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GAYATRI CHAKRAVORTY SPIVAK AND ADULT
EDUCATION1 – REARRANGING DESIRES AT BOTH
ENDS OF THE SPECTRUM
Alisha M.B. Heinemann
University of Bremen, Germany
ABSTRACT $V *D\DWUL &KDNUDYRUW\ 6SLYDN LGHQWLÀHV GHHSO\
with her role both as an educator and a teacher, she writes and
talks extensively about her teaching at Columbia University and
her teaching activities with adults in the rural areas of India
and some African countries. I discuss in this article some of
her valuable thoughts, observations, and insights gained over
a number of years, which can be inspiring for adult education.
After a short introduction to Spivak’s working context and her
approach to education, some of her most important concepts will
EHSUHVHQWHGLQDFRQFLVHRYHUYLHZ¶7KHLPSRUWDQFHRIDHVWKHWLF
HGXFDWLRQ·¶WKHQHFHVVLW\WRWHDFKDWWZRHQGVRIWKHVSHFWUXP·
DQG¶WKHWDVNWRUHDUUDQJHGHVLUHVDQGWRFKDQJHHSLVWHPRORJLHV·
The article ends with a short insight into the current contexts
and discourses of adult education, including an example of how
some of these concepts can be applied in research projects in the
FRQWH[WRI¶DGXOWHGXFDWLRQDQGPLJUDWLRQ·
ABSTRACT (German) Da Gayatri Chakravorty Spivak sich
]XWLHIVWPLWLKUHU5ROOHDOV(U]LHKHULQE]Z/HKUHULQLGHQWLÀ]LHUW
schreibt und spricht sie umfänglich über ihre Lehre an
der Columbia University sowie über ihre Aktivitäten in den
ländlichen Gebieten Indiens und einiger afrikanischer Länder.
Dabei produziert sie über die Jahre einen außergewöhnlich großen Korpus
an wertvollen Gedanken, die für die Erwachsenenbildung inspirierend sein
können. Nach einer kurzen Einführung in Spivaks Arbeitskontext und ihre
Haltung zu Erziehung werden einige ihrer wichtigsten Konzepte
in einem stark gekürzten Überblick dargestellt. „Die Wichtigkeit
ästhetischer Erziehung“, „Die Notwendigkeit an beiden Enden
des Spektrums zu lehren“ sowie „Die Aufgabe Begehren neu zu
ordnen und Epistemologien zu verändern“. Der Artikel endet
mit einem Einblick in gegenwärtige Kontexte und Diskurse der
Erwachsenenbildung, wobei anhand eines Beispiels gezeigt
1 The title and concept of this article was inspired by Peter
Mayo’s book: Gramsci, Freire and adult education. Possibilities for
transformative action (1999).
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wird, inwiefern diese Konzepte auch in Forschungsprojekten im
.RQWH[W YRQ Ä(UZDFKVHQHQELOGXQJ XQG 0LJUDWLRQ¶  DQJHZDQGW
werden können.
KEYWORDS
unlearning

adult education, desires, migration, subaltern,

Gayatri Chakravorty Spivak – teaching outside in the
teaching machine
Claiming catachresis from a space that one cannot not want
to inhabit and yet must criticize is, then, the deconstructive
predicament of the postcolonial (Spivak, 2009, p 71).
Gayatri Chakravorty Spivak was born in 1942, in Calcutta,
,QGLD ÀYH \HDUV EHIRUH LQGHSHQGHQFH IURP %ULWLVK FRORQLDO
rule. At the time of her birth her family lived in one of the
cruellest sites of the politically mobilized Hindu-Muslim
YLROHQFHDQG6SLYDNRSHQO\VKDUHVKHUÀUVWOLIHH[SHULHQFHV
with her readers: “These are my earliest memories: blood on
the streets” (Spivak, 2012b, p 277). Surviving the violence
and growing up in the shelter of her Hindu-Brahmin
metropolitan middle-class family, she received her master’s
at the Presidency College of the University of Calcutta in
1959. Only 17 years old at the time, Gayatri Spivak obtained
D ÀUVWFODVV KRQRXUV GHJUHH LQ (QJOLVK LQFOXGLQJ JROG
medals for English and Bengali literature, and emigrated
from India to Ithaca, USA to do her master’s in English at
Cornell University, which is one of the eight US Ivy League
Universities (cf. Spivak & Landry, 1996, p 1). Starting her
career at the beginning of the sixties in the USA meant
ÀQGLQJKHUVHOILQDVRFLDOFRQWH[WDIHZ\HDUVEHIRUHWKH&LYLO
Rights Act was enacted, hence at a time before discrimination
EDVHGRQ¶UDFHFRORXUUHOLJLRQVH[DQGQDWLRQDORULJLQ·ZDV
outlawed in the US. With regard to those times, Spivak
notes: “For me as an outsider who came to the United States
in 1961, the voice that still echoes from the Civil Rights/
%ODFN 3RZHU PRYHPHQW LV >«@ ¶7KLV LV D VWUXJJOH DJDLQVW
educational colonization’ ”(Spivak, 2012c, p. 146).
7KHVHVSHFLÀFH[SHULHQFHVRI6SLYDN²ÀUVWJURZLQJXSLQ
a country in the aftermath of colonial power and oppression,
ZKLFKKDGUXOHGDQGLQÁXHQFHGVRFLHW\IRUDOPRVW\HDUV
(1757-1947) and then second, teaching and working in a

37

country where the norm to belong unquestionably in society
and academia required [and still requires to an extent] being
an Anglo-Saxon, White, male, Christian native speaker - play
D VLJQLÀFDQW UROH LQ KHU ZULWLQJV DQG DOVR LQ KHU DFDGHPLF
UHFHSWLRQ,Q¶2XWVLGHLQWKH7HDFKLQJ0DFKLQH·VKHPDNHVKHU
outside-inside role explicit, which necessarily includes being
VKDSHGE\WKHLQVWLWXWLRQVKHHQWHUVIURPWKH¶RXWVLGH·´$VWKH
PDUJLQRU¶RXWVLGH·HQWHUVDQLQVWLWXWLRQRUWHDFKLQJPDFKLQH
what kind of teaching machine it enters will determine its
contours” (Spivak, 2009, p x). Practising a permanent selfcritique, it is very important for her to underline that in the
PRPHQWRQHWHDFKHVDWD :HVWHUQ 8QLYHUVLW\RQHZLOOSURÀW
from the privileges, follow the rules and partly reproduce the
KHJHPRQLFV\VWHP7KXVRQHFDQ·WNHHSD¶QHXWUDO·RXWVLGH
position in the inside - whatever outside position you come
from.
