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Redaktionellt

I vintan p4 Utbildningsvetenskapliga kommit-
téns beslut om 2007 &rs tilldelning av forsk-
ningsmedel kan vi nu presentera nummer 3
av Tidskriften for lirarutbildning och forskning.
Numret innehiller artiklar med olika innehall
som emanerar frin skiftande metodologiska och
teoretiska utgdngspunkeer. I den forsta artikeln,
Problembaserat lirande i higskolematematik; En
studie av higskolestuderandes kunskapsutveckling
i matematik pd datavetenskapligt program, redo-
visar Galina Nilsson och Elena Luchinskaya en
studie som belyser hur problembaserat lirande
(PBL) i kombination med traditionella under-
visningsmetoder kan bidra till kunskapsutveck-
lingen i matematik pa hégskoleniva. Forfattarna
hivdar att de forindringar inom hégskolevi-
sendet som Bolognaprocessen inneburit stiller
andra krav pa sdvil lirare som studerande.

Den studie som redovisas i artikeln genomfor-
des &r 2005 vid Hoégskolan Vist. Férutom att
undersoka hur PBL paverkar studieresultaten i

matematik, diskuteras ocksa begreppet studie-
resultat i forhallande till f6rdjupad forstdelse i
dmnet matematik. De studerande som ingick
i studien delades in i tvd grupper dir den ena
hade inslag av PBL. En enkitstudie genomfor-
des som syftade till att ta reda p& de studerandes
egna reflektioner. Resultatredovisningen bygger
dven p4 tentamensresultaten. Forfattarna menar
att PBL kan bidra till 6kad forstdelse i hogsko-
lematematik och att metoden dirfor kan utgdra

en alternativ undervisningsmetod.

Eva Nystrom ir forfattare till artikeln, Reconcep-
tualising gender and science education: from bio-
logy and difference to language and fluidity, som
soker klarlidgga hur naturvetenskap, utbildning
i naturvetenskap och genusforskning hinger
ihop. Syftet med artikeln ir atc bidra «ill dis-
kussionen om jimstilldhet i samhillet och p
vilket sitt det kan relateras till lirare och utbild-
ning i naturvetenskap.
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Nystrom utgdr ifrdn ett genealogiskt perspektiv
genom att undersoka for-givet-tagna sanningar
och objekt i forskning om naturvetenskap. Hon
sparar det moderna klassrummet bakir till
ildre vetenskapliga praktiker. Analysen visar
att kénade monster och praktiker fortlever och
reproduceras. Den visar ocks3 att vetenskapliga
begrepp och genus, liksom till exempel ras och
sexualitet, reproduceras i praktiken pd olika sitt.
Det faktum act de ir flytande och instablila inne-
bir dock att de 4r mojliga att utmana.

I studien som redovisas i artikeln dras slutsatsen
att trots att senare forskning gir lingre 4n att
rikna huvuden eller mita konsskillnader, beh6vs
mer forskning om utbildning i naturvetenskap,
som ligger storre vike vid kritisk analys.

Artikeln, Twist and shout! Working with Teachers
towards Affirming Sexual Diversity in a New
Zealand Girls’ Secondary School, presenterar en
studie om de utmaningar och begrinsningar
som uppstér vid arbetet med att bekrifta sexuell
variation i grundskolekontext. Genom att avslsja
den dynamik som uppstod vid en sammankomst
med l4rare, belyser forfattaren Kathleen Quin-
livan vilka utmaningar och spinningar, men
ocksd den betydelse som forstdelsen av kom-
plexiteten som finns inbiddad i dessa frigor,
har. Métet med lirarna som beskrivs i artikeln

4r en del av ett storre aktionsforskningsprojekt
pa en flickskola i Nya Zealand.

Det forfattaren sirskilt intresserar sig for ar att
genom teoretiska och metodologiska resone-
mang blottligga och problematisera den dis-
kursiva, heterosexuella normaliseringsproces-
sen. Hon menar att de motsittningar som kom
idagen i denna studie har sin férklaring i den

heteronormativa skolkulturen.

Niista artikel, Estetik — kropp — genus i relation till
dans och dansutbildning, ir forattad av BriteMarie
Styrke. Hon inleder sin artikel med att konstatera
att dans som konstnirligt imne inom den obliga-
toriska skolan har en férhillandevis kort historia;
vissa inslag kan dateras till sent 1960-tal. Fran
slutet av 1980-talet initierades en stdrre nationell
satsning, Dans i skolan, vilken ur ett danspeda-
gogiskt perspektiv beskrivits som ett forsta steg
ut pd ett nytt arbetsfilt. En ndgot lingre historia
har danspedagogutbildningen. Den utbildar idag
lirare som har bildningsférbunden, grundskolan
och gymnasieskolans estetiska program som sina
huvudsakliga arbetsplatser.

Artikeln diskuterar etableringsprocessen av
dansutbildningen frin ar 1964 nir den efter &r
av forberedelser inrittades vid Kungliga Musi-
kaliska Akademinen. 1970 &vergick utbild-
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ningen till Statens Dansskola och 1978 till
dagens Danshdgskola. Denna etableringspro-
cess kan utifrin Bourdieus teorier beskrivas
som en kamp f6r erkinnande bdde som yrkes-
omride och som utbildning. Som kvinnodo-
minerat yrke blir bide frigor om kén/genus
liksom andra maktrelaterade faktorer relevanta
act synliggora.

Hugo Vanheeswijck, forfattaren till artikeln
Limitations and Possibilities of Catholic Education
in a Multicultural World, reflekterar inlednings-
vis om hur vi som minnsikor idag ska férhilla
oss till den Andre, "frimlingen”, i en globali-
serad virld. Vanheeswijcks forskning proble-
matiserar hur den kristna livsuppfattningen,
utmanad av skilda virldsuppfattningar, gestal-
tar sig och utvecklas i katolska skolor. I artikeln
presenteras begrinsningar och méjligheter for
dialog som ett pedagogiskt begrepp. Foljaktli-
gen har Vanheeswijck utgdtt frin Mikhail Bak-
htins filosofi och hans begrepp dialogism, som
integrerar “motsatser” som indiviuell och social,

teori och action, etik och estetik.

Vanheeswijck har ling erfarenhet av att arbeta
med multikulturella frigor och har i sin verk-
samhet ofta stillts infor frigor som har sin grund
i olika livs- och virldsuppfattningar. I artikeln
utgdr han frin ett antropologiskt, filosofiske,

filologiskt och religionsvetenskapligt perspektiv
inom ett kulturfilosofiskt forskningsfilt.

Detta nummer av tidskriften avslutas med
en recension, nigra bokanmilningar och ett
debattinligg. Joakim Lindgren, Umed univer-
sitet, har list Den viirdefulla praktiken. Yrkesetik
i pedagogers vardag av Kennert Orlenius & Airi
Bigsten. Lindgren har en del invindningar till
innehéllet, men hivdar avslutningsvis att boken
ir en “genomgdende klok och sympatisk bok
som rymmer en 6dmjukhet infor liraryrkets och
den pedagogiska praktikens komplexitet.” Den
instillningen 4r nigot, menar han, som ibland
saknas inom detta omride. Boken innhiller flera
exempel pd vardagliga pedagogiska situationer
som utgdngspunkt for diskussionen.

Till redaktionen for Tidskrift for lirarutbild-
ning och forskning inkommer ibland nya bécker
med aktuellt och angeliget innehall for utbild-
nings- och undervisningsintresserade lisare. De
bocker som anmils hir kommer att recenseras
vid ett senare tillfille. Tre nya bécker anmils
i detta nummer. Det ir Sten Arevik och Ove
Hartzell Att gora tinkande synligt. En bok om
begreppsbaserad undervisning, Marie Carlson
m fl. Education in "Multicultural” Societies.
Turkish and Swedish Perspectives samt Ann-

Catrine Edlund m. fl. Sprak och kén.
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Slutligen publiceras ett debattinligg om Lis- och
skrivlirande. Inligget soker visa pd nddvindig-
heten av fortsatta diskussioner kring inférandet
av vad skribenten, Carin Jonsson, Ume4 uni-
versitet, bedémer som ett framtida grundut-
bildningsimne inom lirarutbildningen. Hon
utgdr i sict inligg bland annat frin det engel-
ska begreppet”literacy” som trots att det inte
ir helt tillfredstillande, ind4 4r anvindbart i
debatten.

Redaktéren vilkomnar en debatt om detta
imne, men vilkomnar ocksd debattinligg om
for lisekretsen angeligna och aktuella frigor
som behover ventileras och diskuteras.

Gun-Marie Frinberg
Redaktsr










Problembaserat larande
I hogskolematematik

En studie av hogskolestuderandes kunskapsutveckling
i matematik pa datavetenskapligt program

Abstract

Matematikimnet utgér en grundpelare for stu-
derande pé det datavetenskapliga programmet.
Férindringen inom hégskolevisendet till foljd
av Bolognaprocessen stiller dessutom krav pa
sdvil pedagoger som studerande.

I den hir artikeln belyser vi hur problembaserat
lirande i kombination med traditionella under-
visningsmetoder kan bidra till kunskapsutveck-
lingen i matematik pa hégskoleniva.

Vi har genomfort en studie pd Hogskolan Vist
under tvd minaders tid &r 2005. Syftet var att
undersdka hur problembaserat lirande (PBL)
péverkar hogskolestuderandes studieresultat
i matematik. Vidare var tanken att diskutera
begreppet studieresultat i forhallande il for-
djupad forstdelse i imnet matematik. Inverkan
av problembaserat lirande som undervisnings-
metod belyses dirfor utifrin ett pedagogiskt
perspektiv.

Galina Nilsson & Elena Luchinskaya

Ett antal studerande pé det datavetenskapliga
programmet som ingick i studien delades in i
tvd grupper. Foreldsningarna skedde pd ett tra-
ditionellt vis f6r bida grupperna men seminarie-
6vningarna hade fér den ena gruppen inslag av
PBL. Vara resultat baserades sedan p& enkitun-
dersokningar av studerandes egna reflektioner

samt dven pd tentamensresultat.

Det 4r viktigt ace forhalla sig kritiske till vira
resultat. Det dr oméjligt atc dra generella slutsat-
ser om problembaserat lirande i matematikun-
dervisning utifrdn vir studie. Diremot pdvisar
studerandes reflektioner och studieresultat att
problembaserat lira kan bidra till 6kad forsta-
else i hogskolmatematik och dirmed vara en

alternativ undervisningsmetod.

Introduktion
Ar 1999 skrev 29 linder under Bolognade-

klarationen. Sverige var ett av dem. Milet var
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bland annat att skapa det s3 kallade European
Higher Education Area, ett forum vars syfte dr
att frimja studerandes rorlighet samt striva efter
en gemensam struktur inom Europas utbild-
ningssystem. Frin och med den férsta janu-
ari 2003 fir varje studerande som tar examen
inom grundliggande hégskoleutbildning en
validering av examensbeviset. Fér hogskolor
och universitet i Sverige (EU) innebir Bologna-
processen dessutom forenlighet av utbildnings-
strukturer, planer, undervisning och hégskole-
studerandes praktik.

Den svenska regeringen skrev under Bologna-
deklarationen. Regeringen har ocksd vidtagit
tgirder vad giller frimjandet av det livslinga
lirandet och tillgéng till hdgre utbildning.
Under de sista tio dren har stora férindringar
skett inom utbildningssystemet. Man utarbetar
utbildningsprogram som ir baserade pa output,
det vill siiga i det hir fallet studenternas utbild-
ningsresultat.

En sddan f6rindring kriver anpassning till nya
modeller och undervisningsmetoder. Den tra-
ditionella utbildningsmodellen, katederunder-
visning, med ldraren i centrum, stills mot den
nya modellen dir fokus flyttas 6ver till den stu-
derande. Det traditionella kvalifikationssyste-
met fir ge plats at ett nytt som sitter fokus pd

studerandes uppniendemal och forvirvande av
kompetens i olika steg.

Studieresultat

Den foreldsningsbaserade undervisningen till-
godoser inte allas behov. Manga studerande
arbetar exempelvis samtidigt som de bedriver
studier pd hogskoleniva. Till f6ljd av detta skar
studerandes behov av alternativa undervisnings-
sitt. Dirmed flyttar man fokus frén undervis-
ningens innehdll dill studieresultat.

Begreppet studieresultat har anvints i sam-
band med undervisningsprocessen och under-
visningen pa hogskolenivi. Men det ir forst
nyligen som begreppet resultat blev jimstillt
med uppndendemadlen i olika utbildningsfaser.
Tidigare var sddana begrepp som antal under-
visningstimmar och resursfordelning viktigare
4n resultat och kompetens.

Det viktiga ir vad studerande har lirt sig nir
de avslutar sin utbildning. Den som undervisar
pa hogskoleniva har alltid en tydlig bild av det
som skall liras ut till studerande. Det tankesit-
tet speglas i vad som formedlas och pa vilket
sitt det formedlades, samt hur man bedémer

elevernas prestationer.
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Moon (2002) belyser i sitt arbete att nir en
utbildningsprocess dr baserad pd studiere-
sultat har hogskoleliraren méjlighet att vilja
bland olika undervisningsmetoder. Emellertid,
menar Moon, skall man som studerande vara
milinriktad, med studieresultat som mal. Vid
utvecklingen av studieplan bor dirfér hinsyn
tas till hur studieresultaten forhiller sig till den
valda undervisningsmetodiken och kunskaps-
bedémningen. Ett sddant resonemang tilldter
pedagoger att utarbeta ett system for hogsko-
leelevernas kunskapsbedémning med hjilp av
olika kunskapstester.

Problembaserat ldrande

Vid tillimpningen av olika undervisningsme-
toder, sdsom grupparbete, diskussioner, kritiskt
tinkande, problembaserat lirande (PBL), verk-
lighetsanknutna problem (Case) tillits stude-
rande att ta en aktiv, inkluderande roll i utbild-
ningsprocessen. Dessutom utvecklar studerande
fardigheter och kompetenser som ir nédvindiga
i det praktiska arbetet.

I den hir undersskningen ville vi titta pi PBL.
Begreppet lirande fir i och med det hir synsit-
tet storre betydelse in sjilva inlirningen.

PBL ir ett akeuellt imne for hogskoleutbildningar
idag. Med rétter inom vetenskaper som filosofi

och psykologi utgst PBL savil en undervisnings-
metod som ett forhallandesitt till kunskap och
lirande. I det hir arbetssittet hamnar studenten
i fokus. Studerande blir, enligt Hird av Segerstad
(2000) mer aktiva och ansvarstagande. Foljderna
blir att samarbetet kring en specifik utbildnings-
uppgift styr lirprocessen.

I PBL brukar man Iésa verklighetsanknutna
problem eller fall genom diskussioner och lis-
ning i mindre grupper. Ur lirarens perspektiv
innebir det en omprévning av lirarrollen. Det
finns olika arbetsformer inom PBL som beskrivs
vid flera tillfillen i referenslitteraturen.

Litteraturstudie

Det finns en omfattande mingd litteratur som
tar upp fordelar med och tillimpning av pro-
blembaserat lirande inom olika utbildnings-
omriden. Exempelvis skriver Angela Anders-

son (1999) att:

"PBL kan for den ytlige betraktaren se ur att
vara en metod, ett sitt att ordna undervis-
ningen i basgrupper istillet for klasser och att
kalla liraren for handledare. Men problem-
baserat liirande iir ett siitt at forhilla sig till
kunskaper och lirande, err siitt som mycket
viil stiimmer med de mdl som finns formule-
rade i de svenska liroplanen”.

15
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Det ir ytterst viktigt att studerande lir sig
forhalla sig till dmnet, for att se méilet och
meningen med sina studier i matematikunder-
visningen pa hogskolenivi.

Intresset for PBL har stadigt dkat alltsedan
synsittet och metodiken introducerades 1986,
konstateras det av Lars Ove Dahlgren(1986),
som ir verksam vid Linkopings universitet. I
sin artikel ger han en bakgrund till PBL med
utgdngspunkt i den samtida pedagogiska forsk-
ningen om ldrande. Man gér frin undervisning
till lirande, och prioriterar att sitta studenter-
nas lirande i fokus.

Det problembaserade lirandets grunder bygger
pd en stark tro pé individens férmiga att ta
ansvar for det egna lirandet.

Undervisningsvirdet av PBL pd hogskoleniv
bygger mestadels pa principen att elevcentre-
rad undervisning miste komma i forsta hand
for att lirandeprocessen ska vara si effektivt

som mojligt.

Denna princip kan genomforas pa ett antal olika
sitt. PBL metoden ger studerande méjligheten
att aktivt engagera sig i inlidrningsprocessen.
Den uppmanar i sin tur studerande att arbeta
konstruktivt med sina idéer. PBL stimulerar

kunskapskonstruktion bland kursdeltagare och
utvecklar sjilvinrikead inldrning.

Det sociokulturella perspektivet l6per som en
rdd trdd genom det problembaserade lirandet.
Samspelet mellan individ och kollektiv 4r en
viktig ingrediens i det som Silj6 (2000) refere-
rar till som kunskapskonstruktion. Arbete kring
ett problem i grupp bygger pa samspel mellan
ett antal individer. PBL kan tyckas vara ett
modernt pifund, men Dahlgren (2001) pipe-
kar att dr att det forst kom till anvindning for
cirka trettio ir sedan.

Undervisning kan med andra ord ses som en
socialt konstruerad process som bygger pd akts-
rernas forhandlingar och konstruktioner av
verksamheten ifrdga. Undervisningen 4r ocks3, i
allra hégsta grad, en konstruktion av deltagarna
sjilva i den konkreta interaktionen dem emel-
lan. Dirfor idr det viktigt att belysa PBL och dra
paralleller till det traditionella undervisnings-
sittet i hogskoleundervisningen.

Matematik och individualisering

Individualisering 4r en viktig faktor som spelar
in vid problembaserat lirande. I den traditionella
matematikundervisningen 4r det litt hint act
liraren ligger nivdn pd mittfiltet av elevernas fir-

digheter. Det ir, enligt Malmer (1992), det storsta
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problemet med individualiseringen inom dmnet
matematik. Men det 4r inte sikert att hastighet,
material och intresse ligger pd samma niv for

alla elever, eller ens majoriteten av dem.

Paul Ramsden “Learning to Teach in Higher
Education”, en av virldens mest populira bocker
om undervisning pd hogskolenivd, beskriver
dagens hogskolesituation, dir han bland annat
tar upp problematiken i att grundutbildningen
har vixande elevantal och minskade anslag. De
viktigaste principer som effektiviserar lirande
ir, enligt honom, anvindbara forelisningar som
fungerar introducerande till varje nytt avsnitt
(e.g Ramsden 2003).

Ramsden papekar ocksé vikten av textval, det
vill siga att det 4r viktigt att vilja passande sitt
att presentera problemet. Avsikten 4r att upp-
muntra studerande att utveckla kritiskt tin-
kande i analys av text och visuellt material.

Metod och genomférande

En studie genomfordes av oss pd Hogskolan
Vist under tvd minaders tid 4r 2005, i vilken
40 elever under forsta aret pd datavetenskapligt
program ingick. Den aktuella kursen i mate-
matik, problemlésning i matematik fér data-
vetare, ir fortfarande en befintlig och hogst
relevant kurs for studerandes framtida studier

i drskurs tv4 och tre, bland annat i imnet pro-

jektmanagement.

Varje nytt avsnitt introducerades med forelis-
ningar, som var utformade pa det traditionella
viset: den elevpassiva katederundervisningen.
Foreldsnigen var traditionell och vilplanerad,
men saknade utrymme for utvikningar. Stoftet
i kursen stod i centrum och undervisningsma-

terialet dominerade.

Diremot genomférdes seminarier i form av
6vningar som varade fyra timmar i veckan pa
ett annorlunda sitt dn vanligt. De studerande
samarbetade kring verklighetsférankrade mate-
matiska problem i respektive basgrupper om
fyra personer.

Tillimpningen av varierande undervisningsme-
toder paverkar i allra hégsta grad pedagogens
roll i utbildningsprocessen.

Det blev som vintat en annorlunda situation fér
liraren — istillet for atc 16sa uppgifter och finga
elevernas intresse fick hon ta sig an rollen som
handledare. Handledaren kom inte med fir-
diga l6sningar utan uppmuntrade diskussioner
samt gav studerande en méjlighet att hitta egna
l8sningar vilket bidrog till utveckling av reflek-
tionstinkande under arbetet med PBL.

17



18

Problembaserat larande i hogskolematematik

Eleverna limnade alla 18sta uppgifter skriftligt.
Var ursprungliga tanke var att dela upp elever
under évningar i tvd grupper, den ena som skulle
delta i PBL och den andra, kontrollgruppen,
skulle ha traditionell undervisning. Nir man
tillkinnagav detta och forklarade for samtliga
elever att de skulle delta i en studie, ville alla
vara med i PBL-gruppen.

For att bedoma resultatet anvinde vi foljande

metoder:

1. Enkitstudie, dir eleverna fick besvara ett
antal frigor om deras intryck av PBL. Enki-
terna besvarades frivilligt och anonymt.

2.Lirande som en forindring av forstielse
(Ramsden, 1992). For att mita denna for-
dndring av forstdelse var de tvd sista tillimp-
ningsuppgifterna pa tentamen fordjupnings-
fragor kring begrepp som de studerande hade
arbetat med under kursens ging.

I enkiten behandlades foljande frigor:

* Vilket betyg skulle du ge dina prestationer?

* Fick du mer inflytande i ditt eget lirande?

* Fungerade arbetet i gruppen bra?

* Tycker du att forstdelse forindrades?

* Tyckte du att handledarens roll férindra-
des?

* Fick du lira dig mycket med hjilp av PBL?

Resultat

Enkiten besvarades av 34 studerande, dir de
flesta (6ver 80 %) gav sina prestationer det
hogsta betyget. Ungefir 90 % ansig att de fick
mer inflytande i sitt eget lirande med hjilp av
PBL. 85 % tyckte att arbetet i gruppen funge-
rade bra, en del gav en skriftlig kommentar dir
de visade uppskattning f6r samarbetet.

PBL omfattar inte enbart studerandes egen
inlidrning utan dven samspelet i den aktuella
gruppen. For de studerandes del skapar PBL
en god lirandemilj, dir det finns utrymme for
reflektioner och samspel mellan studerande.

Ett problem som tycktes ha uppstdtt, och det
visade frga tre i enkiten, var att studerande
tyvirr inte ansdg alla lika delaktiga och aktiva i
gruppen. Diremot framkom det att dessa indi-
vider 4nd4 var mer aktiva 4n i vanliga under-

visningssituationer.

Formagan till forstdelse sitts i centrum tack vare
PBL. Vira resultat visade att s inte var fallet for
40 % av de studerande. De ansdg att forstdelsen
var oférindrad. Diremot tyckte drygt 80 % att
pedagogens roll forindrades avsevirt.

P4 sista frigan, om man ansig att man fick
lira sig mycket med hjilp av PBL svarade hela



Problembaserat larande i hogskolematematik

98 % att sa var fallet. Minga papekade att de
utvecklade sina tankar med hjilp av muntlig
redovisning.

Tentamensresultat

Tillimpning av varierande metoder paverkar i
allra hogsta grad pedagogens roll i utbildnings-
processen. Pedagogen kommer inte med firdiga
l6sningar utan uppmuntrar diskussioner samt
ger studerande en méjlighet att hitta individu-
ellalésningar och bidrar till utveckling av reflek-
tionstinkande under problemanalysen.

Nir det giller lirande som en forindring av
forstdelse tittade vi pd de studerandes tenta-
mensresultat efter den genomférda studien.
En av uppgifterna var en tillimpningsupp-
gift pd rekursiva samband. Studerande skulle
bestimma ordningsnummer pa ett element som
ingick i talfoljden. De flesta klarade uppgiften
och svarade att det var en aritmetisk talfsljd.
De fick dessutom fram formeln f6r sivil diffe-

rensen som for summan.

Den andra uppgiften handlade om att skriva
den allminna l8sningen till ett rekursivt sam-
band samt tillimpa det i ett verklighetsbase-
rat problem i féretagsekonomi den infér kom-
mande ldsperiod. For att hirleda slutsatsen eller
svara pd frigorna i boolesk algebra. De flesta

studerande visade forstelse for vilken typ av
firdigheter som krivdes for act [6sa uppgiften.
Vi anség att PBL metoden forbittrade insikten
och férstdelsen samt férstirkte sjilvfortroende
for de studerande. Studerande sdg en klar dter-
koppling till praktiska situationer som kommer
att vinta dem i det kommande yrket.

