Y
GENDER RELATIONS I‘N

S. KessLER. D. J. ASHENDEN, R. W. Co¥:

Macquarte Universig:

N
GRAMA U e GeNER
Sociology of Education 19-‘4,9;‘@(@5@6 jh?m)‘i?g}ﬁwm.
rosa’t

PROBLEM AND APPROACH
Sex Ineguality and Education

There is abundant evidence that inequality
between women and men is a very general
feature of Western education svstems. Dif-
ferential treatment and differential outcomes
for both staff and students have been exten-
sively documented by research over the past
decade.! In the same period. considerable en-
ergy has been spent trying to change it. A stock
of nonsexist curriculum materials and teaching
aids have been produced. and centers have
been set up to disseminate them. In Australia.
as in other advanced capitalist countries. there
is a campaign to end gender stereotypes in
career counselling and subject choice. to get
more girls into mathematics. science. and
traditionally masculine trades and professions.
Sexual harassment is being made an issue in
schools and colleges. There are equal-opportu-
nity policies in force in some states. and an-
tidiscrimination laws apply, if unevenly. to
education.

Yet the effect of this activity so far has been
slight. The resources devoted to it are, at best.
painfully small in comparison to the scale of
the problem. In New South Wales. for in-
stance. although the funds for the Non-Sexist
Education Unit have been maintained in the
last vear, only a fraction of one teaching con-
sultant’s time per region in the public school
system has been allocated for nonsexist cur-
riculum development. Moreover, such slender

This article is based on Ockers and Disco-
Muaniacs. a booklet for teachers published in 1982 by
the Inner City Education Centre. Sydney. Australia.
The material has been extensively revised for publi-
cation in this journal. We want to thank the Inner
City Education Centre: the now-defunct Education
Research and Develcpment Committee, which
mainly funded :he research: the teznagers. their par-
ents. and their teachers who took part in it: Heather
Williams. who did most of the typing: and Pam Ben-
ton, who got it all together. Address all corre-
spondence to the authors ¢/o R. W. Connell. De-
partment of Sociology. School of Behavioral Sci-
ences. Macquarie University, North Ryde. NSW
2113, Austraha.

! Notable cxampies are the Australian Schoois
Commission's 1973 report. Girls. School and Soci-
etv, and the 1979-80 special issues of the Hurvard
FEducational Review on “Women and Education.”
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resources are often under threat. both from
ideological attacks by the political Right and
‘rom cost-cutting campaigns within the bu-
reaucracy.

Furthermore. this work is not always certain
of its directions. There is a continuing dilemma
about the value of sex-segregated schools or
classes. Almost all the educational debate has
been about heterosexuals: there is very little
serious work on discrimination against
homosexuals in the education system. There
are problems concerning the mainstream cur-
riculum that are jusi beginning to emerge: and
there are massive. though so far almost undis-
cussed. probiems zhout how specialists should
work with c¢lassroom teachers to change
sexism in schools.

At this point there is a need not only to
renew the campaign for resources for counter-
sexist educational work dut also to rethink
basic ideas. This article is intended as a contri-
bution to thar task. It reports research on gen-
der relations in Australian secondary schools
and proposes a line of theoretical analysis that
bears on some of the dilemmas of curreat
practice.

The Problems of Sex-Role Analysis

By and large, the discussion of gender and
education has bezen guided by the concept of
sex roles. The idea that boys and girls are so-
cialized into different but c. mplementary
roles. which then shape their expectations of
life and other people’s expectations of them. is
an appealing one. It fits much common-sense
xnowledge of how children are treated and
provides a language for describing the pres-
sures exerted by parents. peers, mass media.
and schools. Perhaps most important. it pro-
vides a strategy for change: One must break
down the stereotyped expectations and rede-
fine the accepted boundaries of women's and
men’s respective roies. This. broadly. is the
strategy pursued by liberal feminism. It can
also be made to work for men. as shown by
men's liberation publicists such as Nichols’
(1975) and Farreil (1974).

There is no doubt that this line of thought has
heen useful in opening up educational issues. It
has provoked a reexamination of the hidden
curriculum and the many ways in which
schools and teaching materials have reinforced
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passivity, dependence, and restricted ambition
among girls. Thinking about conventional mas-
culinity and femininity in terms of roles points
clearly to the social character of behavior and
can suggest useful classroom activities, such as
role-playing exercises and discussion ot the so-
cial expectations felt by the students.

Yet there are problems. The sex-role con-
cept 1s not as commonsensical as 1t often
seems. [t was introduced into mainstream so-
cral science in the 1930s and 1940s, and 1t dis-
placed other concepts of gender relations.
which had focused more sharpiy on questions
of power and marginaiity .- Talking about gen-
der relations in terms of roles. internaiized ex-
pectanons, attitudes. and traits directs atten-
tion away from larger siructures and focuses
explanations of inequality on what 1s going on
inside the heads of the subordinated group. It s
a classic case of bluming the victim. As Franz-
way and Lowe (1978) point out in an excellent.
brief critique. the 1dea of sex roles exaggerates
the importance of individual atutudes and
minimizes the importance of the economic and
soclal forces to which those attitudes are a
response. For instance. when a working-class
family tries to ensure that the husband rather
than the wire stavs in tull-ime work. it is a
question of rational judgment in the face of
economic necessity rather than a matter of role
expectations. Given a highly discriminatory
labor market. men can generally get higher-
paying jobs. It reformers focus just on attitudes
and expectations in such situations. attempts at
retorm will misfire.

Furthermore. schools. operating in their
traditional fashion. do not simply reproduce
sex stereotypes or conftrm girls in subordinate
positions. Certainly they do that much of the
time. But they have also long been a vehicle
for women who reject conventional expec-
tations and wish to construct their own in-
tellectual lives and careers. There is. therefore,
a need for a more sophisticated understanding
of gender in its relations with education.

The Theory of Gender Relations

Such an account has begun to appear in re-
cent vears from two main directions. First.
authors such as Game and Pringle (1983) and
O Donnell (1984) have closely analyzed social
relations in the workplace and the segregation
of the labor market. It has become clear that
the sexual division of labor is not a superficial
pattern of discrimination that might be cured
by employers’ change of heart. It is a funda-

- The history of sex-role theory is reviewed in
Carrigan. Connell. and Lee (1983). where these other
perspectives are described.

mental structure that is consttutive of indus-
trial and social authority. intricately interwo-
ven with the design and appiication of technol-
ogy. and crucial to profitabilitv. Schooling not
only reflects this but also helps constitute it. As
O Donnell argues. the development of the
schooling system is part of the process that
produces a sex-discriminatery labor market.

The second important deveiopment has been
the attempt to combine the analysis of gender.
as a psiychological and intzrpersonal matter.
with an understanding of how a social order as
a whole reproduces itself. As Burton (1985)
argues. this has beea one of the Key lines of
Zevelopment of feminist <ocial theory in the
last decade. Interesting exzmples or this woik
are Chodorow’s (19781 psychoanalvuc sociol-
ogy of gender. which discusses how the sexual
division of lapor gets entrencned in the uncon-
scious. and Willis’s (1977 xccount of mascu-
linityv among British working-class vouth.
Arnot (1931, 1982) develops the line of thought
in what s now the most sopnisticated theoreti-
cal analyvsis of gender and education available.

This work has been imrortunt in bringing
structures of power and large-scale social
dvnamics onto center stage. [tis clear that role
theory underestimated what it was up against.
The schools are un arena in which a complex.
often contradictory, emeivnally and some-
tmes povsically violent politics of gender 1s
worked out. The strength of the reaction
against well-meaning minor reforms ts under-
standable.

Yet there are problems with this theoretical
tramework too. There s a strong tendency
towards functionalism in reproduction theory.*
[t is difficult to incorporate the dynamics of
historical change into socital-reproduction
analyses. There iy a tendency to treat “male”
and “female” as simple categories and to ig-
nore their complexities and internal structur-
ing. Homosexuality, once again. tends to get
written out of the discussion of gender.

We argue. then. that the theoretical frame-
work needs to be shifted further. First. we
must tind wavs of talking about large-scale
structures without reifving them and about
personal pracuces without losing their large-
scale contexts. To some 2xtent this is a general
problem of theoretical social science. which
requires the development of an adeguate
theory of practice (¢f. Giddens. 1979: Sartre,
1976 Connell. 1983). Second. we must find the
right research techniques so that the issue can be
worked out tn relation to a particular problem.
The research reported in this arucle uses tech-

' This is documented. tor the reproduction theory
in Althusser. Bourdicu. and Lefebvre. in Connell
(1983.Ch. 8.
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niques that we hope will allow these connec-

- tions to be made. We shall return to the theory

of gender after considering some of the empiri-
cal evidence.

Me (izod

The project reported here was conducted
in 1977-78 in tweive Australian secondary
schools: the examples to be discussed n this
article are drawn trom tour of them. A sample
of one hundred {4- and I13-vear-old students
was drawn trom two contrasting social-class
milieux. Fifty came from working-class
families. whnose chiidren were enrolled in large
suburban coeducational comprehensive
schools. which in the Austrahian education
systems are provided by the state gov-
ernments. Fifty came trom ruling-class
families. who sent their children to high-fee
private colleges. mostly single-sex insututions
loosely connected with the major churches.
Half came from the city of Adelaide. half trom
Sydney: regional differences turmed out to be
neghgible. Half were girls and halt were boys:
sex differences were not negligible.

Each student became the starting point tor a
cluster of interviews. We conducted relatively
long. tape-recorded. tocused interviews sepa-
rately with the student. both parents. as many
of the student’s classroom teachers as possible.
and the school principal. All interviews were
done by one or other of the four authors. The
main topics covered were pupils’ current
school performance and relationships with
teachers: pupils’ school history: pupils’ occu-
pational plans and ideas about school leaving:
pupils’ family and peer relationships and influ-
ences on the above: parents” working lives and
the social relations of work; the families” edu-
cational and economic histories: teachers’
views and expectations of the pupils; teachers’
relations with the familics: teachers™ practices
and views of teaching: teachers’ personal and
professional backgrounds and views of the
schools they had worked in. including the cur-
rent one: and relations among teachers in the
school.

A cluster of interviews then became the
basis for a detailed case study of a particular
pupil, in which the authors made a collective
attempt 0 understand the person in terms of
the whole network of social relations and so-
cioeconomic circumstances in which the rele-
vant fam:ly and school found themselves. This
is a very time-consuming and labor-intensive
process; but we argue that some such step is
necessary if researchers are to understand the
relation between individual practice and social
structure in more than summary or schematic
ways. As the tile of completed case studies

built up (two years of work produced 43 case
studies, at which point funds and time were
exhausted), analyses of issues and themes
across cases became possible. It also became
possible to analvze particular schools as in-
sttutions and. finallv. to analyze the dvnamics
of class and sex groupings on the larger scale.
In a second round of analysis. the procedure
was repeated with case studies of teachers (a
total of 37 were produced in three years). Ma-
terial trom the other interviews has also been
used but in a less intensive way.

We stress that the case-study method was
used here to analvze social relations rather
than individual psyvchology. though questions
of personal style. emotion. and mouvation
certainly do come through. Similarly. the sam-
pling was designed 0 approach certain Kinds of
relationships. not o denine a priori categories.
Both class and gender are systems of social
refations. not svstems ot categories. These re-
lations have histories on both the large and the
small scale: thev interweave to form charac-
teristic situations. When we refer to ruling-
class families or 1 working-class schools, we
are referring to a particular Kind of situation. in
which people develop the practices that are the
focus of the following discussion.

tis extremely difficult to make a summary
report of evidence that has been analyzed in
case-study form. Even Freud complained of
the problem. We are conscious that the fol-
lowing accounts of teachers. pupils, and
families are drastically simplitied. There is no
way around this in the context of a joumal
article. All we can do is ask readers to bear in
mind that the details given are not isolated
anecdotes but extracts from a very much larger
body of evidence and analysis. Those in-
terested will find further details of method.
field findings, and analysis of results in Making
the Difference (Connell, Ashenden., Kessler,
and Dowsett, 1982) and in Teachers Work
(Connell, 1985). The theoretical argument on
gender relations is developed in the context of
social theory and class analysis in Connell
{1983): in relation to masculimity and sex-rofe
theory in Carrigan et al. (1983): and in relation
to psvchoanalysis in Carrigan and Connell
(1984).

