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Girls Curtsey, Boys Salute: Denying gender a voice in recollections of Primary School
Kate Adams, Faculty of Education, University of Strathclyde.

A survey requesting at least three memories of Primary schooling produced a database of
almost 200 respondents who attended primary schools in Scotland between 1907 and 1989.
All types of school were represented, from small village or island cstablishments to large
urban mixed schools. The bulk of the data was collected by e-mail from all categories of
staff in two universities. With the benefit of hindsight, pcople recollecting primary school
ofter opinions on how the curriculum, discipline, etc. have been or should be improved since
their day but this paper marks only silence on the issue of gender. Why should this be so?

The danger of analysing memories is encapsulated in Dewey's beliet that "the conscious
adjustment of the new and old is imagination” (quoted in Greene, 1996).  This has two
potential effects. One is to use mature knowledge to suggest that an advanced awareness was
already present during primary school. Examples of this include a physicist describing /
explaining the intricacies of the gas lighting system which existed in his village school. and a
doctor reflecting on the poor hygiene of children's 'biological spills' being covered by sawdust
and left lying in the classroom for the rest of the day. The other is the emergence in narrative
of adult values which have been selectively neglected in western societies in the past because
they were scen to be female focused as against the traditional male focused qualities that
characterise a patriarchal society.  Jodi Marshall's (1994) analysis of these values and
qualities is not about distinction and separation but the opposite, but complementary, forces
which characterise existence. The underlying themes are:
Indcpendence / Inter-dependence
Focus /Openness
Control of the external world / Cycles of change and rencwal
Questing outward / Looking within

Marshall summarises her viewpoint thus:  “There are qualities to which our culture has
limited access, because they have been systematically suppressed....Now some women and
men are realising that our suppressed heritage is still largely untapped, and that public
world values are often distorted as they are male values pursued in isolation” ( 1994:168)

Marshall's lists of male and female values were used as a tool for the first analysis of the data.
As might be expected from a sample from predominantly university employces
approximately 10% of the female respondents showed independence and self-assertiveness
as a quality along with 20% of males. Women expressing ‘controlling’ views accounted for
only 2% of responses while men accounted for 12%.

Interestingly, rebellion against a past teacher's control provoked a stronger reaction from both
sexes. The two values which produced the highest number of responses from both females
and males were traditional ‘female’ values as described by Marshall but they are now both
highly valued within some spheres of higher education. These were Interdependence and
Reflectiveness or 'Looking within'. There is sufficient evidence of this to suggest that while
the initial incident recalled may be true, the interpretative comment has often been
influenced by the person'’s life experience and learning since the event.

These types of recollections are similar to ‘constructed knowledge', one of five
cpistemological perspectives identified by Belenky et al.(1986) as useful in categorising how
people perceive and respond to the challenges and problems they encounter in their lives.



The five perspectives are silence (denial of voice). received knowledge (reliance on the voice
of external authorities).  subjective knowledge (tuning into one's own intuitive voice).
procedural knowledge (faith in the voice of reason) and constructed knowledge (integration
of voices) These five perspectives provided a tool for a second stage analysis of the data.

High intensity stories are said to reflect their importance in a person's history and numerous
examples of long-standing anger attest to the impact of seemingly small incidents in the lives
of young children on adult views about equality and justice. Some of these are gender related
but while the anger about punishment injustice leads to criticism of behaviours in the past.
statements about gender often criticise the loss of a particular advantage to one sex. which
had been traditional.  Gender stereotypes were used extensively by teachers as a social
control mechanism but the division of tasks. playgrounds, ete. is more often reported as
received Knowledge than as a topic which ought to be re-constructed. In the same way the
automaticity of the sole male on the staff being the headteacher is never challenged. Gender
stereotyping is not overtly problematised in reflections.

Clothing as a defining feature of gender occurs more frequently in female memories than
male mainly through memories of individual teachers. This is the one area where the delault
setting s female. Gramset's influential theoretical writings about cultural hegemony and
resistance are central to understanding  how the cultural is implicated in the maintenance or
distuption of forms of power. It is signiticant that clothes which were associated with the
power of the teacher were more often those which in fact marked their subservience to male
rules. Male memories of school clothing are more concerned with short or long trousers
being the mark of growing up and perhaps the fact that most voung boys now wear long
trousers means that resistance s reducing the subservience of childhood.

Wialkerdine & Lucey (1989) analyse subjectivity in terms ol competing irreconcilable and
contradictory discourses. Identity is thus always understood as an incompletion - a struggle
and a process. 1f Gilligan's (1982) metaphor of voice is applied to this process, then 'Tinding'
one's voice is an ongoing effort to let go of things that limit the capacity to hear and really
speak.  The findings of this study would suggest that in value terms. some women are
learning to speak more assertively and that some men are learning (o hear more sensitively.

Belenky, M., Clinchy. B.. Goldberger. M. & Tarule, 1. (1989) Women's Ways of Knowing
New York: Busic Books.

Gilligan, C. (1982) In a different voice. Cambridge, MA: Harvard University Press

Greene, M. (1996) A re-reading of Dewey's Art as Experience. in Olson, D & Torrance, N..
(eds) The Handbook of Education and Human Development  Blackwell

Marshall. ). (1994) Re-visioning organisations by developing female values. in Boot, J..
Lawrence, J. & Morris, J. (eds) Managing the Unknown by Creating New Futures. London -
McGraw Hill

Walkerdine,V. and Lucey. H. (1989) Democracy in the Kitchen? London: Virago



Voices rebounding off a glass ceiling

Viv Anderson
Leeds Metropolitan University

The context

In the literature, particularly in Britain, it is assumed that the glass ceiling 1s something which
applies to women - that invisible barrier in organisations through which they may not pass.
However, the Department of Labor's Glass Ceiling Commission in the United States has a
much wider view, acknowledging, for example, that disabled people are under represented in
better paid managerial and professional jobs and are over represented in lower paid and
operator jobs (Hart 1997). This organisation clearly also accepts that black and ethnic
minorities are also affected by the glass ceiling (Cheng, 1997: Russell, 1997).

Most local authorities have well developed equal opportunities policies as indeed does the
one in the study being reported in this paper. It also has a long established equal
opportunities unit and a women's committee. However the literature suggests (and the
current study confirms) that to a large extent these initiatives have not impacted significantly
on women's prospects for senior management (e.g. Halford 1992).

A diploma in Local Government Women Management Development, has been running for 5
vears as a partnership between a local authority and a large new university.  This 1s an
accredited programme of study at undergraduate level 3. aimed particularly at women in the
Local Authority who are below the glass ceiling (as identified by that particular authority).

There are three strands to the diploma: a taught element which includes sessions on personal
development, background information on local government issues and carcer development: a
ten day work placement; and a retlective practice assignment.  For the assignment, the
women maintain a journal throughout their time on the Diploma which is both a factual diary
or history of their time on the programme, and a sct of reflections on their experience of their
journey over the period of study. In this way the women have an opportunity to synthesise
their experience of work and learning and fit it into appropriate theoretical frameworks.

The study

This paper will present the findings of a rescarch study which explores and theorises the
relationship between gender, management progression and positive action training.  The
research guestions focus on the women's perceptions of the diploma in management in local
government with reference to their personal and professional lives and the changing
relationships between the two. Qualitative questionnaires were completed by 25 women and
follow up in depth interviews were held with 21 women, across the four cohorts of the
course. The following arcas were probed in some depth:

e perceptions of barriers to career progression

e the women's definitions of broad conceptions of Glass Ceiling

e the women's definitions of the Glass Ceiling within the Local Authority
e organisational cultures and sub-cultures within the authority

e personal and professional change and the course.



I'he mitial analysis of the data is consistent with the literature which currently exists in each
of these arcas. This study attempts 10 go beyond this. however, to make sense of the
relationships between these arcas in order 1o gain a greater understanding of the lived and
worked experiences of the women in the study.  To this end, in the paper and in the
conference session, metaphor will be used to develop a framework of the personal and
professional on which to map the women's perceptions of the elfect of the glass ceiling., as
defined by them. the barriers they face in career progression and the contribution the course
made to different aspects of their lives.

In this session, which will be interactive, T would like to discuss aspects of the research which
are exercising my mind:

e The relationship between rescarcher and 'researched’ = how do you do justice to the voices
of the women without drowning them out by theorising?

e How usetul is metaphor as a means of gaining deeper understanding of process?

e How can women in large organisations get their voices heard in order to make a
substantial difference to the glass ceiling, rather than making the few dents in it, which
seems to be the sttuation at present?

['intend to use the women's voices in the discussion in order to maintain constant links with
the data, the theme of tocus being a recurrent one throughout this project, not only in research
terms but in the women's descriptions of the place of the course in their lives.

[ abways tell people it was my trning point..ny perception of things and my view of things
that's how it got better.. 1 was able to focus...it built up my self esteem. it built up my
confidence...a whole new perspective.
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Responding to a “Conquistadora™: Readers Talk about Gender in Mexican Secondary
Schools

Evelyn Arizpe, Ph.D.
Researcher in education, free-lance writer (no institutional affiliation at present)

In Mexico -as in most countries- social and educational practices present students with
approved responses 1o historical or fictional characters in literary texts and this response will
usually be centred on the gender of the main character(s). Although these responses are many
times resisted or subverted by the students, they tend to remain unexpressed because there are
few spaces for them to be heard. When they are expressed, they reveal young people’s
deep-rooted concerns and anxieties about gender issues. This paper presents the results of a
study on gender and reading in secondary schools which also attempted to provide a space
where Year 8 students’ voices could be heard. This was achieved through informal
interviews with twenty students on several adolescent novels, one of which relates the
adventures of the little known historical figure of Maria de Estrada, the only woman who
fought alongside Hernan Cortes during the Conquest of Mexico.

The paper draws from poststructuralist and feminist criticism, together with reader-response
theory in the analysis of covert and overt structures of students™ discourse.  Analysis of the
qualitative data 1s based on three related aspects: 1) conceptions about gender that are
brought to and taken from the reading; 2) the power relationship between the reader
and the text; and 3) the expression of response. The purpose ot this paper is to highlight
the findings in relation to the particular story of Maria de Estrada.

A number of issues around feminism and masculinity (ie.  femininity, machismo and
homosexuality) were raised during the interviews by the interviewer and by the students
themselves. They revealed the conceptions about gender roles, relations and conventions
that these students were bringing to their reading.  These conceptions were inextricably
linked to their own experience as gendered subjects and, as this experience seethed under the
surface of their more formal approach to the text, it sometimes erupted, pushing through and
overthrowing set responses, demanding to be heard. Rebellion, freedom, strength and hope
were some of the words that came up again and again. As these experiences were spoken and
listened to, and as the story and character of Maria de Estrada challenged or supported them,
students began to take a more critical view of their own and others™ understanding ot gender.

The power relationship between the readers and the text differed not only according to
gender but also to the type of school (government or private). Students whose experience of
reading had been limited because of socio-economic conditions were unsure of their abilities
to engage with the texts and slow to voice their own opinions.  Students who had more
control over their reading (as a result of having more possibilities of individual choice in
terms of libraries, purchasing power as well as private spaces to read) were able 1o question
the text and the approved response with more confidence. This was particularly evident in
the group of boys from the private school whose responses reflected a security in the
knowledge that the future would provide them with the agency available to adult, upwardly
mobile, heterosexual males in Mexico.



The expression of response revealed the influence of other voices on the students” response .
In the first place, the voices of their peers: the interaction between the participants -which
included supporting, interrupting. hesitating. teasing and contradicting- was  different
according to whether the groups were single-sex or mixed. In the second place. the voices ot
their parents/families: these were the basis for the young people’s experience as gendered
subjects. Last but not least was the school’s voice. which dictated how a text should be
approached but was for the most part silent on the subject of gender . The study showed how
the official hiterature curricufum for secondary schools in Mexico supports the traditional
male female dualism through the prescribed texts and by allowing little or no space for
students to discuss their concerns about gender issues.

In the final section of the paper. it is suggested that because the preconceptions about gender
are constantly subjected to maodifications by media. education and life experiences and
because students were found to be conscious of shifts in gender patterns. it is possible to find
ways in which alternative texts and characters -such as Maria de Estrada- can be presented
and discussed so that the teaching of language and literature can be a means for empowering
all students to be both critical and vocal readers.
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Introduction

This paper draws on a research project on Student Differences and Marginalization in
School with Special Reference to Gender and Social Background conducted as an
institutional ethnographic study (Smith, 1987). International feminist and critical social
theory rescarch have in different ways provided invaluable contributions to understand social
orderings based on gender, class and 'race” and processes of academic or social exclusion in
school (Blyth and Milner, 1996: Taylor, 1991, Weiler, 1991: Mirza, 1992; Walkerdine et al,
1998: Mac an Ghaill, 1994; Connell. 1996, Ohrn, 1998). However, generally speaking, the
plethora of educational research on marginalization have in recent years been devoted to the
particular, the subjective, identity and the lifeworlds of the students or teachers.  The
particular classroom situations and the actors subjective accounts and experiences have
become the central focus and the end product of the rescarch.  The collapse of “grand
theories™ and dismissal of rescarch which traditionally viewed experience and subjectivity as
invalid or merely as material to be transtormed into abstract categories and concepts within a
framework of all-encompassing theories, seems to have had the effect that few attempts have
been made in later years, at least in the Nordic countries, to bring the small narratives into a
search for connections to institutional relations of power and ruling extending the
observable, the local and the construction of meaning.

Furthermore, relatively little attention has been devoted to the complexity of processes of
marginalisation due to contradictions which are embedded in social and institutional practices
and n the subjective and collective experiences of active actors in a particular social setting.
Hence, T am attempting to explore these complexities by focusing on tensions between
processes of inclusion and exclusion (Booth, 1996) and the interrelatedness between local
social activities and experiences and institutional and discursive practices of power.



Theoretical considerations

I'take processes of exclusion and inclusion to mean processes embedded in dynamic social
and institutional practices which will influence or determine students’ participation in,
perception ol and expericnces of heing part of the mainstream school (Booth, 1996). The
‘cultural™ is pointing to social and collective aspects of discursive practices and organisation
which have signiticance for inclusion and exclusion of individuals and groups in school
(Foucault. 1977/95). “Culture’ is referring to generalising and genceralized organisation of
everyday life in school and socially shared mental representations (Dijk, 1991). In this paper.
I focus in particular on the tension and disjunction between desire (collective values and
goods:e.g. belonging (o a social community) and “actual reality’ (contradictory institutional
lension between inclusion and exclusion: e.g. cquality as sameness and grading).

The design of the study

Institutional etnografi as outlined by Dorothy Smith (1987) is a methodological inquiry
strategy which try to put together the actual. local social practices and experiences of active
subjects and the extra-local institutional relations of ruling. The particular local situations in
which particular people act and experience is taken as an entry for inquiry of a particular
phenomenon, from which extended inquiries and analyses can be carried out, to trace how the
local and particular are embedded in institutional relations and ideologically  organised
(Smith, 1990).

The material reported here was collected from observation in three schools, including
mformal discussions and recorded qualitative interviews with students of 13-15 years of age
and their teachers. Written student narratives of school histories of events of significance to
them were also collected. The material was taken from the formal and informal evervday life
of the schools,

Stages of analysiys

The paper seeks to trace the phenomenon under scratchy. marginalization, through a process
in which the entry of inquiry ts 10 explore how this phenomenon looks like. as it is
experienced and described by various members and actors in schools in great detail (¢f. an
ctnomethodological approach, (Garfinkel, 1984) ). By taking the accounts and experiences of
the various members of the school community. Tam trying to find out how things are working
and the social ordering of daily activities which have bearings on marginalisation of students.
These accounts form layvered narratives: the researcher’s. the various teachers™, the various
students™, as contrite and in as much detail as possible. Accounts of the organisation of the
particular school class which is studied in much detail according to
language are provided, as well as features of teaching strategies and practices.

The later stages include a process of empirically and analytically tracing the institutional
discourses, their historical roots and their organisation, which regulate and influence the
events in the local setting but may not be observable 1o the actors. The attempts to extend the
analysis is done in a way that directly seeks to trace these extended social orderings and the
institutional relations of ruling as they emerge in and through the local.

gender, cthnicity,

&

5 ——— N M i i v (T



Some conclusions
Student failure and exclusion processes tend to be inscribed into cultural categories that may
legitimate certain ways of action and also may work as concealments of gaps between 'reality’
and cultural values. Segregated programmes particularly meant to solve problems ot control
and discipline, tend to be obscured by rhetoric to the effect of ‘needs of the student” rather
than the need of the school, also in cases where the schools obviously fails in their expressed
intention.
Discursive practices among teachers about classrooms and students contain implicit
meanings of valuation and devaluation that may have an impact on the relations to their
students: affecting whether they think of them as ‘real” and legitimate students of the class.
Throughout the study, both explicit and implicit notion of social hicrarchies have been
displayed based on gender, social class, 'race’, school attainment etc..
The organisation of textual practices (rules. routines, regulations, reporting. discourses)
scems to throw light on how certain orderings of school practices are maintained in spite of
observable failure in providing inclusive social and academic environments for learning,
reported by both teachers and the students.
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Gender and literacy in close-up: a situated view from the Fact and Fiction Project.

Dena Attar

Fact and Fiction Project

Rescarch & Graduate School of Fducation
University of Southampton

The current "moral panic” in the UK about boys” underachievement rests largely on evidence
showing a gender gap in literacy. for instance the gap between girls” and boys” SATS scores in
Lnglish. There is now considerable quantitative evidence that such a gap does exist in the
UK. Survey evidence also points to another kind of literacy gap, between girls™ and boys’
reading preferences (Hall & Coles 1996, Roehampton Institute 1996, Millard 1997). The
facts that in general boys do not read as well as girls and read more non-fiction have been
well publicised, but less is known about why and how this occurs, and whether these
differences connect.

The Fact and Fiction Project was a two-year ethnographic study partly designed to address
bovs' under-achievement in literacy by reviewing their development as readers at home and in
school. and in particular how they used fact and fiction texts. [t was not set up to look at boys
only, or at under-achicvement in isolation.  We approached literacy as a gendered social
practice. looking at how girls and boys aged between 7 and 9 used a range of texts in various
social contexts,



The research was based in four contrasting primary schools.  Through observation. tape
recordings, photography, text audits. questionnaires and interviews we collected data on the
kinds of reading that go on at home and at school. Our focus was never on readers alone. or
texts out of context. but always on the literacy events which bring readers, texts and contexts
together.

The findings from different sites showed that cuch school's distinctive reading curriculum,
formal and informal, was a significant influence. No single factor completely determined a
child's orientation towards reading. Schools” own versions of the reading curriculum and the
differential opportunities for reading they provided. along with pupils’ assessed abilities,
home backgrounds and gender, were all important factors. The affordances of individual
texts also mattered at any one time. The gender politics of literacy came into focus when the
meeting points of readers, texts and contexts were looked at in close-up.

In our data, teachers tended to notice boys' aversion 1o reading fiction where that applied. but
did not tend to notice girls' aversion to non-fiction. Teachers in the case study schools were
on occasion consciously adopting strategies designed to increase boys™ interests in reading.
Boys' perceived interests, such as football, were catered for officially in school as part of the
reading curriculum much more often than girls' interests.

Boys were observed taking up opportunities to pursue their own agendas. using texts in a
range of different ways - networking, competing to announce knowledge, establishing
friendship pairs and groups. In less official contexts. texts were often identified as gendered
by both girls and boys, and boys openly disparaged girls' interests.

Using data from recordings of literacy cvents and interviews, this paper looks at some
examples of eight and nine year old boys™ and girls” interactions with a carefully chosen
range of mainly non-fiction texts, both familiar and unfamiliar. The data revealed differences
in the way children position themselves in relation to the texts. and differences in readers’
resources in relation to the affordances of the texts: what they were able to draw on in the
texts and what they could bring to them. The findings enabled us to raise questions about
two ol the approaches frequently recommended as helpful in raising bovs™ achievement —
mobilising boys™ stereotypical interests in the classroom, and emphasising non-fiction texts.
They suggest that these approaches on their own do not necessarily lead to more sustained
reading. and reinforce the need to keep in mind the social context of reading (Moss and Attar,
forthcoming).

Looking at gendered readers and texts close up in this way also enables us to respond to the
suggestion that boys are acquiring superior skills as multi-modal readers (Kress 1998)that
will advantage them in the longer term. The projects findings showed that what children
actually do with texts reflects their experiences and motivation in a complex way.

