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Kritische Pädagogik und Bildung

Im Kontext aktueller gesellschaftlicher Auseinandersetzungen und kritischer Ein-
ordnungen werden in diesem Band ausgewählte theoretische und methodische
Ansätze des Marxisten, Philosophen und katholischen Sozialreformers Paulo
Freires aufgegriffen und diskutiert. Ziel der Beiträge ist es, Freires Positionierun-
gen und Impulse hinsichtlich kritischer pädagogischer Handlungsaufforderungen
mit erziehungs- und bildungstheoretischen sowie -praktischen Implikationen zu
spiegeln, um neue, die bisherigen Grenzen überschreitende Möglichkeiten der
Kämpfe für Gerechtigkeit und Solidarität benennen zu können. Seine radikale
Kritik an ungerechten gesellschaftlichen Verhältnissen, an Neuverhandlungen
von Bedeutungssystemen und fest verwurzelten sozialen Ungleichheiten dient
dazu, die Bildungssituationen und Bildungsprozesse in den aktuell bestehen-
den, postkolonialen neoliberalen Gesellschaftssystemen zu problematisieren. „Der
Kapitalismus ist unverändert fest verwurzelt, und zwar weltweit und mehr als
je zuvor. Die hiermit verbundenen alten Ungleichheiten bleiben bestehen. Sie
definieren die Lebenserfahrungen, beschränken die Hoffnungen und Wünsche
ganzer Gruppen und Klassen von Menschen, von Gemeinschaften und Gemein-
den. Daneben bringen diese Neue Zeiten neue soziale Spaltungen, neue Formen
der Ungleichheit und des Entzugs der Macht, über das eigene Leben verfügen zu
können, mit sich, die die alten Formen überlagern. Was als ‚Zweidrittel/Eindrittel-
Gesellschaft‘ bezeichnet wird, scheint das neue Muster zu sein, das für diese
Neuen Zeiten ebenso charakteristisch ist wie die flexible Spezialisierung und die
soziale Differenzierung. Nimmt diese Art der Ungleichheit in diesen Neuen Zei-
ten einen endemischen Charakter an, oder ist sie nur ein mögliches Szenario?
Was auch immer der Fall sein wird, so wird doch deutlich, dass das Potential für
Ungleichheit in einer bunten und heterogenen Gesellschaft größer nicht kleiner
ist“ (Hall & Jacques, 1989, S. 17).

V
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Anknüpfend an diese und ältere kritische Auseinandersetzungen, bspw. von
Theodor W. Adorno und Max Horkheimer, Klaus Mollenhauer, Jürgen Habermas
oder Hans-Joachim Heydorn, werden in diesem Band unterschiedliche Motive
der Kritischen Pädagogik Freires diskutiert. Ausgehend von dem Befund, dass
die Erfahrungen der Armen, Unterdrückten und Enteigneten der Schlüssel zum
Verständnis von Gesellschaftsgeschichte ist, entwickelte Paulo Freire eine Vorstel-
lung von Bildung, als Frage von Bewusstseinsbildung, als problemformulierende
Bildung und als prozesshafter, fortlaufender Vorgang. Bildung bedeutete für Paulo
Freire, sich selbst und die Welt zu begreifen: „Gerade in den dialektischen Bezie-
hungen zur Wirklichkeit soll Bildung als ein Prozess beständiger Befreiung des
Menschen behandelt werden; als Bildung die deshalb weder den Menschen iso-
liert von der Welt begreift – ausgehend davon, dass er diese in seinem Bewußtsein
schafft – noch die Welt ohne den Menschen“ (Freire, 1974a, S. 82).

