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Abstract 
This paper reports on a pedagogical intervention in an engineering curriculum at a South 
African university of technology.  A storytelling intervention was introduced into an 
undergraduate geomatics diploma programme, and was theorised using critical 
posthumanism.  The storytelling intervention was introduced in the curriculum to investigate 
how points of compatibility between the ‘hard’ and ‘soft’ sciences can be identified and 
demonstrated, as called for by numerous theorists.  It was also used as a means to develop 
students’ social, environmental and ethical awareness, as well as to foreground student 
subjugated knowledge through the lens of geomatics.  The basic tenets of posthumanism are 
explicated and the philosophy is used as both a navigational and analytical tool. A 
cartographic, diffractive methodology was developed (mainly from the work of Rosi 
Braidotti and Karen Barad) and employed for analysis.  The analysis shows that geomatics 
education in South Africa is intensely humanist and anthropocentric, even though there have 
been attempts to reform the curriculum.  It makes the case for fostering novel relations across 
disciplinary boundaries, and contributes to the development of transformative pedagogical 
techniques that are aimed at decolonisation and social justice.     

Introduction – Geomatics Education in South Africa 
Geomatics includes the tools and techniques used in the disciplines of land surveying, 
photogrammetry, remote sensing, geographic information systems (GIS), geodesy, and 
cartography.  The inclusion of these scientific disciplines under the umbrella of geomatics 
followed the increasing interdisciplinarity of their applications and theory.  The spatial 
science community has been progressive in embracing changes in technology and practice, 
fuelled by a growing market.  This is uncommon, however, and interconnections between the 
discursive communities of the ‘hard’ and ‘soft’ sciences are few. 
In South Africa, geomatics qualifications at universities, like other engineering qualifications, 
are focused on maintaining minimum standards and covering specific technical knowledge 
areas (Winberg, 2008).  In addition to this, current geomatics education in South Africa is an 
extension of the old surveying education which was developed during the apartheid era (and 
in turn was influenced by colonial education).  Much of the professional surveying 
curriculum has been developed around cadastral surveying, which is the surveying and 
demarcation of land for the purposes of land ownership.  During this development, power 
relations around the ownership of land were implicit.  This paper reports on a digital 
storytelling intervention that was introduced into an undergraduate geomatics diploma 
programme at the Cape Peninsula University of Technology, and was theorised and navigated 
using critical posthumanism.  Philosophically, posthumanism is an ambitious, holistic 
philosophy and this paper is intended to be introductory.  A diffractive, cartographic 
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methodology is proposed and put to work in discussing the art/science divide in geomatics.  
Thereafter, the digital storytelling intervention is briefly discussed.  This research forms part 
of a larger study on the use of posthumanism in higher education, and further explication and 
theorisation will be published elsewhere.   
 