A close-up investigation which takes into account readers, contexts and texts together does
allow us to explain the gender gap in literacy, though not simply. and can help suggest
constructive and less simplistic ways to address it.
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Curricula Vitae: Miss Brodie and Dr Spark

Halla Beloff
International Social Sciences Institute
University of Edinburgh

This paper will explore traditional barriers to women's higher education and their outcomes
considering two case histories. that of a fictional character and of her creator. Bars to their
academic development and to the use of their skills, but not their wits, will be discussed.

Muriel Spark's The Prime of Miss Jean Brodie as a novel. film and play has entered the canon
of C20 fiction and the eponymous heroine has indeed become a bye-word for a certain sort
of tcacher. We know that she was based on a Miss Christina Kay who taught Muriel Spark
and in her awtobiography Spark has described aspects of her teacher's real life and her
mtluence.

It is possible to consider Miss Brodie as one typical carcer woman of the inter-War period.
Although grounded in the Presbyterian culture of Edinburgh, there will be those  beyond
Scotand who recognise some of their own teachers. The constraints against marriage and the
bonds of gentility surrounding the profession, undoubtedly injured their spirit.  However,
these teachers did provide 'their girls” with an extra rich environment. beyond any national
curriculum.  Miss Brodie's enthusiasm for lascist leaders might be linked with her romantic
fantasies within the rubric of the Authoritarian Personality.  However, the girls remained
immune to both temptations.

Muriel Spark herself, pursued a successful but idiosyncratic school career, achieving carly
recognition as a poet among her peers, her teachers, and the hiterary world.  Lack of money
prevented her from going on to Edinburgh University. although not her brother. She was
steered to a secretarial course and work in several ‘suitable settings’, starting with a superior
department store in Princes Sureet. Seeking experience of life. she tollowed a 'normal’
feminine trajectory which included marriage. motherhood, emigration because of her husband
choice and divorce.

Her middle career involved literary administrative work, ill-paid and unappreciated. while
continuing a single-minded commitment to her identity as a writer - of poetry, literary
analyses and eventually fiction . Her wider recognition came through the entirely democratic
means of winning a short story competition.



In the later period, her prime, she has not only published some 30 books but received high
acclamm, including numerous awards, an Honorary Doctorate from Edinburgh University and
the order of DBE.

A social psychologist's commentary here would note the importance of a selt-chosen social
identity which can provide strong support from its reference group even without a tace-to-
tace membership possibility. For both case histories, this can be considered to have been that
of an intellectual, an observer of the social scene. The creation of such a worthy identity
within a valued and respected in-group becomes an effective reward, in  spite of years of
lack of recognition by the mundane surroundings. This model of understanding, can be
placed within Tajfel's inter-group theory and its revisions. ‘The construction of such an
identity takes place within ascribed group memberships, but extends to the self-selection of
alternative achieved identities which provide more energy and commitment than plain
conformity offers.

Many barriers, both structural and social have fallen and great frustrations alleviated.
(Although now the economic one comes again to the fore, paradoxically under a Labour
government.) Has the partial liberation involved costs? Some might suggest the creativity
that can come from being placed outside the run of conventional ambition and career paths.
The successors of Brodie and Spark should beware of losing the lateral talents and values of
their fore-mothers.,
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A Carrying Voice?: Women's Studics in the United Kingdom 1975 - 1995

Llizabeth Bird
University of Bristol
Department of Drama: Theatre, Film and Television

The paper will provide a preliminary report on research being carried out this year into the
origin of Women's Studies in the UK in terms of how it entered the academy. The research
looks as women's studies as a degree subject, both postgraduate and undergraduate, in both
pre- and post- 1992 universities, and identifies when, how, and why the degree programmes
came mto being.  Questions which were posed at the outset of the rescarch included the
relationship of Women's Studies to other subjects and faculties: the mame' of Women's
Studies as opposed to Gender Studies or Feminist Studies; the debates over integration
versus' autonomy:  multidisciplinary  or interdisciplinary - study: organisational and
tnstitutional structures; the sexual politics of the academy: the role of the market and student
demand,



Lhe paper will look at the pertod leading up to 1975, and the development of courses both for
and about women from 1975 onwards. in the context of the early days of the Women's
Liberation Movement. The rhetoric ol strugele. of giving women a voice and of breaking
stlences. will be linked to the conference theme. How ditficult was it for the women who
introduced such courses to speak in their mstitutions, whose voices were raised in support
and what sort of voices tried to shout them down? Once the courses were established did they
help to break silences and o eive women a voice? Which women. whose voices? How do
the women who were responsible for introducing both new content. and new ways of
studying, mto the academy. feel about the process as thev now look back over twenty vears?
Can women's voices now be heard in the academy or is 1t still a place where the dominant
registers are bass, baritone and tenor? Has shouting down been replaced by shutting down?

The paper will begin with a briel discussion of the methods of research and invite comments
on the tricky issues raised about institutional and individual confidentiality and anonvmity.
As the prime method of investigation has been one-to-one taped interviews there will be two
soundbites” trom the original data which will be selected to provide examples of strong
voices 1 the context of a discussion about whether institutional pressures can  lead
mdividuals to ask that their voices be silenced or muted.

By the time of the conterence, the ficld work for the rescarch, which is supported by a grant
from the Leverhulme Trust, will be largely complete. The UK fieldwork comprises
mterviews with over 30 women who hold or have held academic posts in British universities
and were mvolved in the period from 1975 to 1995, and the paper will be the first attempt to
analyse the data. There will also be comparative data from North America - Canada and the
USA - based on a very recent trip. but this will not be analysed.

An attempt will be made 1o summarise the preliminary findings in terms of themes which
seem to be emerging as dominant concerns:

e where Women's Studies sits ininstitutions, where it has sat. and how often the seats have
been moved

e Women's Studies versus Gender Studies - current and past views

e the relationship to the women's movement

e why no Feminist Studies”

e the chimera of interdisciphinarity

e what happened to Feminist Pedagogy?

e ‘contentious'issues - men. sexuality, cultural difference

e pros and cons of the ‘marketisation” of higher education

e pros and cons of the RALE (Rescarch Assessment Exercise)

Participants will be encouraged to provide their own 'stories” and to suggest ways in which
the story might be modified or revised in the light of experiences in other places or
mstitutions. As the period of the rescarch ends in 1995, there will not be much exploration of
the shutting down' question other than to report back very briefly from North America and on
strategies which are being adopted in some institutions.  Above all the paper will seek to
thank all the women who have allowed their voices o be heard.
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“Nomadskolan”-The nomadic school - A boarding schoolsystem for Saami children in
Sweden.

Ellacarin Blind

Department of Saami studies
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Sweden
E-mail:Ellacarin. Blind @samiska.umu.se

This paper deals with the questions how identity and cthnicity of Saami children have
developed during their stay in a special Saami boarding school.

The Saami people live in the northern part of Scandinavia in Norway. Finland. Sweden and in
the northern part of Russia. They are also the indigenous people in this part of Europe.

Since the 19th century the Saami people in Sweden  have had a special  boarding school
svstem, in Swedish called “Nomadskolan™ (“The nomads school™) It still exists. but is today
called “Sameskolan™("The Saami school”) There is only one boarding school left. The other
ones are closed.

My study deals with the children of Saami people in Sweden who lived on  boarding
schools  from 1950-1970.  These boarding schools were built  specially for the Saami
children. The Saami children were in “the nomadic school™ from grade | to 6 (age 7 to 13).
The school included both education and living, so the children lived in this institution. The
children  were forced to live in this system because their parents were nomades. following
their reindecrs all round the year. During the summer they moved up to the mountain and
during the winter they moved to the forest arca in the northern part of Sweden. Having lived



on a boarding school for six years as a Saami child myself, T will bring to the thesis an “inside
perspective”™. The aim ol my thests is to see how identity and cthnicity of Saami children
have developed during their stay in a boarding school. Hence I'want to raise questions like:

-In which way did the Saami children develop their ethnicity at the boarding schools?
-How did the children manage the separation from the fanuly?

-Did the children loose their mother-tongue at the boarding school?

-What was the purpose of the boarding schools for the Saami children?

In my paper I also want to raise gender questions:

-Were the girls treated harder and more badly because of their sex?

-What reflections do grown-up Saamis have today about the pertod of living on a boarding
school and do men and women have different opinions about this life experience?

Method: Life-history interviews with 24 informants aged 40-55 from 8 different nomadic
schools in Sweden.

Key-words: Ethnicity, Saami children, boarding schools, gender.

FROM SILENCE TO REVELATION: AN AFRICAN CARIBBEAN *WOMANIST®
PERSPECTIVE
Gloria Bravette, PhD MBA
The Business School
South Bank University

INTRODUCTION

As T engage in personal enquiry exploring the context of my professional practice as an
cducator 1 find that I am being pushed to explore dynamic coneepts such as identity, gender
and race. This paper seeks to explore these concepts from my centre as a woman ol dual
herttage: British culture (culture of residence) and African Caribbean (culture of origin). |
emphasise this point because too often as the “other’ in Briish society T speak not from the
centre of my reality but from a place that is deemed to be “acceeptable™ Malik (1996) writes
about how “culture” has replaced ‘race’ in politically correct discourse. Thus T tfind myself
pushed to talk about “culture of residence™ and “culture of origin’ rather than writing directly
and openly about British culture being “white” and African Caribbean culture being “black’
along with all that these two very political racial deseriptors mean in the world. The focus ot
this synopsis of a fuller paper will be on silence as a social construct that makes issues such
as race a taboo subject.

METHODOLOGY

The data for this paper was collected through the use of personal and collaborative
experiential action research and action inquiry methods. This involves me engaging in first,
sccond and third person research as [ explore the nature of my professional practice and the
issues  that arise for me.  In the initial stages of my rescarch, action resecarch, as
conceptualised by Kurt Lewin, has been my main methodological tframe for developing
theory from my practice. Action researching involves reiterative cycles of planning. acting,
observing, and reflecting leading on to further cyeles.  Systematic engagement with my



practice through multiple cycles enabled me to identify the issue of silence in my experience
as a problem leading me to identify means of breaking that silence as appropriate.

SILENCE AS A SOCIAL CONSTRUCT

Engaging in personal inquiry enabled me to understand the extent to which I was in denial of
mysell as a woman of African Caribbean descent and the fear that 1 experienced at even
acknowledging my Blackness within, for example, the University context where [ work. As a
result of this understanding I was 1o engage in repeated cycles of action rescarch/inquiry as |
challenged mysell to break the silences which T increasingly experienced as being
dysfunctional. Reviewing the literature around the subject of silence was to provide me with
deeper insights into the complexity of my silences.  An important realisation was when [
identified my silences to be the result of my socialisation and the taboo, which exists around
the subject of race and “blackness’. Hofstede (1984) refers to culture as mental programming
arguing that every nation has a considerable moral investment in its own dominant mental
software. In relation to the individual’s status to society the individual is penetrated to the
very core by culture and grows into ‘normality’ quite unconscious of those colossal social
forces that have shaped and moulded their personality. This was as true for me as a woman
of African Caribbean descent living in British society, as it is for the indigenous population.
If this 1s true, society, including its taboos, is very much present in the individual. Other
scholars. notably Frankenberg (1993) and Thomas (1989), have also identified race as a taboo
subject. Thomas (1989) highlights an important point when he notes that taboos operate on
two levels: they both forbid action and also the retlecting on what is forbidden. This is no
doubt the reason why I have found working with this subject matter such a difficult one.
because even the thinking about the subject as been both painful and problematic.

The experience of the racial taboo was for me a denial of my “black’ self and the experiences
of being “black™ i ‘white’ society. An example of the acceptance of this taboo, which
quickly comes to mind, is claims of colour-blindness from white colleagues! As Black
people we also have to claim our acceptance of this taboo as we also enter into a conspiracy
of silence. In effect a conspiracy of silence has been agreed; a silence which while adaptive
has a price (Dasberg, 1991). To acknowledge race and colour would be to acknowledge the
reality of race relations in the society, the irrational feelings of superiority and inferiority, of
privilege and oppression, of guilt and of shame.

This taboo is carried into the workplace where Penfold (1992) identifies ‘conspiracies of
silence”  within  professions as being commonplace: racism only happened  prior (o
government legislation but now everyone’s got equal opportunity policies: it (racism) is a
thing of the past; the adoption of a ‘we-they™ attitude to racists; professional protectionism
and the denial of racial feelings that hinder personal disclosure.  We also have the "no
problem here brigade’ with issues being pushed into the unconscious creating many more
symptoms of il health. The profusion of these claims and the cloquence with which they are
often presented has often left me uncertain, isolated in the academy and therefore silent.
Bowers (1992) voiced the opinion that “the deviance manifested in victimisation (i.e.
racism) and its corollary, the conformity of silence, are oppressive social forces ...". Here
we see identified an example of the forces, which pushes black people to perpetuate their
own oppression by conforming through silence on issues, which are detrimental to their well-
being. My experience shows that these behaviours are also common in the classroom and
can result in a process similar to brainwashing in which individuals relinquish their own




identity and develop robot-hike patterns of adaptive behaviours in order to maintain or gain
acceptance. This acculturation process indicates the reasoning behind the strong motivation
to identify with the culture of power and 1o reject a culture (race) which has been devalued by
society. What is vielded instead 18 a process of internaltsation where reality 1s de-realised
through the conspiracy of silence leading to a spiral of shame, self-blame and alienation from

self.

[ acknowledge that there is a difficulty in speaking one’s mind truthfully in a culture which
conspires o deny and silence the knowledge ol black people in the same way that white
femimists would argue that therr knowledge has been dented and stlenced (Wooley. 1992). 1
also recognise that there continues to be a major challenge that I tace: continuing the process
of breaking out ot silence (identified by Freire (1970) as the culture of the oppressed):
exploring how to bring my whole self into my professional context; finding the courage to
continue 1o face the “strong social forces’ that would prefer for me o remain silent and

stlenced.
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The regionalized state and working class women

Jacky Brine
Department of Educational Studies, University of Sheffield
J-brine@sheffield.ac.uk

In this paper I present a feminist perspective on the social and education policy of the
European Commission. | shall argue that education and training (E&T) policies lie at the
interface ol economic and social policy and that these are directly related to issues of
clobalization, regionalization and the nation state.  More specifically 1 will focus on “the
uncmployed™ who. within the framework of the European Commission’s social policy, are
targeted through post-compulsory education and training policies that are increasingly linked



to weltare policies and state benefits.  These policies retlect a pathological discourse of
unemployed people in which the problem of unemployment is seen as lying with the person
rather than with the state or the global economic system. Women, especially working-class
women. and more particularly working-class lone mothers (black and white) are stigmatized.
pathologized and blamed for their unemployment, poverty and “dependence” on the state.

Common features of globalization include economic and cultural globalization, global
technology and global capital. The debate over globalization versus internationalization rests
on the role of the state (Ohmae 1990: Hirst & Thompson 1996). Despite the forces of
elobalization. the state continues to act within the global economy and in the development of
cconomic and social policy. However, as the state’s control of the economy dwindles. so its
hold on social policy increases - especially welfare and education.  One effect of
globalization is increased unemployment and insccure employment. Working-class women
provide a never-ending global supply of the cheapest, most flexible. casily discarded labour.
Reports show that the under-educated and those with low educational attainment are most
likely to become the long term unemployed (OECD 1992).  Furthermore, the long term
unemployed are most likely to experience poverty and (o be excluded trom other arcas of
social, civil and political life (Ramprakash 1994). The racialized and classed gendering of
the labour market, reinforced by welfare policies, increase the likelihood of unemployment
amongst working-class women.

Regionalized blocs such as the EU are seen as both a reaction to, and a constitutive part of,
¢lobalization (Brine 1999). The dominant discourses in their construction are those ol
cconomic growth and peace. There has been a shift from the original concern with economic
erowth and external peace to that of internal peace - peace within and across the member
states.  Powers are shifted from the nation to the regionalized state and are hotly contested.
The transfer of powers are accompanied by the construction of a European community that is
linked to new concepts of identity. citizenship and inclusion, and in including some states and
persons. this community constructs excluded ‘others’”.

The welfare state plays a key role in addressing the social inequalities of economic
elobalization. Yet the state is not totally passive to globalization: it is faced with choices, and
generally. it chooses to reduce welfare provision and it chooses where it will be reduced. The
trade-off between equality and unemployment leads to the trimming of state welfare benefits
(Esping-Andersen 1996). This trend is reinforced by the move to EMU.

From the beginning the EU has expressed the need to develop a common E&T policy. Until
the mid 1980s. E&T policy was framed, within the economic discourse, by arguments of
*human resources’ - that is policy related directly to the labour market. The Commission’s
contemporary E&T policies are located at the interface of economic growth and peace. These
policies serve three key functions: first, linked to the discourse of economic growth, they
train and retrain workers for the labour market. Second. linked to the discourse of peace,
thev target funds and policies to address the social effects of economic growth: social
exclusion and social unrest. Third, linked to the regionalized state, they construct the identity
of the state and develop the concept of citizenship.

Benefit-linked training programmes for unemployed women and men play a pivotal role in
the changing welfare state.  The discourse of derision (Ball 1994) suggests that, as
uncmployed people are “dependent” on state benefits they need ‘encouragement’ into work.



This discourse of the pathologized “unemployved” is a late twentieth-century take on the
concept ot dependency explored by Fraser & Gordon (1994).  This pathologized
representation is generally accepted by the employed. and frequendy internalized by “the
unemployed™ — responsible for their own “failure’.  The effects of this discourse and its
actions are punitive in two ways. First, economic: the threat of the loss of benefits. Second.,
the compulsory occupation of people’s time. not as a means of progress towards employment
but as a refined version of the qualifying criteria for state benefit.

Unul recently. lone mothers were seen as “deserving” recipients of state benefit.  In one
pohicy step, lone mothers have been discursively shifted to.hecome undeserving.  From
within an equal opportunities discourse they are now being targeted for inclusion in the
labour market. Within the welfare state, greater demands are being made upon apparently
msufficient resources, so lone mothers are removed from state responsibility.  Advice.
guidance and training are the steps from “benefit dependency’ o employment - more
discursive than practical. - Compulsory work experience, as part of the training package.
provides a cheap source of flexible labour. The punitive nature of such programmes is seen
most clearly in Wisconsin where “you work or you don’t get paid’.

Significant in this repositioning of lone mothers from the deserving 1o the undeserving poor
is that it is framed within the discourse of equality. a discourse that addresses issues of
dependency. lack of opportunity, und inferred assumptions of inability. A discourse that
spedks of a route towards economic and social respect. Yet. crucially. this route demands
cnough employment  opportunities for there to be “full employment’. The key point is that
within the globalized economy such employvment opportunities do not exist - at ledst on the
scale needed. In stead of employment opportunities we have opportunities for employment -
a highly significant discursive ditference.
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*Are vou in or are you out?’ An exploration of girl friendship groups in the primary
phase of schooling.

Naima Browne and Rosalyn George. Goldsmiths College, London.

There is currently a growing body of literature exploring the nature of girl’s friendship
patterns in schools (Hey, V.. 1997, Quicke, J. and Winter. C., 1991, Nilan, P. 1991). The
majority of this research, however, has focused on girls in their “teen years’, i.c. those in key
stage 3 and beyond, and has explored the cultural practices which underpin friendship
eroupings and their networks.  Any work related to the primary phase of schooling and
friendship patterns has tended to be about collaborative working groups, adult child
relationships. and girls' willingness to conform to school structures and organisations.

