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There is more than one tradition of anthropology and education, or more broadly of
the ethnography of education, around the world. As the anthropology of cducatiqn
emerged in the 1950s in the United States, parallel literatures began to appear in
Brazil and in Argentina (Gomes and Gomes, in press; Neufeld, in press). In the 1970s,
when the US field was blossoming, ethnography of education likewise grew in popu-
Jarity in Japan and in the United Kingdom (Delamont and Atkinson, 1?95; l'!/ﬁr}oura,
in press). Today, there is a Commission on Anthropology of Education within the
German Educational Research Association’ (Wulf, in press), and the single largest
concentration of anthropologists of education in any one institution may be the group
of nine or more anthropologists in the Danish School of Education in Copenhagen
(Anderson, Gullgv, and Valentin, in press). ' ) ) )
Yet scholarship that is not produced in the United States or the United Kingdom is
often little known outside its own langnage zone and, even when published in or trans-
lated into English, may not be widely read outside its own region, or its sis?vniﬁc?.tfcc
appreciated. Indeed, US scholars demonstrate only shallow familiarity even w1.rl1 British
scholarship {Dzlamont and Atkinson, 1995}. Within the volume you are reading at the
moment, although the editors have embraced international perspectives, less than 20
percent of the chapters are written by authors employed outside the United States.

This chapter alerts readers to the need to become familiar with wor:lld. lj'ti:ratu.rcs in
anthropologies of education and ethnographies of education. The “mv1§1bﬂ1ty” of the
scholarship that takes place beyond one’s borders might not matter if it were merely
an extension of familiar rescarch programs into other national scttings or language
zones. Flowever, although there is arguably a family resemblance {van Zanten, in press),

worldwide anthropologies and ethnographies of education vary encugh in intellectual
focus to merit the attention -of English-language readers. For instance, some “peda-
gogical anthropology” in Germany, with its emphasis on human universals, strikes US
readers as more akin to philosophy than to the anthropology they know. Scandinavian
anthropologists pose questions about children’s fives in groups that are quite unlike the
questions US scholars pose about identity and participation. The Mexican literature pays
proportionately more attention to teachers than does the US literature, while in France
both anthropologists and sociologists focus more frequently on higher education as a
topic than do their US counterparts. Much of the extensive literature in Japan examines
schoois seen by the locals as ordinary and unproblematic, illustrating by contrast how
much US scholars have been drawn to the story of failing students and schools.

Literatures on the anthropology of education outside the English language zone
not only offer a diversity of perspectives, but are simply too vast to ignore. Admirtedly,
US and British publishing dominates academia; the majority of academic journals on
the subject of education ~ about 5000 of them — publish articles or at least abstracts
in English. Nonetheless, there are another 3000 academic journals on the subject of
education that do »e¢ publish so much as an abstract in English {analysis based on
Ulrich’s Periodicals Divectory, 2009). Or to use another indicator less constrained by
the International pressure on academics to publish in English, there are articles on
words glossed as “education” in 85 languages other than English in the collection of
non-English language Wikipedias on the web (analysis based on Wikipedia, 2010).

Even as English appears increasingly to dominate academic discourse, many aca-
demic disciplines have recently renewed their interest in cross-national exchange and
translation. In 2005, scholars from Brazil, Japan, and other countries founded the
World Council of Anthropological Associations, an association of associations that
includes the American Anthropological Asseciation and also the International Union
of Anthropological and Ethnological Sciences (TUAES), an organization of individual
scholars with roots in an earlier.era of internationalism. {Ribeiro, 2005). There have
also been recent efforts at translating anthropologies across national and linguistic
borders (such as Barth £z al., 2005; Bodkovic and Ericksen, 2008; Dracklé, Edgar, and
Schippers, 2003; Ribeiro and Escobar, 2006). Meanwhile, in the realm of educational
research, 2009 saw the founding of the World Educational Research Association,
another association of associations (AERA, 2009).