Posthumanism 
Posthumanism is the historical moment that sees a convergence between anti-humanist 
philosophies on the one hand, and anti-anthropocentrism on the other.  The basic 
characteristics of posthumanism are: overcoming humanism and humanist anthropocentrism, 
taking into account the nonhuman (i.e. animal, environmental and technological) others, and 
the affirmation of difference (Radomska, 2010).  It is relatively new and has had important 
contributions from philosophers and theorists situated across a wide spectrum of thought.  
Posthumanism builds on the epistemological and ontological foundations of postcolonialism, 
anti-racism and material feminisms.  Material feminism is closely linked to what has become 
known as new materialism, and prominent philosophers in the field of new materialism (such 
as Rosi Braidotti, Manuel DeLanda and Karen Barad)  have contributed much to the 
development of posthumanist theory through their sociomaterial insights (Barad, 2003; 
Braidotti, 2013b; Delanda, 2006).  
A problem with humanism is that it has developed into a European hegemonic civilizational 
model, and is typified by Leonardo Da Vinci’s Vitruvian man.  It is the ideal of human 
perfection – white, able-bodied, handsome, male, and youthful – and anything that is 
dissimilar is othered.  It sets the standard for individuals and cultures, and its Eurocentric 
binary logic neatly places subjects into ‘us’ and ‘them’ boxes.  Difference or otherness is 
equated to inferiority, and those branded as others are more often than not “the sexualized, 
racialized, and naturalized other, who are reduced to the less than human status of disposable 
bodies” (Braidotti, 2013b, p. 15).  The western notion of human/nature (and other 
relationships of oppression) is strongly dualist and relies on a relation of 
domination/subordination (Plumwood, 1993).  The racialized other is also extended to 
include non-Western and non-Christian others (Braidotti, 2009). 
Critical posthumanism is a type of posthumanism that combines critical thinking with 
creativity. It aims to move beyond analytical posthumanism (which focuses on the science 
and technology aspects of posthumanism) and unlock the productive potential of 
posthumanism.  According to Braidotti, the task of a critical theorist is to firstly account for 
the present.  Once this is achieved, the critique can then be transformed into affirmative 
creation.  Accounting for the present is a cartographic move.    
Posthumanism attempts to traverse dualisms by developing a new understanding of 
difference (Van der Tuin & Dolphijn, 2012).  Difference is seen as positive, and not in terms 
of a lack.  Difference can be seen as a Deleuzian response to Western metaphysics’ idea of 
difference, and in the classroom, students are encouraged to connect across difference.   
Posthumanism represents a paradigm shift in the way we conceive of ourselves, our place in 
the world, and our subjectivity.   Methodologically, it requires an analysis of assemblages 
and relations, as opposed to discrete people or things.  Assemblages are products of specific 
historical processes, and analysis of assemblages can show that they are complex and in some 
cases, internally contradictory.  This is especially relevant in the diverse South African 
university, which contains a multiplicity of influences, imperatives, socio-political realities, 
material conditions and relations.    Posthumanism can be utilised as “both a genealogical and 
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navigational tool” (Braidotti, 2013b, p. 5).  This allows for not just a ‘zig-zagging’ between 
theory and practice (Jackson & Mazzei, 2012; Lather, 2014), but also between critique and 
affirmation.   In this regard, storytelling allows for complexity – stories can distil otherwise 
complicated ideas into tangible, understandable products, without necessarily losing 
important details.  Donna Haraway, another influential feminist philosopher, is a strong 
advocate for situated storytelling as a means of knowledge creation.  Stories can help to fulfil 
the posthumanist possibility of being both navigational and analytical – Haraway points out 
that “we need stories (and theories) that are just big enough to gather up the complexities and 
keep the edges open and greedy for surprising new and old connections” (2016, p. 101).  
 

Hard and soft – why bridge the gap? 
The interplay of science and art is encouraged to find points of compatibility between the 
humanities and the sciences. Braidotti points out that posthumanism can help to redefine the 
relationship between the ‘subtle’ and ‘hard’ sciences, and finds some interesting examples of 
studies that cut across both branches of knowledge (Braidotti, 2013a).  Transversal 
connections across difference can be usefully harnessed, and this research is an example of 
such cross-pollination, approached from the direction of the geographical and technological 
sciences.   
The division of labour has helped humankind to progress, by improving the overall efficiency 
of work processes.  This is made possible by specialisation, where individual workers can 
focus on specific tasks within the overall process of production.  The geomatics qualification, 
being a career-oriented, specialised qualification, produces surveyors, cartographers or GIS 
practitioners.  Whilst I recognise this very important advantage, I am also critical of 
specialisation. As an employee, a specialist worker can lose overall sight of the aims of the 
company, and a specialist researcher risks seeing the world exclusively through her 
theoretical or methodological lens.  Within the ‘family of professions’ too, specialisation 
results in once-close practitioners (such as surveyors, town planners and architects) seldom 
communicating or influencing each other’s work.    
As a response to specialisation of geomatics-related professions, there have been calls for an 
increasingly multidisciplinary educational approach.  This was to mitigate the effects of the 
increasingly isolated position that surveyors found themselves in, as well as an 
acknowledgement that relationships with other professions is important for success (Eekhout, 
1989).  While Eekhout focuses on collaboration with other related disciplines, I would go a 
step further and suggest that real value can also be found in traversing apparent boundaries 
between geomatics and other, seemingly unrelated areas.  Haraway’s strategy of making 
‘oddkin’ is important: “we require each other in unexpected collaborations and combinations 
…. We become-with each other or not at all” (Haraway, 2016, p. 4).  It is in this spirit that I 
introduced a seemingly dissonant task into the GIS curriculum – one that involved students 
thinking about a social issue, and then performing an artistic exercise that would combine 
their spatial analytical and cartographic skills with digital storytelling.   
 