Girls do form friendship groups from a very young age and this paper intends to explore the
emotional and social dynamic of girl’s triendship groups in the primary phase of schooling.
Previous rescarch by one of the authors of this paper suggests that some primary head
teachers viewed the particular groupings of girls as providing mutually supportive contexts
for group members. Through detailed discussions, interviews and observations of girls in
years 2. 4 and 6 of threc urban primary schools, plus discussions with their class teachers, we
aim to provide an insight into the organisation of “friendship’ groups and the role they play in
defining the quality and nature of girls relationships and their social networks at school. To
this end, we will examine how friendships impact on the girls, and their views of “selt” as
people, as learners and in their school persona. Through semi-structured interviews of girls
in groups and individually, from key stage 1 through to key stage 2. we expect Lo gain - an
insight into the factors which influence the rules which govern groups, the makeup of the
groups, e.g. size of groups and length of membership, and the group hicrarchies as they
exist. We intend to further examine how the complex social processes which characterise
such hierarchies affect the explicit performance of group members within the classroom.
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Gender and disciplinary discourses in HE

Sue Clegy

School of Professional Education and Development, Leeds Metropolitan University
Deborah Travhurn

School of Information Management, Leeds Metropolitan University

The paper considers the ways in which gender continues to influence the pattern of recruitment
both IT and design courses (Clegg, Mayliceld, Trayhurn 1999). Fewer women are attracted o Pr
and Industrial Design (Mayfield 1997). and there has been o decline in the proportion of women
courses (Wright 1997. Siann 1997). While there has been work that has looked at gender inequ:
- single discipline arcas  litde work has looked across subjects.  We propose a theor
relormulation away from an cqual opportunities approach which identifies women as the “prob
The paper attempts to characterise the discourses of design and computing, and in particular. gen
notions of technology (Clegg. NMayfield 1999). We report on data from a small scale case study i
UK higher education institution where new students were interviewed about their choice of cours

We tound a widespread commitment to individual creativity on the part of both women and m
design courses. Students described themselves as “always™ having made things and being cre.
However. it was clear that technical competency was defined in highly gendered terms. The hat
and the workshop are still experienced by women as naturalised male tools and spaces. The u
computers i design was thought to be  problematic by both men and women, but women were
likely to experience computer laboratories as places where they felt marginalised.  Pre
experiences on Foundation Courses was the central influence on course choices.  Intluential me
formed assessments about students’ creativity which. when mediated through gendered assump
about technology. steered women away from Product Design and into Interior and Graphic Desig

There iy more research on gendered choices in [T and our interviews confirmed the pattern of r
having previous game plaving experiences, and school computing as male dominated. Both mer
women showed an awarcness ol gender in these contexts and commented on women's |
participation. Many women had prior involvement with computers through clerical and administr
applications. This gave women a secure sense of their own personal competency. They were a
however that seerctarial and administrative posts represented a “dead-end” for women and entry
higher education was one way of advancement. Women and men had both instrumental and intr
reasons for entering higher education. but while computing was intellectuatly challenging it wa
experienced as a form of individual creativity. Our interviews suggest that instrumental reason
choosing courses are balanced by intrinsic satisfaction, but that pleasure was more to the fo
design.

We argue that both design and I'T are gendered discourses.  Notions of the technical and creat
mteract in design o produce gendered outcomes.  In T the technical is mediated through -
association with male dominated school experiences and games plaving (Elkjacr 1992, Kirkup 1¢
On both courses women’s extensive experience ol various technologies gave them pers
confidence but was not sufficient to shift the idea that some technologies are male. We argue tha
need theories of technology and creativity which can sustain @ non-deterministic account of
devetopment of technology in the various disciplines and which opens up spaces for different prac
which are gender inclusive.



I'he gender and technology debate is relatively theoretically mature in I't. We would argue, however,
that we need to focus more attention on the practices of doing technology which break from the
assoctation ot computing with science and mathematics.  Alison Adam (1997, 1998 ). an Al
practitioner, has focused on the need to understand what computing is rather than work with outdated
notions of computing practice.  There is a  danger of accepting hypostatised characterisations of
computing and thus theorising about gender and  computing based on ideological conceptions of 1T.
Our work feeds into this broader project by suggesting that computing should be characterised as a
‘concrete science’ (Collier 1997) which is inclusive of end-users, many of whom are women (Clegg
1999).  As design education moves to embrace new technologies a revised understanding of
computing is necessary if the hope of women designers. that computers are “less male identified’
(Farrelly 19953) than previous design technologies, is to be realised.  Unless different models are
available for both women and men we will fail as educators to recognise and value a multiplicity of
practices. both practically and theoretically. We risk continuing to see women as failures if we do not
notice what they are doing as opposed to what our inadequate theories suggest they should be.
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Multiple Voices, Multiple Selves: Narratives of a Student in Higher Education

Lynn Clouder,
Department of Continuing Education, University of Warwick

M: My major role is that Tam a Christian

that comes first

because that filters down into everything else in my life
and [ feel that that has to be...

the leading thing.

My second role is as a wite

and 1t sounds awful,

maybe not as a mother

maybe the wife comes betore mother

sounds awful

[ don’t see a lot of her really.

L2 You don’t have o prioritise.

M: No, but the student isn™t that high up actually
sometimes vou feel like 1ts

taking up vour life

but really...

because ['mistill living at home with my family
that comes first.

[ think you could let it take over your life

but 1t’s only part of it

I want 1t 1o be only part of it

I'm a daughter, stroke carer, counsellor
with my parents - an arbitrator
I'm a httle sister,

This paper focuses on the development of several different narrative voices of Mary. a mature
student, on an Occupational Therapy degree course in the United Kingdom. This section of
terview transcript originates from the first of a series of interviews spanning a period of
three years. The response was elicited by questioning Mary about how her new student
identity it into her life outside the university. My question is interpreted largely as one of
roles which T now realise is not uncommon. Ideas were generated with case, suggesting that
she had already given some thought 1o her own multiple identities or selves possibly with the
advent of joining the course and the need o assimilate and accommodate new demands
(Breakwell, 1986).

Identity 1s @ complex cognitive construct referring to who or what one is and to the meanings
and values attached to oneself by self and others (Gecas & Mortimer. 1987).  Debates
surrounding issues of unity versus multiplicity ol sclves are not new (Mead. 1934: Goffman,
1959). Poststructural interpretations of the self. are not of one self but many sclves,
fragmented and operating in a varicty of social milieu each demanding different responses.
This notion of multi-faceted, fragmented and cver-changing identities (Blair, Holland &



Sheldon, 1995) echoes the contemporary social world of uncertainty and transience.
However, Giddens (1991, p.189) juxtaposes crisis and opportunity in suggesting “Modernity
fragments; it also unites™ advocating that contextual diversity has the capacity to promote an
integration of the self. The “multivoicedness™ of a dialogical self supports the notion of
‘unity-in-multiplicity” and “multiplicity-in-unity” (Hermans, 1997).

My aim is to share my experience of the use of a narrative approach, in exploring the
development of Mary's ‘multivoicedness’. and to discuss the methodological issues which
narrative raises, both in terms of the nature of the research interview and the mmpact of
theoretical perspectives on what became a dialectical process. I wish to highlight the
potential of narrative as a dynamic, granting voice to multiple identitics on the grounds that
dialogue is not merely indicative of, but partially constitutive of, an emergent self (Collins,
1998). West (1996, p.10) suggests:

“Medium and message. narrative and experience, reality and
representation, self and story, are not casily prized apart. Story
itself is a vehicle for experiment in selt composure: the more a
story convinces others. whether teachers, students or researchers.
the more it may constitute a new, emerging reality™.

Whilst acknowledging the centrality of Mary’s story, | realise that since the interview is a
process involving both interviewer and interviewee in a “a carnival of voices™ (Collins. 1998,
p.5). this paper may be also a vehicle for the expression of my own emerging multiple selves.
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“She wasn't clever enough to be a lesbian': Coming Out, Personal Experience, and the
IFeminist Classroom in the 19805

Kelly Coate
Institute of Education, University of London

Students today who are new o Women's Studies as an academic subject arca in higher
educanion are likely o read i one of the many. recent textbooks designed for introductory
courses that Women's Studies is about ‘experience’. From the early days of the Women's
Liberation Movement the slogan 'the  personal is political’ has  been  linked  with
consciousness-raising practices and a liberating educational agenda. Yet the use of personal
experience in Women's Studies and feminist classrooms has often been an ambiguously
defined project that is generating an increasing amount of critical analysis. Early theoretical
work tended to unproblematically relate the use of personal experience to empowerment. and
celebrated the moments in the feminist classroom in which students successtully made the
connections between social theory and their own lived experience. The liberating’ potential
ol these practices has recently been called into question, usually through an analysis of
difference’ and the complexities of power relationships in the classroom.  This critical
analysis has yet to fully infiltrate the Women's Studie literature in the UK (although (Welch.
1994) is one contribution): it is more popular in the area of cultural studies  (see. for
example, Canaan and Epstein 1997)0 and particularly through Australian and US feminists
with educational backgrounds (for example, Ellsworth, 1989: Luke. 1998: Gore, 1993).

The paper was motivated in part, as almost all papers on feminist pedagogical practices are,
by my own experiences of teaching Women's Studies. As a new lecturer in Women's Studies.
[ encouraged my students to relate their own experiences 1o the topics on the svllabus.
During a session on sexualities. one of the students made a highly personal disclosure about
her own (hetero)sexual experiences. At the time, 1 pereeived this disclosure as a mark of
suceess of my own pedagogical strategies:  she must have felt 'safe’ cnough in the classroom
to reveal an intimate moment i her life so publicly, and the other students successfully made
connections between her experience and oppressive practices of heterosexual sex.  Yet this
mcident has troubled me cver since. The fact that we were discussing heterosexuality, even
through a criical perspective, was indicative of that particular course. The few students who
came out” as lesbians did so only tentatively in their classroom journals which were not for
public discussion. It was not their responsibility, however, 1o educate the heterosexual
students (Morley. 1997). 1 wondered what other voices were ‘silenced’ on that course, and
recognised that it was my responsibility to correct this distortion,

McLeod discusses the dangers of 'valorising' students’ ‘heartfelt experiences’. in a 'teaching-
as-therapy” mode.  She argues that feminist pedagogies are becoming a much more 'sexy’
topic than other potential sites ol analysis in feminist teaching such as curriculum or
assessment (McLeod, 1998). Personal experience has been privileged in feminist pedagogies
i part because it offers a rich variety of data. often focusing on intriguingly intimate and
cmotional moments of confession. It is ditficult not to become 'voveuristic' in cither the
classroom or the published literature, and this realisation has made me question my own
celebration of this students” disclosure (not to mention that I am guilty of all these charges by
raising the issuc in this way).



I relate this particular teaching experience to my research on the history of Women's Studies
in higher education in the UK. This project uses a case study approach focusing on four
higher education institutions in which feminist academics have integrated feminist
scholarship into the curriculum with varying degrees of success. The quote in the tute ol the
paper refers to an incident discussed during an interview with a feminist academic who has
been teaching on a Masters degree programme in Women's Studies since the carly 1980s.
During the carly years of the course, a lesbian student decided to ‘come out' to the rest of the
class, only 1o find that the subsequent theoretical discussion raised by other lesbian students
was 50 alienating that she dropped out of the course. As this lecturer said. she felt she wasn't
‘clever enough to be a lesbian’.  What do these pedagogical moments tell us about the
development of feminist pedagogical practices throughout the past two decades?

The focus of the paper will be a critical reflection on the use of personal experience in the
classroom, through an analysis of interviews with former students and lecturers of Women's
Studies and feminist courses during the late 1970s and 1980s. The stories these women told
me, sometimes as much as eighteen years later, still resonated with emotion, anger and
frustration. These experiences highlight the ditficulties and complexities of emancipatory
educational projects. The tensions arising from these pedagogical moments can be related to
the lack of a clearly defined pedagogical strategy. or the ambiguity around the purpose of
using personal experience.  The classroom discussions are largely dependent upon the
students who choose to enrol on the course, and the experiences they bring with them. Are
their disclosures a ‘resource’ (an addition to our knowledge about women's experiences), or
are they part of a process of consciousness-raising, or are they a way for students to gain
power and authority within the classroom?  More importantly, if personal experience 1s
privileged in the classroom. what issues are not being raised. and how are they raised if
students have not had direct experience of them?

This concern is particularly salient in terms of sexualities and 'race’, and this paper will use an
historical perspective to analyse the discourses around these issues and how they have
cvolved as Women's Studies has become more established in the academy. In order to
understand the Women's Studies ‘legacy' I have inherited as a new lecturer, it 1s important to
situate feminist pedagogical theories in their historical context.  Rather than unreflexively
adopting a teaching practice which privileges experience, the stories from the carly years of
Women's Studies should provide a framework for understanding the origins of this practice
and the tensions which have marked its incorporation into higher education. One of the
central concerns of Women's Studies today must be an awareness of the 'voices' that have
been silenced, and developing a reflexive approach to feminist pedagogical strategies which
uncover these voices without fosing students on the way.
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Without polish. the rough diamond does not shine: Changing ideals of education and
the construction of the gentleman in eighteenth-century England

Michele Cohen
Richmond, The American International University in London, and Visiting Fellow in the
History Department, Institute of Education, University of London.

‘What shall T do with my son?  With these words, John Locke begins an inaginary
conversation with a father about the respective merits of a private or public education. How
should boys destined to be gentlemen be educated?  privately-  at home with a tutor- or
publicty, at school? This is the issue which, in his treatise Some Thoughts Concerning
Education, Locke placed at the centre of the debate on education. It was not a new issue.
cmerging from a body of educational literature dating back to the Roman Quintilian, but John
Bennett was not exaggerating when he noted. as late as 1787, “how far a public or a private
cducation is most preferred. 1s an enquiry that has agitated the curiosity and employed the
pens of many distinguished writers both of ancient and modern times.” Early in the eighteenth
century, the main advantages of cach mode of education were summarised as follows: *A

private Education promises ... “Virtue and Good Breeding™: a public School “Manly
Assurance, and an early Knowledge in the Ways of the World™™.  As the century wore on,

advocates on cach side of the debate invoked other features in support of their position. The
most important and undisputed advantage of public schooling was emulation, the *natural’
rivalry between boys which is “so promotive of learning’; its absence in domestic education
led to indolence and inefficiency. The most important advantage of domestic education was
the fact that the boy was constantly under the vigitant eye of his father, though by the latter
part of the century this had been singled out as a major cause of the corruption of well-born
vouths: not gradually introduced to the temptations of the world. they went wild when finally
left on their own.  Home twition ensured that education would be suited to cach pupil’s
clinations and talents and he would learn more.  Its greatest danger came from the
‘contagion” from servants, not just because of their bad language and manners but because
their fattery might undermine the authority of father and tutor. The arguments for each side



proliferated, so much so that in 1792, asked to give an opinion on the issue. educationist
Clara Reeve declared that so much had been written and said for both sides that she could not
judge and remained in doubt. What can account for the persistence of the debate? From the
historian’s perspective, this question is not easily resolved. It is not sumply the case that, as
one might expect, private tutors always supported private education and schoolmasters public
education; though it was on the whole true, exceptions complicate the story. In the 1760s one
schoolmaster considered public schools thoroughly damaging in point of learning. morals and
health but thought they were necessary evils. Nor was it just educationists who wrote about
the issue: men of letters such as Samuel Johnson, Fielding, Richardson, Smollett, Cowper
whose poem Tirocinium is a powerful attack of public schooling -- also expressed their
opinion in essays or fiction.  And why would families of rank wish to send their sons to
school at all, where vice and moral corruption were held to be rife and where the acquisition
of a narrow classical curriculum was enforced by flogging? Yet, by the early 1800s, about
70% of upper class males had attended Westminster or Eton, and the public school system as
we know it was becoming established.

Among the few historians who have discussed the debate and tried to account for the
increasing preference for public education, there is little agreement. Explanations range from
public schools being ‘the best schools™ to the suggestion that “the rough and tumble of a
public school” was seen as the “best preparation for public atfairs’.

In this paper, 1 will be suggesting a different explanation, one that relies on a broader
meaning of “education’ and focuses on the relationship between education and the
construction of the ideal gentleman. In the first part of the eighteenth century, the main
concern was to educate the gentleman. This meant, as Locke had argued, that learning was
important but must be subsumed to breeding and gentlemanly accomplishments such as
manners. civility and conversation. To achicve this aim required fluency in English, which
was not taught in public schools, and the polish brought about by the grand tour, an extremely
complex “informal” institution of education. Travel was meant to furnish the young man with
a knowledge of the world which he could only obtain practically from “observation of men
and things, from acquaintance with the customs and usages of other nations.” This was a
‘masterscience, which a gentleman should comprehend, and which our schools ...never heard
of”. remarked a contemporary. It would also bring the youth to the ‘true Standard of a Fine
Gentleman’. The grand tour was an cssential ‘finish” to a domestic education, though it was
also recommended after schooling, to correct what Chesterfield described sarcastically as “the
benefits of an English education” which produced such ‘rude and awkward” schoolboys. By
the 1780s however. the system of education of which the grand tour had been a part was
disintegrating and travel itself was seen as supertluous to a young man’s education. The
focus of education had shifted, it no longer aimed to construct a ‘fine gentleman’
distinguished by his manners and conversation, but to train and discipline the mind and body
of an Englishman and patriot. This is what the public school promised: its very structure,
claimed its advocates, encouraged the exertions of body and mind which developed
hardihood and manliness, whereas the indulgence with which the pupil taught at home was
reared, ‘seldom gives much strength of mind, or firmness of principle.” Public education
alone could be a ‘radical cure’ to rescue the national character against the infection of the
‘levity” of France, a levity connected with ‘luxury, effeminacy and everything ignoble.’
Competition, emulation, schoolboys’ ‘honour system’ were the keywords.  As an educator
put it in 1802, ‘he who has not in early youth defeated any of his school-fellows in their
contest of personal prowess, will not in his maturer years defeat the enemies of his country”.
Why did the shift in educational aims come about? Does this shift account for the rising



popularity of public schools? In conclusion. the paper will suggest that the martial concept of
cducation was related o the increasing importance of @ masculine Englishness for a nation
with an expanding Empire.

Short bibliography:

Barrow, William. An Essay on Education. 2 vols, 1802

Brauer. G.C.. The Education of a Gentleman. New York, 1959,
Chesterfield. Philip Stanhope Earl of . Letters to his Son. 1774,
Cohen, M., Fashioning Masculinity: National Identity and Language in the Eighteenth
Century, 1996.

Knox, Vicesimus, Liberal Education. Dublin, 1781,

LLocke. John, Some Thoughts Concerning Education. [1693].J. W. and J.S. Yolton (eds).
Oxtord. 1989,

Lawson. John and Silver, Harold, A Social History of Education in Eneland. 1973,

Mack, Edward C.. Public schools and British Opinion, 1780-1860. 1938.

Wallbank, M.V.. “Eighteenth century Public Schools and the Education of the Governing
Elite” History of Education. vol.8. No, 1.1979, pp. 1-19,

Young Children’s Voices on Boy/Girlfriends and (Hetero)Sexuality:

A Critically Reflexive Account of the Role of an Adult, Male Researcher

Paul Connolly, University of Ulster

This paper offers a critically reflexive account of recent ethnographic rescarch conducted by
mysell on young children (Connolly 1998). Its focuses on the impact that being an adult
male rescarcher has had on my interactions with the children. While the original focus for
the research was the nature and impact of racism in the yvoung children’s lives. it soon
became apparent  that  gender,  and  particularly  discourses  on bov/girlfriends  and
(heterojsexuality. became a signilicant aspect of the voung children’s conversations in group
mterviews. Through the use of a number of examples trom the fieldwork, it will be argued
that the introduction of such discourses by the children cannot stmply be read as
representative” ol the general conversations that the children would engage in but needs to
be understood within the context provided by my presence. as an adult male. It will be
stggested that these disconrses on bov/eirlfriends and (hetero)sexuality reflect: 1) the voung
children™s attemipts o subvert the existing power relationships between themselves and adults
within the schoot through the introduction of particularly “adult” and “taboo™ themes: and 2)
their perceptions of the rescarcher as an adult male.

Having set out some of the ways in which the children’s behaviour was mediated by my
presence as an adult male, the paper will then discuss the implications of this for interpreting
and writing up the data and. thus. for issues of validity. 1t will be argued that such influences
are unavoidable and. far from them “mvalidating” the data, a proper understanding of their
mpact can actually help o develop a deeper and more nuanced understanding of the
children™s social worlds. The paper will conclude by arguing for a greater critical reflexivity



among rescarchers (both male and female) in primary schools and an acceptance of the
impact that their age and gender has on the research process.
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The Study of Gendered Identities and Experiences in Education: A *Simple’ or
‘Provocative” Question of Method?