EXTRACTS FROM FIELDWORK

The material available is very extensive. For
this article we thought it more important to
ilustrate major dvnamics than o present either
representative cases or especially striking indi-
viduals. The first section illustrates an impor-
tant pattern of interaction between activist
teachers and nonacademic kids in a working-
class school. Next. we describe gender
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dynamics operating at the school level in the
contrasting examples of two ruling-class
schools. We then look at gender dynamics in
families—first those in which the authority of
men has been contested or eroded and then
those in which 1t has been successfuily as-
serted. Finally. we return to the schools and
discuss the ideas and practices of two teachers
who are grappling with the problems created
by these dynamics in another working-class
school.

Interactions in a Working-Cluss Schooi:
Resistance and Promotion

Arlette Anderson is a voung teacher at
Rockwell High Schovol. a state comprehensive
school in a relativelv new. working-class sub-
urb. It was her first appointment after she
finished teacher training. When she arrived.
she was shocked by the hostility of her pupils.
Within a day or two. one of the boys offered
her a direct sexual insult: “Why haven't vou
got a boyftriend? [s there something wrong with
vou?" This was but one instance of massive
resistance by the Kids: and in response. she
formed an untlattering picture of them. She
described the boys as “ocker deluxes™ and the
airls as “loud-mouthed disco-maniacs.”

Arlette is nobodv's doormat. and she
bounced back. confronting the kids with their
sexism. She tells them what she thinks the
boys will be like in ten years: beer-bellied.
boozing at the RSL ¢lub. totally lacking re-
spect for women. They laugh. In a Year 8 class
she organized a debate about the role of
women; universal opinion among the boys was
that women should stay home and have babies.
The boys shy away from classes like Domestic
Science: “I'm not doing that; my Dad says
sewing's sissy.” The girls, meanwhile, learn by
the end of thetr first year in high school that hav-
ing a boytriend is a matter of status. and they
jeer at those who have missed out. "They don't
seem to have anv idea of sisterhood at all.”
Arlette concludes. depressed. The girls agree
with the bovs that the proper business of a
woman is to be a mother. Arlette has pleaded
with them. Aren’t theyv interested in even a
small career? "Oh no. I want to be a mother.”

Bill Poulos. at first sight. might be thought of
as a classic example of the “ocker deluxes.”
He has a contemptuous attitude towards
women. He has begun to establish sexual rela-

+ Ocker is an untranslatable term with overtones of
macho masculinity, working-class slovenliness. ag-
gressive Austraiian nationalism. and expertise in the
national sport—>beer drinking. The RSL (veterans’
club), mentioned in the next paragraph, is by general
repute the epitomy of ockerdom.

tions with girls in the neighborhood and treats
his girlfriend in a decidedly exploitative way.
He is in with the “smoking crowd.” as a
teacher notes. and turned up drunk at a school
dance. He is a tough proposition for his
teachers—hard to control and verv ditficult to
teach.

Bill is not just bored with school: he s
actively angry with it. He feels that he was
unjustly put in a bottom class when he came up
to the high school. that he has been stigmatized
as a result. and thai most ot the teachers du not
give him credit when he does iry with his work,
However. he has a good relationship with one
reacher. who gives him extra attention. He is
resenttul of the arbitrary authority and petty
injustices of school life and has a rich tund of
examples: a teacher who screamed at him—he
walked out of the ¢lass and did not come back:
inexplicable decisions by the school au-
thorities. such as stopping competitive foot-
bail: undeserved canings and detentions: and
so forth. He wants to leave school and siart an
apprenticeship. against his tather’s advice.

There are some painful experiences. strong
emotions. and more than a iouch of self-doubt
behind Bill's stroppiness towards his teachers.
Yet there is also a logic to the combination of
aggressive masculintty and resistance to
school. Bill's claim 1o mascuiinity is reintorced
by a tough. don't-push-me-around stance
toward school authorities and by petty delin-
quencies like smoking and drinking. Con-
versely. his resistance to the school 1s stiffened
by a need to protect a bruised sense of self and
to assert his masculine claims to authority and
personal space.

The sitnation is ditferent tor girls. Heather
Arlott seems to be one of the “disco-maniacs.”
Though from a different ethnic group. she
comes from an economic background similar to
Bill Poulos’s: Her father i1s a contract laborer
and her mother is a packer in a factory. Most of
the time her teachers find her as difficult as
Bill: mavbe more ditficult. When a teacher
velled at Bill. he walked out: when teachers
vell at Heather. she vells right back. She will
not do what she 1s told unless she wants to. She
laughs out loud. stirs the class and. like Bill,
has a fund of stories about teachers™ injustices.
“Hell to teach™ is the staffroom consensus
about her. The exception is on the sports field.
Heather is an excellent athlete and appreciates
the coaching she gets from her teachers.

Heather's resistance to school is quite like
the bovs'. but the sitwation in which she does
it. and therefore its effect. is very different.
While resistance among bovs confirms and
even exaggerates their masculinity, the same
behavior among girls violates conventional
femininity. The convention is that proper girls



38 KESSLER., ASHENDEN, CONNELL AND DOWSETT

should ‘be controlled, polite, and biddable:
swearing. smoking, yelling at teachers, and
truanting are more like protests against femi-
ninity than confirmations of it. Heather is a
strong person, not just in the physical sense.
She is not going to be put down by the Arlette
Andersons of this world. nor by the Bill
Pouloses. The school resistance of young
women like this is a genuine challenge to their
subordination as women.

Yet Heather is by no means masculine in
style or outlook. She is a keen dancer and often
goes with her friends to the local disco. Though
she has not thought much about getting mar-
ried. she has no particular objection to the
idea. Indeed it is very likelv that she will have
to. Working-class girls leaving school early be-
cause of contlict with the school are thrown
into the least secure part of the labor market.
Youth unemplovment currently runs up to 35
percent in areas like Rockwell. Within a few
years. Heather's best chance of economic se-
curity will probably be to attach herself to a
husband. Even then. given the decline in real
wages, she will have 1o hold a job to keep a
family much above the poverty line.

Much of this ts not known very clearly in the
Rockwell High staffrooms. The conditions of
teachers work make it difficult for most of
them to learn much about their pupils’ personal
backgrounds: and Heather's own responses in-
evitably antagonize the teachers. because she
makes their work more difficult. Though
Heather really needs help from teachers like
Arlette Anderson in understanding this difficult
and contradictory aspect of her life. and though
Arlette really has something to give students
like Heather by way of a new understanding, in
practice they stand off from each other across a
barrier of mistrust and incomprehension.

The girls who are different. in Arlette’s eyes,
are the “bright” ones in the upper streams,
those selected for academic success and
headed—some of them at least—for matricula-
tion. It 1s these girls who are finding something
useful in Arlette’s feminist ideas. We inter-
viewed a number of girls in the A stream’™ at
Rockwell High. While they express a good deal
of tension and uncertainty about their futures.
it is clear that thev are contemplating patterns
of work and marriage that are very different
from those open to girls like Heather Arlott.
For many of them. the sympathetic support of
teachers like Arlette Anderson is the key to
their project of constructing a career.

In Two Ruling-Class Schools: Change and
Reaction

What is an uncertain prospect to the A
stream at Rockwell High is a vivid reality to

their counterparts at Auburn College. a presti-
gious and expensive private school for young
ladies. While less than 30 percent of Rockwell
High's pupils go through to the Year 12 Mat-
riculation exams, about %0 percent of Auburn
College’s pupils do: and they do to some pur-
pose. Auburn’s pupils are consistently carrying
off high honors in the hard sciences (math.
physics. and chemistry) and winning entry to
the professional taculties at universities.

This school has. in fact. recently undergone
a renovauon of staff and curriculum. caused
partly by changed ideas about careers for
women among its clientele. augmented by
feminist ideas among its staff.® Formerly, the
school’s main concern was to produce young
women properly fitted out tor marriage,
motherhood. and ruling-class social networks.
[ts main concern now is to equip the girls for
academic competition and entry into the pro-
fessions. The social set among the girls has lost
its place in the sun to the academic high-flyers:
and the consequences for relationships with
the men of their class are already being regis-
tered. a little apprehensivelv, by their parents.
Fathers contemplate their daughters’ possible
impact on the business world: mothers wonder
if they will reject the traditional mode! of
femininity-in-marriage.

We see here a shift towards a model of fem-
ininity in which marriage is expected to be
integrated with professional carcers, and the
simple subordination of women's work to hus-
bands’ careers is challenged. No corresponding
change has occurred in the ruling-class boys’
schools.

Nevertheless. in bovs™ schools too. the
school is an active maker of gender, in this case
masculiniiy. A major focus is sport and the
emotions surrounding it. This is very clear at
Milton College. a boys™ private school whose
clientele is similar to Auburn's—i.e., mainly
business and professional families. Every
Saturday in the season. the boys play football
against age-grade teams from similar schools
under the cves of their teachers (the coaches)
and their parents. who come to shout en-
couragement, praise. and criticism. Winning
the match matters to all three groups. Demo-
tion 1o a lesser team can be deeply distressing
to the boys. One boy we interviewed, small for
his age. actually suffered concussion more than
once before a teacher could persuade him and
his father that he should play in a lighter grade.

Is this a cult of healthy bodies and school
spirit slightly overdone? No. there is some-
thing much more systematic here. Football at

5 We have discussed the transformation of this
school in detail in another article (Connell et al.,
1981).
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Milton College 1s. above all. a medium for the
construction of a particular kind of masculin-
ity. It celebrates toughness and endurance. re-
lentlessly promotes competitiveness and fear
ot losing. and connects a sense of maleness
with a taste for violence and controntation.
Moreover, because the game has an honored
place in this school. the kind of masculinity it
promotes. the tough and macho Kind. subordi-
nates other kinds of masculinity. The bovs who
for reasons of pnvsique. capacity. or prefer-
ence have been relegated to studv. nonviolent
games. debating. and the iike are condemned
by the footbail heroes to be known as “the
Cyrils.” a term indicaung effeminacy.

Three Famiiies: Pariareiny Eroded

At the top end of the labor market. formal
education has plainlyv been important as a route
leading women into the professions. But this
has not alwavs worked smoothly. as is shown
in the life of Dr. Somerset. the mother of one of
the girls at Avburn Coilege. Saily Somerset.
who 1s working very hard at school and doing
well. is headed for the university and one of the
professions: spe is stiil undecided which. Dr.
Somerset went 10 a private girls’ school herselt
and was 1ts first graduate to become a doctor.
But her promising carcer was cut short when
its demands contlicted with her husband’s. She
was forced to give up the job and has not prac-
ticed for nearly twenty vears. That was a bitter
experience, and it shaped her view of women’s
place in the world in wavs that have influenced
her daughter’s schooling. It is one important
pressure behind Sally's trajectory towards the
professions and a new model of marriage.

Of course theirs iIs a very privileged situa-
tion. But there is pressure for change in
working-class families too: married women in
these families have taken jobs as oftice
cleaners. chicken packers. checkout operators.
sandwich makers, label stickers. and so on. It
was clear in many of our interviews with par-
ents that wives who earned a wage did have an
important resource in the internal politics of
the marriage. Heather Arlott’'s mother. for
example. works in a boring and low-payving job.
put she is an cqual partner in the tamily and
vigorously resists any attempt to impose au-
thority on her from anyv quarter. including the
school.

In some cases the independence goes
turther. Mrs. McArthur. who works as a clerk
in a small tirm. has no particular beliet in sol-
idarity among women. In fact she finds most
women at her oftice small-minded and irritating
and preters dealing with men. Yet men's pre-
tensions infuriate her. She is sharply conscious
of managers’ prejudice against women and of

the limits therefcre set to her own prospects:
she is one of those women who run a business
from behind the scenes while the men take
most of the profits and all the prestige. She
walked out of a tirst marriage. which she found
unsatisfving. She is now without guestion the
dominant partner in her second marriage. and
the authoritv tigure in ner family as well as its
main eamer.

In sitwatons like this. there i1s a real and
conscious shift trom earlier models of
womanhood. This is often conveved to
daughters. just as Dr. Somersel's views on in-
dependent womanhood have been. In Sally
Somerset’s cuse ihis led 10 an embrace of the
academic curriculum. an enthusiastic en-
dorsement of the educatonal goals of her
school: but in working-:lass lite itis very likely
to lead to contlict with the school. That is true,
for instance. of Mrs. McArthur's daughter
Kate. We have mentioned the state of war
between Heather Ariott and Rockwell High.
With Kate McArthur it is. if anything. worse.
She is stuoborn. opinionated. and regarded as a
troublemaker. Like Bill Poulos. she is angry at
the schoo! for having shoved her into a low
stream. She js fighting 2very authority in sight.
her mother and the :eachers equally. The
teachers picture of Kate is almost wholly
negative. She 1s demanding to leave school so
she can go on the dole—an ambition her
mother is scathing about.