A genealogical, diffractive analysis 
The work of numerous philosophers and theorists (especially Braidotti and Barad) has been 
drawn on to develop an analytical and navigational framework which is appropriate to 
analyse and interpret the data that has been collected.  The analytical tool of diffraction 
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(proposed by Barad) has been sharpened by empirical application (Barad, 2014; Hoel & Van 
Der Tuin, 2013; Sehgal, 2014; van der Tuin, 2014) and its ethics have been conceptualised 
and clarified (Thiele, 2014).  A diffractive methodology seeks out the in-between spaces and 
does not subscribe to the masculine comparative methodology of pitting one theory against 
another.  Insights are read through each other, sometimes enhancing each other’s intensities, 
sometimes decreasing them, like diffraction patterns.  Arising out of feminist theories, the 
methodology is concerned with subjectivity, relationality, positionality and trans-
disciplinarity.  Bridging the divide between art and science is important.  Situated within 
geomatics higher education, I have drawn on geomatics theory, teaching and learning theory, 
non-representational theory, post-colonial theory, feminist theory, storytelling and new 
materialism.  The intervention is one that is guided by a commitment to socially just 
pedagogy.  Traditional power relations between lecturer and student have been problematised 
and students are given the opportunity to produce valuable teaching material themselves. 
Diffraction changes the traditional way we think about ethics and ontology – Theile shows 
how these two concepts relate to each other more intimately, drawing on inspiration from 
Deleuze, who in turn was inspired by Spinoza (Thiele, 2014).  Ethical thought is central to a 
diffractive interrogation of the world (Barad, 2007; Braidotti, 2006; Thiele, 2014) – it 
conveys a sense of being-in-the-world during practice as well as analysis.  Barad(2007, p. 25) 
outlines the significance of careful, disciplinary observation in her methodology: 

My aim in developing such a diffractive methodology … is to provide a transdisciplinary approach that 
remains rigorously attentive to important details of specialized arguments within a given field, in an effort to 
foster constructive engagements across (and a reworking of) disciplinary boundaries   

Foucault’s work is influential in Braidotti’s nomadic theorisation, and his genealogical 
method is incorporated into the analysis to make visible the link between knowledge and 
power.  This is especially pertinent in surveying education, where its effects are manifested in 
power exerted over the land.  Foucault (1980, pp. 50–51) alludes to the importance of the 
material in an effective analysis:  

to make visible the unseen can also mean a change of level, addressing oneself to a layer of material which 
had hitherto had no pertinence for history and which had not been recognised as having any moral, aesthetic, 
political or historical value   

