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Apresentação


			A criação de redes institucionais tem contribuído decisivamente para os processos de construção e consolidação das ciências sociais. Esses processos podem ser explicados no quadro da chamada sociedade do conhecimento e da reflexividade social. Ambos os fenómenos –a configuração de uma sociedade em rede e o acesso crescente à informação– são o produto de um tempo em que os produtores de redes sociais e de conhecimento vivem, ao mesmo tempo, as experiências concretas que permitem a construção dessas redes e desse conhecimento partilhado. 


			Sabemos que o acesso à informação não produz automaticamente uma rede social pelos seus usuários. É necessário que, além do acesso, haja a apropriação da informação pelos atores da rede. A visão iluminista da difusão do conhecimento tinha um sentido único: ia de seu produtor (pesquisador, cientista, pensador, intelectual) para a massa receptora. Se, por um lado, os pensadores ocidentais do século XVIII desenvolveram o otimismo racionalista –a capacidade de se conhecer e se mudar tudo pelo conhecimento–, bem como o otimismo enciclopedista –basta conhecer tudo para se dominar e transformar tudo–, por outro, desenvolveram também uma espécie de pessimismo gnosiológico da maioria e, por essa via, o elitismo epistemológico.


			As redes sociais de conhecimento vêm restaurar a possibilidade da democracia gnosiológica. Numa ordem social mais reflexiva e globalizada há a necessidade de incrementar formas mais radicais de democratização. A democracia dialógica é parte de um processo de democratização da democracia, consistindo na criação de uma arena pública onde os assuntos controversos possam ser resolvidos por meio do diálogo, e não por formas pré-estabelecidas de poder (Arendt, 1958; Habermas, 1996/1992; Giddens, 1994). Tanto em atividades cotidianas, como nas organizações sociais, ou mesmo na esfera política formal, os indivíduos forjam práticas sociais e agem em conjunto para encontrar alternativas e superar coletiva e reflexivamente os seus problemas e insuficiências. 


			Em ensaio publicado anteriormente, definimos rede social como um conjunto de conexões, involuntárias ou voluntárias, de pessoas ou grupos, cujas fronteiras de ação não são as mesmas, mas que se apresentam como uma estrutura que, em determinados contextos, agem visando objetivos comuns (Torres, Romão & Teodoro, 2012). A rede social é uma espécie de resposta à fragmentação social, impondo-se, umas vezes, como alternativa e, outras, como mediação entre o Estado e a sociedade, entre a esfera pública e a esfera privada. Em toda a rede social fixam-se normas de complementaridade e de reciprocidade, nem sempre explícitas, mas implicadas nos interesses contextuais comuns. Assim como na comunicação, além do emissor, do receptor, do código comum, dos canais e da mensagem, enquanto desconhecido –se o conteúdo da mensagem fosse conhecido pelos interlocutores não haveria comunicação–, na interação das redes sociais manifestam-se as diferentes competências que se complementam e os interesses diversos que se realizam pela ação do outro. Daí, os pactos, os acordos e os ajustes de ingresso e de permanência nas redes, para que as expertises, diferentes e mutuamente complementares, mediatizadas pelos desafios da realidade, possam superar esses desafios.


			O e-book que agora se apresenta, Sumando voces: Ensayos sobre Educación Superior en términos de igualdad e inclusión social, resulta do trabalho desenvolvido por uma das principais redes de cooperação académica, no campo da Educação, entre a América Latina e a União Europeia, a rede RIAIPE. Constituída em 2006, a Rede RIAIPE tem realizado ampla pesquisa no campo das políticas de educação (e.g., Espinoza, 2013; Mata, 2013; Montané & Beltrán, 2011; Montané & Carvalho, 2013; Ramalho, Beltrán, Carvalho & Diniz, 2011; RIAIPE, 2012; Romão & Monfredini, 2009; Santos, Mafra & Romão, 2013; Teodoro, 2008; Teodoro & Montané, 2009; Teodoro, 2010; Teodoro & Jezine, 2011, 2012; Teodoro, Mendizabal, Lourenço & Villegas, 2013; Teodoro & Guilherme, 2013), desenvolvendo, entre o final de 2010 e dezembro de 2013, o Programa Marco Interuniversitário para la Equidad y la Cohésion Social de las Instituciones de Educación Superior, financiado pela Comissão Europeia no âmbito do Programa Alfa.


			Sumando voces é o resultado das vastas discussões teóricas realizadas no seio da Rede RIAIPE durante os trabalhos do Programa Marco. Começou como um resultado da necessidade de encontrar plataformas de entendimento teórico no plano dos conceitos, para se transformar num trabalho colaborativo entre investigadores e professores de diferentes países e regiões mundiais, de distintas áreas científicas (sociologia, história, educação, pedagogia, filosofia, didática, estudos culturais, ciência política, economia, administração) e de universidades muito diferentes, na sua dimensão, na sua história e nas suas culturas científicas. 


			Pode-se considerar que este livro (e o seu irmão, Educación Superior e inclusión social: aproximaciones conceptuales y perspectivas internacionales) constitui um excelente exemplo das potencialidades de uma cooperação internacional capaz de gerar dinâmicas alternativas à globalização neoliberal, onde o conhecimento é considerado uma commodity transacionável. A essa visão contrapomos um projeto emancipatório de educação para todos, que gere coesão e justiça social. E como não pode haver justiça social sem justiça cognitiva, a educação (superior) assume um lugar privilegiado nesse processo de construção de sociedades mais redondas e menos arestosas, na poética e feliz expressão do autor da Pedagogia do Oprimido, Paulo Freire.


			São Paulo, outubro de 2013.


			António Teodoro


			Coordenador-geral da Rede RIAIPE
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Introducción


			“Usar algunas palavras que ainda não tenham idioma”


			Manoel de Barros, O livro das ignorãças


			La idea original de esta iniciativa que la lectora o el lector tiene en sus manos surgió en uno de los encuentros internacionales de la Red Iberoamericana de Investigación en Políticas Educativas (RIAIPE), que se celebró en Bolivia en noviembre de 2011. Allí los investigadores de esta red tuvimos ocasión de evaluar las posibilidades de combinar las intervenciones con las reflexiones en el ámbito de la Educación Superior, en una lógica propia de las redes institucionales y en un proceso, por decirlo de manera metafórica, de “mente colectiva”. 


			Precisamente, con el fin de llevar a cabo una reflexión común para fundamentar los planes de acción y la toma de decisiones, se pensó en abrir un espacio para el diálogo, el debate y la producción científica en torno a la equidad y cohesión social. La propuesta inicial partió de la sugerencia de elaborar una suerte de vocabulario aproximativo en torno a algunos de los términos que utiliza la literatura reciente sobre Educación Superior. Algunos de estos términos adquieren un uso frecuente y acaban siendo incorporados al “lenguaje común” o a la “retórica oficial” sobre la educación, tanto en informes de organismos como en ensayos académicos que acaban formando parte de la producción científica sobre la arena educativa. Otros términos forman parte de lo que podemos considerar “la tradición” sobre educación, esto es, un conjunto de corrientes de pensamiento, escuelas o doctrinas que o bien han influido o siguen influyendo en las visiones acerca de las políticas y prácticas educativas. En cualquier caso, el lenguaje tiene un poder performativo, unos efectos materiales, que no podemos ignorar. Las palabras adquieren su más pleno significado a partir de su uso en actos de habla y en prácticas sociales. Y a veces tenemos que usar palabras que todavía no han encontrado su propio idioma, su propia gramática. 


			Por eso, un proyecto de cooperación internacional en el que concurren tantas instituciones y personas sin duda ofrece una enorme riqueza desde el punto de vista de la diversidad cultural, pero exige una discusión y una socialización del lenguaje que empleamos, en textos y contexos distintos, desde diferentes tradiciones y marcos culturales, desde diferentes políticas y prácticas. 


			El proyecto estuvo inspirado en su origen en el libro que el educador y escritor galés Raymond Williams escribió en 1975, Keywords. A vocabulary of culture and society, y en cierto sentido le rinde homenaje, si bien el propósito y el desarrollo difieren de esta obra. También estuvo inspirado en las propuestas dialógicas de Paulo Freire que ponen un énfasis especial en la importancia del universo vocabular, a partir de las relaciones entre palabras y mundo, y en su estimulante metodología de las palabras y de los temas generadores. Tomando, entonces, como punto de partida la idea de “vocabulario”, este libro ha acabado cobrando vida propia y se ha transformado en una compilación de breves ensayos temáticos que, a modo de constelaciones, giran sobre el eje de la Educación Superior, proporcionando diferentes enfoques y puntos de vista. 