Zentral in diesen theoretischen Überlegungen ist der Mensch und seine
lebensbedingten wie auch lebensgeschichtlichen Erfahrungen in den jeweiligen –
oftmals sehr spezifischen – sozialräumlichen Umwelten. „Wenn Menschen sich
mit der Welt in Beziehung setzen und auf die Herausforderungen ihrer Umwelt
reagieren, beginnen sie die Realität zu dynamisieren, zu beherrschen und zu
humanisieren. Sie fügen etwas von ihrem Eigenen hinzu, indem sie dem geo-
graphischen Raum eine zeitliche Bedeutung geben, das heißt, indem sie Kultur
hervorbringen“ (Freire, 1974b, S. 11). Mit der Infragestellung und Entmystifi-
zierung der gesellschaftlichen Bedingungen für die Bildsamkeit von Menschen
konnte Paulo Freire seine Überlegungen zu pädagogischen Formen dialogischer
Erziehung und Bildung als Grundlage für kritisches Denken etablieren. Kriti-
sches Denken bildet eine wesentliche Grundlage kritischen Handelns, dass die
Befreiung von inneren und äußeren Zwängen ermöglicht.

Kritisches Denken bildet eine wesentliche Grundlage kritischen Handelns,
dass die Befreiung von inneren und äußeren Zwängen ermöglicht. Handeln und
ermöglicht die Freiheit von inneren und äußeren Zwängen. Es kann eben nicht
darum gehen, den Menschen von außen zu formen, i. S. einer bloßen Wissensver-
mittlung, sondern um die Konstitutionsbedingungen von Reflexivität und damit
auch um „die Herstellung eines richtigen Bewusstseins. Beides wäre zugleich von
eminenter politischer Bedeutung: seine Idee ist, wenn man so sagen darf, politisch
gefordert. Das heißt: eine Demokratie, die nicht nur funktionieren, sondern ihrem
Begriff gemäß arbeiten soll, verlangt mündige Menschen. Man kann sich verwirk-
lichte Demokratie nur als Gesellschaft von Mündigen vorstellen“ (Adorno, 1971,
S. 107). Gelingende Bildung macht es möglich, dass Gleichheit und Nichtdiskri-
minierung erkämpft werden können, dass sich Menschen motiviert, berufen und
befähigt fühlen, gesellschaftliche Ungleichheiten zu verändern. „Freiheit wird nur
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im Kampf errungen, sie wird uns nicht geschenkt. Man muss ihr fortwährend und
in Verantwortung auf der Spur bleiben. Freiheit ist nicht ein Ideal, das außerhalb
des Menschen angesiedelt wäre, sie ist auch keine Idee, die zum Mythos wird.
Sie ist vielmehr die unverzichtbare Bedingung im Kampf um die Erfüllung des
Menschen“ (Freire, 1973, S. 34).

Die theoretischen Überlegungen Freires ermöglichen sicherlich nicht eine
umfassende und systematische Analyse der objektiven gesellschaftlichen Bedin-
gungen, der Strukturen von Ungerechtigkeit und Ausbeutung, jedoch können kon-
krete Ereignisverläufe, Entwicklungslogiken und Entwicklungsdynamiken sowie
Grenzsituationen in den Blick genommen werden. Nur im aktiven Erkennen der
Situationen, die Benachteiligungen, Diskriminierungen und Ungleichheiten verur-
sachen und manifestieren sowie in der aktiven Distanzierung und Überwindung
von diesen, können Vorstellungen über ein anderes Leben entstehen. Analyse,
Kritik und Selbstreflexion machen es möglich, dass Menschen selbstbestimmt
und vernünftig handeln, ideologische und vorurteilsbehaftete Einschränkungen
erkennen und verändern können. Die Realisierung von Emanzipationsprozessen
muss demzufolge das Ziel jedes pädagogischen Handelns sein, da eine ver-
wirklichte Demokratie nur als eine Gesellschaft von Mündigen vorstellbar ist
(Adorno, 1971, S. 107). Und daher kann es eben nicht nur darum gehen Bil-
dung mit dem Begriffen des Distinktionsgewinns, der Verwertung, der Kompetenz
oder Schlüsselqualifikation in Zusammenhang zu bringen, sondern es geht immer
auch um den gesellschaftspolitischen Bezug (Sünker & Krüger, 1999), um im
Sinne von Bourdieu (1998) die Reproduktion der herrschenden gesellschaftlichen
Verhältnisse zu entschlüsseln.
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Language Learning
and the Constitution of the Subject:
Freire and Lyotard on Agency,
Dialogue, and Silence

Kai Wortmann

I begin with a personal confession: While reading Freire’s “Pedagogy of the
Oppressed” for the first time many years ago, I felt constant unease. This was,
so I believe now, because of my then recent discovery of what is called “post-
modern” philosophy. This text is the result of my attempts of putting this feeling
of unease into words, of naming it, as for Freire precisely “naming the world” is
the “fundamental precondition” for any “true humanization” (Freire, 1970/1996,
p. 118).