Thus, a change of sensibility is needed, one that is attuned to finer details, material 
conditions, difference, and transversal connections. 
Dualisms that correspond to and naturalise forms of oppressions (e.g. male/female, 
mind/body, civilised/primitive and human/nature) are rooted in historical processes and are 
preserved in culture (Plumwood, 1993).  In the same way, the art/science dualism, with 
specific reference to cartography, is a dualism that has been constructed over time.  The 
development of cartography is closely linked to improvements in surveying and mapping 
instrumentation, and most importantly, accuracy.  Accuracy became the primary metric by 
which progress in cartography was measured.  This scientific view of cartography did not 
always exist.  In the supposed march of cartographic progress and with technological 
improvements, art has been dropped from the definition of professional cartography.   
Cartography has seen a change in the form of maps – clay tablets, inscriptions on buildings, 
paper sketches, navigational charts and pixels on a computer screen are all ways through 
which spatial information has been communicated.  Cartography went from being regarded as 
an art to a science in a period called the ‘cartographic reformation’.  This was an 
approximately one hundred year period between 1670 and 1770 which saw the decline in 
decorative artistry on maps, usually produced by single skilled craftsmen.  This was replaced 
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by neutral white space, produced as a result of large-scale institutional surveys, using 
increasingly specialised instrumentation (Edney, 2011).  Thus the cartographer went from 
being able to express himself artistically to being part of a specialised production line.  
Today, national mapping agencies produce anonymous, standardised mapping.  J.B. Harley 
points out that maps are often viewed as models, ways of portraying reality, and are different 
from pieces of art, like paintings.  Harley (1989, p. 4) says that  

although cartographers have continued to pay lip service to the 'art and science' of mapmaking, art, as we 
have seen, is being edged off the map. It has often been accorded a cosmetic rather than a central role in 
cartographic communication.  

One of Harley’s most important philosophical insights is that maps help to construct the 
world, not just represent it.  In addition to this, the practice of cartography is deeply 
implicated in acts of political advocacy, annexation, spatial ordering, and ideology 
propagation.  The scientific view of mapping has given the public the impression that spatial 
information is “portrayed in a neutral, objective, impersonal, unadorned manner, and that 
maps disengage us from a personal, subjective view of the world” (Dorling & Fairbairn, 
1997, p. 4)  but “maps are not independent of the observer: maps are context-dependent, often 
available only to the initiated, unlikely to be value-free and should be viewed with caution” 
(Dorling & Fairbairn, 1997, p. 4).  I would argue that even the ‘initiated’, namely students 
and teachers of mapping sciences, are largely unaware of maps being ideologically-laden 
communication and ordering devices.  This is in part due to the curriculum, which 
interpellates and orders the student and lecturer, just as maps do.  A diffractive analysis 
shows that environmental and ethical ‘blind spots’ are aided and encouraged by the 
promotion of a specific humanist subject through the practice of geomatics education.   
It is through a complex interplay of power relations, changes in the environment (natural, 
cultural and technical), differences and repetitions, that things get produced.  These things 
could be subjectivities, curricula, stories or other practices.  The power relations within the 
schooling system, the academy and industry can be analysed to observe the workings of the 
relations between actants in the assemblage.  The controversial system of Christian National 
Education (CNE) as implemented by the Afrikaner National Party government had a strong 
influence on the apartheid education policies that came afterward.  The apartheid education 
system, like the town planning system, had far-reaching influence, and their effects are still 
observable in South Africa today. The post-apartheid government officially adopted a secular 
stand, as enshrined in the South African Constitution, yet there is a continuation of the 
Christian ethos.  This is not only a South African phenomenon, and the conflation of 
secularity and Christianity has been observed since the end of the Cold War.  This “myth of 
secularism” (Braidotti, Blaagaard, de Graauw, & Midden, 2014, p. 6) is based on the 
underlying connection between humanist values and Judeo-Christian values such as respect 
for the law, individual worth, autonomy, freedom, and rationality.  These values were also 
most prized and promoted during the period of brutal colonial expansion.  It should be noted 
that racism and colonisation of old is still alive and well in the world today, albeit in the form 
of neo-imperialism and prejudices towards many kinds of others.  The visible neo-liberal 
agenda in the public sphere (for example the faith in the market economy and promotion of 
private property rights) produces statements from universities, and in turn produce curricula 
from geomatics departments.  A Foucauldian approach looks at power as both restrictive and 
productive.  Power formations function at the individual and group level; so do narratives, 
cultural representations and social modes of identification (Braidotti, 2013b, p. 26).  For 
example, the technikon (the predecessor of the university of technology) surveying learning 
experience (including curriculum, the learning environment, the technology used, the 
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assessment and the administration) was dictated originally by the government department of 
education, then power was devolved to the institution, giving the technikon more power.  
Thereafter, the rise of the Geomatics Council (the statutory body controlling geomatics in 
South Africa), followed by the domination of the capitalist agenda and the growing influence 
of the market was, and continues to be, observed.    
That dualisms are ideologically questionable is laid bare by Haraway’s (1991) analysis of 
three crucial boundary breakdowns: human/animal, organism/machine, and physical/non-
physical.  These boundary breakdowns help in the negation of dualisms, and in the 
development of effective oppositional strategies.  These boundary crossings are observed and 
actively engaged with in my teaching.  It is a space where complexity and difference help to 
open up discussions and learning spaces.      
  

