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The Indian middle classes and
educational advantage

Family strategies and practices

Geetha B. Nambissan

Introduction

Disadvantage based on structural location, cultural marginalisation and institttional neglect is
one side of the story of educational inequality in India that has received considerable scholarly
attention. There is another. however, thas is rarely brought centre stage in research and policy
discourse. That is of social class and educational advantage. Few would contest that the middle
class(es)! have reaped the major benefits from ‘modern’/formal education in India, if one goes
by their predominance in higher education, especially in elite institutions of professional and
technical education, and disproportionate representation in ‘high status’ professions. A section
of the Indian ‘middle classes is emerging in the global arena as a key player in the new econony
and especially in sectors such as information technology, medicine, engineering and IT in the
USA. UK and other West European countries. Despite their privileged position in education,
these social classes have received negligible research attention.

In this chapter, [ look at the middle classes in India to understand the “micro practices
of social reproduction” of these groups in relation to educational and social advantage (Ball,
2003: 3). 1 keep in mind that the middle class(es) is not a homogenous group and comprises
class fractions that are likely to have responded differently to social and cultural changes and
educational opportunities, including the process of globalisation. Scholars caution against
generalising about the middle classes based on the projected ‘success’ of global Indians
(Fernandes, 2007), who represent only a fraction of the Indian middle classes. 1 use Bourdicu’s
(1986, 1992} framewaork of capitals — cconomic, social, cultural and symbolic, and their
“fungibility” or convertibility to understand processes that underlie social/educational advantage,
and attempt to do so specifically within the Indian context. The focus of the chaper will be
on family strategics and educational privilege, [ bring in Drury’s (1993: 1) notion of ‘family
sponsorship”, a term he uses to capture the diverse ways by which the family discharges its
responsibilities towards ensuring that younger members are successful in life and uses all its
resources to this end. *The privileges of the older generation — family income, caste, education,
father's occupation — are used to give the young the competitive advantage of a good
education.” Like Ball (2003}, I move beyond rational cheice and ‘culturalist’ explanations of
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educational decision-making and look more closely at how choices and strategries are influenced
by family and kin, social networks, dentity and interests, within changing socio-economic
contexts. | argue that the upper tiers of the middle classes have actively participated in the
education system from a position of social and economic dominance that has allowed them to
shape the system and define what ‘good education’ is, as well the desirable cultural resources
for success. A refational view of social class suggests that it is impartant to see how educational
practices of the upper/middle classes are linked to the changing practices of other middle-class
fractions and the larger implications that emerge, especially in the era of globalisation. While
using a socio-historical perspective, [ locate this chapter in the period beginning around the
mid 1980s, when economic reforms were being debared and subsequently implemented in India.
It is also tmportant to scress that globalisation is mediated through national systenss, as well as
lacal caltures and institutions that are historically rooted. This is true for India, where the
historical experience of colonialism, the policies of the past-independence developmental state,
the social structure, particularly the caste systent of graded inequalicy, and plural cultures present
diverse contexts where different social classes (and the castes, conumunities and genders that
intersect with them} are reading and responding to globalisation through changing institutions
in diverse ways.

Private schools and English education: constructing the ‘good’
in education

The key route to elite upper middle class status in India has been the exclusive English medivm
‘public’ {private) schoals, which followed in the tradition of the British public schools. These

are among schools to which upper middle class Indians have always sent their children, thereby

setting trends and laying down standards of the ‘good’ in education. They were among the first
to access modern education and occupations in the colonial period and belonged to the socially
privileged upper castes that had a literate cradition and were part of the colonial clite. Writing
about the ‘educated clite’ in the mid 1970s, Kamat {1985: 192) refers to the ‘super elite’, who
were products of the ‘elitist channel of education of expensive English-medium schools and
select prestigious institutions of higher learning’. They became technocrats, management
personnel, bureancrats and defence personnel, occupying ‘strategic positions in the economy
and state machine’ as well as the ‘best-paid professional positions” including in multinational
organisations. He goes on to add that, ‘Because of their crucial positions in the power structure,
and their educational and social status, they also set the nonm in social thinking and society life
for the lesser educated clite below’ (Kamat, 1985: 190-192), The privileged position of
English-medium education in [ndia can be seen in the fact thac, even in the 1970s, the majority
of the recruits to the prestigious Indian Administrative Service (1AS) had armended English-
medium schools (Saxena, 1981: 19, cited in Potter, 1996: 233). The cultural capital that was
sought in recruits and was in all probability emphasised in these institutions was “pleasant
manners, facility in English, an attractive appearance and dress (preferably English style) and an
authoritative manner’ (Taub, 1969: 38, cited in Potter, 1996: 233). Kumar (£987:33) concludes

that ‘the supply of elite civil servants is a “reproductive” process inasmuch as a few educational - |

institutions account for a sizeable proportion of the total number recruited.’

The ‘new rich’, businessmen and farmers from the middle castes who had benefited from
the carly policies of the independent Indian state encouraging agriculture and industry, were
quick to see the tole of ‘public schools’ in linking economic, symbolic and social capital.
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Upadhya’s (1987) study of the Kamas (2 rich peasane caste in the state of Andhra Pradesh)
describes the strategies of families who had come into wealth with the “green revolution” and
looked te education for building cultural and social capital and ruising their standing in society
what Bourdieu calls ‘reconversion strategies’. She says that they were keenly aware of the need
to develop networks and to be accepted by those whe were influential in government and
business cireles. "To interact effectively in such social circles Auency 1n English and a2 good

education . . . are necessary.” She goes on te observe that

Wealthy rural families often send their sons to private boarding scheals trom a very young
age because that is the only way they can receive a good English medium education and
hence the necessary ‘cultural capital’ to move into the urban upper middle class by joining
white-collar executive occupations, the professions, or starting their own business,

Further, that *wealth alone does not confer secial stacus™ but that *social status can be acquired
with wealth by giving a large dowry in marriage of danghters, sending sons to private
engineering colleges . . ", including the establishing of private colleges (Upadhya, |987: 658-69).
Kumar (1987: 36) also points to similar strategies for social mobility and political dominance
by the emerging rural elite in other states (Maharashtra and Karnataka), where ‘private
institutions on the “public schoel” model and professional colleges for medical and engineering
education on a capitation fee basis” were being established. These studies only briefly capture
some of the complex soctal processes linked to the strategies of the new upper middle classes
that informed the demand for, and the rapid spread of. private educational schools and colleges
as early as the 1960s.

The middle class, ‘regional elite’, educated in the ‘middle-grade regional-medium high
schools’ and colleges, is Kamat's second tier of ‘educational elite’ in the 1970s. These were
primarily state run/state supported, but also included privately managed instisutions that offered
better-quality education in the vernacular {regional languages). Those who accessed these
schools, according to Kamar, were the not-so-afHluent upper castes, “with a literate tradition’,
who had to make do with middie-/lower-level salaried jobs. The ather section was the
relatively beteer off, newly educated middle/economically dominane lower castes in the cities
and rurai areas (1985: 193). For them, education was a path to middle-class jobs and social
status. There were also those who graduated from ‘low-grade, regional mediam institutions’
and came mainly from lower class/castes and who songht to “acquire a smattering of education,
and ultimately a degree, in the hope of landing some kind of white collar job or the other’
(umac, 1985: 193).

Thus, until the late 19705, apart from the upper middle classes (old and newly emerging),
the middle classes weze still enrolling their children in state schools or state-supported, privately
managed schools. The middie class Qight from state schools, a clear trend visible in urban India
since the 19805, was followed by the increasing desertion of these schools by the lower middle
class in the next decade or so. Today, state schools are largely dominated by children from the
poor, belonging mainly to “lower’ castes and minosities, This trend, beginning in the early 1980s,
was pronounced in the 1990s, the period when policies of liberalisation were implemented in:
India, leading to the downsizing of the public sector and the coming of the new economy and
insecure futures, Private schools are increasingly common in cities, small towns and the rural
arcas in response to the growing demand for good quality education, especially in English
medium.* Behind the significant shift in enrolment from government to private schools lies
the largely undocumented story of diverse strategies of middle/lower middle class families as
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they struggle and attempt to secure their children’s fisture for a world very different from their
own. In the section that follows, T discuss some of the strategies and practices of these families,
especially in the changing context of globalisation.

Family sirategies, educational aspirations and schooling

Family aspirations for education must be viewed in relation to their mobility strategies in the
changing context of globalisation and the role that they see education (of specific kinds/qualities)

playing in this process. Drury (1993: 8) notes that “Folk theories of making it’ (referred to by -

Ogbu, 1980) “are crucial because they help to shape individual aspirations and family mobiliey
strategies in general, and ideas about the value of education in particular’. The ways in which
difterent fractions of the middle classes strategise, make choices and translate these into practice
are likely to vary in relaton to how they have engaged with the *private’ in education, as

well as how they are able to mobilise economic, cultural and social resources. The following

discussion is based on recent studies on different middie-class fractions based on rescarch in

spectfic sites in India,

Choosing the ‘right’ schoaol

Waldrop's {2004) study ‘ameng upper-caste, upper-middle class professional Punjabis’ in
metropolitan Delhi gives us a ghimpse of what maobility strategies and ‘choice” of schools mean
for metropelitan upper middle class parents. The fathers were senior government officers,

professionals or worked for *hig” Indian and foreign companies. Parents expected their children,

boys and girls alike to pass through college, and preferably go for a university degree in
England or the US. Because their English medium primary education in [ndia is often
combined with higher education abroad, they are global {(meaning Western) and secular
i their outlook, and travel abroad oceasionally.

(Waldrop, 2004: 205)

Scrase and Scrase (2009: 11} observe that, ‘Increasingly. financial capital is being used to purchase

an English-medium private education and to send a child abroad for university education, and

50 to build ene'’s stock of cultural capital.”

All the parents in Waldrop's schools fisted the same five prestigious private schools in the
city as their “first choices” of schoels to enrol their children. While choosing a school, parents
took into account the reputation of the school, including its philosophy, and the opinion of :

family and friends, including the ‘old school tie” (Waldrop, 2004: 208). Waldrop's interviews
with the principals of the five schools showed that the sereening procedures adopted by the

institutions factored in considerations that privilege upper middle class parents: preference was -

given to children of former students, as well as those who had siblings in the school. Schools
were keen that parents were well educared, bad at Jeast a bachelor’s degree and shared the

values of the school. The knowledge of English was of course an important criterion for -

admission (Waldrop, 2004: 211-212). These are criteria that effectively exclude other middle-

class fractions. Waldrop concludes that private schools are *homogenous social arenas’, which

enable the building of social capital. ‘Friendships form between children of the same clite class
and, in India, where networking plays important economic and social roles, having gone to
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one of the prestigious private schools turns out to be an enonmous social advantage in life’
(Waldrop, 2004: 223).

Drury’s study (1993) 15 located in the industrial city of Kanpur in the northern Indian state
of Uttar Pradesh. In the early 1980s, Kanpur had a rapidly changing educational landscape
characterised by *“educational upgrading”: the flight from Parishad (state/municipal) schools
into private unregulated schools among the lower middle class, and the intense competition
for the better English medium schools among the more wealthy” (Drury, 1993: 58). Business-
owning families whose lack of the requisite cultural capital may have been a major deterrent
to their eniry into private English-medium schools a few decades earlier (when noses were
twrned up at the ‘new rich’) find that they are able to convert economic capital into culrural
and social capital. This is the section of the middle class that is increasingly and confidently
entering old middle-class institutions, willing to engage private turors and whatever it mkes to
provide cultural and other inputs that are required for school success and social status. They
were giving their sons private English-medium education, not so much for the skills that it
provided, but as o *fall back option’. More importansly, they appeared to be evaluating the
changing context of business and, consequently, the need w intersct with administrative and
other officials, as well as to exercise authority within their own firm. Drury notes that they
were in fact looking at education as u lang-term investment — out of character with what was
raditionally expected of such famifies (Brury, 1993: 100-102).

“White collar’ employees in the Kanpur study were a section of middle-class parents who
reatised that choosing a school was a critical decision that had long-term consequences for higher
education and careers of their children. The most sought after schools were the English-medium
schools, particularly the ‘convent schools” run by missionaries. As these schools were limited
in number, there was intense competition for school places. Parenss were forced to use ‘the
full range of their material and social resources, deploying them within the legitimate admission
channels of the schools, but alse in temporary and informal channels of their own making’
(Drury, 1993: 122). Drury observes that « result of the *good schools scramble in Kanpur’ was
the ‘rise of bribery, jigarbazi (using insider contacts) and other forms of backstage manoveuvring
to gain admissions outside the normal chanuels” {Drury, 1993: 76-78).

Though some parents thought that the Hindi-medium schools were academically better,
Drury says,

It was the English language itself that counted most for these parents, for its prestige value
as well as its practical usefudness. This held equally true for those who knew some English
themsclves and for the upwardly mobile parent who did not.

Parents say, “English is the most portable language . . . With English vou can impress people’
(Drury, 1993: 76). They cxplore every opportunity to give their children the knowledge of
the English fanguage that they believe gives a child a crucial edge in school entry and success.
More conunon are efforts to enrol children in private pre-schools (an expanding but unregulared
sector) that admit children as carly as age three. Parents say that they send children to pre-
schools to get them ‘used to the idea of school” and, more umpoertantly, ‘to prepare boys and
girls for the “entrance examinations™ to the kindergartens or first grade of good private schools'.
Children are taughe to take interviews/entrance examinations. Drury says ‘Exam culture’ begins
at age three (1993: 90-91).

Donner’s study (2003) focuses on the straregies of middle-class families in the metropolis of
Caleutra in the context of the downsizing of the public sector and aspirations for opportunities
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in the new economy of [T-related industries that are vet to come to the city. Parents are welf
aware that professional careers and government service jobs that were the basis of their middle:
class identity are no longer guaranteed for their children. Their generadion was educated iy
regional-medium schools — *the reputed Bengali medium neighbourhood school” that reinforced
pride in the language and culrure of the *Bhadwalok” (the ‘old” Bengali middle-class/upper-caste
clite). However, they have switched o English-medium schooling for their children and :lrc;
influenced by ‘the powerful imagery of new global workplaces and competition” in their effort
to give their children an edge (Donner, 2005; 123). :

As their children are the first generadon to go to English-medium schools, parents in Donner's -
study have had to learn the ropes in getting their children into a *good school” (vaguely identified
as one that has a ‘good reputation’/is ‘English-medium’) and ensuring success ('_;('}(‘JS: 125} :
Apart from standing in queues to get admission forms and filling them up, there are interviews.
to be faced by children for which knowledge of English is definitely advantageous. Unfamiliar.
with English and the requiremenss of schools, parents leok to English-medium pre—.
schools/nurseries to prepare children for school interviews that they wmI]d tace at age four
Ongce children secure admission to these schoals, parents need o be familiar with school ;]wthm{
that include tests, examinations and other activities. Additional tutoring in schoot sul;jects;
computer classes and other privately paid for inputs are becoming an essential part of the’
curricifum of school students (Donner, 2003: 125129}, The secondary stage of education is
strategised with higher education/training in ‘techrology-oricnted cou;—scs'ki.n mind. Donner
observes that ‘parents judge successtul secondary education largely in terms of the marks necessary
to enter IT or science—relited courses’ (Donner, 2005: 125-129). What is most interesting i1
Donner’s study is the manner in which family resources are mobilised towards children’s suc?:ess-
in school. This is dwelt upon in the next section.

Famil}cs in Calcutta and another city in West Bengal who were part of Scrase and Scrase's
study (2009) were ‘lower-ranking professionals, administrators, sales and service personnel’ in
the state and private sector. They are lower middle class (but upper and middle caste) families
who have experienced downward mobility as a result of a number of factors and ‘exacerbated
by neoliberal reforms’ (Scrase and Scrase, 2009: 11-12). Not surprisingly, they are extremely
anxious about their children’s future and see proficiency in English as crucial for mobility as
well as for social status. The quotes of two of their respondents speak volumes about what‘thé
inability to speak English entails: *English is not only important in getting o better job, it is
everywhere in social interaction. If you can’t speak it, then you are a nobody’, and ‘English is
an iaternational language. Your feel humiliated if you can’t speak English, i’cop]e t11i1;k vou
are dumb” (Scrase and Scrase, 2009: 131). ) ‘

Scrase and Scrase’s (2009) respondents differ from Donner’s in that, amonyg the former, ‘Many :
had struggled through education to obtain secure employment in the public sector. but now
they increasingly feel that they are being squeezed out” (Scrase and Scrase, 2009: 11} They
appear to be less well educated and are financially more constrained, both of which are likely
to make the educational pathways for their children far more difficult. Getting their children
into the ‘right school” is not an easy task, as there is need for famitiaricy with the ELnglish langnage
as well as the increasingly complex school landscape. They feel that children Lmust b; ﬁ;st
admitted in the ‘right pre-schools’ in order to be accepted by a good, regular English-medinm
school (Scrase and Scrase, 2009: 64), - ) )

Tl‘w private English-medium schools and the numerous language coaching schools and
tutoring centres that Scrase and Scrase observe in different neighbourhoods (mentioned by
Donner as well) are emerging in response to the growing demand for proficiency in English.
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However, the doubtful quality of these unregulated, privately run courses has been a major issue
(2009: 141). This is of particular concern as families reported that they were cutting back on
various kinds of expense but not on their children’s education, which they felt was "necessary
expense’ and one ‘least likely to be rationed. It remains a high priority, and so families frequently
forgo “luxuries” in order to ensure their educational needs are maintained’ (2009: 64).

Benei's (2005) stady in the town of Kohlapur in the saare of Maharashtra suggests that
decision-making in education among the middle classes is mediated by tensions between socio-
cconomnic interests (usually seen as based on ‘ratiomal choice’) and identity (linguistic in this
case). Although English education has ‘oraditionally” been availed of by the upper castes/upper
middle classes, it cannot be assunsed that middle-class parents wilt easily abandon instruction
in the regional medium just because of globalisation and the opportunities that chat are open
to thase with schooling in the English medium. She links the ambivalence that many of her
respondents show towards English-medium education to the place of Marachi language in che
identity of being ‘Maharasherian’, ‘regional patriotisim’ and nationalisim. Thus, for instance, some
parents may prefer that their children are enrolied in the state-supported private nerwork of
institutions (seen to be of better quality than state schools), where Marathi is the medium
of instruction and English a subject of study. However. they would have no problem in
encouraging their children to acquire computer skills, whick they see as imporrant (Benei, 2005
1531-153).

On the other hand, business communities were guided more by sirategic economic inferests.
Thus, for instance, agri-business families who had made inroads into the global markee well
before the 1990s were already sending their children to English-medium schools (Benet, 2005:
144, 1 have already referred to Upadhya’s (1987) seudy, which pointed to efforts by business
families to convert economic capital inte cultural and symbolic capital through clite private
schooling. Benei also makes the point that, for minorities for whom socio-religious identity is
dominant, the shift to English-medium instruction is far easier than for these for whom Marathi
language is one of the defining elements of identiey. It is here that strategic chaices are being
made by middle-class families. Lower castes and especially the Scheduled Castes (former
‘untouchable’ castes) see English-medium schools as the route to higher socio-economic status
and an escape from stigmatsed identties (Benei, 2005: 157). In Kanpur, there were lower middle
class families who chose private Hindi-mediun: schools for their children. The reasons were
pragmatic: lower costs than English-medium schools, better facilities than the municipal
(Parishad) schools and so on. The child’s gender also influenced the choice of school medium
where it was abserved that, ‘sons should have English medium education if possible, but private
Hindi or Parishad Schools are adequate for dangheers” (Drury, 1993: 79).

P

Parenting practices and advantaged mothers

Parenting practices and especially the role of the mother are also linked to the social advantage
that middle classes gain in education. This already finds mention in scholarship in Western
societies, but in India, women's literacy and education have beer emphasised, mainly in relation
to improving children’s education and health stacus. However, the fact that the educated mother,
the nomm in middle-class families, brings with her specific advantages for children and is seen
as an important ‘mobility” strategy especially in the period of globatisation. has received little
attention.

For Bengali middle-class families, women’s education was seen to have a crucial role in
modernising the ‘domestic sphere’ as well as socialisation of children into the culture of the
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s

Bhadralok in the colonial period. In the post-independence period, Donner observes thag

H 3 ’ =3 S A= ] o, 23 ALEE
WOlLlen'’s education received emphasis, not so much for careers and employment, but becaus
of the role of the mother in the education and *proper upbringing of children’. In the contem;
porary context of labour-market restructuring, she finds that education is seen as a ‘precondition

for marriage and motherhood’. because in a ‘more competitive and less regulated econemy thy
schooling of children requires new parenting skills’ {Donner, 2003: '{21). This has bcc.:omz-
necessary with the new demands imposed on mothers by English-medium schools, to which-:
many parenss educated in the vernacular are now sending their children. Thus, we see tha

mothers plan their entire day around the school routine and requirements such as droppin i
their children to school (neighbourhood Bengali-medium schools are now no longer ElCCCSH’ICd}g‘-'
pr(?v?ding support for homework and organising private rutoring classes. E;'rmcurricula;.'-
activities such as computer classes and art and writing competisions harc also planned, so as ta'
érivc the children inputs that are seen as important for school success. Immediate and cxtenﬁtd'
t.amily support is mobilised, as women look to their mothers-in-law and mothers where possible’
for support. The older generation of women come in to help organise the home so that the -

daughter's/daughter-in-law’s energies can be

e 1 gheer-in 1.1~w s energies can be focused on school success. Donner suggests that;
RINONG ¢ ucated upper middie class Bengali professionals who have migrated, shared parenting
is likely be used as a crucial resource for children’s education (2005: 130-134)

Mothers educated in English medium, usually graduates themselves, as in the case of upper
middle/middle class families, are obviously at a greater advantage compared with those families .'
where women are less educated and have had instruction in the regicnal medium/vernacular, -

- . 33 .3 . . . M H
Drury says that ‘Biography is a resource often overlooked in educational research. A person’s
own experience with school affects not only the information he or she brings to bear on school
decisions as a parent, but basic vatues and standards’ (1993: 61). Hence, Kanpur middle-class

respondents are able to recall wives'/mothers’ greater involvement in their own or their -

.chlfdrnn s school work. Drury rightly observes that higher levels of education among women
in middle-class famifies today (compared with a generation ago) give them ‘greater educational
advantages than ever before’, as

mothers are new well qualitied to act as academic coaches and not simply as disciplinarians
at least up to che high school level. They work regularly with the c[;ildrcn in the ﬁrst!:
vears of school, making sure that they learn the fundamentals of reading, writing and
calculating. Though it can be 2 time-consuming task, few of these womcx; work oﬁtsic[c
the home . .. Even those who do work there is usually the advantage of being ahle to
afford domestic help full or part time. ' ) )

{(Drury, 1993: 85-86)

Dox}ner also draws attention to cultural and familial expectations of even highly cducated women
professionals. “With the arrival of children . . . the privileged upper middl;—c']uss graduates who
sccure positions in teaching or as professionals are expected to leave or take up Lmor:: flexible
part=time employment’ (Donner, 2005: 122), ‘

The ‘mothering’ role also inciudes ‘creation of a favourable environment for scudy at home’
defined as ‘giving the children peace of mind’ (Donner, 2003 130y, This 1s what 10\;&:1’ middle
class mothers, who are ‘gencrally less well educated’ and “often feel chat they cannot coneribute
a lot to English-medium schooling’, focus their energies upon. Thev try and facilitate their
chi]drf:n’s study at home. ‘Provide themn with special meals, cncoumgc— them and remind them
of their duties and organise their leisure time for them’ (2003; 130). There are greater anxicties
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in such homes and this leads, as mentioned earlier, to the early search for pre-schools and
language courses and the eventual spiral for private schools that such demands set in motion.
Thus. for business and other fractions of the middle class, the educated mother (with
proficiency in English) is increasingly becoming critical for the ‘appropriate parenting’ that is
being seen as necessary for school success. Drury (1993 169) refers to the fact that the ‘middle
class [sic] are rapidly accumulating cultural capital in the form of values, standards and practieal
knowledge of the school system’. A key channel through which this capital is being circulated
is what he calls the ““educational dowry™ of brides, as families take greater care 1o select young

women who car provide a good educational environment in the home’.

The middle classes and educational advantage: some concerns

The foregoing discussion has hightighted the complex educarional strategies that middle classes
in India are adopting to give their children an advantage in school and better life chances. While
the tocation of families as middle-class factions influences how they perceive linkages between
schools and the labour {and marriage) market, as well as their ability to translate strategies into
concrete practices, their decisions are also mediated by the institutional context of educational
provision, socio-economic interests and diverse identities. What has emerged from the available
studies is that middle-class fractions are differently advintaged in refation to children’s education.
For instance. while ‘mothers’ work’ is increasingly factored into school success, social and
cducational advantage is likely to vary wmong middle-class families, depending upon the level
of the mother’s education and her proficiency in English.

The pavileging of English-medium education and other inputs accessed from private schoots
and related markets in building what is seen as the required stock of cultural capital for school
success has been highlighted. Fernandes (2007: 91-100) also points to new credentialising
strategies by lower fractions of the middle classes in their attempts ai upward mobility in the
new economy, which include trying to acquire elements of the corporate culture, and ‘symbolic
capital’ (manners, taste and style} being projected by ‘hegemonic representations’ of the
metropotitan upper middle classes. These strategies and practices of middle-class fractions have
led to the rapid growth of the unregulated private sector in education, which is exploiting the
aspirations, anxieties and often helplessness of families belonging to the lower tiers of these classes.

The majority of Indian children continue o access elementary education in state schools.
However, as mentioned, these are schools to which the middle-class and, increasingly. lower

middle class familics no longer send their children. Kumar notes that,

The growth of private schools gradually siphoned oft children of the beiter of sections
of urban society from state schools, leaving them to look after the children of poorer
parents, who lacked both the status and the means to exercise any kind of influence on

the schools’ functioning.
{I{umar, 1996: 61)

What is of concern is that sections of the poorer/working classes are today secking ‘quality
education’ for their children in English-medium schools, and that the unregulated private sector
sees this as a business opportunity, Advocicy networks for “school choice’ and ‘private for-

o

profit schools’ for the poor are also making their presence felt in India {(see Nambissan and Ball,

forthcomingy.

[R]
o
(9%}




I————— e . - s — -

GEETHA 8. NAMBISSAN. - S

Policy and research in relation to educational inequality in India have been largely abou
addressing disadvantage and exclusion in education experienced by Scheduled Castes, Scheduled:
Tribes, socio-religious minorities, the poor and girs. However, educatdonal dominance and’

ﬂdvantage have received little attention. This chapter bas sought to highlight the powerfy]

influence thar the middle classes {old upper middle class and more recently the new rich) have:
on the educaton system, particularly through their hold over elite, private, English-mediung

schooling. Equally important is the middle-class advantage that comes with cultural, CCONoMmic
and social capital acquired by families over generations, as well ag the impact that ‘representations’

of the seemingly ‘merit’-based success of the elite in the new economy have on the rising:

aspirations and demands of lewer fractions of the middle classes. We know very Iitle aboug
the Indien middle classes, buc their practices significantly impact the larger educational system
and, hence, merit serious and urgent study. '

Notes

1 Who are the middle classes? The much debated size and characteristics of this sacial group are matters

beyond the scope of this chapter, [t would suffice to say here that these are inrermediate social |

groups that comprse a range of ‘white-collar saladied occupations’ from elite managerial and
professional positions to lower-level, white-collar jobs and include rechnicians as well as owners of
small business. (For debate/research on the Indian middle clusses see Deshpande {2003}, Fernandes
(2007}, Sridharan (2004) etc.} ‘

According to recent statisties. 72.2 per cent of elementary school (Grades [-VII) enroliment is in
state/government schools, and 27.6 per cent is in privately managed schools, OFf the latter, 9.4 per
cent i in schools run by privace, aided (by the staze) managements, while 18.2 per cent is in privare,

I

unzided schools (INUEPA, 2009; 1=2). There is a growing unregulted private-school sector, whose
size is still to be estimated,

One of the main reasons for the shift from state-run o privately managed schools is the
perception that che former provide education of poar quality. One of the key elemens by which

‘good quality” education is defined in popular perception is instruction in English. The policy in -

India has been to provide edncation in the regional medium in state schools and ta bring in English

as a subject of study around Grade V or later. More recently. some state governments have hrought -

in the study of English in the carly primary yeats in response to the growing demand for leaming
of the language,
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Equality and social jusﬁicé
The university as a site of struggle

introduction

Despite the proclaimed allegiance of most countries to principles of equality enshrined in the . :

UN Declaration on Human Rights, inequality is a pervasive feature of the global order. Yet

it 1s important not to be overwhelimed by the scale of global injustice. In every country, there.
1s resistance to power and privilege, with people working ar many levels to ereate mare equal :

socleties.

In this chapter, we will summarise the reasons why we came to establish Equality Studies

in University College Dublin (UCD) almost twenty vears ago as one way of responding to”
wjustices {for a more detiled discussion, see Lynch, 1995) and why, in 2005, we Fur;her' :
institutionalised an academic space for this work by forming a School of Social Justice and 4
network of scholars from across the Universicy, who are committed to research and teaching -
in social justice, to establish the Egalitarian World [nisiative (EW1) network (www.ewi.ie), We
begin by explaining why universities have a particular remit to challenge injustice and why it -

- - + . 1. . =
1s important for them to retain that responsibility in a market-led era in higher education

The public interest role of the university

Over the last decade, universities have been transformed increasingly into powerful consumer-

orienced corporate networks, whose public interest values have been seriously challenged (Davies

, (1 X s e .
et al., 2006; Rutherford, 2003), Commercialisation has been normalised znd eranted moral
legitimacy {Giroux, 2002), and its operational values and purposes have been encoded in the

systems of all types of university (Dill and Soo, 2005; Steier, 2003). Morcover, both the pace

and intensity of commerciafisation have been exacerbated (Bok, 2003; Henkel, 1997). Yet,
universities are quintessentially public interest institusions (Harkavy, 2006},

This is not to deny that universities have often failed to honour their public intercst
mheritance. They have been embedded with professional interests, often doing little to
challenge the evident social closure practices within powerful professional groupsL (Hanlon,
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2000), It their internal operations, they have been bath hierarchical and patriarchal {Morley,
1999; Reeay, 2004; Saunderson, 2002}, Certainly, it is lard to argue that universities were models
of enlightened organisational practices, even prior to the endorsement of neo-liberal values.
Although there have been critical voices in higher education, challenging irs pedagogy and its
exclusiviry, it is also crue that they have been minority voices, often working against the tide
even in the pre-neo-liberaf days. This has also been our own experience in wying to establish
Equality Studies in UCD (Lynch, 1995).

Yet the university remains a site of soctal seruggle: it is one of the few nstitutions in society
where there is an opportunity for people to think critically and to decument that critique in
writing and in teaching, It is a space where one can exercise inteflectual autonomy, no matter
how circumscribed that might be in an age of market-led research funding. The freedom from
pecessity enjoyed by academics affords them the space to write and to teach, so there is a choice

whether or not to use that freedom to act.

Why Equality Studies - the educationai case

The setting up of Equality Studies (1990) and of the School of Social Justice (2005) was strongly
influenced by the fact that, while many faculdes and fields of scholarship address issues of equality
and social justice, and there are some subjects that address specific group-related inequalities,
including disability studies and Women's Studies, there are very few schools or centres that
focus all their research and teaching on equality issues in o holistic way.

Clearly, working to promote equality is not a ‘profession’ in any traditional sense of that
term, yet people within professions and occupations, who are fighting for social justice and
equality, and especially those working in civil society organisations, but also 1n statutory and
multifateral agencies, need research support and education. There was and s a need to create
a scholarly space for equality activists. The university seemed an ideal place to do this, although
there was, and still is, opposition to the ideal, first because some define the univessity as a place
simply to educate the elite, while others see education about equality as peripheral to the
education of a new generation of market-led professionals. The experience we have in Equality
Studies shows, however, that the desire to create a better world for all of humaniry is strong
among university staff and students.” even though this is not culturally supported in an age of

conmmercialised education.

Why Equality Studies - the academic case

Universities and higher education institutions are not neutral agents in the field of academic
discourse. Like all educational institutions, they work cither for *domestication or for freedom’
(Freire, 1972}, They can indulge in banking education that controls and domesticaces thinking
in the practice of regurgitation and regulation, or they can engage in critical education that
challenges both teacher and seudent to engage in praxis. Universities are also projects in the
making, places in which academics can either become agents of history or docile subjects (Davies
et al., 2006).

With the postmodernist turn and the rise of neo-fiberal politics, it seemed intellectually
vagrant and academically suicidal to establish a Centre for Equality Studies in University College
Dublin in the late 1980s. Yet it was precisely these challenges that inspired us to act.
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The normative mtent of the word ‘equality” sat very uneasily with the relativism of
postmodern thinking. It smacked of that old authoriaranism that was associated wich the
certaintics of grand narratives and with colonising cultural and political relations. Marxism’s
rejection fjf the normative approach to the analysis of oppression was a further disincentive L‘(;
engage with nommative questions. In establishing Equality Seudies, we were mindful of these’
debates and of the binarics between the empirical and the normative embedded in social scientific
;111;1!yisi:.;. We did not see the two as separate spheres and made a conscious decision to m;u'ry”
positvist rescarch traditions with normative analysis in both the teaching and research of thc'.
Centre (Baker ct al.. 2004: Lyach, 1995), ) .

While the scientific, ncluding the sociclogical, must be distinguished from the political.
(Martinelli, 2008), there is a need to create spaces that allow more ﬁmn professional socicalar;y-'
or policy sociology (or the professional and policy-led dimensions of any disciplines) ro thri\:: .-
There is a need to make spaces for the subafcern withia disciplines (BLI[’:]W'—OY, 2003) and bcr\vccr;'
di‘sciplines. There muse be a space for academic knowledge 1o leamn from experiential knowledge
with its complex positive and normative dimensions, especially in the scudy of injustices. .
. Questioning the binary between positive/nermative is also ne‘ccss;mf bccnu;e so mach research
in the snt:cia] sciences and cognate areas, including law and cduczltioﬁ. s profoundly unitacy in
terns of the normative and the positive (Sayer, 2006). When scholars write of‘disc‘rimin;lti‘on’ '.
in law, ‘exploitation” in sociology or ‘marginalisation” in education, they are not just describing
a ph'enomenon. they are also naming it as undesirable because it undermines the \\-'r:]lwbcizllq of -
particular groups of people. They are making 2 normative Judgement, as well as an e.mpiz:ical '

statement, even if they do not explicitly name their normative position. Taking a ‘critical’
approach to scholarship promotes a particular normative position and set of valucbs that make
the very critique of oppression and, indeed, the enterprise of much academic work meaningful.

Even for thase who do not subscribe to eritical perspectives and lay claim to indcpcnd;c;
the Il(‘f)['Illj'LEiVC is encoded in every publication and every lecture. AJtélough objectvity is vimi :
for sc%enclfr'c ;11131]};513 and for choosing the appropriate instruments for research invcs-ti-ration' :
there is an implicit normative dimension to the knowledge act because there is no vic\z ﬁ'mu' .
nowhere. ) . '

In establishing Equality Studies, the goal was to do things differently in the university, not
Just by linking the positive and the normative, bue by dckmocratisinq’ the social i’C]:lLtiL:)I!‘H of..
cducation and of research production and exchange. Inspired by the lgrcirean (1972) nwth-ud';
of dialogical teaching and feamning, and by feminist and dis:.lbilitV scholarship's challenge tc;
employ emancipatory research methods (Harding, 1991; Oliver, 19??2), we tried to ope:ry'l up
new types of space for both doing rescarch and for teaching (Baker er al., 2004: Lynch. 1999}

The rise of neo-liberal policies incernationally in the post-1990 era, and the c;nerwence o%
‘thc so-called *Celtic Tiger’ in Ireland made social justice and equality issues appear ;111;1c1:;r011istic
in an era glorifying choice and consumption. It remains a strugyle -ac:ldemicallv and politically
to survive, as the market model of funding bears down on our actions and plz-nmi]w. Yet the
reality is chere is no security for those who resist power, and in that sense the Equ:l[ibw Studies
Cenu;e will always be open to attack. The lessons of survival and resistance need to be 1:cic:;1med
as university regimes change. There is no possibility of standing still.

Equality Studies and social justice - keeping a place in the university

Appic (2007: 168) claims that “If you want to interrupt the right, study what they themselves
did’. Indeed, the setting up of Equalicy Studies, and of the School of Social Justice, was inspired
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not only by a Gramscian-informed understanding of the role of culture and ideology in the
realisation of change, and by the Freirean recognition of education’s lack of neutrality, but alsa
by lessons leamed from the success of Thatcherism in the UK. One of the major achievements
of the Thatcher era was that, not only did it change the terms of political discourse in the UK,
but it also successtully institutionalised neo-liberal beliefs and values in law and public palicy.

While writing and teaching are the tools of the academic who wanes to act for global justice,
there 1s a need, as Harkavy (2006: 7) has observed, for ‘strategic organisational innovation'.
There s a need tw institutionalise ideals in the structures of organisations, not just in their
language or written policies, no magter how essental the fatter may be, One of the reasons
inequalities are often difficult to challenge is because they are institutionalised in the categories
of every day life (Tilly, 1998). By the same logic. if egalitarian changes are to be instituted,
they need to be institutionalised in categories, positions, processes and systems that are built on
egalitarian and social justice principles. And there is a need to promote the understanding of
how to operationalise these principles over time. It was with the underscanding that institutions
tend to cutlive their incumbents that we set out to insticutionalise a physical and intellectual
space to promote research and reaching on equality and social justice. While it was necessary
to have programmes of education and research in the short term, in the medium to long term
it was necessary to have institutional status.

Much of the struggle over the last twenty years has been about achieving institutional status
and recognition. It began by creating spaces and titles that only got recognition after they were
created: an *Equality Studies Working Group” in 1986 and an Equality Stzdies Centre in 1999,
The Centre was never given departmental status, despite repeated requests, but it was accepred
as an operating academic unit within the Arts Faculty. However, it had to report annually on
its achievements to the Academic Council, something not required of recognised departments,
and it was and is in a constant stte of struggle for funding.”

All cenzres were informed they would be abolished with restructuring in 2005; Equality
Studies refused to accept this and insisted (using the market rhetoric of the new regime) that
the Equality Studies Centre was a ‘brand name’ and necessary for survival. We were allowed
te keep the name on our letter-head. on the Web and for advertising because of its market
utility.?

Equality Studies led the movement to create the School of Social Justice in 2005, with the
support of Women's Studies, Although the School of Social Justice is one of the thirty-five
statutorily recognised schools within new soructures of the University, this does not mean that
Equality Studies and the School are institutionally unassailable, Flowever, it is more difficuls
to disestablish a School and its units than a programme of studies. or an isolated Centre, not
least because the School is listed in university statutes.

In realising change, there is a nced to identify the interstices that Habermas noted, those
places berween spaces that allow for change and resistances to occur at different tmes. Times
of transition within institutions are times that offer opportunities for resistance, for finding spaces
to create new initlatives. While times of transition are also times of social closure, re-regulation
and control, when those in power set out the terms of change and try o control its scope and
impact, the rransicion itself creates instabilities, New orders are created, and spaces are opened
up to establish new programmes and initiatives, if there are the resources to fight for these at
the time. There is a very real sense in which these times of transition involve what Gramsci
defined as “wars of position’.

In establishing both Equality Studies in the late 19805 and the Scheol of Secial Justice and
the EWT in the mid 2000s, we used the instability of transitions, in each case heralded by the
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arrival of new executive presidents in U . b i
ive presidents in UCD, to propose changes in coutses, programmes and +

~tivites | - ey d all case i
activities in the Universiey.” In all cases, the proposals were met with oppositions and counter=

_rcs;smnce& not necessarily from central management, who were less concerned with theip -
ideologies than with their ikelihood of success, but by colleagues in other departments and schools,
X ¥

who mounted resistance on i ic 5 (dislik i iti i
resistance on ideological grounds (dislike of all things critical or socially engaged)

or for ‘fcar that the programmes we offered might jeopardise their own subject or department.
There is a lengthy correspondence in our files and emails on these challenges, but being willing :

to stay the course and having a clear vision as to our role and purpose proved to be crucial
1 $ a site of srruggle, o - the mind 15 ceners all cammpaig
he mind is a site of struggle, and control of the mind is central to all campaigns (Castells
L Ty

2000). It is not surprising therefore that managing conciousness has been a deliberate project
of powerful capitalist futerests over the last thirty years, both inside and outside the academy

(Boltanski and Chiapello, 2007: Harvey, 20035). While academics can exercise some influence
(more than they think) from within the academy in framing minds and public consciousness
the media remain a hugely powerful, ideological foree outside che universicy, with the caf);lc:iti :
to either undermine or support critical thinking. The media is also a space ovde.r which :1cadcmjc)s:
generally have little control.

