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c,.-.gint_:; for School: The Unexpected
mpetus for a‘New School

whereas it is perhaps still too early to really evaluate how the pandemic might have
\ansformed our ways of doing and living, it is not too early to observe that schools
rave been an important focus of attention throughout this health crisis. On the one
pand, with school closures in many countries, a massive mobilisation of digital
\echnology was brought forth to enable distance learning so that education could
e delivered at home. Consequently, education entered the family space through
small or large screens, and more often than not was dispensed in a pre-pro-
grammed, adaptive, and personalised leaming environment. While we neither claim to
fully understand the impact this pandemic has had, nor do we wish to presently
discuss what might be termed the new or old normal, we do believe that, even be-
fore the current health crisis broke out, ‘normality’ was already slowly disappear-
ing as a dominant reference in our educational thinking and acting, or at least was
being overshadowed by something completely different: the glorification of the

“These reflections draw on our new book: Simons, M. & J. Masschelein (2021): “Looking
after school. A eritical analysis of personalization in education’.

]. Masschelein (&2)
Kessel-Lo, Belgium

M. Simons
Laboratory for Education and Society, KU Leuven, Leuven, Belgium
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unique person and its accompanying drive towards individual profiling.! This ol
cation, we think, reflects a new educational organisation that was already ¢, its'
in before the pandemic began, one that demonstrates a shift from a modegy, ,
izing educational institution (where the individual relates to a norm and the e "_
be normal, both of which involve disciplining) towards the current-day Persong 3
learning environment (where the learner’s uniqueness and need for pel-fol.m_
competences recognition involve instead a permanent profiling and Monitoring) .

L

|

way in which the digital has come to pervade education throughout thig Panderni.

seems indeed to sustain such a shift, and further strengthens the tendency of Pltting
‘the learner at the centre’ as is increasingly advocated. In fact, some have gope a3
as to argue that the pandemic ought to be celebrated as a force that might fingfjy,
date (or simply do away with) an obsolescent and outdated school.

However, there was and remains a feeling of doubt concerning this shify 4
an

ily and that efficient and effective digital learning does not necessarily honoyr Drin-
ciples of equality. In addition, while digital distance learning may allow studeng

choose where and when to learn, this freedom of choice gets in the way of anghe
kind of freedom: the one afforded by attentive and sustained practice and sfyg;
With the school’s demise, we may have incidentally re-discovered the school, fq
we are also growing more and more aware that this inclination towards digital ap

personalized learning might actually be de-schooling the school. And if that is g,
we may well end up losing the very thing we were once willing to defend, whether

through re-invention or re-design—we being not only the adults that decide how {
organize schools, but the youngsters as well that inhabit them.
In fact, there have been numerous and varied reactions around the world to th

closing of schools and their digital cloning during this pandemic. Reactions nof

only from governments, policy makers, parents, and teachers, of course, but a

from children and youngsters themselves. And remarkably, it has emerged that (ﬁ_,
lot of) young people and children want to go back to school. This is all the more
remarkable in view of the myriad forms of criticism, both old and new, that the
school has endured, whose claims assert among other things that school is boring
and alienating, is unrelated to the learner’s life-world, does not take into account
student needs, is mainly just a matter of disciplining and painfully outdated, or, in

extreme cases, is something that must be gotten rid of once and for all (see mo:

recently Ball and Collet-Sabés 2021). Remarkable perhaps as well given that we

! Norbert Ricken (2018) problematized this point precisely in “Sozialitit des Pidagogischen
und das Problem der Individualisierung”, even though he spoke of ‘Individualisierung’

rather than ‘personalisation’.

vy
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ongin

oW talking of ‘digital brains’ going to thool—that is, brains wired through an
'.oS re tO SCreens and facew.books gsee Snggler 2013), having almost permanent
_cess to the Internet and social media, anytime, anywhere. While we agree, as we
indicate, that the school needs to be reinvented, we think that this longing to
ack to school should not only (and all too readily and easily) be explained
=y in terms of wanting to see friends (i.e., for the sake of one’s school-related
*jal life) or in terms of willing to avoid ‘learning losses’ (which is probably more
e exclusive motive of parents and policymakers) (see Helm et al. 2021). Indeed,

want to propose the hypothesis that this longing for school® has (also) to do
with specific pedagogical experiences (of freedom, equality, and world) that the
sChOOl offers, at least when school actually happens,® when it operates as school—