2019 E£EAFEREBR (20194 2 A EhE)

XEMARAERRER AR

o HER BE 7B - TREE
AT AEE ~ ‘
(S AR EE) BRI | (e WE—R

World literatures should interest us not only for intellectual reasons but also out of
concern for equity. The US and British publishing industry dominates scholarship far
out of proportion to the number of world English speakers, and in ways that arbitrarily
constrict the global flow of knowledge. Decisions made by the keepers of bibliographical
databases in the United States, such as ERIC and Thomson I8, can affect tenuring deci-
sions outside the United States and can render research invisible even within the research-
er’s home country (Larsson, 2006: 192). Universities in Europe increasingly use English
as a language of instruction, as is already common in Anglophone Affica, and as a result
publishers of English-language textbooks see increased profits, while students? ability to
discuss scientific concepts in their maternal languages diminishes {Brock-Utne, 2001,
2007). Scholars from outside the English-language zone use shorthand labels to refer to
US and British dominance in academia and publishing, calling it “the Anglophone
world” (Bo¥kovic and Ericksen, 2008: 10) or the “Anglo-Saxon world™ (as In Meunier, |

2007; Schriewer, 2009), cven though the latter term would startle if not offend anyone
who identifics as emphatically not Anglo-Saxon, and even though both terms collapse
important differences between US and British scholarship while ignoring significant
English-language publishing in places like India (cf. Hannerz, 2008).

This chapter will outline some of the barriers to the free global flow of ideas within
anthropologies of education. It will consider the borders created by language zones —
regions that share a common language usnally because of former colonial relation-
ships. It will note other regional vadatons that transcend langpage differences,
including the difference between the global North and the global South. It will also
consider national differences shaped by each country’s unique history and social
organization. The chapter will not attempt to survey the literatures nor to map every
region and language zone, as we attempt in a forthcoming volume {Anderson-Levitt,

-in press). Rather, it will simply draw on chapters in that volume and on a number of

collections and published literature reviews (e.g., Batallin, 1998; Jociles, 2007; Lars-
son, 2006; Maclure, 1997; Osborne, 1996; Rockwell, 1998; Rockwell and Gomes,
2009; Souza Lima, 1995) to illustrate how anthropologies of education vary arcund
the world, and why this matters. '

In spite of the focus of this volume as 2 whole on anthropology, this chapter includes
ethnographers of cducation who do not identify themselves as anthropologists. It
does 5o in part because the definition of academic disciplines varies across nations, as
we shall see, and partly because certain non-anthropologists (such as Paul Willis,
Hugh Mehan, and Michelle Fine) have greatly influenced anthropology of education,
However, it docs 5o also because many non-anthropological ethnographers define
ethnography more or less as anthropologists wouild. Thus, the editors of the British-

. based journal Ethnography of Education refer to ethnography as “long-term cngage-

ment with those studied in order to understand their cultures” (Troman, 2010),
echoing anthropologist Harry Wolcott's formulation that “the purpose of ethno-
graphic rescarch'is to deseribe and interpret cultural behavior® (1987: 42-43). To
rule out ethnographers on the basis of their disciplinary affiliation would have been
premature in this initial scan of work around the world.

ANTHROPOLOGY AND EDUGATION TN TRANSLATION

Of course, this chapter would not be possible were there not some communication
among scholars around the world, or at least the means for establishing it. Books and
articles do get distributed beyond their home countries, the web and email make texts
much more widely available, and some scholars are privileged to attend international
conferences. Scholars also move from country to country in an international job
market, sometimes making it difficult to make a claim about which scholars “belong™
to which part of the world. (For the purposes of this chapter, I consider scholars to
belong to the conntry of the institution in which they currently work, regardless of
their original nationality, first language, or early training, on the assumption that
expectations of their place of employment tend to shape the topics and form of their
publications.} Nonetheless, there are barriers to the flow of scholarly knowledge, and
the first of these is the linguistic barrier.
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The very task of defining “education” reveals the challenges of crossing linguistic
boundaries; there is no one-to-one correspondence among terms across languages.
Anthropologists of education in different parts of the world seem to agree on a broad
definition of our object of study, “education,” as all deliberate and systematic inter-
ventions in leacning, whether the intervention takes place in schools, at home, or in
other settings (as Hansen defined it in the United States, 1979: 28). However,
although Danes usually translate the English word “education” as #ddannelse, the