[t is easy to see here that a strong and un-
conventional mother has conveved some of
those qualities to her eidest daughter. It is also
understandable that the teachers. confronted
with angry resistance. fail to see Kate's vul-
nerability and need. The education that
working-class mothers got o their own child-
hood gave them no resources for understand-
ing and working through the complex changes
that are occurring in gender relations. It seems
that the schools are proving no more useful to
many of their daughters.

Yet conflict with the school is not the inevi-
table outcome of these changes. Elaine
Markham is a member of the A stream at
Rocxwell High. in tfact one of the school's aca-
demic stars. Her mother is a person quite like
Mrs. McArthur—equally the source of strength
in the family and conscious of prejudice against
women. Mrs. Markham had wanted 1o become
a journalist but was bitterly disappoinied when
forced to leave school early because her
mother could see no point in education for
women. Having fought free of u dominating
mother. she is determined that her girts will not
repeat her frustraton and has pushed them
hard at school. Elaine has tuken over this proj-
ect. internalized it. and become competitive at
school. Like her mother. she is contemptuous
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of *“the little housewife’” and of her
schoolmates who are growing up in that image.
Though she will not go as far as “"Women's
Libbists,” burning bras and demonstrating in
the street, she firmly supports the overall idea
of women being equal. But all this has not
come easily. She sometimes comes home from
school in tears. caused by tension and frustra-
tion. She talks of the school as a "dead™ place.
She is thinking about leaving early despite her
academic success.

The corollary of Mrs. Markham's strength 1s
Mr. Markham's marginality. Elaine’s fatheris a
storeman and cams below average wages.
which is why his wife had to take a job. He
came from a very poor family. left school at
age 15, and has held a range of jobs. He gets
pushed around a good deal at work. and while
he is antagonistic toward unions. he is angry at
his bosses for not giving him recognition and a
better wage. He finds that their pressure for
profit erodes the service his unit can give and
offends his pride in workmanship. The work
situiation. in short. constantly erodes his self-
esteem. He tried to assert patnarchal rights in
the family: for example. he retused to take on
a share of the housework when his wife took a
job. But the main consequence has been that
he has become increasingly marginal in the
household. The women have concluded that he
has failed as a husband and tather: and he too.
rather wistfully, now accepts that opinion of
himself.

Two Families: Patriarchy Affirmed

Such situations of contested or eroded pa-
triarchy are not found in the majority of
familics. The pressures experienced by Mr.
Markham are common, but the outcome is
often difterent.

For example, Mr. Poulos, Bill's father, has
faced pressures at work possibly more severe
than Mr. Markham’s, including a serious in-
dustrial accident. loss of his job, and a perma-
nent loss of earning power. But he has suc-
cessfully asserted patriarchal authority at
home: his wife has accepted a subordinate
place. Mr. Poulos’s male-supremacist atti-
tudes—"Thank heaven I haven't got a daugh-
ter.” I'm boss here”—go unchallenged. Bill's
masculinity has been formed against this back-
ground. and it is piain that he has absorbed
much of his father’s outlook. Some hypermas-
culine interests. notably boxing, have been
passed on. More importantly. Bill is beginning
to reproduce the same pattern of relationships
with women, treating his girlfriends the way he
has seen his father treat his mother.

Because it is trequently assumed that the
successtul reproduction of such patterns in the

younger generation is a smooth and easy pro-

cess, it is worth dwelling for a moment on

‘the difficulty and pain that is really involved.
The economic and personal stresses on Mr.
Poulos have been severe. His masculinity, es-
pecially the way his sense of self is bound up
with being a head of family and a good pro-
vider, has been sustained only at the cost of
harsh struggle. which has left its mark in his
attitudes toward women. Bill's relationship
with his father is tense. He was severely beaten
in childhood: after all. being beaten “made a
man of me.” savs Mr. Poulos. Bill is resentful
of his father now, especially over the issue of
school leaving.

Bill's self-esteem is also under attack. not
only from most of the teachers. who would be
glad to see the back of him. but also from many
of the other kids. who insult him because he 1s
Greek. His family derides his eathusiasm for
surting. Another enthusiasm, music-making. is
pursued entirely outside the school. since the
music curriculum there is exotic and academic
by turns. Bill is frustrated at the point where he
reallyv does want to make contact with the
school. It is clear that his masculinity is being
constructed in the context of a great deal of
conflict. anxiety, and trustrauon. That he is in
no sense an isolate—he has plenty of friends of
both sexes and gets on well with his mother—
perhaps makes this point even more signifi-
cant.

The amount of effort that goes into appar-
ently straightforward role modelling or social
reproduction can also be seen in the Prince
family. Here. things are a good deal more
comfortable. The family revolves around the
work and leisure of Mr. Prince. who holds a
steady job as a maintenance worker for a pub-
lic authority and is a leading figure in the local

junior football league. Mrs. Prince is a nearly.

full-time secretary and a full-time mother.
They have a comfortable and well-equipped
home. which they built themselves in one of
the older and more secluded streets of
Rockwell.

Delia, their 13-year-old. is evervone's pic-
ture of a nice girl. She is quiet and pleasant. a
shade diffident. and cooperative with her
teachers. She would like to be a veterinarian.
but if she does not get the necessary grades,
she will take a clerical job. as her mother and
older sister have. She then expects to marry at
age 20 and have her children.

It all looks effortless. Not so. The central
place that Mr. Prince’s work and interests hold
in the family was achieved at the cost of Mrs.
Prince’s ambition to become a nurse. He did
not like the hours, so she gave it up. She got a
job in a bank but, in accordance with its policy.
was sacked when she married.
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Mrs. Prince did not stay at home when the
kids were little. because she was working to
pay off the block of land they built their house
on. She now feels guilty about having ne-
glected them and is running herselt into the
ground trving to be the pertect mother as well
as a wage earner. Delia’s peer relations are
very carefully supervised: her parents even in-
troduced her bovtriend o her! Her mother
made her abandon a4 peer group who smoked
and got drunk on wezkends. In short. the pro-
duction of Delia’s convenuonal femininity has
involved a lot of wark and anxiety on ail sides.

Two Teachers: Working on Gender

In gender relations in the school. as 1n so
much else. teachers are centrai. The teachers
do the main work of mamntaining the conserva-
tive gender regimes of ruling-class schools like
Milton College: and teacners were central to
the remaking of the gender regime at Auburn
College.

The teachers in state schools with working-
class clientele tface more complicated gender
issues. and their responses are varied. In the
course of our interviews we met a wide
spectrum of attitudes. Some are antiferminis?.
Some are complacent. Some ars grappling with
the issues but more or less in the dark: tor
example. some are struggling with working-
class Kids™ resistance to schooi without seeing
the gender dynamics involved. usually because
of lack of knowledge of the families. Others
like Arlette Anderson are consciously ad-
dressing issues of sexism.

What this last group are doing is wselt very
diverse. We have described Arlette’s attempt
to attach at least some of her charges to a
project of academic advancement. Let us
briefly introduce two other teachers, who are
working in another school with a similar
catchment. which we cail Greenway High.

Margaret Atwill. in her tifties when we nter-
viewed her. s one of the tew women in her
generation who approached teaching as a full-
scale career from the start. She has risen
through the ranks. has done her country ser-
vice." has been a department head and a sub-
Ject consultant, and is currently deputy princi-
pal in a large working-class schootf. Women of
her generation characteristically faced a con-
flict between conventional femininity and @
career. Margaret has not married: but she has
not abandoned what she values in femuininity.

® Teachers 1n the Australian state systems. espe-
cially those seeking promonon. are normally re-
quired to spend some time teaching in small rural
schools. This is a key means by which women huve
been disadvantaged in the promotion structure.

Kindness. gentleness. and nurturance have
remained leading features of her personal stvle
and have specially flavored her relations with
airls.

Yet she is not a home science teacher or
even a humanites teacher. On the contrary:
she is a science teacher and has made a caresr
as a specialist and curriculum consultant in
what is regarded as an exceptionally hard-
edged and rigorous subject. [t s possible that
this made the careerfemininity issue e¢ven
parder for her. Atall eve she is determined
not o peceme a biuesiocking. not o become
tough. and she does not regard herselt as a
Feminisi.

Nevertheless. what she is doing has a great
deal to do with the proplems creuated by
sexism. She is the oniv woman among the
sentor siatt of her school. Consequently, she
has been made the school's de facto expert in
“proolems that involve girls™: truancies. family
traumas. emotional crises. pregnancies. con-
tlicts with male staft. and so on. Her position is
somewhere between the old post " Mistress in
Charge of Girls”™ and an informal trouble-
shooter for the rest of the administration—:he
men hand over these problems to her with an
almost audible sigh of relief. Because her posi-
tion 1s informaily defined. her responsibilities
are open-ended and endless. Lately. for in-
stance, there has been increasing hurassment
of the girls at bus stops after school. Margaret
has instututed a patrol to try and stop it. and she
has had to do it herself.

By contrast. Mary Coleman’s classroom
career has just begun. She is a humanities
teacher and 1s now in her second school, just a
few vears out from an honors Arts degree and a
very frustrating teacher-training course, Un-
like Arlette Anderson. she is teaching in a
mainstream academic area. She labors to con-
vince her somewhat skeptical students of the
importance of general ideas.

Like Margaret Atwill. she does not see her-
self as a femimst. But she 1s very much aware
of sexism in the school. She notes that the
principal. a man. does not like women and has
as little to do with them as he possibly can.™
She notes the underrepresentation of women in
the upper levels of the school and the extra
burden of work that falls on those who are
there. notably Margaret.

Like Arlette Anderson. she is conscious of
sexism among the bovs. Of a particular ethnic
group she remarks, “They re treated like little
gods: they're brought up to think they're defi-
nitely superior to women.” and notes how that
carries over into their relationships with
women teachers. But she attributes the origin
of this to the tamily. not to the school.

She is content if the school treats bovs and
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girls with formal equality: and she cannot sce
any overt discrimination in what her school is
currently doing: **I haven’t seen in this school
any evidence that girls are treated worse than
boys or that girls are told they're girls and
therefore they re going to be bad at maths and
science or whatever.” The boys can do home
ecconomics. the girls can do metalwork: but it
does not bother Mary that very few do. Her
critique of sexism 1s directed to staff meetings.
not to the classroom.

INTERPRETATION

Rethinking Gender and Schooling

Most discussions of sexism in education
have assumed that the school produces sex-
role conformity in one wayv or another. Thus,
the important 1975 Australian Schools Com-
mission report summarized its argument by
saving that “throughout its curriculum and or-
ganisation the school differentiates between
male and female students in wavs which rein-
force sex-stereotyped expectations™ (Austra-
lian Schools Commission. 1975:78).

It 1s true that there are manv wavs in which
schools marx out conventonal gender dif-
ferences. Girls” untforms are skiris and
dresses. boys™ are slacks and suits. On sports
days. girls are put in netball teams, bovs in
football. Timetables force choices betwezn
metalwork and cookery: because it is assumed
that girls will become secretaries and boys
draughtsmen, it is difficult for either to be
the reverse.

The argument about stereotyped expecta-
tions 1s correct up to a point but does not catch
the full force of this. The school is actively
engagad in constructing gender. In this light we
can sze the cult of football at Miiton College as
a powerful masculinizing practice. quite con-
sciously designed to that end. At Auburn Col-
lege. the school is actively engaged in recon-
structing gender. Rockwell High. whose pro-
gressive headmaster has just abolished com-
petitive sport. s trying, in a less systematic
way. to do the same.

The stereotype argument is more seriously
wrong in assuming that the school tends to
Impose just one sex-role pattern on its boys
and one pattern on its girls. This 1s plainly not
the case in either ruling-class or working-class
schools. Even Milton College produces both
the football heroes and “the Cyrils.”” Rockwell
High produces Bill Poulos and the A-stream
boys. Aubum College produces both the new
professionals and the socialites. who have lost
their preeminent position.

What the school is mainly doing here is arbi-
tratingamongdifferentkinds of masculinity and
femininity. Perhaps we should sav that since

much of this occurs outside the scope of any
conscious policy. the school provides a setting
in which one kind or another becomes
hegemonic. The cult of football. for instance,
does not and cannot obliterate all other kinds
of masculinity. Indeed. Milton College needs
boys whose character allows them to focus on
academic work, because their high results in
public examinations sustain the school’s lead-
ing position in the marketpiace. Therefore. it
produces other masculinities but marginalizes
them. while giving most honor and admiration
10 a tough and dominaat virnity.