‘operating” that cannot simply be replaced by digital learning platforms and
social media. Learning platforms and social media, which were and continue to be
massively deployed throughout this pandemic, seem to have reinforced a ‘person-
alizing regime’ and to have contributed to an educational atmosphere that focuses
on the unique, personalized learner.* As we shall indicate, such a regime requires a
sarticular visibility and constant profiling (and comparing), generates a permanent
qeed for social recognition (feedback) and, hence, rends to install, what we would
like to call, a kind of ‘social terror’. Furthermore, we want to argue that it was
precisely this intensified and expanding regime of personalization, related to an
ongoing ‘deep-mediatization’® of our lives and which now includes the ‘home-
delivery’ of education as well, that pushed young people during the pandemic to
rediscover school as a form of liberation from this regime (af least to some extent
and at certain moments) and as a breath of fresh air in an otherwise transformed

j:_l' b

tendency. It has become clear that learning opportunities differ from family (o fa ,'

0

2[5y a very large survey in Flanders in May 2020 (44.000 children and youngsters took part)
about 70% stated they were longing to go back to school. See Kenniscentrum Kinderrechten
2020. See also e.g. the UNESCO- site ‘Voices of youth’: ‘Let’s go back to school’ https://
www.voicesofyouth.org/blog/lets-go-back-school

For a more detailed articulation of what this ‘happening’ is about, and for an analysis of
how schools (in many guises, including ‘traditional’ or ‘institutionalized’ schools) can often
be considered as de-schooled or tamed schools, see Masschelein and Simons 2013.

4Such a ‘unique learner’ does not, however, arise (naturally) once ‘liberated’ from the (old)
normative discipline, but is produced solely by the personalizing regime. Hence, we are not
diagnosing some ego-centrism or an individual-(as)-tyrant (e.g.. Sadin 2020), since such an
individual is, in our opinion, both effect and instrument of the said personalizing regime.
*“In contemporary society, even practices that are not directly related to the use of media are
tangentially related to media in some ways because almost all individual practices take place
within a social world where media are the fundamental reference and resource” (Gorea 2021,
P- 3). See also Hepp 2020.

st
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educational atmosphere. As a matter of fact, these young people’s act of regjy;
school encourages us to further articulate what school is about. :

In what follows, we first try to give a rough and limited sketch of this Person,
izing regime, by addressing the message it sends, the concerns it generates andy
experience (of meaningfulness and freedom) it provides. In a second step, we .‘.
suggest that this longing for school could be related to the way in which 'SCh
(when it operates as school and is not already de-schooled) provides an a]tema
kind of experience, generates different concerns, and sends another message.
will try to articulate these dissimilarities by describing the enactment of thig exol
rience, concerns and message in ‘school talk’ and ‘schoolwork’. Finally, we ya
briefly indicate how this longing for school pushes us not only to further artjcyjg,
what school is about, but moreover to seriously consider it as an impetus for g ‘pa
school movement’ that would not be student-centered. ‘

1 Welcome to Your World!

As we wrote above, although it is perhaps too early to really evaluate how the
demic (and other turmoil in which our world finds itself today) may transform oy
ways of doing and living, it is not too early to point out what we might call the
power of a ‘personalizing (governmental) regime’. This regime has been undeg
construction for some decades now. It is a regime that installs itself through dis-
courses and techmologies, which invoke us to understand and shape/govemn oug
lives in a specific way. To roughly sketch this regime, let us begin with a lucid de-
scription by sociologist Koen Damhuis, which will in turn shed light on the “one
really great, remarkable and unquestionable phenomenon this generation of di 0i-
tal natives has witnessed: “the rise of the Internet” (Damhuis 2012, p. 25).° Dam-
huis starts from the observation that “by now each citizen seems to have becomea
personal enterprise; each individual the CEO of his own business” (ibid. p. 40).
speaks here of an enterprise in the sense that we have come to regard who w
and how we shape our lives as a project. Axiomatic to considering and experien
ing life as an enterprise and project is the idea that all action implies a choi
between alternatives, which are perceived as more or less attractive options ac-
cording to the extent in which they satisfy needs or produce and offer ‘added value’,

6 All translations from Dutch are ours. And, of course, we could have referred to many othef

- jare therefore also productive (time) investments. To ex
' al enterprise and to consider oneself as the ‘entrepreneur’

' (informed) choices, of investments and of produced goods.’
oreover, are to be seen as the realization and expression of our unique personal-
. that is to say, as a (successful or unsuccessful) self-managed, self-determined
d self-chosen personal development. The motto ‘being happy by doing your
hing’ could be viewed as encapsulating life’s mission. The message is clear: ‘be

urself ', develop your potential, choose your form of life—the ideal being a life
ilored to You.