6SLYDNKHUVHOIUHSXGLDWHVDQ\À[HGODEHOVDQGFDWHJRULHV
people try to put her in, claiming that “[i]dentitarianism is a
denial of the imagination” (Spivak, 2012d, p 406). The power
of imagination being one of the strongest tools in her work,
VKH ZDUGV RII DQ\WKLQJ WKDW FRXOG GLPLQLVK RU FRQÀQH WKLV
energy. She asserts her Indian citizenship and often claims
her right to vote in India and to hold an Indian passport, but
at the same time distinguishes clearly between her duties as
a citizen of the state of India on the one hand and any kind
RIFXOWXUDORUQDWLRQDO¶LGHQWLW\·RQWKHRWKHU%HLQJRQHRIWKH
most important postcolonial theorists next to Homi K. Bhaba
and Edward Said - the three of them were once called the
¶KRO\WULQLW\RISRVWFRORQLDOWKHRU\·E\5REHUW<RXQJ  
6SLYDN·V ¶RULJLQ· DQG ¶LGHQWLW\· DUH PDGH D SHUWLQHQW LVVXH E\
many who work with her texts and listen to her fervent talks.
Again and again she has to deal with interpellations reducing
KHU WR WKH ¶PDUJLQDOL]HG ZRPDQ RI FRORXU· ZKR VRPHKRZ
made it into academia through her excellent work; especially
in contexts of marginality studies, where people feel like it
LV GRLQJ WKH ¶ULJKW WKLQJ· DQG EHLQJ ¶SROLWLFDOO\ FRUUHFW· ZKHQ
WKH\¶LQFOXGHDSRVLWLRQIURPWKHPDUJLQV·DWWKHLUFRQIHUHQFH
plenary talk etc.
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But is she, a University Professor in the Humanities
Columbia, New York2, holding honorary doctoral degrees from
all over the world, really the marginalized woman of colour who
FDQ VSHDN IRU WKH ¶RSSUHVVHG RI WKH ZRUOG·" $FWXDOO\ 6SLYDN
would never claim to be doing this. She is painfully scrupulous
by naming her privileges again and again so as not to be
mistaken by anyone as a person representing the margins.
6SLYDNHYHQWXDOO\ÀQGVDYHU\SHUVRQDOVROXWLRQIRUWKHVHFODLPV
she is confronted with. At a conference on Cultural Value at
Birbeck College, London, Spivak was obliged again to think of
her cultural identity (cf. Spivak, 2009, p 59). Instead of taking
XS WKH FODLP WR SRVLWLRQ KHUVHOI LQ DQ ¶LGHQWLÀDEOH >FXOWXUDO@
marginality’ and accordingly assuring validation from the
FHQWUHVKHGHFLGHVWRSRVLWLRQKHUVHOIDVD¶XQLYHUVLW\WHDFKHU·
“a name that would not keep her in (the representation of) a
margin so thick with context” (Spivak, 2009, p 61).
7KLVVWURQJLGHQWLÀFDWLRQZLWKKHUUROHDVDWHDFKHUOHDGV
Gayatri Chakravorty Spivak to write extensively on pedagogical
questions, particularly on adult education. She constantly
repeats that she is “basically a teacher, rather than something
HOVHµ 'DQLXV-RQVVRQ 6SLYDNS DQGLGHQWLÀHV
IRUHPRVW DV D ¶KXPDQLWLHV WHDFKHU· ² KXPDQLWLHV LQ WKH ZLGH
VHQVH RI WKH WHUP ,QÁXHQFHG E\ -DFTXHV 'HUULGD·V FRQFHSW
of deconstruction, disciplinary borders between educational
science, social science, history, philosophy, gender studies,
language and literature studies and many more are crossed
easily and permanently by this impressive intellectual, who
GRHVQRWDOORZKHUVHOIWREHFRQÀQHGEHWZHHQWKHVHDUWLÀFLDO
boundaries. There are few academics as consistent as she is
in crossing disciplinary borders, ignoring and deconstructing
them in every single text. In addition to crossing disciplinary
borders, Spivak’s texts move between issues concerning the

2 Out of nearly 5000 tenured professors at Columbia, there are only
15 University Professors. The University Professorship is an award
suggested by the President and endorsed by the trustees. Spivak was
WKHÀUVWZRPDQRIFRORUWREHJLYHQWKLVDZDUG8QLYHUVLW\3URIHVVRUV
can teach in any department. She is the only woman of color in a
comparable position who teaches European material to students from
the dominant racial group.
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planet(globe)3, the state, the region, the people and the single
case in a fast, sinuous way. Furthermore, she constantly breaks
DFDGHPLFUXOHVFRQFHUQLQJWKHÀQHOLQHVEHWZHHQVFLHQFHDQG
politics as her writing and acting are deeply political. When she
is not teaching in her own university or giving guest-lectures
at a conference for one of the many renowned universities
in the academic space, she “educates the educators” of the
subaltern4 in the rural areas, investing her private money in
WKH UXQQLQJ RI ÀYH HOHPHQWDU\ VFKRROV RQ WKH ERUGHU RI WZR
“backward” states in India (cf. Spivak, 2017). Given the wide
range of subjects Spivak writes and talks about and her paths
of thinking moving along so fast, it is sometimes hard to follow
the argument. Refuting many accusations of being obscure
DQGRSDTXHLQZULWLQJ6SLYDNDIÀUPV´:HNQRZSODLQSURVH
cheats” (Danius et al., 1993, p 33). She elucidates that for “the
transparent system of representation through which things
are known and understood are also the systems which control
and dominate people” (Morton, 2009, p 5). Stephen Morton
adds, referring to her writing style, that “Jacques Derrida’s
deconstruction of the binary opposition between the text and
WKH ZRUOG KDV SHUKDSV EHHQ PRVW LQÁXHQWLDO LQ VKDSLQJ WKH
compositional style and rhetoric of Spivak’s thought” (Morton,
 S   )RU UHDGHUV XVHG WR PRYLQJ LQ ¶GLVFLSOLQDU\
GHÀQHG·ÀHOGVDQGFOHDUO\VWUXFWXUHGWH[WVWKHFRQIURQWDWLRQ
with Spivak’s form of writing and thinking is quite challenging,
needs patience, perseverance and the readiness to cross and
XQGR¶ERUGHUV·WRJHWKHUZLWKKHU%XWWKHQWKHHIIRUWLVPRUH
than worthwhile.