We may summarize these observations by
sayving that the school as an insttution s char-
actertzed at any given time by a particular gen-
der rezime. This may be defined as the pattern
of practices that constructs various kinds of
masculinity and femininity among staft and
students. orders them in terms of prestige and
power. and constructs a sexual division of
labor within the insutution. The gender regime
is a state of play rather than a permanent con-
dition. It can be changed. deliberately or
otherwise. but it is no less powertul in its ef-
fects on the pupils for that. [t confronts them as
a social fact, which they have to come to terms
with somehow

A great deal of what happens in schools is
outside the immediate view of the school au-
thonties. There 15 an unotticial schooi. con-
structed by the kids themselves, that exists in
the gaps and crannies of the official institution.
[t is in this informal peer-group life that much
of the politics of gender is worked out. It is
here. for instance, that pressure to compete in
sexual attractiveness to boys becomes a reality
for the girls, a major source of the divisiveness
that Arlette Anderson observed. The gender
regime of the school includes the relationship
between these processes and the policies of the
authorities. Some teachers deliberately try to
intervene in the Kids' peer relationships. Ar-
lette 1s one: Margaret Atwill is another. Other
teachers do not intervene: and the contradic-
tions between different teachers’ strategies are
fruitful sources of difticulty for the school.

A major reason the gender regimes of
schools have proved ditficult to analyze is that
some of the most important effects are indirect,
involving mechanisms that do not at first
glance appear to be related to sex and gender.
One such mechanism is the process of aca-
demic selection. In working-class high schools.
selection in the form of “streaming” or “set-
ung” and differential drop-out after the legal
leaving age split off a relatively small group of
boys and giris and define them as winners: the
A stream at Rockwell High, for example. The
process encourages in this group a kind of
masculinity oriented to competitive achieve-
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ment and a kind of femininity directed towards
careers. The difficulties encountered have al-
ready been discussed in the case of Elaine
Markham. More etficiently. the system of aca-
demic competition constructs a group of los-
ers, such as Bill Poulos and Kate McArthur,
and shapes sexual identities for them. as these
cases suggest and as the research by Samuel
(1983) and others on school resisters confirms.

At a deeper level. the academic curriculum
itself. the core of the knowledge that the sec-
ondary school offers. is connected (0 the
power relations of gender in the larger society.
This issue is as ve! pooriv understood. but we
can glimpse some of its main dimensions. First.
the academic curniculum is constructed on a
principle of authority: What is taught in
schools is guaranteed by the authority of uni-
versity disciplines. This authority 1s over-
whelmingly in the hands of men. notably senior
academics. Thus. the academic curriculum s
based on knowledge that reflects practices and
institetions controlled by men.

Second. the academ:ic curriculum depends

"on clear-cut distinctions between right and
wrong and between refevant and irrefevant. It
has htte room for amoiguity. tor muitiple
laverings of truth and meaning. or for open-
ended explorations. Some recent feminist re-
search suggests that such a perspective on
knowledge and such forms of expression are
characteristic of mascuine thinking. We qual-
ify this and suggest that it is associated with a
particular kind of masculinity that is currently
hegemonic. Subordinated groups have a more
decentered ego and a less single perspective on
the world. Thus. the academic curriculum ex-
presses the perspective of the dominant group
in the dominant sex.

Third, the curriculum is divided into com-
partments, or subjects, that reflect the
prioritics of the dominant group. This organi-
zation of knowledge does not correspond to the
needs of subordinate groups. For example, un-
employed inner-city vouth need survival sci-
ence. not geography and chemistry. There
have been some attempts to respond to these
needs-—~for example. in “transition education™
programs for working-class vouth in Austraha,
and in women'’s self-education resources. such
as Our Bodies. Our Selves (Boston Women's
Health Collective, 1975). But such efforts re-
main marginalized in the schools.

Finallv. the singleness of knowledge in each
subject arca finds expression in a technical lan-
guage. Learning the subject’” means master-
ing 1ts technical terms and adopting its spectal
stvle. A good deal of feminist research suggests
that femininity does not find expression this
way (Eisenstetn and Jardine. 1980: Marks and
de Courtivron. 1981). Rather, its expression is

likeiy to be oblique and discontinuous—such
as the kind of expression stigmatized by men as
“women's gossip —and may even occur in the
silences. rather than in what is explicitly said.
Gay consclousness. too, has often found ob-
lique and muted expression. The academic cur-
riculum expresses a relation between knowl-
edge and language that arises mainly trom
hegemonic masculinity.

The character of the curriculum 1o tum
raises guestions about the peopiz who teach it
[t is curious that much srogressive writing on
education has ignored euchers—ihelr aspira-
tions and ideas about w kzt they ure dong. thetr
sersonal histories and @motional make-up.
their work histories. ndustrial situations. and
urions. The same is rue of discussions of
sexism n education. wiid some notapie ex-
S2puons (e.2.. Sexton. ivav), [tis :mporant to
note that sexism in schools atfects teachers as
weil as pupiis. This (s a0t jusi a matter of
discrimination against women teachers. though
that is real enough. Arfette Anderson is not
joking when she calls her principal a male
chauvinist: and Mary Coleman is sincere in her
sympathy for Margare: Atwill. the oniy woman
in a heavily mascuiine school executive.

It is also important t¢ examine the teachers’
relations with their pupiis. The wnole svstem of
gender relations is a major source of the ten-
sions and difficulties reachers face in working-
class schools. These range from drastc prob-
lems of discipline with rebeliious kids like
Heather Arlott and Bill Poulos. to the more
sudtle problems of student motvation or the
hidden injuries of gender suffered by Elaine
Markham and Delia Prince.

Teaching inevitably involves emotional re-
lanonships. How these issues are handled thus
depends on the construction of masculinity and
femininity in the teachers” own .lives. The
families sketched in this article produced the
current generation of kids: families very much
like them produced most of their teachers. The
teachers have also been through a specific kind
of training: many of the vounger teachers in the
schools encountered feminism in the universi-
ties and colleges and have reinterpreted their
own lives in its hght. Finallv. as career
teachers. their masculinities and femininities
are worked out turther as thev deal with prob-
lems of authority and discipline. the cur-
riculum. their own careers, and the compisx
emotions involved in caring for Kids. To under-
stand the gender regime of a school. one must
understand the wuy gender relations impinge
on different groups of teachers. the responses
they make. and the strategies they try to fol-
low.

It is clear that a patriarchal gender regime is
embedded. at a number of levels. in virtually
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every recess of the Australian education sys-
tem. There is every reason to think the same is
true in other. comparable countries. This may
appear to be a pessimistic conclusion, and in
relation to the high hopes of liberal fem-
inists and sex-role theorists it probably is.
But if this conclusion forces us to see the whole
structure as much more massive and intricate.
that is not all on the debit side of the ledger. We
can also see more of the tensions and in-
coherencies of the structure and hence the pos-
sibilities of structural change. It is the task of
theory to try to make those clear.

Implications for Theory

The biological basis of gender has been one
of the most difficult issues to grasp in discus-
sions of sexism. In some way. the social rela-
tions of gender are built on the physical dif-
ferences between males and females and on
their different ways of participating in the re-
production of the species. But how is that to be
recognized without failing back on the discred-
ited doctrine that gender is the social expres-
sion of male and female biology? The evidence
on schooling suggests a very ditferent relation-
ship. In the process of growing up—and this is
very clearly shown in the experience of
puberty—the bodily process becomes an ob-
ject of social practice. The social relations of
gender become embodied. quite literally, in the
construction of masculinity and femininity.
The gender regime of a high school is not an
expression of sexual biology so much as a so-
cial means of dealing with it. In many respects
it contradicts. rather than expresses, the
bioiogical statute. The result is a dialectic of
bivsocial development rather than an express-
ive relationship.

The evidence from education also points teo
some fundamental features of the social rela-
tions involved in gender. The literature on sex-
ual equality often takes “men” and ~women”
as unproblematic. fixed categories. This is rea-
sonabie for first-approximation statistical
studies. but it is disastrous if taken as a basis of
theoretical analysis. Gender is a complex so-
cial structure. not a simple one. [t involves a
range of institutions. from the family to the
state. together with their interactions. It in-
volves different levels of personality, a very
wide range of types of social interaction, and it
produces a complex differentiation of people
around the axes of masculinity and femininity.
Even apparently very simple examples of con-
ventional masculinity and femininity prove to
be underpinned by a complicated network of
soctal practices. Delia Prince is worth
recalling—one of the “great gray mass in the
middle™ (as they often appear to teachers),

who never attract much attention or do any-
thing very surprising. It is easy to think,
therefore, that there is no stress, drama, or
contradiction in their lives. That would be a
serious mistake.

One aspect of the complexity of gender that
is very clear in the material already presented
is the diversity within masculinity and femi-
ninity. The biological processes producing
male and female bodies interact with a whole
range of different family patterns. courses of
growih. institutional pressures. aad personal
choices. The dialectic issues in many xinds of
emetional attachment. ditferent personality
traits. and different ways of participating in
social lite. Delia Prince. Elaine Markham and
Heather Arfott illustrate the diversity within
the one milieu: they all live within a few blocks
of each other.

Yet this variation is not random. Particular
kinds of behavior. particular ways of being. are
culturally dominant. These are the ones that
come o be seen as the pattern of masculinity
or femininity in general and are often assumed
to be the natural characteristics of each sex.
Other kinds of behavior and character are de-
fined as deviant or inferior and attract denision.
hostility. and sometimes violence. We have
come to refer 1o the domiunant patterns as
“hegemonic masculinity”™ and “emphasized
femininity.” Their hegemony within particular
institutions is defined by the gender regimes
discussed above in relation to schools. [t is
ciear that the pattern that is hegemonic in one
Insticution is not automatically so in another.

To call them “hegemonic” and “empha-
sized” is to stress that they are not necessarily
the most common patterns—the mistaken as-
sumption made by most sex-role theorists. Not
many men or bovs really are the strong. cool,
fit. competent, macho types who populate cig-
arctte ads and other such daydreams. though
most men's lives are still affected by the pres-
ence and potency of that image. What is
hegemonic at any given time depends on how
the relations among ditterent kinds of mascu-
linity and femininity have been worked out.
That negotiation is one of the Key roles of the
school.

Negotiation is perhaps too mild a word for a
process that involves unequal resources and a
considerable amount of coercion. Part of this is
a matter of direct control and torce. We have
referred 1o the bullying of "the Cyrils™ by the
football heroes at Milton College. the muted
violence that the school permits. Girls at
ruling-class schools are mostly protected from
such treatment. but working-class girls are
much more exposed to it. Physical intimidation
of women by young men in the streets of
Rockwell was mentioned by several of the
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mothers we spoke to and is one of the reasons
they place more restrictions on the movements
of their daughters after dark than on their sons.
The sexual harassment of girls by boys is one
of the issues Margaret Atwill has to deal with at
Greenway High. Force is also a component of
patriarchal authority within manv families. as
the case of Bill Poulos illustrates. Studies of
domestic violence {Johnson. 1981: Craney and
O Donnell. 1982) demonstrate that this is far
from an isolated case.

In other families. such as the Markhams. an
internal struggle for power occurs and is re-
solved by other means. Who wins out in such
circumstances large!v decends on the re-
sources that can be mobiiized. A number of
forces have caused women as a group to have
less economic resources than men. often a
great deal less. These include the way the labor
market has generally assigned women to low-
paving or part-time jobs: the way the education
system has excluded women from most trade
and professional training: and the way the re-
lationship between jobs and families has made
women rather than men leave jobs (like Mrs.
Prince) to take on child care. thus losing
seniority. skills. experience. and confidence.

To generalize. one of the Kev dimensions of
gender refations is power. Analysis shows that
the power dimension of gender regimes exists
instde families as well as schools. The schools.
In turn. connect to the larger structure of the
state and are part of the sense in which we
must understand the state as a patriarchal in-
stitution. constituted by sexual politics as well
as by class dynamics.

In none of these cases is the pattern of power
or the sexual division of labor completely
fixed. as we have seen in working-class
mothers’ return to the labor market. The gender
regimes of schools are capable of being
changed. as Auburn College illustrates. The
consciousness of groups of participants alters.
as the emergence of feminism among teachers
shows. The character of sexuality itself
changes. The pattern of sexual relationships
found among the kids in contemporary high
schools has altered from what it was a genera-
tion ago: the students now are sexual beings in
a much more open and obvious way. a change
especially important for girls.

Gender relations, then. are historical. The
pattern they assume in any society is produced
by its particular history and is always in a pro-
cess of transtormation. Even when change is
slow to the point of being invisible. the princi-
ple should be kept in mind. because it directs
attention to the ways in which the patterns of
gender are constantly being produced in
evervday life. An awareness of the tensions
and contradictions of that production process.

the difficulties it encounters. and the resistance
it arouses, is vital in understanding the way the
structure changes as a whole.