			De alguna manera, este libro entra en diálogo y se complementa con el libro Educación Superior e inclusión social. Aproximaciones conceptuales y perspectivas internacionales, publicado también por Miño y Dávila, y que recoge una selección de los materiales, casi todos elaborados por miembros de RIAIPE, que configuran la presente edición.


			Aquí se reúnen treinta y tres textos diferentes, articulados a partir de dos ideas principales: el entrecruzamiento de una serie de aproximaciones conceptuales y su tratamiento a partir de perspectivas internacionales en torno a la idea de las relaciones entre la Educación Superior y la igualdad e inclusión social. Los textos son un conjunto de ensayos que abordan aspectos específicos, y por eso cada uno tiene entidad propia, pero al mismo tiempo están interrelacionados, manteniendo una coherencia temática. Algunos de ellos se centran en una sola noción o expresión –ciudadanía, gobernanza, cohesión social, género– y otros ponen en juego estos mismos conceptos con otros. Desde un punto de vista general, los textos se pueden considerar también como una serie de “pre-textos”, esto es, de materiales previos o iniciales para la configuración de un campo semántico, de una matriz de significados. Todos ellos tienen un carácter descriptivo y al mismo tiempo analítico. En su mayor parte revisan y sintetizan una parte de la literatura reciente relativa a cada tema planteado, y de algún modo también actualizan esta literatura con su propia contribución al ámbito de conocimiento. 


			La mayor parte de los capítulos han sido elaborados por varias manos, y en buena parte de ellos los autores de un mismo capítulo proceden de diferentes países y de diferentes continentes. De esta manera se ha procurado estimular el debate y la reflexión internacional, evitando sesgos etnocentristas en la mirada sobre las cuestiones a abordar. En estas páginas colaboran más de sesenta académicos diferentes, y más de la mitad son investigadoras. La presencia de una mayoría de autoras no es ni casual ni trivial. En este caso, la perspectiva internacional y la perspectiva de género van de la mano, siendo ambas dimensiones que atraviesan, explican y enriquecen las transformaciones del espacio de la Educación Superior. Por otra parte, en estas páginas se dan cita tres idiomas diferentes: portugués, inglés y castellano. Esto es reflejo de un mundo que es cada vez más políglota, en el que hemos de apostar por la unidad (de información y de conocimiento) en la diversidad (de expresión y recepción), y por la convivencia entre las lenguas. 


			El libro se estructura en cuatro grandes apartados. El primero de ellos, con doce aportaciones, se articula en torno a las dimensiones de gobernanza, ciudadanía y democracia. Tim Rudd e Ivor Goodson ofrecen, en su capítulo “Studying Historical Periodisation: towards a Conception of Refraction”, la propuesta de una herramienta teórica y metodológica, a modo de lente analítica, sustentada en el concepto de “refracción”. Por su parte, en “Educación Superior y desarrollo de la ciudadanía”, Wiel Veugelers e Isolde de Groot se centran en algunas discusiones relevantes para el análisis del concepto y del ejercicio de ciudadanía en relación con el papel de la educación universitaria. A continuación, Ana Cambours de Donini, Mónica Pini y Jorge Gorostiaga presentan distinciones valiosas a partir de las nociones de “Gobierno, gobernanza y convergencia en la Educación Superior”. En el siguiente ensayo Maurizio Ridolfi, Ángela Santamaría, Catalina Rodríguez y Pedro Rojas ponen en diálogo dos regiones a partir de una serie de “Miradas cruzadas sobre Educación Superior y Democracia: América Latina y Europa”. Yeni Delgado y Boris Tristá reflexionan sobre “El desarrollo humano y la Educación Superior”. Desde una óptica complementaria, Arturo Benítez Zavala plantea la relación entre “Educación Superior y Derechos Humanos: su relación”. Y por su parte, José Eustáquio Romão, en “Globalização, internacionalização e Educação Superior”, aborda estas nociones como expresiones que reflejan la construcción de un sentido común basado en la mito de la civilización burguesa considerada como un proceso civilizatorio, a partir de una idea de progreso lineal y terminal. Clara Almada presta atención a un tema específico y complementario al ensayo anterior: “El perfil del profesional en un contexto de globalización”. Y José Antonio Ramírez da cuenta, en este registro del cambio social, de “La transformación de la vida académica”. Norberto Fernández Lamarra y Natalia Coppola, en relación con la propuesta anterior, ponen el foco de atención en un estudio de caso singular: “La Reforma del 18 y la autonomía universitaria”. Armando Alcántara analiza en “Gobernanza en la Educación Superior” los conceptos de gobernanza y gobernabilidad en relación con los de equidad y cohesión social en América Latina y en México. Y por último, Margarita Victoria Gómez nos aproxima a los nuevos escenarios a los que abre paso las relaciones entre “Ciberespaço, cibercultura e a universidade virtual”.


			El segundo apartado, con nueve contribuciones, analiza cuestiones relativas a la equidad, acceso y permanencia. En el primer capítulo dedicado a la “Coesão Social e Educação Superior”, Adriano Moura, Ana Maria Seixas, Carmen Velezmoro y Claudia Iriarte introducen diferentes abordajes con distintas dimensiones de análisis en los que entra en juego, entre otros, el papel del capital social. La segunda propuesta, sobre el “Acceso y permanencia en la Educación Superior”, de Boris Tristá, Maria da Graça Bollmann y Eddy Ervin, plantea un conjunto de aproximaciones a estas dos cuestiones desde el punto de vista de los contextos socio-demográfico, económico, cultural e institucional. Prosiguiendo con la perspectiva anterior, Leonete Luzia Schmidt, Leticia Carneiro Aguiar y Estefania Tumenas Mello fundamentan la necesidad de llevar a cabo una “Articulação entre Educação Superior e a Educação Básica”. En el siguiente ensayo, “Multi-, Inter- and Trans-Culturalities: Complexities of Meaning”, Manuela Guilherme y Gunther Dietz nos aproximan con un enfoque relacional a la polisemia y las implicaciones para las políticas de ciudadanía de las expresiones “multiculturalismo”, “interculturalidad” y lo “transcultural”, en contextos de Educación Superior. A continuación, Jorge M. Gorostiaga y Ana Cambours de Donini formulan una serie de supuestos orientados a la implementación de “Políticas y estrategias para la retención en la Educación Superior”. Javier N. Caballero desarrolla un esquema expositivo para dar cuenta del papel de la “Equidad en Educación Superior: en el cruce de las desigualdades y las diferencias sociales”. Compartiendo intereses comunes con las aportaciones anteriores, Joana Célia Dos Passos, Tania M. Cruz y Christina Muleka se fijan de manera específica en el “Acceso e Educação Superior no ambito das ações afirmativas”. Desde otra perspectiva complementaria a una contribución anterior sobre la universidad virtual, ahora Carlos Guazmayan y Mario Espinoza se centran en “El paradigma de la educación virtual como bien común para la equidad y la cohesión social en la Educación Superior”. El apartado finaliza con una contribución de Roberto Camacho acerca de la compleja noción de “Identidad cultural”.


			A continuación, en el tercer apartado, cinco nuevos textos se centran en esta ocasión en el análisis de las posibilidades y de los límites sociales de la promoción educativa de las mujeres a partir de la constelación de los feminismos. En el primero de ellos, Alejandra Montané y Maria Eulina Pessoa de Carvalho esbozan un panorama sobre “Feminismo y desarrollo del concepto de género en las ciencias sociales”, mostrando el dinamismo, la historicidad y la pluralidad de enfoques en los estudios de género. El siguiente texto detiene la mirada, de manera singular, en el “Empoderamiento de las mujeres y Educación Superior”. En el tercero, firmado por Trinidad Mentado, Silvia Llomovatte, Julieta Bentivenga, Maria Eulina Pessoa de Carvalho, Amelia Gort y Rachel Alfonso Olivera, se pone el foco de atención en las “Barreras de género para el desarrollo profesional de las mujeres universitaria en Europa y América Latina”, mostrando las asimetrías en el acceso de la mujer a los espacios del saber. Mónica Pini y Pedro Zamboni abordan cuestiones de gramática y pragmática en las relaciones entre “Lenguaje y género”. M. Carmen Olivé y Dolors Rodríguez finalizan este apartado con una contribución orientada a pensar la vinculación entre “Mujeres y salud: ética del cuidado en Educación Superior.” 