Sammanfattning

Sammanfattningsvis visar vira resultat att PBL
metoden var givande och fick bra respons hos de
hégskolestuderande. Tentamensresultaten for-
bittrades avsevirt jimfort med foregdende &r,
trots simre forkunskaper bland de studerande
vid kursens start.

Som undervisande pedagog ser man en forind-
ring av lirarrollen, d4& man miste formulera
uppnéendemail for varje uppgift. Dessutom fick
man som handledare mer stimulerande upp-
gifter nir man kunde organisera och planera
arbetsuppgifterna pd ett annorlunda sitt. Jag
anser att man kan uppnd ett bra mellanlige
med hjilp av problembaserat lirande, dir alla
pa ndgot sitt fir bidra till gruppens 16sning pd
ett sirskilt problem.

PBL-metoden fungerade mycket vil p& Datave-
tenskapliga programmet, dir vi hade 40 elever
som var indelade i basgrupper under dvnings-
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tillfillena. Ett genomférande av en mer omfat-
tande studie, exempelvis for en grupp besta-
ende av 60-70 studerande pd Maskingenjors-
programmet pi Hogskolan Vist, skulle kriva

€n resursperson.

Reflektion

Vir studie frin Hogskolan Vist belyser virdet
av elevernas férméga till sjilvbedémning och
kritiskt tinkande. Medan svirigheten ligger i
att mita forbittringen vad giller problemlos-
ning, stirker denna studie tron pé att PBL dr en
undervisningsmetod sdvil som ett forhallnings-
sitt som leder till férbittrade studieresultat och
dkad motivation till fortsatta studier.

Undersokningen har varit givande for oss som
pedagoger och for vara studenter. I framtiden
skulle man kunna f6lja upp med liknande stu-
dier av PBL ur ett genusperspektiv samt det
interkulturella perspektivet. Nigot som ocksa
ir intressant ir bedémning och kvalitetssik-
ring av tentamen i matematik pd Dataveten-

skapliga program.

Den stora frigan ir om man som handledare
ir i behov av nya strategier for tillimpning av
problembaserat lirande. Undersékningen visar

med andra ord att PBL bidrog till férbittrade
studieresultat och kunskapsutveckling.

Vivill pipeka att var studie omfattar forstadrs-
studerande pd grundnivd, som dnnu inte har
utvecklat samma forméga att séka information,
redovisa muntligt, tinka kritiskt och arbeta i
grupp som studerande pd exempelvis avancerad
nivé. P4 grundnivin ir kursplaner mer koncen-
trerade och fokuserade pd vad som ir viktigt
att kunna infér nista kurs. Det dr dirfor vik-
tigt att ge eleverna grundliggande kunskaper
under férelisningarna som de kan anvinda sig
av under arbetet med PBL.
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Reconceptualising gender
and science education:

from biology and difference to language and fluidity

Abstract:

This article explores the intersections of science,
science education, gender- and feminist research
in an attempt to provide an insight in how these
areas are linked. The aim is to contribute to the
discussion of equality in society and, specifi-
cally, how it relates to teacher and science educa-
tion. The article takes a genealogical perspective
(Foucault, 1984) by exploring taken-for-granted
‘truths’ and ‘objects’ in science education research
and tracing modern classroom practices back
to older scientific practices. The analysis shows
that gendered patterns and practices continue to
reproduce, but also that notions of science, and
gender, and ‘race’, sexuality etc. are reproduced
in practices in different ways, are fluid and unsta-
ble, and therefore are challengeable. The study
concludes that despite recent research which goes
further than the conventional ‘counting heads’
or ‘measuring sex differences’, more studies of
gender in science education are needed, which
place a greater emphasis on critical analysis.

Eva Nystrom

Introduction

Gender issues at university level have become
increasingly important in Sweden, both in
terms of subject content and teaching methods
(or pedagogy). This is to some extent, due to
governmental intentions of raising equality in
the Swedish society. Recent government poli-
cies have, for example, prioritized gender as a
subject of study as well as an issue to be incor-
porated within higher education practices; and
allocated responsibility for these issues to the
Swedish National Agency for Higher Educa-
tion (Prop. 2005/06:155). Additionally, the
National Graduate School of Gender Studies
which was created in 2002, is currently sup-
porting approximately 40 doctoral students,
studying different subject and located in dif-
ferent universities in Sweden with the aim of
strengthening gender perspectives within the
higher education (SOU, 2005:66). Attempt-
ing to integrate gender issues and perspectives
into teaching and research however offers a sub-
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stantial challenge, since it requires the fusion of
gender studies and a range of disciplinary fields.
In the case of teacher education, this means
taking into consideration gender issues in many
different fields. Teachers of science subjects, for
example, need to know about gender issues in
relation to science itself (i.e. physics, chemistry,
biology, and so on), as well as in relation to sci-
ence education (the teaching of science).

Thisarticle aims to provide support for the above
by bringing together and synthesizing the wider
literature and discussion relating to science, sci-
ence education, gender- and feminist studies. To
do this, studies from 1980 to the present (with an
emphasis on the 1990s onwards) are reviewed in
addition to feminist research on science practices
both historical and contemporary. Because of the
extent of the literature covering this period, this
cannot be a complete review of research and liter-
ature: rather, examples have been selected to pro-
vide readers with an understanding of different
how the fields intersect. A genealogical approach
(Foucault, 1984) is adopted which aims both
to illuminate early practices, ideas, beliefs, and
taken-for-granted ‘truths’ about science, gender,
sexuality, ‘race’, and so on, and explore the con-
sequences these have for science education and
schooling today. Further, an aim of this study is
to trace in history why a practice is understood

and ‘made’ the way it is today. Also, genealogy is
a form of analysis where the purpose is to under-
stand how an ‘object’ is ‘made’ (see Beronius,
1991 for further interpretations of how Foucault’s
notion of genealogy can be used). Thus, instead
of looking on a practice as a response to an object,
the aim is to understand how a practice con-
structs the object it acts on. What emerges from
the study is that different practices and notions in
science education stem from, and to some extent
are structured by, components from earlier prac-
tices and understandings. Other using a similar
theoretical framework are for example Larsson
(2001) studying the construction of ‘manliness’
and 'womanliness’ in sport and sports related
research, and Widding (2006) examining how
discourses of the past are active today in students’

identity construction.

The article first explores research on science
practices in historical times. This is followed
by reviews of more recent research on — differ-
ences, differences through and in language and
cultures; and school science practices.

Historical perspectives on
biological differences
Studies of biological differences between men

and women, and between people of different
race’ originated in Europe in the seventeenth
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and continued into the nineteenth century
(Schiebinger, 1989). A feminist analysis of this
research highlights the ways in which biological
differences, and scientific readings of female,
and non-whites were interpreted as evidence of
‘naturally’ inferiority to European (white) men
(Schiebinger, 1989). During this period, women
were excluded from education, from science and

other intellectual pursuits.

In the late nineteenth century, Darwinian theo-
ries became popular, and have since been inter-
preted and used in different scientific disciplines
and politics (Hamberg, 2000). These range
from the early Social Darwinists, who provided
a biological defence of prevailing social hierar-
chies of Victorian society, to 1970s Darwinism
updated as socio-biology. By the late 1990s, Dar-
winian theory changed once more to what was
termed ‘evolutionary psychology’, a particularly
Anglo-American phenomenon, much criticized
by Rose and Rose and others for it claims to
universalism, that is aiming to incorporate all
aspects of human behavior, culture and society,
on the basis of a perception of human nature as
evolutionary (Rose & Rose, 2001).

Biological differences have continued to be
used in research to explain sex differences in

achievement, and attitudes and interests in, for

example, science subjects (e.g. seen in Benbow
& Stanley, 1980; de Lacoste-Utamsing &
Holloway, 1982; Levander, 1990; Rasmussen,
1995). Explanations of this kind aim, for exam-
ple, to show how boys and girls are educated
and socialized into their ‘natural’ roles as men
and women (Weiner, 2001). However, critical
readings of such research suggests that biology
cannot be used as a single cause to explain dif-
ference (e.g. by Bleier, 1984; Fausto-Sterling,
1985/1992, 2000; Hamberg, 2000; Hubbard,
1990; Kimball, 1994).

Making science male and women
special

Feminist scholars have tended to focus on aca-
demic women’s circumstances and lives, and their
exclusion from science, for example, in highlight-
ing the impact of the professionalization of sci-
ence at the end of the nineteenth century. These
studies are of women in past times, and include,
for example, individual biographical accounts
and institution histories relating to the origins of
modern science in Europe (Schiebinger, 1989), as
well as narratives of women scientists’ lives and
struggles at the end of the nineteenth and begin-
ning of twentieth centuries (Benckert & Staberg,
1992). Other studies focus on North American
women’s battles to gain access to higher science
education (Rossiter, 1982/1992), and how men
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have sought to exclude women from elite scientific
institutions (Rose, 1994). Rossiter (1995) notes
the invisibility of women scientists in America,
while Benckert and Staberg (2000) shed light
on the distinctive career patterns of Swedish
women physicists and chemists from the 1950s
and onwards. More recent research focuses on
the higher attrition rate of female biology and
chemistry graduate students in North America
(Ferreira, 2003), the exclusion of women scien-
tists from powerful networks in science, and the
numerous obstacles to their attempts to develop
professional networks (Davies, 2001).

This body of research highlights three impor-
tant points. The first is that science is a fluid
practice shaped by social and cultural forces and
a specific historical context. Thus gender and
science boundaries are negotiated at universi-
ties and scientific academies, and remain under
continuous shaping and construction. Studies
of the nature, and history of science (see for
example Akerson, Abd-El-Khalick & Lederman,
2000) are therefore of particular relevance to
science education and school science, as well as
those which examine the relationship between,
and shaping of, science and gender in terms of
historical, social and cultural context. In fact,
demands have been made for more critical stud-
ies of gender, science/technology and education

that problematize both science and gender, all
too often treated as unproblematic (Baker, 2002;
Henwood and Miller, 2001).

A second point, drawn from the historical
research presented above, is that science has been
constructed as a male arena, involving men-
only. However, as Schiebinger (1989) shows,
the exclusion of women has been also influence
by social class (and ethnicity) to the extent that
some women were able to study and work in
science, though often heavily dependent on the

goodwill of husband, father or brother.

Third, women working in science are revealed
by the analysis as constructed as special, or
extraordinary. For instance, Schiebinger (1989)
discusses the ‘special’, important and different
contributions that women have made to sci-
ence, including science’s priorities and methods
from which they were excluded. It is debatable,
however, whether emphasizing women as spe-
cial is a useful strategy for opening up the sci-
ence arena more generally for women, since this
might instead strengthen existing biases against
women. Nevertheless, ideas about women and
men as different and complementary continue
to be a strong theme in gender research and, as
shown in next section, are echoed in research

focusing on differences.
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Measuring differences in science
education

International comparisons of student perform-
ance in science subjects have been highly influ-
ential on the development of gender studies of
science education: for example, the international
comparative studies of different school subjects
carried out by the International Association for
the Evaluation of Educational Achievement,
(IEA from the end of the 1950s focusing prima-
rily on curriculum issues and student perform-
ance. The first IEA study of science subjects (First
Science Study, or FISS, 1970) which reported sex
differences in achievement to the advantage of
boys, especially in physics, was taken as a start-
ing point for Kelly’s research (1978) on sex dif-
ferences in school science. While previous stud-
ies had examined the structural, psychological
and social obstacles to girls’ and women’s take up
of science, Kelly was the first to focus on social
roles and socialization in science education. A
shift in understanding of sex differences in sci-
ence occurred at this time, away from focus on
‘natural’ biological differences as immutable
towards socialisation theories which recognise

the possibility of change (Yates, 1990).

During later decades, sex differences research
was reviewed in a number of studies; indicating
a high level of complexity, as well as the identi-

fication of general patterns. The latter include
boys” general domination of classroom interac-
tion, teachers asking girls fewer, and less inter-
esting and challenging questions, boys tend-
ing to overestimate, and girls to underestimate
their abilities, boys developing more confidence
while girls’ confidence diminishes throughout
the school years, and girls” general better per-
formance in language subjects compared to boys
who tend to be more successful in science (Kelly,
1988; Thorne, 1997; Wernersson, 1977, 1988,
1991; Wernersson & Ve, 1997; Ohrn, 2002). In
the Swedish context teachers also tend to award
girls higher final grades even where girls and boys
perform at the same level (Reuterberg & Svens-
son, 2000; Wernersson, 1977, 1988).

Studies of Swedish upper secondary schools,
(16 — 18 years) show similar patterns to that
for younger students. They suggest that young
men prefer more authoritarian teaching, while
young women favour group work and discus-
sion. Meanwhile, differences in achievement
between secondary boys and girls remain small,
though there is evidence of a stable gender
advantage for boys in science subjects, and that
girls’ attitudes towards science are more negative
than their male peers. Additionally, boys tend
to prefer physics to biology, and girls, biology
to physics (Wernersson, 1991).
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A meta-evaluation of the IEA studies between
1964 and 1992 was carried out by Brusselmans-
Dehairs & Henry (1997) and may be sum-
marized as follows; although sex differences
in achievement exist, the differences across
studies are much greater than sex differences
within the studies. Sex differences in ability
and achievement are seen therefore as mainly
due to societal and cultural influences, rather
than biology.

Students’ interests and attitudes have also been
an object for international comparative studies
e.g. 2nd International Science Study in 1983
[SISS] and 3rd International Mathematics and
Science Study in 1995 [TIMMS]). They echo
the findings of the eatlier studies, for exam-
ple, that Swedish secondary school girls and
boys who choose to take science have different
attitudes towards biology, chemistry and phys-
ics. As in the case of Sweden, girls generally
prefer biology and chemistry to physics, and
boys prefer physics to chemistry and biology.
Additionally, students’ perceptions of success
in school science draw on stereotypes of girls
working harder, and boys being more ‘naturally’
talented. These findings reflect the continuing
influence of earlier beliefs of male superiority

in science on today’s young people.

Patterns of achievement show similarities and
differences between countries. For example,
examination results in mathematics and physics
show significant differences between Swedish
boys and girls in two out of four categories of
mathematics, and in four out of five categories
in physics, all to the advantage of boys (Skolver-
ket 1996:114, 1998:145). Similar patterns can
be seen in other countries such as England and
Wales (Preece, Skinner, & Riall, 1999), North-
ern America (Jones, Howe, & Rua, 2000), and
Australia (Dawson, 2000). However, in yet
other studies girls are shown to have a more
positive attitude towards science than boys with
fewer sex differences overall (e.g. Greenfield,
1998; in Hawaii).

There has been a proliferation of research stud-
ies of sex differences in recent years, which aim
to identify differences between boys and girls,
often from different cultures and social back-
grounds (Nystrom, forthcoming). Typical

examples of these are as follows:

* boys” and girls’ attitude-achievement rela-
tionship towards science (Mattern & Schau,
2002)

* boys’ and girls’ approach towards science as a
hands-on activity (Heard, Divall & Johnson,
2000)
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¢ gender differences in subject choice (van
Langen, Rekers Mombarg & Dekkers,
2006)

* achievement tests for boys and girls (Zohar
& Sela, 2003) or different cultural groups
(Lawrenz, Huffman & Welch, 2001)

* studies of outcome differences by ethnic
status (Epstein Jayaratne, Thomas & Traut-
mann, 2003)

e instruments to measure difference between
groups, in e.g., gender attitudes towards
chemistry (Salta & Tzougraki, 2004).

Thus research into sex differences as above sug-
gests that there are different starting positions
of different social groups, inequalities exist
between them, and that sex differences and pat-
terns are not fixed, nor static, but are fluid and
therefore alterable. Moreover, sex differences in
achievement across have been found to be much
greater than sex differences wirhin comparative
research studies, and this is also precisely what
tests and grades measure. Further, the huge
numbers of studies about sex differences which
repeatedly replicate and produce much the same
findings and forms of knowledge seem waste-
ful of resources and not particularly helpful to
classroom practitioners. This form of research
also implies that concepts of gender and ethnic-
ity are unproblematic such that differences are

cemented rather than changed or eliminated.
In other words such concepts are produced as
stable categories, thus running the risk of repro-
ducing long-standing stereotypes rather than
generating change.

The influence of language

How values, cultural norms, and language are
applied to science has also been of considerable
interest to researchers; for example, the extent
to which language contributes to, and shapes
the development of science, or what it means
to use or share a scientific language, or to be a
member of a particular language community.
As Keller writes:

It is a by now a near truism that all data
presuppose interpretation. And if an inter-
pretation is to be meaningful — if the data
are to be “intelligible” to more than one per-
son — it must be embedded in a community of
common practices, shared conceptions of the
meaning of terms and their relation to and
interaction with the “objects” to which these
terms points. In science as elsewhere, inter-
pretation requires the sharing of a common
language (Keller, 2001:136).

Thus research on language has highlighted

how it produces gender symbolism, metaphors

29



30

Reconceptualising gender and science education:

from biology and difference to language and fluidity

and ideas about masculinity and femininity in
relation to science. Language and gender sym-
bolism are seen to underpin the ongoing social
construction and reconstruction of gender, and
as central to understanding of the relationship
between science and gender (Harding, 1986;
Schiebinger, 1989). Concepts, metaphors, and
images in science, and how they guide thoughts
and actions are addressed respectively by Mer-
chant (1980/1994), and Keller (1985, 1992).
In exploring the origin of science, Merchant
(1980/1994) shows how the image of the planet
earth shifted during the sixteenth- and seven-
teenth centuries, from organism or the life-giv-
ing mother, towards the machine which could be
handled by men (sic). The metaphor of machine
helped to reduce obstacles to the exploitation
and control of the planet. Likewise Keller (1985,
1992) argues that cultural and linguistic frames
shape what we claim to know about the natu-
ral world. She uses the concept of ‘atomic indi-
vidualism’ taken from evolutionary theory to
show how language can introduce metaphors of
atomization and individualization into biology.
In such ways, language impersonalizes nature as
free of social and cultural interpretations.

The analysis of language in science textbooks,
films and other school science materials has

also been a popular target of investigation

(Sjeberg, 2000). In the Swedish context von
Wright (1999) shows how gender is symboli-
cally produced in physics text books, and how
power inequalities are reproduced through,
for example, marginalizing women scientists
or constructing Western science as more ‘true’
than other forms of knowledge. Von Wright
(1999) includes examples of how greater inclu-
sivity in textbooks might help develop greater
equity more generally in science education. In
parallel, Snyder and Broadway (2004) are criti-
cal of biology textbooks which do not address
sexualities outside the heterosexual norm; and
suggest that the development of new ways of
knowing and understanding difference in sci-
ence classrooms will provide possibilities for
practice which encourage broader perspectives

on both sexuality and gender.

Finally in this section, studies of popular sci-
ence media such as wild-life programs suggest
that nature (Ganetz, 2004), and 'new genet-
ics’ (Asberg, 2005) do not exist in a cultural
vacuum; rather they are situated and interpreted
in historical, cultural and social contexts. Both
Ganetz, (2004) and Asberg (2005) highlight
the reproduction of gender patterns, and ethnic
and sexual stereotypes in these media, particu-
larly important because they are often used in
school science lessons.
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Creating knowledge in science
communities

New insights have also been sought concerning
what it means to be a scientist in different cul-
tural contexts (Traweek, 1988) and disciplines
(Thomas, 1990). This body of mainly femi-
nist research has enhanced understanding of
how science societies create knowledge and the
extent to which scientists and their students are
encouraged to understand the world in a par-
ticular ‘right’ way. Thus the successful scientist
is characterized differently in different cultural
contexts, rarely coinciding with the same culture’s
way of being female (Traweek, 1988). Likewise,
university subjects are assigned specific attributes.
For example, physics is seen as certain, hard, and
competitive, while languages are seen as uncer-
tain, vague, and soft. At the same time, women
are shown to be marginalized in academic envi-
ronments, independent of group size and dis-
cipline. For example, the relatively few women
studying physics at English universities are not
perceived as having anything new or interesting
to offer, while the relatively few men studying
English literature are welcomed and perceived
much more positively (Thomas, 1990).

Inclusive teaching

Having identified the ‘problem’ of sex differ-
ences in science education, in the 1970s and

1980s, focus switched to finding explanations
and solutions. For example, it was suggested
that the differential take up of science was due
to asymmetric power relations and the repro-
duction of the gendered labor market in schools
(Kelly, 1981; Spender, 1982). For others, the
main problem was the male-defined nature of
science itself (see e.g. Haraway, 1988; Harding,
1986; Hubbard, 1990; Keller, 1992). Thus,
exploring the historical development of science
and its outcomes in research terms, was seen as a
means of generating new perspectives on and for
school science; particularly in making science
more girl-friendly and gender-inclusive (Hard-
ing, 1986; Hildebrand, 1989; Lie & Sjoberg,
1984; Smail, 1984). In contrast, Gilbert and
Calvert (2003) found in their study that women
scientists neither acknowledge the influence of
strong female role models nor of ‘girl-friendly’
curricula as important in their decisions to spe-
cialise in science.

A recent shift in strategy focuses on motivat-
ing girls and young women by changing science
itself and how it is taught. This shift includes
developing more inclusive and equal forms
of teaching (Buck, Mast, Ehlers & Franklin,
2005), for instance, in the case of Fusco and
Calabrese (2001) who propose a critical, inclu-
sive science education which draws together the
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ideas of critical feminist and multicultural sci-
ence educators about the nature and purpose of
performance assessment in science education.
Other studies focus on revisions to laboratory
instructions and course materials (Bianchini,
Whitney, Breton & Hilton-Brown, 2002), and
development of language-based activities specifi-
cally designed for students of different abilities
(Rivard, 2004). Others are more pessimistic
about achieving greater inclusivity, because it
is scientists who currently set the agenda in the
sense that the norms of science teaching derive
from the norms of science — and gender /equity
is rarely a concern of science (Lederman, 2003).
The benefits of single-sex schooling as opposed
to co-education, has also attracted attention. It
is argued, for example, that teachers are better
able to avoid sexual and other forms of har-
assment in the single-sex classroom (Parker &
Rennie, 2002).

Fluid perspectives

Science educators themselves have also drawn
on the ideas of critical feminist- and post-struc-
tural perspectives of the 1980s onwards, which
emphasise the changeability and fluidity of sci-
ence and science education; for example, Brick-
house (2001) views scientific knowledge as cul-
turally situated and reflective of ideologies and

social borders. Hildebrand (1998) challenges the

rules of scientific writing by the use of poetry,
while Richmond, Howes, Kurth and Hazel-
wood (1998) focus on replacing conventional
scientific content with gender-, culturally-sen-
sitive and other alternative interpretations. For
a more critical understanding of science edu-
cation as a discourse and practice, three-levels
of reading and interpretation of science curric-
ula are proposed by Gilbert (2001) for school
students. The first reading develops a surface
understanding of the text, the second provides
the reader with a framework of general theo-
ries, assumptions and concepts, while the third
involves deconstruction of “...the assumptions
and metaphors which lie beneath the text, and
then explore ways in which the text could be
read otherwise.” (Gilbert, 2001:301).

Analysis of student ‘talk’ shows the importance
of gender and ethnicity in the production or
rejection of scientific identities, and that wider
inclusivity requires a reconfiguration of school
science curriculum (Hughes, 2001). Others
point to the need to think differently about
women and men, femininity and masculin-
ity, and science itself, since it is dangerous to
assume that actual men and ‘masculinity’ or
actual women and ‘femininity’ are identical
(Gilbert & Calvert, 2003). Also emphasized is
the importance of including a variety of soci-
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ocultural identities such as ‘race’, ethnicity,
and social class in science curricula in order to
increase understanding of and participation in
science (Brickhouse, Lowery & Schultz, 2000;
Brickhouse & Potter, 2001). It is argued that
in the science classroom, modern Western sci-
ence need to be acknowledged as but one of
many potential sciences, such as ‘indigenous
science’, which interprets how the world works
from a particular cultural perspective (Snively
& Corsigilia, 2001). The inclusion of what
might be termed multicultural science which
incorporates both modern and indigenous sci-
ence in mainstream science education is one pre-
ferred strategy (Stanley & Brickhouse, 1994),
while others are more interested in indigenous
knowledge being regarded as a different kind of
knowledge which should be valued on its own
merits. All these studies offer in various ways,
a robust critique of the practices of modern sci-
ence and ‘the Standard Account’ (Cobern &
Loving, 2001).

