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Abstract

Economic and cultural globalisation have resulted in particular political ideologies in policy and practice which have created a certain essentialism – a tightened modernist ‘will to certainty’ - which is reinscribed in curricular practices in New Zealand Teacher education.  At the time when the naming and framing of educational practice in terms of the ‘knowledge society’, the ‘learning society’, the effects of such discourses on experience ought to be revealed in teacher education. Critical approaches, however, which are threatening to global knowledge truth claims exposing the non-neutrality of educational processes have been diminished. Relations between political ideologies and their inscription in policy and practice need to be exposed. A limited selection of ‘worthwhile’ knowledge which has its genesis in classroom instruction, is involved in censure and a politics of censure, and it is this that is opened here for analysis. This limited selection preconditions practice in the changing educational terrain of the teaching subject. What is questioned here is the related essentialism of the dominant discourse of teacher education (pedagogy, assessment and evaluation, psychology and learning theory) based as they are on the human subject. Drawing distinctions between ‘education’ and ‘pedagogy’ it is suggested that a continuing ‘education’ in the broadest sense of the word, rather than mere ‘pedagogy’ is necessary for teachers to named ‘educated’ professionals.  

Globalisation and the (teaching) subject of certainty

Teacher education in New Zealand has not been left unscathed by the sweep of reformative reports and policies emerging from global governance of public practice. Under poststructuralist thinking, the ‘subject of certainty’ is coming under fire (the subject-centred reason of fully present rational thought). Yet, the dominant discourse of teacher education, under neo-liberalism proceeds as a haven of ‘Absolute Knowledge’, as though there has never been a debate over the question of the subject (see Peters, 2003a). Such questions of subjectivity have been sidelined in contemporary teacher education, yet it is precisely here that a questioning of the teaching subject of certainty is called for. Just as Derrida wanted the signs of the concept of ‘man’ to be examined for its history, culture and language limits’ (Peters, 2003a, p. 63), there is a call here for the signs of the production of both the concepts of ‘educational professionalism’ and ‘the teacher’ to be examined for their history, culture, their contingency. The teaching subject has been repositioned, decentred in postmodernity.  This first section of the paper, therefore situates teacher education within a context, imaging concepts of the global teaching subject and arguing for a recognition of the complexity of subjectivity in this setting.

Teachers and teacher education are drawn into the labyrinth of global and local policy and practice with it ‘performative logic of global exchange’ (Grierson & Mansfield, 2004, p. 1). In a world of computers, robots, automation, ‘high performance sneakers’ and ‘flame retardant baby clothing’ (Glassman et al, 2004, p. vii), education is instructed to become part of the miracle of production of global economics. Its products (teaching, education, knowledge) become part of a highly technologised assembly line as it is sucked into the environmental sustainability and consumerist vortex with its attendant contradictions and dictates of improved ‘performance’. To achieve the objectives of environmental sustainability, a corporate governance system employing the paraphernalia of a technocratic audit regime has dominated education at all levels, not the least teacher education. As rigid accountability mechanisms have emerged from the relations of domination and been established between political and educational authorities and made operable, teachers have been subjected to straightened circumstances. Such practices have exerted their dulling magnetic pull on teachers’ spirits, practices and ‘behaviour’ who are now assessment-battered and accountability-weary. A number of New Zealand scholars have analysed critically education policy and governance (Peters, 2001; Snook, 1998; Codd, 1995, 1998; Grierson, 2000, 2003a; Mansfield, 2000, 2003a; Lines, 2003). While the aim of improving the quality of teacher education is an important aim (Education Review Office, 2004, Quality of Year Two Beginning Teachers) it must be viewed in relation to broader contexts of governance. 

Contemporary education, including teacher education, exists as part of high technology industrial capitalism’s global mode of production and in the wake of this rational-scientific revolution, we have been left in a state of apprehension and with an ‘ “existential anxiety” created by an image of endless universe and a soulless body’ (Glassman, Swatos & Denison, 2004, p. viii-ix).  Glassman et al’s (2004) description is graphic: ‘Genes are being mapped and spliced. Animals are being cloned- will humans be cloned? Can there be another – “me” another “you”? Would that person really be me or you, or different, or what does this mean? “ I think, therefore I am” but, am I, or am I someone else? (Glassman, et al 2004, p. viii). 

