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—4a missionary process envisaging teachers as ey angelists of
knowledge and proselytisers of rationality, conceiving teaching
as a vocation;
—a mercenary process conceiving teaching as a mode of produc-
tion of exchange-values of knowledge addressed 1o the creation of
income, and the means of income, sufficient to meet the hazards of
ever growing material needs and the demands of unconscionable
sociability (e.g., teaching stints overseas 1o provide for dowry pay-
ments for Professor’s “double-graduate™ daughters);

—a professional process in which ceriain knowledge-jobs and

cognitive tasks have to be routinely performed as in any other

profession.

These seven images of ‘teaching’ do not, of course, provide even
a glimpse of a whole range of other notions of teaching. These include,
for example, teaching career as a background to or means of

——pursuing of administrative or trade union career paths at campus

and national levels; _

~—social mobility, especially for the scheduled castes and tribes

and other disadvantaged stratas and classes;

——organized assertion of gender equality;

—pursuit of other mid-life passages such as leadership roles in

national, educational, research or scientific organizations, policy-

Planning, United Nations Systems assignments;

—ex-officio credibility in public and political life (just note how so

many politicians flaunt their ‘professorship” ).

These—and associated uses, symbolic andins trumental—ofteach-
ing careers certainly affect, in major and minor ways, current theories
and the practice of teaching. They must also affect somewhat social
and political development. They cannot, therefore, be ignored. But in
what follows I look upon teaching as a set of processes and practices
which a group of people commonly called ‘teachers’ engage in for a
substantial portion of their thinking lives. And 1o my mind these seven
images capture, in myriad ways, the traditions of teaching which
provide both constraints and Opportunities, as the case may be, to the
future entrants to teaching.

But, first, let me beginwitha retrospection on myself as a ‘teacher. *
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These seven images of teaching did not emerge 1o cousciousness
when I first began teaching in the late sixties at the Sydney Law °
School's Department of Jurisprudence and International Law. The -
lamented Professor Julius Stone, a renowned authority in both these
fronuer fields of legal learning, was among the foremost Practitioners
of the model of teaching as an entrepreneurial process. He believed
that the classroom must be the site for transmission of knowledge in
all its evolutionary complexity and contradiction.

This required not just the mastery of fields of knowledge but an

found him as full of nervous tension, after thirty years of teaching, as
a novitiate teacher! For him, each class was an occasion to update a
section in an encyclopaedia of knowledge; each dialogue in the
classroom was a starting point for reformulation and research. 9

Now this great teacher is no more; and all we have left are a few 4
scattered memories. A couple of generations hence only his books will
remain; not his face or voice. Somehow we have all accepted the
distinction between the ‘oral’ and the ‘written’; leaching perishes with
the teacher, whereas the corpus of writings survives. [n a sense, as
Jacques Derrida said in a different context, Writing is a “carrier of
death” signifying the absence of the speaker.

Teaching, in the profoundest s
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! Try however I might, I could not answer these questions by
redoubtable displays of erudition in the classroom. The second ques-
tion I began to answer first. The good I can do for you, I said to myself
and still say, is to try and address the problems of a future which is not
yet impregnated with knowledge that was gathered in a past which
was not mine. Tome this is the central problematic of all pedagogy and
one which requires the utmost fierce integrily to keep in view.

The “past which was not mine” is no idle turn of phrase. There is
simply no way, for example, in which I can successfully communicate
the transaction of discourse on natural law in the Catholic tradition
from Thomas Aquinas and Dunus Scotus. It took me years of empa-
thy, not just erudition, to enter the spirt of theological tradition of
Christianity and years as well as 1o grasp Abu Hanifa's crucial
distinction between murder and culpable homicide not turning upon
the intention, as in modem law, but on the method of causing death or
the justifications of slavery in Aristoue or untouchability in Manu. In
ways I cannot articulate here, even when it possesses more than
fugitively haunting relevance, I cannot make their past mine.

m

Nor indeed can I possibly make my students. future my own. The
present which I share with them prefigures somewhat their future, but
I am already obsolescent. Try how hard I might, I simply cannot grasp
modern ‘rationality” which discourses the safety of nuclear weapons
or the inevitability of some ‘costs’ entailed in experimentation with
new forms of life, in the creation and reckless proliferation of lethally
hazardous chemical substances. And the world of the future is the
world of irreversible advances in science and technology which will
fundamentally alter in ways which [ can vaguely imagine, the very
conception of life and nature through the ongoing cybernetic and
biotechnology revolutions.

