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Introduction
The curriculum of the Social Science Centre starts with a recognition that learning and teaching are most powerful, engaging and critical when student and teacher scholars learn and teach collaboratively, dialogically and dialectically. Dialogical teaching and learning is created by scholars discussing things together, listening to and speaking with one another. Scholars are to work collaboratively respectfully, humbly and with commitment, doing things—reading, researching, engaging in activities and activism that aim to address problems and issues in communities  and/or more widely so as to help build a more socially and sustainable world. This learning and teaching is dialectical in that it seeks to encourage all scholars to look beneath the surface of the often simplified and limited understandings that government, media, technological and corporate interests encourage us to think and live with. Dialectical thinking thus seeks to encourage a questioning of what is in order to help build what could be. Such thinking seeks to work with, against and beyond current thinking in order to develop more radical insights.
In terms of time frame, SSC is aiming to run classes in a year's time. But, as Mike Neary notes, we won’t be advertising for students until we have established a “clear framework for how and what we are going to teach” and the aim is to have “something more concrete in the next couple of months.”

The Curriculum Working Group has done some work towards that end. We considered it most useful to try and offer suggestions that were as clear and concrete as possible. They are not intended as top-down templates, but as contributions towards the first stage of a consensus decision-making on curriculum, the ‘Opening Out’ phase, and to provoke ideas and alternative models from us all and to spur debate. You may disagree with them, or even find them irritating or deeply annoying. 
- And that’s great!
- if it prompts us to share our own better ideas with each other to collectively improve upon these as much as possible.

While the following suggestions focus upon the more urgent challenge of developing a concrete framework for what, and how, the SSC might teach in its first academic year (2012-13), we assume that any such framework would be subject to on-going assessment and redesign in equal partnership with ‘learners’ so that it can be improved upon in subsequent years. We learn by mistakes and, presumably, learning to ‘design a curriculum’ is no different! 
One consideration: we are aware that there will be times when SSC ‘staff’ have other commitments (e.g. paid job, family) that might occasionally prove unpredictable. But one thing that is predictable is that if the SSC becomes ‘open for business’ in October 2012, many of its volunteer staff working in mainstream HE or FE will have been very busy in the weeks just prior to October in their paid jobs. Might it thus be a sensible precaution to ensure that most “teaching” responsibilities are shared in some way? That way, hopefully, we can be more able to guarantee appropriate “staff” members are available on any given day to facilitate learning.
We also wondered whether there might, in the longer term, be merit in considering broad congruence with the European Bologna standards for H.E. (in which, for example, one full-time academic year is assumed to be equivalent to 1500-1800 hours of study).
 We recognise, of course, that there are many reasons why we might not want to associate the SSC curriculum with the Bologna standards.
For numerous reasons, not least the long-term sustainability of the SSC, what would be really lovely is if we could – collectively – devise a curriculum we could all get excited about – and envisage delivering it, or supporting it, as an enjoyable or even delightful prospect.  
Suggestion #1
There’s nothing terribly rocket-science about this suggestion. But we think it needed to be written down as one of our options to be considered.  We think it has merits. It simply works with the grain of what our ‘teachers’ wish to, or are prepared to, offer.
Content

One straightforward way to begin curriculum discussion is to ask two questions: 

a) ‘Learner’ needs and skill requirements. What do we collectively perceive to be the needs of the SSC’s learners (we may want to think of an alternative to this term, insofar as it implies that course facilitators are not also learners!)? Similarly, what subject areas do we think important? (e.g. in pairs, we might discuss what were the one or two most important things/subjects we feel we have ever learned about and then share with the larger group). Let’s make a list.

b) ‘Leader/teacher’ subject specialisms and skills available. What subjects do we collectively have available to teach? i.e. make a second list of topics people are willing to ‘teach’, or lead on. (As we’re dependent upon the goodwill of teachers offering their time for free, it might seem daft to impose much in the way of curriculum content upon volunteers in any top-down way).

On the basis of the above two lists we then discuss as a group which material/courses, from those lists, should and can feasibly be delivered in 2012-13.

Skills

Can we think of ways of including skills listed above in the form of our course delivery?  

Form of Delivery

Broad discussion of what form teaching should take. Again, in the ‘Opening Out’ phase, we can make a list of possibilities e.g.

· We agree a standard form for delivery of subject/topic. E.g. ‘student as producer’.