Conclusions

The main aim of this article has been to bring
together, and provide an overview of literature
at the intersection between science, science
education, gender- and feminist studies. It is
hoped also to contribute to the ongoing discus-
sion about equality issues in society and, spe-

cifically, in relation to teacher education and
science education. The article aspires to pro-
vide new insights into ‘doing’ science, gender,
and other cultural notions. It is suggested that
research which contains feminist- and gender
perspectives provides different yet productive
insights into the fields both of science and sci-
ence education. However, what is also evident
is the need for critical studies which investigate
how science is shaped by specific social, cul-
tural and historical contexts, and what mean-
ing this has for general scientific enquiry. Such
studies, it is hoped, will forge links with teach-
ers and influence their practice by challenging
so-called objective school science as portrayed
in text books, films, and other school material,
and the maintenance of the idea of science as
neutral and untainted by gender or other social
influences and constructions.

A genealogical approach has been used in order
to trace and visualize the ease with which values,
beliefs and interpretations are taken for granted
and made ‘true’ in a range of different science
practices. There is a risk of the reproduction
of patterns of inequality where gender or eth-
nicity are used uncritically (i.e. without analy-
sis of power relations) in research on, e.g. stu-
dent achievements or different approaches to
science. The large number of studies focusing
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on sex/gender differences and on developing
‘girl-friendly’ science may thus be interpreted
as an echo of historical practices where women
were produced and historically designated as
different from, and complementary and infe-

rior to, men.

Itis also important to address the different start-
ing positions of different groups of learners, in
particular where the educational needs of differ-
ent social groups are not met, or where opportu-
nities to succeed academically are limited. How-
ever, care needs to be taken to avoid focusing
only on the under-representation and/or segre-
gation of one group as opposed to another e.g.
women as opposed to men, or ozly on the need
for greater representation of women in science
and technology education and employment,
since such discourses merely reduce the field
to sex difference, binaries or polarities where
experiences of women and men are universal-
ized and essentialised (Henwood and Miller,
2001). To avoid this, it has been necessary to
problematize the stability of gender categories,
and at the same time focus more on the proc-
esses through which differences are produced.
This wider and more critical perspective will,
it is hoped, open up the possibilities of more
complex analyses where fixed, gender catego-

ries can be challenged, and new interpretations

developed such as how ethnicity, ‘race’ and other
social signifiers transform the borders of gender
understandings and practices. This in turn will
create new developments in science education
curriculum and teaching, which it is further
hoped, will attract a more diverse student popu-
lation to science both as an object of study and
a career pathway.
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Twist and Shout!

Working with Teachers towards affirming Sexual
Diversity in a New Zealand Girl’'s Secondary School

Picture this... It is 8.30 am in a lecture theatre in
a New Zealand Girl’s Secondary School on a freez-
ing cold mid August morning in 1997 in a large
New Zealand rown. Today is Teacher Only Day,
one of only two or three days during the year that
teachers have to focus on their curriculum areas.
Overnight it has been snowing and it has been dif-
Sficult for several staff to get here because of snow
on the hill roads where they live. That means that
several people are arriving late and our starting

time will be delayed.

At very short notice, the group of teachers that was
working with me as a researcher to affirm sexual
diversity within the school found out that the
research project could have an hour to work with
staffon sexual diversity issues from 8.30 am to 9.30
am. We had been requesting time to work with
staff on the research project for some time with no
success and were feeling pretty frustrated. Finally
though, here was an opportunity. Sylvie, the school
counsellor, and a key supporter of the project in the

Kathleen Quinlivan

school had prepared for the session hurriedly. We
both felt nervous as the staff drifted in to the lec-
ture theatre. The thought of working with sixty or
so staffwas a daunting prospect. I couldn’t believe
it was in a lecture theatre, it was so unconducive
to the interactive deconstructive approach to the
workshap that we had planned. An hour seemed to
be such an inadequate amount of time to begin to
explore such a complex and loaded topic as sexual
diversity. However, at the same time, I felt wired,
it had been so difficult ro ger an opportunity ro
work with the staff; and if this was all there was
then [ was determined to get as much achieved as
possible. In retrospect that was a mistake. Before
the workshop a colleague had told Sylvie thar the
staff were grumbling about the "homophobia’ one
already and what a waste of time it would be. So,
all the ingredients were present that morning for
things to go wrong, and, with a few exceptions,
that’s mostly how it was to pan out.

(Fieldnotes, August, 1997)
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Introduction

This paper explores the challenges and con-
straints involved in working toward affirm-
ing sexual diversity in secondary school con-
texts through unpacking the dynamics that
emerged in a professional development session
with teachers which was part of a wider partic-
ipatory action research project within a decile
6 urban state single sex girls school, in a New
Zealand Girl’s Secondary School.!

I want to begin by outlining some of the tensions
that arose in the research project which led up
to the moment that I have described.

Over time, and for a range of intertwined theo-
retical and methodological reasons, the partici-
patory action research project to affirm sexual
diversity in a New Zealand Girl’s Secondary
School became increasingly challenging, and
I began to recognise the importance of under-
standing the wide range of complexities and
tensions that emerge for schools and researchers

engaging in work to affirm sexual diversity.

In the process of gaining theoretical ‘width’ I
have become increasingly interested in the pos-
sibilities inherent in laying bare and problema-
tising the discursive normalisation of heterosex-

uality, rather than in framing lesbian and gay

students as a disadvantaged group of ’at risk’
individuals who require reparation within an
equity framework due to their perceived deficit
or personal problem (Fine, 1991; Fraser, 1997).
In the first phase the study, it emerged that the
process of labeling queer students within a deficit
framework at Takahe High School ran the risk
of reinforcing the normality of heterosexuality
within schooling contexts by taking attention
away from the fact that the ’problem’ was not
the individual student but the heteronormative
culture of the school Quinlivan (2002b).

While on one hand the approach allowed the
school to provide support to individual students
from counselling staff, it also enabled the school
to contain’ and safely manage the issues faced by
lesbian, gay and bisexual youth through being
seen to meet the needs of individuals. These
actions ensured that the school’s position in the
marketplace was not jeopardised.

Over the course of the research project I became
more interested in exploring ways of working
in schools which could provide a framework
within which the discursive meanings that
circulate about sexuality and gender could be
explored and destabilised. Fraser (1997) would
describe this development as a transformative

rather than an affirmative approach for achiev-



ing social justice. Looking back, I can see that
the tension between these two ways of viewing
sexuality and affecting change underscored the
study. Whereas the affirmative action model
could facilitate (some) structural factors to
shift, it held the problem of leaving the deeper
meanings which circulate about sexualities and
genders intact. The transformative model was
strategic but did not address creating struc-
tural change.

At the same time, my increasing interest in
feminist post structuralist and queer theoretical
frameworks was influencing the ways in which
I understood and analysed the initial student
data I had gathered in a New Zealand Girl’s Sec-
ondary School. Rather than just framing lesbian
and gay students as fixed as an oppressed abnor-
mal ‘other’ within a binary framework (Sedg-
wick, 1990), I became increasingly interested
in understanding, explicating and interrupting
the process through which meanings of sexual-
ity and gender were intertwined, and in explor-
ing how the two constructs were in a constant
state of production and contestation (Butler,
1990; 1993; Davies, 1995, 1996; Renew, 1996,
Quinlivan, 2000b; Town, 1999). In sessions I
had with students at in a New Zealand Girl’s
Secondary School it appeared that the concep-
tual frameworks for understanding sexualities

Twist and Shout! Working with Teachers Towards
Affirming Sexual Diversity in a New Zealand Girl’'s Secondary School

and pedagogies which I began to draw on had
the potential to destabilise the normality of
heterosexuality (Quinlivan, 2000c¢). Increas-
ingly I became interested in Foucault’s (1988)
notion of sexuality as ’becoming’, rather than

as arrival.

Pinning down queer theory and activism is no
easy task. Its multiple meanings as well as the
ways in which it intersects with post-structural
conceptual frameworks mean that queer theories
and practices work against, rather than with,
definition. Sedgwick (1994a) notes that one
of the Latin derivations of queer is torquere-
to twist. The notion of twisting and perhaps
stretching sexual categories hints at some of the
widening analytical and pedagogical potential
of queer concepts, and also, as I show shortly,
how squirmingly uncomfortable the process of
interrogating heteronormalising discourses in
functionalist schooling contexts can be.

The emphasis on paying attention to differ-
ence in constructing identities and an interest
in framing identity as open to conflicting and
multiple meanings situates queer theory within
wider post-structural theoretical contexts which
understand identity as provisional and contin-
gent. Jagose (1996) suggests that the emphasis
on the rational and autonomous self, emerges
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from within Enlightenment paradigms that
privilege those constructions. Destabilisation of
identity categories does not mean however that
identity categories disappear altogether, rather
that they are rendered permanently open and
contestable (Seidman 1996).

One way of addressing the complexities of iden-
tity is to have an understanding of the meanings
through which identities are constituted.

Foucault’s (1980) notion of normalisation as a
form of social control has been utilised by queer
theorists. The operation of heteronormative
discourses for example, explores the discursive
construction of the normality of heterosexuality
and the corresponding abnormality of same sex
desire, and also how these discourses have been
enacted and resisted as forms of social control
within in social, political and economic spheres.
Warner’s (1993) concept of heteronormativity
frames the normalising discourses of heterosex-
uality, rather than the abnormality’ of same sex
desire as the issue which needs to be addressed.
This process provides a different focus for fram-
ing same sex desire from the previous human-
ist psychological discourses of homophobia and
heterosexism. As Britzman (1998) suggests, the
concept of heteronormativity provides a politi-
cal critique of the production of normalcy and

a4

its sexualisation as heterosexuality. The field of
analysis for queer theorists is the production of
cultural meanings, in particular linguistic and
discursive structures. Same sex desire is framed
as a construction arising in the cultural politics
of knowledge, rather than personal identity
in a quest for equal rights. The heterosexual/
homosexual binary is understood as a category
of knowledge, as a way of defining and catego-
rising people desires, behaviour and social rela-
tions (Seidman, 1995). Understanding how the
heterosexual/homosexual binary operates as a
discursive construction to normalise hetero-
sexuality and abnormalise same sex desire helps
in understanding how individuals and institu-
tions are constituted. As a tool of analysis, Sei-
dman suggests that this deconstructive process
shifts issues of homosexuality from the margin
to the centre.

Deconstructive methods also include under-
standing the ways in which a range of iden-
tity vectors intersect with sexual identity in
order to create finer grained and more specific
understandings of what sexual identities mean
in relation to identity categories such as ethnic-
ity, gender, and class. Butler’s work (1990, 1993)
explores the role that compulsory heterosexu-
ality plays in fixing gender norms. She draws
on and expands Foucauldian frameworks that



understand sexuality as a historical and social
construction, rather than a biological inevita-
bility. In Gender Trouble (1990), Butler under-
stands gender as a series of reiterations, or per-
formative acts which produce the illusion of
an inner gendered self, rather than an essen-
tial core that forms itself into an internalised
self-concept through social conditioning and
observation. The reiterative acts are modelled
on the dominant images and discourses of what
it means to be a man or a woman. They call us
into being and our reproductions operate at a
symbolic and concrete level through the body.
It is in this situation of constraint and threat
that gender norms are inscribed.

An important part of the discursive process
through which meanings of gender are reiter-
ated concerns the role which hegemonic con-
structions of heterosexuality play in stabilising
gendered norms. Butler sees that compulsory
heterosexuality is essential for the production
of a coherent gender and emphasises the pivotal
nature of the intersections between the discur-
sive production of gender and sexuality. She sug-
gests that the reproduction of heteronormativity
is gender’s ultimate purpose, and through its dis-
courses, gender is made intelligible. In this way
compulsory heterosexuality and the production
of gendered identities are intimately, symboli-
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cally, materially and ideologically linked. Butler
(1990) called the interlocking process through
which bodies, genders and desires are natural-

ised the heterosexual matrix.

Analytical tools such as Butler’s (1993) notion
of performativity and the role that the hetero-
sexual matrix plays in the process, proved help-
ful in rendering the complexities of the discur-
sive construction of sexualities, and explor-
ing how intersections of gender and sexuality
operated to reinforce normative constructions
of gender and legitimate heterosexuality for
students in a New Zealand Girl’s Secondary
School. Because the performative process of
enacting gender and sexuality is always under
construction, opportunities constantly arise for
the making of ‘gender trouble’, or destabilising
gender constructions. Making explicit the proc-
esses through which understandings of gender
and sexuality are constructed discursively also
has the potential, in classrooms particularly, to
create a venue within which the constructions
can be contested and destabilised (Quinlivan,
2002¢). Understanding the process can reveal
the transparency of the tropes and simultane-
ously provide a venue to create new understand-
ings of sexual and gendered difference (Davies,

1995, 1996; Morgan, 1997).
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While these theoretical and conceptual devel-
opments proceeded, and I began to think about
how these approaches could inform working
within Kereru Girls’ College, it was becoming
clear that the idea of developing a school-wide
model of change was increasingly unfeasible due
to a wide range of structural, ideological, epis-
temological and micro and macro contextual
constraints which emerged as part of the action
research process within the school. Understand-
ing and documenting the constraints which
emerged, and exploring the discursive construc-
tion of sexualities appeared more possible than
the almost overwhelming challenges inherent in
developing a school wide model of change.

Butler’s (1993) theory of performativity has
also been useful as a way of working through
a major dilemma/ conflict/shift in a New Zea-
land Girl’s Secondary School in terms of think-
ing about how change happens. Butler’s (1993)
theory of performativity emphasised the extent
to which reiterations of understandings about
sexuality and gender can be seen to be fragile,
fragmented and at risk, and in need of constant
maintenance and repetition to ensure their sur-
vival. According to Butler (1993), the theory
of performativity is simultaneously able: “.. to
invoke the category, and hence, provisionally to
open the category as a site of permanent politi-

cal contest” (p. 222). Rather than see change
happening within a linear, positivist frame-
work, change can be strategic. So every time a
construction of gender or sexuality was articu-
lated through the research process, simultane-
ously, the opportunity to explore and subvert
that understanding arose.

The concept of discourse analysis is a post-struc-
tural tool that also proved helpful in explor-
ing the assumptions which underpinned the
binary constructions which framed same sex
desire as abnormal in relation to the assumed
normality of heterosexuality. Opportunities for
analysing discourses provide an opportunity to
hold those understandings up to the light, to
examine them and to enter into some dialogue
about the constructions which underpinned

them (Butler, 1993).

Through an analysis of discursive practices it is
possible to identify the discourses which pro-
duce understandings of sexuality and gender
(amongst other constructions) and to posi-
tion yourself differently in relation to them.
Lewis (1993) suggests that understanding can
be drawn on to undertake political interven-
tion directed towards social change. Exploring
what discourse analysis offers as a pedagogical

tool is one of the strategies that I suggest holds



some potential in interrogating and widening
constructions of sexuality and gender. However
in order to deconstruct discourses and to place
them under erasure, you first have to examine
the discourses and the contexts within which
they operate and how they shift and change.

Davies (1995, 1996) suggests that deconstruc-
tion and discourse analysis may be a help-
ful teaching and a learning tool that could be
applied in classrooms by both teachers and stu-
dents. She suggests that along with discourse
analysis, deconstruction can make discursive
processes and their lived effects on people appar-
ent. This process can allow students’ agency to
position themselves in relation to those under-
standings and destabilise them.

I found these notions exciting and thought pro-
voking, and was dying for the opportunity to
try them out. What I failed to take into account
was the effect that drawing on these theoreti-
cal and pedagogical tools would have working
with teachers within the rational/functionalist
cultures of schools.

The jump from using queer theoretical frame-
works as analytical tools, to trying them out as
learning and teaching tools in order to widen
representations of sexuality within secondary
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school contexts is paradoxically both a small
footstep and a wide leap. Working towards
proliferating identities, rather than closing
them down as Britzman (1995b) suggests,
creates both possibilities and also tensions. At
first glance taking queer analysis into work-
ing with students and teachers appears dis-
armingly simple, in that the learning environ-
ments become a site of analysis for exploring
the discursive construction of compulsory het-
erosexuality and the complexities of multiple
sexual identities. However, I discovered that
undertaking such work within the context of
secondary schools poses big epistemological,
ideological and structural constraints ... that
is the next part of the story.

"Hit it Louise!?: The Teacher Only
Day Professional Development
Workshop in a New Zealand Girl’s
Secondary School

Like Thelma and Louise driving over the cliff,
working with queer and post-structural pedago-
gies involves both teachers and schools moving
into unknown territory. Enacting queer peda-
gogies in secondary schools is a big jump and
a dangerous and risky one because it involves
destabilising and up-ending the politics of
knowledge.
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Calling into question the normality of hetero-
sexuality involves taking risks for both teachers
and schools because it interferes in the proc-
ess of knowledge production and unsettles
the legitimacy of compulsory heterosexual-
ity. While queer theoretical frameworks such
as discourse analysis and deconstruction hold
some interesting opportunities to widen rep-
resentations of sexuality, interrogating con-
structions of sexuality and gender within the
functionalist culture of Kereru Girls” College
was an uncomfortable and at times a painful
process for both the school and for me as a
researcher. In hindsight however, I can see that
I learnt a great deal more about the complexi-
ties of school cultures, school reform, and the
contested ideological battleground of school-
ing from failure, than I would have from suc-
cess. Over time [ was able to put aside my deep
investment in being a successful teacher and
researcher. Failure provided me with deeper and
richer understandings of the contested nature
of schooling. Increasingly learning from failure
as Britzman (1998) suggests, can be something
valuable to explore:

... pedagogy might provoke the strange study
of where feelings break down, take a detour,
reverse their content, betray understanding, and
hence study where affective meanings become

anxious, ambivalent and aggressive (Britzman

(1998, p. 84).

In addition to the epistemological and ideo-
logical constraints that I have described, there
were also pervasive structural constraints that
emerged in terms of finding time to work with
the staff. My field notes show how frustrating
I was finding this:

Elizabeth, a Senior Manager, and I talked
about what the formats for staff meetings
would be from now until the end of the year.
They included sessions on Managing Stu-
dent Behaviour and on setting up profession-
al accountability systems within the school.
There were two hours given to departments
on Teacher only day ... They have all been
mapped out and none of them is for the re-
search project which really **** me off, I feel
like tearing my hair out. She did say that in
the last session, towards 1998 they could spare
about 20 minutes. I said that for change to
occur there has to be a time component in-
volved but what do you do when there is no
This is so frustrating (Field notes,
June 1997).

I'was keen to find a way to work with staff which
drew on some of the post-structural and queer



pedagogical approaches that had provided some
opportunities for exploring the discursive con-
struction of sexuality and gender with the stu-
dents in a member check (Quinlivan, 2003).
To that end, we incorporated a deconstruction
exercise which encouraged teachers to consider
creating venues within their classrooms and
working spheres to enable the discursive con-
struction of sexuality to be explored. The plan-
ning for the workshop drew upon Sear’s (1992b)
suggestions, which advocate integrating the
participants’ attitudes and feelings with what
they do and say, and carefully attending to the
participants’ roles. We did this by encouraging
the teachers to make connections between how
they understood their roles and the aims of the
research project. Then we developed scenarios
for discussion which were based on actual inci-
dents which had happened in the school, that
had been gathered as research data. Teachers
were asked to discuss the scenarios through iden-
tifying their thoughts feelings and responses to
particular situations (see Appendix).

As part of the wider participatory action research
project within the school, I met regularly with
a group of teachers, who became known as the
planning group. They volunteered to work with
me to provide feedback and oversee the project
within the school. Despite the time pressure,
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Sylvie, the school counsellor and member of
the planning group, and I took the opportunity
to run our approaches past the planning group
beforehand. They were less sure about how
those approaches would work. An extract from
the research journal of Linda, a Health teacher
and planning group member, shows that while
she acknowledges the ideas behind the planned
workshops were well intended, and that many
staff will gain something from the session, she
anticipates, and has already heard, resistance
from staff. Linda’s feedback identifies ideolog-
ical constraints such as her colleagues’ beliefs
that addressing issues of sexual diversity is not
their role, and that they consider knowledge of
technology and issues such as ethnicity are more
pressing than the claims of a minority of lesbian
and bisexual students. She also pointed to the
structural constraints of lack of time in the ses-
sion to address complex issues, and her worries
about colleagues feeling overloaded:

Preparation For Teacher Only Day (TOD):

Why The Deconstructing Exercise Won't
Work

— Teachers do not perceive this as important.

They do not want to know abour this

— TOD is an extra day in the year so a lot of
teachers will be anti this to start with

— ... In one hour it’s going to be a real rush
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— (I've already heard) teacher resistance:
“What are we doing this for?”, “Bloody waste
of time”.

— Really good but it’s such a minimum
number of students

— What about technology, race etc

But I'm sure 50% will ger a lot out of this
(Linda’s Journal 21/8/97).

Briony, another planning group member, also
pointed out that the Teacher only day is start-
ing earlier than usual with the sexual diversity
workshop. She had heard some disquiet amongst
the staff about the development of anti-bully-
ing initiatives. In addition, because of the short
notice, the new bullying policy and procedures
thata group of students and Sylvie and T had been
developing had not been read by many staff:

This is an extra workday for us, not a contact
necessary workday. Half the staffis willing to
come in a day earlier at the beginning of the
year and work one day longer at the end in
order to have a student-free day at school. The
bullying session and the programme beginning
at 8.30 am, is in itself controversial. The bul-
lying policy went into pigeonholes too late to
process before presentation, most would have
missed receiving it before the session (Briony’s

Journal, planning group member, 1997).
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We talked through these issues at the planning
group meeting and while the workshop plan was
not changed that much, we agreed that the con-
straints that teachers were being placed under
to participate in the project needed to be made
explicit and acknowledged, especially the con-
nection between the project and the teachers’
role. Planning group members chose not to be
involved in the session and agreed to spread
themselves around the groups and participate
as staff members. It was decided that I would
facilitate the first session on sexual diversity.
Sylvie would facilitate the second session on
the development of procedures and policies to

deal with bullying.

The snow and the late start of the workshop com-
bined with working within a tight frame, meant
that Sylvie and I were pretty tense. Ironically I
realised later that I had succumbed to the most
pervasive structural constraint that is a daily
reality for teachers: not having enough time!
Talking to Elizabeth, a senior manager, in a later
interview, I recognised that trying to achieve so
much in an hour wasn’t a good idea:

There were a whole lot of factors that came
together in that last staff session ... my panic,
1 thought, right here’s an opening, I'm just
going to go for it, I mean how many things



can you squeeze in a short period of time?
that was obviously not a good idea... (Kath-
leen talking to Elizabeth, Senior Manager,
Interview, 1998).

The nervousness and tension both Sylvie and I
were feeling came across to staff as if we were
directorial. Given that this was a teacher only
day when teachers expected to have more of a
relaxed day, and the inclusion of the session was
a last minute addition, this was understandably
not received well by the staff. Briony, a planning
group member noted in her journal:

RESPONSES TO TOD MEETING
Observations of other staff- Opening words-
“We're starting 5 minutes late”, went down
like lead

— some mutterings about how does the same
sex relationship- lesbian and gay issue fit-
ted in with the expected written schedule
for TOD?...

— Comments heard included; “As teachers this
is not for us to deal with. We teach without
bias and refer these issues to people trained
to deal with it”.

"We know this already, we’ve done this... why
are we spending time on this again?”(Briony,

planning group member Journal, 1997).
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However, Briony’s observations reveal more than
these contextual constraints. The overheard
comments of the staff show deep ideological
disjunctures that suggest that many teachers in
aNew Zealand Girl’s Secondary School did not
see addressing issues of sexual diversity as part
of their role as classroom teachers. As Epstein
& Johnson (1998), Fine (1991) and Silin (1995)
suggest, issues such as sexuality were seen as pet-
sonal problems that were seen to be the prov-
ince of the counsellor and guidance networks.
These feelings were confirmed by direct written
feedback received from several staff:

I am not interested in students’ sexual orien-
tation, and this subject has no place in my
classroom (Anonymous written feedback from

second staff session, 1997).