One of the earliest insights of structural linguistics is that any naming works
based on the principle of opposition or difference to other “names”. The diffe-
rence I want to play with in this paper is the one between the theories of Freire
and Jean-François Lyotard. My aim is not to stage a battle between Critical and
Postmodern Pedagogy but to draw a productive contrast between the two authors
in which both commonalities and differences can be rigorously named.

As an angle for comparison, I chose the notion of “learner agency” as this
notion is frequently used in educational discourse, regardless from which theore-
tical background. My initial curiosity was sparked through the almost univocally
unproblematic use of this notion throughout almost all “camps” of educational
theory. By contrast, I think that what this notion means and whether it can be used
productively at all is dependent upon the theoretical background—and here there
is indeed a stark contrast between Freire’s Critical Pedagogy and one informed by
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Lyotard. I will elaborate on this intuition by focussing on the relations between
language, the subject that creates and is created by language, and education.

‘Critical Pedagogy’ is a broad term (Shor, 1992, p. 129; McLaren, 2000, p. 35;
Kincheloe, 2004, p. 5). What is at its heart, at least in the American discourse,
is the work of Paulo Freire (a judgement which was both stated by himself and
others, see Freire, 1993, p. ix; McLaren, 2000, p. 162). What is at heart of “lear-
ner agency”, in contrast, is subject to profound disagreements. In post-modern
times in which the subject has become unsettled, Critical Pedagogy has been pro-
ductively challenged (Kincheloe, 1995; Correa, 2007; Sternfeld, 2009; Vlieghe,
2018; Wortmann, 2020, 2022), and whether Critical Pedagogy supports learner
agency has become unsure.

The aim of this paper is to confront Freire’s eminent “Pedagogy of the Oppres-
sed” (Freire, 1970/1996, abbr. PO), which is widely seen as probably the single
most influential book on Critical Pedagogy, with Jean-François Lyotard, who is
widely acknowledged as key thinker of postmodernism due to his “The Postmo-
dern Condition” (Lyotard, 1984, abbr. PC) and “The Differend” (Lyotard, 1988,
abbr. TD). For this confrontation I will first analytically reconstruct Freire’s con-
cepts of the learner (1.1) and its agency (1.2). I will then draw a first criticism
on him (1.3) which will be the starting point for a critical comparison of Freire’s
concept of learner agency with Lyotard’s. Therefore, I will briefly introduce two
of Lyotard’s main concepts which I apply on Freire’s thoughts: the learner as
“metanarrative” (2.1) and agency as ethical task concerned with the “differend”
(2.2). Against the Freirean criticism that Lyotard’s concepts leave no room for
a pedagogical project of social justice, I will point out their inherently ethical
dimensions (2.3). Finally, I will bring both thinkers in dialogue on dialogue and
thereby provide an outlook on the insolvably contradictory views of the two
authors (3).

1 Freire: Learning to Name the World

1.1 Learner

For exploring Freire’s conception of the learner, I will draw first on three anthro-
pological aspects of Freire’s thought, i.e., the learner as a human, second on the
specific features of the classes which structure the social sphere, i.e., the learner
as positioned in the social order, and third on the two different forms of learning,
i.e., the learner as dominated or liberated by teaching.
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For Freire, a learner is first and foremost a human being. With the following
three aspects I want to lay down what I believe forms the general anthropologi-
cal foundation of Freire’s thought and what implications for educational activities
they have. 1) Freire emphasises that humans are situated in a social environment
and historical condition. Being in and with the world (PO, p. 25) always means
being in a concrete situation (PO, p. 90) of which one can become aware (PO,
p. 79). What follows is that educational activities must have the situations of
people as their content or object. 2) Both humans and their socio-cultural envi-
ronment in turn are created by humans (PO, p. 33) as humans can “separate
themselves from the world” as well as “from their own activity” (PO, p. 80).
Indeed, Freire sees this aspect as defining humankind in distinction to animals
(PO, p. 78–82), going as far as saying that “human beings are praxis” (PO,
p. 81). For Freire, individuals have the “historical vocation to be more fully
human” (PO, p. 37). What follows is that educational activities must aim for
progress in human development and society. 3) As fundamental modus of being,
without which humans cannot realise their historical task to create the world and
themselves, Freire conceptualises dialogue: “Dialogue is the encounter between
men, mediated by the world, in order to name the world” (PO, p. 69). To name
the world for Freire is not only a passive, reactive process but instead a trans-
formative one since it implies becoming aware of and transforming the world
(PO, p. 68–70). What follows is that educational activities must happen through
dialogue with the students or the oppressed respectively.

