory that something happened to one (or one’s
people) back then while realizing that one is living here and now with openings to the future.

It is such complicated conversation — acknowledging the trauma of historical experience while never
ceasing to articulate its character and effects — that reactivates the past in the present.

The key curriculum question - what knowledge is of most worth? - is animated by ethics, history, and
politics. As such, it is an ongoing question, as the immediacy of the historical moment, the particularity of
place, and the singularity of one’s own individuality become articulated through the subject matter —
history, poetry, science, technology — that one studies and teaches. Expressing one’s subjectivity through
academic knowledge is how one links the lived curriculum with the planned one, how one demonstrates
to students that scholarship can speak to them, how in fact scholarship can enable them to speak. No
empty abstraction invoked to enforce compliance now for the sake of a time yet to come, the future is
here and now. Finding the future in an era of pervasive presentism and narcissism is not obvious. In fact,
the future will not be found in front of us at all, but in back of us. Reactivating the past reconstructs the
present so we can find the future. Such an allegorical undertaking signifies strategies of curriculum
development and design today.
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Genis Ozet
Giinii Kurtarma ve Narsisizm Kiiltiiriinde Egitim Program1 Tasarim1: Simdinin Resmi

Amerika’da islevselligin ¢ok on plana ciktigi bir egitim programi gelistirme siireci yasanmustir.
Gegen yiizyilda her biri belli bir kuramc tarafindan toplumsal ve ekonomik hayatla iliskilendirilen gesitli
formiil olusturma gayretleri olmustur (Jackson 1992). Her ne kadar eski dil ve kiiltiirler iizerine
yogunlasan muhafazakar egitim programi tasarimcilar: 1920’lere kadar varhiklarimi korumus ve 80’lerde
en azindan etkili bir bigimde tekrar ortaya ¢ikmus olsalar da; s6z konusu iki iligskilendirme bicimi de
gelecege yonelikti. Bu islevsel hedefleri gerceklestirebilmek amaciyla Ralph Tyler ile birlikte egitim
programlarinin gelistirilmesi hedeflerin belirlenmesiyle baslayan ve degerlendirmeyle sona eren daha
sistematik bir hal almistir. Hedeflerle degerlendirmeyi iliskilendirebilmek ve tutarli kilabilmek icin
Ogretim sadece bir uygulama haline doniismiistiir.

Icinde yasadigi ve kapitalizm krizinden dolay1 iyice i¢ ice gegen giinii kurtarma diisturu ve
narsisizmden kaynaklanan daha derin ve girift bagka sorunlardan dolay: ortaya ¢ikti§ina inanryorum.
Kisi kendi igine gekiliyor ve Lasch’e a gore kendi iclerinde kayboluyorlar. Psikoanalizde bu tiir kisilik
bozuklugu i¢in narsisizm ifadesi kullanilmaktadir, tabi bunun egoist ve bencil olmayla karigtirilmamasi
gerekir (see Lasch 1984, 18). Diinyayla kurulan anlaml iletisimden mahrum kalan birey gittikce kotiilesir
ve kendisi ile digerleri arasindaki farki ayirt etme becerisi bozulur. Psisik bir sekilde siirekli su anda
yasama gibi bireysel bir takintiyla ge¢mis ve gelecek ortadan kaybolur. Simdinin ve gelecegin
ongoriilerinin anlasilmasin kolaylastiran keskin bir ge¢mis anlayisi kazandirmadan zaman kavramini
nasil yeniden yerine koyariz ve oradan da daha karmasik bir konu olan egitim programi konusuna nasil
geceriz? Oznel bir yeri ve de tarihi bir gecmisi olan Egitim programi tasarlama ve gelistirme konusunu
anlamamiza ve iizerinde calismamiza yardimci olacak cevabim alegori / kinaye.

Alegori kendisi igin akademik bilginin énemli oldugunu kabul eder ve egitsel agidan da degerli
oldugunun altin1 ¢izer. Bireysel hayatlarimizin durmadan genisleyen etki ¢emberleriyle yapilandigini
vurgular; aileden arkadaslarimiza, hatta yurttaslarimiza kadar her biri kiiltiirti kisilestirir, toplumu
sembolize eder ve tarihi barindirir. Bununla birlikte alegori sadece disa dogru degil ice dogru da ilerler;
Ornegin yalnizca belli kuramsal ge¢misleri ve giincel sonuglar: olan akademik disiplin anlaminda bilimler
hakkinda degil, sosyal 6neme sahip ve kamu yararimna olan bilimler hakkinda da diisiinmeyi gerektirir.
Her ne kadar gizli ve dolayli bir sekilde ifade edilse de bilim de 6zneldir (Shapin 2010).