			El cuarto y último apartado abarca cuestiones de pertinencia social a través de siete nuevas aportaciones. Las tres primeras establecen una suerte de conversación entre las nociones de pertinencia y de cohesión social. Así, Judith Naidorf se aproxima conceptualmente a la “Pertinencia de la Educación Superior: definiciones e implicancias”. Y Silvia Llomovatte desarrolla una serie de consideraciones acerca de “La cohesión social como concepto equívoco y trasplantado de la Educación Superior”. Por su parte, José Beltrán, Enrique Íñigo y Alejandrina Mata desarrollan su ensayo en torno a “El debate acerca de la pertinencia y responsabilidad social universitaria”, planteando la necesidad de repensar y reinterpretar las misiones de la universidad y la cada vez más necesaria vinculación de ésta con la sociedad. A continuación, los cuatro últimos breves ensayos presentan enfoques analíticos sobre nociones hoy vigentes y a debate en la agenda educativa y en la retórica internacional. Fernando Esteban y Alícia Villar prestan atención al paradigma de la “Universidad Humboldtiana”. Francesc J. Hernàndez e Ignacio Martínez se centran en el concepto de “Excelencia académica”. Y en la misma lógica Juan Pecourt pone el acento en la cuestión de la “Excelencia investigadora”. Finalmente, Benno Herzog aborda el controvertido tema de los “Indicadores de la Educación Superior”.


			Son muchos los agradecimientos a las personas que han hecho posible la materialización de este libro. En primer lugar, al coordinador de la red RIAIPE, António Teodoro, y al equipo de dirección, compuesto por el coordinador general, por la coordinadora científica, Manuela Guilherme y por Alejandra Montané, Silvia Llomovatte, José Antonio Ramírez, José Eustáquio Romão y Armando Alcántara. Apoyaron la iniciativa desde el momento en que fue formulada, de manera embrionaria, en la reunión que tuvo lugar en Bolivia en noviembre de 2011, y depositaron la confianza en el equipo de la Universidad de Valencia para coordinar este trabajo. En segundo lugar, cabe destacar las numerosas contribuciones de autoras y autores, como respuesta a la invitación que se cursó a los socios de la red para participar en esta empresa, que han ido dando expresión y voz a reflexiones compartidas en un intenso proceso de trabajo colaborativo. En tercer lugar, cabe destacar que un trabajo de esta naturaleza no hubiera sido posible sin la colaboración activa y la mediación de los coordinadores de los comités (Armando Alcántara, Rutilia Calderón, Oscar Espinoza, Alejandrina Mata, Alejandra Montané, Maurizio Ridolfi, Ana Maria Seixas), que fueron creados para vehicular las reflexiones y las acciones de los diferentes socios. En cuarto lugar, muchas y muchos colegas procedentes del ámbito académico se han prestado a hacer una lectura crítica y pedagógica de los textos producidos para sugerirnos mejoras sobre el conjunto de la propuesta y sobre cada una de las aportaciones. Es de justicia incluir aquí sus nombres para reconocer públicamente su tarea. Por orden alfabético, la lista es la siguiente: Mercedes Alcañiz (UJI, Esp.), Peter Alheit (U. de Bremen, Al.), Sonia Alzamora (UNLPAM, Arg.), Antonio Ariño (UV, Esp.), Ana Benavente (ULHT, Pt.), Antonio Bolívar (UGR, Esp.), Julio Carabaña (UCM, Esp.), Maria José Casa Nova (U de Minho, Pt.), Ramón del Castillo (UNED, Esp.), Adriana V. Díniz Dos Santos (UFPB, Br.), Mariano Fernández Enguita (UCM, Esp.), Rhida Ennafaa (U. Paris VIII); Rafael Feito (UCM, Esp.), Lola Frutos Balibrea (UM, Esp.), Timothy Ireland (Cátedra UNESCO, Br.), Ramón Llopis (UV, Esp.), Nicolás Martínez (UM, Esp.), Agustí Pascual (UV, Esp.), Giuseppe Patella (U. Tor Vergata, It.), Salvador Perelló (U. Rey Juan Carlos, Esp.), Emília Maria De Trindade Prestes (UFPB, Br.), Betania Ramalho (UFRN, Br.), Krzystof Piotr Skowroñski (U. de Opole, Pol.), Moisés Domingos Sobrinho (UFRN, Br.), Xosé Manuel Souto (UV, Esp.), Marina Subirats (UAB, Esp.), José Taberner (UCO, Esp.), Alejandro Tiana (OEI), Mar Venegas (UGR, Esp.), Amparo Zacarés (UJI, Esp.).


			Además de todos estas personas, quiero hacer una mención especial a la ayuda constante e incondicional recibida de los miembros del equipo de la UV que participan en la red: Fernando Esteban, Juan Pecourt, Francesc J. Hernàndez, Ignacio Martínez y Alícia Villar. En este apartado de agradecimientos, no quiero dejar de mencionar la eficiencia acompañada de amabilidad de Gerardo Miño, responsable editorial de Miño y Dávila. Todas estas personas, y aquellas otras que día a día y de manera anónima nos regalan, en palabras de John Berger, “eso que nos sostiene”, han hecho un poco más fácil lo dificil.


			Cabe hacer dos breves consideraciones formales. El contenido de este libro, en coherencia con los objetivos del proyecto en el que se enmarca, ha tenido en cuenta los criterios de uso no sexista del lenguaje. Para esta edición, y su complementaria en formato impreso, también se han tenido en cuenta criterios de sostenibilidad y de austeridad ecológica. 


			En lo personal, podemos sentirnos afortunados porque este libro, junto con su “hermano menor”, nos permite compartir palabras en la tarea de poner prosa al mundo, combinando los conceptos pero también los afectos, en una conversación permanente entre los colegas de Latinoamérica y de Europa. Las páginas de este libro han propiciado una nueva ocasión de tejer amistades intelectuales y humanas, sin las cuales no hubieran visto la luz, que superan fronteras administrativas y lingüísticas. Este es un valor que no tiene precio y que escapa a cualquier medida surgida de competiciones y de rankings. Ahora que tanto hemos caminado juntos, que tanto hemos aprendido unos de otros y unos con otros, que andamos tan “en-red-ados”, vale la pena tomar aliento y proseguir, como modernos argonautas ahora convertidos también en internautas, la aventura iniciada.


			Valencia, diciembre de 2013


			José Beltrán Llavador


			Universidad de Valencia
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			Introduction: Developing a concept of refraction


			This paper outlines the theoretical bases and key components underpinning an emerging concept of ‘refraction’, being developed as part of the RIAIPE3 study programme – an inter-university programme exploring equity and social cohesion policies in higher education.


			As a concept, refraction provides a lens for theoretical development and informing methodological approaches and empirical investigation, which may provide rich, contextualised and detailed understanding of practice and action in education. 


			The development of the concept of refraction is intended to be flexible and applicable to different national and local contexts, and as such, requires specific empirical investigation particular to the context(s) under study, yet it retains core elements, or areas for investigation, that allow for cross national and contextual comparison and analyses. 


			Firstly, we suggest that research in the field should be clearly contextualised and analysed in relation to historical periodisation and the broader socio-historical context, wider movements and waves of reform against which current policies and practice emerge. 


			Secondly, and relatedly, in studying historical periodisation, we are better placed to examine the broader conscious and subconscious ideological power(s) at play and the role these play in creating and controlling discourse and media, manufacturing consent and influencing perceptions. Conversely, we may also be in a better position to identify the effects that such dominant discourse and related powerful narratives may have in subverting and negating alternative perspectives, discourse and action, and the means through which this occurs.


			Thirdly however, we also recognise that ideologies and related policies do not occur and play out ‘unopposed’. To ignore the plethora of contextualising, cultural and individual points for mediation, reinterpretation and recontextualisation would be to offer an overly deterministic standpoint and therefore, there is a need for empirical investigation to identify how, why and under what conditions ideology and related policy are ‘refracted’ by personal, professional and institutional identities and cultures. In so doing, we not only begin to identify points of and conditions for refraction in greater detail, we also better understand the origins of such actions and practice. This is also likely to illuminate alternative and pre-figurative discourses, dispositions, trajectories and practices that redress, in some small way, the totalising effects and symbolic violence exerted by powerful vested interests. 


			Fourthly, refraction may offer a conceptual lens that enables us to attempt to address one of the social sciences enduring key dichotomies, namely simultaneously focussing on structure and agency and the actions that occur as a result of interaction between them. In doing so, we draw on a range of existing traditions and approaches in an attempt to see how refraction, change and reinterpretation of policies that occur, arise through cultural and individual beliefs, practices and trajectories. On the one hand we focus on broader social organisation in society and the ideologies underpinning regulation and order of social structures, whilst on the other we focus on individual agents, their own micro-politics, experiences, beliefs and professional identities and the role these play in mediating policies and ideological intent to bring about new, alternative or unique practices.