It is a safe generalization that power is never
exerted without arousing some kind of resist-
ance. Women's liberation and gay liberation
are the most organized and visible forms of
resistance to patriarchal power at present. but
thev are not the only forms. Mrs. McArthur,
Mrs. Markham. their daugh:ers. and Heather
Arlott embody 2 working-ciass feminism con-
nected with the very large changes in women's
empiovment and the power balance inside
famiiies. Tt s a feminism without banners. with
a flaver and set of concerns ditferent from
those of the intellectuais’ feminism. dut
nonetheless involving a reai challenge to men’s
power and 0 the resiriction of women's iives.
The same is true among i2achers. There are
many whno. like Margarer Awtwill and Mary
Coleman. wouid not call themseives feminists
but who are nevertheless confronting the same
issues and trving. in a variery of ways. to do
something constructive about them. There are
others. like Arlette Anderson. who have a well-
developed conception of ine issues.

Countersexist programs in the schools. then.
do not tace a scene of toral desolation. There is
a widespread. though megieate. concern with
sexuality, sexism. and discrimination: and
there is reason 1o think this zrows out of some
structural changes and cun be mobilized to
produce more. If the resources and ideas were
widely available, a lot of people would use
them. It is time to consider who and how.

[mplicarions for Practice

The main current approach to the retorm of
sex inequalities in education is the equal-
opportunity strategy. Its central idea is the
elimination of all obstacles to advancement by
talent—i.e.. the prejudices. selt-doubts. and
extra burdens that hold women back from ad-
vancement through education. The forms it
takes are campaigns to get girls into new areas
such as trades and mathematics: elimination of
sexIst stereotypes trom teaching materials:
struggles tor equal promotion rights for women
teachers: and so on.

Given that the resources already committed
to reforming sexism are slender. one is reluc-
tant to be critical of anvone who 1s seriously
trving. Yot our evidence zrgues strongly that
there are serious weaknesses in this approach.
First. the equal-opportunity strategy assumes
that the institutions in which advancement is
sought are more or less neutral. That is far
trom the truth: Not only is the education sys-
tem mainly controlled by men. but it actively
constructs gender and actively produces
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women’'s subordination. Second. the knowl-
edge that i1s sought is not neutral. When the
culture makes an equation between masculin-
ity and technical expertise, not only do com-
petence and expertise become part of the detl-
nition of masculinity. but masculinity also
comes to detine valued expertise. Women pur-
suing expertise mayv find it being redefined as
they reach for it. Third. equal-opportunity pro-
grams have almost nothing to sav 1o bovs that
might affect their part in the construction of
gender relations. Fourth. bv taking the categories
“men’ and “women’ for granted and by focus-
ing on the goal of access. such strategies de-
emphasize the question of gender construction
and hence tend to ignore the oppression of
homosexuals in the cducatonai system. Fi-
nallyv. equal-opporunity strategies are usuaily
deliberately class-blind in a wayv that makes
them liable to be ciass-diased. A program that
encourages girls 1o enrer professional or semi-
professional careers by stressing academic ad

vancement has an entirely different effect in a
working-class school like Rockwell High than
it has in a ruling-class school like Auburn Col-
fege. In the former. such a program can only
reach a minority. it separates them from the
bulk of giris. who are defined as tailures and
frequently pushed into opposition to the
school's program. In such circumstances
equal-opportunity strategies are likelv to defeat
themselves.

We argue. then. that what is good in egual-
opportunity programs has to be placed in a new
context and in various wavs given new aims. In
broad terms. it is a question of directly ad-
dressing the issues that equal-opportunity
strategies take for granted. The aims should be
to empower subordinated groups. rather than
give selective access 1o existing hierarchies: to
democratize the curriculum by reorganizing
knowledge to advantage the disadvantaged:
and to mobilize support for democratization of
the schools in relation to gender. as much as
other structures of power.

In this kind of program the curriculum is

strategic, and it is important that there are al-
ready movements and resources for demo-

cratic curriculum change in the schools. The
academic curriculum may be hegemonic. but it
15 not the only one available. Craft teaching. for
instance. embodies a ditfferent organization of
knowledge and often involves very ditferent
teacher-pupil reladions. The academic cur-
riculum also contains contradictions. The
claim to universality that it makes—the at-
tempt 1o embody the best in human culture is
one of the admirable things about it—is plainly
at odds with the way it functions to exclude the
majority of students from full participation in
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the culture. That kind of contradiction gives
teachers room to move.

Reform means reconstructing the relation-
ships among the four main groups who are
immediate actors in the sexual politics of
schools: the teachers. girls, bovs. and parents,
In helping giris change their situation in gen-
der relations. it 15 necessary to develop their
personal strength and confidence. There is a
15}\ when this is converted into schcm:s ot

assertiveness traiming and the like sub-
tuu-.mg issues of zersonal style for issues of

and Xate
wrarassive
with “he
. might
seif-

Arlot
mnad
strife

il l)\\ e

Girls like Heather

angry

ubstance.
MceArthur
enougn: that is ,ar: ol thetr
school. u.rh lIke Deiia Prince.
benerit from programs to develop ‘__’H]\,

sonfidence.

What all ot these

are ajreadv

airfs mainly need are rzal
sources of power: marxetabie much
more Knowledge of what is happening to them.
solidarity with ¢others in their situation.and the

skiils.

chance o get decent jobs. Any program that is
a point of 2ntry © those questions is worth-
~hife. The Key tiag 1s the substance of com-

petence and controi over their own lives.

In winning the relationships oirls are
ible to torm with teachers are important.
We have fv seen how much they vary.
Arlette Anderson had reached a stand-otf with
the nonacademic girls but was getting on fa-
mouslty in classes with the A stream. Margaret
Atwill was succeeding with the nonacademic
girls but mainly outside the classroom. The
teachers at Auburn College were practically
being swept along by the pressures for aca-
demic achievement and professional training
among their elite clientele. But none of them
seem to have made much progress with the
issue of resistance to school among girls. This
1s o crucial problem for countersexist strategy.
for it is both a point of opportunity—as we
noted with Heather Arlott. resistance to school
often involves resistance to subordination as
women—and a point of peculiar difficulty. be-
cause the girls are in contlict with the institu-
tion through which most educational programs
have to operate. There are models for teachers
working with school resisters (see Hawkins.
19821 we have documented one remarkable
case trom this study . a teacher working mainty
with bovs. in another article {Connell et al..
1984). Changes must be made in teachers’
'\O‘kinv conditions and in the labor process

efore they can work etfectively with girls who
are resisting school.

Given that gender relations are constantly
being produced atresh in everyday life. bovs
must also be considered important clients for
countersexist education. They tend to stay out

thar
S FRON

el 1ers

)
asrei



at present, partly because they are not ad-
dressed and partly because thev are easily
made antagonistic. If. as they are told.
women's liberation means women on top. what
can it mean for them except the loss of mascu-
linitv. which is something they have been
strenuously taught to fear?

Yet there is something more positive to build
on. We talked to a good many bovs who were
not threatened by the idea of equality for
women: some of them firmiv supported it.
Thetr difficulty was in sceing now it reliuted 1o
them in practice. Adoiescent dovs' desire
understand the changes going on in their own
lives. as well as the changes in the worid
around. provide strong motives for expioration
and learning. which teachers can employ. Men
teachers have a particuiar responsibility and
opportunity here. because what they sav and
do influences what kind of masculinity is
hegemonic in the schooi. Countersexist pro-
grams can speak directly o bovs about forms
of masculinity that do not involve aggression
and domunance ovar women.

Finally. the relationship between teachers
and parents demands attention. Parents ar

often seen as the villains of the prece. full of

reactionary attitudes and suspicion of teachers.
There have certainly been some hair-raising
¢pisodes when the pohucal Right has
mobilized, claiming 10 speak for parants. to
block new curricula and sex-education pro-
grams. such as the occasion in 1978 when new
social science curricula were banned in
Queensland {Smith and Knight. 1981). But our
strong impression is that in such cases. the
Right speaks mainly for itself. The parents we
interviewed were concerned not so much that
the school should keep out of this arca. but that
what it did should be done responsively and
well.

More than this. the schools can find signifi-
cant resources among parents for work on
these questions. Mothers like Dr. Somerset are
strongly behind the program of schools like
Auburn College. The experience. outlook. and
energy that we have spoken of as “working-
class feminism’ could likewise be an important
resource tor schools like Rockwell High. The
ditficulty is in tapping it. for it is also charac-
teristic of working-class schools that there is a
great gulf between the teachers and most of the
parents. a product of the class relations that
operate in mass education. Yet it can be
crossed. even on issues of sex and gender.
Many parents will be receptive to well-
thought-out initiatives from the schools. be-
cause they are very much aware that things
have been altering in this area of life. They
sense the historical changes. and they sense
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their importance for the kids. though they often
do not know what to make of them or what 10
do about them. There is space here for work by
teachers. One of the most constructive moves
for the sexual politics of education would be to
make it possible for teachers in general to use
it

There is no guarantee that these uncertain-
ties and possibiliues will be resolved in a pro-
gressive direction. that 1s. one that actually
diminishes sex inequality and gender-related
opprasston. There is a formidabie resistance.
some dimensions of which this article has sug-
zested. Change is not alwavs for the good: new
forms of sex dis¢rimination and expioitation
have emerged in recent years along with moves
towards eguality. Yer the central fact. perhaps
the most important point our terviews have
demonstrated. is that the complex ot gender
inequality and patriarchal ideology is not a
smooihly functioning machine. Tt is a mass of
tensions. contradictions. and complexities that
alwavs have the potenual tor change. While
there is that potental. there is also the possi-
pility of constructive educational work.
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COURSE ENROLLMENT IN THE HIGH SCHOOL.:
THE PERSPECTIVE OF WORKING-CLASS FEMALES

JANE GASKELL

University of British Columbia

Sociology of Education 1985, Vol. 538 (January):48-59

This article argues for a new approach to the study of tracking in the high school. an approach
that emphasizes the active and knowledgeable role students play. In addition to the more
frequently studied issue of class segregation in school tracking. the article examines the often
overlooked phenomenon of gender segregation. Interviews with girls who selected business
courses are used (o illustrate how students’ knowledge of the schoof and of the society produces
course choices that in turn tend to reproduce class and gender categories.

One way that schools create differences
among students is by enrolling them in dit-
ferent courses. This process of differentiation
sets students on different paths towards adult-
hood. Academic courses prepare students for
the university and for professional and mana-
gerial jobs. Industrial arts courses ortent stu-
dents towards blue-cotlar work. Math and sci-
ence courses allow them to enter technological
fields. Business courses teach them what is in-
volved in secretarial or sales jobs. Home eco-

Address all correspondence to the author at the
University of British Columbia, Vancouver, British
Columbia. CANADA V6T 1Z35.

nomics courses prepare them for domestic
tasks. In a very concrete organizational form.
one can see the genesis of the divisions that
shape adult life.

There is a good deal of evidence that ¢lass.
ethnicity, race. and gender are related to the
courses students take (Breton. 1970: Heyns.
1974: Porter. Porter. and Blishen, 1982).
Working-class students and students from
minority ethnic and racial groups are less likely
to take academic courses. Girls are more likely
to take home economics courses and courses
that prepare them for clerical and secretarial
jobs. Boys are more likely to take industrial
arts courses. Course enrollment iy thus one

Sy Ay
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way the categories of gender, class, and race
are reproduced in the school and are linked to
adult social position. Despite its kev place in
the production of the existing social order.
course enrollment has been neglected by edu-
cational theorists interested in reproduction:
instead. they stress ideology and socialization
in the school (e.g.. Apple. 1982).

The question of how differential course en-
rollment comes about needs much more careful
empirical and theoretical attention. In the aca-
demic literature. terms such as “placed in.”
“selected.” “chose.” “channel-
led into.”” assigned o) and the noncommittal
“end up in” can ail ce found and are usually
assumed. not explored. Ability grouping.
which is done soleiv by has beer
equated with curricuium differentiation (Per-
sell. 1977). In general. the socwological hit-
eraure assumes that course earollment pat-
terns are produced bv the school. not by the
students. [t expiores the criteria the school
uses to sort students tHevns. 1974: Davis and
Haller. 1981) and the role school records and
counsellors piav in placine studen:s in different
tracks (Clark. 1960: Cicourel and Kitsuse. 1963:
Rosenbaum. 1976). There is. however. a psy-
chological literaiure ihat uses modeis em-
phasizing studen:s’ choices and the importance
of students’ atutudes. perceptions. self-
concepts. and psychological traits (Meece et
al.. 1982).