Governments minimize themselves and privatise increasing numbers of services generating new communities in states of desire and longing. As Zillar Eisenstein argues:

the process of not seeing and hoping has become essential in the creation of a  privatised globe. And yet, media’s telecommunications network and cyberspaces connect and create other imaginings and fantasies that both initiate democratic visions and completely undermine them (1998, p. 7).

Questions abound over what is real, ‘who is looking at what’ and how the real is perceived, or imagined in the latest amalgam of mediated experiences. How are we to understand the imaginaries, fantasies and simulations of virtual reality? (see Eisenstein, 1998, p. 7). Pluralities of the apparently ‘real’ are projected throughout cyberspace while real systems of power remain unrevealed, anonymous. Yet somehow, the miraculous achievements of the global political and economic technology – its mass media communication networks - come with accompanying baggage of gloomy global problematic social trends.  As Glassman notes, ‘For every computer, there is a divorced couple, for every automobile, a drug-addicted youth, for every stereo, a single mother struggling to raise her children’ (2004, p. xi).  Racial and patriarchal privilege has been dynamically reconfigured with the continuing privatisation of western societies and the diminishing of state responsibility. Anthony Giddens refers to the ‘ “disembedded” nature of identity as a consequence…of late modernity’ (Mason, 2001, p. 47-48) where social relations are plucked from local social mileuex. A ‘diminished moral responsibility’ argues Mason ‘is associated with the increasingly fragmented, fragile and transient nature of identity in late modern society’. Thus, it would seem vital to engage in a mode of education in schools and in teacher education that is critically responsive to global conditions, and to an understanding of the educational subject under conditions of censure.

Censure

If we map the etymology of censure we discover the Latin cesura, ‘judgement, assessment’ from cesere ‘assess’ (see Grierson & Mansfield, 2004). Assessing the construction and governance of knowledge policies and their implementation in teacher education is vital for critical educators. A number of New Zealand scholars have worked the toward the questioning and disclosure of the politics of censure embedded within educational policy, (see Grierson & Mansfield, 2004, A. O’ Neill, 2004; J. O’Neill, 2004; Clarke, 2004; Jesson, 2004; Openshaw, 2004, Findsen, 2004) and have examined the context in which this occurs and to ask what the implications are for teacher education in postmodernity (see Grierson and Mansfield, 2004). 

Underlining the theoretical, epistemological, philosophical complexities of policy issues for teachers, over the last fifteen years, New Zealand educator, Anne-Marie O’Neill (2004) points to the need for teachers to comprehend such issues and the installation of an outcome model of curriculum. O’Neill makes a case for a teacher education curriculum that is ‘rigorous, analytical and contextually intellectually informed’ (2004, p. 20). She uses Technology in the New Zealand Curriculum (Ministry of Education, 1995) as an example. Censure is in operation through the nobilising of a ‘ “how to do it” approach, rather than a critical “ought we to”  …which would examine the contexts and effects of technology’ (O’Neill, 2004, p. 22). In all of this, there is political prescription and legislation of ‘thinking, being, doing’ (Grierson & Mansfield, 2004, p. 6) that is disabling and blinding for teachers in their work.  As critics or visionaries they will be dulled down, less ‘educated’, less professional.

Anything that contravenes the game rules for the protection of the market  would be interpreted in global capitalistic circles as “local” democratic deliberation and political amendment – something the market must be insulated against (see Davies, 2003; Roberts, 2002). Education under global governance, like the ‘international’ aesthetic en route to the classroom, becomes nuetralised. For instance, approaches to global education identified with the World Bank, or the IMF, National state or local governments are unlikely to endorse curricular reform that encourages investigations into the causes and effects of globalisation (see Li, 2003). The violence or attack on truth is undertaken less in fields that are allegedly more suited to positivist approaches to knowledge. Further, global ‘capitalism’s structural investment in Science and technology’, Roberts argues, means that contested truth claims of these disciplines are not easily dispelled without damaging its cause (2002, p. 386).