As a teacher, I constitute the site of articulation of both a past and
a future which are not my own to an audience for whom the presentis
merely a prologue to future they will live or endure as a daily reality.
To the question: “What good can you do for us?” my inchoate answer
~ has been 10 offer a critique of the past and the future, with equally
#  tenuous grounding in both. I wish for a greater coherence in my
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approach but it has so far eluded me.

I have found it relatively easier 1o answer the first question, as it
rns out. To this question: “What are you good for?” I say: “Do not
merely look at what [ say; look at what I do with what I say.” I simply
cannot carry conviction about whart I say to young minds unless they *
see that I mean what [ say about the rule of law, human rights, human
digniry,

Itis this question which led me 10 struggle successfully for a course
on law and aborigines at Sydney in the face of entirely comprehen-
sible faculty opposition. It is the search for an answer 1o this question
that has led me to bouts of social and legal activism in India, in many
A context, outside the classroom. Students constitute a jury every year
which determines whether a teacher is guilty or not guilty of reating
knowledge as a Brahaminic preserve or using it, outside and inside the
classroom, as a sword, as a hoe, as a broom, the badges of inferiority
of all other varnas,

To my mind, teaching and learning are acts of social intervention
and they are complete when knowledge accumulated the erudite way
is enriched by knowledge earned through encounters which interro-
§ale tyranny, injustice and exploitation enacted before our own eyes
€ven as we ‘teach’ and ‘leam’,

This is a position which carries enormous strains: it dislocates
received frameworks of scholarship and science, confuses bounds of
relevance, disrupts agendas of scientific work, demands accountabil-
iy, in most excruciating forms, (o the classroom and the society and
finally (without being exhaustive) €Xposes you 1o a nagging feeling
that one is not really good at any thing. I for one certainly wish that I
had found some other way of answering this first question. But it is oo
late for me now 1o start all over again.

The silent pressure of these questions has made me learn the truth
which Paul de Mann celebrated through the phrase: “dialectics of
blindness and insight " Even as I felt I Was ‘transmitting’ knowledge,
I realized that I was the carrier of mighty nescience in so many ways;
whatIdo not know is far greater than what, at any given pointof time, 4%
I can justly claim to know. Very early on, I developed an approach to
leaching as a confessional activity. Every time I bite at the fruit of
knowledge, I have 1o say, I realize the core of my ignorance,

Wresding with this truth, I learnt yet another: specialization is a
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multdimensionality of life's problems. If for the ‘ratiomalist’ the |
definition of the problem is the beginning of an ordered enquiry and
its ‘solution’ its terminus, for the *hedonist’ the definition of the
definitions is a problem and every solution appears as a disguised
problem. A

In terms of pedagogy, the rationalist teacher tends to sift the
“bright” from the “blighted” stdents, while the ‘hedonist’ lends to
maintain a community of learners. For the ‘hedonist’, students are
more than units of cognition; they are rather full, whole individuals
with life histories and futures. The teacher is no guru possessed of
charisma of knowledge; but an equally bewildered companion and
friend. The classroom is the site of collective ecstasies and catharses,
essentially therapeutic for both the teacher and the taught. For ration-
alist teacher, the teacher-taught relationships are principally cogni-
uve, not personal. There are no hurts, no joys; rather orderly ex- !
changes of knowledge through performance of tolerably well-defined
roles which structure appropriate social distances and alienations.