Symposium convenor: Jo-Anne Dillubough, OISE/University of Toronto
The specitic aims of the symposium are:

to identity, explore and critique the contemporary methods drawn upon to study the
experiences and identities of girls, boys and women in education

to illustrate for the first time some of the range of controversies and methodological
innovations conducted by feminists on the subjects of gender, identity and experience
10 consider many of the methodological themes and epistemological concerns which have
surfaced in feminist research due to an emphasis on the study of voice. experiences and
identities m education
“ to examine the shifting construction of method as a pivotal example of paradigm wars in
feminist theory, and the ways in which such methodological tropes are embodied i feminist
theories which address questions about ‘identity”.

Presentation of our purposes in this manner necessarily points to the some ol the
complex barriers to novel educational initiatives in the domain of feminist theory and
method. These barriers must be exposed and addressed if, we, as contemporary feminists,
wish to create spaces in which a compelling debate about the study of gender in education is
likely to emerge. We may then wish to address the question of how methods can be relocated
or reconstituted such that we might confront some of the difficulties and tensions we face in
conducting feminist research, with the relevant epistemological concerns in mind.  How
might we reconsider feminist methods in order to develop more innovative empirical and
conceptual work? How does the recognition of methodological controversy in feminist
rescarch contribute to the further development of feminist research? What alternative
feminist methods might we draw upon from other fields of inquiry? What current
theoretical/methodological innovations can offer guidance in sustaining a positive cthos for
feminist rescarch and theory in education? Do our current methods honour, or further
obscure, the processes which underlie the formation of gendered identities, voices and
experiences? These are among the many questions that we wish to address in this
Symposium.

A collection of five papers written by feminists academics from diverse international
contexts will offer insight into the relationship between gender, identity and method. Each of
these papers draw upon diverse feminist approaches to the study of gender in education.
Such approaches include: (a) a feminist insider's account of women's experiences in higher
education: (b) the evolution of feminist ethnography in the study of female academics



working 1 British teacher education (¢) the study of teenage sexuality and play-based.
psychoanalytical rescarch methods: (d) the study of gender and identity through computer
mediated technology in higher education: and (¢) the role of school knowledge i the
formation of gender identities (e.g., masculinities and  femininitics) in sex-segregated
classrooms.

Structure and Organization of Symposium

The themes of this symposium are designed 1o be interdisciplinary, as reflected in the
diverse backgrounds and methodological interests of the participants.  The central goal.
however, is o identify and confront methodological/theoretical controversies and issues as
they arise in empirical work and in relation to the themes of this symposium - gender.
wdentity and expericnce. We also wish to pose questions about feminist research in the late
twentieth century and assess its links to epistemology. feminist theories and the Key concepts
feminists draw upon in their struggle for methodological/theoretical innovation.
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Paper Title I: Hearing others and seeing ourselves: Empathy, ethics and emotions in a
study of Canadian Women academics

Sandra Acker and Grace Feuerverger

In the past few vears. five women academics have been involved in a feminist,
qualitative study of acadenues in the four professional fields ot social work, education,
pharmacy and dentistry. We conducted nearly 200 in-depth interviews to help us determine
whether the representation of women in the student body (highest in social work, lowest in
dentistry) has any consequences for women academics and for feminist scholarship.  We
asked participants about experiences with procedures such as hiring, tenure and promotion.
feetings of centrality or marginahity, any incidents of discrimination or harassment. and for
details about their teaching. rescarch and other work responsibilitics. We also inguired about
the ethos or culture of the department and laculty, the interface of home and work. health and
stress. and future career plans.

The focus of the proposed paper is on the consequences of doing research in a
sttuation where the rescarchers are women academics studying other women academics. In
Keeping with the theme of the symposium, we consider whose voices are being represented in
our research, and what methodological and epistemological issues arise in the effort to give
voice to anyone bevond oneself. The two of us are located in the field of education, and
mterviews mainly from that subject arca. which also include our reflections, provide the data
tor this paper. A total of 71 interviews in education--43 with women and 28 with men--were
conducted in 5 Cuanadian universities in 4 provinces with assistant. associate and full
professors.  One of the most compelling themes in the interviews with women was
“overload”™. Many of the women believed they worked much harder than their male
colleagues. seeing themselves taking an unfair share of responsibilities for nurturing students
and doing the "housckeeping” work in their departments.  Another interesting arca was
evaluation. where there were heartfelt stories about the terrors of tenure and the assault on the
selt that these procedures could produce.

It was impossible for us to remain unmoved by these stories and not (o relate them to
our own experiences of feeling overloaded or trving 1o cope with apparently impossible and
ever-rising evaluation and productivity standards. We would like to share some of these
stories, as well as other examples of ways in which the rescarch raised questions around
empathy, cthics and emotions that disturbed or enlightened us. We will also comment on
ethical issues that arise when so much intimate knowledee is accumulated about persons who
participate in the same small, disciplinary-based world as do the rescarchers. We will
cxplore the questions that arose around subjectivity and researcher positioning as insider
and/or outsider,



Paper Title 2: In Search for a Feminist Ethnography: A Quest for "Truth’ or
Understanding?

Jo-Anne Dillabough

In this paper, I explore the role of feminist ethnography in revealing both women’s
experiences of work in higher education and the institutional forms which pretigure such
experiences. 1 explore this issue in two ways. In the first instance. I draw upon my own
cthnographic study of women teachers' experiences in British higher education (i.c.. teacher
cducation) in order to develop a broader view of what constitutes “institutional ethnography”
or ‘feminist ethnography’ in teacher education. Particular attention is paid to the role that
diverse ethnographic methods (diary work, letter writing, focus group interviews, ‘casual
conversation', longitudinal observations, oral histories) may play in c¢xposing the gendered
nature of higher cducation, the processes underlying women’s identity-formation (including
feminist identities) in such contexts and women's experience of work in teacher education.
Such approaches are then compared to current and now popular ‘one off” studies of women’s
experiences in education.

Second, 1 explore the implications that feminist ethnography may have for the study
of women's experiences in education more broadly. Within this context, special attention is
paid to the meaning and aims of feminist ethnography, its relevance to feminist research and
the value of the feminist knowledge which may emerge from cthnographic work. This kind
of focus draws attention to the many controversies and conflicts which may arise in feminist
research and attempts to confront some of the ambiguities in 'identity' research across various
dimensions of feminist theorizing.

Paper Title 3: Pregnant With Meaning: Teenage Sexuality, Self and Schooling
Wendy Luttrell

What can we learn when pregnant girls are allowed, encouraged cven, to represent
their lives in their own creative terms? My paper, Pregnant With Meaning, is premised on
three questions.  The first question is "how do adolescent girls' express themselves, their
agency and sexual subjectivity, and how do they speak about the experience of teenage
pregnancy and motherhood?" The second question is "how should we assess these
experiences within the realm of feminist methodology, in particular. psychoanalytic feminist
methods?"  The third question is "What are the school-based tensions which arise when
drawing upon such methods for studying the female, adolescent selt?"

My premise is that what is happening to specific girls--and to girlhood in its locally
unigque and ever-so individual form--is an important site for exploring the links between
social and psychic life. T am concerned about the anxiety, ambivalence and difficulties girls
face when leaving childhood and moving into adulthood, how class and race add depth and
specificity to the experience of this transition, and why these issues are missing from
discussions of teenage pregnancy and motherhood. I am also particularly concerned about
how one theorizes about 'girlhood'. drawing upon particular feminist methods.



My research with fifty teen mothers enrolled in the Cooperative School for Pregnant
Teens (COOP) in Durham, North Carolina weaves together elements of cthnography.
autoblography. feminism and narrative as a way to contribute to our understanding of
parenting. childhood and education. My fieldwork consists of classroom observations, one
to-one interviews with students. teachers and school officials, and analyses of school
documents. The unique dimension of my ficldwork emphasizes the girls' self representations.
The nich, textured autobiographical material T have collected mcludes journal writing: self
portraits made of hand painted paper with accompanying written deseriptions of themselves:
“Who Am " collages made with cut-out images and words from teenage magazines; and
role-playing. improvisation. play writing and performance of their “pregnancy stories”. |
designed these activities to open up pathways of engagement and relationship among the
COOP girls and between them and me. T wanted the activities to allow the girls to "play”--10
make 1t possible for them 1o lose themselves long enough to speak unself- consciously db()ul
their lives, which, if we are to believe Lyn Mikel Brown and Carol Gilligan (1992).
something that girls in adolescence have a hard time doing.

Inroducing these "play” activities, while always a welcome diversion from the school
routie for the girls, was not always well received by the teachers. This tension was not Just
about the school division between "work” and play”. It was also about what school defines
and values as "knowledge”. Creatively playing with identities other than "student.” exploring
and expressing feelings about their transition into motherhood or voicing concern about the
men in their lives, was not deemed as serious or legitimate schoolwork. An active denial on
the schools” part of the girls' emerging identities was coupled with teachers’ constant
admonitions that because they had "gone and gotten themselves pregnant.” the girls must start
acting like "adults” and abandon their childlike behaviours and pursuits, which, wmong many
things, served to deaden the pirls” creative and innovative impulses. Drawi ing on feminist and
psychoanalytic theories. T point to the many theoretical and epistemological strengths and
controversies surrounding this kind of methodological commitment and SUZEEst new wavs we
might think about the feminist study of childhood. play. creativ ity. teaching. and learning.

aper Title 4: Using Computer-mediated Communication to Inv estigate Gender
Identities in Higher Education

Chiris Mann

This paper will describe the use of computer-mediated communication (CMCQO) to
mvestigate the influence of gender identity on students’ perceptions of university lite. In this
particular study. the students do not meet the rescarchers face-to-face. Instead. they reflect on
their college experiences (over the whole course of their degree) by Keeping i e-mail contact
with the researchers on a - day-by-day basis. The goal of such methodological work is to
cxpose some of the intimate and indeed gendered aspects of higher education and confront
how gender. as a category of analvsis, frames students’ subjective accounts-of university
experience.  However, recent studies which focus upon the ‘on-line' world of the Internet
suggest that this innovative method may encounter problems (as well as enjoying advantages)
when compared to more conventional forms of research interaction. The reduced range of
paralinguistic cues and the lack of nonverbal or social clues in computer-mediated
communication have been well documented.



On one hand, these characteristics of CMC have been found to reduce concern about
the experience of being evaluated and assessed - raising hopes that non-coercive and anti-
hierarchical interaction between researcher and participant might be a possibility.  In other
words, the researcher, drawing upon such methods, may imagine that he/she gets closer to
answering seminal questions about the nature of gender identity in higher education. On the
other hand. the presence of these same characteristics points to the invisibility of identity in
this form of communication - and may therefore suggest that it is impossible to investigate
“identity” and “voice” on-line. Identity in Cyberspace might be 'missing’ - it might also be
Tantasised'; a virtual identity offering no clues to the identity of the lived life. This paper will
discuss these 1ssues with reference to the study under discussion.

Yaper Title 5: The construction of knowledge and identities in the pedagogy of single-
sex groupings

Patricia Murphy and Gabrielle Ivinson

This paper draws upon a study which is currently investigating the gendered
construction of subject knowledge and its impact on the formation of students’ gender
identities in a co-ecducational secondary school in England. The particular school under
examination introduced a policy to teach boys and girls in separate classes as part of a drive
to tackle the differential achievement of boys and girls in different subjects. In this context,
we explore two questions: (1) In what ways do particular methods (e.g., interviews, or the
practice of interviewing supplemented with other methods) expose school subject knowledge
as gendered and how does this knowledge impact on the expression of diverse students’
gender identities in single-sex classrooms?; and (2) How does the gendered nature of
classroom practice and discourse lead to the development of particular gender identities in
schools?

By analysing classroom discourse, including that of teachers, we can investigate
subtle differences in the way teachers (in a co-educational school) direct boys' and girls'
cducation and how this contributes to gender identity formation in sex-segregated
classrooms. We then go on to discuss many of the methods used in the current study such as
video-recordings, radio microphones, field notes, in-depth interviews, and student-based
video-responses.  This allows us to explore the role of. and the controversy and limits
surrounding, the use of particular methods in documenting how school forces (e.g., teacher
discourse) shape gender identities in specific classroom  structures (e.g., single-sex
classrooms).  This seems a particularly urgent concern in light of more recent ctforts to
marginalize the role of the teacher and/or classroom culture in understanding the
development of students' social identities, only one of which is gender.
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Title: An emerging feminine discourse in educational theory

Nida Home Doherty
University of Warwick

The number of females who are currently making a strong contribution to the arena
ol educational theory cannot be overlooked.

My own research focuses on contemporary utopian visions in education. T am particularly
mterested in the projects of educational theorists who have detined how their utopian visions
would be realised in practice. In this domain of educational thought a coalescence of female
volces exists,

Here T have brought together five leading female educational theorists, each of whom has
developed her own unique ideological approach to education.  They are Maxine Greene,
Madeleine Grumet, bell hooks, Nel Noddings, and Mary Warnock. In my paper I present
brief overview of cach of their educational projects. But more importantly. what I hope to
reveal s what these female voices say collectively and how their utterances have atfected the
discourse of educational theory.

But to begin with, it is interesting to note the ideological bases from which they build their
projects.

Maxine Greene

Greene speaks in reaction to what she sces as a growing lassitude in society which is
retlected inand exerts an cffect upon schooling and classrooms. She writes against a society
that accepts as given the outside world and that sees it as somehow fixed and predetermined -
--a society that accedes to the given as if there is an “objective reality that is impervious to
individual mterpretations” (p. xin). Greene asserts that we (society) have not developed ways
to interpret hved experience and that we have become a society engaging in the mindless
awtomatism of routine behaviour and thoughtless. entrenched habit (p. 2). We do not have
the skills to notice or to think critically about the obstacles that prevent us from reaching
spaces of possibilities and freedom (p.5).

Madeleine Grumet

Madeleine Grumet begins her project by identifying a gap that exists in the practice

of education. The gap is found in the distinctly difterent experiences of schooling and
curriculum. which Grumet calls "our public life.” to those of our domestic. familial
cnvironments, "our private life.”

She criticises curriculum as being gendered. reflecting a masculine epistemology. defined in
terms of the father. This. she savs. is the public world, a world which has been constructed
by the thinking of men and one that has become entrenched through social, cultural, and
historical ways of being (p.22). She is critical of a society that accedes to the masculine order
of things: "the degree 1o which schooling continues to imitate the spatial, the temporal. and
the ritual order of industry and bureaucracy indicates the complicity of both men and women
m support of the paternal authority” (p 25). It becomes her project "to disrupt the male
dominant discourse about how things work” in cducation and “to reverse this flow of
miluence from the public to the domestic” (p. xiv).



bell hooks

bell hooks speaks from deep personal experience. Her voice comes into educational theory
through feelings of personal pain suffered through practices of exclusion under the power of
the dominant hegemony. "I saw in theory ... a location for healing.” (p. 59) But it is not only
hooks giving voice to her pain and the pain of other black females. She speaks out against
those (mainly academics) who are "committed to a system of domination, racism, sexism,
and class exploitation.” As a black female who is now a black female academic she actively
seeks a recognition of cultural diversity within classrooms.

Nel Noddings

Nel Noddings begins by identifying a hypocrisy in present-day cthics. She sees the ethics of
today as having become impersonal with its rule-bound principles and emphasis on abstract
universal laws. She equates this abstractness and subsequent alienation of present-day ethics
with the masculine and in turn supports her ethical project through the experience of the
female. Noddings contends that the female, as the primary care giver, knows the experiences
and feelings of responsibility originating from the acts of mothering and nurturing. It is this
female experience and the language of the feminine experience from which she builds her
ethic of caring and in turn gives substance and meaning of the term "care.”

Mary Warnock

Mary Warnock holds a strong existentialist position which calls for an awakening of
consciousness and engagement of human imagination. Warnock sces the act of writing
autobiography as an innate human activity which serves man's desire to assert his own
personal continuity with the past. She exalts literature (novels and autobiographical writing
and other forms of "imaginative literature”) as a means of understanding and valuing the
concept of human immortality (p. 128). From the acceptance of immortality she moves to
personal responsibility and "stewardship” as being foundational elements in formulating a
system of education.

Collectively the differing ideological positions voiced by these female educational theorists
form an emerging body of thought. Revealing the attributes that constitute that body of
thought 1s the aim of my paper.
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Choosing a Better Tomorrow : The Role of Training and Education in the Agenda for
Change.
Shushmita C Dutt
Institute of Education, University of London.

1. Introduction

An advocacy campaign undertaken by the District Administration of Rajgarh district, Madhya
Pradesh, India, had the desired effect of reducing the number o child engagements and
marriages in the district. (Chandrashekhar, R.1996). As a result the time between the three
stages of marriage - the sagai. shadi and gauna (engagement, marriage and consumation) -
was effectively lengthened.  This time would be most “gainfully™ spent if the general
awareness and ability for independent thinking and decision making of the adolescent girls
could be enhanced and combined with the girls picking up skills that may be used in income
generation. This would give higher longer term returns o the girls themselves.

The option of postponing marriage would seem more meaningful to families if they were 10
actually see the girls engage in these income generation activities and earn an income before
they moved to their in-laws™ household.  Evidence suggests that there are observable links
between girls who help their parents monetarily before their marriage, their comparatively
higher level of education and also their comparatively later age of marriage (King and
Hill.1993). A survey was undertaken to ascertain and assess the present situation regarding
voung girls, both engaged. married and unmarried girls and to understand their choices for
the future.

2. Main Findings
The main findings of the survey which warranted the development of a programine for
cducation and empowerment of rural girls were:

e the level of poverty

e the low social position of women/girls

e the woman’s weak decision making role regarding marriage, dowry ete

¢ the high workload on women/girls

e the curly age of engagement/marriage of girls

e the early birth of first child, between 1 or 2 children by 18 years

e the main reason for girls” dropping out of school being sibling care and household chores
e aliteracy level of target group girls which might support further education and
CMPOWETMECNL Programmes

¢ aninterest in training for additional income generation

The Jarger proportion of families surveyed were under the poverty line. in which women
shared equally with men any labour on the family land or as paid agricultural labour, besides
undertaking all cooking and child raising responsibilities.
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Table I Break up of Families Surveyed by Monthly Income (in percentage)

Income Level Biaora I'pur K'pur  N'garh  Regarh  S'gpur

Upto Rs 2000 80.14 76.35 52.99 70.46 89.61 73.00

Rs 2001 - 3000  9.52 I1.64 20.37 12.65 5.71 9.20

Rs 3001 - 4000 476 3.25 3.47 1.81 2.01 7.36 i
Above Rs 5000 2.38 751 205 1306 168 798

Some respondents have not responded therefore the totals do not indicate 100%

The women’s share of house work was found to be very heavy leading to her using the
daughters to share the housework and resulting in the girls staying away from school.

Table 2 Who Cares for the Livestock?
Women and girls 47.8 %
Men and boys 27.3 %
Both 22 %
No response 2.9 %
How Much do Women/ Girls’ Contribute to Houschold Work Load?
Responsibility for fuel wood/ dung cake collection 93%
Responsibility for ensuring household water supply 91%

The only way to break this chain of the girl child’s non-participation in school would be to
strive for a more equitable distribution of household work. Early marriage and child bearing
affected both the girls’ health and also restricted their educational choices.

Table 3 Profile of Married Girls (between 11-18 years)

Block % married of total  Av Age at Marr Y with children
Av. no of children

Biaora 37.12 14.47 22.35 1.32
Jeerapur 35.31 14.03 23.66 1.52
Khilchipur 49.78 14.41 19.20 1.42
Narsingarh 38.50 15.23 25.29 1.50
Rajgarh 54.47 16.46 41.89 2.00 A
Sarangpur 54.58 15.45 23.66 1.58

3. Recommendations .

The cxperience of other programmes has shown that neither awareness ratsing alone nor
economic advancement alone may be sufficient in supporting women/girls’ empowerment. A
more successful strategy should therefore be to adopt a holistic approach which includes
awareness enhancement as well as creating possibility of additional income.



The tactors contributing to women/girls vulnerable position may not casily be remedied or
changed through short term projects: they would be more likely to answer to a wider
programmatic approach. A programmatic approach would help create an environment and
mitiate  acuvities, but would aim at sustainability of such actions through capacity
enhancement within the clientele group.

