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Abstract: The paper presented here criticizes the mainstream developmental approaches in psychology and proposes a relational understanding of human development. It brings together materials from two different research projects: ethnographic research that took place at an experimental vocational school in Germany from 2004 till 2005 and a posteriori research of an analogue school project that took place in Withrow School in Long Beach California, USA from 1994 till 1998. The analysis of the presented material demonstrates that ‘development’ is not something happening ‘out-there’, in the school or in the everyday life; neither is it just a discursive category specialists use ‘in-here’ to describe what is happening ‘out-there’. Development is exactly the product or the enactment or the relation between the ‘in-here’ and the ‘out-there’. This relation is mediated through documents, diaries, photos, CVs, and other tools. All these mediators fabricate linear time and development, as we know them in western modernity. Revealing the mediations necessary to fabricate development could lead to imagining radically new individual, collective, and societal developments—an endeavour which proves important especially with regard to the education of gender, class, and ethnic minorities.
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Time, Development and Representation

On considering the wide range of developmental psychological and educational research (see e.g. recent issues of Child Development), it can be inferred that the performative turn in the social sciences ADDIN EN.CITE.DATA 


(Butler, 1993, 1997; Conquergood, 2002; Haraway, 1991, 1997; Wulf, 2004; Wulf, Göhlich, & Zirfas, 2001) ADDIN EN.CITE  has had little effect on developmental psychology and educational science. What the performative turn strongly criticized is the deep-rootedness in modernity of the epistemology of representation. Building upon the epistemological grounds of objectivism, modern science (including pedagogy or educational science and developmental psychology) has until now tried to represent reality and to explain the world as a meaningful whole. According to historical anthropological approaches, standing behind this idea of a universal order is a dominant instance of God (Nietzsche, 1882/1974) or of the white male European adult (Foucault, 1971/1972; Wulf, 2004). As Hess argues, “modernist sciences tended to share a few general patterns: they developed theories that conceptualised their objects in terms of closed system dynamics, often with equilibrium principles….” This “modernist style in science was consistent with the modernist culture of the surrounding societies” (Hess, 1997, pp. 131-132). The other way round, science played important role in stabilizing and organizational principles of modernity (Law, 1994). 

The concept central to the representation of the world as a meaningful order has been that of linear or irreversible time. According to Hess, while Newtonian physics was “in a sense timeless and reversible” (Hess, 1997, pp. 130-131), in the 19th century the concept of irreversible time entered physics through thermodynamics. In this way, in the scientific discourse, time became perceived as irreversible and symbolically depicted as an arrow
. This concept has spread to a number of disciplines which conceptualized the world in evolutionary terms (biology, geology, anthropology, sociology, political economy, etc.). Piaget introduced the concept of irreversible time in psychology which in this way became ‘Developmental’
. As Perret-Clermont and Lambolez write: 

[Piaget…] instituted the so-called ‘genetic’ approach. Inspired by biology, he transposed to psychology the time inherited from natural sciences, reinterpreted the concept of evolution, and imported the concepts of assimilation, accommodation, and equilibration, investing them with an explanatory function (Perret-Clermont & Lambolez, 2005, p. 3)
Based upon the principles of assimilation, accommodation, and equilibration, the concept of development in mainstream psychology implies a linear time that moves toward a given end in which the minimum of possible activity is achieved, as depicted in picture 1. 
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Picture 1

As a result, the child’s actions and experiences, seen from a developmental-psychological point of view, form a continuum, a meaningful entity. This developmental continuum should lead to a rational universal individual—the conception of man that modern pedagogy is grounded on (Wulf, 2002). In terms of Vygotsky: 

Piaget represents the child’s mental development as a process in which the char​acteristics of the child’s thought gradually die out. For Piaget, the child's mental devel​opment consists of the gradual replacement of the unique qualities and characteristics of the child's thought by the more powerful thought of the adult. The beginning of the child's mental development is represented in terms of the solipsism of the infant. To the extent that the child adapts to adult thought, this infantile solipsism gives way to the egocentric thought of the child […] With age, the characteristics of the child’s thought begin to disappear. They are replaced in one domain after another and ultimately disappear entirely. […] [D]evelopment is portrayed as a process through which one form of thought is gradually and continuously being forced out by another. The socialization of thought is viewed as an external, mechanical process in which the characteristics of the child's thought are forced out. In this sense, development is comparable to a process in which one liquid – forced into a vessel from the outside -​replaces another that had previously filled the vessel. […] Development is reduced to the dying out of the characteristics of the child’s thinking. What is new to development arises from without. The child's characteristics have no constructive, positive, progressive, or formative role in the history of his men​tal development. Higher forms of thought do not arise from the characteristics of the child, but simply take their place. According to Piaget, this is the sole law of the child’s mental development (Vygotsky, 1934/1987, p. 175).
Vygotsky here criticizes Piaget for proposing that a child’s characteristics gradually die out while the potential higher forms establish themselves. Exactly the same criticicism is to be found in the work of the famous science and technology scholar Latour:  