At the same time, a learner is not only a human being but in our historical
situation also oppressed, oppressor, or revolutionary leader. I will briefly present
the key characteristics of these categories. Freire conceptualises the oppressed as
“uncompleted beings” (PO, p. 25) and “semihumans” (PO, p. 48) which “have
no consciousness of themselves as persons or as members of an oppressed class”
(PO, p. 28) and are therefore divided between “following prescriptions or having
choices” (PO, p. 30, cf. p. 37). But not only the oppressed, also the oppressors
suffer from the current social order, in their case from pathological urge of objec-
tifying and dominating their surrounding driven by a prioritisation of having over
being (PO, p. 40–42) which leads them to dehumanise the oppressed. A third cate-
gory of humans are “revolutionary leaders” who employ “revolutionary wisdom”
which includes love, the “conviction of the necessity for struggle”, and authen-
tic dialogue with the oppressed (PO, p. 49, cf. p. 108). Together, oppressed and
revolutionary leaders are the agents of revolution (PO, p. 110, q.v. p. 162–164).

Since education is “an ongoing activity” (PO, p. 65) the learner must also
be seen in the process of learning. I therefore contrast education for domination,
which Freire calls “banking education”, with liberating education, which he calls
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“problem-posing education”. Banking education is characterised by the teacher
as the active subject and the students as passive objects. The metaphor refers
to the underlying assumption that knowledge is “banked” in the students just
like money in the bank (PO, p. 53). This transfer of knowledge has not reality
as its learning object but myths in order to keep the oppressed passive (PO,
p. 120–121, cf. p. 114). It therefore creates a culture of silence which is not in
line with the second anthropological aspect, namely the vocation of becoming
more complete human beings. The problem-posing approach in contrast uses the
third anthropological aspect, namely dialogue, for authentic education in which
the teacher and the learner equally act and reflect upon the world (PO, p. 74–
75). Equality is ensured by resolving the “teacher-students contradiction” (PO,
p. 60) and acknowledging that the learners “while being taught also teach” (PO,
p. 61). Authentic problem-posing education supports individuals in their process
of becoming more fully human (PO, p. 65).

1.2 Agency

To evaluate what agency means for Freire, I will present two features of his
thought. At first, it is important to remember that in an oppressive society, the
oppressed have no agency. Because of the culture of silence, i.e., their state of
lethargy and ignorance which was created by banking education, the oppressed
fear authenticity. Their agency as well as their aim for gaining back agency in
freedom and liberation is prohibited by the educational banking strategy, hence
this “false generosity of paternalism” (PO, p. 36) of the oppressors is a techni-
que of oppression. To regain agency, the oppressed must reflect and act upon the
world—enabled through problem-posing education. Since “no one liberates him-
self by his own efforts alone, neither is he liberated by others” (PO, p. 48), for
Freire a dialogical approach is the only way to regain agency. The medium of dia-
logue is language: “naming the world” Freire conceptualises as the “fundamental
precondition for their true humanization” (PO, p. 118)—an assumption that is
grounded in Freire’s own singular and highly influential pedagogical work, espe-
cially the extensive literacy campaigns he conducted (Freire & Macedo, 1987;
Burbules & Berk, 1999, p. 52–53; Stromquist, 2014, p. 549–551).
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1.3 Freire’s Learner Agency—and Utopianism

Freire never used the term ‘agency’ in the “Pedagogy of the Oppressed”, however,
many authors refer to Freire as a prominent thinker of agency (Giroux, 1987,
p. 11; McLaren & da Silva, 1994/2004, p. 58; Dale & Hyslop-Margison, 2010,
p. 110–111; Jeffrey, 2011, p. 76–78). In this sense, Henry Giroux writes: “Freire
believed that education […] was eminently political because it offered students
the conditions for self-reflection, a self-managed life and critical agency” (2010,
emphasis added).