			In researching and practicing education policies, it is clear that global and national policies are reinterpreted, recontextualised and mediated at the national, local, ‘classroom’ and individual levels in a plethora of different ways. This type of bending or mediation occurs for numerous reasons and these must be viewed as crucial elements for analysis. Therefore, we need to utilise appropriate methodological approaches capable of elucidating pre-figurative practice, politics, discourse, language and actions through qualitative inquiry that seeks to understand how actors make meaning of their own professional lives, and the bases on which such action is predicated. 


			In studying historical periodisation, we must acknowledge that various cultural factors will influence how policies are refracted in very different ways. Whilst the key elements of refraction provide a flexible outline for studying different national contexts and cultures, this paper foregrounds the English Higher Education context and draws on empirical data to illustrate the concept.


			Studying Historical Periodisation


			There is a wealth of research that has examined links between cycles of economic growth and educational expenditure (See for example: History of Education, 1998), with some historians examining long waves of economic performance and education (Fontvieille, 1990). The Spencer study identified such long waves within the data, with Carpenter producing work that looked at long cycles of change related to educational expenditure through the 19th and 20th Centuries (Carpenter, 2001). Historians and sociologists, such a Larry Cuban, David Tyack and John Meyer have also provided great insight into waves of reform within US policy that have further added to our cognitive map and enhanced our understanding of cycles of educational change. More specifically, the work of such historians has elucidated the deep contextual inertia within patterns of change and continuity and highlighted whether waves of reform are long or short, thereby providing a richer picture of the changes afoot. This has been recognised as an often overlooked aspect in a rapidly moving world of change initiatives (Young and Schuller, 1988). Without better understanding the historical circumstances under which change occurs, we are unable to fully recognise progressive or regressive elements, or fully appreciate the wider ideological drives behind broader policy directions. Indeed, in the ‘modern neo liberal era’, it may be argued that in many Western countries, we have witnessed an intensification of managerialism with an often uncritical acceptance of an associated ‘ideology of newness’ and a foregrounded technocratic ‘implementationist myopia’ that has simultaneously de-historicised, swept aside much tradition, and masked the continuities occurring in the background. Dominant educational change theory of the moment tends to ignore broader questions of historical periodisation in favour of a belief in unique, contemporary possibility. Moreover, broad sweeps of changes in economic and external context are subordinated in favour of beliefs in internalistic institutional change patterns. 


			Longitudinal sweeps however, need to search beyond internalistic patterns of organisational persistence and evolution to study the interaction between internal patterns and external movements. External movements that are within economic and social structures, and in the ‘external consistencies’ (Meyer & Rowan, 1978), may impose limits upon the possibilities for educational change and reform. Change theory, which focuses only on internal movements in each school, or those which evaluate policies or initiatives in terms of only their immediate effects, ignore the broad changes in external and economic context, which set parameters and possibilities for internal change. Change therefore must be viewed historically and our empirical study will adopt a focus on change located and related to broader historical periods. Such an approach is derived from the annaliste methodology for understanding social and historical change, which incorporates a combination of both history and sociology (See for example, Burke, 1993). 


			Historians and social scientists following the Annaliste School see change operating at three levels of time –long, medium and short– which interpenetrate in a complex manner. Theorists provide an allegory of the ocean to capture the main characteristics of these three categories or levels and their interdependent mode of operation. At the bottom of the ocean, representing long-term time, are deep currents which, although appearing quite stable, are in fact moving all the time. Such long-term time covers major structural factors, dominant ideologies, worldviews, forms of the state, and so forth. The movement from pre-modern to modern, or modern to postmodern forms, can be understood in terms of these broad epochal shifts (Bell, 1973; Denzin, 1991; Lyotard, 1984; Wright Mills, 1959). The effects of the emerging social, economic and political conditions of the postmodern era upon the organization and practices of schooling might also be understood in these terms (e.g. Aronowitz & Giroux, 1991; Hargreaves, 1994).


			Above this, are the swells and tides of particular cycles representing medium-term time, which might be conceived in boom-bust like spans of 50 years or so, although the compression of time and space in the postmodern age may also compress such cycles (Giddens, 1991). The current ‘grammar of schooling’ might be considered as being established in such a medium term cycle with the development of particular forms, organization and practices that predominate, and which to some degree, regulate activities and expectations. As Tyack and Tobin (1994) argue, reformers who fail to consider the historical ‘grammar of schooling’ will find their attempts to initiate educational change forever thwarted.


			The analogy of the waves and froth at the top of the ocean, is representative of short-term, everyday time and the events and human actions of ordinary everyday life. Those focussing on such aspects alone not only have a limited sense of history but also often celebrate its empirical specifics and functional outcomes rather than focussing on the grander theoretical claims of epochal shifts between different historical periods (e.g. McCulloch, 1995). Such theorizations of history however, should not be treated as competitive. Fine-grained empirical detail and broad-based theoretical sensibility are complementary forces in history and complementary resources for interpreting such history, and indeed are interdependent on one another. Much of contemporary change positions itself ‘at the top of the ocean’ in the waves and froth, and as such, the wider legacy is unlikely to be enduring.


			Perhaps the most interesting points for inquiry and investigation occur when different layers of historical time coincide: where inclinations towards and capacity for change and reform are strongest. Such co-incidences or conjunctures can be seen in key moments of educational history and change.


			Ideology, power and discourse: Studying the ‘reconstituted’ neo liberal period and current cycle of reform of (Higher) Education in England


			As part of the Professional Knowledge Project (2002-2008) –a study of professional life and work in seven European countries– attempts were made to identify historical waves and to map out how system narratives, or largely discourse narratives emanating from Government bodies, permeated aspects of welfare reform, including education. 


			Below is an abridged and updated extract relating to the English context from the post war (WWII) period, and outlining the current cycle of reform (in bold), which provides the emphasis for current studies. As we can see, the immediate post war period was dominated by a progressive narrative related to a wider expansion of welfare provision. This was increasingly eroded over time as a result of changing economic and social conditions, and gave way to a marketisation narrative informed by neo-liberal ideology, which gradually began to provide the main organising principles in education. This most recent conjuncture, followed a period of socially inclusive change in the late 60s and early 1970s, and has had an impact on most western countries educational and higher education policies during a period of increasing globalization, connectivity and partnerships. However, specific cultural factors have played a significant role in terms of how neo-liberalism in education has been refracted in very different ways cross nationally.
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Despite changes in the political parties in office and numerous and varied policies from each of the main parties, the essential organising market principles and related forms of regulation, measurement and managerialism have endured. However, from the late 2000’s, significant national and global economic challenges, appear to have again significantly influenced the direction of welfare provision and approaches toward education. 


			It may be argued that we are witnessing a new wave of reform, however, at the current juncture, we cannot predict whether this will be short, medium, or longer term. However, despite the global and national economic crises being largely a result of weaknesses in the financial sector and the forms and mechanisms for acumulation, political responses and the emergent ‘austerity narrative’ in England has arisen and been informed by prior neo-liberal approaches. Rather than fundamentally questioning the viability of neo-liberalism, privatisation and marketisation and considering alternative approaches, debates and resonses have been dominated by a reassertion of neo liberalism with more efficacious forms of privatisation and market principles dominating recent education policies. Whether this ‘reconstituted’ wave of neo-liberalism will be enduring, remains to be seen but it is clear that the austerity narrative has provided the conditions for reassertion of more privatised education and a further reduction of public sector involvement. 


			From 2010, following the election of a Conservative led coalition Government, numerous flagship policies have arisen that highlight the ideological nature and direction of changes in education. For example, recent policies have enabled schools to become privately run and managed academies, or ‘free schools’, with powers given to Secretary of State for Education to force schools deemed as ‘underperforming’ into Academy status. Furthermore, there have been numerous policies that have been construed as attacks on teacher professionalism, pay and conditions, with attempts also being made to reduce the influence of unions within the profession. Increasingly notions of competition within an educational marketplace are being espoused with interpretations of equity becoming increasingly predicated around a discourse that views ‘fair’ participation as a matter of individual choice in a ‘free and competitive marketplace’. 


			Similarly, policies affecting Higher Education appear to have positioned education as a commodity to be ‘bought’ and ‘sold’, with forms of governance progressively reflecting an era of individualism and consumer-producer relationships. ‘Supply’ between competing organisations, and demand from paying consumers, may further generate ‘profit and loss’ motives that are in danger of foregrounding largely economic and ideologically and politically orientated imperatives, and simultaneously denigrating the role and purpose of education to the demands and logic of the ‘market’. From a critical perspective, such change will increasingly structure access to Higher Education based on the ownership of various capitals.