As I mentioned earlier, I think there are impli-
cations for constructing what are framed as
personal issues as the province of the guidance
counselling network in school. As Fine (1991)
suggested, framing lesbian, gay and bisexual stu-
dents as in need of counselling results in social
issues being constructed as students’ personal
and psychological problems. Gabrielle, a Year
12 heterosexual student, explained that being
seen to have a problem puts students off going
to counsellors:
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... people just said to us thar they don’t go
and talk to the counsellors abour (bully-
ing) ‘cos it’s (seen) like I've got a problem,
it’s my problem that I'm an individual and
this isn’t supposed to be my problem and I've
gotta deal with it kind of thing and going to
the counsellors got those connotations of, I've
got a problem... it shouldn’t be [lesbian and
bisexual students] that have to go to counsel-
ling (Gabrielle, Year 12, heterosexual stu-
dent, Interview, 1996).

Some staff also expressed concern about the
consequences of teachers being seen to condone
and legitimate same sex desire. As one teacher
anonymously enquired of me early on in this
project: “Is it okay to talk about this stuff?”
Another teacher suggested that in addressing
the issue of sexual diversity there could be the
risk that students and parents would constitute
teachers as promoting and even recruiting’ for
what they allude to as a deviant form of sexual

expression:

There is the fear than any response might be
misinterpreted or misunderstood by the stu-
dents and parents and you could get into trou-
ble (Anonymous written feedback from staff
Teacher Only Day session, 1997).

52

When I explored this issue further, the lack of
ownership that many staff felt in relation to the
research project in the school was indicative
of more than ideological disjunctures. It also
related to the balkanised structural features of
the school (Hargreaves, 1994) where subject
departments operated in isolation from each
other, and in many cases were unaware of deci-
sions that had been made by their colleagues.
As Helen explains, the decision to participate in
the research project was made by the guidance
committee who did not not to consult with the

wider school community:

The decision was made ar a meeting of the
guidance network ... the Principal was very
keen, some people expressed reservations ...
along the lines of whar would be required to
do, not really the topic itself ... they weren’t
completely clear about what was to be ex-
pected of them ... the meeting in general sup-
ported it ... I don’t think it was taken to the
whole staff first because that is not the usual
practice. The appropriate committee usually
discusses requests/issues and makes the deci-
ston. No, I don’t think it had any bearing
on the way that the project developed as the
process followed normal procedure for the
staff (Helen, counsellor and Health teacher,
Interview, 1998).



Teachers saw themselves as unbiased and as
already having done this’ as Briony explained,
and this was symptomatic of the fact that many
of the staff saw the school as a warm and friendly
environment where issues of sexual diversity
weren’t a problem. As Felicity, the Principal,
suggested:

... probably because they (the staff) feel the
school is a warm, open and friendly place that
they feel that we don’t need it as much as other
things, and I think that’s probably why it’s
hard for the staff to see it as a problem. To be
honest I don’t think a lot of people saw it as a
problem here ... An individual student’s ex-
perience, [ mean there’s so many of them, they
are going to be different, they may not all see
the school as warm, open and friendly at all
(Felicity, Principal, Interview 1998).

However there were disjunctures between what
the staff felt and what lesbian and bisexual stu-
dents experienced within the school. The notion
of Kereru Girls’ College as a warm and inviting
school stood in stark contrast to several incidents
involving staff both inside and outside the class-
room. Margaret a gay Year 13 student recounted
a classroom incident where a teacher drew on
stereotyped representations of girls as bitchy and
catty in order to indicate her knowledge that
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two of her students had been in a relationship
with another young woman:

In Physics one day, it was the day thar Heidi
shifted my desk and I'm sure that somehow
(our teacher) she knew because she kind of
walked in and looked at me and looked at
Heidi and then kind of made a hissing noise,

like a cat fight kind of thing. She kind of like
did it jokingly but I'm sure that somehow
she knew (that I had just started a relation-

ship with her ex girlfriend) (Margaret, Year
13 gay student, Kereru Girls’ College, Inter-

view 1998).

Melissa a lesbian Year 13 student told me that
she had heard second hand that another staff
member had drawn on nineteenth century
models of sexual deviance to frame lesbians as
male in order to ridicule Melissa’s sexuality:

.. one day when I had finished school and
Margaret was sitting her exams and I was
going to sit in the common room and wait for
her to finish and Margaret’s Mum said that
a teacher came in to her and said, “Ob look
the boyfriend’s here”, implying me when I
walked in. And I just think that’s really rude,
1 couldn’t care less ... a teacher said that any-
way, or someone in the office. ... Margaret’s
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Mum refuses to tell ... I didn’t really care be-
cause [ was leaving anyway but if it had been
a year ago it would have really depressed me.
... L couldn’ believe it, it was really pathetic,
not even Year 13 students would have said
that (Melissa, lesbian Year 13 student, Kereru
Girls’ College, Interview, 1998).

Kenway and Willis (1997) note the extent to
which gender reform is highly disruptive of the
social and therefore the power arrangements
in schools. They suggest that gender reform is
threatening to schools in ways in which other
social justice reforms are not, because teachers
face the possible unravelling and remaking of
aspects of their personal and professional worlds.
They also note the high degree of emotionality
that is generated when gender reformers under-
take work with teachers and expect people to
change as a result. If as Kenway and Willis
suggest, deep psychic sensitivities are engaged
within the process of gender reform, I think that
this is even more the case when issues of sexu-
ality and same sex desire are engaged with in
schools, particularly with teachers (Kumashiro,
2000). Several emotional responses emerged
from the workshop which raise a number of
different issues. One teacher told me that she
felt angry that given all the structural and work-
load constraints involved in her role, she didn’t

appreciate being constituted as ill-informed

and bigoted:

1 feel very angry thar when I have so much
work to do and so little time to do it in that
1 have to spend time being treated as though
I'm an ignorant and intolerant child (Anony-
mous written feedback from second staff ses-
sion, 1997).

The feelings of anger which were expressed by a
several staff provide an indication of the extent
to which as Britzman (1998) suggests, learning
about ’dangerous knowledge’ such as a same
sex desire with teachers who have an invest-
ment in their status as ’expert knowers’ will
inevitably involve conflict and crisis. However
over the course of the study I realised how ill-
equipped both I as a researcher, and the staff
were to acknowledge or interrogate any of the
uncomfortable feelings, within the context of

the rational and functionalist cultures of schools

(Kenway & Willis, 1997).

The workload engendered by the macro educa-
tional constraints of major educational curricu-
lum restructuring, little teacher development to
support change, and reform fatigue, contributed
towards teachers feeling angry about having
yet another issue to consider. These tensions



emerged in the professional development ses-
sion. As Felicity, the Principal explained:

... Not that I think necessarily that this project
was going to massively increase people’s work-
load but because so many things are happen-
ing all at once, unit standards assessment,
new curriculum in this, new curriculum in
that, performance management systems, all
of those things had to be discussed and intro-
duced and put in place and people do get ro the
stage when they think they can’t cope with one
single more thing (Felicity, Principal, Kereru
Girls’ College, Interview, 1998).

With these pressures, social justice and equity
issues tend to fall off the agenda and can be
perceived as more of a luxury than a necessity
(Gordon, 1993; Kenway & Willis, 1997). Inter-
estingly however, social issues do not disappear
totally within schools. Mac an Ghaill (1994b)
describes the way in which teachers and school
communities often feel pulled between notions
of fault and obligation in terms of addressing
issues of gender and sexual diversity:

... there is a real tension here for the gender
and/or sexual majority, between not feeling
guilty, and not taking responsibility both for
the cultural investments one has in oppres-
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sion and the privileges that are ascribed to
you and that you take up as part of a domi-
nant group (p. 179).

Kenway and Willis (1997) identified this ten-
sion in gender reform issues, noting that it most
commonly manifested itself in the way that
gender reformers in schools felt unable to criti-
cise their colleagues. I sensed this amongst sev-
eral members of the planning group at Kereru
Girls” College, and it was exacerbated by the
fact that they were young and inexperienced
teachers who perhaps felt vulnerable in relation
to their older colleagues. The tension between
fault and obligation identified by Kenway and
Willis and Mac an Ghaill (1994b) is perhaps
what the Principal, Felicity, is wrestling with
when she questions the extent to which sexual
diversity was seen by the staff as an issue which
needed to be addressed within the school and the
discomfort she felt challenging her colleagues
to address the issue:

..well actually is there an issue and what is
the issue? Is it the culture in the school or that
people chose for whatever reason personally
to behave the way we are? Are we really as
open and inclusive as we think we are? ... If
(people) don’t (see this as an issue), well then
I haven’t got a right to force them to (Felic-
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ity, Principal, Kereru Girls’ College, Inter-
view, 1998).

Hey (1997) suggests that problematising the way
that the school treats students places researchers
in difficult positions when working in schools.
Rogers (1994) notes that being framed as obses-
sive and eccentric goes with the territory of a
researcher undertaking work on sexuality, and
she goes on to suggest that these concerns are
magnified working in a schooling context where
discourses of education and youth collide with
traditional constructs of predatory lesbian, man
hater, corrupting gay man and child abuser.
Notions of ’promotion and recruitment’ con-
tinued to arise throughout the project, espe-
cially in relation to the role that I played as
a researcher. These discourses reinforced the
‘otherness’ of same sex desire and proved to be
a disabling factor in terms of undertaking the
project in the school.

In addition to being seen as promoting and
recruiting I was also constructed as proselytis-
ing and pushy. I experienced first hand what it
meant to be constructed as a fanatic who was
seen as imposing meanings on others (Flax,
1993). Both Spender (1988) and Kenway and
Willis, (1997) suggest that when you are deal-
ing with ’difficult knowledge’ (Britzman, 1998),

what often happens is that talking even a little
is perceived as talking too much. Some staff
during the teacher session felt as if I was pres-
suring them to think in particular ways. As
Linda explains:

... [don’t think that anybody likes to be told
and I think that might've been a bit of a

problem. Some staff felt like they were being
pressured and rold and thought, I don’t want
this and I don’t like this... if it’s too much and
too pushy then staff will just click off straight
away. I can think of one example where staff
were just pushed and I could just see that they

were switching off, and I think that’s nor a

good way ro go in. I think you have ro go in

with a slow approach because ... peaple take a

lot of time to change their ideas and attitudes

if they ever change them, and I don’t think

some ever will (Linda, Interview, 1998).

While some staff felt pressured to move too
quickly, others wanted to go further, and as
Elizabeth suggests felt angry at being "accused’
of something that they saw themselves as not
doing:

And I think that there might have been a bit
of a feeling that to satisfy where you wanted
to come from in the research we sort of had



to be backwards to be back there where ac-
tually we were sort of up here and we needed
to go further. That’s why it went a wee bit
Sflat with the staff, they sort of felt, the impli-
cation of being accused of something we are
not doing ... (Elizabeth, Senior Manager,
Interview, 1998).

At the end of the session I felt as if I had been
‘thrown to the lions’, as one of the planning
group described it, and felt thoroughly mauled.
Like the teachers, I, too, had an emotional
response to what had happened.

Destabilising Heteronormativity:
The Art Of The Possible

Kenway and Willis (1997) draw attention to the
deep psychic and emotional investment in gen-
dered constructions which emerged within the
gender reform work they undertook in Austral-
ian schools. If that is the case for gender, then
I suggest that it would be even more so for sex-
uality. The intense discomfort many teachers
in the second case study school experienced in
discussing sexuality (and same sex desire in par-
ticular) lead me to believe that it can still be a
deeply taboo subject, and as such a fraught and
difficult area for schools to have to engage with

(Epstein & Johnson, 1998).
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My experience working with students at Kereru
Girls” College indicated that queer and post-
structural pedagogical tools held some promise
in terms of working towards widening represen-
tations of sexual diversity. However, a session
with teachers on deconstruction and discourse
analysis proved more problematic because it
called into question the roles of teachers and
schooling.

Concerns such as these are understandable
because the pedagogical approaches I am advo-
cating raise questions about what 'ways of know-
ing’ are legitimated in schools, and what hap-
pens when these knowledges are destabilised and
unfamiliar and dangerous 'ways of knowing’ are
introduced. Davies (1995) draws attention to
the ways in which post-structural tools require
teachers to give away some of the key aspects
of their role within rational/humanist concep-
tual frameworks. For example processes such
as deconstruction challenge the role of teachers
as experts and the notion of the teacher as the
‘authoritative knower’. Laying bare the construc-
tion of discourses involves a critical examination
of constructs and meanings, and also the crea-
tion of a venue within which new understand-
ings can emerge. This process can be challenging
in that it requires teachers to examine their own

attitudes and be positioned as learners in what
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could be quite an uncomfortable way, especially
if they see themselves as experts with knowledge
to impart to their students.

Davies suggests that strategies such as decon-
struction can pose a profound challenge to
teacher authority and this challenge requires a re-
thinking of the traditional teacher role of trans-
mission (Davies, 1995). Britzman (2000) sug-
gests that engaging with ’dangerous knowledge’
involves schools and teachers taking big risks. In
order to account for the complexities of sexual-
ity, it is necessary for teachers to move beyond
the rational and humanist frameworks in which
they were largely trained. This is a big ask.

So Warner’s (1993) suggestion that studying the
operation of heteronormative discourses could
open a space within which representations of
same sex desire which move beyond assimila-
tionist and deviant representations could emerge
has some unsettling implications within schools.
The process involves questioning and interrogat-
ing what could be considered to be some of the
most fundamental coding categories that have
been historically and socially produced in order
to make sense of ourselves and our world.

Working with queer and post-structural peda-
gogies can be an uncomfortable process that

induces high levels of emotionality. These
responses featured both in the students and
staff sessions at Kereru Girls’ College. The high
level of emotionality needs to be expected and
acknowledged as part of the research process

(Kenway & Willis, 1997).

Another problem which arises working with
queer frameworks is to do with the language.
While the ideas that lie behind post-structural
tools are of great interest to me, the philosoph-
ical language that they are couched in can be
very obtuse and inaccessible (Apple, 1995;
Dilley, 1999). I usually counter this comment
by saying that complex issues such as sexual-
ity need complex thinking and language to
explain them. However, the difficulties that
I have experienced when reading some of the
theory do mean I have a certain sympathy with
these complaints. The resistance that I have
experienced from teachers to post-structural
concepts and what is seen to be academic and
pointy-headed’ language illustrates these prob-
lems. As Dilley (1999) acknowledges, inaccessi-
ble language and deliberately slippery concepts
are problematic because taking action requires
accessible language:

(The) language gap often prevents lay-people-
even queer activists from understanding queer



theory... big concepts require big words and if
you do not understand these words, you cannot
understand the concept. The theory as an eman-
cipatory tool, of course, requires such under-
standing... how can one utilise queer theory if
one cannot even define it, let alone explain it

to non- academics? (p. 467-468).

While this problem can be negotiated by using
examples and explaining concepts in less com-
plex language, that process in itself can be chal-
lenging.

There is also the difficulty of engaging with
this intensely theoretical and intellectual work
within the functionalist world of schools (Skrtic,
1995). I know from my own experience that
schools are sites where pragmatism and ration-
ality mostly rule and survival skills, efficiency
and control are often the most highly prized
modus operandi. As I found out working with
the staff at Kereru Girls’ College, intellectual
and analytical work such as deconstruction and
discourse analysis can appear at the most time
consuming and pedantic, and at the worst indul-
gent, irrelevant and threatening to the ways in
which teachers understand their roles. However,
I suggest that discarding ideas simply because
they are couched in language that appears inac-
cessible is not sufficient. I think the possibilities
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of understanding and widening the representa-
tions of sexuality and gender which are currently
available, and, in the process, providing a venue
to actively create new ways of being are worth
the effort of thinking of communicating the
concepts and ideas in less obfuscating ways.

For these reasons, connecting queer and post-
structural concepts to lived realities needs to
form an important part of working with queer
and post-structural pedagogical approaches
(Apple, 1995; Morgan, 1997). Sometimes the
complexity of the language and the intellec-
tual allure of the ideas can prevent this con-
nection from being made. At some points in
the research process, my increasing interest in
the discursive construction of sexuality and in
affirming sexuality more widely meant that I
was in danger of losing touch with the reason
that I began this work in the process; the lived
reality of what school is like for many lesbian,
gay and bisexual students.

The constraints which emerged as a result of the
staff professional development session provided
a fuller understanding of what it means for a
school to undertake research on issues of sexual
diversity. The session had created a venue where
issues such as sexuality and schooling could be

explored. Both the session and the wider pres-
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ence of the project in the school did disrupt some
heteronormative practices at Kereru Girls” Col-
lege, and created the possibility for new under-
standings and practices to emerge.

At the most basic level the session and the pres-
ence of the project in the school raised issues of
sexual diversity, which had been mostly invis-
ible at the school up to that point. Felicity, the
Principal suggests:

1 certainly think that it’s made people aware
of the issue and made people discuss an issue
which I don’t think they thought was an is-
sue (Felicity, Interview, 1998).

Raising the awareness of staff about issues of
sexual diversity was seen to be necessary, espe-
cially by the students I interviewed. Margaret
suggested to me that without the staff session,
the invisibility which characterises female same
sex desire in schools (Fine, 1992a), would be
perpetuated:

L think it was needed because I think without
it everyone would have just gone on pretend-
ing that it wasn’t there and trying to hide it
... I think the teachers don’t see a lot of what
goes on at lunch time or what goes on at inter-

val ... they only really see what's in the class-

room... I think that if people aren’t made to
talk about (it) and be educated, they'’re just
going to pretend that it’s not happening any-
way... (Margaret, Year 13 gay student, In-
terview, 1998).

However as Kenway & Willis (1997) suggest,
Felicity recognised that raising awareness in this
way doesn’t necessarily lead to teachers altering
their behaviour:

... whether they've effectively done that from
there on since, they certainly had the inten-
tion of changing, and in a way it might al-
most be easier to change things about what
you say, and your attitudes in one sense in
the classroom, than to change your whole
teaching practice (Felicity, Principal, Inter-
view, 1998).

Despite these limitations, several teachers indi-
cated a willingness to try deconstruction as
a strategy to work towards affirming sexual
diversity when working with students on the
day. One teacher came up to me after the ses-
sion and said that she really enjoyed the ses-
sion and that the use of analytical tools such
as deconstruction was a current development
in her curriculum area and it was useful to see
how it could be applied more widely. Another



teacher provided positive written feedback on
the merits of the strategy:

Deconstruction (exercise) modelled was ex-
cellent (I think it has merit and would like
to try it) (Anonymous written feedback from
teacher session, 1997).

As I envisaged, members of the planning group
were already predisposed to support the session.
Briony shows in her journal entry her thought-
ful engagement with the material and strategies
and the self-reflexive way that she was able to
connect the issue of sexual diversity to wider
ideological discourses around sexuality and
schooling and the role of teachers:

Valid and well thought out approach to pre-

senting big issues in a limited time. Really in-

terested in seeing the deconstruction process.

The workshop for me: (the) deconstruction

model was excellent; ... reminded of public vs
private dilemma of schools and the teacher; I
need to revisit my own personal definition of
my role. It’s important to keep the definition
[lexible to accommodate self and community

changes (didn’t see this willingness ro be flex-

ible in some of my colleagues) (Briony’s Plan-

ning group Journal, 1997).
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Both in the written feedback and verbally, I
heard that the staff enjoyed the way in which
they were provided with the opportunity during
the session to share their responses to particular
scenarios together and the ways in which the
exercise provided the opportunity for reflection
and discussion. As Felicity indicated:

dealing with things in those little groups peo-
ple seemed o find very positive, and I had
heard afterwards that they’d found those
things really useful for them to reflect on what
they did and how they’d react ... (Felicity, In-
terview, 1998).

I also got to hear how some shifts occurred
within teachers’ classroom practice. Marga-
ret, a gay identified Year 13 student, recounted
the attempt that one of her classroom teachers
made to widen representations of sexual diver-
sity in the classroom. Mrs Smith (Nellie) had
participated in the first interviews and contrib-
uted occasionally to the planning group for the
research project within the school. This event
was notable for Margaret because it was such
a rare event:

... [ remember in English, it was very near the
beginning of the year with Mrs Smith (Nellie)
and ... we had to describe our ideal man and
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then after she said that she said, "Or woman
if you prefer’ it was really sweet how she said
that but that was really the only thing that
was ever said I think, that was really about
it. T've always liked her as a teacher. I felt
that I've always got on well with her ... she
was nice, I liked her a lot. She would have
been the most likely to be accepting, bur it
was hard to tell with the others because it was
never likely to be bought up, so I never talked
about it with them (Margaret, gay Year 13
student, Interview, 1998).

Elizabeth, a Senior Manager, also saw that
approaches such as discourse analysis and
deconstruction would be useful in exploring
the issues which lay behind incidents of verbal
harassment of lesbian students which it was her
task to deal with:

...Until yowve grabbed them, pulled them in
and said, Lets talk about this’ and that in it-
selfis a positive ... I used to tear my bair and I
actually thought this is a darn good opportuni-
1y... it’s one that’s handed to me on a plate ... a
teachable moment ... so it’s not a negative, it’s a

positive ... (Elizabeth, Interview, 1998).

Despite her eatlier resistance, Elizabeth also
acknowledged that approaches to affirm sexual
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diversity that interrogate the normality of het-
erosexuality have the potential of addressing a
wide range of differences in society more gen-
erally:

But you've broken new ground... I can re-
member saying to you ... this is actually all
about difference and I was particularly think-
ing about racial difference ... (Elizabeth, In-
terview, 1998).

I realised later that as a researcher, I needed to
understand and document the complex issues
that had arisen as a result of the presence of the
project in the school. I also wanted to under-
stand the extent to which the culture of the
school played a role in both constraining and
enabling the process (Thonemann, 1999). Using
a Foucauldian genealogical model provides me
with a framework for doing this. It allows me
to document the power dynamics and how
they operate in schools to normalise heterosex-
uality, and how those discourses can be chal-
lenged and destabilised (Redman, 1994; Mac
an Ghaill, 1994a).

Perhaps most importantly a Foucauldian genea-
logical model also provides me with a model of
understanding power that could lead to a more
strategic and contingent approach to change. In



Foucauldian terms power circulates, therefore
opportunities will always arise to destabilise
heteronormative constructions of sexuality. As I
recognised that developing a school based model
of change wasn’t feasible, increasingly I framed
the project as an interruption and a challenge
to the dominant heteronormative culture of the
school. Framing the project in that light was one
way to see the process of the research project
through, and to understand all of the dynam-
ics that come into play when the heterosexual
hegemony is interrupted within a school.

However [ was also aware that exploring the dis-
cursive construction of compulsory heterosexu-
ality and the challenges and difficulties schools
face undertaking this work can make it easy to
lose sight of the material realities which face les-
bian, gay and bisexual youth in schools (Ussher,
1997a). I suggest that an approach which takes
into account an understanding of both the mate-
rial and discursive production of heterosexu-
alities, (Apple, 1996; Ussher, 1997a; Walker-
dine, 1997), along with an understanding of
the challenges and tensions which face schools
that undertake work to affirm sexual diversity
and gender in the current climate (Hargreaves,
1994; Kenway & Willis, 1997; Thonemann,
1999), may provide some necessary directions
for further research in this area.
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Eyes Wide Open: An Informed
Action Approach

Working within schools to affirm sexual diver-
sity is a complex and challenging undertaking. It
needs to take into account an understanding of
the cultural context of the school, as well as an
understanding of the epistemological, ideologi-
cal, structural and macro contextual constraints
which make the prospect of addressing issues
of sexual diversity ’dangerous knowledge’ for
schools to engage with. Crisis and high degrees
of emotionality will need to be expected and
accepted as part of the process.

However at the same time, because discourses
are always under construction, meanings can
shift and change can happen. Queer and fem-
inist post-structural pedagogical approaches
provide some, albeit challenging, pedagogical
opportunities to explore the discursive construc-
tion of sexuality. However, I would suggest that
it is also important to link discursive construc-
tions to material realities. This approach is one

that I am calling informed action.