e
ing something of oneself—which could be translated as the experience of having

the

2006. As the headline on the cover page reads: “You, yes you, control the informa-
tion age. Welcome to your world.” Yet on the other hand, the Internet is simultane-
ously a space where options seem endless, an enormous playing field that offers
‘frameless freedom’ (see also Barrico 2020). Damhuis (2012, p. 70) refers to Zyg-
munt Bauman and Peter Sloterdijk in this regard:

ngind for School: The Unexpected Impetus for a ‘New Schog| Movement'?
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B—————
Pen'ence life as a per-
‘ ; - of one’s own life thus
Jies an understanding of one’s life (and that of others) as the outcome or result

These choices,

This message has been particularly well understood by young people, and has

ined momentum and its own dimension through the Internet and social media, or
more generally “through the embeddedness of digital media in everyday life”
(Gorea 2021, p- 2). Ten years ago already, Damhuis (2012) described how his gen-

stion (of young twentysomethings) experienced itself as a generation constantly

onted with the obligation of taking one’s fate into one’s own hands and mak-

make choices, to choose between options. And it is this very experience which

- Internet intensifies and shapes in a specific way. On the one hand, this experi-
ence unfolds in a space one might call limitless, since it is centered around the
i{virmal) self and can be called up anywhere, anytime. It revolves around ‘you’
(e.g., your personal computer, personal searches, personal profile, etc.) in the sense

t ‘You’ was proclaimed person of the year by Time magazine as far back as

We have lost our footing because the ubiquitous sample of options makes us dizzy.
Which life should we try out? Which flight should we book? (...) The world is a
menu. So many choices and opportunities that you always have the experience that
there may have been a better option, which you did not take advantage of. You pay a
high price for that, especially in a psychological sense.

This price is not only related to the enormous precariousness of choices (which man-
ifests itself, for example, in being able to cancel appointments up to the last minute,

authors who offer similar descriptions, and especially to Ulrich Brockling’s famous work an
the entrepreneurial self (Brickling 2002, 2007), but Damhuis” description allows us o high=
light characteristics that are particularly relevant to our discussion.

LEOI‘ more detailed analyses related to education, see Ricken 2018 and Simons and Massche-
in 2021.
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or formulated positively, in choosing ‘better’ options that might arise anyy;
convteys_ as well a fear of commitment and attachment. In fact, exper‘ienc:i:tl - .-
of missing out (FOMO) on one’s options, as theorized by capitalist marke% -
authors, indicates precisely a lack of commitment to something particular, 5, eer-s
taneously reflects the notion that options remain (and have to remain) ope’n d simg :
asense FOMO is also an experience of indifference. Consequently, Damhuj 0 thatj
generation one of ‘Godless pilgrims’ who are constantly searching—for :vCaJls i
the assumption that there are good or better choices, they are without any ¢] 3 .8
of what those might be, travelling from place to place without roots, like shieaI e
out a compass. The Internet reveals a plethora of paths to its users, each wiﬂ]: ih“n ]
companying questions: ‘which path suits me best?’ or ‘what is the right Optio e: =

It appears that the most important (if not the only) source of Conﬁl‘matjm :
legitimation of one’s choices is their recognition by others. The yearning foon "
own place and for ‘being (or becoming) your (authentic) self’ thus translater'ong
search for (virtual) ‘friends’ who might legitimize and validate one’s choicessmtey )
phenqmenon explains, among other things, the enormous appeal of the lnteme‘t
especially social media, as a kind of second home (Damhuis 2012; Gorea 2,01“1.E
Tolentino 2020). Together they offer virtual scenes that enable self—represeutau?l;r
and, more importantly, allow affirmation of one’s existence (as meaningful) T}T;
res:ults in a permanent hunger for recognition that connects with the imperatlive :
being visible to others (on the Internet and social media), and of sharing your ]_i;‘)'f
with them. In other words, to exist by sharing and communicating: ‘with Faceboo]:
you are connected and you share everything with everyone in your life’. Concrete]
however, this sharing implies managing a personal profile. The obligation to tajzr ’
your fate into your own hands now becomes the obligation to profile yourself: sho;
who you are, your ‘personality’, your ‘authentic self’ (see also Bernard 2019)
Hence the permanent search for making explicit one’s own opinion, one’s owr;-
needs, one’s own preferences, one’s own experiences and perceptions.