[Development in Piaget] is the realization ‘in time’ of what was already there in potential (…) [it] unfolds determinations, but nothing really happens, exactly as it is possible to calculate all the positions of the pendulum from its initial position without the actual fall of the pendulum adding any new information (Latour, 2005b, p. 185)
Latour here claims that the past and the future in education and in developmental psychology are presupposed and that development is conceptualized as an arrow connecting them. In such a paradigm, it is impossible to create a situation with completely new properties – only another way of combining the already known properties is possible. Such a concept of time, as Ansell-Pearson argues, “sees in a new form or quality only a rearrangement of the old and nothing absolutely new” (Ansell-Pearson, 2002, p. 85; Stengers, 1997, p. 66). Valsiner also refers to the problem inherent in the assumption that every developmental theory should be consistent although everyday reality is inconsistent (see: Josephs, 1996). 

Not only the concept of ‘development’ but also the broader idea of continuous linear temporality and the epistemology of representation that underlies the concept of evolution have been much criticized by the so-called process-philosophical approaches of the late 19th and early 20th centuries. Implicitly or explicitly taking critical distance from modern natural-scientific understandings of time (such as thermodynamics and, later, relativity theory) and from continental substance philosophies (for example Plato, Aristotle, St. Augustine, Descartes, or Spinoza), scholars in different contexts and disciplines tried to establish new epistemologies, focusing not on time per se but on the processes that interlace matter and science, ‘matters of fact’ and ‘matters of concern’, nature and history. One could think in this respect of Whitehead’s process philosophy (Whitehead, 1929/1978), Peircian semiotics (Pape, 1988; Peirce, 1958),  Bergson’s concept of virtuality (Bergson, 1896/1991), or Tarde’s theory of invention, imitation and opposition ADDIN EN.CITE.DATA 


(Ansell-Pearson, 2002; for secondary literature see: Koutroufinis, 2007; Latour, 2005a; Sandbothe, 1998; Stengers, 2002; Tarde, 1897/1999) ADDIN EN.CITE . The concept of ‘representation’ has also been strongly criticized in the context of quantum physics by Heisenberg and Bohr (Bohr, 1928/1983; Heisenberg, 1927) and recently by the feminist scholar Barad (Barad, 2007).

All of these approaches claim that realities exist neither prior to nor outside of methodologies. As Law put it, science “is performative. It helps to produce realities” (Law, 2004, p. 143). Building upon these approaches, it seems to me that the concepts of ‘enactment’ or of ‘performativity’ are central in rejecting the epistemology of representation and the concept of linear time which unfolds ‘out-there’. The concepts of ‘enactment’ or of ‘performativity’ imply that: 

a) Reality is at the same time single but also multiple; it is an assemblage of relations (Deleuze, 1988; Deleuze & Guattari, 1980/1987). 

b) Reality does not exist objectively ‘out-there’ in the course of a linear temporality, but its very existence requires action for the reason that relations do not exist without action (Latour, 1987). 

c) Humans and objects, tools or materials are symmetrically involved in action (Latour, 1994). 

d) Different kinds of action enact or perform different relations, i.e. different realities. In this regard, what scientific action does is not to represent reality but to create different forms of presence and absence (Law, 2004)
Elaborating on the concepts of ‘time’ and ‘enactment’, in this paper I will search for alternatives to the mainstream developmental approaches in psychology. Drawing on the analysis of written documents produced in two different school contexts, I will deconstruct modern practices of ‘representation’ of development and suggest a relational understanding of development. Taking under consideration the recent problems and challenges of the education of ethnic, gender and class minorities (Benites & Fichtner, 2006), the aim of my study is to provide possible answers to the political question of how time and human development can be conceptualized so that freedom, imagination and movement are reflected and generated at school. 

Research field I: The School for Individual Learning-in-Practice

Considering that the issue of my research is political and related to the education of different subjectivities, I decided to devote my research to marginalized or peripheral subjectivities following critical educational and youth research ADDIN EN.CITE.DATA 


(Hall & Jefferson, 1976; Ivinson & Murphy, 2007; Walkerdine, 1990, 1997; Walkerdine, Lucey, & Melody, 2001) ADDIN EN.CITE . The subjects of my research are mainly young women and young men who come from ethnic minorities and/or low social classes. I had a particular interest in so-called ‘alternative’ educational projects and especially in educational projects that are addressed to marginalized subjectivities foregrounding values such as freedom or reflection—whatever the various connotations of these terms may be. 