Throughoue the development of Equality Studies, we were aware of the political reality that
truth is increasingly what the media define as true. The media is 2 space that 3cndc.mic‘;( u«'h:o
think critically and differently have to engage with in order to survive, By 2005, when thcl most
recent wave of changes occurred, and the university moved into restructuring along nco-Iibcr;ﬁ
lines, there was a sustained attempt to force Equality Studies to mntegrate wiLrh (ilfour view to

' g g a Y aoe AN nts 1 e Co CCYCO_-"' - R R T » A
be subsumed by) bigger deparmments in the College of Human Sciences. At this time, we had

a \\f_ell-esrzlb_[ished reputation, not only for research and teaching but also for engaging wich civil
f;ocxcty and statutory agencies. both nationally and mternationally. Qur ;lluml;i :ndbsupportcrs
in c_ludcd 2 number of well-known activists and commentators. Both the alumni and others \vhc;
bche_\fed m our work lent their support to our position on a number of occasions, both privately
;md. in public. An unsolicited opinion piece in the leading Irish broadsheet, Tie frish Times
praising our work was the clearest example of this in September 2005, The opinion writc:;
pointed out in his column that he had been asked to come out against Equality Studies by a ssaff
member from UCD; this undenmined those who opposed us inte;mlly, as they llppe;‘srcd ‘disl(;y;il’
to [hc- university by writing secretly to the press about internal UCT matters, There was‘ Sflllﬂc
negative media analysis as well in more conservative newspapers, although not in 2005 atl ithe
time o‘f most resteucturing. The Frish Daily Mail (11 August 2008) (1 UK ;.ubsidiaw) had a full-
page picce referring to Equality Studies, Women's Studies and Sociclogy as ‘Quee‘r Seudies™. It
tried to demonise the subjects by feeding into public homophobia aboLu-t Queer Studies. -

. E\j:n though we did not have to mount a media campaign to retain Equality Studies per se
in 20(.).5, we were prepared to do this, As almost all of us had been engaged on issues at d.iﬁ‘creiit
times in the national media, this not only gave us social capital thrc;-u;h media networks, but
symbolic capital within the university; we were known to be media a':\fm'c. Morcover cla;‘;in r
down the only Equality Studies Centre in the country would not look good for the U1’1ivc1l"si€;c:
(so the fear of bad press was a motive to allow us continue), and, as wek-wcrc a small centre by
UCD standards, we were not a major target for mergers by the new administration, -

Challenges ~ disciplinary issues

Eq.uahty 'Studqu experienced the same difficulties that Women's Studies, Disability Studies and
all interdisciplinary fields experience: it was and is not seen to be ‘pure’ scholarship; it is tainted
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by diversity® and tolerated on the boundaries of the academy. Although there is recognition
internationally of the central importance of interdisciplinary and transdisciplinary research
(Nowotay ef al., 2001), there is little status attached to such new areas of scholuship in most
established universities.” Fields of study are indeed allowed to emerge. but the core activities
of the university centre around ‘established disciplines’. The history of our experience in this
respect is salutary.

The established ficulties of the university (which were assimilated inte colleges in 2005) did
not regard interdisciplinary programmes as ‘pure’ cnough in academic terms o hotse them
when they were first established, so Equality Studies (and other similar groups including
Disabitity Studics) was faculty-homeless for several years, until an Interdisciplinary Faculty was
established in 2003, [n the autumn of 2004, a new president was appointed, and it was clear
from the outset that he and his new ‘team’ were going to ‘rationalise’ {a euphemism for close
down) a number of faculties and schools. Interdisciplinary Studies was closed, and Equality
Seudies was located within the College of Human Sciences. In all. over ainety departments in
the University were reduced to thirty-five schools, There was considerable pressure on Equality
Studies to join established deparements ac this time. Knowing that we would be minor players
in large schools, we resisted this pressure and proposed to establish a School of Sacial Justice.
This idea was accepted in principle after we made a strong written case to the president as to
the importance of social justice in the history and future of the University and fought for the
school ac numerous boards. Tn addition, we used the Univessity’s own ideology to challenge
our closure:® it was an exercise in legitimation (Thompson, 1990). However, Women's Studies
was the only centre that agreed to join the new School of Social Justice. The Disability Studies
Centre joined Pyschology, and the Development Studies Centre joined Politics, although we
had asked them to join Social Justice.” In each case, the titles of the new schools did not reflect
the merger. Politics was renamed as the School of Politics and International Relations, and
Psychology retained its name, with no mention of Pisability Studies.

In the neo-liberal age, fear plays a major role in controlling and regulating academic statf’
{Boden and Epstein, 2006). Moreover, because academics are preoccupied ona daily basis with
anxieties about productivity within an intense system of surveillance, they disavow their own
docility (Davies et al., 2006). And fear was a niajor reason why academic staft did not want to
join Social Justice, not just because it was seen to be a school without an ‘established’
disciplinary centre. but because colleagues believed that such a school would be closed down
i time. However, fear was not the only motivation. Some of those we invited to join us made
it clear that they did not wish to be part of a school based on the principle of social justice.
The division between the normative and the positive was a priority vatue in the minds of many
colleagues; Equality Studies and Social fustice had broken a taboo by aligning the normative

and the positive, and this continucd to be unacceptable.!”

Challenges - academic capiialism

Although academic life has always been highly individualised and driven by personal interests
and ambitions, it was not always as driven by academic capitalism as it is currently (Slaughter
and Rhoades, 2004), Even not-for-profit higher education programmes have been forced to
accommodate market activity in recent years, And under the globalised (and highly unscientific)
league table regimes promoted by comumercial intercsts, universities do not determine the
conditions of their own appraisal (Marginsen, 2006). Educational programimes that service low-
income communities, or research that is of vatue at national level. do not feature on university
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I‘;Ir]l{]:nf?l;s.‘Afld as the experience of Cultuml Studies in Birmingham (Rutherford, 2005) and:
muttidisciplinary programmes and Women's Studies in many countres show, what is nof
counted can be closed. There is a serious threat to critical thought posed by marketised highef
educational syscem {(Webster, 2004): it is a challenge Equality Studies has to confront. However;
history is there = made; it I c-grive 21 of .

ry is there to be I]LIL‘[L,- 1t1s not pre-given, Being aware of the dangers and challenges facing
the project is a key factor in survival and progression. -

Facing up to regulation and counting

By definition, the Equality Studies Centre and the School of Sacial Justice have to be iociall.
engaged. Their work has a public dimension in terms of research partnerships and ia t;*rm‘; o};
researching with and educating those who work in social movements for social justice. Yc;: if
academic productivity is being measured by a narrowly construed bibliometric test, public scwi‘ce
engagement is precluded. The devaluing of dialogue with persons and bodics other .th'm.
:u:adczmc:s effectively privatises learning among those who are paid-up members of the acadcm(i{i
community, whether as students or academics, The ack of dialogue with publics, apart from
one’s peers, also forecloses the opportunity to have hypotheses t:.—‘stcd or cha]lezla;cd from an
experiential standpoint. It limits the opportunities for learning that occur when theretljs a dialogue
between experiential and theoretical knowledge, ) S
There is a strange irony in a narrowly framed peer review system focused on bibliometric
measurement as it provides disincentives to challenge ill-informed absolutisms and orthodoxies. -
In effect, thcr.e 15 0o tncentive to publicly dissent or engage within the very institutions that
are charged with the task of dissent and engagement. The reward system of academic life means
t#mt th‘tf ‘good’ academic is encouraged to become g locally silent ;1c;.1demic in their own count‘ .
51lcrjt in the public sphere and silent by virte of dialoguing only with academic peers outsi:ly;
one's own country. This silencing is also a product of the positive/normative splic and the .
pressure on academics to eschew normative values if thev are to demonstrate their credibility

as legitimate scientises. Challenging the silencing is part of the struggle.

Conclusion

Thc mtellectual independence of the university is always at risk, given its reliance on external
funding. Yet the history of the university grants it the capability to zrcclaim its own inde . 1—‘. )
(Delanty, 2001, ' e
lnlzlther than being bewildered and overwhelmed by neo-liberal rhetoric we need to re-
envisage and re-invent the university as a place of scholarly work, grounded in the principles
of democracy and equality that are at the heart of the pL;bEic cc[u::zltion tradition (H;!rkil\"\«"
2006). And we need to re-emerge from the carcerism and docility that are so much a t'catu;t;
of the neo-liberal university to dao this (Davies er al., 2006). All of this means that we must
reassess our position as critical intellectuals and face up to the limitations of the p(‘)sitivu;
normative divide (Sayer, 2006), especially in the analysis of injustices. .

We must also allow space for the subaltern to emerge, both across and within disciplines
so that the professional aspects of disciplines do not blind s to the need for enggement withl“;
the most significant issues of our time (Buroway, 2004}, Creating space in th:uLnivcr:itv tor
scholarship on equality and social Justice demands that we Ic;m through clia]ogru-e Jwich.
experiential knowledge holders. Those with experiential knowledye ofinjus;ice haVr;mUCh to
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teach us as theorists and researchers, and through education and research the university can in
turn re-resource activists. Engaging in a dialogue means democratising the social relations of
teaching. learning and exchange. While the project is a fong-term one, and the revolution is

forever in process, it is worth the challenge.

Notes

| This paper is really a collective effort. We would not have had the time wo write it without the support
and care of our colleagues in the Equality Studies Centre. Sincere thanks to John Baker, Sara
Cantillon, Judy Walsh, Pauline Faughnan, Maureen Lyons, Elizabeth Hassell and Phylis Murphy.
2 A call to colleagues in 2004 to create a university network commitred ro research and reaching on
social justice led to a positive response from almost a hundred academics across all colfeges of the
we have been offering

university and the setting up of the EWI {www.ucd.ie/ewi). Since 2003,
undergraduate studenes across the University modules on various social justice themes, and all of
these courses are well subscribed. We are planning to have a full undergraduate degree in Social
Justice within the next 3-5 years.

3 While we are not as yer required o be enrirely self-financing (although this is quite likely in the
furure, given marketisation) we are. and have been, subjected to constane financial monitoring,

1son intake is good is because

We have survived because our student intake has been good. One e
we do much of our teaching in the late afternoon and evening, ro facilitate part-time Masters and
PhD students. We also give a tot of attention to the quality of our teaching, engaging in regular
diafogue with students, Our survival was also greatly enhanced by a bequest from a philanthropist,
Atlantic Philanthropies, first in the late 1990s when they gave us funding to write Equality: from
theory to action (Baker e al., 2004), and secondly when they funded a chair in Equality Studies in
2003, This funding gave us kegidmacy as well as money,

4 We had been quite successtul in bringing in students and getting research funding; our marketabilivy

was part of our survival strategy.

We proposed new courses and programmes; first an M, Sc., and Graduare Diplema in Equaliry Studies,

in the late 1980s and 1990, which naturally evolved to a Ph.D., a Certificate programme, in 1994,

and most recenty, in 2005, undergraduate optional courses available to all university siudents in

Equality Studies, Women's Studies and Social Justice. We also established siew structures (working

groups in 1987, centres in 1990 and networks, the EWT in 2005).

6 There are 3.5 full-time permanent academics and researchers in Equality Swudies, representing five
different fields of study: economics, law, politcal philosoply, sociology and education. There is
also a part-time permanent post held by the Qutreach Co-ordinator and a range of Marie Curie
Feltows, Researchers and Post-Docroral Fellows whose positions are funded by research granss,

7 Atacollege meeting in spring 2008, the vice-president for research (who has a medical background)
ar UCD referred o the non-traditional subjects in the university as ‘funny degrees’.

8 The UCD loge is *Ad Astra Cothramh Féinne', which means licerally ‘reaching for excellence (the

n

stars) and working for the entre community’.
9 While a few individual staff from former centres and departnents did want to join Sodial Justice,
they were strongly encouraged by the university to accept the majority decision.

10 The place where this was forcibly articulated was at 2 meeting two colleagues and the first author
were called to attend on 19 July 2005, The meering was called on the pretest that i was to help us
work out a frumework for developing the EWI network within the College. Tt tumed out to be an
ad hoc meeting, chaired by the head of the College of Human Sciences and arcended by three professors
and some lecturers, all of whom made it clear they were opposed o the work in the EWT and the
new Scheol of Social Justice. We were informed that we were *politicising the university” and "bringing
it into disrepute’. Those present had copies of letters in hand thar they had sent ro the senior
muanagement of the Univesiry, making formal complaing, but we were not allowed to see them,
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Educational organizations and_

gender in times of uncertainty

I this chapter T identify and elaborate, from a feminist perspective, upon the theoretical shifts

and key concepts chat inform sociological analyses of gender and educational organizarions.

Gender inequalities are embedded in the multi-dimensional struccure of relationships
berween women and men, which, as the modera sociclogy of gender shows, operates
at every level of experience, from econemic arrangements, culture and tle state to inter-
personal relationships and individual emotions,

{Connell, 2005; 1301)

Even naming this a sociology of gender and organizations is problematic, Many sociclogists ©

consider gender as a key sociological concept, but not necessarily from a feminist perspective.
Feminism is a multidisciplinary, transnational movement thar ‘focuses on the relationship

berween social movements. political action and soctal inequalities’ (Amot, 2002: 3} and on the
everyday experiences of women and girls and how they translate into social and structural *ruling -

relations’ (Smith, 1988). Feminism takes on multiple trajectories and imperatives in different
cultural contexts, although with familial resemblances. most particularly the shared objective
of gquality for wonwen and girls. Educatien as a primary institution of individual and collective
mobility and social change, but also social and economic reproduction, has long been a focus

of feminist theory and activism. So a feminist sociology needs to address this complexity of

feminist sociological ‘encounters” with gender and organizations.

Gendering organizations

Within the field of sociology of education there are multiple perspectives about how gender
is understood in relation to organizations, both informing but also informed by feminist theories
and activism. Each perspective, itself a product of particular historical conditions, draws on
particular notions of the relationships between structures, agency and social change,
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Qrganizations as gender neutral

Saciologists regard education and the family as the primary socialization msticutions. A dominant
perspective embedded in sociology. characterized by large-scale seatistical analyses, is that gender
is a ‘fixed category’, one of multiple inpue or output factors such as class, race and ethnicicy
that can be “controlled” statistically to determine cheir effects” in causal relationships: for example,
controlling for class and mce to measure the differential effeces of gender on educational
achievement. Wichin this frame, organizations such as schools and universities tend to be treated
as culturally and gender neutral ‘black boxes’. The pedagogical frame is developmental and
psychological, premised upon the notion of the formation of the unitary individual who emerges
fully formed. Power works through hierarchy and structures, and kaowledize derives out of
well-defined Enlightenment disciplines chat privilege *hard’ science over the ‘soft” humanities,
with an implicit masculine/feminine binary.

Well into the twentieth century, organizations were seen to have fanctional relationships
in refation to the wider economy and socicty, responding to external social, cconomic and
political pressures, Human reladons and marketing were marginal concerns of executives.
Education remained a relatively distinctive field of policy, practice and professionalism, offering
secure careers for men and later women. Schools and universities were viewed as discrete units,
tightly or loosely coupled, respectively, to centralist and hierarchical government bureaucracies
with a strong public service orientation. Wider socio-economic contexts tended ro be either
ignored or teated as backdrops, Class was equated to occupational status, and women's class
was linked to a male relative. Within the reproductive framework of socialization into sex roles,
the gender division of labour in educational organizations i which men fead and women teach
is ‘normalized’ because it replicates the ‘natural’ gender division of labour within the family
and society. Gender difference is either equated to biologically determined sex- and gender-
specific psychological attributes, or gender is ignored aftogether through the universalizing
discourse of the neutered ‘individual’. Such perspectives provide litde capacity to understand
soctal, organizational or gender change.

This notion of organizations as gender neutral meant gender emerged analytically as either
an individual psychological atriibute or a statistical variable explaining differential outcomes. It
continues in much contemporary school effects, school improvement and school effectiveness
literature. Gender neurrality is embedded in the corporate and human resource managemenc
fiterature of the new public administration, which penetrated public services during the 1990s,
supported by human capital theory, which underpins contemporary education policy. Discourses
of school choice and lifelong learning, for example, presume individuals are self-maximizing
auronomous choosers, ignoring how ‘human capital” i embodied and mobilized within unequal
power relations (Leathwood and Francis, 2006). Women quickly find out in the workplace
that they are less rewarded than men for equivalent if not greater educarional achievement.
Equal opportunity policies within this frume seek, through procedural justice, to gain for women
amd gitls equal access to male-dominated organizations. The under-representation of women
in Jeadership is treated as an issue of workplace planning and structural barriers, the kack of a
pool of eligible women, or women’s lack of skills or career aspirations. Upskilling women is
the solution. The focus of this perspective is on problem solving from within the frame of the
status quo of organizatons, whether bureaucratic or cOrporite.

The sociocultural turn

The new sociology of education informed by and informing critical and feminist theory emerged
from the social movements of the 1970s. Sociocultural perspectives argue that knowledge,
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organizations and gender are socially constructed. Gender identity is therefore not physically :

or epistemologically predetermined, thus moving beyond the biological determinism of sex’
role and socialization theory. From this perspective, gender, as race in critical race theory, is
1o longer ‘fixed’, but is constitutive of identity, wider societal relations and organizational lifs

{Ladson Billings, 2004). Organizadional structures, knowledges and practices, are socially’-

constructed in ways that, because of historical power inequalities, disadvantage most women

and advantage most men. This shift from individual and structural factors o socioculturat

zccounts of organizations focuses on culture, collective identity, values and the symbolic. Notions
of organizational culture inform change theory and explain why policies do not produce the

effects intended. But culture within conventional educatonal administration is presumed to be.

unitary and homogenous, encapsulated in the notion of ‘the way we do things around here’,

something that could be measured, created, manipulated and managed by leaders and aligned ™
with organizational ends (Blackmore, 1999). Gender, race and other forms of difference are

ignored, marginalized or to be assimilated.

Feminist sociocultural theories of organization arose out of the 19805 pofitics of identity, -

when marginalized groups sought recognition. Schools and universities are seen to be sites of

collective and individual identity formation and contested cultural meaning, with dominant
and subjuzated knowledges. Earlier critiques link patriarchy to capitalism and analysed how -

bureaucracies subjugated women's knowledge and experience. Feminist standpoint theory

{Smith, 1988) continues to analyse, from the position of women, the unequal ‘ruling relations?

of power/knowledge/gender embedded in organizational practices, texts and structures, as

indicated by who does what work, how it is valued and who gets rewarded. This analytical”
focus on the sociocultural explains the ongoing resistance of men and of organizational practices’
to gender equity reform, because gender works through the reladonships, symbols, values and.-

artefacts of organizational life. It explains the real and symbolic power of masculinist cultures
and images of leadership and the ongoing endurance of particular notions of leadership
(Blackmore, 1999; Shakeshaft, 1987). The notion of dominant, marginalized or subordinate

subcultures explains why women feef excluded, for example, from leadership, but also recognizes
that there are spaces of resistance to the dominant by subcultures of students, women and .

ethnic/Haguistic minorities. _
Sociocultural accounts focus on the social relations of gender explicated by Connell (1957),

who argues that, in each site, there are patterns of social refations, structures and practices that:

are gendered and ‘systematically important’ to organizations.

Compact formal organizations like schools perhaps have particularly clear gender regines,
but others have them too. Diffuse institutions like markets, large and sprawling ones like
the state, and informal milieux hike street comer peer-group life also are structures in
terms of gender and can be characterised by their gender regimes.

{Connell, 1987: 120)

Thus different masculinities and femininities are constituted in relation to each other —
hegemonic masculinitics (managerial, working class) maintain their hegemonic power in
particular organizational contexts by positoning as weaker and lesser other masculinities
(homosexual) and ali femininities {emphasized, buech .. ). Hegemonic masculinities are
mobilized, for example, around notions of the rational, unemetional and strong leader, while
depicting women leaders as irrational, emotional and lacking in the capacity to make hard

decisions. This institutionalized gender regime within schools and universities is reinforced by
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the gender order of society and other institutional practices, including the family, religion and
the state (Connell, 1987 137-139).

Understanding organizations as contested culteres and products of the historical legacy of
male heterasexual privilege provides more nuanced understandings about the failure of imposed
organizadonal reforms, including gender equity. It explaing how resistance to gender reform
by many men and some women derives from their personal and cellective investments in
particular gender identities that provide a secure sense of self and that benefit from the existing
gender regime. For example, men are usually advantaged in the wozkplace by women’s pare-
time work in the caring professions and the devaluing of unpaid domestic labour. A sociocultural
perspective recognizes that multiple versions of organizational hfe and subjugated knowledges
exist that differ from the dominant corporate story and prescriptive gender serips, Equity policies
from this frame seck to make the cultures of educational organizations more inclusive, not only
through greater representation of women but also by changing practices and values.

Postmodern organizational complexity and gender subjectivilies

The context of educational organizations during the 19905 was one of rapid and radical change,
restructuring, neo-liberal ideolagies and a growing sense of precarious employment. The political
and epistemological context was that of the politics of difference which highlighted the
intersectionality of difference — gender, race, class and ethnicity — as Black feminists challenged
White middle-class feminists’ privileging of gender (Mirza, 1993). Post-structuralism posits
the view that gender, as race and class, is part of a wider set of discursive relations that position
individuals in particular ways within specific contexts. The self is here constituted as multiple
subjectivities, in a constant state of being and becoming. Coneradiction, dissenance and ambig-
uity are the norm both within oneself, but also wichin organizations and life in general. Notions
of ‘positionality’ and ‘subjectivity” foreground the complexity, for example, of being female,
Black and an educational leader (Davies and Harré, 2000). The unitary developmental subject
of modemist educational discourses is thus supplanted by forms of subjectivicy that are fluid
and hybrid, in a state of ongoing production through biography inflected by race, class, gender,
cuiture and sexuality (McLeod and Yates, 2006).

Educational organizations are therefore seen to be part of a process of subjectification that
provides both constraints and possibilities, as no outcomes are closed. Schooels, universities
and other educational organizatiens such as technical institutes and workplace training are sites
where gender and other forms of difference are (re)constituted through multiple, often contra-
dictory discourses (women are now equal bat individual women do not feel chat, girls’ success
and boys” underachievement) and texts (assessment, curriculum, promotion, equal opportunity
policies) that mediate social relations (Skelton and Francis, 2004). Organizational life is seen to
be open to Hows of meaning, bringing a sense of ambiguity, ambivalence and uncertainty.
How difference works in and through organizations is highly ‘situated’, with institutional and
cross-sectoral differences. Gendered subjectivities are constantly remade through discourse that
positions individuals differentially. Sometimes race, sometimes language and sometimes gender
are foregrounded. Power works in organizations, from this perspective, in a decentred and diffuse
manner through discourse, in ways that are both productive and oppressive of particular gendered
subjectivities. Thus, women in leadership can feel simultaneously powerful and powerless.
Post-structuralist perspectives see women and girls having agency owing to their capacity to
mobilize particular discourses to their own benefit, while not ignoring their vulnerability and
‘othering” due to wider power/knowledge relations. Here organizational change is depicred as
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unpredictable, chaotic and multifaceted. It also means that individual and group narratives of -

organizational life are always partial, as is the corporate meta-narrative produced through policy;
strategic plans and mission statements. _

Post-structuralist analyses of organizations also highlight the discumsive and performative
aspects of organizational life arising in the context of develved modes of governance,
marketization and managerialism (Blackmore and Sachs, 2007). They explore how thé.
‘performative’ is reworking the social relations of gender to (re)produce new entrepreneurial,
sransnational masculinities and self-managing worker-identities {Connell, 2005). Critical

perspectives focus on the multiple representation of the body and how organizations are sites .

of competing sexualities, thus critiquing organizational theory for its dominant (white)

hetereosexuality {Young and Sklra, 2003).

Gendered organizations thus do not ‘exist’ as such; rather they are performed moment-
by moment through the comumunicative practices of their members. While such
performances usually do not unfold capriciously, but rather, follow well-established scripts,
it is still only in the doing — the performing - that such scripts are produced, reproduced,

resisted, and transformed.
{Aschraft and Mumby, 2004: 116)

Power is decentred and diffuse as it works through discourse. And feminists themselves can
produce normative policy discourses that are counterproductive, For example, essentializing
discourses about women’s styles of leadership denies political, racial, ethnic or linguisti
differences among women {Reay and Ball, 2000). Backlash discourses about recuperative
masculinities meanwhile position women as advantaged (Lingard, 2003}, Furthermore, studies’

of educational restructuring and organizational reform idendfy how embedded practices:

(tedeployment, restructuring, outsourcing, downsizing) produce structural backlash (Blackmare,
1999). The message here is that ‘gender inequalities can be subtle, elusive, and normalized via

everyday practices such as networking and the construction of identities and opportunities” (Husu-

and Morley, 2000: 2}.

Diversity and difference: hybridity and boundaryless organizations

Post-colonialism now troubles West-centric ways of thinking post 9/11. The global context
is one of rapid flows of people. goods, ideas, money and images. producing greater cultural
diversity in student populations, a diversity not represented in the dominant ‘whiteness’ of the
education workforce and leadership. The context is of heightened uncertainty, high risk and

low trust organizations, with schools and universities constantly restructuring to address market

forees. Post-colonial theory views educational organizations within Western colonizing and
settler nation-states (UK, USA, Australia, Canada and New Zealand) and post-colonial nation-
states (e.. India, Mexico) as sites reconstituting, through the processes of assimilation/
internationalization/entrepreneurialism, neo-colonial relations in ways that simultaneously

protect/reinvent/destroy traditional cultures. Nea-colonialsm is also linked to the commedifica-

tion of educational goods and services through the processes of westernization/inter-
nationalization, both desired and resisted in post-colonial states and by international students,

such as the universalizing, seemingly neutral curriculum of the International Baccalaureate. Post-
colonial theorists interrogate the Eurocentrism and whiteness embedded in organizational theory

and promoted by transnational management experts in terms of theories of change, motivation
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and vatues. They unpack the discourses that view non-Whites as ‘the other” (Prasad and Prasad,
2002). Meanwhile, diasporic communities in Western nation-states seek to transplant/reinvent/
regotiate tradivional culeares locally, mebilizing threugh neo-liberal policies of privatization
and school choice a trend rowards instirutionalizing difference (gender, class, religion. echnicity)
through schooling.

These processes of internationalization and entzepreneuralism are also gendered. On the one
hand, sociologists focus on the hybridity of culture and cosmepolitan identities in the context
of multiple organizatienal formations and public/private mixes, and in so doing frequently assume
the gender-neutral subject (Stromguist and Monkman, 2000}, On the other hand, women are
seen to carry culture symbolically in their daily lives and transnationally, as welf as within and
between educational organizations {(Mabokela, 2007). Protecting women is readily equated
to protecting tradition and culture, as if gender and culture are fixed. Certainly, for many
indigenous and ethnic minerity wonien in White-dominated educational organizations, gender
is less significant relative to race, ethnicity or religion (Optaka and Hertz-Lazarowitz, 2006),
Such women leading educational organizations are positioned within multiple contradictions:
due to their lack of whiteness in White-dominated environments and the expectation that they
represent tradidonal culture, or that they *bridge” owo cultures between Whice and ‘the other’,
between school and community (Fitzgerald. 2006). Indigenous feminists point to how Western
notions of keadership fail to address the mumality of two-way learning or connectedness to
land, and how organizational structures refuse to provide more than symbolic parenerships with
community (Ah Nee-Benham, 2002; Battiste, 2003). Muslim feminists point to how religion
and gender interplay to maintain traditional masculinities within diasporic communities, and
highlight the complexities for women leaders in refigious states, universities and schools where
faith is central to education (Shaly, 2006). For women in more traditional societies, gender
dominates (Luke, 2001). For Western feminists, there is also a warning. The ‘civilising overtones
.. . selfless and disinterested project of Western (nec)coleaialism’ is seen to be about ‘rescuing
women from particular culeural practices’ with an assumed moral and cultural supererity (Prasad
and Prasad, 2002}.

Post-colonialist approaches of organizations cherefore unpack the intersecting and
contradictory but changing social relations of religion, culture, gender, race and class and how
they ‘(re)constitute the binaries of good/evil, black/white, active/passive, centre/margins,
nuasculine/feminine, scientific/superstitious, and secular/religious’ in patterned ways that
praduce geader inequality (Prasad, 2002: 124},

Gender 18 constitutive of organization: it is omnipresent, defining feature of collective
human activity, regardiess of whether the activity appears to be about gender ... the
gendering of organization involves a struggle over meaning, identity and difference . ..
and] such struggles reproduce social realities that privilege certain interests.

{Ashcraft and Mumby, 2004: xv)

Coniemporary issues

Any analysis of educational organizations therefore needs to consider multple dimensions to
understand the interplay of the unequal social relations of power/knowledge that articulate
through context, discourse and practice: the spatal (who gets to use what spaces), temporal
{how time is used), material (distribution of resources), symbolie (representations of what is
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valued), semiotic (language and vocabulary mobilized}, cultural (narratives abour who we are),

aesthetie (what constitutes beauty) and the rechnological (whao benefits). But a feminist analysis

foregrounds particular issues in any organizational analysis, a5 indicated below.

Dualisms

Feminist perspectives explore how Enlightenment dualisis between mind/body, rational/

emotional, active/passive, science/humanities and masculine/feminine continue to be reinvented
in contemporary organizations through the changing social relations of gender, despite shifts
in discourses and theories of gender and organizations. Organizations embody social relations,
producing gendered. racialized and sexualized distinctions. The body and discourse are
inseparable, as the body incorporates the rules of organizations, in terms of how individuals

dress, relate, use space and time and mobilize pasticular gender subjectivities. Leadership
foregrounds the body in terms of its sexuality, the performative aspects of organizations, as well

as seM-presentation. The imagery of the well-groomed (White heterosexual) male (and now
temale) leader who ‘fits” the organizatonal image remains the norm against which all contenders
are measured. The body is therefore central to any analysis of the disciplinary power of -
organizations over individuals (e.g. lesbian leaders) and populations {disabled), and how such

power produces particular institutionalized and performative practices.
Furthermore, feminists have long rejected any emotional/rational distinetion, arguing that
leadership and teaching demand emotions such as compassion in order for decision-makers and

professionals to be fully human and iadeed ratieral. Critical management and feminise

organizational theory views organizations as emotional arenas, where rapid and radical change
produces the full range of emotions: grief, anger, greed, envy, frustration, fear and anxiery

(Fineman, 2000). Mainstream educational theory no longer treats emotions as pathologies;

feminized and something to be eradicated, having recognized the reliance in knowledge-based
gconomies on ‘hwman’ capital and on individual and collective emotional investmens(s) and

social relations that oil productivity. Marketing and human relations are central executive areas

of control. Emotional literacy or intelligence is now presented as another skill for leaders to

acquire. Now, emotional labour and educators’ passion for teaching and research are being
depoliticized (Boler, 1999) and co-opted through discourses of quality by management for -

organizational ends (Blackmore and Sachs, 2007; Morley, 2003). But gendered emotion scripts
prescribe who does what types of emotional management and how emotional displays such as
crying ot anger are judged differently.

Finally, educational organizations are also historically constructed around knowledge
hierarchies that privilege particular versions of science over the humanitics and the social,
whether in school subjects or research {Brooks and MacKinnon, 2001). These gendered
knowledge hierarchies continue to be reinvented through the disciplinary technologies of
zccountability that determine what counts, what gets counted, what gets taught and assessed,
and who benefits (Morley 2003),

Context

Gender has largely been addressed in mainstream sociologies of education as an individual or
group characteristic rather than as a primary organizing principle of society and the economy
and the relations of ruling at the global, international, national, regional, local and institutional
level. Context shapes both organizational and leadership possibilities. The nature and purpose
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of education are fundamentally changing under the conditions of education capitalismy; at the
same time, wider structuzal relations of natlonal economies and markets 1impact on the career
possibilities and work conditions in gendered ways {Deem, 1996}, [n educational organizations,
market discourses and practices now penetrate organizational structures, cultures and values, as
well as priorities. Such contexts inform institztional discourses as leaders in middle management,
many of ther now women, mobilize discourses of survival to gain collegial consent, often
becoming reluctantly comphicit 1n the new work order. Responsiveness to international and
local education markets requires significant institutional flexibility. Accumulating evidence is
charting the feminization and casualization of academic and teachers” work arsing from
devalved systems of educational governance and dereguiated internatienal education markets
{Brine, 1999).

These trends cannot be disentangled from how education professionalism is being redefined
and judged through natienal and international professional-standards movements and escalating
national and international accountability demands tor comparisen. The nature of educational
organizations and leadership is also under revision. Discourses of lifelong learning have
cncouraged a seamlessness between educational sectors to facilitate smooth pathways for
students. Educational organizations are part of a ‘constellation of sites, spaces and opportunities
for learning’ (Arnot, 2002: 258), with maltiple configurations locally (multi-site campuses and
community and industry partnerships) and internationally (ofshore campuses). So, as education
as a field is increasingly subject to markets and the economy, the profession is losing autonomy.
Global relations have shifted the locus of power upwards and outwards from educational

organizations owing to externally driven demands for accountability and market forces.

Reconstituting the gender division of labour: public/privaie

The separation of public life {masculine domain) and the private lifeworld of family and
community {female domain) was a premise of the modemnist educational organizatien {David,
2003). Historically, teaching has been positioned as the naturalized extension of mothering and
therefore women’s work, with ‘the importing through embodied social practice over time, of
cultural metaphors of domesticity from a narrowly conceived private sphere into the apparently
public world of work’ {Acker and Dillabough, 2007: 298-299). Teaching is recognized as
fesninized, but not as White. This continues with institutionalizing policies exhorting parents
(women) to be partners as quasi-literacy teachers, fundraisers or governors. Now self-managing
schools and universities, public and private, seek to blur the public/private distinetion in order
to gain greater Aexibilivy by transferring educational labour into the home through technologies
or cutsourcing cducational work under contractualism. So, s educational organizations move
inte new public/private configurations, women are more vulnerable, as they are without the
mobility and fexibility of their male counterpasts.

Equity

Organizational texts (policies, mission statements, performance management protocols, perform-
ance indicators, curriculum, assessmenc) are gendered in terms of their implications for workplace
arrangements (time at work, continuity of employment) and which discourses get privileged
{efficicney or equity). Devolved governance in education has meant policy # now the means
by which governments and executives steer from a distance. Policy is one link in the cycle of
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performativity arising from the aceountability regimes focusing on outcomes, Meanwhile,
contemparary individualizing discourses of diversity that have supplanted equal opportanity
wedken claims of historical group, seructural and cultural, gender inequaliy (Bacchi, 2000),

Criteal feminist policy sociologists (Marshall, 1997) identify mudtiple tensions around how
equity policies will work. Equicy practitioners in organizations still rely on the state and -
executives for equity policics o provide legitimation for their activities, raise expecrations for .
changes in behaviour and offer a langrzage for action. Already, backlash discourses cite the
existence of equity policies to argue that women and girls have equality or are advantaged iy
education. Recognition of one form of disadvantage (class, race) does not necessarily How over
to equality of gender. Bach form of disadvantage has different legacies (slavery, colonialism)
and power relations. Gender equity cuts across racial, ethnie and class difference because it
challenges personal and power relationships at work and in the home,

Contemporary dilemmas for feminists

Coming fromt a focus on gender leads to different assumptions, questions and conclusions, bu
also produces ongoing dilemmas for sociologists of gender and educational organizations,

Category problem

Gender continues to be a problematic sociological concept in terms of what it supplants, sucl -
as a focus on women and gitls, and what it ignores, in terms of sexuality. The feminist dilemma
with regard to category has beea chat focusing on women as a soctological concept and policy,
strategy has positioned women as having to change or to initiate change, while essentializing. :
women as a group (Bacchi, 2000). It thus diverss policy and sociologists” attention away fron;
how the social relations of gender are ectmbedded in the structures, cultures. identites and power
configurations in educational organizations, on how leadership is understood and practised, how
cantext and culture shape organizational practices and in tum how organizations (re)constitute
gender, class and race and identities. At the same time, the focus on the social relations of gender
and/or gendered subjectivities means attention reverts back to men as the ‘dominant’ or ta the
individual in ways that ignore structural and cultural factors. Both facilitate che appropriation

by mainstream theory of those aspects of feminist research and discourse that do not undermine
its normative frame.

The politics of gender research

With the focus on text, discourse and the rejection of modernist meta-narratives, post-

modernist accounts of organizations localize che politics of gender, focusing on the processes
of reflexivity and individualization that can be readily appropriated by neo-liberal discourses
of the gender-neutral individual (Bauman, 2005). Materialist accounts consider this refusal to
universalize endangers the feninist political project of social justice (Unterhalter, 2006). Post-

structuralism’s focus on situated gendered subjectivities, like the socio-culeural .
and leadership, has diverted attention away from the seructaral: o

focus on women
at 15, the reconstitation of -
gender relations occurring through the restruccuring of educational organizations during the

1990s due to neo-liberal reforms of marketization and managerialism (Brine, 1999; Blackniore
and Sachs, 2G07).
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»  How are shifts in educational governance from the buresucratic to the corporate and now
the networked organization impacting on women’s capacity and/or desire to be leaders,
policy actors or practitioners?

» How are the social relations of gender being reconstituced through the structures, processes,
practices and cross—culeural relations of the networked organizaton, locally, nativnally and
transnationally?

= Are the global policy communidies of the QECD, World Bank. UNESCO new sites for
mobile transnational masculinites, while women renuain as leaders of the domestic {national
and local) in a reconfigured gender division of labour?

°  Are men benefiting more from new public/private configurations, such as innovation
centees in new knowledge cconomies and internationalizarion (Metcalfe and Slaughter,
2008)?

*  How are nco-colonial masculinities in leadership ~ traditional and progressive — heing
reconstituted swithin different national contexts — religious nation-states. diasporic com-
munitics in Wescern nation-states?

* How to unpack and investigate the more ‘subtle gender differentiation” that occurs in
organizations and through discourses of individual choice and diversiry?

*  How to generalize across organizations owing to the complexities of articulation of
gender, tace, class and religion in specific insticutional locatons?

*  As the role of the state changes wich the emergence of regional polities and global policy
communities, how will gender equity policy be mobilized, conceptualized and delivered
n local educational organizations?

= What theoretical, ethical and methodelogical issues does this raise in terms of 2 feminist
comparative sociology of organizations?

Conclusion

Discourses in Western sacieties are about post-feminism. Women and girls are disappearing as
a sociological category of inequality in educational research and policy, with the focus on boys’
underachievement and discourses of diversity. Yet women do not feel equal; either their progress
into the exceutive level of organizations has stalled, or the locus of organizational power has
moved beyond the organization. In developing nation-states, women and children are the losers
owing to war, migration, unemployment. famine and global warming. Gender as a sociological
category is increasingly complex in terms of how it relates to culture, context and educational
organizations, So the gquestion for feminist sociclogists and policy activists is how to address
this complexity of social and structural differentiation and patterned inequality.
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Bringing Bourdieu to ‘widening

participation’ policies in higher education

A UK case analysis

Pat Thomson

This chapter examines an apparent “policy failure”. It compares a statistically oriented policy
narrative of increasing access to higher education with its representations in media. It then
mobilizes the sociological approach of Pierre Bourdieu to sketch an alternative analysis of events.

This analysis demonstrates how mobilizing Bourdieu's approach situates the case in a broad "

historical and social context, elaborates the connections between related events in different sectors
of education, and makes clear what is at stake in polarized debates. And, while the context and

data are drawn from the UK, and England in particular, this Bourdieuian framing suggests that,

while the actual details of these events are specific in space/place/time, the ‘logic of practice’
at work is much more widely generalizable,

The case in point centres on struggles around access, entry and participation. Statistics on
UK university eatrance’ are unequivocal: not only has the percentage of young people who
go onto higher education (HE) remained relatively static, but those who gain entry are more
often from middle-ciass and very wealthy families (Archer e al.. 2003; Galindo-Rueda of af.,
2004). Furthermore, the more elite universities have disproportionate numbers of already
advantaged young people. Yet paradoxically, the percentage of young people getting ‘good
results” in school exams has increased.

In 1999, the UK government decided chat 50 per cent of all young people would be enrolled
in HE by 2010, an ambitious 11 per cent increase within a decade. This target was accompanied
by a funding programme designed to help universities ‘widen participation’ by opening their
doors to young people whose families did not have a tradition of university education. Named
Atmhigher, the policy rhetorically designated the ‘problem’ of low participation to lack of
aspiration among individual young people from homes assigned by government’s statistics to
‘lower socio-cconomic’ categories (Thomas, 2001). The policy ‘solution’ was for universities
to worle together with schools with low participation rates to motivate students to become
‘non-traditional’ university entrants. The government also sought to increase the ‘low’ into
higher and furcher educadon by strongly encouraging schools to support the majority of young
people to stay on until the end of formal schooling.