The Storytelling Intervention 
Storytelling was introduced in various geomatics courses, and was used in two main ways: 
stories that were told to the students by me, and stories that the students told.   
Stories that I told 
For the stories that I told, stories from African history were mainly used.  The #feesmustfall 
student protests of 2015 and 2016 emphasised the need for decolonisation in the South 
African context.  There are many aspects to the ongoing project of decolonisation, and the 
introduction of African knowledge was meant as a decolonising pedagogy.  Each story was 
told through the lens of GIS, and the links to sections in the curriculum were made explicit.  
For example, I used maps and spatial analysis to tell the story of Ibn Battuta, the medieval 
Moroccan traveller who was a lesser-known yet more travelled contemporary of Marco Polo.  
I also chose to tell some very personal stories.  One story focused on my early corporate 
career working for a large American oil company, and the reasons for my eventually leaving 
the job.  I found that this allowed me to speak from my location, and opened myself up to 
connections with students that would hopefully enhance their power of being able to act.  
This ability to act comes from what Spinoza called joyful passions (Deleuze, 1988) and I 
attempted to form relations that enhance these in my students.  The stories needed to grow 
awareness of alternative points of view, and promote dialogue.   
Stories that students told  
For GIS students, the climax of the storytelling intervention was the production of their own 
digital stories in a course entitled ‘Spatial Analysis’.  The details of the intervention have 
been reported on previously (Motala & Musungu, 2013).  Students were initially asked to 
produce a professional mapping and cinematographic product that could be uploaded to the 
World Wide Web, one that they could be proud of.  By the fourth iteration toward the end of 
2015, the assessment had changed into a task that was more collaborative and focused on 
taking the students through a series of performances.  What follows is an excerpt of the 2015 
assessment task: 

 
Tell a story using maps 

You are to create a video that tells a story.  The story must have a spatial component (you must use maps in 
telling the story), and must contain numerous spatial analysis techniques.  The story could be your story or 
someone else’s story.  It could be about a social issue that you are interested in.  The script must be written by 
you. 
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You may work in teams for this assignment.  If you work in a team, do a story on an issue that both of you agree 
on. 

Assignment process 

1. Story circle: This will take the form of a discussion, when each person/group will present their story to 
the class.  You will present the basic idea of the story, the storyline, the main character/s, the maps and 
the analysis that you will produce.   

2. Storyboard: You will hand in a storyboard that contains a graphic representation of your story.  You 
must choose 6 (or less) of the most important scenes from your story, and draw it onto the storyboard.  

3. Conference: You will play the video at a mini-conference for the rest of the class to watch. Your video 
will contain a narrated story (audio) and still maps (images) or moving maps (videos captured from 
the GIS).  After each video, there will be a short discussion.  

4. Questionnaire:  In the week following the conference, you will be asked to complete a questionnaire 
about what you learnt during the term. 