· Each teacher/leader chooses the form of delivery for their unit. So some might prefer ‘student as producer’ model for their material. Others might prefer a more ‘content’ led delivery of a topic.

Assessment

How necessary is it to have formal assessment? Who will provide such assessment (students, facilitators, some combination of the two?) What forms might it take apart from grades/marks? If classes include students of differing abilities and levels (e.g. 1st year undergraduate level and 3rd year undergraduate level in the same group), should essay lengths/presentation requirements vary depending on the level of the student?
Longer Term

In collaboration with ‘learners’, reassess and revise the topics and subjects for delivery on an annual or semester basis.

Suggestion #2
This approach follows the suggestion that a cross-disciplinary problem-focus may be preferable to a discipline-focus.

Content

However, might a useful balance be struck between a problem-focused approach and Gagnier’s view that “students must acquire mastery in something before they can collaborate”?
 Should we focus on academic disciplines at all? To get the discussion rolling, consider the follow examples:

a) Politics. How is the word “politics” usually understood? What might politics be about? Why does the term “radical politics” have numerous differing meanings?
b) Sustainability. How is the term “sustainability” usually deployed and understood? What alternative understandings of sustainability might be usefully considered?

c) Wealth and Well-being. What are the terms “wealth” and “well-being” usually understood to mean? How else might they be understood?

d) Education, Knowledge, Scholarship. How have these three related terms usually, or traditionally, been understood? Might there be alternative ways we could, or should, conceptualise or envision some of these terms?

e) Rhetoric, Dialectics & Grammars. Critically explore the variety of ways by which messages and ideologies are persuasively conveyed (e.g. in media, science, PR, advertising, scholarship, internet). How are persuasive arguments constructed? Critically develop your own skills of persuasive writing, communication, scholarship.

Other problem areas can be listed by the group. We suspect that all or most SSC members have valuable things to contribute to each of the problems areas above e.g.
· In pairs or individually, consider each of the problem areas above. If you contributed a workshop on that topic, list one aspect of it might you select to explore?

After making a list of further such problems, 2 or 3 of might be selected for delivery. 

Form of Delivery

We might agree some standard forms (e.g. ‘student as producer’) or, if topics are being team-delivered, the form of delivery might be left up to each teacher.

Assessment

Public presentation of research findings might be appropriate – in a form chosen by the learner (e.g. blog, journal, website, or local public lecture/seminar). For students of differing abilities and levels (e.g. 1st year undergraduate, 3rd year undergraduate), different requirements (e.g. essay lengths) can be set for the different students. 

Longer Term

In conjunction with learners, reassess after the first semester and first year. Abandon if necessary, or retain aspects that are successful. Either way, find ways to improve. 
Discussion Piece #1: The Need for a Curriculum to Challenge Neo-Liberalism: A radical approach to learning, teaching and critical practice
Joyce Canaan

The curriculum of the Social Science Centre starts with a recognition that learning and teaching are most powerful, engaging and critical when student and teacher scholars learn and teach collaboratively, dialogically and dialectically. Dialogical teaching and learning is created by scholars discussing things together, listening to and speaking with one another. Scholars are to work collaboratively respectfully, humbly and with commitment, doing things—reading, researching, engaging in activities and activism that aim to address problems and issues in communities  and/or more widely so as to help build a more socially and sustainable world. This learning and teaching is dialectical in that it seeks to encourage all scholars to look beneath the surface of the often simplified and limited understandings that government, media, technological and corporate interests encourage us to think and live with. Dialectical thinking thus seeks to encourage a questioning of what is in order to help build what could be.  Such thinking seeks to work with, against and beyond current thinking in order to develop more radical insights.