6SLYDNVXJJHVWVWRRYHUZULWHWKHJOREHZLWKWKHVLJQLÀHU¶SODQHW·+HU
aim is to make the readers realize that we actually don’t control and
don’t inhabit the globe/the globalisation, that we live in a constant
QRQ UHODWLRQWRLWDVJOREDOLVDWLRQLVRQO\¶FDSLWDODQGGDWD·DQGDOOWKH
moving data is only to be found on our computers with no one really
OLYLQJRQLW%\XVLQJ¶SODQHW·ZKLFKLVPRUHLQWKHVSHFLHVRIDOWHULW\
belonging to another system, we get closer to realize that we can
inhabit this place - but on loan (cf. Spivak (2013), p 44).
6SLYDNXVHV¶VXEDOWHUQ·LQWKHWUDMHFWRU\RIWKH0DU[LDQ*UDPVFLDQ
DQG*XKDQQRWLRQRIVXEDOWHUQLW\6KHGHÀQHVWKHZRUG¶VXEDOWHUQ·
as: to be removed from all lines of social mobility. […] Subalternity
LVDSRVLWRQZLWKRXWLGHQWL\>«@1RRQHFDQVD\¶,DPDVXEDOWHUQ·LQ
whatever language. […] Subalternity is where the lines of mobility,
being elsewhere, do not permit the formation of a recognizable basis of
action (Spivak (2012e), p 430f).
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$V *D\DWUL 6SLYDN LGHQWLÀHV GHHSO\ ZLWK KHU UROH DV
an educator, as a teacher, she writes and talks extensively
about her teaching at Columbia University and her teaching
activities with adults in the rural areas of India and some
African countries. As a result, she provides an extensive
amount of inspiring thoughts gained over the years, which
can be fruitful for those working in adult education. In the
format of this short article, I can only shed light on the most
important concepts, which are repeated in various forms in
GLIIHUHQWWH[WVERRNVDQGOHFWXUHVE\6SLYDN7KHVHDUH¶7KH
LPSRUWDQFHRIDHVWKHWLFHGXFDWLRQ·¶WKHQHFHVVLW\WRWHDFKDW
WZRHQGVRIWKHVSHFWUXP·DQG¶WKHWDVNWRUHDUUDQJHGHVLUHVDQG
to change epistemologies’. The article ends with a short insight
into the current contexts and discourses of adult education,
including an example of how some of these concepts can be
DSSOLHGLQUHVHDUFKSURMHFWVLQWKHFRQWH[WRI¶DGXOWHGXFDWLRQ
and migration’.
Aesthetic education - Productively undoing another legacy
of the European Enlightenment
The imagination is our inbuilt instrument of othering, of thinking
things that are not in the here and now, of wanting to become
others (Spivak, 2012d, p 406).
As Stephen Morton remarks, “Gayatri Spivak’s deconstruction
of European enlightenment thinkers, such as Kant, Schiller,
Hegel, and Marx, and her activist work in rural schools in
India has involved an ongoing commitment to rethink the
hegemonic structure of colonial education and its legacies
from the standpoint of the subaltern” (Morton, 2011, p 70).
,QKHUODWHVWERRNHQWLWOHG¶$Q$HVWKHWLF(GXFDWLRQLQWKH(UD
of Globalization’, Spivak also confronts this challenge and
takes up the challenge of productively undoing a legacy of
European Enlightenment – the aesthetic” (cf. Spivak, 2012f,
p 1). Her book title is based on Friedrich Schiller’s letters
entitled, “Die Ästhetische Erziehung des Menschen (On the
Artistic Education of Man)”, written in 1794/95. Friedrich
Schiller ruminates about the role of aesthetic education
dealing with Kant’s transcendental aesthetics and the
French Revolution. Spivak points out critically that Schiller,
interpreting Kant, is depriving Kant’s work of the power lying
within the asymmetrical.
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The destructive potential of the asymmetrical, the
force resident in a structure that is askew, is taken
away and made into a balance. […] When Schiller
reads Kant he symmetricalizes, makes things into
chiasmuses, into binaries that work together and
become resolved into totalities (Caruth, 2010, p
1022f).
In respect to this misreading of Kant by Schiller, Spivak makes
an interesting observation. In her perspective, Schiller’s way of
interpreting Kant and hence Schiller’s concept of the aesthetic,
EHFRPHV¶W\SLFDO·RIWKH(QOLJKWHQPHQW6KHVWDWHVWKDW´6FKLOOHU
in his vulgar strength, is exactly the kind of thing that, for
educated, good-hearted folks of a certain sort […], people who
do theory at elite universities all over the world - represents
that strong, wonderful voice of something that is very loosely
called the Enlightenment” (ibid, p. 1023).
This is why Schiller becomes of special interest to her,
DSSURDFKLQJWKHFRQFHSWRIWKH¶DHVWKHWLF·5HIHUULQJWRDHVWKHWLF
education Schiller elaborates in his letters:
For example, the intellectual man has the idea of
virtue, of truth, and of happiness; but the active man
will only practise virtues, will only grasp truths, and
enjoy happy days. The business of physical and moral
education is to bring back this multiplicity to unity,
to put morality in the place of manners, science in
the place of knowledge; the business of aesthetic
education is to make out of beauties the beautiful
(Schiller, 1794, p 21, emphasis added)5.