The School for Individual Learning-in-Practice (name slightly changed for anonymity purposes), where I conducted the main part of my research, is an experimental school that combines social work, teaching in the classroom, and vocational education. It was set up in one of Germany’s biggest cities to serve only students who have hitherto been unsuccessful in their school career and have failed, two or more times, to be promoted to the next grade. It is intended to provide an alternative solution to abstract teaching and learning in classrooms for these students. The school was founded by a deeply engaged group of teachers who gradually developed this school model, a process that often involved a great deal of bureaucracy and difficulty. The school has a double function: seen as a place it is the center of supervision of the students by the teachers; seen as a space it is an area of mobility and individual initiative which creates a unique sense of freedom for students and teachers compared to the normal schools: students stay in the school establishment two days per week and in the city three days per week, where they accomplish apprenticeships or various self-organized learning projects. A second value included in the school curriculum is that of reflection or reflectivity in combination with a practical orientation: students are supposed to have various vocational experiences in ‘real-life’ contexts in order to find for themselves what they are interested in, and to make serious decisions about their future. In this context, ‘learning’ means both acquiring practical skills and learning about oneself ADDIN EN.CITE.DATA 


(Foucault et al., 2005; Foucault et al., 1988) ADDIN EN.CITE . 

The students of the school usually have an immigrant background, or stem from problematic home environments in which they are affected by either alcoholism and/or unemployment. The process of student selection results in approximately the same number of male and female students, as well as students of German and foreign (mainly Turkish) ethnicity. In regard to the cultural and economical capital of their families, one could say that these students come mainly from lower social classes and subcultures.¶ They are about 18 years old but continue to pursue a school education ending with a certificate that is normally obtained by students who are 15 years old. If all goes well, on finishing the school, the students have a certificate of a lower level of non-specialized education but are supposed to actively look for and obtain a low-paid job or gain a place for vocational training. 

Research field II: ‘Freedom Writers’

The second educational praxis my research deals with took place in one class of the Woodrow Wilson High School in Long Beach, California, USA, from 1994 till 1998. The main teacher involved in this practice was Erin Gruwell (English language teacher). The students who participated in the Woodrow Wilson High School shared quite a lot of similarities with the students of the School for Individual Learning-in-Practice, which I referred to above: different ethnic backgrounds, social exclusion, minor economic and cultural resources, family-related problems, similar age, and low educational level. Many of the students of both schools have been engaged in violent activities (both males and females). However, the students of the School for Individual Learning-in-Practice were much less often confronted with shootings and killings than the students of the Woodrow Wilson High School in Long Beach. 

It is important to mention here that, in contrast to the School for Individual Learning-in-Practice, the praxis I will refer to in the following, which took place at Woodrow Wilson High School, was not an activity planned in the curriculum and did not serve a particular given aim—exactly the opposite: it has been the result of a long process of sharing and understanding between the teacher Erin Gruwell and the students, which has been unpredictable. Reading Anna Frank’s The diary of a young girl and Zlata Filipovic’s A child’s life in Sarajevo, students began writing diaries about their everyday lives, which raised issues and classroom discussion on racial segregation, appearance and discrimination, domestic violence, misogyny, dyslexia and attention deficit disorder, homosexuality, loss of friends and family members in shootings, etc.

Students felt the need more and more to publicize their voice and, in 1997, students’ diaries were ordered thematically and chronologically and delivered as an unpublished manuscript to Richard Riley, the U.S. Secretary of Education. At the same time, the activities of the class of Gruwell in this context caused negative reactions from the school director and conservative colleagues—a fact that reinforced the group identity of the students. In 1998 they received the Spirit of Anne Frank Award for their commitment to combating discrimination, racism, and bias-related violence. The same year, 150 ‘Freedom Writers’ „walked across a graduation stage to claim their high school diplomas, a feat few people had thought possible“ (Gruwell, 2007b, p. 244). A year later the diaries were published by the teacher Erin Gruwell under the title The Freedom Writers Diary (Gruwell, 1999). The Freedom Writers Diary soon became very popular and has lead to a commercial film production with Hilary Swank by Richard LaGravenese (LaGravenese, 2006). It was followed by two other publications of Erin Gruwell: Teach with your heart and The Freedom Writers Diary Teacher’s Guide (Gruwell, 2007a, 2007b)
.