However, as teacher education becomes drenched in notions of “production capacity” (Robertson, 1999, p. 122), criticality when it comes to truth claims becomes a necessity. We may ask the question, is teacher education to excuse itself from such critical global issues as those that Li (2003) points to when he when he calls for enquiry aimed at ‘unveiling how promoting belief in the concept of growth-oriented development has become a way for developed nations to maintain worldwide hegemony and affluence’? (2003, p. 63). Li also refers to unequivocal evidence that the ‘global pursuit of growth-oriented development actually sustains poverty and contributes to the worsening of ecological problems in Third World countries and beyond (Li, 200, p. 63). Yet, curriculum policy rhetoric in OECD countries, places education and pedagogy uncritically in the service of modern rampant economic ‘development’, (see The Arts in the New Zealand Curriculum, Ministry of Education 2000, and Technology in the New Zealand Curriculum, Ministry of Education, 1995) the notion of which is neither demystified nor called into question for its intrinsic benefits or ethics (see also Li, 2003).  Peters too, argues that issues of globalisation and their impact on education and tertiary education (including teacher education), do not receive the analysis they deserve (2002).

The non-neutrality of educational processes have become invisibilised, censured, concealed in the competitive ‘accountable’ educational mileux of the local/global knowledge (see Grierson & Mansfield, 2004). The governmentality of instrumental reason, the social injustice embedded within its oppressive potential, are tactics articulated into state educational policy making via globalising economic policies. The quality and quantity of teacher ‘behaviour’ is fetishistically manipulated, monitored and measured through institutionalised practices that turn them into ‘handmaidens of globalisation’ or, as McClintock (1992) terms it, ‘angels of progress’ (Li, 2003, p. 71), practices that are likely to alienate younger teachers and exhaust as well as agitate and distance more experienced teachers. Conditions of work in state education, are invariably lean, yet more and more responsibility is stuffed into the curriculum and teachers made accountable for its exhibition. 

The omnipresence of the ‘permanent quality tribunal’ (Masschelein & Simons, 2002 p. 597) to which teachers and teacher educators are subjected is oppressive and hegemonic while the relations of domination and subordination between groups are concealed when the language of technocratic rationality rules and takes a singular form of knowledge treating with universal validity for all forms of knowledge and their measurement (see also Carr and Kemmis, 1986). It needs to be noted too, that the vocabulary, codes, language and modus operandi of psychology, especially the psychology of learning and teaching is playing a distinctive part in moulding this discursive terrain for it assists too easily in the installation of this pervasive regime of surveillance. In all of this, actual systems of power are invisible (see also Masschelein & Simons, 2002). When the relationship of globalisation is scripted as one of economic ‘survival’, the model of the ‘surviving’ economic subject is imposed upon the teaching subject via curriculum.

Blueprints for ‘Survival’    

Educational blueprints such as the New Zealand Curriculum Framework (Ministry of Education, 1993) and the National Certificate of Educational Achievement (NCEA, New Zealand Qualifications Authority) legislate thereby contributing to the constitution of subjectivity. What is the nature of this subject, we may ask?  The free autonomous human subject of liberalism was ‘reinscribed as the neoliberal free market subject in the 1980s and 1990s; then to be re-scripted as the subject of the “free-global place”, a technologised subject of the global economy with its informational networks and performativities’ (Grierson & Mansfield, 2004, p. 2). ‘Freedom’ as a concept still operates as hegemony embedded within liberal humanitarian discourses. Yet the free autonomous subject is enframed through the censure of knowledge and instrumentally rational managerialist discourses through which, it seems, education is now valued. Relevant to teacher education, technology’s enframing essence and technicist approaches to knowledge, thinking and being are considered through Martin Heidegger’s writings (see  in particular, Engels-Schwarzpaul, 2003; Grierson, 2003b; Peters, 2003b; Mansfield, 2003b; see also Lines, 2003).