" term wddannelse misses the focus on personal development denoted by another

Danish word, dannelse, much like the German term, Béildung, and by the French
terms éducation and formation {Anderson, 2009). Thercfore, rather than labeling
educational anthropology with the literal translation uddannelsesansropologs, Danish
scholars increasingly call it “pedagogical anthropology” (as do German anthropolo-
gists of education; Wulfand Zirfas, 1994). In English, “pedagogy” is an old-fashioned
term for teaching methods, but in Danish the word connotes “moral, social and
cultural formation of educated persons” (Anderson, Gullev, and Valentin, in press).
As we shall sec in the following section, the word “anthropology™ likewise challenges
easy translation. ' .

More generally, the organization of the world into languages makes some schol-
atship invisible outside its Janguage zone. For cxample, much of the copious litera-
ture of Japan is never translated and thercfore not read and cited outside Japan
{Minoura, in press). Linguistic barricrs may even divide single nations: Belgiuvm and
Switzerland each have two different faces, one directed toward the United States,
the United Kingdom and perhaps toward Germany, the other toward the Francoph-
one world.

(B)

"Translation is a partial solution, but transiations flow asymmetrically; the prestige or
power of a language can trump geographic proximity. For example, although France
borders Germany, French publishers translate from English six times more often than
they translate from German, just as Germany translates six times more often from
English than from French (analysis of data from UNESCO, 2010). In general, trans-
lations flow from world centers, particularly from the English-language “super-
center,” to the periphery, and not.nearly so often in the other direction. Since 1932,
over a million books have been translated from English into other languages, but only
about 116,000 from other languages into English, whereas for most other languages,
there is more import than export of translations {(TNESCO, 2010; compare Heilbron,
1999). Thus, scholars who are monolingual in English experience the largest “blind-
spot” vis-&-vis literatures originating outside their language zone.

Translating morc works inte English would help to remedy this great asymmetry.
Howevet, translation alone cannot guarantee that the new readers will understand
and appreciate a work. Even when linguistic barriers are overcomme, ideas can be lost
in translation. One reason is that conventions of writing unfamiliar to an audience can
obscure the significance of the work {e.g., see Urike, 1997). For cxample, because of
different conventions for scholatly writing, to Buropean and Latin American readers
US anthropology of education may seem to lack sufficient theoretical grounding,
while to US readers European and Latin American work may seem overly theoretical
and to lack empirical findings and discussion of research methods. As a result, each set
of scholars may fail to take the other seriously.

(k]

© 2011 by Blackwell Publishing Ltd

Levinson, B. and Pollock, M. (2011). A Companion to the Anthropology of Education.
Chichester, West Sussex [England]: Wiley-Blackwell, pp.17-21.
Reproduced with permission of the Licensor through PLSclear.
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RESEARCH THEMES SHAPED BY CANONS, CoNTEXT, AND PLACE
N THE WoRrLp Economy

because outside readers do not grasp the significance of the translated scholarship.
They may not find the subject matter relevant because it does not correspond to
research questions perceived as central in their own academic setting. This section
points out some of the reasons why the most common research themes vary from
place to place.

g !
Ideas get lost in translation not only because of rhetorical conventions, but also |

Often a research theme makes sense in the context of ongoing local conversations
on particular topics. By virtue of who has trained whom, who sces whom in face-to-
face meetings, who can publish easily in which venues, and who is reading whom,
scholars tend to engage in research conversations with a particular group of colleagues,
and their writing makes reference to those local conversations. Such conversations
may point to different canons of literature that grow from historically different disci-
plinary roots, as noted above, Language barriers and persisting difficulties of accessing
Eterature from other parts of the world also channel scholars into certain conversa-
tions and not others, as also noted above. As a result, for the handful of scholars who
gain an international audience beyond their original publications in languages like
French, German, Russian, or Portuguese, their translated work is read outside the
context of the rcscarch and debates within the home country that shaped it (Larsson,
2006: 191).