Central to the programmauc approach for empowerment, skill development and training
reguires to be an emphasis on women and girls as participants, beneficiaries, decision makers
and Key actors in programme implementation and sustainability.
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Provoking the Personal: Vociferous Voices in the Teaching of Women's Studies

From: The Women's Studies Pedagogy Group (The University of York and the College of
Ripon and York)

Contact details: Mary Eagleton, College of Ripon and York, Lord Mayor's Walk,
York YO30 7EX. Email: <m.eagleton@ucrysj.ac.uk>
Tel: (01904) 616769

"WeTare a group of women from the two Higher Education institutions in York. England -
the University of York and the College of Ripon and York. Between us we have more than a
century’s experience of teaching Women's Studies. Over the past two vears we have been
meeting on an occasional basis to discuss the pleasures and pains of that experience. Our
focus at this conference 1s on one particular aspect from our seminars, the concept of “the
personal”.  We recognise how central this concept has been to Women's Studies; we



recognise equally how we have often been provoked by this concept. finding it. on the one
hand. troubling and destabilising and, on the other, endlessly intriguing.

There will be three aspects to our session:

1. A short introduction to situate the concept of the personal within feminist thought and,
specifically, Women’s Studies. Its range of influence has been extensive in terms of the
construction of knowledge, student-tutor interactions, modes of assessment, even how
one arranges the furniture.

g

A series of provocative questions to debate:

e What discourses are operating in Women's Studies? Are we there for teaching and
learning, psycho-therapy, self-help, Consciousness Raising, the confessional...?  Are
some of these too personal and, hence, inadmissible? Is it the job of Women’s
Studies to extend the range of the personal?

e How personal is personal? Is the teacher to be teacher, or teacher and friend, or
teacher and intimate friend, or ... ? What are the consequences for teacher and taught
of a commitment to the personal?

e  When we talk about the ‘personal’, which personal do we mean - the personal as
unformulated need, or the personal as private, or the personal as a crafted construct, or
the personal as a political positioning?

e Why is the personal ‘good’ and the impersonal ‘bad™? Is there a place for
impersonality within the Women’s Studies class and. if so, what would it look like?

e How does it signify pedagogically that we arc white female persons as well as
teachers?

3. Opportunities for intervention by workshop participants.

NB You don't have to be a Women's Studies buff to join this workshop. We all have other
discipline affiliations as well as Women'’s Studies and we would be interested to discuss how
gender and the personal operate in other disciplines.  Despite our century’s experience we
hold out little hope of any firm conclusions - are there any firm conclusions in education? -
but we do offer lots of interesting problems, bright ideas and a sense of our own intense
involvement in our “vociferous voices’.
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Issues of teaching whiteness will also be raised by two members of the group, Trev
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Studies. University of York, York YO10 5DD on 17 April, 1999.

Do Bovs Need Relationship Education?
Wendy Larle (unaffiliated)

Over the past couple vears there have been widespread calls for relationship education to be
included in the National Curriculum and “emotional literacy coaching” to be a key role of
parenting, with particular emphasis on the needs of boyvs. The publication “Let’s hear it for
the boys!™ (The National Children’s Bureau Sex Education Forum November 1997) and the
organtsations such as Antidote and Young Minds have expressed concern about the
cmotional health and well-being of boys.  There are. cespecially in the United States, a
arowing number of books dedicated to the apparently thorny problem of bringing up boys.

It is argued that the Jast three decades have seen huge changes in the position of women in
society and that men’s status as the main breadwinner and family patriarch, with the decline
in tull-time industrial occupations, has been diminished.  As a result men are floundering in
uncertainty, with a lost sense of purpose and self-worth, causing a rise in delinquency, crime
and violence among bovs and young men. The pereeption of this as an increasingly serious
soctal problem (for which there is little hard evidence) has generated a search for ways of
addressing 1. Given the general discrediting of social solutions, and the increasing emphasis
on individual responsibility, these have been sought primarily in child-rearing practices, and
more specttically in the development of gender roles. and the way boys are brought up.

However, I think that we should be critical of the claim that bovs are somehow losing out on
their emotional  development and  need relatonship education or “emotional  literacy
coaching’™. On the one hand there seems to be an unhealthy tendency to generate or reinforce



stercotypes about how girls and boys, or men and women, think and bechave, which does not
exist solely at the level of popular prejudice, but also seems to influence some professionals
and academics. On the other hand research evidence does not seem to support the case that
bovs are emotionally under-developed or at risk.

The evidence demonstrates that the differences between the individual personalities of men
and ol women are greater than generalisable gender-based differences. While there appear to
be some gender differences in social interactions, the evidence suggests that these are
eencrally superficial. Nevertheless they have increasingly become a cause for concern in the
context of a wider discussion about educating and raising children.

The elevation of these differences is evident in the Carol Gilligan *school of thought™ which
sees soctal behaviour as rooted in two different mind-sets or moral outlooks. The moral
perspective emphasised in boys™ upbringing is oriented around objective notions of fairness
and justice which means that boys learn to distant themselves from emotional and personal
cxperiences. In contrast, the moral perspective in girls’ upbringing is centred on the notion of
caring and nurturing, with the result that they learn to connect and express themselves at a
personal and emotional level.  While Gilligan and her supporters do not preclude the
possibility of boys and girls crossing these gender-based lines, she sces the differences as
profoundly rooted in social organisation.

Despite being refuted by both academics and feminists, this theory has gained in influence
over the past two decades. It is reflected in the discussion about emotional literacy and
relationship education. The authors of “Let's hear it for the boys™ claim that boys have a
particularly hard time because they are socialised to “be less accepting of emotions such as
tenderness or sadness as well as less able to recognise such emotions in others.” Boys are also
apparently less prepared for “empathetic interpersonal problem-solving” because they tend to
play in groups. As a result they are less able to cope with bad feelings and are more likely
than girls to act impulsively and angrily. Peer groups are apparently particularly problematic
for boys in that they put pressure on boys to be hard, strong and “know all’. (1)

These assertions are based on information collected by the authors (including interviews with
boys). but an examination of rescarch over the past forty years is far less conclusive about
boys™ social behaviour and does not support the assertion that there is cause for concern.
Children’s peer group relationships play a more complex role than simply reinforcing
stereotypes, though there 1s no doubt they play an important role in helping children to learn
about social attitudes, behaviour and role expectations. There are differences between boys’
and girls” same sex friendships but these differences are not great, and all children as they
grow 1nto adolescence look for greater intimacy in their friendships. Some research suggests
that though boys and girls take different paths to mtimacy — with girls relying more on
personal disclosure while boys rely more on spending time together — both achieve emotional
closeness.(2) Elsewhere rescarch shows that boys do not necessarily know less about their
friends than girls do. All adolescents discuss low and moderate intimacy topics more than
high intimacy topics, and among close friends there was no overall difference in depth of
disclosure between boys and girls. (3)

Some rescarchers suggest that ditferences between boys' and girls’ patterns of friendships
may influence the development of social and interpersonal skills. For example, boys™ general
preference for team games and goal-oriented behaviour teaches them to deal with diverse



participants, maintain group spirit, work collectively, exercise self-control and depersonalise
confrontations. Girls™ preference for small groups and less-goal oriented play teaches them to
cmpathise, express their feelings and emotions and to develop individual rather than group
alhhations. (4) However, when examining the differences. it is all too easy to ¢xaggerate
them. All of these qualities, "‘masculine” and “feminine’, reflect important interpersonal skills
and the ability to connect with other people, which the vast majority of children learn to one
degree or another.  Girls and boys usually learn “emotional lhiteracy™ as a normal part of
growing up.

Bovs™ and men’s percerved problems with their emotional lives may have less to do with
their real experiences and more to do with the elevation in society of more ‘feminine’
qualities. While many seem to welcome the greater value placed on “female values™. it is
questionable whether the elevation of these are to the benefit of girls or women. The current
fixation on boys™ social behaviour and attitudes. quite apart from its tendency of further
polarising boys and girls. may be leading to the negation of some important human qualities
that have traditionally been associated with men — such as being in control, being able to
analyse problems rationally and being able to stand up for oneself — but to which women
have an equal claim.
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Macho in the playground: football, fighting and the construction of
heterosexual masculinities in the primary school.

Debbie Epstein

Institute of Education, University of London

This paper is based on ethnographic evidence from a small-scale qualitative study in a London
primary school. In this paper I will suggest that the geography and spatial organisation of
playgrounds speak gendered power relations. T will show how the dominance of football and
fighting marginalise not only the girls, but also those boys who are not interested in or good at
football. In this context, T will demonstrate that football and fighting simultaneously solidify and
cut across ethnic boundaries, and that many of the boys become deeply invested in these activities
as the primary signifiers of masculinity. For these boys, being a 'real man' is established through
their prowess in both activitics, and they gain what might be called “heterosexual capital through
them. Football and fighting then become a measure of success as boys/men (a more important
achievement for nearly all the boys than academic success), while relative failure or lack of
interest becomes a marker of stigmatised etfeminacy or homosexuality.

School playgrounds are places where struggles for power, among groups of children and between
children and adults (teachers and dinner supervisors) take place. As Whitney and Smith (1993)
show, most of the bullying that goes on in schools takes place in playgrounds, in the spaces where
the watchful eyes of adults arc easier to escape. Blatchford and Sumpner (1998). in contrast, offer
an account of the playground as a site both for friendship — and, by implication, the recognition

of others — on the one hand, and of ‘harassment, cruelty and domination” — and. by implication,
misrecognition — on the other, does not explore the dynamics of these processes in terms of

differences which make a difference such as gender, sexuality, cthnicity and national identity. As
I will show, these are complicated processes and the social networks and skills developed by girls
arc very different from those developed by boys.

Barrie Thorne (1993), in her important study of the ways in which young children do gender,
draws attention to playground behaviours and games as an important part of children’s everyday
practices. She talks about how they play in single sex groups and in mixed groups and about how
in the latter, children do ‘border work’ in which gender is emphasized while boys and girls play
together, particularly in a varicty of games of chase (see, also, Epstein 1997). However, it 1s not
simply gender that children work at in their play, nor developing a culture separate from that of
adults, but also aspects of ethnicity, sexuality and national identity. Furthermore, children may do
gender through ethnicity or vice versa, and this holds true for other differences too.

Valerie Walkerdine (1984) argued that the physical organization and geography of classrooms
both produced and were produced by discourses of child-centred pedagogy. Similarly, 1 would
suggest that the geography and spatial organization of playgrounds speak gendered power
relations. My observation at Edendale reveals a use of the playground that is typical of inner city
schools with little outside space. During morning break children were not allowed to play with
balls. At this time, there was a reasonably even spread of older and younger children, boys and
girls across the playground though even then, the older, bigger boys would dominate the space
through a variety of games involving running and physical contact and boys and girls would, with



some exceptions, play separately. Here, however, T will concentrate on dinner play partly becau
this is the Tongest period spent by children in the playground and partly because this is the i
when adults who are not teachers and who have less status than teachers supervize them. T
older. bigger boys who played football dominated the space at this time. Those boys who we
not part of this game because they were vounger, smaller. did not like football or were seen as b
players and all the girls were. literally, pushed on to the margins of the playground spac
although one could interpret their position, equally, as framing the tootball game

Fighting and football were used as a resource to solidily ethnically marked masculinities. Succe
in these was also an important criterion for a boy's popularity amongst both bovs and gir
Establishing oneself as a good footballer. someone who was not loath to have a scrap, establish
one as a ‘real boy" within the heterosexual economy of the school. Certain groups of childr
were heavily involved in discourses of “boyiriends™ and “girlfriends’. “datng’ and “dumpin;
two-timing” and “gomg-out’. This did not involve all the children in Years 5 and 6. but it ¢
include those who were the most popular and attractive, the ones that the other children wanted
be like and wanted to be friends with. The practice involved in these discourses was not actua
going out with anvone in the way that older pupils in sccondary schools might; it was the
about who “fancied” whom and why. It was notable, in this context, that the most desirable be
were those who exhibited the macho forms of masculinty involved in football and fighting.
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Gendering Education for Reconciliation: *Femininity’, Memory and
Silence in the South African Truth and Reconciliation Commission Report

Debbie Epstein and Elaine Unterhalter

The South African Truth and Reconcihation Commission (TRC). established in 1995 by the
new government in South Africa. was intended to be a key part of the construction of the new
society. It was to provide “as complete a picture as possible of the nature. cause and extent of
aross violations of human rights committed between 1 March 1960 and § December 19937
(Government Gazette 1995). The Commission reported in October 1998, In the course of 1ts



work, the Commission travelled around the country and received cvidence from more than
21000 people.  The Report of the Commission has been termed a Key document of the
century, not only for South Africa but for the world. The TRC is onc of the crucial
documents and processes of the South African transition, the tention being not merely to
provide a complete picture of the past, but to cducate South Africans in their own history and
to point the way towards a process of reconcthiation,

A significant question that emerges from the huge and tmportant testimony given to the TRC
and the findings of the Commissioners concerns the gender dynamics of the processes of
remembering apartheid.  Of the submissions to the Commission, a tiny minority were by
women as cither victims or perpetrators. What is the significance of this silence? Given that
the TRC is a key document of national healing, and one which is supposed to include the
whole of Archbishop Desmond Tutu’s *Rainbow Nation™. what can we make ol women'’s
absence and how has this been interpreted by the TRC itself and by feminist commentators in
South Africa.

We aim, in this paper. to examine the forms of representation of women to the TRC. in its
Report and in the work of major commentators.  Here we will consider how women have
represented themselves in evidence to the TRC and how men, when they have spoken of
women, have represented them to the TRC.  We will also consider constructions of
tfemininity that emerge from the TRC Report and from the work of key commentators. The
second aim of the paper is to explore the imphcations of the particular forms of
representation of women, but also, the particular absences in representation of women. We
want to examine this critically in the light of the educational work that the TRC 1s being set
to do.

The paper will be organised in four sections. In the first part. we will provide some
background to the TRC, debates within South Africa about its terms of reference and the
work the Commission accomplished, paying particular attention to the way it conceptualised
gender as an issue. This section will also look at the projected educational programmes that
arise from the TRC's recommendations.  Section Two will be concerned with questions of
representation, asking why certain images of women predominate in the report and what
discursive work the construction of womanhood in these ways Is doing. What narrative and
story-lines predominate?  What is being signified by the emergence of certain recurring
syimbols? What are the key omissions from the stories being told and which stories remain
untold, maybe even untellable? Who is the text addressed to and what preferred readings are
being suggested here?

The third section of the paper concerns questions of memory. issues about the organisation of
time in the Report and the construction of a project of national remembering.  Whose
memories are accessible to the public domain and whose organisation of time becomes
incorporated into national memory and why? In cases of what might be termed ‘competing
memories”, which discourses does the TRC use to validate certain memories over others.

In the final section, we shall consider the implications for the construction of the new nation
and the future educational work arising from the TRC, of the gendered text of the Report.
The dominance of conventional portrayals of women as victims and redeemers in the TRC
intermeshes with a range of other key texts of the transition from apartheid. which contain
similar constructions. This points up, in stark relief. the difficult and complex task facing the



Gender Commission of the national government, of those working at the Gender Desks in a
range of government ministrics and provincial governments, of NGOs concerned with gender
and of feminist activists,
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Young girls’ voices in narratives about a future family life.

Alliances with the children and positioning of the man as ""The Other’

(Dr) Gunilla Hallden
Department of Child Studies
Linkoping university

5N-381 83 Linkoping

Sweden

Email: Gunhatema lin.se

The paper highlights issues related to young girls fantasies about a future family life. The
data on which [ draw in this analyses, was collected in a project about gendered identities and
family relationship, where children produced written stories and drawings about a life in a
future family of their own. The project was carried out as part of ordinary schoolwork. where
the pupils were asked to make drawings of their future family house. their tuture family and
then write about life within this fictive family. The project was carried out over a period of
time (two months) and the pupils wrote about different topics and different events within the
family. The drawings of the future family house was used as a cover illustration for cach
child’s personal book of narratives.  The stories varied in length from five to 64 pages.
Interviews where carried out with some of the pupils, but 1t was not an ethnographic study
dealing with how the texts were produced. Instead the data are analysed as texts in which
different voices can be heard.

I want to focus on how nine year old girls in their narratives take the voice of an adult woman
and in doing that. exploring different positions of power. of caring for others and of
portraying “The Other’.  The narratives are looked upon as a play which opens up
possibilities 1o create scenarious where the narrator presents herself in different positions, in
relation to difterent persons and with different projects. T use the voice-concept to discuss
how the narrators establish an arena for the agency of the a main character. In the narratives
we are told a story and this story is told by an 'I" who tell us what 1s happening. but also how
the events are supposed to be interpreted. The “I', the narrator’s alter ego is also related to
other people and form we-groups. 1 will discuss how borders between different arcnas are
introduced and how rituals are used to handle these borders. 1 will also discuss the
importance of gender in the narratives in terms of the main character’s relation to her
children. The capasity to give birth, the identification between an adult woman and a little
airl, and the positioning of the man as "The Other’.

The concept “voice™ has been used of Carol Gilligan and her research group to grasp how a
person talk about herself. How is the T presented and together with-whom does the "I7 act
and form a “we-group”? Which issues are explored and given a voice? The analyses relates to
Bakhtin's use of the voice-concept and of the phenomenon that we always talk in relation to
other people. In doing that we use different voices, which means that voices are polyphone.

The concept “voice™ has also been used in ethnographic research by those who look for
children’s perspectives or children’s standpoint.  In sociology of childhood. childrens’
accounts are interpreted in terms of  children’s voices which gives us an understanding of
how children look upon their position in a gender and generation system. Here the tssue is to
highlight how a certain position in a power system opens up for certain practices, but not 1o



discuss how a selt identity 18 developed in relation to other people. The sociological use of
the voice-concept differs from the one used by Gilligan.

In discourse psychology we find still another way of using the voice-concept. In a discourse
analyses the Bakhtin-perspective 1s used to study how different voices are listened to in a
conversation and how a person s talking 1 relation to a discourse that gives the rules for
what 15 possible to say. The "voices™ are then constructed in relation to a certain discourse.
Within this perspective the rescarches does not look tor a struggle to estabhish a self identity
as in Gilligan™s rescarch, or to show the children’s perspectives as in the sociology of
childhood. but to analyse how voices are constructed in a discourse.

My use of the voice-concept draw on Bakhtin's perspective of the polyphony of voices, but
the focus 1s not on fanguage but on positions for the alter ego in the narrative. 1 also use his
concept “chronotop” to discuss how place and time are connected in the narrative and how the
narrator use certain chronotopes to emphasize transitions i lite e.g. between night and day.
between to the wellknown and the foreign and in relation to giving birth o children. My
point 1s that the narrators, when making up stories about a fictuve future life, explore
important issues like "Who am 17", "What are important borders?", "Agency, power and
control™. The narratives are not discussed in developmental terms. but as ways of exploring
positions in a power and gender system, and in doing that forming a subjectivity.

The perspective used in the analyses is inspired by the work of Valeric Walkerdine and the
poststructural tradition. This means that T discuss the narratives. not as a way to understand
the girls self-identity, but to see how they explore different positions for a subjectivity. The
narratives are not accounts of a lived life, but fantasies about a future and of possible
positions for the narrator’s alter ego. 1t is fantasies about power and about being an important
person i relation to other people.

In relating to the theme of what s Nordic and what is foreign, I do discuss these girls
narratives i comparison with the work of Carolyn Steedman in her book The Tidy House.
The swedish girls do presend a powerful woman, but also a solidarity with children and n
that sense tell us another story than the girls in Steedman’s book. where children are
described as a burden for the mothers.  Drawing on three quute different stories 1 will
highlight how the girls give meaning to a lite with children.  The main characters in the
stories are self confident women who are responsible for the family life. not always as house-
Keepers. but always as a central person for the whole family. The man is present, but his role
is marginal and he is not portrayed as someone to rely on. but often quite the contrary,
someone who needs to be controlled. The children are the women's allied and the men are
outside the dvad. The children are not a burden for women, quite the contrary they give the
women power and a sense of importance.
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Her Mother’s voice: auto/biography within the family
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Road, Hampstead, London NW3 7BG m.c.hammer@open.ac.uk

Carrie Paechter, School of Education, The Open University, Walton Hall, Milton Keynes,
MK7 6AA Error! Bookmark not defined.

We come to this paper from two different but complementary positions.  Carrie has been
exploring autobiographical writing about her schooling experiences as a teenager with a
lesbian mother. In this the voice of her mother is notable by its absence. although her actions,
of course, underpin and run through the account. Merril. by contrast, has been studying her
mother’s life directly, constructing a life history narrative of her mother becoming a teacher.
In this, not only is she grappling with the problem of how to represent her mother’s spoken
voice, but she is also working with her mother’s writings about her life. In both cases we
also have to deal with the relationship between the personal space of the home and the public
space of the academy. between our selves as daughters and our selves as academics and
researchers.