The issue is partly empirical and should be
studied more carefully. There are important
variations between schools and over time in
the number and Kind of options offered to stu-
dents and in the refative importance of student
choice and school assignment in determining
course enrollment. Historically, high schools
have moved from a single course of study to a
relatively fixed hierarchy of curriculum tracks
to a more open svstem of curriculum options
(Bover, 1983: Porter et al.. 1982: Laxer. Traub,
and Wayne. 1974). The causes and conse-
quences of these variations need to be ex-
plored. It is important to specify the particular
arrangements in any school that is being
studied. A regression equation that describes
the relationships prevailing at one point in time
cannot be generalized unless the kinds of in-
stitutional arrangements it is describing are
known.

There are also variations within schools
among different Kinds of courses. so it is im-
portant to specity which course is being dis-
cussed. Bernstein's notions of framing and
classification are usetul in analyzing these dif-
ferences (Bernstein. 1975). Enrollment in a
tightly framed and classified subject like En-
glish 1s strongly influenced by the school's as-
sessment of ability . Envollment in art or music

“decided on.

iiie ecacher.

classes is more open to student choice. The
two may be linked. as in the school Rosenbaum
(1976) studied. where ability grouping in core
subjects in the junior high school was
translated into a wide variety of curriculum
opttons in the senior high.

The question of choice versus placement in-
volves more than empiricaily sorting out which
model appiies in anyv particular case. It in-
volves theoretical issues or the relationship
between individual agency and structure. In
every case. both the student’s orientation and
the schooi’s organization are involved. Even in
arelativeiy open system. school start limit the
avatiable cnoices. shape the way students see
themselves and their options. and offer advice.
veiled threats. encouragement. and strongiy
worded suggestions. In a relatively
svstem. students must stil comply. but preter-
ably. they are made 1o see ihat the courses they
are taking are in their best interests. The prob-
lem. then. is to reconceptualize the issue in 2
wayv that incorporates both the orientation of
the student. 1.e.. individual consciousness. and
the organizziion of the school. le..
structure. This takes us 10 the heart of a major
problem 1n social theory. Structural theories
and correspondence theories have for 1o long
regarded individual action as an unproblematic
reflection of social structure. They have mis-
epresented the consciousness of the relauvely
powerless by assuming 1t can be constituted as
an internaiization of the dominant ideological
messages. Such c¢laims are empirically incor-
rect. As Giddens (1979:72) points out.

closed
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A good case can be made that only dominant
class groups have ever been strongly com-
mitted to dominant ideologtes . . . all social
actors. no matter how lowly. have some de-
gree of penetration of the social forms which
oppress them.

Structural theories also misrepresent power as
an entity residing in powertul people or posi-
tions rather than in interactions. This under-
plays the political importance of relatively
powerless groups. In Giddens's words. " Power
relationships are always two way: that is to say.
however subordinate an actor may be in a re-
lationship. the very fact of involvement in that
relationship gives him or her a certain amount
of power over the other. Those in subordinate
positions in social systems are frequently adept
at converting whatever resources they possess
into some degree of control over the conditions
of reproduction of those social systems™ (Gid-
dens. 1979:6). Teachers are quite aware of this
dialectic in the schools. Students must be
actively persuaded of the logic of the educa-
tonal enterprise. and some are never per-
suaded.



In emphasizing students’ choices, it is im-

portant to avoid a model that reifies and de-

contextualizes their attitudes and traits. As
Laws (1976) points out in her discussion of
women's work aspirations. motivation is
dynamic and responsive to the social context,
rather than static and individually “owned.”
For example. an individual may be hardwork-
ing in one setting but lazy in another if the one
setting provides more incentives and a more
congenial atmosphere than the other.

Willis's work (1977. 1981) is an attempt to
deal with these complexities. He explains how
a group of working-class lads “"chose’”
working-class jobs. and he incorporates a
careful structural analvsis of the school and the
society in which the choices emerged. He con-
centrates on the lads’ choices: ~The difficult
thing to explain about how working-class Kids
get working-class jobs is why they let them-
selves . . .. It is much too factle simply to say
that they have no choice. There is no obvious

‘physical coercion and a degree of self-

direcuion” (Willis. 1977:1). He emphasizes
their “sense of activity and practice and what
feel like tand are to the participants) circum-
stances creatively met” (Willis, 1977:3).

In this article. I will explore how course en-
rollment differences arise by adopting this
theoretical orientation and bv emphasizing
students’ belief that they choose. while em-
bedding their orientations in a specific institu-
tional context. This approach avoids some of
the problems in carlier research on course
tracking and points to the need for more case
studies of specific tracking practices in specific
courses and schools,

METHOD

The data in this study are drawn from a
series of interviews with young people in Van-
couver, Canada. One hundred male and female
students were interviewed in 1976 during their
last year of high school. This article is based
only on the responses of the 47 girls.

The students interviewed came trom three
high schools, all of which were in neighbor-
hoods that were below the average attainment
levels in the 1971 census. Parents’ occupations
could not be systematically surveyed. because
the school put restrictions on the questions that
I could ask. However. none of the students
who volunteered this imtormation had profes-
sional parents.

[ explained to the students that I was in-
terested in the relationship between school and
work. and [ asked those who were planning to
20 to work next year to volunteer for an inter-
view. The guidance counsellors supported the
studyv and urged students to participate. They
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also tried to ensure that a wide variety of stu-
dents (from their point of view, of course) were
included in the resulting sample. This method
of selecting students was dictated by the
school: therefore. I cannot guarantee that the
sample is representative. However. as the
schools themselves are not representative of
any known population. other selection proce-
dures would not have increased the confidence
with which the results can be generalized. As
the social and educational context in which
these girls” perceptions were generated is spe-
cific. I can make no claims that their percep-
tions are shared widelv by high school females.
This research must be treated as a particular
case study in a particular setting. not as a re-
port on a representative zroup of temale ado-
lescents. More research on other populations is
necessary to explore the issues raised in this
studv.

The interviews covered the courses a stu-
dent was taking. her reasons for taking the
courses. her response to the courses. her work
experience. her work plans, and her views of
temininity and ot gender civisions at school. at
work. and in the familv. [ use terms like ~a
few” and "most” to describe their responses.
because using the exact numbers would sug-
gest a quantitative certainty that is not war-
ranted by the research design. A second inter-
view was carried out a vear later, but informa-
tion from that interview is not included in this
article.

The interview format allowed a fairly exten-
sive discussion of school. work. and gender. [t
was loose enough to allow the students’ own
categories and assumptions to cmerge. The
yvoung people were encouraged to describe
how their world was structured and what they
liked and disliked about it. They were pushed
to explain what they took for granted and to
consider what was wrong with alternate routes.
Their explanations and common sense
emerged in the interviews in a way that a ques-
tionnatre would not allow. However. the ac-
counts of motivation clicited in the interviews
must be regarded as those the students deemed
appropriate in an interview with a university
researcher. Ditferent accounts might well have
been elicited with different audiences in dif-
ferent settings. When discussing schooling
with one’s children, when reminiscing with
one’s schoolmates, or when talking to a
university-based interviewer, different rules
apply and different accounts are appropriate. |
have no way of checking how the accounts
students gave me differ from or are similar to
other accounts. Can we make any statements
about what students know or what they believe
without specifying the context in which the
account s given’? Some would say no (Mishler,
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1979). However, the value of the interview is in
eliciting a public account. These accounts are
important because they chailenge some of the
interpretations of course choice that have been
provided in the academic literature. They are
also politically important. because they con-
stitute public discourse.

The process of coding and analyzing the
interview comments was compiex, The inter-
views were ranscribed and read several times.
They were then anaivzed by sorting comments
into categories such as division of labor in the
home. bringing up chiidren. and the im-
portance of work for women. Profiies ot indi-
vidual students were aiso deveioped inorder to
understand the interreiationsnips among atti-
wudes. The original transcripts were often re-
read by more than one research assistant n
order to check for accuracy and relevant ad-
ditional information.

The Vancouver schools have little ability
grouping before grade 10, and curriculum op-
tions open up. subject 1 a complex set of dis-
tribution requirements. in grade 1. The op-
tons are defined not as apility tracks but as a
series of choices in different departments-
music. history. business cducation. French.
home economics. and so on. Relatively
speaking, the process seems tairly open to stu-
dent and parent input. The official school-
board policy is that enroliment Jdecisions are
ultimately the responsibility of the family, al-
though the school has some input. The student
handbook states tha! course decisions are —a
joint responsibility shared by students. par-
ents. and staff. to ensure a suitable program is
undertaken. but final responsibility rests with
the parents.” This ts ditterent from the school
policies described by Cicourel and Kitsuse
(1963) and Rosenbaum (1976).

Instead of focusing on all course choices.
which [ assume are handled in the same way.
this article focuses on the choice of business
courses. There are two reasons this particular
choice is important. First. choosing business
courses means opting out of the academic.
i.e.. high-status. stream. This is an important
step towards reproducing one’s position in the
working class. Academic courses prepare stu-
dents for postsecondary schooling. Profes-
stonal and managerial jobs are likely to require
postsecondary schooiling: working-class jobs
are not. Much of the concern about curricuium
ditferentiation has arisen from its functions in
segregating and channeling working-class chil-
dren (Bowles and Ginus. 19760 Lazerson and
Grubb. 1974).

Second. the enrollment i business courses
ts overwhelmingly female. This gender division
in course enrollment corresponds to the sexual
segregation of the labor force. Secretanal and
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sales jobs have all the characteristics of quin-
tessentially female work—litde responsibility
and power, low pay. and little room for ad-
vancement. Thus. the girls in this study chose
courses that were likely to reproduce not only
their class position but also their subservient
gender position.

THE ISSUE OF CHOICE

There is a good deal of evidence that stu-
dents believe they choose their curnculum
irack. whatever the coercive practices of the
school actuaily are. Jencks etal. t1972) note that
34 percent of ail students survered in the Cole-
man report said they were in the track they
chose. Rosenbaum (19761 reports that 37 per-
cent of his noncoilege students stated that they
chose the track they were in. Davis and Haller
11981) also found a strong relationship between
what students chose and where they ended up.
Theyv note that two-thirds of those whose
chotces are discrepant with their piacement are
in a higher track than the one they chose.
which reinforces the importance of under
standing what makes ponacademic curricula
attractive to students.

The girls interviewed in this study were no
different. It was striking that they saw them-
selves as completely responsible for their cur-
riculum choices: [ did what [ wanted. It made
sense to me.” They provided a variety of rea-
sons for taking the courses they did and rarely
mentioned pressure from their parents or the
school.

Only a couple of girls directly attributed their
course enrollment to th2 guidance counsellor
or the school:

The counsellors look at vour grades. So 1
took commercial . . . basically because my
counsellor told me. She scemed to think 1
would be hetter fitted to those courses.

I wanted to take academics. but they

wouldn't let me.

These comments suggest a number of things
that have been pointed out in the literature.
Grades are important. and curriculum tracks
have many features similar to ability tracks.
Moreover. counsellors can take an active role
that goes bevond formal school policy. But the
Vancouver couansellors appeared to have
neither the authority, resources, nor respect to
play a critical role in course selection.

The counsellors we've got here are just com-
pletely terrible. They don't know what
they're doing . . . to tell vou the truth. I think
[names the school] counsellors just don’'t ge
enough training or whatever it takes to be-
come a counsellor.
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There is not enough counsellors.” They're
having to take care of a whole grade of
people. Theyv're spending most of their time
running through the papers and there’s not
much time for them to sit around and rap.

Counsellors are no good. [They are] just
phvs. ed. teachers who have been moved to
guidance.

Manyv ot the students felt that counsellors
could be ignored. and they exercised their
power to disregard them.

The counsellors suggested davcare. but that
means one or two more vears at Langara Ta
community college]. 1 don't want more
school.

The counsellor kept saving you'll never get a
job unless vou can type. But I just picked
whai I'd enjoy.

Like guidance counsellors. parents infre-
quently had a direct mfluence on course se-
lection. Although thev were given the official
and legal responsibility for course choices.
they were not part of the evervday processes of
the school and thus were least likelv to be
well informed. Few students reported a direct
intervention by their parents. Most of the stu-
dents said that their parents let them do what-
ever they wanted: “They let me make up my
own mind.” If advice was otfered. it was to
include academic courses and to keep open the
options for postsecondary education.

My parents encouraged me to take arts and
sciences to go to umiversity and be a teacher.

My dad advised science. I didn't like sci-
ence. but I figured he knew better. But now [
wish I had taken more business courses.
They were what I really liked. I thought they
were fun.