The teacher-taught relation here is especially a disembodied one, a
relaticnship between the ‘producers’ and ‘consumers’ of knowledge.
Bonds of sharing so conspicuous among the *hedonist’ teacher-taught
relationships are seen as threatening with anarchy the manicured
gardens of ideas in the ratonalist processes of ‘teaching’,

The hedonistic conception of teaching leads to the politics of
commitment to causes; the rationalist conception tends to maintain a
respectable, and safe, distance between knowledge and ‘politics’ of
action. If the hedonist, acerbically, accuses the rationalist calleague of
sublimaung her lust for power through scholarship. the ‘rationalist’
condemns the hedonist doing propaganda and politics from the sanc-
mary of superannuated tenures.

The hedonist regards extra and co-curricular activities as integral -

- aspects of teaching and learning: and for some amongst them, ex-

tended coffee-table conversations on life, letters and politics are as %

important as classroom teaching. For the rationalist, the later s

forbidden almost totally; the former is tolerated as a necessary evil.
The ‘rationalist’ has, being a disciplinarian, a horror of crude politics,
be it ‘teacher’ or ‘student’ politicking through unions. These disturb
the life of the mind: and interrupt, in unseemly ways, coitus cognitus.,
The ideal of a university is a citadel of knowledge without the

el
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lumpens, the loud-mouthed, politicking semi-literate students and
teachers who mistake profoundly the area of knowledge with that of
power.

Student and teacher ‘politics’ has 10 be tolerated as stoically as
- vice-chancellors whocome and go, suining in their movement the uni-
: versity as a site of reflective contemplation of matters which outlast
daily acts of politicking. If the lumpen teachers bring about acceler-
ated wage benefits, the prince among professors accepis these grace-
fully; these entitlements are an aspect of her natural right for which she
could have waited in the certain knowledge that they cannot be
thwarted for too long.

The ‘hedonist’ cannot, in contrast, avoid being immersed in cam- |
pus politics; for her, everything becomes a matuer of ‘principles’
despite the fact that nothing remains a matter of *honour’ in its rough
and tumble. The ‘hedonist’ thinks she learns from real life struggle as
much as through studies, teaching and research ; and has passionate
commitment to altering the conditions and institutions in which
knowledge is ‘produced.’ The *hedonist’ does not take conditions anc
processes of democracy as given but as ones created through acts of
struggle. For her, knowledge and power are related, even o a point
where one might have 10 say with Foucault that it is power which
creates knowledge.

For the prince among scholars, teachers (who, as it were, consider
teaching almost as a sensuous actuvity) constitute the lumpen ele-
ments, not 1o be allowed to storm the citadel of the aristocracy of the
mind. For the best among the *hedonistic” teachers, there is nothing
but hostle pity for the best and the brightest rationalist who teach and
know but have not lived: for, they have not experienced through
teaching “the daring of a moment’s surrender—swhich/age of pru-"«h
dence cannot retrieve.” iy

One could further refine and define these contrasts. You might say
that they are overdrawn. Perhaps, but these point to differences not in
degrees but rather of the kind. The difference is that between disci- ]
pline and joy—a difference that comes dilemmatically alive in other
arenas of life as well. And a difference which cannot be banished by
awkward mutations such as “joyous discipline™ or “disciplined joy.”

T
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AS a student in Rajkor, Bombay and Berkeley,
and Duke, Sydney and Sy rat, I have lived with
who have proved living embodiments of some
I have myself ambivalently moved from one (o
and circumstance,

In as impoverishing a society as India, and ag turbulent and trau-
matically changeful, I do not feel quite at home with the rationalist
€ understanding of the hedonistic
approach, and acceptance of some of its elements, as Catalytic not just
for me as a teacher but for entire ¢ampuses, and more crucially the
processes of life which surround campuses. For me. being a teacher in
Indiaistobe a deeply fractured, deeply wounded being, constantly in
throes of transition, forever being evicted from utopias and yet, for-
bidden by history from desisting from strugeles here and now for
whatever *justice’ against injustice.

and a teacher in Delhj
teachers and students
of these contrasts: and
the other in time, place
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