Methodology

In the following I do not want to compare the different educational practices, because I believe that both have been developed in unique ways in particular local contexts so that it is impossible to compare them on the ground of common principles, values, and methodologies. What is more: very different people with different motives have been involved in each educational practice so that it would be impossible to ‘copy’ either the one or the other practice and transmit it to the other context. I will try, however, to refer to the practice followed in Long Beach in order to reflect upon the fabrication of development at the School for Individual-Learning-in-Practice from a ‘meta-perspective’. For this I will mainly compare the written narrations of two young women with migration backgrounds on their present and future situations. The first narration was written as a ‘daily report’ in the School for Individual Learning-in-Practice and the second narration as a ‘diary section’ in the context of the ‘Freedom Writers’ project at the Withrow School. 

My research materials that refer to the School for Individual Learning-in-Practice come from my year-long ethnographic research project. As a school psychology trainee and a PhD researcher, I participated in the everyday life of this school for one school year. I used a variety of methods to document semiotic and material agency, emphasizing the ‘connections between the actants’ ADDIN EN.CITE.DATA 


(Latour, 1987, 2005a) ADDIN EN.CITE  and the interdependencies of semiotic and material aspects of agency. Generally speaking, I documented the circulation and use of all possible sorts of written language employed at school and collected its photocopied versions. The fact that teachers trusted me completely and regarded me as a colleague in addition to my respect for formalities (e.g. anonymity) enabled me to access all school documents. My friendly and trustful relationship with the students allowed me access to all documents that they produced. 

What I also documented was the movement of students and teachers between different places and the construction and ritualized use of these places (e.g. announcements on the notice board on the classroom wall, the arrangement of chairs and other pieces of furniture, the rituals of entering the classroom, etc.). Another aspect on which I regularly focused was the use of technological equipment (mainly PCs but also phones, mobile phones, etc.) and the use of files. In particular settings, I also documented the use of other artifacts, e.g. drawings, films, drinks, clothes, etc.  The material presented below
 is a result of this methodology, which is rather unusual in social sciences. 

The materials that refer to the Freedom-Writers project come from the books the teacher E. Gruwell has published about this project (Gruwell, 1999, 2007a, 2007b) and from ongoing a-posteriori research in regard to this project. All discursive materials have been analyzed according to the Documentary Method of Interpretation (Bohnsack, Nentwig-Gesemann, & Nohl, 2001). The analysis of the circulation of documents, field notes, and video-recordings has been inspired by ethnographic and science and technology studies approaches ADDIN EN.CITE.DATA 


(Emerson, Fretz, & Shaw, 2003; Jessor, Colby, & Shweder, 1996; Latour, 2005a) ADDIN EN.CITE . 

 In the following section, I will employ parts of these research materials for the purposes of the present argumentation. I will try to study development as semiotic-material ordering (Kontopodis, 2007) focusing on the question of how new relations come out of old ones, and how a qualitatively different future can emerge out of the past ADDIN EN.CITE.DATA 


(Bowker, 2005; Deleuze, 1994; Deleuze & Guattari, 1980/1987; Stengers, 2002) ADDIN EN.CITE .

Students represent their everyday life and development at the School for Individual Learning-in-Practice

Samira (pseudonym), a female student of Turkish ethnicity, wrote on the 18th of February 2005: 

On the third day I actually did nothing special. As always, I was there at 9.45. I immediately folded the towels, then I (...) The first customer came at 10 o’clock —he had a dog with him which barked and got on our nerves the whole time. In the meantime I took off the curlers (off the doll head), which I’d put on yesterday: it looked really good. In short, I was proud of myself, the curls looked really great and well-done right to the roots. #Mike# said so too! (…) With the haircut it didn’t work so well, but fortunately a customer came, and #Anna# was to do the same for her. I observed attentively from the beginning till the end. And on Wednesday I am going to try this again. 

Here Samira documents, in writing, the tasks she was engaged in as well as their evaluation by the adults working at a hairdresser’s, the place of her Learning-in-Practice project. As a student of the School for Individual Learning-in-Practice she is obliged to write daily or weekly reports for her supervising teacher on her activities carried out during her vocational training outside the context of the school. The teacher can thus witness and evaluate her performance at the place of the Learning-in-Practice—even if only from the perspective of the student. Samira writes and the teacher can read the sentences into which events are translated. The daily and weekly reports mediate the teachers’ presence at non-school sites: It is the third day of Samira’s vocational training; the narration starts at 9.45 a.m., then moves to 10.00 a.m., etc. A continuous temporal past space is fabricated here. All throughout the report, everyday life events are objectified into sentences written in (German) past tense and put in a sequence, producing continuity. Last but not least, in the German construction “Ich habe + Partizip Perfect + from the beginning till the end” exactly this continuous temporal space is summed up and a connection to future events is made (“And on Wednesday, I am going to try this again.”). 