The sublimity of the concept, found in many texts of that
KLVWRULFDO SHULRG RI ¶(QOLJKWHQPHQW· LV TXHVWLRQHG WKRURXJKO\
by Gayatri Spivak. She succeeds in showing how the aesthetic
,QWKH(QJOLVKWUDQVODWLRQ0HQVFK·LVWUDQVODWHGDV¶PDQ¶
DOWKRXJKLWVKRXOGEH¶KXPDQ¶(YHQWKRXJKHYHQ6FKLOOHUZRXOGQ·W
have deliberately implied women in his writings, at least they are
HQFORVHGLQWKHJHQHUDOPHDQLQJRIWKHZRUG¶0HQVFK·LQFRQWUDVW
WRWKHLPSOLFDWLRQVZKLFKFRPHZLWKWKHWUDQVODWLRQ¶PDQ·¶'HU
UHÁHNWLHUHQGH0HQVFK·ZDVWUDQVODWHGWR¶WKHLQWHOOHFWXDOPDQ·$FWXDOO\
¶GHUUHÁHNWLHUHQGH0HQVFK·PHDQV¶DKXPDQEHLQJZKRFRQWHPSODWHV
RUFRJLWDWHVDERXWVRPHWKLQJ·6R6FKLOOHULVFRQWUDVWLQJ¶WKLQNLQJ
FRJLWDWLQJKXPDQV·WR¶DFWLYHKXPDQV·
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in the canonical texts of the philosophers of the Enlightenment
LV D IRUP RI ¶HOLWLVW· DHVWKHWLF VHSDUDWLQJ WKH ZRUOG LQWR WKRVH
who have the privilege to experience it and those who are
WRR ¶SULPLWLYH· DQG ¶VDYDJH· WR UHOLVK WKLV NLQG RI DHVWKHWLF
experience. Deconstructing this legacy of aesthetic education,
VKHUHZULWHVLWDVDIRUPRIHGXFDWLRQZKLFKLVDEOH¶WRWUDLQWKH
imagination of everyone’ – especially for those who do not count
as sublime in this world. For Spivak, the concept needs to be
used particularly with and for those who are forcibly kept away
IURP¶LQWHOOHFWXDO·ZRUN
Spivak makes it clear that the universal subject referred
WRDV¶KXPDQ·LQWKHGLIIHUHQWWH[WVRIWKH(QOLJKWHQPHQWGRHV
not refer to all humanity, but only to the educated, bourgeois,
masculine subject of the European enlightenment (cf. Morton,
2009, p 116). Jean-Paul Sartre comments on the colonial empire
which was about to fully unfold while Schiller was writing his
letters:
Since the native is subhuman, the Declaration of
Human Rights does not apply to him; inversely, since
he has no rights, he is abandoned without protection
to inhuman forces – brought in with the colonialist
praxis, engendered every moment by the colonialist
apparatus, and sustained by relations of production
WKDW GHÀQH WZR VRUWV RI LQGLYLGXDOV ² RQH IRU ZKRP
privilege and humanity are one, who becomes a human
being through exercising his rights; and the other, for
whom a denial of rights sanctions misery, chronic
KXQJHU LJQRUDQFH RU LQ JHQHUDO ¶VXEKXPDQLW\·
(Sarte’s Foreword in: Memmi, 2016 [1957], p 20).
0RVWRIWKH¶KXPDQV·OLYLQJLQWKLVZRUOGZHUHDQGDUHVWLOOWRGD\
not included in the concepts of the Enlightenment. However,
the concepts are used in a universal way and are wielded as a
weapon against those who need to be controlled because they
have resources (oil, gas, etc.) or because they belong to the large
number of people who are kept poor and disenfranchised, and are
WKHUHIRUHDGDQJHURXVWKUHDWIRUWKHDIÁXHQWLQWKHJOREDOQRUWK
7KH¶FLYLOL]LQJPLVVLRQ·WKHDSSURDFKWREULQJWKH(QOLJKWHQPHQW
WRWKRVHZKRVHHPWROLYHLQWKH¶GDUN·ZDVDQGLVRQHRIWKHPRVW
important legitimation discourses, when the imperial powers
have to defend their invasions and oppressive economic politics.
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Gayatri Spivak therefore describes the shortcomings of the project
RI¶(XURSHDQ(QOLJKWHQPHQW·DQG²XVLQJKHUIDYRXULWHLQVWUXPHQWRI
¶DIÀUPDWLYHVDERWDJH·²VKHHQJDJHVZLWKLWDQGWDNHVZKDWLVXVHIXO
for her thinking and her pedagogical work. She does this – as she often
repeats in texts and lectures “without accusation, without excuse,
with a view to use” (Spivak, 2012f, p 1). Referring to the concept of
DHVWKHWLF HGXFDWLRQ VDERWDJLQJ 6FKLOOHU LELG S   VKH ÀQGV WZR
LPSRUWDQWWRROVWRXVHWKH¶SRZHURILPDJLQDWLRQ·ZKLFKLVLQFOXGHGLQ
the concept of aesthetic education and the idea of an education which
LV¶QRWLQVWUXPHQWDOLQWKHQHROLEHUDOFDSLWDOLVWVHQVH·
In his third letter, Friedrich Schiller makes an observation
which could be equally made today, 220 years later:
For art has to leave reality, it has to raise itself bodily
above necessity and neediness; for art is the daughter
of freedom, and it requires its prescriptions and rules
to be furnished by the necessity of spirits and not by
that of matter. But in our day it is necessity, neediness,
that prevails, and bends a degraded humanity under
its iron yoke (Schiller, 1794, p 3).
This applies equally to the discourses in adult education, which
are increasingly succumbing to the demands of the labour
market, and as a result non-functional offers in continuing
education are becoming rare. As I will develop later in this
text, for Spivak, working with the power of the imagination is
one of the most important pedagogical tasks teachers have to
concentrate on. It makes it possible to break the lines of reality,
to think utopian, to invent oneself as different to the one you
DUH WRGD\ DQG YLVXDOL]H ¶WKLQJV WKDW DUH QRW LQ WKH KHUH DQG
QRZ· )XUWKHUPRUH LW WULJJHUV WKH ¶6SLHOWULHE·6, Schiller’s tool
to re-unite the formal and the material impulse in the human
being. Spivak ab-uses7 WKH FRQFHSW RI WKH ¶6SLHOWULHE· WR SOD\
6 “There shall be a communion between the formal impulse and the
material impulse, that is, there shall be a play instinct [Spieltrieb],
because it is only the unity of reality with the form, of the accidental
with the necessary, of the passive state with freedom, that the
conception of humanity is completed” (cf. Schiller, 1794, p 19).
7KHQRWLRQ¶DEXVH¶UHIHUVWR6SLYDN·VIRUPRIDIÀUPDWLYHVDERWDJH
She suggests, that we learn to use the European Enlightenment from
below (Spivak, 2012f, p 3)
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with the double binds one is confronted with in the myriad
ambiguous contexts of this world. Examples are the double
bind between caste and class/race and class, body and mind,
self and other (cf. Spivak, 2012g, p VIIIIf). Aesthetic education,
VDERWDJHGLQWKH6SLYDNLDQVHQVHLV¶SOD\WUDLQLQJ·IRUKHUDQ
epistemological preparation for democracy, with teachers of
the aesthetic using material that is historically marked by the
region, cohabiting with, resisting, and adapting to what comes
from the Enlightenment (cf. Spivak, 2012f, p 4). Spivak even
claims that an aesthetic education can continue to prepare us
IRUWKHFXOWXUDO¶WDVNRIJOREDOL]DWLRQ·´WKLQNLQJDQXQHYHQDQG
only apparently accessible contemporaneity that can no longer
be interpreted by such nice polarities like modernity/tradition
and colonial/postcolonial (ibid., p 2)”.
The elite and the subaltern - teaching at both ends of the
spectrum
In order to shift [the] layered [epistemic] discontinuity we must
focus on the quality and end of education, at both ends (Spivak,
2008b, p 18).