In this paper we explore some of the issues, both methodological and personal, in doing
rescarch that involves close family members, specifically, our mothers. We will look at the
relationship between writing biography and autobiography, at questions of motivation and
power, and at issues of anonymity and of consequent silencing.  In particular we want to
consider the question of whose voice is heard and whose silenced when daughters write about
their mothers and the relationship between them.

One factor in approaching auto/biographical research is its relationship with the confessional.
[n dealing with confessional research methods and ways of writing we need to tread a careful
line between researcher as enquirer and researcher as analyst/contessor.

The interview process in particular is about the joint construction of shared meanings. of a
story made out of the experiences of both participants Within the tamily. where storytelling 1s
part of the parent-child relationship. bringing parts of one's interior self into the story is an act
charged with meaning. Dealing with our mothers’ voices through the difterent speech
paradigm of the acadenmic paper brings a further dimension to the confessional nature of such
research: it brings the interior (and maybe feminised) world both of the self and of the home
under the (masculinised) gaze of the academic community.

As a further methodological exploration, the paper will be in the form of a dialogue. in which
our individual voices can work in counterpoint. In this way we hope not to present a polished
set of conclusions, but to open up discussion about the value and importance ot
auto/biographical work on female family members for feminist educational rescarch.



Odd Fellows: The FFemale Subject of Academia

Dr Gillian Howie: University of Liverpool
Dr Ashley Tauchert: University of Excter.

This paper will explore the difficult and shippery relationship between the academic voice of
authority and the female subject of educational experience. Our first two claims are simple
and relatively uncontentious.  Social structures are replicated. are reproduced,  through
educational practices. Sccondly. we, as feminist practitioners within Higher Education, have
been admitted to the structures but we haven’t significantly aliered them. We suggest that
one of the reasons that we haven't significantly altered them is that we are trapped by the
“glamour” of Higher Education. that we tend to lose sight of our position and we begin to
reproduce the normative requirements of educational practice.

The term *normative” is used to suggest that there are representations or ideas which at first
appear to describe behaviour but which in fact presceribe suitable behaviour or values. These
values and expectations can be internalised. We can also borrow a term from Millett “interior
colonisation™. So, the terms prescribe behaviour and we, as already colonised. regulate our
own behaviour accordingly. Now, the term “normative” implies that there is an ethical
dimension. Our contention is that certain ideas are experienced as normative, carrving ethical
obligations.  Although the ethical claim is mythical the obligations can be really experienced
as having ethical magnitude.  This ethical intuition may be one aspect ot the glumour of
Higher Education but there are others.,

The normative ideal is supported by two main things. First. the organisation of the institution
iselt. "This can be the architecture, physical accessibility, the sedimented relations of power
n the form of committees. line management, relation to external bodies, union organisation
and ~o forth.  Second. by a highly contentious epistemological project which cascades
through certain - disciplined  requirements:  Institutional - Embodiment  and - Disciplinary
Strategies.

Institutional Embodiment.

This argument can be illustrated and opened up by applying it to the question of disability.
T'he relationship between the body-politic (the state. the cinemia or the university) as a sum
of activities and a distribution of power and a given subject assumes that the subject is
able-bodied. Subjects with physical disabilities are excluded trom the body-politic on the
arounds of their ability-difference. The outcome for individuals with disabilitics, in their
relationship to the body-politic, is structurally similar to that encountered by women, and a
similar polarising of strategy takes place: namely. to hide/overcome their difference, or -
with the use of technology - to even-out the difference.

Next we examine the ways in which epistemological assumptions are transmitted through to
us in such a way that we begin to regulate our own behaviour: the beginning of interior
colonisation and the repetition of the myth.  Shildrick™s analysis of disability, and her
discussion of the application form currently used to assess a subject’s entitlement o
Disability Living Allowance. offers a usetul example of this process.



Disciplinary Strategies.

Our second point, noted above, follows from Shildrik’s analysis of institutional and internal
regulation.  There is, in Higher Education, a highly contentious epistemological project
that cascades through certain disciplined requirements. This second point is three-fold: (a)
epistemological (b) discipline defined as subject matter, content, manner of analysis ete (¢)
discipline in terms of regulation. the introjection of regulation and the psychological-
behavioural effects of it. So, we shall offer an analysis of assessment criteria to indicate
two things: first to show how something like assessment criteria can be gendered or biased
under the guise of impartiality and, secondly, to demonstrate how these criteria organise
cducational practice in such a way as to conform to, and to transmit. the ideal already
outlined. We shall examine (a) passing (b) grading (ii1) writing and (iv) research.

Summation.

We will draw together the epistemological project, the normative principle, the idea of
institutional embodiment with the principle of discipline. We shall speculate on two things.
The reason we discipline ourselves, we suggest, is that the displine process creates an excess,
a surplus. That surplus. we contend, returns to haunt us as a form of desire, settling in the
gap between the possible and the impossible normative idea, until, in the end, we desire to be
(to have ?) the ideal itself. Secondly, we ask whether the hypermasculinisation of Higher
Education is a response of the feminine boy (the academic) dealing with the feminisation of
labour (women into academia),

R. Barthes, Mythologies (Vintage: 1993)

M. Foucault, Discipline and Punish (Penguin: 1977)

L. Trigaray. Speculum (Cornell: 1992)

M. Shildrik. Leaky Bodies: Feminism, Postmodernism and (Bio)ethics (1997)

Towards a gender inclusive science curriculum: students speak about acceptance,
rejection and reconfiguration of dominant discourses of science

Gwyneth Hughes University of East London

Female under-representation in physical science and technology has been a key feature of the
pursuit of gender equality in education over the past decades. In the UK. a range of
interventionist strategies to improve female access to science has had partial success in
closing gender gaps in compulsory education.  However, post-sixteen the familiar gender
polarisation between science and non-science, and between physical and biological science,
re-emerges (Arnot er al., 1996).

Female access to physical science continues to be problematic because the construction of a
privileged, masculine status for scientific knowledge, with its associated practices and
pedagogies, reproduces gender segregation.  Gendering of science 1s symbolic in that the
predominantly remote and abstract presentation of physical science is associated with the
masculine: whereas more ‘humanised’ biological sciences are often constructed as feminine
or ambiguous. Many studies of gender and science education have focused on identifying the



structures and practices that deter or exclude girls from physical science. However, the
nature of science itself remains largely unexamined in these discourses. More recent feminist
discourse has focused attention on the abstract and epistemologically rigid version of science
that is widely presented to students. Gender reformers have drawn upon the work of feminist
crities of science o suggest that a more “feminine” science curriculum that 1s contextual, co-
operative and student-centred favours girls (Harding, 1996; Hildebrand, 1996: Vlacminke,
1997).  Such proposals resonate with wider calls for a more accessible, philosophically
informed and socially relevant science curriculum for all students (Driver ef al.. 1996).

While agrecing with initiatives promoting curriculum reform. this papér argues that there are
dangers of essentialism and over-simplification when making associations between  the
subjectivities of male students and the masculinity accorded abstract science. Not all females
are deterred by symbolically masculine disciplines, while not all males are encouraged.
Biology falls under the umbrella of abstract science vet can also be associated with the
leminine.  In addition a focus only on gender without consideration of other power relations
based on ethnicity or class tends o mask complexity. Such contradictions that arise from
gender essentialism can be avoided by acknowledging that subjectivities are not solely
determined by social structures.  Recognition that students are not passively situated in
cducational discourse, but actively negotiate subject positions within discursive constraints,
points towards new ways of understanding the complexity of gender issues in science and
technology (Henwood, 1998; Volman, 1997, Weiner, 1994).

The paper contributes to post-structuralist approaches to gender and science by demonstrating
how discursive constructions of science in the curriculum play an important part in
generating student scientist subjectivities. Tt listens 1o student voices as they take up or reject
scientist identities through negotiation of available scientist subjectivities and subjectivities
produced through gender, class or ethnicity. The paper finally signposts a new approach to
curriculum  reform in science that does not rely on, or perpetuate. universalised gender
categories.,

In a study of post-sixteen physical and biological science curricula, science was largely
represented  and taught as a body of authoritative, incontestable knowledge which s
abstracted from social activity to maintain a high level of difficulty and status. A critical
literature on school science suggests that this narrow, clitist representation of science 1s
typical. and that an overhaul of the sctence curriculum in the UK is long overdue.
Nevertheless, there was some evidence of resistance to these dominant discourses, not
surprisingly anising from the more gender ambiguous biology.  Discourse analysis of
mterviews with three mixed gender pairs of students illustrated how ditferent subjectivities
mteract within the constraints and contradictions of these competing discourses of science to
produce a range of outcomes.

In the first example, student scientist subjectivities available within the dominant curriculum
discourses were more compatible with high-achieving masculinities than temininities. A
debate between the two students illustrates how being a scientist through engagement with
abstract rationality 1s compatible with a masculine subjectivity, but not with a feminine
subjectivity produced through repudiation of abstract knowledge. By contrast, in the second
example. another high-achieving female student was able to gencrate a comtortable scientist



identity within the dominant curriculum through an exploration of the ‘otherness’ of her
cthoicity.  While these three students drew on subjectivities available only within the
domant curriculum, a third female student presented a positive scientist identity by drawing
on feminist discourses of gender equality and a reconfiguration of discourses of scientific
certainty to allow students to construct their own knowledges. She spoke of this identity, onc
that is neither dependant on gender conformity to masculine/feminine binaries nor high
achievement, in contrast to a more problematic scientist identity presented by her male
partner.

These case studies both illustrate the complexity of scientist identity production and provide
evidence that a reconfiguration of dominant discourses of science could increase the
possibilities for student positions as scientists.  The paper concludes that to take gender
inclusivity in physical science beyond an elite minority not only requires commitment to
cradicating gender discriminatory practices and hierarchies, but also depends on curriculum
reform to challenge the dominant representations of abstract, rigid and hierarchical science in
a framework that moves beyond the restrictions of masculine/feminine dualisms.
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Challenging Voices: mythical discourses and invisible pedagogics —
appropriating Bernstein for women in HE

Sue Jackson

One of the most challenging voices in contemporary educational pedagogy has been that of
Basil Bernstein. He has, over many years, made visible the social assumptions on which
pedagogic discourse and practice are based. and has become a seminal figure in the sociology
ol education. In particular, he has examined the effects of class relationships within the
mstitutionalising of claborate and universalising codes in schools. Central to his argument
was “the notion that educational transmissions embody class ideologies which are crucial to
the cultural reproduction of class relations™ (Bernstein, 1975, pl6).

In this paper. 1 should like 10 extend the work of Basil Bernstein from schools 1o higher
cducation. and from social class to gender. [ shall be drawing on his later work, Pedagogy.
Symbolic Control and Identity (Bernstein. 1996), and his discussions of mythical discourses
and invisible pedagogies.  In this book. Bernstein states that underlyving his research are
central questions and issues about the refationship between education and democracy, an
issue [ will problematise with regard 1o women. However, Bernstein suggests that for people
(o become part of an effective educational democracy. three “rights” must be institutionalised.
I will show that these “rights™ apply as much to gender and higher education as they do to
Bernstein™s analysis of schools and social class.  Bernstein further suggests that schools
legitimise inequalities by creating “mythical discourses™ (Bernstein. 1996, p9). incorporating
the political ideologies and arrangements of society. Ishall 2o on to ask what part is played
by higher educational institutions in continually recreating national consciousness, a national

consciousness grounded in gender differentiation and inequality.  What are the mythical
discourses and invisible pedagogices that dominate higher educational institutions?

v this paper Ishall be considering how women can lead and participate in the transformation
of existing patriarchal orders within higher education. de-bunking the ‘myths™ and making
visible the dominant pedagogics. 1 will suggest that one strategy for working towards this is
o appropriate Bernstein's work for women in higher education. The educational pedagogy
of Basil Bernstein has been liberatory for many people. Following a higher degree in
hnguistics. Bernstein has developed his lite's work in considering the relationship between
the Tanguage of education, and social class. In the first volume ol his work on class. codes
and control (Bernstein, 1971, he stated that his aim was to develop a soctology of language.
where he examined the inter-relations of culture, social organisation and orientations towards
certain types ol language. Tt was here that he started 10 develop in greater detail the
distinetion he had already identified between universalistic and particularistic codes of
meaning.  He went on to examine the effects of class relationships  within  the
mstitutionalising of claborate and universalised codes in schools.  Central to his argument
was “the notion that educational transmissions embody class ideologies which are crucial 1o
the cultural reproduction of class relation” (Bernstein, 1975, p.16).

In his Jater work, The Structuring of Pedagogic Discourse. (Bernstein. 1990). and by then a
professor in the sociology of education at the University of London's Institute of Education.




Bernstein gave consideration to the rules, practices, agencies and agents which shape and
change the social construction of pedagogic discourse. In particular, he was interested in the
distribution ol power and the principles of control. He has built on these issues in his latest
book. Pedagogy, Symbolic Control and Identity (Bernstein, 1996). which 1 found challenging
and illuminating, opening up possibilities for new ideas and feminist challenges. Like bell
hooks with Paulo Freire (see Jackson, 1997), I have been able to use many threads from this
work to weave into the feminist theories and pedagogy of my own work. 1 have been
particularly interested in his descriptions of educational rights, and his cmphasis on the need
for them to be institutionalised. 1 have also drawn on his descriptions of "mythological
discourse” (Bernstein, 1996, p.9), and his discussion of invisible pedagogies. Whilst the
focus for Bernstein is on schools, particularly with regard to social class, the issues he raises
are equally valid in an examination of higher education, and for consideration of issues of
gender.  Although not entirely absent from his work. there is little focus on gender in his
book. I have found many of his idcas useful in furthering my own analysis of women in
higher education, and will go on to show areas of similarity, where I have been able to take
Bernstein's ideas forward through a feminist standpoint.  Here, 1 believe. a feminist
theoretical perspective can weave additional layers into the tapestry of existing rescarch.

In Pedacooy.. Symbolic Control and Identity (1996), Basil Bernstein states that underlying
his research are central questions and issues about the relationship between education and
democracy. He says (Bernstein, 1996. p6) that for democracy to function smoothly people
must feel that they have a stake in society. and equally for schools to function smoothly
parents and children must fecl that they have a stake in the school.  They must have
confidence that arrangements in the school will realise the stake. or have good grounds not to.
However. I would ask whether women in higher education consider they have a stake in the
institution, whether the stake will be realised, or whether they believe there are satistactory
grounds for it not o be realised. Indeed, for disadvantaged groups. including women, having
a 'stake' in the institution may not be sufficient. if the ‘stake’ means submitting to, and
becoming subsumed in, existing structures.  However, Bernstein suggests that for such
groups 1o become part of an effective educational democracy. three 'rights’ must be
institutionalised (Bernstein, 1996, p6/7). 1 will raise questions about democracy later in this
chapter. However, these rights’ apply as much to gender and higher education as they do to
Bernstein's analysis of schools and social class.

The first 'right' that Bernstein considers is the right to individual enhancement (Bernstein,
1996, p6). This has strong resonances with Henry Giroux's Border Crossings (1992). (see
Jackson. 1997).  As I have shown, Giroux too connects empowerment to the individual
powers that are linked to democracy. However, individual enhancement can be a problematic
concept from a feminist standpoint. A feminist pedagogy of change might well wish to
challenge a ‘right’ which operates at an individual level.  Depending on the theoretical
perspective. it is more likely that feminist theories of education would prioritise either
structural or indeed post-structural analytic tools, rather than ones which engage only with
individual enhancement.

As Giroux and others have done, Bernstein too considers the importance of boundaries here,
suggesting that individual enhancement is a “condition for experiencing boundaries ... as
tension points between the past and future possibilities”. T have discussed boundaries as
tension points elsewhere (see Jackson 1997). Henry Giroux, for instance, suggests that to
cross boundaries new antagonisms and struggles need o be constructed.  But whether this



antagonism - and - struggle  comes  from  individual enhancement  or  changing  group
conscrousness 1s debatable. And indeed border crossings might also be constructed around
power differences, with "future possibilities” having different meanings for women and for
men.

However, Bernstein does say that this right depends on confidence. for "without confidence it
is difficult to act™ (Bernstein, 1996, p7). Confidence is certaunly a central issue for many
women in higher education (see Fackson. 1998), and Bernstein is right to show that individual
enhancement depends on the confidence 1o have reached critical understanding:  the
conlidence to consider new possibilities: and the contidence to act (see Bernstein, 1996, p7).
We need to ask how this can be atfected, not just for individual women, but institutionalised
within the academy. This can start to happen through women's studies. for instance (Jackson.
in preparation (a)) where the symbolic system is more student led. Whilst women's studies
does not try to immediately fix women's experiences mto theory, it does open up new
possibilities. eritical understanding. and ways to cffect both personal and political change.

The sccond right that Bernstein calls tor is the right 1o be included socially, intellectually.,
culturally and personally. These, though, can be problematic areas for women. Does being
included intellectually and culturally, for instance, mean conforming to traditional male-
defined and patriarchal defimtions of culture and intellect? What does it mean for women (o
be mncluded socially and personally in the academy? Does this mean that the ethos and values
of the academy need to change, or that individual women have a right to be included in the
malestream of academic lite? Bernstein suggests that "this right operates at the level of the
social” (Bernstein, 1996, p7). but ‘the social” has different implications for different groups,
and women and men may not experience or participate in the social and the personal in the
SAMIE Way.,

However, Bernstein states that

the right to be included does not necessarily mean to be absorbed. Thus the
right 1o be included may also require a right to be separate. to be autonomous
(Bernstein, 1996, p7).

But can women in higher education be included socially. intellectually, culturally and
personally without being absorbed into the malestream? This is a question which is on-going
in considering the role of women's studies and its right to be separate and autonomous yet
still included in the academy (Jackson. in preparation (b)),

The third right is the right 1o participate in discourse, practice and procedures. It is, says
Bernstein, “the right to participate in the construction, maintenance and transformation of
orders™ (Bernstein, 1996, p7). A theory of education that focuses on the transformative
function of feminist perspectives would ask how the existing patriarchal orders of the
academy are constructed and maintained, and how women can lead and participate in the
transtormation of these orders. To what extent, though, are women able to participate in
procedures, and in the construction, maintenance and changing of pedagogic orders,
including the pedagogic orders and structures of power/knowledge?  Bernstein has shown
that there are incqualities in the orientation, distribution and transmission of pedagogic
knowledge (Bernstein, 1996, p3).  Within higher education, then, we could examine the



1. abilingual does not fit into categories of established rules and regulations;

2. critical thoughts and reflections of a developing bilingual arc unwanted: and

3. bilingual thoughts and deeds show flexibility, creativity and innovation that challenge the
system.,

|. If there is one things one learns as a bilingual, it is that one does not fit in. The more one
can play with language and culture, the more one drifts away from rules and regulations
coverning the standard norms for monolinguals. In my case, this new awareness of what
language and culture have to do with one's identity stimulated a wave of reflections about
my upbringing, cultural values, and first socialization of gender.

Regardless of perspective, my reflections on, and comparison of language, culture and
socialization all merged into a quest for identity. For example: "When am I more German or
less German?' "When am [ a female studying abroad?" And: "When am [ expected to
socialize as a female in the host culture?" As a bilingual, I came to understand that there can
be no simple and predetermined answer to these questions.

2. As I became bilingual and reflective, T also grew more critical towards myself and the
world around me. It did not take me very long, however, to realize that critical reflections
were not welcome; even worse, they were unwanted. My critical inquiries became a
problem, particularly going through graduate school. I got in trouble, "big trouble.”

Whereas my German upbringing encouraged analysis and scrutiny for the sake of making an
argument, and constructive criticism, US academe preferred pleasing, spoon-fed. non-
provocative answers that did not question authorities.  As of today. this clash in values has
landed me in conflicting situations. 1 cannot help but wonder in how far my being female has
added to the turmoil.

3. The life of a bilingual often takes place in the sphere of the in-between. Plays on words
and mish-mashes of language and culture within unknown territory can be amusing,
painful, as well as innovative and challenging. But what the bilingual comes up against is
a lack of respect for those who are different from the norm, from the establishment.
Although flexibility, creativity and innovation are goals of elitist education and business,
they are unwanted for and from minority voices like that of a bilingual forcign female.