We seem to be constructed as teachers teaching for our ‘survival’ and for our environment, and political ‘research’ examples are made of those teachers appearing to be healthy specimens that might contribute to environmental ‘sustainability’ (see Educational Review Office, 1998, The Capable Teacher). Certain pathways are thus promoted in the politics of officially sanctioned and funded ‘research’. I share Jan Masschelein’s (2001, p. 1) ‘irritation’ with the discourse of the ‘learning society’. This discourse configures or shapes our interpretive community affecting the way professionalism is conceived, seen, understood and experienced.  Following Hannah Arendt’s thesis, that this society reflects ‘the victory of the animal laborans’,  Jan Masschelein with graphic artistry develops the argument that the discourse of the learning society is simultaneously ‘an effect and an instrument of the victory of animal laborans’ (2001, p. 2). This discourse, it is argued, ‘objectifies and problematises educational reality in terms of “learning” and “learning to learn” and not in terms of teaching….’ (2001, p. 2).  We are thus ‘permanent learners’ engaged in the ‘ “logic of bare life” or the “logic of survival”’.  Drawing on Foucault (1976) and Arendt (1958) Mascchelien writes of these scholars’ analyses of ‘the individualising and totalising effects of the regime of bare life, which help to protect it from critical analysis’ (2001, p. 3).

Where it concerns the professionalism of teachers, the marginalisation of questions of subjectivity and its reconfiguration in high tech informational systems and networks, is the indifference to, indeed, disregard for crucial questions of difference, equity, justice, citizenship. In scrutinising the politics of identity, we may question, for example, the connections and consequences of ‘hybrid cyber-identities’ (Wolmark, 1999, p. 241) inscribed through the proliferation of new media and cyber-media. What is necessary, with cyberspace, is a revealing, a ‘bringing forth out of unconcealment … aletheia’ (Heidegger, 1993, p. 318) profound issues involving identity in a technologised age (see Grierson & Mansfield, 2004; Greirson, 2001; Mansfield, 2004). Such issues appear vital in the ‘education’ of a culturally and politically informed learning subject. However, with time limitations for that sort of investigation, teacher education must concentrate on more urgent concerns. 

In teacher education, where then, reside the inclinations for solid engagement in the convoluted and intricate configurations of ethics, gender, justice? ‘Where are the deeply implicated cultural and historical questions to be engaged beyond the politically legislated level of the “known” and “correct” that are ensured through educational blueprints?’ (Grierson & Mansfield, 2004, p. 2-3). In the postmodern condition an oppositional politics (see Haraway, 1991) may be imagined where received approaches to education are challenged by revolutionary and radical subjectivities commanding a disruptive power and expression in new spaces of articulation, radical form and disorientation  (Mansfield, 2005, p. 137; see also Grierson & Mansfield, 2004). Contemporary teacher educators’ cultural and curricular knowledge in the conditions of globalisation, it becomes clearer, involves a facility with deconstructive practices in respect of electronically produced knowledge product or commodity (see Mansfield, 2005) if the groggy processes of identity are to be uncovered, discussed and analysed. The unravelling of such questions as these is significant in the preparation of teachers for new kinds of local and cross-border social and cultural dynamics. 

While detailed discussion of the corporatisation of public institutions and the resulting economic rationalism is beyond the scope of this paper, we may still legitimately ask, what are the effects on education? What is the effect of corporate advertising on local tastes, cultural difference, on desire? What are the signs of production of transnational economic and commercial configurations within educational practices and attitudes? To what extent is subjectivity the result of ‘construction’, (that is, artifice, design and political coercion) through cultural conglomerates having control of media, stories, information, music, imagery?  Should such influence be trivialised as inconsequential or does power vitally pervade education as a site of knowledge and identity?  It is the means through which educational practice is ‘impacted, inflected and influenced by these socio-economic, political and cultural formations, when they span international boundaries, and the ways in which education takes account of them, that are matters of crucial concern’ (see Grierson & Mansfield, 2004, p. 3). 