As an example, the question of how human beings learn, which was originally of
interest to psychological anthropologists and now to cognitive anthropologists in the
United States, attracts a surprisingly small amount of attention among US anthro-
pologists of ¢ducation {for a call to arms, see Varenne, Chapter 4, below). However,
it is studied in Germany, as noted above, because of the disciplinary roots of Germa-
ny’s pedagogical anthropology. Learning is also a topic of great interest within the
international network of scholars working on cultural historical activity theory, who
carry on a conversation distinct from the mainstream of educational anthropology
that crosses many national boundaries, but which seems to be particulatly prominent
in countries such as Spain, Mexico, and Brazil (ISCAR, 2009).

Another example is the study of schooling that local participants take to be ordinary
or reasonably successful. Ethnographic work in Japan, particularly among saciologists
and psychologists, often describes the kind of schooling that local participants take as
the implicit norm (Minoura, in press). This is generally public schooling that serves
the middle-class, urban, ethnically Japanese population — the unmiarked case — as
opposed to schools perceived as failing or as serving mainly under-represented
students. Similarly, in the United Kingdom, where much of the ethnographic work is
conducted by sociologists, the nnmarked case of schooling taken as normal is an
important topic of research (Delamont and Atkinson, 1995).

Research themes also vary because of the distinetive historical, social, and political
contexts of different nations. It is hardly surprising, for example, that in countries of
conquest like Canada and the United States, anthropology of education has always
included a focus on Indigencus education. There is a similar interest in Indigenous

populations in Mexico and Chile, other countries of conguest. Given the peculiar his-
tory of slavery in the United States, it is likewise not surprising that racial differences
and racism preoccupy its rescarchers. Canada and the United States are also countries
of massive immigration, and that is one explanation for the enormons interest in dif-
ferences between school culture and home culture in these eountries. Not by chance,
the cthnography of education in France, the Netherlands, Ttaly, and Central Europe
has shown increased interest in immigrants as the number of immigrants to Europe
rses {c.g., Gobbo, in press; Erss, in press). In several parts of Europe and now in
Japan, interculturat education is a research focns, and the subjects are both indigenous
minorities like Roma and new immigrants (Minoura, in press).

-11-
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US anthropologists of education are so driven by the local-political and historical
need to alleviate racially and ethnically shaped inequities in the school system that the

US literature, seen from the outside, appears to be fixated on the topic of school
failure (Delamont and Atkinson, 1995), Thus, a review of articles published by the
Anthropology and Education Quarterly from 1995 to 2005 found that 63% of the

articles concerned schooling and, of those, 52%, or 39 articles, addressed success and
failure; meanwhile, the 37 articles that were not about schooling tended to address

culture and ethnicity, language, and identity (Jacquin, 2006). In contrast, research on
social class, gender, and rural-urban inequities is less abundant in the United States,

as is research on schooling that is perceived by the locals as serving mainstream
populations.

The example of Denmark and other Scandinavian countries illustrares a different
common theme shaped by a different political and historical framework. In the context

of social welfare states concerned with the provision of “good childhoods” and socially
safe environments for growing moral human beings, pedagogical anthropology in
Scandinavia takes as its topic not schooling per se but rather the lives of children and

youth (Anderson, Gullev, and Valentin, in press). It is only because “over 90 percent
of all children between age 2 and 15 attend state-funded nurseries, kindergartens,

schools, after-school centers, youth clubs and state-subsidized sport associations” that
the ethnography of children leads to studies of life in schools and other institutions

{Anderson, 200%: 3). The Danish focus is on integration into the group rather than
on academic success and failure.