			For example, economic capital is likely to mediate access to Higher Education, following legislation to remove the cap on student fees and allowing Universities to charge up to £9000 per year, alongside a range of other policies and recommendations that are reducing the level of state funding for HE by 40% over four years (DBIS, 2010). Such policies are likely to have an impact on the objective probabilities of many students being able to financially access HE and are likely to have disproportionally negative consequences for those in already less advantageous positions. University applications have already fallen by 9.9% in the last year (See University and Colleges Union, 2012), the steepest fall for 30 years. The longer term ramifications, not only for access but also in terms of perceptions and life trajectories, therefore need further consideration. Understandably, we have seen a much bigger percentage decline in applications by mature students (UCAS, 2012), with higher fees no doubt resulting in cost-effectiveness calculations based on the length of time they may be employment after graduation up until retirement, especially in the current context of declining employment opportunities. Similar considerations will also be made by the majority of full fee paying students, and the longer term outcomes are not only likely to be related to direct financial implications but based on decisions that may well be based on subjective expectations aligned to their socio-cultural positions and backgrounds. This too may have a potentially negative effect on already disadvantaged groups and individuals, as ownership of social and cultural capitals begin to regulate subjective perceptions and probabilities.


			There has been a continuation of the decline in the number of University courses actually being offered (See BBC, 2012a), coupled with a reduction of the number of student places being made available in some areas (See Coughlan, 2012). There is also likely to be a further acceleration in the decline as Universities respond to new, restricted and more competitive market conditions. This again, may have more detrimental effects on groups already disadvantaged (Purcell, quoted in Richardson, 2012), as well as resulting in less profitable courses being squeezed out as a viable area for academic pursuit. This suggests that the notion of individual ‘choice’ in a competitive marketplace, may be somewhat of a misnomer. 


			There has also been a shift and refocusing of the organisation and form of HE to enable greater private provision of education ‘services’ in the sector (see for example, the Browne Review 2010 & DBIS, 2011), opening up the ‘market’ to new private profit making competitors. Depending on ones perspective, this could result in changes that tend to increase competition and benefit the system as a whole, or alternatively devalue Higher Eduction, reducing it further to a consumer-provider market transaction model, devoid of consideration of wider purpose, principles and goals of Higher Education.


			From a critical perspective, the current wave of reform in Higher Education has led to a reassertion of more pernicious form of neo-liberalism that has served to further privatise, marketise and commodify education. Moreover, from such a perspective it has also led to the re-conceptualisation of student as consumer, ensured that individual debt and private fee income is replacing state funding and responsibility, and has put in place new regulatory frameworks encouraging private and ‘for profit’ providers to compete ‘equally’ with state funded institutions. Higher Education institutions however, now receive significantly less funding and thus are being increasingly conditioned and coerced to apply and incorporate ‘market logic’ to their form and function and more and more aspects of their day to day operations. From such a perspective, the austerity narrative has masked the deeper ideological origins of policies through a refracted market discourse, perversely portraying greater choice and freedom, whilst actually removing and restricting such choices and freedoms for many of the least privileged groups. Arguably, the dominance of neo-liberal ideology has become so pervasive that responses to social and economic crises are subject to broader narrative control that both conceal and castigate alternatives and present neo-liberal ideals as the only viable option.


			We cannot ignore the role education as a field, or rather a site, for social and cultural reproduction (Bourdieu, 1977), particularly given the appropriation of neo liberal language, ideology, ‘rules’ and logic occurring within such sites (Bourdieu, 1993a). The further subversion of Higher Education to the needs of capitalist accumulation and wealth generation through the intensification of a marketplace producing commercially viable products and services, reified within structured frameworks and practices, and informed by human and intellectual capital and technicist delivery models, creates symbolic violence through pedagogic action (Bourdieu & Passeron, 2000). Such changes to the form and structures of Higher Education have potentially profound repercussions and significant implications in relation to equality, notions of social democracy and citizenship. 


			Whilst policies have been met with significant opposition and resistance at various levels, the wider assumptions informing the changes and their ideological underpinnings have received far less critical analysis in the public domain. The future of society and the role education is perceived to play in it, is confined by the prevailing hegemonic orthodoxy (Bourdieu, 1993a), which thereby constrains and frames debates through truncated discourse, thus rendering viable alternatives as ineffectual or fanciful against the harsh ‘realities’ facing the existing dominant order. 


			In seeking to uncover the ideological orientation and its broader influence on action and practice, and the implications for equality and social justice, we must seek to develop conceptual understandings that enable us to make visible that which is masked and concealed within predominant language, rhetoric and narratives. We must seek to map the origins of its social construction, and also ensure we seek out alternative language, discourse and narrative capital in order to diffuse the symbolic violence and power being exerted, and to construct and make viable alternatives, including those which have their origins in other pre-figurative discourse and practice. Everyday practices may be normalised by the dominant logic operating and exerting control over the field of education (Foucault, 1977). The dominant logic plays a role in the inculcation and transmission of the dominant orthodoxy and hegemonic representation of world views, concealing alternatives and reproducing unequal power relations (Hoffman, 2004) that infiltrate broader common-sense interpretations of the world (Harvey, 2005; Bourdieu, 1998). 


			As Bourdieu and Wacquant (2000) contend, neo-liberal vocabulary and associated ‘newspeak’ pervades our media, language, discourse and narratives, diffusing a new ‘planetary vulgate’. It foregrounds terms such as ‘economic competitiveness’, ‘globalization’, ‘flexibility’, ‘governance’, ‘employability’, the ‘new economy’ and ‘change’, and demotes terms such as ‘capitalism’, ‘class’, ‘exploitation’, ‘domination’, and ‘inequality’ by constructing a narrative that presents them as largely irrelevant in current political and public discourse. They further argue that this represents a new form of imperialism, whose effects are more powerful as it is not only directly championed by partisans of neo-liberalism but is also, often inadvertently, perpetuated by the practice of ‘cultural producers’, such as researchers, writers, teachers, and activists, who may perceive themselves in opposition to neo-liberalism. From this perspective, this new ‘planetary vulgate’ also represents a form of symbolic violence (Bourdieu & Passeron, 2000) as it relies on a relationship of constrained communication in order to de-historicise, universalise and create misrecognition (Bourdieu, 1993b; 1999a; 1999b), positioning individuals as responsible for their own position in the world, whilst masking the role of ideology and societal structures (Bourdieu et al., 1999) in the creation of a priori judgments. From such a perspective, it may be argued that one of the distinctive features of neo-liberalism is the development of a new form of ‘newspeak’, which facilitates narrative control of events. The failure of the financial system, for example, has be re-presented in neo-liberal newspeak as a crisis requiring the public sector to be cut, further privatised and subject to market conditions. Such narrative levitation allows reality to be suspended and re-presented because of the vested powerful interests who control the dominant narrative. In this sense, the mismatch between material reality and narrative constructions of reality represents a form of refraction itself.


			Given such unprecedented changes and the current wave of reform, which has a clear ideological basis, it is thererfore essential that we retain the wider context and history as central tenets of our explorations (Goodson & Norrie, 2005) in order to better analyse the origins and intent behind policy developments. It is essential to avoid short term evaluation of current policies or initiatives, devoid of their wider socio-cultural and socio-historical context, as such practice itself could, perhaps inadvertently, play a role in reproducing the dominant narrative.


			Exploring points of refraction, pre-figurative practice and discourse


			The influence of ideology on thought and practice should not, and cannot, be under-estimated and will be prioritised as a significant aspect of our empirical investigation and theoretical development. However, we should also avoid overly determinist explanations that overlook the possibility for individuals and groups to mediate its effects, to actively resist its influence and to individually and collectively affect change, thereby refracting policy and ideological intentions. Furthermore, we need to mindful of the wider histories and traditions that also influence action, decisions and practice. Not only would such determinist approaches underplay the importance of individual agency, pre-figurative practices and alternative discourses, they would also fail to adequately account for the ways in which ideology and individual action interact, and how wider social, cultural and historical experiences influence action and thought.


			As a basis for informing empirical approaches, refraction may be thought of as a theoretical concept that provides a lens through which to better understand both the context surrounding macro and national structural initiatives, and also how these are reinterpreted and mediated through meso level decisions, micro level interactions, and personal interpretation. These too will be influenced by history, experience and local context. Social life and social activity constantly undergoes a process of refraction, occurring at a number of levels simultaneously. Education policies, similarly, do not materialise in a social or cultural vacuum but are mediated and interpreted through systems, organisations, and by individuals and their practice. Specific structural changes do not necessarily have the same consequences in different contexts but rather there exists a milieu of points of refraction through which policies, in particular those which seek to restructure education, must pass. These include national and regional systems, school board systems, through to individual interpretations and teacher and learning practices, which all potentially present numerous contexts and possibilities for reinterpretation, variation and responses. Such responses will also be dependent on a whole range of existing interrelationships, relationships to power and influence, organisational and personal professional identities and practice. Moreover, organisational and individual responses will be mediated by broader social, cultural, intellectual and professional histories and experiences. 