What is here disclosed is that Samira (re-)views what happens ‘out-there’ from ‘in-here’ in the context of a concrete situation. She is sitting at her desk in the classroom (in-here) and under the guidelines of the supervisor teacher translates a multiplicity of events that have taken place during her vocational training into a meaningful whole which is temporally ordered (out-there). ‘Translation’ here indicates that information is not just ‘transported’ but is condensed, generalized, individualized, modified so as to be used in further settings for different purposes (Law, 1997; Serres, 1980/1982). 

An important element of this translation is the fact that action is individualized and the writing subject is put at the center of the narration. Another important element of the translation is the enacted temporal order that makes what has happened during Samira’s vocational training meaningful to her and to the teacher who is going to read her report. This temporal order is, however, not only narrative or semiotic, but also material; it is materialized in the written report, which is saved in the student’s personal file so as to be circulated in various settings and to be taken under consideration in future activities, such as counselling, evaluation, etc. The enacted temporal order not only considers the past, but also the future. The events and ongoing actions that have taken place during Samira’s vocational training are meaningful in regard to a future state which should be achieved, that of being rational (Wulf, 2002), adult (Holzkamp, 1993), citizen (Agamben, 2004, 2007), worker (Foucault, 1971/1972, 1979) or job-seeker (Rose, 1999). This is clearly revealed in another report which is apologetic and witnesses the failure of another student in her vocational education at a Hairdresser’s. The report titled ‘My last day at the hairdresser salon #name#’1 was written by Huriet (pseudonym), a female student of Turkish ethnicity and is (translated from German by M.K.): 

I decided not to continue my apprenticeship at the Hairdresser’s #name#. There were very many reasons why I wanted to change my apprenticeship: e.g. because it is located too far away—I wanted a site of apprenticeship that is close to where I live. (Another reason was that) it was not for me, the hairdresser’s simply was not my world. I had the impression that I was like a cleaner. They gave me only cleaning tasks ... I am now completing my apprenticeship in the Cafeteria and it is a lot of fun. I hope that I can also orient myself for my future.

Huriet here narrates an unsuccessful internship at a hairdresser’s that she broke off. Given the fact that the vocational training at a hairdresser’s has been unsuccessful, the student informs the supervising teacher about the present situation in a second vocational training and expresses her concern about her future professional orientation. The report answers implicit questions such as: ‘where do events and actions lead to?’, ‘is the vocational training successfully leading to what is pre-defined as successful end?’ The state of being a worker is here the implied successful future that is at stake and to which the different events, experiences, and actions should lead. It seems that the temporality the report enacts is the one depicted schematically in picture 1 (see introduction). The past and the future are presupposed and time is conceptualized as an arrow connecting them. 

In her article ‘Beyond Deveplomentalism?’, the critical developmental psychologist Walkerdine argues that development, conceived as progressive evolution, is a ‘central trope in modern narratives of the individual’ (Walkerdine, 1993, p. 455). Walkerdine describes how the concept of development itself universalizes the European and masculine such that ‘peripheral subjects are rendered pathological and abnormal’. Samira and Huriet may be seen as such subjectivities. Holzkamp also referred to this phenomenon as ‘colonializing of childhood’ and analyzed how even ‘sozialpädagogische’ and left-oriented educational projects view children’s and youngsters’ development in normative terms (Holzkamp, 1983, 1995/1997). 

Development after representation: ‘Freedom Writers’

While the students of the School for Individual Learning-in-Practice have written daily and weekly reports as the one presented above on their individual vocational educational projects, the students of the Woodrow Wilson High School have written anonymous diaries which have been circulated in the class. In this regard, what has been quite similar in both educational projects, that of the School for Individual Learning-in-Practice and of the Woodrow Wilson High School in Long Beach, is that students in both schools engaged in describing their everyday life in writing. However, significant differences may also be observed. An extract of these diaries is presented below: 