This agenda was only minimally successful. In 2008, official figures revealed that the HE
participation rates among 17-30-year-olds had risen by just (.6 per cent between 1999-2000
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and 2006-2007, from 39.2 per cent to 39.8 per cent. The political opposition made much of
this slow progress, suggesting that, at this rate, it would take to 2124 to achieve the stated target.
Government ministers admitted the targes was impassible, but argued that they never thought
it was realistic and that their focus had recently shitted from the under 30s to the workforce as
a whole.? Policy debates are now focused either on how to find the appropriate combination
of carrots and sticks that will create further change, while moving away from the unreachable
targes (government), or blaming the very idea and the means by which it has been implemented

(opposition).

Higher education access in the news

In the UK, surimer is not just a time for holidays. 1t is also when exam results are anticipated
and released, and, thus, there is typically more — and more polarized — public discussion about
HE entry and the state of upper secondary education. Debates focus on both A levels, the “gate-
keeping qualifications’ offered by schools, and the access and equity approaches taken by
universities. I discuss each in turn, giving some examples of the kinds of media coverage chat
they warrant. These are taken from a corpus of UK print media reports collected berween June
and September 2008: items were selected because they are ‘typical’ of particular discursive
positions {Thomas, 2006).

Debates about school qualifications

Media narratives suggest that concerns about school qualifications are extensive and include:
the kinds of knowledge that are valued; ‘problems’ for universities in discriminating between
the increasing number of young people with the same grades: and escalating efforts by schools
— and young peeple themselves — to mark themselves out in the competition for university
places and courses. This is somewhat different from the policy debate reported in the intro-

L

duction. There are many ‘takes” on these issues but theee of the most prominent are:

1 Naot everyone wants to go to university: In 2005 the government announced chat it would
introduce fourteen new vocational diplomas rather than replace A levels with a single new
qualification that included both ‘academic’ and ‘vocational” options.” Since then, there has been
speculation about whether universities would accept the new qualifications as valid preparation
for FE entrance, and whether this meant the ‘end” of the A level as the “gold standard” of quality.
In August 2008 the release of detailed government information about the new vocational
diplomas brought accusations of vast exaggerations of the cconomic payofls of undertaking
vocational education {Times Higher Educarion, 7 August 2008) and a rejoinder from Education
Secretary Ed Balls that A levels are ‘not set in stone’ (Daify Tefegraph, 13 Seprember 2008).

2 A levels are seriously Hawed: At the same time, it was widely reported that increasing
numbers of young people were achieving ‘good” A levels, but this was not necessarily a cause

for celebration. The Education Guardian (12 August 2008: 1) put it this way:

Since 2000, the proportion of A levels awarded an A grade in England has shot up from
L7.8% to 25.3%. It's been asked before, butlet’s ask it again: does this mean today’s pupils
are better prepared for summer exams or cleverer than they used te be? Or do markers
perhaps expect less than they did in the past and mark more generously?
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Newspapers made much of the alleged increase in the numbers of ‘A" grades awarded, with
accounts varying from one in seven, to one in ten and even 3 per cent {Tines Higher Educatios.:
21 August 2008: 5). Concerns about grade inflation were directed to three subjects in particulay
— drama, sociology and media studies. There were suggestions that ‘easy’ marking in these.
subjects allowed students to gain higher scores than their peers in science, technology and:
mathematics: students undertaking these courses had an ‘unfair’ advantage in the competition:
for access o university places. :

There were also numerous reports about marking. While there was nothing like ¢h
spectacular failure of Educational Testing Services, the contractor who failed to deliver acr:urnté-_'
and timely test results for the basic skills tests administered to pupils in the compulsory years
of schooling,® there were reports that,
some schools now routinely query a large proportion of their results in the hope of
pushing up grades. Marsha Elms, headteacher of Kendrick girl's school in Reading,
says the problem is not just with A levels: there is increasing concern about exam mark-
ing in general. And with new vocational qualifications about to come on stream,
she fears the quality of markers may deteriorate further. ‘T think the system is so siretched
that we are beginning to lose faith — we are increasingly asking for remarks,” she says,
‘But | do also think its to do with the clicntele, wanting rechecks as it becomes
more difficult to get into the universities — people want Cs curned into Bs and Bs turned.
imo As.’

(Educationr Guardian, 12 August 2008: 3)

While the formation of a new exams watchdog, OfQual, is intended to shore up trust in
marking, the competition for places goes further than lack of faith in examinations.

3 Students and schools have lost faith in the system: Other news reports in the same period
noted that many students are opting 1o take four rather than three A levels in the hope Df..
getting an edge in the competition for elite university places and courses, But,
Geoft Parks, director of admissions at Cambridge said ... that he hoped the intro~-
duction of the new A* grade from 2010 would reverse the trend and persuade more:
studenes 1o take three because the key discriminator would be quality rather than
quanticy,
{The Tiuwes, 15 August, 2008) . .

However, 150 UK schools announced that they would abandon A levels altogether in f‘avbﬁr
of a new Pre-U exam developed by Cambridge University (THE 31/7/2008, p. 5), while a
US style aptitude test, proposed by government advisers as an alternative route for disadvantaged
young people into university, was reported te ‘favour white boys from granunar schools” ( Tinie
Higher Edneation, 18 September 2008: 3).

Debates about university access policies

All English universities are expected to achieve the widening participation targets, Media reports
largely represent their problems in doing so as concerns about finding and administrative routines:
for FE entry. Ameng the most conunon stories are two that say:
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| Funding is the problem: The government recently announced that it would change fund-
ing arrangements. so that voung people from the most disadvantaged backgrounds would
ateract four times rather than twice the amount of HE funding, Universities with greater
success in atracting such students welcomed the move as it would clearly direct maore
funding their way, But universitics who were less successtul countered., arguing that the
funding ought to be on the basis of need, thus giving these with already large numbers of
‘non-traditional’ entrants less.

Universities won't do as they are told: At the same dme. the intervention progeamme

ta

Aimbigher,” which funds universities to waork with schools and colleges. was critiqued for
being directed to the wrong sector: some HE administraters argued that the money oughte
te go to disadvantaged schools to spend “earlier’ than the final year of schooling, Their
argument -~ that better preparation in the middle vears of schoeling s the issue, not
lack of motivation in the seajor years — was not universally accepted (a two-page debate
24 July
that emplovers questioned the value of a HE degrcc because of concerns about macking
0 July 2008),
untversity students were finding it increasingly dithcult to pay their way chrough university
{Times Higher Education, 7 August 200
Together, these reports hinted that some voung people queried the point of a university

appeared in Thnes Higher Education, W08 6-7). Pring media also carried reports

variability across universities {Times Higher Education, and that many

8) and to accommodate the fees debe they accrued.
education and would switch to the new vocational options.

The most vitriolic debates occurred around the failure of Afmfrigher to achieve its policy
goals. These centred on the actions of the most elite universities. The polarized debates can be
seent in the two tollowing newspaper columns,

Exiract 1

Tom Kemp, admissions tutor at St fohn's College, Oxtford, argued that elite universities are
not biased.

As an admissions tutor | am perfectly aware than something is amiss in the huge
imbalance between the preportion of students admitted to Oxford from the private
schools and the proportion of the schoo! population so educated . . . The simple starting
fact is that Oxford wants the brightese,
undergraduates. It is completely immaterial to us what gender, colour, nationality they

Given all

most academically committed kids as its

are, or what their family background. sexual orientation or anything else is . . .
such information we cansider, and given the huge effort put into admissions (up to four
interviews to abourt four rimes the number of candidates to the places available) no-one
can reasonably accuse us of not working tcowards being fair to all, even if we have a good
way to go.

{Edveation Guardian. 12 August 2008: 4)

Kemp grgues that enory to elite universities must be on academic ‘merit” and ‘performance’,
and that while some compensaticns might be made, there are limits. To do too much would
be unfair co those who have done well in their exams. By implication, Kemp sheets the problem
home to schools: if they did a better job then more young people would be ‘meritorious” and
deserving of a place.
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Extract 2

The Observer columnist Barbara Ellen suggests t

Jofs. 1at elite universities are just not trying hard

enough, and this, she suspects, is because they want to procect their ‘elite’ brand

I suppose one s to be mature and resist che natural inclination of turaing this into a
- sup) _ £

Tolls versus Plebs’ stand-off. A great shame, as in many ways it's asking for it. In 2008,
dTe We meant to tug our forelocks and accept Cambridge professor Alison Richard
opining: ‘it’s not our place to help the poor'? And with figures revealing that 40 percent
of the Oxford and Cambridge intake is from fee paving schools, whctn the education
private sector represents only 7 percent of the nation’s children? It transpires that what
Richard actually said was that educational institutions should not be turaed into
‘handmaidens of industry, implementers of the skills agends, or indeed engines for
prometing social justice”. Which seems to be a round about way of saying EI];’ltbdDI"l!i are
genuinely concerned about the shochorning in of state students, with a Icss impressive
record, at the expense of undermining the world-famous Oxbridge brand.” All fair points,
until you ask che question — whose universities are they urn«'\va\\f?

{The Observer, 14 Seprember 2008: | [}

Ellen clearly suspects that arguments about merit are 1 cover-up for underhanded actions that
preserve the advantages of those who are wealthy and can afford to send their children o private
schools.

pr are we to understand these representations of problems
with higher education access?

'Th-IS scFectmn of news items shows a range of issues coalescing around who gets into which
university and which course, and by what means. If we are ro believe these press items, then
pelicy failure and students’ distress are not attributable to flawed policy per se, but ratl‘wr 1o
the behaviour of universities, particularly those that have greatest 11‘1;1r1~:f:‘t share and prestige.

In the remainder of this chapter, T want to re-read HE access and participation with the
heip ij;l French social scientist, the late Pierre Bourdieu. and to argue that what is at stake fs
a question of social, political and cultural privilege, but this is nror a question of individual people
or institutions being mean, bioody-minded or insincere. Rather, it is a complex matter of
the way that social systems work {(Zipin, 1999). The argument that I make is intended to
complement empirical studies that focus on the *habitus’ of those young people making choices
about which university to attend — or not {e.g. Ball et ol 2000: -Rcavh et al., 2005). )

There are two important ideas that underpin the argument I will make about HE access.
These are, first, the reproductive practices of education and, second, the hierarchies that exist
within education. [ will briefly signpost each idea in turn and then bring them to a re-reading
of the HE debates presented in the frst part of the chapzer. ) :I

Education and the reproduction of privilege

Reesearch has consistently demonstrated that educational success 15 correlated with greater wealth
levels of education and social status {Teese, 2000; Feinseein ef al., 200)8}.

BOURDIZU AND HIGHER EDUCATICN IN THE

Bourdieu argued that education systems were heavily implicated in this production and
repreduction of social and economic privilege and disadvantage (Bourdieu and Passeron, 1977,
1979; Bourdien ef al., 1993). He demonserated that some children come from fimilies where
che kinds of knowledge and behaviour that count in schooling already exist in abundance and
they are thus at an advaneage from the very frst dme they enter the school gates. Not only do
they already possess ‘capitals’ thar are important to school success, but they also feel comforibie
in the school setting and are easily able to do what is required. This does not mean thar sone
children come from ‘good homes” whereas others come from ‘bad” ones with low aspirations,
Nor does it mean that some schools are failing or inadequate. Rather, Bourdieu suggests that
the game of schooling is deeply discriminatory: those children who arrive at school without
the ‘right stufl” are behind ac the outset and remain so throughout their schooling.

Over time, the school pedagogies, curriculum and assessment practices exacerbate initial
differences (Anyon, 1980; Haberman, 1991; Thomson, 2002), By the time children have reached
the part of schooling where they must decide whether to aim for university, their decisions are
nearly made by virtue of theie schooling success, or lack of it. This is not a case of some young
people being possessed of merit, but rather a case of schooling as a game that is heavily rigged
in favour of particular kinds of children and young people. The ‘achievement gap™ is the result
of deeply embedded and embodied strictural inegualities.

It is important to recognize that Bourdieu's argument about the reproductive effects of
education does not mean thar ali children from so-called ‘deprived’/ disadvantaged” homes do
badly at school and therefore none of them gets to university. Some of them do very well at
school, just as some young people from priviteged homes do very badly. But it is only a compar-
atively small number who do so. Bourdieu is frank about his vwn origins: he was a “scholarship’
bay, selected through the workings of the school system to become upwardly socially mobile.
But he demonstrated through his academic work how in his case, and in that of others like him,
‘sorting and selecting” who was educationally successful occurred in a myriad of ways, from the
more obvious promotion, setting and grouping practices, through to the language of the
curriculum, and the kinds of knowledge considered to be of maost value (Bourdieu, 2008). Thus,
his theorizadon of (re}production allows for both change and for continuity.

Educational hierarchies and educational and socio-economic
status

2Q.

There are distinctive hierarchies of distinction within education {Bourdicu, 1984, 1988;
Naidoo, 2004} around:

L Qualifications: Qualifications are not simply vatued for their age-related fevel, with a senior
school certificate more vatued than a junior. It is also the symbolic value of the qualificazions
that matters, that is, the uses o which they can be put to in employment and social
networks. What is mwost commonly known as ‘academic’ knowledge is valued over
vocational knowledge’. Thus, university degrees are “better’ than FE diplomas. This is
because these qualifications are necessary for higher-status (although not always beter
remunerated) jobs (see disciplines below). School qualifications that act as gatekeepers for
HE entrance are generally seen as “better” than some FE qualifications, as they constitute
the pachway to HE and thus to higher-status positions more generally,

bS]

[nstitutions: The schools that parents have to pay for have most status, and, within that
group, those thae are oldest and can boase large numbers of important people among their
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alunui. HE too is hierarchically amanged, with the newest universities considered ta be

of lesser status than those that are older. In the UK, Oxford/Cambridge epitomize the-

high-status HE insticution: because of their age, they have a vast tranche of important alumnj

going back centuries, various markers of distinction (heritage buildings, green spaces;
muscums, benefactors, large research grants, high on the league tables that signify ‘quality’)

and they attract and are able to select those with the highest school qualifications. An
‘Osbridge’ degree is often seen as ‘better’ by emplovers than that of a very recent
university {redbrick, more vocationally oriented, less research-driven).

L]

are the disciplines that are deemed to matter most to *progress’, but other disciplines such

as economics, law and management are ‘vical' to the management of civil society and -

government. Law and medicine also reain status because of their historical connections
with classical learning. Some arts and humanities subjects have cultural cachet but do not
dominate policies wichin HE institutions or elsewhere: this privilege is now afforded to
STEM. In general, what are seen as the more vocational subjects — such as education and
nursing — are of lower status than the older professional subjects such as medicine. The
‘new professions” struggle for status.” The more recent branches of arts and humanities,
such as drama, creative writing, cultural studies and media studies, are similarly low in the
hierarchy and can be compared with new STEM subjects, such as nano and geretic sciences,
which have acquired instant stacus (and large amounts of funding).

1 will put these two concepts (the reproduction of hierarchies and the distinctions in HE)-

to work in re-reading che debates over HE access, which 1 will first put into a wider context.

Rising mass levels of education

Taking a long view shows that, over time, the mass level of educadion has been steadily rising,

More and more people are staying at school for longer, and more and more people are entering
HE and acquiring qualifications.” These changes are connected, although not in a simple cause
and effect relationship, with changes in the economy and politics. 1 will briefly sketch some
key events in the UK (see Jones (2003} and Whitty {(2002) for more).

Tnn the post-war period there were significant changes in the ways in which the economy
functioned. Innovations developed within HE STEM disciplines meant that many jobs could
be done by machines., rather than by human labour. At the same time, more women entered
the workforce, and there were increasingly tewer jobs for young people. The government
deregulated the cconomy in support of companies secking expanding markets, but many of
them also sought cheap labour and taxation advantages ~ they moved offhore. These economic
shifts caused large numbers of people to lose their jobs. particularly in manufacturing and
associated industries. But jobs also disappeared in agriculture and in declining resource-based
industries such as coal mining. New industries and jobs have had to be developed. and these
have largely been in the services sector and in a range of new ‘knowledge-based” areas, Many
new jobs require higher levels of specialized education,

Successive UK governments have had no choice but to attempt to manage the consequences
of these often-abrupt shifts within the globalized cconomy, Education policy has been perceived
to have a major role to play (Lauder ef al., 2006). First of all, unemployed adules must be
retrained. Second, the political creation of the European Union, combined with political
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upheaval in other parts of the world and the relative ease of global travel, has meant large numbers
of new families of migrants and refugees who must be educated. housed and employed. Third,
the potential costs of unemployed young peeple not gainfully occupied must be addressed: ti]e
general social belief in education and training as a ‘good thing” provides the rationalization for
raising school leaving ages. And finally, in order to provide partial solutions to rhie social
consequences of economic shifts, education, which historically had a role to play in the
‘civilizing and ‘nation-building’ of the British state, is required to focus om:

> citizenship — to create social cohesion;
»  well-being — to ensure basic health and welfare; and
»  generic ‘knowledge-economy” skills ~ to create a well-prepared workforee.

As well, schools, FE and HE must generally increase participation — in part to take the pressure
off the youth labour market, leaving jobs for older workers.

The changes and pressures 1 have very briefly indicated have not been smooth and
continucus, but rather have accurred in lurches. There have been — and are — particular times
when education must make relatively rapid adjustments. This is ane such tme.

Struggles over expanding higher education

In reality, schoaols have, over the last sixty year period, been continually asked to cater for ever
larger numbers of more diverse young people, and for longer. At the same time, they have
been asked by governments waorried about the labour market and the economy to educate
students to higher levels and in new areas. There are also more and more young people staying
at school long enough to gain the kinds of qualification that might allow them to gain entry
to HE. In turn, governments require both higher and further education to increase the range
and types of course on offer. These changes can be sumnied up s some demand and a lot of
pressure for HE to expand and diversify at the same time.

This expand—diversify duality creates instability within the field of education and creates the
occasion for intensified struggles over possible new hierarchies and (re)distributions. As seen
earlier in the chapter, it has been the occasion for intense debates at the borders of HE and
schooling and within HE itself. These struggles are around managing:

*  flow — how many people can gain a basic universsity qualification without the award losing
status in comparison and competition with an expanding range of higher-level vocational
qualifications, and ‘

+  position - which institutions and disciplines will retain their position, that is, remnain at the
top of the relevant hierarchy by virtue of being the most selective of “quality” (Morley,
2003), taken to mean offering the qualifications that are of highest stacus,

These struggles have occurred within an increasingly internationally oriented and markedzed
HE system, which places greater pressure on places and on the management of the appearaiice
of academic distinction (Sidhu, 2006).

In the UK expand-diversify setting, changes to the gate-keeping A levels have become a
crucibfe for various people and institztions to act out the positional struggles that are taking
place. Students seeking to gain advantage take more A levels than are required. Universities
who have lost faith in the capacity of A levels to sort and select in their interests set their own
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entrance exams and procedures. Institutions wary of having to take too many of the “wrong:
sort’ of young people argue that some disciplines (the newer, lower-status media studies a i
sociology for example) are ‘easier’ than STEM. ‘ o
lemd?xicaliy, widening participation policies both enhance and threaten the position of high
status tmeversities. On the one hand, they must be seen to be accommuodating, as elitism c;m-ie.s
connotations that are no longer socislly acceptable (as in Barbara Ellen’s ac;rbic conunentary;;
carfier). On the other hand, they must maineain their elitism, as it is chis chat puts them at tlzr
‘top” of the HE tree. The rationale (doxa) that they adopt for this juggling act is one of merii
{as in Tom Kemp's column). Stadents are said to advance through a neutral schooling system;
regardless of their social, cultural or cconomic contexts. The ways in which schoolinir it;clf 1;
?mplic;;red in the reproduction of privilege and of particular socio-cconomic m‘;ﬂup‘s ar'é'
1gnored_. Thf: quadification acts as an apparently neutral mechanism for sorting ;mckl selectng,”
And university interviews, where young people must perform as a particular k;nd of educatt:ci
person, are argued to be ‘additionzl effort’ to be fair, rather than the exercise of ;1dditi0nal'.
selectivity, over and above that offered by the school qualification.
- This r?tmnulc appears to be logical and natural, but, as Bourdieu suggests, what is at work..
is something profoundly social and structured (Bourdieu, 1990). The realicies of (re)production
are misrecognized.

Conclusion

The continued struggles over the (re)production of advantage are manifest in current struggles
over HE entrance and the nature of the final school qualifications. Both government and n;;dia'
are powerful actors in the field of education, as are hierarchically organized universities and-
families and young people themselves. Their actions and wards canm;t be understood simply'.
by loo_kmg at P{Jhcy or by reading newspapers. Thinking about events through the lens of
Bourdien's sociclogy allows the phenomena to be understood not as 1 ane-off or isolated series
of events, but as part of a longer and wider struggle about the kind of education svstermn, and
world, we have — and that we want. ; .

The media debates exemplified earlier are not predominantly moral debates about what is
right. In essence, the widening participation debates are about the reproduction of relative
Positions and hierarchies. Differences over school qualifications cannot be separated from events
in HE, as it is the nature of the gate-keeping afforded by the examinations that is at stake. An
apparently ‘scientific’ argument about merit is mobilized, by the most powerful and highest-
status agents, in order to bolster up traditional hicrarchies and status and to justify c;rcater
selectivity. Self-interested arguments from new institucions and disciplines seeking tc; i:crc;lsc '
icir standing and position focus on their importance in the new knowledge L’CC;HOHIV, even
ff they sometimes mount a case against efitism, The policies of government are also imbricated
in these events: politicians too have significant interests and agendas. They seek to manage an
economy, get (re)elected and to manage a rhetorical bacde uf‘r‘spiu’. ‘ )

Reading these events with Bourdieu shows that inequitable differences are not produced
by chance, but are a result of debates, contests and a myriad of actions and reactions. At some
point, an uneasy and tempozary settlement will be reached.

Hfjwcvcr._thfi outcomes of these struggles are not ruthlessly predetermined. While the histery
of cl.us and similar seruggles is scrongly patterned by the need of various actors to preserve
patticular advantages, Bourdieu reminds us that the destny effects of education do not
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preclude change. The reproduction of privilege is not inexorable, and it is clear from the different
histories of different countries that social and economic inequities are fewer m some places
than in others.

And, in the UK, there are signs that, under concerted pressure, even the most elite

universities are opening their doors a crack,

Noles

I See the various datasers on the Higher Educarion Statistics Agency (HESA) website, available online
at www hesa.ac, ul/index. phpZoption=com_datatables&Teemid =121 (accessed 20 Seprember 2008).

2 ‘Labour concedes it won't defiver its 50% target on time’. Times Higher Eduction. Availabie

online at www.tin1eshighcrducatiun.co.uk/stury.;lsp?stc)ryCQdcﬁ-H')l455&'scctionc«)da$2ﬁ {accessed

12 July 2008).

A levels zre public examinations whose aggregated scores are the basis for university encrance.

See hup://yp.direct.gov.uk/diplomas/ for the video version (accessed 3 November 2088).

See www.timesonline. co.uk/tol/news/uk/education/articled5 38892 ece (accessed 13 Seprember

2008).

6 See w\\"\\-'.direct.gov.uk/en/EducationAz'\chnming/UnivcrsityAnd]"iighcrEducntiun/DGJ)?SG‘W
{accessed 20 September 2008).

LV ] [ S P

7 Oxbridge — an analgamazion of Osford and Cambridge and common shorthand in the UKL
8 Lobbying for higher satus, advocates for the field of education now make much of it integral

connections with the knowledge economy, and these who are part of the ‘cultural tum® in the
arts and humanities argue the importance of the cultural industries to national cconomivs and
pervasiveness of multi-modal comnunication rechnologes.

% But some qualifications no longer mean whar they did. An ordinary degree is no longer ‘worth’

what it once was in terms of getting a job.
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Rescarch on elites (that is, on status groups that occupy dominant positions) is characterized
by the lack of connection between studies that focus on elite recruitment and those that focus
on the exercise of power by elites. As underlined by Giddens (1974}, both eypes of approach
are important and should complement cach other in the analysis of mediations between the
class structure, the organizational structure and the power structure in a given society. Giddens
also insists on the need for recruitment studies to take account of two different dimensions: the
types of channel that are privileged by elite groups to reproduce their sacial position, and the
degree of social closure or openness of these channels to other groups (Parkin, 1974). This
distinction is used to organize the present chapter, which focuses on a single channel that has
come to play a crucial role in post-industrial societies, that is schools and, more precisely, upper-
secondary and higher education institutions, and on their influence in three different national
congexts: France, the United Kingdom and the United States. In the first section, the specific
features of elite education are cxamined. The second section explores the extent and modes of
stitutional and sociat closure.

Socialization patterns in elite educational institutions

Elite schools as tofal institutions

Studies of elite education have underscored the common features of elite educational instirutions
that distinguish them from other institutions that look after young people from the same age
cohorts. The interlocking character of these features allows elite institutions to be described as
‘total institutions’ that provide. through both formal and *hidden” curricula, a strong secondary

socialization model for students that will decisively influence their public and private adult life
(Faguer, 1991). Two of the most visible ones are physical closure and small size, which contdbute
to distinctiveness as well as inclusiveness (Wakeford 1969). These rwo elements were important
characteristics of boarding schouols and of the most exclusive colleges in the UK and the US,
until at least World War H. Because of the location of the French dasses préparatoires anx grandes
éeoles in Paris and other big cities, physical closure was less marked, although most students,
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themselves, boarding was the rufe.! By relocating outside Paris in recent dCL‘;’!C]E'i“':rIT:JhI:{ .
some of thetn, such as the Erole Polytechniique or the Ecole des Hautes Erndes Cm.uumr;v;alcr (Ificgé
have recreated to a certain extent the ‘campus’ atmosphere of their English and P-xmer"

counterparts, though on a much smaller scale. Internal cohesion has ;115(5 been fostered ‘C“Il
mamtained over time in elite institutions by sophisticated rites marking entrance and dcpartian'
as well as important moments of the educational experience, by pr:)ccdurcs concemén li
allocation of boarding rooms and of various muaterial tasks and b\; Jearning and social acti%{lm.
meant to develop a strong ‘bonding” relationship among members ;m; especially bety '1:?5
‘established” students and new entrants, as well as bctwecnhinstimtionr; and their ;1llm;mi T\i: :

especially those coming from distant towns and rural areas, were boarders. Tn the o
£

organizational forms have been strongly influenced by army and religious craditions 'md'?&
frequently referred to through idiosyneratic terms that serve as social 1;1;1x'kcrs of 11101;112@“[111{
Sn.ldics have also focused on the distinetive and exclusive character of the social cuinip
prevailing in these Institutions, notably on the prominent place occupied by sperts and v1rior'
gimes, some of which are practised only in elite boarding schools, and on the C‘rumu
s?cmhzutiou rote played by fraternities. sororitics, clubs and nssociatiﬁns {Abraham, "G[.]'?'
S‘DU-MDH and Pcrscll,— i98;:1). Elite institutions were also long characterized by a specific academs;
curriculum (Bernstein, 1977}, This curriculum was distinetive in point of its content (with;
kcy. role attributed to Latin and the humanities and, in France, to mathematics}, its pedagog
which privileged individual modes of instruction {taking the form of *tutorials’ ;11 Britix‘f Lﬁf}:
colleges or “colles” in French classes picparatoires, i.e. individual work sessions and C\*‘;ilUﬁinllS bc
older students and professors). and is cvaiuation modes (the creation of specific colle
entrance examinations in England and the US and of conconss for aceess to the grandes écalcei
Fran*cc). Academic (.‘]l!?t][lCtIVCHCSS has also been reinforced by the gender, educational and social
profile of professars in these insticutions ~ in particular, those of public school masters aind
Oxbridge ‘dons’ in England (Walford, 1984). - T

Educating the upper class

These dimensions of elite education are the outcome of explicit and implicit choices made b
tcu_chers and administrators and show the relative autonomy that these educational ir‘wfcitutiohi
enjoy by virtue of their symbaolic, cultural. social and economic capital (.Bourditn; 1996).
Howev.cr, the ability of elite institutions to form their students is constrained by the cxpéctationé-
af dominane groups (Kameans, 1974). They work according to a social ‘ch;lrte;‘, that 15 a licencé
'fmd. ma.nd:lrc to produce specific educational subjects (Mevyer. 1970), differing from those of
mstz'rutlons that cater to non-elite groups. This charter is subject to vuri;ltion: depending on
the 111.tcres|3', values and ideas of the upper-class fractions that oCcupy or aspire to clite posigorﬁ
at a given ame in each national context. ' :

) A.Itlmugh the expressive and moral dimensions mentioned above have been central Clc‘[llﬁl.lts.
of L_flltt} cducational institutions in the three countries considered here, emphasis 0;1‘ sports and
social life has been much more important in England than in France. .owin.g to the é!@ﬁliﬂ‘lt@-‘-
OIE_ an educational model reflecting the aristocratic values and gcnc]enmxilv lifestyles of che:
nineteenth-century ‘feisure class’. Elite schoals were a key clcmant in the dis':icn]ina‘tioh of this
model zmong other efite and middle-class groups during the first half of the ewentieth century:
{Anderson, 2007). This model was also *borrowed’ by America’s old money families when thef :
sought to consolidate themselves and to build, through education in priva'tc prepatory ‘;chools‘“
and elice colleges, a “class wall” separating old privileges from upstarts (Soares, 'i‘)‘)‘))‘ -Ou thf;'

30

3

other hand, the academic culture of clite educational institutions has been more distinctive in
England and France than in the US, reflecting a historically constructed, “high-brow’, aristocratic
and bourgeots culture (Cookson and Persell, 1985b), but it places a greater emphasis on the
mastery of intellectual knowledge and skills in France than in England.

The charters of elite educational institutions in each country are nevertheless subject to
changing external pressures resulting from status group struggrles (Karabel, 1984). Historical
analysis of the most prestigious American colleges (Yale, Princeton, Harvard) shows the
cransition from an emphasis on the non-academic side of campus life, which helped students
master the subtleties of the dominant status culture and accumulare contacts crucial for success
in large organizations and the political ficld in the early decades of the twendeth centary. to a
more academically oriented curriculum in the 1960s and 1970s. These changes reflece the
difficulty of providing a common social model for a larger and increasingly heterogencous uppet
class, with diverging mterests. values and ideas. and show the growing mfluence of its most
culturally endowed fractions. The influence of these fractions on the academic culture and social
armasphere of elite secondary schools and higher education institutions was also visible at the
same period in England, alchough it was excrted indirectly, through the mediating action of
the state. In France, the emphasis on academic culture was more precocious and more radical,
as the Erench Revolution replaced the aristocratic ideal of the “homnidte hommie” with a bourgeois

model emphasizing scholastic merit.

Preparing for political and economic power positions

It thus appears that, although upper—class groups have always tried to frame the chacter of elite
institutions, this charter is also subject to variations according to more general economic, social
and political factors that might lead interest and political groups acting on behalf of elites, but
also reflecting contradictions and struggles among established and new status groups, to
encourage elite institutions to act as ‘guardians’ of national cultural models and stratification
patterns, or as agents of innovation and diffusion of new cultural or social ideals. The role of
the state as political mediator between conflicting status groups™ interests is particulacly visible
in France. because it was the state that created or restructured the most prestigious graudes éeoles
after the Prench Revolution. Designed to serve state needs (these of the army and varous
technical corps and later on of public administrations), the grandes ¢eeles” mandate has been to
preduce individuals endowed with strong scientific competence and capable of synthesizing
large quantities of information, but also interested in pracrical maitess and able to rake decisions
{Thoenig, 1973). In Alvin Gouldner’s (197Y9) rerms, these schools were expected o train the
‘technical intelligentsia’” more than the *humanistic intellectuals’. Their culture was from the
onset scrongly distinet from the non-uiilitarian university culture wraditionally oriented towards
teaching, scholasship and research, although some institutions, especially the Ecole Normale
Supérienre, were clearly oriented towards the intellecrual fractions of the upper class, whereas
others, such as {"Ecole Polytechuigue. have been characterized throughout their histary by
tensions between the divergent perspectives of scientists and engineers (Bourdieu, 1996,
Belhoste et al., 1994).

Strong state dependency has also influenced the non-academic activities and rites of these
institutions, which were designed to instill cespect for state hicrarchies and loyalty to state
institutions. at the same time that it has encouraged the development of ‘organic links between
the grandes écoles and the state corps through recruitment processes direcsly linking valued
positions in the most prestigious corps to class rank at graduation. However, since the 1970s,
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private firms and economic status groups have in various ways exerted a growing and more

direct pressure on Frencl elite insticutions. The oldest is che practice known as *pantorflage’ -

that is, the departure of civil servants trained in the traditional stare grandes écoles for work in:
the private sector (Suleiman, 1978). This movement coincided with the creation and growth
; ~ 10 ntele B . y . : . . h ;
in the 1970s of privately funded grandes éeoles with a strong market orientation, In the 199¢s, -

t= N R T

the state-funded grandes écoles began to follow suit, offering a larger number of courses and
activities meant to prepare students for direct access to jobs in private sector nanagement and

3 - - ( R S ; ;
finance (Lazuech, 1999). At the same time, in what can be seen a3 a kind of compensation for

decreasing material and symbolic returns of state investments in these special schools, many of
them have in the last ten years re-emphasized their social and political responsibility, especially

by taking a prominenc role on debaces and policies concerning widening participation in higher

education (van Zanten, 2008).

In England, public schools, as wel as Oxford and, to a lesser extent, Cambridge, have
wraditionally maintained what have been called ‘incestuous links of privilege and po“:cr’ with
the British establishment (Scote, 1990) and direct connections to the state and the professions;
In the US, *prep’ schools and elite private universities were also directly linked to economic
and political elite groups through their recruitment, funding and access to elice positions. The
general expectations from these groups and the organizations that chey control have led to a-
strong focus on leadership, ‘character’ and self-discipline (Cookson and Persell, 19854),
Nevertheless, after World War I1, elite institutions in England became strongly depeadent on

the state for funding. Although the initial effect of state funds was to redirect education away .-

from action and business and towards research, in the 1980s, the state began to put pressure”
on universities to become key elements in the global knowledge economy, orienting research

towards industiial needs, especially high technology, and students' career choices towards high- -
paying jobs in the private sector (Brown and Hesketh, 2004). This latter tendency is particularly: .

evident in elite American universities, which are extremely dependent on private endowments

for their growth, which in turn determines their capacity o occupy the top places in i

mternational mnkings of leading research insticutions and to play an important role in global
economic networks. i :

Social and institutional closure

The conditions of admission

Elite institutions have always enjoyed a large autonomy in setting their own conditions for
admission (Douglass, 2007). However, although the admission criteria that they have devised .
reflect, above all. internal compromises between administrators and texchers and responses to
comipetitive external pressures from similar organizations, they are also conditioned by changes
in the distribution of power among status groups in the broader society (Bourdieu and -P;lsser(;n,
1977; Karabel, 2003; Karen, 1990). In France, the state’s carly creation of a system of highly-
competitive examinations, ranking students according to a one-dimensional seale of mcri; for
access to elite ‘special schools’, gave professors a high degree of laticude in the choice of fucure
members of the clite vis-i-vis families and social or cconomic consttuencies, while
simuttaneously endowing elites with a strong belief in their individual and social legitimacy as
members of a “state nobility’ (Bourdieu 1996; Young, 1994}, At the same time, tLhc present
extremely ‘balkanized’ system of competitive examinations for entrance to the grandes beoles 1s
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less the teflection of academic interests than a legacy of the powertul influence of the state
corps that framed and have strongly controlled their functioning.

In the UK and in the US, the transition from ‘ascriptive’ criteria to an educational
meritocracy was slower, and the notion of educational merit has been subjected to more diverse
interpretations than in France. Entry at Oxford and Cambridge was. unt! World War i1, based
on a system of examinations ir which merit was equated with the mastery of a twaditional
curriculum, though school and family connections also played an important roke. The Oxbridge
system of recruitment was fornzally realigned to that of other univessities in the 1961s, following
the increase in government funding and involvement. Nevertheless. recent investigation reveals
the persistence of distinctive features. As in other universities, the resules obtained by students
in subject-specific, natonally standardized tests, that is GSCE grades (three A%, the highest grade,
in the disciplines considered as the most relevant for the desired university subject are expected),
and teachers’ predictions of A level exam resules (in 1983, 82.4 per cent of the Oudord entering
class had top A level scores, the proportien has now reached almost 100 per cent) are the crucial
elements in the first phase of admission. However, during the second phase, the various colleges
take other elements into account. These are both meritocratic (resules in specific language tests
or qualities exhibited in the best two school essays and, more recently, as in the US, resuls on
Scholastic Aptitude Tests (SATs)) and non-meritocratic, such as family and school background,
which is assessed in closer examination of admission forms and interviesws with tutors.?

Until the 1960s, students in the US mainly gained admission to four-year colleges by
graduating with good grades from high school. However, elite private institutions, imitating
Oxford and Cambridge, developed their own entry examinatesns in order to limit student
numbers and increase their legitimacy. The SAT, introduced in the 19305, progressively became
an important component of the admission process, reinforcing the cognitive dimension ot merit.
However, when this system started to give a clear advantage to brilliant Jewish students, efite
instittztions and dominant groups once again reinforced the weight assigned to extra-academic
criteria such as ‘charcter’ (determined on the basis of high school teacher recommendations),
participation in extracurricular activities, autobiographical essays and interviews that could be
used to legitimately exclude ‘inassimilable’ non-WASP students. Nevertheless, by the late 19305,
in an atmosphere of intense concern about ‘talent loss’, “character” began to lose ground to the
intellectually gifted applicant defined according to SAT scores, Grade Point Average {GPA)
and class rank, as well as excellence in one or more extracurricular endeavours. A new turn
was once again taken in the 1960s with the introduction of a new criterion: ‘diversity’. Since
its relationship to academic merit was not to be systematically defined. ity adoption proved
nevertheless highly controversial (Karabel, 2005; Soares, 2007).

Institutional routes

Institutional routes played an important role in the creation and consolidation of elite educational
systems. The ‘bonding’ relationship between a small number of elite colleges and secondary
schools was based on the ‘chartering’ process described above, that Is on the monopolization
of a mode of training and socializaton required for admission to elite insticutions of higher
education, but also, especially in the US and the UK, on a ‘bartering’ process — that is,
negotiations between school and college personnel concerning selection and admission (Persell
and Cookson, 1985). However, this ‘institutional sponsorship’ was officially abandoned as the
result of the expansion and of the increasing formal meritoctatic dimension of educational systems
(Tumer, 1960). The most radical departure from this ‘institutional sponsership” has taken place
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in the US, where elite colleges have developed admission policies that severely hamper the:
effectiveness of ‘bridging strategies’ from secondary school feeders, except for a limited numbey

of prep schools that still hold a special status because of their historical relationships with Harvard:
Princeton or Yale (Le Tendre ef af., 2006). The importance attached to academic merit — and;
in pardicular, class rank — has simultancously allowed elite colleges to recruit excellent
undergraduate students nationwide and led ‘star schools” (schools that are particularly successful
in getting students admitted to elite universities} to maximize the chances of their best students
at the expense of those who have excellent test scores and high GPA earned in dgorous Courses;
but are not at the top of their class (Attewell, 2001). Despite this relative disadvantage, students
in these schools — many, but not ali, private - still benefit not only from a stronger focus on
academic achievemnent by teachers and parents than students in other schools, but also from
specific Honours and Advanced Placement courses that ace as a ‘signal’ for college admissions
staff (Falsey and Heyns, 1984) and from their ‘brokering” strategies, tha is from strong financial
investment in and commitment to activities favouring the college-linking process, such as college
visits, assistance with colflege and firancial aid applications, and contacts with college repre—
sentatives on behalf of the studenes (Hill, 2008; McDonough, 1997).