The discourse of ‘culturalism’ in education and transnational ‘culture industries’ provides some space for the discussion of ‘culture’ (see Mane-Wheoki, 2003) yet gender and socially inscribed power relations as an aspect of identity formation have tended to be treated as though they have reached their ‘use-by’ date in the productionist mode of education. Gender as a site of struggle, is apparently irrelevant in the ‘globalised age of performative and hybrid subjectivities’ (Grierson & Mansfield, 2004, p. 3). However, the ‘submerged subtlies of gender regimes’ (Rathgen, 2000, p. 207) are realities to be negotiated for beginning and practicing teachers. In addition, difference and its politics need to be understood if the complexities of individual and community relationships are to be appreciated. Teachers, now in an institutionally ‘accountable’ state of bondage, and with ‘assessment anxiety’, curriculum ‘time’ and ‘space’ as accompanying constants, must ‘perform’ negotiating complex and subtle public and private expectations. So the question should be asked, where, if not through teacher education, do we establish and problematise these intricate and often contradictory processes?
Merely admitting or tolerating cultural difference is inadequate when it comes to ways of relating and knowing; it requires respect, affirmation, trust and accepting students’ vulnerabilities and a deeper involvement with questions of representation and it politics, including forms of gender, ethnicity and class representation as well as colonial representation. Working with questions of diversity within teacher education requires theoretical articulation and an insertion of principles of difference into the curriculum and practice, rather than the mere assumption of an unproblematised ‘diversity.  The classroom is the site for sophisticated thinking given the obscurity and complexity of difference and its diversity within. Therefore, a criticality is required towards reigning cultural assumptions, towards political and cultural practices, towards aesthetics and the received notions of the liberal individual teaching subject, for truth claims have become destabilised through poststructuralist thinking in the postmodern era.  It is through such practice in teacher education that what Rathgen (2000, p. 204) terms the necessary ‘disruptive thinking’ may begin and flourish. Without philosophy of education, feminist and other critical theories, it will be difficult to disrupt the security and reproductive nature of modernist approaches to curriculum, to the teacher. Creative, artistic, sophisticated, imaginative, practice is more likely to be curtailed

‘Will to Certainty’

It is the essentialism of the dominant discourse of teacher education  (pedagogy, assessment and evaluation, learning theory, psychology) that is being questioned here, and the assumption that these constitute ‘the essentials’ of teacher education, based as it is on the humanist subject. Censure underlies  knowledge construction as a ‘pre-judged event, pre-selected, an a priori condition of thinking, knowing and doing, determined by government policies where, by and through language, the blueprint for educational practice and purpose is set, thereby diminishing alternative possibilities’ (Grierson and Mansfield, 2004, p. 5). The forces of cultural homogeneity reign in the politics of curriculum where disciplinary processes (order, rationality, linear development and control) are enacted. ‘Discipline’, within its ‘military disciplinary eye’, the panoptic eye, becomes the master signifier ‘that buttons down’ knowledge (curriculum in teacher education): ‘Discipline and all the paradigmatic clusters of signifiers it buttons down – territory, form, procedure, formalism, obedience, self-surveillance, clarity, directionality – may be summarized as the “will to certainty” (Jagodzinski, 1997, p. 84).  Political ‘will’ is exercised through pedagogy.

With regard to pedagogy in teacher education, Hinchcliffe draws our attention to its political and economic aims. Pedagogy, he contends:

places learning at the service of governments, political power and the economy [while] education – represents the more disinterested in which teacher and pupil engage in a form of enquiry.  Whereas the former has specific objectives, the latter – though it indeed must provide certain skills and knowledge – is underpinned by the idea that the outcome of education is essentially open (2001, p. 32).
Hinchcliffe, helpfully, further points to Murrays’ consideration of the etymology of the words ‘education’ and ‘pedagogy’. ‘The Latin educare  means to lead out, to raise up, whereas the Greek Paidagogia educare means the leading of a slave or child’ (2001, p. 32). In excavating the meaning of ‘pedagogy’, the training and disciplinary purposes in the development of the ‘well-formed person’ ought to be made transparent. 

Through the ‘discourse of the learning society’ (Masschelein, 2001, p. 3) certain practices, certain mentalities are valorised, normalised, creating binaries through which nonconformers, (the creative, the intuitive, the imaginers, the different) are ‘otherised’. What is visible and speakable is rendered in terms of a specified language and its specified categories.  In Masschelein’s terms, ‘[t]he discourse offers the terms, categories, and practices in which we relate to ourselves and our experiences and to other people, and in which we can speak the ‘truth’ and represent valid knowledge’ (Masschelein, 2001, p. 3).  