The place of a country in the world cconomy also results in variation in common

rescarch themes, Whereas in the United States and Europe, educational literature
sometimes compares schools to oppressive places like factories or prisons, in the global

South — for instance, in Mexico ~ public schools can sometimes be scen as a liberating
force that offers a relatively equalizing experience in the context of strong gender,

class, and ethnic distinctions outside school (Rockwell, 1998, although schooling for
indigenous students is viewed with less enthusiasm in Rockwell and Gomes, 2009).

Given the difference in perspective, readers from the global North might mistakenly
interpret approaches from the global South as naive, while scholars from the South
might find literature from the North too jaded.

Meanwhile, in the global South, economic constraints make it difficult to carry out
ethnography, and local ethnographers must often rely on international donors for

funding. In west and central Aftica, for example, international donors tend to control
research topics since they fund almost all scholarship except for master’s theses.

Because of donor interest, rescarch in west and central Afiica focuses much more
heavily on gender disparities than does the anthropology of education in North

America or almost anywhere else (Diallo, in press).
Finally, position in the world economy seems to influence how much scholars

conduct comparative research outside their home country. Whereas anthropologists
from much of the global North, have historically gone “abroad” more often than

condncting research at “home,” ethnographers of education more typically conduct
research “at home.” However, in certain countries a significant minority of ethnogra-
phers of education conduct studies outside their home countries. In general, it is in

countries of the global North with a history either of colonialism or of international
aid in which one finds some ethnographers of education studying learning or school-

ing abroad; this includes the United States, Japan, the Scandinavian countries and, to
a limited extent, the United Kingdom and Frarnce. :

LErssons

Across many parts of the world, scholars conduct anthropologically or sociologically ( B )
informed ethnographic studies of learning and of schooling. These studies are similar
enough that we can identify, if not 2 common subdiscipline, at least a set of family

resemblances (van Zanten, in press). The family resemblances include a commitment
to analyzing issues in local context, to grasping the meaning made by local partici-

pants, and to conducting relatively long-term participant observation to gain those
insights, The researchers in question tend to offer social and cultural explanations

rather than purely psychological analyses, and many of them, aware of the misuse of
the culture concept to reinforce stercotypes, offer sophisticated concepts of culture as
a dynamic and creative process (e.g., Neufeld and Thisted, 1998; Rockweli, 2007).

-12-
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However, there is enough variation across language zones and regions that we can-
not afford to ignore the literatures beyond our local boundaries. One reason is that,
because languages of publication vary, anthropologies of education in different parts

of the globe offer terminclogy and metaphors that may not translate easily into our |

home language, for instance, ¢f trabajo docente (“the work of teaching,” Rockwell and
Gonzidlez, in press) or dannelse or Bildung (“education with a focus on personal
development”). We thus have much to learn from fresh definitions and fresh con-
cepts. Another reason is that, because specific research techniques vary, we can look
to other people’s anthropologies of education for sophisticated models of desirable
methods, from narrative inquiry to teacher research. A third reason is that, because
common research themes vary, anthropologies of education around the world can
suggest research questions that help us break out of conversations that have become
too fixated on one way of seeing a problem,

(B)

The last point is particularly important. Without the broader comparative perspec-
tive, we tend to focus too narrowly on a few nationally relevant questions, such as race
and cthnicity in the United States, failing to realize that “the analytic categories used
to construct cthnographic texts are not autonomous; they are rooted in the societies
in which they are first used, and they reflect actual ways of constructing difference in
those societies” (Rockwell, 2002: 3). Dialogue with colleagues doing related but not

identical kinds of work in other parts of the world can make us aware of our own
taken-for-granted paradigms and can provoke us to ask questions we had not previ-
ously thought of asking, For example, would more emphasis on what local partici-
pants take to be normal, unproblematic schooling provide Americans with fresh
models, or solutions, or templates for providing quality education for all? Meanwhile,
would more attention to ethnicity or “race” be salutary in Germany? Would it be use-
ful in France or the United States or China to reflect more on school as liberating?
Would it meanwhile behoove educators in west Aftica to beware the oppressive side
of schooling?