Institutional routes and sponsorship have also been weakened in England, but not to chc
same extent: a strong link remains beeween private secondary schools and elite higher education
institutions. Privacely schooled students are twice as likely to go 1o elite universities than state-
schooled students and, although outmumbered by the latter in admissions (44.5 per cent versus
40.8 per cent in 2007 at Oxford), they are significantly overrepresented in relation to their
total number in secondary schools, This overrepresentation is even more striking when one’
considers cheir share of the applicant pool and percentage among successful applicants. Given

the expansion of the state sector and the strong meritocratic character of the admission::
procedures in elite universities, this overrepresentation is due less to explicit ‘chartering” and’

‘bartering’ than in the past. It is nevertheless important to note that, as in the US, students from.
private schools benetit from higher levels of advice and support on careers in higher education:
by internal staff and outside agencies working with the schools (Reay et al, 2005}, and that
those from the so-called Clarendon Public Schools, in particular, frequenty receive “special.
notification” during the second phase of admissions at Oxford. However, the competitive
advantage of private schools rests now to a larger extent on higher levels of educational
achievement. These are the consequence of severe academic selection procedures as well as of

the implementation over the course of the 1980s and [990s of an Assisted Places Scheme -

{abolished by New Labour in 1997), intended to help ‘able children from modest backgrounds'

to enter independent schools of high academic reputation, but also of more marked ‘school *
effects’ linked to the concentration of academically and socially advantaged students (Halsey,

1995; Power et al., 2003).

In France, on the contrary, the role of the state in clite education has given a competitive
advantage to state lycées in admissions, with the evidence showing no clear advantage for upper-
class students from private sector schools in terms of educational careers (Tavan, 2004y, There
arc no official routes, but huge differences between lycées concerning their capacity to get students
admitted into these classes. This result is strongly linked to provision, as those *prépas’ that are

most successtul In getting students admitced 1o the top grandes doles are all located in a limited

number of old and prestigious fyeées in Paris and other big cities, giving an advantage to students
schooled at those fycées. In addition to that “location effect’, there is also some evidence that

widening participation in secondary education has encouraged professors and administrators in

the more selective dasses préparatoires to weigh the grades, class rank and professional evaluations
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of candidates according to the supposed achievement level of theic fypcde.” Being accepied in
these selective dasses prépararoires is a key step for students whe wane ro follow up their studies
in the top grandes deoles, as there Is a strong ‘chartering’ effect, both formal (teaching content,
methods and evaluation are strongly conditioned by the explicit requirements of the conconr
of these grandes écoles, while less selective diasses préparatoires prepare for less-selective examinations)
and informal {use of knowledge of implicit requirements based on information provided by
alumni, examiners, professors and managers at the grandes deeles). Students attending prestigious
lpcées and dasses préparatoires also benefit from personalized counselling and assistance with

applications.

Social advaniage and parental stralegies

In the three counrries considered here, upper—class families sirongly supported the initial
institutional pathways that excluded other groups from access to elite higher cducarion
institutions. Although they have been able to resist and adapt to the development of meritocratic
policies by these institutions. thanks to the competitive advantages provided by private schou»ling
and selective public schools, and although in the US affluent upper-class parents, especially
former alumni, have been able, much mere so than in England or France, to continue to buy
entrance for their children ~ not only because they can pay for tuitien but also because they
provide ‘legacies’ that contribute to university budgets —as a group, they have had to renounce
collective admission privileges and accept that only some of their children with excellent
academic results might be amaong the ‘chosen” (Karabel, 2003). Moreover, members of this
group now compete with larger proportions of members of the middle class. Fowever, the
respective advantages of middle-chss families with high levels of cultural capital and those families
with high incomes stil! have to be assessed carefully with respect both to the strategics availabie
for parents and to the selection and channelling process in each educational system (Kerchoff
et al, 1997). In France, the intellectual fractions of the middle class have traditionally been
advaneaged by the formal and strongly scholastic meritocratic procedures of access to the
state grandes deoles. However, changes in the educational concexs have forced them to develop,
through ‘colonization’ of local schouols, new, informal institutional pathways to maintain their
position (Raveand and van Zanten, 2007). Their advantages are also challenged, however,
becanse, as in the UK and the US, families with higher incomes are able successfully to eransform
economic capital into cultural capital through residential and scheol choice, private miton and
private preparations for tests and competitive examinations (Ball, 2003; Johnson, 2006; van
Zanten, 2003).

Another, even more important question concerns the extent to which this renewed “class
meritocracy” has closed off opportunities for other social and ethnic groups. Although meri-
rocracy was initially conceived as serving the interests of hard-waorking students from dominated
groups who could benefit from schelarships to go to clite universities, there has been a growing
recognition af the existence of important inequalities of access. [n response to sirong social
pressures, in the 1960s, elite US institutions developed ambitious “affirmative acdon’ policies
giving an edge 1o Black, Hispanic and Native American candidates. This involved accepting
candidates from ‘tagged’ groups with SAT scores a bit lower than other candidates yer still
within the thresholds established by each university, as well as taking into account their capacity
to succeed under ‘adverse circumstances’. Such measures were needed because, for reasons linked
to their family background and secondary school careers in poor and underperforming schoals,
candidates from these groups could not compete on an equal, ‘meritocratic’ basis. They
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nevertheless generated strong discontent, especially from the best-performing groups (Asiang
in particular), in a context of ‘college squeeze’: a tise in the number of college-age students

and a slow down of higher education expansion. In response to moves on the part of some

states to make affirmative action illegal. some efite public universites (the University of Texas

the University of California) have adopted *percentage plans’ to recruit students from: the largest:

possible number of high schools using class rank as the main indicator. While this measure hag

increased ethuic and social diversity in these universities, its success depends on the existence’’
and maintenance of strong levels of segregation in high schools (Alon and Tienda, 2007}, Elite’
private schools, on the other hand, count more on ‘comprehensive reviews” of each propasal’

tor achieving diversity. These reviews are more effective in detecting meritorious students from
disadvantaged backgrounds without ‘side effects’, but they are very costly to implement,

In France efforts to increase social and ethnic diversity in elite higher education institutions”

have been much more modest. In 2001, Sciences Po developed a specific selection procedure

for students from disadvantaged schools based on a specific academic exercise — a press summary-
-~ and interviews with a jury including sclholars, administrators. public civil servants and”
managers from private firms (Sabbagh, 2002). Other less well-known institutions, such as the:

INSA (ustitut National des Sciences Appligrées), have developed a selection procedure based, for

half of the entrants, not on absolute results but on class rank. It is important to note that these’
two institutions recruit their students after the lyeée. which allows them much more autonomy
to set up original admission criteria than the éeoles, which select their students after the dasses
préparatoives. They remain, in fact, isolated cases, and most institutions have only developed as:
elite universitics in the UK outreach programmes providing information, assistance with the
preparation of college applications and financial support for disadvantaged students. Although:

these programmes can be effective in limiting processes of self-exclusion due to institutional;
cultural and economic factors when they are integrated into procedures including changes in
the modes of selection, their impact seems limited when they are applied in iselation. it is also

important to note that not all working-class and minority students are willing to submit to the:
cultural and social requirements of elite insticutions, and that the kind of social capital they
possess (strong bonding ties with members of their family and local community) not only

constitutes a handicap for access but also prevents them profiting, to the same degree as middle-

and upper-class students, from the social capital that these institutions provide (Allouch and

van Zanten, 2008; Reay er al., 2005).

Conclusion

This brief overview of elite education in the US, the UK and France has shown that, although ©
elite institurions supported by established elite groups generally exhibit a strong refuctance to

change, important transformations have taken place and are still at work in all three systems.

The most important transformation, especially in the UK and US. took place after World -
War [, with the transition from an almost direct translation of sacial position inte educational’
advantages. to the selection of talented individuals by educational institutions, Although this |

movement increased the antonomy and power of educational agents, it allowed only fimited

mobility opportunities for members of socially and ethnically dominated groups, as a new ‘class

meritocracy” emerged based on exclusionary processes exhibiting some differences between the
three countries according to the relative importance of money, morals, manners or academic
culture in class divisions (Lamont, 1992: Power er al., 2003).
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Also, althougl this article has mostly focused on changes in modes of social and institutional
closure that have had significant consequences for educational and social inequalities, it s
important to relate these to other changes linked to global ransformations in the knowledge
cconomy. These mfuences are creating new dividing lines between institations, depending on
their relationship to different economic sectors and their place in international nerworks and
rankings, as well as between social groups, according to their capacity to integrate these new
opportumities in their strategies of exclusion or usurpation (Brown and Hesketh, 2004; Wagner,
2007). These new divisions and their concomztant class strategies require specific attention from

sociology of education research.

Notes

l The largest part of the French elite is not trained, as clewhere, in universities but at the grandes
éeoles, which are distinet instiations ot higher education. To prepare for the competitive examinations
alowing acess to these écoles, most students follow two- or dhree-year courses at dusses préparareires.
Although these are more or less equivalent te undergraduare university scudies, they are locared in

the fycées.

2 A. Allouch’s personal communication based on ongoing Ph.D. research on English and Freach clite
higher education instirueions’ admission precedures and cutreach programumes.

3 Evidence on these processes is being collected and analysed in an ongoing project on elite educadon
in France. For more detatls see van Zanten (2008).
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DIALOGIC SOCIOLOGY OF LEARNING COMMUNITIES

The dialogic sociology of the
learning communities

Ramén Flecha

The role of egalitarian dialogue in transforming schools into
learning communities

In Brazil, Chile and Spain, move than cighty schools have been transformed into learning:
communities through a process of making an egalitarian utopia real for thirty thousand children.
This transformation process focuses on extending human rights to all children, withouc.
discriminating against anyone, and on building democratic schools (Apple and Beane, 2007),

which includes providing the best possible education to every boy and every gitl, especially to’

those who are traditionally the most excluded. The key to this transformation is egalitarian-
dialogue among all the actors involved. Contemporary sociological theories play a crucial role:
in building the conditions for this egalitarian dialogue, as described by relevane sactologists |
including Touraine and Wrighe. '

The first phase of this transformation consists of organizing an open and egalitarian dialogue::

among all the citizens who have a relationship with the school: students, teachers, scudents’
families, administrators, schoo! volunteers, trade union representatives, NGOs. In addition, these
communities always ask researchers and members of other already active learning communities

to participate in this dialogue. The basis for clarifying the roles that researchers and CONUNity

members play in egalitarian dialogue is the current conception thar society functions
‘simultaneously as systems and lifeworlds’ (Habermas, 1987: 118), as structures and subjects.

That means that researchers, as members of academic structures, have an ethical and::
scientific obligation to contribute to this dialogue: they can bring to it the knowledge that the :
scientific community has developed on cach educational issue. and the activities that have been
most effective in overcoming school failure and improving experiences of living together. -
Therefore, this dialogue is egalitarian in the Habermasian sense: arguments are appreciated for .
their own intrinsic value {validity claiims) and not because of the power position of those

promating them (power claims}, Beeause this kind of communication is so complex and unusual,
the learning communities praject draws from a wide theoretical framework on speech and
communicative acts, which is presented in the next section. .
Egalitarian dialogue represents a2 move beyond both the functionalist and subjectivist -
perspectives, because it grants importance to all the individuals who participate in all the school
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debates and decision-making processes. On the one hand, funcaenalism has served to legitimate
a systemn i which educational seructures determine the everyday situation in the classroom.
Theeres that consider only the structures do not need community dialogue: they are occupied
gvith the analysis and decisions of academics and administrators. On the other hand, subjectivise
perspectives (such as some projects in action research and participatory research) focus only on
the subjects’ contributions, withour considering the knowledge that the educatienal structures
have accumulated. The egalitardan dialogues that are held in learning communities integrate
both the knowledge held by the scientific corununity and the experiences of the subjects; by
considering the contributions of all parties, this more inclusive kind of communiry can reach
agreements and make decisions that are more appropriate for all concerued.

Contrasting the rescarchers” scientific knowledge and the subjects’ experiences, all the
participants reach » mutual agreement abous their own maodel of school. The participants can
consider the best practices that research has assembled for overcoming school faiture: they can
discuss whether and how those findings are applicable to thenr own context, and whether to
adapt them or try new approaches. They can also decide whether they want to go through the
process of transforming themselves into a learning community. Once they conclude the process
of decision-making, they notice that people start doing things differently in the school. T what
follows, this transformation is illustrated through two examples that are also instances of
egalitarian dialogue.

One result of this egalitarian dialogue in learning communities s that most of them decide,
after discussian, to arrange their classrooms into inferacrive grenps for as much time as possible.
[nteractive groups arc small heterogeneous groups of students, In cach group, there is one adult
(a professienal, a family member or a volunteer) wheo is responsible for encouraging interactions
amonyg students, so that everyone helps the others to complere all the planned activities. Thus
egalitarian dialogue is present. not ealy during the community’s debates on the main decisions
regarding the school, but also in each and every learning space of the school.

Interactive groups are an example of deliberative democracy within the clhassroom: students
from diverse backgrounds deliberate about their educational tasks, helping one another in a
process thas simultancously generates solidarity and academic success. As Elster (1998) states,
once people engage in deliberative democracy, they change their preferences through dialogue.
A child whose goal was te be the fist in his or her class shifts towards the goal of coliaborating
so that his or her peers can also succeed. Similar transtormative processes are found among
family members: these who previeusly wanted their children to be at the top of their class now
want all the children in the classroom to succeed.

Additionally, interactive groups function better than earlier ways of organizing students and
human resources, as they respond to the problems of mixture and streaming. When mixiure
(INCLUD-ED Consortium, 2006-2011) occurs, students in a heterogeneous group do not
recelve enough appropriate attention, because a single teacher cannot satisfacrorily respond to
all their diverse needs. They can get enough attention, however, when more adults are included,
and they work to promote interactions among the students. Interactive groups are also an
improvement on sheaming, in which students are segregated by ability, thus missing the goal
of high educational achicvement for all,

A second example of educational practices that many learning communities have chosen and
implemented through egalitarian dialogue is fanily and community education. This means that
schools reach out to a wide range of family members and others in the community and extend
educational opportunities to them:. Such schools also stay open as maay hours as possible
throughout the week, and offer a coordinated blend of training and leisure activites. For instance,
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many learning conununities organize tutored libraries or dialogic literary gatherings, wherd'
parents and community members read classical literature. Egalitarian dial fogue is at the centre of
the mixed commnitices, where teachers, scudents, family members and other citizens use a process’
of deliberative democracy to implement the decisions they have made about the school. Tiu'
process profoundly changes schools and the surrounding community.

The egalitarian dialogue makes it possible to offer all children a real utopia: academic success
for everyone without discrimination. By engaging in this process, active citizens of the com
munity reject the kind of rescarch that promotes racism in education, For instance, the Spanis
media reported one study that ‘demonstrated’ that when schools have more than threg
immigrants per classroom, the overall educational level declines (Izquierdo, 2005: 29). Later:
the media rectified that incorrect statement: a major television news programme reported that,,
when schools that served mostly inumigrants were transformed into learning communisies, the:
academic level of all students improved. The programme showed an elementary school that
had been transformed into a learning community: while the proportion of immigrant students
had risen from 12 to 46 per cent, their achievement in the areas of language and reading had’
also risen significantly, from 17 o 85 per cent.” _

Another similar example is found at the same school. Having been immersed in the'
mainstrean: public discourse, the English teacher befieved that the arrival of mmigrants from.:
North Africa would lower the level of learning in the classtooms. Similarly, when some Muslin
girls and mothers arrived wearing the hijab, the community generally believed that they would .
bring gender inequality back to Europe. When the school decided to transform itself into 2
learning community, however, the English teacher began to work in interactive groups in his
class and he looked for volunteers in the neighbourhood. He found 2 Muslim mother wearing.
the veil, who was not highly literate and did not speak Spanish, but was fluent in English;
having lived in Treland for some years. When this Muslim mother started to volunteer in the
English interactive groups, the teacher could see how the learning level of all students in‘lproved:,

along with the students’ perception of Muslim women and gender equality. Transnational
immigrants represent an important source of enrichment for European societies, so it is erucial
that their talents be considered. For instance, many undocumented immigrants in Spain hwé :
higher levels of English knowledge than do Spaniards themselves.

Beyond the theory of communicative action: communicative acts

In the schools that have been transformed into learning communities, the dialogue occurs among -
all the citizens involved. It is not only a dialogue about pedagogical innovations between students
and teachers in classrooms where other members of the community cannot step in. Instead,
the dialogue is among people of very different status who may play quite different roles in
schools and in society. Therefore, the main goal of this dialogue is not just to develop innovative -
teaching methods, but rather to move towards equality of results (beyond equal opportunity).
by transforming schools, communities and society. Carrent sociological theories increasingly -
provide clements to develop descriptive analyses of those dialogues and offer nonmative criterda
to make them more egalitarian. _

As the social sciences and societies have turned dialogic, the analysis of dialogue has become
a valued resource for either reproducing or transforming social reality. In turn, Jitrgen Habermas
(1984, 1987) built his theory of conununicative action, taking John L. Austin’s (1962) theory.’
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of speech acts as a stazting point. Overcoming the traditional barrier berween language and the
world, Austin developed pragmaric linguistics with his concepts of locutionary, illocutionary
and perlocutionary speech acts: “FThe locutionary act has some meaning: the illocutionary ace
has a certain force in saying something; the perlocutionary act is the achieving of certain effects
by saying something” (p. 121). For example, the urterance ‘The administrator told us that
“stndents learn more when they are organized 1n ability grouping”™’ 15 a locution, while *We
protested because most of the poor immigrants are placed in the fower ability groups’ is an
iliocution for indicating a force (2 protest), and ‘The administrator discouraged us™ is a
petlocution because it includes the effect that this speech act had.

Habermas applies sociology to Austin’s language theory by associating speech acts with
actions. Because strategic action is oriented towards success, it is based on perlecutionary speech
acts. Because communicative action is oriented to consensus, it is based on illocutionary
speech acts, When a dialogue between a student, his/her teacher and his/her family members
15 a strategic action, at least one of them is using perlocutionary speech acts, oriented to succeed
according to his or her power claims. Sometimes the expert teacher does not want to have the
‘difficult’ students in his/her classroom; s/he wants to see them moved to another classtroom,
often that of the newest teacher. He or she orients his/her conversation with the family members
to convince them that chis is good tor the child, FHe or she may say, "We want to put your
daughter in the other classroom in order to accelerate her learning’. Because his/her goal is to
get them to accept what he/she considers to be better for him/her, he/she uses perlocutionary
acts based on power claims to hide his/her real intention. A mother may ask, “Why are the
“difficult children™ who are excluded from regular classrooms almost always Roma, immigrant
and poor children?” The teacher would then reinforce his/her opinion using a power claim
based on his status, answering that he/she is the expert on education and the one who knows
what is best for the children.

When a dialogue between a student, the teacher and a family member is a communicative
action, they use llocutionary speech acts orented to reach consensus about what will help the
student to achieve the maximum of instrumental learning, values and emotional development.
They will all say what they really think on the basis of validity claims, rather than power claims.
For example, the expert teacher may explain o the family members that he/she finds ic difficuls
to manage the classroom with so many different ability levels and with some students behaving
badly. He/she even might propose pucting the ‘difficult ones” into a separate classroom with
another teacher. Family members then can tell him/her that a citizens’ assembly was analyzing
the nteractive groups at another school, which are one way of overcoming these difficulties
without excluding any child. In communicative action, the teacher does not appeal to his/her
status or use power claims: he/she only uses validity claims, as do the other members of the
citizens' assembly.

In his theory of communicative acton, Habermas {1984) elaborated on the work of John
Searle (Searle and Soler, 2009). However, Searle criticized Habermas for not having understood
the theories of both Austin and Searle as they apply to speech acts. We agree with this critique.
Searle clarifies that Austin relates llocutionary specch acts to understanding, and Habermas
wrongly includes in this notion of understanding an odentadon te reaching consensus.
According to Austin (1962), illocutionary speech acts allow che teacher and the tamily members
to understand one another's positions, but this does not mean they are willing to reach consensus.
As Habermas defines llocutionary speech acts, the teacher and the family members try to
understand each other, but also aim to reach a consensus.
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Although we agree with Searle that it is incorrect to ateribute this normative dimensiaii;
(reaching consensus) to Austin's illocutionary speech acts. we agree with Habermas that thi
dimension is important to the process of communication. We need the latter process, mora’
than Austin’s original concept, bath te understand social actions teday and to provide approaches

to improve these actions. The Habermasian conception of illocutionary speech acts helps us to
analyse the dialogues among all citizens about schools, as well as to provide perspectives fos
improving these dialogues in order to transform schools and educational systems today, '
Post-structuralist criiques of Habermas have stated that he overlooks power. The tllwm*y oF
communicative action, however, differentiates between the use of power claims and validity,
claims. Foucault (1977) and Derrida (1967) consider thac all relations are power based, includil}é
those that Habermas considers to be based on validity cliims. Learning communities are no} :
based on the thinking of these authors, because it is impossible to advance towards egalitarian
educational transformations hased on these post-structuralist seances. I all relations arc based .
on power, why should we favour demacratic schaols that overcome segregation? And why
should we work to transform authoritarian schools that segregate immigrants and poor students?
Of course, Foucault and Derrida do not aim 1o provide a normative framework to help
distinguish between what is democratic and egalitarian and what it is not, In fact, they have .
never pretended to do so? ‘
Still, it is erue cthat Habermas has not developed elements that can be used to deeply analyse
the power interactions that are present in communicative actions. Fis conception does 1'10f :
clarify that, in the real wortld, ever the most dialogic relations include power interactions to -
some extent. When the experienced ceacher talks to family members, even if his approach -
is totally dialogical, he cannot avoid the fact that he has a position of power in relation to
poor students and families. Beyond Habermas™ ideal conditions for communicative action,
which are based on the speakers’ intentions, egalitarian dialogue must consider those power:
interactions. Instead of being based on the ethics of intentions. fearning communities are based -
on the Weberian ethics of responsibilicy, accounting for those interactions and therefore for
the possible results of communication between teachers, students and family members. Those
communities distinguish between dialogic relationships and power relationships. In dialogic
relationships, dialogic interactions (not only validity claims) prevail over power intcructio‘l_m;
in power relationships, power interactions (not only power chins) prevail over dialogic
interactions. L
in the learning communities, teachers, students, family members and other citizens have
dialogic relationships. Their debates are grounded in arguments (dialogic interactions) and not
in their unequal starus in the social structures {power interactions); stifl, they are aware that
those inequalities have an influence on their dialogues and on their consensus, In theic dialogues
they include the public awareness of this influence and the efforts they make to ovcz'mm:‘ it.
Another limitation of Austin’s theory of speech acts for the present sociological analysis is
that it imiplicitly reduces communication to speech. Communication is much more than \\;c}rds;
it also includes looks, tones of voice, gestures and much more in the relationships among
experienced teachers, family members and students, The theory of comununicative acts, unlike
the theory of speeclh acts, includes all those elements. Dialogic communicative acts are based,
not only on arguments (words), but also on other elements of dialogic Interactions, such as the
practice of equally considering all the social actors who participare in them. Power
communicative acts are based, not only on the words of those who place themselves in a superior
category of knowledge and social structure, but also on elements such as their unequal and
authoritartan attitudes.
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The dialogic transformation of the school sysiem

Through the egalitarian dialogue within che school context, citizens gain the strength to work
to transform the school system. They gain this strength mainly tfrom their arguments, which is
the force that Austin ateributes o the llocutionary speech aces and that learning communities
attribute to the wider concept of iflocutionary comumunicative acts.

These citizens bring into the public debate on education their practical and theoretical
arguments in order to help overcome school failure and to improve everyone’s experiences of
living rogether. OF course, these public debates are based on diadlogic communicative acts with
dialogic interactions, but they also include many power interactions reoted in the school system
and social structure. Policymakers and members of the upper and middie classes have many
resources that allow them to impose their interests and objectives. However, in the public debate,
it 15 the arguments that count the most. Thus, the learning communities have been buile within
a solid framework based on arguments thar are not easy to dismiss publicly.

Leaming communities succeed because they eransform these public debates into dialogic
communicative acts. They succeed because chey place so much stress on arguments, so that
the dialogic interactions have more force than the power interactions rooted in structuralise
positions, Without public debates, it is possible for policymakers to impose their segregation
policies on the most disadvantaged students in special classrooms, But when the learning com-
munity discusses the focal children’s scheol experiences, these policymakers must accept their
arguments, especially if they reject these policies. These dialogic communicative acts demonstrate
that the theories of reproduction are wrong when subjects challenge structures and transform
them from their perspective as active citizens. These transformations resonate with what Wrighe
{2008) calls real wiopias,

Along similar lines, the collaboration between citizens and dialogic researchers has been very
productive in social research. In the Framework Programs of Reesearch (FPR) of the European
Union, one instrument is commanding the most resources and high scientific recognition:
the Integrated Projects. While the FPR have craditionally been dedicated to biochemistry,
information technology and similar areas, for the first time an integrated project has been
dedicated to analysing schooling: the INCLUD-ED. The European Union’s purpose in
launching these programmes was to generate new scientific knowledge that woeuld better inform
European policies. Thus, depending on their orientation, FPR projects have great potental to
transform policies. In the social sciences, the programme’s main objective is to promote social
cohesion, which includes overcoming the social exclusion and inequalities that face the most
disadvantaged groups. The final conference of the FPR project WORKALQ (a transnational
study about the Roma population in Europe) was held in the headquarters of the European
Parliament. Members of the European Parliament {MEPs) were taking notes on the debates
between researchers and subjects. A woman who introduced herself as an illiterate Roma
grandmother presented the suimmary of the project’s main conclasions (Beck-Gernsheim cf al.,
2003). One of the MEDPs who attended brought these conclusions to the Eurcpean Parliament;
there they were included in 2 resolution that was later approved unanimously {European
Parliament Resolution, 2005).

Similar resolutions were also passed at the level of EU member states. For instance, the Spanish
parliament unanimously approved a resolution to recogmnize the Roma as one of the people of
Spain {Congreso de los Diputados. 2003}, As a consequence of this decision, the Spanish State
Council of the Rema was created, and the state committed to consuiting with this council on
any policy that affects the Roma. This recognition is seen as a historically crucial change that

45

2




RAMON FLECHA
has deeply transformed six centuries of relations between the Spanish state and the Roma. Durigg
the 1980s, some Roma warned about the potential negative consequences for their childrey
in terms of absenteeism and school failure, of the nutional schoo! reform that was develope
and finally approved in 19905 But the experts and the pelicymakers dismissed their statements.
After the transformation generated by the WORKALO project, today the state is obligated ti
listen to these voices. Dialogic sociology, as found in the WORKALQO project, made real thg
objective of public socdology (Burawoy, 2005), by moving beyond the academy and engaging
with wider audiences,

Citizens participating in the learning communities are very diverse in terms of gender, social
class, ethnicity, age, sexual orentation, religion ete., as well as their ideological and politic; .
stands. Some citizens argue that it policymakers change their decisions through di;llog;'c'
corumunicative acts in public debates, it is owing to a real change of attitudes: they see politicians
as now assuming they must look for the best education for all chiidren, including the under-
privileged. Others argue that policymakers have not changed their ztticudes but instead foel
pressured by the public debate. Even if this is the case, this change represents impartant benefies’
for the egalitarian transformation of the school systemn. Elster (1999) explains this sicaation:
as che “civilizing force of hypocrisy: If we take account of equity effects as well as efficiency
effects, arguing in public is probably a superior form of collective decision making’ compared.
to bargaining in private. But of course, ‘this is not a stacement for which proot can be offered”
{p. 402).

Teday, European Union officials are mainly preoccupied with efficiency and equity in the:
school outcomes of different social groups. Because seatistics such the resules on the PISA’
examinations have had such a strong impact in the media, most of the public debate focuses
on the limited and biased data this survey provides, Some teachers and authors opposed these
statistics; they defended their students’ poor performance on the tests as 2 form of resistance
and radicalism. In the learning communities, family members and other citizens criticize these
authors and teachers as self-labelled ‘radicals’; they say they oppose the efforts made to obtain
equal educational outcomes for all the students, including the mest disadvantaged ones
(efficiency and equity). while sending cheir own children to college {equity without efficiency.
for some, unequal efficiency for their own). '

The activities of learning communities are oriented towards an cgalicarian reform of the
school system and society. They consider a wide range of dimensions. These schools are.
struggling with gender-based violence, racism and war, Instead of discussing values and
emotions, these schools take action by restructuring all their spaces and dynamics an the basis
of solidarity and emotional development. This process is part of the egalitarfan cransformation
towards overcoming the current unequal results on mathematics, language and science along
the lines of class, gender and race. The professionals and families participating it these schools
are very aware that, if poor children fil an exam in mathematics, that does not mean that their
school is more radical. What makes a school radical and transformative is thac everything is
done in solidarity, including the teaching of mathematics.

Learning communities demonstrate that egalitarian transformation is possible: they are aware
that some actions support positive progress towards this aim and some do not. The EPR
INCLUD-ED project is focused on clarifying the transformadive strategies and their transposition
o EU member states and regional governmental policies. There are many examples of chis
kind of transformation; we offer two of them below,

Having seen the success of the transformative actions that INCLUD-ED selected in twenty-
six Basque schools, the Basque Counrry government developed a plan to extend chis work to
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ies entire school system. The minister of education said publicly that his dream is to eransform
tle Basque Country into a learning conununiry. This plan has not been developed by thE‘ E-mAsquc
aovernment itself, but through a very open and long dialogue among alt kinds of citizen:
:radc union members, teachers, researchers, manual workers, members of social .1]10\-'6.‘1.1101{&,
Fumilics. students, swomen’'s organizations. This dialogue was conducted through illocutionary
CcOmMMUuMcItive acts. . .

A second example is found in the General Directorate of Education of the European Union,
particularly in the cluster called *Access and Social Inclusion in Lifelong Learning’. This body
is Compos'cd of two representatives for each country: one from the government and one from
the NGO sector. Members of the cluster have analysed the actions that INCLUD-ED selecred,
along with the theoretical developments and practical experiences of leaming Cmnmun?t%cs.
They have done so by discussing them directly with the involved cirizens in the communities.
T‘hc‘ cluster recommended thae those activities be implemented in the various European
member states. _

Dialogic sociology has facilitated many of the transformasions outlined here. These
pransformations are becoming relevant for many people, especially, but not only, the under-
privileged. They are also important for chose researchers who want to collaborate in a process
.oftmnsfonning the school syscems and societies. [n doing so, the authors in this approach are
working ;11011? the lines of what Erik Wrighe (2008) calls the sociolegy of possibility and not
of what he calls the sociology of impossibility. Just one day before this present chapter was
completed, the European Union condemmed segregated special cl;lssroo_m:’s tor i.nnﬁnigrmmxts_;,_
arguing that they should not be separated from the rest of the children (Missé, 2009: 37)‘. T lns_
rc;tJlution will transform the lives and the opportunities of many children. And this kind of
transformation is the reason why an increasing number of seciologists are working on dialogic

sociology.

Noies

1 ‘Sometimes, as Ramén Flecha here demonsteates, knowledge flows from the bottem up, when
individuals with no degree or academic background “produce™ and “invent™ cultural analyses on
the basis of their own experience, their thought, and the exchange with other inventors or theic
own culture” (Touraine, 2000}

*One site where this already occurs in some places is in education. In Barcelona, Spain, some public

ta

clementary schoals have been twrmed into what they call “learning communities” in which the
!50\*'{3!‘11;11}(“{.’ of the school is substantially shifted to parents, teachers and members of the community.
':md the function of the school shifts from narrowly teaching children ro providing a broader range
of learning activities for the community as a whaole’ (Wright, 2008: 20).

3 www.tvd.cat/videos/ 1009029/ T N-migdia-2022009 (minute 31:23).

4 Fhe learning communities project aims to transform schools by instenzing dislogic relations il]é:tc;ld
of power relations, Learning conumnunities represent a deep critique of the social and edu‘catmn;ll
exclusion created by power and the lies associated with this exclusgion, On the other hand. [‘nucu.ult
{1977) does not consider power to be negative in itself “We must cease once and .[-UI' all to dcscrelib'c
the efftcts of power in negative terms: it “excludes,” it “represses,” it “censors,” it “abstracts,” it
“masks.” it “capceals”” (p. 190, Along similar lines, Derrida (1967: 21) tries o deconstruct - to
destroy — the signification of truth, while learning conmunities follow the opposite orientation,
\\-’hici'llChomsky (1996; 56) describes: "The responsibility of the writer as a2 moral agent Is to ay to
bring the truth about matters of hunmn significance o an audience that can do something about

them.’
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3 The school reform implemented ar that time was LOGSE — Tey Org,

anica de Ordenacion Gene
" v ‘ : ) rl
del Sistema Educativo de Espaiia, ‘-1'111_
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The democratization of governance
in the Citizen School project

Building a new notion of
accountability in education

Luis Armando Gandin

Speaking at the World Social Forum in Belém, Brazil in January ot 2009, David Harvey

presented the concept of “the right to the city™

I have been working for some time on the idea of the Right to the City. [ take it that
Right to the City means the right of all of us to create cities that meet human needs.
our needs. . .. The right to the city is not simply the right to what already exists in the
city but the right to make the city into something radically different.

(Harvey, 2009: 3)

This concept summarizes what the experience of the Popular Administration (a coalition of
Jeftist parties, led by the Workers Party) and its Citizen School project in Porco Alegre intended
to create: racher than perpetuating the current narrow view of accountability in education, based
on a market—centered worldview, the Popular Administration started implementing what Harvey
describes. As Harvey says, people have a “right to construct different kinds of cities” and not
only receive “crumbs from the rich man’s table™ (Harvey, 2009: 5). At the center of the Citizen
School project was precisely the idea that the priority in public policy has to be, more than
merely guaranteeing access to what the city already has to offer to iss citizens (what, in the case
of the favela dwellers, would certainly be already a step-up), changing the relationship between
the communities and the state. The state has to be taught by the communities how to interact
with them; the school has to change its structures and presuppositions and not simply demand
students from the favelas to either adapt or feave, as traditional schools do. Being accountable
to communities in this context is more than merely “doing what's best for the client”; it
represents building up @ relationship of commitment beeween state and comnunities; this is
the kind of change in educational public policy that offers an altermative that is not only a distant
reality but one that is being implemented in a large Brazilian city,

in previous publications {Gandin 2006, 2009a,b), I examined the experience of the Citizen
School project implemented in the municipal schools of Porto Alegre. The conception of the
Citizen School was implemented over a period of sixteen years (starting in 1989) by the Popular
Administration, a coadition of leftist parties, led by the Workers Party. The Citizen School project
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RS-

evalved as a program, defined collectively by the actors involved, of democratization of access
to schools, knowledge, and governance. In this chapter [ will concentrate my analysis on the:.
democratization of governance promoted inside the schools, in the relationship benween the'
Municipal Secretariac of Education (SMED) and the schools. and between commiunities and |

the schools.

The democratization of governance in Porio Alegre’s municipal
schoois

In the context of the Citizen School project, democratizing governance involved the -

democratization of the relationships inside schools, between the school and the community,
L

and berween the school and the SMED. The democratization of governance implied the creation

of an institutional design that could generate the empowered participation of teachers, staff]

parents, and administrators in the undertaking of decisions about education in Porto Alegre, as

well as a system of monitoring that guaranteed that the collectively ageeed-upon decisions were

being implemented. The democratization of governance also gave the culeure of the community

a central role in the educational and administrative spheres of the school and school system: |
3 ;

both the state agencies and the communities had to learn together how to construct new |

mechanisms that represented the will of the communities.

The decision-making and monitoring processes in the educational systemn of Porto Alegre
occur at various Jevels: for example, the establishment of a broad city policy for education and ™

its constant evaluation; deliberation about how to invest the maoney allocated by the central

administration to the school; and the creation of an educational model that builds mechanisms
of inclusion to scruggle against a society that marginalizes the impoverished students and denies

them valuable knowledge.

The Constituent Assembly of Education (held in 1995) was a core element of this process
of democratization, Gathering more than 500 delegates (in 2 process that started with meetings
in every school and extended for morze than a year) from the school communitics, the Assembly
formulated the broad policy directives impiemented by the SMED (Silva, 199%), This alone
marks a significant departure from the traditional model, in which decisions are handed down
from abave while implementation is left to the schools. Through their elected delegates, schaols

and their communities were actively involved in the construction of the educational policy in

Porto Alegre. This is a unique aspect of the Citdizen Schoaol project. Fung, who studied the
Local Schools Councils in Chicago (1999) and classified them as highly positive, nevertheless
suggests that “centralized interventions, themselves formulated through deliberation, would then

further enhance the deliberative, participatory, and empowered character of otherwise isolated -
. . R - . . . .
local actions” (Fung, 1999: 26). This combination, suggested by Fung as ideal, seems 1o be

exactly what has been achieved in Porto Alegre,

Another important element to emphasize is that the experience in Porto Alegre has been
serving as a vizble alternative to the neo-liberal market-based solutions for management and’
monitoring of the quality of public schools in other parts of Brazil. Involvement of the parents
and of the students in important decisions and active monitaring in the school (not merely
peripheral decisions) gives them a real sense of what “public” means in public school. At the

same time, because the SMED has been able to involve teachers actively in the transformations—

as well as to help improve their qualifications and salaries

instead of merely blaming them
and their unions for the problems in education (common practice in the neo-liberal driven
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reforms), the Popular Administration: has been able to include every segment of the schoals in
the collective project of constructing quality education in the impoverished neighborhoods
where municipal schools are situated. Thus, instead of opting for a doctrine that merely treats
parents as consumers of cducarion {treared iself as a commeodity), the Cinzen School became
an alternmarive that challenges this idea. Parents, students, teachers, staff, and administzators are
responsible for working collectively, each contributing their knowledge and expertise, to create
better education. In this way, the Citizen School has defined itself over and againse the markes
logic that offers only competition and “exit” as solutions for parents.

The market logic, with “exit” as a solution to the problems of the disadvantaged groups
in public schools, does not provide any mechanism for actively involving parents directly in
mproving the quality of the schools. As research has shown (Whisty et al., 1998}, “choice”
schemes merely offer an individual option that does not contribute at all to the formation of
networks of citizens interested in bettering, not only their schools, but also their communities,
In the Citizen Schoel, the active involvement of the community in the schools is a mechanism
to guarantee the improved performance of the school and for holding teachers and administrators
accountable to the parenss and to the community. The school council, with its powers to
deliberate. regulate, and monitor, together with the Constituent Assembly of Education, where
principles were constructed, provides a mechanism that can generate schools that are open to
assessment of quality by the community.

The Citizen School was a project for the excluded. Not only students, however, have been
benefiting from the improved quality education they receive. Parents, students, and school
staff, usually mere spectators of the processes of decision-making in the traditional school, are
now part af the structure of governance inside the school council and bring cheir knowledge
“to the table.” Tn fact, the whole process challenges the cultural model that says that poor
and “uneducated” people should not or cannot participate because they do not know how to
do so.

It is true that lack of information can be a real deterrent for effective pacticipation. The Popular
Administration argued strongly that participation was a process that had te be nurtured: therefore,
it launched, in the first years of the project, a program to provide training and information so
that people could participate knowledgeably in the school councils and in other participatory
structures such as the Participatory Budget (2 mechanism that guarantees active popular
participation and deliberation in the decision-making process for the allocation of resources for
mvestment in the ciry; see Santos, 1998). Thus, the wransfer of technical knowledge has been
an important part of the process. In this sense, the Popular Administration and the SMED
seem o have understood perfectly Offe’s observation thae the functional superiority of a new
model of participation does not by itself solve all the problems involved in major democratic
reforms (Offe, 1995: 125~126). The mechanisms of the Citizen School redefine the participants
as subjects, as historical actors. Participants are not only implementing rules, bue are part of an
historical experiment of reconstructing the organization of the municipal state.