			In terms of attempting to better understand different types of refraction, we began by drawing on, and aim to enhance, a model developed as part of the ProfKnow Study. The figure below sought to demonstrate how different countries, regions, institutions and systems might have varied trajectories, traditions and histories that refract centralised restructuring initiatives in various ways (see Goodson, 2004). Furthermore however, in undertaking qualitative analysis of individual and group narrative, life histories and actions, we might also utilise a similar model to explore if, how and why policies are mediated and reinterpreted by professionals.
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Drawing on data from our ongoing empirical study for the RIAIPE3 study, the brief examples below demonstrate how policies are refracted in various ways by two academics in different institutions, who are at very different stages in their careers. We can see how personal and professional identitities, history, experience, trajectories and autonomy in their roles all have an influence on the ways centralised policies are refracted, despite, or perhaps in spite of, the wider ideological and political climate and broader institutional responses. 


			Case 1: ‘Ken’


			Ken is an academic at a relative early stage of his professional career in an institution, which he reports is feeling intense pressure following ‘enforced’ changes in funding and direction arising from recent central policies. As a result, he has felt pressure to change his working practices and has been forced to accept increasingly more teaching and supervision duties, something he attributes directly to scarcity of funding and the institutions decision to focus more intently on student numbers, and in particular overseas students, who pay higher fees. He feels his prior hopes to develop his research and publications portfolio are suffering as a result, and that he is increasingly undertaking roles of an administrative nature. 


			Ken: It’s not quite what I signed up for but I guess the climate is very different now and we all have to respond to the new circumstances and ensure the University doesn’t go under and that we’ve all go jobs at the end of the day...


			Researcher: You mentioned you hadn’t been doing much writing or research over the last year.


			Ken: It’s more than a year now... but there’s still an expectation that I remain research active because I’m part of the Research Excellence Framework, so there’s been an intensification of my role really, as well as an overall change in what that role is for the most part... 


			Researcher: So do you do anything to counter things that have happened?


			Ken: ... my initial response was going to be ‘no’ but now I think about it, it’s not true. Perhaps I was just a bit overwhelmed and dispondent originally but I have done various different things. I’ve joined a group at the University who focus on community participation projects. My wife used to work in youth work and funding and support in that sector has been decimated. So I felt I could try and contribute something via the University and put in a proposal with this group to try and get the University involved with NEETs (16-24 year olds not in education, employment or training) to provide accreditation to help them access Further or Higher Education and put them in a better position in the job market... it’s an area that I wouldn’t have got involved in before, I guess, but thinking about it, it is a reaction to a number of things, firstly my own role, but more importantly the implications of funding and resource cuts to support vulnerable and disadvantaged groups at a time of record NEET unemployment and increased fees in Higher Education. 


					On a personal front, I’ve also joined the Union. But this [conversation] has also just made me realise that we’ve – a few of us running the courses between us – we’ve changed the course content to include modules that focus on current changes and what this means for education. Yes, if I think about it, I, and I think some other colleagues, have become more critical in both our outlook and our actions... 


			Case 2: ‘Alf’


			Alf is an academic who is to retire within the next few years. He considers himself to be a critical scholar who is staunchly opposed to what he considers have been the detrimental effects of neo-liberalism and marketisation of Higher Education. He feels that changes over the last 30 years or so have undermined what he feels the purpose of Higher Education and scholarly pursuit should be. He conversely also feels he has always been something of an outsider in academia, despite having a notbale career, but attributes this having had a tough working class upbringing and sharing little in common with many of his colleagues, or what he perceives to be the necessary or ‘natural cultural requirements’ demanded by an elitist Higher Education system. 


			Alf: “...once I’d established myself in academia, I made a conscious decision to research and write about things that interested me, that I felt passionate about... whilst it’s been peaks and troughs in terms of funding and possibilities, I’ve pretty much been able to keep doing this, despite the changes that have gone on... For example, the whole managerialist bean counting accoutability changed the culture here (at the University) beyond recognition, some even got quotas given them that told them how much funding they had to bring in year on year... and for most that meant a certain degree of sacrifice in terms of the projects they were involved in, the publications they were submitting, the teaching load they had to juggle... a right royal assault on our professionalism, if you ask me... all because of the new markets and accountability requirements... over the years I think all we’ve managed to do is to replace with quality with efficiency, with your academic effectiveness being judged by numbers and money and managed out of more critical pursuits... I managed to skirt around things, partly because I had begun to work in the area of adult education, outreach work, especially with vulnerable and under-represented groups and many of the changes happened where at least there was more funding to do such work...


			Researcher: So what has been your response to the recent changes in Higher Education brought about by the coalition Government?


			Alf: ... Initially its usually starts with a feeling of despair... but the alternative is to play their game. I’m totally enraged by what’s happening. I’ve spent my whole life trying to fight to support the expansion of Higher Education for excluded groups and now the fees will exclude thousands, not just financially but culturally and socially over the longer term, it’s regressive... At this stage in my career, and with limited funding in the areas I’m interested in I’m more limited in my options... so now... I’m trying to go back to inspiring others to be critical...to keep issues of inequality on the agenda...to encourage people to take action... As I’m well connected, I know who and what to put people in touch with. I’ve also joined up with a lot of my former colleagues and friends from way back and we’re trying to put together publications, events and other things that will help people see what’s really happening.


			It became clear that both Ken (case 1) and Alf (case 2) were refracting national policies through their own professional practice but both ackowledged there were limitations placed on them by institutional requirements arising from policy changes and associated discourse. However, during the course of the interviews, it became clear that Alf had developed conscious professional practices over the years that were both resistant to and contested broader system narratives and which were based on an explicit understanding of the ideology underpinning changes over a number of years. Ken on the other hand, whilst also demonstrating some degree of contestation and resistance, had not done so with quite the same degree of cognisance regarding the ideological antecedants, but rather was responding to and contesting what he viewed as party political decisions arising in a time of austerity. Furthermore, being at a relative early stage of his career in his current role, Ken did not feel he had a significant degree of autonomy to create space and opportunities for more resistant practices. Alf, on the other hand, felt finding such opportunities to resist and contest wider ideological and system narratives was, to some degree, a professional raison d’être arising out of his own personal trajectory and numerous personal and pre-figurative practices and discourses opposed to neo-liberal ideals. 


			In developing the concept of refraction, the two cases demonstrate the need to further consider the varying degrees of conscious and subconscious activity and related passive and pro-active action that arises at points of refraction. We need also to consider how, or to what extent, such action arises as a result of a broader understanding surrounding dominant discourse and system narratives, and how and when life trajectories, experience and alternative and pre-figurative discourse and practices overtly influence action. Other factors such as professional role, power and autonomy are also likely to have a generative, although not wholly regulative, effect on the objective and subjective perceptions surrounding the ability to act and refract wider system narrative. However, we must also consider the broader and far reaching roles that ideology, dominant discourse and symbolic violence play in conditioning and regulating people’s subjectively perceived ability to act and create new and oppositional professional practices.


			Again this highlights the interconnected and multi-factored nature of the concept of refraction and the complex challenge that exists in exploring the multi-faceted relationships between structure and agency and the multifarious influences and interactions that may arise. 


			Exploring structure – agency interactions


			As a concept, ‘refraction’ seeks to address a key ‘dialectical’ challenge of social science in focussing simultaneously on structure and agency, and various interactions arising through mediated practice. In employing such a concept, we seek to better understand the conditions, experiences, histories and relationships between actor, dominant discourse and structure, and also how these are contextualised through the various general forms of governance, systems and local and professional cultures. Refraction is an attempt to help us avoid assumptions and challenge some of the more linear perceptions surrounding causality, identifying mediating practice such as contestation or resistance, where they exist, thereby overcoming more structural-determinist analyses, and by also keeping context and history as central to explorations (Norrie and Goodson, op. cit.). Rather than viewing structure as determining practice, refraction requires the examination of the role of dispositions and individual habitus of actors on action. Such dispositions and habitus are, to some degree, likely to be regulated by structures, which themselves generate practice (Bourdieu, 1977). The ability to understand the generative nature of such action also requires an analysis of the fields and power relationships in which mediated action occurs (Bourdieu, 1998). Therefore, this requires examination of policy and related discourse and considertion of the extent to which they harmonise or resonate with teachers’ own personal and professional identities and narratives, and as importantly, the ways in which these are contested, resisted and reinterpreted through a process of professional reconfiguration in different local and national contexts. 