Besides ralsing questions about the subdiscipline, this chapter also raises questions
of broader significance to the study of academic disciplines, higher education, and the
flow of academic knowledge in general. Purther study of who cites whom and of how
ideas get transformed as they cross borders would raise our self-consciousness ahont
our own enterprise as scholars and teachers,

This chapter undetlines the need for several practical steps to improve eommunica-
tion across lingnistic and economic barriers. Beyond the need to wanslate more work
into English, I would emphasize the importance of requiring doctoral students to
establish a reading knowledge of at least one language besides English, and to dem-
onstrate that knowledge by making use of relevant literature published in that lan-
guage, because there will always be research that does not get translated. We should
learn and ask our students to learn to consult on-ling research reports and reviews
such as the open access Resedias Educativas/Resenbas Educativas, edited by Gustavo
Fischman, for books in Spanish and Pormgucse (edrev.info/indexs.html); Spain’s
open access database to rescarch articles, “Summarios ISOC, Ciencias Sociales Y
Humanidades” (bddoc.csic.es:8080 /isoc.html); France’s open access link to journal
articles (revues.org); and the English-langnage Japanese Review of Cultural Anthro-
pology (indexed at www.soc.nii.ac,jp/jasca/ publication-e/frame-c.html). As sug-
gested at an open editorial forum on “Transnationalizing Scholarly Communication™
at the 2009 meeting of the American Anthropological Association, we should recruit
truly international editorial boards for journals and book series, and could practice the
occasional acceptance of articles reviewed by panels of reviewers from the author’s
home country rather than by the journal’s regular reviewers. Publication of reviews of
the literatures from many regions and language zones on a regular basis, as the journal

Current Anthropology used to do, would also be heipful, Finally, equitable indexing of °

articles and beoks in multiple languages will become even maore important as multi-
lingual bodies of literature burgeon. Anthropologists of education need to work with
librarians and scholarly organizations to develop search engines and indexcs that can
help scholars find their way through an increasingly vast world literature {Brenneis,
2009). Uldmately, the most cffective way to translate ideas across borders may be to
form transnational research teams (Victor Ziiniga Gonzdlez, personal communica-
tion), but niot all scholars will find the resourees to conduct such studics.
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The very task of defining “cducation” reveals the challenges of crossing linguistic
boundaries; there is no one-to-one correspondence among terms across languages.
Anthropologists of education in different parss of the world seem to agree on a broad
definition of our object of study, “education,” as all deliberate and systematic inter-
ventions in learning, whether the intervention takes place in schools, at home, or in
other settings (as Hansen defined it in the United States, 1979: 28). However,
although Danes usually translate the English word “education” as wddannelse., the

" term uddannelse misses the focus on personal development denoted by another

Danish word, dannelse, much like the German term, Béldung, and by the French
terms éducation and formarion' (Andcrson, 2009). Therefore, rather than labeling
educational anthropology with the literal translation #ddannelsesantropologi, Danish
scholars increasingly call it “pedagogical anthropology™” (as do German anthropolo-
gists of educasion; Wulf and Zirfas, 1994). In English, “pedagogy” is an old-fashioned
term for teaching methods, but in Danish the word connotes “moral, social and
cultural formation of educated persons” (Anderson, Gullav, and Valentin, in press).
As we shall see in the following section, the word “anthropology” likewise challenges
casy translation. ' _
More generally, the organization of the world into languages makes some schol-
arship invisible outside its Janguage zone. For example, much of the copious litera-
ture of Japan is never translated and therefore not read and cited outside Japan
(Minoura, in press). Linguistic barriers may even divide single nations: Belgium and
Switzerland each have two different faces, one directed toward the United States,
the United Kingdom and perhaps toward Germany, the other toward the Francoph-
one world. s