It is through teacher ‘education’, that we ought to be able to lead prospective teachers to through a process of unconcealment to some critical awareness of which discursive practices and language objectify educational reality – their experiences and possibilities and intentions - as well as problematise them in particular ways. In other words, the naming and framing of educational practice in the terms of ‘the knowledge society’ or ‘the learning society’  - the effect of this discourse on experience - must be made transparent in teacher education for the effect of this discourse - its rules, practices, and its categories of thought – fashion and limit by stealth the intentions we may formulate, what is allowable and sayable. 

An ‘ability fetishism’ (sustainability, trainability, capability) seems to be an obsession in the knowledge economy whereby the staging of everyone’s capability to be constantly re-formed, re-trained, and re-fashioned is central to the demands of ‘life and work’. We appear to be invited into being in a permanent state of trance, awaiting the next moral dictate of the ‘progressively’ globalising, informatising society, which is transforming on a political, economic and social level.  In the ordering of knowledge, apparently certain essential features must be ours to enable appropriate and ‘proper’ behaviour in response to incessant change necessary for ‘survival’.  In the learning society ‘learning becomes the organising principle of society’ (Ransom, 1998, cited in Masscheleins, 2001, p. 4-5) and the individual, growing ‘developing’ subject becomes product of robust learning ‘environments’ and organizations which are to spawn capabilities and competencies and ‘skills’ fuelled by our desire to ‘learn to learn’. Through this, we are to ‘learn a living’ via generic forms of knowledge and ‘performance-oriented pedagog[ies]’ which are promoted to suit fast capitalism with it rapidly changing knowledge and its economic applications (see Bonal & Rambla, 2003, p 174). Teachers and teaching in the knowledge economy, claim Bonal & Ramba, ‘are captured by the totally pedagogised society’ (2003, p. 169).

The Changing terrain 

What has taken place in teacher education’s move to the right – the ‘will to certainty’ and its approach to knowledge - might be described in Blake & Standish terms, as ‘crudely utilitarian turn’ (2000, p. 2). Yet, it is surely the task of teacher ‘education’ to reveal the critical function of knowledge and the profoundly contestable nature of knowledge depending on purpose. To discuss with students teachers the principles of ‘homogeneity’ and ‘duality of the social’ (see Lyotard, 1984, p. 13) is imperative and where, as both subject and object of education, we are situated within this continuum. Important too, is the discovery of the implications for both tertiary and school classrooms of the fact state education is ‘driven everywhere by terrors of economic globalisation and commercialism’ (Blake & Standish, 2000, p. 11).

How does the recent textual authority created by the Internet ‘s new concepts of text impact on our epistemology? (see Blake & Standish, 2000). Of relevance to education are the contemporary modes of manoeuvering imagery (visual and auditory) which must transform are our notions of representation, including musical and artistic. Experience and perception of identity and community are likely to be affected by different forms of interaction between people in cyberspace. In the quest of customising knowledge for global dissemination (through packaging of software) in its translation into quantities of information (computerized bits and bytes), what is lost in translation?  How does what Lyotard (1984, p. 4) termed the ‘hegemony of computer logic’ affect, to put it crudely, knowledge ‘product’ in this context?  How, does computer logic affect which ‘sets of prescriptions’ (Lyotard, 1984, p. 4) are accepted as statements for translation and which are not accepted? Which knowledge circulating in bits and bytes will not be translatable and therefore abandoned? Blake & Standish suggest that ‘the possibility of digitisation is fast becoming the socially pre-eminent test of whether experience can be encoded and shared, and thus, by extension, what is to count as knowledge. What matters is perhaps less likely to be “what is ruled out”, but how it is ruled in’ (2000, p. 4). These are crucial questions to be asked concerning the socio-cultural context of education ‘because of the way technological transformations are changing our very conceptions of knowledge’ (Lyotard 1984, p. 3-4). Under conditions of global regulatory power:

the manual, practice-based and applied side of the binary epistemological couplet, once decried in liberal education is now repositioned even celebrated, in the dominant discourses of teacher education, with its positioning of a technologised subjectivity… As knowledge is identified with technological approaches, so identities become subjectified within and by those means-end frameworks (Grierson and Mansfield, 2004, p.4).