Our usage of the word ‘radical’ has (at least) a double meaning. We are referring to the etymology of the word radical which means ‘going to the root or origin’ (ODEE). Importantly, for us radical also means working to help realise a better world (andthis came into the English language in 19th century). Student and teacher scholars recognise that there are things profoundly wrong with the world today. Social inequalities are growing to the point of great polarisation with a small but increasing group of wealthy people and corporations. Why should the top xx percent of individual and corporate income earners receive y percent of all national income whilst the rest of us find xxx? Levels of unemployment in our country and others across the world are growing, and an entire generation of young people today, dubbed by some as ‘the lost generation’ are finding that they face stunted, literally hope-less futures. Growing unemployment is coupled with growing underemployment (Allen and Ainley, Rikowski. Lanchester) with a higher proportion of people working part-time, not due to choice but to lack of opportunity, often at jobs with low pay, poor conditions and, consequently, limited satisfaction. Those engaged in full time work are working longer and harder than before, at increasingly insecure jobs where they face higher levels of stress, pay that has long stopped rising and requirements to make themselves accountable to managers in ways that detract from the heart of their work. As more people find themselves immiserated, the world in which we all live is itself under threat as a greater proportion of species face extinction and humanly created global warming could make human life unliveable by the end of this century.  Whilst there is strong evidence that our reliance on fossil fuel is destroying the world, our governments do not encourage us to change our life styles and do not help us live within rather than beyond the planet’s means, moving towards renewable energy sources.

How is it that we are allowing our lives to become so depleted and the life of the planet on which we live to become threatened? As we know from the work of Marcuse and other critical theorists, thinking itself has become increasingly one-dimensional, as government, media, technological and corporate interests encourage us to assume that ‘there is no alternative’ to the current neoliberal and increasingly neoconservative order. As we have already noted, we are encouraged to work hard, to compete with one another and, at least until recently, promised with success if we were ‘deserving’ whilst threatened with abandonment as individuals by the safety net that public sector services provided. And success is increasingly measured by our capacity to consume, to satisfy ourselves by buying things and activities, by the allure of consumerism now expanding to more parts of our working, playing, loving, resting and sleeping lives,.  These things are on offer whilst our fellow human beings and the planet are being decimated.  Whilst it would be logical to assume, given these threates, that people would be working together to stop this decimation, few seem to be doing so, and those who do make such efforts, such as those who brought about the Arab spring, seem to be finding that toppling regimes that seemed irreplaceable, now face the prospect of new governments that don’t seem that different. In this context, it is difficult to avoid the kind of fatalism of which Freire spoke, in which we believe that we cannot change the world, in which there is what Fisher has called a ‘reflexive impotence’ of people knowing that things are bad and believing that there is no way that they can change them.

We see this same limiting of horizons within which to think, and the concomitant urge to assume that it cannot be changed, in the formal education systems of our countries.  Learning and teaching are increasingly structured as if their sole purpose is to enhance students’ skills and provide them with training that can best prepare them for work—even as jobs, and, further, the prospects for a working future, are drying up for the current generation of graduates and non-graduates. Teachers at all levels are asked to provide evidence that they are enabling their students to reach what are called ‘benchmark levels’—introduced into education after being made increasingly efficient on the shop floor. Teachers are asked to ensure that their students reach higher and higher levels of performance, whilst being required as well to spend more of their time demonstrating student achievement—which takes them away from working with students to ensure their achievement. New bodies have been introduced in recent decades to scrutinise learning and teaching at all levels. In higher education, for example, we must prove the ‘quality’ of our teaching and student learning, of our research, of the environment in which we work as student numbers have risen and without a comparable rise in staff numbers. We find that the standards by which our work is measured are hollow if not bogus. Is success really demonstrable by ensuring high pass rates on modules taught by tutors teaching growing numbers of students who enter our classes after having been through an education system that has focused on their teachers ensuring that their students have gained employability skills, measured by their performance on national tests that teachers spend more of their time teaching students to pass? Consequently, learning and teaching have become ever more instrumentally shaped processes.

In all of these ways, it is clear that education is hardly a neutral process.  It is as political a process as all others. And it is this recognition that education is political that provides a key insight that guides the creation of the curriculum of the SSC.  We question the current politics of education that is reorienting learning to earning which we believe profoundly limits what we as humans can be and can do.
Points to consider:

1. Social transformation as the aim (but not in a purely instrumental sense, especially given the trenchant critique above of primarily instrumental approaches to education), encouraging students and us to focus our efforts with regard to learning, teaching and research, on the world with the aim of achieving praxis. Are we not motivated by Marx’s 11th Thesis on Feuerback, ‘philosophers have only interpreted the world; the point, however, is to change it’? How might the SSC curriculum be devised with the needs of movement practitioners and community educators in mind?
2. Will learning/teaching occur both in and outside the SSC?  Perhaps it has to be both if one of our chief aims is democratic social transformation. I am thinking about one of the things I mentioned at the meeting that wasn’t really discussed—do we want students/teacher scholars to engage with social issues in and outside the SSC? Homelessness, the ‘riots’, the so-called ‘lost generation’ of young people facing unemployment or underemployment? If so, do we want them (us) to be developing strategies for such problem solving? 