Providing venues within classrooms to engage
students with the complexities of gender and
sexuality in a thoughtful and considered (yet
more risky) way has the potential to extend peo-
ple’s thinking beyond binary frameworks and
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open up, rather than shut down possibilities to
think about sexual difference ’differently’. Per-
haps it also has the potential of enabling sexual
diversity to be understood as something that
could be seen as rich and interesting rather than
threatening and fear-filled.
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Appendix

Staff professional development session

Kereru Girl’s College 1998: Strategies to

enable teachers to respect student’s sexual

diversity

e What's this got to do with us?
Brainstorm and record ideas 10 mins

¢ Recap on research undertaken with lesbian
and bisexual students and your recommen-
dations about teacher education 5 mins

e What can teachers do about it
Situation exercises on cards.

— Teachers in groups are presented with situa-
tion cards.

— Decide in groups what they would Think,
Feel, Do in this situation.

— Report back to the rest of the staff describing

the situation and plan of action. 20 mins

Common Experiences Facing Lesbian, Gay
And Bisexual Students In Schools

Please read each scenario carefully by yourself
and note down what you think, what you feel
and what you would do in each circumstance.

Then discuss your response as a group.

Scenario One

You are teaching and the subject of homosexu-
ality comes up as part of your curriculum con-

Twist and Shout! Working with Teachers Towards
Affirming Sexual Diversity in a New Zealand Girl’'s Secondary School

tent. As you write it on the board, students
start laughing and snickering. You can see sev-
eral students in the class feel uncomfortable

and blush.

Scenario Two

You are out on duty at lunchtime and you hear
a group of students call another student, ’lesso’
as the walk past the group.

Scenario Three

You are teaching in class one day and towards
the end of the lesson you overhear a group of
students discussing whether or not two students
they know are having a sexual relationship. They
ask you what you think about that.

Scenario Four

A teacher in the school is getting a hard time
from a class you also teach because they pre-
sume she has same sex relationships and they
find this difficult to cope with. She has said

nothing to you.

Scenario Five

A parent contacts you as Head of Level to
inform you that her child is being verbally and
physically harassed on the school bus by other
students who have found out that her mother
is a lesbian.
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Scenario Six

A student who you have taught for a number of
years is falling behind with her work and you
are concerned about her lack of progress. You
talk to her one day after class and it emerges
that she has been struggling with questioning
her sexuality, is feeling very isolated from her
peers and unsafe in her classes.

Scenario Seven

A colleague in the staffroom remarks that,”It’s
all very well meeting the needs of lesbian and
bisexual students in class but what is going to
happen when you get parents ringing up the
school to complain?{

Scenario Eight

In class one day the issue of homosexuality has
arisen. One student comments that she thinks
the reason people canit handle diverse sexuali-
ties are that they are insecure about their own
sexuality. Another student replies that accept-
ing homosexuality goes against her Christian

beliefs.

Scenario Nine

At a parent teacher evening the mother of a
student who you have taught for a number of
years says she is concerned and doesn’t know
who to talk to about an issue facing her sixth
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form daughter. You encourage her to continue
and she tells you that her daughter has started
a same sex relationship with another student at
the school and while she thought she was always
a liberal person, she can’t handle this happen-
ing to her own child. Her husband is not coping
at all and has withdrawn from his daughter as
a result. She wonders if her daughter perhaps
picked the idea up from a Health class where
same sex relationships were being talked about

as if they were normal.

Scenario Ten

There is a rumour going around the school that
you are a lesbian. In one of your classes you over-
hear students egging each other on to ask you
if the rumourfs true. After asking them if they
would like to share their conversation with the
rest of the class, one brave soul asks you if it’s
true what people are saying about you.

Group Deconstruction Exercise 20 Mins

Please read each scenario carefully by yourself
and note down what you think, what you feel
and what you would do in each circumstance.
Then discuss your response as a group.

Scenario One- For Admin, Dean, H.O.L

A parent rings up the school and expresses her

concern at the way she feels the school is promot-
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ing homosexuality by suggesting to students in
Year 12 Health Ed that thinking that you may
be lesbian or bisexual is perfectly acceptable.

Scenario One- For classroom teachers

You are showing a video to students and at
one point an effeminate guy talks on it. One
of the students in the class comments that he
looks like a real faggot, she and a group of stu-
dents laugh.

Think...

— Whatare the underlying and taken for granted
assumptions behind what is being said?

— What do the words mean? how can they be
interpreted?

— how do the different roles of people in these
situations (parent, teacher, student) affect how
the situation is dealt with?

— How could you deal with the situations by
deconstructing the assumptions behind the
situation

— What would be the benefits of using this
strategy to enable students to respect sexual

diversity?
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Estetik — kropp - genus

i relation till dans och dansutbildning

Inledning

Dans som konstnirligt imne inom den obligato-
riska skolan har en férhillandevis kort historia,
vissa inslag kan dateras till 1960-talets senare
hilft. Frin slutet av 1980-talet initierades en
storre nationell satsning, Dans i skolan, vilken
ur ett danspedagogiskt perspektiv beskrivits
som ett forsta steg ut pa det nya arbetsfiltet”.!
En nigot lingre historia har den danspedagog-
utbildning som idag utbildar lirare med bild-
ningsforbunden, grundskolan och gymnasie-
skolans estetiska program som sina huvudsak-

liga arbetsplatser.

Danspedagogutbildningens forsta anhalt var
den pedagogiska sektionen inom Koreogra-
fiska Institutet vid Kungliga Musikaliska Aka-
demien. Efter &r av forberedande arbete kunde
den inrittas 1964.? Den utbildningen 6vergick
1970 till Statens Dansskola och 1978 till dagens
Danshégskola. En betydande del i utbildning-
ens etableringsprocess visade sig vara kampen

Britt-Marie Styrke

for erkinnande, bide av yrkesomridet i sig och
av sjilva utbildningen. D4 yrket ir kvinnodomi-
nerat blir sdvil frigor om kén/genus som andra
maktrelaterade faktorer relevanta att synlig-
gora. Foljande text har dirfor, i anslutning till
Bourdieu, nirmast som syfte att kort diskutera
aspekterna estetik, kropp och genus i relation
till det konstnirliga dansomradet.?

Ideal

Den relativt konstanta bilden av “ballerinan”
som sirskilt den romantiska baletten under
1800-talet férmedlade, kan sigas ha strivat
bortifrdn det kroppsligt sinnliga. Som idealtyp
kunde ballerinan, trots yrkets fysiska krav och
hérda disciplinering, betraktas som en ingla-
lik sylfid, kysk och ouppnielig, lingt frin en
jordnira verklighet. Kroppsligheten tycktes i
dansandet 6vergd till en hégre form, en trans-
cendent icke-fysisk form. ”[...] att forma en
strdvan bort och ut, ett svivande i tyngdlds
rymd”, som Birgit Cullberg skriver i Baletten
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och vi.* Sceniska attribut kunde som hjilpme-
del forstirka bilden — tyllkjol, tdskor, vingar,
himmelsk dekor mm. Litteratur- och dansve-
taren Cecilia Olsson menar att dansésen sam-
tidigt, socialt placerad utanfér scenen, var ett
tillgingligt objekt. ”[Hon] var bide madonna
och hora, den outgrundliga gitan, en idealiserad
symbol” Idealbilden objektifierade och tyck-
tes finga dansdsen i en forutbestimd position,
vilket sannolikt krympte hennes utrymme som
aktiv konstnir och agerande subjekt. Samtidigt
var dven synen p& den manliga dansen i viss
man problematisk. Den manlige dansaren var
inte 6nskad om han inte, undantagsvis, hade
ett feminint rorelsesprak:

En manlig dansare bediomdes siledes utifrin
sina kvinnliga kvaliteter. Dessa kvinnliga
kvaliteter var ett ideal att efterstriiva i dan-
sen, men stred samtidigt mot den nya mans-
bilden. [---] kvinnlighet kom helt enkelt att
bli balettens ideologi, den normerande este-

tiska maximen [...].°

Dansforskaren Ramsey Burt lyfter fram liknande
resonemang — svarigheten med den manliga dan-
saren pd scenen over huvudtaget under 1800-ta-
let. Burt markerar att man sdg en skillnad mellan
aktiviteten att dansa, som socialt utévande, och
dansen som upptridande, att betrakta. D4 det

forra inte tycks ha varit nigot problem, hade de
fordomar som kom till uttryck istillet att gora
med den manliga kroppen i sig vilken inte skulle
betraktas eller forekomma pd en scen.” Vid sekel-
skiftet 1900 var det dock dags att forindra bilden
av den manliga dansaren, “mansdansen skulle
maskuliniseras”* Med det fick bdde den man-
liga kroppen och manligheten allt storre plats
pa scenen. Frin att ha varit en hjilpreda f6r den
kvinnliga virituosen i 1800-talets romantiska
baletter fick den manlige dansaren en alltmer
framtridande position under 1900-talet.

Trots den manlige dansarens framryckning
menar Burt att den moderna dansen under
1900-talets forsta hilft kom att domineras
av kvinnor. I den dansformen kunde minga
utvecklas pé ett sitt som inte var méjligt inom
den traditionella baletten. Burt riknar upp en
rad tyska och amerikanska danskonstnirer,
namn som Ruth St Denis, Isadora Duncan,
Doris Humphrey, Martha Graham och Mary
Wigman. Som samtidigt verksamma manliga
dansutévare nimner han bland andra Rudolf
Laban och Ted Shawn. De kvinnliga pedago-
gerna i svensk miljo tycks pa liknande sitt funnit
konstnirliga och yrkesmissiga méjligheter i de
fria uttrycksformerna, vilket reser frigor om pa
vilket sitt de kunde inta positioner och agera i
forhéllande till manliga kollegor.
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Positionering

I ett nutida perspektiv visar Burt pd de pri-
vilegier manliga danskonstnirer ofta fitt i
forhéllande till kvinnliga. Utifrin den man-
lige danskonstnirens stillning som exklusiv, i
meningen tillhdrande en liten, eftersske grupp,
har det framfor allt rort sig om méjligheter till
arbete och hégre befattningar. Burt har stillt
sig frégan hur kvinnliga danskonstnirers posi-
tion skulle kunna stirkas samtidigt som nega-
tiva attityder emot den manliga dansen férind-
ras.’ En liknande diskussion kring kénsrelate-
rade makefragor for Susan W Stinson i artikeln
The Hidden Curriculum of Gender in danceedu-
cation. Minoriteten min inom dansomridet
ir enligt Stinson 6verrepresenterade bdde vad
giller maktpositioner och utmirkelser.* Frigan
ir dock komplex och enstaka mins positioner
inom omridet utesluter inte att dven kvinnliga
aktorer, utifrdn varierade former av kapital,
har och har haft méjlighet att erhélla betydel-
sefulla positioner inom det rum av méjlighe-
ter som var dansens. Pierre Bourdieu beskriver
rummet av méjligheter som ”[...] ett system
av olika stillningstaganden utifrdn vilket alla
mdste positionera sig”"! Rummet av méjlighe-
ter kan ses som ett rérelserum f6r konstnirliga
virden och specifika stilar, presenterade i och
genom tidens konst.

I sina texter synar Bourdieu hierarkier och
dominansforhillanden som dem mellan min,
mellan min och kvinnor, liksom mellan doxa
och heterodoxa. Forhillanden som innefattar
kvinnors underordning har Bourdieu mer spe-
cifike utforskat i Den manliga dominansen. Hir
tar han fasta pd det symboliska véldet som ett
system dir makt reproduceras genom varierade
former av dominansférhillanden: "kvinnornas
dispositioner ir en foljd av inkorporeringen av
en negativ fordom mot det kvinnliga som ir
instiftat i tingens ordning, och de kan dirfor
bara stindigt bekrifta denna férdom”.!? Litte-
raturvetare Toril Moi diskuterar, och delvis kri-
tiserar, Bourdieus uppmaning till kamp emot
det symboliska vildet. Hon menar att diskus-
sionen kommer vil sent, sirskilt i férhillande
till de senaste decenniernas feministiska arbete
som bearbetat just kvinnors underordning. Vad
hon med hjilp av Bourdieu dock sirskilt lyfter
fram, dr hur genus kan fungera med varierad
styrka i skilda kontexter:

a Bourdieuian perspective also assumes that
gender is always a socially variable entity, one
which carries different amounts of symbolic
capital in different contexts. Insofar as gen-
der never appears in a pure’ field of its own,
there is no such thing as pure gender capital’.
The capital at stake is always the symbolic
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capital relevant for the specific field under

examination.”

Det ir inte sjilvklart act kon alltid sldr igenom
i en given situation. I sin analys pekar Moi pé
betydelsen av olika kapitalformer, ett stort mict
av symboliskt kapital kan exempelvis minska
betydelsen av kénstillhsrighet och skynda pa

olika former av erkinnande.

Vilka méjligheter fanns for 1940-talets svenska
danspedagoger att finna positioner att agera och
verka utifrin? Enligt Bourdieu bygger ett omri-
des eller filts dynamik pd att det utspelas en szrid
om positioner och erkinnande. Pedagogerna
besatt i minga fall vad jag vill beteckna som ett
starkt symboliskt kapital i form av dansutbild-
ning, danstekniskt kunnande, konstnirliga och/
eller pedagogiska kunskaper m fl. Dessa kunde
vara mycket verksamma i ett danssammanhang
men mindre sd i andra. En analys av det sym-
boliska kapitalets betydelse, skulle kunna peka
p4 de mojliga positioner som det gick att verka
utifrin. Med hinvisning till Moi ser jag det
som troligt att det symboliska kapitalet i vissa
fall kunde 4 ett tydligare genomslag 4n exem-
pelvis kon eller klass. Aven andra dispositioner
som kulturellt kapital och den genre man var
skolad i, skulle kunnat samverka i arbetet for
positioner och erkinnande.

Genuskoder

D4 det giller genuskoder inom dansomridet dr
dagens situation allt annat in entydig. Likt ett
flertal genusteoretiker menar Ramsey Burt att
maskuliniteten som sidan ir konstruerad och
instabil innefattande "contradictory aspects”."
En av dessa aspekter 4r att dagens visterlindska
scendans ofta férknippas med femininitet. Dan-
saren konstrueras som omanlig med feminint
kodat rérelsematerial. For att motverka den
synen menar Burt att det inte sillan produceras
extremt manliga koreografier av machokarak-
tir vilket kan betyda rérelser med stor tyngd,
kraftiga kickar, fall, hard rorelsekvalitet etc.
Samtidigt har arbetet med den postmoderna
dansen pd ett fragmentiserande sitt forsoke for-
indra manligt och kvinnligt pd scenen, sudda
ut och ifrigasitta vedertagen kénsuppdelning.
Cecilia Olsson exemplifierar med acceptansen
av 1960- och 70-talens icke-muskulése dan-
sare, till nista drtiondes muskulssa kvinnliga
dansare. Ett annat av Olssons exempel ir den
tyska koreografen Pina Bauch forestillningar
under 1980-talet. Bauch arbetade girna med
korta scener dir "kénsrollerna’ byttes, exem-
pelvis genom att manliga dansare var klidda
i bittre begagnade klinningar.” Som jag ser
det uppvisar detta omkastade kénsperspektiv
ingen egentlig forindring annat in rollernas
eventuella forstirkning. Olsson pdpekar ocksé
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att det 4r ett grepp som inte lingre fungerar
da dagens genusbestimningar ir instabila och
forinderliga och forhallandet mellan subjekt
och objekt inte nédvindigtvis behdver vara

kopplat till kon.

Inom den nutida genren forindras, omformas
och 8ppnas méjligheter for en utmaning av
ridande syn pd kén/genus. Det gor den i viss
mdn genusoverskridande vilket ytterligare kan
belysas med det teoretiska angreppssitt som
Britt-Marie Thurén anligger i sin diskussion
i Om styrka, rickvidd och hierarki. Utgdngs-
punkten ir det processuella begreppet genu-
sifiering. "Genusifieringen i ett givet fall kan
vara mer eller mindre szark, mer eller mindre
utbredd och mer eller mindre hierarkisk”° Det
kan exempelvis undersskas genom frigor som
med vilken styrka konsskillnader poingteras
och hur stora hinder som finns for att bryta
mot rddande kénsnormer.

Inom dansomridet, pendlande mellan stabilitet
och férindring, skulle balett respektive nutida
dans med en vid tolkning av begreppen kunna
sigas representera tvd ytterligheter med varierad
styrka, rickvidd och hierarki. I férhallande till
styrka reproducerar teatrarnas balettrepertoarer i
mdnga fall fortfarande relativt stereotypa kons-
méonster. Rollerna och berittelserna i exempelvis

de romantiska baletterna (som fortfarande sitts
upp pa virldens scener) ir ofta starkt genusko-
dade. Diremot bryter inte sillan dagens kore-
ografer av moderna baletter mot den mer tradi-
tionella repertoaren. Den nutida dansen arbetar
overlag med mera kdnsneutrala yttringar dven
om ocksa dessa kan variera. I jimf6relse med den
nutida dansen har, enligt min mening, balet-
ten en del genusrelaterade problem att brottas
med samtidigt som ett visst utsuddande av gen-
regrinserna mellan just balett och nutida dans
pagitt en lingre tid.

Férhillanden som giller rickvidden ir det sva-
rare att siga nigot om. Som jag uppfattat Thu-
réns begrepp innefattar rickvidden bland annat
fragor om arbetsdelning, men den kan iven gilla
symboler, klider och kroppsdynamik vilket
exempelvis skulle kunna relateras till balettens
3tskilda rorelsesitt for min respektive kvinnor.
Ocksa kostymval férstirker eller forsvagar dessa
skillnader. Den nutida dansen har, som nimnts,
ett forhallningssitt som frimjar och utmanar
ridande normer, dven om grepp med ombytta
"konsroller’ ibland forstirker snarare dn for-
minskar konsskillnaderna. Vad giller hierarki
si ser den ut att i viss min vara oberoende av
stilar och genrer. Arbetsméjligheter, utrymme,
maket, prestige tycks i hdgre grad tillfalla man-
liga utdvare, 4ven om hierarkierna framstdr som
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svagare inom den utominstitutionella dansens

mer utjiimnade strukturer.

Ett inte alltfor ldngsokt antagande ir att det
sitt pd vilket genus konstrueras, uppritthalls
eller utmanas fir genomslag bide pd scenen,
inom utbildningar, i sittet att undervisa och i
forlingningen ocksa i synen pa och upplevel-
sen av kroppen.

Kroppen utifran — ett objekt...

Kroppen dr majlig act betrakta ifrin en mingd
utgdngspunketer, relaterad till sdvil sig sjilv som
till sin omgivningen. Sociologen Anthony Gid-
dens diskuterar var tids konsumtionskultur med
vidhingande konsekvenser fér upplevelsen av
just kroppen och sjilvet. De senaste decennier-
nas omfattande forskning inom filtet har dven
vidgat synen pa kroppen i relation till varierande
triningsformer, diribland dans. For att studera
dans och kropp kan sociologen Arthur W. Frank
kategorisering av kroppen vara en anvindbar
modell. Han gor bland annat en indelning i: den
disciplinerade, den speglande och den kommuni-
kativa kroppen. I sin diskussion ser han dansen
som ett tydligt uttryck fér den kommunikativa
kroppen, en kropp som stir i relation till en
yttre mottagare. Samtidigt dr dansens trining
och disciplinering ett uttryck for en inneslut-
enhet som stir nira det Frank benimner som

den disciplinerade kroppen.” D4 det giller den
speglande kroppen skulle den i ett vidare per-
spektiv dven kunna tolkas som en spegling av
en allmint exponerad idealkropp.

Om kroppen i forhillande till trining och
utseende har psykologen Thomas Johansson
i Den skulpterade kroppen papekat att den tri-
nande individen, i det hir fallet den manlige
kroppsbyggaren, inte sillan upplever svérig-
heter att uppné det som framstdr som en ideal
kropp. Med 'mediabildens’ kropp fér 6gonen
har man férhoppningar om snabba resultat.
Inom kroppskulturens ram menar Johansson
att sdvil kropp som kon, identitet och livsideal
kan konstrueras.”® Liknande tankar om kropp
och konstruktion som forindringsprojekt fors
fram ocksé pa andra hall.

Resonemangen kan inte direkt 6verforas till
dansens disciplineringsprocess d mil och medel
inte 4r desamma. Diremot kan de tydliggora
den ofta kvinnliga danselevens forsok att nd
det som uppfattas som en perfekt danskropp. 1
dansens mistarlira-tradition forutsitts en tyst
dialog mellan elev och lirare. Eleven fir bekrif-
telse utifrin, genom lirarens blick, kommentarer
och tillrittaligganden. Danspedagogen har av
tradition stict for koderna till det vi kan kalla
den ’estetiska grammatiken’ dir korrigeringar
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gors for att nd en mer eller mindre ideal helhet.
Kroppen eller prestationen kan alltid forbittras.
Fér danseleven 6ppnas i forsta hand méjlighe-
ten att genom trining konstruera sin kropp som
medel for dansen. Samtidigt kan triningen for
vissa dven bli ett mél i sig. For att dterknyta till
Franks kategorisering skulle elevens ’dansande
kropp’ (kommunikativ och disciplinerad), i
konstnirligt syfte formas i dansstudions slutna
rum. Den (speglande) ’idealkroppen’ skulle
istillet std i relation till en mer offentligt expo-
nerad kroppsestetik. Genom begreppen framtri-
der fér mig bade skillnaden och sammansmilt-
ningen mellan kroppen som medel for ett konst-
nirligt uttryck och kroppen/danstriningen som

ett mal i sig, som ett egenvirde.

Kroppen inifran — ett subjekt

Ett annat sitt att se pd kropp och trining ir
i relation till tyst kunskap. P4 senare tid har
stort intresse riktats mot danskunskapens
tysta dimension som pd sd vis férknippats med
begreppet tyst kunskap. Att erkinna tyst kunskap
som en specifik kunskapsform har betydelse i
forstdelsen av estetiske - prakriska verksamheter.
Inom den tysta kunskapen kan savil en mal/
objektsrelaterad som en mer process/subjektsre-
laterad syn pé kunskap infogas.”” Som nimnts
dominerar en hirmande traditon, mistarlira

eller mimesis, inom dansundervisning. I den

traditionen betraktas kroppen som ett objekt f6r
inhimtande av ett visst mitt av danskunnande.
Kroppen kan dock inte entydigt betraktas som
objeke eller instrument, vilket allt oftare dis-
kuteras inom dansomridet. Ett annat synsitt
ir det fenomenologiska dir kroppen kan f6r-
stds som ett subjekt och dansen som en inifrin
kommande erfarenhet.

Fér dansforskare har fenomenologin blivit ett
av flera mojliga sitt att nirma sig dansen och
kroppen. I tradition frén bland andra Merleau
Ponty har denna sida utforskats av bland andra
dansforskaren Sondra Horton Fraleigh. Hon
menar att dansens estetiska virde erhalls genom
att dansen gir utdver det nirvarande jaget (dan-
saren) for att uppgd i den Svergripande inten-
tionen. Enligt Horton Fraleigh bér den dan-
sande kroppen varken betraktas som objekt eller
instrument — kroppen ska istillet urskiljas frin
andra instrument, ett tillstdind dir kropp och
tanke kan sammansmiilta till en helhet. Hon
menar att kroppen 4r dansen liksom dansaren
ir dansen — ett forkroppsligande som utesluter
ytlig prestation eller indamalsenlighet utanfor
dansen sjilv.? Som objekt kan kroppen bara
bli kiind, som subjekt dr den levd. Méjligheten
att ‘vara i dansen’ beskrivs ofta i samband med
den nutida dansen, mer sillan i anslutning till
den klassiska dansen dir just en tydligare disci-
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plinering och prestation av nédvindighet stir i
fokus. Vil ingvad utesluter dock ingen dansform
méojligheten av ett uppgdende i rorelsen.

Reflekterande praktiker

Som tidigare nimnts har ett mer reflexivt f6r-
hallningssitt till dans och kropp under 1900-ta-
let efterhand gett utrymme fér alternativa stilar
och danspraktiker. Trots det tycks den klassiska
tekniken och mistarlirans forevisande och kor-
rigerande kultur ligga som ett filter éver dan-
sens triningspraktik, nigot som jag menar kan
diskuteras i relation till idéer om och viljan att
konstruera en ideal kropp. I likhet med tidigare
resonemang menar Susan Stinson att kroppen
i ett danssammanhang inte bara ir viktig som
verktyg for dansen utan ocksé som en presenta-
tion av kroppen i sig. Den blir stindigt utsatt f6r
en virderande blick, inte skild ifrin samhillets
“gender stereotypes”.?! Under en danslektion dr
kritik och bedémning av kroppen en inbyggd
komponent, dir den formbara danskroppen,
objektet, ofta mits mot sviruppndeliga kropps-
liga och estetiska ideal.