My criticism now is that Freire remains largely vague regarding how a lear-
ner with agency would look like. Maybe this is unfairly stated if one sees Freire
as, “[l]ike most utopian thinkers, […] much clearer in his criticism and in what
he rejects than in the constructive educational theory which he proposes” (Elias,
1994, p. 121). Yet, Freire does use phrases like “the appearance of the new man”
(PO, p. 38). As an individual (s)he is a “new being: no longer oppressor, no
longer oppressed, but human in the process of achieving freedom” (PO, p. 31)
and sees whole humankind as a “project” (PO, p. 35). Pathetic phrases (or “pa-
thos formulas” in the words of Aby Warburg, cf. Rieger-Ladich, 2002; Sliwinski,
2008) like these without a clear outline of what they consist in almost cry for
critique—but, as I will show in turn, Freire’s basic concept of the learner already
provokes objections.

2 Lyotard: Learning to Recognize Differences
in Naming the World

2.1 Learner

The learner as an “uncompleted being” with the “historical vocation to be more
fully human” can be seen as metanarrative par excellence as far as it remains an
unquestioned and unquestionable, transcendent, and universal truth. I will in turn
first shortly present the concept of the metanarrative and then apply this to Freire’s
thought. From Lyotard’s perspective there is no generally accepted procedure to
legitimate the validity of truth claims such as a “historical vocation”—but just a
wide variety of different and competing ways to speak which he calls, with refe-
rence to Wittgenstein (1953/2003), “language games” (PC, p. 10, cf. Burbules,
2000). For Lyotard, metanarratives tend to unitise these different language games
and mask their fragility, for example by mixing descriptive and prescriptive state-
ments (PC, p. 36). Applying this to Freire’s anthropological thought we now can
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see the “narrative of emancipation” (PC, p. 37) in “humanity”—or, from a Mar-
xist perspective as Freire’s, the proletariat or oppressed (cf. PC, p. 36–37)—“as
the hero of liberty” (PC, p. 31). Indeed, Freire in the “Pedagogy of the Oppres-
sed” again and again mixes descriptive and prescriptive statements by claiming
necessity of his descriptions (e.g., PO, p. 31, 84, 109, 125–127, 141–142). The
position from which the metanarrative is told is described by Lyotard as follows:
“The narrator must be a metasubject in the process of formulating […] the legi-
timacy of discourses” and “in giving voice to their common grounding, realizes
their implicit goal” (PC, p. 34). This enables us to see Freire’s positioning of
himself as the one who knows which actions must and will take place.

2.2 Agency

But not only the metanarrative of becoming human can be questioned with Lyo-
tard, but also Freire’s assumption that alphabetisation leads to liberation. From
Lyotard’s perspective, literacy as such only integrates subjects in a specific lan-
guage game—in two senses: the subject learns a specific language game and in
turn is created by specific language games. In fact, for Lyotard the “subject can-
not be seen as a master of language games, a unifying power, but is rather a
node at which different incommensurable language games intersect” (Woodward
n.d.). In contrast to Freire, Lyotard sees language therefore not as something a
primarily existing subject can or cannot “have” or possess. Instead, he emphasi-
ses the multitude and variety of different language games. Therefore, not gaining
the possibility to “name the world” contributes to justice for Lyotard but the “re-
cognition of the heteromorphous nature of language games” (PC, p. 66), in short:
not more language but the recognition of differences between languages.