3. Should we think about student scholars working on a project or trying out several and finding a project that they then can focus their learning/research efforts on? The papers/blogs/videos/campaign work they might do would thus be based on the work that they do on the modules they take. There would be a real world activity/process/other thing—virtual or material—that they produce and all that they do along the way would contribute ot this.

4. Should we look at subject benchmarks that have been created across the social sciences to see if they can provide us with some guidelines to work with/against in terms of what we see as the process of developing level specific criteria for modules? (I hate to use this language but I know that at least in sociology some of the benchmarks are sensible; they were written by sociologists trying to protect their colleagues from the worst of managerialism). Please note that I am aware of the history of benchmarking as coming from the world of business which is contributing to the corporatizing and alienation of learning and teaching and would want to avoid that.

5. We need to think about the students we are going to be working with. Given that many of them are likely to have been educated in an education system that has been highly instrumentalist and in which they were asked to work hard to pass tests, they lack many of the skills that previously were presumed to have been developed by the time students begin university. These include: 

· a good understanding of grammar and punctuation, 

· being able to read complex texts and develop their reading/analytical skills through doing this reading as well as through writing; 

· knowing what an argument is and how to build one

· knowing what reading for/writing an essay (or producing an alternative piece of work) entails

6. Given this absence (which I think one of you talked about at our meeting), what do we do at the beginning of the programme? How do we ensure that students are ready to study? Do we have a special class for them before the autumn? Do they start later? Or do we assume that all students need to be developed further?
	

	


Discussion Piece #2: Un-Disciplining Higher Education: On the Need for an Anarchistic Curriculum

Jonathan Coope

The costs facing young people who might wish to enter higher education in Europe, the US and globally, together with the increasing paucity of employment prospects should they even succeed in graduating, is deeply troubling. More troubling still, perhaps, is that this problem is but one significant problem among many. 
Given the scale of the innumerable “crises” which appear to confront humanity in the twenty-first century – disparities of wealth, environmental problems, crises of economics and finance etc. – some critics argue that much of our universities’ outputs appear either myopically specialised, irrelevant or simply banal. Perhaps such banality and irrelevance smacks of moral indifference. Or perhaps it denotes a deeper malaise. For there is surely something misguided about an academic conception of knowledge when it seems too narrow or specialised for the actual tasks and problems of life.
 Given the scale and complexity of the problems besetting humanity, it may not be a knowledge or information economy we need from our universities so much as a wisdom economy.
 
The World Social Science Report 2010 suggests a major shortcoming – of even well-intentioned academic endeavour in the social sciences - is the narrowness of so much of the scholarship. The report’s authors point out that current global challenges are increasingly inter-connected, quick to spread globally and thus call into question the traditional boundaries erected between academic disciplines. 
 (The report also notes that “setting boundaries in terms of acceptable and unacceptable areas for research and teaching” is a noticeable feature of “authoritarian regimes”
).

Climate change is one problem area confronting the world. Yet, while it was originally been articulated as problem by the natural sciences, it seems increasingly important to recognise that climate change can only be usefully understood and addressed in inter-disciplinary terms, drawing upon the social sciences, for example:
“one of the central questions affecting how climate change is debated in public concerns the status—the legitimacy, credibility, and saliency—of knowledge claims about climate change. We need to understand how such knowledge comes into being and what types of authority it carries when it circulates through society.”

For it seems that the concerns people express on different sides of the climate changes debate, and their behaviours, may betoken deeply held personal views and convictions that may have little to do with “rationality”, let alone with natural science. According to climate scientist Mike Hulme, for example, people’s attitudes to climate change are often “a proxy for much deeper conflicts between alternative visions of the future and competing centres of authority in society.”

There are thus increasing calls for cross-disciplinary research from our universities and a growing recognition that the traditional disciplines may be too narrow. For, as Bill Readings reminds us, academic disciplines are defined as much by what is beyond their purview as by what is within it. “Disciplines should,” Readings argues,
“be forced to answer to the name of Thought, to imagine what kinds of thinking they exclude…. When faced with a disciplinary project, a crucial way of situating that project is by considering what it is not, what it excludes.”