Based on extensive empirical work, Gorea notes the following:

Many young people spend a significant amount of time selecting, editing, filtering—
essentially molding their self-representation to be uploaded tobthe plat?é)rm—usci'n

feedback and approval from their audiences as “sufficient reward” for their authemic%
1ty_ ?vork, or the visual work put into the construction of an image that fosters reli-
abﬁ]ty,_and ‘realness’ with the audience. (...) The self as an entit; to be watched and
edited in order to become who they want to be or shape how others see them was
common among participants. Here, the self is conceptualized as an entity that always
m?.lst be monitored and managed. (...) Social media act as a platform that can be
wiped clean to present a new self to be either credited or discredited by judging peer
groups. (...) Not only is the self now in a constant state of flux in which seh?fidentity

Long’"

stab
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changes in tandem with ‘“{'Sef life (ransitions, but the self is now visible or exposed
enabling and pethaps requiring young people to share their lives with others connect
with people in their networks, and receive instantaneous feedback reearding their
self-image. (Gorea 2021, p. 3.6, 7) =

¢ Stalder (2019) states, the self is still referred to as having an ‘inner world” (in-

terest; desires, consciousness), yet it no longer represents an essence and is not

Je, but rather becomes a position that is always temporary and performative
hence one which differs from context to context). It’s success now involves com-
arison with others, and is decided by others through feedback. The self is consti-
wted through feedback loops in personal social networks which offer a compara-
five positioning that is always temporary. Rather than resembling a compass (that
would provide a common orientation), they instead constitute a social GPS that
permanently adapts to changing performance and feedback.®

Children, young people and parents who find themselves addressed by the im-

ratives of a personalizing regime ‘naturally’ expect customized education. The
idea that everyone is unique, has personal needs, requires a unique response, and
hence deserves tailor-made education, sounds today incredibly sympathetic and un-
agsailable. However, the provision of such education (and the personalizing discourse
(hat accompanies it) reinforces this regime and affirms the imperative of a tailor-
made life, of life as a personal enterprise. Tailor-made education increasingly implies
(virtual and digitalized) environments where young people are socialized in a certain
understanding and modeling of life and themselves. This modeling of the self—be-
coming your (authentic) self-—places an enormous emphasis on (pre-given) differ-
ence and comparison (i.e., being unique), couples an atmosphere of freedom (of
choice) with a very great dependence on feedback, and makes the experience of a
meaningful existence increasingly dependent on the permanent visibility of achieve-
ments or experiences (as performances related to profiling), as well as on social rec-
ognition, what, at least to a certain extent we might call maybe a kind of ‘social ter-
ror’. Indeed, it appears that the digital apparatus and social media, at least as they
largely function and operate today, strongly increase the importance of social recog-
nition, social comparison and social positioning. This ‘socialization’ seems, on the
one hand, to feed on the existential anxiety of not being socially recognized in one’s
acteristics and choices or ‘options’, and, on the other hand, to generate
when confronted with the tremendous amount of
ow offers, something Damhuis has

(

personal char
a growing indifference or despair,
options as well as personal profiles the Internet b

8This (horizontal) ‘networked individuation’ clearly differs from the (vertical) ‘long-circuit
individuation® that Stiegler (2010) reclaims as being crucial in his plea for taking care

of youth.
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labelled a ‘fear of attachment.” Tt reinforces both an attraction of and de

the Internet and its social media “platforms’, and likewise creates seriougen-den 3
for young people to learn to relate to them and thus also be able to dig iy
selves from them to some extent.” As a result, experiencing other n lec g
_‘worIdIy’_ sources of meaningful existence (whether in terms of attachmezilqso fal
is becoming increasingly difficult for youngsters, and they risk overlook; .
ences _Of freedom (and joy) that are not related to personal choice or optj '8 expg
those involved in becoming able and committed to caring for a commonons, -
Fhrough the lens of this ‘socialization’ (intensified by home delivered ecluw‘;)'rICL 13
ing the pandemic) that we suggest grasping the longing for school of youcam)rl >
We believe that youngsters re-discovered in school a different kind of freegg Pes
dlffemnt experience of meaningfulness, one which does not refer to choic(t)am -~
parisons and social recognition, but to a common exposure to the world 3;(:0 s
schoolwork in ‘school-time’. Let us try to further articulate this experience of o 2
from a pedagogical perspective. .

2 Welcome to Our World: Articulating Sch;);l _-
from a Pedagogical Perspective

From g pedagogical point of view, school is the polemical name for a particulay
gathering of people and things that enables a particular kind of learning (expel-? -

ence): scholastic learning, which is learning under the conditions of freed
equality and formation. Let us try to clarify what this is all about to perhaps ungmf'
Stal-'ld vs_.'hat youngsters are longing for, and also begin addressing the issue of e;r _
cation in post-Covid times. This is not an attempt to formulate a theory of schoui
(see Reichenbach and Biihler 2017), but rather a polemical intervention that ai )
to articulate scholastic events, experiences and conditions, and give voice to 311:
s_chooi and its scandal."” Since its invention, school enacts the pedagogical assump-
tion that everyone can learn everything, which was promptly considered a scholalzz-