I want to briefly illustrate this argument with the intriguingly contrasting con-
ceptions of ‘silence’ within Freire’s and Lyotard’s theories. For Freire, the culture
of silence is the passive acceptance of the common social order; silence is equiva-
lent with unconsciousness. In contrast, for Lyotard, silence is a way “to give the
differend its due” (TD, p. 13). He describes the differend (and I will expand on
this concept in more detail in the next section) as the “unstable state and instant
of language wherein something which must be able to be put into phrases cannot
yet be” (TD, p. 13). Precisely this state “includes silence, which is a negative
phrase, but it also calls upon phrases which are in principle possible. This state is
signaled by what one ordinarily calls a feeling: ‘One cannot find the words,’ etc.”
(TD, p. 13). This, as I have already hinted, one can see as an ethical act—as I
will show in turn.
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2.3 Lyotard’s Learner Agency—and Ethics

In contrast to Freire, Lyotard is seen by many as a theorist who lacks the notion
of agency (McLaren, 1994; Smith, 2014, p. 111–112). As I have shown, Lyo-
tard’s learner has no ontological but an epistemological status. For him, subjects
are chronologically subordinated: subjects as well as their agency are contingent
experiences, produced by language. This in turn does not mean that subjects
do not exist, but they do not exist before or outside language. Lyotard there-
fore would disagree with Freire’s assumption of a natural agency which both
ontologically and epistemologically prioritises the subjects over the structures.

This notion provoked profound disagreements, especially regarding the ethi-
cal dimensions of subject agency. This is the criticism of McLaren who writes
from a Freirean perspective: “Lyotard’s position betrays a discomfiting silence
with respect to understanding how agency can be linked to a pedagogical pro-
ject of social justice that must include some prescriptive components, even if on
provisional and contingent cases” (McLaren, 1994, p. 327). Indeed, Lyotard even
explicitly warned about what McLaren sees as essential: “one should be on one’s
guard […] against the totalitarian character of an idea of justice, even a pluralistic
one” (Lyotard & Thébaut, 1985, p. 96).

In turn, I want to shortly defend Lyotard against this Freirean criticism. In con-
trast to McLaren, I read Lyotard as a highly ethical theorist (q.v. Koller, 1999;
Nuyen, 2000; de Schrijver, 2010). Already the quote above implies some pres-
criptive notions: “something which must be able to be put into phrases” (emphasis
added) goes beyond a pure description. For Lyotard, the ethical act consists in
giving “the differend its due” or bearing “witness to differends” (TD, p. xiii). In
order to see what that means for Lyotard, it is important to understand his contrast
between a differend and a litigation. As I have already hinted, a differend means a
conflict between two language games. A litigation in contrast is a conflict between
two parties within one and the same language game. According to his claim that
different language games are incommensurable—i.e., that there is no metanar-
rative according to which one could synthesise or judge (Thomas, 2008) –,
Lyotard sees a differend as an unsolvable, perpetually antagonistic conflict. A
litigation in contrast can be solved. Lyotard’s ethical point now is that one should
avoid a “differend to be smothered right away in a litigation” (TD, p. 13, cf. PC,
p. 60–67, q.v. Edwards & Usher, 2000, p. 76–85, Smeyers & Masschelein, 2000,
p. 141–146). With this in mind, let me come back to McLaren’s criticism. Indeed,
Lyotard turns his back to metanarratives of justice which would evaluate and pre-
scribe the individual’s language games. Following Koller (2008, p. 94) I however
see two ethical core conceptions in Lyotard’s theory: first, to bear witness to the
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differend, which means not to transform it into a litigation, and second, to antici-
pate a possible differend also where the conflict was not explicitly expressed, for
example, as I have shown, in cases of silence. In these cases, one should search
for new ways of expressing, as quoted above, “something which must be able to
be put into phrases”.

3 Inconclusion: Bearing Witness to the Differend
Through Dialogue

This paper so far critiqued Freire with Lyotard and defended Lyotard against a
Freirean criticism. I want to close by an attempt of bringing both thinkers in
dialogue on dialogue. Thereby, I do my best in bearing witness to the differend
between their language games. Thus, this paper was not concerned with criticisms
in the sense of proving one or the other wrong, which would be the case in a
litigation.