In that sense, the cognitive ‘disciplining’ of academic minds into their particular subject specialisms can also betoken cognitive constriction. 
It is thus understandable that inter-disciplinary scholarship is frequently greeted as though it were a brave and radical innovation.
 But what may have been even more radical and innovative was that modernist dis-memberment of knowledge into specialist disciplines in the first place. That dismemberment is often accepted as though it were a natural fact of scholarly life. But that dismemberment began as an idea. An idea with origins in the early days of the industrial revolution that was inspired, in large part, by the division-of-labour model which had been conceived for the mass-production of material commodities, as famously set out by Adam Smith in his The Wealth of Nations (1776).

It is worth reminding ourselves that institutions of higher learning had been with us long before the modern era. In the west, their origins are often traced to Plato’s establishment of his Academy in Athens in 387 BC. And it is worth pausing to note how Plato himself conceived the role of the scholar in relation to society, set forth in his account of the trial of Socrates, his hero. In that account, Socrates ask the state’s inquisitors:

“to which service of the State do you invite me? …Am I to be the physician of the State who will strive and struggle to make the Athenians as good as possible; or am I to be the servant and flatterer of the State?“

Plato, a key responsibility of the scholar, or philosopher, was to thus stir both state and society from their complacency and moral slumbers. Now, to what extent the curriculum of his Academy stuck to that agenda is less clear. But it’s worth noting the Academy Plato established turned out to be remarkably “sustainable”, only finally being disbanded (by the state!) in 529 AD. It had thus survived, in various guises, for over 900 years. 
However, one curriculum model that does survive from classical times is the “liberal arts” model. The term ‘liberal’ is used here in a sense that is in many ways diametrically opposite to modern neo-liberal understandings of education.
 The liberal arts were known as ‘liberal’ because they offered the broad curriculum that was assumed to be befitting for a free citizen (the Latin ‘liber’ meaning ‘free’). From the late Roman era, this curriculum consisted of seven ‘arts’, arranged as follows in the medieval university:

	The Trivium
	The Quadrivium


	· Grammar

· Logic

· rhetoric


	· Arithmetic

· Geometry

· Music

· Astronomy


These “arts” corresponded broadly to Aristotle’s orders of knowledge. Trivium’ means ‘three ways’ or ‘three roads’. Study of the three arts of the trivium was viewed as a necessary precursor to studying the more difficult quadrivium, which for graduate students might then be followed by the yet more challenging demands of Philosophy and Theology (our word ‘trivial’ derives from the fact that the trivium was seen to be much easier than the quadrivium). The trivium thus formed the foundation of western higher education and the beginning of the liberal arts. Liberal arts were valued in for their own right; but they also had enormous vocational value e.g. as preparation for professional studies.
 For example, rhetoric along with grammar and logic (also known as dialectic) responded to the administrative need for trained public speakers and writers capable of moving audiences to action through their arguments. We know from records that many students never completed their studies (like today, this was often due to problems of funding). But the skills learned at university were useful enough that even a student who had only benefitted from one or two years of study could find their job prospects enormously enhanced (e.g. among tutors, teachers, recorders and scribes of medieval administrations).

In recent times, the liberal arts idea has probably survived most successfully in some universities in the United States, where students are required to study a broad range of subjects that includes social sciences, but also humanities and natural sciences. As Martha Nussbaum notes:
“The United States has never had a purely [economic] growth-directed model of education. Some distinctive and by now traditional features of our system positively resist being cast in those terms. Unlike virtually every nation in the world, we have a liberal arts model of university education. Instead of entering college/university to study a single subject, students are required to take a wide range of courses in their first two years...”

However successful the liberal arts tradition may or may not have been in the US, it had always been connected by US educators with an explicit assumption that a broad curriculum was important for the well-being of both student and society.

___________
We owe our modern conception of academic boundaries to the eighteenth-century philosopher Immanuel Kant who sets out his innovative scheme for higher education in The Conflict of the Faculties (1798). Kant’s recommendations echo the division-of-labour model of mass manufacture, which Adam Smith had been among the first to articulate. Smith famously explains the idea in The Wealth of Nations using the example of a pin factory:
“”One man draws out the wire, another straights it, a third cuts it, a fourth points it, a fifth grinds it at the top for receiving the head: to make the head requires two or three distinct operations: to put it on is a particular business, to whiten the pins is another... and the important business of making a pin is, in this manner, divided into about eighteen distinct operations, which in some manufactories are all performed by distinct hands, though in others the same man will sometime perform two or three of them.”