The task of globalization is one which is very much in focus
in Spivak’s work. Thus, she starts her book on aesthetic
education with the sentence: “Globalization takes place
only in capital and data. Everything else is damage control.
Information command has ruined knowing and reading”
(Spivak, 2012f, p 1). Knowing and reading for her are crucial
for the development of an informed critical perspective
in the globalized world. Hence, Spivak emphasises on
various occasions how any act of reading (especially in the
Western university classroom) can have social and political
consequences (cf. Morton, 2009, p 76). Another important
¶ZRUNLQJ GLIIHUHQFH· LV PDGH E\ 6SLYDN ´EHWZHHQ ¶NQRZLQJ
something and learning to do something’. The relationship
between knowing and learning is crucial as we move from
the space of opposition to the menaced space of the emerging
dominant” (Spivak, 2012c, p 140). It is therefore not enough
just to know that there are elections coming up, for example;
one also has to learn about the necessity to inform oneself
about the different candidates and their policies and to
H[HUFLVHDQLQIRUPHGYRWHDQGHYHQEHDEOHWR¶JRYHUQ·WREH
an active part of a new evolving hegemony.
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7KLV LV ZK\ VKH WULHV WR WHDFK WKH FDSDFLW\ RI ¶UHDGLQJ·
which does not mean just to decipher letters, but to develop
VRPHWKLQJ ZKLFK FRXOG EH VXPPDULVHG DV ¶WUDQVQDWLRQDO
literacy’. For Spivak, “it is through transnational literacy that
we can invent grounds for an interruptive praxis from within our
hope in justice under capitalism” (Spivak, 2012c, p 152). She
teaches this kind of critical reading to her students at both ends
of the spectrum - to the elite students at Columbia University,
New York and the educators she works with in the rural areas
in India and African Countries. For Spivak, it is necessary to
teach the world’s elite simultaneously to the world’s subaltern
to set social change into action as it is the world’s elite who
are complicit in the production of the world’s subaltern. This
acknowledgment of complicity provides a crucial starting point
for her, from which one must develop a more responsible
intellectual practice (cf. Morton, 2009, p 41).
,Q KHU FDQRQLFDO WH[W ¶&DQ WKH VXEDOWHUQ VSHDN· 6SLYDN
(1994) “performs a pedagogical act of ethical responsibility
that counters the paternalism associated with the pedagogic
techniques of colonial governmentality” (Morton, 2011, p 75).
6KHFODULÀHVWKDWLWLVLPSRUWDQWQRWWRZLSHRXWWKHYRLFHVRIWKH
subaltern by speaking for them and at the same time not to leave
them alone in a situation where they are not able to represent
themselves as long as there are no structures which would
make it possible for them to be heard. Until these restrictive
conditions change, until the subaltern are no longer subaltern,
the politically-engaged postcolonial intellectual has an ethical
responsibility that she cannot renounce, hiding behind the
LGHD WKDW WKH ¶PDVVHV FDQ VSHDN IRU WKHPVHOYHV· 6KH PXVW
therefore tackle the ambivalent work of representation rather
than resigning from it. Morton adds in respect to teaching in
this intricate situation: “This subaltern pedagogy, […], not
only demands a rethinking of what teaching means, but also
questions the role of the intellectual as educator and political
proxy” (Morton, 2011, p 71).
1H[W WR ZULWLQJ ¶DERXW· WKH VLWXDWLRQ RI WKH VXEDOWHUQ
Gayatri Spivak, today 76 years old, travels regularly to the
rural areas where she is trying to develop the intuitions of
democracy in the children of the landless illiterate. In India,
VKH LV UXQQLQJ ÀYH HOHPHQWDU\ VFKRROV RQ WKH ERUGHU RI WZR
“backward” states and training teachers hands-on how to
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teach the state curriculum. It is her deep conviction that this
can help people to make informed voting decisions and enter
the mainstream (cf. Spivak, 2017). Democracy is the only form
of government which has to be learned, states Oskar Negt
(2004, p 197 (transl. AH), and Spivak notes: “In order not only
to destabilize capitalism, but to turn capital toward the social,
the electorate must be trained in the habits and rituals of
democracy. Not once and for all but persistently, forever. One
never closes the schools” (Spivak, 2008a, p 3). Albert Memmi,
writing while colonial powers were still in place, also points at
the power people could achieve when they would be enabled to
vote in an informed way: “In fact, the colonialist system favors
population growth to reduce the cost of labor, and it forbids
assimilation of the natives, whose numerical superiority, if
they had voting rights, would shatter the system” (Memmi,
2016 [1957], p 20). Enabling people to stand up for their own
rights – to shatter the system - is one of the core elements in
WKHÀHOGRIFULWLFDOSHGDJRJ\ZKLFKFRQMRLQVLPSRUWDQWYRLFHV
such as Antonio Gramsci (1999), Paulo Freire (1996), Frigga
Haug (2018), Henry Giroux (2017), bell hooks (2010) and many
more. Another interesting link can be done to the pivotal project
of Cultural Studies here (Williams, 1993; Hall, 2000; Roman,
2015).
By teaching the elite on the one hand and rendering them
complicit to the social change necessary and supporting the
subaltern to get ready for taking an active part in civil society
on the other, Spivak’s work makes an invaluable contribution
WRWKHJRDOVRIFULWLFDOSHGDJRJ\HVSHFLDOO\LQWKHÀHOGRIDGXOW
education. At both ends of the spectrum she focusses on the
¶WUDLQLQJRIWKHPLQG·ZKLFK,ZLOOQRZGLVFXVVIXUWKHU
Teaching is about training the mind – rearranging desires
by changing epistemologies
The world needs an epistemological change that will rearrange
desires (Spivak, 2012f, p 2).
The colonial emperors knew very well how to use the tool of
education to change/train the mind of the colonized. The classic
H[DPSOHLV0DFDXOD\·V¶0LQXWHRI,QGLDQ(GXFDWLRQ·IURP
ZKLFK H[HPSOLÀHV WKH KHJHPRQLF IXQFWLRQ RI %ULWLVK FRORQLDO
HGXFDWLRQSROLF\,QKLVIDPRXV¶0LQXWH·0DFDXOD\VWDWHV
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I have never found one among them [orientalists with
expertise on Eastern languages] who could deny that
a single shelf of a good European library was worth the
whole native literature of India and Arabia. […] And I
certainly never met with any orientalist who ventured
to maintain that the Arabic and Sanscrit poetry could
be compared to that of the great European nations.
[…]It is, I believe, no exaggeration to say that all the
historical information which has been collected from
all the books written in the Sanscrit language is less
valuable than what may be found in the most paltry
abridgments used at preparatory schools in England.