One problem that afHicts democratic governance seructures such as the school councils is
the possibility that participants who historically have held more power will continue to domin-
ate them. This is a serious issue that needs to be addressed, given the experiences of similar
experiments elsewhere. Some specitic factors in the case of Porto Alegre, however, reduce the
risk of this. First, the municipal schools are all situated in the most impoverished areas of Porto
Alegre. Therefore, the classical examples of middle-class parents dominating the discussions
(see McGrath and Kuriloft, 1999) are avoided because, as a rule, there are no middle-class parents
in the regions where the schools are located. Two scudies of the Participatory Budger (OP) in
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[’.ortc) Alegre offer some indirect evidence (Abers, 1998 Santos, 1998), and cne study offeis
direct empirical evidence (Baiocchi, 1999) that shows thar there is ne domimtion by powerfy|
groups in tl?c deliberative processes. In the OP, there s gender parity among the participass
of the meetings, and the proportion of “less-educated” people corresponds to the city average
(Baiocchi, 1999: 7). While it is true that there are more men and educared people sp’eakin.git
the meetings, the rescarch has also shown that the main factor determining who speaks is tﬁe

number of years of participation. There is a learning curve that encourages people with more

years of participation to speak. In fact “participation over time seems to increase participation '.
parity” (Baiocchi, 1999: 10). This is a very encouraging canclusion, especially given the ;)réjCCt‘{
conscious pedagogical aims. Having said that, there are no data about the compaosition ofthé
various mechanisms of the Citizen School itself, and therefore there is no evaluation of this
potential problem in the schools of Porto Alegre. :

The way financial resources are decentralized and wansferred directly to the schools ;11.5;0
brings about changes inside them, This requires principals, teachers, and the members of the
school council to learn how to deal with public money. In contrast. the historical centralism
of the educational system in Brazil instilled distrust and an inability to deal with the notion of.
public resources. The opportunity for thase whe take part in the Citizen School project is to
learn, while doing it. how to creare consensual democratic rules regarding how to allocate these
public resources and how to create democratic ways of monitoring their use. In this sense it
restores to the public the position that had been historically privatized by the interests of the
dominant groups (Genro, 1999)—and it does so by including members of the cotmunity who
recover their dignity by breaking with the dominant notion that, because they live in 2 favela
they are too miserable to be able to participate in a governance structure. — _ '

Baiocchi {1999), referring o the OP, says that there is a real empowerment of the poorer
groups, because their demands now bave a channel and their voices can be heard. This is alsg”
certainly true in the case of the Citizen School and its structures, as T showed above. In the
Brazilian context, where citizenship has always represented merely a right to vote (actually &
dury, because voting is compulsory in Brazil), the idea of beinsa.r parth of the real decisions
concerning the life of the institution responsible for the education of their children is 4
tremendous achievement for those groups, something thac organized social movements have
been fighting for for decades. If we consider also the OP (and the close relation between the
or ;"ll?cl tl.lt} sehools is itselfa great democratic achievement), the consequences of the aggregated
participation in essential spheres of their lives create a real change in the way impoverished
communities organize themselves and refate to the state. Baiocchi (1999) SilO\VS how that
participation in deliberative instances is not breaking down political interests into ever-smaller
parachial issues, but promoting an increasingly active citizenry, attentive to the larger issues of
the city and country. [t is possible to conclude, therefore, that the Citizen School is helping
to produce, together with the other inidatives of the Popular Administraton, empowered
citizens (all the segments of the school community), who not only deliberate about the best
way of administering schools but have an active role in monitoring public institutions in order
to generate effective state practices.

Yet another element of the democratization of governance is the radical democratization of -
the internal management of the schools. The election of principals was a long-time cause for
teachers’ unions in Brazil as part of the larger conception of democratic zuau:lgcmcnt. Direct
elections for principals guarantee that the coordinatar of the school is not a person chosen
because she or he has a good relationship with the administration something that kappens in
the majority of the public schools in Brazil), Any teacher can be a candidate, without needing
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3 special degree—an important step towards challenging the idea that only those with a degree
in school administration can manage effectively. By quesdoning this premise, the Citizen School
project shows that the process that is occurring in the education of the students—
problematization of what counts as knowledge—is also occurring at the administrative level.
Having said that, the SMED is aware of the difficulties of a principal’s task and cherefore offers
periodic training to those who wish to be candidates.

The process of direct election of principals by the whele educationa]l community produces
great voter turnout. Every clection, thousands of people vote in the clections for principals;
communities arc involved in the election process. This is also an important part of the
democratic learning process of the communities, especially because it triggers a debate about
the proposals for management of the school. Prospective principals campaign in the school and
in the community, where they must offer a proposal for their term of office with the ideas that
they want to implement if elected.

Furthermore. in contrast to the traditional schools where curriculum is sefected and
constructed outside the school and only “implemented” by teachers (the ever-present separation
between conception and execution in schools, analyzed by Apple. 1988). in the Citizen School
the entire curriculum is developed by teachers inside each school. This alone is already an
innovative governance structure of the SMED, which does not conceive the curriculum in the
secretasiat but urges each schoal to engage in a creative process of collective construction of
the school cumiculum. As a result, a totzlly new structure is created, one related to the
management of curriculum development inside the school. The steps taken by the schools to
create their curriculum, which invelve research in the communides, guarantee thar there are
democratic spaces and that it is not only teachers wheo participate in the process of the con-
struction of the curriculum. Community leaders, social movements (formal and informal), key
cultural leadership, and so on, through the statements collected in the participatory research,
also contribute to the final produoct.

In this sense, the school has a high degree ofautonomy. Aatonomy has come to mean several
different things, especially after the neo-liberal rearticulation of this term, so it is important o
develop a precise understanding of the autonomy to construct curriculum. Warde talks about

a progressive and democratic definition of autonomy. According to her.

School autenomy is the freedom to formulate and execute an educational project . ..
It is only feasible when the school is involved in a radically new pelitical project about
democracy and its top-down structures and relations are destroyed.

{(Warde, 1992: 86)

This is the kind of autonomy that the municipal schools in Porto Alegre are constructing.
By radically reconfiguring the “structures and relations,” schools created spaces for the
establishment of coliective reasoning and the search for ever-better education, collectively
developed by teachers. With the creation of spaces for critique and innovation, even if the
adminiseration were tempted to interfere in the schools, it would have to deal with this
disposition for critique of top-down decisions and fixed structures, This s a significane
indication of the success of the democratization of governance in the schools.

Finally, it is important to point out that, by building democratization of access to school,
democratization of knowledge, and democratization of governance, the Citizen School project
offers a concrete demenstration of its idea of citizenship. The project is producing citizens with
access to quality education in schools where students construct knowledge in the dialogue
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between high culture and popular knowledge, with neither treated as ultimately supe
the ot.her. Furthermore, these are citizens who can concretely understand th:lt‘tl"l(.‘pﬁ()h ic
to their economic difficulties is not individual escape; who view solidarity as a worti; . ol
who both value the collective and respect differences. These citizens are 1111.1-(:11‘1']"101"8 th‘ll}‘l :Efciﬁ];
;c;]?sgnu;l'rs, a cacegory that reduces participation in society to exchanges in the m‘lr%{lctplj:;e:
s is the notion of citizenship that the Citizen School is helping to cons L i
The Citizen School project E/ns able to provide a n(e:-:rl :;!;:llpi,]lll]]ir:;Onftr%mt. i ol
- ‘ ; : | 2 s0cis aginary for all those involived?
1n the progressive transformation of schools. By constructing a new model in the educational
system of Porto Alegre, the Popular Administration and the SMED provided more l:h'm‘alm-1 11
political language for progressive teachers. parents, and veachers’ unions: they actually U"‘l\-’ti dn‘:“f
A concrete working example that shows that it is possible to build a ;:ounté]':llzlrrenlol:{n'
alternative. The Citizen School project offers not just a discursive anchor for the sup :c‘)rt* .“‘E
a school that ;1_ims at fighting exclusion and commaoditization in educacion: it pro‘.fidu}*&;L a 1(:{"11[? o
an example of success, a viable way of forging a counter-hegemonic 1110\-'cmént in (.;(]lLIC'I‘I:i tY_
an alternative to the mainstream notion of accountability, r!:his project is a reference thl can

rior tg

always be pﬂim:cd to as a working case of the principles of social justice in education. In :tt;d:cl:
where progressive experiences are attacked (correctly in some cases, maliciously in others) |
net clehw.:nng what they promised.’ the Citizen School project symbolizes the po%sihililtv OE"
constructing counter-hegemonic reforms. Rather than affecting only the munici ;'11 scho ?
of Porto Alegre, the Citizen School has an impact in the imagiaarim; of ail who s}t;uégle fc‘c);

AN t‘duc‘lt [ ] i lL.llS 1 llL same t [ th g t(l' ( '( o ()qu {_1 recognition
1 that ¢ 11e wi ] are l‘itnbutlm ot p b o
N 1 28] A 8]
0 (] ferences. }

Final remarks

aly 1o a TN P a 1 ~a b 1 :
}’;n. 11y 21;15 t];c conservative reforms in education prevalent around the world, Smyth 2001y =
claims that there 15 a possible alternative i stion, give
l lmlllt tllr.r: is a possible alternative to these reforms chat, in the name of devolution, give
schools all the “responsibilities and no power™ 3 : i i 1d be
ook all s d‘f_“} N power {p- 73). As he states, this alcernative should be
amatically different” fromt the market-driven models and

it is one in which schools are educationally vibrant places—where parents, teachers
students, and the community feel they are able to freely engage in discussion “JTI]d ‘dcb”lt;
about what is going on, why, and with what effect. Timrchisknlso an ;1bs-cnce of ‘;cho‘ !
bcing bludgeoned into submission using crude and narrow economic :u;.cnd:; Th‘cre 1(:‘(:
genuine opportunitics for dialogue, chances to understand one ;1110tl:;cr'§ ['wrs cct{\-‘c
outside coercion, and 2 greater tolerance, difference, and diversity in contrase t.G é'onffjormitv
and uniformity produced by some centrally determined market model. | -

{Smyth 2001: 83)

. [I}-Clllﬁ chapter,  have sought to examine the capacity of the Citizen School project to convert
itself ‘mt.o an alternative to the market-driven models in education. To a wreac extent Stryth’s
des%‘npuon of what an alternative could look like matches what I found iTl the (.Zitizc‘r{ Scimoi
project.

in F.act. in my rescarch 1 encountered schools thar truly are “vibrant places.” where there is
an environment of creativity, participation, and dialogue, not only among teachers and bctwcm;
tc?clhcrs and students, but also in the communities where the ;chools L:m: situu-te‘d Even the
ertique of some of the practices and measures of the SMED is. in fact, evidence of'thc fertile
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rerrain for discussion and dissent created inside the schools and of the effort thae these schools
make to search for betrer forms of constructing an education that really caters to the formerly
excluded students.

The municipal schools in Porto Alegre are also clearly not subject o a “narrow economic
agenda”; actually. they are explicit about their practices for avoiding this kind of subjection.
In fact, the SMED acts as a protective shield, behind which schools can conseruct their
curriculumt and new ways to involve the communities in the educational process of the studenss,
rather than responding to conservative attacks. The seriousness with which the SMED demands
from the schools the precise implementation of what the educational laws mandate, the high
priority it gives to creating schools that have excellent material conditions compared with the
past. and the relatively high salaries it pays to its teachers, end up resulting In a greas deal of
legitimacy for its actions.

In the municipal schools of Porto Alegre. [ have encountered teachers with a renewed hope
in the possibility of constructing a radically different school from the one they attended. [
witnessed teachers actively creating a curricutum for their school by interacting with the
communities and meeting regularly at imes especially allocated and institutionally guaranteed
for dialogue about their methodology and their goals with the specific nenwork of concepts
they are developing with their students. Rather than being pressured for a kind ofaccountabilicy
that only looks at test results, these teachers are socially, polidcally, and culturally accountable.
Qualicy in this context is not reduced to accumulation of information, nor even the ability to
establish conmections among concepts; it is also linked to the schools” capacity to generate a
culturally embedded curriculum that engages students in creative thinking and, to a certain
extent. in actions that could lead to social transformation in the future.

[n fact, besides having the organizational aspects characterized by Smiyth as central to any
alternative project, the Citizen School has also chalienged the dominant notion of what counts
as valid knowledge. In the municipal schools, the cusricufum creation is part of a larger process
of questioning “official knowledge™ and valuing the culture of the communities. In this sense,
this is a project that is implementing the idea of a “culeuraily relevant pedagogy™ (Ladson-Billings,
1994}, Drawing from Ladson-Billings” conceptualizations, Fletcher (2000 talks about the kind

of work that this pedagogy should be doing in schools:

instead of trying to convince students that the traditional curriculum will serve them, if
only they can master it, a culeurally relevant pedagogy ofters students an active role n
questioning the knowledge they encounter in school and attempts to give seieddents a place

to engage in their own critical reconstructions.

(p. 177)

This is exactly what the Citizen School seems to be doing. It is constructing what Ladson-
Billings (1994) would call “bridges or a scaffolding” that can help students to “be where they
need to be to participate fully and meaningfully in the construction of knowledge™ {p. 96).
The Citizen School project is trying to invert the traditional linear conception of knowledge
in schools. The notion of building “bridges or seaffolding™ breaks away from this linear rationale
and interprets knowledge construction as a process that must stare with the culture of the students,
but not stop there. It has to build what Santos (1989) calls a “double epistemological rupture,”
an undertaking that creates dizlogue between common sense and scientific knowledge and, in
this dialogic process, problematizes both of them. The fact that this goal exists in the project

and has beer actively pursued is promising in terms of forging this double rupture.
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E e

Tl’ct another important aspect of the Citizen School project thar makes it an alternative s
111a1115Fre;1111 models of accountability in education is the fact that it is not a \-'oll.u(}tw‘L t’Q:
experience, nor an experience that is restricted to the space of schools. Zeichner (1591) m“’lc
{hjt ene of the great problems with reforms in education is the fact that they are not Ij l'mm";q
ettorts of farger transformation in society, Fle states, ‘ e noritked i

advacating democratic educations j i ici

ing -LlLlIlDLl.l'EIL educational projects without explicitly cailing for general social

re c Tt 2 a 1 ] _ ' N N e

u:ogstructu_)n serves to strengthen the mistaken view—so successfully ingrained in the

public consciousness in these times of conservative resurgence scha
E )

that the schools are large]
responsible - e hos "Otte ik : - il
esponsible for the whole host of rotten outcomes that confront so many of our children:

Remaining silent on the need for broader social, ec i, 1ti

serves to create false expectations ab:ilot1\':1\;111:(:‘iijltrwcL:(‘)l‘lm']m"' T 'Chﬂﬂge g
e fo create : on vhat can accomplished by educational reform
alone. The position that I have supported here is that no school organizational plan o
le?-'el oFautonmjly in school decision making for teachers or the comeunitv by (icsclff
wﬂl‘ ever be sufficient for dealing with the institutional and structural iIlth]Ll’l]:i(;iL;ﬁl in~ .
society that underlie the educational problems in the schools. S

(Zeichner, 1991; paragraph 42} :

What the case of Porto Alegre offers is educational reform that addresses the com 1 ..
probiems.of exclusion and access. the issue of what is valued as knowledge, and the .l'icl}z Zf
dCH]O.CI-‘zltIC :structures inside schools in a close relation with the farger pro}ect of the P;) I |
Administration in Porto Alegre, which aims at rediseribution and rbccognitiozl {Fraser 155[82;
Schools‘; have an essendal role in this larger project, especially because they educqtc.!citL
‘who will be better prepared to demand more and better democratic scructures and to‘ u’tic‘;m[t15
in the ones that are already in place. Nevertheless, as Zeichner points out, scﬁools zlloP:;e c‘nfr? S
perform the necessary social and political transformation necessary to construct social 'u‘;tic:: :

If constructing new school structures and culcure is not suf'ﬁc‘icnt to perform th(c gch.nds of :
necessary lazger transtormation that Zeichner calls for, withou these new structures and culeure
sclloo{s actually act as barriers for this Targer project. That is why it was so impm"mlnt to hrml; :
away trom structures and a culture that perpetuates exclusion. This is something th1; the C"l i ;
School project, despite the difficulties, has managed to achieve, by, amon T:’Utii 1 thi ‘%szn
conception of democratization of governance. ) e § e e 18

MNote

| Diane Ravirch Puhl]s_hcd a long boak in which she. from a rightist perspective, criticizes the left -
:md' t.hc progressives for not accomplishing in education whar they promised (R;'witch :’[5['1(1) For |

1 cr.mcal review ofjthc book see Apple (2001). In this review, App}e‘:;rgues that, in the bo’o;c l{"l;-‘it:l: :
misconstrues ar ignores many of the most powerful dynamics th:ztknctual]v create the C(:'J(ld‘i[i()n‘; .

that led to ¢ svented school refi and
- or ]1FL\.(,11.tt.d school reform, and . . . stereotypes thousands of commirted educators who
have devoated their lives to schooling”™ (Apple, 2001: 332 l
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Syncretism and hyhrédity_-
Schooling, language, and race and

students from non-dominant communities!

Race is an issue thar I believe this nation cannot afford to ignore right new . . . The fact
Is ... the issues chat have surfaced over the last few weeks reflect the complexities of
race in this country that we've never really worked through-—a part of our union we
have yer to perfect, And if we walk away o, if we simply retreat into our respective
cormers, we will never be able to come together and solve {the chaflenges that face
America today}.
(President Barack Qbama, March 18, 2008,
Philadelphia, PA: Scholars Roundtable}

The 2008 United States election exposed the ways racist ideologies and practices are deeply

implicated in US history and mede visible the ways in which class alone cannot explain the

persistent inequities experienced by people from non-dominant conununities. ° President
Obama’s historie speech on race, motivated by persistent racialized attacks throughout the -
clection, initiated an important discussion of race in the public sphere. Yet, despite attempts
to address key issues of race, as in President Obama’s speech, the language of race relations too
often obfuscates the scructural and historical basis of racial inequality (Steinberg, 2007). Similarly,
the discourses of schooling in the US veil the fundamental structural basis of racial and class
hierarchies and inequities.

This chapter uses the schooling experiences of non-dominant students in the U8 as a case
of a globalized phenomenen in which the significant backstide towards greater economic and
social inequality has heightened the educational disparities experienced by students from non-
dominanc communities. [t focuses on the ways the theoretical concept and social conseructs of
race are implicitly and deeply connected to issues of culture and identity {Kubota and Lin, in
press). Further, it explores how language and liceracies have become proxies for race that serve

as the means for instutionalizing curricular forms of segregation, marginalization, and othering. -

Finally, it highlights the need for a theoretical explanation of the ways race, language, and literacy
constitute capital in schooling environments—and the need for a gendered and raced political
economy that emanates from the standpoints of non-dominant communities {Luke, in press).
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Finally, it challenges approaches that rely on a reductive and essentializing Iﬂ(‘.ﬁl]OTCLl]tLl}'ﬂl and
monoelingual lens ro define students’ linguistic repertoires and to design their educational futures,

“Racing-language™

The relationship between language, race, and culture has long been a @pic ('ff. i-I]tL:‘EL‘SC CTOS3
disciplines and fields, such as anthropology and linguistic anthropology (A?u_n, 2{)_()9; Boas, ‘15}40;
Zentella, 1997), sociology (Bernstein. 1973), sociolinguistics (Baugh, 198.‘?, 1997; Harris ;_md
Rampton, 2003; Lee, 1993; Smitherman, 1977), and educadon (Guutiérrez et al., 2001}
However, the asymumetrical relations between language and linguage speakers have not been
sufficiently addressed or explored intersectionally with class and race differences (Urciuedi, 1995:
533). For example, Urcuioli {1993} has addressed how hinguage/power :myx.nmcmcs, such as
those between Spanish and English, emerge when “people have to negotiate across power
refations” {p. 333) and public insdtutions; this is particularly poignant in school contc:{t.s where
“class and race differences that are mapped onto language are reproduced in the practices and
performances that make up students’ expeniences” (Foley, 1990, as Lti[‘Cd-il'-] Urciuoli, 19%)5:
537). To change the way we theorize and examine these relationships, linguistic ;mthropolog_,__rlsts
suggest that a serious effort must be put into theorizing race to understand lij the“pr;lctlnccs
of language are tied to inguistic and racial inequality (Alim, 2009)—what Al¥n.1 calls “race-ing
language™; with simultaneous attention to “languaging race.” that is, theorizing language to

understand how race works.

Rethinking the construcis: syncretic and historicizing
perspectives

These new theorizations notwithstanding, there has been insutficient attention to theorizing the
relstionship between race and language, and this has occurred across disciplinary boum.:l:u‘ics,
theoretical perspectives, and methods. Steinberg (2007}, for exampie, has ;lrgu.cd that socmlégy
remains a “white sociology,” even in discussions of racial inequality, where dominane perspccm'-es
and interests are maintxined by focusing on the “victims” instead of those who perpetuate racial
oppression and historical inequality. Steinberg proposes an inversion ofno.rgmtivc practices so
that the standpoints of those who are the object of ractal oppression are prmleged.' ,
In the domain of education, researchers (Gutiérrez, 2006; Guiiérrez & Arzubiaga, 2008)
petitioned scholars to examine how their own work helps to construct and sustain essentialist
and deficit narratives of the educational potential of non-dominant students. The operant vasks
of this project would center on locating the central conseructs in rescarchers’ work, 11;11]1%[1‘%
the framework and field that give meaning to the constructs, as well as understanding
their history of use vis-i-vis non-dominant communities. ldentifying the ideological Positions
in the constructs and frameworks employed is fundamental te understanding whose interests
have been served and how commonplace constructs such as “diverse,” “at-risk,” “limited-
English-proficient,” and “underachievement” have been naturalized in deficit discourses used
to explain non-dominant studenes’ performance in school {Rose. 1983), ‘
Historically, language and naturalizing discourses of difference have not served the .bemgn
goal ofidentif‘),ring student needs, but racher have served as an insidious indic_;lt.or c.inntclhgcn'ce.
The operant notion of culture here is based on its relation to genetics or deficit views that paint
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the practices of cultural communities as homogeneous, unchanging, and deviant fom dominant:
thus nornative, practices. Further, the tendency to focus on explorations of ainguage, lamgu;m;
use, and practices, absent of their context of use, essendalizes and dchistoricizés stu(}cn:é‘
“linguistic repertoires of practice” (Gutiérrez and Rogoft. 2003). In misrepresenting and
undervaluing students” linguistic toolkits, empirical work can serve o further cxac;rbd'té.
students” marginalization (Alim, 2005),

. Th_e_\.vork ot- critical race theorists (Gomnda, 2004} has highlighred the importance: &
historicizing racializing practices to theorize, to “re-mediate,” and design new pathway,
possibilities, and educational projects for students from non-dominant communicies. In his wmil'\
Gotanda (2004) used the notion of wiiite intocence as the analytic standpoint from which ke
examined racial ideology in Brown v. Board of Education, the US Supreme Court decision that
ostensibly outliwed overt racial segregation in American schools, In his analysis, Gotanda arguied:
that the US Court was engaged in the ideclogical project of defending and maintaining :uhifif
imocenee. Flere, the racialized notion of white innecence does not refer o the racial c;lteg;ory of
whiteness, but rather to the dominant subject-position that preserves racial subordinat{on and
the differential benefits for the fmiocents who retain their own dominant position. .

The practical logic of white innocence

In the 1954 Brown decision—a touchstone case for educational civil rights in the US—the US :
Supreme Court stated that overturning previous cases allowing segregated schools was based:
on scientific evidence previously unknown to the Court. New empirical research provided the-
1?3515 for the Court to declare that racial segregation “generates a feeling of inferfority” among
Blacks (347 US 483, 494), a fact previously unsubstantiated. according to the Court. By
explaining that empirical evidence was absent during previous court decisions on racial
segregation, the court created the space for the absolution of its own role in preserving the
nation’s history of racist practices (Goranda, 2004; Gutiérrez and Jaramillo, 2006) and the re;crsal-
of a well-established legal precedent. As a consequence, there was no compelling moral
obligation to make fundamental structural change in the legacy of cultural, socLial, and
institutional racism in the United States or for the “innocent” to acknowledge and challenge:
the underlying logic of the inhumanity and inequity that fuels racism (Santos: 1992). '

Drawing on Getanda's (2004) work, we use the race-conscience construct of “white
innocence’, later elaborated in educational domains (Gutiérrez, 2006), to luscrate how the
practices of racism and inequity that orient educational policies and their discaurses have a
prevailing logic of practice. As Luke (in press) has argued,

The practices of racism and marginalization have particular coherent logics of practice:
explanatory schema, saxonomies, operating procedures, even sciences, that expiain why,
how and to what end particular tribes. communities and ethnicities count as less tha'n
fully human against an unmarked nommative version of Man. But they also are characterised
by degrees of volatility and unpredictability: human subjects tinker with. manipulate, bend
and undermine rules in face-to-face exchanges.

{p- 6)

Racis N Athin dis S S .

zsn_l, then, is cmbedded within discourses, institutional arrangements, and structures of
educational systems and activity, which can then be enacted in face-to-face interaction. Thus,
rather than being fixed and predecermined, racial and ethaic identities are {re)created through
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continuous and repeated language use. and mediated by institutional practices and ideologies
{Alim, 2009).

By extending the white innocence lens to the schooling of non-dominant students. we can
begin to understand how educational institutions remain “innocent” through the use of “new”
beginnings—i.e., new evidence, theores, methods, discourses, and policies that are detached
from histodcal, moral, social, economic, and political ties to racialized practices and ideologies.
Today. neoliberal educationa reform efforts have reframed educational policies that threaten
the possibility of a humanist agenda and a democratic education, and intellectual and social
equity for large numbers of studenss, The principle mechanism has been o redesign the
educational project using code words, phrases, and symbols that index racialized ideologies in
ways that do not directly invoke race or racial/ethnic communities (Lipsitz, 1995). Tn doing
s0, the dominant subject-position is camouflaged as color-blind and becomes the uncontested
baseline of educational reform.

Consider, for example, the organizing “sameness as faimess” principle at work in federal
reforms such as No Child Left Behind (NCLB Act of 20011, 20 U.S.C. §1001), the largest
educational reform in the history of the US (Crosland, 2004). The “sameness as fairness”
principle orienting national educationat policy fHattens our differences that matter and employs
an essentialism that makes it easier to mandate and monitor onc-size-fits-all approaches,
particularly in the delivery of language and Jiteracy programs. Here, language becomes a proxy
for race and ethnicity and serves as a tool for organizing schooling and sorting bodies without
regard to the historical and present structures that gave rise to. and sustain, deeply rooted
inequities, This form of essentialism, Luke (in press) argues, serves both “as a discourse strategy
o massify, rule, and, in instances, eradicate whole communities and caltures” {Luke, in press:
17). For example, normalizing language has served as an object of the cultural wars in the US,
especially around issues of immigration.

One strategy for leveling the community towards a “common culture™ is to try to eradicate
any vestiges of non-dominant communities’ cultural past and the cultural artifaces that mediate
everyday life; a form of erasure (Rampton. 1993a). Such practices are pare of a larger process
of “modernizing” non-western communities. In essence, through punishing speakers or
prohibiting the use of non-dominant language, individuals and communities are “disciplined”
into “appropriate” ways to engage and speak in “civilized” society (Heller, 2008). Thus, it is
not only the use of English as the only acceptable form of speech. but a particular formation
of English that precludes the use of non-dominant language repertoires. *Appropriate™ or “true’”
English is not a reflection of sociocultural context, but rather a reflection of racialized economices
of language.

Linguistic and social marginalizacion is predicated, in pare, by essentialist views of cultural

communities—views that assume that characteristics of cultural groups are located within
individuals as “carriers” of culture. The tendency to conflate ethnicity, race, language preference,
or national origin results in overly deterministic, statie, weak, and uncomplicated understandings
of both an individual's and a community’s practices. Otten, normative views of culture are
employed in ways that appear benign, especially when they purport to focus on individual
differences and indirectly on deficits in the individual and social groups. What is needed is a
new language to talk and think about regularities across individuals' or culeural communities’
ways of doing things; we also need to make progress in how we conceprualize regularities and
variance observed in shared and dynamic practices of communities, as well as how participation
in cuitural practices contributes to individuals’ learning and development. including their
linguistic and social practices {Gutiérrez and Rogoff, 2003},
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Reductive notions of culture and cultural communities are indexed in discourses af
educational success and failure of students from non-dominant communities. Couched in the
thetoric of progress, accountability, and higher standards, the refornis purport to address the
achievement or “underachievement” of non-dominant youth by “fixing” the language practices
of Latino and other immigrant youth, These seemingly compassionate policy (l{:ti():']ﬁ work to
homogenize and “smooth out” vararion in society. thus, normalizing ']imguisticaﬂv zm'd.'
culturally different students, their curricular practices, as well as the cd-uc;ktz)rs who nrusE

implement them {Gutiérrez et al., 2002), '

Hybridity all the way down

The essentialism at work in language and liceracy policies belies the hybrdity of students
everyday lives, including their linguistic practices. Following Pavlenko and Blackledge (2004);
increased transnational migration, new diasporic communities, and an explosion af te£l111o]og§35:
have resulted in a variety of intercultural activities in which a wide range of linguistic practice
become available to members of non-dominant comnmunities. The resulting “linguistic:
bricolage™ creates a complex link between language and identity; In some contexts, l:m;:uage.
function as markers of national and cthnic identities, as forms of symbolic capital, or as m:u'kers
of intercaltural competence (Pavlenko and Blackledge, 2004: 23). [n yet other contexts, such’
as the English-only and anti-bilingual education movements, language can become a mc;ms of-
social control (Gutiéreez, 2008b). These contexts become the sites of strugele over which
imrmigrant students’ language practices are negotiated and shaped. In constructing and mediating
multifayered identities, non-dominant students and communities fice a n;cmnal contexht.
where citizenship and national identity fall prey to economic utifity. In such contexts, these
communities must “find new ways of constituting themselves as regional markets of producers
and consumers”™ {Heller, 2008: 513). .

Sociolinguists have elaborated the idea of the inherent hybridity in today’s youth, particularly:
immigrant, ethnic, and diasporic cemmunides. In advancing the notion of “language-crossing”™
{(1995a), Rampton suggests that language and sociological research has largely ignored what he
calls the new plural ethnicities (p. 1), focusing primarily on bilingual in-groups. In studies of
the language practices of adolescent youth in London, Rampzon (1997) found that “language-
crossing™ is, in part, artful performance, intersecting everyday and local practices :111d”mehdi;x
representations in complex and unpredictable ways. “Language crossing” involves using 1
hnguage different from one’s own, in which the speaker moves across social and Ctll}lié :
boundaries. At the same time, to focus exclusively on conversation among participants could
resule in a form of analytical parochialism absent of the multilingualisms currently ar work in
the intersections between the local and global.

W1Fh its eyes glued only to the properties of wlk, research might end up waiving [sid an
antiquated banner of holistic coherence at precisely the moment when the crucial values
became mransition and hybridity.

(Ramproa, 1997; 15)

This movement, however, is not without consequence, as the speaker has to negotiate issues '
related to boundary-crossing, identity, resistance, and even ridicule, for example. To understand
]]{)\.\r ’ 4T ¢ o g Ay c1 ayrea s T 31 i

youth navigate such border-crossing evencs requires theorizing the role of language in -
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racialized schooling and learning praceices, ncluding the ways language-crossing opens up new
learning and intercultural activiey.

Sociolinguistics can play an important role in documenting the complexities involved in
identity-negotiations that unfold in interaction, face-to-face. online, and across other media.
Such forms of human activity cannot be reduced solely to statistical measures of social science,
ar even fully or accurately docuntented through interviews or questionnaires. Rampeon (1997)
suggests that sociolinguistics and similar methodological approaches are uniguely positiened to
“Muminate the bunmmerable ways in which people are incessanly either reproducing, nuancing,
or refusing established identities, and trying te create sonie space for new ones” {p. 11}

Linguistic communities, particularly inmigrant communities, often have been studied with
a focus on inter-group process, sustaining a reductive and essendalist analytical gaze on cultural
communities (Hammers and Blanc, 2000; Pavlenko, 2002). From this perspective, the essential
correlation 1s between language and identity and, hence, Pavlenko and Blackledge (2004} suggest
that,

the monelingual and monocultural bias conceives of individuals as members of
homogeneous, wniform, and bounded ethnolinguistic communities and obscures hybrid
identities and complex linguistic repertoires of bi- and multlinguals living in a
contemporary global world,

(p. 5)

Ar the same tme, extant theories of literacy often do not account for the multimodality of
communication of the new media age and the complex and hybrid repertoires non-dominant
students bring to schooling and learning experiences. *Language alone cannot give us meaning
to the multimodally constituted message™ {Kress, 2003: 35). As an example, long-term work
with Latino, African-American, and Pacific Isflander children in an after-school computer-
mediated learning club in a port-of-entry elementary school in Los Angeles provides persistent
evidence of the hybridicy of language and social practices of the participants. In this setting
“language-crossing” is a valued normative practice, and children consistently produce rich texts
of high value and meaning to themselves and peers (Gutiérrez et af., 200%; Nixon and Gutérrez,
2007). These literacy events often encail students writing and talking about media events,
television programs, and music that are highly valued practices in popular culture, even cross-
cultural programs.

Las Redes (Networks) is a mulalingual, muldealtural space where muolti-literacies are
privileged; vet, it is a space largely dominated by Latino children whose fisst or home language
is Spanish and who participate in a range of media practices, from World Wrestling
Entertainment to Spanish language programs. Omne particularly popular program among the
young Latinas is a Spanish language ‘oween television program, Rebelde, which features a famous
group of young Mexican singers who play a group of scudents forming a pop band. The young
girls at Las Redes had become obsessed fans, talking and writing about the beautiful sears, their
fashion sense, and their music, often importing Rebelde pictures into their digital scories. The
normative practice in this intercultural space involved the production of texts in Spanish and
English, or other hybrid varieties.

And because Latina youth were over-represented in this setting, as they were in the school,
their language and social practices were salient and highly valued by peers. And it should have
come as no surprise to find that young African-American girls, who knew little to no Spanish
nor watched Spanish-language television, wrote about and included Spanish words and digital
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photos of Rebeldé in their own productions as wetl (Nixon, 2008). Such [angu;lgwcressing
and intercultural activity were normative and often served as the basis for rich fiteracy pro-
duction. At che same time, it also made visible the consequences of hegemonic language ang
cultural practices for under~-represented groups and how race and gender are indexed and haw
tdentities are formed in recurting language practices (Alim, 2009). The ways racial and
ethnic identitics always intersect with class. gender, sexuality, {trans)national, and other social
identities and are contested through language should highlighe the necd to focus attention
on both (disjidentification and (dis)alignment among individuals and soeial groups. Further; *
the contradictions thac emerge in schooling practices and among language groups should
be the object of study and examination in multitingual and multicultural fearning envirommnents,
including those attempting to promote democratic and robust forms of education, .
The reality of the multiplicity and hybridity of the everyday lives of students from none
dominant communities and new theores promoting their understanding complicate traditional
notions of race, racism, and cultural communities (Luke, in press). Historical racialized practices;
Luke argues,

were preniised on two essentialist beliefi: (1) thac chere were inextricable phenotypical,
genetic and structaral isomorphisms between race and one’s intrinsic firunan characteristics,
virtues and value, and; {2) that race, cultare, idencity, affiliation and nation could be
assembled by the state in homologous and singular corresponderce,

(Hall. 1993, as cited in Luke, in press. p. 17)

lgnoring the inhcrent hybrdity in human actvity has particular educational consequences
for speakers of languages other than the dominant national laingnage. Viewing students’
language and literacy practices as static and bounded by culture belies the stable and
improvisational nature of culfural practices. Today's students are much more adept in reading
and talking about multimodal texts than conventional written texes. Their language and literacy
practices are the product of the intercultural and hybrid practices of which they are a part. This
hybridity can serve as a resource for expanding students’ linguistic repertoires and for new
learning if cultivated and not squelched.

Understanding che regularity and variance in an individual's sociohistorical life and the
comsequences of intercultural exchange can promote opportunities to engage students in
literacy accivities thac build upon difference, rather than trying to ignore or eliminate jt,
However. the language practices of non-English speakers are rarely understood in social and
institutional settings, Their linguistic toolkit has mited capital in reform pedagogics organized
around autonomous forns of literacy (Street, 1984} delivered in English-only medium.
Sociohistorical understandings of the language practices of non-English speakers could provide
more accurate, robust, and usefu) descriptions of people’s language practices, including their
genesis and the sources of their mediation, From this perspective, educators and educational
policymakers would focus less on seudents” linguistic “deficiencies” and instead would want co
know more about students’ history of involvement with language and literacy practices
(Gutiérrez, 2008a}.

The language practices of Latinos, and in this case Chicana/os, for example, exhibit the
significant language coneact they have cxperienced: their language practices che product of
intercultural exchange (Santa Ana and Bayley, 2005). Sociolinguists (Santa Ana, personal
communication, February 17, 2009) surmise that the linguistic teatures attribured to Chicano
English in Los Angeles, California, actually originated as second-language learning features that

=
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Euro~-Americans made salient in the English/Spanish contact setting (- 422). These stigmatized
language markess were modified and reworked into some of the most distinctive elements of
Chicano English phonology. As Santa Ana and Baviey’s work has noted, this reworking retramed
stigmatized linguiseic features inco 1 set of linguistic variables and discourse markers that instead
aftimed ethnic solidariey,

In the sociological sphere, it can render precise the human processes by which ethnic
communities reformulate linguistic fearures of cue-group markers of stigma into in-group
solidarity features.

(Santa Anz and Bayley, 2003: 432)

For example, in Los Angeles, Californiz, between 1920 and the 1 950s, Chicane English features,
ridiculed and stigmatized by Anglo Angelinos, were actually part of a small set of phonological
features of other second-language learner groups. These now salient feacures in Chicano English
inverted the social valoration by using them to signal solidarity in the communicy, rather than
avoiding their use because of their previous stigmatization (Santa Ana, personal commuitication,
2009),

In Canadian contexts for example, “ethnolinguistic difference has long been used to mask
or legitimize class hierarchies” (Porter, 1965: 5| 1}. Historically, linguistic difference has served
to maintain social hierarchy and dominance rather than valuing the socioculrural toolkit that
individuals and cultural communities offer. Explanatory power based on linguistic difference
engenders forms of “othering™ and helps to sustain reductive and narrow views of students
from non-dominant communities, their potential, and the expertise chey bring to learning events,
This focus necessarily centers on identifying and addressing the “deficits™ in students’ linguistic
and literacy toolkit and gives support to one-size~firs all pedagogical approaches organized around
weak forms of learning and marginalizing practices.

Deveioping powerful and syncretic literacies

The practices of nation, home, citizenship, that fundamentaily undergird how we understand
race, ethnicity, and culture are shitting in dramatic ways. With more than 125 million people
living outside their country of origin, and another 2-4 million are added every yvear, wraditional
narrations of identity are necessarily challenged (Lipsitz, 2004). As Lipsizz (2004) has noted,
“the new realities of our time have enacted a fundamental ruprure in the refationships finking
place, politics, and culeure” {p- 3). This rew world order requires an exploration of newer
forms of public identicies based on new iterations of social relations:

These new times also require new strategies, new tactics, new ideas and identides, although
our old identities have not disappeared. We still speak abour race, class, gender, natien,
and sexuality, bue in different ways. [dentities never exist in isolation: they are always
mtersectional, relational, and mutually constitutive. New times do nor so nuch create
new identities as much as they give new accents to old intersectons, resulting in new
associations, affinidies, and equations of power,

(Lipsitz, 2004: 7)

Another wav to think about the language and literacy practices of non-dominant students,
particulacly new immigrant and diasporic communities, is to use the notion of syncretsm to
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make sense of their hybrid and heteroglossic character (Hill, 2001}, From this perspective; -

syneretic linguistic practices are best understood as,

active and strategic efforts by speakers, who draw on their understandings of the historical
associations of linguistic materials to control meaning and to produce new histories by
variably suppressing and highlighting these histories chrough linguistic means.

(Hill, 2001: 243)

Hill's work (2003) has documented the ways speakers both obscure and highlight their histories:

in talk and interaction. For Hill, one strategic step in the analysis of syncretic practices involves:

the identification of “relevant oppositions™ (p. 241). From a cultural historical theoretical:
perspective of learning and development {(Engestrom, 1987), these contradictions can serve ag’

the engines of change in expansive forms of learning (Gutiérrez and Larson, 2007).

Parallel views have emerged in the study of literacy and in the design of educational:
interventions {Gurtiérrez, 2008u). In work with high school studenis from migrant farmwaorkes
backgrounds, robust forms of academic literacies. termed sociocritical literacies, where diversity, -

variance, and hybridity provided additive value, were advanced. Through a syncretic approach
to literacy development, the hybrid character of migrant scudents’ social and finguistic practices,

most of whom were Mexican immigrant or first-generation students, served as a resource in':
the development of powerful literacies (Crowther e al., 2001) that far surpassed traditional

instructional approaches. At the same time, a syneretic approach recognizes how intercultural
exchange and the resulting “linguistic bricolage™ both extend and suppress the practices of
diasporic communities. This tension necessarily became an object of analysis and study in the
curricular project with students and instructionat staff,

[n contrast to most approaches to academic literacy that dichotomize everyday and school:
based literacy practices, the syncretic approach to literacy developed with migrant students
brought together seemingly dissonant genres found in cveryday and literary practices with

academtic genres and the conventions of academic writing to increase students” engagement’;

with text, and new forms of discourse across reading and writing activicy. Specifically, the strategy

involved taking a language practice that was famikiar in students” cultural communities and

combining it with an academic genre to ground the everyday in new understandings and forms.

For example, this syncretic approach integrated the festimonio—a cultural practice of testifying

orally about one's life and wimessed by peers in an intimate and respectful community—and
the extended definition, a writing genre essental o academic writing. Here, cufturally familiar

and valued forms of language and literacy were extended and elaborated with conventional®
writing tools, and academic literacy was made relevant, meaningful, and more authoritative -
with festimonios of migrant and immigrant life and accounts of border crassing, Using Spanish’
and English in various combinations, scudents produced powerful texts that were generalized .
subsequently to traditional fiteracy tasks and community erganizing efforts. Such practices helped -

students develop insight into the organizational structures of written texts, including those most.

often employed in the academy, and provided a means to locate one’s own experience in a7~

sociohistorical context, both proximally and distally.