Growing up, I always assumed I would either drop out of school or get pregnant. So when Ms. G. started talking about college, it was like a foreign language to me. Didn't she realize that girls like me don't go to college? Except for Ms. G., I don't know a single female who’s graduated from high school, let alone gone to college (…). So when Ms. G. kept saying that ‘I could do anything’, ‘go anywhere’, and ‘be anyone’-even the President, I thought she was crazy. I always thought that the only people who went to college were rich white people. How did she expect me to go to college? After all, I live in the ghetto and my skin is brown. But Ms. G. kept drilling into my head that it didn't matter where I came from or the color of my skin. She even gave me a book called Growing up Chicano about people who look like me, but made it out of the ghetto. In class today she made us do a speech about our future goals. I guess some of her madness was rubbing off on me because I found myself thinking about becoming a teacher. I began to think that I could teach young girls like me that they too could ‚be somebody’ (....). For the first time, I realized that what people say about living in the ghetto and having brown skin doesn't have to apply to me. So when I got home, I wrote this poem: 

„They Say, I Say: They say I am brown/I say I am proud/They say I only know how' to cook/I say I know how to write a book/So don't judge me by the way I look/They say I am brown/ I say I am proud/They say I'm not the future of this nation/I say/ Stop giving me discrimination/Instead/I'm gonna use my education/to help build the human nation“. I can't wait to read it to the class tomorrow (Gruwell, 1999, pp. 202-204). 

An anonymous female ‘Freedom Writer’ of Chicano background has written the extract presented here. The anonymous ‘Freedom Writer’—according to her self-biographical account—had been expected to either drop out of school or get pregnant because of her ethnicity. Walkerdine has extensively analyzed how gender, ethnicity, and social class are expressed in social expectations about education and career, therefore affecting girls’ and young women’s performance ADDIN EN.CITE.DATA 


(Walkerdine, 1988, 1990, 1997, 1998; Walkerdine, Lucey, & Melody, 2001) ADDIN EN.CITE —which was also the case of Samira or Huriet briefly referred to above. The anonymous ‘Freedom Writer’, however, instead of accepting this ‘future’ as self-evident, views from a meta-perspective how this ‘future’ is fabricated. As in most diary extracts created at the Woodrow Wilson High School, the anonymous ‘Freedom Writer’ does not produce an ‘objective’ account about what has happened ‘out-there’ (college) but reflects about how the ‘out-there’ relates to the ‘in-here’ (ghetto) and how this relation is mediated by what people say about living in the ghetto and skin color. Here, the anonymous ‘Freedom Writer’ does not report or reflect about her school performance as Samira or Huriet did, but about her relations to the world. In this way the linear temporality is broken and there is no arrow leading from past to a given future. It is thus possible to view reality from the standpoint of the new (Fichtner, 2005, 2007) and to imagine very different futures. In contrast to the usual limited expectations of students of Chicano ethnicity, the anonymous ‘Freedom Writer’ thinks that she will follow higher education and ‘help build the human nation’. 

The difference between the examples from the School for Individual Learning-in-Practice and the Freedom Writers’ project is that in the first case, development has been represented and enacted as development towards the possible and not as development without any given end. Future and past have been presupposed and time or development has been the objective line connecting them. What is concealed in the above-mentioned examples is that Samira and Huriet are somewhere ‘in-here’, e.g. in the classroom, and regard what is happening ‘out-there’ at the places of their vocational training. They remember and forget past events (Middleton & Brown, 2005) translate ongoing action as well as emotional and sensual qualities into a meaningful whole, and witness an either ‘successful’ or ‘unsuccessful’ future. Notes and memos, reports and other material-semiotic tools such as CVs, students’ files, questionnaires, etc. (Kontopodis, 2007, 2009) mediate the relation between the in-here and the out-there as depicted in picture 2: 
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Picture 2

Reports, memos, and other material-semiotic tools—‘maps’ or ‘images’ according to Deleuze & Guattari—belong to time and do not represent time. In his critique of the modern notion of representation in Cinema 1 and 2, Deleuze introduces a new concept of time: that of time-image (Deleuze, 1986, 1987). The hyphen in the compound word ‘time-image’ designates that image belongs to time and does not just represent time (Kozin, 2009). Following Deleuze (1986, 1987) and Deleuze & Guattari (1980/1987), one could argue that a written narration, a picture, a diagram etc.—in their terms a ‘map’—is not a representation of reality but a mediator or a translator that does not just represent something already existing but creates new realities—virtual ones. 

However, usually this kind of mediation remains invisible, so that the past appears to lead linearly and automatically into the future. Multiple pasts and futures, i.e. ‘virtual realities’, are thus excluded. What happens as a result is, according to Latour, a ‘fabrication’ of time (Latour, 2005b). How can this fabrication be broken or remade? 