In the ‘will to certainty’ or turn to the right in the dominant discourse of teacher education, there is shortage of philosophy, cultural theory, cultural studies, the arts, critical theory, critical revisionist history of education, in short, those subjects that ‘educate’ broadly and are concerned with social justice, equity, cultural difference. The ‘politics of censure’ and the ‘will to certainty’ shape the ideological domain of the global knowledge economy and local knowledge societies and it is within this logic that prospective teachers are forbidden access to important philosophical, historical, contextual and critical epistemological spheres of investigation in favour of the ‘how to’ of training (see Grierson & Mansfield, 2004; also Clarke, 2004; A. O’Neill, 2004; J. O’Neill, 2004; Openshaw, 2004). 

Such a territory is taming, and must create in teachers a docility and uncritical obedience. Teacher education which eliminates or sidesteps discussion of the fracture between values, the constructedness and non-neutrality of education itself, is neither an education nor a preparation for the professionalism of teaching. There is less and less space in teacher education for artistic meaning, the politics and formation of culture  – its signification - to be pondered upon in a heavily instrumentalised education for teachers and students.  In this vein, Susan Langer (1942) in Philosophy in a New Key argued artistically that:

… between those fixed realities we call the facts run the threads of unrecorded reality, momentarily recognised, wherever they come to the surface, in our tacit adaptation to signs; and the bright, twisted threads of symbolic envisagement, imagination, thought – memory and reconstructed memory, belief beyond experience, dream, make-believe, hypothesis, philosophy – the whole creative process of ideation, metaphor, and abstraction that makes human life an adventure in understanding’ (Anderson, 2002, p. 281).

How will prospective teachers recognise the interactive and dynamic nature of cultural formation?  To what extent should teacher education be involved in exposing the legacies of colonist thinking in a critical context, in opening up critical investigation into the ‘ “inbetweenness” of diverse subordinate groups as an effective questioning and possible subversion of ‘the operation of hegemonic apparatus’ (see Li, 2003, p. 70). To what extent should our job in teacher education involve disrupting perspectives and softening prejudices ‘and allowing people to be emancipated and liberated from whatever parochial cocoon they find themselves in at the moment’? (West, 2000, cited in Li, 2003, p. 72). How do the politics and aesthetics of difference (Mansfield, 2000) impact upon hybridised identities and are these the domain of teacher education? Advocates of bioregion-based education and critical global education suggest the importance of these in education in general. It seems that teacher education therefore ought not to be exempted or ‘cocooned’ from such demands in the rush to turn out educational ‘products’ if they are to turn out ‘educated’ people as teachers, let alone ‘professional’ educators? If we are to romance and excite teachers about the work they are to do in education, and I believe this is vital, we must do more than merely initiate them into ‘a conservative blend of  ‘what is’? (see Smeyers, 1995, p 407).

If culture significantly shapes ‘bio-regional boundaries’ (Li, 2003, p. 56), how does teacher education (which rubs shoulders with diverse knowledge cultures) cultivate a ‘bioregional sensibility’ in the absence of a consideration of political and economic globalisation?  Surely exposing the ‘obscenities’ of what Brechner & Costello (1998) term ‘global pillage’ (cited in Li, 2003, p. 56) must be an important involvement of a critical education in the broadest sense given the now obvious need for deeper involvement with representation and subjectivity. 

Conclusion

The ‘will to certainty’ amounts to a dangerous narrowing of focus for teacher education, the social aftermath of which leaves us with only a set of alternatives with which to operate as obedient implementers of the curriculum. 

This paper has examined critically the censure and certainties involved in teacher education situated in a changing global terrain. What is certain is that informing teacher education through educational research that interprets from merely within the sanctioned policies and practices of neoliberal managerialism and its ‘educational’ language trappings makes us victims of an incestuous enframing template that excludes the necessary dissensus required for a continuing engagement with democracy in education. Research which is politically dictated through language and closely controlled keeps the ideology of globalisation to the fore thus recontextualising the forces of globalisation at the national or local level, via curriculum and ‘professional development’. It is through processes of unconcealment whereby the level of state control involved in appropriating, disseminating educational theories and discourse is collectively discovered that teacher education might offer some resistance to certain essence and mere ‘trainability’ as an educational goal.   A continuing ‘education’ in the broadest sense of the word is not only a necessity for teachers to be named ‘educated’ professionals, but it is a right.                
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