The cases of the complex linguistic and sociocultural practices of students from noen-dominant
communities presented in this chapter are intended to extend the ways we view the relationship
of language, race/ethnicity, and culture in educational environments; to chalienge reductive
empirical and theoretical approaches that fail to capture the dynamism and hybridity of cultural
communities and their cultural practices. Ignoring new understandings of the continually shifting
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linguistic demands of cultural communities functions to preserve che white fuecence that has
been employed historically in studies of nen-dominant communities and in the design of
educational arangements for students from non-deminant communities in the US and globally,

Motes

| We wish to thank Christine O'Keefe, Sandra Naranjo, Jessica Riobles, Janet Rocha, and Anne Vo
for their editorial assistance,

2 The term ‘non-dominant’ is used here o refer w students who have been historically marginalized

in educational processes and to more accurately capture the collective historical circumstance of
these students and issues of power relations in schools and other institutions.
3 The tenm and concept of “racing-language™ is atributed ro HL.S, Alim (2009, who uses the term

to emphasize the relationship berween race and language.
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Dilemmas of race-rememory buried alive
Popular education, nation, and

diaspora in critical education

Grace Livingston

Because so much in public and scholarly life forbids us to take seriously the milieu of
buried stimuli, it is often extremely hard to seck out both the stimulus and its galaxy and
to recognize their value when they arrive.

{Toni Morrison, 1984 185)

Critical knowing and remembering matters

Race and the hemispheric Americas remain intractably linked. In significant measure this is
owing to the role and Jegacy of the transatlantic slave trade and enslavement in the Americas
as grounding, generative, and globalizing projects of the Western Modern project itself, Race’
thus lives as a social problematic of the political that carries loaded narratives about difference,

disparity, and distance and thus has been pivotal in (re)inventing and (re)insticuting the -

hierarchical geo-political, economic, and social relations that shape our living, knowing, and
remembering. Regarding the US region of the hemisphere, Plummer (2003) speaks to

dimensions of the knowledge-producing labors of race as routed through the logic of White

supremacy, which I suggest persist even in the face of the much-heralded November 2008
election of Senator Barack Obama to the US presidency. Plummer argues chat, “blackness has
not been dissolved and . . - remains a flashpoint in this sociery. Blackness continues to represent,
for immigrants and others, the Jowest common denominator. the absolute Aoor from which
the only way is up” {p. 113).

Commenting on this racial logic in another part of the hemisphere, the Caribbean, Netdeford
(1994) takes note of “the temaciously held perceptions among Caribbean people that there exists
a seemingty impregnable and lasting nexus berween race and skin-colour on the one hand, and

the deprivations of power, influence, authority, legitimacy and stacus on the other” (pp. 14-15).

For example, the cwenty-first-century steady upsurge in skin-bleaching (Brown-Glaude, 2007;
Charles, 2003; Tafari-Ama, 2006) in Jamaica, among predominantly poor and lowes-income
urban people between the mid teens and mid thirties, despite healeh risks and mortality rates, |
bears witness to the entangled and contested endurance of this supremacist racial logic.
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However, such visceral forms of knowing race are subject vo structures of silencing and a
“heleaguered starus”™ (Livingston, 2006: 24, 26}, even as we shall see. on the critical educational
terrain. Amidst this silencing, the role of race in relating knowing to remembering as an act of
“re-membering,” “putting back together . . . what has been obscured, .. . forgotten, . .. [and]
disappeared from view™ (Scott, 1999: 80} does not relent. The racialized relationship between
remembering or memory “as a social, political, and historical enterprise” (Said, 2000: 178) and
the politics of knowledge production is the muse of this chapter. This relationship and its safience
have been dramatized through several eritical public and pedagogic moments or events in recent
years that have had national, intermational, and Black diasporic traction and have also formed

“

the social texts of formal classroom learning and teaching and that of other educational
constituencies, including those of which T am part.

Far example, this relationship was palpably ac work in evoking the internationally broadeas,
race-related memory, or what 1 call race-memory.! expressions of joy and disbelief, along with
those of criticism, indignation, and dismay, which met Barck QObama’s election as US
president. This interaction between memory and knowledge alsa routed the historical race-
memery undergirding the differential readings of "Amcricans of different races™ (Harris-
Lacewell, 2007: 28) regarding the US government's response to the breaking of the levees
in New Otleans in the wake of hurricane Katrina in 2005, with “Black Americans [feeling]
abandoned in their grief™ (p. 41) and visited by the memory of another disaster, the 1927
Mississippi food.

Critical events such as these serve as “primal scenes” for the “discovery’

T

and petformance
of race-memory and the production of further “memory” “associations.” The focus of this
chapter is on probing and problematizing the race-memory knowledge produced by the interplay
of the logic of selectively visiting or remembering and forgetting particular moments or events,
especially when such race-memory enacts a form of silencing on the political knowledge that
race carries. [n order ro do this, [ slso engage a particular conceptual inflection of the term
memory, called “rememory,” and turn geopolitically to the Caribbean, specifically Jamaica. in
this part of the Americas, 1 look at a critical educational practice within civil socicty, one that
is linked to the project of nation formation. | examine the practice of popular education, one
with which T worked for almost a decade, so as to gather and interrogate primal scenes of race-
memory. In order to do this, [ must say some crucial things about memory and rememory in

general.

Connecting memory and remermory fo critical education in the
Caribbean

Rememeory, arguably a signal infusion into twe lexicon of the terms of critical inquiry into
memory, has been made available to the multidisciplinary deliberations on memory by novelist
and literary scholar Toni Morrison. It grows out of Morrison’s own work which “depend[s]
heavily on the ruse of memory™ (Morrison, 1984: 386) as a “form of willed creation™ (p. 385),
“ignit[ing] some process of invention” {p. 386), and is particularly vital due to the untrust-
worthiness of mainstream “literature” and “sociology” as regards “the truth™ of Black diaspora
“cultural sources” (p. 386). Morrison's work with memory predated what is recognized as the
“scholarly boom™ (Klien, 2000: 127} in the tumn to memory during the 19805 threshold of the
crisis over what counts as historical knowledge, the distances between academic and popular
historical knowledge, and methods of accessing and knowing the past.
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Toni Morrison’s approach to the two temms of memory and rememory emboldens thery:
with discernable political and epistemological properties. Remeniory, coined and demonstrated

most fulsomely in Morrison’s 1987 novel, Befoved, rivets her sense of the importance of memory
- LI oy 1 y £ . r s £Y £ - 3 3 1

as “dwelifing] on the way™ an event or any other social formation is recollected. “the way it
appeared and why it appeared in that particular way™ (Morrison, 1984: 385) on a new register,

The rememory register is attentive and brings significance to the revisitation of a particular.
appearance or recoflection and why it gets revisited and repeatedly so. This new register allows:

us to ask why a particular appearance or memory related to issues of race is repeatedly visited:
;

operating then not only as a race-memory but as a race-rememory. The matter of what is at
stake politically and epistemologically in this revisitation of race-memory or race-rememory.

surfaces as crucial. In a conversation between Sethe and Denver, mother and youngest daughter

in Befoved, which takes place, like several encounters in the novel, in the haunting of Sethe's
killing of her first daughter, Belaved, at two years old, so that she would not have to be sold |

away from her into enslavement, Sethe speaks of rememory in this way.

Some things go. Pass on. Some things just stay. 1 used to think it was my rememory.

You know. Seme things you forget. Other things vou never do. But it’s not . . . [Tlhe
picture of it . . . stays, and not just in my rememery, but out there, in the world.

(pp- 35-36}

Turning to the Caribbean, specifically Jamaica, and diachronically to two significant

ideological and insticutional waves in the formation of popular education and new forms of
Jamaican nationhood,” I probe a particular historical rememory of race or a particular revisiting
and “staying” of memory regarding race. This race-rememory is one that I argue enacts a specific
form of silencing on the political knowledge that race carries, framed as a triumphalist and an

exceptionalist relation to race, especially as it relates to the positioning and figuring of Blackness

and Black lite. The Caribbean, “the Other America” (Glissane, 1989a: 4), is an apt site for probing :
silencing dilemmas in patterns of race-rememory and the national. international, and di;lspor.ic-'.
forces that condition them. On one hand, the Caribbean persists in the commonsensical political:

mmaginary, particularly, though not solely outside of its borders, as a territory of “Caribbean .

beaches waiting to be visited, invested in, and exploited” (Mignolo, 2005: 96). On another, it -

is simultaneously grounded as a signal part of the unsettling *‘preface’ to the American
cantinent” (Glissant, 1989b: 561), a site of colonial “encounter™ and “complicity” {(p. 361) and
“a product of [the] globalization™ (Hall, 1997: 29} instantiated by the transatlantic slave trade
and sfavery, both as part of its “back end” (p. 29) and “leading edge™ (p. 29).

Popular education—with its deliberate commitments to critical nation building through a
community development ethos as a basis for “popular participation,” “popular so%rcreim;ty,"
fostering “views alternative to those in the dominant State,” “protest action,” and 1'ep1;rati0n
as a “lively, at times rurbulent “space’ ™ *—serves as a vivid and sobering site on which to stage
the paradoxes of race-rememory. While bearing important idcologicél distinctions, popufﬂr
education of both waves, as it bactled within twentieth-century post-(slave) emnnci‘pation,
colonial and neo-colonial Modem Jamaica, has sought to bring and fashion the circumstances
of the social fray as social texts for educational processes in the name of exploring socio-politicat
possibilities. This proximicy of the social and the educational is done in a way that brings
educational sensibilities to incite and facilitate skill capacity development, social action, and
political struggle through consciousness-raising activity across local conumunities and
constituencies of interest.
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In discussing the connections between race-renemory and populm‘ cducation, | draw on
p:\rticulnr moments or events related o both waves as primal scenes of race-memaory and

rememory, starting with the second wave——the wave of my involvement in the 1980s and 1990s,
The second wave emerged in the late 1960s and carly 1970s through Non-Government
Organizations (NGOs), called Development NGOs (DNGOs) and Community Based
Organizations {CBOs), with an investment in shaping an anti-colonial, independent nation,
The first wave arose in the 1930s through NGOs mostly known as Private Voluntary
Organizations {PVOs), with a commitment to securing a decolonized nation. The moments
or events related to both critical educational and nation practices to which I draw attention
serve as “point[s] of entanglement” (Glissant, 1989a: 26) for critical eduacational practioners,
thinkers, and researchers, to which we “must retum’™ (p. 26). Such a rerurn is crucial because
“our problems lay in wait for us” there {p. 25) concerning how race is remembered, especially
accumulaced recollection tendencies that effect a race-rememory pattern that inflicss modes of
silencing on race. My interest is in uprooting historical and ideclogical moments or events and
their national, international. and Black diasporic tugs, which serve as primal scenes and “buried
stimuli” (Morrison 1984: 385) chat [ propose are attached to the production of the troubling
form of race-rememory—a trivmphalist and an exceptionalist relation to race. Further, T suggest
that such scenes have been mis-recognized, “disremembered,” “buried alive™ and “unaccounted

for™ in critical educational and national practices.

Primal scenes of race-rememory irouble in critical education
and nation

Jamaica 1984: recoiling from embatiled Blackness

The instigating primal scene that served as a sign of trouble in race-rememory made its
appearance in 2 moment of reflection on praxis in 1994. Around September 1994, there was
a particular gust of tension in the air within one of the second-wave DNGOs and affiliated
CBOs that had been working in both rural and urban Jamaica for, at the tinse, over thirty-five
years. A 1994 follow-up evaluation (to one done in 1991} focused on the following program
components: “animacion, consciousness raising and skills training; economic and housing
projects: and comniunity orgenizing and mobilization™ (Heron, 1994 1).7 Tts completion was
marked by a notably disturbing set of findings. The findings that sparked the climate of unease
stated that 53 percent of the community respondents across CBOs in a particular parish” in
which the DNGO and CBOs worked said that the notion that “Black people can’t run tings”
(p. 36) was as a significant contributing factor to the economic problems at the community
and national levels. Only 33 percent were definitive that this was not a factor at all, with the
responses of the remaining [4 percent placed in the category, “don’t know™ {p. 36).

“Run things” is a much beloved and used idiomatic phrase in modern urban Jamaican

v

vernacular language, most often articulated as “a wi run things.” It could be understood as
the defiant capacity to formulate and execute a task exemplarily, with almost bravado expertise
and style. The nuance of defiance in its meaning figures at a racially inflected decibel that
denotes the will and ability to do better than expected and out-do in a context of structural
and psychic odds set up by clite and supremacist power relations. “Black people can’t run
things” thus meant that respondents were indicating that this was not a faculty of Black
people, or a dubious one at best. “[R]espondents were asked to give their opinion on the factors

(=]
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which nay or may not contribute to Jamaica's economic problems™ (Heron, 1994 36). Thig
?{md of inquiry was pursued, ac least in part, to get a sense of what was happening and whag
tssues were being “covered in the educational sessions™ of popular education ip. 36)

The inquiry also served as 2 broader investigation of the key “indicators of social change iy
the conurunity organizations.™ Many did raise and ok factors such as the Intcmatiaon"
Monetary Fund (IMF) and World Bank, national “corruption,” “mis-management” and l::c‘[{?

of (national} self~reliance.'” However, that such a significant number articulated and indexed
“Black people can’t run things” as a strong fictor said that there was a relztionship or ;1{1'.
“attributfion]” being made between socio-economic problems of society and “their bl;lcl{nes,s.”i'*:
As if to exacerbate the conditions of reception of this kind of finding, the evaluation als
exposed that. in trying to ascertain the “social profile” of the communities under investigation,
there was a notable resistance from some respondents when it came to placing thcirL sociai:
identities in reladion to race. While the process of getting responses about “l:,endcr,”h“occupation
and employment,” and “age” went refatively scamlessly, the process ochtlim_r, racial “‘identity. .
“heritage,” or “classification” responses from the 93 percent of the comh.munizv graup lTlL‘Ilef:‘rS
who eventually affiliated or placed themselves as of “African descent.” in\;o]\fcd significant:,
moments of “unwillingness” and “difficulty.”*? “1t should be noted” the evaluation sa?d “that.
. .. Chinese and Indians who were cavered in the SIrvey were not reported ,
in acknowledging their racial identity” (Heron, 1994: 33),

This was the DNGO and related CBOs with which [ was working at the time in community :
maobilizatcion, popular education, and administrative roles, This 1994 moment has persisted in’
returning to me through the years as a primal scene for working through the politics of race-
memory and race-rememory, as I have moved and worked across critical educational sites of
learning—teaching, non-formal and formal. T recall that verbal and non-verbal expressions of
disappointment and anger, and disavowal and disbelief were intense and marked the hesitant
and spontancous discussions and interactions that came in the wake of these findings from ¢he
evatuation. There was a sense of incredulity that “Black people can’t run things” as 2 statement -
of ar embattled and a shameful relation to Blackness could feature (still) so pro]louncedfv in the.
social belief systems and actions of Jamaicans, given that the nation was then over three Hccades'
into its formal independent status. Also, there was a sense that the prominence of such a belief
system contradicted the influence of the radical political practice of “development-oriented,
second-wave popular education, with its conceptual and ideological frameworks including
liberation theology, Marxism, or “some form of socialism to meet the manifestly oppressi\f::
conditions of the poorer classes in the country”' and Freirian conscientization, ' T:his mood of
incredulity concerning race and the figure of Blackness came into more piveral focus, given that
this conception was at work in and amongsocial actors who were at the forefront ofct;]mmmiry"
mobilization woark at the grassroots and were creative and resilient participants in popular
education and consciousness raising processes in some of the most challenging circumstances
particularly in the traditional {slave) sugar plantation areas of Jamaica. S !

Emerging further as part of this mood came paths of questioning and commentary that made
it more clear that there was a croubling silencing of the social problematic of race bei;w, wrestled
over. The questioning and commencary amplified the tangle of possible Black di;lsporict national,
and international routes contouring the production of this silencing, particularly with reeards
to the triumphalist and exceptionalist relation to race. Perhaps the report from dche c\ralu;tiorl
merely gave 1 melodramatic'® representation or perverse sampling’” of a fingering relic and
now aberzation of modern Jamaican life, was the favor of some conjectures, Bl‘;ck e£1s];1vement
in the Americas ended (de jure) too fong ago for “Black people can’t run things” to be (stll)

as having a problen .

374

DILEMMAS OF RACE-REMEMORY BURIED ALIVE

rearing its head this pronouncedly, was the tone of other interjections. After all, Jamaica has
carnied and worn the reputation as an imprimateur of exemplary and resilient “Black
consciousness,” which has influenced those beyond its shores. Such consciousness has been
carried through the cherished Black diasporic race-memaory agency of famaica’s legendary slave
rebellions; fierce-fighting and reladvely autonomous Maroon communities; Crown colonial
uprisings: national heroes, notably Paul Bogle, Sam Sharpe, and Nanny of the Maroons: cultural,
spiritual, and ideological forces of Garveyism, Rastafari, Reggae; and a jamaican inflection of
democratic socialist state governance.'® Additionally, from the mood shaped by the evaluation
report came versions of the ever so (injfamous and almost commonsensical sorts of assertion
that surface often in Jamaican life, particularly in times of crisis, when social predicaments and
antagonisms that spin from the axis of race and power come te the fore, Such assertions may
be placed in this manner: “But after all, are we not a majority Black independent natiorn?” and,
in tandem. the barely screened bravade and exceptienalist kind of uiterance, “After all, this is
or we are not the US.”

This 1994 moment and the issues of race that give it weight have yet remained unremarkable,
wnnamed, and chus disremembered in the albeit small body of descriptive and analytic scholarly
literature and published reports on Jumaican NGO mobilizational and educational work." In
order to help make sense of this 1994 primal scene of race-memory, which enacts a simultaneous
recoiling from a struggling and debased Blackness and preferential attachment to a triumphant
and an exceptional one, 1 move to a buried stimulus found in an earlier critical monment within
the breaking of second-wave popular education in 1968 to which this 1994 moment triggers
attention. The 1968 moment, which played a key role in constituting the font of social texts
conditioning the late 1960s emergence of the second wave yet still begs analysis as a “usable
past” # in the production of the history of popular education, works as another primal scene
of race-memory. It allows 1994 to be viewed as representiiig a particular pattern in the way
race-memory is visited and renders the attachment to a trfiumphalist and an exceptionalist relation

to race a significant dilemma of race-rememory.

Jamaica 1968: soiling special Blackness

Grounding this 1968 primal scene is the presence of Walter Rodney in Jamaica and his banning
and denouncement as “persona non gratad” {Gray, 1991: 157} by the government on October
15, 1968. In January 1968, Walter Rodney, an Afro-Guyanese, arfived in Jamaica to work as
a lecturer in African history at the University of the West Indies (UW1), Mona campus, Jamaica,
after teaching in Africa for approximately a vear and a half and, prior to that, having purseed
doctoral studies between 1963 and 1966 in London at the School of Orental and African
Studies. Rodney's coming to Jamaica was actually “a renurn,” given that he was a student at
the UWI, Mona, berween 1960 and 1963, At the time of Rodney’s second comng, the UWTI
was still deeply attached to the colonial impetus of the “univessity's civilising role™! even amidst
the momentum of national independence farmalized in 1962, The University was a site where
it was greeted as anomalous and revolutionary when a Black Jamaican faculty member
referenced and differentiated his national identity in the midst of an academic presentation as
being “one of those Jamaicans of the color of the black in flag [of independence]” (Brodber,
1997 70).

Rodney not only set about to teach his assigned classes in African history. Within weeks of
his arrival on the campus, he had begun to give public campus lectures on African civilization,
committed to “filling the emotive and cognitive gap” {Lewis, 1998: 14) that he had recognized
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in himselfas an undergraduate and one that was particularly endemic to much of the formally
schooled of the British colonies up until that time. Along with focusing on Afiica’s past;
Rodney’s talks were distinguished by tying a “reexamination of African history . . . directly ¢o;
the seruziny of the black experience in Jamaica” (Gray, 1991; 1 52) and “an appraisal of the
current condition™ (p. 152). Additionally, very scon after begirning the public campus Tectures;
Rodney moved to taking his lectures beyond the University to constituencies thar would come
to be key participants and sites of second-wave papular education work. He could be found:
“discussing aspects of African history in working-class districts in Kingston™ {p, 152), uombl)}- :
Western and Eastern Kingston, and “at workers’ sports clubs and among the unemploved in
the ghettos of West Kingston” (p. 152). Crucially, Rodney did recognize that, especially witf _
tespect to Rastafari, Garveyist, and Rudie or Rude-boy culture ™ he was not bringing i5’
“brand new" (Sunshine, 1998: 59) ideas, noting Rastafiri as “the leading force of [the):
expression of Black consciousness” {p- 59) on the Jamaican terrain. -

The growing critical, political, and educational momentum and alliances highlighted and:
generated by Rodney’s type of activism and scholarship “frightened the daylights out of
the government” (Abrahams, 2000: 251). triggering the head of the Ministry of Home Affairs
(now known as the Ministry of National Security) to declare *1 have never come across a man
who offers a greater threa to the security of this land than does Walter Rodney™ (Lewis, 1998:
113). In mid August of 1968, the government “summoned the vice-chancellor of the university,
to protest Rodney’s activities” (Gray, 1991: 157}, However, their meeting did not end witl
“assurances that the university would putastop to Rodney's activism” (p. 157). By mid Octobe
still unable to build a secure legal case against Rodney, the government tried o press the.
University into withdrawing his contract in a specially convened “extra-ordinary meeting of:
the national cabinet” (p. 157). With these efforts yielding no definitive agreement from the
University, the government seized the opportunity of Rodney being out of the country attend-"
ing 2 Black writer's conference in Mentreal, Canada, and prevented him from disemnbarking
on his return to Jamaica, October 15, serving him, when his plane landed, with expulsion papers.
In response, protests emerged. -

Enacted in the then prime minister's commentary on the events surrounding Rodney’s
expulsion from famaica was a silencing on race matters within the nation i a way that expressed -
a teiumphalist and an exceptionalist relation to race similar to the silencing relation in motion, .-
yet buried alive, in the 1994 critical event in the life of popular education and primal scens
of race-memory. Such an enactment of silencing was arguably not unaffected by the tugs of
celd war circumstances thar confronted newly de-colonizing, “less developed™ countries with
insinuations and coercions about alignments with one of the “great powers.™ Consonant
with the racialized signal senc by the government's banning, carlier in 1968, of publications
related to Black diaspora activism coming out of the US, such as those by Stokely Carmichael,
Elijah Mubammad, and Malcolm X, and “The Crusader” by Robert Williams,™ the prime
mumister’s articulations placed matters at the nexus of race and power outside of the independent”
Jamaican experience.

The prime minister accused “people from other istands” (Gray, 1991: 161), * foreigners” and
‘nen-famaicans' at the university, . . . [of] fomenting dissidence among ‘our sons and daughters’”
{p. 162). Prominent spoliespersons for the labor union constituency—one that would become
an important site and ally in second-wave popular education—represented and positioned this
consttuency as colluding in the production of this tiumphalist and exceptionalist form of
sifencing race. The leader of the Bustamante Industrial Frade Union {BITU) proncunced:
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M 3 Q- A M A ) RE: 2 ") t
People in the world have come to peint at Jamaica as a leading example—as a small ;L uln Ty
' e C and our people, and where
where reason, law and order are fundamental to the country and our people, anc

i increasing respect for eac 1er.
ive in he ever increasing respect for each otl
aces work and live in harmony with ever i) : )
e {Gray, 1991: 34)

ation: kers Uni V) came the
In racial silencing tandem, from the leader of National Workers Union (NWU)
following words:

cople have be »ach race
Ugly forces are rising in our country. All over the land peeple have begun to prmd' :
e colour against colour, race against race. Movements are being formed dedicate

hatred i
‘ i 1 ial har ; +y are| a dangerous throw
to the destruction of the very tdea of inter-racial harmony. [They are| a dangerous t

back into the past. Grag, 1991 36

Tmportantly. Gray {1991) does not allow for t~¥1c sig{)iﬁcance Aot pol]'n.caE }\:::?]\1\111::15;
production of this critical 1968 moment, especially in relation to race, to P;ss 3.} y n.jtiun.
Gray characterizes the knowledge produced m a waylthat URCOVETS Contis {r%uus,t—.— ‘ ‘tiomi
dinsimra, and the international that route the production of a t‘mzmplm] and an L}:(_'(_[.‘,r’ o
racc—mcﬁmry. He perceptively, if in too discretely ”m{iopnallst tcrgls, Cnlést;f ij::llrlj:;
Exceptionalism” {p. 54), a “defensive political 1dcolugy. {p. 54 f‘OI‘ﬂlL. L)Lllitj 1; ;:H 1.‘;”&“; o
the “Rastafarian challenge™ {p. 53) and as “a counter-ideology meant to 5!:.(.,11“1 lel (. ey v
class inequalities posed by expanding race consciousness, and s a :ncans Eo se:lutrtt,ot :Lml:z)rt}lw
ideological framework for the country's dcx:c[opmcnt strategy ™ (p. :)14). llt 'l%.o:ntl) ‘ iuiorgimm
antagonistic elements from the ideology of the urban unemployed Y 1.1}1);[15[,{ he jvordimare
c]n:;s;s as exemplary racizl neuters” and o “appeal to the overwhelming black populk as

: : 2
that they were a special people in the world™ (p. b.Z). N ) s the primars

This 1968 prmal scene, while undoubtediy sgmhczmlt, does notvius. : o fhe pam CL)
momentum of the appearance and visitation of a tnumphahst‘and an CxLL.pthE];l 15/ relat o
race in modern Jamaica, as Gray's (1991) position on _];un;uc;m. cxlcn_’on%uﬂ;iln‘ (121 \at ?[ft:,,
ideological invention, designed to address the dilCl?lI]l‘dS of tll(-:‘ mm[:;,]mi]]m, 2:.;1 ‘:‘Eic.h.liw
{p. 54) suggests. Earlier critical moments during the flirst. wave of popular ; . uc(ll . ‘,t vineh e
hidden and unrelated, disclose stimuli producing thas sdcnc_mg rclnflon t1.1tC1;Lj=.o1‘muc i the
national, diasporic, and internationzl pacterns sh.aping its I,F)6ﬁffllld_ :),):4 se:(j:: ;:“;l-i‘{
mantifestations and thicken the basis for its consideration as a c1“uc131, if b‘unea . rlunf:ll‘:llclu hi‘;mr,v
undenwriting pepular education and the modern Jamaican nation. Turning to this e stor

L']CCpEIlS Iy Argumneres about race-rememaory.

Jamaica 1938: combustible Blackness siaining show-window
Blackness

At the time of the birth of the initiative that marks the t’.ljlt’rgctl(.fr::‘ of t?1_c ‘f:u:s)t wntﬁtfgfil:;
education, the Jamaica Weltare Limited (JWL), 111_‘]unc 1937, Jamaican l,IfL ’\«Lri}«(;nu;’n e
the istand’s two main historically formative experiences . . : cl1:1tEcl sl;Tx- t.‘l':\" :1}1.( 10( : :’)_ &mc;
oligarchy™ (Munroe, 1972: 1), “split into *Black. .‘Brown and -anlte S-LnLt];{?IE,ihii.ﬂil e
tioning as “a system of social and economic apartheid 'bascd on sl!:’m. co (:uurl L)E)Sz‘r 3;;)) :,th'.]t. o
29). Also a time of “tremendous intellectual and social ferment {Levy. : 349), the
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ream- a g r vgs b6 . ) - .
vear of the JWL's birth saw “the whole country rumblfing] with huge marches and serikes”

(Williams. 1970: 446). Activities such as the “blocking of roads, cutting of telephone wires,
o ¥

breaking down of bridges, burning of fsugar] cane, destroying [of] banana trees and, on sever)

occasions, the ambushing [off armed police with nothing but sticks and stones™ (Posc, 1969,

376) were increasingly visible across the Crown Celony Jamaican landscape.

.Lcss than a year later, in May 1938, rural and urban upheavais, significantly stirred by the
strike actions of workers at “the largest sugar [plantation| estate in the country” (Sunshinc. [988-
38}, reached to the scale and scund of rebellions that served as “a :ivmi;ol of I‘L‘L’,‘i(_)lllw'\;vid{;
gphe;wal" {p. 38). "East and West, Norch and South. on Propurtic:s and Roa({s, Labour
Pcmand[cd] More Pay” read the headlines of the Jamaica Duily Gleaner (Brown, 1979: 93),.

Street cleaners, power station workers, pumping station eniployees and municipal workers

Joined the throng of people who surged through the street. Traffic was haleed. busitiess places”
closed. Shops were invaded. Passing cars were stoned . . . the milisary moved in” {Sunshine, -
) .

1988: 39). “Police Fire To Drive Back Mob.” “Sugar Workers Mown Down By Police Fire,”

“Labour Leader . . . Arrested and Held Without Bail.” and “Another Hectic Dav and Night :
ey o .

in the City” reflect the tenor of additional newspaper headlines” (p. 39).
These events and the interpretation of them played a centripetal role in charting the
wheological and institutional direction of the national decolonization commitment of first-wave

popular education. As understood through the fWL's founding chairperson and prime mover,

Norman Washington Manley, this vision of decolonization aiso connected with the nationalist
and later Fabian socialist orientation of the People’s National Party (PNP), launched after the

alyvil ]t 3 1 - e’ 2 arclhy hie i1 1 “ - -
rebellions with Manley’s leadership. This vision carded tenets of “self govermmene,”

o, g Tt LRSS EPU e »15 ; - .
collectivisation,” “egalitarianism,”® and “support|ing] the progressive forces of this country

.. to raise the living standard of life of the common people” (Nettletord, 1971a; 13} and was

expressed through a program strategy of integrated conununity development. This strategy

included such features as: establishing contacts with key people in the community; social surveys
conducted with the help of local leaders in order to learn or verify dcmos_r,mpl-}ic inform;ltim;
and community prioritics: identifying existing groups and leaders through [;ousc to house visits;.
strengthening and expanding existing village organizations; engaging indigenous culture; and
developing local leadership (Francis, 1969; Girvan, 1993; chy,- 1995). ) 7

However, amidst this critical educational praxis, a silencing of race ensued that illustraced

the deeper historical tracks of the problematic triumphalist and exceptionalist relation to race
and how this problematic feeds a buried-alive dilemma of race-rememory. Rastafari, which
was coming into being during the 19305, along with some resurgence of éawcvitc tdeas and
p.ractmcs among rural and urban low-income groups who participated in the 1938 rebellions,
did not form an integral part of the mobilizational and educational approaches deploved by the
JWL. Though Garveyites and Rastafari were engaged in community education, o'rg;mi‘zing,
and economic activity, the firse wave did not turn to such social texts for L'hC‘iI‘L“’O].'I\‘. c;f
.Ig;lrniﬂg—tc;!d}ing. consciousness raising, and building alliances. Even in the dimensions of the
JWL's work that engaged in facilitating the expression of cultural-religious forms, the musical
genres associated with such African-inspired spiricual and cultural ways of Bfe as Pocomani and
Revival Baptists were deflected. Rhythmic forms more closely rcs‘emblim-ﬂr British Christian
Pratestant hymns were more often incorporated, as if in actempt to stay :1wa; from the deemed
“vulgar”* and uncivilized bodily moves and vocal sounds of B[ackja‘maica‘n life.”

As found in the 1968 primal scene of race-memory during the emergence of the second
wave of popular education, there was an emphasis in the first wave on interpellating Jamaicans
as a people-in-common and a people apare, setting up the social problematic of race as belonging
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o an unusable past, a past over which there had already been triumph and thus outside, and
an interruption of a decolonization vision for the nation. Tantamount to missing from even
the critical historiography of popular education is chat while, for instance, Manley “understood
the implications and indulged the Rastafarians in their quite valid demands for recognition and
status” (Neteleford, 1971b: kxviid), his caution abour them resembled a position that surfaced
in the second wave. Manley was weary of “a recrudescence of race-consciousness in the assertive
stance of groups like Rastafad and in the revival of UNIA [United Negro lmprovement
Association] enclaves against the persistent foree of slave heritage viz the correlation of blackness
with poverty and deprivaton” (p. Ixviii; italics in original),

Such a position was echoed in the lament of foundation JWL stff person, D.T.M. Girvan,
who noted chat with the rise of “Rastafarianism . . . [as] a manional phenomenon™ and also “race
feeling and class antagonisin,” there was a “breakdown of natonal consensus and togetherness”
(Girvan, 1993: 18). Addidonally. casting race in a strident political positdon was viewed by
Manley as precluding any “reconci{iation] of black nationalism with plural democratic
mationalism™ (Nettleford, 197 1b: lxvii). as race spoke to a “sectonal identity™ {p. Ixvii). Matters
of race and color were considered ones of “cultural identiry™ {p. Ixviy, through which the core
subjectivity of decolonized Jamaican nationhaod could be articulated in exceptionalizing terms
as an “African-European creolized fusion” (p. lxvi) capable of facitlimting “the emergence of a
class of colour indifferent persons™ {(p. lxx).

Further, in pursuit of unearthing the tracks of the ciumphahst and exceptionalist race-
rememory dilemma, such Arst-wave positions and practices regarding race may be understood
as folding into and complicit with other silencing strategies coming from the international ground
in the wake of the 1938 rebellions. Britain was “especially worrted™ {(Johnson, 1977: 66}, in
the light of “possible repercussions of the stikes and disturbances™ {p. 66), about the opinion
of the US with regards to race relations in the British empire, and more so, the reatment of
Black people who were viewed by “the white population of Jamaica™ as “combustible blacks”
(Bryan, 1991/200%: ix) capable of rendering the Jamaican celony “as volatile, potentially
unstable, subject to incendiary and inswtectionary action”{p. ix}. There was worry about the
“American tendency to judge British colonial administration by the West Indian colonies”
(Johnson, 1977: 66). The contents of a 1938 memoe by a British cabinet member reveal the
role of international entanglements in co-scripting an exceptionalist racial gaze on Jamaica that

is reminiscent of that which faced the firsg wave:

One sees signs of a growing interest in the administradon of these territeries [the British
colonies] on the part of Americans, reflected in the American magazines, The W. Indies,
are to some extent, the British show-window for the USA. T am afraid it is not a very
striking exhibit. For the moment. “the differentness” and the picturesque aspect,
predominate; but criticism is alrcady there; and it will [ think grow.,

{(Johnson, 1977: 66)

Conclusion

The triumphalist and exceptionalist relation to race that inhabits the rememeory logic of modern
Jamaican life is permicious, even as its harmiful silencing lives buried in an often benign and
normative bravado disposition. Such a silencing rememory habit continues te position Jamaican
phenomenology at an exoticized distance from contemporary analyses of the layered brutalities
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of race and power in the broader Americas; it obscures and misrecognizes the constitue SF
some o{‘thc challenges facing the nation, especially matters of the poaliticw‘l that “tmut]on %
nexus of race and power; and it renders usable pasts irrelevant Critiml‘ +d 8 ?pt'r?te y t'he"
faces the imperative of helping ro “gencratfe] ' e of metmon® e
1999: 81) regarding chis rememory dilemma .
and re-articulation.

and sustain a public culture of memory™ {Scot
and the buried stimuli complicit in its preductio
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Notes

i he 1d ea of i e P B T
The 1“1 hl\fOl’JC ll memeaory roeutes is dev L]l) ed ar (.l LEISCUSSCd in Grace Ll\]ll“‘itoll ([01 dlLUlll]l’l )
P b= g,

wrpe s
Historical nze ; : i iti
il memory and the foundations of the critical categories of justice in education.”

2 See Rushdy’s (1990: 303) discussions.
3 See, for example, Girvan (1993), Hart (19 .
. ample, Girvan (1993}, Hart (1993), and Nerdeford (19712, 1971b, 1989) & ces”
‘ : . . a, , 1959 ‘ference
\ to transforming Jamaican nationhood as building a *new” Jamaica v D for refenenice
See Baker (1983), Brown {2000; sii-xiif). and L. J04 1. 20
. J: wii=xiii), and Levy (1994: 12, 2000: 101),

wp s .
Buried alive” is developed . iscussed i ivi .

Do e’ is developed and discussed in Grace Livingston (under journa! review) “Silencing

abits; race-me 5 d ot i :

o b e 111;1[1;(:;)* iour)u of the production of the political in critical educational tesearch,” 5
e Morrison (1987: 274) for the use of the ns “di 4 for>
¢ s terms “disremembered” and "un; "

See IV L a unaccoune
7 These program areas under evaluation are .
(1994).
8 Jamaica is organized into fourteen main geographical spaces, known
9 See Heron (1994: Clap. 4). ‘

10 See Heron (1994: Chap. 4, 34-36), for instance,

1T Ses Heron (1994: 36)

12 See Heron (1944: 3 i

205 994: 33-34) for the social i i

. X ) sccial profile terminelogy and broader discussi i
e Hleron (19 =34 : oy ; iscussion of ;

i3 See Levy (1994, 1993) for the ideological o

popular education of the second wave
waork,

0 See Levy (2000: 102 3

oo Loevy (_(,](,I(J.- 102103, ,l 13) about the role of these idealogical frameworks

2 See Hope and Timmel (1984) for examples of i ; o
of Marxism and liberation theologies,

16 See Dash (1989) & + use of “me i

- sh (1989} for r].n. use of “melodrama™ in 3 conument on race in the moderm Caribbean, Dash’s

L}ommmtllry for me is exemplary of a type of Carilibean thinking ) terms to

deflect and deride harsh representations of racial problemarics )

tadapt this phrase from Soyinka (1982 10

1;,4 T 7 a4 ) o ee 5 o

8  Sec f.or example Thomas's (205) commentary on some of these features

Jamaican Blackness, ‘

also mentioned at different points throughout Heron

as parishes,

. signiicance of 2 development orentation ta
- 11 contrast with the more “welfare™ approach of first-wave
he role of Freirian conscientizaton and also versions

that tends to wse such terms 1o

17

as constitutive of modern

19 For example ink of this 1 ’ !

NGO\“?Pl;» ]l think of_ this absence m Levy’s {2000} contribution to investigations of Caribbean
. wor through his valuable study of the DNGO Social Action Ce e hi :
i e enter that [ have been
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20 See Hershatter's {1997: 34, 393) use of the notion of “usabile past” and the relared idea of when
pasts “enter into the historical record.”

21 This notion appeats throughout Machurin-Maie (1969).

17 [tudie or Rude-bay refers ta @ cultural form and sucial disposition of protest that emerged among

Black. urban, male 1ife in western, central and eastern Kingston around the late 19305 and early

1960s. See, for example, Lewis (1997, 1998).

23 Mills {1989), for instance, places independence movements and other wansitions happening in Dritish
colonies in the context of cold war pressures.

24 See, for instance, Abrahams (2000: Chap. 10} and Lewis (1998: 112-113) for discussion of these
bannings,

25  These principles are discussed throughout MNeteleford (197 1a).

26 See Cooper's (1993) use of this term,

27 See Girvan (1993) and Hazz (£993) for this tendency in the JWL's work.
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Momentum and melancholig

Women in higher education
internationally

Louise Morley -

The melancholia of missing women

Women have become highly visible as students, or consumers of higher education, while
simultaneously remaining invisible or partially visible as leaders and knowledge producers;

ence, there is a curious nwo-step of recognition and misrecognition that threatens to confuse
and confound debates on geader in the academy, Women’s under-representation in leader-

ship is international and multi-sectoral (Davidson and Burke, 2004}, Some women have. "

been allowed into higher education, embassy style, as micro-level representatives of a wider’
diverse community. However, women continue to be benchmarked in relation to masculinise
norms, entering a matrix of declared and hidden rules. COhrganisational environments can create

and regulate subjectivides and identities. Inclusion and exclusion both appear to produce dangers :

and opportunities, Wonien are simultancously constructed as winners and losers. Winners
because they are gaining access, as scudents, in significant numbers, but losers because of their ©
]a'cl{ of entitlement to leadership and prestigious disciplines. In this chapter, [ will attempt to
discuss these topics in a global context.