These students saw themselves making
choices. often creative ones. designed to re-
solve the dilemmas that arose out of the
structure of schooling, femininity. and work.
Undersianding why they took certain courses
thus involves understanding their reasoning.
rather than simply understanding the power
and interests of parents. teachers. and guid-
ance counsellors. Their assumption of respon-
sibility for course choice was important be-
cause it led them to accept the consequences of
their choices and to blame themselves for the
restricted options they faced later. Tt affected
the organization and morale of the school. be-
cause students tended not to blame or feel be-
holden to the teachers or counsellors on issues
of course enrollment. In these ways. the stu-
dents’ consciousness both drew on the existing
structures and served as part of the process of
recreating those structures.

WHY CHOOSE NONACADEMIC COURSES?
THE REPRODUCTION OF CLASS

One of the major divisions among courses is
between academic courses, which fultlll the
prerequisite for university entrance. and other
courses. which do not. Most of the literature
on tracking has conceived of a single vertical
axis of differentiation with academic courses at
the top. The use of this axis arises from and
clearly displays the class hierarchy involved in
course selection.

The student handbook highlights the im-
portance of the postsecondary/no posisecon-
dary divide by printing the entrance require-
ments for universities and community colleges.
Course descriptions clearly indicate those
courses that are designed for postsecondary
students:

This s a valuable course for students in

preparation for further English courses at the

university.

This course 1s required tor most universities

and technical institutions.

Feedback from BCIT. Langara and univer-

sity students indicate this course is of tre-

mendous advantage to biology related
courses In their area.
The handbook also indicates the
ability required for entrance:

academic

A better than average achievement in En-
glish is necessary for success in this course.

An average or better mark in mathematics
correlates well with success.

In emphasizing the relationship between a
student’s achievement and her choice of aca-
demic courses, schools construe class dif-
ferences as achievement and ability dif-
ferences. Those who are less bright take vo-
cational courses and get working-class jobs.
Such 1s the IQ ideology (Bowles and Gintis.
1976) or the masking of cultural privilege
through an ideology of unequal giftedness
(Bourdieu and Passeron. 1979).

Was this the perspective of these girls? A
few girls did describe their choice of courses in
light of some fairly stable notions of their
abtlities and their personalities, which suggest
a hierarchical world in which brains and hard
work are rewarded:

I'm not university material. Tdon't have that

much brains.

I'm lazy. I wouldn't work unless [ have to.

But most of these girls believed that their
choices arose not out of their unequal gifted-
ness but out of a quite sensible inability to
tolerate the potntlessness and childishness of

SET At g
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school. They did not like school. especially the
academic courses. and they did not think that
what they could learn there was useful. They
suggested thai in such an eavironment. any
reasonable person would opt out:

It was ridiculous. . . . Mavbe ten minutes of
it you can learn.

School is boring. Yoeu can’t change 1.

I don't like the rigid sysiem—hour after
hour—or demanding notes .f vou are sick or
late. 1 miss clesses Because [ won't be miss-
ing anything.

[ stared out the window ind at my hands.
like evervone else.

These girls questioned the tustificatory ideol-
ogy of the school rather than being socialized
into it. They located Jdifficuities in the educa-
tional environment tha: confronted them and in
the lack of decent opportunities that existed
there. instead of in their own abilities and atti-
tudes. But this unmasking of the school's
ideological rationale did not lead them to chal-
lenge the organization of the school. Tt led
them to find ways around it. 10 try 10 pick the
best set of courses they could out of a bad lot.

They tried to come up with personal so-
lutons that would mimmize the discomtort
school caused them. They took courses that
were easy (i.e., courses that did not intrude too
much into other. more important aspects of
life). fun (i.e.. courses that involved less time
sitting at a desk. more work experiznce. and
more interaction), and useful ii.e.. courses that
transmitted skills that had some direct utility in
the labor market or in leisure activities). These
criteria led them far away from an academic
program.

Bowles and Ginzis (1976) suggest different
motives for the selection of vocational
courses—motives deduced from structural
differences in the schooling and work experi-
eaces of working-class and middle-class
families. Working-class jobs and vocational
courses are more likely to be characterized by
allenation, a clear hierarchy of control. and
punitiveness (see also Oakes. 1982). Therefore.
working-class tamilies prefer stricter. more
routinized educational practices. Similarly.
“that professional and selt-employed parents
prefer a more open atmosphere and a greater
emphasis on motivational control is a reflection
of their position in the division of labour™
(Bowles and Gintis. 1976:133). Track assign-
ment, they conclude, springs trom working-
class students’ selt-concepts and preterences.
which arc appropriate to their tuture position at
work.

Such a straightforward correspondence does

n
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not characterize the consciousness of the girls
in this study. They saw course differences in
more substantive terms. They rejected aca-
demic schooling not because it was too open
but because they believed it was irrelevant.
Vocational courses were perceived as less
regimented and less confining than academic
courses. Other studies suggest that this ex-
plains a good deal of the appeai of worksstudy
and career awareness courses (Farrar. De
Sancus. and Cowden. 1930: Watts. 1980,
Willis explains that his lads chose working-
class jobs because thet valued manuai labor
over mental labor. they rasisted authority. and
they wanted diversion and enjoyment. Though
these girls were more diverse in their cultural
traditions and expressions of disenchaniment
with mental labor than Willis's lads. there were
some common themes i thetr responses. They
were quite able to question the educational
paradigm that asserts the fair exchange of
cooperation and work for knowledge and moral
superiority. They wanted a break from regular

worthwhile than irrelerant academic informa-
tion.

The girls’ accounts censtrue course divisions
as horizontal rather than vertical: Some people
like some things. others like different things.
However. they live in a worid where higher
marks and academic pursuits are associated
with higher status. more economic opportuni-
ties. and more money. In schools. marks are
the official currency. and as the course de-
scriptions make clear. high marks go with aca-
demic courses. It is hard for an aware partici-
pant in the school or the society to ignore com-
pletely the vertical nature of the divisions.

These young women produced accounts of
course differences that indicate an awareness
ot the hierarchical nature of schoo! programs.
According to these girls. students in academic
courses “think they're better.” " University is
necessary to reallv get ahead these days.”
These comments were not offered as easily or
as often as other accounts. but the contradic-
tions and diversity thev indicate must not be
ignored. To some extent. different students
produced different emphases in their accounts.
A tew were more likely to say. in etfect. "l am
dumb and the bright kids go on to university.”
Other students were more likely to indicate
that school 1s boring and that anyone sensible
would have as little to do with 1t as possible.
But sometimes. one individual gave con-
tradictory accounts. These contradictions sug-
gest. as Sennett and Cobb (1972) have indi-
cated. that there are hidden injuries assoctated
with nonparticipation in academic success.
even when cultural forms and an understanding
of oppressive relations make alternative
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“meanings available. These injuries are hidden

in that they are not easily elicited in interviews
with higher-status persons. Thev may be pro-
duced more often in the kind of in-depth and
personal discussions used by Sennett and
Cobb.

Does this mean the girls really believed that
they were inferior or that the svstem was un-
just? The question is unanswerable in these
terms. Both kinds of accounts are real. Dit-
ferent methodologies will reveal more of one
than ot the other. What is at 1ssue in this study
are public. everyday, casily and frequently
elicited responses. These have both political
and practical significance in the school and in
the labor market. The girls discussed the
choice of vocational courses as a choice to
avoid the worst stresses and irrelevancies of
school. The structure and organization of
school was critical for them. They suggested
that it school work had been more involving or
more useful. they might have chosen other-
wise. Their acquiescence in the process of
selecting themselves out rested on their under-
standing of the school experience. Their cri-
tigue of school did not go very far. It tocused
on individual teachers, counsellors, and spe-
cific course content rather than on the organi-
zation of the entire venture. It did not lead
these girls to suggest much in the way of alter-
natives except better teachers and more work
experience {Gaskell and Lazerson. 1981). They
overwhelmingly rejected the value of school
and the school’s equation ot academic pertor-
mance with merit and deserved power, but
they accepted the school’s power to create
links between academic performance and suc-
cess in the labor market.

WHY TAKE BUSINESS COURSES? THE
REPRODUCTION OF GENDER DIVISIONS

In the high schools I studied. not a single girl
took industrial education at the grade 12 level,
but almost all the girls who were not planning
to continue their schooling took at least one
business course. The gender segregation of
courses is very large, but its existence has been
1ignored in the literature on tracking because a
single vertical axis has been used to describe
the differences among courses: " The use of the
terms high, average and low track classes
secemed to cut through the terminology dif-
ferences at the ditterent schools and levels, and
wdentify classes according to their essential
characteristics in terms of student classifica-
tion”” (Oakes, 1982:201). Although a unidimen-
sional vertical ranking of courses displays class
divistons, it makes gender divisions disappear.
Girls are just as likely to be in the high-track.
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academic courses. Gender divisions appear as

horizontal divisions within each track—for
example. as language versus science options in
the academic track. or as business versus in-
dustrial options in the vocationat track.

Gender divistons in the school curnculum
correspond to divistons in the labor force, just
as class divisions do. The correspondence
between school tracks and gender divisions
must be taken as seriously as the corre-
spondence between school tracks and class di-
visions. Occupational segregation by gender
has influenced the way curriculum options are
defined at school. and the organization of this
school training has affected the shape of occu-
pational segregation by providing a generous
supply of skilled temale workers trained at the
public’s expense for a narrow range of jobs.

Why did the girls choose the business
courses and not the industnial courses? There
were four factors that were mentoned in their
accounts: the advantages of cicrical work. the
availability of specific skill training in business
courses. the lack of opportunittes in industrial
work. and the impact of domestic labor.

The girls overwhelmingly chose clerical
courses in order to prepare themselves for
clerical jobs. The course descriptions make
clear that this i1s the purpose of the courses. In
the school calendar, the business course de-
scriptions stress usctulness in the labor
market, specificallv in secretanial work: “as
many types of written language projects as are
relevant to office work will be included:
“should be capable of handling books in a small
business firm™"; “qualifies a student for a high
standard secretarial position.” These are the
courses that were most attractive to the girls.
Other, more general courses attracted a greater
mixture of males and females. These include
courses In general business (“investing your
money, conditions of emplovment. home-
ownership and mortgages, etc.”’); accounting,
marketing, and distributive education ("to de-
velop in the student personality and skills
which will enable him to become an intelligent
consumer and achieve success in the field of
marketing ') career exploration (“to overcome

- the tendency of students to dnft into careers

with the result that they find their jobs largely
unfulfitling”™): and personal finance (to enable
students to make the best possible use of their
income through sound money management’).

Why s clerical work attractive? Most im-
portantly. the jobs that are available to women
in a competitive labor market are clerical jobs.

[ dont like typing, but it is the easiest way to
get a job. It's boring and tedious just sitting
there. But if you can get a job you might as
well take it.
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The only jobs are for secretaries these days.
You might as well get trained.

{I took commercial courses] because I
wanted to be someone's secretary. You
know. there is a big demand for secretaries.

This perception. many would argue. 1s a

misguided one. Clerical jobs are disappearing
with the introduction of new technology. There
are more opportunitics or women in other
areas of work (Menzies. 19811, But one-third of
all empioved Canadian women and over nalf of
all emploved femaie high school graduates
work in clerical jobs (Statistics Canada. 1980,
The girls accurately perceived that there are a
large number of cierical jobs of many differen:
tvpes in many different locations. The women
they knew who had jobs had clerical jobs. Itis
difticult for a counsellor or a new economic
survev to discount the students” overwhelming
experience of where the jobs are.
. Moreover. the literature on vouth employ-
ment shows that youth are twice as likely to be
unemploved as adults are and that they tend o
take the first job that comes along (Osterman.
1980: Blackburn and Muann. 1979). In a period
of economic crists. this IS 2ven more pro-
nounced. Instead of choosing a job. the job
chooses them. As one girt put it. "1f you can
get a job, you might as well take it.”

Clerical work has other attractions besides
its relative availability. It has higher status than
blue-collar work and provides more security
and better working conditions. When asked
why she took commercial courses. one student
responded,

To fall back on commerce. My mother
forced me to. She is a janitoress and she said
[ could do better than her. She sees all these
women working in an office and she said
you're going to do better than that.

[t provides a setting that is comfortable to work
in. where there are likely to be other voung
working-class women to socialize with. It is
attractive because it is a women's occupation.

Girls together can be funny and dirty. I can
be more open with women around.