Dialogue plays an outstandingly important part in the work of both theo-
rists. Surprisingly, their conceptions have indeed some commonalities, e.g., the
rejection of consensus as its goal (PO, p. 49–51; PC, p. 66) and the advocacy
of necessarily antagonistic co-creation of dialogue (PO, p. 74; TD, p. 22–24).
Less surprisingly, what these common aspects then mean in more detail is highly
different. Whereas for Freire, consensus is a sign for a culture of silence and the-
refore a revolutionary struggle must take place in order to emancipate humanity,
for Lyotard “consensus has become an outmoded and suspect value” because “hu-
manity […] seeks its common emancipation through the regularization of […] all
language games” (PC, p. 66). Equally, their take on antagonism is insolvably con-
trary. While for Freire, the oppressed together with the revolutionary leaders must
co-create liberating knowledge against the oppressors, for Lyotard the benefit of
dialogue is that it eliminates terror, by which he means “the efficiency gained
by eliminating, or threatening to eliminate, a player form the language game one
shares with him. He is silenced or consents, not because he has been refuted but
because his ability to participate has been threatened […]. The decision makers’
arrogance […] consists in the exercise of terror” (PC, p. 63–64).

For Freire dialogue happens on three levels (cf. de Lima, 1981): an anthropo-
logical level which conceptualises dialogue as a constitutive element of human
nature, an epistemological level which states that only through dialogical inquiry
humans can come to new knowledge, and a political level according to which
communication can only be successful in dialogue without domination. For Lyo-
tard, this separation would be unacceptable. As we have seen, he would argue
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that there is no ánthrōpos without or before epistéme. In comparison to Freire,
Lyotard shifts the focus from domination between subjects to the incommensu-
rability of different language games. Positively speaking, where Freire dreams of
“the appearance of the new man”, Lyotard states that “[a] new species of dis-
course is needed” (TD, p. 22). I see this as a particularly good illustration of the
differences between the two thinkers: Whereas Freire is concerned with educa-
tion for emancipation of subjects (Vlieghe, 2018), Lyotard aims at justice on a
discursive level (Koller, 2018, Chap. 8).

In summary, this paper, focussed on the relation between language, the subject
that creates and is created by language, and education. It started by reconstruc-
ting the contrasting relations of Freire and Lyotard—which to some extend can
be read as founders of or at least key figures for a “critical” and a “postmodern”
tradition in educational research. These reconstructions payed especially close
attention to the educational notion of a “learner agency” by a careful examination
of both thinker’s concepts of “agency” and “learner”. It therefore reconstructed
Freire’s learner agency including anthropological, socio-structural and educatio-
nal aspects. It turned out that he describes that his educational target audience
has no agency but could regain agency through the right form of education. He
however does not describe how a learner with agency would learn. The paper
then briefly introduced Lyotards concepts of metanarrative and differend which I
then critically applied to Freire’s conception of learner agency.

Finally, I have brought both thinkers in dialogue on dialogue and close by
a notion of bearing witness to the differend through dialogue. I see that what I
reconstructed as Lyotard’s conception of the learner can be frightening for edu-
cationalists—and maybe especially for Freire scholars. But even if one does not
fully follow Lyotard—as I, too, hesitate to do –, one could through dialogue avoid
terror by bearing witness to the differend in educational activities and discourse.
This Lyotardian notion could enrich Freire-inspired Critical Pedagogy in theory
and practice.
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„Fuera del pueblo no hay salvación“
(Außerhalb des Volkes gibt es kein
Heil) Neue Herausforderungen für die
Befreiungspädagogik nach Frei Betto