Latour suggests that if the relations of entities that fabricate the development, i.e. “the sorts of connections, short-circuits, translations, associations and mediations that we encounter daily” (Latour, 2005b, p. 181) are revealed, then difference is possible: potentiality turns into virtuality. This has been the case for the anonymous ‘Freedom Writer’ presented above and for the other ‘Freedom Writers’. Advancing the concept of ‘virtuality’ of Bergson (Bergson, 1896/1991), one could claim that there can be endless ways of relating a past, a present, and a future to each other, i.e. there can be endless pasts, presents, and futures. There are multiple ways of enacting pasts, presents, and futures by interrelating them. In this sense, development could be ‘un-limited’ and institutional memory and biography could fuse with imagination.

Of particular importance in the anonymous ‘Freedom Writer’’s diary, presented above, is that the diary is not addressed towards a teacher who embodies institutional control but towards potential readers (the other students and the teacher) who eventually share similar experiences or face similar problems. Writing an anonymous diary is thus a kind of emancipatory memory work that regards individual experience(s) from a collective perspective ADDIN EN.CITE.DATA 


(Haug, 1987, 1992; Stephenson & Papadopoulos, 2006) ADDIN EN.CITE . Reading a book (the anonymous ‘Freedom Writer’ refers to the book Growing up Chicano), watching a film, or perceiving a piece of art are practices that support this kind of social reflectivity. Diaries, books, and works of art mediate the communication between various subjectivities who are confronted with similar problems and enable them to view reality not in developmental terms, i.e. in terms of potentiality (development towards a given end), but in terms of virtuality (Bergson, 1896/1991; Deleuze & Guattari, 1980/1987). This kind of relation is ‘virtual’ in the sense that the written narration mediates the presence of non-present subjectivities, creating multiple temporalities and relations between places ‘in-here’ and ‘out-there’.

Mediators are of particular importance because they enable concrete relations between subjectivities while rendering other relations impossible. Usually mediators used in school settings (i.e. discourse, school files, reports, teachers’ memos, etc.) fabricate time and development towards a state of equilibrium and not as a drama. As a result existing power relations are maintained. This concept of development which dominates developmental psychology, educational science, and modern education, is grounded on the model of irreversible time, which stems from thermodynamics and evolutionary theory. In this context, the self is the main locus of control: institutional control and later self-control (Foucault et al., 1988). When the semiotic-material mediations which fabricate times become visible, it becomes possible to get ‘involved’ with them and to change them. The enacting of the past, the present, and the future is then an actualization of virtualities and not just a realization of potentialities.

Following Bergson, from the viewpoint of theory there is no difference between the potential and the real. Something is already given as ‘potential’ and simply has existence or reality added to it when it is ‘realized’. Conversely, the virtual is real but not actual (Bergson, 1896/1991). In actualizing itself, it does not proceed by limitation or exclusion but rather must create its own lines of actualization in positive acts that require such ‘a process of invention’ (Ansell-Pearson, 2002, p.72) that it diverges or differentiates itself from itself. At the moment when the self is dissolved and social relations are made visible, time is no longer linear and the future is no longer predictable. Individual development and societal development merge into each other and lead to radically new realities. In my view, a student’s development is virtual if it is radically redefined: not as individual development but as social development of new relations between different subjectivities ADDIN EN.CITE.DATA 


(Daniels, 2001; Lave & Wenger, 1991) ADDIN EN.CITE , i.e. as development towards the coming community (Agamben, 1993). 

Development conceptualized in these terms can vary endlessly: “The connections developed between people can fundamentally alter those involved, without necessarily making each ‘more like’ the other” (Stephenson & Papadopoulos, 2006, p. 107). Etymologically, virtual (Virtue, virtuous) means full of virtue, i.e. the capacity to act:  ‘By the virtual we understand the set of powers to act (being, loving, transforming, creating) that reside in the multitude’ (Hardt & Negri, 2000, p. 357). The fact that many of the ‘Freedom Writers’ have graduated with college degrees, some have earned master’s degrees or Ph.D.s. and continue to contribute to the day-to-day running of the Freedom Writers’ Foundation, a non-profit organization which offers teacher training workshops and scholarships, could be seen as an example of how ‘virtual’ social relations may look like. 

Outlook: From potentiality to virtuality 

According to modern ontologies and temporal orderings, time and human development are objective phenomena ‘out-there’. In this context, development is represented, assessed, spoken about, etc. The argumentation presented above elaborates on the concept of ‘mediation’ and challenges the idea of representation of time and development as such. The analysis  claims that time and development are enacted relations. Such an approach renders the role of mediators visible, showing how they create times and realities—instead of just representing them. The models of irreversible time and of human development regard from ‘no-where’ a reality ‘out there’ instead of studying the mediations, translations, and performative interrelations between the phenomena studied somewhere ‘out there’ and the settings of knowledge production somewhere ‘in here’. ‘Development’ is not, however, ‘out there’ ‘in time’ or ‘in the other’ but is always created from a perspective and through mediation. 