(Macaulay, 02.02.1835).
Therefore – given the cultural superiority of European literature
and culture in Macaulay’s argument, he claims that the central
objective of educational policy is “to form a class who may be
interpreters between us and the millions we govern, - a class
of persons Indian in blood and colour, but English in tastes,
in opinions, in morals and in intellect’ ” (cf. Morton, 2011, p
71). This is one of the many examples where education was
(and is) used as a political tool to govern millions of people by
getting power over their minds, in this case by shaping organic
intellectuals (Gramsci) who act in favour of the hegemony
established by the colonial power. How effective the British
were can be measured when we see that even today English is
WKHRIÀFLDOQDWLRQDOODQJXDJHLQ,QGLDQH[WWR+LQGLDQGWKDWWKH
whole school system is still oriented towards the British School
System.
Spivak has a deep understanding of how the lives of
many disempowered groups are already damaged by dominant
systems of knowledge and representation. “I am speaking of
the scandal that, in the global South, in the schools for middleclass children and above, the felicitous primary use of a page
of language is to understand it; but in the schools for the
poor, it is to spell and memorize” (Spivak, 2008b, p 44). She
renders visible the fact that there are groups of people whose
minds were obviously never trained for intellectual work. They
are born to be peasants or workers and those responsible for
building an educational infrastructure never thought about
training them in order to enhance their chances of moving up
the social mobility lines and developing a democratic habitus
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which would make it possible for them to assume an active part
in civil society, engaging themselves in the struggle for social
justice for everyone.
W.E.B. Du Bois, thinking about an education feasible to
those who were living in slavery and shielded from any kind of
education for centuries, notes:
“So here we stand among thoughts of human unity,
even through conquest and slavery; the inferiority of
black men, even if forced by fraud; a shriek in the
night of freedom of men who themselves are not yet
sure of their right to demand it. This is the tangle
of thought and afterthought wherin we are called to
solve the problem of training men for life.” (DuBois,
2015, p 56).
6SLYDNIRFXVLQJRQWKHVXEDOWHUQWRGD\¶VROYLQJWKHSUREOHP
of training them for life’ and - in the tradition of DuBois –
WHDFKLQJWKHPKRZWR¶FRPPXQLFDWHZLWKWKHVWDUV· FI&DUXWK
2010, p.1023), also searches for answers to questions like:
What kind of education is necessary to train the mind, to
rearrange desires non-coercively in the face of historic and
present violence? How is it possible to interrupt desires and
visions which are embossed by the experience of the complete
deprivation of rights, exploitation, war, famine and permanent
humiliation? Some of the most important tools she names in
WKLVFRQWH[WDUHÀUVWDQHGXFDWLRQZKLFKLVQRWWREHTXDOLÀHG
in terms of years of schooling but in respect to the content and
the quality of the teachers and second, a constant training of
the imagination to open up other, powerful vistas in the minds
of those whose visions were oppressed by the hegemonic powers
for centuries.
As explained in the previous section, epistemologies have
also to be changed within the hegemonic powers. In the West,
she says, taking Columbia University, New York as an example,
the teacher can try to rearrange desires noncoercively
[…] through an attempt to develop in the student
D KDELW RI OLWHUDU\ UHDGLQJ HYHQ MXVW ¶UHDGLQJ·
suspending oneself into the text of the other – for
ZKLFK WKH ÀUVW FRQGLWLRQ DQG HIIHFW LV D VXVSHQVLRQ
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of the conviction that I am necessarily better, I am
necessarily indispensable, I am necessarily the one
to right wrongs, I am necessarily the end-product for
which history happened (Spivak, 2008b, p 23).
The change is therefore very much an existential change in
attitudes and the general stance towards one’s own position in
this world. Another tool Spivak names here, which should be
XVHGDORQJZLWKWKH¶UHDUUDQJHPHQWRIGHVLUHV·LVWKHSURMHFWRI
¶XQOHDUQLQJRXUSULYLOHJHDVRXUORVV· FI*URVV6SLYDNS
163). In an interview with Elizabeth Gross (recorded in Sydney,
1984), she cites an example to elaborate on this project: “To
P\ VWXGHQWV LQ WKH 8QLWHG 6WDWHV , WDON DERXW ¶LQVWDQW VRXS
syndrome’ – just add the euphoria of hot water and you have
soup, and you don’t have to question yourself as how the power
was produced” (ibid). You do not know what is actually inside the
soup as it is ready-made and the production process is invisible
to you. So Spivak demands the privileged in the West – however
GLVDGYDQWDJHGWKH\PLJKWEHWKHPVHOYHVWRUHÁHFWRQWKHJLYHQ
(ready-made) privileges they still have, and to understand that
to have these privileges means at the same time not to realize
and experience the positions and conditions of many others
who live in completely different contexts. This could be adapted
IRUH[DPSOHWRWKHIHPDOHDFDGHPLFÀJKWLQJIRUZRPHQ·VULJKWV
at a Western university who must not universalize her demands
for the female subaltern in the rural areas of the so-called
global south or to the metropolitan migrant [with a student
visa, scholarship, regular income etc.] who cannot just equate
her own experiences of racism and exclusion with, for example,
the Rohingya refugee living on the borders of Bangladesh.
The place from where one speaks is crucial for the question
of who will listen and what effects the speech will have. Spivak
exhorts especially those in privileged positions to be cautious
with their position. “One must begin somewhere” is a different
sentiment when expressed by the unorganized oppressed
DQG ZKHQ H[SUHVVHG E\ WKH EHQHÀFLDU\ RI WKH FRQVROLGDWHG
disciplinary structure of a central neocolonialist power. Spivak
notes:
LI WKH ¶VRPHZKHUH· WKDW RQH EHJLQV IURP LV WKH PRVW
privileged site of a neocolonial educational system,
in an institute for the training of teachers, funded
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by the state, does that gesture of convenience not
become the normative point of departure? Does not
participation in such a privileged and authoritative
apparatus require the greatest vigilance? (Spivak,
2009, p 64)
Vigilance and self-critique are crucial to Spivak’s work and even
though she is often accused of behaving like a diva, of being
arrogant and detached, there are few academics in her league
(and anywhere else) who are so consistent in their self-critique
and the openness for discussing their positions.