“This is naturally not to den i i iei
_ y that social media and digital platforms off
(new) experiences and opportunities. E = many A

10We a_re7draw1n.g a parallel with the way in which Ranciére approaches the ‘scandal of de-
mocracy (Ranciére 2009, p. 116). We consider such a pedagogical voice to be very relevant
given tpe current Covid-crisis, the related debates on the importance of school ];Iy

at its digital cloning. See also Larrosa 2017. S e e

gl

ultural G
gart from determinations (e.g., of what one might be socially or culturally, or of

hom one wants to become or should become), and is not about acquiring social
ridenﬁﬂes? rather, it interrupts all kinds of identifications and determinations as well

.sepa:ation,
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R andal that has resulted in all kinds of taming strategies ever since."! In prac-

R s assumption means that we do not know what a mind and body are capable
¢ and. consequently, that what they should or have to learn is not (naturally) pre-
. . The school conveys the message that our form of life is always the contin-

; result of learning and formation,'? the contingent outcome of what is possible,

‘ 4 possible outcome of undefined schoolwork." The scholastic condition explic-
1 rejects the idea that certain historical forces or a given (be it natural, social, or

| - alw
) context might condition who we are. In particular, the school does not

their associated pre-defined destinies. In our ‘Defense of the school’ (Massche-
mons 2013), we tried to describe how the ‘school’, via its operations of

suspension, profanation, attention formation and gramimatisation, es-
wblishes the time and space for students to face up to the challenge of giving ‘a
form to one’s life’ through the disclosing of world(s). In what follows, in order to
address this new longing for school, we will share some further, though limited,
indications of how the conditions of freedom, equality and formation, which char-
acterize scholastic learning and the scholastic ‘message’, are actually enacted in
school through examples of school-talk and schoolwork.

To understand how school-talk and schoolwork enact these conditions and mes:
sage, it is helpful to start off by referring to Bruno Latour’s (2010) comments on
Jove-talk, where he shows how a very banal sentence such as “I love you”, when
truly said in a concrete situation, has the power to affect or transform both the lis-
tener and the speaker and to modify time and space. It changes space because I am
really saying: “T was away but now I'm near you, I love you”. It also changes time
since when such a sentence is uttered, it offers the possibility for a new time to
begin—the time of our love. Finally, it also changes the past for it incites us to re-
consider and think differently about our past. Therefore, this sentence transforms
{ime and space and turns something into a matter of care or concern.

111n line with Ranciere’s indication of “the original formula of the democratic scandal: (...)
the formulation of political power as ‘power without power™ (Ranciére 2017, p. 119), we
suggest as the scholastic scandal’s original formula: everyone can learn everything. For an
elaboration, see Verburgh et al. 2016.

12For an extensive study of this aspect of contingency, see Ricken 1999.

"We borrow the notion of ‘undefined work of freedom’ from Foucault. For a further elabora-
tion, see Simons and Masschelein 2019. This elaboration relies on a reading of Foucault's
work which supports a defense of the school, in contrast (0, for example, Ball’s and Collet-
Sabé’s plea ‘against school’ (2021).
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We can say something similar about school-talk. It is a distinctive .
speech, which includes a particular vocabulary, but is foremost a diStinCtive 9
of expression and tonality. Truly scholastic speech affects space, time, anq |" y
creates the conditions for one to become a student or schoolteacher ang 0 cg
worlds. This transformative force can be captured in three variations of

ro
o ot 4 sing
paradigmatic expression: ‘try’.

Try

There are perhaps few other such ‘banal’ phrases that are used as frequently in:
classroom. It is an order, yet at the same time an expression of concern; it eXPresga
authority, but contains an invitation as well. “Try’ clearly assumes that SOMEOne i
not yet able to do something, but it foremost appeals to a state of becoming able.
fact, reasons often abound to assume one needn’t even try: sociological, Psychg

logical or neurological reasons, of course, as well as those related to One’s pg A

performance. In some cases, even students themselves will find reasons to asgyy,

that something is simply not for them, that it is nothing that they could or eve;i
would like to do. In contrast, school-talk is about saying ‘iry’ despite all reqsons: [t

assumes an ability and creates the experience of being able. One could say that

someone becomes a student the very moment they accept the invitation to try—that

is, when becoming a student is understood in terms of experiencing an ability to dg
(something) or to begin (with something), which is what we mean by the experience
of pedagogical freedom." The statement ‘try’ interrupts the chronological timeling,
where past defines future. The student that says “yes, I will’ is drawn info the present
moment as a moment of possibility, defined neither by the past nor the future.
While the invitational part of the expression addresses one’s ability, the au-
thoritative part is oriented instead towards the will. The teacher who says ‘try’ to
someone else is in fact willing that the other be willing to try (see also Rancigre
1991). What makes the willing (of the teacher) convincing is the belief in the abil-
ity (of the student) which the phrase expresses, when truly said in a concrete situ-
ation. But what is this willing about exactly? Asking someone to try something
implies asking them to make an effort, and to engage in particular kinds of study
activities or exercises. Yet these activities have a certain lightness to them as well
since they are part of an attempt. We might therefore see how the expression ‘try’
also has the power to transform one’s inhabited space: a kind of safe space is cre-
ated (implying also a certain ‘invisibility’), in the sense that there are no specific

"This pedagogical freedom is hence neither juridical nor political, and certainly not an issue
of choice.