The organization of training for clerical work
also provides an incentive to take commercial
courses. The girls pointed out that these
courses were directly relevant to finding a job.
unlike other courses in the high school. The
courses in industrial cducation prepare stu-
dents not to enter a trade but to embark on
trades training after graduation (“recommended
for students going on in cngineering or archi-
tecture’; “designed to fuitill the requirements
for admission to vocational school™) or to de-
velop avocational skills i"the skills necessary

to repair and maintain his own vehicle™: “con-
structing a stereo’”) and sometimes intellectual
skills (""to illustrate the fundamental principles
of science™). They do not provide the edge in
the labor market that commercial skills do. If
anvthing. they have such low status that em-
piovers and community colleges prefer aca-
demic students. Carpentry courses de not
make one a carpenter. One stil has 0 go
through an apprenticesnip. The same is true for
other industrial arts courses and for the home
CConumMICS courses.

Only commercial courses provide skills that
give an immediate advantage in the labor

arket. If they did not iearn 10 type and under
siand office work. the girls were running the
risk of getting no job at all. In a competirive
lator market. taking Jierical courses was the
best way these voung women could prepare
themselves for the jobs that they saw as avail-
abie to them.

This view that business courses are the only
sensitle option for nonacudernic giris was
shared even by voung women who could pro-
vide extremely negainve accounts of clerical
work and business courses. Thev regarded
these as boring or, at test. "not so bad ™ "IU's
always inside and just sitting down at the desk
and doing nothing.” These zirls feit pressed to
take the business courses “"to fall back on™ in
case they couldn't find another job. The
courses were a safety net. the wisest choice
because they were directly relevant to finding a
job.

If the advantages of office work and training
were not enough to attract a girl. the disad-
vantages of the male alternative, industrial
work. were likely to repel her. Many of the
girls felt that the industrial courses and indus-
trial work were difficuli. dirty, and uninterest-
ing. The most common response to the ques-
tion “Why didn't you take industrial educa-
tion?” was “I'm not interested.”

[r's o.k. for girls to do what they want—be

carpenters or whatever. But it's not for me. |

just don't like it.
Thev described how socialization had shaped
their responses:

Mavbe it's the wayv ['ve been brought up.

We've always been taught to be the soft

touch. like the cute sex. just sitting there.

I was pushed away from it as a little girl—

dolls. not hockey and trucks.
They even had plans to change it

[ think [girls] should be encouraged into
other jobs. but not just from our age. | think
tfrom elementary school. because vou get
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dolls and the little guvs get trucks. So you're
always influenced on that kind of a path.

You've got to be trained from the beginning
to make things equal. I'd like to start a camp.
[ wouldn't tell the kids who were bovs and
who were girls. No aris’ and bovs’ bath-
room. Evervone would be exposed to
everything—trucks and dolls.

But given their current interests and
achievements. it did not make sense 10 do in-
dustrial work.

Some girls. despite their socialization. were
interested in industrial work:

I like to do the jobs men do. | think they are

more interesting.

I wish [ had taken woodwork. I like working

with wood.

It would be exciting to be a truckdriver. But

[ wouldn't know how o go about it.

Men's jobs pav more.

Thus. the status. activity. money, and even
unfamiliarity of male work gave it a certain
appeal.

However, their perception of barriers inside
and outside the school came into play. Pezr
and teacher pressure. which otten amounted to
sexual harassment. made industrial courses a
very difficult choice.

When I was going into grade 10, I tried it
[auto] but it was a mistake. There were all
guvs in the class and [ felt too stupid.
The second year I was the only girl in the
class. and [ felt really stupid. so I didn’t want
to go back.
This yvear T got into Auto Mechanics 12. It
was all guvs and when | walked in they
thought I was really stupid. You know, "Oh.
we got a girl.” and they were irate. so |
transferred out.
Because I am a girl. and there are only boyvs
taking the courses. I'd get a name in the
school. Girls are rowdy who take it.
The teacher is a male and he doesn’t encour-
age females. He gives us mostly wrtien
work. We used to complain. and he would
say. “Well, the boys can do 1t for you.” He
probably thought it [auto class] was danger-
ous for us.

Barners in the labor market also seemed to
make industrial courses a waste of time:

They wouldn't hire o female. It distracts

everyone.

I'was thinking of going tor an electrician. and

then somcone said something: “Whart?

You're a girl!”

Furthermore. they felt that the working condi-
tions would be difficult:

Truck drivers are weird people and they
would harass her.

You couldn’t taik about the same things if
men were around—what vou did last night.
and all that,

Thus. socialization and the perceprion ot op-
portunities combined (o make industrial edu-
cation a much iess {uvored option. Socializa-
tion did not “"take” with all the giris: but the
perception of opportunities ensured that even
those who were not traditional tn their interests
still chose the tradivonal opuons.

A final factor in course selection was the
issue of domestic labor. Most of the girls as-
sumed that they would have primary responsi-
bility for the domestic labor in their tamiltes
(Gaskell. 1983}, This by no means arose {rom a
wholesale endorsement of the Jdomestic ideoi-
ogv. Although about a guarter of the girls said
domestic work was what they were particularly
suited for and wanted to do. most said they
would feel trapped at home. wanted the inde-
pendence provided by a paving job. and said
housework was a chore that should be shared.
But thev wanted husbands and they wanted
children, so they felt they would have to do the
domestic work for a varie!y of reasons based in
their perception of the world and the opportu-
nities available to them. Men. they said. would
not or could not do it.

Sharing the housework would be wondertul.
But it is not going to happen. He'd [bovfriend]
never help with the fleors or the dishes. 1
know him too well.

Alternate forms of childcare, which could
free them for a paving job. were perceived to
be inadequate. No man could or would stay
home with the Kids.

Men aren’t used to it and don't want to doit,

Davcares and babysitters are not good for
children. '

You'll be a better mother if you stay home
with the kids and not throw them out with
the babysitter . . . because they learn bad
habits.

Moreover, as women. they were likely to be
contributing less to the tamily income than
thetr husbands: so they felt they should be the
ones to pick up the extra domestic work and.
when necessary. give up their paving jobs.

The most practical approach would be the
one with the most money would work.
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As a result of all these caiculations. even
those girls who had no particular desire to do
domestic labor expected to drop out of the
labor force or work part-time when they had
small children. Even though many assumed that
they would retum to work after their children
had grown up. their views of this later period
were very hazy. What they planned for was
largely the next five to ten vears. They wanted
1o get their training over with quickly so that
they could get a job and have some indepen-
dence for a few vears. Thev were less likely
than bovs to feel that they had vears 1o expiore
the labor market. This added o the attractive-
ness of business courses and clerical jobs. Thev
could do thetr training quickly in high schooi.
and the training wouid develop a skill that would
always be usetul and tlexible. Furthermore.
clerical joobs were reizuively available and could
be pursued part-time.

What these voung women knew about their
world produced the obvious choice of business
courses. Thev saw 2 world in which business
courses had many advantages and industrial
courses had few. Their knowledge was based
in some very tangible structurai conditions—
the opporwunity structure in the labor market.
the vocational role of business courses. the
existence of sexual harassment in male occu-
pations. and the assumption of family respon-
sibilities by women. These are “penetrations”
of the structure. seeing it as it 1s. The girls
sometimes objected to this structure. They did
not like sexual harassment in class. They felt
that emplovers should hire women in nontradi-
tional jobs. They did not want to do ail the
domestic chores in the home. But for all these
perceptions of different conditions for men and
women and their professed commitment to
equality of opportunity. their conscious, ra-
tional, self-preserving calculations helped to
reproduce gender segregation for themselves
and others. They did not see this as a pre-
determined or imposed fact but as one they
actively chose as best tor themselves.

There were ditterent routes to the same deci-
sions. Some girls incorporated domestic iéeol-
ogy more tully than others. Some resisted sec-
retarial work more strongly than others.Some
tound the option of work in male areas more
tempting than others. While their choices may
not have been made with the sense of elation
and confidence that Willis's lads expressed.
theyv were regarded as reasonable. even good
solutions to the problems the social structure
contronted them with. What is striking s not
that some girls resisted. but that despite their
resistance. so many of them continued to
choose very traditional paths through school.
paths that reproduced both class and gender
categories.

DISCUSSION

Why is it important to examine the girls’
perceptions of the world? It scarcely needs to
be pointed out that these girls did not produce
adequate analytic accounts of the process of
course selection in high schools. Their repre-
sentations are interpretations. as all accounts
are. involving selectina. highlighting. cutting
and editing. In their stories. they underplaved
some of the things they xnew in order to main-
tain their own dignityv. They used the same
factors that others used to justifv ditferent
choices. Their informaiion on labor marKkets.
men. teachers. and so on. was based on spe-
¢cific experiences and particular ideological as-
sumptions.

However. these accounts highlight some as-
pects of school and work and gender relations
that are concealed by other investigations. As
Smith (1977:16) points out in a brief history of
the development of the women's movement,
“Shifts in the women's movement came about
in part as women trom other spaces than those
originating the movement began tw be heard
and listened to—housewives, tor example.
who refused 10 be despised. women who had
children or wanted children and could not ac-
cept the derogation of motherhood that was
important in the early stages. . . . [ssues and
analvses had to shift and deepen accordingly.”

A political process is different from an aca-
demic one. but the conception of how new
knowledge is developed is useful. Working-
class women's knowledge of the world and the
questions they ask have not been part of aca-
demic discourse. Awareness of their views
challenges the silence of social science on some
issues and points to the biases inherent in the
formulation of others.

These young, white. working-class women
stressed their self-direction in sclecting
courses. challenging academic work that con-
strues them as simply assigned to places by the
school. They highlighted the importance ot job
opportunities and sexual harassment in course
choice. issues that have often been overlooked
in school-based research. They pointed out the
unique role high school business courses play
in providing saleable skills. which raises
structural and historical questions about why
business education was incorporated into the
school curriculum in a form that so closely
reproduces work relations and skills, while in-
dustrial and home cconomics courses lake a
form that is much less closely linked to work.
Certifiable training for industrial jobs remains
outside the high school.

These girls stressed the role of domestic
labor in career planning and course choice.
They challenged the view that the important
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nces between courses can be repre-
by one vertical axis of academic re-
sty and that vocational courses are
ttractive because they are more closely
ised. These are all perspectives that
0 be added 1o the literature on cur-
1 differentiation in the high school.

nd. an understanding of the perspec-
f these girls gives us a more adequate
itanding of how class and gender

1es are reproduced in the school. Re-
on education has tended to assume that

dction occurs when the relatively pow-
internalize the views of the powerful.
¢ of schooling have emphasized a pro-
“socializauon to the hidden curriculum.
ensures acquiescence and eanlains stu-
consciousness. Analvses of what the
s message 1s—the IQ ideology. the
nal gender code~—have substituted for
's of the students’ understanding of
messages. This approach produces
s of reproduction in which subordinate
appear as cultural dopes.” so overso-
I into dominant ideologies that they
ly behave in wayvs that counter their
perience of the warld. as well as their
terests. lis factual claims are wrong:
do not so completely believe dominant
ies. Its political and policy implications
» profoundly undemocratic. Such an ap-
treats subordinate groups as misguided.
wrds. and conservauive rather than as
ind self-directed actors in a world that is
Fagainst them. It thus sugges:s that they
e fittle thut s usefu! 10 say about what
5 should take place
limits of socializatior and the more
natic nature of consen: have been in-
gly recognized in studies of the labor
. and some of the parallzls to schooling
th noting. From Braverman's (1974) as-
i of munugement's power 10 control
ditions of production. we have moved
ics of “contested terrain” (Edwards.
“maenufaciuring cons2ni” tBurawoy .
working-class cuiture (Palmer.
s also” @ wadition in feminist
ship that has emphasized that women's
usness 18 not simply an internaiization
< forms but contains its own alternate
stations. commitments. and connec-
wwbotham. 1973: Oisen. 1978: Rubin.
inewav. 1930: Bernard. 1981 Gilligan.
innand  Mies. 19825, The relation
1 women's consciousness and man's
s complex and mvoives accommoda-
sistance. and self-imposed and exter-
1posed silences. Correspondence does
ount for their relationship.
brings the issue of structural change

d nd

back into an intimate, but dialectical rather
than mechanical. relation with consciousness.
For these girls. change would have involved a
far-reaching shift in their perception of reality.
It would have meant new notions of where job
opportunities lie. what men are like. and what
skills are valued by emploxrers These beliefs
were forged in their daily experiences. and new
accounts that contradicted thelr experience
were likely to be found wanting. to be reinter-
preied. or to leud o distrust of the source of
the new account. Theyv knew. for their own
good reasons. what the world was like. and
their experience acted as a filter through which
any nc\\ message was tested. confirmed. re-
d. challenged. and reinterpreted. Chang-
¢ their minds would have meant chan”ln" the
W oxld they experienced. not simply convincing
themn of a new set of ideals around equality of
opportunity and the desirability of a different
world.
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