Hur kan di pedagogen forhilla sig «ill sdvil
mistarlira som uppskruvade och orealistiska
mediabilder? I texten, Toward transformative
teachers, reflekterar Sherry Shapiro éver méj-
ligheten att undvika reproduktion av dans- och

kroppsstereotyper. Hon pekar pd betydelsen
av en danspedagogs arbetssitt och férmaga att
reflektera 6ver sina méjligheter att forindra vir-
deringar som ofta ligger inbyggda i dansunder-
visnings- och dansutbildningssituationen. En
grundliggande friga menar hon vara hur man
som pedagog uppfattar sin egen danskropp.
Fragan kan tyckas sjilvklar, men med den lyfter
hon fram aspekter pd kroppen som objektifie-
rat instrument i syfte att forverkliga dansen.
Shapiro menar att pedagogen, i sin historiskt
situerade position, har bide makt och méjlig-
het att 4ndra riktning, att behandla kroppen
“as a site for critical reflection [...]”.?2 Med det
tycks hon mena att danspedagogen genom ett
reflexivt och kritiskt forhallningssitt kan syn-
liggira bade sin egen och elevens *danskropp’
som minsklig, i bista fall frikopplad ifrdn upp-
stillda idealbilder.
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Limitations and Possibilities
of Catholic Education in
a Multicultural World

Abstract

In a globalising world the question is raised how
to act in front of the other, the stranger. . .another
religious identity, another worldview.

The aim of my research-project is to examine
the way how the Christian view on life is given
shape in Catholic schools, challenged by a diver-
sity of world-views.

In the first part of this paper the limits and pos-
sibilities of dialogue as a pedagogical concept
will be presented. Subsequently the philoso-
phy developed by the Russian thinker Mikhail
Bakhtin is explored. In his notion of dialogism
the oppositions between ‘individual and social’,
‘theory and action’, ‘ethics and aesthetics’ are
integrated.

Because of my experience for almost twenty
years in education-institutions — schooldirec-
tor in the multicultural community of Genk

Hugo Vanheeswijck

(Belgian — Limburg) — and my training in
anthropology, philology, philosophy and reli-
gilon-science, this research-topic will be viewed
and reviewed upon through multi-disciplinary
spectacles with the background of cultural phi-
losophy.

“Truth is not to be found inside the head of an
individual person, it is born between people
collectively searching for truth, in the proc-
ess of their dialogic interaction’ (Bakhtin,
M.M. 1984, 110)

In research and practice of intercultural peda-
gogy, the idea of dialogue is a central concept.
Referring to Taylor, Freire and Burbules among
others, we will present in the first part the limits
and possibilities of dialogue as a philosophi-
cal and pedagogical project. Subsequently we
want to explore the philosophy developed by
the Russian thinker Mikhail Mikhailovich
Bakhtin (1895-1975). The central idea of this
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second part of the paper is his original linguis-
tic philosophical notion of dialogism, in which
the oppositions between ‘individual and social’,
‘rational and non-rational’, ‘theory and action’,
‘ethics and aesthetics’ are integrated. According
to Bakhtin, it is the Russian author Dostojewski
who brought about a ‘Copernican revolution’
in literature by creating a new genre: the ‘poly-
phonic’ novel in which the author engages him-
self in the dialogue and becomes a ‘personage’
among “...a plurality of consciousnesses, with
equal rights and each with its own world”. In
other words, the polyphonic novel makes it pos-
sible to have a representation in which the other
is not imprisoned in the image. This non-ob-
jectivizing relationship to the other is the core
of ‘dialogism’. Being is an openended process.
Connections precede the constituted T’.

A simple question as “Who are you?’ can be
answered by giving a name, by mentioning a
profession, gender or nationality. The answer
will surely depend on the context — the rela-
tionship towards the questioner and his or her
prior level of knowledge — and your ability to
read the situation etc. But who is ‘the real you’?
An answer can point to the physical person who
grows older and changes, but who maintains a
sense of self through the operation of memory
and maintenance of relationships. A response

can also be that “ a real me” does not exist, as
my identity is continually being constructed
through the experience of living in and inter-
acting with the world.

Part I: The limits of dialogue

Nowadays hardly anyone has a bad word to
say against dialogue. Looking at pedagogical
approaches — both theoretical as well as prac-
tical — a broad range of orientations aim at an
interactive proces of dialogue in the common
pursuit of knowledge and understanding. Hith-
erto traditonal theories of education focussed
on the forming of the independent subject as
a sovereign individual learner. Educational
conceptions, likewise educational processes,
have evolved from value- and truth-transfer by
one individual (educator) to another (learner)
towards interactional processes. A widely spread
conception is that the purpose of learning with
and through dialogue promotes social justice
and communication across differences and as
a consequence serves democracy, freedom of
speech, human rights and all sort of liberties.

“We seem to be living in an era in which for
many “ dialogue” has become the foundation
of last resort in an antifoundational world.
The thoroughgoing proceduralism of placing

trust in processes of interpersonal communi-
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cation has proven to be compatible with a
wide range of otherwise quite different social
and political stances. Dialogue represents...a
Jform of constructivist teaching and learning.”
(Burbules N., 2000, 2)

What's the meaning of ’identity’, ’self’, ’other-
ness’ ? Which role can intercultural and interre-
ligious communication play facing the changes
in European societies and in the world? The
understanding among people has to do with
differences and similarities that can be racial,
political, social, cultural or in the field of reli-
gion and belief. As human beings were described
as “meaning makers” by the German sociolo-
gist Max Weber it’s fundamental when study-
ing societies to take into account that meaning
is imposed on the environment, on others, and
this to order, to classify and to regulate. Making
meaning: one of the fundamental concepts in

the religious anthropology of Charles Taylor.

Taylor and dialogue

The philosophical anthropology of Charles
Taylor — the Canadian philosopher and key
figure in contemporary debates about the self
and modernity — involves two complementary
tasks: the transcendental — not to be confused
with the religious’ meaning of transcendent —
and the historical task. In Taylor’s opinion the

identity of the self is to be constituted by the
relation. He describes this as the ’dialogical’
structure of identity, a transcendental condition
of human subjectivity. For Taylor, a self, exists
in "webs of interlocution’ with significant others.
Those webs can be denied but never entirely
escaped from. Taylor defines a significant other
as the one who is essential for the individual’s
full self-realization.

"It is simply the idea that the imagined lo-
cation of identity has to be something nego-
tiated in the present by citizens themselves,
rather than something merely received or
inherited from the past. The challenge is to
create new loci of identity through interac-
tion with others...”(Smith 2002.168) This
sharing identity space’ is ‘the aspiration to
participate as recipient and donor in some
larger life’ (Taylor 1970.110)

Taylor’s central idea is that human beings need
a deep-seated contact with some significant sur-
rounding. The ’larger life’ can be formed by a
tradition, a nation, the family, a (divine) king-
dom. The individual receives from this larger
life a sense of purpose, fulfilment and power.
On the other hand the citizen also attributes to
the larger life by, for instance, sacrificing and
worshipping.. To be in contact with a larger life

83



84

Limitations and Possibilities of Catholic

Education in a Multicultural World

implies a sense of participation in it and in turn
the citizen feels empowered.

"After noting the ways in which this sense of

participating in a larger life endangers de-
mocracy, Tﬂylor maintains that some sense
of identification with a wider community is
none the less essential for a democracy. . . Col-
lective selfF-management — which is the de-
[fining characteristic of democracy — requires
a sense of collective identification. (Smith
2002. 190-191)

Different cultures with their distinct standards
cause problems within the life of the individual,
conflicts between individuals who share cul-
tures and clashes between cultures themselves.
The core of all this is a conflict about the goals
and desires that have to be pursued in life. For
Taylor ’being’ has to do with both a quest for
identity as a search for meaning as well as with
a sense of belonging.

Indeed, the limits and possibilities of dialogue
in contexts of diversity of life-worlds and life-
philosophies has become one of the central,
maybe even the most central issue in contempo-
rary philosophy, anthropology and educational
theory and practice.

Dialogical or relational paradigm

This ‘dialogical’ conception generates herme-
neutic views which tend to emphasize dialogue
as a fundamental condition of intersubjective
understanding. Hans-Georg Gadamer writes
about “the fusing of horizons” and in the religious
philosophy of Buber this view is expressed in the
I-Thou relation. This relational avenue towards
understanding and agreement stands in contrast
to the objectivist view of convergence around the
truth and necessarily broadens the existing epis-
temological horizons to include forms of knowl-
edge associated with various human concerns.
When writing about 'Relational knowledge’
Peter Park puts it as follows:

“Interpretive knowledge, when applied to hu-
man situations, bas the potential for bring-
ing people together in empathy and making
it possible for them to know one another as
human beings affectively, as well as cogni-

tively, which constitutes relational knowledge.
(Park, 2001: 84)

As a consequence of the idea that creating
knowledge is also a practical affair, the starting
points of interreligious learning are the questions
and concerns that are issues in the lifeworlds
of people in practice. Partners in interreligious
learning will become the co-au-thors of narra-



Limitations and Possibilities of Catholic
Education in a Multicultural World

tives expressing the transformation both of other
religious life-worlds as well as the dynamic life-
philosophies of their own.

«Since the beginning of civilizations, tri-
bal peoples have gathered together, perbaps
around a fire, to retell stories of important
events: wars, changes in leadership, or natu-
ral disasters. The group would hear a mul-
tifaceted tale with one directed purpose. Its
members have thus reexperienced an event
together and learned its meaning collectively.
Indeed, the group has created this meaning
together» (Kleiner &Roth, 1997)

The continuous search for reformulating the par-
adigms of the quest for identity within commu-
nity — in my research a Catholic school commu-
nity — will be based on the model of ’dialogue’.

7. At is not enough to broaden the curricu-
lum and include different religions, cultures,
texts...one should also bring them into a
[fruitful dialogue... It encourages a dialogue
between cultures. .. It challenges the falsehood
of Eurocentric bistory, brings out its complex-
ity and plural narratives, and it also fosters
social cobesion by enabling students ro accept,
enjoy and cope with diversity....” (Parekh
2000. 224, 229-230)

As Paulo Freire puts it:

“The starting point ... must be present, ex-
istential, concrete situation, reflecting the
aspirations of the people as a problem which
challenges them and requires a response — not
Just at an intellectual level, but at a level of
action.” (Freire, 1970:85)

The writings of Paolo Freire have indeed inspired
an entire generation of critical educators who
have engaged themselves in a dialogical, com-
mitted pedagogy. Yet, a critical theory of edu-
cation has emerged and directs our attention
towards forms of dialogue that emphasize on
criticality and inclusivity but at the same time
may also be subtle ways of co-opting and ror-
malizing.

“In some accounts, Freirean dialogue is re-
garded as a practice with intrinsic critical
and emancipatory potential; but many aut-
hors, notably some feminists, do not find space
within it for critique and emancipation on
their terms...” (Burbules, 2000, 4)

Not only on a theoretical level the ideal of dia-
logue is critized. In a more striking way the goal
of fostering dialogue is questioned by the socio-
logical empirical reality herself. On the second
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of november 2004 the outspoken filmmaker
Theo Van Gogh was shot and stabbed to death
in broad daylight on an Amsterdam street. One
of his recent films was a controversial attack on
Muslim violence against women, the alleged
reason for his murder by a Dutch Muslim. As a
backlash, streets were filled with angry anti-Mus-
lim protesters, an Islamic school was bombed,
another burned to the ground. More than a
dozen mosques and churches were set ablaze. The
Dutch started to question their age-old reputa-
tion for liberal attitudes, freedom of religion and
speech. Even Amsterdam, the tolerant and mut-
licultural city had changed into a divided com-
munity of ‘us and them’, throwing accusations
at each other. Once more cultural and religious
identities were exploited for political ends. And
when differences regarding political issues and
collective choices become coloured by cultural
and religious considerations, the opposing posi-
tions become irrational and emotive. The situ-
ation escapes the confines of democratic debate
and both hatred as well as violence occur. In
short: the ideals of emancipating one another
through liberatory pedagogy, interreligious and
-cultural learning are confronted with limita-
tions and agressive antagonism.

“Liberals maintain that it is only the extreme

right for whom the presence of Muslims and

Islam in Europe represents a potential cul-

tural disaster, and that right-wing xenop-

hobia is rooted in the romantic nativism it
espouses, and consequently in its rejection of
the West's universalist principles—But I begin

elsewhere. I focus not on liberal opposition to

right-wing intolerance or dismay at the clo-

sedmindedness of immigrants but with a lager
question. How can contemporary European

practices and discourses represent a culturally

diverse society of which Muslim migrants. ..

are now part? (Talal Asad,2002, 210)

This question we will take as a point of depar-
ture for the second part. Stating it sharply: even
interactional pedagogics have to be questioned
about the(non-)existence of hidden agendas as
well as the unconscious intention of searching
to achieve a project, containing thé truth and
thé human values. On a more fundamental level
these questions concern cultural and religious
identity vis a vis modernity, the construction of
the subject, and the limitations and possibilities
of intersubjective dialogue.

“We do not just use language; language uses
us. As Bakhtin argued, the nature of discourse
is that the language we encounter already has
a history; the words that we speak have been
spoken by others before us. .. As a result, what
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we speak always means more than we mean
to say; the language that we use carries with
it implications, connotations, and consequen-
ces that we can only partly intend.-A dialo-
gue is not simply a momentary engagement
between two or more people; it is a discursive
relation situated against the background of

previous relations involving them... (Bur-

bules 2000, 9)

Part Il: Bakhtin and dialogism

Whoever we are, we do not exist as isolated
individuals, but we are members of social
groups. Individuals belong to a family, a vil-
lage, a parish, a political constituency... People
belong to linguistic and ethnic groups. They
may identify with a religious, professional or
lifestyle community. Each group will have cer-
tain membership rules, boundaries. Whether
we are talking about a football-team, an occu-
pation, a Rotary service-club, a church...there
will be criteria that define who is in and who is
out. Anthropologists study boundaries in order
to discover the — often not formulated — rules
that characterise a particular collective. To
become an ’active citizen’ of this country you
have to follow a compulsory ’naturalization-
course’. Someone who wants to participate in
the New Age community has to wear dread-
locks. To become a roman-catholic you have to

be baptised. A Muslim has to declare in front
of witnesses that there is one God, Allah, and
that Muhammad is his Prophet.

Coming back to the topic of this paper — inter-
religious learning — it is evident that bounda-
ries can be maintained as well as transformed.
The ideas of Mikhail Bakhtin are labeled as ’a

philosophy, crossing borders’.

Dialogism and epistemology

Writing about authors as Dostojevsky and Rab-
elais gives Bakhtin the opportunity to write a
history of cultural and ideological transforma-
tions. He uses these authors to picture a whole
age. In this perspective you can qualify Bakhtin
rather as a “philosophical anthropologist” than
as a literary sociologist or critical linguist. He
seeks to lay open the nature of human con-
sciousness under particular cultural, religious
and historical conditions.

“... Bakhtin stressed that the self never coin-
cides with itself, and he never coincided’ with
any group or ideological position. .. In many
ways he is close to Kenneth Burke...One par-
allel is their emphasis on what Burke called
“perspective by incongruiry’, the ability to see
the identity of a thing not as a lonely isolate
[from all categories but as a contrasting vari-
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able of all other categories which might, under
different conditions, fill the same position in
existence...” (Clark&Holquist 1984.3,7)

We will use the concepts, mentioned by
Bakhtin, to start answering the following ques-
tions: How to cope with multiple philosophies
and promote interreligious learning by using
‘dialogism’ both as a method as well as a source

of inspiration?

"Dialogism, which is neither dialogue nor
dialectics, is a philosophy of communication
that maps the discursive territory of differ-
ence. Bakhtinian dialogism conceptualizes the
self as constructed through language so as to
be and to transform social interaction. .. There
is no attempt to divide the process from the
product, the production of dialogue from its
effect; instead... This research hereby creates
a holistic knowledge that can account for the
individual’s historical uniqueness, includ-
ing his/her body and personal past, and for
the collective memory of his/her community”

(Hajdukowski-Ahmed 1998. 644-649)

More profound questions have to be put on the
forum of intercultural as well as interreligious
dialogue and interreligious learning:

Is dialogue ‘ueberhaupt’ possible? Can people
understand each other? What are the charac-
teristics of the process of identity-building and
what’s the meaning of individual versus inter-

actional being?

The ideas of Bakhtin can be presented as another
theory within this evolution. In this part of the
paper we will try to argue that Bakhtin changes
the agenda of argumentation by introducing a
new vocabulary, a new way of communicat-
ing...at the end changing the subject in terms
of identity. Following Bakthin means re-artic-
ulating and evaluating fundamental ideas and
action-programmes from the perspective of
dialogue in order to discuss among others the
question whether interreligious learning has to
be achieved on the sociological-empirical level
through an open attitude based on charity or
on — what we would like to call — the principle
of ontological-existential connection, that can’t
be ignored, nor neglected.

”...L would like to emphasize once more that
the first connectedness of the whole of reality
concetved of as a web of encounters. ..is not a
dangerous and threatening chaos that has to be
overcome by identity affirmation. . It has the
character of an in-between, a gap. . . pregnant of
new possibilities...” (Haers, J. 2002.14-15)
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Aesthetics rather than ethics

Back to Bakthin and dialogism. An ambiva-
lence about the way the human subject is con-
structed underlies Bakhtin’s work. As a conse-
quence his philosophy of human acitivities is
twofold. He proclaims a radical reorientation
of moral values by emphasizing a pure personal
experience — Erleb-nis—as starting point for a
construction of values around it in the spirit
of Neokantianism and Husserl. Opposite to
(moral) theories and concepts — claims of truth
— that are general, life is singular and unique.
According to the orthodox-christian Bakhtin,
norms and theories give an ‘imaginary alibi’ for
moral activity. In opposition to this a person
has to break in a radical way with the (his)
past and make a new begin. In this project, a
religious moment can be discovered, after all
Cicero derived the word religion from the verb
‘relegere’, which means to reread or restart, to
recollect in order to restart. The key term in
the eyes of Bahktin is responsibility or even
better ‘answerability’. According to Bakhtin a
person could — throughout his activity — con-
nect concepts and life. Instead of general norms
or theories it is an unique moral deed that can
(ethically) revitalize culture. Terms and con-
cepts illustrating this principle are ‘authorship’,
‘pure nature of laughter’, and ‘autonomous
voice’... The idea of the restart of culture is the

most characteristic concept of ’being a person’
or having a personality’.

But on the other hand this responsibility for
restarting culture doens’t only mean restarting
by himself but also has to do with a restart in
front of others: an intercultural responsibility.
Bakhtin proclaimed the creation and contem-
plation of an external image of other persons as
an acces to one’s inner essence. In this perspec-
tive he refers to Christian tradition in which he
welcomed the theological and artistic inven-
tion of creating and contemplating an external
image of other persons that gives access to this
inner essence. For Bakhtin aesthetic seeing is
a way of loving the other. The author loves his
personage — even if it is an evil hero — by focus-
ing attention on him. But writing — creating
a personage — isn’t only an activity of the self
towards the other but also gives allowance to
the self’s experience of itself. This very Russian
Orhodox conception is elaborated in ideas of
aesthetic culture, dialogics, the carnival laugh-
ter, the voice of the other, loving contemplation.
Here we recognize the other — more Christian
— etymological derivation of religion. Religare
means to tie up, to relate, to connect or in a
more specific sense: to relate human beings to
God and to each other.
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In the perspective of this paper on interreligious
learning we leave aside Bakhtin’s own beliefs and
prefer to characterise his religious philosophi-
cal position by two ideas. First one has to men-
tion Bakhtin’s radical critique of immanence as
a view in which human beings reduce God to
something in our world. Bakhtin writes about
Being as a unique, unrepeatable event which
can either be claimed as thé truth nor fixated
in a general concept. Activity- whether it is
writing a novel, creating art, building a social
society. ..- cannot be founded on God’s essence
because according to Bakhtin, there is no gen-
eral principle nor conceptional blueprint that
allows such grounding.

Nevertheless human beings can participate in
this Being through activity. This we can define
as Bahktin’s pneumatology, the second char-
acteristic of his position concerning religious
ideas and their socializing power. According
to Bakhtin this view on the presence of God in
the world is more important than his critique
of immanence. Contemplating the works of
among others Bernard of Clairvaux, Francis of
Assisi, Giotto and Dante..., Bakhtin formulates
the presence of God as His love of the other.
This Love makes it possible for a human being
to love one another. Anton Simons formulates

Bakhtin’s pneumatology as follows:

“Unique to Bakhtin’s pneumatological mo-
ment is not only the relationship ro the other
made possible by God’s relationship to us, but
also a clear emphasis on God'’s grace and love
Jor us, at the expence of bis justice and sever-
ity...This idea inspires Bakhtin to link God’s
creation to aesthetic, artistic activity rather
than to ethical activity. The latter is much
more ‘negative” to act ethically we must refuse
something in this world if we are to change
it, whereas to act aesthetically implies a posi-
tive, active evaluation of what exists through
which the existing reality can change....” (Si-
mons, A. 2000 p. 363)

For Bakhtin, Christianity is a crossroad in
the history of ethics and aesthetics because it
includes the relationship to the other in people’s
relationship to themselves..He clarifies this view
of Christianity by contrasting Christianity to
two other traditions — let’s call this interreli-
gious learning — Judaism and the (non-Chris-
tian variation of) Neoplatonism. The ethics of
the last mentioned philosophy of life is purely
based on self-experience

“Neoplatonism is the purest and the most con-
sistently prosecuted axilogical comprebension
of man and the world on the basis of pure
selfexperience: the universe, God, other peo-
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ple, all are no more than I-for-myself- Their
own judgement abour themselves is the most
competent and the final judgement. The oth-
er has no voice here. As for the fact that they
are also an I-for-the-other, it is fortuitous
and unessential and engenders no valuation
that is new in principle” (M.M. Bakhtin,
1990 p. 55)

Instead Bakhtin is inspired by Judaism to stress
the fundamental role of the other in self-expe-
rience and makes him choose to concentrate
more on the relationship to the other in artis-

tic representation:

"An author creates, but he sees his own cre-
ating only in the object to which he is giving
Jorm, that is, he sees only the emerging product
of creation” (M.M. Bakhtin 1990, p 6)

In other words the experience of the self — my
identity — is realised through the other ‘s eye.

The infinity of dialogue

In Bakhtin’s view, real dialogue is a never ending
process. Neither has dialogue to do with a kind
of communication that results from following
prescribed patterns, nor is dialogue the defi-
nition of a situation in which various speak-
ers alternate and patiently allow one another

to speak and in which truth and meaning are

given.

On the contrary, at the moment of dialogue
meaning and value time and again arise as
new and unrepeatable. By the term ‘dialogue’
Bakhtin refers to the possibility of sharing in a
(‘the’) transcendent truth by letting the other
speak without turning him into an object and
with respect to the infinite character of a dia-
logue that doesn’t end up in a monologue.
Important is: speaking with the other. Dia-
logue has to do with a non-objectivizing rela-
tionship to meaning, truth and last but not
least the other.

In opposition to day-to-day conversation in
which dialogue is an instrument of an (practi-
cal) end, Bakhtin changes this relationship by
making dialogue the aim of everyday activity.
Dialogue conceived in this way is infinite, this
means that dialogue can’t be finished. Again
Anton Simons:

“First, by "infinity of dialogue’ Bakhtin means
the inability to end the dialogue. Dialogue
implies that an irreducible difference between
the voices continues to exist. This difference is
not something negative, as is a cOnversation

of last imperfection. Dialogue, the lack of a
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definitive last word, is itself ‘the last word’
...a dialogue, that is, a communication in
which the truth is spoken in such a way that
it is not fixed in an image but continues to
transcend the image” (Simons, Anton, 2000.
p-366-367)

Back to the first part of our paper. Dialogue will
always be confronted with limitations and even
antagonism in daily reality. Enlightenmentand
modernity with liberality and subjectivity are
confronted with otherness and strangeness. Yet
dialogism — although not the ultimate solution
— time and time again offers perspective and
describes being as an open endedness.