[t would be casy to rehearse yet another pessimistic repertoire of challenges for gender
equity in the academy. Gender and melancholy are often deeply connected {Butler, h20(}2),
with a sense of loss, burt and grief often underpinning studies of gender and power in higher
education. Dresire, as well as loss, needs to be considered. Indeed, writing on gender chle;Iity
means that we have to refer to something that does not yer exist. The tendency therefore is to
crtique, rather than to engage in futurology. Questions about the desired moi‘pholngv of the
university of the future seem to be eclipsed by pressing concerns in the present. The Hlt‘l:l;lthﬂﬁél,
however, has been productve! There have been multiple questions about the obduracy of gender
inequalities in the face of equality interventions, and recognition of how gender is {'crm;d and
reformed in the spatial and temporal context of higher education. Studies have been conducted
on gender (in)sensitive pedagogy (Sandler er al., 1996; Welch, 2006); sexual harassment
(Tiownslcy and Geist, 2000); gendered curricula and subject choices (Lapping, 2003); gendered
micropolitics (Morley, 1999); women's access (Kwesiga, 2002), and how diftering spatial and
temporal modalities impact on women's engagement with higher education (l\}ioss. 2006).
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Employment, representation and exclusion have been explored in relation to women's limited
opportunities for promotion and professional development (Knights and Richards. 2003;
Mortley et al, 2006); the under-representation of women in senior academic and administra-
tive positions {Blackmore and Sachs, 2001: Husu, 2000), or in high-status disciplines
(Bebbington, 2002), and prestigious institutions (Dyhouse, 2003). Women's relation to
knowledge itself has been theorised in terms of the way in which gender structures relations
of production and reproduction and is iinked to knowledge construction, research opportunities
and dissemination (Mam, 1996; Spivak, 1999; Stanley, 1997). Smdies have revealed how liberal
and strategic interventions for change, such as equalicy policies (Bagilhole, 2002; Deem et 4l
2003), and gender mainstreaming, ave pootly conceptualised, understood and implenented
(Charlesworth, 2005; Morley, 2007a). All reasons to be cheerful indeed, rising questions about
what it takes to challenge the irrational mayhem of gender inequalities.

Marginson (2006) reminds us about global connectivities and how higher education is
becoming a single, worldwide arrangement. Without wishing to advocate an economy of same-
ness for women in different national locations, it seems that some gender inequalities are also
globalised (Morley er al., 2003). For example, there is consistently low representation of women
in positions of seniority in a range of countries in divergent cultural and geopolitical contexts
(Brooks, 1997; Motley ¢f al., 2006; Singh, 2002, 2008). Curiously, in a culture of measurement
and audit in higher education, women’s representation in leadership is not always perceived as
sufficiently important to measure, monitor or map. International data on gender equity among
heads of universities are noticeably uneven. Since 1998, the Association of Commonwealth
Universities (ACU) kas artempted to address this lack of data with five yearly analytical reports
of data (Lund 1998; Singh, 2002, 2008). Its most recent publication (Singh, 2008) reports that
in twenry-three of the thirty-five countries in the Commomweslth from which the ACU
receives gender disaggregated data, afl universities are led by men (Singh, 2008: 12). The
organisation notes ‘the depressing reality ... of a still relatively stable hicrarchical pyramid
in which there are fewer and fewer women the higher up the ladder of seniority one loaks’
(Garkand, 2008: 4). As Figure 34.1 on page 386 shows, women's participation in leadership of
universities in the Commonwealeh has remained stable over the past decade. Throughout this
period, only one in ten vice chanceliors or presidents of Commonwealth universities has been
a woman (Singh, 2008: 12).

While patterns of representation ameng women have remained fargely unchanged in
leadership, women are faring slightly better in some academic positions (Singh. 20608). Women's
participation as professors and associate professors has increased slightly since 1997, as Figure
34.1 shows. However, women still only comprise 15.3 per cent of professors, and 29.1 per
cent of associate professors, readers and senior lecturers across the Commonwealth.

Among Commonwealth countries, women's participation in management and academic
leadership tends to be higher than average in high-income countries such as Australia. Canada
and the United Kingdom. Very few women are appointed as head of administration in South
Asian or African Counrtries (Singh. 2008).

At this stage of the areument, it might seem as if patterns of gender and leadership directly
map on to economic contexts, and that women’s under-represenmation in senior positions in
higher education correlates, or indeed is caused by, poverty and under-development. So, it is
worth shifting the focus to another geopolitical area.

The European Union examines systematic evidence of gender imbalances among scientists
and researchers and maps progress towards gender equity through the She Figires series launched
in 2003 (European Commuission, 2006). She Fieures 2006 provided gender disaggregated data
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for the twenty-five member states of the enfarged European Union and seven countries
associated with the 6¢h Framework Programme, namely Bulgaria, Switzerland, Iccland Israeli
Norway, Romania and Turkey. The European Commission revealed that only 15 per 1:::11t o;'
those ar the highest academic grade {Grade A") in higher education in the European Union
were women (European Commuission, 2006). This can be seen in UK figures. In 2006/7, women
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Fomre 34.3 Proportion of female academic staff by grade’ in the Buropean Union, 2004.

57,

Source: Evropean Commission. 20
* Grade A: highest grade or post at which research conducted, professor. Grade B: researchers not as senior as top
position but more senior than newly qualified PlD. holder, e.g associice professor, senior lecturer, sepior

researcher.

comprised 42.3 per cent of academics. but only 17.5 per cent of professors in higher education
instittions in the UK (Guardian, 28 February 2008: 1).

The disappearance of women in the higher grades Is evocative of Sen's construct of ‘missing
women’ (Martin, 2008; Sen, 2003), Women disappear when power, resources and influence
increase. So a question to consider is whether gendered cpportunicy structures only relate to

women staff, as women students appear to be Hourishing?

The momentum of women’s increased participation

One major success is the increased numbers of women entering higher education as under-
eraduate stadents. 1F we constder that women were barred in the UK until the late nineteenth
century (Dyhouse, 1993), this represents quantitative progress. Indeed, there is a morality to
the whele widening participation debate that suggests that a democratising state intervention
is promoting meritocratic equalisation and redistributing an unquestioned ‘good’ (Morley and
Lugg, 2009). Whatever the sociopolitical drivers, it is worth noting that, in the UK in 1995,
there were twe and a half times more women in the system than in 1970-1971 (Abbote and
Wallace, 1997). Participation rates for women in higher education have increased between 1999
and 2005 in all regions of the world, with a global gender parity index of 1.05, suggesting that
there are now more undergraduate women than men in higher education (UNESCO,
2007:132). However, the increase in women's patticipation has been unevenly discributed across
national and disciplinary boundaries. Women's participation rates are higher than those of men
in North America and Europe, but lower in regions such as East Asia and the Pacific, South
and West Asia and Sub-Saharan Africa.
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Globally, women students are concentrated in non-science subjects, There is still a sense of:
what constitutes a gender-appropriate discipline in many high- and low-income councries, wigh -
worldwide concern about the under—representation of women in the science, tCChnOIOW’ i
engineering and mathematics (STEM) subjects. Men predominate in subjects related to
engineeriag, manufacturing and construction, and maths and computer science (QECD, 2007y,
In many countries, two thirds to three quarters of graduates in the fields of health. welfare anid
education are women {UNESCO, 2006). Thus, women continue ta be concentraced in subjects
associated with low-wage sectors of the economy. in particular healch and welfare, humanities.
arts and education.

What do all these facts about women’s increased participation or exclusion add up to in
terms of how women experience the academy? [ h

ave conducted studies on the micrapolitics
of academic life and frequently find th

at the gendered relays of power that cause the mest distress
and discomfort are the everyday transactions and relations (Morley, 1999; 2006). Blending -
quantitative ‘faces’ with interview data helps to reveal both the scale and the fived complexities *
that structure women's patticipation in higher educadon, as scudents and seaf. Focusing on
everyday micro-level incidents can provide important information about more macro-focused -
challenges for gender equality. The personal is pelitical, or to use more contemporary
vacabulary, the self can become an object of reflexive knowledge (Beck and Beck-Gernsheim,
2002; Hey and Leathwood, 2007). The following sections will attempt to relate some of these -
concerns to a global feminist polity.

The feminisation hysteria

An equity paradox seems to have arisen. Instead of celebrating the fact that some women have
succeeded in entering the academny in certain disciplinary

and organisational locadons. a moral
panic over the feminisation of higher education h

as emerged. Happily, some Western ferninist |
scholars are taking issue with popularist beliefs that women are taking over the academy and
that their newly found professional and economic independence is respansible for societal
destabilisation and a erisis in masculinity (Evans, 2008: Leathwood and Reead, 2008: Quinn,
2003). The feminisation debare itself is partial and exclusionary. First, it does not include
consideration of leadership in higher education and only seems to relate to fomale participation
at undergraduate level in some programmes and in some geopolitical regions. Second, it is
debatable as to whether quantitative change has

allowed more {or perversely less) discursive
space for gender? Third, it fils to intersect gende

r with other structures of inequality, including
social class; and, fourth, it silences advocacy for gender equality.

lssues of silence, voice and participation have long been a concern of feminist theosists
(Gatenby and Humphries, 1999). Speaking as 2 woman can mean speaking as a gendered
self that is often at odds with the putative ungendere

d or gender-neutral representations and
assumptions ot academia (Evans, 2008).

However, voice is not just about women speaking, but
about the inclusion of gender equality in policy, pedagogy and planning. In the UK, gender
is a disqualified discourse in higher educacion policy. Quantitative change seems to imply to
policymakers that gender is no longer an isue in a post-ferninist era {(Morley, 2007b). For
example, the former minister for higher education in the UK —John Denham ~ made a speech
about priorities for the next fifreen vears, and these all relate
rather than to wealth distrbution, inclusion and equ
once (Denham, 2008).

te innovation and wealth creation,
alities. Gender equality was not mentioned
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Transnational challenges

A criticism of much of the scholarship on academic womeil is .thilt.ll' tocusc‘s on thc_ L(:}],:::;i;j |
and voices of socio-economically privileged white women in high-income u)un‘tju; 1 ﬂtm-n.lé
1999, Theorising links between differently located practices can pmdut‘c a. S,Cm;:,lrz_]l; E;ldm”.s
and scale of gender challenges. 1 would like to draw, hrstj upon .sonT% rc.1 :ll.tion.m ﬁ\:_
from Morley ef al. (2006). This study explored gcndcrAccl]mty in h1gh-u <tc uc.: O
Comumnwéalth countries. It aimed to go behind ;hc .;t:l‘ztlstl;“!i- :1Ecl TWI;I;;:E?JL,;;; LU”,{nd‘.A‘
sxperiences of higher education in Nigeria, South A rica, Sti Lanka, Ts ania ¢ .)b‘" ‘
IL;intifving key si:cs of gender-differentiared experi(.:nccs D‘f the ;1(:;1(.1?111.}’ wat :1 };tl;'firzs:l ;{){t ::Z
rcsc;\rcil. The countries were selected for their varying Tulgu}z{nl pth-lcs on' !L_JLI!‘L Th}crc.wcrc |
their commitment to international policies to end discrimination '.1g,;unst..wnm;lfl.' There were 5
209 interviews held with students, academic staff and managers. O}JSCI’\"HUQ[}‘[?' l(_l fs;:;dm‘; ;Vm
boardrooms was conducted, and statistics and policics were ;111;113{5::(1. F\ antl‘Lvt.J le ,mblc;mtié
how gender inequalities appear to be glob;\l—ised. Wlnlc transnutlo—l.m,l’ tcu-111"1]1(:;;)1s(};bww;wions
in terms of the diversity of women's oppressions (Mills and Ssewalkiryanga, 2002), obs

from women in low-income countries can sound remarkably similar to women’s votees
thtl: Lthc study, a strong sense of a hidden cunticulum -cmcrgcd (Mﬂr'&t:oll‘s:l_?[)(;lg:zl. ;]1:1.- (il‘:f
and the hidden curricula are not mutually exclusive but k.orm a c.(m.]ple:.; nu,ai)lu{n.- t.,}dicmw

tion and reproduction (Apple. 1950). The h}dden curriculum is -.11'1‘11':110‘1-'1-21’] .1;1:& Lfll:linmmtb
Negative attitudes to wonen's academic abilities do not FmTL_‘l.ﬂte With,tll,m ic Li;r.md emens.
011; aspect of the hidden curriculum relates to [h? co.rg%mct.mn bt_F\\LLI‘t sac,nf m‘n in;,ol\,c e
ability and authority. Studies have reported how dlscnmu?atl(‘m ;1g;11j15t W 0{1‘1u; I‘_k,witt oo
taking them sertously and doubting their ability an.d metlvntmn- (St,y'lll(?}l:lt in e gtcr,mwpes
I'Jiscrhiminution due to perceived incompetence is based on L.lE‘SCI‘lpt'l.\‘L _:L‘[f L : - wome
{Rudman and Glick, 2001). Difference is Frcqtlelltly" expressed in tcrm:s‘ Of.té- u.ii J:U_ucm; !
within particular bodies rather than in the ‘invisible values and assumptions str g
curieulm e pedugngy (0 .E]—ili ﬁj"j(]m: 41 11121 with intellectual authority (Shah, 2001),

smaleness is repeatedly perceived as irreconcilable in tal aut ¥ (Shah, 2000).

in 111:1t;111]1]\:izulturss, tl}w highcicducuted Woinan is in ;mtagoms‘tzc 1’el‘;1t10ns.]up t? otl);r:illztct{lz:l\l;
practicc:s. In Morley #f al. (2006), there was widcsBrcad reporting (—)l‘ ncgutmig, w %m-gtn.t;q-( |
abilities and hostility from male students and staff, as a South African student dlustrates:

oo female lec S ow the
I have also noticed how we've had maybe two or three female lecturers and h :
N i ' sspect the 3d 1 mean thes
ety in our class just do not listen to them, they do not respect them. And

[
i Cthey worke d they
-y are brilli ry know their stuft they worked hard 3
womten are really good, they are brilliant, they know

have their PhDs, but guys faugh at them, ridicule them.

’ : i = UK (1982), rooks’ carly
In an observation evocative of Spender’s carly work in the UK (1982), and B N ]in
; ; | » thetr classr servations reveale
work in the USA (1982), the Sri Lankan team relate how their classroom observatio

male students receiving more pedagogical attention:

I . relating real-life examples to the

owards the end of the lecture when the lecturer was relating real-life examy oo e
: i i ject the female =11t was involve
theory he had been teaching, he mentioned a project the female Stlef.l!t. ¥ e e
3 : = . ; ive her : > to answe

in and briefly asked her a question related to it but he did not give her any time .

smiled and moved on to the next question very swiftly.
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The Sri Lankan team also note how, generally, male students were invited to commtent and

question more than females. Consequendy. male students became more confident, more assertive

and relaxed than their female counterparts. This gendered interaction did not go unnaticed by -

scudents. A Sri Lankan stadent describes discriminatory behaviour from some male lecturers:

There are some who try o put the women down by asking a question and then laughing
at us when we can’t answer it, or ask something just to put us down.

The gendering of pedagogical interactions poses questions about the full meaning of the concept -

of ' women’s participatzion. -

Women students in Morley er al. (2006) were also perceived as impeded by internalised
oppression, i.e. their interior worlds or psychic narratives that constantly played recordings
of inferiority. Women's academic self-worth was often presented as fragile and unstable. A
Ugandan seudent states:

The problem most girls have is lack of confidence.

A Sri Lankan policymaker in Morley ¢ al. (2006) also attributed the low level of women
in management to women's reluctance to apply for the posts:

Managerial posts are not held by women in large numbers, In univessities, if you take

generally speaking how many heads of departments are fermales . . . no not even 20 per
cent are held by the females . .. That is because they don't come forward. That is the
reIsort,

The problem with affective explanations and attributing problems to psvchic narratives, such

as lack of self-confidence, is that they suggest that women are in deficit and lacking the personal

attributes to succeed. Cognitive, rather than organisational, restructuring is seen as the solution.

Problems that are largely collective and social are individuated. Tt represents the privatisation
of the public. The myth of meritocracy is reinforced. As Knights and Richards (2003: 218)
suggest: K

Meritocracy has the power to pass the responsibility for unequal outcames back onto the
mdividual and therefore to stigmatize the unsuccessful as incompetent or incapable.

The power relations that create structures and barriers and. indeed, that undermine women’s
confidence i their abilities, are overlooked. By offering very conventional indicators of

professional success, it also marks out women as losers who prefer not to occupy managerial

roles.
The gendering of academic ability has been a theme that has emerged in my recent study
on widening participation in higher education in Ghana and Tanzania {Mortley er al., 200037

This study utilises statistical data, Tife history interviews with 200 students and semi-structured

interviews with 200 seaff in two public and two private universities. It focuses on how gender
and socio-economic status intersect and constrain or facilitate participation in higher education.

The interview data so far suggest that any activity that is perceived as difficuls is seen to be
inappropriate for women. A Tanzanian female student describes how female studenes frequently

believe that they need to be academically rescued by male students:
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You know that for example this question is rough and only boys can wckle it ... and a
girl cannot, and we have to look for 2 boy, who we think can tackle it

Success criteria for gender equality frequently relate to women's increased participation in
male-dominated areas. [t is almost if, by working and studying with men, there will be
disidentification with the inferier world of women and a type of positive contagion of male
values and behaviours, Success is constructed as crossing a gendered threshold to become more
like a man, rather than removing the gendered code from the activity.

Hegemonic codes of femininity and masculinity continue 1o influence subject choice
(Lapping. 2005). Women are constructed as poor cheosers swhen it comes to academic
disciplines. Their entry into ‘non-traditional” disciplines is seen as a form of empowerment and,
hence, a cause for celebration. [n Tanzania especially, where affumative action interventions
have created access or pre-entry programmes for swomen to enter science, quantitative change
is widely acknowledged as suceess. Women's academic identities are frequently constructed in
terms of remediation or absence. A Tanzanian Dean of a Science Faculey discusses women's

under-representation in high-status disciplines:

When it comes to gender, 1 think it's the girls who are not well represented particulasly
in some disciplines. Sciences is less than fifteen percent . .. When it comes to Physics,
Mathematics, Geology there is huge imbalance between the girls and boys ... In
Mathematics it could be up to . . . you know between eighty and twenty percent. Even

in Geology you know twenty percent girls, eighey percent hoys.

Under-representation usually features in relation to certain high-status STEM subject areas.
Men's under-representation in female-dominated disciplines is rarely mentioned in policy terms.

The question of what and where women are aceessing can also be related to the type of higher
education institution {HEI}. In Ghana, women comprise 33 per cent of the overall university
population (NCTE, 2006a.b}. although they make up 41 per cent of the students in private higher
education (NCTE, 2006b). In Tanzania, 33 per cent of the overall undergraduate populacion
is female, with women comprising 38 per cent of students in private higher education (Ministry
of Higher Education, Science and Technology (MHEST), 2006). If rates of participation for
women are higher in lower-status private higher education, this poses questions about core and
periphery provision. Socially disadvantaged groups could be getting diverted into peripheral
higher education, thus reinforcing stratification of the sector and social differeatiation. In this
analysis, widening pasticipation: in higher educaton can be conceprualised as 1 process of diver-
sio, 1.e. a rerouting of members of socially disadvantaged groups into lower-starus institutions
in order to teserve the higher-status universicies for the elite (David, 2007). *Buying an education
becomes a substitute for geiting an edecation’ (Kenway er al., 1993: 116),

Policy evaporaiion

An ongoing source of grief and melancholy for many feminist scholars is the way in which
policy commitments to gender can evaporate during implementation {(Goetz, 1997; Longwe,
1995). In the UK, gender is no longer included in higher education policy. Elsewhere, there
are gender policies that fail to be implemented. In Ghana, an academic relates how gender
remains ai the level of policy text, with no strategic impiementation plans:
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L

They are all making any noises about tertiary education. All the

y said was they
recommended 50-50) and thae was it, that was it . |

. The enly one I can think of 1s wirh
regard to women, it's 1 liede bit more of lip service, if.‘mything.

These observations about the implementation g;
based study that I conducted with Rosemary Dieer and Anwar Tlili (Deem et o, 2005 Deem
2008). The research involved six case studies of higher education Institutions
Scotland and Wales, The project’s aims included exploring st
and institutional equity policies. A central finding was tha, although all six institutions studied
had equal opportunities policies in place, not af] the policies were comprehensive, complecely:
up to date or easy to understand. Policies were often communic
may not reach those with email overload or st

across England;

ated to staft via email, whick
gave the impression of often kaving been reactively rather than proactively constructed and-
with an eye to compliance with legislation rather than tmpowerment of the work force
enhancement of their working conditions. Staff were wary of wtilising grievance procedures
for fear of recrimination and professional suicide. The policies were
mamgement, and chere was little action planning or pro-act
middle management imactivity was observed by an academic trade union representative from
one university, who felt thac, for some, it was sufficient simply to note the
take any action to rectify under-representation:

not integrated into strategic
nunbers rather thap

Now on sex equality fast year there was a round of promaotions to principal tecturer and,
it was noted that T chink the proportion of women who applied. as compared ro the
proportion of women employed, and the proportion of women I think, was one out of
SIX appointees. And the personuel office simply in their report. noted the numbers. But
we tried to push them to think abogt what might they do about it but they were quite
content to just note the disparity between the number of women emploved in the
academic role and the outcome of this round.

Many of the staff that we interviewed frequently noted how policies existed at 1 testual
level — often to meer the requirements of qudic and funding bodies ~ rather than building

momentum at the grassroats level of day-to-day work,

Conclusion

Women's exclusion from higher education is a historical injustice sometimes framed today in
terms of a human rights violation. Today, women are participating, in increasing numbers, in
higher education, in a range of national locations. Yet, wome

forged in otherness, a5 strangers in opposition to {privileg
This means that gender in higher education is ofte

n's academic identities are often
ed) men's belonging and entitlement,
n encoded in a range of formal and informal
signs, practices and networks. The gender debares are full of contradictions. Qu

antitative targets
to let more wormen inte higher education can fail, or be me

aningless, while femaleness continues
to be socially construcred as second-class citizenship. Women are positio
45 4 consequence of low confidence and self-esteem, while
ever or feminise {and. hence, devalue) the sacred space of
between policy as texr and as lived experience is

ned as holding back
simultaneously threatening to take
academe. A further contradiction
a noticeable feature of gender architecture.
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Policy interventions, including gender mainstreaming and gender f:qu;l.lit.y, suggcs_t th-:it ]now
gpndér sensitivity and sirategic actions should be cv:irywhcrc'—- mcludmg the LL]]T]!L).IE utm;
;mnagcmeﬂt and resourcing of academic life — yet informants in my scudies report that it is
there! . -

nml;ll;;:]ist scholars and researchers will continue to critique, theorise, :.H.IC]lt' and .gl‘iC:\"C poswer
and privilege in higher education, as it is a 1‘l]€l_].01.’ s.ite of cuIt_uml pr;lCthL?. zclc]x;t}t}; ,k,n—nf(-i;?;;
and symbalic control. Whereas the former UK minister for lugh.cr education (IDen a, ,_ £

has a ‘wish list for the next fificen years that includes the expansion of technology, Fm.matqur).n.
and research-based wealth creation, we also need o build on the momentum of women's

icipasi imagine re~-imagine a different future.
increased participation and imagine or re imagine a different fi

Motes

| Grade A as a marker of seniority corresponds o “full professor” of the highest grade/post at which
T Ly n B } :
et el -
research is normaily conducted (European Commissian, 2006 30). o
2 For further information, see www sussex.ac.uk/ education/wideningparticiparion.
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inequalities persist, so will educational inequalities, More influential within sociology have been
factors that are seen to be external to schooling, ranging from the labour market to working-
class culture. However, here too a blame culture has often been in evidence. Within this
externalist pemspective. the working-class family is often positioned as the villain, With
depressing frequency. the media, politicians and even academics have tended to focus on
interpretations that view the working classes in terms of a range of cultural deficits thar are then
portrayed as the reasons for working-class underachievement. Mast position the working elasses
as either victims or deficient in one way or another, and nearly all focus on the home as the
locus of class practices,

In both the two approaches outlined above, stazes shift the blame for educational mequalities
from themselves onto individual schools, parents and children {Apple, 2003). The third
approach, whicl spans internal and external causes, concentrates on educational pelicy as key
to remediating social class inequalities. However, here sociological undesstandings come up
against the fuctuating presence of class in educational policy, a case of ‘now you see it, now
you don’t’. Too often within political elites, a commonsense view of social class, namely that
we are all classless now, is espoused. Across the globe, class inequalities become overlaid, and
partially masked, by dominant discourses, for example of race in the US and rurality in China
and Latin America. This other terminology works to bury class as a key marker of educational
inequality. The consequence is that all too often social class does not count within education.
So, in different countries at different rimes, in some pelicies bur not in others, social class is
recoguised as a problem to be addressed in educational policy. Currently, the main discourse
within education is one that uses the hinguage of social exclusion, yet another way of avoiding
social class. As a result, within educational policy the main division is scen to lic berween
deprived minerities on the one hand and a large mainstream on the ather.

However, even when policymakers and politicians recognise the importance of social class
in education, there is often contestation, primarily between policymakers and academics, zs to
whether educational policy can make a difference to social class inequalities iz education. While
politicians and policymakers are increasingly preoceupied with targeting policies to address class
mequalities, research over the lase half cencury indicates that ‘in most places at most tmes,
educational policy has coneributed relatively letle, if anything, to reducing social inequalities’
(Parerson and [annelli, 2007: 330). In fact, depressingly, much of the research evidence indicates
that current policy initiatives are worsening rather than mmproving social class inequalitics, So
research focusing on policies that impact on internal aspects of schooling, such as assessment
(Reay and Wiliam, 1999} and tracking, setting and streaming (Gillborn and Youdell, 2000;
Kelly, 2007; Oakes, 1985), illustrate the ways in which school processes of testing, tracking
and streaming result in inequitable outcomes for students that remain strongly related to social
class. Similarly, research on marketisation and selection policies reveals polarised educationat
systerns, with the high-achieving, well-resourced, popular schools with largely middle-class
intakes at the top of school league tables, while fess successtul, unpopular schools with mainly
working-class students are clustered at, or near. the bottom (Ball, 2003: Brantlinger, 2004,

I this brief overview, 1 have separated out these three approaches, but they are also to a
degree overlapping. So some key educational policies such as No Child Left Behind in the US
and Sure Start in che UK specifically target the working-class home and are premised on a
cultural deficit view of working-class families, while there is a fuzziness between school level
and wider systemic educational policies. In the next section | attempt to bridge internalist,
externalist and policy-centred approaches through a focus on social class experiences of
education that centres dimensions of the relationship that are often muted in contemporary
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acco—unt& ['want to argue that we cannot begin to make adequate sense of contemporary clase:
refarionships to schooling until we include notions of temporality. spatiality and rclatim-nlity

The past in the present: a brief history of social class in
education

In relation to temporality. class relationships to education constitute a sigmificant Conti1itlaﬁo' g
of the past in the present (Teese e al., 2007). Freeman-Moir and Scott's (50{)3: 10} retrospectivu
analysis of the last half of the twentieth century concluded that, under the most ﬁl\"OUrlb[?
possible conditions, even the most liberal of capitalist societies still operated with educatic'm'i
systems that restricted access and achievement for working-class children in myriad ways Inn
re%stior] to social class mobility, education across the globe is still about social l't‘p-l'OdLlCtiDilk ;1nd :
rlcmforci]ug{thc status quo. The reasons are of cousse partly economic: it remains a question UEII
the level of resources, material as well as cultural, that families ¢ i eir relati i
with schooling. But there remain issues of rcpresc!nttl':tli;in'];:ige:;tlcs‘n'b]'-mg oot rL[“_mO”ShIP_
g sents i hering that both feed into and
are fed by social and economic inequalities. Any notion of education as liberatory has always
been undeemined by ruling elites” instrumental view of education as a form of conrrol ot';h'. :
working classes. S
A {ocus‘ on temporality centres not only collective class trajectories but also family histories:
The w_m'k%ng classes bring to their experience of schooling family memories of educational
subordmam‘on and marginalisation, Children negotiate schooling not only directly through their
own experiences but also through the sedimented experiences of parents and even wmnd;@rents' |
Ruth Lupton’s (2004) research in the UK and Annette Larean’s {2003) in the UUS foun‘d t[né :
working-cluss families” expectations of social mobility through education are often minima‘l
conditioned by their own experiences over several ge‘ncrzltio;ls. |
bpcc.lh-m'tws of historical time are also critical in understanding class relationships to education:
Paul Willis's (1977) lads were leaving school in the late 1960s and eatly 1 970s, at a time when
there was buoyant labour market with an abundance of male manual jobs in the UK. Their -
oppositional rejection of schooling was, in part, made passible by the opportunities awaiting. "
{hcm,in the labour market. The American working-class youmL._,; men in Lois '\X/ei\s’s (199(}:)’ :
Ian‘rL.’m_g dd':f.\' withont work were dealing with very different economic conditions. Their more
positive attitudes to schooling and desires for credentials were, in part, a response to the lack
of working-class male jobs in the US economy of the 1980s. And economic conditions have
also changed dramatically in the UK and much of Europe over the last forty years. \X/h‘ilc ‘thc |
working classes in the global South remain outsiders irn education, across the global North’
(Comnell, 2007), they often resemble Bourdieu's ‘outcasts on the inside’. The CTI[’I‘EIH global
economic recession and changing labour market demographics leave them trapped in ﬁcho:)ﬁng
and increasingly furcher and higher education, because there is no longer sufficient - ~degre :
eniployment. T e

-

Middle-class relationships ro education, while maintaining many cottmon features with the
past, have also evolved in response to an increasingly competitive globalised labour marker (Ball
2003; Raveaud and van Zanten, 2007). The middle classes ha\f;' had to engage in more :mci
more academic, practical and emotional work in order to ensure their social a%dx:nntzlqe {Lareau
2003; Reay, 1998), Middle-class relationships to schooling, particularly in the inner ;ities hﬂVf;
become c_haractcrised by high levels of anxiety. Here, as with the wori«:ing classes, rciatio;]ship‘; ..
to education have changed along with economic conditions. In p;nrticu];;r, the premium pu.t
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on educational credentials has grown as graduate jobs have diminished relacive to the number
of graduates.

While econoniic circumstances change, the negativity with which the working classes are
viewed within education does not. It is this historical legacy of being the inferior ‘other” within
education that resonates in the present. Deference always has been, and siill is, expected of the
working classes (McDowell, 2007} In face, what is surprising is that some of the working classes
still make enormous cfforts to succeed educationally in educational systems that hold little
prospect of a positive academic outcome. The working classes across the globe continue to
have access to relatively low levels of the kind of material, cultural and psychological resources
that aid educational success. Most can neither afford the private tuition and the enriching cultuzal
activities that many middle-class parents invest in for their children, nor do they have the same
degree of confidence and sense of entitlement that the middle classes possess in their interactions
with schooling. So the negative representations and othering that characterised the past continue
in the present. This lack of positive images of the working classes contributes to them being
disqualified and inadequately supported educationally. Just as the tendency has been to locate
behavioural problems in minority ethnic racher than white students, so the working class across
ethnicity has become the universal repository of educational failure. But educatonal success
and failure are necessarily refational. Those who succeed do so at the expense of others” failure.
in the next section | examine relationality and its contribution to class experiences of schooling.

Schooling: a classed culiure of winners and losers

In place of ‘the usual suspects’, namely either working-class culture or ‘failing’ schools that
invariably have predominantly working-class intakes as key to working-class failure, a focus on
relational aspects of educational achievement reveals the crucial role of power within education.
And, as Wilkinson and Pickett (2009) point out, educational failure becomes more prevalent
a5 societies become more unequal. Under the new educational hegemony. we have all become
personally responsible for our own educational success and social mobilicy. Within the highly
individualised and competitive cultures that characterise the global North (Connell, 2007), large
sections of the working classes are pathologised as unmotivated, unambitious and underachieving,
The irony is that the rhetoric of social mobility and equal opportunities within education has
increased in volume and intensity as both have become less possible in practice. The objective
of many middle-class parents is to ensure that their children are educational winners, but aot
all children can be winners, and the provision of systems that cater for winners also helps reintorce
the position of losers {Butler and Hamnett, 2007: 1166}, We cannot all succeed academically.
If we did, what counts now as educational success would lose its value. Neither is there any
glimmer of recognition that the middle classes™ intense and increasingly anxious preoccupation
with educational achievement can be as damaging as working-class underachievement.
Nurerous studies indicate that one of the key lessons middle-class children tearn is that faiture
is intolerable, unwanted and belongs somewhere else. We can glimpse this in what white middle-
class Camilla says about chss differences in her multi-ethnic London state secondary school:

I had everything that the working-class kids didn’t have. You know everything that my
mum and dad had given me and 1 was more intelligent than they were and there was
more going for me than there was for them. And T think also because my mum and dad
had achieved so much I think [ probably felt quite second rate to them and being friends
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with these people made me feel like the one you know who was achieving you know
and was superior to them.

(Camilia)

Here we are presented with the pervasive middle-class sense of intellectual superiority. Camilla

was part of the sample in an ESRC project on the white middle classes sending their children
to urban comprehensives in England. Ta the 250 transcripts, there were 574 allusions to *being
bright’, all references to white middle-class students and their friends. This monopolising of
‘brightness’ by the middle classes within schooling yet again positions the working classes acrass
ethnicicy as the ‘lesser other” within educational systems. Co

I am going to draw briefly on a number of empirical research projects, in order to further
highlight relationality and the ways in which students experience a zero sum game in which
one child’s educational success too often means another child’s sense of educational filure.
They also iltustrate what [ have called the psychosacial dimension of ciass in education (Reay,
2005, 2008). The owo quotes below, both from working-class students, one in the US and the
others in the UK, are infused with a potent sense of unfairness and unequal treatment:

Girl: What T don’e like about my school is how they treac us like animals, like they cage
us up and like they keep putting more gates and more locks and stuff though they expect
us to act like humans.

(US quote from Fine et al., 2007: 229)

And:

Martin: Teachers look down on yvou,

David: Yeah, like they think you're dumbh.

David: We don'c expect them to treat us like their own children? They're not. But we
are still kids. 1d say to them *you’ve got kids. You treat them with love but you don’t
need to love us. All vou need to do is treat us like humans,

(UK quote from Reay, 2006: 297)

In both quotes we can sec powerfully how the system of value that produces the middle
classes as valuable, academic stars simultancously generates a working class that is represented
as incapable of having a self with value (Skeggs, 2004), While entitlernent and access to resources
for making a self with value are central to how the middle classes are formed within education,
the consequence is too often a residualised, valueless working class. Class destinies in the twenty-
first century remain tied to academic achievement. Furthermore. class has entered psychological
categories as a way of socially regulating normativity and pathology within the educational
field. However, although children expressed anxieties about school achievement across class
differences, in the studies on which I am drawing it was not the white middle-class boys
paricking about being exposed as no good through school tracking, testing and assessment
procedures, Rather, it was the black and white working-class girls agonising that they would
be ‘a nothing’ (Reay and Wiliam, 1999). Working-class students, such as the girl in Michelle
Fine and her colleagues’ study, and the two boys in my UK study with Madeleine Amot (Reay,
2006), inhabit a psychic economy of class defined by fear, anxiety and unease. where filure
looms large, and success is efusive, a space where they are positioned, and see themselves as
losers in the intense competition that education has become.
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Relationality raises issues not ouly pertaining to the relationships between classes but also
of how different aspects of identity co-exist within class. At the most basic level, class is always
gendered and raced. This is evident in the extent to which girls across class express higher levels
of anxiety about educational performance than boys (Arnor er al., 1999). Of course there are
an array of intersectionalities that cross-cut class. Social classes are striated not only by gender,
ethnicity. sexuality and (dis)ability but also by differing class fractions. Reladons differ widely
in terms of how ditferent groupings within the same class position themselves and are positioned
by others, and in terms of how their relationships to education have evolved. So to ke one
example. the white svorking class have a different relationship to education to many minority
ethnic working-class groups. While the white working classes, as we have seen in the earlier
section on temporality, often bring a collective memory of educational subordination and
marginalization to schooling, some minarity ethnic groups in the global North bring histories
of educational achievement in their countries of origin, although migration has often brought
economic impoverishment and downward mobility. Others, despite a lack ol educational
credentials, bring a strong conviction that a fresh start in a new educational systen will provide
crucial opportunities for educational advancement that were denied to their parents. Yet other
ME groups, such as the African Caribbean in the UK, have. like their white working-class
peers, learnt to live with educational failure, compounded, in their case, by racism. And these
different ethnic groups are viewed very differently wichin the white middle-class imaginary,
with the white working class regularly ethnicised as too white and labelled as white teash (Wray
and Newitz, 1997), while some minority ethric groups, such as the Chinese and Indians. are
singled out as the acceprable face of working classness (Archer and Francis, 2000) — the so-
called ‘model minorities” (Leenardo, 2004),

Geographies of schooling: classed places and spaces

Finally we need to examine the extent to which place and space generate unequal classed
relationships to schooling. Spatial protection and insulation have become a key srategy of the
white middle classes in protecting their children, and their academic achievement, from classed
others. For example, the private school system in the UK has historically been an effective
mechanism for the affluent middle classes to separate their children off from polluring differences.
But spatial separations are increasingty operating within a range of educational systems that criss-
cross the globe (see, for example, Gulson (2007} in relation to the Australian educational system
and Thrupp (2007) in relation to New Zealand). As Beverley Skegas points out (20042 15). in
the twenty first century ‘geographical referencing is one of the contemporary shorthand ways
of speaking class. This geographical referencing is particularly visible in schooling. The
emergence of predominantly working-class schools as deprived. failing and disadvantaged and
so needing either remediation or closing down has become a pervasive feature of educational
debates, particularly in the US, Australia and the UK.

Recent research (Narodowski and Nores, 2002) provides many examples of educational
spacialisation as schools are represented as either ‘good” or *bad” places by the media, the general
public and school students themselves. As Brantlinger {2004) points out in the US context,
increased emphasis on parental choice and diversity of school provision has allowed middle-
class parents and schoels to choose one another, leaving the working classes stranded in an
increasingly segregated system mediated in many cases by housing costs and the ability o move

house.
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Overand above processes of increasing segregation and polarisation, education markets have
an everyday spatial-temporal quality that varies between classes {Ball er al., 1993}, A rich body
of research reveals relationships to both dme (IReay ef af.. 2005; Vincent and Ball, 2006) :mé:l
space (Butler and Robson, 2003; Gewirtz et al., 1995; Reay of al., 2007) vary both across,
and within. the working and middle classes, The middle classes are future-orented, As Balf

] ., LR, - O 0 | IO . b
(Z003: 163) argues, ‘middle-class ontologies are founded upon incompleteness, they are about

becoming, about the developmencal self, about making something of yourself, realising vourself,
realising your potential’. This encapsulates the middle-class relaionship to schooling, It is about
‘the making of the middle~class self”. In contrast, we could argue thar schooling is about ‘the
unmaking ot the working classes”. The working classes often lack the resources and requisite

confidence for the futurity that characrerises the middle classes. Time richness and poverty are .

also key, with the working classes refatively constrained in terms of how much time they can
devote to their children’s education. THfterent class groupings also have very different relation-
ships o the local. While warking-class groups are more likely to envisage their children's careers
developing within a familiar locality and in familiar ways, the middie classes tend to have a
more cosmopolitan orientation, characterised by an investment in children movine beyond the
local into unfamiliar spheres and possibilities (Moore, 20043,

Such class relationships to educational places and spaces are all part of the ways in which,
across the globe, economic inequalities become internalised. embodied in boch those advantaged
by the economic and social status quo and those who are disadvantaged. This lived experience
of class varies across time and place, so class is experienced in different ways in diffecent national
contexts. The rural poor in China and the urban working class in the UK have very different
classed relationships to education but share ‘injuries of class’” (Sennett and Cobb, 19703 that
come from being educational outcasts (Bourdien, 1999). Despite a continuing pervasive densal
of class, it lies at the core of individuals” relationships to education, and a key sociological task
15 to uncover and understand its many varied manifestations. Ownly then can the gross educational
mequalities class generates begin to be addressed.