; mulas by
gxamp
bl ed 0

| Brspe,ctive,
lccived as just
| chel Foucault’

7 nicely what is - . :
;m:oo[ practice or exercise always includes an element of indetermination. At this
C
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gind el

al) consequences attached to whet_her_ th-e effort leads to results or not. In
the only consequence would be the invitation to try again. As a student, one
a space where the effort and activities are meaningful in of themselves.
‘practice’ or ‘exercise’ refer precisely to this sort of study effort. Cf)nse-
particular kind of freedom is at stake in school practice and exercise—
4 is not Lo be confused with the freedom of choice!

i c:hool practice refers (o typical schoolwork, such as reading words aloud, pre-
.s and making a class presentation, learning foreign words or mathematical
1 heart, doing physical exercises, or making drawings, to name but a few
les. This schoolwork requires serious effort, and its mea@g cannpt be- qu
¢ defined from the outcome of the work. From an economic or social 'utihty
the products and hence the work itself are somehm.v useless. It is per-
being schoolwork. The value, however, resides with the itudent. Mi-
s (2007) expression of an “undefined work of freedom a‘rtlculates
at stake in schoolwork (see Simons and Masschelein 2019).

int, engaging with ‘grammar’ in schoolwork becomes crucial; not only the gram-
- ’f language but also those of the world of nature, arts, etc. A g.ramma_r 1ls not
m:ra;?t to define (like a norm, for example) but to open up pos-si.biljnes. ".I‘hls 1slnot
{g say that schoolwork does not have aims.‘ Schoolwork on writing, readu;;g,a;:;eatlo
Jation, or drawing is about creating conditions for somt_aone 'to be(cl;)m o~
write, to read, to calculate, or to draw; these schf)ol specific aims f’f tera(.:yt, "
ever, are different from attempts to produce_wnters, mathematicians, am:, s, ?j e-.
schoolwork is about becoming able, and givmg oneself a shape, not abou ;?rea .
{ermining the actualisation of these abilities in view of a pre-defined form or 1mag

of the educated subject.

Try again, also you!

This expression articulates a sense of optimism,_ a beli‘ef in Lhe_ S)tl.}dBIlt’S abllht‘l:s
notwithstanding their past. It also expresses patience. “Try agau_l is about g;v;_ %‘
someone a second chance, or even a third or fourth chance. It remforces. therhe lxe_
that everyone can leamn everything and intervenes t.D protect stude{?ts agams(ti deﬁme
fluence of natural or social forces, which seek to bind them to the]_r past an ]je n
their abilities. The verbal intervention ‘try again’ interrupts the lmear.Umtfar ne 13
which a student’s past determines her future; it empt_ies space (momentarily) - ::g rz; :
sorts of profiling and diagnosing; it creates a spacenme where someone ;f;n e
a student once again, experiencing a state of becoming abl_e.to do some i ]ngmm L
the instruction ‘try again’ does is inscrib equality as a condition for school le g.
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" aT;(l)]SJ iédi,g;ogifal equ.aliry fo%lf)ws.from the typical freedom of
g, nFe a—z;)rtlhs (social) position is not used from the outset f,
o pr,a ik :jlt everyone, regardless of their origin or identit
e nd themselves’ a proper form. The equality createq o
S, Smdeml;yu sgam,l also you’ is dlfferent from personalizing aPDrom ot
e dents o tequa s ﬁrst];lx, by defining or re-defining who and what tahc !
oo rms (e.g., in terms of talents, ‘natural’ aptitudes or '.ay 4
ics), and, secpndly, by predefining learning trajectories bag SOcial g
vl o il s’ T s e
— thf,: . un e‘ne .Th_e traces of someone’s past are not ignored ¢ [—‘ne ¥
: pression try again’ makes clear that they no longer cast " OBl
sorgeone _s_present abilities. The school does not address c?]jldre : Sh
their .fam1_lt_al, economic, social, cultural background, or their dia]1 Saning f
and dl-SabllllieS! this would be de-schooling school, and defining i 31_108&d .
on their past. In contrast, the school’s starting point is to addreg i '
the level of their ability to shape their lives. > young Peoples

Schogy
0 defing
yg has th&

Try this

Tg this’ is like\_mse a crucial expression to see what school learning is ab
p;mts at something outside, something not yet part of someone’s lifew E;dout :
this’ contradicts the idea that scho ing i o

ol learning is only about th
' g e person
lifeworld) of the student. It ensures that giving shape to oneself —throu h(m: !