In his detailed study of the work of Vygotsky and its current interpretations, Papadopoulos concentrates on the notion of ‘mediation’ (Papadopoulos, 1999) and regards the work of Vygotksy as ‘anti-modern’. He focuses on the relations of the notions of subjectivity, mediation, context, and performativity
 in Vygotsky’s work, and examines their strong political implications. At the same time it is widely accepted that the notion of mediation was not thoroughly examined either by Vygotsky or by other psychologists of his time. Advancing Vygotsky’s understanding by referring to the cases of the students of the School for Individual Learning-in-Practice in Germany, Samira and Huriet, and to the case of the anonymous ‘Freedom Writer’ of the Woodrow Wilson High School in Long Beach, California presented above, we could claim that reports, diaries, photos, teachers’ memos and other tools mediate ‘development’, applying a particular material-semiotic temporal order upon action. They filter what is transmitted from ‘out-there’ to ‘in-here’ and vice-versa, thereby generating institutional remembering and forgetting (Middleton & Edwards, 1990). Development is thus a material-semiotic ordering taking place in school and in other educational institutions. Material-semiotic orderings that enable freedom and imagination are those which do not regard development as something happening out-there, but as a mediated relation between the ‘in-here’ and the ‘out-there’ enabling unthinkable socio-material futures to be imagined and achieved. 

However, in the context of the modern educational organization, teachers and students but also educational science and developmental psychology usually try to explain what adolescence, youth, and development are. Even non-mainstream alternatives such as the anthropology of childhood or cultural psychology, which otherwise differ greatly from mainstream approaches, often claim to represent youngsters, adolescences and/or developments. Scientists, teachers and students usually ignore or conceal the mediations required for this and believe that what they represent as development of a particular student ‘in-here’ is identical with what happens ‘out-there’. In this way, development is objectified. In the context of reflection tasks, consultation, and evaluation practices, students and teachers accept the semiotic linear temporal order as the only possiblility—which in turn shapes their further motives, decisions, and actions. In such a paradigm, it is thus impossible to create a situation with completely new properties and development unfolds towards the known and not towards the unknown. 
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� Prior to thermodynamics, other domains of human thought such as mythology (e.g. ‘Chronos’) and religion (e.g. Christianity) also envisaged time as irreversible. 
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� The Freedom Writers’ approach, especially as it was presented in the film, has been criticized because of reproducing the romantic understanding of the teacher as a hero who should sacrifice her/his personal life to overcome broader social and educational deficits, which state institutions are responsible for � ADDIN EN.CITE <EndNote><Cite><Author>Chhuon</Author><Year>2008</Year><RecNum>477</RecNum><record><rec-number>477</rec-number><foreign-keys><key app="EN" db-id="esw29wx98evxamew9zrpdz5fzp5pt5wf5f0d">477</key></foreign-keys><ref-type name="Online Database">45</ref-type><contributors><authors><author>Chhuon, Vichet</author><author>Carranza, Francisco</author></authors></contributors><titles><title>Book Review: Conchas, G. Q. (2006). The Color of Success: Race and High-Achieving Urban Youth. New York: Teachers College Press.</title><secondary-title>Urban Education Online</secondary-title></titles><pages>1-5</pages><volume>20</volume><number>10</number><edition>January 22, 2008</edition><dates><year>2008</year><pub-dates><date>August 15, 2008</date></pub-dates></dates><urls><related-urls><url><style face="underline" font="default" size="100%">http://uex.sagepub.com/cgi/rapidpdf/0042085907311018v1.pdf</style></url></related-urls></urls></record></Cite></EndNote>�(Chhuon & Carranza, 2008)�. The book, however, may also be perceived as a richer source of information if not analyzed from a teacher-centered perspective. 





� Further research materials involved in my interpretations but not explicitly presented here come from teachers’ discussions and interviews with the students. I audio-recorded and later transcribed about 17 hours of teachers’ organizational meetings that took place every week. I also audio-recorded and transcribed 21 such ¶semi-structured, open-ended expert interviews with the students. Furthermore, my ethnographic research material consisted of video-recordings of class activities and field notes. 





� I use this term to summarize in one word an aspect of Vygotsky’s approach Papadopoulos refers to periphrastically, for details s. Papadopoulos, 1999, p. 322.
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