Kant, writing two decades after Smith’s book, draws upon the same ideas for his model of the university. The burgeoning European nation states were beginning to demand educated workers in increasing numbers, to fill rapidly expanding bureaucracies and Kant envisaged the university’s social role to be the production of education for mass consumption. And, in similar fashion to the pin factory of Smith’s account, Kant assumes the labour processes of the university, if they are to function most efficiently, need to be separated into discrete disciplines and faculties.
 Kant:

“Whoever it was that first hit on the notion of a university and proposed that a public institution of this kind be established, it was not a bad idea to handle the entire content of learning… by mass production, so to speak – by a division of labor, so that for every branch of the sciences there would be a public teacher or professor appointed as its trustee, and all of these together would form a kind of learned community called a university… The university would… be authorized to perform certain functions through its faculties.”

Kant’s plans, to impose these clear boundaries and the division of labour model of the university, were first realised in Berlin at Humboldt University in 1810. 
But why does this industrialised model, in which students and scholars are required to adapt themselves to fit within the confines of a single discipline, continue to hold such sway over our visions of higher education today, two hundred years later? Perhaps simply because the origins of the idea, in Kant’s industrialised vision of education as a mass-manufactured commodity, are so rarely acknowledged their influence has become effectively… unconscious.
But, as we have noted, the systemic dysfunctionalities of modernity call into question the boundaries between disciplines found in the Kantian scheme:
“in a sense the experts - i.e. academic institutions - have themselves become part of that problem. It is not that many academics are not doing extremely useful things… However, the majority of this work is undertaken in an extraordinarily atomised and discipline-specific fashion… at the very time when the energy, commitment, intellect and resources of academic institutions are more urgently needed than ever to help find ways out of the current impasse, it is perhaps not inaccurate to say that these very same institutions have lost the bigger plot.”

But, while Crisis Forum may be correct in the analysis of the shortcomings of atomised disciplines, another question may also need to be asked: to what extent might the strict boundaries between disciplines have actually caused or contributed to the problems in the first place?
But, what to do? With our conceptions of scholarly knowledge thus dis-membered, is there any possibility it might be re-membered again? The programme Crisis Forum recommend is to break down “the barriers between academic disciplines through the development of wide-ranging but nevertheless specific research projects which address the ‘big’ issues.” 
 Their approach has subsequently found echo in Mark C. Taylor’s recommendations for university reform, outlined in the following section.
Cross-disciplinary work appears congruent with SSC values. After all, cross-disciplinary research is consensus decision-making writ large: across the whole curriculum. 

The sixteenth-century essayist Montaigne had inscribed into the ceiling timbers above his writing desk, the phrase: “Homo sum, humani nihil a me alienum puto" – meaning, “I am human, nothing human is alien to me”. Consensus decision-making demands that no person’s voice be excluded: ought we perhaps to be just as wary of denying a voice to any discipline within curriculum?

It seems that no one discipline has a monopoly on insights into the human condition or into the troubles of our world and their possible solution. Might it also be the case that no one critical approach is sufficient either, however avowedly radical it might be? Take, for example, Foucauldian discourse analysis and deep ecology. Both have things to teach us. Equally, however, neither presumably possesses a monopoly on insights into the conduct of our lives nor into solutions for the problems our world confronts. 

Immanuel Kant famously never strayed, throughout his entire life, more than ten miles from his home in Konigsberg. Curriculum-wise, it may behove us to be less parochial. Fortunately, the boundaries that circumscribe “social sciences” are quite capacious – their constituent disciplines can include subjects as various as anthropology, archaeology, education, geography, history, law, linguistics, politics, psychology etc.,
	

	


Discussion Piece #3: Mark C. Taylor’s Suggestions for Higher Education Reform
Jonathan Coope and David Young

These suggestions are set out by Mark C. Taylor in his article “End the University as we know it” (2009) and book Crisis on Campus (2010).
Taylor focuses his recommendations towards larger, mainstream universities. But there may be some ideas here that are of relevance to smaller-scale, alternative HE provision.
1. Restructure the Curriculum
Taylor responds to the problems of traditional academic boundaries by advocating increased emphasis on cross-disciplinary research:
“The division-of-labor model of separate departments is obsolete and must be replaced with a curriculum structured like a web or complex adaptive system. Responsible teaching and scholarship must become cross-disciplinary and cross-cultural…”

Taylor suggests it would be more effective to bring together scholars with expertise in different disciplines – e.g. social scientists, environmentalists, historians, philosophers – to work on collective and comparative analyses and solutions for common problems. ‘Water’, for example,
“A water program would bring together people in the humanities, arts, social and natural sciences with representatives from professional schools like medicine, law, business, engineering, social work, theology and architecture. Through the intersection of multiple perspectives and approaches, new theoretical insights will develop and unexpected practical solutions will emerge.”
 