Bakthin refers to ’catharsis’ when writing about
the infinity of dialogue. Yet, different from the
tragedies with their moments of catharsis, it is
a dialogue that opens human beings to the last
word as something not yet spoken, but still —
always — in the future.

“Nothing conclusive has yet taken place in the
world, the ultimate word of the world and
about the world has not yet been spoken, the
world is open and free, everything is still in
the future and will always be in the future”
(M.M. Bakhtin. 1984 p.166)

Dialogical construction of identity

Coming back to the theme of this paper. In
a situation that religion has become a private
matter and people feel less connected with tra-
dition and churches, religious education clearly
needs a new approach to address the pluralized
and multi-religous reality...

“...It is also necessary to avoid the pitfalls
of an individualistic charity. As it has been
insisted in recent years, the neighbour is not
only a person viewed individually. The term
refers also to a person considered in the fabric
of social relationships, to a person situated in
economic, social, cultural and racial coordi-
nates. It likewise refers to the exploited class,
the dominated people, the marginated...
As a sacramental community, the Church
should signify in its own internal structure
the salvation whose fulfillment it announces.
Its organization ought to serve this task...”
(Guttiérrez: 1988. 116)

Infinite dialogical intersubjectivity as a non
objectivizing relationship to meaning, religion,
truth and last but not least to the other, forms
both the central idea as well as the method to
study intercultural processes and interreligious
learning. The starting point is a fundamental
and founding connectivity. An T’ is, as it were,
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being involved from the beginning in connec-
tions and conversations. The self is connected
with the whole out of which it is empowered to
become an I, that will be continuously changed
and re-shaped within its encounters. As we
have seen in the philosophical anthropology of
Bakhtin our being as dialogical relatedness —
my non-alibi in being — precedes all forms of
religious learning. We have to act!
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Carin Jonsson

Las- och skrivliarande
- ett potentiellt grundutbild-
ningsamne?

Detta inligg bygger delvis p4 en tidigare analys
av lis- och skrivomridet. I studien, "Lisning-
ens och skrivandets bilder. En analys av villkor
och majligheter for barns lis- och skrivutveck-
ling”, problematiserar och prévar jag vedertagna
forestillningar och forgivettaganden inom det
aktuella omridet. (Jonsson, 2006) Syftet med
hirvarande text ir att visa pi nédvindigheten
av fortsatta diskussioner kring inférandet av
vad jag bedémer som ett framtida grundutbild-
ningsimne inom lirarutbildning. Via ett antal
fragestillningar vill jag forsska visa p& poten-
tialen i just variationen av val av studieobjekt
och fokus i den forskning som har gjorts och
framledes kommer att bedrivas inom "literacy”.
Det engelska begreppet literacy” dr i samman-
hanget inte helt tillfredstillande, men det ir
ett giltigt begrepp vi har att tillgd for att inte
tvingas in i redan auktoriserade inmutningar.

Den preliminira avgrinsningen av begreppet
“literacy” som en kirna for ett grundutbild-
ningsimne blir:

The ability to read and write; a synthesis of
language, context, and thinking that shapes
meaning. (Winch et al., 2006, p. 569)

Resultatet i min avhandling visar att klassli-
rares skicklighet inom kunskapsomradet lis-
och skrivlirande och undervisning, primirt
uttrycks i termer av social och personlig kom-
petens. Lirarnas imnesmissiga och disciplinira
tillhérighet bedéms vara svag. Den enskilda
liraren anses undvika eller sakna férmaga, att
i vetenskaplig mening forhélla sig provande till
den egna verksamheten vad giller l4s- och skriv-
undervisning och den kunskap som i realiteten

impregnerar denna.

Ovanstdende sagda styrker indirekt delar av
forslagen angdende en férindrad lirarutbild-
ning. (Dir.2007:103) 1 kommitténs direktiv
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tydliggors behovet av att lirare som undervisar
i de tidigare skoldren tillignar sig fordjupade
kunskaper i och om lis- och skrivlirande och
undervisning. Rimliga frigor att i samman-
hanget stilla till kommittén , och till oss sjilva,
blir: Vad 4r dmnet som ska fordjupas? Vilka
kunskaper har vi om vilka kunskaper som ska
fordjupas i samband med lis- och skrivlidrande
och undervisning?

Idag dr det minga intressenter inom olika
imnes- och kunskapsomridden och discipli-
ner som redan befinner sig inom, eller kiinner
sig manade att kliva in p4, lis- och skrivfiltet.
Vilka kunskaper kommer ur ett framdcrikeat
perspektiv att genereras? Som jag forstir saken,
maste svaret bli, det beror pé vad dmnet ir som

ska fordjupas.

L3t oss titta lite bredvid och inrikta oss pa det
specialpedgogiska kunskapsomradet. Ett antal
svenska seniora forskare har under 2007, pa
uppdrag av Vetenskapsridet, sammanstillt
tvd gedigna kunskapsoversikter kring begrep-
pen specialpedagogik respektive dyslexi. (VR
5:2007, 2:2007) Som disputerad inom peda-
gogiskt arbete och mer specifikt imneskunnig
inom liis- och skrivfiltet har jag gjort en paral-
lell lisning av de tvd rapporterna. Innehéllet i
materialet styrker indirekt mitt avhandlings-

resultat att l4s- respektive skrivfiltet avspeglar
tvd skilda kunskapsdiskurser. Kunskap kring
lisning, lisprocesser och lisutveckling har ett
starke fiste i en specialpedagogisk kunskaps-
och forskningstradition. Frigor som behandlar
lisning, lisinldrning och lisundervisning ten-
derar att silas genom ett raster av forklaringar
kring ldssvarigheter, specifika ldssvarigheter
och dyslexi. Av detta foljer att kunskapsomra-
det lis- och skrivlirande och undervisning far
en stark slagsida mot genetiska, neurologiska
och medicinska forklaringar kring vad lisning
4r och hur ldsundervisningen ska bedrivas for
att den enskilda eleven ska uppnd en rimlig nivé
av forvintade studieresultat. Barns skrivande
behandlas endast parentetiskt, vilket i sig far
tolkas som att skrivforskning har vag forankring
inom ridande lisdiskurs. (Jonsson, 2006)

Inom nimnda diskurs har forskare visat ett
starkt intresse for att reda ut samband mellan
fonologisk medvetenhet och brister i lisférmaga.
(VR, 2:2007) I Mats Myrbergs sammanfatt-
ning av den aktuella kunskapséversikten kring
det specialpedagogiska omridet med inrikening
mot specifika lis- och skrivsvérigheter, dyslexi,
skriver forfattaren:

Today neuroscientists, linguists, cognitive psy-

chologists, researchers in special education en-
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gage in a frutiful cooperation schemes across
scientific discipline boarders /.../ Even if we
continue to make good progress in our know-
ledge of the neurological and genetic base
for dyslexia, the fact that reading and wri-
ting are cultural phenomena remains” (VR
2:2007, s. 99).

Detta citat utgdr ett illustrativt exempel pé vilka
kunskaper som har hog prioritet bland svenska
lisforskare med intresse for sivil specialpeda-
gogiska som pedagogiska frigor. I éversikten,
"Reflektioner kring specialpedagogik — sex
professorer om forskningsomradet och forsk-
ningsfronterna”, Vetenskapsrddets rapportserie
2007, framgdr att pedagogiska frigor tenderar
att behandlas utifran allmingiltiga principer i
termer av prevention och intervention, dir olika
aspekter av normalitet och avvikelse stdr i fokus
i samspelet mellan individ och omgivning. (VR
5:2007). Bengt Persson, en av forfattarna i rap-
porten forklarar att det specialpedagogiska kun-
skapsomridet visserligen har rétter i den peda-
gogiska disciplinen, men den specifika uppgif-
ten handlar snarast om att sttta pedagogiken
da variationen av elevers olikheter medfor att
den vanliga (min kursivering) pedagogiken inte
ricker till. (VR 5:2007, s. 58). Huvudpoingen i
resonemanget blir, som Eva Bjérck-Akesson for-
klarar, att det generella handlar om pedagogik,

det specifika, avser annorlunda (min kurivering)
specialpedagogiska insatser fér optimal utveck-
ling. (VR 2007, s. 91.). Minst tvd omedelbara
problem synliggors med detta. Det ena hand-
lar om att identifiera avgrinsningarna mellan
allmin- och specialpedagogik. Det andra hand-
lar om pedagogikimnet relaterat till andra kun-
skapsomriden. Nir specialpedagogiken som
forskningsomrade diskuteras i den aktuella rap-
porten, varnar Claes Nilholm fér psykologisk
reduktionism och menar i princip att special-
pedagogiska frigestillningar kan inkluderas i
pedagogiken. Han skriver: ”I vandringen frin
psykologi/medicin, éver sociologi, till mer ren-
odlade pedagogiska frégor har delar av sillskapet
aldrig limnat ursprunget och andra har stannat
pavigen”. (VR 5:2007, s. 112). Jerry Rosengvist
forklarar, i samma rapport, att grunden till mot-
sittningar inom det specialpedagogiska omridet
handlar om avgrinsningsproblem och norma-
tiva utgéngspunkter med hinvisning till poli-
tiska beslut. Betoningen av det speciella syftar
till att visa pa det generella i specialpedagogi-
ken fér att kunna gora en avgrinsning gentemot

pedagogiken. (VR 5:2007, s. 37 ff)

Det fir anses vara klarlagt att specialpedago-
giken och dess hantering av ldsinlirning stir i
beroendestillning till sivil psykologiska som
medicinska traditioner (VR 5:2007, s. 37, s.
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69, s. 87 ff. ). Men var finns allminpedagogi-
ken med inriktning mot ”literacy”?

Jag dtergir till Myrbergs citat hir ovan. A ena
sidan dberopar forfattaren det goda samarbetet
mellan féretridare fér neurovetenskap, lingvis-
tik, kognitiv psykologi och forskare inom speci-
alpedagogik. A andra sidan forklarar han ate vi
inte fir glomma bort att lisande och skrivande
samtidigt dr uttryck for kulcurella fenomen. P&
det sitt som presentationen gors framgér det inte
vad det verkligen 7, som inte fir glémmas bort.
Det framgar heller inte vilka vetenskapare som
kan tinkas vara involverade i frigor som tang-
erar kunskapsomrdden med specifikt intresse
for kulturella fenomen som en viktig aspekt av
skriftsprakstillignandet.

Jag menar att vid utformandet av l4s- och skriv-
lirande som ett grundutbildningsimne blir det
ofrénkomligt att problematisera vad som avses
med sdvil specifikt och generellt som vanligt
och annorlunda med hinsyn till elevers olikhe-
ter i samband med ldsning och skrivning som
ett kulturellt fenomen.

Som ett forsta forsok till utmejsling av en kirna
i lds- och skrivlirande som ett tvirvetenskap-
ligt grundutbildningsimne, anser jag det vara
relevant att, med hinvisning till Myrbergs
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“summary” hir ovan, forséka besvara min
inledningsvis stillda friga: Vilka kunskaper
har vi om vilka kunskaper som ska fordju-
pas i samband med lis- och skrivlirande och
undervisning?

I kommittédirektiven for en ny lrarutbildning
framgar att lirare som undervisar i de tidigare
skoliren behover en bred och relevant imnes-
miissig och pedagogisk kompetens. Sirskilt fram-
halls betydelsen av att forskolldrare och ldrare i
de tidiga skoldren har djupa kunskaper i barns
sprikutveckling, liksom kunskaper om lis- och
skrivinlirning. Vidare framhills att samtliga
inriktningar inom lirarutbildning ska ge liraren
insikt om specialpedagogik. (Dir. 2007:103)
Min erfarenhet 4r att i diskussioner som har att
gora med barns skriftsprikstillignande tenderar
argumenten att genomsyras av en skepsis som
handlar om kvaliteten pa undervisningen, inte
sillan med fokus pa vilka kunskaper och vilka
forskningsron som ska ges foretride, inte minst
med hinsyn till elever med behov av sirskilt
stéd i ldsning och skrivning. Betriffande lis-
och skrivfiltet har diskussionerna en grundton
som handlar om att komma tillritta med diskre-
pansen mellan riteen till ete skrifesprk och det
faktum att elever limnar skolan med allvarliga
brister i skriftsprikskompetens.
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Jag tycker mig ha funnit beligg for att varken
effektivitet, struktur och kontroll, eller hopplock
av metodiska program dir russinen plockas ur
kakan, kan fullt ut forklara vad som krivs for
en god- lis- och skrivundervisning. (Jonsson,
2006) Losningen att ha savil breda som djupa
handlingsteoretiska kunskaper om sprik, lirpro-
cesser och lismetodiska strategier transforme-
rade i didaktiska val fir idag stod frin akeuell
forskning. (Jonsson, 2006) Det argumenteras
inte lingre ppet om enskilda metoders overlig-
senhet, vare sig bland forskare eller bland prak-
tiker. Caroline Liberg, som idag fir anses vara
en auktoritet inom lis- och skrivfiltet, lyfter
fram fordelarna med si kallade ”balanserade
lisprogram” dir barnen trinas och utvecklas
med fokus pa sdvil innehills- som formaspek-
ter. (Liberg, 2004).

Metodfrigan innefattar en gemensam och basal
utgdngspunkt uttryckt i sdvil nationell som
internationell lisforskning: Barnet miste kunna
distansera sig frin sprikets innehillssida, tala
om spriket, for att forstd de principer som ir
grundliggande for skriven text. I frigan om hur
detta gar till, eller ska gd «ill i termer av lirande
och undervisning, sa splittras bilden pd nytt. Jag
avser exempelvis principer som handlar om del
och helhet, enkelhet och komplexitet, turord-
ning och parallellitet i férhéllande till barnet

och dess drivkrafter for lirande. (Jonsson, 2006)
Den omdiskuterade frigan om helhet eller del,
analytiskt eller syntetiskt kan med detta sigas
ha omformulerats. Frin att handla om vilken
firdighet som ska trinas pd bekostnad av en
annan har fokus forflyteats till att handla om
vilka firdigheter och insikter som blir sirskilt
viktiga att framhéilla nir vi utgdr frin att det
dr viktigt att barnet verkligen har ett sprak for
att just kunna tala o spriket. (Nystrém, 2002,
Jonsson, 2006)

Det samférstind som kan ldsas in hir ovan kan
vidare forstds med hinvisning till den vil for-
ankrade ambitionen att férklara att konsensus
dntligen uppnétts inom lisfiltet. Vilka tinkbara
bakomliggande processer har féregitt en sddan
insikt? Konsensusidén kring lisning lanserades
av Anita Hjilme i avhandlingen "Kan man bli
klok pé lisdebatten? Analys av en pedagogisk
kontrovers.” (Hjilme 1999). Hjilme visar, med
hinvisning till amerikansk och svensk forskning,
att kontroversen foérindras nir metodfrigan inte
lingre blivit intressant att diskutera. Forfattaren
ser redan i borjan av 90-talet tydliga tendenser
till att diskussionerna kring lismetodiska stra-
tegier 6vergdr till att handla om specialpeda-
gogiska stillningstaganden kring lisinlirning
och lis- och skrivsvirigheter/dyslexi. Fyra &r
senare, i Skolverksrapporten "Att skapa konsen-
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sus om skolans insatser for att motverka lis- och
skrivsvarigheter”, ges konsensusidén en delvis
annorlunda framtoning 4n den som framférdes
av Hjilme, och som primirt handlade om den
polariserade pedagogiska debatten kring synte-
tiska eller analytiska lismetoder. (Skolverket,
2003) Genom rapporten kommer konsensusidén
kring ldsning att lanseras frimst som en speci-
alpedagogisk angeligenhet i syfte att framhilla
det samf6rstind som anses rida mellan forskare
och praktiker. I rapporten sammanfors forskar-
roster med intervjuinslag frin verksamma peda-
goger i skolan. Oversikten, "Att lisa och skriva.
En kunskapsoversikt baserad p# forskning och
beprovad erfarenhet” publicerades samma ar.
(Myndigheten for skolutveckling, 2003) Den
senare rapporten hade sitt ursprung i regerings-
uppdraget att skriva fram identifierade och pre-
dicerade méjligheter till en god undervisning
och en gynnsam lis- och skrivutveckling for
det enskilda barnet. I den tidigare publicerade
rapporten finns, menar jag, en implicit grund-
idé om konsensus som i stora delar avspeglar
innehéllet i konsensusrapporten. Samférstdndet
uttrycks med hinvisning till en kunskapsproduk-
tion som priglas av det starka inflytandet frin
vetenskapliga discipliner vilka primirt inte har
att hantera pedagogiska och didaktiska frigor,
men av tradition likvil gor det. Som en f6ljd av
uppdragets karakeir blir det ofrdnkomligt att

framforda konsensusidéer, sdsom de uttrycks i
rapporterna, bide speglar vilken kunskap som
har vetenskaplig dignitet inom omridet och sam-
tidigt har skolpolitisk férankring.

Ur vetenskapligt perspektiv kan idén om &ver-
gripande konsensus, baserad pd etablerade san-
ningar, verka sivil produktivt som kontrapro-
duktivt. En rimlig méjlighet kan vara att kon-
sensus i sig forebddar ett vetenskapligt skifte.
Det vill siga, forskningsforetridare dr, med
hinvisning till den “kunskapsplattform” som
identifierats redan pd vig mot nigot nytt, eller
dtminstone annorlunda. En annan méjlighet 4r
att foretridare for den “plattform” som definie-
rats forhaller sig kategoriskt kallsinniga till att
svar omprovas och nya frigor stills. Eller som
Christer Fritzell uttycker saken:

Den konsensus som uppnds blir till synes mer
dvertygande, ju mer de aktuella tillfillighe-
terna och reella forutsittningarna fir komma
till uttryck. Ju mer den makt att styra utfal-
let tillater den utan makt att framfora sina
dsikter, desto tydligare tycks det som att var
och en fitr bidra till uppkommen enighet.
Att denna redan baseras pd de strukrurellt
givna villkoren forsvinner ur sikte om inte
ocksd dessa villkor i grunden kan ifrigasii-
tas. (Fritzell, 2003, s. 4.)
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Nir jag i olika sammanhang tillfrigats om mitt
forskningsintresse har jag ofta métt den spon-
tana kommentaren — “Jaha, du skriver om lis-
och skrivsvarigheter och dyslexi”. Jag méste dd
tillstd att mitt kompetensomrade inte ligger
inom det specialpedagogiska omridet i termer
av string disciplinir tillhsrighet och veten-
skaplig kompetens. Talar jag diremot i termer
av social och personlig kompetens grundad i
praktisk yrkeserfarenhet och Pedagogiskt arbete
blir svaret genast mer komplicerat. Jag menar att
ingen ldrare, lirarutbildare eller lis- och skriv-
forskare kan negligera det fakcum att vi p ett
eller annat sitt har att forhalla oss till specialpe-
dagogiken som kunskapsomride oavsett studie-
objekt och teoretiska perspektiv. Som forskare i
Pedagogiskt arbete har jag insett virdet av- och
problemen med disciplinira avgrinsningar nir
specialpedagogisk kunskap ska relateras till den
pedagogiska praktiken. Jag hivdar att lirare
inom lirarutbildningskurser dir lis- och skriv-
filtet behandlas mdste ha kunskap om det gene-
rella for att forstd det specifika och vise versa. I
klartext innebir det att den ena handen, méste
veta vad den andra gor. Den blivande klasslira-
ren och specialldraren/specialpedagogen maste
erbjudas majligheter att under sin utbildning,
bli fortrogen med att préva teoretiska perspektiv
och i férlingningen argumentera for sina hand-
lingar inf6r savil allmin- som dmnesspecifika,

gemensamma och sirskiljande pedagogiska pro-
blem. Alle for att undvika slutlig fixering grun-
dad i slentrianmiissig begreppsanvindning och
vetenskaplig undergivenhet oavsett vi talar om
lirande och undervisning pé individuell-, verk-
samhets- eller systemniva.

Ann Ahlberg har funnit att vid en lisning av
styrdokumenten f6r skolan framstdr special-
pedagogik som i princip giltigt for alla elever,
inte endast elever i behov av sirskilt st6d. (VR
5:2007,s.79) Bjorck- Akesson menar att formu-
leringen “elever i behov av sirskilt stod”, skapar i
sig nddvindigheten av det sirskilt pedagogiska,
med andra ord specialpedagogiken, for att fore-
bygga risksituationer med lingtgdende konse-
kvenser f6r individen i skola och senare utbild-
ningssammanhang. (VR, 5:2007, s. 86).

Jag utgdr frén atc spraket paverkar virt site act
tinka och agera. Spriket kan i den meningen
sigas bdde mojliggora och begrinsa vetandet.
Anvindningen av spriket i kombination med
andra kulturella “praktiker” har betydelse for
vad som hinder med barnet som samhillsva-
relse och kulturell individ. Med utgéngspunke i
min kunskapséversikt kring lis- och skrivfiltet
tycker jag mig ha beligg for att hidvda att skolan
som undervisningskontext bidrar till en socia-
lisering genom s&vil funktionell som kulturell
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anpassning under inflytande av aktérernas, savil
lirarnas som elevernas, individuella preferenser
och den ricka av situationer i vilka individerna
kan och tilldts agera. I den meningen skulle
man kunna hivda att den som undervisar och
den som blir undervisad, genom olika medie-
rade forebilder, sjilvstindigt idémissigt och i
konkret handling bearbetar och omskapar sina
egna “efterbilder”, forestillningar. Dessa kan i
sin tur i mdtet med andra antingen accepteras
eller forkastas som just forebilder. (Jonsson,
2006). Provar vi ovanstdende resonemang pé
forskarsamhille och etablerade sanningar, kan
effekten bli att det som under en viss tid upp-
fattas som “bredvid” riskerar att hamna utanfor
de kategorier av perspektiv och kunnande som
upprittats. (Ahlberg, 2007, s. 73). Denna trog-
het ir i sig inte problematisk, den borgar ocksd
for uppfyllande av krav pa forsiktighet, nog-
grannhet och valida forskningsresultat.

Med detta terkommer jag till direktiven for en
ny lirarutbildning och kraven pé djupa imnes-
kunskaper och pedagogisk skicklighet. Vad ir
imnet? Vilken ir den identifierbara kirna ur
vilken “literacy” som ett grundutbildnings-
imne och verksamhetsomride kan vixa fram
och formuleras? Jag tinker mig lis- och skriv-
lirande, ”literacy”, som ett tvirvetenskapligt
grundutbildningsimne. Amnet omfattar di

ett kunskapsomride som visserligen 4r avgrin-
sat men samtidigt bredare 4n en disciplin. Jag
utgdr frin att utformningen av kunskapsomra-
det "literacy” kriver interdisciplinira méten och
en 8ppenhet infor systemiska angreppssitt, dir
olika teoretiska perspektiv och relationer mellan
dessa dberopas. Med detta kan den blivande lira-
ren erbjudas kunskaper att férhlla sig till och
i pedagogisk handling préva med hinvisning
till ett brett och djupt spektra av samvarierande
aspeketer p lis- och skrivlirande och undervis-
ning. Alle for att kunna stilla sig den av Ahlberg
initierade frigan: Hur dr kunskapen beskaffad?
(Ahlberg, 5:2007) "Literacy” som ett grundut-
bildningsimne dger med detta potentialen att
kunna utvecklas till en gemensam handflata av
teoretiska perspektiv utan att tappa kontakten
med det didaktiska uppdragets fem "varforfing-
rar”: Vad? Vem? Hur? Var? Nir?
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Den vardefulla praktiken. Yrkes-
etik i pedagogers vardag
Stockholm: Runa

Kennert Orlenius & Airi Bigsten

Filosofen Ludwig Wittgenstein var skeptisk till
etikens kunskapsansprik. I En foreldsning om
etik” skriver han: ”Etiken kan — s3 linge som
den hirror frin begiret att siga nigonting om
den yttersta meningen om livet, det absoluta
goda, det absolut virdefulla — inte vara en veten-
skap. Vad den siger ligger 6verhuvudrtaget ing-
enting meningsfullt till vir kunskap. Men den
pavisar en tendens i det minskliga tinkandet
som jag personligen inte kan lita bli att att djupt
respektera, och jag skulle inte for mitt liv f6r16j-
liga den” (Wittgenstein 2001, s. 30).