Norbert Mette

1 „Schule meiner Träume“

Ein Szenario der „Schule meiner Träume“ leitet dieses im Folgenden vorzu-
stellende Buch ein. Es handelt sich um eine Schule, in der die alltäglichen
Lebenspraktiken gelernt werden wie Kochen, Nähen, Reparaturen im Haus vor-
nehmen zu können. Gelernt wird dazu im Garten, in der Tischlerei sowie in
Ateliers und Musikstudios. Für einen Monat im Jahr begeben die Schülerin-
nen und Schüler sich in die Stadt und machen Praktika bei der Müllabfuhr,
in Krankenhäusern, bei Briefträgern, bei Transportunternehmen, bei der Poli-
zei, in Zeitungsredaktionen, in Gaststätten u.m. Sie lernen dort kennen, wie in
einer Stadt „von unten her“, mithilfe von gleichsam unterirdischen Vernetzun-
gen dafür gesorgt wird, dass an der Oberfläche der Stadt ihre Sauberkeit, die
medizinische Versorgung, die Sicherheit, die Berichterstattung und die Nahrungs-
mittellieferungen sichergestellt sind. Kein Thema ist im schulischen Lehrplan
tabu. Die Grenzsituationen des Lebens wie Schmerz, Leid, Krankheit, Geburt,
Sterben, Sexualität und Spiritualität werden offen und fundiert behandelt. Die
einzelnen Fächer werden „lebensnah“ unterrichtet: So werden etwa in der Mathe-
matik die öffentliche Korruption oder die durch Privatisierung erzielten Gewinne
als Fallbeispiele genommen, in der Geographie der Tourismus mit seinen Folgen,
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im Portugiesisch-Unterricht wird die Sprache des Fernsehens und der Zeitun-
gen untersucht, in der Chemie die Qualität der Kosmetikartikel usw. Wo es sich
von der Sache her nahelegt, wird fächerübergreifend zusammengearbeitet. Die
Schule ist konfessionslos. Der Religionsunterricht ist plural gestaltet: der Rabbi-
ner spricht über das Judentum, der Pai de Santo über Candomblé, der Pastor über
den Protestantismus, der Mönch über den Buddhismus etc. Die Lehrkräfte neh-
men regelmäßig an Fortbildungen teil und werden gut bezahlt. Insgesamt gilt: Die
Schule bildet nicht zu Konsumenten, sondern zu aktiven Bürgern. Erziehen gilt
als wichtiger als Belehren, die Bildung zu Personen wichtiger als die zu Profis,
das Lernen, die Welt zu verändern, wichtiger als das Aufsteigen zur Elite. Kriti-
sche Medien- und Konsumbildung stehen auf dem Stundenplan. Das Curriculum
richtet sich nicht nach einem festen Jahresplan. Je nach äußeren Voraussetzungen
und Fähigkeiten absolviert die eine den Lehrplan in sechs Monaten, der andere
in sechs Jahren. Die Schule arbeitet eng mit den Elternhäusern zusammen und
verfügt über eine transparente Organisation.

2 Frei Betto

Verfasser dieses Traumes und des gesamten Buches mit dem Titel „Für eine
kritische und partizipative Erziehung und Bildung“ (2018)1 ist Frei Betto (bürger-
lich: Carlos Alberto Libânio Christo, geb. 1944), ein in Brasilien bekannter und
mehrfach ausgezeichneter Intellektueller, Sozialist, Bruder im Dominikanerorden,
Befreiungstheologe, Schriftsteller und Kommentator aktueller gesellschaftlicher
Vorgänge. Während der Militärdiktatur in Brasilien war er vier Jahre (1969–1973)
eingekerkert. Unter der Regierung von Lula da Silva war er 2003/04 für das Pro-
gramm „Null Hunger“ zuständig. Er ist in verschiedenen sozialen Bewegungen
im Kampf „für eine andere Welt“ engagiert und seit Jahren in der educação
popular (Bildungsarbeit mit den Menschen an der gesellschaftlichen Basis, den
Randgruppen und Ausgestoßenen) auf der Basis der Alphabetisierungsmethode
von Paulo Freire tätig. Nach dessen Rückkehr nach Brasilien 1980 konnte Frei
Betto ihn persönlich kennenlernen und es kam zu einem engen Austausch mit-
einander. Gemeinsam verfassten sie mit Ricardo Kotscho das Buch „Essa escola
chamada vida“, das 1988 (18. Auflage 2003!) erschien.

1 “Por uma educaçāo crítica e participativa” – Der portugiesische Begriff “educaçāo” bein-
haltet beides, sowohl Erziehung als auch Bildung. Wenn im Folgenden aus diesem Buch
zitiert wird, handelt es sich um eigene Übersetzungen.