Research in second-language acquisition, however, provides ample evidence that flexibility,
creativity and innovation are among the most important benefits of becoming bi/multilingual.
Why, then, are minority voices discouraged from becoming bilingual with all its advantages?

How is one to interpret the silencing of bilingual voices? The larger picture of education in
the USA is a sad one: bilingual education is experiencing difficult times. It is in the process
of being dismantled due to political power play and scapegoating. This is nothing new, but
has reached an alarming point. Antagonism toward a bilingual female is a warning of the
dilemma existing not only in the US educational system, but worldwide.



Imphications for study-abroad programs at the high school and university levels and support
for bilingual voices will also be discussed.

Biography:  Helga Kansy is an ESL survivor (English-as-a-Second-Language).
who has studied hinguistics. anthropology. communications and
multicultural education. As a result of her extensive study-abroad
experiences. she is interested ma multicultural perspective on
women in academe. qualitative research and teaching tolerance.

Power and Freedom in the usage of pedagogical documentation in Swedish pre-school
practice — poststructural readings.
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This paper attempts to make Foucaultian and femimst poststructural readings of the usage of
child-observation and documentation of preschool practices in Sweden during a main part of
this century. In the first and newly published curriculum for preschool services in Sweden
(1998). the concept of "pedagogical documentation™ — appears for the first time as a
rccommended tool for in-service traming and evaluation of quality. Child-observations and
documentational practices have been used. though, within pre-school practice since the
1930%1es. when Dr. Elsa Kohler encouraged pedagogues to work with psychological scientific
methods in their practice. The aim of this work was to discover children with deviations from
what developmental psyvehology determined as normal. and to support these children in
developing properly. This coal 1s sull evident in many Swedish pre-schools today. even
though the goal of contemporary construcuivist and interactive practice 18 1o use child-
observations as a ool o support the individual learning process of the child.

The two readings of this paper circulate around three questions asked by Nikolas Rose on the
possibilities of freedom in a neoliberal society. " The aim of the paper is thus to explore the
these possibilities  of  freedom  in o relation to  practices of child-observations  and
documentation, and especially those - apparent in the second reading — involving
pedagogical documentation in contemporary practice.

Pedagogical documentation is foremost connected to the Reggio Emilian inspired preschool practice in
Sweden. See Edwards, C. Ganding, L. & Forman, G 1998, The hundred lancuages of children. The Reggio
Lnitlian Approach — Advanced Reflections, Greenwicl/London, Ablex Punlishing Corporation,

" Rose. NL 1996, “Towards a Critical Sacialogy of Freedom™. in Nordiske Udkast. Journal for Critical Social
Nctence, nr 1, 1996, 24 dreang.



In o Foucaultian gencalogical reading, the usage of observation and documentation is an
‘emancipative” and ‘redemptive’ tool in relation to a scientifically “true™ child. They are part
of a governmentalized technology of regulation, discipline and control. Children became
subjects of scientific study and objects of scientific knowledge. Child-observations became a
normalizing tool within a highly disciplined and self-disciplined pedagogical practice. With
the discursive change from the language of the Social and the State, to a language ol the
local and the individual, there was also a shift in the practice ol observation and
documentation from a totalizing discipline enacted through the state, to a decentered self-
control. Control then, is not about a disciplining adaptation to an outer, normative gaze, as
much as a result of an introspective gaze. connected to the notions of self-fulfilment and self-
government by free choice within the pedagogical practice. Or, with other words, the
normative gaze is incorporated in the individual and comes from within. Freedom is not
attained by being normalized in relation to a scientifically “true™ child, as much as by being a
result of finding one’s “true™ self. Within the educational arena this technology is apparent in
the discursive practice of learning how to learn, ic. the child’s meta-cognitive understanding
of why and how something must be learnt to be able to learn.

In a gencalogical reading the subject is enclosed in a seemingly closed system of
covernmentalized power production. There is no way out of dominating discourses, since the
individual uphold these discourses by reproducing them as discourse and discursive practice.
Or. in accordance with Nikolas Rose’s questions which the discussions of this paper circulate
around: there are no ways in which we can become experts of ourselves without requiring
submission to an image produced by authorities: and there are no ways of practising freedom
that do not fix us through a hermencutics of identity, and thus to be open. inventive and
questioning.

A feminist poststructural reading is offered as a supplement to the gencalogical. Certain
feminist — poststructural — readings  of  Derridean  deconstructions  and — processes  of
subjectification” are used to read the practice of the Reggio Emilian inspired practice with
pedagogical documentation in Sweden. In such a reading the usage of the ool is seen as a
displaced practice of “resistance ’, against any dominant praxis or dominant view of the child.
To be able 1o see pedagogical documentation as a practice of “resistance’ it 1s necessary o
make a displacement of the concepts of the genealogical reading, such as governmentalized
power, the subject. the expert, freedom and the constructivist teacher. The second reading
offers a possibility for a certain understanding of the subject as ‘agentic’ within the
power/knowledge bind, as well as a possibility of a certain kind of ‘emancipation’ and
‘freedom’.

A multiplicity of subjectivities as a pedagogue as well as a multiplicity of practices are made
possible in  deconstructional  communication  between  pedagogues.  Pedagogical
documentation is used as a tool in this deconstructional work. Pieces of observed practice
where children and pedagogues interact in a co-construction of knowledge and meaning, are
used. both to “follow the learning-processes of the children™, and to deconstruct the analyzes
and practices of the pedagogues. Pedagogical documentation as ‘resistance” operates from a
perspective of “freedom” as necessarily temporal within the only room of power/knowledge,

" Judith Butler; Bronwyn Davies: Elisabeth Ellsworth: Patti Lather: Jeanette Rhedding Jones: Valerie
Walkerdine.



i which we constitute ourselves as discursively inscribed subjects. Freedom” is not a state
of transcendence from a room of false consciousness to a room of a true and desired end
state. Tt occurs in the moment when we make ourselves aware of the discourses that
constitute us and our practices, and transgress our closures of meaning. The pedagogue is
thus “agentic "in the sense that she. by becoming aware of the processes through which she is
made subject. is better positioned o resist particular forms of subjectivity and particular
forms of thinking and practicing pedagogy. She is thereby able 1o transgress them and
“change™. The paper ends up with an example from practice. where multiple readings are
made

Bibliography: Hillevi Lenz Taguchi, born in 1962 (BA in literature and sociology).
Doctoral student at the Stockholm Institute of Education. The thesis Power, Resistance and
Emancipation. Pedagogical documentation in Swedish preschool = A researching learning-
process, will be finished during the winter of 2000-2001.
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Two years ago we (Gayle Letherby and Jennifer Marchbank) wrote a paper entitled: "I don't
want 1o be empowered just give me a reading pack!"': student responses and resistance to
different forms of teaching and assessment’ for presentation at a conference concerned with
equal opportunities in the curriculum. In the paper we outlined our experiences as two
femmist academics of teaching and working in Higher Education. We were concerned with
responses to what we teach and how we teach and the responsibilities of students in the
learning environment.  In the paper we made reference to different groups of students
meluding Women's Studies students.  Following our presentation we attempted to engage
students (namely 12 final year Women's Studies students and one Women's Studies graduate)
i a research dialogue by giving them our paper (o read and asking for their comments. As
we wrote in T don't want to be empowered..." we aim. in our teaching and other work with
students. to create empowering spaces and we hoped this dialogue would be part of this. We
recognise that students voices are much more marginalised than ours. even though we
ourselves have little power in the institutional structure, and tried to minimise this by given
students a right to respond.

Thus. we were disappointed when we received only three written replies and two verbal
responses to our piece. The responses that we did receive were all a mixture of support and
critique. The criticisms made were sometimes directed at the institution and sometimes at



The discipline of love: negotiation and regulation in boys performance
of a romance-based heterosexual masculinity’

Peter Redman, Staff Tutor, Open University

Lads, Lasses and (New) Labour: 14-16 year old students’ responses to the ‘laddish
behaviour and boys’ underachievement’ debate

Becky Francis, University of Greenwich
The discourse of *boys’ underachievement’

Girls have been performing increasingly well in terms of attainment at GCSE-level. Their
achievements at this level now exceed those of boys in all subjects (MaclInnes, 1998: Barker,
1997), excluding some minor yearly fluctuations. This development has been widely
discussed in the media and in the academic press, constructing a discourse of ‘boy’s
underachievement™. Any change in gendered levels of educational success at GCSE level is
in fact negligible (Yates, 1997: Barker, 1997). However, it is certainly the case that girls
have recently been out-performing boys in even the most stereotypically masculine subjects
(such as Maths and Science) at GCSE level.

While cvidence suggests that girl's improved achievement at this level is the result of the
removal of previous barriers to girls’ attainment. and changed expectations on the part of
girls (Francis, 1998; Epstein et al, 1998), girls’ improvements are often presented in the
media as having been at the expense of boys (Yates, 1997; Epstein ¢f al, 1998). However,
boys™ attitudes to learning have also been criticised by ministers. The ex-Schools Standards
Minister Stephen Byers argued that boys™ ‘laddish™ anti-school attitudes are impeding their
progress at school.  This article secks to examine whether secondary school pupils
themselves considered Byers™ perception of boys and their behaviour to be justified, and to
explore the various discourses that they drew upon in their constructions of boys™ behaviour
in school.

Methods:

The data is drawn from a study titled ‘The Impact of Gender Construction on Pupil’s
Learning and Educational Choices’, funded by the Economics and Social Research Council.
The study involved classroom observation and semi-structured interviews with 100 14-16
year old students (50 girls and 50 boys), of various ethnic groups, from three different schools
situated within greater London. The semi-structured interviews covered a range of opics
concerning gender and education. The final question in the interview schedule asked them to
directly respond to Stephen Byers® comment on boys ‘laddish™ behaviour:

“The ex-Education Minister Stephen Byers said that boys’ ‘laddish behaviour™ is stopping
them from doing well at school - what do you think about that?”



Numerical analysis

Atotal of 67 (67%) students agreed with Byers™ claim. Of these. 35 were airls (70%). and 32
boys (04%). Only just over a quarter of students (27%) disagreed. with 6% of \Iudults cither
saving they did not know or not responding dircetly to the question,

Discussion of students” explanations:

Those students who supported Bvers™ claiim were asked to ¢ cxplain what they thought causes
boys to behave “laddishly™ in schooi.  Elsewhere (Francis. 1998: 1999) [ have argued it is
essential that feminists identity and analyse the various discourses used 1o construct gender
difference if we are to deconstruct or reconstruct these. and this paper seeks o contribute to
this. Fourteen different explanations for bovs™ faddish behaviour were found, including
social and biological explanations.

Girls™ explanations for bovs laddish behaviour tended to be more pejorative than those of
hovs. Boys more often explained it via ‘natural” (incvitable) gender ditferences, or through
the comparative industry of girls: whereas girls were more likely to use social explanations
(sec Mahony. 1998). and to apportion responsibility (o the boys.  Just over a quarter of
students disagreed with Byers™ argument. Of these many pointed 1o the academic boys in
their classes 1o demonstrate that not all boys behave “laddishly™. or argued that it they do it
does not affect their learning.  Others drew on narratives of cqual opportunities and
individuality 10 maintain that classroom behaviour depends on the individual rather than
gender.

These various explanations drew on six different discourses. These were: innate inequality
between  genders: female  superiority:  social — constructions:  active heterosexuality:
stereotypically gendered characteristics and behaviour: and women's liberation., Boys drew
on the discourse of stereotypically gendered characteristics and  behaviour particularly
frequently: this sometimes linked to the discourse of innate inequality between genders, as
did the discourse of female superiority. which tended 1o be drawn on by boys and girls for
different reasons. However, the discourse ol social construction was by far the most
commonly used in student’s explanations. This finding should be scen as cncouraging by
feminists: it demonstrates a readiness to explain gender differences in behaviour through
social. alhu than essentialist or discriminatory explanations. allowing the possibility of
change and reconstruction.
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Modernist Reductionism or Post-structuralist Relativism: Can We Move On? An evaluatior
the arguments in relation to feminist educational research.

Becky Francis, University of Greenwich
‘The Benefits of Post-structuralist Theory for Feminism

The post-structuralist theory of discursive positioning appears to offer an explanation which

icorporate the notions of resistance and contradiction which proved so problematic for sex-i
theory.  Post-structuralist theory has also been embraced by some feminists as appealing for
other reasons. Firstly, Foucault (1980) shares the feminist criticism of the scientific discourses of
enlightenment.  Secondly. post-structuralist discourse analysis offers an explanation for theoret
complexities that have challenged feminism: for example, the ways in which power is constitt
between women (and between men), as well as between men and women. Thirdly. gender itsel
deconstructed by post-structuralist theory. The repudiation of a fixed self means that gender is

fixed, but that the self is positioned in gender discourse. Finally. the idea that we are positioned
also position ourselves and one another in discourse has been interpreted as positive and encourag
by some feminists.  For instance, Davies (1989, 1997) argues that the analysis of gender discou
will provide us with a new understanding of the way in which power is constituted, and the way:
which we are positioned within that discourse.

Difficulties With the Combination of Feminism and Post-structuralism

However, there appear to be two fundamental conflicts between teminist and post-structuralist the:
which make them incompatible. The first is the clash between modernist (feminist) and pc
structuralist positions: and the second is the post-structuralist aim of deconstruction compared to
feminist need for a system to explain the socio-economic reality of gender difference.

Following Balbus (1987) and Assiter (1996) it is argued here that feminism is an inheren
modernist theory in that it supposes a founding subject (‘'womanhood'): and is based on the '
narrative’ that patrtarchy oppresses women, and the moral assumption that such oppression is wro
and that we should work to end this oppression. Hence feminism is an enlightenment project. b
of the humanist. enlightenment idea that the world can be made a better place through hun
project.  This also supposes a continuous, and potentially socially improving, history: anotl
modernist tenet.

The emancipatory concerns of feminist educational rescarch raise theoretical tensions betwe
feminism and post-structuralism. The notion that all women are potentially disadvantaged in genc
discourse. and that this can be changed through human project. represents a “truth discourse’.

many post-structuralists, truth discourses or ‘grand narratives' exercise a power relationship, as th



claim truths or moral correctness and involve totalitarian generalisations (see Shotter, 1993).
Moreover, Jones (1997) observes that the notion of agency and choice on the part of subjects which
post-structurahist feminists tend o assume (for instance, that subjects can learn to consistently take
up alternative discourses with which to oppose oppressive ones), is at odds with dominant post-
structuralist theory. She argues that such notions of agency are based on the humanist concept of a
self which is an already existing individual (which are repudiated by post-structuralism).

Moving forward - to what?

When Jones (1997) argues that feminists should not attempt to amalgamate humanist notions of
agency with post-structuralist theory. she evokes a “pure’ or “true’ post-structuralist theory, which
these feminists are transgressing.  However, from this perspective it is arguable that no ‘post-
structuralist feminist”  educational rescarch projects have constituted “pure’  post-structuralist
approaches. They are based upon feminist (modernist and emancipatory) truth discourses. This is
not to negate the contribution of such research, or argue that these studies are any less worthy or
useful because they do not conform to “pure” post-structuralist positions. However, if this is the case
it does imply that the on-going feminist debate over post-structuralism outlined above might be re-
focused.

"Pure” post-structuralism itself requires some consideration. At what point does an idea become a
theory. and a theory become a narrative? Shotter (1993) warns us 1o be suspicious of all narratives,
even ‘small stories’, in their attempts to produce intelligibility: yet is not post-structuralism itself a
narrative of sorts? Although truth discourses present a narrative scarch for order (which is an
‘enlightenment project” according to Foucauldian post-structuralists). it is argued here that discourses
which preach disorder and deconstruction are also grand narratives, albeit subversive ones. Despite
the absence of belief in a 'founding subject’ they are still based on a theory or position about the
world (the theory that there is no coherent subject, and that there can be no modernist certainty or
truth), and they postulate an 1deal or method to follow (deconstruction of truth narratives). Balbus
(1987) supports this interpretation, maintaining that even in Foucault's writings there appears a 'latent
discourse’ where the evils of ‘continuous history and "totality’ retain a prominent place: and where the
argument that history consists of a succession of power/knowledge discourses constitutes a claim to
Fruth.

Yet the question mark this article has raised over the use of post-structuralist discourse analysis in
feminist emancipatory projects remains. Any attempts to combine a basically humanist position with
da post-structuralist one appear theoretically dubious and difticult to substantiate. At the same time.
the re-embracing of universalism or essentialism, albeit in a re-worked form (see, for instance,
Assiter, 1996), inevitably bears many problems and concerns. 1t will be the challenge of feminism to
devise new theoretical positions to carry our still-vital feminist project into the next century.
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Some Women Speak Martian Too, Some Men Speak...
A Workshop, Wilma Fraser, WEA and Linden West, University of Kent

Anyone browsing through the non-fiction best seller list will recognise the reference to
another populist account of differences between men and women. Gray's ‘Men are from
Mars, Women are from Venus' joins the long list of books supposedly dedicated to improving
our ability to talk across a sex- chasm which is, at least metaphorically, planets apart. The
rationale is familiar: the discourses that inform our engagement with the world often contain
and constrain our experiences of gendered selves. It is preciscly this containment which
generated feminism and the idea that gender, and the discourses surrounding it, are not fixed
in time or space. Post-modern trumpetings about identities, in fact, suggest these are in
constant, uncertain flux, providing a plethora of potentialities for both men and women to
invent themsclves in new ways.

In this workshop we will explore what such cultural and discursive revolutions mean for our
relations with one another. How far do we experience the assault on previously dominant
constructions of masculinity, for instance, as opening up possibilities for all of us to secure
grcater intimacy and connectedness with emotional life? Samucls (1993) has acknowledged a
dislodgement in the literal and metaphoric place that ‘masculinity’ has hitherto enjoyed, as
the ‘subject” and initial premise of most of our discourses: *...in the past it has been men who
defined all the other categories that there might be...Now, men are looked at in the way in
which they have historically looked at evervthing else’. A consequence of this, he suggests,
1s the much-debated crisis of ‘masculinity’: expressed, inter alia, in the fundamentalism of
some elements of the Men’s Movement or in ‘new laddism’ and its rampant street machismo.
Moreover, there is a return to the use of women's bodies to sell everything from cars to
chocolates. And popular films like Disclosure rely on men’s insecurity to generate empathy
for a character who is both ‘victim’ of female sexual harassment and behind-the scenes
female manipulation. Women are increasingly constructed, defensively, as more powerful
and threatening in overt as well as covert terms.

But there are, of course, more hopeful and emotionally open trends. There is evidence, as a
result of fractured employment histories, that some men are seeking more balance and
meaning in their lives, in which relationships and intimate life, rather than, simply, public
roles and status, hold a more prominent place. The loss of place in the public arena, and of a
discourse articulated in terms of status, competition, aggression and compartmentalisation,
appear to be propelling some men towards exploration of the feminine and private realm of
nurturance and intimacy. Ironically, some women who succeed in the public arena may do so
at the expense of emotional hecalth and intimate life. As the Demi Moore character says in
Disclosure; ‘vou encouraged me to take power, you can’t blame me if I take evervthing that



goes with ir'. We will suggest, in our workshop, and iHustrate auto/biographically. that the
major challenge is to articulate common spaces_between emergent discourses of masculinity
and feminmity: surrounding the “post-teminist” problems we all share: both within ourselves
as well as between cach other. Those relating, for example. to the tensions between
knowledge and emotion, subjectivity and objectivity, fantasy and language. co-operation and
competitiveness, public and intimate sclves. academic and more intuitive ways of knowing.
materality and spirituality. Tensions, which may well, fic at the heart of the Workshop and
wider Conference too.

[t Takes Your Breath Away - issues of voice and empowerment among girls educated in
boys' schools
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Our research focuses upon girls who are educated in fee-paying {ormer bovs' schools  many
ol which have been boys' schools and sites of male privilege for decades, even centuries. The
schools are predominantly boarding although some bovs' day schools also recruit girls. The
mitiative to admit girls began in the late 1960s since when further bovs’ schools have become
similarly ‘co-educational’. Commonly girls are recruited into the sixth form only. but even
when recruited into all year groups, girls remain in a minority.