The following are a few initial arguments we might consider ‘For’ and ‘Against’ Taylor’s suggestion.
‘For’
· In a sense, it has the SSC’s commitment to consensus decision making at the very heart of its agenda for scholarship: it is consensus decision making ‘writ large’ across the curriculum.
· Humility is held here to be a core academic value by recognising that there may always be other ways of looking at things and alternative perspectives to our own, and from which we can learn, upon any given topic. Inculcates valuable skill for students (and staff!) in listening and endeavouring to see problems from other people’s perspectives.
· It recognises an argument expressed in the World Social Science Report (2010), that social science scholarship increasingly needs to “explore perspectives and paradigms that are embedded in other cultural and linguistic traditions… A more culturally and linguistically diverse approach by the social sciences would be of tremendous value… in our efforts to foster mutual understanding and intercultural dialogue.”
 This perhaps echoes Jurgen Habermas’s argument that genuine dialogue and mutual recognition in our post-secular society requires that secularists become increasingly open to the possibility that they may, perhaps, have something to learn from post-secularist (e.g. religious) standpoints, and vice versa.
 
 ‘Against’

· Regenia Gagnier, former director of Exeter University’s Interdisciplinary Institute (EII) favours cross-disciplinary work but also defends the place of traditional disciplines: “Students must acquire mastery in something before they can collaborate, and we must 'discipline' them.”

· “Cross-cultural” may be a nice idea, but in practice how could the SSC’s teaching become cross-cultural? (e.g. Lincolnshire is among the least ethnically diverse counties in Britain).

· Gagnier’s defence of the disciplines has merit and in the book-length version of his recommendations for curriculum reform, Taylor himself advocates a mix of in-depth teaching within disciplines to be combined with work on inter-disciplinary projects. 
· The "problem" oriented focus when deployed with a lack of critique can be used to reinforce existing power relations and structures, e.g. the "Water" example appears to frame the issue in typical neoliberal terms where the aim is to find a "solution" to shortages to enable continued growth. We need to ensure the way we frame these issues allows space for a critique.
2. Transform the Traditional Dissertation

The “medieval” dissertation, with more footnotes than text (e.g. this document!) is obsolete:

“For many years, I have taught undergraduate courses in which students do not write traditional papers but develop analytic treatments in formats from hypertext and Web sites to films and video games. Graduate students should likewise be encouraged to produce “theses” in alternative forms.”

‘For’

· Presentation of critical research results using other forms – e.g. audio-visual, film, music, or theatre etc. – is one way of ensuring that developing a range of twenty-first century skills could be central to what is offered at SSC.

· Such a proposal might be attractive to potential students who wish to develop their employability and intellectual savvy at the same time. 

· In the discipline of history, for example, recent scholars have begun to defend the scholarly role of expressionist, experimental and artistic accounts of history.
 Likewise, Edward Vallance notes, for example, that P. J. Harvey’s album Let England Shake (2011) is a far more profound analysis of Englishness than those offered by many professional historians and commentators.
 
‘Against’

· “If you can’t write, you can’t think.” The skills of organising and articulating ideas in traditional essay and dissertation form is surely an essential part of higher education training and skills that shouldn’t be neglected.
3. increase collaboration among institutions

“All institutions do not need to do all things and technology makes it possible for schools to form partnerships to share students and faculty. Institutions will be able to expand while contracting. Let one college have a strong department in French, for example, and the other a strong department in German; through teleconferencing and the Internet both subjects can be taught at both places with half the staff…”

‘For’

· The SSC has a concentration of expertise in the social sciences. But might there be ways for it to collaborate with other alternative educational institutions if they have expertise in other areas?

‘Against’

· Impractical and potentially expensive, technology-wise, for the SSC.
· What other institutions would be appropriate to collaborate with?
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