Conclusion

History, geography and the relationships between social classes, as sell as within them, are key
to understanding not only social class inequalities in education but alse the substance and texture
of those inequalities; how they are enacted and experienced on an everyday basis in different
culenral and national contexts. The history of educational systems (see, for example, Green,
1990} focuses our attention: on the continuities, the ways in which social class inequalities are
perpetuated despite changing economic conditions, and very different educational systems to
those of a hundred. fifty, even twenty years ago. ‘

A focus on spatiality emphasises the differences both within social classes as well as between
them, revealing the differing forms of class inequalities across educational spaces and places.
Clearly, class takes on a very different form and texture in Croatia to, say, Chile. And within
different national contexts, the experience of educational inequalities of a working-class child
in a predominantly working-class school is qualitatively different to that of the working-class
child in a predominantly middle-class school. Geography increasingly matters within educa-
tional systems as diversity within schooling proliferates (Fomlinson, 2005) and segregation and
polarisation increase (Soderstrém and Uusitalo, 2003; Webber and Butler, 2007). However,
we also need to focus on class relationships within schooling in crder to grasp the part education
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plays in social class inequalities. Increasingly. educational systems across the globe enshrine an
educational competition premised on middle-class levels of resources and defined by rules that
advanrage the middle classes. As T have argued earlier, too often, for o long and across oo
many educational spaces, education has been about the making of one class az the cost of the

unmaking of another,
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gy A
Interfaces between the sociology

of education and the studies
about youth in Brazil

Marilia Pontes Sposito
Translation: Jessé Rebello de Souza Junior and Sophia Marzouk

The birth of sociology in Brazil and the studies about education have r:lustcrc.d, since the mid
twenticth century, around several centers of research, many of wh‘wh were d}sman'tled 'by the
authoritarian regime of the 1960s. Part of that tradition, which will be examined in .thxs text,
refers to a heuristic and suggestive way of articulating the interfices between the sociology of
education and the studies on youth that must be considered these days. Tt is nota case, t!wrcfonf,
of carrying out an appraisal of the vast sociological production labour education in ]:?i’;.lle
developed in recent years, but of problematizing important perspectives ihat have been guiding
the development of this discipline in this country.! o

In the 1950s, the budding sociological reflection, particularly that practiced in 5:-10 Paulo
under the guidance of Florestan Fernandes, considered that the specific dormains GfSOC]-C!lOg}Tm
education. labor, culture, among others—should not imply excessive segmentation and

specialization:

As in any science, the sociological methods can be applied to the investigation and
explanation of any particular social phenomenen without, for that reason, making it
: . - . . . - L . v . i - *
necessary to admit the existence of a special discipline with its own object and problems!
... In other aspects the more or less free usage of such expressions f;1c1.11t;1tc5 the
identification of the content of the contributions, thereby simplifying the relations of the
author to the public. This seems to be sufficient to justify their usage, once the intention
of indefinitely subdividing the fields of Sociclogy lacks logical sense.
: N . - Ets
(Fernandes, 1960: 2930}

1 1 1 a3 £33 A -+ $ 13+ . ~1 a2 e
At that time, those guidelines were intended to understand the Brja?ﬂmﬂ so(iu.W Frt'n? the
perspective of its historical singulariry, an attitude that demanded a position of critical dialogue
in the incorporation of the theories produced abroad. The sociologists of the so-called Saz
3 - o 3 £ 1 = - £y Ry " = 211]
Paulo School of Sociology were concerned with the issue of undtrduclopmfnt ;
consequently with questions related to development, but they defended a breakaway trom the
predominant dualist view that saw social change as part of a continuum that moved from
underdevelopment to modernization. Thus, Brazil was seen as a peciiliar form of realization of the
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capitalist spstem where the economic vitality did not exclude, but rather associated with, the

archaic elements of organization of the society and the persistent forms of inequality. The ten-
stons were therefore not conceived as anomie, but as constitutive elements of society,

History and totaliey were the hallmarks of these theoretical-methodological guidelines, chat
is, it was necessary to understand the historical specificity of the Brazilian society in its multiple
dimensions (political, economic, and cultural) {Bastos, 2002; Martins, 1998).

From this spectrum of orientations emerge the first works about the school institution, which
takes center stage in the reflections of the sociology of education practiced in Brazil. However,
these studies limited their concerns to the scenario of the recent processes of migration,
industrializaticn, and urbanization. which brought to the school life a series of tensions that
required analysis (Pereira, 1967, 1971, 1978),

At that time, an important text for research about the school, put forward in 1953 by Antonio
Candido, already disclosed Durkheim’s pedagogical illusion, which in its formulation defined
the educational act as the unilateral action of the adult generation upon the immature,
considered as a “clean slate”™ (Durkhein:, 1970). 1t examined, and this may be the pioncering
anid most stimulating aspect of Candido’s analyses, the conflictive potential and the rensions
that were to exist in the relations berween the adult generations and those under education,
the latter offering resistance to the educational work carried ous by the former.

Candido proposed study of the sociability inherent in the group of students and investigation
of their expectations, which were not exhausted by the formal relationships predicted by the
institution, and limited to the processes of teaching—learning. There is already at that point an
analytical opening to the examination of aspects of school life that related to forms of studens
sociability that could be interfering with the life of the institution. He proposed an analytical
perspective sufficiently open to less institutionalized and visible dimmensions of school life, which
were recovered by the soctology of education only after the 19705, with the crises of explanatons
of purely structural slant within the context of theories sbout the school.?

The same theoretical and methodaological inspiration—the historical singularity of Brazilian
society and the totafity of social processes—was present in the first studies about youths in Brazil.
One of the central ideas of this perspective, which clearly produced a way of constructing the
research problems, lay on the premise that, from the periphery and margins, one would berter
understand the movement of society as a whole, making it possible to inspect the principles
that structure it (Bastos, 2002: 184). By sitwating youth as a social category, inspired by Karl
Mannheim {Mannheim, 1968, 1973), Marialice Foracchi examined in her works the relative
marginality of youngsters before the social structure and centers of power. Along these lines,
her research positioned Brazilian university students as emerging actors in a2 dependent society
who became protagonists of the political radicalism of the studeat movement of the 19605
{Foracchi, 1965, 1972).

The theme of juvenile radicalism was also investigated by Octavio lanni in the 19605, when
he proposed the strong interrelation between the history of the capitalist regime and the history
of the political awakening of the youth (fanni, 1968). Thus, for these authors, the singularity
of youth as a social category would contain the omissions, benefits, and tensions of a social
configuration, because youth would represeat the social category upon which “the crisis of the
systern falls in a particular way”™ (Foracchi, 1972).

Based on such framing of the historical problems and of the totality of the conditions that
constitute the cultural and sacial specificities of Brazil, the interfaces between the sociology of
education and youth are made clear, taking this theoretical-methodelogical assumption as a
point of departure. These orientations refused an inadequate specialization of the sociological
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studies that were then being initiated both in the sociology of education and in the sociology
of youth.

In the 1970s, when graduate studies were being structured in Brazil. the sociology of
education reappears, albeit with significant difficulties to establish irself as a field of study (Cunha,
1981, 1992, 1994; Gouveia, 1989). Several siudies were already pointing out these limitations,
beeause some of the dileminas experienced by academic research were due to difficulties in
understanding the singularitics of Brazilian seciety and of its system of education, in addition
to the lack of deeper discussion about the theoretical frameworks, often born abroad, which
founded the investigations. At any rate, the rescarch centered around the processes of school
inequalities, although the sociology of education could cover an extremely wide field beyond
the school format, for “the mechanisms through which a society transmits to its members the
knowledges, the know-how, and the know-how-to-be that it regards as necessary to its
reproduction are of infinite variety” {Duru-Bellat and van Zanten, 1992 n.? —

With the birth of the new sociology of education in England after the studies about
cursiculum and language developed by Michel Young (1971) and Basit Bemstein {1975} in the
early 1970s, and with the theoretical diversification of the 19805 through the il-](,‘U}‘pOJ:at'lOI.I of
interactionist and ethnographic perspectives, the interest in the school 1nstiturion pcr51.srs.
However. the research and analyses shift to the processes internal to the institution, attempting
to understand how the routines, practices, modes of teaching and learning, the selection of
contents, and the interactions in the classroom between teachers and pupils constitute elements
of control, establish power relations, and engender inequalities, not just related to social classes,
but also of ethnical and gender onigin (Zago ef al., 2003).

In Brazil, the emphases on the micro social situations favored by these rcscnrchc.s 1'c1?cwcd
the sociological studies about the school, albeit with quite uneven results. The widening of
theoretical frameworks also raised criticisms due to the clear difficulties in articulating the
perspectives around a careful study of the school institution with the wider processes o.f
a4 structural nature, as stated by Zata Brandio in the field of educational research in Brazil
{Brandio, 2002). '

At any rate, the expanded theoretical arch and the new studies developed alongside the
movement for the demaocratization of the country, reincorporating into the public debate the
relevance of school educarion as a democratic right and the need to investigate and propuse
deep changes in school practices, thereby preventing the more perverse elements of the school
syster in what concerns the reproduction of inequalities. . ) o '

The muajority of studies about the school developed by the sociology of education in Brazil
for some decades have not offered elements for the study of an important part of the school
educational processes: the pupil. In its development, the sociological research ftbout [ilt': school
has increasingly been faced with the elements that constitute the school practices and in them
the pupil’s situation, obscured or absent in most analyses. In this pcz.—lod, an intense process of
expansion of opportunities of access to schooling takes place, ;1]ongsxdfz the recognition of the
crises in efficacy of the socializing action of the school institution, that is, aspects of the C‘Lllti.ll"dl
and social domination and reproduction would be affected by the current school organization
and its new public.* Somehow, the students became a problem for the pmctifcs and proccssci
of cultural and social reproduction, and demanded a new perspective in the field of rescarch.”

In this way, the studies that constituted the school reality as an object ot analysis gradu;}ily
turned to the examination of the pupil, reinforcing that set of possibilities proposed by Candldf)
in the 1950s. As ohserved by Duru-Bellat and Agnes van Zanten, the situation of being a P_Llpll
must be a problematic abject of investigation in the context of the sociological study of the
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schaol: one is not bor a pupil; one becomes a pupil (1992). In order to consider such a perspective,
at least three assumptions are needed: the dissociation between teaching and learning, which
oives 1is¢ o the notion of school work to be carried out by children and youngsters; the
recognition that this waork by the pupil is not limited to respond to the explicit demands inscribed
in the official programs and regulations, but to the implicit expectations of the institution and
reachers. In this case, it is important to Integrate the perceptions elaborated by the stadent in
his/her extra—school socialization in the family and others spheres, with emphasis on the
grientations that derive, not just from their social or ethnical origin, but from the fact of having
been born male or female. Finally, the third assumption is “the need to recogiize that the pupil is
fie childhood and youth—

also expression of a peculiar form of his/ her insertion in the life cycle
specific categorics endowed with relative antenony fin saciety and in the sociological liferature™ (Duru-
Bellat and Van Zanten, 1992: 179; our emphasis).

Around the investigation of the situation of the pupil (Perrenoud, 1994; Sacristan, 2005)
and of the multiple agencies that constitute nowadays his/her process of socialization, sonie
investigations are thus resumed about the youth in Brazil, particularly in the ficld of education.
It aims therefore at thinking beyond the pupil, about the juvenile experience as social condition
built and rebuilt from vectors inscribed in social, gender, and ethnic-racial inequalitics of
contemporary society.

Partly owing to the loss of the monapoly of the process of educating new generations, as
already observed, and also because of the internal characteristics of the current schoal systems,
which are incapable of responding to the new challenges posed by their expansion, reflection
about the school has been accompanied by a certain diagnostic of its crisis in which violence
would be one of its main expressions (Sposito, 1998, 2001).°

The new public attending schools, mainly adolescents and youngsters, constitute an ever
more autonomous universe of interactions within these, removed from the institutional
references and bringing again in its specificity the need ofa non-school perspective in the study
of the school, what Barrére and Martuccelli (2000) call the non-school path. According to these
authors, the autonomization of an adolescent sub-culture engenders for the pupils of mass
education a reticence or opposition to the action of the normative school universe, which is
itself in crisis. The school gradually ceases to be molded only by the criteria of adult sociability
and witnesses the diffusion of the adolescent criteria of sociability, which demand 2 peculiar
way of understanding and investigation (Barrere and Martaccelli, 2000k 256).

A consolidated idea in the studies of vouth regards the fact that the modern juvenile condidon
would follow from the effects of the expansion of schooling and from the aradual withdrawal
of children and youngsters from the world of laber, in such way that some authors state that
“schooling creates youth” (Fanfani, 2006; Parsons, 1974). However, since the expansion of
schooling in Brazil is recent, considering that in the last Afty years a sigmificant fraction of the
Brazilian youth remained outside school or had access only to the initial level of the school
system, we shouid problematize some of these classical statements that attribute the modern
constitution of youth to the school mediation. In other words. looking beyond the pupil, we
need 1o understand that these agents experience today the juvenile condition in nen-school
spaces, and that they come into the institution with these practices and ways of life aiready
consolidated, because they have sociability alternatives that they certainly want to preserve.
Those who do not find, outside the school space, possibilities of rich interactions within their
peer groups, either in leisure activities or in cultural consumption or production, share this
symbolic universe filled with expeceations, and thus hope to realize them as students. They
certainly constitute these demands from the moment they leave childhood, because school is
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net the only agency that offers them cultural models for the experience of being young, We
cannot fail to consider that styles, habits, and ways of life are also shaped by other ;u;;ncics,
which brings us to the idea of the multiple socializing spaces or ways of life that inscribe
interactions and practices that go bevond the school boundaries and family life; chat is, they
pose the challenge of understanding how a stage of life——youth—and the insertion of subject‘s
into the social structure are articulated in unequal and heterogeneous societies such as the
Brazilian one.

Knowledge of the sociability, of the forms of solidarity, and of irs conflicts and practices
has been the incipient object of a sociology of youth in Brazil fairly articalated to the studies
of the soctology of education.

Despite constituting important interfaces with the sociology of education, the studies of
voungsters in Brazil embrace theoretical sources that derive from contributons from other
domains of sociclogy.

A first outlook I related to the importance of the constitution of a specific tield that appears
in the sociology of the life stages or cycles, conceived as socio-historical constructions, that is
to say, the constrution of sociological studies of childhood, youth, and old age.

Under this perspective, not just the specificities of each moment, bus also the relationships
between generations—adults and youth—are again studied, and characterized more by a certain
notion of crisis than by the traditional idea of generation conflict (Barrére and Martuccelli, 2000
Dubet, 1987).

Sirota poeints cut that within the seciological studies about childhood there can be observed
2 movement that goes from @ sociology of schooling towards a sociclogy of socialization, in
an attempt of “de-schooling” the appreach to the child (2006, 200%: 27).

The studies about vouth in Brazil, alchough still under consolidation, have opened up paths
for the understanding of the condition of youngsters beyond the school universe. By centering
on the voung subjects and their dilemmas in the outlines of a society, which until recent \,’Cﬂl‘;&
had increased the levels of social incquality, and faced with profound changes the world of
labor, the seciology of youth has also dedicated itself to examining the conditions of insertion
and muaintenance of youngsters in a labor market in sharp evolution, interacting with several
of the studies that have occupied the fields of interest of sociology in the world of labor and
unemployment {Corrochane, 2001, 2008; Guimaries, 2005; Nakano, 200:).

Incorporating the issue of the multiple spaces of the circulation of urban youngsters,” several
studies offer important clues for the understanding of the bonding elements of juvenile life
through style groups and the so-called juvenile cultures {Abrameo, 1994; Caiaffa, 1985; Carrano,
2002; Costa, 2003: Dayrell, 2005; Herschmann, 1997, 2000; Magnani and Mantese. 2007: Pais
and Blass, 2004; Sposito, 1994; Tella, 2000; Vianna, 1987, 1997).

However, most of these studies have sought to break away from the classical models tor the
study of juvenile groups, which were anchored in the wradition of functionalism that privileged
deviance and anomie as categories of analysis. A relative influence of the studies of thcjuvc;lilc
sub-cultures developed by the researchers of cultural studies from Bimmingham. England, could
be observed. The contrnbutions from the sociology of the Portuguese vouth made by José
Machado Pais (1993, 2004) were also very important, a5 were the anthropological studies
developed by Carles Feixa (1998, 2004), which examined this sociability based on the idea of

juvenile cultures (somehow overcoming the assumption of sub-culture). More recently, the
studics of urban anthropology conducted by José Guilherme Magnani (2007) about the ju;’erlilu
circuits and trajectortes in the city have also widened the perspective of ;111;1lvsi.; of the
Juvenile groups. '
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Simifarly to the reflection carried out during the 19505 and 1960s, the research into vouth
in Brazil seeks to understand the outlines and practices thar build youngsters as political actors,
Some of the studies still devote their efforts to the analysis of the forms of student militncey,
but have enlarged the specerum of subjects investigated beyond the universe of higher education.
Thus, the study of new formats and young collective actors that express new modalities of
presence in the public sphere, both through cultural and artstic expressions and within
movements that have marked the socal struggles of the Brazilian society in the last vears, as
well as the movement of the agrarian society and the struggles of blacks against discrimination
and racism has constituted an impertant challenge. The analysis of the presence of youngsters
in collective actdons draws from the theoretical tradition of the sociology of the social
movement, of collective action, and of political participation (Sposito, 20008, preserving to some
extent the perspectives of analysis that emerged in the 1950

The density of the ficld of studies about the youth under a sociclogical perspective resides
in the challenge to articulate the analysis of the domains regarded as classical to sociology, namely,
labor, culiure, political action, and social movements. The studies of Brazilian youngsters in
their diversity of modes of circulation, of practices, and of crientations derived from social,
gender, and race conditions cannot be confined as a domain of analysis constituting a specialty
refused in Brazil by the sociological tradition examined in this article,

The trajectories analyzed here illustrate a possible pach for the interaction between the
sociology of education and the studies abeout yauth that reinforces theoreticali-methodalogical
orientations of the 1950s/1960s in Brazil. By secking support in the sociological studies of the
school institution within historical and cultural processes that constituce the singularities of
Brazilian society, we reinforce the practice of sociology of education not restricted to a strictly
school perspective of the domain of study. Inscribing the sociology of vouth in the processes
that give shape to contemporary Brazilian society, both from the point of view of the
rransformations of the world of labor, and under the optics of the sociclogy of collective action,
social movements, and cultural practices, we rescue a theoretical-methodological point of view
focused on the understanding of the singularities that constitute Brazil in its constant dialogue
with international production. By examining the interfaces and specificides of this fcld of
investigation, such a perspective refuses to inscribe the sociology of education or the socioleg
of youth into the segmented mode of the special sociologies. On the contrary. the basic
asstmiption rests on the idea of a theoretical domain—the sociolegy—thac tries to understand
how the conflicts and tensions around the social reproduction, and the socialization and
individualization processes take place from some privileged protagonists—the youngsters—in
the condition of iceberg tips of contemporary social dilemmas (Melucci, 1997).

Motes

1 in another article— Ut perspectiva ndo escolar no estudo socieldgico da escola [A non-schaol perspective
in the soctological study of school}—I have analyzed the fruitfulness of that perspective for the analyses
of social struggles somehow affected by the place that the school has acquired in contemporary
seclety (Sposito, 2007),

2 The North American and Euwropean studies about the schoel establishments offer impormnt
contributions to the study of school life in it less visible and formalized aspects. An assessment of
these orientations and their impacts on the sociology of education in Brazil can be found in the
article by Leila Mafra (2003).
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3 A promising example of inflexion in the field of soctological studies on education in Brazil can be
seen in rthe studies abour families and their telations to schooling developed since the 1990s by
researchers such as Marialice Nogueira, Zaia Brandio, Nadir Zago. and Geraldo Romanelli,
amongst others (Nogueira et al., 20003,

4 Since the 1980s, an important group of sociological studies about educadion tried o understand che
perverse consequences of the expansion of schooling out of precarious conditiens, fostering an intense
debare about the qualicy of the public education offered in Brazil. Education in conservative times
has been the object of analysis in recent works that examined the neoliberal inclinations in
educational policies (Faddad, 2008; Hypdlito and Gandin, 2000),

5 When examining the emergence of the sociology of childhaod, Sirota affirms that, in the context
af the saciology of family or saciology of education, the child was a ghost character, almost invisible
{Sirota, 2006). The same could be said about the young students in the works about school developed
until recently within the contexr of the sociology of education in Brazil (Dayrell, 2002).,

6 The studies conducted by Frangois Dubet about the erisis of the socializing action of the school
have inspired some of the works developed in Brazil about the relationships between youngsters
and the school (Duber, 1991, 15094, 1998, 2002).

7 One of the fragilities of the research abour vouch in Brazil is the wle emphasis given to the study

of tural youngsters.
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Social class and schooling

Lois Wejs

ll?’\esczlrc.'hers have long argued that school outcomes, whether achievement or attainment. are
inke arge e social class : man ¢ ) 1, ¢
ked in large part to social class background (Coleman et af., 1966: Gamoran, 2001, 2008

. *

Gamoran and Long, 2007). In the United States, what is particulazly stunning, perhaps, is that

in spite of the massification of the US system of education during the twentieth century,

differences by class have persisted at largely consistent levels. Campbell et al., (2000}, for example
suggest persistent relative class differences in achievement related outcomes (as linked to NAEJ;
data over three decades), while Hout ef al.. (1993) indicate that class differences in attainment
have remained relatively constant over the course of the twentieth century.!

Raftery and Hout’s (1993) theory of “maximally maintained incquality” helps explain such
pemsistence. Under the theory of “maximally maintained inequality,” as ‘thc privilcg,ed classes
are generally better positioned to grasp new opportunities than their non-privileged cotmtcrp:n'ts
it is only when a level of attainment is saturated for the privileged group thathwmbers of rh;
less privileged classes have the opportunity to catch up. Under conditions of massification, then
“maximally maintained inequality” demands that educational allocation must be understood “;1;
an expanding pie: cach group’s piece of the pie becomes larger, but the relative differences among
pieces are preserved” (Gamoran, 2008: 170). Lucas (2001) eweaks this theory by suggesting thatij
even as quantitative distinctions fade in access to the overall educational system, ir;gqualigv will
be “effectively maintained™ through increased differentiation within pagticular strata (Gam'omn,
2008; Shavit et al., 2007), a phenomenon empirically documented in the US and elsewhere.

With careful atcention to empirical trends, Gamoran (2001, 2008) predicts that educational
outcomes as related to social class backeround will continue “largely unabated throughout the
twenty-first century despite much rhetoric and a few policies dircc;cd against it” (2(5()1: 135).
While there is amiple evidence to suggest that this is the case, such research fails to address the
mechanisms through which parents and schools are actively linked to the reproduction of social
class inequalities. Close attention to empirical work on such “enabling mechanisms” boch allows
us to chronicle the ways in which class is produced via the concrete, everyday practices of
parents and schools, and simultancously opens up possibilities for intervention. —

Here [ outline the ways in which parents and schools contribute actively to the repreduction
of inequalities of social class; in other words, the ways in which parents and schools embody
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class-related practices while simultaneously producing class-linked economic and social
cutcomes. While not intended ta be a comprehensive review of the Heerature on this sec of
issues, 1 highlight work in three key areas: otficial knowledge and its distribution; valued parental
capital and the ways in which such capital is linked to schools; and the production of youth
social idensities.® Although these issues must be explored in contexts other than first-wave
industrialized nations, examples here are drawn largely from the US and UK. T will raise the
question of class production in an increasingly globalized context at the end of the essay.

Social class has been defined in a variety of ways and. as Erik Olin Wright notes, “the concept
of class is one of the most contested within sociology.” (2008: 25). While class must be
understood and theorized primarily in relation to the econemy, we must additionally recognize
chat class rests fundamentally in the “lived” realm in that it organizes the social, cultural, and
material world in exceptionally powerful ways. The books we read, or if we read at all; our
mravel destinations and mode of travel: the clothes we wear; the foods we eat; whether we have
orthodontically straightened teeth; where (and if) our children go o scheol, with whom, and
under what staff expectations and treatment; the “look™ and “feel” of home- and schooi-based
interventions if our children “fail”: where we feel most comforable and with whom; where
we live and the nature of our housing; and, specifically in the United States, whether we have
health insurance and, if so, what kind and with what coverage, are all profoundly classed
experiences, rooted not only in material realities but in culturally based expectations and
practices. Given massive shifts in the global cconomy and accompanying neoliberal policies
and practices, which produce decpening inequalitics both within and berween nations (Aron-
Dine and Shapiro, 2006; Pikerry and Saez, 2003; Reich, 1991, 2001), a recognition of the
structuring effects of social class has never been more pressing.

This is nat to deny the ongoing and partially independent effects of race in relation to the
production of class, a point that is particularly salient in the United States, yet increasingly
important in the UK, France, Germany, and Canada, where farge immigrant populations
of color have significantly altered the social and economic landscape. Rather it is to suggest
that class is a _fundamental organizer of social experience, both “objective” and subjective,” an
organizer that has been largely eclipsed over the past twenty years by other forms of social
interrogation and analyses. As Cameron McCarthy (1990} reminds us, however, the experi-
ences and subjectivities of racially subordinated groups cannot be read entirely off class.
[ now turn to research on three specific drivers of social class formation as linked to families

and schoeols,

Official knowledge and its distribution

Spurred by calls in England in the 1970s for a “new sociology of education,” scholars address
questions related to what constitutes “official” knowledge and the ways in which such
knowledge is differentially distributed through schools . The theoretical starting point for most
of these analyses s articulated by Michael F.D. Young {1%71), who argues chat there is a
“dialectical relationship between access to power and the opportanity to legitimate dominant
categories, and the processes by which the availability of such categories to some groups enable
them to assert power and control over others” (p. 31). Young (1971), Bernstein (1977}, Anyon
(1979), Bourdieu (1977), Apple (1979/2004), Whitty (1985) and others argue that the
organization of knowledge, the forms of its transmission, and the assessment of its acquisition
are factars in the production of class and class relations in advanced capicalist societics.
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As Geoff Whitty (1985) males clear, and as Weis ¢f al. argue clsewhere (2006), mainstream,
sociologists often assume that the most important school-related question is that of “access” to
a range of educational institutions—who has it; what blocks it; and what might encourage it.
While ot an unimportant set of questions, the assumption in most such research is that simple
access to schooling will ameliorate the apparent handicaps associated with a working class and/or
poor background. In sharp distinction to this research genre, scholars began to focus on the
nature of knowledge itself and the ways in which “legitimate” knowledge works for seme and
not others. Young (1971), for example, discusses the ways in which particular kinds of

.

knowledge are validated in the academy—knowledge that is “pure,” “general,” and “acadernic.”
In contrast, knowledge that is “applied,” “specific,” and “vocational™ is marginalized. Although
this distinetion is arbitrary, it powerfully serves to keep particular (elice and relatively elite) groups
in conteol of the official school curriculum and, by extension, tightly linked occupational and
economic outcomes {Weis ¢f al., 2006).

[mportant research has also been done on the ways in which knowledge is distribured across
groups. Jean Anyon (1980, 1981) offers » compelling set of essays related to the ways in which
knowledge is difterendally distributed across student social class background in the US.
Working-class students, for example, are offered knowledge as rote memorization and a series
of structured tasks, while knowledge distribuced to students in exccutive elite public (state-
supported in the US parlance) schools is far more challenging, Students in these laccer schools
are socialized into an academic culture of excellence, while working-class seudents are socialized
mto a culture of rote memorization.

The school-based practice of tracking (placing low- and high-achieving studens in
instructional environments tailored to their current level of academic achievement) is heavily
imphicated in the reproduction of social class. Although the assumiption is that all students benefit
from such an arrangement, Sean Kelly (2008) argues that four decades of empirical research
lead to the conclusion that “low-track classrooms do not offer as rich an educational environment
as high-track classrooms™ and that “high track students benefit the most from the practice of
with low-track students being left far behind (Kelly, 2008: 21 1). Significantly, track
placement is a strong, independent predicor of college entrance pateerns (Erigha and Carbonaro,
2006; Rosenbaum, 1976), with social class being a consistently strong and independent
prediceor of track placement (Kelly, 2004, 2008; Oakes, 1983).

Given massive changes in the global economy and accompanying class reconfiguration in

L3}

tracking,

countries all over the world, it is important to broaden research on the official curriculum (both
nature of and distribution of), with particular attention to the ways in which certain groups are
creating class through the instantation of a newly forged (or re-affirmed) selective tradiriosn,
one that works to the benetic of some and not others. The hegemonic role of English as the
language of science, technelogy, and the academy is key here, as some groups are herter
positioned ro access and function in this now indisputable language of power. While some such
waork has been done over the years, we have remarkably little scholarship that tracks and theorizes
social class in relation to schooling under new global conditions. In surm, then, we need to take
seriously the emerging stratification map as related to contested notions of “official” knowledge
and its distribution globally.

Valued parental capital

Large-scale studies attest to the importance of family background in childeen’s academic
achievement, academic attainment (how far children go in school), occupational status and
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income, Given this uniformly sirong finding, it is important to probe what it is about the family
and the family’s relacionship to the school that produces oucomes of interest.

Engaging in extensive ethnographic work, and employing Pierre Bourdieu’s (1977, 1984)
theoretical insights, Annette Larean {1987) argues that middle-class pavents, in contrast to
working-class parents, have the cultural capital necessary to actualize positive ties with schools,
in that they have more information about schooling, as well as the social capital to connect
with other parents. More recently (2003), she turns her attention te class habitus, specifically
the ethnographically informed cultaral logic of child rearing, arguing that middle-class parents
across race (African Amnerican and White in the United States) engage in a process of “concerted
cultivation,” which resules in 2 “robust sense of entitlement™ among middle-class vouth (2003:
2). a sense of entidement thar “plays an especially important role in insticutional sertings,
where middle-class children Tearn to question adults and address them as relative equals”
{p. 2). Working-class and poor children, in contrast, are raised under strictures more closely
approximating the “accomplishment of natural growth™ (p. 30). While working-class and peoor
parents may similarly love their children. “the cultural logic of child rearing at home is out of
synch with the standards of institutions™ (p. 3), wherein schools. for example. value child-rearing
practices associated with concerted cultivation, suggestive of the fact that middle-class children,

simply by virtue of parenting practices. will always have an edge in school.

Prrawing on follow-up data, Lareau and Weininger (2008) find remarkably consistent

behavior with regard to decisions about college choice:

Class-specific cultural orientations to child rearing retain their purchase on family
behavior—at least tn the area of relations to institutions—approximately ten years after
the original data collection teok place. Thus the behavier of middle class parents in
managing their chitdren’s high school career and wansition into college can be viewed
straightforwardly as an extension of the same “concerted cultivation”™ child rearing
strategy they practiced carlier. Similarly, the propensity of working class and poor parents
to assamie that their children's education is the respensibility of professional educators

constitutes an extension of the “accomplishment of natural growth™ approach.
(pp. 142-143)

Ellen Brantlinger (2003} further directs our attention to the role of parents in processes of
class-based stratification. Her ethnographic study of professional middle-class parents suggests
that members of the educated middle class generate bifurcated notions of students: those that
win based upon merit and those that lose based upon their own deficiencies. More specifically,
“losers,” students unfamiliar with the dominant, middle-class system of values and codes
{(appropriate language, ways of behaving, and so forth}, are deemed culturally and incellectuaily
deficient and therefore deserving of less; “winners,” on the other hand, those familiar with the
moral. linguistic, and behavioral codes privy o the middle class, are bath rewarded for their
hard work and academic success, and discursively constructed as deserving of their privileged
stacus. Brantlinger’s research suggests thar middle-class parents actively maintain and
simultaneously ideologically neutralize class-based stratificarion through schools.

Important work in the UK by Diane Reav indicates that, even when middie-class parents
intentionally send their children to mixed urban state schools. thereby being seen as “acting
against [class] scH-interese educationally™ (Reeay. 2008: 88), they end up constructing themselves
and their children as privileged in such multi~ethnic, working-class settings. Paralleling
Brantlinger's rescarch, middle~class white parents increasingly work towards their own class
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interest, as both parents and children begin to define themselves as morally and educationally
superior to their working-class counterparts, although they send their childr(cn to working-class
schools with the opposite intent. The intractable nature of class as acted upen and tr;mslh:littc:-d
by parents is clearly apparent in this study. |
Carol Vincent and Stephen Ball extend this discussion in their exploration of choices related
ta childcare and class practices in the UK {2006}, Based ou an intense ethnographic investigation

L
f

of middle-class parenting choices and practices, Vincent and Ball indicace that, while such families
are highly dependent upon the involvement of these women/mothers in carcers and h.ighly‘-
paid jobs as part of being middle class. they nevertheless practice “professional mcthcri;w ”
wherein they juggle intense work and family commitments in order to position their child:c:n
for comparable adult class status. Such juggling ties firmly in the gendered realm. where

women’s employment and mothering histories can be plotted on an “investment
continuum,” where women move between time-investments in their children orin their
paid work, in most cases trying to manage the two to the detriment of neither, and beine
trailed by varying amounts of guil, responsibility and anxiety. | ;

(p. 164)

Adding a ¢ritically important gendered component to work in this area, Vincent and Ball’s
research extends the literature on the way class works through parenting choices. practices. and
linkages to schools.

Active production of identities

In the above sections, | focus on the ways in which schools and families directly shape and
produce class and class inequalities. This ignores the fact that studenes produce cfass on their
own located, cultural level, albeit in relation to parents, communitics, schools, and the
econonty. Paul Willis (1977) breaks important theoretical ground in this regard by focusing
our atcention on students themselves in the process of class production and ;cpz'od‘ucti(m. [;1
his fow classic Learing to fabour (1977), Willis focuses on 2 group of working-class boys in the
UK Midlands as they proceed through the last two years of secondary school and into the work
force. Rather than passively accept the socialization messages embedded in the school, the “lads”
actively differentiate themselves from the “ear’oles” (50 named because they simply sit and listen)
and school meanings in general, categorizing hoth as efferninate and unrelated to the “real”
masculine world of work., thereby reproducing at their own cultural level key elements of social
structare. As Willis notes, “The difficult thing to explain about how midile chass kids get middle
class jobs is why others let them. The difficul thing to expliin about how wo;kinq class
kids get working class jobs is why they let thenmselves™ {p. 1}. Breaking new theoretical Lntound,
Willis probes the ways in which the semi-autonomous level of culture is implicateg in the
sustainment of social structure.

Taking up the challenge afforded by Willis, we have excellent studies of class {and class linked
specifically to race) (re)production that theorize around the role of students as they engage
processes of identity construction in school (Foley, 1990; Lec, 2005; Solomon, 19(52; \’;L‘Z‘,
199()‘: Wezler, 1992), Most such studics have, however, been domne in the industrialized West,
fmd it is important that we broaden our research to include studies of cultural production
In a range of national contexis. In addition, while acting back on school meanings appears to
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constitute a key element of identity work among specific groups of disenfranchised youth across
national contexes, schoktars have yet to addeess, in a sustained fashion, the consequences of such
“resistance’” over tme, and in relation to new economic circumstances. While Willis sugpests
that working class student “resistance” Is tied to class-linked labor marker possibilides, while
simultaneously Hmiting the ingensification of demands for production on the shop floor, what
we do not know 1s where such resistance “sits™ a5 vouth grow older, partcularly in shifting
cconomic times. Although this genre of study—and specifically the body of work known as
“resistance theory™—offers a great deal with respect to what we knoew about students and
schools, serving uldmately to invert understandings as to the absolute power of educational
insticutions and their ability to “name™ others, we must theoretically situate such studies within
massively changing economic context.

In Class renrion {(Weis, 20043, a fifteen-vear follow-up study of white working-class males
and females who orginally appear in Ferking dass withour werk (Weis, 1990), 1 take up this
challenge. Rather than growing up to be part of any kind of romantic collecrive that capitalizes
upon and engages oppositicnal behavior within the walls of the factory, the (1985-1986)
secondary school male resistors are, at the age of 30-31, ahmost uniformly bouncing between
the homes of their mother and current gidfriend, earning very Hule money, and having no
steady job to speak of. Given male wage-eaming capacity under the former industrial economy,
in carlier decades they would, in all likelihood, have begun and sustained @ tamily of their own,
cashing in on both the capital-labor accord and the secret guarantees of earning the family
wage: sacrifice, reward, and digairy. Now in their early chirties, the high school “resistors™ are
almost uniformly marginaily employed and bereft of collective, except that which is aimed at
the consumption of alcohol, drugs, car races, dirt bikes, and the like. This suggests thac the shift
in the global cconomy demands hat our entire notion of cultural resistance—whar it is and
where it deposits as youth grow up—must be challenged.

Kathleen Nolan and Jean Anyon (2004) athirm this peine, arguing that oppositional identicy
as produced and enacted by black urban youth in high-poverty contexts “does not lead to the
shop floor. Rather, in this postindustrial era of mass incarceration, oppositional behavior by
working-~class youth of color in educational institutions often leads them directly into the

criminal justice system” (p. 133).

Conclusion

This essay traverses territory on social class and schooling. T argue that research strongly indicates
that “official” knowledge and irs diseriburion; parental capital and ways in which such capiral
15 linked to schools; and youth located culeures/identities as produced inside educational
stitutions contribute in importane ways to the reproduction of social class. Although this cssay
15 based primarily on quantitative and qualitative research rooted in the United Scaces, and,
secondarily, the UK, issues highlighted here mevitably play out in a wide variety of countries,
altheugh in specific national and local parlance. A variety of jobs—whether those for working-
class or middle-class individuals—are increasingly exported trom highly industrialized countries
such as the Untited States, United Kingdom, and Japan to places where multinational companies
can hire both unskilled and highty skilled/well-educated laborers at lower pay and without
benefies. [n the US, for example, we are witnessing decreasing economic opportunities for the
working class and peor whe live in particular gender and racial/ethnic relational forms. as well
as intensified and pressure-packed expectations directed towards the privileged. This evolving
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sev of international economic and human-resource relations affects the educational aspirations
and apathies of younger generations in a variety of countries, wherein the push and pull dynamics
of globalization (in the sense of pushing certain kinds of job outside the borders of firse-wave
industrialized nations, while shmultzneously pulling such jobs to nations such as China and India)
exert particular class-linked forms ef pressure on schools, families, and youth.

In addirion, the movemens of peoples across national borders, including those who possess
“flexible citizenship” by virtue of possession of high-status knowledge——for exampie, high-
powered intellectuals, engineers and medical professionals who are seduced to work in
economically powerful natons—bring new demands to school systems in economically
powerful nations. By way of example, upper middle class Hong Kong Chinese pareats in
Vancouver have little use for whart they see as the “soft” curriculum associated with North
American schoeling (Ei, 2005). Given class-linked cultural and economic capital, such privileged
wortd citizens are demanding more strongly fiamed knowledge and less of the “Huff™ that they
assoctate with Western, particularly North Anerican, schooling, even though they currently
reside in Canada, This scene is being played out in schools up and down the Pacific North
American coast, where a new form of “white flight™ is taking place as white parents are removing
their children from schoals heavily populated by Asians. a phenomenon linked both to what
white parents often see as the inappropriate demand for more strongly framed and intensified
knowiedge on the part of Asian parents, as well as the indisputable face that their children are
not, overall, performing as well (see Lee, 2009, however, on the myth of the model MUIOIILY).
Such intensifying transnational migration patterns have implications for class formation in the
US and elsewhere, as class is now being produced and re-aligned in relation to large numbers
of recent immigrants, whether those who possess “fexible citizenship” or those who enter
economically powerful nations with fittle more than the clothes on their back, a proportion of
whom do relatively well in school (Centrie, 2004; Rumbaut and Portes, 2001).

This means that class and class relations must be stuedied and theorized in relation to the
increasingly interconnected world (Crespo Sancho, 2009: Li, 2008; Weis, 2004, 2008). Given
shared international press in relation to the Hight of jobs from first-wave industrialized nations,
as well as the movement of bath unskilled and professional workers fo such job-exporting nations
(at onc and the same moment as a greater number and variety of jobs are being expered
to nations such as China and India}, we must consider the ways in which class is constitutive
of newly articulated ard lived out race/ethnic and gender dvramics in an international context
(for an important example, see Zhao, 2008), The movement of peoples and accompanying
processes of transnationalization wherein people live “here and there” (Crespo Sancho, 2009)
have deep implications for class formation, particularly in first-wave industrialized nations
that are increasingly host to new immigrants, As migrants position and reposition thenselves
inside new global circumstances, the nature of class relations inevitably changes, ushering in a
new era of race/class relations.

The bottom line here is that our worldwide cconomic and social context is shifting dramatic-
ally, demanding both increased attention to the production of class and new wavs of under-
standing such production in a wide variety of nations. In light of the review offered in this
chapter, we need to focus specifically on the ways in which parents and children of varying
social class background and across race/ethnicity/nation experience and interact with educa-
tional institutions from pre-K dirough post-graduate school, as well as the ways in which
cducational institutions themselves change in response to new global circumstances, This ail
must be tilted towards understanding the production of broader class refations and outcomes.
Updating and extending carlier important work on knowledge and its distribution; parental
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capital and its “effects”; and the production of vouth culture and identides will enable us to

make great strides towards understanding schooling and social class in the twenry-first century,

Notes

! Adam Gamoeran (2001, 2008} powerfully highlights notions of “maximally”™ and “effectively
maintained” inequality in fwo recent essays.

2 [t 15 not my intent to discuss all ways that families and schoels are lieked o the producdon of class

inequalities. High stakes testing, for example, is not covered in this essay, although there is ample

research thar suggests that such testing is linked to such production.
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