Drawing on school prospectuses and interviews with teachers and pastoral staft, we
imvestigated how and why this form of ‘co-education’ was introduced in particular schools and
how 1t is currently presented and perceived (Fuller and Dooley 1997). The problematic use
by these schools of the term ‘co-education’ is the subject of a separate paper (Dooley, in
preparation).

From the perspective of the schools. admitting girls is part of a broader marketing strategy to
ensure the continuation of both boarding education and their own survival, although this is,
obviously. not overtly stated in promotional materials. Where they do give a rationale for
taking in girls they tend to frame it in more altruistic terms, such as opening up opportunities
o girls.



The rescarch reported in this paper comes from interviews with young women who are
tormer pupils and on separate interviews with parents of daughters who have attended such
schools. We explored their reasons for choosing the schools., their expectations and their
reflections upon the experience.  Although the schools, parents and pupils had different
agendas, voiced with different emphases. there was a commonality in their discourses in
relation to ‘co-cducation’ - discourses of equal opportunities (oftering access to girls). choice,
the individual, modernity and ‘real life'. As a result of examining these privileged contexts
our existing understandings of girls' contradictory experiences of education are extended.

Parents spoke about choosing a school 10 maich their daughter's individual academic,
personal and social needs. Those whose daughters moved into the sixth form in a former
boys’ school emphasised that their decision was influenced by realising that their daughters
needs had changed during late adolescence. Intellectual. social and sporting opportunitics
were spectfically mentioned in this respect. There were a few examples of a change of school
being made in order to avoid the daughter leaving full-time education prematurely.

In some instances girls themselves initiated the transfer to a boys' school, in others the role of
the father was especially significant. The girls gave as one reason for attending a boys'
school their own readiness for change (many had attended all-girls' schools, others mixed
state schools). When visiting the schools they were frequently won over by the breathtaking
facilities on show. They expected from the schools greater academic opportunitics and a
freer environment than they had previously experienced. Once installed as pupils in the
former boys' schools, they found that they were over-visible in some circumstances and
mvisible in others; that opportunitics were fewer than they had expected: and that their
treatment was perplexing in its clumsiness.  The young women pinpointed both gains and
losses in self-confidence as a result of this part of their education. Despite what scemed to us
to be some significantly negative experiences they displayed a marked loyalty, considering
their time at the school to have been worthwhile and empowering.
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*Voices of Authority’: Sarah Austin (1793-1867) and National Education
Jovee Goodman, King Alfreds, Winchester

Sarah Austin, Unitarian. writer, translator, tcacher and “visitor™ of the imnovative Brewers
Green infant school, Westminster, was a passionate advocate of national education for the
children of working people. In the 1830 she argued tor state supported but locally
controlled, compulsory primary education, with a national curriculum, nspection and
accountability, supported by changes in pedagogy and in teacher training. This paper will
explore her location within the circles of philosophical radicals and will examine the
ambiguities of her work as a translator and writer of educational texts in mid-nineteenth
century England.

Sarah Austin wrote of herself, I have always shrunk from appearing before the public in my
own person or behalf, as the author or champion of any opinions whatever™.  Her translations
of the works of Continental educationists in the mid 1830s. however, introduced educational
ideas from Prussia and France o the English debate about state intervention in education and
also mfluenced the development of education in America. While ostensibly translating the
works of others. her own philosophy was clearly stated, as in the passionate polemic on the
nature of education in England. with which she prefaced her translation of Victor Cousin’s
Report on the State of Public Instruction in Prussia (1834).

This paper focuses on her transition from translator in Report on the State of Public
Instruction in Prussia  into the newly emerging “science” of comparative education in On
National Education. On National Fducation was tirst published anonymously in 1835 and
reprinted under her name in 1839, Despite Sarah Austin’s claim not to champion “any
opmions whatever’, it is argued that the merging of her “voices™ as author and translator
cnabled her to make political pronouncements on education and were conductve to - her
adoption of the methodology of comparative education. The historiography of comparative
cducation, however, is a story of “great men’. which acknowledges Sarah Austin, if at all,
only as the translator of Victor Cousin’s writing on Prussian education.  The paper will
explore the gendered nature of comparative education methodology. It will argue that Sarah
Austin employved many of the techniques employed by Victor Cousin but that her political
intent and her considerations of “audience’. coupled with the mability of women to act as
“officials” of the state when collecting evidence, have led to her omission from the “official’
historiography and to the development of a methodology that focuses on male activity. In
Sarah Austin’s time. the methodology of comparative education was being used to make
pronouncements  on  state education  systems and  was part of changing patterns  of
governmentality in wider society.  The adoption of comparative education methodology
enabled her to contribute to considerations of state activity at a point when women’s position
vis a vis the state was itself anomalous,

The paper will also explore the tensions in her views on female education. Inspite of her own
serious education and her “advanced™ views on state activity in popular education, her views
on the education of women were more conservative.  Sarah Austin advocated training
working class girls for their role as future wives and mothers, although she did wish a broader
cducation for working women than was usual for her day. In Tiwvo Letters on Girls Schools



and on the Training of Working Women (1857), she applauded the type ot education found in
Miss F.-Martincau’s school ncar Norwich, where the plan was “adapted to the house, the
mustress, and the housekeeper® but the course included scripture, arithmetic, grammar.
geography. singing, drawing, history, elementary instruction in natural objects, sewing. and
‘healthy recreation in the playground’.  The tension between her ‘advanced’ views on
national education and her more conservative views of working women’s education will be
related to the metaphors she employs to voice her wider educational philosophy.

Sarah Austin’s own writing and life, - as mother, wife, teacher, holder of an intellectual salon
in France, prolifice translator and reviewer of books, and recipient of a pension from the Civil
List tor her hiterary contributions. illustrates the tensions implicit in her conception ot the
‘public’ role of women, particularly where the development of national educational ideas and
practice were concerned.
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Discourses of Crisis and Loss: Theorising the **boys” underachievement™ debate
Christine Griffin, School of Psychology, University of Birmingham, UK
Abstract

This paper will cxamine specific representations of youth across academic, policy and
‘popular’ arcnas in contemporary Western societies.  Focusing on the British context, T will
consider the recent debates over “Britain’s lost boys™, or the apparent “academic under-
achievement” of boys compared to girls in certain subjects, especially at GCSE level (age 15-
16). This paper will not present a detailed review of rescarch on “underachieving boys’, but
will instead aim to examine the ideological implications of particular discursive
configurations around gender and youth, as well as ‘race’, sexuality and class.



Most moral panics over “problem vouth™ tend to represent voung (espectally working
class and/or Black) men as actively deviant, resistant and rebethious.  Young (especially
workmg class and/or Black) women are more hikely to be constructed as passively “at risk’.
primarily in (hetero)sexual terms. Recent debates over boys™ “underachievement™ have
turned such discursive configurations around to represent the unditferentiated group “bovs™ as
victims and CgirlsT as relatively privileged. i a curtous (re)version of teminist discourse, and
ol established narratives of youth und gender.

Such discourses tend to represent relatively higher levels ot academic performance by
airls as inherently problematic, whilst (some) boys™ relative “over-achievement” is accepted
as the norm. T argue that the discursive form of the bovs™ "under-achievement™ debate is also
pecuhiarly non-racialised and non- class-specific. using gender in particular ways to obscure
formations of ‘race” and class. This debate operates as a form of “collective forgetting”, in
which few connections are made with previous debates over academic under-achievement.
This includes the controversy over the Rampton and Swann Reports on academic “under-
achievement” amongst Black (.. African Caribbean) pupils. | also consider the discursive
construction of “underachieving boys™ in relation to New Labour policies on youth, including
the introduction of selective curtews, benefit cuts, welfare to work packages, debates on
parental responsibility, social exclusion and truancy. ] will  end by considering  the
umplications of such discursive representations for radical research work around youth in late
20" century Britain, 1 would preter to see this debate over “underachieving boys™ as
constituted through a discourse of crisis and loss which focuses on particular representations
of gender and masculinity (and femiminity) and feminism whilst marginalising issues of
race” and class. rather than as a moral panic or a “crisis of masculinity”.

Bibliography

Griffin, C.oand Lees. S. (edsy 19980 Spectal issue on “Masculinities and education™. Gender
and Education. 9. 1.

Epstein. Do Elwood. 1., Hev. V. and Maw_ ). (eds) 1998, Failing Boys? Issues in gender
and achievement. Buckingham: Open University Press.



our interpretation of the student experience. In this piece we reflect on both the process of
‘opening dialogues” and on our own and our students perceptions of working and learning in
higher education. We also speculate on why we got such a low response from a group that
were extremely outspoken and supportive of us in other ways (e.g. at course consultative
mectings and on module and course evaluation forms).

We start by providing brief biographies of ourselves and the three women who responded to
our original paper (using pseudonyms for our respondents) and then outhne some key issues
and terms. In the section entitled "The Original Paper’ we provide a synopsis of 'I don't want
to be. . ."and consider in detail the responses we received. In 'Reflections’ we consider both
the process of ‘opening dialogues’ and aim to assess whether the process has been
empowering and enabling or patronising and pressuring for those we aimed to 'give a
voice!!! and as we want the dialogue to continue in 'End Comments' we give the last word to
our three respondents following their reading of this version of this paper.

Brief Biographies

Gayle Letherby is a sociologist with a research background in motherhood/non-motherhood,
family, health, and methodology and epistemology. She returned to higher education as a
mature student of 28, 11 years ago and has had a permanent teaching job for four and a half
vears and within the institution is currently Course Tutor for a single honours degree in

sociology and various joint degrees.

Jen Marchbank is a political scientist by background and researches and writes on the policy
making process, in particular how marginalised groups and interests within communities get
their voice heard in political bureaucracies.  She also has experience of both state and
voluntary sector vouth and community work, specifically with girls and women. Presently
she is Course Tutor for the Women's Studies and Social Science degree in the University.

Paula (pseudonym) was a mature student who graduated from the Women's Studies and
Social Science Degree in the summer of 1998, she had previously ran her own business for
many years and has returned to this following graduation. She is currently in the process of
registering to do doctoral research part time.

Sarah (pscudonym) graduated in Women's Studies and Social Science in the summer of 1998,
She entered the degree as an A level entrant. She is now a Bank employee.

Fiona (pseudonym) entered the university as a mature student and graduated from the
Women's Studies and Social Science degree in 1997. She is a full time rescarch assistant and
is registered for a PhD in another university. During the academic year 1997-1998 she taught
in our institution on both the Women's Studies and Social Science Degree and the Sociology
degree.



The apples of Eve - from the apples point of view, or - ""To be eaten or not to be eaten?
‘That's out of the question!"

Ulla Lind (MA)
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S- 10073 Stockholm

Sweden

['use the metaphor from the myth of Adam & Eve to let us follow the trail of some interesting
processes by relating the Nordic version of the “universal™ Myth of Motherhood and
Feminmity  (social and cultural gender) to the Myth of Knowledge (the gender of
knowledge). These are rationalities and solutions, which can be traced in scientific gender
discourse. visual culture and in pedagogical-political gender discourses.  One principle for
the socictal modernisation is change.  How change represents and presents itself must be
studied inside cultural contexts. Cultural genders are created concretely and become visible
as performances, signs and symbols  (Walkerdine, p 61 )", The two myths can also be
described as cultural gender production of  “"male” (masculinity) and "female” (femininity)
discourses.

Mythologies are statements on comprehensive understanding.  Even scientific disciplines
produce myths.” How is myth used. what it is used for, at what times and in what contexts?
Sometimes the representation or expression is changed for mythological thinking, while the
content is kept.® Sometimes new meaning is produced and new content is given to an
established  mythological figure. My knowledge project concerns  constructing  and
understanding new  learning  environments  according to new  semantic  fields  within
contemporary  communications torms and post-modern “texts™. How has the myth of
motherhood been changed. renewed and transmitted. in content and expression, becomes
consequently a basic question? What kind of knowledge can 1 perform interpreting
representations of the high heel shoe as a paradigmatic cultural gender sign? [ trace the
destabilised female in the stable teminine Cinderella-trail. which leads into interacting
discourses on the come-and-rescue-me-theme in visual culture and other “texts™.

Cultural gender can be delimited as symbolic expressions. rhetorical figures such as
metaphors and metonymies for male and female positions. These positions are a storchouse
of both symbolic structures (systems of signs). with open, clear and accessible codes or with
latent, hidden possible treatments of symbols.  Aesthetic practices make this dimension come
true. T use for example images. videos, and photos by children and youth commenting on
therr schools and lives as sources.  In this particular research 1 work with semiotic
mvestigations of school children’s pictorial representations of life in school. It concerns with
students visual literacy and visual communication. How to explore. evaluate and interpret it?
How to connect learning and evaluation strategics in school with student’s visual, creative
and aesthetic work in different media? How to create a space for children and youth of

" Valerie Walkerdine, Femininity as performance, 1994, in Lynda Stone | (ed.): The Education Feminist
Reader ¢1994). Routledge: NY and London

"¢ Ulrich Beek: Ristkogesellschaft: Auf dem Weg in eine andere Moderne. Suhrkamp Verlag, Frakfurt am
Main, 1936, Trans Eng. Risk Sociery. Towards New Moderniry. Sage Publication. London, Newbery Park, New
Delhi.

" E.v. Roland Barthes (1970): Mythologies. 1.ondon



cultural expressions. I operate within a social constructionist methodology and look on the
informants as co-constructors of this signifving practice on beliefs, understandings and
evaluations.

The analysis of the pictures begins with organising a more gencral overview of the collection,
look for patterns and themes, and describe what the pictures are telling about, what 1s missing
and what they highlight. Then I focus on single images by close analyses depending on what
particular sign, themes or discourses T have “unpacked”™ I give examples from such a
thematic reading labelled: Gender, body and control: images ot school as gender in practice.

With the help of negotiable discourses as key concept | investigate cultural gender as an
open, productive and relational concept.  Negotiations happen when various systems of
symbols are produced in symbolic guise. They are non-stalic: aclive processes Cxpresses
themselves in continual interaction transfers.  Such processes re-create subjectivity and
identity into gender-division. My implicit thesis is that through public speech or "language-
games” " cultures are developed which construct the way we read. communicate and
understand a series of events and decisions on different spheres - the political. institutional
and personal/private. Neither women nor men, children or young people are the same when
they find themselves at work, in the home, in school, in associations, with friends etc. We all
stand in different relationships, which demand shifting use of language. voice, interpretation
and interaction - but in all relations the gender discourse is productive, but in changing ways.
If we agree that we as persons arc acting neither consequently nor inconsequently in relation
to standpoints on motherhood, knowledge. childhood, men. care, education, thought and
creativity, then I want to put forward some important research questions:

[. How changing relations produce changing mythologies (meanings) and discourses?

2. How gender discourses work out a ncgotiation culture? This culture is produced and
maintained in language and sign systems, visual culture and aesthetic practices. It 1s not
conscquent, it is negotiable, it changes. How can therefore alliances be changed and
exchanged, dominance and meaning transformed?

Biographical details:

Name: Ulla Lind, Doctoral student at the Stockholm Institute of Education, Dep. of Child
Pedagogy and Youth Studies.

Thesis: “Cultural and symbolic representation in child and youth aesthetic work. Studies of
the conditions for visual communication, visual socialisation, identity and pedagogical
processes in art and creative work in carly childhood education and school.™

The research project is based on different kind of data: interviews, observations, and
pedagogical documentation using video and photo documentation at pre-schools, with
children groups working with art and creative activities. A second source is a collection of
about thousand 1mages from children and youth (5-19 years) all over Sweden, who in
drawings, paintings, photos, and videos told about school.  The material is treated
qualitatively with close analysis from different thematic viewpoints. i.c. gender codes in the
signitying aesthetic production.

A language-game is a form of life, or as formulated elsewhere by Witteenstein. én entire culture . a definite
form or fragment of practical-social reality that constitutes a unity from the viewpoint of the pragmatic function
of language use” says Fekete, J (ed.) (1984): The Structural Allegory. Reconstructive Encounters with the New
French Thought. Manchester University Press.



Integrating Gender, Faith and Learning: women's mid-life passage

Pam Lunn
Woodbrooke College (Quaker Study Centre), Selly Oak, Birmingham

[n-depth mterviews were conducted with 12 women adult education students (age 3354), in
tull-time residential adult education. in 1wo contrasting colleges.  The students were in
college for one academic year and interviews were conducted at the start and end of the
acadennice year. Transcripts were analysed in detail for narratives of gender/faith/learning.
These interviews form part of a larger study on self-narratives of mature women students in
full-time residential adult education.

One group of women (Woodbrooke College, a Quaker foundation. S interviewees) consisted
of cducated middle-class professionals, undertaking adult education for non-vocational
reasons. The other group (Plater College. a Catholic access college funded by the FEFC. 7
meerviewees) consisted of women who had left school without qualifications and were
undertaking a full-time residential access course. Most of these were hoping to proceed to
Higher Education, although some had other ambitions.

Fshow how the contrasting cultures of the two institutions shaped the relative emphasis given
to gender/faith/learning by the students interviewed.  Relevant factors include the gender
distribution of the student body (the male:female ratio was 2:1 in Woodbrooke, 1:2 in Plater)
and the expectations concerning appropriate performance of gender; the initial motivations
for being at college (primarily personal/religious in- Woaodbrooke. primarily though not
exclusively instrumental/pragmatic in Plater) which arc in part influenced by social class: and
the strong contrasts of belief and expectations between Quaker and Catholic religious
cultures.

It cmerges that the Quaker women make the gender/learning integration explicit and their
faith journcys are more implicit and less articulated. The Catholic women are much more
articulate about the faith/learning integration and very hesitant to use gender as an
explanatory framework for their experience.

Alongside these polarities in the two groups constructions of their experience, | suggest that
the lifestage/taith/learning dimension (the mid-lile passage) may be seen as the overarching
mtegrating construction, and that this is remarkably similar (given other differences) in all the
women mterviewed, even when the overt language frame used 1o express it differs.
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constructions and prioritising of particular forms of pedagogic knowledge. What counts as
knowledge within the academy, and who has the power to name it? Who claims ownership
of knowledge and why is this accepted? Who has the power the decide what is distributed,
and to whom, and how it is transmitted? Feminist theory would examine these issues through
an examination of gender inequalities in cach of these arcas, considering ways to instigate
change.

There are, says Bernstein, biases in education - biases which "reach down to drain the very
springs of alfirmation, motivation and imagination” (Bernstein, 1996, p6). Are these three
rights. then, sufficient to renew these springs for women? Bernstein states that if these rights
are institutionalised, an educational democracy will result.  However, democracy, as | have
shown earlier in this chapter, can be a problematic concept (see Jackson, 1997). Bernstein,
for instance, calls for conditions to be met in education for an effective democracy, but does
not discuss what ‘an effective democracy’ means. In addition, in calling for these
"conditions” this does of course presuppose that 'an cffective democracy’ is the aim of
existing educational structures. Bernstein states:

Lducation 1s central to the knowledge base of society, groups and individuals.
Yet education ... is a public institution, central to the production and re-
production of distributive injustices” (1996, pS).

I should like to consider this statement further.

"Education is central to the knowledge base of society, groups and individuals™ (Bernstein,
1996, p5). What does this mean? A feminist standpoint might want to ask whether a
patriarchal academy feeds that knowledge base. [f this 1s so, the ‘knowledge™ that society,
groups and individuals access is a very partial knowledge. developed to strengthen and
benefit patriarchal structures already in place.  The consequences, then. for groups and
individuals will depend on their positioning in that society. In addition, whilst women as a
group might be disadvantaged within such structures, women are not a homorgenous group,
with differences of social-class, ‘race’, and more. In addition, there will always be individual
women who manage to succeed within the system, and others who are more severely
disadvantaged.

“(Eyducation ... is a public institution, central to the production and reproduction of
distributive injustices” (Bernstein, 1996, pS). Again, Bernstein considers the production and
reproduction of distributive injustices for schools, based mainly on issues of social class.
However, consideration needs to be given to how the power and knowledge base of higher
education produces and reproduces the distributive injustices of gender. Bernstein states that
pedagogies are both visible and invisible (Bernstein, 1996, p3): it 1s the invisible pedagogies
affecting the distribution of gender injustices that need to be made visible in order to be
challenged. Indecd, Bernstein describes the importance of considering how "power relations
are transformed into specialised discourses ... (and how) the principles of control are
transformed into ... discursive practices (pedagogic relations) which attempt to relay a given
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