Submission requirements 

To pass this assignment, you must complete steps (1)-(4), in which case you will automatically get a mark of 
50%.  The remaining 50% will be based on the mark you obtain for your video submission. 

 
The task had changed from originally placing much emphasis on the technical production of 
the digital stories, to a focus on process. A centrally important insight from non-
representational theory is that representing (like creating a map using GIS) is a performance. 
Non-representational theory is about movement, it is anti-biographical, concerned with 
practice, and is experimental (Vannini, 2015).  This guided the intervention, which attempted 
to accentuate and encourage student creativity, deep thinking, celebrations of diversity and 
connection across difference.  A questionnaire (step 4) provided useful feedback on the 
students’ experience of the intervention.  Interviews were conducted with students, as well as 
with some graduates who had been through the intervention and gone on to work in industry.      

Student stories 
This research focuses on four iterations of the storytelling intervention, between 2012 and 
2015.  The average class size was 14 students and a total of 54 stories were told.  Most 
students came from previously disadvantaged backgrounds, and experience barriers to 
success at university.  These barriers include language barriers (many students have to 
communicate academically in their second or third language), financial barriers and other 
socio-material barriers.  This intervention was intended to provide an alternative learning 
experience that could minimise some barriers.    
The themes of the stories were varied, and reflect the diversity of the students.  Students were 
encouraged to explore social issues, and subsequent discussions showed that some were 
influenced by my choice of stories.  Autobiographies and documentaries were common, 
while some told stories of drugs, crime, disease and terrorism.  Others focused on road trips 
or important personal experiences, such as initiation ceremonies.  It should be noted that post-
qualitative methodologies have been used in the analysis.  A posthumanist data analysis has 
been described as post-qualitative (MacLure, 2013b) because, unlike traditional qualitative 
research, it does not consider coding as a fundamentally important method of extracting 
meaning from qualitative data (MacLure, 2013a).  This does not mean that broad themes 
(such as those mentioned above) are not important.  Themes are extracted and used, but this 
is not where the analysis ends.  Just as much importance is given to data that glowed for me – 
note that this implies some agency on the part of the data.  Attention is paid to outliers, my 
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intuition, differences, affect and movement.  Of particular interest to me were stories in 
which students exhibited boundary crossing, or stories in which the human subject was 
decentred, or stories that combined critique with affirmation.  Almost all digital stories, by 
their nature, were artistic, since they combined imagery, music, narration and text.  The 
extent to which students allowed themselves to be immersed in the creative process was 
varied – some combined the elements into beautiful or disturbing stories, evoking affective 
responses from the viewers; other stories were impersonal, documentary-style and showed a 
resistance to stray too far from the scientific method.  The sharing of personal stories is an 
exercise in diversity, helping students to connect with each other across difference.  The 
stories themselves have agency and can shape the subjectivities of the humans involved. 
Due to space constraints, I can only report in some detail on only one story, produced by an 
isiXhosa-speaking student who was inspired to trace his lineage back to Central Africa. This 
story was in part done in response to xenophobic violence that was taking place in South 
Africa at the time, particularly by South Africans against people from other African 
countries.  The storyteller showed how his ancestors crossed boundaries (physical boundaries 
then, which would in some cases later become national boundaries) and ended up in eastern 
South Africa.  He ends off the story with the following quote: 
“Indeed, I am Xhosa, I am the son of Fikile, grandson of Laqhomfela, grand grandson of 
Pama.  I am Mpodomise.  I am Bantu.  I am from the Great Lakes.  I am originated from 
Central Africa” 
Apart from condensing a large amount of historical research into a short story, the storyteller 
problematised the violence against people who were seen to be different, and then offered an 
affirmative take on this difference.  It is a story that receives very affective responses from 
those who watch it, and has found its way into my curriculum.  It is an example of students’ 
subjugated knowledge that can have rich pedagogic potential.  The South African higher 
education system has traditionally been a site for those in power to subjugate certain 
knowledges, and to privilege others.  Access to and success at university is still strongly 
correlated to social class and race (Badat, 2015).   
Responses to this story by others who saw it show an appreciation for the history and 
difference:  
“I also learn from [this] story because [this] story was based on our history of Xhosa people.” 
“Other than working together with fellow students, it helped me understand the social issues 
they face. My topic was very close to my heart, I've always wanted to research my heritage, 
and this project just opened a new door to discovering who I am.” 
The storyteller was interviewed after graduating and expressed the positive effect that the 
story has had – it provided a new set of presentation skills, and also impressed his employers 
who were able to learn more about him and his abilities.  The story, being produced by a 
human-machine assemblage communicates across multiple temporalities, and makes 
transversal connections between varying disciplines.   
Other performances allowed interesting patterns across difference to emerge in the analysis.  
The specifics of the phenomenon being investigated are crucially important.  As a feminist 
practice, the importance of creating embedded and embodied knowledge is emphasised.  
Phenomena like recognisability, ethical practice, knowing, the difference between subject and 
object, and human subjectivity all emerge out of specific material arrangements (Barad, 
2007).  With regards to situated knowledge, Hughes and Lury emphasise the methodological 
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“necessity of articulating dynamic intra-actions between human and non-human forces” 
(Hughes & Lury, 2013, p. 786).  In teaching GIS, the relations between students, computers 
and GIS software are centrally important for learning to take place.  This is one of the reasons 
that typical written assessments are sometimes unsuitable for use in subjects like GIS.  
The analysis of the intervention does not ascribe to standard quantitative or qualitative 
methods.  An over-reliance on codes is eschewed in post-qualitative methods.  The 
storytelling intervention, like the curriculum it is situated in, is in a state of constant 
becoming, subject to constant change and a range of historical processes.  Simple comparison 
of metrics (such as pass rates across cohorts), and codifying student responses, while useful, 
does not adequately capture movement.  Analysis can show how “discourses and texts 
materialize and, at the same time, produce subjectivities and performative enactments” 
(Mazzei, 2014, p. 745).   
         