Alegori, 6gretmenin dersteki etkilesimi nasil baslatacagini planladig 6gretim planlar1 yapmasi ve
bunlarin egitim programlaria aktarmasiyla baglar. Ogretmenin ne yapmak istedigi iizerinde diistinmesi
elbette faydalidir ancak “egitim programi hedefleri” o kadar da onemli degildir. Alegori 6grencilerin
kendilerine verilen bilgiden anladiklar1 seyle biter ki bu da genelde pek ortadan kalkan bir durum
olmadig1 gibi kesinlikle Ogretmene bagli bir durum da degildir. Eger &gretmenler simiflarindaki
ogrencilerle ilgili 6znel bilgilerinden yola ¢ikarak hareket etmezlerse 6grencileri dersle ilgilenmeye
zorlamak bile otokratik bir hal alabilir. Oznel yeniden yapilandirma giiniimiiz igerisinde gegmisin aktif
hale getirilmesiyle olur; alegorinin ¢abasi budur.

Oznel egitim programlarini uygulamaya koymak agisindan, tarihsel olarak ayarlanmig konusma
akademik bilgiyi kisinin kendisiyle iliskilendirmesi anlamina gelir; 6rnegin sadece tarihi bilginin ne
oldugunun Ogretilmesi degil ayni zamanda tarihi anlamda simdinin kisinin kendisi tarafindan
olusturulmasinin olas1 sonuglarinin neler olabilecegi hakkinda da fikirlerin paylasilmas: gibi etkinlikler o
bilginin bireyin sosyal bir varlik olmasini yénlendirmesini saglar. Boyle yapmak, 6znelligin ¢alismalar
sonucunda buldugumuz sosyal formlar ve entellektiiel yapilar araciligiyla siirekli ve gizli sekilde
islenmesi demektir, ki bu da diinyada gercekten bir seyler yapabilmek adina sahip oldugumuz o eski
hayallerimizi yeniden canlandirir.
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Prosediirler ve prensipler dnemli olmakla birlikte bugiiniin yapilarinin arasindan kendi yolumuzu
bulmadikca, gelecege uzanan yolu da bulamayiz. Ge¢misi yeniden canlandirmak giiniimiizii yeniden
yapilandirir ve boylelikle de gelecek bulunur. Tek bir diinya var ve onu paylagiyoruz; kosmopolitanligin
gelistirilmesi farkliliklara karsi hosgoriilii olmanin ve hatta misafirperverligin pekistirilmesi bu
diinyadaki varligimizi stirdiirmemiz agisindan son derece Onemli; ancak, tiim bunlarin egitim
programlarinin standartlastirilmas: gayretlerine maruz birakilmasi gerekir mi; aksine egitim programi
tiim bu sebeplerden dolayi farklilasmasi gerekir, standart olmamasi daha iyidir, ¢linkii gegmisin mirasini
yasatmak gelecegi bulmamizi kolaylastirir.

Egitim programlar ilgili en kritik soru olan en degerli bilgi nedir sorusu ahlak, tarih ve siyasetle
ilgilidir. Tarihi anin yalinlig1 ve kisinin bireyselliginin tekilligi yine kisinin ¢alistig1 ve de ogrettigi tarih,
siir, bilim ve teknoloji gibi konular araciligiyla sdze dokiildiigiinden dolayr bu soru 6nemini daima
korumaktadir. Kisinin 6znelligini akademik bilgi araciligiyla ifade etmesi, uygulanan program planlanan
egitim programu ile iliskilendirilmesi, akademisyenlerin Ogrencilerle konusabileceginin ve ashinda
akademisyenligin Ogrencileri nasil konusturabildiginin gosterilmesidir. Heniiz gelmemis bir zaman
dilimi i¢in su anla uyumlu olmak adina hi¢ bir bos soyutlama yapilmamistir; gelecek su anda ve
buradadir. Yaygin bir bugtinciiliik ve narsisizm doéneminde gelecegi bulmak pek kolay degildir. Aslina
bakarsaniz, gelecek hi¢ bir zaman Oniimiizde degil ardimizdadir. Ge¢misi canlandirmak giiniimiizii
yeniden yapilandirir ve gelecek ancak bu sekilde bulunabilir. Boylesi bir alegorik sorumluluk
gliniimiiziin egitim program tasarim ve gelistirme ¢abalarmin belirleyicisi olmalidir.
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