?}{;trkgpasses always through the outside.'” This instruction orients a stfdesct'mx-

- . n S

S0 towt?rds SpBC-lﬁC schoolwork and specific subject matters. The expressiol .
tIlllmes that Fhefe isn t‘always a natural inclination towards doing somethin g
mus(,i necessnt;tmg an intervention and serious effort. Specifying what shoilge:;

ed means defining the effort, the activiti e .
2 ities, and the abilities invol i
actually defining schoolwork. T i invi gy
. It remains an invitation to gi i

School learning enable i ondoniontae, il

| s students for example to read, wri

P ‘ ead, write and calculate, but this

g does not try to determine the exact i i
' _ f this read iti
and calculating by tryin, ing (04 p o o 1
g to shape students according t i
A ot ) g to a predefined form of life.
s of different worlds are made avai
available but neve; th
employed to define the work of fre sttt
. edom. Of course, there have b
to impose a particular form of the 1i iti ; e
e literate citizen or the educated subj
| ! sub
would be akin to de-schooling (or taming) school. e

15 i ;
For an exciting elaboration, see also Serres 1997

a5 forms Of
Qworld that can be simultaneously inviting and appealing, both in its enigma and

peauty
.‘schoolwor
pegins to be
Michel Serres (2011) says, and lets us bear the music of the world, which can in turn
offer us a lasting
Jastic workplace t

here
ceiving attention and care in one’s practicing, one’s trying, one’s studying. Such a
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we have indicated, the scholastic ‘try this’ states that school learning is not
-t the student qua person. It is not student-centered but concerns the world.
Srefore: neither does the school start from (self-defined or other-defined) differ-
h s nor does it emphasize them. It opens up worlds (the worlds of language,

ihematics, nature, art, sports...) in such a way that these worlds might begin to
peak (0;
here exper!

cl 0iCeS atl A 3
1ace there and the form in which such work takes place: practicing, studying, trying

interest and form the learner. As a ‘place of work’, the school is a place
iences of meaning are not primarily mediated by social recognition of
d the visibility of performances, but is mediated by the work that takes

work. This is the work in which one knows oneself confronted with a

as well as its challenges, resistance and ‘objectivity’. And it is through this
k that one experiences the ability to participate in that world and thus
long to that world. Tt is a work that silences the noise of social traffic, as

source of meaning and, hence, of formation. Of course, in a scho-
here also plays a certain desire of being seen, of being visible, but
that does not mean being recognized in one’s uniqueness, but rather means re-

workplace creates a time for practicing, studying, trying, as ‘free(d) time’. It isa
special time for the transfer or sharing of knowledge and abilities. It is neither the
time of productive transfer in functions of socialization or efficient knowledge con-

struction, nor is it about speeding up and adding value, or obtaining learning gains

as fast, efficient and smooth as possible. School time, on the contrary, is a time that

simultaneously slows down and intensifies the ‘transfer’ because school is a place

where what is shared is also put on the table for study, offered in a grammatized
way, therefore inviting a collective conversation.' There is always an interruption in
the transmission, and in pedagogical terms it is precisely this interruption, the in-
between of the table, the friction of the conversation and the artificiality of the gram-
mars—and not a kind of direct, natural, frictionless transmission from head to head,
hand to hand, screen to screen—that allows newcomers to appear as a (new)
generation(al force) along with a pedagogical freedom that can be enacted to renew
the world. School takes place and is actually “time (...) in which we are (...) free for
the world”—which is precisely how Hannah Arendt translates the Greek word

point, we would like to note that given the

(including the personalization of informa-
nce of collective work and of ‘building a
errien et al. 2012.