1H[W WR WKH ¶UHDUUDQJHPHQW RI GHVLUHV· DQG WKH DSSURDFK
RI ¶XQOHDUQLQJ SULYLOHJHV DV D ORVV· 6SLYDN VXJJHVWV WKH
QHHG WR ¶OHDUQ WR OHDUQ IURP EHORZ· DV DQRWKHU ZD\ WR FKDQJH
epistemologies in the West:
I suggest that we have something to learn from the
underclass immigrants, in the interest of a more just
modernity: the remnants of a responsible pragma
>«@:KDWLVQHZKHUHLVWKDWWKHGRPLQDQWUHGHÀQHV
KLPVHOILQRUGHUWROHDUQWROHDUQIURP¶EHORZ·OHDUQV
to mean to say […] I need to learn from you what you
practice, I need it even if you didn’t want to share a bit
of my pie; but there is something I want to give to you,
ZKLFK ZLOO PDNH RXU VKDUHG SUDFWLFH ÁRXULVK <RX
don’t know, and I didn’t know, that civility requires
your practice of responsibility as pre-orginary right.
To teach this saying is the support that cultural
workers and educators can provide for the entire
planet (Spivak, 2013, p 78 - emphasis in the original).
/HDUQLQJ IURP EHORZ DOVR GHPDQGV D VHOIUHÁHFWLYH VWDQFH
which can be developed as a result of un-learning one’s own
sublimity. If it is no longer just me, myself, who is the only one
LQGLVSHQVDEOH WKHQ , FDQ RSHQ XS WRZDUGV WKH ¶RWKHU· UHDOO\
learn from his/her practice, exercise my duty and my right to
EHUHVSRQVLEOHWRZDUGVWKH¶RWKHU·DQGDWWKHVDPHWLPHUHVSHFW
WKHVSDFHZKHUHWKH¶RWKHU·SUDFWLFHVKLVKHUUHVSRQVLELOLW\
While the training of the minds of the poorest aims at
empowering them to take an active part in civil society and
slowly change the oppressive hegemony, the training of the
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minds of the privileged aims more at un-learning their own
haughtiness and sanctioned ignorance.
These are what should, in Spivak’s perspective, be the
central aims of the humanities. But considering the ongoing
changes, she remarks: “It is a persistent effort at training
the imagination, a task at which we have failed through the
progressive rationalization of education all over the world”
(Spivak, 2008a, p 2).
:KDW·VOHIWRI$GXOW(GXFDWLRQ²,VHIÀFLHQF\WKHQHZHWKLFV"
Teaching in the humanities cannot sustain a calculable good.
This may be one of the reasons why, although I do not believe in
the immortality of the soul, teaching comes closest to sacred for
me (Spivak, 2009, p xi).
In the academic discourses of adult education, one of the most
IUHTXHQWO\ TXRWHG ¶UHYROXWLRQDU\· SHGDJRJLHV LV WKDW RI 3DXOR
Freire, as well as that of Antonio Gramsci with his concept
of hegemony and the project of Cultural Studies. Gayatri
Chakravorty Spivak’s work has found very little reception in
WKLV ÀHOG VR IDU HYHQ WKRXJK WKH ZKROH RI KHU FRQVLGHUDEOH
work has such a strong emphasis on education and as could
be shown, includes important insights and concepts, which
can be used for developing responsible adult education, one
that is aware of its own important role in civil society. We live
in a world where currently thousands of Rohingya are being
killed and displaced in Myanmar, as well as Kurds in Rojava
and Palestinians in Gaza, where racist killings in Western
countries are on the rise. This list could be continued,
identifying the persecution and killing of people just because
they belong to a group which is not the dominant one. At the
same time, we live in a world where climate change is a threat
to everyone, whilst those with the most power continue to
ignore the obvious facts at the expense of the poorest, in a
world where global capitalism is responsible for the suffering
RIPLOOLRQVZKRZRUNIRUWKHDIÁXHQWDQGZHDOWK\ZLWKDFKLOG
VWDUYLQJ HYHU\ ÀYH VHFRQGV 81,&()   ZKLOH LQ
Western supermarkets tons of wholesome food are wasted
every day. In short – as long as we live in a world where social
change is absolutely essential – it is crucial to re-think adult
education as a tool for social change.
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Institutionalized adult education started as a revolutionary
project, educating male workers in the industries of the West, to
UHQGHUWKHPFDSDEOHRIÀJKWLQJIRUWKHLURZQULJKWV+XPDQLWLHV
LQDFDGHPLDDOVRKDGDQ¶LGHDOL]HG·FRQFHSWRIVXVWDLQDELOLW\LQ
the early days, which “was to maximize imaginative training and
minimize the mind-numbing uniformization of globalization”
(Spivak, 2012a, p 2). Still, many of those academics who are
active in favour of critical adult education, support the idea
of a responsibility of adult education for social change, even
if it can’t be the panacea for the whole complex structure of
social inequalities of course (cf. Holst, 2018; Tett, 2018; LucioVillegas, 2018). But today, confronted with the curricula of the
current institutions of Adult and Higher Education, we have
WRDVNRXUVHOYHV´,VHIÀFLHQF\WKHQHZHWKLFVµ FI.LP "
Similar to the management strategies in the corporate industry,
LWLVWKHÀQDOÀJXUHVRIVXFFHVVIXOSDUWLFLSDWLRQSDVVHGWHVWV
numbers of participants and usefulness for the working place,
which are used as criteria to measure the success of education.
As I am currently working on a research project in this
context, let us take as an example the classrooms for German
as a Second Language in Germany and Austria where adult
migrants (most of them from the global south) sit and learn the
hegemonic language of the country they immigrated to. Spivak’s
perspectives on adult education help to inform the analysis of
what is happening inside these classrooms. They help us to
UHÁHFW RQ KRZ OHDUQHUV DUH DGGUHVVHG ZKDW NLQG RI WHDFKLQJ
PDWHULDOLVXVHGKRZUHÁHFWLYHWKHWHDFKHUVDUHDERXWWKHLURZQ
involvement in the migration regime of their country and how
the structural conditions of the courses are organised. Spivak’s
perspectives make it possible to connect our descriptions and
analysis to a wider global context. In this example, it becomes
obvious that we are missing a big opportunity. Instead of using
this fortunate circumstance in the global north of having so
much knowledge from different parts of the world to widen the
LPDJLQDWLRQWR¶OHDUQIURPEHORZ·WRGHYHORSWKHZKROHRIVRFLHW\
in respect of new ways of negotiating privileges, rights and even
ODQJXDJHXVHJRYHUQPHQWVIRUFHLPPLJUDQWVWROHDUQWKH¶QHZ
ODQJXDJH·ZKLFKKDVWREH¶SURRIHG·E\SDVVHGWHVWVDQGWKH\DUH
sanctioned if they fail. In case of failing, they suffer reductions
in welfare money, their residence and work permit is in danger
DQGVRPHWLPHVHYHQWKHLUFKDQFHVRIÀQGLQJDSODFHWROLYHLV
linked to their capability to reproduce the German language
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at a level allowing them to pass the test. While it is important
DQG D IRUP RI ¶HQDEOLQJ YLRODWLRQ· FI 6SLYDN E S   WR
provide possibilities to learn the hegemonic language, it is at
WKHVDPHWLPHXVHGWRVHOHFWWKH¶XVHIXO·IDVWOHDUQLQJPLJUDQWV
who can be integrated at the lower end of the job market from
WKH ¶XVHOHVV· VORZ RU QRWOHDUQLQJ PLJUDQWV ZLWK ¶XVHIXOQHVV·
GHÀQHGDFFRUGLQJWRQHROLEHUDOORJLF
The curricula include nothing which could support the
widening of the imagination – on the contrary. In the statelicenced course books, Germany and Austria are presented in
a highly essentialist culturally identitarian way, with remnants
of the civilizing mission to be found in almost every chapter (cf.