			In the context of significant socio-cultural and socio-economic uncertainty, and also with significant ideologically informed changes to the structures of education in the UK and across Europe, refraction may provide a conceptual lens through which to explore contextualised and recontextualised practice against the backdrop of a new, ideologically informed wave of reform. In so doing, it may highlight some of the alternative and pre-figurative discourse and practice that is often undertaken as conscious activity that is explicitly resistant to narrative control and the effects of symbolic violence. 


			References


			Aronowitz, S. & Giroux, H. (1991). Post-modern Education: politics, culture and social criticism. Minneapolis: University of Minnesota Press.


			Bell, D. (1973). The Coming of Post-Industrial Society. New York: Basic Books.


			BBC (2012). “One in four university degree courses cut, figures show”. BBC News: Education and Family, Kathryn Sellgren. 23rd February 2012. En: [www.bbc.co.uk/news/education-17125547] (accessed: 20-06-12).


			Bourdieu, P. (1977). Outline of a Theory of Practice. Cambridge University Press: London.


			Bourdieu, P. (1984 [1979]). Distinction: A social critique of the judgement of taste. Richard Nice (trans.). Cambridge, MA: Harvard University Press. 


			Bourdieu, P. (1993a). Sociology in Question. London: Sage.


			Bourdieu, P. (1993b). The field of cultural production. New York: Columbia University Press.


			Bourdieu, P (1998). Acts of resistance: against the new myths of our time. Cambridge: Polity Press.


			Bourdieu, P. (1999a). Acts of Resistance: against the tyranny of the market. New York: New Press.


			Bourdieu, P. (1999b). “Postscript”. In: P. Bourdieu et al., The Weight of the World: social suffering in contemporary society. London: Polity.


			Bourdieu, P. & Passeron, J.C. (2000). Reproduction in Education, Society and Culture. London: Sage.


			Bourdieu, P. & Wacquant, L. (2000). “Neo-liberal newspeak: notes on the new planetary vulgate”, Radical Philosophy, 108.


			Bourdieu, P. et al (1999). The Weight of the World: Social Suffering in Contemporary Society. Cambridge, Polity Press.


			Browne (2010) “Securing a sustainable future for higher education: an independent review of higher education funding and student finance”. The Review of Higher Education. En: [www.independent.gov.uk/browne-report] (accessed: 06-07-2012).


			Burke, P. (1993). History and Social Theory. New York: Cornell University Press. 


			Carpentier (2001). Developpement educative et performances economiques au Royaume-Uni: 19th and 20th siecled. Paris: L’Harmattan.


			Coughlan, S. (2012). “Most universities set to have fewer places”. BBC News: Education and Family. 29thMarch 2012. En: [http://www.bbc.co.uk/news/education-17537558] (accessed: 20-06-12).


			Denzin, N. (1991). Images of Postmodern Society: social theory & contemporary cinema. London: Sage.


			Department for Business, Industry and Skills (DBIS) (2010). The Spending Review 2010. London: Crown.


			Department for Business, Industry and Skills (2011). Higher education white paper: students at the heart of the system. London: Crown, Department for Business, Industry and Skills. 


			Fontvieille (1990). “Education, growth and long cycles: the case of France in the 19th and 20th centuries”. In: G. Tortella (ed.). Education and Economic Development since the Industrial Revolution. Valencia: Generalitat Valenciana, 317-335.


			Foucault, M. (1997). Discipline and punish: the birth of the prison. London: Allen Lane.


			Giddens (1991). Modernity and Self-Identity: self and society in the late modern Age. Stanford, CA: Stanford University Press.


			Goodson, I.F. (2004). “Change processes and historical periods: an international perspective”. In: C. Sugrue (ed.). Curriculum and ideology: Irish experiences international perspectives. Dublin: The Liffey Press. 


			Goodson, I.F. & Norrie, C. (eds.) (2005). “A literature review of welfare state restructuring in education and health care in European contexts: implications for the teaching and nursing professions and their professional knowledge” for the ProfKnow Consortium.


			Hargreaves, A. (1994). Changing Teachers, Changing Times: teachers’ work and culture in the postmodern age. New York, NY: Teachers College Press/London: Cassell.


			Harvey, D. (2005). A brief history of neo-liberalism. New York: Oxford University Press.


			History of Education Journal (1998). British History of Education Journal published a special issue derived from a conference on Education and Economic Performance. London and New York: Taylor and Francis.


			Hoffman, J. (2004). Citizenship beyond the state. London: Sage.


			Lyotard, J.L. (1984). The Postmodern Condition (trans. G. Bennington and B. Matsuda). Manchester: Manchester University Press. 


			McCulloch, G. (1995). Essay review of Changing Teachers, Changing Times, by A. Hargreaves, British Journal of Sociology of Education, 16 (1), 113-117.


			Meyer, J. & Rowan, B. (1978). “The structure of educational organizations”. In: J. Meyer & W. Marshal et al (eds.). Environments and Organizations: theoretical and empirical perspectives. San Francisco, CA: Jossey-Bass.


			Professional Knowledge in Education and Health (PROFKNOW) (2002-2008). ‘Restructuring work and life between state and citizens in Europe’, University of Brighton –UK, University of Gothenburg –Sweden, National and Kopodistorian University of Athens –Greece, University of Joensuu –Finland, University of Barcelona –Spain, University of the Azores –Portugal, St. Patrick’s College, Dublin City University –Ireland, University of Stockholm –Sweden. En: [http://www.ips.gu.se/english/Research/research_programmes/pop/current_research/profknow/] (accessed: 23-06-12).


			RIAIPE 3. “An Inter university Framework Programme for Equity and Social Cohesion Policies in Higher Education in Latin America”, an European Union Funded Project. En: [www.riaipe-alfa.eu] (accessed: 30-06-12).


			Richardson, H. (2012). “Vice-chancellor warns over loss of student places”. BBC News: Education and Family, 10th March. En: [http://www.bbc.co.uk/news/education-17313204] (accessed: 20-06-12).


			Tyack, D. & Tobin, W. (1994). “The ‘Grammar’ of Schooling: why has it been so hard to change?” American Educational Research Journal, 31(3), 453-479.


			UCAS (2012). 2012 Applicant Figures. May 2012. En: [http://www.ucas.com/about_us/media_enquiries/media_releases/2012/20120531] (accessed: 20-06-12).


			University and College Union (2012). University Applications in England Down by 10%. 31st May 2012. En: [http://www.ucu.org.uk/index.cfm?articleid=6109] (accessed: 20-06-12).


			Wright Mills, C. (1959). The Sociological Imagination. London: Oxford University Press.


			Young, M. & Schuller, T. (eds.) (1988). The Rhythms of Society. London & New York: Routledge.


			


			





Educación Superior y desarrollo de la ciudadanía


			Wiel Veugelers / Isolde de Groot


			Universidad Utrecht de Estudios Humanísticos (Países Bajos)


			Introducción


			En esta contribución nos centraremos en varios debates sobre la ciudadanía y el papel que la educación, y en particular la educación universitaria, puede desempeñar en la educación para la ciudadanía. Las universidades, como otros institutos educativos, permiten contribuir al desarrollo de la identidad de la ciudadanía de sus estudiantes de manera implícita y explícita.


			La Sociología de la educación distingue tres funciones de la educación: desarrollo personal, preparación para el mercado laboral y preparación para la vida en sociedad. En las conferencias de RIAIPE3 celebradas en Bolivia algunos oradores hicieron una marcada apelación a la contribución social de los graduados universitarios. Según ellos, los graduados universitarios tienen un deber adicional en la construcción de la sociedad. 


			En lo que sigue nos centramos en esta contribución social de los intelectuales. En la literatura, el concepto general que se utiliza es el de ciudadanía. Los temas que se abordan son los siguientes: 1) la ampliación y profundización del concepto de ciudadanía; 2) los diferentes tipos de ciudadanía; 3) las diferencias entre los ideales (objetivos) y las prácticas y los efectos derivados; 4) la política y los discursos educativos; 5) los valores educativos y morales en la educación y 6) las posibles prácticas transformadoras.


			Ampliar y profundizar el concepto de ciudadanía


			El concepto de ciudadanía ha sido recientemente ampliado y profundizado, tanto en debates públicos como en el trabajo académico. La ampliación del concepto de ciudadanía significa que la ciudadanía no sólo está vinculada al Estado nacional, sino también a una identidad regional, como la ciudadanía europea, la ciudadanía latinoamericana y la ciudadanía global (Veugelers, 2011a). El concepto ha cruzado las fronteras nacionales y puede referirse a una identidad más regional o mundial. Por su parte, la profundización del concepto implica que se ha ampliado desde el plano político al nivel social y cultural. Al respecto, Dewey (1923) ya argumentó sobre la democracia “como una forma de vida”. El autor afirmó que las relaciones humanas en la sociedad debían ser vistas como las prácticas de la democracia. En consecuencia, alegó ampliamente en favor de relaciones más democráticas en todos los aspectos de la vida humana. 