16 Although we have no room elaborate on this
current push towards increased personalization
tion), it may be appropriate to recall the importal
school collective” to deal with (and partly resist) such forces. See Qu
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:vcholé,. where our word school comes from (Arendt 1960/2006, p. 202), T

in closing that ‘free for the world” means to be temporarily freed from one’ 5
(i.e., from the condition of being a son or daughter, and becoming inste da
dent—which is particularly relevant in our times of home delivered edz
from economic imperatives (e.g., not being an apprentice in a real labor Sin::at.l '
or from societal expectations (e.g., not being a permanent learner governeq bﬂtm
etal forces or adult ideals). Finally, today this could mean as well to be ter, "
freed from what we might call the rising terror and noise of ‘the social’ \}:0-
currently strengthened by the digital revolution, and especially social n;edjhlch v
constitutes a flipside to the increasing personalization of education. -

$ f a

3 A New School Movemenf?

Let us briefly summarize our position: we believe that schools spread the meggage
that who you are is not just the product of social, physical and historical forcesa-
of any other context for that matter, but also the contingent result of study and e;:t
ercise, as a practice of encountering worlds and as an undefined work of freedomb
Moreover, the scholastic condition enables youngsters to give shape and directim;
to this freedom by disclosing worlds in particular, grammatized and seducing
ways, while simultaneously offering protection against the social and societj
forces that entail socialization, as well as the economic forces that enhance mar-
ketization and capitalization of their activities and attention.

We witnessed a remarkable event unfeld throughout this pandemic: childrep
@d students coming to the defense of school education. It is almost as if their ac-
ncfns and longing pointed to a core existential feature of school education, some-
thm-g which cannot simply be replaced by online digital learning environments and
§001al networks. Could we maybe say that youngsters have experienced today what
it means and feels like to be closed off from world exposure? And, consequently
could we perhaps add that their longing for school expresses missing the experij
ence of a certain freedom and a certain equality? Not the freedom of choice but the
_freedom of being able (to begin with something from the world—and hence to be
in the company of this something). Nor a juridical or social equality, but the equal-
ity of being a pupil or student like any other, which means the equality of being (at
least for some time and to a certain extent) undefined by one’s family, nature and
social background, or predefined images of a desired end (such as tﬁe educated
person or the good citizen). Young people seem to have expressed that the school,
when it operates as a school, not only allows one to see and make friends, to be
with peers, but allows as well for a certain liberation from social pressure, from

deﬂ < ] .
e end can Dever really’ be shared. Children and students may well have experi-
anced in their longing what school truly offers: access to worlds, giving them the

op
‘.'shﬂIe
ment’
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B Jocked into the social sphere (either with or without social media), the sphere
:;r. concern for a certain kind of recognition (through likes, views, recognition of

i 17
tity or performance),'” and of concern for personal emotional states, which in

pommity in class, through work and play, to (collectively) discover and dwell in
4 worlds. Perhaps we should take this as an impetus for a ‘new school move-
that resists the increasing personalization of education.

We therefore have to ask whether the way in which the digital is currently shap-

ing our present state of education and contributing to its transformation into per-

sonalized learning environments is not depriving youngsters of the time-space of

dagogical freedom and equality, along with the disclosing of and belonging to a
shared world (see Dussel 2018, 2020). To reformulate this digital issue in a positive
way: Can we further imagine new educational practices with the digital that gener-
ate ‘free time’ or “time for the world’? Can we ensure that digital practices will
embody school talk? Speak a language that is inviting and seducing in a strong
sense, defying indifference and the fear of attachment? That says, ‘try’, and not, ‘if
50, then do this; and if this, then do that. ..”? Are there new practices that make us
pelong to a shared world and do not lock us up into ‘our world’? The digital now
allows an access to knowledge and skills, along with a connectivity to others that
is unprecedented, but we suspect that the digital experience that accompanied the
pandemic has led youngsters to the awareness that this *social’ is not what school
is about. Hence, the question remains to know how the digital might contribute to
the reimagining and reinvention of the school as a space-time that realizes peda-
gogical freedom and equality, and furthermore guarantees that worlds are not only
‘seen’ or ‘swiped’ but get the chance to “form’ and leave traces (i.e., to resonate
(see Rosa 2019) and vibrate (see Barrico 2020)). We believe that this reinvention of
the school with the digital will require considering what forms of work, including
collective schoolwork, might help make freedom, equality, and formation possible
in our digital times. It certainly will require passionate teachers who are willing to
say ‘try’ in all its variations, in order to undo the privatizing, accelerating and per-
sonalizing logics of learning platforms, to interrupt the socializing forces of the
media (including social media), and to let the music of the world be heard. Putting
the school at the centre of concern means putting the world at the centre, and this
means precisely doing justice to the coming generation in a pedagogical way: to
make it possible for young people to become students and make it possible for the

"We don’t want to discuss in depth the issue of recognition. For an elaboration, see Simons
and Masschelein 2021 and Genel and Deranty 2020.
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world to be cared for. Perhaps this is all at stake in the event that has been o
before our eyes of young people reclaiming school today—and, who K B

it might j oS,
it might just turn out to be the impetus for a (new) ‘new school movemeng o
after
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