Heinemann, 2018). Taking Spivak’s use of aesthetic education
into consideration a lot could be gained to re-arrange the
learning environments, the teaching material and the learning
objectives. Another problem, which can be pointed at with
Spivak’s considerations, is that the teaching is directed only into
one direction. It is the migrants who have to learn the language
to adapt themselves to the receiving society. But in this concept
of one-sided-education the dominant group doesn’t get the
chance to develop, to un-learn their privileges, to learn from
below. “I go toward accessing the other through deep language
learning in the collectivity of the classroom” suggests Spivak
(2008a, p 2). But in Germany and Austria the only legitimized
¶RWKHU·ODQJXDJHVWDXJKWLQVFKRRODUHWKRVHZKLFKEHFDPH
powerful through colonial power: English, French, Spanish and
3RUWXJXHVH 7R DSSURDFK WKH ¶RWKHU· LW ZRXOG EH QHFHVVDU\ WR
teach Turkish, Arabic, Pashto, Russian, Tigrinya and many
more migrant languages. But there is no habit of and no
commitment to providing wider opportunities for learning these
languages. Spivak’s approach to teaching, which is very much
focussed on rearranging desires and changing epistemologies
at both ends of the spectrum by using the power of imagination,
can be of invaluable help when thinking about adult education
in the immigrant societies in the West today. She works with a
SHUVSHFWLYHRI¶FULWLFDOUHJLRQDOLVP· 6SLYDNDS DOZD\V
keeping the global perspective in mind.
Therefore, in times where migration movements from the
global south to the north are rising, critical adult education,
which is ready to accept its responsibilities for a less unequal
and unjust society, can gain a lot by considering Spivak’s way
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of thinking both parts – the regional and the global - together.
Adapted to our example – the postcolonial language classroom
in the Western Society – we have people from different parts
of the world, from the so-called global south, sitting together
LQ RQH FODVVURRP ZLWK D WHDFKHU ¶UHSUHVHQWLQJ· WKH UHFHLYLQJ
country. Although marked by radical lines of inequality, this
room is a rich contact zone (Pratt 2008) offering options for the
GHYHORSPHQWIRUSURWHDQQHJRWLDWLRQVLQUHVSHFWWR¶LGHRORJLHV·
¶YDOXHV· ¶QRUPV· DQG ¶XWRSLDV· +RZ WR XVH WKHVH RSWLRQV LV
something which has to be probed by those interested in the
development of responsible adult education - considering the
UHVSHFWLYHUHJLRQDOVSHFLÀFV
%XWRIFRXUVHWHDFKLQJLVQRW¶LQVWUXPHQWDO·+XPDQPLQGV
– luckily – are not as predictable as a computer programme.
For Spivak, it is obvious that “[o]ne cannot coerce while one
teaches, however at ease the teacher-class situation may be.
Whatever happens, happens in spite of scrupulously intended
teaching. That something will have happened is the assurance
and constraint in view of which one makes the attempt for
a collective rearrangement of desires (Spivak, 2008a, p 4)”.
She is not naïve in the hope she attributes to the powers of
teaching. Furthermore, referring to Marx’s Third Theses on
Feuerbach, she is very clear that it is essential, that “[t]he
materialist doctrine concerning the changing of circumstances
and upbringing forgets that circumstances are changed by [wo]
men and that it is essential to educate the educator him[her]self
(Third Theses on Feuerbach, Marx 1845)”. Thus, critical adult
education cannot be part of a counter-hegemonic movement
LIWKHWHDFKHUVWKHPVHOYHVDUHQRWUHÁHFWLYHDERXWWKHWDQJOHG
and intricate situation in which they live and teach. This is an
aspect which is very much neglected in teacher training at most
Western Universities and should be taken into account not
only in adult education but also for school teachers, who are
responsible for the education of children in mutual appreciation.
In her inspiring lecture in Vienna in 2017, Spivak makes
DGHPDQGWR¶GHKXPDQL]HHGXFDWLRQ· FI6SLYDN 
As we know about the destructive powers humans have and
still use against nature, against objects, against themselves
and especially against other human beings, Spivak makes a
FUXFLDO SRLQW 3HUKDSV WKH VROXWLRQ IRU D ¶EHWWHU ZRUOG· ZLOO EH
to eventually give up the false hope that love and care, which
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DUH GHHSO\ FRQQHFWHG ZLWK WKH LPDJH RI D ¶JRRG· LQQHU VHOI RI
the human being, will be the pivotal lever to change anything.
Instead we should – counter-intuitively - concentrate on
possibilities of how justice, less violence and oppression can
be brought into the world in spite of the constitution of human
beings – but still ab-using the greed that drives humans from
the bottom to the top.
Those responsible in institutions of adult education must
ÀQGZD\VRISURWHFWLQJWKHPIURPEHLQJH[SORLWHGE\WKHVWDWHDV
VLPSOHDFRO\WHV7KHÀQDQFLDOSUHVVXUHZKLFKZHLJKVRQPRVWRI
the institutions subsidised by the government is a real threat.
However, if we do not even attempt to resist, adult education
will have lost every chance to regain its revolutionary power.
Theories, produced in the academic sphere, also have to keep
this intricate responsibility in mind. Spivak can be a precious
part of those voices who lead us along this track. I will end here
with another of Spivak’s tailor-made quotes:
,IDFDGHPLFDQG¶UHYROXWLRQDU\·SUDFWLFHVGRQRWEULQJ
each other to productive crisis, the power of the
script has clearly passed elsewhere. […] The reader
must accustom herself to starting from a particular
situation and then to the ground shifting under her
feet (Spivak, 2009, p 58 - emphasis in the original).
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