Conclusion 
A critique of this intervention is that, despite its intention to disrupt barriers to success in 
higher education, it perpetuated some inequalities, specifically around digital ability and 
access.  Varying experience with and differential access to computer facilities (e.g. access to 
their own laptops) showed in the quality of the final products.  This was one of the reasons 
that the focus of the assessment shifted from the final digital product, to performativity.  
Subscribing to a process ontology, the storytelling intervention continues to change over 
time. 
While this is not an attempt at a fundamental redesign of the architecture of the curriculum, 
the storytelling intervention allowed for a part of the curriculum to be dictated by students’ 
own affects, intensities and flows.  It was a micro-instance of critique, flow and activism 
within the sedimented curriculum.  It usefully pays attention to what Braidotti calls 
“micropolitical instances of activism, avoiding overarching generalizations” (Braidotti, 2011, 
p. 269).      
At a larger scale, what is included (and what is therefore excluded) in the curriculum is a 
boundary drawing practice (Barad, 2014) which needs to be carefully considered.  The 
surveying worldview is one of boundaries and hard edges, and it is difficult to reconcile 
liminality.  The human surveyor, the land, the surveying technology and the practice of 
surveying and mapping are co-constitutive and co-evolutionary.  A historical lack of 
interrogation of social and environmental issues in the curriculum has contributed to an 
inertia of action, a deep-seated unwillingness and inability to conceive of action on these 
fronts.   
In a deliberately playful yet resistant stance, I have chosen to disrespect the boundary 
between art and science.  I have engaged in what Haraway calls art/science activism 
(Haraway, 2016), using the navigational potential of storytelling to chart a path towards an 
ethical becoming.  This is combined with the analytical potential of diffraction, in which 
connections are sought out to inspire the navigation. 
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