Den virdefulla praktiken. Yrkesetik i pedagogers
vardag av Kennert Orlenius och Airi Bigsten
har inga ansprik pi att siga nigonting om den
yttersta meningen med livet eller ndgonting i
den stilen. Aven om deras perspektiv ir nira

knutet till skolans virdegrund, som kan tolkas
som en absolut moralisk viljeyttring, ror de sig
frimst inom den deskriptiva etiken. De 4r vad
man skulle kunna kalla antropologer inom skol-
omrédets etik. De vill synliggdra och bidra till
forstelse av den moraliska dimension som all
pedagogisk verksamhet rymmer. ”Vir utgings-
punkt”, skriver de, ”dr att lirararbetet dr ett
moraliskt projekt. Genom sina handlingar f6r-
medlar och gestaltar lirare varje dag moral i sin
verksamhet, direkt eller indirekt. Den moraliska
dimensionen ir inbiddad i undervisningen och
utgdr inte enbart en biproduke eller aspeke. (...)
Praktiken ir full av underliggande virden som
utgor grunden for lirares handlingar, virden
som formedlas och gestaltas och fir avgérande
betydelse f6r det uppvixande slikeet, nu och
deras framtid (sic!). Dirfoér kan man tala om
den virdefulla praktiken i dubbel betydelse” (s.
7). Forfattarna hoppas i forlingningen kunna
vara stod 4t pedagoger i arbetet med att for-
verkliga och legitimera sitt yrkesetiska uppdrag
som det formuleras i styrdokument och riktlin-
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jer. En forutsitening for detta, menar de, ir att
pedagoger uppticker och férmir verbalisera
praktiken. Spriket — begreppen, modellerna
och teorierna — ir redskapet for detta. Tillig-
nandet av ett eget sprik skapar méjligheter for
att kunna kritiskt granska det egna pedagogiska
arbetet och dirmed méjligheter for en fortsatt
professionell yrkesetisk utveckling. Forfattarna
vill ocksa bistd ldraren i att férklara och legiti-
mera sina mil och handlingar utit. Kraven pi
detta har 6kat som en konsekvens av att skolan
och ldraren blivit indragna i en allomfattande
utvirderingskultur dir elever, forildrar, politi-
ker och andra miter, bedémer, stiller krav och
utkriver ansvar pd ett sitt som den traditionella
ytkesrollen inte formér hantera. Som forfattarna
framhaller dr ldrarrollen av tradition handlings-
inriktad och baserad pi en tyst kunskap som
framforalle visar sig i handlingar.

Jag har ndgra mindre invindningar mot boken.
En detalj som stor mig ir att Orlenius (som ir
ansvarig fér huvuddelen av boken) lutar sig mot
John Dewey nir han vill problematisera att lira-
res uppmirksambhet allefér ofta inrikear sig pa
elevernas moraliska liv som en “vaksamhet 6ver
misstag som ror anpassning till skolans regler
och rutiner” (s. 105). Deweys egen 6vervakning
och forfoljelse av “oamerikanska” invandrar-
grupper under 1910-talet var faktiskt s& over-

tygande att amerikanska underrittelsetjinsten,
vilka han hade nira samarbete med, fakeiskt
erbjod honom en fast tjinst! Dir kan man verk-
ligen tala om vaksamhet éver minniskors mora-
liska liv... John Dewey var en briljant filosof och
hans moraliska defekter ska inte hindra oss att
g4 i dialog med honom — men hans ord i denna
typ av frigor ekar for alltid tomma.

Jag reser ocksa négra fragetecken infér Orlenius
diagnos av samhillsutvecklingen vilken kopplas
till forindrade ”forutsittningar for individers
lirande och identitet” (s. 87). Utgdngspunkten
i boken ir att samhillet utvecklats frin ett reli-
giost och kommunitaristiskt jordbrukssambhille,
via ett liberalt industrisambhille till ett nuva-
rande postmodernt (virderelativistiskt) kun-
skaps- och kommunikationssamhille. Sjilva
huvudpoingen, att struktur och tradition, kol-
lektivism och auktoritet ersatts av flexibilitet och
forindring, individualism och autonomi torde
vil vara ganska allmint accepterad. Men sam-
tidigt gor bokens schematiska oversike alltfor
mycket v8ld pd dynamiken i samhillsutveck-
lingen och dess sammanfldtning med etiska
och moraliska frigor. Till exempel 4r ju dagens
unga (mirkligt nog) mer religidsa in sina for-
dldrar och mor- och farférildrar! Samhillets
socialiserande effekt pd virde- och normfér-

skjutning maste alltsi rymma ndgon form av
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religids dynamik som i sin tur borde ha viss
inverkan p de frigor som boken diskuterar.
Re-traditionaliseringen inom sirskilt social- och
arbetsmarknadspolitiken (men ocksd utbild-
ningspolitiken) med 6kad betoning pa plikt och
ansvar skir ocksd rakt i genom Orlenius modell
for samhillsstrukturell forindring. Det finns
heller inte ndgot empiriskt st6d for att yngre
generationer skulle vara hedonister utan tanke
pa framtiden. Tvirtom pekar de flesta empiriska
studier pd att den traditionella framtidsoriente-
rade arbetsmoralen framgingsrikt reproduceras.
Problemet tycks egentligen vara det motsatta,
nimligen att en central konflikt i unga min-
niskors liv, med Tomas Ziehes ord, vixer “ur
lidandet under allt det som de ska klara av i sina
liv” (Ziehe 2000, s 85). Mirkligt nog diskuterar
boken faktiskt hur skolan i vixande grad prig-
las av prestationsfixering, individuell konkur-
rensmentalitet och 6kande stress (som tenderar
att motverka forverkligandet av virdegrunds-
mailen). Detta harmonierar inte med bilden av

unga som bekymmerslosa livsnjutare.

Vidare 4r de kommunitaristiska virdegemenska-
per, som i boken placeras p4 historiens soptipp,
snarast att betrakta som ett utmirkande drag
for var tid; religiosa- och etniska grupper, bogar,
jimstilldhets- och miljororelsen; alla driver de
sina egna agendor och alla utgér de olika former

av moraliska gemenskaper och projekt. Inom
den politiska filosofin ir det just denna kom-
plicerade situation som utgdr utgingspunke for
diskussionen. Det irs.a.s. den samtidiga nirva-
ron och konflikten mellan normsystem i dagens
samhille som ir pedagogens kanske storsta
utmaning. Orlenius kinner givetvis ocks3 till
detta. Tyvirr kommunicerar texten inte riktigt
detta. Kanske visar dessa invindningar frimst
pd en “risk” med att kombinera en relativt nira
och komplex beskrivning av skolans moraliska
problem med denna form av idealtypiska och
schematiska 6versikt. Kombinationen inbjuder
helt enkelt den misstinksamme ldsaren att soka
efter motsittningar och paradoxer.

I boken férekommer ocksi en intressant analys
av sjilva det kunskapsomride som den ir en
del av och som i vissa fall benimns med den i
mina dgon olyckliga termen virdepedagogik.
Diskussionen kring denna term kunde med
fordel ha relaterats till bokens huvudbudskap;
allt pedagogiskt arbete ir moraliskr. Termen i
friga signalerar nimligen ett foraldrat idémis-
sigt sliktskap med kantianska distinktioner lik-
nande den mellan fakta och virden och dirmed
en slags tro pd att det finns en viss punkt dir
pedagogiken blir specifikt moralisk. Den frim-
sta invindningen som Orlenius framhéller mot
termen virdepedagogik ir att framvixten av
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“bindestreckspedagogik” skapar inflation i det
pedagogiska kunskapsfiltet. Det ir i och for sig
riktigt, men det viktiga i detta sammanhang
dr snarast att det finns en uppenbar skillnad i
relationer mellan moderdisciplinen pedagogik
och 4 ena sidan virde-pedagogik och 4 andra
sidan t. ex. idrotts-pedagogik, vird-pedagogik
och vuxen-pedagogik. Denna skillnad kan f6r-
st3s utifrin Russel och Whiteheads (1910) teori
om logiska nivéer. Helt kort innebir denna teori
att det maste finnas en logisk atskillnad mellan
klassen och de medlemmar som ingdr i klassen
— ingen klass kan samtidigt vara medlem i sin
egen klass. All pedagogik, liksom alla varian-
ter av bindestreckspedagogiker, har en moralisk
dimension, men de fokuserar inte alla idrott,
vérd eller vuxna minniskor. Av den anledningen
kan man motivera olika former av inriktning,
men inte en virdepedagogisk sddan. Virdepe-
dagogik ir en tautologi.

Invindningarna till trots dr Den virdefulla
praktiken en genomgéende klok och sympatisk
bok som rymmer en 6dmjukhet infor liraryrkets
och den pedagogiska praktikens komplexitet.
Detta 4r nigot som ibland saknas i texter inom
detta omride. P4 andra hill kan man finna en
nirmast naiv utopisk tro pd att det goda argu-
mentet eller den goda talsituationen ska kunna
16sa meningsskiljaktligheter och konflikter som

i praktiken helt enkelt ir olésliga och méste 3
vara det. I Den virdefulla praktiken finns ingen
metod med stort M och férfattarna forhaller sig
inte normativa till den lisande pedagogen utan
erbjuder varken mer eller mindre in “redskap f6r
tinkandet om svéra frigor” (s. 58). Den ideale
(och givetvis ouppnielige) liraren som fram-
trider i boken f6ljer inget enskilt moralfiloso-
fiskt perspektiv utan ir en reflexiv och lyhérd
eklektiker. Orlenius skriver att pedagogen ska
”kunna se och identifiera komplexiteten, att ha
redskap for att dels handla pd ett ansvarigt sitt,
dels for att resonera med sig sjilv och andra uti-
fran vilka grunder och principer man kan eller
boragera ...” (s. 100). I boken anvinds ett antal
komplicerade vardagliga pedagogiska situatio-
ner som utgdngspunke for att diskutera detta.
Det ir bara att hoppas att mdnga pedagoger vill
vara med i denna diskussion.

Litteratur:

Russel, Bertrand & Whitehead, Alfred North (1910). Prin-
cipia Mathematica. Cambridge: University press

Wittgenstein, Ludwig (2001). En foreldsning om etik i
Backstrom, Joel & Torrkulla, Géran (red.), Moralfiloso-
fiska essiier. Stockholm: Thales

Ziehe, Thomas (2000) Adjé till 70-talet i Bjerg, Jens (red.),
Pedagogik. En grundbok. Stockholm: Liber
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Bokanmalningar

Till redaktionen for Tidskrift for ldrarutbild-
ning och forskning har ett antal bocker inkom-
mit. Bockerna kommer att recenseras i ett senare
nummer av tidskriften.

Begreppsbaserad undervisning

Boken Att gira tinkande synligt. En bok om
begreppsbaserad undervisning ir enligt Gerd
Arfwedsons efterord "att forstd som ett pionjir-
arbete inom dmnesdidaktisk forskning i sam-
hillsorienterande dmnen”. Boken ir forfattad
av Sten Arevik och Ove Hartzell, lirare och
ldrarucbildare i samhillsorienterande dmnen
vid Lirarhégskolan i Stockholm. Forfattarna
vill peka pd méjligheter nir det giller lirares
medvetna hantering av begreppsbaserad kun-
skap i undervisning.

Undervisning i multikulturella
samhéllen

Antologin Education in "Multicultural” Socie-
ties. Turkish and Swedish Perspectives innehaller
artiklar som forfattats av forskare frin Turkiet
och Sverige. Forutom inledningskapitlet som
forfattats av tva av redaktdrerna, Marie Carl-
son och Annika Rabo, innehiller antologin 13
kapitel som indelats i tre underteman: Challen-
ges in "Multicultural” Education, Educational
Institutions and Identity Formations och Stra-
tegies for Empowerment. Artiklarna belyser p&

olika sitt komplexiteten i sociala och kulturella
praktiker. Klyftan mellan policyfrigor och det
sitt pd vilka dessa forverkligas i utbildnings-
sammanhang behandlas. Avslutningsvis redo-
gors for det svenska och turkiska utbildnings-
systemet.

Sprak och kén

Ann-Catrine Edlund, Eva Ersson och Karin
Milles ir redaktdrer f6r en nyutkommen bok,
Sprétk och kin pa Norstedts Akademiska Forlag.
Som titeln anger handlar den om sprik- och
konsforskning. Den ir tinkt att anvindas som
lirobok inom lirarutbildning, i sprikvetenskap,
journalistik med flera imnen. Innehillet har
en klar struktur och presentationen ir pedago-
gisk. I forsta delen diskuteras vad sprék ir, vad
kon dr och vad feministisk sprikvetenskap ir.
I del tv4 riktas fokus pa olika sprikgemenska-
per och i den tredje och sista delen uppmirk-
sammar f6rfattarna till exempel spraklig sexism
och sprikvald.

Gun-Marie Frinberg
Redaktor
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1981a; Brown & Green, 1982; Jackson, 1983).

7. Referenser ska ordnas i alfabetisk ordning efter forfattar-
namn i slutet av artikeln. Dessa ska anges i standardformat
enligt ménstret ovan:

111



Foregaende ars nummer

Innehéll i nummer 4/2002, 1/2003

Louise M Rosenblatt: Greeting to the Conference

Gun Malmgren: Litteraturlisning som utforskning och
uppticksresa — om samspelet mellan text, lisare, skola
och samhille

Anna-Lena Dstern: Aktiv estetisk respons? — Ett forsok
med litterir storyline i arskurs sex

Bodil Kampp: Senmodernistisk bornelitteratur og litte-
raturpadagogik

Sten-Olof Ullstrom: Strindbergsbildens férvandlingar i
gymnasiet

Per-Olof Erixon: Drommen om den rena
kommunikationen — om diketskrivning i gymnasieskolan
Anne-Marie Vestergaard: Hvad forteller fleskestegen? — en
leesning af Helles novelle 77lflyttere

Innehall i nummer 2/2003

Asa Bergenheim: Brottet, offret och férovaren:
idéhistoriska reflexioner kring sexuella 6vergrepp mot
barn

Lisbeth Lundahl: Makten 6ver det pedagogiska arbetet
Gloria Ladson-Billings: It’'s a Small World After All:
Preparing Teachers for Global Classrooms

Siv Widerberg: Antologier

Christer Bouij & Stephan Bladh: Grundliggande normer
och virderingar i och omkring musikliraryrket — deras
konstruktioner och konsekvenser: ett forskningsobjekt
Jarl Cederblad: Aktionsforskning — en metod for 6kad
kunskap om slgjdimnet

Mona Holmquist: Pedagogiskt arbete — ett tomrum fylls
eller en ny splittring

112

Innehall i nummer 3-4/2003

Sandra Acker and Gaby Weiner: Traditions and Transitions
in Teacher Education: Thematic overview

Gudrun Kristinsdéttir and M. Allyson Macdonald:
Learning to Teach in Iceland 1940-1962: Transitions in
society and teacher education. Part 1

M. Allyson Macdonald and Gudrun Kristinsddttir:
Learning to Teach in Iceland 1940-1962: Transitions in
teacher education. Part 2

Sandra Acker: Canadian Teacher Educators in Time and
Place

Inger Erixon Arreman and Gaby Weiner: ‘1 do not want to
shut myself behind closed doors’: Experiences of teacher
educators in Sweden (1945-2002)

Jo-Anne Dillabough and Sandra Acker: ‘Gender at Work’
in Teacher Education: History, society and global reform
Elizabeth M. Smyth: “It should be the centre... of profes-
sional training in education”. The Faculty of Education at
the University of Toronto: 1871-1996

Michelle Webber and Nicole Sanderson: The Arduous
Transfer of Elementary Teacher Education from

Teachers’ Colleges to Universities in Ontario, Canada
Dianne M. Hallman: Traditions and Transitions in
Teacher Education: The case of Saskatchewan

Thérese Hamel and Marie-Josée Larocque: The Universita-
risation of Teacher Training in Quebec:

Three key periods in the development of a research cul-

ture in Laval University



Foregaende ars nummer

Innehall i nummer 1-2/2004

Lena Rubinstein Reich och Ingegerd Tallberg Broman:
Homogeniserings- och sirartspraktiker i svensk férskola
och skola

Maria Wester: Om normer, normbildning och
uppfoérandenormer

Anders Birgander: Avvikande eller annorlunda: Hinder for
undervisningen om homosexuella

Jenny Gunnarsson, Hanna Markusson Winkvist och
Kerstin Munck: Vad ir lesbian and Gay Studies? Rapport
frin en kurs i Umed

Per-Olof Erixon: Skolan i Internetgalaxen

Agneta Lundstrim: Mobbning — eller antidemokratiska
handlingar?

Innehall i nummer 3-4/2004

Daniel Lindmark: Utbildning och kolonialism

Anders Marner: Ett designperspektiv pd slgjden och ett
kulturperspektiv pa skolan

Per-Olof Erixon: P4 spaning efter den tid som flytt
Monika Vinterek: Pedagogiskt arbete: Ett forskningsom-
ride bérjar anta en tydlig profil

Barbro Bergstrom & Lena Selmersdotter: Att tala 4r ett site
ate lira!

Paula Berntsson: Att tillvarata forskolldrarutbildningen
Kennert Orlenius: Progression i lirarutbildningen

Innehéll i nummer 1-2 2005

Tomas Bergquist

IT och lirande — i skola och lirarutbildning

Jonas Carlquist

Att spela en roll. Om datorspel och dess anvindare
Elza Dunkels

Nitkulturer — vad gor barn och unga pé Internet?
Johan Elmfeldt och Per-Olof Erixon

Genrer och intermedialitet i litteratur- och skrivunder-
visning

— teoretiska utgdngspunkter och empiriska iakttagelser
AnnBritt Enochsson

Ett annat sitt att umgds — yngre tondringar i virtuella
gemenskaper

Anders Gedionsen, Else Sondergaard, Jane Buus Sorensen
Nér moderniteten i lereruddanelsen meder virkeligheden
Ylva Hérd af Segerstad och Sylvana Sofkova Hashemi
Skrivandet, nya media och skrivstéd hos grundskoleelever
Patrik Hernwall

Virtual Society: skillnad, tillging, frénvaro

— om villkoren fér intridet i cybersamhiillet

Bertil Roos

Examination och det lirande samhiillet

Eva Skdreus

Du skéna nya virld

113



Foregaende ars nummer

Innehall i nummer 3 2005

Christina Segerholm.:

Productive Internationalization in Higher Education: One
Example

Charlotta Edstrim:

Is there more than just symbolic statements?

Alan J. Hackbarth:

An Examination of Methods for

Analyzing Teacher Classroom Questioning Practicies
Camilla Hillgren:

Nobody and everybody has the responsibility

— responses to the Swedish antiracist website SWED-
KID

Brad W. Kose:

Professional Development for Social Justice:
Rethinking the “End in Mind”

Mary J. Leonard:

Examining Tensions in a “Design for Science” Activity
System

J. Ola Lindberg and Anders D. Olofsson:

Phronesis — on teachers’ knowing in practice
Constance A. Steinkuebhler:

The New Third Place:

Massively Multiplayer Online Gaming in American
Youth Culture

Biographies

Notes on the submission of manuscripts

114

Innehéll i nummer 4 2005

Hélkan Andersson

Beddmning ur ett elevperspektiv:

— erfarenheter frin ett fors6k med timplanels undervis-
ning

Sylvia Benckert

Varfor viljer inte flickorna fysik?

Lena Bostrom & Tomas Kroksmark

Learnings and Strategies

Per-Olof Erixon & Gun Malmgren

Literature as Exploration

Interview with Louise M Rosenblatt (1904-2005)

— Princeton, NJ, USA, April 25, 2001

Daniel Lindmartk

Historiens didaktiska bruk: Exemplets och traditionens
makt

Agneta Linné

Lirarinnor, pedagogiskt arbete och modernitet

En narrativ analys



Foregaende ars nummer

Innehéll i nummer 12006

Lovisa Bergdahl

Om gemensamma virden i ett pluralistiskt samhiille

— Lirarutbildarens syn pd och arbete med gemensamma
virden i den nya lirarutbildningen

Elza Dunkels

The Digital Native as a Student

— Implications for teacher Education

Maria Elmér & Hans Albin Larsson
Demokratiutbildningen i lirarutbildningen

— Nagra jimforelser och tolkningar

Bodil Halvars-Franzén

Med fokus pa lirares yrkesetik i den nya lirarutbild-
ningen

Gun-Marie Franberg

Lirarstudenters uppfattning om virdegrunden i lirarut-
bildningen

Margareta Havung

"Du, som ir kvinna — du kan vil ta det, det dir om
genus”

— Om jimstilldhet och genus i nya lirarutbildningen
Britta Jonsson

Lirarstudenters virderingar och kvaliteter

Innehéll i nummer 2-3 2006

Hans Thorbjornsson

Swedish educational sloyd — an international success
Kajsa Borg

What is sloyd? A question of legitimacy and identity
Lars Lindstrom

The multiple uses of portfolio assessment

Mia Porko-Hudd

Three teaching materials in sloyd — An analysis of the
makers’ thoughts behind the visible surface

Viveca Lindberg

Contexts for craft and design within Swedish vocational
education: Implications for the content

Bent Illum

Learning in practice — practical wisdom — the dialogue
of the process

Ragnar Oblsson

A Practical Mind as an Intellectual Virtue

Kirsten Klebo & Bodil Svaboe

Design and Digital Textile in higher Education:

The Impact of Digital Technology on Printed Textile
and Surface Design

Marléne Johansson

The work in the classroom for sloyd

115



Foregaende ars nummer

Innehall i nummer 4 2006

Peter Bergstrom, Carina Granberg,

Pér Segerbrant, Dag Osterlund
Kursutvirderingar for kursutveckling

Steven Ekholm

Ungdomars lisvanor och lisintressen
Rapport frdn ett lisprojekt

Kath Green

Problematic Issues in Action Research:
Personal reflections as a researcher, doctoral student and
supervisor

Kerstin Munck

Mingfald, text och virdegrund

Ett imnesdidaktiskt perspektiv: svenskidmnet
Joakim Samuelsson

Lirarstudenters emotioner for skolmatematik

Innehall i nummer 12007

Lena Fejan Ljunghill

Till skolan, med kirlek och vrede

Diane | Grayson

The Making of a Science Teacher

Ference Marton and Lo Mun Ling

Learning from “The Learning Study”

Per-Olof Erixon

Frén sprik och litteratur till multimodalitet och design

i det pedagogiska arbetet

Per Lindquist och Ulla Karin Nordiinger

Lirande i riskzonen? — konturer av ett obrukat forsknings-
file

Christer Stensmo

Etnografiska filtnotiser i en vfu-period inom lirarutbild-

ningen

116

Innehéll i nummer 2 2007

David Andrew

Learners and artist-teachers as multimodal agents in
schools

Andrew Clegg

Creative Processes in technology Education;
Namibian Solutions to Namibian Problems

Lies! van der Merwe

Assessment in the Learning Area Arts and Culture:
A South African perspective

Hertta Potgeiter

The “I” in multicultural music education

Kajsa Borg

Assessment for Learning Creative Subjects

Per-Olof Erixon

From Written Text to Design. Poetry for the media society
Hans Ortegren

Formative Evaluation of Projects in Art Pedagogy



Tidskrift

for lararutbildning och forskning

INNEHALL
Redaktionellt

Galina Nilsson & Elena Luchinskaya
Problembaserat lirande i hogskolematematik. En studie av hogskolestuderandes kunskapsutveckling
i matematik pé datavetenskapligt program

Eva Nystrom
Reconceptualising gender and science education: from biology and difference to language and fluidity

Kathleen Quinlivan
Twist and Shout! Working with Teachers towards affirming Sexual Diversity in a New Zealand
Girls’ Secondary School

Britt-Marie Styrke
Estetik — kropp — genus i relation till dans och dansutbildning

Hugo Vanheeswijck
Limitations and Possibilities of Catholic Education in a Multicultural World

Debatt

Recension
Bokanmalningar
Forfattare
Forfattarvagledning

Foregaende ars nummer

S
°< (V2]
o ELL S
2 &
VORIV
FAKULTETSNAMNDEN FOR LARARUTBILDNING

THE FACULTY BOARD FOR TEACHER EDUCATION
Printed in Sweden ISSN 1404-7659