(B)

Translation is a partial solution, but translations flow asymmetrically; the prestige or
power of a language can trump geographic proximity. For example, although France
borders Germany, French publishers translate from English six times more often than
they translate from German, just as Germany translates six times more often from
English than from French (analysis of data from UNESCO, 2010). In general, trans-
lations flow from world centers, particularly from the English-language “super-
center,” to the periphery, and not.nearly so often in the other direction. Since 1932,
over a million books have been translated from English into other languages, but only
about 116,000 from other languages into English, whereas for most other languages,
there is more import than export of translations (UNESCO, 2010; compare Heilbron,
1999). Thus, scholars who are monolingual in English experience the {argest “blind-
spot” vis-3-vis literatures originating outside their langnage zone.

Translating more works into English would help to remedy this great asymmetry.
However, translation alone cannot guarantee that the new readers will understand
and appreciate a work. Even when linguistic barriers are overcome, ideas can be lost
in translation. Ore reason is that conventions of writimguafamiliar to an audience can
obscure the significance of the work (e.g., see Urike, 197) .For example, because of
different conventions for scholarly writing, to Buropean and Latin American readers
US anthropology of education may seem to lack sufficient theoretical grounding,
while to US readers European and Latin American work may seem overly theoretical
and to lack empirical findings and discussion of research methods. As a result, each set
of scholars may fail to take the other seriously.

(k]
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Dis physiologische Frilhgeburs

@ Ein hillaser Nestflitchter — so erscheint der nevgeborene Mensch

dem Zoologen. Tst es uns bewuBt,daB diese Tatsache die Bepel

t? Such iv ¢inmal §n Gedapken
den Gebuttsznstand »u erfinden, wie er sein miifite, wite der
Mensch wirklich véllip dem Bildungsgesetze seiner Gestalis
verwandten unterworfen. Ein solcher Versuch ist nicht nur
cine miifige Konstruktion; er dieat det Feststellung einer Mog-
lichkeit, an der erst das Seltsame unserer wirldichen Entwriclk-
lung gemessen werden kann, Unsere Ubedegung sucht nue
pach einer Vergleichsbasis, sie erarbeitet ein Modell; sie will
nicht ctwa den Eatwicklungszustand irgendeiner Ahnenform
datstellen,

Das Neugeborene aller hoch organisicrten S#ugergruppen
ist cin Nestflichter mit weit ausgebildeten, leistmngsfihigen
Sinncsorganen. Seine Gestalt ist, von geringen Proportions-
vesachichungen, besonders der KopfgréBe, abgeschen, ein ver-
Kleinertes Abbild der Reifeform, und sein Vechalten wie seine
Bewegungsweise entsprechen weitgehend dem Gebaren der
Eltern. Auch verfilgt es iber dic Elemente der fir die Art
kennzeichnenden sozialen Kommunikationsmittel. So ist der
Geburtszustand bei den Huftieren, den Robbenund Walen, eben-
80 bei den Affen, Wie wir sahen, gilt diese Aussage im Blick auf
die gestaltliche Ausformung such filr die Menschenaffen, von
denen noch hesonders zu bedehten sein wird, Auch manche
spezdalisierten Nager mit redurerter Jungenzahl und langer
Tragzeit (im Verwandtenkreis der Stachelschweine), sowie die
extrem spezialisierten Ameisenbiren und Fanltiere Stidamerikas,
die nur ein Junges werfen, folgen demselben Gesetz.