			Hoy en día, la ciudadanía a nivel cultural y social resulta atractiva para el debate público. Sin embargo, en el plano cultural a menudo el enfoque se basa en fortalecer la cultura nacional, mientras que en el ámbito social significa, principalmente, regular las normas sociales y el comportamiento social. Con todo, las prácticas más críticas y transformadoras son posibles. El trabajo de Freire (1973) y otros pedagogos críticos mostraron claramente que la ciudadanía está embebida en hábitos y discursos diarios, y que las prácticas de transformación para cambiar las relaciones de poder social, cultural y político requieren la participación y el emponderamiento activo de todos los seres humanos. 


			Tipos diferentes de ciudadanía


			En proyectos de investigación, tanto cuantitativos como cualitativos, presentamos objetivos pedagógicos a los docentes, líderes escolares, estudiantes y padres de familia (Veugelers, 2007; Leenders, Veugelers & Kat, 2008a; 2008b; 2012). Les preguntamos por la importancia que concedían a estos objetivos pedagógicos, cuánta atención se les prestaba en la práctica y qué efectos de aprendizaje observaban. En el análisis de los datos encontramos tres grupos de objetivos: disciplina, autonomía e interés social. Podemos vincular estos objetivos a tres tipos de ciudadanía: una adaptativa, una individualista y una crítica-democrática. El tipo de ciudadanía adaptativa intenta adecuar a las personas a las relaciones de poder político y social existentes, sin tomar una postura crítica. El tipo individualista de ciudadanía abarca la autonomía personal del individuo y descuida las relaciones sociales con otras personas. El tipo de ciudadanía crítico-democrática se centra en la construcción de la democracia y las relaciones sociales e intenta estimular una participación activa y crítica de los ciudadanos.


			Otros investigadores realizan una distinción entre tipos de ciudadanía y muestran cómo la ciudadanía y la educación para la ciudadanía pueden ser conceptualizadas y practicadas en diferentes formas. Westheimer y Kahne (2004) distinguen un ciudadano personalmente responsable, un ciudadano participante y un ciudadano orientado hacia la justicia social. Estos autores abogan por incluir la justicia social en la ciudadanía. Para ellos la democracia no es sólo una forma política y social de organización de la sociedad, sino que también cuenta con un enfoque político, social y moral para abordar la justicia social. Johnson y Morris (2010), por su parte, siguiendo a Freire y otros pedagogos críticos, abogan por la reflexión crítica permanente, la acción y el cambio social en el concepto de ciudadanía.


			En la actualidad muchas personas hablan de ciudadanía global. También el concepto de ciudadanía global puede ser articulado en diferentes formas. Nuestra revisión de la literatura sobre ciudadanía global y un estudio empírico nos lleva a distinguir entre tres formas de ciudadanía global moderna (Veugelers, 2011b): 


			•	una ciudadanía global abierta que reconoce que el mundo global se ha vuelto más pequeño, que existe mayor interdependencia entre las partes del mundo global, y que el mundo global ofrece más posibilidades, también para la diversidad cultural (esta es una visión neoliberal de mercado; entre los que encontramos a Soros);


			•	una ciudadanía global moral basada en categorías morales como la igualdad y los derechos humanos, que reconoce la responsabilidad de lo global como un todo (la postura filosófica moral de Nussbaum y la noción de cosmopolitismo), y


			•	una ciudadanía global socio-política encaminada a modificar las relaciones políticas en la dirección de mayor igualdad en las relaciones de poder y en el reconocimiento de la diversidad cultural (en estudios postcoloniales y en la filosofía política de Mouffe y Laclau).


			No sólo el concepto de ciudadanía es un foco de debates académicos. También se cuestiona el concepto de democracia: a modo de ejemplo pueden citarse las diferencias entre formas de democracia delgada y gruesa (De Groot, 2011) o entre democracia parlamentaria y democracia participativa (Touraine, 2005). En la tradición freiriana, la democracia se ha relacionado con el empoderamiento y el cambio social (Morrow y Torres, 2002). La creación de una ciudadanía democrática tiene que abordar el desarrollo del conocimiento, el desarrollo de habilidades y el desarrollo de la actitud. De Groot (2011) distingue, en este sentido, cinco dimensiones de desarrollo de ciudadanía crítica democrática: 1) comprensión profunda de la democracia y la diversidad; 2) desarrollo de la capacidad (eficacia interna y externa); 3) relaciones activas (compromiso y conexión); 4) voluntad de transformación; 5) diálogo y empatía. En el desarrollo de una ciudadanía crítica democrática deben abordarse estas cinco dimensiones.


			Diferencias entre los ideales (objetivos), las prácticas y los  efectos


			Muchas personas, por ejemplo en los Países Bajos, encuentran que la ciudadanía democrática crítica resulta importante, sin embargo en la práctica esto no está asimilado (Veugelers, 2011a). En la práctica existe un amplio enfoque en la disciplina, en la ciudadanía adaptable. Asimismo, el tipo individualista de ciudadanía está muy presente en la sociedad moderna neoliberal y en un sistema de educación selectivo.


			En muchos países e instituciones educativas existe una brecha entre los ideales y la práctica (véase por ejemplo el estudio internacional sobre ciudadanía y educación para la ciudadanía, ICCS). Para explicarlo de manera más sociológica: incluso si se pone el acento en muchas ideas transformadoras y algunas veces se llegan a poner en práctica, las fuerzas de la reproducción en la sociedad y en la educación –en particular en la Educación Superior– siguen siendo muy poderosas. Sin embargo, el equilibrio entre la reproducción y la transformación no es estático sino que depende de los procesos de cambio tanto social como político. Por este motivo, se puede afirmar que el fortalecimiento de la reproducción y el fortalecimiento de la transformación son posibles. 


			Política y discursos educativos


			La política educativa en cualquier país –de hecho, en cualquier escuela y para todo profesional educativo– depende de la visión pedagógica de los actores involucrados y de su posicionamiento en discursos y prácticas. Esa visión nunca es completamente coherente y unívoca, es siempre un bricolaje de los discursos disponibles que están construidos y conectados en formas únicas.


			Spring (2004) muestra que hay cuatro ideologías educativas dominantes en la actual política mundial de la educación: 


			1.	La construcción de la nación. Cada país intenta construir y unir a la nación a través de la educación. La instrucción en el idioma nativo, en la historia nacional y en la cultura nacional es esencial. Esta visión influye fuertemente la educación para la ciudadanía.


			2.	La educación de las personas para el “libre mercado global”. Esta visión se enfoca en estandarizar la educación global, enfatizando la capacidad de intercambio, el “pensamiento de libre mercado” y la creencia en el progreso tecnológico.


			3.	La globalización de la moral: la educación en derechos humanos. El énfasis está en la enseñanza de los derechos humanos, la promoción de la democracia y la paz y lucha por un tipo humano de comunidad.


			4.	Ideologías ambientales. El foco está en el medio ambiente, la sostenibilidad y las relaciones entre la humanidad y la naturaleza.


			Spring muestra que estas cuatro ideologías se encuentran en realidad en la política educativa del Estado. En la actualidad, en muchos países la conexión entre “educar a las personas para el mercado libre global” y la “construcción de la nación” resulta dominante. Los países difieren fuertemente con respecto a la importancia de una moral que tiene como objetivo los derechos humanos y la sostenibilidad y la aplicación efectiva de estas ideologías. En un país hay siempre una lucha entre estas ideologías y sus resultados pueden cambiar.


			Valores educativos y morales en la educación


			En lo que se refiere a las prácticas de enseñanza, puntualmente en la práctica educativa, los docentes trabajan con valores morales y políticos. Pueden trabajar de diferentes formas con los valores (Veugelers, 2010). Nos referimos específicamente a perspectivas, ya que los distintos enfoques difieren en antecedentes filosóficos, objetivos pedagógicos y metodología sugerida. Las cinco perspectivas se presentan como una secuencia que puede ser vista como etapas superiores en el trabajo de los docentes. Cada etapa añade un nuevo punto de vista a su antecesora. Las diversas perspectivas están presentes en diferentes ideas sobre la enseñanza y el aprendizaje de valores morales, el tipo de necesidades de la sociedad de la ciudadanía y la propia tarea de la educación. Se distinguen las siguientes perspectivas: 


			1.	transferencia de valor; 


			2.	practicante reflexivo; 


			3.	sensibilidad moral; 


			4.	participación y diálogo, y 


			5.	política moral. 


			Es posible colocar las cinco perspectivas en una tabla que muestra las diferencias entre ellas:
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