Piir cin echtes Siugetier von Menschentypus miissen wir im
Sinne dieser Definition cin Neugeborenes fordern, das in den

Proportionen seines Kirpears dem Brwachsenen ghalich ist, das
die artgemife aufrechte Kbrperhaltung einnehmen kann und,
das wenlgstens iiber die ersten Elemente unseres Bezichungs-
. mittels, der Wortsprache (und Gebardensprache), verfiigt., Es
gibt dieses theoretlsch geforderte Stadium in der Tat in wnserer
Eatwicklung: etwa cin Jahr nach det Geburt witd diese Stufe
erreicht. Nach einem Jahr erlangt der Mensch den Aushildungs-
grad, den cin seiner Ast entsprechendes echtes Siugetier zur
Zeit der Geburt verwirklichen miiBte. Witrde also dieser Zu-
stand beim Menschen auf echte Siugerweise gebildet, so miiRte
unsere Schwangesschaft etwa um dieses eine Jabr linger sein,
als sie tatsichlich ist; sie mitBte etwa 21 Monate betragen. Dicser
Zahl von 21 Monaten datf natiirlich nicht ein allza absoluter
Wert zugesprochen werden, Es kommt doch schr darauf an,
welchen Grad der Anniherung an die Reifeform man in unserer
Konstruktion fordert: je nachdem wird man ein paar Monate
mebr oder weniger evetlangens mitssen. Entscheidend fiir unsere
weitere Untetsuchung ist die Notwendigheit der Forderung
einer um ungefibr cin Jahr vedingerten Tragzeit fir cin men-

@Daho.i schweift unser Denken nicht etws ins Unmigliche und
Phantastische aug. Solche lange T'mgzeiten kommen vor. Der
indische Blefant wirft sein Tunges nach 21-22 Monaten, und,
dicses _bewegliche Flefantenkind von fast x m Schulterhihe,
und etwa 100 kg Gewicht ist ein Musterbeispiel fiir alle die
gben prizisictien Forderungen. Die Tragzeit des Pottwals soll

ctwa 16 Monate betragen: auch er bringt ein weit ansgebil-
detes Juoptier mur Welt: das «Kleinas ist bel der Geburt

4 m laog. ;Wir zicheq vorliufig nur die Polgerung, daB die
witkliche Dauer der menschlichen Schwangerschaft sehr viel
kiirzer ist, als sie filr eine typische Siugerentwicklung bei un-
serer Organisationsstufe sein miite. '
Dafl der menschliche Geburtszustand sine Art sphysiologi-
schers, d. b, normalisierter Frithgeburt ist, das wird kaum

cxnsthaft bestsitten werden, und die Feststellung ist in dieser
Form auch nicht neu, Aber der Gegensatz zur Entwicklungs-
norm hiherer Siuger ist nicht crkansit worden: Durch die sug-
gestive Witkung der Gemeinsamkeiten von Menschen und
Menschenaffen ist dag Problem iiberblendet worden, das die
Schwangerschaftsdaver beim Menschen uns jn Wahrheit auf
gibt. Bs fehlte cin Besugssystem, um die Besonderheiten unserer
Oatogenese cindriicklicher zu sehen.

Manche Eigenatten der Entwicklungsvorginge, welche der

Geburt des Menschen folgen, werden verstindlicher, wenn wir
cinmal diese Geschehnisse im Lichite unserer Folgerung an-
schaven; das frithe nachembryonale Wachstum ganz besondets.
Das Wachstum der Sauglingsperiode ist beim Menschen durch
eine sehr intensive frithe Massenzunahme ausgezeichoet; cs
steht in schroffemn Gegensatz zur Langsamkeit aller spiteren
Kdsperbildung, die man immer wieder als fiir den Menschen
ganz besonders chatakteristisch bezeichnet hat,

(Hig4]
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Portmann, A. (1969). Biologische Fragmente zu einer Lehre vom

Menschen. Dritte, erweiterte Auflage. Basel, Stuttgart:
Schwabe & Co., pp.57-60.
Reproduced with permission of the publisher.
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scheniihnliches Saugetier, fir einen echten Tiermenschen oder
ein Menschenticr!
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